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Abstract: The rapid evolution of technology and the increasing complexity of language services have fundamentally altered the landscape of the language industry. The disruptive changes that this industry has undergone in recent decades have direct and profound consequences for the training of future translators. In the Spanish context, university curricula have traditionally evolved at a much slower pace compared to the industry’s dynamic nature. This lag in adaptation means that academic programmes are not updating as swiftly as necessary to meet new societal and market demands. From a didactic standpoint, it is particularly challenging to determine the training needed by future language industry professionals at a time of change and uncertainty, such as the present one, without knowing for sure what the future wil  be, at least as far as translation technology (TT) is concerned. Consequently, designing curricula that can adequately prepare students for the evolving demands of the industry is a complex task. This uncertainty underscores the need for a more agile and responsive approach to curriculum design. The main objective of this article is to identify the key elements of curriculum design necessary for training translators in Spain, specifical y in relation to current practices in the industry concerning TT. 

Given the fast-paced changes within the language industry, it seems essential to consider a process that emphasises relatively immediate adaptations. These adaptations should be capable of being incremental y incorporated by trainers into the teaching and learning environments  of specialised translation. By focusing on such immediate actions, trainers can ensure that their training programmes remain relevant and effective, equipping future translators with the skil s and knowledge they need to succeed in a rapidly changing industry. This approach advocates for a Hikma 24(1) (2025), 1 - 27 
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dynamic and flexible curriculum that evolves in tandem with technological advancements and industry trends. 
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INTRODUCTION 

The language industry clearly reflects the evolution of markets towards increasingly technological environments, as clearly acknowledged for many years by key industry stakeholders, such as Slator, CSA or Nimdzi, as well as by successive European Language Industry Surveys (ELIS) (Sánchez-Castany,  2024). Over the past four decades, the translation market has undergone unprecedented changes instigated by the evolution of globalisation and technological environments (O’Hagan, 2020, pp. 1-2; Sin-wai, 2023, p. XXXI). These changes have undoubtedly resulted in a redefinition of translators’ roles and responsibilities and the emergence of new dynamics and forms of employment linked to the technologisation of society  (Kenny,  2020;  O’Connor  &  Benţa,  2022).  This  evolution  over  time has been accompanied by the exponential changes that have occurred recently,  and the alarm generated, both in the language industry and in academia, by the emergence of disruptive technologies. In addition to translation technologies  (TT)1  that have been widely adopted in the profession of translation  for decades, the language industry has already extensively embraced  disruptive technologies (Buysschaert  et al. , 2018; Pym & Torres-Simón, 2021; Van der Meer, 2020), such as neural text to speech, real-time voice cloning, natural language processing (NLP), neural machine translation (NMT), large language models (LLM), artificial intel igence (AI), machine learning (ML), and remote interpreting, among others. 



1 For the purpose of this study, the concept and definition of  translation technologies is based on O’Brien and Rodríguez Vázquez’s (2019) proposal: “In its broadest sense translation technology is understood 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)” (p. 264). 
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Among the many industries that show the penetration of technology into workspaces, translation is one of the most susceptible to automation (Schäffner, 2020, p. 80; Van der Meer, 2020). The degree of automation in the language industry could be increased to a considerable degree by the adoption of certain disruptive technologies –such as NMT or LLMs–, particularly as compared to previous TT –such as statistical machine translation (SMT) or computer-assisted translation (CAT). In this sense, authors such as Li (2018) and Pym and Torres-Simón (2021) propose more or less optimistic scenarios for the future of this profession. They al  point to the automation of professionals’ tasks (management, translation, revision, etc.) taking hold in the industry. However, it is not clear precisely what the future scenario wil  be like. Al  these factors have had a significant impact on the language industry, which, according to some authors, only fuels the erroneous perception that this is an industry that can offer a cheap, low-value labour force (Giustini, 2022). 

Moreover, it is important to keep sight of the fact that technological evolution and the automation of the translation profession have  direct consequences for the training of future translators (Kenny, 2020; Aiping & Deliang, 2017, p. 404). However, from a teaching point of view, it is challenging to determine the training needed by future professionals at a time of change and uncertainty such as the one we are experiencing. We do not know for sure what the future wil  be, as far as TT is concerned, and we should bear in mind that the regulations and dynamics of administrative processes in Spanish universities entail lengthy curriculum renewal processes. Accordingly, many trainers are currently wondering whether we should continue to train translators for  yesterday or whether we should look for alternatives that allow us to train them to be prepared for  today or, even better, for  tomorrow. At the international level, these concerns can be reflected in numerous initiatives providing didactic resources for TT training. 

Examples of these are DigiLing  (DigiLing, 2024), MultiTraiNMT 

(MultiTraiNMT, 2024), DataLitMT  (DataLitMT, 2024)  or  MATEO  (Vanroy, Tezcan & Macken, 2023), to name but a few. These types of initiative reflect that translation didactics is to some extent aware of the rapid technological changes happening in the profession and is reacting accordingly by developing corresponding theories, models, methods, and resources. 

The study presented here is part of a broader research project focused on the description and analysis of the training in TT offered in Spanish undergraduate translation programmes, as well as its level of adaptation to the reality and trends of the industry. Since the first undergraduate programmes in translation and interpreting were introduced in Spain in 1990 (Muñoz Raya & ANECA, 2004, pp. 14-15), slow evolution in Hikma 24(1) (2025), 1 - 27 

4 



Training Translators in Spain: Key Elements for the Integration […] 

the incorporation of TT into undergraduate translation curricula could be observed (Plaza-Lara, 2014). Based on the data and information empirically obtained, we have been able to conclude that TT currently offered in undergraduate translation programmes, at least in Spain and despite the above-mentioned initiatives, does not respond to the demands of the language industry and is often based on practices that are obsolete and do not meet real needs (Sánchez-Castany, 2022, 2023a, 2023b). 

In light of these findings, it seems necessary to think of a two-speed process: 1) the one set by the official curricula updates; and 2) the more immediate adaptations that we can incorporate through the integration of TT 

into the teaching and learning environments of specialised translation. This second option is the proposal we wil  analyse here. Thus, the main objective of this paper wil  be to identify the key elements of undergraduate curriculum design for integrating TT into the specialised translation classroom. 

1.  HOW ARE TRANSLATION TECHNOLOGIES  CURRENTLY TAUGHT IN 

UNDERGRADUATE TRANSLATION PROGRAMMES IN SPAIN? 

There are many pedagogical initiatives that have taken into account training in TT since the 1980s (see Kenny, 2020 for an exhaustive list of early adopters of TT in translator training). Nowadays, there are other initiatives to encourage a shift towards a more significant presence of TT in translation studies, such as that of the EMT Network, with the latest update of its competencies’ framework (EMT Network, 2022). From a general point of view, the models of translation competency (TC) that explicitly include TT 

(see, for example, Kiraly, 2000, 2016; Kelly, 2002, 2005; Muñoz Raya & ANECA, 2004; Katan, 2008; PACTE, 2003, 2005; González  &  Robert Wagenaar, 2003; Fernández Rodríguez, 2005; Nord, 2005; Göpferich, 2009; Bowker & Corpas Pastor, 2015) stress the need for students to be able to critically evaluate TT and not be carried away by an excessively utilitarian discourse. They should also  be aware of the ethical aspects of the profession that arise with the use of certain tools, as in the case of MT 

(Moorkens, 2022; Forcada, 2023; Guerberof-Arenas  &  Moorkens, 2023; Nousias, 2023; Rico Pérez & Sánchez Ramos, 2023). Furthermore, we note TT occupy a very relevant place in these models of TC and, in many cases, they are considered fundamental cross-cutting elements. 

Since the adaptation of the Spanish education system to the European Higher Education Area (EHEA), autonomy, lifelong learning and student involvement in the teaching and learning process have been promoted as factors that support greater competitiveness (Kenny & Doherty, 2014; Shuttleworth, 2017; Vieira Nunes,  et al. , 2021; Márquez Garrido, 2022, p. 6). TT is, in fact, a field in which these factors are essential for Hikma 24(1) (2025), 1 - 27 
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students to develop the necessary competencies to be able to practise translation in the future (Hurtado Albir, 2019, p. 66). 

Thanks to the above-mentioned broader research project of which this article is a part, we could identify that, in Spain, for the 2019-2020 academic year, there are 32 undergraduate translation programmes, with a great deal of diversity between syl abi contents. The Spanish legislative framework and the   Libro blanco.  Título de Grado en Traducción e Interpretación  (Muñoz Raya & ANECA, 2004) emphasise the generalist nature of the programmes (Haug, 2015). However, many centres are committed to including specialised translation or interpreting modules, often organised into specialisation tracks. In other words, students must take two to four specialised translation modules from the same professional field to complete their academic training. During the first two years of the programmes, training usually focuses on reinforcement of initial interdisciplinary blocks in order to address, later on, the fundamental components of the specialised tracks, which are usual y taught in the second stage courses (third and fourth years)  (Sánchez-Castany,  2022). The existence of higher education programmes offered after undergraduate programmes in our field ( i.e. 

master’s and PhD  studies) may provide a sense of continuity of undergraduate studies and specialisation in some areas of translation or interpreting, among both trainers and students (Hao & Pym, 2022b). 

In order to contextualise our reflection and subsequent discussion from the perspective of curriculum design, it is essential to understand the specialisation tracks in translation and interpreting that we have identified in all the Spanish undergraduate translation programmes. We have observed that all syl abi classify specialised translation modules according to textual genres and professional fields (García-Izquierdo, 2005). In addition, modules are usual y six ECTS credits, although some are variable and range from three to twelve ECTS credits. The range of specialisation tracks offered in these programmes varies greatly among them. Generally speaking, some tracks stand out, such as Translation in the fields of Law, Economics and Finance, Technical and Scientific translation, Literary and Humanistic translation, Audio-visual translation, Localisation, and Interpreting and Intercultural Mediation (Sánchez-Castany, 2022). 

Moreover, it is necessary to find a middle ground that moves away from the extremes of humanism versus.  efficiency. We must bear in mind that the evolution of language industry to even more digital, connected and technologised environments requires the use of technology by all professionals. In the specific case of translators, instrumental skil s, i.e. 

those related to information mining, terminology or technology (Muñoz Raya 

& ANECA, 2004, p. 122), must be combined with other knowledge, including Hikma 24(1) (2025), 1 - 27 
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linguistic and cultural knowledge. In fact, according to Hurtado Albir (2019), one of the main curricular challenges in translator training is correctly incorporating TT into undergraduate programmes. In the author’s own words: 

Training must prepare future translator for the effective use of specialised search engines, computer-assisted translation tools, text alignment, accounting and budgeting management, etc., developing the student’s ability to adapt to new documentation resources and technological tools, given the speed at which they are changing. (Hurtado Albir, 2019, p. 66) 

On the one hand, we agree with this idea and maintain that TT should be presented to students in an applied and –preferably–  situated manner. 

Otherwise, lack of use and practice with the tools proposed in technological modules, beyond the compulsory activities carried out within the framework of these modules, may lead students to pass courses or even to graduate without knowing how to use specific tools or understanding why they should master them (Alcina, Soler & Granell, 2007, p. 232). On the other hand, we must also be aware that the indiscriminate use of this type of technology in specialised translation modules may not bring direct benefits to students, as we risk losing sight of the main focus of teaching these modules, i.e. 

translation. 

In the case of TT’s presence in Spanish undergraduate translation programmes, first of al , it has been analysed in Sánchez-Castany  (2022) when technological modules are taught and how many of them are taught. 

Technological modules are considered to be those that belong to the areas of Information mining, Project management, Proofreading, Editing and Layout design, Technology and Terminology, according to the classification made by Sánchez-Castany (2022, p. 30). It has been thus observed that, in the first stage of undergraduate programmes ( i.e. first and second year), the most common technological modules are those of Information mining. In the second stage ( i.e.  third and fourth year), the modules related to Terminology and Proofreading, Editing and Layout design stand out. It has also been observed that all the  undergraduate translation programmes  analised  offer some technological modules, although in very different quantities. Finally, modules that are based on the teaching of TT tend to be taught mostly in the first and third years, and the programmes usual y include one or two modules of this type (Sánchez-Castany, 2022, p. 36-37). 

As a rule, TT-related content is addressed in the curricular design of undergraduate translation programmes in a simplified way, out of context and in the watertight compartments that technological modules represent (Rico Pérez, 2017a, p. 82). This classic separation of technological content Hikma 24(1) (2025), 1 - 27 

Roser Sanchez-Castany 



7 

and other content into independent modules often means that students do not establish links between all of them, do not understand the advantages of using the tools taught beyond the practices that they can carry out in these compulsory modules (Kel y, 2005, p. 157; Alcina, Soler & Granell, 2007, p   232; Rico Pérez, Sánchez-Gijón & Torres-Hostench, 2018) or perceive that, as professionals, those tools wil  add little value in their daily lives (Mahfouz, 2018, p. 80). Consequently, students know and learn how to handle certain tools, but do not always have the opportunity to use them in an applied way in a specialised translation class (Schmidhofer & Mair, 2018, p. 178; Zhang & Vieira Nunes, 2021, pp. 118-119). That is also reflected by the Spanish translation trainers interviewed in Sánchez-Castany  (2023b). 

O’Brien and Rodríguez Vázquez (2019, p. 270) mention that the usual tendency is for TT to be offered as an introduction in undergraduate studies (see, for example, the work of Rodríguez Castro, 2018) and for postgraduate studies to include technical and professional aspects linked to TT and the evaluation of tools according to different contexts of use (see, for example, the work of Doherty & Kenny,  2014). The authors also comment that it is risky to make generalisations in this respect, as not all university studies, both undergraduate and postgraduate, include the same type and quantity of tools, as is the case of translation undergraduate programmes in Spain. 

In short, as we wil  see below, the heterogeneity in the design of the undergraduate programmes in Spain and the different local factors that affect each programme (such as the existence of different translation specialisations and language combinations or the capacity to recruit adequate training staff, among others), complicate the task of generalising when making proposals on the most appropriate way to offer TT in a cross-cutting way in undergraduate translation programmes. Consequently, this situation forces us to review the teaching approaches used to train translators with technological skil s adapted to the new scenario as quickly and efficiently as possible. 

 1.1 

 Situated learning in translation technology training According to the translation trainers interviewed in Sánchez-Castany (2023b), a clear balance should be sought between two key elements: on the one hand, technological competence and preparing future professionals who wil  have to face the demands of a constantly evolving industry; on the other hand, acquisition of al  the other skil s needed to work as professional translators (O’Brien, 2012). Indeed, no standard TT teaching and learning approach fits all possible scenarios (Zhang &  Vieira Nunes,  2021,  p. 119). 

However, among the many teaching approaches that exist (see, for example, Hurtado Albir, 2019), one is very suitable for the objective pursued with the reflection developed here: situated learning. 

Hikma 24(1) (2025), 1 - 27 
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This methodology is based on exposure to actual or simulated tasks and working environments in a realistic way inside and outside the classroom (Olalla-Soler, 2019, p. 68). It is very similar to other teaching approaches, such as the socio-constructivist approach (Kiraly, 2013) or the task and project approach (Rico Pérez, 2017b). Among the research on TT 

teaching and learning environments that follow this approach, we should stress the works of Ramírez Polo and Ferrer Mora (2010) and González-Davies and Enríquez-Raído (2016) on TT, in general; those of Bowker and Marshman (2010), Mellinger (2017) and Vieira Nunes   et al. (2021) on computer-assisted translation (CAT); those of Pym (2013) and Mellinger (2018) on machine translation (MT); and that of Borja Albi (2019) on corpora. According to this teaching approach, in addition to the technology modules themselves, TT would be presented to students in translation environments that are as similar as possible to those they wil face in the future as professionals in the industry. In other words, TT should not only be offered as part of a separate technology module but integrated into practical translation modules due to its transversal nature. 

The proposals of some researchers and trainers who advocate the integration of TT in practical translation modules in a situated way stand out, as in the case of Pym (2013), Mel inger (2017) or Hu (2018). However, as these same authors comment, putting this situated approach to TT into practice in the translation classroom is chal enging. As mentioned by O’Brien and Rodríguez Vázquez (2019, p. 271), these include, among others, the availability of adequate infrastructure, funding, group size, students’ previous knowledge of TT, language combinations, the field of specialisation and the teaching approach adopted. 

Taking this proposal as a starting point, widely endorsed by authors such as Alcina (2008), Sánchez Nieto  et al.  (2009), Enríquez-Raído (2013), Díaz Fouces (2013), Kiraly (2013), Pym (2013), Kenny and Doherty (2014), Plaza-Lara (2014), Mellinger (2017, 2018), Hu (2018), Torres del Rey (2019), González Pastor (2021) and Sánchez-Castany  (2023b), it is necessary to conduct an in-depth analysis of some elements of curriculum design, such as the availability of physical and digital media, content sequencing, trainers’ training and coordination, and collaboration between academia and industry (see section 3). 

2.  KEY ELEMENTS FOR CROSS-CUTTING INTEGRATION OF TRANSLATION 

TECHNOLOGIES IN THE SPECIALISED TRANSLATION CLASSROOM 

In the main models of undergraduate translation curriculum design (see Kel y, 2005 or Hurtado Albir, 2019, among others), we observe a series of general trends regarding the phases that should be fol owed to plan Hikma 24(1) (2025), 1 - 27 
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undergraduate programmes: analysis of learning needs, determining the competencies and learning objectives, selecting the contents, designing the methodology, selecting the media, establishing the sequencing and designing assessment procedures. Covering al  these phases or elements is essential to achieve an effective curriculum design that fosters integrated and practical learning, both in translation and in TT. The methodology design phase is particularly relevant in this context. 

As mentioned in the previous section, adopting a situated approach with significant technological content in specialised translation classes would allow students to internalise the conceptual and procedural knowledge of TT 

studied in technological modules and understand its usefulness in an applied way, as suggested by Alcina, Soler and Granel  (2007) or Vieira Nunes  et al. 

(2021), among others. In line with these authors, who suggest applying situated learning as a TT teaching approach and based on the results of the previous studies by Sánchez-Castany mentioned above, in this paper we wil analyse  the key elements for such integration from the point of view of curriculum design. After analysing the aforementioned models of curriculum design, we observed  that combining some elements of curriculum design would help recreate the real working conditions of a translation professional using the necessary TT tools. As can be seen in Figure 1, we wil  focus on four elements: availability of physical and digital media, sequencing of TT-related contents, trainers’ training in TT and coordination between them, and collaboration between academia and industry, which we wil  analyse in detail below. 
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Figure 1. Proposal of key elements for the integration of TT in the specialised translation classroom 

Source: Elaborated by the author 

 2.1 

 Availability of physical and digital media 

The first element we have selected for our analysis is the physical and digital media available to an undergraduate programme. The fact that, at present, professional translation environments work almost exclusively with digital materials (Hickey, 2022) means that undergraduate programmes must adapt the means available to them for teaching translation. Practical sessions in technology modules should take place in computer rooms (Doherty & Moorkens, 2013, pp. 127-128; Pym, 2019). However, this is not always so evident in the case of practical translation classes. In fact, learning to translate does not necessarily involve the use of digital media, and some authors even consider that it may be beneficial if learners’ first contact with translation practice does not involve the use of computers (Mossop, 2003, p. 20). 

However, learning to translate as it is currently done in the professional world requires the use of a minimum of physical and digital resources, such as a computer with general and specific software and an Internet connection (Akhulkova, Hickey & Hynes, 2021; Sánchez-Castany, 2022). We must bear in mind that, in Spain, especially in public universities, higher translation training centres do not always have the necessary funding to have adequate resources, as reflected by the Spanish translation trainers interviewed in Sánchez-Castany (2023b, p. 8). This means that there is not always availability of classrooms equipped with computers so that students can carry out the activities proposed in class, emulating real working environments as far as possible. Besides, this lack of funding means that it is not always possible to buy licences for paid TT-related software. 

Fortunately, this could be partial y addressed thanks to open-source tools available for didactic purposes today. Great examples of that are  Peter Sandrini’s collection of open-source TT (Sandrini, 2024), the OPUS corpus collection (Tiedemann, 2011), Google’s free Colab Jupyter notebook offering (Google Colaboratory, n.d.), or the free academic plans offered by some leading companies in the language industry, such as Phrase (Phrase, 2024) to mention just a few. 

All in all, the availability of adequate physical and digital media would favour students’ autonomous learning, which is essential in a learning process such as TT, a field that requires many hours of practice to internalise routines and processes (Matamala, 2006; Austermühl, 2013; Vieira Nunes  et al. , 2021). 
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 2.2 

 Sequencing of TT-related contents 

The second element of our analysis is the sequencing of TT-related content within undergraduate translation programmes. From a general point of view, the competencies and contents of university undergraduate programmes should not only cover the professional sphere but also the social, interpersonal and personal spheres. Currently, university education has a clear professionalising orientation (Katan, 2011; Hurtado Albir, 2019), but there are more and more voices that advocate an approach that accommodates the comprehensive training of people. In this vein, we agree with Mossop (2003, pp. 20-21) when he stated, more than 20 years ago, that if a person does not know how to translate with a pencil and paper, they wil not know how to translate with the latest technologies. However, this does not in any way exclude the possibility that, once the translation competence to translate without the aid of technology has been achieved, learners cannot also do so using, in this case, TT. 

The sequencing of content is key in curriculum design and directly impacts the training of undergraduate translation students (Hurtado Albir, 2019). Key factors that should be taken into account when sequencing the TT-related contents of an undergraduate translation programme include defining the specialisation, the structure of the tracks and the acquisition of cross-cutting competencies (not only technological, but information mining, linguistic, etc.) pedagogical y prior or subsequent to training in translation. 

There is great variation in the sequencing of the content and the technological and specialised translation modules in undergraduate translation programmes in Spain for the 2019-2020 academic year. 

However, some general trends can be observed. On the one hand, it could be said that, on paper, the content included in the technological modules covers the minimum technological needs of a professional translator (see Akhulkova  et al., 2021, for further reference on professional uses of TT). On the other hand, the conceptual, procedural and attitudinal content included in technological modules (especially those taught in the first cycle) tends to be taught long before students wil  need to use them in an applied way in specialised translation modules, typically taught in the second cycle of the programme (Sánchez-Castany, 2022, p. 36). 

As mentioned at the end of section 2, many authors argue that the teaching of TT should be approached as a cross-cutting element or one that runs horizontal y through the curriculum. In order to introduce TT in the specialised translation classroom in a situated and transversal way, it is first necessary for the modules traditionally considered instrumental (see section 2) to fulfil that role in practice—that is, they should not only be label ed as instrumental in theory, but also function as such in actual  teaching and Hikma 24(1) (2025), 1 - 27 
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learning  settings. There should be a transfer of content from these to the practical modules of specialised translation. On the other hand, the selection of tools to be used in practical translation sessions should take into account that they should not represent a technical challenge either for trainers or, of course, for students, among other factors (for example, using tools that do not require instal ation); or that their use and learning from previously-acquired knowledge is simple (Aiping & Deliang, 2017, pp. 403-405)—as is the case of some cloud-based CAT tools, such as MateCat (https://www.matecat.com/) and Phrase (https://phrase.com/es/). 

 2.3 

 Trainers’ training and coordination 

To analyse the third element, we wil  need to explore on the one hand, trainers’ training in TT and, on the other, coordination between them when teaching within the same undergraduate programme. 

One of the main factors that directly affect translators’ training is undergraduate programme trainers themselves and their training, in this case, in TT (Kel y, 2005, pp. 53-60 and 150-156). Generally speaking, and depending on the institutional, local or national contexts, trainers’ training in higher education institutions is set out more or less strictly in various regulatory frameworks ( e.g.   regulations, directives,  or legislation) (Massey, 2019, p. 386). However, as Kel y (2008, p. 101) noted more than 15 years ago, “most TS [Translation Studies] literature about training is written in general terms about processes and activities, but much less about the people involved, whether they be students or teachers”, something which, apparently, has not changed much over the years (Klimkowski, 2015, p. 231; Massey, 2019, p. 386). 

Among the research about trainers’ competencies and their training in areas related to the professional practice of translation, we should mention the works of Kel y (2005, pp. 150-156), Gouadec (2007, pp. 350-356), Klimkowski (2015, pp. 231-253), Orlando (2016, pp. 17-38), Huang (2019), Massey (2019),  and Hao and Pym (2022a). We fully agree with these authors, who argue that it is vital for translation trainers to receive adequate and continuous training in order to carry out their teaching work, both inside and outside the classroom. Although this is a general idea and might seem obvious, if we apply it to TT and its rapid evolution, the technological updating of translation trainers becomes even more important. In fact, in order to carry out their training task effectively, translation trainers need specific and continuous training to keep up with changes in the industry, which is not always the case (Krajcso, 2011, p. 271; Aiping & Deliang, 2017, p. 403). In this same vein, although this is a study focused on master’s degrees and not on undergraduate programmes, it is worth noting the work Hikma 24(1) (2025), 1 - 27 
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of Li (2018), who observed that 99 translation master’s degree programmes in China do not include any TT  module. In most cases, this is because universities do not have training staff adequately trained for this purpose. 

The training and knowledge that trainers have in both TT and TT training wil directly impact the possibility of integrating TT into the specialised translation classroom. 

As for the second aspect of this element, coordination between trainers, this is a  sine qua non  for the successful integration of TT in specialised translation modules. Good coordination between trainers of different modules within the same programme contributes to knowledge transfer from instrumental modules to translation modules themselves (Kelly, 2005, pp. 58-60). According to the information provided by the universities on their curricula ( i.e.  that stated in module syl abi), some transfer of content between instrumental and translation modules can be observed (see Sánchez-Castany, 2022, pp. 37-38). This might lead us to think that trainers in charge of these modules are minimal y coordinated to present the content to students so that their learning is as progressive and adapted as possible to the training, skil s and competencies of the students at that time. 

However, other studies show that such coordination is not always present in undergraduate translation programmes (see, for example, Ramírez Polo & Ferrer Mora, 2010, p. 35 and Sánchez-Castany 2023b in the case of Spain; or Sánchez-Castany  et al.,  2022 in the case of Switzerland). 

 2.4 

 Collaboration between academia and industry 

Finally,  in our analysis is the col aboration between two fields often conceived as independent: academia and industry. According to the aforementioned models of translation curriculum design (Kel y, 2005; Hurtado Albir, 2019), the first step in designing a university curriculum is to analyse the social and professional demands of the context for which students are to be trained and their learning needs,  i.e. the industry. 

As a natural response to the globalisation and technologisation  that characterises the society in which we live, the language industry and, by extension, the translation market have undergone profound structural changes in recent decades (O’Hagan, 2020, pp. 1-2). This evolution is not always reflected in undergraduate translation curricula, at least in Spain (Austermühl, 2013, p. 327; Cid-Leal, Espín-García and Presas, 2019; Sánchez-Castany, 2022, pp. 39-40). The truth is that academia cannot keep pace with technological advances in the same way as companies in the language industry do due, among other things, to financial or knowledge constraints (Rodríguez de Céspedes, 2020, p. 124). 

Hikma 24(1) (2025), 1 - 27 

14   

Training Translators in Spain: Key Elements for the Integration […] 

The efforts made by academia to bridge this gap include the organisation of talks, courses and conferences by the universities themselves or by companies and professionals in the industry (see the initiatives of TAUS, 2017); the offer of curricular and extracurricular internships  provided  by some university translation programmes; and mentoring programmes. The last include those offered by professional associations (see also  the initiatives of Spanish associations such as ASETRAD or ACE Traductores, or international ones such as ATA or ALTA), by the universities themselves in col aboration with them (for example, the collaboration programme between APTIC and two Catalan universities, in Olalla-Soler 2019), or by companies and organisations in the industry (see the Proz.com mentoring programme or the MEPROACTI Project, in Bolaños Medina & Rivas Güida, 2022). From a teaching point of view, these programmes apply a situated learning approach and are usually based on collaborative learning, where the main role of the mentor (professional) is not to instruct but to accompany the mentee (student) in the learning process (Olalla-Soler, 2019, p. 68). The col aboration between trainers and professionals in these initiatives can be very varied. For example, it may be the case that the trainer is professionally engaged in translation on a part-time basis and offers professional mentoring; or that the industry professional is involved in a translation project in the classroom, helping with the shaping of the project or the translation quality assessment (Marczak & Bondarenko, 2022, p. 120). 

As we have seen, the measures taken to bridge the gap between academia and industry can be very diverse. It is crucial that any such initiative considers the interests of both parties and is developed systematically, taking into account all factors affecting the market (professionals, companies, associations, etc.) and the academia (translation centres themselves and undergraduate translation programmes) in each specific teaching and learning situation. Accordingly, for this collaboration to work correctly, it is vital not to lose sight of the ethical issues involved not only in the use by professionals of specific tools, such as neural MT or AI-based applications, but also in their training and learning by trainers and students. In this field, we should mention the work of Baker and Maier (2011) on ethical issues in the training of translators and interpreters; Moorkens (2022) on ethical issues in MT; and the volume edited by Moniz and Parra Escartín (2023) on ethical and legal considerations in MT, in which the contributions of Forcada (2023), Guerberof-Arenas and Moorkens (2023), Nousias (2023) and Rico Pérez and Sánchez Ramos (2023) stand out for their relevance and contribution to the field. 
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CONCLUSIONS AND FUTURE WORK 

Teaching and learning environments for specialised translation in undergraduate translation programmes are one of the most suitable training spaces for integrating TT into the classroom in a situated way. If this integrated and coordinated approach were to be adopted in undergraduate translation programmes, students would acquire a realistic and global vision of the profession, as wel  as adequate training in TT and the current translation process. 

To achieve this goal, TT should not be relegated to the watertight compartments of the current technological modules in which they are usual y included in the Spanish undergraduate translation programmes, but should run horizontal y through the whole curriculum. The analysis presented in this study identifies four essential elements of curriculum design that have allowed us to better understand how TT could be successfully integrated into specialised translation teaching and learning environments. From the analysis of these elements, we highlight, on the one hand, the need to have the appropriate physical and digital means to achieve a teaching and learning environment for specialised translation with TT as the main technological tool. On the other hand, we believe it is essential to apply a sequencing of content that allows students to reach the final years of the undergraduate programme with the necessary technological knowledge to face working environments that include the TT that they wil  use in real professional environments in the near future. Furthermore, there must be adequate training for the training staff to design and develop a training proposal like the one presented in this paper. Likewise, coordination between the trainer in charge of technological modules and specialised translation modules wil  be essential to encourage a sequencing of content that is as closely aligned as possible with the training needs of students at each stage of the undergraduate programme. Finally, it is essential to establish good communication between industry and academia, so that the former informs the latter about issues so that higher education centres for translators can take the pulse of the industry, adjust their offer as much as possible, and promote initiatives to try to bridge the existing gap between both of them. 

These four elements lead us to put forward a generic and circular proposal for integrating TT in the specialised translation classroom. The viability and success of this integration depend not only on the existence of these four elements but also on the design and development of a cross-cutting curriculum. 
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Final y, we should remember the fact that a proposal of this nature wil pose a series of challenges for any undergraduate programme that wishes to integrate TT into a specialised translation classroom. For this reason, it would be very appropriate for the continuity of our reflection to delve deeper into what these chal enges wil  be from the point of view of curriculum design and university planning. 

To conclude, we must bear in mind that there are aspects of undergraduate curriculum planning that wil  determine the viability of proposals such as the one we have presented in this paper. Al  in al , we believe that the only way to avoid delaying the adaptation of undergraduate translation programmes to the technological needs of the language industry is to carry out a series of curricular adaptations that can be relatively immediately incorporated into the reality of the classroom, with all the provisos we have described and analysed above, without having to wait for the formal renewal of curricula. 
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