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Abstract
English and Persian translator training has been offered by many Iranian
universities as an undergraduate program nation-wide. However, the program
failed to keep up with the dynamics of the market demands, findings of
Translation Studies research, and varied competences of students in the past
two decades. This study investigated the Iranian English translator trainees’
perspectives on the former curriculum that was used for over twenty years.
The other aim was to understand whether their needs and wants correspond to
either of the old and the recently revised curriculum in 2018. Based on focus
group interviews and literature review, a questionnaire was designed and
validated, and the survey responses of over five hundred English and
translator trainees (351 females & 152 males) from twelve universities in Iran
were statistically analyzed. The findings revealed that the courses related to
translation practice were ranked as the most important component of the
curriculum by the trainees, highlighting that trainees favor practice-oriented
translation courses the most.
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1. Introduction
From its inception, translation education or translator training has always
been the main concern of researchers, who were supposed to teach translation
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and trainer future translators. Thanks to recent developments, there has been
a research boom in the discipline of translation pedagogy (e.g., Kelly, 2005,
2010b; Kim, 2013; Laviosa & González-Davies, 2020). This has led to
recognizing the need to improve the curriculum and educational policies, as
Pietrzak (2019) emphasizes.
Modern translator education, however, has substantially benefited from
the recent findings of this field, particularly with regard to curriculum reform
(Kim, 2013). Despite these advances, the current practice of translator
education suffers from the fact that the curriculum in many parts of the
world, including Iran, is solely based on the scholars' anecdotes, subjective
experiences and judgments and many other significant sources of insight and
information have been neglected—a criticism which has also been leveled
against the European Master's in Translation (EMT) curriculum (Pym, 2008).
The translator-training program developed for the English-Persian
language pair dates back to many ages ago, which supposedly aims to prepare
students for the translation market. However, it has failed to fulfill its goals in
fully equipping trainees with determining skills and competences demanded
to work as translators and intercultural mediators in the labor market
(Khoshsaligheh, 2014; Miremadi, 2003; Mirza Ebrahim Tehrani, 2003; Riazi
& Razmjoo, 2004; Zia Hosseini, 2003). Moreover, considering the multibillion-dollar industry of translation worldwide, with the Persian speaking
community as a considerable market for international products, one can rule
out the shortage of job opportunities as the reason for the meager income of
the average translator. The only remaining factor explaining the reasons why
English and Persian translation graduates have not yet been able to benefit
and enjoy a lucrative profession can be attributed to the inefficiency of the
training programs. The improvement of program has been viewed from
different perspectives, including utilization of modern teaching approaches
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(Moghaddas & Khoshsaligheh, 2019; Parvaresh, Pirnajmuddin, & Hesabi,
2019) or taking into account trainees' motivations (Ameri & Ghahari, 2018);
nevertheless, the major problem seems to be the curriculum and its
implementation.
Unlike numerous translator training programs across the world, English
translation program in Iran is not entirely devoted to translation competence
of the students. This program has been in use for over decades and the vast
changes including the varied clients of the programs and different market
demands have been overlooked. Scholars in translation studies have stressed
the importance of students' opinions, aims, and purposes, among many other
sources of guidance for improvement of any translation curriculum (D. Li,
2001, 2002; Kelly, 2005). Pym (2008) contends that designing or redesigning
any translation program has to be based on triangulation of analysis of data
from multiple sources including, the current and past students and teachers,
practitioners, as well as insights from successful programs in addition to the
scholarly literature and empirical findings. Likewise, Burnaby (1989) states
that what is taught has to be a dynamic and continuous negotiation among the
teachers, students, and the educational administrators.
Although relevant to some extent, the Iranian translation curriculum is
vastly aiming at developing several other components, among other things,
English proficiency, language teaching, linguistics, and literature. Recently
the curriculum was completely revised and a new curriculum has been
introduced which admittedly aims at improving trainees' translation
competence, and preparing them for specialized translation projects. Despite
the improvements in the revised version, it seems to be based on neither a
specific definition or theory on translation competence nor a careful analysis
of the market, professional translators' profile, and trainee translators' needs.
However, with all the changing requirements of the modern market,

184 Teaching English Language, Vol. 13, No. 2
English Translator …
curriculum design is imperative to be an ongoing, dynamic process and not
limited to the commencement of a program. Moreover, learner needs analysis
in addition to principles and environment analysis are indispensable
processes of curriculum design. On a different note, it seems that the female
and male trainees have different purposes of attending translation programs
(Ameri & Ghahari, 2018). These individual differences could also be notable
among students who are still completing their translation program and
graduates who entered the labor market, which deserves some attention.
Overall, this study tries to understand whether the Iranian translator trainees'
needs and wants correspond to the old and revised curricula of undergraduate
English translation and whether male and female trainees, who might be
current students or graduates, holds differing views.

2. Literature Review
2.1 Curriculum Development
Curriculum has been a key issue since humans started to make inquiries
about how to educate themselves; nevertheless, the works regarding
curriculum can be traced back to the education philosophers after Plato
(Bellack, 1969). More curriculum-related activities by education scholars
were carried out in the late 19th and beginning of 20 th century which finally
led to the emergence of curriculum as an independent field of study in the US
in 1981. The year was replete with influential publications on the issue, the
most important of which was Franklin Bobbit's The Curriculum; therefore,
this is the birth year of the field (Klein, 1986; Wiles & Bondi, 2010).
Since the emergence of the field, the term curriculum has been used to
refer to different phenomena, such as a program of study, plan for instruction,
and subject matter or content, depending on the approach taken. The general
traditional understanding of the term is associated with a physical document,
a guideline or a plan for instruction (Wiles & Bondi, 2010). For curriculum
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specialists, however, it is a "set of plans, intentions, activities or outcomes
that are delivered in a variety of ways in different setting" (Wiles & Bondi,
2010, p. 1).
Central to the field of curriculum is the question of how to develop or
plan curriculum. Curriculum development or planning refers to the process of
making choices about designing a learning experience for students and
activating such choices using coordinated activities (Wiles & Bondi, 2010, p.
2). It concerns the planning, implementation and evaluation of curriculum,
along with the involved agents, processes and procedures used in curriculum
construction (Ornstein & Hunkins, 2005). Every theory on curriculum
development should include objectives, content, methods, and assessment
dimensions (Scott, 2001), which are considered as the keys to plan an
educationally valid curriculum (Canon & Newble, 2000).
Currently, there are five predominant curriculum approaches, including
systematic, existentialist, radical, pragmatic, and deliberative traditions (Null,
2016), each of which deals with the above-mentioned dimensions based on
different philosophies. Yet, there is a general agreement among all these
traditions that investigation of needs is an integral part of any curriculum
development activity. Needs assessment—also referred to as needs
analysis—taking different forms, is at work in different stages of curriculum
construction, from the primary stage of goal establishment to assessment. In
the following section, a description of needs assessment and different
approaches to it is provided.

2.2 What is Needs Assessment?
In the context of education, a need is a "learning or performance gap between
the current condition and the desired condition" (Gupta, 2007, p. 14).
Hutchinson and Waters (1987) classify needs into necessities (learners' needs
to perform a task effectively), lacks (learners' current knowledge & what they
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lack), and wants (learners' opinion of what they need). Needs assessment is,
thus, the process of discovering such gaps and the way to bridge them.
Based on the nature of investigated needs and the approach taken to the
investigation, needs assessment can take different forms. It can be knowledge
and skill assessment which involves identification of knowledge and skills
essential to function effectively and prescription of procedures to close
knowledge and skill gap. It can be job and task analysis in which the scope,
task and responsibilities for a particular job is profiled. It can take the form of
competency-based needs assessment which focuses on identification of the
competencies essential to perform a task perfectly. Finally, it can be strategic
needs assessment which involves internal and external factors influencing
performance in an organization approach and spots the gaps between the
existing and desired conditions (Gupta, 2007).
Needs assessment is an important process in any curriculum development
and evaluation procedures. Even some curriculum development models are
mainly based on needs assessment processes. For instance, Nation and
Macalister (2010) introduce a model for language curriculum development
which is applicable to other learning situations. They propose the following
steps: environment analysis (which can be considered as a form of needs
assessment), needs analysis, application of principles, establishment of goals,
content and sequencing, format and presentation, monitoring and assessment,
and evaluation. Such an approach to curriculum development, is vitally
focused on the needs of learning stakeholders including the students, the
teachers and the society- what many translator training programs are lacking.
Hopefully, research on the renewal of translation programs has proliferated.
The following section provides an overview of needs assessment efforts for
the purpose of translation curriculum development.
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2.3 Needs Assessment in Translator Training
Institutional training of translators began in the second half of 20th century as
a result of globalization and consequently the international need for
professional translators (Caminade & Pym, 1998). Since the establishment of
translation training programs, the debate has mainly revolved around how to
train translators (Gile, 2009; González Davies, 2004; Kiraly, 2000; Vienne,
2000) and the competences to be taught (Kelly, 2005; Kiraly, 2000; PACTE,
2011; Schäffner & Adab, 2000) with little reference to the curricular
development aspects. Before the implementation of the European Higher
Education Area (EHEA), or Bologna process, the publications related to the
curricular aspect of translator training only described the general features of
programs at different institutions (Schaffner, 2000; Nord, 2005; Ulrych,
2005) and reported barely any systematic curriculum design processes (Kelly,
2010a). The inadequacy of translation programs in preparing students for the
market and the implementation of Bologna process encouraged translator
training scholars to look for the underlying problem in the curriculum.
Among the very first authors addressing curriculum development issues is
D. Li (2000, 2001, 2002, 2007) who introduces the importance of needs
assessment in the translation curriculum development and assessment.
Following Reviere, Berkowitz, Carter, and Ferguson (1996), he defines needs
assessment as the "systematic and ongoing process of providing usable and
useful information about the needs of the target population" (D. Li, 2001, p.
290). He argues if translation programs are indented to aid in fulfilling the
changing expectations of their target society, constant analysis and
identification of real needs of practicing translators and student translators is
crucial. D. Li (2001) maintains using these methods, the needs of not only the
stakeholders of learning including the students and teachers but also
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professional translators and employers of translation graduate should be
investigated.
Kelly (2005) takes a participant-oriented, systematic approach to
translation curriculum development and syllabus planning in which a logical
link between different dimensions of curriculum, which is objectives,
content, methods, and the assessment, is made. For Kelly, curriculum
development involves the following steps: identifying social needs,
formulating outcomes, identifying students' profiles and needs, designing
course content, identifying resources, designing activities, designing
assessment, designing course evaluation, implementing the curriculum and
enhancing the quality. She is of the view that contextual factors and
requirements, such as "social needs, professional standards, industry's needs
and views, institutional policy, institutional constraints, disciplinary
considerations and student/trainee profiles" (Kelly, 2005, p. 22) influence the
curriculum structure.
In her later publication, Kelly (2008) attempts to redefine a translator
trainer competence, described in her earlier work (Kelly, 2005), based on the
UK Higher Education Academy's Professional Standards Framework for
teaching and supporting learning in higher education. Highlighting the
importance of needs assessment as the first step in establishing learning
outcomes and in relating the training to the actual practice, she presents the
results of a needs assessment study in Spain to pinpoint competences that
translator trainers need to improve. She concludes that needs assessment of
the trainees can be used to create a competence-based profile which
ultimately demonstrates what training activities to be designed for trainers.
Gabr (2007) is the first scholar who deals with the question of how to
develop a curriculum for a translation program. He introduces a qualitycentered process for designing, developing, and implementing translation
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programs. The model is founded on Total Quality Management (TQM)
which is originally a business theory focusing on productivity and quality
enhancement in an organization in which customer satisfaction and needs are
prioritized. Due to the nature of translation market and its requirements,
unpredictable technological developments, and evolving needs of students,
Gabr argues, maintaining quality requirements in translation departments is
an obstacle which can be overcome by exploring the market's, the translation
department's and the student's needs. According to this model, the curriculum
development should start with identifying market’s and students’ needs. The
results of market and students needs analysis helps to define objectives.
Needs assessment can also be used to inform course design and adapt
ready-made teaching guidelines to different contexts. X. Li (2016) conducted
a learning needs assessment in China on 54 second-year undergraduate
translation students to identify students' needs regarding their intercultural
competence so as to promote intercultural competence in translators through
the development of a toolkit for universities to integrate intercultural
competence in their translation programs. X. Li argues that through needs
assessment not only students' prior knowledge can be estimated but also they
can engage in creating curriculum, thus conducting needs assessment. The
findings of X. Li's (2015) study demonstrated the students' assessment of
their level of intercultural competence, the needs to be focused on in teaching
intercultural competence, their preferred learning experience and that the
students were aware of the importance of intercultural competence.
As previously mentioned, the implementation of European Higher
Education Area (EHEA) (1999), or Bolonga process, has been the
springboard for the reform in higher education and relating the programs
more to societal and market needs across Europe. As one of the goals of
EHEA, studies on the employability have recently proliferated. The scope of
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the concept goes beyond preparing for the market place, encompassing the
ability to find and to maintain employment, and to grasp the changing market
opportunities (Beyond, 2010). Such a concept urges the collaboration
between the higher education institutions and the labor market to enhance
students' employability. Therefore, obtaining formal feedback from students
and employers (i.e., needs analysis) is at work both in the process of
identifying and embedding employability skills in the curriculum and
ensuring that employability skills are properly defined and incorporated in
the curriculum (Álvarez-Álvarez & Arnáiz-Uzquiza, 2017; Astley & Torres
Hostench, 2017; Rodríguez de Céspedes, 2017; Schnell & Rodríguez, 2017).
Al-Batineh and Bilali (2017) evaluate translator training programs in the
Middle East and North Africa by conducting a comparison between the
curricula and course descriptions of the programs and the job descriptions in
this region. The findings demonstrated the most important competences
according to the job descriptions and the most and least covered areas by the
programs. The results revealed a general inconsistency between the priorities
of the market and those of the programs. The authors urge bridging the gap
between the academia and the language industry so that the programs can
better serve the market demands. This can be conducive to identification of
the market's current as well as future trends which leads to introduction of
more efficient programs.

2.4 Studies on the Translation Curriculum in Iran
The outdated undergraduate English translation program of Iran has been
constantly criticized by scholars. Some criticisms have been leveled against
the students' admission process and their language requirements before
entering the program (Toosi, 1990 in Riazi & Razmjoo, 2004). It is also
criticized for its deficiency in clarifying its objectives to the teachers
(Yarmohammadi, 1985). Miremadi (2003) and Mirza Ebrahim Tehrani
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(2003) criticize the program for its strong focus on language learning skills
instead of translation skills and for ignoring Persian language skills.
Riazi and Razmjoo (2004) highlight the translation students' and
graduates' inability in assuming a functional role in today's life and find its
underlying reason in inadequacy of the curriculum. They recommended the
inclusion of courses that can help students reach full mastery of English and
Persian, courses for introducing translation tools, some courses on text and
discourse analysis, together with several courses on audiovisual translation,
sight translation, machine translation and computer-aided translation.
Ahmadisafa and Amraii (2011) attempt at identifying a competence
pattern in the undergraduate translation program and draw a comparison
between the derived pattern and Kelly's (2005) competence model to detect
the required changes to improve the curriculum. Their study reveals that the
curriculum

covers

five

translation

sub-competences,

including

communication, transfer, cultural, subject-area, and research competence.
Moreover, the curriculum does not cover three subcompetences in the model,
including professional and instrumental, interpersonal, and attitudinal
competencies. The authors suggest the inclusion of some courses, such as
information management, computer and information technology, professional
issues in translation, translator cognition, and team translation so that the
curriculum can better fit Kelly's (2005) model.
Khoshsaligheh (2012) conducts an exploratory factor analysis on the
opinion of 41 translation graduates on the old curriculum in order to identify
its core elements. He classifies the courses under four categories: translation-,
language-, linguistic- and literature-relevant courses. In his later publication
on the topic, he qualitatively investigates translation faculty members'
opinion about the old translation curriculum (Khoshsaligheh, 2014). The
participants point to basing the curriculum on the needs of the market by
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conducting market needs analysis. They highlight the importance of practical
and workshop courses on translation and recommend the inclusion of
internship to the curriculum. Less emphasis on linguistic, testing and teaching
principles is also demanded.
Salari and Khazaee Farid (2015) conduct a needs analysis on active
agents of translation market, including certified and professional translation
agencies, clerks of international bank branches, publishers, travel agencies,
translation trainers and trainees. Their analyses revealed translation
graduates' deficiencies in the work environment as well as the required skills
for each work environment. Their findings indicated the importance of such
courses as Persian writing, literary translation, translation of legal documents,
and morphology. The courses suggested to be included in the future
curriculum include technical translation, culture, internship, editing, tourism
translation, computers and CAT tools, and reversed translation. Testing,
linguistics, and teaching principles are identified as inessential courses.
Considering the importance of learners' needs assessment in curriculum
development and the limited research on the learners' perceptions, this study
attempts to answer these research questions:
1. What are the most and the least important categories of
pedagogical courses to improve translation competence in
the view of the Iranian translator trainees?
2. What are the most and the least important pedagogical
courses to improve translation competence in the view of
the Iranian translator trainees?
3. To what extent the Iranian translator trainees' needs and
wants correspond to the current and revised curricula of
undergraduate English translation?
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3. Method
Based on a criterion sampling technique, 503 Iranian native speakers of
Persian (351 females & 152 males) participated in this study. Their age
ranged from 21 to 42 (M=26.4). The sample comprised 292 senior students
who were finishing an undergraduate program in English translation and 211
graduates with a BA in English translation from Iranian universities. The
participants were invited and selected from a wide range of twelve institutes
of higher education across Iran.
To gauge the translation trainees' perspectives on the old syllabus a
structured questionnaire was used as the instrument for data collection; it was
self-designed based on preliminary focus group interviews and review of the
literature. The questionnaire's items were about different courses currently
taught in the Iranian universities, in addition to proposed courses extracted
from the focus group interviews with professional translators and translation
scholars and the related literature on translation pedagogy.
The questionnaire items were thematically classified into six basic groups
based on the comments and recommendations of several Iranian TS scholars
and translator educators. Confirmatory Factor Analysis (CFA) was run on the
collected quantitative data both to examine the adequacy of the inventory as
well as to evaluate the construct validity of the questionnaire. After
verification of the model of categorization, descriptive statistics were used to
identify the most and the least important category of pedagogical courses. To
address the second and third research questions, the courses were classified
on the basis of their means to identify the most and least pedagogical courses.
Independent samples t-tests were run to investigate the perceived importance
of the pedagogical categories across gender and educational levels.

4. Results
For the ease and clarity of the analysis, the items were thematically classified
and a six-category model was created. The six main categories were named
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Language Mastery, Literature, Applied Linguistics, Translation Theories,
Translation Practice, and Development. Although the inventory model
enjoyed content validity as it was already subjected to the comments and
recommendations of several Iranian TS scholars and translator educators, the
categorization model was quantitatively examined for adequacy through the
goodness of fit indices, calculated by IBM SPSS Amos 19.0. The relevant
indices are presented in Table 1. As evident, the model fits the data
adequately considering that the indices are as they should be: chi-square
index divided by the degrees of freedom (χ²/ df) should be less than 3
(Ullman, 2001), Goodness of Fit Index (GFI) and Tucker-Lewis Index (TLI)
over .90, and Root Mean Square Error of Approximation (RMSEA) equal or
less than .06 (Schumacker & Lomax, 2004).
Table 1
Goodness of Fit Indices
Fit index
χ²/ df
GFI
TLI
CFI
RMSEA
Model
2.57
.95
.93
.92
.06
The scale reliability analysis also showed that each category enjoyed an
acceptable internal consistency value of approximately .71 or higher (Table
2).
Table 1
Reliability information of the Scale of Relevant Pedagogical Courses for an
Undergraduate Curriculum of English Translation
Subscales

No. of
Items

Cronbach's
Alpha

C1: Language Mastery

12

.82

C2: Literature

9

.85

C3: Applied Linguistics

7

.79

C4: Translation Theories

10

.82

C5: Translation Practice

15

.84

C6: Development

5

.71

Item No.
3, 7, 18, 21, 22, 23, 28, 31,
40, 43, 52, 54
6, 13, 16, 25, 29, 33, 39, 45,
58
4, 10, 19, 44, 46, 48, 51
12, 15, 17, 24, 26, 34, 41,
53, 55, 57
1, 2, 5, 8, 11, 14, 20, 27, 30,
32, 35, 37, 47, 49, 50
9, 36, 38, 42, 56
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Descriptive statistics were used to identify the most and the least
important category of pedagogical courses in the view of translation trainees
who attended the survey. The descriptive statistics demonstrate that the most
important category was Translation Practice (M=1.89, SD=.71) and after that,
by a slim margin, Language Mastery (M=1.85, SD=.78) stood. The third,
fourth, and fifth categories, also by a slim margin, were Applied Linguistics
(M=1.39,

SD=.90),

Translation

Theories

(M=1.28,

SD=.94),

and

Development (M=1.00, SD=.98). Finally, Literature (M=.89, SD=1.05) was
the least important category in the view of the translation trainees.
In order to address the second research question of the study, that is
identification of the most and the least important pedagogical courses to
improve in the view of the trainees, the courses were classified on the basis of
their mean (see appendix for more details on the significance of each course,
the category it belongs to, and its existence in the old and the revised
curricula). The highest rated pedagogical courses in the category of
translation practice were Interpreting (M= 2.41, SD=.99), Idioms in
Translation

(M=2.36,

SD=1.01),

Audiovisual

Translation

(M=2.27,

SD=1.12). In the category of Language Mastery, the three highest rated
courses included Listening Comprehension (M=2.27, SD=1.10), Reading
Comprehension (M=2.22, SD=1.11), English Language Grammar (M=2.17,
SD=1.14). Theoretical Principles of Translation (M=1.64, SD=1.49),
Advanced Translation Theories (M=1.54, SD=1.60), and Cultural Studies and
Translation (M=1.50, SD=1.45) were the highest rated courses in Translation
Theories group. In Applied Linguistics category, English Morphology
(M=1.86, SD=1.41), Contrastive Analysis (M=1.60, SD=1.44), and Discourse
Analysis (M=1.57, SD=1.25) stood as the highest rated courses. In the
category of Development, the highest rated courses were Language Study
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Skills (M=1.53, SD=1.47), Data Mining and the Internet (M=1.46, SD=1.46),
and Critical Thinking (M=1.14, SD=1.49). In the least important category,
that is Literature, the highest rated courses included English Prose (M=1.50,
SD=1.42), Poetry (M=1.18, SD=1.44), and Literary Criticism (M=1.07,
SD=1.39). The least important courses, obtaining means lower than one,
included French as a Foreign Language (M=.96, SD=1.82), Persian Literature
in the World Literature (M=.91, SD=1.55), Ethics and Philosophy in
Translation (M=.83, SD=1.56), Persian Classical Texts (M=.81, SD=1.73),
Modern Literature in Iran (M=.78, SD=1.62), Project Management (M=.75,
SD=1.44), Language Testing (M=.70, SD=1.57), Persian Poetry (M=.39,
SD=1.61), Third-world Literature (M=.38, SD=1.65), and Principles of Logic
(M=.12, SD=1.71). In order to determine to what extent the Iranian translator
trainees’ needs and wants correspond to the old and revised curricula of
undergraduate English translation the data were collected from the course
descriptions in each of the curriculum, which is summarized in a table (see
appendix).
Another objective of the study was to examine whether there is a
significant difference between the perceived importance of the pedagogical
categories by the male and female translator trainees. Therefore, an
independent samples t-test was conducted, suggesting that there was not a
significant difference between the views of the male (M=1.82, SD=.78) and
female trainees (M=1.87, SD=.74) of the importance of Languages Mastery
category; t (491)=-.65, p =.52. There was not a significant difference between
the views of male (M=.83, SD=1.16) and female trainees (M=.92, SD=.99) of
the importance of the category of Literature; t (491)=-.88, p=.38. There was
not a significant difference between the views of male (M=1.36, SD=.87) and
female trainees (M=1.41, SD=.90) of the importance of the category of
Applied Linguistics; t (491)=-.52 p=.60. There was not a significant
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difference between the views of male (M=1.33, SD=.91) and female trainees
(M=1.25, SD=.93) of the importance of the category of Translation Theories;
t (491)=.83, p=.41. There was not a significant difference between the views
of male (M=1.85, SD=.68) and female trainees (M=1.91, SD=.69) of the
importance of the category of Translation Practice; t (491)=-.98, p=.33. There
was not a significant difference between the views of the male (M=1.05,
SD=1.01) and female trainees (M=.99, SD=.95) of the importance of the
category of Development; t (491)=.62, p=.53.
An independent samples t-test was conducted to examine whether there is
a significant difference between the perceived importance of the pedagogical
courses by the undergraduate and graduate students of translation. The results
indicated that there was a significant difference between the views of
undergraduate (M=1.93, SD=.65) and graduate students (M=1.73, SD=.91) of
the importance of Languages; t (355.1)=2.80, p=.01. There was a significant
difference between the views of the undergraduate (M=1.47, SD=.88) and
graduate students (M=1.26, SD=.91) of the importance of Applied
Linguistics; t (442.7)=.55, p=.01. There was a significant difference between
the view of the undergraduate (M=1.12 SD=.91) and graduate students
(M=1.49, SD=.95) of the importance Translation Theories; t (438.5)=-4.36,
p=.00. However, there was not a significant difference between the views of
the undergraduate (M=.91, SD=1.06) and graduate students (M=.87,
SD=1.04) of the importance of the category of Literature; t (500)= -.91,
p=.68. There was not a significant difference between the views of the
undergraduate (M=1.91, SD=.70) and graduate students (M=1.86, SD=.74) of
the importance of Translation Practice; t (435.2)=.64, p=.52. Finally, there
was not a significant difference between the views of undergraduate
(M=1.02, SD=.97) and graduate students (M=.97, SD=.98) of the importance
of Development; t (446.9)=.64, p=.52.
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5. Discussion and Conclusions
The first objective of the study was to identify the importance of each
category of pedagogical courses to improve translation competence in the
view of the translator trainees. As the findings suggest, the trainees found
Translation Practice as the most important category. This finding
substantiates previous findings in the literature on the significance of
practical courses in the view of translation students, translator trainers,
professional

translators

and

administrators

of

translation

services

(Khoshsaligheh, 2014; D. Li, 2000, 2002, 2007; Salari & Khazaee Farid,
2015), highlighting the importance of practice-oriented courses in the
development of translation competence. It might also imply that the majority
of the trainees studying in the Iranian translation programs seem to primarily
aspire translation-related occupations. Fortunately, both the old and revised
curricula mainly consist of such courses.
The second most important category by a slim margin is Language
Mastery or technically bilingual competence—the basic and integral subcompetence of translation competence (PACTE, 2011; Schäffner & Adab,
2000). Our finding is in a good agreement with D. Li (2000), Riazi and
Razmjoo (2004) and Al-Batineh and Bilali (2017). Although our finding
emphasizes the importance of language-relevant courses in developing
translation competence, it also suggests another fact in the Iranian context.
Most translator trainees in Iran do not hold a perfect mastery of the foreign
languages when entering the programs, as English is treated as foreign
language in Iran. The students' second language proficiency is poorly
assessed before entering the program, so, in many cases; their language
learning process coincides with the development of their translation
competence, which leads to inadequate development of both their language
and translation competence. It has been a challenge to both the previous and
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revised curricula and the only solution was presenting several languagerelevant courses, such as reading comprehension and grammar, throughout
three semesters of the program. The long-term solution, however, can be a
change in the admission process at Iranian universities.
Courses pertaining to Applied Linguistics and Translation Theories were
ranked as the next categories, respectively, and stood in the middle of the
categorization. Salari and Khazaee Farid (2015) report that courses on
Applied Linguistics as not favored courses by the students and that they
prefer using translation theories in practice than studying them as stand-alone
courses. Khoshsaligheh (2014) is of the view that there should be a few
courses on Applied Linguistics and reports that translator trainers hold
contradictory views about courses on Translation Theories. Our finding can
be regarded as an indication of the students' preference toward a program,
which provides a combination of theoretical and practical courses. However,
most students were unsure about the contribution of these two categories in
development of their translation competence and their future careers as
translators. Moreover, this finding can be interpreted as the wash-back effect
of the MA admission examination for Translation Studies in Iran. The MA
admission examination and MA programs are basically focused on linguistics
and translation theories. This has led both the undergraduate and graduate
students to find these two categories almost as important as each other.
The next category is development, which mostly involves personal
development skills and workplace-related professionalism. This finding is
inconsistent with the literature, which revealed the great importance of such
skills in the view of employers and in job descriptions (Al-Batineh & Bilali,
2017; D. Li, 2007). Ahmadisafa and Amraii (2011) report that this category
is missing in the old curriculum and assert that this important translation subcompetence should be given due consideration and attention in upcoming
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curricula. Interestingly, the trainees considered such courses irrelevant to the
work of a translator. They did not seem to have a clear conception of their
future work situation and the required skills in the translation market, and it
can be deduced that the translation program has failed to properly introduce
the market needs and wants to the would-be translators. Fortunately, some of
the courses under this category are included in the revised curriculum to help
students make this career as professionals.
Finally, Literature stands as the least significant category, which is in line
with Salari and Khazaee Farid (2015). The rationale for the abundance of
Literature-related courses in both old and revised curricula is unknown—
whether they are included as a tool for first and second language
improvement or for introducing cultures (Ahmadisafa & Amraii, 2011).
Therefore, the curriculum planners are advised to clarify the objectives of the
curriculum and each single course for the trainers, otherwise it results in the
students’ confusion or lack of interest and trust toward the program or a
given course.
As far as the second research question is concerned, the most important
course in the view of translator trainees is interpreting which is in line with
D. Li (2000, 2001) who reports professional translators and translator trainees
identified the interpreting courses among the most helpful courses in their
job. This finding is inconsistent with Salari and Khazaee Farid (2015) and
Khoshsaligheh (2014) who suggest that for interpreting needs a separate
specific program to be established and teaching it in the translation program
is not helpful. These courses are among the most popular courses because
many students aspire to become an interpreter and think there are many
interpreting job opportunities in the market—which is not quite true. As there
are no specialized interpreting programs in Iran, students have always been
complaining about the few interpreting courses. Both the current and revised

Teaching English Language, Vol. 13, No. 2 201
Khoshsaligheh, Moghaddas, & Ameri
curricula aim to train interpreters, however, only three two-credit courses
have been introduced for this purpose. An improvement in the revised
curriculum is that the title of each course has changed so that in each course a
specific type of interpreting is practiced, say simultaneous interpreting.
The second most important course is Idioms in Translation. Although the
name of the course suggests that it focuses on translation of idioms,
according to the old curriculum, it has other objectives, including learning
how to use dictionaries and reference tools and how to deal with
terminological challenges. This has led the course to practically go beyond
what it appears to be and become the first course focusing on translating into
English. This fact can explain why it is ranked as the second most important
course. Given that each objective requires a stand-alone course, in the revised
curriculum, a new course is introduced, which is Translating Cultural
Expressions and the focus is on identification and translation of idioms and
culture-specific items. The students become familiar with dictionaries and
reference tools in another course titled Principles of Translation. A separate
course titled Translating Persian Texts in Humanities is incorporated which
concerns translating into English.
The third course is English listening comprehension. This finding
correlates with our earlier finding on interpreting as the most important
course, as the interpreters are assumed to have high listening comprehension
capabilities for their careers. In the revised curriculum, as previously
mentioned, listening and speaking course numbers have reduced, which is
inconsistent with the needs of the trainees and will affect their level of
preparation for interpreting courses and jobs. Audiovisual translation is
ranked as the fourth most important course, which is consistent with D. Li
(2002) and Khoshsaligheh (2014). The market on audiovisual translation has
expended in the past few years and diverse and rewarding job opportunities
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in subtitling and revoicing markets became available (Khoshsaligheh &
Ameri, 2017).
There are some courses, which were also rated important by the
respondents, which were not embedded in the old curricula and now are
included in the revised version. These new courses are Translation Internship,
Editing & Revision in Translation, Computer Aided Translation, Data
Mining and the Internet, Terminology Management, Critical Thinking,
Machine Translation, Localization and Globalization and Literary Criticism.
As the list suggests, these courses mostly serve the purpose of market
preparation, which hopefully make the next generation of the translator
trainees more familiar with the technological and technical know-hows in the
industry.
Among the least important courses is French as a foreign language which
stood in the 49th rank. The obsolete translator training curriculum did not
have any courses on second language learning opportunities. The revised
version inserted some five two-credits courses on learning a new language.
Given the non-mandatory nature of these courses, the translation departments
could offer other courses. These courses were not rated important by the
students. One reason that could be attributed to it is by taking five courses,
one would not be perfect in the given language. Five literature-related
courses are also among the least important courses, namely Persian Literature
in World Literature, Persian Classical Texts, Persian Poetry, Modern
Literature in Iran and Third-world Literature. As the title of the courses
suggests almost all of them pertain to Persian language. It can support our
previous speculation about the fact that the trainees are barely aware of the
role of literature in building knowledge of language and culture, and that they
have taken first language and culture as something they are already perfectly
familiar requiring no practice. Despite the students' lack of interest in these
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courses, Persian Classic Literature, Persian Contemporary Literature, and
Resistance Literature are included in the new curriculum. Here again, the
curriculum developers need to specify and clarify their reasons for inclusion
of these courses and how they can help building translation competence.
Ethics and Philosophy in Translation is among the least important course.
This course is highly theoretical and beyond the scope of undergraduate
programs and needs of the students. Moreover, in the case of Ethics students
believed that there is no need for a single course on ethics, as they can
become familiar with the issues during practical courses. Project
Management, interestingly, is ranked as the 54th category. Project
management is considered as an important skill in the market (Olohan, 2007),
nevertheless, the trainee translators studied in this study seemed to be quite
unfamiliar with it. The reason may well be that the Iranian translation market
probably has few job offers that may require skills and capabilities in project
management. Language Testing stood was not rated high, which is in line
with the literature (Ahmadisafa & Amraii, 2011; Khoshsaligheh, 2014; Salari
& Khazaee Farid, 2015). It is a highly theoretical topic in second language
teaching. Although a majority of the trainees aspires to become an English
teacher, they mostly know that in the Iranian language institutes–where they
will be working in future—the ready-made tests designed by the authors of
books instructed in the institutes are used to assess the students' language
skills. Finally, the least important course is Principles of Logic. In fact, the
trainees are not familiar with logics, so they are not the right people to be
asked about its effectiveness for translation jobs. Besides, the decision
regarding to inclusion or exclusion of such a course requires empirical
evidence on its importance in translation quality.
Another finding of the study was that in none of the pedagogical
categories, there was a significant difference between the perceived
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importance of the categories by the male and female translator trainees. This
finding together with our further findings regarding the educational level of
the trainees might reflect that differences in perception of the trainees can
better be explained by some other factors, such as knowledge, needs, and
experiences. Our final analyses on the trainees' educational level and their
perception of the importance of the pedagogical categories revealed that the
categories of Languages and Applied Linguistics were found more important
by the current students in comparison to the past students. That is said, the
past students found Translation Theories more important. This is perhaps
because they are now working as professional translators and better
appreciate the importance and use of theories in practice and in guiding their
translation decisions.
Taken all together, the changes in the revised curriculum have made the
translation programs more student-friendly. However, it can be felt that the
past students who received training according to the old curricula are
suffering from a lack of knowledge in many aspects, especially market
requirements. The teachers are also required to keep pace with the market
changes and technological advances. Moreover, curriculum planners should
hold workshops for and meetings with the translator trainers, as the agents in
charge of putting the curriculum into practice in order to introduce the
curriculum and its objectives. In the course of such meetings, collaboration is
fostered and ongoing, and constant curriculum renewal is facilitated. It is
suggested that future works focus on examining the recent market needs and
surveying translation agencies, professional and seasoned translators as well
as translation trainees to have a more comprehensive overview of the
translator training program in Iran.
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Appendix
Table 3
Significance of each course and the existence the current and the revised
curricula
Subject

Mean

SD

Category

Current

Revised

08 Interpreting

2.41

.992

C5: TP

Yes

Interpreting1&2&3

Yes

30 Idioms in
Translation
(En)

2.36

1.01

C5: TP

Yes

Idioms in
Translation

Yes

07 Listening
Comprehension
(En)

2.27

1.10

C1: L

Yes

Listening and
Speaking 1&2

Yes

27 Audiovisual
Translation

2.27

1.12

C4: TP

Yes

Translation of
Audiovisual Files

Yes

18 Reading
Comprehension
(En)

2.22

1.11

C1: L

Yes

Reading
Comprehension
1&2&3

Yes

2.17

1.14

C1: L

Yes

Grammar 1&2

Yes

2.13

1.13

C1: L

Yes

Persian Language
Grammar

Yes

2.10

1.15

C5: TP

Yes

Translation of
Journalistic Texts

Yes

2.09

1.27

C1: L

Yes

Listening and
Speaking 1 &2

Yes

43 English
Language
Grammar
03 Persian
Language
Grammar
47 Translation
of Journalistic
Texts
54
Conversation
(En)

Consecutive
+Simultaneous
Interpreting+
Introduction to
Modes of
Interpreting
Translating
Cultural
Expressions+
Methods and
Principles of
Translation
Basic +
Advanced
ListeningSpeaking Skills
Translating
multimedia
Texts
Basic+
Advanced
Reading
Comprehension
Basic +
Advanced
Grammar
Persian
Grammar
Translating
Journalistic
Texts
Basic +
Advanced
ListeningSpeaking Skills
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Translating
English +
Persian Texts in
Humanities
Reading
Journalistic
Texts

49 Translation
of Political
Texts

2.05

1.24

C5: TP

Yes

Translation of
Political Texts

Yes

22 Reading
Journalistic
Texts (En)

2.04

1.19

C1: L

Yes

Reading
Journalistic Texts

Yes

21 Essay
Writing (En)

2.00

1.21

C1: L

Yes

Essay Writing +
Advanced Writing

Yes

2.00

1.09

C5: TP

No

Yes

1.97

1.20

C5: TP

No

Yes

50 Translation
of Legal
Documents

1.90

1.39

C5: TP

Yes

Translation of
Correspondences
and Legal
Documents

Yes

Translating
Legal
Documents

11 Literary
Translation in
English

1.89

1.13

C5: TP

Yes

Translation of
Literary Texts

Yes

Translating
Literary Texts

37 Translation
of Economic
Texts

1.87

1.25

C5: TP

Yes

Translation of
Economic Texts

Yes

19 Morphology
(En)

1.86

1.41

C3: AL

Yes

Morphology

Yes

1.84

1.30

C5: TP

No

1.82

1.31

C1: L

Yes

1.81

1.15

C5: TP

No

41 Principles of
Translation

1.64

1.49

C4: TS

Yes

28 Controlled
Writing (En)

1.63

1.39

C1: L

No

02 Translation
Quality
Assessment
35 Translation
of Technical
Texts

14 Translation
Internship
52 Business
Correspondence
(En)
01 Editing &
Revision in
Translation

Yes
Letter Writing

Methods and
Principles of
Translation

Essay Writing
Translation
Quality
Assessment
Translating
Scientific and
Technical Texts

Translating
English +
Persian Texts in
Humanities
Etymology and
Terminology
(En&Pr) +
Introduction to
Linguistics
Translation
Practicum

Yes

English
Correspondence

Yes

Persian Editing
and Revising

Yes

Methods and
Principles of
Translation

No
Contrastive
analysis of
Sentence Structure

Comparative
Analysis of
English and
Persian
Structures

48 Contrastive
Analysis

1.60

1.44

C3: AL

Yes

10 Discourse
Analysis

1.57

1.25

C3: AL

No

No

55 Translation
Theories

1.54

1.60

C4: TS

Yes

Yes

Introduction to
Translation
Theories

36 Language
Study Skills

1.53

1.47

C6: D

Yes

Yes

Study Skills

Language Study
Skills

Yes
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57 Cultural
Studies and
Translation
33 English
Prose
20 Computer
Aided
Translation
31 Essay
Writing (Pr)
34 Translation
Research
Methodology
42 Data Mining
and the Internet
51 General
Linguistics
23 Oral
Reproduction
of Stories
44 Phonology
(En)
46 Language
Teaching
Methodology
05 Terminology
Management
17 Sociology
and Translation
24 Interpreting
Studies
13 English
Poetry
38 Critical
Thinking

1.50

1.45

C4: TS

No

No

1.50

1.42

C2: Lit

Yes

1.49

1.38

C5: TP

No

1.48

1.44

C1: L

No

1.47

1.53

C4: TS

Yes

Yes

1.46

1.46

C6: D

No

Yes

1.41

1.44

C3: AL

Yes

General
Linguistics 1&2

Yes

1.38

1.70

C1: L

Yes

Oral Reproduction
of Stories

No

1.29

1.65

C3: AL

Yes

Phonology (En)

Yes

1.25

1.76

C3: AL

Yes

Language
Teaching
Methodology

Yes

1.25

1.34

C5: TP

No

Yes

1.23

1.47

C4: TS

No

No

1.23

1.57

C4: TS

No

Samples of Simple
Prose

Persian Writing

Yes

Introduction to
English Prose

Yes

Translation and
Technology

Yes

Persian Writing
Research in
Translation
Studies
Translation and
Technology
Introduction to
Linguistics+
Applied
Linguistics

Introduction to
Linguistics
Language
Teaching
Methodology+
Teaching
Language Skills
Translation and
Technology

No
Samples of Simple
Poetry

1.18

1.44

C2: Lit

Yes

Yes

1.14

1.49

C6: D

No

32 Translation
of Islamic Texts

1.12

1.71

C5: TP

Yes

15 Machine
Translation

1.12

1.59

C4: TS

No

Yes

12 Localization
& Globalization

1.11

1.49

C4: TS

No

Yes

53 Ideology and
Translation

1.10

1.59

C4: TS

No

No

06 Literary
Criticism

1.07

1.39

C2: Lit

No

Yes

39 Survey in
Literature (En)

1.01

1.47

C2: Lit

Yes

Yes

Translation of
Islamic Texts

An Introduction to
Literature (En)

Yes

Yes

Introduction to
English Poetry
Lecturing and
Speaking
The Study of
Translated
Islamic Texts
1&2+
Translating
English Islamic
Texts
Translation and
Technology
Emerging
Areas in
Translation

Introduction to
Literary and
Film Criticism
English
Literature:
Short Story &
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40 French as a
Foreign
Language
16 Persian Lit.
in World
Literature
26 Ethics &
Philosophy in
Translation
58 Persian
prose
29 Modern
Literature in
Iran
09 Project
Management
04 Language
Testing
25 Persian
Poetry
45 Third-world
Literature
56 Principles of
Logic

.96

1.82

C1: L

Yes

Yes

.91

1.55

C2: Lit

No

No

.83

1.56

C4: TS

No

No

.81

1.73

C2: Lit

No

Yes

.78

1.62

C2: Lit

No

.75

1.44

C6: D

No

.70

1.57

C3: AL

Yes

.39

1.61

C2: Lit

No

No

.38

1.65

C2: Lit

No

No

.12

1.71

C6: D

No

Yes

An Introduction to
Contemporary
Literature

No

Foreign
Language

Persian Classic
Literature
Persian
Contemporary
Literature+
Resistance
Literature

No
Language Testing

Yes

Testing

Lecturing and
Speaking

