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Abstract

Studies dealing with the translation of children's literature from English into Arabic
are almost non-existent in both the West and the Arab world. This is despite the fact
that most Arabic children's stories are mainly translations from foreign languages in
which English as a source language has pride of place. Such a situation may be
attributed to the fact that children's literature in the Arab world is regarded as
subsidiary to adult literature and, thus, is not sufficiently discussed in literary,

linguistic and/or translation studies.

The thesis presents textual analyses of translations of children's literature from English
into Arabic. To facilitate analyses, a framework will be developed, making use of a
number of insights, including some recent text-linguistic approaches and the literary
polysystem theory. An attempt is made to establish a connection between the various
components of a children's story, including illustrations, and the textual choices of the
translator. A number of stories translated from English into Arabic will be analysed
both at the macro- and micro- levels of the text. Most of the stories used in this

research are aimed at children between the age group of 4-8 years old.

A range of issues will be discussed in the thesis. These include the influence of Arabic
diglossia on translated children’s literature (register); the way writers in Arabic and
English construct their messages according to their intended audience and the
influence of that on the target language reader (pragmatics); and the continuous
interaction between the textual material and illustrations in both the source and target

language texts (text-type, genre, discourse and illustrations).
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Chapter One: Introduction

Introduction

1.1 Aim and scope of the study

My interest in children's literature (hereafter: CL) may have stemmed from personal
experience. Having spent the major part of my life in the Arab world, I was, as a child,
exposed to reading materials that were predominately Arabic translations of literary
works which originated in the West. Attempts to understand and learn the values and
experiences of other cultures can be life-enhancing. This is what it was for me, seen in
retrospect, perhaps mainly because CL is not just a medium through which children
can be kept occupied or entertained. It may also be considered as a major channel for
relaying the importance of varied values and creating in the child-reader a sense of

identity, individuality and joy.

An acquaintance with, and an understanding, of the cultural setting of any story is one
of the important means a young child has of making sense of what the story is about.
The events of a story are a way of exploring the world, helping the child-reader to
confirm, to illuminate, and to extend his/her own life experiences. In some cases, a
certain story may give a public form to private experiences and, thus, may help those
who receive its messages to reach out to other children in the world, knowing that
they share some of the same concerns and feelings. So, stories are important in
making children understand and appreciate their world and those who share it with

them.

The fact that CL addresses a special kind of audience, that of the young and innocent,
who have not yet developed an understanding of the world may have been one of
main reasons why this research was undertaken, especially in connection with

translation. A story in one culture may mean something different to another culture.
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My aim is to explore the meanings and interpretations that may underlie a children’s
story in one culture and how such meanings may be preserved or changed when

translating to young readers of other cultures.

Stories translated from English into Arabic constitute a major part of the literary
works available for children in the Arab world. Despite this fact, studies dealing with
the translation of English CL into Arabic are almost non-existent in both the West and
the Arab world. There is, however, nothing unusual about this situation in
comparative terms since the translation of CL as a whole seems to be an under-
researched, even a neglected, topic in both literary and translation studies existing in
English. Snell-Hornby (1988:33) comments that "The special problems of children's

literature ... have until recently received scant attention”.

In the present research, the main concern is with developing a framework of textual
analysis which will identify some of the main components of a children's story, looking
specifically at how to deal with these components throughout the process of
translation. In carrying out this task, an attempt is made to take into account the fact
that any story is always part of a certain situation or context, thus, is constituted of
various overlapping cultural, textual and para-textual elements. Understanding the
role of these elements in the overall meaning of a children’s story may benefit from a
macro- and micro- textual analysis of both the source text (hereafter: ST) and target
text (hereafter: TT). This kind of analysis may offer insights into the processes
undertaken by writers, consequently translators, in producing children's stories. It may
also allow for an equal consideration for the ST and the TT throughout the process of

translation.

The framework contains four main headings under which the analysis of translated CL
may be carried out. These headings are register, pragmatics, semiotics (genre, text-

type and discourse) and illustrations. An attempt will be made to establish a
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connection between the language used in a children's story and the pragmatic,
semiotic and visual aspects of the text, especially in relation to the child-reader. This,
in turn, may enable the translator to determine whether the textual and visual material

of the ST are to be kept the same, changed or modified in the TT.

The main purpose behind analysing children’s stories prior to and throughout the
process of translation is to highlight a number of issues. These include the following
factors. A translated story will always contain thematic, cultural and/or visual features
which will be totally or slightly “foreign” to the TL reader. There are certain textual
choices which the writer/translator opts for because they may be closer to the child’s
way of speaking than others. There is the way certain macro- and micro- messages are
reflected in children’s stories which may indicate how the author views the child in
both the West and the Arab world. The analysis of stories may also provide a general

idea about the predominant themes in the languages involved.

The framework of textual analysis will make use of some of the recent text-linguistic
approaches to translation, especially those proposed by Nord (1991) and Hatim &
Mason (1990,1997). The thesis alludes to other issues which are not necessarily
linguistics-based such as the literary polysystem theory proposed by the manipulation

school of translation.

1.2 Data

The research will be conducted by looking at a number of stories translated from
English into Arabic. Most of these stories are aimed at the age group of 4-8 years old.
Examples taken from stories translated from Arabic into English are also given, albeit

on a limited scale. To highlight some issues which appear to pertain exclusively to
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some of the characteristics of CL in either Arabic or English, examples will be given

from stories written in English or Arabic which have not been translated.

A large number of the English stories used in the thesis are published by the Ladybird
Books Ltd., translated into Arabic by Librairie du Liban in Lebanon. The stories
translated from Arabic into English are also published by Librairie du Liban. As for
the bilingual stories, they are published by Magi Publications in London. Some of the
stories which were translated into Arabic are published by Dar Al-Muna in Sweden.
The thesis also uses a number of Arabic and English stories published by various
publishing companies in the West and the Arab world, including Walker Books in

London and A/-Maktaba Al-Wataniiah in Jordan.

It should, however, be pointed out that the Arabic stories used in this research are
written in modern standard Arabic. Involvement with the great number of
geographical dialects existing in the Arab world is a wide issue which cannot be
approached in the present research. This is especially because these dialects may

sometimes be too far apart.

Throughout the thesis, a back-translation will be offered to the examples taken from
stories written in Arabic or translated into Arabic. The purpose of this translation is to
highlight the literary style and/or some of the textual choices Arab writers/translators
opt for in children’s stories. This translation will, therefore, be as close as possible to

the Arabic text.

The bibliography of the stories used in the thesis is divided into English stories, Arabic
stories and bilingual stories. The bibliography of the English stories is divided into two
sections: the “Ladybird stories” and “other stories”. The reason behind this division is
that most of the Ladybird stories are fairy-tales or recognised as children’s classics, so

the author is either unknown or he/she is not the actual author of the version used.
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The publishing company, therefore, does not always specify the name of the author.
For the purposes of this research, I will employ the classification usually adopted with
the Ladybird stories: “Classics”, “Favourite Tales” and “Read it Yourself”. The year

of publication will also be given.

Since most of the Arabic stories used in this research give the name of the
author/translator, the distinction employed in relation to the English stories will not be

applied.

1.3 The organisation of the thesis

The thesis is divided into seven chapters. These are as follows:

Chapter one provides an introduction to the thesis. This chapter highlights the aim
and scope of the study; the methodology used in studying the translation of CL into
Arabic; the kind of data which will be analysed; and finally, the thesis structure in

order to provide the reader with a general framework.

Chapter two provides a brief overview of the development of CL in the Arab world
by shedding light on a number of issues. These include an insight into the oral
tradition used in addressing children before and after the emergence of Islam (i.e.
poetry and story-telling); the beginnings of CL in its written form in the 19th century
as a result of translation from Western languages; and the kinds of literary works

available for Arab children nowadays.

To provide a context for the present research, issues related to the current situation of
writing/translating CL in the Arab world, especially in relation to the difficulties

associated with studying translated CL, will also be indicated in this chapter.
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Chapter three discusses a very important issue in translated CL into Arabic. This
issue relates to the use of a complex literary style in Arabic stories instead of the
vernacular with which the Arab child is familiar. To explain this issue, a number of
points will be discussed. These include a comparison between the literary register of
English and Arabic stories where Arabic as a TT tends to be more formal than English
as a ST; the diglossic nature of the Arabic language in which two forms of language
use that differ in function exist in Arabic speech communities (i.e. written and spoken
forms); the general attitude held towards the written form of Arabic as being

prestigious since it is the language of identity and Islam; and, finally, the fact that the
language used in Arabic stories is influenced by the “subsidiary” position of CL in the
Arabic literary system, especially in relation to adult literature. Arabic CL on the
whole is derivative from adult literature, with the exception of folklore, and does not
exist in isolation from it, from which follows the resort to the high linguistic level

usually used in adult literature.

The points raised in this chapter will be referred to again in chapter five where register

is viewed as one of the main components in the framework of textual analysis.

Chapter four discusses three recent studies which dealt with the language of CL in
relation to ideology. These studies are carried out by Hollindale (1988), Stephens
(1992) and Knowles & Malmkjaer (1996). Each of these studies has contributed in
one way or another to the understanding of the relationship between the social
occasion and language used in children's stories. The issues these researchers have
dealt with are either derived from linguistic and discursive disciplines or may be
viewed within these disciplines. This chapter sets the scene for chapter five, when
some of the points discussed in these studies will be included in the framework of

analysis (e.g. ideology and discourse).
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Chapter five synthesises some of the gaps and ideas presented in the literature into a
framework of textual analysis and discusses the implementation of the framework by
giving examples from Arabic and English stories. Both the textual and visual aspects
of the stories are discussed. To fulfil these purposes and present the author’s

contribution, it is therefore, justified that chapter five is relatively large compared to
the rest of the thesis. The framework presented within the chapter consists of a set of
four parameters: register, pragmatics, semiotics (genre, text-type and discourse) and
illustrations. This, however, does not mean that there is a clear-cut division between
these parameters. Organising the different textual and visual issues into four main
headings may facilitate the analyses of stories to see how each parameter seems to

contribute to the overall meaning of the text.

Chapter six analyses Amazing Grace and its translation into Arabic as a case study.
The framework of analysis outlined in chapter five will be applied systematically to the
various cultural, textual and para-textual aspects of this story. The interaction
between the visual and textual dimensions will be viewed in relation to the pragmatic

dimension in both the ST and TT.

Chapter seven highlights the findings and the conclusions reached by the present

research.
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2.1 Introduction

In this chapter, an attempt will be made to outline briefly the evolution and
consequent development of CL in the Arab world. The chapter, however, is not meant
to provide a detailed historical account of all that has been written/translated for
children in the Arab world. It rather aims at giving an overview of the early stages of
CL development and some of its main sources together with its contemporary
features, especially those related to why the present research was undertaken. This
chapter also sheds some light on a number of poets and writers who have participated

in what may be called the “growth of Arabic children’s literature”.

The history of Arabic CL has barely been touched upon by modern scholarship. This
contrasts with other cultures and languages, such as English, in which Harvey
Darton’s (1932) Children’s Books in England may be considered as the most
authoritative study on the development of English CL. Brian Alderson (1982: ix)
comments in the preface to the third edition of Darton’s book that the latter “... is
rooted in an experience and a quality of mind that are beyond the attainment of more
recent generations.” For the purpose of this chapter, I will rely on the views of the
few available researchers who have looked into the development of Arabic CL. These
include Al-Hadiidii (1982), Al-Hiitii (1988), Azeriah (1994), Sharaayha (1990, 19961)

and some others.

[Examples taken from verses and poetry written for children in Arabic will be cited
throughout the chapter, for which a back-translation into English will also be given.
This translation serves merely as a means of paraphrasing and explaining what each

poem is about for non-Arabic speakers. It may not, thus, be considered a literary

I'This unpublished paper was presented on the 13th of October 1996 in a conference held at Nour Al-
Hussein Foundation in Jordan to celebrate The Arab Child Day.
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translation since the focus is not on preserving the stylistic elements which

characterise Arabic poetry.

This chapter is divided into eight sections. Following this introduction, in section 2.2,
some of the forms of oral tradition which addressed children before and after the
emergence of Islam are highlighted. In section 2.3, the beginnings of written CL as a
result of translation in the 19th century is briefly looked at. In this section, the
contribution of some Arab poets and writers to the field of CL, the difficulties they
have encountered, and some of the general characteristics of their literary works for
children are discussed. In section 2.4, the types of literary works and themes available
nowadays for Arab children are indicated. In section 2.5, a general outlook on the
contemporary situation of written/translated CL in the Arab world is given along with
some of its main features. In section 2.6, some of the difficulties associated with

dealing with translated CL in the Arab world are outlined.

2.2 The role of the oral tradition in addressing children

Although the beginning of written CL can be dated back to the end of the 19th
century during the Arab renaissance period (4/-Nahda) in which the Arab world came
into significant direct contact with the West, it would be wrong to imagine that the
Arab culture was devoid of any form of expression that specifically pertained directly
or indirectly to children. This does not mean that a fully-fledged CL existed before the
19th century. There was, however, a rich oral tradition which addressed children. This
tradition was mainly based on poetry in pre-Islamic periods and on the Qur'an and

story-telling after the appearance of Islam.

By adopting a method called Al-Istishaa’ “s\u=iuy\” parents and tutors used to
communicate with children in the old days of Arab civilisation. According to this

method, adults would imitate the children's way of talking, behaving and playing as a



Chapter Two: A Review of Children's Literature in the Arab World

means of raising them and teaching them morals and values (Al-Hiitii 1988: 205). As
a result of this kind of child-parent interaction, children found an easy way to establish
a rapport with adults and, consequently, found joy and entertainment in what was
being taught to them. Poetry, as an inherent part of the Arab civilisation, was one of
the important methods of A/-Istisbaa’. Reciting and composing poetry was a favourite
activity among adults, thus, it was only natural that Arabs used simplified forms to
inculcate in their children the love of verses and eloquence (Fasaaha). Azeriah

(1994:24) explains that eloquence:

was one skill every Arab child was to learn at a tender age and excel
at, just as we expect today’s children to do well in writing and
reading ... In pre-Islamic era, it [eloquence] applied to speech only as
is shown by the Arabic expression [Fasiihu Al-Lisaan] (JLadll muad)
which translate roughly, but not economically, as “endowed with a
skillful tongue in using the correct literary language”™ (note the use of
“tongue” as opposed to “pen”.

Poems which addressed children were usually rich in meaning, expressed feelings of
love and sadness and reflected the values and conventions of one’s particular tribe or
family. Praising the nobility of birth, for example, was an important theme among
Arabs. To convey this theme, adults resorted to simplified verse in an attempt to
implant in their children the importance of taking pride in their ancestors. Poetry was
also used as a medium for expressing reward and punishment towards children. Good
deeds were poetically praised and bad ones were highly criticised (Al-Hiitii 1988:

206).

However, poetry on its own cannot be considered the beginning of CL in the Arab
world. Poetry was seen as an indispensable part of an Arab child’s upbringing.

Azeriah (1994:28-29) explains that:

In pre-Islamic times, there was no difference between adult and
children’s literature. There was a literature, as was the case with every
European national literature in medieval societies in which the child’s

10
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separate needs had yet to be recognized. Or perhaps there was one
important difference: although the pre-Islamic child’s needs were not
recognized as being different from an adult’s, his needs in relation to
his adulthood were clearly determined within the general framework of
his upbringing: the child is sent to the desert to acquire [Fasaaha)] and
to be exposed to the rough life of the desert in preparation for his
adulthood.

In pre-Islamic periods, the concept of story-telling also existed, albeit on a limited
scale. Most stories at that time dealt with the life of kings, statesmen and heroes.
These stories excluded common people and children (Ja‘far 1979: 245, Azeriah

1994:30-31). So,

Pre-Islamic literature was a two-layer system with poetry as the top
layer (the highest literary form) and prose as the lower layer (Azeriah
1994:100).

Following the spread of Islam in the Arab Peninsula, a special mode of story-telling
began to emerge in which mothers started telling their children stories about the
prophet and the Islamic religion. The primary aim of these stories was to teach
children the basic principles and moral values of their religion. Children also used to
attend, along with adults, some of the story-telling sessions given by preachers in
mosques. These sessions contained tales about history and the achievements of other

ancient and contemporary nations.

It may be reasonable to argue, therefore, that after the emergence of Islam, a shift in
both mode and theme occurred in addressing children. This shift manifested itself in
the emphasis placed on story-telling instead of poetry and on religious values instead
of conventional ones. The shift in theme was only natural as the Arab society
witnessed a change in doctrines brought about by a mass following of Islam. The
change in mode was also as important. Some Qur’anic verses made clear reference to
God’s intolerance of some inappropriate poets and poetry which, in turn, made some

Muslims view some modes of poetry unfavourably, hence, enriching the art of prose.

11
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The Islamic conquests which followed the emergence of Islam resulted in the Arabs
being exposed to a vast range of other cultural traditions and vice versa. The
translation of Kaliila wa Dimnah by Ibn Al-Mugqaffa® from Persian and the
compilation of One Thousand and One Nights were examples of this cultural
exchange (Sharaayha 1990:32). Although these literary works were mainly aimed at
adults, children used to enjoy listening to some of these stories, in addition to other

stories derived from the rich Arab heritage.

At the beginning there was no place for CL as a clear but subordinate branch of the
classical Arabic heritage (Ja'far 1979:18, Azeriah 1994:13). There was nothing
unusual about this in comparative terms as the situation in other cultures of similar
periods of development - especially before the 17th century - would confirm. This led

some Arab researchers like Al-Hiitii (1988: 206) to claim that:

u, J&Llua‘dgﬂs‘.dlmuiu&ub u}r‘”-\fﬂtu)gwﬂsmgb,

Zaals AL (50 Lok L 1 LI st

Back-translation:

Despite the richness of our Arab heritage, there does not exist what
may be called CL. One Thousand and One Night, Kaliila wa Dimnah
and other examples of literary folklore are nothing more than special
stories for adults which were passed down from one generation to
another because of their fantastic imagery.

2.3 The beginnings of Arabic CL

As a result of translation, CL started to be recognised in its written form in the Arab
world - especially in Egypt - towards the end of the 19th century during the Arab
renaissance. Muhammad ‘Uthmaan Jalaal (1838 -1898) was one of the first poets to
translate and adapt some of La Fontaine’s fables from French into Arabic. ‘Uthmaan

Jalaal also composed his own poetry for children (Al-Hiitii 1988: 207). This poetry
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was mostly based on Aesop’s Fables and other tales. He was the first to introduce

Arab children to animal stories. He describes La Fontaine’s fables as:

ahll Gld e A shaial) ds il Q1Y) akael e Ll
(In Al-Hiitii 1988: 207)

Back-translation:
One of the noblest French works of literature recited by birds.

At that early stage, whatever was written or translated for children had as its main
concern the idea ofinstructing and teaching children in morals and behaviour. At the
beginning of his collection of poems entitled “Jael sall 3 JUaY! 8 L8l ol (5l

‘Uthmaan Jalaal emphasises this didactic attitude to literature:

Ol Ghidl da ey Pl A ) el R
et A omalbleds,  AlSs e L Sadaig
Lils gy S Al s L elge ) il Ll g
LaSall J68 @il Layyy L oSally Lol it
(In Al-Hiitii 1988: 207-208)

Back-translation:

These few lines act as an introduction to ‘Uthmaan Jalaal’s work. The
above lines go as follows: look at this book which is similar to a field of
semantics and logic in which I have composed two hundred tales that
end happily. These tales include advice from which a conscientious
person can benefit. They also include proverbs and wisdom some of
which is borrowed from the sayings of wise people.

It has been claimed that some of the authors who composed for children in the West -
at the earlier stages of CL development - relied on oriental and Arabic stories such as
Kaliila wa Dimnah and One Thousand and One Nights (Al-Hiitii 1988:232-233). It is
believed that La Fontaine, for example, relied on Kaliila wa Dimnah for composing
his fables. Aesop’s fables are also assumed to be of oriental origin. When viewing the
evolution of CL in the Arab world, on the other hand, it may be argued that those
concerned with it were first influenced by being exposed to Western CL, rather than

oriental or Arabic literature (Azeriah 1994:155).
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The first person to introduce CL as part of the educational system in the modern Arab
world was the educator Rifaa‘ah Al-Tahtaawii (1801-73) during the reign of
Muhammd ‘Ali in Egypt (Al-Hadiidii 1982:243, Sharaayha 1990:3). Al-Tahtaawii
translated books from French into Arabic and introduced them as part of the
curriculum in primary schools. As a result of spending part of his life in France, he
was influenced by the interest of the French writers in CL. After his death, the
momentum Al-Tahtaawii had engendered started to slow down. The educational
system in Egypt deteriorated and his successors lacked his belief in the importance of

education in general and CL in particular.

One of the first people to develop an interest in CL after Al-Tahtaawii’s death was the
renowned Egyptian poet Ahmad Shawqii (1868-1932). Shawqii was one of the first
people to write in Arabic for children in the modern Arab world (Sharaayha 1990:33).
He, like Al-Tahtaawii, lived in France and was exposed to French literature and
culture. The influence of Western culture was reflected in his poetry for adults which
continued to utilise the classical Arabic system of metres and rhyme, but included new
ideas and feelings derived from French culture. He was influenced by the literary
works of Victor Hugo, La Fontaine, de Musset and other French writers. As a result,
Shawgqii started composing songs, poetry and musical plays for children. Most of his

poetry was spoken by animals.

In addition to poetry, Shawqii was also interested in providing Arab children with
different types of literature such as prose. In the introduction to his collection of
poems entitled “<ld 421”7 Shawqii says:

DU 3 I ) el Jas Labia Gy peaell JUL Jaay all iy o) i

caelsie 3 JeleDIA e oy Aasad 538l sl Ay 8 il ghaie Basiul
(In Al-Hadiidii 1982:245).

Back-translation:
I wish I could provide children in Egypt with the same literature
available to children in developed countries, from which they can learn



Chapter Two: A Review of Children's Literature in the Arab World

wisdom and morals in a manner that corresponds to the child’s abilities
and needs.

Shawqii appealed to other contemporary writers to compose various literary works
for children. Most of those writers, however, were not very responsive (Al-Hadiidii
1982:246, Al-Hiitii 1988:210). Khaliil Mutraan, for example, was one of those writers
who ignored Shawqii’s plea. This plea is evident in the following excerpt:

el Sl il e candl g Gl JS e el b g D)5 Y cis d Aadal

e Ol »._I:sL.a"U‘)Jn.nJ.lj; sha e oW Y] e Y Lay ccade JS B

Gl J salall 5 . yadl T Ons oml pla b i Y cslad i ilgally cca

Ay e el el g LW i Gaeluy of 5 celudll g JULU el slay e o glats

LAYl s2a

(In Al-Hiitii 1988:209)

Back-translation:

In conclusion, throughout my life, I have tried to deal with various
kinds of poetry. In this connection, I could only praise my friend
“Khaliil Mutraan” whose influence on literature is invaluable. His
poetry combines both Arabic and foreign styles of writings. I hope we
could work together, along with other authors, to provide poetry and
prose for both children and women in the Arab world.

Shawqii influenced Arabic CL to a great extent. His poems for children were

characterised by their sense of humour and most of them had a moral lesson to teach.
Shawqii’s poems were also characterised by employing a complex literary style. This
style has sometimes required certain knowledge of written Arabic and a degree of
maturity which children of young age may not have yet possessed (Al-Hadiidii 1982:
255). As a result, Shawqii’s poetry for children was almost always subject to criticism

(ibid.)

Most of Shawqii poems were collected in one volume entitled 3 s& jad 3 ClAdia
Ol &7 (a selection of Shawgqii’s poem on animals). The following are two

examples with brief comments:
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Aaall 5 dalal

8 jtiue lgde A4l
ps u,Si oas il dss sy
elsaa _Taela 3 o ally
tins ae gyl Ly
t.'_lj.a.“(;é_..u..\.l_mo_,_é.'u

sadl el culs
as— iy Al (gl
el _gaall g de e &) i
S 3 g Js6
Cpall Ggea Slall Caiils

OSall Lo e Sohaind
G—Aae e Js 3 Ui
(In Al-Hadiidii 1988:211)

= ..s H = . --! ‘_; - ‘!JJ
." ..I . - SI ‘}] g-ﬂlﬂ - S! L]

Back-translation:

The title of this poem is "the Pigeon and the Hunter." The translation of
the lines goes as follows: There was a pigeon living peacefully on top of
a tree. One day a hunter came by and wandered around the nest for a
long time. When he gave up on finding any trace of a bird, he decided
to leave. Then the stupid pigeon appeared out of her nest and "stupidity
is an illness that cannot be cured". Not knowing what was going to
happen, she asked him what he wanted. He turned towards the noise
and pointed the arrow of death. She fell down from her solid nest into
the blade of a knife, uttering the words of wisdom: "had I controlled my
speech, I would have saved my life".

gl 5 Qe
D LI BN N LS aad i
les 1 jlua Aiie o OS Y seb JB
e juall 8 chaal = Aaa e Gia
Al avels ¥y L sdiilola Y

')L_..._\.Lﬁ Sl ]J:ij
Ll o L ale
Lod Mol ia a3
nall &Y 6 el
Vi al ) L
1) a r,_ll_‘al! B
(In Al-Hiitii 1988:211)

ald , & ol s
A JS e A
abad a5l 8 s
Alal (g o SEN (635
alad S e DB

Back-translation:

The title of the poem is "Solomon and the Bird." This poem is about a
Hoopoe who came to the prophet Solomon complaining of a pain in its
chest caused by a grain it had eaten. Solomon scolds the Hoopoe and
accuses it of stealing the grain from an ant that had gone through so
much trouble to find it in order to hoard and eat it during the harsh
winter. The Prophet goes on to say that this grain is like a fire which
shall eat away at the bird's chest because it has sinned.
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These two poems were meant for the ears of children. Through what happened to the
pigeon when it did not consider the consequences of its behaviour, Shawqii tries in the
first poem to warn children against being stupid. In the second poem, the topic
discussed is derived from the Qur’an. Shawqii adopts Prophet Solomon’s ability to
speak to animals to warn children against stealing what belongs to others. It may be
argued that the morals of the stories presented in both poems are quite obvious to
most adults, but a child will probably need a dictionary to make sense of the meanings

of some of the lexical items used, let alone understand the moral message.

One of the few writers who tried, at the early stages of CL development, to bridge the
gap between children and the elevated style characterising Arabic literature was
Muhammd Al-Hraawii (1885-1939). Al-Hraawii felt the alienation existing between
youth and the Arabic literature. He sensed the problems encountered in learning
Arabic and how the child may come to dislike his language if he does not understand
it. Al-Hraawii realised that this was caused by the lack of stylistic methods which are
suitable for addressing children and would enable them to enjoy the great heritage of
the Arabic language. Al-Hraawii tried, therefore, to take into consideration the child’s
cognitive and linguistic abilities in his literary works (Al-Hadiidii 1982:259). In

carrying out his task, he tried to employ a lucid style in which children were addressed

with simple and clear language.

Al-Hraawii dealt in his literary works for children with a vast range of topics derived
mostly from everyday life, such as religion, family relations, the position of women in
society and technological innovations (Al-Hadiidii 1982: 263). He published his work
in a number of books, such as “cuull JULY! yeu” in 1922 and “wilull JukY) jeu” in
1923. Each of these books consisted of three volumes that had as its subtitle:

Laial adlladll g Sy e LA ) gually Jgur ja
(In Al-Hiitii 1988:213)
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Back-translation:

Simple illustrated poetry for composition, dictation, reading and
memorising.

Al-Hraawii also published four volumes entitled “JakY) Jlel” (Children's Songs) in
1924, Each volume was directed at a different stage of childhood (Al-Hadiidii

1982:261). The following are examples of his poetry:

Example 1
dabla sl
Clasy Gal Y] . axdy dalald
GSE Caglgly i e alasY
h_—":‘ﬂ-“ Lﬁ_g_]_‘a_’ —l i a ‘g hTRCY

\_L:LY 3l s Ld—ua‘).l L}A L.n.;nl_’a
X ol {5 Y £ ol Sl dalald
G lalg die A sl Ca ety
ol LAl sl Al e g
(In Al-Hiitii 1988:215)

Back-translation:

This poem describes the virtues of a girl called Fatima. The lines go as
follows: Fatima does not lose her temper without good reason; she
does not lie or break a vow; she talks nicely and she is well-behaved,
she takes her studying seriously; she does not hurt anybody; she does
not curse because it is against her morals; she was raised by her father
who was a good teacher.

Example 2

Dl jelall g Maali xpiall b U

Shiey Jaa s ol 35 BB 8
e Fria A Lb s S g eales
.JHJM &L_'n...aﬁ_, ;l__l_”\_).a cl_a_ll.ué

(In Al-Hadiidii 1982:261, Sharaayha 1990:35)

Back-translation:

This poem is about a pupil who works as a carpenter after school. It
goes like’ this: I am a schoolboy in the morning and a carpenter in the
afternoon; I have a pencil and book and I also have a chisel and saw.
My studies are an honour and there is nothing shameful about my

18



Chapter Two: A Review of Children's Literature in the Arab World

profession. Scientists have their status and those with vocational skills
have their importance too.

Example 3

aalsh Ayl
anll ) 58l (e igls Al
onll elie b day )i el
PRELEEURIN W5 oe g s
SRR RSt Aam ) s S

ol elgil die oo Led on
(In Al-Hiitii 1988:217)

Back-translation:

This poem is entitled "The Typewriter". The lines go as follows: A
typewriter is a modern invention; it has a printing ribbon that glides
like a fountain pen; it can produce from one to ten copies; its keys
produce a sound when struck. Each key shows a different letter and
produces a clink at end of each line.

The first poem, in which the instructional mode prevails, reflects a moral ideal as
represented by a girl called Fatima. The second poem discusses the issue of
professional academic degrees in relation to vocational training, by stating that each
has its value in society. The third poem describes a typewriter and its functions. Al-
Hiitii (1988:218) explains that understanding Al-Hraawii’s poems may require a
degree of imagination and knowledge which children of young age may have not yet
developed. In example 1, the element of didacticism is strongly felt. Al-Hraawii lists
the ideal virtues of a young girl called Fatima. These virtues seem to reflect an adult’s
way of thinking, since most young children are not usually capable of understanding
the social implications of such virtues. In example 2, Al-Hraawii uses abstract
concepts such as honour and shame. These concepts are not usually within the frames
of a young child’s own experiences and background knowledge. Young children are
more capable of handling concrete and clear-cut concepts as opposed to abstract
ones. In example 3, Al-Hraawii employs rather complex stylistic choices such as

personification and metaphors. The latter can be seen in line 4 when an analogy is
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created between the sound produced by the keys of the type-writer when struck and

the heart beating (ibid.).

During Al-Hraawii’s and Shawgii’s time, writing for children was viewed as a low-
status type of literary activity. It was widely believed that only those who had not
succeeded as writers for adults resorted to writing for children (Al-Hadiidii
1982:260). Composing in such a climate deprived children's writers of the prestigious
position achieved by other writers for adults. Over a long period of time, Arab society
revolved around men and their needs, consequently, there was not much space left for
children and women (Ja‘far 1979:18, Al-Hadiidii 1982: 256, Sharaayha 1990:35).
Most of what was written at that time was aimed at men and written also by men.
This situation, however, was not different from what Western writers had to go
through in the 16th and 17th centuries when CL started to emerge. Perrault's fairy-
tales, for example, were published in 1697 (Shavit 1986:10). By attributing his fairy-
tales to his seventeen year old son, Perrault concealed his identity as a writer for
children. It was thought inappropriate for somebody of Perrault's social status - a
member of the French Academy - to write fairy-tales for children. Shavit explains that
"writing for children was considered more "natural" to young people and women,

according to the general custom of the times" (ibid.:12).

Another figure considered to be a pioneer in writing prose for children in the Arab
world is Kaamil Al-Kiilaanii (1897-1959). Al-Kiilaanii wrote and translated
extensively for Arab children. He, as Al-Hadiidii (1982:270) points out, was given the
title of “the legitimate father of Arabic children’s literature”. Al-Kiilaanii was brought
up in a household where a Greek governess used to tell him stories. When he grew
up, he developed an interest in both Arabic and foreign literatures. He wrote his first
stories in 1917. Most of his literary work was based on adaptation or translation from
European languages such as French and English. Al-Kiilaanii translated for children

stories of Arabic origin. These include Ali Baba "Wu Je'and Aladdin ") «3=", both
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of which are taken from One Thousand and One Night. Al-Kiilaanii wrote the story of
Sinbad ":uxs" which is also derived from One Thousand and One Night. Sinbad is
considered to be the first adventure story written specifically for children in the Arab
world (Ja‘far 1979: 380, Azeriah 1994:154). It has been argued that this story was
later translated into English which may explain the striking similarity between Defoe's
Robinson Crusoe and Sinbad or, as Azeriah (1994:155) puts it, “both of whom ended

alone on an island as a result of an unfortunate shipwreck.”

Al-Kiilaanii also translated classics such as Gulliver's Travels and some of
Shakespeare's plays into Arabic. His whole literary experience was devoted to
children. He is reported to have said:

il o jaill Jiad AT S, aaddl (g jee (e anl g ap i 1Y
(In Sharaayha 1990: 36)

Back-translation:
If there is only one day left in my life, I will spend it writing a last
chapter for the young readers.

Although Al-Kiilaanii’s role as a prose writer for children cannot be denied, he was
always criticised for adopting a rather artificial style and using the complicated
linguistic structures and lexical items which typify Arabic literature. Al-Kiilaanii used
to believe that the language used in children’s stories should be higher than the child’s
linguistic skills so as the child would try to imitate this language in his speech and

writing (Al-Hadiidii 1982: 266, Azeriah 1993:281).

The Syrian poet Suleiman Al-‘lisaa is a noted figure among Arab CL writers in the
second half of the 20th century. He has devoted most of his life to composing poems
for children. With the help of his wife, he has also recently committed himself to
translating some of the famous children's stories in other cultures, especially from
French and English, into Arabic. He feels that through translation Arab children would

be able to develop a deeper appreciation for world literatures. In his translation, he
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aims at providing works of literature which preserve the core features of the ST and,
at the same time, produce a TT that is both suitable for children and appropriate to

Arab sensibilities and the norms of Arabic language. In a television programme called

“g igaia MZ Al-‘Tisaa says:

O g dia Sl ety JGY1 asale CilS —lagan (58 a5 LS ALkl

b AVl o3 Jise cadind of Jglal cagd adi aal of Jslal cagd sl s
35 o3a A e e By Jaand 3 o aadl o3a DA e 36 o) Jglal L agige
taed el gan) 3 il o8y LA ikl Lpans ) Asaiaall

S| agly .. aed el

Bose pli 1A

ccuiina Q_S_)'Sf’-..‘a oA

Back-translation:

Childhood, as you all know, has been my main concern for more than
twenty five years. I write for children. I try to find myself through them.
I try to glean the future of this nation through their eyes. Itryto
penetrate the walls surrounding us by gaining access to the wonderful
world of childhood. I said in one of my songs for them,

I sing for them ... and for them I write;

hence, my pen is blooming;

and ... my book is verdant.

Al-‘lisaa (1996)3 explains that writing for children is a complex process which
involves many national and educational issues. He, like Shawqii earlier, urges other
writers to stand by his side and work patiently to create more literary works for

children. Al-‘Tisaa states that:

O s Al ) Aleall Laall o3a il g B ) By of opall o) et 380l e d
G L sl o ) 5eY )5S

2 This programme, produced by the Syrian Television, deals with various intellectual and cultural
issues. One of its episodes was devoted to discussing CL in the Arab world. Several Arab researchers,
writers and producers of dubbed programmes offered their views concerning the current situation of
Arabic CL. Al-‘lisaa was one of the writers who spoke. on this programme, about his experience of
writing for children,

3 This unpublished paper was presented by Al-‘lisaa at The Third Festival of the Arab Child Song
held in Jordan in 1996.
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Back-translation:
I call upon Arab poets to knock on the door of this wonderful world
of childhood ... to write to the coming generation of children.

Some of his poems are part of the curriculum in many Arab countries, especially Syria

and Jordan. For example:

el ) paia (oo
JLM‘oAy}LL‘m Slaall J}AAJAL;A::
Lall Uty Vp el Al e eal G
Jui bW seal Ll Qg od N e
Gy onllal il Al Ga ) il 2y
J).a.‘u.lh;mm\}:.i _)_,_.\A:u‘_s.nﬂ-o'l)_m
(In Sharaayha 1990:42):

Back-translation:

The title of this poem is: "Uncle Mansuur, the Carpenter." It goes as
follows: Uncle Mansuur, the carpenter is laughing, holding a saw in his
hand. I told him that I have a toy, will he make a house for it. He
nodded and said, "I love children." After a while I went back to him and
he had something nice in his hands. Uncle made me a house nicer than a
bird’s nest.

Despite his contribution to CL, Al-‘Tisaa does not specify a particular age group for
his work. He (1996) argues that a good literary work can be understood by children

of all ages:

o AL e L. A Gud Sy sl 5l %_a)uighm;s;.i
Wby g el e Akl e ainyg G s iy o cany Dliks Slilec] 3 Jass
g ¢ palas g il g ey smas s

Back-translation:

I do not write for a particular age group.... In my opinion, there is
no age for childhood.... I assure you, my dear reader, that inside
you there is a child who likes to sing and jump with the rest of my
children, Diana, Rabaab, Maysuun, Uusaamah, Samiir, and Baasil.

Al-‘Tisaa believes that CL is supposed to convey an educational message to the child-
reader and that children should learn to appreciate the artistic and nationalistic

experiences as portrayed to them by adults in literature (ibid.) He is reported to have
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said that, "When they grow [children] up, they will know that I haven't deceived them,
and that T haven't wasted their time on triviality, because my love for them is much
stronger and more precious than that" (in Azeriah 1994:89). This attitude again
indicates that Arabic CL, since its inception in the 19th century, has always been

associated directly or indirectly with didacticism.

Based on the discussion given in this section, it may be argued that CL in its written
form in the Arab world did not start as a result of an intellectual awareness that
acknowledged the importance of children's stories in education, socialisation or even
entertainment, but rather as an expression of sporadic individual attempts by some
writers, triggered, as Al-Hiitii (1988:230) explains, either by coincidence or by a
desire to imitate what had been written for children in other cultures. The efforts
exerted by those writers to widen the interest in CL have not yet altered the situation

greatly.

2.4 Types of literary works and themes available for children in the Arab

world

Following the attempts of a number of Arab writers to introduce CL to Arabic
literature, many children’s stories were translated from other languages, especially in
the second half of the 20th century. These translations aimed probably at filling in the

gap which existed in the Arabic literary system.

The sources of translated CL have differed across the Arab world, stemming from
varying political and social situations. Some determinants of source arose from
previous colonised experience, influencing towards literatures in English and French
(Egypt, the Lebanon, Tunisia), Italian (Libya) or Spanish (Morocco), some arose

from the adoption of Marxist ideologies prevailing in the former Soviet Union (Iraq
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and Syria). Such ideologies led to the attempt to present them in stories for children,
leading to translations of, for example, Chekhov, Dostoyevsky and Gorki from

Russian into Arabic (Azeriah 1994:109).

It may be useful in this section to deal with some of the types of literary works and
themes available for Arab children nowadays. Unfortunately, the information given in
this section cannot be based on bibliographic lists which provide the type of literature
written/translated for children in the Arab world. Such lists barely exist - or are
probably non-existent - for most Arab countries. I have had, therefore, to rely on the
information given by some researchers such as Abuu-Riishah(]988)4 and Azeriah
(1994) or from what I have come across in some bookshops and schools in Jordan.
The information given by these sources is by no means sufficient. The year of
publication, for example, of these books is often not provided. Information on how

many times a certain story was published or translated is also lacking.

Many fairy-tales collected from various cultures and translated into different
European languages were translated into Arabic. These include Perrault's fairy-tales
(collected from French oral tradition), the Grimm Brothers’ fairy-tales (collected from
German culture), and similarly Hans Christian Anderson's fairy-tales (collected from
Danish culture). These fairy-tales are nowadays part of the literature Arab children are
familiar with (Abuu-Riishah 1988: 232-233). Some of the well-known fairy-tales in
the Arab world are "iesudl A 3815 =B (uly" (Snow White and the Seven Dwarfs),
"eadll s " (Little Red Riding Hood), " is sl 5 Alea (Beauty and the Beast), "d s )"

(Rapunzel) and others.

Many books, considered as children’s classics in other cultures, were also translated

into Arabic. These include abridged versions of adult writers such as Jonathan Swift's

* Most of storics listed in Abuu-Riishah's study do not provide the year of publication mainly because
most of the publishing companies of these storics do not specify the year of publication.
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Gulliver's Travels and Charles Dickens' 4 Christmas Carol. Works written directly
for children in other countries were also translated to Arabic such as Lewis Carroll's

Alice's Adventures in Wonderland and Kenneth Graham's The Wind in the Willows.

There are also some stories written originally in Arabic. They are, however, quite
limited in number and seem to emphasise specific topics. These topics include
religious stories (e.g. the series of 4wl ja.aill 4c ,A_M”S and “saalall *«lmiua”é);
stories which deal with historical and religious heroes (e.g. the series of “dl.l.
O ,au‘b'-“”?); stories which deal with the Arab-Israeli conflict like the ones written in
Jordan by Rawda Al-Hudhud 8; and stories which deal with the women’s role

3‘!9

following the appearance of Islam (e.g. the series of ““ e sall el de sene””) (Abuu-

Riishah 1988:154-155).

Stories derived from One Thousand and one Night are also written for children (e.g.

the series of “ais 5 AL o~ 10 and “sonall Abaid) Q}\_\j,l l)_

There are some magazines produced especially for children's entertainment in the

Arab world such as “aal dls2” (Maajid magazine). This magazine is published in the

United Arab Emirates and may be considered to be one of the most successful

> This serics was published by Daar Al-Mashrig in Egypt. It contains stories such as “ s, 16"
(Kane and Abel) . “ =41, ..~ (Moses and the Khudur) and “_si,1:,2" (The Cow of Israel).

® This scries was published by Daar Al-‘Ilm Limalaaiin in Lebanon. It contains storics such as “ssy,
L4 (The Birth of Al-Mawla), “ suai .7 (With the tribes) and “»>yi L2y (The Victory of Islam).

7 This series was published by Daar Al-Shuruug in Lebanon. It contains stories such as "=t o as'
"Umar Ibn Al-Khataab) and * i 2,0 o2 (Saiif Al-Dawlah Al-Hamadaanii).

% Some of Rawda Al-Hudhud’s stories are “x sl .7 (The Secret of the Timed Bomb) and "4
Ju=d”, (The Journey of Fighting).

? This scries was published by Daar Al-Ma' aarif Al-Masriiah in Egypt. This series include stories
such as "z, 2= (Khadicja the Wife) and “i.=h 222" (Aisha the Young Girl).

'O This serics was published in Lebanon in 1978 by The Arab Institution for Research and
Publication. It contains stories such as “:.% a4 (The Pigeon Princess), “: suah s 2™ (The Flying
Mouse), “ s 5,4 (The Clever Monkey) and .91, L& (The Camel and the Lion).

" This series. written by Abd-Al-Rahmaan Tamaazi, was published by Daar Thaqgaafat Al-Tifil in
Baghdad in 1986.
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children's magazine in the Arab world. It deals with various informative, educational

and entertainment topics.

Some of the very few children’s writers/translators available in Jordan have also
produced a limited number of picture-books, directed at very young children. Mona
Henning and Margo Maltigian are examples of those writers. Some of the textual

characteristics of their literary work will be discussed in chapter 5.

In the Arab world there are also many rhymes that can be referred to as "short
rhymes," in which the sound effect or alliteration is more important than the sense or
meaning of the actual rhyme itself. The origin of these rhymes cannot be traced but
they have become part of most children's lives in the Arab world. The following are
some of the famous rhymes:

Lo ldl s 4lid Ly ld il el
(In Al-Juuwaynii 1985:29)

Back-translation:
The fox has intered the room with seven knots in his tail.

detw!é@sdjuﬁsiﬁdugﬂbijajﬂcﬂhb

(Ibid.: 30)
Back-translation:
If you are climbing that tree,
bring me down a cow that drinks
and feeds me with a china spoon.
(Ibid.: 30)

Back-translation:

You beautiful sun,

take my donkey’s tooth

and bring me a bride’s tooth.
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There is also a very limited number of nursery rhymes which children may learn either

from adults in their environment or at kindergarten, such as:

SR (Sl e Lala g UL
Ose o Ll LWl s an b
(Ibid.: 30)

Back-translation:

My father and mother love me;

they have taught me and brought me up;
please God help and protect them.

2.5 The current situation of Arabic CL

Despite the fact that a large number of stories have been translated for children in the
second half of the 20th century, both written/translated Arabic CL is faced nowadays
by problems related to quality and quantity. Overall, writing/translating for children
has not yet gained the recognition, attention and respect it deserves. This situation

may be attributed to a number of reasons, among which are the following.

1. Writers/translators for children in the Arab world are very few in number,

consequently, the literature they produce is not enough to fulfil the needs of the

12

child-reader, let alone deal with a wide range of topics. Mubaark Rabii* "~ explains

that:

sdie e § jde ikl lal 50 50me Cilada S 3 Mgk Wy

6 e e ALels dadl il 336 o Gaay JULAU 6K L. x el allay g A
eed 338 4l 56 o any JakdU gy LaLes il Jaghadill Cus e JSS adinal
ctall s el ca¥ s &y o Gang caal y et AS Cud

'2 Mubark Rabii is a Moroccan novelist who writes for both adults and children. He is also
interested in psychology. He was one of the writers interviewed in the previously mentioned

programme “: sz dxi
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Back-translation:

A children's writer spends a long time writing few pages which the child
reads in ten or fifteen minutes and asks for more ... Just imagine how
many books should be produced for children in the Arab world to face
the different demands of children ... Writing for children should adopt a
comprehensive strategy that covers the society as a whole in both
planning and implementation... What is presented for children should be
useful. It should not be merely the work of one person but rather the
author, educator and professional.

The limited number of children's writers in the Arab world is noticeable to such an

extent that we may refer to Suleiman's (forthcoming) comment in this connection:

Ask an educated Arab to name one writer of children’s fiction, and he is
most likely to respond with an embarrassed (or not so embarrassed)
silence. Should such a name, by some miracle, be provided, it is most
likely that it will be of a woman writer with some local currency which,
by definition, does not transcend its most immediate confines to the
wider expanse of Arabic literature as a whole.

2. For the most part, only "privileged" children in the Arab world have access to CL.
Privileged in this sense relates to two important factors. The first is the child's
environment in which he is brought up to appreciate and take interest in books as
an important element in his growth. The second is the economic situation of the
child's family. If the child does not have the basic things in life such as food, a place
to live, it is unlikely that he will have access to CL. It is of course possible that a
child brought up in an environment where everything is provided for him may still

evince lack of interest in CL.

3. In most parts of the Arab world, children's stories do not usually constitute an
important part of the educational system at schools. This is unlike the situation in
the West where stories are read to the child, as a matter of course, in the primary
schools, which also allow books to be taken home to read. It is a traditional part of
many children's lives in the West to have a bed-time-story read almost every

evening by one of the adults in the child’s home environment. The child in the Arab
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world can have a story read to him, but it is not a very well established practice in
the life of most Arab families. The Western child is also more privileged than the
Arab child because of his access to a rich repertoire of nursery rhymes. These
rhymes are learned both formally (i.e. in school) and informally (i.e. within the
home environment and in the play ground). Azeriah (1994:89-90) describes the
current situation in the Arab world saying:

The other problem facing children’s literature in most Arab countries

is that, with all the talk about children’s books and literature, there

exists a wide gap between children’s literature and the educational

system ... A quick glance at school curricula of many Arab states

reveals the absence of story-reading and related activities as an

independent component of the curriculum .... This, to my mind,

reflects a negative attitude on the part of teachers and educators in

most Arab countries towards story in general and classroom story-

reading in particular. The reason, I believe, is that teachers and

educators have often associated story with pleasure, which is the

primary purpose of story reading, rather than with the “purpose of

helping children come to grips with their personal problems and as

guides to personality development” [Lonsdale and Mackintosh
1973:90].

4. It may also be possible to claim that CL does not constitute an important section of
public libraries. The number of public libraries in Jordan, for example, is quite
limited and the space allocated for children’s stories is sometimes non-existent or
very small. This, as Wafaa’ Qsuus'? explains, has greatly influenced the attitude
held by writers/translators towards CL. Writers are not encouraged to produce
literary works for children since the cost of publication is quite high related to the
demands of the market, the economic situation of the majority of people and the
general attitude held towards CL. Qsuus also explains that the efforts exerted by

governmental institutions and publication companies are not sufficient to promote

3 Wafaa’ Qsuus is the director of the children’s department at the Ministry of Culture in Jordan.
She is actively involved in many children’s programmes. She teaches skills like puppets and drama
at Nour Al-Hussein Foundation and in a number of other institutions in Amman.
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CL in a manner which renders stories accessible to children in terms of cost and

public awareness.

. Most of those involved in the production of CL in the Arab world today seem to

lack the talent and knowledge required to address the child as a special kind of
reader who differs greatly from adults. Most of the literary works which have been
produced for children in the Arab world are characterised by employing an
elevated style, in which the language sometimes tends to be highly rhetorical and
too sophisticated for children. Also, Arabic CL has always been characterised by
being too didactic. Arabic stories always seem to convey a moral lesson to the
child, hence, educating the child is probably given more prominence over giving
pleasure or entertainment to the child. Generally speaking, the didactic attitude
appears to have limited the kinds of stories available in the Arab market and
produced texts that focus on certain values or topics. These include respect for the
elderly, honesty, good manners. The didactic attitude also made some topics such
as nationalism and religion more dominant in the Arab market than others. Topics
which deal with the child’s everyday life such as first day at school, bullying, sex
education and death are barely visible!*. We also lack imaginative and science

fiction stories (Azeriah, 1994:96, Sharaayha 1996).

2.6 The main difficulties in dealing with translated CL

In

addition to the above mentioned points concerning the current situation of CL,

researchers attempting to study translated Arabic CL may also face some or all of the

following difficulties.

14

Througout the course of the present research, the author did not come across a single story

dealing with issues such as death or sex. These issues are still considered taboo in the Arab world.
hence, children should not be exposed to them.
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1. The difficulty of establishing a corpus of the translated stories. Although there is a
substantial number of stories translated from English into Arabic, researchers
attempting to compare between CL in both languages lack an essential
requirement, namely, an organised corpus of the translated works. This may be
attributed to the fact that translated stories rarely identify the language and the
literature from which the story has been translated, the name of the original author,
the publisher, the name of the translator or even the age group of the children
addressed. The absence of a collective work of data has hindered any form of
linguistic, syntactic or discursive categorisation which is essential for carrying out a

cross-cultural study. Azeriah (1994:126) explains that,

It is impossible to establish a bibliography of translated children’s books
when writing for children is considered a “low trade” by society, let
alone translating children’s books.

Suleiman (forthcoming) also expresses the same concern:

It is, however, not easy to carry out this task [studying Arabic
translated stories], limited though it may be. To begin with, we lack
even the most basic information on which we can empirically base our
research, including a list of translated works into Arabic which would
provide us with the necessary data for describing existing selection
practice, and whether this practice is accidental, or fits into a ‘rational’
policy or set of coherent policies. Likewise, we do not at present
possess the information on the socio-political background, including
the religious affiliation, of the translators and whether any of them are
writers of children’s literature of their own right.

2. Studies dealing with the translation of CL from English into Arabic are almost non-
existent in both the West and the Arab world. During the course of the present
research, I came across only two studies which dealt with the translation of
children’s literary works from English into Arabic. Both are carried out by native
speakers of Arabic. The first study investigated the development of CL in the Arab

world and its relation to the Islamic religion. This study also looked into some of
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the translational norms affecting the translation of English stories into Arabic
(Azeriah 1994). The second study investigated some of the textual aspects
involved in the translation of dubbed children’s programmes from English into

Arabic (Zitawi 1995).

CL lacks sufficient studies which indicate the nature of the processes of its text-
production. This situation is probably applicable to both English and Arabic CL.
CL was never treated as an important element in the development of literary,
linguistic or translation theory. Studies which dealt with the translation of CL in
languages other than Arabic (e.g. Finnish, Swedish, Hebrew) also seem to rely on
employing already existing studies or approaches which usually deal with the
translation of other literary and non-literary genres. Hebrew researchers like
Shavit (1981,1986) and Ben-Ari (1992) relied on the polysystem theory in
studying the translation of CL. This theory calls for creating a TT which adheres
to the linguistic and cultural norms recognised to be “acceptable” in the TL
literary system, regardless of the linguistic and cultural norms of the ST. Klingberg
(1986), on the other hand, argues that the translator of CL should try to create a
TT that is as “equivalent” as possible to the ST. Klingberg relies mostly on the
linguistic approach to translation as proposed by Nida (1964) and Catford (1965).
The different studies on the translation of CL will be further discussed in chapter

5.

2.7 Summary

This chapter has attempted to provide an insight into the context of the development

of Arabic CL and its current situation. Translation has played a major role in the

development of the written form of Arabic CL. This may be attributed to two factors.

Firstly, the sporadic attempts of some Arab writers to introduce CL into the Arabic
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literary system in the 19th century, deriving mainly from the exposure of those writers
to the literary works produced for children in Western languages, especially French
and English. Secondly, the translation into Arabic of a large number of such stories to

fill the existing gap in the second half of the 20th century.

Arabic CL is still not highly regarded within the Arabic literary system. Writing for
children has not yet gained the recognition it merits. Writers for children, let alone
translators, are few in number. Those children’s stories which have been
written/translated so far seem to focus on certain aspects (e.g. nationalism and
religious issues) without adequate consideration of the need to introduce the Arab
child to a wider range of topics. In addition, an almost complete absence of children’s
stories from public and school libraries and from the child’s home environment in
some Arab countries may have played a significant role in the viewing of CL as a “less

than serious” type of literature.

The overall status of CL in most Arab societies seems to have affected the quality of
the literary works produced and the manner in which the child is addressed. Most of
the CL produced seems to have didacticism through literature as its main concern.
Arab writers usually opt for a complex literary style and a somewhat authoritative

voice in addressing children.

Against this brief background, a discussion follows of some of the issues which may

prove significant in the translation of English CL into Arabic.
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3.1 Introduction

The translation of CL from English into Arabic seems to be influenced by certain
“translational norms” which contribute in one way or another in giving the TT its final
shape. These norms usually stem from the continuous interaction between cultural
considerations and linguistic and literary choices in most Arabic children’s stories. In
this chapter, one of the main norms of this interaction will be examined. This norm is
related to the use of A/-fusha or Modern Standard Arabic (hereafter: the standard)
which can sometimes be too complex for the target-reader. This is specifically a
problem in CL because the Arab child encounters the standard only when he goes into
formal education (i.e. school), up till when he is only familiar with the vernacular

which acts as the child's mother tongue.

Since the Arab world lacks a sufficient volume of studies dealing with the language
skills of children and their lexicon according to their age group, the writer/translator
seems to depend mostly on personal intuition when addressing the child-reader;
hence, the level of the standard used does not always correspond with the child's
linguistic development and reading level. This can sometimes create a textual gap
between the child and the writer/translator which, in turn, enhances any cultural gap
which may exist between the child and the story. In some cases, the child will
probably need a dictionary to discover the meaning of some of the lexical items used
in the story. Thus, the elevated style may act as an obstacle between the child and the
text leaving no room for entertainment and turning some stories into lessons in

morality and literariness.

The use of the standard seems to be governed by various cultural and linguistic
constraints to which the translator for children, whether directly or indirectly, adheres.

These constraints originate mainly from the diglossic nature of the Arabic language in
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which the written form of the language differs greatly from the spoken one, and from

the status of CL within the Arabic literary system, especially in relation to adult

literature.

This chapter is divided into four sections. Following the text-linguistic approach
adopted in the present research, the chapter will start with addressing the notion of
register in section 3.2. This notion is applied to The Three Musketeers and its
translation into Arabic. In sections 3.3 and 3.4, Arabic diglossia and its influence on
CL 1s discussed. In section 3.5, Arabic CL as part of the whole "literary polysystem"

is highlighted.

3.2 The notion of register

Register is related to what may be described as “language in context”. The latter
seems to recognise that "a relationship exists between a given situation and the
language used in it" (Hatim and Mason 1990:46). Halliday (1964) is considered to be
one of the pioneers in the study of this notion. Along with other researchers, he tried
to base his study of register on Malinowski's (1923, 1935) theory of context and
culture which took the role of the translator into consideration. Hatim and Mason
(1990:37) describe Malinowski's study as an attempt “to 'situationalise' the text by
relating it to its environment ... [through studying] the totality of the culture
surrounding the act of text production and reception.” Halliday, McIntosh and
Strevens (1964:78) tried to look at register in terms of variations in language use or

styles according to the context of utterance:

The category of register is postulated to account for what people do
with their language. When we observe language activity in the various
contexts in which it takes place, we find differences in the type of
language selected as appropriate to different types of situation.
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Register consists of three general overlapping variables: field, tenor and mode. Each
one of these provides introductory information about texts. Field refers, according to
Hatim and Mason (1990:48), to "'what is going on' (i.e., the field of activity)". Text-
producers tend to employ certain lexical items and grammatical structures which are

thought to be relevant for the context of utterance. Baker (1992: 16) explains that:

Different linguistic choices are made by different speakers
depending on what kind of action other than the immediate action
of speaking they see themselves as participating in. For example,
linguistic choices will vary according to whether the speaker is
taking part in a football match or discussing football; making love
or discussing love; making a political speech or discussing politics;
performing an operation or discussing medicine.

However, field is not the same as subject matter since most fields deal with more than
one subject. The field of science, for example, contains several subject matters such as

medical or computer studies.

Tenor is concerned with the relationship between the participants in the situation of
utterance. Theoretically speaking, this relationship depends on the social distance
between the participants. Hasan (1977:232) explains that social distance ranges along
a continuum that has two end points: "minimum and maximum social distance". When
it is minimum, there is a high degree of familiarity between interactants. So, their
relationship is likely to be intimate. When the social distance is maximum, then the
interactants have never communicated with each other before. So, their relationship is
rather formal and detached. Accordingly, it may be reasonable to expect that the
interpersonal relationship in the context of utterance can influence the choice between
formal and informal language in any communicative event. Baker (1992:16) explains

that:

the language people use varies depending on such interpersonal
relationships as mother/child, doctor/patient, or superior/inferior in
status.
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An analysis of tenor in translated texts may also highlight the differences or variation
in treating and presenting the same linguistic activity across cultures. What is informal

in one language may be formal in another.

Mode refers to "how 'the said' is made accessible to the addressee" (Hasan 1977:231).
It deals with the medium of language communication. This has mainly to do with
whether the text is written or spoken, and the variations between these two (e.g.

political speeches are usually written to be read aloud).

To apply the three variables of register to a children’s story, let us consider the first
page of the Ladybird abridged version of Alexandre Dumas' 7he Three Musketeers,
translated into Arabic as “aal lw ,all”.

English text:

One morning in April, the Ilittle French town of Meung was in a
state of great excitement. In those times, fighting was common in
France. The king fought Richelieu, an ambitious cardinal. Noble
families fought among themselves, and Spain was always ready to
wage war with France. Few days passed without trouble in some
town or another.

On this day, a crowd had gathered outside the town's inn. The
cause of all the stir was the arrival of a young man on a very odd
horse. It looked so comical that many of the townspeople wanted
to laugh. Only the length of the sword at the young man's side, and
the proud gleam in his eye, stopped them.

Arabic text:
& Al e 5al i3 1625 ple e (Ji) O B 00 p zlia (&
cladlaa g S glae ga haad Gle il @D 8 Li 3 CllS oz e sz 8
O Llalu s s 58 labiadd cesys clladl Gaaly hily ) aellall Jus Sl
spanll e Sl Ghuall oS 4IS Gl 548y le ey culSLRS) ALl uY
o 2l Eisan 50 bl e culS Ll L cileng) i 1o B 5 A il
bl saldl s2a

Gli Jaay 38 50 I3 alel ol puadll e i adinl Zlaall @lly b

A Lo sald) Jal s al Seae dga e e guall e Zall Gt
e Al 5 gl g saladl QLal @l jlas STy Saiiae agdiall 1oy g o4l 38 5 ddnuia
ﬁ.i‘l_’s..a‘uSJ‘sg:n.é‘ o.\ltl.!uLSL’;Jﬂ J;I‘,Jn.“ g_n;u....njokm

38



Chapter Three: Register, Diglossia and Linguistic Norms in Translated Children's Literature

Back-translation:

One morning in April, 1625, the little French town of Meung was
in a state of turmoil and confusion. In those times, France used to
live in an atmosphere filled with hostilities and clashes. The greedy
cardinal, Richelier, opposed the king and sought to match him in
power and authority. There were also disputes and quarrels among
noble families. On top of that, the Spanish army on the French
border was always eager to wage attacks against France. Few days
passed without trouble in some town or another.

On this day, a crowd of inquisitive people had gathered outside the
town's inn. There arrived a straight-back proud young man riding a
very old horse that looked so emaciated and weak. The scene was
comical, yet the young man's sharp looks, the chivalry of his
countenance and the length of his sword he was bearing convinced
people not to laugh.

The following comments may apply to the register of the ST.

Field: a literary text about adventure, heroism and knighthood.

Tenor: the ST employs standard English reflected in the use of grammatical structures
and lexical items. Thus, the language used in the English text is quite formal since it
does not contain any informal textual choices (e.g. colloquial language or grammatical
structures).

Mode: this story is written to be read by 8 year old children. It can, however, be read

aloud as if heard fo children of younger age.

In the TT, the case is quite different. The following analysis of register may apply to
the Arabic translation.
Field: a literary text about adventure, heroism and knighthood.
Tenor: the TT is very formal. It employs standard grammatical structures and a high
level of literary language. The latter is especially reflected in the choice of lexical
items, of which the following are examples.
1. The use of couplets:

a. “great excitement” is rendered as "z 5 z 2" (turmoil and confusion);

b. “fighting was common” is rendered as “laslas s <l sac 527 (atmosphere filled

with hostilities and clashes);
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c. the translator also adds the couplet “Ulal. ;s & (power and authority) to the
TT. This piece of information does not occur in the ST.

Overwording or over-lexicalisation:

a. “The king fought Richelieu, an ambitious cardinal” is rendered in Arabic as

“Ulabas 5 5 58 aslalinad (s Gllal by hiy ) aellall Jlus )SIE” (The greedy cardinal,

Richelieu, opposed the king and sought to match him in power and authority). The

use of the lexical items "_=aly " (opposed) and "4laladl" (sought to match him)

are examples of over-lexicalisation in this context, especially since these lexical
items do not occur in the ST.

c. “ready” is rendered as “l» @ 3" (yearn for, long for).

The use of rather long, elaborative and complicated attributes. The translator’s
conception of the values of knighthood inthe TT exceeds that of the ST. More
emphasis is placed on the physical power and the stern features of the knight

D’ Artagnan and his horse, of which the following are examples:

a. “a young man on a very odd horse” is rendered in Arabic as “4.a) Cuaiie Gl
Al a5 dinaa b4l lgudsaldl ol 4l Jsae o sa e e guall e (a straight-back
proud young man riding a very old horse that looked so emaciated and weak);

b. “the length of the sword at the young man's side, and the proud gleam in his
eye” is rendered in Arabic as “carud) 5 elisae e Aol 5 gl g saladl QLA Gl s
saliiy LS 53 Jskl” (the young man's sharp looks, the chivalry of his

countenance and the length of the sword he was bearing).

Mode: the TT is written to be read by children between the ages of 10-14 years old!.

This story may also be read aloud 7o children below the age of 10.

The analysis of the register of the ST and the TT seems to indicate that there is a

difference in the literary register of the translated Arabic text when compared to the

I According to the Arabic Ladybird catalogue. "#>= 2L " - the Arabic translation of The Three

Musketeers - is classiefied as suitable for children between the ages of 10-14 years old.
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original English text. Despite the fact that both ST and TT employ a standard variety
of the English and Arabic languages, these varieties are somehow different. While it
may be argued that the standard used in the ST is suitable for the intended age group,
the standard used inthe TT has shifted the age group of the children addressed. The
English text written to be read by eight-year-olds has become a text to be read by 10-
14 year-old-children in the TL. The shift in mode seems to have occurred as a result
of the shift in tenor. What is formal in English is rendered as highly formal in Arabic,

thus, classified as suitable for older children.

What is the underlying reason for the change in literary register?

To answer this question, it is essential to point out that although register provides
preliminary information which supplies the basic substructure for communication to
occur, it does not account for some of the reasons underlying the translator's choices.
Register, as an essential part of textual analysis, is not sufficient to provide an
explanation for the various textual and para-textual aspects of the ST and TT (this
point will be further discussed in chapter 5). Field offers a very general view of CL
and does not go beyond describing the kind of language used and the subject dealt
with, be it heroism, racism or merely general themes such as good vs. evil, for
example. In the case of tenor, the only information one seems to get from register
analysis is whether the kind of language used is formal or informal, thus offering a
vague idea about the kind of social distance that exists between participants and other
cultural and literary considerations which may have influenced the

producer’s/translator’s linguistic choices. The same also applies for mode, especially
since it is genre-based. Mode does not usually change throughout the process of

translation, except perhaps in some cases, e.g. the use of sub-titles as a TT.

In an attempt to explain the difference in the literary register between the ST and the

TT, two issues will be addressed. First, the diglossic nature of the Arabic language
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which seems to favour the standard over the vernacular in addressing children.
Second, the position occupied by Arabic CL in the whole literary system, especially in
relation to adult literature. This position seems to determine, directly or indirectly, the
complexity of the standard adopted by the producer/translator of Arabic CL.
Discussing these two issues may highlight some of the norms or constraints on the
basis of which some linguistic choices are considered as more "appropriate" than

others in Arabic stores.

3.3 The diglossic nature of the Arabic language

The diglossic nature of Arabic is one of the characteristics which distinguishes Arabic
from English and to a great extent influences the linguistic choices of text-producers,
especially in written texts. Theoretically speaking, diglossia reflects the existence of
two varieties of language use in Arabic speech communities, each playing a definite
role: The standard or Al-fusha “ . ~sail” and vernacular “4ul=l”. The standard has
always been the language used in written and formal spoken texts while the vernacular
- dialects which differ from one Arab country to another, even from one city to the
next - is the one used for everyday informal communication. It is the conversational
form of Arabic common among literate and illiterate people. Al-°Abid (1990) explains

that:

Oibite (NS5 L) 8- Laa L. (USH AR 5 (AUSD ) of 1ae e
cor Aemgeadll Ay el ) e L AR Y — s — Lt o 5 o e (i siasa s
Ol IS Aauab A8 ghaie (5 al 5 ) 5m Led 0585 O e IS piadY 5 L A S A
—dle al i s Wi duais of 13gs 2y 55 US GESH Aad elld JS pa g 1B

ASaal) Clagll g - Ay el )

Back-translation:

Written and spoken discourses are originally two different forms and
levels of the same language. A/-fusha as a written form, has a spoken
formal form as well. Accordingly, by referring to Al-fusha as the
written form of language, we are distinguishing between it and another
linguistic level referred to as the spoken form.
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Ferguson (1959: 336) defines diglossia as:

a relatively stable language situation in which, in addition to the
primary dialects of the language (which may include a standard or
regional standards), there is a very divergent, highly codified (often
grammatically more complex) superposed variety, the vehicle of a
large and respected body of written literature, either of an earlier
period or in another speech community, which is learned largely by
SJormal education and is used for most written and formal spoken
purposes but is not used by any sector of the community for ordinary
conversation (original emphasis).

Ferguson refers to the superposed variety or the standard as the "high" form of
language [H] and to the regional dialects or vernaculars as the "low" form of language
[L]. This reference has originated from the attitudes held towards each variety. H has
always been associated with prestige and superiority, hence, almost all written texts
employ H while L is restricted to everyday spoken interactions. Ferguson comments

on this point:

Sometimes the feeling is so strong that H alone is regarded as real
and L 1sreported “not to exist.” Speakers of Arabic, for example,
may say (in L) that so-and-so doesn’t know Arabic. This normally
means he doesn’t know H, although he may be a fluent, effective
speaker of L (ibid.: 329-330).

The Qur'an and works of literature, which are written in H, are the main factors in
preserving H not only as a prestigious form of the language, but also as an identity
marker and a way to communicate among Arabs from different countries. Al-*Abid
(1990:30) argues that since it is the language of the Islamic religion, the standard
could cross great distances in the Arab world and be understandable. Rosenhouse
(1997) also comments that since H and L are living language systems, they may
undergo some changes over time and from one place to another, nonetheless, H can

still be considered as "more stable" and "conservative" than L.
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Diglossia, as Ferguson (1959:336) argues, is different from the norm of standard-
with-dialects found in English. In the latter the standard is modelled on one or more
of the spoken dialects of the society. In addition to using it in ordinary speech,
standard English is also used in formal and semi-formal texts. As a result, an
American has no trouble speaking and understanding British English, whereas some
Arab nationals may find it difficult, for example, to understand, let alone speak, the L
that exist in Algeria, Morocco or Tunisia. Thus, L is not a sub-branch of H but is in
fact a set of different varieties of language which seem to dispense with vowelling and

fixed grammatical rules.

The diglossic situation of the Arabic language is believed by some scholars to date
back to pre-Islamic times when each tribe had its own dialect alongside a "super-
dialectical" diaclect used in poetry and oratory (e.g. Badawii 1973, Al-‘Abid 1992).
After the emergence of Islam and the success of the Islamic conquests, there began a
long process that started with many foreigners converting to Islam and having to learn
Arabic for practical and religious purposes. It was difficult to master A/-fusha of the
Qur'an and ancient poetry. As a result, a mixture of their mother tongues and the

different dialects of Arabic intermingled to produce many forms of L.

One of the important issues in relation to diglossia is that the vernacular and standard
varieties differ in their modes of acquisition. A pre-school child in the Arab world
masters and becomes fully acquainted with the vernacular through his communication
with other people in his environment. “As a result, L is invariably learned by children
through what may be regarded as the “normal” way of learning one’s mother tongue”
(Ferguson 1959:331), whereas the child’s first encounter with the standard 1is
achieved only through what may be described as formal education, i.e. schools. This
means that a child does not master H as easily and effectively as L, especially at a very

young age:
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The speaker is at home in L to a degree he almost never achieves in
H. The grammatical structure of L is learned without explicit
discussion of grammatical concepts; the grammar of H is learned in
terms of "rules" and norms to be imitated (Ferguson 1959:331).

This attitude to language acquisition led Ferguson to refer to H as the superposed
variety (ibid.:325), which "means that the variety in question is not the primary,

"native" variety for the speakers in question but may be learned in addition to [it]."

By talking about the standard and vernacular, an attempt is made to draw a broad
distinction between the written and spoken forms of Arabic. However, within the
standard itself, various written forms of Arabic exist, depending mainly on the generic
requirements of the different literary and non-literary texts. Out of what may be
termed "pure" Al-fusha, used in the Qur'an and ancient poetry and limited nowadays
to some religious ceremonies and forms of literature, other written forms of the
language emerged, to suit the needs of a modern integrated linguistic society. These
forms adhere to the norms of the standard, but are probably easily understood by most
speakers of Arabic. Since these forms do not usually contain the same stylistic
embellishments and the rather complex literary style of "pure" A/-fusha, they are more
likely to be closer to the vocabulary, structures and rhythm of spoken dialects. This
situation is especially reflected in the language of the media in the Arab world which
may employ colloquial lexical elements and expressions of western origin such as
"2l ,u8" (break the ice), " syl Al 5 21" (familiarity breeds contempt) and "Laall

oleaill Callsy" (fortune favours the brave) (Azeriah 1993: 225).

3.4 The implications of diglossia for Arabic CL

Since the standard or A/-fusha has always been regarded by Arabs as a superior form
of the language that should be employed in written texts, a newly developed genre

such as CL could not detach itself from the attitudes held towards the standard. These
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attitudes have stemmed from the desire to preserve a literary heritage, a religion and
an identity. Also, the standard creates a linguistic bond and a uniformity between Arab
countries, thus, allowing the literature produced to be enjoyed by children from all
over the Arab world. The vernacular, however, limits the literature to the country of
the vernacular used. For example, as Azeriah (1993:232) explains, a different
vernacular lexical item is used for the standard verb " )" (want) in the following
Arab countries: " jle" in Egypt, " &" in Morocco, "—a" in Tunisia, and "" in

Lebanon, Syria, Palestine and Jordan.

Arabic diglossia in relation to CL has not been sufficiently studied. The lack of
development in this connection may be attributed to a number of reasons, which

include these following.

1. Studies of Arabic diglossia have been centred on the language of adults with the
result that children's language has been more or less neglected. Clearly, this
situation does not take account of the specificity of diglossia in relation to CL and
the need in it to bridge the gap between the high and low forms of language,
especially since CLL may generate problems which differ from those generated in
other literary or non-literary genres aimed at adults. One of the main issues in this
connection is that adults have gone through "schooling" (whether formal or
informal) while children of young age have not. This issue has not been fully
articulated in the studies dealing with diglossia, thus, a classic statement of

diglossia is not fully applicable in the literary domain of CL.

Badawii (1973:89), for example, suggests that Arabic linguistic levels may be
classified into five overlapping categories, depending mainly on the degree of
knowledge and education of language users. These categories include "pure" A/-fusha
(&) 1) ~aad) Modern Standard Arabic (sl siad), colloquial of the intellectuals

(omifiall Aale), colloquial of the literate (on ) stall 4wle) and colloquial of the illiterate

46



Chapter Three: Register, Diglossia and Linguistic Norms in Translated Children's Literature

(oueY! Lale). The language of an Arab child, however, does not seem to fit into any of
these linguistic levels. This is mainly because the child, formally speaking, starts as an
“illiterate", but not in the sense implied in Badawii's division. The child has to go first
through different stages of linguistic development which would take him into

adulthood and then, as an adult, he/she may be recognised, theoretically speaking, as
capable of using one or more of Badawii's linguistic levels, hence, as being educated,

literate or illiterate.

2. Most of the discussion of the language of CL is found in critical works which deal
with this genre, usually highlighting the importance of language for didactic
purposes. Even then, most of the views of Arab critics concerning the appropriate
linguistic level for children's stories constitute general assumptions which perhaps
present subjective opinions and general judgements on this issue. This could be
attributed to the fact that although there has been some research done concerning
the appropriate language for school books, the Arab world still lacks adequate
studies on the language appropriate for CL (Sharaayha 1996). Some critics or
researchers, for example, argue that a "good" literary style of Arabic is required in
CL, as a substantial step in preparing the child-reader to understand the rich
Arabic heritage with all its literary characteristics. Children should, therefore, be
gradually trained to deal with high linguistic levels in their stories. Abuu-Mu‘aal
(1988:19) asserts that CL should enrich the child’s language and enhance his
linguistic ability to express himself, thus, new lexical items should always be
introduced in a children's narrative text. He also argues that the vernacular lacks
the literary characteristics distinguishing Arabic literature and using it in written
texts is "inappropriate" and aims only at achieving a short-lived commercial

Success.

Ja‘far (1992:29) argues that employing simple grammatical structures and lexical

items obstructs the child's growth into adulthood. Children should, thus, be
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introduced to a linguistic level higher than the one they use in their ordinary speech

and higher than the one used in their text-books (ibid.: 39).

Some other Arab researchers, on the other hand, argue that to entertain the child-
reader, characters and events should be presented in an accessible language which
does not necessarily aim at enhancing the child's linguistic abilities. They argue that if
along the way the child learns a "good" literary style of Arabic or new lexical items,
this should be an additional benefit and not the main intention of a children's
writer/translator. Simplified levels of the standard should, then, be employed in

children's stories.

Al-Juuwaynii (1985) argues that since the issue of the child's gradual linguistic
development is still not satisfactorily studied in the Arab world, the children's writer
should always try to choose lexical items which are understandable, easy to
pronounce and closer to the vernacular with which the child is familiar. Al-Hadiidii
(1982:76) also argues that a successful children's writer should avoid complex lexical
and grammatical structures. To enable the child to follow the events of the story,

short sentences should be employed and stylistic embellishments should be avoided.

Al-Hadiidii argues that the vernacular should only be employed in oral story-telling
directed at children of very young age, since it would be difficult for the child to deal
with the standard (ibid.:61). Also, the vernacular is more likely to create a feeling of
closeness and familiarity between the narrator/speaker and the young child. He

believes, however, that the vernacular used by the story-teller should be as close as

possible to the standard or of a standard origin, one derived from the standard.

Sharaayha (1990:58) explains that it is possible for a children's writer to render the
"correct" grammatical and structural form of the standard and at the same time

employ lexical items with which the Arab child is familiar. She believes that many of
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the words used in everyday life may agree with the standard. She explains that by
repeating the new lexical items throughout the story, the child will be able to
understand their meaning, since repetition serves to fix these new words into the
child's mind. Sharaayha (1996) also argues that to judge the language of CL as easy or
difficult, suitable or unsuitable at different ages, there should be studies of the
children's linguistic development which provide lists of the lexical items used by

children at different stages of their growth.

As a consequence of the lack of studies on diglossia in relation to CL, a number of
implications emerge in connection with translated stories, among which are the

following.

1. The use of the standard instead of the vernacular in Arabic CL may have been one
of the reasons why genres such as authored "pre-school stories" are almost non-
existent in the Arab world (folktales do, in fact, exist but they are not single
authored). This is mainly because even if the standard used in a pre-school story
consists of simple lexical and grammatical structures, it may still sound "foreign"
and "complex" when read aloud to the child who is only familiar with the
vernacular. An Arab child would not, therefore, be able to participate in the
reading process as an English-speaking child would. What is meant is that the
Arab child most probably would not comprehend, interact with and relate to the
story if read-aloud to him using the standard. One possible way of reading a pre-
school story to an Arab child might be for the standard to be replaced with the
vernacular throughout the process of reading. To illustrate some of the difficulties
associated with using the standard in pre-school stories, the following two

examples are given.
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Example 1

English text:
They all go for a walk.
Here is Goldilocks.
No one is home, says Goldilocks.
[ can go in.
Goldilocks and the Three Bears

Arabic text:
Al Gl A
g;m.ﬂi )-.,,._“ il 3\.@_} & PRTY
Jaal ans B el d ) calas
Glall 5 4ay

Back-translation:
The bears went for a walk.
This is Riima who has golden hair.
Riima went into the house and did not find anybody.
(Riima and the Three Bears)

The following comments may apply to the language used in the ST and TT.

The English text uses "informal" simple language. This language is reflected in the use
of spoken textual elements which may be described as characterising the speech of
most pre-school children, among which are the following linguistic choices.

a. the use of the present tense instead of the past tense in "They all go for a walk";

b. the deletion of the preposition "at" in "No one is home, says Goldilocks".

The Arabic translation, on the other hand, replaces the spoken elements of the ST
with standardised textual choices with which a pre-school Arab child may not be
familiar. These choices include the use of the demonstrative pronoun "=" (this), the

n -

lexical item "<y (has), the personal pronoun " ", and the use of the negative

particle "al" (not).
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'‘Example 2

English text:
There was once a little boy whose name was Pelle. Now, Pelle had
a lamb which was all his own and which he took care of all by
himself.
The lamb grew and Pelle grew. And the lamb's coat grew longer
and longer, but Pelle's coat grew only shorter.

Pella and his New Suit
Arabic text:

s Gapal g e 585 sk S sk mual 4l jea Ly Jeall S,

.5)9.:;33_)_._\‘4:5
EJ&.‘.;HM}\AJ _):IL.A

Back-translation:

Saabir had a lamb which he loved and looked after very much.

And the lamb grew up and his coat grew and became longer and

longer. Saabir grew and his sweater became shorter and shorter.
(Saabir and his New Clothes)

The Arabic translation employs lexical items which are very close to the vernacular
spoken in some parts of the Arab world (e.g. 4= "loves", = "takes care of", S
"grew up"). Some of the verbs used in the TT are not usually part of a young child's
lexicon (e.g. z—ual "became" and L "grew up"). For a pre-school child, however, the
complexity of the Arabic text may not result from the translator's lexical choices, but

from the vowelling used in written texts differing from the one used in spoken texts.

2. While it may be acceptable to use the standard in addressing children who have
started gradually to learn the written form of Arabic, it would be important to
point out that the written form seems to be employed in translated stories without
due consideration for the linguistic abilities of the child-reader. The translator may
opt for a literary style which contains textual choices that do not always belong to

the child's repertoire.
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The level of the standard used in CL is almost always higher than the one children
would encounter in their early school text-books. The child at school starts with
learning the letters of the alphabet and how they can be connected together to create
simple words and sentences. In CL, on the other hand, some of the textual choices
used, especially the vocabulary, may reflect a complex literary style similar to that
used in some forms of adult literature. The translation of 7he Three Musketeers is an

example of this style.

3.5 CL as part of the whole literary polysystem

In addition to the absence of a sufficient volume of studies which take into
consideration how the standard can be used in Arabic CL, the "assumed" position
occupied by CL in the Arabic literary system may have also played a significant role in
the translator’s use of a complex literary style in translated stories. To explain this
role, the notion of the "literary polysystem", introduced by the Manipulation School of
translation, may prove to be useful in this context. Some Hebrew critics such as Toury
(1980), Shavit (1981,1986), Ben-Ari (1992) and Even-Zohar (1992) have tried to
apply this notion to the translation of CL into Hebrew. The conclusions they have

reached in this connection seem to be applicable to the translation of Arabic CL.

Broadly speaking, there is a similarity between Hebrew and Arabic in a number of
aspects. These include the fact that both are Semitic languages which differ from
European languages in their grammatical and lexical structures. Most importantly,
however, modern Hebrew, like Arabic, is in a state of diglossia between, “literary
pronunciation, an historical construct manifested in the standard spelling and
vocalization, and spoken pronunciation, different from the historical written standard

in vowels, consonants, and accent” (Even-Zohar 1992:238).



Chapter Three: Register, Diglossia and Linguistic Norms in Translated Children's Literature

Hebrew critics argue that CL, as part of the whole literary polysystem, exists in a
hierarchy with adult literature. Due to its literariness and association with a cultural
and linguistic heritage based mainly on religion and ancient literature, adult literature
occupies a higher or primary position in the literary polysystem whereas CL occupies
a peripheral or secondary position. Even-Zohar (1992:232) explains that, although
they could be viewed as separate entities or systems, adult literature and CL are
organised in rank order in such a way that translated CL functions as a subsystem of

CL which, in turn, is a subsystem of adult literature.

The idea that CL is non-commensurate with adult literature emanates from the fact
that CL in Hebrew, probably even more so than in Arabic, is still in its formative
stages and has not yet developed its own recognised model of text-production which
can be adopted in writing/translating stories; from this, CL tends to rely heavily on
models of writing/translation usually derived from higher systems which enhance its

secondary position.

This secondary position imposes several constraints on writers/translators for
children. Toury (1980:141) explains that these constraints can be regarded as "norms"
according to which some textual choices are treated as more appropriate than others
within the literary system. Since translated CL is a sub-branch of CL, over time these
norms have become "institutionalized" in the target literary system (ibid.). This means
that these norms provide a model to which a children's translator indirectly yields in

the process of translating stories from other languages. Toury points out:

A special status among these constraints is enjoyed by norms -
those intersubjective factors which are the "translation" of general
values or ideas, shared by a certain social group, as to what is right
and wrong, appropriate and inappropriate into  specific
performance-instructions which are applicable to specific situations,
provided that these instructions are not yet formulated as laws
(ibid., original emphasis).
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Even-Zohar (1992:235) also describes the constraints imposed on translators of CL as
“reconstructed instructions” which act as established norms out of which the
translator infers his choices by reconstructing them from already existing texts. These
norms usually aim at creating translated texts which match original texts of the same
genre produced in the TL system, both in characteristics and status. These norms also
dictate, as Shavit explains (1981:172, 1986: 113), the "systemic affiliation" of the
translated text, i.e. by adhering to already existing systemic constraints derived
originally from higher status systems, translated texts are subsumed or affiliated to a
larger group or system inthe TL. Systemic affiliation usually directs which texts are
selected for translation, how they are translated, and the methods by which texts are
appropriated to fit into larger literary polysystems. Ben-Ari (1992: 222) also points
out that the "Translation of children's literature is, by definition, further removed from
the centre and therefore more rigidly governed by the sets of norms which dominate

adult literature."

One of the major constraints which can determine the systemic affiliation of translated
CL is derived from the stylistic norms prevailing in adult literature (Shavit 1986:128).
The stylistic norm which dominates most written/translated adult literature is the norm
of a high literary style. CL as occupying a peripheral position employs more or less
the same style. The reason behind the use of this style is quite different in each case.
While in adult literature the high literary form is connected with the idea of "literary"
or "literariness" per se (what lies within the accepted conventions of literature), this
style has a didactic value in CL, namely, to enrich the child's lexicon. So, for CL to be
affiliated to another text or system in the TL, the translator is expected to adhere to
the prominent stylistic norm employed in that target system. Even-Zohar (1992:232)

explains that this norm in Hebrew CL calls for the use of an:

elevated literary language: rich, elaborate, standardized, based
upon historical scripts ranging from roughly 800 b.c. to the
nineteenth century. This language is different from the Israeli
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spoken tongue on all levels, from vocabulary and syntax to accent
and pronunciation. This literary written standard is still the
unmarked norm.

The key phrase in Even-Zohar's statement - applicable also to Arabic - is that the
elevated literary style is regarded as the "unmarked norm". This seems to imply that
the vernacular is the marked incorrect form of the language. The attitude to stylistic
norms poses several constraints on the translator of CL. The latter not only has a
commitment towards the child-as-a-reader which requires considering his ability to
deal with high linguistic levels, but also towards the norms of language as derived
from the literary polysystem. This is the paradox which text-producers encounter
when translating CL into languages such as Arabic and Hebrew, and which have also
resulted in the difference in the degree of formality between the ST and TT when

considering register analysis in translated texts.

Even-Zohar (1992:243) explains that the need to use the standard in translated
children’s stories creates a friction between the vernacular and the call for
"authenticity" through the use of a literary language, in spite of the fact that the child
is most probably incompetent and illiterate in this form of the language. Consequently,
there is a conflict between the desire to teach by creating "a rich and varied language
base for every child" and the need for children to be addressed by the language they
speak and comprehend. Generally speaking, translators for children sometimes tend
to overlook these frictions resulting from diglossia and rely mainly on conventions
recognised as acceptable within higher literary polysystems. This is in addition to the
fact that linguistic levels utilised in CL are sometimes in a state of flux due to the lack
of an adequate methodology which can be adopted in producing/translating for
children. So, the norms in CL are not merely derived from the original literary culture,
but from the desire to pass on to the child what is thought to be the correct and rich

form of literary heritage.
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Even-Zohar (1992:235) also explains that while the vernacular has gradually entered
into adult literature and some original CL, translated CL still continues in the
traditional norms of high literary language. When applying this to Arabic, the situation
is slightly different. Although the vernacular has gradually entered some adult
literature, such as the dialogue conducted by characters in some of Naguib Mahfouz
novels, both original and translated stories for children still adhere to grammatical and

lexical structures derived from the standard.

The overall effect of the secondary position of CL in the literary poloysystem of
Arabic and Hebrew seems to create what Itmar Even-Zohar (1978) calls "epigonic
writing". In this kind of writing, translated texts, especially those belonging to
peripheral original systems, are shaped by the translator to fit into their new
environment by imitating models that used to exist - or still exit - in literature of

higher status. Even-Zohar (1978: 122) explains that any translated text:

constitutes a peripheral system within the [target literary] polysystem,
generally assuming the character of epigonic writing. In other words,
[...] it has no influence on major processes and is modeled according to
norms already conventionally established by an already dominant type.
Translated literature in this case becomes a major factor of
conservatism.

Generally speaking, epigonic writing implies that some of the norms which are no
longer appropriate in adult literature are introduced, and sometimes even forced, into
other literary polysystems of lower ranks, such as CL. The importance of epigonic
writing characterising written/translated CL lies in the fact that in order for a story to
be recognised as acceptable, it relies on known and conventional models in the target

system.
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3.6 Summary

This chapter has attempted to view one of the translational norms affecting the
translator’s choice of language in Arabic stories. By establishing a connection

between the diglossic nature of the Arabic language and the peripheral position of
written/translated CL within the whole literary polysystem, an attempt has been made
to explain why translators tend to use a high literary style in addressing children.
Diglossia resulted in having two language forms one of which is treated as more
prestigious, and so, more acceptable for written texts. The peripheral position of CL,
on the other hand, results in constraints which demand that children’s stories not only
adopt the written form of the language, but also a rather complex literary style derived
from literary texts occupying a higher position, i.e. adult literature. This situation has
caused differences between the literary register of Arabic stories when compared to

English.

The use of the standard as the norm in translated Arabic stories will be referred to
again in chapter 5, where the various textual choices used by the translator at the
text’s micro-level are viewed as an outcome of different overlapping pragmatic and

semiotic choices at the text’s macro-levels.
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4.1 Introduction

The consideration of literature written for children from a linguistic
perspective is a comparatively new field of study. The critical study
of language, however, has acquired considerable impetus in the last
twenty years and a focus on such a large and important area of
social life as children's fiction in [Britain] seems long overdue.
(Knowles & Malmkjaer 1996:1)

The above statement, applicable also to CL in the Arab world, summarises succinctly
the main concern of this chapter, that is, reviewing some of the recent studies which
seem to employ a critical linguistic approach to CL as a distinct mode of fiction. This,
in turn, will be followed by a textual framework which will specify certain parameters
for the analysis and consequent translation of children' stories from English into
Arabic in the subsequent chapters of this thesis. In developing this framework, an
attempt will be made to locate it in the socio-cultural specifications of the two
languages in accordance with the various methods of translation which may be

adopted in rendering English CL in Arabic.

Since its inception as a distinct branch of literature deserving of study in isolation
from other forms of adult literary works, CL, unlike most genres, seems to lack
studies that specify the nature of the processes of its text production. In fact, CL 1s
hardly mentioned in most of the general text-linguistic theories, discourse analysis and
translation studies that deal with other literary or non-literary texts. As far as the
studies available on CL are concerned, there has been a tendency to focus on a single
linguistic aspect without due consideration of the need to integrate the various

linguistic and para-linguistic strategies into an overall framework.

Another problem encountered in modern studies of CL is the lack of clarity and the
absence of some of the terminology used in approaching CL linguistically. Terms such

as ideology, discourse and genre are somehow used in a broad manner without
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offering clear divisions, parameters, definitions and, to some extent, without clarifying
the relationship that exits between such terms. Ideology and discourse, for example,
are in some instances used interchangeably despite the clear distinction that could be
established through employing a certain view where discourse is seen as the linguistic
embodiment of the socially-bound ideology. Also, in some studies this topic is dealt
with informally without any attempt at serious categorisation. In broad terms, studies
of this type seem to lack categories that combine linguistic and social processes in a
manner that will help trace ideology in the text or achieve what Kress (1985) refers to

as the "linguistic expression of a social occasion".

4.2 Modern linguistic studies of CL

This chapter will focus on three recent studies carried out by Hollindale (1988),
Stephens (1992) and Knowles & Malmkjaer (1996) in which they attempt to provide
a better understanding of some of the relevant narrative and linguistic issues that have

been ignored or overlooked in relation to CL.

Generally speaking, these authors base their work on the premise that CL is there to
socialise; to put something through to the child-as-a-reader/receiver of the story. By
examining some of the main components constituting the language of this mode of
fiction, they aim at investigating how CL is constructed to achieve that purpose. They
recognise texts as social and linguistic entities, hence the emphasis on ideology in
relation to the language of CL. Another feature of these studies is the obvious attempt
to combine literary studies with stylistic and linguistic studies especially in Stephens'

and Knowles & Malmkjaer's work.

For any text to be understood, it has first and foremost to be recognised as made up

of particular textual and para-textual components depending on the socio-cultural
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setting in which it occurs. This means that before any children's story is normally
produced or even translated, it has to have a set of parameters that can distinguish it
from other texts within the same genre and from other literary and non-literary genres.
However, despite the contribution of these three studies to the understanding of the
language of CL, none of them seems to incorporate into one framework the macro-
(discourse, genre and text-type) and micro-elements (e.g. lexical items, grammatical
structures) that make up the structure of a children's story. There are also some
elements which are not sufficiently discussed or represented. Some other elements are
left out altogether. Hollindale's study which focuses on the operation of ideology in
texts lacks a linguistic framework within which the author's proposed three levels of
ideology can be textually traced through their linguistic realisation in stories;
Stephens' interdisciplinary methodology also seems to lack a clear-cut division
between the linguistic and narratological categories he discusses; and finally, Knowles
& Malmkjaer seem to concentrate only on one aspect of CL, referred to as
'institutions’, on which they base their analysis of two linguistic categories (lexical
items and transitivity system). These issues will be clarified when viewing each of

these studies individually in this chapter.

The reason behind choosing these three studies in particular is the connection I felt
existed between the way they approached CL. It will become evident in the course of
the following discussion that there has been some sort of gradual development in
studying CL; Hollindale's article seems to be the point of departure for the other two

studies.
In brief, this chapter sets out to address the following three issues: how various

studies have so far approached CL; what they have achieved; and most importantly,

what seems to be missing in these studies.
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4.3 Hollindale's study

Hollindale's article "Ideology and the Children's Book" (1988) is considered to be a
significant contribution to the study of ideology in CL. Since its publication, this
article has formed the basis for many other studies dealing with the issue of
socialisation as reflected in children's narrative fiction (Evans 1992, Parker 1992,
Stephens 1992, Watson 1992 and Knowles & Malmkjaer 1996). In his article,
Hollindale explores how ideology is systematically patterned in texts in accordance
with the author's and reader's social circumstances. He argues that ideology has not
been properly investigated by the two groups - book people and child people - who
looked into it in relation to CL. By appearing to advocate particular instances of
ideology in a rather rigid manner, each group perceives the other as adopting a rather
extreme point of view to such an extent that they can be viewed as opposite ends of a
spectrum. Hollindale, therefore, proposes examining ideology by recognising its
presence at three levels in texts. This entails studying #ow ideology is represented in
texts rather than whar kinds of ideologies are represented in the first place.
Hollindale's levels act as factors determining the way producers construct their texts
in accordance with the socio-cultural setting of the story and its implications in the

context in which an ideology operates.

Hollindale does not deal directly with CL from a linguistic point of view.
Nevertheless, it can be noted from the discussion which follows that Hollindale's three
levels of ideology seem to refer indirectly to many issues that can be explained within
the fields of discourse analysis and linguistic studies. It could be argued, then, that
Hollindale's study examines ideology from several important angles, yet seems to lack
the appropriate framework which places the aspects discussed within defined textual
categories. By relying on Hollindale's three levels of ideology, the two studies carried
out by Stephens (1992) and Knowles & Malmkjaer (1996) contributed considerably

to a better understanding of the language of children's narrative fiction. By bringing
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together a range of linguistic and literary disciplines within one framework, both
studies have tried to fill in some of the gaps in Hollindale's study. These issues will be

further investigated in the coming parts of this chapter.

4.3.1 Ideology in CL as viewed by "book people" and "child people"

In his attempt to produce a better understanding of how ideology works in CL,
Hollindale explores the opposing points of view adopted by the two groups who
looked into the issue of ideology in CL, namely, book people and child people.
Hollindale argues that each group appears to take an entirely different stance from the
other with regards to ideology. Book people, on the one hand, support adults and

their judgements of CL, emphasise the prominence of the text's literary merits over its

ideology and sometimes advocate rather "conservative and 'reactionary™ ideologies in

CL (ibid.: 5). For critics belonging to this group,

the distinguished children's book has a quality of verbal

imagination which can be shown to exist by adult interpretative
analysis, and this is a transferable objective merit which the 'ideal’
child reader ... is capable of appreciating and enjoying. 7he good
literary text has an external existence which transcends the
difference between reader and reader, even between child and
adult. Consequently there is an implicit definition of children's
literature which has little necessarily to do with children: it is not
the title of a readership but of a genre .... Ideology will be admitted
to have a place in it, but since the child audience and hence the
teaching function are subordinate to literary and aesthetic
considerations, it is a small part of the critic's responsibility to
evaluate it (ibid.: 9, emphasis added).

In brief, this group has a tendency to ignore the importance of ideology in CL
concentrating mainly on the literary merits of the text, arguing that it should be
judged by the same standards as adult literature, and overlooking the importance of

recognising the diversity in the readers' experiences and backgrounds.
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On the other hand, child people, support children and their judgments, emphasise the
prominence of the text's ideologies over its literary merits and are associated "with the
propagation through children's books of a [contemporary] 'progressive’ ideology
expressed through social values" (ibid.:5). Hollindale explains that for the child

people's critics:

The distinguished children's book is one which the 'kids' will like
and which will aid their social growth. Historical periods will differ
in the forms of social growth they cherish, but it is an article of
faith that the current period will be wiser than its predecessors.
The child audience, by some ideological slight of hand, will be
virtually identical or at the very least highly compatible with the
preferred social objectives .... Children's literature is implicitly
defined as being for this Kid: it is not the title of a genre but of a
readership. Ideology is all important to it. Literary merit will be
admitted to have a place, but it is a minor part of the critic's
responsibility to evaluate it (ibid.: 9, emphasis added).

In other words, this group tends to overlook the ideology of previous periods and
concentrate only on supporting particular current ideologies, thus, denying children
the chance to appreciate or even recognise previous ideologies. This group also
overlooks the fact that what may be suitable for one child or a group of children may
be totally unsuitable for another child or group of children. The contemporary child
for them is a naturally born anti-sexist, anti-racist and anti-classist individual who is
willing to adopt any values the literature wishes to promote. It is like saying that
children should not be introduced to the great literature of the 19th century because
of the way female characters, for example, were represented as playing a role that
may not conform to current preferred ideological standards or for being politically

incorrect.
From the brief discussion of the two groups, it can be noted that there has been a

distinct division or a polarisation concerning their understanding of ideology in CL.

Both groups seem to adhere to their opinions in a rather rigid manner which
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"oversimplifies, trivializes and restricts the boundaries in the debate" (ibid.: 5-6) and
"The result i1s a crude but damaging conjunction of attitudes on each side, not as it
necessarily is but as it is perceived by the other" (ibid.:5). Book people, for example,

claim that for the child people:

the virtue of popularity [of any story among children] overrides
any such unwelcome considerations as sloppy writing or dishonest
plot construction. The purpose of imaginative literature is
forgotten (and will probably stay forgotten) amid the sweet
satisfaction of pap (Alderson 1969: 10).

It appears that a choice between the two attitudes would absolutely compromise the
other. Meek (1990) explains that in each case there is likely to be a one-sided
emphasis on how CL should be judged. Both groups seem to have been preoccupied
with the question of what is more important, the literary merits of the children's text
or its ideology. This seems to limit the study of CL to the surface of the text only.
Alderson (1969) who strongly supports adults' judgements of CL points out, as Meek
(1990:167) explains, that book people "do not ignore children as readers; they simply

find them irrelevant to the judgements about the book". He (1969:10) states that:

Critics who abdicate their responsibilities like this [by relying on
children's opinions] probably forget a number of things that are of
considerable importance if the adult is to be of any help in creating
intelligently literate young people. In calling upon the views of
children he may forget that he is almost bound to receive opinions
that are immature and often inarticulate. They may be true for the
people expressing them, but they will hardly serve as the basis for
a sound critical assertion.

Alderson also belittles children by arguing that they are easily influenced by adults'
views of literature and not capable of forming their own opinions; "I am inclined to
think that, within reason, you can sell most young people anything, provided you are

sold on it yourself - and conversely you can put most children off anything provided

64



Chapter Four: A Review of Three Modern Linguistic Studies of Children's Literature

that you find it off-putting yourself" (ibid.:10-11). Relying, therefore, on children's

judgements is like:

[following] a road that leads to a morass of contradictions and
subjective responses, the most serious result of which will be the
confusion of what we are trying to do in encouraging children to
read ... But once one assigns to reading the vital role, which I
believe it has, of making children more perceptive and more aware
of the possibilities of language, then it becomes necessary to hold
fast to qualitative judgements formed upon the basis of adult
experience (ibid.).

Such attitudes, Hollindale remarks, have failed to observe the importance of the
heterogeneity of the audience addressed, since each group seems to address one
homogeneous audience who can handle whatever literary merits or ideologies are
presented in the text. A dichotomy of this sort leaves a lot of aspects relating to the
ideology of CL untouched, such as the variation in the socio-cultural setting of each
story which would entail paying due consideration to the diversity in the audience's
social backgrounds, experiences and needs throughout text production. This requires
more than just supporting particular instances of ideology in the text into

investigating its roots in CL as it may emerge in a particular social context.

The above two groups, then, do not examine how ideology can be reflected in the
text in the first place. They only express rather extreme opinions that are not easily
applicable to all kinds of CL at all times, and do not reflect the reality of children's
stories. Hollindale explains that "the extremities of the critical opinion have devalued
the element of skill in favour of the mere external substance" (ibid.:7). Dow
(1995:18), in her thesis Children's Readings and Adults' Values, comments on this

issue by stating that:

Most book-centred critics believe that the best children's books are
infinitely rereadable; the child can come back to them at increasing
ages and, even as a grown up, still find new sources of enjoyment.
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This does however, exclude the 'good' book from the books which
serve a specific function to a particular reader at a certain point in
time and may well never be read again. Surely such a book can
also be considered to be 'good' in it's own right. Serving a

particular purpose or meeting the short term needs of the reader
makes it no less worthy than a book read a considerable number of
times.

For example, a story like Amazing Gracel, translated into Arabic as "dussll L s,

needs more than the opinions expressed by the above two groups to be fully

understood. If we argue that the literary merits are the determining factor in judging

the suitability of this story for children, many issues would be neglected, including:

who is reading the story?

what is the rhetorical purpose behind the text, i.e. its aim?

when performing the task of translation, do we only aim at achieving an
equivalence of the ST's literary merits in the TL or do we consider the discourse
of the text and its specific cultural references?

Alderson (1969:10) argues, as stated earlier, that children's opinions "may be true
for the people expressing them, but they will hardly serve as the basis for a sound
critical assertion". How true is this statement in reality? When children are asked
about their opinion in a particular story, do they approach the text merely in terms

of its literary merits or do they employ other personal means of judgement?

Again, similar questions may arise if we adopt the attitude expressed by child people:

if there is only one reader to the text who is anti-sexist, anti-racist and anti-
classist, how can this child-as-a-reader of this specific story handle or understand
the issue of racism as implied within the narration?

if children were the same, then what would be the point of raising the issue of

racism in the first place?

1 4mazing Grace and its translation into Arabic will be analysed in detail in chapter 6.
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 translating this text may require some modifications to enable an Arab child, for
example, to handle the macro and micro themes presented in the ST since what is
suitable for one culture may not be suitable for another. So, how can child people
deal with the fact that the diversity of the socio-cultural setting of any story is an

inseparable part of CL criticism?

Hollindale, therefore, by explaining Lesson's (1985) dictum "You match story to
audience, as far as you can", takes upon himself the task of trying to reach an
understanding of the factors that participate in giving texts their distinctive ideologies,
rather than just to support particular ideologies like in the case of the two groups
studied above. To put it differently, Hollindale tries to pinpoint the importance of
how "The context of writing for a child provides the backdrop against which the
work should be judged" (Dow 1995:19). He sets out to propose a more appropriate

approach to ideology by suggesting its operation at three levels in texts.

4.3.2 Lesson's dictum "You match story to audience, as far as you can”
and Hollindale's study

One of the main points discussed in Hollindale's article is his extended explanation of
Lesson's (1985:161) dictum "You match story to audience, as far as you can." He
argues that it cannot be assumed that children's writers expect the literature they
produce to suit all children or have the same effect on them. Lesson's dictum,
Hollindale (1988:9) maintains, seems to indicate that there are many audiences
belonging to different groups and social institutions, and that these audiences will
comprehend the same story when presented to them differently inasmuch as it is a
natural outcome of the children belonging to different age groups, races or social
classes in society, and most importantly, of being in a particular psychological and
cognitive state when certain books may be more enjoyable than others or seem to

fulfill a particular purpose or need. Watson (1992:40) argues that "it is important to

67



Chapter Four: A Review of Three Modern Linguistic Studies of Children's Literature

keep in [mind] the fact that the same text can be read in different ways by different
readers" and that, as Parker (1992:48) also explains, "we all read texts from the
perspective of our own cultural, literary and psychological repertoires". This means
that the children's writer always tries to match his story "as far as he can" to what he
postulates about his reader's certain socio-cultural setting. This fact, Hollindale

argues, was almost totally untouched upon in the approaches adopted by the two
groups who studied ideology in CL. "Both [groups] are extremely intolerant of
anything which lies outside their preferred agenda" (1988:10). By strictly adhering to
their views, these two groups seem to have overlooked the fact that CL is not merely
about reflecting good style or specific ideology for one homogeneous reader. The
opposition between the two groups seems to be based on the dubious assumption that
literary merit is incompatible with ideological commitment or agenda and vice-versa.
Dow (1995:18) explains this issue by arguing against the attitude adopted by book

people:

It seems to me that it is perfectly reasonable to judge books for
children by non-literary standards. It is legitimate to consider the
social or moral or psychological or educational impact of a book. I
feel that most disputes over standards are fruitless because no
criteria can be exclusive - as different kinds of assessment are valid
for different purposes. The important point is that everyone
understands the basis (and function) of any assessment that takes
place.

In that case, CL is not about what is in the text. It is first and foremost about Aow
what is in the text is there. The latter point is exactly what Hollindale sets out to

investigate in his article. He explains that his aim is not:

to argue for or against any single ideological structure in
children’s books ... but to contend that ideology is an inevitable,
untamable and largely uncontrollable factor in the transaction
between books and children, and that it is so because of the
multiplicity and diversity of both ‘book’ and ‘child’ and of the
social world in which each of these seductive abstractions takes a
plenitude of individual forms. Our priority in the world of
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children’s books should not be to promote ideology but to
understand it, and find ways of helping others to understand it,
including the children themselves (ibid.: 12).

4.3.3 Hollindale's three levels of ideology

With the above explanation of Lesson's dictum and the two attitudes adopted by book
people and child people in mind, Hollindale sets out to examine the presence of
ideology through recognising its dimensions in CL. His aim is not to delineate stories
as reflecting particular ideologies for one homogeneous reader, but to view them as
an outcome of several social practices operating at three levels in texts. Hollindale
states that "The purpose, as I have tried to indicate throughout, is a modest one: not
to evaluate, discredit or applaud a writer's ideology, but simply to see what it is";
therefore, "The first priority is to understand how the ideology of any given book can
be located" (ibid.:19). The following are the three levels of ideology which determine

the processes leading to its representation in CL:

4.3.3.1 Intended surface ideology

This is an explicit ideology resulting from the writer's overt social, political and moral
beliefs. It is the most obvious ideology in CL and the easiest to locate in the text.
Hollindale argues that "Its presence is conscious, deliberate and in some measure
'pointed', even [if] there is nothing unusual or unfamiliar in the message the writer is
hoping to convey" (ibid.:11). Intended ideology ranges from being as simple as
conveying a happy ending to introducing new or revolutionary ideas throughout the
narration. Hollindale comments on the latter kind of ideology by explaining that texts
not only reveal existing and accepted ideologies, but can also reflect how some old
notions and ideas are subjected to new modifications. Authors may try to use existing
ideologies to attempt to create a shift in the reader’s stance in order to get them to

accept new ideological beliefs. In other words, the text-producer observes the existing
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ideologies and may either support them or try to manipulate them in order to reflect a
new or revolutionary attitude in the text. Hollindale claims that dealing with an
ideology of this kind may present the author with some difficulties relating to how this
ideology is going to be talked about in a particular story and how the child-reader will
react to it. Issues such as racism and gender are clear examples of this point.

Emphasising racism in anti-racist texts may indicate that it is still an issue of conflict in
some societies. At the same time, ignoring it altogether may convey a false picture to
the reader. So is the matter with reflecting gender roles in fiction; presenting it in a
stereotypical manner may render it unacceptable for some contemporary readers.
Trying to reflect strong or new anti-sexist representations in the text may, on the
other hand, surprise the reader. Hollindale argues that what is really needed is a better

way of reading literature;

you cannot experience the book as an anti-racist [or anti-sexist]
text unless you know how to read a novel. In modern children's
writing the consciously didactic text rarely displays such
confidence in its readers, with the unhappy result that reformist
ideological explicitness is often achieved at the cost of imaginative
depth (ibid.: 12, original emphasis)

4.3.3.2 Passive ideology

Passive or implicit ideology results from the writer's unexamined or taken for granted
assumptions. Any text exhibits passive values that unite the writer with the addressee
in a particular context. Hollindale argues that "Unexamined, passive values are widely
shared values, and we should not underestimate the powers of reinforcement vested
in quiescent and unconscious ideology" (ibid.:12-13, original emphasis). Watson
(1992:37) comments on this level of ideology by explaining that “one of the ways in
which one can locate a text's ideology is to look at the figures in the story who are

marginalised almost to the point of non-existence”.
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4.3.3.3 Ideology as the voice of power in texts

Generally speaking, the various influential ideologies of any society are usually
derived from its powerful institutions such as religious and/or political institutions.
These affect to a great extent the way children's stories are written, especially in
relation to what is regarded as acceptable or unacceptable in society. Hollindale (ibid.:

14) quotes Waller (1986:10) as saying:

The power of ideology is inscribed within the words, the rule-
systems, and codes which constitute the text. Imagine ideology as a
powerful force hovering above us as we read a text; as we read it it
reminds us of what is correct, commonsensical, or 'natural'. It tries,
as it were, to guide both the writing and our subsequent readings of
a text into coherence. When a text i1s written, ideology works to
make some things more natural to write; when a text is read, it
works to conceal struggles and repressions, to force language into
conveying only those meanings reinforced by the dominant forces of
our society.

Hollindale concludes his discussion of the three levels of ideology by arguing that a
children’s text marks the relationship between the producer and the receiver of the
text, and the producer and the ideological material discussed. It also marks the fact
that a children’s writer himself is part of a particular ideological world. This means
that there are limitations and constraints on the degree to which this author can
reshape this world through the topics he deals with or introduces in his stories. This is
because “a large part of any book is written not by its author but by the world its
author lives in .... As a rule, writers for children are transmitters not of themselves
uniquely, but of the worlds they share" (ibid.: 15). Hollindale goes on to explain that
this situation, however, does not mean that a children's writer cannot suggest an
improved world as he wishes it to be in an imaginative manner without being too

didactic.
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4.3.4 General remarks on Hollindale's three levels of ideology

The following comments are offered concerning Hollindale's levels of ideology:

. from the above mentioned three levels of ideology, it can be inferred that
Hollindale views ideology as an element which stems from social domain. Every
writer, as part of society, represents an independent social institution and reflects its
world views and its ideology. This can mean that every writer has a specific mode of
thinking that he manifests in his writing/speaking by adopting a certain

explicit/implicit ideological position according to his social or political beliefs. In the
case of CL, like any other genre, whenever a writer addresses his audience, he is
bound to engage in a socio-political interaction to sustain or enhance a particular
ideological situation. This is normally used to achieve an ultimate aim in the mind of
the sender such as creating an impact which can operate within the context of what is
socially apprehended or accepted, or even sometimes to challenge existing ideologies.
To put it briefly, Hollindale emphasises that no text is ideologically free and those
involved in CL should be made aware of how ideology is reflected in stories (Watson

1992: 37).

The issue at stake here, is that, at the beginning of his article, Hollindale sets out to
examine how ideology works in CL as a narrative fiction. Carrying out such a task
requires normally recognising categories that combine linguistic and social processes
or what Kress (1985a: 4) refers to as categories that discuss "the linguistic expression
of a social meaning" which, in turn, enable ideology to be textually traced. Yet, what
is actually happening is that language - the medium carrying ideology - does not seem
to be sufficiently reflected in Hollindale's three levels of ideology. Rather his emphasis
lies on the external features of ideology as derived from society in general and the
producer of the text in particular with no significant reference to its linguistic

realisation in texts, or the linguistic forms in which it is embodied or structured. In
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other words, to study ideology as articulated in texts demands "[focusing] quite
deliberately on the relations of language to the material condition of its uses and of its
users" since, "a powerful way of examining ideological structure is through the

examination of language" (Kress 1985:29).

One of the main categories recgonised by many textual analysts in approaching
ideology - Kress (1985, 1985a), Fowler (1986) and Fairclough (1989), is discourse.
Through discourse, the implicit/explicit ideologies of the writer can be linguistically
encoded in language. The writer, in the composition of his discourse, is influenced by
his life experience, the social ideologies in his culture and most of all - in the case of
CL - by the nature of his audience and their socio-cultural environment. These factors
act as institutions that have voices normally articulated in texts through discourse.

Kress (1985:30) explains that:

The relation between language and ideology depends on the
category of discourse. Any linguistic form considered in isolation
has no specifically determinate meaning as such, nor does it
possess any ideological signification or function. It is because
linguistic forms always appear in a text and therefore in systematic
form as the sign of the system of meaning embodied in specific
discourse that we can attribute ideological significance to them.
The defined and delimited set of statements that constitute a
discourse are themselves expressive of and organized by a specific
ideology. That is, ideology and discourse are aspects of the same
phenomenon, regarded from two different perspectives.

This obvious relationship between discourse and ideology should not be overlooked
because, as Parker also (1992:48) explains, "an understanding of textual ideology
[means becoming] aware that the text has a writer who has constructed it ina
particular way". This relationship is better studied within the various linguistic forms
that give meaning to ideology. Instead Hollindale (1988:14) argues that, it is ideology
as presented in texts that reminds us of what is "correct, commonsensical, or 'natural"

in text, whereas it is not. Ideology as "the assumed speaking position" (Kress 1985:
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4) exists outside the text and what can be traced in the text is the discourse as a result
of macro/micro textual choices found there. Kress (1985:82) refers clearly to this

issue when he explains that linguistic categories such as,

Discourse and [also] genre account for what is there in the text,
but between them do not and cannot fully account for how what is
there is there ... Ideology provides particular configuration and co-
articulations of discourses; it indicates preferred matchings of
certain discourse with certain genres and strives towards

achievement of plausible, commonsense texts ... While discourses
arise out of and encode the meanings of particular institutions,
ideologies determine the arrangement of discourse in text.

Kress's above argument can also be related to the central issue in Hollindale's work,
that is, the heterogeneity of the children addressed is the result of belonging to
different backgrounds and experiences. To cater for the diversity in the readers’ needs
and expectations, Hollindale argues that texts are also ideologically heterogeneous.
To understand better the variation in the manner through which ideology is articulated
in various texts requires again incorporating social and linguistic processes. One of the
main issues in such a relationship is that some of the linguistic categories such as
genres and discourses, as Kress (1985) explains, may restrict and control what goes
into texts. Ideology, which is the outcome of a certain socio-cultural occasion once
linguistically reflected in a particular text, may help those dealing with children's
stories determine the way it works in that specific text. For example, the ideological
dimension of a fairy-tale like Snow White differs from the one in a story like Amazing
Grace because the discourse and genre of these texts allow only certain ideological
representations. Kress (1985:31) again emphasises this point in relation to the

heterogeneity of the audience addressed by stating that,

No one individual's discursive history can be exactly that of another,
no matter how similar their personal and social histories. Add to this
the differential social placing of any one as a social being, and it is
clear that while social beings share much, they also are, in any one
particular instance, on any one given occasion divided by differences,
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of whatever kind. This difference always has linguistic form, and leads
to dialogue, and hence to text.

The linguistic choices resulting from the shift in discourse and genre will be dealt with
in a more detailed manner when discussing Knowles & Malmkjaer's study (1996) in

the later part of this chapter.

e One of the issues referred to but not sufficiently explained in Hollindale's levels of
ideology, especially the first level, is what Fairclough (1989) terms as "social
struggle", in which shifts in discourse are brought about due to changes in cultural
thought and power. Again, it is one of the important aspects of ideology that can
be explained within linguistic categories. For example, in the case of Eastern
Europe, for years communism employed CL as part of the political agenda of
securing not only loyalty to the system, but also to establish various communist
beliefs. The changes in the political life or what Fairclough (1989: 88, Stephens
1992:10-11) describes as social struggle deem such old ideologies virtually useless
and more importantly undesirable. CL in the West also reflects the emergence of
new ideas and ideals; hence, what was considered moral or immoral years ago,
may not be so in view of the arising social conditions. This may serve to explain
why certain fairy-tales hold an everlasting appeal because they embody what the
Greek philosopher Plato describes as 'universal values', namely, love, compassion,
apathy (Zipes 1983:6, Knowles & Malmkjaer 1996:159). But we do not deal with
fairy-tales all the time. CL has also to adapt to the rising problems in society.
Bullying, AIDS, child and substance abuse and racism are all examples of themes
that were practically non-existent until recently when they had to be introduced
into CL as part of the new attempt to discuss modern subjects that affect children
in certain communities. These issues, again, can all be understood fully once
linguistic criteria that include the factors which go into the production of CL are

introduced, especially in relation to the difficulties of representation encountered
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by authors when dealing with some controversial issues or what Hollindale called

earlier "revolutionary ideas".

Another gap in Hollindale's work lies in not combining social and linguistic studies
with other issues significant in CL such as the role of illustrations as a carrier of
ideology. It may be argued, however, that illustrations could have been included
in Hollindale's second level of passive ideology. Ideology in relation to CL should
be recognised as a combination of several factors represented at many levels; such
as, the participants inside and outside the text; the author's aim, if there is any,
behind the story narrated; the degree of importance given to illustrations in
particular stories; the relation between the age group of the children addressed
and the ideology expressed in texts; and, finally, the utilisation of the appropriate
syntactic and lexical choices that agree with the previous factors. In order to
study these issues fully, there would appear to be a need to propose a framework
of textual analysis, applicable directly to CL. This framework aims basically at
bringing together the disciplines and elements perceived to be crucial in CL
production. These may also include the examination of language not only at the
text's macro-level (genre and discourse) but also at the micro-level which involves

issues such as the syntactic and structural choices of the author.

Returning to the issue of book people and child people discussed earlier by
Hollindale, it can be argued that - based on the previous account of linguistic and
social processes - these two groups seem to separate the linguistic realisation of a
particular socio-cultural setting from the ideology represented in the text. This is
like saying, on the one hand, that language is more important than ideology (book
people) and, on the other, particular ideologies are more important than language
(child people). The reality of the matter is that these two issues are inseparable
since a children's story is an entity which always consists of both language and

ideology, for an intended audience in a particular socio-cultural setting. What
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should be debated instead is how ideology can be reflected in the language of CL
in a manner appropriate for the postulated reader at that particular moment. This
differs from one story to another and from one culture to another. So,
determining the macro- and micro- socio-textual characteristics of the story
entails viewing both the linguistic choices as well as the themes reflected in the

text.

4.4 Stephens' study

In the light of the relative lack of research in the area of text linguistics and discourse
analysis on CL - compared to other literary or non-literary genres - Stephens' book
Language and Ideology in Children's Fiction (1992) may be considered a
breakthrough in that it paves the way for applying a critical linguistic approach to
children's stories. Unlike Hollindale, Stephens does not attempt to interpret ideology
from an external point of view, but tries to pinpoint some of the strategies and codes
that go into its reflection in stories by incorporating linguistic and narrative categories
in his proposed “interdisciplinary methodology”. In other words, Stephens draws
upon language analysis - covering both linguistic and narrative issues - and social
behaviour to explore the processes determining the production of CL. He introduces
some of the terminology that has been missing from studies dealing with CL, and
explores their role in understanding the meaning of the text. Nevertheless, as will be
noted from his proposed methodology, issues related to texture and linguistic cues at
the text’s micro-level (e.g. syntactic and lexical choices) which eventually make the
meaning possible are not sufficiently reflected in his work, nor are the functions of the
linguistic and narrative categories suggested clearly outlined. It could be argued,
therefore, that despite the fact that Stephens' study contains the basic elements needed
for carrying out a text-linguistic analysis, it is not presented in a manner whereby clear

divisions between the terminology employed is offered.
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However, Stephens' work may contribute considerably towards establishing a
framework of textual analysis whereby further modifications - based on Hatim and
Mason's (1997) communicative model of translation and Snell-Hornby's (1988)
integrated approach to translation - can be suggested to Stephens' methodology in

the next chapter.

4.4.1 The main issues in Stephens’ study

At the outset of his book, Stephens (1992:1) states that:

A major aspect of intellectual thought during the last three or four
decades has been the recognition of the importance of the critical
study of language for any understanding of social life.

This view functions as a basis for attempting to explore the norms influencing the
production of CL. Stephens' study departs from the rigid approach to CL to a more
modern approach whereby notions derived from narratology and critical linguistic
studies are seen to reflect the methodology in which users use language to represent
social norms and cultural traditions in addressing children. Knowles & Malmkjaer
(1996:262) consider Stephens' book as one of the "excellent, full-length" studies on

CL.

Throughout his book, Stephens is mainly concerned with the "discourse" of CL. He
argues that this discourse, which is imbued with ideology, is quite specialised in
character. To illustrate how ideology is reflected in CL, Stephens (1992:1) proposes
that it should be studied within a "new interdisciplinary methodology which combines
several preoccupations and insights of contemporary critical linguistics and literary

theory and practice". He goes on to argue that:
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A critical methodology able to examine the interrelated issues of the
ideologies of texts and the subjectivity of readers will need to
incorporate both critical linguistics and aspects of modern theories of
narrative ... Hence fiction produced for children is an important area
for discourse analysis, in order to disclose the processes and effects of
those representations and definitions. At the same time, though, the
discourses of fiction incorporate crucial features not normally present in
actual spoken discourse, and unless these are included in the critical
methodology analysis will proceed on wrong premises .... Further there
exists no substantial attempt to examine fiction written for children by
bringing together into one methodology the elements of narrative
theory, critical linguistics, and a concern with ideology and subjectivity.
My aim in this book is to fill that gap, examining narrative fictions of
various kinds and genre produced for children up to their eighth year of
school (ibid.: 5).

To establish the above argument, Stephens starts by viewing the three levels of
ideology as discussed by Hollindale (1988). He acknowledges the importance of this
study, yet argues that it is rather limited in scope. He (1992:11) explains that

Hollindale's work:

is the most comprehensive exploration of ideology and children's
literature so far published, but is rather limited in scope and
methodology. More delicate analytical methods are needed to extend
the analysis further, particularly methods which enable both finer
linguistic evaluations and more sophisticated narratological insights.
Such methods already exist, and I hope in this book [Language and
Ideology in Children's Fiction] to bring them together.

It would be worthwhile, therefore, to focus briefly on some of the main features of

Stephens' work, among which are the following issues.

1. Stephens' perception of discourse: Stephens' study of CL relies mainly on the
notion of discourse and Fairclough's (1989, 1992) definition thereof. Fairclough
views and defines discourse as the linguistic realisation of social norms, ideologies
and practices. He (1992:4) argues that a discursive "event" consists of three

elements: a text, social practice and a discourse:
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The 'text' dimension attends to language analysis of texts. The
'discursive practice' dimension, like interaction in the 'text and
interaction' view of discourse, specifies the nature of the
processes of text production and interaction, for example,
which types of discourse (including discourses in the more
social-theoretical sense) are drawn upon and how they are
combined. The 'social practice' dimension attends to issue of
concern in social analysis such as the institutional and
organisational circumstances of the discursive event and how
that shapes the nature of the discursive practice, and the
constitutive/constructive effects of discourse referred to above.

Although Stephens draws upon this definition in his attempt to study ideology found
in CL, he proceeds to argue that language and discourse are interchangeable terms.
He remarks that "language as a system of signification - what is commonly referred to
as discourse - is endemically and pervasively imbued with ideology" (ibid.:1). This
definition seems to some extent to mix between language and the concept of
discourse wherein the latter is viewed as another definition of language and not one
aspect of'it. Hence, this definition is not sufficient to convey the meaning of discourse
in Fairclough's sense. It also leads to the vagueness of its usage at later stages of
Stephens’ discussion when he employs the term "discourse" to refer to issues normally
discussed under other categories. In other words, as the study develops, this term
acquires additional meanings to its conventional ones in discourse analysis studies as

being the linguistic voice of ideology in texts.

2. Stephens' perception of ideology: He argues that any children’s story yields up both
a story and a significance (1992:2-4). He also stresses that no story is devoid of
any form of ideology. The first question that should be brought up here refers to
the nature of ideology he is talking about and how universal or culture specific it
is, as this may prove to be of interest in my study of the translation of CL. If each
culture or community has its own ideologies and, as explained earlier by Kress
(1985, 1985a) and Fairclough (1989, 1992), this ideology can be realised

linguistically through discourse, then CL in a certain culture obviously resorts to
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discursive practices that reflect that distinctive ideology. So how is it possible that
children around the world continue to enjoy Cinderella or Snow White and the
Seven Dwarfs, for example? Is it because all those children share the same set of
ideological beliefs or because these fairy-tales are devoid of any ideological
dimension? This may lead us to view ideology in a way which may benefit from a
distinction between what may be tentatively called as 'shared ideology' and
'culture-specific ideology'. For the purposes of this section, I will not elaborate
further on this point until a framework of textual analysis is produced in the next
chapter when some of these issues may be better viewed according to Venuti's
(1995) notion of foreingisation vs. domestication and its relation to pragmatics.
Suffice it to say that Stephens' conception of ideology is too general to account
for the number of problems that arise within a specific socio-cultural setting. Also,
despite the fact that Stephens relies on Hollindale's and Fairclough's discussions of
ideology, nevertheless he does not adopt their approach to the concept. The
following statement, for example, illustrates clearly the general manner through

which Stephens approaches ideology:

Arguably the most pervasive theme in children's fiction is the transition
within the individual from infantile solipsism to the maturing social
awareness (ibid.: 3).

This statement is not always true. Stephens deals with fiction written for children of

young age up to the eighth grade (approximately 12 years old) (ibid.:5). This,

however, does not exclude the possibility of variation in ideology between age groups

and even between one child and another. In the first years of a child's life, it may be

assumed that the emphasis is placed almost entirely either on entertainment or certain

didactic themes. Children from 3-5, for example, may enjoy fairy-tales and fantasy

stories because they feel they can relate to them. CL is not merely about maturing

social awareness since such a belief can deprive CL from one of its basic aims which

appeals to the child, namely, entertainment. I am not arguing that CL is all about
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entertainment, because it is not. CL aims to put through various themes that are not
necessarily related to maturing social awareness. Also, by adopting the above
statement, Stephens seems to disregard Lesson’s (1985) dictum - explained earlier in
Hollindale’s article - “you match story to audience as far as you can.” This dictum
illustrates clearly that when dealing with CL, generalisations about children’s needs

should be avoided wherever possible.

3. Stephens' perception of the notion of narratology and its relation to linguistics in his
interdisciplinary methodology. Narration is one of the distinguishing aspects of
CL. It involves many issues, amongst which children as readers play their implied
roles according to the text. In order to arrive at a better understanding of ideology
in children's fiction, Stephens tries to establish a connection between the two
disciplines of narratology and linguistics. To explain how this relationship is
realised, Stephens relates it to the notion of "discourse" by offering the following

rather general definitions thereof (ibid.: 11).

(a) Linguistic [discourse]: 'stretches of language perceived to be
meaningful, unified, and purposive' (Cook 1989:156). This usage is
commonly employed to refer to discoursal actions in general and to
specific discourse types, such as the discourse of parent-child
conversational encounters.

(b) Narratological [discourse]: the means by which a story and its
significance are communicated (including temporal sequencing,

focalization, and the narrator's relation to the story and the audience).

The term is again used with broader and more specific reference,
ranging from narrative discourse to the discourse of fantasy or of
historical fiction, for example.

He argues that these two definitions of discourse are inseparable from CL fiction.
They combine the three complex factors which go into the production of what he
refers to as "the 'mode of being' of a work of narrative fiction"; namely, language,

illustration and culture. He proceeds to argue that within the text itself, there are
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micro-signs that act as a reflection of the larger world in which texts are produced.
These micro-signs can be noticed at two levels; first, at the linguistic level of the text
in which grammatical and lexical choices are made; second, at the narrative level

which involves issues such as:

Type of narrator, the implied reader who is constructed by the text,
point of view, allusion and theme, for example - but which are
inextricably bound up with discourse in some more precisely linguistic
application (ibid.: 12).

The combining of the two fields of narratology and linguistics together may be
considered as a central issue in CL. However, Stephens' inclusion of all the aspects
that make up what he refers to as the "mode of being" under the domain of
"discourse" is somehow vague. Although his aim throughout the book is to provide
some sort of framework of discourse analysis, still he does not give a sufficient

definition of what he means by concepts such as discourse, language and culture.

It can also be noted that Stephens is again offering a new definition to the concept of
discourse, that is, discourse as a mode of being. This definition, however, seems to be
different and more general in nature from the two definitions of discourse mentioned
earlier: discourse as another definition of language and discourse as the linguistic
realisation of a social occasion. This, in turn, results in the vagueness of the

relationship between the narratological and linguistic elements presented in his study,
especially when it comes to his last statement that discourse in CL embodies language,
illustration and culture. This situation seems to indicate that although Stephens'

categories appear on the surface very promising, it is still the case that an attempt to
reconstruct and analyse a children's story according to these categories may be

frustrating because the terminology employed is not sufficiently well-defined. There is
a need, then, to distinguish between the macro-levels and the micro-levels of the text

according to more "well-defined" categories. Such a process may identify a category
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such as discourse as having a specific function in texts alongside other socio-textual

categories such as genre and text-type.

Stephens also provides the following division of what he terms as the "components of
narrative" in CL fiction in which, again, he lists other categories that are not clearly

understood:

Narrative consists of three interlocked components: the discourse; a
'story’ which is ascertained by an act of primary reading (reading for the
'sense’); and a significance, derived by secondary reading from the first
two (ibid.: 12).

Before offering this view, Stephens argues that discourse encompasses all aspects of
CL: language, illustration and culture. This point has been mentioned earlier in his
definition of discourse in relation to linguistics and narratology. The above quotation,
however, offers another view whereby discourse is treated as a separate entity from
story and significance. Stephens' primary reading of the story is what could be termed
- from a linguistic point of view - the ideational level, i.e. who did what to whom.
Secondary reading could be related to the interpersonal level which is concerned with
the interaction between the reader and the text, i.e., the reader's subjectivity to the
text. Both the ideational and interpersonal levels are in fact subdivisions of discourse.
Stephens not only fails to relate story and significance to these levels, but also does
not view them as part of discourse. In order to illustrate the three components of
narrative - discourse, story and significance - Stephens (ibid.: 13) cites the following

example:

Hide and Seek

When I played as a kid
How I longed to be caught
But wherever I hid
Nobody sought

(Roger McGough)
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Stephens (1992:13) comments first on the vocabulary by remarking that:

The title draws on a specialist vocabulary, that of childhood play,
and indeed the occurrence of the verb 'played’ in one line quickly
confirms that specialization. As such, it constitutes a minor piece
of specialized knowledge - that is, that the two verbs are not to be
understood as a sequential string but as a compound name... It
should also be noted that 'seek'is more likely to exist in a child's
passive vocabulary than active (where to 'look for' is more usual).

Stephens also explains that the primary reading of the text is as follows:

'When the speaker played Hide and Seek as a child, he wanted to be
caught, but nobody ever looked for him' (ibid.).

He goes on to argue that because of the textual choices in the poem - micro-linguistic
choices, as he referred to them earlier - particularly of vocabulary whereby the text
producer opted for 'kid' instead of 'child’, 'longed for' instead of 'wanted', and 'sought'
instead of 'looked for', it can be inferred that there is a strong emotional involvement
on the part of the speaker (ibid.). This involvement influences the way readers read

for significance. Stephens explains this point as follows:

The poem describes moments of childhood anguish, produced by
exclusion and isolation, heightened by their situation within what is
normally considered cooperative play ... [Hence, it expresses]
moments of social rejection and how [readers] subjectively recall
them (ibid.: 13-14).

Looking at the above explanation, it can be noted that Stephens focuses on
significance as the "secondary reading" where readers fill in the gaps from their
experiences as children, be they happy or miserable ones. Stephens seems to adopt the
view that significance arises from individual thought or what he refers to as "reader's

subjectivity", i.e. no two readers can derive the same significance.
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However, one of the shortcomings of Stephens' argument concerning secondary
reading is the mixing between discourse, individual reaction and a third category
known in linguistics as the macro-intention of the text or its pragmatics. Generally
speaking, a fictional text has a macro-intention normally realised in the discourse. The
latter is the outcome of the various textual and para-textual choices found in the story.
However, readers reaction to macro-intention may vary as a result of the difference in
their socio-cultural settings. For example, a child reading about bullying may deduce
from a story that it is wrong to bully other pupils at school. However, reactions from
personal experience are bound to differ. A child who has suffered from bullying may
be somehow saddened or more inclined to sympathise with the bullied character in the
story. This means that a distinction between discourse and reaction (reader's
subjectivity to the text) is of utmost importance in CL fiction because it draws the line
between what the text aims to achieve and what we add to it from our own subjective
experience. Significance of a children's story will be explained in more detail under the

category of pragmatics in chapter 5.

4.4.2 Stephens' model

To explain further the above mentioned ideas, it would be useful to summarise the
model offered by Stephens (1992:18) under the heading "Components of story and

discourse."
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Story

Discourse

Events:
Actions and Happenings: processes
(improvements or deteriorations)

Existents:
Characters/Actors
Setting : time and place

Processes of Selection
(what is read, but includes both what
is stated and what is implied)

Mode:
narrative
descriptive
argumentative

Narrative Processes:
(a) Narrating agent(s)
narrator(s)
implied author
(b) Receptors:
narratee(s)
implied reader
Point of view from which 'story’
presented:
Narrator point of view.
character focalization
ideology (overt/implicit)
Order (or sequence)

Duration

Relation (connections between 'story’
existents)

Specifications of setting

Symbols, allusions, intertexts.

Table 4.1 Components of story and discourse

Stephens' model, as mentioned earlier, looks very promising indeed, since it offers
several linguistic and discursive categories that have not been dealt with in other

studies of CL. However, the problem that presents itself is related to the classification
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of these different categories and the terminology used to describe these classifications.
Stephens' model as a good starting point needs to incorporate further components,
some terminology has to be clarified and sub-divided, and some of the issues listed
above could be joined together under one category. For example, what Stephens
terms as 'mode' are in fact text-types that may be studied as a separate category from
discourse. What he also refers to as "processes of selection" could be included under
genre since generic differences account for variations in discursive practices.

'Duration' and 'time' are rather confusing terms that have to be clarified further. There
is absolutely no direct reference to certain linguistic strategies such as the use and
variation of connectors, lexical items and grammatical structures as micro-signs which
play a big role in forming the discourse of CL. Despite the fact that he devotes a
whole chapter of his book to discussing ideology in picture books, he does not include
illustrations, or what I will refer to later as the "pictorial level" of texts, in his
proposed model. And finally, the two points dealing with 'events' and 'existents'
discussed under the components of story can be joined with 'narrative processes',
‘point of view', 'relation' and 'specifications of setting' under one large category named
narratology. Following this brief description of Stephens' model, it can be noted that
there are many important issues referred to above which somehow lack organisation.
Some of these issues will be dealt with in detail in my proposed framework of textual

analysis in chapter 5.

I think the main reason behind the difficulty in understanding the terminology used by
Stephens in the above table may perhaps be attributed to the fact that dividing a
children's literary text into "story and discourse" is taken from Chatman's Story and
Discourse (1978). This book deals with "Narratology" or the "Narrative Theory".
Narratology usually employs terminology which differs considerably from the one
used in modern discursive and linguistic studies (e.g. Kress 1985, 1985a; Fairclough
1989, 1992 and Hatim and Mason 1990, 1997). While "discourse" in narrative theory

deals with the processes of selection, mode, narrating agent(s), receptor(s) and other
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issues, discourse has a more specific role in modern linguistic approaches, namely the

linguistic realisation of the social occasion.

4.5 Knowles & Malmkjaer's study

Another recent study that attempts to shed some light on the linguistic realisation of
ideology in CL is the book co-authored by Knowles & Malmkjaer (1996), Language
and Control in Children's Literature. They set out to examine the historical

development of CL - mainly of themes and values as derived from social institutions-
through studying some of its linguistic aspects. In conducting their research, they
relied on two studies dealing with children’s favourite readings in the 19th and 20th
centuries. One is carried out by Edward Salmon - who studied children’s reading
habits and the moral content of their literature - in 1888. The other is by the authors
themselves in 1989-90. The latter study “was compiled as part of an ongoing research
project initiated by Murray Knowles ... to establish a part-computerised corpus of
children’s literature” (ibid.: 2) Through studying some linguistic aspects of stories
such as the selection of lexical items and the transitivity system (mental, material and
relational processes) in the most popular stories of the above period, “the authors
examine the ways in which children’s writers use language to support or challenge

particular views of the social world”.

In their attempt to do so, they provide a brief explanation of ideology in relation to
CL as discussed by Hollindale (1988) and Thompson (1990)2. Knowles & Malmkjaer
argue that ideology as reflected in the linguistic choices of the writers of children’s
fiction has not been sufficiently studied (ibid.: 68). They also argue that Stephens'
study, discussed earlier, does not address the linguistic dimension of children's stories

which involves the syntactic, lexical and structural aspects of texts. They, therefore,

2 Thompson (1990) studies the operation of ideology in narrative texts, especially in relation to how
characters change over a period of time.
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try to fill part of this gap by examining some of the linguistic categories since none of

these previous studies,

. adopts what one could call an explicitly linguistic perspective.
Once such a perspective is adopted, it seems necessary to add a
"level" of operation of ideology which is superimposed upon each
of Hollindale's levels, and through which each of Thompsons
strategies may be realised, namely the level of selection of
linguistic expression (ibid.).

In the preface to their book, Knowles & Malmkjaer argue that, although CL has
always occupied a significant position in the life of children in the West and those
involved in the process of education and socialisation of children, the value of studies
dealing with CL has not always been given enough importance (ibid.:ix). For
example, Harvey Darton's Children's books in England (1932), still considered a
great contribution to the field of CL, gained recognition only after his death in 1936.
They also argue that including CL in some academic disciplines such as literary
criticism, stylistics and translation studies is an activity that started only recently
(ibid.). Based on this, there has always been a gap between the social importance of

CL and the critical studies dealing with it:

There is, then, a curious discrepancy between the ubiquity and
perceived importance of children’s literature, and scholarly research in
the field. We set out intending to add to the latter a study with a
specific focus on language, because it seemed to us indisputable that
the effects, whatever they might be, which literature might work on
children, must be mediated largely through the language which
constitutes the texts in question (ibid.).

Knowles & Malmkjaer work is based on the fact that in children's fiction, a world
controlled by adults is created in which the latter are given a great degree of linguistic
freedom in the choices they make throughout the process of producing stories for
children (ibid.: x). This linguistic freedom is an expression of atwo dimensional

relationship of control. The first dimension is mainly derived from the nature of the
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relationship between adult writers and child readers as an expression of the former's
continuous attempt to socialise children in whatever means they perceive possible,
including literature. The second dimension emanates from the relationship existing
between the modes of linguistic expression employed at a certain point in history and
the writers themselves who have particular ideological and cultural orientations. This
latter relationship imposes constraints on text producers since it can determine the
linguistic choices and the themes and social values the authors can adopt in addressing
children (ibid.). Throughout their book, Knowles & Malmkjaer try to examine these
two relationships as reflected in the language of CL used by different writers at
different times. In other words, they examine how the language used has always been
based on relations of power and authority exerted by adults in the child’s
environment, and how this language is derived from the values and ideologies of the
powerful institutions in society such as family and religion. Texts are therefore
produced in a style that serves in highlighting the role of these institutions in
socialising children. This role, however, has changed dramatically throughout time
and obtained other characteristics that can also be linguistically articulated in texts.
The core of the argument they wish to establish throughout their book is that of the
role of socio-cultural contexts in governing some of the linguistic aspects of text

production in CL.

4.5.1 A brief historical development of ideology in CL

In carrying out their research, the authors start off by giving a comprehensive but
brief account of CL during the first and the second half of the 19th and 20th
centuries. They mainly focus on the historical development and the evolution of the
most popular genres and writers of these periods. In carrying out this task, they try to
provide some sort of a framework within which the changes of morals and themes of

children's stories throughout history can be reflected, hence, aid them in carrying their
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linguistic analysis. For example, adventure stories - mainly read by boys - of the first
half of the 19th century are highly didactic and aim at moralising whenever possible.
These stories also reflect the importance of the institutions of family and religion in
society at that time. Knowles & Malmkjaer illustrate this point by commenting on

Captain Marrayt's Masterman Ready published in 1836:

The Seagrave family are voyaging to Australia and are shipwrecked
on an island with an old seaman, Masterman Ready. Ready provides
long didactic passages in which there is much reference to thanking
God for His mercies and the comfort to be found in the Bible. Mr.
Seagrave also contributes substantially to the moral and pious flavour
of the book. Thus, although we now have a narrative in which dangers
threaten and in which 'adventures' clearly occur, the opportunity for
moralising on a range of activities and behaviour is not lost (ibid.:6).

When viewing some of the adventure stories produced in the second-half of the 20th
century, it can be noted that there have been changes, not only in the social values
associated with particular institutions, but also in the representation of the characters
in stories and their degree of involvement in the narration. Roald Dahl's James and
the Giant Peach (1961), Charlie and the Chocolate Factory (1964), Danny the
Champion of the World (1975), The Witches (1983) and Matilda (1988) which are a
combination of adventure, fantasy and magic are examples of that. Most of Dahl's
stories challenge social values and discuss issues that used to be considered taboo in
the 19th century. These stories mainly reflect shifts especially in the position of the
family as an institution for inspiring positive morals in children. "In other words, Dahl
takes a very different view of the institution of family and of adults in general"
(Knowles & Malmkjaer 1996: 125). Dow (1995:14) comments on this issue by saying

that:

These books, and others like them, recommend - even celebrate -
day dreaming, disobedience, answering back, running away from
home, and concealing one's private thoughts and feelings from
unsympathetic grown ups. They overturn adult pretensions and
make fun of adult institutions, including school and family.
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For example, Knowles & Malmkjaer explain that Matilda's family :

acquaints the reader with some of the most thoroughly unpleasant
personalities in children's fiction. Physical descriptions [of Matilda's
father] early on in the book are particularly evaluative, carrying strong
negative connotations:

Mr. Wormwood was a small ratty-looking man whose
Jfront teeth stuck out underneath a thin ratty moustache.
He liked to wear jackets with large brightly-coloured
checks and he wore ties that were usually yellow or pale
green (in Knowles & Malmkjaer 1996: 133, original
emphasis).

In Danny the Champion of the World (1975), Dahl again portrays a rather
unconventional relationship between Danny and his father. Danny's father is
represented as a poacher whose relationship with his son is idealised throughout the
story:

The father represents family and the institution of friendship but he is

not like the father/companion of Masterman Ready. This is not the

key figure issuing orders and confident that his dominance will remain
unquestioned (Knowles & Malmkjaer 1996: 126).

Danny feels safe and happy in his home environment - the caravan where he lives
alone with his father - despite the fact that the latter is a poacher who steals from
other people especially the nouveau riche "Mr. Hazell". Hence, poaching in this story
is regarded as an act of social justice that is considered a "properly motivated activity"

(Shavit 1986: 59).

Matilda and Danny the Champion of the World also differ among themselves in
regards to the institution of family. There is unpleasantness and negative feelings
associated with Matilda’s parents which leads her to search for a surrogate family in

the character of her teacher at school. Whereas in Danny's case, family relations are
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secured but other values are being questioned such as the presentation of what is
generally thought to be against social morals in a justifiable manner, i.e. poaching.
Consequently, Knowles & Malmkjaer (1996:153) argue that social relations are not as
straightforward as they used to be in the traditional juvenile fiction of the Victorian
period in which we normally encounter "sets of uniform characteristics". They

comment that;

For many parents Roald Dahl's work was contrary to their view of
children's literature .... The submission of children to the domination
of the family as a right and necessary system of control is very
definitely not a part of this writer's view of the world. Ready
obedience is out; anarchy is in ... Dahl allies himself with the child
reader against the world of adults, which is why many saw him as

subversive; but he none the less exercises his own control over that
reader (ibid.: 125).

4.5.2 Ideology and the linguistic choices in CL

Based on the above historical development, Knowles & Malmkjaer set out to review
ideology in the narrative produced for children from a linguistic point of view. They
start by adopting Thompson's (1990:56) definition of ideology in which he states that
"to study ideology is to study the ways in which meaning serves to establish and
sustain relations of domination" (1996: 43, original emphasis). The two authors
adopt the approach that child-adult relationship is naturally asymmetrical and
consequently an adult writing for children is bound to attempt to establish and sustain
relations of domination throughout the narration. This domination emanates from the
social relationships between children and adults obtained from all fields of life such as
home environment, school or religion and is, hence, linguistically articulated in the

text. They state that:

There is in contemporary theory of ideology a particular interest in
language, which arises from the definition of 'ideology' as meaning in
the service of power - as the mobilisation of language in attempts to
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establish and sustain relations of domination, of systematically
asymmetrical relationships of power ... As Hunt (1988:163) points
out: 'the realisation of a text and especially of a text for children, is
closely involved with questions of control, and of the techniques
through which power is exercised over or shared with the reader'
(ibid.: 262-263).

Knowles & Malmkjaer argue that the proper path to follow would be to study how
such an ideology and other pertinent social aspects are reflected in some of the
linguistic choices employed in children's stories. They, however, restrict themselves to
few textual aspects of CL language, and these are, as mentioned above, lexical items

and transitivity. They (1996:46) state that:

Our project is merely to make more explicit the linguistic means
writers employ in their efforts to support, undermine or simply
comment on particular relationships of domination, including those
which obtain between children and their adult authors.

Through studying these linguistic categories within the framework of ideology, they
try to examine how writers in society have selected certain modes of expression when
addressing children, and also how some themes once considered impossible or taboo
in some periods are possible in other periods, even if not always appreciated by the
adults in the child's environment. Roald Dahl's stories are a clear example of the latter
issue, especially in regards to the shift of themes since the 19th century. Knowles &
Malmkjaer (1996:67) explain that their main concern is with examining what they

refer to as shifts in "fixing the limits of expression" in CL:

This can mean that certain thoughts are, if not unthinkable, then at
least less likely to occur to people in certain historical periods than
in others: writers and thinkers are limited to a significant degree by
the theoretical frameworks and generally established modes of
reasoning prevalent in their culture at their time. These limitations
are reflected in the modes of expression and in the vocabulary
writers have at their disposal.



Chapter Four: A Review of Three Modern Linguistic Studies of Children's Literature

4.5.3 The main linguistic issues in Knowles & Malmkjaer's study

The following are the main linguistic points discussed by Knowles & Malmkjaer in

their book.

4.5.3.1 Their concept of genre and institutions

Throughout their book, they have attempted to present their linguistic discussion
within some sort of generic framework, hence, accounts of genres in relation to CL is
given. They argue that CL consists of different 'traditions' or 'strands' of texts referred
to as genres. Within each tradition there are a number of sub-genres. For example, the
tradition of juvenile fiction is made up of both adventure stories and school stories
which have undergone significant changes from the 19th century until now. However,
they argue that carrying a language description of the historical development of these
sub-genres requires studying more than the generic features of the tradition of juvenile
fiction. The reason behind this is that the provision of generic description does not
account for the shift in the themes these sub-genres have gone through so far.
Moreover, the term genre does not seem to account for the thematic similarities

between different traditions. They (1996:31) argue that :

This could mean, for example, that in reading a Victorian
adventure story we recognise features which we would perceive as
belonging to other traditions or genres. The elements of friendship
and the journey or quest, for example, are not only elements of the
adventure story but also of many fantasy narratives and fairy-tales.
Thus across traditions there may well be a common stock of
literary and linguistic procedures and conventions. ‘Texts always
refer to, incorporate or displace other texts, in a continuous
process of intertextuality. The act of reading situates one text
among others in terms of genre, context or purpose’ [Hodge 1990:
110].

Based on the above, Knowles & Malmkjaer proceed to argue that despite the

importance of the fact that texts do not exist in isolation from other texts, generic
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features are only useful in the way they provide some general information about the
text as an instance of social occasion that has a 'knowable shape' and in which
different 'characters, situations and behaviour' are presented in a manner enabling the

reader to identify them. They (1996:31) quote Hawkes (1983:103) as saying:

A genre-word, 'novel', 'poem’, 'tragedy’, placed on the cover of a
book 'programmes' our reading of it, reduces its complexity, or
rather gives it a knowable shape, enabling us literally to read it, by
giving it a context and a framework which allows order and
complexity to appear.

They suggest, therefore, that a distinction be made between ‘genres’ and ‘text type’ in

which they (1996:31) quote Biber (1991:70) as saying:

I use the term ‘genre’ to refer to categorisations assigned on the
basis of external criteria. I use the term “text type’, on the other
hand, to refer to grouping of texts that are similar with respect to
their linguistic form, irrespective of genre categories.

They proceed to explain that by discussing text type instead of genre, the importance
of ‘institutions’ on which the producer of CL relies for his representation of the world
in fiction can be accounted for. These institutions are mainly the family, friendship,
gender, race and/or religion. Their importance lies in the degree of their occurrence
according to the role they played in children’s stories throughout history. These
institutions may be prominent in some genres, occur in more than one genre or not

occur at all in some other genres. They maintain that:

We may, as indeed we do, find all of these in traditional juvenile
fiction but not in the fairy story. The fantasy story will share
institutions in common, though separately, with both the adventure
story and the fairy story as well as others which may be common to
all three (ibid.:32).

Knowles & Malmkjaer conclude that the utilisation of the concept of institution or

text type is more comprehensive than the concept of genre when discussing CL from a
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linguistic point of view or for carrying out a linguistic description of texts. The

following explains this clearly:

Institutions should be seen as the woven threads of the text and by
naming them we facilitate a linguistic description which should
enable us to approach an understanding of the messages conveyed
by authors to their child readers and we have already commented
on how differently child and adult readers were regarded in the
nineteenth century by an author such as Marryat. The notion of
institutions, we maintain, is more useful than genre particularly
when we discuss contemporary children’s texts ... as conventional
generic labels are not always precise in the message that they
convey to the reader. Carrie’s War, for example, is a narrative of
‘adventure’ but very far removed from the world of Captain
Marryat [in Masterman Read)y] (ibid.)

Based on their approach to genre the following comments arise.

It can be noted from the above discussion that the authors have opted to study the
genres of CL as instances of themes instead of what is conventionally known as a
form of language reflecting a certain social occasion. They argue that what combines
the sub-genres of CL, or what they have referred to above as 'traditions', 'strands' or
'types of texts', is not the formal textual features of the text, but rather the thematic
features derived from a number of social 'institutions' controlling the production of
texts at a certain point in time. In other words, their understanding of genre seems to
be one based on content rather than form. If a group of texts share the same set of
values, then they are considered to belong to the same category regardless of their
form. Formal features which are usually used to identify genres seem to be dispensed
with in favour of a mode of categorisation that relies on shared themes and values
between children's stories. Therefore, adventure stories have been studied and

compared to each other on the basis of thematic features. In a 20th century adventure

story, for example, institutions such as family and religion became less important or
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acquired additional features and values other than those known in stories belonging to

the Victorian period.

Although the tendency to consider institutions as the basis of a thematic distinction
between different types of CL may seem in this discussion more worthwhile,
overlooking the formal features that give texts their identity means that not only
genres proper are not considered at all, but also a mixture between two textual
aspects is made, namely, genre and discourse, which account for different linguistic
and social features. This mixture is the result of considering social institutions as more
important than genre in providing information about texts. The truth of the matter is
that institutions and genre cater for separate issues in texts and cannot be treated as
referring to the same thing. However, in order to understand the role of institutions in
texts, the concept of discourse can be introduced. Ideology and social values which
differ from one period to another and from one culture to another stem from the
various institutions of society. These wvalues, however, are linguistically reflected in
text through discourse which is, in turn, embodied in genre. Hence, first and foremost,
a better definition of the role of institutions may be given as a starting point for
understanding its relation to discourse and genre, and also to explain the distinction

existing between these three categories. Kress (1985: 28) states that:

. social institutions produce specific ways or modes of talking
about certain areas of social life, which are related to the place and
nature of that institution. That is, in relation to certain areas of
social life that are of particular significance to a social institution, it
will produce a set of statements about that area that will define,
describe, delimit, and circumscribe what it is possible and
impossible to say with respect to it, and how it is talked about. So,
for instance, matters such as gender, authority, race,
professionalism, science, or the family will have specific discourses
associated with them [Muecke 1983].
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Certain social meanings, then, are associated with certain institutions, and these
meanings are articulated in texts through discourses which, as mentioned earlier when

discussing Hollindale’s work, are the linguistic voice of the social institution.

Another important point made by Kress (1985:6) regarding this issue, is that,
"Institutions and social groupings have specific meanings and values which are
articulated in language in systematic ways". For example, institutions such as family,
gender or race have their own particular characteristics and values that differ from one
period of time to another, hence, influencing the ideological view of the world. The
discourses of these institutions are continuously changing when given a linguistic form
in texts, but the institutions themselves as abstract concepts existing outside the text
remain unchangeable. The following explanation given by Kress can indicate in a
clearer manner what Knowles & Malmkjaer could have opted for in their approach to

texts from a linguistic point of view within the domain of institutions:

An explanation for differing modes and forms of speaking can only
be given when we look at [a text] from a linguistic and social
perspective. Then we find that ... speakers share membership in a
particular  social institution, with its practices, its values, its
meanings, its demands, prohibitions, permissions. We also begin
to get an explanation for the kind of language that is being used,
that is the kind of texts that have currency and prominence in that
community, and the forms, contents and functions of those texts
(ibid., emphasis added).

To conclude, themes as part of discourse are not the same as genre. Studying the
historical development of some of the stories produced for children over the past
hundred years from a thematic point of view is the study of discourse - the linguistic
realisation of the themes derived from particular social institutions - and not genre or

institutions. Kress (1985:20) emphasises this point by arguing that in any text:
Discourse carries meanings about the nature of the institution from
which it derives; genre carries meaning about the conventional

social occasions on which texts arise .... both discourse and genre
arise out of the structure and processes of a society.
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The fact that generic features change throughout time is usually applicable to all sorts
of texts and not only to CL. When discussing the genre of poetry in Arabic, for
example, it can be noted that some of the forms produced in the 20th century like
"free verse" were not even known in pre-Islamic or Islamic poetry, so is the matter
with some of the themes discussed. However, this does not mean that when carrying
out a study of the historical development of poetry over a certain period of time,
generic features should be dispensed with altogether. Rather, they should be referred
to to indicate the changes that have taken place in the form, in addition to studying
the themes presented as they are reflected in discourse. So, studying genre on its own
may not be sufficient in Knowles & Malmkjaer's study, nevertheless, it should not

have been downgraded or mixed with other textual categories.

4.5.3.2 Lexical items and the transitivity system

Knowles & Malmkjaer argue that throughout their book "Lexical items were
commented upon where they were seen to act as key signifiers of a moral instruction”
(ibid.:111) reflecting the institutions prominent at a certain point in time. They argue
that the institutions - family, gender, race, friendship and religion - involved in
traditional juvenile fiction of the 19th century were somehow straightforward in the
message they conveyed and seemed to inspire the same moral qualities in texts. Since
the prominence of male heroes is made obvious in almost all stories of this period, the
lexical items used normally emphasise the positive maleness of the hero by providing
both a physical description and a list his moral qualities. For example, in Ballantyne's

The Coral Island:

Jack Martin was a tall, strapping, broad-shouldered youth of
eighteen, with a handsome; good humoured, firm face. He had a
good education, was clever and hearty and lion-like in his action,
but mild and quiet in his disposition.

(1858/1966:11, emphasis added)
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The lexical items of this period also emphasise the role of the father in the family
institution as a figure for teaching morals and inspiring a sense of duty, punishment

and reward in his sons. In Kingston's Peter the Whaler, for example, the father says:

Think, Peter, of the grief and anguish it would cause your poor
mother and me to see you suffer so dreadful a disgrace - to feel
that you merited it. People would point at your sisters, and say.
‘Their brother was a convict!'

(1851/1909, emphasis added)

In their discussion of the system of transitivity with its three types: the material,
mental and relational processes, Knowles & Malmkjaer conduct a comparison of the
way characters have been represented in both periods. They argue that this
comparison is mainly done to reflect the changes in the role of participants in the
world of fiction, their degree of involvement in the text, the circumstances
surrounding them and, most importantly, how all of this have been linguistically
reflected in stories. In other words, differences in characterisation may be accounted
for by looking into how transitivity processes are employed in children's stories. The
authors explain that didactic approach that stemmed from the social norms and
religious virtues existing in society meant that characters, especially in the 19th
century, were portrayed in what was regarded by society as an ideal setting where
certain morals and relationships seemed the appropriate thing to adopt. In most
traditional juvenile fiction of the 19th century, for example, the emphasis was mainly
on physical attributes of characters. This is achieved through the use of relational
processes which involve carriers and attributes. Knowles & Malmkjaer (1996: 112)

quote Wall as saying that in traditional juvenile fiction:

The real reader makes no contact with the mind of a character except
on the most superficial level. Where the story demands feelings of
terror or alarm, or serious thoughts, the narratee feels or thinks them;
but no attempt is ever made to explore, understand, or express how a
person in such a situation might really feel. The adult narrator in fact
merely reports the kind of stereotyped throughout, feeling and
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behaviour which was marketed for the next hundred years as ‘Best
British Boy’(1991:70).

In the 20th century, on the other hand, this situation has changed. CL began to reflect
the array of values that continued to rise and portrayed the good and the bad aspects
instead of just preaching children through literature. This change in the attitudes to
CL also meant that "stereotyping" and "ideal settings" which characterised CL in
earlier stages started to disappear gradually. Knowles & Malmkjaer (1996:153) argue
that in stories such as Nina Bawden's (1973) Carrie’s War, "There is a portrait of a
whole community of people, their oddities and their feuds, seen through the bemused
and only half understanding eyes of childhood (Paton-Walsh 1978:95). So, Carrie as
the main character of the story is not detached anymore from the events, awaiting the
comments of the narrator on the actions represented. Rather, she is presented by
using mental processes which are acts of sensing that involve a Senser who feels,
thinks or sees and an optional phenomenon which is whatever is felt, thought or seen.

Knowles & Malmkjaer explain that Carrie is:

[a] Semser in her attempts to comprehend this community ... mental
processes were central in the reader's identification with and
understanding of Carrie's psychological make-up. We have now what
we called 'credibility of character' integral to this stream of children's
literature (1996:153, emphasis added).

Through the use of verbs of thought, the following examples illustrate Carrie's mental

involvement in the narration :

1. Particular about what, Carrie wondered. But Miss Evans looked
nice; a little like a red squirrel Carrie had once seen.
2. But Mr. Evans didn't fly into the rage she had expected. He
simply looked startled - as ifa worm had just lifted its head and
answered him back, Carrie thought.
3. Carrie thought she quite liked him .... He was like a bear, Carrie
thought: a friendly, silly, strong bear.

(In Knowles & Malmkjaer 1996:117, original emphasis).
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Based on the above discussion, Knowles & Malmkjaer's linguistic study of CL is very
interesting in that it provides some insight into the historical development of CL,
especially 1n relation to the shift in the use of lexical items, characterisation and plots.
In other words, they have tried to examine some of the elements found at the text's
micro-level within their proposed "social institutions" that act as the text's macro-
level. This kind of theoretical division may prove useful for discussing other issues,
such as variation in register in relation to genre and shifts in discourse in relation to
pragmatics when translating English stories into Arabic. So, unlike Stephens' model
which does not refer to the role played by the various micro-linguistic strategies
employed in texts, Knowles & Malmkjaer's study has tried to examine some of these
issues. Their work can, therefore, by treated as a worthwhile contribution to CL from

a linguistic point of view.

4.6 Summary

In this chapter, an attempt has been made to discuss three rather recent studies dealing
with the language of CL in relation to ideology. These studies have tried, in one way
or another, to view certain aspects of children’s stories from a modern text-linguistic

and discursive point of view.

This chapter is relevant to the framework of analysis proposed in chapter 5. This is
mainly because most of the points raised by these studies, whether at the macro- or
micro- levels of the text, will be placed within a set of four parameters relevant for

translating stories from English into Arabic.

104



Chapter Five: a Framework of Textual Analysis.



Chapter Five: A Framework of Textual Analysis

5.1 Introduction

Kress (1985:47) states that,

The task of any writer is first and foremost to understand the demands
of generic form, the effects and meanings of discourses, and the forms
of language in the written mode. The written texts of child learners
everywhere bear the signs of the struggle to meet these demands, and
everywhere bear the signs of their achievement in doing so. The
'stories' written by children in primary school show the evidence of a
growing) understanding and mastery of narrative form, of narrative
episodic structures, of knowledge of the syntax and the words
appropriate to a genre, of formulate and of convention.

Kress’s observations serve to establish that the needs of text production can be
achieved through the producer’s thorough understanding of the components of the
text dealt with in a particular situation. Generally speaking, a text belonging to a
certain genre possesses signals that point to certain structures and textures, which the
producer/translator expects to find when dealing with this specific genre. Hence, to
approach any genre usually requires establishing general categories or parameters to

assist in researching this macro-sign, i.e. a text, from a particular viewpoint.

As was explained earlier, the lack of work on CL in both Arabic and English makes
the task of the researcher in this genre a demanding one on all levels whether

syntactic, discursive or cultural.

The main objective of this chapter is to provide a testing ground for the translation of
CL from English into Arabic. To achieve this, a framework of analysis based on text-
linguistics will be outlined, relying on Nord (1991) and Hatim and Mason (1997). This
framework proposes to identify “clues to an underlying strategy” (Hatim & Mason
1997: vii) which can assist in translating CL. Some of the relevant issues derived from

discourse analysis and translation studies will be incorporated into the framework to
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help identify some of the textual and para-textual elements of relevance in producing
CL. A special focus will also be given to the pictorial level of the text and its role in
the translation process. In other words, this chapter sets out to attempt to provide
answers to the question of what should be taken into consideration when translating
stories for children, especially, when two widely differing cultures are involved, in this
case, Western and Arab cultures. This, in turn, will serve as the foundation upon
which the different textual and structural choices can be made throughout the process
of translation. It will become evident that even within the genre of CL, texts are
heterogeneous in their socio-cultural settings. This heterogeneity - occurring both at
the text’s micro and macro levels - imposes some demands on the process of
translation whereby the traditional approaches to translating texts may no longer

provide all the answers.

At present, no particular theory of translation has been applied to CL other than some
of the notions proposed by the manipulation school of translation (Shavit 1981, Even-
Zohar 1992). This can give the researcher the opportunity of developing an eclectic
approach in dealing with this area of research. In carrying out this task, an attempt
will be made to develop a framework which can help in reducing the element of
subjectivity in translating and, indirectly, assessing the translation of CL. However,
proposing a framework does not mean that all translation problems related to CL are
solved, but it may shed some light on an area that has not been investigated
sufficiently in the past. This, in turn, may fill some of the gaps in CL research that still
exist, and may be useful for investigating the cross-cultural differences between

Arabic and English translated stories.

This chapter is divided into five sections. Following this introduction, in section 5.2,
the relationship between the previous chapter which dealt with some of the recent
studies of CL and the proposed framework of analysis is briefly discussed. In section

5.3, previous studies which dealt with the translation of CL in a number of languages

106



Chapter Five: A Framework of Textual Analysis

are highlighted. In sections 5.4, the main characteristics of the framework are
indicated. In section 5.5, the four components of the framework of analysis are
outlined. Four main categories will be included in this framework: register (section
5.5.1), pragmatics (5.5.2), semiotics (5.5.3), and illustrations (5.5.4). Within
semiotics, three socio-textual categories are discussed: genre (5.5.2.1), text-type

(5.5.2.2) and discourse (5.5.2.3).

In this chapter, the framework of textual analysis will be applied to stories aimed at
the age group of 4-8 years old. However, due to the difference in the degree of
formality between written English and written Arabic, this classification is more
pertinent to English stories than Arabic ones. The former tends to be less formal and
may contain spoken elements whereas the latter allows only the use of modern
standard Arabic when addressing children. This causes a shift in the age group of the
children addressed. Thus, any translated story into Arabic is expected to be read to

and by an older age group than its original counterpart.

Some examples taken from stories written originally in Arabic will also be offered in
this chapter. Since these stories hardly ever specify the age group of the children
addressed, I had to take the liberty of categorising them myself as addressing more or
less the same age group as the translated stories. To do so, I had to compare them to
English stories which appear to share their characteristics, especially in relation to

illustrations and length of the text.

The reason underlying the choice of this age group in particular is that most of the CL
written for teenagers or children above the age of eight do not greatly differ from the
literature produced for adults. So, the sort of problems encountered when dealing
with children of young age tends to be slightly different from the ones in stories aimed
at older children. This is especially true in relation to their linguistic capacities and

world knowledge.
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Specifying an age group will also enable us to examine more closely the various
strategies adopted by authors/translators in structuring their texts when addressing a
particular age. It will also enable us to establish in a clearer manner the difference
between English and Arabic stories in regards to the four components of the
framework, and whether they remain the same or change throughout the process of

translation.

5.2 The relationship between modern studies of CL and the proposed
framework of analysis

The previous chapter discussed three modern studies of CL (Hollindale 1988,
Stephens 1992 and Knowels & Malmkjaer 1996). This discussion will be taken further
in this chapter. It can be noted from these studies that an attempt has been made to
explore some of the recent accounts in critical and applied linguistics and discourse
analysis - such as discourse, genre and ideology - in relation to CL. Although these
studies offer some insights into understanding CL, nonetheless, each focuses only on
one linguistic or discursive aspect of CL texts. Stephens (1992), for example, studied
some of the discursive and narratological factors pertinent for text production, while
Knowles & Malmkjaer (1996) opted for emphasising the role of lexical items. The
latter, also, refers to the importance of the fact that writers for children are not at
complete liberty when it comes to choosing their vocabulary and characterisations in
stories. This is mainly because writers are influenced by the society in which they live

and the nature of the relationship between adults and children.
The attempt at integrating CL into modern text-linguistics has presented a foundation

on which a framework of textual analysis that aims at combining the different issues

discussed by these studies can be developed.
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5.3 Previous studies on the translation of CL

The translation of CL, has been subjected to dichotomies such as free vs. literal
translation, acceptability vs. adequacy or dynamic vs. formal translation. In this
section, the direction some studies have taken on translating CL from English into a

number of languages will be summarised.

1. Some of the views adopted by the source-language oriented school has been
applied to translating CL. This school of translation is based on linguistics and has
long been considered a subdivision of applied linguistics (Snell-Hornby 1988:14).
It advocates equivalence, faithfulness and adequacy to the SL text as suggested by
Nida (1964), Catford (1965), Nida & Taber (1969) and Newmark (1988). These
linguists focus on issues such as formal vs. dynamic equivalence, form vs. content,
formal correspondence vs. textual equivalence. They recommend translation
techniques such as elaboration, explanation, expansion and footnotes without
sufficient reference to the problems facing the translation process as part of a
certain culture, setting and context. The central issue for this school is achieving
equivalence as much as possible between the ST and the TT as an inseparable part

of the translation process.

Klingberg’s (1978, 1986) studies in defence of the source-oriented school throughout
the process of translating English CL into Swedish are prolific (most of his writings
on the translation of CL are in Swedish rather than English). He believes in rendering
the style and the level of linguistic difficulty of the ST unchanged in the TT. He does
not take into consideration the linguistic and literary norms that prevail in CL in the
TL system or even the importance of the difference in the cultural context of both
languages. He (1986:7-8) argues that “the English and Swedish areas are so closely

related that we shall not see any of the difficulties which arise when more distant
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cultures are brought into contact .... most translations of children’s books do come

from closely related cultures.”

Klingberg adopts the point of view that the author of the ST has already gone
through the task of adapting his work to suit and respond to the needs, interests and
reading abilities of the child reader. Thus, the translator ought to attempt to preserve

this “degree of adaptation” in the TT:

As a rule (although not always) children’s literature is produced
with a special regard to the (supposed) interests, needs, reactions,
knowledge, reading ability and so on of the intended readers. An
author’s or a publisher’s considerations and its results are termed
adaptation here. To indicate the degree to which a text is adapted
to the intended readers the term degree of adaptation will be used.
The concept is of interest in the study of translations, since it may
be thought fitting that the degree of adaptation of the source text
is maintained in the target text (Klingberg 1986:11).

This view suggests that since the translator’s aim is to achieve high linguistic
acceptability in the TT, then his choices and decisions are bound to conform to the
norms of the SL which the writer of the original text has chosen to adopt. However,
achieving equivalence in the case of English and Swedish languages may be easier,
even if not always possible, than when dealing with languages that are culturally and
linguistically remote such as Arabic and English. The linguistic norms and the
audience’s expectations pertaining to, for example, the appropriate stylistic level for
children’s books often differ across cultures. In Arabic one may opt for writing
children’s books in a high literary style with the explicit aim of enhancing children’s
linguistic abilities. Whereas in other cultures, children are presented with a text that
employs easy, accessible everyday language in order to minimise as much as possible

the difficulty of reading.
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Some studies on translating CL from English into Arabic concentrated on the

linguistic failures in the TL at the level of syntax and the lexicon. An example of this
is Zitawi’s (1995) MA thesis in which she deals with the translation from English into
Arabic of five dubbed children’s animated pictures. This thesis focuses on one

particular aspect: the translators’ failure to comprehend fully some of the ST textual
elements which leads to loss of meaning, incorrect gender inflections or errors in
rendering the translation of some lexical items and grammatical structures in the TL.
It can be argued that Zitawi is applying a SL oriented approach to specific textual
elements in the TT. This is not intended as a criticism of this author since her scope
excludes, by design rather than accident, the other cultural and ideological contexts of

the two languages involved in dubbed programmes.

2. Some of the views adopted by the Manipulation school which is target-language
oriented have been applied to the translation of CL. This school of translation was
born out of studies that rejected the SL oriented approach. Hermans (1985:9)
explains that “From the point of view of the target literature, all translation implies
a degree of manipulation of the source text for a certain purpose.” Proponents of
this tradition differ from the previous approach in that they do not argue for
“intended equivalence but admitted manipulation.” (Snell-Hornby 1988:23) and in
basing their work on comparative literature. Their sole focus is on literary
translation. They also claim that linguistics does not play a significant role in their

approach:

Linguistics has undoubtedly benefited our understanding of
translation as far as the treatment of unmarked, non-literary texts is
concerned. But as it proved too restricted in scope to be of much
use to literary studies generally - witness the frantic attempts in
recent years to construct a text linguistics - and unable to deal with
the manifold complexities of literary works, it became obvious that
it could not serve as a proper basis for the study of literary
translation either (Hermans 1985:10).
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Some of the researchers who adopt the target-oriented approach concerning the
translation of English CL into Hebrew are Toury (1980), Ben-Ari (1992), Even-Zohar
(1992) and Shavit (1981, 1986); English CL into Finnish is Puurtinen (1989, 1994),
and English CL into Arabic Azeriah (1994). These researchers base their work on the
dichotomy of acceptability vs. adequacy as introduced by Toury (1980). Acceptability
to the TL system is seen as more important than faithfulness (adequacy) to the source
system. This is the result of the peripheral position occupied by CL in the TL
polysystem which gives the producer more freedom in manipulating the source text
“in order to make it compatible with the requirements set by the recipient literary
system” (Puurtinen 1994:84). Snell-Hornby (1988:25) explains that for the
proponents of the manipulation school “any text is to be accepted as a translation of
another text if it is declared as such, and is hence to be treated by the scholar as an

accepted part of the literary system”

The point to be made regarding this method of translation is that, even if texts are
manipulated or modified to fit into another host culture, they are still part of a certain
cultural context. The translated text cannot be deprived ofits original world. This
means that the different degrees of foreignness normally associated with some
translated texts remain. So, defining “acceptability” to the target culture as a criterion
for judgement is rather vague because what might be acceptable can still be foreign

for a TL reader.

3. One of the better contributions to the translation of CL is offered by Oittinen who
wrote extensively about the translation of English CL into Finnish (1989, 1990,
1993, 1993a). She recognises the fact that the world of the translator is different
from the world of the author and the TL reader, hence, texts should always be
treated as part of a situation (“text in situation”), as argued by Snell-Hornby
(1988), and not be subjected to the dichotomies resulting from the source and

target language oriented approaches. She (1990:48) also recognises the importance
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of the relationship existing between text and illustrations in translating CL to which
other scholars such as Klingberg (1978, 1986) and Shavit (1986) did not pay much

attention. She explains that the interrelation between text and illustrations:

enriches and complicates the reader’s interpretation of the characters
and events in a book. Illustrations always affect the reader’s response in
one way or another. Unconsciously, they often both free and capture
the dialogics [of the text] (1990: 41-42).

Her approach to the translation of CL is based on the following statement:

Translating for the child always means interacting with the child,
listening and responding. The best way to respect the child and
children’s literature is to give new life to texts, to create
translations that live and breathe while being read, whether being
read aloud or by the child itself (1989: 35).

Throughout her work, Oittinen gives a new meaning to the concept of adaptation in
translating CL that is similar to Nord’s (1991a, 1991b) concept of “loyalty”. She
differentiates between adaptation in its traditional senses, as employed by the source
and target oriented schools, and translation as a reflection of loyalty to both the ST
and TT. Adaptation for her does not mean adapting by rendering whatever presented
in the ST unchanged in the TT like Klingberg’s, nor does it mean adapting the
translated text according to the demands of the literary polysystem existing in the TT
like Shavit’s. She argues that Klingberg and Shavit have written about adaptation in
CL by “[focusing] their arguments on the “given,” without regard for the “created”
(1993: 96). So, to move away from the dichotomies of fidelity vs. liberty and
adequacy vs. acceptability in the translation of CL, she adopts the concept of “loyalty”
on the basis of which adaptation should take place. In the abstract to her thesis,

Oittinen explains that,

As a whole, I find fidelity a misleading concept: translators are
rather loyal (see Nord) than faithful to the various participants
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involved in the dialogue of translation. And while being loyal to
the target-language readers, the translator is not at all disloyal to
the author of the original, but the other way around: when
books are willingly read by target-language readers, the
children, they learn to love the original author, too ...
Adaptation is an issue of fidelity and equivalence. Adaptations
are usually understood as totally different, less in value, than
their originals - “original” originals and so- called full
translations. Yet it is rather a matter of degree than opposition.
If we understand translation as an event in a certain situation,
for some special purpose and function (Hans J. Vermeer), we
can say that all translation involves adaptation and
transformation (ibid.).

Her studies contain many issues that are pertinent to the production and translation of
CL. She discusses the dialogic nature of CL. She recognises that the translator
interacts with the reader, the original author and with himself when dealing with CL
and that there is constant interaction between the text and illustrations. She also
recognises that translated texts do not only reflect original texts but also “the
translator’s image of the child. A translation always reflects the translator’s reading
experience” (1989:30). She discusses the issue of the readability of the text as derived
from the entire situation of reading/producing/translating a particular story (ibid.:31).

Readability means,

that the text should sound and feel good on the adult’s tongue. This is a
very difficult subject to study, for the “readability of the text” is
determined not only by the “text” in the abstract, but by the reader’s
entire situation ... It would make more sense to speak of the
“readability of the reading situation. We are always in some kind of a
situation. As Stanley Fish says, “A sentence is never not in a context.
We are never not in a situation” [Fish 1980:281].

She (1993a:332) explains that to provide a better understanding of stories, the

translator should also go beyond the surface of the text and realise that readers are not

a homogeneous group. They have different backgrounds, different
educations, they come from different cultures and different parts of the
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world, in other words, they belong to different interpretive
communities.

It may be argued that although the basis of Oittinen studies can be considered a good
starting point to which a more detailed analysis of texts can be carried out, there is no
specific textual methodology suggested for the translation of CL. She does not carry
out any textual analysis throughout her work. She does not explain how to deal with
“text in situation” throughout the process of translation itself despite the fact that
Nord (1991a) has proposed a model of textual analysis based on the concept of

loyalty as derived from situation.

Oittinen deals with the translation of CL between two languages that are not
impossibly far apart culturally and linguistically, i.e. English and Finnish. However,
some of her views can also be applied to the translation of English CL into Arabic.
The ideas presented in her work, especially in relation to social situation, will be
incorporated into my framework of textual analysis in an attempt to fill some of the
gaps in the understanding of the components constituting a children’s story, especially
when attempting to render it in another culture. The basis of Oittinen’s research on
CL is promising, hence, incorporating it within a text-linguistic foundation may give

more insight into how a children’s story in a particular context can be approached.

To sum up, each of the above studies seems to concentrate on particular textual
aspects such as the degree of correctness or incorrectness achieved in translated texts;
creating a translated story that corresponds as much as possible to the ST, creating a
translated story that corresponds as much as possible to the norms prevalent in the
target polysystem; or treating texts as part of contexts and situations. It seems that
each one of these studies tries to offer some sort of contribution to the understanding
of translated children’s fiction. In spite of the differences between them, they are

nevertheless connected in some respects. Each hopes to present what is intended to be
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a successful story in the target culture from a particular point of view. Yet, there
appears to be something missing in each of these studies, namely, before making any
judgements on how a particular text isto be translated, we need to understand the
components of that text according to which, in turn, the different methods of
translation can be applied. This may be especially the case when two differing

languages, like Arabic and English, are involved in the process of translation.

5.4 The main characteristics of the framework of textual analysis

In the previous section, a review of some of the studies on the translation of CL has
demonstrated the need for a framework of textual analysis for understanding the
translation process. A framework of this type aims at incorporating some of the
textual, semiotic and pragmatic aspects of stories to determine how the different
textual and para-textual elements of a ST may be analysed and rendered in the TL

system. This framework has the characteristics outlined below.

1. It will help in establish a connection between the external aspects and cultural facts
surrounding the production of text and the internal relations within the text
throughout the process of translation. This means that the different textual and
cultural aspects of both the SL and TL can be viewed at the micro- and macro-

levels of the text, allowing for an equal consideration of the languages involved.

2. It will cater for the fluctuations within the context of the same genre, thus, enabling
us to identify how texts or elements within the same text can sometimes require
different methods of translation. Some of the textual aspects of the ST may require
modifications in the TT while others may not. This, of course, depends on the role
of these aspects and how cultural and textual specific they are in a particular

context. This means that the proposed framework tries to present a dynamic
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approach rather than a static one in dealing with translating texts, or to use Snell-
Hornby’s (1988) words, prescription vs. prototype. A prescription is an instruction
which states what must ideally happen or be done in a particular situation. This
method deals with translated texts in a rather static manner by applying to the ST
norms recognised to be appropriate in translating these genres. It is like arguing
that each genre requires a specific method of translation without due attention to
variations within the same genre. This can be seen especially in the approaches
adopted by House (1981) and Newmark (1988) which are genre-based. Whereas
being dynamic in approaching texts means adopting the concept of the prototype,
that is, the first basic model for which all things of the same type are assimilated.
This basic model contains many elements that may differ in their degree of
occurrence from one text to another within the same genre. There may even be
differences within the same text and this entails translating them differently into the

target culture.

It takes the recent models in translation further by focusing on CL only as a
literary genre. Snell-Hornby (1988) proposed an integrated approach to
translation, Nord (1991) proposed a looping model of translation, and Hatim &
Mason (1997) proposed a communicative model of translation. Each of these
models call for the applicability of one theoretical model of textual analysis to all
kinds of translated texts including interpreting. This means that all texts could be
traced back to one model. Snell-Hornby (1988), Nord (1991), Hatim (1997) and
Hatim & Mason (1990, 1997) all dealt with concept of scopos as a determiner of
message construction throughout translation and according to which they
proposed different textual categories for approaching source and target texts.
Nord (1991:24) explains that “In a functional view of translation, equivalence
between source text and target text is regarded as being subordinate to all possible

EERY]

scopos and not as a principle that is valid “once and for all””. The scopos theory

takes into consideration the fact that “In any translation ... at least one element is
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different every time, and that is the recipient. Even if the TT recipient were the
very image of the ST recipient in sex, age, education, social background, etc.,
there would be one “small” difference, namely that they are bound into different
linguistic and cultural communities” (ibid.). Snell-Hornby (1988:44) argues the
same point by stating that “[a] translation is ... dependent on its function as a text
“implanted” in the target culture, whereby there is the alternative of either
preserving the original function of the source text in its own culture or of

changing the function to adapt to specified needs in the target culture.”

These models deal with different kinds of translated and interpreted texts by
proposing general textual categories for the analysis of translated texts. In the present
research, the focus will be on the translation of CL in particular. An attempt will be
made to determine how the main different textual categories proposed by these
models will be deployed in a manner directly related to CL. Nord (1991), for example,
proposes categories such as text-function, text-type, subject matter and motive for
which Hatim & Mason (1997) used different terminology to describe the same

concepts such as text-type, genre, field of discourse and intention, respectively.

4. It incorporates into the translation process an important aspect of children's

stories, that 1s, illustrations or the pictorial level of the text.

5.5 The components of the framework of textual analysis

The framework consists of a set of four parameters derived from various disciplines
involved in CL production (register, pragmatics, semiotics and illustrations) These
parameters are not conceived as separate from each other. There is a connection
between register and the pragmatic (user’s macro- and micro-intentions) and semiotic

dimensions of the text. The latter dimension has to do with the ways signs - at the
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macro and micro level of the text - interact with each other within a particular socio-
cultural setting. Macro-signs involve issues such as genre, discourse and text-type
whereas micro-signs involve issues such as lexical items and grammatical structures.
In other words, three contextual dimensions can be distinguished: who is speaking to
whom (register), for what purpose (pragmatics) and through which socio-cultural
signs (semiotics). In addition to these three dimensions, another dimension is also to
be included in the framework for having a direct influence on CL

production/translation, namely, illustrations.

Each of the coming sections of this chapter will be concerned with outlining the basic

features of each component and its role in translating stories.

5.5.1 Register

Register is the first component of the framework with which the translator starts in
analysing a children’s story. Its three levels of field, mode and tenor describe the
language used in a particular context of utterance. These levels were discussed in
detail in chapter 3 where the notion of diglossia was integrated into the analysis of
register. I had to rely on register to provide a systematic way to account for both the
diglossic nature of the Arabic language and CL as part of the literary polysystem.
Diglossia is a highly problematic issue. It causes Arab writers to adhere to some
stylistic preferences. These preferences may represent the attitudes held in connection
with CL and its readers, especially in relation to issues of literariness and didacticism

associated with Arabic CL.
Register constitutes a good starting point for approaching texts from a general
perspective. However, more supplementary categories are needed to provide a more

in depth analysis of the surface linguistic structure of texts and the deeply inherent
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aspects of language such as society, culture and intention. These are dealt with by the

other components of the framework.

To illustrate the notion of register and introduce other linguistic categories, English
and Arabic examples taken from different stories in their original language with a
published translated version, when available, will be analysed in this section. Tenor or
the degree of formality which influences both mode and field of discourse will be
discussed in relation to the literary style used in each text, i.e. simplicity and
complexity of structure, and not in relation to the spoken/written varieties of language
existing in Arabic and English. This is mainly because the systems of Arabic and
English possess different scales of formality that are not really comparable. While
written standard English incorporates elements of the spoken language, modern
standard Arabic on the whole does not. This stems from the diglossic nature of the
Arabic language where the vernacular is viewed as a low variety of language use
confined only to spoken everyday life unlike the high variety used in written texts.
This means that Arabic texts which employ varieties of modern standard Arabic, i.e.
all structural choices are made within the confines of the standard, are always more
formal than English texts which can use standard, slang or colloquial varieties.
Formality, thus, will not be viewed from the perspective of the scales of formality
existing in Arabic and English, but rather in terms of the complexity of the literary

style used as a result of adopting certain lexical items and grammatical structures.

Although in most of the stories written originally in Arabic or translated from English
into Arabic, there is no indication of the age group of the children addressed, it is
reasonable to assume that Arabic translated stories are aimed at approximately the
same age group as the original English texts. However, the examples cited in this
section will indicate that there is always an upward shift in the age group of the
audience intended as a result of using modern standard Arabic regardless of its

complexity. This means that even if the degree of formality between source English
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texts and target Arabic texts is the same, there is always a slight difference in the

mode of discourse.

The following are the examples analysed in this section:

1. Arabic text:
it 3 3myy S Ammen 1 Ly o a0 0 i s DS o0
Adad S e g sans o jal al ) g lall ase
odle 5 alla

Back-translation:

But a sharp disagreement ensued between the two men to which
no solution was found. After a long infertile discussion, Zahir
succumbed to the wishes of his master and returned disappointed
to his tent.

English text:
Despite this, however, one day a fierce and violent quarrel broke
out between the two men. The quarrel remained unsettled and,
seeing that no solution was in sight, Zahir gave way to his chief
and returned to his tent.

Khaled and Aida.

Field: a text about tribal life in Arabia.

Tenor: the ST is very formal. An advanced literary style of modern standard Arabic is
employed. This style is reflected in the use of complex grammatical structures such as
S 4as ) lasy 2T (no solution was found) and the use of lexical items such as
“id” (broke out), “aic” (infertile), “gLail” (succumbed to), “lws” (disappointed).
The TT which employs standard English is less formal in terms of literary style.
Lexical items such as “fierce and violent”, “broke out” and “unsettled” are more likely
to be accessible to young English-speaking readers than the ones used in the ST.
Lexical items such as “asc” (infertile) and “l4..<” (disappointed) are omitted from the
English text.

Mode: both ST and TT are written to be read by an adult to the child or by the child
himself. The age group of the children addressed is not specified in either texts.
However, due to the difference in the degree of formality used in each text, it may be
argued that the TT can be read by and to children of younger age than the original
ST.

2. Arabic text:
4l cdge 8 ol ) cdalaly dien ) padaey o oty dilas alll o pan
e IS ) e of ddaalll sda B ) i ¢ A

LOYGaall 5 ddaigl)
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Back-translation:

“It seems that Allah to whom be ascribed all majesty, in his great
goodness and mercy, must have realised that I had been punished
enough and just this very moment returned me to my human form.

English text:

'l suppose,' said the trickster in conclusion, 'that Allah, in his great

goodness and mercy, must have decided that I had been punished

enough and just this very moment returned me to my human form.
The Simpleton and the Trickster.

Field: a literary text with religious undertones.

Tenor: the ST is very formal. An advanced literary style containing Qur’anic elements
within the context of modern standard Arabic is used. This is reflected in the use of
literary lexical items such as “sls " (realised) and the excessive use of religious
expressions such as “ Jsiy 4ilaws 4l (Allah to whom be ascribed all perfection and
majesty) and “4dhl; 4ties ) anlix” (in his great goodness and mercy). The TT which
employs standard English is less formal in terms of literary style. Most of the lexical
items used are likely to be within the English child’s lexicon. The Arabic religious
discourse is manifested in the word “Allah” and the expression “in his great goodness
and mercy” in the TT.

Mode: the age group of the children addressed is not specified in either texts.
However, due to the difference in the degree of formality, it may be argued that the
TT can be read by and to children of younger age than the original ST.

3. English text:
Lilly dreamt about the whales. In her dreams she saw them, as
large as mountains and bluer than the sky. In her dreams she heard
them singing, their voices like the wind. In her dreams they leapt
from the water and called her name.
The Whales’ Song.

Arabic text:

ClS L JLallS dagie Lalia 8 Ll ) Lleals 3 sl W ) L g o
sl el & s ol aer R e aal 355 Winans s slandl 0 48,5 S
Ol Al

Field: a literary text about a young girl’s experience with whales.

Tenor: both the ST and the TT have the same degree of formality. The ST uses simple
grammatical structures and lexical items of standard English and the TT also uses
simple grammatical structures and lexical items of modern standard Arabic.

Mode: the ST can be read to children of 4 years old, and read by children of 8 years
old and above. Due to the use of modern standard Arabic, the TT can be read to and
by children of relatively older age than the ST (8 years and above).
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4. English text:

Once upon a time, in a kingdom far away, there lived a handsome

young prince. The time had come for him to find a princess to marry.
The Princess and the Pea.

Arabic text:
e ond x5 o o s sl Lasie ¢l e a8 S A Say
s 5l 0585
Jsill Aum g5 eVl

Back-translation:

Once upon a time there was a prince. When he became a young man
he wanted to marry a princess on condition that she was a real
princess.

Field: a literary text about a prince’s quest for a real princess.

Tenor: both the ST and the TT have the same degree of formality. The ST employs a
level of standard English suitable for the age group of the children addressed. Short
sentences and simple lexical items are used. The TT also employs simple lexical items
and short grammatical sentences of modern standard Arabic.

Mode: both ST and TT are written to be read by an adult to the child or by the child
himself. Due to the use of modern standard Arabic, the TT can be read to and by
children of relatively older age (6 years old and above) than the ST.

5. English text:

“Like this!” says Will.

“Hmm,” says the barber.

Then he begins to cut.

He cuts and combs and cuts ...
and combs and cuts and sprays.

Will Gets a Haircut.
Arabic text:
I
all Gy
Loalll b 3l faw s
Lualy s diag s Galy 4
Sy palyg halayg.
.3_)!.-:: uas_.} At v

Field: a literary text about a small boy called Will going to the barber.

Tenor: both the ST and the TT have the same degree of formality. Short sentences
and simple lexical items suitable for pre-school children are used in the ST. Simple
lexical items and short grammatical sentences of modern standard Arabic are also
used in the TT. The translator also uses “al I instead of “iua”. The former is more
likely to occur in spoken Arabic than the latter.

Mode: both ST and TT are written to be read by an adult to the child. The ST 1s
aimed at pre-school children (4-5 years old) whereas the TT can be read only to
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children of relatively older age (6-8 years old). The latter is unlikely to be understood
by pre-school children in the Arab world.

6. English text:
Big hand at twelve, little hand at seven. Seven O'clock! For a
moment or two, being a wee bit drowsy, she couldn't remember why
she had to be up so early. Then it came to her in a flash.
Today was her first day at school

Maisie Goes to School.

Field: a literary text about Maisie’s first day at school.

Tenor: this text is informal. The informality is reflected in the use of lexical items
taken from the Scottish dialect such as “a wee bit”, the use of contracted forms such
as “couldn’t” instead of “could not”, and the absence of verbs in sentences such as
“Big hand at twelve, little hand at seven” instead of “Big hand was at twelve, little
hand was at seven” usually used in standard English.

Mode: written to be read by an adult to the child or by the child himself (4-8 years
old).

7. English text:
Sometimes it was rainy in the rainforest, and Pedro the parrot
sheltered in the tree house, and played with Maisie. She taught him
songs and how to dance the Samba, like the cats in RIO.
"Do you know any Scottie Birdies?" asked Pedro.
"Oh yes," said Maisie. "Mrs. Mckitty has a budgie called Billy. He
can talk Pan Loaf? ... and Miss Gingersnapp has a little yellow bird
who sing songs to me. He's called Sean Canary, after a famous film
star!"

Maisie in the Rainforest.

Field: a literary text dealing with an essential environmental issue, namely,
rainforests.

Tenor: this text is informal. The informality is reflected in the use of simple
grammatical and lexical items. This text also contains informal spoken elements such
as "Scottie Birdies" and the use of contracted forms "he's".

Mode: written to be read by an adult to the child or by the child himself (4-8 years
old).

8. English text:
Dog was playing on his own.
"Hey, Penguin," Dog called. "Let's kick Teddy."
Pig smiled a revolting smile.
"Why?" Girl asked.
"Because he's furry," Penguin said.
"BULLY," Girl said.
Bully.

Field: an interactive literary text between animals and human beings.
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Tenor: this text is informal. The characters are given their generic names such as
“Dog”, “Teddy” and “Girl” instead of individual names, the sentences are short,
contracted forms such as “let’s” instead of “let us” and “he’s” instead of “he is” and
vernacular expressions using school yard discourse such as “Hey” and “let’s kick™ are
employed.

Mode: this story is directed at 6-year-olds. Written to be read by an adult to the child
or by the child himself.

9. Arabic text:
"dlia cuale U ccull ) e dial ol ccadd W sl A Jaadl 2
) TINT ol el s
tJie saal 5 Al 3 jle ol Al 4l J s olia aand Al Y deall Gl
" 13 5 Gl e ol sie il ol S
gl Al gl g Jaall

Back-translation:
The camel nodded and said, “I am sorry, I cannot take you home
with me. I am angry at you”
The boy asked surprisingly: “why?”
The Camel said: “because, all day long, I have not heard from you a
single polite word or sentence like: thank you, sorry, please.”

(The Camel and the Small boy)

Field: a literary text using animals to convey moral messages.

Tenor: this text can be considered informal in terms of literary style. It employs simple
lexical items and grammatical structures of modern standard Arabic.

Mode: written to be read by an adult to the child or by the child himself. The age
group of the children addressed is not specified.

10. Arabic text:
eld 30 Al all e
$ w13k S5 55 1ika
s p 13la

Back-translation:
Blue butter fly? Blue butter fly?
What do you see?
What do you see?
I 5ee .
(What Do you See?)

Field: an interactive literary text.

Tenor: this text is informal in terms of literary style. It employs simple grammatical
structures of modern standard Arabic, reflected mainly in the repetition of “¢ (5 13"
and “ ... S

Mode: written to be read by an adult to the child or by the child himself. The age
group of the children addressed is not specified.
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11. Arabic text:
S ool YL Rl AU Ll i o g0 8 cas
C_); _gi uam Ja';-i,
$0a) On gie Jany oo Cpal 4Dy L. Lok
.II_‘A_'.\LG :\l‘;.a“ AEJJMLJ;S

Back-translation:
The robbery was carried out without opening any door or window
in the warehouse ... I don’t know how the thief entered or left.
Is there a security guard?
Of course ... but heis a very honest man ... he has been working
with me for a long time.

(Stolen Antiques, Maajid Magazine)

Field: a literary text about a detective investigation.

Tenor: this text is informal in terms of literary style. It employs simple lexical items
and grammatical structures of modern standard Arabic.

Mode: written to be read by the child. The age group of the children addressed is not
indicated. This magazine is aimed at 8 year olds and above.

Having analysed these examples, it becomes evident that register differs, in some
respects, between stories written in English or translated from Arabic into English and
those written in Arabic or translated from English into Arabic. Register describes in a
general manner the language used in each story, so that, some of the above texts, if
analysed only according to field, mode and tenor, appear to share the same register
with minor differences as a result of the subject dealt with in each case or the degree
of formality involved. In this connection, it may be pointed out that the items of the
following sets of examples share the same register as follows: (a) 1 and 2; (b) 3, 4 and

5;(c) 6, 7and 8 and (d) 9, 10 and 11 have the same register.

It may be argued, therefore, that due to these similarities, the above stories are more
or less the same and that production/translation techniques should not differ.
However, this is not the case. Each story belongs to a particular cultural context and
deals with a certain social topic, written and illustrated in a specific manner to reflect a

particular intention. Examples 1 and 2 are taken from stories that appeared originally
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in Arabic and later translated into English. They reflect events taking place in Arabia
in medieval times. Examples 3, 4 and 5 are taken from stories written originally in
English and later translated into Arabic. Example 3 raises a contemporary
environmental issue concerning the protection of whales, example 4 is a fairy-tale and
example 5 talks about a school boy having a haircut. Example 6 and 7 are taken from
stories written in English. In the former, the events take place in Edinburgh, and in the
latter, the events take place in Africa but mainly with Scottish characters. Example 8
is taken from a story written in English and reflecting a playground discourse.
Example 9, 10 and 11 are taken from stories written in Arabic. In the first story, the
events take place in a rural area of the Arab world. In the second story, there does not
seem to be any spatio-temporal dimension specified. In the third story, the events take

place in an Arab city.

The variation in the cultural context of stories means that a more specific level of
analysis than register is needed for a better understanding of how to translate
children's stories into another language. Field can be supported by an analysis of genre
(conventional social occasion), tenor can be explained by an analysis of discourse (the
linguistic realisation of ideology and its implications for the audience in the ST and
TT) and mode can be supported by an analysis of text-type (rhetorical purpose of the
text). These socio-textual categories may explain the texture of the translated story,
the way it is connected together and why. The role of pragmatics (intention), its
relation to illustrations (pictorial level) and the rest of the text’s components are also

important for translating CL.

Broadly speaking, placing the above stories within these categories enables us to

understand issues such as:

1. texts 1 and 2 differ from 3 in the cultural setting of the events. This difference

influences the genre (historical picture-books as opposed to educational picture
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book) and the pragmatic dimension of each story (the first two deal with love and
the stupidity of a poor man, respectively, whereas the third story deals with
protecting sea life). The cultural difference also influences the role of illustrations
in each story. In the first two stories, a specific point in history is portrayed in the
illustrations which differs greatly from contemporary time and its modes of
dressing and living portrayed in the third story;

2. texts 3 and 4 share the same register, yet differ in genre (educational picture books
as opposed to a fairy-tale) and the pragmatic dimension of each story (protecting
whales as opposed to searching for a princess);

3. texts 3, 4 and 5 share more or less the same register, yet differ in the role played by
illustrations in each story. In text 5, the illustrations are very important in that the
story cannot be read without a continuos reference to the illustrations.

4. texts 6 and 7 share the same register and genre, yet differ in their pragmatic
dimension (first day at school as opposed to saving rainforests);

4. texts 7 and 8 share the same register, yet differ in the pragmatic dimension (saving
rainforests as opposed to warning children against bullying);

5. texts 9, 10, 11 share the same register, yet, differ in genre (an educational picture-
book, an interactive picture-book and a speech bubble, respectively). They also

differ in the role of illustrations and the pragmatic dimension of each story.

Differences between these texts result in differences in the discursive and textual

aspects of stories.

5.5.2 Pragmatics

Pragmatics is the study of the purposes for which sentences are
used, of the real world conditions under which a sentence may be
appropriately used as an utterance (Stalnaker 1972:380).
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Pragmatics treats utterances as actions capable of achieving motivated effects. It is the
second contextual dimension of texts in the framework of analysis proposed in this
chapter. Pragmatics sets out to provide answers to the question of what the

purpose/intention behind the text produced is.

Within the context of production, writers and speakers structure their texts and
utterances using certain discursive practices to impress upon the speaker a certain
opinion, argument or effect. Thus, the study of pragmatics is an indispensable aspect
of the semiotic dimension of texts and the translation process. Leech (1983) defines it
as “the study of how utterances have meanings in situations” (x) or “how language is
used in communication” (1). Pragmatics does not merely tackle the meaning of the
utterance/sentence and the situation it was expressed in, but also the intention of the
speaker/writer. It seeks to explain the relation between language and context in which

the utterance takes place. Hatim & Mason (1997:19) explain that,

Text users have intentions and, in order to indicate whether a text
is of this or that type, or whether a given text element invokes this
or that socio-cultural concept, a text producer will engage with
another textual criterion, known as intentionality. Taken out of
context, a particular sequence of sounds, words, sentences is often
neutral as to its intertextual potential. Intended meaning
materializes only when pragmatic considerations are brought to
bear on what the text producer does with words and what is hoped
the text receiver accepts (original emphasis).

Nord (1991:48) also comments on the same point:

The intention of the sender is of special importance to the
translator because it determines the structuring of the text with
regard to content (subject matter, choice of informative details)
and form (e.g. composition, stylistic-rhetorical characteristics,
quotations, use of non-verbal elements, etc.).
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Broadly speaking, within the domain of CL, there is a tendency to focus on texts as
means for entertainment and/or didacticism. This general purpose/intention seems to
be applicable to most stories and has been considered one of the main features that
predominates in works for children. Entertainment is purposeful in CL because it
helps engage children and keep them attentive while putting across a set of other
messages depending on the story at hand. In Cinderella, for example, the characters
and events are generally thought to be very attractive for children of almost all
cultures. This is thought to derive from its entertainment value. It is also thought to
derive from the fact that it treats a set of values of non-cultural significance. These
values include the importance of love, the horrors of jealousy, the stereotyping of the

step-mother and step-sisters.

Another important example is Little Red Riding Hood. Shavit (1981) has discussed
the different stages of development this fairy-tale has gone through. There seems to
be an implicit intention behind its production in each period of history. These changes
in intention reflect differences in the implied readers addressed at each stage and
differences in the social beliefs and conventions of those readers. When it was first
published by Perrault in 1697, this fairy-tale was rather ambiguous. It seemed to
address children, whereas in reality it also had adults as unofficial readers. Its main
intention then was to draw the attention to how some gentlemen in society abuse

young girls (Shavit 1981: 26-36)

The theme of gentlemen who take advantage of little country girls is
heightened by the story's erotic elements in the representation of the
child: her beauty, the red color as her symbol, and of course the bed
scene ... These strong erotic elements contribute to understanding the
text as a story about a girl seduced by a gentleman rather than as a story
about a little girl devoured by a wolf.

In the Brothers Grimm’s versions which appeared in the 19th century, this fairy tale

was made to address children only. Grimm offered two different endings which
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deviate from Perrault’s. In one of Grimm’s versions, the child and the grandmother
are both devoured by the wolf but are rescued after the wolf'is killed. In the other
version, the wolf dies without anybody being hurt. Shavit explains (1981:64) that it
may have been the changes in the way children and childhood were perceived which
led to the changes in this fairy-tale. The educational system, treating the child as pure
and naive, and recognising that he should be instructed through literature could have
been the reason behind Grimm’s adopting a happy ending. Shavit comments on this

point:

The changed ending altered the meaning and the moral of the text.
Unlike the child in Perrault's version, the child of Grimm's version is
given a chance to learn the lesson, and apparently does so. Unlike the
moral of Perrault which addresses gentlemen, Grimm's emphasis is not
on the wolf, the "gentleman," but rather on the child and the moral
lesson she must learn. These differences in emphasis are probably also
the reason for the total deletion of the erotic scene in the Grimm
version (ibid.).

The intention or pragmatic dimension of this fairy-tale was influenced by societal
changes. The latter in Perrault’s case demanded that Little Red Riding Hood be
punished for being naive, whereas in Grimm’s case it conveyed the message that as
long as she followed adults’ instructions she would be saved. However, in both cases,

the fairy-tale had didactic undertones.

Pragmatics in CL can be divided into two parts: macro-intention and micro-intention.
Macro-intention is the purpose behind the whole body of the story. It is the interplay
between the various aspects of the text starting with the names of the characters
(sometimes), the illustrations, the micro-signs, the theme, register and even text-type.
In the Whales’ Song, translated into Arabic as “ il 4.l the macro-intention is the
importance of saving whales. In “sale s MW7, translated into English as Khaled and
Aida, the macro-intention is equality between men and women. In Bully, the macro-

intention is to demonstrate the horrors of bullying. In Maisie in the Rainforest, the
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macro-intention is to stress the importance of preserving the rainforests. In “S¢ 5 13"
(What do you See?) the macro-intention is to introduce children of young age to
different kinds of animals. Macro-intention could thus be recognised as the message

the reader is either consciously or subconsciously envisaged to derive from the story.

Micro-intention is the set of purposes relayed by the smaller units of the text. Unlike
macro-intention that involves whole texts, micro-intentions are merely the messages
conveyed by the various micro-signs of the story be they words, illustrations, names
of characters or places. The protagonist’s name “Scrooge” in Charles Dickens’

Christmas Carol, for example, is an illustration of employing characters’ names to
reflect aspects of their personality which play a major role in the overall context of the

story. In this case, the word “scrooge” reflects a personal trait, namely, stinginess.

In Maisie Goes to School, the author portrays Maisie as a kitten living in
Morningside, an area in Edinburgh. The choice of this area in itself can be considered
as having several social dimensions or intentions; it seems to portray a middle-class
family. This in turn has many implications for the story starting with the choice of
school Maisie attends, the standard of living she enjoys and the close and secure
relationship she has with her Grandmother. All these seem to be stereotypical of a
middle class family. In addition to that, the choice of newspaper Maisie and her fellow
pupils appear “Evening Mews”, is also another micro-sign that adds to the overall
setting of the story. The name of this newspaper is derived from the local “Evening
News” newspaper in Edinburgh. These examples may appear on the surface to be
negligible aspects of the story, yet put together they serve as signs that convey certain
micro-intentions or messages throughout the body of the text. They construct a view
of Maisie’s world which is limited to children who reside in a certain area, attend a
certain type of schools and read certain newspapers. The author’s choices did not
come at random. They are the product of deliberate consideration that aims at

creating a particular social setting.
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Taariq is a young boy who plays the leading role in Juld (3 s <l jelae dlls a
collection of Arabic short stories that incorporate several modern occurrences. Each
story revolves around a main theme (macro-intention) devised with the purpose of
teaching the young audience certain values or warning them against the risks of
particular actions. The stories also reveal elements that could be categorised under the
heading micro-intention.

In “@ a0 4c 37 (The Valley of Peaches), Taariq embarks on a trip with his parents
where the family stops near a peach plantation on their way. The visitors are offered
peaches and while they stand talking to the owner who refused to charge them for the
peaches, a pair of strong cockerels fight over a peach that had fallen off a tree. During

the fight, a third giant cockerel appears and eats the peach.

The story's macro-intention lies in teaching the readers the infertility of arguments to
resolve disputes and how it weakens the position of the fighting parties allowing

others to take advantage of the situation.

The reference to how the owner refuses payment for the peaches could be considered
a micro-intention in that it supports the common view of culture-bound concepts in

the Arab world regarding generosity, even with strangers.

Margo Maltigian is one of the children’s writers in Jordan whose stories contain
strong didactic undertones. Her stories consists of many cultural elements that can
serve as micro-intentions constructing specific representations of the Arab world. In
“ oY) o silay JULYY (The Children Embrace the Trees), the macro-intention is to
raise environmental awareness on the issue of preserving the trees in rural areas from
modernisation. Trees are a legacy handed down to children by their grandfathers and
great grandfathers since they are the ones who planted them. Portraying a rural part of

the Arab world reveals a number of micro-intentions. Families live side by side and
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there is a close relationship between people which reflects the concept of extended
families that still exists in the Arab world. People have certain modes of dressing and
behaviour and a close relationship with animals. Illustrations also serve as micro-signs
reflecting micro-intentions in this story. Some of the women in the illustrations are
portrayed as wearing a veil on their heads. This is a stereotypical picture of women in
the Arab world. The author may have chosen these illustrations to represent a world

with which an Arab child can identify.

In Maltigian’s " jsall a5l 5 Jaall" (The Camel and the Small boy) the macro-intention
is to instruct the Arab child in moral values. The author seeks to teach the child
something that has to do with the necessity of saying 'thank you', 'please' and 'sorry'.
To convey this message, the author portrays a human relationship between the camel
and the child in which the camel is treated as a pet. Choosing a camel as a pet is a
motivated choice or a sign that reflects a micro-intention. The camel is part of the
Arab desert landscape, thus, it may be argued that it replaces or represents other pets
in remote cultures such as dogs or cats in Western CL.

In Maltigian’s “ S i (Me and My Grandmother) the macro-intention is to instil in
the child the love for his grandmother. This book celebrates the contribution of the
mother and the idea of the grandmother in the bringing up of the child in the Arab
world. This text can be understood within the context of extended families where the
grandmother is seen at the centre of family life. This story also relates to the general
cultural perception of the very valuable role played by the older members of the
extended families in bringing up the youngest generation of the family. The
grandfather passes on to the child the wisdom of the past generation. It is the
continuity of that cultural wisdom that seems to be part of the task of the older

generation. In a way they are the ones that look after the children.
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The mother and the grandmother are omnipresent throughout the story while the
father is only alluded to once at the beginning of the narration when he drives away to
work. The father’s role is minimised since the author may have considered him
irrelevant to the plot. The child spends most of his time with the grandmother and
mother. When the grandmother is in hospital, the mother, in addition to her job, takes
over the house chores like cooking, cleaning and ironing. This is very typical of many
children's experiences in the Arab world. Children tend to spend most of their time
with women because men tend to go to work while most women stay at home. And
even when women have jobs, they still have to carry out their responsibilities at home
and the workplace. When looking at some of the stories for children in the West, the
father could be everywhere in the story, including at home, while the mother goes out

to work.

The importance of intentions presents itself vividly for the translator who may have to
make several decisions based on an awareness of them and how they contribute to the
overall meaning of the text in both the SL and TL cultures. In some cases, the macro-
intention of a certain story may be derived from an issue pertaining to a certain
culture. This influences the process of translation to a great extent. In a story like
Bully, for example, the translator may have to decide first whether the culture he is
translating into has that problem in the first place or not. Moving stories in space
means that the audience of the target culture have to have the ability to relate to and
understand the message relayed in the story. In the Arab world, the social and cultural
norms that govern CL place some limitations on the nature of subjects that may be
broached, especially in translation. Topics like Aids, sexual education, racial
discrimination and death are considered to some extent taboo. The appropriacy of a
theme is the measure to which most Arab writers/translators adhere. This, in turn,
means that macro-intentions are also limited and easy to decipher in translated Arabic
CL. The latter tends to accept only certain themes when compared to English CL

where the topics are more variable and changeable.
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As for micro-intentions throughout the process of translation, the translator may have
to decide to what extent they participate in the meaning of the TT and how culture-
specific they are. These smaller units of the text or cultural references may play a
certain role in the overall schemata of both the ST and TT. They, as signs, have
pragmatic dimension and in order for this dimension to move across to another
culture, certain modifications may have to be made. It may be reasonable to argue,
therefore, that when translating stories from English into Arabic, the translator is
more likely to encounter difficulties related to the micro-intention/s of the story rather
than the macro-intention. The difficulty, of course, varies according to the cultural-
specificity of the story. This argument seems to give rise to what Venuti (1995) terms
foreignisation (the translator is invisible) vs. domestication (the translator is visible) in
translation. Participants across cultures perceive certain norms, conventions and
beliefs differently which, in turn, is reflected in texts. To convey a certain micro-
intention or to reflect a particular reality across disparate cultures, the translator for
children sometimes opts for rendering some of the ST's micro-signs and ideological
elements unchanged in the TT. This process is referred to as foreignisation. In some
other cases, the translator may change some of the ST's elements in the TT. This
process is referred to as domestication. Domesticating a particular textual element
usually aims at conveying a micro-intention in a clearer or more accessible manner to

the TL reader.

The following are examples of how translators deal with some of the textual signs that

carry micro-intentions or messages.
1. “Scrooge” in the above mentioned example is rendered literally in the Arabic text

as “z s, (Scrooge). This means that the form is kept in the TT while the content

is lost, thus, losing the micro-intention associated with this lexical item in the TT.
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2. In “¥Usal 5 4ais” translated into English as The Simpleton and the Trickster, a
number of micro-signs that convey micro-messages are rendered in the TT. These
micro-messages aim mostly at reflecting the cultural specificity of the original text,
thus, foreignisation rather than domestication seems to take place.

a. The lexical item "&" is rendered in the TT as “Allah” instead of “God”. This
rendering conveys a religious discourse which is deeply rooted in the Islamic
religion (there is only one God called Allah). It also reflects the translator's
attempt to be loyal to the world of the ST where "Allah" at one point was the
centre of everything and upon which the ideologies of society were based.

b. The lexical item “ " is rendered in the TT as Suq instead of “market”. This may
have been intended by the translator to reflect a certain spatio-dimension, more
specifically Arabia, where a Sug at that time would be more significant than a
"market" in the TT.

c. The lexical item " _jlaa" is rendered as “donkey” in the TT. The meanings associated
with this micro-sign differ between English and Arabic. Donkey in the Arab world
implies many pejorative connotations. It is normally used as a swear word similar
to pig in English. It is also mentioned in the Qur’an (Chapter 31, verse 19) when

God refers to the sounds of donkey as the ugliest voice anybody can hear.

§ sl Cgeal G g1 S () i (e ity oluiie b sl gy

Back-translation:
And be moderate in the pace, and lower thy voice, for the harshest
of sounds without doubt is the braying of the ass.

The idea implied in this story, sinners can be punished by being turned into a beast of
burden, is quite common in most CL. Yet, an English reader may not fully relate to
the cultural implications of the word "donkey" as most Arab children would. Without
being aware of it, part of the ideological reality conveyed in the ST may sometimes

remain foreign to the target audience.
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Relaying the intention or motive that underlies the story (the pragmatic dimension) is
a delicate and important process especially with young audiences. It is not enough to
have an aim in mind, it is also essential to express that aim in an accessible manner to
the child reader. By that, we mean, the choice of characters, settings, language and

illustrations.

English CL is, to a great extent, "more advanced" in presenting messages than Arabic
CL. This could be attributed to the fact that the linguistic and stylistic techniques
adopted by authors in conveying their macro-intentions in English stories differ from
the ones in Arabic stories. More modern English texts tend to be implicit and
understated whereas Arabic texts are almost always explicit, didactic and overstated.
In The Whales’ Song, for example, which revolves around the importance of
preserving sea life, especially whales, the theme develops through the dialogue
between the Grandmother and Lilly. There is no point in the story where the macro-
intention is stated explicitly. It can only be inferred from the narrative. Each of the
three main characters of the story plays a specific role that helps establish the macro-
intention: the child Lilly who has no previous knowledge of environmental issues and
is rather bewildered by what she hears from her grandmother and uncle Frederick (this
can be seen in her facial expressions in one of the illustrations where Lilly is portrayed
as caught between two different points of view, see section 5.5.4), the grandmother
(pro-environment) and uncle Frederick (anti-environment). The grandmother tells
Lilly a story about the beauty of singing whales whereas uncle Frederick is portrayed
as an arrogant and sarcastic man who belittles the grandmother’s story by arguing that
whales exist only for people to enjoy their meat and bones. The grandmother is poetic
and dream-like whereas uncle Frederick is a typical sea man who thinks of whales as
essential for food and survival only. So, both seem to reflect the attitudes generally

held towards whales in real life, outside the context of the story.
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‘But how did they [whales] know you were there, Grandma?’ asked
Lilly. ‘How would they find you?’

Lilly’s grandmother smiled. ‘Oh, you had to bring them something
special. A perfect shell. Or a beautiful stone. And if they liked you
the whales would take your gift and give you something in return.’
‘What would they give you, Grandma?’ asked Lilly. ‘What did you
get from the whales?’

Lilly’s grandmother sighed. ‘Once or twice,” she whispered, ‘once or
twice I heard them sing.’

Lilly’s Uncle Frederick stomped into the room. ‘You are nothing but
a daft old fool!” he snapped. “Whales were important for their meat,
and for their bones, and for their blubber. If you have to tell her

something useful. Don’t fill her head with nonsense. Singing whales
indeed!’

The macro-intention of this story is very much part of the educational system and
media in the West. A child grows up surrounded by campaigns to save all forms of
life. This facilitates the process of understanding the implicit message that underlies
stories like 7he Whales’ Song. However, the translation of this story into Arabic will
not invoke in the mind of the Arab reader the same pragmatic implications as those of
the ST, especially if the child lives in an Arab country. An Arab child may relate to the
close relationship between Lilly and her grandmother, may find the story entertaining,
but he is unlikely to relate to the implicit environmental message (respect for nature)
embedded in the narrative. Protecting sea life in the Arab world is barely existent.
The same could be said about other issues as well such as rainforests and green peace,
for example. This gives rise to the point mentioned earlier regarding the suitability of
certain stories for translation and the element of foreignisation vs. domestication
involved in translating CL. By translating 7he Whales' Song into Arabic, the macro-
intention remains foreign even if socially acceptable. Domestication takes place when
the Arab child understands the story to be about whales’ in general or as a reflection
of a close relationship between Lilly and her grandmother. In other words, another set
of messages is emphasised in the TT. Had this story been about saving trees, for
example, an Arab child would have been able to relate more to the macro-intention

behind the text. This is mainly because trees are viewed in the Arab world as a
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heritage to be preserved. So, the macro-intention is already domesticated since it is

part of the Arab culture.

In Bully, the macro-intention or message is again conveyed implicitly. Warning
children against bullying, especially in school, is achieved in this story in an
understated manner that would appeal to most children and at the same time teach
them a moral message. Bullying is not portrayed as a destructive habit per se. Other
notions come into play including motives for bullying and the fear that one might be
singled out or ostracised if he does not participate in the act of bullying. It could be
argued, therefore, that this text is multi-dimensional in that it delivers a number of
messages. The author cleverly weaves a simple plot where children and animals at
school decide to play a game called “bully”. The uniformed pupils (Boy, Girl, Dog,
Pig, Teddy bear, Crocodile and Penguin) all end up kicking, beating and swearing at
each other. They do not have much fun and end up very exhausted. So, the next day

they decide to play a different game.

Conveying the macro-intention in this story is achieved through the illustrations which
are colourful, caricature-like and very expressive in the manner sizes and animosities
are portrayed. Languages is simple, yet poignant. So much is conveyed through the
playground discourse, i.e. register, which most children are able to relate to and
understand. This discourse includes the use of contractions (he’s, she’s, isn’t),
onomtopoeia (SNAP! WHUMP! CHOMP! CHUMP!) and also the use of
capitalisation as a method of emphasis (WICKED, HORRID, EVIL). The continuous
use of the lexical item "Why" by the girl is also a micro-sign which indicates that those

who reject bullying, may be bullied:

"Hey, Penguin," Dog called. "Let's kick Elephant."
Boy grinned. Pig smiled a revolting smile.

"Why? Girl asked.

"Because she's got big ears,' Penguin said.

Boy kicked elephant. Dog smiled a horrible smile.
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Elephant ran to Girl. Elephant held Girl's hand. Teddy smiled a nice
smile.

"Hey, Penguin," Dog called. "Let's kick Girl."

Penguin smiled a horrible smile. Boy grinned.

Pig smiled a revolting smile.

"Why?" Girl asked.

"Because you keep asking why," Penguin said.

Arabic CL in contrast to English resorts to direct and forward statements to bring out
the theme and place focus on the macro-intention. This may stem from the fact that
CL in the Arab world is still treated as an educational tool employed by adults to
teach the child the do's and the don'ts. The problems as well as the solutions are
sometimes forced on the child-reader leaving little room for the imagination. The
majority of authors seem to adopt an authoritative voice in addressing children. This
creates a distance between the producer and the child and between the child and story

itself.

In the collection of Arabic stories mentioned earlier in this section "3 jUa <l jalae dlule
JuLM" the macro-intention is stated explicitly and in a very strong didactic manner.
The final passage is usually used by the author to summarise the moral of the story.

The following endings are taken from four different stories in this collection.

1. In "« )" (The Lesson), the macro-intention is to instruct children in the
importance of washing their hands before eating to avoid ending up with a
stomach-ache. This message is conveyed through the conversation between Taariq,
his parents and the doctor. This conversation also includes micro-signs such the
importance of the family as an institution of power and education in the Arab
world.

Cahall Al JUis L aally (35 358 Sealll aay Gl il Ja sl Al La
€ ol Caalat Jeb 2 6hia ya can 5p 138y . 3 Uy cllaal sl
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alaii of agall 1291 i case Wadiay of 4y e il y SlaL G 3
Gt Ayl laka g L ally L o ualas il 23 U Jlad L Ll g

Jae s oS GIEY 3G
Back-translation:
The doctor asked him: did you wash your hands after playing?
Taariq replied: No I did not.
The doctor said: you have made a mistake and this is why you are
feeling sick. Have you learned a lesson?
Taariq replied that he has and asked his parents to forgive him.
Then his mother said: it is important to learn from our mistakes.
Taariq said: I learned my lesson, mom.

The doctor looked at Taariq's father and said: don't worry,
tomorrow he will be fine.

2. In "ad sl s L Ll" (The Kite), the macro-intention is to teach the child the
importance of avoiding dangerous acts such as playing with electricity. This

macro-intention is expressed by Taariq's father at the end of the story.

ol ity Y el ade aan 08 Jad gl asi of J8 S o casy sl A1 J,

Back-translation:

His father said to him: you have to think carefully before you do
anything you might regret and wish you had not done, when it is
too late.

3. In "Jall o € )" (Horse-Riding), the macro-intention is to teach children to respect
horses. Taariq goes with his family to visit Petra and while he is riding on his horse
through the Sig, he punches the horse very hard so it starts running away from the
rest of Taariq's family. Taariq tries to pull the rein but still the horse would not
stop running. The lesson Taariq is supposed to learn at the end is expressed in the

following sentence:

ety of adde L 5 e oy cdad s Jiad ol olsiy 1 L j 35U plas S8
N ) Ayl 0

Back-translation:

So Taariq learned a lesson he would never forget that horses are
not a game and whoever rides them should learn the art of horse-
riding first.
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4. In "4kal" (The Cat), the macro-intention is to teach children to respect pets. Taariq

goes on holiday with his family leaving his cat behind. It almost dies of hunger and

thirst. So, the lesson he learns is:

Sl g L e of Wla cliliel 8 40550 2afY) il goall o 5 U o ol g
el iy Lgalada e ans il of Ll clgide ) e

Back-translation:

Taariq realised that pets are a responsibility that must be carried
out. So, either we care and look after them or set them free to go
and search for their own food and drink.

From the above four excerpts, it can be inferred that it is the adults' language and way
of thinking which is used in addressing children. The author does not seem to view
things from a child's perspective. These stories tend to be instructional and direct
rather than entertaining and implicit in putting the message through to the child. To
convey the macro-intention, certain linguistic choices are used, of which the following

are examples.

i. The use of lexical items which emphasise the didactic nature of these

stories:

A L, Cuadad cliflhaal (e alafi caie Wadiay ¢ uoall i ccllaal (you have made a
mistake, learnt a lesson, forgive him, learn from our mistakes, learnt a
lesson);

b. toi b ass o U8 86 ¢ sy (vou have to think before you do anything);

C. plaly coludy o L yo (3 )b L3 (learnt a lesson he would never forget, to learn);

o

. & (realised).

—
==

i. The use of abstract rather concrete concepts in conveying some of the messages.
This is especially reflected in "Ldlcl _34i,5." (a responsibility that must be

carried out or a big responsibility around one's neck) and ¥ ielu ajde aan 8 Jad
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‘2l asy (an act you might regret and wish you had not done, when it is too late).
Understanding the implications of "responsibility" and "regret" as used in this
context requires a degree of knowledge which children of young age may not have

developed.

In “4<lly3Las)” (The Mother-in-Law and the Daughter-in-Law), certain social and
religious values are expounded. The story revolves around a man’s quest for a
suitable wife. His ideal spouse is one that would respect his mother and wait on her.
The plot contains accounts of his meetings with various prospective wives, one of
whom finally passes the test by deceiving him into believing that she would treat his
mother with the utmost respect and dignity. After marriage, he discovers that she lied
to him and ends up divorcing her. In this story, women seem to be indirectly
stereotyped into two types, those suitable for marriage (respectful and obedient) and

unsuitable (rebellious and disrespectful)

The macro-intention which utilises the example of women as means for teaching the
child to respect the elderly is explicit throughout the story. Examples like the one
where the man finally divorces his wife are an indication of the direct manner through

which the intention is conveyed:

oalinds ol Ll oy oy gap & el b A L ol 8 il
CaSa 1 gy Lanals 85 58 s (e A g lilan e
Qe Gile 5 cudl ) adl alely o gls culs ) (A sles cailS )
oy Al Al Lm 5 Walin ) oS

OS5 e Wy AKE Y CulS ) e A Gl e AL laall ) e
Mags o Wil g LY e g b slas i Ll A Sl

Back-translation:

When she turned, she saw her husband standing by the door.
He was laughing. He said to her: you could not put up with
your mother-in-law when she was made of sweats and you
had said "I will serve her with my eyes"!! What if she was a
real mother-in-law. Go away, you are divorced. He lived
with his mother and gained her and God's approval.
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It is true that the mother-in-law is a burden for the daughter-
in-law even if she was not capable of speaking or moving.
But the daughter-in-law has to remember that one day she
will be a mother-in-law, so, whatever she does now will
return to her in the shape of a reward or punishment.

Respect for the elderly could have been taught with the help of characters, settings
and plots without concepts that may be too complicated and disturbing for the child to
understand like divorce, the condescending manner of the man and the servitude of

the woman.

In some cases, a children’s writer in the Arab world may convey the macro-intention
implicitly and in an understated manner. This presumably stems from the political
situation surrounding the production of a text and influencing the writer. In "L ; 228"
(Rasha’s Hat), a story written by Jihaad 'Iraaqii a Palestinian children’s writer living in
Israel, the macro-intention is to encourage Palestinian children to be strong and
steadfast in the face of the Israeli occupation. This message which is embedded in the
narrative can mainly be inferred from the dedication of the story: “cudll Julky! JS
2l silh e | 50 27 (To all the children who were deprived of their childhood). The story
portrays a girl called Rasha who receives a red hat as a gift from her mother. This hat
has three feathers: yellow, blue and green. One windy day, she loses two feathers
because each time the wind blew she would grab her dress instead of holding on to
her hat. Eventually, she decides that she has to be strong and grabs both the dress and
hat to avoid losing the last feather, all the time telling herself: * (Sl nalis 4558 = )
ozl o 8 L L aad axi My ) e s 58 U (although the wind is very strong, Tam

stronger than the wind, yes, I am stronger than the wind).

In this portrayal of the role of determination in overcoming obstacles, the underlying
message is aimed at young children urging them to fight back and be resolute. The

loss of the first two feathers is analogous to the loss of Palestine, but the story
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suggests that steadfastness, sound decisions and strength can help conquer the Israeli

occupation.

5.5.3 Semiotics (genre, discourse and text-type)

Semiotics or the science of signs adopts a view of the text as an entity that possesses
both macro - and micro-signs. Hatim (1997:29) explains that “The semiotic domain of
context, then, transforms institutional-communicative transactions [i.e. register] into
more meaningful engagements.” By introducing macro - and micro signs, the three
aspects of register acquire more specific roles in the text and the embodiment of the
pragmatic dimension of a children’s story is also understood. Instead of talking about
field, mode and tenor of discourse which cannot account for the macro and micro
intentions of the text, socio-textual categories which view texts as part of a social

context are introduced.

The three categories of text, discourse and genre are usually regulated by certain
conventions and do not occur randomly. Identifying a certain macro-sign depends on
already existing frames and schemata of what a children’s story, for example, reads
like. Macro-signs are interrelated and their occurrence in a particular context is
governed by certain constraints. These categories point to the fact that linguistic form

and social structure are connected with each other.

Macro-signs also influence the micro-signs which involve the use of certain structures
or lexical items that adhere to the requirements of macro-signs. Micro-signs include
the text’s linguistic aspects such as the small textual and structural pieces of evidence

that relay a certain intention. Hatim & Mason (1997:18) explain that:

Texts involve the language user in focusing on a given rhetorical
purpose (arguing, narrating, etc.). Genres reflect the way in which
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linguistic expression conventionally caters for a particular social
occasion (a letter to the editor, the news report, etc.). Finally,
discourses embody the attitudinal expression, with language
becoming by convention the mouthpiece of societal institutions
(sexism, feminism, bureaucratism, etc.)

Dealing with these macro-signs throughout the process of translation requires taking

into consideration the following:

We know that speakers from other cultures do not talk about
issues in the way we do, we know that issues in our culture are not
issues in other cultures, in short, that ways of talking as well as the
topics of our talk are entirely cultural constructs (Kress 1985:5).

5.5.3.1 Genre

Genres, according to Kress (1985:19) are “conventionalised forms of texts” which
arise from certain social occasions and whose functions, purposes and meanings are
specified as a result of these particular occasions. Hatim & Mason (1990:69) state
that “genres may be literary or non-literary, linguistic or non-linguistic, include forms

as disparate as poems, book reviews, christenings, etc.” They also define genres as:

conventionalized forms of language use appropriate to given domains
of social activity and to the purposes of participants in them ....genres
have by common consensus attracted particular forms of linguistic
expression and have thus acquired a formulaic status (Hatim & Mason
1997: 39-40)

So, while field of discourse as one of the levels of register deals with what is going on
in the text, genre specifies this role by identifying the text as a conventional realisation
of a particular social occasion. In other words, instead of talking about a political field
of discourse, for example, we can talk about a news report or an editorial as a genre.
Genres are concerned with the form of the text. Each genre employs certain potential

meanings that we would not usually find in another genre. For example, the genre of
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news reporting differs from the genre of an interview or an editorial due to the
difference of the situation, purposes, aims of the participants and the way language is

employed in each case. Before we deal with any text, its genre has to be specified.

Genres in CL are numerous and have rarely received enough attention especially in
relation to the textual choices and structures appropriate for a certain story. Whenever
CL genres are discussed, the concern has been with carrying a content analysis of
stories rather than a textual one that relates linguistic choices to social occasions,
intentions and use of illustrations. This can be seen in most of the books of criticism
on CL (e.g. Meek et.al The Cool Web: the Pattern of Children's Reading 1977).
Many researchers have usually opted for treating CL texts as belonging to one general
literary type, namely, stories written for children (e.g. Hunt's Children's Literature
and the Development of Criticism 1990 and Criticism, Theory, and Children's

Literature 1991). This may be enough when attempting to distinguish between adult
literature and CL. But within the latter more divisions are needed in terms of format

and structure.

Shavit (1986) has briefly dealt with the generic characteristics of abridged adult
novels for children. She explains that a children’s version of an adult literary novel
usually conforms to the demands of the TL literary system. She considers this type of
adaptation for children a form of translation that takes place within the same
language. She cites Dahl’s short story Danny the Champion of the World as an
example of how a novel for adults has been manipulated or modified by the same
author to fit within the generic expectations associated with children’s stories in
English. Shavit argues that there is stylistic and ideological differences between both
versions as a result of the difference in the generic constraints involved in each case.
These constraints include shifts in the relationship between the characters involved in
each genre. In the adult’s novel, a relationship between two friends is portrayed

whereas in the children’s story, a relationship between a young boy and his father is
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presented. Chambers (1977:69) also discusses some of the stylistics changes Dahl had

undertaken in rendering this novel as a short story for children:

Dahl has simplified some of his sentences by chopping up the
longer ones with full stops where commas are used in the adult
version. And he does some cutting: he takes out the abstractions
such as the comment about Hazel loathing people of humble
station because he had once been one of them himself. Presumably
Dahl felt children would not be able (or want) to cope either with
the stylistic complexities of his first version or with the motivation
ascribed to Hazel's behaviour. Whatever we may think about this,
it certainly reveals Dahl's assumptions about his implied reader.

Some of the CL genres available nowadays include picture-books (fairy-tales,
interactive stories and educational stories), nursery rhymes, comic magazines, plays,
abridged adult novels, classics, poetry, science fiction and fantasy books. Each of
these genres contains micro-signs that serve in identifying a story as belonging to a
specific genre. Generic micro-signs provide information about the general layout of
the text. This information includes issues such the space occupied by the illustrations,
the manner through which the message is conveyed, the complexity of the

grammatical structures and the length of the text in each story.

Most stories aimed at young children (4-8 years old) are categorised as picture-books.
They rely heavily on pictures or illustrations to convey the set of events, if any, and
messages. In some cases especially in “pre-school stories” such as Let's Join In, the
text is almost non-existent and the pictures, normally derived from the child’s
environment, are the main means for reaching an understanding of the story. In some
other cases, there would be a brief text (one or two lines) written on each page
accompanied by expressive large illustrations that occupy the rest of the page. In such
texts, simple grammatical structures are used and reading the story depends greatly on
looking at the illustrations. Will Goes to the Post Office translated into Arabic as

“aol I cad " Will Gets a Haircut translated into Arabic as “s =i et 2. and

149



Chapter Five: A Framework of Textual Analysis

Pelle’s New Suit translated into Arabic as “suaall 4udles s are examples of these
stories. The following strings are taken from the first three pages of Will Gets a
Haircut. A brief comment is also given to indicate the interaction between the text
and illustrations in this story. Each illustration and the textual material associated with

it constitute a frame, thus, a number of frames can be recognised throughout the

story.

Frame “1”

Illustration: Will is holding his mother’s hand on their way to the
barber shop. He looks a bit grim and his hair is untidy. It seems that
he does not want to have a haircut.
Text: Will is going to get a hair cut.

Frame “2”

Illustration: Will and his mother reaches the barber shop. The
barber holds a pair of scissors in his hand and in the process of
cutting a man’s hair.

Text: Mama says Will should look nice for the end-of-the-year
school party.

Frame “3”

Ilustrations: the mother leaves the barber shop and Will stays
behind to wait for his turn to have a haircut.
Text: Then she goes shopping.

This story is translated into Arabic as “s =& _ad 22.”. The same set of frames is used
in the TT. The following is the translation of the textual material of the above three
frames.

Frame "'1"
Illustration: the same as the ST.

Text: @Bl N 4d) )l (8 e

Frame "2"
Illustration: the same as the ST.

Texr:"'—-"_d)ﬂ‘?MHGL@1%£1‘=’:’)“Q}S;"JJugé—‘ﬁ&:djﬁui
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Frame "3"
Illustration: the same as the ST.
Text: .Gl ) ki

Within picture-books, various genres can be recognised such as interactive stories,
educational stories, fairy-tales and historical stories. These genres have proved useful
for the present analysis but they are by no means definitive and do not exhaust the
range of possibilities either in their types or in the description of their generic

characteristics.

1. Interactive stories: the child is drawn to the text by being asked to identify the
illustrations on each page or guess the hidden words (the latter is a form of pop-up

books). In “¢s 313" (What do you See?), for example, the author creates an

interactive rhyming text by repeating the same pattern throughout the story.

Arabic text
et bl Ll

AYTB YR K1Y
fe 0l

) )
Sia! Qi 6 S

sl Lo g Jeb

sl Sl
s 5 13k

s o

#6,5A  J
sl Lo o Jeb

Back-translation:

Red Cockerel
What do you see?
What do you see?

I see ...

I see the yellow bird.
Can you see what I see?

Yellow bird
What do you see?
What do you see?

I see ...

I see a blue butterfly
Can you see what I see?

The rhyme used in this story calls out to the animals featured across the pages to

identify the next creature. This text is usually read aloud to children which helps them
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interact with the story by shouting out the answers before the page is turned to show
the next creature. The illustrations are very colourful and portray animals with happy-
human faces. The fact that the same structure is repeated throughout the story means
that the child does not have to worry about deciphering and understanding the
structure. After the child's encountered this structure more than once, it becomes a
given or known information. Through this kind of cyclical discourse, the child's

attention becomes more focused on interacting with the story.

2. Educational stories: stories of this type are tentatively called “educational stories”
because the child is drawn into learning the pros and cons of a certain issue or
value through a set of events designed for children and where kids or animals, in
most of the cases, play the leading roles. Issues may include racial discrimination,
bullying, death, AIDS, divorce, homosexual parents, pollution or the environment.
The themes in stories of this kind, more often than not, aim at promoting the
importance of avoiding or adopting stances concerning issues that stem from the
child’s own environment at home and school. Illustrations are an indispensable part
of the story and they provide the context for the events and for relaying the macro-
and micro-intention of the story. 7The Whales' Song, translated into Arabic as
“olal il | Maisie in the Rainforest, Maisie Goes to School, and Bully are

presumably examples of this kind of stories.

Due to the didactic nature of Arabic CL, it is possible to argue that over a long time,
most picture-books produced for children in the Arab world seem to belong to this
type of genre. Writers for children always seem to produce stories that aim at
conveying a direct message to the reader. Maltigian’s stories discussed in section

5.5.2, for example, belong to this genre and so do the stories about Taariq.

3. Fairy-tales: the presence of fairies, people living in kingdoms, dwarfs, giants and

castles is what mainly distinguishes this genre from other CL genres. There is also
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a clear-cut distinction between values such as good and evil in most fairy-tales. The
good is always rewarded and the bad is always punished. The space illustrations
occupy in fairy-tales depends on the age group of the children addressed. In the
Ladybird series of “Read it Yourself” directed at children of 4 V4 -5 years old, for
example, the simply structured and short sentences are combined by large-type
illustrations spread on two pages. In terms of the space they occupy on the page,
the illustrations are more important than the text. The illustrations can be read
without reference to the text whereas the text cannot be read without reference to
the illustrations. The role of the textual material is secondary to the primary role of
the illustrations. The textual choices used to introduce characters and structure the
narrative emphasise the relationship between text and illustrations. For example, in

Goldilocks and the Three Bears:

Here are the three bears,
daddy bear,
mummy bear,
and baby bear

This fairy-tale is rendered in Arabic as “ball 5 4. °(Riima and the Bears):

AN Ll A oda,
A s 1
‘1’8” g.h TS
 yiiaal Aol g 13

The use of the deictic "here" in the ST and the demonstrative pronouns "l3a 2" in
the TT at the beginning of sentences reflects the manner through which the

connection is established between the text and illustrations.

In the Ladybird series of “Favourite tales”- directed at children of older age (4- 8
years old) than the series of “Read it Yourself” - the illustrations of the fairy-tales

occupy only part of each page. A longer text which consists of simply structured short
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paragraphs is given on the rest of the page. This type of fairy-tale usually begins with
spatio-temporal phrases such as “Once upon a time” or “Once, a long time ago” and
has a happy ending reflected in the use of phrases such as “lived happily ever after” or
“they were rich and happy for the rest of their lives.” The following is taken from the

first and last pages of Swow White and the Seven Dwarfs, translated into Arabic as

“Aasadl ol YN 5 B aly:

One snowy day, a queen sat sewing at her window. As she
glanced through the black ebony window frame, she pricked her
finger and three small drops of blood fell upon her sewing.

The Queen sighed. “I wish I had a baby girl with cheeks as red
as blood, skin as white as snow and hair as black as ebony,” she
said.

Soon Snow White and her prince were married. They lived
happily ever after - and the wicked queen and her mirror were
never heard of again!

Arabic translation:
Glly Sy s gl o 8 Cads 08 (ASLe el il S 4l Ss,
e juy calaly 2Bl Caatelasd) CulS Laiy U0 L5820 B4 asl
L by Alan 5 ) sy L B0l (IS 338U (e ASLD ks Leie
vela sadl 32810 L)
.th\ﬂxm‘hy}'bw:l&s&&bﬂ1 J.a'i_s]m‘ l.'_:.lls‘.n.i_._i.u
2B oo 5aaW)adll o 5) Jlas Lane L adaas S 3 G Jle ool
gl (35 B rllad ety gudl 33800 Ul (uid Lag Jaimy cpan)
OIS Sgud 5 A8 sl s (RIS

5. Historical-fictional stories: broadly speaking, this type of picture-book appears to
relate events in history which also encompasses a reflection of what life could have
been like in this period of time. “sule 5 AW translated into English as Khaled and
Aida and “¥Uisdl g isa” translated into English as The Simpleton and the
Tricksters belong to this type of picture-books. Both texts reflect medieval times in
Arabia (Sahara Desert). These stories contain ideologies and realities that belong

to that period of time such as the importance of knighthood and pride and the
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attitudes held towards women in society. They also contain many cultural
references to people’s way of dressing, their households and religious beliefs. The
illustrations are of great significance in relaying information about the cultural

setting of these stories.

Genre as a macro-sign presents no problems in the process of translation. It is
theoretically possible to render a genre into a different genre in the TL system.
However, in the corpus of children’s literary works (translated from English into
Arabic) which have been looked at for the purpose of this research, the genre remains
the same in both languages. A fairy-tale remains a fairy-tale and the same applies for
various other genres such as educational stories, interactive stories or pre-school
stories. Even the liberties translators sometimes exercise in terms of altering parts of
the text do not cause any change in the generic membership of texts. It may be
possible therefore to discount the role of genre in translating CL when considered on

its own.

This lack of change in generic membership may be attributed to the fact that genre is a
general category that allows for many linguistic and stylistic shifts that do not affect
the end product in terms of genre or format. But for the purpose of this framework,
genre as a macro-sign has to be included because it serves to shed light on the general
features of the text complemented by the other two macro-signs, namely, text-type

and discourse.

5.5.3.2 Text-type

Text-type is the second macro-sign within the field of semiotics. Generally speaking,
text-typology, or the divisions of texts into types or functions, is essential in the

process of translation. This is not only because each text-type possesses its own
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linguistic identity, but because it sheds light on the para-linguistic dimension, namely,
the ideology and social settings that give rise to the text’s particular discourses,
especially in relation to the way the information is presented in the text. Text-typology
has also to do with the role of the text producer within a certain genre which can
influence the rhetorical purpose behind the text, and may sometimes cause a shift in

that purpose.

Werlich (1976) divides text-types into five functions, expository, narrative,

descriptive, argumentative and instructional. Any text should ideally belong to one of
these types which possess linguistic strategies that distinguish them from others.
Hatim (1991) relies on Werlich’s model in narrowing down these types to three kinds:

exposition, argumentation and instructional.

The distinction between Hatim’s text-types is based on what Beaugrande & Dressler
(1981:163) refer to as managing and monitoring. In argumentative and instructional
texts, situation managing takes place, while in expository texts, situation monitoring
takes place. The difference between both, is that, in the first case the text is regulated
or planned in favour of the text producer to attain a certain goal. There is, therefore,
some sort of involvement and judgement on the part of the producer in the manner
through which he presents his views to the reader (e.g. editorials, political speeches,
manuals and legal texts). In the second case, the producer is expected to explain a
particular situation by relaying information, describing and/or narrating in a rather
detached non-committal way, so, there is not much involvement on the part of the

producer (e.g. news reports, weather forecast, literary texts, abstract and summary):

if the dominant function of a text is to provide a reasonably
unmediated account of the situation model, SITUATION
MONITORING is being performed. If the dominant function is to
guide the situation in a manner favourable to the text producer’s
goals, SITUATION MANAGING is being carried out (ibid.: 162).
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According to Hatim & Mason (1990, 1991, 1997), managing a situation is usually
achieved through the use of certain structures like counter-argument or through-
argument, and is linguistically expressed through the use of textual elements such as
conjunctions (however, nevertheless) and/or evaluative devices such as over-
lexicalisation and parallelism, for example. These textual and structural devices may,
of course, vary across languages. In monitoring a situation, on the other hand,
linguistic and structural devices different from the ones used in argumentative and
instructional are employed. The occurrence of evaluative devices expressing
judgement or opinion are almost absent and whenever they occur the text acquires
argumentative undertones. In the latter case, a text displays what is referred to by
Hatim (1997) and Hatim & Mason (1990, 1997), as hybridity. This means that a text
may sometimes display features of more than one type of texts at the same time. This
phenomenon is called “multifunctionality” and is an indication of the producer’s
attempts to accommodate the text to achieve additional purposes. But, as Hatim &
Mason assert (1990), each text must ultimately be aimed at a single predominant
purpose, so our concern is always with identifying which text-type is predominant and

which is subsidiary.

Text-types differ from genres in that several genres could be grouped under one text-
type. A report, a news report or a cooking recipe belong to three distinctive genres,
yet could be incorporated under the expository text-type because their main aim is to
convey information without evaluation. However, there is a strong relation between a
particular genre and its text-type. A certain text-type normally corresponds to the
generic requirements of a particular text. Nord (1991: 70) comments on this point by
saying that “It is like looking at the two sides of a coin: they cannot be separated, but

they are not the same thing.”

When trying to apply Hatim and Mason's text-typal division to CL, the case is not as

simple and straightforward. Since children's stories are narrative-descriptive, they
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belong to the expository text-type. The producer monitors a situation by arranging
actions and events in time and describing objects, characters or situations in space.
However, the production/translation of CL involve two kinds of management that are

not fully addressed in Hatim and Mason's division.

1. Management at the pragmatic level of the story.

Generally speaking, children’s literary works are not solely written to argue for a
certain point of view, e.g. editorials (argumentative), they do not merely convey
information in a detached manner, e.g. news reports (expository), nor are they aimed
at delivering a set of instructions, e.g legal texts (instructional). They are a
combination of all three text-types at the same time. The manner through which these
text-types are realised in CL differs from the manner in which they are realised in
argumentative, expository or instructional texts. What is meant is that producing
children’s stories is not just a matter of monitoring or managing a situation. In CL, the
issue is quite different and probably even more complex than it is in other literary
genres. This is mainly because most children’s stories are almost always produced
with a specific intention in mind, to guide the child’s behaviour in one way or another.
This intention is usually presented in the story in a manner suitable for the genre of CL
involved, the age group of the children addressed and most importantly, suitable for
CL as special mode of fiction that differs from adults’ literary works. The latter point
involves the fact that while adult literature leaves the reader to infer whatever meaning
he can from the story, in CL the author is expected to have a clearer idea of how he
wants his child-reader to react to the story. This means that although within the text
itself the producer monitors a situation, outside the confines of the text, there is
always a degree of management or planning of situation involved in CL to present a
certain point of view. This management is implicit in the story and does not
necessarily take a linguistic form as would be the case in argumentative or

instructional texts. Rather it is reflected in the overall manner through which the
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producer chooses to convey his message to the reader. Stories like Bully, The Whales’

Song, "Li,34sd" (Rasha's Hat), discussed in section 5.5.1.2, illustrate how the

management of situation can take place at the text's macro-level.

So, if we argue that the monitoring of situation in CL is similar to that of a news
report, for example, since both belong to the expository text-type, this would
contradict what we have already said about the role of the pragmatic dimension in
children's stories. Ina news report, it may be reasonable to assume that the producer
usually wants to relay information in a detached manner which does not necessarily
aim at directing the reader towards adopting a certain stance. However, this is not

always the case in CL.

2. Management at the text’s micro-level.

a. CL texts may witness a shift in the presence of the subsidiary text-type when
produced and/or translated into another language. Although the prominent text-
type in the TL remains the narrative-descriptive, the narration may assume
argumentative undertones at the text’s micro-level. For example, in The Princess

and the Pea, the original text reads as follows,

On his travels, the Prince met many clever and beautiful ladies, but
he was never quite sure if they were real princesses. For a real
princess is a very special person, and there are very few of them to
be found.

Arabic text:
Liin 3l 0585 An ) o Wik callall (laly aen (3 sad) a5,
s3¢d . ee Baal 5 4 & 4olla an af 4S5 (el e 220 ) ¥l Ca pad
Ll '&J;.}S é_ﬂij ta_'l_.;)':.o..mj 3 _jteald élh_, :%.L_,jntluls

back translation:

The prince travelled all the world searching for a real princess. The
prince met many princesses, but he did not find his wish in any of
them. They were either too tall, too short, very sad or laughed too
much,
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The translator chooses to elaborate on the attributes of the princesses the prince met
on his travels. This elaboration results in a loss or shift of meaning which can only be
established when comparing between the two texts. In the English text, the prince
does not find a "real" princess at the start of his search, while the Arabic text adds
attributes which imply that the prince had met real princesses but did not like their
attributes, physical or otherwise. In the process of translation, the original narrative
text-type gains argumentative undertones with the addition of the attributes (points of
view or opinion). This results in a change in meaning which does not conform with

the original text.

b. Through the process of translation, the translator may need to manage a particular
textual element as a form of domestication. For example, in the Ladybird series “Read
it Yourself” (4-5 2 years old), a form of domestication in the names of characters

takes place:

English text:
This 1s Red Riding Hood.
She 1s at home playing with her toys.
Little Red Riding Hood.

Arabic text:
Cadl b Caali jaal) gl @il Gl A oa
Al &b

Back-translation:
This is Rabaab with the red dress playing in the house.

The story relies mainly on illustrations due to the young age of the audience addressed
(see section 5.52.1). The simple structure of the story entails minimising the
narrative-descriptive text-typal dimension to almost pure exposition which relies on
the use of textual items such as demonstrative pronouns and short sentences. Events
are reported and characters are portrayed using a minimum amount of adjectives and

description.

160



Chapter Five: A Framework of Textual Analysis

Throughout the process of translation, a situation management at the text’s micro-
level takes place. The translator renders Little Red Riding Hood as “\ )" in the TT.
This proper name is more likely to be understood by Arab children than the one used
in the original text. This kind of modification indicates the translator’s attempt to
domesticate a particular textual element in order to present a story with which

children, especially of young age, can identify.

A narrative-descriptive text-type can be realised through the use of certain textual and
structural micro-signs. In most stories, three main structural micro-signs can be
distinguished: a scene setter, aspects of the scene expounded in the narration and a
conclusion/summation. The textual micro-signs used in the story depend mainly on the
age group of the children addressed and the degree of interaction between text and

illustrations.

In the following part of this section, an attempt will be made to analyse the narrative-
descriptive text-type of two English stories and their translation into Arabic. The
analysis will shed some light on a number of structural and linguistic strategies
adopted by authors/translators in constructing their texts, especially in relation to the
pragmatic and discursive dimension and the degree of management and monitoring
involved within the text itself. It should, however, be mentioned that the analysis
given below does not cover all the possibilities, because other stories may apply

different textual or structural strategies.
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1.

Chapter Five: A Framework of Textual Analysis

The use of a topic sentence which sets the scene for what follows: "Lilly’s
grandmother told her a story". This topic sentence, uttered by the narrator, gives
brief information about the main characters of the story, namely, Lilly and her
grandmother. This scene-setter stands alone and is not part of the following
paragraphs. At this early stage of the narration, there is no involvement on the part

of the narrator, thus, situation monitoring takes place.

. Some aspects of the scene which are related directly to the development of the plot

especially in relation to the macro-intention, i.e. protecting sea life, are explained in
the story. Through the dialogue between the different characters, the producer
reveals a great deal of information about their personalities, especially in relation to
what they say about whales and how they respond to each other. As shown in the

above table, three aspects of the scene can be signalled out.

In aspect (1) Lilly’s grandmother starts telling her a story about singing whales. In this

part of the text, the grandmother acts as a narrator. The producer, and even the

narrator, reside outside the confines of the grandmother’s story, thus, they are only

monitoring what she says. However, through the grandmother’s story, the producer

reflects a positive attitude towards whales. This attitude is linguistically realised

through the use of emotive and expressive language found in literary texts, or more so

in poetic texts, of which the following are some examples.

1.

The repetition of the same thematic structure and the use of figurative language in:
“They were as big as the hills. They were as peaceful as the moon. They were the
most wondrous creatures you could ever imagine”. This kind of descriptive poetic
language usually aims at drawing the reader into what is being narrated.

The use of verb-phrases such as (said, whispered, smiled, sighed) to describe the
manner through which the grandmother tells her story to Lilly. This kind of verb-

phrase indicates how the grandmother interacts with her utterances. She is
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Chapter Five: A Framework of Textual Analysis

emotionally involved in the story and her feelings are expressed, by the narrator,
through the verb-phrases associated with her speech.

There is also an explicit element of personalisation in this part of the narration.
This personalisation serves a particular micro-intention, namely, to make the
grandmother’s story more appealing and convincing to the child reader through
emphasising the close relationship between Lilly and her grandmother. Lilly, the
small girl, is drawn to the centre of the narration by being directly addressed in the
story. To achieve that, the author employs various textual means or micro-signs
which include the following.

The repetition of “Lilly’s grandmother” whenever the latter speaks instead of just
saying “the grandmother™ or “she”, for example.

The use of the personal pronoun "you" when addressing Lilly (They were the most
wondrous creatures you could ever imagine).

The illustrations also play a significant role in relaying the element of

personalisation in this part of the narration (this point will be discussed in section

5.5.4).

In aspect (2), the narrator is still monitoring the situation. Uncle Frederick rudely

interrupts the grandmother’s story to express his opinion on Whales. His attitude to

whales is totally different from the grandmother’s. This is linguistically realised in the

language he uses.

I

ii.

Uncle Frederick merely states facts in a straightforward manner that is far from
being emotive or poetic (whales were important for their meat, and for their bones,
and for their blubber).

The set of verb-phrases associated with his speech and behaviour differs from the
ones associated with the grandmother's in aspect (1) of the story. He is described
as somebody who "stomped into", "stomped out", "snapped" and "grumbled"

throughout the narration.

164



Chapter Five: A Framework of Textual Analysis

iii. Through the repetition of thematic structures, the contrast between the
grandmother and uncle Frederick is also brought into focus. While the
grandmother describes the whales saying “People used to say they were magical,”
uncle Frederick interrupts her saying “People used to eat them and boil them for
oil” (emphasis added). This could have been used by the producer to draw a clear-
cut line between the imaginative and the practical, contrasts which prevail in stories
aimed at young children.

iv. Uncle Frederick uses strong language when talking to Lilly’s grandmother (a daft
old fool, nonsense).

v. Through the use of the reference "Lilly's Uncle Frederick", Lilly is still in the centre

of the narration in this aspect.

In aspect (3), the narrator’s voice is more evident than it is in the first two aspects of
the story. There is hardly any dialogue between the characters. Both monitoring and
managing of situations take place at this stage of the narration. There is hybridisation

in the text-type employed.

This part of the narration implicitly indicates where the producer’s sympathies lie in
connection with protecting whales. Through the voice of the narrator, the producer
makes an indirect description of the beauty of whales, but this is disguised in the
narration as a rendering of Lilly’s own thoughts or dreams. It may be argued that
when Lilly is watching the whales’ or dreaming about them, the narrator seems to be
emotionally involved in the narration, giving the text argumentative undertones. The
latter indicates that the producer is managing a situation at the text’s micro-level to
reflect a specific micro-intention. This can be seen clearly in the following example
where the poetic emotive language is reflected in the repetition of the marked theme

“In her dreams” (occurs 3 times):
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Lilly dreamt about whales.

In her dreams she saw them, as large as mountains and bluer than
the sky. In her dreams she heard them singing, their voices like the
wind. /n her dreams they leapt from the water and called her name
(emphasis added)

In contrast with this, when the narrator is only describing the development of events,
the language used tends to be less poetic and emotive and more expository, thus,

monitoring a situation takes place. For example,

Next morning Lilly went down to the ocean, she went where no
one fished or swam or sailed their boats. She walked to the end of
the old jetty, the water was empty and still. Out of her pocket she
took a yellow flower and dropped it in the water. ‘This is for you,’
she called into the air.

3. A conclusion/summation: the story ends with the whales calling Lilly’s name to
thank her for giving them a yellow flower as a gift. With this end, the intention of

the story, that is, to encourage children to love nature, is established.

When looking at the Arabic translation of this story, the same narrative-descriptive
structure is kept in the TT. A shift or inconsistency in style occurs in rendering some
of the textual elements in the TT (a further discussion of this point will be given in
section 5.5.3.3). However, at this point of analysis, the following comments may

apply to the text-type employed in the Arabic translation.

LU

i. As a result of using the conjunction “ §” (and), the scene-setter which stands on its
own in the ST becomes part of the narration in the TT. This deviates slightly from
the original emphasis placed on the topic sentence of the ST as a scene-setter for

the whole story.
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Arabic text:
le slaa S sl of gla i il o8 oSay el Ll sl M sas CiSa
[ PA TG ORRCH 1A FON &Jj CailS 5 o yalllS Aola g SIS dadiia il g L lisally

Back-translation:
Lilly’s grandmother told her a story and said “once upon a time, the
sea was filled with whales. They were as huge as the hills and as
peaceful as the moon. They were the most wondrous creatures that
could be imagined

ii. In aspect (1), the element of personalisation emphasised in the ST - a sign serving a
micro-intention - is lost in the TT. The latter seems to be more objective than
personal. Lilly is not directly addressed, and so is not explicitly brought into the
text. She does not seem to be at the centre of the narration anymore and is less
visible in the TT than sheisinthe ST. The translator does not seem to take into
consideration the importance of personalisation as a micro-sign to which children
as readers can be drawn when reading the story. Personalisation makes the story
closer to the world of the child where the grandmother is usually associated with
tenderness and love. The loss of personalisation is reflected in the translator's
textual choices, of which the following are examples.

a. The personal pronoun "you" in “you could ever imagine” is rendered into Arabic as
“Lebas 5<a"(that could be imagined). This distances Lilly from the grandmother’s
speech.

b. The repetition of “Lilly’s grandmother” (occurs S times in the ST) is replaced with
different other textual choices in the TT; “ Il 322 (Lilly’s grandmother); “ld &I@
s3aal”  (the grandmother said); “sasll cuauid” (the grandmother smiled); “<ils
saal”(the grandmother said); “Lels8 c=l5”(she continued). All five choices could
have been easily rendered as “ Ll s22” (Lilly’s grandmother) in the TT.

c. "Lilly's Uncle Frederick" (occurs 2 times in the ST) is translated once in the TT as

" Al ac &y 3" To render the personalisation associated with its use in the ST in

a clearer manner in the TT, the translator could have opted for a slightly different
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word order, namely, "& un 8 AW .e". This word order would focus on Lilly more
and possibly bring her into the centre of narration.

. In aspect (3), the emotive repetition of some parts of the ST is deleted in the TT.
The language has become less poetic and the emphasis placed on some textual
elements has been lost in the TT. The repetition of the marked theme “In her

dreams”, for example, which occurred three times in the ST has been diminished.

Arabic text:
S L JlallS daglae Lalia 8 Wl ) L lgals el U @l ) L i oL
Limf_li_)qscli)ﬂ j*@&@‘ﬁiﬁ@J;M!waﬁ‘)‘) )’l\S]

Back-translation:

While she was sleeping, she saw the whales in her dreams. She saw
them in her dreams as large as the mountains. They were bluer than
the sky. She heard them singing, their voices like the wind. She saw
these whales dancing in the water, coming out of the water and
calling Lilly’s name.

The emotive language used in this part of the ST stems from various reasons, one of
which is the narrator’s attempt to distinguish between reality and the world of dreams
where everything is possible. In the Arabic text, the translator seems to apply to Lilly’s
dream the logic and realities of the real world which means the loss of the emotive
purpose reflected in the use of parallelism in the ST. The idea of dreams and the
emphasis placed on them is removed from the TT and the internal cadence is lost. The
translation seems fractured when compared to the ST. Also, the clear management of
situation established through the voice of the narrator in the ST has become more like
a monitoring of situation. It is no longer different from the more expository language

used for describing the rest of the events in this aspect.
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Chapter Five: A Framework of Textual Analysis

In “pre-school stories” such as Will Goes to the Post office, a narrative-descriptive
text-type is employed. The producer is merely monitoring a situation through the
voice of the narrator. The latter acts as a commentator on the illustrations
accompanying the story. He relays information about Will's experience of going to the
post office. In each frame, the textual material and illustrations are interwoven
together. There is a scene-setter (frame 1), aspects of the scene explained in the story
(frame 2 - frame 24) and a conclusion (frame 25). The following comments relate to

the text-type used in this story.

1. The use of simple narrative sentences in each frame. Events and characters are
described using a limited number of adjectives since most of the information is
reflected in the visual dimension of the story.

ii. The use ofinformal register such as contractions (it’s, isn’t, can’t), onomatopoeia
(Wow!) and spoken lexical items and structures (gotten, Mama, Is there nothing
but paper, We have to write to Uncle Ben and say thank you).

iii. The use of the deictic “here” in (Here comes John, And here is Susan). This deictic
established the connection between the text and illustration.

iv. Monitoring a situation in this story is sometimes expressed through the narrator’s
viewing things from the child’s perspective (Will wondered which package is his,

perhaps it has gotten lost).

The translation of this story into Arabic employs the same narrative-descriptive text-
type. However, there are other distinctions between the ST and the TT, of which the

following are examples.

i. Despite the simplicity of this story, an Arab child is unlikely to be familiar with the
modern standard Arabic used in the TT. Pre-school children in the Arab world are
not aware of this form of language use. It could be argued, therefore, that an adult

reading this story to the child may have to rely on the illustrations and explain the
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textual material in colloquial Arabic to make the story more comprehensible to the
child. So, most of the narrative techniques, especially the informal register, used in
the ST are changed to conform with the literary style of standard Arabic.

a. “Mama” is replaced with “aeu oI (Sa‘ad mother).

b. “gotten” is translated as “g L % 4 (it has got lost).

¢. Onomatopoeia “Wow!” is replaced with an exclamation expression used only in
written Arabic texts rather than spoken ones “ls 5l s 5l o 5/ (Ooh!).

d. Informal structures are replaced with written ones. “Is there nothing but paper” is
translated as “a kLl 8 5,50 e aay Y (Is there anything else but paper in this
package) and “We have to write to Uncle Ben and say thank you” is rendered as
“o Sy yuald Glllal i ol Lle” (We have to write to your uncle Naasir and thank

”

him”.

Mona Zurikat who translated these stories into Arabic wrote to the present author

saying:

despite the simplicity of the Will stories, each book takes me at
least three months to be translated into Arabic. In the Arab world
we do not have the tradition of reading for the small ones before
the school age. The child has no contact whatsoever with the
classical language which he will be using when he starts school.
The classical language becomes as a second foreign language for
him/her. So any book which contains words he never heard before
will be above his standard. Many books of Dar Al-Muna which are
meant to be for the age of 4-5 years are used in Jordan for older
children, sometimes 7-8 years.

ii. As aform of domestication, there are two management situation at the micro-level
of the TT:

a. word order: the translator opts for nominal sentences (subject-verb order) and not
for verbal sentences usually used in written Arabic (verb-subject order). Since the

former is more frequent than the latter in spoken Arabic, the translator may have
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opted for it as a way of making the language used in the written text closer to the

child’s everyday speech. For example,

Oladsy yan s yalas instead of sy el Qalay
(Saamir and Samar are sitting) (Sitting are Saamir and
Samar)
(Sa‘ad shows them) instead of s Lagy

(Shows them Sa‘ad)

b. characters’ names are replaced with Arabic names in the TT. For example, Will,
Uncle Ben, Karen, Peter, John, Susan are replaced with “¢ jau ¢ jalu ¢ juali ¢
>« 3ale”  In addition to the fact that these names rhyme, an Arab child is more

likely to be familiar with them than the Western names used in the ST.

5.5.3.3 Discourse

Discourse is the third macro-sign in the field of semiotics. As explained briefly in
chapter 4, discourse is the linguistic realisation of a social occasion. It is the way of
expressing notions in a certain manner within a certain context. This is because, a
context is not governed by texts as linguistic entities, but by texts as part of particular
cultural settings. A text consists of micro-signals that reflect its discoursal aspects and
also correspond to the rest of the text’s components, i.e. pragmatics, genre and text-

type.

While the other two macro-signs of genre and text-type deal respectively with the
format of the stories and the role of the producer (i.e. to manage or monitor a
situation), discourse covers the various micro-elements of the text, starting with
lexical items and semantic choices, grammatical and syntactic structures, order and

choice of information and ending with the non-verbal dimension reflected in the
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illustrations to accompany the text (the latter will be dealt with separately in section
5.5.4). In other words, all the textual and para-textual micro-signs put together
constitute the discourse of any story. This results in different discourses such a
didactic discourse, playground discourse or a discourse of power. Hatim & Mason
(1990) explain that producers of texts are "bound to be involved in attitudinally
determined expressions characteristic of these events." For example, in Will Goes to
the Post office, the producer seems to distinguish between the child and adults' way of
speaking. While Karen, one of Will's friends, uses "Wow!" to express her surprise,
Will's mother uses “My goodness”. The former is an expression of a child's discourse

and the latter of an adult's.

Throughout the chapter - as a result of the inevitable overlap between the framework’s
categories - a reference was made to a number of structural, textual and para-textual

micro-signs that make up a children's story.

In this section, the main concern will be with some of the discoursal aspects of stories
which may influence the naturalness of the translated text, the flow of the narration,
and the degree of domestication or foreignisation involved in the process of
translation. These issues usually stem from the texture of the story. Hatim & Mason
defines texture as “that property which ensures that a text ‘hangs together’, both

linguistically and conceptually” (1990:193). Baker (1992: 188) explains that

the translator need only be aware that there are different
devices in different languages for creating ‘texture’ and that a
text hangs together by virtue of semantic and structural
relationships that hold between its elements.

A written/translated text is expected to be coherent and make sense in terms of ideas

and concepts. It is also expected to be cohesive and display connectivity between its

surface elements.
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Coherence is a decisive factor in ensuring that children are able to understand the
story. It depends on the overall presentation of the text. The smooth flow of the ideas
throughout the plot, the chronological order of events and the lack of complicated
events are very essential to any work of CL, especially when it is aimed at children of
young age. Coherence also depends to some extent on cohesion. The latter
encompasses issues such as connectors between sentences, the referential level of the

text, and grammatical and syntactic consistency.

The following are some of the discoursal aspects that directly or indirectly affect the

coherence and cohesion of translated stories.

e Lexical items

The choice of lexical items in translation depends on various factors such as their role
as micro-signs serving a specific micro-intention in the context of occurrence (e.g.
“Scrooge” in Christmas Carol), their suitability to the age group of the children
addressed (e.g. “aic” (infertile) in “yY¥lisall 5 445a”) and the degree of domestication or
foreignisation required to make them coherent for a host culture or to reflect a certain

ideology in the TT (“Allah” and “Sugq” in Simpleton and the Tricksters).

Translators are expected to try as much as possible to convey to the target audience
the kind of discourse that would respond to their expectations and knowledge within
a particular context. This may require adding, changing or explaining some of the

lexical items used in the ST.

In some cases of translation, what may be referred to as “erroneous renderings” of
some lexical items occurs. This usually results from the translator's choosing a word
that conveys a meaning that is different from or does not agree with the one intended

in the ST.
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The following are examples taken from different stories to illustrate how translators

sometimes deal with lexical items in the TT.

1. Going back to the example taken from 7he Princess and the Pea (in section
5.5.3.2), the translator opts for depicting “a real princess” through employing a
series of attributes that describe physical features rather than moral ones as the
original text seems to imply. It can be argued that this is a shift in discourse
necessitated by the translator’s personal belief of what a “real princess” in that
target culture stands for or represents. This shift is reflected in the use of certain
lexical items wherein “real” is replaced with "dauall 3 1S Ay ja 3 jual (Al yk", In
this case, the social and cultural aspects of a certain society seems to construct the
translator’s ideology which, in turn, is reflected in the language use he adopts. By
gaining additional meanings, what is implicit in the ST becomes explicit in the TT.
So, it may be argued that the translator tried to domesticate the lexical item "real"

by unpacking it to preserve the original meaning.

2. In “eale s A7 translated into English as Khaled and Aida, several ideological
viewpoints and social conventions that belong to a particular time in history are
reflected in the lexical items used. The setting of this story and its events and
ideologies are rather foreign to a western reader, thus, some of discursive practices
used in the ST may need explanation or modification in the TT. If rendered without
any alteration, the discourse associated with some of these lexical items would not

only remain foreign but also vague to the target reader.

Example 1

“Gshll oe cwd is a frozen metaphor. The word “<wi” means to outgrow and (k"
is a kind of dress worn by new born babies. Thus, the metaphor means to grow up or

reach the age of puberty. Two explanations can be suggested for the author’s use of
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this metaphor in the Arabic ST. First, it may have been used to reflect life in Arabia
from where this metaphor is derived, i.e. culture-specific discourse. Second, it may
have been used to enrich the Arab child’s lexicon, i.e. didactic discourse. This
metaphor is rendered in the English text as “When Aida was older.” This translation
seems to convey the meaning intended in the ST successfully, yet, the cultural
implication associated with the SL lexical items is lost in the TT or became

neutralised.

Example 2

Arabic text:
Osa O e Gams il 1B L aiaa ol iy 4 4SS a0 G
sl axn i Al G5 o lae )l e i) Al S

1

Back-translation:

The wife answered, “leave him with the emptiness of his
argument”. They then decided that one’s pride obliges them to
leave .... and join the neighboring tribe of Banii Sa‘ad.

English text:
‘leave him with the emptiness of his argument,” said his wife.
‘Honour offers no other way’

Rendering “4d_al _SI” (one’s pride) as “honour” (< ,43) in the English text is an example
of a culture-bound discourse. The use of the word “honour” in the English text does
not reflect the meaning implied in the original text. The concept of honour in Arabic
has different and wider implications than its English counterpart. In Arabic, “aal <IV”
or pride is a personal issue whereas honour belongs to the whole tribe. When one is
offended it is a personal matter that does not extend beyond the person himself, but
when the whole tribe faces effrontery in issues related to reputation of its women,
property or power, the responsibility of defending its honour falls upon every single
member of the tribe. Tribes in olden times were not in the habit of supporting a person

who was personally offended to avoid being dragged into futile confrontations
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because of trivial matters, yet they used to adopt one stand when the matter was
related to the honour of the tribe as a whole. Loyalty to the tribe is more important
than personal issues. Hence, for an English reader, the word honour in this context
may seem rather vague. It does not serve the intended meaning and is likely to be
misunderstood by native speakers. This may be taken to imply that the use of “one's

pride” in the TT instead of “honour” may be more appropriate.

Example 3

Arabic text:
g ol il S o oS0 Al (e dead g4 — Gl IS 88 — ) Gk o
" S3 Lo ) ge U5, U e ol B da jaiy ol iy L jlas

Back-translation:

“The baby to be born, whether a boy or a girl, is a blessing from
Allah. But if a baby girl is born, we will not let Moharib gloat
shamelessly ... We will deprive him of such pleasure by claiming
that we had a boy."

English text:

When Zahir told this news to his wife he said, “Our child is a
blessing from Allah, whether it is a girl or a boy. But if it is a girl,
let us pretend to everyone that it is a boy, for otherwise Moharib
will gloat shamelessly in the knowledge that he has a son and heir
while we still await one. I would not like to give him that pleasure.

This example illustrates that, in olden times, Arab tribes used to favour boys over
girls. Against this backdrop, it may be understandable for Aida’s father to want to
announce to the world that his new born baby is a boy, not a girl to avoid being made
fun of by his cousin (Khaled’s father). To enable a Western reader to understand this
attitude towards girls, the translator resorts to expansion “he has a son and heir” as an
explanation for favouring boys over girls. However, this expansion may not be
sufficient to reflect the cultural attitude to boys, in which case further expansion
would be required such as “he has the more precious gift of the son and heir.” This
sort of expansion is intended to domesticate an ideology which is likely to be foreign

for the target reader.
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Example 4

Arabic text:
oAl e aliall el 1 LS a8, Lila Dl sade cale

English text:
So Aida returned to her tent, bemused by this sudden heady
feeling of joy.

The lexical item “lgla” is women’s quarters in Arab tents where men are not allowed
to enter. It is a cultural-specific lexical item that seems to lack an equivalence in
English. So, the translator opts for a superordinate (tent) to render the meaning of this

lexical item in the TT.

3. In The Whales' Song translated into Arabic as “luall 4.l some of the lexical

items are rendered in a rather inaccurate manner in the TT.

Example 1

In “Lilly climbed on her grandmother’s lap,” the lexical item “climbed” is rendered in

Arabic as “cuall” (to leave). “cuall” is usually used in some Arabic dialects to mean
“climb the stairs or climb on someone’s lap,” however, using it in a written text to

reflect the same meaning is not very accurate.

Example 2

In “And if they liked you the whales would take your gift and give you something in

13

Cuacl" (admired you).

return,” the lexical item “liked” is rendered in Arabic as

o i”

Coacel” carries meanings which are not implied in the SL word, thus, a more

appropriate translation would be “ctusl” (liked you).
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Example 3

In “If you have to tell Lilly something, then tell her something useful,” the lexical item
“useful” is rendered in Arabic as “ags’(important). This translation is not very

accurate, however, it does not affect the overall meaning of the sentence.

Example 4

The lexical item “ocean” is used several times in the ST. In the TT, the translator uses

both “ .7 (sea) and “Luss” (ocean) to refer to the ocean. This results in some sort of

inconsistency in the choice of lexical items in the TT. This can be avoided by using

the lexical item “lse” which is the equivalent of “ocean” in English.

Example 5

English text:
[ used to sit at the end of the jetty and listen for whales"

Arabic text:
Oball Gpaa ) aaiad oWl ala Gl ) e uslaldl stiel g

Translating “listen for whales™ as “lisll & ga M ainl” (listen to the voice of whales)
in the TT seems to imply that the grandmother can see the whales and hear their
voices, whereas the ST actually means that the grandmother used to wait at the end
of the jetty hoping to see and hear the whales sing. The translator may have been
unaware of the meaning of "listen for" intended in the ST. A more appropriate
translation could probably be achieved by adding, for example, “ALb” or “Aucs”

(hoping or wishing to) to the TT.
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+ Consistency of style

The cohesion of any story and, consequently, its coherence is influenced by the
consistency of style adopted by producers/translators. Unmotivated shifts in style can
sometimes disrupt the flow of the narration and results in a text that seems disjointed
or lacks orientation. A large number of translated stories into Arabic seems to suffer

from stylistic problems.

In the Arabic translation of Cinderella, the shift in style results from giving two
translations in the TT for some of the lexical items used in the ST. The translator uses
both classical Arabic and modern standard Arabic at the same time (the latter is given
between brackets). This breaks the flow of the narration and does not aid the child
towards a better understanding of the story. Most of the lexical items taken from
classical Arabic are very complex and rarely used, thus, the child will encounter

difficulty in reading the text:

English text:

In a trice, Cinderella was wearing a lovely white ballgown
trimmed with blue silk ribbons. There were jewels in her
hair, and on her feet dainty glass dancing slippers.

Arabic text:
Aelia g s({uﬁ) 44y Jdsng ol S Wl el (ﬁJ;ﬁ)@Q@)ﬂi.ﬁu__nm1
Sa Al wjnﬂmgsjp?j%ﬂ;mp(u:sﬁ) Gld A j e yua
Gl anl L s Lalesd ol y < jaa1 250

In the Arabic translation of The Whales' Song, the shift in style takes many textual
forms. This shift results in the translator not fully rendering some of the discourses
characterising the ST in the TT (poetic and personal discourses). It also results in

some places in disrupting the flow of the narrative text.
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Some parts of the TT display more than one kind of textual shift in style, thus, to

avoid repeating the same examples, a number of these shifts will be indicated first and

then examples taken from different parts of the story will be given afterwards.

The following micro-signs were rendered inconsistently in the TT:

1. the fronting of themes, especially of adverbials of place and time, is quite common
in narrative texts and is sometimes used as a cohesive device to serve particular
intentions. In 7The Whales’ Song, the fronting of themes in some parts of the ST is
motivated by the poetic nature of this narrative text and its internal cadence. In the
TT, the translator shifts the position of some of these fronted themes throughout
the narration. The translator is probably unaware of the role played by these
themes as micro-signs serving a specific intention at the text's micro-level. This
fractures the poetic discourse of the TT when compared to the ST. It also results
in failing to render some of the textual features characterising the narrative-
descriptive text-type of the ST in the TT. This is especially the case in the example
mentioned earlier concerning the repetition of "In her dreams" to distinguish

between monitoring and managing a situation (see section 5.5.3.2);

. one of the ways adopted by the producer in creating a poetic discourse is to repeat
some of the lexical items which occurs in a short string of narrative. This repetition
creates a rhythm, especially when the story is read aloud to the child. In the TT,
the translator does not seem to take this micro-sign into consideration, thus,
instead of repeating the same lexical item in the Arabic text, the translator opts for

using different words;

. the use of conjunction as a cohesive device can influence the flow of the narration
to a great extent. In the ST, the short sentences are mainly connected through the

use of punctuation. Conjunctions such as “and/or” are also used, albeit on a limited
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scale. In the TT, the translator uses both punctuation and conjunction. However, in
some places, the abundant use of conjunctions in a short string of narrative in the

TT creates a narration that does not always flow as smoothly as the ST;

4. the use of verb-phrases in wrong slots of the sentence and/or the use of too many
verbs create some sort of inconsistency in the TT. In other words, word order may
sometimes break the flow of the narration, thus, slightly affecting its coherence at

the text's micro-level:;

5. the incorrect use of prepositions in the TT can make the text sound awkward when

read out aloud to the child and also disrupts the flow of the narration;

To indicate some of these shifts the following examples are given.

Example 1

English text:

Next morning Lilly went to the ocean. She went where no one
fished or swam or sailed their boats. She walked to the end of the
old jetty, the water was empty and still. Out of her pocket she
took a yellow flower and dropped it in the water.

“This is for you,” she called into the air.

Arabic text:
Osda 4 aa oY UlSe Giaal lasall M coad U Aluall 3
cAna Y
Al ala 5 338 olpadl ilS Lol alal il AT L @ jle A
sliaill gai s Waaey olaall b gl 236l i 33 )5 Lema (e Can jAl
Sl U ol o3a" sl

Back-translation:

The next morning Lilly went to the ocean and walked to a place
where there were no fishermen and no fishing boats. Then she
walked to the end of the jetty. The water was completely still and
stagnant. She took out of her pocket a yellow flower and then she
dropped it in the water afterwards she called into the air and said
"This is for you whales.”
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The shift in style in this example may be related to the following reasons:

a. in the ST, the producer repeats the verb "went" twice in the first two sentences.
This creates a rhythm that is not conveyed in the TT where the translator uses two
different verbs to translate “went” (Caad (),

& N

b. the translator uses too many conjunctions in the Arabic text such as “ 3’ (and), “«a

33

a7 (then) and “laxy” (afterwards). These conjunctions could have been rendered
using the particle “5” (and) in the TT. The latter makes the text flows more
smoothly when read aloud and also creates a less complex connection between
sentences,

c. in the sentence “no one fished or swam or sailed their boats” (emphasis added), the
producer opts for repeating the connector “or” instead of using commas. The
occurrence of cohesive devices such as “and/or” is quite common in some stories
aimed at young children, and, in fact, creates a text that is closer to the child's way
of speaking. The role of “or” as a micro-sign intended to create a specific discourse
is lost in the TT, i.e. a child's discourse. The translator deletes the lexical item
“swam” and opts for a more complex structure in rendering “or”: “44 i 5 ¥ (there
was no) and “Y 57 (and no);

d. in the ST, the producer uses two fronted themes in the above excerpt (Next
morning, Out of her pocket). In the TT, there is inconsistency in the occurrence of
these themes. The translator renders the first theme “ W ~luall & (The next
morning) and shifts the position of the second theme “l¢ua <~ (out of her pocket).
The adverbial “Lgna <" is placed in the unmarked position in the middle of the
sentence in the TT, thus, the emphasis placed on it in the ST is deleted from the

TT. The producer may have placed this theme in the fronted position to create a

dramatic and poetic discourse.
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Example 2

English text:

That night, Lilly awoke suddenly. The room was bright with
moonlight. She sat up and listened. The house was quiet. Lilly
climbed out of bed and went to the window. She could hear
something in the distance, on the far side of the hill.

Arabic text:

Oa Cuingl il o gy Be slaa 48 a0 Ciaa b AL Gl 8 alad UL s

Vil pans of cae Ui o 33800 gad dgaie Lol 3 (ha Canja 3 Cadad g W36 5
.Jﬂhwﬁﬁtqﬁngsmaﬁww

Back-translation:

Lilly awoke suddenly on that night (substantiation) found her

room filled with moonlight. She got up and sat and then got out of
her bed towards the window and managed to hear something from
a long distance on the far side of the hill.

The shift in style in this example may be related to the following reasons:

a. the translator shifts the position of the fronted theme “4Lll &l & (That night). The
adverbial of time is placed in the unmarked position at the end of the sentence in
the TT. The occurrence of this adverbial in the thematic position in the ST places
the events in a particular point in time and aids the reader towards an
understanding of how the narration develops;

b. abundant use of conjunctions: many conjunctions are used in the TT such as the
substantiation “<&’, “j” (and) and “»%" (then). Some of these conjunctions are
rather redundant and create a long sentence which fractures the flow of the
narration. These conjunctions could have been rendered using the particle " 5"
(and);

c. the use of complex lexical items such as “Ww3 yo (e Cumg? in translating “She sat
up.” This usage reflects a shift in the degree of formality employed in the TT when
compared to the ST;

d. the translator also deletes some of the information given in the ST for no specific

reason. “The house was quiet” is deleted from the TT. This piece of information
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may have been used by the producer to enable the child to imagine or create a feel

for the context and setting of the events at that particular point in the story.

Example 3

English text:

Lilly climbed on to her grandmother’s lap.

‘I used to sit at the end of the jetty and listen for whales,’ said Lilly’s
grandmother. ‘Sometimes I’d sit there all day and all night. Then all
of a sudden I'd see them coming from miles away. They moved
through the water as if they were dancing.’

Arabic text:
sala G e eslall dliel i€ sanl b Gl gian jaa ) L Gl
Ol J sk dllia il Blal' 1 Lgd 8 candly il e ) a5 £
LS 5 oluall 8 & jai saumy s (g A Slisall (o slad s ccllis Qi
2 5

Back-translation:

Lilly climbed to her grandmother’s lap.

The grandmother said to her “I used to sit at the end of the Jetty and
listen to the voice of whales.” And she continued “sometimes I stay
there all day and also the night. Suddenly, I see the whales coming
from a distance moving in the water as if they were dancing.”

The shift in style in this example may be related to the following reasons:

1. in the TT, the translator uses too many verb-phrases which disrupts the flow of the

narration. “saall Lgd clldy” (The grandmother said to her) and “LJ 58 <uxiss” (And she
continued) are used very close to each other in the Arabic text;

2. “All day and all night” could have been rendered in the TT as (Jsbs Jdl J s
Julll) instead of “clix il 5 ¢ jeill Ji k" (all day and also the night). The repetition of
"J k" (all) creates a rhythm and can make the child feel that the story told to him is

closer to the spoken mode than it is to the written.
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Example 4

English text:
Lilly’s grandmother sighed.
‘Once or twice,” she whispered, ‘once or twice I heard them sing.’

Arabic text:
\ginans (i gn ol Bn (3 rilial 2 Guaga LalE "0 ya ol 5 5e 3 rsanll cllid
e
Back-translation:
(the grandmother said: ‘once or twice’ she whispered it and added
‘once or twice I heard them sing’)

The shift in style is this example results mainly from using too many verb-
phrases in a short narrative string. The translator uses three verb phrases
“s05)) a8 (the grandmother said) and “cuilal 3 ueg & (she whispered it

and added).

Example 5

English text:

There were whales here millions of years before there were ships, or
cities, or even cavemen,’ continued Lilly’s grandmother.

'People used to say they were magical.'

'People used to eat them and boil them down for oil! grumbled Lilly'
Uncle Frederick

Arabic text:
el (e B i) Gudlay sl Soaa g 6l
il ol
A il il ol ool iy oaldd) s
tyaliy 4l 8 ilal B
"l izl Ry ety Gluall a gl ok L s

Back-translation:

There were whales millions of years before there were ships or cities
or even caravans. And then he continued saying:

"People used to say that the whales were magical."

And then he added with grumble:

"People used to eat their meat and boil them for oil."
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The shift in style in this example may be related to the following reasons:

a. the prepositional phrase “J-d owiull a9 could have been rendered more
appropriately as " as e Gpiall Gudle J3";

b. the translator mixes between the grandmother's speech and Uncle Frederick's. The
first verb-phrase used in the TT refers to Uncle Frederick instead of Lilly’s
grandmother: “414 o057 (he continued saying) instead of “Lelsd LI sas Cuald”

(Lilly’s grandmother continued saying);

13 Rk

c. the use of the verb-phrase “ i 4148 Cilal &7 (then he added grumbling) in the
middle of the grandmother's and Uncle Frederick’ speech breaks the focus
intended by the producer to emphasise the two different attitudes held by these
two characters. In the ST, the verb-phrase "grumbled Lilly's Uncle Frederick"
comes at the end of the sentence, thus, allowing the reader to notice closely the

repetition of the thematic structure "People used" at the beginning of the

grandmother and Uncle Frederick's speech.

Example 6

English text:

She raced outside and down to the shore.

Her heart was pounding as she reached the ocean.
There, enormous in the ocean, were the whales.

Arabic text:
el i Aeaie Gl 2 A e jue i
Pl () Cilia s Ladie dadl jo SlEs 4o jun B Ll S
ol pase (B Ol ol dedus 8 oS
Back-translation:
She raced outside the house towards the shore.

Her heart was beating very fast, loudly, when she reached the sea.
How enormous were these whales in the middle of the sea.

The shift in style in this example may be related to the following reasons:
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1. the translator renders "pounding" as "dadi o cl83dc . 333 ", The use of "las
4 yo" (beat loudly) in Arabic is not very idiomatic. A more appropriate translation
could be "ic ju Basy L8 S

2. "There, enormous in the ocean, were the whales" is rendered in Arabic as " &

> Gae B olsdl ol 22" (How enormous were these whales in the middle of
the sea). By using an exclamation in the TT, the translator breaks the flow of the

narration. The connection between the previous sentences and this one is lost in

the TT, thus, the narrative is not as poetic as the ST.

Example 7

English text:
If you have to tell Lilly something, then tell her something useful

Arabic text:
Laga Ul L i UL Y Ul 156 o )l 1Y)

Back-translation:
If you have to tell to Lilly something, then tell her something
important

The shift in style results from the use of the prepositional phrase “ 1 17 (to Lilly) in

the TT. This prepositional phrase could have been rendered more appropriately as

13 ” n‘n
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5.5.4 lllustrations

[lustrations, as part of the micro-signs constituting a story’s discourse, play an
integral role in the production/translation of CL to such an extent they can sometimes
be considered as important as the text itself. Illustrations assist the child reader in
relating to the characters and events through the visual mode which acts as a
reflection of the cultural and pragmatic environment of the verbal text. Illustrations
capture what the author is talking about. They create a setting for the story. They also
attract children to books. Colourful images, vivacious characters and attractive
settings sometimes appeal to the child more than the text itself. It is essential,
therefore, to consider the pictorial level of stories as the fourth main category in the

text-linguistic framework of analysis proposed in this study.

It should, however, be pointed out that despite the fact that Nord (1991) and Hatim &
Mason (1997) argue for the applicability of their text-linguistic models — on which
my framework is based — to all kinds of translated and interpreted texts, they have
neglected the importance of the visual dimension as an essential factor in construing
the meaning of some texts. For more emphasis is generally placed on the written
word as opposed to the accompanying pictures or illustrations. In addition to that,

CL as a literary field of special characteristics is not even referred to in these models.

There is a shift in the illustrations of stories which address any respective age group.
In CL books that address a very young age, an illustration sometimes occupies a
whole page accompanied by a word or a very short text. As children grow older,
illustrations are minimised to allow for more text space until early adulthood when

illustrations almost disappear.

There 1s a strong relationship between a text and its accompanying illustrations. The

latter flow with the text. Illustrations reveal the way the author imagines what his
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characters look like, their ideology, their varied mode of dress across cultures, their
place of habitat, again deriving from the culture itself and their actions according to
the plot and the pragmatic dimension of the story. The illustrator emphasises certain
scenes and certain characteristics of the persons and events described by the author.
[llustrations also indirectly reveal what Hollindale (1988) terms as the unconscious or
passive ideology which producers of texts, whether authors or illustrators, sometimes
tend to take for granted. In “ Wi, 428 " (Rasha’s Hat), for example, the mother is
portrayed in the illustrations as wearing an apron (Fig. 5.1). This may have been done
unconsciously by the illustrator since he/she has certain ideologies reflected in the
way he/she draws the pictures. Most women in the Arab world stay at home and do
the house-work. The apron in the present case is the micro-sign that implicitly

conveys this ideology.

B e A A

Fig. 5.1 Rasha’s mother

In* o«,al 7 (The Lesson), the emphasis on body language in the illustrations seems
to convey a number of implicit ideologies such as the authority exerted by adults over
children in the Arab world and the didactic nature of CL (Fig. 5.2). The doctor is
depicted as pointing his finger at Taariq warning him of the consequences of not
washing his hands before eating. Taariq’s faci&ii expressions and the way he clasps
his hands behind his back show fear and embarrassment for being scolded by the

doctor.
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In this connection we may refer to what Stephens (1992) says about the role of

pictures in CL

Learning how to read a picture book is itself a socializing process
heavily imbued with ideological assumptions about the nature of
existence and reality. The pervasive concern with self-other
interactions in picture books has considerable implications of the
construction of subjectivity, but operates in contexts which tend to
encourage the internalization of ideologies which are commonly a
reflection of dominant social practices. The representation of power
relationships in conversational exchanges often figures prominently
and promotes the socialization of children into conventional roles.

Throughout the process of translation a new relationship develops between the text
and its accompanying illustrations in the TL. This relationship may be different from
the one in the ST. So, in CL, the translator not only translates texts but also
illustrations. In some cases, translating illustrated books may pose a problem in the
target culture, especially when these books reflect the setting of a certain source
culture. A story sometimes loses some of its force because the illustrations may not

mean the same to a child from the TT culture. In other cases, illustrations may posses
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non-cultural specific qualities which can make a story accessible to children from
various cultures.

When translating illustrated books, the translator either uses the original illustrations
or supplies new ones in the TT. In the majority of cases. the former 1s opted for. Each
of these two choices can influence the translated text in a number of ways. Supplyving
new illustrations may sometimes result in the illustrator taking the story in directions
different from the ones emphasised in the original ST. The illustrator may omit or add
certain illustrations to highlight a particular 1ssue or make the TT reader pay special
attention to certain parts of the story. The use of new illustrations may, therefore, shift
the discourse of the ST in the TT culture. The illustrations of The Princess and the
Pea (Fig.5.22, Fig. 5.23. Fig, 5.24, Fig. 5.25), discussed in the following part of this section,

indicate a shift in discourse in the TT when compared to the ST.

Using the original illustrations in the TT depends on various factors such as the role
played by these illustrations in the ST, especially in relation to the overall meaning of
the story and how a reader from the target culture would react to them. In some cases.
keeping the original illustrations in the TT may result in a clear separation between
text and illustrations. This is especially the case if the text has undergone

domestication to fit into the TL culture whereas the illustrations remained foreign.

To highlight some of the above-mentioned issue and explain the role of illustrations
in producing/translating CL, a number of examples taken from different stories will

be given in the following part of this section.

Example 1

In Will Goes to the Post Office, translated into Arabic as * 2o (I el e ) and
Will Gets a Haircut, translated into Arabic as * s== =% 3=~ > the illustrations are

as important as the verbal text itself. As suggested earlier, these stories are made of
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frames and not just texts. The text and illustrations make each other whole. So much
information and so many small details are given in the illustrations. Most of this
information and details seem to reflect how children usually behave and view things
in real life. A child’s point of view is emphasised in the illustrations. The following

frame (Fig. 5.3), for example, explains how children reacted to Will's new haircut:

Illustration: his classmates surround him after the school party. They
listen with great interest to Will as he tells them about his hair cut
which looks like a swirly, soft-ice-cream topknot. One of his
classmates is portrayed as trying to comb his hair up so that he can
have a similar hairstyle. Another classmate puts his graduation
certificate on top of his head as he listens to Will’s story.

Text: Afterwards Will has to explain how the barber did it.

Will Gets a Haircut

Sy

Fig. 5.3 Will surrounded by his classmates

Through the illustrations of these two stories, the author/illustrator tries to reflect the
same setting but with a different story-line in each case. This may have been intended
by the producers to create a make believe world which most children as readers can
identify, i.e. the world of Will, the small boy. In Will Goes to the Post office, there is
Will’s mother, his neighbourhood friends (Karen, Peter, John and Susan), the barber,
the post office and there is also an old lady crossing the street and, later, holding the

post office door for Will as he carries the package he got from his uncle. In Will Gers
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a Haircut, there is again Will’s mother and his neighbourhood friends who are
portrayed in this story as his classmates, except for Peter who is still too young to
attend school. Peter is portrayed as standing next to his mother and clutching her
dress at the end-of-the-year school party whereas the other children are standing next
to Will. The children at school are the same ones who go with him to collect the
package from the post office in the other story. The illustrations also show the same
barber, post office and the old lady as those in Will Goes to the Post Office. All the

characters are depicted as wearing the same clothes in both stories.

T T, R L
Fig. 5.5 Will, Karen, Susan and Peter in Will Goes to the Post Office
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.'SJJ:-""" = ‘;I 2 2 oy ¥ - i3 el
Fig. 5.6 The old lady in Will Goes to the Post Office Fig. 5.7 The old lady in Will Gets a Haircut.

In the Arabic translation of these stories, the original illustrations are kept in the TT.
The names of the characters, which have been domesticated in the TT, are also the

same in both stories (2 ‘o el cdma ¢ el ). This creates the consistency

needed for establishing the connection between the two stories.

The illustrations may be considered foreign for some of the TL readers. This mainly
stems from the fact that most women in the story are dressed in western clothes (short
and sleeveless dresses, pearl necklaces, gloves and hats). For children living in some
Arab cities, this may to some extent be common - although wearing gloves and hats,
in particular, for graduation is very much part of Western cultures. For most children
living in small towns, villages or some areas of Arab cities, this way of dressing is
totally alien to their own experience. Most women in those areas would wear long
dresses and cover their heads. In some parts of the Arab world, this kind of story méy
not even be allowed in the country since most women are expected to wear an Islamic
dress. It may be reasonable to argue that such stories are aimed at children of a high
level of income and of special social background in the Arab world, particularly in

Jordan where these stories are quite popular in some parts of Amman.
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Another reason which may make the illustrations slightly foreign for the target
audience is that most of the people are depicted as being fair-skinned with blonde
hair. This physical type, although found in the Arab world, is not very common. The

majority of people tend to have darker hair and skin colour.

Dealing with text and illustration throughout the process of translation should go hand
in hand. Since the translator has domesticated the text by using Arabic proper names
and nominal sentences, modifying the illustrations slightly is also possible. A
modification may even succeed in creating a larger audience for this story and in
bridging the gap which still exits between the text and illustrations. This can be done
by changing the hair colour of some of the characters or the way some of the mothers

are dressed.

Example 2

One of the main characteristics of The Whales' Song, translated into Arabic as
“ sl dzel s its illustrations. The tints and colours of the illustrations are so life-
like and play a significant role in reflecting the setting and the macro-intention of the
story. This is especially in regard to the characters' attitudes towards whales and each
other. The illustrations indicate that the events take place in a cottage overlooking the
ocean. Lilly is painted as having tousled curls and big expressive eyes. Lilly’s
grandmother is portrayed as an old women with kind features and a lined face. Lilly is
sitting on her grandmother’s lap while the latter’s arm is around her granddaughter,
holding her on her lap. Lilly is listening intently to her grandmother’s story and there
is warmth and gentleness in the grandmother's face. This close relationship - depicted
in four illustrations out of twelve - is one that would be familiar to many children and
would probably make the grandmother’s story about whales more convincing and
appealing to the child. It also serves in establishing the discourse of personalisation

emphasised throughout the story. Uncle Frederick, on the other hand, is portrayed as
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the other hand, is portrayed as an eccentric with hair untidy and long nose, standing
with his head bent down over Lilly and her grandmother and his hands clasped
behind his back. For children looking at the illustrations, Uncle Frederick may seem

rather odd. The illustrations also emphasise the size of whales, as a child would

imagine them to be.

Fig 5.8 Lilly sits on her grandmother’s lap
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The illustrations portray a homely environment with even the small details captured
by the illustrator like Lilly’s crayons and colouring book lying on the floor, her teddy
bear, a pair of shoes, a cup of tea left on top of a newspaper on the table, a cat, some

plants, the grandmother’s knitting.

{

Fig. 5.10 Lilly’s home environment

Since The Whales' Song is a bilingual story, the illustrations are the same for both the
ST and TT. However, the close relationship between Lilly and her grandmother,
which may be more significant for an Arab child than saving the whales, is clearly
portrayed in the illustrations. Even Lilly's facial features seem to be more Eastern than
Western. She has dark eyes and hair. Thus, from an Arab child point of view, there
does not seem to be any gap between the text and illustrations either in themes or in
the characteristics of the persons and events described by the author. Both text and

illustrations seem to complement each other in the target culture.

Example 3

In The Elves and the Shoemaker, translated into Arabic as “ luially ¢laall ,” the

illustrations differ between the ST and the TT. This fairy-tale is about a pair of elves
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who bring prosperity to a kindly old shoemaker and his wife by finishing his shoes

during the night.

In the first part of the ST, when the shoemaker and his wife are still poor, they are
depicted in the illustrations as wearing black and white clothes. In one of the
illustrations the contrast between their dress and a rich woman’s dress is also brought
into focus. As opposed to the shoemaker and his wife, the rich woman who comes
into the shop to buy some shoes wears bright colours (a yellow dress with a red shawl,
red nail polish and a colourful funny hat with fruits on top of it and a long white
feather). The illustration captures the difference between her and the shoemaker and

his wife.

Fig. 5.11 The contrast between the rich woman and the shoemaker and his wife

In the second part of the ST, when the shoemaker and his wife become rich and
successful they are portrayed as wearing bright colours. The shoemaker wears a
proper English man’s suit and has a monocle. Their world is bright and cheerful. The
house is no longer dull. It has good lighting and better furniture. Plates and crocks on

the mantle piece are replaced with ornaments. Coal burns brightly in the graXe. The
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wife is even portrayed as wearing the same shawl and hat as those worn by the rich
women in the first part of the story. She also wears funny yellow earrings that look

like a pair of shoes.

Fig. 5.12 The hat of the shoemaker’s wife Fig. 5.13 The shawl of the shoemaker’s wife

Fig. 5.14 The mantle piece in the first part Fig. 5.15 The mantle piece in the second part
of the story of the story

In the TT which uses different illustrations from the ones in the ST, the move from
rags to riches is not so obvious as it is in the ST. Most of the illustrations are drawn
using rather dark dull colours. There is hardly any furniture in the house throughout
the whole story. There is also little change in the appearance of the shoemaker’s wife.
The difference in the way of dressing remains between the shoemaker and other rich
women in society. The illustrations of the Arabic text are more "serious". The
discourse of “funny” reflected in the ST is totally lost or deleted from the TT. The

rich woman who comes into the shop is dressed in a rather extravagant way and not in
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a funny way as portrayed in the ST. The emphasis on colours to which most young

children would be drawn is also not conveyed in the TT.

The Arab child is left to derive most of the information from the actual text itself

rather than the illustrations. The latter seem to offer little to the child-reader.

Fig 5.17 The shoemaker’s wife and rich women

Fig. 5.16 The rich woman in the first
in the second part of the story

part of the story

Fig. 5.18 The house of the shoemaker in the  Fig. 5.19The house of the shoemaker in the second
first part of the story part of the story
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Towards the end of the story, some of the illustrations seem to have undergone
domestication in the TT. The ST and its illustrations seem to emphasise that the
clothes made by the shoemaker and his wife to reward the elves were finished just in
time for Christmas. This is indicated in "By Christmas Eve, everything stood ready in
a little pile” and in the colours of the wrapping paper (red and green) usually used for
Christmas presents. In the TT, “Christmas Eve” is rendered as * %= " (the eve or
night of the Eid” and no wrapping paper is shown at all in the illustrations. This form
of domestication may have been intended by the producers to create a text which
caters for both Muslim and Christian readers, especially since the majority of people
in the Arab world are Muslims. So, each child reader can perceive what is meant by

" according to his religion.

Fig. 5.20 ST Fig. 521 TT

Example 4

In The Princess and the Pea, translated into Arabic asdsill sy 5 ,¥!", the illustrations
differ between the ST and the TT. As explained in section (5.5.3.3), the translator
opted for adding physical attributes to describe what a “real” princess entails. This

shift in discourse is also reflected in the illustrations. The ST portrays three princesses
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who more or less look the same, whereas the Arabic text, portrays only one fat
princess. This emphasises the fact that the way we perceive things is always affected
by our ideological beliefs, thus, creating a text and illustrations that match in an

ideological process.

Fig. 5.22 The princesses in the ST Fig. 5.23 A fat princess in the TT

One of the illustrations at the end of the story seems to have undergone two kinds of

domestication in the TT:

I. In the ST, the prince is.portrayed as holding the princess and kissing her on her
forehead, whereas, in the TT, the prince only holds the princess’s hand. This may
stem from the fact that Arab societies are more conservative than western societies,
thus, it is quite rare to see people expressing inter-gender intimacy in public. This

implicit ideology affects the way the illustrator modified the illustration of the ST.
2. The glass which is being raised to toast the newly wed prince and princess in the
ST is deleted from the TT. This is mainly because the majority of people in the

Arab world are Muslims and drinking alcohol is against their religion.
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A

Fig. 5.24 The prince and the princess in the ST

Example 5

In “ ssall 85l 5 Jeadl ” (The Camel and the Small Boy), the illustrations portray a
stereotypical picture of the Arab Landscape. There is a desert, tent, house made of
mud bricks and a child wearing a special head-dress (Kafiyah and head band). In the
first part of the story, if we take the illustrations as part of the non-linguistic features
of the text which interact with the prose and complete the meaning, they seem to rely
on the stereotypical image of the Arab landscape as a desert landscape. The camel, for
example, is an animal of the desert. The illustrations also bring out the contrasts
between the city and the desert. In the city, the camel and the little boy see many
things they would not usually come across in the desert (cars, traffic lights, buses,
gardens and balloons). There is also a man carrying on his head a tray of “£=S" (some
sort of traditional baked sweets) which is also part of the culture in some Arab cities.

The following illustrations are taken from different parts of the story.
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s

Fig.5.26 The camel and the small boy in the desert  Fig. 5.27 The camel and the small boy in the city

Fig. 5.28 The boy buys some sweets

Example 6

In L,.m; 0 L‘Jl_‘_(Me and my Grandmother), the illustrations are very important because
they contain many micro-signs which play a significant role in relaying information
about the cultural context of the story, especially in relation.to the type of reader
addressed. This story is written for children who are of high-income group or with a
reasonable income in Arab society, Jordan in particular. The grandmother wears

European clothes and her hair is tied in a Western sort of way. When she feeds the
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child they are both sitting on a dining-table where the child has his own chair. The
child has blocks to play with. There is also the cot which is not usually found in
ordinary poor Arab homes. The grandmother also has her own room with all of its
furniture. The grandmother reads a story to the child. This indicates that she is not
only educated, but also belongs to a certain social group. From the illustrations, it can
be inferred that there seems to be a coincidence of good income, education and a
modern grandmother in this story. The macro-intention of the story is also established
in the illustrations. The child is feeding his grandmother and reading to her in the
same way she read to him and fed him when he was younger. The child has

undergone socialisation and this is reflected in the illustrations.

Fig. 5.29 The grandmother reads Fig. 5.30 The hild reads I
a story to the child a story to the grandmother

Fig. 5.31 The grandmother feeds the child Fig. 5.32 The child feeds the grandmother
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Example 7

In st o sislay '-M-mr('l“he Children Embrace the Trees), the illustrations are quite
interesting; there is the mixture of traditional families and less traditional families
Judging from the dress. This seems to reflect implicitly the ideological plurality of this
society (ideological pluralism as reflected through dress). One woman is wearing an
Arab style dress and is covering her hair, while another one wears a Western dress. In
this story the concept of extended families is also reflected in the illustrations. This
gives the sense of continuity in the Arab family. In the pictures we can see old and
young people living together. The way most people in the countryside live close to
animals is very important in under-pining the theme of this close relationship between

the child and the animal. In one of the pictures, there is a hen next to a little child.
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Example 8

In “fs 5 13" (What do you see?), the illustrations give the feeling that they have been
drawn by children and not by an illustrator. The author/illustrator starts by introducing
the child to animals with solo colours and then towards the end she gets into more
complex colours. The animals are presented like humans with happy faces. By
depicting the animals in this fashion, they are anthropomophic .. They are brought
close to the child's world and experience, thus, they are like an extension of the

human environment.

Fig. 5.34 a smiling fish Fig. 5.35 A smiling caterpillar

At the end of the story, the child is seen in his bed with his teddy bear sleeping next to
him. This presumes a number of things. First, the Arab child addressed is familiar
with the concept of a bed-time-story, a practice which is not very well-established in
most Arab homes. Second, the child is familiar with the idea of teddy bears which is
very Western. This story brings in elements of the cultural experience of children
from outside the majority in the Arab world. It assumes a reasonable income and a
well-educated family which are familiar with Western cultural practices. It also
assumes that the people who would choose this story would be able to use it as an

interactive tool for the child.
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Fig. 5.36 The small boy sleeps in bed with a teddy bear next to him

Example 9

In “g3dly 55 Jleal”, translated into English as The Donkey, the Ox and the Farmer,
the illustrations are kept the same in the TT. This story ‘s a historical picture book,
thus, modifying the illustrations in the TL does not correspond with the text's generic
requirements. A specific spatio-temporal dimension is emphasised in the illustrations,

namely, Arabia in medieval times.

The main idea in this story is the use of animals to pull the plough in the field. This
idea may be understood by most western children, since using animals in the field was
part of Western cultures until the beginning of the 20th century. It may be argued,
therefore, that although the illustrations may seem foreign in the target culture, the
text itself is not. The following illustration indicates the cultural specificity of the

story's visual dimension.
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Fig. 5.37 The farmer, his wile, the animals and a house made of mud

Example 10

13

In * sayle y A& ™, translated into English as Khaled and Aida, the same illustrations are
used in both the ST and the TT. As a romantic story of a specific setting, the
illustrations provide a clear visual cultural context for the story. They match the text

very well.

. =

Fig. 5.38 Tribal life in medieval times when people used to travel on camels and live in tents

IF

For a Western reader, both text and illustration contain many ideological and cultural

concepts and values that may be alien or foreign to the TL culture. Since this story is a
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historical picture book, the illustrations may remain unchanged in the TT in order to
reflect the story's cultural characteristics. However, adding, modifying or changing
some of the lexical items used in the ST is possible and may render the story more

coherent for an English reader (this point was discussed in section 5.5.3.3).

Example 11

In Bully, the visual dimension includes not only the illustrations, but also the whole
layout and typography with all of its small details, including the way the actual text is
written and the size and shape of letters. All of these play a significant part in the
overall effect of the story on the child-reader to such an extent it is unlikely that the

story would be understood by relying on the verbal text only.

The illustrations appear to have been coloured in a childlike scribbling manner rather
than by a professional illustrator. This micro-sign may have been employed by the
illustrator to create a closeness and familiarity between the text as a whole and the

child-reader. The girl's hair in this illustration is a clear example of this point.
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Fig. 5.39 The girl’s hair

The illustrations also convey the multi-dimensionality of the macro-intention of this
story. Children’s behaviour towards each other is depicted as a chain-reaction where
one act leads to another. Many of the social implications of bullying are reflected in

the illustrations, especially in relation to issues such as why children bully each other
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and what happens if they do not join the rest of the class in the game of bullying.
[llustrations also compensate for the things which the author does not want to state
directly in the text. The size of the words and the use of capitalisation and
onomatopoeia in the visual techniques also express different emotions such as anger
and frustration. They capture what is going on in the story and contribute to the

content as a whole.

A
Evervoe went wild P S
yeh l _

T g “’”i"A-l‘ 2 ;

Fig. 5.40 Bullying as a chain reaction

The way the word "bully” is written is also part of the visual effects. The shape of the
second “L” in bully is depicted as a leg kicking the “Y”. The latter is drawn as

bending forward away from the “L”.

Fig. 5.41
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5.6 Summary

This chapter has presented the framework of textual analysis. Within this framework,
the production/translation of CL is viewed asa "process" of continuous interaction
between language and situation, i.e. text in context. Taking this interaction as the point
of departure, the translator's text analysis starts by identifying the three variables of
register (field, mode and tenor). The next step is the analysis of pragmatics (macro-
and micro- intentions) in relation to structure, texture (genre, fext-type and discourse)
and illustrations. The analysis proposed tries to cover as much as possible both the

macro- and micro- levels of children's stories.

Based on the conclusions reached from the analysis, the translator may be able to
determine the manner through which the various components of the ST are to be
rendered in the TT. It should, however, be pointed out that the main aim of the
analysis is not merely to study each of the text’s components in depth, but rather to
pinpoint how these components relate to each other in the story. In other words, the
aim of the analysis is to determine the function and relevance of the various structural,
textual and paratextual elements to the overall meaning of the text in a certain context

and how these elements are to be maintained in another context.

Treating the translation of CL as a process-oriented activity in which both the ST and
TT are given adequate consideration may enable the translator to move away from the
somewhat rigid dichotomies to which the translation of CL has been subjected (i.e. free
vs. literal translation, acceptability vs. adequacy translation and dynamic vs. formal
translation). Such dichotomies seem to be either SL oriented or TL oriented. In
addition, these dichotomies are mostly based on either linguistics or literary

viewpoints.
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Applying the framework of analysis to a number of English and Arabic stories has also
revealed some of the differences between Arabic writers and English writers in the
manner through which they address the child-reader. English writers tend to be implicit
and understated in conveying the message to the child and use alanguage which
corresponds to the child’s linguistic ability by being as close as possible to his everyday
language. Arabic writers, on the other hand, tend to be explicit, overstated and didactic
in constructing messages and also tend to employ a level of the standard Arabic which

is almost always too complex or beyond the linguistic ability of the child-reader.

Basing the framework of analysis on some of the recent linguistic approaches to
translation (i.e. Nord 1991 and Hatim & Mason 1991, 1997) has revealed what these
approaches seem to lack when applied to the translation of CL. First, the role of the
visual dimension (i.e. illustrations) as an inseparable part of the meaning in some
genres is not referred to at all in these approaches. This is despite the fact that those
researchers argue for the applicability of their linguistic models to the translation of all
kinds of'texts. Second, Hatim's (1997) and Hatim and Mason’s (1990,1997) text-typal
division seems to be more applicable to news reports and editorials than it is to CL. CL
as an expository text-type has at its core elements derived from argumentative texts.
Although stories are narrated as a set of information, maintaining the conventions of
their generic membership as expository texts, yet they tend to convey to the child-
reader specific messages through the "implicit" organisation of the ideas as reflected in
the macro-intention. For example, 7ell Me Again About the Night I was Born as a
picture-book has as its macro-intention the idea of encouraging adoption and
recognising it as an acceptable social behaviour which would secure the child a loving
home. In conveying this macro-intention, the producer monitors a situation by opting
for a narrative-descriptive text-type. However, there is also a degree of management
related to how the author presented the idea of adoption in a "lively" and "funny"
discourse which might appeal to the child more than the option of a "serious" and

"didactic" discourse.

215



Finally, taking into consideration the continuous interaction between the textual
material and the pragmatic and cultural aspects of the story throughout the process of
translation may, to some extent, reduce the inconsistency of style characterising the
discourse of translated Arabic CL. This, in turn, may improve the quality of the
translated text. Inconsistency of style usually affects the flow of the narration. It may
also result in failing to render some of the messages conveyed in the ST for the TL
reader. For example, the fronting of themes or the repetition of certain words may be
used sometimes in the ST to emphasise or pinpoint certain discursive and pragmatic
issues. Failing to render these issues in the TT means that the child-reader may not

have access to those discursive and pragmatic meanings.
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Chapter Six: The Translation of “ Amazing Grace™ as a Case Study

6.1 Introduction

The aim of this chapter is to carry out a textual analysis of a whole story and its
translation into Arabic. The analysis will be based on the framework proposed in the
preceding chapter. The four categories of register, pragmatics, semiotics (genre, text-
type and discourse) and illustrations will be applied to the various aspects of the
story. Since the visual dimension of Amazing Grace is as important as the verbal text
itself in construing the macro-intention of the story, the analysis of both pragmatics
and illustrations will be presented in one section. What we are interested in here is not
checking equivalence between the ST and TT, but the systematic process of rendering

the cultural and ideological aspects of a text in one language into another.

The case study or story chosen for analysis is entitled Amazing Grace, translated into
Arabic as "dusall 4 52", The story is written by Mary Hoffman, illustrated by
Caroline Binch and translated by Ibraahiim El-Mutawakkil. This chapter is based on
the second edition of Amazing Grace (1994). The edition is bilingual, that is, it
contains an Arabic rendering of the original text which was not included in the 1991
version. The English text is aimed at children between the ages of 4-8 years, written
with this specific target audience in mind. The illustrations are colourful and occupy

more space than the textual materials.

The reason for choosing a bilingual story is to allow for a closer examination of the
interaction between ST and TT, ST and illustrations and TT and illustrations between
two languages which differ linguistically and culturally. Due to the diversity of the
Arab world, the cultural and ideological issues raised in connection to the translation

of Amazing Grace are perhaps more applicable to Jordan than other Arab societies.
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Amazing Grace tells the story of a black girl who lives with her mother and

grandmother. Grace enjoys reading and listening to stories and acting them out. One
day at school, the teacher informs the children that the school is planning a re-make
of Peter Pan in which they will act the parts. When the teacher asks for volunteers,
Grace puts up her hand, only to hear one of the children saying that Peter Pan was
not a girl and another commenting that he was not black either. Grace innocently
reports this to both her mother and grandmother. The former is upset while the latter
takes Grace into her lap and tells her that she could be whatever she wants if she sets
her mind to it. The next day, Grace’s grandmother takes her to see a ballet version of
Romeo and Juliet where Juliet is played by a black girl. Grace gets the part of Peter
Pan because of her outstanding acting talents. The story ends with the Grandmother

saying that “if Grace put her mind to it - she can do anything she want” (sic).

Throughout the chapter, suggestions will be made for a re-translation of some of the
textual elements found in the ST. These aim at providing what may be considered,
from a pragmatic or textual point of view, a “more appropriate” translation than that
given in the TT. However, this translation is by no means definitive nor does it

exhaust all possibilities.

6.2 Textual analysis of Amazing Grace

6.2.1 Register

To analyse the register of Amazing Grace and its translation into Arabic according to

field, mode and tenor, the following excerpts are chosen from different parts of the
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story. To avoid repetition, these excerpts will be listed first and then an analysis of

their register will be given afterwards.

Example 1

English text:
She sailed the seven seas with a peg-leg and a parrot.

Arabic text:
Jl;.:.“ JL«D&L.:@QAH}&M‘ _):iu-ndd:lsu_lc_sua)ﬁ)@_)}.ljaﬁw);
Basly da o ey 45,8 Gy b Anial g ol Y e sl

Back-translation:

Grace acts the part of a wicked sailor with a parrot on his shoulder,
sailing bravely with firm determination into the seven seas, and the
fact that he has got only one leg does not seem to stop him.

Example 2

English text:

Grace cheered up, then later she remembered something else.
"Natalie says I can't be Peter Pan because I'm black," she said.
Ma started to get angry but Nana stopped her.

"It seems that Natalie is another one who don't know nothing,"
she said. "You can be anything you want, Grace, if you put
your mind to it."

Arabic text:
O il Jo I cls el Uas ¢SS Al sy o) Gui s va 7
el (Y b i oS
Capad¥ M ' ABE saadl i oK1 AV da gy e jediy caaal) Ty lanie
G 1Y Gun e b ol padd ol £58 (Sa e ) AT (A
el e dla e

Back-translation:

Grace gave a deeply contented sigh of relief but after a moment she
remembered something else. "Natalie said I cannot be Peter Pan
because I am black".

Anger started to show on her mother's face, but her grandmother
intervened saying: "Natalie also does not know anything. You can
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be whatever you want, my dear Grace, if with firm determination
you set your mind to it ."

Example 3

Example 4

English text:

"That one is little Rosalie from back home in Trinidad," said Nana.
"Her Granny and me, we grew up together on the island. She's
always asking me do I want tickets to see her little girl dance - so
this time I said yes."

Arabic text:
< S aal J1M}Q$jtujhh}an_)u_aﬂqllJJJaJ}.aLa.ﬂ" o.la.“l_l:s‘)ua_q
Leia Ll of o4 cuiS o Ly s ey 3 5l Gl 8 Les Lgiaay U
U5 all o3a Lgalla b AT, AN Al ) Ll oL 5 il

Back-translation:

The grandmother announced: it is the photograph of little Rosalie
from our town in Trinidad. I grew up with her grandmother in that
Island. She always asks if I want to see her little granddaughter
while she is dancing the ballet. So, I accepted her invitation this
time.

English text:

The play was a great success and Grace was an amazing Peter Pan.
After it was all over, she said, "I feel I could fly all the way home!"
"You probably could," said Ma.

"Yes," said Nana. "If Grace put her mind to it - she can do
anything she want" (sic).

Arabic text:
AL Bl QL An s psos 4 S las Laali G el OIS a6l
Ailisall adad il iy el Balaws 8 Gy gx Cas e i pall elgil aayy
"ol sell a5 a cull s lia (g
"Cpmpding Gkl Y Ledde i )
L b ast O ki a el Gu e Casie 1Y - saall Gl - Ml
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Back-translation:

The show was very successful and Grace played the part of Peter
Pan with great skill.

After the show, Grace announced happily "I feel I can cross the
distance from here to the house flying in the air."

The mother replied "I think you can."

"Of course" said the grandmother, "if with firm determination
Grace sets her mind, she can do anything she wants."

The following comments may apply to the register employed in the ST and TT of

Amazing Grace.

1. Field: a number of literary excerpts which relay different events in the life of a small

2.

a.

girl called Grace.

Tenor: Overall, there is a difference in the degree of formality between the ST and
the TT. As a result of using certain textual choices, the TT tends to be more
formal in terms of complexity of style when compared to the ST. The following
differences between the ST and TT may be pointed out.
Some of the lexical items used in the TT are quite complex for the age group of
the children addressed:
in example 1, the translator adds to the TT a piece of information which is not
mentioned in the ST “Gabi ¥ a e Al 8 (=407 (sailing bravely with undeterred
determination). Since this piece of information does not seem to be needed for
understanding the text, it could be deleted from the Arabic translation;
in example 2, "cheered up" is translated as “ jua & (Grace gave a deeply

" . alt

contented sigh of relief). This verb-phrase may be rendered in the TT as "< )8
(Grace cheered up);
in examples 2 and 4, "put your mind to it" and “put her mind to it” are translated

as “dlaie Caie” (with firm determination you set your mind) and “gu s ke
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a2 (with firm determination Grace sets her mind), respectively. The metaphor
“aall 23 (with firm determination one sets his mind to something) in the TT may
be replaced with a less complex verb-phrase such as "Cieaa" (if you are
determined). "<iaaa" will be used hereafter whenever "put your mind to it"
occurs in my translation (the latter does not include the back-translation of the

Ty

ii. The dialogue between characters in the ST incorporates spoken or informal textual
elements, including the following.
a. the use of contractions (can't, I'm, don't, she's);
b. the use of lexical items (Ma, Granny, Nana);
c. the use of spoken grammatical structures such as the ones in example 3:
1. "She's always asking me do / want tickets to see her little girl dance"
(emphasis added). In this example, the producer uses a spoken word order
(verb-subject order) instead of a written one (subject -verb order);

ii. "so this time I said yes" instead of, for example, (so, I accepted this time).

In the TT, all these spoken elements are replaced with standardised forms in Arabic:
a. (can't, I'm, don't, she's) are translated as (-2 5 <23 Y ‘;Lﬁ! (058 o) (1 will not,
I am, she does not, she is);
b. (Ma, Granny, Nana) are replaced with (s2all ¢ V) (The mother, the
grandmother). "s2a)\" is used for both "Nana" and "grandmother" in the TT;
c. informal grammatical structures are replaced with written ones, such as:
i. "She's always asking me do I want tickets to see her little girl dance" (emphasis
added) is translated as "l o sl <€ )" (if I wanted tickets to see);
ii. "so this time I said yes" is translated as “z ,all o2a Lgalh ild Gl 7 (so, [

accepted her invitation this time).
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3. The ST also employs a specific form of vernacular English (Black English) in
some parts of the narration. Black English, as a well-established and accepted
variety of English, differs from standard and colloquial English used in the rest of
the story. Black English is used when some of the characters speak, the
grandmother in particular. It is linguistically realised in examples 2 and 4 by the
lack of the third person singular s, the use of don 't instead of doesn't and the use

of double negative (don’t know nothing).

Since the TT uses modern standard Arabic throughout the narration, any linguistic

variation between the dialogue and the rest of the narration is not reflected in the text.

3. Mode: the ST can be read 7o children of 4 years old, and read by children of 8
years old and above. Due to the use of modern standard Arabic, the TT can be
read to and by children of relatively older age than those of the ST (8 years and

above) L

When looking closely at the above examples taken from the ST and the TT, other
mismatches which are not necessarily related to register can be noted. In example 1,
the translator opts for a long descriptive sentence instead of a short one as is the case
in the ST. In example 2, the translator renders "black" as "5l _asl" (a black
person) instead of just saying "2 s4!" (black). In examples 2 and 4, the translator opts

for two different lexical items "_as i gi" (any person) and "{~& ¢!" (anything),

respectively, in rendering "anything" in the TT. To understand the implications of the

'From my experience of having heard this story read to children aged between 6-10, I noticed that
six years old children found this story rather incomprehensible and somehow inaccessible. Children
could not identify with the cultural references and the setting of the story. This resulted in an upward
shift in the age of the audience addressed.
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different linguistic choices in relation to the overall meaning and structure of both the

ST and TT, the rest of the components of the framework will be discussed.

6.2.2 Pragmatics and illustrations

Since Amazing Grace is a bilingual story, the same illustrations are used for both the
ST and TT. The illustrations are part of the micro-signs which make up the discourse
of the story and create a cultural setting for the events. To avoid repetition and to
highlight more closely the role played by the visual dimension in conveying the overall
meaning of the story, illustrations will be discussed alongside pragmatics in this

section.

The macro-intention of Amazing Grace is to instill in the child the importance of
equality, determination and talent irrespective of race and gender. This macro-
intention is presented to the child-reader in an understated and implicit manner. It is
embedded in the recurring slogan “You can be anything you want, if you put your
mind to it.” This slogan acts as the linguistic strategy which encompasses the multi-
dimensionality of the macro-intention in this story. The setting of the story and choice
of characters (Grace, her mother and the grandmother) present racism as a primary
theme and sexism as a secondary theme. Both themes develop through the dialogue
between Grace and her classmates in school and between Grace, her grandmother and
mother at home. Through this dialogue and the various textual and para-textual
micro-signs, other pragmatic notions also come into play including the adult's
perception of discrimination as opposed to the child's and the different points of view

of how children are to be exposed to issues of discrimination.
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The development of the plot and the interplay between the various textual and para-
textual micro-signs work towards focusing the linguistic strategy (the above slogan)
to achieve the ideological strategy culminating in the macro-intention. The
development of the macro- and micro-intentions in the ST may be divided into five

stages.

o Introductory stage: this stage introduces Grace as a black young girl (about 6-years
old) who enjoys the type of activities children of her age usually like, especially
reading stories. She is talented and loves to act out different parts. She lives with
her mother and grandmother. The macro-intention is not yet evident at this stage.
However, the illustrations seem to embody a number of implicit micro-intentions,

of which the following are examples.

i. In one of the illustrations, Grace is seen as playing with two dolls, one of them is
white and the other is black. This micro-sign seems to carry a specific micro-

intention, namely, Grace's unawareness of racial discrimination.

Fig. 6.1 Grace plays with black and white dolls

ii. This stage is aimed at drawing children’s attention and appealing to their

imagination. The illustrations, which depict Grace playing different parts, show
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her using props taken from her own home environment, such as plastic weapons,’
old socks, a cartoon box, different kinds and shapes of scarves and her slchool bag.
In one of the illustrations where she plays Doctor Grace, she is shown using a
wooden spoon attached to a long ribbon to create the impression of a stethoscope.
In another illustration, Grace is seen using socks to create the web of Anansi, the

spiderman.

'

Fig. 6.2 Grace as Anansi the spiderman

e Stage 2: a shift to a scene at school where the teacher announces the staging of a

play based on Peter Pan.

Grace is excited and naturally wants to play the part. One of her classmates Raj says:
"You can't be called Peter, that’s a boy’s name." Raj here seems to conclude that
since Peter Pan is a boy’s name and Grace is a girl then naturally she cannot play the

part. This is our first encounter with gender-based difference as viewed by children.
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Another classmate, Natalie, proceeds to say “You can't be Peter Pan, he wasn't
black.” Natalie most probably speaks from her general knowledge or from what she
reads in books and watches on TV that Peter Pan is always portrayed as a white boy,
never a black, an Indian or a Chinese. Her words are unlikely to hold any malice or
discrimination against Grace. She would have said the same thing had Grace been
Indian or Chinese. Natalie could have said the same thing even to Raj who is also not

white as the illustrations and his name indicate.

Grace’s reaction to both Raj and Natalie's comments is normal. She does not take
them to heart and is not upset by them. This is reflected in the statement “But Grace

kept her hand up.”

The mixture of characters in the illustrations of this stage is an instance of micro-
intentions. Grace is not the only coloured child in the class. Grace's classmates reflect
a micro-society where various members interact, co-operate and hold conflicting
points of views. The story indirectly aims at establishing that the road to excellence
in such a mixed micro-society and, ultimately, society at large is performance,

determination and abilities rather than other considerations.
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e Stage 3: this stage introduces the adults' reaction to the children’s comments to
Grace. After school, Grace tells her mother and grandmother the day’s events.
Upon hearing what Raj had said, her mother smiles because the comment, as far
the mother is concerned, is an innocuous expression of a child's perception of -

gender differences:

When Grace got home, she seemed rather sad.

"What's the matter?" asked Ma.

"Raj said I couldn't be Peter Pan because I'm a girl."

"That just shows all Raj knows about it," said Ma. "Peter Pan is
always a girl!"

But, upon hearing Natalie’s comment, the mother grimaces and starts to get angry:

Grace cheered up, then later she remembered something else.
"Natalie says I can't be Peter Pan because I'm black," she said.

Ma started to get angry but Nana stopped her.

"It seems that Natalie is another one who don't know nothing," she
said. "You can be anything you want, Grace, if you put your mind
to 1t."

"

Natalie’s comment seems to touch the core of the mother's identity and may be seen
to bring back memories of racial discrimination. The mother's experience does not
allow her to accept Natalie’s comment with the same degree of indifference or
humour with which she accepted Raj’s. Her immediate reaction is to get angry but
Nana steps in to handle the situation herself by saying "You can be anything you

want, Grace if you put your mind to it."

The mother's reaction to Grace's experience in school 1s amplified in the illustrations.
The mother is seen with half a smile on her face when she hears what Raj had said,

but this smile gives way to anger when she hears what Natalie later said.
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Fig 6.5 Grace’s mother smiling Fig 6.6 Grace’s mother angry

This stage is addressed to children and to parents reading for children. We recognise
two types of audience: children who are told they could be anything they want, and
adults who are taught to handle such delicate situations with reason, not anger. This
is especially reflected in the grandmother’s attitude to racism as opposed to the

mother's.

The use of black English serves a specific micro-intention, namely, to reflect the
identity of the ethnic group to which Grace belongs. The author is presumably trying
to present some of the characters in the story with traits and characteristics which

correspond to already existing stereotypes in society.

The fact that Grace tells her mother about Raj's comment first and "then later" she

remembers Natalie comment may also be considered a micro-sign employed by the

author to emphasise implicitly that for Grace both kinds of discrimination may be of
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the same importance. It is only adults who seem to view and understand these

discriminations differently, as the mother’s reaction probably indicates.

e Stage 4: In this stage, Grace is taken by her grandmother to see a young black girl
dancing in a ballet based on Romeo and Juliet. This girl comes from the same
Island as Grace's grandmother. Grace derives great pleasure from watching the
dance and the evening ends with her dancing around like the girl in the ballet,

thinking to herself “I can be anything I want. I can even be Peter Pan.”

This is a transitional stage which further intensifies the element of determination in
the macro-intention by creating an analogy between Grace and the dancer. It also
implicitly indicates that colour or gender is not the key to success, but that talent and

persistence are.

e Stage 5: The final stage sees Grace performing the part of Peter Pan which she
won because she was the best. The story ends with yet the same slogan uttered by

the grandmother “If Grace put her mind to it - she can be anything she want”(sic).

This stage also includes Natalie’s comment to Grace after the auditions when she
congratulates her by saying “You were great”. This comment, as an instance of
micro-intention, emphasises the point that what Natalie had in mind when she made
her first comment was not in anyway related to racism or the fact that she might have
felt superior to Grace because of her skin colour. Had this been the case, Natalie
would not have made her second comment when Grace was chosen to play the part of

Peter Pan.

In the illustrations of this stage, Raj is seen as smiling while Grace plays the part of
Peter Pan. This indirectly indicates that his earlier comment to Grace was not based

on gender discrimination.
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Fig. 6.7 Raj and Natalie smiling

The mother's and grandmother's contentment and happiness at Grace's success is
reflected in the joyous and happy illustration at the end of the story. This is because

they have achieved what they wanted all along, that is, to protect Grace from being

discriminated against.

Fig. 6.8 The mother and gr-'andmother exchange a knowing look while Grace smiles proudly.
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Let us now consider the implications of the macro- and micro- intentions in the TT. The
macro-intention of the TT is the same as that of the ST, namely, to build within the child's
experience the ability to achieve what they want if they are determined and talented
enough. The primary theme of racial discrimination is approached in the ST in a manner
which suits children from multi-ethnic communities where racial discrimination is still a
major issue facing most black persons living in the West. However, children from little
ethnic multiplicity, as is the case in Jordan, may not be able to comprehend what racial
discrimination is and thus, may miss one of the story's main messages. The reason why
this is so has to do with the fact that racism is a less visible or serious problem in Jordan.
A Jordanian child, on the other hand, is more likely to relate to the secondary theme of
gender discrimination. This is mainly because this theme is quite common to most
children, regardless of their culture, (for example, you cannot play with us because you
are a girl/a boy). Thus, the gender issue may present to a Jordanian child a familiar setting

to which he/she can relate and, possibly, identify with.

In the preceding chapter, we argued that the criterion for choosing stories for
translation in the Arab world may be based on selecting themes which are socially
acceptable. This, however, does not mean that stories translated from English into
Arabic always present issues with which the Arab child is familiar. Amazing Grace is
a clear example of this kind of story. The primary theme of racism, the names of the
characters (Raj, Natalie, Grace), the different stories and cultural references
mentioned throughout the narration (e.g. Romeo and Juliet, Peter Pan, Dick
Whittington) and even the skin colour of Grace and her family, are very much part of
a Western culture. This renders the setting of Amazing Grace in the TT foreign to the

target reader.
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Some of the micro-signs used in the ST lose their pragmatic force in the TT, of which

the following are examples.

1. It may be slightly problematic to convey the micro-intention associated with some
of the characters' names in the TT. Raj, for example, may represent for the ST
readers the name of a boy of Indian origin. For a Jordanian reader, this name
means the same thing as the rest of the characters' names in the story. "z!," does
not convey the information of ethnic origin implied in the ST. In this instance,
illustrations are the sole means for drawing the attention of the target audience to
the fact that Raj looks different from Natalie and Grace. The carrier of meaning

becomes the illustration rather than the name itself.

2. Black English as serving a specific micro-intention is not rendered in the TT. The
illustrations and the development of the plot may compensate for this micro-sign
in the TT. For example, the illustrations show that the skin colour of Grace, her
mother and grandmother signifies that they belong to a certain race. It may,
however, be possible for the translator to highlight linguistically black English in
the TT by adding, for example, "2 sudl Euas gy cual 4agl” (a dialect characterising

the speech of black people) whenever the grandmother speaks.

3. The author opts for certain textual choices to express the child's point of view
when issues of discrimination are raised in the story. Most of these textual choices
seem to carry implicit micro-intentions. In the TT, the translator does not always
grasp fully the pragmatic role of these textual choices, thus, he renders some of
them in an explicit manner in the TT, or opts for textual choices which are

different from the ones adopted in the ST.
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a. ("You can't be called Peter Pan," said Raj. "That's a boy's name") is translated into
Arabic "s5 4y 0L fia s Jia eokiaY @i (you cannot play the part of Peter
Pan because he is a boy). The translator seems to overlook that by adding the
lexical items "called" and "name" to Raj's speech in the ST, the author is most
probably trying to convey a specific intention. This intention is related to the fact
that Raj as a child associates the "name" Peter with boys and not with the fact that
Grace has to be a "boy" to play the part of Peter Pan, as the TT seems to imply.
Raj's comment is most probably derived from his world knowledge and is not a
result of gender discrimination. So, the author of the ST is possibly trying to
convey a child's discourse or present things from a child's perspective. To render
this discourse in the TT more clearly, the lexical item "au!" (name) could be added

to the Arabic translation:

Ay and i oY b s Jia ediia Y el

Back-translation:
You cannot play the part of Peter Pan because Peter is a boy's
name.

b. ("You can't be Peter Pan," whispered Natalie. "He wasn't black") is translated into
Arabic as "3l Las s G 4 O B o omakins ¥ (You cannot be Peter Pan
because he is not a black person). By adding "3 sul Lasi" (a black person) to the
Arabic text, the translator seems to overstate a message which is presented in an
understated manner in the ST. To render the pragmatic meaning of this micro-

sign, the lexical item "Lasi" may be deleted from the above Arabic translation.

c. In the ST, the producer repeats "But Grace kept her hand up" twice . This
repetition is possibly motivated by the fact that Grace is not upset either by Raj or

Natalie's comment. This indirectly emphasises that children of young age are not
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aware of racial and gender discrimination. In the TT, the translator uses two
sentences which are slightly different from each other in translating "But Grace
kept her hand up":

Ok e s pLsl) Baatine Loy dadl ) Culs g )
0330 GLaall lalastiad laay dadl ) Cills 5 Q05 ol Ly S0

The following comments may apply to this translation:

i. the repetition as an instance of micro-intention in the ST has disappeared from the
TT. The translator seems to use a set of synonyms and different forms of the same
lexical items in each sentence: "SI« jue" (but), "clb (i) (kept), "daxiua
lJlasind" (ready), and " sl SLll (ol jin 5% HLall" (to play the part of Peter Pan, to
play the part);

ii. in the second translation, the translator adds "3 A" (did not care) to this sentence.

This makes the micro-message implicit in the ST more explicit in the TT.

The use of synonyms is usually a form of repetition. However, to render the rhythm
in the TT, the above two sentences could be possibly replaced with the following

translation:

A g ya Ly Gl Gua oS

e gbye by Cif Ga s (ST

d. "then later she remembered something else" is translated as "lus & S5 sl axy (S
»al" (but after a moment she remembered something else). The use of "4daal a2
(after a moment) to render "then later" implies that Grace reported the two events

within a short period of time. "Then later", does not suggest that. It depicts a
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more open time frame, thus, making the reporting of the two events more neutral
or less psychologically marked than the what is presented in the TT. The "then
later" could be rendered more appropriately in the TT as "2 Ld" (then later):

Al Gl @ S5 Laid e

Back-translation:
But then later, she remembered something else.

5. To convey the multi-dimensionality of the macro-intention, the producer opts for
repeating the slogan "You can be anything you want, if you put your mind to it"
three times in the ST. The key words in this slogan seem to be "can" and
"anything". The repetition of these lexical item may be considered as part of the
discursive techniques employed by the author in order to embed the macro-
intention within a slogan. The slogan renders issues of racism or sexism more
accessible to children whatever their background and experiences. In the context
of the ST, "can" and "anything" can be understood to cover a wide range of

issues related to both people and acts:

1. “You can be anything you want, Grace, if you put your mind to
it‘,,

2. “I can be anything 1 want”, she thought, “I can even be Peter
Pan.”

3. “If Grace put her mind to it - she can do anything she want” (sic).
In the TT, the case is slightly different. The translator renders "can" by using different

forms of the verb "ausi" (can) in the TT. "Anything", however, is rendered by using

three different lexical items:
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1. Arabic text:
el e el e 1Y s e b ol padd gl 58 o ot

Back-translation:
"you can be any person you want, dear Grace, if with firm
determination you set your mind to it."

2. Arabic text:
"ol e Jul o PRENE WY sl S osh o @h:....f“

Back-translation:
"I can be whoever I want, 1 can even play the part of Peter Pan."

3. Arabic text:
"5 el ol ast o aubiid o el G s sie 13"

Back-translation:
"if with firm determination Grace sets her mind to it, she can do
anything she wants."

The following comments may apply to the Arabic translation of "anything" in the
slogan:

1. by using " =i 4‘" (any person) and "¢l " (whoever), respectively, in the first
two translations, the translator seems to render what is implicit in the ST more
explicit in the TT. The Arabic lexical items give a specific meaning to "anything"
related to people only instead of the general meaning implied in the ST;

ii. using three different lexical items to translate "anything" in the TT meant that the

repetition and rhythm created in the ST is lost in the TT, thus, a slight loss of the

pragmatic force associated with this slogan.

It may be possible to argue that the inconsistency in the choice of lexical items could
have been avoided by rendering "can" as " pakind" and "anything" as ":-5 " in the
TT whenever the slogan occurs. "« & " covers both people and acts (being anybody

and doing anything) without directly giving prominence to one over the other.
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Repeating 'e & " and "cmaki" renders the three occurrences of this slogan

throughout the TT in more or less the same way they were presented in the ST.

Ll e Crana 1Y Gual opn 5 el 6l 35S o madiind”
2. " s 08 o s pakiad gt 6l 081 o
3. "h.l_.?_):l ﬁg.a:fl {._5‘ Jad Ui &gl—al.uj lla sc-‘.__s.ui ‘!lc o Crlasa 1)

6.2.3 Semiotics

In this section, a discussion of the three macro-signs of semiotics and their micro
realisation in both the ST and the TT will be discussed. The register and the
pragmatic dimension of stories are normally governed by the three macro-signs of
genre, text-type and discourse. The language used and the way a certain topic is
presented depends on social conventions normally associated with the production of

those particular texts.

6.2.3.1 Genre

Amazing Grace and its translation into Arabic belong to what was tentatively

described in the preceding chapter as an "educational picture book". The presence of
a moral which is embedded in the ideology of a certain culture gives the story an
educational flavour. The author tries to convey a set of messages to the child-reader.
These messages are accompanied by colourful illustrations which provide the cultural

and ideological setting for the story.
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6.2.3.2 Text-type

In Amazing Grace a narrative descriptive text-type is employed. A fair amount of
character/situation description and event/action narration dominates the flow of the
story. The author employs the voice of the narrator to relay the contents of the story

in a manner which serves the macro and micro-intentions of the text.
The structure of Amazing Grace consists of three micro-signs: a scene-setter,

expansion of some aspects of the scene and a conclusion. These micro-signs may be

illustrated as follows:
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The ST begins with the scene-setter “Grace was a girl who loved stories”. This topic
sentence stands alone and is not part of the subsequent paragraphs. It acts as a scene-
setter for the whole story. Three main aspects of the scene are expounded in the

story. Aspect (1) starts with:

She did not mind if they were read to her or told to her or made up
in her own head .... And she always gave herself the most exciting
part.

This aspect takes up the first page of the story and introduces the main characters,
especially Grace. Situation monitoring takes place at this stage. This situation is
marked by minimum evaluation and a great detachment on the part of the author. The
latter seems to reside outside the text acting only as a neutral observer through the
voice of the narrator. There is hardly any judgment or involvement on the part of the
narrator. This is most evident when the author cites examples of how much Grace

loved stories when aspect (2) is introduced in the next ten pages of the story:

Grace went into battle as Joan of Arc...

and wove a wicked web as Anansi the spiderman.

She hid inside the wooden horse at the gates of Troy ...

she crossed the Alps with Hannibal and a hundred elephants ...
she sailed the seven seas with a peg-leg and a parrot ....

Then she was Doctor Grace and their lives were in her hands.

In this aspect, Grace is made to appear as if she had actually performed those things
instead of merely playing the parts of those heroes. She is each one of them. This text
comes across as a historical account describing the accomplishments of a famous
traveller or hero. The illusion, of course, is conveyed through the illustrations where

Grace appears in settings or costumes to indicate the way she played those parts
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rather than carried out the tasks mentioned in the text (see section 6.2.4). The
following linguistic choices relate to the text-type in aspects (1) and (2) of the ST.
i. The use of short and simply structured narrative sentences. The latter are

characterised by the frequent use of connectors such as "or" instead of commas.

She did not mind if they were read to her or told to her or made up
in her own head. She did not care if they were from books or on
TV or in films or on the video or out of Nana's long memory
(emphasis added).

Since this story addresses children who are most probably capable of understanding
personal pronouns, the repetition of characters' names, especially Grace, is done in a
systematic way. The interplay between the personal and proper pronouns usually
keeps the child closer to what is being narrated. For example, in the following
sentence, Grace’s name is mentioned twice and the personal pronoun she is used

once:
But most of all Grace loved to act pantomimes. She liked to be
Dick Whittington turning to hear the bells of London Town or
Aladdin rubbing the magic lamp. The best characters in

pantomimes were boys, but Grace played them anyway (emphasis
added).

iv. The consistent use of past tense in narrating the events (e.g. was, didn't, loved,

heard, went, wove).

Aspect (3) of the ST begins with the teacher telling the students that a play is being

cast.
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One day at school her teacher said they were going to do the play
of Peter Pan .... After it was all over, she said, "I feel I could fly all
the way home!"

"You probably could," said Ma.

"Yes," said Nana.

In this aspect, situation monitoring takes place. The plot starts to unravel and the
story reaches its climax with Grace being told that she could not play the part of Peter
Pan because she is female and black. The resolution of the denouement occurs with
Grace’s success in portraying the character of Peter Pan in the school play
(conclusion). In this part of the text, the dialogue between the different characters
takes place. Dialogue usually distances the author/narrator from being directly
involved in the narration. This is especially the case when a specific point of view is
being reflected in the text, as in the dialogue between Grace and her classmates and

that between Grace, her mother and grandmother.

In the TT, the same narrative descriptive text-type is employed. This includes the use
of connectors such as "" (or) and a systematic rendering of personal and proper

pronouns. However, the following comments may apply to the text-type of the TT.

i. As a result of using the substantiation “<s”, the scene-setter or the topic sentence
becomes part of the first paragraph, thus depriving it partly of its original emphasis

as a scene-setter for the whole story.

Arabic text:
S L al gy o aal Lo Wl 313 laxie (58 D« analll (aad Wil Gu ja
Al Jana (e S

Back-translation:

Grace is a girl who loves stories, (substantiation) she does not
mind if they are read to her or to told to her or made up in her own
head.
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i. In aspect (1), the use of substantiation and other evaluative devices seems to
slightly shift the text-type from a narrative descriptive into an evaluative narrative
descriptive in the TT, in which case situation management at the text's micro-level

seems to take place.

Arabic text:
o Leis Wl gy o aal Lle Wl 513 lasie 358 D gl casd ik Ly ja
S e Ganaill Wb juae OIS o w5 L LS Ll (s (g il
A 5l Lian 5 813 4y 3 5 Laa g sl S Y1 680

sV sl gl laas Ly Lo clelivay 585 Ganaill ) g LainsY)

Back-translation:

Grace is a girl who loves stories, (substantiation) she does not
mind if they are read to her or told to her or made up in her own
head. (substantiation) She does not care if they were from books
or on TV or in films or on the video or out of Nana's extensive
memory.

Grace simply loves stories. (substantiation) After hearing them, or
sometimes while they are still going on, Grace would act them out.
Taking into consideration that she chooses the most important
parts for herself.

The shift in text-type in this excerpt is related to the following reasons:

1. the occurrence of substantiation on three occasions (LS ¢4 <38). To connect
sentences in a simpler manner, the particle " 5" (and) may be used in the TT;

2. the use of expressions like "Ll Lle" (taking into consideration) is evaluative and
emphasises a piece of information which need not be emphasised in the ST. This
expression may be replaced with "Lals " which is the equivalent to "She

always," used in the ST.
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ni. In aspect (2), the translator chooses to highlight linguistically the fact that Grace
played the parts herself rather than carried out the actual tasks themselves. This
type of intervention on the part of the translator appears to an extent
unmotivated. The author of the original text keeps her distance perhaps to enable
the audience to notice that Grace played the parts rather than accomplished great
deeds from the illustrations. The illustrations depict Grace as wearing the
appropriate costumes. The following examples illustrate this point (a further

discussion of these examples will be given in section 6.2.3.3):

Arabic text:
cee AS prall QB B G il 58 (A G s
G piall il a Gl Alias & pKinll Cay Leand LineS wu ala
.
Gl Lalia ja 8La 36533 palall Apndall 50 (o35 aduiall 1a 3 4l
Ay G agtla juae (s

Back-translation:

Grace in the role of Joan of Arc on the Battlefield...

here she is weaving a web similar to that of a spider’s and acting
out the part of Anansi the ferocious spiderman ...

And here she is performing the part of a skilled doctor that saves
the lives of her patients who place them in her hand.

iv. To render some of the cultural references accessible to the target reader, the
translator opts for expansion in aspect (2), of which the following are examples.

1. "Troy" is rendered as " ) sl 33 5yl 41" (Legendary city of Troy).

2. "Hannibal" is rendered as "Jeluls Jhidl" (the hero Hannibal).

2. "Hiawatha" is rendered as"U sla jeall 343l 28" (Hiawatha, the leader of the Red
Indians).

3. "Mowgli in back garden jungle" is rendered as "xig) Jedl 3 s 5" (Mowgli in the

jungles of India).
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4. "Dick Whittington" is rendered as " ;i Lilsa ¢ siaiiy s <l " (Dick Whittington, the

mayor of London).

Expanding these cultural references does not necessarily mean they would cease to be
foreign to the TL reader. Since these references are imbued within western culture,
they are likely to invoke certain images in the mind of the ST audience, which, of
course, may not be the case for TT audience. However, expanding these references
may enable an Arab child to imagine or form a general idea of what they stand for in

the TT, especially through the continuous interaction between text and illustrations.

v. In aspect (3), the translator adds information which did not occur in the ST to
some verb-phrases. Through the use of prepositional phrases with some verb-
phrases, the translator involves himself in what is being narrated more than is
actually required. The information he adds carries a value judgment not present in
the ST, of which the following are examples.

1. "Asked" in ("Are we going to the ballet, Nana?" asked Grace) is translated as
"Gsd 8 o el (Grace asked with excitement). A more appropriate
translation would be "lias w s <l (Grace asked her grandmother).

2. "Thought" in ("I can be anything I want," she thought) is translated as " A <l
is¢" (she said with delight). A more appropriate translation would be "< S
"(thought).

3. "Said" in ("You were great," said Natalie) is translated as " J J CJd Glae] A5
"dadse il dadae ™ (Natalie said to her in admiration 'you are great, you are
great'). A more appropriate translation would be "4xil ; <€ a8} @ M SlE " ("You
were great," said Natalie).

4. (After it was all over, she said, "I feel I could fly all the way home!") is translated

as (‘slsed 35 ila Cunl s Un (e Adlsall adad aalaiad il el soles B Gus G a)
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(Grace declared with happiness: I feel I could cross the distance from here to the
house flying in the air). The use of the verb-phrase " 2" (she declared) and the
prepositional phrase "sslaw 3" (with happiness) is not very accurate in this context.
Also, Grace's utterance in the TT is quite long and seems to be like a word for
word translation of the English text. To render the above sentence in a clearer and
simpler manner in the TT, the prepositional phrase may be deleted and Grace's
utterance may be translated using an Arabic expression which is more or less

equivalent in meaning to "to fly all the way home" used in the ST:

"Aad el S s e

Back-translation:
"I feel I could jump for joy," said Grace.

6.2.3.3 Discourse

In Amazing Grace, discourse is of the committed type, with racism and, to a lesser
extent, gender discrimination being the concern of this commitment. Throughout the
chapter, several textual, para-textual, structural and cultural micro-signs which make
up the story's discourse were discussed, especially as they pertain to register,

pragmatics and text-type.
In this section, some of the linguistic choices which may directly or indirectly affect

the cohesion and coherence of the translated text will be discussed, especially in

relation to lexical items and consistency of style.
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« Lexical items

Example 1

The title Amazing Grace is translated into Arabic as “4usall ja ;2”. One of the
semantic components of the lexical item "4uasll" means odd or strange. So, when first
encountered, the title of the TT could give a meaning which is not intended in the ST.

A more appropriate translation to the meaning implied in the ST would be “_w >

i laxal”. The lexical item "4da )" seems to provide a more adequate connotation of
the SL word.
Example 2

In "And she always gave herself the most exciting part,” the lexical item “exciting” is

rendered in Arabic as "aal" (important). This translation is not very accurate.

Although this fact does not affect the overall meaning of the sentence. To provide a

et

closer meaning to "exciting" in the TT, the lexical item "s 4" or "\&, 325" may be used.

Example 3

In "She sailed the seven seas with a peg-leg and a parrot," the lexical item "peg-leg" is

rendered in Arabic as "sasl; Ja ' (with one leg). A peg-leg means a wooden leg,

thus, it could be rendered in Arabic as "4uwis Ja 5"

249



Chapter Six: The Translation of “ Amazing Grace” as a Case Study

Example 4

In "Mowglie in the back garden jungle," the lexical items "back garden" is deleted
from the Arabic text (aigdl Jled 3 s e Jhay 3-8 o4 4 Lag). The use of "back
garden" in the ST seems to create a discourse of familiarity which would appeal to the
child reader. To render this micro-sign in the TT, the translator may add Ly s &

'48lall (in her back garden) to the above Arabic translation.

Example 5

In "But most of all Grace loved to act pantomimes," the lexical item "pantomimes" is
rendered in Arabic as "islay) <A< Al cld" (perform mimic movements). This
translation fails to reflect what “pantomimes” stand for in Western cultures nowadays.
Pantomimes reflect a culture-bound discourse; thus, it will be foreign to the target
reader where such plays do not exist. As a main theatrical entertainment during the
Christmas season, pantomimes convey stories through bodily or facial movements
accompanied by a verbal text and music, and are mainly based on fairy-tales and

feature topical songs and dances.

To make the meaning of "pantomimes" more accessible to the target reader, it may be
possible to say " amall Dl ye s 8 b g ad S Sla ) 3 531 1" (to perform
the parts in pantomime plays which take place during Christmas). This translation,
although would still be foreign in the TT, may enable the child-reader to imagine that

pantomimes are some sort of theatrical plays.
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Example 6

In "One day at school her teacher said they were going to do the play of Peter Pan,"
Peter Pan is rendered in Arabic as "3 ,all Ja )l = oL " (Peter Pan - the fictitious
man). Since Peter Pan is one of the main cultural references in this story, the
translator opted for expansion by adding " 3 ) Ja J" (fictitious man) to the TT.
This translation is inaccurate because Peter Pan is famous for being a boy who never
grows up. A more appropriate form of expansion may be achieved by saying "L jiu

&l Jakll =" (Peter Pan - the fictitious boy).

Example 7

In ("All right," said the teacher), the lexical item "All right" is rendered in Arabic as
"k (delicious). "wuk" is usually used in some Arabic dialects to mean "all right",

however, using it in a written text to reflect the same meaning is not very accurate,

thus, a more appropriate translation would be "lwa" (all right).

Example 8

The lexical item "auditions" is rendered in two different ways in the TT. In "Lots of
you want to be Peter Pan, so we'll have to have auditions," the lexical item

"auditions" is rendered as "4 23" (experiment, test or trial). In "On Monday they had
the auditions", "auditions" here is rendered as "Juall 3 L ja5 La 2" (experimental
performance in acting). Since there does not seem to be an equivalent to "auditions"
in Arabic, the second translation is clearer and probably more accurate than the first
one. By resorting to expansion in "Ju<ill i L ya0 L e." the translator unpacks the

meaning of auditions in the TT.
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Example 9

In ("Are we going to the ballet, Nana?" asked Grace), the lexical item "ballet" is

rendered in Arabic as "4Jull 448 )" (ballet dance). Adding "4.a8 )" (dance) to the TT is

not needed because ballet as a form of dance is known in the Arab world.

Example 10

In "a beautiful girl dancer in a tutu," the lexical item "tutu" is rendered in Arabic as
"oalall Al a8 ) Wl (the special dress for ballet dancing). This translation contains

some redundant information which could possibly be avoided by saying: "4dull _.l"

(ballet dress) since Arabic lacks an equivalent to "tutu".

Example 11

In (Their teacher let the class vote on the parts), the lexical item "vote" is rendered in

Arabic as "aui " (to evaluate). "Vote" could be rendered more accurately as "<y soaill"

(vote) in the TT.

Example 12

In "The play was a great success and Grace was an amazing Peter Pan," the lexical
item "amazing" is rendered in Arabic as " L Jl&l" (with great talent). This

translation does not render the emotiveness and force of the adjective "amazing" in

the TT, thus, it may be rendered more appropriately in Arabic as'"(Jiaae ol i

(amazing Peter Pan):
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Laase g i puos S las laal s el QS

Back-translation:
The show was very successful and Grace was an Amazing Peter
Pan.

» Consistency of style

The following micro-signs were rendered inconsistently throughout the process of

translation.

1. In the TT, there is a shift in tense?. This shift breaks the flow of the narration and
reflects inconsistency in the style adopted by the translator. In the ST, the author
opts for the past tense throughout the story, thus, the chronological order of
events expected in stories addressing young children is established clearly. In the
TT, the case is quite different. In each aspect of the story, the translator employs

a different grammatical structure. These structures may be explained as follows.

1. The scene-setter and aspect (1) are rendered in the TT using historical present (i.e.
present tense). Historical present in literary texts seems to add an element of
universality to what is being narrated, as if the latter is true anytime anywhere.
The element of time seems to be suppressed in the text. Using the present tense in
the TT somehow strips Grace of her identity as part of a certain society at a
certain point in time. Grace seems to become an eternal character which
represents any girl anywhere and at all times. She seems to symbolise girls of her

age who enjoy the same interests.

2Arabic is aspect oriented and English is tense oriented. However, for the purposes of this
section, I will use tense for both English and Arabic.
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English text:

Grace was a girl who loved stories.

She didn't mind if they were read to her or told to her or made up in
her own head. She didn't care if they were from books or on TV or in
films or in the video or out of Nana's long memory. Grace just loved
stories.

Arabic text:
o sl Leis g o aal Lo Wl 5 1Y e (5,8 M8 L acalll cad ik o e
o S e gaatll Gl juae S o) a3 Ll LS LA (maa (e S
Al 5l Lian 5 S0 4y 355 Laa | il S Y1 5 0
coanalll qald Al JS G s

Back-translation:

Grace /s a girl who loves stories, (substantiation) she does not mind if
they are read to her or told to her or made up in her own head.
(substantiation) She does not care if they were from books or on TV
or in films or on the video or out of Nana's strong memory.

Grace simply /oves stories.

To render the past tensein the TT, it may be possible to add "<uls" (she was) or its
derivatives to some of the Arabic sentences or change some of the verbs used in the

TT from the present to the past tense:

sl ot il s BAE

Ledld Gane o cilS )l Ll f asl Lo Wl 513 53 asie 005 ol
sl ol DY g 3 ) S e panaill W juaa OIS o f365 OS5 ol
G 5) Leiaa 5 €13 4 A 5 Lae

sl ad Al JSy Ga s Sl

In some parts of aspect (1), the translator also replaces past tenses with verbal nouns.

For example:

English text:
And after she had heard them, or sometimes while they were still
going on, Grace would act them out.

Arabic translation:
Lol a gl Gaadl ) g lany) ol s Ulal | Gl plaw o 68
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Back-translation:
After hearing the stories or sometimes while the stories are still going
on she acts them out.

To render this sentence in the past tense, it may be possible to add the particle " 3"

and the verb "<uls" to the above Arabic translation:

el o565 Leal) gLl W n Ul §f ol g law oy cils 8

ii. In aspect (2) the text bccomes like a caption to the illustrations. The translator
turns something which is dynamic into static and noun-like, therefore, non-action
oriented. As a result, the text ceases to be part of the narrative. It becomes more
like a comment on, or a description of, a picture in a book. This creates an
interpretative impact which fractures the flow of the text. Instead of the past tense
used in the ST, the translator opts for a number of other different textual choices,

of which the following are examples.

a. The use of nouns.

English text:
Grace went into Battle as Joan of Arc ...

Arabic text:

Back-translation:
Grace in the role of Joan of Arc on the Battlefield ...

b. The use of the deictic "ala" (here she is) at the beginning of some of the

sentences.

English text:
and wove a wicked web as Anansi the spiderman.
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Arabic text:
co Al gl sl 5 Gl ABee & piSiall Cag Lgand LS i A4

Back-translation:
here she is weaving a web similar to that of a spider’s and acting out
the part of Anansi the ferocious spiderman.

c. The use of deictic " " (here she is) and demonstrative pronouns

English text:
She Aid inside the wooden horse at the gate of Troy...

Arabic text:
EJ‘J_)J: ‘Ll:i.l.a b PLA! QLA;EJJ..A gﬁ‘f_i;]'l L:,_s.lhajl (KT J;].}Jg.hu)
verdy sk

Back-translation:
here she is inside this wooden box like a horse in front of the
legendary gate of Troy.

d. The use of demonstrative pronouns.

English text:
she crossed the Alps with Hannibal and a hundred elephants ...

Arabic text:
1 jducis aBlas (san) 3 V1 Jus aday Jelyila Jhadl )50 Jiay 2¢e 138
e JLsY) il

Back-translation:
and this is a scene depicting the part of the hero Hannibal crossing the
Alps in one of his campaigns led by thousands of elephants ...

e. The use of present tense.

English text:
She was Hiawatha, sitting by the shining Big-Sea-Water
Arabic text:
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%ﬁ])ﬁ!ﬁhﬂ‘_};ﬁiuuu&&}ajujm fﬂ!d}j«ilﬁlﬁ)}d&ﬂu&fﬁ

Back-translation:

Grace plays the part of Hiawatha, the leader of Red Indians, on the
banks of the big shining sea water

f. the use of the present tense and the deictic "ala" (here she is) in the same

paragraph.
English text:
When there was no one around the house, Grace played all the

parts herself. She was a cast of thousands .... Then she was doctor
Grace and their lives were in her hands.

Arabic text:
b by o585 a8 501 G 4 i ol 3 sl G s e Lasie
sl 35 3 alall Al 50 (555 adaiall 138 AL alag ... LIS 530
oy agla juas s 0l Wl e

Back-translation:

When there is no one around the house to play some of the parts
with her, Grace would perform all these parts .... And here she is
performing the part of a skilled doctor that saves the life of her
patients who place it in her hand.

To keep the flow of the narration, it may be possible to render the above sentences in

the past tense, as follows:

a. ... S galS @ el Gu s Guals g

b. «pSanll Ja ) oaulilS Bakae 480l Ciaii

C.vo g €l el il e Lulls U gla yeall 3 gigll 36 il
d. e b Bley Jelisia Jladl Lmamy G Jin 1y

€. v Ay skl 3355k dine gl Jle 880 Glasd Jals cliaal
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In the suggested re-translation, an attempt is made to create a verb-based narrative
which, at the same time, renders the interaction between text and illustration in the
way it is presented inthe ST. Thus, the description derived from the illustrations is
removed from the translation. However, the textual choices which the translator adds

as a form of expanding some of the cultural references are kept.

. In aspect (3), the translator renders the events in the past tense as in the ST. The
use of the past tense in this aspect contradicts the use of the historical present in
the scene setter and aspect (1) and the use of the different grammatical structures
in aspect (2). Stylistically speaking, the chronological order of events is not

rendered appropriately in the TT.

English text:
One day at school her teacher said they were going to do the play of
Peter Pan. Grace put up her hand to be ... Peter Pan.

Arabic text: )
— GHAN Jal = ol i s O sBians LBl s Wil Lealea 2 pam oL a1 3,5
A sl 138ty of Al Ly @d g Gus e jlud

Back-translation:

One day her teacher announced that she and her classmates were going
to play the part of Peter Pan, the fictitious man. Grace hurried to raise
her hand asking to be given this part.

2. In addition to the inconsistency in rendering the tense, the TT contains many
other linguistic choices which may break the flow of the narration, create long
sentences or add information which is not needed for the understanding of the
story or did not occur originally in the ST. To illustrate some of these linguistic

choices, the following examples will be discussed.

258



Chapter Six: The Translation of *“ Amazing Grace” as a Case Study

Example 1

English text:
The best characters in pantomimes were boys, but Grace played them
any way.

Arabic text:
Lo psiy S oo Le bl Cans Al Ailag)) @S jall b ciluadil) Juail (<1
Aaada 30 US IS0 5all 138 Gy ol iy L S30 Jlakayl

Back-translation:

But the best characters in the pantomime movements which she likes
to perform are those performed by male boys. And Grace performed
this part with great talent, of course.

The following comments may apply to this translation:

1. using two lexical items “_ S3 JukY!” (male children) in translating “boys” is quite
redundant. Rendering "boys" as “¥ ;¥ (boys) would be sufficient in the TT;

2. rendering “played them anyway” as “lLaihaseli€ J< j5all 138 Gua <l 857 (And
Grace performed this part with great talent, of course) contains some information
which gives a value judgement not present in the ST. This results from adding
“31iS 7 (with great talent) and “lLsk” (of course) to the Arabic text. This
sentence could be rendered more appropriately in the TT as “ e Ll S a S5
Js 4 (but Grace played them any way);

3. rendering “them” as “ sall \aa” (this part) instead of “ ) s3¥! s3a” (these parts) is
grammatically inaccurate. The translator fails to recognise that sl 137 (this
part) is supposed to be plural instead of singular since it refers to "luas il
(characters);

4. repeating “Aal” and “a 54”7 in "ask SV o L Sl (s (likes to perform are those

performed) is redundant and seems to break the flow of the narration.
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The above English text may be rendered in Arabic as:

OSly Y Y Gliads o AilaY! Gl juedl 3 Clpaddl ol cuils
oAl e el s

Back-translation:

The best characters in pantomime plays were the ones played by
boys. But Grace played them anyway.

Example 2

English text:

One day at school her teacher said they were going to do the play of Peter
Pan. Grace put her hand up to be ... Peter Pan.

Arabic text:
— oA da i = Gl 0 O sBiass LeDha ) Ly Lalna Coa Wl sl
e sal 138 diy o s by ad e el

Back-translation:

One day her teacher announced that she and her classmates were going
to play the part of Peter Pan, the fictitious man. Grace hurried to raise
her hand asking to be given this part.

In addition to the inappropriate information which describes Peter Pan in the TT as
" Sal Ja 0" (fictitious man), the following comments may apply to the above
translation:

1. rendering the verb phrase "said" as "z »=" (declared or announced) is not very
accurate in this context. "Said" could be translated more appropriately as "aa nal"
(told them) or "J&" (said) in the TT;

2. adding "Ly o Ll " (that she and her classmates) to the TT is quite
redundant, it may, therefore, be replaced with “(ae-'li—)” (that they) in the Arabic

translation;
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3. rendering “the Play of Peter Pan” as “(u jin 33" (the part of Peter Pan) seems to

miss the point that the teacher is talking about a whole play and not just one part
called Peter Pan, as the TT seems to imply. So, replacing " 5" (part) with

"4y 1s more accurate in the Arabic text, especially since this play is being
mentioned for the first time in the story. Also, using "L s 4a " in the TT may
allow the translator to repeat "l jiw )s2" at the end of the sentence instead of just
saying " sl 12" (this part);

4. rendering "Grace put her hand up be ... Peter Pan" as 4dUs by 28 5 s e jld’
"Led ysall 13 2y of  (Grace hurried to raise her hand requesting to be given this
part). The structure of the TT is more complex than that of the ST. This is
probably because of the use of the lexical items "<e jL" (hurried to) and "4U"
(requesting) in the Arabic translation. Using a simpler structure in the TT would

have been sufficient, for example " b jin s caalil Ay Lu s Caxd )" (Grace raised

her hand to play the part of Peter Pan).

The above English text may be translated as:

sl = G s dam s O sliap wels L jaall 8 Lealea aa al pUY1 sl
bR )0 e Bl By Guyja Cand L AT

Back-translation:

One day her teacher at school told them that they were going to do
the play of Peter Pan - the fictitious boy who never grows up.
Grace raised her hand to play the part of Peter Pan.

Example 3

English text:

On Monday they had the auditions. Their teacher let them vote on the
parts. Raj was chosen to play Captain Hook. Natalie was going to be
Wendy. Then they had to choose Peter Pan.
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Arabic text:
Al ey Jiaill B L ya Lia e gt yoe (3 20030 sl Y ags hs
o33 z)s el Al Aleall o3 Py 550 S e a6l ja) aleall gl -
AL a8 e R Ol i 50 s gy s Gl el el

Back-translation:

On Monday, they had the auditions at her school and during that, the
teacher suggested that they evaluate each part, and during this
process, Raj took the part of Captain Hook and Natalie chose to play
the part of Wendy. And the part of Peter Pan remained waiting for
whoever was going to play it.

The following comments may apply to this translation:

1.

as a result of the abundant use of cohesive devices, there is a break in the flow of
the narration. Using the connectors “clid ¢ 57 (during that) and “4dleall s2a A §”
(during this process) which more or less have the same meaning close to each
other in the Arabic text is quite redundant. These connectors could be replaced
with the particle “ " (and) and the substantiation “<", respectively, in the TT. In
this context, the substantiation "&" is used to indicate a logical consequence or a
result;

translating "Natalie was going to be Wendy as “aus 50 Ju & ual” (Natalie
chose) seems to imply that Natalie is the one who “chose” to play the part of
“Wendy.” Since the children voted on the different parts, then, Natalie “was
chosen” to play this part. So, the above ST sentence may be rendered in Arabic as
"y s Js @ial " (took the part of Wendy),

translating “Then they had to choose Peter Pan” as “a st (e &5 b fiw H90 Ay
alicy 7 (and the part of Peter Pan remained waiting for whoever was going to play
it) is quite complex and also seems to "personify" Peter Pan's part. This sentence
could be rendered in a simpler manner by saying “(w 1505 o) agle OIS GlD a2y

U sin s =l ” (Then they had to choose who is going to play the part of Peter

Pan).
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The above English passage could be rendered in Arabic as:

O plaall agle = 815 Juaill (3 Ly jaS Lia e 2300 (g ) ) o5 (B
Sy gy s M @isly A ol s g, 8l W e 1 g say
(b 9 canlis e 15 )8 o pede OIS Gl

Back-translation: -

On Monday the children had the auditions and the teacher
suggested that they vote on the parts. As a result, Raj took the
part of captain Hook and Natalie took the part of Wendy. Then
they had to choose who was going to play the part of Peter Pan.

Example 4

English text:
Grace knew exactly what to do - and all the words to say. It was a part she
had often played at home.

Arabic text:
A o s g3 ) el SIS Gy g cdn plll Ledde Cang Le Lalad iy g ya S
Jadls Lgin 4 s la a clld GY Mg ol Caray il

Back-translation:

Grace knew exactly what she had to do, and also knew the dialogue she had
to perform. She found that easy because that was what she always used to
do at home.

The following comments may apply to this translation:

1.

using “eLIX i ja3 57 (she also knew) is somehow redundant and could be replaced
with the particle “ 5” (and),
using “elld oY g I3 Gaay 28 (she found that easy because that) in the TT

creates some sort of value judgement and adds information which did not occur in

the ST. Also, the use of two tokens of “2ll” (that) close to each other breaks the

flow of the narration.
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The above English text may be translated into Arabic as:

A O g Al )l 54 ALl Lede ang Le Lalad G el gy ja CiilS
Lt b sl 13 Cunld Lalllal g

Back-translation:
Grace knew exactly what she had to do and the dialogue she had
to perform as she had often played this part at home.

Example 5§

English text:
The she was Doctor Grace and their lives were in her hands.

Arabic text:
O $raay ;Huhul*‘a_)‘al:r_\ et ;,r”‘“ BJ&L‘..“ i_:.ul:d! BE} Lé‘J_‘}:tL‘i"\] KYY L_,ﬁ gbh_g
Aay B agila juae

Back-translation:

And here she is in this scene performing the part of a skilled doctor
who saves the life of her patients who place their lives in her hand.

In addition to the shift in tense as a result of using deictic " aW" (here she is) instead

of the past tense, the following comments may apply:

1. the repetition of ":La" (life) and "agilia" (lives) close to each other in the Arabic
text is redundant;

2. using the prepositional phrase "y 2" (in her hand) to translate "in her hands" is
not accurate in this context. A more idiomatic prepositional phrase could be "»
" (between her hands);

3. the use of "Doctor Grace" in the ST seems to convey a discourse of "fun" and
adds to the story an imaginative dimension to which the child-reader may be

drawn. Rendering “Doctor Grace” in Arabic as s alall Akl 40 5053

(performing the part of a skilled doctor) seems to have a more "serious" tone,
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thus, the ST discourse is lost in the Arabic translation. However, "Doctor Grace"

may easily be rendered in Arabic as " » 4aulll".

The above English sentence may possibly be rendered in Arabic as:

e On legila GilS 5 G » Al Caal lavie

Back-translation:

and then she became Doctor Grace and their lives were between
her hands

Example 6

English text:
And after she had heard them, or sometimes while they were still going on,
Grace would act them out.

Arabic text:
ebiiaiy o g anaill ) g Lau¥) ol e Uhal 5 Gaaill g les day 6

Back-translation:
After hearing the stories or sometimes while the stories are still going on,
she acts them out.

The use of " uawadll' (stories) twice in the Arabic translation is not needed. The second
"asaidl" may be replaced with a pronoun affixed to the preposition " " (to) as in

"LHI!II‘

Example 7

English text:
After the ballet, Grace played the part of Juliet, dancing around her room in
her imaginary tutu.



Chapter Six: The Translation of * Amazing Grace” as a Case Study

Arabic text:
Ll Aliatia 4d jall 3 Gl i a g Cudga )50 el g GO AU e Whage e
coalall A Agd ) (uld Guils

Back-translation:

After coming back from the ballet, Juliet played the part of Juliet while she
was dancing in her room imagining herself wearing the special dress for
ballet dancing.

The following comments may apply to this translation:

1. using “cuydsa” (Juliet) twice in the TT is inaccurate. The first “cud o2 (Juliet)
should be replaced with “_u 2" (Grace);

2. translating “imaginary tutu” as “_alall adull dad ) Guld als Wil Alase” (imagining
herself wearing the special dress for ballet dancing) contains some redundant
information. “Imaginary tutu” may be possibly rendered as “ sl (55 5 Lol Alasia

40U (imagining her self wearing the ballet dress).

The above English sentence may be translated into Arabic as:

L e b oal 5 daly Culn )50 Guoas Cund A e Wase days
A G (o5 5 e Alsiia
Back-translation:
After coming back from the ballet, Grace played the part of Juliet.
She danced in her room imagining herself wearing the ballet dress.

The mother and grandmother's contentment and happiness at Grace's success 1s

reflected in the joyous and happy illustration at the end of the story.
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6.3 Summary

After applying the four categories of the framework of analysis to Amazing Grace
and its translation into Arabic, it may be possible to conclude that a thorough
understanding of the ST is required before translating it into the TT. This story
reflects a western setting and encompasses a number of messages. In conveying these
messages, whether explicitly or implicitly, the author opts for various cultural, textual
and para-textual micro-signs. Understanding the role of these micro-signs may enable
the translator to present the TT reader with a text which is as domesticated as
possible, places emphasis where is needed, renders what is implicit/explicit in the ST
in the same way in the TT, unless there is a reason to do otherwise. In some cases, for
example, repetition as a micro-sign in the ST has an implicit pragmatic role, thus, the
translator is expected to render this sign inthe TT to create more or less the same

pragmatic force.
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Conclusion

By developing a framework of textual analysis, the present research has tried to outline
some of the issues involved in the translation of English stories into Arabic. The aim has
been to suggest that before a children's story is translated into another language, it may
be useful to understand what the main components of this story are and how they may
be rendered in an “appropriate” manner for a TL reader. A story’s components are
treated as macro- and micro- signs which interact to give both the ST and TT their final
shape. Those signs have been classified under four main headings: register, pragmatics,

semiotics (genre, text-type and discourse) and illustrations.

The analyses undertaken in this thesis have revealed a number of points which are

outhined below.

1. The importance of taking the linguistic and cultural elements of the text into
consideration to provide a "balanced" rendering which pays adequate attention to

both the ST and TT without being partial to one over the other.

2. The complementary nature of the components of the framework. When put together,
the components give a linked theoretical basis which achieves some sort of
integration. Each component alone would accomplish little, or would account for
limited textual and cultural factors, but every component has its role and, at the same
time, reinforces the others. Register provides a general description of the language
used in the text. This language itself is the outcome of the interaction between the
various contextual dimensions. For example, the manner in which macro- and micro-
messages are constructed (the pragmatic dimension) depends on the social occasion
(genre) which, in turn, determines the role of the text-producer in this social occasion

(text-type). Pragmatics, genre and text-type are linguistically realised in discourse
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(the various textual and structural signs at the text's micro-level). The meaning of the

text is also visually realised in the illustrations.

3. The special nature of message construction in stories which address young readers.
This manifests itself in the manner through which the author presents and structures
the events, themes and characters of the story. It has been argued that English writers
tend to adopt a child's discourse. In the Whales’ Song, Amazing Grace and Bully for
example, the authors have embedded their messages by opting for certain
characteristics and settings, where more empbhasis is placed on how a child would see
things rather than an adult. Issues of racism, sexism, equality, protecting whales and
bullying are presented in a an implicit manner through the interaction between

characters, themes and micro-signs.

In Arabic stories, the case is quite different. Arabic writers tend to adopt an adult
discourse when addressing children. Authors reside outside the confines of the text
acting as the voice of authority and presenting messages from an adult point of view.
So, the author is more like an instructor than a story-teller. "4<ll 5 sLaall" (the Mother-in-
Law and the Daughter-in-Law) and the collection of stories about a boy called Taariq
have been clear examples of how messages are constructed for the child reader.

Messages tend to be conveyed in an over stated and didactic manner.

The analyses have also revealed that in some of the stories written originally in Arabic
or translated from English into Arabic, a cultural and textual gap seem to exist between
the child-reader and the story. This gap may be attributed to what can be described as a
"general cultural attitude" towards Arabic CL. This attitude has implicitly associated CL
with the desire to indoctrinate. A children's story is expected to be written in standard
Arabic instead of the vernacular. It is also expected to teach the child something. These
two attitudes are affected by a third attitude which implies that the Arab child should be

exposed only to certain topics. So, the whole situation of Arabic CL has imposed
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constraints on writers/translators for children, which have affected both the literary style
and the pragmatic dimension of CL, limiting the kinds of themes presented to the Arab

reader.

Understanding the macro-intention, or the message/s behind the text, may enable the
translator to determine how such message/s may be received by the TL reader. In some
cases, the macro-intention of the ST may be foreign to the TT. This may mean that
other messages are given more prominence in the TT than those emphasised in the ST.
For example, in the Whales' Song, translated into Arabic as " sl 4l an Arab reader
may understand the macro-intention to be about emphasising the close relationship
between Lilly and her grandmother but the reader is unlikely to understand this story to
be about protecting sea life, as is the case in the ST. Also, in Amazing Grace, translated
into Arabic as "duaall Ly ;2" the macro-intention for an Arab reader may be the
importance of talent to fulfil dreams rather than as an anti-racist story. For a message to

be understood and appreciated, it has to be viewed within its context of occurrence.

Micro-signs as instances of micro-intentions play a significant role in the process of
translation, especially in relation to the overall meaning of the text. Rendering these
micro-signs in the TT depends on how context-specific they are. Some of these micro-
signs may be regarded as an outcome of the text's generic requirements. In historical
picture-books which reflect a certain period, for example, the translator may opt for
textual choices which reflect the cultural characteristic of the ST in the TT (e.g. the use
of "Sug" and Allah instead of "market" and "God", respectively, in Simpleton and the
Tricksters). Other micro-signs may be considered as part of the characterisation of the
story such as "Scrooge" in Christmas Carol. Rendering this lexical item as "z 5 S in

the TT has failed to reflect its pragmatic meaning for the TL reader.

Generally speaking, a translated story is highly likely to contain elements which may be

foreign for the TL reader. Creating a text which is totally domesticated or totally
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foreignised is not the main concern of this research. The main concern has been with
trying to find where we are supposed to domesticate and where we are supposed to

foreignise and why.

4. Illustrations reinforce the message by establishing connections between the textual
and visual materials. An account of illustrations is also expected to be consistent with
the other components of the text within the pragmatic and semiotic dimensions of
both the ST and TT. This is mainly because language and illustrations are socio-
culturally based. The kind of visual messages understood by the SL readers may vary

from what the TL readers are accustomed to or capable of understanding.

5. Developing a framework of analysis does not necessarily mean that all translation
problems related to CL are accounted for within the components of the framework.
However, this framework may guide the fundamental steps in the translation
process. After analysing the ST, the translator may then decide how to deal with the
sequential problems which are linked to the TT. The application of the framework to
some texts, especially to the translation of Amazing Grace in chapter 6, has shown
that there are in fact translation problems and considerations linked to both the

macro- and micro- levels of the text.

6. The present research is an example of how children's stories may be approached.
However, further aspects of CL are worthy of investigation. My study is merely an
attempt at studying how meaning is constructed in translated CL within a given
context. Studies which deal with the child’s linguistic skills in relation to CL are
urgently needed. These studies may allow Arab writers/translators to chose
vocabulary which not only corresponds with the child’s linguistic ability, but may
also be used as a means for reflecting the pragmatic meaning of some of the textual

choices of the story.
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Grace was a girl who loved stories.

She didn’t mind if they were read to her or told to her or made up
in her own head. She didn’t care if they were from books or on TV
or in films or on the video or out of Nana's long memory. Grace just
loved stories.

And after she had heard them, or sometimes while they were still
going on, Grace would act them out. And she always gave herself the
most exciting part.



Ip———————_UL

LS Al BN e e

Grace went into battle as Joan of Arc . . .
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and wove a wicked web as Anansi the spiderman.
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at the gates of Troy . . .

she sailed the seven seas with a peg-leg
and a parrot.
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she crossed the Alps with Hannibal
clephants . . .

\l i

and a hundred
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She was Hiawatha, sitting by the shining Big-Sea-Water

and Mowgli in the back garden jungle.
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When there was no-one else around, Grace played all the parts herself.
She was a cast of thousands. Paw-Paw the cat usually helped out.

And sometimes she could persuade Ma and Nana to join in, when they
weren’t too busy. Then she was Doctor Grace and their lives were in
her hands.
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One day at school her teacher said they were going to do the play of
Peter Pan. Grace put up her hand to be . . . Peter Pan.

“You can't be called Peter,” said Raj. “That’s a boy’s name.”

But Grace kept her hand up.

“You can’t be Peter Pan,” whispered Natalie.""He wasn’t black.”

But Grace kept her hand up.

“All right,”” said the teacher. “Lots of you want to be Peter Pan, so we'll
have to have auditions. We'll choose the parts next Monday.”
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When Grace got home, she seemed
rather sad.
“What’s the matter?” asked Ma.
“Raj said I couldn’t be Peter Pan because
I'm a girl.”
“That just shows all Raj knows about it,”
said Ma. “‘Peter Pan is always a girl!”
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Grace cheered up, then later she remembered something cl.su,

“Natalie says I can't be Peter Pan because I'm black,™ she said.

Ma started to get angry but Nana stopped her.

“It seems that Natalie is another one who don’t know nothing,” she
said. *“You can be anything you want, Grace, if you put your mind to it.”
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Next day was Saturday and Nana told Grace
In the afternoon they caught a bus and a traj
Nana took Grace to a grand theatre. Outside
TROSALIE WILKINS in ROMEO AND JULIET™ in be
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they were going out.

ninto town.
it said,

autiful sparkling lights.
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“Are we going to the ballet, Nana?" asked Grace.
“We are, Honey, but 1 want you to look at these pictures first ™
Nana showed Grace some photographs of a beautiful young girl d

ancer
N a tutu. “STUNNING NEW JULIET!™ it said on one of them,
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After the ballet, Grace played the part of Juliet, dancing around her

room in her imaginary tutu. 1 can be anything I want,” she thought.
. “I can even be Peter Pan.”
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“That one is little Rosalie from back home in Trinidad "
said Nana. “‘Her Granny and me, we grew
She’s always asking me do I want tickets tc
so this time I said yes.”

up together on the island.
> see her littde girl dance —

\
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On Monday they had the auditions. Their teache
parts. Raj was chosen to play Captain Hook. N
Then they had to choose Peter Pan.

Grace knew exactly what to do — and all the words to say. It w
had often played at home. All the children voted for her.
“You were great,” said MNatalie.

r let the class vote on the
atalie was going to be Wendy,

as a part she
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The play was a great success and Grace was an amazing Peter Pan.
After it was all over, she said, "I feel as if 1 could fly all the way home!™
“You probably could, ™ said Ma.

“Yes, " said Nana. “If Grace put her mind to it - she can do anything
she wane. ™



