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ABSTRACT

The effect of globalization and the increasing demands on the job market have
induced many countries in the world to introduce reforms aimed at streamlining
their higher education curricula. The demand for a more flexible workforce with
high skills (competencies) in problem solving, team work and project management
has been on the rise in recent years and the incorporation of competency-based

curriculum has emerged as a necessity in the higher education sector. However, in

SAKWE GEORGE
MBOTAKE spite of the growing popularity for the need to prepare graduates for the workplace,

the actual academic culture and formative processes are still resistant to these new
exigencies. The aim of this paper is to analyze in what manner competence and
competence-based learning are being currently implemented in the Advanced
School of Translators and Interpreters (ASTI) of the University of Buea in Cameroon.
Competency dashboard indicators from best practice frameworks are used to assess
ail 1 SK2f RiaknEa levarsSfof §uSlity assessment in translation learning.
An opinion survey of 60 trainee translators and 12 instructors helped to identify
factors, instructional and otherwise which promote or inhibit the success of
competence-based education. The study posits that systemic and environmental
issues, as well as organizational, teaching and learning, assessment, and quality
assurance issues are germane to the effective implementation of generic and
specific competencies. The ensuing proposals advocate for a responsive translator
training and education that is more personalized and adaptive to address higher
SRdzOI A2y Qa OKIffSyasSa 2F | 00Saax j dzI £ A G @&
students.

Keywords: Translator Education, Globalization, Translation Competence,
Competency- based approach, BMP system, Implementation

1. Introduction

LYONBYSylAy3 SRdzOFGAZ2Y L € O2yiSyida GKIFG O2NNBaLR
indispensable in educational reforms all over the world. This is the case of the Cameroon educational system
which adopted competency-based approaches (CBA) as part of the Bachelors, Masters, and PhD (BMP)
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reforms in 2006. These reforms address, among other issues, the needs and requirements for pedagogical
methods that valorize the teaching of both subject-specific and generic skills aimed at developing market-
oriented skills for improved employability of graduates. However, in spite of the growing need to prepare
graduates for the workplace, the actual academic culture and formative processes are still resistant to these
new exigencies.

As many professional translators continue to be employed in a wide range of contexts and in more
diversified forms, their work emerges not only as an alternative to established professional practice, but also
as a distinctive phenomenon, which most scholars in Translation Studies have yet to recognize as a noteworthy
area of study. Very few systematic analyses of this phenomenon have been carried out; hence there is a need
to increase research knowledge and bibliographical data in this area. In fact, as Pérez-Gonzalez et al, (2012)
opines in his seminal work on the subject, Translation Studies finds itself today at a stage where its traditional
focus on translator training and on the advancement of the status of translators as professionals, are no longer
sufficient to address the complSEA (i@ 2 F (i N wokk kithiatichNTEheQpreddd hrticle takes an in-
depth look at this relatively uncharted territory in translator training, which offers a number of insights into
what these new developments might mean for translator training and translation practice respectively.

The aim of this study is to assess the degree of empowerment of trainees for improved work-place
translation performance and in the management of increasing changes and challenges in the profession. To
what extent are CBA statement of objectives in the BMP understood and implemented in ASTI? To what extent
does the methodology used by Translator trainers in ASTI promote the acquisition of competences? What are
the factors that promote or inhibit the success of competence-based teaching and learning in ASTI? To what
extent is the assessment of the Translation curriculum in ASTI competence-based? How can the
implementation of the CBA within the framework of BMP be optimized in ASTI?

2. Literature Review

Competency-based education provides orientations towards designing learning experiences and
assignments that help students to gain practice in using and applying specific and life-long competences that
can be applicable in different work contexts. Four areas discussed in this section include: conceptual context
of competency-based education, policy context of competency-based education, competency models and
standard frameworks, and competency-based teaching and assessment.

2.1 Competences: Conceptual Overview

¢CKSNBE FINB 02YY2Yy $2NRa OGKFdG FNRaS | ONraa {(G(KS f A
GO02YLISGSyités SHOK 2F oKAOK KFa | dzyAljdzS RSTFAYAGAZ2Y |
competency is the capability to choose and use (apply) an integrated combination of knowledge, skills and
attitudes with the intention to realize a task in a certain context in which characteristics such as motivation,
self-confidence, and willpower are incorporated. On the other hand, competence is defined as the capacity to
FOO2YLX AaK WdzZL) G2 aidlyRFENRQ (KS {(Seée 20O0dzdmpatane y £ Gl
professional demonstrates a satisfactory (or superior) performance. The scholars further point out that any
given profession could be described by 20 - 30 key occupational tasks that are characteristic for that profession
(Hager & Gonczi, 1996).

The competences required by a profession are usually determined by studying the behaviour and
FOGA2ya 2F (GKS TFASt R®s ved,da2DQEE oW pizffessibdNPsHoddidedi@2bg b f 4 & L
reflection of the everyday practice of the field, and students are expected to be taught how to function in the
professional arena. The OECD (cited in Service Ontario, 2016: 9) contends that:

A competency is more than just knowledge or skills. It involves the ability to meet
complex demands, by drawing on and mobilizing psychosocial resources (including skills
and attitudes) in a particular context. For example, the ability to communicate effectively
Aa | O2YLISGSYyOS GKFG YIFe@ RNlg 2y |y
skills and attitudes towards those with whom he or she is communicating. (p. 4)

The concept of competency therefore, embraces the integration between specific and generic
competence (Gonzdlez & Wagena, 2003). Competencies can be domain-specific, relating to clusters of
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knowledge, skills and attitudes within one specific content domain related to a profession. Another group of
O02YLISGSYOASa Aa Ol étréieddd th 3lycéniedt Qoaind a8drhndzd Usilized i new
LINEPFSaarz2ylf &aAddzZd GA2ya 60GNIyaFSNIOIod ¢KS yFYS WiATFS
that these competencies, because of their transferability, are the basic set of capabilities for the life of today,

within and outside the profession. In this vein, knowledge is seen as an integrative capability.

2. 2 Policy Context of Competence-based Education

Competence-based Education (CBE) is described as a paradigm shift from WOf | 8a A Ol f SRdzO}

Significant developments in society in the past decades have led to different views about knowledge,
accompanied by an increased attention on the acquisition of competencies and competence-based education
and training (Kearns, 2001). CBE appeals to institutions for a variety of reasons, including Employability,
Accountability, Affordability, and Accessibility. As Gibbons (1998) rightly points out, the acquisition of
knowledge for its own sake is no longer the major aim of education and training, but the application of the
acquired knowledge. These mutations are even compounded in the ever-diminishing gaps between the
professional and classical aspects of education (Teichler, 1999). The need for educational contents that are
designed to respond to societal demands in business and industry is increasingly becoming a global initiative,
as research investigating and discussing competency-based education comes from all regions of the world.

In contrast to a long experience and background in other countries, competence-based initiatives in
Cameroon are at the early stages of development. In Cameroon, the BMP and CBA paradigms were integrated
in the university system following two ministerial texts: ministerial decision n° 06/0321/MINESUP/CAB/IGA/C)J
of 16" May, 2006 set the framework for the implementation of the BMP, and this was accompanied by the
ministerial circular n°07/0003/MINESUP/CAB/IGA of 19th October, 2007, which spelt out the general
modalities relating to the framework of the BMP system in higher education. According to the above circular:

La finalité du systeme LMD est tour a tour: le développement par la contribution a la
ONRPA&a&lYyOS RS fQSO2y2YAStVMBYLRYERE RSSHSHE
RSOSE2LIISYSY(d a20AFt 3 Odz GdzNBf SiG KdzYl Ay
OF RNB&a R2{Sa RQdzyS a2t ARS TF2NXNIGA2Yy OAl
YAfESYFANBXOGKS (g2 & GSNYLI O kddtSbutd thYha 2 F
O2dzy iNEQa SO2y2YAO 3INRGGK | yR -tuNMiraRata (S
human capital development through the training of a new generation of top executives
SYR26SR gAGK | &aiGNRy3I Y2Nrt olF&asS ] 1mR L
translation

Similar preoccupations in other countries have created a huge challenge for higher education
institutions around the world. As Campbell (2008) rightly points out, these innovations impinge on
management processes, curriculum renewal, attitudes to student centeredness, higher education scholarship,
governance arrangements, professional development, and industrial relations.

Governments and the wider public are increasingly concerned about the adequacy of the quality of
education and training, as well as economic and social profitability of the means invested in education
(Lobanova & Shunin, 2008). The basic premise is that knowledge is becoming a primary factor of production,
in addition to capital, labour and land (Morell, 2007). The distinctive characteristic of this new knowledge-
based economy is its dependence on human capital inputs, on knowhow and skill, competence, and expertise
(Choudaha, 2008).

2.3 Translation Competence Models

a2RSfa RSLIAOGAY 3T {KS ondHe Rabokstskils afid Ndrsynalify traitsdodédeskedl B 06 | &

by successful professionals in the field of translation. This view highlights the importance of translation
competence as the goal that is pursued in the teaching-learning process. However, the development of models
of translation competence is still in its infancy (Gopferich, 2011).
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Table 1. Some Translation Competence Models

Author

Year

Type of
Model

Sub-Competences or Skills

No of
Skills

Jean Delisle

1980

Pedagogical

linguistic competence, encyclopaedic
competence, comprehension competence,
and re-expression competence

04

Roda Roberts

1982

Pedagogical

Linguistic, translational, methodological,
disciplinary, and technical

05

Christiane Nord

1988

Pedagogical

text reception, text analysis, research,
transfer, text production, translation quality
assessment, and linguistic and cultural
competence

07

Anthony Pym

1992

Pedagogical

general professional knowledge

general knowledge: grammatr, rhetoric,
terminology, world knowledge, common
sense and commercial strategies

06

Daniel Gile

1995

Pedagogical

passive command of passive working
languages, active command of active
working languages, sufficient knowledge of
subject matter and knowing how to translate

04

Amparo
Hurtado

1996

Pedagogical

linguistic competence (in two languages),
extra linguistic competence, analysis and
synthesis, translational competence, and
professional competence

05

Hatim and
Mason

1997

Pedagogical

source text processing skills, transfer skills,
and target text processing skills

03

Albrecht
Neubert

2000

Pedagogical

language, textual, subject area, cultural, and
transfer competence

05

Schaffner &
Beverly

2000

Pedagogical

Linguistic competence, Cultural competence,
Textual competence, Domain/subject
specific competence, (Re) search
competence, and Transfer competence.

06

10

Olivia Fox

2000

Pedagogical

Communicative competence, Socio-cultural
competence, Language and cultural
awareness, Learning-how to learn and
Problem-solving goals

05

11

Dorothy Kelly

2007

Pedagogical

communicative and textual competence,
cultural and intercultural competence,
subject area competence, professional and
instrumental competence, attitudinal or
psycho-physiological competence,
interpersonal competence, and strategic
competence

07

12

~861 1 2 o]

(@]}

2010

Pedagogical

Core Translation competence
Linguistic competence:
World/Subject competence
Research competence

Tools competence

Cultural competence

06
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Stuart 2008 | Empirical Target language, textual competence, 04
/'YL ST | disposition, and monitoring competence.
13 | PACTE 2011 Empirical Bilingual sub-competence 06

Extra-linguistic sub-competence
Knowledge about translation
Instrumental sub-competence
Strategic sub-competence

Psycho-physiological components

Therearelotsof overf | LJAS& Ay GNFXyatliazy aOK2ftl NaQ OK2A0Sa
of translation competence. C2 NJ A y & (i | yrahGakionalanip@eNd B & & A Y A { | riNéxpie®ion5 St A af S
competence 2 dz& (i | &techwigabe@niidieac®might be c2 Y LI NB R (i edcychaddid canfp&enca.

However, unlike Delisle, Roberts draws attention to the fact that translators need to be aware of the

procedures and systems they use during translation (methodological competence) and the fact that translators

require know-how in their respective fields of translation (disciplinary competence).

Conversely, Nord broke down the afore-mentioned competences into distinct sub-competences; she
RA @A RS Rcobpiliedsianfcomnetence into two separate levels: text reception and text analysis. She also
NBRSTAYSR 5Sf Aat @-&pressidayconipddehce into thr&eNd¥feredt Fypes of competence
governing the process of translation: transfer, text production, and translation quality assessment
competences. b 2 NR ¢l a 2yS 2F GKS FANRG G2 AyOfdzRS (GKS (NI ya
Fa oStt Fa GKS AYLERNIIFYOS 27F | ( NtagslationqiakyNRassmdntd A £ A G & |
competence). On the other hand, the only translation-specific competences of translators for Pym are:
linguistic and re-expression or transfer competence. He does not mention (inter)cultural competence and
professional competence F G £ f ® [A1S te@YQAX DAf SQA& e nbyt@rBiohls2 NB A &
given to cultural or research competence.

Hurtado was actually the first author to mention professional competence as a requirement for
LINEFSaarzylf GNryatlri2zNa® hy (GKS 20KSNJ KIFIyRX 1 FGAY
competences like Professional, interpersonal, and attitudinal competence. Similarly, Neubert believes that the
components of translator competence are interrelated and the overall competence is characterised by
G02YLX SEAGEeSY KSGISNRPIASYFGRERYSAAIINDNBYEADRYES 2 BISV dzl (A 2
Kelly, 2005: 30). He is one of the very few authors who do not even mention instrumental or professional
competence. Dorothy Kelly (2007) is one of the first to refer to the generic skill of interpersonal competence, a
alAaftft GKAOK aKS RSaONARO6Sa |a AyOftdzZRAYy3I (KSlatient oAt Al e
LINEPOS&aaés aiaSIY 62N €2 ayS3az20Al GA280 14120t a&n iRy 4G 25NN
aStAa YR 1 dz2NIFR2Qa @OASE o6HnnamO GKIFEG GNFryatFsSNI O02YLISG
together all the other sub-competencies. Core translation competence is central to all models, it integrates
and activates all other sub-competencies, and it mediates all other sub-competency areas as a makeup tool.

These models approximate the international best practice frameworks in this domain.
2.4.2 Translation Competence Reference Frameworks

The use of competency frameworks as the focus of workplace learning, serves the dual purpose of
facilitating the identification of learning needs and ensuring that learning provision addresses business needs
(Reid & Barrington, 1994). This explains why national governments and experts have been proactive in
recognizing the benefits that can accrue from the creation and adoption of recognizable competency
standards. This section reviews some competency frameworks, each designed to identify what teachers in the
translation profession need to know and be able to do in order to promote learning.

A translation competency framework is a model that broadly defines the blueprint for 'excellent’
performance within the profession. The reference framework for translator education in higher education
should go beyond the specifically professional competences listed above and adopt the all-encompassing
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multi-component model that recognizes the need for additional skills and knowledge such as IT, mediation and
analytical skills, and specialist subject knowledge. Knowledge of translation is therefore, not just a matter of
savoir and savoir faire but also requires savoir étre (e.g. values, attitudes, motivation, resources). The sample
of translation competence frameworks which are described below posit knowledge, adaptive psycho-
physiological traits, regulatory skills, problem-solving skills, and the self-concept as sub-components of
translation competence.

2.4.2.1 The BMP Competence Reference Framework

The BMP framework sets out to express outcomes in the form of clear and precise 'competencies’, so
that (a) the needs of employment can be better communicated; (b) the goals of educational programmes can
be redefined and communicated with greater precision; and (c) straightforward judgments can be made about
the extent to which any particular competency has been attained. The new BMP reform process requires a
paradigm shift in the teaching, learning and assessment process, which reorganizes whole educational set up
and a new socio-economic environment that is completely favourable to the student. The Competency-based
approach seminar participant booklet (2010) emphasized that the purpose is to provide stakeholders with
information about the education style which include: student-centred, teacher-guided, self-directed study,
problem-based learning, task-based learning, and research-based learning, learning through laboratory
practice, reflective learning, work placements, group work, individual study, and autonomous learning. It
FOO2YY2RIGS& T2NJ £ SFNYSNEQ INBIFIGSNI Ay@2t dSYSyi

The CBE is based on the future occupational practice of the graduate. The curriculum has an integral
set-up in which the profession is central (Boyatzis et al., 1996). Students gain knowledge and skills on their
own, with the help of faculty mentors, but they can demonstrate competencies at their own pace and earn a
degree based on what they have learned from a variety of sources, including work and other life experiences.
They can do this by taking courses that are related to those competencies or by preparing portfolios that
demonstrate mastery of those competencies through prior learning (with minimal required coursework).
According to Université Cheikh Anta DIOP de Dakar (2004: 16) monograph, these visions include: mobility of
students, teachers, researchers and administrative personnel; easy integration of credits earned in other
universities in Europe America, Africa and Asia; a greater visibility for students upon graduation; increase in
the number of courses offered; designing courses that are flexible and performant, as well as academic and
professional, that would enable students to gain easy access into socio-economic life.

A growing research consensus suggests that key elements of competency-based learning include
progression through demonstration of mastery, personalization, flexible assessment, and development of
specific skills and dispositions (Scheopner Torres et al., 2015). Progression through demonstration of mastery
requires a student to demonstrate that he or she has learned what was expected before moving on to the next
level. Personalization refers to the provision of individualized support, flexible pacing, and opportunities for
student choice in how to demonstrate mastery. Flexible assessment includes exposure to multiple modes of
assessment, which allows students to demonstrate mastery in a variety of ways rather than through only one
assessment (for example, a written test). It is clear that the implementation of a competency-based model will
require a great deal of time and work.
2.4.2.2 The European Master in Translation (EMT) Framework

The EMT also aims to enhance the learning outcomes of translation training on the basis of best
practice in translation teaching, and sets out to tackle asymmetrical standards. The EMT project was designed
to produce the following: a generic description of the tasks and competences of translators to match the
needs of the translation industry and public bodies, such as the EU institutions; draft a European model
curriculum that addresses these requirements and could thereby enhance the status and quality of the
translation profession (EMT 2009b: 1). .

The EMT framework comprises six minimum competences which pertain to professions involving
multilingual and multimedia communication, translation, and different modes of interpreting. Its six
competences are considered equally important, yet they are not entirely distinct categories as they are treated
as interdependent or even overlapping: Translation service provision competence, language competence,
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intercultural competence, information mining competence, thematic competence, and technological
competence.

{GdzRSyGa SyNRffSR Ay 9a¢ al aG6SNR& LINRPBINFYYSa | Oljd
provide translation services, including all types of multilingual and multimedia communication. Thus, they
learn translation service provision competencies (e.g. how to market services, negotiate with a client, manage
time and budget, handle invoicing), language competence (e.g. how to summarise texts), intercultural
competence (e.g. how to understand presuppositions or allusions), data-mining competence(e.g. how to
search terminology databases and familiarity with a series of databases), technological competence(e.g. how
to use a particular translation tool) and thematic competence (knowledge about a specialist field of
knowledge). All these six competence areas are inherent in the translation competence. Therefore, mastery of
GKS aAE INBlLa 2F 02YLISGSyOS  DR2RASGSyFsai KB ORTOI Y (
competence in translation. The key distinction here is between a function- or task-oriented approach and a
person- or Behaviour-oriented approach.

This framework is intended to be used as a basis of a co-ordinated academic planning process at all
levels within the University. It provides a basic set of criteria which is intended to serve as a template for the
evaluation of translation programmes.
2.4.2.2 Tuning Competence-based Learning

This framework was endorsed in Europe by the Ministers of Education in 2005 as part of the Bologna
Process (Lokhoff et al., 2010). Competences in this framework represent a dynamic combination of cognitive
and meta-cognitive skills, demonstration of knowledge and understanding, interpersonal, intellectual and
practical skills, as well as ethical values. From the onset Tuning made a distinction between general or generic
competences and subject specific (disciplinary) competences. This was done to raise awareness about - in
particular - the generic competences. The difference between the two is that a generic competence is a
competence which is transferable between subject areas. A subject- specific competence is a competence that
is performed in a specific subject area and typical of that subject area.

What was learned in particular was the need in society for graduates with better developed generic
competences. Also more attention was to be given ¢ in particular according to employers and graduates - to
leadership and teamwork competences in the learning process. Furthermore, it was advised to offer more
attention to creativity and the development of an entrepreneurial spirit. A total of 31 TUNING List of Generic
Competences generic competences were provided in the annex 2. While in the original approach the focus
was on identifying the core or key competences, both generic and subject specific, in the second approach the
focus was on the clustering of generic and subject specific competences to derive to so-called meta-
competences.

9 Research Ability: capacity to apply oneself in a dedicated way to the achievement of major goals
which contribute to the advancement of knowledge through research.

==

Teamwork: capacity for working in a team and for assuming responsibility for tasks.

=

Management ability: capacity to plan and manage projects taking into account budgetary and
personnel constraints.

Problem solving: capacity to handle stress and to deal effectively with practical problems.

Creativity: capacity to be creative in developing ideas and in pursuing research goals.

Communication skills: ability to communicate effectively by listening and thinking carefully,

ENE_ BB

Communication of information: ability to present complex information in a concise manner orally and
in writing,
CKAA A& AYLENIFIYG AYyTF2NNIGA2Y Ay (G2RIFI28Q& 62NIRXI gKA

3. Methodology

The study adopted a qualitative descriptive approach using a cross-sectional case study design to
assess the implementation of competence-based education in ASTI. The conceptual basis for a competence-
based approach was worked out in an elaborate literature review. However, quantitative techniques of
research were used for data analysis, presentation, and interpretation of the findings. Purposive sampling was
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used as a non-probability method to gather information from 60 students, and 12 translator trainers of the MA
degree programme of the Advanced School of Translators and Interpreters (ASTI) of the University of Buea in
Cameroon.

CKAA lylrfeara o¢la O2yRdAzOGSR olF&dSR 2y GKS &adzmeSoida
purpose a structured questionnaire was designed based on best practices indicators frameworks including: the
Minesup BMP reference framework, the European Master in Translation Framework, and the Tuning
Competence-based learning framework. The study also employed a formal protocol in which the researcher
observed and recorded class activities (08 in total). During each period the researcher recorded the classroom
interactions with an audio recorder while at the same time transcribing the interactions on the observation
protocol (¢ I 6 SO @ ' [A1TSNI &aoltS gAGK NBalLkRyasS 2LAi2ya ¢
guestionnaires and observations were administered directly to the participants and the data were analyzed
and presented in tables. Suggestions are made in the light of these survey results for competency-based
teaching and management.

4. Results and Analysis

This section presents survey results on the pertinent issue of implementation of competence-based education
and the major pedagogical implications evoked. Survey instruments were designed to provide answers to the
five (5) research questions of this study.

4.1 The Questionnaire

Two questionnaires addressed to students and teachers were designed. The questionnaires adapted
some of the questions from Schmidt et al (2009), Ryan & Cox (2016), and others from Kafyulilo, Rugambuka, &
Ikupa (2012). The findings are presented below.
ndmedm ¢KS {(idzRSy(iaQ bz2iGdA2y LyadNHzySyi

¢KS a0dzRSyiaQ y2GA2y AyadNdzySyd [ RRNBSaasSa GKS 7T
To what extent are CBA statement of objectives in the BMP understood and implemented in ASTI? The
instrument comprised of some 45-survey items, which elicited & 0 dZRSY (1 & Q NI & LidyodsS a 02

of the competence teaching and learning approaches, the benefits of communities of practice in the

classroom, and the quality and implementation of competency-based curriculum. Descriptive statistics on the

finRAy3a 2F GKS &aidzZRSydaQ LINPFAESE FyR OKIFNIYOGSNRAGAO ¢
Table 2. Students’ Assessment of CBA Principles and Practices

Variable Details or Question Description Frequen | Percent
cy age
Sex Male 37 61.6
Female 23 38.4
Class Year One 25 41.6
Year two 35 58.4
1. | Students Nationality Cameroonian 52 86.6
Demographics Foreigners 08 134
Linguistic Combination English A ¢ French B 26 433
French A ¢ English B 20 333
French A ¢English B ¢Sp -C 08 13.3
French A ¢English B ¢ Ger -C 06 10.1
Background qualification | Bachelor Degree (BA, B.Sc) 54 90.0
Masters Degree (MA) 06 10.0
Doctorate Degree (PhD) 00 00.0
Duration in ASTI 1¢2VYears 35 54.4
More than 2 Years 25 45.6
Type of Bilingual Coordinate Bilingual 47 78.3
Balanced Bilingual 13 21.7
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Linguistic orientation Anglophone 25 41.6
Francophone 35 58.4
The important skills and 10 16.6
knowledge a student must
learn to graduate
In ASTI, when teachers The required credits a student | 04 06.6
talk about competencies | must complete to graduate
they are referring to: LQY y23G &adaNB |06 10.0
mean when they talk about
2. | Students competencies
understanding Teachers do not talk about 40 66.6
of Competency competencies
Has a teacher explained | Yes 18 30.0
tco you why it is No 0 66.6
important to master 52y 0 a 1v26 02 033
specific competencies to
graduate from ASTI?
I 2YLX SGSte R2|26 43.3
What are competences Provides a wrong definition 15 25.0
in Translation Studies Pointed out some 10 16.6
components
Somehow close to the 04 06.6
concept
Correct definition 05 08.3
What do you know [ 2YLX SGSte& R2|40 66.6
about the BMP and what | Provides a wrong definition 10 16.6
are its major features Pointed out some 03 05.0
components
Somehow close to the 02 03.3
concept
Correct definition 05 08.3
Students Ranking of Problem-solving 0.5 50.0
some generic Ability to apply knowledge in 0.4 434
competences (means) practice
Basic knowledge 0.3 33.4
Innovation 0.3 30.0
Initiative 0.2 26.6
Team-work 0.2 25.0
Decision-making 0.1 16.6
Leadership 0.1 134
The graduation Strongly disagree 25 41.6
requirements at ASTI Disagree 05 08.4
will prepare me for what | Neither agree nor disagree 05 08.4
| want to do after my Agree 25 41.6
studies. Strongly agree 00 00.0
Students should get Strongly disagree 00 00.0
more than one Disagree 05 08.3
opportunity to Neither agree nor disagree 00 00.0
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pass a test or exam Agree 00 00.0
Strongly agree 55 91.6
Homework is important | Strongly disagree 20 333
3. | Student beliefs | to complete evenifitis | Disagree 10 16.6
about not Graded Neither agree nor disagree 15 25.0
competence- Agree 00 00.0
based Strongly agree 15 25.0
approaches -
My grades are a good Strongly disagree 15 25.0
reflection of what | have | Disagree 03 05.0
learned Neither agree nor disagree 02 03.3
Agree 00 00.0
Strongly agree 40 66.6
Students in ASTl are Strongly disagree 40 66.6
able to progress at their | Disagree 00 00.0
own individual pace in Neither agree nor disagree 05 08.3
courses. Agree 05 08.3
Strongly agree 10 16.6
| understand how the | Never 10 16.6
competencies in my Seldom 00 00.0
courses will help me in | sometimes 10 16.6
the future Often 10 16.6
Always 00 00.0
Not sure 30 50.0
My teachers let me Never 30 50.0
know how my work will Seldom 00 00.0
4 | Progression be sometimes 10 16.6
through assessed or graded for Often 00 00.0
demonstration | oach competency Always 05 083
of mastery Not sure 15 25.0
| am able to complete | None 50 83.3
some or all of the course | Some 10 16.6
requirements online All or most 00 00.0
Not sure 00 00.0
I can earn credit for | None 60 100.0
taking courses at | Some 00 00.0
another University. All or most 00 00.0
Not sure 00 00.0
| can earn credit for None 00 00.0
completing an internship | Some 00 00.0
or job shadowing in an All or most 60 100.0
5 Personalization enterprise. Not sure 00 000
Students in my courses | Never 00 00.0
all work on the same Seldom 00 00.0
assignment at the same | sometimes 00 00.0
time. Often 10 16.6
Always 50 83.3
Not sure 00 00.0
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My teachers spend most | Never 00 00.0
of class time giving a Seldom 00 00.0
lecture or presentation | sometimes 00 00.0
to the whole class. Often 05 08.3
Always 55 91.6

Not sure 00 00.0

My teachers work with | Never 40 66.6
students in small groups | Seldom 00 00.0
or individually sometimes 10 16.6
Often 00 00.0

Always 00 00.0

Not sure 00 00.0

My teachers teach the | Never 50 83.3
material in several Seldom 00 00.0
different ways in order | sometimes 10 16.6
to help students learn Often 00 00.0
Always 00 00.0

Not sure 00 00.0

My teachers give me | Never 40 66.6
written feedback on my | 1 or 2 times 10 16.6
work 3 or 4 times 05 08.3
5 or more times 00 00.0

Not sure 00 00.0

Teachers show or Never 40 66.6
explain to students how | Seldom 02 03.3
to treat each other with | Sometimes 06 10.0
respect Often 00 00.0
Always 02 03.3

Not sure 10 16.6

If | get a low score onan | Never 50 83.3
assessment, my Seldom 02 03.3
teachers help me figure | Sometimes 01 01.6
out how | can still do Often 01 01.6
well in the class Always 00 00.0
Not sure 06 10.0

Teachers encourage Never 30 50.0
students to take Seldom 00 00.0
6 Development of responsibility for their | Sometimes 20 33.3
«kills and work Often 00 00.0
dispositions Always 10 16.6
Not sure 00 00.0

If | need information Never 30 50.0
GKIFG L R2YyQ Seldom 00 00.0
order to Complete an Sometimes 20 33.3
assignment, | know Often 10 16.6
where to get it Always 00 00.0
Not sure 00 00.0
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Teachers show or Never 40 66.6
explain strategies Seldom 00 00.0
students can use to Sometimes 10 16.6
work together Often 00 00.0
successfully in groups Always 00 00.0

Not sure 10 16.6

The demographic results of the survey reveal that a total of 60 students took part in this study. There
were more males than females (61.6% as against 38.4% respectively). Conversely, there were more senior
students than freshmen (58.4%) because of their experiential advantage over freshmen. Moreover,
participants were predominantly Cameroonians (86.6%) and French speaking. With regards to their previous
SELISNASYOS: v2ald &aGdzRRSyda om0 6SNB FRYAGGSR Ayidz i
mostly Cameroonian. Some 25 students representing 45.6% have spent more than the regular two years in
their studies, while 47 (that is, 78.3%) are coordinate bilinguals, having acquired one of their working
languages in school and the other at home. The number of repeaters point to the increasing level of the failure
rate even in the era of competence-based approaches.

2 A0K NBIFNRa (2 addzZRSydaQ FFEYAfAFNRGE gAGK GKS LIN
that a majority of them (40 that is, 66%) do not know what competences are, since teachers hardly talk about
them (66%). As a result, only 5 students (08.3%) can define the terms. Some students (50%) consider problem
solving as the most important competence. Some 25 students (that is, 41.6%) do not consider graduation as a
guarantee for success in their career as translators. They value educational outcomes in terms of achievable
competences. Although they value homework and other assignments, most students (66%) cannot progress
on their own without the help of teachers. An equal percentage of students does not consider their grades as
a reflection of what they have leant.

¢KS ad2NBSe 2y ad0dzRRSydaqQ lFoAfAdGe G2 RSY2yadaN)» 4GS v
(that is, 61.6%) testify that they are not able to progress from one competence to another because they are
compelled to work at the same pace with the rest of the students (66.6%), while 25 (that is, 50%) confirm that
they have no idea how each competence contributes to their career because teachers do not demonstrate this
(66.6%), as well as explain how each competence is activated or assessed (75%).

¢KS adzNBSe |faz2z StAOAGSR (KS RS3INBS 2F addzRSyidaQ
online learning is hardly exploited (83.3%), and no credits are earned from other universities (100%) as
prescribed in the BMP guidelines. However students earn credits from internships (100%). Group and
AYRAGARdDzZLEf 62NJ] o0& adGdzRSyda |NBE NINBfte& LINI OGAOSR occ
diversity problems (83.3%) and there is very little feedback (66.6%).

[FadGgftexr adlridradiada 2y ailddzRSydiaQ RS@St2LIYSyid FyR
mutual respect among students (66.6%). They also hardly carry out counseling activities and on the motivation
of students (66.6%). The results also show that only few teachers encourage students to take responsibilities
for their learning (50%). Conversely, 66.6% of teachers do not encourage group or peer review activities
among students, especially out of class (61.6%). These results indicate that team work and other core
competences which make the translation programme more rewarding are hardly prioritized.
ndmMmdn ¢KS ¢S OKSNAQ aSiK2R2f 238 LyadNHzySyi

¢tKS G§SHOKSNRQ YSiK?2R2 feébiti@esedrdff quastithzn Shiy siudy RRNBE &4 S a
what extent does the methodology used by Translator trainers in ASTI promote the acquisition of competences?
The instrument comprised of some 58-4 dzZNWS& AGSyazX HKAOK StAOAGSR GSIF Of
competence-based indicators of the BMP reference framework.
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Table 3. Teachers’ Implementation of CBA Principles and Practices

No | Variable Details or question Description Freque | Percentage
ncy
Sex Male 10 83.0
Female 02 17.0
Age 25-35 00 00.0
36-45 04 33.3
46 and above 08 66.7
1L Teachers Professional Status Professional 10 83.3
Demographics translators
Non-Professionals 02 16.7
Language orientation Anglophones 05 41.6
Francophones 07 58.3
Qualification M.A 06 50.0
PhD 06 50.0
Teaching experience 01 ¢ 03 years 03 25.0
04 ¢ 07 years 06 50.0
08 and more 03 25.0
Teaching qualification Trained teachers 04 33.3
Untrained teachers 08 66.7
What are competences in /| 2YLX SGSt &|os 41.6
Translation Studies know
Provides a wrong 05 41.6
definition
Pointed out some 02 16.7
components
Somehow close to the | 02 16.7
concept
o Correct definition 02 16.7
2. ¢SHOKSNA Teachers Ranking of some Ability to apply 08 66.7
understanding of generic competences knowledge in practice
competency-based Basic knowledge 04 33.3
approaches Ability to understand 03 25.0
professional and
ethical
responsibility
Ability function on 03 25.0
multidisciplinary
teams
Critical reasoning 02 16.7
Problem solving 02 16.7
Competency refers to knowledge skills and attitudes 07 58.3
| know what are competency based teaching | 03 25.0
approaches
3 General | can practice competency based teaching approaches 01 08.3
knowledge about | | know the characteristics of competency based | 02 16.7
competency based | teaching
teaching | can plan a lesson that is competency based 0.00 00.0
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approaches | know how to engage students in competency based | 01 08.3
learning activities
| can easily select a suitable teaching approach for a | 01 08.3
given subject topic
| can adapt my teaching based upon what students | 05 41.6
4. Ability to practice currently understand or do not understand
competency based | | can use teaching approaches that support learners 03 25.0
instructional creativity
approaches | can use teaching approaches that facilitate higher 04 33.3

order thinking

| can use teaching approaches that enable learners to 06 50.0
solve their problems

| know different ways of assessing students 03 025
understanding of the lesson

| can demonstrate classroom practice that is informed 02 16.7
by current trends, research and system initiatives

| can develop, analyze and apply a repertoire of fairand | 03 025
inclusive assessment and reporting strategies that are
sensitive and responsive to individual learning needs

| can provide a range of planned and meaningful 03 025
opportunities for students to demonstrate progress,
autonomous and consistent achievement of outcomes
using valid and reliable assessment methodology

5. Practices with | can negotiate explicitly criteria with students for 05 41.6

competency based | assessment based on intended learning outcomes and

approaches provide formative information to enhance students'
reflection
| can engage in ongoing critical reflection to generate | 04 33.3

and apply new ideas that contribute to improvement in
my teaching and leadership practices

lengaged G dzZRSYy G Qa LJ NIi A OA LJ (] 04 33.3
activities

The demographic results presented on Table 2 show that the number of female teachers is smaller
than that of men, (17% as against 83%). These figures indicate that men are predominantly involved in
teaching translation. The survey equally shows that most teachers are more than 45 years old (66.7%) and are
trained professional translators (83.3%), which is an essential prerequisite in the teaching of translation. The
figures also point out that only a very small proportion (4, that is, 33.3%) is made up of professionally trained
teachers. Conversely, 50% of the teachers have a PhD and have spent at least 4 years in the field. Only 3
teachers (25%) are freshmen while three (3) have more than 8 years of teaching experience. This
demonstrates that over 50% of the teachers are more experienced and reliably informed in this discipline.
2 0K NBIAFNR&a G2 GSFOKSNBEQ FFYAfAFNRGE 6AGK GKS LN
that a majority of them (40 that is, 66%) do not know what competences and BMP are (66%). As a result, only
2 teachers (16.7 %) can define the terms. Eight (8) teachers (66.7%) consider the ability to apply knowledge in
practice as the most important competencS ® {2YS p GSIOKSNA O00GKIG A&azX nmoc
for the subject matter as the main benefit of adopting a competence-based teaching and learning approach.
Most teachers (58.3%) can identify knowledge, skills and attitudes as valued educational outcomes in terms of
achievable competences, although they do not know how these can be materialized in class. An equal
percentage of teachers (50%) can use only teaching approaches that enable learners to solve their problems.
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They cannot practice competency based teaching approaches (only 08.3%), cannot use teaching approaches
that support learners creativity (only 25.0%), nor practice approaches that facilitate higher order thinking (only
33.3%).
According to the results of the survey on practices with competency based approaches 75% of
teachers cannot demonstrate classroom practice that is informed by current trends, research and system
initiatives, or analyze and apply a repertoire of fair and inclusive assessment, and provide comprehensive
information on timely and ongoing basis using formal and informal methods. However, only 33.3% of these
G§SIF OKSNAR Sy3aFr3asS adGddzRSy (G Qa LI NI A OA LI eiighg? iff ondoiyfg critidd: O G A O
reflection to generate and apply new ideas. These results confirm that teachers have difficulties in
AYLX SYSyGAy3a GKS /.! Ay GKS OfraaNR2Y®d ¢S OKSNEQ LISNK
experience and professional training.
4.1.3 Factor Determination Instrument
The students and teachers factor determination instrument addresses the third research question in
this study: What are the factors that promote or inhibit the success of competence-based teaching and learning
in ASTI. The instrument comprised of some 37-sdzZNJ3S& A (0SYas gKAOK St AOAGSR aiddzRS
the factors that impede or promote the effective implementation of the BMP and competence-based

approaches
Table 4. Factors that inhibit the success of CBA

No | Variable Detailed Description Frequency Percentage
Undefined educational goals 55 91.6
Inadequate engagement of learners in practical and | 48 80.0

Problems project activities
1. | identified by Inadequate provision of basic requirements for 50 83.3
students translation studies

Uncertainly on the professional goals 47 78.3
Deficiencies in infrastructure and logistics 40 66.6
No existing functional system for student 59 98.3
reception/orientation
No existing means to facilitate the insertion of her | 60 100.0
graduates into the labour market
Lack of free wireless internet access areas for | 60 100.0
students
No functional reception area for students in | 60 100.0
distress situations
Absence of a unit in charge of listening to and | 58 96.6
having functional dialogue with students
Lack of students exchange programmes 56 93.3
Inadequate teaching qualifications of most 54 90.0

translation teachers

Failure of translator trainers to equip learners with | 55 91.6
skills for survival
az2ald GNIyatlad2N G0N Ay S 52 86.0
competence-based

Inadequate steps to encourage student mobility 25 41.6
{GdzRSyGaQ AylLoAfAade G2 o6 50.0
responsibly

{GdzRSyGaQ AylroAfAde G2 o7 58.3
{GdzRSyGaQ AylLoAtAade {oe 50.0
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information
{GdzRSyGaQ AylroAfAde G2 o8 66.6
2. {GdzRSyGaQ AyloAtaAade {Joo 75.0

creatively

Inability  for students to work independently | 09 75.0
Problems without close involvement of the teacher
identified by Inadequate professional community involvement in | 07 58.3
Teachers the teaching

Very few internship cooperation agreements 07 58.3

Absence of plans of immersing lecturers in socio- | 12 100.0

professional settings

Unavailability of documents on outcomes that the | 10 83.3
student is supposed to possess at the end of
semester or training.

No school-defined standard for the presentation of | 12 100.0
instructional material

Lack of an internal quality assurance system 12 100.0
Time given is not enough to 10 83.3
participate in many practical
3. Teachers noted activities.
Training the following Learners with different 11 91.6
problems challenges in using | learning abilities require a lot
competence- of attention and effort to
based teaching teach
and learning Adopting the approach would | 12 100.0
approach in require adequate
translation sensitization of the teachers
and learners
The approach favours bright 06 50.0
students
Big numbers of students | 07 58.3

cannot be easily handled

The mastery of language right | 10 83.3
from undergraduate level has
remained very poor.

Most of the learners lack a 12 100.0
reading culture which is very

crucial in language
development and
improvement
There may be a lot of task- 08 66.6
based teaching which

learners may not enjoy

The results of the survey reveal that with regard to factors that inhibit the success of competence-
oFaSR | LILINRBIF OKS&asz GKS YIF22NJ FNBFa 2F RAFTTFAOdzZ G& F2NJ
management or facilities, outreach and quality assurance. These include amongst others: undefined
educational goals (91.6%), inadequate practical work (95.0%), failure of translator trainers to equip learners
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with skills for survival (91.6%), and absence of existing means to facilitate the insertion of graduates into the
fl02dzNJ YIFNJ] Sid o CNRBRY aiGdzRSyiaQ RSaONARLIIA2ya 27F
regards to improving on the teaching environment for competence-based education to be effective. There is

GKSAN

no respect for established principles of the CBA and the BMP frameworks.

Furthermore, the survey reveals that a majority of teachers (75%) attribute the poor implementation
2F /.! 2y a0dzRSyGaQ AylroAfAdGe G2 {-HefinBd stangakdifok thdl A @S
presentation of instructional material (100%), absence of plans of immersing lecturers in socio-professional

byl

settings (100%), and lack of an internal quality assurance system.

The survey also reveals that most teachers face lots of challenges in teaching due to management
problems: inadequate sensitization of the teachers and learners (100%), lack of a reading culture by learners
OMNEZOT LIR22NJ fFy3dzk3S LINPFAOASYyOe tS@Sta 2F aiddzRSyida
the difficulty of managing them (91.6%).
4.1.4. The Translational Competence-Based Assessment Instrument
¢KS aGdzRRSYyGa | yR EdnbeticSENBINAssebsMantydstiumdhthaddyebsds the fourth
research question in this study: to what extent is the assessment of the Translation curriculum in ASTI
competence-based. The instrument comprised of some 14-3 dzZNJ3S& A (iSY&as 6KAOK St AOAGSR
the extent to which the assessment of the translation curriculum in ASTI is competence-base

Table 5. Extent of Translation Assessment as Competence-based

Variable Details Description Frequency | Percentage
I have given a Not at all 24 40.0
presentation to show 1 or 2 times 36 60.0
what | have learned 3 or 4 times 00 00.0
5 or more times 00 00.0
Not sure 00 00.0
| have completed a Not at all 60 100.0
project at school to 1 or 2 times 00 00.0
show what | have 3 or 4 times 00 00.0
learned 5 or more times 00 00.0
Not sure 00 00.0
1 Sjcudents If | do poorly on an Never 45 75.0
Views on assessment on the first | Seldom 00 00.0
Flexible 1 1y, | can try again later | sometimes 05 08.3
assessme Often 00 00.0
nts
Always 00 00.0
Not sure 10 16.6
To show that | have Never 25 41.6
mastered a course Seldom 04 06.6
competency, | must sometimes 10 16.6
demonstrate my Often 00 00.0
learning in more than Always 10 16.6
one way Not sure 01 01.6
I know how to assess students performance in a | 06 50.0
classroom
Teachers | can collaborate with other teachers to provided a well | 04 333
2 | Views moderated and balanced judgment on evidence
on collected over time and in a range of contexts
Assessme | | can assess students learning in multiple ways 05 41.0
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nt | can use wide range of approaches for evaluating | 04 33.0
A0dzRSydaQ LINPINBaaod
I know a lot of different approaches of solving students | 07 58.3
learning problems
I am familiar with common students understandings | 05 41.0
and misconceptions and how to handle them
I know how to make a self reflection on the lesson | | 06 50.0
teach

A competence-based assessment certifies student progress on the basis of demonstrated achievement of
specific outcomes. Assessments are not tied to time served in formal educational settings. The survey reveals
both teachers and students are far from reaching the goals of competency-based assessment: 83.3% of are
not able to complete their assighments online, over 40% of them have never made a presentation, and no
student has ever carried out a project on what has been learned. Furthermore, those who fail a test have
YS@SN) 6SSy 3IAPSYy || aS0O2yR OKIyOS® hy (GKS 20KSNJ KIFIyRZ
41% of them can assess students learning in multiple ways, and using a wide range of approaches (33.3%).
Teachers are weak in classroom management (33.3%) , and few (50%) are familiar with common students
understandings and misconceptions and how to handle them.
4.2 Classroom Observation

[ S/ 2YLIWGS IyR {OKSyadzZ omdpdpdplo RSTFAYS LI NLAOALN Y
exposure to or involvement in the day-to-RI & 2NJ NRdziAyS | OGAGAGASE 2F LI NIAC
91). Classroom observation enables the researcher to have an understanding of how things are organized,
prioritized, what the rules of etiquette are, and how individuals relate to one another. This section therefore
reports on an empirical study of the classroom observation of eight (8) teachers of translation and
examines the effects of their performance with respect to the implementation of competence-based
teaching and learning principles while teaching translation. In this vein, the data was organized according to
the core competencies identified as fundamental for translation teaching professionals: planning and
organization, adaptability, problem-solving and judgment, resilience and tenacity, high energy levels,
motivation to maximize performance, integrity, communication, initiative and innovation

Table 6. Classroom Observation of Eight Translator Trainers

SN | Variable Teachers

A B C D E F G H

5 5 5 5 5 5 5 5
1 Planning and Organizing 25 |17 |23 |24 |17 22 |17 |28
2 Adaptability 2.2 16 | 1.5 16 |21 2.5 16 | 2.2
3 Problem-solving and judgment 22 |16 |18 (15 |15 16 (16 |23
4 Resilience and tenacity 22 |16 |18 (15 |16 20 |16 |28
5 High energy levels 23 |18 |15 (15 |21 16 (15 |23
6 Motivate and maximize performance 23 |16 |20 |15 |16 20 |15 |23
7 Integrity 20 |15 |16 |16 |15 16 |15 |23
8 Communication 21 |16 |20 |15 |24 21 |15 |26
9 Initiative and innovation 22 |17 |16 |15 |15 16 |15 |26
¢S OKSNBAQ DNI}YR YSIy [20 |15 |16 |15 |16 |17 |14 |22

The results on direct classroom observation highlight the features of classroom practice of some eight
(8) translator trainers in ASTI. The figures reveal that, for the most important professional skills, teachers
obtain mean ratings below average. Planning and Organizing St A OAG SR GSI OKSNBRQ STFSOiGA O
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F2N) yS¢6 dzyAlas aGdzRSyGaQ LINPINBaax yR (SOKyz2fz23& dza
and time. Adaptability St A OAGSR (Sl OKSNBQ ST7TS Gtylas@hbeds dflalGiudeish y 3 2 F  F
differentiated instruction, and conviviality. Problem solving and judgementStf A OA G SR (S OKSNEQ | 0 A
irregular students, conflict situations, provide remedial action, and take appropriate action. Resilience and

tenacity St AOAGSR GSIFOKSNBRQ FoAfAdGe G2 YIylFr3aS | o02NAy3 f
respect for students, and overcome obstacles. High energy levels NSFSNJ G2 GSIFOKSNAQ |0
extracurricular activities, manage backlogs of work, and invest efforts in classroom activities. Motivation and

Sa
Af

maximization of performance include: positive reinforcement, support to weak students, and encouragement

of initiative. Integrity St A OAG SR G Sl OKSNRAR Q | onfatiod, (appropriztely YehcyohsThhd LIS NE 2 V |
acceptance of their strengths and weaknesses. Communication competence St A OAG SR (S OKSNEQ | 6
down complex information, encourage sharing of ideas, adopt a subtle method to push their point of view,

establish a supportive rapport with students, and sensitivity to use negative language. Initiative and innovation

St AOAGSR (SIFOKSNEQ FoAfAGe G2 dzaS Ayy20F A0S GSOKYAI
classroom, and adopt effective methods in classroom management.

Only 5 out of a total of 37 skills operationalized under the ten headings obtain an average mean of 3
and above. Furthermore, 27 skills record an unsatisfactory mean of below 2. When calculated on the basis of
the scale value of 5 assigned to the five response categories, it can be concluded that Competence-based
education in translator training in ASTI is poorly implemented. It follows that only one teacher (H ¢ 2.2) out of
the eight is average (that is, 12.5%). Teacher A (2.0) and F (1.7) are however capable of improving their
performance with hard work. Teachers A & H hold a PhD degree in Translation and are trained teachers.
¢SFOKSNBEQ LISNF2NXYIFyOS A& GKSNBFT2NB AySEGNRQlamdt &8 £ Ay
more importantly on teacher training.

5. Discussion of Findings

These results are discussed with reference to other findings on related topics across the globe,
and how these findings are in line with other studies, or are against the findings of other studies. The study
particularly focused on basic conceptual issues, system and environmental issues, organizational issues,
teaching and learning issues, assessment issues and quality assurance.
podm { GF 1 SK2 t-BaS NHhOCoMpgtendy-baSe&Paradigm Shift.

The results of the survey show that the implementation of BMP and CBA is muddled with limited
awareness of the basic CBA principles and procedures that guide their effective implementation. Translator
trainers should spend considerate time familiarizing themselves with the occupational standards, and the
curriculum guides. A foundational guide defining Competence-Based Education (henceforth CBE) in ASTI, its
purposes, goals, strategies, governance, and key metrics is necessary. It is very difficult to envisage major
changes in an effective implementation of CBA without a flourishing faculty sensitization and development
program.

In many respects, the staff is the key to the successful implementation of the translation curricula. If
translator trainers in ASTI support the changes and possess the knowledge and skills to manage the learning
programme, then the transition would flow relatively smoothly. In this vein, it is very necessary to assess
GKSOGKSNI I {¢LQa GSI OKAy 3 ai lefcyfbasdd@dudadidds HellausidBnigst tdagh®td (i K
presently view the change from a cautious, hostile or defensive perspective. Thus, the competency-based

w»

aK?

curriculum demands orientation of teachers of higher education. Involving existing faculty in the

development and implementation of the CBE program will help to embed the program within the fabric of the

institution and assure that it is not merely a flash inthe pan.! & 2 SY 3SNJ 6 mdphpy v NARIKIGE & LI
addressing the challenges to full implementation at the level of the teacher and learner, the promise of CBE

gAtf 0SS RAFFAOdAzA G (2 NBFIEATSE 0L mMHUOO

5.2 Adopting Innovative Instructional Approaches for Competency-based Learning
Adopting CBE certainly disrupts traditional thoughts about teaching and learning, and helps
stakeholders to re-examine epistemology, pedagogy, and technology, all with a focus on the student. In effect,
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translator trainers are expected to explore their ability to adapt and adjust their approaches to meet different
tasks and situational requirements, as well as manage and value diversity in the classroom. As Sullivan (1995)
rightly points out the general principles and frameworks of competence-based paradigm shift include:
competency-based education; work-based learning; situated learning; apprenticeship as a model for teaching
and learning, as well as principles of adult learning, student-centered teaching, and life-long learning. In this
vein, Competency-based education identifies skills and behaviour development along three distinct axes:
intellectual, autonomy, metacognition and competency development.

The implementation of the BMP competency framework in ASTI, particularly in its life-long teaching,
which integrates core competences is by no means secure and the CBA paradigm shift as a promoter of
innovative teaching seems to be ignored by most teachers. Tilya and Mafumiko (2010) rightly contend that
some teachers are unable to implement the new curriculum because there is lack of clarity among potential
implementers as even some curriculum developers and book writers have yet to grasp the meaning of CBA and
of the student-centered approach. The Hanover Research (2015) opines that when implementing the
Competency-based Learning method (CTL) there are several considerations and best practices to consider: the
need to address interdisciplinary collaboration, professional development, assessment procedures, selection
of CTL courses, and collection of outcome data. This procedure is best described as an integrated approach,
and it is relational in that it combines the general with the professional, as well as and the generic with the
specific competences.

Lastly translation competence is not just the performance of translation tasks but the application of
skills to new and different contexts. For this to occur, students must be able to apply and transform knowledge
in different workplace situations. In this vein, delivering outcomes-based translator training implies that
teaching and learning should mutually reinforce the interdependence between knowledge and skill. Issues
about the structure of the delivery, the nature of learning activities, the location and content of learning, and
the role of teachers, where different discipline areas may combine under the umbrella of competence should
to be streamlined and publicised.

5.3 Garnering resources to implement a learner-centered Approach

All structured learning activities need to be supported by resources. According to (Scallon, 2004), a
competency is generally defined as complex knowledge to act that calls into play the mobilization of a set of
integrated resources (internal and external) for the purpose of identifying and effectively resolving problems in
an autonomous manner. These resources range from basic session notes produced by individual translator
trainers to complex and technologically demanding software packages and CAT tools. Resources may also be
paper-based, visual or audio visual. Others include: Handouts, Worksheets, Video, Activities, Simulations,
Computer-based, Interactive, Demonstrations, OHP and Pre-prepared Flip Charts. Ideally they should be
chosen to stimulate all of the senses which will be used within the work environment. The principle behind the
design and development of all resources is the same and is based on a thorough understanding of the learning
objectives to be achieved. In skills-based training, resources may be required to replace or supplement real
work activities.

Resources are mainly needed to help students engage in self-directed learning (library/on-line
access), skills learning through deliberate practice with feedback or reflection on practice and observation of
performance in skills labs. Detailed training materials should be keyed to the competencies to be achieved and
designed to support the acquisition of knowledge and skills. A variety of support materials including print,
audiovisual and simulations (models) keyed to the skills being mastered is used. Almost every component of
l{e¢LQ& SEAAGAYT AYTFTNI &0NUHzOGdzNB &aK2dzZ R 0SS AYLI OGSR o@
5.4 The Challenges of Assessing Student Learning Outcomes

Effective assessment is the driving force behind strong CBE programs. Assessment continues to be a
weakness in ASTI. For many schools like ASTI, their concerns should relate to the nature and amount of
evidence required to infer competency. Assessment at the end of a module is the general rule of thumb,
where the most appropriate assessment methodology is applied, where students have to demonstrate
competency through theory as well as practical applications. This means that trainees should be given
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translation assignments on specific job readiness competencies, as and when necessary, to support the
infusion process and to improve the consciousness on the part of the trainee translators. CBE is a student-
centered strategy that relies on the core elements of mastery, pacing, and personalized instruction
(Blumenthal & Rasmussen, 2015).

In order to effectively measure competencies and determine that a student has mastered them, CBE
programs must offer multiple measures of those competencies and with multiple assessment methods in
order to build a case for the validity of the CBE program (Drisko, 2014). In other words, each competency must
be measured more than one time, and in more than one way (that is, multiple choice tests, papers,
presentations, performance-based real-world assessments, etc.).  Further, the focus of the assessment
process shifts from an emphasis on summative to an emphasis on formative, and evaluation is criterion-
referenced rather than norm-referenced (Carraccio, Wolfsthal, Englander, Ferentz, & Martin, 2002).

The tests used to measure competencies should focus on clusters of competencies as they might
appear in the real world rather than on just one competency. The assessments used to measure competencies
Ydzad y2G 2yfteé& YSIadaNB 2ySQa VY26 dRiddatelsyitResizd i f &% 6 d:
use the knowledge and skills necessary to become part of a community of practice. In this vein, it is important
that the translation students possess the necessary underpinning skills and knowledge. Assessment is best
when it is continuous, incorporates a variety of different activities and tasks and endeavours to expose
students to a range of situations and contingencies (through simulation, hypotheticals, role plays etc.)

6.0 Recommendations arising From the Research

The structural reforms and the intends to modernize and democratize the universities, as well as to
adapt the higher education system to the socioeconomic needs of the country could be judged as very positive
(Mora, 2005). How can the implementation of the CBA within the framework of BMP be optimized in ASTI?
6.1 Expanding programs for faculty development

Translator education for students depends on the readiness of faculty members to execute their role
as teachers. In fact, it is difficult to envisage major changes without a flourishing faculty development
program. As Sorcinelli (2007) points out, faculty developers have identified three areas that are driving change
and shaping the future of faculty development. The first factor has to do with the impact of the changing
faculty. How can the vitality of the entire faculty (newcomers, midcareer, senior, and part-timers) be
developed and sustained as faculty roles change? A second factor is the increasingly diverse student body.
How can investments be made in faculty development as a means of ensuring the cultivation of more inclusive
student learning environments and provide the best educational practices to all students, including those
traditionally underserved by higher education? The third shaping influence is the impact of a changing
paradigm for teaching, learning, and scholarly pursuits.

For most translator trainers who are accustomed to lecturing while students listen, learner-centered
teaching require new and unfamiliar teaching skills and raise fears about lack of coverage of content. Learner-
centered teaching, however, allows students to do more of the learning tasks, such as organizing content or
summarizing discussions, and encourages them to learn more from and with each other. Teachers, on the
other hand, can do more of the design work and provide more frequent feedback to students (Weimer 2002).
Interdisciplinary work is often the result of individual faculty members deciding to engage in team teaching
across departments or to pursue new areas in the course of their research. Faculty development programs,
then, can support interdisciplinary connections by encouraging team-teaching, the development of
interdisciplinary courses, and the development of learning communities for students.

6.2 State Policies to Support Competency-Based Education

For years, the traditional education system in Cameroon has focused on how much time students
spend learning, what curriculum and instruction they receive, and which letter grade they earn on their
assighnments. But a new system based on mastering skills in sequence is entering the picture. State policy,
however, doesn't always support competency-based education, which often stunts its potential.

The State may need to search for policies on dropout prevention, credit recovery, or alternative
graduation requirements, for example, to find relevant policies that utilize CBE for these students. The State
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may also consider ways to support school leadership and teacher professional development and capacity
building at the school, and program levels. Because CBE is an emerging instructional strategy, teachers and
other school personnel may need training on how to implement elements of mastery, pacing, and
personalization into their instruction, assessment, and academic reporting to ensure that students are
receiving an adequate education under this flexible school design. The State can support flexible school
RSaA3aya (G2 SyO02dzNI IS alyeddAYS:E |ye@gKSNBE tSIENYyAy3I &
online learning opportunities, concurrent and dual enrollment and schools that are open throughout the day,

[atN

evening, weekend to accommodate diverse learning needs and nontraditional schedules.

Technology plays an important role in competency-based education because it's difficult for a teacher
to personalize learning for 25 or more students who don't learn the same. Digital learning software, websites
and other material identify student learning gaps and give them personalized playlists that appropriately
challenge them. But without changing the system and the policies that support it, this infusion of digital
learning doesn't make that much of a difference. Positive attitudes shall be encouraged and promoted. Where
negative attitudes are detected, the trainee shall be the beneficiary of counseling and continuous feedback
with a view to producing a modified behaviour at the end of training. The evidence should be easily retrievable
and manageable such that it can be represented in a summarized format on a record-keeping or data
capturing form.

7. Conclusion

The primary goal of this article is to present how the Advanced School of Translators and Interpreters
(ASTI) responds to the new accreditation standards by adopting and implementing a systematic competency-
oFaSR fSINYyAy3 &ade2adSy Ay Theddidal? phlil of 2hF wdirkKisSto devalép@a YA & & A
performance management culture, an eye on the mission, a focus on faculty engagement, and commitment to
program evaluation. While advances are being made in CBE and methodologies, these will not be fruitful
unless they applied to the right data. Practioners and policymakers alike will need to be thoughtful in design
and implementation so that old practices do not undermine the adaptations of competency-based practices.

This study concludes that teachers face a variety of challenges which impede on the successful
implementation of CBC during the teaching and learning process. Since teachers are the major implementers
of the CBC, the findings have shown that there is a need to provide more opportunities for their participation
during formulation and/ or review of the curriculum. Also the Ministry of Higher Education should devise ways
of providing quality and relevant teaching and learning resources that are consistent with competence based
curriculum.
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