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Abstract. The article presents an overview of the Translation Studies literature on translators' training curriculum at the universities.
The purpose of this paper is to review the existing models of translator training curriculum in higher education, to compare them and
to find out the best approach to higher education curricula design. The definitions, foundations and guidelines and approaches to
curriculum formation have been explored. A curriculum model is outlined as a practical example of synthesis, flexibility, and stream-
lining. The analysis made by the author has allowed identifying some key methodology provisions in regard to the university-based

translator training curriculum design theory.
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Introduction. Translators play an important role in global
society. They enhance communication by conveying in-
formation accurately from one language to another in dif-
ferent countries across the world. Today, translator training
faces several current challenges that concern pedagogical
practice, curriculum design and the possible contributions
of research. Indeed, the efficient understanding of curricu-
lum processes and the application of translation skills maps
may result in training programmes that, they may be effec-
tive in a given context and for a specific purpose. Thus, the
curriculum design is one of the key and crucial elements to
organize sustainable educational process.

The analysis of recent research and publications.
While an increasing number of works are beginning to
appear in the field of Translation and Interpreting Studies
regarding curriculum issues, authors of the vast majority
of this recent output seem to make little effort to ground
their studies in state-of-the-art curriculum research (as
cited by Sawyer (2004); Kelly (2005); Kearns (2006) and
Calvo (2009). Despite this, a limited number of transla-
tion and interpreting theorists — e.g., Sawyer (2004) in the
field of interpreting, and Kelly (2005) and Kearns (2006)
in the field of translation — have taken account of the im-
portance of scaffolding training plans and implementation
of solid curriculum design and development theories
(Calvo, 2009). Among the Ukrainian scholars the curricu-
lum research has been undermined by O. Hirnyi, S. Klep-
ko, T. Koshmanova, J. Lokshyna, N. Nychkalo, O. Sav-
chenko and others. But there is still no one state occupa-
tional standard that would define the translator training
curriculum in Ukraine.

The aim. The paper analyses the current state of affairs
as far as university-based translator and interpreter train-
ing curricula are concerned.

Theoretical framework and research methods. Most
university-based translator training programs are designed
as rational, theory-based curricula that include practical
knowledge contents, but do not reveal how some particu-
lar program responds to different situational contexts,
different stakeholders’ needs (Calvo, 2009).

Analyzing translation and interpretation curricula in
Ukraine we found out that some decision-making pro-
cesses behind certain curriculum proposals were based on
the following:

— copycatting programmes which proved successful in
other different institutions and contexts;

— following individualistic visions of developers about
what translation should be;
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— following pedagogical trends from a formal and rhetori-
cal but not practical perspective;

—lack of curriculum diversification, innovation and evo-
lution. Such a situation stipulates further research in the
determined field.

So, as it was mentioned before, traditionally, training
programmes have been designed according to what is
known as 'rational planning' or 'theory-based planning'
methods. A rational, theory-based curriculum planning
process, as states Calvo (Calvo, 2009), can of course in-
clude practical knowledge contents in the form of skills,
competences, or task performance outcomes, for example.
On the other hand, the way a specific training programme
is developed in practice and how it responds to its situa-
tional needs and stakeholders, regardless of the nature of
the selected type of learning content, is what really deter-
mines whether it better matches a practice-based or a the-
ory-based curriculum paradigm.

The main objection to the rational curriculum tradition
is that training programmes tend not to be very flexible
over time and, therefore, have a limited capacity to adapt
to possible changes in the training context. Theory-based
curricula are often focused on attaining durability, homo-
geneity and standardisation (i.e., the same programme is
applied in different settings including different groups of
students, different schools or even different countries),
measurability (for formal quality and efficiency assess-
ment purposes) and manageability (for organisational and
financial purposes). Special emphasis is made on appro-
priate wording and other formal issues affecting the quali-
ty of the final product or design, while practical imple-
mentation may be ignored. (Calvo, 2009).

In theory-based curricula, programmes function as a
menu for learning, taking the form of an organised body
of subject matters or modules. These subject matters or
modules are then further broken down into a set of hierar-
chical objectives which, in certain cases, are sequenced in
successive steps from small, specific objectives up to
large, terminal objectives (Jonnaert et al. 2006: 6). Given
that the curriculum appears in the form of a list of sub-
jects and modules to be learnt, links between the different
curricular elements are usually not particularly well de-
fined (lack of integration), leading one to easily loose the
overall picture of the course. Indeed, knowledge fragmen-
tation and dissociation is common, leaving little room for
real interdisciplinary, integrated, comprehensive curricu-
lum approaches.

Furthermore, due to this insufficient contextualisation
and deliberative background, identifying the groundwork
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underlying certain content selection and curriculum deci-
sion-making can, at times, prove to be a complicated ven-
ture (Calvo, 2009).

Results. Therefore, the recent years have witnessed
some shifts that are aimed at adapting curriculum theory
to modern higher education challenges. According to Jon-
naert et al. (2006: 7), three main factors have shaped the
new approaches to curriculum development: (1) the
emergence and influence of the knowledge society with
its new methods to access information through the inter-
action with new types of artificial intelligence artefacts
(e.g., computers, the internet, and new cognitive activities
and processes resulting from the use of these new tech-
nologies); (2) new socially and market-driven forces
which are no longer focused on micro-tasks and super-
specialisation, but rather on knowledge transferability and
integration; and (3) the unorderly nature of the digital
revolution and the fact that the greater availability of in-
formation does not necessarily imply equal information
processing and accessing skills.

In view of these societal changes, newer curriculum
paradigms have been defined in terms of — adaptable and
context-reactive — curriculum practice, where curriculum
development has been given priority over curriculum de-

sign. A curriculum is then considered as a permanent pro-
cess in practice, not only an abstract product or pro-
gramme on the paper. Training courses tend to appear
more integrated and comprehensive and the resulting pro-
gramme of studies is not as much prescriptive as orienta-
tive: the curriculum development cycle is self-corrective.
Teachers are expected to have sound training in teaching
and learning strategies and to demonstrate interest in im-
proving their practices, while students are expected to
play an active role in the learning process. Curriculum
practice and implementation does not focus directly on
covering the syllabus or course content, but rather on
achieving actual, durable, transferable and significant
learning on the students' part (Calvo, 2009).

In order to better respond to student needs, the recent
educational reforms invite the use of a more practice-
oriented and flexible lens when examining and designing
curricula. Along these lines, one of the main aims to be
achieved is the acquisition of competences and skills rep-
resenting transferable and significant knowledge with
respect to social needs and real-world applications. The
existing model of curriculum development is brightly
described by Calvo (Calvo, 2009), see Figure 1.
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Figure 1. Curriculum as product (theory) and curriculum as pr(;cies_s (practice) (Calvo, 2009: 69)

Further consideration of new approaches to curriculum
design reveals that the curriculum should be oriented on
an existing competence model. For example, in this case
would be valuable to refer to International Transla-
tors/Interpreters organizations. Hence, a well-known or-
ganisation CIUTI (Conférence Internationale Permanente
d'Instituts Universitaires de Traducteurs et Interprétes)
and its members ensure a high quality in the training of
translators and interpreters. The aim of a degree course
offered at a CIUTI member institute is to acquire a trans-
lation competence, which implies at least the following
competences: competence in the foreign language(s), in-
tercultural competence, translator’s competence.
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CIUTI defines that at the heart of the curriculum lies
more than mere language training. Competence in the
native language and one or two foreign languages is, in
the best case, a precondition. The core of the translation
and interpretation curriculum consists of translation train-
ing. The curriculum will introduce the various models and
methods of translation studies, focusing on the processes
of translating and interpreting, because the ultimate goal
is the acquisition of procedural competence.

As the translation studies investigate both the process
and the product of translation, to the mind of members of
CIUTI, the academically-schooled translators should also
be equipped to approach their task from a scholarly angle.
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This requires knowledge of the theoretical basis of the Actually, within the field of Translation Studies, only a
discipline, and of ongoing research and developments. very few authors actually pay attention to curricular con-
Finally, the curriculum should also pay attention to so-  textualisation and deliberation before proceeding to the
cial and communicative skills, including more general application of competence models. Kelly‘s Handbook for
skills that allow students to apply their acquired compe-  Translator Trainers (2005), for instance, emphasises the
tence in the ever-changing professional context, such as  importance of the reflection upon and analysis of the con-
teamwork skills, communication skills, problem solving  text in which trainers work prior to addressing curriculum
skills and the ability to work in interdisciplinary teams. design proposals. Kelly (2005: 22) identified different
One more important thing should be taken into consid-  information sources for designing context-dependent cur-
eration while designing the curriculum, that in accordance  ricula by means of transparent and explicit decision-
with the principle of an academic education, the curricu-  making processes:
lum should be based on the theoretical and applied re- . Social needs
search of the teaching staff, who should have relevant Professional standards
academic qualifications. At the same time, the teaching Industry*s needs and views
staff should be able to introduce professional experience Institutional policy
and provide training that is relevant for the profession. Institutional constraints
Ir! sum, t_hg I|r_1k betwegn professional training and_ aca- Disciplinary considerations
demic qualification required from CIUTI member insti- Student/trainee profiles.

tutes is reached when all the above-mentioned compo- When proceeding this way, we first design training

nents are well and truly integrated as translation compe- programs from a perspective that starts with a thorough

ten_(lz_ilnﬂe fl]ll;]l’tlctﬂl{[:?] recent or Is to Translation picture of the curriculum setting and then, when it comes
€ most Interesting recent proposals to-1ransiatio to deciding on criteria such as disciplinary traditions or

CERA”_?_UIUam gﬁi'gr:r:.s tEZtEL;LOnpfﬁ: E/I?Zte;n' nczrniﬂf-lfst-'gﬂ models, it moves on to choosing the actual guidelines and
( d h'),h P ducati P} tV\t/ i ffu op o II ' | principles to orientate and inform the curriculum — which
and higher-education InStitutions oftering a masters level ., possibly and successfully include a competence-
translation training scheme. Its goal is to establish a quali- based approach

ty label for university translation programmes that meet Conclusions. To sum up, the above analysis allowed to

agre(;d sta}nqtards in education. Lhe EMT e“S“Ifgs ﬂl?ltl a identify some key methodology provisions in regard to
number ot 1S programmes aré based on a valid, SKIlS- e o prjcylum design theory, including skills-based focus

orlentedf frameyvorl: Igf competencei drat\]v.vr% lép " Y\Inththa and a competence-based approach, interdisciplinary back-
group of prorminent EUTopean experts which details the ground of curriculum development, viewing curriculum

competences translators need to work successfully in to- )
dav’ ket. The ab led ibl as a permanent process and not a theory product, teachers
ay's market. 1he above programs revealed possibie ways ¢ training in teaching strategies, knowledge, skills and

EO C?Tbme dra_tlctmal ?nd tSIf'I.IS'fOCUS?d Iappr(éac_hes go abilities transfer with respect to social needs and real-
ranslator and interpreter training curriculum design by 4 challenges.

implementing a smooth shift from a content-driven to a
skills-based approach.
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Cknba E. H. Ocodennoctu pa3padoTku y4eOHBIX MPOrPaMM IOATO0TOBKH MepeBOIIYNKOB B PAMKAX BbICIIEro 00pa3oBaHus
AnHoTanus. CtaTbs IpeACTaBIseT co00i 0030p MEPEBOIOBEIUECKON JTUTEPATYPHl OTHOCUTEIBHO YU4E€OHOW MPOTrpaMMbl 00ydeHHS
MePEeBOIYMKOB B yHHBepcHuTeTaX. Llenbio MaHHON paboThl ABISETCS PACCMOTPEHHE CYMIECTBYIOMINX MOJENEH yueOHBIX MporpaMm
l'lepeBOll‘lI/lKOB B paMKax BBICIIICTO O6pa3OBaHI/I${, ux cpaBHeHne U ITOUCK nyl{mero nmoaxonaa K pa3pa60T|<e TaKHUX y‘{eGHle nporpaMM
B CHCTEME BBICIIEro 00pa3oBaHus. BbUTH M3yueHbI Ope/eIeH s, OCHOBBI, PyKOBOSIINE IIPHHIHUIIBI H TOIXO0bI K (GOpMHUPOBAHHIO
y4eOHBIX IIaHOB. THNOBOM y4eOHBIN IUIAH paccMaTPHBACTCSl KakK MpaKTHYecKash MOJAENb CHHTE3a, TMOKOCTh U PallMOHAIH3AIHH.
AHaHPI3, HpOBC}leHHbII\/'l aBTOpOM, II0O3BOJIUIT H)IeHTH(bPILIHpOBaTb HeKOTOpre KJIFOYEBBIC ITOJIOKCHHUA METOAOJIOTHMU B OTHOIICHHUH
TEOPUH MOCTPOCHUSI yIeOHBIX MIPOrPaMM IIEPEBOIYMKOB B pAMKAX YHHBEPCUTETCKOTO 0Opa30BaHusI.

Kntouesnie cnosa: yuebnas npoepamma, yueOnasi npoepamma nepesooyuKos, Mooenu y4eOHol npoepammbl, KOMAIEMeHMHOCHHbLIL
1n00X00, NOOX00 HA OCHOBE HABLIKOG, NPO2PAMMA, OCHOBAHHAS HA MeOPUU
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