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Abstract

The modern translation industry is characterised by rapid evolution of technologies, the growth
of collaborative projects and an expansion in the roles of translators. The Saudi Vision 2030
calls for a transition to a knowledge-based economy and the elevation of the higher education
sector to global rankings. This thesis provides recommendations to improve BA programmes
in Saudi Arabia by aligning them with the technology-related requirements of the translation
industry and aims to fill a literature gap around industry needs and translators’ technological
competence. The first to incorporate all BA programmes responsible for preparing future
translators, this research comprises three studies with different stakeholder groups (translators,
employers, programme directors, and trainers), along with three research questions serving one
overarching research question and was carried out with a mixed-methods design. Industry
requirements (RQ1) were determined through the perspectives of translators and employers,
who agreed on the importance of five competencies: Machine Translation (MT), Computer-
Assisted Translation (CAT) tools, terminology, multimedia and desktop publishing (DTP),
adding the growing influence of Generative Artificial Intelligence (GenAl). Google Translate
and Microsoft Translator were rated as most important, along with eight CAT tools, with Trados
Studio and memoQ the most frequently used. Translators’ technological competence (RQ2)
was found to lie from early to advanced conscious competence on Howell’s (1982) model.
Saudi BA programmes (RQ3) do not currently align with the requirements identified in RQ1.
Challenges are evident in translation technology integration, lab infrastructure, trainer
expertise, curriculum variations, teaching strategies, and industry involvement. To improve
these programmes, a Translation Accreditation Council (TAC) should be established to
facilitate industry-academia partnerships and encourage accreditation through standardisation
based on best practices. Universities must invest in infrastructure to equip labs, gain access to
tools, and improve off-campus access via cloud-based integration. This should also incorporate
a move to student-centred teaching strategies (e.g., Simulated Translation Bureaus) to expose

students to real-world working experiences.
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Chapter 1 Introduction
1.1  Overview

For some time now, we have been witnessing a gradual momentum which is remodelling
the translation profession and transforming it from service into industry, that is to say, an
economic activity concerned with the output of a specific product and which manages
complex processes, develops synchronized goods, and which is based on teamwork,
leverage of existing material (corpus), and information technology. In this sense, the
translation industry is pointing to a new set of skills translators have to deploy if they are
to act in a context of larger translation volumes, faster delivery times, stricter
customization demands, and global production teams. The translator needs to develop
the expertise of a project manager, a computer scientist, a documentalist, a DTP [desktop
publishing] specialist, a terminologist, a language engineer, an evaluator, a localizer, and
a technical writer.

(Rico Pérez, 2002, p. 1)

Although written over two decades ago, Rico Pérez’s (2002) perception of the translation
profession remains relevant, anticipating many of the changes that still define the translation
industry today, such as technology-mediated workflows and team-based production. However,
the nature of these changes is not static, with the profession now marked by new challenges,
including automation, ethical debates, and sustainability concerns. Current developments in
translation technology, particularly the proliferation of Generative Artificial Intelligence
(GenAl), mean that the tools, processes, and professional roles involved in translation continue
to evolve in new ways. Translators are now expected to work in socio-technological
environments where technological competence is essential for success. The relevance of the
quotation to this thesis lies in its portrayal of the complex, digitalised, industrialised nature of
the translation profession, which exceeds simply transferring a source text from one language
into a target text in another. It highlights translation as a collaborative, technology-mediated
profession entailing the working input of a whole team carrying out tasks adjacent to the
translation across several stages of pre-production, production, and post-production, each with

its own specialised tools and project management principles (ISO 17100:2015; Walker, 2023).

Rico Pérez (2002) additionally provides a reminder of the role of translation in a knowledge-
based economy in which success depends on the efficient management of information, working
across socio-political borders, and leveraging technologies to operate effectively in an
environment of fast-paced international communication. Translation, as both an intellectual and

an economic activity, directly contributes to knowledge exchange and international cooperation
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in an information-driven world, and by facilitating informed decision-making, can bring about

significant economic benefits.

Translation technology now plays a central role in the understanding, execution and delivery
of translation work across various domains and professional settings, having become embedded
at nearly every stage of the process (O’Hagan, 2019), with the growing human-machine
interaction described as a ‘dance of agency’ (Olohan, 2011, p. 343). Cronin (2010) calls this
evolution the “technological turn” in Translation Studies (TS), requiring current and future
translators to develop a wide range of competencies beyond language and culture to succeed
in the globalised translation industry. The sub-discipline of translation technology now
represents a core element of the field, reflecting the growing reliance on technology (Jiménez-
Crespo, 2023; O’Brien, 2023), and the translation industry across the world has seen changes
to workflows, expectations, and the skill sets required from professional translators. For the
purposes of this thesis, translation technology is understood in its broadest sense, as proposed
by O’Brien and Rodriguez Vazquez (2019, p. 264), “to include a large array of computer tools
that help translators do their jobs, including word processors; spell, style, and grammar
checkers; the World Wide Web; corpus compilation and analysis tools; terminology
management tools; translation memory tools (TM); translation management systems (TMS);
and machine translation (MT)”. Building on this definition, the thesis also treats audiovisual
translation (AVT), localisation, and desktop publishing (DTP) as other components covered
under the umbrella term of translation technology, since professional practice increasingly
requires translators to operate in environments in which they are expected to comfortably work
with multimedia workflows as well as layout, formatting, and other extra-linguistic features.
Together, these represent the main technology-related areas investigated in this research. This
working definition is used consistently throughout the thesis and is developed further later (see
Chapter 2, Section 2.2), with the profound and growing influence of GenAl cutting across

them.

GenAl systems are defined by Pavlik (2023) as tools capable of generating new content from
user input. These have quickly become widespread, with ChatGPT alone surpassing 100
million monthly users by 2023 (Reuters, 2023). GenAl in this thesis denotes computational
tools not specifically designed for the translation industry that can generate language by
processing a huge amount of data in a very short time. The way these tools work is unique:
they are marked out from any other software currently in use in the translation industry, and

their impact cannot be understated. Al must be included as a foundational element of translation
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technology because its use is now integral to professional workflows. Translations can be
generated by Al almost instantly, saving translators time and improving their overall
productivity. However, its adoption and evolution have been so rapid that significant ethical,

social, and environmental questions emerge (see also Section 2.2).

The confidentiality and ownership of the resources and data processed by GenAl have been the
focus of considerable controversy. As they trawl the internet for data, and are initially trained
with data from a wide array of sources, determining the ethical implications is a challenge: for
several years in the last decade, a key feature of Al training was cat images posted by users
online — these users were not compensated for their help in Al training, nor were they
acknowledged or credited. Those training the Al simply took data and employed it to their own
ends (Harari, 2024). Chen and Wu (2025) refer to such a process as “data colonialism, where
tech corporations extract linguistic resources from marginalized communities without equitable
compensation” (p. 14). An additional problem with these models, discussed by Tymoczko
(2020), is that the cultural context in which they are trained influences their output. For
example, a GenAl tool trained in the United States, using data from the English-speaking world
(traditional and social media, academia, literature, etc.), will necessarily exhibit different
emphases and biases from a tool trained in China. The question then arises of which tool to use
for translation and interpreting purposes, especially in countries like Saudi Arabia for whom
neither an American nor a Chinese bias may be desired. In a competitive environment, it may
even be the case that rather than diversifying, GenAl tools will homogenise, with one particular
tool coming to all but monopolise the industry (in the same way that the Microsoft Windows
operating system came to dominate in the 1990s). This would create a cultural hegemony from
which it may be difficult or impossible to break free. A third pressing concern, highlighted by
Lambert and Walker (2022), is the effect that the increasing use of MT and Al tools is having
on the status and remuneration of professional translators. Clients or even employers might
mistakenly consider a translator’s job to be less demanding than ever, disempowering
translators and increasing competitiveness in the industry, driving wages and working
conditions down. The speed at which technological change is affecting the translation industry,
however, makes evaluation of these concerns a moving target for any stakeholder involved in
the training of translators — by the time a consensus has been reached, the technology or
industry has developed in another direction, and the process needs to start again. In this context,

this thesis contributes to existing knowledge by offering a structured template for evaluating
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how translation technology training can adapt to such ongoing change, helping programmes

(in Saudi Arabia and other countries) remain responsive to industry developments.

The foundational nature of technological competence means translators are expected to employ
CAT tools, MT systems, and, recently, GenAl in their work, manage terminology databases,
and navigate multimedia workflows (Kenny, 2019; Rothwell & Svoboda, 2019; Al-Batineh &
Al Tenaijy, 2024). Details on ‘technological competence’ as a concept can be found in Chapter
Two, as it represents a key element of the work carried out for this thesis. A major evolution of
the role of translator is therefore underway, with a universal movement toward MT post-editing
and GenAl tools, and those responsible for academic programmes to prepare future translators
increasingly find themselves pressured to incorporate the requirements of the translation

industry into curricula to enhance graduate employability.

In this kind of technological environment, global research interest has been sparked on the role
of the translator and on how industry requirements are served by higher education (HE)
translator training. The ways in which the profiles of professional translators are moulded by
academic curricula and the extent to which these curricula improve graduates’ employability
and competitiveness have been evaluated in studies such as Giimiis (2017) in Turkey, Do (2020)
in Australia and Vietnam, Man et al., (2020) in China, Marczak and Bondarenko (2021) in
Poland and Ukraine, and Sanchez-Castany (2022) in Spain. Despite variations between them
in scope and design, these illustrate a common challenge: translation technology is taught at
the HE level, but inconsistently and with little depth or meaningful integration with real-world
professional practices. Such conclusions have also been drawn in the Arab world: a recent study
by Al-Batineh and Al Tenaijy (2024) analysed online job advertisements and academic study
plans, and although they found an encouraging increase in CAT training in the surveyed Arab
programmes, they also revealed notable gaps in MT and localisation training, suggesting that

a disconnect still exists between current curricula and emerging regional industry requirements.

Within the narrower context of Saudi Arabia, some studies have explored the extent to which
translator training programmes prepare students for professional translation roles (e.g., Fatani,
2009; Alenezi, 2015; Abu-ghararah, 2017; Alzamil, 2024). While these studies have provided
valuable insights into the overall preparedness of translation graduates and the link between
BA training and industry requirements, they tend to approach the issue from a broad curricular
perspective, without in-depth investigation of how translation technology training is delivered

in these programmes. In Saudi Arabia, a small number of studies have addressed translation
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technology training directly, but these tend to operate within a narrow methodological scope
and focus only on a single university (King Saud University in Aljarf, 2017), one particular
technology (CAT in Al-Rumaih, 2021), or the views of a specific group (students in Abu-
ghararah, 2015), seldom engaging with the perspectives of multiple stakeholders.

To the best of my knowledge, there is currently no study in the Saudi context that holistically
explores the perceived importance, competence levels, and BA teaching of translation
technology, so this thesis proposes to address these gaps via a multi-perspective examination
of translation technology training in Saudi BA programmes, incorporating both industry (i.e.,
professional translators and translation employers) and academic stakeholders (i.e., BA
programme directors and trainers of translation technology-related courses). Its contribution to
existing knowledge comes from identification of the technology-related requirements of the
Saudi translation industry, assessment of the technological competence of translators, and
evaluation of BA curricula and training practices, forming in sum a comprehensive
investigation into the state of translation technology in both professional practice (importance
and competence levels) and academia (curricula and training), in the underexplored context of
Saudi Arabia. It is hoped that a further contribution will emerge from this thesis’s evidence-
based recommendations to improve the delivery of translation technology training in Saudi BA
programmes, which include ways in which the existing infrastructure, curricula, teaching
strategies, trainer development, and continuing professional development (CPD) practices in
the Saudi translation industry can be enhanced. Other broader values of this thesis for the wider

TS community and the literature can be found in the Conclusion Chapter (See Chapter 8).

This chapter begins with the current overview. Section 1.2 situates the research in its national
context, focusing on Saudi Vision 2030 and the current structure and state of the translation
industry and translator training in Saudi Arabia. Section 1.3 discusses the academic and
professional relevance of this research through an explanation of its rationale and significance,
before Section 1.4 describes its overarching aim and specific objectives. Section 1.5 lists the
research questions guiding the thesis, and Section 1.6 outlines the full thesis structure,

including a brief summary of each chapter.

1.2 Research Context: Saudi Arabia

The 2.15 million km? land area of the Kingdom of Saudi Arabia (henceforth ‘Saudi Arabia’)
occupies most of the Arabian Peninsula in southwest Asia, making it the largest country in the

Middle East and the 11" largest in the world (Vassiliev, 2013). Saudi Arabia is bordered to the
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North by Jordan, Iraq, and Kuwait, to the east by the United Arab Emirates (UAE), Qatar, and
Bahrain, by Yemen and Oman to the south and by the Red Sea to the west (Figure 1.1, below).
This commanding strategic location at the crossroads of Asia, Africa, and Europe makes it a
considerable regional and global geopolitical and economic influence and gives direct access
to global shipping trade routes, making Saudi Arabia a global commerce and cooperation hub.
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Figure 1.1 Map of Saudi Arabia (www.worldatlas.com)

The religious and cultural importance of Saudi Arabia in the Muslim world cannot be
overstated: it is the birthplace of Islam and the custodian of its two holiest sites, Mecca and
Medina, the first of which houses the Kaaba, toward which a billion Muslims worldwide turn
to pray five times a day. Each year the country hosts millions of Muslims from all linguistic
and cultural backgrounds making the minor and major pilgrimages (Umrah and Hajj,
respectively) to the sacred cities. These are linguistic and cultural melting pots with unique
communication requirements, creating a growing demand for professional translators and
interpreters to enable meaningful interactions between pilgrims, religious authorities, service
providers, and governing bodies by bridging language barriers and facilitating accurate
communication. Taibi (2014, p.59) notes that “research conducted into the needs of pilgrims
shows that there are still many gaps to be filled and [...] pilgrims face significant challenges in
administrative procedures as well as in access to information on public services”. Skilled
translators can mitigate these challenges by supporting pilgrims during their time in Saudi

Arabia, ensuring smooth navigation of religious and administrative settings.

The urgency of effective cross-linguistic and cultural communication is therefore clear in the

context of Saudi Arabia’s religious, cultural, and commercial ties with other countries.
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Successful dialogue in all of these areas and understanding between nations and sectors is made
possible through translation, and so it functions not merely as a language service but as a
strategic necessity for the continuation and growth of Saudi Arabia’s global engagement and

influence.

The population of Saudi Arabia in 2024 was estimated to be 35,300,280, with a large proportion
under the age of 30 (General Authority for Statistics' ‘GASTAT’, 2024). The implications of
this youthful demographic profile for national development planning are primarily felt in
education, employment, and human capital investment. With a population of over 7.6 million
and a land area of around 1,973 km? Riyadh, the capital city, is the largest metropolitan area
in the Arabian Peninsula (GASTAT, 2024). Table 1.1 (below) illustrates that the resident
population comprises both Saudis and non-Saudis. The gender balance for Saudi nationals is
almost equal, with 50.1% male and 49.9% female, but the majority of the non-Saudi population
is male, at 77.2% against only 22.8% female, reflecting the fact that male expatriates are
frequently recruited to work in sectors across the Saudi economy as part of larger labour

migration trends (GASTAT, 2024).

Table 1.1 Population by gender and nationality (source: GASTAT, 2024)

Nationality Male Female Total (%)
Saudi 10,575,895 10,192,732 19,626,156 55.6%

Non-Saudi 8,665,061 3,979,972 15,674,124 44.4%
Total 19,626,956 14,172,704 35,300,280 100%

Al-Khatib (2008) conducted one of the earliest studies into the Saudi translation industry and
observed that both the Saudi economy and its translation industry rely heavily on foreign
labour. The work notes that the role of labour in the supply side of the translation industry is
poor (p.128) and suggests that the workforce is affected by broad structural challenges related
to quality, training, and sustainability, in addition to being dominated by non-Saudis. A year
after this, Fatani (2009) supported Al-Khatib’s observations, stating that translation tasks in
many Saudi organisations, particularly in the private sector, are often performed by bilingual
employees rather than trained professional translators. Fatani attributes this practice to the
marketplace’s awareness of “the deficiencies of Saudi translators who were graduates of local
translation and language programmes”. This reliance on unqualified labour has led to

inconsistencies in translation quality and hindered the professionalisation of the field (Fatani,

! https://www.stats.gov.sa/en/web/guest/home (last accessed July 2025)
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2009). To address these issues, Saudi Arabia has recently taken measures to regulate the
translation profession and increase national participation, most notably through the
implementation of the ‘Saudisation’ policy, which since May 2022 has officially restricted
translation jobs in Saudi Arabia to Saudi nationals in an effort to address quality issues and
enhance the reputation of the profession. This sweeping policy and its implications for the

translation industry are discussed further in Section 1.2.2.

Transformative policies like Saudisation form part of a larger national strategy called Vision
2030, “an ambitious yet achievable blueprint” with the aim of reshaping Saudi Arabia’s
economic, social, and institutional landscape (Saudi Vision 2030?). An overview of this agenda
is provided in the following section, which explains its pillars, objectives, and relevance to the

present thesis.

1.2.1 Saudi Vision 2030

Saudi Arabia has depended heavily on oil as its main source of income and economic
development for decades, so its economic structure is largely shaped by oil production,
petrochemical exports, and domestic consumption of fossil fuels (Khorsheed, 2015). Through
this market positioning it has become a key player in global energy markets and a leading
global oil exporter, and it was a founding member and is the current leader of both the
Organisation of the Petroleum Exporting Countries (OPEC) and OPEC+. However, instability
in oil prices and the general global shift toward sustainable energy and renewables have
rendered a sole reliance on oil untenable in anything but the very short term. Recognising that
this dependence needs to be gradually reduced while oil revenues remain strong enough to
support an economic transformation plan, the Saudi government developed a wide-ranging
national agenda to transform “the country’s economy and society from their traditional reliance
on oil revenue to a more diverse economy and a society that is willing to engage with the rest

of the world with open attitudes” (Alqahtani, 2022).

Spearheaded by His Royal Highness Crown Prince Mohammed bin Salman (MBS) and given
official assent by King Salman bin Abdulaziz Al Saud on April 25, 2016, the Saudi Vision 2030
is a strategic framework to improve Saudi Arabia’s global status and secure sustainable
development in the long term through its three interlinked pillars of building a vibrant society,

a thriving economy, and an ambitious nation (Figure 1.2, below).

2 www.vision2030.gov.sa/en (last accessed July 2025)
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Figure 1.2 Main Pillars of Vision 2030

Each pillar incorporates strategic objectives that reflect the country’s ambition to empower its
people, diversify its economic revenues, and elevate its global standing. To achieve this, the
general ideas of the Vision are translated into a practical and measurable set of plans and
outcomes through twelve Vision Realisation Programmes (see Figure 1.3, below) dealing with
core areas such as education, health, housing, finance, and culture. Two of these are especially
relevant to this thesis: ‘National Transformation Programme®’ (NTP) and ‘Human Capability
Development Programme*” (HCDP), designed to build and prepare a skilled workforce that is
ready for the future and bring academic programmes into alignment with industry

requirements.
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Figure 1.3 Vision realisation programmes (Saudi Vision 2030)

The NTP, launched in 2016 as the first Vision programme, has played a major role in reforming

the country’s digital infrastructure, labour market, and public service delivery systems. It aims

3 hitps://www.vision2030.gov.sa/en/explore/programs/national-transformation-program (last accessed July 2025)
4 https://www.vision2030.gov.sa/en/explore/programs/human-capability-development-program (last accessed July 2025)
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to promote government excellence, empower the private sector, and develop economic
partnerships with key actors in both the local and global markets (NTP Delivery Plan, 2021—
2025, p. 8). The advancement and progress of e-government services with the Saudi National
Portal (www.my.gov.sa) stands as one of the programme’s major achievements, as access to
official procedures is now simpler and bureaucratic obstacles have been reduced. Citizens,
residents, and businesses now have access to more than 900 integrated digital services through
this portal, including national ID cards, birth certificates, electronic visas for tourism and
religious pilgrimages, as well as services in the areas of healthcare, education, and the law. The
NTP Achievements Report (2023) noted that these services have reduced bureaucracy, enabled
and enhanced citizen engagement, increased government efficiency, and provided remote and
rural communities with access to efficient services. However, Mihoubi (2025, p. 604) has
recently highlighted challenges related to data privacy and digital trust, emphasising that
transparent communication and user training are essential to make digital platforms accessible,
trusted, and inclusive. This is where the role of professional translation becomes critical: digital
platforms designed for use by the general public must present clear and accessible language to
ensure inclusivity and reliability in services that can be understood by all users (i.e., Saudis and
non-Saudis). Academic programmes, therefore, become urgent to build a cohort of translators
sufficiently well-qualified to deliver accurate, culturally appropriate translation and

localisation services.

The move toward a knowledge-based economy in Saudi Arabia has also been facilitated by the
NTP’s creation of new economic sectors for which language and translation services are
essential. Under the supervision of the Ministry of Culture (MoC), established in 2018 to lead
cultural development and creative industries across the country, 11 commissions have been
formed, each tasked with encouraging and promoting a particular domain of culture and
creativity (see Figure 1.4, below). Two of these are relevant to the translation profession: the
Literature, Publishing and Translation Commission (LPTC) and the Film Commission. The
LPTC is responsible for regulating and advancing the publishing and translation sectors in
Saudi Arabia (more detail in Section 1.2.2), while the Film Commission supports the
development and international reach of the Saudi film industry. As Saudi Arabia seeks to
position itself as a regional hub for creative industries and international communication, the
need for well-trained translators with sufficient technological competence is becoming

increasingly urgent. This reinforces the central drive of this thesis: that BA programmes
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responsible for preparing professional translators in Saudi Arabia must adapt to the technology-

related requirements of the translation industry.
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Figure 1.4 Cultural Commissions (MoC’s official website®, 2025)

The HCDP is another Vision programme relevant to this thesis, launched in 2021. Its primary
aim is to develop the knowledge, skills, and values needed to compete in a rapidly changing
global industry by prioritising the development of education and vocational training by closing
the gap between industry requirements and academic programmes in order to prepare a
competitive, future-ready workforce. It encourages BA programmes to modernise their
curricula and training practices in line with national needs while promoting lifelong learning
to ensure that professionals across sectors maintain relevant and up to date competencies. The
HCDP supports the transition toward a knowledge-based economy, where the value of human
capital, rather than oil, is recognised as the country’s most important asset. As Crown Prince
MBS asserts, “the real wealth of the Kingdom [Saudi Arabia] lies in the ambition of its people
and the potential of its younger generation” (Saudi Vision 2030, p. 8). Under Saudi Vision
2030, national development revolves around HE institutions, the translation industry, and
translator training, as the country’s global engagement and cultural diplomacy efforts expand.
This transformation is expected to be led by Saudi universities producing graduates with
competencies aligned with industry requirements, as laid out in Pillar 2 of the HCDP, which
aims to “align [...] higher education and technical and vocational training with labor market
needs, working with the private sector to ensure maximum alignment” (HCDP, p. 12).
Therefore, to enhance graduates’ professionalisation and employability, BA programmes must

realign their curricula and training practices with the reality of the Saudi translation industry.

5 hitps://www.moc.gov.sa/en/Modules/Pages/Cultural-system (accessed July 2025)
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The present thesis contributes to this national effort by examining how translation technology
is taught in Saudi BA programmes responsible for preparing translators and exploring ways

curricula and training practices can be reformed.

1.2.2 The Translation Industry in Saudi Arabia

The Saudi translation industry is growing rapidly, yet it remains largely under-documented.
Currently, no official statistics outline the industry’s economic size or the number of working
translators, due to the lack of systematic investigation and formal tracking (Fatani, 2009; Abu-
ghararah, 2017). Al-Amri (2025) estimates that the Saudi translation industry was valued at
approximately US$28.99 million in 2024, with an expected average annual growth rate of
13.14%. This forecast, cited from Statista in 2024, place the industry’s 2030 value at US$60.82
million (Al-Amri, 2025), whereas a later study by Seddaig (2025) reported the value of the
Saudi translation market to be $1.5 billion in 2022, and cited a Statista projection of a 22.8%
increase up to 2032. While such figures serve as a useful reference point, their dramatic
disparity illustrates the lack of definitive figures or sources for this. Further validation is
therefore required by more comprehensive and locally grounded research that can offer a

clearer understanding of the industry’ size and scope.

A series of historical and policy developments has influenced the expansion of the Saudi
translation industry. An early major example of this is Saudi Arabia’s accession to the World
Trade Organisation (WTO), which dramatically increased demand for legal, governmental, and
commercial translation and interpreting services, offering “excellent employment opportunities
for trained interpreters” (Fatani, 2009, p. 2). The most profound recent driver of growth in the
industry is Vision 2030, as it proceeds and advances the country’s agenda of economic
diversification, increased tourism, foreign investment, and global cultural exchange. Further
momentum has been provided by successful international bids to host Expo 2030 and the FIFA
World Cup 2034 and national mega-projects (e.g., NEOM and the LINE) to the growth in
demand for high-quality translation and localisation services across the whole economy,
including law, finance, tourism, religion, and media. This unprecedented internationalisation
has raised translation from a place of mainly cultural or religious interest in transferring texts
from one language into another to an essential element of economic development and global
communication, with translators branching into content specialisations ranging from legal

contracts to promotional materials.
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This growth has been supported by generous investment from the Saudi government. To
regulate the translation sector and position Saudi Arabia as a regional and global leader in
translation, in 2020, the MoC established the LPTC, which supports cultural production and
exchange and increases the visibility of Saudi literature around the world (LPTC, 2025). Since
2021, the LPTC has organised the Saudi Translation Forum four times, holding this event to
open channels of dialogue between interested parties, including translators, publishers,
employers, and academic stakeholders. The first edition of this Forum coincided with the data
collection period for this thesis in December 2021 and was attended by the researcher. The
professionalisation of Saudi translation was further cemented by the launch of the Saudi
Arabian Translation Association (SATA), the first professional association in this field in the
country. However, SATA is still in its early stages of development, with its official website
lacking detailed information about its services, activities, and long-term strategy, and its
visibility among industry professionals remains limited, as observed in this thesis (see Section

7.3.3).

Saudisation policy represents another significant force shaping the translation industry, and as
it relates to graduate employability and industry readiness, is a core policy to this thesis.
Saudisation aims to increase the employment of Saudi nationals in the workforce across various
sectors (e.g., retail, banking, accounting) and forms a primary element of the human capital
development goals outlined in Vision 2030. The policy came into effect in the translation sector
in May 2022 after a ministerial decision® (No. 52764) to ensure translation jobs are reserved
exclusively for Saudi nationals. This measure was taken, firstly, to meet the Vision 2030 goals
of halving the unemployment rate of Saudis from 14% in 2015 to 7% by 2030, and secondly,
to address the long-standing dependence of the Saudi economy on foreign labour (in this
instance, non-Saudi translators) contracted in the short-term, as a proliferation of short-term
workers leads to inherent instability in the sector (Al-Khatib, 2008). Third, it paves the way for
regulating the translation profession in the Saudi context and ensuring that translators’
competencies are aligned with the national priorities and industry-specific requirements. Given
that Saudi graduates are now the only eligible candidates for translation jobs, the role of Saudi
universities becomes even more central in preparing the next generation of qualified translators.

This reinforces the significance of the present thesis, which investigates how translation

¢ Ministry of Human Resources and Social Development. Retrieved from Microsoft Word - sibeall 4 )1a¥) Geall cpba sl ) 2 ¥) JdNI[16].doex
(last accessed July 2025)
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technology training in Saudi universities can be better aligned with the requirements of the

translation industry in the context of these national developments.

It is important to clarify that a BA degree is sufficient for employment as a professional
translator in Saudi Arabia. Postgraduate qualifications are rarely required for translation-related
jobs, as recent findings confirm (Alharbi, 2024; AlShaye & BinSultan, 2024). This highlights
the need to regularly evaluate BA programmes to ensure that graduates are prepared to meet
industry requirements, particularly in the use of translation technology. Salamah (2022, p. 248)
observes that “the majority of employment opportunities [in the Saudi translation industry] are
available to graduates of any relevant or language-related degree, with less than 10% of the
opportunities restricted to translation-degree holders”, and research by Alharbi (2024)
supported this with a finding that 66% of translation-related job advertisements in Saudi Arabia
desire candidates possessing language-related degrees (like English language or linguistics).
This raises questions for programme directors, curriculum designers and trainers about whether
or not the programmes should prepare students for professional translation roles, teach
translation courses, and, importantly, incorporate translation technology training into their
curricula. Much of the previous literature in this area has been concerned with evaluating
dedicated translator training programmes (e.g., Alenezi, 2015; Abu-ghararah, 2017; Alzamil,
2024), so these questions remain, for the most part, unanswered. Past studies have overlooked
the fact that a significant proportion of translators graduate from language-related programmes
which lack a central focus on translator training. With these considerations in mind, the next

section comprises an overview of the current structure of translator training in universities in

Saudi Arabia.

1.2.3 Translator Training in Saudi Universities

Translator training is an important part of HE institutions in many countries, especially where
translation is considered a professional career. Some scholars have looked at where translation
students go after graduation (e.g., Toudic, 2017a, 2017b; Hao & Pym, 2023), attempting to
understand how well their academic training supports students’ career paths and whether this
training aligns with industry requirements (thereby enhancing graduate employability).
However, the training of translators in Saudi universities is not always clear, and the types of
BA programmes that lead to translation careers remain underexplored. An overview of the

current structure of Saudi universities would therefore be useful.
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Ministry of Education’ (MoE, 2025) figures show that there are twenty-nine public universities
and thirty-eight private universities currently operating in Saudi Arabia. Of these, twenty-five
public and six private universities offer BA programmes relevant to the translation profession,
which may be dedicated translator training programmes (n=13) or more general language-
related programmes, predominantly in English language or linguistics (n=18). These BA
programmes are listed in Tables 1.2 (public universities) and 1.3 (private universities). The
official websites of these BA programmes (n=31) were reviewed as a part of this research to
examine their public presentation (to students, trainers, researchers, and employers).
Considerable variation was found in the clarity and availability of information on these
websites, with some providing objectives, study plans, course descriptions, and learning
outcomes as part of their clear, detailed, and up-to-date content, while others offered only
vague, general descriptions of the programme with no detail about its objectives or curriculum.
Another set of websites presented only very limited or outdated information, and no study plans
or course descriptions could be easily found. Variation of this kind creates uncertainty for
prospective students and researchers alike, especially when trying to understand each
programme’s intended objectives and outcomes. Two critical points further contribute to the
uncertainty of where and how translators are prepared in Saudi universities. During the website
review, it was observed that a number of language-related programmes claim a main objective
of preparing students for a career in professional translation. Students are likely to have their
expectations shaped by this public information and use it to determine the suitability of the
programme to equip them with the competencies needed to succeed in the translation industry.
Second, the Saudi translation industry does not differentiate between graduates of specialised
translator training programmes and those who graduated from broader language-related
programmes; both are accepted as eligible professional translators, as noted in the previous
section. Despite differences in programme focus, this equal treatment of the two graduate
groups in the industry raises questions about how well these programmes prepare students to
meet the requirements of the translation industry, particularly in terms of technological

competence. The present thesis further investigates these questions.

7 https://moe.gov.sa/en/education/highereducation/pages/universitieslist.aspx (last accessed July 2025)
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Table 1.2 Public universities offering translator training or language-related programmes

_ . Year
No University Name Abbry. Founded Programme Type Faculty/College
1 King Saud University KSU | 1957 | Translator Training | CoLcgc ofLanguages &
- Tranzlation
? | King Abdulaziz University | KAU | 1967 | Translator Training Faculty of Arts &
Humanities
3 | Prncess Noorah University | PNU 2009 Translator Training College of Languages
4 Imam I\-Inha_mmgd bin Sauwd IMSU 1974 Translator Trainine College of Languages &
University = Tranzlation
- . - .. College of Languages &
5 University of Jaddah ul 2014 Translator Training :
: Tranzlation
e . College of Languages &
i Qassim University Qu 2003 Translator Training Social Studies
7 Najran University NU | 2007 | Translator Training | C°.c88 ofLanguages &
Tranzlation
. . L .. College of Science and
Tniversity -
8 | SauvdiElectronic University SEU 2014 Translator Training Theoretical Studies
9 | University of Hofr Al-Barin | UHE 2014 Translator Training College of Arts
10 University of Tabuk TKU | 2006 | EnglishLanguage | COL°2° ”ii‘i““a“m &
11 King Faizal University KFU 1973 English Language College of Arts
12 | Umim Al-Qura University uQu 19581 English Language College of Socizl Sciences
13 King Khalid University EEKU 1993 English Language Faculty of Languages
. L : College of Arts &
. . T
14 Taibah University TBU 1999 English Language Humanities
15 | Northern Borders University | NBU | 2007 | EnglishLanguage | C°L°€° ”ii‘i“““m &
16 Taif University TFU 2003 English Language College of Arts
17 Jouf University JUF 2003 English Language College of Arts
12 University of Hail UcH 2003 English Language | College of Arts & Sciences
_ : College of Arts &
19 Jazan University JZU 2006 English Language Humanities
Imam Abdulrahman .
20 University MU 2009 English Language College of Arts
21 University of Bizha UcB 2014 English Language College of Arts
22 Al-Baha University BU 2006 English Language College of Arts
Prince Sattam bin Abdulaziz . Science & Humanities
23 University PEAU 2009 English Language Studies
24 Shagra University sU 2009 English Language Science & Humanities
25| Majma’ah University MIU | 2011 | EnglishLanguage | COL°E ”ii‘i“““m &
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Table 1.3 Private universities offering translator training or language-related programmes

. . Year ;

No University Name Abbry. Founded Programme Type Faculty/College

1 Prince Sultan University PSU 1998 Translator Training College Of.H umanities &

Sclences
Prince Fahad bin Sultan " .. College of Science &

2 University PFU 2003 Translator Training Human Studies

3 Effat University EU 1999 Translator Training College of Humanities

4 Gulf Colleges GC 2016 Translator Training Arts & Humanities

5 Mustagbal University MSU 2006 Applied Linguistics | College of Human Sciences
6 Arab Open University AOU 2002 English Language Facult;;:ufd%::lguage

We will close the gap between the outputs of higher education and the requirements of the

job market. We will also help our students make careful career decisions, while at the
same time training them and facilitating their transition between different educational
pathways. In the year 2030, we aim to have at least five Saudi universities among the top
200 universities in international rankings. We shall help our students achieve results
above international averages in global education indicators

(Saudi Vision 2030, p. 36).

Under Council of Ministers Resolution No. (94), the Saudi government established an official
body responsible for quality assurance in the education and training sectors, called the
Education and Training Evaluation Commission (ETEC?®), to fulfil the ambitious national goals
cited in the quotation above. This body is independent, both financially and administratively,
and is linked directly to the Prime Minister. As Saudi Arabia transforms its economy into a
knowledge-based one under Vision 2030, the primary goal of ETEC is to align educational
outcomes with industry requirements. Several specialised centres comprise the Commission,
each dealing with one demarcated area of training and education. The most important of these
for this thesis is the regulatory body, the National Centre for Academic Accreditation and
Assessment (NCAAA?), set up to advance the goal of improving the reputation and global
recognition of Saudi university qualifications, which includes in its remit the evaluation,

accreditation, and quality assurance of public and private universities’ academic programmes.

The NCAAA sets the national quality standards for academic programmes, covering
curriculum design, teaching quality, learning outcomes, programme management, and the
extent of alignment with industry requirements. Academic programmes only gain accreditation

by adhering to codified standards of self-evaluation and external review, and doing so

8 hitps://www.etec.gov.sa/en/etec/foundation (last accessed July 2025)
? etec.gov.sa/en/ncaaa (last accessed July 2025)
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demonstrates that the programme meets national educational expectations. All academic
programmes in Saudi Arabia are therefore encouraged to apply for it by the Ministry of
Education. Despite these efforts, accreditation lists show a distinct underrepresentation of
translator training programmes, with only one BA translator training programme (King Saud
University [KSU]) having received full NCAAA accreditation as of July 2025. The fact that no
other such programme has been accredited is of significant concern, particularly with regard to
the current state of Saudi translator training and how far it aligns with the requirements of the
translation industry. Further questions are raised about the extent to which these BA
programmes include translation technology training in any form as a key element of the
curriculum. Such concerns are central to this thesis, which takes as its major guiding elements
the technology-related requirements of the translation industry (RQ1), an evaluation of the
competence of current translators in meeting these requirements (RQ2), and assessment of the
extent to which the BA programmes responsible for preparing future translators align with these
requirements (RQ3). The answers to the questions formed from these elements answer the
overarching research question, in which recommendations are proposed to improve translation

technology training in Saudi Arabia in line with industry requirements.

1.3 Rationale and Significance of the Research

This research began with a personal question: Are BA programmes in Saudi Arabia really
preparing translators for the requirements of today’s translation industry, especially regarding
translation technology? As someone with considerable experience across several dimensions
of the HE system, I ask this not only as a researcher but also as a student and a lecturer.
Translation technology was never compulsory during my BA studies in King Abdulaziz
University (KAU) but was only introduced briefly as part of a wider course (Introduction to
Translation). Exposure on such a limited scale does not provide industry-level technological
competence to students, a fact of which I grew increasingly aware when pursuing MA studies
at the University of Leicester, UK. Later, as a lecturer at the University of Jeddah (UJ), I noticed
the persistence of many of the challenges I had experienced as a student. Even though it is
considered essential in the profession, translation technology remains underrepresented in
curricula, with students often completing their BA studies with little knowledge of it. Now, as
a researcher, reviewing previous literature reveals a gap between the content taught in BA
translator training programmes and the requirements of the translation industry (Fatani, 2009;
Abu-ghararah, 2017; Alzamil, 2024). While this partly explains why many Saudi programmes

have not yet received NCAAA accreditation, further research is needed to understand where,
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how, and to what extent translation technology is taught in Saudi BA programmes relevant to
the translation profession (including both translator training and language-related

programmes). This thesis intends to address this research gap.

The significance of the thesis lies in its clear focus, comprehensive design, and broad scope.
To answer the research questions, two main areas are explored: the Saudi translation industry
and the BA programmes that aim to prepare future translators for the industry. Unlike previous
studies, this thesis expands its scope to include all BA programmes in Saudi Arabia relevant to
the translation industry, listed in Tables 1.2 and 1.3, providing a comprehensive view of how
translation technology training is delivered and identifying the improvements necessary to
ensure that BA programmes align closely with industry requirements. The focus lies on three
key research areas: the primary technology-related requirements of the translation industry, the
level of translators’ technological competence, and the current state of translation technology
training in BA programmes. To achieve this, four participant groups participated in three
studies for this research: the Translator Study, the Employer Study, and the Academic Study.
The groups comprised translators, employers, BA programme directors, and trainers of
translation technology-related courses, and each contributed a different perspective to provide
a multifaceted analysis of perceptions, implementation and support of translation technology
across academic and professional contexts. This research compares these groups where
appropriate to identify gaps and areas of alignment between BA programmes and industry
requirements. Additionally, this thesis builds on and extends previous research, particularly
Alshaikhi (2018), offering a quasi-longitudinal perspective on the development of
technological competence among Saudi translators over time. It is worth noting that this area
has not been previously explored through quasi-longitudinal studies in the Saudi context. This
type of comparison can generate practical recommendations based on evidence gathered from

the field.

1.4 Research Aim and Objectives

This thesis aims to investigate how translation technology is taught in BA programmes across
Saudi universities and how far this training aligns with the requirements of the translation
industry. The research addresses concerns about the academia-industry gap, particularly
regarding technological competence, and the findings are used to identify areas where
translation technology training can be improved and to suggest practical recommendations for
aligning BA programmes with industry requirements. To achieve this, a number of research

objectives, i.e., the steps taken to move towards the overall aim, should be addressed.
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- To identify the primary technology-related requirements of the translation industry, in terms
of competencies and software tools, based on the perspectives of both translators and

employers.

- To assess the current level of Saudi translators’ technological competence in the competencies
and software tools identified as primary in the industry, based on the perspectives of both

translators and employers.

- To investigate the current state of translation technology training in BA programmes across
Saudi universities and evaluate the extent to which these programmes align with industry

requirements.

- To provide evidence-based recommendations for improving translation technology training
in Saudi Arabia, addressing any identified gaps to better align BA programmes with industry

requirements.

1.5 Research Questions

Three research questions guide this thesis and together aim to answer the main overarching
research question. This frames an investigation of the technology-related requirements of the
Saudi translation industry, the level of technological competence of Saudi translators, how
Saudi BA programmes currently incorporate industry requirements into their curricula, and

how this could be improved. The questions are formulated as follows:

RQ1: What are the technology-related requirements (i.e., competencies and software tools)
expected from translators in the Saudi translation industry, from the perspectives of both

translators and employers?

RQ2: What is the current perceived level of translators’ competence in the technology-related

requirements identified in RQ1, from the perspectives of translators and employers?

RQ3: What is the current state of translation technology training in Saudi Arabia, and to what
extent do BA programmes align with the technology-related requirements of the translation

industry identified in RQ17?

Overarching RQ: How should translation technology be taught in BA programmes across Saudi

universities based on the requirements of the translation industry?
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1.6 Thesis Structure

Each of the eight chapters in this thesis builds on the previous one to logically present the
research background, methodology, findings, discussion and conclusions. Chapter 1 consists
of a project overview including a background on Saudi Arabia, developments in the translation
industry, and the structure of translator training, in the context of the goals of the Saudi Vision
2030. The chapter outlines the thesis rationale and its significance, overall aim, objectives and

research questions. This thesis structure concludes the chapter.

A thorough literature review comprises Chapter 2, incorporating evaluation of studies on
developments in translation technology, translation competence, and the relationship between
translator training programmes and the needs of the translation industry, particularly in Saudi
Arabia and the wider Arab world. An exploration of the existing research on CPD and the

translation industry around the world and in Saudi Arabia round off the review.

Chapter 3 details the methodology carried out for this research, consisting of the overall
research approach, the research design, data collection tools, participant groups and sampling,
and the procedures employed for analysis across the three studies carried out for this thesis,

finishing with a discussion of ethical considerations.

The findings of the Translator study are presented in Chapter 4, including both quantitative
and qualitative results from translators’ perceptions of the technology-related requirements of
the translation industry, their self-assessed technological competence, and their engagement

with CPD planning and the support provided by employers.

Chapter 5 provides the quantitative results of the Employer Study, with employers’
perceptions of the technology-related requirements of the translation industry, their evaluations
of the technological competence of translators, and the perceived extent to which they support

CPD in the workplace.

Chapter 6 gives the quantitative and qualitative findings of the Academic Study, incorporating
perceptions of the current state of translation technology training in Saudi universities from the

perspectives of BA programme directors and course trainers.

The key findings are discussed in detail in Chapter 7 in relation to the research questions. This
chapter pulls together perspectives from all participant groups, explores the gaps identified
between BA programmes and the technology-related requirements of the Saudi translation

industry, and further examines the role of CPD in technological competence development.
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Proposals and recommendations to align BA programmes with industry requirements are made

in the final sections of this chapter.

This thesis concludes with Chapter 8, which supplies a summary of the answers to the research
questions and discusses its contributions to stakeholders and the literature before

acknowledging its limitations and suggesting avenues for future research.
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Chapter 2 Literature Review

2.1 Introduction

Translation has historically been viewed as a language teaching tool employing memorisation
and sentence-level translation, particularly through the grammar-translation method (Cook,
2010, pp. 6-26). It was not until the second half of the twentieth century that it began to be
considered an independent academic discipline (Munday, 2016, p. 11), and the field has since
grown to become a rich, interdisciplinary arena of endeavour which increasingly combines

theory, practice, and research.

Situating this thesis within its broad academic context of Translation Studies (TS) is important
before commencing a full literature review, as this helps frame the research conceptually and
supports understanding of how it contributes to the field. Holmes’s (1972/1988) influential map
remains a widely recognised framework for classifying translation research, dividing TS into
the two broad categories of ‘pure’ and ‘applied’, and further dividing these into sub-branches.
The former category focuses on theoretical and descriptive aspects of translation, while the
latter comprises ‘translator training’, ‘translation aids’, ‘translation policy’, and ‘translation
criticism’. Holmes (1988/2000, p. 181) defines TS as addressing “the complex problems
clustered round the phenomenon of translating and translations,” and views applied research
as aiming to “render informed advice to others in defining the place and role of translators [...]
in society” (p. 182). His map laid the foundation for understanding both theoretical inquiry and

professional practice within the discipline

This map was picked up and developed further by scholars such as Toury (1995, p. 10) and
Quah (2006, p. 42), evolving alongside translation itself as both a profession and a discipline.
In Translation and Technology, Quah (2006) expands Holmes’s map to incorporate translation
technology developments, making it particularly relevant to this thesis. While Holmes
originally used the term ‘translation aids’, Quah updates this to ‘translation technology’ and
includes emerging tools such as automatic translation (mainly MT), translation memory (TM),
terminology management tools, and localisation tools (see Figure 2.1, below). She emphasises
that the four applied branches are interrelated, explaining that they “are not independent but
feed material to one another” (p. 9). To illustrate this, developments in translation technology
directly affect how translators are trained in BA programmes, while the effectiveness of training
has implications for translation policy and quality. Therefore, this thesis is situated within the

applied category of TS and contributes to the three sub-branches of translator training,
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translation technology, and translation policy. First, it contributes to translator training by
investigating how translation technology is currently taught in BA programmes across Saudi
universities and whether this training aligns with industry requirements. Second, it contributes
to translation technology by identifying the specific tools and competencies required in the
Saudi translation industry and assessing the competence of Saudi translators in these areas.
This includes evaluating the technological competence of current translators in Saudi Arabia
across various domains (including MT, CAT, localisation and other essential tools). Third, it
provides evidence that can inform policy decision-making on how translation technology
training can be improved in Saudi Arabia. This process reveals the gaps between the content of
BA programmes and the requirements of the translation industry, which directly impacts on
national goals such as the Saudisation of the translation industry. This thesis provides insights
and proposals that support policy development at both institutional and national levels by
facilitating the alignment of Saudi BA programmes with industry requirements, with a focus
on programme accreditation, curriculum development, teaching practices, trainer development,

infrastructure, and the overall level of graduates’ preparedness to enter the translation industry.

Applied Translation Studies
|

Translator Translation Translation Translation

training technology policy criticism/evaluation
| |
[ | 1 [ | 1
Automatic translation tools Computer-aided translation tools
1 | ]
MT (stand alone) MT (network) Translation tools Linguistic tools Localization tools
| | O —] —
™ TMS Language- Language- Document Project
dependent independent management management
Dictionaries Glossaries OCR Concordancers

MT = machine translation; TM = translation memory; TMS = terminoclogy management systems;
OCR = optical character recognition

Figure 2.1 Quah’s refined schema of Holmes’s map (adapted from Quah, 2006, p.42)

The remainder of this chapter reviews the literature relevant to the present thesis. Section, 2.2,
examines the key tools, emerging trends, and pedagogical implications of translation
technology in the profession, before a review of relevant issues with translation competence,
translation technology training, and teaching strategies pertaining to translation technology.
The focus then moves to the translation industry, especially on global trends and the Saudi
context, and concludes with a summary of the key points made and the gaps identified in the

literature that inform the current research.
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2.2 Translation Technology

Technology has profoundly transformed our understanding of the way translation is performed
today. With the growing need for fast and high-volume translation services, the translation
industry depends on various technologies to improve efficiency and meet deadlines (Kenny,
2019). The translation process is, therefore, no longer limited to manual work; instead, it “has
become increasingly technology-driven and technology-dependent” (Rothwell & Svoboda,
2019, p. 26). In fact, translation technology has “changed the way we process, teach and study
translation” (Chan, 2015, p. xxvii), affecting both professional workflows and pedagogical
frameworks in translator training. This means that translators, employers, programme directors,
curriculum developers, and course trainers must rethink traditional approaches to translation
tasks. The work of a translator is made easier and more efficient by technological
advancements, which now play an essential role in the practice of translators and their research
and teaching activities. The impact of technological innovations of this kind is in many ways
comparable to that of translation theories in reshaping understanding of concepts such as
translation equivalence and segmentation: both have changed the practice and study of

translation.

Throughout the years, translation, as a profession and discipline, has witnessed rapid changes
due to the development of a wide range of technologies that assist human translators’ work.
Building on earlier works of Hutchins and Somers (1992) and Bowker (2002), Quah (2006)
outlines four types of translation activities along a spectrum: fully human translation, fully MT,
human-aided MT, and machine-aided human translation (later known as CAT tools). These
categories illustrate the interdependent relationship between humans and machines in
translation processes. As O’Brien (2020, p. 1) aptly characterises it, translation is “without a
doubt, a form of human—computer interaction (HCI)”, shaped by high volumes of work and
time constraints. Chapter One (pp. 2-3) defined translation technology as including a range of
tools and areas relevant to this thesis, comprising MT, CAT, terminology, multimedia, and DTP,
as well as GenAl tools that are coming to characterise typical workflows across the industry.
This range reflects how far the field has evolved from simple word-processing to sophisticated
systems now central to both the profession and the classroom. Translation no longer takes place
in isolation but within a combination of multiple tools referred to as ‘augmented translation’
(see Jiménez-Crespo, 2023; O’Brien, 2023). This trend of technological integration has proven

irreversible despite resistance among some translators (see Pérez-Macias, 2020), and it has
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redefined the profession, enriched translation processes, and accelerated the rate at which

translator training must keep pace with industry requirements.

The notion of the use of machines for translation dates back to Warren Weaver’s discussions
on the subject with Andrew D. Booth in 1947, so a brief historical overview of MT can clarify
its development and current status in the translation industry. Early conversations like this one
led to the first practical experiment in 1954, in which Leon Dostert from Georgetown
University collaborated with Peter Sheridan from IBM to translate Russian texts into English
using the IBM701 machine (Hutchins, 1997; Chan, 2004). After the 1966 ALPAC report
concluded that MT was slow, expensive, and produced poor-quality translations, optimism
declined despite initial interest. This reduced funding and investment in MT both in the US and
abroad, but the report’s recommendations around how computers could play a supporting role

in translation helped with the later development of CAT tools.

Advancements in computational linguistics and the dramatic rise in the use of personal
computers in the 1980s and 1990s led to a renewed interest in and a resumption of MT research.
It subsequently saw a rapid evolution from early rule-based systems to statistical MT (SMT),
then hybrid models, and later neural MT (NMT) in the 2010s and then GenAl in the 2020s
(Chen et al., 2023). NMT has made notable improvements in fluency and readability, though
its outputs still often require human intervention, so post-editing has become standard in many
workflows. This is a practice by which “a text that has been pre-translated using MT is
corrected by human linguists/editors rather than translating from scratch, with the aim of saving
time and money” (Lambert, 2023, p. 152). Post-editing is faster and less cognitively demanding
than translating from scratch, making it a practical solution in many workflows (Jia et al.,
2019). MT systems such as ‘Google Translate’ and ‘Microsoft Translator’ are now commonly
used in the industry, but evaluation of these systems’ English-Arabic capabilities has found
notable issues including syntactic, lexical, and cultural inaccuracies (see Almahasees, 2021,
2023; Ben Milad, 2021). This serves as a reminder that the fluency of MT output may be offset
by its low level of domain specificity and requirement for competent post-editors to meet

professional standards.

The strengths and limitations of MT tools should therefore be understood, especially for
language pairs such as English and Arabic, which present complex linguistic challenges. The
work of a translator now routinely includes preparing texts for MT systems (pre-editing),

reviewing MT outputs (post-editing), managing MT workflows (configuration), deciding when

26| Page



it is ethically and strategically appropriate to use MT, and how this should be done (Bonyadi,
2020). These developments have led many (e.g., Gonzélez Pastor, 2021; Samman, 2022) to call
for the integration of M T and post-editing into academic programmes to better prepare students

for the requirements of the translation industry.

The use of CAT tools has become a defining feature of modern translation work, alongside MT.
In the early 1980s, Martin Kay was pivotal in advancing the idea of using computers to support,
rather than replace, human translators. In a paper written in 1980 and republished in 1997, he
proposed that many parts of the translation process are repetitive and mechanical even while
as a whole it is a complex and creative activity. He posited (1997, p. 3) that these routine
elements could be carried out by machines so translators could work more efficiently and spend

more time and attention on the creative aspects of the job:

Translation is a fine and exacting art, but there is much about it that is mechanical and
routine and, if this were given over to a machine, the productivity of the translator would
not only be magnified but his work would become more rewarding, more exciting, more
human.

This view contributed to interest in tools that could assist human translators, a direction
supported by the ALPAC report’s advice against funding full MT systems, instead encouraging
the development of CAT tools (Bowker, 2002, p. 20). CAT tools include as core components
TM, term base (TB), and alignment tools, systems which by storing, organising, and retrieving
linguistic resources can support a wide range of translation tasks. TM, for example, stores
previously translated segments to be reused in future projects, considering the surrounding text
to offer matches which are, depending on the level of similarity, exact, fuzzy, or even in-
context. TB assists with maintaining consistent terminology, particularly in technical and
specialised texts, forming part of an indispensable suite of tools when, for example, consistency
is required across large volumes of text or when multiple translators are working on the same
project. Alignment tools allow users to match up source and target segments from previous
translations and convert them into usable TM content. However, an ethical issue around this,
as discussed by Lambert (2023, p. 154), is the high-pressure environment within which many
translators are increasingly working means they may be tempted to share their TM databases
to quickly maximise their size and breadth, leaving every translator with the same set of shared
resources that nullify the value of the work done in compiling them and the asset value of the
database itself. This leads to questions around whether or not to share technological resources

at all, including those relating to more recent CAT products.
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CAT tools have developed rapidly since the 1990s, with products such as Trados Studio,
memoQ), Phrase (formerly known as Memsource), Déja Vu, Wordfast, and OmegaT becoming
translation industry standards and all including features such as MT, project management (PM)
functions, and quality assurance (QA) tools. Déja Vu was the first to offer MT suggestions with
TM (Lagoudaki, 2008), and tools like Trados Studio can, when no TM match is found, supply
MT outputs. For those working in Arabic translation, however, challenges remain when using
CAT tools despite these advancements and conveniences. Some of these, identified by Breikaa
(2016), include processing difficulties with Arabic texts, right-to-left alignment problems, and
punctuation and tagging errors. In a comparison between Trados and MultiTrans for Arabic-
English translation, Moujaes (2016) concluded that the former demonstrates greater speed,
usability, and reliability. Such findings reinforce the importance of CAT training by showing
that employing CAT tools for languages like Arabic requires extra effort and support. Alotaibi
(2014), for example, found in the Saudi context that her students grew more eager to learn to
use CAT tools as they gained more practice, despite initial concern and uncertainty. The use of
CAT tools is, however, not without problems. Overreliance on translation technology can raise
questions about confidentiality and privacy surrounding translated content, especially pertinent
when translators use cloud-based or free CAT tools as they may not be aware of the risks

involved (Bowker, 2020).

Terminology represents a dominant aspect of translation practice, particularly when high levels
of accuracy, consistency, and precision are needed in specialised fields. High-quality
translations are only produced when terminology is effectively managed, and this depends on
access to extensive, reliable linguistic resources. Many of the previously discussed
technologies (e.g., SMT, TM, TB) largely depend on corpora as a source of authentic language
data, and these corpora have grown in importance in recent years as a tool in both translation
research and professional practice (Mikhailov, 2022). Mona Baker (1993) is frequently credited
with applying corpus-based approaches to TS, as she was among the first to demonstrate the
use of corpora in identifying the distinctive features of translated texts by laying the
groundwork for using corpora to support translation decisions about word choice, structure,
and register. Corpus linguistics has since contributed to disciplines including terminology,
natural language processing (NLP), lexicography, and MT (Taylor, 2008). Corpus tools offer
functionalities like concordance searches, frequency analysis, and contextual examples,
supporting more accurate, idiomatic, and stylistically coherent target texts (Bowker & Pearson,

2002; Cerutti, 2017). “WordSmith Tools’, ‘SketchEngine’, and ‘ParaConc’ allow personal
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corpora to be compiled or existing ones consulted, helping with specialised terminology
management and giving translators the option to customise corpora to their needs.
Frankenberg-Garcia (2015) observes, however, that linguistic awareness and proper training
are needed to work with corpora, rather than just basic searching skills, as many lack coverage
for certain text types or domains relevant to a translator’s work. In some cases, translators may
need to construct domain-specific corpora for projects involving underrepresented genres or
specialised subject matter. Despite their value, corpus tools remain underused in professional
translation, partly due to a lack of training or confidence among translators (Zaretskaya, 2017).
For this reason, the need to integrate corpora as part of translator training is often highlighted
(see Mikhailov, 2022), including the ability to locate, evaluate, and use relevant language
resources, referred to by Neubert (2000) and Mackenzie (2004) as ‘research competence’. This
need has in fact been recognised by the European Commission (EC) (2022), reflected in the
inclusion in its translator profile areas such as terminology management, corpora use, research
strategies, and data protection and intellectual property issues (cited in Svoboda & Sosoni,
2023). Developments like this mean academic curricula should integrate corpora training and
data-mining techniques so students are prepared to manage their terminology databases and

embrace the related requirements of the translation industry.

Multimedia translation, which includes AVT and localisation, is another area of growing
importance in translation technology. O’Hagan (2013, p. 506) notes that there is often a
“blurring [of] the boundary between localisation and audiovisual translation,” referring to how
both areas increasingly overlap in digital media environments. The rapid growth of multimedia
content has placed increasing pressure on the translation industry to keep up with global
demand. These developments have made AVT and localisation highly profitable and essential
areas of practice, with ever-increasing demand for non-English content and simultaneous
global releases, operating within a global language industry which by 2029 is expected grow
by $20 billion, a more than 20% increase (Nimdzi, 2025, p. 8) (see Section 2.5 for a more in-
depth exploration of the global translation industry). Such growth is, however, creating a ‘talent
crunch’: a global dearth of translators qualified to meet ever-increasing and diversifying

demands (Iyuno SDI Group, 2022; Marking, 2022).

Some argue that the future of translation is audiovisual. Georgakopoulou (2019, p. 3), for
instance, states that “the ability to handle video source content is becoming a key skill for the
translators of the future”, indicating an expectation for translators to become proficient in

working with multimedia formats. This is supported by the European Language Industry
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Survey (ELIS, 2024), which documents a marked rise in demand for translators able to handle

AVT and localisation projects.

In response to these challenges, the translation industry has embraced hybrid workflows and
automation tools, particularly in high-volume areas of AVT and localisation. AVT, also known
as ‘screen’ or ‘film’ translation, refers to the translation of content that combines visual and
auditory elements, such as films, TV shows, online videos, and even live events (Mangiron,
2022). Subtitling, for example, is one of the most widespread modes of AVT and involves
displaying written translations of spoken dialogue on screen. As Valdeon (2022, p. 371)
explains, subtitling “allows the viewer to listen to the original soundtrack while reading a
written version in the target language, typically at the bottom of the screen”. This requires close
attention to timing, space constraints, and audience readability, making it highly technical and
one of the most challenging forms of AVT (Thawabteh, 2011; Bywood & Nikoli¢, 2024).
Translators (i.e., subtitlers) should ensure that the translation (i.e., subtitles) does not distract
from the visual experience while remaining accessible and natural, and there are specialised
software tools which can manage these technical requirements (e.g., Aegisub). Dubbing is
another common mode of AVT, in which voice recordings in another language replace the
original dialogue audio, and audio description, which assists those with visual impairments by

providing verbal narration of the visual elements shown on the screen.

Products, content, or services requiring adaptation to a new context, not just linguistically but
also culturally and technically, undergo a process known as localisation to fit the needs of a
specific target industry (Esselink, 2000; Jiménez-Crespo, 2024). This exceeds simple
translation as meeting the expectations of different users may demand changes to layouts,
interfaces, images, and even legal content (Singh, 2012), and localisation now covers websites,
video games, mobile applications, and multimedia content even though it originally applied to
software products (O’Hagan & Mangiron, 2013; Jiménez-Crespo, 2024). Like subtitling,
localising presents complex challenges: in video game localisation, for instance, narratives,
dialogue, and visual elements must be adapted to the socio-cultural norms of the target audience
(Mangiron, 2016; Bernal-Merino, 2020). Right-to-left languages like Arabic also require
advanced bidirectional support to prevent problems like disconnected letters, which adds
further complexity to localisation, although this is still absent from many digital products (Al-
Batineh, 2021). Its increasing importance and widespread nature as a result of the digital shift
in translation practices have raised localisation from a specialised niche to the level of a core

competence. This represents the broader evolution of the profession, as translators must now
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be capable of managing technology-driven workflows and addressing non-linguistic issues
(Gambier, 2023), among other growing demands that highlight the urgency of integrating AVT
and localisation training into academic programmes. Navigating multimedia workflows has
become a core requirement for a translator, so both areas are viewed as central in this thesis to
support a better understanding of what future translators need to succeed in the globalised

translation industry.

In recent years, GenAl has reshaped the landscape of translation technology. Al is increasingly
integrated into modern translation workflows through forms such as MT (currently dominated
by adaptive NMT), CAT tools, terminology (Pierce, 2023), and more recently, generative
applications and chatbots like ChatGPT, which is powered by OpenAl’s language models.
Recent investigations into the impact of LLMs on the translation industry have found that
interpreters and translators are among those most exposed to this technology, although they are
not necessarily at risk of full automation (Felten, Raj & Seamans, 2023). In practice,
automation does not completely replace human translators; instead, it changes the nature of
their tasks and creates new forms of collaboration between humans and machines (Eloundou
et al., 2023), although how this will appear even in the relatively near future seems very
difficult to predict. According to the Future of Jobs Report published by the World Economic
Forum (WEF 2025), the overall share of work performed by humans is projected to decline
mainly due to automation, with nearly 82% of this reduction attributed to advancing automation
and 19% to expanded human-machine collaboration (pp. 26-27). This suggests that, across
professions including translation, the focus is gradually shifting toward greater integration of
human—machine workflows. This interpretation aligns with recent research (e.g., Moorkens,
Way, & Lankford, 2024; Poldkov4 et al., 2023), which indicates that human translators will use
the new technologies to augment their workflows to boost their productivity. In this evolving
landscape, the concept of ‘augmented translation’ can be presented as relevant to this thesis
(see Jiménez-Crespo, 2023; O’Brien, 2023). This approach envisions a translation environment
in which “[h]uman translators will gain deeper levels of insight and context into their work,
while machines eliminate a labour-intensive but inefficient set of project management tasks”
(Lommel & DePalma, 2021, p. 7). O’Brien (2023) lists seven existing technologies which
comprise augmented translation (TM, Adaptive MT, Quality Estimation, Automated Content
Enrichment, Terminology Management, Lights-out Project Management, and TMS) in an
integrated infrastructure designed to enhance and support the work of a translator. However,

critical questions about value, risk, and the environmental and social sustainability of
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translation practices have been raised in response to the increasing use of AI (Moorkens &
Guerberof-Arenas, 2024), and although bringing about clear efficiency gains, they are not yet
capable of replacing human expertise in ensuring translation quality, cultural sensitivity, and
ethical responsibility. The inevitable evolution of Al will mean that future translators should
not only be equipped with technological competence but with critical awareness of the
capabilities and limitations of these technologies as well as the implications for professional

translation practice.

The next section shifts focus to translator training, encompassing translation competence (TC),
the role of translation technology training in academic programmes, and approaches to teaching

translation technology.

2.3 Translator Training

Translators have traditionally acquired their skills relatively informally, through trial-and-error,
apprenticeships, or informal mentoring during the learning of foreign languages (Caminade &
Pym, 1998; Kelly, 2005). Munday (2016, p. 14) states that “the gearing of translation to
language teaching and learning may partly explain why academia considered it to be of
secondary status”. This marginalisation had two main effects: reducing the perceived
importance of translation as a professional activity and slowing its progress toward becoming

an independent academic discipline.

Pym (2009) discusses how formal translator training can be traced back to early institutions,
such as the Chinese centres for Buddhist text translation between the 4th and 9th centuries and
the House of Wisdom in Baghdad in the 9th century. Institutional translator training emerged
later in Europe, in 12th-century Toledo, and grew in importance during the colonial period, at
which time the quality of a translation was perceived as less important than loyalty to one’s
empire. The wars of the first half of the twentieth century, particularly WWII, sharply increased
the need for professional translators, with German-speaking countries leading the way on the
establishment of specialised training institutions in Heidelberg, Geneva, Vienna, Graz, and
Germersheim. There was a dramatic acceleration in the growth of translator training
programmes around the world in the 1960s, not only as a consequence of political factors but
of rapid economic globalisation. An explosion in demand for translation services and training
in the Arab region has come about due to more recent developments like Arabisation policies
and the changing needs of international bodies such as the WTO and the United Nations
Educational, Scientific, and Cultural Organization (UNESCO) (Al-Faifi, 2000; Fatani, 2009;
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Al-Batineh & Bilali, 2017). By 2009, there were 300 translator training programmes around
the world (Pym, 2011), and since then the most significant national expansion has taken place
in China: by the end of 2022, the country had 301 Bachelor of Translation and Interpreting
(BTI) programmes and 316 Master of Translation and Interpreting (MTI) programmes (Li &
Zhang, 2023, p. 44). These figures illustrate the rate at which translator training is continuing
to grow, albeit with considerable variation in the quality, focus, and orientation of programmes

between countries and regions.

In Saudi Arabia, the structure of translator training is complicated. The boundaries between
language teaching and translator training are not always clearly defined. While specialised
translator training programmes exist in several universities, it is common to find language-
related programmes publicly presenting professional translation as one of their objectives even
while lacking dedicated courses on translation technology (see Section 1.2.3). A diagnostic
study of translator training within English language programmes across Arab universities by
Atari (2012, p. 104) identifies four issues. First, translation is widely seen as a language
learning tool rather than a professional activity requiring specialised training. Second, the
absence of a shared understanding among teachers of the objectives of translator training makes
it difficult to design courses that build translation industry-relevant competencies. Third, there
is a persistent assumption that language competence alone qualifies students as translators,
overlooking the need to develop other essential competencies (including technological
competence). Finally, Atari highlights a mismatch between academic training and industry
requirements. This issue has become even more pressing with the rapid integration of new
translation technologies into modern workflows (as clarified in the previous section). Al-Ahdal
et al. (2017) conducted a similar study in Saudi Arabia focusing on a single English language
programme, offering important insights and highlighting the need for broader research across
other universities. Although course descriptions claimed that translation courses “introduce the
translation theory to the students to understand the methods and approaches and train them as
competent translators” (p. 174), teaching practices fell short of these objectives. Translation
courses were observed to be taught “without any scientific system, making them purposeless
for end use” (p. 176). The authors further discuss the limited professional orientation of the
courses, concluding that “teaching the craft of translation should, at least at this point, be left
to specialised establishments, where training is professional rather than academic” (p. 182).
Findings like this suggest that translation teaching remains academic in focus and unable to

prepare students for professional translation careers despite their publicly stated objectives, but
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Al-Ahdal’s conclusions were drawn from a single university, so more wide-ranging research is
required to determine if similar issues exist in other Saudi universities. This supports the aim
of this thesis to explore the extent to which translation technology training in Saudi BA

programmes aligns with industry requirements.

Atari (2012) and Al-Ahdal (2017) focused on language-related programmes, but reviewing
research that has evaluated specialised translator training programmes in Saudi universities is
equally important to gain insight into the alignment of current curricula with the requirements
of the translation industry, as these programmes claim to be specifically designed to prepare

translators for professional work.

In the broader Arab context, two related studies by Al-Batineh and colleagues on translator
training must be examined. The first, by Al-Batineh and Bilali (2017), surveyed 61 BA and MA
translator training programmes in 17 Arab countries (including Saudi Arabia) and compared
their curricula with industry requirements found in 50 job descriptions. They found that
professional and instrumental competence was the most frequently required area, accounting
for 50% of all mentions in job advertisements, but translation technology training only
represented only 10% of all course offerings. In a more recent follow-up study, Al-Batineh and
Al Tenaijy (2024) focused more specifically on technological competence, analysing 145 job
advertisements and 23 translator training programmes in 11 Arab countries (again including
Saudi Arabia). This reaffirmed the growing demand for translation technology in the Arab
industry, including CAT tools, MT, and localisation. The authors note that, while some progress
has been made in integrating CAT training, MT and localisation remain underrepresented in
curricula, and some course titles and descriptions appear outdated or lacking specificity. As
shown in Figure 2.2 (below), the number of translation technology-related courses has nearly
doubled since 2017, but overall provision still falls short of industry requirements. The findings

of Al-Batineh and Al Tenaijy (2024) can be summarised as follows:

- “most translation-technology courses are geared toward developing students’ skills in
three main areas: creation and management of TM, creation and management of TB,
and the use of corpora in translation practice” (p. 6).

- “translator training programs in the Arab world still place minimal emphasis on this
area [localisation], due to the lack of trainers who possess both theoretical knowledge

and practical experience” (p. 7).
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- “Notably, none of the institutions offering localization courses includes video game
localization in the curriculum” (p. 7).
- “MT courses offered by seven institutions focus on providing theoretical background

to MT, including its historical development, types of MT systems, and limitations of

MT” (p. 8).
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Figure 2.2 Growth of technology-related courses in some Arab universities between 2017 and 2024 (adapted
from Al-Batineh & Al Tenaijy, 2024)

These studies have limitations that should be acknowledged. First, they include only
programmes with detailed course descriptions available online, which may exclude relevant
programmes less transparent in their public-facing materials, particularly in the Saudi context
as the clarity and availability of programme information varies widely (see Section 1.2.3).
Second, the analyses provide no in-depth focus on the national context, although Saudi Arabia
was part of the sample, so context-specific conclusions are difficult to draw. Third, both studies
rely on course descriptions and do not examine how translation technology is actually taught
in the classroom. These gaps highlight the need for the present thesis, which focuses
specifically on translation technology training in Saudi Arabia and its alignment with the

requirements of the translation industry.

Some studies in Saudi Arabia have investigated how BA translator training programmes
prepare students for the profession and address industry requirements, but only a few have
focused specifically on translation technology training (reviewed separately in Section 2.3.2).
In his PhD thesis, Alenezi (2015) evaluated three BA translator training programmes in Saudi

universities (mainly KSU, IMSIU, and Effat), using surveys and interviews with students,
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trainers, and professional translators and employing Gabr’s (2002) model of curriculum
development, which stresses the importance of identifying student and market needs to develop
effective translation curricula. The findings reveal a misalignment between the content of the
three programmes and the demands of the Saudi translation industry, highlighting the
dissatisfaction of students with the training they received. While 76% of the surveyed trainers
believed their students were ready for the workplace, only 31% of the surveyed students felt
the same. The students reported unclear learning outcomes, weak language proficiency, and
minimal exposure to authentic industry-oriented tasks. Translation technology training was
either lacking or outdated; many students had no practical training on CAT tools such as Trados
or Wordfast, and the trainers themselves were often unfamiliar with using these tools. As
Alenezi (2015, p. 292) explains, “they might be unaware of how useful this tool can be for
them”. This explanation would not be convincing today, a decade later, as such tools are now
considered standard in modern workflows. Alenezi (2015) further observes that translation
curricula were developed without investigating student or market demands, concluding that the

programmes failed to equip students with what the translation industry really required.

At the time, Alenezi (2015) found that the BA translator training programme at Effat University
was the only one accredited by the NCAAA, whereas today, only the programme at KSU has
successfully obtained full NCAAA accreditation. This raises questions about why so few
translator training programmes have met this national standard. Although the NCAAA is long-
established, its accreditation requirements focus primarily on general academic quality, with
limited attention to the translation profession or the specific demands of the industry. While the
author acknowledged this limitation, no solution was proposed for how it should be resolved,

a gap that this thesis also seeks to address.

Another study investigating the gap between translator training and the requirements of the
Saudi translation industry was conducted later by Abu-ghararah (2017). It showed the growing
demand for skilled translators and outlined 14 general competencies deemed essential for
professional practice, including ‘bilingual proficiency’, ‘self-awareness’, ‘subject expertise’,
‘research competence’, ‘specialisation’ and ‘time management’, but only two were directly
related to translation technology (i.e., ‘project management’ and ‘computer skills’). However,
even these were discussed only generally and with no reference to specific competencies,
software tools, or platforms. Abu-ghararah’s research represents a useful contribution to the
state of knowledge on aligning BA training with industry requirements but fails to clarify how

its competencies were identified or provide actionable suggestions as to how they could be
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incorporated into translation curricula. It lacks clarity in the methodology used to assess
industry demands and curriculum content. Abu-ghararah also refers to ‘Chapter Six’, where
BA programmes would be analysed, suggesting that the paper was adapted from an
unpublished thesis. Since access to the full thesis is still restricted, it is not possible for BA
programmes to fully benefit from its findings or evaluate the relevance and applicability of its
recommendations. The study concluded that “the results show evidence of how translator
training programmes in the Kingdom [of Saudi Arabia] have failed to keep up with
developments in translation studies” (p. 117), making it clear that further research is needed to
investigate the current state of translation technology training in Saudi universities and how it

aligns with industry requirements.

A very recent study by Alzamil (2024) provides a much-needed fresh perspective on the current
state of BA translator training programmes at four Saudi universities (mainly KSU, PNU, EU,
and PSU). The study is in two parts: an analysis of 91 online job descriptions from the Saudi
translation industry and a survey of final-year students enrolled in the four programmes, with
the aim of exploring how well-equipped students are with the knowledge and skills required in
the industry. Drawing on the PACTE (2003) TC model, the research compares industry needs
with students’ perceptions of the BA training they receive and found that students generally
feel their programmes help them develop key skills linked to professional translation. However,
they also believe this training does not sufficiently cover important areas, including ‘language
proficiency’, ‘field-specific knowledge’, ‘research skills’, and ‘professional collaboration’.
Concerningly, while job descriptions highlight the importance of some technology-related
competencies (e.g., QA, productivity tools, information-seeking skills, and project
management), students reported only moderate or limited exposure to them during BA training.
This study is considered a valuable contribution, yet questions remain about how translation
technology is integrated into BA curricula from the perspectives of both programme directors
and trainers and what the translation industry requires, based on the perspectives of both

translators and employers.

This section has provided an overview of how translator training has developed globally,
regionally, and within the Saudi context. While many programmes in the Arab world and Saudi
Arabia have made progress in responding to industry requirements, previous literature reveals
challenges in preparing future translators for the translation industry. Since the notion of TC

forms the foundation for designing translation curricula, it is beneficial to look at how it is
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defined and developed, and to review the most widely used TC models that inform the structure

and objectives of translator training programmes.

2.3.1 Translation Competence (TC)

A key question arises when considering the global increase of translator training programmes
and the growing complexity of the translation profession: which competencies should future
translators acquire during their academic studies? This question lies at the heart of the concept

known as translation competence (TC).

When planning a programme intended to achieve the ultimate aim of developing
translation competence as something far more complex than simply improving
performance, the overall structure of the curriculum, the stages of progression and
development of different sub-competences, the choice and timing of specific modules,
components and courses all need to be taken into account.

(Schéffner and Adab, 2000, p. xi)

TC has become a central focus of theoretical discussion, empirical research, and pedagogical
frameworks in the discipline of TS (specifically in translator training and curriculum design).
While earlier perspectives often equated TC with bilingual proficiency alone (e.g., Bell, 1991),
recent approaches conceptualise it as a multicomponent construct that far exceeds mere
language knowledge. Several terms have been proposed to label this evolving concept, such as
translation performance (Wilss, 1996), translational competence (Pym, 1992, 2003; Neubert,
1994, 2000), and translator competence (Kiraly, 2000). TC is not a single, fixed notion but a
combination of interrelated cognitive, linguistic, cultural, technological, and strategic
competencies required for professional translation, a growing consensus belied by this varied
terminology (see Hurtado Albir, 2017, for a comprehensive review of TC models). The ongoing
move from a linguistic activity to one marked by an increasing reliance on technology means
previous literature has focused on identifying and modelling the sub-competencies that make
up TC, with the most widely recognised TC models those proposed by PACTE!'
(2003/2011/2018), Kiraly (2000//2013/2018), and EMT!' (2009/2017/2022). Each model
presents a slightly different structure, but all share a multi-component view of TC and
acknowledge the central role of technological competence in preparing future translators. This

section reviews these three influential models that have contributed to shaping how TC is

1" PACTE (Process of Acquisition of Translation Competence and Evaluation) is a research group founded in 1997 at the Universitat Autonoma
de Barcelona, known for its empirical studies on TC acquisition.

' EMT (European Master’s in Translation) is a network initiated by the European Commission’s Directorate-General for Translation (DGT)
to establish reference standards for MA translator training programmes across Europe.
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defined, understood, and taught. They have been selected in accordance with their impact,
relevance to translator training, and inclusion of technological competence, which is the central
focus of this thesis. Special attention is given to the EMT model, and the reasons for selecting

it as the guiding framework are clarified at the end of this section.
% The PACTE’s TC Model (2000/2011/2018)

The PACTE research group has developed one of the most influential and empirically validated
models of TC. Their first was introduced in the early 2000s (PACTE, 2000, 2003), and this has
since been refined through a series of experimental studies (e.g., PACTE, 2005, 2011, 2014,
2017, 2018, 2020). The PACTE model defines TC as “the underlying system of knowledge,
skills, and attitudes required to translate”, and conceptualises it as a communicative and
problem-solving activity (PACTE, 2003, p. 58). Organised into five interrelated sub-
competencies, the system represents a combination of declarative and procedural knowledge

(see Figure 2.3, below):

- Bilingual sub-competence (pragmatic, textual, grammatical, and lexical knowledge in
two languages)

- Extralinguistic sub-competence (encyclopaedic, cultural, and subject-field knowledge)

- Knowledge of translation (theoretical and professional awareness, including familiarity
with text types, translation strategies, and industry practices

- Instrumental sub-competence (the ability to effectively use tools and resources related
to translation, such as documentation, electronic corpora, and translation technology)

- Strategic sub-competence (the capacity to manage the translation process and solve

problems by coordinating the other sub-competences)

Psycho-physiological components like attention, memory, and perseverance support these, as
they represent cognitive and attitudinal traits which in practice can coordinate the five sub-

competencies.
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Figure 2.3 PACTE model (adapted from PACTE, 2003, p.60; 2020, p. 103)

The PACTE model was developed through two main research phases. The first aimed to
empirically define and validate the components of TC by conducting comparative experiments
(PACTE, 2003, 2005, 2011), which involved analysing the translation processes of professional
translators and comparing them with the processes employed by foreign language teachers with
no translation experience. The researchers were able to identify the cognitive behaviours,
decision-making patterns, and problem-solving strategies which characterised the expert
translators as a result of this comparative design. In 2014, the second phase built on this
foundation with the Acquisition of Translation Competence (ATC) project, launched with the
objective of understanding the development of TC over time in trainee translators. In this phase,
the PACTE group proposed a framework of five performance levels (A1l to C), inspired by the
structure of the Common European Framework of Reference (CEFR) for language learning, to
describe progressive stages in developing TC (PACTE, 2018). These levels represent a gradual
progression from basic awareness of translation problems to the ability to manage specialised

and complex translation tasks with the effective use of translation technology.

The PACTE group later formulated a set of pedagogical recommendations for translator
training based on their findings (PACTE, 2020), which included prioritising the development
of strategic sub-competence; improving L1 writing skills; encouraging students to use internal
cognitive strategies; helping them automate problem-solving processes; training students under
time pressure; enhancing students’ proficiency with tools and resources; and increasing
deliberate practice opportunities. Multi-component models have been criticised for being
compartmentalised and rigid (e.g., Pym, 2003; Malmkjer, 2009), but the empirical foundation,
clarity, and contribution to understanding of how TC can be taught, learned and assessed means

PACTE remains widely recognised. The model further highlights that the process of becoming
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a professional translator is gradual, takes time and involves the development of a varied set of

competencies beyond the mastery of two languages.
% Kiraly’s TC Model (2000/2013/2018)

Kiraly approached TC from a different perspective, drawing from social constructivism.
Kiraly’s early model was introduced in 2000, in which translator competence (as he calls it) is
described as a combination of three interrelated competencies: social competence (e.g.,
teamwork, negotiation), personal competence (e.g., autonomy, responsibility), and translation
competence (e.g., language, culture, strategies, and technology). This model begins suggesting
a broader vision of competence development extending beyond cognitive or procedural skills
despite emulating the common multi-component structure used by others (e.g., PACTE).
Kiraly’s thinking has more recently evolved in response to developments in complexity theory
and his own classroom experiences, leading him to question multi-component models and

became critical of their limitations:

[N]one of them suggests or reveals anything at all about the learning process. They are
all static box-like representations of an ideal(ised) relationship between dispositions,
abilities and skills that professional translators can be expected to possess and be able to
use when translating. In and of themselves, they say nothing about how these features
should or might be acquired or developed in an educational setting.

(Kiraly, 2013, p. 201).

Kiraly felt that listing a set of isolated sub-competencies did not fully capture how translators
actually grow and learn in real-world contexts. Drawing on complexity theory, Kiraly (2013)
emphasised that translator competence “is not built up bit by bit through the accretion of
knowledge but creates itself through the translator’s embodied involvement (habitus) in actual
translation experiences” (p. 203). For this reason, he proposed a paradigm shift:
conceptualising “both learning and competence as holistic and autopoietic (dynamic,
unpredictable, self-generating, and self-maintaining) processes [emphasis in original] in which

the whole is far more than, and very different from, the sum of the parts” (Kiraly et al., 2018,
p. 21).

Kiraly expanded this dynamic view of learning by introducing two visual models that reflect
his post-positivist approach. The vortex model (Figure 2.4, below) represents translator
competence as a swirling, upward trajectory of experience shaped by learners’ interactions with
various sources of affordances (e.g., tasks, projects, personal dispositions, textual and cultural

resources). In this model, competencies (e.g., instrumental, intercultural, communicative, and
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interpersonal skills) do not develop separately but emerge in relation to one another as learners
engage in authentic translation projects. Complementing this, the holon model (Figure 2.5,
below) presents co-emergent learning as a shared process among students, trainers, and
industry mentors, each represented as interconnected wholes contributing to one another’s
development. As Kiraly (2012, p. 87) explained, the aim is to blur the boundaries between
academia and industry, encouraging students to co-learn “with their fellow learners, their
teachers, the institutions they attend, and the entire community of translation practice with

which and whom they interact”.
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Figure 2.4 A proposed model of the emergence of Figure 2.5 A holarchic model of co-emergent
translator competence (adapted from Kiraly, 2016) learning (adapted from Kiraly et al., 2018)

In a later work, Kiraly (2018, p. 25) linked this conceptual shift to curriculum design,
advocating for learning that progresses “not in conventional, reductionist building-block
fashion, but instead in terms of movement from less to more complex”. This envisions students
as first acquiring basic skills and moving gradually to scaffolded problem-solving activities,
which allow them to apply what they have learned in authentic translation situations. Project-
based learning represents the final study stage at which, guided by facilitators rather than
traditional teachers, students work on real or realistic translation assignments. Kiraly sees this
as a shift in didactic style “from more instructive to more constructive and facilitative” (2018,
p. 25), where students are “encouraged to construct their knowledge of the profession and their
understanding of their responsibilities and rights as professionals through experience” (Kiraly,
2000, p. 46). Together, these views form Kiraly’s social constructivist approach, which treats
translator training not as a matter of transmitting knowledge but as a process of co-constructing

it through authentic, collaborative experience. From this review, several questions arise about
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how translation technology training is integrated into BA curricula in Saudi Arabia, specifically
at what stage such training is introduced and whether it follows a scaffolded and collaborative
structure that gradually leads students from simple skills to more complex, project-based work.
It also remains unclear whether translation technology is embedded within authentic (or near
authentic) translation scenarios, or if it is still taught in isolation, disconnected from real-world
workflows. These questions are part of this thesis’s exploration, as part of investigating how
translation technology training is delivered in BA programmes across Saudi universities and

whether this aligns with industry requirements.

Drawing on the student-centred training approach, the simulated translation bureau (STB) has
gained growing attention in many translator training programmes as an effective method for
developing TC, specifically technological competence. Thanks to its holistic design, the STB
enables students to engage with translation technologies in simulated real-world workflows.
Within these settings, students collaborate in teams, manage translation projects, and complete
authentic or near authentic tasks (Buysschaert et al., 2017). A leading example of this approach
is the International Network of Simulated Translation Bureaus'? (INSTB), which brings
together 21 European universities'® that integrate STB into their curricula to enhance practice-
oriented learning and improve graduate employability. Although the STB concept originated
in 1984 at Zuyd University in the Netherlands, the INSTB formally emerged from a
collaborative meeting in Maastricht in 2008 and was officially launched in 2015. Since then,
INSTB has served as a shared platform for member universities to exchange best practices, co-
develop translation tasks, and award certificates that validate students’ hands-on experience in

simulated bureau settings (Buysschaert et al., 2017).

INSTB members are free to organise their STBs to local industry requirements, but all adhere
to simulating the core phases of professional translation workflows, including client contact,
project management, the use of translation technologies, revision and QA procedures, and final
product delivery (INSTB website, n.d.). In this way, students engage with various translation
technologies (e.g., CAT, MT, TMS) in a meaningful way that reflects the reality of industry
practices, rather than being taught in isolation. As Buysschaert et al. (2018, p. 126) emphasise,
this integrated environment “brings together multiple technological skills” that “would be less
successful if they were taught in separate course units”. Supporting this approach, Paradowska

(2021, p. 41) maintains that engaging students in authentic, collaborative translation projects

12 For more information about the INSTB initiative, see www.instb.eu (last accessed July 2025)
13 As of July 2025
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helps bridge the academia-industry gap by fostering both practical expertise and professional
awareness. The findings of this study also demonstrate that such experience enhances students’
technological competence and prepares them for industry-relevant roles aligned with ISO
17100 standards (e.g., translator, reviser, project manager). These settings provide students
with “the opportunity to gain experience in multiple aspects of translation workflows that are
typically kept separate in academic modules” (Buysschaert et al., 2018, p. 126). Although
INSTB currently remains a European initiative, its model offers valuable insights into how
simulation-based training can help address the growing demand for industry-ready graduates.
This is particularly relevant in the Saudi context, where Saudisation policy increases the
pressure on BA programmes to produce professionally competent and industry-ready

graduates.
% The EMT’s TC Model (2009/2017/2022)

The EMT initiative was first introduced in 2009 through a collaboration between the European
Commission’s (EC) Directorate-General for Translation (DGT) and a group of universities. It
emerged as a response to the demand for highly-qualified translators capable of handling
multilingual communication across Europe, partly due to the enlargement of the EU in 2007
from 11 to 23 languages. From its inception, the EMT has aimed to improve the quality of MA-
level translator training by proposing a reference framework of competencies essential for
translation graduates, with emphasis on enhancing professionalisation and employability, two

goals that strongly resonate with the current thesis.

The EMT expert group published the initial model in 2009 (Gambier, 2009), which was
graphically represented as a ‘competence wheel’ composed of six competencies: language,
culture, information mining, technology, thematic, and translation service provision (Figure
2.6, below). In this model, the translation service provision competence is represented at the
centre, symbolising its key role in coordinating the other five competencies and underscoring
the EMT’s view that professional translation extends beyond language competence to include
the ability to deliver a complete service, which involves managing client relationships, meeting

deadlines, ensuring quality, and understanding industry requirements.
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Figure 2.6 The initial EMT model in 2009 (adapted from the EMT Expert Report, 2009)
However, this model has since been reviewed as to implement in curriculum design. As
Thunnissen (2015, p. 2) observed, the EMT wheel model “only sums up all competences [...]
but it doesn’t show the forms the competences take on at different levels”, which makes it
challenging to apply in guiding programme structure and supporting learner progression (see
also Torres-Simén and Pym, 2019). In response to these concerns, along with technological
and societal changes influencing the translation profession, the EMT Board revised the model
and released a new, simplified version in 2017 aimed at improving clarity, applicability, and
alignment with industry requirements. In this EMT version, Toudic and Krause (2017, p. 2)

explained:

In October 2016, with future translation graduate employability firmly in mind, the EMT
Board was given the remit of producing a new EMT competence framework. The new
framework was expected to embody the founding principles of the EMT network while
incorporating the key competences and skills required of future translation graduates.
The remit also included producing a simple, functional competence framework
[emphasis added] that could be used to assess the delivery of a common set of learning
outcomes by universities wishing to join the EMT network in the next round of
applications. Following a consultation process involving the network membership and
language industry stakeholders, a draft framework was produced.

The EMT Board introduced a revised model in 2017, built in a new structure around five
competencies instead of the six in the earlier wheel model. These include language and culture,
translation, technology, personal and interpersonal, and service provision (Figure 2.7, below).
Unlike the wheel model, which placed translation service provision at the centre, the updated

model suggests these five competencies should “be considered as complementary and equally
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important in providing the translation service, which is the ultimate goal of the translation
process” (EMT, 2017, p. 5). This reflects the EMT’s shift towards a more balanced and
integrative view of TC. Another notable change is the reorganisation of the competence
categories, merging information mining with technological competence to reflect how research
and technological tools are now used closely together in real-world translation practice. The
updated model also introduced a list of 35 descriptors, distributed across the five competencies
(six of them about technology, see Table 2.1, p. 47). These descriptors were provided to help
MA translator training programmes design or revise their curricula more clearly, and to bring
them into line with industry requirements. The aim is to make the model more practical,
transparent, and easier to implement in curriculum development, especially for new applicants

to the EMT network.

rcnocr

Figure 2.7 The EMT model 2017/2022 (adapted from the EMT Board, 2022)
The EMT Board recognises that their model has now become “one of the leading reference
standards for translator training throughout the European Union and beyond, both in academia
and industry” (EMT, 2022, p. 2). The expansion of the network outside Europe, as shown by
the recent inclusion of Saint Joseph University of Beirut, the first university from the Arab
world to join the EMT network, indicates that the model is gaining global recognition, so
Esfandiari et al. (2017) conducted a study to examine its applicability beyond Europe. Their
survey, shared via Proz.com, collected responses from professional translators in different
countries, giving the study an international scope, and shows that many translators agree on the

importance of the model’s competencies, especially technological competence, QA checks, and
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service provision. The EMT model can therefore offer a relevant reference framework for
translator training around the world, but especially in countries like Saudi Arabia where

professional standards and translator training programmes are still developing.

The model was updated again in 2022 to line with developments in the translation industry and
to reflect the increasing importance of technology on translation work. The five main
competencies are unchanged, but several descriptors, especially those under technological
competence, have been revised with practicality and alignment with industry requirements in
mind. In the 2017 version, the focus was primarily on using basic tools such as CAT,
multimedia handling, and MT, but the 2022 update takes the model a step further by expecting
students not only to use these tools but also to “critically assess the relevance and the impact
of change on their work practices” (EMT, 2022, p. 9). This means students should understand
how these tools affect their future work, choose the best tools for each task, and stay flexible
as tools continue to change. The 2022 version gives more attention to QA, as descriptor 16 now
directly mentions QA tools, along with CAT tools. This indicates that QA procedures are now
part of the core skills that students should learn. Another important update is found in descriptor
18, which says students should “integrate MT into a translation workflow” (EMT, 2022, p. 9),
showing that MT is no longer viewed as a separate tool but an integral part of a translator’s
work. Descriptor 19 contains a new point, expecting students to “recognise the importance and
value of translation and language data” (EMT, 2022, p. 9), highlighting that data mining literacy
is now considered a part of technological competence. To see these changes more clearly, Table
2.1 (below) compares the six technological descriptors (15 to 20) of the 2017 and 2022 EMT
models, showing how the EMT Board is responding to the changing nature of the translation
profession, especially with the rise of Al and automation, and helps ensure that translator

training remains in line with industry requirements.
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Table 2.1 Technological descriptors of the EMT model (2017/2022)

Descriptors (Know-how) Descriptors (Know-how)
Competence No
Category ) EMT (2017) EMT (2022)
Use the most relevant IT
o applications, including the full range
Use the most relevant IT applications, .
. . of office software, and adapt rapidly
including the full range of office .
15 _ to new tools and IT resources having
software, and adapt rapidly to new .. .
tools and IT critically assessed their relevance and
ools an TESOUTCEs. the impact of change on their work
practices
Make effective use of search engines,
Make effective use of search engines, | corpus-based tools, text analysis
16 | corpus-based tools, text analysis | tools, computer-assisted translation
tools, and CAT tools. (CAT) tools and quality assurance
(QA) tools where appropriate.
—
5 Pre-process, process and manage files | Pre-process, process and manage
‘B0 17 and other media/sources as part of the | files and other media/sources as part
% translation, e.g. video and multimedia | of the translation workflow, e.g. web
é files, handle web technologies. and multimedia files.
)
;‘9 Understand the basics of MT systems
. . d their i t the t lati
Master the basics of MT and its |~ " 1mp§c on He ran§ aton
18 | . . process, and integrate MT into a
impact on the translation process. .
translation workflow where
appropriate.
Assess the relevance of MT systems . .
. . Recognise the importance and value
in a translation workflow and .
19 |. . of translation and language data,
implement the appropriate MT system . .
demonstrating data literacy.
where relevant.
Apply other tools i rt of .
PRIy OFher - 1008 '1n Support o Apply other tools in support of
language and translation technology, .
20 language and translation technology,
such as workflow management
such as workflow management tools.
software.

These changes were made as the result of thoughtful discussion in EMT meetings and working
groups, especially during 2023, when the EMT Board “closely monitored and adopted the rapid
technological changes and put Al on its agenda” (EMT Annual Report, 2023, p. 3). The report
explains that many EMT programmes are now updating their curricula to include more training
in translation tools and technologies (see also Rothwell et al., 2025). It also recommends the
integration of translation technologies, including MT and Al tools, in all phases of translator
training (p. 7). However, Krause (2024) notes that there are still gaps between academic

training and industry requirements (based on the ELIS 2022 and 2023 reports), especially in
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the areas of “information handling, translation competence, professional ethics and project
management”, suggesting that the 2022 model needs further improvement to “maintain its
twofold function as a guide for designing programmes in the field of translation, [and] a
benchmark for the needs of the language industry and thus for the employability of graduates”
(p. 12-14). These insights are important for this thesis, which looks at how technological

competence is developed in Saudi BA programmes and whether it meets industry requirements.

The EMT model (2017/2022) is adopted in this research as a guiding framework to investigate
how translation technologies are perceived in the Saudi translation industry, in terms of their
importance and translators’ competence levels, and how the technologies are taught in Saudi
BA programmes. The detailed structure and descriptors present in the model are relevant to BA
programmes despite the fact that it was originally designed for MA-level translator training.
Unlike in Europe, where the profession is commonly entered via MA-level training, in Saudi
Arabia, most translators begin their professional careers as soon as they have completed their
BA degree (Salamah, 2022, Alharbi, 2024). This makes BA training an important stage for
translators to acquire and develop TC, including technological competence. Given that BA
programmes in Saudi universities often last four to five years, this gives sufficient time and
flexibility to introduce, develop, and assess the technological descriptors in the EMT model in

a structured way, more so than in one- or two-year MA programmes.

The decision to adopt the EMT model is also methodologically appropriate. The three survey
instruments used in this thesis, targeting translators, employers and programme directors, were
adapted from EMT-related projects: Toudic (2012), which is part of the OPTIMALE!* project
(see Section 2.5) and Rothwell and Svoboda (2019), part of a broader EMT-led project to track
the evolution of translation technology training over time (see Section 2.3.2). All of the authors
(Danial Toudic, Andrew Rothwell, Tomas Svoboda, and Joss Moorkens) have participated in
EMT model development and contributed to its working groups, so the guiding framework (the
EMT model) and the research instruments (surveys) are aligned, providing consistency

between this thesis’ aims and data collection.

Finally, the EMT model is not used as a fixed training standard or curriculum benchmark in the
present thesis but as a flexible guiding framework to evaluate whether Saudi BA programmes

are aligned with the technology-related requirements of the translation industry. This approach

' OPTIMALE stands for Optimising Professional Translator Training in a Multilingual Europe
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is supported by Krause (2024), who argues that the EMT model should not be applied rigidly,

but adapted to local contexts and evolving industry demands to remain relevant and effective.

2.3.2 Translation Technology Training

This section reviews previous research that has focused specifically on investigating how
translation technology is taught in academic programmes. It aims to provide an overview of
global and local translation technology training approaches and to identify challenges and gaps
in the literature, beginning with selected international studies, followed by two EMT-related

studies that have shaped this thesis, and finishing with a focus on relevant Saudi studies.

Through a review of curricula, Sahin (2013) evaluates translation technology integration into
BA translator training programmes across 17 universities in Turkey and reveals a lack of
consistency in how translation technology-related courses are offered; some programmes
include them as compulsory, others make them electives, and some do not offer them at all.
The author highlights this issue by stating that “there does not seem to exist any standard among
universities as to what is needed in terms of technological competence in the translation
programmes in Turkey” (p. 179). The second part of the study presents a three-year case study
involving 62 students who took a translation technology course and completed post-course
surveys. The findings show that students were generally positive about the training and felt
more confident using translation technology. However, over two-thirds believed that “one
course on translation technologies would not be enough to learn all is needed to be fully
competent in using necessary tools and software in the translation profession” (p. 186).
Students also reported challenges including high software costs, limited technical support, and
“being uninformed about where to find information about tools” (p. 182). The study concluded
that “technology deserves to have a more important place in the translation curriculum in
Turkey” (p. 187) and emphasised that “a stronger collaboration among higher education
institutions is needed so as to take necessary steps to create a common ground concerning the
integration of technology into translation teaching and practice” (p. 187). Sahin advocated for
a more coordinated approach to teaching translation technologies across Turkish BA
programmes, arguing that without clear standards and collaboration, students may not receive
equal or sufficient opportunities to acquire and develop their technological competence during
BA studies. These findings raise important questions about the situation in Saudi Arabia, where
no BA translator training programme (except at KSU) has yet achieved the standards set by the

NCAAA, and the coordination between these programmes is less explored.
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In Spain, Sanchez-Castany (2022) investigated how translation technologies are taught in BA
translator training programmes, analysing 994 course syllabi from 32 translation curricula
across 29 Spanish universities to understand the extent to which translation technology is
covered both in dedicated translation technology-related courses and practical translation
courses. The findings show that although present in most programmes, translation technology
training is often limited to separate courses rather than being integrated throughout the
curriculum. The study notes that translation technology-related courses are often introduced in
the early stages of the programme (Year 1 or 2), with less emphasis in later years when students
are closer to entering the translation industry. Sanchez-Castany argues that this approach limits
students’ ability to see the practical value of translation technologies, particularly if these tools
are not revisited in later stages of the programme, and that practical translation courses often
include generic technology references rather than translation-specific tools like CAT or MT.
She stated that “the technology incorporated into most of these modules is more general and
common in other fields [...] and their application to translation is not as frequently taught” (p.
39). In many courses, references to technology were vague, with phrases such as ‘mastering
basic translation tools’ or ‘familiarisation with translation tools’ used without specifying which
tools or how they would be taught. This lack of clarity is also seen in the way technologies are
integrated into other courses, which are described as fragmented and lacking pedagogical focus
so “students fail to internalise the habit of using these technologies in specific translation
contexts that emulate the work they will be commissioned to undertake in the future” (p. 39).
While this study provides a valuable description of the ways in which translation technologies
are taught in Spanish BA programmes, it does not propose any specific reforms or curriculum
development that help improve the situation in Spain. In contrast, the present thesis goes further
by not only describing the current state of translation technology training in Saudi Arabia but
also by proposing context-specific recommendations for improving this training and aligning

BA programmes with industry requirements.

In the broader European context, the EMT network has conducted a series of semi-longitudinal
studies to investigate translation technology training across MA programmes (i.e., what is
taught, who teaches it, and in what way). This began with the OPTIMALE project in 2012, led
by Daniel Toudic, as part of which a survey was distributed by Rothwell and Svoboda to
programme directors to understand how translation tools and technologies were integrated into
EMT programmes. The results, based on 50 responses, provide an initial overview of the

teaching situation at the time. The survey was repeated five years later, in 2017, to update the
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mapping of translation technology training in MA programmes across Europe, as “translation
technology seems to be taken for granted nowadays” (Rothwell & Svoboda, 2019, p. 26). This
second survey received 55 responses and reflected approximately three-quarters of all EMT

programmes at the time.

Rothwell and Svoboda (2019) compared the findings of the 2012 and 2017 surveys, tracking
the changes in curriculum design, teaching strategies, and tool coverage. One of the most
notable developments was the increased integration of translation technologies into practical
courses, as the authors explained: “tools are now more closely integrated with practical
translation, and in some cases professional development modules” (p. 36). To illustrate this,
the teaching of TM, TB, and data mining became compulsory in over 90% of the surveyed
programmes in 2017, compared to 60-70% in 2012 (p. 36). Similarly, MT-related activities
(e.g., pre-editing and post-editing) were more widely included in curricula, with post-editing
taught as compulsory in 71% of the programmes in 2017, up from 32% in 2012. Regarding
teaching strategies, lectures and demonstrations (i.e., trainer-led teaching) remained dominant
and rated “important or very important by 80% of respondents” (p. 43), although project-based
training had become more widespread. In terms of tool coverage, Trados Studio continued to
lead, being taught as a compulsory tool in 82% of the programmes, while memoQ and Phrase
also saw notable rises. Free tools, such as OmegaT and Wordfast Anywhere, also gained
popularity, improving accessibility for students. At the same time, access to remote and cloud-
based CAT tools expanded, and technical support improved, with more programmes now
providing general IT support for translation tools (p. 49). These findings reflect a growing
commitment among EMT programmes to train students on various translation technologies to
better prepare them for the translation industry. The study concluded that there is “a clear trend
towards greater uptake and professionalisation of tools and technologies training” (p. 26). The
authors further noted that while this progress cannot be attributed solely to the EMT network,
it has likely acted as “a catalyst [...] for the exchange of good practice between academic

programmes” (p. 54), helping bridge the academia-industry gap in Europe.

The third iteration of the survey was conducted in 2023 and published by Rothwell, Moorkens
and Svoboda in March 2025, marking a further development in the EMT’s effort to “build
longitudinal data to track the changes in technology teaching over time” (Rothwell et al., 2025,
p. 1). The survey received 62 responses from 60 universities, with 60% of them from EMT
programmes. The findings show that many of the positive trends identified in the previous

surveys (i.e., OPT2012 and EMT2017) had continued, with further progress in several areas.
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These include the increased compulsory teaching of CAT tools, MT, QA procedures, and a
rapid response to the emergence of LLMs and other GenAl tools. Among these, CAT training
remains central in translator training. The authors predicted that “CAT tools as represented by
the scores for TM and TB use [...] will continue to dominate as they have done over the past
decade” (p. 7). The findings further show a growing focus on data mining-related competencies
(i.e., search strategies and source evaluation), which the authors describe as “reinforcing the
central role played by research and data-gathering skills” (p. 7). Another encouraging trend is
the increased teaching of MT-related activities, which “suggests very significant expansion in
the centrality of MT in today’s translator training programmes” (p. 7). Post-editing is now
taught as a compulsory activity in 77% of the programmes, up from 71% in 2017, which reflects

a broader movement towards a more “sophisticated and rigorous approach to MT quality” (p.

7).

The findings expose a shift away from trainer-led strategies and toward more student-centred
and autonomous learning, although some programmes preserve trainer-led methods. This shift
has been partly attributed to sweeping changes brought about by the COVID-19 pandemic,
which accelerated the adoption of autonomous, blended, and e-learning formats, greater
independent use among students of their own personal devices for training, and the improved
availability of remote access to tools. Trainers responded to the pandemic with “resilience and
inventiveness”, leading to improvements in flexible delivery and independent learning
opportunities (p. 17). Trados Studio, MultiTerm, and memoQ remain the top three compulsory
CAT tools, but cloud-based tools (e.g., Phrase and Matecat) have seen wider adoption,
reflecting consolidation around cloud-based tools with cost-free academic access. Similarly,
GenAl tools (e.g., ChatGPT) had already begun to be incorporated into technology-related
courses in a variety of ways. Ethical and legal concerns related to NMT and LLMs have
increased in prominence, with generic file management and data security skills now rated as
important by 61% of the programmes, up from 29% in 2017 (p. 12). Importantly, the study
asked the participating programmes whether they were affiliated with any other academic or
professional networks, and found that most were widely networked, with CIUTI'® being the
most common (20 members), followed by APTIS'S, with five. According to the authors, this
“arguably [shows that networking] is a means of ensuring they [programmes] remain

academically current and industry-relevant” (p. 17). This raises questions about the situation in

15 CIUTI (Conférence Internationale Permanente d’Instituts Universitaires de Traducteurs et Interprétes), see www.ciuti.org
16 APTIS (Association of Programmes in Translation and Interpreting Studies, UK and Ireland, see www.aptis-translation-interpreting.org
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countries like Saudi Arabia, where no equivalent local or regional network currently exists to
support BA translator training programmes through collaboration, resource sharing, curriculum

development, and the exchange of best practices.

In the specific context of Saudi Arabia, a few studies have explored how translation technology
is taught in BA programmes. A decade ago, Alotaibi (2014) investigated the expectations and
attitudes of translation students towards CAT tools in a single BA programme (KSU),
employing a mixed-methods design (surveys, interviews, and classroom observations) to gain
in-depth insights into students’ learning experiences. The students initially had “very poor and
confused knowledge about the use of technology in translation in general”, but many showed
“high levels of motivation to learn” (p. 72). Students’ attitudes were found to change as they
engaged with hands-on activities throughout the course, from anxiety and doubt to confidence
and enthusiasm, and they were describing the experience as “useful” and “eye-opening” by the
end of the semester (p. 71), reporting greater awareness of the role of technology in translation.
Practical training, it was concluded, plays a crucial role in shaping students’ perceptions so “we
should be aiming at integrating more hands-on activities and meaningful tasks rather than

focusing on theoretical aspects” (p. 72).

A year later, Abu-ghararah (2015) conducted a similar study into the availability and actual use
of translation technologies and learning resources across four BA programmes (TBU, KSA,
KSU, and IMU). The views of 200 students were collected through questionnaires to gain their
thoughts about their experiences in these programmes. The findings reveal a notable lack of
technology-related infrastructure and practical translation training. 84% of the surveyed
students reported that translation labs were completely unavailable at their universities, while
only a minority (13%) confirmed their existence (p. 85). 80% confirmed the absence of MT
systems, and CAT tools were reported to be rarely available by 57%. Findings on the actual use
of these tools reflect similar limitations: none of the students reported regular use of translation
labs, MT systems, or CAT tools. In each case, 80% or more said they rarely use these tools,
and none selected ‘always’ as a response. Abu-ghararah (2015) concludes that many translation
courses in these four programmes are still “fixed in a traditional teaching methodology” (p.
82), which does not guarantee developing technological competence or producing competent
translators for the translation industry, and recommends increasing the investment and support
for BA translation programmes to help them integrate translation technology into the
curriculum. These two studies raise concerns about how translators are currently prepared in

these four programmes and across Saudi Arabia, and how students can develop technological
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competence if they are not given sufficient tools and opportunities to engage practically with

translation technologies during BA studies.

A valuable contribution that deepens our understanding of the state of translation technology
training in Saudi Arabia has been provided by Al-Jarf (2017), although her study focuses only
on a single BA translator training programme (i.e., at KSU). Al-Jarf interviewed 72 recent
graduates from the programme to elicit their views on the translation technology training they
received. Most described the training as poor and insufficient to equip them with the
technology-related competencies required in the industry. The students reported that MT was
discussed at a general theoretical level without any practical exposure to MT systems (e.g.,
Google Translate). This aligns with Abu-ghararah’s (2015) findings, which also indicated the
unavailability of translation labs and the absence of practical training in MT systems. Many
students lacked even basic typing skills and were unfamiliar with online resources, specialised
dictionaries, terminology databases, or corpora. The study notes that students were not
introduced to essential CAT tools like Trados, OmegaT and subtitling tools, despite their
growing use by employers. Al-Jarf concludes that the existing training failed to prepare
students for professional translation roles, as many face difficulties when entering the industry,
especially in satisfying the expectations of their employers. Some years later, Al-Rumaih
(2021) carried out a similar study specifically on how CAT tools are taught in Riyadh-based
BA translator training programmes (KSU, PNU, IMSIU, PSU, and SEU). The study employed
a mixed-methods design, combining curriculum analysis, student surveys (n=318) and
interviews (n=34), finding that translation technology courses were offered only in four of these
programmes (no course in IMSIU). In each case, CAT tools were often taught in isolation,
without integration into other translation courses, and “the scope of the practice was very
limited” (p. 355). The survey results confirm the limited impact of this training. 45% of the
surveyed students reported never using CAT tools in translation tasks, and 58% stated that these
tools were not used in any course beyond the CAT course. More concerningly, many reported
that trainers did not encourage them to use CAT tools or offer clear guidance (p. 353). These
findings are reinforced by the interview results, with the CAT course described as too
theoretical and lacking practical training (p. 355), and issues discussed including limited lab
access, reliance on free trial versions, and underqualified trainers. These echo the findings of
previous studies and highlight structural and curriculum gaps that call for the integration of

translation technology training into BA programmes.
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Unlike these individual studies, the current thesis adapts the EMT survey, conducted in 2012,
2017, and most recently in 2023, to investigate how and to what extent translation technologies
are currently integrated into Saudi BA programmes and assess the extent to which this training
aligns with the technology-related requirements of the translation industry. Inspired by the
EMT’s longitudinal approach, this thesis contributes to the existing body of knowledge by
mapping the current state of translation technology training in Saudi Arabia and serves as a
first step toward building a longitudinal record of translation technology training in this
context, following the EMT network’s goal to “track the changes in technology teaching [in
Europe] over time” (Rothwell et al., 2025, p. 1). In this way, this thesis follows the approach
of established international research practices and extends the EMT model into a new context
(Saudi Arabia) and at a different academic level (BA programmes). While most previous
studies have relied on curriculum analysis or student feedback, this thesis addresses the topic
from the perspectives of both programme directors and course trainers, two key stakeholder
groups directly involved in designing and delivering translation technology-related courses. In
addition to the Academic Survey, some questions from the EMT survey, and the OPTIMALE
employer survey (Toudic, 2012), were adapted to design the other two industry surveys
(targeting professional translators and employers), which aim to identify the technology-related
requirements of the translation industry and assess translators’ current level of technological

competence in Saudi Arabia (further details provided in the Methodology Chapter).
2.4 Continuing Professional Development (CPD)

Training in translation technology happens not just in universities and other higher
education institutes but also as part of the continuous professional development [CPD]
of individual translators working in the translation departments of large organisations or
for language service providers.

(Kenny, 2019, p. 5).

Kenny’s quote highlights the key role that CPD plays in developing TC among translators
beyond formal academic training. Many academic programmes provide translation technology
training as part of the curriculum, but CPD has increasingly become an integral part of
translators’ professional lives worldwide, especially as technology changes rapidly. In a survey
of Finnish translators, Salmi (2021, p. 125) notes that “language and translation technology [...]
is a matter of continuous learning”, providing a reminder of the need for translators to update
their skills continually to stay competitive in a professional landscape which has linguistic,

cultural, and technological challenges at every level. This thesis, therefore, considers
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definitions, understandings, and approaches to CPD in Saudi Arabia to determine its role in
improving Saudi translators’ technological competence. This section provides an overview of

the topic and reviews relevant studies on CPD at both international and Saudi levels.

Friedman (2013) defines CPD from a wider perspective as “the systematic maintenance,
improvement, and broadening of knowledge and skills, and the development of personal
qualities necessary for the execution of professional duties throughout the individual’s working
life” (p. 9). This presents CPD as a principle of lifelong learning that involves the continuous
expansion of professional capabilities alongside the personal attributes essential for effective
performance. Almost all service-oriented professions now recognise the importance of CPD,
including teaching (e.g., Al Asmari, 2016), healthcare (e.g., Ngenzi et al., 2021), librarianship
(e.g., Rehman et al., 2024), and engineering (e.g., Polovinko & Arbuz, 2021). The process is
equally vital in professional translation (Simkova, 2018), as the reputation and success of the
individual translators themselves and language service providers (LSPs) can be directly

affected by the quality of a translator’s output.
Taebi and Razavi (2020, p. 319) define CPD in the context of translation as

constantly preparing the right conditions for the gradual, coordinated, and balanced
emergence of translation sub competences over time and in the larger mould of
translation competence [TC], in such a way that the translator be evolutionarily prepared
to optimally and autonomously perform his/her responsibilities in his/her unique (or
desired) professional ecology

This definition agrees with Friedman’s view by emphasising the systematic, continuous, and
structured nature of CPD, and further stresses the need to update translators’ competencies in
line with industry demands. In their study of the Iranian context, Taebi and Razavi (2020) state
that CPD has not been fully recognised or systematically implemented in the translation
profession and propose a five-stage CPD framework for translators based on the core concepts
of TC, Kiraly’s notion of TC emergence, and reciprocal mentoring. This outlines a
developmental path from foundational knowledge (level one) to professional autonomy (level
five), highlighting the importance of mentoring by experienced translators to support and guide
novice translators in their careers and bridge the generational gap in the profession through

CPD.

The recently published Institutional Translator Training (edited by Svoboda, Biel & Sosoni,
2023), contains six chapters (10 to 15) that explore the CPD landscape in various geographic
and institutional contexts, including the EU, the European Parliament (EP), the EC, the United
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Nations (UN), and the China Foreign Languages Publishing Administration (CFLPA). A brief
overview of these chapters is helpful to understand how CPD is implemented in these major

institutional settings.

In Chapter 10, Mossop (2023) draws on his long experience running revision workshops as a
form of internal CPD, originally designed for Canada’s Translation Bureau and later adapted
abroad. These workshops include exercises, group discussions, and peer feedback, and
primarily aim to help formulate translators’ thinking about the diversity of roles they need to
play (e.g., translator, revisor) to succeed professionally, encouraging them to reflect on their
routine habits and consider and explore new working methods. As Mossop puts it, the
workshops help translators “hear others describe their work procedures, which may lead them

to try a new approach” (p. 184).

Chapter 11 by Li (2023) explores how CPD is organised and implemented in the CFLPA,
China’s leading institution responsible for translating official government texts into foreign
languages. The chapter explains that CFLPA is unique because it handles politically sensitive
texts, which require translators to follow standardised processes. CPD at CFLPA focuses on
three main areas: 1) standardised language use, 2) domain-specific knowledge, and 3)
awareness of new translation technologies. One of the most important and frequently practised
forms of CPD is the ‘tutorial-style’ training system, where experienced translators act as
mentors to novices. However, this mentoring approach “certainly cannot operate on a large
scale due to the lack of qualified mentors” (p. 199). It is noted that CPD “is mainly carried out
from an administrative perspective” and still needs to be “implemented at micro levels” (p.
200) to support individual translators. Overall, the chapter highlights that political requirements
and traditional methods deeply shape CPD at CFLPA, and that more progress is needed to meet
global CPD standards.

In Chapter 12, Mavri€ (2023) examines how the EP’s DG TRAD has expanded its CPD efforts
to support new translator profiles and evolving tasks, explaining that DG TRAD plays a key
role in making EU documents accessible in all 24 official EU languages, with CPD ensuring
this multilingual work is done accurately and clearly. The findings reveal that the DG TRAD
recognises the importance of updating its translators’ competencies to meet the demands of
digital communication with citizens. As Mavri¢ notes, “training needs include keeping up to
date with developments in all areas of technology, [...], such as localisation, audiovisual

translation, and adaptation in three formats: text, audio, and video” (p. 210). The study also
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shows that CPD is delivered through internal activities led by experienced staff or external
experts, demonstrating a responsive approach that aligns with new technology-related

requirements and communication goals.

The CPD practices of the EC’s DGT, one of the largest institutional translation services in the
world, are explored by Ilja (2023) in Chapter 13, which outlines how DGT supports its
translators through a wide range of CPD activities, combining formal, informal, and on-the-job
training. CPD at DGT is shaped by the need to “ensure the quality of content delivered” (p.
206) and to equip translators with the competencies required to handle complex translation
tasks across all 24 official EU languages. DGT’s CPD priorities include language-specific and
thematic domain training, keeping up with translation technologies, and developing key
competences such as revision, terminology management, and drafting. Ilja also highlights how
translation technologies have become central to DGT’s CPD activities. For example, DGT has
developed a CAT environment training structure and launched the ‘DGT Innovation Lab’,
which explores GenAl tools in translation workflows (p. 222). This helps enhance translators’
technological competence through CPD and ensures that no one is left behind in technology
use. Additionally, the findings show that translators are frequently provided with other forms
of CPD, such as induction/orientation programmes, peer mentoring, knowledge sharing
sessions, and job shadowing. DGT’s CPD model helps translators progressively and flexibly

build competencies over time as it is organised and technology-oriented.

Chapter 14, by Vunder and Lacroix (2023) discusses CPD for lawyer linguists at the Court of
Justice of the EU (CJEU). These individuals translate legal documents and ensure they align
with EU legal systems, a serious role for which they must continually develop both their legal
awareness and translation competencies. At the CJEU, CPD begins with a formal induction
programme of 35-40 hours of CAT tool training (e.g., Trados Studio), terminology work, and
legal research. This is followed by regular CPD activities conducted within and outside the
institution to keep translators updated with industry trends. A key form of CPD is the ‘referent’
system, where senior translators guide newcomers (p. 230). CPD also includes training on legal

drafting and EU law, and can be offered through workshops, seminars, or e-learning.

Finally, in Chapter 15, Lafeber (2023) provides insights into CPD at the UN Headquarters in
New York, describing how the UN provides induction programmes to help new translators
understand the wide range of topics they will work on, the translation tools they will use, and

the overall institutional context (p. 236). The training includes guided self-study, mentoring by
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experienced colleagues, and sessions on key areas such as CAT tools, legal and political
translation, and specialised subject knowledge. The chapter discusses how CPD at the UN
continues beyond induction and is offered in different ways, including in-person workshops,
online courses, revision-based feedback, and on-the-job training. Translators often start by
working under conditions of close revision and, over time, may progress to what is called
“monitored self-revision” (p. 238), where they take greater responsibility for the quality of their
work. Digital platforms like SPOT (Self-paced Online Training) and Athena are also used to
support CPD, offering access to many training materials and e-learning resources. The study
highlights how UN translators are encouraged to take part in research, join professional

communities, and attend external CPD activities when possible.

CPD is viewed as essential across all of these institutions for maintaining translation quality
and keeping pace with changing institutional requirements and technological developments.
There is a clearly shared conception of the role of CPD in updating translators’ competencies
and helping them adapt to new tools, grow in their professional roles, and meet industry
requirements, despite some differences in approach and delivery modes across settings. The
international examples provided in this section reinforce the importance of considering
approaches to CPD in the Saudi context, and help us explore how CPD contributes to Saudi
translators’ professional development and the extent to which they are supported in improving

their translation competencies (including technological competence).

The review of the literature reveals little research with a specific focus on CPD in Saudi Arabia,
although it is mentioned as part of some broader studies. One relevant study is that of Alkhatnai
(2022), who investigated professional translators’ training needs at Riyadh-based translation
agencies. Through a survey, Alkhatnai found the lack of CPD to be among the top three
challenges affecting translator performance and industry development alongside inadequate
financial resources and limited access to electronic media (p. 171). The study stresses that while
some employers offer informal CPD support, many “simply let [translators] enhance and grow
their competencies by themselves” (p. 170). Similarly, AlShaye and BinSultan (2024) report
from their interviews with two employers that “no official orientation takes place at the
beginning of a translator’s employment period: translators and interpreters begin working
immediately following the supervisor’s guidance” (p. 41). This may indicate that CPD is not
systematically or regularly provided for translators in many Saudi workplaces, potentially
leaving them underprepared to meet their employers’ expectations. These findings raise serious

concerns about the status of CPD among translators and employers in Saudi Arabia, and how

60| Page



and to what extent CPD is understood, delivered and supported, if at all. In this thesis, some of
these questions are explored by investigating how CPD is currently approached in the Saudi
translation industry and what role it plays in helping translators keep up with the technology-

related requirements of the industry.

2.5 The Translation Industry

In 2024, Nimdzi (2025, p. 8) valued the global language industry as a whole at over $71.7
billion, and despite revising their forecast slightly downwards as a result of GenAl and global
economic concerns, still expected this to grow to $92.3 billion by 2029 (see Figure 2.8, below).
There is, however, some disagreement on how to value such a diverse and fragmented industry,
and other organisations like Slator and CSA Research have provided a less optimistic outlook
(Walker & Lambert, 2025). In Europe, the ELIS (2025, p. 5) reports pessimism among “small
language companies and independent professionals”, with one in four of the latter “considering
ending their freelance career”, but that international language service companies are coping
better and AVT and interpreting services are on an upward trajectory. Overall, the present
situation is one of uncertainty and change, and predictions are difficult to make with a high

degree of accuracy, but it is nevertheless the case that the industry is a multi-billion dollar one.
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Figure 2.8 Nimdzi Insights (2025) of the language industry global growth projection (2018-2029)
Distinguishing the global language industry from what I refer to as the translation industry does
not currently follow a scholarly or professional consensus. Walker and Lambert (2025)
determined that the term “translation industry” is the most widely employed by publication
abstracts by far when compared to alternatives like “language industry”. However, they
acknowledge that this comprises a nested element of the greater language services industry, in

which the profession itself (related to translators themselves as opposed to the economic
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elements) is situated. In their recent Handbook, they relate their definition of the translation
industry only to text-based translation, AVT, and various forms of localisation, and this thesis
adopts the same perception because the technologies used in these fields are different to those
used in, for example, interpreting. This narrowed focus allows for more specific investigation

of the under-explored topic of translation technology training in Saudi BA programmes.

The Saudi translation industry (discussed in detail in Section 1.2.2) shows some similarity with
the global industry but also considerable differences that must be acknowledged. Figures
presented earlier show that growth is predicted in both, with uncertainty characterising the
forecasts, but in the Saudi case, the disparity between estimates is far more dramatic, with one
source citing a market value of $28 million in 2024 and another citing $1.5 billion for 2022.
Additionally, the reduced projections found in many global outlooks are not found in the Saudi
case, with growth predicted without qualification. This reflects the low level of industry
monitoring and documentation in Saudi Arabia compared to other countries and other
industries, which makes it very difficult to obtain accurate and current data. It is plausible,
however, that the Saudi translation industry is in fact growing more reliably than those in many
other countries. There are a number of reasons that this may be the case, not least significant
investment and initiatives from the Saudi government in large tracts of the economy and
society. The Vision 2030 focus on a knowledge-based economy is in direct agreement with the
overall trends toward industry professionalisation and digitalisation, and could provide an
impetus for growth. The imperatives of the Vision are also driving demand for institutional
translation, which comprises the majority of translation work in Saudi Arabia, as opposed to

the commercial work carried out in much of the global industry.

This distinction marks one of the points of departure between the global and Saudi translation
industries. Institutional translation requires a high level of accuracy and appropriateness, and
often contains unique or fixed terms that must be rendered precisely. Biel (2017, p. 34) notes
that translation quality operates on two interrelated dimensions: the quality of the product at
the textual level and the quality of the processes that support translation as a service (i.e., the
management of workflows, human resources, and linguistic and extra-linguistic resources).
This, combined with the Saudisation policy of reducing unemployment among Saudi nationals,
has led to an increased demand for human translators in a world which is seeing a decline in
such demand. The complexity of the Arabic language and historically slower technological
development has brought about a low level of trust in MT (described by some Saudi translation

agencies as “a joke” in 2015) and a strong belief in the capabilities of human translators in
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Saudi Arabia (Almutawa & Izwaini, 2015) that is likely to explain why this trend persists in
the age of GenAl (Alharbi, 2025). This slower adoption of MT and GenAl in the Arabic-
speaking world can be attributed to the limited availability of large and high-quality Arabic
datasets. Arabic is widely recognised as a less-resource language, and researchers have noted
the shortage of standardised and domain-diverse corpora that can be used to train and evaluate
MT systems effectively. Zakraoui et al., (2021) identify the lack of available datasets and
lexical resources as a key challenge for Arabic MT, emphasising that existing corpora are often
fragmented and focused on specific domains. A recent study by Al Moaiad et al., (2024) found
that the scarcity of annotated and parallel Arabic data (especially in dialectal and non-news
genres) limits the performance of NLP and MT models. This restricts the accuracy, reliability,
and scalability of MT and GenAl tools for Arabic and represents a significant technical reason
for their slower adoption and development in the region. Similar cultural circumstances may
be behind the preference of Saudi employers for graduates from language-related programmes
noted by Salamah (2022) and Alharbi (2024), which is in stark contrast with the requirement
in developed countries and many other modern markets for translation-related jobs to be held
by those with specialised degrees. Such a practice indicates that the Saudi translation industry
is still at a developing level of professionalisation, which carries through into academic
programmes, an observation that motivated this thesis to examine how these programmes align

with the requirements of the Saudi translation industry.

The importance of a connection between academic programmes and these requirements, and

the need for research on this, has been emphasised for some time:

If we want our products and services to be accepted by the market, we must conduct
survey research among market participants. If we want to investigate the efficacy of the
translator education programmes we offer, one of our main sources of information will
be the translation services market.

(Kiraly, 2005, p. 1099).

This view is even more relevant today, as the pace of evolution in the translation industry
continues to accelerate in response to translation technology developments and the introduction
of new technologies (e.g., NMT and GenAl). In this context, the translation industry represents
not only a venue of employment for graduates, but a valuable source of feedback for designing
and improving academic programmes to better prepare students for professional roles after
graduation (i.e., to produce industry-ready graduates, especially under the Saudisation policy).

Studies have explored the requirements of the translation industry through job description
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analysis (e.g., Al-Batineh & Al-Tenaijy, 2024) or graduate surveys (e.g., Hao & Pym, 2023),
but little attention has been paid to the direct views of translators and employers on these
requirements. In this section, three such studies, each from a different geographical context and
period: Europe (Toudic, 2012), East Asia (Liu, 2023), and Saudi Arabia (Alshaikhi, 2018), will
be discussed in much detail. The studies by Liu and Alshaikhi both adapted the employer
survey originally developed by Toudic (2012) as part of the OPTIMALE project.

¢ The case of Europe

A prominent industry surveys was conducted in 2012 by Daniel Toudic, the leader of the
OPTIMALE project. Its main aim was to support and enhance translator training across EMT
programmes by identifying the most important competencies that European employers seek
when recruiting newly graduated translators. To achieve this, a consultation survey based on
the EMT model was designed and distributed to a wide range of translation companies and
LSPs across Europe. The survey covers a broad set of competencies (34 items) that reflect the
descriptors of the EMT competence areas (i.e., language, culture, information mining,
technology, thematic, and service provision). Among them, 13 items focus specifically on
technology-related competencies. Respondents were asked to rate the importance of each item
in their recruitment decisions using a four-point scale: not required, not so important, important,
or essential. 580 valid responses were received, making this one of the most extensive
employer-based studies at the time. In this review, the focus is limited to the findings related to

the technological section of the survey, which is particularly relevant to the current thesis.

The surveyed employers placed the highest importance on CAT-related competencies.
Specifically, the ability to use TM was rated as essential or important by over three-quarters of
the respondents, making it the top-valued competence. Following this was the ability to process
and convert files to different formats (73%) and the ability to extract and manage terminology
(69%), making it clear that at this time the core functions of CAT tools were considered
indispensable by most European employers, suggesting that such tools were central to the
industry. Pre-editing (18%), post-editing (28%), and configuring MT systems (28%), the MT-
related competencies, however, received relatively low importance ratings, which could be
because in 2012, MT technology was in earlier stages of development compared to current
NMT systems. A moderate level of importance was attached to multimedia-related
competencies (i.e., website localisation 42%, mobile technologies 39% and software/video

game localisation 32%). These areas were recognised as valuable but not necessarily required
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for all entry-level translator roles. Overall, the findings indicate that, at the time of the
OPTIMALE survey, European employers were primarily focused on foundational CAT-related
competencies when recruiting new translators. More advanced competencies, particularly
those associated with MT, localisation, DTP, and speech recognition tools, had not yet become

mainstream recruitment criteria.

B Essential/Important

Ability touse TM I /6%
Ability to process files in and convert files to different formats I 73 %

CAT

Ability to extract and manage terminology NN 69%
Ability to understand and use markup languages NN 539,
Ability to program and/or modify simple macro-commands N 20%
Ability to post-edit MT outputs N 23%
Ability to configure MT systems. I 23%

MT

Ability to pre-edit texts for MT NN 8%
Ability to localise multimedia websites I 42%,
Ability to understand mobile technologies I 39%,
Ability to understand software/video game localisation processes I 32%

Multimedia

Ability to use speech recognition systems [ 10%

DTP

Ability to use and parameter desktop publishing tools N 30%

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Figure 2.9 The results of the technological section of the OPTIMALE survey (Toudic, 2012)

Figure 2.9 (above) shows the priorities of European employers in the early 2010s around
technology-related competencies in translator recruitment. These results likely reflect the
technological landscape of the time and the varying levels of tool adoption across different
companies. The OPTIMALE survey has been adapted in subsequent research in other regions,

including East Asia and Saudi Arabia, to explore local industry requirements.
% The Case of East Asia

A similar study was conducted by Christy Fung-ming Liu in the Eastern Asian industry, with
data collected in 2016 and published in 2023. The study adapted the OPTIMALE survey
(Toudic, 2012) to explore the requirements of the translation industry as perceived by 64
employers in that region, with most responses coming from China, Japan, and Hong Kong. The
surveyed employers were asked to rate the importance of the same thirty-four competence
items using the same four-point scale (from not required to essential). In reporting the findings,

the mean score of each item was calculated. Figure 2.10 (below) illustrates the results of the
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technological section of Liu’s study, showing how East Asian employers prioritised the

technology-related competencies in their recruitment decisions.

The findings highlight two notable trends. First, the top four technology-related competencies
rated as essential or important by the employers are identical across both studies (i.e., Toudic,
2012 and Liu, 2023): the ability to use TM, process and convert files, extract and manage
terminology, and understand markup languages. This alignment suggests a stable, cross-
regional consensus regarding the core CAT-related competencies (particularly TM and TB and
their associated functions) expected of newly graduated translators. The second trend is that
MT-related competencies were assigned relatively limited importance in both studies. This may
be explained by the timing of the data collection of Liu’s study, which was conducted in 2016
before the widespread integration of NMT into industry practices. At that time, MT systems
were still associated with lower output quality and heavier post-editing needs, which may have
reduced their perceived importance among the surveyed employers. From the findings, it is
clear that the competencies adopted in the East Asian translation industry are the same as those
required in Europe, demonstrating a growing trend toward use of translation technologies.
Insights like this can help that region’s academic programmes monitor changes in industry

requirements and incorporate them into curricula and training practices.

m Essential/Important

Ability touse TM I .79
Ability to process files in and convert files to different formats I .79

CAT

Ability to extract and manage terminology NN 2 63
Ability to understand and use markup languages I .52
Ability to program and/or modify simple macro-commands GGG .03
Ability to post-edit MT outputs I 228
Ability to configure MT systems. I .15

MT

Ability to pre-edit texts for MT I .96
Ability to understand software/video game localisation processes I .42
Ability to localise multimedia websites I .33
Ability to understand mobile technologies I 2.29

Multimedia

Ability to use speech recognition systems I .96
Ability to use and parameter desktop publishing tools I 227

DTP

0 1 2 3 4

Figure 2.10 The results of the technological section of Liu’s study (Liu, 2023)

«* The case of Saudi Arabia
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In Saudi Arabia, Alshaikhi (2018) evaluated students’ readiness for the translation industry by
examining the link between language competence and translation competence, using industry
surveys and competence-based tests (i.e., XK-Lex, Arabic-Lex and translation tests). Although
this study primarily focused on measuring students’ vocabulary size as an indicator of language
competence, part of the research also investigated the requirements of the Saudi translation
industry from employers’ perspectives and evaluated translators’ competence through self-
assessment. The author adapted the OPTIMALE survey to achieve these two purposes. In the
employer survey, the same set of items was used, and respondents were asked to rate the
importance of each competence item using the same four-point scale (from not required to
essential). While the original OPTIMALE survey included 13 technology-related
competencies, only 11 items were included in Alshaikhi’s study. Responses were collected from
45 Saudi employers. In parallel, another survey was developed for translators to self-assess
their competence in just five technology-related competencies, also adapted from the
OPTIMALE survey. This reveals that technological competence did not form the main focus
of the study, and the status of translation technology was not explored in detail, a gap that this
thesis aims to fill. The surveyed translators self-evaluated along a five-point scale: weak, sub-
competent, average, competent or excellent. Responses from 73 translators were collected

(more details and findings of this survey are discussed in Chapter 4, Section 4.6.4).

The technological section of Alshaikhi’s employer survey reveals two notable trends. First,
CAT-related competencies were perceived as highly important among Saudi employers,
aligning with the trend observed in the studies of Toudic and Liu, where the same three
competencies consistently ranked among the top four. This indicates general agreement across
the three regions on the importance of CAT tools in translator recruitment. Interestingly, while
both Toudic and Liu identified the ability to use markup languages as the fourth most important
competence, this item was not included in Alshaikhi’s study. As shown in Figure 2.11 (below),
the three MT-related competencies were assigned a relatively high importance, which may
seem unexpected because the data for Alshaikhi’s study were collected in 2015, before the rise
of NMT in late 2016. At that time, MT systems were still rule-based or statistical, and the output
quality was often low for the English-Arabic language pair (Almutawa & Izwaini, 2015).
Despite this, Saudi employers already seemed to view MT as a relevant area for translators,
suggesting an early awareness of the growing role of MT in the industry even before NMT
became widely used. Findings of this kind can help academic programmes remain up-to-date

and responsive to technological developments and emerging industry requirements by
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demonstrating the evolution of translation technologies and the value of regularly tracking

changes and how employers perceive technology-related competencies over time.

m Essential/Important
Ability to extract and manage terminology . /3%
Ability to process files in and convert files to different formats N 67%

CAT

Ability touse TM I 60%
Ability to program and/or modify simple macro-commands NN 40%
Ability to configure MT systems. NN 73%
Ability to post-edit MT outputs I (7%

MT

Ability to pre-edit texts for MT NN 60%
Ability to localise multimedia websites [ NN /3%
Ability to understand mobile technologies NN 7%
Ability to understand software/video game localisation. . NN 537

Ability to use and parameter desktop publishing tools NN 7%

DTP Multimedia

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Figure 2.11 The results of the technological section of Alshaikhi’s study (Alshaikhi, 2018)
The three industry studies in this section reveal how translation technology has become
increasingly integrated into the daily work of a translator, supporting the notion that translation
is no longer performed in isolation from machines but represents a form of interaction between
human translators and computers (O’Brien, 2020). As technological developments continue to
influence how translation work is carried out, the tools adopted, and the competencies expected
from translators, Kiraly (2005) reminds us, as researchers and academic stakeholders, to
consult industry stakeholders to understand their requirements and respond accordingly. In
doing so, we can minimise (or even bridge) the academia-industry gap by ensuring that
curricula and training practices in academic programmes align with the actual requirements of

the translation industry.

2.6 Chapter Summary

This chapter has reviewed the literature on the topics that inform the current thesis. It began by
situating the thesis within the applied branch of TS, drawing on Holmes’s influential map and
its later developments. Within this branch, the thesis contributes to the interrelated areas of
translator training, translation technology, and translation policy, with a particular focus on
practical improvements in Saudi BA programmes. The chapter then provided an overview of
translation technology developments and reviewed how translator training has developed over

time, before presenting three approaches to defining and modelling TC by PACTE
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(2003/2011/2018), Kiraly (2000/2013/2018) and the EMT Board (2009/2017/2022). These TC
models help explain what knowledge and skills future translators should develop during their
BA studies. The chapter has discussed how translation technology training is delivered in
academic programmes, and described several international and Saudi-specific studies, as well
as studies and observations on international CPD practices. Studies from Saudi Arabia reveal
that CPD is still limited, and many translators are left to improve their competencies on their
own. However, further research is needed to map out the current CPD landscape in the Saudi
translation industry. Finally, the chapter has reviewed three key studies from different regions
that investigated the requirements of the translation industry from employers’ perspectives. As
noted, there is an urgent need to investigate the technology-related requirements of the Saudi
translation industry, assess the technological competence of Saudi translators, and evaluate how
translation technology training is taught in Saudi BA programmes. By contributing to an
understanding of these three areas, this thesis contributes to bridging the gap between BA
programmes and industry requirements, supporting efforts to improve translation technology

training and produce effective, industry-ready graduates in Saudi Arabia.

69| Page



Chapter 3 Methodology

3.1 Introduction

This chapter outlines the methodological approach adopted in this thesis to investigate how
translation technology is currently taught in BA programmes and to what extent this training
aligns with the requirements of the translation industry in Saudi Arabia. Concerns about the
technology-related requirements that future translators need to meet to maximise their
employability and competitiveness in modern workflows reflect the academia-industry gap in
BA translator training, and this research aims to address these concerns through three empirical
studies, each exploring a specific element of the research problem by collecting and analysing
quantitative and qualitative data from stakeholders. This chapter first introduces the research
design and provides a rationale for the choices made in relation to each element, and then

describes the two research phases through which data were collected for this thesis:

1. Three surveys targeting translators, employers, and BA programme directors.
2. Three focus group discussions with translators, programme directors, and trainers of

translation technology-related courses.

All methodological dimensions of this research are detailed in this chapter, including the design
of the three survey instruments, the three focus group discussion arrangements, participant
selection, and data analysis procedures, along with acknowledgment of the -ethical
considerations made for this research to preserve and secure the confidentiality, anonymity, and

safety of the participants.

3.2 Research Design

This thesis seeks to answer three empirical research questions and one overarching research
question. In this context, empirical means that, in order to improve BA programmes, it is first
important to investigate how industry stakeholders perceive translation technology-related
requirements and the current levels of technological competence among translators, as industry
feedback is necessary for evaluating the extent to which BA programmes equip students with
the competencies required for translation jobs. The formulation of research questions is also
crucial in determining an appropriate research design, as these guide the direction of a study
and determine the data that is to be collected to best investigate the phenomena of interest
(Saldanha & O’Brien, 2013). The credibility, validity, reliability, and value of the findings are

determined almost entirely by the way in which a piece of research is designed and conducted.
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Considering the three archetypal research approaches is the starting point, and these are
quantitative, qualitative, and mixed methods. Each offers its own methods of gathering,
analysing, and interpreting data to answer the stated research questions and achieve the
objectives of the study. The mixed methods approach has been deemed appropriate for this
thesis as the research questions require both broad (offered by quantitative elements) and deep
(offered by qualitative elements) understanding. The quantitative and qualitative approaches
“represent different ends on a continuum”, with mixed methods situated “in the middle of this
continuum because it incorporates elements of both quantitative and qualitative approaches”
(Creswell, 2022, p. 4). Mixed methods research, therefore, “focuses on collecting, analysing,
and mixing both quantitative and qualitative data in a single study or series of studies. Its central
premise is that the use of quantitative and qualitative approaches, in combination, provides a
better understanding of research problems than either approach alone” (Creswell & Plano
Clark, 2007, p. 5). The combination of approaches is useful to compensate for the limitations
held by each individually, which in this case will furnish the study with a more nuanced
understanding of the state of translation technology in both the translation industry and BA

programmes in Saudi Arabia.

This research was conducted at two sites (i.e., industry and academia) and encompasses aspects
including the technology-related requirements of the Saudi translation industry, how
translators’ technological competence is perceived, what is currently taught in BA programmes,
and how translation technology training is delivered. The nature of this research means that an
explanatory sequential research design is the most beneficial (Creswell, 2022; Creswell &
Creswell, 2023), involving the collection of data in two phases, as relying on a single-method
design would not adequately address the research objectives. In the first phase, conducted in
2022, three distinct surveys were distributed to three groups: translators, employers, and BA
programme directors. These aimed to identify the primary technology-related requirements,
evaluate current levels of technological competence, and understand the extent of BA
programmes in translation technology training. The results gathered and analysed for this phase
were used to inform the questions and participant selection for the second phase, which was
conducted the following year and consisted of focus group discussions held separately with
translators, programme directors, and trainers of translation technology-related courses. These
discussions were carried out to furnish the quantitative results with greater depth and detail to
more clearly understand the participants’ views, challenges, and experiences. Creswell (2022,

p. 7) suggested that such explanations “may help to understand unusual or surprising
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quantitative responses or to understand the quantitative statistical results in more detail”. The
interpretation and integration of these two datasets help inform the development of translation
technology training in BA programmes, so this design was selected because it fits the structure

and purpose of this thesis.

Quantitative data Qualitative data
(Surveys) N (Focus groups)
Random sampling Purposeful sampling
¥
Interpretation

Qualitative findings help explain
quantitative results

Figure 3.1 The explanatory sequential design (Creswell, 2022)

The explanatory sequential research design is considered particularly useful for this thesis for
several reasons. First, the nature of the research questions, which seek both breadth and depth,
aligns well with this design. Second, it enables a wide range of perspectives to be captured
through large-scale surveys and the meaning behind numerical data to be interpreted through
qualitative discussions and individual experiences. Third, according to Creswell (2022, p. 58),
“the explanatory sequential design is a good choice when the researcher has an existing
instrument (with good validity and reliability checks) to use.” This is highly relevant to the
present thesis, which adapts two validated survey instruments developed in EMT-related
research (i.e., the OPTIMALE employer survey by Toudic 2012, and the EMT academic survey
by Rothwell & Svoboda, 2019). Triangulation is integral to the design of this research, as it
enhances the credibility, reliability, and depth of the findings. Saldanha and O’Brien (2013, p.
24) defines it as follows: “when two methods are used to collect and analyse data on the same
research question, this is called triangulation [...] cross-checking the results one set of data
provides with results from another”. In this thesis, triangulation was achieved by combining
quantitative survey data and qualitative focus group data across four stakeholder groups (i.e.,
translators, employers, BA programme directors, and course trainers). This integration
produces a more comprehensive and credible picture of how translation technology is taught
and perceived in Saudi Arabia. Creswell (2022, p. 9) notes that “integration is the process in
which the researcher brings the quantitative and qualitative databases together,” and the

resulting metainferences “provide a broader integration beyond the qualitative and quantitative
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databases.” Through this process, this thesis draws interpretive conclusions which support the
development of informed recommendations to help Saudi BA programmes align their

translation technology training with industry requirements.

3.3 Phase One: Surveys

In this phase, three separate surveys were developed based on the well-validated EMT-related
studies by Toudic (2012) and Rothwell and Svoboda (2019). In survey design, Robson (2011)
advises researchers to adapt existing survey instruments rather than create entirely new ones,
especially when the original surveys demonstrate validity and relevance to the research context.
This is reflected in this thesis, where the two EMT-related surveys have recently been used for
similar research objectives in other regions (e.g., Rothwell et al., 2025). In this thesis, the first
two surveys targeted key stakeholders in the Saudi translation industry (i.e., translators and
employers), with the aim of collecting as much data as possible about the industry. The third
survey targeted the directors of all BA translator training programmes or language-related
programmes across Saudi universities. All the public and private BA programmes presented in
Tables 1.2 and 1.3 were surveyed with the aim of collecting plentiful data about the state of

translation technology training they offer.

Several steps were followed in the design of these three surveys, and before describing each
survey individually it is useful to outline these. First, the Qualtrics'” software tool was
employed for the survey design, and all three were carried out simultaneously in 2021-2022 to
ensure data collection was timely and coordinated. Second, cover sheets were supplied with
each of the three surveys that explained the research focus and aims, with an attached consent
form for respondents to indicate their understanding of their right to withdraw and the voluntary
nature of their participation. Third, before distribution, each survey was carefully piloted by
experts from the relevant group to test the clarity, relevance, and appropriateness of the
questions. Fourth, the surveys were developed in English and translated into Arabic by the
researcher to maximise their accessibility to the target groups. It was at this piloting stage that
the translated versions were reviewed to check for clarity and accuracy. Further detail on the
development, piloting, and distribution of the surveys, and participant recruitment, can be

found in the following sections.

17 hitps://www.qualtrics.com/en-gb/ (last accessed July 2025)
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3.3.1 The Translator Survey

This survey was developed to collect data from professional translators working in the Saudi
translation industry. It aimed to investigate their perceptions of the importance of translation
technology-related activities, their self-assessed ability to use translation tools and perform
technology-related competencies, and their views on the extent of CPD provision and support.
The survey instrument was adapted from EMT-related studies by Toudic (2012) and Rothwell
and Svoboda (2019), with some modifications and the addition of new items to better suit the

Saudi context.

¢ Survey Instrument Design

The Translator Survey consisted of five main sections (see Appendix 1). The first
(Demographic Information) was written by the researcher and comprised six questions to
gather basic demographic details (e.g., gender, age, work experience, employment sector)
about respondents, and to learn more about their engagement with the wider professional
community, they were asked about their membership of any translation associations. This
information was intended to gain an understanding of the respondents’ personal and

professional characteristics, and to assess the representativeness and diversity of the sample.

The second section (Academic Background) included five questions (also written by the
researcher) to gather information about the educational background of the respondents.
Questions aimed to determine their highest level of qualifications, the university from which
they gained their BA degree, and the type of BA programme they studied (translator training
or language-related). The respondents’ perceptions of the translation technology training they
had received during their BA studies were also explored in this section to provide a clear picture
of the academic background that current Saudi translators bring to the profession and the extent

to which they had been exposed to translation technology before entering the industry.

The third section (Importance of Technology-related Activities) was adapted from the EMT
academic survey developed by Rothwell and Svoboda (2019), which asked the programme
directors to rate the teaching status of a list of twenty-six translation technology-related
activities in their programmes. In this thesis, this question was adapted to investigate how
translators perceive the importance of this set of technology-related activities in their daily
work. This section aimed to identify the primary technology-related requirements in the Saudi
translation industry from the perspective of translators. To answer this question, the

respondents were given a four-point Likert scale: not required, not so important, important, or
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essential. An additional ‘I do not know this technology’ option was also provided for the benefit

of respondents who had never heard of or had any contact with a particular activity.

The fourth section (Competence Self-assessment) was divided into two parts. In the first,
respondents were given a list of MT and CAT tools and asked to select those they frequently
use in their work (adapted from Rothwell and Svoboda, 2019). For each selected tool, they
were asked to self-assess their level of competence using a five-point Likert scale: weak, sub-
competent, average, competent, or excellent. A not applicable (N/A) option was also provided
to respondents to allow them to skip the tools they do not use. N/A responses were treated as
missing data in the analysis process. This part of the survey helps identify the most widely used
tools among Saudi translators and their confidence in using them. In the second part, the
respondents were asked to assess themselves in performing a set of 13 technology-related
competencies adapted from the OPTIMALE employer survey (Toudic, 2012). The purpose of
this was to understand how Saudi translators self-perceive their technological competence and

highlight the areas where further training may be needed (i.e., competence gaps)

The final section (CPD Provision and Support), consisting of two parts, was developed by the
researcher based on the literature review in Chapter 2 (see Section 2.4). The first part comprised
short questions that asked respondents about their personal engagement with CPD, including
whether they had any personal plan in place for professional development. In the second part,
respondents were presented with a list of internal and external CPD activities (e.g., workshops,
seminars, orientation, mentoring, conference attendance, short courses, guest speakers) and
asked to indicate how often their employer provided or supported them in each of these
activities using a three-point Likert scale: never, occasionally, or regularly. This section aimed
to determine how Saudi translators develop their competence after entering the profession and
how CPD is approached and supported in the Saudi translation industry from the perspective

of translators.

R/

¢ Piloting the Translator Survey

After preparing, revising and translating the survey content, expert views were considered.
Professional translators who had worked for many years in the Saudi translation industry and
were familiar with different types of translation technology were invited to take part in a pilot
study. Five agreed to review the survey and share their feedback, closely examining the
survey’s content and design to ensure the questions were easy to understand, comprehensive,

and relevant to the Saudi context. They were encouraged to highlight unclear wording, potential
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bias, or questions that might lead respondents’ answers in a certain direction. This improved
the survey in several ways: for example, the ‘I do not know this technology’ option was added
to the question about the importance of the technology-related activities on the
recommendation of one of these reviewers, as he felt some translators might be unfamiliar with
certain of the listed items, and allowing them to register this would itself potentially supply
useful data. Other reviewers gave feedback on the wording and clarity of the survey, and this
led to adjustments to sharpen the clarity and readability of all questions. After these changes
were made and the final version of the instrument was agreed upon, the survey was distributed
to professional translators in the Saudi translation industry. The five translators who
participated in the pilot study were requested not to complete the survey during the real

distribution, as they had already reviewed the questions.

To ensure the reliability of the survey, Cronbach’s alpha value was statistically calculated for
each of the four Likert-scale sections. The results showed that all sections had a Cronbach’s
alpha value higher than the commonly accepted threshold of 0.70, indicating a high level of
reliability (George & Mallery, 2024): importance of technology-related activities (o = 0.88),
self-assessed competence in using translation tools (a0 = 0.92), self-assessed competence in
technology-related competencies (o = 0.89), and CPD provision and support (o = 0.87). These
values mean that, within each section, the survey items consistently measured the intended
constructs and confirmed the reliability of the instrument overall for use with professional

translators in the Saudi context.
% Participant Recruitment

The survey targeted professional translators working in the Saudi translation industry. The
number of these is not officially or accurately recorded (Abu-ghararah, 2017; see Section
1.2.2), so this research could not seek a predetermined sample size based on a fixed population.
Instead, to ensure that responses reflected a diverse group in terms of gender, experience, work
sector, and geographical location, the aim was to reach as many translators as possible. Data
collection began during a key moment in the Saudi translation industry: the first edition of the
Saudi Translation Forum was organised by the LPTC and held in Saudi Arabia in December
2021, which I travelled from the UK to attend. This was Saudi Arabia’s first event of this kind,
and a large number of translators, employers, technology providers, and academic stakeholders
were brought together for its duration. This event represented an opportunity for personal

distribution of the two industry surveys (i.e., one for translators and one for employers) and to
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connect directly with potential respondents. At this time, the purpose of this research was
explained to the organisers and their permission gained to distribute surveys to attendees.
During the Forum, across three days, QR codes linking to the online survey were distributed to
translators and employers along with explanation of the research and its aims. This was an
effective starting point for data collection as most of those asked expressed interest in taking

part.

To access translators and employers who had not attended the Forum and to achieve broader
coverage across different work settings, the two surveys were distributed in several translation
offices and departments in the public and private sectors during this visit to Saudi Arabia. I
personally introduced the research, explained the focus and aims of the surveys, and
encouraged translators and employers to participate. Many attendees at the Forum
recommended that the two surveys be shared online through two professional platforms widely
used by translators and employers in Saudi Arabia: X (formerly Twitter) and LinkedIn. I
employed a snowball sampling technique when following this advice by encouraging
respondents to share the survey around their networks. The survey was open from December
2021 to March 2022, and reminders were sent out when necessary to maximise the response
rate. Responses were eventually received from a range of translators and employers across
different sectors and regions of Saudi Arabia. In total, 248 valid responses were received for
the Translator Survey, and 46 for the Employer Survey. Since both were distributed in parallel
and through the same channels, the details presented here apply to the recruitment of

participants for both.

3.3.2 The Employer Survey

This survey was developed to gather insights from Saudi translation employers responsible for
recruiting translators in their work settings. Their perspectives are valuable in designing and
improving academic curricula and training practices as they are directly involved in evaluating
translators’ professional readiness and deciding which competencies are most required in the
workplace. The survey explored the technology-related competencies and software tools that
employers seek when recruiting translators, how they evaluate the technological competence

of their translators, and how they support their translators with CPD activities in the workplace.
¢ Survey Instrument Design

The Employer Survey is very similar to the Translator Survey in terms of its overall structure

and design. It was divided into four main sections (see Appendix 2), and several items were
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adapted from the same EMT-related studies by Toudic (2012) and Rothwell and Svoboda
(2019). The first section (General Information) was designed by the researcher and included a
small set of questions to gather background details about respondents. They were asked to
indicate the type of organisations they represent (i.e., government, semi-government, private

sector, or LPS) to understand the diversity of work sectors involved in this research.

The second section (Importance of Technology-related Competencies) was adapted from the
OPTIMALE employer survey developed by Toudic (2012). In this section, respondents rated
the importance of 13 technology-related competencies when looking for new translators using
a four-point Likert scale: not required, not so important, important, or essential. This list of
competencies is identical to that used in the Translator Survey, in which translators were asked
to self-assess their level of ability. The aim here was to identify the technology-related
requirements of the Saudi industry from the perspective of employers and determine the level
of alignment between what employers expect and how translators self-perceive their level of

competence.

The third section (Competence assessment) was adapted from the EMT survey developed by
Rothwell and Svoboda (2019) and divided into two parts to evaluate how employers perceive
the technological competence of their translators. The first part presented employers with 26
technology-related activities and for each they were asked to assess their translators’ level of
competence along a five-point Likert scale: weak, sub-competent, average, competent, or
excellent. A not applicable (N/A) option was provided, and during analysis these responses
were considered as missing data. The Translator Survey, in which translators rated the
importance of these activities in their daily work, used an identical list. This shared list enabled
meaningful comparisons to be drawn between how translators value these activities and how
employers perceive the level of competence of their translators. In the second part, the
employers were asked to indicate on a list of MT and CAT tools which were frequently used
by their translators and to assess their translators’ competence in using each selected tool using
the same Likert scale. For the corresponding section in the Translator Survey, translators self-
assessed their competence with the same set of tools. The aim of this section was to understand
which MT and CAT tools are most relevant in the Saudi industry (i.e., industry requirements
that should be taught in BA programmes) and how employers perceive translators’ level of

competence in using them.
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The final section (CPD Provision and Support) was developed by the researcher based on
previous literature and asked respondents a set of questions to explore how CPD is supported
by employers in the Saudi translation industry. Respondents indicated competence areas that
they believe their translators require further training in, and whether CPD activities specifically
designed to enhance technological competence were provided to translators. Respondents were
additionally given a list of internal and external CPD activities and required to indicate the
frequency with which they offer or support these activities along a three-point Likert scale:
never, occasionally, or regularly. Including this section in both the Employer and Translator
Surveys allowed for a comparative understanding of how CPD is implemented and supported

in the Saudi translation industry from the perspectives of both translators and employers.
% Piloting the Employer Survey

A pilot study took place after the Employer Survey was fully prepared and revised to ensure
the clarity, relevance, ease of comprehension, and appropriacy of its design and content. This
involved contacting translation employers involved in recruitment, management, and research
in the European translation industry, some of whom had been invited as guest speakers at the
Translation Department at Swansea University, and others I had met at translation conferences.
To the five who agreed to help, a brief explanation of the focus of the research, the aims of the
survey, and information about how their feedback would be used to improve it were sent along
with the survey link. This was a convenience sample, which was appropriate for piloting
purposes as the goal was to refine the survey instrument rather than to produce generalisable
results. Once they had completed the survey and provided suggestions (e.g., adjusting the
phrasing of certain CPD items to reduce ambiguity), revisions were carefully made to ensure
the survey could be well understood by employers in the Saudi context. Upon completion of

these refinements, the final version of the Employer Survey was ready for distribution.

To assess the reliability of the survey instrument, Cronbach’s alpha values were calculated for
the Likert scale sections, indicating high levels of internal consistency: importance of
technology-related competencies (o = 0.94), competence self-assessment (o = 0.96), and CPD
provision and support (a = 0.95). The accepted threshold of 0.70 is clearly exceeded by these
values (George & Mallery, 2024), confirming that each item in the sections reliably measured

the intended constructs.
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¢ Participant Recruitment

The Employer Survey was distributed in parallel with the Translator Survey and followed the
recruitment strategy described in Section 3.3.1. As noted earlier, both instruments were
circulated during the first Saudi Translation Forum in December 2021, and QR codes linking
to the online survey were shared with attendees. I also visited translation companies and
departments in the public and private sectors to reach employers who had not attended the
Forum and encouraged participation through direct engagement and shared the survey via X
and LinkedIn to expand its reach. In total, 46 valid responses were returned and ready for
analysis. Compared to the number of responses collected from translators (n=248), the number
of employers participating in this research is considered representative and sufficient to identify
industry requirements and competence levels, given that the population of employers is smaller

than that of professional translators.

3.3.3 Discussing the Competence Assessment Sections: Howell’s (1982) Model of

Competence Development Stages

In this research, the technological competence of translators is assessed from two perspectives:
their own self-assessment (via the Translator Survey) and the external assessment provided by
their employers (via the Employer Survey). While this dual approach is useful for cross-
validating the findings of each group, the aim of this thesis is not merely to compare the two
sets of responses but to develop a deeper understanding of how technological competence is
perceived, developed, and demonstrated by translators within the Saudi translation industry. To
achieve this, Howell’s (1982) model of competence development was used as an interpretive
lens to guide the discussion of the competence assessment findings. This model helps us
understand where Saudi translators currently stand in their competence development and how
they progress, or struggle to progress, through various stages. The model, developed by
William Howell (1982), is based on the two dimensions of consciousness (i.e., awareness of
ability) and competence (level of ability) to describe how individuals progress through four
stages of competence development, beginning with unawareness of a competence deficiency
and culminating in effortless, intuitive performance. Table 3.1 (below) outlines these four
stages that describe not only what an individual can do at each stage but also how aware they

are of their current limitations and strengths.
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Table 3.1 Howell’s model of competence development (1982, pp. 29-33)

Unconscious Conscious
g Students seek to solve problems Stu.dents seek .tol solve p robler.ns
g intuitively with little or no insight into logllcal.ly, .rfecogn.lzmgl problems with
- o .. ) . their intuitive analysis, but not yet
& the principles driving their solutions. .
g8 knowing how to fix them.
=
- Stage 1
=] g
- l:\ Stage 2
Students solve problems logically, but JStudents learn to solve problems
o they understand the analyses on a logically, but mechanically, still
g infuitive level and can adapt them | having difficulty adapting their
E creatively and spontaneously to fit | analyses creatively and spontaneously
E new situations. to new situations.
o
Stage 4 Stage 3

At the first stage, ‘unconscious incompetence’, individuals lack the necessary competence and
are unaware of their limitations. They are “unable to regulate or self-correct mistakes” and rely
heavily on guidance, often expressing a desire for direct instruction: “Tell me what to do, and
how to do it” (Beggs, 2018, p. 18). In the second stage, ‘conscious incompetence’, individuals
become aware of their limitations and recognise the need for improvement. Flower (1999, p.
64) noted that this stage is often characterised by thoughts such as “this is impossible. I will

2

never learn this...”, reflecting the discomfort that comes with realising one’s deficiencies.
According to Beggs (2018, p. 19), at this stage, individuals “must focus on the task at hand,
and closely self-monitor, but [are] able to self-correct mistakes”. This recognition of limitation
is often what initiates learning and development. The third stage, ‘conscious competence’,
refers to the point at which individuals can carry out their tasks competently, albeit with effort
and concentration. Flower (1999, p. 64) describes this stage as full of “lists, rules of thumb,
mnemonics, procedures, guidelines”, indicating that competence is present but not yet
effortless. The final stage, ‘unconscious competence’, is where the competence becomes
internalised and automatic. At this stage, individuals can perform with confidence and do not
require conscious effort. Flower (1999, p. 64) calls this the “just do it” stage, where individuals

no longer need to consciously think about each step. They are often seen as experts who can

intuitively adapt to new or complex situations.

This model was originally proposed to explain learning processes in intercultural

communication and professional development. Since then, it has been widely adopted across

8l |Page



various disciplines to explore competence acquisition and developmental progression. For
example, it has been used to explain cultural awareness in healthcare (Crandall et al., 2003),
learning strategies in information security (Thomson & von Solms, 2006), and competence
development in simulation-based education (Cannon et al., 2010). Beggs (2018) used the model
to evaluate competence development among nurse practitioners. These studies confirm that
Howell’s model is both flexible and adaptable in differing professional contexts, including the
development of translators’ technological competence. Of the similar available models,
Howell’s was selected as the most appropriate for its explicit relationship with competence and

consciousness and its broad base of use across different fields.

This model is employed to explain the findings of the competence assessment sections in the
Translator and Employer Surveys, in which both groups ranked technological competence
along the same five-point Likert scale ranging from 1 (weak) to 5 (excellent). It allows intuitive
conceptualisation of Saudi translators’ competence and their awareness of it by aligning their
scores with the stages described in this section, the original four of which have been modified
to reflect the five-point scale used (see Table 3.2, below). This approach provides greater
nuance for understanding the areas in which translators need further training and development,

both in terms of awareness and competence.

The Likert scale used in the surveys maps onto Howell’s model, with equal-width intervals of
0.80 mapped following the general formula for interval width: (highest score - lowest score) +
Number of categories, with each step representing the same degree of difference (Gay et al.,
2012; Sullivan & Artino, 2013). A mean score between 1 and 1.79 corresponds to unconscious
incompetence, whereby an individual lacks the required competence and may not yet be aware
of their limitations or how to improve. 1.80 to 2.59 reflects conscious incompetence, where
competence gaps and the need for improvement are recognised but others are still relied upon
for support or guidance. The next two intervals represent conscious competence, but this is
divided between ‘early’ at 2.60 to 3.39, at which competence with deliberate effort and focus
begins to develop but support is still needed in unfamiliar contexts or when under pressure,
while 3.40 to 4.19 represents a more advanced stage of conscious competence. Here, tasks can
be completed independently and reliably with growing confidence, although deliberate focus
is still required. Finally, a score from 4.20 to 5 aligns with unconscious competence, the highest
stage in Howell’s model, where the required competence is fully internalised and performed

intuitively, confidently, and effectively across a variety of contexts.

82 |Page



Table 3.2 Mapping of mean scores adapted from Howell’s (1982) competence stages

Mean Score Label Competence Stage Description
. Translators lack the necessary competence and
. Unconscious e
1.00-1.79 Weak may not yet be fully aware of their limitations
Incompetence .
or how to improve.
. Translators are aware of their limitations and
Sub- Conscious : . .
1.80-2.59 the need for improvement but still require
competent Incompetence .
external support or guidance.
. Competence is developing, but translators still
Conscious Competence . . .
2.60-3.39 Average (caly) require focus, effort, and possibly guidance,
Y especially under pressure.
Conscious Competence Translators can perform their tasks effectively
3.40-4.19 | Competent | Omp and with confidence, but conscious effort is
(advanced) . .
still required.
. Competence is fully internalised and performed
Unconscious Y .
4.20-5.00 Excellent intuitively, efficiently, and confidently across
Competence .
different contexts.

In applying this model, this thesis goes beyond just reporting the competence ratings given by
translators and employers but contributes to existing knowledge by providing an in-depth
understanding of how Saudi translators currently demonstrate technological competence in the
translation industry and how they move through different stages of development. It helps reveal
whether a low score indicates that the translator lacks competence, or if they are also unaware
of what they need to improve. This model is relevant to the training and ongoing CPD of
translators because it distinguishes competence and consciousness, so BA training
effectiveness can be determined by their knowledge or lack of knowledge about their own

competence or deficiencies.

Splitting conscious competence into two categories and using intervals of 0.80 means that the
extreme ends of the spectrum (unconscious incompetence and unconscious competence) are
less frequent than they would be on a (for example) 0 - 0.99 scale, therefore a score of below
0.80 shows consistently weak ratings, whereas a score of above 4.20 shows consistently strong
ratings. This kind of balanced structure is both mathematically consistent and conceptually
consistent with Howell’s four stages. The model can further illuminate the difference between
translators who can work well with support from their peers or employers and those who can

work confidently on their own (see the Discussion Chapter).
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3.3.4 The Academic Survey

The third survey in this research was developed for the academic side, with the aim of gathering
data from BA programme directors about where, how, and to what extent translation tools and
technologies are taught in their programmes. This survey was adapted from the EMT academic
survey by Rothwell and Svoboda (2019), with some modifications made to better suit the aims

and focus of the current research (specifically, its emphasis on the BA level).

% Survey Instrument Design

The Academic Survey was structured into seven main sections (see Appendix 3). While the full
EMT survey was adapted, it was essential in this research to add an introductory section to
explore the nature and objectives of BA programmes in Saudi universities. The EMT survey
was originally designed to investigate MA translator training programmes; however, in Saudi
Arabia, some BA programmes are explicitly dedicated to translator training, while others are
more broadly language-related but still claim to prepare graduates for professional translation
roles (see Section 1.2.3). Therefore, the first section (Programme Background) was developed
by the researcher to identify which BA programmes aim to prepare professional translators,
determine if translation technology training is present in these programmes, and find which

respondents were eligible to proceed to the full survey.

The remaining six sections were adapted from the original EMT survey and carefully revised
to fit the BA context. These aimed to explore several key areas, including the overall approach
to translation technology training, the types of translation technology-related activities offered,
the specific translation tools taught, and the licensing arrangements available to students.
Further sections investigated the teaching and assessment strategies employed in teaching
translation technology, the qualifications and experience of trainers, the availability of IT
facilities and technical support, and students’ access to tools both on and off campus. The
survey concluded with a forward-looking section that asked respondents about the
opportunities and challenges they expected to face their programmes in the coming years.
Collectively, these sections map of the current state of translation technology training in BA
programmes across Saudi universities, enabling evaluation of the alignment of these

programmes with the technology-related requirements of the translation industry.

% Piloting the Academic Survey
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A pilot study was carried out with a sample of six current or former programme directors based
in the UK, Ireland, and the Czech Republic, to gain their perspectives on the clarity, validity,
and appropriateness of the survey. All six were intentionally contacted as a result of their known
expertise in developing, coordinating, and evaluating translator training programmes, so their
familiarity with the EMT model and its application in training settings made this feedback
especially valuable. The group included three key figures from the EMT Board who were also
directly involved in designing the original EMT survey (Professor Andrew Rothwell, Assistant
Professor Toma$ Svoboda, and Associate Professor Joss Moorkens). In addition, three MA
programme directors from UK universities generously agreed to participate. I sent them the
survey link to provide their feedback on the structure, content and phrasing of the questions,
ensuring that the final version of the survey was well-organised, comprehensive, and
appropriate for investigating translation technology training at the BA level. One reviewer
suggested asking about the number of translation courses (excluding technology-related ones)
offered in the curriculum to learn more about the programme’s orientation in the first question.
This and other comments led to minor adjustments to improve the clarity and validity of the
survey. The final version of the survey was ready for distribution to BA programme directors

in Saudi universities after completion of these revisions.

0,

¢ Participant Recruitment

To ensure a comprehensive mapping of translation technology training in Saudi universities, |
made a list of all BA programmes relevant to the translation profession (see Tables 1.2 and 1.3).
This list included both programme types (i.e., translator training and language-related). All BA
directors of these 31 Saudi BA programmes were contacted and invited to take part in this
research. During my visit to Saudi Arabia in December 2021, I personally visited some of these
universities located nearby and was able to meet with potential respondents to explain the
purposes of the research in detail and discuss the importance of their participation. Other
programme directors were contacted via personal connections or through their department’s
email. Participant information sheets and consent forms were shared in each case, along with
an explanation of the purpose of the survey and details on the use of the collected data. The
survey ran from December 2021 to March 2022, and the occasional reminder was sent to
improve the response rate. Of the 31 programme directors approached, 30 completed the
survey, representing a high level of participation and providing a sufficient basis for evaluating
how translation technology is currently taught in Saudi BA programmes (full details in Chapter

6).
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3.3.5 Quantitative Analysis Procedures

All survey responses were collected and managed through the Qualtrics software tool. Once
the three surveys were closed, each dataset was separately prepared for analysis. The Statistical
Package for the Social Sciences (SPSS, version 28) was chosen for analysis of the quantitative
data gathered from the three surveys, so to enhance my use of this software to correctly handle
and interpret the data, I attended the ‘Introduction to SPSS’ and ‘Advanced Use of SPSS’
training sessions offered by Swansea University. These allowed me to understand how to
effectively enter, clean, code, and analyse the data. The university’s PGR training centre offered
one-to-one consultation sessions with an SPSS specialist during the analysis phase, which
addressed specific questions related to the analysis and helped keep procedures appropriate and
on track. The raw data were exported into Excel for initial cleaning (i.e., checking for
incomplete responses, checking for consistency, and coding) after the end of the survey period,
and the datasets were then prepared for analysis and imported into SPSS. The responses were
summarised using descriptive statistics, with tables and figures employed to illustrate trends in
the calculated frequencies and percentages. Mean scores were calculated in specific cases
involving comparisons to support analysis of trends over time and between respondent groups

(see, e.g., Sections 4.6.1, 4.6.3, and 4.6.4).

3.4 Phase Two: Focus Group Discussions

The explanatory sequential design of this research led to the collection of qualitative data from
three focus group discussions to provide greater depth to and expand on the responses gathered
from the survey in the first phase. Morgan (1996, p. 130) defines focus grouping as ““a research
technique that collects data through group interaction on a topic determined by the researcher”.
Saldanha and O’Brien (2013, p. 173) describes focus groups as typically involving “6 to 10
participants” whose discussions “centred around a small number of issues”. This participant-
to-participant interaction represents one of the major strengths of this method, as meaning is
co-constructed through spontaneous, unpredictable responses and the meeting and comparing
of perspectives. Dialogue which takes place in this relatively natural setting can generate richer
data than one-to-one interviews, as participants can sound each other’s contributions out,
clarify and question certain positions, and discuss shared requirements and real-life
experiences. According to Denscombe (2010, p. 177), focus groups “make a particular use of
group dynamics”, enabling the researcher to act as a moderator, not an interviewer, with the
aim of allowing the discussion to flow naturally. This method is useful for exploring a range of

views and shared understandings through qualitative data.
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The rationale for choosing focus group discussion is rooted in its capacity to create dialogue
between participants who can rarely meet or exchange views. As the survey results indicate,
over three-quarters of the participating translators were not affiliated with any professional
association (see Section 4.2), and there are no academic networks in Saudi Arabia (such as
APTIS in the UK) that bring together programme directors or course trainers to share
experiences or discuss curriculum content and teaching strategies. For this reason, three focus
group discussions were conducted, allowing each group to reflect on issues relevant to their
roles and explain trends identified in the survey responses. Each session involved nine
participants from one of the key groups: translators (n=9), BA programme directors (n=9), and
trainers (n=9). A focus group discussion with employers was initially planned as well, but there

were not enough participants who agreed to take part when invited in the Employer Survey.

All three sessions were held online via Zoom during this second phase for several reasons.
While all participants were based in various regions across Saudi Arabia, I was based in the
UK, rendering travel to Saudi Arabia or planning face-to-face meetings with participants
financially impossible, and require considerable reserves of time and effort. Additionally, to
attend in-person meetings, most of the participants would have had to arrange time off from
full-time work commitments, which would have caused a dramatic reduction in the number
who would be willing and able to participate. These problems are fortunately partly solved by
online programs such as Zoom, which allow meeting sessions to be scheduled at any time
convenient to the participants, including in the evenings or on weekends. This eliminated the
need for travel for both parties, thus improving participation. Zoom and similar platforms also
offer an environment far more flexible and inclusive than the formal setting of a meeting space,
as participants can join the discussion from home or their own office using their personal
devices and settings. This more comfortable, accommodating atmosphere encourages a greater
level of open and honest discussion. However, such platforms also have limitations that must
be acknowledged and considered: technical disruptions (e.g., unstable internet connections,
delays, or poor audio quality) occasionally interrupt the flow of discussion, and the absence of
a shared physical space reduces opportunities to observe participants’ body language and non-
verbal cues. Participants may also face distractions in their own environments, and the use of
third-party online platforms inevitably raises questions about data security and confidentiality.
Despite these downsides, the benefits of using Zoom in terms of accessibility, inclusivity, and
convenience outweighed the costs, making it the most practical and effective solution for this

research.
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The purpose of the research was explained to the participants before the start of each session,
and their questions were addressed in advance. Participants’ permission for the discussion to
be recorded for subsequent transcription and analysis was sought at the same time, and all
recordings made were later transcribed and used for qualitative thematic analysis in accordance

with the ethical guidelines of Swansea University.

3.4.1 Interview Guide Design

This phase required the design of questions that would be asked to each of the three participant
groups. To this end, three interview guides were developed to focus the discussions on the
topics that were explored in the quantitative phase. Creswell (2022, p. 54) clarified that “the
quantitative results can help form the qualitative follow-up questions”, especially when the
results are unexpected, significant, or in need of further explanation. Each guide was designed
using a semi-structured format, allowing flexibility for participants to discuss each topic in
detail and share personal experiences and insights. Creswell also stated that “the follow-up
questions build on the results and ask why a particular result occurred or how it can be
explained” (p. 55), which was precisely the purpose of the three guides. For example, many of
the surveyed translators reported limited MT training during their BA studies, so the translator
interview guide included questions to ask why this was the case and how it could be improved.
Across all three guides, the wording of the questions was shaped by the survey responses and
adapted to suit the role and experience of each group (see Appendices 4, 5, 6). This link between

the two phases ensured continuity and complementarity in the overall research design.
3.4.2 Participant Recruitment

Often, in studies where interviews [focus groups in this thesis] are used to expand on
results previously obtained from questionnaires, participants are asked to indicate in the
questionnaires whether they are willing to be interviewed at a later date. This self-
selection process does limit the potential bias exerted by the researcher in approaching
participants.

(Saldanha & O’Brien, 2013, p. 182)

To recruit participants for this phase, I followed the recommendation of Saldanha and O’Brien
by concluding each of the three surveys with a brief invitation asking participants if they were
willing to take part in the second phase of the research, which involved an online focus group.
Respondents could choose ‘Yes’ and provide their contact details or decline participation. After
collecting the survey responses, I made two lists of potential participants (one for translators

and one for programme directors) who had agreed to participate in the focus groups and shared
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their contact details. From employers, the response was unfortunately very limited, as only four
expressed interests in taking part in the focus group. When these were later contacted, no
responses were received, so conducting an employer focus group was not possible. For course
trainers, I used a slightly different approach. Since the trainer group was not directly targeted
in the surveys, I asked the programme directors to help by connecting me with colleagues in
their departments responsible for teaching translation technology-related courses. I considered
it important to include trainers in this research because they are directly involved in classroom
teaching and are likely able to speak about challenges and experiences of which programme

directors are not always aware.

®,

+* Selection of Professional Translators

Purposive sampling resulted in nine professional translators participating in the focus group.
Selection was based on specific criteria to provide representation of as wide a segment of the
population of professional translators in Saudi Arabia as possible. First, participation was
encouraged from different employment sectors (i.e., LSPs, private, government, and semi-
government), as work context influences perceptions and use of translation technology. As I
considered the participants’ levels of experience in the translation profession, translators
ranging from novices to mid-career and experienced translators with over 15 years of
experience were involved, thereby encompassing a broader range of views in the discussion.
Coordinating a time that suited all participants was a significant challenge at this stage, as
differing availability was a practical obstacle in the selection process. Participant
confidentiality and data presentation clarity were maintained during the analysis and write-up
of the findings by assigning each translator a unique identifier code (e.g., PT1, PT2, etc.), where
‘PT1’ refers to the first professional translator in the list (Table 3.3, below). These codes
persisted throughout the transcription and analysis and are referenced in the quotes in the
findings chapter. This system enabled the easy referencing of individual contributions without

revealing personal identifiers.
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Table 3.3 Translator coding list

Participant Code Work Sector Work Experience
PTI Freelance +15 years
PT2 Private 6—10 Years
PT3 Private Less than a year
PT4 Private 1-5 Years
PTS Freelance Less than a year
PT6 Freelance 1-5 Years
PT7 Government 1-5 Years
PT8 Government 6-10 Years
PT9 Semi-government 1-5 Years

®,

% Selection of Programme Directors

Recruiting programme directors for the focus group was not without its challenges. Since there
are only 31 BA programmes in total across Saudi Arabia, the number of potential participants
was inherently limited. When asked during the survey phase, 12 programme directors
expressed an interest in participating in the second phase. However, coordinating the session
presented greater difficulty than anticipated due to the directors’ busy academic schedules, so
it took a great deal of time and patience to accommodate everyone. Each participant was
individually presented with date and time suggestions, but inevitable delays meant this process
underwent several changes. Eventually, availability was confirmed with nine participants, who
took part in the scheduled session. The final group included a mix of perspectives despite the
organisational difficulties, and the discussion provided valuable data from the academic side.
All nine participants were directors of BA programmes whose curricula include translation
technology-related courses, which meant each had direct experience with planning and
delivering such courses in their programmes. In addition, I ensured that directors from both
translator training and language-related programmes were included, as well as representation
of both public and private universities. Including this variety helped ensure that different
institutional contexts were represented in the discussion. For confidentiality and clarity, I
followed the same procedure used with the translator group. Each programme director was
assigned a unique identifier code to protect their identity and facilitate the organisation and

presentation of the data. For example, PD1 refers to the first programme director in the list, and
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so on (see Table 3.4, below). These codes were used throughout the transcription, analysis, and

when presenting quotes in the findings chapter.

Table 3.4 Programme director coding list

Participant Code University Type Programme Type
PD1 Public Translator Training
PD2 Public Translator Training
PD3 Private Translator Training
PD4 Public Translator Training
PD5 Public Translator Training
PDe6 Public Language-related
PD7 Public Translator Training
PD8 Public Language-related
PD9 Public Translator Training

«* Selection of Course Trainers

Unlike the other two groups, course trainers were contacted through the programme directors
who had participated in the research. I asked each director if they could suggest potential trainer
participants from their programmes. All directors were supportive and willing to help, and
within a short time [ was provided with names and contact details for trainers who fit the criteria
(i.e., responsible for teaching translation technology-related courses). Each of these was
contacted individually, during which time I introduced myself, described the purpose of the
research, and asking if they would extend their participation to the second phase. Participants
were at this point informed that this discussion was scheduled to last between 60 and 90 minutes
and would take place on Zoom. However, coordinating this focus group presented several
difficulties. Some trainers showed interest but had scheduling conflicts, while others did not
respond immediately, but after several follow-ups, nine participants confirmed they were able
to participate. The insights gained in this session complemented those of the programme
directors, with a greater focus on the challenges the participants faced in teaching these courses.
Confidentiality and clarity were maintained by assigning each trainer a unique code (e.g., CT1,

CT2, etc.), where “CT1” refers to the first course trainer in the list (Table 3.5, below).
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Table 3.5 Trainer coding list

Participant Code | University Type Programme Type
CTl1 Public Translator Training
CT2 Public Translator Training
CT3 Private Translator Training
CT4 Public Translator Training
CT5 Public Translator Training
CTe Public Language-related
CT7 Public Translator Training
CTS8 Public Language-related
CT9 Public Translator Training

With the selection process complete, three separate focus group discussions were successfully
conducted. Each took place online via Zoom and lasted from 60 to 90 minutes. All discussions
were recorded with the participants’ consent and then transcribed for analysis. The following

section outlines the procedures used to analyse the qualitative data collected in this phase.

3.4.3 Qualitative Analysis Procedures

The first step after gathering the qualitative data was to transcribe the recordings. Each session
was carefully listened to and full, verbatim transcripts were produced for analysis. This process
familiarised me with the data, as close listening to each participant allowed me to understand
how ideas were shared and developed within the group. I made notes during this stage to
highlight interesting points and initial thoughts about possible patterns and repeated topics.
Saldanha and O’Brien (2013, p. 128) advised that “doing the transcription oneself has the
advantage that it allows one to get to know the data thoroughly and helps to inform decisions
that have to be taken regarding the subsequent coding of the data”. At this early stage, such

close engagement with the full transcripts significantly guided the later analysis phases.

The most appropriate method to analyse the transcripts was deemed to be manual thematic
analysis, following the six steps laid out by Braun and Clarke (2006), who defined thematic
analysis as “a method for identifying, analysing and reporting patterns (themes) within data”
(2006, p. 79). Thematic analysis best fits the explanatory design of this research, as the reason
for collecting qualitative data is to gain a deeper, more comprehensive understanding of the

survey results through detailed exploration of participants’ views. In addition, the method is
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commonly used in research which requires deeper engagement with the data and transparency

in the development and presentation of themes.

The first step of the six involved familiarising myself with the data by reading the transcripts
several times and noting initial ideas. This helped me identify interesting parts of the
discussions and begin thinking about possible patterns. Participants’ statements, their manner
and delivery, the flow of discussion, areas of agreement or disagreement, and any concerns that
recurred were closely monitored, and as this proceeded, it became useful to make comments in
the margins and highlight certain statements if they seemed surprising or particularly relevant
to the survey findings. In the second step, I generated initial codes by highlighting key ideas
and assigning descriptive labels to parts of the text. Braun and Clarke (2006, p. 88) defined a
code as “a feature of the data that appears interesting to the analyst, and refers to the most basic
segment, or element, of the raw data [...] that can be assessed in a meaningful way”. In the
third step, I began sorting the initial codes into main themes by grouping related ideas. Braun
and Clarke (2006) emphasised that themes do not simply emerge from the data; the researcher
creates them through careful engagement and interpretation, and the researcher should play an
active role in “identifying patterns/themes, selecting which are of interest, and reporting them
to the readers” (p. 80). Review and refinement of these themes fell in the fourth phase, during
which it was noted if they were supported by the data and accurately reflected the content of
the discussions. This was done through re-reading all quotes and data extracts associated with
each theme to determine whether each represented the meaning that was intended for capture.
The fifth step focused on defining and naming the themes. Here, brief descriptions were written
for each, ensuring they encapsulated the core idea and linked to the research objectives. Finally,
the sixth phase involved producing the report by selecting illustrative quotes and discussing

how each theme contributed to explaining the patterns observed in the quantitative phase.

3.5 Ethical Considerations

Prior to commencing any form of data collection in Saudi Arabia, ethical approval was sought
and obtained from the Ethics Committee at Swansea University. The first phase (surveys)
gained approval under reference number SU-Ethics-Student-171220/3529, and the second
phase (focus groups) gained approval under reference number SU-Ethics-Student-
240123/6048. Swansea University ethical rules and guidelines were strictly adhered to at all
times during this research. All participants were given an information sheet and a consent form
that fully informed them of the study’s purpose, aims, and scope, as well as the voluntary

character of their participation, its extent, what would be expected of them, their right to
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withdraw, and the handling of all data collected. All data were securely stored and password-
protected on the researcher’s personal computer, to which the researcher has sole access.

Therefore, participants’ privacy and confidentiality were protected.

3.6 Chapter Summary

This chapter described the methodological approach and research design used in this thesis. A
mixed-methods approach was adopted, using an explanatory sequential design where
quantitative data were collected and analysed first, followed by a qualitative phase to help
explain and expand on the survey results. This design was selected to provide a more complete
understanding of how translation technologies are taught in Saudi BA programmes and how
these practices relate to the requirements of the translation industry. For the first phase, three
separate surveys targeting professional translators, translation employers, and BA programme
directors were designed, piloted, and distributed. Descriptive statistics were used to analyse the
results and identify patterns and trends. The second phase built on the survey results, with three
focus group discussions using participants selected from the same groups. These discussions
were intended to provide deeper explanation of the reasons behind the patterns found in the
survey data and to gather more detailed perspectives and were carried out online via Zoom.
The gathered data were analysed using the six-step process of thematic analysis described by
Braun and Clarke (2006). Interview guide development is described in this chapter along with
participant sampling and recruitment methods and the ethical considerations regarding

voluntary participation, anonymity, and data confidentiality.

The next three chapters present the results of the analyses: Chapter 4 reports the findings from
the Translator Study, Chapter 5 presents the findings from the Employer Study, and Chapter 6
shows the findings from the Academic Study.
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Chapter 4 Findings of the Translator Study

4.1 Introduction

This chapter details the findings of the Translator Study, which was conducted with several key
aims in mind, all focused on improving translation technology training in BA programmes in
Saudi Arabia by analysing the requirements of the translation industry and the technological
competence of translators within that industry. As explained in Chapter Three, both quantitative
and qualitative data were collected from professional translators using surveys and a focus

group discussion.

This chapter is organised into several sections. It begins with the demographic profiles and
educational backgrounds of the survey respondents (Section 4.2), followed by their prior
academic backgrounds (Section 4.3). From Section 4.4 onwards, the survey results are
presented first, followed by qualitative insights to elaborate further on the survey data and
provide a more comprehensive and nuanced understanding of the study findings. Section 4.4
examines the respondents’ BA training experiences in CAT tools and MT, shedding light on the
effectiveness of this academic training. The findings are then presented on the primary
technology-related requirements in the Saudi translation industry (Section 4.5). Section 4.6
focuses on translators’ self-assessed competence, covering their performance in both
translation tools (4.6.1) and technology-related competencies (4.6.2). The chapter finishes with
Section 4.7, which reports on CPD engagement, including individual planning and employer
support. Both the quantitative and qualitative results are integrated throughout the chapter to

provide in-depth explanations and the participants’ personal experiences.

4.2 Demographic Information of the Survey Respondents

Several demographic and professional characteristics were assessed from the respondents via
the survey (n=248) in order to help draw conclusions and provide context on those working in
the Saudi translation profession in terms of relationships between the study topic and
respondents’ demographic variables. Table 4.1 (below) details the statistics gained from this

process along four dimensions: gender, age, work experience and employment sector.

The analysis shows that a large majority of respondents were female, with 78% (n=193)
compared to 22% (n=55) male respondents. This is consistent with trends in the translation
profession around the world, as discussed by Pym et al. (2012) that language-related careers

attract a disproportionate number of women. In the 1990s, most female translators in Saudi
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Arabia who had graduated between 1991 and 1996 were found not to be working as translators
due to personal, familial, social, and cultural factors, despite the fact that translation jobs were
readily available across the economy at the time (Al-Jarf, 1999). The situation for women
working in translation-related professions has since then dramatically improved, and it is now

a female-dominated profession.

Table 4.1 Characteristics of the survey respondents

Gender Age
- 39%
=18-25
=26-35
* Male =36-45
= Female = 46 or more
Work experience Employment sector
7% 3%
27% 24%
18% “‘
= <5 years = Governmental ‘ 11%
= 6-10 years . = Semi-governmental
= 11-20 years 2% = Private (Non LSP)
=+ 20 years = 1.SPs 38%

The ages of the respondents varied from those at the beginning of their careers, through those
in mid-career and up to more experienced translators. Almost half were between 26 and 35
(47%, n=116), with slightly fewer 18- to 25-year-olds (39%, n=97), while only 14% (n=35)
were older than 36. This type of spread means that the survey results represent a reasonable
approximation of the actual Saudi workforce in this area of employment. The respondents’
length of experience, another demographic factor in the survey, aligns with the age group
findings, for understandable reasons. Almost three-quarters of the respondents (72%, n=178)
had fewer than five years of experience, indicating a considerable influx of new translators into
the industry in recent years. This may, to some extent, be the result of the recent implementation
of Saudisation policy, which aims to reserve certain jobs, such as translation, specifically for
Saudi nationals in order to decrease the unemployment rate of natives. Those in mid-career,
with work experience ranging from 6 to 10 years, represented 18% (n=44) of the respondents,
while the remaining 10% (n=26) were translators who had been in the industry for more than

a decade.

9 |Page



The final demographic variable in the survey related to work sectors: 38% (n=95) of the
respondents worked in the private sector (non-LSP), 27% (n=66) in LSPs, 24% (n=60) in
government entities, and 11% (n=27) in semi-governmental bodies. This is a representative
range of work sectors, reinforcing the relevance of the findings to the Saudi translation industry
as a whole. The overall sample size (i.e., n=248) is very satisfactory, especially when compared

with similar studies in the region (e.g., Alshaikhi, 2018).

The survey explored the respondents’ professional affiliations by asking whether they were
members of any national or international translation association and whether they intended to
join SATA!8. It is useful to learn about how engaged and connected the respondents are with
the broader professional community, as this can influence their use of translation technology,
technological competence development and participation in CPD. The results showed that only
12% (n=30) of respondents were current members of a translation association, while the
significant majority, 88% (n=218), were not. This result should come as no surprise, given the
absence of an official translators’ association in Saudi Arabia prior to the launch of SATA in
2020 (see Section 1.2.2). When asked about future membership, 83% (n=206) expressed
interest in joining SATA'®. This indicates a strong willingness among translators to engage in

professional networks when such opportunities become available.

Table 4.2 Professional membership status

Are you a member of any national or Do you plan to be a member of the Saudi
international translation association? Arabian translation association (SATA)?

= Yes = Yes

= No = No

4.3 Academic Backgrounds of the Survey Respondents

Educational background plays a considerable role in developing a translator’s familiarity with

translation technology and can contribute to the development of professional identity. Table 4.3

'8 SATA: Saudi Arabian Translation Association
19 1t should be recalled that the survey data were collected in December 2021, i.e., prior to the formal membership selection commencing.
Given this timeline, the question was formulated to reveal the respondents’ intentions regarding future membership of SATA.
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(below) shows that 70% (n=174) of the respondents, a significant majority, hold a BA degree,
while 27% (n=67) hold an MA degree. It is worth noting that a BA degree is the minimum
requirement for a professional translation role in the Saudi translation industry, making this

result expected and relevant.

In terms of their BA fields of study, interestingly, 50% (n=124) of the surveyed translators
graduated from translator training programmes, and 40% (n=100) came from English language
programmes. The remaining respondents hold degrees in linguistics/literature (7%, n=17) or
other fields such as Arabic or Islamic studies (3%, n=7). This means that nearly half of the
respondents entered the translation profession through related but non-specialised BA
pathways. This finding aligns with the results from the academic survey (see Chapter 6, Section
6.2), which showed that many language-related programmes aim to prepare students for
translation careers, despite not all offering translation technology training in their curricula.
The existence of this gap suggests that a graduate may enter this profession without the
appropriate level of academic preparation in the relevant technologies, which undoubtedly

impacts their ability to compete and professionalise in their role.

Table 4.3 Academic backgrounds

Highest qualification BA field of study

3%

27% ‘

= BA degree
= MA degree
= Others

[ ¥

= English Language

= Translator Training

= Linguistics/Literature
= Others

The respondents were further asked to select from a drop-down list of all universities in Saudi
Arabia the university from which they had obtained their BA degree. Table 4.4 (below)
illustrates a wide distribution of graduates from over 25 universities. KSU produced the most
respondents (20.5%, n=51), followed by PNU (12.5%, n=31) and IMSU (11.6%, n=29). This
broad spread encompasses most of the country, so the survey can be said to capture diverse
experiences of BA training, again supporting the representativeness of the sample and boosting

this study’s reliability and credibility.
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Table 4.4 Distribution of the respondents’ BA universities

University No. of Eespondents Percentage
K5U 51 20.5%
PNU 31 12.5%
NS 29 114
Qu 29 118
EAL 13 32

uI 11 44
KKU 9 34
TBU 9 34
v B 32

sU 7 28
SEU li 28
TFU 5 2
uQu 5 2
IUF 4 L&
JZU 3 1.2

BU 3 1.2
PSU 3 12
MU 3 12
KFU 3 12

NU 3 12
UHE 3 12
TEU 2 0.8
AQU 2 0.8

EU 2 0.8

PSAU 2 0.8
UoB 1 04
Total 248 100

4.4 Reflections on BA Translation Technology Training

This section explores the nature and depth of translation technology training the respondents
received during their BA studies to understand how such training is delivered in Saudi BA
programmes and whether it adequately prepares students to meet the technology-related
requirements of the translation industry. Both the quantitative findings from the survey and

qualitative insights from the focus group discussion are presented, offering a clearer picture of
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the current state of translation technology training from the perspective of current translators

(i.e., former students in Saudi BA programmes).

4.4.1 Survey Findings

The respondents were asked about the type of training they had received in MT and CAT tools
during their BA studies. They could choose whether the training included theory only, practice
only, both, or no training at all. As shown in Figure 4.1 (below), only about one-third of the
respondents reported receiving both theoretical and practical training, 31% (n=77) for MT and
26% (n=64) for CAT tools. The majority, however, indicated limited or no training. Put another
way, 45% (n=112) reported having received no training in MT, and an even higher proportion,
(57%, n=141), reported having received no training in CAT tools. It can be seen from many
responses that training contained either major elements of theory or practice, but not both. 64%
(n=160) of the combined respondents stated that they had no practical training in MT, and 72%
(n=178) reported no practical training in CAT tools. This means that a majority of new
translators entering the industry from university lack real-life experience in the actual use of

essential translation technologies.
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Theory only Practice only Theory and practice No training at all
B Training on MT 19 5 31 45
¥ Training on CAT 15 2 26 57

Figure 4.1 BA training in MT & CAT

For comparison purposes, the respondents were grouped by BA background: graduates from
specialised translator training programmes (50%, n=124) and graduates from language-related
programmes (50%, n=124). This comparison helps evaluate the extent to which various BA
pathways prepare students for the technology-related requirements of the translation industry.
Clear disparities stood out between these groups, but notably, both BA pathways lack training.
42% (n=124) of translator-training graduates had received both theoretical and practical MT
training, and 40% (n=124) had received this for CAT tools. However, 23% (n=57) of this group
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reported receiving only theoretical training in MT, and 21% (n=52) said they had received only
theoretical training in CAT, representing a notable proportion. Around a third, worryingly, had
received no training of any kind in MT (30%, n=74) or CAT tools (36%, n=89).

Graduates from language-related programmes reported notably less training. Only 18% (n=45)
had received both theoretical and practical MT training, with just 12% (n=30) having this
training in CAT tools. Considerably more than half of this group reported having undergone no
training at all, with 61% (n=151) for MT and 77% (n=191) for CAT tools. It is evident, then,
that substantial gaps exist along both BA pathways, although it is clear that translator training

programmes somewhat more reliably offer students training in MT and CAT tools.

Table 4.5 Comparison of training experiences in MT & CAT tools by BA pathways

Theory & practice | Theory only Practice only No training
Programme type

MT CAT MT | CAT MT CAT | MT | CAT

Translator training | 42% 40% | 23% | 21% 5% 3% 30% | 36%

Language-related 18% 12% 16% | 9% 5% 2% 61% | 77%

The findings reveal that, although both BA pathways in many ways prepare future translators,
there is a general lack of training in translation technologies. This gap can be seen with
respondents from universities across Saudi Arabia, rather than being limited to any particular
programme, strongly suggesting that broader issues exist in how MT and CAT tools are taught
in Saudi BA programmes. Given that graduates from a wide range of universities participated
in the study, the findings highlight a general concern that may be linked to curriculum design

and training practices in these programmes.

4.4.2 Qualitative Findings

BA training experiences emerged as a topic in the discussion, and two main themes were
identified during the analysis, each reflecting key issues raised by the participants regarding

the presence or absence of translation technology in their BA studies.

4.4.2.1 Absence of Translation Technology Training in Language-related Programmes

This theme reflects the shared experiences of four participants who graduated from language-
related programmes. All reported that their academic training lacked any courses or content

related to translation technology. Their programmes focused mainly on language skills,
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linguistics, and literature, with minimal attention to translation, and no exposure to tools such

as CAT or MT. PT4 noted:

I graduated from an English language programme at the BA level, where I only studied
two translation courses. Neither of these courses included any topics or training in
translation technologies, as they were not part of the curriculum.

PT5 added:

The BA curriculum included three translation courses while the rest focused on language
skills, linguistics and literature. Translation technology was totally absent from the
curriculum.

All four participants agreed that their programmes offered no form of translation technology
training. These experiences highlight a gap between academic training in non-specialised
programmes and the technology-related requirements of the translation profession. It is most
likely that these programmes fail to develop students’ technological competence and expose
them to essential translation technologies, so graduates from such pathways may enter the
industry underprepared and struggle to effectively use translation technologies. It is worth
mentioning that the four participants represented different career stages, with work experience
ranging from less than a year to over 15 years, yet all reported the same absence of translation
technology training. This indicates that this training gap is not limited to a particular graduate

generation but reflects a broader and persistent issue within language-related programmes.

4.4.2.2 Challenges Affecting Translation Technology Training in Translator Training
Programmes

The experiences and perceptions of five participants who graduated from translator training

programmes form the foundation of this theme. They agreed that the training was limited and

considered it insufficient for equipping them with the necessary technological competence

needed in the industry, despite having studied a course on translation technology as part of the

curriculum.

R/

¢ Overemphasis on Theory

All five participants reported that their technology-related courses were heavily theoretical,
with limited practical training. This imbalance left them without the skills to use translation
technologies in real-world settings. The issue was not isolated to one programme but was

mentioned by graduates from different universities:
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[...] but unfortunately, the course did not include any practical training in translation
technologies, as this course was theoretically taught only (PT3).

The teaching quality of this course was quite poor. The course was predominantly
theoretical, with practical training being infrequent and limited to only two or three times
using the free version of the software tool. We [students] were unable to purchase the paid
software versions due to their high cost (PT9).

As students, the respondents severely lacked hands-on experience with translation technology,
despite being introduced to the relevant theoretical concepts in many cases. This would make
it extremely difficult for them to effectively apply the tools required by their employers in a
professional setting, showing that current translation technology training in Saudi BA

programmes falls critically short.
«» Limited Access to Translation Software Tools

The participants highlighted the absence of valid software subscriptions in their programmes,
which affected their ability to receive proper practical training. Some reported being asked to
rely on free trial versions, which restricted access to important features. This lack of tool access

may also lead some trainers to skip practical training altogether. PT8 highlighted this issue:

L enrolled in a Master s programme at Princess Nourah University, where we had to study
a course on translation technologies. However, the trainer told us that the Universitys
subscription with ‘Trados’ had ended, and neither the BA nor MA students benefited
practically from the course that year, as it was taught theoretically only. A question always
comes to my mind whether universities renew their subscriptions to translation software
tools to ensure that students receive practical training on these tools.

PT3 also echoed this concern, noting its persistence.

Unfortunately, the situation remains unchanged regarding the non-renewal of the
University s subscriptions to translation tools at Princess Nourah University, where I am
currently pursuing my Master s degree. They [trainers] still ask us to subscribe to a 30-
day trial for training purposes.

In cases where practical training was attempted, the above excerpts indicate that trainers had
to depend on free versions of software tools, which often come with limited features. This
limitation reduced the effectiveness of training and raised concerns about whether students

were gaining sufficient familiarity with industry-standard tools.

Adding to this discussion, PT7 who had previously worked as a part-time trainer shared their

perspective:
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I had an experience teaching translation at one of the universities. From that experience,
I can say that universities tend to focus on renewing their software subscriptions during
the academic accreditation period. Once this period ends, interest in following up on
these software tools fades.

This participant articulated a key reason why these universities do not maintain valid software
subscriptions: the focus on subscription renewal was often linked to achieving academic
accreditation (e.g., NCAAA) rather than a sustained commitment to providing students with

effective translation technology training and enhancing their technological competence.
¢ Lack of Specialised Trainers

Some participants described a shortage of qualified trainers in translation, particularly those
with expertise in translation technology. As a result, courses were sometimes delivered by
trainers with backgrounds in linguistics or literature rather than in translation. This may leave
gaps in students’ technological competence and overall professional readiness. PT3 remarked

that:

Translation courses were taught in a traditional manner without a focus on translation
as a profession. This may be due to the shortage of trainers specialising in translation in
our department, as most of them were either specialised in linguistics or literature.

This reveals that translation is sometimes taught by trainers who are insufficiently qualified,
lacking both academic qualifications and professional expertise in translation. Even worse,
such trainers can be assigned to teach translation technology-related courses in these
programmes. This challenge may impact both the content and delivery of these courses and

limit students’ exposure to current industry practices.

These qualitative findings support the survey results by elaborating on the existing gaps in
translation technology training across both types of BA pathways. While translator training
programmes are intended to prepare students for professional work, participants reported that
they often fail to provide comprehensive training in MT and CAT tools. The situation appears
more limited in non-specialised programmes, where translation technology is often not
integrated into the curriculum. These findings indicate consistent training deficiencies that may
impact graduates’ readiness to meet the technology-related requirements of the Saudi

translation industry.
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4.5 Importance of Translation Technology-Related Activities

This section examines how professional translators in Saudi Arabia perceive the importance of
translation technology-related activities in their work. By collecting both quantitative and
qualitative data, the aim is to identify the primary technology-related requirements of the Saudi
translation industry and to explain why these activities hold such importance. The results help

inform recommendations for curriculum development in the BA programmes.

4.5.1 Survey Findings

The survey asked respondents to rate the importance of various translation technology-related
activities in their daily work, using the following scale: not required, not so important,
important or essential. An additional option, ‘I don’t know this technology’, was provided for
unfamiliar items. The list of activities (i.e., 26 items) was adapted from Rothwell and Svoboda

(2019) and reflected key areas of translation technology.

For the purposes of this study, the analysis focused on the top 12 activities based on their mean
importance scores. These represent what translators perceive to be the primary technology-
related requirements of the translation industry so that relevant stakeholders (e.g., programme
directors, policymakers, trainers) can prioritise these competencies in their curricula and ensure
that training reflects the workplace. A focus on the top 12 activities aligns this analysis with
the approach used by Rothwell and Svoboda (2019), who prioritised the same number, allowing
for methodological consistency and meaningful comparison. This list of activities further
serves as a reference point for the triangulation method used in this research. In the Employer
Survey (Chapter 5, Section 5.4.3), employers were asked to assess their translators’ competence
in these same activities. In the Academic Survey (Chapter 6, Section 6.3.3), BA programme
directors reported whether these top-rated activities are included in their curricula and how they
are taught. Triangulating the results of these surveys can highlight areas of alignment and reveal
gaps between perceived importance, competence levels, and curriculum coverage, thereby
enabling a holistic understanding of the current state of translation technology training in Saudi

Arabia.

The top-rated translation technology-related activities are presented in Table 4.6 (below),
indicating their perceived importance and the respondents’ familiarity with each. All 12
activities received mean scores above 3.00, placing them within the important to essential range
of the scale. The highest-rated activity was data mining — search strategies (3.58), followed by
MT post-editing (3.48) and use of TB (3.35), reflecting a strong emphasis on the activities that
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support translation quality and efficiency. In terms of familiarity, the table also shows the
percentage of respondents who were unfamiliar with each of these activities. While core
activities such as use of TB (9%, n=22), use of TM (9%, n=22), and subtitling (8%, n=20)
showed high levels of familiarity among the respondents, more specialised ones such as DTP
(27%, n=67), and corpus construction (21%, n=52), revealed more limited awareness,
reflecting differences in BA training exposure. The results suggest potential knowledge gaps
that may limit translators’ ability to meet specific industry requirements and affect their

involvement in wider projects.

Table 4.6 The top-rated technology-related activities (12 items)

Percentage of | Nfean score of
List of activities respondents importance
(I don’t know this (1-4 scale)
technology)
1 | Data mining — search strategies 11% 3.58
2 | MT post-editing 16% 3.48
3 | Useof TB 9% 3.35
4 | Data mining —evaluation of sources 11% 3.26
5 | QA features of CAT tools 19% 3.26
6 | Audiovisual translation (subtitling) 8% 3.25
T | TMS 16% 3.25
g8 | Useof TM 9% 3.18
9 | Text/corpus analysis using concordancers 20% 3.11
10 | Website localisation 17% 3.10
11 | Corpus construction (mono-, bi- or multilingual) 21% 3.04
12 | DTP 27% 3.04

The next part of this section examines these top-rated activities in more detail by grouping
them into five categories: CAT tools, MT, terminology, multimedia, and DTP. This grouping is
used in the Literature Review Chapter (see Section 2.2) and later in the Discussion Chapter,
helping to present the survey results in a way that focuses on related types of translation
technology. For each group, a figure is provided to show the full distribution of responses
across the Likert scale, followed by an interpretation of how the surveyed translators perceived

the importance of each activity and their familiarity with it. This helps highlight the primary
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technology-related requirements of the Saudi translation industry from the perspective of

professional translators.

Figure 4.2 (below) presents the results for four CAT-related activities: use of TB, QA features,
TMS, and use of TM. These items represent core components of modern CAT tools and are
widely used in professional translation workflows. 40% (n=99) of the respondents selected TB
as essential, 44% (n=109) rated it as important, 5% (n=12) considered it not so important, and
2% (n=5) rated it as not required, indicating a high ranking of importance. There was also a
high level of familiarity with this activity, as only 9% (n=22) indicated that they were
unfamiliar with it. The results demonstrate the importance of using TB, particularly in fields
that necessitate the consistent use of specialised terms. The use of TM received similarly high
importance ratings, with a combined three-quarters of the respondents describing it as essential
(40%, n=99) or important (36%, n=89). 6% (n=15) rated TM as not so important and 9% (n=22)
as not required; the same proportion (9%, n=22) reported unfamiliarity. A large majority of the
respondents may have perceived this activity as necessary to their daily work, as TM tools
enable translators to store and reuse previously translated segments, helping them work more

efficiently.

A positive rating was also observed with TMS, again with three-quarters of respondents rating
it as either essential (35%, n=87) or important (39%, n=97), indicating that many translators
recognise the role of TMS in enhancing their work. Smaller numbers described this activity as
not so important (6%, n=15) or not required (4%, n=10), suggesting that its use may vary
depending on specific work environments or job roles (e.g., senior translators or project
managers). A minority of respondents (16%, n=40) reported being unfamiliar with TMS,
suggesting that they may not have received adequate training in this area during their BA
studies. A similar pattern can be seen with QA features: more than two-thirds of the respondents
considered this activity either essential (39%, n=97) or important (30%, n=74), revealing a high
level of recognition of the importance of this activity and suggesting translators frequently
carry it out to support the quality of their translations and deliver a successful product.
However, 19% (n=47) were unfamiliar with QA features, representing the highest level of
unfamiliarity in the group. These findings suggest that while most respondents value and use
TMS and QA, a considerable proportion still lack familiarity with these tools, pointing to gaps

in BA curricula and differences in training opportunities.
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Figure 4.2 Perceived importance of CAT-related activities

One MT-related activity is included in the top-rated list. Exactly half of the translators surveyed
(50%, n=124) rated MT post-editing as essential in their daily work, and a further 27% (n=67)
considered it important. This implies that many translators consider MT post-editing an integral
element of their current translation workflows, as these results place it among the highest-rated
activities in the survey. Reinforcing this, only 4% (n=10) rated it not so important, and 3%
(n=7) as not required. Despite the clear usefulness of MT post-editing to the work of a
translator, however, some respondents (16%, n=40) indicated that they were unfamiliar with it,
suggesting either no exposure to this activity in their BA programmes or that MT tools are not

commonly used in their field of work.
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Figure 4.3 Perceived importance of MT post-editing
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The respondents identified four terminology-related activities among the top-rated activities in
the list. As illustrated in Figure 4.4 (below), over three-quarters of the respondents highly
valued the two data mining-related activities, with 85% (n=211) rating data mining - search
strategies as either essential or important in their work. Similarly, data mining - evaluation of
sources was highly rated by most respondents (77%, n=191), demonstrating that not only is
information retrieval crucial, but critical evaluation of sources is a highly valued activity in
modern translation workflows. In data-driven translation approaches, it could be said that
effective search strategies and critical evaluations of datasets are integral to the success of

translation processes.

In addition, the results show that corpus analysis using concordancers is highly valued by
roughly two-thirds of the respondents (65%, n=161), showing the role of concordance searches
in allowing translators to access a specific word, structure or equivalent in corpora for
producing more contextually appropriate translations. Similarly, corpus construction was rated
as either essential or important by the majority of respondents (63%, n=156), indicating that
the creation and management of corpora are critical in locating accurate and context-
appropriate terminology, especially in fields requiring consistent and precise language use. It
should be noted that both activities registered higher unfamiliarity rates, with one-fifth (20%,

n=50) of respondents reporting that they were unfamiliar with each of these corpora-related

activities.
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Figure 4.4 Perceived importance of terminology-related activities
The rising demand for AVT and digital content translation in the Saudi translation industry can

be seen from the result that subtitling and website localisation rank among the top-rated
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multimedia-related activities in this survey. Subtitling was considered either essential or
important by more than three-quarters of the respondents (79%, n=196), with only 8% (n=20)
rating it not so important and 6% (n=15) as not required, illustrating the prevalence of subtitling
as a professional practice service. 8% (n=20) of respondents indicated unfamiliarity with this
activity. These results reveal that the vast majority of translators widely use and recognise
subtitling as part of their regular work. A positive rating was also afforded to website
localisation, though it was lower than subtitling, with a combined importance level of 67%
(n=166). This was comprised of 33% (n=82) of respondents who thought website localisation
was essential and 34% (n=84) who considered it important. However, 7% (n=17) of the
respondents viewed the activity as not so important and 9% (n=22) as not required, with 17%
(n=42) indicating unfamiliarity with it. Figures like this support the observation that the
localisation industry is seeing rapid global growth, with Saudi Arabia as no exception, but the
relatively high unfamiliarity rate may be the result of less frequent use of localisation in certain
sectors of the Saudi translation industry.
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Figure 4.5 Perceived importance of multimedia-related activities

The majority of respondents (56%, n=139) regarded DTP as either essential or important in
their daily work (Figure 4.6, below). Due to the linguistic and typographical characteristics of
Arabic script, most notably its right-to-left orientation, DTP is especially relevant to translators
working in the English <> Arabic language pair. Translated materials must faithfully reflect the
original document while ensuring that both linguistic accuracy and visual coherence are
maintained. However, inherent differences between Arabic and English inevitably affect the

layout, design, and formatting of these materials. Despite these considerations and the
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perceived importance of DTP, over one-quarter of the respondents (27%, n=67) reported
unfamiliarity with it, making it, among all items on the list, the least known. This may
contribute to some translators’ perception that DTP tools are less important than they really are

in professional practice.
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Figure 4.6 Perceived importance of DTP

This section has provided an overview of how professional translators in Saudi Arabia rate the
importance and familiarity of translation technology-related activities and identifies the top 12
ranked in order of perceived importance. The findings both reveal the areas with which
translators are unfamiliar and highlight the main technology-related requirements of the
translation industry in Saudi Arabia. The qualitative findings are presented in the next section,
giving further explanation for why these activities received the importance ratings they did in

the survey.

4.5.2 Qualitative Findings

Considering the importance of translation technology-related activities as a main theme in the
discussion, all participants (n=9) showed a high level of awareness of the importance of these
technology-related activities in daily work, describing them as integral to modern translation
practices. Such a consensus implies that future translators’ employability and competitiveness
in the industry require the acquisition and development of technological competence prior to
graduation. The participants discussed how each activity benefits and impacts their work, in
many cases emphasising how these technologies enhance productivity, time efficiency, work

quality and adaptability to the requirements of clients and the industry.
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¢ Time Efficiency and Productivity

All of the participants recognised the increased productivity and time-saving benefits offered
by translation technologies, and they considered CAT tools and TMS indispensable for modern
translation workflows, as they help manage strict deadlines and noticeably improve efficiency
by automating elements of the translation process. Segment matching, auto-suggestions, and
built-in QA checks were cited as especially useful, as they handle routine tasks and provide

translators with more time to focus on content quality. PT4 explained:

Translation technologies are very important for translators to save them time and effort
and increase their productivity, especially using CAT tools has helped me a lot to save
time and increase productivity.

PT9 shared a similar view:

Using translation technologies is extremely important, as time constraints often make it
difficult for me to make revisions. In such cases, one of the advantages of TMS is to allow
me to make necessary revisions quickly and efficiently without much manual effort. This
helps me in saving time, increasing productivity and delivering high-quality translations
even under pressure.

Accounts like this reveal the participants’ strong belief that translation technologies are crucial
to their work efficiency and productivity, particularly with CAT and TMS, as they find
themselves able to deal with more assignments, stick to deadlines, and maintain consistent
quality. The time and efficiency savings made possible by these technologies are now widely

regarded as essential for achieving a competitive advantage in a fast-paced industry.

0,

¢ Consistency and Quality Improvement

Translation technologies were valued by the participants as aids for consistency and overall
quality improvement, facilitating high standards across multiple different kinds of projects.
Specifically mentioned was the usefulness of domain-specific TMs, QA features in CAT tools,
and MT post-editing. These were seen as required for ensuring accuracy, especially when

working under pressure or handling specialised content. PT3 commented:

Since my clients usually return to request my services, I have created TMs in several
different domains to save time and effort and to ensure the consistency and high quality
of the work.
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PT7 noted:

[...] even when working under tight deadlines, QA check is one of the essential steps in
my translation work; I rely heavily on the CAT tool’s QA features to detect spelling and
grammar errors and ensure that my translation is both accurate and consistent.

Comments such as these indicate that not only can translators work more efficiently when using
translation technology, but they also feel more confident that their work is of reliably high
quality. For specialised texts like legal or medical documents, for which consistency and
terminological accuracy are critical, such benefits may be considered a necessity. Even in cases
where they are under time pressure, the participants felt that these tools help them maintain

professional standards in their translations.

% Adaptation to Client Requirements and Industry Trends

The participants also discussed the importance of using various translation technologies to meet
client expectations and respond to changes in the translation industry. In many cases, clients
request the use of certain tools or expect the translator to be familiar with specific technologies.
Recent developments in the translation industry require translators to continually develop their
technological competence to remain competitive. Mainly as a result of the growing presence
of international companies in Saudi Arabia, localisation-related activities are more and more

common, as PT7 noted:

I worked on multiple localisation projects, which are now expanding in Saudi Arabia due
to the presence of international businesses in the country. These companies need
translators to be familiar with adapting their websites, products, and services into the
local market.

PT8 observed a shift in professional practice where MT is used to create a first draft, which is

then post-edited:

I believe that the translation profession is increasingly leaning towards post-editing
rather than translating from scratch. Many translators start translating by pre-editing the
ST for MT to produce a useful initial draft, then post-edit it and add their personal touch
to the final product.

These examples show that technology-related activities now form part of the expectations of
many employers and clients. In addition to improving speed and quality, these technologies
help translators adapt to new types of translation work. The trend suggests that, rather than
being an optional extra, translation technology now represents a requirement of the industry,

so BA programmes must adequately equip students with technological competence that is
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relevant to what is actually needed by translators starting out in their translation careers to help

graduates meet the expectations of both clients and potential employers.

4.6 Translators and Technology: Competence Self-assessment

This section reports the findings on the self-assessed technological competence of the
translators surveyed, focusing on two key areas of inquiry: their ability to use MT and CAT
tools (section 4.6.1) and their ability to perform a range of technology-related competencies
adapted from Toudic’s survey (section 4.6.2). Valuable insights can be drawn from this self-
assessment into the translators’ existing strengths and weaknesses in technological competence.
Identification of those areas in which translators do not feel sufficiently competent can supply
evidence to inform the development of BA curricula to prepare students with the competencies
and adaptability needed to meet the technology-related requirements of the translation industry.
The results also highlight competence gaps and indicate areas where further training and

professional development may be necessary.

4.6.1 Competence Self-assessment: MT and CAT Tools

This part of the study aimed to understand which software tools are most commonly used by
professional translators in Saudi Arabia and how competent they feel in using them. The goal
is not only to assess levels of competence but also to ensure that the assessment reflects

practical, real-world experience rather than just theoretical knowledge.

To achieve this, the survey listed 31 MT and CAT tools, adapted from Rothwell and Svoboda
(2019), and respondents were asked to select only those tools they frequently use in their work.
For each tool, they were asked to rate their own competence along a five-point Likert scale:
weak, sub-competent, average, competent, or excellent. The N/A option was available if a
respondent did not use the tool, which would skip the item. These responses provide insights
into how translators view their own abilities with specific tools and which are most relevant in
the Saudi translation industry. This self-assessment serves three purposes. First, it identifies the
most frequently used translation tools among respondents, which shows which tools are most
relevant to professional practice in Saudi Arabia and should therefore be prioritised in BA
programmes. Second, it shows how competent translators are in using these commonly used
tools, revealing areas where additional training may be needed. Third, it sets the basis for
comparing the translators’ self-assessments with those provided by employers (see Chapter 5,

Section 5.4.2). This comparison supports a more comprehensive understanding of
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technological competence in the Saudi translation industry and helps validate the research

findings through triangulation.

4.6.1.1 Identifying the Most Frequently Used MT and CAT Tools

To identify a representative list of MT and CAT tools frequently used by translators in Saudi
Arabia, data were gathered from two primary sources and compared for triangulation purposes.
In the Translator Survey, respondents were asked to select the tools they frequently use and
then assess their competence in each one, while in the Employer Survey, employers reported
which tools their translators frequently use and rated their translators’ competence in those
tools. Based on the highest frequency of use in both surveys, a list of the top 12 tools was
created. Upon comparing the two lists, 10 were shared by both groups (i.e., translators and
employers), providing a picture of the most relevant tools in the Saudi translation industry.
Table 4.7 (below) presents the 10 tools most frequently used by translators, as confirmed by
both translators and employers. These appear to be widely adopted in the Saudi translation

industry and are likely to meet the needs of Saudi translators.

Table 4.7 Top-used MT & CAT tools (translators vs. employers)

R Software Items % of % of
Translators Employers
1 | Google Translate 93 80
2 | Trados Studio 84 70
3 | memoQ 81 57
4 | SmartCAT 81 63
5 | Phrase 80 75
6 | Microsoft Translator 79 61
7 | Wordfast Classic 76 52
8 | Wordfast Anywhere 75 54
9 | Atril Déja Vu 75 52
10 | Matecat 74 52

Google Translate was used by 93% (n=231) of the surveyed translators, and its use was
confirmed by 80% (n=198) of the employers. Four CAT tools (i.e., Trados Studio, memoQ,
SmartCAT, and Phrase) also showed high levels of use by both groups, indicating the relevance
and popularity of these in the Saudi translation workplace. More than three-quarters of the
respondents reported using Microsoft Translator, and 61% (n=151) of the employers confirmed
its use, implying that this MT tool is gaining growing importance in the daily work of

translators. Other tools (i.e., Wordfast Classic, Wordfast Anywhere, Déja Vu, and Matecat) also
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appeared in the top 10, reflecting broader preferences among Saudi translators for a range of
CAT products. Having identified the most frequently used translation tools, the next section

presents the respondents’ self-assessed competence levels in using them.

4.6.1.2 Self-assessed Competence Ratings of the Most-Used Tools

As mentioned earlier, respondents were asked to rate their level of competence on a scale from
1 (weak) to 5 (excellent) for each tool they reported using frequently. Two figures in this section

show these items in order of frequency of use (descending).

The first figure (Figure 4.7, below) shows that Google Translate is the most widely used tool
by far (93%, n=233). Across all sectors from government and semi-government to private
companies and LSPs, Google Translate can be said to play a major role in day-to-day
translation work. In the group discussion, the participants explained that the free access, ease
of use, and ability to provide quick draft translations for later revision were their primary
reasons for relying on Google Translate. Of those who reported using it, 59% (n=146) rated
their competence as excellent, 12% (n=30) as competent, and 13% (n=32) as average,
indicating that the large majority were confident in their competence with this tool. However,
4% (n=10) considered themselves sub-competent and 5% (n=12) as weak, indicating that some

translators still perceive challenges when interacting with MT systems.
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Figure 4.7 Self-assessment of tool competence (items 1-5)

The self-assessment results for the four frequently used CAT tools (i.e., Trados Studio, memoQ,

SmartCAT, and Phrase) are also shown in Figure 4.7. More than three-quarters of the
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respondents reported regularly using each of these tools, demonstrating their importance in
translation workflows. However, the levels of competence expressed by the translators did not
align with this: an excellent rating was given by less than a quarter of the respondents, and only
14-16% (n=35-40) considered themselves competent. While a portion selected average (15-
17%, n=37-42), a considerable number reported low competence. Around a third stated that
they were either sub-competent or weak with each tool, with ratings of weak consistently at or
above 21% (n=79). This means that, despite the frequent use and importance of these tools,
confidence in their effective use is low. The fact that the pattern persists across the four tools

suggests a broader issue, rather than one that can be linked to a particular CAT product.

The tools with frequency rankings of 6 to 10 are shown in Figure 4.8 (below). 79% (n=196) of
the respondents reported the frequent use of Microsoft Translator, but this registered a lower
level of competence than Google Translate, with only 39% (n=97) considering themselves
excellent or competent, against 71% (n=176) for Google Translate. Some translators, therefore,

feel less competent with the full feature use of Microsoft Translator than they do with Google

Translate.
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Figure 4.8 Self-assessment of tool competence (items 6-10)
The four remaining CAT tools (i.e., Wordfast Classic, Wordfast Anywhere, Déja Vu, and
Matecat) were reported as frequently used by three-quarters of the respondents, but with a
worryingly low level of competence. For each tool, less than a fifth rated themselves excellent

or competent, while sub-competent and weak ratings ranged from 30% (n=74) to 38% (n=94).
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The highest weak rating went to Déja Vu (38%, n=94), followed by Wordfast Anywhere (31%,
n=77) and, closely, Matecat (30%, n=74). These findings reveal that, despite the frequent use
of these tools, a majority of Saudi translators do not feel confident in their ability to employ

them.

Overall, considerable variation is evident in the translators’ self-perceived competence across
the most commonly used MT and CAT tools. While MT tools (i.e., Google Translate and
Microsoft Translator) received relatively high competence ratings, those for CAT tools (i.e.,
eight items) were notably lower. A substantial proportion of respondents rated themselves as
sub-competent or weak with many of the widely used CAT tools, especially Déja Vu, Wordfast
Anywhere, and Matecat. The results suggest that translators recognised the need for further
improvement in their competence to use these tools effectively. Additionally, the results
indicate that frequent use does not necessarily equate to high competence. This highlights the
importance of exploring how different BA pathways may influence the development of
technological competence, so the next section compares the self-assessed competence of

translators based on their BA backgrounds.

4.6.1.3 Comparative Analysis of Tool Competence by BA Pathways

This comparative analysis between graduates from translator training programmes (n=124) and
those from language-related programmes (n=124) provides new insights into the technological
competence of current translators, a topic that has not yet been explored in the Saudi context.
The purpose of this comparison is to explore whether the respondents’ BA backgrounds
influenced their technological competence levels. By doing so, the findings help identify
differences in the preparedness of translators for the technology-related requirements of the
translation industry, highlighting how each graduate group self-perceives their competence in
using these tools. For comparison purposes, the mean score for each tool was calculated for

both groups.

The results, presented in Table 4.8 (below), show that both groups rated their competence in
Google Translate as excellent, with slightly higher ratings among graduates of language-related
programmes (4.28) compared to those from translator training programmes (4.21). This
indicates a high familiarity with this tool across both BA pathways. For all the remaining tools,
however, the mean scores fall within the average or sub-competent range. Both groups assessed

their competence in Microsoft Translator at the average level, with similar mean scores (3.21
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for translator training and 3.24 for language-related programmes), indicating a shared

familiarity with this MT tool.

Similar average competence levels were also reported by both for CAT tools (i.e., Trados
Studio, memoQ, SmartCAT, and Phrase), with marginally higher scores among translator
training graduates for some tools. Trados Studio, for example, showed a mean of 3.21 among
translator training graduates and 2.96 for language-related graduates. memoQ was similarly
rated at 3.14 and 2.78 by these groups, respectively. Small differences like this suggest that a
minor advantage exists for those who studied in specialised training programmes, although
with an overall average competence. Both groups rated themselves as sub-competent with the
four tools, with the lowest mean ratings (Wordfast Classic, Wordfast Anywhere, Déja Vu, and
Matecat). Déja Vu received the lowest mean from both translator training graduates and
language-related graduates (1.90 and 1.83, respectively), indicating that despite its frequent use

in the industry, translators do not feel confident using this tool.

Table 4.8 Mean scores for MT and CAT tools by BA pathways

Translator training Language-related Total respondents
Software tools (n=124) (n=124) (n=248)
Mean Competence Mean Competence Mean Competence
Level Level Level

Google Translate 4.21 Excellent 4.28 Excellent 4.25 Excellent
Trados Studio 3.21 Average 2.96 Average 3.10 Average
memoQ 314 Average 2.78 Average 2.96 Average
SmartCAT 3.02 Average 3.07 Average 3.02 Average
Phrase 3.13 Average 2.84 Average 2.99 Average
Microsoft Translator 321 Average 3.24 Average 3.22 Average
Wordfast Classic 2.28 Sub-comp. 2.30 Sub-comp. 230 Sub-comp.
Wordfast Anywhere 230 Sub-comp. 233 Sub-comp. 231 Sub-comp.
Déja Vu 1.90 Sub-comp. 1.83 Sub-comp. 1.88 Sub-comp.
Matecat 233 Sub-comp. 232 Sub-comp. 231 Sub-comp.

To conclude, although Google Translate received high confidence ratings from these two
graduate groups, their self-assessment reveals more modest perceptions of competence with a
range of CAT and MT tools. Competence levels in these areas were reported to be within the
average range, even among graduates from translator training programmes, who might be

expected to show higher technological competence. Similar or slightly lower ratings were
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gleaned from graduates of language-related programmes, showing that the perceived
competence gap between the two groups is not as wide as might be assumed. Of particular note
are the consistently low competence scores for the widely used CAT tools (i.e., Déja Vu,
Wordfast and Matecat), with both groups rating themselves sub-competent. This comparative
analysis shows that graduates from either type of course clearly recognised the need for further
development in the areas where they currently lack confidence. It also points to a broader issue
in BA programmes, where translation technology training, regardless of programme type, does
not yet appear to equip students with a sufficient level of technological competence to meet

industry requirements.

4.6.2 Competence Self-assessment: Technology-related Competencies

This section of the study examines how Saudi translators self-assess their level of ability to
perform a set of technology-related competencies (13 items). These were adapted from Toudic
(2012) and are organised into four groups (i.e., MT, CAT, multimedia, and DTP) to facilitate
the presentation and discussion of the results. Respondents were asked to assess themselves
using the same Likert scale, ranging from weak to excellent, with the N/A option available if
the competence was not relevant to their work. This element of the study seeks to map the
current technological competence landscape among translators in Saudi Arabia, highlighting
both strengths and areas where translators feel less confident and require additional support.
This, in turn, helps identify competence areas that may require further attention in BA
programmes. In addition, because the same question was used in Alshaikhi’s (2018) study, this
section allows for a quasi-longitudinal comparison to track how translators’ technological

competence has developed over time.

The first group includes three M T-related competencies: pre-editing texts for M T, post-editing
MT outputs, and configuring MT systems. Figure 4.9 (below) shows that the first two
competencies registered high levels of confidence. Pre-editing was rated as excellent by nearly
half of the respondents (47%, n=117), and 21% (n=52) considered themselves competent,
resulting in a total of 68% (n=169). Slightly higher rated was post-editing, with 54% (n=134)
describing themselves as excellent and 18% (n=45) stating that they were competent, totalling
72% (n=179). For both of these, only small percentages rated themselves as sub-competent (2—
3%, n=5-7) or weak (4%, n=10), and between 10-13% (n=25-32) selected average. The
remaining respondents chose the N/A option. In contrast, the ability to configure MT systems
received mixed responses, with just 19% (n=47) rating themselves excellent and 23% (n=57)

as competent, bringing the total of respondents who felt confident with this competence to less
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than half (42%, n=104). 20% (n=50) rated themselves as average, 13% (n=32) reported their
level as sub-competent, and 11% (n=27) considered themselves weak. N/A was selected by
14% (n=35), indicating that these translators do not need this competence in their work. The
results, therefore, reveal the high levels of competence that many translators feel with pre- and
post-editing for MT, implying that these core competencies are well-integrated into their work.
However, the lower confidence in configuring M T systems indicates a possible need for further

training in MT system configuration.
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Figure 4.9 Self-assessment of MT-related competencies

The second group includes five CAT-related competencies, as shown in Figure 4.10 (below):
file formatting and conversion, terminology extraction and management, use of TM, markup
languages, and programming and modifying macro commands. Among these, the highest
competence ratings were reported for the ability to process and convert files. Three-quarters of
the respondents expressed confidence in handling file formats in CAT tools, with excellent at
58% (n=144) and competent at 16% (n=40). Working with file formats is, therefore, routine in
the translator’s workflow, which may result from the diverse range of files generated by the
different CAT tools. Only 14% (n=35) selected average, 2% (n=5) sub-competent, and 4%
(n=10) weak, with 6% (n=15) choosing N/A. The competence of extracting and managing
terminology appears to be well-supported in work settings, as it saw a similarly high confidence
rating, with 70% (n=40) of the respondents describing themselves as excellent or competent.

These two areas stand out as strong points in their CAT-related competence profile.
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Ratings for other CAT-related competencies, however, reveal more mixed results. Despite the
central role of TM in CAT tools, less than half of the respondents considered themselves
confident in using TM systems, while the rest expressed average or lower competence. This
result may raise concerns about the uncertainty among respondents regarding the effective use
of TM. Levels of competence with markup languages (e.g., HTML, XML) were rated as
excellent by 29% (n=72), and 16% (n=40) thought themselves competent, totalling nearly half
of the respondents (45%, n=112). However, 16% (n=40) considered their competence with
markup languages to be average, and over a quarter (26%, n=64) thought themselves sub-
competent. This shows a lack of proficiency in markup language use among a considerable
proportion of Saudi translators, which is likely to hinder their interactions with CAT tools and
cause them to struggle more than their peers who demonstrate high competence. The lowest
scores in this group were assigned to the ability to program or modify simple macro-
commands: only 26% (n=64) thought themselves competent or above, while sub-competent or

weak ratings were given by a combined 36% (n=89) of respondents. Almost a fifth selected the

N/A option.
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Figure 4.10 Self-assessment of CAT-related competencies

These results demonstrate that while translators in Saudi Arabia feel most competent in file
processing and terminology management, other CAT-related activities (i.e., use of TM,

handling markup languages, and working with macro-commands) are competently handled by
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only a minority. This starkly highlights what BA programmes should integrate into their

curricula.

Multimedia-related competencies, comprising localising multimedia websites, understanding
the localisation processes of software or video games, the use of speech recognition systems,
and working with mobile technologies, represent the third group in this section (shown in
Figure 4.11, below). This group showed mixed results, with both strength and uncertainty
registered by the respondents. The strongest area was mobile technology, with most (62%,
n=154) respondents considering themselves excellent (43%, n=107) or competent (19%,
n=47). Just 20% (n=50) rated themselves average, 6% (n=15) sub-competent, and 5% (n=12)
weak. These high levels of confidence are likely to be the result of the increasing importance
of mobile devices and apps in translators’ daily work, and most respondents reported feeling
competent in their use for translation purposes. A far more even split could be seen for speech
recognition systems: 40% (n=99) stated they have excellent (19%, n=47) or competent levels
of competence (21%, n=52), while the same proportion (40%, n=99) considered themselves
average (21%, n=52) or sub-competent (19%, n=47). These results show that, in the Saudi
translation industry, as many translators do not frequently use or are not confident with their

use of speech recognition systems as those who are.
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Figure 4.11 Self-assessment of multimedia-related competencies

Respondents’ confidence in their localisation competencies is relatively low, even though

localisation services represent one of the fastest-growing sectors of the industry. The ability to
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localise multimedia websites was rated as excellent (26%, n=64) or competent (18%, n=45) by
a combined total of only 44% (n=109), while 15% (n=37) thought themselves average and 25%
(n=62) as sub-competent. Localising website content is, therefore, not an area of confidence
for Saudi translators, and the results show that neither is the understanding of the processes
involved in software or video game localisation. Only 20% (n=50) rated themselves as
excellent in this area, and 17% (n=42) as competent, making a total of 37% (n=92). However,
one-third of the respondents felt less than competent in carrying out video game or related
localisation projects, as 18% (n=45) considered themselves average and 14% (n=35) sub-
competent. Localisation seems to be an area where most translators still require additional

support and training.

Figure 4.12 (below) shows how the respondents rated their ability to use and parameter DTP
tools. The results are somewhat mixed. This criterion saw just over a third of the respondents
(34%, n=84) report high competence, with excellent at 19% (n=47) and competent at 15%
(n=37). A moderate level of confidence was indicated by a further 16% (n=40), who stated that
they were average, but a total of 30% (n=74) rated themselves either as sub-competent (12%,
n=30) or weak (18%, n=45), which suggests that effective use of DTP tools is not an area of
confidence for Saudi translators. The selection of the N/A option by 20% (n=50) of respondents
shows that a fifth never use DTP tools in their work. This is, therefore, the weakest technology-

related area, so BA programmes and CPD efforts would benefit from affording it greater

importance.
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Figure 4.12 Self-assessment of DTP-related competence

The overall assessment of technological competence can be better understood when viewed

alongside the earlier survey results. Most respondents reported having limited or no practical
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training in MT (64%, n=159) and CAT tools (72%, n=179) during their BA studies (see Figure
4.1). The lower self-assessed ratings observed for several key competencies may be partly
attributed to this lack of training. Significant gaps were observed in several areas, even while
some (e.g., pre-editing, post-editing, file processing and terminology management) received
higher ratings, suggesting that the graduates surveyed were not adequately prepared for the
industry’s technology-related requirements by their BA programmes. This finding aligns with
later sections of the survey, in which many respondents expressed a need for CPD to improve

technological competence and address these gaps.

4.6.2.1 Comparative Analysis of Competence by BA Pathways

This section compares self-assessed technological competence between translator training
graduates and language-related graduates. Although previous studies have noted that many
translators in Saudi Arabia hold degrees from language-related programmes (including this
thesis), direct comparisons of their technological competence with graduates from specialised
translator training programmes have not yet been conducted in the Saudi context. Therefore, it
is both novel and significant to conduct this comparative analysis, which can inform us on how
these two graduate groups perceive their ability to use translation technologies and how each
academic pathway prepares students for the technology-related requirements of the translation

industry.

Interestingly, the results reveal that language-related graduates consistently rated themselves
slightly higher in 10 of the 13 technology-related competencies. In the MT group, language-
related graduates reported slightly higher mean scores, with 4.24 for pre-editing and 4.32 for
post-editing, compared to 4.17 and 4.25 for graduates of translator training programmes. For
configuring MT systems, both groups reported more average competence levels, with mean
scores of 3.39 for language-related graduates and 3.20 for their translator training counterparts.
The same unexpected trend continues in the CAT group, where language-related graduates
reported slightly higher self-assessed ratings in most of the competencies. They scored 4.11 in
terminology management and 3.76 in using TM, while translator training graduates scored 4.10
and 3.34 in these competencies, respectively. Both groups reported high confidence in file
processing and conversion, with similarly high averages. However, in more advanced
competencies (e.g., markup languages and modifying macro commands), lower scores were

recorded, though language-related graduates rated themselves slightly higher.
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Mixed responses can be seen in the multimedia-related competencies. Translator training
graduates gave marginally higher ratings in website localisation (3.43) and speech recognition
systems (3.40), both rated as competent. In contrast, language-related graduates rated
themselves higher in software and game localisation (3.40) and mobile technologies (4.07),
with the latter reaching the competent level. Overall, these results indicate that while both
groups feel reasonably confident in performing multimedia-related competencies, certain areas
still require further training. Moreover, both groups reported average competence levels in
using DTP tools. Language-related graduates achieved a slightly higher mean score (3.16) than
translator training graduates (2.97) but both scores remained within the average range. This
implies that DTP is not a core focus in the curricula of either BA pathway, resulting in relatively

modest self-assessment

Table 4.9 Mean scores for technology-related competencies by BA pathways

Competencies Domain mzl‘"i‘:l';s:it:"fz g | SillLevel L""g('::’ffz':;"'“d Skl Level res;ﬂ:;:ms Skl Level
(n=248)

Pre-editing MT 417 Competent 424 Excellent 421 Excellent
Post-editing MT 425 Excellent 432 Excellent 429 Excellent
Configuring MT systems MT 320 Average 339 Average 330 Average
File processing and format conversion CAT 431 Excellent 434 Excellent 433 Excellent
Terminology management CAT 4.10 Competent 411 Competent 411 Competent
TM use CAT 334 Average 376 Competent 353 Competent
Markup languages CAT if2 Competent 335 Average 339 Average
Programming and macro commands CAT 261 Average 296 Average 279 Average
Website localisation Multimedia 343 Competent 336 Average 339 Average
Software and game localisation Multimedia 320 Average M Average in Average
Speech recognition systems Multimedia 340 Competent 338 Average 339 Average
Mobile technologies Multimedia 389 Competent 407 Competent 398 Competent
DTP tools DTP 297 Average 3.16 Average 3.07 Average

To conclude, language-related graduates demonstrated higher self-assessment competence in
most technology-related competencies (10 out of 13 items) than translator-training graduates.
While this finding may seem counterintuitive, it cannot be attributed to their formal BA
training, as many of the translators surveyed expressed dissatisfaction with the translation

technology training they received during their BA studies. Notably, 77% (n=96) and 61%
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(n=75) of the language-related graduates reported no training at all in MT and CAT tools,
respectively (see Table 4.5 and qualitative findings in section 4.4.2). A plausible interpretation
for this trend is the higher level of CPD engagement among language-related graduates, with
87% (n=108) having personal CPD plans in place, compared to 77% (n=96) of their
counterparts (see Section 4.7 for more details). The findings from this comparative analysis
underscore the need for both BA pathways to enhance their training in translation technology,
ensuring that current curricula equip students with the technology-related competencies

required by the profession.

4.6.2.2 Evolution of Saudi Translators’ Technological Competence: Quasi-longitudinal

Analysis (2018 vs. 2025)

The dearth of longitudinal research in this area in the Saudi context means that comparing the
technological competence of Saudi translators as reported in this study and in a previous study
by Alshaikhi (2018) (see Chapter Two, Section 2.5) can yield insights that are both novel and
valuable. Alshaikhi’s study, conducted in 2015 and published in 2018, represents the current
benchmark for understanding how Saudi translators’ technological competence has developed
over time. Building on this, this quasi-longitudinal analysis is considered one of the first efforts
to explore changes in translators’ technological competence in the Saudi context, offering

insights into the progress made and the areas where further development may be needed.

Given that Alshaikhi’s study focuses mainly on Saudi translators’ competence in the areas of
‘Language’ and ‘Translation’, not all technology-related competencies were included in that
study (see Section 2.5). As aresult, only five competencies were shared between the two studies
(i.e., configuring MT systems, terminology management, TM use, file processing, and mobile
technologies). These represent diverse domains and are crucial to the technological competence
required by translators in modern workflows, emphasising that this quasi-longitudinal
comparison remains valuable for understanding how these competencies have evolved over

time.

The comparison reveals notable progress in self-assessed competence across all of the shared
competencies, particularly in the MT and CAT groups. For instance, there is a modest
improvement in configuring MT systems, which registered a higher score of 3.30 in the current
study compared to 2.97 in Alshaiki’s study. Despite this slight progress, both scores remain in
the average competence range, indicating that translators need additional training. Although

pre-editing and post-editing were not assessed in Alshaiki’s study, the current results show high
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self-assessments in these two competencies (4.21 for pre-editing and 4.29 for post-editing),
well within the excellent range. This may tell us that MT-related competencies have become
critical for translators, reflecting the growing integration of NMT tools in modern workflows.
In the CAT group, substantial improvements are evident across multiple competencies.
Specifically, file processing and conversion registered a marked increase, rising from 3.06 in
2018 to 4.31 in this study. Similarly, terminology management and TM use also saw
improvements, with the former rising from 3.15 to 4.11 and the latter improving from 3.06 to
3.55 in the current study. These results indicate notable improvements in Saudi translators’
competence in handling essential CAT tools, underscoring that these tools have become more
widely used among translators. Regarding multimedia, the comparison is possible in one
criterion (i.e., mobile technologies) because it is the only competence included in both studies.
The results show improvement in this area, with translators rating themselves as average (3.17)
in Alshaiki’s study compared to competent (3.98) in the current study. This increase may
highlight the growing importance of mobile devices in daily translation tasks. While website
localisation and software and game localisation were not assessed in Alshaikhi’s study, the
current study reveals that translators have not yet reached the same level of self-assessed
competence in these areas as in other competencies, which may indicate a limited focus on

localisation in the current curricula of BA programmes.
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Table 4.10 Comparison of mean scores (Alshaikhi, 2018 vs. current study)

Competencies Domain Alshaikhi’s | Competence | Current | Competence
study level study level
Pre-editing MT not included - 421 Excellent
Post-editing MT not included - 4.29 Excellent
Configuring MT systems MT 2.97 Average 3.30 Average
File processing and format conversion CAT 3.06 Average 4.33 Excellent
Terminology management CAT 3.15 Average 4.11 Competent
TM use CAT 3.06 Average 3.55 Competent
Markup languages. CAT not included - 3.39 Average
Programming and macro commands CAT not included - 2.79 Average
Mobile technologies Multimedia 3.17 Average 3.98 Competent
Website localisation Multimedia | not included - 3.40 Competent
Software and game localisation Multimedia | not included - 322 Average
Speech recognition systems Multimedia | not included - 3.07 Average
DTP tools. DTP not included - 3.39 Average

The findings from this quasi-longitudinal comparison reveal positive progress in translators’
competence across multiple technology-related competencies, particularly in MT, CAT,
localisation, and mobile technologies. As there is evidence that many translators are not
receiving training in MT and CAT tools during their BA studies, the improvement observed in
their technological competence is most likely attributed to CPD, which translators resort to
after graduation to bridge gaps left by academic training. This interpretation is supported by
the qualitative findings, where focus group participants reported that they took it upon
themselves to develop their technological competence due to insufficient BA training (see

Section 4.6.3).

4.6.3 Qualitative Findings

The focus group discussion allowed the participants to share their self-assessments, personal
insights and thoughts about their competence and how they remain up to date with translation
technologies and their use. With technological competence assessment representing the main

theme of the discussion, two sub-themes emerged from the group: varying competence levels,
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with some participants reporting greater confidence in some individual areas than in others,

and ways in which CPD can enhance technological competence for Saudi translators.

¢ Varying Levels of Technological Competence

The participants estimated their technological competence at different levels, with higher self-
assessed ratings in some areas than in others. For example, some participants expressed high
confidence in their MT-related competencies, whereas they lacked such confidence in using

CAT tools. PT6 mentioned that:

1 feel that my proficiency in using MT is highly competent, while my skills in using CAT
tools are not at the same level. I find myself more confident when using MT; therefore, 1
am currently improving my skills in CAT tools to enhance my overall performance at
work.

PT1 remarked that:

CAT tools require more learning than MT, which is easier to use and accessible to
everyone.

These statements reinforce the disparity in training and competence between MT and CAT
tools, which aligns with the high percentage of respondents reporting no training in CAT tools
(57%, n=141) or MT (45%, n=112) during their BA studies (see Figure 4.1). This lack of
training probably correlates with the varying competence levels identified in the survey results,
which can explain their higher confidence in using MT systems compared to CAT tools.
Moreover, the lack of proficiency may underscore the need for more comprehensive CAT

training, one that extends beyond focusing solely on CAT basics.

The discussion extended to include participants’ views on their competence levels in
technologies other than MT and CAT tools (e.g., localisation, speech recognition systems, and
mobile technologies). Perceived competencies varied when dealing with these technologies,
reflecting a diverse competence landscape across these areas. While some translators excel in
specific technologies, they reported limitations in their competencies in others, necessitating
that they achieve balanced proficiency across all relevant domains to ensure high-quality work

across diverse project requirements.

% Elevating Technological Competence through CPD

Widespread recognition of the value of CPD in elevating technological competence was

another sub-theme identified from the translator focus group. The critical role of CPD was
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consistently emphasised by all participants, suggesting awareness of the deficiencies of BA
programmes in equipping students with the technology-related competencies required in the

translation industry, as noted by the participants:

I believe that the focus on translation technology training in our universities has been
limited, which forces us to take the initiative to develop our skills independently (PT4).

This comment raises a concern regarding the insufficient emphasis on translation technologies
within current BA curricula, which has implications for translators’ engagement in CPD. The
participants’ emphasis on CPD is a testament to the steps they are taking to address the
competence gaps left by their formal training provided by BA programmes. Inadequate BA
training can therefore be considered one of the primary drivers for translators to independently
take part in learning opportunities extra to their work, with the specific aim of acquiring and

developing technological competence.

CPD was repeatedly described by the participants as important for keeping competencies and
knowledge current and becoming familiar with new technological advancements. Two

examples are:

I always try to learn about the newest translation technologies or at least stay aware of
them. [ know I can't be an expert in all the tools, but continuous learning is essential for
me as a translator to develop my overall translation competence (PT5).

1 think I am competent enough in using the latest technologies as I consistently engage in
CPD opportunities that focus on developing my skills and learning about industry trends
and advancements (PT7).

The participants further emphasised the value of CPD, in addition to bridging the gaps left by
academic programmes, in keeping their competencies up to date with ongoing advancements
in translation technologies and staying on top of emerging industry trends and practices. These
two quotations demonstrate the participants’ dedication to using CPD to stay proficient and

competitive, as they considered it a way of maintaining and enhancing their competencies.

The findings in this section can together help draw the landscape of technological competence
among translators in Saudi Arabia, revealing varying levels of technological competence. Both
the quantitative and qualitative findings indicate that competence levels varied considerably
among participants, ranging from competent to average and sub-competent. Within these
competence ranges, nuances emerged, with higher reported competence in some areas than
others, which may be attributed to a lack of comprehensive translation technology training

during BA studies. This drives the majority of translators to develop their technological
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competence independently, so a need exists for curriculum development to ensure that BA

programmes adequately prepare students for the requirements of the Saudi translation industry

The following section reports the findings related to CPD, exploring how it is approached,
implemented, and supported within the Saudi translation industry, as viewed by the translators
surveyed. This helps provide a complete picture of the current landscape of CPD practices,

which is important in informing curriculum development.

4.7 CPD Provision and Support

Since many translators rely on CPD to build and improve their technological competence, this
section explores how they plan their own development and the extent of support they receive
from their employers. Using both quantitative and qualitative data, it presents an overview of
CPD practices among Saudi translators. The focus is on personal efforts to engage in CPD and

the internal (within the workplace) and external (outside of the workplace) CPD activities.

4.7.1 Personal Planning for CPD

This part of the survey explored how translators plan their own professional development, in
relation to the question about whether or not respondents had a personal CPD plan. Table 4.11
(below) shows that 83% (n=206) of respondents claimed to have such a plan, so there exists
significant awareness of the fact that CPD can improve technological competence.
Interestingly, fewer translator training graduates (77%, n=96) reported having personal CPD
plans than language-related graduates (87%, n=108), a difference that may form part of the
explanation for reports of higher self-assessed competence levels across multiple technology-

related competencies by the latter group.

Table 4.11 Availability of personal CPD plans

BA Pathway Yes No
Translator training graduates (n=124) 77% 23%
Language-related graduates (n=124) 87% 13%
All respondents (n=248) 83% 17%

The finding that some Saudi translators have no plan for professional development represents
a cause for concern, although the high proportion of respondents who do have a CPD plan is
encouraging. Translators lacking this career development strategy may inadvertently overlook
areas in which they need to improve or be unable to select CPD activities relevant to enhancing

their practice and advancing their careers. Any efforts they may make in this direction, however
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well-meaning, may then be a waste of time. The group discussion supplied context to this
finding, as several challenges were identified that render CPD planning onerous for some

translators, especially at the beginning of their career.

Strong awareness of the value of CPD, particularly its utility in bridging competence gaps, was
evident among all participants, as they unanimously agreed that it is required to stay up to date.
PT1, an experienced translator, stressed the importance of having a clear CPD plan, particularly

for new translators:

Having a personal plan for professional development is very important for a translator,
particularly for novice translators, to develop their skills in using translation
technologies, especially CAT tools.

This reflects an understanding that academic training alone may not fully prepare graduates to
use translation technologies effectively, highlighting the need for CPD planning. It also points
to a specific area where BA training may be limited (i.e., CAT tools). The discussion raised two
common challenges that some translators face in planning their CPD: a lack of clear planning

among novices and the absence of early-career guidance from employers.

®,

¢ Lack of CPD Planning among Novice Translators

Although novice translators understood the importance of CPD, they often lacked clear plans

for how to approach it. PT5 openly admitted:

To be honest, I do not have a clear personal plan for professional development.

This typifies a distinct trend among early-career translators: they may understand the benefits
of CPD, but without clear planning, have no way of reliably translating this awareness into

action.

*

¢ Navigating CPD without Early-Career Guidance

Some participants noted that even if translators intend to engage in CPD, they lack early-career
guidance and planning support from employers. The absence of early guidance may make it
difficult for translators to identify the most beneficial CPD activities that are directly relevant
to their work. PT6, a mid-career translator, reflected on how earlier experiences at work shaped

the way they thought about CPD planning:

At the beginning of my career, I did not have a clear plan for professional development. [
used to attend various courses to develop my skills in different domains. But over time
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and as the workload increased, I became more aware of the courses that I should attend
and more selective in choosing the CPD activities that are directly related to my work.

Insights like this hint at the problems that translators, particularly at an early stage, can
experience on their CPD journeys, as prioritising the most relevant competencies is extremely
difficult in the absence of proper guidance. Translators tend to become more focused as they
gain more experience, but an initial lack of support can have considerable knock-on effects on
the efficiency and trajectory of their development. Taking the findings together, it can be seen
that translators have a high level of awareness about CPD, but many struggle to identify
professional priorities and the appropriate areas of focus to develop competencies, especially
those in their early careers. These kinds of difficulties may cause some to either forgo
professional development entirely or invest in training opportunities with limited relevance and

potential returns.

4.7.2 Employer Support for CPD

This section of the study examines the extent to which employers support the professional
development of translators through internal and external CPD activities. The survey explored
both the type and frequency of employer-supported CPD activities, and these quantitative
findings are followed by qualitative data that clarify how employers engage with their
translators’ development needs. Together, the results offer a deeper understanding of the current
CPD landscape in the Saudi translation industry and help identify areas where support can be

strengthened.

4.7.2.1 Survey Findings

The respondents were first asked a yes/no question about whether their employers provide them
with CPD opportunities specifically aimed at developing technological competence. The
responses reveal that only 37% (n=92) confirmed receiving such support, while the majority
(63%, n=156) indicated that they do not receive any CPD support from their employers in this
area. Following this, the survey included a broader question using a three-point Likert scale
(1=never, 2=occasionally, 3=regularly) to assess how frequently Saudi employers either
organise internal CPD activities or support participation in external ones. Internal CPD refers
to training activities offered within the workplace, while external CPD refers to those taking
place outside the workplace, often through third parties. This question covered 14 specific CPD
activities (seven internal and seven external) to identify which are most commonly supported

by employers and which are lacking.

134|Page



Figure 4.13 (below) illustrates the respondents’ views on how frequently their employers
provide seven types of internal CPD activities. The findings reveal a wide variation across
activities, with relatively low regular provision and a notable number of respondents selecting
never for many of the items. Seminars and workshops were the most frequently provided, with
25% (n=62) of respondents reporting regular access. An additional 45% (n=112) said they
receive them occasionally, while 30% (n=74) reported never receiving such opportunities. By
contrast, activities critical for novice translators (orientation/induction and mentoring) were
less commonly available, regularly received by only 15% (n=37) and 17% (n=42) of
respondents, and almost half claimed never to have been offered them at all: 44% (n=109) for
orientation and 48% (n=119) for mentoring. On-the-job training, an important activity for
learning during normal day-to-day tasks, was provided regularly to 20% (n=50) and
occasionally to 32% (n=79) of the respondents. Nearly half (48%, n=119) stated that this form
of support was absent in their workplace. Both types of in-house short courses, whether
delivered by internal or external trainers, received low regular provision ratings, at 20% (n=50)
and 16% (n=40), respectively. In each case, over half of the respondents reported no access to
this kind of training. Guest speaker sessions received the lowest regular provision rating, at just

11% (n=27), and were never offered to 51% (n=127) of the respondents.
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Figure 4.13 4.10 Frequency of internal CPD activities

These results suggest that internal CPD activities are not consistently embedded in workplace
practices. An average of only 18% (n=45) of the respondents stated that they regularly received
any of the internal CPD activities listed in the survey, while 46% (n=114) reported that they
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were never offered any. The Saudi translation industry may, therefore, be severely limited in
its continuous learning and development for translators due to this critical gap in internal CPD

provision.

Regarding external CPD activities, the results show generally low levels of regular support,
with none of the activities selected by more than 17% (n=42) of the respondents as being
regularly supported by their employers (see Figure 4.14, below). The highest reported support
was for short courses with external educational platforms (17%, n=42) and attending
conferences (16%, n=40). In both cases, about one-third of the respondents said their employers
occasionally support these opportunities, while 46% (n=114) said they had never received any

such support.

Other external activities received even less regular support. Conference-related workshops
were regularly attended by only 13% (n=32) of the respondents, and just 14% (n=35) regularly
received support for collaborative training with other companies or academic institutions. No
support at all in these areas was reported by over half of the respondents. The least supported
activity was visiting other translation companies, with only 10% (n=25) receiving regular
support and 67% (n=166) stating that they had never been offered such an opportunity. Long-
study courses also showed very little support, with only 16% (n=40) reporting regular support
and 58% (n=144) stating they had received none. To take these findings together, a small
minority of respondents (14%, n=35) reported receiving regular external CPD support, with a
third (32%, n=79) receiving it occasionally and over half (54%, n=134) never receiving support
of this kind. This starkly reveals that external CPD opportunities are severely underutilised in
the Saudi translation industry, despite their known utility in helping translators keep pace with

translation technologies and industry practices.
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Figure 4.14 Frequency of external CPD activities

To conclude, the survey results suggest that employer support for CPD activities, both internal
and external, is very limited, but support for external CPD is less available. This lack of access
to CPD opportunities largely restricts translators’ ability to develop and maintain technological

competence to fulfil industry requirements, causing them to seek out independent CPD.

4.7.2.2 Qualitative Findings

In the focus group discussions, participants from various work sectors shared their experiences
with employer support for CPD. Between them, the nine individuals represented freelance
(n=3), public sector (n=3), and private sector (n=3) work arrangements. Sector-specific trends
were evident in the discussion, as well as common challenges related to employer involvement

in professional development.

0,

¢ CPD Support for Freelance Translators

Freelance participants consistently reported a complete absence of employer support for CPD.

All three described their professional development as entirely self-directed. PT1 explained:

I have not had any professional development opportunities, whether internal or external,
offered by employers. I worked as a freelance translator for many governmental and
private entities, and no CPD support was provided to me.

PT5 added:

[...] professional development is 100% self-driven, with no support or involvement from
my employers.
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These responses suggest that freelance translators, regardless of the sector they serve, are solely

responsible for identifying, funding, and pursuing their own professional development.

<+ CPD Support for Translators in the Public Sector

Participants working in the public sector reported a similar lack of CPD support from their
employers as freelancers, stating that they rely entirely on their own efforts to develop their

competencies without employer assistance or guidance. PT9 said:

We have not received any support for professional development opportunities, either
within or outside the workplace. Regrettably, I feel that there is a significant
underestimation of the translators role, with a belief that their job is easy, that they simply
translate words from one language to another effortlessly.

This highlights two key issues: the lack of formal CPD support in institutional settings and an
undervaluing of translators’ work, which may impact how CPD is prioritised within these

organisations.

®,

¢ CPD Support for Translators in the Private Sector

Participants from the private sector reported mixed experiences. While two confirmed a lack
of CPD support in their workplace, the third offered a different perspective, explaining that
their employer, a company specialising in translation, provides CPD funding through an
educational platform. However, the participant clarified that this support is limited to financial

provision and does not include follow-up engagements from the employer. As PT4 described:

[...] sometimes, the support provided for CPD is not through offering activities but
through other means. The organisation I work for allocates an annual budget for
professional development through a specific educational platform, but they do not follow
up on the details of what I do or learn from that platform.

This suggests that employer support in the private sector may vary not only in extent but also
in form. Some employers may be willing to invest financially in their translators’ professional
development but lack the awareness to monitor development or align it with their requirements.
This variation could reflect differing levels of understanding across private sector organisations
about the complexity of translation work and the specific training required to develop

translators’ competencies, particularly in the use of translation technologies.
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*+ Employer Awareness of the Professional Training Needs of their Translators

A common sub-theme across all groups was that employers often lack awareness of translators’
specific training needs. This includes both the nature of their work and the use of translation
technologies. There is, therefore, a mismatch between whatever CPD activities may exist and

the real requirements of translators. PT7 commented:

[...] they [employer] lack sufficient awareness of our training needs and how we use
translation technologies.

The findings from the group discussion demonstrate that translators in Saudi Arabia face
challenges in securing employer support for CPD even while being aware of its importance.
These challenges include the absence of structured CPD opportunities and a lack of awareness
among employers about translators’ needs, particularly in relation to translation technology.

This appears to be a common issue across translators in all employment sectors in Saudi Arabia.

4.8 Chapter Summary

This chapter has presented the findings from the Translator Study, which explored the
technological preparedness of translators in Saudi Arabia through both quantitative and
qualitative data. It began by outlining the demographic and academic backgrounds of the
respondents, revealing that many held BA degrees from broader language-related programmes.
The analysis then turned to the respondents’ reflections on BA training, showing that they had
limited practical exposure to CAT and MT tools during their studies. Despite recognising the
high importance of translation technology in the industry, particularly in activities such as post-
editing, CAT tool use, and file processing, many respondents lacked hands-on experience with
these tools. The self-assessment results show generally average competence across basic
technology-related activities, but lower confidence in more advanced areas such as configuring
MT systems, handling markup languages, and localisation. Interestingly, language-related
graduates rated themselves higher in 10 of the 13 competencies compared to translator training
graduates, suggesting that factors beyond academic training may play a significant role in
competence development. The chapter also examined CPD practices, finding that while most
translators had personal CPD plans and were aware of their importance, novice translators often
lacked early-career guidance and support. Employer involvement in CPD was found to be
limited; internal CPD activities (e.g., seminars, mentoring, and in-house courses) were
provided irregularly, and external opportunities (e.g., conference attendance, study courses, and

training collaboration with other institutions) were even less supported. Qualitative insights
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reveal sector-specific disparities: freelancers and translators from the public sector reported no
CPD support, while private-sector translators experienced mixed levels of engagement,
depending on how well employers understood the complexity of translation work. The findings
also reveal a general lack of awareness among employers regarding translators’ professional

training needs, particularly in relation to the use of translation technology.
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Chapter 5 Findings of the Employer Study

5.1 Introduction

The Employer Study findings are detailed in this chapter, comprising the results of the analysis
of the surveys completed by 46 translation employers in Saudi Arabia. Employers are a key
stakeholder group in the industry because of their role in evaluating how prepared translators
are for professional work and in shaping the expectations of technological competence. Their
perspectives can therefore provide insight into how academic programmes could align their
curricula and training practices with the requirements of the translation industry. The Employer
Study aims first to investigate the technology-related requirements of the Saudi translation
industry from the employer’s perspective, and second, to assess how employers evaluate the
competence of their current translators in using translation technologies (i.e., most-used
software tools and activities identified as important in the industry). The study further explores
employer support for CPD, including how often internal and external CPD activities are
provided and supported in the Saudi translation industry, as perceived by the employers
themselves. The chapter begins by presenting information about the translation entities that the

surveyed employers represented in the study.

5.2 Background Information of the Respondents

This section provides an overview of the background characteristics of the employers who
participated in the study, reporting the types of organisations they represent and the language

pairs they work on.

The respondents came from a range of employment sectors (see Figure 5.1, below), offering a
diverse cross-section of the Saudi translation industry. The largest proportion of responses
came from employers working in LSPs, who accounted for 35% (n=16) of the sample. This
was followed by respondents from the governmental sector (26%, n=12) and then from private
companies not classified as LSPs (22%, n=10). The primary translation sectors in Saudi Arabia
are therefore represented in this sample distribution, as it contains a variety of employer
experiences and requirements. This is important from a research perspective (e.g., Hao & Pym,
2021), as it ensures that the data comprises the views of employers from a range of employment
sectors and translation settings, thereby accurately reflecting the real requirements of the
industry as a whole. The sample appears to be appropriately representative of the local industry

landscape when compared with relevant past studies (e.g., Alshaikhi, 2018) and can therefore
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form a reasonable foundation for studying translation technology-related requirements and

industry practices in Saudi Arabia.

= Governmental

= Semi-governmental
= Private (non-LSP)
= LSPs

Figure 5.1 Employer Study participants by employment sector

The survey served the supplementary purpose of allowing an estimation to be made of the size
of each organisation or company that participated in the study without the risk of discouraging
participation, reducing the accuracy of the responses, or violating participants’ privacy by
asking income or money-related questions. Respondents were instead asked to provide the
number of translators in their organisation, inclusive of both full-time and freelance employees,
which gave a general indication of organisational size. A range of entities was represented in
the survey, with size judged as follows: an organisation with fewer than 5 translators was
classed as small, between 6 and 10 translators was medium-sized, and more than 10 translators
classed the organisation as large. The variety found in the results supports the sample’s
workplace scale and operational capacity diversity. The employers all confirmed that the
English <> Arabic language pair was the main focus of their translators’ work, though French

and Spanish formed an element of the work of some.

5.3 Employer Requirements: Translation Technology-Related Competencies

This section investigates the technology-related competencies that Saudi employers prioritise
when recruiting new translators. The respondents were asked to indicate the importance of 13
specific competencies, adapted from Toudic (2012) and organised into four groups (i.e., MT,
CAT, Multimedia, and DTP). These are the same items included in the Translator Survey for
competence self-assessment (see Chapter 4, Section 4.6). However, the current survey aimed
to identify the technology-related requirements of the translation industry from the perspective
of employers, with each competence rated for importance using a four-point Likert scale of not

required, not so important, important, and essential.
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The MT group included three competencies: pre-editing, post-editing, and configuring MT
systems (see Figure 5.2, below). The first two of these were most strongly emphasised by the
employers, but all were considered important. 26% (n=12) of the respondents rated pre-editing
as essential, and 48% (n=22) rated it important, for a total of 74% (n=34) considering this a
key requirement. Only 11% (n=5) described pre-editing as not so important, and 15% (n=7)
did not require it at all. Preparing and modifying texts for MT is, therefore, a crucial
competence for translators from the perspective of employers, and as this is a preparatory step
to improve MT output quality, this is unsurprising. A similarly high 39% (n=18) of respondents
rated post-editing as essential, and 33% (n=15) rated it important, making this competence
highly valued by almost three-quarters (72%, n=33) of employers when recruiting translators.
These figures confirm the near-universal use of MT and the necessity of enhancing the output
of MT through human revision, which reflects how the use of adaptive NMT is becoming an
industry trend. Configuring MT systems, by contrast, received the lowest priority of the three,
yet still within the range of high importance, with a combined total of 65% (n=30) of the
respondents rating it as either essential (26%, n=12) or important (39%, n=18). Those who
considered it not so important made up 20% (n=9), and 15% (n=7) did not require it. This
implies that while advanced competence in MT configuration is not the main priority of most
employers, it is nevertheless considered valuable in many work environments to be able to

adapt MT engines to specific tasks.

100
90
80
70

X
P 60
&
= 50
P
5 40
-
30
20
10
Ability to pre-edit texts for Ability to post-edit MT Ability to configure MT
MT outputs systems.
m Essential 26 39 26
B Important 48 33 39
m Not so important 11 11 13
B Not required 15 17 22

Figure 5.2 Importance of MT-related competencies

Five CAT-related competencies were rated highly by employers: TM use, terminology

management, processing and converting file formats, using markup languages, and
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programming and modifying macro-commands. This demonstrates the importance of such
tools in modern translation workflows. Figure 5.3 (below) shows that terminology management
was the most highly valued competence, rated as essential by 41% (n=19) and important by
44% (n=20) of the respondents, totalling 85% (n=39). Only 4% (n=2) thought it not so
important, and 11% (n=5) did not require it. This high rating reveals that employers in the Saudi
translation industry clearly consider the ability to use TB for terminological consistency and
accuracy, especially in technical or specialised areas, indispensable. The use of TM was
similarly broadly recognised, with 74% (n=34) considering it either essential (33%, n=15) or
important (41%, n=19). It was viewed as not so important by 9% (n=4) and not required by
17% (n=8). This confirms that TM is fundamental for many employers, likely due to its utility

in improving speed, consistency, and handling repetitive content.
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Figure 5.3 Importance of CAT-related competencies

File processing and format conversion was rated with a high level of importance by almost the
same proportion of respondents, as 48% (n=22) thought it essential and 30% (n=14) important.
Translators are, therefore, expected to work comfortably with a range of file types (e.g.,
documents, spreadsheets, and multimedia files) by 78% (n=36) of Saudi employers. Meeting
the professional translation needs of clients and employers requires more than simply altering
text; it involves preparing and adjusting various types of content, so translators capable of this
are better equipped to meet industry requirements and effectively contribute to a variety of

projects and tasks.
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The use of markup languages was not rated as highly as the previous competencies but was
still considered important by almost two-thirds (63%, n=29) of respondents, with 30% (n=14)
saying essential, and 33% (n=15) saying important. This means that a majority of employers
expect a basic level of familiarity, at least, with markup languages from their translators. This
competence is most often required in work involving digital or web-based content, as the
translation process must preserve formatting and structure. 22% (n=10) did not require this
competence, and 15% (n=7) considered it not so important, but the results overall suggest that
translators who understand markup languages are still in possession of a useful asset,

particularly if they wish to work in digital environments.

The competence scoring the lowest rating of value was programming or modifying simple
macro-commands, as less than half (46%, n=21) thought it important. 22% (n=10) viewed it as
essential and 24% (n=11) as important, while more than a quarter thought it not so important
or not required (28%, n=13 and 26%, n=12, respectively). It can be said that these kinds of
programming skills are generally not required in the Saudi translation industry, although some
employers do recognise their potential to save time and improve consistency through the
automation of certain tasks. However, it is also possible that the relatively low importance
attributed to programming reflects limited awareness among employers of the wider

automation potential such skills can unlock in translation workflows.

Four multimedia-related competencies were also rated by the employers (Figure 5.4, below):
understanding mobile technologies, localising multimedia websites, using speech recognition
systems, and understanding software or video game localisation processes. These competencies
were generally considered valuable by most of the employers surveyed, although variations in
the responses between these items should be noted. Understanding mobile technologies was
thought essential by 35% (n=16) and important by 37% (n=17), totalling 72% (n=33) who
expect translators to have familiarity with mobile technologies. This suggests that many
employers see mobile-related knowledge as a valuable part of modern translation work. 13%
(n=9) of the remaining respondents described this as not so important, and 15% (n=12) did not
require it; however, this indicates that not all Saudi translation workspaces rely on mobile
technology. The clear trend toward the use of mobile technology in professional translation is
nonetheless evident, and this is expected to increase as everyday communication increasingly
incorporates mobile applications and platforms. It is the translator’s job to adapt content in a

way that is appropriate to these formats. This shows that translators in Saudi Arabia should
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develop this competence to be more attractive to employers and improve their readiness for

future workflows.

A similar pattern was found for the ability to use speech recognition systems. Respondents
thought it essential at a rate of 15% (n=7) and important at a rate of 39% (n=18), but a fifth
(20%, n=9) considered it not so important and over a quarter (26%, n=12) did not require it.
The use of speech tools may therefore be necessary in some workplaces, but more likely in

more specialised settings, depending on the nature of the work.
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Figure 5.4 Importance of multimedia-related competencies

The results also show that Saudi employers value translators who can work on localising digital
and multimedia content, with over half of respondents (56%, n=26) considering localising
multimedia websites as either essential (13%, n=6) or important (43%, n=20). This competence
is most sought after in roles involving online materials, including websites, digital brochures,
or interactive media, but is less relevant to the work of the 20% (n=9) who considered it not so
important, and the 24% (n=11) who did not require it. This diversity of views is likely a
reflection of the different types of translation projects dealt with by the organisation surveyed,
as some may find digital content a common element of their work, while others may rarely
encounter it. The localisation of software and video games was similarly rated as essential by
13% (n=6) and important by 33% (n=15), so almost half of the respondents seek this
competence in their translators. Some did not prioritise this competence, as 19% (n=9)

considered it not so important and 35% (n=16) not required. These results are mixed and may
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indicate the more specialised nature of software and game localisation, with its relevance
limited to specific types of workplaces or projects. From the respondents’ perspectives as
individual employers, they may assign tasks of this kind to specialist teams or have little or no
direct involvement in digital product localisation. Overall, the analysis found that knowledge
of localisation may represent a particularly valuable area for translators who wish to join

translation sectors in which digital content is central and emphasised.

The employers were also asked to rate the importance of potential new employees having
competence with DTP tools, which are generally used for formatting and preparing documents
for publication. Many stated that they found this valuable, but it was not considered essential
by all. The use of DPT tools was thought essential by 22% (n=10) and important by 37%
(n=17), totalling 59% (n=27). A translator’s ability to work with DTP tools is therefore sought
after by more than half of employers, but around a quarter (24%, n=11) rated it not so important,
and 19% (n=9) did not require it, possibly since different translation workplaces work with
different types of documents. For example, some jobs may involve preparing print-ready
materials, while others may not require much formatting. These results suggest that while
familiarity with DTP tools is not always essential, they are still considered helpful in many

translation settings.
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Figure 5.5 Importance of DTP

In the overall assessment of the survey analysis for this section, it is evident that two-thirds of
respondents (65%, n=30) considered the 13 technology-related competencies essential or
important when hiring new translators. This shows a growing trend among Saudi employers to
expect graduates to be familiar with the key technologies of their profession upon graduation

from university. Insights like this one, along with the others provided by the results in this
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section, can help inform the development of BA curricula in Saudi Arabia by highlighting the

technology-related competencies most valued by employers recruiting new translators.

5.3.1 Evolution of Translation Technology-Related Requirements: Quasi-longitudinal

Analysis (2012-2025)

The results described in the previous section can be compared with those from three earlier
studies that used the same question and scale: Toudic (2012) in Europe, Alshaikhi (2018) in
Saudi Arabia, and Liu (2023) in East Asia (reported in Chapter 2, section 2.5). This allows for
a quasi-longitudinal examination of how employers’ perceptions of the importance of the 13
technology-related competencies have evolved over time due to the accelerating pace of
technological advancements in the translation industry. This can reveal competence areas that
are growing more or less useful to employers and help identify trends over time and across
different parts of the world (i.e., Europe, the Middle East and East Asia). The mean scores of
the 13 competencies from the studies under comparison are presented in Table 5.1 (below).
Together, these results provide a useful picture of how technology-related requirements of the

translation industry have shifted over the past decade.

In the MT group, the comparison shows a clear rise in importance over time, especially in the
current study. For example, pre-editing received a much higher score in the current study (3.05)
than in Liu (1.96), Alshaikhi (2.53), and Toudic (1.76). Post-editing exhibits a similar increase,
rising from 1.96 in 2012 to 2.94 in the current study, suggesting that MT-related competencies
are fast becoming integral to translation work as the widespread use of NMT systems grows in
professional settings. Although the ability to configure MT systems received slightly lower

scores than the other two competencies, it still showed a noticeable increase over time.

CAT-related competencies continue to be among the most highly valued. In particular, the
ability to extract and manage terminologies received the highest mean score across all groups
(3.15), showing a steady increase from earlier studies. The same pattern applies to file
processing and format conversion, which climbed from 2.73 in 2018 to 3.13 in the current
study. The ability to use TM also remained high, and although slightly lower than in Toudic’s
European study, it still shows a marked rise compared to Alshaikhi’s results. This result may
indicate regional variations, in the case the long-standing integration of TM systems in
European translation practices. Interestingly, the competencies of markup language use and

macro-commands, while slightly lower in importance, also show upward movement,
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suggesting that more employers now recognise the value of technical flexibility and automation

in translation.

In the multimedia group, there is also an upward trend. The current study yields the highest
scores for understanding mobile technologies (2.92), surpassing those of Liu (2.29), Alshaikhi
(2.67), and Toudic (2.19), reflecting the growing presence of mobile platforms in
communication and translation work. Localising multimedia websites received mixed results:
it was rated lower in the current study (2.45) than in Alshaikhi (2.87) but still higher than in
Liu and Toudic. Steady growth is evident between the studies in the use of speech recognition
systems, increasing from 1.56 in 2012 to 2.43 in the present study, indicating that voice-to-text
tools are receiving growing interest. The ability to localise software and video games grew
moderately but consistently, implying that even though it is not required across all translation

settings, this competence is increasing in relevance.
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Table 5.1 Four study comparison of employer evaluation of technology-related competencies

Current study | Liw’sstudy | Alshaikhi’s Toudie

Competence Item (2023) study (2018) (2012)
Saudi Arabia

East Asia | Saudi Arabia Europe

MT-related competencies

Ability to pre-edit texts for MT 3.05 1.96 2.53 1.76
Ability to post-edit MT outputs 2.94 228 2.73 1.96
Ability to configure MT systems. 2.69 2.15 2.80 1.97

CAT-related competencies

Ability to extract and manage terminologies 3.15 2.68 3.00 279
Ability to process files in and convert files to different formats. 3.13 2.79 2.73 2.88
Ability to use TM 2.88 2.79 2.53 3.09
Ability to understand and vse markup languages. 2.71 252 not included 2.50
Ability to program and/or modify simple macro-commands, 242 2.03 227 1.87

Multimedia-related competencies

Ability to understand mobile technologies 2.92 229 2.67 2.19

Ability to localise multimedia websites. 245 233 2.87 226

Ability to use speech recognition systems 243 1.91 not included 1.56

Ability to understand software/video game localisation processes. 224 242 2.60 2.05
DTP competence

Ability to use and parameter DTP tools. 2.58 227 2.60 2.09

The use of DTP tools has also gained more recognition, with a mean score standing at 2.58 in
the current study, marginally higher than that found by Alshaikhi (2.60) and considerably
higher than in the results of Toudic (2.09) and Liu (2.27). This demonstrates the greater
expectations among employers for the ability to carry out layout and formatting tasks, which

may be most useful when the work involves publications or complex file types.

In summary, this comparison shows a clear trend toward higher expectations for technology-
related competencies in the modern translation industry. Employers in the current study gave
consistently higher importance ratings to most competencies than those in earlier studies,
particularly in the areas of MT and CAT tools. Everyday workflows, therefore, seem to have
greater integration of translation technologies, which have become essential to practice in the
industry. Growing relevance is also observed in the domains of multimedia and DTP, as

translators are increasingly expected to handle a wide range of content types. The findings of
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this quasi-longitudinal comparison, which has tracked how employers’ perceptions of the
importance of technology-related competencies in newly-employed translators have changed
since 2012, provide a definitive reason for Saudi BA programmes to ensure that their curricula
are regularly updated to keep pace with the fast-changing requirements of the translation

industry, particularly when taking into account changes in the region and global developments.

5.4 Employers and Technology: Competence Assessment of Current Translators

This section presents how the surveyed employers perceive the technological competence of
their translators, focusing on two main areas: translators’ ability to use key MT and CAT tools,
and their competence in performing the top 12 technology-related activities previously
identified by the translators as highly important in their daily work. The findings help identify
strengths in competence and areas where translators are less competent and require further
training, and offer valuable guidance for BA programmes to update their curricula to better
prepare students for the requirements of the translation industry. This section also relates to the
triangulation method used in this research, as it compares the employers’ assessments with the
self-assessments provided by the translators in Chapter 4. This dual perspective adds depth to
the analysis and offers a more balanced understanding of current competence levels among

Saudi translators in the industry.

5.4.1 Competence Assessment: MT and CAT Tools

The survey presented respondents with the same list of 31 tools, adapted from Rothwell and
Svoboda (2019), allowing them to rate the tools most frequently used by their translators and
provide an assessment of their perceived competence in using them. This question aimed to
determine the most commonly used tools, gain an idea of how competent the employers
perceive their translators to be in using these tools, and compare the results with the translators’
self-assessments. This triangulated perspective can provide a more thorough understanding of
Saudi translators’ level of technological competence, taking into account the perceptions of

both employers and the translators themselves.

As outlined in Section 4.6.1, the top 10 translation tools were selected based on the responses
from both translators and employers who indicated which software tools were frequently used
in their work (see Table 4.7). These represent a shared core of widely used MT and CAT tools
in the Saudi translation industry. For each selected tool, the surveyed employers assessed their

translators’ competence using the same five-point scale from the Translator Survey (from weak
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to excellent). The N/A option was also included for cases where the tool was not used in their

workplace.

Figure 5.6 (below) presents the employers’ assessments of their translators’ competence in
using the first five most frequently used MT and CAT tools. Among these, Google Translate
received the most favourable ratings, with 22% (n=10) of the respondents describing their
translators as excellent and 28% as competent. This means that this MT tool is considered by
exactly half (50%, n=23) of employers to be used by their translators at a high level. 13% (n=6)
gave their translators an average rating, while 17% (n=8) evaluated their translators as sub-
competent or weak with Google Translate. These figures reveal that despite the near-universal

use of Google Translate, some translators may not be equipped to make effective use of its

capabilities.
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Figure 5.6 Employer’s assessment of tool competence (Items 1-5)

Employer evaluations of translators’ CAT tool use displayed less confidence. Only 24% (n=11)
considered their translators competent or excellent in the use of Trados Studio even though it
is used often in daily work, while a much larger proportion of 39% (n=18) rated their translators
as weak or sub-competent, with only 7% (n=3) describing their level as average. This suggests
that Saudi translators have a low level of competence with Trados Studio despite its important
role in the industry. Similar results were noted for memoQ: despite being among the top-used
tools, only 18% (n=9) of the employers rated their translators as excellent or competent, while
32% (n=15) assessed them as sub-competent or weak. SmartCAT received comparable ratings,

with just 17% (n=8) of the respondents rating their translators as competent with it. Worryingly,

152|Page



the same proportion described their translators as weak or sub-competent with SmartCAT as
with Trados Studio (39%, n=18), and again just 7% (n=3) considered them average. The
significant confidence gap highlighted by these findings is important to address, as SmartCAT,
in particular, is witnessing increasing adoption in the translation industry. Lastly, Phrase
received the lowest confidence ratings, as only 13% (n=6) of the employers perceived excellent
or competent abilities with this in their translators, while a substantial proportion (41%, n=19)
thought them sub-competent (11%, n=5) or weak (30%, n=14). This indicates that many

translators may lack sufficient experience or training with this tool.

Figure 5.7 (below) presents how the employers evaluated their translators’ competence in using
the remaining five tools ranked 6th to 10th in the list (i.e., Microsoft Translator, Wordfast
Classic, Wordfast Anywhere, Déja Vu, and Matecat). At a glance, the results suggest that
translators’ competence in these tools was rated lower than for those in the previous group.
Starting with Microsoft Translator, only a small number of the employers rated their translators
as excellent (4%, n=2) or competent (5%, n=2), while 15% (n=7) considered them average.
However, over one-third of respondents believed their translators were either sub-competent
(13%, n=6) or weak (24%, n=11). The N/A option was chosen by 39% (n=18) of the
respondents, so not all organisations employ this tool. However, Microsoft Translator remains

a common MT tool industry-wide, even while many Saudi translators are not very capable of

using it.
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Figure 5.7 Employer’s assessment of tool competence (Items 6-10)
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The two Wordfast products (i.e., Classic and Anywhere) received similar ratings. Less than a
fifth (18%, n=8) of employers rated their translators as excellent or competent with Wordfast
Classic, but 28% (n=13) considered their translators weak. Close to half (48%, n=22) selected
N/A for this tool. Wordfast Anywhere yielded even less encouraging results, with just 15%
(n=7) seeing excellent or competent abilities in their translators with this, and 24% (n=11)
rating them as weak. As before, nearly half (46%, n=21) selected N/A. These results, with low
competence ratings and high N/A responses, indicate that Wordfast products are neither
commonly taught nor widely used. The employers also expressed limited confidence in their
translators’ ability to use Déja Vu. One of the employers surveyed (2%, n=1) rated their
translators as excellent with this tool, and only two more (4%, n=2) considered them competent.
This stands in stark contrast to the 31% (n=14) who thought their translators’ abilities with it
were weak, and 13% (n=6) thought them sub-competent. As with the previous few tools, almost
half (48%, n=22) stated that Déja Vu was not used in their work contexts. Matecat continued
the trend of low perceived competence, as 28% (n=13) of the employers rated their translators
as weak, and 9% (n=4) as sub-competent, while only 11% (n=5) described them as excellent

or competent. 48% (n=22), again, indicated that their translators did not use this tool.

The results of this section, taken in their totality, reveal clear competence gaps among Saudi
translators with their use of a variety of CAT and MT tools, the extent of use of which was
found to be diverse across the Saudi translation industry. While some tools may not be widely
used in every workplace, the overall pattern suggests that employers may not be fully confident
in their translators’ ability to work effectively with most of them. The relatively low ratings for
many tools, even those frequently used, raise concerns about how BA programmes integrate
them into training practices. The results demonstrate that translators may not meet industry

expectations or take full advantage of these tools in their work.

5.4.1.1 Comparative Analysis of Tool Competence: Translators’ Self-assessment vs.
Employers’ Assessment

To provide an in-depth understanding of how Saudi translators’ technological competence is

viewed from different perspectives, a comparative analysis was carried out using the self-

assessments of translators and the corresponding evaluations provided by their employers. This

triangulation helps draw a clearer picture of the actual technological competence landscape of

the Saudi translation industry.
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Table 5.2 (below) directly compares the mean scores and perceived competence levels for the
top 10 MT and CAT tools as perceived by translators and employers. A consistent trend is
evident: translators rated their own competence more positively than their employers did. With
Google Translate, for example, the majority of translators considered themselves excellent in
its use, with a very high mean score of 4.25, while the employers’ rating only fell within the
competent range (3.64). For the less commonly used tools, such as MemoQ, SmartCAT, Phrase,
and Microsoft Translator, translators perceived themselves as having average competence, but
employers disagreed, providing a rating of sub-competent. Even for Trados Studio, the most
prominent CAT tool, both groups agreed on an average competence level, although the

translators’ self-ratings were slightly higher.

Table 5.2 Comparative tool competence ratings of translators and employers

Software Tool Translators | Competence | Employers | Competence
(n=248) Level (n=46) Level
Google Translate 4.25 Excellent 3.64 Competent
Trados Studio 3.10 Average 2.63 Average
MemoQ 2.96 Average 2.49 Sub-competent
SmartCAT 3.02 Average 2.30 Sub-competent
Phrase 2.99 Average 2.25 Sub-competent
Microsoft Translator 3.22 Average 2.21 Sub-competent
Wordfast Classic 2.30 Sub-competent 2.52 Sub-competent
Wordfast Anywhere 2.31 Sub-competent 2.33 Sub-competent
D¢ja Vu 1.88 Sub-competent 1.67 Weak
Matecat 2.31 Sub-competent 2.04 Sub-competent

The ratings for Déa Vu and Matecat most clearly illustrate the contrast between the
assessments of translators and employers: although translators acknowledged their abilities to
be sub-competent for both tools, the employers considered them even less capable than this, as
Dé¢ja Vu received a weak overall rating. The results consistently show a clear perception gap:
employers had a lower opinion of their translators’ competence across all 10 tools than the
translators had of their own competence. There are two likely explanations for this discrepancy.
The first is that the limited feedback available in Saudi translation workplaces means translators
may overestimate their abilities, and the second is that employers’ expectations for the required
level of technological competence for professional translation work are set higher than the
reality of the workforce’s abilities. An evaluation of the current state of Saudi translators’

technological competence cannot be made, and the identification of areas where perceptions,
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and potentially also practices, need to be aligned cannot be done without understanding this

divergence.

5.4.2 Competence Assessment: Translation Technology-related Activities

This section presents how the surveyed employers assessed their translators’ ability to perform
the top-rated translation technology-related activities (i.e., 12 items identified as important by
the translators). Respondents were asked to rate their translators’ level of competence in each
activity on a five-point Likert scale (from weak to excellent). The N/A option was also available
for cases where a respondent was unsure about the competence level. The results help identify
areas of strength and weakness across important activities, offering valuable insights into which

competencies may require greater emphasis and attention in Saudi BA programmes.

Figure 5.8 (below) shows the employers’ assessments of their translators’ competence across
four CAT-related activities: use of TB, use of TM, applying QA features, and working with
TMS. The highest levels of competence were reported for TB and TM use. Employers rated
their translators as excellent with the use of TB at a rate of 28% (n=13), with 24% (n=11) rating
them as competent. Use of TM was rated as excellent by almost the same proportion as for TB
(30%, n=14), but in this case only 13% (n=6) considered them competent. It seems, therefore,

that translators are largely proficient in supporting consistency and productivity with essential

CAT functions.
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Figure 5.8 Employers’ assessment of CAT-related activities
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Employers’ ratings were more mixed for the use of QA features and TMS. QA features received
an excellent rating from only 13% (n=6) of respondents, with double this (26%, n=12) selecting
competent. 13% (n=6) of the employers rated their translators as excellent with TMS, and 20%
(n=9) thought them competent, but around a third chose N/A for QA features (35%, n=16) and
TMS (33%, n=15), showing that a not inconsiderable amount of Saudi employers either have
no direct involvement in translator assessment, or their workplaces lack feedback mechanisms.
Lower ratings were also observed across the four activities. For example, 13% (n=6) rated their
translators as sub-competent in using TB, and 9% (n=4) gave the same rating for TM. Ratings
of weak competence were relatively rare for TB and TM, but more visible in QA features (11%,
n=5) and TMS (11%, n=5). These results indicate that while translators generally perform well
in core CAT tools (i.e., TB and TM), they may need additional training in using QA features
and TMS effectively.

The results indicate a relatively strong competence in the area of MT, as perceived by the
surveyed employers. 35% (n=16) rated their translators as excellent in post-editing MT outputs,
while a further 17% (n=8) selected competent. An additional 18% (n=8) assessed their
translators as average, indicating that more than two-thirds of respondents view translators as
having at least moderate ability in post-editing. Only a small number described their translators
as sub-competent (2%, n=1) or weak (4%, n=2), showing that very few employers observed
serious competence gaps in this area. However, 24% (n=11) selected N/A, implying that a
quarter of the employers either decline to use MT tools in their workplaces or cannot make
judgements about the competence of their translators in this area. MT post-editing is, therefore,
shown in the findings to be growing in use and familiarity among Saudi translators; however,
some room remains for further awareness raising or workplace training in those organisations

that do not widely use MT.
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Figure 5.9 Employers’ assessment of MT post-editing

Figure 5.10 (below) presents the employers’ assessment of their translators’ competence in four
terminology-related activities. For data mining - evaluation of sources, the results show that
over half of the respondents rated their translators positively: 24% (n=11) considered them
excellent, and 26% (n=12) competent. A further 22% (n=10) rated their translators as average,
while only a small number selected sub-competent (4%, n=2), and none rated them as weak.
Interestingly, 24% (n=11) selected N/A, indicating that some employers do not regularly assess
their translators to help them develop their technological competence. The same pattern was
also observed in data mining - search strategies, with 22% (n=10) rating their translators as
excellent and 26% (n=12) as competent. About one-third (31%, n=14) chose average, and only
4% (n=2) sub-competent, again suggesting generally high competence in research and

information retrieval.
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Figure 5.10 Employers’ assessment of terminology-related activities

Building and handling corpora received low ratings from employers. An excellent rating for
corpus construction was given by just 4% (n=2), with 28% (n=13) declaring them competent,
and the same proportion (28%, n=13) rating them as average. A minority of employers selected
sub-competent (11%, n=5) or weak (15%, n=7) for this competence, so challenges clearly exist
for some translators in mastering it. For corpus analysis using concordancers, only 11% (n=5)
of the respondents rated their translators as excellent, and 37% (n=17) as competent. An
average rating was given by 17% (n=8), and sub-competent or weak ratings were provided by
15% (n=7). It is notable that N/A was selected for both of these items at relatively high rates of
20% (n=9) and 28% (n=13), respectively, indicating that almost a quarter of the employers

cannot be certain of the competence of their translators in these two areas.

Figure 5.11 (below) shows how the surveyed employers assessed their translators’ competence
in two multimedia-related activities: subtitling and website localisation. Both items received
similar ratings, with 24% (n=11) of the respondents considering their translators excellent in
each activity, and 13% (n=6) rating them as competent. In the case of subtitling, 20% (n=9)
rated their translators as average, while a smaller number rated them as sub-competent (13%,
n=6) or weak (9%, n=4). For website localisation, 15% (n=7) saw their translators as average,
and fewer still as sub-competent (7%, n=3) or weak (6%, n=3). These results indicate that while
some translators excel in multimedia-related activities, others may still lack the necessary skills

in these areas. Additionally, a relatively high percentage of the employers reported being unsure
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about their translators’ competence in these activities, with 28% (n=13) selecting N/A for
subtitling and 35% (n=16) for website localisation. This uncertainty may reflect limited

awareness among employers of how these activities are handled by their translators in the

workplace.
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Figure 5.11 Employers’ assessment of multimedia-related activities

Figure 5.12 (below) presents how the employers rated their translators’ ability to use DTP tools.
The ratings were relatively evenly distributed, with 13% (n=6) of the respondents rating their
translators as excellent and 15% (n=7) as competent. A larger group, 22% (n=10), saw their
translators as average. However, 11% (n=5) of the employers rated their translators as sub-
competent, and 6% (n=3) as weak, pointing to potential challenges in this area for some
translators. Interestingly, a significant proportion of the respondents (33%, n=15) selected the
N/A option, which may suggest that they were unsure about their translators’ ability to use DTP
tools. While the results show that some translators are capable in this area, the mixed ratings

and high uncertainty indicate that further attention is needed in the DTP area.
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Figure 5.12 Employers’ assessment of DTP

The overall results from this section indicate a varied picture of the technological competence
of Saudi translators as perceived by their employers. While certain activities (e.g., TB use, TM
use, data mining) were generally rated positively, other important areas received lower
competence ratings, particularly those related to QA, TMS, corpora, localisation, subtitling,
and DTP. In several cases, a considerable portion of the surveyed employers selected the N/A
option, which may reflect uncertainty and a lack of visibility regarding employers’ involvement
in translator assessment practices and little to no regular feedback. It may also indicate that in
certain specialised areas (e.g., subtitling) the volume of work is small or non-existent, leaving
employers unable to assess translators’ competence directly. These findings highlight both
areas of strength and competence gaps that need further attention and integration into BA

programmes across Saudi universities.

5.5 CPD Provision and Support

This section explores employer perceptions of the current CPD landscape in the Saudi
translation industry. The respondents were first asked to identify in which area they believed
their translators lacked competence and needed further training. This question was formulated
based on the five competence areas proposed in the EMT model (i.e., language and culture,
translation, technology, personal and interpersonal, service provision). The results are

presented in Table 5.4 (below).

The increasing demand for translators able to confidently use translation technologies and

adapt to digitally integrated workflows was made clear by nearly half of the respondents (48%,
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n=22), indicating that the most urgent training need was technology. Many employers also
appreciate strong linguistic abilities and cultural understanding as essential elements of
translation quality, as language and cultural competence closely follow technology, chosen by
44% (n=20) of the respondents. The translation competence was identified by one-third of the
respondents (33%, n=15), suggesting that core translation skills require further improvement
in some workplaces. A slightly smaller group (30%, n=14) highlighted the importance of soft
skills (i.e., communication, negotiations, teamwork, and time management) as they identified
personal and interpersonal competence as a training need. Finally, service provision was the
least selected area, mentioned by 24% (n=11), but still notable as it includes client relations,
project handling, and service delivery. All these skills are considered important aspects of

professional translation practice.
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Figure 5.13 Translators’ training needs (employers’ views)

The respondents were then asked whether they offer any technology-related CPD opportunities
to help improve their translators’ competence in this area. Despite technology being identified
as the most urgent training need in the previous question, a large majority of respondents (72%,
n=33) reported that they do not provide such training. This points to a noticeable gap between
employers’ recognition of their translators’ development needs and the actions they take to

address them.

5.5.1 Employer Support for CPD

The final part of this section investigates the extent to which Saudi employers support their
translators’ professional development. Employers were asked in the survey to rate a range of
CPD activities, divided into internal (7 items) and external (7 items) activities, on a three-point

Likert scale: never, occasionally, or regularly. This list is the same as that included in the

162|Page



Translator Survey, so it will be possible to directly compare perceptions of CPD and how it is
supported from both sides of the industry. The results help illustrate the current CPD landscape
in the Saudi translation industry, highlighting the CPD activities frequently offered and

identifying areas where gaps in support may exist.

Figure 5.14 (below) shows the frequency with which Saudi employers provide internal CPD
activities for their translators. Orientation and induction programmes were among the most
frequently supported activities, yet only 20% (n=9) of the respondents reported offering them
regularly. They were offered occasionally by a larger proportion (41%, n=19) but never
provided by around the same amount (39%, n=18). Mentoring for junior translators was
regularly offered by 22% (n=10), occasionally by a third (33%, n=15), and never by nearly half
(45%, n=21). This means that a large proportion of Saudi translators, particularly novices, are
not receiving the necessary support (e.g., guidance from experienced colleagues) to effectively
begin their careers, so their ability and means to the primary technology-related competencies

are severely limited.
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Figure 5.14 Frequency of internal CPD activities (employers’ views)

On-the-job training was reported to be provided regularly by 22% (n=10) of the respondents
and occasionally by 37% (n=17). However, 41% (n=19) admitted never arranging peer-based
learning of this kind, indicating that many Saudi translation workplaces lack structures for
informal knowledge sharing. Respondents were asked about internally and externally led in-
house short courses separately, and both were found to be regularly provided by less than a

quarter of employers (24%, n=11 for internal trainers; 19%, n=9 for external trainers) and not
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provided at all by nearly half (48%, n=22). This means that neither internal resources nor
external expertise are utilised by a considerable proportion of the workplaces surveyed, thereby

denying these CPD opportunities to the translators employed there.

The CPD activities showing the lowest levels of employer support were seminars, workshops,
and guest speaker sessions, offered regularly by only 17% (n=8) of the respondents and
occasionally by 31% (n=14). Over half of the employers (52%, n=24) stated that they never
provided such activities, raising concerns about the limited exposure Saudi translators receive
to new technologies, practices, and industry trends that are often disseminated through these
activities. It is challenging for translators to stay up to date with industry developments or build
relationships within the broader professional community if they lack these opportunities.
Further limiting their access to external networks and CPD channels is the finding from the
Translator Survey that 88% (n=218) of the translators participating in this research held no

professional association membership.

The overall assessment reveals a low level of regular provision of internal CPD activities in
the Saudi translation industry. An average of only 20% (n=9) of the employers offer the listed
CPD activities regularly, and they are provided occasionally by a third (33%, n=15). The most
concerning result, however, is that nearly half (47%, n=22) do not make internal CPD available
at their workplace, particularly core activities such as orientation, mentoring, and short courses,
which represents a significant support gap. Saudi employers can, therefore, be said to be failing
to follow eftective approaches to CPD that help translators develop the competencies required

in the industry and meet their expectations.

Figure 5.15 (below) illustrates how often the surveyed employers provide their translators with
support in accessing external CPD activities. The overall trend indicates that such support is
generally limited, with most activities being provided infrequently. In fact, none of the
activities were regularly supported by more than one-fifth of the respondents, indicating that
external CPD still does not receive adequate attention from Saudi employers. Training-based
visits to other translation companies were only facilitated regularly by 17% (n=8) of employers
and occasionally by 35% (n=16), but, as with many internal CPD activities, close to half (48%,
n=22) reported never providing this activity. External CPD involving these kinds of visits is
important for knowledge exchange and exposing translators to other approaches to professional
translation work and new workflows they may not otherwise encounter in their workplaces;

however, such opportunities appear underused. Similarly, 20% (n=9) of respondents reported
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receiving regular support for short courses through external educational platforms, while 28%
(n=13) occasionally received such support. Still, over half of the respondents (52%, n=24)

reported that these opportunities were never offered.
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Figure 5.15 Frequency of external CPD activities (employers’ views)

Collaborative training, whether with companies or academic institutions, also received low
support. Sponsoring joint training was regularly done by 11% (n=5) of the employers for peer
companies, and by 15% (n=7) for academic partners. In each case, considerably over half (56%,
n=26 and 61%, n=28, respectively) stated that such opportunities were never offered. This
suggests that peers within the translation industry are disconnected, and the industry as a whole
is also disconnected from academia. This limits the opportunities available to translators to
build on or develop their competencies and stay up to date with changing practices and
technologies in their field of interest. Support for long study courses was the least common in
the workplace, with a striking 63% (n=29) of respondents reporting that they never offered it.
This suggests that these courses are not yet prioritised, despite their potential to enhance

translators’ technological competence.

Support was notably limited for attending conferences and their associated workshops. While
regular support was offered by a fifth and occasional support offered by just over a quarter of
respondents, more than half had never helped their translators attend conferences or related
workshops. Given that conferences afford exposure to expert knowledge, current trends, new
technologies, and networking opportunities that would be otherwise unavailable, this is a cause

for concern.
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The overall results indicate that external CPD has not yet gained attention and support among
employers in the Saudi translation industry. On average, only 15% (n=7) of the respondents
regularly provide access to these opportunities, while 29% (n=13) do so occasionally. The
majority (56%, n=26) stated that they never support their translators in attending external CPD
activities. When compared with internal CPD provision, the overall level of support remains
similarly limited, although slightly higher for internal activities (with 20%, n=9 regularly and
33% n=15 occasionally offering it on average). These results suggest that many translators lack
access to both internal and external CPD activities in Saudi Arabia, which makes it challenging

for most of them to seek CPD independently.

5.5.2 Comparative Analysis of CPD Provision and Support: Translators vs. Employers

This section compares the perspectives of Saudi translators and employers regarding the
frequency of CPD provision and support across internal and external activities to highlight
alignment or gaps between what translators receive and what employers report as being offered.
Both groups answered the same 14-item question, using the Likert scale of never, occasionally,
and regularly. The comparison uses the mean scores of both groups to determine how often

these activities are provided, and where their views diverge.

Table 5.3 (below) shows that both groups agreed that most internal CPD activities were
occasionally offered. Similar ratings can be seen for orientation and mentoring between
employers (1.81) and translators (1.71 and 1.69, respectively), suggesting inconsistent
provision of these activities. Short courses with internal trainers were scored by employers at
1.76 and slightly lower by translators at 1.70, showing occasional support. These relatively
close scores suggest some shared understanding between employers and translators, though the

frequency remains limited.

Table 5.3 Comparison of internal CPD provision (translators vs. employers)

Activity Translators | Frequency | Employers | Frequency
(n=248) Level (n=46) Level
Seminars/workshops 1.95 Occasionally 1.65 Never
On-the-job training 1.72 Occasionally 1.81 Occasionally
Orientation/induction 1.71 Occasionally 1.81 Occasionally
Short courses with internal trainers 1.70 Occasionally 1.76 Occasionally
Mentoring junior translators 1.69 Occasionally 1.77 Occasionally
Short courses with external trainers 1.63 Never 1.71 Occasionally
Guest speakers 1.60 Never 1.65 Never
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However, there are some notable differences in perception. The results reveal that translators
rated seminars/workshops as more frequently available (1.95) than employers did (1.65), which
places the activity at the borderline between the occasionally and never ranges. This may
suggest that employers are either unaware of their translators’ participation in such events or
that translators access them independently. Conversely, short courses with external trainers
were rated slightly higher by employers (1.71) than by translators (1.63), although both ratings
fall near the never range. The one point of full agreement was on guest speakers, where both
groups rated the activity below 1.66, confirming that it is rarely provided. These differences
indicate potential misalignment in how CPD efforts are communicated or experienced within

Saudi workplaces.

Compared to internal CPD, the external activities received lower ratings overall. As shown in
Table 5.4 (below), both translators and employers agreed that external CPD is not regularly
supported, with none of the activities reaching the threshold for regular provision. The highest-
rated items, including courses with educational platforms and conference attendance, were
described as occasionally offered by both groups, although the mean scores are close to the
never range (around 1.70). This suggests limited engagement with external training sources or

industry events, despite the fact that such opportunities can be valuable for learning and

networking.
Table 5.4 Comparison of external CPD support (translators vs. employers)
Activity Translator | Frequency | Employer | Frequency

(n=248) Level (n=46) Level

Courses with educational platforms 1.71 Occasionally 1.68 Occasionally

Conference attendance 1.70 Occasionally 1.68 Occasionally

Conference -related workshops 1.62 Never 1.56 Never

Collaborative training (companies) 1.62 Never 1.55 Never

Collaborative training (academia) 1.59 Never 1.54 Never

External long-study courses 1.58 Never 1.48 Never

Visits to other companies 1.43 Never 1.69 Occasionally

The rest of the external CPD activities were generally rated within the never range, although
translators consistently rated them slightly higher than employers. For instance, conference-
related workshops, collaborative training with companies and academia, and long study courses

all fell below 1.66 for both groups, highlighting a lack of support. Visiting other companies for
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training purposes was the exception, as this received a slightly higher rating from employers
(1.69) than translators (1.43), suggesting that, in this regard, employers demonstrate greater
optimism about their support than that perceived by their translators. The results provide a
picture of the general neglect of external CPD among Saudi employers in the translation
industry, showing that many translators take the initiative to independently seek CPD without

the support or even necessarily the knowledge of their employers.

This comparison reveals that both translators and employers agree on the overall limited CPD
provision and support in the Saudi translation industry. Internal CPD activities are slightly more
supported than external ones, but, on average, none of the items were rated as regularly offered.
The small differences in mean scores highlight areas of miscommunication or differing
expectations between translators and their employers. Importantly, these results highlight a
clear need for enhanced CPD planning and coordination, particularly as translators continue to

face increasing technology-related requirements in the industry.

5.6 Chapter Summary

This chapter has reported the findings of the Employer Study, which gathered survey data from
46 translation employers across Saudi Arabia. It described the professional background of the
respondents and the types of workplaces they represent before focusing on three key areas: the
translation technology-related requirements for hiring new translators, the competence of
current translators in these areas, and the extent to which Saudi employers support CPD in their
workplaces. There is also a section on the quasi-longitudinal comparison with earlier studies
conducted in Europe, Saudi Arabia, and East Asia, which was carried out in this study to
determine changes in employer requirements over time in several parts of the world. This
allows the prevailing trends and shifting priorities of the global translation industry to emerge
from the results. The chapter further presented employer assessments of their translators’
competence with frequently used tools and in performing key technology-related activities.
These were compared with the translators’ self-assessments to enable data triangulation and
identify areas of agreement and discrepancy. The final part of the chapter explored how often
the surveyed employers support internal and external CPD activities. The comparison between
employers’ and translators’ responses revealed several gaps in CPD provision, especially for

external CPD support.
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Chapter 6 Findings of the Academic Study

6.1 Introduction

This chapter presents the findings of the Academic Study, which investigates the current state
of translation technology training in BA programmes across Saudi Arabia and the extent to
which this training aligns with industry requirements. The study seeks to provide answers to
important questions of where, how, and to what extent translation technology is currently
integrated into the curricula of Saudi BA programmes. To do this, an adapted version of the
EMT survey (2017) was distributed to the directors of BA programmes related to the translation
profession in Saudi Arabia (n=30). In addition to the survey, focus group discussions were
conducted with two groups: BA programme directors (n=9) and trainers of technology-related
courses (n=9). By combining quantitative and qualitative data, the study provides a detailed

overview of translation technology training in Saudi universities.

Section 6.2 outlines the background of the surveyed BA programmes, providing an overview
of the programmes responsible for preparing students for translation roles in the Saudi industry.
Section 6.3 then explores the structure and delivery of translation technology training in these
programmes, including how these courses are offered, the tools used, and teaching and
assessment strategies. This section also examines whether current training practices align with

the technology-related requirements of the translation industry.

6.2 Background Information about the BA Programmes Surveyed

The questions used in this section were created by the researcher, rather than those in the
original EMT survey, to reflect the Saudi context and better understand the types of BA
programmes in which future translators are being trained. All respondents (n=30) were asked
a set of questions to capture the diversity of programme titles, focus, and content and gain an
in-depth understanding of where translation technology training may be occurring. If the
programme was not explicitly dedicated to translator training, respondents were asked to
provide its title in a textbox. As shown in Figure 6.1, 43% (n=13) of the respondents indicated
that their programmes were dedicated to translator training. The remaining responses were
grouped as language-related, including English language programmes (53%, n=16) and one
applied linguistics programme. This classification helps clarify the academic contexts from
which the responses were drawn and provides a foundation for understanding where translation

technology training may be embedded.
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Figure 6.1 Types of programmes

The 13 respondents from BA translator training programmes were directed to answer Q1.7 (see
Table 6.4) to indicate whether translation technology-related courses are currently integrated
into their curricula. The remaining respondents (n=17), whose programmes are language-
related but not specialised in translation, were asked additional questions about the objectives,
content, and structure of their programmes. This was necessary to distinguish between BA
programmes that explicitly aim to prepare students for translation roles in the industry and
those where translation plays a secondary role. This distinction is particularly relevant, as
nearly half of the translators surveyed in this research graduated from language-related
programmes (see Table 4.2). Interestingly, the results (Table 6.1, below), reveal that half of the
English language programmes (50%, n=8) reported having an objective to provide the
translation industry with professional translators, while the other half (50%, n=8) did not
indicate such a programme objective. The only applied linguistics programme also reported
having no such goal. These results highlight that translators in Saudi Arabia can be trained
through two distinct BA pathways: dedicated translator training programmes and broader

language-related programmes that still claim to prepare graduates for translation jobs in the

industry.
Table 6.1 Programme objectives
English Applied
Question Language (16) Linguistics
Yes No Yes No
Q1.4 Does your programme have an objective of preparing | 50% 50% . 100%
students to work as professional translators in the industry? | (n=8) (n=8) (n=1)
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The nine respondents who previously indicated that their programmes do not aim to prepare
students for professional translation roles were asked a follow-up question about whether they
believe their graduates are eligible to work as professional translators. The results (Table 6.2,
below), show that three-quarters of the respondents (75%, n=6) from English language
programmes answered ‘yes’, suggesting they consider their graduates suitable for professional
translation work. This reveals an intriguing discrepancy when juxtaposed against the previous
result, where most of these respondents stated that their programmes do not aim to prepare
students for translation roles in the industry. Whatever the reasons that could justify this, the
results indicate a gap between the perceptions of some programme directors of their graduates’
competencies and the actual readiness of these graduates for the translation profession and its

technology-related requirements

Table 6.2 Eligibility Status

English Applied
Question Language (8) Linguistics
Yes No Yes No
Q1.5 Do you think the graduates from your programme 75% 25% ) 100%
are eligible to work as professional translators? (n=6) (n=2) (n=1)

The results so far raise questions about the extent to which translation-related courses are
embedded within BA language-related programmes that directly or indirectly contribute to the
supply of translators in Saudi Arabia. To explore this further, respondents from these
programmes (n=17) were asked whether they include any translation courses in their curricula.
As shown in Table 6.3 (below), almost all English language programmes (94%, n=15) reported
offering translation courses, while only one did not. The single applied linguistics programme
also confirmed the inclusion of such courses. The connection of language-related programmes
to the profession of translation and the role that translation teaching plays in them is clarified
in these results: most programmes include translation courses as a core element of the
curriculum, even though many of them have no stated goal which includes the training of
professional translators. These courses include the competencies and exposure to practice
needed to prepare students for translation as a career path. Table 6.5 (p.168) supplies further

detail on the number and nature of these courses.
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Table 6.3 Teaching translation courses

English Applied
Question Language (16) Lingnuistics
Yes No Yes No
Q1.6 Does your programme teach any translation-related 94% 6% 100% B
courses? (n=15) (n=1) (n=1)

Among the language-related programmes that reported offering translation courses (n=16), the
respondents were asked about their approach to teaching these courses, specifically, whether
the focus was on theory only, practice only, or both. The vast majority (94%, n=15) indicated
that their programmes include both theoretical and practical components. Only one respondent
reported that translation courses focus solely on theory. These findings suggest that most
language-related programmes adopt a balanced approach to translation teaching. However, it
remains important to examine whether this approach includes practical training in translation

tools and technologies, which is addressed in the following sections.

= Both theory and practice
= Only theory

Figure 6.2 Translation teaching approach

The survey then explored whether translation technology-related courses are included in the
curricula of the participating BA programmes (n=30), regardless of their type. This question
was used to sort the respondents and determine the next stage of the survey. Respondents whose
programmes included translation technology courses were directed to complete the full survey,
while those whose programmes did not were asked some follow-up questions before finishing

the survey.

All translator training programmes (n=13) reported offering at least one translation technology-
related course, either compulsory or optional (Table 6.4, below). This suggests that these
programmes have integrated technology training as part of their efforts to prepare students for
the translation profession. In contrast, only a small proportion of the language-related

programmes (3 out of 17) reported offering such courses. It is worth recalling that some of
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these programmes, which do not offer translation technology courses, had a previously stated
objective of producing professional translators for the industry. This raises questions about how
closely programme objectives align with curricular content, particularly in areas that are
increasingly essential in modern translation workflows (e.g., technology). Several questions
may be posed about these programmes regarding their alignment with the technology-related
requirements of the translation industry. The results also highlight a notable contrast between
specialised (translator training) and non-specialised (language-related) programmes in terms

of integrating translation technology training.

Table 6.4 Teaching technology-related courses

Translator English Applied
Question Training (13) | Language (16) Linguistics
Yes No Yes No Yes No
QL.7 Does your programme teach any translation 100% 19% 81% 100%
technology-related courses, whether compulsory or (n=13) - (n=3) | (n=13) ) (n=1)
optional?

The respondents from BA programmes that currently include translation technology-related
courses (n=16) were directed to the second section to complete the full survey (i.e., the original
EMT survey). Section 6.3 presents the findings of this part of the survey. Those who reported
that their programmes do not offer translation technology courses (n=14) were asked 3
additional questions before submitting the survey, one of which focused on whether there were
any plans to integrate translation technology-related courses into curricula. This was included
to provide greater detail on the prospects and potential of these programmes for curriculum
development. A large majority of 82% (n=12) of the respondents stated that including such
courses in the future was planned, so awareness of the importance of technology in the
education of a translator is clearly growing in Saudi universities. However, 2 respondents from
English language programmes reported having no plans of this kind. One noted in a free-text
box that the main barriers were limited facilities and the restricted number of study hours
available for translation courses in their programme. Crucially, neither of these programmes
declared that they aim to prepare students for careers in translation, possibly explaining the

omission of this training in their curricula.

Respondents (n=14) were asked how often their programme objectives and study plans are
updated to assist understanding of the flexibility of these programmes and their responsiveness

to changes in the industry and new developments in technology. Figure 6.3 (below) illustrates
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that most respondents (64%, n=9) reported that their programme objectives are updated every
4 to 6 years, while 2 programmes indicated more frequent updates every 1 to 3 years. The
remaining programmes (21%, n=3) stated a longer duration, more than 6 years, to make such
changes. A similar trend was observed for study plan updates. Study plans are revised every 4
to 6 years by 43% (n=6) of the programmes, and every 1 to 3 years by 28% (n=4). The longest
update gap was found with the remaining 28% (n=4), who only carry out this process every 7
to 9 years. Therefore, a considerable proportion of programmes follow very slow revision
cycles, although more encouragingly, the largest proportion leave moderate intervals before
subjecting their objectives and curricula to review. In areas characterised by rapid change of
tools and practices, such as translation technology, neglecting to update courses at more
frequent intervals means they will not to be able to stay up to date with the evolving

requirements of the industry.
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Figure 6.3 Frequency of updating programmes’ objectives and study plans

The responses supplied by the BA programmes (n=14) which offer no courses related to
technology are summarised in Table 6.5 (below), with an overview of each programme’s stated
objective regarding the preparation of translators, the number of translation courses offered,
whether there are plans to integrate translation technology training, and the titles of existing
translation courses. This helps to highlight gaps between programme objectives and the current
curriculum, particularly in relation to the integration of translation technology. The responses
were cross-checked against publicly available information on the official websites of these

programmes to ensure consistency and accuracy.
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Table 6.5 Overview of the current state of BA language-related programmes (translation technology integration)

Has an aim of No. of No. of Has a plan for
University | Programme type preparing translation | technology integrating Name of courses
translators? courses courses technology courses?
Introduction to Translation, Translation of Religious and
Literary Texts, Translation of Media Texts, Translation of
UoB English language Yes 7 None Yes Scientific and Technical Texts, Simultaneous Translation,
Translation of Legal and Commercial Texts, Current Issues in
Translation.
KKU English language Yes 3 None Yes Translation 1, Translation 2, Translation 3
) Introduction to Translation, Applied Translation, Specialised
TBU English language Yes 4 None Yes
Translation, Literary Translation.
UuQuU English language Yes 2 None Yes Translation 1, Translation 2.
. Principles of Translation, Translation 1, Translation 2,
TKU English language Yes 5 None Yes
Translation 3, Translation 4.
UoH English language No 2 None Yes Translation 1, English-Arabic Translation.
English language Introduction to Translation, English-Arabic Translation, Arabic-
SU No 3 None No ) )
English Translation.
BU English language No 4 None No Translation 1, Translation 2, Translation 3, Interpreting.
. Introduction to Translation, English-Arabic Translation, Arabic-
PSAU English language No 3 None Yes

English Translation
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Introduction to Translation, Applied Translation, Translation of

NBU English language No None Yes o )

Religious Texts, Legal Translation.

Translation Theory, Translating text-types, Creative Translation,
KFU English language No None Yes ) .

Consecutive Translation

Introduction to Translation and Interpreting, English-Arabic
TFU English language No None Yes . ) . )

Translation, Arabic-English Translation.
JZU English language No None Yes Translation 1, Translation 2.

Theoretical Translation, Applied Translation.
MSU Applied linguistics No None Yes

Applied Translation
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The results presented in this section demonstrate that professional translators in Saudi Arabia
are prepared through two distinct BA pathways: dedicated translator training programmes
(n=13) and broader language-related programmes (n=17), both of which contribute to the same
translation industry. While translator training programmes remain central in producing
translators, language-related programmes play a significant role in shaping the future
translation workforce of Saudi Arabia. This is particularly important given that approximately
half of the translators surveyed in this research are graduates of language-related programmes.
The results further reveal that all language-related programmes surveyed offer between two
and seven translation courses within their curricula. However, despite their contribution to the
profession, the integration of translation technology-related courses in these programmes
remains limited. The next section explores how translation technology is taught in the

programmes that currently offer such training.

6.3 Translation Technology Integration into BA programmes

Translation technology-related courses are currently integrated into all BA translator training
programmes (n=13) and a minority of BA language-related programmes (n=3), resulting in a
total of 16 programmes. These respondents (n=16) then completed the full set of questions
adapted from the EMT survey (2017). This section presents the findings on the current state of
translation technology training within these programmes, focusing on when and how
translation technology is introduced, the type and number of translation technology-related
courses offered, the overall training approach, and how these courses are embedded within the
curriculum. It also examines the translation technology-related activities carried out, the
software tools taught, and the strategies used for teaching and assessment. The results provide
a detailed map of the current state of translation technology training in BA programmes across
Saudi universities and identify the extent to which it aligns with the technology-related

requirements of the translation industry.

6.3.1 Translation Technology-Related Courses: Current Provision and Distribution

The respondents (n=16) were asked to provide details on the structure of their translation
technology-related courses, including the number of compulsory and elective courses, the
names of these courses, and the academic year in which they are taught. To ensure accuracy
and consistency, the responses were cross-checked against the official published study plans

located online.
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Three-quarters of the respondents (75%, n=12) declared that their programme includes only
one translation technology-related course that is compulsory, and the other quarter (25%, n=4)
stated that they offer two compulsory courses in this area (Table 6.6, below), with AVT
appearing consistently as the second course in these cases. Two programmes, one translator
training and one language-related, provide technology-related courses as electives, rather than
a core component in the curriculum. This finding raises doubts about the extent to which these
programmes can provide students with the technology-related competencies required by the

industry.

Table 6.6 Overview of technology-related courses (provision and distribution)

University | Programme type No. of Compulsory Course name Year | No-of optional Course name Year
technology courses tech courses
KAU Translator Traning 2 Machine Translation, Audiovisual Translation 4 None
KSU Translator Traming 1 Computer-Assisted Translation 3 None
Ul Translator Traming 1 Computer Applications n Translation 3 None
PNU Translator Trainine 7 Translation Technology, Audiovisual 283 None
Translation
UHB Translator Traming 1 Computer-Assisted Translation 4 1 Audiovisual Translation | 4
QU Translator Traming None - - 1 Machine translation 4
NU Translator Training 1 Computer-Assisted Translation, Audiovisual 3 None
Translation
IMSU Translator Training ) Computer-Assisted Translation, Avdiovisual | 3 &4 None
Translation
SEU Translator Training 1 Principles and Practice of Computer-Assisted 4 None
Translation
PFU Translator Training ) Computer Applications in Translation, 4 None
Audiovisual and Media Translation
BSU Translator Traming 1 Computer Applications in Translation 3 None
GC Translator Tramning 1 Computer-Assisted Translation 4 None
EU Translator Training ) Computer Applications in Translation, 3&4 None
Subtitling and Dubbing
JUE Language-related 1 Computer-Assisted Translation 4 None
MIU Language-related 1 Computer-Assisted Translation 3 None
MU Language-related None - - 1 Machine Translation 4

The names of these courses are revealing. Computer-Assisted Translation (CAT) was given as
the course name by half of the programmes (50%, n=8), showing that CAT tools are the primary
focus. Three quarters of the programmes (n=4) called the course Computer Applications in

Translation, 19% (n=3) named it Machine Translation, and one programme the more general
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Translation Technology. Moreover, Six programmes were found to offer Audiovisual
Translation as a compulsory course, and it is an elective in one. The variability in the names of
these courses implies differing emphases and course content between universities, a divergence
which denies students, trainers, and employers the certainty of coordinated and standardised
training in this field. Questions must therefore be asked about the reasons for the differing
course definitions between programmes and the extent to which industry requirements are

accounted for in their content.

Almost all of the programmes (94%, n=15) wait until the later stages of study (Years 3 or 4) to
introduce translation technology-related courses. The single exception is Princess Nourah
University (PNU), which offers this course in Year 2, followed by an AVT course in Year 3. If
students only gain exposure to translation technologies in the later stage of their BA studies,
they may have limited time and opportunity to use these technologies in other courses and

develop a sufficient level of technological competence before graduation.

In addition, the findings indicate regional variation. Two compulsory courses in translation
technology are more likely to be offered by universities based in major cities, such as Riyadh
(e.g., PNU and IMSU) and Jeddah (e.g., KAU and EU), while programmes located in smaller
cities typically offer only one. When a second course is included, it is consistently dedicated to
AVT, which may reflect the recent growth in the Saudi entertainment sector, as this has
increased demand for multimedia translation services. Additionally, the fact that the large cities
tend to provide more comprehensive translation technology training could be a result of the
higher levels of awareness and curriculum development in this specific field in the capital city
and other metropolitan regions. To illustrate this, Riyadh has been the venue for all four editions

of the LPCT-hosted Translation Forum (2021-2024).

6.3.2 Overall Training Approaches

The respondents were asked a series of yes/no questions related to the design and delivery of
translation technology training within their programmes. These questions addressed whether
translation technology is both taught and assessed, the types of software used, and the

perspective from which this training is approached.

The results show that almost all respondents (94%, n=15) teach and assess both the theory and
practice of translation technology. When asked about the types of software used, a similarly
high proportion (94%, n=15) stated that they teach and assess generic/free tools. In contrast,

just over half (56%, n=9) reported that their programmes cover commercial or paid-for tools.
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This means that a significant proportion of the surveyed programmes (44%, n=7) do not expose
students to commercial translation tools, even though many of the most frequently used tools
among Saudi translators are commercial products (as noted in Section 4.6.1). Therefore, the
limited use of paid software tools in BA programmes may affect students’ familiarity with the
tools they are likely to encounter in the workplace.
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Figure 6.4 Curriculum insights: Software types

Respondents were asked the extent to which they deliver translation technology training from
three stakeholder perspectives: professional translators, project managers (PMs), and
companies/LSPs, as translation technology now encompasses various approaches. This can
show how BA programmes prepare students for a range of roles in the translation industry.
Figure 6.5 (below) illustrates that all respondents confirmed that translation technology is
taught from the perspective of professional translators. However, only 44% (n=7) reported that
their programmes also address translation technology from the perspective of project managers,
and the same proportion indicated teaching from the viewpoint of LSPs. When teaching
translation technology, then, more than half of the surveyed programmes (56%, n=9) purely

focus on the role of the translator without incorporating the perspectives of the broader industry.
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Percentage %

Teaching from the perspective Teaching from the perspective Teaching from the perspective
of translators? of PMs? of LSPs?

B Yes 100 44 44
=No 0 56 56

Figure 6.5 Curriculum insights: Teaching perspectives

The time that students are expected to devote to learning translation technology per week
formed the basis of the next two questions. This is to help identify the minimum (compulsory)
and maximum (compulsory plus optional) weekly study time allocated to translation
technology training, and whether technological competence can be developed in this period.
The results show that most respondents (75%, n=12) reported that students are expected to
spend between 10% and 25% of their compulsory study time on translation technology training.
A much smaller proportion (25%, n=4) indicated that their programmes allocate less than 10%
of study time. Interestingly, none of the respondents dedicate more than 25% of compulsory

study time to developing the technological competence of students.
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Figure 6.6 Time allocation expected from students for translation technology

When optional learning activities are included, the distribution of maximum expected study
time (in-class and private) shows slight variation. Over half of the respondents (56%, n=9) still

estimated that students spend between 10% and 25% of their total study time on translation
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technology, indicating no significant increase beyond the compulsory component. However,
38% (n=6) reported that students spend more than 25% of their total study time on this area,
suggesting a greater emphasis on technological competence development in those programmes.
Only one programme estimated less than 10% of total study time for learning translation
technology, which may entail limited student exposure to essential translation tools before

entering the translation industry.

Given that students require sufficient study time to acquire both conceptual and procedural
knowledge of translation technology, the variation in reported study time across programmes
reveals inconsistency in how translation technology is integrated into Saudi BA programmes.
These differences may influence the extent to which students develop the technological
competence needed in modern workflows. To better understand how current BA curricula align
with industry requirements, the next section presents findings on the teaching status of the top
12 translation technology-related activities identified as important by the translators surveyed

in this thesis.

6.3.3 Teaching Status of Translation Technology-related Activities

This section presents the teaching status of the top 12 technology-related activities identified
by translators as highly important in their daily work (see Section 4.5). The same activities
were evaluated by employers, who assessed the competence of their translators in performing
them (see Section 5.4). In the current survey, BA programme directors were asked to indicate
how each of these activities is currently addressed in their programmes using a five-point Likert
scale: compulsory-major, compulsory-minor, optional-major, optional-minor, or not taught
(N/A). To facilitate clear comparison, the results are organised into the same five groups (CAT,
MT, terminology, multimedia, and DTP), alongside the corresponding views of translators (on
importance) and employers (on competence), as reported in this thesis. The data gained from
these three stakeholder groups (i.e., translators, employers, programme directors) can be
triangulated to highlight the translation technology-related activities which are most valued in
the profession, the competence of translators in carrying them out, and the adequacy of BA
programmes to teach them. The process further allows the drawing of meaningful comparisons
to enable a deeper understanding of this element of the research to emerge. Cross-analysis of
this kind is useful in identifying those areas in which Saudi BA programmes are already in
alignment with the requirements of the translation industry, and those which contain gaps in

curricula and training that require improvement.
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Table 6.7 (below) compares the views of translators, employers, and programme directors
regarding four CAT-related activities: use of TB, use of TM, TMS, and QA features. The results
reveal a consensus on the importance of CAT tools in the industry but also highlight gaps in
teaching coverage and perceived competence, particularly in more specialised areas (TMS and
QA features). Specifically, while the use of TB was identified as important by the majority of
the translators (84% n=208), only 52% (n=24) of the employers reported that their translators
are competent in this activity. From the academic side, 68% (n=11) of the surveyed BA
programmes teach TB use as a compulsory component, including 56% (n=9) as a major
element. However, some programmes (19%, n=3) teach it only as an optional activity, and a
further 12% (n=2) do not teach it at all. This variation may partly explain the moderate
employer satisfaction, suggesting that in programmes where TB training is not emphasised,
graduates may enter the industry underprepared in this core area. Similarly, TM use was highly
valued by most translators (76%, n=188), whereas over half of the employers were not fully
satisfied with their translators’ competence here. The results relating to the BA programmes
reveal that TM training is included as compulsory in two-thirds (68%, n=11), but 25% (n=4)
of the respondents reported offering TM training as optional and one programme does not teach
it at all. These results suggest that although exposing students to activities related to TB and
TM 1is broadly acknowledged and included as compulsory in most programmes, gaps in
coverage remain, with some leaving such training as optional and others ignoring it. This may

leave graduates underprepared to meet employer expectations.

Table 6.7 Comparison of CAT-related activities: perceived importance, competence, and teaching status

Tra‘l::slators’ Em‘[;‘luy_ers’ Current Teaching Status
CAT-Related rews 1ews
Activities Essential/ Excellent/ Compulsory- Optional N/A
Important Competent | major/minor | major/minor
Use of TB 84% 52% 68% 19% 12%
Use of TM 76% 43% 68% 25% 6%
TMS 74% 33% 38% 19% 44%
QA features 69% 39% 19% 38% 44%

The results for TMS show a more significant gap. While 74% (n=184) of the translators
considered this activity important in their work, only 33% (n=15) of the employers described
their translators as competent in TMS use. This competence gap reported by the employers

could be linked to the absence of TMS teaching in 44% (n=7) of the programmes, meaning that
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the students involved are not exposed to this area before entering the industry. This may reflect
a broader curricular focus on individual translation tools over project management tools despite
their growing relevance in professional settings. The limited attention given to TMS training
may also be connected to the previous result that 56% (n=9) of surveyed programmes do not

teach translation technology from the perspective of project managers (see Figure 6.5).

QA features of CAT tools show the widest discrepancy across stakeholder groups. While this
activity was perceived as important by most translators (69%, n=171), only a minority of
programmes (19%, n=3) teach it as a compulsory element. A further 38% (n=6) offer it on an
optional basis, and 44% (n=7) do not include it in their curriculum at all. This lack of
compulsory training may explain the low number of employers who considered their translators

competent in this area (39%, n=18).

Moving to MT, over three-quarters of the translators (77%, n=191) perceived post-editing as
important in modern workflows. However, only 52% (n=24) of the employers rated their
translators as competent in this activity, suggesting a moderate level of satisfaction. MT post-
editing was reported to be a compulsory component, either major or minor, by 62% (n=10) of
respondents in the academic study, with a further 19% (n=3) offering it as an optional activity.
It is not taught at all by the remaining 19% (n=3). Therefore, a considerable proportion still
treat MT post-editing as optional or completely exclude it, despite its integration into most BA
programmes. This variation in training may partly explain the gap observed between the
importance translators place on this activity and the low competence levels reported by

employers.

Table 6.8 Comparison of MT-related activity: perceived importance, competence, and teaching status

Tm‘];.s lators” Em‘gloyérs’ Current Teaching Status
MT-Related iews iews
Activity Essential/ Excellent/ | Compulsory- Optional NA
Important Competent | major/minor | major/minor
MT post-editing T7% 52% 62% 19% 19%

Table 6.9 (below) shows the teaching status of four terminology-related activities (two about
data mining and two about corpora). The results show that data mining was described as a
highly valued area in modern translation workflows. However, the results appear to be
disappointing from the academic perspective, with roughly half of the programmes failing to

teach the two data mining-related activities. Specifically, data-mining search strategies is taught
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in only 31% (n=5) of the surveyed programmes, whereas a further 25% (n=4) offer it as
optional. Concerningly, the majority of respondents (44%, n=7) indicated that this activity is
not taught at all, suggesting that it is underrepresented in current BA curricula. Similarly, data
mining - evaluation of sources was viewed as important by 77% (n=191) of the translators, but
only half of the employers expressed satisfaction with their translators’ competence in this area.
Despite its importance in the industry, this activity is taught as compulsory in just 25% (n=4)
of the programmes, optional in another 25% (n=4), and entirely absent from half (50%, n=8).
These results indicate that data mining-related activities, essential for professional translation,

are not yet prioritised across many BA programmes in Saudi Arabia.

Table 6.9 Comparison of terminology-related activities: perceived importance, competence, and teaching status

Translators’ | Employers’

N g Current Teaching Status
Views Views
Terminology-Related Activities
Essential/ Excellent/ | Compulsory- Optional NA
Important Competent | Mmajor/minor | major/minor

Data mining - Search strategies 85% 48% 31% 25% 44%

Data mining - source evaluation 7% 50% 24% 25% 50%

Corpus analysis using concordancers 65% 48% 50% 31% 19%

Corpus construction 63% 32% 31% 38% 31%

Regarding the two corpora-related activities (corpus analysis using concordancers and corpus
construction), both were identified as highly valued in the industry by nearly two-thirds of the
surveyed translators. However, employer feedback suggests that the competence of translators
in these areas remains limited. 48% (n=22) of the employers rated their translators as competent
in using concordancers, and just 32% (n=15) did so for corpus construction. These low ratings
reveal competence gaps that may affect translators’ ability to meet industry expectations. From
the academic side, corpus analysis using concordancers is more widely addressed than corpus
construction, as half of the surveyed programmes (50%, n=8) reported teaching it as a
compulsory activity, and a further 31% (n=5) offer it optionally. However, 19% (n=3) of the
programmes do not offer any training in this area, indicating that some students may graduate
without exposure to the use of large text collections and corpora for translation purposes.
Corpus construction shows a more even distribution between compulsory and optional
teaching, with 31% (n=5) teaching it as compulsory, and 38% (n=6) as optional. More
concerningly, this activity is totally absent from almost a third of programmes (31%, n=5).
These results indicate that corpora are not yet a priority in the curricula of many Saudi BA

programmes, despite its value for translators in the industry.
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The results reveal notable trends in how the two multimedia-related activities (subtitling and
website localisation) are viewed in the translation industry versus how they are integrated into
BA programmes. Subtitling was viewed as important by most of the translators (78%, n=193)
and is continuing to gain relevance in today’s translation industry. However, only 37% of the
employers considered their translators competent in this area, which indicates limited
satisfaction. From the academic side, only 38% (n=6) of the respondents reported teaching
subtitling as a compulsory activity in their programmes, whereas the remaining programmes
do not consider it a priority in their curricula. Some programmes (31%, n=>5) offer this activity
as optional, possibly including it in other broader courses not specifically devoted to AVT
training. However, 31% (n=5) of the respondents reported that their curricula do not currently
contain subtitling. Similarly, while the importance of website localisation is evident in the
industry, rated thus by two-thirds of the translators, only 12% (n=2) of academic respondents
labelled this activity as compulsory in their programmes, and 38% (n=6) reported it as optional.
The remaining half of the programmes (50%, n=8) do not teach website localisation at all.
These results align with the absence of standalone localisation courses from the current
curricula of the surveyed programmes (see Table 6.6). It can be said that while subtitling and
website localisation are, to some extent, recognised and embedded in some existing curricula,
the fact that they do not exist in many BA programmes may limit the preparedness of graduates
in these two specialised areas, which are increasingly in demand due to the growth of digital
media and audiovisual content in the industry. The limited teaching coverage of these activities

also reveals a broader gap in multimedia translation training across Saudi BA programmes.

Table 6.10 Comparison of multimedia-related activities: perceived importance, competence, and teaching status

Tra‘?fslators’ Em‘g'loy-ers’ Current Teaching Status
Multimedia-Related ews tews
Activities Essential/ Excellent/ | Compulsory- Optional N/A
Important Competent | major/minor | major/minor
Subtitling 78% 37% 38% 31% 31%
Website localisation 67% 37% 12% 38% 50%

Considering the growing importance of DTP in various translation contexts, integrating this
activity into BA curricula becomes paramount in modern translator training. Table 6.11 (below)
shows that over half of the translators value this activity in their daily work, but only 28% (n=6)
of the employers expressed satisfaction with their translators’ competence, denoting a

competence gap for most translators in this activity. In terms of integrating it into curricula, a
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small minority of respondents (12%, n=2) reported teaching DTP as compulsory, whereas 38%
(n=6) offer it as optional. Of greater concern is that half of the respondents (50%, n=8)
confirmed that they do not teach this activity at all, demonstrating that the integration of DTP
into BA curricula is still limited and many programmes still neglect to consider it a priority
when revising their curricula. This highlights an area that requires further development in
current BA curricula to enhance the readiness and employability of graduates in the translation

industry.

Table 6.11 Comparison of DTP: perceived importance, competence, and teaching status

Tranjslators’ Emp'loyers’ Current Teaching Status
Views Views
DTP-Related Activity
Essential/ Excellent/ | Compulsory- Optional N/A
Important Competent | major/minor | major/minor
DTP tools 56% 28% 12% 38% 50%

To conclude, this section has examined the alignment of translation technology training
provided by BA programmes with the requirements of the translation industry. The results
reveal that while core CAT tools (i.e., TM and TB) are integrated into most BA curricula, the
level of competence demonstrated by many Saudi translators appears to fall short of their
employers’ expectations. A similar pattern was observed in MT post-editing, which was
described as well-integrated into most programmes, yet employer assessments suggest that the
competence of their translators may still be developing. In the other important areas of data
mining, corpora, subtitling, localisation, and DTP, teaching tends to be more variable, with
several programmes offering them on only an optional basis or not at all. Current training
coverage therefore seems insufficient to prepare students for the technology-related
requirements of professional translation work in Saudi Arabia. Curriculum development is
necessary to ensure that Saudi BA programmes produce graduates who are industry-ready for

translation jobs.

6.3.4 Translation Technology Integration throughout Programmes

Respondents were asked whether translation technologies make up part of other courses not
specifically devoted to them. This question makes it possible to assess the role of translation
technologies in the broader curriculum, whether they are taught in a standalone course or
integrated throughout the programme. 56% (n=9) confirmed the integration of translation
technology training into other courses, while the remaining 44% (n=7) responded negatively.

While this split may reflect diversity in training approaches and priorities among the surveyed
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programmes, it is evident that some may rely mainly on standalone courses to teach translation
technology, which potentially affects the development of students’ technological competence
throughout the programme and limits their exposure to these technologies in a variety of

learning contexts (i.e., a lack of consistent, cross-curricular translation technology integration).

=Yes

= No

Figure 6.7 Translation technology integration into other courses

Respondents who confirmed translation technology integration into other courses (n=9) were
subsequently requested to provide more details about the specifics of where and how translation
technology is embedded throughout the programme. Specifically, they were asked to indicate
whether translation technology plays a compulsory or optional role in seven courses that are
not dedicated to teaching translation technology along a five-point Likert scale: optional-minor,
optional-major, compulsory-minor, and compulsory-major, in addition to the N/A option if

such training is not offered on the course.

Figure 6.8 (below) shows that Translation Theory and Practical Translation are the most likely
courses to integrate translation technology, with roughly two-thirds of the programmes
describing translation technology integration as compulsory. This indicates that technology is
recognised as an essential part of both theoretical and practical translation training in these
programmes. 56% (n=5) of the programmes incorporate technology as a compulsory
component in Introduction to Translation, while it is optional in 22% (n=2), and not included
at all by the same number (22%, n=2). As the name suggests, Introduction to Translation is a
foundational entry point to help students grasp the main translation principles, concepts and
practices offered at the commencement of translation training, making the finding that so many
programmes do not include any technology component a matter of interest. The Internship
course, which typically provides students with what is likely to be their first experience of the
industry, includes translation technology as a compulsory component in 44% (n=4) of

programmes, but it is only optional in 22% (n=2) and a full third (33%, n=3) do not incorporate
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any element of technology. This represents a significant missed opportunity for students to

apply the theoretical knowledge that they have learned in real-life professional settings.
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Figure 6.8 Translation technology integration across seven courses

The remaining three courses (Simulated Translation Company, Translation Project, and
Dissertation) showed the lowest levels of technology training integration, which is surprising
as these tend to be offered at the later stages of BA studies (Year 3 or 4). At this advanced level,
students are expected to demonstrate a high level of competence, including the use of
translation technology, but 44% (n=7) of the programmes reported no integration of translation
technology across these courses. Given their practical and research-oriented nature, this lack
of integration is unexpected and highlights another missed opportunity to consolidate students’

technological competence in preparation for employment.

Given that the vast majority of programmes (94%, n=15) offer their translation technology-
related courses only in the later study stage (see Table 6.6) and many programmes do not
integrate translation technology training elsewhere in their curricula, students may not have
enough time to develop their technological competence gradually or apply their knowledge and
skills in different contexts. The lack of (or limited) integration into self-directed or experiential
learning courses (e.g., Simulated Translation Company, Translation Project, and Dissertation)
suggests that some programmes treat translation technology as an isolated competence area

rather than a core element of industry practice. This calls for greater attention to how translation
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technology can be embedded within the broader curriculum to help students build and apply

their technological competence more effectively over time.

6.3.5 Translation Tools and Software Licenses

To assess how translation tools are integrated into BA curricula, respondents (n=16) were asked
to report which tools are currently taught in their programmes, whether they are compulsory or
optional, and the approximate student-to-license ratio available for each. This section focuses
specifically on the top 10 software tools most frequently used by professional translators in
Saudi Arabia, as identified in the Translator and Employer Surveys (see Table 4.7). The purpose
is to evaluate how well these widely used tools are reflected in BA programmes and whether
students have sufficient access to them, thereby assessing alignment between BA training and
industry requirements. The results are presented in Figures 6.9 and 6.10 (below), which

illustrate the teaching status and license availability for the most frequently used tools.

Google Translate shows moderate integration, with 38% (n=6) of respondents teaching it as
compulsory, mostly with free or individual license access to students. Another 38% (n=6) teach
it as optional, and 25% (n=4) do not teach it at all. Given that 93% (n=230) of the translators
reported frequent use of this tool (see Figure 4.4), its absence in one-quarter of the programmes
is notable and suggests that some students may graduate without sufficient training in a tool

widely integral to the translation process in modern workflows.

Trados Studio, the second most commonly used tool in the industry, is taught as compulsory in
half of the surveyed programmes. Of these, 31% (n=5) provide students with sufficient access
(free or one license per student), while 19% (n=3) rely on shared licenses (two or more students
per license). A further 19% (n=3) offer it as optional, and the remaining 31% (n=5) do not teach
it at all. This means that nearly one-third of the programmes do not expose students to one of

the most prominent CAT tools in the local and global translation industry.

Despite its growing popularity in the industry, SmartCAT is only taught as compulsory in 25%
(n=4) of the programmes and not taught in 44% (n=7). Of those offering it, only 19% (n=3)
provide sufficient license access. While some respondents (31%, n=5) reported teaching it as
optional, the results suggests that this cloud-based CAT tool is still emerging in Saudi BA

programmes and not yet widely integrated into their training.
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Figure 6.9 Teaching status and license access for the top five tools (items 1-5)

MemoQ shows even more limited integration. Only 19% (n=3) of respondents described its
teaching as compulsory, with only one programme offering full or free access for students.
Another 19% (n=3) provide this CAT tool as an optional component in their programmes, and
the majority (62%, n=10) do not teach it. Phrase presents a similar pattern, with just 25% (n=4)
of the programmes teaching it as compulsory, most of them with free or individual access, and

62% (n=10) of the respondents reporting the absence of this tool in their curricula.

Figure 6.10 (below) presents the teaching status and license availability for the remaining five
tools ranked 6th to 10th in the list of most-used tools in the industry. Despite its widespread
use among Saudi translators, Microsoft Translator is taught as compulsory in only 19% (n=3)
of the programmes. An additional 19% (n=3) offer it as optional, but the majority, (62%, n=10),
do not include it in their teaching, suggesting limited training on how to use this MT tool

effectively within most Saudi BA programmes.

For Wordfast products (Classic and Anywhere), the results indicate similarly low levels of
compulsory and optional teaching. Only 12% (n=2) of programmes teach Wordfast Anywhere
as compulsory, and 19% (n=3) do so for Wordfast Classic. Optional teaching was slightly more
common, particularly for Wordfast Anywhere (25%, n=4). Nevertheless, neither CAT tool is
found in the majority of programmes (62%, n=10), revealing a gap between the tools used in

the industry and those addressed in current BA curricula.
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Figure 6.10 Teaching status and license access for the next five tools (items 6-10)

The teaching of Déja Vu and Matecat appears particularly limited. Neither are taught as
compulsory in most programmes, with Déja Vu offered optionally by just 25% (n=4), and
Matecat included either as compulsory (12%, n=2) or optional (12%, n=2) in a small number
of cases. Most concerningly, three-quarters of respondents (75%, n=12) reported that their
programmes do not teach either tool, reinforcing the observed pattern of misalignment with

industry requirements.

The results of this section reveal insights into the teaching status and license availability of the
top 10 translation tools identified as frequently used by translators in Saudi Arabia. The analysis
reveals varying levels of integration of the tools across the surveyed programmes, with notable
training gaps in most key tools. While Google Translate and Trados Studio are relatively well
integrated, they are still not commonly taught, with around one-third of the programmes
reporting no teaching of these. Access to licenses is also inconsistent, with many programmes
relying only on free versions or sharing licenses among students. The total absence of most
relevant tools (MemoQ, Phrase, Microsoft Translator, Wordfast Classic, Wordfast Anywhere,
Déja Vu, and Matecat) from more than half of the programmes in the survey represents a serious
matter of concern. Coverage and accessibility gaps like this reveal that most current BA training
in Saudi Arabia is failing to sufficiently expose students to industry-standard tools, which could

have a decisive negative impact on their ability to meet the expectations of future employers.
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6.3.6 Teaching and Assessment of Translation Technology Training

This section is presented in three subsections to explore how translation technology training is
delivered and evaluated within Saudi BA programmes. These examine teaching-related themes
(6.3.6.1), teaching strategies (6.3.6.2), and assessment strategies (6.3.6.3) to provide a more

rounded picture of training practices in translation technology.

6.3.6.1 Teaching-related Themes

Respondents were asked to rate their perception of the importance of 12 translation technology
training themes on a five-point Likert scale: not important at all, not very important, neutral,
important, or very important. Encompassing both practical and theoretical elements, these
themes incorporated topics such as tool history, theory, project-based use, MT post-editing
issues, industry standards (e.g., ISO 17100), legal concerns (e.g., TM ownership), and
professional workflows. This question helps identify the key areas prioritised and covered in
translation technology training, offering insights into whether the surveyed programmes
provide trainees with comprehensive training that addresses both theoretical knowledge and
practical exposure to tools. The 12 themes have been equally divided between two figures for

ease of comprehension.

Figure 6.11 (below) shows that the theme with the highest importance ratings was the use of
tools in a range of translation projects; this was rated as important or very important by 75%
(n=12) of the respondents, suggesting that many programmes acknowledge the value of
applying tools in authentic translation contexts. However, this appears somewhat disconnected
from earlier results, where 56% (n=9) of the programmes reported not training students on how
to use tools from the perspective of project managers or LSPs (see Figure 6.5). This raises
concerns about whether students receive adequate training in managing technology within
complex, real-world project environments. The theory and principles of translation tools ranked
second, with all programmes reportedly covering this theme, which aligns with the previous
result showing that all programmes teach and assess the theory and practice of translation tools
(see Figure 6.4). However, 25% (n=4) viewed this theme neutrally, and one respondent rated it
as not very important, which may indicate that while theoretical aspects are formally included,

their perceived importance may vary from one programme to another.
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Figure 6.11 Perceived importance of teaching themes (items 1-6)

Closely following were MT post-editing issues and the history and development of translation
tools, both rated as important or very important by 62% (n=10). For MT post-editing, this aligns
with its inclusion in the compulsory curricula of many programmes (see Table 6.8), yet the
presence of neutral or negative responses (31%, n=5) may reflect inconsistent views on its
teaching value, despite the increasing role of MT in modern workflows. Similarly, while many
respondents recognised the value of introducing students to the historical development of
translation tools, nearly one-third either rated this theme as not very important or reported not
teaching it at all. This could limit students’ ability to contextualise current technologies or
anticipate future developments. The legal aspects of technology use (e.g., TM ownership and
licensing) were valued by just over half of the respondents (56%, n=9), but a quarter (25%,
n=4) reported not covering these issues at all, despite their growing relevance in collaborative

translation scenarios.

Regarding professional roles and workflows, only half of the respondents considered this theme
important for training content. Neutrality was expressed by almost a third (31%, n=5), and 18%
(n=3) either afforded it little priority or omitted it entirely from their curricula. This provides a
potential explanation for why students may leave university unprepared for practices in the
actual translation industry as they graduate with scant awareness of the variety of translation

processes and roles.
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Figure 6.12 (below) continues the analysis of perceived importance of the remaining six
training themes. The teaching of tools as software packages was identified as important by 44%
(n=7) of the respondents, yet nearly one-third (31%, n=5) remained neutral, and 19% (n=3)
reported that it is not taught at all. These results mirror earlier findings highlighting limited
access to software tools (see Section 6.3.5), which may account for the low prioritisation of
hands-on tool training in some programmes. It was highlighted that, where tools are offered,
access to most of them is restricted to free trials or shared licenses. A similar trend emerges in
the theme of teaching tools in collaborative translation. While 38% (n=6) of respondents
regarded it as important, an equal proportion were neutral, and nearly a quarter either rated the
importance of this theme as low or do not teach it in their programmes. These results align with
the earlier observation that collaborative features, such as TM and TB, have not yet achieved
widespread curriculum integration in most programmes (see Table 6.7, below), despite their

increasing significance in modern workflows.
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Figure 6.12 Perceived importance of teaching themes (items 7-12)
The results also show that the two themes of file management and data security and advanced
Office skills registered modest importance levels. Although 31% (n=5) of respondents rated
these themes as important, an equal percentage indicated they are not taught at all. Some
selected the neutral option for these two themes (19%, n=3 and 12%, n=2, respectively). Such

diversity in perspectives may indicate limited recognition of the competencies that help
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translators securely handle client content and increase their productivity and efficiency in the

industry.

The attention given to industry-wide knowledge also appears limited. While the Saudi
translation industry is rapidly developing due to the country’s openness and presence as a
global hub for business, tourism, and culture, driven by Vision 2030, only 31% (n=5) of the
respondents considered exposing students to the translation industry structure and future
development an important teaching theme, while an equal proportion indicated that it is not
covered in their programmes. Regarding the teaching of industry standards, the results are even
more concerning, as it was only rated as important by a single respondent, as neutral by 44%
(n=7), and as not covered at all in programmes by a full half (50%, n=8). With global standards
like ISO 17100 growing rapidly in relevance, graduates may be left without sufficient
preparation to meet international quality benchmarks, which would definitively reduce their

ability to compete in the globalising translation industry.

The results of this subsection reveal that although a few themes, particularly theory and MT
post-editing, are broadly represented across Saudi BA curricula, others like collaborative
workflows, practical software handling, and global industry standards are neglected in the large
majority of BA programmes despite their importance in preparing trainee translators for work
in the industry. From this, several curriculum areas can be highlighted for development to
provide graduates with a positive start to their careers and ensure they can meet future employer

expectations, not only in Saudi Arabia but around the world.

6.3.6.2 Teaching-related Strategies

This subsection asked the respondents to rate the importance of seven teaching strategies used
in their programmes on the same importance scale (from not important at all to very important).
The results help us to understand how translation technology is introduced and taught to

students and how their technological competence is developed during BA training.

The results, presented in Figure 6.13 (below), show that most respondents (88%, n=14) rated
staff lecture/demonstration as highly important, underscoring that this traditional trainer-led
strategy is still widely used in translation technology training. The remaining respondents
(12%, n=2) chose the neutral option, which suggests that they may be uncertain about which
strategy trainers mainly employ in their teaching. Interestingly, blended learning was also
highly rated and used by the majority of programmes, with 81% (n=13) considering this

strategy as important or very important, and no programmes selecting N/A. Similarly, e-
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learning was used and emphasised by over half of the programmes (56%, n=9), which may be
due to the COVID-19 pandemic that accelerated the transition to online teaching, especially at
the time of data collection for this research (i.e., the 2021-2022 academic year). However, the
high rates of adoption of these two strategies raises some concerns due to the challenges faced
by most students in accessing translation tools off-campus (more details about remote tool

access are given in Section 6.3.7.2, below).
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Figure 6.13 Perceived importance of teaching strategies

Team and group work was rated as very important by 31% (n=5) of the respondents, while 44%
(n=7) rated it as important, making a total of 75% (n=12) emphasising collaborative learning
in their programmes. However, 25% (n=4) selected neutral, indicating that some may not be
fully aware of how frequently this strategy is used in teaching translation technology. 75%
(n=12) of respondents also rated individual work as important or very important, while the
remaining 25% (n=4) preferred to remain neutral. This may demonstrate that encouraging
students to work independently with translation technology may be balanced with other
strategies like collaborative learning where students work together in project-based
environments. Nearly two-thirds of the programmes further rated autonomous learning as
important (44%, n=7) or very important (19%, n=3), but the strategy was not employed in 12%
(n=2) programmes, while 25% (n=4) were neutral in their responses. The considerable number
of neutral and N/A responses for these two strategies (individual work and autonomous

learning) may indicate little emphasis on using them to teach translation technology in the
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surveyed programmes. These results may support the insights gathered from the translators
who participated in the focus group discussion, most of whom reported that novice translators

face challenges in CPD planning and independently navigating their professional development.

The least important teaching strategy is simulated translation company, viewed as important or
very important by a combined 37% of respondents, while a similar proportion (31%, n=5)
indicated neutrality, and almost a third of programmes stated that they either do not use it (19%,
n=3) or assigned it little importance (12%, n=2). Simulating real-life translation environments
requires specific capabilities and infrastructure; therefore, these results may reflect a lack of

these resources in the surveyed universities.

The results for this subsection reveal that Saudi BA programmes are mixed in their use of the
teaching strategies surveyed and show a definite preference for trainer-led teaching in the
traditional style, whether this is delivered through blended modes or in person. While many
respondents generally value strategies such as team-based and individual learning, other
strategies that promote learner autonomy or simulate real-world professional environments

appear to be less consistently used in translation technology training in Saudi BA programmes.

6.3.6.3 Assessment-related Strategies

In the same vein as the previous question, for this subsection respondents were asked to rate
the perceived importance of six assessment strategies used in their programmes on the same
Likert scale (from not important at all to very important). The results show how translation
technology training is evaluated in Saudi BA programmes and the extent to which current
assessment practices prioritise practical competence over theoretical understanding. This
information helps gauge whether students are assessed in ways that mirror real-world
professional scenarios, thereby offering a clearer picture of academia-industry alignment

regarding assessment.

The results, presented in Figure 6.14 (below), indicate that individual work emerges as the most
important assessment strategy, with 50% (n=8) of the respondents rating it as very important
and 31% (n=5) as important. This makes a total of 81% (n=13) who emphasised the value of
this strategy, which mirrors the prevalence of teaching translation technology through
individual work (see figure 6.13, above). Assessing students through practical tasks was
perceived as important or very important by the same proportion (81%, n=13) of the
programmes, highlighting the central role of hands-on assessments in current evaluation

practices. Only one respondent considered this to be not important at all, and the use of
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individual work was reported as absent in just one case, indicating broad adoption of these
assessment strategies. Team and group assessment ranked lower in importance than individual
assessments and practical tasks, with 69% (n=11) of respondents rating it as important. 12%
(n=2) considered it not very important and one respondent reported not using it in their
programme. The three assessment strategies (i.e., individual work, practical tasks, and team
and group work) all saw the same proportion of respondents selecting the N/A option (12%,
n=2), potentially indicating programme directors’ lack of awareness about the strategies

trainers employ to evaluate students’ technological competence.
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Figure 6.14 Perceived importance of assessment strategies

The importance of assessment through reports and essays in translation technology training
registered mixed results. 44% (n=7) of respondents considered reports to be important, but
none selected this as very important. Report writing is not used for assessment in about a third
of the programmes (31%, n=5), and a quarter (25%, n=4) expressed neutrality about reports.
This strategy was not rated as low importance by any of the respondents, which shows it to be
a generally accepted element of assessment: report writing holds some value in the curriculum,
but it may not be perceived as a primary assessment strategy in translation technology. Essays
were found to play a relatively minor role in assessing technological competence, with 50%
(n=8) of respondents selecting the neutral option and none considering them very important.
12% (n=2) do not require essays for assessment in their programmes at all. Therefore, neither

reports nor essays are widely regarded as primary assessment methods in this area, revealing a
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broad shift from theoretical assessment toward practical demonstrations of technological

competence.

The use of professional certification as an assessment tool reveals a more divided picture. Just
over one-third of the respondents (38%, n=6) rated it as important or very important, while
44% (n=T7) stated that it is not used at all. This may be because such certifications are, for most
programmes, more relevant to post-graduation training (i.e., CPD) than as an embedded

element of academic assessment.

This section has provided an overview of the current assessment strategies used to teach
translation technology in Saudi BA programmes. The results highlight a dominant use of
practical tools-based tasks and individual work as primary assessment strategies, given their
high ratings of importance (81%, n=13 for both items). Nonetheless, the limited use of industry-
recognised certification and the minimal role of collaborative and theoretical assessment
suggest that further work may be needed to fully bridge the gap between academic assessment

practices and real-world professional expectations.

6.3.7 Trainers’ Qualifications, Lab Infrastructure, and Technical Support

6.3.7.1 Qualifications and Experience

Respondents stated the type, qualifications, and experience of trainers responsible for teaching
translation technology-related courses. As Table 6.12 (below) shows, there was an even
response split between those reporting that all trainers are salaried academic staff (50%, n=8)
and those indicating that most trainers are academic staff (50%, n=8). Therefore, while there is
a general reliance on permanent academic staff, some programmes also employ part-time or
adjunct trainers to address faculty shortages. Half of the respondents (50%, n=8) stated that
most of their trainers hold formal qualifications in translation technology, but a substantial
number (43%, n=7) indicated that trainers lack such qualifications, raising questions about the

depth of translation technology training provided.
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Table 6.12 Trainers’ type, qualifications and experience

‘Who teaches tools and technologies in your Approximate ratio of trainers holding a
programme? qualification in translation technology

= All of them hold a qualification
= Most of them hold a qualification

= All are salaried academic staff
= Most of them are academic staff

= Most of them with no qualification
= None of them hold a qualification

Trainers' experience of teaching translation technology

= All of them have a five-year experience

= Most of them have a five-year experience

= Most of them do not have a five-year experience

= None of them have a five-year experience

Some respondents used the text boxes to further elaborate on the qualifications of their trainers,

and their entries are as follows:

Respondent 1: Many faculty members hold PhD or MA degrees in translation studies. Their

qualifications are typically in translation, rather than in translation technology specifically.
Respondent 2: Some trainers are not very qualified in translation technologies.

Respondent 4: Trainers’ qualifications are mainly training courses, or they studied translation

technology as part of their MA or PhD studies.

Respondent 5: Teaching staff are of varied specialities and teaching preference, depending

mainly on who is interested and in what.

Respondent 6: Many of those who teach translation courses are not translation specialised

because our department does not have anyone else to teach them.

These comments raise concerns about the quality of translation technology training offered in
some programmes, as they show a mixed level of specialisation among trainers responsible for
teaching technology-related courses. While some trainers hold degrees in translation studies,
they are not necessarily familiar or proficient with the translation tools they teach. In some
programmes, it seems that trainers come from varied specialities and teach translation courses

based on individual interest rather than formal qualifications.
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In terms of teaching experience, 69% (n=11) of the respondents stated that most of their trainers
have at least five years of experience in teaching translation technology. However, 25% (n=4)
reported that none of their trainers meet this threshold, and none of the surveyed programmes
indicated that all of their trainers have such experience. These results suggest that even among
relatively experienced programmes, there are gaps in trainer expertise in delivering technology-
related content. This lack of qualifications and experience may lead to inconsistencies in both
the delivery of content and the quality of learning outcomes and students’ technological
competence. This situation reflects broader staffing challenges observed two decades ago by
Al-Jarf (2004), who found that many BA translator training programmes in Saudi Arabia
encounter issues such as understaffing, high turnover, and difficulties in recruiting qualified
full-time trainers. Such limitations continue to affect the consistency and quality of translation

technology training within Saudi BA programmes.

6.3.7.2 IT Facilities and Lab Infrastructure

The effectiveness of translation technology training depends heavily on the availability and
quality of IT facilities and lab infrastructure. To evaluate this aspect, respondents were asked a
series of questions concerning lab facilities, student access to tools, personal device integration,
and out-of-class access. The responses draw a picture of the logistical environment in which
translation technology is taught and used within the surveyed programmes, supporting an
evaluation of how well Saudi BA programmes are equipped to meet the requirements of

modern translation workflows and align with employer expectations.

Respondents were first asked whether they had access to large labs suitable for delivering
translation technology training. 69% (n=11) noted that their labs are large enough and
sufficiently well-equipped for this purpose, but the remaining 31% (n=5) indicated that the lab
environment may be too constrained or overcrowded to be conducive to effective learning.
Respondents were then asked to provide the student to workstation ratio, which can determine
the amount of individual practice students can expect with hands-on exercises during their
training. While half (50%, n=8) reported a 1:1 ratio or better, allowing each student their own
workstation, the other half acknowledged challenges in this area. In some programmes, two
students are required to share a single workstation (25%, n=4), while in others, the situation
was more severe, with three or more students sharing the same equipment (25%, n=4). Such
overcrowding may limit students’ ability to engage meaningfully with translation tools and
hinder the development of their technological competence before they enter the translation

industry.
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The survey also included questions to explore how programmes might compensate for these
limitations, especially those reporting ratios less favourable than 1:1. Respondents were asked
whether students were allowed (or encouraged) to use their personal devices in translation
technology classes. Table 6.13 (below) shows that 38% (n=6) reported that they rely on
students’ personal devices in practical training, while an additional 25% (n=4) allowed their
use as an optional supplement. This means that roughly two-thirds of the programmes show
some flexibility in allowing or even encouraging the use of personal devices in the classroom.
It is difficult to attribute this flexibility in encouraging students to use their devices to the
adoption of new teaching strategies (e.g., simulated translation company), as most programmes
do not value learner-centred strategies (see Figure 6.13, above). Instead, a plausible
interpretation may be the insufficient number of workstations available for students, as half of
the surveyed programmes indicated challenges in this regard. The results also show that 38%
(n=6) of the programmes rely exclusively on their lab facilities without incorporating students’
personal devices into the classrooms, revealing a clear preference for teaching translation

technology in traditional, supervised environments.

Table 6.13 Lab facilities and accessibility of tools

Availability of large labs Ratio of students to workstations

= 1: 1 or better

= Between 1: 1 and 2: 1 l

= Yes
= No = 3: 1 or worse

Out of class lab access Integration of personal devices into tools
classes

= Yes, we rely on them in

tools classes
= Yes, as an optional extra in
® Yes tools classes

= No = No, all our classes use
only lab facilities

The next question asked whether students are permitted and able to use lab facilities beyond
scheduled lab classes at regular hours. Only 31% (n=5) of the programmes allow this, with the
majority (69%, n=11) confirming that this is not an option in their programmes. Such limited

out-of-class access reduces opportunities for students to reinforce what they learn in class,
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particularly in programmes that rely solely on lab facilities and do not integrate students’

personal devices.

Two further questions were asked about the ability of students to remotely access translation
tools from off-campus. The results, shown in Figure 6.15 (below), reveal that only one
programme reported offering remote access to all translation tools, whereas a quarter (25%,
n=4) allow students to access most tools. However, a simple majority of the programmes (50%,
n=8) provide their students with remote access to only some tools. This state of affairs means
that students’ ability to work with tools from home is partial at best. More worryingly, nearly
a fifth of the programmes (19%, n=3) offer no remote access to tools for students, which likely

hinders independent learning and the ability to complete coursework off-campus.
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Figure 6.15 Remote tools access and private installation

Respondents were further asked if students are allowed to install translation tools on their
personal computers. While some flexibility was observed in integrating students’ personal
devices in classroom, full support was rare. The results reveal that only one programme allows
students to install all tools, and two (12%) permit this for most tools. This means that only a
handful of programmes support their students with tool licenses for their personal devices,
which offers the most flexibility for independent learning and use of tools without restriction.
Half of the programmes (50%, n=8) offer limited licenses for only some tools, and the
remaining 31% (n=5) provide no tool licenses for students. Therefore, it seems that even while
personal device integration is becoming more common, full support for tool licences and

technical assistance remains limited in Saudi BA programmes.
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Overall, this section has revealed that although a number of programmes have taken steps to
offer flexible learning through remote access or private installation, many still fall short in
providing consistent access to translation tools. Without sufficient out-of-class lab availability
or remote tool access, students’ ability to develop their technological competence
independently may be constrained, particularly in programmes where lab-based, in-person

teaching remains the primary mode of delivery.

6.3.7.3 Server Resources and Technical Support

The survey included yes/no questions to explore the types of servers in use and the level of
technical support available in the surveyed programmes. Respondents were first asked whether
their programme has access to dedicated servers for translation technology training, and only
31% (n=5) stated that this is the case (Figure 6.16, below). The same proportion reported using
shared specialist servers, typically supporting more than one programme or department. By
contrast, 62% (n=10) indicated that their programmes rely entirely on generic institutional
servers, which shows a lack of exclusive server access to support translation technology
training in most of the programmes surveyed. Furthermore, three-quarters of respondents
(75%, n=12) have no technical support staff dedicated to their programmes, and 44% (n=7)
reported sharing technical support with other programmes. Notably, the vast majority of
programmes rely on generic institutional support staff, who are likely to lack expertise in

translation tools and their related technical issues.
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Figure 6.16 Server infrastructure and technical support
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These infrastructure gaps could hinder the delivery of high-quality translation technology
training. The absence of (or limited) programme-specific server resources and the lack of
specialised technical support may limit the reliability of in-class tools, disrupt practical

training, and restrict the use of industry-relevant translation tools and workflows.

6.3.8 Five-Year Prospects and Challenges

This section aims to capture the respondents’ views of eleven potential opportunities and five
possible challenges that could influence both translation technology training and the future of
BA programmes over the next five years. Respondents rated the chance, in their perception, of
these developments and challenges occurring along a five-point Likert scale: very unlikely,
unlikely, neutral, likely and very likely. The items include curriculum design, teaching
strategies, technology integration, staffing, funding, and institutional support, covering a broad
range of areas. This section offers insight into how academic programme directors view the
future of technology teaching, indicating which opportunities they hope to take advantage of
and the challenges they foresee.

6.3.8.1 Potential Opportunities

The eleven opportunities were grouped into two categories and presented to respondents for

this section:

e Developments in programme structure and teaching methods

- Student demand for translation programmes will increase.

- We expect to develop one or more new translation-related programme(s).

- We expect to develop one or more collaborative programme(s) with other institutions.

- We expect to introduce/expand alternative teaching methods (e.g., e-learning).

- Newly qualified staff with translation technology training will become available.
e Developments in translation technology training and industry involvement

- We expect the translation technology element of our programme to expand

- We expect to introduce training in different types of translation tools.

- Translation tools will migrate from local installations to the Cloud.

- Translation technology will become more complex and diverse.

- Fully automatic translation (MT) will become more important in the industry.

- Industry involvement with translation programmes will increase.
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The results are illustrated in Figures 6.17 and 6.18 (below) in descending order of perceived
likelihood, offering a visual overview of the most and least anticipated developments over the

next five years.

The adoption of new teaching strategies was described as the most likely area for development
(Figure 6.17, below). 87% (n=14) of respondents considered this either likely or very likely,
with a small minority expressing neutrality and none anticipating that this will not happen.
Such consensus clearly points to a near-universal recognition of the requirement for
pedagogical method and teaching strategy development so real industry practices and demands
are reflected in programme offerings and outcomes. A similarly broad optimism can be seen in
the fact that 81% (n=13) of respondents believe that it is likely or very likely that more
technology-qualified trainers will become available as time goes by. However, 19% (n=3)
expressed neutrality, possibly reflecting the persistent issues around staff specialisation and
experience observed in Section 6.3.7.1. The complete absence of unlikely and very unlikely
responses may indicate that most respondents believe progress in staffing is possible, though
not guaranteed. This area needs further exploration to understand how programmes deal with

the more pressing need for qualified trainers to teach translation technology-related courses.
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Figure 6.17 Developments in programme structure and teaching strategies

Most respondents (69%, n=11) rated increased student demand and the development of new
programmes as either likely or very likely. There is therefore anticipation that interest will

continue to grow in translation specialisation, and many programmes are expanding their
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curricula in response. Some respondents expressed more caution, however, with 19% (n=3)
thinking this unlikely, and a quarter (25%, n=4) selecting the neutral option. The greater level
of reservation on display here indicates uncertainty about the development of enrolment trends
or concerns around the challenges associated with launching new programmes (e.g., limits on
infrastructure or funding). The earlier results, shown in Figure 6.12, align with this stance, as
it was found that teaching on translation industry structures or potential future developments is
not a matter of priority for most Saudi BA programmes, revealing their inadequacy in long-

term strategic planning.

Regarding the likelihood of developing a new collaborative programme with other universities,
the responses showed mixed perspectives. This possibility was rated as likely or very likely by
a little over half of the respondents (56%, n=9), while 38% (n=6) remained neutral, and just
one thought such partnerships unlikely. The logistical challenges described in Section 6.3.7
may explain these mixed perceptions, including cross-programme coordination, trainer
expertise disparities, or infrastructure and tool access differences. Despite this, the general
outlook across all five items suggests a forward-looking attitude within most programmes,
particularly regarding innovation in teaching strategies and responsiveness to student and

industry requirements.

Figure 6.18 (below) shows respondents’ views of the anticipated developments in translation
technology training and industry involvement in their programmes. There was unanimous
agreement that introducing a wider range of translation tools is likely or very likely, with no
respondents selecting neutral or negative options. This strong consensus suggests that most
programmes recognise the need to diversify the toolsets available to students, due possibly to
the rapid evolution of translation technology and awareness of the gaps in tool coverage within
programmes. A similarly optimistic outlook was observed regarding the expansion of
translation tools, with 81% (n=13) of respondents rating this development as likely or very
likely. A smaller proportion (12%, n=2) selected the neutral option, which may indicate
uncertainty about their programme’s ability to implement such changes, possibly due to

challenges in infrastructure or staff expertise, as highlighted earlier in Figure 6.16.
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Figure 6.18 Developments in translation technology training and industry involvement

The probability ratings of an increase in the role of the translation industry in the surveyed
programmes were high, with all but one respondent considering increased industry
involvement either likely or very likely. This indicates an overall positive sentiment regarding
the importance of collaboration between BA programmes and industry stakeholders in bridging
the gap between academia and industry. In contrast to this, opinions on the increasing role of
MT in the industry were more divided. While over two-thirds of the respondents rated this
development as likely or very likely, a considerable proportion (19%, n=3) selected neutral,
and 12% (n=2) expressed a belief that MT developments were improbable. A previous result
in this study has shown that 62% (n=10) of programmes already teach MT post-editing as a
compulsory component (see Table 6.8), so while MT is widely acknowledged, its perceived

future significance is still subject to debate from the respondents’ perspectives.

Over half of the respondents (56%, n=6) thought it likely that translation technology would
grow more complex and diverse, with a further third (31%, n=5) thinking this development
very likely. These numbers reflect widespread recognition of the rapid and ongoing nature of
the evolution of translation technology, with which both students and trainers are increasingly
conscious of having to stay up to date. However, one respondent was neutral, while another
rated this development as very unlikely. A possible reason for such expectations is that these
respondents may lack access to information about future industry developments and the role of

MT in modern workflows. This interpretation is consistent with the earlier observation that
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many programmes do not prioritise teaching about industry structures or future developments
(see Figure 6.12). Respondents were similarly expectant that translation tools would continue
to migrate from local installations to the Cloud, as this was considered likely or very likely by
a combined 87% (n=14). Broader trends in the ubiquity of remote work and online learning
may explain this optimism, as the appeal of cloud-based tools has increased sharply in recent
years due to their ability to bring flexibility into teaching and align more closely with
translation industry practices. Only two respondents (12%, n=2) were neutral about this, which,
as before, is likely the result of gaps in awareness or uncertainty about the trajectory of

translation tool development.

The results indicate a high level of optimism and forward thinking in BA translator training,
particularly regarding programme development and the adoption of translation technology.
Most respondents expected growth in student demand, the development of a new translation
programme and the expansion of teaching strategies. The integration of translation tools and
technologies into BA curricula is highly anticipated in most programmes, with the move toward
cloud-based tools and the increasing complexity of technologies viewed as inevitable
developments. In addition, industry stakeholders are anticipated to play a more active role in
curriculum development, with closer collaboration between BA programmes and translation

industry stakeholders.

6.3.8.2 Potential Challenges

Five potential challenges for translation technology training development in Saudi BA
programmes over the next five years were presented to respondents for their evaluation of
likelihood, along the same Likert scale (from very unlikely to very likely). These include
insufficient supply of trained staff, inadequate funding, limited IT facilities, poor technical
support, and limited support from the institution or the government. Each item represents an
aspect that could critically constrain progress in the integration and expansion of translation

technology in the surveyed programmes.

The most frequently cited concern (Figure 6.19, below) was the lack of trained staff, with over
half of respondents (56%, n=9) rating this as likely or very likely. This suggests that staffing
remains a pressing issue in most programmes. However, nearly one-third of respondents (31%,
n=5) remained neutral, indicating that they were uncertain whether this would stand as a
constraint for the development of their programmes. Few respondents (12%, n=2) felt that this

issue is unlikely to affect the future development of their programmes.
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Figure 6.19 Possible challenges

Funding and IT infrastructure were also identified as potential constraints by over a third of
respondents (38%, n=6 for each). Neutral responses were somewhat more common for these
items (25%, n=4 for funding and 31%, n=>5 for IT facilities), indicating that some respondents
were uncertain whether they would impact progress. Approximately one-third of the
respondents did not anticipate insufficient funding and limited infrastructure to become serious
challenges, yet for many programmes they remain significant hurdles that can restrict
investments in developing lab infrastructure, IT facilities, trainer development and in providing

new software tools and licences.

Technical support was rated as a likely challenge by almost a fifth (19%, n=3) of the
respondents, but a larger proportion (38%, n=6) selected the neutral option, suggesting
persistent uncertainty regarding the availability of IT support in these programmes. The results
are consistent with earlier observations (see Figure 6.16, above), which reported limited access
to dedicated technical staff across many programmes. Similarly, the lack of governmental
support emerged as an anticipated challenge for some programmes, though the respondents’
opinions were more varied. While 19% (n=3) rated this challenge as likely or very likely, half
(50%, n=8) chose the neutral option, possibly reflecting uncertainty about future policy
directions and funding decisions from the government. A smaller group (31%, n=5) considered

this issue unlikely or very unlikely to impede their development.
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Overall, the results suggest that staffing, funding, and infrastructure remain the most likely
challenges to the development of translation technology training in Saudi BA programmes.
While concerns about technical and governmental support were also acknowledged, they were

accompanied by a greater degree of uncertainty.

6.4 Qualitative Findings

This section reports the qualitative data derived from two focus group discussions conducted
with BA programme directors (PDs, n=9) and course trainers (CTs, n=9). The aim of these
sessions was to explore the challenges and practices of translation technology training in Saudi
BA programmes in greater depth, focusing particularly on the trends and gaps identified in the
survey phase. The discussions ranged around several issues, including limitations in
infrastructure, staffing and expertise, curriculum design, and engagement with the translation
industry. Four main themes and a number of sub-themes emerged from the analysis,
constituting both shared concerns and suggestions for the future. The results of this part of the
study complement the quantitative results and facilitate a more comprehensive understanding

of the challenges surrounding the delivery of translation technology training in Saudi Arabia.

6.4.1 Infrastructure and Staffing

This theme explores the challenges related to lab infrastructure, funding, and staffing, as
discussed by both programme directors and course trainers, who described a range of
institutional and logistical barriers that hinder the effective delivery of translation technology

training.
% Lab Infrastructure and Funding

Several participants expressed concern about the lack of dedicated facilities for translation
technology training. The issue was particularly acute in public universities, where some
programme directors (n=3) reported the absence of dedicated translation labs, while others
(n=5) highlighted that labs exist but are outdated and poorly equipped. For example, PD4

explained:

There are no labs dedicated to translation teaching. Instead, we use computer labs shared
with other departments like Education and Chemistry, and the lab equipment is really
outdated.

The same participant later revealed that the equipment used in the programme was the same as

he had used as a student, showing a level of update neglect that clearly hinders effective
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training. Similar concerns were raised by PD2, who emphasised the financial limitations faced

by newer programmes:

The situation requires more financial support and full access to translation tools. We also
need to set up specialised labs and hire staff specialised in translation technology.

These concerns were echoed by other programme directors, including PD5 and PD6, who noted
a reliance on free trial versions of translation tools due to a lack of licensing budgets. PD1
added that institutional funding tends to prioritise other departments, such as physics and

mathematics, leaving translator training programmes under-resourced.

Similar frustrations were shared in the trainers’ discussion. CT9 noted ongoing difficulties in

obtaining the necessary translation tools and infrastructure:

Our programme is relatively new, [...] We still need well-equipped labs with hardware
and software tools for translation training. [...] these issues present significant
challenges for us because the process requires long administrative procedures.

CT2 further explained:

Another challenge is the lack of labs and software licenses. This is a major issue because
dealing with the university s bureaucracy is not flexible enough to allow faculty members
to request such resources.

However, this situation was not uniform across universities. PD3, representing a private
university, described a more supportive environment, where labs were fully equipped, and tool
access was well-managed. This was supported by CT3, from the same university, who stated

that:

Our labs are well-equipped with computers and software licenses. We have also an IT
technician to help us resolve any technical issues. The technician really cooperates with
us. I remember, during the COVID-19 pandemic period, the technician made a great effort
to maintain the software tools in our private devices and support us with software
licenses.

These kinds of insights provide necessary context for the results of the survey given in Section
6.3.7, as this represents first-hand testimony of the struggles faced by translation-related
programmes in public universities around infrastructure, funding, and tool access. Therefore,
the type of university a student attends decisively impacts the quality and consistency of

education and training they receive in translation technology.
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+» Staffing and Expertise

This sub-theme relates to challenges around staffing and trainer expertise in translation
technology. The survey results indicated that over half of the programme directors (56%, n=9)
considered the lack of trained staff a likely challenge in developing translation technology
training in their programmes (see Figure 6.19). This concern was echoed by participants in both
focus groups, who described issues related to staff qualifications, subject specialisation, and

motivation for professional development.

A recurring concern among the programme directors was the limited number of trainers with
expertise in translation, let alone translation technology. In some cases, even the programme

directors themselves lacked a background in translation. PD5 explained:

The number of trainers specialised in translation is very small, just a handful, to the point
where I, as the director of the translation programme, am not specialised in translation,
which highlights the shortage of specialists.

The broader concern that emerges from this is that if the director of a translation-related
programme is not a translation specialist, they are not likely to possess the industry-specific
knowledge sufficient for informed decisions to be made about the tools and technologies the
curriculum should prioritise. This means many programmes are unable to align with changing
trends and requirements in the translation industry with sufficient speed, so the technological
competence of their graduates will either be out of date, inadequate, or both. Section 6.4.3.1
(below) discusses how this could represent a factor contributing to some programmes’ slow

adoption of tools and technologies growing most important in the industry.

PD2 described a similar scenario in a newly established programme in which only one trainer
had a background in translation. This shortage often results in non-specialised trainers being

assigned to teach translation technology-related courses. CT7 described the implications:

In our department, most trainers are specialised in either Linguistics or TESOL. [...] we
face challenges in evaluating students’ skills due to trainers’varying levels of expertise.
Some struggle with the technical aspects, such as opening a TXM file instead of an Excel
file. I always try to provide guidance and some training videos to help them understand
these nuances, such as how to work with TMX files in Phrase.

This highlights the problem of translation technology training becoming more complex when
trainers are less familiar with what they are assigned to teach, leaving students at risk of
receiving inadequate training. Moreover, trainers’ resistance to CPD was another challenge

raised by CT7, who noted that efforts to provide internal training were largely unsuccessful:

214|Page



There is also a lack of motivation from trainers to attend training courses and improve
their skills in translation technologies. For example, we received complaints from
students about some trainers not training them well or not mastering the technologies
they teach. I took the initiative to offer a training course within the department on using
translation technologies, but no one was interested in developing themselves, either due
to being overloaded or burnout for some reason, and there was no real participation.

Despite student complaints about some trainers’ lack of technological competence and the
impact of this on the quality and depth of training, the above quote reflects a broader issue:
trainers may often be left to navigate challenges independently without sufficient institutional
support. Therefore, individual initiatives may be the only way to fill the gap left by insufficient
support. However, CT7 reported that his initiative was met with little interest, partly due to
institutional constraints (e.g., workloads or burnout), which CT7 considered contributing
factors to trainers’ lack of participation in CPD. This is directly linked to the institutional
challenges described by PD1, who discussed the bureaucratic hurdles that limit institutional

responsiveness:

I think that individual efforts outweigh institutional efforts in most universities, as
institutional requests require effort, support, approvals, and procedures that take longer.

These qualitative findings indicate that the burden of improving translation technology training
often falls on individual trainers, without sufficient institutional support. Trainers are often
required to seek alternative, free solutions to compensate for the lack of infrastructure, funding,
and resources, in addition to their efforts to navigate CPD independently. While this situation
places additional burden on trainers, it becomes even more problematic when considering that
non-specialised trainers are often assigned to teach translation technology-related courses

simply because there is no one else to teach them.

6.4.2 The Relationship between BA Programmes and the Translation Industry

This theme relates to the way Saudi BA programmes interact (or fail to do so) with the
translation industry. Individuals from both groups of participants discussed a widespread
absence of collaboration, limited industry stakeholder communication, and the lack of routine
mechanisms for feedback. The persistent, broad misalignment between the actual requirements
of the Saudi translation industry and the translation-related programmes offered in Saudi
universities could partly result from these challenges, raising questions about the level of
preparedness of graduates to meet the expectations, both current and future, of employers when

they embark on careers in the industry.
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* BA Programmes Developed in Isolation from Industry Requirements

A key concern raised by most programme directors (n=6) was that their BA programmes were
developed and/or revised without sufficient research into the structure, sectors, or requirements
of the translation industry. PD2, for example, noted that although their programme is newly

established, no formal effort has yet been made to assess industry requirements:

Since our programme is new, and only one cohort has graduated so far, we havent yet
established communication with the industry or measured its requirements. According to
our statistics, six of forty graduates have been employed in the translation industry. As
for the involvement of employers in building the curriculum, there hasn't been any so far,
but we are working on establishing an advisory committee that will include employers
from both the public and private sectors soon.

PD4 reinforced this idea, explaining that programme development in Saudi universities tends
to be driven by internal academic decisions with little or no consultation with industry

stakeholders. They summed up the lack of data on industry requirements:

1'd like to point out that most translator training programmes in Saudi universities were
not built on an actual study of the translation industry, as we didn 't have clear statistics
on what the industry needs.

This disconnect has had tangible consequences. PD1 discussed how graduates from their
programme frequently go on to secretarial or administrative jobs, or other careers unrelated to
translation, as BA training and industry requirements may only tangentially match up. PD7
echoed this with the observation that programmes often have no clear objective or identity and
lack methods of regular dialogue with stakeholders in the translation industry, leaving students

underequipped and untrained in many of the less obviously relevant competencies.

PD8 added a slightly different perspective, explaining that their curriculum was recently
updated by benchmarking against other local universities:
We updated our curriculum a year ago and added a course on CAT tools. [...], However,

this course is still optional, and it was added through benchmarking with other Saudi
universities.

While benchmarking is a common academic practice, this process may often lead to replication
rather than innovation in programme design, as described by PD1, who cautioned against its

uncritical use:
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1 believe the concept of benchmarking has been misunderstood in some Saudi universities,
where our programmes have become copies of each other. Some justify this by saying we
prepare students for the same industry. However, this leads us to repeat the same mistakes.

This over-reliance on internal comparisons, without input from external industry experts, may
reinforce outdated practices rather than drive innovation considering that most programmes
reported that they develop their curricula in isolation from industry requirements. As also
discussed by PD7 and PD9, benchmarking without real engagement with industry requirements
can lead to the recycling of ineffective curricula, which may not accurately reflect the
competencies and tools required in the modern translation industry. In their estimation, this
creates a cycle whereby outdated curricula are passed from one programme to another without
being adapted to emerging industry requirements or incorporating feedback from industry

stakeholders.
% Lack of Collaboration and Industry Feedback Loops

While the previous sub-theme highlighted that most BA programmes are developed in
isolation, this section elaborates on the efforts made to engage with the translation industry.
Only a minority of programme directors (n=3) described any form of collaboration, and even
these interactions were described as sporadic or informal. PD6, for example, acknowledged

that some engagement exists but stressed that it remains weak and inconsistent:

There is a form of collaboration but not systematic or continuous. I think the reason is
probably that the Saudi translation industry is weak and not institutionally structured in
a way that would allow for solid collaboration.

PDS5 described the relationship between academia and industry as immature and

underdeveloped:

This fluctuating relationship between BA programmes and the translation industry shows
that the situation hasn t fully matured yet, either from the programmes or the industry s
side. However, there are at least some indicators that suggest there s a relationship, even
if it’s minimal.

The above quotations highlight the lack of depth and continuity of academia-industry

collaboration. This may widen the gap between the two worlds and lead BA programmes to

produce graduates whose training does not align with industry requirements.

From the trainers’ perspective, the challenges of industry engagement were even more clearly
articulated. CT7 offered a comprehensive overview of the Saudi translation landscape, as he

understands it, describing how collaboration varies by sector:
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The collaboration between the industry and us varies, and the experiences differ from one
sector to another. For example, communication with the public sector is often difficult
and weak, but when it does happen, it s more effective because they have large translation
departments, they use translation technologies, and they have experts who can
collaborate with us and help train our students. In the private sector, large companies use
translation technologies, but they don't always involve our students in actual translation
work. Instead, they tend to assign them administrative tasks, with very few opportunities
to engage in professional translation. When we consider whether our curriculum meets
industry requirements, the answer, from a comprehensive perspective, is no. We need
significant development in several areas within the curriculum.

This reflection illustrates how fragmented and inconsistent collaboration with industry partners
can be, depending on the sector. These irregular partnerships limit students’ exposure to

professional workflows and tools, reducing the practical relevance of their BA training.

CT2 added another important dimension to the discussion by encouraging BA programmes to
expand their view beyond the Saudi translation industry and consider global job opportunities

for Saudi graduates:

I agree with CT1I that the contact with the local industry is not as it should be, but are
opportunities for translators limited to Saudi Arabia? We need to reconsider this and
encourage students to see that opportunities exist beyond Saudi Arabia’s borders and
pursue them.

This participant drew attention to the limitations of focusing solely on the local translation
industry in programme design and curriculum development, which may hinder graduates from
pursuing broader opportunities in other regional or international translation markets. It is worth
recalling that the survey results revealed that half of the programmes (50%, n=8) do not teach
global industry standards (e.g., ISO 17100) to their students, in addition to the 44% (n=6) who
selected the neutral option (see Table 6.12). This means that only one programme recognised
the value of teaching students such topics. These figures support the qualitative insights that
most BA programmes lack a global orientation, further narrowing students’ professional

prospects.

The qualitative analysis reinforces the survey results and shows a gap in collaboration between
BA programmes and the translation industry. Without clear communication channels, advisory
input, or regular feedback loops, BA programmes risk remaining misaligned with the

requirements of the translation industry, both nationally and internationally.
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6.4.3 Curriculum Planning and Training Practices

This theme focuses on the curriculum-related challenges that hinder the effective delivery of
translation technology training in Saudi BA programmes. Both participant groups described
multiple structural and pedagogical limitations that restrict the curriculum’s responsiveness to
industry requirements. These qualitative insights deepen understanding of the survey results,
which revealed gaps in coverage of the technology-related competencies and software tools
taught currently in BA programmes (see Section 6.3.3). The focus groups raised three
significant issues: curricular rigidity and their slow rate of adaptation to technological
developments which occur or are developing in the industry, the predominantly theory-based
modes of teaching over practical training, and the low levels of translation technology

integration across the curriculum.

0,

¢ Rigid Curricula and Slow Adaptation to Industry Requirements

Many programme directors reported that they struggle to adapt their curricula in a manner
timely and strategic enough to meet the technology-related requirements of the industry, and
described programme responses to technological change as reactive rather than proactive. PD4,
for example, characterised the process as ‘remedial’, meaning that curriculum development is

typically made only after issues arise. PD7 observed:

Universities often lag behind in addressing industry requirements and technological
advancements, and rarely do we see proactive measures to anticipate and incorporate
them into our curriculum.

Participants saw this reactive approach as a key barrier to aligning BA training with industry
expectations. The lack of anticipatory planning is further complicated by the fact that
curriculum decisions are sometimes made by faculty members (directors or trainers) without a

background in translation or translation technology. This was reported by PD6:

[...] our advisory committee in the department does not include any member specialising
in translation technology.

As observed in Section 6.4.1, this staffing gap, where translation courses are often assigned to
non-specialist trainers, undermines the development of industry-relevant curricula. Section
6.4.2 showed that most programmes do not involve translation industry stakeholders in the
curriculum planning or review process. These interrelated issues contribute to producing

graduates who may be underprepared in translation technology.

219 |Page



This concern was strongly voiced by trainers. CT4, for instance, described a stark disconnect

between the pace of technological developments and the static nature of BA curricula:

The current state of teaching this [technology-related] course is far from ideal.
Technology is advancing very quickly now, and programmes do not keep up by updating
their curricula. Our programme still teaches early MT models from the 1980s, even
though MT has evolved significantly, especially after 2016, with the emergence of NMT.
We have seen great progress, and now we see tools like ChatGPT entering this field, but
there is no follow-up in the curricula to reflect these developments. This creates a huge
gap between what our students learn in the classroom and what they face in the industry.

Other trainers shared similar frustrations. CT5 noted that the Saudi translation industry is
rapidly shifting toward post-editing workflows, but students remain unfamiliar with the latest
developments in MT. Similarly, CT8 expressed dissatisfaction with their curriculum, pointing
out that it does not cover the latest developments in the translation industry. This creates space
between the competencies students acquire during their BA studies and those required by the

translation industry.

These qualitative observations provide details on the results of the survey provided in this
chapter. The persistent gap between BA programmes and industry requirements is partly caused
by rigid curricula working negatively in concert with structural and institutional limitations, so
graduates leave university insufficiently prepared to face the expectations of modern translation

workflows.

0,

¢ Overemphasis on Theoretical Teaching and Assessment

A key concern raised by both programme directors and trainers was the continued dominance
of theoretical teaching and assessment in translation technology-related courses, often at the
expense of practical training. This concern aligns with findings from Section 4.4, where most
translators described their BA training in translation technology as largely theoretical and

disconnected from real-world practice.

PD1 provided a clear example of this, noting that institutional efforts remain limited and that

assessment strategies rarely evaluate students’ practical competence:

Teaching translation technologies is still largely theoretical and far from practical
training. I can summarise the situation in our programme, which I don't think is much
different from other universities: theoretical teaching outweighs practical training, and
individual efforts surpass institutional ones. [ ...] even when we assess students, the exams
are purely theoretical, which doesn t reflect the hands-on skills they really need.
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PD2 reported that feedback from graduates consistently highlights a preference for more
practical exposure to technology that could better prepare them for professional work,
reflecting the broader concern that students graduate with limited exposure to translation
technologies and modern workflows. Several trainers made this point, describing how they had

attempted to address it within the constraints of their institutional contexts. CT3 remarked:

This course is heavily focused on theory, but I always try to reduce the theoretical content
and focus on the practical side of translation technology. I can't cover all aspects of the
course.

CT7 offered a more critical reflection, highlighting outdated teaching materials and his

response to them:

When I began teaching the CAT course, I found a heavy focus on theory and explanations
from a book published in 2011, which I found outdated. Therefore, I decided to switch to
a project-based approach to expose students to some practical training.

However, the shift toward practical training is not always supported by the assessment

strategies used in translation technology-related courses. As CT8 pointed out:

Unfortunately, when it comes to exams, we focus only on the theoretical aspect.

Together, these quotes illustrate that while some trainers make individual efforts to embed
practical elements in their courses, they are often constrained by a curriculum that privileges
theoretical knowledge and by assessment strategies that fail to measure students’ technological

competence.

0,

¢ Translation Technology Integration across the Curriculum

The quantitative results showed that nearly half of the surveyed programme directors (44%,
n=7) reported that translation technology is not integrated into other courses in their
programmes (see Figure 6.7). This suggests that in many cases, teaching translation technology
is confined to a single, standalone course, rather than being embedded throughout the
curriculum. The qualitative data strongly reinforced this finding, with both programme
directors and trainers expressing concern over this fragmented approach. PD1, for example,
acknowledged the lack of programme-wide integration and called for broader curriculum

reform:

1 believe the curriculum still needs development, especially regarding the point I raised
earlier about not incorporating translation technology across the entire curriculum.
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PD5 described a similar issue in their programme, noting how this isolated approach affects

students’ perception of the course:

Translation technology is taught in a single course, separately from the rest of the
translation courses, so students perceive it somewhat as an additional skill rather than
an essential one.

Many trainers further acknowledged this view, articulating two major challenges: the lack of
integration of translation technology within the curriculum and the limited cooperation from

other trainers in using translation technology in the courses they teach. CT7 noted:

In my view, one of the main challenges is teaching translation technology in isolation
from other courses, as if it’s a standalone course, without applying these technologies in
other courses. I formally requested our programme director to ask other trainers to design
at least one assignment in their courses that requires using CAT tools.

CT1 echoed the need for broader awareness and integration:

There is a great need to raise awareness among curriculum designers about the
importance of translation technology as a compulsory course and the necessity of
integrating them throughout the entire curriculum.

The widespread conception of translation technology as an optional or peripheral elective
diminishes its relevance in students’ minds and discourages efforts to develop the confidence
to apply technologies across a broad spectrum of translation work. Several participants argued
that integration is necessary not only to develop technological competence but also to reflect

real-world translation workflows, where technology is embedded in every stage of the process.

Figure 6.20 (below) presents a summary of the key challenges identified through the qualitative
analysis of the focus group discussions with BA programme directors and course trainers.
These are grouped by theme: infrastructure and staffing, the academia-industry relationship,
and curriculum design and development. Together, they provide a comprehensive explanation
of the barriers currently obstructing the delivery of effective translation technology training in

Saudi BA programmes.
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Summary of the Challenges Confronting the Delivery of Effective Translation Technology Training in Saudi BA Programmes

| | |
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Figure 6.20 Key challenges affecting translation technology training in Saudi BA programmes

In addition to elaborating further on the challenges, both participant groups were encouraged
to share their suggestions about what can be done to improve translation technology training
in their programmes and make BA curricula more responsive to industry requirements. Their
input focused on how to better equip students with the technology-related competencies

required in professional translation workflows.

6.4.4 Participants’ Suggestions: What Do They Want to Say?

This section presents the suggestions made by programme directors and trainers to enhance
translation technology training in Saudi BA programmes. A suite of improvements emerged
from this process, which built on the challenges identified in previous sections, in areas
considered by the participants to require focused attention during curriculum development.
These include curriculum flexibility, more time devoted to technology-related courses and

adding to existing curricula the technology-related competencies identified as absent.
% Flexibility in Curriculum Design and Continuous Updates

Programme directors and course trainers agreed that flexibility in curriculum design needs to
be significantly improved if the programmes have any hope of keeping pace with the rapid rate
of change in the translation industry. Several participants pointed out how the way in which
BA curricula are currently structured leaves no room for the adaptability needed to integrate
new tools and practices ahead of time. For instance, PD4 said that course content is frequently

‘rigid’, making it difficult to integrate new developments:
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Technological advancement is ongoing, and its pace is much faster than the development
of our curricula. I think the reason for this is the absence of the concept of flexible
curriculum design, which would allow the integration of new translation technologies
and what the industry really requires. What currently happens is that course content is
rigid and binding, with no room for adaptation.

This view was echoed by PD2, who described their technology course as “vague and not
adaptable to changes in the field”, particularly when delivered by trainers who “don’t know
where to start or what to include”. Such inflexibility not only limits the inclusion of novel

content but also leaves trainers uncertain about how to teach translation technology.

The issue is further complicated by lengthy administrative procedures that delay curriculum
reform. Several programme directors and trainers mentioned that the process of updating
curricula involves navigating complex bureaucratic structures, which slows academic

responsiveness. PD6 noted:

Curriculum updates require a lengthy administrative process due to the structural and
administrative hierarchies that must approve any change.

This was supported by CT3, who explained that BA programmes often lag behind industry
developments because of delays in updating curricula, acquiring new tools, or improving
infrastructure. CT5 reinforced this, stating that “as long as curriculum updates are subject to
such lengthy procedures, it will be challenging to mend this gap”. PD9 concluded that allowing
trainers more autonomy in adapting course content would significantly improve

I'eSpOI’lSiVGHGSSI

A flexible curriculum design would allow trainers to integrate emerging tools and
technologies without waiting for formal administrative changes.

The qualitative insights in this section confirm the urgency of calls for a curriculum design
model that is adaptive and responsive enough to stand up in a field characterised by an
increasing pace of technological change, to remove bureaucratic obstacles to course changes,
and to give the trainers the leeway to update course content to better reflect industry

requirements.

R/

¢ The Inclusion of Multiple Translation Technology-related Courses

Participants from both groups suggested that teaching translation technology should not be
confined to a single course, but additional courses are needed within the curriculum to better
equip students with the competencies required in the translation industry. Most criticised the

current one-course structure as inadequate, particularly given the growing complexity and
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diversity of tools that translators are expected to develop competence with during their BA

studies. As CT3 noted:

One course is not enough to teach translation technology; even if I focus on the most
important skills, the time is not enough.

CT2 pointed out that covering all industry-relevant content within a single course is unrealistic,
especially when there is no integration of translation technology into other parts of the
curriculum. The limited scope of one course means that key competencies are often omitted or

covered only briefly, leaving students underprepared.

0,

¢ Areas for Improvement and Missing Technology-related Competencies

The need expressed by the focus group participants for curriculum updates is represented in
this sub-theme, which highlights the reasons why current Saudi BA curricula frequently fail to
produce industry-ready graduates, as perceived by programme directors and trainers. They
discussed several areas of technology training that are either absent or dealt with only cursorily,
further justifying the desire for meaningful and impactful curricular reform. The focus group
discussions help explain many of the gaps noted in the survey results analysis, allowing a
clearer image of where BA curricula do not presently meet the translation industry’s

technology-related requirements to emerge.
- Gaps in MT Training

A recurring area identified for improvement is the limited focus on MT post-editing. Most
participants said that while MT is increasingly integral in modern workflows, students are not

adequately trained in its effective use or post-editing techniques. PD6 explained:

The teaching of MT is still limited, particularly in providing students with sufficient
training in post-editing, despite the significant advancements in MT and its widespread
use in the industry.

CTé6 stated that the technology training provided by their programmes remains centred on CAT

tools, with no teaching in MT or related tools:

Currently, the primary focus of our programme is on CAT tools. We have not yet
incorporated MT or Al chatbots and other related technologies that this research refers
to. Currently, our priority is to teach CAT tools.

These qualitative findings directly support the survey results presented in Section 6.3.3, where

some programmes reported the limited (or complete absence) of teaching MT post-editing.
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- Expansion of Training Beyond CAT Basics

While CAT tools form the core of most translation technology training provided by Saudi BA
programmes, both programme directors and trainers argued for expanding coverage to include
advanced features and related workflows such as project management and QA features. PD2

explained:

Corpora, Translation Management Systems, Project Management Systems are crucial in
the translation industry, yet they are not sufficiently covered in our curricula.

CT3 similarly said:

The current training is limited to the basics of CAT tools. We do not cover advanced skills
that are related to project management or QA checks.

These concerns are reflected in the survey results. While core areas like TM and TB are taught
as compulsory in most programmes, more specialised areas such as TMS and QA features are
significantly underrepresented: only 19% (n=3) of the surveyed programmes teach QA features

as compulsory, and 44% (n=7) do not teach them at all (see Table 6.7). CT1 added that:

Many of my former students contacted me after graduation, telling me that QA and project
management tools are required in the translation industry.

The focus group discussion analysis provides further evidence for a broader, more involved
CAT training approach capable of preparing students for the range of tools and tasks they will

be expected to carry out in their professional lives.
- Gaps in teaching GenAl tools

The increasing relevance and necessity of GenAl tools (e.g., ChatGPT, Bard) were discussed
by many of the participants, as it is clear that these tools form the foundation of future

translation workflows. PD4 stated plainly:

We can no longer ignore the revolution of conversational agents like ChatGPT and Bard.
We must update our courses to include these topics.

CT4 also recognised this need:

We have seen great progress, and now we see tools like ChatGPT entering the translation
field, but there is no follow-up in the curriculum to reflect these developments.

CT7 expanded on this by highlighting trainers’ responsibility to stay updated and pass on
knowledge:
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We have technology like ChatGPT today, and we do not know what is coming tomorrow.
We need to start by updating our own knowledge and keeping up with these
advancements. It would be great if we could share expertise with our colleagues who will
teach the course.

The frequency with which participants raised and discussed this issue highlights a critical blind
spot in the composition and delivery of current BA programmes, even though this area did not
constitute an explicit part of the survey. There is an urgent requirement for training that has a
focus on the future of technologies in this field, as this is what is needed to prepare students for

the competitive global translation industry.
- Gaps in Multimedia Translation Training

Many participants identified as an area for improvement the lack of effective AVT and
localisation training, discussing on several occasions the importance of modern translation
competencies to help graduates understand and satisfy the shifting, growing demands of the
local and global translation industry, particularly in a time characterised by a fast, general shift

toward digital and multimedia-driven content. PD3 remarked:

Our curriculum lacks effective localisation training, although some trainers try to
introduce this aspect to students. They really need such skills to find jobs in the industry.

CT2 further linked time constraints to limited coverage of AVT:

Sometimes, time constraints make it difficult to deliver many skills to students that are
essential for the industry. However, when I get the chance, I try to cover AVT topics in the
course. I believe these topics are an integral part of translation technologies.

CT9 summarised the issue by suggesting:

Localisation should have its own separate course.

These comments align with the survey results that show only 38% (n=6) of the programmes
teach subtitling as compulsory, and half of the programmes do not teach localisation at all (see
Table 6.10). This confirms that multimedia training is underdeveloped in most BA curricula,

despite growing industry requirements driven by digital and audiovisual content.

To conclude this section, the qualitative findings reveal a shared understanding among both
participant groups (i.e., programme directors and trainers) of the pressing need to improve BA
curricula with practical training in MT, advanced CAT functionalities, GenAl tools, and
multimedia translation. The data gleaned from the focus groups stands in close agreement with

the survey results analysis, which showed that training coverage is inconsistent, and
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competence gaps exist in areas related to translation technology. Evidence-based reform of BA
programme curricula is therefore needed to address these problems, enhance graduate
preparedness, and align programmes with current and future expectations of both the Saudi and

the global translation industry.

6.5 Chapter Summary

This chapter has presented the findings of the Academic Study, which investigated how
translation technology is taught in Saudi BA programmes. Both types of data were collected:
quantitative (through surveys completed by programme directors) and qualitative (through two
focus group discussions conducted with programme directors (n=9) and trainers (n=9)). The
survey results revealed that while core tools (e.g., TM, TB) are widely included in current
curricula, more specialised areas (e.g., TMS, QA, MT post-editing, AVT, and localisation) are
either underrepresented or not taught at all. Significant variation was also identified between
universities in the public and private sectors, especially regarding lab infrastructure, tool
access, and institutional support. The focus group discussions revealed three main challenges
to help explain these findings: insufficient infrastructure and staffing, fragile and irregular links
between the worlds of academia and industry, and rigid, inflexible curricula unable to respond
to the rapid pace of technological change. The design of BA programmes frequently takes place
with no translation industry consultation, so the content taught to students and the strategies of
teaching are detached from the realities of industry demands. Participants further indicated the
existence of bureaucratic obstacles to change, and a lack of flexibility in curriculum structure,
and offered clear suggestions for improvement, including introducing multiple technology-
related courses, integrating more training in MT post-editing, GenAl tools, and localisation,
and fostering more responsive and forward-looking curriculum design. Overall, this chapter
has highlighted both the challenges and opportunities facing Saudi BA programmes as they

seek to modernise translation technology training in line with industry requirements.
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Chapter 7 Discussion

7.1 Introduction

This chapter discusses the key findings of this thesis in relation to the overarching research
questions and its three attending research questions, synthesising insights from the stakeholder
groups involved in this research (i.e., translators, employers, BA programme directors, and
course trainers) to develop translation technology training in BA programmes across Saudi
universities so that it aligns with the requirements of the translation industry. The chapter is
structured into five sections: following this introduction, Section 7.2 discusses the technology-
related competencies and software tools considered important by the translation industry
(RQ1). Section 7.3 explores the extent to which current translators meet these requirements,
based on their self-assessments and employer evaluations (RQ2), and Section 7.4 evaluates the
current state of translation technology training in Saudi BA programmes and its alignment with
identified industry requirements (RQ3). Finally, Section 7.5 considers the implications of the
findings so far in relation to the three research questions and presents an answer to the
overarching research question: practical recommendations for improving translation

technology training in Saudi Arabia.

7.2 The Technology-related Requirements of the Saudi Translation Industry, from the
Perspectives of Translators and Employers (RQ1)

Translation technology is a rapidly evolving field, and emerging tools can become outdated
overnight. Therefore, regular studies into the requirements of the translation industry are
essential to identify changes and allow BA programmes to incorporate what translators require
in modern workflows. In Saudi Arabia, there is a clear research gap in this area, which was
acknowledged by the participants in this research, so this thesis aims to fill this gap by seeking
feedback from two industry stakeholders (translators and employers) on their perceptions of

the technology-related requirements of the Saudi translation industry.

7.2.1 Industry Requirements: Technology-related Competencies

This section identifies the technology-related competencies currently required in the Saudi
translation industry, drawing on the survey findings from both translators and employers, and
on qualitative insights generated through a focus group discussion with translators. The
findings point to a consistent set of technology-related competencies that reflect industry
expectations for current translators and new graduates entering the translation profession.

These competencies have been organised into five main groups: MT, CAT tools, terminology,
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multimedia, and DTP, each having been identified as highly required in modern translation

workflows. Figure 7.1 (below) summarises these groups, which form the basis for a broader

discussion.
Primary technology-related competencies needed in the Saudi translation industry u
MT CAT tools Terminology Multimedia DTP
= Pre-editing =TB use . inino -
d ™ Data mining -search = Subtitling = DTP tools
= Post-editin = use ;
; & ™S strategles = Website localisation
= Configurin - - ini _
gune Data  mining = Software localisation
MT systems | |* QA features source evaluation

= Games localisation
= Mark-up languages | |a Corpus analysis -

i . = Speech recognition
= File processing and concordance use

systems

conversion = Corpus construction | |, Mobile technologies

= Programming and

Macro commands

AT related applications and tools

Figure 7.1 Summary of technology-related requirements (competencies)

There was general agreement from both stakeholder groups about the significant need for MT-
related competencies in the Saudi translation industry, underscoring the high value of MT and
the extent of its integration into modern workflows (i.e., NMT) to meet the growing demand
for translation services. This trend is underpinned by the ELIS survey (2024), which shows a
significant global growth in MT use. Post-editing was specifically emphasised from the MT-
related competencies, rated as essential or important in the workplace by most translators and
employers. Current and future translators must, therefore, grow their awareness of and
competence with post-editing standards and guidelines set by global specialised institutions
(e.g., ISO 18587 for post-editing and TAUS post-editing guidelines), designed to help
translators identify and correct ambiguities and errors generated by MT systems. A translator
capable of leveraging the strengths and working around the shortcomings of MT in their post-
editing produces higher quality work and finds themselves with more time for other tasks.
Moreover, the EMT model (2022) recognises MT literacy, including an understanding of MT’s
capabilities and limitations, as a core component of professional translation competence.
However, studies conducted in the Saudi industry suggest a gap in this area. Alshehri and

Alowedi (2023) reveal that over half of the translators in their study lacked knowledge about
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post-editing standards, despite a high level of interest in taking on post-editing roles. This
indicates that more comprehensive MT training is essential in BA programmes to enhance

graduate readiness for evolving industry roles and workflows.

Current BA training remains limited despite the growing importance of MT. The Translator
Survey found that almost half of the translators (45%, n=112) had no MT training during their
BA studies (see Figure 4.1). The curricula of half of the surveyed programmes (50%, n=8) were
found not to incorporate industry standards (e.g., ISO 18587 or ISO 17100), while 44% (n=7)
were neutral on this issue (see Figure 6.12). This shows a significant mismatch between the
expectations of the translation industry and the priorities of Saudi BA curricula. Programme
development, which exposes students to MT tools, post-editing practices, industry standards,
and relevant certification pathways, is therefore necessary to bring BA training into alignment

with the technology-related requirements of the translation industry.

The current findings highlight the significant role of CAT-related competencies in the Saudi
translation industry, as perceived by both translators and employers. Key competencies
identified include the use of TB, TM, QA features, TMS, markup languages, file processing
and format conversion, and programming and macro commands. These are indispensable for
managing the complex and specialised texts, such as media, medical, technical, financial and
legal translations, which dominate the Saudi translation industry (Alenezi, 2015; Al-Batineh &
Bilali, 2017). Such texts require high levels of terminological consistency and precision, which
CAT tools, specifically TM and TB, are designed to support. Recent studies have also shown
that CAT developments have extended their benefits beyond traditional domains. For example,
Youdale and Rothwell (2022) and Vieira et al., (2023) note the expanding use of CAT tools in
the more creative field of literary translation. The great emphasis placed on TM and TB in the
current research resonates with Zaretskaya’s (2017) observation that TM tools have evolved to
include advanced features such as glossary integration, concordance search, and project

management functionalities, making them more versatile in diverse translation contexts.

The current findings indicate limited integration of CAT tools in BA programmes, despite their
growing importance, however, as 57% (n=141) of the translators surveyed underwent no CAT
training during their BA studies (see Figure 4.1). Students familiar with a wide range of CAT
tools can go on to develop further technological competence and become more adaptable to

evolving industry requirements and the role of the translator, increasing their employability, so
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there is an urgent need for BA curricula to incorporate comprehensive CAT training in

accordance with industry requirements.

A similar trend was revealed in the importance of terminology-related competencies in modern
translation workflows. Terminology work can account for up to 75% of a translator’s time,
making it a critical component of professional practice (Dunne, 2012, cited in Fernandez-Parra,
2020). This requires translators to develop not only the ability to identify relevant information
but also to ensure that this information is reliable (i.e., research competence). Mackenzie (2004,
pp. 34-35) describes this as the ability to know “where to look for information, whom to
consult, and how to classify and systemise information sources”. Terminology-related
competencies have also been recognised in both the former and current versions of the EMT
model. The 2009 version (Wheel of Competence, see Figure 2.6) explicitly included
information mining as a sub-competence, with descriptors such as extracting relevant
information, evaluating sources, and using tools like terminology software, electronic corpora,
and specialised dictionaries. In the latest EMT version (2022, p. 9), data mining is integrated
under technological competence, which also requires “data literacy” and the ability to assess

and work effectively with language data.

Corpora are a useful source for translators to produce more accurate translations and represent
a highly valued element of translators’ work. The advantages of utilising corpora for
concordance searches, frequency analysis, and ensuring stylistic and terminological
consistency have been determined in previous research (e.g., Mikhailov, 2022), and translators
can access authentic language data and even build corpora with often freely available tools
such as Sketch Engine and AntConc (Cerutti, 2017). However, many translators remain
unaware of these tools and their practical benefits, as demonstrated by Zaretskaya (2017), who
attributed this issue to limited IT skills, low technological competence, and insufficient
academic training. To address this gap, BA programmes should place greater emphasis on
terminology work, especially in the areas of data mining and corpora. Integrating these two
areas into academic curricula would help future translators develop the competencies required

in the translation industry.

The translators and employers further agreed on the importance of multimedia-related
competencies (subtitling, website localisation, software localisation, video game localisation,
speech recognition systems, and mobile technologies). The ongoing transformation of Saudi

Arabia’s national strategies and industry landscape has led to a growing demand for translation
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services in this area, as the expansion of the cultural, entertainment, and cinema sectors is part
of Vision 2030. Recent studies by Alzamil (2024) and Al-Batineh and Al Tenaijy (2024) found
a notable increase in demand for AVT and localisation services in Saudi Arabia and the MENA
region more generally, but despite this trend, the current research shows that only a few BA
programmes offer dedicated courses in AVT, and none offer standalone training in localisation
(see Table 6.6; further discussion is provided in Section 7.4). As multimedia-related
competencies continue to gain relevance in the local, regional, and global translation industry,
Saudi BA programmes should take serious steps to integrate AVT and localisation training as

compulsory components within their curricula and teaching practices.

The inclusion of DTP in modern workflows was considered important by both translators and
employers in this research. This aligns with the assertion by Aula Int (2005, p. 137), that “small-
and medium-sized agencies [...] prefer to have a team of versatile translators”. DTP tools can
ensure that translated content meets visual and formatting standards as well as linguistic and
technical expectations, so they are increasingly employed alongside translation technologies.
High-demand arenas, such as advertising, technical manuals, and multimedia projects,
specifically require this functionality, as translators need to manage text layout, insert complex
symbols or equations, and adapt to regional conventions, including date formats and
standardised abbreviations. Competence is therefore needed in specialised software such as
Adobe Photoshop, FrameMaker, and PageMaker, as these preserve the original text’s content,
format and layout. This renders DTP training essential for BA programmes to prepare students

for real-world translation contexts and meet the expectations of future employers.

The survey data collection for this research took place in 2021, so although the discussion
focuses on five primary competence groups (illustrated in Figure 7.1, above), the findings must
be set within the context of the rapid technological shifts that have occurred since then. In the
translation workplace of 2021, GenAl tools had not yet attained a prominent position, but a
growing awareness of the need to integrate Al into the teaching content of BA programmes was
clear from the focus group discussions, as it was around this time that tools such as ChatGPT
and Bard were gaining significant interest. The ELIS survey (2024) observed this as a global
trend, and the impact of Al on translation practice has been highlighted in other recent research
(Khasawneh & Al-Amrat, 2023; Siu, 2023). GenAl tools have significantly transformed how
translation tasks are performed, not by replacing human translators, but by reshaping their roles
as collaborators in Al-integrated environments (Eloundou et al., 2023; Lee, 2024). The current

findings, as well as those of previous studies that highlight the limited integration of Al in Saudi
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universities (Alammari, 2024; Alkhatnai, 2024), show that despite this global progress, Al
remains underrepresented in most BA programmes in which students are still exposed to
outdated MT models and CAT tools with restricted features (using free versions). Alammari
(2024) found that most faculty members are still in the early stages of Al adoption, with the
majority at the understanding or familiarity stage, suggesting that while there is a growing
recognition of the potential of Al, its inclusion in BA programmes remains limited. The
participants in the current thesis overwhelmingly agreed that this gap needs to be addressed,
which can be done through curriculum development that gives graduates the opportunity not
only to develop technological competence but also gain a critical understanding of the
potential, limitations, and ethical implications presented by Al, as suggested by Moorkens and

Guerberof-Arenas (2024).

The findings relating to this section make it possible to conclude that the curricula of Saudi BA
programmes should urgently integrate the technology-related competencies shown in Figure
7.1 in order to become more industry-oriented. While full integration across all areas may not
be immediately feasible due to the observed (and not yet observed) challenges (e.g., stuffing,
funding, and resource constraints), gradual and prioritised implementation of the most essential
competencies would still represent meaningful progress towards aligning BA curricula with
industry requirements (more details in Section 7.5, below). Current and future translators are
expected to demonstrate high level of technological competence to remain competitive in a

profession where technological advancement is shaping its future.

7.2.2 Industry Requirements: Most-Used MT & CAT Tools

The findings presented in the previous section confirmed that MT and CAT tools are at the
forefront of modern translation workflows in Saudi Arabia. Building on this, this section
discusses the most frequently used MT and CAT tools, as reported by translators and
employers, to offer insight into the specific software products prioritised in the translation
industry. A consensus is revealed among industry stakeholders on the dominant role of Google
Translate and Microsoft Translator in the MT category (Figure 7.2, below). Regarding the CAT
category, both industry groups agreed on the prevalent use of eight CAT products (Trados
Studio, memoQ, SmartCAT, Phrase, Wordfast Classic, Wordfast Anywhere, D¢éja Vu and
Matecat). The importance of these tools and explanations for their adoption and preference
comprise the following discussion, which draws on relevant literature and presents the

implications for academic training and professional practice in Saudi Arabia.
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Top frequently used MT & CAT tools
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Figure 7.2 Most-used MT and CAT tools

The MT category is dominated by Google Translate and Microsoft Translator. This is very
likely a result of the fact that they are free, user-friendly, and highly accessible while delivering
a satisfactory level of performance. The cost-efficiency of a free system is essentially at a
maximum, and these tools are in widespread use by both laypeople and professional translators.
Their extensive language coverage (243 languages?® for Google Translate and 144 for
Microsoft Translator?!') and their integration with many CAT tools via APIs (Ben Milad, 2021)
further support their widespread use. Almahasees (2018, 2020, 2021, 2023) conducted a series
of comparative studies to evaluate the performance of several MT systems, including Google
Translate, Microsoft Translator, Reverso, and Sakhr??, in the English <>Arabic language pair
across multiple domains. These studies consistently found that Google Translate outperformed
its counterparts in fluency, adequacy, intelligibility, and fidelity (Almahasees, 2021, 2023).
While Microsoft Translator showed weaker results overall, it demonstrated reasonable
accuracy for short, general texts (Almahasees, 2018), a point supported by Ben Milad (2021,
p. 226), who noted that “translation of short sentences [in Arabic-English pair] is likely to be
better using M T systems than using TM systems, since TM retrieval is processed in a very strict

similarity measurement which results in low matching”.

In the realm of professional translation, however, the products of both MT systems require
careful post-editing. Ben Milad (2021) and Almahasees (2023) noted recurring syntax,
collocation, and cultural appropriateness problems, which necessitate human intervention to

refine MT outputs and conduct QA checks. This makes it critical for current and future

20 https://blog.google/products/translate/google-translate-new-languages-2024/ (last accessed December 2024)
21 Announcing four new languages: Konkani, Maithili, Sindhi and Sinhala - Microsoft Translator Blog (las accessed December 2024)
22 Arabic MT system
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translators to sufficiently grasp the strengths and weaknesses of MT systems, both free and
commercial, to make informed decisions in their choice and use of the most appropriate MT

system for their work.

None of the translators and employers in this research reported using custom MT systems
hosted on local servers, which is notable given the high demand for specialised translation
services in areas such as medical, legal, technical, and multimedia domains in the Saudi
industry (Alenezi, 2015). However, the accessibility offered by free, generic MT systems like
Google Translate and Microsoft Translator is offset by their lack of domain-specific precision
(Almahasees, 2017, 2018) and concerns about data confidentiality and reduced translation
quality are inherent to a translator’s overreliance on generic systems that are not optimised for
specialised content. This is why many custom MT engines have been developed and are used
by global institutions (e.g., eTranslation?® by the EC): these both mitigate concerns, to some
extent, about data security and ethical use and improve the quality of translations (Rossi &
Carré, 2022). The Saudi translation industry has no such system, representing a missed
opportunity in leveraging custom MT systems. Until such a system is developed, Saudi
translators must be trained on the legal, ethical, and technical implications of both public and
private MT systems in different contexts. BA programmes should take the lead by embedding
MT training into their curricula, including practical exposure to multiple MT systems, training

on evaluating their strengths and limitations, and managing post-editing workflows.

The positioning of eight CAT tools, shown in Figure 7.2 (above), as essential in the Saudi
translation industry emerged from the responses of translators and employers in this research,
with general agreement on the frequent use of these tools. This level of consensus reflects the
importance of CAT tools in ensuring and maintaining consistency, productivity, and translation
quality across different tasks and projects. The eight include both paid and open-source
products, with their adoption influenced by cost and accessibility, as well as usability and the
availability of support and updates, while all share core functionalities (e.g., TM, TB, QA)
(Alotaibi, 2020). Trados Studio and memoQ were ranked highest, echoing global trends
documented in the ELIS survey (2024) and Alanezi’s (2019) finding that these are the most
popular CAT tools among Arab translators. For English-Arabic translations, Trados has been
found to ably manage the linguistic complexity of Arabic, outperforming competitors like

MultiTrans (Moujaes, 2016). Also widely used among Saudi translators and LSPs are the open-

2 eTranslation (last accessed July 2025)
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source tools SmartCAT and Matecat, which offer comprehensive CAT functionalities for free,
making them highly cost-effective and accessible although some advanced features require a

paid subscription.

The adoption of CAT tools is often determined by their perceived usability, or ease of use, and
acceptance is strongly influenced by this for both students and professionals (Alotaibi, 2020).
Phrase and SmartCAT demonstrate a high level of adoption in this research, as these are both
cloud-based and user-friendly. Tools with these characteristics were found by Alkhatnai (2021)
to be in increasing demand in a post-pandemic world where remote workflows have become

the norm, and this applies to the Saudi translation industry.

The findings, presented in this section, highlight important implications for both the translation
industry and BA programmes in Saudi Arabia. Adaptability and competence with a range of
CAT products (both paid and open source) are necessary skills for translators due to the
variation in scope, client requirements, and technical specifications of diverse translation
projects. The translators interviewed in this research reported that employers and clients
frequently expect them to demonstrate competence with specific technologies or request the
use of particular tools (Section 4.5.2), so the more tools a translator is able to use, the more
likely they are to meet industry requirements, handle a variety of tasks, and remain competitive
in a rapidly evolving professional environment. Employers are required to select the tools most
appropriate for the kinds of projects or tasks their workplace most often handles, as this equips
their translators to produce high-quality translations and improves workflow efficiency.
Further, BA programme designers make more informed decisions about what to include in their
curricula to expose their students to the tools they are most likely to need in their future careers
if they possess knowledge of the most popular tools in the industry. Open-source tools may be
used as an accessible entry point for students, while exposure to paid tools like Trados Studio

and memoQ can ensure graduates are industry-ready.

RQ1 has been successfully addressed in this section through the identification and discussion
of the technology-related competencies and software tools employed in the translation industry.
The discussion naturally builds on these findings by discussing translators’ competence in these
areas (RQ2), evaluating the extent of alignment between the technology-related content of BA
programmes and the identified industry requirements (RQ3), and proposing improvements

(overarching RQ).
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7.3 Translators’ Current Perceived Technological Competence, from the Perspectives

of Translators and Employers (RQ2)

This section addresses RQ2 of this thesis by discussing how well current translators meet the
translation industry’s technology-related requirements (competencies and tools) identified in
RQ1. It synthesises findings from the Translator and Employer Surveys, focusing on the
assessments of translators’ technological competence. Translators assessed themselves in 13
technology-related competencies (adapted from Toudic, 2012), while employers assessed their
translators’ competence in the top 12 technology-related activities identified as important by
the translators in their daily work (adapted from Rothwell & Svoboda, 2019). Although the two
lists are not identical, they cover overlapping and complementary areas of translation
technology, reflecting competencies considered relevant to professional translation workflows
in Saudi Arabia and beyond (see Section 4.5.1 and Section 5.3.1). Together, the two sets of
competence assessments (provided by translators and employers) offer a comprehensive and
representative picture of the current technological competence of Saudi translators in the
industry. Howell’s (1982) model of competence development (Section 3.3.3) is used as a lens
to discuss these findings and understand how translators progress through different stages of
awareness and competence. This model’s four stages (unconscious incompetence, conscious
incompetence, conscious competence, and unconscious competence) help explain whether
translators lack competence, are aware of their need for further development, demonstrate some
competence but through conscious effort and focus, or perform their tasks confidently and

unconsciously.

7.3.1 Translators’ Level of Ability in the Technology-related Competencies

The level of readiness of Saudi translators to meet the requirements of the translation industry,
as well as their competence strengths and the areas for future improvement, emerge from the
findings of this thesis. In their self-assessment, translators placed themselves at the unconscious
competence stage of Howell’s model for MT pre-editing and post-editing, with mean scores of
4.21 and 4.29, respectively. This indicates that they feel confident performing these tasks
without conscious effort. Employers, however, rated their translators in post-editing slightly
lower with a mean score of 4.00, corresponding to advanced conscious competence. This means
that employers generally consider their translators competent, but only when they apply focus
and deliberate attention to post-editing MT outputs. This discrepancy can be linked to
employers’ higher expectations in post-editing quality. Employers may view their translators

as less fully competent than they view themselves due to the limited integration of post-editing
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guidelines and industry standards (e.g., ISO 18587) into BA curricula, so translators may lack
sufficient knowledge (discussed in Section 7.2.1). Translators rated themselves slightly lower
for configuring MT systems, at the early stage of conscious competence, with a mean score of
3.30. They, therefore, recognise that their competence is still developing and more training and
direct guidance are needed, even though they feel able to carry out some tasks in this area.
Insights from the quasi-longitudinal comparison with Alshaikhi’s (2018) study highlight
development over time (see Section 4.6.2.2). In that earlier study, the mean score for
configuring MT systems was at 2.97, which falls within the conscious incompetence stage. The
increase observed in the current research indicates both growing awareness and gradual

development of competence in this area.

The competence of Saudi translators meets industry expectations in common MT tasks like
pre-editing and post-editing, but their ability to interact with MT configuration remains limited.
This gap may help explain why none of the translators reported using custom MT systems
(private MT engines), despite the potential benefits offered by these systems, including
tailoring translation engines to specific domains or client requirements, producing higher-
quality, more consistent output and reducing the amount of post-editing required. Translators
unable to configure such systems cannot take advantage of the advanced features available in
modern MT workflows, so BA programmes should integrate this into their curricula and

provide their students with practical exposure to MT systems.

The findings also reveal agreement between the competence assessments given by translators
and employers on core CAT functionalities, particularly in relation to TB and TM. Translators
rated themselves at a mean score of 4.11 for TB and 3.55 for TM, while employers provided
comparable evaluations of 3.82 for TB and 3.79 for TM. These ratings place translators within
the advanced conscious competence stage, suggesting that they are capable of handling tasks
related to TB and TM but require some level of conscious effort to complete them eftectively.
The closeness of these ratings indicates shared expectations and professional standards in the
use of core CAT tools. These findings reflect the increasingly central role of CAT tools in
today’s translation industry: as reliance on TM and TB continues to grow, the current findings

suggest that Saudi translators are gradually meeting these industry expectations.

Translators rated themselves highly for file processing and format conversion, with a mean
score of 4.33. This places them in the highest competence stage of Howell’s model,

‘unconscious competence’, suggesting that translators perceive these tasks as routine and
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intuitively executed with minimal effort. Compared to Alshaikhi’s (2018) study, where this
competence was rated much lower at 3.06 (early conscious competence), this reflects notable
progress over time. One possible explanation for this progress is that translators now deal with
many tasks that involve converting and preparing files for translation, which has likely helped
them become more comfortable with basic file-handling processes. As O’Brien (2023) and
Lommel & DePalma (2021) argue, modern translation is characterised by ‘“augmented
translation” environments, where translators work with multiple tools and often manage
diverse file formats, markup, and embedded content. For example, tools such as Trados 2021
support over 40 file types, and some of them require specialised knowledge in configuration,
compatibility handling, and pre-/post-processing skills. However, this high self-assessment
should be considered carefully: while translators feel confident in basic file processing, they
may not be fully prepared for more complex formats, indicating the potential for competence
overestimation in this area. This interpretation is further supported by translators’ lower self-
ratings in the use of markup languages (3.39) and programming and macro-commands (2.79),
both of which fall within the early conscious competence stage. These items were not assessed
by employers or included in Alshaikhi’s study, so direct comparison is not possible; however,
it is clear from the current findings that translators feel less confident in advanced CAT
functionalities. The gap between their high confidence in TB, TM, and file processing and their
lower confidence in other areas suggests that their competence in CAT tools is uneven. This is
also reflected in the employer assessments. Employers rated QA features of CAT tools at 3.43
and TMS at 3.30, which are also in the early stage of conscious competence, so they perceive

similar weaknesses in translators’ ability to handle more advanced CAT tasks.

The ratings of Saudi translators in the core areas of CAT tools reveal a level of general
competence, particularly in TM and TB, for which it aligns with employer expectations. In the
use of advanced CAT features, however, competence requires further development, which can
be done through the integration of comprehensive CAT training into BA programmes.
Graduates of such programmes will be industry-ready and able to work confidently with CAT
tools, handle a range of file types, and perform advanced tasks such as using markup languages
and managing QA and TMS systems. This would represent a crucial step in closing the current
gaps in competence and preparing Saudi students for the translation workflows they will

encounter in their professional lives.

Only employers provided assessments for terminology-related competencies. They considered

translators fairly competent in data mining, with mean scores of 3.79 for search strategies and
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3.91 for evaluation of sources. Both scores fall within the advanced conscious competence
stage, meaning that translators are generally able to locate and assess information effectively,
though they may still need to work deliberately to ensure quality and accuracy. However, lower
ratings were given for corpora-related competencies, with corpus construction at 3.46 and
corpus analysis using concordancers at 3.27, placing translators at the early stage of conscious
competence and the conscious incompetence stage, respectively. This suggests that translators
are still developing the required competence to build and manage corpora confidently for
professional use. This limited competence can be explained by the fact that working with
corpora often requires more specialised training than general data mining strategies. Mikhailov
(2022, p. 225) supports this by noting that “a corpus is a much more complicated resource than

a search engine or an online dictionary and is difficult to master without special training”.

It appears that Saudi translators are competent in information retrieval and the evaluation of
data resources, and can perform these tasks with confidence, albeit with some conscious effort.
However, they still lack confidence and ability in handling corpora and appear aware of this
gap. These findings are especially important when considering the types of texts that are
frequently translated in the Saudi translation industry. According to Alenezi (2015) and
AlBatinah and Bilali (2017), media, medical, legal, financial, and technical texts are among the
most in-demand specialisations, all of which require a high degree of terminological precision
and consistency. This further highlights the need to develop current translators’ competence in
both data mining and the use of corpora to support them in producing successful translations
that align with industry expectations. BA programmes should incorporate these two critical
areas into their current curricula to equip students with the competencies needed in their future

careers.

The findings reveal divergence in multimedia-related competencies. In localisation, both
translators and employers provided ratings that indicate a moderate level of competence, but
with some differences in perception. Translators rated themselves 3.39 in website localisation
and 3.22 in software and game localisation, both of which fall within the early stage of
conscious competence. This suggests that while they are able to perform these tasks, they
recognise their limitations in localisation and need focus and sometimes external support.
Employers, however, gave a slightly higher rating for website localisation (3.63), placing
translators in the advanced stage of conscious competence. This reverses the trend observed so
far, whereby translators perceive themselves as more competent than their employers do, as in

this case, employers rated their translators as more capable with localisation than the translators

241 |Page



rated themselves. The reason for this is likely to be that translators are more aware of the
complexity of localisation tasks, which frequently require technical and cultural adaptation as
well as translation skills. Jiménez-Crespo (2024) pointed out that localisation involves
modifying layouts, interfaces, and even the logic of content to fulfil the expectations of a
specific audience in the target culture and language. This may explain why translators are more
cautious in rating their own abilities, especially if they did not receive sufficient training in this

area during BA studies (see Section 6.3.3).

In subtitling, only employers provided the competence assessment, with a mean score of 3.52.
This places translators in the advanced conscious competence stage, meaning that employers
believe translators can handle subtitling tasks with reasonable confidence, though some effort
and attention to detail are still required. The lack of translator self-assessment in this area,
however, means comparisons with employer expectations cannot be made, but like localisation,
subtitling is a demanding task that requires not only accurately translating text, but also
synchronising text with audio, managing space and time constraints, and using specialised
software (Valdeon, 2022). The relatively high employer rating may also reflect growing
demand for subtitling services in the Saudi translation industry, possibly driven by the
expansion of the media landscape and the entertainment sector in recent years (see Section
1.2.2). This trend was noted in the ELIS survey (2024), which revealed an increasing global
demand for translators skilled in AVT.

Other multimedia-related competencies saw translators rating themselves at 3.98 for mobile
technologies and 3.39 for speech recognition systems. The rating for mobile technologies
places them in the advanced conscious competence stage, suggesting that translators feel quite
confident using mobile tools to support their work, though some conscious focus is still needed.
This score also shows notable progress compared to Alshaikhi’s (2018) study, where the same
item received a much lower score of 3.09, reflecting early conscious competence at that time.
This improvement may be linked to the widespread use of mobile apps and devices in daily life
and professional work, especially in a context like Saudi Arabia, where digital engagement has
grown rapidly (see Section 1.2.1). In contrast, the mean score for speech recognition systems
falls within the early stage of conscious competence, indicating that while translators are
beginning to develop competence in using these tools, they are aware of the need for more

training and must apply deliberate effort to use them effectively.
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Saudi translators can be said to show a moderate level of ability in multimedia-related
competencies, with particular strengths in mobile technologies and subtitling, where employers
view them as confident and capable. However, their competence in localisation and speech
recognition systems remains limited, as reflected in lower self-assessments. Given the growing
demand for AVT and localisation services in Saudi Arabia, these findings should raise concerns
about current BA training. Without efforts to integrate these topics into curricula, translators
are likely to struggle to meet the expectations of the translation industry, or may decide to
shoulder the burden of developing their technological competence through CPD. However, this
can be challenging given the limited employer support for CPD activities (discussed in Section

7.3.3 (below).

Relatively low ratings for competence were applied by both translators and employers in DTP:
translators rated themselves with a mean score of 3.07, while employers gave a slightly higher
score of 3.26. These fall within the conscious incompetence and early conscious competence
stages, suggesting that translators are aware of their limitations and perform DTP tasks with
effort, but not yet confidently. While DTP shows as the least developed area, translators are
expected to develop at least a basic competence in DTP as modern translation projects,
particularly those in the business, legal, and government sectors, increasingly call for fully
formatted, print-ready documents. The findings highlight that Saudi translators have limited
competence in DTP, and do not yet meet industry expectations in this area. BA programmes,
therefore, should consider integrating DTP into their curricula and develop students’
competence with it to prepare them for the formatting and layout requirements of real-world

translation projects.

It can be concluded that Saudi translators currently demonstrate varying levels of competence,
with the majority having reached the advanced conscious competence stage in the core
technology-related areas of pre-editing, post-editing, TM use, TB use, file processing and
format conversion, mobile technologies, and subtitling. At this stage, translators are generally
capable of performing these tasks effectively, although some conscious effort and attention are
required. However, their competence appears to be more limited in advanced areas such as MT
configuration, markup languages, TMS, QA features, corpora, speech recognition systems,
localisation, and DTP, for which translators are positioned between the conscious incompetence
stage and the early stage of conscious competence, meaning that they are still developing the
necessary competence and are aware of their current limitations. They have likely not yet

developed the confidence or independence needed to handle such tasks effectively in their
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work. This conclusion agrees with Salamah’s (2022, p. 10) findings, in which Saudi employers
thought that “translation graduates need more training on job-market skills because they
believed that there is a gap between the training students receive at undergraduate university
programmes and the job market”. While Salamah (2022, p. 11) reported that translators wished
that “they had received more training on translation technology use”, her study did not specify
which technology-related competencies required improvement. The current findings
complement and expand on previous studies by identifying the specific areas in which BA
curricula fall short. This helps address the academia-industry gap and ensures that BA

programmes supply the translation industry with technologically competent translators.

The next section (7.3.2) further contributes to answering RQ2 by discussing the findings related
to translators’ competence in using the most commonly used MT and CAT tools, based on both

self-assessments and employer evaluations.

7.3.2 Translators’ Level of Ability in Most-used MT and CAT Tools

This section discusses the findings derived from two comparative analyses conducted to
evaluate translators’ competence in using MT and CAT tools identified as frequently used in
the Saudi translation industry. The first comparison examines translators’ self-assessments
alongside employer evaluations (Section 5.4.1.1), while the second compares competence
ratings between translator-training graduates and language-related graduates (Section 4.6.1.3).
The findings offer an in-depth understanding of the current level of competence in MT and

CAT tools among Saudi translators.

Translators rated themselves at the highest level in Google Translate (unconscious competence)
and at a lower level in Microsoft Translator (the early stage of conscious competence), with
minimal differences between the two graduate groups. However, employers rated translators
slightly lower in both MT tools, placing them in the conscious incompetence stage for
Microsoft Translator and the advanced conscious competence for Google Translate (see Table
5.2). This discrepancy suggests that while competence is present, employers believe translators
still require conscious effort and pay close attention to quality and accuracy when using MT
tools. This supports earlier discussions about translators’ limited preparedness in MT and the
insufficient integration of this area into BA programmes. Interestingly, the high confidence
reported by translators contrasts with the findings of Moorkens and O’Brien (2017, p.2), who
observed that “few professional translators have received training either in machine translation

technology or in post-editing practices to date, [and] the result is often apprehension among
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translators with regard to the post-editing task, along with a high level of frustration”. While
their study showed that lack of training led to frustration, the findings of this thesis reveal that
translators, despite similar gaps in academic training, felt highly confident in using MT tools.
However, due to their frequent use of and familiarity with these tools, translators may
overestimate their competence, as familiarity does not necessarily translate into the level

required for professional standards.

There is also a widespread misconception that the use of freely available, popular tools like
Google Translate does not require any special level of training or competence, but studies have
highlighted limitations in these systems, showing that in the Arabic-English pair, they can
produce translations of unsatisfactory quality for professional use (Ben Milad, 2021;
Almahasees, 2023). Therefore, Saudi translators can be said to be consciously competent in
using these MT tools but must still apply deliberate effort and need further development. The
findings highlight that Saudi BA programmes should take serious steps to integrate more
comprehensive training in developing, adapting, and managing MT tools to prepare students

for professional translation.

The findings also demonstrate that translators overestimate their competence with CAT tools,
consistently rating themselves at an average level for the most commonly used tools (Trados
Studio, memoQ, SmartCAT, and Phrase). For these, they mostly placed themselves at the early
stage of conscious competence in Howell’s model, meaning that they are still developing the
required competence and need conscious effort and focus. However, employers rated their
translators’ competence in these tools even lower, placing them in the conscious incompetence
stage. For the other tools (Wordfast products, Déja Vu, and Matecat), both translators and
employers generally agreed on the conscious incompetence stage, suggesting that translators
are aware of their limitations and are likely to struggle to work with these tools without direct
guidance from peers or employers. Saudi translators appear to recognise existing competence
gaps and are not yet able to perform CAT-related tasks fully independently or to the standard
expected in professional environments. This helps confirm the conclusion made in Section
7.2.2 that translators can manage basic CAT features, but employers expect them to master
more advanced features to work more efficiently. Since many CAT tools share similar functions
and interfaces, translators might think they can easily switch between them, which may be why
they slightly overestimate their competence in some tools, but, as discussed earlier, these tools
are not fully compatible, and professional work often requires deeper competence and critical

thinking to work with and handle the advanced features of different tools. Translators need to
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learn not only how to use certain tools but also cultivate the critical skills to determine when

and how best to employ them and in which contexts (Bowker, 2015, p. 95).

Translators who can confidently use a wide variety of translation tools are more desirable to
employers, particularly considering the lack of compatibility between CAT tools, as they can
be more effective in diverse projects and with a range of client requirements. Mastery of
different tools equips translators to participate in collaborative projects and join broader
networks, which “makes a lot of business sense for professional translators” (Penet, 2023,
p.46). Penet discusses the networked environment and translators as “networked lone
fighters”, where translators should stay connected to larger networks through shared
technologies, resources, and teamwork. This means that translators are expected to develop
their technological competence and adapt to various tools and workflows, thereby increasing
their ability to manage complex tasks, meet employer expectations, and collaborate effectively
in various projects. These findings suggest that Saudi BA programmes should expose students
to various CAT tools and include networked training through STBs or teamwork projects to
develop students’ ability to collaborate, share resources, and utilise basic and advanced CAT

functions before entering the translation industry.

To address RQ2, the technological competence of Saudi translators in this research is mostly
placed in the early to advanced conscious competence stages in Howell’s model. While they
demonstrate some ability to use technology in their work, deliberate focus and effort are still
needed, especially when handling advanced tasks, using unfamiliar tools or working under
pressure. The unconscious competence stage, where competence becomes automatic and fully
independent, has not yet been reached, so it is difficult to claim that their current competence
is sufficient to produce high-quality translations, especially under tight deadlines and work
pressure. This resonates with Alshaikhi’s (2018, p.198) observation that, in the Saudi
translation industry, “most of the customers’ and employers’ complaints in terms of translation
quality were due to the misuse of technology in translation”. Poor handling of technology can
lead to errors and lower the overall quality of translations. Doherty (2016, p.962) explains this
challenge further:

[...] the lines between human and machine are continually blurred and professional
translators become more reliant and embedded into the translation process that they had
hitherto controlled. [...] With informed and effective use of TMs and MT, many of the
known issues and shortcomings of these technologies can be overcome, especially in
terms of translation quality, to somewhat mitigate the downward trend in pricing for
translation services in line with tighter budgets and deadlines.
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This means that translators risk lowering the quality of their work without the effective use of
translation technology. This is particularly critical in competitive translation markets where
quality assurance is paramount, reinforcing the role of technological competence in shaping
both output quality and translators’ remuneration. Previous studies reported that “the ability to
produce 100% quality” is among the top competencies employers look for when hiring new
translators in Europe (Toudic, 2012) and Saudi Arabia (Alshaikhi, 2018). The price of
translation services and employability are directly tied to quality in the sense that if translators
do not demonstrate sufficient technological competence, their work quality is likely to decline.
They may, consequently, see lower pay or difficulty in finding a job because their translations
do not meet industry expectations. Increasing perceptions among clients that the job of a
translator is largely to edit the output of an automated process means translators now risk
devaluing their own work for the productivity gains made possible by technology, posing a
troubling dilemma for future translators (Lambert, 2023, p. 154). Therefore, technological
competence and understanding the nuances of the increasing use of technology are important
not only for quality but also for protecting fair pricing and professional respect in the translation

industry.

The question must be asked of how these translators developed their current level of
competence (i.e., early to advanced conscious competence), given that most reported receiving
minimal translation technology training during their BA studies (see Figure 4.1). The findings
from the comparative analysis between translator-training graduates and language-related
graduates indicate that both groups demonstrate similar levels of technological competence,
with minimal differences. CPD emerged from the findings of this thesis as the key driver for
the development of technological competence of Saudi translators, with the majority actively
seeking out CPD opportunities to bridge the gaps left by their BA training (see Section 4.7).
The following section complements the discussion of technological competence in RQ2 by
offering a perspective on how CPD is implemented and supported in the Saudi translation

industry.

7.3.3 The Role of CPD in Technological Competence Development

This thesis reveals important findings regarding the role of CPD in developing translators’
technological competence. A high level of awareness was assessed among the translators who
participated in this research regarding the value of CPD in improving competence and
professional development in general. 80% of ELIS survey (2024) participants considered CPD

important or very important, showing a global trend toward a commitment to professional
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development. However, while this level of awareness is encouraging, a difference was observed
in this thesis between novice and experienced translators regarding CPD planning. Experienced
translators are more proactive in planning their CPD, whereas novice translators often lack
clear plans. This gap may make it challenging for novices to progress in their careers and
effectively develop their competencies. The lack of early-career support for translators in Saudi
Arabia is compounded by the fact that “no official orientation takes place at the beginning of a
translator’s employment period” (AlShaye & BinSultan, 2024, p. 41). Translators, especially
novices, lacking CPD planning, are likely to encounter considerable financial barriers that limit
their access to relevant CPD opportunities. Gonzalez (2019) noted that translators often miss
out on essential training due to the costs of CPD, which are a barrier to entry. Proactive planning
and consistent employer support are necessary for translators to obtain benefits from engaging

in CPD: awareness of the benefits alone is not enough.

CPD support from employers in Saudi Arabia has been found in this research to be limited and
inconsistent, with translators being left to their own devices in developing their competencies
and staying up to date with emerging industry trends. This may be attributed to the fact that
many employers are not yet aware of their translators’ training needs. Qualitative insights from
translators supported this, showing that employers are not sufficiently attuned to the
professional training needs of translators. This supports Alowedi’s (2015) observation that
employers’ failure to establish clear goals and support CPD for their translators contributes to
stagnation in translators’ career progression. The reality is that Saudi translators often navigate
their CPD with minimal employer support as seeking out, financing, and participating in CPD
largely falls on their shoulders. Lambert and Walker (2024, p. 94) warn that, with the growing
list of responsibilities held by translators and the need to compete in a highly digitalised
environment, the added need to pursue CPD without support might cause the translator to
neglect their own personal health and wellbeing, losing sleep or failing to care for other basic
needs. This challenge is exacerbated by the lack of affiliation among Saudi translators with
professional translation associations: 88% (n=218) reported holding no membership in any
national or international professional association (see Table 4.2). This impacts individual career
development in the long-term and affects the overall coherence of the translation industry. As
Alkhatnai (2022) notes, a lack of CPD opportunities is one of the major challenges that hinders
the provision of competent translation services and affects the development of the translation

industry in Saudi Arabia.
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Compared to many international institutions (e.g., UN, DGT in Europe, and CFLPA in China)
discussed in the Literature Review Chapter (see Section 2.4), the current CPD landscape in
Saudi Arabia appears to lack employer support for both internal and external opportunities.
This contrasts with the call from FIT?* for translators to engage in CPD to stay competitive and
enhance their professional status (FIT Position Paper on CPD, 2022). Saudi employers
currently fail to provide consistent CPD support for their translators, and any support that may
be available has not yet achieved official recognition across various work sectors (government,
semi-government, private, and LSP). This finding echoes Atkins’ (1999, p.274) warning that
employers should not expect graduates to “hit the floor running” and be ready for their
professional roles without the provision of adequate CPD support. There is, therefore, an urgent
need for industry stakeholders to reevaluate current CPD policies, if any, to ensure more
accessible CPD activities for translators to help them develop the essential competencies

required in the workplace.

The current thesis contributes to the literature with a comprehensive exploration of the CPD
landscape in Saudi Arabia, highlighting the role of CPD in bridging the gap between what is
taught in BA programmes and what is expected in the translation industry. This section has
discussed the need for improved awareness of CPD among employers, proactive CPD planning
among translators (particularly novices), and enhanced employer involvement in CPD support

to ensure translators’ competencies remain aligned with industry requirements.

7.4 The Alignment of Translation Technology Training in Saudi BA Programmes with

Industry Requirements (RQ3)

Exploration of where professional translators in Saudi Arabia receive their preparation and how
translation technology training is provided in this context is essential to address RQ3. Two
types of BA pathways supply the Saudi translation industry: translator training programmes
and language-related programmes. This aligns with the educational backgrounds of most
translators currently working in the industry (see Table 4.3). Although both pathways lead
graduates into the same translation industry, they differ greatly in their educational focus,
structure, and curriculum content. The findings reveal that most language-related programmes
in Saudi Arabia do not equip students with essential competencies in translation technology
and specialised translation, both of which are crucial for meeting industry requirements. These

programmes mainly focus on English language teaching, linguistics, and literary studies, often

24 FIT: International Federation of Translators, https:/en.fit-ift.org/position-and-discussion-papers/ (last accessed July 2025)
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treating translation as an additional skill rather than a profession. This is supported by the
differences in course offerings, with wide variation in the number and depth of translation
courses across programmes (see Table 6.5). This suggests that language-related programmes
still lack a professional orientation in preparing students for real translation jobs. Pym (2009,
p. 4) asserted that the structure and objectives of academic programmes influence translator
training in terms of “who is trained, what the training consists of, how translation competence
is conceptualised, and how the training process relates to professionalisation”. In the Saudi
context, while translation technology-related courses are integrated into all translator training
programmes, these courses remain largely absent in most language-related programmes, with
only 3 out of 17 offering them. These findings confirm concerns raised in previous studies
about the traditional approaches still dominant in teaching translation in these programmes (Al-

Ahdal et al., 2017).

Another gap identified in most language-related programmes beyond translation technology is
the lack of training in specialised translation. Programmes commonly offer generalised
curricula that fail to account for the requirements of the translation industry despite growing
demand for specialised translators in the legal, technical, financial, religious, and tourism
sectors. This is especially urgent when considering the accelerating rate of growth of such
sectors under Saudi Vision 2030, which is creating a demand for specialised translators
unprecedented in Saudi history. The tourism sector, for example, surpassed its target of 100
million visitors seven years early, in 2023, and has since set a new target of 150 million by
2030. Saudi Arabia is becoming a global hub for tourism with publicised mega-projects like
NEOM, projecting a need for even more skilled translators in the future. The religious sector
is similarly successful, with plans to attract 30 million pilgrims annually by 2030, further
increasing the demand for translators specialising in religious and pilgrimage-related
communication. The continuing growth of multinational corporations (e.g., Apple, Microsoft,
and Amazon) is advancing the goal of attracting foreign investment, which will in turn call for
specialised translators in legal, technical, and financial domains. The lack of specialised
translation training in current BA programmes raises concerns about whether graduates are
adequately prepared for translation roles in this growing industry. Although specialised
translation training is not the central focus of this thesis, it remains an area that deserves further

research and investigation.

Language-related programmes (presented in Table 6.5) should reconsider how their objectives

and current curricula align with the technology-related requirements of the translation industry.
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Hao and Pym (2023, p. 171) argue that “graduates’ demand for translation skills correlates with
what they do after graduation”, which is highly relevant here, as many language-related
graduates in Saudi Arabia now seek employment in the translation industry, especially under
the Saudisation policy. Without translation technology training, these graduates struggle to
meet industry expectations and are left to depend on CPD to bridge their competence gaps. In
line with this, the findings reveal that language-related graduates engage more actively in CPD
than their counterparts from translator training programmes, but CPD support in Saudi Arabia
remains inconsistent and underdeveloped (Section 7.3.3), placing the financial and logistical
burden on graduates themselves to pursue CPD independently. To address these challenges,
there should be a comprehensive revision of these programmes to integrate translation
technology training into curricula to better develop students’ technological competence before
they enter the translation industry. Considering their aim of preparing future translators, these
programmes should recognise that “the professional practice and training of translation has
moved to a technological paradigm in which virtually all translation activities are computer
mediated and this complex activity is conceptualised as human-computer interaction”
(Jiménez-Crespo, 2017, p. 181). Beyond improving student employability, the pedagogical
benefits of integrating translation technology training in these programmes should also be
considered. Previous studies highlight that integrating MT (Yamada, 2015), CAT (Fernandez-
Parra, 2016), corpora (Zanettin, 2009), and subtitling (Caimi, 2013) into language learning
curricula enhances students’ command of terminology, cultural awareness, and overall
language competence. BA programmes could adopt the recommendations proposed in Section
7.5 of this thesis to integrate translation technology training and better align their curricula with
industry requirements, adapting them to their curriculum structure, trainer expertise, and

available infrastructure and resources.

The key findings of this thesis on the current state of translation technology training in Saudi
Arabia (Section 7.4.1) and the alignment between current BA training and the technology-
related requirements of the translation industry (7.4.2) comprise the focus of the following

sections.

7.4.1 Current State of Translation Technology Training in Saudi Arabia

The EMT network in Europe standardises MA-level translator training programmes and aligns
them with industry requirements, but there is no comparable model for BA programmes in
Saudi Arabia, resulting in variations in curriculum design, training approaches and priorities,

translation technology integration and alignment with the translation industry. The EMT model
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can serve as a model for best practice, with its success revealing the need for curriculum
standardisation and industry alignment in the Saudi context. For employment in translation in
Saudi Arabia, only a BA degree in either translation or a language-related programme is
required (Alharbi, 2024), highlighting further the need to prepare all graduates to meet the
technology-related requirements of the industry by applying consistency to BA training in

translation technology through a Saudi-specific emulation of the EMT model.

This thesis has found that translation technology training in Saudi BA programmes is integrated
inconsistently across universities and often confined to a single course. For example, two
programmes offer it as an elective, while many others limit its scope and coverage without
broader integration into other translation courses. Al-Rumaih (2021) observed similar findings
in a study of five BA programmes based in Riyadh (smaller sample), finding trainers reluctant
to use translation technologies beyond the standalone course. Despite this limited integration
in these programmes, it is difficult to claim that substantial progress has been achieved in this
direction over the past decade, as studies by Alotaibi (2014) and Al-Jarf (2017) found that
trainers often discourage students from using computers in translation classes due to concerns
over accuracy. This issue was also raised by the trainers interviewed in this research,
highlighting missed opportunities for students to be exposed to translation technologies in
different learning contexts. However, this thesis did not examine how and what sort of
technology is embedded in other translation courses where some level of integration has been
reported. In Spanish BA programmes, Sdnchez-Castany (2022) found that technology-related
content integrated into practical translation courses was often generic rather than translation-
specific, which may not sufficiently reflect real-world translation workflows, making it
worthwhile to further investigate in the Saudi context. Enriquez-Raido (2013, p. 277) asserts
that translation technology training should be “relegated neither to a specific course on the
subject nor to translation practice courses alone”, a perspective echoed by Pym (2013), who
advocates for using translation technologies wherever possible in training. International best
practice also integrates translation technology training throughout the curriculum to help
students develop technological competence progressively (Zhang & Vieira, 2021; Rothwell et
al., 2025). Given the wide range of essential technology-related competencies identified in this
thesis (see Figure 7.1), a single course cannot provide students with adequate training in
translation technology that fully prepares them to meet industry requirements. The integration

of translation technology into curricula is, therefore, necessary to reinforce both theoretical and
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practical aspects of these technologies and adequately prepare students for modern translation

workflows.

The findings show a lack of standardisation in course content, course titles, and the timing of
introducing translation technology training across Saudi BA programmes. Most course titles
focus narrowly on CAT tools (13 out of 18 mentions, as shown in Table 6.6), while offering
limited coverage of other essential technologies, which is not appropriate for the requirements
of the translation industry. This narrow focus is explained by the limited (or lack of) contact
with the translation industry. Qualitative insights from programme directors indicate that
programmes are often established without assessing industry requirements, while others
reported minimal communication with industry stakeholders. This produces inconsistencies in
curriculum design, with each programme independently determining the areas of translation
technology to cover based on internal decisions and the available resources and facilities, rather
than industry-driven insights. This has been observed in Turkey, where BA programmes lack a
standardised framework to inform them “what is needed in terms of technological competence”
(Sahin, 2013, p. 179), leading to variations in course content and titles. As Saudi Arabia
continues to develop its translation industry under Vision 2030 through the establishment of
LPTC and SATA, collaboration between these entities and BA programmes should be
encouraged to establish a clear national framework to define the competencies required from
translators to accommodate industry requirements in academic curricula and bring translation

technology training into line with the industry.

This thesis expands on Al-Rumaih’s (2021) findings by demonstrating that translation
technology-related courses are typically introduced late in the curriculum (Year 3 or 4), making
it difficult for trainers and students to use translation technologies in other courses and limiting
opportunities for developing technological competence. Similarly, in Spain, Sanchez-Castany
(2022) found that while BA programmes introduce translation technology at an early stage,
many practical translation courses in the later stages do not continue to develop technological
competence. This lack of progression may limit students’ ability to consolidate their
technological competence, and means they are underprepared for the translation industry.
Mixed timing is also found in Turkey, with some BA programmes introducing translation
technology early in the curriculum, and others introducing it only in the final years, so the
graduate experience is uneven (Sahin, 2013). The situation in Saudi Arabia is equally
concerning, as insufficient time given to develop technological competence affects graduates’

employability and career readiness. To address this, it is suggested that Saudi BA programmes
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integrate translation technology in two stages: introducing concepts and basic translation
technologies in the early years (Year 1 or 2) and progressing to other technology-related
competencies in the later stage (details in Section 7.5.1). Students would then be exposed to
translation technologies throughout their studies, allowing them to progressively develop and
consolidate their technological competence before entering the industry. Lessons from Spain
and Turkey highlight the risks of fragmented or delayed translation technology training,
underscoring the need for a more progressive approach in curriculum development and training

practices to align BA training with industry requirements.

The findings for teaching strategies highlight the continued dominance of trainer-led teaching
of translation technology in Saudi BA programmes, with content primarily delivered through
lectures and demonstrations. This mirrors the situation reported in EMT programmes in 2017
(Rothwell & Svoboda, 2019), where trainer-led teaching was also prevalent. However, the
recent EMT study reveals a shift in delivery mode from conventional computer labs to
individual work and autonomous learning, likely driven by the pandemic, alongside a dramatic
expansion in the use of personal devices for translation technology training (Rothwell et al.,
2025). While EMT programmes tend to adopt more flexible, student-centred teaching
strategies, Saudi BA programmes still rely on traditional, trainer-led delivery modes for
teaching translation technology. This could be because lectures and demonstrations introduce
students to translation technologies in a clear, step-by-step manner, but this has been criticised
for encouraging passive rather than active learning (Vieira et al., 2021). An overreliance on
direct instruction does not match the hands-on nature of translation technology, as it limits
students’ ability to explore, troubleshoot and apply critical thinking and problem-solving to
real-world translation tasks. This is particularly concerning given that students in Saudi Arabia
are introduced to translation technology late in their BA studies. Although some programmes
encourage autonomous learning, the adoption of this strategy to teach translation technology
appears inconsistent across programmes, leaving graduates less prepared to engage in lifelong
learning and CPD after graduation (see Section 7.3.3 on CPD challenges). This limited uptake
can be partly attributed to restricted (or even absent) lab facilities and the lack of off-campus
access to tools in most Saudi BA programmes, which makes adopting such strategies difficult
and prevents students from using these tools independently. O’Brien and Rodriguez Vazquez
(2019, p. 271) advocate for a more balanced strategy when teaching translation technology,
integrating conceptual knowledge (what and why) with practical training (how), so students

can develop both technological competence and critical thinking skills. It can, therefore, be
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suggested that Saudi BA programmes diversify their teaching strategies and move towards
blended, autonomous, and project-based learning to support students’ technological

competence and align with contemporary pedagogical practices.

This thesis highlights the lack of adoption of the simulated translation teaching strategy, as only
a few programmes use it (see Figure 6.13). This suggests that students do not receive translation
technology training in a simulated professional environment, where they engage with authentic
(or near-authentic) tasks, collaborate and share resources (e.g., TM and TB) with peers, and
develop project management skills (Konttinen et al., 2020; Konttinen, 2022). In Saudi Arabia,
many BA programmes teach translation technology without exposing students to professional
translation roles and workflows (Figure 6.11) or considering other industry perspectives (i.e.,
PMs or LSPs). This limited scope means students are not ready for diverse translation roles,
managing large-scale projects, or understanding the role of technology in modern workflows,
ultimately affecting their adaptability with emerging technologies and tools. The adoption of
STB is also limited in Saudi BA programmes despite its growing use in translation pedagogy
(e.g., Buysschaert et al., 2017) and emphasis on the critical role of technological competence
in professional practice (Buysschaert et al., 2018), representing a missed opportunity for Saudi
students to develop industry-relevant competencies. A move toward more learner-centred
teaching strategies (e.g., task-based training, project-based training, STB) is therefore needed
to turn passive learners into critical users of technology after graduation. This can further help
establish (or strengthen) contact with translation industry stakeholders, improving graduates’

technological competence and better preparing them for the industry.

The delivery of translation technology training is not solely dependent on teaching strategies
but shaped by trainer expertise, pedagogical preparedness, and institutional support (Chan &
Shuttleworth, 2023). A key challenge identified in this thesis is the reliance on non-specialised
translation technology trainers in most Saudi BA programmes: many come from diverse
academic backgrounds (e.g., linguistics, literature, TESOL) but have no expertise in translation
technology. This could explain the inconsistent course delivery and limited adoption of more
effective teaching strategies (e.g., STB) in these programmes. The lack of CPD for trainers
exacerbates this issue, as trainers are frequently reluctant to engage in CPD due to high teaching
workloads or burnout. This situation is particularly problematic in translator training
programmes as NCAAA states that “teaching staff must be aware of current academic and
professional developments in their field of specialization, participate in research and

community services, and in improving the program and institutional performance™ (2022, p.
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9). This mismatch between trainers’ qualifications and expertise and the courses they deliver
affects the quality of teaching and student preparedness and is likely to be among the reasons
why most Saudi translator training programmes have not gained NCAAA accreditation.
Modern translation workflows are growing increasingly complex, so those teaching translation
technology should be competent and able to demonstrate how to effectively employ all relevant
technologies with real-world tasks. This means CPD should be prioritised and stronger links
built with industry partners to ensure that teaching staff are informed and practices are relevant

to industry needs.

The challenges discussed in this section relate to curriculum design, teaching strategies,
infrastructure, and trainer expertise. Translation technology training in Saudi Arabia usually
takes place in one late course with no further curriculum integration. A reliance on traditional
teaching strategies, the limited use of simulated translation teaching, and the lack of CPD for
trainers further hinder the effective delivery of translation technology training that prepares
students to meet the expectations of the translation industry. This section has presented the
findings in relation to the first part of RQ3 (mapping the current state of translation technology
training), while the next discusses these in relation to the alignment between this training and

the technology-related requirements of the Saudi translation industry (evaluating the academia-

industry gap).

7.4.2 Alignment between Current BA Translation Technology Training and Industry

Requirements

This section evaluates how well Saudi BA programmes align with the technology-related
requirements of the translation industry considering the challenges confronting them and the
widespread dissatisfaction among translators regarding their BA training in a continuation of
RQ3: discussing the extent to which competencies and software tools are integrated into current

curricula.

The integration of MT training into BA programmes is limited in scope and depth, even though
some elements, particularly post-editing, are common. One barrier is the lack of dedicated
infrastructure for MT training, with many programmes relying on shared computer labs not
designed for translation teaching, restricting students’ access to essential MT tools (Google
Translate and Microsoft Translator). The provision of these tools, which are vital to
professional workflows, is inconsistent, as they are optional in some programmes and entirely

omitted from others. This leaves students poorly prepared for work in translation, as shown in
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this research with the surveyed translators reporting inadequate MT training during their BA
studies. This reflects little improvement in almost a decade, as Abu-ghararah (2015) found that
minimal or no access to MT tools was the experience of 80% of Saudi translation students.
Beyond accessibility, the current findings reveal that most programmes do not expose students
to industry standards such as ISO 18587, which defines best practice for post-editing.
Professional translation has shifted from computer-assisted human translation to human-
assisted MT, so translators are now required to be competent with pre-editing, post-editing, and
linguistic consulting (Garcia, 2010, p. 3). They are not currently being equipped with the skills
to perform these roles effectively, however, as while post-editing is present in some
programmes, aspects such as QA, productivity metrics, and professional guidelines are often
overlooked, so graduates have no critical understanding of assessing, using, and refining MT
output. The rapid evolution of MT systems demands that BA programmes move advance past
basic exposure and incorporate structured, hands-on training, aligning with the EMT’s
emphasis on MT literacy as a core component of professional translation (EMT, 2022).
Rothwell and Svoboda (2019, p. 52) call for an “increased role of MT training, including
engine-building and evaluation TQA metrics”. Saudi BA programmes could encourage a
forward-looking approach to MT training and curriculum development, incorporating relevant

topics and industry standards as objectives in their curricula.

CAT training is more firmly embedded in Saudi BA programmes than MT training, but
inconsistently: TB use and TM use are covered in many curricula, but TMS and QA features
are not, for example. This disparity supports the observation that most Saudi BA programmes
teach translation as an isolated task rather than as part of broader collaborative workflows, with
little emphasis on training students for non-translator roles (i.e., terminologists or project
managers). This is concerning as translators must now be familiar with diverse CAT
functionalities to collaborate effectively with multiple stakeholders, from initial client requests
to project completion, because “translation work is typically carried out in the form of projects”

(Dunne & Dunne, 2011, p. 3).

The evaluation findings further highlight a gap between graduates’ competence levels and
industry expectations, particularly in advanced CAT tools (TMS and QA features). Even where
CAT training is included, accessibility remains a key challenge, as many programmes rely on
free trials or shared licenses, limiting students’ opportunities for hands-on practice with
essential tools (Trados Studio, memoQ, SmartCAT, and Phrase). Previous research also

highlights how licensing costs often restrict trainers’ ability to provide access to industry-
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preferred CAT tools, so they rely on free trials to introduce students to core CAT principles
only (e.g., Al-Rumaih, 2021). This level of depth is insufficient for professional-level
competence, as human intervention is critical at each stage of the use of CAT tools before,
during, and after translation (Fernandez-Parra, 2010). Figure 7.3 (below) illustrates the
interplay of TM, TB, QA features, and project management functionalities, reinforcing the
belief that BA programmes should extend their training beyond TM and TB to encompass the
full range of CAT features essential in modern translation workflows. BA programmes should
also integrate free cloud-based CAT tools, as they offer many of the same functionalities as
commercial alternatives while addressing licensing and accessibility barriers. Despite
widespread adoption in professional settings, these tools remain underused in BA training.
Many CAT tool providers offer free licenses for educational purposes, but Saudi BA
programmes rarely engage with these opportunities due to the academia-industry gap, where
most programmes operate independently from industry stakeholders, including tool providers.
Therefore, BA programmes still need to reflect the reality of the translation industry in their

training practices and content.
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Terminology is considered fundamental to translation quality, requiring students to develop the
ability to determine when, where, and how they search for specific information and evaluate
its reliability. While industry stakeholders in this research emphasise the importance of data
mining and corpora, the findings reveal limited integration of these areas into BA curricula,
with many programmes either ignoring them or considering them optional. This is consistent
with Al-Jarf’s (2017, p. 3) study, which, although based on a single BA programme, found that
most graduates “have not acquired efficient searching skills of search engines [...], never
received any training in selecting, narrowing, and broadening search terms, nor how to use
Boolean operators and truncation searching strategies.” It is unlikely that this curriculum gap
exists due to a lack of awareness among programme directors or curriculum designers, given
that data mining is included in several TC models, with many including it within technological
competence (e.g., EMT, PACTE). Instead, a possible explanation lies in infrastructure
limitations and trainer expertise, which appear to be key barriers to integrating these
competencies effectively into BA curricula. Many programmes lack the necessary hardware
and software, including reliable internet connectivity, to expose students to digital research
strategies and corpora consultations, and if trainers are not up to date with translation-oriented
research developments, students risk developing inefficient research habits, ultimately
hindering their ability to meet industry expectations. With GenAl tools and technological
innovations reshaping translation research activities (Gough, 2019), digital research skills have
become essential for translators, who are expected to work with domain-specific texts that
require a high degree of terminological precision. The findings suggest that BA programmes
need to enhance their approach to terminology training by fully integrating data mining and
corpora as core components, developing more suitable environments for teaching these, and
adopting practice-oriented training approaches to ensure students develop the competencies

needed for professional translation.

The increasing demand for AVT and localisation services proves the need for multimedia
translation training, yet they still hold marginal status in Saudi BA programmes, with only a
handful offering standalone AVT courses. This fragmented approach is consistent with
Alangari’s (2022) study, which found that only one programme offered a dedicated AVT course
in Riyadh-based universities. This is a problem, as subtitling is one of the most in-demand
multimedia services in the Saudi industry, driven by the expansion of digital content and
entertainment platforms, and poor quality and timing of subtitles can lead to misinterpretations

and content flow disruption, negatively impacting the audience’s viewing experience. In this
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research, most employers were dissatisfied with their translators’ subtitling competence, with
most rated as sub-competent or weak in this area, further illustrating the gap between BA
training and industry requirements. Localisation training is similarly absent, with no
programme found to offer a dedicated course. While basic localisation components may be
covered within broader technology-related courses, this seems insufficient for producing
competent translators in website, video game, and software localisation, which are key growth
areas in the Saudi industry. The evaluation findings further reinforce the academia-industry
gap, showing that translators possess only average ability in these critical areas. With this
inconsistent training, AVT and localisation remain on the periphery of Saudi BA curricula, an
issue also observed in some Arab translator training programmes (Al-Batineh & Al Tenaijy,
2024). A key factor contributing to this is the shortage of qualified trainers in translation
technology, particularly in AVT and localisation. AVT and localisation are ever-evolving and
teaching them requires expertise in industry-preferred tools, multimedia workflows, and
emerging trends, but staffing challenges in Saudi BA programmes mean this expertise is rare.
There must therefore be a drive to employ expert trainers and develop the competence of
current trainers through CPD in collaboration with industry stakeholders to ensure curriculum

content relevance.

Professional translation workflows are also seeing an upsurge in the use of DTP, with more
projects involving complex layouts, visuals, formatting, and typesetting. DTP competence is
perceived by both translators and employers as important, so its role in ensuring that linguistic,
technical, and visual requirements are met in translated content is recognised. However, few
BA curricula incorporate it, with only two programmes found to be running it as a compulsory
component. Most graduates, therefore, enter the industry with little prior exposure to DTP
tools, affecting the quality, consistency, and professional appearance of their translation
projects. A misconception that DTP is merely a secondary skill in translation work is part of
the reason for this lack of training, allied with the assumption that adjustments to formatting
and design are not within the translator’s remit. However, professional translation does not
simply convey meaning from one language to another; it involves ensuring that the work
produced maintains the structure, readability, and visual appeal of the original. The findings of
this thesis show that Saudi BA programmes should reconsider their belief that employers only
require competence with CAT and MT tools when hiring translators, as it represents the reason
why they overlook the broader technological competence required for various translator roles

(e.g., subtitlers, localisers, and DTP specialists). This gap is further reflected in diverse
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programme perspectives on file management and advanced Office skills, with some integrating
them while others do not even mention them (Figure 6.12). This implies that Saudi BA
programmes do not recognise the impact of DTP on translation productivity and efficiency,
which is a particular problem in Saudi Arabia as the right-to-left orientation of Arabic script
poses unique layout and formatting challenges that translators must know how to address. The
competence evaluation findings reinforce this concern, showing limited competence among
translators in this area. Therefore, it is recommended that BA programmes expose students to
a range of DTP tools to develop their competence in document formatting, file conversion, and
layout adaptation. This enhances employability, increases translation workflow efficiency, and

helps bring the programme into line with industry requirements.

This discussion can conclude that there is an evident academia-industry gap in Saudi BA
translation technology training. Widespread dissatisfaction exists among translators regarding
the CAT and MT training they received during their studies, with many independently seeking
CPD to bridge competence gaps. This leads to disparities in competence levels, with Saudi
translators evaluated to be in the early to advanced stages of conscious competence. At this
stage, they demonstrate the necessary competence but require effort, practice, and further CPD
to reach the unconscious competence stage, where technology use becomes second nature.
However, the translators credit their competence to self-directed CPD efforts rather than BA
training. Second, current translation technology training does not align with industry
requirements due to infrastructure limitations, staffing constraints, curriculum gaps, and
minimal collaboration with industry stakeholders. Saudi BA programmes lack translation labs,
struggle with limited tool accessibility, and face financial constraints that prevent investment
in translation software tools, so trainers are forced to use free versions with restricted features.
The staff shortage means underqualified trainers teach translation technology-related courses,
compounded by low levels of institutional support for CPD in technological competence, so
trainers struggle to stay up to date with translation technology. Collectively, these issues hinder

technological competence development during BA training and widen the academia-industry
gap.

Curriculum design is another key challenge, as theoretical, trainer-led instruction is often
prioritised over practical training, and CAT tools receive disproportionate emphasis. There is
no standardisation in course titles, timing, or scope and depth, as Saudi BA programmes do not
exchange best practices and expertise. Curriculum development remains slow, with updates

occurring reactively rather than proactively due to institutional bureaucracy and administrative

262 |Page



hurdles. Some programmes have begun integrating basic CAT tools, but this does not include
MT, TMS, QA features, data mining, corpora, AVT, localisation, or DTP. Saudisation policy
means graduates seek employment in the translation industry after earning a BA degree, but
without comprehensive training, they are ill-prepared to meet industry requirements. The
answer to RQ3, then, is that Saudi BA programmes have not yet fully met the technology-
related requirements of the translation industry, and further improvements are needed to bridge

the academia-industry gap.

Given the pressing need for improvements in translation technology training provided by Saudi
BA programmes, the next section outlines a set of recommendations to address the gaps
identified in BA curricula and training. By drawing on the key findings discussed in this
chapter, these recommendations propose practical solutions to ensure that graduates are

equipped to meet the technology-related demands of the translation industry.

7.5 Improving Translation Technology Training in Saudi BA Programmes

This thesis highlights a profound misalignment between current translation technology training
in Saudi BA programmes and the requirements of the translation industry. Pedagogical and
professional improvements are required to match them up, incorporating international best

practices and the objectives of Saudi Vision 2030. In this area, the Vision 2030 states:

We will close the gap between the outputs of higher education and the requirements of the

job market. We will also help our students make careful career decisions, while at the
same time training them and facilitating their transition between different educational
pathways. In the year 2030, we aim to have at least five Saudi universities among the top
200 universities in international rankings. We shall help our students achieve results
above international averages in global education indicators (p. 36).

Therefore, the recommendations proposed in this thesis serve national objectives and offer
practical solutions for BA programmes (7.5.1) and industry stakeholders (7.5.2) to ensure that
future translators are prepared for work in the translation industry. As two sides of the same
coin, academia and industry must work collaboratively to bridge current training gaps.
Recommendations are proposed in the following sections, clarifying the responsibilities of each
of these in addressing the academia-industry gap in translation technology training to improve

graduates’ employability and professionalisation in the industry.
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7.5.1 Pedagogical Recommendations

7.5.1.1 Establishing the Translation Accreditation Council (TAC)

Saudi Arabia has no unified national framework for BA-level translator training, so curriculum
design, competencies taught, translation technology integration, and alignment with industry
requirements are inconsistent across universities. Each BA programme currently determines its
own curriculum structure and translation technology training practices, leading to variability
in technological competence development among graduates. This lack of coordination among
programmes has led to disparities in students’ learning experiences, where some receive
training in essential translation technologies while others graduate with competence gaps, as
revealed in this thesis. The absence of an advisory entity dedicated to translator training has
allowed the academia-industry gap to persist, restricting BA programmes from fully satisfying
the needs of the translation industry. Some programmes have independently established limited
communication with translation industry stakeholders, but most remain disconnected from
industry developments, resulting in a fragmented approach to translator training across Saudi

universities.

To ensure standardised quality assurance, the NCAAA was established as an accreditation body
under the umbrella of ETEC (see Section 1.2.3), but as of July 2025, only one BA translator
training programme (KSU) had successfully achieved full accreditation from the NCAAA.
There is no dedicated accreditation council or advisory network for translator training in Saudi
Arabia, despite the importance of the industry in meeting the knowledge-based and cultural
goals of the Vision 2030. With the evolution of translation into an interdisciplinary, technology-
oriented profession, clearly defined training standards are critical to ensuring graduates are
equipped with industry-relevant competencies. The absence of an accreditation body has meant
curriculum reform is slow, translation technology training is inadequate, and no national
training benchmarks exist. The lack of accreditation further validates the findings of this thesis
on the weaknesses of translator training across Saudi BA programmes. Worryingly, it has been
discovered that even some BA translator training programme directors are not specialists in
Translation Studies, presenting yet another obstacle to preparing these programmes to meet
NCAAA accreditation requirements as inexpert directors cannot guide curriculum
development toward these national standards, quality assurance benchmarks, or the industry
requirements. The first recommendation of this thesis, therefore, is to establish the ‘Translation
Accreditation Council’ (TAC), which would operate under NCAAA within ETEC (Figure 7.4,
below).
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The Education and Training Evaluation Commission (ETEC)
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Council (ECSAC) Council Council Council (TAC)

Figure 7.4 Proposed organisational structure

TAC will operate with a dual structure, addressing both accreditation and advisory needs in
translator training across Saudi universities. First, TAC will serve as a specialised accreditation
council (core entity) responsible for defining and overseeing national accreditation standards
for translator training, ensuring that BA programmes meet quality benchmarks that align with
global, regional and national best practices in translator training. This council will operate
similarly to the other discipline-specific councils already established under NCAAA. A select
group of members (board/expert group) will be appointed to carry out key responsibilities,
including a) defining and regularly updating accreditation standards tailored to translator
training, b) overseeing the evaluation of BA/MA/PhD translator training programmes, and c)
issuing accreditation decisions in accordance with NCAAA guidelines. To ensure broad
representation of interests, it is recommended that the council board follow a multi-stakeholder
model combining academic and professional expertise, as seen in the existing councils (e.g.,

ECSAC).

265|Page



Board members of the Translation Accreditation Council (TAC)

!

Translation-specific scholars (preferably associate professors or professors)

Experts in quality assurance and translation training

Representatives from LPTC

Representatives from SATA

Representatives from ETEC/NCAAA

Figure 7.5 A proposal of TAC’s board members

Alongside its core accreditation role, TAC should establish a broader network which will serve
as a collaborative platform to address the existing academia-academia gap, i.e., the disconnect
between Saudi BA translator training programmes. The TAC network will bring together all
BA translator training programmes across Saudi universities (currently n=13), regardless of
their accreditation status, to foster dialogue, coordination, collaboration, and knowledge-
sharing (similar to APTIS in the UK). While BA translator training programmes will be invited
as full members in the TAC network (with voting rights limited to advisory board elections),
BA language-related programmes could join as observers because their role in supplying the
Saudi translation industry with a significant portion of the workforce cannot be overlooked.
This observer status will allow them to benefit from shared best practices in translator training,
especially in areas like translation technology, while respecting their primary academic
pathway. Through this network, TAC can help BA translator training programmes overcome
accreditation challenges by disseminating best practices in curriculum design and
development, teaching and assessment strategies, and infrastructure and trainer development.
Additionally, the TAC network will provide guidance and support for less specialised
programme directors to navigate accreditation procedures, ensuring that all BA translator
training programmes, irrespective of their current level of development, are equipped with the
necessary knowledge and tools to meet NCAAA’s quality assurance standards and improve the

overall consistency and quality of translator training across Saudi universities.

To further enhance the TAC network’s effectiveness, local translation industry stakeholders

should be integrated into it to ensure alignment with industry requirements. This will provide
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a direct communication channel for the industry to give feedback on curriculum relevance,
graduates’ competence levels, and emerging professional requirements. Specifically, the
network should include representatives from LPTC and SATA, employer representatives from
the governmental, semi-governmental, and private translation sectors, and representatives from
in-house/freelance translators. Partnerships with translation technology providers could be
fostered through the network so TAC can be kept updated on advancements in translation
technology and initiatives such as providing BA programmes with access to translation tools,
free educational licenses, and opportunities for joint research projects facilitated through this

engagement.

The TAC network should also set up collaborative links with international translator training
networks (e.g., the EMT and APTIS) by inviting selected representatives as external advisors.
In Europe, the EMT network provides a carefully designed framework for standardising MA
translator training, ensuring alignment with evolving industry expectations and technological
advancements by regular updates (EMT, 2009, 2017, 2022). In the UK and Ireland, APTIS was
founded “to improve the quality of learning and teaching as well as research on translation and
interpreting programmes at Higher Education institutions” (APTIS?, n.d) through its regular
meetings and annual conferences, providing great opportunities for members to meet, discuss,
and share teaching experiences and exchange best practices. Likewise, the Spanish CCDUTI*¢
network has played a crucial role in coordinating BA translation programmes, defining training
standards, and improving professional recognition for translation graduates. CCDUTT’s efforts
ensure that BA translation graduates gain professional recognition in the Spanish translation
industry (Calvo Encinas, 2009 cited in Martinez Carrasco, 2017). This issue is currently faced
by Saudi translation graduates, as indicated by Salamah (2022), who found that less than 10%
of translation-related jobs are restricted to translation-degree holders. TAC would provide
similar benefits in Saudi Arabia by helping BA graduates acquire a distinct professional
identity, and strengthening their employability, professionalisation and competitiveness in the
translation industry. This global outlook means TAC can draw on international best practices
and ensure its activities account for both local requirements and international developments in

translator training.

2 APTIS’ Official website: Home | aptis (last accessed July 2025)
26 Conferencia de Centros y Departamentos de Traduccion e Interpretacion, https://confetradi.wordpress.com/centros-y-departamentos
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7.5.1.2 Enhancing Programme Infrastructure and Establishing the Saudi Digital
Translation Lab (SDTL)

Infrastructure deficiencies have been revealed across Saudi BA programmes, with many
relying on shared general-purpose computer labs that are often outdated and not designed to
support translation technology training. This is particularly prevalent in public universities,
where financial limitations and bureaucratic hurdles restrict investment in specialised labs and
software licenses. As highlighted in this thesis, these challenges obstruct students’ access to the
MT and CAT tools frequently used in the translation industry (e.g., Google Translate, Trados

Studio, and memoQ).

We will continue investing in education and training so that our young men and women
are equipped for the jobs of the future.

(Saudi Vision 2030, p. 36)

In line with the national commitment in the above quotation, two recommendations are
proposed in this thesis to address infrastructure challenges. First, Saudi BA programmes should
enhance their infrastructure, tool accessibility, and IT support. This begins with raising
awareness among programme directors and decision-makers of the demands of modern
translator training, ensuring that infrastructure investments, software adoption, and resource
allocation align with industry practice. TAC is expected to play a key role in facilitating this
process by actively engaging programme directors in knowledge-sharing forums, capacity-
building initiatives, and partnerships with leading translation technology providers,
encouraging proactive and informed decision-making. BA programmes should generously
invest in preparing dedicated translation labs equipped with high-performance computers,
industry-relevant technologies (MT, CAT, AVT, and localisation tools), and reliable internet
connectivity. In the post-pandemic world, it is also advisable to integrate cloud-based CAT and
MT tools proactively, in line with the growing demand for remote-access solutions (Alkhatnai,
2021). This means that students can develop their technological competence via access to

crucial translation tools both on campus and remotely.

BA programmes are encouraged to take advantage of free or discounted educational licenses
and up-to-date training materials available through partnerships with industry-leading
providers, which can be done via relationships built through the TAC network. Universities
should employ a specialised IT team to oversee lab maintenance, manage software installation
and updates, and resolve technical issues, and to simulate real-world translation workflows,

collaborative translation tools (e.g., TMS and project management platforms) should be
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incorporated so students can work within team-based settings. Where funding is limited, BA
programmes could seek external funding through national education grants or partnerships with
local translation companies and technology providers. Such initiatives could be facilitated and
coordinated through the TAC network, further strengthening the academia-industry

collaboration.

In addition to the infrastructure improvements recommended for individual BA programmes,
this thesis proposes the establishment of the Saudi Digital Translation Lab (SDTL) as a national
initiative. This recommendation is novel within the Saudi context, as no centralised resource
currently exists to support translator training and translation technology-related research. Study
of local and international models serves as the inspiration for this initiative: at the national
level, the largest digital library in the Arab world, launched by the Ministry of Education in
2010, the Saudi Digital Library (SDL) provides centralised access to academic databases,
research tools, and e-learning resources to all Saudi universities. SDL has streamlined licensing
negotiations, reduced institutional costs, and supplied equitable access to academic resources
for students and faculty across Saudi academic institutions (SDL website?’, 2025). On a global
scale, initiatives such as the ‘CrossLab’ project demonstrate how adaptable, cross-institutional
labs can enhance student engagement, foster collaboration, and prepare learners for Industry
4.0-driven workflows by providing flexible, remote-access learning environments (Aubel et

al., 2022).

Building on these successful models, SDTL is envisioned as a discipline-specific platform that
will reduce software licensing costs for translation-related BA programmes and ensure fair and
equal access to essential tools and technologies, particularly benefiting those with limited
financial capability. SDTL will serve as a shared, cross-institutional hub, providing BA
programmes with cloud-based access to industry-leading MT, CAT, AVT, localisation tools,
and TMS platforms, facilitating both campus-based and remote learning opportunities and
enhancing students’ exposure to modern translation workflows. Furthermore, SDTL will
support the adoption of student-centred teaching strategies by enabling the simulation of
authentic, interactive translation environments. These will allow students across Saudi
universities to engage in collaborative projects that mirror real-world translation industry
practices. SDTL will additionally create an online training and certification platform for

translation technologies and support CPD activities for both students and trainers through

7 sdl.edu.sa/SDLPortal/en/Publishers.aspx (last accessed July 2025)
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webinars and workshops. In doing so, SDTL will enhance the technological competence of
future translators while contributing to the aim of Vision 2030 to transition toward a

knowledge-based economy.

The TAC advisory board should take the lead in establishing and supervising SDTL, reflecting
its central role in coordinating national efforts to improve translator training in Saudi Arabia.
To ensure effective supervision, the TAC board is advised to establish a dedicated SDTL
Committee responsible for managing the lab’s design, implementation, and ensuring
continuous development. This committee will be responsible for building partnerships with
translation technology providers, negotiating licensing agreements, coordinating programme
participation, and ensuring that SDTL aligns with translation industry developments and
translation technology training best practices. The SDTL committee should also establish
strategic partnerships with SDL and the National e-Learning Centre®® (NeLC) to develop its
technical and operational capacity and support the development and delivery of the lab’s
infrastructure and cloud-based services. NeLC, as an independent entity established by the
Council of Ministers (Decision No. 35 in 2018), plays a crucial role in regulating and
overseeing digital learning initiatives across Saudi HE institutions (see Figure 7.6). This centre
offers expertise in digital ecosystem management, cloud-based services, and collaborative
education platforms, which could provide support to ensure SDTL’s long-term sustainability

and alignment with national digital learning goals.

28 hitps://nelc.gov.sa/en (last accessed July 2025)
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National-e-learning Centre (NeL.C)

| 2

Vision | | Mission
A global centre of excellence in digital Accelerate, orchestrate & regulate the
learning creation of a collaborative ecosystem that is

agile and responsive to changing needs

Goals

Trusted Learning | | Collaborative Ecosystem | | Agile Capabilities
L. Ensure access to relevant 4. Promote interdisciplinary, 7. Ensure high skilled and
& personalized Lifelong inter-institutional, inter-sector competent digital learning
learning experience for all & international collaboration instructors
2. Lead ecosystem-wide data 5. Coordinate the 8. Accelerate the
integration enabling real- development, curation & development, deployment
time, data-driven sharing of curriculum & and adoption of emerging
interventions capabilities technologies
3. Ensure quality of digital 6._ Al.cceleratte adaption of 9. Lead Evu_:ience-l:i_ased
learni digital learning to be the norm research & innovation
earning ecosystem &
recoguition of credentials

Figure 7.6 NeLC’s vision, mission, and goals

To further secure the sustainability of SDTL, it is proposed that a diversified funding model be
adopted. Through its SDTL Committee, the TAC board may seek contributions from member
BA programmes participating in the TAC network, with the possibility of introducing a flexible
membership fee model. This model could be adjusted to the size and financial resources of
each programme for inclusivity and fairness. SDTL could further take advantage of the industry
outreach strategies of translation technology providers by pursuing partnerships for discounted
licensing agreements, in-kind contributions, or collaborative projects. The committee would
also be empowered to apply for government grants or research funding schemes promoting
digital innovation and HE capacity-building. It is important to clarify that the SDTL initiative
does not underestimate the importance of investing in individual programmes but aims to
complement such local efforts by reducing financial pressures and fostering inter-institutional
collaboration through its offer of a shared national platform. Providing students with hands-on
access to industry-standard tools and cloud-based platforms that replicate real-world translation
workflows means SDTL can play a promising role in translation technology training
development, and by supporting collaborative research initiatives, implementing various
teaching strategies, and facilitating knowledge-sharing across Saudi BA programmes, it is

expected to contribute to research in translation technology. It is hoped that SDTL will advance
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the goal of improving the competitiveness of Saudi Arabia in the global translation industry by

strengthening both teaching and research in this field.

7.5.1.3 Enhancing CPD for University Trainers

The general reliance on underqualified trainers to deliver translation technology training in
most BA programmes is identified as a key challenge in the current thesis. This is exacerbated
by the limited CPD opportunities offered by Saudi universities, resulting in training
deficiencies. To address this, BA programmes should prioritise the recruitment of trainers with
qualifications and/or expertise in translation technology to ensure that course delivery is
aligned with contemporary industry practices. For BA programmes, this could be achieved by
appointing talented graduates as teaching assistants, creating a pipeline for future recruitment.
From this position, these individuals can benefit from fully funded scholarships provided by
Saudi universities to pursue an MA/PhD degree in translation technology, with a focus on
countries with well-established translator training and translation technology programmes
(e.g., the UK, USA, and Canada). Qualified trainers, both academically prepared and familiar
with modern translator training best practices and translation technology, would be available

through this system in perpetuity.

BA programmes should invest generously in a sustainable CPD framework for current trainers.
This includes organising internal and external workshops, webinars, guest sessions, and peer-
learning activities designed to develop trainers’ technological competence and help them adopt
industry-aligned teaching strategies. As recommended earlier, the TAC network can play a
critical role in promoting CPD by offering national-level initiatives such as specialised training
materials, collaborative knowledge-sharing platforms, and regular CPD events that focus on
the evolving requirements of translation technology training. In addition to CPD support, BA
programmes should encourage trainers to obtain professional certifications recognised in the
industry and to join the wider professional translation community to stay up to date with

industry practices.

To guide these CPD efforts, BA programmes should adopt the EMT Translator Trainer Profile
(2013) as a benchmark to standardise and enhance trainer development. The five core
components outlined in this model are instructional, organisational, interpersonal, assessment,
and field competence (see Figure 7.7, below), which reflect the multifaceted role of translation
trainers, encompassing the ability to design and deliver learner-centred training, manage and

coordinate translation courses, encourage positive learning environments, and maintain up-to-
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date knowledge of the technology-related requirements of the translation profession. This
comprehensive framework means BA programmes can ensure that their trainers are equipped
with the pedagogical and technological expertise needed to deliver training that meets

international best practices and responds to industry requirements.

Field Instructional
Competence Competence

Assessment
Competence

Organizational
Competence

Interpersonal
Competence

Figure 7.7 EMT Translator Trainer Profile (2013)

BA programmes should begin promoting a broader view of the professional identity of
translation trainers, as the role involves a range of skills beyond just teaching (Eszenyi &
Robin, 2024, p. 123), extending into translation, revision, and coaching while acting as a
mentor, scholar, entrepreneur, and role model (see Figure 7.8, below). To deliver training that
aligns with the industry, help students navigate differing roles and workflows, deal with ethical
considerations, and realise modern professional practices, translation technology trainers must
demonstrate levels of pedagogical, professional and technological expertise that make the
multi-role approach especially relevant. Trainers in BA programmes should be required to
engage continuously with CPD to improve their practice and foster the technological
competence of future translators, and their resulting ability to handle such a diversity of roles
helps them bridge the gap between BA training and the requirements of the translation industry

to enrich students’ learning and prepare them for work.
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Figure 7.8 The roles of modern translation trainers (Eszenyi & Robin, 2024, p. 123)
7.5.1.4 Modernising Teaching and Assessment Strategies

Traditional, trainer-led teaching strategies currently dominate translation technology training
in Saudi Arabia, limiting students’ exposure to (near)authentic, practice-oriented learning. This
approach cannot simulate real-world translation scenarios and as such is not appropriate for
developing the competencies desired in the industry. Modernising the pedagogical approach
with strategies which align with modern industry practices and encourage active learning, such
as student-centred and experiential teaching, is required to improve on this. This thesis,
therefore, strongly recommends the adoption of STBs in which students collaborate in teams
to complete translation projects from beginning to end, assuming varied professional roles
throughout the process (Buysschaert et al., 2018). STBs thereby facilitate the development of
both technological competence and soft skills, such as teamwork and project management,

within realistic translation project settings.

For Saudi BA programmes, lessons can be drawn from the International Network of Simulated
Translation Bureaus (INSTB), which demonstrates the effectiveness of STBs in bridging the
gap between theory and practice and in strengthening students’ employability by equipping
them with essential industry-related competencies (see Section 2.3.1). INSTB membership
encourages flexibility, allowing individual programmes to adapt their STBs to local industry
requirements. In the Saudi context, the TAC network could facilitate the adoption of STBs by
fostering knowledge-sharing across BA programmes, coordinating partnerships with local and
international translation companies, and supporting programmes to design STBs that reflect
the reality of the Saudi translation industry. SDTL could provide the necessary cloud-based
infrastructure, offering students access to a range of industry-relevant tools within simulated

translation workflows. To further strengthen this initiative, BA programmes should be
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encouraged to seek INSTB membership to benefit from global best practices and better serve

their students.

There is currently a missed opportunity to simulate real-life translation technology workflows
to improve the employability and industry readiness of graduates in the form of the current
training practices’ scant use of project-based assessments and professional certifications. To
address this, assessment strategies should be revised to reflect the actual needs of training for
work in the industry and move in conjunction with local and global best practices. Specifically,
project-based assessments in which students complete authentic, end-to-end translation
projects using industry-relevant tools should be embedded into curricula and drafted from
internationally recognised certification frameworks (e.g., ATA, CIUTI or CTTIC) so students
can develop the competencies valued in the global translation industry (Korol, 2020). This
process would also familiarise students with different assessment criteria and certification
examination procedures, giving them the competence and confidence to later pursue
professional certifications to become even more competitive and professionalised. Given that
most translators surveyed in this research are not currently members of any local or global
professional association (see Table 4.2), exposing students to such industry practices may

encourage them to engage with the wider professional translation community.

The gap between BA training and industry practices could further be bridged by encouraging
students to complement their academic qualifications with globally recognised credentials in
technological competence by pursuing micro-certifications from translation technology
providers (e.g., Trados or Phrase). BA programmes could enhance the quality of their teaching
and assessment by incentivising trainers to carry out and publish research in, for example, the
Interpreter and Translator Trainer (ITT) journal. Engagement on this level provides them with
insight into cutting-edge pedagogical approaches, emerging translation technologies, and
evolving industry expectations, creating an environment of continuous improvement in BA

training.

7.5.1.5 A Proposal for Curriculum Development: Towards Industry-Aligned Training

There are clear limitations identified in this thesis in how translation technology training is
delivered across Saudi universities, including in those BA programmes which include it as a
compulsory component. The majority of programmes do not give students enough time for
progressive development of technological competence, offering only one translation

technology course usually in the final year of study (Year 4). Further, there is a heavy focus on
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basic CAT training, particularly TB and TM use, which are undeniably essential for translators,
but this overemphasis comes at the expense of other key competencies, many of which are
missing or mentioned only briefly. The feedback from translators and employers in this
research emphasises the need for a diversified and comprehensive approach to translation
technology training that reflects the variety of competencies and tools required in the
translation industry (summarised in Figures 7.1 and 7.2). The misalignment between current
BA curricula and industry requirements underscores the urgent need for curriculum

development, so recommendations are proposed here to facilitate this process.

The adoption of a two-stage, progressive model for translation technology training can ensure
that students receive both early exposure and continued competence development during their
BA studies. In this proposed model, at least two compulsory translation technology-related
courses should be included in BA curricula: an introductory course offered in the earlier years
(Year 1 or 2), followed by one or more advanced courses in the later years (Year 3 and/or 4).
This early course should develop students’ technological awareness by introducing them to
basic concepts, tools, and workflows at the beginning of their BA studies, which can then be
built on with more specialised training in later years. Table 7.1 (below) offers a proposal of
how technology-related competencies can be divided across the two training stages, based on
the findings of this thesis and current industry requirements. Exposing students to translation
tools and technologies early on gradually builds their confidence and familiarity with them,
overcoming resistance or learning barriers and avoiding the technology shock that may occur
if the tools are first encountered late in the curriculum. Taught in this way, translation
technologies are not considered an extra or separate skill but naturally form part of students’
broader translation competence. From the trainers’ perspective, this early course helps lay the
groundwork for designing courses that fit students’ learning levels and allow for gradual
development (from basic to advanced levels of technological competence). The two-stage
model affords both trainers and students the time and flexibility to adopt industry-simulated
teaching strategies and represents a way to transversally integrate translation technologies

across the curriculum.

Consolidation and expansion of the foundational competencies developed in the early
curriculum takes place in the later years (Years 3 and 4), in which students are introduced to
competencies including but not limited to advanced post-editing aligned with global industry
standards, advanced use of TB, TM, TMS platforms, QA features, markup languages, corpus

building and analysis, AVT and localisation workflows, and Al literacy in translation (see Table
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7.1). Depending on the capacity and ability of each BA programme to integrate specialised
training, these competencies should be addressed through one or more advanced courses. It is
not possible to propose a one-size-fits-all solution to curriculum development due to the
variations in institutional support, funding, infrastructure, resources, and teaching staff noted
in this thesis between Saudi BA programmes, but the two-stage progressive model is a flexible
framework that allows individual programmes to adapt the competencies recommended to their
specific context and resources. This would lead to an adaptable, industry-aligned, technology-
oriented, future-proof curriculum in which students are progressively exposed to core and
advanced technology-related competencies without compromising the quality or feasibility of

training delivery.

BA programmes with more substantial capacity should consider adding a third course in the
final year (Year 4) dedicated specifically to ‘Multimedia Translation’. This course should cover
areas such as subtitling, AVT workflows, localisation processes, and using cloud-based tools
for multimedia translation projects. As discussed, these areas are growing in the Saudi industry
and remain underrepresented in many BA programmes. Although six programmes currently
offer standalone AVT courses, this thesis advocates for broader and more consistent integration
of multimedia translation training across BA curricula, especially in programmes that are better
resourced or located in regions where demand for such services is rapidly expanding. For BA
programmes with limited resources or staffing, it is recommended that they include at least two
compulsory translation technology-related courses while integrating translation technology
into other courses. This way, students will receive exposure to translation technologies even

where offering multiple specialised courses may not be presently feasible.
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BA Training Stages (Four-Year Programmes)

Domain Year 1/2 Year 3/4
. Full post-editing techniques (style, coherence, fluency)

Introdl.lc.tlon t(_) MT (RBMT, SMT, NMT) Case studies of MT performance

MT Pr.e—edltlng pr.11.101ples ] ] Awareness of post-editing standards (e.g., [ISO 18587)
Light post-editing (basic corrections) Introduction to MT configuration (e.g., dictionaries, glossaries)
Overview of CAT tools and their roles Advanced TM/TB management

CA Basic TM and TB use Use of cloud-based CAT platforms (Trados Live, SmartCAT)

T . .
Introducing free/open-source CAT tools (e.g., Matecat) | - QA procedures (e.g., error spotting, consistency checks)
File format handling and simple conversion Introducing markup languages (HTML/XML)
Search strategy fundamentals (Boolean, truncation) Corpus construction fundamentals (mono/bilingual)
Terminology | - Source evaluation techniques Terminology extraction using Al-supported tools
Introducing concordance use (e.g., AntConc) Domain-specific research tasks with corpora
Introduction to AVT and its industry relevance Subtitling projects using pro-tools (e.g., Subtitle Edit)
Basic subtitling tasks using tools (e.g., Aegisub) Team-based AVT projects (cloud platforms)
Multimedia Introduction to localisation AVT format conversion (e.g., SRT, VTT)

Exposure to speech recognition systems Hands-on localisation tasks (web/software/game Ul strings)
Introducing mobile technologies
Introduction to document formatting principles Practical DTP exercises (e.g., MS Publisher)

DTP Awareness of DTP workflows Arabic-specific layout handling challenges
Practical use of Office tools for layout/formatting Layout adjustment post-translation
Introduction to GenAl in translation (concepts) Review of adaptive MT and automated QA

Alin Ethical issues of GenAl in translation Ethical and critical reflection on Al use in translation

Translation Exploration of GenAl tools like ChatGPT in the

Arabic-English language pair

GenAl for translation project coordination
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The variations in BA programme titles for translation technology-related courses represent an
area of concern regarding curriculum clarity and alignment, as a lack of title standardisation
creates confusion for both students and trainers about the content, focus, and intended learning
outcomes of the course and makes it very difficult for programme accreditors or employers to
assess the relevance and depth of the training and material provided. Non-standard titles also
prevent curriculum benchmarking and collaboration, so establishing translation technology
training shared expectations and best practices across Saudi BA programmes is needlessly
complex. The TAC network proposed in this thesis would offer clear guidance on course
naming conventions and promote consistency and transparency in course labelling by
facilitating collaborative dialogue between programmes, ensuring that titles accurately reflect
course content and are aligned with training objectives. This would advance efforts to
standardise curriculum design, grow communication with industry stakeholders, and

professionalise BA-level translator training in Saudi Arabia.

7.5.2 Professional Recommendations

The translation profession is characterised by constant change in technology and industry
expectations, so CPD is essential. However, in the Saudi translation industry it is currently
inconsistent, fragmented, and mainly self-driven, with many translators taking it upon
themselves to develop their technological competence without guidance or financial support,
especially in their early years. CPD does not receive attention and investment from employers
commensurate with its importance, and the two industry regulators (SATA and LPTC) are still
at a basic stage regarding CPD provision and support. 88% (n=218) of translators surveyed in
this thesis claim no affiliation with any professional translation association, suggesting that
there is no encouragement, monitoring, or tracking of CPD engagement. This places the effort
and cost burdens of improvement on individual translators, limiting the development of a

technologically competent and future-ready translation workforce.

We will expand vocational training in order to drive forward economic development.

We will place a renewed emphasis on lifelong training, and we will seek to make the most
of the potential of our workforce by encouraging a culture of high performance.

(Saudi Vision 2030, p. 36-37).

The strong commitment of the Saudi authorities to investing in human capital, as shown in
these two quotations, can be supported by a multi-stakeholder approach to CPD support for

translators. To stay informed about industry practices and relevant CPD activities and take
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advantage of peer support to guide their career development, translators should be prompted to
join wider professional translation communities within Saudi Arabia (e.g., SATA) and beyond
(e.g., FIT, ATA). This should be most encouraged for novice translators who may lack the
experience to identify their training needs or choose which CPD activities to prioritise.
Communities like this help translators gain professional accreditation, benchmark their
competencies against industry standards, and build a recognised professional profile for long-

term career development.

Second, Saudi employers should make generous investments into internal and external CPD in
recognition of their role in developing and maintaining their translators’ technological
competence. Consistent orientation and onboarding programmes with essential translation
technology training can be offered as part of internal CPD for newly hired translators, through
which they will experience smoother integration into existing workflows and understand their
employer’s expectations. Graduate-industry transition programmes should be established by
employers to equip graduates with essential technology-related competencies and bridge the
gap between BA graduation and full employment. To maximise employer participation, the
TAC network could play a facilitative role by fostering academia-industry partnerships, helping
employers co-develop and support CPD for both students and early-career translators. This will
raise employers’ awareness of the training needs of their translators and involve them in

designing and supporting the CPD activities that align with organisational objectives.

Third, LPTC and SATA should improve CPD practices among both translators and employers
by launching awareness campaigns, webinars, and consistent events on CPD. To help realise
the Vision’s 2030 digital transformation and lifelong training objectives, LPTC could launch
national CPD grant schemes in collaboration with the HCDP?® (see Section 1.2.1), specifically
designed to support Saudi translators, which could be administered via a digital platform to
centralise CPD opportunities and through which translators could earn badges, certificates, and
points. SATA should simultaneously require that, to gain professional accreditation or
membership renewal, translators maintain a CPD record and complete a minimum number of
annual CPD hours. In collaboration with LPTC, it is recommended that SATA establish a CPD
tracking system, modelled after global translation associations (e.g., FIT or ATA), that records
translators’ participation in CPD activities. Novice translators could be connected with

experienced professionals for guidance in selecting appropriate CPD activities through a

2 https://www.vision2030.gov.sa/en/explore/programs/human-capability-development-program (last accessed July 2025)
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national mentoring programme. This would also circulate knowledge of best practices in

translation technologies.

These recommendations aim to accelerate the professionalisation of Saudi translators for the
long term by strengthening CPD provision through collaboration, regulation, and financial
support. This would raise the status of CPD, so it is no longer considered the full responsibility
of the individual but coordinated across industry stakeholders. These recommendations should
improve CPD provision and support for translators in Saudi Arabia, enhancing the national
movement toward building a coordinated human capability ecosystem and ensuring that

translators can successfully meet the technology-related requirements of the industry.

7.6 Chapter Summary

This chapter discussed the key findings of the current thesis in relation to the overarching
research question, focusing on how translation technology should be taught in BA programmes
in Saudi Arabia based on the requirements of the translation industry. The discussion was
structured around three research questions, offering a critical synthesis of quantitative and

qualitative data from translators, employers, and BA programme directors and course trainers.

The chapter first identified the technology-related requirements of the Saudi translation
industry in terms of competencies and software tools (RQ1), before evaluating the current self-
assessed and employer-assessed perceived competence of translators in these areas (RQ2). The
extent to which current BA programmes in Saudi universities align with these industry needs
was then determined, revealing gaps in curriculum design, infrastructure, and training practices
(RQ3). The chapter finally proposed a range of pedagogical and professional improvements
and practical recommendations to bridge the academia-industry divide noted in this thesis

(overarching RQ).

Recent years have seen some progress made, but this research shows that BA translation
technology training and the requirements of the translation industry in Saudi Arabia
demonstrate very poor alignment. The solutions to this include far greater collaboration
between Saudi universities and between academia and industry; urgent standardisation of all
course elements, including names, content, and delivery; and significant government and
institutional investment in infrastructure and trainer development. The recommendations made
in this thesis help bring Saudi BA programmes into alignment with the technology-related

requirements of the translation profession and global best practices and professionalise the
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development of technologically competent translators capable of competing on an international

level and exceeding the national objectives of Vision 2030 and beyond.
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Chapter 8 Conclusion

8.1 Summary of the Thesis

This thesis addresses a gap identified in the existing literature on the integration of translation
technology training into the Saudi BA programmes responsible for producing professional
translators and aims to evaluate the extent to which they align with the requirements of the
translation industry. Developments in translation technology in recent years have profoundly
altered the ways in which translators do their jobs and dramatically expanded the scope of their
work. This has provided opportunities for success and advancement but has also placed
additional pressures on translators to keep up to date with the practices and needs of a constantly
evolving industry. Academic programmes are similarly expected to keep pace, but few studies
have thus far been carried out on the alignment between academic curricula and the translation
industry in the Saudi context, especially at the BA level. The aim of the thesis is to fill this gap
by mapping the current state of BA programmes, the requirements of the translation industry,
and translators’ technological competence to determine the most effective improvements that
could be made to bring curricula into line with the technology-related requirements of the

translation industry.

This investigation has been shaped by three research questions and one overarching research
question explored through an explanatory sequential mixed methods design over two research
phases. The first phase collected quantitative data through surveys distributed to three
stakeholder groups: translators, employers, and BA programme directors. The second
contextualised and enriched these findings by gathering qualitative data from translators,
programme directors and trainers responsible for teaching translation technology-related
courses via focus group discussions. The triangulation enabled by combining these methods
allowed the perspectives of these groups to emerge on both a broad and an individual level. In
light of the findings, proposals and recommendations have been made to ensure translation

graduates enter the industry prepared for modern workflows.
Research Questions

RQI1: What are the technology-related requirements (i.e., competencies and software tools)
expected of translators in the Saudi translation industry, from the perspectives of both

translators and employers?
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RQ2: What is the current perceived level of translators’ competence in the technology-related

requirements identified in RQ1 from the perspectives of translators and employers?

RQ3: What is the current state of translation technology training in Saudi Arabia, and to what
extent do BA programmes align with the technology-related requirements of the translation

industry identified in RQ17?

Overarching RQ: How should translation technology be taught in BA programmes across Saudi

universities based on the requirements of the translation industry?

The requirements identified in this thesis are separated into competencies and tools. The Saudi
translation industry was found to require a wide range of technology-related competencies
including MT, CAT tools, terminology, multimedia, and DTP, with participants raising the
increasing influence of GenAl across all of these areas. Translators are now expected to possess
a skillset encompassing considerably more developed than just post-editing MT outputs, TB
use and TM use: they must be capable with QA features of CAT tools, TMS, and localisation
of video games, software, and websites, along with DTP and AVT-related tasks like subtitling.
The role of the translator has evolved alongside technological advancement, with tasks and
projects now demanding they be conscious of and capable with formatting, layout, design, and
a battery of multimedia elements as well as language. The Saudi national transformation agenda
Vision 2030 has begun to transform and diversify the economy, with a stated aim of advancing
a knowledge-based foundation. This has caused an explosion of interest in translation services
from almost every sector and set targets for areas like entertainment and tourism that heavily
involve translators, increasing not only the competencies required, but the pressure on

universities to produce industry-ready graduates who can compete on a global level.

The set of competencies required also come with a package of tools that translators should be
able to effectively employ in their daily work, and these have been identified in two categories:
MT and CAT tools. The most frequently used MT tools in the industry are Google Translate
and Microsoft Translator, with the former by far the most popular. As free tools, these are
extremely cost-effective, and their high level of accessibility has brought them into widespread
general use both inside and outside professional translation. The CAT tools found to be in most
frequent use were Trados Studio, memoQ, SmartCAT, and Phrase, as these are not only
accessible but handle the English-Arabic language pair efficiently. Their high perceived ease
of use and cloud-based nature additionally facilitate their widespread adoption, especially in

the post-COVID working landscape, as they can be applied when working remotely.
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The technological competence of Saudi translators, as assessed by themselves and by
employers, can be placed along the spectrum of Howell’s (1982) model of competence
development between the early and advanced stages of conscious competence. This means that
with the application of deliberate focus and effort, they are capable of using some technologies
in their work but might struggle with skilled tasks or when using unfamiliar tools. With core
competencies such as post-editing, TM, TB, and file processing, Saudi translators demonstrate
advanced conscious competence but are at the early stage of conscious competence with other
essential areas like QA features, TMS, markup languages, localisation, subtitling, and DTP. BA
training deficiencies represent the most likely explanation for this, with participants citing it
specifically. Programmes responsible for producing translators are not currently equipping
them with the necessary competencies, as shown by the comparative analysis in this thesis that
found minimal difference between graduates of translator training programmes and language-
related programmes in terms of competence levels. The quasi-longitudinal comparison
additionally found a notable improvement in translators’ technological competence between
2018 and 2025, as many are taking charge of their own CPD, which also explains the current
level some have attained. Organising and pursuing CPD without support or early career
guidance from an employer leads to a financial burden and an inefficient use of time, as
translators may not know which areas to prioritise or which are most relevant for their career.
Saudi translators have not yet reached the level of unconscious competence, whereby they are
fully capable of using technology automatically and independently, so the quality of their
translations may be insufficient, especially when under pressure or working to deadline. The
lack of employer support for CPD must be understood by BA programme designers, as this

increases the urgency of reforming curricula to best prepare graduates for the workplace.

Training for translators in Saudi Arabia takes place across two pathways: translator training
programmes and language-related programmes. Translation technology training is largely
absent from the latter, representing a significant gap between their stated aim of producing well-
qualified translators and their curriculum content. However, even in translator training
programmes, technology training is inconsistent between universities: some introduce it early
(Year 1-2), others introduce it late (Years 3-4), and others consider it an optional extra. The
disparities between graduates that this creates affects employability and is among the reasons
for the differences observed in technological competence. These inconsistencies are one part of
a wider problem related to a lack of standardisation across all Saudi BA programmes resulting

from poor inter-programme coordination and communication. Programme content, course
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titles, teaching and assessment strategies, and scheduling all show considerable differences
between universities. This causes disparities in exposure to translation technologies and
subsequent development of technological competence, causing employers to set their
expectations based on incomplete information. Nevertheless, the majority of Saudi BA
programmes still employ trainer-led teaching strategies involving lectures and demonstrations
rather than learner-centred teaching that provides practical experience, primarily due to
infrastructural challenges including a scarcity of well-equipped labs, limited access to software
tools, and little to no off-campus support for licences. This is compounded by low levels of
trainer expertise in translation technology: many trainers in current BA programmes come from
a TESOL, linguistics, or literature background rather than anything to do with translation. This
means they are not trained to effectively incorporate translation technology into BA curricula,
creating greater differential exposure to competencies essential in the industry. This influences
the competencies that are taught, and current programmes do not yet cover such areas as
localisation, subtitling, data mining, corpora, QA features, TMS and DTP. This reflects the
profound academia-industry gap observed in this thesis, as these are all competencies highly
valued in modern translation workflows, so BA programmes are not sufficiently preparing

graduates for the working environment they hope to enter.

The answers to these three research questions allow exploration of the overarching research
question of this thesis, which relates to the improvements which can be made to BA
programmes. The recommendations are made in accordance with the participant insight gained
throughout the research, from programme directors, trainers, translators and employers, and
observations drawn from the findings. The establishment of a Translation Accreditation Council
(TAC), representing the first proposal, would provide a shared platform for coordination and
standardisation among the academic translation community in Saudi Arabia. Setting and
defining clear standards for all aspects of programmes that can be pursued to gain accreditation
from the NCAAA and facilitating the sharing of best practices, TAC would give much-needed
clarity to stakeholders in the field, from directors to curriculum designers to students, and bring
programmes into line with each other and the requirements of the industry. To help this process,
universities should invest in infrastructure improvements such as modern labs, full software
licences, cloud-based services for off-campus access, and reliable internet connectivity.
Partnerships with translation technology providers made through the TAC network can allow

programmes to secure educational licences and training materials.
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A novel proposal made in this thesis is the establishment a national Saudi Digital Translation
Lab (SDTL), a collective resource to centralise the distribution of software licences and
facilitate training and research. This concept is related to the existing Saudi Digital Library
(SDL), which networks academic resources and publishers between Saudi universities. SDTL
would equalise access to the tools and technologies translators need to thrive in the workplace
and reduce programme costs while supporting the move to student-centred teaching
recommended in this thesis. Integrating Simulated Translation Bureaus (STBs) into teaching
practice is a major step toward the teaching and assessment modernisation required in Saudi
Arabia, as these allow students to gain (near)authentic experience with modern workflows and
collaborate on translation projects in a way which reflects the working conditions of the
industry. The evident benefits of this initiative should encourage Saudi universities to join the
International Network of Simulated Translation Bureaus (INSTB), facilitated by the TAC
network, thereby advancing the goals of Vision 2030 to compete academically on a global level
and adopt international best practices. This can be further supported by the implementation of
the EMT Translator Training Profile to bring the CPD efforts of translation trainers into line
with industry standards and trends, acknowledging the multifaceted nature of the role and

focusing on technological competence.

Students can be exposed to translation technologies in a more structured way and earlier than
they are at present through progressive curriculum reform, standardised across the board
through TAC, which gradually introduces them across two stages. The first stage (Years 1-2)
involves the basics of the competencies required by the industry, and the second (Years 3-4)
builds on these skills and allows students to practice more advanced uses of the technologies
and professional aspects of the industry. Upon entry into the workplace, rather than having to
engage in self-driven CPD efforts to fill competence gaps, translators should be encouraged to
join the wider professional community through networks and associations such as SATA (local)
and FIT (international). These can provide guidance for CPD priorities and career development,
particularly in specialised areas, and allow Saudi translators to further engage with the global
translation industry. Supporting this, Saudi employers must invest in both internal and external
CPD for translators and establish graduate-industry transition initiatives, matching their CPD
with organisational objectives, further progressing their own goals by boosting productivity and
the objectives of Vision 2030 by enhancing the quality and reputation of the Saudi translation
industry. The government, through its Human Capability Development Program (HCDP), can

further support the training and upskilling of translators through grants and incentives while
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SATA takes a leading role in encouraging them to gain professional accreditation and formally
track their CPD involvement. These proposals, based on the findings of this thesis, intend to
help develop BA programmes so they align with industry requirements, which in turn will boost
the whole industry, benefit stakeholder groups at all levels, and contribute to the goals of the
Vision 2030 agenda.

8.2 Contribution of the Thesis

The findings and recommendations of this thesis make contributions to the literature, the Saudi
translation industry, students, and Vision 2030. It fills a gap identified in the existing literature
around the lack of study encompassing the requirements of the translation industry, translator
technological competence, and the state of BA translation technology training in Saudi Arabia,
representing a novel contribution by holistically assessing all three of these across all BA
programmes responsible for preparing translators, so informed recommendations can be made
for programme development for more effective delivery of translation technology training.
Additionally, the quasi-longitudinal comparison made in this thesis is the first of its kind,
revealing changes in industry requirements and competence levels over time, particularly as
the period saw the dramatic changes brought about by technological advancements and the

influence of the COVID-19 pandemic.

The practical contributions extend to all stakeholder groups. First, aligning BA programmes
with the technology-related requirements of the translation industry and implementing the
proposed recommendations will significantly enhance the employability of BA graduates in the
translation industry by standardising their translation technology training and equalising their
learning experiences through broader exposure to the technologies required by future
employers. More confident, industry-ready graduates are competitive in both the local and
global translation markets, giving them better career prospects and professional standing.
Second, highly qualified translators with dedicated CPD support from their employers are more
able to excel in producing high-quality work and engage in more collaborative projects,
increasing the reputation of the performance of Saudi translators. Employers of these translators
would see an increase in productivity and therefore profitability, gaining a return on their
investment in CPD and helping the move toward a knowledge-based economy and the
development of the industry. Such lessons are easily applicable in other Gulf countries, but they
are relevant in the translation industries of every country, as formal support of translators to
engage in CPD augments the desire of many to take up these courses on their own, as has been

noted in this research. Third, multiple contributions are made to the Vision 2030 national
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transformation plan and the advancement of national interests. The proposals are designed to
align translation technology training in Saudi Arabia with international best practices and
improve the ranking of Saudi universities so at least five are present in the top 200 by 2030.
Producing students with above-average results when compared against global indicators not
only fulfils a national objective, but also places Saudi students on an equal playing field in
international universities. Importantly, translators will play a major role in the broader
diversification of the Saudi economy, taking on projects in the growing entertainment, tourism,

and religious sectors, among others.

From this Saudi case, lessons can be drawn applicable to other academic contexts. Identifying
the misalignment of BA programmes in Saudi Arabia with industry requirements clearly
highlights the importance of frequent, industry-oriented updates to programme content and
CPD strategies. This is true everywhere, and more so in an environment of technological
change so rapid that a course updated once a year may be outdated before it is even completed.
Additionally, the quasi-longitudinal element of this thesis tracking changes in the industry (for
example, SMT moving to NMT around 2016 and to GenAl tools around 2022) is something
that should be carried out as a matter of course in order to supply academic programmes with

the data required to ensure they can align with industry requirements as far as possible.

The Saudi case provides relevance to the global translation industry and the wider Translation
Studies community in no small part because demand for human translators is growing in Saudi
Arabia but contracting in many other geographical contexts. The country’s less developed Al
infrastructure, the complexity of the Arabic language, the limited availability of Arabic
language datasets for MT training, the source language competence of translators dealing with
considerable variations between the versions of Arabic, the greater preponderance of
institutional rather than commercial translation, Saudisation policy, and the fact that Saudi
employers often deliberately seek graduates of broader language-related programmes rather

than purely translator training programmes all explain this phenomenon.

Al infrastructure in the developed world has been integrated and improved over many years,
with the automation of routine tasks now commonplace, whereas it is a far more recent
introduction to the Arabic-speaking world, including Saudi Arabia. The rate of adoption has
been considerably slower despite the emphasis placed on Al by Saudi Vision 2030, and the
development of Saudi-specific tools has not been a priority. Human translators are therefore in

greater demand than they are in other countries, especially in domains requiring particular
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confidentiality and cultural sensitivity. This reliance is continuing to grow as a result of the
characteristics of the Arabic language itself, as it is morphologically rich, syntactically flexible,
and highly inflected. This is further complicated by the fact that not only does Arabic have
multiple registers, but a wide range of dialects used by large numbers of people across many
different countries, with variations including Egyptian, Gulf, Levantine, and Maghrebi. Each
of these contains distinct vocabulary and cultural nuances that must be observed and translated
carefully. Such complexities have created problems for MT in the past, and as many of the
GenAl tools most commonly available cannot account for the specificities of the cultures that
speak Arabic, the impetus to further integrate them as a matter of course has been limited. In
addition, the slower adoption of MT and GenAl in the Arab translation industry may also be
linked to the limited availability of high-quality Arabic datasets used to train these tools, which
restricts their overall accuracy and reliability. Instead, human expertise has been employed to

maintain a professional standard of quality in translation.

The translation industry in Saudi Arabia and other linguistically- and culturally-adjacent
countries is predominantly employed in work originating from institutions like the government
and similar organisations rather than commercial sectors, marking another significant
difference from the largely commercial nature of Western translation. National projects like
Saudi Vision 2030 require specific language ranging from the legal to the religious so domain-
specific accuracy is critical, meaning human translators remain in demand. Institutions are also
much less likely than commercial enterprises to take innovative risks by using technology-
driven translation, so whereas in much of the world translators are finding their employment
threatened, this is not the case in Saudi Arabia. The government policy of Saudisation itself
mandates that Saudi citizens are preferred in employment, with translators from elsewhere
being actively replaced with Saudis trained within the country. This brings about even greater
demand than the purely market-driven systems found in many other countries, which often
incentivise outsourcing translation services and reducing demand in the domestic translation
industry. Related to this is the almost unique preference of Saudi translation employers for
graduates of language-related rather than translation-specific programmes; in most other
countries, the reverse is true, where only graduates of translator training programmes can be
considered for work in the translation industry. This makes the findings of this thesis especially
relevant, as Saudi Arabia here presents a case whereby the mismatch between what is taught
on the BA programmes of those who enter the translation industry and what is required by the

industry itself exacerbates the national problems caused by a situation which is already different
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from most of the world. All of these elements have combined to cause an explosion in demand
for human translators in Saudi Arabia, a state of affairs which stands in stark contrast to many

other countries.

There are several lessons that can be drawn from the Saudi case to apply to the global translation
industry. The first of these is that granularity of the details of specific geographical areas and
the policies and socio-economics of these areas can have a major impact on local translation
markets. In many ways Saudi Arabia is an extremely modern country, with a great deal of
wealth and an advanced level of government infrastructure, and its rapid development has seen
it increasingly begin to resemble many other highly developed nations. However, its culture,
history, society, and politics mean it is also unique, and these factors and many more have
shaped its training systems, domestic industry requirements, and specific demand patterns.
Therefore, it is clear that there is no ‘one-size-fits-all’ in the globalisation of translation, and
the fundamental technological changes that have taken place in the global translation industry
are not uniform. This means that change is urgent in countries that are currently ‘left behind’,
and the adoption of global translation organisations involving countries at every level must be
accelerated in order to advance the prosperity of the entire industry, especially with regard to

lesser-resourced languages and under-explored contexts.

This thesis further demonstrates the role played by technological infrastructure and the
complexity of the languages involved in translation — without steps taken to redress the balance
between countries’ readiness to integrate new and emerging technologies into standard practice
and greater efforts to train GenAl models with a wider range of languages, international gaps
will only widen. Addressing the content and training offered by BA programmes and improving
CPD across domestic translation markets are effective ways that a country (like Saudi Arabia)
can boost its own presence in the global translation industry, but a more connected approach
across the world would accelerate the process for all countries, including those in a less
favourable position than Saudi Arabia, which has significant wealth, strategic global
positioning, and forward-looking government initiatives. Aligning translator training with
industry requirements and implementing CPD within the industry represent two steps that this
thesis proposes must be taken to bring the translation industry of any country into line with a
global industry now dominated by cutting-edge technologies. Taking these steps can bring
about a situation in which a country is able to leverage the advantages lent by its unique
political, cultural, social and linguistic circumstances to compete and collaborate within the

global translation industry on a more mutually-beneficial playing field.
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8.3 Limitations of the Thesis

This thesis, like all research, has its limitations. The study of Saudi Arabia from a base in the
UK meant that problems were encountered in communication and coordination with
participants, particularly for the focus group discussions which took place in the second phase.
These had to be conducted via Zoom, so some interpersonal elements such as nonverbal cues,
group dynamics, and rapport-building may have been lost. The geographical distance involved
made recruitment more complex and time-consuming as coordinating participants’ time around
their busy schedules proved challenging, with some unable to take part. Delays were
encountered, so fewer participants were included, and only one session was possible with each
group, whereas more sessions would have included different individuals and therefore a broader
range of perspectives. The use of a group setting for the qualitative data collection, while
allowing ideas to be shared and openly discussed, may have caused some participants to be

more reticent than they may have been in a one-to-one interview.

A significant limitation to be acknowledged is the sample size of the employer group. The
employer survey generated only 46 valid responses, and only a small number volunteered for
the focus group. However, of these, none were available for involvement in the second phase,
so the research proceeded without their qualitative input. This means the results for this phase
are less complete than initially planned, representing an area for further research. Finally, the
necessarily limited time and financial resources available for this thesis limited its scope in that
a deeper level of statistical analysis could have been undertaken with the quantitative data, and
more participants could have been invited to take part in the focus groups across a greater

number of sessions.

The methodological design employed in the translator study was based on participants’ self-
perceptions, as they were asked to assess their own technological competence. In the context
of this research, self-assessment of this kind is likely to generate overestimations, for both
personal reasons whereby the translator does not want to think of or describe themselves as less
competent than they feel they should be, and for professional reasons, whereby they are likely
to consider themselves more competent with technology they use every day than they might
more objectively be adjudged. For the employer study, it may be the case that the employers
themselves were not aware of the latest requirements of the industry as it is practically
impossible for one individual to stay abreast of every technological development, particularly
when simultaneously dealing with the other aspects required of their position. Until a client

presents an employer with a request calling for particular tools or methods, they may not even
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know of the existence of such requirements. Therefore, the results of the employer study in
determining current translation industry requirements are limited to the state of knowledge of
the participants, and also open to bias in that it is hard to imagine an employer admitting that
they are not up to date with the cutting edge of their industry. However, the design of the studies
in this thesis was subjective, in order to fulfil its main aim of achieving a comprehensive
understanding of the current state of the translation industry in Saudi Arabia. Therefore, such
limitations can be ascribed to the majority of qualitative research, and what is lost in measurable
data is made up for with a rich and personalised view. This can provide direction for future

research which could collect objective data via experiments or task-based assessments.

An overall limitation of this research is its technological focus, especially in the areas of GenAl.
Developments are accelerating and debates are ongoing, so any study in this area will not be
fully up to date at any stage. In this case, the data collection took place in 2021-2022, and
ChatGPT was launched in late 2022, so the data analysis cannot account for the revolutionary
effect that this tool is having on the translation industry. In addition, the two surveys
(OPTIMALE and EMT) in the first phase of this research were adapted from instruments
designed in 2012 and 2017 (respectively), so they do not cover Al. The topic was broached in
the second phase, which took place in 2023, with participants invited to discuss the influence
of Al on their translation work. Future research can methodologically fully incorporate GenAl
and any related technologies that may emerge in the near future, as well as addressing some of

the other limitations identified in this section.

8.4 Avenues for Future Research

The progressive curriculum design proposed in this thesis can represent an area of further study
to determine the usefulness of its outcomes and identify challenges or limitations that may be
encountered. This could be cross-sectional, surveying student and trainer satisfaction, and such
results could be compared with similar past findings to judge the effectiveness of the proposal
in a more longitudinal design which tracks how and to what extent translation technologies and

GenAl become embedded in academic programmes for future translators.

The quasi-longitudinal comparison conducted in this thesis produced interesting results that
were not accounted for in its original scope. Therefore, this could represent a study of its own
which longitudinally measures changes in industry requirements, the evolving technology

landscape, and graduate preparedness in BA programmes. This would provide stakeholders
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with the information they need to continue aligning academic training with the realities of the

industry and allow them to factor changing trends into curriculum and teaching strategies.

A more involved exploration of the implementation of CPD for trainers would fill a gap in the
literature and improve the quality of training provided by BA programmes, addressing the
concern around trainer expertise deficiencies identified in this thesis. If this were also of a
longitudinal design, such a study could determine faculty training needs and help universities
provide appropriate developmental support by allowing analysis of the effectiveness of
structured CPD approaches including seminars, induction, orientation, peer mentoring, and
short courses. Those found to be most effective could be further refined and supported by
employers, professional associations, and the government, leading to improved translator

outcomes in the translation industry.

This research was unable to conduct classroom observations to allow the collection of practical
first-hand data about the actual teaching of translation technology, student engagement with
various aspects of the programme, and how the structure and content of translation teaching
could be improved in line with industry expectations. A future study could collect and analyse
such data through a qualitative observational comparison of classroom practice with workplace
practice and make recommendations that materially improve the delivery of translation-related
BA content. This would also validate the findings of this thesis by collecting a different kind of

data and determining dimensions that may have been missed in the present methodology.

Future research could augment the results of this research, which focused on BA programmes,
by accounting for post-graduate and doctoral programmes. Analysing these curricula and
charting their progression from BA studies to more advanced areas of translation technologies
would contribute to a holistic mapping of translator training. This would enhance the transition
between levels, improve student engagement, and reduce repetition or recycling of teaching
content while ensuring a smoother development of technological competence and industry
preparedness. Studies measuring the impact of a greater number of MA graduates on the
translation industry could determine their influence on the status of the profession and of the
role of the translator, and whether the professionalisation of the industry as a whole is

significantly improved.

Finally, the structured template provided in this thesis can be applied in other under-researched
markets and less-resourced languages to examine the academia-industry gap from different

angles and determine whether similar patterns exist in contexts facing comparable educational
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or technological challenges. Such comparative investigations would broaden the understanding
of how translation technology training evolves under varying economic, linguistic, and
institutional conditions. They would also contribute to developing context-based solutions and
strategies that enhance translator training and strengthen the global dialogue on aligning

academic programmes with industry requirements.

Closing the gap between BA programmes and industry requirements is both necessary and
achievable. The recommendations made in this thesis will allow Saudi Arabia to compete on a
global level in translator training, and in conjunction with its proposals to advance the Vision
2030 agenda across all sectors, can contribute to making the country a world leader in academic
excellence, improve the professional lives of Saudi university graduates, and raise the quality

of the Saudi translation industry.
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Appendices

Appendix 1. The Translator Survey

Information Sheet

Dear Translator,

You are invited to participate in a research study conducted by Abdelalah Al-Solami, a PhD candidate
in Translation, University of Swansea, UK.

This research has been granted ethical approval from the ethics committee of Swansea University, and
it has a number of aims, including:
1) toinvestigate the current state of using translation technologies in the Saudi translation industry
and examine translators’ technological competence through self-assessment.
2) toidentify the technology-related competencies that professional translators highly need in their
daily work, so that we can develop translator training programmes in Saudi universities.
3) To investigate the current state of CPD among translators and how they approach CPD in terms
of planning and implementation.

This questionnaire is available in both English and Arabic, and it should take no more than 10 minutes
to complete. The researcher will appreciate your contribution by answering all questions and writing
your comments in the free text boxes. Your participation is very important and totally voluntary. You
can also withdraw from the study at any time without giving any reason.

Consent Form

Please read the following statements, and if you agree, please click yes to continue. If you do not agree,
please click no, and you will not be required to proceed further.

o [ understand that my participation is totally voluntary, and I can withdraw from the study at any
time without giving a reason.

e [ know that I have the opportunity to ask any questions (by e-mail or phone) before and after
submitting the questionnaire.

e | am aware that the data will be gathered for research purposes only and the results will be
anonymised and treated with strict confidentiality.

If you agree with the above statements, please click yes to proceed to the questionnaire.

> Yes
> No
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Section 1: Demographic Information

1.1 What is your gender?
» Male
» Female
1.2 What is your age?
> 18-25
» 26-35
> 36-45
» 46 or more

1.3 What type of organisation do you work in (as an in-house translator) or translate for (as a freelance
translator)?

» Governmental organisation or company

» Semi-governmental organisation or company

» Private organisations or companies (other than LSP)
» Language Service Provider (LSP)

1.4 How many years of experience do you have?
» Less than 5 years
» 5-10 years
» 11-20 years
» More than 20 years

1.5 Are you a member of any national or international translation association?
> Yes
» No

1.6 Do you plan to be a member of the Saudi Translators Association?
> Yes
> No

1.7 Please type the main language pair you are translating between.

Section 2: Academic backgrounds

2.1 What is your highest qualification that you have obtained or are currently working towards?
» Bachelor’s degree
» Master’s degree
» Other / please specify here ...............

2.2 Which university did you obtain the BA degree from?

> List of all Saudi universities

2.3 What BA academic programme will/did you graduate from?
»  English Language programme

Translator Training Programme

Linguistics/Literature programme

Other / please specify here .................

YV V V
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2.4 Have you received any training in MT during your BA degree?
»  Yes, only the theoretical aspect
»  Yes, only the practical aspect
»  Yes, both theoretical and practical aspects
> Not at all

2.5 Have you received any training in CAT tools during your BA degree?
»  Yes, only the theoretical aspect
»  Yes, only the practical aspect
»  Yes, both theoretical and practical aspects
» Notatall

Section 3: Importance of technology-related activities

3.1 Please rate the importance of each of the following translation technology-related activities in your
daily work on the following scale: not required, not so important, important, or essential. You can also
select the I do not know this technology option if you are not familiar with a specific activity.

Technology-related activities

1  Information mining - search strategies

2 Information mining - evaluation of sources

3 Text and/or corpus analysis using concordancers, etc.
4 Corpus construction (mono-, bi- or multilingual)

5 Use of term bases

6  Computerised terminology extraction

7  Translation Memory use

8  TM construction (alignment and/or import)

9  Use of shared (server-based) Translation Memories
10 Use of shared (cloud-based) Translation Memories
11 Use of shared (cloud-based) termbases

12 MT used / post-edited in a CAT tool interface

13 MT used / post-edited outside a CAT tool

14 Construction of statistical MT engines.

15 Human evaluation of MT output

16 Evaluation of MT output using metrics (e.g. BLEU)
17 Training of statistical MT engines

18 Website localization

19 (Non-games) software localization

20 Games localization

21 Multimedia translation (subtitling)

22 Multimedia translation (dubbing/voiceover)

23 Translation management systems

24 Quality Assurance features of CAT tools

25 Desktop publishing

26 Speech recognition

323 |Page



Section 4: Competence self-assessment: translation tools and technology-related competencies

4.1 Please indicate which translation tools you frequently use and rate your ability to use each tool you
selected on the following scale: weak, sub-competent, average, competent, or excellent. You can
skip the tools not used by selecting the N/A option.

Software tools

1 Across

2 Alchemy Catalyst
3 SmartCAT

4  Atril Déa Vu

5  CafeTran Espresso
6  Fluency

7  Google Translate

8  Translators Toolkit
9  KantanAl

10 Lilt

11 Lingobit Localizer
12 Matecat

13 MemoQ

14  (Memsource Cloud) Phrase
15 MetaTexis

16  Microsoft (Bing) Translator
17  MultiTrans

18 OmegaT

19 MultiTerm

20  Passolo

21  Trados Studio

22 Star Transit

23 Systran

24 Termstar

25  WebCorp

26  Wordbee

27  Wordfast Anywhere
28  Wordfast Classic
29  Wordfast Pro

30  Wordsmith Tools
31 XTM

4.2 Please rate your level of ability in each of the following technology-related competencies using the
following scale: weak, sub-competent, average, competent, or excellent. You can select the N/A
option if the competence is not required in your daily work.

Technology-related competencies
Ability to pre-edit texts for machine translation.
Ability to post-edit machine translation.

Ability to configure machine translation systems.
Ability to use translation memory systems.
Ability to extract and manage terminology.

DN AW N =
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6  Ability to process files and convert files to different formats.

7  Ability to understand and use markup languages (HTML, XML).
8 Ability to localise multimedia websites.

9  Ability to understand software/video game localisation processes.
10 Ability to understand mobile technologies.

11  Ability to use and parameter desktop publishing tools.

12 Ability to program and/or modify simple macro-commands.

13 Ability to use speech recognition systems (dictated translation).

Section 4: CPD provision and support

4.1 Do you have a personal professional development plan to improve your translation competence?

> Yes

» No
4.2 Does your employer (work entity) provide you with any CPD-related activity specifically to enhance
your technological competence?

>  Yes
> No

4.4 Please indicate how frequently your employer (work entity) provides you or supports your
attendance in the following CPD activities using the scale: never, occasionally, regularly.

CPD activities
Seminars/workshops
Orientation/induction programs
On-the-job training programs
Mentoring junior translators
Guest speakers
In-house short courses with internal trainers
In-house short course with external trainers
Collaborative training with other organisations
Collaborative training with academic institutions
Attendance at conferences
Attendance at pre- or post-conference workshops
Paid courses with external educational platforms
External study courses
Visits to other translation settings

TS0 0N R W=

—_—
AW N

Q. Can you participate in the second phase of this research, which will be conducted as an online

focus group?

» Yes/please write your name and contact details

» No

End of the translator survey
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The Arabic Version of the Translator Survey
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Appendix 2. The Employer Survey

Information Sheet

Dear Participant,

You are invited to participate in a research study conducted by Abdelalah Al-Solami, a PhD candidate
in Translation, University of Swansea, UK.

This research has been granted ethical approval from the ethics committee of Swansea University, and
it has a number of aims, including:

1) to investigate the current state of using translation technologies in the Saudi translation
industry and how competent translators are to deal with such technologies, from the
employers’ perspective.

2) To identify which technology-related competencies employers look for when hiring new
translators, so that we can develop translator training programmes in Saudi universities.

3) To explore the current state of CPD and the extent to which employers facilitate their
translators’ professional development.

This questionnaire is available in both English and Arabic, and it should take no more than 10 minutes
to complete. The researcher will appreciate your contribution by answering all questions and writing
your comments in the free text boxes. Your participation is very important and totally voluntary. You
can also withdraw from the study at any time without giving any reason.

Consent Form

Please read the following statements, and if you agree, please click yes to continue. If you do not agree,
please click no, and you will not be required to proceed further.

e T understand that my participation is totally voluntary, and I can withdraw from the study at any
time without giving a reason.

o [ know that I have the opportunity to ask any questions (by e-mail or phone) before and after
submitting the questionnaire.

e | am aware that the data will be gathered for research purposes only, and the results will be
anonymised and treated with strict confidentiality.

If you agree with the above statements, please click yes to proceed to the questionnaire.

>  Yes
> No
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Section 1: General Information

1.1 What is the type of your organisation?
»  Governmental organisation or company
»  Semi- Semi-governmental organisation or company
»  Private organisation or company (other than LSP)
Language Service Provider (LSP)

1.2 What is the total number of translators (full-time + freelance) in your organisation or company?

» Lessthan 5

» 5t010

> 11t020

»  More than 20
1.3 Which of the following competencies does your organisation or company test before recruiting new
translators, whether in-house or freelance translators? You can choose more than one answer.

» Language and culture

Translation

Technology

Personal and Interpersonal (e.g., time management, teamwork)

Service Provision (e.g., negotiate with the client, manage translation projects)

YV VYV

1.4 Please type the most commonly requested language pair provided by your organisation, service or
department.

Section 2: Importance of Translation Technology-related Competencies

2.1 Please rate the importance of each of the following technology-related competencies when
you are looking for new translators using the following scale: not required, not so important,

important, essential.

Technology-related competencies

1 Ability to pre-edit texts for machine translation.

2 Ability to post-edit machine translation.

3 Ability to configure machine translation systems.

4  Ability to use translation memory systems.

5 Ability to extract and manage terminology.

6  Ability to process files and convert files to different formats.

7  Ability to understand and use markup languages (HTML, XML).
8  Ability to localise multimedia websites.

9  Ability to understand software/video game localisation processes.
10  Ability to understand mobile technologies.

11  Ability to use and parameter desktop publishing tools.

12 Ability to program and/or modify simple macro-commands.

13 Ability to use speech recognition systems (dictated translation).
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Section 3: Competence Assessment: Translation Tools and Technology-related Activities
3.1 Please indicate which translation tools your translators frequently use and rate their competencies
in using each tool selected on the following scale: weak. sub-competent, average, competent, or

excellent, in addition to N/A if the tool is not used.

Software tools

1 Across
2 Alchemy Catalyst
3 SmartCAT
4  Atril Déja Vu
5  CafeTran Espresso
6  Fluency
7  Google Translate
8  Translators Toolkit
9  KantanAl
10 Lilt
11 Lingobit Localizer
12 Matecat
13 MemoQ
14 (Memsource Cloud) Phrase
15 MetaTexis
16  Microsoft (Bing) Translator
17  MultiTrans
18 OmegaT
19  MultiTerm
20  Passolo
21  Trados Studio
22 Star Transit
23 Systran
24 Termstar
25  WebCorp
26  Wordbee
27  Wordfast Anywhere
28  Wordfast Classic
29  Wordfast Pro
30  Wordsmith Tools
31 XTM
32 Other

3.2 How do you describe the technological competences of your translators in the following activities
on the following scale: weak. sub-competent, average, competent, or excellent, in addition to N/A if the

activity is not required.

Technology-related activities

1  Information mining - search strategies
2 Information mining - evaluation of sources
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3 Text and/or corpus analysis using concordancers, etc.
4 Corpus construction (mono-, bi- or multilingual)

5  Use of term bases

6  Computerised terminology extraction

7  Translation Memory use

8  TM construction (alignment and/or import)

9  Use of shared (server-based) Translation Memories
10 Use of shared (cloud-based) Translation Memories
11 Use of shared (cloud-based) termbases

12 MT used / post-edited in a CAT tool interface

13 MT used / post-edited outside a CAT tool

14 Construction of statistical MT engines.

15 Human evaluation of MT output

16 Evaluation of MT output using metrics (e.g. BLEU)
17 Training of statistical MT engines

18 Website localization

19 (Non-games) software localization

20 Games localization

21 Multimedia translation (subtitling)

22 Multimedia translation (dubbing/voiceover)

23 Translation management systems

24 Quality Assurance features of CAT tools

25 Desktop publishing

26 Speech recognition

Section 4: CPD Provision and Support

4.1 Which Competencies do you think your translators need more training in? You can choose more

than one option.

>
>
>
>
>

Language and culture

Translation

Technology (e.g., use of MT, CAT tools)

Personal and Interpersonal (e.g., time management, teamwork)

Service Provision (e.g., negotiate with the client, manage translation projects)

4.2 Please indicate how frequently your organisation provide translators (freelancers or in-

house) with the following CPD activities on the Likert scale: never, occasionally, regularly.

0 3 N DN bW =

CPD activities
Seminars/workshops
Orientation/induction programs
On-the-job training programs
Mentoring junior translators
Guest speakers
In-house short courses with internal trainers
In-house short course with external trainers
Collaborative training with other organisations
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9  Collaborative training with academic institutions
10  Attendance at conferences

11  Attendance at pre- or post-conference workshops
12 Paid courses with external educational platforms
13 External study courses

14 Visits to other translation settings

Q. Can you participate in the second phase of this research, which will be conducted as an online

focus group?

» Yes/please write your name and contact details

> No

End of the employer survey
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Appendix 3. The Academic Survey

Section 1: General Information

1.1 What is your university?
» List of all Saudi universities

1.2 What is the type of your university?
» Public university
» Private university

1.3 Is your BA programme dedicated to translator training?

Yes No,
If yes is chosen, respondents go to If no is chosen, respondents were asked to write the title
Ql1.10 of their BA programme and continue to Q1.4

1.4 Does your programme have an objective to provide the
translation industry with professional translators?
> Yes
> No

1.5 Do you think the graduates from your programme are
eligible to work as professional translators?
> Yes
» No

1.6 Does your programme teach any translation-related
course?
» Yes, please write the names of all courses
» No

1.7 What aspects do translation courses cover in your
programme?
»  Theory only

Practice only

Both theory and practice

No translation courses at all

Y VYV VY

1.8 How frequently your programme’s objectives are

updated?

» 1-3 years
» 4-6 years
> 7-9 years

» Over 10 years

1.9 How frequently do you update the curriculum of your

programme?

» 1-3 years

» 4-6 years

> 7-9 years

» Over 10 years
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1.10 Do you teach any course in translation technologies, whether compulsory or optional, in your
programme?

Yes No

If yes is chosen, respondents continue to

section 2 to answer the full version of the
survey

If no is chosen, respondents continue to Q1.11
and end the survey.

1.11 Does your programme have a future plan to
include any translation technology course?
> Yes
» No /please write the reasons

End of survey

Section 2: Overall teaching approach
2.1 In which years do you teach translation technology courses according to the study plan?

» Year 1
» Year 2
» Year3
» Year4
» Year5
2.2 We currently teach and assess the theory and practice of translation tools.
> Yes
> No
2.3 What is the approximate minimum percentage of (compulsory) study time that a student must
devote to translation tools? Note, study time here means the proportion of time that students are
expected to spend dealing with translation technologies out of their weekly total working time,
including (lecture time, private study time, etc).
» Less than 10%
> 10% to 25%
» More than 25%

2.4 (Optional) If more than 25%, please explain:

2.5 What is the approximate maximum percentage of (compulsory + optional) study time that a student
can devote to translation tools?
»  Less than 10%
»  10% to 25%
> 25%to 50%
»  More than 50%

2.6 (Optional) If more than 50%, please explain:
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2.7 How many COMPULSORY courses are mainly devoted to translation tools and technologies?
> None
» One course
» Two courses
» Three courses or more

2.8 Please name/describe compulsory modules/courses:

2.9 How many OPTIONAL courses are mainly devoted to translation tools and technologies?
» None
» One course
» Two courses
» Three courses or more

2.10  Please name/describe optional modules/courses:

2.11  Your approach to tools training:

Yes No

We teach and assess generic/free tools

We teach and assess commercial / paid-for tools

We teach tools from the perspective of translators

We teach tools from the perspective of project managers (e.g. management of

We teach tools from the perspective of translation companies (e.g. client portals)

2.12  Please give a short statement of your core and optional tools training strategy

Section 3: Types of training activities

3.1 Please indicate which activities involving translation-related technologies you teach, whether they
are compulsory or optional, and whether they play a major or minor role in your programme (e.g. an
optional activity may be a major component of the programme for students who take it). Here is the
Likert scale: N/A, Optional — minor, Optional — major, Compulsory — minor, or Compulsory — major.
Note: N/A means the activity is not taught at all.

Technology-related activities
Information mining - search strategies
Information mining - evaluation of sources
Text and/or corpus analysis using concordancers, etc.
Corpus construction (mono-, bi- or multilingual)
Use of term bases

Computerised terminology extraction

~N N D B W N =

Translation Memory use
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TM construction (alignment and/or import)
Use of shared (server-based) Translation Memories
10 Use of shared (cloud-based) Translation Memories
11 Use of shared (cloud-based) termbases
12 MT used / post-edited in a CAT tool interface
13 MT used / post-edited outside a CAT tool
14 Construction of statistical MT engines.
15 Human evaluation of MT output
16 Evaluation of MT output using metrics (e.g. BLEU)
17 Training of statistical MT engines
18 Website localization
19 (Non-games) software localization
20 Games localization
21 Multimedia translation (subtitling)
22  Multimedia translation (dubbing/voiceover)
23 Translation management systems
24 Quality Assurance features of CAT tools
25 Desktop publishing

26 Speech recognition

3.2 Please comment on the range of technology-related activities in your programme, including any not
listed above:

3.3 Do you integrate translation technologies into other courses in your programme?
- Yes
-NO

3.4 Please identify the role of tools in other courses not specifically devoted to them using the following
scale: N/A, Optional — minor, Optional — major, Compulsory — minor, or Compulsory — major. Note:
N/A means technology is not taught at all.

Introduction to translation

Translation theory

Practical translation classes

Skills lab / simulated translation company
Internship/Practicum

Extended Translation Project

~N N R W N =

Dissertation
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Section 4: Translation software tools taught, and licenses held

4.1 Please indicate which translation software you teach, whether each package is compulsory (Comp.)
or optional (Opt.), and the approximate ratio of students to licences that you hold (Free or <1 means that
either no licence is required, or you have one licence per student or better; 1.1 - 2.9 that there are between
1 and 3 students for every licence; and >3 that there are three or more students for every licence). You
only need to select an option for tools that you teach.

Software tools

1 Across

2 Alchemy Catalyst
3 SmartCAT

4 Atril Déja Vu

5  CafeTran Espresso
6  Fluency

7  Google Translate
8  Translators Toolkit
9  KantanAl

10 Lilt

11 Lingobit Localizer
12 Matecat

13 MemoQ

14  Memsource Cloud
15 MetaTexis

16  Microsoft (Bing) Translator
17  MultiTrans

18 OmegaT

19 MultiTerm
20  Passolo
21  Trados Studio
22 Star Transit
23 Systran
24 Termstar
25  WebCorp
26  Wordbee
27  Wordfast Anywhere
28  Wordfast Classic
29  Wordfast Pro

30  Wordsmith Tools
31 XTM

32 Other
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4.2 Please describe your tools selection and licence holding strategy, including any relevant constraints
and limitations:

Section 5: Tools themes: teaching and assessment

5.1 Please indicate which of the following Tools themes your programme teaches and rate their
importance in the following scale: not important at all, not very important, neutral, important, very
important.
Themes
History and development of translation tools
Theory and principles of translation tools
Tools as part of a translation-related project
Tools in and for themselves (i.e. as software packages)
Tools in collaborative translation
Generic file management and data security skills
Advanced Office skills (e.g. macros)

Professional roles and workflows

O 0 3 O U K~ W N —

Translation industry structure and future development
Industry standards (e.g. ISO 17100)
MTPE issues

Legal issues (e.g. around TM ownership)

—_
N o= O

5.2 Please comment on your answers in 5.1:

5.3 Please indicate which teaching and assessment strategies your programme uses, and rate their
importance in the following scale: not important at all, not very important, neutral, important, very
important.

Strategies

Learning through staff lecture /demonstration

Autonomous learning from manuals and Help systems

E-learning (online delivery)

Blended learning

Learning through individual work

Learning through team and group work

Learning through simulated translation company activity

Assessment by individual work

O 0| Q| | | | W[ N —

Assessment by group or teamwork

—
S

Assessment by practical tools-based task

—_
—_

Assessment by analytical and descriptive report

—_
\S]

Assessment by general essay

—
W

Assessment by professional certification tests
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5.4 Please comment on your answers in 5.3

Section 6: Staff training, IT facilities and technical support
6.1 Who teaches tools and technologies in your programme?

We only use salaried academic staff

We only use external professionals

Most of our teachers are academic staff

Most of our teachers are external professionals

About half of our teachers are academics and the others external professionals
Other (please comment in 6.2)

YVVYVYYVYY

6.2 Comments on teaching staff

6.3 What qualifications do your tools teachers have?

» Al our tools teaching staff hold a formal qualification in translation technology.

» Most of our tools teaching staff hold a formal qualification in translation technology.

» About half of our tools teaching staff hold a formal qualification in translation technology.
» Most of our tools teaching staff do not hold a formal qualification in translation technology
» None of our tools teaching staff hold a formal qualification in translation technology.

6.4 Comments on trainers’ qualifications

6.5 How much experience do tools teachers have?

» All our tools teaching staff have 5 years or more experience of teaching translation technology

» Most of our tools teaching staff have 5 years or more experience of teaching translation
technology

» About half of our tools teaching staff have 5 years or more experience of teaching translation
technology.

» Most of our tools teaching staff do not have 5 years or more experience of teaching translation
technology

» None of our tools teaching staff have 5-year experience of teaching translation technology

6.5 Comments on trainers’ expertise
6.6 Do you have big enough labs to teach translation technologies?

> Yes
> No

6.7 Facilities: what is the ratio of students in tools classes to tools-equipped networked workstations?
(e.g. 2: 1 means two students for each workstation)

> 1:1 or better
> Between 1: 1 and 2: 1
> 3:1 or worse
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6.8 Comments on students/workstations ratio
6.9 Can students access labs outside class time?

> Yes
> No

6.10 Comments on lab access
6.11 Can students access tools remotely from off campus?

> All tools
» Most tools
» Some tools
» No tools

6.12 Can students install stand-alone tool licences on their personal devices?

» All tools
» Most tools
» Some tools
> No tools

6.13 Are students’ personal devices integrated into your tools classes?

» Yes, we rely on them in one or more modules/units
> Yes, as an optional extra in one or more modules/units
» No, all our classes use only lab facilities

6.14 Please comment on your answers to 6.11, 6.12 and 6.13:

6.15 Servers and technical support:

Statements Yes No
We have one or more server(s) dedicated to Translation programmes.
We share one or more server(s) with other specialised programmes.
We can use one or more generic institutional server(s)
We have technical support staff dedicated to our Translation programme(s)
We share technical support staff with other specialised programmes
We rely on generic institutional technical support

6.16 Please comment on the IT facilities and technical support available to your programme:
Section 7: Future prospects

7.1 Looking ahead over the next five years, how likely is your programme to experience the following
opportunities and challenges? Please rate your answers on the scale: very unlikely, unlikely, neutral,
likely, or very likely.

Opportunities and Challenges

Student demand for our Translation programme(s) will increase.

2 We expect to develop one or more new Translation-related programme(s).
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We expect the translation technology element of our programme(s) to expand.

We expect to introduce training in different types of translation tools.

We expect to develop one or more collaborative programme(s) with other institutions.

Translation technology will become more complex and diverse.

Translation tools will migrate from local installations to the Cloud.

3
4
5
6 We expect to introduce/expand alternative teaching methods (e-learning).
7
8
9

Fully automatic translation (MT) will become more important in the industry

10 | Newly-qualified staff with translation technology training will become available

11 | Industry involvement with Translation programmes will increase

12 | Our future developments will be limited by lack of trained staff

13 | Our future developments will be limited by lack of money

14 | Our future developments will be limited by lack of IT facilities

15 | Our future developments will be limited by lack of technical support.

16 | Our future developments will be limited by lack of official (institutional/governmental) support.

Can you participate in the second phase of this research, which will be conducted as an online focus group?

» Yes/please write your name and contact details

» No

End of the Academic Survey
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The Arabic Version of the Academic Survey
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Appendix 4: Focus Group Discussion Questions for the Translator Group

(Semi-Structured Interview Guide)
Section 1: Translation Technology Training during BA Studies

- Did you receive any training in translation technology during your BA studies? If yes, how

do you describe it?

- Could you please tell us more about your practical experience with translation technologies

during your BA studies? And what tools did you train on and how?

- From your perspective, how do you describe your competence in using translation tools and

technologies when entering the translation industry?
Section 2: Importance of Translation Technology in Translators’ Work

- How do you describe the importance of translation technologies in your work as a translator?

And which technologies do you find the most important in your work?

- Could you please describe how the use of translation technology affects your work and the

competitiveness of the translation industry?
Section 3: Competence in Using Translation Technology

- How do you describe your competence in the tools and technologies you frequently use and

handle in your work?

- Please tell us more about the technologies you feel more competent in and those in which you

need further development.

- Do you continuously develop your competence in these technologies? If yes, how do you do

that?
Section 4: Continuing Professional Development (CPD)

- How do you plan for your professional development? Tell us more about the challenges you

face in CPD planning.

- How do you describe the support you receive from your employers for CPD?

357|Page



Appendix 5: Focus Group Discussion Questions for the Programme Director Group

(Semi-Structured Interview Guide)
Section 1: Introduction and Icebreaker Question

- How do you describe the current state of teaching translation technology in your programmes?
And how ready are your programmes in terms of training facilities, hardware, software tools,

and licenses?

Section 2: Curriculum Design and Development

- How do you describe the process of curriculum design and development in your programmes?
- Could you please tell us about the contact between your programmes and the industry?

- To what extent do you describe the integration of translation technology into your curriculum?

Do you encourage trainers to use translation technologies in other courses?
Section 3: Link between BA Programmes and the Translation Industry

- To what extent does your programme collaborate with industry stakeholders to improve the

training in translation technology you offer?
- What industry feedback do you receive about the technological competence of graduates?

- How would you describe the extent to which your curriculum addresses the technology-related

requirements of the translation industry?
Section 4: Challenges

- What are the challenges faced by trainers in teaching translation technologies? And how do

you support them?
- What are the challenges faced by students in learning translation technologies?

- What are the challenges faced by your programmes in keeping up with the technology-related

requirements of the translation industry?
Section 5: Suggestions for improvements
- What changes do you suggest in the content of translation technology-related courses?

- How do you think translation technology training can be improved in your programmes?
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- Can you think of anything else that would be a barrier or facilitator of teaching translation

technology in Saudi BA programmes?
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Appendix 6: Focus Group Discussion Questions for the Trainer Group
(Semi-Structured Interview Guide)

Section 1: Introduction

- How do you describe the current state of teaching translation technology in your programmes?

And how do you describe the available facilities, hardware, software tools, and licenses?

- Could you please share your experience in teaching translation technology-related courses?
Section 2: Curriculum Content and Training Approach

- What are the key technology-related competencies you cover in the existing curriculum?

- How do you teach the theory and practice of translation technology training? And tell us more

about the teaching strategies you use in these courses?
- How do you assess students’ knowledge and competence in using translation technologies?
Section 3: Link between BA programmes and the translation industry

- How do you describe the collaboration between your programmes and the translation industry

stakeholders?

- To what extent do you think your curriculum aligns with the technology-related requirements

of the translation industry?

- What industry feedback do you receive about the technological competence of new graduates?

And how does this influence your teaching content and strategies?
Section 4: Challenges and Opportunities
- What are the challenges you encounter when teaching translation technologies?

- Could you please tell us more about integrating translation technologies across the
curriculum? And what challenges exist that prevent trainers from using these technologies in

other courses?
Section 5: Suggestions for Improvements
- How do you think translation technology training in your programme can be improved?

- What suggestions do you have to align your curriculum with the requirements of the

translation industry?
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Appendix 7: Ethical Approval for the First Research Phase
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