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Abstract: This paper reports on a needs analysis study im@k group of Hungarian undergraduate students
of English before taking an EU specialized tramstatourse. The purpose of the study was to egpibe
students’ needs regarding course content and melhgpd to capture their perceptions about the tediosn
process and translation competence, and to contpase with the teachers’ expectations and assungpts
well as with the current course syllabus. The tesol the study are hoped to be of assistanceetdeihcher of
the course in selecting and adapting the courstengmmaterial and teaching approaches to the inatedeeds

of the students. Data was collected through quastives with the students and a semi-structureldrieview
with their teacher. Document analysis was also usedompare the students’ expressed goals, neads, a
perceptions with the aims and contents of the ebass stated in the course syllabus. The resultes shat
undergraduate students’ needs and perceptionsardiag translation in general and one particularse — are
different from the teachers’ assumptions and tmesaof the course as expressed in the syllabus.efdrer
exploring undergraduate students’ actual needsailoding the course to these needs is a cruagl ist syllabus
design.
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1 Introduction

Translation pedagogy is an interdisciplinary figlthin translation studies, merging
the theoretical approaches in translation studigh thhe practical orientation of language
pedagogy. It is an area where theory and practieecannected, which ideally means that
translation teachers apply theoretical ideas inirtlevn pedagogic practice, whilst
continuously improving their own reflective apprbas and methods based on their
classroom experience. It is hoped that in the &tteggardless of the level they teach at, more
and more translation teachers will engage in ewcgliniesearch in the context of their own
pedagogic practice, which will help them improvefpssionally. Besides, empirical research
and reflection are tools for teachers to developrs® content and methodology considering
the diverse factors which influence the teaching)laarning process.

It is generally acknowledged that syllabus dewvelept should always involve the
learners. Learners have various needs and expeiatrising from individual factors such as
their aims, competences, interests, motivatiortherlevel of their studies, as well as from
factors including the wider context of learning.ithe education system and the labour
market. Needs analysis is an easily accessible faolsyllabus development, enabling
teachers to continuously explore learners’ indigldtharacteristics and address their specific
needs.
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There is a growing body of empirical researchranglation pedagogy and foreign
language teaching. However, the main focus in latios pedagogy has been the context of
professional translator training. Although seveeslearchers underline the importance of the
undergraduate level in translation training (Goaza&bavies, 2004; Malmkjeer, 1998, 2004) as
well as the role of translation in developing fgrelanguage competence (Duff, 1989; Keith
& Mason, 1987; Widdowson, 1978), little researcls baen done in the intersection of the
two fields. This study aims to fill this gap by fm®ing on a particular group of undergraduate
students intending to take an EU translation coats@ Hungarian college, as part of a
specialization module within the English BA program This is a level somewhere between
undergraduate foreign language studies, wherelataonsis used only for language purposes,
often involving grammar-translation activities —rilg which separate sentences are
translated out of context —, and professional tedos training, where the main aim is to
develop each element of translation competence. mhan aim of these undergraduate
translation courses, however, is to develop thenka’ translation and foreign language
competence in the functional-communicative senssammg that students translate real-life
and authentic texts.

This study draws on research from translation amdign language pedagogy, and
explores the development of foreign language aamistation competence, as well as issues
concerning course content and methodology. Theinfgsd of the study are relevant for
teachers teaching undergraduate translation stsidandl can help them tailor the courses to
the students’ actual needs. Furthermore, the sedudtve implications for translation and
foreign language pedagogy research focusing omgtbdodology and contents of translation
courses at the undergraduate level.

2 Undergraduate EU translation courses in Hungariarhigher education

Hungary has a long tradition of professional thaiws training with well-established
training programmes offered at master’s level ompastgraduate specialist training. Since
Hungary’'s accession to the EU, specialized EU tadios programmes have become more
and more popular. In the EU there is a growing demtor highly-qualified translators
because of the vast amount of text produced evesy.yMost of these texts are official
documents, which are translated by professionaklasors. However, there are a lot of other
English language texts which deal with topics esdato the EU. Being able to understand
these texts is important not only for translat@irtees but for learners of English at the
undergraduate level as well.

As a response to the changing demands of the Hiang@bour market, translation
courses focusing on EU translation are now offatst at the undergraduate level, often
incorporated in foreign language (mainly EnglistA Brogrammes. There is a high chance
that students with a bachelor's degree in Englidhemcounter texts on various EU-related
issues, regardless of the field they work in. Tferee undergraduate learners of English can
benefit from translating various EU-related textdiich develops not only their translation
competence but other components of their languaggetence. For example, these courses
build students’ vocabulary and increase their bemkgd knowledge (both general and EU-
specific), which can prove very useful later initreareer. If a Hungarian student majoring in
English wants to become an English teacher, thegt mamplete a master's degree in
teaching English as a foreign language. Howevachieg as a profession is not as popular as
it used to be in the past, and many students choosé& go on to the master’'s level after
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receiving their bachelor's degree in English. Thaeme in English undergraduate
programmes, it is very important to equip studevith practical and transferable skills. These
are the main reasons why some Hungarian higheraédaanstitutions have built EU-related
courses into their English BA programmes.

3 The special status of undergraduate EU translatiocourses

Undergraduate EU translation courses are very apbecause their main aims are
different from those of professional translatoirniag programmes. However, these aims are
also different from foreign language courses, wheaeslation is used primarily as a tool to
develop language competence. In these coursedatiiansis regarded as a communicative-
functional activity, which can develop students'éign language skills and certain elements
of their translation competence. Therefore, thisdgtdraws on research in translation
pedagogy and foreign language pedagogy.

3.1 Developing translation competence

Several translation pedagogy researchers pointhatittranslator training takes place
at various levels, all with different goals. Bermhar (2004) distinguishes between translator
training and translator education. She suggests tthaslation education (mainly at the
undergraduate level) should focus mainly on raisamgreness, increasing reflectivity and
resourcefulness (2004, pp.20-21). In the past fesades, many studies have focused on
teaching translation, some of which include the emgthduate level (e.g. Gile, 1995;
Gonzalez Davies, 2004; Doller Appel, 1996; Gouadec, 2007; Hati&n Munday, 2004;
Keith & Mason, 1987; Kelly, 2005; Kiraly, 2000; Kemmaul, 1995; Malmkjeer, 1998, 2004;
Tennent, 2005; Wilss, 1996). Melis and Albir (20Q49int out that at various levels of
translation teaching it is crucial to have a cldafinition of translation competence and the
process of its development, as it provides theajunds in establishing the aims of the course.

Translation scholars agree that translation coempet does not develop automatically
with foreign language competence. Although the arotdf translation competence is very
complex and is mainly used in professional transl#taining, it is also important in lower
level translation courses, such as the specialEddranslation course investigated in this
study. The most important difference between the tlevels, regarding translation
competence, is that only certain elements of tediosi competence are to be developed at
lower levels, and special emphasis is laid on listjtisub-competence.

Over the past three decades, several models haredresented, aiming to describe
the complex notion of translation competence. Ayvamprehensive overview of the most
important approaches and models is given by Le&zii®807). Most of these models are
multi-componential, and assume that translation peience consists of several elements
including non-linguistic ones. One of the most &idi and sophisticated models based on
empirical-experimental research was presented iy PACTE research group from
Barcelona, originally in 2000 (later refined in 202003, 2005, and 2011). This model
reflects the current functional and cognitive apyeiees in translation studies, which have
extended the concept of translation competenceniphasizing the communicative function
of texts and the cognitive processes underlyingstedion. In their model, the PACTE group
claims that translation competence — which is gokéto performance — is expert knowledge,
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both declarative and procedural, consisting offtllewing sub-competences: bilingual sub-
competence, extra-linguistic sub-competence, kndgdeabout translation, instrumental sub-
competence, strategic sub-competence, and psygsiepdgical sub-competence (PACTE,
2003).

This model has recently been modified by Gopfe(RD09), who claims that there are
three sub-competences which are translation-speeifid are not necessarily found in
bilinguals with no formal training in translationools and research competence (which
corresponds to instrumental sub-competence in € TE model), strategic competence
(which is called the same by the PACTE group), drahslation routine activation
competence (which does not appear in other modélgnslation routine activation
competence comprises “the knowledge and abilittesetall and apply certain — mostly
language-pair-specific — (standard) transfer opmrat(or shifts) which frequently lead to
acceptable target-language equivalents” (p.21)sé& leements should be emphasized in any
course which aims to develop translation competefibe PACTE model and Gopferich’s
ideas served as points of reference in this study.

Gonzalez Davies (2004) suggests that more studiesild be directed at the
undergraduate level in translation teaching. Stes tise term translation teaching to refer not
only to professional training but to any coursewhich translation competence is to be
developed. According to her, undergraduate coursggire a totally different course design
and procedures, as the students have differentgbaokd, attitude, aptitude, rate, route,
learning and translating style. She suggests thaiteaundergraduate level, translation courses
should focus mainly on instrumentalization (i.emigarization with available tools and
resources), pre-specialization (i.e. introductionvarious fields), cognitive skills, and the
ability to move away from a purely mechanical piaetof translation towards reflective
practice. More specifically, she lists the areagrafislation competence which are useful to
improve at this level: language skills, subject terat transfer skills, resourcing skills,
computer skills and professional skills (pp.39-42).

Beeby Lonsdale (1996) maintains that even thouglergraduate students’ linguistic
competence and encyclopaedic knowledge are limitecause of their age, translation
programmes can facilitate progress towards themtah@enaturity. Translation classes develop
not only translation skills in the narrower sense. (transfer competence) but other
competences as well. Nord (2005a) lists the follmnones:

(a) linguistic competence in the native languagg) @nd in the foreign language (L2) with regard t
formal and semantic aspects of vocabulary and gemlanguage varieties, register and style, genre
conventions, etc., (b) cultural competence (e.galastudies about the target culture]...]), (c)tdat
competence in sometimes highly specialized fields fnd (d) technical competence for documentatio
and research. (Nord, 2005a, p.161)

Nord (2005b) introduces the notion ‘text compe&gnand suggests that translation
courses should focus on the development of textpedemce, which includes textual meta-
competence (i.e. how textual communication worte}t-production competence in the target
linguaculture, text-analytical competence (in tlo@irse linguaculture), and contrastive text
competence to be able to compare norms and coowentdif textuality in the source and the
target linguaculture. She lists several useful @ses, which can be used in undergraduate
courses as well (pp.212-213).
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As the students’ English language competence issadvanced as that of translation
MA students, it is very important to select thetsegarefully in terms of difficulty. Nord
(2005a) argues that in order to specify the degfedifficulty of the source text, teachers
should consider the following factors: the degrédifiiculty of the source text, the level of
knowledge and competence of the students, the fihedranslation task (stylistic, functional
and pragmatic requirements of the target text),tanldnical working conditions (p.172).

Developing native language competence is alsaaructranslation courses. Bergen
(2009) emphasizes that translation students, espeat the beginning of their studies, need
to consciously improve their language skills baththeir mother tongue and in the foreign
language. However, translation students often lawvensufficient command of their native
language. Nord (2005b) argues that a contrastiatysis of authentic texts can make students
aware of the norms and conventions of communicatioboth the source and the target
culture. In this study there was no previous tgstf the students’ native language skills
before they entered the module because it is onthedfaims of the translation courses.
According to Klaudy (2004), in real-life translati@activities students have to use their native
language knowledge consciously and reflectively.

3.2 Developing foreign language competence througtanslation

This study, focusing on special undergraduate katina courses, also draws on
current research in foreign language pedagogyhéncommunicative approach to foreign
language teaching, the main goal is to developn&ar communicative competence. In
Canale and Swain’s model (1980; Canale, 1983), camitative competence encompasses
grammatical (i.e. linguistic), sociolinguistic, ategic and discourse competence, so it is
similar to the complex and multi-componential moadtelranslation competence. Cook (1998)
gives a comprehensive overview of the use of tediwsl in language teaching and concludes
that the role of translation is almost completgigared in modern foreign language theories
and approaches (p.117). AIthough translation haen b#dismissed by almost all foreign
language teaching theories of thé"2f@ntury, in the past few decades there have higen s
of revival, deriving mainly from teachers’ individupractice.

More and more researchers argue that translatiorotionly an invaluable skill in
itself, but an aid to language learning (Cook, 20d@lmkjser 1998; Vermes, 2010; Witte et
al., 2009). According to Leonardi (2010), tranglatienhances critical reading skills,
improves grammatical awareness and language pobigj facilitates vocabulary acquisition,
and develops intercultural competence. Snell-Horfi®85) argues that translation develops
advanced learners’ linguistic accuracy and makesntimore aware of the structural
differences between languages (p.21). Duff (198d4fs lvarious pre-translation exercises
which develop several elements of the studentstigor language competence such as
vocabulary, register, word order, reference, ligkikense, mood and aspect, as well as
varieties of language. Later Duff (1989) identiftesee essential purposes of translation as an
activity in language learning: accuracy, claritydafbexibility. He argues that translation
“trains the learner to search (flexibility) for tineost appropriate words (accuracy) to convey
what is meant (clarity). This combination of freed@nd constraints allows the students to
contribute their thoughts to a discussion whichdakear focus: the text” (p.7).

If translation is viewed as a process (Gile, 1984) a communicative-functional
activity (Nord, 1997), meaning the translation othentic texts with a purpose (instead of
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translating isolated sentences out of contextindoubtedly has relevance in foreign language
teaching. Based on the students’ needs and theudgeg involved, carefully selected
materials combined with communicative translatiativities enable students to focus on
problematic areas of language, which can develdponty their translation skills but their
overall communicative competence.

3.3 Needs analysis in translation pedagogy

Translation students at various levels have wiffeneeds, which are to be reflected
in the course syllabus. Therefore, the most relewarting point for designing and
structuring undergraduate courses is to find owugahhe learners’ characteristics, needs,
expectations and perceptions. With the help of siemthlysis, teachers can decide which
elements of translation competence the course dhfoalis on, and how the acquisition of
translation and language competence can be faedit&ven though several studies highlight
the importance of addressing learners’ needs wiesigking the syllabus (e.g. Kelly, 2005;
Li, 2000, 2001), there is little empirical reseavehich explores the needs and expectations of
translation students at the undergraduate level.

Dudley-Evans and St. John (1998) argue that iguage teaching, especially in
English for Specific Purposes (ESP), needs anahassa vital role in course evaluation and
improvement. They emphasize that needs analyti® igery first stage, which establishes the
‘what’ and ‘how’ of every course (p.121). The termeeds assessment’ and ‘needs analysis’
are often used interchangeably in literature, lomes researchers use the former to refer to
identifying and prioritizing needs, and the latterinvestigating the causes of and possible
solutions to needs (Kaufman, 1985, p.21). The quinoé language learning needs was
addressed in several studies, resulting in severnals, which are all different aspects of the
same concept. For example, Hutchinson and Wate987f1distinguished target needs
(connected to the target situation, e.g. to fumcaffectively in the workplace) from learning
needs (connected to learning). Target needs incledessities (i.e. what learners must know
in order to function effectively), lacks (i.e. whaey should know but they do not), and wants
(i.e. what the learner perceives necessary to kn8mjilarly, distinction is made between
objective and subjective needs (Brindley, 19895).&hich are also called perceived and felt
needs (Berwick, 1989, p.55). Objective or perceivedds are determined by outsiders,
whereas subjective or felt needs come from theviddal and are influenced by cognitive and
affective factors. Hutchinson and Waters (1987) tinenthree key aspects of needs analysis:
product-oriented target situation analysis focggin objective and perceived needs, learning
situation analysis, i.e. investigating subjectivel &lt needs, and present situation analysis to
explore what learners already know. Finally, a flowaspect is also useful to consider, which
was first suggested by Holliday and Cooke (1982)isTis referred to as means analysis,
focusing on the constraints of the environment mcl the course is run (classroom culture
and management infrastructure). Based on previ@search and adding some more
components, Dudley-Evans and St. John (1998) pegpadolistic model, which includes the
following aspects:

(1) professional information about the learners: thgkgaand activities learners
are/will be using English for target situation analysiandobjective needs

(2) personal information about the learners: factorscwvimay affect the way they
learn such as previous learning experiences, alliaformation, reasons for
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attending the course and expectations of it, aitto English -wants, means,
subjective needs

(3) English language information about the learnersatwtheir current skills and
language use arepresent situation analysiswhich allows us to assess (4)

(4) the learners’ lacks: the gap between (3) and (&rks

(5) language learning information: effective ways arigng the skills and language
in (4) —learning needs

(6) professional communication information about (ajowledge of how
language and skills are used in the target s@natilinguistic analysis, discourse
analysis, genre analysis

(7) what is wanted from the course;

(8) information about the environment in which the ssumwill be run —means
analysis

(Dudley-Evanst St. John, 1998, p.125).

These dimensions were all taken into accounteénntbeds analysis study presented in
this paper.

4 Research aims

The main objective of this needs analysis studg ixplore, in the Hungarian context,
undergraduate English BA students’ needs and eati@cs concerning an EU specialized
translation course and to capture their perceptaimait translation as an activity, translation
competence, and the role of specialized translaitommproving their foreign language
competence. The responses are then compared vdth tdacher's assumptions and the
existing course syllabus to find out how the staéds and content of the course and the
individual needs of the students are related. Thelysaddresses the following research
guestions:

(1) What are the immediate needs and expectationspaftecular group of English BA
students regarding an EU translation course poitiné course?

(2) What are the students’ initial perceptions abaangfation as an activity?

(3) What are the students’ preliminary assumptions atsanslation competence?

(4) What are the students’ perceptions about the rfolgJotranslation in the development
of their English language competence?

(5) What are the teacher’s beliefs about the needexpectations of these students?

(6) What are the teacher's assumptions about the dawelot of these students’
translation competence?

(7) Do the aims and contents of the course, and thehiteg approaches and methods
adopted by the teacher match the students’ lewehaeds?

5 Methods

5.1 Participants and setting

The study was conducted at the Department of Em@itudies of Eszterhazy Kéaroly
College, Eger, Hungary, in April-May 2010. The stats were first-year students who chose
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the EU specialization module, which would startha following semester. After the Bologna
reforms, the new BA in English Studies startedh@ academic year 2007/2008. Part of this
undergraduate programme is a 50-credit EU speataiz module, which can be chosen by
the students at the end of the first year. This-Bemester specialization module starts in the
second year, and consists of the following fivejects: rhetoric and stylistics (two courses),
communication skills (three courses), English f&f purposes (six courses covering a wide
range of issues related to the working of the E\¢Juding its institutional structure and
various policy areas and a historical overview ofdpean integration with the aim to give the
students background knowledge necessary to bet@biederstand EU-related texts), theory
and practice of specialized translation (six casirsethree lectures focusing on theoretical
issues and three seminars providing practice inreiggrand EU translation). These two
courses run parallel and are designed to compleasaft other.

The participants of the study were ten full-tinfiest-year, Hungarian students, who
had not taken any translation course before. Nosiudents were chosen because the study
wished to explore students’ needs prior to the s®um order to improve the existing syllabus
and adapt it to the needs of this particular grofistudents. These students were very
different from students in professional transldtarning programmes as they had very little
or no previous translation experience, and theeraye English language competence was
expected to be at level B2.

The study is the first stage in a large-scalegmtoaiming to investigate the changes in
the needs and perceptions of English BA students wvidlergo translation training as part of
the EU specialization programme. The teachers waebin the study were the current author,
who taught the EU specialized translation semirand, the teacher of the parallel course, i.e.
the specialized translation lectures. At the timh¢he study | had ten years’ experience as a
teacher. | taught at the department between 2002@h0, and am currently working on my
PhD in Translation Studies. | was involved in depahg the syllabus of the EU translation
and English for EU purposes seminars in the EUiapeation module, and | taught these
courses since the launch of the module in 2007.t€aeher of the lecture course who was
interviewed is currently the acting head of the atépent. He holds a PhD in Translation
Studies, and at the time of the study he had 17¥syeaperience as a teacher. He has taught
the EU specialized translation lecture since 200Gth in the full-time and part-time
programmes. His main areas of interest are thesladon of proper names and culture-
specific elements, translation as intercultural oamication, and the use of translation in
foreign language teaching.

5.2 Instruments of data collection and methods ofralysis

To obtain data, three different methods were usedrder to explore the students’
needs, expectations, and perceptions, a questienmas developed, which consisted of
twenty items with open-ended and closed questibhs.questionnaire was divided into four
main areas — personal background information, métion about foreign language
competence, information regarding translation, imfogkrmation related to course content and
methodology. Several versions of the questionnaigee constructed, which were validated
and piloted before conducting the survey. The lagguof the questionnaire was Hungarian
because using the English language might haveedltbe results to some extent as it is more
difficult for non-native speakers at this level éapress their ideas naturally in another
language. The English translation of the questimar@an be found in Appendix A.
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Following the questionnaire survey, a semi-stmettunterview was conducted with
the teacher responsible for the lecture part of $pecialized translation courses. The
assumptions of the teacher were then compared tivighstudents’ answers. The interview,
which lasted about 30 minutes, was conducted ingddan by the author. The English
translation of the interview questions can be foumdAppendix B. The coding of the
guestionnaire and interview data was conducted aignby identifying and categorising
recurrent themes which emerged during the intesipcet of the responses.

Finally, in order to identify the declared aimstbé& course and to be able to compare
the collected data with these aims, document aisalyas carried out, in which the existing
syllabi of the specialized translation courseslflibe lecture and the seminar) were analysed.
The syllabi of the courses are presented in Appe@diTwo textbooks were also involved in
the document analysis. The first one was Klaudy &adt's (2003) EU Forditbiskola
[Translating EU texts from English into Hungarianjhich is a Hungarian language textbook
focusing on translating EU texts from English irtlingarian. The second textbod&kJ
English: Using English in EU Contextras written by Trebits and Fischer (2009). The
analysis was not a simple document analysis, b gaaried out in a wider contextual
perspective, taking into account the teachers’ ewperience.

6 Results and discussion

In this section, the results of the questionnainwesy, the interview and the document
analysis of the course syllabi will be presentethwi detailed discussion of the findings.

6.1 Student questionnaires
6.1.1 Personal background information about theesits

The first part of the questionnaire consisted uwgsiions aiming to gather information
about the students’ personal background. The fusstion was related to the age of the
students. The group was relatively homogeneoubesttidents’ age was ranging from 18 to
21. With regard to their English language learn@xgperience, eight of them had been
learning English for ten years or more, and only tthem had been learning it for less than
ten years (five and six years). This informatiorerse to correspond with the language
certificate they had (nine out of ten had a B2 liémeguage exam or higher).

The students had to give reasons for choosingthepecialization module. The two
major motives emerging from the answers were arest in translation and an interest in the
European Union itself. These responses show that aidhe students were motivated before
starting the course.

When asked whether they wished to continue thediss in a translation MA or not,
all ten students indicated that they were plantmindo so. This underlines the importance of
undergraduate translation programmes in transkaéiming, which could provide a strong
foundation for translation MA programmes. Whenijystg their answers, five out of the ten
students wrote they would like to become professidranslators, three expressed their
general interest in translation, and two wanteddbieve higher proficiency in English. The
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answers given in questions 1-5 indicate that tisasgents shared some basic characteristics,
which made the task of the teacher easier. As mmbshem seemed to have taken the
specialization module very seriously and have ltargr plans related to translation,
motivation was expected to be high in the group.

6.1.2 Information about the students’ English laagpicompetence

The students’ English language competence levet fir the course was B2 or higher
(seven students had a B2 level exam, two of thedth @& level, and one student had no
language exam certificate). However, when askedutalbow they assessed their own
language competence — using the descriptions inCbimon European Framework of
Reference for Languages (CEFR) (2001) by the Cowhdturope — six students indicated
that they were at the C1 level, three of them ntatke B2 level, and the student without a
language exam certificate marked the B1 level. &hesels seem to be higher than the
average level of first-year Hungarian college stisieand higher than the required entry level
for the course (B2). The reason why the studentestimated their language competence
might be that they do not know which CEFR leveliitth@nguage certificate corresponds to,
and the descriptions of the levels given in thestjoanaire were not sufficient for assessing
themselves objectively. Based on the author’s expee, second-year students who start the
translation course are somewhere between Bl aneév@®?, and there is a great variation in
their individual skills and language content.

With regard to their strengths and weaknessesu(@aty skills and language content),
the students’ responses varied considerably (THble

reading [
\"Tj.“.llg |
listening R ——
speaking  [EEEN—————
translation _ .S[‘l'e“gth:g
pronunciation  [NEG_G_— B Weaknesses
—
vocabulary |
language functions GGG
0 2 4 6 8 10

Table 1. The students’ own assessment of theingtins and weaknesses (number of students)

Table 1 shows how students evaluated their owengths and weaknesses. These
responses suggest that the students feel confidesgveral areas. On average, they seem to
be more confident in using the skills, and feel/theed more practice with language content,
especially grammar and vocabulary. Another striki@gture is that translation skills were
marked as being strong (eight students), and restundicated that it was a skill to develop.
Therefore, it is important to find out at the begimg of the course whether the students’ own
assessment corresponds to their current translabompetence, as the students’ responses
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may have been distorted by the fact that the suwey related to a translation course. The
students may have wanted to make a good impressiomhey were not aware of the
complexity of translation as an activity. This ishat Gonzalez Davis (2004) calls the
unconscious incompetenstage, when the translation activity seems to bg,emd students
are not yet aware of the challenges and problem@)p

6.1.3 Information about translation

The students had varying degrees of experientemslation. Only two students had
some professional experience, such as translatmgstibtitles, software, and texts for non-
profit organizations. Seven students mentioned sexperience, but this was mostly simple
translation tasks like translating song lyricstpaf a film or book for friends (five students),
or doing exercises in class or when preparing fanguage exam (three students).

When the students were asked to rate the diffiafltranslation in general on a scale
from 1 to 4 (from easy to difficult), eight studerdircled 3, and two of them circled 2. These
responses seem to be surprising at first as ipringous section none of them indicated that
translation skills were their weak point. Althoutitese two questions were related, this one
intended to elicit the students’ opinion about $tation as an activity. The difference in their
responses suggests that in the students’ opinranslation requires more than just good
translation skills, which is proved by their anssvgustifying their rating. Four students
mentioned that terminology might pose serious @mis, especially if they do not have an
equivalent in Hungarian. Three of them indicatesl differences in sentence structure. Some
other factors mentioned were attention (two stuslemeixperience (three students), and various
text types (one student). It is interesting thattino students who circled 2 on the scale wrote
that a good dictionary is enough to prepare a gaotslation.

The next question intended to explore this furtiiéae students had to underline what
was most difficult for them in translation. Respesisuggest that for the majority of novice
students, the most difficult part is translatingid¢al items, including terms (mentioned by
eight students), which is followed by cultural, sbcand professional background knowledge
(four students), and preserving formality (threedsnts). The only student who added
something to the list mentioned the difficulty manslating lexical items without a Hungarian
equivalent. It is surprising that sentence striectwas mentioned only by two students
although my experience shows that this is one efrttost problematic areas for students,
especially when translating EU texts from EnglistoiHungarian.

In response to the question ‘What characterizgsaal translator?’ the students listed
several ideas (Table 2). The majority of them (egjhdents) felt that being proficient in the
target language was essential, and six of them iorextt the importance of background
knowledge. Four students mentioned the ability tsknquickly, the ability to communicate
well in the target language, and the ability tovegbroblems. Some personal qualities were
also mentioned, including precision (four studenpsitience (three students), determination
(three students), perseverance (three studenesgtidty (three students), motivation (three
students), and quick-wittedness (two students).s@hieeas suggest that the students are
aware that just like in foreign language learnisiggcess depends heavily on individual, non-
language influences.
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good language proficiency
goodbackground knowledge s s
ability to work quickly
ability to communicate well
ability to solve problems
precision

patience

determination

perseverance

creativity

motivation
quick-wittedness

oo -

6 7
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Table 2. Characteristics of a good translator (rema students)

With regard to the tools of translation, all tendsnts mentioned the importance of a
good dictionary, seven of them referred to bilingdiationaries, and five of them felt that a
monolingual dictionary was also essential. Studexi$® mentioned the importance of a
thesaurus (three students), a Hungarian spelliogodary (two students), a dictionary of
foreign words (one student), a collocation dictignéone student), and databases on the
Internet (two students). Responses suggest thatndjerity of the students rely only on
traditional mono-or bilingual dictionaries. Theredpit is important to draw their attention to
the importance of using other tools and resourespgcially when translating specialized
texts.

The last question in this section aimed to find whether translation competence
could be developed or not. All the respondents ghoit was possible. Seven of them said it
required a lot of practice, three of them mentiomedding, two of them emphasized the
importance of vocabulary development, and one studeentioned grammar practice,
especially sentence structure and word order.

6.1.4 Information about the contents of the EU sdieed translation course

In response to the open-ended question concethmgtudents’ expectations about
the course, five participants expressed their washave a comprehensive knowledge of the
tricks of translation to be able to translate mapackly, more accurately and more
appropriately. This corresponds to what Gopfer00Q) called translation routine activation
competence (p.21). Six of them emphasized the irapoe of acquiring extensive
background knowledge, which is not only EU-speciknowledge, but general world
knowledge. Four students expressed their needvelaje their vocabulary, two of them felt
they needed more grammar, especially syntax, ared stmdent emphasized the need to
understand more complex texts.

The next question aimed to explore the studemigjet needs regarding the future
situations in which they can make use of the kndgdeacquired in the course. Eight students
indicated that they might use it in their futureéb,jsuch as working for EU institutions,
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government institutions, non-profit organizatiormpanies, or even as teachers. Two
students wrote that background knowledge woulddmerally useful in life.

The following question was related to the topios students consider useful to cover
in the course. The students demonstrated a brao@ckst in various EU policies, but the most
popular areas were environmental protection, edutatulture/media and social affairs. The
only area not marked by any student was agriculume food safety, probably because the
students are not aware of the relevance of thicpér EU policy in their lives. Therefore, it
is important to make the students familiar withtsepelating to a wide range of topics, taking
into account their preferences.

With regard to the genre of texts, responses sighat students are interested in
almost all genres listed, but the genre which wassidered to be the most useful was the
formal speech (marked by eight students), followgdlifferent documents published by EU
institutions (seven students), job advertisemesitsstudents), CVs (five students), legislation
(five students), parliamentary questions (five stud), newspaper articles (four students),
official letters (four students), and advertisingterials (two students). Introducing various
genres to the students is essential in any traoslaburse. Bhatia (1993) suggests that genre
analysis is a useful tool to describe how languagased, combining a surface analysis of
texts — describing lexico-grammatical features -+thwgocio-cultural and psycholinguistic
insights, which attempts to explain how the comroative purpose is realized in a specific
genre (p.11). Flowerdew (2005) also argues thairaly corpus-based text analysis does not
take into account the communicative context oftéw; thus, a genre-based approach results
in a much deeper analysis. With regard to the EU$ also a discourse communitiy with its
own communicative purpose, which is reflected ia ttarious EU genres. However, each
genre is a product of different sub-communitieshimitthe EU, so each genre has different
formal characteristics and different functions, efhmust be considered in translation.

When asked about their preferred types of aatiwitiuring the course, the respondents
expressed a wide range of interest (Table 3). f@euis every student is not easy, but
combining these activities, taking into accountotietical ideas, will definitely keep up
motivation. According to Kelly (2005, p.97), it iery important that the teacher should
provide students with a rich learning experiencgng various methods and techniques in
order to train students for the complex art of station.

gight translation in class

digcussing translations prepared at home
asgessing peers' translations

group work in class

projectwork outside class

oral presentation

discussing transfer operations

practicing gramumatical structures
developingspecialised vocabulary
revising/extendmgbackground knowledge

mterpretation

<
—
()
N
=
A
=3

1
]
=]

Table 3. The students’ preferences concerningitictiypes (number of students)
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Finally, the last question aimed to find out whatms of evaluation the students
would find useful during the course. Eight studeingicated that they would like to have
several shorter pieces of translation throughoetdburse, seven students liked the idea of
one longer text translated at home and submittéidea¢nd of the course. Four of them found
quizzes on EU terminology useful, and two of theereninterested in project work and oral
presentations.

6.2 Interview with the teacher

The interview was conducted with the teacher efdpecialized translation lecture. He
taught these first-year students phonetics and gibgy in the course of a lecture and a
seminar, so he already had an impression of theesidBs teaching first-year linguistics
courses, he has a lot of experience in teachingnsecand third-year students in the EU
specialization module. The interview consisted ighequestions, and the main aim was to
find out the teacher’s opinion of the students #redcourse. The first question was related to
the level of the students’ language competence. t€aeher said that based on his past
experience, most of the students who starte theseouere at an intermediate level or even
lower. This is different from the students’ answ&specially their own subjective assessment
of their language competence. The underlying messathat most students are not aware of
the complexity of language competence, so the dpwetnt of bilingual subcompetence (in
the PACTE model of translation competence) is ofagt importance at this level.

Answering the second question about the studesiteshgths and weaknesses, the
teacher pointed out that one of the biggest problamthis level was not just the lack of
sufficient foreign language competence, which is dpinion can be compensated by using
various strategies during translation, but the level of linguistic awareness in their mother
tongue. In his opinion, strong native languagelskite extremely important in translation, so
he said that it would be useful to test student#ting skills in Hungarian prior to the course.
Since the direction of translation is usually froime target language to the source language,
the development of native language competenceneitong that should be paid attention to
throughout the whole programme. This competenckudes not only lexico-grammatical
knowledge but spelling, textual and pragmatic kremlge as well. These students are
Hungarian native speakers, so they take it for tgchithat they can write in their mother
tongue. Nevertheless, with the development of teldgy, Hungarian students read less in
their mother tongue, which results in gaps in thgelling, grammar, vocabulary and
cognitive skills. This is a complex phenomenon, alihhas an effect on the students’ foreign
language competence as well. A comprehensive stodgucted by Nikolov and Csap6
(2010) claims that there is a strong relationslépveen L1 and L2 reading skills already at
early ages, suggesting that developing native laggweompetence is crucial at this level.

The third question aimed to find out what the kesidchought was difficult for these
students in translation. He emphasized two probiienedements: understanding texts and
general background knowledge. In his opinion, thege areas are related, so it would be
useful to spend time developing students’ genenaiwltedge by making them read and/or
translate newspaper articles on various globalesside suggested that in the first EU
translation course the students could translatespaper articles which are about general but
interesting topics, not necessarily related toEhle He also mentioned that editing Hungarian
texts would be a very useful activity, which couddntribute to the development of the
students’ native language competence.
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It was also relevant to find out what the teadheught about translation tools, and
which tools he thought would be useful to learntfer students at this level. In the teacher’s
opinion, it is useful to know about translation I&ydut at this level there is no need to learn
the use of specific translation software. In hisnam, it is much more important for these
students to be able to use dictionaries, terminolbatabases, electronic corpora, and other
internet-based translation resources.

Concerning the development of translation competernthe teacher said that the
keyword was practice. In the seminars the teadiauld provide opportunities for students to
activate their passive competence and improve pgegformance. In the PACTE model this is
enabled by the strategic sub-competence, whichdsnéral element controlling the whole
translation process and integrating all the othdr-competences. According to Gopferich
(2009) translation routine activation competena®ives practicing grammatical and lexical
transfer operations. According to the teacher,etssfts should not be merely presented to
the students, it is much better to teach them itndelg, and deal with them as they naturally
occur in particular texts. In the interview the dents also expressed their interest in
discussing various transfer operations, so thimsde be important for both the students and
the teacher. Concerning the usefulness of theriesituhe teacher said that learning about
translation theory raises students’ awarenessshbfm to create a conceptual framework of
translation, and makes them more conscious anectafé translators. In the PACTE model,
this sub-competence is called knowledge about laaos, which refers to declarative
knowledge about translation as an activity and psoéession. The students did not mention
this element at all, probably because at this sthge concept of translation competence is
much more naive than the teacher’s.

When detailing the contents and methodology ofléuture series, the teacher said
that the first lecture series was a general intttahy course covering the basics of translation
theory. The second lecture series focuses on attmdlation tasks and the stages of the
translation process. Finally, in the third lectaegies they discuss various tools and resources
used in translation. As far as the methodologyea$ed is concerned, he seems to prefer the
presentation-discussion style, which arises froenl¢lature format, However, he added that in
the seminars there should be a lot of practicecbasevarious other methods.

The last question aimed to find out about topmsnected to EU translation. He said
that in one of the lectures they cover some EUedldopics such as the work of EU
translators and interpreters, the tools that they, the process of EU translation, and the
function of translated EU texts. It is useful fdretstudents to hear some background
information about translation as a profession @ BU as this is part of the sub-competence
called knowledge about translation in the PACTE etpdnd it can broaden their general
conception about translation itself.

The results of the interview show that the teashperceptions about translation in
general and the needs of this particular leveltoflents do not always match. Based on the
results of the interview, it is clear that fututadents of this course will benefit from a revised
syllabus, with a stronger focus on developing theative language competence and
expanding their general background knowledge. Badigng and sequencing EU texts and
activities appropriately, students will cope wittartslating more difficult EU-related texts
later in the subsequent seminars.
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6.3 Document analysis

The analysis of the syllabi of the lecture and skeninar (see Appendix C) showed
that in the three lectures the students receivéidearetical foundation both in translation
theory and translation as a profession, which amgortant for the students to understand
translation better and becoming more conscious vdoamy translation tasks, even if the aim
is not to train professional translators. The saemswhich supplement the lectures are where
students can put theory into practice.

The syllabi of the seminars are genre-based, lmdenres which the students have to
translate are all EU-related ones. The course Bylieere compiled by the present author
(teacher of the seminars) on the basis of the litldk-orditoiskola(Klaudy & Bart, 2003),
which in 2007, at the time of devising the coumsas the only available book dealing with
the translation of EU texts into Hungarian for pgafgical purposes. It is an excellent book,
with clear methodological steps, but it can beiagd much more efficiently in professional
translator training programmes. One problem with esides the fact that the texts in it are
not up-to-date any more — is that some of thestext official legal documents, the
translation of which proved to be too difficult fondergraduate students in previous courses.
Although the genre-based methodological approachklévant at the undergraduate level as
well, these students need more practice both irldping their native and foreign language
skills and their background knowledge. Luckily, 2009, another book entitlddU English
was published in Hungary, written by Anna Trebitel dVarta Fischer. This book is for
intermediate (B2 level) learners of English who tvanneed to learn EU English. The stated

aim of the book is:
[to] improve your ability to communicate effectiyein a wide range of situations both in written and
spoken communication. It will deepen your knowledgdeU-related issues as well as your fluency in
using English to talk or write about them. (Trel&it&ischer 2009, p.8)

This book was used in the six ESP seminars irEthhenodule, but its methodological
framework can be followed in the translation semsndhe units in the book are based on
authentic EU-related texts and EU documents, baitsi#lection is much wider than in the
book by Klaudy and Bart. For example, it contaiesvspaper articles with EU-related topics,
which was suggested by my colleauge as well afulugenre in the translation seminars.
Therefore, the revised syllabus will contain thenge especially at the beginning of the
seminars. Furthermore, the book contains a loanfiliage exercises, which is something to
pay special attention to, not just in these coupsgsn the translation seminars as well.

With regard to evaluation, there are some moreptexnterminology tests in all three
seminars. The results of the questionnaire and iniberview indicate that vocabulary
development is very important at this level, whefould not focus only on teaching EU
terminology, but general vocabulary as well. Theref incorporating more quizzes on both
general and specific EU vocabulary in the syllaisusseful for the students.

Another area is developing of the students’ bamkigd knowledge as part of their
translation competence. Although in the EU spexadgilon module, the students have six ESP
seminars, where they get an introduction to thekimgrof the EU and its institutions, this is
something to focus on throughout the whole EU medun the translation seminars practice
can take the form of various activities such aggatowork, homework assignments, or in-
class exercises, connected to the actual contehedéxts used in the class.
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Based on the results of the study, in-class d&s/iand homework assignments will
also be revised. | will combine various types dhaites and forms of assessment mentioned
in the questionnaire to ensure a motivating legnemvironment for all the students.
Furthermore, in the selection of the texts, | wily to pay attention to the students’
preferences regarding text topics as much as pgessib

7 Conclusion and implications

This paper aimed to uncover the needs and expmtsabf a particular group of
students about the content of an EU specializedstation course, and to capture their
perceptions of translation and language competembe. results suggest that there are
individual differences in terms of needs and exgigmis, and there is a gap between what the
students think about translation, what they expech these courses, and what the teachers
expect. This discrepancy between the students’ shnemttl perceptions, the teachers’
assumptions and expectations — which are reflecteitie course objectives stated in the
syllabus —, draws the attention to the role ofadylis development at the intersection of these
factors. Since the main goal of undergraduate lmHoa courses is different from
professional translator training, it is crucialdonverge the students’ and the teachers’ views
and design a syllabus which addresses the speeifids of these students. In order to develop
these students’ translation and language compet@naefunctional way, teachers can use
needs analysis to explore students’ individual abi@ristics, language level, needs and
expectations and improve the syllabus by considdtiese factors.

The present study forms part of a large-scale prajevestigating learners’ needs
throughout the whole EU specialization module art&hazy Karoly College, Hungary,
aiming to explore the possible changes in theireetgiions and perceptions. It is hoped that
the project will reveal how a particular programnalored to the learners’ needs can
contribute to the development of their overall fgrelanguage and translation competence.

One of the main limitations of this exploratory dguies in the fact that it examined
the needs and expectations of the students antkdlsbers only prior to the course. Needs
analyses should certainly form a continuous protfessighout the whole training, exploring
the changes in the students’ perceptions abouslaton and the development of their
translation competence and adjusting the syllabukése changes over time. Nevertheless,
the findings may serve as the basis for revisirdyienproving the syllabus and methodology
of similar undergraduate translation courses, aad éttention to the importance of the level
and aims in translation teaching. The special stafuhese undergraduate translation courses
may contribute to viewing translation in a more gimative way even at the undergraduate
level, and help to reassess the role of translatidoreign language teaching.

Novice translation students may have very naiveetselbout translation, but the aim
of these courses is to develop their translatioth language competence focusing on their
specific needs. Obviously, it is not easy for theselents to judge the difficulty of EU-related
texts, the usefulness of teaching methods and typastivities. Nevertheless, knowing what
students think is not only a guide for the teacret a starting point for syllabus development,
but can also serve as a pedagogical tool for stad€&or example, discussing the results of
the needs analysis study with the students can retavating activity and can serve as an
introduction to the course. Being highly functignabmmunicative and motivating, this
activity can make the students feel that they camiribute to syllabus development. It is
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hoped that the study can help to shed light onntlest important issues teachers need to
consider when designing the syllabi of specialip@hslation courses and to underline the
relevance of needs analysis in translation pedagbipyvever, similar studies are to be
conducted regularly to ensure that translatiomingi programmes are responsive to the needs
of the participants. This may provide a bridge lestw foreign language pedagogy and
translation studies.

Proofread for the use of English by: Brigitte Bgilé&Jniversity of Jyvaskyla
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APPENDIX A

Student questionnaire — English translation

Dear Student,

| would like to ask for your help in my researcimaig to explore learners’ needs concerning
the EU specialised translation course. | will kdep personal data confidential.

Thank you for your cooperation.

Karoly Adrienn

l. PERSONAL INFORMATION

Please, answer the following questions.

1. How old are you?

2. How long have you been learning English?

4. Are you planning to continue your studies in astation MA programme in the
future? Circle the appropriate answer.
Yes/ no

5. Please, give reasons for your answer.

[I. INFORMATION REGARDING LANGUAGE COMPETENCE

6. What type and what level of language exam do ymeha

7. How would you assess your language competence? dBase the following
description, underline the appropriate level.

B1 Threshold (Can understand the main points of clear standapdt on familiar matters
regularly encountered in work, school, leisure, €an deal with most situations likely to arise
whilst travelling in an area where the languagspisken. Can produce simple connected text on
topics which are familiar or of personal intergSan describe experiences and events, dreams,
hopes & ambitions and briefly give reasons andanggions for opinions and plans.)
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9.

B2 Vantage(Can understand the main ideas of complex textiath concrete and abstract topics,
including technical discussions in his/her field sfecialisation. Can interact with a degree of
fluency and spontaneity that makes regular intemaatith native speakers quite possible without
strain for either party. Can produce clear, detiaiext on a wide range of subjects and explain a
viewpoint on a topical issue giving the advantaayed disadvantages of various options.)

C1 Effective Operational Proficiency(Can understand a wide range of demanding, loegés,
and recognise implicit meaning. Can express hirs#iefluently and spontaneously without much
obvious searching for expressions. Can use langilexgbly and effectively for social, academic
and professional purposes. Can produce clear,sivelttured, detailed text on complex subjects,
showing controlled use of organisational pattecosnectors and cohesive devices.)

C2 Mastery (Can understand with ease virtually everythingrthear read. Can summarise
information from different spoken and written s@gcreconstructing arguments and accounts in a
coherent presentation. Can express him/herself tapeously, very fluently and precisely,
differentiating finer shades of meaning even inrtiest complex situations.)

How would you specify your strong and weak areayair language knowledge?
Underline the appropriate areas in both columns.

STRENGTHS WEAKNESSES

reac_;llng reading

vyntm_g writing

|IStenIr_19 listening

speaking speaking

translation translation

pronunciation pronunciation

grammar grammar

vocabulary , vocabulary

language functions in various language functions in various
situations situations

(e.g. making requests, giving (e.g. making requests, giving

advice, making suggestions) advice, making suggestions)

INFORMATION ABOUT TRANSLATION

Do you have any experience in translating from Bhghto Hungarian or from
Hungarian into English? If so, please specify it.

10.In general, how would you rate the difficulty camslation? Circle the appropriate

answer then give reasons.
(easy) 1 2 3 4 (difficult)

11.Underline what causes most of the difficultiesyou in translation.

Spelling

translating words and expressions (including terms)
sentence structure

word order

preserving formality
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preserving genre characteristics

cultural, social and professional background knogée

Ot e
12.What characterises a good translator?

13.What tools are necessary for making a good traoslat
14.Do you think translation competence can be develdpieso, how? If not, why not?

IV. INFORMATION ABOUT THE CONTENT OF THE EU SPECIAL ISATION
COURSE

15.What expectations do you have concerning the cdwisat skills and abilities do you

expect to develop, what kind of knowledge would {ike to gain, etc.)

16.In what future situations do you think you will use knowledge that you gain in the
course?

17.Please, underline what topic areas you think wbeldnost useful in the course.

environmental health enlargement
protection employment policy multilingualism
education social issues history of the EU
sport science and working of EU
economic policy technology institutions
monetary affairs and energy policy consumer protection
taxation transport and enterprise policy
culture, media travelling other:
agriculture, food regional policy

safety foreign affairs
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18.Underline what genres you think would be usefutanslate in the course.

legislation documents of EU institutions
newspaper articles job advertisement
parliamentary questions cv

official speeches advertising materials

formal letters other:

19.Underline what types of activities you think woudd useful in the course.

sight translation in class practicing grammatical structures
discussing translations prepared at home developing specialised vocabulary
assessing peers’ translations revising/extending background

group work in class knowledge

project work outside class interpretation

oral presentation Other: ...

discussing transfer operations

20.Underline what forms of evaluation you think wotlel useful in the course. You can

choose more than one.

one longer text translated at home, to be subméttelde end of the course

several shorter pieces of translation throughaoeictiurse

project work

vocabulary quizzes

oral presentations

(01T o PP PPPPPPPPP

Thank you for your help®

APPENDIX B

=
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Questions at the semi-structured interview withtdeeher — English translation

What do you think is the language level of Engl#h students starting the EU
specialisation module in the first semester ofsbeond year?

What do you think are their main linguistic strdmgand weaknesses?

In your opinion what makes translation difficult inese students?

What kind of translation tools do you think thetgdgents should learn to use?

How do you think translation competence could beetigped?

Why do you think the lecture you teach (theorymé@alised translation) is useful for
these students?

What exactly do you teach, and how?

What topics do you cover which are related to Eugfation?
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APPENDIX C

Extracts from the Syllabi of the lecture and semina‘Theory and practice of specialised

translation’ 1-3
At the time of conducting this research projecsthdocuments were accessible for the studentseonlin

THEORY AND PRACTICE OF SPECIALISED TRANSLATION 1 - LECTURE

Objectives: The lecture course is designed to acquaint studeitts the basic problems,
concepts and principles of translation, which iens@s a special (inter-lingual) form of
communication. It aims to present the fundamentdlaracteristics of linguistic
communication and of translation as a bilinguaéiiptetive form of communication, and to
introduce the categories and terminology of translatheory with an eye on how these can
be utilised in the practice of translation work.

Topics:

Pages from the History of Translation

The Present: Translation in the European Union

Basic Concepts and Problems of Translation

Basics of Communication

Translation as Interpretation

Translation Strategies and Operations

Translation Competence: What Makes a Good Translato

NouokrwhE

Evaluation: Students will take a written examination test.
Required reading: Vermes, A. 2009Basics of Translation Theory and Practiégger:
Liceum Kiado.

THEORY AND PRACTICE OF SPECIALISED TRANSLATION 2 - LECTURE

Objectives: The aim of the course unit is to acquaint studerntis the practical questions of
translation. It presents the framework of profesaidranslation as defined by international
standards and guides students through the staghe @fanslation process from beginning to
end.

Topics:

The framework of a translation project

The tools of translation

Stages and steps of a specialised translationgbroje
Source text analysis

Research in translation

The target text

Revising, editing and proofreading

NoakwnNpE

Evaluation: Students will take a written examination test.
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Required reading: Vermes, A. 2009The Process of Translatioiger: Liceum Kiado.

THEORY AND PRACTICE OF SPECIALISED TRANSLATION 3 - LECTURE

Objectives: The aim of the course unit is to introduce stusliéatthe use of the translator's
electronic tools in the different phases of spéseal translation, from the reception of the
source text through task analysis to editing. Amtrggtools to be discussed are dictionaries
and sources on the internet, terminological date$®€and terminology management systems,
electronic text corpora and automated text analy®ids, translation memories, software
localisation tools and machine translation systems.

Topics:

. Translation in the information age

. Translator-client communication and informaticansfer
. Translation and the Internet

. Searching the web

. Translation resources on the worldwide web
. Translation resources on CD-ROM

. Computer-assisted terminology management
. Corpora as translation tools

. Translation memories and localisation tools
10. Machine translation

O©CO~NOOULE,WNBE

Evaluation: Students will take a written examination test.
Required reading: Austermuhl, F. 2001Electronic Tools for Translatordlanchester, UK
and Northhampton, MA: St. Jerome Publishing.

THEORY AND PRACTICE OF SPECIALIZED TRANSLATION 1 - SEMINAR

A. Aims of the course

The aim of the course is to combine the studemsistation-related knowledge and skills
(acquired in the Theory and Practice of SpecialiZednslation lecture), to deepen their
thematic knowledge about the European Union (ire limith the ESP European Union
courses) and to develop their translation competeéhmough the linguistic and translation-
oriented analysis and translation of selected atithesource texts and the classroom
discussion of the target texts. The key objectweoi refine the students’ translation skills
through guided translation assignments and to nthken able to produce functionally
adequate and commercially acceptable target texltted to the European Union. An
additional aim is to develop students’ sensitivityquestions of linguistic, stylistic and textual
correctness in the Hungarian translations.

B. Syllabus Specifications

Week | Specifications

1 Course Introduction: syllabus and requirements
P —————————————————————m—m—m—S——(
2 Translation and interpretation in the EU — intrciibn

Translation tools, online EU terminological datadsas
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Translating EU texts: characteristics of EU langyagpes of EU
texts

Lexical and grammatical transfer operations

3 Translation practice: translating a formal speech

4 Translation practice: translating a Council regjoh

5 Translation practice: translating a formal letter

6 Translation practice: translating draft minutes
7

8

9

Terminology TEST ONE

Translation practice: translating a communication
Translation practice: translating a newspapeériardbout a current
EU topic

10 Translation practice: translating a report

11 Translation practice: translating a parliamegntprestion
Terminological revision

12 Terminology TEST TWO

13 Evaluation of homework assignments

THEORY AND PRACTICE OF SPECIALIZED TRANSLATION 2 — SEMINAR

A. Aims of the course

The aim of the course unit is to further elabortite students’ knowledge and skills in

specialised translation that have been developetianTheory and practice of specialised
translation 1 seminar through the linguistic ammsh$tation-oriented analysis and translation of
selected authentic source texts and the classrasmussion of the target texts.

B. Syllabus Specifications

Week | Specifications

1 Course Introduction

Translating EU texts: characteristics of EU Esigli
Types of EU texts (revision)

3 Lexical and grammatical transfer operations &iewvi and practice
4 Translation practice: translating an formal speec
5 Translation practice: translating a formal speech
6 Translation practice: translating EU legislat{oegulation)
I

8

9

N

Translation practice: translating EU legislat{directive)
Translation practice: translating formal letters
Translation practice: translating parliamentangsiions

10 Terminology Test ONE

11 Translation practice: translating a communicatio
12 Translation practice: translating newspapecladi(current topic)
13 Translation practice: translating newspapecladi(current topic)

14 Evaluation of homework assignment
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THEORY AND PRACTICE OF SPECIALIZED TRANSLATION 3 —

SEMINAR

A. Aims of the course

The aim of the course unit is to further elabortite students’ knowledge and skills in
specialised translation that have been developetianTheory and practice of specialised
translation 1 and 2 seminars through the linguisiid translation-oriented analysis and
translation of selected authentic source textstb@dlassroom discussion of the target texts.

B. Syllabus Specifications

Week

Specifications

2

Course Introduction
Translation practice: newspaper article on aeturEU topic

3

Translation practice: translating a formal speech
EU background: current EU topic

Translation practice: translating a note
EU background: connected to the text

Translation practice: translating an EU contract
EU background: connected to the text

Translation practice: translating a Council rasoh
EU background: connected to the text

Terminology TEST ONE

Translation practice: translating a judgemerthefCourt
EU background: the function and organization of@wairt of
Justice

Translation practice: common European formatChdgr
writing a CV in the European Union — EU jobs

10

Translation practice: translating a formal spe&ca newspaper
article (current topic)

11
12

Translation practice: terminological revision
Terminology TEST TWO

13

Evaluation of homework assignment
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