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Summary

The research work presented here is the resuli@frtterconnected factors: on
the one hand the results of a preliminary studyhenskills of students of the degree
courses “Mediazione Linguistica e Culturale” [Lingtic and Cultural Mediation]
and “Lingue, Letterature e Culture Moderne” [Moddranguages, Literature and
Cultures] to analyse and assess the translaticudiovisual products and on the
other hand the analysis of the most recent liteeaton language learning and
audiovisual material, in particular interlingualbsitiing. The first shows that the
competences acquired during the three years ofystiad not always guarantee
satisfying language and translation skills — intipatar, a rather literal approach to
texts persists —; while the second presents engmgaesults on the use of subtitling
in foreign language teaching, although the stud@mwlucted so far are few and on
small samples. Hence, the need for students to dabartheir word-for-word
approach and the intrinsic characteristics of limgual subtitling and of audiovisual
texts (i.e. the time and space constraints imposetthe text) are the starting point of
this dissertation.

Although the Common European Framework of Referen(EEFR)
acknowledges translation as part of the activitiesessary to language learning, its
status is not yet clear since it is sometimes ohetliin reception and production
skills. The lack of specific descriptors then, nekiee role played by translation in
language learning still uncertain.

To this end a methodology based on the use of twoep of software was
designed and implemented, namely LvS 2.5.2 a $oltisimulator for didactic
purposesand Translog 2006 that allows to record all cursor movementsl an
keystrokes. The first was used to analyse the psese and products of the
translation of audiovisual texts, while the lattercreate subtitles from English to
Italian. One of the innovative aspects of this gcbjies precisely in the combination
of these two pieces of software for the survey dadelopment of language and
translation competence for English L2 learners.

The first stage of this investigation consistea ipilot study with 18 volunteers

of the third year of the degree course “Mediazidungguistica e Culturale” over



three lessons. The main purpose of the pilot studly to test students' reactions to
the use of LvS andiranslogand improve the methodology, as well as the quaht
the learning material. This provided us with pesitreactions on the part of students
and with preliminary data on translation procesbesd proved helpful to the trial.
The most striking datum found is that around 40%hef students observed do not
read the text before translating, with negativeseguences on the working speed
and quality of their translations.

The trial had a larger sample of students (27) tao#é place over a period of
about two months (10 lessons). Students underwermitial profiling activity, so
that their translation style and initial competeace were instructed on how to use
LvS and Translog The activities carried out during the trial wes&uctured
according to the main stages of the translatiocgs® (orientation, drafting and end-
revision). Therefore, every lesson would entaieéhstages: a group watching of the
material and students’ comments on the contentpasdible translation problems,
then the translation witfiranslogand a transposition on LvS, and finally a group
discussion with students' proposals. The materad administered on the basis of
the learner-centred approach in which the teachas &w mere facilitator and
encouraged a critical dialogue among students ashnas possible rather than
impose her own perspective.

The definition of competence the study and the yamlrefer to is that
proposed by the PACTE grouptlfe underlying system of knowledge required to
translat€). The audiovisual texts propose to students vgetected on the basis of a
number of “Rich Points”, which were then the specific objetthe qualitative and
quantitative analysis. Special attention was paidhie three basic stages of the
translation process and their evolution, the daratof pauses, number of re-
elaborations and the quality of the solutions oERPoints. Moreover, the trial
group's translation performance was compared todha control group to allow
better data validation.

The results of the study have contributed to gagivecious information on
learners' translation style and techniques and stemencourage the use of this
practice in foreign language teaching through tmalysis and translation of

audiovisual material. In fact, the trial group cetjermed the control group both as



far as the general approach to translation is coecde and specific problems
considered representative of the most common atosldifficulties.

Riassunto

Il progetto di ricerca presentato di seguito eisultato dell'incontro di due
fattori interconnessi: da un lato i risultati diaustudio preliminare sulla capacita
degli studenti dei corsi di laurea “Mediazione Luggica e Culturale” e “Lingue,
Letterature e Culture Moderne” di analizzare e tzaki la traduzione di prodotti
audiovisivi, e dall'altro l'analisi della letteradu piu recente in materia di
apprendimento linguistico e audiovisivi, in partme del sottotitolaggio
interlinguistico attivo. Dal primo risulta che I®@mpetenze acquisite nell'arco del
triennio non sono sempre sufficienti a garantirditablinguistiche e traduttive
soddisfacenti, in particolare persiste un approqaiasi letterale al testo, mentre dalla
seconda emergono risultati incoraggianti (anchelsetudi condotti finora sono
pochi e su campioni limitati) riguardo l'uso deltstitolaggio nella didattica delle
lingue straniere. La necessita quindi di allontangir studenti dall'approccio parola
per parola da un lato e le caratteristiche intghseal sottotitolaggio interlinguistico
(cioé le limitazioni di tempo e spazio a cui ilttesleve sottostare) nonché al testo
audiovisivo in generale dall'altro sono il puntgdrtenza di questa tesi.

Anche se neQuadro Comune Europeo di Riferimerf@CER) la traduzione é
riconosciuta come parte integrante delle attivitacassarie all'apprendimento
linguistico, il suo status non appare ancora dib tchiaro poiché questa viene volte
inclusa nelle abilita di ricezione e produzione.rhancanza di specifici descrittori,
poi, contribuisce a lasciare nell'incertezza il louo della traduzione
nell'apprendimento linguistico.

A tale scopo é stata elaborata e implementata wiadwnlogia basata sull'utilizzo
di due software: LvS 2.5.2, un simulatore di sdibtcreato a scopi didattice
Translog2006, che permette di registrare tutti i movimexfiiettuati dal cursore e le
battute della tastiera di un computer. Il primotatc utilizzato per I'analisi sia dei

processi che dei prodotti risultanti dalla tradaeiodi testi audiovisivi, mentre il



secondo per la creazione di sottotitoli dall'ingleall'italiano. Uno degli aspetti
innovativi del progetto sta proprio nella combima® di questi due software per
I'esplorazione e lo sviluppo della competenza lisigro/traduttiva di apprendenti di
lingua inglese L2.

La prima fase di sperimentazione € consistita in gtudio pilota con 18
volontari frequentanti il terzo anno del corso aurea “Mediazione Linguistica e
Culturale” della durata di 3 lezioni. Lo scopo mipale era quello di testare le
reazioni degli studenti all'utilizzo dei due softea& affinare la metodologia, nonché
la qualita del materiale didattico. Questo ha pesueali ottenere risposte positive da
parte degli studenti e anche dati preliminari wlia sperimentazione successiva
riguardanti i processi di traduzione. Il dato pignficativo emerso € che circa il
40% degli studenti osservati non legge il testonpridi tradurlo, con conseguenze
negative sulla velocita di esecuzione e la qudktée traduzioni.

Lo studio principale si € tenuto con un campionstddenti piu ampio (27) su
un periodo di circa due mesi (10 lezioni). Gli stot sono stati sottoposti ad
un‘attivita iniziale di profiling in modo da indduarne lo stile traduttivo e la
competenza di partenza e sono stati introdottusall'dei software. Le attivita
proposte durante il corso sono state strutturatiasn che rispecchiano quelle del
processo di traduzione (orientamento, elaborazéorevisione). Percido ogni lezione
consisteva in una fase di visione collettiva deteriale audiovisivo e di commento
da parte degli studenti riguardo al contenuto poasibili problemi di traduzione, in
una fase di traduzione con Translog e di traspms&isu LvS e infine una fase di
discussione di gruppo delle soluzioni propostemédteriale € stato somministrato
sulla base del learner-centred approach, in cosdinante aveva un ruolo di
facilitatrice e incoraggiando il piu possibile ilatbgo critico tra studenti piuttosto
che imporre il proprio punto di vista.

La definizione di competenza di riferimento perstodio e I'analisi € quella
proposta dal gruppo PACTE tffe underlying system of knowledge required to
translat€). | testi audiovisivi proposti agli studenti sono tstaelezionati
considerando una serie di “Rich Points”, che hatwsiituito poi I'oggetto specifico
dell'analisi quantitativa e qualitativa. E' statssta particolare attenzione alla durata

delle tre fasi fondamentali del processo tradutivta loro evoluzione, alla durata



delle pause, al numero di rielaborazioni e allaligualella resa finale dei Rich
Points. Inoltre la performance traduttiva del grigperimentale € stata confrontata
con quella di un gruppo di controllo per una miggioalidazione dei dati.

| risultati ottenuti dallo studio hanno contribuadornire preziose informazioni
riguardo allo stile e alle tecniche di traduzionegld apprendenti e sembrano
incoraggiare l'utilizzo di questa pratica nell'igsamento delle lingue straniere
attraverso l'analisi e la traduzione di materialeiavisivo. Sono infatti stati
riscontrati miglioramenti rispetto al gruppo di ¢atlo sia nell'approccio alla
traduzione in generale che a specifici problemisaberati rappresentativi delle

difficolta piu diffuse in traduzione.






Introduction

The work presented in this investigation aims alving a contribution to
the recent trend that has witnessed the reintremiueind reinstatement of translation
in the foreign language class as a means to imdnogeistic skills. In particular, it
will do so by looking at the newest avenues of aede opened up by the use of
subtitles and subtitling and by implementing a meethodology based on the use of
a subtitling simulator and a keystroke recorderaiow the analysis of learners'
translation processes and products. Within thispesative, translation competence is
seen as ancillary to the enhancement of languageiihg) skills.

The use of translation as a foreign language legrtool has been absent for
a relatively long period of time because of thegpessive decline of the Grammar
Translation Method and the introduction of the Caminative Approach and of the
methods derived from it. Ever since then transhatias been associated with the
passive and almost literal transposition of serdgsror short texts deprived of context
and with the only purpose of applying grammar ra@sectly.

In the last 40-odd years however, the progressigeabishment of
Translation Studies (TS) as a fully-fledged discip) the acknowledgement of the
extremism of the previous stances on translatiod, the emergence of functional
theories recognising it as a true act of commuiunatave contributed to revive the
debate around translation and translator teachsnged as to reassess the value of
translation as an effective language learning tool.

The initial focus of TS mostly on literary and tedaal-scientific texts has led
to the partial exclusion of other types and genvelspse translation was and is
nonetheless common practice in the profession. Ohdahese was certainly
audiovisual translation (AVT), which saw an expatergrowth in the last few years
though it had to struggle at the beginning to beepted within TS, since its features
and constraints appeared at odds with translateory and lacked the status
awarded to more traditional text genres. Howevevetbpments in TS as well as in
society have led to the inclusion of AVT in TS adlbwed it to bloom quickly.

The application of AVT — and of subtitling in paiar — to foreign language

learning is a recent trend, though it has alreadygn to bring about positive results



in the improvement of fundamental skills such atehing, reading, writing and
vocabulary acquisition. The present work henceedaput from these encouraging
results in order to develop a methodology allowtimg improvement of language and
translation skills of language students at the ®rsity of Padua, who — according to
a preliminary study — appeared to have small wesde®eprecisely in these areas.
After a review of the literature and of the stafetlee art of subtitles and
subtitling in foreign language learning FLL (Chap2¢, the research work presented
below will be touching upon topics such as the iotpd technology, the fruition of
video content and the problem of out-of-date saféwia research (Chapter 3); the
thorough description of the methodology and of ghiaciples applied in the design
of the trial and the collection and analysis ofadatong with an account of the
structure and functioning of the two pieces of wafe utilised (Chapter 4); an in-

depth analysis of results (Chapter 5) and theouwdision (Chapter 6).



CHAPTER 1
Translation in the foreign language class.

New research avenues

1.1 Language learning and translation. The long jouney to

reconciliation

Though the 2B century has seen a growing interest in develogifiective
methodologies for foreign language teaching andnleg, both theoretical and
applied linguistics have not always considered diation a viable tool in second
language acquisition (SLA). This has caused TIL{Tsanslation In Language
Teaching) long absence from the language classurope and, as accurately
recounted by Cook (2010), such choice has not awagn supported and motivated
by scientifically proven evidence. Nevertheless,nynaf the methods that have
become popular over that period have more or begkcély banned translation from
their methodologies or have marginalised it.

By taking a brief look at the main trends that haleracterised the past
century, over time we can see that a number ofogghies have been proposed. Each
of them was advertised as more effective than tegigus ones. One of the most
important and debated ones is certainly the s@ddDirect Method”, according to
which effective learning is possible through totaimersion in the foreign language,
l.e. in a process similar to that of the acquisitod the students’ mother tongue. For
this reason, classes were mostly monolingual arstamces of written or oral
translation both as a means of clarification or te@ning were considered
superfluous, if not even damaging. However, thighoe itself started out as a
reaction to the previous approach to language ilegrmwhich — in spite of much
criticism — will find application for the whole §t half of the 20 century. This was
the “Grammar Translation Method”, which originatedthe end of the {dcentury
and was initially used to teach classical langudgesLatin and Greek) but later on
applied to teach modern foreign languages as wWdédb known as the “Classical



Method” or the “Prussian Method”, it placed empbasn grammar rules and their
accurate application through translation into th&dents’ native language, rather
than on oral communication and fluency. It is naader it remained quite popular in
Europe at least until the 1960s (Cook 2010: 1HBchers needed few specific skills;
the use of translation to assess the compreheonsigrammar rules did not require
much effort on their part; and the objective evabraof students' performances was
facilitated by a set of rigid parameters offeredgpgmmar itself.

The two approaches discussed so far coexistedgitivnfirst half of the 20
century and clear-cut distinctions in geographaralemporal terms cannot be easily
drawn. Furthermore, secondary schools and univessdid not respond to the
banning of translation in the same way. In factjlevkhe former fully embraced a
monolingual communicative approach, the latter lpaesisted this trend; official
examinations still required students to perform dlogve and/or passive translation
of texts and a certain resistance on the partatiters to change their well-tested
methods also persisted (Carreres 2006: 2).

Even though the two methods can be said to statldeatxtremes of foreign
language teaching, the diffusion of the practi¢esytadvocated deeply affected the
conception of translation in language learningddong time. On the one hand the
Grammar Translation Method contributed to spreadidiea that translation was an
almost mechanical transfer of words from one lagguao another and that
“imitating this [the text's] surface structure bgamsposing it into grammatically
correct target language units guarantees the pegsmr of content” (Vermeer 2001
61). Its opponents often emphasised the artifigi@f the sentences students had to
translate, as these were developed mostly to rditesgrammar rules, rather than to
teach how to communicate effectively. Hence, it wadé so uncommon to see
sentences like “The merchant is swimming with therdgner's son, but the
Dutchman has the fine gun” (Sweet in Cook 200114 utterance that seems hard
to place within any real-life context. Thus TILT shalmost become synonymous
with this approach, as if there was no other pdssapplication of translation to
language learning.

On the other hand, the Direct Method has coméhéofore proposing an

approach to learning more in line with what wer@sidered the latest theories in

10



second language acquisition and banning the useudlation from the classroom,
thus eliminating it from mainstream teaching theand practice. In fact, not only
was translation considered a violation of the pplecof monolingualism but it was

also regarded as communicating little because # associated with written rather
than oral production. Moreover, it was seen as dmind interaction between

students, who usually performed this activity oeitlrown. Around the 1970s, a
number of other (minor) approaches was developeth &1 the Army Method,

Suggestopedia, Total Physical Response, Commuuitgliage Learning, etc. Yet,
none of them used or acknowledged the use of anslin class. This scenario has
been effectively summarised by Cook (2009: 112):

[...] recent theories of language teaching and |egriiave at best ignored the
role of translation and at worst vilified it. Frothe end of the nineteenth
century onwards, almost all influential theoretivadrks on language teaching
have assumed without argument that a new langua®je should be taught

without reference to the student’s first languagh) (

Even though these recent theories “ignored” oriffed” translation, it should be
remembered that its concrete use, though formalthynbd, never really abandoned
the classroom, as for example many teachers adherithe Direct Method resorted
to an extensive use of translation exercises awtepin a study conducted in 1975
by Grotjahn and Klevinghaus (see Zojer 2009: 32-33)

Only in recent years have scholars and teacheosisatered the role played by
translation thanks to a re-assessment of its paterbenefits and the
acknowledgment of the extremism of the previous@mghed This new perspective
has contributed to rehabilitate translation botla gsactice and within academia and
resulted from the complex interaction of a numbérddferent and sometimes
overlapping phenomena occurred in the educatigtare as well as in society. First
of all, the communicative approach as applied g/ Ehrect Method and by its
ramifications (e.g. Natural Approach, Communicativanguage Teaching or CLT,
Audio-lingual and Audiovisual Method) showed a mmaprawback: the almost

! For further reference see Widdowson: 1979; Hovi®&4; Duff: 1989; Stern: 1992.
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exclusive focus on fluency induced students to pcedgrammatically, semantically
or syntactically inaccurate outputs. A more objextireflection has led to the
realisation that on the one hand, translation helpslents develop accuracy and
equivalence at all discourse levels and preventidamce strategies that are so
common in free spoken/written productions; on thep hand, it can be a
theoretically solid tool increasing acquisition.sd] the criticism based on the idea
that translation is not a communicative activitpegrs no longer valid because “[...]
translation activities invite discussion about ligjic correctness, semantic
equivalence, situational and stylistic adequacy,d aalso about cultural
appropriateness” (Gnutzmann 2009: 55). Finallyreh®as been a growing number
of students interested in learning how to transfatefuture professional purposes,
i.e. in translation as an activity in itself.

As for academia, a first fundamental step was témisal work of the
American poet and translator James S. Holfrress Name and Nature of Translation
Studies (1972), which paved the way for the establishmehiTS (Translation
Studies) as a fully-fledged discipline and to depe& more rational and thorough
approach to research on translation. Althoughrtiqgact of TS was much greater on
the learning and teaching of translation propeslsb gradually influenced foreign
language teaching thanks to the development ofiedbf such as learning
psychology, applied linguistics and sociolinguisti&nutzmann 2009: 56). Along
with a greater attention to learners’ needs brougiut by cognitivism, new
developments in sociolinguistics as well as a sp@eer more based on intercultural
communication and — in the case of English — thergence of ELF (English as a
Lingua Franca) have undermined one of the corneestmf the communicative
approach: the native speaker’s primacy. In factjveaspeakers are no longer
deemed to be the only producers of correct inseantéanguage. As a consequence,
teaching by non-native speakers is also envisagdter languages entered the
classroom, as so did translation.

A significant contribution to the reappraisal ddrislation in language learning
was also given by the emergence of functional iksmf translation (e.g. Vermeer’s
Skopos Theory, Reiss and Vermeer's general theory ofskaéion and Holz-

Manttari's theory of translatorial action) as thetyoduced the idea that texts need to
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be considered not as a mere sequence of senteatesobe holistically as units

created within a specific context for a specificgmse. Hence, “translation [...] is no

longer the mere transformation of a text from areglage to another, but rather the
production of a target text that can function witlai different context for recipients
from a different culture” (Vermeer 2001: 61). Heaecent is placed on the cultural
aspects involved in translating, thus introducihg heed for language learners not
only to become acquainted with new linguistic stmoes but also with the overt and
covert implications of their use. Moreover, texte aeen as part of a broader act of
communication, belonging to a genre that was chdsetause it is commonly
associated with a certain situation and functio.(advertisement, press release,
recipe, manual instructions etc.); the transla@eds to convey all this set of direct
and indirect information along with the target text

The debate is still lively today, as demonstratgdthe wealth of published
volumes or articles expressly dedicated to thisicfoplf the discussion was
particularly intense in the 1970s with defenderd apponents of translation putting
forward their arguments in favour or against ite tfollowing decades saw the
prevalence of scholars defending the value of latins as an effective pedagogical
tool’.

Finally, it has been claimédhat a further advantage of translation is that it
contributes to develop students’ language awareasst

» facilitates and stimulates the comprehension amplisition of new words and
expressions;

» gives concrete examples of the differences in fard structure of source and
target language, thus allowing learners to comgiam;

» discourages linguistic interference as learner®ipecmore and more aware that
SL (Source Language) and TL (Target Language) agaimformation in
lexically and syntactically different ways;

e can also promote passive translation, which hedfagnkrs develop expressive

abilities in their mother tongue.

2 Cf. Carreres: 2006; Cook: 2001, 2009, 2010; WHiarden, Ramos de Oliveira Harden (eds.): 2009;
Gonzalez Davies: 2004 but the list is much lon§ere consider less recent works.

® For further bibliographical reference on the awhuarticipating in the debate see Zojer (2009: 31)
“See Gnutzmann: 2009; Andrews: 2007; Candelier, £Bmann: 1989.
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It appears that this overall process of reasseddmasrabundantly favoured the
reintroduction of translation, though not as applauring the golden age of the
Grammar Translation Method. Rather, current teachimactices in secondary
education seem to have blended communicative atass$€al Method” seeking a
balance between accuracy and fluency, between &mencontent, and have taken a
broader perspective on the possible applicationsanislation. It has become clear
that both oral and written translation can be agapin different ways and, through an
accurate selection of texts and a purposeful desfgactivities, it can effectively
target specific critical areas such as pragmatmsninology, syntax and style to
mention but a few.

This new attitude towards translation has alsocidfd practices in translator
training. For example, there has been growing debabtout how would-be
professional translators should be trained and vdkdts and knowledge such
training should include. An enlightening insightpsovided by Bernardini (2004),
who draws an important distinction between trawslaraining and translator
education. While the former requires to “put togethas large an inventory of pieces
of knowledge as possible in the field in which shéeing trained” (2004: 19), the
latter is understood as “as a generative rather thianulative process, whose aim is
to develop the ability to employ available knowledg solve new problems, and to
gain new knowledge as the need arises” (2004: 0Oyeover, training is seen as
more suitable for short-term and field specific simhile education as a long-term
and awareness-raising process. Hence, in the chaendergraduate courses it
appears of paramount importance to help learnerslale skills such as awareness,
reflectiveness and resourcefulness. Even thoughyngamestions are still to be
solved, we can see how translation has come avi@aygn a relatively short amount

of time.
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1.2 From paper to screen: the Cinderella story ofaudiovisual
translation (AVT)

Along with and somewhat parallel to the struggle foanslation to be
reinstated in the language class, translation acholwere also engaged in
establishing Translation Studies as a field ofaede as well as developing its many
sub-fields. However, until recent times the conceiptranslation was inextricably
connected with a notion of text as a monomodal asgociated with a system of
graphically expressed words printed on paper anld aviimited range of text types
and genres. For a long time only literary or techhscientific texts were taken into
consideration as examples of texts worth tranglatilany others, whose translation
was nonetheless normal practice in the professierg—advertisements, film scripts
or tourist guides —, were largely ignored by acadeihhe well-established tradition
of literary translation and the literary backgrousfdmany lecturers along with the
lexical complexity and specificity characterisirgghnical-scientific texts meant that
translation — if and when it was included in langgiand literature courses — was
usually translation of literary texts. Meanwhileartslation and interpreting courses
developed in academic institutions. However, ag theused on scientific, technical
and legal translation to the exclusion of literagnslation the dichotomy still held.

Among largely ignored areas of translation theres waso audiovisual
translation (AVT), whose road from anecdotal, spasdudies to becoming a
discipline in its own right as well as gaining geal@ecognition within TS has been
relatively short, though not without major obstacl&he following paragraphs will
attempt to briefly sketch out the main developmerturred and the issues faced by
the scholars who ventured into this new field ofdgt as well as the present state of
the art. Such events often run in parallel, heheenext paragraphs do not follow a
strictly chronological order but are divided by iwop

While the emergence of functionalist approachestritried to introduce
studies on a wider range of text types and genigsnw'S, and Polysystem Theory
offered a fresh perspective on translations sediacs becoming part of the target
culture — irrespective of text type —, the notidntext as a number of characters
printed on a page went unchallenged. Hence, eveuagth these new trends in
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translation certainly had the merit of shiftingeation away from the linguistic
aspects of texts to their socio-cultural functicersd impact — thus remarkably
broadening scholars' perspective on the translatiagaxts — times did not seem ripe
for taking a further leap forward and challenge tio&ion of text itself as well. Such

view on translation and texts has also led somelachto

[...] frequently raise the question whether tratista theory can actually
incorporate audiovisual translation within its gexdescope. [...] But it is a well-
known fact that audiovisual translation has alwhgen considered inferior to
(written) literary translation, most probably besauof the lack of cultural
prestige in audiovisual mass-media, compared toordaed literature.
(Karamitroglou, 2000: 10)

Karamitroglou's observation has held true for agleime, however lack of
prestige was not the only reason why academia faudifficult to accept AVT as
part of TS. In fact, there are other reasons isitito TS that caused AVT to be
initially considered either as a minor field or evieelonging to other disciplines,
mainly Media Studies. As already mentioned, TS iselatively recent field of
research and was not immediately acknowledged @s #s pointed out by Petillo
(2012: 10), one of the top priorities of TS betwdaba 1950s and 1980s was to
become a proper science with a solid theoretieamhéwork, hence it is not surprising
that the translation of audiovisual material — witth multimodal and multimedial
nature and its many constraints — was regarded su#ipicion, as it escaped any
attempt to be included in such a neat theoretioedqriptive framework.

Secondly, scholars have not yet agreed on a cldadefinition of translation
itself, which not only appears as a major flawha establishing of TS as a scientific
discipline but also creates disagreement as ttbdendaries”, i.e. when is a certain
text a translation and when an adaptation? Or &eset purely theoretical
simplifications because translation always entadse kind of adaptation? Early
works have often opted for a narrow definition r@nslation centred on faithfulness
to the source text and to genre, so when the #&aosl of films and television
programmes became object of more and more stutiese linguistic transfers were

considered beyond the scope of TS.
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Moreover, debate soon arose as to how to namaeksbranch of studies. As
the discipline evolved, a number of labels havenbesed over time, each
emphasising different scopes and focuses. Sindg sardies mainly focused on
cinema, “film dubbing” and “film translation” werdne most frequently used terms.
With the growing importance of television, new |Bb@ere proposed such as “film
and TV translation”, “media translation” and later “screen translation”. In 2003,
Yves Gambier joined the debate and proposed time treinsadaptationinstead of
“screen translation” in view of the ever more bagrboundaries between oral and
written code and between translation and intenpgefor the media. However, it
seems that this term “does not do justice to theisc complexity of this
operation” (Petillo, 2012: 15) and therefore “multimedia ristation” and finally
“audiovisual translation” became established. Alifio most of the terminology
listed above is still in ude the latter is now the accepted label because it
encompasses all the elements these products cafsisixpresses the idea that
meaning is conveyed through the interaction of iplgtchannels and might be
flexible enough to comprise the future developmenthis discipline.

Although forms of audiovisual translation have b@eactised since the early
1920s and have expanded as television developed, ghining more and more
popularity, it was only in the 1990s that this Imsgio develop as a proper domain for
research. According to Gambier (2008: 12), 199théswatershed in which studies
on AVT start to be recognised, and interest in fielsl has been growing ever since,
as witnessed by the wealth of conferences organised publications and
dissertations produced. However, if we leaf throtighfirst edition of the Routledge
Encyclopedia of Translation Studies (2001), whieln be seen as the barometer of
the most researched areas within TS, we find ndioreof AVT in general (nor of
any other term scholars may have used), thougleotng is devoted to subtitling and
another one to dubbing. The same goes for the ddiaty of Translation Studies
(1997), which also emphasises that both dubbing satuditing have been largely
neglected by Translation Studies and, again, isdu# make any reference to AVT

or any other branch of TS that might include thdfmally, the three-volume

® My translation from Italian.
®For further reference see Petillo: 2012; Pérez @leaz 2009 and Spadafora: 2007.

17



Ubersetzung, Translation, Traduction. Ein interoatiles Handbuch zur
Ubersetzungsforschun@004) does not include audiovisual translatioritsnlist of
text genres but rather loosely refers to a moreeggrinew communication genres”
(2004: 1680) encompassing dubbing, subtitling asidesover.

On the one hand, this indicates that dubbing amditbog were not perceived
as part of a discipline but rather as isolated phema devoid of a broader
framework — an impression strengthened by the tfeatt most studies at the time
were anecdotal and mostly prescriptive. On therdthed, it shows that audiovisual
translation was not yet considered a proper rebdald within TS. It was not until
the second edition of the Routledge Encyclopedi@rahslation Studies (2009) that
an entry on audiovisual translation was found.

A relevant change for the acceptance of AVT withia was the progressive
shift of attention from literary texts and trangdas as products to the analysis of
translations as processes favouringaaposteriori approach, i.e. looking into the
strategies and methodologies adopted by transleatier than studying the results
and looking for errors or inconsistences. An exagdlsuch a change can be found
precisely in AVT research, as illustrated by Spaca{2007: 21-22):

la difficolta stessa di accesso agli ambienti @si@nali dove si realizzano le
traduzioni e gli adattamenti dei prodotti audiovishevitabilmente presuppone
un approccio product-to-processche, partendo dall'analisi dei prodotti

traduttivi, analizza e descrive l'attivita del tuak.

Moreover, pioneering works like those by Hatim & $éa (1990) also
contributed to shift focus away from purely lingigsaspects to a more integrated
approach to translation, while accounting for aatuand communicative issues
regardless of text type or genre. Their definitmfntranslation as “communicative
transaction® paved the way to exploring “less conventionalfdie including studies

on dubbing and subtitling.

"“the very difficulty to access the professionalieonments where audiovisual products are realised
and adapted inevitably presupposes a product-teegmapproach that, starting from the analysis of
the translated products, analyses and describaésatigational activity”. My translation.

8 Hatim, B., Mason, |. (1990Piscourse and the Translatorondon: Longman.
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A factor adding up to the current improved statt®\dT is the far-reaching
impact that computer technology has had on ouresptately, as it has changed the
way in which we conceive and “produce” communiaatidhere is no doubt that
information of any kind is nowadays mostly trangedt multimedially and
multimodally, thus taking advantage of the multption of channels and codes
made available by its deployment through screehs dverall change in mentality
has also led scholars to reconsider key concepts that of “text” defined by
semiotics as “any combination of sensory signsyaagrcommunicative intention”
(Gottlieb 2007: 3). Remael and Neves take a stepaia and reflect on the growing
impact of AVT on the production of texts targetithgg general public and maintain
that:

[...] AVT appears to be acting as a microcosm ofent text production more
generally. It reflects the ongoing revolution intteroduction and consumption
that mixes written, visual and aural modes, altemar combines different
carriers, undermines traditional notions such as lihearity of verbal texts,
guestions the relations of dependence betweertesaurd target text(s), and

reaches out for increasingly diversified audien@897:11).

Such innovative and long-awaited stances havebataoght to a redefinition of
the relationship between TS and AVT as well as te-alaboration of the concept of
translation. A working definition of translation ime with this broader view of text
has been given by the audiovisual translation sehgénrik Gottieb (2007: 3), who
describes it as “any process or product hereofyhich a combination of sensory
signs carrying communicative intention is replacbg another combination
reflecting, or inspired by, the original entity”.

However, as mentioned at the beginning, audiovigtaslation was not
immediately accepted as an established disciplinthirw TS. Authors have
sometimes lamented this lack of recognition on plaet of other linguists, thus
spreading the belief that AVT was some sort of €mtla within TS. Such
conviction has held true until recent times butnmvadays no longer realistic,
considering the exponential growth of publishea (e example the special issue of

JoSTrans dedicated to AVT in 2006) and unpubliskerks, conferences, university
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courses and degrees, together with a tighter cmiddion with the industry. Diaz
Cintas (2008: 1) effectively summarises today'testathe art of AVT as follows:

Given the flurry of developments we have witnessekcent years, it could be
considered false modesty to start an article otritmrtion by lamenting the
little interest shown in audiovisual translationMB) and the scarce activity
that, up until now, has been carried out in ouldfiefhough such an (sic)
statement might have been true a few years baelCitderella mantle that has
surrounded this area of knowledge seems to havtiglpg evaporated; [...].
AVT is definitely one of the fastest growing araasthe field of Translation
Studies (TS) [...].

The concept of text and translation in early TSg thck of prestige of
audiovisual media and their specificity along wilie terminological and scientific
issues discussed above are the main causes of A$e&nce from the field of TS
until recently. However, thanks to the developmenithin academia and society
illustrated and the work of dedicated scholars, ANWds now won its battle for
acknowledgement. However, this discipline is #tillts infancy and offers plenty of
avenues for research. The following sections walldedicated to exploring one of
these, namely audiovisual translation — in paréicthe creation of interlingual

subtitles — and its potential for language learrapglications.

1.3 Scope and research questions

Whereas papers on various theoretical and profesisiacets of AVT now
abound, studies on its concrete application touagg learning and teaching have
been rather scarce so far. Leaving works dedictidtie teaching of the specific
professional practices of AVT aside, it is onlytire last few years that a restricted
number of scholars have turned their attentionh piractical use of audiovisual
translation as a resource for improving learnéngulistic competence and as a tool

that should become an integral part of foreign leagge curricula.
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The present work intends to give a contributionthe growth of this new
avenue of research by investigating tireation of interlingual subtitles in formal
settings by means of specifically designed softwhwS a subtitling simulator and
Transloga keystroke recorder used for research purposeésitamotential for the
improvement of language teaching and learning et

The study presented in the next sections startédasua response to two
combined factors: on the one hand the results pfeliminary study on students'
ability to analyse and assess the translation dioaisual products and on the other
hand the review of the literature on the use of AW eneral and of the creation of
subtitles in particular for improving students'fpemance.

As for the first factor, a preliminary study wasndocted on a sample of
twenty-one B.A. dissertations written in Englishtvibeen the academic year 2004-
2005 and 2009-2010 by students of the degree UMediazione Linguistica e
Culturale (MZL)” [Linguistic and Cultural Mediatignand “Lingue, Letterature e
Culture Moderne (LCM)” [Modern Languages, Literauand Cultures] at the
University of Padua (ltaly). The purpose of thedstuvas to look at how students
approach translation problems within the field of A and whether they have
acquired sufficient linguistic and analytic skilte do so, in short if they have
acquired translation competefic@heir assessment of translation problems and the
criteria, theoretical frameworks and classificasidhey resorted to were used to gain
insights into students’ linguistic and translatioparformance at the end of their
studies.

The common denominator of all the dissertationguastion is their focus on
the translation/adaptation of one or more filmsrfrenglish to Italian. Not only do
they share a common structure (introduction, oesvwon dubbing and/or subtitling,
analysis of translation problems, conclusions,ibgraphy) but they also appear to
discuss a recurring range of problems. Studentse weft free to select the
bibliographic and audiovisual material as well las angle to adopt on them, since it
is believed that a dissertation should be a somefathful representation of a

student's competence and critical skills at thedadrids/her studies.

° The notion of competence used for the study veltiscussed in full in Chapter 4.
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The results of the preliminary study showed thatdgation candidates tend to
follow a specific pattern of analysis, combiningtrospective and prospective
assessment (Chesterman 2000: 123 ff.) : the sowaxie (ST) is object of a
preliminary analysis, then the theoretical framdwagainst which the extracts
chosen are analysed is illustrated, problems aexthel, the target text(s) (TT) is/are
discussed mostly on the basis of fidelity to ST @aodpragmatic/communicative
effect, and a final assessment along with the cmmmhs summarises the main
findings. However, a certain confusion seems teseawhen students try to detect
translationproblems as these are very often confused with subjediffieulties. So,
non-relevant elements such as the translation ité oh measurement, geographical
names or idiomatic expressions are analysed becthesge are perceived as
difficulties by students, and hence worth discugsmtheir theses. This causes even
potentially interesting material to be treated as§ing, sometimes — or even often —
lacking a broader perspective on the whole film.

The dissection of dialogues into smaller parts,tiy@ sentence level, and the
lack of an overall analysis of works also showd #tadents struggle to look at the
whole picture, which in turn has been found toaefitheir way of dealing with the
translation of texts in genef@l Finally, the overall level of English of the
dissertations is not always fully in line with tk&pected outcome (B2 level of the
Common European Framework of Reference for Langiabgearning, Teaching,
Assessment, CEFR): syntactic and lexical structaesvell as collocations often
mirror a pattern that is still very close to théttalian.

As for the second factor, a review of the resutesented by the most recent
studies, which will be analysed later in this waskem to lead to the conclusion that
the creation of interlingual subtitles is an effeettool to help learners acquire
linguistic and translational skills. This not oriigs all the advantages of “traditional”
translation tasks, but also strengthens students' listening and imgad
comprehension and can help them develop pragmatigpetence through contact
with language used in truly communicative environise Needless to say, the

presence of images, words, gestures and faciakesgions at the same time can

19 See Chapter 4.
! See Chapter 1.1
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noticeably speed up the process of becoming actpabwmth new cultural items too.
Finally, it appears that the presence of audiovisuaterial in the classroom
contributes to lower learners' affective filter atmynitive efforts, thus constituting
an additional boost to motivation. The former temas introduced by Krash&nand
indicates a barrier in learners' minds that blooks input in situations in which
anxiety is high or self-esteem and motivation asg; lwhile the latter is understood
here as the mental workload required to carry cegréain activity mostly involving
working memory.

The results of the preliminary study indicated thiatdents' skills need to be
improved for them to acquire fully-fledged linguesiand translation competence.
The gaps found in their performances along with iba/ possibilities offered by
active interlingual subtiting have been taken las starting point of the present

investigation. Hence, my first research question is

How can we make the most of interlingual subtttio develop students'

linguistic and translation competence in formalisegis?

This dissertation will investigate a possible melilogy and the impact of its
application on a sample of third-year B.A. studentshe same degree courses as
those of the preliminary study.

In order to implement the methodology proposed, prezes of software have
been selected for their characteristics: LvS, aitimlg simulator, andTranslog a
keystroke recorder. To the author's knowledge thare at present no other
investigations combining two such programmes, hensecondary aim of this study
is also to test the real effectiveness of eachwsoé and of their combined use. For

these reasons, my second research question is:

Are LvS and Translog effective tools and can tbembined application

contribute to implement the above mentioned metbgg@

12 Krashen, S. (1982Principles and Practice in Second Language AcqoisitPergamon:Oxford.
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This is a broader question that needs to be fudpecified in order to better pinpoint
the specific facets that this investigation willpéxe. Therefore, the two following

addtional sub-questions were devised:

a. does the type of training applied contributeitgproving students'

cognitive rhythm?

b. can instruction and practice on the translatiprocess lead to an

improvement in performance?

The features of each will be dealt with in depttiha next sections; suffice it
here to say that they were both trialled in a pskoidy with 18 volunteers over three
lessons in order to carry out an initial evaluatadrtheir applicability and of their
impact on students. The trial was then implemenoted different and bigger sample
of students over a longer period of time; additlgnaesults will also be contrasted

with those of a control group.
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CHAPTER 2
Literature review: a framework for studying subtitles and

subtitling in foreign language learning

2.1 A brief note on terminology

The literature review presented below will discugsrks both dealing with
subtitles as aid and subtitling as an activity. Titet will be henceforth called either
(closed-) captions or subtitles and will indicaéady-made written content projected
on a screen or impressed on film that report dizsgeither partially or integrally.
The second is labelled subtitling and indicatesctieation or manipulation of written
content attached to video.

Captions and (monolingual) subtitles are thoselaysa in the same language
as that of utterances, however for the sake oitgldrmay be sometimes necessary
to specify the language combination involved. Herioe terms intralingual or same-
language subtitles or the abbreviation L2-L2 wi# bsed when utterances and
subtitles are in the same language; interlingubtides or the abbreviation L2-L1
will indicate that subtitles are in a language eliéint from that of dialogues. The
same distinction is adopted for subtitling.

Finally, the terms learning and acquisition will beed as synonyms here,
although some scholars consider them two distiratasses.

2.2 Literature review

A considerable number of studies has been carngdo far on the general
topic of subtitles/subtiting in connection with n@us aspects of language
learning/acquisition mostly in North-American andirgpean contexts. The vast

majority of studies attempted to prove whether amd/hat extent subtitles have an

13 See for example Krashen, S. (198cond Language Acquisition and Second Languagmibea
Oxford: Pergamon.
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impact on language learners' performance. Howevgreat number has focused on
the effects of watching intralingual and interliajgubtitles as a passive activity (i.e.
learners were asked to read subtitles, not wregen)h sometimes in combination with
pre- or post-viewing comprehension activities.Ha tase of less recent studies, there
was hardly an option as the technology was notrazbéenough to provide students
with professional/amateur subtitle production todisday, this line of research is
still pursued and investigations focus both on farand incidental learnird in
areas such as vocabulary acquisition and retentmonunciation, listening
comprehension, written performance and generalgorianguage learning both at
academic and non-academic level. Studies on in@téearning through subtitles
also abound. However, they transcend the scopkeopitesent work, and they will
not be considered in the literature review, or anntioned in passing.

To the author's knowledge, investigations on the asd effects of active
subtitling on foreign language learning are stilltheir infancy, though their results
are promising and subtitling can be an effectivey watackling issues in foreign
language learning and teaching. As summarised tgidaterra McLoughlin (2011:
174):

research on the pedagogical implications of the afssubtitling in language
teaching, however, has traditionally focused maioty the effects of ready-
captioned material on learner's reading and lietgabilities and, less often, on

oral skills.

The literature review presented in the next pagédk finst tackle research
conducted on the effects of intralingual and imbgial subtitles in different areas of
second/foreign language learning, and then appraaslearch on intralingual

subtitling.

* The term “formal learning” indicates that learninakes place in settings such as schools,
universities etc. and occurs intentionally throutjie guidance of a teacher over a previously
established period of time. In such situationsiriees are exposed to repeated reinforcement through
various types of training. “Incidental learningn the contrary, occurs unintentionally in situatio
and settings in which learning is not required xpeeted but is the result of (usually repeatedyatir
experience with a certain phenomenon.
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2.2.1 The use of interlingual and intralingual subtles in formal

settings

The next sections will provide a brief overviewtbé approaches and points of
interest in studying the effects of subtitles onle&rners in primary and secondary
education, regardless of learners' native and skedanguage. The time span
considered is of approximately thirty years for i@ deemed sufficiently
representative of the most significant developmehtich a young discipline.

Attempts in studying closed-captioned material @&sdapplication in formal
settings date back to the late 1970s, also bodstete progressive advances in the
knowledge and use of captions. Though pioneerinth@r endeavour to provide
learners with new tools and learning experiendessd earlier studies were often
short, exploratory in nature and could not alwags dompared to one another
because of the variety of approaches, scope, |lgegeambinations, materials,
duration, number and age of participants entailetardly ever were they
longitudinal, nor were control groups set up. Aldbe theoretical perspective
underlying these studies is often varied: somedamu cognitive aspects such as the
elaboration of information or learning strategiesme on linguistic aspects such as
the ability to acquire new vocabulary or improv&dning comprehension and some
on pedagogical aspects such as general theoridsreign language learning or
learning styles.

Throughout the 1980s and 1990s further researchlaoger samples of
participants and with more specific foci as well tae development of cognitive
theories of memory and learning contributed to iggira better understanding of the
relationship between words and images in human mimdparticular, the “dual
coding” theory first put forward by Paivio in 1986according to which multiple
representations (i.e. both verbal and non-verbbthe same information reinforce
memory and learning — and the “priming effect” theby Jo and Berkowitz (199%)

— i.e. our mind can activate associative mechanmihsemantically related memory

contents — provided a further theoretical suppotihe empirical results obtained in

' Jo, E. & Berkowitz, L. (1994). “A priming effectalysis of media influences: An updati?
Bryant, J., Zillman, D. (edsNledia EffectsHillsdale: Lawrence Erlbaum Associates, p. 43-60.
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studies on subtitles. In particular, studies onaliigual subtitles in the 1980s have
emphasised the positive effect of the redundanapegsage to enhance overall oral
comprehension and general acquisition.

However, the initial enthusiasm aroused by the mg@thty of authentic video
material in class partly died away when teachesdised how much effort and
preparation the selection of appropriate matermgjuired, especially when using
television programmeé® Learners' L2 proficiency also appeared to be csile
factor in determining the greater or lesser effetstess of subtitles. Studies on pupils
and students with a low L2 level have shown thet hfar too engaging a task, as it
requires relatively high reading speed and listgrskills. Moreover, a number of
methodological questions have been raised, as #o tyjpe (which film/TV
programme?) and extent (a whole film/TV programmgust some sequences?) of
the material to be displayed in the classroomsghexific skills that it is supposed to
help develop; whether excessive exposure to awgliaVimaterial can cause memory
overloads and lead to demotivation because of freeds of subtitles; whether
subtitles can be used as basis for exercisée¥, etc

Finally, the technological advances introduced esirtbe early 2000s, in
particular the use of DVDs, satellite televisiohg tinternet and the first non-
professional captioning software have not only pattlee way to new teaching
approaches but also modified people's attitudésreagn languages by making large

quantities of FL input readily accessible. As sumsaal by Gambier (2007:98):

[...] linternationalisation des médias, l'accreisent des volumes diffusés,
l'accessibilité des langues, leur appréhension entegte audiovisuel...
construisent de nouvelles situations de commuuwicatie nouveaux besoins

langagiers et de nouvelles motivations d'appreagiss

6 As remarked by Prof. Vanderplank during a speeelivered at the conference "Subtitles and

Language Learning", Pavia, 13-14 September 2012.

" See Gambier (2007: 99).

18 1...] the internationalisation of media, the irmse in the quantities spread, the accessibility of
languages, their comprehension in an audiovisuatiead...create new communicative situations, new
language needs and new learning motivations. Mstagion.
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2.2.1.1 Intralingual and interlingual subtitles for second/foreign language

learning purposes

Some of the early attempts to exploit the potenbialsubtitles for foreign
language learning purposes has focused mainly end#dvelopment of learners'
ability to understand input in a foreign languageneans of intralingual subtitles
either created by the teacher or available fronefeet (i.e. originally aimed at a deaf
or hard-of-hearing audience), VHS or DVD. The typk subtitles taken into
consideration greatly varies from study to studyl éeacher's choices are certainly
affected by the availability of material. Clearblso the country where studies are
conducted along with their preferred audiovisual dmo(mainly dubbing or
subtitling) play a role in the design of trials.

As already mentioned, research in this field hanlnducted on the basis of
different methods and in different countries. Herveleile some works are centred on
only one combination of spoken/written mode (for exdio and subtitles in L2)
others include various combinations of inputs adstened to randomly divided
groups with the specific aim of demonstrating thegimsic added value of subtitled
material over simple aural or visual input (Garz891, Bird & Williams: 2002,
Guichon & McLoran: 2007 to mention but a few). Téenclusion they all reach is
that phonological along with written informationvéars the comprehension of
spoken language, thus leading to the conclusiansthiatitied material helps learners
to recognise and memorise items. In fact, phonodgnd orthographical processes
are two intertwined channels leading to lexicabgegation (Gambier, 2007:103-104).
However, for the sake of completeness it will alse accounted for studies
presenting data that lead to opposite conclusions.

The areas of interest of most of the studies caeduso far regards the
different facets of foreign language comprehensiosome cases, studies only focus
on one specific skill (reading, listening, vocalvylacquisition) or on a combination
of interrelated abilities. The works discussed tve#dm at giving an overview on the
developments in research on first intralingual ahen interlingual subtitles,

emphasising the different foci and methodologigdiagd.
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2.2.1.2 Research on second/foreign language learginusing intralingual
subtitles in formal settings

The benefits of captions on listening comprehensiere explored by Berwald
(1979), who was amongst the first scholars to eaethter-made captions and project
them as slides along with oral and/or visual cant@rcording to the author, these
are an effective tool to facilitate learners' urstinding of foreign language input
and he provides suggestions on how to design amthesn in the classroom.

Interest in the relevance of media for second lagguearning is also shown
by Lambert, Boehler & Sidoti (1981), who trialledrious combinations of written
and spoken messages in L1 and L2 on primary sghgmols. Their results suggested
that reversed subtitling was amongst the most &ffe@ractices for the acquisition
of second language skills in general and vocabutagnorisation in particular.

Other trials were conducted by Holobow, Lamberta&y/&gh (1984) on English
speaking pupils learning French. Following a metkodilar to the one discussed
above but with the introduction of subgroups, eastposed to a different
combination of L1/L2 visual (subitles)/aural (diglee) input, this study too
emphasised the efficacy of reversed subtiting atsb of bimodal L2 input
(dialogues and scripts were both in L2) on the cam@nsion of aural input.

A seminal work in the didactics of foreign langusgeith the support of
audiovisual material is Vanderplankife value of teletext subtitles in language
learning (1988). By using intralingual subtitles on a smsdéimple of European
intermediate and high-proficiency learners of EstgliVanderplank concluded that
exposure to general captioned television program(iBBE in this case) contributes
not only to lower students' affective filter —stadents admitted these are beneficial
to the comprehension of oral input — but also @rttanguage development in terms
of listening comprehension, accent recognition\amchbulary recall.

Almost around the same time Vanderplank also uodkrthe ten-year long
“Teletext 888 Language Learning Project” (1986-199é1ere both learner and
technology issues were thoroughly explored with ititention of bringing teletext
subtitles — i.e. subtitles originally designed floe deaf and the hard of hearing, also

referred to as SDH — to the fore and analysing thassible uses as well as limits in
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cognitive tasks such as recall and recognition ofds, along with orthography and
reading skills. However, the author also observeat twatching television in a

foreign language can be very demanding compareth&r media because

[T]here is too much language, it comes too quickig it is too culture-bound
even for many teachers of English outside Britainfdllow with complete
confidence. In pedagogical terms, this means nbt weery time-consuming
preparation of programmes (which may, of coursepie dated quite rapidly),
but also frustration among students at not follgyiand a need to keep the
focus on educational goals, in addition to the itade technical problems. In
the end, the marginal use of television and videg out not to be surprising at
all. (Vanderplank 1997: 15)

Hence, subtitles can be the gateway to making itetevan endless resource
for FL students by making input comprehensible angbyable and also enabling
them to watch programmes in a native-speaker-ligg. Whis clearly also raises the
issue of the role of teachers on the selectioh®iaterial proposed, which needs to
be relevant for the target students (on the bakiage and interests) and whose
linguistic and cultural input need to be proporé&drto their skills, especially in the
case of formal settings (Mariotti: 2002). Shoulahd@t be the case, students may be
faced with an excessive quantity of unknown itemd structures, both on the oral
(dialogues) and visual (subtitles) channel, and famgnitively and emotionally
overwhelmed. In fact, not only would they find dot hard to make sense of the
contents presented, but also be left with a sefhdeustration, thus complicating
learning or even discouraging it (see for examp@tGuillory: 1998; Caimi: 2006).

Garza (1994) even suggests four criteria for thecten of material:

[Flirst, useful video must contain the linguisticatarial (lexical, syntactic,
phonetic, functional, etc.) desired for instructi®@econd, the video segment
should be thematically interesting and culturalglevant for the target
audience. Third, the selected materials should b#i-tayered; that is, they
should be able to maintain student interest irfaloe of repeated close viewing.

Fourth, in the ideal segment, the visual imagesnaréess important than the
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accompanying spoken text, and the two depend oh edwer for complete

comprehension of the text.

These guidelines have also informed the selectiomaterial for the activities
designed in the present dissertation and will Beudised more in detail in Chapter 4.

Romano Snyder and Col6f1988) tested one hundred seven high school
learners of Spanish for seven weeks; these weldedivinto two groups, with one
group exposed to a higher number of different audi@l stimuli. The results
showed that learners benefiting from a more extensxposure to AV material
outperformed the group using traditional teachingthmds in vocabulary and
listening comprehension. This confirms the abovetioaed results (Vanderplank:
1988) on the importance of providing learners vathadequate quantity of stimuli
over a period of time sufficient for items to bejaced.

Around the same time, Goldman & Goldman (1988) ished a paper
reporting on a study conducted on the use of debtib improve the reading skills,
comprehension, vocabulary and written productionhigh school students with
reading difficulties. Learners were exposed to @jes of popular television series
with video, captions and sound on for the first Biutes and then with sound off.
Students were encouraged to follow the episodeagling the captions. This type of
material was chosen by the teachers for its appeajounger generations, thus
encouraging them to improve their reading skilleotigh exercise. Learners were
then asked to either discuss or write a possillerrdtive ending to the episode
before watching it and to complete post-viewing almdary activities. The results
obtained suggest improved comprehension and vaagbatquisition skills as well
as increased motivation.

The first large-scale study using ready-captionetenal was published by
Karen Price in 1991 and involved five hundred pgrtints from twenty different
language backgrounds at the university of Harv&tlidents were divided into
subgroups and exposed to video with and withouti@ag and to a different number
of viewings. Her work proved that language acqaisitis enhanced through the
increased comprehension brought about by exposewselititled material, regardless

of educational level, and paved the way to furtiesearch in this field.
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Noticing that more and more language programmetuyilise video material
in foreign language instruction to enhance comprsio& skills and attempting to
generalise the findings of previous studies, G&t£81) trials authentic video with
Russian and ESL as target languages on two sangblesdvanced university
students. After watching extracts with and with@utbtitles, students answered
multiple-choice questionnaires related to writteéaduction, content and vocabulary
comprehension. Here too, the repetition of the samassage through two channels
(oral and visual) proved helpful to the recogniteord retention of new vocabulary.

In spite of the apparently successful results atginm the studies mentioned
above, many foreign language teachers argued tiitles distracted learners and
hindered the development of listening skills, asytban comfortably rely on subtitles
and ignore the audio track (Diaz Cintas and Fereai@tuz, 2008: 204). According
to Borras and Lafayette (1994) neither positiosupported by solid empirical data
and no research has investigated the impact of €ulplicating intralingual subtitles
on oral communicative performance. The two reseasclargue against Garza's
findings, stating that vocabulary memorisation doe$ guarantee its use in the
proper context, hence “students should be providedonly with subtitles but also
with meaningful practice tasks supported by contabted linguistic (grammatical
and phonological) cues” (1994: 62). In their expennt, forty-four college students
of French were divided into four groups and expasefbur different combinations
of stimuli and tasks: subtitles + lower-level spegktasks; subtitles + higher-level
speaking tasks; no subtitles + lower-level speakaslfs; no subtitles + higher-level
speaking tasks. Learners were assessed on the dfas#ectiveness, accuracy,
organisation and fluency. According to the resus,subjects exposed to subtitles
obtained significantly higher scores, and higheeldask subjects performed best,
thus confirming that intermediate/advanced studbateefit more from subtitles than
beginners.

Gant Guillory (1998) set out to assess the effeatss of video with keyword
captions compared to video with no captions antléuaigth captions on reading
comprehension. Keyword captions are thought to edesa the amount of words
learners have to read without affecting the comgmslon of the spoken message.

Learners were hence divided into three groups, eadesponding to one fruition
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mode. Thanks to this study, it has been once ggawen that watching videos with
subtitles increases comprehension and that keyeaptioning appears as effective
as full text captions on learners' comprehensidissk

The particularly robust study by Bird and Williarg002) exposed native and
advanced non-native speakers of English to diffegres of input (only sound, only
text or sound and text) in order to assess thealgedsenefits of intralingual subtitles
on spoken word recognition efficiency as well asogmition memory. During the
course of two experiments, the researchers havergdss that subjects presented
with bi-modal input found it easier to learn andakk new words. Moreover, they
found evidence that cognitive systems processirgjt@y and visual inputs are
interconnected and interact with each another,jigatt the conclusion that captions
support comprehension because they increase pnogekepth.

Further studies have been carried out in orderesb the potential of same
language ready-captioned material on second lamrguagtruction, especially
listening and reading comprehension (Markham: L988@wever, doubt is still being
raised as to the actual effectiveness of subtittesmproving listening skills and
scientific evidence does not appear solid enough.example, Diao et al. (2007)
argue that the cognitive load required for progegsnultiple forms of the same input
(spoken and written text) causes a redundancyteffecmemory has to process the
same items twice going through a cognitive overldhds interfering with content
learning, which is clearly in contrast with thedings at the basis of dual-coding
theory. Furthermore, it is hypothesised that thsitp@ results obtained in previous
studies on the improvement of listening skills nmaye been biased by interference
with actual improvement on reading skills. This methat students have not become
better listeners but rather better readers. Thieoasitconclude the study by casting
doubt on the validity of research conducted uphtent as it has not been clearly
demonstrated that learners have actually develbgieting skills and strategies that
enable them to face real-life situations, whereamitten cue is provided; therefore
they advise against using captions for enhancisteriing skills. Nonetheless,
previous data on increased comprehension and viacgbacall is confirmed.

A similar line of thought seems to characterisewlek of Caimi (2006), who

supports the use of same-language subtitles fergioriearning purposes. However,
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she suggests that pre- and post-viewing activipé®sy a crucial role in the
development of aural comprehension skills. Mostartgmtly, she points out that
comprehension, vocabulary retention and improvednyomciation are specially
reinforced by the reading of subtitles rather thgrbetter listening comprehension.
Students surveyed after viewing intralingual sudditmaterial confirmed that their
main focus was on the written rather than the atnatk and that pre-viewing
linguistic tasks boosted their information encodprgcesses. In order to encourage
students to train their listening skills, Talavéanén (2006: 45) proposes to alternate
viewings with and without the support of subtitteggradually accustom them to rely
only on aural input.

Finally, a recent study by Winke et al. (2010) ensidered particularly
thorough. The effectiveness of captions on listgrand comprehension skills have
been tested, as they are believed to help form-mganapping and identify word
boundaries, thus making streams of speech morerebwpsible. However, it is also
acknowledged that it is not yet clear how and tactvhextent learners process
subtitles along with the other channels. Therefaresample of one-hundred fifty
university students — with English as native larggua learning Arabic, Chinese,
Spanish and Russian was exposed to three shast(8lp minutes) each viewed first
with and then without subtitles. The languages wibh-Roman scripts were chosen
because no research so far has investigated tloegsiag of such captions (except
for Garza: 1991), hence it is not clear whether rfibsults obtained with Latin-
alphabet languages can be extended to other laaguddeir results confirm the
validity of previous studies on vocabulary retentiand increase in attention, and
showed that they can reinforce learners' previowsmMedge. Moreover, it appears
that watching a video first with captions and thwithout decreases students'
anxiety, and activates selective and global listgratrategies. Finally, when L1 and
L2 orthography are similar, captions affect compresion more; when they are not,
learners rely much more on the audio input.

As mentioned at the beginning of this review, stgddn subtitles have applied a
vast number of approaches, methodologies, langoagéinations and have mostly
observed relatively small samples. Hence, evenghdliey all confirm the generally

positive value of intralingual subtitles for the provement of comprehension and
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production skills, this lack of homogeneity makhsit findings far too specific to
allow scientifically solid generalisations. In orde gather sufficiently representative
data, the ambitious European project “Subtitles leamiguage Learning” (SLL) was
started in 2009. The two-year long project involvethe universities in eight
different countrie¥, plus two associate partners. The aims of thigitadinal study
were to investigate the impact of both formal andidental language learning
through different combinations of subtitles (L2-U12-L2, L1-L2) on children and
adults alike and to:

1. analyse, understand and evaluate programmes/flsna means to motivate

language learning (LL) for young people, studenggults, migrants;

2. analyse, understand and evaluate subtitled gnoges/films as a tool for

intentional LL in an institutional environment arfdr incidental LL in an

informal/natural environment;

3. compare the importance of interlingual subtitteshe process of FL learning

for the young people in comparison with adult @karners;

4. compare the different types of subtitles (L2->L2->L2, L1->L2).

It is believed that the wide range of languagesolved in the project
(Romance, Germanic, Slavonic and Finno-ougric), th#erent profile and
background of a large amount of participants alarty their LL situations, and the
chance to then use the results to promote motivatidearning FLs and support the
linguistic diversity of EU countries can finally smer the question whether subtitles
play a major role in FL learning both for more aeds widely used and taught
languages. However, as emphasised by the projecticator, Yves Gambiét it
would be utopian to think that a foreign languagm de learned by watching
subtitled programmes from scratch, although expeds of partial acquisition with
children are sometimes reported.

Furthermore, the project was set up as a respongetgrowing need felt by
the European Union to encourage multilingualism dadguage diversity, as

witnessed by the many initiatives taken between32@@d 2008, for example

9 Namely: Finland, Greece, Italy, Lithuania, Polambrtugal, Slovenia and Spain. For further
reference sebttp://www.sublanglearn.utu.fi/index.html

% gpeech held at the international conference “8abtiand Language Learning”, Pavia, 13-14
September 2012, which was organised as part girtiject dissemination programme.
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Promoting Language Learning and Linguistic DiveysiAn Action Plan 2004 —
2006 Framework strategy for multilingualismand theFinal Report on High Level
Group on Multilingualism.The belief that subtitles can be a valuable support
language learners is also shared by the EU, wisised the Eurobarometer report
Europeans and their Languages 2005 to explore the possibilities offered by
interlingual subtitling to all European citizens.

The results of this large-scale investigation agety be published, though they
will certainly provide the whole scholarly commuynwith in-depth and illuminating

information about the actual effectiveness of gldstin a wide variety of contexts.

2.2.1.3 Synthesis

What has emerged from the studies described al®what research using
audiovisual material with same-language captions féweign language learning
purposes in formal settings is now well established the number of studies on the
topic has been growing in the last decade thankgedhbnological advances and
deeper investigations in various aspects of cagmiind pedagogy. Initial studies
specially focused on the effect of subtitles onrrless’ attention and motivation
(Vanderplank: 1988), on foreign input comprehetisjpb{Berwald: 1979) and on
surveying the value of different subtiting modésufibert et al.: 1981, Holobow et
al.: 1984). It has later been observed that inméds to be proportioned to the
learner's proficiency level (Vanderplank: 1997, l&uy: 1998, Mariotti: 2002,
Caimi: 2006) and that subtitles are less beneftoidwer-level learners (Borras and
Lafayette: 1994). A further line of research hasaldewith comparing the
effectiveness of captioned versus non-captionecemaaton comprehension (Price:
1991, Garza: 1991, Borras and Lafayette: 1994,|@wil 1998, Bird and Williams:
2002). Although many of these studies claim thatalmgual subtitles improve
listening skills, some authors have argued thatesmed comprehension of video
material must be attributed to improved readinhpeathan better listening abilities
(Diao: 2007, Caimi: 2006, Winke et al.: 2010). Gaheonsensus has been reached

37



on the proven efficacy of subtitles on better penfance in vocabulary acquisition
and reading.

2.2.1.4 Research on second/foreign language leargiasing interlingual subtitles

in formal settings

The body of research available on the topic ofdpplication of interlingual
subtitles in formal foreign language settings igeuestricted. In fact, interest in the
issues related to L2 video/L1 subtitles arose letenpared to L2 video/L2 captions,
as any kind of L1 input has been long excludedH®y EL classroom for various
reasons (see Chap.1) along with the practice ogkation, for they were considered
detrimental and have been fully reinstated onlgerent times. In the specific case of
audiovisual translation, trials on the effects oterlingual subtitles have not
abounded until recently, as they were thought scalirage learners from paying
attention to the soundtrack in the foreign language according to the findings of
Lambert et al. (1981) and Holobow et al. (1984)ytlied not seem to facilitate
comprehension or general language skills. Howegeen if subtitles inevitably
attract viewers' attention regardless of languagmhinatiorf’, they do not hinder
aural processing, as learners are capable ofisglitheir attention between visual
and aural stimuli at will according to their ne¢@ambier, 2007: 106).

One of the few studies on this topic — reporteddaynbier (2007: 106) — was
carried out by De Bot et al. (1986) with two growgdutch learners (one consisting
of fifty high school students of English L2 and asféwenty advanced learners who
no longer attended English classes) exposed toidgbngews programmes with L1
condensed subtitles. Post-viewing tests on itergarding both content equal to or
diverging from the original clearly shows that tel, visual and written channels
are all processed simultaneously. However, whaldcoat be ascertained was what

and how much information derives from the auralrseu

2L As demonstrated by the study by d'Ydewalle & Pawaii (1991). “Watching foreign TV programs
and language learning”. Leuven, KUL, Laboratory BXperimental Psychology: Report 128.
Reprinted in: F. Engel, D. Bouwhuis, T. Bosser &d3(dewalle (eds.) (1992 ognitive modelling
and interactive environments in language learniBgrlin: Springer Verlag, p. 193-198.
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Lack of studies on the possible advantages broafbtt by viewing video
material with interlingual subtitles in formal segs is also due to the fact that most
research in this field has focused on incidentguaition and has often taken place
in some of the so-called subtitling countries, esly the Nederlands, Finland and
Belgium where the average good level of Englisithefpopulation seems related to
contact with L1 subtitles since early age. Howetee, merit of these findings lies in
having brought interlingual subtitles and their pgalgical value in second language
acquisition to the attention of the research comtyuim her paper, Danan (2004)
examines how both captions and intralingual swstitcan improve listening
comprehension skills. Though acknowledging previ@sgarch on captions, she also
emphasises their limitations: they are not suitdbtebeginners unless the material
presented is carefully selected and contains endagiiiar items (Gant Guillory:
1998), as pointed out in Krashen's famous compeshieninput hypothesi& As for
the benefits of interlingual subtitles, Danan enges the importance of learners'
endeavour in matching subtitles in L1 and audib2ras well as of “a redundant and
interconnected network of encoded propositions'0@072), which leads to more
elaborate processing and enhances vocabulary néioogand recall. The role played
by emotional factors on learning and motivation als stressed and she invites
teachers to make fruition strategies explicit @efiive attention on both channels)
when working with students who are not used to lwagptioned/subtitled material.
Finally, she pleads for longer-term research abldadrify the effect of both captions
and subtitles in the long run and for the elaboratif successful teaching strategies.

Still in 2008, Santiago Araudjo laments the presenfean empirical gap
regarding the acceptance of translated subtitle@nahin the FL classroom and the
scepticism on the part of teachers in the useanfstation as a pedagogical tool. In
particular, her 4-year-long research project orchea training aims at testing the
efficacy of intraligual subtitles on oral proficeyn Four groups have been set up
(two exposed to subtitled films and two controlgwe) consisting of adults from 16
to 50 years of age with different backgrounds.rlimtgual subtitles were used with

beginners to facilitate their learning process emilingual subtitles with advanced

22 Krashen, S. (1985)The input hypothesis: Issues and Implicatiohsndon and New York:
Longman.
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learners followed by listening and speaking aassit The data gathered during this
study showed that learners watching subtitled videéoth interlingual and
intralingual) performed better in the oral profivoy tests. As for oral production
assessed on the basis of pronunciation and fluesityg Grant's scale, the subtitle
group surprisingly outperformed the control grongpontaneous speech production

sounding more fluent and natural.

2.2.2 Intralingual and interlingual subtitles and subtitling

The two main avenues of research previously desdritave contributed not
only to shed light on tools and practices that wermerly unchartered territory, by
providing helpful insights into the possible apptions of subtitles/subtitling to
various aspects of foreign language instruction lmse also encouraged further
research in the general field of audiovisual tratish from a variety of angles other
than pedagogy (technical aspects, history of A&nglation modes, social and
cultural impacts, reception of AV products etc.hother important aspect that has
led to the present state of the art (see belowthes fast-paced development of
technologies that have allowed researchers to explew possibilities and practices,
as well as to tackle learners' needs in a novel Wagarticular, from the early 2000s
more and more people have gained access to thelWde Web and software for
the manipulation of video material has progresgilmcome an affordable, readily
accessible and user-friendly facility.

Such set of tools has brought to the emergenceooé fiactive approaches” in
research and to further investigation in the paaéndf subtitle creation, both
interlingual and intralingual. As stated by Soketi al. (2011: 220) “The idea of
asking language learners to add or modify subtdtea video emerged with the view
to enlarge the range of exploitable activities” wéwer, this application of subtitling
has been explored by a limited number of scholass,recounted in the next

paragraphs.
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An example is provided by the much-quoted papeMbliams and Thorne
(2000), who were amongst the first scholars to psepa more hands-on approach to

FL learning by means of interlingual subtitling:

Even for students who have no desire to work innleglia, the combination of
aural, visual and written elements required in orie subtitle competently
makes it [training in interlingual subtitling] unig as a language-learning tool.
[...] more practically based and vocationally otédad courses, similar to
subtitling, would be of benefit to language undadyates and would contribute

to increase motivation in second language acqoisi{2000: 217)

The two researchers have set up a training progeamrnmterlingual subtitling
(Welsh-English) at the University of Wales since9Qroving to be far ahead of
many other institutions. In their work, they empbhaghe very many skills learners
need to acquire to carry out interlingual subtgliactivities. Below are listed those
considered most relevant:

1. Listening skills, as understanding video contena foreign language is far
more challenging than in one's mother tongue (Vigoldek: 1997). Furthermore,

having to analyse dialogues to then translate thetdreduce them requires a full
comprehension of the oral input;

2. Reading/viewing skills, which allow the conneatibetween language and
visual input (i.e. proxemics, kinesics, setting.)etwwhose interaction gives rise to
the overall meaning. In this way, learners can oleséhe interaction of different

communicative layers at work and understand “tr@hmunication in another

language is considerably more than merely stringaggther a series of words”
(2000: 220).

3. Translation skills ensuring the lexical and pnagjic accuracy of contents in the
target language as well as the coherence withituahinformation displayed.

4. Editing skills in order to select and reorgarisguistic input preserving the

original message.

5. Writing skills allowing a smooth passage fronaldo written communication

and a suitable choice of register according tostigke of the video material. The
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language used should read naturally and syntaaticiédé be organised through
splitting and punctuation.

6. Reviewing skills and ability to discuss and mate the choices made. This will
induce students to reflect upon their translatidretlaviour and be critical about
their speaking, writing, proofreading and checksidls.

The results of their two-semester-long trial showedsiderable improvement
on many areas such as: listening skills, vocabulacyuisition, awareness of
competence (or lack thereof) in L1, punctuationlskwriting and researching skills
and simultaneous improvement of both L1 and L2. &h#ors also concluded that
the implementation of practical subtitling tasks ymiaelp to increase students'
motivation and drive them to invest more time irefgn language learning activities.

Other works suggesting that subtitles may be beiaéfior foreign language
instruction have focused on learning about vocaluéad register (Diaz Cintas:
1995), on autonomous learning (Wagener: 2006) amaklation skills in general
(Rundle: 2000, Neves: 2004). However, a new treasldmerged in recent years that
we could label “blended approach”, which seeksamlgine research in subtitles as
support with subtitling as activity in order to neathe most of the intrinsic features
of both. So far, this research methodology has lealled by a small humber of
scholars on different samples and with differenglaage combinations.

One of the few authors whose work on the pedagbgm@ntial of active and
passive subtitling is quite extensive is Talav4d2®06, 2008, 2010a, 2010b, 2011,
2012). According to her studies on Spanish learoérgnglish, the fruition and
production of subtitles is beneficial to foreigmdmage learning for a number of
reasons and on different levels:

1. They enhance language acquisition irrespectieélgtudents' learning styles
because they combine image, text, sound, cultafafmation, technology etc.,
thus appealing to different types of intelligence.

2. Learning with video creates a familiar and matitvg environment for students,
who are nowadays very comfortable in dealing witis type of input and with
technology in general. Moreover, video materialegivstudents the chance to
work with authentic and up-to-date contents antleisible enough to allow the
use of different linguistic combinations (L2-L2; 4LP; L2-L1), depending on
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learners' level of proficiency and on the type civaties planned. However, it is
important to remember that video material and egescneed to be designed with
specific criteria in mind in order to avoid eitheminteresting topics or
disproportioned input.
3. Activities involving the production of subtitlesan be carried out both in a
face-to-face and distance self-learning environment
4. The author proposes to combine passive andeastittitling (2010a, 2010Db,
2011) in order to make the most of the advantagesepted by both. In fact, on
the one hand reading subtitles provides a multrokhinput (images, sounds and
text) with a reinforcing effect on memory and easiecess to meaning thanks to
the support of images; furthermore learners fesérse of security, as they can
lean on them to check on meaning comprehensiondéaidgue condensation,
which can be a stimulus to pay attention to thalacitannel as well. On the other
hand, creating subtitles forces students to reeetdb content, thus avoiding word
for word renderings and enhancing their writing anchmarising skills. Also, the
specificity and practicality of aims along with thamediate tangible results
obtained eliminates the passivity typical of tremtial language instruction
methods. Finally, students' work can be immediastigred with peers, so that
they can compare their performances and learn é&ach other.
5. Her investigations have mainly focused on hosvghssive viewing of subtitles
together with active subtitling can contribute twe tdevelopment of listening
comprehension skills, vocabulary acquisition andkep production showing
encouraging results both in terms of acquisitiod Earners' positive response to
treatment. Certainly, further research on this meéthogy is needed in order to
gather more data, possibly with linguistic combimas other than
English/Spanish.
6. Talavan's latest experimental research (201@)sks on the combined use of
reversed active subtitling and dubbing for the ioyement of oral and written
production skills. Preliminary results indicate pioe responses on the part of
students as well as promising outputs.

Condinho Bravo (2008) too shows an interest iveying different modes of

fruition of video material and comparing their efigeness. In her PhD dissertation,
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she reports on three different trials: one withefgn learners of Portuguese exposed
first to L2 teletext subtitles and then to the santeo without subtitles over four
weeks, one with young Portuguese learners (13-adsyeld) of English watching
videos either with intralingual or interlingual gifles, and one with undergraduate
students of EFL, who first watched extracts witterlingual subtitles and then were
asked to subtitle short clips using LvS, a substhaulator designed for educational
purposes.

The first trial was carried out on a sample oftthtwo learners from different
countries of origin (hence with different attitudesvards subtitles) and with levels
of Portuguese ranging from elementary to advaneeldp watched 6 videos
belonging to different genres such as film, muse@ys etc. According to the results,
preference for captions sometimes varies accordinghe combination of two
variables: genre and learners' proficiency levetnéé, some advanced students
watching a news programme — which is consideredngntbe most challenging
types of input for utterance speed and varietyasftent — prefer avoiding subtitles,
contrary to what elementary-level students reportmivever, most learners found
subtitled material a valid support for dealing withreign input and motivation.
Moreover, the data on all the three groups showgas#ive correlation between the
use of subtitled material (L2-L1) and an increabsiéning/reading comprehension
of target items.

The second trial tried to assess the role playedirdgslation in foreign
language learning and comprehension and which teagtimode (interlingual or
intralingual) is most effective. According to thesults obtained, recall and retention
seem to be better enhanced by interlingual ratiear tntralingual subtitles. Finally,
the third trial aimed at testing the effectivenessubtitling as an activity to improve
vocabulary acquisition in general and the memaadsatf idioms in particular, along
with written production skills. Apparently, the edfion of items necessary to carry
out the subtitling task had a positive effect oe tearning of new words and
expressions. In a later test, students also prameidcreased ability in recalling and
using items correctly in written production.

Scholars at the University of Galway have also tperl an interest in

researching the potential of interlingual subtdliras an activity. Incalcaterra
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McLoughlin (2009) provides us with very interestimgights into this practice and
its relevance for FL instruction. Also, her work particularly significant for the
scope of this dissertation because she focusesattention on the connection
between subtitles and the improvement of langu&gks shrough translation. This
special task in fact connects two separate vensiesis (L1 and L2) to the same
visual input; in order to do this, students needdé&velop critical and reflective
thinking, along with contrastive awareness if tegnt to cope successfully with the
amount of processing required by subtitling. Thierking on and re-working of
audiovisual material necessarily boosts retentibiwvazabulary and of syntactical
structures. It is also worth noticing that the #libg software becomes a sort of
playground, in which trainees can freely and safelt different hypotheses but at
the same time are forced to find a balance betweedering language and its
different levels (lexis, syntax, pragmatic effeetjectively and making the message
fit into the space allowed. Moreover, this procissthought to contrast the tendency
(also found in ltalian students) to translate wdod word and rather focus on
semantic units.

Incalcaterra McLoughlin and Lertola (2011) have dueted further research on
the applicability of subtitling to language leaminin their discussion of the
differences between traditional translation taskd aubtitling, they emphasise not
only all of the features previously mentioned biiestauthors (see above) but also
the linguistic and meta-linguistic awareness trege and the ability for contrastive

analysis they develop. What is more,

audiovisual translation has the added bonus of mgakiimmediately evident
that there is a communicative reason for the tedinsl (rather than a
grammatical reason, for example), thereby accordingeaningful functional
dimension to the new TL text. (2011: 244)

In another paper, Lertola (2012) trials subtitlongsixteen learners of Italian to
test vocabulary acquisition. She highlights theantgince of considering students as
“active participants in the learning process”, wd¢sarning styles and memorisation
techniques along with personal motivation are dsderio enjoy successful

outcomes. Another relevant point made is the oltlon subtitling seen as task-
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induced involvement (Laufer and Hulstijn, 2001) focomprises the three factors
constituting the involvement construct: need, deamnd evaluation. The first refers
to the need for learners to fully grasp the meammhgitterances in order to then
communicate it in another language, the secondhgosearch for unknown words,
and the third factor refers to the evaluation ng@gsto select the appropriate
rendering. Her results on a small sample of stiederposed to L2 to L1 subtitling
(6) and a control group (10) exposed to task-baswivities on the same video
material show that both conditions — exposure teifim language video material —
bring to retention of new L2 vocabulary. Howeven, & delayed test, learners who
have worked on subtitling tasks show a higher tetanevel, thus demonstrating
once again the connection between this task anddipgisition of new words.

Finally, the combined use of intralingual and ifitgyual subtitles has been put
to the test by Caimi (2007) in order to explorartieéfectiveness on the development
of students' awareness and comprehension skillsstdece on the usefulness of this

combination is expressed at the very beginningeofanticle:

Intralingual and interlingual subtitled films or TRrogrammes are precious
tools for foreign language learning purposes bex#lusy combine the practice
of listening and reading comprehension through reaitement. Consequently,
they offer stimuli to which learners respond efffiesly because the use of this
kind of multimedia and communication technology tire classroom offers
learning opportunities that enable students totm@the foreign language both

at cognitive and communicative levels. (2007: 61)

A small number of volunteers (15) was asked to lwatdilm first in the original
language, then with intralingual and finally withterlingual subtitles. Each viewing
was preceded and followed by a number of activi{igsestionnaires, dialogue
completion exercises, true/false exercises etcg ifhovative design of this study
lies in the emphasis put on the importance of graugpk and peer assessment.
Moreover, students wee asked to set up a websittaiomg all the activities carried
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out and suggesting improvements, thus taking updleeof teachers as suggested by
the learning by teaching approath

2.2.2.1 Non-vocational subtitling courses

The new research perspectives opened up by theestpreviously described
have inspired and encouraged some scholars to aakether step forward and
institute proper non-vocational subtitling courdes language learning purposes
either as completely independent units or as meduithin standard curricula.

As mentioned in Chapter 1, some universities (aapgdn the UK and Spain
but also in Italy and Germany) have also set upggoaduate courses in audiovisual
translation — including modules on subtitling — ubgb with a strong vocational
orientation. We will briefly mention here the ordipostgraduate course in subtitling
held at the University of Barcelona since 2003, ifsrconcept and approach have
been inspiring part of the methodology applied he trials reported later in this
work. Of particular relevance is the idea that h#ag not focused on assessment
leads to a deep learning approach

where the interaction and dialogue in learningudent-teacher/student-student
— helps the students towards reflexivity in theéirdy and encourages them to
construct meaning. [...] (this) is a key issue im oourse in order to teach the
many skills within a context and taking into coresition the discourse of each
subject material. (Dorado, Orero 2007: 193)

The lack of assessment requirements and the spaee tp dialogue among peers
and with the teachers is deemed fundamental tcstagents in the right frame of
mind to focus on language rather than on performassessment. In fact, far too
often are students more concerned with the comtietgsts/exams than on the long-
term value of acquiring knowledge and skills, whichturn leads to short-term

memorisation of notions.

2 Gartner, A. et al. (1971 hildren Teach Children: Learning by Teachingew York: Harper and
Row Publishers.
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As for non-vocational courses, examples can be dokorope-wide and
include the already mentioned subtitling coursetre University of Lampeter
(Wales) described by Williams and Thorne and thebZearn” on-line project held
at the University of Galway. The latter was designed by the Department oiahial
Studies in 2010 and offers training materials faeilingual subtitling activities in
three languages (Italian, French and English). Webésite provides some simple
guidelines on the subtitling process along withperotraining tutorials and a link to
a Youtube channel with clips to work on. Also, atgm is dedicated to up-to-date
bibliography on subtitling in general and for laage learning purposes.

The setting up of vocational as well as non-vocaticcourses centred on the
development of language, translational as well emhrtical skills in the field of
audiovisual translation marks not only a trendhe market of audiovisual products
but also raises the awareness that the simulatedoement of the classroom —
where interaction in the foreign language often esrn the form of exercises or
prompted dialogues — needs to be balanced withrialstand activities anchored in
real-life situations, such as those found in doaumarges, news programmes and
certain film genreS. In this way, students are encouraged to exploteonly new
linguistic items but also cultural contexts diffetdrom their own in a constant re-
adjustment of perspectives through the understgraii mediation of two realities.
The act of translating dialogues then closes the#ecand reunites the linguistic and
cultural aspects of the original, which will hawe lhe conveyed through a foreign
language. The impossibility of modifying the visurgbut forces students to channel
their act of mediation into the subtitles, whichlveobmetimes have to cater for the
whole message (visual and verbal) when images ajispliltural specific content
foreign to the target audience. In this way, staslevill progressively take up the
role of mediators, thus adding a further dimensgtheir translational competence.

The inclusion of such input is certainly also mamneline with the learning
styles of students of the web 2.0 generation (Tala®006: 42), who are no longer

comparable to those of the 1980s and 1990s whefirshstudies on video input for

24 Seehttp://www.sub2learn.igflast access 12/10/2012).

% Even though the orality of films is clearly a mbficated one, some genres like drama often resort
to dialogues displaying lexical and syntacticaltdeas and an elocutionary speed shaped on real-life
exchanges.
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FL learning were conducted. In fact, the relatiopgb technology in general and to
the fruition of video content in particular, hasaolged dramatically (Gambier, 2007:
108). Even though video input seems to have kepiasitive benefits in spite of the
generational/technological gap, it is nonethelessessary for instructional methods
and tools to keep the pace with technological adesnwhich have become an
integral part of our society. Excluding them frotre tclassroom would lead to a
progressive alienation of teaching methods fronh liea thus offering an unsuitable
environment for young learners, with a negative aotpon their motivation. As
affirmed by Diaz Cintas and Fernandez Cruz (2008):2'In a society ruled by the
power of image and flooded by audiovisual produdtseems only natural that
audiovisual subtitled material should play a morengnent role in foreign (and

native) language instruction [...].”

2.2.2.2 Synthesis

The new perspectives opened up by research ongheoluintralingual or
interlingual captions in conjunction with the popusation of new technologies have
marked the beginning of a novel line of researdhctvattempts to combine not only
L2-L2 and L2-L1 captions but also takes into coasation the pedagogical benefits
of their creation or manipulation. As we have sietie previous sections, subtitling
as an activity has been found to have a numberositipe effects on learners of
different languages — provided they are not atrioegis level — such as:

- enhanced listening, translational, summarisind amiting skills, as learners are
“forced” to understand content deeply in order ¢selaborate it in the form of
subtitles in their L1. This also ensures avoidasitategies such as word-for-word
renderings and stimulates them to search for l#yieand pragmatically adequate
translations;

- better motivation, as learners feel a sense @braplishment in seeing their
translation immediately “in action” on screen amd aware that they are going to

share them with their peers;
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- improved language awareness, as learners havieaserc perception of the
multidimensional aspects of real-life communicatibnough the analysis of video
content and have to make motivated choices wheslating;
- increased vocabulary acquisition, as the worlkdnd re-working of material along
with the association of words and images reinforttes memorisation of items
(Condinho Bravo: 2008, Lertola: 2011).

Some scholars have recently explored the posgilofitcombining the benefits
of subtitles as support and subtitling as actigltglavan Zanén: 2010a, 2010b, 2011;
Incalcaterra McLoughlin: 2009; Condinho Bravo: 2p@8order to test whether this
approach can help students improve their langukilje &urther. However, too few
and diversified are the trials conducted so farcémsider the results presented
representative enough. Hence, this line of reseaeehls further validation through
longitudinal studies, possibly contemplating a leigimumber of participants with

more language combinations available.

2.3 Conclusion

The literature review discussed in this chapterdtémmpted to sketch out the
main developments occurred in the relatively biiestory of foreign language
learning enhanced by subtitled and subtitling videterial. The studies considered
here refer to research in formal settings onlyardog intralingual and interlingual
subtitles and subtitling, hence discussions ondmaal learning or reversed
subtitling have not been contemplated or only nreity discussed.

Trials on intralingual subtitles started being néed around the beginning of
the 1980s and generally describe small-scale stushsed on a variety of samples
(children, teenagers or adults) trying to assesseffectiveness of ready-captioned
material on learners of different foreign languaged proficiency levels. The trials
did not span very long periods of time and exploissues such as general
comprehension as well as the improvement of listpmind/or reading skills. In this
first stage, captions were thought to be benefifmalincreasing attention, lower

anxiety levels, boost motivation and support thedesstanding of aural input
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(Vanderplank: 1988), though hypotheses were notlatdd through control groups.
Intralingual were chosen over interlingual subsitleecause the first were readily
available both in films and television (teletextdebecause of the little consideration
enjoyed by the use of the L1 and translation indlagsroom. Later on, scholars also
focused on contrasting captioned and non-captionatérial in order to prove (or
disprove) the hypotheses elaborated in the 1980gtdbe effectiveness of subtitles
on foreign language learning (Garza: 1991, Gantl@wi 1998, Winke et al.: 2010).
Their results seem to all reach positive conclusioagarding the value of this
approach, especially in enhancing comprehensiorvacabulary acquisition.

Studies with larger samples of participants (Pric@1, Romano Snyder and
Colén 1988) have been then carried out and important rambg in cognitive
theories of memory and learning such as Paivioa dading theory and Jo and
Berkowitz's priming effect were made. Both of themphasised the relevance of
repeated input on memory mechanisms, thus confgntie findings of research
conducted until then. However, enthusiasm abouwt tiew approach soon died out
when it became apparent that planning and carrgurgactivities with the aid of
audiovisual products is very time-consuming andsdoet work with lower level
learners (Borras and Lafayette: 1994). In fact,netldough captioned television
programmes virtually offer large quantities of aarttic dialogues, teachers need to
filter it and adapt it to the specific needs andele of learners. Wrongly selected
inputs may lead to low motivation/performance andease of dissatisfaction and
frustration (Gant Guillory: 1998, Caimi: 2006). Mawver, it has been argued that the
simple exposure to subtitles does not guaranteaistign, as contextualised and
meaningful cues play a central role in compreherisiemorisation (Borras,
Lafayette: 1994).

These studies have also raised further questionfarasas methodology is
concerned, for example: what kind of material isshrguitable? Should whole films
or selected extracts be shown to students? Whétiexbican captioned material
develop? Could prolonged exposure to audiovisuaterizh cause memory or
emotional overloads and hinder acquisition? Douidge also been cast on the
effectiveness of subtitles for the improvementistehing skills (Diao et al. 2007,

Caimi: 2006), as comprehension of audiovisual aurikemore likely to be achieved
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by reading subtitles, rather than understandinglanput. Moreover, the repetition

of the same piece of information through differenannels may cause cognitive
overloads and slow down or even prevent acquisifldverefore, it is important for

students to be guided through targeted pre- antv®sing activities, so that they

will progressively abandon the habit of relying sarbtitles for the comprehension of
video content and be prepared for real-life inteoac

The review of these works has shown on the one hbat there is an
increasing interest in how subtitles can be intigran classroom activities, on the
other hand the data resulting from these studiesatabe extended to all language
combinations and learners' backgrounds. For exametg few studies have focused
on languages with non-Latin alphabets (Garza: 1Wihke et al.: 2010) and it
appears that orthographic similarities between hdl &2 contribute more to the
positive effects of subtitles. For these reasondwe-year European project —
“Subtitles and Language Learning” — has been sehupder to verify the efficacy
of captions on different learners (children, teemagand adults) with different
language combinations in eight different countriBesearch has been conducted
from 2009 to 2011 both in formal and incidentakisgs with the additional aim of
disseminating good practice on the use of subtfibesforeign language learning
purposes. Other important foci of this longitudisaldy are the impact of subtitles
on motivation and the effectiveness of differentmbmations (intralingual,
interlingual and reversed subtitling). Final resudire not available at the moment,
however such large-scale study will certainly pdeva considerable amount of data
on a wide range of subjects and backgrounds teatefipon.

So far, research has paid considerably less aitertv the potential of
interlingual subtitles for foreign language instrian. Such lack of interest is caused
by a combination of concomitant factors. First bf ®chnology has only recently
allowed us to watch programmes or films accompatgdsubtitles in different
languages. Before the advent of DVD and of digitahpression systems it was not
possible to select or exclude subtitles in a foréamguage from a film. As a result, it
was much simpler to turn to either teletext suitleither recorded on VHS or CD-
ROM) or films with same-language captions. MoregJvearners' native language

along with translation have been banned from Fliruesion until recent times
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because they were mostly associated with the Grarninaaslation Method (see
Chapter 1) and because purely communicative appesaavhich did not allow the
use of L1, were the most widespread. Moreover, Witides were thought to be
detrimental to listening skills, as students mayy read subtitles in their language
to access content. This meant their exclusion fr@search in formal settings
altogether, an empirical gap that can be still esged nowadays. It is for this reason
that the impact of interlingual subtitles has be®stly studied in incidental learning
conditions, especially in countries where thishie preferred mode of fruition of
foreign audiovisual products such as the Nethedar@inland and Belgium.
However, this body of research has contributedatser scholars' awareness on its
potential and to encourage further investigatiass stated by Danan (2004), who
wishes for more long-term research for both moslit

The second part of the literature review was déedcto recent developments
in the use of both interlingual and intralinguabstles as support and as activity.
Once again, technology plays an important rolehim design of methodologies, as
the widespread of the internet along with ever maceessible software for the
creation of amateur subtitles has offered teachedsstudents new ways of working
with audiovisual materials as well as the possipito design new activities. As
emphasised by a number of scholars (Williams anodridn 2000, Talavan Zanon:
2006, 2010a, 2010b, 2011, Incalcaterra: 2009, tataira and Lertola: 2011)
interlingual subtitling presents many advantagesfdoeign language learners. For
example they contribute to develop all four genskdlls (reading, listening, writing
and speaking) along with translational abilitiesfdct, students need to pay special
attention to lexis, linguistic structures and pragimaccuracy both when they watch
the video and when they translate it, thus alsdrimriing to the development of a
multi-layered notion of communication. This, innustimulates learners to abandon
a word-for-word approach and embrace translatioaraact of mediation between
two cultures involving all the channels presenaimiovisual communication. It has
also been found that students increase their i@Bilin discussing choices and
strategies and compare them with peers; they alperience a sense of self-
accomplishment for seeing a concrete purpose inttia@slating with a considerable

increase in motivation.
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In recent times scholars have been testing theilplitys of blending the
advantages provided by the combination L2-L2 sldstitand L2-L1 subtitling
activities. In this way, the advantages descrildmml/a can add up to those of passive
subtitles, namely: effectiveness of audiovisual uinprrespective of individual
learning styles, authentic and up-to-date materiahsl long-term effects on
vocabulary recalling. According to the results aled, this approach is beneficial to
the improvement of listening skills, vocabulary aisifion and spoken production.

A fairly recent tendency has witnessed the devetyrof both vocational and
non-vocational courses dedicated to audiovisuaktation in general. This shows a
trend in the job market, which seeks language afists with technical competences,
and a trend in education, which turns to audioVigwaducts to introduce native-
speaker-like material presenting learners with eniic dialogues and culturally
challenging items. Needless to say, this approsesb more suitable to the learning
styles of the younger generations, who are muclemgsponsive to input presented

in the form of images and sounds, rather than pempa
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CHAPTER 3
An analysis of the relationship between language dening,

technology and audiovisual translation

3.1 Language learning, technology and AVT

There is clearly a tight connection among foreiganguage learning,
technology and audiovisual translation, in paracigubtitling. The present chapter
will look at different aspects related to the iafEron of these three elements such as
the reasons why the introduction of technology sulatitling in the classroom can be
a positive stimulus for learners; how technologys lthanged the way students
approach texts and their whole learning processhand new software can help us
cast a light on learners' translation processed;fimally the little debated issue of
how methodologies relying on subtitling software still be valid even when this is

no longer up-to-date.

3.1.1 Why integrate subtitling in language programnes at undergraduate level

The topics dealt with in Chapter 1 and 2 — i.e.rtble of translation in foreign
language learning/teaching and that of audioviduahslation within translation
studies, and the development of research in theeaahd passive use of subtitles in
foreign language instruction — clearly share sommmon ground. The connection
between the two lies in how the methodologies aindirfgs described in the
literature can be put into practice to assist fprelanguage learners in the
development of further knowledge and skills.

The type of language classes considered here arthose held in vocational
courses or at faculties for translators and inttgys but rather those using
translation as one of many instructional toolsdbieve language proficiency that are
typically found at undergraduate level. This tygdranslation has been defined by
Delisle (1998: 26 in Stewart: 2008) as “pedagogitranslation” as follows:
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“Academic, or pedagogical translation is intendedhelp the student acquire the
rudiments of a language, or at a more advanced, l@vperfect his style. It is never
an end in itself, but always a means”.

As noticed by Stewart (2008), this use of transtatdoes not contemplate
aspects such as a possible target readershiprahglation brief and all of those
“real-world” considerations affecting professionédanslators’ choices. As a
consequence, students often fail to grasp the conuamional aspects entailed by the
act of translating — as these are not sufficie(ifhat all) emphasised in class — and
rather tend to see it as an exercise consistitigaogposing words from one language
to another. Besides, this way of looking at textsafly favours word-for-word or
sentence-for-sentence approaches, which are cldathymental to both language
and translation learning. In the words of Snell4hyr (1992: 18 in Stewart: 2008):
“someone who has spent years using translationrasams of practising grammar
structures and vocabulary as in Latin classesnaafioally assumes that this is what
translation is — a kind of linguistic transcodingrhis may also have negative
repercussions on students' motivation, especialygnvtranslation tasks become
more and more complex and language expertise gamat enough to cope with the
creation of a coherent and communicatively effectaxt.

Without denying the advantages brought about bgdftional” translation
exercises, it should also be acknowledged thatrexpee has proved that these are
not sufficient. In fact, they should be integrateith tools that provide students with
tasks centred on the communicative value of tréingland that give them a sense of
concreteness and accomplishment. Working with videatent and with the
translation of dialogues through subtitling carphiebrners reflect on aspects such as
readership/audience's expectations, lexical acguaad fluency, or register. Clearly
AVT is not seen here as the panacea for all illsrather as a further means for
supporting learners in the development of spesiitis and knowledge as well as in
the deepening of particular linguistic and cultueaspects. As mentioned in the
previous chapter, subtitling activities need tocheefully planned ahead with clear-
cut objectives and an accurate selection of theovidaterial; also, the way exercises
are administered and how the material is presettestudents deeply affects the

learning process.
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Why does all this matter to research in audiovistalslation for FL purposes
at undergraduate level? It is deemed relevant Isecawestigations in this field have
been primarily empirical, as the top priority waglds to ascertain once and for all
whether, how and to which extent the use of audimli resources in the language
classroom can be beneficial to foreign languageézsa. Besides, most efforts have
focused so far on post-graduate vocational courgkgh are exclusively designed
to develop specific skills in the field of AVT amassume that learners already
possess an adequate command of their foreign lgeguaAs confirmed by
Incalcaterra McLoughlin and Lertola (2011: 243).1[literature on the integration of
subtitling in FL curricula and its effectivenesgmrhaps less extensive, even though
there is considerable interest in this area”.

Now that the results obtained in the studies caroigt in the last few decades
seem to point to positive responses on the patwifie range of learners in terms of
vocabulary acquisition, listening, reading and &pegskills, it is also time to reflect
on how all this can be applied to long-term gené&ifalteaching and learning. We
should now turn our attention to undergraduate uagg programmes in degrees
such as those of languages and intercultural cormatior® and try to integrate
AVT, and in particular subtitling, in the languagerriculum, if we want the body of
research conducted so far to be fully exploitecea@y, this does not imply the
exclusion of “traditional” FL teaching methods, the audiovisual approach works
best with intermediate/advanced learners, but ratheeeks a profitable way to
include subtiting as a complementary tool for tbevelopment of language
competence. Far too often are audiovisual resowsees by language instructors as
one-off activities or projects, without being adlyantegrated within language
programmes in a strategic way.

These reflections have been inspired both by mgqmal experience with
students of the undergraduate degree course “Medm@Z.inguistica e Culturale”

% Such degree courses aim to train future “cultoratliators” rather than professional translators. As
pointed out by Blini (2008) becoming a mediatora@iata much broader set of skills such as the
understanding of interethnic and intercultural éswr socio- and ethnolinguistic comminication
competences. An account on the role of culturaliaters in Italy can be found in Siebetcheu Youmbi
(2011).
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[Linguistic and Cultural MediatioA], who seem to have greatly enjoyed and profited
from their experience with subtitles and by MartiDanan's wish that “current
interest in multimedia will lead to the developmeftlanguage curricula and self-
learning programs integrating captions and suBtitihile encouraging in-depth
pedagogical research on their most effective ua@04: 76).

As emphasised by Calvo (2011: 10), recent trendsuinculum development
have insisted on the importance of meeting theirements of the job markdf in
particular special attention is now paid to inté@ctwith computers, the internet and
their impact on cognitive processes and activitiesknowledge transferability and
integration; and to the ability of dealing with anfation management and selection
in consideration of the large amount made availdte the modern media.
Furthermore, the shift from teacher-centred trassmnist approaches to student-
centred socio-constructivist (Kiraly: 2000) onesrg with the introduction of task-
based learning (Hurtado: 1999 and Gonzalez Da2i@84) has also brought to the
fore the importance of meeting learners' needs afndrogressively empowering
them.

The introduction of activities centred on audioabtranslation is deemed to fit
well into this framework, as these offer the oppoity of meeting all of the
requirements described above. First of all, AVFtisctly related to ICT knowledge
and even if students are not trained to becomeegsanal subtitlers, nonetheless
they need to learn how to interact with softwared @rternet resources in order to
complete their tasks. Moreover, some pieces ofvswé currently used in translator
training — but that can also be applied to moreeggianguage courses — have been
designed to shed light on learners' cognitive msicg while translating and can be
used in association with subtitling softwareSecondly, working on the translation
of audiovisual resources requires the ability ofckly acquiring new information
and integrating it with our own world knowledgearder to transpose it into another
language. What is more, intercultural mediation aswmmarising skills are

paramount in such contexts, which are regarded igllyhtransferrable skills.

%" In this degree course translation is not tauglarier to train professional translators but radses
tool for the development of language competence.

%8 Or as defined by Kearns (2008: 195) “the incregsiommercialisation of education”.

%9 This particular aspect will be specifically deaith in Chapter 4.
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Thirdly, the activities proposed through subtitlingn be exploited to better meet
students' learning needs such as intercultural lediye, vocabulary acquisition,
listening/reading comprehension and writing, and ba designed accordingly. As
already mentioned (Talavan: 2010a), the use ofovichaterial suits all types of
learners regardless of their learning styles, hé&nzan help overcome the difficulties
typical of traditional FL teaching, which may somets be suitable only to certain
types of intelligences. Finally, the subtitlingafvideo can be broken into a number
of sequential tasks (other than being consideraskin itself) aiming at achieving
different learning outcomes. For example, pre- post-viewing discussion can help
develop students' textual sensibility and spealskiljs, background information
research can be used to teach students how td selieble sources when looking
for appropriate terminology or field-related infaation, etc. In this way, language
classes become an occasion in which students Bctest and train their abilities
and can learn from the work of their peers.

There is a further aspect worth noticing. Englisday is no longer spoken
only in countries where it is the official languageone of them, but has become a
lingua franca, i.e. it is used by non-native spesite communicate with other both
native and non-native speakers of English. Theaspo# English was first described
by Kachru®® who coined the expression “World Englishes” toi¢ate the different
varieties of English spoken around the world didideto three circles: the inner
circle is constituted by those countries where Bhgls traditionally the first or
native language (UK, USA, Australia, New Zealanduth Africa etc.), the Outer
Circle is made up of those territories where inisecond or non-native language
(India, Nigeria, Kenya, Pakistan, Bangladesh etc) e Expanding Circle consists
of those countries where English is used as forleigguage. Students are very likely
to interact with speakers of all these varietiéseziduring or after their studies and
the use of audiovisual material may be a valid supfor them to become
acquainted with the phonetic, lexical and syntafetatures of such varieties.

All of these considerations along with the findirrgported in Chapter 2 point

to the fact that subtitling — and AVT in generatan be considered an integral part

% Kachru, B. (1992)The Other Tongue: English across cultutescond ed.). Urbana: University of
lllinois Press.
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of any language learning course, as already stayestholars such as Diaz Cintas
and Fernadndez Cruz (2008), Talavdn Zanon (2006)gédr (2008) and Incalcaterra
McLoughlin and Lertola (2011). In his article, Keerg(2008:79) discusses the
advantages of using subtitling in the training obfpssional translators, however,
what he says can also be applied to those langumgses using translation for FL

instruction:

Care has to be taken to integrate subtitling withrhore generic training and to
utilise it optimally: firstly to expose students benefits related to the constant
need for creative translation solutions, often meag agile lateral thinking
skills, and secondly to introduce them to subtilias a possible field of

specialisation.

The trials carried out for the present work havedtrto put subtitling into
practice with the precise aim of helping studentcaler the advantages of this
activity and make the most of it to improve theanguage and translation

competences.

3.1.2 The impact of new technologies on the learmgrand teaching of languages

Advances in computer technology have been affeatagy aspects of our
daily lives and nowadays interactions with computand similar devices have
become indispensable to perform tasks that wehereibhconceivable before or that
needed face-to-face contact. Such progress haslycliedluenced both the way
foreign languages are taught and the way theyeamt. As we have seen, research
in FL instruction is constantly on the lookout faovel tools and resources that may
bring improvements to teaching methodologies.

Interest in the use of computer technology to eoéaforeign language
learning or CALL (Computer-Assisted Language Leaghihas appeared quite early
in the literature. In particular between the yeB®80 and 2000 two hundred forty-
two articles were published on this topic, mostwdfich focused on vocabulary

learning and reading comprehension (Liu et al. amiro et al: 2011). Very few of
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them mentioned the use of video, and the prospeapplying subtitling or other
AVT techniques to language learning was not taken ctonsideration, since the
technology at the time was not advanced enoughlltevaan easy and instant
manipulation of video content. However, even inergcworks on CALL such as
those by Chapelle (2003) or Levy and Stockwell @0the contribution that the
active or passive interaction with video contemt cgve to FL learners has been
neglected altogether. This is also the case oEtitepean INTENT projett, which
started in 2011 and set out to spread the usdexfoléaboration in universities as a
tool for vitual mobility in FL education. In factwhen the authors talk about
technology or computers, what they have in mindmigstly CMC (Computer-
Mediated Communication) via e-mail, chat or foruhe creation or use of corpora,
web publishing, or distance learning in generatt tfie use of video material and its
manipulation (be it through subtitling, dubbing,iceover etc.) for educational
purposes would not be possible without the aidoofiguters and dedicated software.
The exclusion of AVT from a discussion on recentksoon CALL may be

attributed to three key factors. First of all, ttaet that studies on the pedagogical
application of AVT to FL instruction are relativehgcent — though scholars have
developed an interest in the use of subtitles stheeearly 1980s, in dubbing and
voice over since 2000s — and may be little knowtside of the circle of specialists
dealing with it. Secondly, AVT does not enjoy fulktitutionalisation, as it is still
taught in dedicated vocational or non-vocationalrses at university level and only
in very recent times have we witnessed an intene8VT from teachers of primary
and first-level secondary educatf@nThirdly, teaching with video material may be
perceived as less accessible in comparison to ks-wrachats, and asking students to
subtitle or dub a video certainly requires expertis the part of teachers first, who
may be discouraged by both lack of equipment anthbyspecific technical skills
needed. Also, such expertise has to be passed students, who will also need to
work on tailor-made materials. Both the creation ofaterials and their

implementation requires the adoption of a speafethodology of task ordering and

3L http://www.intent-project.eu/ (last access 24/02/3).

%2 During the already mentioned international corese“Subtitles and Language Learning” held in
Pavia on September 2012 there were also contritsiftmm non academic environments reporting on
experiments on the use of subtitles with pupils teth-age students.

61



assessment, along with a considerable amount ad timeide and outside of the
classroom. As emphasised by Chapelle (2003: 3#g attention is paid by CALL
research to the concrete development of teachingriabs, which is often only
focused on corpus-based research and needs analysis

Mention of the use of SDH (Subtitles for the Deaflahe Hard of Hearing)
within a CALL perspective was made in a 2010 Euarpproject named “POOLS-
M”33 dedicated to the use of ICT in language teachiathods. However, SDH was
listed under the range of activities for the teaghof foreign languages dedicated to
hearing impaired subjects only, which leads us himkt that subtitles/subtitling
activities have not yet been acknowledged by CAltacfitioners as helpful tasks for
all kinds of students. All of the factors mentiorsmifar may explain the absence of
AVT from discourse on CALL, however the greateressibility to software and the
widespread use of AVT in the foreign language ctzm® will hopefully contribute
to a more open approach towards audiovisual traosla

Another point deemed relevant for the present disiom is the impact that
technology has on texts and mental processes. dnadee of the factors that have
marked a change in our society is the progressifefsom the dominance (and the
prestige) of the spoken/written word to that of ithh@ge. The latter has progressively
become the preferred channel of communication Ardgrocess is likely to have
started when television became a medium of massncomncation and then evolved
with the spreading of internet use. In 2003 Krezd already registered this change

and predicted:

Language-as-speech will remain the major mode ofngonication; language-
as-writing will increasingly be displaced by imaigemany domains of public
communication, though writing will remain the prefel mode of the political
and cultural elites. The combined effects on wgitof the dominance of the
mode of image and of the medium of the screenmridduce deep changes in
the forms and functions of writing. This in turniMiave profound effects on
human, cognitive/affective, cultural and bodily aggment with the world, and

on the form and shapes of knowledge. (Kress 2003: 1

% Seehttp://languages.dk/index.htrflast accessed 25/10/2012).
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Almost a decay after these predictions, we carntlsatyKress has captured the
essence of today's preferred communication stesegrality has taken over written
expression and images/screens over words and bddkseover, writing is
progressively becoming ancillary to video, as itused more and more as a
transcription/summary of speech, thus turning iatdurther visual channel. This
change in the way we perceive, construct and “cmeSiknowledge and information
along with its availability regardless of time amsgace constraints has deeply
affected our perception of what is central and wisatperipheral, and this is
particularly true for the younger generations. Timeans that the information we
receive needs to be selected, i.e. some inputbwidlt the centre of our attention (we
cannot watch or read everything that is made adailéo us); at the same time
information becomes obsolete very quickly, so twhat a few hours earlier was
central may soon be now marginal. Such processen &ster in the case of web
browsing, where attention spans all but a few sese@nd information needs to be
immediately and clearly displayed, or it will bengged and users will move on to the
next websit&. This in turn contributes to give a sense of @stress and volatility
to information, so that a greater amount of inppgsinot necessarily correspond to
an increase in knowledge. On the contrary, thethabitreating information as
something volatile and temporary hinders conceptmaand deep thinking, with
possible impacts on long-term memory as well.

Moreover, input comes from different sources likebile phones, computers,
televisions, mp3 players etc. often all at the sdaime so that we find ourselves
bombarded with images and stimuli that force uspiit our attention. My personal
observations on students also led me to hypothdhkiae long-term exposure to
sources of extraneous cognitive loads causes agasige loss of the ability to focus
on one single element for prolonged periods of timbich is precisely what is
required to acquire new knowledge or skills. Intfatudents seem to find it hard to
keep sustained attention for long and are eassiratited; on the other hand, any

multimodal stimulus immediately attracts their atien, which is probably

3 See for example the report by Elon University $thaf Communication for a debate on new
technologies and their effect on young people'srniag skills http://www.elon.edu/e-
web/predictions/expertsurveys/2012survey/futureegation AO_2020.xhtml  (last accessed
24/10/2012).
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symptomatic of a well-established habit of givimgppty to this type of input rather
to monomodal ones.

In spite of the omnipresence of moving images drtieir captivating power,
hardly ever are we formally taught how to deal witlem, i.e. how to critically
analyse their content and how to cope with thedagg of multimodality in general.
The apparent straightforwardness of audiovisuakermatmay lead us to think that
the messages it sends are simple and immediatetpretensible, however this is
far from being the case. Today's educational systeth in Italy and probably in
many other countries, has not yet tackled the is§ueaching learners how to cope
with the redundancy and mixed quality of informatiand to develop strategies to
keep attention and concentration high. Technolagyaffecting the way young
generations process, store and retrieve informatibim an impact on their learning
capabilities. Hence, the way knowledge and skiléstaught needs to be re-thought
through and re-equipped with methodologies andstdioht on the one hand keep
guaranteeing a high standard of education and ewottier hand allow learners both
to manage new technologies and to make the madkeof.

As far as the teaching and learning of foreign lexgges is concerned, | believe
that the translation of authentic audiovisual reses can help fill the gaps discussed
above. In the specific case of subtitles/subtitlieglucating students to analyse
multimedia input — which is an essential step twycaut any translation task — can
both become a highly transferrable skill and, astmeed earlier, help students
develop better translation strategies and tackdts teith greater awareness of their
communicative function. Moreover, working on sholips trains students to stay
focused on specific tasks and/or materials fortikedly long periods of time
(sometimes for one whole class), thus favouringceatration and deep thinking
processes. A more thorough description of thearesognitive processes and their
relationship to subtitles/subtitling and languagarhing will be given in the next
chapter, as these theories also inform the theatdteamework of the study.

Whereas on the one hand the use of new technologiepose challenges to
young learners, on the other hand it can beconauable source for the learning of
foreign languages through subtitles/subtitling. réhes in fact a clear connection
between the two, as emphasised by Diaz Cintas am@idez Cruz (2008: 214) and
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by Kruger (2008:78), who makes it clear that sdliccompetences are important in
order to use subtitling as a translation exercrseaurses that are not aimed at
training professional subtitlers. Other authorshswas Sokoli, Zabalbeascoa &
Fountana (2011: 220 ff.) have emphasised both ¢laionship between ICT and
subtitles/subtitling and the benefits of their camelol use. According to the Betta
(British Educational Communications and Technoldggency) report quoted by the
authors, ICT appears to be a valid support forattwuisition of the four key FL skills
(reading, writing, listening and speaking) thankdhe vast array of information and
learning input available, to the possibility of mgi resources according to the
learner's own pace, and to the greater interedeéwners to come into contact with
the foreign language they are studying generateddighing films with subtitles. It
should also be noted that these authors are arherdesigners of the LeViS project,
which created LvS, the subtitling simulator usecthe trials held for the present
work.

Another supporter of the utilisation of technoldgubtitles in particular) in the
foreign language classroom is Caimi (2007). Quotiegrsley and Shneiderman's
engagement theoty she maintains that technology holds the quitgumiability of
catching students' attention and prompting thegagement in learning activities;
this principle, originally developed in the framewa®f distance learning, seems to
be applicable to task-based foreign language ictstiu as well. This position is also
in line with Chapelle's (2003: 36) stance on tedbgyy who maintains that it can
provide immersion in the language in ways that werepossible before the internet.
However, she continues, immersion alone is not ghpas it needs to be guided by
specific methodological principles. Hence, the imi@oce for learners to have a good
command of ICT understood both as the ability tihhtécally deal with computers as

well as to manage computer mediated content haslyla repercussion on FL

% The agency was closed on 31st March 2011 and dtk s now being carried out by the
Department for Education (DfE) and the DepartmentBusiness, Innovation and Skills (BIS). For
further information seehttp://www.education.gov.uk/aboutdfe/armslengthlesi00192537/becta
(last accessed 24/10/2012).

% Kearsley, G. and Shneiderman, B. (198)gagement Theory: A framework for technology-based
teaching and learningavailable athttp://home.sprynet.com/~gkearsley/engage.[iast accessed
24/10/2012).
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learning through subtitling, provided that learnars guided through this process on
the basis of a well-designed methodology.

3.1.3 The issue of out-of-date software

A topic that seems to be absent from the literaburéhe use of software for FL
instruction is the relationship between the develept of instructional methods and
the problem of out-of-date software. In other v&r@that can we do when the new
version of the operating system of our languagerktries is no longer compatible
with the old (and reliable) version of our softwane viceversa? What happens to the
activities specifically designed to work with it?

This issue is deemed relevant for the present Wamkl hopefully for that of
others too) because language teachers make everuserof such instruments and
because this is the case with one of the two pietesftware used in this study. It is
now a well-established routine for software and potar manufacturers to either
provide users with updates, if they want to keepdeompetitive on the market, or
to dismiss a little remunerative product and replaavith a more profitable one. If
instructors decide to implement software develofmededucational purposes, as in
the case of LvS andiranslog (see Chapter 4.2 for a thorough description oir the
features and functions), and that the project e tallocated a time and budget
limit, then we may be soon faced again with thebfmm of incompatibility and out-
of-date software.

The problem can be tackled in a number of differeays, depending on the
users' needs and possibilities. If we think thatupgating our software, we might
have troubles with our current operating systemantthis should be postponed as
much as possible. However, this also means thatvilenot enjoy the benefits
(should there be any) of the new version, which banequipped with better
graphics, additional features or smoother intesacimong its components. Another
option would be to ask manufacturers for possibbesf in such cases of
incompatibility.
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In the eventuality that we are employing a piecsaffware that is no longer
updated because it was part of a research prdileettijose funded by the European
Union or other institutions) or because manufactustop investing in it, then we
might need to find alternative products with similanctions. In the case of LvS, a
non-professional subtitling simulator designed e tframework of the LeViS
European project (2006-2008), no updates are dkailanymore, as the project
expired four years ago. So far no compatibilitpess have been found with the latest
Windows version (Windows 7), however this problesikely to come up soon, as
operating systems are updated approximately oyeama

The market of free non-professional subtitling wafte is nowadays thriving
and alternatives to LvS can be found on the inter®r example, Subtitle
Workshop’ seems to be quite popular among language instsyas it supports all
subtitle formats, has a user-friendly interfacelv@b languages available, allows to
customise subtitle font and colour and has a dpstker, amongst many other
features. The only disadvantage in comparison W8 is that Subtitle Workshop
does not allow to prepare and save activities lebimmd, so that students do not need
to take care of the spotting process. With Subtlerkshop, the spotting stage has
to be done in class under the teacher's superyisibich entails a considerable
waste of time if we think that students are gemgnabt familiar with this process
and that this is not among the aims of the activltivXland Media Subtitlef has
also been used in trials with foreign languagene and, although its functions
appear more limited compared to those of SubtitlerR&hop, it is a suitable
alternative in foreign language instruction sesingnother software available for
free is Aegisul?, although | am not aware of studies or trials emed with it. It is
compatible with Windows, Mac and Unix operatingteyss (though the last two are
less stable) and is regularly updated for fixes.

Future prospects in software development may cengm abandon desktop
software and turn to on-line platforms in order tolly overcome system
compatibility problems and interventions on thet gdrtechnicians for installations

and reparations in language laboratories. A respomghis need has already been

37 http://www.urusoft.net/products.php?cat=@ast accessed 28/10/2012)
% http://www.divxland.org/subtitler.phfiast accessd 28/10/2012)
%9 http://www.aegisub.orgflast accessed 28/10/2012)
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given by part of the team who designed LvS, who ha& embarked in a new
European-funded project called Clipff&irwhose beta version has been released in
January 2013. The 10 partners of the project hawated a platform where videos
can be uploaded and then subtitled, revoiced dr. @dte aim of the project is to help
learners practice all four language skills and tereen involving and stimulating
environment also thanks to web 2.0 features suchwaski, a forum and tags. Once
again however, it is not clear what will happen@itite project expires and whether
the platform will be kept up to date afterwards.

In the case of software specifically designed &search in Translation Studies
such aslranslog updates and online support are granted on aaebakis and fixes
are provided when incompatibility with new opergtisystems arises, as in the case
of users of Windows 7. More and more options in fieédd of TS are at hand
nowadays thanks to open-source software that candoke available to teachers and
students. This has the further advantage of bedngtantly updated by developers or
users themselves and is often portable, sincenibeastored in a USB memory stick.
Flérez and Alcina (2011) have compiled a CatalogfuEree Software for translators
divided into four categories: editing and publighitanguage tools, translation tools,

and management tools.

“0 http://www.clipflair.net/(last accessed 28/10/2012).
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CHAPTER 4
Methodology

4.1 Theoretical framework

The next sections will provide the reader with arendetailed perspective on the
theoretical as well as the practical insights inforg the study. In particular, special
attention will be given to the relevance of cogmtitheories of translation, to the
theoreitcal underpinings of the use of subtitled anbtitling in foreign language

learning, and a description of the competence maplglied in the study.

4.1.1 The process-oriented approach and the needrfa cognitive theory of

translation

As mentioned above, one of the theoretical foundatof the present research
lies in the so-called process-oriented approachraaslator training. Although
interest in what goes on in the translator's mias probably begun with translation
itself and has long been central to TS, systeneatipirical research in the field only
started in the 1980s with the general purpose ofirga a better understanding of
psychological and linguistic mechanisms involvedranslating (Jaaskelainen 2001
266). The emergence of research in cognitive pesseghen, has coincided with the
development of investigations based on functiohabties of translation, thanks to
which attention has started to be paid to the tadmsand his/her actions and not
only to the target text. Such coincidence of irdegen looking at processes and the
impact of translators' subjectivity on them as wal at a broader range of text
typologies has certainly marked an important evotuin TS.

By borrowing experimental methods from a varietyfiefds such as cognitive
psychology and writing research, attempts have beade to formulate, test and
refine hypotheses about the processes entailethéyadt of translating. The most

popular approach consisted in training would-be poofessional translators in
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verbalizing their thoughts while translating andaie them in order to gather data
that would otherwise be impossible to access, denisig that mental processes are
not directly observable. This method of elicitingiedited data is the already
mentioned Think-Aloud Protocols (TAPs), which hadeen seen by some theorists
(structuralists) as an effective alternative toessctranslators' black box, while they
have been harshly criticised by others (behavi@)rifor their interference in the
translation process itself. In fact, TAPs cannotbesidered a faithful representation
of cognitive processes, if we understand them asaheactivities rather than as
information processing present in the working memand hence accessible to
conscious attention. Moreover, when processesnbe@utomatic due to extensive
practice they also become unconscious, i.e. theynar longer registered by the
working memory and subjects are not capable ofaleibhg them.

Later on research has set out to explore more fapdeiatures such as
explicitation or a specific stage of the procesghsas revision behaviour of
translators® and has often triangulated TAPs with further mdthof investigation
such as keystroke logging and eye-tracking, a naetirgt implemented by the
TRAP (Translation Process) project at the Copenhd&jesiness School. However,
doubts still persist as to the reliability of TARs a means to accurately reflect
thought processes, as different experiments repodonsiderably different amounts
of verbalization produced by subjects. This mayus#fied by the different quantity
of automatic processes going on in the subjectsidnar by motivational and
emotional factors, or else by insufficient prepamt very difficult tasks etc.
(Jaaskelainen 2011: 127). The expectations of relses as to the amount of verbal
output to be produced by subjects may also accfuurbiased evaluations on the
data collected.

Other two interconnected aspects which have beemee relevant in process-
oriented studies are problem-solving and decisiaking. Earlier findings have
shown that language learners tend to approach &xaslanguage surface level —

which also confirms the data gathered in my prelary study — while translation

“ A study of explicitation in Russian-Swedish tratisin can be found in Englund Dimitrova, B.
(2005). Expertise and Explicitation in the Translation Pess Amsterdam/Philadelphia: John
Benjamins. Revision in Taiwanese translators waayaed in Shih, C. Y. (2006). “Revision from
translators' point of view. An interview studylarget,18 (2), p. 295-312.
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students and professional translators tap into thatin textual and world knowledge.
Much debate has also aroused regarding the notidrcategorisation of translation
problems themselves, hence it is not particuladgpssing to find quite a lot of
different definitions and to acknowledge that tltbddarly community has not yet
reached an agreement on this (Palumbo 2007: 56hldPn-solving and decision-
making then are also pertinent to automatised grsicg, and here another important
difference can be found between learners and miofesls: while the first seem to
encounter fewer potential problems because of tdckwareness, the latter identify
many more, thanks to their higher competence art densitivity (Jaaskelainen
2011: 130).

One of the goals of the empirical studies on cagmiprocesses conducted so far
have been to try and formulate hypotheses to utadefs'the need for learners to
comprehend linguistic input and to notice gaps ketwtheir knowledge and the
target language” (Chapelle 2003:39). In order tahds, learners need to develop a
special form of intelligence constituted by botleafic knowledge and skills, which,
according to Wilss (1996: 37) are the two sidesthef same coin of translator
performance. Together they constitute the pillafsthee information-processing
procedures employed to “determine the conditions diduationally satisfactory
translation processes and to substantiate themuawadly”. This means that
concepts from cognitive psychology can be benéftoianvestigations in the nature
and development of such specialised form of irgefice, since the interconnection
between translation studies and cognitive psycholieg in the ability of the latter to
provide the first with a scientific “central cond¢éponstituted by an objective and a
subjective component (Wilss 1996: 41).

The awareness of such a tight interconnection iwES and cognitive
psychology has called for a further step forwardrenent years and the need to
develop a comprehensive cognitive theory of trdimslahas emerged. One of the
most prominent contributions is the work (still pmogress) by Sandra Halverson,
who draws on Langacker's concept of Cognitive Gramwith a special emphasis
on the notions of construal and conceptual contdritese are understood
respectively as the “ability to conceive and portilae same situation in alternative

ways” and as an entity being constituted by a daomai domain matrix and a
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schematic network (Halverson 2010b: 21). In ordeurtiderstand the meaning of a
linguistic expression we need both construal antteptual content; moreover, the
first appears to be assimilated to what are usualbwn as “shifts” or “strategies”
and also includes the so-called “universals of dia@ion”, i.e. “linguistic features
which typically occur in translated rather thangoral texts and are thought to be
independent of the influence of the specific langupairs involved®. This means
that the act of translating is seen here as a w@isprocess where translational
relationships are linked to underlying psycholopmacesses.

However, a comprehensive cognitive theory of tratnsh is yet to be fully
developed since it needs to draw on a variety s€igiines, each based on models
and methodologies which are not necessarily comumahke. In fact, both

representational and processing aspects needaccbented for but

at the current stage of theoretical developmerjt\We do not have definitive
answers regarding the relationship between reprasemal and processing
factors. Our models must strive towards compatyhilat least (Halverson
2010a: 365).

4.1.2 A theoretical basis for the use of subtitleand subtitling in language

learning

The study described in this and the next chaptkrgiwis aimed at testing the
effectiveness of subtitles and subtitling taskdioguistic and translational skills is
mainly informed by theories related to the cogmitpwocesses involved in learning
activities, which suggest that inputs transmitte@ugh different channels can speed
up and reinforce acquisition.

One of the authors who dealt with the creation ofi@del accounting for the
functioning of human memory and information proaegss Roger Bell (1991). This
model draws on theories in psychology and lingesstirelated to human

communication in the broader attempt to create emrth of translation. What is

2 Laviosa-Braithwaite, S. (2001). “Universals of fistation” in M. Baker (ed.).Routledge
Encyclopedia of Translation Studiédutledge: London/New York, p. 288.
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relevant in the present discussion is that Bell wamngst the first to develop a
sophisticated model of the translation process hase a relationship between
memory and information processing. Bell devoteshale/ chapter to the description
of human information-processing and to how sensstinuli are received,
transmitted and elaborated by the different typesnemory storages, which also
accounts for the basic mechanisms of learning.

A development of this stance can be found in thekvey Talavan (2010: 288),
who states “[...] the production of subtitles foelected authentic video clips,
combined with the use of subtitles as a suppos,farly novel idea with promising
benefits for foreign language students”. This steget is not only very encouraging
but is also rooted in a theoretical framework bwh three relevant theories
accounting for the functioning of the brain whemgassing external multi-channel
input, namely: Mayer's Cognitive Theory of Multimad_earning, Paivio's Dual
Coding Theory and Information Processing Theoryesehthree theories have been
selected since they account for and explain cogniprocesses involved in the
reception and re-elaboration of input from extersalirces and how they can be
effectively stored in memory.

As recently as 2009, Mayer elaborated a Cognitibeofy of Multimedia
Learning, which rests on the basic assumptionsttigahuman mind is equipped with
two information processing channels, one elabagatindio and the other visual
information; that every channel can process a éichamount of information at one
time; and that acquisition occurs every time exieoontents are actively elaborated
In our memory.

Mayer defines multimedia instruction as followshétpresentation of material
using both words and pictures, with the intentibrpmmoting learning” (2009: 5).
The term “words” — Mayer goes on to explain — ret® anything in verbal form, no
matter if this is printed or spoken text while tleem “pictures” is to be understood
as any material presented in pictorial form, béustrations, graphs, photos, videos
etc. As we can see, the author's approach is apémetlearning of potentially any
subject and contemplates a wide range of visuab@te Hence, it was not
specifically designed to address the learning o¢igm languages through subtitled

and subtitling material. However, the theoreticahiework he presents based on the
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idea that instructional messages should be designéte light of how the human
mind works (2009: 6) provides a sound basis to awphow and why the
interconnection of words and images delivering $hee message can enhance FL
learning.

Important insights supporting the effectivenesswaitching subtitled video
material for FL learners are given by Mayer's bassumption that humans have
two information processing systems, one for vedmal one for visual stimuli. When
using multimedia input, we manage to exploit boyisteams and their respective
capacity to process information. In other wordgivating both channels means that
we can offer learners a double exposure to the saewerial. However, Mayer
understandably warns us that words and images t@ensaid to deliver exactly the
same message in the same way. This lack of equis@len quantitative terms is
counterbalanced by the qualitative features otweetypes of stimuli presented. The
fact that words and images are intrinsically dgfd@r means that they can
complement each other in conveying a message, &b “tluman understanding
occurs when learners are able to mentally integcateesponding pictorial and
verbal representations” (2009: 7). Once againppears clear that the success of
activities making use of audiovisual material hbaxlies on the mutual pertinence
of images and dialogues, which should be leadiagnkrs to the construction of
coherent mental representations. Such considesation of paramount importance
during the selection and design stage of activiifewe want to achieve successful
learning outcomes. This point will be further dissed in section 4.1.4.

The discussion regarding the work with multimediatenial in the classroom
can also be extended to its active use. Accoraingayer, active learning is the key
to obtaining meaningful learning outcomes, howdearners should not simply be
behaviourally but also cognitively active. This meathat learners need to be
engaged in activities that require some form obimfation processing in order to be
completed. Although Mayer mostly discusses andritifehe value of behaviourally
passive activities characterised by active cogaipvwocessing, he also contemplates
the possible effectiveness of both behaviourally eognitively active tasks. In fact,
this is the case of interlingual subtitling, whigguires learners first to understand

content in the original language and then to mgngaldd concretely re-elaborate it in
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their mother tongue. Hence, students will be remlito carry out a number of
complex cognitive processes and to then put thetm pmactice through written
translation. According to this theory, the wholétsiling process can successfully
lead to meaningful learning outcomes.

This set of premises lies at the core of Mayer'grititve Theory of
Multimedia Learning. Its basic principle is that lmedia instructional materials
need to be designed according to what we know afowtthe human mind works,
rather than being simply informed by the type ohteomt to be presented or
considering learners as containers to be filledvith a set of notions. The model
shown below represents how multimedia externaltimpprocessed by and stored in

the human mind, thus giving rise to active learrpngcesses.

MULTIMEDIA SENSORY LONG-TERM
PRESENTATION MEMORY WORKING MEMORY MEMORY

[ Earc | [selecting organiging| Verbal
Wordslk »| Ears ot Sound% words Model%

intggratin

A b Prior
D Knowledge
. A . " n
- :|—| selecting organgsing|Pictoria
Plctureﬂ »| Eyes ages Imagesl mages® | Model j

I
Fig. 1: Mayer's model of a Cognitive Theory of Multimedi@arning (2009: 61).

The boxes represented in the model correspond toomyestores (i.e. sensory,
working and long-term memory). If we read this dayg from left to right, we can
see on the far left side that when we watch muldiaeresentations, these display
information in the form of both words and pictureg)ich enter sensory memory
through eyes and ears. Sensory memory captures #tiesuli as exact visual and
auditory images and is able to retain them forrg limited amount of time.

This set of information is then passed on to wagkmmemory where it is
temporarily held and consciously re-elaborated. tBm left half of the working
memory box we can see that visual and sound imargestill raw material that needs
to be worked out. The arrows that connect themifsigime conversion of sounds into
images and of images into sounds. For examplegibear a certain word (e.g. tree)
our working memory will produce a corresponding taémmage (a tree); if we are

exposed to a certain image, our working memory feiin a corresponding mental
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sound of that word. Afterwards, words and pictuegs reorganised (right half)
through the integration of the verbal and pictonabdels constructed during the
previous stage in order to build a coherent sekradwledge. Considering that
working memory has a limited capacity and can pgsce restricted quantity of
information at one time, only some of the words andges received through our
senses will be selected and then organised. Tloeimg information that filters into
the working memory is regarded as the most meaunlingf

This newly acquired information can then be intégptawith previous
knowledge stored in long-term memory. Moreovers tilsi where larger amounts of
knowledge are permanently (or at least for longopksr of time) kept and can be
recollected when they are “brought” into working may during the elaboration
process described above. In short, active learoaegrs whenever multimedia input
goes through cognitive processing producing a sét coherent mental
representations, which can also be related toratedrated with previous knowledge.

As pointed out at the beginning of this section,ybt&s theory rests on one
important premise: the existence of two differenteirelated channels in the human
mind, which are responsible for the processingisfial and verbal stimuli. This was
first postulated by Paivio (1986) in his Dual-CagliTheory and is considered
particularly important for the purposes of this wdor its fundamental contribution
to research in the potential of audiovisual matéadoreign language instruction. As
we saw in Figure 1, whenever our eyes are subgeexternal visual stimulation
through static or moving images or on-screen textr visual channel starts
processing it; whenever our ears are presented auithl stimuli, it is the auditory
channel that processes the information receivedch Eehannel can then be
conceptualised on the basis of two different apgnea: either according to
presentation mode or to sensory modalities. Infitlsé case a distinction is made
between verbal (i.e. spoken or printed words) mmalverbal (i.e. any type of image
and/or sounds) stimulus. If we opt for this catéggiron, then we will postulate that
one channel will be dealing with the processingvofds and the other of images and
non-verbal sounds.

While this is the approach proposed by Paivio andentred on format, the

second is put forward by Baddeley (1999) and foguse how stimuli are
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represented in the working memory. In other wotks,two channels singled out by
Baddeley are those constituted by our ears (ocudatiory/phonological loop) and
eyes (or visuo-spatial sketchpad). If we refer omgain to Figure 1, we can see that
the first channel (ears) captures spoken wordsipother sound stimulus, while the
latter (eyes) is responsible for the collectionvedfual stimuli (static and moving
images or printed words). In this sense, the mpdedented by Mayer is an attempt
to harmonise these two perspectives and accounbdtr presentation mode and
sensory modality. However, further research is addad order to clarify the exact
interaction among these factors in the human mind.

Finally, the third theory informing the presentdstus Information Processing
Theory. This too is encompassed in Mayer's modg! {f) and revolves around the
idea that the memory system is divided into thteeage structures — namely sensory
memory, short-term memory and long-term memory d #rat learning can be
approached through the study the mechanisms umagitlyem. A succinct definition
of this theory is given by Wang and Shen (2007:v8)p state that it “focuses on
how the human memory system acquires, transforampacts, elaborates, encodes,
retrieves, and uses information”. According to ttheory, information from the
external environment is first captured through semsory receptors (eyes, ears, nose,
mouth or touch) which hold it for a very short tinféhis information may either be
retained, if the stimulus pattern is recognisedpst, if it is not. All external stimuli
that pass this first filter are initially stored sensory memory and then processed in
working memory. The passage from sensory to workmgnory occurs whenever
subjects are conscious of the stimulus receivedt@mnever this is recognised as a
known pattern. While in sensory memory informatien still “raw” (or non-
processed), in working memory information is preegsand organised in coherent
units because these are converted from sensory tapconic (in the case of visual
information) or echoic (verbal and aural informadionput. Finally, if consciously
re-elaborated information is retained long enoughf @ is connected to previous
knowledge, then it will be kept in long-term memowyhich, unlike the previous
ones, has an unlimited capacity of storing andenatrg knowledge.

What is particularly significant for language lears about this theoretical

framework is the presence of a visual and a verbahnel, whose capacity can be
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exploited to reinforce external input coming fromdeovisual material. When
students are exposed to subtitled material, infaona(or at least the most
meaningful parts of it) is replicated in the twaaohels, thus providing learners with
a double stimulus. Hence, it is crucial for leasn&y focus their attention on the
stimulus and its conscious processing occurringpéworking memory, if we want
the information proposed via audiovisual materabe acquired. This process and
its relevance for subtitled/captioned video-basedruction is shown below (Wang
and Shen 2007: 13).
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Fig. 2: Language learning through subtitled video

Finally, we should keep in mind that in order foetwhole learning process
described above to take place, it is fundamentaldarners to pay attention to the
content they are presented with and to be motivateaigh to steadily work on the
development of their language skills over time.

As for the essential role played by attention, Schir(2001: 3) points out:
“there is no doubt that attended learning is faresior [to unattended learning], and
for all practical purposes, attention is necesdaryall aspects of L2 learning”.
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According to the author, attention is a complexgbgyogical construct constituted
by a number of intertwined mechanisms such asnagst orientation, detection as
part of selective attention, facilitation and intidmn. All of these subsystems (though
they do not necessarily intervene all at the same)tare responsible for the control
of information processing and behaviour. Schmialdst of view appears largely in
line with the conceptualisation of learning througkemory mechanisms provided in
this section and reinforces the claim that complete partly new knowledge
necessarily requires active attention.

The importance of being motivated in order to achieffective learning is
discussed, amongst other authors, by Chapelle (Z#)3who considers motivation
“as essential for making the cognitive effort togage in the processes of
comprehension”. Moreover, the European Union ad teat tackled the issue of

motivation in foreign language learning statingttha

Motivation is a key, if not the key, to succesdfuiguage learning. Enhancing
learner motivation is the crucial element in achigwthe desired breakthrough

in language learning across Europe. It is here sbhhools and teachers play a
role of paramount importance. Positive experientelanguage learning at

school is likely to encourage people to take up emttinue language learning

at a later stage (Condinho Bravo 2009: 199).

The effects of the use of audiovisual material ativation have already been
discussed in section 2.2.2. What is hoped is thaethodology including subtitles
and subtitling may create a virtuous circle — tiohar the stimulus, the higher the
performance — helping learners to fuel their mdiorain learning foreign languages

in the long term.

4.1.3 The concept of translation competence and tHACTE model

The main reason why the present study has beeledaut was to design and
test a possible methodology able to integrate dyreaxisting language learning

practices in the undergraduate course Linguistat @altural Mediation Studies at
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the University of Padua. The need for an integeathethod has arisen from a survey
on undergraduate students' ability to select, @ea#nd discuss translation problems
in their final dissertations. The results of thielpninary study have highlighted the
fact that not all students reach the translationpetence level expected at the end of
higher education. If on the one hand such pooropednce may be attributed to
subjective factors such as students' (at lestghpltick of commitment or motivation,
on the other hand one cannot help but wonder whetleh trend can be inverted by
review of current teaching methods. This shouldbpero means understood as an
attempt to rebuild the whole curriculum of the dmgrcourse nor to exclude the
application of other methodologies and/or practicesshould rather be considered
as an additional contribution to current teachireghods and practices.

The main conclusion emerged from the preliminanydgtis that learners'
translation competence needs to be further enhamoedlieveloped. This is why the
notion of translational competence plays a cembia in the economy of this work
and will be discussed in this section. First, a hanof different perspectives on this
concept will be given and then the notion of compee applied for the present
study, which is strongly inspired by the work ofetiPACTE group, will be
thoroughly described.

Debate around what translation competence is amdihoan/should be best
developed has been going on for approximately &ise florty years, with scholars
proposing a considerable number of approaches rignigom initially linguistic
definitions (Wilss 1976), to cognitive and constiast approaches in the 1980s and
1990s, with a turn towards more vocationally-orehperspectives influenced by the
advances of technology and the progressive intevestrds the translation dynamics
and needs within the profession more recentlygfdetailed account see Orozco and
Hurtado Albir: 2002, Pym: 2003, Calvo: 2011).

For the purposes of the present work it is impdrtem emphasise the
distinction betweertranslation and translator competence. Although these terms
have often been used as synonyms in the literatdi@s terminological
“overlapping” may well be attributed to the litimportance enjoyed by translation
as a means to improve foreign language skills datily recent times (see section
1.1), which has probably led TS scholars to comsidenslation solely within the
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perspective of vocational training within academstitutions. In this sense,
translation competence - instead of only indigatime use of translation in FLL —
has also been associated with the set of sub-cemex to be acquired in order to
become a professional translator, rather than wittool for language learning
purposes.

A basic working definition proposed here is thanslator competence be
understood as the set of sub-competences and slaésed necessary to train
professional translators within either academicvocational environments, hence
including (but not limited to) the use of CAT Toasd terminology management
tools, Web design, localisation, management of widentent and attitudinal and
strategic competences. Gouadec (2007 in Kapsagkid:2164) provides a very
detailed list of what the modern translator — ite translator of the digital era — is

supposed to be trained to become:

an information management expert, technician, teohogist, phraseologist,
translator, adapter, proof-reader, reviser, quatioytrol expert, post-editor,
editor, graphic design expert and Web page desi¢mehnical writer, Web site
designer, Web page integrator, file manager, maocromand writer and in

some cases IT specialist, all rolled into one.

Gouadec's list is an example of what Pym (2003:)488&fines as a
multicomponential model of competence, that is dl@ion competence is seen as
the sum of a (potentially endless) number of suljzetences, which are included
without distinction between means (e.g. translatitemories) and ends (e.g. being
able to proofread a text for publication) and ofteithout going through critical
assessment or empirical validation. In fact, thare still very few examples of
competence models validated by empirical data éwample see the work by
Gopferich: 2009 or the extensive number of pubiicet by the PACTE group).

According to Pym (2003: 488), competence cannotapproached in a
systematic way as grammar or phonetics is and ¢dmmeatly defined. For this
reason he proposes a minimalist definition of fiomal competence:
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* The ability to generate a series of more than aable target text (TTI,

TT2... TTn) for a pertinent source text (ST);
* The ability to select only one viable TT from ttderies, quickly and with
justified confidence.
We propose that, together, these two skills forrapacifically translational
competence; their union concerns translation ankimp but translation. There
can be no doubt that translators need to know madeaiount of grammar,
rhetoric, terminology, computer skills, Internetrga [...] but the specifically
translational part of their practice is strictly ither linguistic nor solely
commercial. It is a process of generation and #eleca problem-solving

process that often occurs with apparent automatism.

Although such definition has the clear advantagesafiping the shortcomings
of listing a number of ideal abilities learners atgpposed to acquire, its purposeful
vagueness leaves us in the dark when it comesnretely understand how to teach
students effective ways of selecting sughble target textsamong the different
options they may be struggling with (Way 2008: 3@wever, Pym's stance has the
merit of having focused the discussion around cdemme on critical issues, such as
the proliferation of approaches based on sometare®o rich lists of competences
to be possessed by the ideal translator and the foedranslation to remain at the
core of scholars' attention. In fact, while thesenio doubt that technology has
become an indispensable instrument in translagwstyday life, we should also
acknowledge that strategic decision-making behaviewhat distinguishes skilled
from unskilled translators.

An interesting translation competence model conmigirym and the PACTE
group's (cf. next page) proposal is that put foduay Gaballo (2009). Her Systemic
Functional model (SF model) consists of a core aience divided into problem-
posing and problem solving (Pym's series of vidhlget texts) and a background
competence (roughly corresponding to PACTE's gjiateompetence) connected to
the general ability of planning and to the specdapacity of understanding and
producing texts, and including extra-linguistic,c®@ognitive, epistemological,

instrumental, professional and linguistic compeésnc
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The type of translation competence we are looking dhis investigation is
adapted to the more general scope of languageanegaand is not concerned with the
training of future professional translators (oredst this remains one of the many
options) but of proficient language mediators.His ttontext, translation competence
needs to be considered as one out of a numberotd for improving foreign
language performance and develop linguistic aneérdottural awareness. This
means that any technology-related competence tafiighdur case subtitling) is
instrumental to the language learning process lhadtéchnical aspects are not dealt
with whenever possible. However, this does not mimat translation should be
seen/taught as a merely linguistic exercise in Wwiaicset of pre-established rules is
mechanically applied. On the contrary, what we seekachieve by improving
students’ competence through subtiting is to m#kam see translation as a
communication-oriented activity in which situatibrtmntext and pragmatic effects
are as important as the actual wording. Hence, &vamgh students are aware that
translation may not be part of their professiondlife, it is indispensable for them to
acquire the ability to understand and render utta expressed in a foreign
language.

The specific translation competence model choseth®present investigation
is mostly based on PACTE group's research work. groeip consists of thirteen
researchefd, who have been active since 1997 as a competitsearch group and
then, since 2002, have been recognised by the Gmemt of Catalonia as a
consolidated group. It was initially a member of thstitute of Neuroscience at the
Autonomous University of Barcelona (2001-2009) ahdow a member of GReCO
(Research Group on Competence) of the Polytechmieeisity of Catalonia.

The acronym PACTE stands for Procés d'Adquisicié laleCompeténcia
Traductora i Avaluacio (Process in the AcquisitmnTranslation Competence and
Evaluation) and the group's main research intergstiide both empirical and

experimental-based research on translation competamd its acquisition in written

43 Namely: Allison Beeby, Monica Fernandez, OliviaxFAnabel Galan, Gabriele Grauwinkel, Anna
Kuznik, Wilhelm Neunzig, Patricia Rodriguez, Luperfero, Margherita Taffarel, Stefanie Wimmer,
Luis Miguel Castillo and Gisela Massana-Rosellé.
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translation; translator training; empirical and esmental research in Translation
Studies and new technologies in translation res&arc

Although their competence model is originally desid for the training of
translators, it was deemed the most suitable anhdhgse proposed so far for the
purposes of research in translation applied toigoreanguage learning. The reasons
for this choice are manifold:
1. The PACTE group's work on translation competesteeted out in 1997, which
makes it the longest longitudinal study on compegezver conducted,;
2. One of the key factors in the development of mhedel is that it has been
undergoing continuous revision on the basis of eggditesting, which means that
the theoretical framework proposed is the resulbath top-down and bottom-up
validation procedures. In fact, a first version wassented in 1998 and revised
afterwards in 2000 in the light of the results aletd in the initial exploratory test.
This feature lacks in the biggest part of other at®groposed so far by translation
scholars (an exception is the three-year long Tan® project held at the
Institute of Theoretical and Applied Translatiorudes at the University of Graz).
Moreover, the validity of the Rich Point systemaaprocedure to assess translation
quality has been proven in an exploratory studyClagtillo presented at the IATIS
conference in 2012
3. The model put forward is concerned with an asialpf both translation as a
process (by gathering data through experimentaliesy and as a product (by
analysing the translated texts produced by theggzanhts in the trials), since the
PACTE group's general hypothesis is that “the degfeexpertise in translation (i.e.
translation competence) is reflected in both thecess and the product of
translation” (2011a: 320). This outlook on the antdof competence is also central to
the approach and the tools utilised in this ingzdion;
4. The definition of competence given by PACTE (bekw) is in itself quite open-
ended and avoids the type of multicomponentialnitefins so harshly criticised by

Pym (2003). Moreover, the main focus is on theo&ttanslating in itself rather than

“ Taken from: http://grupsderecerca.uab.cat/paci@géshaccessed 1/11/2012).

45 Cf. http://gams.uni-graz.at/fedora/get/contaimdébdef: Container/get (last accessed 1/11/2012).

“8 The abstract of the study can be found at httpaiviatis.org/images/stories/IATIS_2012_Abstracts
_prefinal_version.pdf (last access 26/02/2013).
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on the acquisition of additional expertise to bguaed in sight of a potential future
as professional translator.
The definition of translation competence elabordigthe PACTE group is the

following:

the underlying system of knowledge required to diate. (PACTE
2008: 106)

According to this definition, translation competer(@C) is strictly linked to a
field of expert knowledge — and not all bilinguadessess it —; it mostly entails
procedural rather than declarative knowledge -athility to use the first is also what
distinguishes the skilled from the unskilled tratst —; includes a number of
intertwined sub-competencies; and comprises a egiitat component, which
constitutes one of its fundamental elements. Iteappthat in this view there is no
real distinction between the notion of competencd that of knowledge, as one
comprises the other. This means that knowing “wlie#€. declarative knowledge)
and knowing “how” (i.e. procedural knowledge) aeeis as two complementary
rather than separate aspects. This position iscgfended by Kearns (2008: 193-4),
who claims: “there is an indivisibility of theore#éil and practical knowledge which
must be acknowledged in the consideration of tedizgi competence”.

The TC model put forward by the PACTE group carsti®matised as follows
(PACTE: 2011a):
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Fig. 3: PACTE holistic translation competence model (huralzge my addition).

The competence model pictured above consists efftimdamental interrelated
sub-competences (numbers 1-5) and of one extra @oamp (number 6). Below are
the definitions provided by PACTE group for eacte ¢2011a: 319’

The bilingual sub-competendd) is “predominantly procedur&nowledge required
to communicate in two languages. It comprises pedgnsocio-linguistic, textual,
grammatical and lexical knowledge”.

The extra-linguistic sub-competen€®) is “predominantly declaratiienowledge. It
comprises general world knowledge, domain-spe&ificwledge, and bicultural and
encyclopaedic knowledge”.

The knowledge of translation sub-competen@® is “predominantly _declarative
knowledge about translation and aspects of theepsudn. It comprises knowledge

about _how translation functionand knowledge about professional translation

practice”.
The instrumental sub-competendd) is “predominantly _proceduraknowledge

related to the use of documentation resouama® information and communication

technologies applied to translation (dictionaries al kinds, encyclopaedias,

grammar's style books, parallel texts, electronipaora, search engines etc.)”.

4" My emphasis.
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The strategic sub-competengB) is certainly the most important, as it is tentral
element which coordinates the functioning of ak thther sub-competences. It is
“procedural knowledge to guarantee the efficiency of the tiis process and

solve problems encountered. [...] Its functionoigplan the process and carry out the

translation projec{selecting the most appropriate method); evaltleggorocess and

the partial results obtained in relation to thefipurposeactivate the different sub-

competencesand compensate for any shortcomings; identify siegion problems

and apply procedures to solve tiem

The psycho-physiological componen8) include “memory, perception, attention

and emotion attitudinal aspects such as intellectual cunypgierseverance, rigour,

the ability to think criticallyetc.; and abilities such as, logical reasoning)yais and

synthesisetc.”
For the purposes of the present investigation diolyr of these sub-

competences will be taken into consideration, sitiee sample observed here is
made up of language students — rather than professiranslators and foreign
language teachers — and the main goal is to try ass®ss the acquisition of
translational competence. Therefore, the next @estiwill be devoted to the
illustration of how this model was adapted to thepoeses of this study and the

methodology applied.

4.1.4 Adapting the PACTE competence model to langge students: the study

research design

The competence model proposed by the PACTE grogpban taken as the
main point of reference for the development of thethodology used in the
experiments, however it could not be adoptetbto but rather needed to be adapted
to the specific target and purposes of the presteily. The sample surveyed by the
PACTE group consists of professional translatois faneign-language teachers and
their tasks aim to assess their translational coemge both in active and passive
translation activities. In the present investigatinstead, the sample consists of

language students, who may or may not become miofed translators in the future
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and the tasks proposed set out to test a methoddoddide to improve their

competence in passive translation within the widemework of language learning
and its improvement, in the light of a preliminatudy showing their need to
strengthen key areas such as lexis, syntax andnpttazs. Considering that both the
samples studied and the aims to reach differ, ndelbgical adjustments were
deemed necessary. For these reasons the sub-coogseteurveyed will be only
four: bilingual; knowledge of translation; instrumal; and strategic. For a more
detailed account on the sub-competences and Weduaion please refer to the next
section.

First of all, the fact of having to train learnensd not test a group of experts
means that the methodology of my investigation seedbe centred on individual
and group classwork as well as on ways of improvaagners' performance rather
than just observing it. Clearly, this has also hagpercussion on the choice of data
gathering methods, since these had to fit in tiedale allowed to the trial as well
as in students' timetable. Moreover, as all less@re held in a language laboratory
at the University of Padua because students neadlecomputer station each, the
time available for data collection was also subjedheir availability throughout the
semester in which the trial took place. Finallye ttundamental need to provide
students with the necessary tools to develop great@reness of the translation
process and of the basics of subtitling also méaait part of the lesson had to be
dedicated to provide guidelines on how to use thesls and perform tasks. Because
of such time restrictions, the methodology apphegded to allow for enough time
to administer the material (usually in the formstitles), carry out all the stages of
the activities and allow time for final discussiofhe occurrence of technical
problems or students' difficulties in handling g@ftware (which actually occurred
during the trial) were taken into considerationaasther potential time-consuming
factor.

However, time and logistics — though crucial — weat the only factors that
influenced decisions regarding methodology desigreoretical implications were
also central in envisaging how to structure lesseakect the most suitable activities
and collect and analyse data. As far as the fiositps concerned, lessons were

structured on the basis of both the learner-cerapgtoach and task-based learning.
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As the relationship between multimedia design (@atinology more in general) and
language learning is fundamental in this studyrief lexplanation of the distinction
between technology-centred and learner-centrecbappes seems in order.

The basic difference between the two lies — asmtimes suggest — in what is
considered central, i.e. in what influences teagliasign the most. In the first case,
teaching is constructed on the basis of the passibhctions offered by the
technology available to design effective learningtenials. As pointed out by Mayer
(2009: 11 ff.), the 20 century witnessed more than one moment in whichrtelogy
appeared to be a turning point in education. Latamsider the advent of cinema, the
radio, or the internet: all were initially saluted revolutionary tools that were going
to change teaching practice forever. However, su&dictions were soon to be
confounded as motion pictures, the radio and disoirtiternet were either almost
neglected or did not bring about the ground-bregkamanges they promised.
According to Mayer, their failure is to be attribdt precisely to the technology-
centred approach, which forced people to adapt theds to the requirements of
technology and focused on “giving people accedbhddatest technology rather than
on helping people to learn through the aid of tedbay” (2009:12).

In the case of learner-centred approaches to nediEndesign instead, the
perspective on technology is reversed, and attensidocused on how multimedia
content can be used to enhance learning. In pkatjcmaterials should be designed
according to the learning mechanisms of the humard r(see section 4.1.2) and
technology should enhance our abilities or helgleselop new ones, as in the case
of subtitling. Clearly, the learner-centred apptoa not limited to the creation of
multimedia learning materials but generally refers trend in teaching that started
out in the late 1980s with the purpose of shiftiaggay from the traditional
transmissionist approach, in which teachers arantiisputable and only source of
correct knowledge, which has to be passed on tests. This new approach sees
teachers as facilitators, who guide learners thnahe learning process. Learners in
turn are supposed to carry the responsibility ohdpehe active promoters of their
own learning. Furthermore, such attitude is enhégethe use of authentic material
as well as by a presentation of theoretical costémtan interactive way (e.g. by

asking students to apply a certain principle tooaccete example); and by asking
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students to comment on and propose solutions tslaton tasks with a minimum
guidance on the teacher's part. As we can seeapipiach shares common ground
with some of the principles of task-based learnig learners are involved in the
learning process through the completion of targeses#ts. Although its application
was initially limited to foreign language learniragd tasks were mostly used to
strengthen grammar, later on it has also beeneppd translator training (Kelly
2005: 16), mostly in the works by Hurtado Albir @8 and Gonzalez Davies (2004).
Here, the acquisition of translation skills is femced by the completion of a number
of tasks, defined as “a chain of activities witle tkame global aim and a final
product” (Gonzalez Davies 2004: 22).

In sum, lessons were built so as to grant learrets/e involvement in tasks
either as individuals or as a group. Each task bvaken down into stages, which
allowed to guide students through an interactieenimg process. The content of the
multimedia material proposed in the tasks was safleand designed according to
what it could offer to help meet learners' needbjciv were established in a
preliminary study.

Within this framework, the selection of the contenésented to students was
inspired by the principle of growing difficulty, sthat the translation problems
contained in the videos were relatively easy twes@lt the beginning of the course
and grew ever more difficult with every task. Calesing that students were new to
subtitling and that the time available was limitdte video material proposed lasted
a maximum of two minutes and presented a self-aoeda unit (i.e. without
references to the broader context of the restefitin/episode etc.), so as to reduce
the need for contextualisation to a minimum. Theastevere chosen also taking into
account the typology and frequency of the transfaproblems they contained, so
that those proposed at the beginning of the cowsee fewer and more
circumscribed while those proposed at the end wene varied and more difficult.

Furthermore, considerations about genre were maae, here too the main
approach was to offer students tasks of growin§cdity. Hence, while the first
activities were based on comedy clips (also witk thtent of involving and
motivating learners through “light” contents), wieeh passed on to the genre of

popular science — containing field-related termaggi— and finally to news, which is
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considered amongst the most challenging text tjpodis lexically and syntactically.
Finally, a further requirement to be met was speskelocutionary speed, which
needed to be proportionate to students' averagmilig skills. However, the speed
of utterances is also fundamental in the desigsubfitles, as the faster people speak,
the more content has to be reduced. So, evenwia# important for students to
understand that subtitles are not a mere transmmipaf dialogues, an excessive
reduction caused by a low time/space ratio mighehaquired re-elaboration skills
out of students' reach and was hence avoided.

As mentioned earlier, one of the criteria for tleéestion of the video material
was the type and frequency of translation problém=ontained. The concept of
problem used in the study was inspired by the PA@Tdtip's work. Starting from
the premise that translation constantly requiresatbility to make decisions in order
to solve problems, the group sees such abilityaaisgé the strategic sub-competence
(fig. 3). Problems were selected considering thoest frequently encountered by
professional translators, which are called “RichinBj. The reason why only
relevant parts of the text were selected is thiat phocedure makes data collection
and triangulation simpler, in accordance with Geggl concept of scientific
econom$®. Once again, this model needed to be adaptedittersts' requirements,
hence the type of problems chosen in the presemsiigation was based on the
findings of the preliminary study, which showed ttHaarners' main problems
generally lie in dealing with lexical, syntactiGd pragmatic problems, along with
a subjective difficulty with units of measurement.

The data collection system implemented by the PA@fd&up is centred on
post-test questionnaires about the problems enemthiy subjects in both active
and passive translation, in one questionnaire anstation knowledge and in
retrospective interviews. This means that all infation about the translation
process was filtered through the subjects’ peroeptand reflections collected after
completing the tasks. However, this system wagiaetmed suitable for the purposes
of the present study for a number of reasons. Birtll, data based solely on the

subjects’ perceptions may be reliable in the capeadessionals but prove much less

8 Giegler, H. (1994). “Test und Testtheorie” in Rns&ger, G. Weninger (edsWérterbuch der
Psychologie Weinheim: Psychologie Verlag Union, p. 782-789.
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so in the case of learners. In other words, thaghinbe a discrepancy between the
learners' actual performance and their perceplibis emerged at a very early stage
thanks to both my supervisor's advitand to the self-perception test carried out
during the pilot study. Secondly, the time avakatd carry out the trials would not
have allowed all subjects to be interviewed aftere single activity. For the same
reasons TAPs were also excluded from the experahdatign almost immediately.

Hence, the PACTE data collection method was ndy fuhplemented and
information about the translation process and prodias rather gathered through a
largely “unbiased” tool, namelyranslog which automatically collects data — and
then displays them to the researcher in the forna dihear representation of the
process and of a replay function — without intenfig@with students’ work, who just
have to type in their translation as if they wegking on a common Wordprocessor
(see section 4.2.1).

The log files obtained were then analysed accortbng method suggested in
Jakobsen (2002) and also followed in experimentslgoted by Alves (2005) and
Pagano, Alves and Santiago Araujo (2012). Accordingakobsen (2002:192-193),
the translation process thus recorded can be divic® three main phases: initial
orientation, drafting and end-revision. In thisdstuinitial orientation, i.e. the time
span between “the appearance of the source tettteoscreen and the typing of the
first text production key” is carried out in claas group activity (except for the
profiling translation activity). Drafting is thentie span “from the first text production
keystroke until the fist typing of the final punation mark (or equivalent
keystroke)” and end-revision is considered aseait production from the end of the
drafting phase “until the translator decides th&taslation is ready to be submitted
as finished”. The duration of each phase consttthie translator's cognitive rhythm
and there is apparently a correlation between t@aiogpattern in this rhythm and the
quality of a translator's performance. In fact,ading to Jakobsen (2002), Alves
(2005) and Pagano, Alves and Santiago Araujo (2ab2) drafting phase is
considerably longer than the other two and it iscigely during drafting that the

bigger differences in performance between expee@rrofessional translators and

9 Prof. Maria Teresa Musacchio has taught Englishtatian translation to students of the degree
course “Linguistic and Cultural Mediation” for seaéyears and is hence particularly familiar with
students' problems and their attitude towards katins.
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novice translators can be noticed. Moreover, peifemls present a more balanced
cognitive rhythm (i.e. they devote time to all tieee stages) while novices tend to
devote no or very little time to orientation andiaevision, which is very much like
was what found with our language students. Hennalysing and attempting to
balance language learners' cognitive rhythm instedion is deemed particularly
important for the development of competence.

Questionnaires were used as additional surveyings:toa preliminary
questionnaire (see Appendix 2) and an end-of-coqusstionnaire (see Appendix
20) were administered at the beginning and at titkaé the trial, respectively. The
first one was deemed useful on the one hand toegathta on the population
participating in the experiment (e.g. native andosel languages, professional and
extra-curricular experience related to translatein.) and on the other hand to
appraise students' perception towards their pedooa (e.g. how they assess their
abilities in the four main translation stages, viahiianslation problems they consider
most difficult etc.). The latter was administeradorder to survey the general impact
of the experience on students (e.g. positive amghthge aspects, attitudes towards
LvS andTranslog assessment of the contents presented duringefiseris etc.).
Since students were asked to express judgementedeacher, the material and the
software chosen, the final questionnaire was anauoigm

Finally, the outcomes of the experiment and theipact on students were
further supported by the marks students got foir tgeneral English final exam, for
their Italian-English translation exam — which wassessed according to the usual
procedures applied for translation exams withowyt iaterference on the part of the
researcher — and for a post-trial English-Italiesnslation task. The professors or
language assistants who marked the exams weraveot gny information regarding
the identity of the participants in the experimdairthermore, the text administered
in the post-trial task was also analysed and asde®s the basis of the acceptability
of Rich Points. Finally, the participants’' marksrevgeompared to those of a control
group whose members were picked randomly amongsthitd-year students of the

same degree course.
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4.1.5 Research variable§

On the basis of the theoretical and practical céfi@s presented above, the
data available for analysis needed to provide méiron regarding both the
translation process and product. Data was colletttemligh Translogand through
both closed- and open-ended questionnaires. Suategies of inquiry call for the
application of a mixed method of data analysis, aemethod combining the
quantitative and qualitative analysis of data. @edk (2003: 19) defines this a
“mixed methods approach”, namely

one in which the researcher tends to base knowletljens on pragmatic
grounds (e.g., consequence-oriented, problem-gkntamd pluralistic). It
employs strategies of inquiry that involve collagtidata either simultaneously
or sequentially to best understand research prabldime data collection also
involves gathering both numeric information (e, instruments) as well as
text information (e.g., on interviews) so that fivel database represents both

gquantitative and qualitative information.

In order to establish whether the activities stuslemere asked to carry out
bring about a tangible improvement in their tratigfa competence and hence
improve their knowledge of the language, the acdtois of the four sub-
competences selected will be evaluated on the lohsieme variables. In turn, the
variables are assessed according to the resutia i the indicators selected.

The table below illustrates the variables, thefiirigon, the sub-competences

referred to them, the indicators and the measuremsinuments used.

V1: TRANSLATION PROCESS MANAGEMENT
CONCEPTUAL The ability of students to translate a text bydaling a well-
DEFINITION established process consisting of an (a) oriemtatio) drafting

and (c) end-revision stage.
SUB- Knowledge of translation; strategic.
COMPETENCE(S)
INDICATORS Duration of drafting stage and duratioh end-revision stage

* The statistical design and data analysis methothfe work were elaborated with the consultancy
of Prof. Mario Bolzan, full professor of statistiasthe University of Padua.
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(orientation was carried out in class as a grotipigg

INSTRUMENTS

Translog

V2: TRANSLATION PROBLEM MANAGEMENT

CONCEPTUAL The ability of students to successfully deal witie tproblems
DEFINITION encountered in the text through the time-effectedection of
one solution

SUB- Instrumental; strategic
COMPETENCE(S
INDICATORS Seconds of pause per Rich Point; nunabee-elaborations
INSTRUMENTS | Translog

V3: QUALITY OF THE TRANSLATION PRODUCT
CONCEPTUAL The ability of students to find an acceptable tatget equivalent
DEFINITION to the problems proposed in the text.
SUB- Bilingual; strategic
COMPETENCE(S
INDICATORS Acceptability of the translation of Riétoints
INSTRUMENTS | Translog

V4 (macro variable): QUALITY OF RESULTS

V4a: GENERAL ENGLISH LANGUAGE PERFORMANCE
CONCEPTUAL The rating given to students for their general gl
DEFINITION performance at the end of the academic year
SUB- Bilingual; knowledge of translation; instrumentstirategic
COMPETENCE(S
INDICATORS General English language mark of triatlaontrol group
INSTRUMENTS Written and oral tests

V4b: IT-EN TRANSLATION PERFORMANCE
CONCEPTUAL The rating given to students for their Italian toglish
DEFINITION translation performance at the end of the acadgedc
SUB- Bilingual; knowledge of translation; instrumentsiirategic
COMPETENCE(S)
INDICATORS Italian to English translation mark ol and control group
INSTRUMENTS Written translation test

V4c: EN-IT TRANSLATION PERFORMANCE

CONCEPTUAL The rating given to students for their Englishtadian
DEFINITION translation performance at the end of the acadgedc
SUB- Bilingual; knowledge of translation; instrumentstirategic
COMPETENCE(S)

INDICATORS English to Italian translation mark oifa and control group
INSTRUMENTS Written translation test

V4d: ACCEPTABILITY OF RICH POINTS IN EN-IT TRANSLATON

CONCEPTUAL The Rich Points selected in the text to be traadlate assessec

DEFINITION according to the notion of acceptability applieding the trial.

SUB- Bilingual; strategic

COMPETENCE(S)

INDICATORS Acceptability of the translation of RicRoints for trial and
control group

INSTRUMENTS Written translation test

Table 1:Description of the variables and indicators usethénstudy
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Variable 1 (V1) aims at looking at how much timadsints dedicate to two of
the three fundamental stages in the translatiomgssy namely drafting and end-
revision. According to the results obtained in pilet study (see section 5.1) — which
were also confirmed by those obtained in the triatudents do not appear to have a
homogeneous and established translation routinis. Mkans that the drafting/end-
revision ratio is highly variable in the sample, ithere are students who dedicate no
time at all to end-revision and students who dediedmost half of their time to it.
The training hence aims at balancing this by teartstudents a routine and by
repeating it throughout the trial. The trial wik ltonsidered effective if the group of
students proves to have acquired a stable routitbeaend of the training. This
means that the final results of V1 (drafting/endisin ratio) will be contrasted with
what we take to be a sufficiently representativerage drafting/end-revision ratio of
20%-35%. This value is thought to include both $tation styles in which revision
is mostly done during and after writing.

Variable 2 (V2) aims at looking at how studentsadpout translation solving
problems and whether their approach to them chamnwgesn exposed to the
translation of audiovisual material and to transtatheory. Each text administered
consists of six Rich Points, analysed accordingh® time spent to translate it
(pauses) and to the number of re-elaborations miagmrticular, pauses are deemed
important because they signal a moment of reflaatioring the translation process,
which may indicate that subjects are elaboratingutems to the problems
encountered. Subjects can pause for different nsasto plan or search for a
translation alternative; to assess the previouslymoon; to begin a new reading
phase; and to revise or delete a previously treatlaegment without making any
changes to the text (Alves, Couto Vale 2011:107heWanalysing pauses pertinent
to Rich Points, all of these typologies where cdeed except for those made to
read a new chunk of text, which is deemed irrelevanour purposes. The number
of re-elaborations indicate how many different wars of the same Rich Point are
given at both stages without considering spelliogexctions.

These two indicators are used to observe learmensslational behaviour
throughout the trial and it is hypothesised thateaantual decrease in the time and

number of re-elaborations might signal an improvetmia the learners' ability to
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manage problems. However, this only reflects ttanlers' behaviour in specific
situations and cannot be compared with standaneesads is the case with the other
variables in the study. Hence, the data providesdrable 2 will only be contrasted
with data on acceptability (V3) in order to see thiee a correlation between time
spent per Rich Point, number of re-elaborationsthadacceptability of solutions can
be established.

Variable 3 (V3) aims at assessing the quality eftiianslations of Rich Points
provided by students during the activities. Theidatbr used in this case is the
notion of acceptability, as defined by the PACTBugr (2011:38):

Acceptability is defined in terms of whether or ribe solution effectively
communicates (a) the meaning of the source text;ti{p function of the
translation (within the context of the translatianef, the readers' expectations,
genre conventions in the target culture); and (ekes use of appropriate

language.

Every solution was awarded one point per eachetliree aspects (a, b, ) in the
definition, so it ranges on a scale from 0 to 3cése the translation delivered a
different message from that of the source text,fipoint (a) could not be awarded,
then O points were given without considering whetihe translation met point (b)
and (c). In fact, a TT can be appropriate in teoh$unction and language but be
(very) inaccurate as far as meaning is concerne&mhcé] this basic criterion was
adopted for all texts in order to avoid misreadimg data.

Finally, the macro variable 4 (V4a, b, ¢ and d) basn designed in order to
concretely compare the positive effects of thd &i& any — on learners exposed to
it. The sub-variables a, b, ¢ and d are thoughintlicate whether learners have
become more aware of how to deal with translatiot iss problems and to which
extent this has had an impact on their performanbes. is is then taken to reflect an
improvement in the knowledge of the language, endliferences between language
A and language B. For these reasons, the marksettan both active and passive
translation tasks and the acceptability of the tewhs proposed for the Rich Points
selected in the English to Italian post-trial tdatisn task have been compared with

those of a control group.
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4.1.6 A brief note on copyright and right of reprauction for educational

purposes in Italy

The use of audiovisual input for educational pugsos ever more widespread
both in primary and secondary education be it icefto-face or e-learning
modalities. However, the display of original cogyri-protected audiovisual material
in the classroom may give rise to doubts regartiiggl (and possibly ethical) issues.

Legislation on this matter generally aims to prote right of authors from
seeing their works reproduced, published, sold theeravise distributed without
permission. This is established for example by Bern Convention for the
Protection of Literary and Artistic Work’s last amended in 1979, an international
agreement signed by 165 countries including Italgq known as the Bern Union),
according to which each of the contracting coustseall grant the protection of
works published in the other countries of the Beftsaion; should works be
unpublished, they will be granted protection ifitreuthors are residents or citizens
of the countries of the Union.

In the specific case of the free use of literaryadistic works for educational
purposes (art.10), the Convention leaves natictaslations free to decide whether
and to what extent this is permitted. However,dberce and the name of the author
shall be mentioned in any case. This means thatonanon frame of reference on
this matter exists at international level, hend®iaf account on the situation in Italy
will be given, as this is where the trials wererieal out.

The free use of intellectual works for educatigmaiposes in Italy is regulated
by article 70 of law 633/1941 (and following amerahts and integrations). This
provides that works or parts thereof can be sunsedyiquoted, reproduced and
publicly displayed if used in teaching or sciemtifesearch for illustrative purposes
and non-commercial ends. This exception to copyiigl is also subject to another
condition: the work cannot be reproduced in itsiretyt, only parts of it can be

utilised according to the purposes pursued.

*L Full text available at http://www.wipo.int/expaites/wwwi/treaties/en/ip/berne/pdf/trtdocs_wo001
.pdf (last accessed 28/12/2012).
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The three basic requisites indicated by the Italeam (illustrative purposes,
non-commercial ends and partial display of the Wwdrkve all been fulfilled, as
video clips were used for the purposes of teacliagslation practice to students
through subtitling, no profit was made from thesévéies and only short extracts
were displayed. Moreover, in two cases the mateviad not copyright protected
(activity three and four).

4.2 The software

Both the pilot study and the trial have been cdroet using two pieces of
software: LvS, a subtitling simulator, andranslog a keystroke recorder. This
section is dedicated to their description and @aidlo explain the reasons why they
have been combined.

LvS (Learning Via Subtitling) 2.5.2. is a subtitlisimulator developed in the
framework of the two-year long European Socrategydmme LINGUA 2. It was
designed by seven European universities in coretiderof the lack in the market of
subtitling software specially designed for languésgegning purposes (Romero et al.
2011: 5). As clarified by the authors, the subtgliasks carried out with this tool are
not to be considered the one and only responseréigh language learners' needs
but rather as an additional resource to develop #hdities. The version used for the
studies is the latest (2008) and can be downlofatefiee from the project website

along with a tutorial and a sample activity.

%2 LvS project http://levis.cti.gr/index.php?optiorsa_frontpage (last accessed 17-02-2012).
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Fig. 4: Screen shot of LvS

The reasons why this particular software was usetb itest its efficacy on
Italian learners of English — which has not beenhattempted — and, as explained
above, because it is the only tool allowing theatio;n and editing of subtitles
conceived for educational applications at the mdmiearthermore, it unites all the
advantages of working with multimedia input withosle brought about by the
creation and/or translation of subtitles. Othersoes why LvS was chosen for
conducting the trials are:

- it disrupts students' passivity by proposing saod language-learning tasks
through the creation and editing of synchronisdatigas;

- it is suitable both for individual and group woik class, at home or in a virtual
classroom;

- its platform is very intuitive and user-friendBs it requires little computer literacy;

- ihere is no limitation as for the working langeggpirs, hence students can work on
interlingual, intralingual or reversed subtitlingtiaities, although the platform is
available only in the six languages of the partwmtries (English, Greek, Spanish,
Hungarian, Portuguese and Romanian);

- the software supports videos of various formais af any duration, thus giving

instructors an unlimited choice as to the mateadde displayed;
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- once a task is created, it is automatically samezhe folder, so that class activities
can be prepared beforehand and made availableutierds later. This can prove

particularly helpful if instructors have the chanwe store them on the common
desktop of computers in the language laboratory;

- it is not curriculum-dependent and is flexibleoagh to suit both general language
courses and specific courses such as LSP (Landaa@pecial Purposes). As tasks
can be created by teachers, the material can betsélaccording to the learners’
level and to the single goals to be achieved,;

- it can be downloaded for free and it does noupganuch space on the hard disk
(2.31 MB). However, as mentioned in section 3.it.8ill no longer be updated, as

the project expired in 2008;

- texts entered in the subtitle editor cannot egdbety-nine characters per line and
words turn red when this limit is overcome, thugnsiling that learners need to
shorten their subtitles. However, if the extra elotgrs are kept they will still be

visible both in the subtitle editor and on video.

The software also underwent a usability evaluabefore the final version was
released. As defined in Kostaras (2010: 120) u$abdvaluation “consists of
methodologies for measuring the usability [sic]extp of a system’s user interface
and identifying specific problems. In other wordd,...] consists of iterative cycles
of designing, prototyping, and evaluating”. Thisogess was carried out by the
Software Quality Research Group (SQRG, 2009) ofHleenic Open University
(HOU, 2009) in order to ensure that LvS be as &ffeand user-friendly a platform
can be.

Furthermore, the software was also trialled in-tiéalteaching environments
(see Sokoli et al.: 2011) with the aim of evalugtthe appropriateness of this tool
and of the activities developed within the projémt FLL purposes, the teachers'
perception both on translation as a tool and onudeeof computer activities in FL
instruction, the success in the development andeimgntation of the project and the
impact of this experience on meeting teaching dives. The trials also set out to
test reactions on the students' part in terms @f flamiliarity with FLL computer
activities in general and their involvement and cpetion of the software in

particular. LvS has been tested on a sample ohanelred four students over the six
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countries participating in the project (Romaniangary, UK, Portugal, Greece and
Spain) with the collaboration of twelve teacherdo#al of fifteen sessions including
ten activities with LvS were carried out with eaglup of learners. According to the
results of this evaluation, the software interfaeatures both strenghts and
weaknesses. Whereas on the one hand it enhancetevieopment of different
language skills, is motivating, versatile, promobesh individual and collaborative
tasks and stimulates learners' creativity, on therchand the creation and design of
activities is considerably time-consuming, requittes command of computer skills
and technical problems may occur during classegprduements such as the
introduction of a spell checker, text formattinglgy dictionaries, a “comparison
tool” to view peers' productions or work on two et have been suggested among
other things. As for the learners and teacherggmpdions, the overall impression
given by the use of the software was positive oy p®sitive and teachers expressed
the wish to continue using this tool in the futupeovided that more ready-made
activities and material are made available to thEmally, a significant finding of
this evaluation process is that LvS proved berdfiéor learners belonging to
different backgrounds, of different languages anth wlifferent levels of L2, who
also agree that this can be a useful tool.

The other piece of software used in the triallranslog 2006, a keystroke
recorder, which was first created in 199bArnt Lykke Jakobsen and Lasse Schou at
the Copenhagen Business School (CBB)the analysis of text production processes
in the field of translation research. The desigrswéh tool was inspired by the idea
that by saving all the actions carried out whenngpa translation on a keyboard,
researchers might gain a better insight into thgest subjects go through to compose
their target texts and into the timing of the psxewhich in turn reflects their
cognitive activities. This “prosody of writing” (C8 2006: 4) given by the rhythm
and speed of production can be linked to the paftlowed to construct meaning.
Furthermore, this tool can provide useful inforraatiregarding decision making

processes because

[T]he complete record of first solutions, falsertstacorrections and editorial
changes is a treasure of accurate information.ake® it possible for the

researcher to track and analyze a writer's entinet fproduction path
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reflecting a wide range (but not necessarily aflft® language decisions
made along the way. From this information deta#ledlyses can be made of
decision-making processes and of the strategiesogetin editing and/or

revising a translation, or any other text. (CBS&QG)

The software can be downloaded for free for re$epurposes and consists of
two separate interfaces: Supervisor and User. Tis¢ i used both to create
activities (i.e. to load the translation projecthdato statistically analyse the
translation process through log files, while theelais divided into two horizontal
panes, the upper where the source text appeartharidwer one where the target

text can be typed in and then saved as log file.
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Fig. 6: Screen shot ofranslogUser

The data recorded byranslogincludes all keyboard and mouse activities,
which can be used to insert/delete text and fosaunavigation. Each mode of
deletion/insertion is coded in a different way Tinanslog output. In particular, it
records and analyses six different types of kelgegmr events, which are also those
made available in the “statistics” window. Heraibrief description of each of them
(from TranslogTutorial):

— Text Production keystrokes are all the keystrokes used to create text.
This includes all alphabetical characters, numermtaracters, punctuation
marks (!, ?, etc.), mathematics symbols like *, 4, =, (, ), %, ¥, and other
signs such as currency signs £, $, €, etc. TheeSpacand Return/Enter also
count as Text Production keystrokes.

— Text Elimination keystrokes are primarilyBackspace and Delete
keystrokes. Words or strings of words can alsolbekied and deleted.

— Keystrokes used to navigate the cursor from onatiposto another are
categorized byTranslog as a separate group of keystrokBkvigation
keystrokesinclude Arrow Up, Arrow Down, Arrow Left, Arrow Right,

Pg Up, Pg Down, Home, Endall of which can be combined wiiGtrl- .

104



Keystrokes made on Function buttons (Esc, F1, B2,HB6) are not logged
even though they may have an active function.

— Mouse Events or Mouse Clicks count as two keystrokes, the down
movement and click is one keystroke, and the upemmnt and click is
another. Mouse Events are recorded as a separgooa to distinguish
keystroke cursor navigation from cursor navigatanaged by means of a
Mouse (Touchpad, TrackPoifiMouse nipple], joystick or similar device).
Cursor navigation by means of a mouse across fag®ns of text results in
far fewer keystrokes being recorded than if suchigaion is done e.g. by
means of the Arrow keys.

— Miscellaneous Eventsinclude Cut, Copy, Pasteoperations “Next Unit”
(F1) icon presses in projects with user-determined mssjon, and
Dictionary look-ups.

— System Eventsare Windows Events produced by the software. Tlhstm
important system events (indicated in the defaeiitirsgs with Magenta) are
[Start] and [Stop]. Others are e.g{Sync] (in the case of external
Synchronization)[NextUnit] (in projects with user-determined progression),
and[Dictionary] (in projects using the document dictionary fune}idgcroll
movements are not identified in the linear repres@n, but can be

recognized if the Toggle Source Text icon is présse

The image below contains an example of loggingnadyaed and displayed by

Supervisor.
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Fig. ©Screen shot dfranslogsymbols in the linear representation

We can see that the typed-in text alternates withb®ls and numbers. The
indication [Start]in magenta appears after pressing the “start gfojmdton and
entering an identification name (in our case it wlas student's surname). The
asterisk followed by a time code [03:35.354] intksaa pause of three minutes,
thirty-five seconds and three-hundred fifty-fourllleéconds. The points at which
pauses were made and their duration can be viedaggher when replaying the
translation process or in the window on the lefttleé screen; in our trials, one-
second pauses are marked by a red asterisk, waukep longer than ten seconds are
indicated in numbers. However, it is possible td Hg duration of pauses
symbolised by the asterisk when creating a neweptojrhe mouse symbol shows us
that the user has been moving their mouse. Thespack icon<]) indicates that
one or more characters or spaces have been deldtiel the delete key®) shows
a movement to the right. Other symbols that mayeappmn log files are those
showing the cursor was moved to the rightf)( to the left &), up () or down (),
or that the enter key was pressed. Below is theptete list of all the symbols that

can be found on &ransloglinear representation:
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Legend

€« ¥ Arow keys [Start] Beginning of log file
Aon) Home, end [End] End of log file

kR Page up. page down [Cut] Clipboard cut

® Tabulator [Copy] Clipboard copy

A Backspace [Paste] Clipboard paste

34 Delete [Sync] Extemal synchronization
& Camiage retum [NextUnit] View next source text unit
. Space bar [Dictionary] Dictionary look-up
[cerl.. .1 Control key down L8| Mouse up

[Shft...1 Shift key down (5221 Mouse down

* Pause unit 81 Mouse click

[=__.] BExended pause unit

)

Fig. 8: Screen shot dofransloglegend of the symbols used in the linear represient

Not only does Supervisor allow to gather linear atatic information on the
translation process but also offers a dynamic sspr&tion through the replay
function, which shows the process as if one waschiag the creation of the
translation live. However, the static representaittan already provide researchers
with enough meaningful data, since the most intergsctions of users are those of
creation and deletion of text along with the positiand duration of pauses. The
latter are indeed considered important indicatbisognitive processes and our basic
assumption is that the longer the pause, the mtioellated the cognitive process.

FurthermoreTranslogSupervisor automatically produces statistics entttal
number of user events (i.e. of all keystrokes iditlg backspaces and mouse events),
text production, text elimination, the number ofeufvents per minute and text
production per minute. These data can be usedth®igabjective and quantitative
information on how learners go about translatingl amll be combined with

gualitative analysis, as illustrated in the nextiems.

@ Analysis o8 =
[ S | g i | Segmet snbs|

Evenis

Totadl utar evants: 1204

Test production: 1163

Tasd shmination: 103

Curser navigation: 18

Mouse events 10

Misc. events: 0

Time:
Duration: 15:12058
Usar svenis par minus: 85,13

Teat production per minute: 76.51

Fig. 9: Screen shot of the statistical analysis pane tfidest's translation log file
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The development of such software also reflectptbgressive shift in TS from
product- to process-oriented approaches or combames. It is believed that by
comprehending (or at least trying to comprehendatwh “behind the mind” of
translators and translation students we can aled bfht on how learners' cognitive
processes and strategies work as well as how wenelgpnthem improve through
awareness raising. Within process-oriented resedhdn, there has been a
progressive shift from the so-called Think Aloudofecols (TAPs) — ann vivo
method for eliciting verbal data from students/§lators, in a form similar to a
stream of consciousness and which is based onutm#aimental assumption that
translation is a decision-making process — to kekstlogging and eye-tracking, i.e.
a method to extract “genuine”, subject-independiaté from users' activities, since
these can focus only on the translation task propiénout being occupied in
elaborating and expressing their thoughts to aereat observer. In some cases
TAPs, key-logging and eye-tracking (both offered byanslog have been
triangulated in order to gather different typesdata and ensure a more thorough
view on cognitive processes in translation. TAPsehalso been applied as a
methodology for retrospective assessment.

The latter shift, however, is also justified by ekmental data on TAPs
showing that this method causes a delay in conmgjedi translation task of around
25% (Krings in Carl et al. 2008: 115) and has aedegative effect on text
segmentation (Jakobsen in Carl et al. 2008: 1hbls exerting a negative influence
on processing, as thinking aloud seems to requiditianal cognitive load. This is
also the reason why key-logging has been prefaiwe@APs in the experiments
conducted for the present research.

Ever since its invention in the mid 1990sansloghas aroused interest in the
research community for it offers the unprecedemessibility to closely watch and
analyse students or professionals' translationdbpeances in an unobtrusive way.
Research projects in the last decade have ofter sl of this tool and examples of
its application to research on the cognitive agpettranslating can be found in the
Copenhagen Studies in Language series (Gopferielh:e2009, Mees et al.: 2010;
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Gopferich, Alves and Mees: 2010), which has colldca remarkable number of
different experiences in the useTofinslog

4.2.1 Why combine LvS andlranslog

To my knowledge the combination of a subtitling siator and a keystroke
recorder in order to explore the potential of dlibg activities on the development
of translation and language competence has neven lagtempted before. As
discussed in the literature review, authors integesn subtiting and language
learning have mostly used software for the creatiosubtitles coupled with pre- and
post-viewing tests or questionnaires. In the lightthe results of the preliminary
study conducted (see section 4.3.1), it appearedritant first of all to gain a deeper
— and possibly more objective — understanding o&twdtudents exactly do when
they translate and how they perceive their competeand then to test a novel
method to help them improve their work flow by nags their awareness and
competence. Before we delve deeper in the disausdiche notion of translational
competence, the following definition of translatiamgiven as a general point of

reference in the present research:

[...] translation can be regarded as a specifie @dscreating a common ST
author/TT reader horizon shaped by particular tggstcifications. The crucial
aspect of translation is the intent to create #maastic, pragmatic, and stylistic
preconditions for communication between the memipérdifferent linguistic

and cultural communities. (Wilss 1996: 44)

In the light of all this, it was important to shostudents the relevance of
approaching texts avoiding a word-for-word proaegsand focussing on aspects
such as the importance of context for the detertimnaof meaning and register to
stimulate a shift from sign-oriented to sense-dadrbehaviour. There is then a clear
bond between such literal approach and languagepetmce. In fact, such
behaviour can be interpreted as a sign of a difficin fully understanding the

source text because of a lack of competence, wtiien affects the ability of
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transposing the different levels and nuances ofatiiginal into another language.
When students translate literally, they do not leimgle the ST through personal
interpretation but rather consider it as an immigtamtity that has to be reproduced
as faithfully as possible, even sometimes at thendent of meaning and coherence
of their target text.

This is why the use of subtitles and video conteas soon deemed particularly
suitable, considering their “natural” constraimgerms of time and space, which do
not allow a literal reproduction, and their evidgrdlose relationship to visual input,
which forces students to deal with the situatioo@htext, since it is displayed in
front of their eyes and cannot be ignored. Besidsstranslation is used with our
students as an educational tool to improve theiguage skills, the creation of
subtitles was considered a fundamental activitghSsiance is also supported by the
claims of Talavan (2006: 49) who states that “[t.[EXxercise with subtitling] avoids
a word for word translation, and directly aims atemmantic and pragmatic transfer
between both semiotic systems, which helps to betiderstand the inner workings
of both systems”. In fact, subtitling is deemeddixe students to abandon such habit
thanks to its “natural” constraints in terms of densation and deletion.

However, this soon proved problematic because thulgimulators do not
allow the direct observation of processes but digspinly the product. This is why a
keystroke recorder such @sanslogwas taken into consideration in order to gather
objective data on students' translational perfoceaiihe biggest advantage brought
about by the combination of LvS afiidanslogis that the potential progress induced
by subtitling tasks can be assessed in terms afests' ability to improve their
approach to texts in a more competent and “dynamey. In more concrete terms,
this means that students will need to improve theblem-solving skills by learning
and developing new strategies or by revising oldsprsince these directly affect
translational performance.
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4.3 Experimental design

The following sections will provide a detailed degtion of all the stages of
which the experimental design consists. Howevarttie sake of completeness the
preliminary study and a synthesis of its resultd W illustrated first, since its
findings constitute the starting point of the whdissertation. Afterwards, the pilot
study and the trial will be described and exampfabe activities carried out in class

will be provided.

4.3.1 The preliminary study

The preliminary study consisted in a survey of tiyaame B.A. theses dealing
with audiovisual translation (AVT) produced by stats of the degree courses
“Mediazione Linguistica e Culturale (MZL)” [Linguie and Cultural Mediation]
and “Lingue, Letterature e Culture Moderne (LCMYIddern Languages, Literature
and Cultures] between the academic year 2004-2002@09-2010 at the University
of Padua. The analysis mainly aimed at observing Btudents dealt with the
selection and discussion of translation problemshie dubbed and/or subtitled
version of a film in order to assess their tramstetl competence at the end of their
studies.

Although neither degree course aims at traininghsletion specialists,
translation does play an important role in studdatgguage training and is deemed
fundamental to raise their linguistic awareness emtipetence. Once students are
through with their exams, they are required to evat40 something-page long thesis
on a topic of their choice. The idea behind thisdkof work is that students apply
what they have learnt and trial their critical @ldk by analysing a specific topic.

By observing students' work, a clear pattern inirthenslation problem
assessment has emerged. They seem to rate thty qdidfianslations by combining
descriptive and evaluative criteria. On the onedhathey attempt to describe
translators' decisions and try to figure out whgytimade them. Hence, chunks of the

ST (problems) are compared to the correspondings@dments (solutions) and
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examined. On the other hand, assessment is madéeobasis of whether the
translation conforms to a certain standard, valuexpectation. These two processes
are combined forming a pattern like the following:

ST choice and initial analysis

theoretical framework (expectations)

detection of problems

critical analysis of TT on the basis of (a) fidglito ST and (b)

A\

pragmatic/communicative effect
5. final assessment/conclusions.

In the first stage of this process students fogua specific aspect and attempt
to find consistent examples to observe the tramstabehaviour. However, they miss
one very important point: what can be a problemaircertain context is not
necessarily a problem in another. In fact, the migjoof them starts from the
description of what they consider general transtaproblems (cultural references,
humour, local accents etc.) and then look for thethe film. This is also proven by
the fact that students tend to discuss a limitechbrer of very similar issues (see
table 2 below). The consequence of such attitudleaisstudents approach the filmic
text in ana priori manner (having already decided what to focus o) @sk
overlooking more relevant issues of the specifia thosen.

Another drawback is that sometimes studentsnatevery clear about the
nature of the problems they are analysing and senthe concept of objective
translation problem with that of subjective diffigu According to the definition
given by Nord®, a translation problem is something objective #ra translator has
to solve for a certain translation task, regardt#skis/her competence and working
conditions. On the other hand, a translation difficis subjective and has to do with
the translator's skills and his/her specific wogkaonditions. A helpful insight in the
latter notion can be found in Hale and CampbelD207) who state that

difficulty relates to a number of different factorthe individual's own
awareness of an incorrect choice, the individulifguistic and stylistic

competence, the individual's knowledge of the stihjeatter and of the world,

*3See Nord, C.Textanalysis in TranslatigfAmsterdam, Rodopi, 1988.
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the individual's comprehension of the source tiw, text's inherent ambiguity

or lack of clarity and the translatability of thext into different languages at the

different levels (lexical, syntactic, semantic gandgmatic).

The lack of awareness of such distinction itecé¢d in the type of “problems”

chosen. Their choices and judgements are infornyetthds fact that their training is
mainly focused on active translation, while the Igses they carry out require
passive translation skills. Probably, students tendst apply the principles they are

most accustomed to, so that the choice of transigiroblems is oriented towards a

well-tested process of spotting and solving anviadial difficulty. The table below

illustrates the distribution and frequency of pehs.

GENERAL GENERAL SUB-CATEGORIES/ GENERAL
TRANSLATION PROBLEM/TOTAL NUMBER PROBLEM/SUB-
PROBLEM/NUMBER NUMBER OF CATEGORY %
OF THESES THESES %
Cultural references and 66.6% Social terminology: 1 7.1%
realia: 14/21 Food and drinks: 6 42.8%
Units of measurement: 57.1%
8 64.2%
Entertainment: 9 64.2%
Geographical names: 9 78.5%
Proper names: 11 35.7%
Institutions: 5 7.1%
Quotations: 1
Allocution: 4/21 19.0% Allocution: 4 100%
Humour: 7/21 33.3% Humour: 2 28.6%
Puns: 5 71.4%
Idiomatic expressions 52.3% Slang: 2 18.2%
11/21 Idioms: 9 81.8%
Local accents: 10/21 47.6% Local accents: 8 80%
Foreign accents: 2 20%
Speech impediments: |1 10%
British vs. American
English: 4 40%
Black English: 2 20%
Multilingualism: 7/21 33.3% Multilingualism: 7 100%
Register: 12/21 57.1% Register: 9 75.0%
Colloquialisms: 5 23.8%
Foul language: 8 66.6%
Collocations: 1/21 4.7% Collocations: 1 100%
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Equivalence: 1/21 4.7% Equivalence: 1 100%
Metaphors: 1/21 4.7% Metaphors: 1 100%
Songs adaptation: 2/21 9.5% Songs adaptation: 2 %100
Subtitling strategies: 33.3% Subtitling strategies: 7 100%
7/21
Internal and external 23.8% Internal and externa 100%
written language: 5/21 written language: 5

Table 2: Topics discussed by students and their frequency

Cultural references/realiaa topic very often discussed is how to translate
cultural-specific items. This category includes dpalrinks, geographical names,
institutions, games etc. All of these elementstaken as a@ priori issue, as if they
were always and indisputably causing problems @& dHaptation process. In this
way, sometimes examples are presented, although thenot much to say about
them, as if students felt they needed to menti@mtljust because they are in the
film. Another reason is that they consider certaroblems not because they are
relevant in that film but rather because they havesubjective difficulty in
understanding them. In cases in which adaptatidhedarget culture is required, i.e.
when such elements need to be substituted withvalgmts, made explicit or even
omitted, students do accept the fact that some kihdubstitution with a TL
equivalent (for example in the case of famous peoplypical food) is required, and
most of them tend to prefer localising strategidsich are also the most quoted.

The idea of deletion of some cultural items instapgears a viable solution
only in the case of subtitling; this can be exptairby the fact that all the students
analysing subtitles make use of Gottlieb's famotnateggies, which contemplate
deletion as well. However, this option is never trmred in the case of dubbing
even if deletion is certainly a viable (and oftesed) strategy. Probably students find
it hard to accept that some kind of loss in dubbirayy be unavoidable, although in
their introductions to AVT they do maintain thatagmatic and communicative
equivalence are of primary importance in films.STdichotomy probably reflects the
fact that students have not fully developed thainglational competence yet, as they
still put fidelity to the ST at the top of theistiof priorities.

Wordplay/humour a further object of discussion is the impact afmorous

utterances and the strategies used to render tSardents agree on the fact that
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humour is not universal and that effect is to besprved even to the detriment of
semantic field (unless there are evident visualstamts). Sometimes however,
students mistake wordplay for another phenomenodoonot see some potential
renderings.

Idiomatic expressiongmany theses cope with the translation of idionasnf

one language/culture to another. As in the previcase, students do realise that
pragmatic/communicative equivalence needs to b&empeel to a literal rendering.
However, considering that translation is worth gsialg only when problems arise, it
appears that most of the idioms discussed arerratisy to render into Italian and it
seems that students discuss them because theyt #aow exactly what they mean
rather than because they are truly relevant; ogegnasubjective difficulty plays a
major role in the choice of students' case studies.
Local accentsthe presence of different linguistic variantshitthe same film

Is sometimes taken as the starting point for thelevithesis. In particular, students
focus their attention on the difference betweerti@®riand American English or on
one specific local accent relevant for the film.eyhoften survey the diatopic and
diastratic aspects of such variations, emphasigieg importance in the design of
characters and of their relationships. One of tiggdst concerns and most debated
aspects is — unsurprisingly — the problem of reindesuch variation in dubbing and
subtitling. As regards dubbing, the standardisexkmicof Italian dubbing actors and
the fact that local accents cannot be “translateduires the adoption of strategies at
a different level, typically semantic, in orderrender at least the diastratic variation
corresponding to that accent (if possible). Howgetee real challenge for students
seems to be subtitling. In a considerable numbethe$e essays this problem is
handled with a certain resignation, stating thatelcan be no effective rendering for
local accents because of lack of space and timeeMer, there are two factors that
students completely overlook: the possibility foe taudience to hear the original
soundtrack and their perceptions. The combinatibthese two allows viewers —
even those who are not particularly proficient mglsh — to perceive that characters
speak in a somehow different way. Moreover, we oaraxclude that an Italian
viewer watching a subtitled film might be willing taste the flavour of the original

or to improve his/her language skills.
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Multilingualism: some of the works analysed are (partially orrehyt) devoted

to the discussion of how the richness of films deaty different languages can be
preserved in dubbing. The solutions of Italian daeegare taken as the starting point
for students' critical observations. All of thene @ favour of adaptations preserving
the original multilingualism as much as possibld are ready to accept a mixture of
dubbing and subtitling as a possible solution. &secwhere Italian is one of the
languages of the original (as Anfish called Wanda its substitution with Spanish is

saluted as a suitable alternative (although sirgittould have been a viable option
as well).

This approach demonstrates students' linguistisigety towards the potential
communicative power that different languages haveerwthey are displayed
together. Moreover, this attitude shows that sttgldrave well understood the
interrelation between linguistic variation and secultural stratum and the options
available to preserve them in dubbing.

The observations provided so far can be furthepstpd by other studies
conducted on how language students cope with féxits/and their translation into
Italian. The first set of data is taken from an MthAesis (Jamaleh: 2008) analysing
the mental processes of 6 third-year students wialeslating a text into Italian by
means of Think Aloud Protocols (TAPS).

TRANSLATION PROBLEMS PERCENTAGE
Pragmatic/cultural problems 35.8%
Lexical/semantic problems 37.2%
Morpho-syntactic problems 27%

Table 3Common translation problems (Jamaleh 2008: 131)

According to this study, the most relevant fpeats encountered by students
are lexical and semantic, allegedly caused eitherabcompletely unknown
word/expression or by their difficulty in graspitite exact meaning of known items
in specific/new contexts. The parts of speech stisdénd it hard to cope with are
nouns, verbs and adverbs, i.e. the basic informat@rriers. These data appear
coherent with what has been found in the prelinyirsandy illustrated here. The high

percentage of students who find cultural referenaed pragmatics difficult to
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translate seem to find a correspondence with teéemnce of graduating students
for discussing such topics (66.6% discuss cultveéérences and 57.1% register
issues). Moreover, the lexical and semantic problencountered by the six sample
students mirror the relatively high presence (53.3% examples on idiomatic
expressions in the theses.

The second set of data comes from a surveyntiwcied on second-year
students during lessons on AVT in 26%d@n which active and passive translation
exercises with films were proposed to the classthatend of each lesstrstudents
were asked to fill in a short questionnaire witkliew to establishing whether these
exercises had increased their awareness on vaopuss. The results showed that
almost two thirds of the students were not famihéth the use of films for language
learning purposes, which is confirmed by the pattesed in the introductions to the
theses and by the presence of many backgroundng=adh the bibliographies of
their third-year fellows. When asked about the nielvant factor in the translation
of puns, almost 60% of the students answered tleaticity is definitely the first
requirement. This answer is probably influencedabgoncept of translation that is
still rather tied to an almost literal rendering teixts and which is also often
emphasised in the theses.

Another interesting datum is the students' readtathe question on what they
found difficult about cultural references: 42.3%swaered that it lies in their
difficulty in understanding them and their spegific so that they often need to be
deleted or totally reworked, and 31.9% said thatwas because of the
untranslatability of certain items. These answerrsto match graduating students'
attitudes towards the translation of cultural refees and the way they treat them
(i.e. as individual difficulties). Finally, whenkexd about the subtitled versions of the
films shown, they almost unanimously declared th#hough the original and the
subtitled versions were not equivalent, they cordegnough to understand the film.
Here we see that the second-year students' notiteqaivalence” is still based on

fidelity at word level, while graduating studentgpaared more tolerant towards

**panizzon, RAudiovisual translation and language learning: tHesign of translation exercises
based on the dubbed and subtitled version of MebBs Robin Hood: Men in Tights and Quentin
Tarantino’s Pulp Fiction Padova, unpublished M.A. thesis, A.Y. 2008/2009.

**The same lesson was repeated four times, as ssuderg divided into groups of about 40 people.

117



condensation and deletion strategies. This attitalgéd be the outcome of a better
understanding of subtitling techniques, thanks ttadents' in-depth readings and
concrete testing of such translation mode. The rkafde resemblance between the
results of second and third-year students fourtienother studies seems to bring us
to the conclusion that graduating students' lingui€ompetence only partly
improves in the last year or, alternatively, tha¢y need more inputs to become
better acquainted with the field of AVT.

One of the elements lacking in students' waska holistic perspective on the
films they analyse and, especially in the caseulfbihg, they hardly ever look at
compensation, as their comments are limited to iBpadtterances. Furthermore,
though they sometimes deal with potentially intengstopics, their description of
the problem is generally superficial, as more cobkl said and more acute
observations would be welcome. As one of their ni@jpics is dubbing, it would be
interesting to have works which not only provideealatives to renderings that are
considered unsatisfying in terms of linguistic aecy but also works focusing on
synchronisation. In other words, the options preposould be tested also in terms of
their concrete applicability, as if students wayeptit themselves in the shoes of a
dubbing director. Needless to say, the same cqptydo subtitles.

4.3.2 The pilot study

A pilot study was set up in order to test the fiordhg of the two pieces of
software installed in the language laboratoriesdesits' reactions to them and to
gather initial results about their translation ms& To this end, 18 third-year
volunteers of the degree course Linguistic andZaltMediation Studies were given
information regarding AVT and its most importanatigres at the beginning of the
trial. They were then exposed to activities overe¢hlessons, each lasting 90
minutes. Volunteers were divided into two groups of twelve and the other of six
people, according to laboratory availability anddeints’ schedule. No particular
selection criterion nor requirement — except fdvacparticipation and attendance —

were adopted, so the sample included learnersdiffgrent proficiency levels.
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The volunteers selected had not been previouslgriméd about the final
purposes of the study nor would they know anytlabgut the tasks they were going
to perform. When recruited, they were told thatythere going to participate in
experimental tasks involving the translation of télds with a subtitling simulator
for a research project.

Lesson one consisted of an initial profiling stage of an introductory activity
to LvS. Two profiling activities were carried owtne by means of a self-perception
questionnaire (see Appendix 2) and the other otrdmeslation of a short text using
Translog These two complementary tasks were aimed at rgpira better
understanding of students' perception of theirdia@ion performance, their actual
abilities in translating and to then compare them.

The questionnaire was deemed important in ordemgdther information
regarding both the characteristics of the samplstadlents and, most importantly,
their perception of their translation competendee Tirst type of questions was also
used as a distraction from the real purpose ofdiestionnaire and no specific
instructions were given to students but to filint The questions were designed on
the basis of the Translation Portfolio developedthet University of Padua and
trialled on undergraduate students of the degreeses in Linguistic and Cultural
Mediation since 2007. One of the main goals of Retfolio is to help students
develop awareness of their abilities in transladod improve them by setting targets
to achieve.

The second profiling activity consisted in a briefroduction on the use of
Translog afterwards, volunteers were asked to translat&5@word long text
(Appendix 3) on a general topic into Italian. The&ttwas taken and adapted from the
website of AITI (Italian Association of Translatoasd Interpreters), which offers a
range of sample texts of general nature in prejgardbr the association entry test.
The texts available focus on a number of generglic$o with no specific
terminological issues, which aim at testing tratskl overall linguistic and
translation competence rather than specific terlogyrelated knowledge.
Therefore, it was deemed suitable for the purpo$deke study. A further selection
criterion was the presence of a number of Rich t8amirroring the type of problems

found in the preliminary study, which were then lgsad and used to draw initial
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conclusions regarding their approach to solving mam translation problems such
as false friends, and syntactical and lexical issioreover, the data provided by
Transloglog files were used to assess the cognitive rhyahtearners.

The introductory activity to LvS — to which the sed half of lesson one was
dedicated — engaged students in learning the lhasationing of this tool such as
how to load an activity, play a video, look up tleles loaded on the document
viewer and enter subtitles. The video was displayitl English subtitle¥ to give
students a clearer idea of what a subtitled videalavlook like on LvS. The short
clip shown is an extract taken from episode 6 oiesel of the popular British sit-
com Fawlty Towers broadcast on BBC2 in the late 1970s. This clis walected
because it was quite unlikely for students to kihipwince it was never broadcast on
mainstream ltalian television and it is not vergengt. Moreover, it was deemed a
suitable content to introduce LvS because it ditl cantain particular linguistic
difficulties and dialogues were uttered at an ayerspeed — so that students could
focus on the software —, and its entertaining attarawas thought to provide an
anxiety-free working environment, so as to lowedsnts' affective filter as much as
possible. Students were invited to interact with fibur areas of which the software
consists and ask questions if they had doubtsalig@ms in preparation for the tasks
of the two following lessons.

All videos were adapted by using the video editeailable on Youtube to
anyone who has an account, however alternatives teoth as Windows Movie
Maker can be used. Communication with studentsaeitsf class was made possible
through the Moodle platform, currently used at theiversity of Padua by our
language centre for teaching purposes. The acamastpassword protected, hence
accessible only by the students enrolled in tha.tHlere materials (e.g. slides and
videos) were posted by the teacher and studentd seund their subtitled files.

Lesson two and three were structured so as to giidents through a four-
stage translation process. First of all learnersildvdbe given guidelines on the
general context of the video and instructions an ghbtitling task displayed in the

power-point presentation on the document viewerLe®. Further explanations

% The intralingual subtitles provided both for théopand the trial were spotted and written by the
author.
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would be given to the class if required. Seconthyg, video with English subtitles
was projected and watched by the whole class (somagtmore than once to ensure
full comprehension). Students were then asked awige an oral summary in order
to check comprehension gaps and invited to disedst they think might be the
most challenging bits to translate and how theyldoender them. The teacher here
provides only minimum guidance and facilitates groliscussion by asking students
to critically assess peers' solutions. Thirdlydstuts are invited to opéiranslogand
carry out the translation individually; if they rie#o, they can also watch the video
again. Once finished, they enter their subtitled w8 and watch their work. Finally,
students propose their translations, which areeptel for the whole class to see and
the video is replayed with the subtitles createdtoglents. These are used as source
for discussion and comparison, which is believetbster self-awareness, the ability
to rationalise and express thoughts, and to clijiessess own and others' work.

The two tasks proposed (see Appendix 8 and 11) wergder of growing
difficulty. The first one is an extract taken frothe American sit-confriends
(season 10, episode 2) and the second from anddhiésh BBC comedy,
Blackadder goes Fortfepisode 6). Both videos did not last longer thGrs8conds
and contained specific translation problems, whiare discussed in the pre- and
post-translation discussions. Theiends video and slides are part of the sample
activity designed by LvS developers and that carddenloaded from the project
websité’. This was considered suitable material for thet fisubtitling activity
because there was a very circumscribed set of gmuyl most of which required the
ability of adapting a number of puns that do noteha straightforward translation
into Italian. Moreover, a number of visual consitsi(i.e. what is being said is
linked to what is displayed in the video) and thezch to match subtitles with the
rhythm of utterances. TH&lackaddervideo was selected and designed by the author
on the basis of the criteria described in 4.1.4pdnticular, this video contained a

more varied range of issues and required more agdaadaptation strategies.

*" See the “Sample activity” folder at http://levisgr/index.php?option=com_docman&task=cat_
view&gid=100&Itemid=27 (last accessed 4/01/2013).
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The results of the activities and the preliminaondusions drawn from the
pilot study have been used to improve the methapgotd the trial and can be found

in Chapter 5.

4.3.3 The trial

The trial was designed on the model of the pilodgt though a number of
improvements were deemed necessary to enhancentstualalities, also considering
that more time and a larger sample were availdlle.study took place over ten 90-
minute-long lessons (one lesson per week) in wRiEstudents of the undergraduate
course in Linguistic and Cultural Mediation Stud{@8) and the postgraduate course
Modern Languages for International Communicationd afooperation (7)
participated. Among these there were both natiealsgrs of Italian (22) and foreign
students (5) of other nationalities, who have beetuded in the sample because
they are not visiting students who are still leagiihe language but permanently live
(and sometimes work) in Italy and are regularlyollad at the University of Padua.
Hence, their level of Italian was deemed sufficienbe able to perform all tasks like
their native speaker peers. Students were dividéa two groups because of the
limited capacity of the language laboratory andemgsed to fit their schedule. Once
again, no particular requirement was necessary oio fhe trial but active
participation in class and regular attendanceAppendix 1).

Similarly to the procedure applied for the pilaidy, students underwent initial
profiling. The text students were asked to traesldturing the pilot study was
reproposed since the problems (Rich Points), whath been initially identified on
the basis of the results of the preliminary styslpved challenging for students of
the pilot study as well. Translation problems wetentified to be used as Rich
Points on the grounds of what was considered tthée main characteristic. This
does not mean that the translation problem caneaidssified in a different manner
but choices were guided by what turned out to beemelevant for the purposes of
the study and on the basis of what was found irpteeminary study and confirmed

in the pilot study.
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Afterwards, students were introduced to LvS andutstions (see 4.3.2 for a
detailed description). However, in this case theofuction to LvS andranslogwas
completed on lesson two and students were alsareeto translate th&awlty
Towersvideo into Italian. As this video did not contany specific Rich Point but
was used only as a means for students to beconter letquainted with the
procedure, the translations provided were not ¢olpé@valuation. Unlike the pilot
study, here students were formally lectured onifipgopics in order to help them
grasp the essentials of the subtitling technique tarhighten their awareness of the
translation process. Hence, a power-point presentain subtitle line-breaking
(Appendix 18) and one on the semiotic implicatiohgsombining words and images
(Appendix 17) were delivered to students on legami’.

The first and the second translation activity dre same as those used for the
pilot study and so is the guided procedure followgdstudents, which characterises
the whole study. Hence students were first intreduto the content of the video by
consulting the power-point presentation on the elearea of LvS or with a short
oral presentation, they would watch the video afjether, discuss its content and
possible problems and solutions in their transtatido Italian, do the translation on
Translogand copy it to LvS, and finally compare and disctigeir translations as a
group.

Before moving on to activity three, students wergructed on the specifics of
the translation process and its stages with aqodati focus on background and
terminology research, which appears a particulardak spot in their preparation
(see Appendix 19). In fact, one of the aims of ¢hedy was to train students to
acquire a or improve their translation process mdep to reach a satisfying
time/performance quality ratio. Awareness of theiotss stages of the translation
process and of how to carry them out effectivelgesgps important also in the light
of the so-called “Basic Processing Concepts (BRG®. the major building blocks
of actions at the level of mental representatidbarl( et al. 2008:118). The theory

underlying these concepts is that “actions areessgted in functional terms as a

8 | am indebted to Doctor Dimitris Asimakoulas ofthniversity of Surrey for his advice on
providing students with such content at the begigmif the course.
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combination of action execution and the intended/@nobserved effect®. This
means that BPCs are the cognitive tools that allswo execute those complex
actions requiring a high level of expertise withoedquiring an additional cognitive
effort to control them. For example, this is whaippens when we learn how to
drive: the higher the expertise, the lesser thenitivg effort needed to perform all
the necessary actions. It is believed that the sanmeiple can be applied to the
translation of a text by breaking it down into preggive stages, which can be
learned and internalised.

When asked whether they were familiar with the etagf the translation
process and how to carry them out, learners gaxedrand sometimes contradicting
answers, thus somehow reflecting the great vaoé@gpproaches to the translation
process found in the results of the profiling tfatisn test (see 5.2.2). At the end of
the presentation, students were engaged in a landstivity, so that they could put
into practice the strategies discussed by analyaisfort written text and become
more familiar with background and terminology resbaThe text given to students

is the following:

How fracking caused earthquakes in the UK

In April and May this year, two small earthquakesck the UK near the town of Blackpool.
Suspicion immediately fell on hydraulic fracturingpown as fracking — a controversial
process to extract natural gas by fracturing tlieosading rock.
A magnitude-2.3 earthquake occurred on 1 Aprillofeed by a magnitude-1.5 quake on 27
May. Both occurred close to the Preese Hall dglligite, where Cuadrilla Resources was
using fracking to extract gas from a shale beq. [..
The link with fracking has now been confirmed byiatdependent report commissioned by
Cuadrilla, which states: "Most likely, the repeasaismicity was induced by direct injection
of fluid into the fault zone."

(Edited froxew Scientisd2/11/2011)

The possible issues in the translation of the vexte addressed by the whole
class and debate arose as to the type of resatugdEnts consulted in their research.

% |bidem.
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What became apparent during this discussion isgthatents find it difficult to tell
the difference between reliable and unreliable sssirwhen it comes to doing
research on the Internet. Much to their surpribe, quality and veracity of the
information found on Wikipedia or Wordreferencenist comparable to that of an
encyclopaedia edited by a scientific committee xgegts or of a dictionary whose
entries are created with the support of terminaisgilinguists, phoneticians etc. In
particular, not all students seemed to be awatbeofact that translating a text for a
target readership also entails taking respongibifior the reliability of the
information delivered. Legal and ethical issuegi@sit appears that translation is
still perceived by the majority of students asralaage-learning exercise rather than
a simulation of what they might be doing in theufet Internet can certainly be an
unprecedented source of instant information butenetything found in it is suitable
for the purposes of translating a text, hence #deglrio dedicate time to train students
on these aspects of the process as well.

The decision to present this content after the fiwe translation activities was
made on the basis of the principle of the progwessitroduction of new content and
tasks. Moreover, as can be inferred from the trgptsans of these activities, no
specific background or terminological knowledge estithan that given in the
introductory session was necessary in order toskaga the dialogues. Finally, the
videos chosen for activity three and four dealhwituch more specific content and
terminology, so that students could put into pcactvhat was learnt about subtitling
and the use of the two pieces of software throhghactivities and about translation
through the slides and the class discussion.

The material for activity three was taken from theutube popular-science
channel Bigthink, where videos featuring leadingesxs in various fields explain
domain-specific issues in layman terms. In the @ideosen, a theoretical physicist
explains the possible consequences of the rececbwiry made at CERN that
neutrinos might travel faster than the speed ditlid\ translation of this type of
content required precisely the kind of backgroumdl @aerminological research
previously discussed. Additionally, this time stattewere also asked to prepare the
English subtitles first, and then to translate th&@imus, the procedure followed for

this activity was the following:
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1. Students watched the video (twice) and werecagk@rovide an oral summary of
its content and support each other in trying toeusthnd it;

2. They were given the full transcript (see Appe&n3) and asked to do background
and terminological research both to ensure theypbetely understood the content
and in preparation for the translation of the téring this stage they could also
watch the video on LvS from their computers as ntangs as they wished,;

3. The results of their research were discussedass and special emphasis was
given to the quality and reliability of the souraesed through targeted questions on
the part of the teacher.

4. Students designed their subtitles following thedelines given to them on the
previous lessons and entered them on LvS, wheréG@him and TC-out were already
provided along with the video, so that students l[dvawt need to deal with the
technical aspects of subtitling.

5. Once their subtitles were ready, they loadedntlom Moodle, where a specific
activity folder was created. The teacher then cdedestudents' .srt files into
Translogsuitable files usingranslogSupervisor.

6. Students translated their subtitlesToanslogusing the notes they took during the
research stage.

7. Students' solutions were compared and discussgdss.

This twofold activity (subtiting and then transteg) was particularly
appreciated by students, who maintained that thise ghem a bigger sense of
empowerment and control over the whole processoitiniately, the time available
during the semester did not allow students to regeah activity, as the whole
process required almost three lessons to be cosaplet

Activity four was centred on an extract taken fr@@BC News at Six of
21/03/2012 and learners followed the procedurerdestin activity three except for
the English subtitling part. After having dealt wipopular science, students were
challenged with the translation of a piece of neagarding budget negotiations in
the UK and in particular with the possible insiibat of a 50p top-rated income tax.
Here again, learners needed to search for backdrmiaormation and terminology
before starting to translate and received the trgptson of dialogues (Appendix 15).
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Once completed this step, they proceeded to thesl&igon with Translog which
was then object of discussion in class.

Finally, learners filled in an end-of-course quastiaire (Appendix 20) in
which they were asked to assess various aspeti® @ourse such as working with
the two pieces of software, the usefulness of lagrthrough subtitling, the contents
delivered, the quality of the teaching and the iotjmen their translation process.
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CHAPTER 5
Results of the analysis of the pilot study, the tal and the

end-of-course questionnaire

The present chapter will describe in detail theultesof the pilot study and of
the trial. For the seek of clarity, the data preddn tables and figures will be
described and discussed in order to provide thelereavith a key to their
interpretation. However, the connection of resuligh the research questions
outlined at the beginning of this work and the allelinterpretation of their
significance for the purposes of this study willdesalt with in Chapter 6.

5.1. Results of the pilot study

The pilot study had the purpose of gathering prieiary data on students’
perception and performance in translation, besidsting the correct functioning of
Translog and LvS. Since it consisted of only three lessons, substantial
improvement was expected, hence the analysis aBblas described in 4.1.5
(translation process management, translation pmoblenagement, quality of the

translation product and quality of results) wascaotied out on pilot study data.

5.1.1 Self-perception questionnaire

A self-perception questionnaire (see Appendix 23 wdministered in order to
gather information on the sample of participantd tne way they see various aspects
of their translational performance. Questions 1Bt to 8° were used to gain a

profile of the sample as well as distractors, sd #tudents would not understand the

%0 1. What is your native language/s (L1222 Which are your second languages (L.32?How long

have you been studying thejr® What do you usually do to improve your translatkills? 7. Have
you ever taken translation courses outside youreusity?; 8. Have you ever worked as a translator
(for a company, during a job placement, etc.)®]fdescribe your experience briefly.
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real purpose of the questionnaire, and. As farhasl¢arners' general profile is
concerned, the questionnaire showed that 100% e thre native speakers of
Italian; they all study English as L2 and at leasbther foreign language among
French (61.1%), Spanish (50%), German (44.4%),ugadse (22.2%), Russian
(16.6%) and Serbo-Croat (5.5%); 11.7% have beettystg English for 5-8 years,

another 11.7% for 8-10 years and 76.4% for mora th@ years. Finally, 94.4%

never took translation courses other than thoserexdf by their university and none
of them ever worked as a professional translator.

In question 4 students were then asked to rate EMNIT translational skills in
source-text analysis (4a), research backgroundnrdton and terminology (4b),
translation process (4c), and revision (4d) respelgt on a scale from 1 (lowest
level) to 3 (highest level). In all the four staggghe translation process the majority
of students rated their competence as averagd @¢yeg.10). This means that they
thought they were capable of carrying out all oé ttequired tasks in quite a
satisfactory manner. However, such perceptionsappecontrast with the results of
the profiling translation task during which studehiad an uneven performance in
their approach to translation: in some cases thengable to solve the problems at
hand but in many other cases they did not recoghiaethey were faced with a
similar problem and struggled to overcome it olefi

[
[ JEFIR
el 2
Level 2
0+
43 40 dc &d

Fig. 10: Students' self-perception of their translationalsk
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In question 5, volunteers had to rank seven comtraorslation problems (see
fig. 11) from most to least difficult. In particulathe problems were: syntax (pink),
style (light blue), register (purple), pragmaticgreen), puns (yellow),

lexis/terminology (orange), cultural referencesvfna
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Fig. 11: Rating of translation problems.

The vertical axis of the graph indicates the petags of students who ranked a
certain problem in the same way, while the horiabaixis refers to the difficulty
associated with it, where 1 indicates the highest @ the lowest difficulty. For
example, if we look at column 1, we can see thatemiban 40% of students rated
puns (yellow) as the most difficult translation Ipiem, while lexis and register are
mostly ranked as minor problems.

A closer look also reveals that the majority ofurdkers considers puns and
cultural references as the most challenging aspeastext, since these occupy the
biggest part of the left-hand side of the grapithiamiddle we find style, pragmatics
and syntax, which seem to be perceived as importAough still manageable.
Finally, the right-hand side of the graph has avalence of register and
lexis/terminology meaning that students considees¢h issues of secondary

importance.

5.1.2 Translation test

The second profiling task, i.e. the translationnfr&nglish into Italian of a

short passage (see Appendix 3), was designed kodbbow students deal with a
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concrete text and then contrast the results wigr fherceptions. The text submitted
consisted of 967 characters including spaces (1%0dsy and students had
approximately 20 minutes to perform the task. Theadanalysed were taken from
the statistics automatically produced bsanslog regarding total user events, text
production and elimination, user events per mirartd text production per minute.
What can be inferred from this set of data is yjpe tof “relationship” they have with

texts, meaning how much they produce and deleténandquickly. The mean values

of students' performance were calculated and peaVvilde following results:

Total user Text Text User events | Text production per
events production elimination per min. min.
1876.33 1402 236.16 85.07 63.98

Table 4: Mean values of students' performance in the pngfiactivity

What appears particularly meaningful here is the&t tproduction/text
elimination ratio, which amounts to roughly 1/6 (@.84%). This means that one in
six characters is erased when typing, hence stsideaim to do a substantial amount
of rethinking and re-elaborating. This, in turndicates a still uncertain attitude
towards the solution of problems (false friends apdtax) that should no longer be
problematic at this stage of their studies. Morepegen if Italian words tend to be
longer than English words, the average number diratdters produced after
subtracting the characters eliminated is still saftgally higher than the characters in
the original text.

As mentioned in the description dfranslog (4.1.1), this also provides
information as to the duration and position of @musThis means that we can
actually see at which point of the text studentgsed to think and how long for. In
this way, if we assume that a pause indicates angiat problem or difficulty, not
only can we see what they find most challengingdis® how they go about texts.
By comparing the results of pauses with what sttgdetated in the questionnaire, a
number of discrepancies become evident. While thffiymed being quite well
versed in the preliminary stages of text analysid that lexis was not an issue,
according to the data yielded Byanslog only 61.1% of students read the text
before starting to translate, hence another 38.%8ftesl typing without any
knowledge of the topic or the context. Interestnghis difference in approach also
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corresponds to two translation styles: those whased before translating made a
much lower number of lexical errors and managetidat the false friends inserted
as indicators correctly; conversely, those who imistely started writing were
subject to a higher number of lexical errors, @erated the text much more and
were evnetually much slower translators than therst

As we can see, self perception and actual perfacmaid not always match.
Although 88.8% of participants stated they haveaye skills both in the source-text
analysis and background research stage, almosid4086t even read the text before
starting. Moreover, 72.2% of participants statedt tthey can select appropriate
terminology: accordingly, this is at the low endtbéir list of problems. However,
many students encountered difficulties in solviegrinological issues in the text

(they either paused or provided incorrect rendearimgboth).

5.1.3 Results of activities

In lesson two and three students were asked telatenaudiovisual texts taken
from the American serieBriends and the BBC comedflackadder Goes Forth.
Before starting to translate, students were givackground information regarding
the video and the task through a slideshow loadedhe viewer of LvS and the
teacher showed the video once or twice for grogwiig. A discussion regarding
the most salient points of the text followed.

Below are the mean values of students' performaesalting fromTranslog

statistics.

Activity 1: Friends (436 characters, spaces included)

Total user Text Text User events per| Text production
events production elimination min. per min.
978.13 584.1 106.2 55.62 38.84

Table 5 Mean values of students' performance in activitg.
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Activity 2: Blackadder (1027 characters, spaces included)

Total user Text Text User events per| Text production
events production elimination min. per min.
1873.15 1381.8 234.7 95.72 75.04

Table 6: Mean values of students' performance in actitvity.

In activity one, the text production/eliminationticais 5.5, hence slightly
higher than that of the initial task — which wag@sely 5.9 — and of activity two.
This means that in activity one 18.18% and in dtgtitwwo 16.98% of the characters
typed in were subsequently erased either durinfjimigaor end-revision. However,
in activity two students produced substantially entext per minute and erased less
than in activity one in proportion to the length tbke source text. It is quite clear
though, that these data cannot be interpretedcésaasign of improvement both for
the limited duration of the study and the lack osfptreatment tests, as this was not
the purpose of the pilot study. Still, the positresponse of students to the type of
activities proposed with LvS anfranslogand along with the software information
gathered regarding the students' profile and tadiosl style were considered an
encouragement enough to refine and improve the adetbgy and the material for

further testing on a larger sample and on a lotiger span.

5.2 Results of the trial

5.2.1 Self-perception questionnaire

Just as in the pilot study, students who voluntbéoe the trial filled in a self-

perception questionnaire (see Appendix 2). Belatlae results of each question.
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Q1: Native language (L1)

Native language
100,0%
80,0% -
60,0% -
40,0% -
20,0% -
- 1

Fig. 12Native language(s) of the trial group.

The composition of the sample of learners partiangain the trial is somewhat
different from that of the pilot study, where atludents were native speakers of
Italian. Here, 5 volunteers out of 27 (18.5%) ameign students (3 from Romania, 1
from Spain and 1 from Croatia) and were acceptedhm trial because they
permanently live in Italy and are enrolled at theivérsity of Padua, hence they are
considered fluent enough to be able to transldte Italian like their course mates,
with only some minor spelling or collocation erroMoreover, all students of the
degree course in Linguistic and Cultural Mediatiwa expected to pass an English to

Italian translation exam in their third year anyway

Q2: Second language(s) (L2)

Second language(s)
100,0%
80,0%
60,0%
40,0%
20,0% -
| =

Fig. 13 Second languages studied by trial group.
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Students are required to be fluent in at least toreign languages of their
choice. The graph above shows that 8 differentdaggs other than English are
studied, though Spanish (60%), French (33.3%) aedn@n (23.3%) are the most
popular among students, which also reflects theeiggnirend in the undergraduate

and postgraduate degree course.

Q3: Years of study (English only)

Years of study

100,0%

50,0%

A Ans |
Fig. 14:Years of study (English only).

The majority of the students participating in th&lt (86.6%) have been
studying English for more than 10 years, while ddlyeople (10%) between 5 and 8
years and one person between 8 and 10 years (313%¢w of this trial it was very
important to test a sample that did not includeiroegrs or intermediate learners,
considering the complexity inherent to the tramsfatof audiovisual material, as

suggested in previous case studies (see sectidn4).2
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Q4: Translation process

En-Ita translation process

100,0%
80,0%
60,0%
40,0%
20,0%

0,0%

ST analvsis Research info & Transl brocess Revision
Fig. 15:Self perception of performance in the translaticocpss.

The results of question 4 show that — similarlyrésults in the pilot study —
learners tend to rate as average their competensgurce text analysis, background
information and terminology research, translatioocpss and revision. However, the
trial group appears much more self-confident irgstawo and four than the pilot
study group. This datum might be partly influenbgdhe presence of students of the
postgraduate course, who can count on a longeriexge in translating. However,
this is not enough to justify a striking 90% ofdmts stating that they can “research
background information on general and special lagguabout contemporary
problems; carry out thorough searches of cultungabddexis and general language
used to express attitudes and viewpoints; seardhsardy standard terminology”.
Equally striking appears that no-one ticked levehlthis answer.

The experience of the trial will then partly coruhis perception, as learners
often found themselves at odds with selecting gppaite sources and terminology
during the guided orientation stage and expresseplgxities when told about the

necessity of singling out reliable sources fromrttege magnunof the Internet.
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Q5: Classification of translation problems

100%
90%
80%

70% I

60% —
50%

40% I

30%
20%

0oz _ -
Fig. 16: Rating of translation problems difficulty.

The trial group's perceptions on the difficulty thie seven problems listed
appears only partly similar to those of the congobup. Puns are rated as most
difficult by more students here and occupy the égjgpart of column one. Cultural
references are also perceived as particularly ehgihg, while the opinion of
students on the difficulty of lexical/terminologigaroblems appears quite mixed. In
fact, exactly the same number of people rated thestnand last on the scale from 1
to 7, and if we compare the first three positiorithwthe rest of the chart, we can see
that there is almost no difference between theimeritThis means that half of the
students finds these problems amongst the mostudiffparts of a text while the
other half finds them least difficult. These twanalst opposite stances on this issue
might be originated by a partial lack of trainimgterminology management, which
is hence either perceived as extremely challengingt problematic at all.

Problems linked to pragmatics are mostly in thetre¢rrea, thus indicating a
perception of average difficulty while syntax is stlg present in the first half of the
graph. Finally, register and style seem to be $sestudents as quite manageable in

comparison to the other problems.
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Q6: Extra activities

Extra activities

100,0%
80,0% -
60,0% -
40,0% -
20,0% -

0,0% -

Transl Transl Watch Other Rea

Fig. 17Extra activities.

Question 6 asked students what they do to imprdwr ttranslational
competence. Apart from following translation cles$@0%) we can see that almost
the totality of the learners participating in thelt are already familiar with the
benefits brought about by watching films in a fgrelanguage. Books are also very
popular in developing translational knowledge (80%pwever, only one person
took extra translation classes at another uniweesid only 10% of students stated
that they read translation journals, the latterngeusually an activity students
become first familiar with during the writing ofein B.A. theses if they choose a

topic in translation studies.

Q7: Extra translation courses

Extra Translation courses

100,0%

80,0%

60,0%

40,0%

20,0%

Fig. 18:Extra translation courses.
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The majority of students (96.7%) has never takensiation courses other than
those in their curriculum, which indicates thastbes not seem to be an alternative
that students take into consideration when it cotnemproving their language and
translation skills but rather prefer light and mergertaining ways of learning during

their spare time.

Q8: Professional experience

Professional experience
100%
80%
60%
40%
20%

Fig. 19Professional experience.

As we can see, only 13% of volunteers maintain tivay have had some kind
of professional experience as translators. Howatehould be pointed out that the
type of experiences described by students arénated in time and in the extent of
their tasks. Among these are for example job placgsin translation agencies or in

companies, or occasional small-scale freelance jobs

5.2.2 Translation test

After completing the questionnaire, students mowedo the second profiling
task, i.e. the translation of a short passageltat@an. Prior to data processing, every
student was assigned a code consisting of theldittstr of their name and the first
two letters of their surname. If the student ateehda “Laurea Magistrale”
(postgraduate course), then an “M” was added aetiteof the code. This method

was preferred to the random assignment of numbeletters, in order to make the
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subject immediately recognisable by the authorrdutine elaboration of the statistics

though without breaching their anonymity when pstulng the results.

5.2.2.1 Cognitive rhythm of the translation test

As discussed in the previous section (4.1.5), drthe variables calculated in
the study is the so-called “cognitive rhythm”, itke duration of the three stages of
the translation process as displayed inThensloglog files. Below are the results of
the profiling translation test for each stage. #se students did not manage to save

their files, the sample of translations availallednalysis was 25 instead of 27.

Orientation:

Orientation - Head and Heart

20%

15% A A
ey I\ \ A /é

< € I KK 505 S 0K O @ > @ O © - <K @ © O

Fig. 20: Translation test - orientation - Head and Heart.

The amount of time dedicated to read and understia@dext is subject to
considerable variation within the sample. Yet we sdlate two different orientation
styles among learners: those who spend betweenat@?d 7% of the total time of
the translation reading the text (red dots) andeHearners who almost seem to skip
this stage altogether (blue dots). The latter spwads to 84% of the students
surveyed, who dedicate less than 10% of the tiotel to orientation.

The fact that so many students approach the titzorslaf a text in a such a
varied and “straightforward” manner indicates thtatdents lack what could be called

a systematic translation routine and approachpgtosess in a rather intuitive way.
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Such attitude might also be connected to the woravbrd approach that was also
found in students' theses, as those who do not ttales to read the text tend to
translate very small chunks of text and then gdklkiacthem almost immediately

once they realise they meant something differerthat they were part of a longer

phrase.
Drafting:
Drafting - Head and Heart
100%
80% - = AN
60% A\ -y
20% Y N/
o
20%
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Fig. 21: Translation process - drafting - Head and Heart.

The second stage of the translation process, dgaflso reveals a certain
variety, though not as striking as in the previoase. A first look at the table above
immediately shows that the majority of studentsnsigemore than 50% of their time
writing the translation.

A closer look shows that one group of students (L6pe&nds less than half of
their time writing (green dots), while another 2@@ends between 50% and 65% of
the total time available (blue dots) and one (642@ven above this percentage (red
dots). The time subjects of the first group (Far\ta, Sza and SsaM) devote to
drafting almost equals that of end-revision (sdxetdelow) while not much time is
spent on initial orientation. The duration of tlrafting stage of the second group can
be considered in line with a standard rhythm, whiléhe third one students take far
too long drafting the text and, again, spend mbst@time left doing end-revisions.
Hence, the cognitive rhythm of the majority of stnts appears uneven either
because too much time is devoted to end-revisiah \ittle or no orientation or

because too much time is taken to draft the text.
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End-revision:

End-revision - Head and Heart
60%
50%
40% A ) {
30% -
20% - \
10% u £
O% I I I I I I I I I I I I I I I I I IM

Fig. 22: Translation process- end-revision - Head and Heatrt.

This table too shows that the way students go akadtrevision in quite
different ways. In this case as well we can idgrdifferent cognitive rhythms: those
who revise for less than 20% of their translatiomet (36%, green dots), those who
invest between 20% and 25% of their time — whiclcasisidered the standard
duration of revision in proportion to the whole pess — (12%, blue dots), those who
take between 26% and 40% of their time to revigéq2yellow dots) and finally the
students who dedicate more than 40% of their t@884, red dots).

No group numerically prevails over the others, hesvethe biggest part of
students clearly take too long to revising theansiations. This fact might also be
connected with the insufficient time dedicated tiemtation, so that students need to
reorganise their translation after the draftinggetaecause they did not take enough
time to look at the text as a macro unit and fulhgerstand the connection between
its elements. As can be inferred from the log fildaring the end-revision stage
many students changed those parts of the textvibed initially drafted without
having a bigger picture of the context. Once comepléhe drafting, students gain a

broader perspective on the context and make adgudam
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5.2.2.2 Assessment of Rich Points

The text students translated for the profiling \attiwas also assessed using
Rich Points (cf. 4.1.4 and 4.1.5). Each point isleated according to how many
seconds students pause to translate that poitite toumber of re-elaborations and to
the degree of acceptability, which is assessed sgase from 0 to 3. A second
evaluation round was carried out on the qualitytr@ translation of Rich Points
(acceptability) by an external evaluator in orderprovide a more balanced and
objective assessment of students' initial perfoceamppendix 4 containes the
complete list of tables relating to each studemg&rformance. In case of
disagreement, the score given by the second ewalisandicated in red and the final
score is in blue. The mean value of acceptabiligs wvalculated considering the
scores resulting from the mediation between thedwaluators (blue scores).

The mean value of the variables related to proaasdsproduct is presented in

the table below.

RP | Mean value of | Mean value of Mean value of
pauses (in sec.) re-elaborations acceptability

1 11.64 0.64 0.44

2 26.36 0.44 1.04

3 17.72 0.32 1.24

4 68.68 1.92 1.72

5 10.4 0.24 1.6

6 6.24 0.2 2.56

7 17.92 0.44 1.2

8 1.4 0.04 2.16

9 4.4 0.08 2.48
10 24.32 0.64 2.2

Table 7:Mean values of process and product results - HeddHeaart.

If we look at the type of Rich Points selected fiois text and at students'
performance, we can see that, while the averagebeuwt re-elaborations is very
low (mostly below 1), there is considerable vaaatas for the length of pauses and
acceptability.

In the case of lexical problems (RP1, RP2, RP3, B and RP10) pauses
range from 10.4 seconds to 24.32 seconds and abdédgtappears to be between
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0.44 and 2.2, which means that most lexical problestored an average
acceptability around 1. Hence, most solutions psedowvere considered acceptable
only because they conveyed the meaning of thehtgixtlid not meet the other two
criteria (correct function and appropriate langyayée can say that students do not
make particularly long pauses, reformulate theit teery little but do not come up
with fully acceptable solutions.

As for false friends (RP6, RP8, RP9) pauses apjoebe very short (between
4.4 and 6.24 seconds) and the re-elaboration satéose to zero. However, in this
case acceptability is definitely higher with albses above 2. This indicates that the
translation process for false friends is smootHu(gms are provided quickly and
with confidence) and most of the times the produeets two or three criteria out of
the three used to rate acceptability (p. 97).

Finally, the syntactical problem (RP4) required libregest pause, certainly due
to its greater complexity for it demanded the retarction of a whole sentence, a
fact that is also mirrored in the higher re-elatiorarate. However, acceptability is
on average less than 2, meaning that a high nuofb&®udents managed to convey
the overall meaning of the sentence but withoutdeeing it with appropriate
language and function.

5.2.3Results of activity one:Friends

The first activity of the course was taken from pegular American sit-com
Friends The results shown below report the values ofesttgl cognitive rhythm and
the data related to the process and product of tnemslations. The volunteers

participating in this task were 23 (0.85 dropouie)a

5.2.3.1 Cognitive rhythm (drafting and end-revision

As the orientation stage was always carried owt gsoup task, all results on

cognitive rhythm refer to drafting and end-revisidimis type of procedure has also
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had a particularly evident effect ofransloglog files, where the drafting stage
started out after a few seconds. For this reasorgcceptable drafting/end-revision
ratio is estimated to be around 20%-35%, i.e. oh@fshould take approximately
65%-80% of the total amount of the time recorded tanslog

Drafting:

Drafting - Friends
100,00%

N | A ‘
o | N N\ LN
40,00% y

20,00%

. N NNoL - : :
Fig. 23: Translation process - drafting - Friends

The data in the table above suggest that a highbauwf students still devote
too much or too little time to drafting in companswith revision. The red dots in
the table indicate productions taking over 80% i translation time (26.08%),
while green dots account for productions lower t68%6 of the total time (39.13%).
Hence, only 34.78% of students display what is dmned a standard drafting/end-

revision ratio.
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End-revision:

End-revision - Friends

80,00%
60,00%

o A A A 7N

0,00%
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Vta
JtoM

Fig. 24: Translation process - end-revision - Friends.

These are the corresponding percentages of enslaevior each student.
However, we should remember that there is a difieeedbetween online revision and
end-revision, the former consisting of all the apegmade during drafting while the
latter relates to all the editing procedures dfi@nslationing has been completed. For
this reason, the data above show that there aderss who probably do a great
amount of online revision (i.e. those who have hilgafting percentages) and those
who draft their text relatively quickly to then rse it thoroughly afterwards. This
reflects the two basic translation styles adoptegrofessionals too, however certain
percentages of end-revision are considered fatowgsome last only few seconds)
or too high (they last longer than the draftinggsjato be included in either of these

two translation styles.

5.2.3.2 Assessment of Rich Points

RP Mean value of | Mean value of | Mean value of
pauses (in sec.) re-elaborations | acceptability

1 103.17 0.6 2.82

2 111.04 0.91 2.39

3 71.21 0.47 2.39

4 242.04 1.91 2.34

5 142.6 1.13 2.65

6 38.91 0.26 2.34

Table 8Mean values of process and product results - Fsiend
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The translation of the extract taken frdfmiends contained two different
categories of Rich Points: puns (RP1, RP2, RP3,, FRbE) and lexis/register
(RP6%. In the first case, students were expected teaterthe general effect of the
original chain of puns and keep the coherence antergjements. The key word of
the pun was “love” and to each letter was assatiateord beginning with that letter
(for example “L is for Life”). The difficulty stud#s were supposed to overcome is
that the Italian for the four-letter word “love” the five-letter word “amore”, with
evident repercussions on the organisation of $ebtiMoreover, it was important to
preserve at least part of the original meaning,thes whole situation displayed
revolves around this pun. An additional difficulyas the strong visual and aural
constraints present in the video, as the protagjemgmics and acting contribute to
the humorous effect and required special attentiorthe design of the Italian
subtitles.

The amount of pauses required to elaborate sokitmithe chain of puns goes
from a minimum of 71.21 seconds to a maximum of.@4Zeconds, though the
number of re-elaborations is substantially low. sThmeans that students take
relatively long to think about a solution but mdk& changes to what they write.
Such long pauses might also be correlated to teeifsptype of problems present in
the task, which not only require adaptation sKillg also a certain deal of creativity
in order to keep textual coherence. The acceptalidite of puns is then between
2.34 and 2.82, thus showing that the translatioosiged very often met the criteria
discussed above. Hence, students need time tdat@nsuns, hardly ever change
their translations but come up with quite satisiacsolutions.

As for RP6, the translation of the word “dude” reqd the ability to find a
word or expression with a corresponding meaningragdster, also considering that
Italian does not make such extensive use of agpeltaas English. Here again,
students hardly ever changed their first solutiand on average required almost 40
seconds to translate it. The acceptability rate esubstantially in line with that of

the rest of the text.

61 Cf. Appendix 8.
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5.2.4 Results of activity twoBlackadder goes Forth

Activity two was again centred on an extract takem a comedy, though this

time the typpes of problems were much more varretithe level of difficulty of the

video was definitely higher.

5.2.4.1 Cognitive rhythm (drafting and end-revision

Drafting:
Drafting - Blackadder goes Forth
100 \,o—o./\
60,00% V¢ Yr
40,00%
20,00%
0'00% T T T T T T T T T T T T T T T T T T T T T
S ®@ESS 28 L2 8B 8 EESET R3S B
%>&-§§§8—>mm§§2<gg£§8‘§mu
L - = S i

Fig. 25: Translation process - drafting - Blackadder goesh-o

The data from activity two suggest that the incedasdlifficulty of the text

might be connected to an increase in the duratidgheodrafting and online revision

stages. In fact, the number of volunteers who deddc more than 80% of the total

time to it is 60.86%, almost three times more thaactivity one, with a consequent

decrease of those who take less than 65% of theslateon time without the
orientation stage (13.04%). This leaves only 26.08f6people with what is
considered a standard drafting time.
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End-revision:

End-revision - Blackadder goes Forth

50,00%
40,00%

30,00%

20,00%

Y

0,00%

Fig. 26: Translation process - end-revision - Blackaddesdeath.
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A consequence of the spikes in drafting times s ¢kear decrease in the

duration of end-revision, which in this case ldstsveen 0 seconds (student MpoM)
and 03:11 minutes (student Sve). Only two peoplé9®) have exceeded the 35%

limit of end-revision duration. This datum alongthvihe recordings available from

Translogindicates that the majority of the trial grouppesded to a more difficult

task by concentrating on getting the translationedand spending a considerable

amount of time to design solutions and then shoetlyead their final product.

5.2.4.2 Assessment of Rich Points

RP Mean value of | Mean value of | Mean value of
pauses (in sec.) re-elaborations | acceptability

1 61.52 0.91 1.04

2 59.08 0.30 0.91

3 18.95 0.26 2.6

4 115.73 0.5 2.04

5 51.26 0.65 2.34

6 7.17 0 291

Table 9Mean values of process and product results - Btiddsagoes Forth.
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The increased difficulty of the video material pided in this activity seems to
have had an impact on students' performance irslatimg certain lexical items
(RP1, RP2). Once again, the mean value of re-adéibas is below 1, though the
time taken to translate these two items is arouhdegonds. The acceptability rate of
RP1 and RP2 is around 1, which means that, on gegistudents were able to
understand and translate the meaning of theseanttes but without rendering them
in fluent Italian. As for the first one, the expsems “there-not-being-a-war-on” and
“there-being-a-war-on” were selected as Rich Poibecause this type of
nominalisation does not occur in lItalian, whileappears to be quite common in
English. What some students did was to translaten thimost literally, thus only one
point was awarded, considering that such structwoelld not be considered
idiomatic by an Italian audience. The second RidmP(“vile Hun”) scored the
lowest, indicating that while some students manaigettanslate it correctly, the
majority proposed unacceptable solutions (see gablech are in Appendix 11) and
did not change them (as shown by the 0.30 rate-efaborations), thus suggesting
that they were happy with their first translatigkithough students could not use
dictionaries, the introduction to the activity walso used to clarify possible doubts
about the meaning of the words in the text throagtollaborative comprehension
process. Hence, all unknown terms were either exglaby a peer who knew them
or by the teacher; moreover, students were suppimsbd somewhat familiar with
the historical context (the causes of World Wasfijhe video.

Although RP3 - the idiom “mad as a bicycle” — doest have a
straightforward translation into Italian, there aeveral idioms expressing the same
idea (e.g. “matto come un cavallo” — as mad asraehe, “matto/pazzo da legare” —
so mad that s/he needs to be tied up — etc.). fdirg does not seem to have been
particularly challenging as demonstrated by thertshwerage pause, the low re-
elaboration rate and the 2.6 acceptability score.

Finally, the chain of puns (RP4, RP5, RP6) was authdoubt the most
complex task contained in the video. In fact, shislevere supposed to recreate a
line containing both the humorous effect and somgthbout the historical truth on
the main cause of the war (the assassination ohduice Franz Ferdinand of

Austria). RP4, which contained the first half oktpun, was definitely the most
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challenging as demonstrated by the long averageepélil5.73 seconds), though
students seem to confirm their tendency to thinkuatvarious solutions and then
write down what they consider the most satisfying,anaking very few corrections
afterwards. The second part of the pun appearsdctesplex to students, who took
less than half the time to solve it (51.26) comgarethe first part. Finally, the last
Rich Point required to propose a solution cohereitih the rest of the pun. The
acceptability scores of these last three Rich Bominges from 2.04 to 2.91,
suggesting that in spite of the difficulty most wateers managed to provide either a
fully satisfactory solution or a 2-point solutiahat is they conveyed at least part of
the expected effect.

5.2.5 Results of activity threeEinstein

Activity three was preceded by an introductiontie stages of the translation
process and background and terminology researeh Appendix 19), which also
included a hands-on activity with a written texhtaining specific terminology on
fracking (see 4.3.3). The volunteers who parti@dah this activity were fewer than
those of the previous ones (17), with a conseqdegout rate of 26.09.

The audiovisual text students were confronted vaighonged to a different
genre, namely popular science. The reason why td¥s was chosen was the
abundance of specific terminology and the topie f&cent discovery by CERN that
neutrinos might travel faster than the speed dft}igwith which students were not
familiar, thus ensuring that they carried out thekyground and terminology research

needed.
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5.2.5.1 Cognitive rhythm (drafting and end-revision

Drafting:

Drafting - Einstein

100,00%
80,00% A *\ /\/\/AV%A
60,00% —<,/

40,00%
20,00%
0,00% :
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Fig. 27: Translation process - drafting - Einstein.

The statistics on the drafting stage of Hiasteinactivity reveal an apparent
decrease in excessively long drafting times in camspn to the previous activity. In
fact, only 35.29% of volunteers exceeded the 808éstiold set for drafting, while
only three students (17.64%) dedicated less th&f ®bthis operation. This means
that still more than half of the sample (52.93%j)di®to produce translations with a
non-standard drafting duration. However, there seam be a considerable

improvement if we look back to the profiling traatsbn activity (see 5.2.2.1).

End-revision:

End-revision - Einstein

50,00%
40,00% —~\ A
30,00% / \ &
20,00% -

\_/

10,00%

0,00% I I I I I I I I I I I IV"

Fig. 28: Translation process - end-revision - Einstein.
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As far as the duration of end-revisions is concgrnge can see that the
situation here too tends to display a higher numdbierstandard durations in
comparison to the beginning of the trial. In famt)y two students (11.76%) devote
39.25% and 45.81% of their total translation tinespectively to end-revision,
however the majority of learners who do not meet20%-35% ratio (41.17%) are
once again those who tend to revise the text veigkty before delivering it.

5.2.5.2 Assessment of Rich Points

RP Mean value of | Mean value of | Mean value of
pauses (in sec.) re-elaborations | acceptability

1 45.58 0.41 2.47

2 33.41 0.11 0.52

3 25.35 0.05 2.47

4 23.34 0 2.58

5 135.76 0.88 2.11

6 119.05 0.94 1.29

Table 10Mean values of process and product results - Hmste

The results obtained from the statistical analg$ihe Rich Points of this text
show that the students' approach to the lexicablpros relating to field-specific
terminology (RP2, RP3 and RP4) has slightly impdovim fact, the duration of
pauses is between 23.34 and 33.41 seconds and-#glaboration rate is very close
to zero. On the other hand, the acceptability afgpmance was very low on RP2
and almost entirely satisfactory for RP3 and RR iiegative results of RP2 might
be justified by the fact that students are not fgatiliar with the terminological
rigour required by technical and scientific tratiska, although they do have
previous experiences from their courses. The termuestion here was “quantum
theory” whose correct translation into Italian tedria dei quanti” and not “teoria
quantistica” as many learners wrote. The confupimbably arose from the fact that
both terms are used in current Italian, thougheithhical texts “quantistico” only
appears when it collocates with words like “camfiields), “luce” (light) or

“materia” (matter) forming terms such as “teoriaantistica dei campi/della
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luce/della materia” etc. but never in isolation“goria quantistica” without further
specifications. This led to awarding zero pointshimse who picked this solution not
only because it is not accurate but also becauskoived that some students were
unable to select reliable sources for their resgdrence the low average score. In
the case of RP3 and 4 instead, we see pausesatgerskelaborations were almost
inexistent and on average students came up witisf\gag solutions, also
considering that these terms had only one equivafertalian, which were also
relatively easy to retrieve.

The translation of the idiom “all hell broke loog@&®P1) took on average 45.58
seconds, again with a very low re-elaboration @1). The acceptability of
students' renderings was quite high (2.47), indigathat they were able to
understand that this was an idiom and that it megua pragmatically acceptable
solution in Italian.

RP5 included the translation of units of measuram&hich — although they
are clearly not translation problems proper — ee@@s particularly problematic for
students both in the preliminary study on B.A. ditgtions and also in the discussion
in class during the activity. In this case, whaitdsints needed to acknowledge was
the fact that the average lItalian audience for whioensubtitles were created is not
familiar with the imperial system and distanceshsas 60 feet and 454 miles are
almost meaningless to people used to the metrisysthus causing information
loss. The time they spent translating these twadigg of text was 135.76 seconds
on average, a pause that might be attributed tairtie required for the conversion.
Elaborations were still below 1 and the resultsanly partially satisfactory (2.11),
indicating that some students either did not do dbeversion or that they got it
completely wrong (though approximations were aae)pt

Finally, the syntactical problem selected for RE6red 1.29, indicating that
some students managed to render meaning but nobwbemll appropriateness
required for an acceptable translation. Lookingl&tnslog recordings, it becomes
clear that the most serious problem encounteredtbgients surprisingly laid in
translating the phrase *“time travel” and the atifec‘commonplace” rather than in
designing an acceptable syntactical structure entéinget language. Sometimes the

former was rendered as “il tempo/la durata del gi@g (the time/duration of the
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journey) and the latter with the direct Italian egent “luogo comune” (stereotype,
preconception, cliché), which clearly does not camiwate the meaning of the
original. Such renderings were obviously held uegtable and awarded zero points,

which sensibly lowered the medium score.

5.2.6 Results of activity four:-BBC News

The last activity designed for the trial was basada short clip taken from
BBC News at Six entirely dedicated to budget negiotins in the UK. This text
typology was introduced last because it requirghdr translation and adaptation
skills. Moreover, the specific topic related toante and institutions was chosen so
that students could put into practice backgrounfbrmation and terminology
research skills again. This activity was carrietllmu16 people (36% dropout rate).

5.2.6.1 Cognitive rhythm (drafting and end-revision

Drafting:

Drafting - BBC News

80,00% _m
60,00%

40,00%
20,00%

The increased difficulty in the text apparentlyeated the learners' cognitive

rhythm with a consequent increase in the numb@eople devoting more than 80%
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of the total translation time to the drafting stage no student going below the 65%
minimum threshold. In fact, only 4 students out I&f show a regular drafting
duration, although considerable time was spentasscdiscussing and analysing the

text before students started to translate.

End-revision:
End-revision - BBC News
40,00%
30,00% /\
20,00% - / VA\
10,00% g
0,00% B — N%%

Fig. 30: Translation process - end-revision - BBC News.

The corresponding percentages of the end-revisiagesshow that online
revision certainly prevailed in this case. Howevagnslogrecordings also highlight
that the duration of end-revision is also very shorterms of the actual time spent
revising the text. This means that many studentscaatrate all their cognitive
efforts on writing and adjusting the translatiorlin®, and end-revision appears to
them almost superfluous since all options haveadlyebeen exhausted in the

previous stage.

5.2.6.2 Assessment of Rich Points

RP | Mean value of | Mean value of | Mean value of
pauses (in sec.) re-elaborations | acceptability
1 123.62 1 1.11
2 31.81 0 1.75
3 72.5 0.12 1.68
4 50.87 0.75 1.11
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5 65.93 0.68 1.56
6 21.93 0.18 1.43

Table 11Mean values of process and product results - BB@dNe

The performance of volunteers participating in tasivity immediately strikes
for the low acceptability registered for all Ricloifts. Although the range of
problems proposed to students is very similar & tf the other activities and the
text was previously discussed in class, the perdoca given was clearly influenced
by the higher difficulty of the text proposed aheé probable lack of familiarity with
the news genre. All in all, learners seem to be ablunderstand and translate the
basic meaning of the expressions selected but tse difficulties in terms of
language and function accuracy.

The problems selected included cultural-lexicaleasp (RP1, RP2, RP3 and
RP4) found in the report of current events in the, th particular legislation and
institutions. All these problems had no one-to-exgeivalent in the Italian system,
and translating them required finer research anuit®logical skills. As for RP1
(“50 p top-rated income tax”) students found thdnese at odds with fully
understanding this expression and struggled to &indequivalent expression in
Italian, also considering the space limits imposgdubtitles. This process appeared
quite lengthy (123.62 seconds on average) and rsidmade at least one re-
elaboration of this point. The second Rich Poi@h@ncellor”) contains both lexical
and cultural aspects students needed to find auitabince only in the UK this title
is used to mean finance minister in the Anglo-Sawanmld. Moreover, it could be
typically confused with the false friend “cancelé®& which in Italian is generally
used to mean registrer (in a law court) or the Gerprime minister. Rich Point 3
had a similar difficulty and required to find anuéglent term for “Business
Secretary”, as Italian institutions obviously havdifferent organisation and naming
system. What in English is defined as “Secretaprresponds in fact to what would
be a minister in the Italian system. Finally, RP#gnsion tax”) required students to
find an acceptable phrasing for a type of tax tthaés not exist in our system,
although we do have taxation on property.

The acceptability scores of these four points shbat students found the

translation of these items particularly arduous #rat the solutions they provided
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were only partially acceptable. However, the nundige-elaborations is still in line
with the data provided in the other activities eept for RP1 — as is the time needed
to work them out.

The text also contained the pun “the budget [s.taxing ministers’ minds”
(RP5), which could hardly be rendered as a punltal@an because we lack a word
with a double meaning and grammatical function ltke English “tax”. Hence,
learners had two equally viable options: eithervgte an idiomatic translation
mostly based on the meaning of the original — sitiée play on words is not
essential in the economy of the text — or try teate a new pun based on one of the
words of the target text. Both alternatives werended correct in this case and
awarded 3 points.

Finally, the metaphor “to be ideologically weddea’ {RP6) — which also
required adaptation in terms of lexis and registareeded to be rendered with a
contextually appropriate expression, considerirgf the Italian equivalent of the

verb “to wed” would not be an acceptable choicthia context.

5.2.6.3 Summary of results of process managementX) problem management
(V2) and quality of the product (V3)

The detailed data on the results obtained duriegtrial discussed so far will
be shortly summarised and interpreted in the lajlthe three variables they refer to,
l.e. translation process management (Variablerapstation problem management
(Variable 2) and quality of the translation prod(Mariable 3).

First of all, in order to gain a more general view the development of the
cognitive rhythm throughout the activities and aokieethe results of Variable 1, the

two summarising tables below were designed.
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BBC
Einstein
Blackadder
/ Friends
/" Head and Heart

Fig. 31 Summary of drafting for all activities.
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Fig. 32 Summary of end-revision for all activities.

Each line displayed in the graphs above refers e activity (including
profiling) and their length depends on the numbkeparticipants who completed
each translation task. The shorter the line, theetothe number of students whose
data could be collected. On the basis of the gamhnumerical data (see table 12
below), it can be concluded that there was a pssjpa throughout time towards a
more stable cognitive rhythm until activity thre€ir{stein). After that, a significant
increase in the drafting time and a correspondiegrehse in the duration of end-
revision can be observed in the last activity. Ttes be explained by the higher
difficulty of the text in terms of the studentshféiarity with its genre and, most of
all, by the fact that the terminology students hadranslate required both good
research skills and the ability to “domesticatebr(bwing Venuti's expression)
foreign cultural elements that do not have exaotespondents in the target culture.

If we look in detail at the percentage of learnets achieved a successful
drafting/end-revision ratio throughout the acte®j we can see that the ratio of the
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profiling activity was quite low (28%F and has increased for some activities of the
trial, though in quite an uneven manner. Howeveg, meed to consider that the
videos proposed materials of progressive difficulithin a short time span, hence

the cognitive rhythm of participants might well ubject to fluctuations.

Activity Successful drafting/end-revision %
Head and Heart 28%
Friends 34.78% 4
Blackadder 26.08%¢
Einstein 52.93% 4
BBC News 25% ¢

Table 12:Successful drafting/end-revision ratio

As we can see from table 12, only 28% of studemsplaled a standard
drafting/end-revision ratio at the beginning of tinial. The second activity shows
signs of slight improvement which might be attréitto a successful group
orientation, while the greater difficulty of theirth one registered a 2% fall.
However, theEinsteinactivity, which was far more complex than all thepous
ones, appears to have been dealt with in a mucle carerent manner in terms of
process management.

Although the performance in the last activity dat produce better results than
the initial activity and hence, at a first glantiés might lead the reader to think of it
only as an indication of failure, it actually cabtrted to discover an unexpected fact.
Lack of (or insufficient) familiarity with genre dnstill little refined skills in
terminology research and selection contribute toreiase the level of difficulty
experienced by learners, which not only — quite ialssly — lead to lower
performance but also seem to be correlated witinaikle increase in the duration of
the drafting stage (see table 31). Therefore, tlse®ms to be some correlation
between high difficulty and long drafting stagesthva corresponding shortening of
the duration of end-revisions, which can be ex@dirby the fact that very

%2 This figure was obtained by subtracting the odéoh time from the total translation time and
calculating the drafting/end-revision proportion tre basis of the parameters followed for the
activities of the trial in order to obtain a compigle parameter.
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challenging texts “exhaust” learners' cognitiveesgths and resources, which are all
concentrated on finding a suitable translationislthen understandable that end-
revision — which already tends to be neglected lpstniearners under normal
circumstances — receives very little attention wkech endeavour is required.

The results of problem management (Variable 2) dasethe length of pauses
and the number of re-elaborations for each RicmtPmiovide further information

regarding the way students deal with the transighimcess.

Activity Mean value of pauses | Mean value of number of re-
(seconds)* elaborations**
Head and Heart 18.9 0.49
Friends 118.1 0.88
Blackadder 52.2 0.43
Einstein 63.7 0.39
BBC News 61.1 0.45

Table 13:Summary ofmean values of pauses and re-elaborations

*figures are rounded up to the first decimakpgla
** figures are rounded up to the second deciptate

The way students go about the translation of probldoes not seem to have
been highly affected by the exposure to the tsaslaown by the substantial stability
of the mean values of pauses and re-elaboratibosigh with higher values than
those of the profiling activity. One reason coukl that such a short time was not
enough to allow students to change the way thewhlyut translating, although in
this case too the stability of these values despéegreater difficulty of texts may be
interpreted as a positive sign.

Finally, the results obtained for the quality oé tlnanslation product (Variable

3) are summarised in the table below.

Activity Mean value of acceptability
Head and Heart 1.66
Friends 2.48
Blackadder 1.97
Einstein 1.90
BBC News 1.44

Table 14Summary of mean values of acceptability
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The mean values displayed here are purely indieatas we saw that the
performance of learners in dealing with problemsisch more articulated and can
hardly be summarised by one number. However, theeens to be little doubt that
learners' performance during the trial was somebtable (a part from that of the
Friendsactivity) thus showing a general tendency: learaeesstill working on their
abilities to cope with the effective translationgrbblems and cannot yet find fully
satisfactory renderings in some cases. This is afso of the reasons why it was
deemed necessary to subject volunteers to a delagesdlation test and compare
their results with those of a control group. Algothe mean time learners had the
chance to internalise the contents and practicastleduring the trial. The next

section will therefore deal with such comparison.

5.2.7. Comparison with control group performance

In order to assess whether and to what degreeritiiehtis had a beneficial
effect on learners' translation performance, it wlaemed necessary to make a
number of comparisons with a control group (40)stibuting of students in the same
degree courses who had not participated in theites of the LvS project. For these
reasons the marks students of the two groups gogdoeral English language
performance, Italian to English and English toidtal translation, along with an
assessment of Rich Points for the latter have bm®mpared. It was deemed
necessary to look at general English language etiekdranslation too since the trial
is supposed to have influenced the way studentsapp translation in general and
also because this might provide a bigger picturthefdevelopment of their abilities.

The components of the control group were chosedaraty from all the
students available, who sat the English to Itatramslation exam in June 2012, in
order to have a comparable sample. However, thdsefailed the exam were not
selected to be part of the control group in oradeavoid skewing the final results.
The coding system followed to protect their anortyns the same adopted for the

trial group, i.e. the first letter of the code Ietinitial of the student's first name and
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the other two or three letters are the initialledit surname (three letters were taken
in case two students happened to have the samg code

All translation tests were assessed and grade@diyrers or professors with
no intervention whatsoever on the part of the aytaod the usual exam marking
criteria were applied. Moreover, these were not rawaf the identity of the
participants in the trial and some of them wereew@n aware of the fact that a trial
was being conducted at all. Readers who are natidamwith the Italian academic
marking system should know that this is based oscale ranging from 18
(sufficient) to 30 (excellent) or 30 cum laude {ahistion), indicated in the tables
below as 30+ (counted as 31 in the statistics).t@dts scoring less than 18 are

considered failed tests.

5.2.7.1 General English language mark

The general English language mark for students ha&f tlegree course
“Linguistic and Cultural Mediation Studies” is obtad by the arithmetic mean of
the marks in four exams, namely Italian to Enghsid English to Italian translation
and essay writing. In the case of students enrotlethe postgraduate course, the
exam consists in an English to Italian translatest and a further exam (TAL - Test
di Abilita Linguistica [Language Skills Test]) inaing a reading, a listening and a
writing test. The final mark results from the anitétic mean of the mark for each
test.

The first table shows the mark awarded to eachesituch the trial group and
the mean mark of trial group, the second table iges/the same information for the

control group.

TRIAL GROUP MARK
PARTICIPANT'S
CODE
FanM 30+
Vi 27
Aim 28
AmuM 30+
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Mmu 29
MpoM 26
Vta 30+
JtoM 30+
Eto 27
Eza 29
Aav 26
Vca 30+
Mco 26
Nfa 27
Afi 27
EmaM 26
Gma 27
Sma 27
Dmo 27
Cpu 28
SsaM 28
Etr 27
Stu 29
Sve 24
Dvi 27
Eze 27
MEAN 27.84

Table 1&eneral English language marks - trial group.

CONTROL GROUP MARK
PARTICIPANT'S CODE
Cbha 25
Dbi 24
Fbo 28
Ebo 28
Jbo 26
Ibo 26
Sca 21
Mca 24
Scat 19
Vco 25
Mda 25
Edl 27
Vdo 26
Een 24
Sfa 25
Afio 19
Mfr 27
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Gqi 27
Mgr 28
Cha 24
Fin 28
Cla 25
Smar 24
Ama 29
Lpe 28
Spe 26
Mpi 25
Fpu 27
Fsa 22
Psa 22
Gsc 25
Msi 24
Ssi 27
Lst 29
Mta 28
Fte 20
Aur 20
Sur 19
Eva 28
Lza 22
MEAN 24.9

Table 16: General English language marks - control group.

5.2.7.2 lItalian-English translation mark

Undergraduate students took an Italian-Englishstedion test as part of their
English language exams. Learners enrolled in tlcersk year of the postgraduate
course did not sit such an exam, as they alreasigepatwo IT-EN translation exams
in their first year. Therefore, the results disgldyin table 17 refer only to

undergraduate students.

TRIAL GROUP MARK
PARTICIPANT'S
CODE
Vi 22
Aim 27
Mmu 28
Vta 29

165



Eto 26
Eza 27
Aav 23
Vca 30
Mco 21
Nfa 24
Afi 24
Gma 24
Sma 26
Dmo 23
Cpu 25
Etr 25
Stu 27
Sve 24
Dvi 24
Eze 23
MEAN 25.1

Table 1[Ralian-English translation marks - trial group.

CONTROL GROUP MARK
PARTICIPANT'S CODE
Cbha 22
Dbi 22
Fbo 25
Ebo 24
Jbo 24
Ibo 24
Sca 19
Mca 18
Scat 18
Vco 24
Mda 25
Edl 26
Vdo 24
Een 22
Sfa 20
Afio 18
Mfr 25
Gai 25
Mgr 27
Cha 23
Fin 28
Cla 25
Smar 20
Ama 25
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Lpe 24
Spe 25
Mpi 25
Fpu 24
Fsa 22
Psa 20
Gsc 19
Msi 21
Ssi 23
Lst 28
Mta 26
Fte 19
Aur 19
Sur 18
Eva 26
Lza 22
MEAN 22.85

Table 1&alian-English translation marks - control group.

If we compare the ltalian to English translatiomfpemance of the trial and of
the control group, we can see that the first odgpered the latter by 2.25 points on
average. Although the mean mark scored by the gnalp is not very high in
absolute value, since it is placed on a scale ft@nmio 30, an average of more than
two points in active translation can be considesetheaningful and encouraging
result.

Even though students were not specifically traime¢ranslation into English
during the trial, it was deemed interesting to dr@womparison with the control
group on this aspect because learners were instract the basics of the translation
process, which can be applied to any language tairecin other words, learning
more on how the translation process works and iceyrgut hands-on activities to
put all this into practice might have had an impatstudents' general ability to cope
with translation regardless of the language dioectiHowever, it should be made
clear that the researcher is well aware of the faat a 10-lesson course is not
enough to bring about radical changes in studeatgine. For this reason, only
partial improvement in the aspects surveyed is eegefrom students.
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5.2.7.3 English-Italian translation mark

Students also underwent a delayed post-trial {gstoximately seven months
after attending the course, in which their Englightalian translation performance
was assessed. Once again, the results obtained corteasted with those of the
control group on the same text. The low number afk® available for the trial
group is due to the difficulty in contacting aludents again after such a long time.

In fact, some of them graduated or moved to anatimérersity and could not be
reached.

TRIAL GROUP MARK
PARTICIPANT'S
CODE
FanM 25
VQi 25
LmiM 25
AmuM 26
Vta 26
JtoM 23
Aav 23
Nfa 28
Afi 20
Gma 26
Sma 25
SsaM 20
Etr 28
Stu 28
Dvi 27
MEAN 25

Table 1English-Italian translation marks - trial group.

CONTROL GROUP MARK
PARTICIPANT'S CODE
Cba 28
Dbi 21
Fbo 20
Ebo 27
Jbo 27
Ibo 24
Sca 21
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Mca 25
Scat 21
Vco 24
Mda 18
Edl 27
Vdo 23
Een 21
Sfa 23
Afio 18
Mfr 26
Gai 26
Mgr 30
Cha 18
Fin 26
Cla 27
Smar 18
Ama 28
Lpe 28
Spe 26
Mpi 24
Fpu 26
Fsa 28
Psa 18
Gsc 25
Msi 26
Ssi 27
Lst 24
Mta 26
Fte 22
Aur 18
Sur 18
Eva 27
Lza 18
MEAN 23.7

Table 2E&nglish-ltalian translation marks - control group.

Here again, the trial group's performance seentgetslightly better than that
of the control group, with a 1.3-point differendéere too the trial group average
performance is 25 (it was 25.1 in the IT-EN testhich can be considered quite a
good mark, though with still much room for improvemh. As specified in the
comment to the previous test, the improvement thattrial is expected to bring
about is clearly not striking because of the limhitene available. Moreover, in order

to gain more detailed information about the perfamge of the two groups in this
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task — as English to Italian translation was thecg object of the training — ten
Rich Points were selected (see Appendix 21) anthatead utilising the same three-
point scale proposed for the activities. The nextisn is devoted to their illustration

and discussion.

5.2.7.4 Rich Points English-Italian translation

The tables below illustrate the acceptability ss@aearded to every Rich Point

for the text students of the trial and the cong@up were asked to translated into

Italian.

Trial group:

Rich

Points

FanM
Vai
LmiM
Amu
M
Vta
JtoM
Nfa

Afi
Gma
Sma

SsaM

Etr

Stu

Dvi

RP1
RP2
RP3
RP4
RP5
RP6
RP7
RP8
RP9 3
RP1O| O| 3| 3| O 3 3 3 0 72 0 D
Table 21:Acceptability of Rich Points in English-Italian trslation - trial group.
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RP2 3111 3 3 3 1 3 83 p [ 211 (2(1(1,3|2|2]|3
RP3 21003 33 6 3 3 3 8 B B PB1J2(3|3(3|3[3|]0}0
RP4 03 320111 1 1220 32 (3/1|3|3|3[1|0
RP5 2133 0 3 21 3 0 p 1 210(21(2(0|3|3|3]|2
RP6 3/0/0 33 3 3 3 0 2 8B B 31113 |3|0/0]2|3]3
RP7 32,023 31200 8B p 1301|123 [3|2]3
RP8 2,001 3 3 2 1 0 1 B8 B 2 (21 |1)1|123]3|1
RP9 22223 3 3 3 83 B 1 310 (2|2|3|]2]2]3]|3
RP1O| 3 0] 3 3 0 0 0 0O D D O O |2 |O|j0O|O|3|0|3|O0
Rich

rons 2 (G |5 5|5 B EEEEIE 28 E gz R ES
RP1 2120 0 2 2 2 0 2 P p 0|2 (|2|2|0|0|0|1|2
RP2 2,23 3 1434 20 1 2 8B B 22 3|3|1(2]3]3]|2
RP3 3133 3 3 3 318 3 p B3 131|313 |3]1/3|0
RP4 o0(1, 1 3 2 1 0 0 2 p o B 32 (3(1/0|12|3|1
RP5 21310 0 3 3 3 2 2 P B0 I|3|2|2|0|0|3|1]|3
RP6 3]0/ 0 33y 3 3 310D BB J2(3/3|2|3/3|1|0
RP7 3/ 3132 31 3 1 383 2 0O ]2 BI3|3|2(2]23|0
RP8 2121 202 3 3 3 3 pR 212212123
RP9 3121 3 3 3 2 2 83 R PR 23 12(1(23|1|2]3
RP1O| O O O 3 3 3 0 8 3 Db 0 |2 |3|0|3|1(0/0|0]O0

Table 22:Acceptability of Rich Points in English-Italian frslation - control group.

Since the data provided above might be complexh@reader to interpret, the
results are summarised in the table below, with highest scores highlighted in
bold. Furthermore, a detailed description of th@otggy of the Rich Points analysed

is also given.

Rich Trial group's | Control group's
Points mean score mean score

RP1 2.21 1.27

RP2 2.57 2.1

RP3 2.35 2.35
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RP4 221 1.45
RP5 2.28 1.8
RP6 1.92 1.95
RP7 1.57 1.92
RP8 15 1.77
RP9 2.64 2.27
RP10 1.78 1

Table 23:Comparison ofrial group and control group mean scores in aai#lity of Rich Points.

RP1, RP3 and RP7 refer to items representing alltand pragmatic
problems. This type of problems seems to provequéatly challenging for —
especially undergraduate — students because thwyireethe ability to
develop an understanding of cultural differencesictv are then reflected in
language use. Depending on how much learners maoadentify them and
render them with pragmatically appropriate langyage can ascertain their
degree of confidence in approaching such problem.

RP2, RP4, RP6 and RP10 are all related to the dietiscourse analysis, i.e.
the choice of how to translate these points is rdeteed by the
comprehension of the purpose of the text and ityalvmessage. Students
were hence required to be able to place languag®ntext, which can be
seen as exactly the opposite of the literal appralaat the method adopted in
the trial tried to discard.

RP5 and RP9 were about the ability to create aetaext that ensured a
fluent syntactic organisation of the text and dffex cohesion between its
elements. Similarly to the previous case, thisigbis part of a larger
competence in organising the target text, so thatds like an original rather
than a word-for-word translation.

RP8 presented students with a lexical and syn&giioblem. In fact, neither
the structure nor the wording in the original cobklreproduced in Italian so
as they were. Once again, this point proved intexgsin order to test
students' ability to re-organise contents in adatky and syntactically

effective way.
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The table below further summarises the final dattheyed from the
acceptability of Rich Points, comparing the perfante of the two groups for each
category of problems. These figures have beenmddaby adding the scores of the

Rich Points belonging to the same category for emotp.

O Trial group
@ Control group

Culture/pragm.  Discourse  Syntax/cohesion Lexis/syntax
analysis

Fig. 33:Comparison of performance per problem category &etvirial group and control group.

As we can see, the trial group outperformed thetrobrgroup in three
categories out of four. In particular, studentshd trial group performed better in
culture/pragmatics, discourse analysis and syntée/sion and scored slightly less in
the fourth category, which also justifies the higheerage mark shown in 5.2.7.3.
The fact that the control group performed betteRP8 (lexis/syntax problem) but
worse in the other categories may suggest thaestsdvho did not participate in the
trial still tackle the translation of texts in athrar atomistic manner, managing to
correctly translate small-scale units but failiogahalyse and render larger chunks of
text that require a holistic approach. The disceumsalysis and syntax/cohesion
categories are those exhibiting a greater gap rfoqmeance between trial group and
control group. This can be read as an encouraggma$ improvement in these key

areas of translation competence and language tearni
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5.2.8. Results of LvS-project end-of-course questiaaire

The present research project not only aimed atintgsthe possible
effectiveness of working with the methodology ahd tools presented so far on the
improvement of learners’' language and translatiompetence but also on their
impact on learners. To this end, it was deemed rtapb to collect learners'
impressions on various aspects of the trial, stoagain a better insight into their
perceptions of this brief learning experience ama understand whether
methodological improvements should be made in tigré¢. Since obtaining truthful
information was central to the purpose of the qaestire, students were asked to
fill it in anonymously.

The questionnaire (see Appendix 20) consists gbéheended questions, each
centred on one specific aspect of the trial. Fofsall, students were asked whether
their initial expectations regarding the course avenet. Since they mostly
participated because the course would give thenchibace to learn the basics of the
subtitling process and how to go about the tramsiaif subtitles, the responses were
almost all positive except for two students who eotpd more formal instruction
subtitling.

Question two dealt with students' response to #eeai Lvs andlranslogand
their impressions on working with them. They welsoaasked whether they would
be ready to use them again in the future. All stisl@greed on the usefulness of
these two pieces of software, though some of there wlearly more enthusiastic
about LvS thafranslog considering they did not have access to all tmetions of
the latter. They would all use them again in ther if possible.

Question three aimed at discovering what studdmite tabout the usefulness
of subtitling for language and translation learnipgrposes after their concrete
experience with it. While all participants agree isusefulness, different aspects
emerged from their answers. According to voluntseistitling helps to:

— develop the ability to convey the meaning and éftéatterances in a short
space;

— improve writing and listening skills;
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— acquire new vocabulary and idiomatic expressioré tdannot be rendered
literally;

— become acquainted with everyday spoken language;

— translate better and stimulates background andretagical research;

— use world knowledge and develop cultural awareness;

— make activities more engaging by combining listgrand viewing;

— improve SL and TL expertise along with translatiocompetence and
summarising skills.

Question four surveyed students' opinion on thelityuaf the contents
delivered during the course, with special emphagisvhat they found most useful.
No student found the contents repetitive or nontipemt and what was found
particularly helpful was learning about the techhi@aspects of subtitling, the
translation of puns and idiomatic expressions, kmwarry out accurate terminology
research with reliable sources and the slides enrtteraction between words and
images in video content.

Question five aimed at discovering whether thedi@ion routine taught has
influenced students' translation process. Someestadvere already acquainted with
the steps of the translation process (mostly padtgate studerfty but considered
class discussion important; others emphasisedthiegt became more aware of the
importance of doing background and terminology aed® others still that they now
pay more attention to rendering the pragmatic efbé@ text, or that they are better
organised.

Question six asked to assess the quality of tegcdma the organisation of the
course in general. Most students were happy with Aod stated that the course was
stimulating and involving, though some postgradustedents said the initial
activities were too easy for them. Technical protdewere signalled as disrupting
the flow of the class and one person wished forenp@rsonal feedback.

Question seven dealt with the influence of tecHnisgues on students'

learning, since sometimes there were problems thighsoftware or the computers

% As already said, questionnaires were anonymoustla@dnly reason why | know that certain
answers were given by postgraduate students ishiatspecified it themselves in their answers.
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due to system restrictions or failures. A few studehighlighted that they wasted
class time though mostly affirm that this did nffeet their learning.

Finally, question eight proided greater scope f#arthers' comments. The
largest part of students did not provide any olest@ya or said that they were happy
with the course. Those who did, expressed the wisthave more individual
feedback; deal with other text types like the “Bhletterman show” or one of those
starring Gordon Ramsay because they are poorlglata into Italian; or to have

more training on the use of the software.
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CHAPTER 6

Discussion and interpretation of results

The results illustrated in the previous chaptef molw be discussed in the light
of the theoretical framework provided in the metblody (cf. Chapter 4). Although
data have already been elucidated in Chapter &, thely will be discussed in view
of the general research questions presented dbeimning of this work and the
adapted version of the PACTE competence model weid particular reference to
the four variables and the sub-competences assdaiath them.

The first research question asked was predominanttiieoretical nature and

read:

1. How can we make the most of interlingual subttlto develop

students' linguistic and translation competencéonmmal settings?

Significant data have emerged from the presentsiigyagtion that helped shed
light on how to make subtitling activities effecivor learners needing to improve
their linguistic and translation competence. In literature review presented at the
beginning of this work (see Chapter 2) the advaegagrising from the use of
subtitles and subtitling are considered manifoldisThypothesys has been tested on
different types of samples and with various focowdéver, the novelty of this
research work lies in the design of a methodologytred on interlingual subtitling
applied to a specific target in a specific enviremty namely language — not
translation — students who undergo translationnitngi in a formal setting. As
specified in the previous chapters, such traingngat aimed at preparing students to
become professional translators (or this is onlg ohthe options available) but is
rather a tool deemed helpful to develop languagkssknd language awareness
through enhanced translation competence.

This particular angle has been adopted because seems to be a gap in the
literature regarding this particular category ddrleers, since interlingual subtitling

has been mostly implemented on translation traireeesn learners in vocational
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courses, as emerged in the literature review. M@eathe learning environment
considered here is exclusively formal and limitechtivanced learners at university,
while studies on the general effectiveness of fabtand subtitling have also been
conducted on samples of younger learners and annrél settings.

According to the results obtained in the trial €hapter 5), it appears that the
methodology implemented in the study has brougloutlsome improvements in
students' translation and language competence aridrimance. Needless to say,
expectations regarding the outcomes of the triateweommensurate with the
relatively limited exposure of students to the eoms and activities designed.
Therefore, although improvement in terms of languagd translation competence
(measured through the evolution of the learnerghitive rhythm, of the quality of
their work and the comparisons with the controlugnowas deemed possible from
the start, the premises called for realistic exqemts; no radical changes on the part
of students were envisaged but rather signs ofgbgmogress, especially as far as
deviation from their discourse analysis of smallirdks of text and initially literal
approach to translation is concerned. Moreoveuyltesf the delayed translation test
also suggest that the methodology proposed inrhestigation has had a long-term
impact on learners' competence and performance eienvthis should by no means
be interpreted as an attempt to “re-invent the Whieet rather be regarded as a
possible integration to existing teaching and Ie@ynpractices either using
audiovisual material or not.

For this methodology to work properly, a number imiportant premises
needed to be set. First of all, some theoretiga¢ets were taken into consideration
before designing the concrete structure of theviiets when centred on the use of
audiovisual material. As could be seen in sectidn?4 a significant role is played by
theories on the cognitive processes taking plaaéengluhe learning process, in
particular Paivio's Dual Coding Theory, Mayer'sg8itive Theory of Multimedia
Learning and Information Processing Theory. Thebeeet theories appear
particularly helpful in showing how the use of stibs and subtitling in particular,
and of audiovisual material in general, can be feiaéto language learning.

As mentioned in 4.1.2, Allan Paivio and his “duatimg theory” are one of the

most prominent examples of studies conducted orrdlagionship between words
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and images in our mind in the 1980s. In particule, postulated that if we are
provided with verbal and non-verbal representatiohshe same information, this
will be remembered more easily, thus enhancing essfal learning. Another
important concept associated to this is Jo and @®atk's “priming effect”, which is
triggered when semantically related memory contantésactivated in our minds by
means of association with information we were pasly exposed to.

The second author — Richard Mayer — dedicates apatiention to the
elaboration of a model showing that external visarad verbal stimuli are processed
by two different systems by the human mind and thass through three types of
memory, where part of this information is retaindthis model constitutes the
rationale for the design of multimedia learning enels, which should be structured
S0 as to exploit the capacity of both processirgjesys. However, we should also
consider that visual and verbal stimuli do not vElimessages in exactly the same
way because of their intrinsic differences, whichrather than be seen as a
disadvantage — can be exploited for enhancing ilegrin order to do so, visual and
verbal information need to integrate each other lamdmutually pertinent, so that
learners are led to construct coherent mental septations. Mayer then emphasises
another key factor in multimedia learning, i.e. theed for learners to be both
behaviourally and cognitively active. In other werdhe activities proposed should
entail some kind of information processing in orttebe completed.

Finally, information processing theory — which iscempassed in Mayer's
model — describes the structure and functioningti®d memory system. By
understanding the mechanisms of this three-sto(agesory memory, short-term
memory and long-term memory) structure can helpfoece external input and
better exploit the capacity of the visual and vedbannel.

The concrete teaching practice was then based tm the learner-centred
approach and task-based learning. These two apgmsaare considered here as
complementary rather than mutually exclusive angehzeen integrated in the design
of classes. In particular, the first requires thativities be designed considering
students' real needs and abilities (which weresasskprior to the beginning of the
trial through the preliminary and the pilot stud@y)d that teachers act as facilitators,

thus stimulating interaction and discussion ancgpsing contents in an interactive
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way rather than adopting a top-down transmissionadions. The use of technology
here is seen as instrumental to learners’ needs aaidies and is adjusted

accordingly rather than vice versa. For this reaioeoretical and practical pre-task
training was offered at the beginning of the couas®l materials were always
presented with ready-made time code (TC)-in andoliCto avoid overburdening

students. As for task-based learning, the developwiferanslation sub-competences
(see 4.1.3) was taken as one of the points ofeeder in the design of tasks and
activities along with the principle of growing ddtilty. The material was accurately
selected in terms of language and translation prob] genre and characters'
elocutionary speed. Moreover, learners have bedérelc involved as much as

possible in all the stages of the learning process.

Secondly, practical aspects are also crucial fa& #uccess and smooth
implementation of such a course. Hence, measumsddhbe taken in order to avoid
the breaking of local copyright laws when selectimgterials and an accurate testing
of compatibility between software and laboratorynpoiters should be carried out. It
is also indispensable to make sure that audiovisaérials will be readily available
and working smoothly during classes in advancetdeto avoid wasting class time,
although it is very likely that a certain amounttwhe will be dedicated to solving
technical problems or individual difficulties witoftware. Finally, classes should be
carefully scheduled in collaboration with learnarsd according to their needs in
order to have as many participants as possibleeSire trial was not a compulsory
activity in students' curriculum, a certain drop-oate was considered an inevitable
drawback of working with volunteers. This conditican certainly be improved,
should teachers willing to experiment the methogyplaescribed here have the
chance to work on an official course.

The success of this methodology was also evaluatethe basis of students'
reactions to it and to the tools used, since tlhesee deemed as important as the
successful development of translation and languagepetence. For this reason,
their level of satisfaction with various aspectdhsd course were surveyed by means
of a questionnaire. Additionally, collecting the prassions of participants was
thought helpful in identifying possible flaws thatnt unnoticed. The conclusions

that can be drawn from students’' answers to eaebtiqu (see 5.2.8) seem to point
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to a general positive response to the key elenwdritee trial, i.e. the experience with
LvS and Translog, the effectiveness of subtitldstifing in foreign language

learning, the quality of contents, of exercises,tld teaching and the impact of
technical problems. Furthermore, students' appieniaof the course is not only
demonstrated by the results of the questionnaire o by the fact that six
participants decided to write their final dissadas on various aspects of subtitling
or on other topics in audiovisual translation. krtgular, one student specifically
used LvS to design a subtitling proposal.

The second research question along with the twegseltions instead were
centred on more practical aspects related to tloepieces of software and to their
contribution in discovering the possible positiiieets that working with subtitles
and subtitling can have on language and translattonpetence. As already stated,
the improvement expected is commensurable witlirtiieed exposure of students to

the trial.

2. Are LvS and Translog effective tools and canir ttembined

application contribute to implement the above nwred methodology?

a. does the type of training applied contributeitagproving students'
cognitive rhythm?(V1 knowledge of translation andrategic

competence; V2 instrumental and strategic compejenc

b. can instruction and practice on the translatiprocess lead to an
improvement in performance? (V3 bilingual and sigat competence;

V4 all four sub-competences).

While the combined application of LvS and Transkgems to have been
successful as for its impact on learners (see 5.2s®ablishing whether they bring
about tangible outcomes in the development of lagguand translation competence
needed to be validated through more objective tddiss is why research question
two was broken down into two more specific questjdhe first addressing the issue

of whether the training applied contributed to tevelopment of a more balanced
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cognitive rhythm (with an impact on the PACTE grauyb-competences knowledge
of translation, strategic and instrumental competgrand the second of whether
theoretical and practical instruction on the tratish process may lead to translate a
text more correctly and fluently (with an impact alh four PACTE group sub-
competences).

As for sub-question 2a, we need to look at the q@sgjon of the cognitive
rhythm of learners participating in the trial (d@ble 31 and 32). The results of the
profiling activity showed a discrepancy betweendstis' perceptions of their
abilities in the four main stages of the transkatiprocess and their actual
performance. In fact, the graphic representatiorthef stages of their cognitive
rhythm showed that they have not yet developedlastfitategic competence and a
knowledge of translation competence, since eveaynkr seems to approach the
translation process very differently. Hence, whatssught to achieve was at least a
partial regularisation and homogenisation of th@nslation process stages.

As already discussed in section 5.2.6.3, the grekifeculty of the BBC News
video caused a spike in the drafting stage, whielams that when students were not
ready to deal with the news genre and with cultspacific terminology, they
concentrated all their work in drafting and onlne®ision. However, given that they
should become cultural mediators at the end of gtadies (or already be if they are
postgraduate students), it seemed appropriateofmpe such text type.

If we look at the progression of learners' draftamgl-revision ratio (V1) from
the trial to activity three (section 5.2.2.1 ffige can observe that their management
of the translation process becomes partially sneyoimd there is a corresponding
increase in the percentage of students stickirthegarameters set for drafting and
end-revision for activity one and three (see tathl®). However, as already
mentioned, we should also bear in mind that thegndive rhythm proved to be
connected to the level of difficulty of each tasidahat an immediate change in their
routine cannot be expected, although the guidedepiare has certainly had an
impact on their approach to texts. Furthermore,inhgepth analysis of single types
of problems carried out in the previous chaptemstbthat issues such as plays on
words and certain instances of lexical problemsewdgalt with successfully and

with greater ease.
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The results for Variable 2 (translation problem agement) were based on the
average pause and on the number of re-elaborapenseach Rich Point and
accounted for a further development of learnerstrimental and strategic
competence. As we saw in 5.2.6.3, the data cotledtenot seem to display clear
signs of improvement but rather a certain stabflityboth parameters. Considering
that the level of complexity of tasks was progresisi higher, however, such
stability might well be interpreted as a positivgns meaning that although problems
certainly became ever more articulated (especialithe last activity), students did
not make longer pauses or more re-elaborationverage.

The data provided for Variable 2 (translation pesblmanagement) are clearly
closely related to those of Variable 3 (qualitytbé translation product), since the
length of pauses and the number of re-elaboratstsneed to be interpreted in the
light of the quality of the translation product.we look at the average acceptability
of Rich Points in the activities (see 5.2.6.3) vem see that the general stability of
the values of V2 corresponds to a slight improvemerperformance of activities
one, two and three in comparison to initial profii As already discussed, the results
of the last activity did not display signs of impement. By comparing the results of
V2 and V3, it appears that the ability of studetatgranslate has partially moved
from rendering only the meaning of short transkatimits to providing more detailed
nuances either in terms of language appropriaterresmction. This is confirmed by
mean values which are very close to or above ather words, there have been
positive signs of an improved bilingual and strategpmpetence.

Finally, Variable 4 (quality of results) was sep in order to allow the
comparison of the trial group's performance witht thf the control group. Unlike the
other variables, this includes three sub-varial&k, b, ¢ and d) calculated on the
basis of the marks awarded in general English (aa)oth active (4b) and passive
(4c) translation tasks and the acceptability ofhRRoints in the English to Italian
post-trial translation task (4d). The decision @bKing at both active and passive
translation — although only the latter was addréssethe trial — is justified by the
fact that the theoretical and practical trainingyided was supposed to lead students
to change their approach to the translation proeesislearn to reflect on problems

by analysing context and terminology and by takimg@ consideration factors such
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as pragmatics and language appropriateness. Thelalow summarises the final

average marks of the two groups (V4a, b and c).

General English

Italian-English translation

Esglitalian translation

Trial Control Trial group Control Trial group Control
group group group group
27.84 24.9 25.1 22.85 25 23.7

Table 24: Summary of average marks of trial and control group

The results of general English and translationstesiow that the trial group
outperformed the control group in all three cagdthough the translation mark of
the participants in the trial is around 25 — hesti# subject to improvement — it is
nonetheless indicative of an ability to deal widxts in a more dynamic manner,
which is precisely the opposite of the word-for-di@pproach to translation that this
methodology has tried to discard. In fact, markkowe25 are usually awarded to
students showing little awareness of linguistic prajmatic issues in translation.

As for variable 4d — the comparison of the accdfitatscores of ten Rich
Points — four categories of problems were seleatetithen contrasted. The results
obtained have shown that in three out of four ekthcategories learners of the trial
group have given a better performance than theraogtoup (see table 33). This
indicates that in areas such as -culture/pragmatdiscourse analysis and
syntax/cohesion, exposure to the trial has beesonee extent beneficial despite the
short amount of time available.

If we look at the overall results provided by Vi@ 4, we can say that the
trial has contributed to an increase in the founpetences selected for the study and
described in section 4.2.3, i.e. bilingual, knovgedf translation, instrumental and
strategic. Such improvement, though not strikingn ®e interpreted as a positive
sign of the effectiveness of the methodology andasncouragement for further

research possibly with a broader sample and ongelaime span.
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CHAPTER 7

Conclusions

Audiovisual translation (AVT) and its various avesuis a fairly novel
research area in Translation Studies (TS) both usecanly recent technological
advances and the advent of the internet have alldee extensive and in-depth
research and because of the initial resistancenerpart of translation scholars to
accept it as integral part of TS. Such stance wiislly motivated by the need for
TS in general to become a fully-fledged disciplimiich required to rely on a solid
theoretical framework that was at odds with theéuess of multimodal texts and the
peculiarities of their translation. In fact, a mommdal notion of text has persisted
until relatively recent times and AVT started tocbme a proper field of research
only in the mid 1990s. However, it is only aftelOB8 that we witnessed an outburst
in works, dissertations and conferences on thigtapd an exponential growth of
the scholarly community. This has without doubtrbés/oured by a new approach
to translation and the increasing presence of aglial products in our daily life.

The boom of AVT has also coincided with the progies re-introduction of
translation in language learning classes after ltrg ban introduced by the
Communicative Method and by a methodological rdwateon of the way
translation can be used in the foreign languagesclahe Grammar-Translation
Method has been abandoned by most teachers amgph@ach to translation is now
more oriented towards both micro- and macro-texalyemms with attention for
elements such akoposfunction, prospective audience and pragmaticcaffeness.
The combination of such all-encompassing stanceainslation for FLL purposes
and the growing interest in audiovisual materiab macently given rise to new
research avenues focused on the application of Ad/Translation and language
learning.

Early studies trialling the possible benefits oadg-captioned material on
foreign language learners started in Europe andhNamerica in the early 1980s
and surveyed a variety of (mostly small) samplgsosgd to either intralingual or

interlingual subtitles. The promising results — upb hardly generalisable or
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exhaustive because of the variety of approachesthadelogies, language
combinations and types of samples — have led schtwacontinue their research in
this field and explore the impact of subtitles ottbincidental and formal settings on
the development of vocabulary acquisition, listgn@omprehension, pronunciation
or reading skills.

The recent technological advances that now allowtie@ manipulation of
video content and of its components — includingtiieb — have opened up new
research avenues focussing on the introductionntlingual and interlingual
subtitling activities mostly in translation andnsator training. However, this trend
is still in its infancy and few studies on limitedmples are available at the moment.

The work presented here was hence developed in ligie of two
interconnected factors: on the one hand a prelipisiaudy conducted on twenty-one
B.A. dissertations regarding AVT which highlightedh insufficient language and
translation competence of students of the degraeses “Mediazione Linguistica e
Culturale” [Linguistic and Cultural Mediatiorgnd “Lingue, Letterature e Culture
Moderne” [Modern Languages, Literature and Cultfjyres the other hand a review
of the literature regarding the use of subtitled anbtitling for language learning
purposes which has revealed the various benefitaight about by learners'
interaction with audiovisual material (see 2.2.2)herefore, it was deemed
worthwhile to design a methodology that might cimitie to help students to acquire
a more solid language and translation competencpaiticular to abandon a word-
for-word approach that appeared the most salieatufe of their works. This
methodology was inspired by the promising resultsth®@ use of subtitles and
subtitling obtained by other scholars and by thednte fill in a gap in the literature,
namely the application of these tools to transhatiaining for foreign language
students.

The methodology in question was implemented throtigh use of two
complementary pieces of software, whose combinatiat never been attempted
before to the author's knowledge: LvS 2.5.2, ai8ingt simulator, andTranslog
2006 a keystroke recorder. The first was used to ereaud carry out subtitling
activities from English to Italian, while the latt® record all events occurring on the

keyboard and mouse movements during the translatiorexts thus allowing to
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gather and analyse students' processes and proddctsover, it was deemed
necessary to define translation competence morneratety for the purposes of the
study and in the analysis, hence the PACTE grauarslation competence model
was taken as starting point and adapted to theescapd sample of the investigation.
In particular, four sub-competences i.e. bilingu&howledge of translation,
instrumental and strategic competence were thot@mdicate progress. Another
element drawn from the extensive work on compet@fid¢kis group is the notion of
Rich Point, i.e. a set of translation and cultelated problems present in each
video, which constituted one of the selection cat®f the material and the basis of
part of the analysis.

After conducting a short pilot study in order tasere the correct functioning
of the two pieces of software as well as a positmpact on students, a 10-lesson
trial was conducted on a broader sample. The maipgse of the trial was to assess
whether and to what extent the methodology andstepiplied can contribute to
improving learners' language and translation coemmt by approaching the
translation of audiovisual texts. Furthermore, @swmportant for students to become
familiar with LvS andTranslogand be comfortable with their use in order to wiork
a pressure-free and collaborative environment.

Progress in students' competence was assessedsbewviolg four variables,
each corresponding to one or more of the four subpetences selected. In
particular, Variable 1 and 2 surveyed the develagnoé learners' cognitive rhythm
and translation process, while Variable 3 refetiedhe degree of acceptability of
students' solutions to the Rich Points of the ténasslated during the trial. Finally,
Variable 4 consisted of four sub-variables (a, Bnd d) and aimed at comparing the
performance of the trial group with that of a cohigroup by observing the marks
obtained in general English (4a), Italian to Erfglianslation (4b), English to Italian
translation (4c) and the acceptability of the Riedhnts (4d) found in it.

Expectations regarding results were commensuratéhéo relatively short
exposure of students to the trial and the relatiwhall sample (27). Hence, no
radical change in the students' way of dealing wigimslation was expected but
rather signs of progress towards a greater awasafdhke translation process and of

key aspects such as the role played by contextgmmacs and language
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appropriateness. The non-compulsory nature ofrtllecaused a number of students
to skip some classes and technical problems sorestgave rise to file losses, so
that the data gathered during activities are neags complete.

The results obtained in the trial and from the cangomn with the control
group have highlighted important aspects and sonesticontributed to discover
unexpected facts. First of all, what emerged frbmn pilot study was that students'
perceptions of their abilities and of translationkgems usually do not match actual
performance was confirmed in the trial too. Such avery likely to be connected
with an insufficient knowledge of translation angl mechanisms along with partial
lack of strategic behaviour — which are two of thar sub-competences the trial
aimed to develop. As a consequence, students arellhyoable to assess their own
work against these abilities.

By looking at the development of cognitive rhythoridg the trial we can see
that students did progress towards a more balamegzbrtion between drafting and
end-revision duration, also considering that evert presented a higher difficulty
than the previous one. However, when confrontedh aittext genre and specific
terminology they were particularly unfamiliar with, sensible increase in drafting
time and a corresponding slump in the durationnaf-eevision were observed. This
fact seems to point to a correlation between tffecdlty of a text and the students'
response in terms of cognitive rhythm. Apparentiyhenever a text requires
sophisticated background knowledge and researcls skiong with a certain
linguistic and pragmatic sensitivity learners foaus drafting and online revision
much more and tend to neglect end-revision.

Information regarding the way students deal with translation process was
also gathered through the observation of the duraif pauses and the number of re-
elaborations for each of the Rich Points seleckesults of trial activities do not
display any evident change in learners' translatidoehaviour, with a substantial
stability in the duration of pauses and the (lowjniver of re-elaborations throughout
the experiment. However, such overall stability eéso be interpreted as a positive
sign if correlated with the increased difficulty ativities. Finally, the acceptability
rate of Rich Points has displayed a variation tghmut activities that can be hardly

summarised by average values. It appeared thatiresireas or specific items
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(mostly plays on words and lexical elements) weraltoquite satisfactorily in many
cases. What we can infer from a general view ondéta is that learners are still
developing their skills to deal with a correct aftective translation of texts, which
is also why it was deemed necessary to ask theakéoa delayed translation test.

The last set of results was drawn from the compangith the performance of
a control group consisting of 40 students. Studentbe trial group outperformed
the control group in variables a, b and ¢ and obethibetter results in three out of
four Rich Point categories of variable d. In parée, the trial group was more
successful in the translation of culture/pragmaticiscourse analysis and
syntax/cohesion problems while it scored slight#gd in the lexis/syntax area, as
pointed out in 5.2.7.

Finally, feedback from volunteers was collectedotiyh the completion of
eight open-ended questions regarding various aspéthe course and their impact
in order to gather their opinions on initial exwins, work with the software, the
value of subtitling for foreign language learnirggality of contents and teaching,
influence of the trial on their routine and teclatiproblems. The feedback collected
suggests that students found the experience revgaedid would like to work again

with LvS andTranslogin the future.
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APPENDIX 1

Participation requirements

Dear all,

| just wanted to give you a few details about thes Lproject, should you decide to
participate. | am carrying out this experiment foy PhD dissertation; the aim is to see
whether the creation of subtitles can help studemgsove their linguistic and translational
skills. I will give you some general guidelines subtitling but remember that this is rent
professional subtitling course.

There is no specific requirement to join the expert, however your_active
participation in class is indispensable. This methas you will be asked to make translation
proposals, assess your peers’ performance andrde aotive translating/subtitling on the
spot with a subtitling simulator. The data recordétibe kept strictly anonymous.

Some of you have already asked me about the prsguotdule: depending on the
number of participants, | will divide you into srhgtoups (max. 15 people) and try to find a
compromise between your classes and lab availahliliwill give you more details as soon
as | have second semester timetables.

For any enquiry please contact meratfaella.panizzon@studenti.unipd.it

Best

Raffaella
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APPENDIX 2

Profiling: Self-perception questionnaire

LvS PROJECT: PRELIMINARY QUESTIONNAIRE

NAME

SURNAME DATE

Please answer ALL the following questions:

1. What is your native language/s (L1)?

2. Which are your second languages (L2)?

3. How long have you been studying them?

4. Think of when you translate from English into Iltalian. For each translation stage,
tick the option you think matches your skills best:

a) Source-text analysis

O | can analyse texts about everyday or job desonptas well as descriptions of events,
feelings and wishes.

g | can analyse articles and reports on contempamanylems in which the writers adopt
particular attitudes or viewpoints, as well as eomporary literature, cinema and
advertising.

g | can analyse long and complex factual, literarynedia texts, appreciating distinctions
of style. | can also analyse specialised artidteyy technical instructions and fairly
complex media texts.

b) Research background information, lexis and teoiogy.

g | can research background information on everyawlyjab activities, whether culture-
bound or not. I can carry out thorough searchegnéral language and simple
terminology.

g | can research background information on generdispecial language about
contemporary problems. | can carry out thoroughcées of culture-bound lexis and
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general language used to express attitudes angbwiets. | can search and study
standard terminology.

g | can research background information on generdispecial language of complex
factual, literary and media texts. | can carry thorough searches of complex culture-
bound lexis and general language. | can searcistadgt complex technical and scientific
terminology.

¢) Translation process

g | can decide how to translate everyday and jobrgegms, using appropriate translation
strategies, suitable lexis and terminology, syiftarses, word order, punctuation) and
style (for formal or informal language).

O | can select the most suitable translation stragedexis, terminology, syntax (tenses,
word and phrase order, paragraphing, punctuatigt® §or formal, informal, attitudinal
language) and reformulate texts where necessary.

O | can select translation strategies, lexis, terhoigy syntax (tenses, word-, phrase- and
clause-order, punctuation, paragraphing) and stytkjustify their choice. | can easily
reformulate a wide range of texts and produce taeygs with a different purpose from
their source texts.

d) Revision

g | can make a simple revision of my translation,otireg if | missed out any parts and if
lexis, terminology and syntax are appropriate.

g | can revise my translation checking if | missed &y parts, if lexis, terminology, syntax
and style are appropriate and adapting languagg@anmdraphing to the intended
purpose(s) of the target text.

g | can thoroughly revise my translation checkingnfissed out, added or deleted any
parts, if lexis, terminology, syntax and style appropriate, adapting language,
paragraphing and text type(s) to the intended ma{®) of the target text and justifying
the reasons of my choices.

5. Order the following problems from what you findmost difficult (1) to less difficult
(7):

g cultural references

O lexis/terminology

O plays on words

O pragmatics

O register

O style

O syntax

6. What do you usually do to improve your translatbn skills? (You can tick more than
one option)

O Attend translation classes

g Read translation journals

g Watch films

g Take other translation courses (in the summerndury erasmus period etc.)
g Read books
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g Other

7. Have you ever taken translation courses outsid@ur university?

8. Have you ever worked as a translator (for a congmy, during a job placement, etc.)?
If so, describe your experience briefly.

193



APPENDIX 3

Profiling: Translation test with Rich Points

Head and heart(RP1)

The portrait, as it is known today, was born in Benaissance. Portraits had
existed before the ¥5century, of course: just think of the Pharaohsthviheir
colossal statues, the busts of the Roman emperotiseopainted faces of donors
(RP2) in Medieval altar pieces (RP3). But thoseuey seemed very remote.
Renaissance artists, by contrast sought to credtgist a likeness of their subjects,
but also something of their spirit. (RP4)

Portraiture became very popular. Indeed, the placquestion addressed by
“Renaissance faces”(RP5), a new exhibition (RP@)astdon’s National Gallery is
why, at this time, did so many patrons (RP7) comsiais portraits of themselves,
their lovers, friends and children (RP8)? Answererge in seven rooms filled with
paintings, medals, drawings and sculptures. ThevgR#9) also seeks to correct the
misconception (RP10) that Renaissance portraite e exclusive invention and

preoccupation of artists in the south of Europpeeslly Italy.

Categorisation of Rich Points:

Rich Point Text Category
1 Head and heart Lexical problem
2 donors Lexical problem
3 altar pieces Lexical problem
4 sought to create not just a likeness of theijesuib, but| Syntactical problem

also something of their spirit

5 Renaissance faces Lexical problem
6 exhibition False friend
7 patrons Lexical problem
8 children False friend
9 show False friend
10 misconception Lexical problem
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APPENDIX 4

Profiling: individual length of pauses, number ef r
elaborations and acceptability of Rich Points

FanM
RP| Pause (in sec)) N. of re-elab. Acceptability
1 2 0 010
2 44 1 31
3 0 0 3
4 121 8 2
5 11 0 233
6 7 2 0
7 39 0 2
8 3 1 3
9 9 0 3
10 24 2 212
Aim
RP | Pause (insec{) N. of re-elgb. Acceptability
1 8 0 0
2 20 0 0
3 12 1 3
4 44 1 211
5 13 0 212
6 12 1 3
7 79 1 0
8 0 0 3
9 6 1 3
10 25 1 211
LmiM
Pause (in sec.)) N. of re-elabAcceptability
RP
1 2 1 0
2 23 1 0
3 24 1 0
4 43 0 2
5 10 0 3
6 9 0 3
7 29 2 3
8 6 0 3
9 3 0 3
10 22 1 212
Mmu
RP | Pause (insec]) N.ofre-elgh. Acceptability
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1 7 0 010
2 25 0 232
3 30 0 0
4 72 0 3
5 51 2 1
6 1 0 3
7 63 0 0
8 2 0 3
9 4 0 3
10 24 0 0
AmuM
RP | Pause (insec|) N.ofre-elgb. Acceptability
1 16 1 0L0
2 173 1 232
3 9 0 0
4 9 0 2
5 5 0 1
6 43 1 0
7 23 0 22
8 0 0 3
9 8 0 0
10 16 0 2
MpoM
RP | Pause (insec|) N. ofre-elab. Acceptability
1 16 1 0L 1
2 28 1 022
3 26 1 1
4 185 7 0
5 29 1 212
6 0 0 3
7 6 0 131
8 3 0 0
9 0 0 3
10 13 0 2
Via
RP | Pause (insec|) N. of re-elgh. Acceptability
1 15 0 010
2 24 2 121
3 44 1 022
4 230 9 100
5 0 0 1
6 2 0 3
7 31 1 2
8 0 0 3
9 2 0 3
10 86 2 3
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JtoM
Pause (in sec.)) N. of re-elabAcceptability
RP
1 3 1 2
2 1 0 232
3 3 0 0
4 4 0 322
5 0 0 0
6 4 1 3
7 0 0 2
8 0 0 0
9 1 1 3
10 0 0 1
Sza
Pause (insec.) N. of re-elab. Acceptabili
RP
1 10 2 3
2 10 0 1
3 7 0 0
4 2 0 1
5 1 0 1
6 5 0 3
7 2 0 010
8 0 0 3
9 1 0 3
10 3 2 3
Eto
RP | Pause (in sec|)N. of re-elab.| Acceptability
1 9 1 0
2 7 0 232
3 0 0 0
4 234 9 2
5 4 0 3
6 0 0 0
7 31 1 2
8 0 0 0
9 7 0 3
10 13 2 232
Eza (damaged file, only acceptability available
RP | Pause (in sec) N. of re-elab. Acceptabilit
1 nt nt nt
2 0
3 022
4 0
5 1
6 3

—

y

y
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7 2
8 0
9 3
10 3
Aav
RP | Pause (in sec)) N. of re-elap. Acceptability
1 5 0 010
2 49 0 0
3 11 0 2
4 66 0 1
5 21 0 0
6 5 0 3
7 1 0 010
8 1 0 3
9 3 0 3
10 4 0 3
Vca
RP | Pause (insec{) N. of re-elgb. Acceptability
1 20 2 0
2 3 0 3
3 30 0 2
4 53 2 1
5 7 0 2
6 15 0 3
7 6 0 2
8 3 0 3
9 0 0 3
10 6 1 2
Mco
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 34 1 0L0
2 46 0 0
3 38 0 2
4 70 1 1
5 7 0 3
6 9 0 3
7 7 0 0
8 1 0 3
9 12 0 0
10 19 1 1
Nfa
RP | Pause (insec{) N. of re-elgb. Acceptability
1 nt nt nt
2 35 0 232
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Sma
RP | Pause (in sec N. of re-elab.  Acceptability
1 17 2 010
2 nt nt nt
3 24 1 0
4 45 1 3
5 11 0 1
6 0 0 3
7 22 1 010
8 2 0 3
9 15 0 3
10 140 1 23
Cpu
RP| Pause (in sec)) N. of re-elab. Acceptability
1 2 0 0
2 35 1 1
3 107 1 0
4 31 0 232
5 11 0 3
6 3 0 3
7 9 0 010
8 1 0 3
9 7 0 0
10 5 0 2
SsaM
RP | Pause (in sec]) N. of re-elab. Acceptabili
1 2 0 010
2 9 0 0
3 2 0 2
4 164 2 2
5 2 1 3
6 2 0 3
7 7 0 010
8 0 0 0
9 0 0 3
10 15 0 3
Etr
RP| Pause (in sec)) N. of re-elab. Acceptability
1 7 1 2
2 59 1 0
3 0 0 0
4 40 2 2
5 11 0 1
6 1 0 3
7 7 0 3
8 7 0 3

=

y
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—

9 2 0 3
10 10 0 23
Dmo
RP | Pause (in sec) N. of re-elab. Acceptabi
1 26 1 0
2 10 1 0
3 21 1 0
4 52 3 1
5 15 0 1
6 3 0 3
7 1 0 0
8 1 0 0
9 0 0 3
10 16 0 3
Stu
RP | Pause (in sec) N. of re-elab. Acceptabili
1 26 0 010
2 1 0 232
3 0 0 2
4 13 1 2
5 9 1 3
6 0 0 3
7 35 0 010
8 0 0 3
9 6 0 3
10 5 0 232
Eze
RP | Pause (in sec) N. of re-elab. Acceptabi
1 42 3 3
2 14 0 0
3 13 0 0
4 31 1 2
5 5 0 1
6 2 0 0
7 23 0 131
8 2 0 0
9 0 0 2
10 4 1 011
Sve
RP | Pause (in sec) N. of re-elab. Acceptabi
1 3 0 010
2 48 1 2
3 26 1 0
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APPENDIX 5

Introductory activity to LvS: background information

Fawlty Towers
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APPENDIX 6

Introductory activity to LvS: transcription of sutes provided
for the extract taken frofRawlty Towergseries 1, ep.6)

Manuel: You see | speak English well, | learn it from aokoHello! | am English.
Hello! How are you Sir? | can speak English. Ahjdn®ajor! How are you today?
Major: I...1...1...I'm fine thank you!

Manuel: Is a beautiful day today!

Major: Is it? Yes, yes, | suppose itis.

Manuel: Yes, | can speak English. | learn it from a book.

Major: Did you? Did you ...eh...There you are Fawilty!

Fawlty: I'm just going to open up, Major!

Major: Oh fine! | say that's a remarkable animal, Favil¥yere did you get it?
Fawlty: Samson's... in the town.

Major: Really? Was it expensive?

Fawlty: 12 pounds

Major: Good Lord ... Japanese, was it?

Fawlty: Canadian | think, Major.

Major: | didn't know Canadians were just as clever a thg God!

Fawlty: They started early!
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APPENDIX 7

Introduction to activity one: background information

Friends(edited from http://levis.cti.gr/index.php?optiomas_docman&task=
cat_view&gid=100&Itemid=27)

D

A

“Friends"”
A subtitling activity

\/\/\_/ﬁ

Some information about
the video-clip

The shortclip we are going to watch is taken
from the popular American sit-com Friends.

Rachelhas justbroken up with Ross and is
now with Joey. The protagonists are ata party
butRoss seems to have been drinking too
much and...

Activity

STEP1

Watch the video and, once you are through,
start thinking about the possible translation
problems youwould encounterin the
translation and discuss them with yourpeers.

Take notes of problems and possible solutions.
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STEP 2

Now open Translog, load the Friends
projectfile and start translating. Keep in
mind the discussion with your peers and
the possible solutions.

STEP 3

Once you are finished translating, copy
and paste your subtitles into LVS and
watch the result!

Rememberthat if you want to make
changes, you need to modify the
Translog file first.
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APPENDIX 8

Activity one: transcription of subtitles providedrfthe extract
taken fromFriends(season 10, ep. 2) and Rich Points

Ross: Everyone, | would like to make a toast. To Radmd Joey. And... to love.
Ah... love, L-O-V-E (RP1)...love. L is for life andhat is life without love? (RP2)
Rachel: Oh my God are we supposed to answer?

Ross: O is for...oh wow (RP3)! V is for this very surging turn of events, which |
am still fine with by the way (RP4). E... is forwo. extremely normal | find it that
you two...are together (RP5) and how one day yoghmiget married and have
children of your own.

Joey: Dude (RP6) are you ok?

Ross: Totally!

Categorisation of Rich Points

Rich Point Text Category
1 L-O-V-E Pun
2 L is for life and what is life without love? Pun
3 O is for...oh wow Pun
4 V is for this very surprising turn of events,iefhl am still Pun
fine with by the way
5 E... is for how... extremely normal | find it thaou Pun
two...are together
6 Dude Lexis/Registe
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APPENDIX 9

Activity one: individual length of pauses, numbére
elaborations and acceptability of Rich Points

FanM

Pause (in sec.

N. of re-elab.

—

Acceptability
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Mco
RP | Pause (in sec)) N. of re-elab. Acceptability
1 78 1 3
2 71 2 0
3 50 2 3
4 180 3 3
5 108 0 3
6 7 2 2
EmaM
RP | Pause (in sec)) N. of re-elab. Acceptability
1 347 0 2
2 132 1 3
3 108 0 3
4 253 0 3
5 193 1 3
6 14 0 3
Afi
RP | Pause (in sec)) N. of re-elab. Acceptability
1 16 0 3
2 57 2 3
3 255 1 3
4 112 3 3
5 66 0 0
6 2 0 3
Gma
RP | Pause (in sec) N. of re-elab. Acceptability
1 76 0 3
2 122 1 3
3 28 0 3
4 222 2 3
5 87 2 3
6 27 0 3
Sma
RP | Pause (in sec)) N. of re-elab. Acceptability
1 49 0 0
2 4 0 0
3 27 0 0
4 81 1 0
5 23 0 0
6 40 0 2
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APPENDIX 10

Introduction to activity two: background information
Blackadder goes Forth
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APPENDIX 11

Activity two: transcription of subtitles providedifthe extract
taken fromBlackadder goes Fortfep. 6) and Rich Points

Baldrick: Permission to ask a question, sir?

Blackadder: Permission granted, Baldrick, as long as it it one about where
babies come from.

Baldrick: No. The way | see it, these days there's a waright? And ages ago,
there wasn't a war on, right? So there must haea leemoment when there-not-
being-a-war-on went away, and there-being-a-wacame along (RP1). So... what |
want to know is, how did we get from the one cakaftairs to the other case of
affairs?

Blackadder: Do you mean, how did the war start?

Baldrick: Yeah.

George: The war started because of the vile Hun (RP2)rasdillainous empire-
building.

Blackadder: George, the British Empire at present covers atguaf the globe,
while the German Empire consists of a small sautagery in Tanganyika. | hardly
think we can be absolved from blame on the impstialfront.

George: Oh, no... no sir, absolutely not. Mad as a bidy@&3)

Baldrick: | heard that it started when a bloke called Arddigke shot an ostrich
because he was hungry. (RP4)

Blackadder: | think you mean it started when the Archduke ofs&ko-Hungary got
shot. (RP5)

Baldrick: No, there was definitely an ostrich (RP6) involved,

Blackadder: Well, possibly.

Categorisation of Rich Points

Rich Point Text Category
1 when there-not-being-a-war-on went away, ancethen Lexical problem
being-a-war-on came along
2 vile Hun Lexical problem
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3 Mad as a bicycle Idiom

4 | heard that it started when a bloke called Aedbuke Pun
shot an ostrich because he was hungry

5 when the Archduke of Austro-Hungary got shot Pun

6 ostrich Pun
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APPENDIX 12

Activity two: individual length of pauses, numbdire-
elaborations and acceptability of Rich Points

FanM
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 111 2 3
2 39 2 3
3 13 0 3
4 293 1 3
5 168 0 3
6 9 0 3
Vi
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 49 0 3
2 22 0 0
3 30 1 3
4 115 0 3
5 34 2 3
6 33 0 3
Aim
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 37 0 0
2 31 1 0
3 2 0 3
4 40 0 3
5 17 1 3
6 8 0 3
LmiM
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 45 0 0
2 134 0 0
3 7 0 3
4 113 2 3
5 103 1 2
6 8 0 3
AmuM
RP | Pause (in sec)) N. of re-elab.| Acceptability
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APPENDIX 13

Activity three: transcription of the extract takleam the speech
delivered by Michio Kaku “What if Einstein is wroAgand
Rich Points

Many physicists had a heart attack when we got riemms Geneva, Switzerland,
that Einstein might be wrong. All hell broke loog&P1) in the physics community.
Every physicist | know was taking a position onsthot topic because relativity is
the foundation of modern physics along with therquin theory (RP2). Now, what
they found was: if you take a beam of neutrinos3RFom the atom smasher (RP4)
in Geneva, Switzerland, shoot the beam through ntioeintains to ltaly over a
feet over a’distance of 454 miles (RP5) ...webt thoesn't sound like much but to a
physicist this is a disaster. It means that thendlations of modern physics have to
be called into question. First, it means that tina@el could become commonplace
because as you approach the speed of light, tiovesstiown (RP6); if you exceed
the speed of light, time goes backwards. Rementtarscene in Superman | when
Lois Lane dies and Superman goes into outer spagdaeagoes around the planet
Earth in the opposite direction the earth stopg] #Hren rotates in the opposite
direction and then all of a sudden Lois Lane sibgck to life? Well, that kind of
scenario might be possible if the speed of lighhas so special that particles can
exceed the speed of light. Not to mention thatlvale to recalibrate everything:
the age of the universe, the age of stars, thardistof the stars; the basic structure
of modern electronics has to be changed: GPS, aualeapons all of that will have

to be recalibrated and re-thought through, if Eims$ theory of relativity is wrong.

Categorisation of Rich Points

Rich Point Text Category
1 All hell broke loose Idiom
2 gquantum theory Lexical problem
3 beam of neutrinos Lexical problem
4 atom smasher Lexical problem
5 454 miles; 60 feet; 60 feet over a distance5df 4| Unit of measurement
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miles

time travel could become commonplace because aSyntactical problem
you approach the speed of light, time slows down
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Activity three: individual length of pauses, numioére-
elaborations and acceptability of Rich Points

APPENDIX 14

FanM
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3 0 0 3
4 2 0 3
5 63 2 3
6 30 0 2
AmuM
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 2 0 3
2 9 0 0
3 54 0 1
4 59 0 3
5 251 1 2
6 76 0 2
Vca
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 86 0 3
2 40 0 3
3 9 0 3
4 17 0 3
5 143 0 3
6 38 0 3
Nfa
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 36 0 2
2 4 0 0
3 3 0 3
4 4 0 0
5 138 2 1
6 166 1 0
Afi
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 15 0 3
2 49 0 0
3 60 0 0
4 6 0 3
5 43 1 3
6 73 4 2
Ema
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 14 1 2
2 12 0 0
3 12 0 3
4 1 0 3
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APPENDIX 15

Activity four: transcription of the extract takerom BBC
News at Six of 21/03/2012 and Rich Points

Good evening and welcome to the BBC's News at Hie liberal democrats
have taken the highly unusual step of going pubbout one key choice in the
government's budget: what to do about the 50 prdatgd income tax (RP1)?
Pressure has been put on the Chancellor (RP2) rg&dasburne - to scrap the tax
but today the Business Secretary (RP3) Vince Cailalee it clear that the Lib-Dems
ask to replace it with the so-called "mansion tékP4), which would affect those
with the most expensive homes. Now to James Landafedeputy political editor.

The budget's weeks away and is taxing ministensts{(RP5). Should they catch
income tax from low earners, should they raise & tex on expensive houses,
should they cut the 50 p top-rated tax to high e Once upon a time, budget
negotiations took place behind closed doors, hetteeal reasury with the Chancellor
firmly in charge. When the Lib-Dem Business Secxetaas asked this morning
what he thought of getting rid of the 50 p tax,daéd this: "My colleagues are not
ideologically wedded to (RP6) the 50 p tax. If thavhat has to go, it should be
replaced by taxation of wealth because the weathihe country have got to pay

their share. The mansion tax is actually a veryneaacally sensible solution”.

Categorisation of RP

Rich Point Text Category
1 50 p top-rated income tax Cultural-lexical praoble
2 Chancellor Cultural-lexical problem
3 Business Secretary Cultural-lexical problem
4 "mansion tax" Cultural-lexical problem
5 is taxing ministers' minds Pun
6 not ideologically wedded to Metaphor
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Activity four: individual length of pauses, numbasrre-
elaborations and acceptability of Rich Points

APPENDIX 16
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4 1 0 0
5 nt nt nt
6 57 0 2
Dmo
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 133 3 0
2 37 0 0
3 5 0 0
4 9 0 0
5 53 3 0
6 13 0 3
Cpu
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 30 0 3
2 85 0 0
3 70 0 3
4 20 0 3
5 88 0 3
6 12 0 2
Etr
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 935 0 0
2 165 0 1
3 690 0 0
4 106 3 0
5 nt nt nt
6 nt nt nt
Stu
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 42 2 2
2 11 0 3
3 5 0 3
4 17 1 0
5 23 0 3
6 32 0 0
Sve
RP | Pause (in sec)) N. of re-elab.| Acceptability
1 231 4 0
2 0 0 0
3 136 1 0
4 40 0 0
5 23 0 2
6 7 0 3
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Dvi
RP | Pause (in sec) N. of re-elab. Acceptabilit
1 38 0 2
2 12 0 3
3 5 0 3
4 80 0 3
5 3 0 3
6 21 0 2

y
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APPENDIX 17

Slides of lesson 1 “Word and Images. Implicatianmieaning-

making”

Words and images

Implications in meaning-making

Ratfaelia Panizzon, Dept. of Linguistic and Literature Studies 2203/ 2012

" ( Semiotics: the study of
the relationship of
language (and other signs)
totheir meaning

Words and images are two semiotic resources
allowing the creation and communication of
meaningful messages.

When they interact, like in subtitled films or in
captioned pictures, the overall meaning arises from
the combination of the message/s conveyed by each.

This means that an image can affect the meaning of
atext and vice versa; let’s see some examples.

Raffaella Panizzon, Dept. of Linguistic and Literature Studies 22/03/2012
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Look at ex. # 1 and describe a possible
context of reference (i.e. an image) you
would associate it to.

Ex. # 1:

g~ e

Raffaella Panizzon, Dept. of Linguistic and Literature Studies 22/03/2012

= = e ’__,_,ﬁ’f’

= Ex.#1a

Overall message: a cat is
sitting next to a bowl asking
for food.

Raffaellz Panizzon, Dept. of Linguistic and Literature Studies 22/03/2012

— S — _’ﬂ
Ex.#1b

Overall message: someone is
asking to be provided with
updates on the contentof a
website.

Raffaella Panizzon, Dept. of Linguistic and Literature Studies 22,/03/2012
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= = e, ==

—
- Ex.#2:
Look at the picture below and imagine a caption you would
use to describe it.

Raffaella Panizzon, Dept. of Linguistic and Literature Studies 22 /03/2012

Raffaella Panizzon, Dept. of Linguistic and Literature Studies 22/03/2012

Raffaella Panizzon, Dept. of Linguistic and Literature Studies 22/03/2012
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Ex. #3:
Watch this short video:

What do you think is the relationship between the

images and the words in the video? Do they affect each
other?

Raffaella Panizzon, Dept. of Linguistic and Literature Studies 22/03/2012

Inexampleslaandlb we have seen captions reinforcing
or repeating the meaning conveyed by the image:
“the verbaltext restates the meanings of the image or

vice-versa. In other words, the same meanings are communicated by the
verbal code and the visual code”|Astorga: 1939).

In examples 2aand 3, images and words complete each
other’s meaning, so thatthe verbaltextextends the
meanings of the image "with word and image in a
complementary relation” Astorga: 1999).

However, there are also cases inwhich images and
captions send out different or contradictory messages
{2b}. This device is often used for humorous purposes
orto create a surprise effect.

Raffaella Panizzon, Dept. of Linguistic and Literature Studies 22/03/2012

/ﬂ'k"__ " -___—_‘__'"_' - —
s Summarising...

» Aphrase/sentence in a caption can take up different meanings
accordingto the image(s) it is associated with;

» The meaning of an image can be (sensibly) changed by a caption.

When words and images are put together, they affect each other’s
meaning by reinforcing, completing or contradicting each other. In
any case, the final message is always the result of their interaction.

Raffaella Panizzon, Dept. of Linguistic and Literature Studies 22,/03/2012
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APPENDIX 18
Slides of lesson 2 “Essential Guidelines on Subtithe-

Breaking”

FRaffaella Panizzon, Dept. of Language and Literature Studi

Raffaella Panizzon, Dept of Language and Literature St

Adapted frome D Ivesson hipy, viransedibseandes Tt

RaffaellaPanizzon, Dept. of Language and Literature Studies
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Hesaid that he would not be
wrould not be able to come wmtil ble b kil 7

CR
He said thathe would not be able to come
until tomerrow.

She had furnished the rocm weall.
“The ini=rior was mainly inzed
The intsricr was mainly in red and sresn P
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APPENDIX 19

Slides of lesson 5, “Background Information and
Terminological Research: an Introduction to Tramsia

Practice”

Background Inform
Terminological R

an Introduction to Translat
Practice

The Four Stages of the Translation
Process

I
» We readthe text (more than once if needed)
andfigure outits typology, style and 3

purpose.

+ \We start researchinginformation onthe topic
dealt with, its author, creationetc. fwe havea
technical-scientific text, we may nesdto findthe
proper terminology.

Onthe basis oftheir ion collected, we

translate thetext selectingthe most appropriate
i recreate an equi ittextinterms /

oftypology, purpose andterminology.

3. Translation

+ Once completedthetransiation, the fextwillBs
revisedbothinits form (speling, layout} and

[ 4_Revision || contenttextual coherence, terminological /

consistency, fluency).

1
;&ﬁéﬁ“ﬁfﬂ@m‘!\ﬂ%ﬂm&ﬁﬂm Studies 15/04/2082
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Background Information Research

‘When tackling a texi that deals with a topic we muwmﬁg;
that contains specific technical jargon, it is important to

search.
AMATEURPHLOGS/SITES
OUTDATEDPRESOURCES

Make sure you identify On-ine resources can
the field (particle prove quick and helpful.
physics, wood carving. However, we need to

cocoa plantations) the select reliable websites
source text is about. e edited by experts in

ok St i the field or by officially
source and target acknowledged
language. institutions.

| Rafizsia Panizzon, Dept. of Language and Lieraturs Studies 18042012 |5

Terminological Research

Collections of alphabetically ordered terms
intwo or more languages, where additional
informationtike definition, field, contextual
examples etc. are givenforeachtermin
each language.

Collection of alphabetically
orderedterms and phrases
togetherwiththeir meaningg

ortranslations inanother

or information. However, if one or more sRedific terms or phrases are

ks
dictionaries or glossarie:

Monalingual or multilingual collection of
alphabetically ordered terms and phras
generally related fo a spedficfield.

Usefulwebsites:

IATE initpffigte parorm. s
Terminology Forum ji A i olfley
Proz.com GlossPost higp:iwww proz. comiglosspost

The Translator's Home Companion hiipJfial.comhchim|
Translationlinks (J. Roque-Dias) hifpJwww jrdias com/JRD-Links himl

[2 TR U e

A concrete example (1)

How fracking caused earthquakes in the UK

In April and May this year, two small earthguakes struck the UK near the town of
Blackpool. Suspidon immediately fell on hydraulicfracturing, known as fracking —a
controversial process to extract natural gas by fracturing the surrounding rock.

A magnitude-2.3 earthquake occurred on 1 April, followed by a magnitude-1.5
quake on 27 May. Both occurred close to the Preese Hall diling site, where
Cuadrilla Resources was using fracking to extract gas from ashale bed. [..]

The link with fracking has now been confimed by an independent report
commissioned by Cuadrilla, which states: "Most likely, the repeated seismidty was
induced by directinjection of fluidinto the faultzone "

| Raffaella Panizzon, Dept. of Language and Literature Studies 19704/2012 -
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A concrete example (2)

Imagine you have to translate this text into lfalian. Perform
the first two steps of the translation process:

1 ST-analysis

2. Info+terminology research. Keep track of the websites you
visit and write down the terms you look for along with their
translation You can doit on paper or on a Word document.

| Raffaella Panizzol;‘ Dept. of Language and Literature Studies 15/04/2012 _
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APPENDIX 20

LvS end-of-course guestionnaire

LvS-project end-of-course questionnaire

Thinking about the LvS course you have attendeelqd answer athe following

questions and, if needed, justify your answers.

1. Did the course meet your initial expectatiohyg@u had any)? Why?

2. If you were to assess your experience in usMf§ andTranslog what would you
say? Would you use them in the future if you haddhance to?

3. Do you think the use of subtitling can be hdlpfiuimproving your language and
translation skills? How and why?

4. Think about the contentdelivered during the course, what did you find mos

useful? Was there anything you found repetitivaatrpertinent?

5. Think about the translation exercisgsi have done in class and the procedure

followed for each of them (fist viewing of the ma#d then discussion in
class/research, translation, post-translation d&on). Have they changed
something in the way you do your translationsdJfvghat?

6. How would you rate the overall quality of thething? Was the course well-
structured enough?

7. There have been a number of technical issuaagdthre course. How much do
you think they have affected your learning?

8. Please write here any observations or criti@smut the course or the teacher you

want to express.

THANK YOU FOR YOUR TIME!
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APPENDIX 21

Delayed translation test and Rich Points

Fareed Zakaria

Broken and Obsolete

An immigration deadlock makes the U.S. a second-ratnation

Americans think of the U.S. as the world’'s gream'igrant society, and of
course, for most of the country’s history, that H;geseh’ true. But something
fascinating has happened over the past two ,de(:’;ﬁte@r countries have been
transforming themselves into immigrant societiesPIR adopting many of
America’s best ideas and even improving on thene fésult: the U.S. is not as
exceptional as it once was, and its immigrationsatiyge is lessening (RP2).

Would you have guessed that Canada and Australih bave a higher
percentage of foreign-born citiz_q(ls than the Ul fact, in this respect, America —

which once led the world (RP4) i—Ni‘ﬁcreasjngly\ lodke many other Western
countries. France, Germany and the U.K. have\E).ﬁlghtiy fewer foreign-born
residents (RP3) than America (as a percentageegbdpulation). And some of these
countries have managed to take in immigrants mdastsed on their skills, giving a
big boost to their economies.

Canadian immigration policy is now centered onugtrg talented immigrants
with abilities the country needs. Those individuaian apply for work visas
themselves; they don’'t even need to have an empl@®5). The Canadian
government awards points towards the visa (RP6h wktra points for science
education (RP7), technical skills and work expeargen

The results of the system are evident in Vancouwdgre American high-
technology companies (RP8) have large researchdedyes and offices. The people
working in these offices are almost all foreign dyrates of American universities
who could not get work visas in the U.S (RP9). Theyved a few hours north to
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Vancouver (RP10), where they live in a city mudte lthose on the American West
Coast.

Time MagazingJune 18, 2012
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