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Abstract

The present dissertation is an attempt to expgl@eoncept of construct validation from
the point of view of an examination board’s reskaneeds. Therefore construct validation
will be examined first in the context of changingrgeptions of validity types, and a validity
framework will be identified that gives the struawf the present research. Two main aspects
will be combined to reflect the unitary nature ohstruct validation: the theory-based aspect,
in exploring translation research literature fodedinition of the construct of translation and
the key issues in translation assessment, and pimiesthapproach in using statistical analysis
with real intermediate exam data, applying prodessed research of the translation process
of intermediate test takers, and finally experinrentwith product-based research of

intermediate translation scripts.
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Towardsthe Validation of Trangdation as an I ntermediate L anguage
Proficiency Exam Task

i.  Introduction: Theneed for theresearch in the Hungarian context

Language testing in Hungary has been undergoiog@period of transition since the
end of the 80s when the need for profound chanmgbsth what is tested and how it is tested
started to be voiced in educational journals anlty gapers (Fekete, 2001a). Discontent with
what was considered to be a lack of reaction itinggo new communicative methods in
language teaching was expressed repeatedly, althgepeated calls for more transparency
and accountability in both the production of foreignguages tests and the interpretation of
test scores.

The State Foreign Languages Examination Board EBfjLthe main exam provider in
Hungary at the time, responded to demands for &sang two major waves since its
foundation in 1967. The two major restructuringlod exam framework at the end of the 70s
and in 1991, however, were more aimed at improving reliability and validity of
assessment by increasing the number of exam tams tand the amount and range of
language produced for assessment, and left the Bpproach to testing language proficiency
unaltered at its root: testing mediation remaireeldd a central concern.

Before the accreditation framework outlined in #1¢1998. (1V.8.) Government Decree
was introduced in January, 2000, introducing amaparket approach to the administration
of foreign language testing in Hungary, the SFLEB ather exam providers at universities
(in the so called “equivalency list”) in Hungaryl] arovided language exams that tested
mediation (“bilingual exams”). International examsthout a mediation component were
recognised as equivalent only if the candidates kdob passed them successfully also passed
a so called “naturalisation” exam, a supplementutetb test the mediation skill.

The question of the relevance of testing mediatinoluding translation as an exam
task, became a controversial issue in competingoappes aiming at restructuring the scene
of testing foreign language proficiency in Hungaal the end of the 80s. Criticism of
mediation, and translation as an exam task, maadwcentrated on their perceived
undesirable washback effect on the language chaseng the reasons mentioned were: the
undesirable effect of grammar-translation methodammunicative classes, the lack of test
preparation methodology recommendations from tegeldpers, lack of enough information
on what the translation tasks intended to measuock teow performance on them was

assessed, and finally doubt if the teaching ofsletion and mediation was relevant at all at
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the given levels of language proficiency, or ratlitewvas a skill that had to be left to
professional translators and interpreters (Alder@001).

This discontent with translation from teachers where dedicated to communicative
teaching methods and the low face validity it sedtoegenerate among their students as well,
interestingly contradicted the high face validitgarislation received in repeated surveys of
employers and other test takers who were prepayemther teachers (Katona, 2001; Fekete,
2002).

The SFLEB, although keeping pace with new develogsén language proficiency
measurement techniques, failed to communicate ® phblic convincingly both the
professional developments aimed at increasing ¢hability of their testing practice, and
their profound professional concern for keeping magah at the core of language testing.
Among the reasons were the SFLEB'’s fears of openimea context that they perceived as
orchestrated and biased attacks against their ‘puyo the fact that they underestimated
practising teachers’ need and willingness to uridatsbasic concepts and their implications
in testing, and also the lack of a comprehensieoritical foundation from research to
sustain their claims that mediation and translatiare relevant for testing overall foreign
language proficiency.

Reform ideas in connection with the translatiork tagre also voiced from within the
SFLEB, either looking for alternative ways to asspsrformance in the translation task, or
questioning the appropriateness of the translatiek at intermediate level (Heltai, 1997), or
worrying about its washback at intermediate levetl auggesting alternative and more
economical ways to test the construct of trangtatio

The Matura Exam Reform Project in Hungary, whichartsd work on reforming the
secondary school leaving exam in 1997, with the aintaking back the testing population
from exam providers outside public education, frem the SFLEB, finally rejected the idea
of either using mediation or the mother tongueha hew exam framework introduced in
2005. As the “Matura” exam concerns a large popuiabf secondary school leavers, for
whom foreign language teaching may end once the fiaished their secondary school
studies and get a certificate of language skiilgjas seen as a national language policy issue
if the teaching of skills associated with tranglatand mediation was part of these students’
“compulsory and free” language learning or a skidy would have to acquire later on their
own. The 26/2000.(VI111.31.) Ministry of Educatiorrd®r made all types of accredited exams
on the market ‘equal’, irrespective of the fact wiee they included a mediation component

or not.
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Thus the question that concerned testers and tesaaliee was if the use of the mother
tongue in testing foreign language competencethe.use of the mediation skill in testing,
was justifiable or desirable at all in an exam ¢ard? What is remarkable about the debate
concerning mediation and translation as an exakiisaghat most of the arguments on both
sides seemed to be based more on impressions faiiiom than on research or empirical
studies.

Without such methodological investigations, howevdahe question of the
appropriateness of the use of mediation and ttiosl cannot be properly deliberated. Some
signs have already shown that this process hasdtarHungary, due to several factors: a) to
PhD schools on the one hand, where interestedrdesitel teachers can get inspiration and
help to address key issues in testing mediati@atedlissues through methodological research
(Fekete, 2001c; Benke, 2003; Loch, 2006), and H)ntong requirements to the Common
European Framework of Reference and its languagféecigmncy levels, on the other hand, in
which the linking of the mediation tasks constitui@ theoretical and practical challenge
(Mediation Project).

ii.  Theaim of the present research and expected outcome

The primary aim of the present research is to rdmute to a theoretical and
methodological foundation to the validation of thenstruct of translation in language
proficiency testing through a) exploring relevawncerns and achievements in translation
research, b) giving an overview of basic concepisthe assessment of translation
performance, c) exploring exam data for validityl arliability of related issues, d) probing
into new methodologies (corpus-based researchtanki-éloud method). The general aim of
the present research is to sensitise teacherseanddvelopers to key theoretical issues behind
pedagogical translation and to enable them to engagneaningful and theoretically better
founded discussions about the role of translatimhraediation in language testing.

The expected theory-based outcome of the presesaneh is a) a list of the key aspects
of translation from translation research literattineat can be identified for the construct
validity of pedagogic translation, b) a preliminanyodel of the construct of pedagogic
translation, and c) key concepts explored in trees@ment of translation performance that
can contribute to construct validity. The expectedcome from empirical research in the
present dissertation is methods explored for alyaimg exam data for construct validity and
reliability, b) probing into the potential of thirddoud protocols in addressing response
validity, a part of construct validity, and c) pmd into the potential of corpus-based research
for contributing to scoring validity, a part of ciruct validity.
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lii.  Anoverview of the structure of the dissertation and the research design

Because of the complexity of the concept and of dbetext of proficiency exams,
various research aspects and methods will be cadbaiso for the purpose of triangulation.
Part |: Theory-based research

Chapter 1

First theliterature for the concept of validity and possible typesvafidity will be
reviewed, with construct validity emerging as the type tf@tuses on issues in language
testing that can answer basic theoretical and ndetbgical worries in Hungary about the use
of translation in language proficiency exams.

Chapter 2

Then anoverview of related key issues itrandation literature will follow as a
theoretical foundation to the construct of transtatand a preliminary construct of pedagogic
translation will be presented. This is a purelyotietical aspect of the research, contributing to
theory-based validation.

Chapter 3

Key concepts and approaches to assessment ofatiansperformance itransation
research literature will be explored then, with the aim to explore kegncepts for the
assessment aspect of the construct of pedagogisldten, contributing both the theory-
based and scoring validation.

Part I1: Empirical research

Chapter 4

In the empirical part of the present reseasttistical analyses of annual exam data
(intermediate ORIGO written exams in English) apdcific exam data (from three separate
exam sessions, intermediate ORIGO written examsEmglish) will give the purely
quantitative aspect, with findings summed up emighasthe main pedagogical implications
of the present research. This chapter focuses @m#thodological aspect of the construct
validation of pedagogic translation in a testingiteat, and its findings contribute to the
theoretical aspects of the construct of pedagaegitstation, thus to scoring validation.

In further empirical research, the potential of nesearch methods will be explored to
find out how they could be used for researchingeispof construct validation of translation
exam tasks.

Chapter 5

First a process-based introspective method (think-aloud) will be resded for its
potential in response validation, and preliminangings summed up.



Chapter 6
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Then aproduct-based research method (corpus-based research) will pwred for its

recommendations

Part I11: Summary

Chapter 7

summed up.

potential for the scoring validity aspect of cowostr validation, with methodological

Finally thesummaries of findings and conclusions from the chapters will be summed up,

together withrecommendations.

In the empirical part of the research the emphiasmsore on exploring methodological

intermediate translation exam task as a resuli@fésearch.

aspects of construct validation than claiming teehgalidated the exam itself, the ORIGO

The table below sums up the research design girdsent dissertation:

Table 0: Research design - an overview of methods used

=

M ethod Type of method | Type of data Type of analysis | Outcome

Literature review | Qualitative Studies in Critical reading | Validity types identified
validation for the present research

Literature review | Qualitative Studies in Critical reading | Aspects of the construct gf
translation Exploratory translation, a preliminary
literature model

Literature review | Qualitative Studies in Critical reading | Key concepts in
translation Exploratory assessment of translation
literature performance

Statistical analysi$ Quantitative Exam data SPSS analysis The methodology of

empirical (annual and statistical analysis of exarn

specific) data for construct validity

Introspective Qualitative Test takers’ think{ Protocol analysis| An analytic framework for

(Think-aloud empirical aloud protocols | experimental process-based analysis 0

protocols) translation strategies, a

preliminary list of
successful and
unsuccessful translation
strategies

Corpus-based
research

Qualitative (with
quantitative
aspects)
empirical

Test takers’
translation scripts

Concordance
programme
analysis
experimental

Potential methods
recommended for scoring
validation based on
product-based analysis of]
translation performance




FigureO: The structure of the present research
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Chapter 1: Theoretical background to test validatim

1.1 Present conceptualisations of test validity

In this chapter the meaning of validation will le&plored first, types of validity
identified and described, a dominant type of validconstruct validity) studied in more
depth, procedures recommended for construct validamentioned, threats to validity
considered, and validity frameworks overviewed.alnthe validation framework in the
Manual (Figueras et al, 2003) will be reflectedfimm a somewhat critical angle.

1.1.1 Validity — definition and approaches

Validity, in short, could be defined as systemajmthering of empirical and non-
empirical evidence that, in a justifiable way, sofp the claims testers make in connection
with the construction, administration, evaluatiomdause of their tests. Types of validity
address different issues within the test productioth evaluation cycle and in connection with
the use of tests, each focusing on aspects thatbeamesearched and investigated in
manageable units.

A more scientific definition of validity from th8tatistical glossary states that

validity characterises the extent to which a meawsent procedure is capable of
measuring what it is supposed to measure. Norrtfadlyerm validity is used in situations where
measurement is indirect, imprecise and cannot eeig® in principle, e.g. in psychological 1Q

tests purporting to measure intellg&tatistical glossary

In the Multilingual Glossary of Language Testingrihs (1998) validity is defined as

follows:

The extent to which scores on a test enaiferences to be made which are
appropriate, meaningful and useful, given the psepof the test. Different aspects of validity
are identified, ..., these provide different kirafsevidence for judging the overall validity of a

test for a given purpos€1998, p. 168)

As Alderson and Banerjee (2002), based on ChafEd@9) point out language testers
have come to accept that there is no one singlearts the basic question : “What does our
test measure?” “Does it measure what it is suppdsecheasure?”. Instead, referring to
Cronbach and Meehl (1955), they suggest testerddlask:

What is the evidence that supports particulagrpretations and uses of scores on this

test? Validity is not a characteristic of a test, & feature of the inferences made on the basis of
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test scores and the uses to which a test is pet.v@idates not a test, but a principle for making
inferences(Cronbach and Meehl, 1955, p. 297)

Validity used to be more conceptualised as comgjsbf separable types that can be
isolated and measured or established independehtipe another and of reliability. In the
early 80s validity and reliability were still geladly seen in language testing as two distinct
concepts to be considered, and the general betisfthat a trade-off could exist between the
two, a test being either valid and less reliablerebable but less valid (Underhill, 1982).
Validity was more associated with productive skiksting, with a kind of direct testing
approach, whereas reliability, on the other hanith wdirect testing of objectively marked
tests.

This kind of approach to measurement was questibgeMessick in the late 80s and in
the 90s. In Messick’s (1989) view, validity is amecall evaluative judgement, founded on
empirical evidence and theoretical rationales, lné tadequacy and appropriateness of
inferences and actions based on test scores. Massioduced the idea of validity as one
unified conceptand is seen as a milestone in the evolution &tlitka as an overarching
concept. In his view making a distinction betweeatidity and reliability is irrelevant, what
matters is explaining source of variability (agdiin Alderson and Banerjee, 2002).

Alderson and Banerjee’s (2002, p. 102), in theergiew of validation research in the
past one or two decades add that the Messickidredimotion of construct validity “has led
to the acceptance that there is are best way to validate inferences to be made fresh te
scores for particular purpose™. Instead there areariety of different perspectives from
which evidence for validity can be accumulated.WWite number of validity types increasing
steadily, there seems to be more and more empbiagiging to integrate them into evidence
gathering designs (Mislevy et al, 1999) or interoahstruct validity frameworks (Bachman
1991, Bachman and Palmer 1996, Weir 2004, 200therahan investigated in isolation from
the overall testing context. Views on validatiagree (Shepard, 1993, as cited in Alderson
and Banerjee, 2002) that this is and should be verrending process, no matter how
frustrated test developers are by the fact thatda@bn procedures, especially those relating
to construct validity, are long, exhaustive, compéad complicated, not routinely done by
exam boards, or even the need for them is questi@agesurveys have shown (Alderson and
Buck, 1993).

Later approaches to validity do not always receiueh overwhelming acceptance as
Messick’'s views, as shown in McNamara’s (2006), wdomsiders Mislevy and Kane’s

influential validation model a failure from the poiof view of properly addressing values
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(Messick’s legacy) and the social context of assess (McNamara’s emphasis on exploring
the complexity of the social dimension). Aldersomd @8anerjee (2002) do not even mention
Mislevy and Kane’s model, Saville (2005) does wHeacribing the newly developed Quality
Management System (QMS) of the ALTE (AssociationLahguage Testers in Europe)
acknowledging having taken into account works okdlek, Bachman, Bachman and Palmer,

Kane, Mislevy and Kunnan.

1.1.2 Types of test validity, categorisations
As types of validity are related to fundamentgdeads of test construction, evaluation
and test use, and also, as the need for and cedtinterest in validation seems to be getting
more and more emphasis in language testing, selypied have emerged in the past decades,
and also several ways of categorisations. The wmsimonly cited types of validity in the
literature are:content, construct, criterion-related (predictivepncurrent), consequential,
convergent, discriminant, facandresponsevalidity.
The ALTE Multilingual Glossary of Language Testiigrms (1998) defines validity
types as follows:
= constructvalidity: “scores can be shown to reflect a tlyesipout the nature of a construct
or its relation to other constructs”,
= contentvalidity: the items or tasks of which a test isdmaip “constitute a representative
sample of items or tasks for the area of knowlemtgability to beteste”,
= convergentalidity: “when there is a high correlation betwesgores achieved in it and
those achieved in a test measuring the same congimespective of the method). This
can be considered as an aspect of construct yalidit
= discriminantvalidity: “if the correlation it has with differeértest of a different trait is
lower than correlation with test of the same triaigspective of testing method. This can
be considered an aspect of construct validity.”
= criterion-relatedvalidity: “if a relationship can be demonstratestvieen test scores and
some external criterion which is believed to beemsure of the same ability”. It is “often
used in determining how well a test predicts futuebaviour.”
= concurrentvalidity: the scores the test gives “correlatehhjgwith a recognised external
criterion which measures the same are of knowledgbility”,
= predictivevalidity: “an indication of how well a test preticfuture performance in the
relevant skill”
= face validity: “the extent to which a test appears todidates, to be an acceptable
measure of the ability they wish to measure. This isubjective judgement rather than
one based on any objective analysis of the testfaoe validity is often considered not to

be a true form of validity. It is sometimes referte as ‘test appeal’.”
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Consequential and response validity are not iredud the glossary, but can be defined
asconsequential validityelating to the consequences of the use of tesitse(in the social
context), andresponse validityelating to the appropriateness of the cognitivecedures
used in performing the language task, in relatothe procedures aimed at.

One type of grouping is possible through assauyatiem based on the relationship they
show in referring to common aspects of test desigiest use. In this way construct, content,
convergent and discriminant validity can be consdeasinternal validity types, more
associated with designing tests, criterion, corenriand predictive validity can be seen as
externalvalidity types, more associated with validatingt$éan relation to their context of use.
Face validity seems to stand alone, referringgergeral acceptance of a test usually based on
a loosely connected sets of criteria.

A different categorisation is used by Bardos (90®hen overviewing the most often
used validity types in testing. He remarks thateribian a dozen types has been formed in the
literature in the past fifty years. Referring tongabell and Fiske, 1959; Bachman and Palmer,
1981; Weir, 1993 and Spolsky, 1995 - Bardos (2@0@ns up the most often used types of
validity according to the dichotomy whether they t@empirically evidenced or not

Table 1.1: Categorisation of validity types

Evidence Non-empirical Empirical

Types of validity Content validity Construct validity
Face validity Criterion-related
Response validity validity (concurrent,

predictive)

Means used Logic, experience, |Empirical data,
expertise, intuition, statistical analysis
empathy

Source of evidence Internal, immanent Externalecdn

Bardos (2002, p. 46)

Alderson and Banerjee (2002) lsbntent, predictive, concurrent, construct and face
validity in their overview of validity research. & also emphasise Bachman and Palmer’s
(1996) importance in building on Messick’s unifipeérspective, strengthening the unified
concept of construct validity but emphasising,h& $ame time, dimensions that concern test
development in the real world, the central ideangpétest usefulness”. Bachman and Palmer
identify “six critical qualities” that play a majoole in determining test usefulnessnstruct
validity, reliability, consequences, interactiveseauthenticity and practicalifybuilding on
Bachman’s (1991) earlier work on fundamental cagrsitions into language testing, which

explores the idea of construct validity in depth.
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Brown (2000) observes that that the unified coh@éponstruct validity is very well
accepted today, and that types of validity are seeisubsumed into it; the three types of
validity traditionally distinguishedcpntent, criterionand constructvalidity) are now seen as
only different facets of a single unified form afrestruct validity.

Recently the idea afcore validationKane et al, 1999) acoring validity(Weir, 2005)

has emerged. In Kane’s interpretation score vabidaheans a chain of inferences:

from observation to observed score (evaluatiorse@ing procedure),
from observed score to universe score (generalisata reliability studies),

from universe score to target score (extrapolatiderms of a model),

P 0N PE

from target score to decision (relevance, assatiakies, consequences).
(McNamara and Roever, 2005, p. 25)

In Weir’s interpretation (Weir and Shaw, 2005, ps8oring validity is defined more in terms

of processes to establish it: explaining “the eitem which test scores are based on
appropriate criteria, exhibit consensual agreenmemharking, are as free as possible from
measurement error,” and are “consistent in terneoofent sampling”.

From among validity types mentioned throughoutliteeature ,construct validityseems

to emerge repeatedly as the one that can offervaralb and sound theoretical approach to
addressing basic issues about the relevance dahgeany well defined component of

language competence, thus translation in languagiciency exams. Therefore it will be

examined in more detail below.

1.1.3 Understanding construct validity

As generally accepted and shown above, constalidity in psychometrics, in a broad
sense, refers to the issue whether the test mesasthat it is intending to measure.

McNamara and Roever (2005), when discussing th@ugen of the concept, call
Cronbach the father of construct validity. Refegrito Cronbach and Meehl (1955) they
emphasise that Cronbach and Meehl saw construcdityahs an alternative to criterion-
related validity, using such central concepts @aits” and ‘Underlying quality”. In their
view when the tester has no definite criteria te, usdirect measures are applied to explore
the underlying trait or quality, thus the emphasisot on test behaviour or test scores but on
cognition. “One validates not a test but an intetgiion of data arising from a specified
procedure” (Cronbach, 1971, p. 477). Thus the ctbila of evidence and a rigorous
confirmation or falsification of hypotheses happeirs which “interpretation” and thus

“values” take central role in buildingalidity arguments McNamara and Roever add that
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Cronbach (1990) was also concerned with sloeial contextand consequencesf such
interpretations, acknowledging that they depend‘swtietal views of what is a desirable
consequence, but that these views and values clouagdime” (as cited in McNamara and
Roever, 2005, p. 11).

In McNamara and Roever’'s (2005) view, Messick @9rther emphasised the social
dimension in his model and the role of values irtislen making and prioratising in
measurement, and offeredratrix to show the interrelated nature of the basic aspafchis

unified theory of validity.

Table 1.2: Facets of Validity

TEST
TEST USE
INTERPRETATION
EVIDENTIAL o Construct validity
Construct validity N
BASIS + Relevance/utility
CONSEQUENTIAL o Social
Value implications
BASIS consequences

Messick (1989, p.20)

Thus the implication is that construct validationtself cannot be isolated from test use
and the socio-political context it happens in antklated to.

Bachman (1991) explored the concept of construaditsain depth in his seminal work
on language testing. Construct validity, in hishtdcal definition “is concerned with
identifying the factors that produce the reliablariance in test scores”. In a construct
validation procedure first we need a theory thacsfes language abilities that we want to
measure, thus we have to specify the construds firen operationalise the construct in the
form of task types in a justifiable way, and fiyalixamine the relationship between elicited
test performance and our hypothesised construabibfies.

Alderson and Banerjee (2002), in their State-ofAlneoverview of validation research,
emphasise Messick’s role in challenging the viewalfdity types separable from each other
by arguing that construct validity is a multifackteut unified and overarching concept. They
also highlight Bachman’s importance in shaping onderstanding of the implications of
construct validity. The European tradition of adaiag validation research seems to be more
indebted to Messick and Bachman, viewing validaagnprimarily based on theoretical and
value-based considerations and inferences.

Others, however, object to seeing validation regeas decision-based interpretations
and prefer descriptive interpretations (Kane, Migle Such a descriptive interpretation

framework is offered in Mislevy’s influential Evidee Centred Design (ECD) (as cited in
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McNamara and Roever, 2005), more referred to irAilerican psychometrics literature than
in the European tradition, which is seen as eistaibly a clear relationship betweewvidence
gathered from observations (assessment daa¥essment argumentsuilt on those
observations (relevance of data, value of obsematas evidence), araaims made about
test takers as a result (inferences from obsemstidModelling claims and evidence, and the
relationship between the two is seen asctrestructof any test, and thus we can see the rest
of their model as establishing the right contextrfaking a valid design for doing so.

In McNamara and Roever’s (2005) view, no clear-digtinction between the two
approaches - value-based and descriptive - isfiplig asinferencesin both models are
unavoidable: “the path from the observed test perémce to the predicted real-world
performance (in performance assessment) ... ingadvehain of inferences. There is no way
for us to know directly, without inference, how tlvandidate will perform in non-test

settings” ( p. 16), thus making inferences sho@déen as inherent in any validation model.

1.1.4 Procedures used to establish validity

Contemporary validity theory has developed a var@ proceduresfor supporting
validity claims, i.e. for justifying inferences lebon test scores and decisions based on tests.
Among such procedures are: correlation coefficiefsarson correlation coefficient (to
guantify correspondence between measurements andceepted ‘true’ value), factor
analysis, regression, ANOVA studies and multitraittimethod studies, etc.

Brown (2000) also mentions the use of contentysmal He thinks that no matter how
construct validity is defined, there is no singlaywo study it, but it should be demonstrated
from a number of perspectiveshe more strategies are used to demonstratealitbty of a
test, the more convincing it will be to test takensl stakeholders.

Bachman (1991) distinguishes betwegmntitativeandqualitative evidence that can be
gathered in construct validation. In the categofygoaantitative evidence he mentions
correlational evidence (correlation, factor analysis, multitrait-multiched matrix),
experimental evidencdindividuals randomly assigned to groups and giwdifferent
treatment). In the category of qualitative evider® includesanalysis of the process

underlying test performande.g. protocol analysis).

1.1.5 Threats to validity
Threats to construct validity, on the basic theoattlevel, in Messick's terms are
construct under-representati@nd construct-irrelevant variancéas cited in McNamara and

Roever, 2005). The first is the case when the ass&# requires less of the test taker than is
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required in reality. The latter involves contamiaatfrom other factors that “illegitimately
affect scores” in a way that differences in scadesnot reflect the differences in ability
properly.

In the larger context of test production, howeverther threats can be identified.
Brown (1996), when listing the most common threatsalidity, mentions that threats to the
reliability and consistency of a test are also dtseto its validity because a test can be
“systematically valid only if it is systematic amwnsistent to start with”. He refers to 36
threats to validity discussed in detail in Browr®96), grouped in five different categories:
environment of the test administration, adminigtnat procedures, examinees, scoring

procedures, test construction (or quality of tésins).

1.2 Test validity frameworks
1.2.1 The value based model - Bachman

Bachman (1991, p. 240) defines validity as “agresinbetween different measures of
the same trait” and reliability as “agreement bemeimilar measures of the same trait”.
Accepting the implications of Messick’s conceptuniitary validity, he also emphasises that
different types of validity (content, criterion andnstruct) must be viewed as complementary
types of evidence to gather in the process of aibd. The types of evidence to support
construct validity can be quantitativeorrelational evidencgcorrelation, factor analysis,
multitrait-multimethod matrix), experimental evidencéndividuals randomly assigned to
groups and given different treatment), and qualeatnalysis of the processderlying test
performancgamong them protocol analysis).

The first step in construct validation is to defittee constructs theoretically, i.e. to
organise concepts of unobservable language ability general law-like statements or
constructs. The second step is to define constmsationally (isolate the construct and
make is observable). Th third step is to quantifgesvations of performance or language
ability on a scale, i.e. to quantify observatiohperformance in the form of test scores.

Table 1.3 :Operationalisation of Bachman’s constrat validity — an example

Theoretical defintion Cperational defimtions Chzervations
(test scores)
pragmatic oral mierview ordinal scale; 0-4
cotrp etence <
rmltiple choice test intetval scale: 0-20

(Bachman, 1991, p. 257)
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As a synthesis of his views on validity, relialyili methods of measurement and
criterion-related testing of communicative abikti@nd also to operationalise the relationship
between the factors that can influence performandanguage testing, Bachman offers his
influential model by the help of which one can ogpttialise sources of variation in language

test scores.

Figure 1.1 Bachman’s model for sources of variation in test szes

Personal

characteristics
Communicative

language ability

Random factors

Test method
facets

(Bachman, 1991, p. 350).

The interpretation of his model suggests that cansvalidity is in fact the validation process
that accounts, in a justifiable way, for legitimataurces of variation in the test performance.

In Bachman and Palmer’'s (1996) model the notioriest usefulness is made more
explicit and it is suggested that a trade-off exisétween six aspecteliability, construct
validity, authenticity, interactiveness, impact apdhcticality (as cited in McNamara and
Roever, 2005, p. 33).

Both McNamara and Roever (2005) and Saville (20@8) well as Alderson and
Banerjee (2002) emphasise Bachman and Palmer’'sriamae in introducing the dimensions
of “usefulness” and “utility”, in an integrated wawto building language testing standards,
taking into account theontextof test development and iismpact on its socio-political
context in terms of the use made of scores. Bymteng the concepts of relevance for the

context and impact on the socio-political contéit model becomes inherently value-based.

1.2.2 The descriptive model - Mislevy
In McNamara and Roever’s (2005) view, Mislevy dmsl colleagues (2002) introduced

analytic clarity into the definition of construcahdity and construct validity procedure. In
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their Evidence Centred Design model (ECD), theyu$oon the chain of reasoning in
designing a test.
The four major levels in ECD are:

a) domain analysis (developing insight into the comgalpand organisational structure of the
target domain),
b) domain modelling (modelling claims, evidence argksd,
c) conceptual assessment framework (technical bluemtindent model, task model, target
model, assembly model and presentation model),
d) operational assessment.
(as cited in McNamara and Roever, 20050p. 2

What seems to be impressive about the above nwt®t it is basically an operational
design that can be followed as a process. Amonghibstcomings are mentioned that it does
not address the context for test development armd stbcial dimension of assessment

explicitly, neither does it deal directly with thees of test scores.

1.2.3 Weir's model: the construct of test validatia

Weir and Shaw (2005), working with the Cambridges&arch and Validation Group on
an enhanced validation framework to build the ALTQHality Management System on,
emphasise that the model they suggest for useeasatis for quality control procedures for
exam centres has practical advantages to previoadels. Their basic attempt is “to
reconfigure validity as a unitary concept”, but anway that shows explicitly how “its
constituent parténteract with each other”. The innovative aspect is thatythenceptualise
the validation process as reflecting stages otebedevelopment procesself, thus offering
a “temporal frame” They also add that the concept of proficielemelsis addressed in their
framework as “within each constituent part of th@nfework criterial individual parameters
for distinguishing between adjacent proficiencyelsvare also identified” (Weir and Shaw,
2005, p. 21).

Weir and Shaw acknowledge building on Messickmisal works, Toulmin (1958),
Kane (1992), Mislevy et al. (2000), Bachman (20849 Saville (2004), and claim to provide
“a theoretical socio-cognitive framework for an éence-based validity approach”
integrating and strengthening the existing WRIPrapph by Cambridge. This approach
identifies four essential qualities of test usefsr Validity, Reliability, Impact and
Practicality (VRIP), and in the quality control pemlures provides relevant checklists to
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collect evidence from each stage of the test priimu@nd evaluation process. A dynamic

diagrammic overview of the model is presented below

Figure 1.2: Weir's Validation framework

Weir’s Validation framework (2005)

Test taker
}

Context validity Theory-based validity

}

Response

!

‘ Scoring validity

| e

Consequential validity Criterion-related validity

(Weir and Shaw, 2005)

Weir and Shaw state that their model is socio-togn“in that abilities to be tested are
mental constructsvhich are latent and within the brain of the téster (the cognitive
dimension)”; and social as “the use of languageeariorming tasks is viewed as social rather
than a purely linguistic phenomenon”. They empletiat the aspect of temporal sequencing
is valuable for test developers as “it offerplan of whatshould be happening in relation to
validation” and alsowhenit should be happening”.

In the following few paragraphs, Weir and Shawalidation framework will be
introduced, in more detail. As the first stage lie tvalidation process, evidence about the
characteristics of th€est Take(physical/physiological, psychological and expetal) is to
be gathered, as impact from these may affect thetmeatask is performed. Among examples
are mentioned that individuals may have specialdse@yslexia, e.g.), their interest,
motivation, preferred learning style and persogalype can also play a role, as well as the
degree of their familiarity with a particular tesan also have a potential effect on
performance.

In Context Validity“the parameters under which the task is perforiiesdoperations
and conditions) has to be accounted for”: the lisigti parameters as well as the discoursal,
social and cultural contexts. Here, based on Baohamal Palmer’s definition of authenticity
(1996, p. 23), they see context validitysasiational authenticityrelating to “the degree of
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correspondence of the characteristics of a giveguage test task to the features of a target
language use task” .

In Theory-based Validitythe key is to collect evidence on how establishesbry
explaining the kind of language processing thaesaglace in the operation of a given task
can be evidenced to happen, in the form pfiori evidence (piloting, trialling, verbal reports
from test takers on cognitive processes), angbosteriori (statistical analysis of scores
following the administration).

In Scoring Validity linked to Context and Theory-based Validity, abpects of
reliability are accounted for: the extent to which scoredased on appropriate criteria, the
consensus in marking, measurement error, staloir time and consistency in content
sampling.

In Criterion-Related Validitythe relationship between the test scores and soaenal
criterion has to be evidenced, this external aatemeasuring the same ability. They consider
concurrent and predictive validity as sub-formscaterion-related validity: in the former
comparison of the test scores of the same candidatethe given test and some other
instrument is involved at about the same timehalatter the other measure for the candidate
happens later in time.

Consequential Validityexplains how “the implementation of a test carecffthe
interpetability of test scores”, i.e. the practicainsequences of the introduction of a test.
They refer to Shohamy (1993) and McNamara (200()p vihave raised these social
dimension issues repeatedly.

In Weir and Shaw’s viewgontext validity, theory-based validity and scoriradidity are
So inseparable that they exist in a “symbiotictrefeship” and together they constitute what is
generally referred to aonstruct validity

This definition, in my view, shows striking similtes with Bachman’s core definition
of construct validity:to be able to demonstrate evidential relationslefgvben the theoretical
concepts as constructs - operationalised in then fof task types administered - and the
observed scores, but divides Bachman’s overarcborgept of construct validity into its
obvious three stages at an operational level.

The above stages of Weir and Shaw’s validatiorcgse can be operationalised, in a
somewhat simplified way, in the form of questiokgeir (2005, p. 48) suggests all test

developers should address:

= How are the physical/physiological, psychologicatl @xperiential characteristics of
test takers catered for by this tesfegt takey
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= Are the characteristics of the test task(s) anddisinistration fair to the candidates
who are taking themZpntext validity

= Are the cognitive processes required to completddbks appropriateTtjeory-based
validity)

= How far can we depend on the scores of the t&taring validity

= What effect does the test have on its various btalkers? Consequential validily

= What external evidence is there outside the tesmtescthemselves that it is doing a

good job? Criterion-related validity

In conclusion, Weir and Shaw (2005) emphasise ttigit attempt is “the first by any
examination board to demonstrate and share howdteegeeking to validate” their claims of
operationalising “criterial distinctions betweernvéés in their tests in terms of various

parameters related to these”.

1.3 The validation framework in the Common European Franework of Reference

The Common European Framework of Reference (CHid®) been internationally
widely accepted in the past few years as presesiegified standards in the form of scale
descriptors for distinguishing between languagdigiemcy levels, with the aim to introduce
generally accepted standards in Europe. The acaoymgp Manual and Reference
Supplementare provided as guidelines in developing approgrimols for planning the
linking process of local levels in existing proGocy exams to Common European
Framework (CEF) levels directly, or to exams thaténbeen linked to CEF levels, indirectly.
Up to now only illustrations in several languagesébeen published of the results of such
linking procedures, and only in reading, writingldistening. No complete case studies have
been publicly available, nor is the mediation slgllesent in either the scales, or the
illustrations.

The Manual (Figueras et al., 2003) and the Reter&upplement (Kaftandjieva et al.,
2004), however, offer guidelines for exam centeslévelop their own linking procedures,
and are especially valuable in presenting suggestades for validating exams and
proficiency levels, internally and externally, intamporal framework. This validation
framework is summed up in two figures in the Manudabt in Figure 1.1 (2003, p. 6),
describing the recommended procedures as sepaagees 0f the validation and the linking
process, and then in another figure (2003, p. 1M@Bich is more specific about the statistical
procedures recommended to use in empirical vatidati

The validation framework recommends to use hatkrnal and external validation

procedures in two of the three major stages indingl an argument for “claim of link to the
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CEF”: in the first stage Specification of examination contgntand in the third stage (

Empirical validation) through analysis of test data (as shown belowiguré 1.3). No

explicit validation procedure appears in the secstaje $tandardisation of judgements)

although they are implied in procedures recommended

Figure 1.3: Visual representation of Proceduresat Relate Examinations to the CEF
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The approach in the recommended validation praesdin the Manual and the
Reference Supplement is modescriptive than prescriptive, the principal consideration
behind this, probably most dominantly, is adheretewethe Council of Europe mission
statement of recommending European standards witfoyaing them on any nation or
institute (Martyniuk, 2006). Several ways of evidergathering as well as analytical and
statistical procedures to build validity argumeantsare described, from which exam centres
are encouraged to choose depending on their exatexts, and on the extent permitted by
resources and expertise available. Though a defierhporal frame is suggested by the CEF
in building the separate stages on one anothernwheomes to validation procedures, no
concrete sequence to follow is recommended forispaontexts. The complex design of
such procedures are left to the expertise of tfammnekoards, but is most probably the main
objective behind the planned series of Case Stuiieshich descriptions of best practice for
specific contexts are planned to be made publiciyiable.

The recommended evidence gathering proceduredem@&ibed mainly in a technical
way, without referring much to validity types, ostablishing links or a hierarchical
relationship among such validity types. It is engbead, however, that linking to CEF levels
or external validation is not possible without well groundedernal validation, and that
internal validation is a prerequisite for any lingi In internal validation in the Specification
stage the following areas are identified: desaiptand analysis of general examination
content, the process of test development, markimgy grading, test analysis and post-
examination. In the Empirical validation stage ifternal validation the following areas for
statistical analysis are recommended: classicdl ttemory, qualitative analysis methods,
generalisability theory, factor analysis, and itesponse theory.

The procedures recommended in both internal aterred validation altogether can
cover most of the aspects addressed in validitedyps overviewed in the theoretical
background to validity above, even if not expligcitamed so. On the other hand, although
several aspects of different types of validity adelressed in the Manual and the Reference
Supplement in isolation, some criticism, howevain be voiced. Firstly, the whole approach
to internal and external validation does not seenaddress the importance of construct
validation as one unitary concept, through a sesfa®lated evidence gathering procedures.
Secondly, criticism of the CEFR (Weir, 2005) poiotg that 1) context validity (contextual
conditions affecting task performance) is not cashpnsively addressed in the CEF scales, 2)
level specific constructs are not reflected propémnl the way scales build on one another
(theory-based validity), and 3) without clear andgleitly specified scoring criteria for
assessing performance in relation to CEF leveléinking or comparison of tests can take
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place (scoring validity threatened). He also watret the ‘symbiotic’ relationship between
these types of parameters cannot be disregardguying that specific types of validities
(context, theory-based and scoring) cannot be ksttald separately, or in isolated measures.
Along with Aldersonet al (2004, as cited in Weir, 2005) he suggests thabriy-based
validity of sufficient coherence for constructs fefading and listening competence) across

levels will have to be established first, to enalaikd tests to develop based on the CEFR.

1.4 Summary and implications

In conclusion, when one addresses the issue of avkest really measures, the answer
can be arrived at through inferences (McNamaraRmeer, 2005), examining several aspects
of test design, test production and test use. Ddipgron the aspects to be examined, several
types of validity can be identified (e.g. as reveelin the Multilingual Glossary of Language
Testing Terms, 1998). Procedures appropriate fetindit types of validity are normally
suggested to be used in combination (Brown, 20@@pgether making up a validation
process. Threats to validity should be addressedlidation designs.

The most determining and overarching type of vglichs generally accepted today, is
construct validity (Alderson and Banerjee, 2002,Ndmara and Roever, 2005). In defining
how one should conceptualise construct validityprach and Meehl (1955), Messick
(1989) and Bachman (1991) are most commonly refete who have shaped our
understanding of the concept of construct valicgtiand who should be consulted when
addressing the concept in depth. No matter howtnastsvalidity is defined (Bachman, 1991,
Weir and Shaw, 2005), what is essential is thaimstruct validation the “underlying traits”
of the language abilities to measure should beemsded first in a conceptual framework,
precisely defining the construct to be measureénth valid operationalisation of the
construct should be demonstrated in the form df tgses, and finally a relationship has to be
established between the observed scores and thity abe claims to have measured in the
performance (Bachman, 1991).

Approaches to organising validity procedures irdonceptual frameworks vary
(Bachman and Palmer, 1996; Mislevy et al., 2002nié, 2003; Weir and Shaw, 2005). The
closest to reflecting the actual process of thé design and evaluation cycle is Weir and
Shaw’s (2005) theoretical socio-cognitive framework for an evidetbased validity
approach which offers gaemporal frameor exam centres to knowhatto do andvhento do
it in complex validation designs, as well as emfgiag the symbiotic nature of such validity

aspects.
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Although stages of the recommended validation gutace in the CEFR offer guidelines
for internal and external validation of tests, ewethe case of the well established four basic
skills these are not seen as completely adequatedmning well grounded linkage of tests
(Aldersonet al, 2004; Weir, 2004).

In the case of the mediation skill and translataana testing device, however, CEF
performance scales are not even existent yet. Tdrereto address the problem of proper
internal validation and well grounded linkage ofdia¢ion exam tasks, first the theory-based
relevance of integrating mediation and translaima communicative language testing has to
be justified on an evidential basis (constructdation), and only then can the actual linkage

of performance levels in mediation (translatioriuded) be aimed at.
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PART |
Chapter 2: Theoretical background to the construciof translation — towards

establishing theory- based validity

2.1 Introduction

The present chapter aims to contribute to exploagpects of translation research and
definition attempts at conceptualising the congtrfctranslation. In doing so, it will be
inevitable to focus on what is constant and whah&nging in relevant parameters that have
been used to define translation in translationistuslo far.

As far as a background to translation studies icemed, a vast amount of literature
has been published in translation research shed50s, as the Routledge Encyclopedia of
Translations Studies (RETS) (Baker, 2001) and thigiography sections of major
publications suggest. The home page of St. JerarhbsRing lists 27 categories in which the
bibliography of translation studies itself is dig@tl among them: Contrastive and
Comparative Studies, Corpus-based Studies, IntenallStudies, Process-oriented Studies,
Research Methodology, Specialized and Technical nsladon, Terminology and
Lexicography, Translation and Gender, Translatiom &anguage Teaching, Translation and
Politics, Translation Policies, Translation Theofganslator and Interpreter Trainingn a
foreword tolntercultural Faultlines(Olohan, 2001) the publisher depicts the presesres in
translations studies as follows:

The explosive growth in translation studies inergcdecades has brought in its wake a
proliferation of types and areas of research. Todayare faced with a bewildering variety of
approaches, theories, objectives, and proceduresseopolitical changes, the globalization of
communication, the crisis of the subject in humasjt the growing interdisciplinarity and
developments in the cognitive sciences all had thgyact. Where have they left research into
translation? Is it still possible to think in terro$ a few paradigms? What are the leading
conceptions today, if there are any? How culturenidoare the assumptions underpinning

research?

To answer these questions, an impressive coltectib studies follow that have
addressed some of the major issues in translaggegarch in the past few yeashift, But Not
As WE Know Them? Research Models and Methods inslation Studies(Olohan),
Choosing an Empirical-Experimental Model for Invgating Translation Competence: The
PACTE Model (Beeby), A Cognitive Framework for Looking at Mental Processes
(Kussmaul) Parallel Corpora inTranslation Studies: Issues in Corpora Design andlpsis
(Zanettin), The Text-organizing Function of Lexical RepetitionTranslation (Klaudy &
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Karoly), Issues of Translation Research in the InferénBaradigm of Communication
(Gutt).

Two series of books on translation studies hage &keen launched, with the series
titles. Translation Theories Exploredseries editor: Hermans) antranslation Practices

Explained(series editor: Kelly). In a foreword to theseisgthe publisher writes:

Translation is as vital and charged as ever. ything, it has become more plural, more
varied and more complex in today's world. ...In recgears the field has gained in depth, its

scope continues to expand and it is increasinggracting with other disciplines.

The above introduction to the theoretical backgtbuo translation studies already
indicates that it would be a futile attempt to toygive a comprehensive overview of the past
and contemporary works on translation research, ahdelated issues. Therefore the
considerably restricted overview that follows waliim at focusing the literature review to
some scholars, some theories and some issuestonilge ones that seem to be the most

relevant to the present research.

2.2 Translation: a theoretical model
Before establishing the theoretical backgrounthéoresearch, for feasibility reasons we
should restrict our search to some key concepts)aar see how these concepts are defined
in the literature. The following list of key condspcould be envisagettanslation (product
or process, ability, competence, skill or activityjanslation as part of mediation,
translatability, directionality, translation erroand assessment of translation performances.
Before definingtranslation however, one should see which discipline to twrrand,
also, be satisfied that the research of translationewed as one that suffices the criteria for

scientific research (a doubt often voiced in comitative language teaching in Hungary).

2.2.1 The science of translation — historical backgund

As several scholars observe, an important terrmgyproblem in the literature seems
to be the definition of whatranslation is. Translation is such a “multi-faceted activity”
(Hatim, 2001), or such a “uniquely complicated ptraenon” (Dollerup, 2005), serving
varied functions and occurring in so many differeomtexts, that it seems almost impossible
to give the ternone definitionthat can serve all purposes. As Hatim puts itpltaality of
approaches and a diversity of aims and objectw@s €vidence”. As a possible consequence,
there are views that question if translation hagsar be researched on the ground of solid
scientific basis at all (Berglund, 1994, as citeKiludy, 2004). Hatim (2001) also observes
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that “there remains a great deal of uncertaintyr dire status of translation studies as a
discipline” (2001, p. 8), but concludes that “thedy of translation is assuming a high profile,
and what is remarkable is that it is happeningamdy in the traditional centres of the West,
but world wide” (2001, p. 9). To provide some supipe facts, the development of
translations studies will be very briefly outlinbdre.

The Routledge Encyclopedia of Translations Stu(REsTS) states that thecience of
translation” (Nida’s term, as cited in RETS, 2001, p. 277) lged around the 1950s and
1960s, when it was largely treated as a branctpplied linguistics, incorporating pure and
applied branches of the discipline. Klaudy (200415) also gives the"2 half of the 26
century as the turning point when the scienceafdiation [forditastudomany] or, in another
term, the theory of translation [forditaselmélefreed to emerge. In Klaudy’s definition:

The theory of translation can be identified asanbh of applied linguistics, which deals
with the process of translation, the product ahstation and its function, taking into account
all the verbal and non-verbal factors that appedheé situation when translation occu{2004,

p. 26)

In Klaudy’s classification (2004, p. 27), the firperiod of ‘linguistic translation
studies’[nyelvészeti forditdselmélet] was mainly charaisted by scholars working in their
own countries, “relatively isolated” . In this pedi she mentions Nida (1952, 1964), Fjodorov
(1953), Jakobson (1959), Mounin (1963), Revzin &utenzvejg (1964), Catford (1965),
Holmes (1972) as the ones that contributed the noo#te process in which the science of
translation emerged as a new discipline.

Today the “science of translation” is normallyaeéd to as tfanslation studi€s a
term introduced by James Holmes in 1972. He alsppeth the different branches of
translations studies (as cited in Klaudy, 2004) andded it into three main categories:
theoretical translation studieslescriptive translation studieendapplied translation studies.
Within theoretical translationstudies he distinguished betwegeneral translation theory
and partial translation theoriesWithin descriptive translation studiese had three sub-
categoriesproduct-orientegdprocess-oriente@ndfunction orientedranslation studies. And,
finally, within applied translation studiethe main areas ateanslator training translation
aids andtranslation criticism.The above categorisation, in itself, is alreadyirathication of
how wide ranging the areas were that were coverélae research of translation in the 70s.

The Encyclopedia uses the tetranslation studiegor “the academic discipline which
concerns itself with the study of translation” (RET2001, p. 277). In Baker’'s definition it
covers the following:
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“Translation studies” is ... understood to cover thbhole spectrum of research and
pedagogical activities, from developing theoretiftaimeworks to conducting individual case
studies to engaging in practical matters suchansing translators and developing criteria for

translation assessme(Baker, 2001, p. 277)

Since the 1970s and especially the 1980s, howegeopposed to the pure linguistic
approach, thenterdisciplinary natureof translation research has become more and more
accepted by scholars. Klaudy (2004, p. 131) desstibe second period of translation science
as aninterdisciplinary period in which new theories and new research methodse we
introduced coming partly from linguisticsgmiotics, discourse analysis and pragmatics),
partly from other branches of scienphi{osophy, sociology and psycholygy

As far as the interdisciplinary naturetadnslationandtranslation studiess concerned,
the Encyclopedia (RETS) observes that,

as opposed to the early 1950s and the 1960s, whesldtion studies was treated as a
branch of applied linguistics, since the 1970s padicularly the 1980s, translation scholars
began to draw more heavily on theoretical framewakd methodologies borrowed from other
disciplines, including psychology, communicationeaty, literary theory, anthropology,

philosophy and, more recently, cultural studie®0@ p. 279).

Despite this complexity, Baker views the disciplax one that is developing and can
develop a coherent research methodology of its (001, p. 279), integrating perspectives
and research methods from other disciplines. Antbege areas Baker mentions a number of
distinct theoretical perspectives from which tratish can be studied (relevant areas are
communicative/functional approachespolysystem theory psycholinguistic/cognitive
approachegs

Neubert (1994), emphasising the complexity of taadlation process, remarks that this
interdisciplinary nature of translation studies msgy due to the insufficiency of reductive
models that have aimed to define the concept soafadt distinguishes betwedinguistic
theories, pragmatic theories and text and psyclgpiistic theoriesamong the ones that had
tried to capture this complexity of translation.

One possible visual representation of the inteiplimarity of translation studies,
illustrating some of the relevant disciplines menéd in the literate to translation studies was

given by Fekete (2005) in her summary of a moraitet literature review as follows:
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Figure 2.1: The interdisciplinarity of translation research

Interdisciplinarity
philosophy (disciplines andmethods)

corpus research discourse’a

culturestudie

(Fekete, 2005)

In the heart of the diagram are the source tex),(THe target text (T2) and the
translator (Tr); research into the relation betwidentexts can be helped by discourse analysis
and corpus research, research into the relationweeet the texts and the translator can be
informed by communication theory, psycholinguistensd psychology, among others, the
study of the interrelationship among the componeatsbe placed into an educational setting
and into a wider context (culture studies), an ewater context of the study of differences
between cultures can be helped by anthropologyressephilosophy can give the theoretical
framework for understanding how language can remta®ality around us.

In Klaudy’s classification (2004, p. 132) the thingeriod, although any such
classification might still be premature in her vigwould be considered to have started in the
90s and could be described as relying increasioiglmpirical researchboth in the research
of the nature of translation, and in training ttates and interpreters. The need for empirical
evidence is also emphasised, among others, bypk&lh(1998) who urges for a data-based
definition of translation competence.

The tendency for emphasising the need for empiresearch into translation and
translation studies is evidenced by the increassegof corpus-based inquiries into translation
research to get empirical data on translationsradygts, alongside with the use of think-
aloud/verbal protocols to explore psycholinguistid other metalinguistic dimensions of the

translation process.
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Hatim (2001) observes that the traditional distorctoetween research into the theory
of translation and research into the practice achieng of translation should be replaced by an
integrated approach to the study of translatione Timplication is that without such

integration research intoanslationcan only be done on a fragmental theoretical basis

To begin with, the acts of translating and tramstateaching have, until fairly recently,
been kept separate from ‘research’ into theseaglated activities. The polarisation is historical
and is evidence of the misleading demarcation lthas are often too readily drawn between
theoretician and practitioner in many disciplineBheory and practice are ultimately
complementary and, particularly in a field suchtrasslation, the distinction needs to be re-
examined(Hatim, 2001, p. 3)

In Hungary, translation studies go back to the &0d 70s, (Klaudy, 2004), relatively
late. Among the reasons Klaudy mentions that it wak easy for Hungarian scholars to
participate in and keep pace with internationakaesh, nor was there a centre in Hungary,
unlike in other countries, that could have orientabrdinated and financed such research. To
help to coordinate research activities, theanslation Theory Sectiorof the Applied
Linguistics Committee of the Hungarian Academy ofeices was brought about in 1983,
which evolved into Committee in 1991. Seven natioc@nferences on translation were
organised until 2004 (conference proceedingerditaselméleti Fuzetek I-)V the most
outstanding one being th@ransferre necesses éstonference in 1996 in Budapest, with
350 participants coming from 40 countries (confeesproceedings, Klaudy and Kohn (Eds.),
1998), with such participants as Tirkkonen-Con@ibesterman and Dollerup. Several PhD
dissertations have been written in Hungary reldtedranslation studies (Klaudy, 1981;
Pongracz, 1983; Déniel, 1984; Lendvai,1986; Benti®gd7; Albert, 1988; Cs. Jonas, 1989;
Heltai, 1992; Szabari, 1998). In Hungary, the ktdsvelopment is a “State-of-the-Art”
volume of translation research with the titew Trends in Translation Studi@saroly &
Foris, 2005).

2.2.2. The definition of translation — historical lackground to theoretical frameworks

An inevitable issue in translation studies seembedhehistorical perspectiveo the
theoretical frameworksyhich has to be taken into account when any overdesurvey of
translation studies is attempted at. It seemsdhatinderstanding of theature thefunction,
and thequality of translation is inevitably embedded in time, andthe way scientific
disciplines change and develop in complexity tkhemceptualisation of concepts that are then

used to develop theories that explain and ingtigie reality around us.
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The reason why so many interpretations, definit@amg models have evolved, seems to
be that scholars keep redefining answers to thie ljgaestionsWhat is actually translated
when conveying the meaning/message/the verbal itdizst of reality?, For what kind
reader/recipient/intercultural communicafar in What context?, and What is the
quality/effect/result, etc. of what is translate@tc. Systematic answers to the above questions
seem to constitute the parameters along which ¢fieal models keep changing in time.

A simplistic representation of the above elemend$ seem to be constant in any model
could be:

Figure 2.2: Constant elements in theoretical modsglof translation

CONTEXT

The definition of translation (7. ) seemd®an elaboration of how one perceives
the above concepts, e.g. from translating linguisgstems to translating cultures in contact.

The reason for the constant changes, in additiotheointrinsic development of the
science of translation and the impact of otheraaiences, however, seems to be changes
(regarding the scope and amount) ofgbeial need for translatio(e.g. from bible translation
in the beginning of translation studies to teamdrafnslators operating in one translation
project, from the translation of literature in pashturies to today’s enormous demand for
translation of documents in the European Community)

Nida and Taber's (1982) definition of translationllvbe presented below, as an
example, as opposed to a recent definition by K&izmke (2002). In Nida & Taber's

definition:

Translating consists in reproducing in the recef@oguage the closest natural equivalent of the
source-language message, first in terms of meaaniigigsecondly in terms of style. (Nida and
Taber, 1982, p.12)

In Kaiser-Cooke (2002) definition:

Translating requires de-constructing one realityl aonstructing another; the translator's

consciousness as the interface between cultureeatity enables this process.’
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In both definitions, the act of translating is defil, with the same actors: text and translator,
with obvious differences in the perspective.
Changes in another central concept in translatsearchequivalencee.g., as Hatim’s

Concept Map | depicts it, helps to grasp the amtbt evolving nature of the same concept:
Figure 2.3: Hatim’s Concept Map |

Formal E euivalence: Catford

Dymamic Eoquivalence: MNida
Praguatic E quivalence: Foller
Text-based Equivalence: Beaugrande

Foreigrisation and Eouivalence: ¥ oemnati

(Hatim, 2001, p. 13)

The dynamic relation between changes in terms aiohiions whereas relating to
much the same concepts is a concern for Cheste(@t#b) as well, when he gives his

overview of the terminology problems in translatgindies:

“The basic terminological problem is that differesgholars use different terms for what
seems to be more or less the same thing....”

“Do we really have a dozen different conceptsnakding a separate label? Why do we
have these terminological disagreements? Do thdierfa..The answer to the questions about
whether we have a dozen concepts that need domes, tsust surely be “no”. (Chesterman,
2005, p. 18-19),

Chesterman adds that several recent contributiame httempted to make sense of the
terminological confusion in the area of definitioofsterms and concepts, mentioning Molina
and Hurtado Albir (2002), Klaudy (2003).

2.2.3The definition of translation - theoretical framewaks conceptualising translation

The first approach could be to model translatidnmajor distinction could be made
betweentheoretical modelandanalogue modelas Hermans did (RETS, 2001, p. 155). In
his definition, “theoretical, or conceptual modale theoretical constructs which are derived
from an established field of knowledge”, and ramgen linguistic and semiotic to literary
and sociocultural models, though he concludes ‘ihatould be futile to attempt a clearly

defined listing of theoretical models of translatio
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Analogue models are used to represent those chasticls which are considered to be
the most relevant, mainly in the form of visual negentations, like flow charts and diagrams
that represent certain processes and relationshig. modelling translation as a
communicative process, involving “sender—»  message» receiver”. Hermans
concludes that while flow charts serve a cognifuepose, diagrams of contextual and
communicative relations between source text angetaext are mostly pedagogical as they
highlight relations that they focus on as “legitisabjects of research”.

As presented above, another way of classifying nsodetranslation is the historical
perspective, a kind of chronological order reflegtthe development of key concepts and the
impact of interdisciplinary approaches to thesacepts. The major distinctions between
groups of theoretical models could bénguistic (based on Chomsky’s lingusitic
competence) semantic, pragmatic, communicatiy®ased on Hymes’ communicative
competence)intercultural andtrans-systemiapproaches.

A second approach could be to establish a camtinof complexity of definitions, with
the simplest frameworks at one end and the mosplexrat the other. In this respect we
could distinguish betweeminimalist approachege.g. Pym, 2002a)eductive modelge.g.
Koller, 1993; Gile, 1994) somewhere in betwesmnprehensive mode(s.g. Neubert, 1994;
Toury, 1984; Campbell,1998), and finaltyulticomponential modelg.g. the PACTE model,
2003, as cited in Kiraly, 2005) at the other enthefcontinuum.

A third approach could be a kind dtinctional distinction among conceptual
frameworks. Campbell (1998), in his review of therhture for the definition of the concept,
observes that conceptualising translation competeades according to one’s purpose, i.e.
the context in which the definition will functiolased on Holmes’ distinction (in 1972),
Campbell distinguishes three distinct approachesaj) a process based approachf
psychological modelling of the translation procdssaproduct-output basedpproach that
comes from translation quality assessment, and tcareslation pedagogy based approach
that focuses on the teaching and learning aspeabtieotoncept. His overview of the literature
strongly suggests that there is an inherent htsibaspect to be considered, where stages in
the development of the concept are strongly relédedhanges in linguistics and language
teaching methodology.

A fourth approach could be to differentiate betwe®mpetence-based modeiad
performance-based descriptigrie. what one is perceived to be able to do winamslating
(operating with theoretical concepts) and what acteially does when translating (observing

and describing actual performances of the tramsiactivity).



44

With findings of massive empirical reseaiategrated,a new generation of data-based
definitions or conceptual frameworks could comeuwdbon what Klaudy (2004) described as
the present period of translation studies with emspghorempirical research

Kiraly (2005) distinguishes between the mainstrespproach to translation today as
based on a first generatiorfinformation processing” viewof the mind and the more
contemporary“situated cognition” perspective(Risku, 2002), which “takes a dynamic,
situationally embedded view of mental processingu$ing on social, physical and emotional
phenomena that extend far beyond the macro- antb+sitategies of the individual mind”
(Kiraly, 2005, p. 123). Kiraly expects the situateolgnition approach to strengthen in the
future.

Finally, one can question if theoretical models @reeal use, as Dollerup (2005, p. 83)
does, when he warns that we should try “not taupetigid models but rather, we should use
frameworks for discussing translation”. In his viewrent theories of translation are hardly

more than “hypotheses” that have not really bedpested to falsification.

What is more, they are largely based on modelofrneunication and often assume hat
senders, translators, and audiences are easilyedefi.. this type of approach permeates much
thinking about translation, and that is not adegdat describing translational activities in the
modern world. Translation has always been more ¢@athan scholars believed, but today, the

sheer bulk and ubiquity of translation oblige ugae this fact(Dollerup, 2005, p. 91)

2.2.4 The definition of translation — terms useda define the concept

Following from the above, there seems to be nalsirdefinition of translation
emerging that is widely used and accepted, a vieavesl by scholars and research groups
today (PACTE, 2003; Kiraly, 2005; and Dollerup030.

In addition to the historic perspective and thdeddnt approaches based on different
functions translation can play in different contgxds it has been mentioned before, a further
reason seems to be the complexity of the concsglf i{Dollerup, 2005), which results in an
abundance of terms used in the definitiotrahslation Thus translation is termed ability
(Bell, 1991; Pym, 2003)competencdToury, 1984; Bell, 1991; Hewson & Martin, 1991;
Campbell, 1998),skill (Pym, 2002a),activity (The Common European Framework of
References, 2001jrans-systemiactivity (Kaiser-Cooke, 2002)situated cognitive activity
(Risku, 2002), and grocess of inter-lingual transfethat creates translations (Dollerup,
2005).

In more detail, authors who view translation asompetencesee it as an overarching

concept for several (sub)competences and abilitiedved. Toury (1984) sees translation as
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transfer competencerelying on a compound of bilingual and interliagjuabilities. Bell
(1991) basically defines translation dslingual competenge which communicative
competence is part of. Hewson and Martin (1991k t#bout translation competencas
acquired interlinguistic competenc€ampbell (1998) emphasises ttmmponential naturef
translation competence, as it is divisible into poments, interrelationships, the number of
which depends on the complexity of the concept.

Pym (2002a) views translation as “a minor compomnethe range oskills required of
intercultural professionals”. He defines translati@s cited in Hatim, 2001, p. 169) as a
combination of abilities: “the ability to generateseries of target texts from a source text and
the ability to select one from this array of teatsl to propose it as a target test for a specified
purpose and reader”.

The Common European Framework (CEFR), in its eaniersion (1998), defined
translation as part ghediationwhere the medium is written language. Mediatios defined
as thefifth skill in addition to the four traditionally used skit§ listening, reading, speaking
and writing. The 2001 version of the Framework daddpe termactivity to replace the old
skill-based terminology, and has kepediationas thefourth basic activityOral mediation
and written mediation (which translation is par} afe defined, on the one hand, as text
induced text producing activities, the aim of whishto process information and establish
equivalent meaning (CEFR, 2001, p. 99), which sauct-based approach to the definition
of translation. On the other hand, mediation atiéigsiare also defined ggocessesn which
the mediator usemediatingstrategies which include planning, execution, evaluation and
repair (2001, p. 88), which is clearly a processedaapproach to the definition of the
concept. Thus CEFR (2001) seems to include boginoduct-based and a process-based
approach in the definition of translation/mediatio the same conceptual framework.

Kaiser-Cooke (2002), when discussing the naturgasfslation expertise, defines the
translation process astrans-systemic activitin which the translator is an active participant,
a mediator in the communication process betweersti® of realities.

My research will reflect, to some extent, thisatsity, by including both a product and
a process-based approach to exploring new valatiethods that can give empirical
evidence of what happens in the actual process wdsntakers translate translation exam
tasks.

2.2.5 Recent approaches to the definition of tranation
Among recent approaches three major directionsdcbe distinguishedcompetence
based approacheg&.g. Campbell, 1998; the PACTE model, 2008)nimalist approaches
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(e.g. Pym), andactivity based approachefCEFR, Kaiser-Cooke, Risku). (The CEFR
approach will be discussed later, in 2.3.1)

Campbell (1998) urges for a data-based definibibtranslation competence. The three
assumptions behind his models are: a) translatiwnpetence is divisible into components,
interrelationships, b) there is a developmentahyay in learning how to translate, and c)
there are means for describing the differences dmtwthe performance of different
translators. In his model translation competen@dsmpound of three components: 1) target
language textual competence (where the developmstages are: substandard, pretextual
and textual), 2) disposition (in which more genenalividual factors are taken into account)
and 3) monitoring competence, which he sees asdbaseempirical study of a practical
problem. In his view only textual competence carcbesidered developmentally, giving no
explanation why monitoring competence cannot besidened the same way. Campbell
acknowledges that there is a long list of facetsexamined in the model: target language
competence, real-world knowledge, cohesion, matghstamina, first language interference,
the range of ability in conscious strategies (eiees, dictionaries), as well as the
directionality of translations, in connection witlthich he admits limitations to the
generalisability of his model.

The Tentative PACTE model of translation compete(®003), a multi-componential
model, as cited in Kiraly (2005) describes transtatin terms of a set ofognitive sub-
competencegutting special emphasis on the distinction betwaeclarativeandprocedural
knowledge. The model is the preliminary result bé tPACTE research group (Beeby,
Berenguer, Ensinger, Fox, Albir, Melis, Neunzig,o@oo, Presas), which has been studying

the nature and acquisition of translation competesicce 1997.

Translation Competence — The Tentative PACTE Model
Bilingual sub-competenceprocedural knowledge needed to communicate indawguages)
Extra linguistic knowledge (implicit and explicit declarative knowledge abdbe world in
general and special subject areas)
Knowledge about translation (implicit and explicit declarative knowledge, conueg the
nature of translation and aspects of the profe¥sion
Instrumental (procedural knowledgeelated to the use of documentation resources and
information and communication technologies appleettanslation)
Strategic (procedural knowledge to ensure the efficiency hed translation process and to

ensure the resolution of translation problemsx{i&sl in Kiraly, 2005, p. 123)

Melis and Albir (2001) call this model a holisand dynamic model, in which transfer

and strategic competencies play a vital role: ‘finener because it brings together all the
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other sub-competencies, and the latter, becauseauged in making up with the deficiencies

and solving the problems, arising from any of ttieeo sub-competencies” (2001, p. 280).
Kiraly (2005), sharing Pym’s view (2003, p. 492)jegtions if multi-componential

approaches will in fact lead to an understandinghef competence that opens the way to

innovative teaching approaches.

minimalist definition of translation competence rages the truth models that underlie
equivalence-based approaches to translation. Ingdso, it challenges the authoritarian role
such models accord the teacher of translation.” anébrce us to see the translation process as
a far more dynamic, personalized and situationgeduprocess. The emphasis changes from
prescribed sub-competencies to be mastered to thiee asituation-bound integration of

experience and resources in heuristic problem-sglyKiraly, 2005, p. 124)

Instead, he advocates minimalist approaches lika'$ywho defines translation in

terms of a dual-dimension capability:

... the ability to generate a series of more thableitarget text (TT1, TT” ... TTn) for a
pertinent source text (ST), and the ability to setmly one viable TT from this series, quickly
and with justified confidenc€Pym, 2003, p. 488):

Kiraly (2005, p. 122), as seen above, suggests“thédrk in the road has begun to
emerge within the study of translation as a cogaifprocess”, with a more contemporary
“situated cognitior’ perspective gaining momentum as opposed to thansmmaam first-
generation ihformation processing’view of translation. He presents Kaiser-Cooke’sl an
Risku’s approaches to defining translation, as gtasof this situated cognition perspective.

Kaiser-Cooke’s (2002yans-systematitheoretical model claims that

(1) Our experience of the world is structured blfure-specific concepts; cultures can be
regarded as systems of concepts. (2) Each cukypresents a specific interpretation of reality;
culturally relevant reality is constructed by teptoduction. (3) Translating requires de-
constructing one reality and constructing anottiex;translator's consciousness as the interface
between culture and reality enables this procebsT(anslation is a specific form of trans-
systemic communication; so-called indeterminacyvercome by individual and collective
human consciousness; the translator thus play<tare aole in the communication process.’
(Kaiser-Cooke, 2002)

She also adds that “the relationship between sdesteand target text is located in the
translator's consciousness”, and “the translagwocess” can be approached through
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investigating this consciousness. Her descriptioin® translation process, as summed up by
Kiraly (2005)

comprises three stages: tteproductive the comparativeand theproductivestages. In
the reproductive phase, through interpretation, ttheslator reconstructs the reality that is
relevant for the original text-producer. In the g@arative phase the system of knowledge and
cultural constraints of the source text recipientl groducer are made more explicit and
compared to the cultural and conceptual systemtghefpotential target text recipient. This
context shift enables the translator to detect lfiffierences and similarities. The production
phase then incorporates both of Pym’s productive raxuctive stages whereby the translator
hypothesizes, tests, and integrates solutionsteycultural translation problemsgas cited in
Kiraly, 2005, p. 125)

Risku (2002), as cited in Kiraly (2005), claims tthenslation always happens in a

particular environment setting and interactionahiework and

... translation is always more than simply “writingi the sense of putting words to
paper. It is the constructive shaping of a multdraksituation as a whole, since, in fact, the
translator's main responsibility is to provide feituationally appropriate communicative
artifacts. (Risku, 2002, pp. 526)

And that

translation becomes text production instead of teproduction or pure code-switching.
Translators become decision makers and intercbitoramunication experts in their own right.
It becomes important to look at the roles transtatplay, at the skills they have and at
translation as a unique, one-off process rootexpétific situations and culturg®Risku, 2002,
pp. 524)

Kiraly (2005) finds, that in spite of three disp@raapproaches, the explicit
recommendations for translation pedagogy of Pyi&ser-Cooke’s and Risku’s definitions

of translation “are strikingly similar”:

to empower students by making them proactive agehtfieir own learning through

authentic, collaborative work, leading to autoncamyexpertise’ (Kiraly2005, pp. 128-129)

Dollerup (2005, p. 83), adopting Risku’s (2002) mygeh, suggests that we should
consider translation as “an autonomous entity er recipient thus an original entity in the
recipient culture”. In Dollerup’s view (2005, p.)84he most important criteria for deciding
whether a translated text is appropriate is whetther target audience is convinced if the

translation is adequate or not”. In his view, wf@lows from this is that “we may discuss
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these texts in relation to one another (translatioticism ...), on their own rights (textual
analysis ...), or without reference to one anothditiis framework then “allows for the
relativistic nature of translation”, where “differetranslations of the same texts can co-exist”
on their own rights.

Karoly (forthcoming), in her State-of-the-Art boa translation research overviews
the main issues, focusing on scholars and schodiptiag a text-based approach to
translation but also integrating results from pescbased and pedagogic based research. In
reviewing translation competence models she comeslgd. 49) that the types of competences
generally referred to as indispensible components translation competence are:
communicative competenc¢both in the source and target languages; lingyist
sociolinguistic, textual and strategic competemesed on Canale and Swain, 19&@nsfer
competencgincluding genre transfer competence), anircultural competenceFrom a
socio-cognitive approach she adopts the view themstation is aspecial type of text
production where the dynamic nature that exists betweemprb@uction-reproduction aspects
of translation (producing a target text by repradgdhe source text in a different context) is
always made special and concrete by facets of tmtext in which the translation act

happens.

2.3 Facets of the concept of translation

The word *“facet”, by definition, means any debieaspect that make up a subject.
When discussing facets of the concept of transiaielow, | will concentrate on aspects only
that can considerably modify the definition of theoncept, and without which
operationalisations of the concept of translatiorailanguage exam validation framework
would not be complete. Both the concept of tramsteénd the findings in translation research
can be influenced by interpreting translation witlthe wider theoretical framework of
mediation by focusing on theommunicative aspectf the definition of translation activity,
and by choosing the actuainguage pairghat are researched. In addition, if the concépt o
translation consists afomponentgabilities and sub-competences, etc.), then tlestipn of
the relationship of these components to the whoheept and the interrelationship among the
components, i.e. theomponentialityof translation, will also have to be addressedalty, a
generally accepted view is that different aspetthe translation competence are addressed
when translating into thé.2 than into theL1l (Campbell, 1998), this aspect, i.e. the
directionality of translation, can also modify the findings ofyamsearch into translation, as
well as the question if there existéaaguage proficiency threshold®low which translation
cannot or should not be taught or tested.
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Thus the facets dealt with in this section are ¢batext of themediation skill the
perspective of translation ascammunication activitythe componentialityand directionality
of translation the issue ofanguage pairsand finally the existence ddnguage proficiency
thresholds.

2.3.1 Recent conceptualisations of mediation

First, translation should be defined as part of iatezh. In the earlier version, the
Common European Framework (CEFR, 1998), which momprehensive conceptual and
practical framework for establishing standards emehmonly accepted language proficiency
levels in language learning, teaching and asse¥sm&urope, addethediationto the basic
skills of reading, writing, listening and speakig difth skill that included translation where
the medium is written.

It was all the more an interesting developmentwagh the onset of the communicative
approach to language teaching, forms of mediatiad actually been banned from the
classroom. Cook in the Routledge Encyclopaediarah3lation Studies (Baker, 2001) states
that

from the turn of the century onwards almost alluehtial theoretical works on language
teaching have assumed without argument that a aeguhge (L2) should be taught without
referring to the student’s first language (L1). 02001, p. 117)

The 2001 modified version of the CEFR adopts thm tectivity to replace the old skill-
based terminology, and distinguishes four typesadtivities in language use: reception
(written/oral), production (written/oral), interamt (written/oral), and mediation

(written/oral). Mediation is defined as an actniit which

the language user is not concerned to exprefghiswn meanings, but simply to act as
an intermediary between interlocutors who are wndbl understand each other directly —
normally (but not exclusively) speakers of diffartanguages. Examples of mediating activities
include spoken interpretation and written transfatis well as summarising and paraphrasing
texts in the same language, when the languageeabrilginal text is not understandable to the
intended recipient. (CEFR, 2001, p. 87)

Mediation is perceived as covering two types odivdes:

Translation The user/learner receives a text from a speakeriter, who is not present,
in one language or code (Lx) and produces a pateiein a different language or code (Ly) to

be received by another person as listener or reddedistance.
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Translation= Writer (Lx) > text (in Lx) > USER > text (in Ly) Reader (Ly)
Interpretation The user/learner acts as an intermediary inet@dace interaction
between two interlocutors who do not share the danguage or code, receiving a text in one
language (Lx) and producing a corresponding texhénother (Ly).

Interpretation= Interlocutor (Lx) -discourse (Lx) - USER - disgse (Ly) -Interlocutor
(Ly). (CEFR, 2001, p. 99)

The above definition of mediation as attivity, “producing a textual response
(oral/written) to a textual stimulus (oral/writhéni.e. “text induced text production”, is
apparently aminimalistproduct-based type of definition

Oral and written mediation are then defined pescessesn which the mediator uses
mediation strategiegplanning, execution, evaluation and repaifthe aim of which is to
process information and to establish equivalentmmgd, which seems to be an information
processing view of mediation. The detailed desionpiof mediation strategieshowever,

states that:

Mediation strategies reflect ways of coping with the demands of usimitdi resources to
process information and establish equivalent meganiine process may involve some pre-
planning to organise and maximise resourd@svéloping background knowledge; Locating

supports; Preparing a glossanas well as consideration of how to tackle the tas hand

(Considering the interlocutors needs; Selecting the size of interpretation Juriduring the

process of interpretation, glossing, or translatibbe mediator needs to look ahead at what is
coming next whilst formulating what has just beardsgenerally juggling with two different
‘chunks’ or interpretation units simultaneousBréviewing. He or she needs to note ways of
expressing things to extend his or her glossigtig possibilities, equivalendgesand to
construct islands of reliability, (prefabricateduaks) which free up processing capacity for
previewing. On the other hand he or she also needse techniques to skate over uncertainty
and avoid breakdown — whilst maintaining preview{Bgidging gap3. Evaluation takes place
at a communicative leveChecking congruengend at a linguistic levelQhecking consistency
of usagé¢ and, certainly with written translation, leads itepair through consultation of
reference works and people knowledgeable in thig fimncerned réfining by consulting

dictionaries, thesaurus; consulting experts, soskcdlCEFR, 2001, p. 88)

Thus CEFR (2001) defines mediation/translation biotm a product-based and a
process-based approach in the same conceptualvi@ineMuch of the translation process
as described above will be reflected in the findiiod the process-based part of the present
reserach.
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Pym’s (2002b), responding to real world needs lati@n to translator training in the
third millennium, keeps the tertmguistic to refer to the verbal nature of mediation and
creates the terringuistic mediation In his definition, “the notion of linguistic medion
should cover everything that can happen when layggiare in contact and there is some
impulse for communication across their boundari€stms of mediation thus include e.g.
conversation in several languages, various formdeé-switching, passive knowledge of the
other’'s tongue as well as translation and intempgetHe is of the view that “Linguistic
mediation, ..., is only worthwhile if it can promotenig-tem cooperation between cultures”.
He sees it happen througlocalization”, by which “a product is adapted to the requirerment
of a “locale”, a place with a specific union of wukl and linguistic features”, involving
adaptation or change, often through localizatianqats, relying on teamwork.

2.3.2 Translation as communication

A relatively recent theoretical shift seems to bedefine translation, often within
mediation, as some kind cbmmunicatiorbetween different languages and cultures.

In Hatim and Mason’s view (1990) when a languagerureacts to a text a
communicative act takes place in which the readmonstructs the context, the three
dimensions of context being: communicative traneactpragmatic action and semiotic
interaction. They observe that although translatelated issues reveal a complex world of
diverse activities, one can “uncover the strikimgfarmity which emerges when translating is
looked upon as an act of communication which attentp relay, across cultural and
linguistic boundaries, another act of communicatiwhich may have been intended for
different purposes and different readers/hearer890, p. 1). They warn that the product-to-
product comparison in translation often tends terlmok the communication aspect (1990, p.
3).

Schaffner and Herting (1992) define translation as type of intercultural
communication, and repeating Hatim and Mason (1988)n that product - to product
comparison often tends to overlook the communiogbimcess involved.

Neubert (1994) calls it “bilingually mediated commncation”. Nord (1994) views
translation as a process of linguistic and cult@@éptation. She recommends a functional
approach to translation teaching in which the peoipe communicative situation for the
target text should be clearly defined, and theeeféhne culture-specific translational

conventions prevailing in the culture-communitiegalved should also be taken into account.
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Cook (2001) observes that following a shift froringuistic (from a source text into a

target text) approach to translation today thefional approach holds that

‘language elements constitute an inseparable @ifitrm and content’. *...viewed as an act of
intercultural communication rather than a skilltiansferring minimal linguistic units across
language boundaries, translation could no longetabght/learnt on the basis of linguistic
exercises.’ (Cook, 2001)

Vermeer (RETS 2001, p. 61) holds the view thahdi@ion is no longer the mere
transformation of a text from one language intotheq but rather the production of a target
text that can function within a different conteat fecipients from a different culture.

Bell ( RETS, 2001), again, takes a communicatiordehavhen defining translation

from the point of view of psycholinguistic/cognigapproaches:

A psychologically plausible model of translatiorush reflect what is currently known
about human information processing and memoryntpknonolingual communication as a
starting point while recognising that translationdainterpreting are special instances of
bilingual communication. It needs to address issuesh as the extent to which translation-
specific processes are embedded within a largeehadchuman communication ....

Translation combines the activities of readingglidhg and writing/speaking, and there is
evidence to suggest that translators and intenwrdisten and read (and speak and write) in a
different way from other language users, basidadlgause they operate under a different set of
constraints. (Bell, 2001, pp. 185-186).

The terminology used and the definition of mediatin the CEFR reflects the above
approach.

Kaiser-Cooke (2002), when discussing the naturgasfslation expertise, defines the
translation process as a trans-systemic activityhich the translator is an active participant
in the communication process. In her view transtagxpertise is a process originating from
and based on the translator's experience of thielwor

Pym (2002a), as seen earlier, views translatiotaasinor component in the range of
skills required of intercultural professionals”. s attempt to define translation as part of
cross-cultural communication (2003), he sees tatiosl as a specific kind of communication
act which happens at cross-over points betweerureslt in which act translation, as
“mediated cross-cultural communication is carried fr a participant who is peripheral or
external to at least one of the cultures involvddé envisages a growing importance for

translation in our globalizing age, observing tiet “growth of cross-cultural communication
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is manifest in all modes, from the learning of laages to mediation via translation”, and the
practical as well as the social and political irogtions for this phenomenon will have to be

considered.

2.3.3 The componentiality of translation

If translation is viewed as not a unidimensionahagpt but as one consisting of
components, then it has its implications for isctang and testing. As the componentiality of
translation competence, to the best of my knowletige not been researched empirically so
far, the concept of componentiality will be addessthrough the reading skill which has been
researched in this way, allowing, at the same tifmethe commonly accepted assumption
that the reading skill is obviously an elementrahslation competence.

Lewkowicz (1983, p. 4), addressing testing issudt@ componentiality of the reading
skill starts from summing up testers’ approachhe divisibility of language competence.
She mentions three hypothesis: a) the unitary ctenpe hypothesis (Oller, 1976), b), the
divisible competence hypothesis, and c) the padizisibility hypothesis, which is a
compromise between the two extremes, inasmuch aflovs for a single factor which
underlies all skills and also a number of factard aompetencies specific to each trait. She
quotes empirical studies that give evidence of ghdial divisibility hypothesis, and the
existence of distinct language traits (skills). Asasuring these traits can only happen
through actual tasks devised to measure them, ahdity and reliability of the instruments
(test method effect) becomes a factor that has beglenced to interplay with the construct
to be measured. In Lewkowicz's view the three negdests she designed to measure the
same trait(s) failed to do so, and warned thatetsstwhen constructing reliable testing
instruments must be aware of the different sulshill’olved and must adequately balance
parallel tests as far as the weight of the sulssidglconcerned.

In another empirical research into the componégtytiaf the reading skill Weir,
Huizhong and Yan (2000) also review studies thaberinto a) the unitary, b) the multi-
divisible and c) the bi-divisible nature of the de®y skill/ability. Sharing the multi-divisible
view of the reading ability they warn (2000, p. 2Bat a fully unitary view may have
dangerous implications in testing, as a differeetghting of the separate skill components,
which the tester is not aware of, can seriouslgrdignate against certain candidate types.

Some implications for the componentiality of tiatisn follow from the above. First: if
the reading skill is viewed as multi-divisible, as one that should be discussed within the
partial divisibility context, then translation coetpnce, which the reading skill is part of,
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should also be viewed and discussed so. Secottte reliability of testing the reading skill

can be affected by the multi-divisible or partiaisible nature of the reading competence
that becomes evident through the test method effeah the same aspect of translation
competence has to be accounted for in the conswvlidranslation competence when
developing a test construct and also in the operalisation of the construct in the language
exam.

Another issue somewhat related is that no mattet wie direction of the translation is,
it always involves language competence in two laiggs, involving the reception of one text
in one language and production of a correspondexg in another language (e.g. the
interpretation of the CEFR definition of mediatidtiediation Project, Hungary — coordinator:
ELTE ITK).

Karoly (forthcoming, p. 39), relying on a socio-oitiye approach to the definition of
translation, is of the view that the exact relasiop between the production and the
reproduction in translation cannot be conceptudlias one static and constant type of
relationship, but as a “dynamic and gradual” orepethding on the facets of the context of the
translation act. Thus the implication is that ttatien is dynamic, gradual and multi-

componential.

2.3.4 The directionality of translation

“Directionality in translation studies usually regeto whether translators are working
from a foreign language into their mother tongueioe versa”, although other combinations
are also possible, working from one foreign languego another (Lonsdale, RETS, 2001, p.
63).

Lonsdale (2001, p.64). observes that while the ipukimployers included, generally
assumes that there is no distinction between tbettve profession knows that competence in
the two directions is rarely symmetrical, and thdes€ussion of translation tends to centre on
translation into the mother tongue”. The generattgepted view in Europe is that translators
should work into the mother tongue (Kelly, 1979 wkeark, 1988; Picken, 1989) and this is
the requirement for translators in internationajamisations as well as the only direction
sometimes translators are qualified by professiamghnisations (Keith, 1989). Lonsdale
cites Ladmiral, who “recognises translation inte foreign language only as a pedagogical
exercise to test performance in that language; fagmofessional point of view, he considers
it an absurd requirement and a hopeless task” (1187.940-50). To use the unmarked term of
translationto mean translation into the mother tongue is@aron that there is no generally
accepted term for the terminology of translatioto ithe foreign language, and the proposed
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terms ofprose translationor servicetranslation are not widely used. Recently, the terms
direct translation (into the mother tongue) amdersetranslation (away from the mother
tongue) has been used both in English and some lathguages (Spanish, Italian, Portugese,
Arabic and Chinese). Lonsdale uses the tetermediatetranslations to refer to translations
through an intermediary language, (e.g. using Hretac translate from the Arabic into
Spanish), which is often the case with non-Europsaurce texts translated into European
languages. At professional level, the value of dlaion seems to be more emphasised in
connection with translation into the L1 than inte L2 in language teaching, as well, because
of the asymmetric nature of linguistic competencéhie two directions.

In Campbell’'s view (1998) different aspects of thranslation competence are
addressed: when translating into L2: understanttiagext is not a problem, but the task is to
compose in the L2; whereas in translating into b#lerstanding the text is a problem, while
composing in L1 one has the resource of the mdthegue. Using the CEFR terminology

reviewed in thanediationsection, one could model the differences as follows

Figure 2.4: Modelling the directionality of translation

Text L2 TextL1
Reeeption Production

direct translation:

inverse translation:

Text
L2
Produc
-tioty

TextLl
Reception

At pedagogic level, however, others "(Heltai, 19%1so referring to Snell-Hornby
(1995) are of the view that L1-L2 translation maydi more pedagogic value than translation

from the other direction, especially at advanceelle

2.3.5 Language pairs — language distance

The nature of translation has traditionally beesearched in relation of an L1 text and
its L2 translation, involving two particular langyes at a time, often giving rise to
generalisations based on similarities or differsnoetween the given language pair that were
extended beyond the two languages in question.

Languages, as it is a generally accepted ide&rdifi their relative similarities or

differences to one another, “for example, two laaggs may have similar word order rules
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and similar rules for certain syntactic and phogalal structures” (Longman Dictionary of
Language Teaching an Applied Linguistics, 1992, 2{j)-201). Based on this phenomenon,
languages can be said to be closely or distanthte@ to each other, grouped in language
families. If “language distance is thought to bee dactor which influences the ease or
difficulty with which learners acquire new languagj¢Longman Dictionary, 2001, p. 201),
then it is also a factor or facet that has to Beranto account when translation is researched
and translation competence measured. An exampld beuEnglish and German, as closely
related, and English and Japanese, as distantdgegu

Language pairs and a systematic search and descrgd similarities and differences
within and across given language pairs is in theugsoof machine translation, and may
produce results that can inform translation redearzl the teaching of translation.

2.3.6 Pedagogic translation — a language proficiept¢hreshold?

In the literature, the intricate and interminglimglationship between the use of
translation in language teaching vs. translati@cheng proper is acknowledged. Two major
issues seem to emerge here: a)dtierence in focus and methodolody) a hypothesised
language proficiency threshottiat could distinguish the two.

The differences infocus and methodologyill be dealt with later (3.4), as a research
aspect. A hypothesised language proficiency thidshowever, is central to conceptualising
translation, and should be dealt with as one fat#te concept.

In connection witha hypothesised language proficiency threshglimashita (1992),
also referring to Oller (1976), Cummins (1979), Koz{(1980), Alderson (1984) and Catrrell
(1991), holds the view that a foreign language ipiericy threshold exists for language
learners without which they cannot transfer natimeguage reading ability into foreign
language reading ability. As the reading skill i$ @ssential component of translation
competence, then this may have two implicationgramslation research: a) below a certain
foreign language proficiency threshold translatway not be a meaningful activity, and b)
there might exist a language proficiency threstiotdransfer ability/competence operating in
translation as well. These hypotheses furtherfjugtie pedagogical aspect of the proposed
research: research into the performance of exasiaeetermediate level, comparing their
performances in reading comprehension vs. translati

Heltai (1997) suggests that, as the first phaseaoilation (comprehension) is heavily
dependent on the general level of language proigieespecially vocabulary knowledge, the
testing of “translation skills should not be aimatl before a certain level of general
proficiency and a certain level of reading comprefien is attained, i.e. before the
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intermediate level examination is passed”. Lateatids that in his experience while L2-L1

“translation is too difficult for the candidatesair intermediate examination, it is too easy at
the advanced level”, suggesting that at intermediavel grammatical problems are too

dominant, hindering relevant performance, whereaslaanced level lexical problems cause
greater difficulty, but as dictionary use is allayé& does not really constitute a problem for
examinees.

Whereas it is widely assumed that without a certairel of language competence
translation training cannot take place, or event thanslation should only be taught in
specialised schools where the highest level ofuistgc competence must be assumed, Pym
(1992) also remarks that this would mean teachragstation to virtually empty classes.
Campbell (1998, p. 58) emphasises the diagnoshe\a translation saying that “the stages
of individuals’ language development must be réfldan the quality of their translations”.
Hatim (2001, p.168) doubts if any clear cut didimt between the two exists in the real
world, and raises the question of what is reallgg®ming in translation courses: the teaching
of translation proper or translation related larggiteaching?

Allowing for different levels of language proficiey in different stages of translator
training, with different pedagogical implication§ile (1994) distinguishes between two
stages in translator training and recommends eifteapproaches to follow in the two. He
recommends a process-oriented approach to adeptlgitstages of translator training, where
the focus is more on identifying problems and peablsolving. For pedagogical purposes at
this stage he developed a process-oriented modethwhe calls a “sequential model of
translation and error analysis” (1994, p. 109), dinds it highly profitable to use with
motivated students. He adds that at a later stagedact-oriented approach should follow.

The Routledge Encyclopedia of Translation Stud@®01, pp. 284-285) describes a
rapid institutional expansion in translator tragiwhich answers increased social needs. It
also adds that the trend since the late 1980s haea towards shorter, more fragmented
training programmes that are increasingly integraté wider university structures.

In sum, the issue of a hypothesised language peofiy threshold for teaching
translation has only been raised, but has not beswered. The present research hopes to
contribute to this aspect from empirical reseathihough statistical analysis of the construct
of the exam, and through the process-based andigrbdsed analyses of actual translation

performances.

2.4 Research aspects of translation research — aneoview
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Reflecting the diversity of theoretical approachessearch aspects are also many
folded, and determine the research method adopteel.generally accepted distinction is
product-, process- and pedagogic-based approazhesslation research, acknowledging the
limitations arising from a restricted focus in ease. Along with the survival of traditional
research methods, however, in the past two dedhdes has been a tendency to emphasise
the interdisciplinary nature of translation research, as mentioned before, widw
methodological considerations.

2.4.1 Theoretical background to research aspectproduct, process- and pedagogic-
based approaches
The inherent trichotomy of the nature of transiatis best captured in the three
indispensable elements of translatiotext (reproduction of source text and production of
target text)task (which determines the type of process to adopt), thetranslator (with a
given degree of translation competence).
Based on Danks (1991), the Bell identifies threts ®f constraints that are significant

in the context of translation:

a) task,the activity which the translator is required trrg out and the context in which this
activity takes place, bjext, the linguistic and discoursal structure of the reeutext, c)
translator, the linguistic and non-linguistic knowledge arkills of the person carrying out the
task (RETS, 2001, p. 186)

As these constraints are seen as “input condittbas draw on the same cognitive
resources, they exert different influences on thag the process functions”, the implication is
that research into them may have distinct methaleso The above approach to constraints
shows remarkable similarities to Campbell’s didimt between process-, product-, and
pedagogy-based approaches, which is widely accepty. With the onset of a task-based
approach to language teaching and testing, howeher, above categorisation is still
remarkably relevant.

In Campbell’'s view (1998), in translation studiegthodologies and concepts have
varied depending on the purpose, or objectiveshef researcher. He sees three major
approaches emerging. The first is a product-ougpproach (text-based definitions), the
second is a psychological modelling of the tramstaprocess (process-based approach), and
the third is defining the concept from the pointvadw of translator training or teaching the

skill (pedagogy-based approach). In his overviewrarslation research since the 1960s, he
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uses these three major categories in groupingttithes and their definitions of translation
competence.

The RETS (2001) distinguishes between two majoestigative strategies to overcome
the inherent problem that the translator's mindrily indirectly approachablg@roduct-based

andprocess-basestudies.

Product-based studiggroceed from a comparative analysis of sourcetamygbt texts and
use textual differences uncovered during the aisalys a means of accessing indirectly the
mental processes employed during translatProcess-based studiasse methods such as
think-aloud protocols, measuring the eye movemehtsanslators as they work, asking them to
fill in self-report questionnaires on their attirgdto aspects of literary ... or non-literary ...
translating, as well as various techniques for ligpieg personality profiles of professional

translators and conference interpreters. (RETS1,200189)

There have been views (Holmes, as cited in Ha2idd1), however, that question the
usefulness of the above distinction and argueabdtanslation is text processing, the process
of translation cannot be very different, as “deglinith texts as products must ultimately
depend on an understanding of the process of tecdoamunication” (2001, p. 112).

The present research, finding Bell's (2001) defnitof constraints and Campbell’s
(1998) approach to translation research more ratewaill include the three above mentioned
approaches by looking at translated texts (produgbut approach), candidates’ think-aloud

protocols (process-based approach) and test tgkerfsgirmances (pedagogy-based approach).

2.4.2 A shift in research methods

In the 1950s and 1960 translation studies weresified as a branch of applied
linguistics, with appropriate research methods uséche shift towards interdisciplinary
research, however, involvedew methodologiesapplied. Despite translation research
borrowing from other academic fields, Baker (20@igws the disciple as one that can
develop a coherent research methodology of its omtegrating, especially since the 1980s,
perspectives and research methods from other treesp philosophy, psychology,
communication theory and cultural studies amongit{Baker, 2001, p. 279).

A further consideration is Hatim’s (2001, p. 3), avmemarks that the traditional
distinction between research into the theory afidlation and research into the teaching and
practising of translation should be replaced byraerdisciplinary approactto the study of
translation. As indicated above, empirical datasini definitions of translation are urged by
scholars (Campbell, 1998 ).
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The present research, therefore, aims to havetardisciplinary approach to the study
of translation as an exam task, accepting Bakeesy (2001) about the interdisciplinary
nature of this research field. In this attemptwill endeavour to integrate relatively new
research methods (corpus-based research and tbink @rotocols) originally borrowed from
other disciplines, into one research design, athgwor empirical data-driven observations to
emerge in addressing the relevance of translatiotermediate language proficiency exams.
2.4.3 New research methods (corpus research artdrtk-aloud protocols)

Since the 1990s, corpus research has been morenarewidely used in translation
research (RETS, 2001, p. 50). Its popularity is ttuéhe ease by which software packages
can process enormous amount of data.

Although mainstream corpus research mainly conatggron researching the nature of
translation, or translation universals (Hatim, 20pf. 82, 151), the idea of making use of
learner corpora for research into specific problésnalso spreading (Horvath, 1999; Barker,
2003). Some exam centres have already used coggesrch methods in an experimental
way, e.g. the Cambridge exams, as their websitek@8a2003) proves it. The potential of
this new research method is worth exploring, whiehpresent research will aim at.

Within translation research more and more attentias been paid to identifying
differences between professional translators’ aadnlers’ translation and problem solving
strategies. Think-aloud protocols seem to be proigias a new research method, to explore
characteristics of students’ translation strategidsch is part of the present research.

A more detailed background to these research metiviltibe given in the appropriate

chapters (Chapter 5, Chapter 6).

2.4.4 The pedagogic aspect — the use of translationlanguage teaching

In language teaching sceptical views about tréinslan the communicative language
teaching context often get voiced. This concerrefiected in Benson’s article (2000), who
fears that a secret life of the grammar-translatieethod may still hinder proper language

teaching from happening in the modern languagesidasn all over the world..

More recently, Communicative Language Teachingctireent paradigm, has suffered reverses
in FL contexts where the social characteristico@ased with grammar-translation still pertain;
that is, context in which conservatism, elitism tio@alism, desire for control, respect for
regularity, and a liking for literature are to beufd. In such contexts the overall language
teaching goals tend to favour reading proficienoyeroother skills. On the other hand,
communicative approaches appear to flourish in nesgive, open, democratic, socially pliable

contexts. These may be sweeping generalisatiohshéy are of sufficient validity to suggest that
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the concept of a single method or approach to laggueaching, a model suitable for any people
in any country at any time, is likely to run intochl attitudes that find it inimical to their

pedagogic and social requirements. (Benson, 2G0Q} {348)

Such a view implies rejecting the relevance of asg¢ of translation in language
teaching.

As opposed to sceptical views, Cook (RETS, 20011P) sees the role of translation as
an integral and meaningful part of language tearrand hopes for ‘a renaissance of

translation in language teaching’ in the new centur

Despite the widespread popular assumption thaslton should play a major and
necessary part in the study of a foreign languagentieth-century theories of language
teaching and learning have at best ignored theaftenslation, and at worst vilified it. From
the turn of the century onwards almost all influgintheoretical works on language teaching
have assumed without argument that a new langua@jesould be taught without reference to
the student’s first language (L1). (2001, pp. I'RBtent years have seen the beginnings of the
reappraisal of the role of translation in langubsgening, and a number of write have expressed
doubts about its banishment from the classroom ¢Wsbn, 1979; Howatt, 1984; Duff, 1989;
Cook, 1991; Stern, 1992). The extremism of itsiearejection is being recognised, and the use
of translation is being readmitted, not only asadter of expediency (in that translation is often
the quickest and most efficient way to explain theaning of a new word), but also as a

theoretically justified activity aiding acquisitiofCook, 2001, pp. 119)
Among the reasons he suggests that

so strong has been the influence of the grammaslataon method that many critics have
been unable to envisage any other approach tdatamsin language learning and believe that,
in criticizing this one methodology, they re degliwith the use of pedagogic translation in
general. (Cook, 2001, p. 119)

The distinction between the two is most often meféito adanguage teaching through
translation andtranslator training proper In language teaching through translatgemeral
language skillsdevelopment is generally perceived to be in threui$p whereas in translator
training the development dfanslation skillsis targeted.

One example to illustrate it is Klaudy’s terminoyo@994), who distinguishes between
school translation and professional translationIn another study (1997) she calls them
‘school translation’ where the target reader is the teacher, agal translation’,where the
trainer is an ‘authentic reader’. Heltai (1997) relsathis view, and he distinguishes between

pedagogical translationvhere the real addressee is the teacherpesfdssionakranslation
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My experience of teaching translation does not seewonfirm the relevance of the above
clear cut distinction. The literature review alstses doubts whether this kind of approach to
making this sharp distinction between the two isotietically manageable or practically
desirable.

For a definition of the basic terms and conceptsin, let us turn to the Routledge
Encyclopaedia of Translation Studies (RETS). Altjowe find no separate headword for
pedagogic translation,it discusses related issues under the headwaddtactics of
translation (Vermeer, 2001, pp. 60-63) ande of translation in language teachi(@ook,
2001, pp. 117-120), clearly separating the ideatrafslator training proper and using
translation for language teaching purposes. BotdWwerds contain clear references to the
fact that the history of translation teaching helged on the changing concepts of translation
competence and language teaching methods.

Under the heading afidactics of translationonly translator training is implied, with no
reference to teaching the skill to lower level laage learners.

The other headword, thase of translation in language teachi@ook, 2001),
however, expands on a lot of key issues that fdwen rhajor bulk of the controversy on
translation today: the influence of the grammangtation method and its backwash effect on
language teaching, the rejection of translatiora assult of the direct method, political and
demographic influences behind shifts of focus thefre leading to the supremacy of
monolingual class, the influence of second langusgpiisition on the use of translation, and
the reappraisal of the role of translation in laanggl learning since the 1980s. Cook views the
role of translation as an integral part of languéegeching and hopes for “a renaissance of
translation in language teaching” in the new cent@ook sums up the history of the

controversy as follows:

Despite the widespread popular assumption thaiskaton should play a major and
necessary part in the study of a foreign languagentieth-century theories of language
teaching and learning have at best ignored theaftenslation, and at worst vilified it. From
the turn of the century onwards almost all infligntheoretical works on language teaching
have assumed without argument that a new languajesould be taught without reference to
the student’s first language (L1). (2001, p. 1IR¥tent years have seen the beginnings of the
reappraisal of the role of translation in langubggening. The extremism of its earlier rejection
is being recognised, and the use of translatiobeisng readmitted, not only as a matter of
expediency (in that translation is often the quitkand most efficient way to explain the
meaning of a new word), but also as a theoretiga#itified activity aiding acquisition. (Cook,
2001, p. 119)
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Among the reasons he suggests that

both the popular perception and the academic mactgainst it derive from the widespread
influence of the grammar-translation method, whiels become the stereotype for the use of

translation in language teaching. (Cook, 2001,19) 1

Part of the controversy in Hungary about the peeck or conceived backward
washback effect of translation as an exam task deehave the same root: a fear of the
survival of the old grammar-translation method oppg the spread of the communicative
method in the 1980s and 1990s, the remnants ofrwhére evidently still found in language
classes and were consequently harshly criticised.

As a threat to proper research to the issue, hawedeltai (1997) warns that
“discussions for the need for translation in thamation are also coloured by ideological
biases, often stemming from vested interest” orh lsides, and that the issue of “having a
bilingual examination is no longer a purely profesal issue in the discussions of the future
of foreign language examinations in Hungary”.

Klaudy (1994) distinguishes between school traimsia which she considers one
method for language acquisition, and professioraisiator training, which focuses on the
development of proper translation skills. In anotsudy (1997) she calls them “school
translation” and “real translation”. She sees défees between the two translation teaching
situations not only from the point of view of diféat teaching objectives or functions, but she
considers the readers in both cases to be differesthool translation the target reader is the
teacher, and the purpose of the translation isirfform the teacher about the students’
knowledge of the foreign language”, whereas in ggsional translation the trainer is an
“authentic reader”. In addition to the above distion, Klaudy (1994) recommends different
error correction strategies for language classhacand translator “revisers”, recommending
a kind of implicit correction for language teachensd explicit correction for translator
trainers, who should apply real-life error correntistrategies in professional training. As a
critical remark, | have to add that in my opiniomdaexperience it may not ideally suit all
teachers’ and trainers’ personality or approactaoslation teaching, with explicit correction
more often used at earlier stages of language ogwvent and implicit correction at later
stages when translator or language students aplyateave a much wider repertoire of
language skills, translation and revision straedo be able to do self-correction.

Heltai (1997, p. 82) uses the tepedagogical translatiorfor translation in foreign
language teaching, covering both directions as waglthe translation of words, sentences,
texts, oral and written, and then critically rensarthat “when teachers talk about the
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usefulness or uselessness of translation they w#ign think of one particular kind of
translation but then they generalise their viewalioother kinds of translation”. In Heltai's
view pedagogic translation, at least as it is pgadtin class, “is unlikely to do anything with
professional translation”, as pedagogical transtatias no real addressee. He also remarks
that no research had shown yet the direct impadeathing pedagogic translation on the
levels of standards with professional translatd®eferring to Snell-Hornby (1985) he
suggests that the teaching and testing of L1-Listedion may have more pedagogical value
than L2-L1 translation. He calls for research ibasic questions in connection with using
translation in a language exam testing situatipiwhat can be considered proper translation
skills?, b) Can they be taught or are they innatd develop automatically through language
proficiency?, c) Is using translation the best wayteach translation?, d) Should proper
translation skills be tested in a language exawlat e) Is there a direct impact of teaching
translation in general language teaching on thardéutevel of standards of professional
translators?

Whereas it is generally assumed that without aatetevel of language competence
translation training cannot take place, or event thanslation should only be taught in
specialised schools where the highest level ofuistgc competence must be assumed, Pym
(1992) also remarks that this would mean teachiagstation to virtually empty classes. On
the other hand Hatim (2001, p.168) raises the opresif what is really happening in
translation courses: the teaching of translatiaper or translation related language teaching?

The Routledge Encyclopedia of Translation Stud@®01, pp. 284-285) describes a
rapid institutional expansion in translator-traigpithat answers increased social needs, and
adds that the trend since the late 1980s have baeards shorter, more fragmented
programmes that are increasingly integrated inttewuniversity structures.

Gile (1994) distinguishes between two stages amdiator training and recommends
different approaches to follow in both. He assum@socess-oriented approach, and suggests
a process-oriented model (1994, p. 109) developepddagogical purposes for the first stage
in translator training. He calls his model a “satjisd model of translation and error analysis”
and recommends this approach as highly profitablady stages of translator training with
motivated students, adding that at a later stggeduct-oriented approach should follow.

With recent conceptualisations of the didacticsafslation, however, Vermeer (RETS
2001, p. 61) suggests that the traditional appréadranslator training should change, as the
translator’'s task does not end with the linguigiroduction of a target text. Aunctional

approachto the teaching of translation is to sensitisené&es to this new approach:
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a text is produced for specific recipients in acHjie context within an ‘action frame’
which consists of a number of interdependent facgrch as situation, communicative text
function Skopoy commissioner, producer, recipient(s). Situatisnsplit into the actual
circumstances of commission, text production amgpaon, as well as the various aspects of

the cultural environment in which all this is emted. (Vermeer, 2001, p. 61).

The above functional approach seems to be echoethebiask-based approacko
language tasks and language teaching in the CEfeRcdmmon theoretical ground being a
situative functional approach to setting the natfra task and setting appropriate evaluation
criteria for its successful completion. If the aghlanguage teaching is seen as primarily to
enable students to perform communicative languasjest then this aim should not be seen as
different in the language activity of using tranigla in class, an implication that follows from
the functional approach to translation training.

All in all, the literature review raises doubts wher a clear cut distinction between
pedagogic translation and translation training prap theoretically manageable or practically
desirable. Though this distinction seems to havstex both in theoretical approaches and in
practice, the literature review above also indigdteat the idea of a continuum of both
language skills development and translation skilésselopment, rather than a clear cut

distinction, could serve both theoretical and pcaticonsiderations better.

2.5 The literature review on translation: summaryand implications
The major issues that seem to be emerging fromlitkeature review above can be
summarised as follows:

1) the nature of translation and translation compet has beeextensively addressed
in translation research in the past few decades,

2) the research of translation is bo#pproached theoretically and researched
empirically in translation studies,

3) there seems to b® consensus on the definitioh translation competence in the
literature on which a theoretical construct of slation as part of mediation could be based
on,

4) there seems to baerminology problem in defining the basic concegtganslation,
the terms changing and modified as new approachesrge and translation studies is
becoming more interdisciplinary in nature,

5) in recent conceptualisations of translatiosogio-cognitive approaclseems to be

more and more widely accepted,
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6) data-based definitionsf translation competence have been urged initr@ture in
the past few year,

7) translation has been increasingly defined a®rmm of communicatiorbetween
cultures through the language,

8) the implications are that translation competeaa®t a unidimensional concept, and
thus thecomponentialityof translation competence has to be addressed,

9) thedirectionality of translation (from L2 into L1 or vice versa) ynhave an effect
on the definition of the competence and on perforceaas different sub-skills are involved
to different extent), with differing pedagogic valattached,

10) there is no consensus on whetherue of translation in a pedagogic contexto
develop language proficiency in general, or theche® of translation competence/skill
proper should be aimed at,

11) thedistance betweelanguage pairsmay have an impact on the conceptualisation
of the construct of translation, as well as actraislation problems between languages,

12) ahypothesised language proficiency thresholdy exist for teaching and testing
translation competence,

13) research methodsn translation studiesrary in accordance with approaches
(process-, product-, and pedagogic-based appeeach

14) new research methodsould contribute to a better understanding of diaron
performance and can work towards data-based defisitof the concept (corpus research,
introspective methods - think-aloud protocols),

15) anincrease in real life needs for teaching interawi communicatiorat earlier
levels than professional translator training sedmsndicate increased social needs in
connection with different levels of communicatidmaugh using several forms of mediation
in a more mobile European context,

16) a clear-cut distinction between ‘school tratisfe and ‘real translation’ might be
replaced by the idea of@ntinuum of translation competentem lower proficiency levels
to professional translators.

In the introduction to this chapter, it was engesa that in translation research it would
be inevitable to focus on what is constant and vidhahanging in relevant parameters that
had been used to define translation. In an overveewfar as thehanging(variable) and
constant(invariable) parameters used in defining the cphoétranslation are concerned, one
could mentions the following:

changing parameterdrom a historical aspect) could include:
= terms used to define the concept (skill, competeackvity),
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approaches to defining the concept (product-bgsetess-based, pedagogic-
based),

conceptual frameworks to define the concept,

the number of facets of the concept identified,

social demands set in connection with the use afstation (from bible
translation to the cross-cultural communicationwie today’s Europe),

the views on the role and usefulness of translatidanguage teaching,

research methods used,

constant parametersould include:

the basic triangle dfanslator, source text, target text

the trichotomy otext, task, translatqr

a definition attempt atwhat is translated(linguistic elements, message,
information, etc.),

focus on theeffect of translation on the read@ecipient of a social artefact),
focus on the role of theanslator as a mediatobetween cultures (source text
culture and target text culture)

the definition of the purpose of translation (coaisits of the context).

Based on the findings in this chapter teeommendatiomput forward are as follows:

any conceptualisation of translation as a theaktionstruct should address what is constant

in definition attempts throughout the time, rely what has been explored in the form of

changing parameters throughout the time, and aslghresent educational and social needs in

the form of a relevant definition that can functiarthe given social context.
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Chapter 3: Assessment in translation — towards expting aspects of scoring validity

3.1 Introduction

Key terms here are: the conceptqgofality in translation researghassessment criteria
for establishing the quality of translation, equesace and assessment of translation
competenceExploring such concepts can help the concepatalis and actual design of
assessment scales relevant to the social and exhalatontext they are used in, thus
contributing to establishing scoring validity ftvetuse of a translation task in such a context.

3.2 The quality of translation

The concept ofjuality in translation research, in other words: the qaesbf what
makes a good translation, has been changing, dsalelg with different approaches to the
definition of translation as a theoretical construn House’s view (RETS, 2001, p. 197),
“translation quality assessment presupposes aytleédranslation, as different perceptions of
the concept itself lead to different expectationdaa as relevant aspects of quality assessment
and the actual criteria used for assessing thgsx&sare concerned”. She identifies two key
issues in this respect: a) thelationship between the source text (ST) and target text (TT),
and b) features of the text itselind how they are perceived by human agents”.

A brief overview of approaches to the conceptudldy will be given below.

3.2.1 Approaches to the concept of quality, assessnt criteria

House (Baker, RETS, 2001, p. 197), when reviewfragchanging aspects of quality in
translation research, divides approaches to quatitythe literature into the following
categories: a) anecdotal and subjective approactasding neo-hermeneutic approaches, b)
response-oriented psycholinguistic approachescpatekt-based approaches.

In anecdotal and subjective approachés her view, the central considerations are
“faithfulness to the original’, “the natural flowfdhe translated text”, which she calls
“atheoretical” concepts that depend on the traostatpersonal knowledge, intuition and
artistic competence. Among neo-hermeneutic appesache mentiones Stolze (1992), for
whom the central consideration is “how fully thartslator can identify himself/herself with
the text to be translated”.

In response-oriented psycholinguistic approaghesHouse’s view, the central idea is
the notion of equivalent responseln this communicatively oriented approach a good
translation is a text to which the respondent ia tirget language culture reacts the same

manner as the respondent in the source languairecuShe mentions Nida's concept of
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dynamic equivalencgNida, 1964), for whom the central criteria foradjity assessment are: a)
general efficiency of the communicative process, cbjnprehension of intent, and c)
equivalence of response. Later Nida and Taber (1968gest a different classification of
criteria: a) the correctness with which the messagide original is understood through the
translation, and b) the ease of comprehension mmlviement on the part of the target text
respondent. Caroll (1966) adds the idea of “irgddllity” and “informativeness”. In House’s
opinion, all the above criteria are too broad amd ngorous enough to be considered
theoretically valid and reliable, and also normaiast which they could be measured are not
identified in the frameworks presented.

Text-based approachesome from linguistics, comparative literature amdtional
models, in House’ view (RETS, 2001, p. 198). In limguistically-based approacheshe
describes, source text and target text are companedyntactic, semantic, stylistic and
pragmatic levels. In Koller's (1979, 1992) frameWwdhe three stages of the evaluation of
translation: a) source text criticism, with a viek transferability into the target text, b)
translation comparison, evaluating method used,@ral native speaker’s evaluation of the
translation based on text-specific features estabtl in the first stage. Inomparative
literary approachestranslations are seen as “facts of one systewi’ ¢inbury, 1985), and
therefore translations are first assessed in thgetaext context without reference to the
source text, and only then is the transfer of fimmetl-relational notions (linguistically
definable units) analysed. In tfienctional theory of translatiofReiss and Vermeer, 1984),
the purpose of the translation determines ther@ifer evaluation (skopos theory), and they
distinguish betweeaquivalencdthe relationhsip between the original and itagfation form
the point of view of the same communicative funcfjaandadequacy(relationship between
source and translation), implying that the soueos is of secondary importance in this latter.

House criticizes all the above approaches to agsa# criteria as having limitations
(being either reductionists, intuitive, behaviotids not defineable) that could be overcome in
herfunctional-pragmatic mod€House, 2001, p. 199). In her discourse analysssdmodel
(House, 1981, 1997), she proposes that a) anliamalyses of the original text should be
done against a set of situational dimensions fofthis constitutes the function of the text,
which can be taken then as the norm against whiehttanslation is measured, c) the
adequate quality of the translation is finally detmed by the degree to which the textual
profile and the function of the translation mathbde of the original. Along with this line of
thought, she also distinguishes betweavert translation and covert translation the
difference being that in overt translation the seuext is so much source culture specific that

functional equivalence is no longer possible. Imerbtranslation, however, depending on the
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type of the text, the translator may have to agptyltural filter, i.e. a set of cross-cultural
dimensions, or, as Hatim (2001, p. 94) puts itfoati of translator mediation which seeks to
recreate a cultural model equivalent to that of soeirce text”. In this case then, the
appropriate use of the cultural filter has to beeased, as well. From the above it follows, as
Hatim (2001) suggests, that certain text typed l@are to covert translation strategies, e.g.
advertising, journalistic writing and technical maal, whereas other text types, e.g. historic
sermons, political speeches, a great part of tileedead more to overt translation strategies.
Among recent and potential developments House iotentthe use ofntrospective

studies of the translation procesgsycholinguistic-cognitive approaches, think-alou
protocols), which can contribute to a better un@deding of what really goes on in the
translator’'s mind, how translators make decisi@amgl thus can help to define the concept of
quality better. She hastes to remark that tramsiaguality assessment can only be inherently
product-based. Large-scale empirical research tnatoslator behaviour, however, can help

develop empirically verifiable criteria for qualigssessment (House, 2001).

3.2.2 Central criteria for quality assessment: egualence and translation norms

Equivalenceor some type of equivalence is also a centrahoaljh contraversial,
category in translation research inasmuch as timeeqt of translation is often defined in
terms of equivalence relations, or such definitians rejected on a theoretical basis or even
found damaging. Among theoreticians adopting thigon of equivalence as central, Kenny
(2001a, p. 77) mentions Catford, 1965; Nida anbefal969; Toury, 1980; Pym, 1992, and
1995; and Koller, 1995. Other theorists who refbeet notion of equivalence are Snell-Horby
(1988), who finds it irrelevant, or Gentzler (199®%ho finds it even damaging. Kenny
observes that theorists who adopt it as a cerdral,toften define translation as a form of
equivalence of texts, and then use the notionasfstation to define equivalence, i.e. the two
notions seem to be circular definitions of eaclenth

Among typologies of equivalence Kenny distinguistves groups: one focusing on the
rank (word, sentence or text level), e.g. Baker (1988 the other on the type wfeaning
(denotative, connotative, pragmatic, etc.), e.dld€¢1979, 1989).

In Koller's framework of levels of equivalence bdsen meaning reviewed by both
Kenny (2001a) and Hatim (2001), the following typé®quivalence are mentioned:

- referential or denotativéreferrig to the same thing in the real world),

- connotative(triggering the same or similar associations mnfind of the native speakers

of the two languages),
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- text-normative(the SL and TL words being used in the same oila@iraontexts in their
respective languages),
- pragmatic(the SL and TL words having the same effect oir tlespective readers),
- formal (SL and TL words having similar ortographic andopblogical features).
(Koller, as cited in Kenny, 2001a, p.77)

Kenny adds that Baker (1992) extended this framkewmny addingtextual equivalence
(similarity in ST and TT information flow and theei of cohesive devices). Newman (1994)
adds a dynamic approach to all the above by obsgithiat not all the variables in translation
are relevant in every situation, thus creatingribeon of functional equivalence

As far as thenature of equivalence, Kenny (2001a, p. 78) mentions @dtf{1965,
1994) and Pym (1992), who have different approadiesn anextralinguisticpoint of view
Catford suggests that translation equivalence scsnien ST and TT are relatable to at least
some of the features of the extralinguistic realiiyom a strictlylinguistic point of view for
Pym translation is transaction, in which the tratwl negotiates meaning, therefore
equivalence becomes a “negotiable entity”, “equalftexchange value”.

When discussing units of translation, Malmkjae®Q®) observes that whatever the
levels of equivalence are, they are created iroeq®s

It is perfectly possible to strive to provide atablish equivalence between source and
target texts at one or more of any number of legefssound, structure, meaning, genre,
discourse, text, function) and of one or more d#ffeé types (dynamic, denotational,
connotational, functional). But it is not possibie,the process of creating a target text, to
consider an entire source text at once and to rehde a target text in one fell swoop. Nor is it
possible to compare source and target texts asewholone fell swoop. (Malmkjaer, 2001, p.
287)

Within text-based approaches, a distinction shdiddmade betweesource-textand
target-textapproaches (Hatim, 2001). Equivalence is more akmirsource-text orientation
to translation studies, the considerations befdrsl mainly linguistic and text-based. In
target-oriented approaches the central issue seehesthe translator’s conscious decisions in
creating a match between thaltural models,by catering for the needs of the target text
audience, thus reinterpreting the notion of eqeinet. (Key issues in the latter are translator
invisibility, foerignisation vs. domestication, detstruction of meaning, production vs.
reproduction, which all center on the issue of gtation astransformation to particular
needs)
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The notion of equivalence as “transformation totipalar needs” is close to Toury’s
perception of the translator as playig a socia (ak cited in Baker, 2001, p. 164), fulfilling a
function as specified by the community in questitmough learning and adhering to norms
of translational behaviour).

The notion of “transformation to particular needstroduces the relativisation of
equivalence. Dollerup’s (2005) reject the idea gfiiealence, as in his opinion “in real life
there is no such thing as “perfect” translatioh$. sees translations aggproximation§ and
for him quality assessment in reality is discugsind comparing various approximations. By
adopting this attitude “it makes it infinitely easito avoid exaggerated claims that all errors
can be avoided in translation” (2005, p. 82). Thaldy of these approximations can then be
assessed by analysing their relationship to thecedext, as well as their adequacy under the
given paratmeters of the context. In quality agsess he warns that criteria for assessment
may differ for the target language audience from ¢hteria used by language teachers and
translation scholars. While for the target languagdience a translation that convinces them
of conveying the meaning properly is consideredgadte, it is the other group who
discusses the quality of translations, and dodsoso a very different point of view.

Baker goes even further. In her view (Baker, 20@1grring to Hermans (1995, p. 217),
the concept ohormshas effectively replaced the notion of equivaleimcganslation studies.

In reviewing the literature for the evolution oktlboncept, she mentions Toury (1995), who
introduced the notion of norms as an intermediatell concept betweecompetenceand
peformanceWhat follows from this approach is an importantitstv in focus: it is not an
individual translation any more that has to be ys&d in itself when defining the nature of
translation, but a “coherent corpus of translagedst'.

The notion ofnorms in Toury’s (1995) concept, is related to the stator engaged in a
constant decision making process when determinifgatwis appropriate translational
behaviour in a given community. The translator darthat “by studying a corpus of authentic
translations and identifying regular patterns ahsiation, including types of stategies that are
typically opted for by the translators representedhat corpus” (Baker, 2001). The direct
implications of the above for translator training abvious.

Chesterman (1993, as cited in Baker, 2001) furdeselops this idea by distinguishing
between professional normsand expectancy normsProfessional norms emerge from
competent professional behaviour and concern method strategies the translator adopts in
the translation process (sub-types are: accouittalsibrms, communication norms and
relation norms), whereas expectancy norms reféhdotarget text reader's expectations in
connections with what the target text of the gitygre should be like in that culture and what
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the translation of the given type should be likeu3 the dichotomy of process and product is
addressed in Chesterman’s concepts of norm.

Others call for a reconsideration of equivalenceairsg its relativisation (Toury’s
equivalence postulatel980; Snell-Hornby, 1988; Pym, 1992, 1995; NeyhE994; Koller
1995). Kenny (2001a, p. 80) concludes that the taryn that distinguishes translation from
non-translation is equivalence. As Stecconi (agdcitn Pym, 1995, p. 166) puts it
“Equivalence is crucial to translation becausesithie unique intertextual relation that only
translations, among all conceivable text tpyes,exgected to show”. Therefore, in Toury’s

words:

the question to be asked in the actual study abtation (especially in the comparative study of
ST and TT) is nowhetler the two texts are equivalent, bwhat typeand degreeof translation

equivalence they reveal. (Toury, 1980, as citeBaker, 2001, p. 80).

Within text-based quality assessment, the follownrgeria are offered by Hatim
(2001), based on Beaugrande and Dressler's (198ugential model that defined standards

of textuality at the following levels:

cohesionithe diverse relations which hold among the woptisases and sentences of the text,

coherencethe range of conceptual relations underlying srf@ontinuity,

situationality the way utterances relate to situations

intertextuality the ways utterances relate to other utterancag:siimately to other texts
performing relevant functions,

intentionality the purposes for which utterances are used,

acceptability text receiver’s response,

informativity. the extent to which texts or parts of texts mayekpected or unexpected,

known or unknown, etc. (Hatim, 2001, p. 117)

Hatim adds, that recently the idearbgtorical purposeshould be added to the above
list, which merges the pragmatic notion of “comnuative purpose” (e.g. narration,
argumentation, etc.) (a sender-oriented conceptyl dext function” (a user-oriented
concept).

Karoly (forthcoming, p. 41), reviewing approachegranslation as (re)production, cites
Klaudy's (2006, p. 26) adaptation of the above nhode which Klaudy compares text
production of an original text to text (re)prodwctiin translation, using Beaugrande and
Dressler’'s seven categories. Klaudy’'s matrix aimddcus on the translator’s operational

mode in the three stages of translation: TT reoepflransfer and ST production, indicating
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whether the translator is to reproduce relevaneaspof the TT, or is to produce them.
Karoly finds the matrix problematic at some poiriigf the idea of comparing the two types
of text production activities, and looking at tetgn more closely from the point of view of
shifts of emphasis between productive and reproekiotodes seems to be worth exploring.

In conclusion, when the quality of translationaddressed, linguistic and source text-
based approaches seem to concentrate on someflilediration of equivalenceo establish
relationship between ST and TT, whereas target-textl process-based approaches
concentrate on the translator as observing accepedsin using translation strategies and
decision making. As in a complex and comprehengraeework to the defintion of
translation one can see translation as both a gsoaed the product of such a process, in
establishing the quality of any translation one oaty accept the simultaneous use of both
conceptual frameworks for quality assessment (edgimce as a text-based category and

norms as a process-based category).

3.2.3 A third aspect of quality assessment: tranasfability

In order to develop a set of criteria for the assgent of translation, one should be able
to define what is translatable and what is not. Ryrd Turk (2001, pp. 273-276) introduce
the idea of translatability by stating that it fimstly understood as the capacity for some kind
of meaning to be transferred from one language rotheer without undergoing radical
change”. The problem in translation research lesying to underpin what kind of meaning
can be transferred, under what conditions and tatwhktent. Pym and Turk suggest that the

concept of translatability may operate at threelgv

a) For the rationalist, meanings (‘ideas’ or somes ‘structures’) are universal and are thus
generally traslatable into their various languageetfic representations...

b) For the relativist, a language embodies a spegig of thinking, all translating seems to be
‘an attempt at solving an impossible task’, thengtator either clinging too closely to the
original or too closely to the specificity of therget language.

c) A third approach is to acknowledge that altholagilguages have a claim to individuality,
texts should still be translatable, ... and thipdems through a mediation beween thinking and
expression in which the translator and interprebgoress not only the sense but also their
understanding of it, ... the translator thus idisahat the submitted text is a translation. (RETS,
2001, p. 274)

Pym and Turk call the third @empatibilistapproach and, referring to Koller (1979),

add that instead of taking language systetasg(lg as the starting point in analysing
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translatability we should concentrate on the ansiystexts or speeclpérole), thus adopting
apragmatic approacho translatability.

A dynamic approacho the concept, in Pym and Turk’s view, gives hp search for
the “absolutely possible or impossible” and insteaddoncentrating on the “here and now”

introduces the notion ofanother time and place’to translatability:

If something is not translatable here and now,hi@ particular translation situation we are
looking at, it may nevertheless be quite translatabanother time and place. (Pym and Turk,
2001, p. 276)

A second aspect of this dynamic approach, in thew, is the specificity of theontext
for receiving the traslation in tharget languageespecially the “translation culture existing
within it”. The features that constitute translatioulture are the role of translation criticism
shaping it, the historical context, unequal vae®tof language such as colloquial language,
educated diction, technical language, professiamguage, etc.

A third aspect igoragmatic constrainton how much linguistic work is necessary to
“work over the inexpressible until it is expressed$ a starting point Pym and Turk refer to
Katz’'s (1978) principle of effability which statélsat “each proposition can be expressed by
some sentence in any natural language”, presuppaikat there is no restriction on target
language length, and extensive paraphrasing iwetloCiting Keenan (1978), however, Pym
and Turk observe that whereas this principle coaldatisfied in theory, it would not satisfy
efficient human behaviour. The key here is to detee how much looseness, i.e.
paraphrasing is allowed in what one still considerse translation.

Both Pym and Turk (2001) and Hatim (2001) assecihe question of translatability
with inherent attributes of language: the impreais¢ure of natural languages (Pym and
Turk) and the relationship between meaning decoastn and the redundancy of expression
in any text (Hatim). Both imply a flexible approathtranslatability on the level of forms or
surface structures. Agreeing with Keenan (1978)nPand Turk propose that “natural
languages are efficient in that they are inpre@ase, that any traslation hoping to be efficient
in pragmatic terms must be accordingly impreci80(, p. 276). Referring to Information
Theory and research on reading, Hatim elaboratedaliowing ideas for consideration in
relation to translatability:

Language tends to use redundancy as a way of cepthghe flow of information when this
becomes unmanageable or when channels of intanagie blocked for whatever reason. The
necessary noise generated by the redundant elegmgdeyond what is absoluetely necessary

to transmit information or guarantee comprehengidatim, 2001, p. 114)
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and also:

The text receiver brings to te act of reading hiker own knowledge, belief and value systems,
an activity which, if properly understood, is liggb shed some useful light on equivalence and
translatability. ... The view from text linguistissiggest that, although text appears as a linear
sequence of elements, the various components drelgadt with as autonomous units of
information in the sequence in which they occur.mPoehension is much more than
understanding what the words that make up thepeiitt to in the external world. (Pym and
Turk, 2001, p. 276)

What should be explored either at a theoreticadrmorempirical level is whether the
imprecise nature of natural languages and the gahay elements present in any text are
connected in any way, influencing transfer from targuge into another.

Translatability should not be dealt with as anchilite term, and a pragmatic approach
to the concept is suggested in translation reseaehexamining translatability in concrete
texts and utterances. In doing so, one should amldghamic approach to the relevance of the
criteria for assessing efficiency and the relevaoicthe translation offered, allowing, at the
same time, for the imprecise nature of any natargjuage on the first hand, and redundancy

present in utterances and texts, on the other htdrad,help deconstruction of meaning.

3.3 Assessment of translation competence
3.3.1 Contexts for assessment — assessment schemes

Typical contexts for translation assessment in lupgeem to be a) the context of
language teaching with no aim at qualifying tratesks students being at various levels of
language proficiency from Al to C2 levels, b) LSBnslator courses in higher education,
where subject students are taught basics of piofedstranslator skills in translating LSP
texts, language proficiency levels supposedly fidtnto C2, and c) professional translator
courses, languge proficiency levels being C2 amyab

What follows from this is that these different aaxts call for different considerations in
assessment, different constructs underlying theomobdf what is to be measured, and
therefore different sets of assessment criteria$ésessment should be developed (the concept
construct validity).

Starting with the language teaching scenthe language exams certificates that the
Hungarian state provides language exam bonus [wigslya potlék] for, symbolizes that the
state still acknowledges them as useful for eng#syin everyday job situations and

international communication. This unique featuretloé Hungarian language proficiency



78

exams has had implications for test developers.tkRerSFLEB, the major exam provider
before the accreditation system of language examrsed in 2000, it was an important
consideration to develop exam materials targetethlynat the adult exam population, with
the responsibility in mind that those who passezlrtexams were often required by their
employers to do certain translation tasks at tharkplaces routinely. Accordingly, in the
assessment of the quality of translations, whicbk tthe form of analytic marking for
translation problems, the most important critereswhetransfer of meaningand the extent
to which the actual ‘translation error’ or ‘mistakaodified the transfer of meaning in the
target text.

The real life need to perform translation jobshaltgh relevant as a social need, is less
emphasised nowadays, probably for several reagdribe typical target population seems to
be students rather than adults from the job maietompetition among accredited exam
providers is more targeted at student populatieesgndary school and tertiary education)
than adults, ¢) somewhat lower levels of languagdigency are believed to be targeted
nowadays, and d) needs for professional qualitystedions are more easily satisfied today.

On the scene of LSP translator coursBsoth (2001), coming from this background,
adopts the distinction between translation teaclgraper and language teaching through
translation when she defines different contextdrfamslation assessment. She suggests that in
translation teaching proper the “object of the assent” is the relationship between the
original text and its translation, and the critefim establishing the quality of translation
generally come from translation theory, e.g howttheslated text will function in the target
text culture. Dréth suggests that in pedagogic stetion assessment focuses on the
relationship between the learner’s performance thiedassessor’'s definition of translation
competence, which is often defined in a way to jpglieable to diagnose learners’ language
proficiency (reading comprehension, writing skgkammar, vocabulary) (2001, pp. 30-31).
The above approach seems to be somewhat similidlatady’'s (1997) distinction between
‘real’ translation and ‘school’ translations.

In the context of LSP translation training for sedij students at a university course,
Droth (2001) suggests that formative assessmentighe aimed at in the form of criterion-
related scales, using both analytical and holstales to give as much feedback as possible to
trainees about their translation errors for pedagogasons. An interesting contradiction
seems to be that while she suggests that propgudge competence is taken for granted
before trainees start an LSP translation trainmg e, and therefore language development is
not aimed at, among the assessment criteria shesdtir formative assessment she includes

the following
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a) the communicative situation
- coherence, cultural, social, special and pragnietckground knowledge,
b) textual level:
- decisions made on rhetoric function, genre, tegisise of LSP,
- cohesion,
- logical and thematic ordering of clauses andspafisentences,
c) syntax (interpretation and transfer of gramoatelements)
d) lexis (interpretation and transfer of words amrgressions — terminology)
e) surface elements (spelling, layo(Droth, 2001, p. 35)

The above set of criteria seems to be moreombination ofboth approaches,
translation training proper and pedagogic transtatj inasmuch as it seems to give explicit
feedback on language proficiency problems, as well.

On the scene of professional translator trainingermeer (2001) is of the opinion that
the ultimate aim is to properly prepare traineesftifil a functional task” in real life, which
is provided by a commissioner. In tHisctional approacho translation teaching, linguistic
skills are a necessary starting point, but thedls sike seen as part of a more basic cultural
competence in handling source text and targetdextmunicative contexts. Vermeer defines
cultural competence as “the whole range of everydtgraction as well as types of specific

professional behaviour with which the translatos tabecome familiar”

The translator is assumed to be an expert in ilral communicaton: s/he analyses the
comissioner’s aims, expectations and working camst and acts as a cultural consultant. This

type of interaction is simulated in the classroamimnment. (Vermeer, 2001, p. 62)

What follows from this definition is that the ceaitcriteria for assessment of the quality
of translaion should be itappropriacy from the point of view of success itencultural
communication.

Kiraly (2005), criticising translation teaching pt&e as having stagnated “at a
transmissionist level” for decades, with only splcainnovation, calls for Situated
translator educatiot) suggesting that the translator’s focus of atnshould “move away
from anything resembling the mere transcoding xifsteto the ways and means of intepreting
and managing entire communicative situations” (2@05L27). To achieve this, in his view,
authentic learning situations should be aimed #tanslator courses. He supports the idea of
project work for students, where teaching in faappens through a kind of collaborative or

co-emergent learning, with the tutor very much he background supporting the project,
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giving background information and guidance ratlhantproviding formal teaching. The only
assessment criteria the translator teacher adogtsis “how long does it take me to take the
students’ work and turn it into professional quality product ready to be submitteda
client?” (2005, p. 133).

Horguelin (1985, as cited in Melis & Albir, 200dbserves that although the assessment
of translation quality has long been a very subjecexercise, recently signs of a more
methodological approach have appeared, focusing s&arch for more objective systems of
evaluation, ranging from simple value scales toarsmphisticated models. Recent tendencies
take into account theurpose of translatiomather than abstract criteria.

Melis and Albir (2001) review the evolution of assment models, and distinguish
between two major typesevaluation as measuremenwith the aim to measure, and
evaluation as managementjth the aim to measure and improve. They sugdestin the
same framework the following should be defined tbge when describing any scene of
translation evaluatiorobjects, types, functions, aims and means of aseegésand not only
whatis to be assessed but alsow it is assessed. In their final conclusion theyoramend
that

In order to develop and validate the importancénofeasingly systematic and rigorous
translation assessment proposals, we believe that necessary to establish in Translation
Studies the kind of research and experimental jpectvhich are now commonplace in other
disciplines. Thus, following empirical-experimentakearch criteria, we may test, contrast and
measure the assessment results obtained by meapsaific intruments, where various scales
are experimentally tested, then test assessmeatiaricarry out error analysis in order to
identify patterns of errors, classify them and lelish levels of difficulty, select prototype texts
(authentic or otherwise) to illustrate specificngkation problems and levels of competence ...
(Melis and Albir, 2001, p. 285)

They very briefly refer to Waddington (2000) whashalready carried out an empirical

study of various scales in translation evaluation.

3.3.2 Translation error

In designing assessment schemes for a translasiq tivo central concepts have to be
dealt with at a theoretical levetanslation errorandunits of translation.

The concept of translation error should be defirda theoretical level first.
Interestingly, there is no such heading in the Rolge Encyclopedia of Translation Studies,
nor is there such an entry in its index part. Erteowever, is a concept that has been
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discussed in translation evaluation research, aedlwat cannot be bypassed when addressing
the issue of testing translation competence.

In order to be able to assess translation perfocman language testing, one should be
able to define “error” in a broader sense, explhee relevance of the concept in assessing
translation quality, and finally apply it in thetaal assessment of translated scripts.

To approach error from applied linguistics, the goran Dictionary of Language
Teaching and Applied Linguistics (1992, p. 127) emlk disctinction betweesrror, which
“results from incomplete knowledge”, andistake,“made by a learner when writing or
speaking and which is caused by lack of attenfimigue, carelessness, or some other aspect
of performance”. The Dictionary offers the followirtategorisation for errorgexical error
(vocabulary),phonological error( pronunciation),syntacticerror (grammar),interpretive
error (misunderstanding of a speaker’s intention or nrEgni and pragmatic error
(production of the wrong communicative effect).

Error analysis,a branch of applied linguistics in the 1960s, d@ved as an alternative
to contrastive analysjsset out to study errors made by second langwesgaedrs with the aim
to a) indetify strategies which learners use inglaage learning, b) identify the causes of
learner errors, and c) obtain information on commuostakes in language learning, as an aid
to teaching or in the preparation of teaching mal®rA basic distinction was made between
intralingual errors resulting from faulty or partial learning of tharget language and
interlingual errors resulting from language transfer. No categomsatis given for
interlingual errors in the Longman Dictionary ofriguage Teaching and Applied Linguistics
(1992),intralingual errors however, are classified as follows:

= errors of overproductioiistructures being used too frequently) and
= errors of overgeneralisatiorfextension of target language use to inappropriate

contexts):

simplifications(learner producing simpler linguistic rules thaurid in the
target language),

- developmental errorgeflecting natural stages of development),

- comunication-based erroigesulting from strategies of communication),

- induced errorqresulting from transfer of training),

- errors of avoidancdfailure to use target language stuctures thotmle

too difficult),
The Encyclopaedic Dictionary of Applied LinguigtiqJohnson & Johnson, 1998)

distinguishes three types of error taxonomies:utjase strategy taxonomy, 2) comparative
taxonomy, 3) “the communicative effect taxonomyh the third category “errors are
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classified by the effect they have on native spesakehether in terms of comprehension or in
terms of the way that non/native speakers are peatey native speakers”. The kind of
analytical assessment scheme that the SFLEB useahdcking achievement in translation
tasks, seems to have been based on this type mwificmicative effect taxonomy”.

In translation research context, an influential rapph to the definition of error is
Pym’s (as reviewed in Hatim, 2001). By definitioa sees translation competence as distinct
from linguistic competenceAccordingly, Pym distinguishes betwelimary errors(where a
right answer is opposed to the wrong one) aon-binary errors(at least one further choice
could have been taken but was not). “For binarigrare is only right and wrong; for non-
binarism there are at least two right answers aed the wrong ones” (Pym, 1992, p. 282).
While translational errors are all non-binary byiimiéon (Pym, p. 283), it does not follow
that all non-binary errors are translational. Asogical consequence Hatim suggests that
“typologies of error and examples to illustratentheannot therefore be the answer, and what
is urgently needed is a scheme which does awayswith taxonomies” (2001, p.169). While
in Pym’s view non-binarism is common in teachingtamg beyond the simple basic level,
any level of teaching language or translation wale binary as well as non-binary errors to

account for and remedy (Hatim, 2001). Hatim goesaying that:

The claim that binary error correction is the takhe languge teacher, while non-binary
errors come within the remit of translation teacl®ithus questionable. That is, no translation
classroom could sensibly be envisaged to have rnecheall binary errors, nor would be a

language classroom having to deal with binary eraoty. (Hatim, 2001, p. 170)

The above approach to the nature of error in katios perceived at different stages of
language proficiency, interestingly contributestb@ controversial issue of the clear cut
distinction between languge teaching through tedimsi vs. translation teaching proper, by
clearly suggesting a dynamic overlap between tloe tw

As research potential, Hatim suggests that inramédentify tendencies characteristic
of the learning pocess: a) the ratio of binary @a-binary errors in a particular translation or
set of translations could be researched, as wdl) dse rate of progress from binary to non-
binary errors as an indicator of overall progreé&30(Q, p. 170). Although admitting that his
typology of erroris not based on broad empirical studies, he stggpste a complex

categorisation of translation errors:

. errors relating to the source tekopposite sense, wrong sense, addition and ssgprg,
and errors relating to the target tex{spelling, vocabulary, syntax, coherence and

cohesion),
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. funtional errors(violating functional aspects of the translatiate) andabsolute errors
(unjustified infringement of the cultural or lingtic rules, or the use of the given
language),

. systematic errorgrecurent) andandom errorgisolated),

. errors in the producanderrors in the procesgHatim, 2001, p. 282)

Melis and Albir (2001) add that the concepts ofjfrency, seriousness and impact of
errors has to be addressed, as well. Reviewingrakauthors, they conclude that, in their
view, it is not the nature of error that determiitssgravity but error should be approached
from a functionalist perspective. The gravity of #rror should be considered in relation to

1. the text as a whole (whether it effects theikley or subordinate idea),

2. the cohesion and coherence of the targe text,

3. the degree of deviation from the sense of tiggnal text,

4. the functionality on a communicative level eftarget text (infringement of text type
conventions),

5. adverse consequences regarding the purpose tfttslation (resulting in the failure to sign

a contract, sell a product, etc.)

In developing translation assessment schemes, shggest (2001, p. 283) that the

follwoing guidelines should be observed:

= the use of objective criteria to define error (ss|

= a functionalist approach to establishing the detdéor the seriousness of error, without
ascribing any fixed coefficients to the errors,

= good solutions in the translation has to be takémaccount,

= aflexible view of assessment has to be adoptemlyial partial assessmente be carried
out as necessary (not taking into account all éleéofs involved in a translation)

(Melis and Albir, 2001, p. 283)

In connection withpartial assessmenthey add that this type of assessment is practised
in the teaching context and in recruiting profesalotranslators. In language proficiency

exams, partial assessment seems to be relevarrefiiing assessment schemes.

3.3.3 Units of translation

Another key term in assessment is the definitibthe unit of translation. Malmkjaer
(2001) raises several interesting questions thatlate to the issue of identifying it. First of
all, the basic question whether the unit of tranwha should be definedtructurally or
sematically has presented itself in a debate in translati@ory whether to translate word-
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for-word or sense-to-sense. Malmkjaer refers tostler (1993, p. 209) for a process-based
definition of the translation unit: “the unit ofamslation is the stretch of source text on which
a translator focuses attention in order to reprtegeas a whole in the target language”.

Interestingly, however, an empirical study by ttatisg subjects showed that while language
learners tended to identify single words as unitstranslation, experienced translators

normally identified phrases, clauses or sentensdsaaslation units, the implication then is

that the unit of translation is not an absoluteegaty but may change from translator to

translator. A similar finding to Lérscher's was guxed from a product-oriented approach:
Toury (1986) found that students with translatioergberience identified much fewer units of

translation in the same text, and these units \eger and mostly at phrase or clause level
(Malmkjaer, 2001, p. 286).

Malmkjaer also observes that the length of units loa typically associated with the
difficulty of a text to translate: target textstivilonger units appear to be more acceptable
than those with smaller units. In her view, thauseseems to be the generally accepted unit
for translation, for several reasons: a) it termlde at clause level that language represents
events, b) differences between languages are markech at lower levels, c) a clause is a
manageable unit of attentional focus, d) it is mealéest linguistic structure realizing
propositions, and finally e) it is at clause letleht structure-to-structure and sense-to-sense
are most likely to relate.

Another interesting point Malmkjaer makes is thtdte“need to select a reasonably
sized portiorof the text for attentional focus at any time is #ame” whatever one calls it: a
clause or a proposition, an idea-unit, or a semsie What follows then is that the meaning
realized in the source text must be subsequerdlizesl in the target text.

She finally stresses that whatever the unit of di@tion, and no matter how the
momentary attention to units keeps changing dutimg translation, and that units are
considered one at a time, the translator alwaysiders thetext as a wholeand in the
background relies on his/her familiarity with lages and cultures, genre conventions, etc.
“Selective attention does not mean attention tésuniisolation from the rest of the linguistic,
cultural, or textual world in which the units aiuated” (2001, p. 288). This seems to be an
observation that the process based (think-aloudeareh of translating intermediate

translation tasks in this present research confirms
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3.4 Translation as a testing device
3.4.1 Theoretical background to translation as anficiency exam task

The theoretical background to translation as &igemcy exam task is practically non-
existent. No comprehensive validity studies initgsttranslation or mediation have been
published in testing journals so far. The studieblished mainly focus on specific tasks or

testing problems within testing translation or nadidin.

3.4.2 Literature review on using translation as aexam task

Translation and the other types of mediation asmexasks have attracted some,
although moderate attention in language testingnga in the past decade. Although an
impressive amount of studies seem to be emergimogdh the Internet, most of them are not
refereed articles and will not be reviewed heree Bherwhelming majority of these studies
are written by non-native speakers.

Buck (1992), the only native speaker research#énigireview, started out to prove that
translation was an invalid exam task and conclutzanuch of his surprise, that statistical
figures confirmed the opposite.

Xiao and Oller (1994) were examining translatioguigalence across radically
different languages (English and Chinese), usirgdfiratio cloze texts and translated texts.
They found that a high degree of translation edaivae was achieved in their experiment.

Watanabe (1996) studied the washback effect of gramtranslation questions on
teaching methods, and concluded that there wasiclodirect washback effect. It was rather
teachers’ perception of the intended purpose otdkethat shaped their teaching methods in
exam preparatory classes.

Heltai (1997), in his study on using translationtiesting reading comprehension in the
SFLEB’ s practice, highlights several key issuethhio pedagogic translation and in the
actual practice of the SFLEB. The key issues hsegaare: discussions about the role of
translation in language testing in Hungary seeset“coloured by ideological biases, often
stemming from vested interest”, it still needs ® froved that pedagogic translation will
presumably lead to a higher level of professiomahglation on the long run. Also, he
wonders if the translation skill can have pedagaltyagraded levels, taught more effectively
through translation than through other means aiméddeveloping general language
proficiency (lexical contrasts, stategic competg¢naed if a language proficiency threshold
exists for translation to be introduced in teachangl testing language (possible above
intermediate level?) or a possible ‘language upgeling’ also exists where the use of
translation as a testing device is not informagmeugh of students’ language proficiency (at
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advanced level?). He also focuses the SFLEB’ atterttn issues as what exactly is tested in
the translation task: reading comrphension or tatios competence, if experimental forms

of testing translation (selective translation) cobe more informative, and finally, how text

difficulty and general languge proficiency levelancbe matched, and final exam results
compared to those of other exams.

Arva, Fekete, Godo, Komldsi andésl (1999) used questionnaires and interviews to
probe into what teachers and testers thought @heuble of cultural background knowledge
in the intermediate languge proficiency exams @wiand oral) provided by the SFLEB and
in their teaching practice preparing students lieréxam, and found, among other things, that
testers, who were also practising teachers, werere nconscious of the importance of
teaching the language of L1 culture in their larggualasses, whereas teachers were more
target culture oriented in their teaching practiespecially because of the translation task
(from L2 into L1) in the written exam and the piatbased and role play tasks in the oral
exam .

Glover (2000), in his article on classrom procedue developing the mediation skill,
raises the question of how teachers can help stsid@mearn to mediate? He suggests that in
everyday communication with foreigners in Hungahg situation when bits of information
need to be mediated is more likely than Hungarfensng to translate a whole text.

Schjoldager’s (2001) research interest was to fse2 learners were more prone to err
in picture verbalisation when they had to transl&ke urged, as a conclusion, for more
empirical research into the usefulness of trarmtatis a teaching tool in the Danish language
teaching context.

Karoly, Arvay, Edwards, Fekete, Kollath and TanRO{1) investigated the relationship
between the degree of cohesion in intermediatd learedidates’ translation and the related
assessment of the performance as expressed ireshesdores. They found that different
means of cohesion separated good translationsgomntranslations to different extent, with
the only exception of conjunctives, where reafedénces could be detected only in the
‘model’ translation.

Katona (2001), developing a questionnaire and aimady393 responses completed by
students in ORIGO exam preparatory classes, andt&e{002), analysing the same
guestionnaire completed by 1895 respondents omtbmet, found that translation from L2
to L1 proved to be the"2most popular and relevant task type from the pofntiew of its
usefulness for real life use later (by 89% and &Bdf the respondents respectively in the two

studies, answering positively).
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Fekete (2001c), on the validity and reliability t¢fanslation as an exam task,
investigated two research questions in the comtkkitermediate ORIGO exams in English:
1) the construct of (L2-L1) translation in the exaand 2) statistical evidence relating to what
the translation task measures: a different gerlangjuage proficiency than other tasks? She
found that the working definition of translationnspetence in the exam was restricted for
pedagogic purposes, and that statistical analykesciiptive data, correlation, regression and
factor analyses) of translation exam data of 4eddifit texts at intermediate level showed that
translation competence, as it was measured inr#dreslation task was not different from
overall language proficiency.

Taméassyné (2001), in analysing the précis writingktof the ORIGO exams at
advanced level, also compares traslation and prétigsig and concludes that a) translation
helps to raise sudents’ awareness to linguisticcattdral contrasts better than précis writing,
although b) literal translation imposes more regtns on students than précis writing, but at
the same time students are ‘forced’ to be ablenid fhore precise and more subtle ways of
expression than they would do when they can us&lanoe strategies in précis writing, and
c) no real difference can be found from the poihtview of their usefulness in teaching
relevant dictionary skills.

Dékany (2002), on the role of translation in thegiage teaching of teacher trainees,
suggests that a) the use of translation could bentmgrated part of language teachers’
education, b) teaching only the basics of profesdidranslation problem solving strategies
could be aimed at in such classes, and c) teacdiaeés should be sensitised to differences
between the source and target language culturdéstriRg to Klaudy (2001, pp. 20-23) she is
also of the view that the mediation skill is anigmknsable part of any learner’'s language
proficiency skills in Hungary. She also mentionsuka(2000) on the issue of language
teaching vs. translation teaching, saying that thHerence between the translation
competence of teacher trainees and professionagie¢eashould be seen as quantitative only,
and not qualitative, and that language learnersildhnot be seen as having to translate
differently but to translate different things tharofessional translators.

Benke (2003) examined communication strategies wmriten mediation task, and
concluded that there was a significant overlap betwcommunication strategies used in oral
communication and in written mediation. She suggks$trther research into the degree and
area of overlap between general language compeggnctranslation competence.

Revision of the above studies suggests that, @wtnseveral important key issues and
interesting details have been focused on and m&sedr overall and comprehensive validity

studies into the use of translation as a testewjceg seem to be missing.
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3.4 Summary and implications

The central criteria for quality assessment inndlation are “equivalence” and
“translation norms”Both are controversial and complex issues.

Typologies of the notion ofduality” in translation literature are divided into three
categories (House, 2001): a) anecdotal and subgecpproaches, b) response-oriented
psycholinguistic approaches, where the centrah ide“equivalent response” and c) text-
based approaches, where the central idea is “dguivéext”. House (2001) suggests a
functional-pragmatic modgHouse, 1981, 1997). Although quality assessnmeimthierently
product-based, introspective studies of the traioslaprocess (psycholinguistic-cognitive
approaches, think-aloud protocols) can help devetapirically verifiable criteria for quality
assessment through large-scale empirical reseat@translator behaviour.

In defining equivalencgKenny, 2001ayank-based (word, sentence or text level) and
meaningbased approaches are distinguished. In Koller'sammg-based framework, the
following types oflevels of equivalence are distinguisheslerential or denotativeconnotative
text-normative pragmaticandformal. Later the notions dfextual equivalencéBaker, 1992and
functional equivalencéNewman,1994) were added. Thateria for defining the nature of
equivalence can bextralinguistic (Catford, 1965, 1994) antihguistic (Pym, 1992). No
matter how levels of equivalence are defined, h@methey are created step by step in a
process (Malmkjaer, 2001). kource-text approachesquivalence is mainly linguistic and
text-based, whereas itarget-text approacheshe emphasis is on transformation to the
particular needs of the audience (matching culton@dlels, meeting social needs).

The idea of equivalence is rejected by Dolleru@&0and the notion approximation
is offered as no perfect translation exists, analitjuassessment in reality means comparing
approximations. Instead of assessing the qualitydizidual translationstranslation norms
could be observed (Baker, 2001, referring to To@B95). Within norms Chesterman (1993)
distinguishes between “professional norms” and &etancy norms”, the first relating to
professional translations, the latter to expectsof the target text reader’s.

Others reject the relativisation of equivalenceirsgythis is the only category that
distinguishes translation from non-translation (Kgn2001a), and the question is only what
typeof equivalence exists between ST and TT, and tatdégree(Toury, 1980).

Thus when the quality of translation is addresdedjuistic and source text-based
approaches seem to concentrate on some kind onitiefi of equivalenceto establish
relationship between ST and TT, whereas target-textl process-based approaches
concentrate on the translator as observing acceqaedsin using translation strategies and
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decision making. As in a complex and comprehensraework to the definition of
translation one can see translation as both a gsoard the product of such a process, in
establishing the quality of any translation one oaty accept the simultaneous use of both
conceptual frameworks for quality assessment (edgimce as a text-based category and
norms as a process-based category).

Translatability should not be dealt with as anohlte term, and a pragmatic approach
to the concept is suggested in translation rese@®gm and Turk, 2001), i.e. examining
translatability in concrete texts and utterancesdéing so, one should adopt a dynamic
approach to the relevance of the criteria for assgsefficiency and the relevance of the
translation offered, allowing, at the same timegr the imprecise nature of any natural
language on the first hand, and redundancy presariterances and texts (Hatim, 2001), on
the other hand, that help deconstruction of megnin

Typical contexts for translation assessment in lpgeem to be a) the context of
language teaching with no aim at qualifying tratesks language proficiency from Al to C2
levels, b) LSP translator courses in higher edonatwith basics of professional translator
skills taught, levels supposedly from B2 to C2, dar) professional translator courses,
language proficiency levels C2 and above. Theséerdiit contexts call for different
considerations in assessment, different construotierlying the notion of what is to be
measured, and therefore different sets of asses$scniéeria for assessment (the concept
construct validity addressed).

On the scene of language teaching, the social foeguerforming job related translation
tasks seems to have faded, and exams are incrigasimgeted at secondary school and
university students’ perceived needs, thus thetionof the translation task is changing. On
the scene of LSP translator courses (Dréth, 206teria suggested for assessment seem to
be more a combination of two approaches, translatiaining proper and pedagogic
translation, inasmuch as they take the communieasituation and textual level into
consideration, as well as explicit language preficy problems. On the scene of professional
translator trainingthe functional approach holds (Vermeer, 2001): whanate aim is to
properly prepare trainees “to fulfil a functionask” in real life, which is provided by a
commissioner. Linguistic skills are seen as partaofmore basic cultural competence in
handling source text and target text communicatorgtexts. Kiraly (2005) calls for “situated
translator education”, with authentic learning aftans aimed at in translator courses.

In assessment literature recent tendencies takeardount the purpose of translation
rather than abstract criteria (Horguelin, 1985; islahd Albir, 2001). Melis and Albgall for



90

establishing in Translation Studies and validatbassessment schemes the kind of research
and experimental practices which are now commoepglaother sciences.

The concept oérror in translation literature is very rarely defindulit is more a term
in applied linguistics used in describing problemssecond language acquisition. Pym’s
(1992) categorisation of binary and non-binary esrig an exception. Both Pym and Hatim
(2001) are of the view, however, that any levetezfching language or translation training
will have binary as well as non-binary errors tec@mt for and remedy, and taxonomies that
make a clear cut distinction between the two shddddone away with. Melis and Albir
(2001) suggest that error should be approached fofunctionalist perspective. In their
terminology partial assessment{not taking into account all the factors involved a
translation) is practised in the teaching context.

The process-based approach defines the notiamibf translationas “the stretch of
source text on which a translator focuses atterdiom time” (Lorscher, 1993). Observations
from both process (Lorscher, 1993) and productda@e®ury, 1986) empirical studies
suggest that there are pedagogic implications @twhidentified as a translation unit (single
word lexical units vs. phrases, clauses or sengnaad also how long these translation units
are. Malmkjaer (2001) suggests that theuse seems to be the generally accepted unit for
translation, although the need to select a reasprsaed portionof the text for attentional
focus at any time is the same, whatever that @nitalled. The process-based research of
intermediate translation tasks in Chapter 6 wilhfaon Malmkjaer’s further observation that
selective attention, however, does not mean atterid units in isolation from the rest of the
linguistic, cultural, or textual world in which thanits are situated.

Finally studies on translation as a testing delisere overviewed, and it was found
that the theoretical background to translation gsadiciency exam task is practically non-
existent. No comprehensive validity studies initgstranslation or mediation seem to have
been published in testing journals so far. Theistudublished mainly focus on specific tasks
or testing problems within testing translation oedwtion. These foci are: statistical
validation of translation as an exam task (Buck2)9 comparing translation equivalence in
fixed-ratio cloze texts and translated texts (Xaw Oller, 1994), the washback effect of
grammar translation questions on teaching methdtganabe, 1996), the role and problems
of pedagogic translation in high-stake exams (Heli@97), teachers’ and testers’ view of the
role of cultural background knowledge in the intethate language proficiency exams
(written and oral) provided by the SFLEB, espeyiafi the mediation tasks (Arva et al.,
1999), the ratio of error in picture verbalisatim translation (Schjoldager, 2001), the degree
of cohesion vs. translation scores in intermediagé takers’ translation exam papers (Kéaroly
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et al., 2001), the face validity of the mediati@sKks vs. other tasks in the ORIGO exams
(Katona, 2001; Fekete, 2002), comparing ORIGO tadios1 and précis writing at Proficiency
level (Taméssyné, 2001), the role of translatiohie language teaching of teacher trainees
(Dékany, 2002), communication strategies in a emithediation task (Benke, 2003).

One can conclude that although several importaptigsues and interesting details have
been focused on and researched, overall and coenm®le validity studies into the use of

translation as a testing device seem to be missing.

3.6 A tentative model for pedagogic purposes

Based on some basic considerations from the titerareview to test validation
(Chapter 1) and translation research literatuteaf@er 2 and Chapter 3), a tentative model
could be suggested for the construct of pedagoaisiation in language proficiency exams.

The model is based on the following assumptions:

a) translation is a type of mediation activity &E001),

b) translation is a specific form of trans-systeewmmunication (Kaiser-Cooke, 2002)

c) translation is a special type of text induaext production (CEFR, 2001),

d) the translated text corresponds to the origel (CEFR, 2001) (the requirements
for correspondence is defined in the exameodhtand partial assessment is carried
out (Melis and Albir, 2001),

e) to be able to produce a correspondent texramslator relies on a certain level of L1
and L2 competences, which interplay (Gile, 219@élis and Albir, 2001),

f) the context for language use and the type ofpetences language learners activate
when they use a foreign language for commuringiurposes can be and are
defined in CEFR (2001),

g) in the actual process of translating transfditgl transfer competence is activated
(Toury, 1984; Gile, 1994; Melis and Albir, 2Q@ollerup, 2005),

h) translation involves the ability to generatardimite number of target texts (Pym,
2002),

i) the context of language exams imposes speafsitaints on translation activity
(Bell, 2001),

h) in modelling the exam constraints Bachman’s {}98odel can be used,

j) both the process and the product of such tréoslactivity can be researched by the

help of new interdisciplinary methods (think-alcarsd corpus research),
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k) there are procedures for the systematic gatheointheory-based and empirical
evidence needed for the validation of exam consdr(Bachman, 1991; Brown 2000),
and validity frameworks for the design of such gation (Weir and Shaw, 2005),

) learners should not be seen as having to trendléerently but to translate different

things than professional translators (Kautz, 2@¢kany 2002).

Figure 3.1: A tentative model for the construct ofpedagogic translation in language

proficiency exams

Communicative language
ability/competence in L1

Personal characteristics

Transfer
ability/competence

Random factors

Test method facets

Communicative language
ability/competence in L2

In a complete validation procedure, the value-thaseplications in Bachman and
Palmer’s (1996) model also have to be taken intowaat: the usefulness of the test/exam, and

the socio-political context it functions in.
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Chapter 4: Method 1:The pedagogic aspect: the compative analysis of statistical data
Towards construct validity

4.1 Introduction

Statistical analysis will be used to explore thadamental questioriWhat does the
translation task at intermediate level measuidt issue will be researched from several
aspects (exam structure, factors influencing peréorce: task difficulty, sexes, age and task
type effect) and pedagogic implications will be d¢ragised.

In this part of the research standard statisticatgdures will be used to analyse exam
data to explore aspects of validity and reliabildf translation as an exam task. Rater
reliability is not addressed. The results of thalgses will hopefully contribute partly to
exploring the construct of translation within tlesearch context of the ORIGO intermediate
written exams of English, and partly to suggestmays of statistical analyses useful in

construct validation.

4.2 Literature background to the research method

Literature on statistics was consulted for relevstaitistical methods for validation.
Techniques for the type of data available for ti@ien as an exam task were suggested in
Hatch & Lazaraton (1991), Falus and Ollé (no dateerg, Salkind (2000), as well as
Bachman (1991) and Brown (2000). A procedure renended by Green (2002) will also be

used.

4.3 The pedagogic aspect: Comparative analysiEsiatistical exam data
4.3.1 The research questions

The research questions in this chapter operatsmalie basic research interest in the
present dissertation from the point of view of istatal research, focused on aspects of
construct validation that can be examined with liedp of statistical methods. The basic
research interest from the point of view of metHodyp is to explore statistical methods that
are feasible for routine analyses for languagei@esfcy exam boards

The central question in this research from the tpofrview of construct validation is:
To what extent does the translation task measure #meesor different foreign language
competence as other task types in the intermedidm? Is there anything else measured in
the translation task than language proficiency?

The factors that can have an effect on translagiam performance are: a) stability of

the size and structure of the exam populationabk difficulty, c) the sexes of test takers
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(male/female), d) age, e) task type (method). Pagiagmplications will be examined from
two aspects: a) the hypothesised effect of agegnithe relationship between task types
measuring different aspects of language proficientie first involves the question whether
young test takers (secondary school students) ma@&dwhntaged in the translation task
because of their age? The second relates to th&tigudf the translation task measures
something else than language proficiency, and shaot be used with intermediate test
takers, especially as young test takers would be misadvantaged.

The basic research question is operationalised riesearchable aspects of construct

validity issues:

Research question 1: How does the difficulty ofstation as a task type compare to the

difficulty of the other task types in the interdmte exam?

Research question 2: What effect does the sexiestafakers (male/female) have on

translation performance?

Research question 3: What effect does age havwawsldtion performance?

Research question 4: How reliable are measureamdlation performance?

Research question 5: What kind of relationshiptexdetween performance in the
translation exam task gretformance in other task types? To
what extent does translatietermine the overall performance in
the exam?

Research question 6: How many principal factorsoonponents can be identified in the
overall exam structure?

In the summary to this chapter, the potential fse@ommended validation techniques

and procedures will be reflected on.

4.3.2 The research design
Data from real exams (ITK ORIGO, intermediate verittexams in English) will be

used for analyses, from two sources: a) annualfdata academic years between 2000-2006,
to check the stability of the exam population sanel the consistency of performance in the
different task types throughout the years, andoeriic exam data from three separate exam
dates (March, 2001, November, 2001 and March, 200B¢ exam dates for the specific
exam data were chosen to give comprehensive gtatisinalysis for the three instruments
(translation exam tasks) used in the process- avdupt-based research parts of this present

research in Chapter 5 and 6.
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Type of data Date Population Type of analysis Vaaible analysed

Annual exam data| 2000-2001 8 000 - 38 000 |Descriptive statistics Task type difficulty
2001-2002 test takers

(scores in tasks, |2002-2003 annually Bias analysis (sexes) The effect of sexes (m/f)

total scores, 2003-2004

background data) | 2004-2005
2005-2006

Type of data Date/ Population Type of analysis Variable analysed
Translation task

Specific exam dataMarch, 2001 7 000 - 9 000 Descriptive statistics Task difficulty
(Leonardo) test takers per

(scores in tasks, exam dates Bias analysis (sexes) The effect of sexes (m/f)

overall scores,
background data)

November, 2001
(Mayor urged)

March, 2002

T-test (age)
Reliability analysis

Correlation between tas

The effect of age
Task type

K he relationship betwee]

(Arctic Meltdown) types, modified MTMM | performance in different
task types

Multiple Regression The dominant task types
analysis
Principal component/
The number of

underlying traits

Factor analysis

4.3.3 Methods of data collection and analysis
4.3.3.1 Source of data

Data from the statistical archive of ELTE ITK ORIG&ams were used for analyses
for the academic years between 2000-2006, asasdbr the three specific exam dates. The
database includes a wide range of background datast takers, but only those relevant for
the present research were included in the anal§@ese 2001, when the construction of the
database was revised, it has included the sanes typdata for all ORIGO test takers in a
standardised format.

Before 2004 the database could be considered gatgadly diverse enough to be of a
national exam database because of the high nunfberso takers, which, however, has
decreased since then, especially in the last adadgrar. The number of exams written in

these years at intermediate level in English hagddetween 8 000 — 38 000.

4.3.3.2 Types of data collected

The types of data used, are real exam data froemnmetdiate test takers in the written
exam of English:

a) scores in the five tasks from the intermediatéen exams,

b) the total score for the same exams,

c) the background data of sexes (m/f),

d) the background data of test takers’ age.
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The table below gives an overview of the basic patars of the task types that

constitute the structure of the intermediate wmnigam:

Table 4.2: Task types in the intermediate ORIGO witten exam

Task type Units of Text type Type of Maximum
measurement assessment points
1. M/C test 50 items Test items Right/wrong 15
2. Inverse 500 n Pedagogic L1| Analytic (error 25
translation text taxonomy)
3. Writing 5 guidelines - Analytic scale 15
4. Translation 1200-1500 n Authentic L2 Analytic (types 25
newspaper articleof errors defined
5. Reading 5-7 L1 open- Authentic L2 Expected 20
Comprehension ended questionsnewspaper article information
defined (key)
Total 100

The present research has focused on data befptenSmer, 2006. Exam data after that
date would not be directly comparable to those teefioat date, as the evaluation system has
been reformed and levels have been somewhat mobddialign them to CEF (Council of
Europe) levels as defined in the Framework (20@jteria for assessment have also
changed, especially in the translation task, whdnelistic mark was introduced in addition to
the analytic mark to compensate for the previouk laf a holistic aspect in translation
assessment. Thus the present research can coatigbiutrther research as a baseline study, to
which the new reformed ORIGO structure can be coathabut findings in this research do

not necessarily apply to the new structure of tteare

4.3.3.3 Methods of data analysis
A variety of SPSS analyses will be used to andlysalata for different variables:
Variable 1:task difficulty— type of analysidDescriptive statistics
The performance in the translation task is comp#wguerformance in other task types
(Pass rates; Central tendency: Mean, Median, M8tidard deviation).
Variable 2:the effect of the sexestest takers (m/f type of analysisCompare meang -
Test: The performances of male and female test takec®ngpared in the translation
task and across translation tasks to see whattetiecsexes of test takers has on
translation performance.
Variable 3:the effect of age type of analysisCorrelations,Compare meang;-test
Correlation between age and performance in traoslésks will be examined, as well
as differences in the means for three major agepgrqsecondary school students,

higher education students, young adults), andigmficance of any difference between
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two major age groups (secondary school studentdegs.takers beyond secondary
school age).
Variable 4:task (type) type of analysisReliability analysigCronbach alpha
Reliability analysids used to measure the overall reliability of aafedasks and can be
used to identify the most reliable task (typedhe exam structure.
Variable 5:aspects of performaneetype of analysis: IJorrelations (Spearman
2) Modified Multitrait-Multimethod matrix,
3) Multipe regression analysis.
Correlation analyses are used to reveal what relationshigseRetween performances
in different tasks, i.e. to see to what extent ¢htssks (types) measure the same or
different aspects of language performance. A medilultitrait-Mutlimethod matrix
will be used to further explore the construct & #xam structuréVultiple regresssion
analysis can show which task(s types) are the dwsinant in the exam structure.
Variable 6:underlying traits- type of analysis?rincipal componenanalysis,
Principal factor analysis
By the help of the two types of factor analysis timelerlying pattern that accounts for
variance in the measures can be identified, asagelhe number of factors that account
most for the variance in the performance giverhm different tasks (typesprincipal
component analysigsed for data reduction can show how many mainpoments the
variables can be reduced to. BasedPoincipal factor analysione can tell if there are
any other factors than language proficiency thatlamr variance in the performance

given by the candidates.

4.4 The comparative analysis of statistical data:asults and discussion
4.4.1 Research question 1: The difficulty ofranglation as an exam task
4.4.1.1 Descriptive statistics of annual data (tastype difficulty)

Before looking at data related to exam performanoe, has to check first whether the
exam population can be considered to be stableghaut the years in question. The diagram
below shows background data on sizes of the exgmlaions (intermediate written exams

in English) in the academic years concerned:
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Figure 4.1: The size of the exam populations (intermediate wrién English)
between 2000-2006

The size of the exam population in academic
years between 20002006
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As Diagram 4.1 shows, in the past few academicsyéiae size of the intermediate
English exam population has decreased, which raiBesissue of the consistency of
parameters that describe the population. This aspémot be analysed here, but is a factor
that will have to be born in mind, as it may inwlsignificant changes in the structure and
characteristics of the population. The existencd #re nature of such possible changes,
however, cannot be researched from the presenbat®a as there are no relevant data
concerning that aspect (educational backgroundbeunwf years of studying English, etc.).

The level of overall performance in the Englistermediate written exams has also

changed, as the diagram below proves:

Figure 4.2: Pass rates in academic years 2000-8(fbtal scores —
intermediate written English)

Total scores - Means (Annual data)
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‘EIAdatsorl 35,5 38,5 44,5 32,5 41,1 46,3

In the diagram above, pass rates for the six awadgears are shown. From the point of

view of test development, pass rates are the massitere indicators of task or exam
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difficulty. The figures above suggest that the Istveverall written performance (Pass rate:
32,5%) was achieved in the academic year 2003-20%&t probably because of major
changes in the national education policy that adfgéthe accredited exams in Hungary. It was
the last year when secondary school students amédheir language certificates the last
time to opt out of having to take the secondarystleaving exam in foreign languages, thus
the number of candidates increased despite congmefrom the market, and also younger,
possibly less prepared students came to take #ma @xhigh numbers. After that critical year
pass rates started to improve again.

Two most interesting academic years for the presesgarch are 2000-2001 and 2001-
2002, when the three translation tadksdanardo, Mayor urgedndArtic Meltdowr), used in
the other parts of the present research, were asteried in real exams. The academic year
2000-2001, when thd_eonardotranslation task was included, produced the skdowest
performance (Pass rate: 35,5%). In the academicaofez001-2002, when th&layor urged
andArctic Meltdowntranslation tasks were administered, the thirdelstvoverall performance
(Pass rate: 38,5%) was achieved. Thus the tramslakiam tasks that were used in the other
parts of this research come from a period when avgserformance in the written
intermediate exams in English was lower than later.

To address the issue difficulty compared across task typeabe “theoretical pass
rates” for the task types can be calculated tovd@eh proves to be the most and the least
difficult from the point of view of achieving theD&o of scores available in that task type. The
theoretical pass rate expresses how many per tém test takers have met the requirements
defined for that level in the given task type.slicalled “theoretical” as there is no minimum
requirements in ORIGO exams in any of the five safsk test takers to achieve in order to
have a valid total score. The minimum requiremenpass the exam is 60% of the total
score. The pass rate, however, is considered tbeébmost crucial indicator of task difficulty

when comparing tasks.

Table 4.3: Pass rates in the five task types (acaghic years 2000-2006, intermediate
written English)

Academic year | N size |M/C Test|Inverse T| Writing |Translation | Reading

2000-2001 38748 41,4 28,6 42,7 44,4 33
2001-2002 39278 37,8 31,1 42,6 45,2 50,4
2002-2003 31760 35,9 40,5 43,7 48,7 55,9

2003-2004 21716 24,4 33,9 39,4 39,8 46,2
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2004-2005 20135 22,4 38,8 42,3 51,6 52,9
2005-2006 8115 22,8 44,6 49,4 59 50,1
30,78 36,25 43,35 48,12 48,08

From the point of view o$tability across task type3ranslationconsistently featured
among the two task types that resulted in the tsgherformance, which is also proved by the
fact that it produced thhighest mean of pass rat¢48,12%) for the six academic years.
(Table 4.4 below shows the result of such comparigogiving the rank order for the tasks.)

From the point of view o$tability within Translationas a task typeJable 4.3 shows
that in the first three years performances (passsyaare similar. In 2003-2004 there is a
drastic decrease in the translation performancepeoed to the previous year (as well as in
overall performance in the exams, as the figureable 4.2 have demonstrated). After that
performance in Translation, as well, has improveasaerably again.

The rank order of task types makes comparisondmtypass rates more feasible:

Table 4.4: Rank order* of pass rates in the five tsk types (academic years 2000-2006,

intermediate written English)

Academic year | N size |M/C Test|Inverse T| Writing | Translation | Reading
2000-2001 38748 3 5 2 1 4
2001-2002 39278 4 5 3 2 1
2002-2003 31760 5 4 3 2 1
2003-2004 21716 5 4 3 2 1
2004-2005 20135 5 4 3 2 1
2005-2006 8115 5 4 3 1 2
Mean of rank orders 45 43 2.8 17 17

*1 = the highest pass rate, 5 = the lowest pdss ra

As the above table demonstrates, despite changbs actual percentages from year to
year, the task type dfranslationhas constantly figured among the ones that rekifteéhe
highest pass rate, together with RReading Comprehensioithe mean of rank order figures
is 1,7 for both task types above, indicating thghbst rank achieved from among the possible
task types. Thus the myth th@tanslationas a task type is the most difficult part of the

ORIGO intermediate written exams in English, cancbaesidered refuted. Translation has
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proved to be one of the two easiest task typesaasd “theoretical pass rates” compared
across academic years are concerned.

To be able to further compare performance$ranslationacross the academic years,
statistical analysis with details of the centraidency can be examined. In the following
table, the descriptive statistics for theanslationtasktype will be compared. (For the given
academic year all the scores iT@anslationtask are included irrespective of the number of

exam dates or translation tasks used in that year.)

Table 4.5: Descriptive statistics for Translationn six academic years (2000-2006)

2000-2001 2001-2002 2002-2003 2003-2004 2004-2005 2005-2006
N size 38 748 39 278 31 760 21716 20 135 8 115
Pass rate 44,4% 45,2% 48,7% 39,8% 51,6% 59%
Mean 12,35 12,83 13,27 11,86 13,7 14,79
Std. Error of 0,035 0,033 0,037 0,045 0,046 0,075
Mean
Median 13,00 14,00 14,00 13,00 15,00 16,00
Mode 09 0 0 0 0 0
Std. Deviation 6,864 6,455 6,666 6,629 6,576 6,786
Variance 47,115 41,667 44,432 43,938 43,249 46,054
Percentiles 25 7 9 9 7 9 11
50 13 14 14 13 15 16
75 18 18 19 17 19 20

SPSS Descriptive statistics

The table shows relative consistency for all ttadistical categories expressing central
tendency in the first three academic years. A eatite change happens in 2003-2004, where
performance is conspicuously much lower aroundpéees rate level. The Mean is 11,86 as
opposed to higher Means in all the other yearsp#ss rate: 39,8%, much lower again than in
other years. This change is less noticeable indther statistical figures (Median, Std.
Deviation, Percentiles), indicating that the parfance level around the theoretical pass-mark
was affected the most. Then in the past two acadgears performance ifiranslationhas
improved dramatically (Means 14,79, pass rate 398t are the highest in the six academic
years, Percentiles figures also rising), indicatihgt either the translation task has become
easier, or test takers’ translation competenceenel language proficiency has improved
considerably, or these possible causes interacin Asur tasks out of the five in the exam
structure (except for the M/C Test) no anchoring ba done to make the measures ‘sample

free’ (because of the nature of the tasks), perfoce as reflected in these types of data
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cannot be directly compared without taking intoaotd changes in the exam population.
Tendencies, however, can be observed because bigh number of candidates.

Systematic analysis of causes for the improvernreoterall performance are beyond
the scope of the present research. One possibtetegis is that with the radical decrease in
the number of test takers and with possible relateahges in the structure of the exam
population, the level of foreign language competemight also have changed. Other factors
(pressure from competition for the market, the iotpaf CEF levels) might also have
contributed to this change. Further research ihenges of the characteristic features of the

exam population would be needed to be able to bsdknd the data.

4.4.1.2 Descriptive statistics of specific exam daftask difficulty)

When examining theask difficulty of translation in specific exam dates, the same
procedure will be followed as above: a) pass ratespared, and b) rank order of
performance based on pass rates established.

The pass rates for the five task types at theetbam dates are presented in the Table

below:

Table 4.6: Pass rates in the five tasks in the the separate exams

M/C Test | Inverse T | Writing | Translation | Reading
15p 25p 15p 25p 20p
March, 2001
Leonardo 38,9 25,1 40,8 47,8 38,2
Nov., 2001
Mayor 37,9 31,7 40,3 30,0 53,2
March, 2002
Arctic M. 33,6 28,2 40,5 49,5 44,0

SPSS Descriptive statistics

The figures show Translation to be the easiestvim éxams, and the most difficult in
the third. To be able to compadéficulty across task typesiore easily, the rank order of

difficulty (based on pass rates) is establishednafga the task types.

Table 4.7: Rank order for difficulty in the three separate exams

M/C Test | Inverse T | Writing | Translation | Reading
March, 2001 3 5 > 1 4
Leonardo
Nov., 2001
March, 2002
Arctic M. 4 5 3 1 2

*1 = the highest performance, 5 = the lowest pennce



103

The table shows that theeonardoandArctic Meltdowntexts were the easiest tasks in
the exams when they were administered (rank ordg), and thevlayor text was the most
difficult task in its exam session (rank order =&)owing that a difference in the difficulty of
translation tasks can result in a difference ofLl97 in the pass rates. Except for the rank
orders of =1 (LeonardoandArctic Meltdown and =5 of theMayor text, the rank orders for
the same task types in the exam sessions are .cldserrank orders confirm the tendency
found in the annual data (Table 4.4) that Tramstaind Reading Comprehension tend to be
easier than other task types.

Below, the three translation tasks will be comgare see what measures of central

tendency reveal about the differences in the ttregeslation tasks.

Table 4.8: Descriptive statistics for the translatin tasks in three specific exam data

Leonardo Mayor urged Arctic
Meltdown
Date March, 2001 Nov., 2001 March, 2002
N size 9917 7695 9326
Pass rate 47,8% 30% 49,5%
Mean 12,71 10,18 13,71
Std. Error of Mean 0,071 0,075 0,061
Median 14,00 11,00 14,00
Mode 0 0 16
Std. Deviation 7,092 6,565 5,916
Variance 50,299 43,105 35,004
Percentiles 25 8 5 10
50 14 11 14
75 18 15 18

Descriptive statistics for the three translatiasks show that the Mean and Median
were 3 points lower for the most difficult textl@yor urged) than for the easiest (Arctic
Meltdown). The Mode was 0 point as compared to difitp. The Percentiles are generally 3
points lower for theMlayor urgedtext than for the other two texts. ThMsyor urged proves
the be the most difficult task out of the thread(®eviation and Variance are between those
of the two other texts).

In language testing there are no absolute ruleketide on the basis of statistical data
what level of difficulty is acceptable, and whatbsyond acceptable. One tentative indicator
is the ratio of the Std. Deviation compared tofean (Green, 2002). By this calculation, if 2
x Std. Deviation is higher than the Mean, the tasly be considered to be too difficult for
general language proficiency testing (in case mjdgopulation size). Taken the result (2 x
Std. Dev. 6,565 = 11,832 > Mean 10,18) of suchutaton into account, th&layor text

again proves to be too difficult for intermediag@el language proficiency testing, so does the



104

Leonardotext (2 x Std. Dev. 7,092 = 14,184 > Mean 12,3altjough the latter proved to be
the easiest task type in its exam session.

4.4.1.3 Findings and conclusion

Research question 1 aimed to find answer to thetmune How does the difficulty of
translation as a task type compare to the difficat the other task types in the intermediate
exam?

Before answering that question, the sizes of miberinediate English exam population
in the given six academic years were compared. Bladaved that the exam population has
decreased considerably, which raises the issueeotdnsistency of parameters that describe
the population. Levels of overall achievement gzressed in pass rates have not been stable,
with an obvious low in 2003-2004.

From the point of view of the difficulty of taslkypes, Translation together with
Reading Comprehensidras been found to be the least two difficult i@ $ix academic years.
Theoretical pass rates consistently shianslationto be among the two easiest task types.
Levels of overall performance and translation pannce in the six academic years have
been changing with time, and the tendencyTi@anslationis to become increasingly easier.
Considerable differences (19,5% difference in passs) can be found, however, between
individual translation tasks administered at speaixam datesMayor urgedand Arctic
Meltdown,with rank order varying between 5 - 1) that cannot bermeted in the light of the
much more stable statistical parameters for theerotlask types in the same exams.
Descriptive statistics for the three translatiosktaindicate that a difference of 3 points can be
found in the Means and Medians, which provide tbgscdptive statistics background for the
difference in the pass rates. Based on a calculafithe ratio between the Std. Deviation and
the Mean, both thé/ayor urgedand thelLeonardotexts were found to be possibly too

difficult for the intermediate exam populationpéised only on statistical figures.

4.4.2 Research question 2: The effect of the sexe$ test takers on translation
performance

Research question 2 will examine if there are wbffiees in the performance of the
sexes (male/female) in translation, if these d#ifiees occur consistently and if the
differences are significant. The research questioWhat effect does the sexes of test takers

(male/female) have on translation performance?
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4.4.2.1 Analysis of annual data — differences in fermance between males and females
The ratio of the sexes (males/females) in the epapulation have been constantly
stable throughout the years. As the figures shberet are about 20% more women taking

intermediate written exams in English than men.

Table 4.9: The ratio of males/females in the exapopulation (%) (annual data)

2000-2001 2001-2002 2002-2003 2003-2004 2004-2005 2005-2006
Males 40,3 40,1 41,3 41,2 41,5 41,2
Females 59,7 59,9 58,7 58,8 58,5 58,8

SPSS Compare means

Similarly stable is the difference between thengtation performance of men and

women in absolute terms:

Table 4.10: Means in thdrandation exam tasks - males/females compared
(annual data)

2000-2001 2001-2002 2002-2003 2003-2004 2004-2005 2005-2006
Males 13,07 13,92 13,97 12,75 14,26 15,5(
Females 11,86 12,11 12,78 11,24 13,30 14,3(
Difference -1,21 -1,81 -1,19 -1,51 -0,96 -1,2

SPSS Compare means

From the Means in the table above one can seewilizout exception men always
achieve higher scores in the intermediktanslationtasks than women do, and the difference
of the Means tends to be higher than 1 point (4¥he Std. Deviations are close, not
included. The rest of the data (Appendix A, pp.234iot analysed here reveals that the case is
similar for theReading Comprehensidask. Although women tend to perform better in the
first three tasks in the intermediate exam, thisas enough for them to compensate for the
weaker performance in the two other tasksafislationandReading Comprehensipm the
final score, which also tends to be lower for wortiean men (AppendiR, pp. 2-12).

In conclusion, annual data show that men achiegkeln scores irfTranslation than

women.

4.4.2.2 Analysis of specific exam data - differensén performance between males and
females
In the specific exam data, the same tendency @amldserved, with even bigger

differences between men and women.
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Table 4.11:Means in theTrandation exam task - males/femalesompared
(specific exam data)

Leonardo Mayor urged Arctic
Meltdown
Males 13,67 11,50 15,03
N size 4050 2971 3764
Females 12,05 9,35 12,81
N size 5867 4724 5562
Difference -1,62 -2,15 -2,22

SPSS Compare means

As shown by the data, the difference between thand is even higher with these three
texts: -1,65 p, -2,15 p, and —-2,22 p respectivedyrging between 4%-9% difference in
performance, than was found in the annual datathAs\ size is large enough, the data can
be interpreted as confirming the related findingthie annual data.

As higher Means were found for men in both theuahand the specific exam data, one
can conclude that the tendency is for men to perfoetter in theTranslation task than
women.

T-tests were run to check whether differences in the Meanghe three texts are

significant or not, and the following was found:

Table 4.12: T-test for March, 2001 I eonardo text) — (males/females compared)

Test N size Mean |Std. Dev.| Std. Levenes’s Test for| t-test for equality of Means
Error Equality of
Mean Variances
F Sig. t df Sig.
(2-tailed)
1 4050 13,67 6,910 ,10858 | 24,723 ,000 11,217 | 9915 ,000
2 5867 12,05 7,141 ,09324 11,285 |8886,456/,000
1= Equal variances assumed, 2= Equal varianceassoimed Mean difference: 1,61

Thep ,000 < ,05p in the Levene’s Test for Equality adrMnces, and the F value is
high, therefore the “Equal variances not assumstl(8)” has to be used. The significance
level of the t-test for equality of Meaps000< ,05 tells us that the probability that ther@o
difference between the Means of men and women g small, specifically less than one
time in a thousand would we obtain a mean diffegenitl,61 points or bigger between these
two groups if there were really no differences heit Means. Thus a significant difference
was found between the two Means (men = 13,67 amdemc= 12,05): t = 11,28%<,05.
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Table 4.13:T-test for Nov, 2001 Mayor urged text) - (males/females compared)

Test N size Mean |Std. Dev.| Std. Levenes’s Test for| t-test for equality of Means
Error Equality of
Mean Variances
F Sig. t df Sig.
(2-tailed)
1 2971 11,50 6,471 ,119 2,566 ,109 14,222 | 7693 ,000
2 4724 9,35 6,488 ,094 14,234 |6323,066|,000
1= Equal variances assumed, 2= Equal varianceassoimed Mean difference: 2,15

Thep ,109 > 0,05 in the Levene’s Test for Equal Varemand the F value is small,
therefore the “Equal variances assumed test (19"tbde used. The significance level of the
t-test for equality of Means {3,000 < ,05, thus the probability that a mean difieesof 2,15
would be found between the two groups is very snsl we can interpret the data as a
significant difference was found between men andnem in theMayor urgedtext: t =
14,222 p<,05.

Table 4.14:T-test for March, 2002 Artic Meltdown text) - (males/females compared)

Test N size Mean |Std. Dev.| Std. Levenes’s Test for| t-test for equality of Means
Error Equality of
Mean Variances
F Sig. t df Sig.
(2-tailed)
1 3764 15,03 53695 ,093 14,538 |,000 18,063 |9324 ,000
2 5562 12,81 5,896 ,079 18,185 |8261,561|,000
1= Equal variances assumed, 2= Equal varianceassoimed Mean difference: 2,21

In the third text the ,000 < ,05p in the Levene’s Test for Equal Varesjand the F
value is high, therefore the “Equal variances ngguaned test (2)” has to be used. The
significance level of the t-test for equality of Mesp ,000 < ,05 shows that the probability
that there is no difference between the Means (nwifierence 2,21 points) of men and
women is very small. Thus a significant differeneas found between the two Means (men =
15,03 and women =12,81): t = 18,185,05.

4.4.2.3 Findings and conclusion

Research question 2 aimed to examine how the saeikésst takers (male/female)
affected translation performance. Both the annwdh dand the specific exam data have
showed constant differences in the Means rangingdan 0,96 — 2,22 p (4%-9% of the

maximum points available in the annual ahd specific exam data. T-tests for the three
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Translationtexts revealed that a significant difference wastl with all the three texts in the
differences of Means for the sexes.

The implication is that men perform significanthgtter in Translationthan women,
which confirms the consistent differences in theangeof the annual and the specific exam
data for the sexes. Factor analysis (4.4.6 in ¢hegpter) can reveal further aspects of the

effect of the sexes on the translation task inettem.

4.4.3 Research question 3 he effect of age on translation performance — sp#ic exam

data

Research question 3 aims to explohat effect does age have on translation
performance?

The effect of age will be examined at the threecgr exam dates, a) first analysing
correlation (Pearson) between age and performati@n b) restricting the scope of
investigation to three age groups: secondary scsimolents (14-19), young adults in higher
education (20-25) and young adults (25-31), andllfinc) extending it to the whole exam
population divided into two groups (aged.9 and >19).

Table 4.15: Correlation between age and performarcfor task types (three exams)

M/C Test Invers T. Writing Translation Reading

March, 2001 -,058** -,104** -,120** ,019 ,006
Leonardo
Nov., 2001  -,082** -,082** -,085** ,120** ,111%*
Mayor
March, 2002 -,007 -,097** -,137** ,024* ,045%*
Arctic M.

** Correlation is significant at the 0.01 ley@Htailed)
* Correlation is significant at the 0.05ley2}tailed)

The low correlation coefficients between age aedgumance (scores in the tasks)
shows that there is practically hardly any correlabetween age and performance as all the
figures are close to 0, or sometimes are even mwosse performance as age increases).
Some of the correlations found are not significémg, rest are significant but very low.

In the following analysis the correlation betweasge vs. the total scores as well as
between age vs. the total-minus-translation scavese examined, to see how overall
performance is affected by age and how much diffeethe translation task means in this

respect.



Table 4.16: Correlation between age and total scofgpecific exam data)

March, 2001
Leonardo
Nov., 2001

Mayor

March, 2002
Arctic M.
** Correlation is significant at the 0.01 level {@iled)

Total score  Total-minus
translation
-,052** -,082**
,012 -,043**
-,038** -,060**
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The correlation coefficients are again not onlpyyvew but also minus except for one

(total score, November 2001). Very little diffecerwas found between the correlation of age

vs. the total scores and age vs. the total-mirarsstation scores. Thus Correlation analysis

suggests that age does not correlate highly eithidr the tasks, or with the total score, or

with the total-minus-translation score (= all theks except for the translation).

The second analysiss{Compare Meansof specific exam data produces the following

Means for the thre@ranslationtasks:

Table 4.17: Means in three translation tasks congred for age groups

Age |Leonardo Mayor urged Arctic Meltdown
Mean Std. D. |Nsize |Mean Std. D. |Nsize |Mean Std. D. | N size
14 15,50 | 2,121 2 11,67 7,335 24 10,00 | 9,539 3
15 14,74 | 6,536 39 10,27 6,949 107 12,76 | 6,372 25
16 14,69 | 6,168 264 10,82 6,596 534 15,47 | 5,236 206
17 13,93 | 6,643 967 9,54 6,360 1680 | 14,66 | 5,490 878
18 12,42 | 6,965 2167 9,22 6,341 1691 | 13,43 | 5,678 1890
19 12,32 | 6,989 1983 9,19 6,277 452 13,02 | 5,972 1786
Group 13,93 5,904 10,12 6,643 13,22 6,381
1
Mean
Weighte
d mean 12,78 9,57 13,58
Group 5422 4488 4788
N size
20 11,68 | 7,146 818 8,98 6,569 341 13,23 | 5,925 585
21 11,90 | 7,368 515 10,11 6,483 358 12,94 | 5,893 486
22 11,18 | 7,154 497 10,61 6,557 460 13,57 | 5,863 495
23 12,90 | 7,476 514 10,92 6,632 380 13,61 | 6,071 557
24 13,03 | 7,267 449 11,20 | 6,482 351 13,78 | 6,440 482
25 12,49 | 7,323 342 11,55 | 6,905 276 14,73 | 6,053 401
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Group?2 12,20 7,289 10,56 6,605 13,64 6,041
Mean
Weighte
d mean 12,12 10,54 13,60
Goup N 3135 2166 3006
size
26 13,19 | 6,973 251 11,26 6,646 189 14,30 6,047 303
27 14,02 | 7,254 191 12,32 6,782 143 14,69 5,941 218
28 14,82 | 6,826 120 12,62 6,888 102 14,64 6,613 155
29 11,58 | 7,724 112 10,90 7,054 93 15,30 5,618 123
30 13,43 | 6,856 85 12,56 5,801 54 13,90 5,880 100
31 13,08 | 7,510 69 13,16 6,706 44 13,21 6,910 73
Group 13,35 7,191 12,14 6,646 14,34 6,168
3
Mean
Weighte
d mean 13,42 11,92 14,45
Group 828 625 972
N size

When the Means for the same task are comparecebetiest takers of different age, no

linear relationship can be seen in the data betvagenand performance, the relationship is

more parabolic than linear. The lowest Means cafobed with test takers aged between 17-

22 for the first two texts but not withrctic Meltdown where the youngest produce the lowest

Means. To try to see patterns emerging, the tketdaare grouped into three groups: Group 1
(aged 14-19), Group 2 (aged 20-25) and Group 3d(26e31), and Means for the groups are
calculated. As the three groups differ considerablyize, the weighted Means (weighted for

the N size of the groups) are also given, and amgpared in the table below.

Table 4.18: Weighted means in the three translain tasks compared for three age groups

Groups Leonardo Mayor urged Arctic Meltdown
Weighted Mean N size |Weighted Mean N size |Weighted Mean N size
14-19 12,78 5422 9,57 4488 13,58 4788
20-25 12,12 3135 10,54 2166 13,60 3006
26-31 13,42 828 11,92 625 14,45 972
-0,64 -2,35 -0,87

Comparison of the weighted Means show that thereiclear pattern emerging. With

theLeonardotext Group 2 achieved the lowest weighted Meanl@)?2 with theMayor urged

text Group 1 performed the worse (9,57). The higlkdéference between the youngest and

the oldest groups from among the three groups edound with thevlayor urgedtext: - 2,35
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points, whereas the least difference between tiveighted Means was found with the

Leonardotext (-0,87). The only element that is constarthm pattern is that the oldest group
(smallest N size) consistently performed the b highest weighted Means in all the three
tasks).

From a pedagogic point of view, special concem lieen expressed in connection with
the relevance of the Translation task type for sdaoy school students. A-test
(Independent Samples) was run to see whether tleeatices in Means for the two main age
groups of test takers (Group A = between 14-19p(B = 19- and above) are significant or

not.
Table 4.19: T-test for March, 2001 I eonardo text) - (age group compared)
Test N size Mean |Std. Dev.| Std. Levenes’s Test for| t-test for equality of Means
Error Equality of
Mean Variances
F Sig. t df Sig.
(2-tailed)
1 6240 12,64 6,955 0,0880 |16,206 ,000 -1,372 | 9915 ,170
2 3677 12,84 7,316 0,1206 -1,354 | 7397,663|,176
1= Equal variances assumed, 2= Equal varianceassoimed Mean difference: -0,513

Group A >=1981, Group B <1981
With theLeonardotext thep ,000 < ,05 in the Levene’s Test for Equal Varianand

the F value is high, therefore the “Equal variancesassumed test (2)” has to be used. The
significance level of the t-test for equality of &esp , 176 > ,05 indicates that the probability
that there is no difference between the Meansheftwo age groups (A and B) is higher than
,05, specifically more than one time in a thousamiild we obtain a mean difference of
0,153 points or bigger between these two groupkeife were really no differences in their
Means. Thus the difference can be interpreted asigoificant between the two age groups:

t = -1,354, p>,05.

Table 4.20:T-test for Nov, 2001 Mayor urged text) - (age group compared)

Test N size Mean |Std. Dev.| Std. Levenes’s Test for| t-test for equality of Means
Error Equality of
Mean Variances
F Sig. t df Sig.
(2-tailed)
1 4829 9,52 6,424 ,092 3,921 0,048 -11,456 | 7691 ,000
2 2864 11,28 6,654 ,124 -11,354 |5844,291|,000
1= Equal variances assumed, 2= Equal varianceassoimed Mean difference: -1,759

Group A >=1981, Group B <1981

With the Mayor text thep ,048 < 0,05 and the F value is small, therefoee“tiqual

variances not assumed test (2)" can be used. At ghgnificance level (p = ,05), the
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significance level of the t-test for equality of &es isp 000< ,05, thus the probability that a
mean difference of —1,759 points or higher wouldfdaend between the two age groups (A
and B) is high, so we can interpret the data asvstypa significant difference between the
two age groups in thdayor urgedtext: t = -11,456p<,05.

Table 4.21:T-test for March, 2002 Artic Meltdown text) - (age group compared)

Test N size Mean |Std. Dev.| Std. Levenes’s Test for| t-test for equality of Means
Error Equality of
Mean Variances
F Sig. t df Sig.
(2-tailed)

5373 13,55 5,800 0,079 10,188 ,001 -3,062 |9324 ,002

3953 13,93 6,064 0,096 -3,042 | 8297,005|,002

1= Equal variances assumed, 2= Equal varianceassoimed Mean difference: -0,379

Group A >=1982, Group B <1982

With the Arctic Meltdowntext thep ,001 < ,05p in the Levene’s Test for Equal
Variances, the F value is 10,188, so the “Equalbwaes not assumed test (2)” can be used.
The significance level of the t-test for equality Meansp 002 <,05 indicates that the
probability that there is no difference between Means of the two age groups (A and B) is
small. Thus the difference can be interpreted gsifstant between the two age groups:
t =-0,379, p<,05.

In sum, practically hardly any correlation was ridubetween age and performance in
the three translation tasks, as all the correlatoefficients (Pearson) were close to 0, or
sometimes even minus (worse performance as ageases)T he effect of age was not found
automatic or linear, as shown by the differencegl@ans (Table 4.16). When test takers were
grouped into three major groups: aged (14-19),220and (26-31), then it was found that
different translation texts resulted in differenoédMeans to a different extent. Because of the
considerable differences in group N size weightexhiv¥s were calculated, which showed the
oldest age group (26-31) to perform constantlyldbst. The differences of Means between
test takers aged (14-19) and those aged aboveet8,faund to be significant with two texts
(Mayor urgedandArctic Meltdown), and not significant with theeonardo Factor analysis,

again, can reveal how important the factor of aga determining the overall score.

4.4.4 The reliability of the measures of performace

Research question 4 addresses the questibluw reliable are the measures of
translation performance in ORIGO intermediate exarRgliability measures in the form of
Cronbach’s alpha address the issue of true scateobserved score, and account for the

concept of error in measurement. Cronbach’s aiigletf is a measure of squared correlation
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between observed scores and true scores, expreg®ngatio of true score variance to
observed score variance.

Cronbach’s alpha is generally used to measurenatteonsistency, and can basically
show in language testing if the items (or tasksyetate positively with each other and at a
sufficiently high level to justify using them todper to measure the concept that the scale
proposes to measurBeliability analysesan be used to measure the overall reliabilitya of
set of tasks and can be used to identify the matisble task type in the exam structure. Both

raw and standardised Cronbach’s alpha measuregvaire below.

Table 4.22: Overall reliability of the exams (threeexam dates)

Cronbach’s Alpha | Cronbach’s Alpha
Based on
Standardised Items|
March, 2001 , 796 ,834
November, 2001 ,809 ,839
March, 2002 , 789 ,822

SPSS Reliability analysis

The measures (raw and standardised alpha) fothtke exam sessions show internal
consistency to be within the preferable range o700's and 0.800’s (above the required
0.6000), although somewhat lower than recommendédletruly standardised language
proficiency tests (0.850). Interestingly enougle et of tasks that had tMayor urgedtext
as the translation task produced the highest Stdisga alpha in its Reliability measure out
of the three (0.809), and the set of tasks withdhsiest texirctic Meltdownproduced the
lowest (0.789), although they are close. (Standatalpha compensates for the differences
in the maximum scores available in different tagles.)

Further analysis can reveal which task type fromorg the five in the written exam can
be considered to be the most relialMdpbha if item deletedunction in the SPSS used). The
measure next to the task type in the table beldicates what the overall reliability measure
of the whole exam would be if that particular tasks deleted from the exam.

Table 4.23: Reliability analysis of the three writen exams (all the five tasks)

Cronbach’s
Rank .
Task type alpha if item
order
deleted

March, 2001 (Leonardo)
1 Inverse T. , 725
2 Reading 7147
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M/C Test , 767
Translation ,770
Writing 747
Overall reliability ,796
November, 2001 (Mayor urged)
1 Inverse T. , 738
2 Translation ,769
3 M/C Test 773
4 Reading ,783
5 Writing ,788
Overall reliability ,809
March, 2002 (Arctic Meltdown)
1 Inverse T. , 730
2 Reading , 746
3 Translation 147
4 M/C Test 752
5 Writing ,766
Overall reliability ,789

SPSS Reliability analysis

When the overall reliability and the individual ieddilities are compared, one can find
no individual reliability measure for any one tasiat would be higher than the overall
reliability measure for the set of tasks, indicgtthat there is no task the deletion of which
would result in higher overall reliability than thmesent level of reliability, and therefore
should be deleted from the exam. This is proohefdlaim that leaving out translation of the
exam would not increase overall reliability.

As far as reliabilities compared across task tygresconcerned, to be able to interpret
the results in an easier way, the rank order ofehabilities of the individual tasks (based on
the Alpha if item deletedneasures) are summed up in a table again (Tabdg.4Rank order
1% shows the task type in the exam which can beidered the most reliable (i.e. it would
produce the lowest overall reliability if deletesrh the exam). Rank ordef"8neans that

overall reliability would be the least affectedhft task was deleted.
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Table 4.24: Rank order of task types based on rellity analysis (three exam dates)

1st 2nd 3rd 4th 5th

Exam date
March, 2001 | Inverse T. Reading M/C Test Translation Writing
Leonardo
Nov., 2001 Inverse T. Translation M/C Test Reading Writing
Mayor urged
March, 2002 | Inverse T. Reading Translation M/C Test Writing
Arctic M.

SPSS Reliability analysis - Alpha if item deleted

In the table abovdnverse Translatiorwas found to be consistently the most reliable
task type, with the rank order®in all the three exams, andriting consistently the &
Translationfigures as the Wmost reliable with thé.eonardotext, the 2! most reliable with
the Mayor text and the "4 most reliable with thé\rctic Meltdowntext. Reliability analysis
shows the most difficult translation texfldyor urged to be the most reliable translation task
from among the three. Further types of analysesaddmew aspects to this observation.

In sum, the overall reliability in the three sdttasks is within the preferable range
(above 0.6000). Tha&lpha if item deletednalysis shows that the overall reliability of the
exam would not increase if translation were deldteth the exam, thus testers’ claim that
Translation does not decrease overall reliability in ORIGO ragais confirmed. Further
measures of reliability show th@ranslation figures as the" (Mayor urged, 3¢ (Arctic
Meltdowr) and 4" (Leonardd most reliable task in the exam, indicating tiet teliability of

Translationdepends on other factors than the task type.

4.4.5 Aspects of performance contrasted — taskaék types)

Research question 3What kind of relationship exists between perforogam the
translation exam task and performance in otherk$agtypes)? To what extent does
translation determine the overall performance ia g#xam?

Correlation, modified Multitrait-Multimetho@nalysis andVultiple regressionwill be
used to explore the data for answers.

4.4.5.1 Correlations between tasks — specific exatata

Correlation expresses the degree of associatairettists between variables. The higher
the correlation is between two variables, or taskshis case, the higher the strength of
association is between them. Though there are mt stiles again, too high correlation

between tasks or task types (above 0.7) in largyuesfing is generally interpreted as the
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tasks measuring too much the same aspect of laaquexfprmance, and therefore adding no
further relevant information about test takers’ gaage proficiency, whereas too low
correlation (below 0.3) is interpreted as problemateasuring too different aspects of
performance. In ORIGO exams, one task is used @sure one skillWriting andReading
and two tasks to measure mediatiofrafislation and Inverse Translation different
directions). Thus correlation among the tasks ia #&xam may also be interpreted as
correlation between skills measured.

A quick look at the correlation coefficients iretthree tables below will reveal that all
the correlation between the tasks/skills in all theee exams are between 0.402 — 0.655,

within the generally recommended range.

Table 4.25: Correlation* between tasks/skills (Mach, 2001 - Leonardo)
M/C Test Invers T. Writing  Translation Reading

M/C Test ,612 ,499 ,442 ,465
Invers T. 577 ,519 ,481
Writing 441 430
Translation ,544

*all the correlation significant at the 0.0vé¢ (2-tailed)

In March, 2001 thd_.eonardo translation text showed the highest correlatiothwi
Reading Comprehensid0.544), the second highest witverse Translatior{0.519), while
with M/C Test(,442) andNriting (0.441) it was practically the same.

Table 4.26: Correlation* between tasks/skills (Nowaber, 2001 - Mayor urged)
M/C Test Invers T. Writing Translation Reading

M/C Test ,653 ,520 ,482 ,433
Invers T. 573 584 ,456
Writing 472 ,402
Translation 521

*all the correlation significant at the 0.01 I&y2-tailed)

In November, 2001 th&ayor urgedtranslation text correlated the highest with the
Inverse Translatior{0.584), the second highest wigeading Comprehensid0.521), while
M/C Test(,482) andNriting (0.472) were very close again.
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Table 4.27: Correlation* between tasks/skills (Mart, 2002 - Arctic Meltdown)
M/C Test Invers T. Writing  Translation Reading

M/C Test ,655 478 ,426 423
Invers T. 954 476 431
Writing ,408 ,402
Translation ,546

*all the correlation significant at the 0.01 I&y2-tailed)

In March, 2002 thérctic Meltdowntranslation text produced a similar rank ordethi®
Leonardotext: the highest correlation was found with ®Reading Comprehensiqi0.546),
the second highest withverse Translatiorf0.476) andV/C Test(0.426) andNriting (0.408)
are close again. Thus the following correlatiortgratemerges:

Table 4.28: Correlation pattern* for Translation and the other tasks/skills in the exam

Exam 1% 2" 3¢ 4m

date
March, 2001 Reading Inverse T. M/C Test Writing
Leonardo
Nov., 2001 Inverse T. Reading M/C Test Writing
Mayor urged
March, 2002 Reading Inverse T. M/C Test Writing
Arctic M.

*based on rank ordering for strongest correfati

The rank order table shows that Translation teldproduce the highest correlation
with either theReading Comprehensiar thelnverse Translatioiasks. The most interesting
observation is that the most difficult translatidayor urged text showed the highest
correlation with Inverse Translationand not with theReading Comprehensioas the
translation tasks in the other two exam sessicths di

As the correlation betweélranslationand the other tasks/skills are all within the &ang
of < 0.584 but > 0.408, one can conclude thatriioslerate strength of association suggests
that theTranslationtasks do not measure the same aspects of languefieency as the
other tasks (types) do. The tendency is for Reading comprehensioand thelnverse
Translationto produce somewhat higher correlation witranslation than M/C Test and
Writing do.

4.4.5.2 A Modified MTMM Matrix
The Multitrait-Multimethod Matrix (MTMM) (introduced by Campbell and Fiske,

1959) is a generally accepted approach to assessitgjruct validity in a set of measures. It
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is basically a table of correlations arranged imagy that shows whether components that are
supposed to measure related concepts or traitelat@rconsiderably higher (convergent
validity) than concepts or traits that are supposedneasure different concepts or traits
(discriminant validity). The MTMM method assumesttieach concept is measured by each
method, and then the correlations are arranged waya that facilitates exploring method
effect proper.

In reality, the implementation of MTMM method pes/to be difficult as in a proper
design all the possible combinations of all thecspts/traits measured (skills in this case)
with all the methods (task types) should be inctlde the case of ORIGO exams in a proper
MTMM design Reading, Writing, Mediation in both éations, and Grammar as different
concepts should be included, and all of them teatdg all the methods (M/C items and
open-ended questions, creative writing and traiosiatin a modified MTMM method one
can leave out the method factor and explore comvegrgnd discriminant validity without
addressing method effect directly. The result, ha@reshould be interpreted as tentative.

In a modified MTMM matrix, the correlations betwekess related concepts/skills and
more related concepts/skills are investigated. ddreclations between tasks are arranged in a
way that show which components/measures are expéatbe more related and which are
not. In ORIGO exams the underlying assumption kebhie construct of the exam structure

(model) is the following:

Table 4.29: The construct of relatedness betweendatypes

Invers T. | Writing | Reading
M/C Test N
Invers T. N
Translation N

\= componentshat are expected to be related

As the table above showsanslationandReading comprehensiare expected to be
more related, as well a4/C testandInverse translationand finallylnversetranslationand
Writing. The components that are supposed to relate lesharest of the combinations.

Convergentvalidity is established if there is high corredat between components
that are expected to be related, afidcriminant validity is established if there is little

correlation between components that are not exgeotbe related.



Table 4.30: A modified MTMM Matrix — March, 2001 (Leonardo)

M/C Test | Invers T. | Writing | Translation | Reading
M/C Test 1,00 ,612 ,499 442 ,465
Invers T. ,612 1,00 D77 ,519 ,481
Writing ,499 977 1,00 441 ,430
Translation 442 ,519 441 1,00 ,544
Reading ,465 ,481 ,430 ,544 1,00
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The table above shows that convergent validityeiectable, although not strong: all

the correlations between components that are sedpmsbe related correlate more highly

(correlation coefficients in the grey boxes) thiaa toncepts that are not supposed to correlate

highly (discriminant validity).Translation and Inverse translationshow somewhat higher

correlation (0.519) than one would expect.

Table 4.31: A modified MTMM Matrix — November, 2001 (Mayor)

M/C Test | Invers T. | Writing | Translation | Reading
M/C Test 1,00 ,653 520 ,482 ,433
Invers T. ,653 1,00 573 ,584 ,456
Writing ,520 ,573 1,00 472 ,402
Translation ,482 ,584 AT2 1,00 ,521
Reading ,433 ,456 ,402 521 1,00

In the modified MTMM for the set of tasks with tMayor text a similar weak pattern

emerges to the previous one, with the exceptionttieacorrelation between tRHganslation

andlInverse translations even higher (0.584) than before, in fact th@sed highest after the

correlation betweeM/C Testandlnverse Translation

Table 4.32: A modified MTMM Matrix — March, 2002 (Arctic Meltdown)

M/C Test | Invers T. | Writing | Translation | Reading
M/C Test 1,00 ,655 478 426 423
Invers T. ,655 1,00 ,554 476 ,431
Writing 478 ,554 1,00 ,408 ,402
Translation 426 476 ,408 1,00 ,546
Reading 423 ,402 402 ,546 1,00
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Although the pattern is still weak, the modifiedTMM for the Arctic Meltdowntext
shows the least unambiguous relations as comparegptected relations between concepts.
Here the correlation betwed@manslationandinverse translations weaker (0.476) than with
the two other translation textdgonardo 0.519 andMayor urged 0.584). ThusArctic
Meltdownseems to show the strongest pattern for convergahidiscriminant validity from
among the three translation tasks.

In sum, from the modified MTMM matrices in whichet concept of construct validity
was explored with the help of convergent and disicrant validities, only a very weak
pattern has emerged that can confirm assumptionthdanconstruct thafranslation and
Reading comprehensioais well as M/C Testand Inverse translationand finally Inverse
Translationand Writing measure aspects of language proficiency that ame nelated than
other combinations of these five skills/task typ@#th the Mayor urgedtranslation text
especially, the correlation between two task tyfl@anslationandInverse translatioh that
are not supposed to be closely related was fout teurprisingly high (0.584) as compared
to the other correlations suggesting that the toeality of translation may not be as

important with certain texts as underlying assuoniin the construct suggest.

4.4.5.3 Multiple Regression analysis

Using Multiple Regressiomne can test theories or models about which via(sbpin a
set of variables (independent/predictor variablgs)e(s) the best prediction of the
dependent/predicted variable. The ORIGO data settartbe conditions for using Multiple
regression inasmuch as a) there is a linear rakttip between the predictor and the predicted
variables, b) the predicted variable is a contirsusgale, c) the predictor variables are
measured on an interval scale, and d) a large nuailmdservations is available.

There are different ways for assessing the redatientribution of each predictor
variable (task) to the predicted variable (totadrsg. In “hierarchical” methodsS(epwisean
SPSS will be used here) variables to the modeleatered in a specified order, based on
theoretical considerations or previous findingstfiis case correlation with the total score). If
adding the variable does not significantly incretieepredictive power of the model then the
variable is dropped.

Using theStepwisemethod what emerged was that all the tasks ithalthree exams
contributed significantly to the model, none ofrthevere dropped from among the predictors.
The Standardised Beta coefficients gained from dmalysis give a measure of the
contribution of each variable to the model, i.eytlshow to which extent they determine the

model. The results are shown below:



Table 4.33: Multiple Regression model — three exaunhates

March, 2001 (Leonardo)

Adjusted R square = 1,000; p<0.05

All the variables are significant in the model.

Predictor variable Standardised Beta P
Translation .382 .000
Inverse translation 313 .000
Reading comprehension .262 .000
M/C Test 161 .000
Writing 156 .000
November, 2001 (Mayor urged)

Adjusted R square = 1.000; p<0.05

All the variables are significant in the model.

Predictor variable Standardised Beta P
Translation .360 .000
Inverse translation .339 .000
Reading comprehension 225 .000
M/C Test 178 .000
Writing 161 .000
March, 2002 (Arctic Meltdown)

Adjusted R square = 1.000; p<0.05

All the variables are significant in the model.

Predictor variable Standardised Beta P
Inverse translation .359 .000
Translation .336 .000
Reading comprehension .269 .000
Writing 167 .000
M/C Test 162 .000
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From Table 4.34 above it emerges thednslationhad the highest contribution to the
model in two cases as they produced the highestd8tdised BetalLgonardo .382 and
Mayor urged .360), whereas it was the second strongest pgoedidth the Arctic Meltdown
translation task (.336)nverse translationfollows, being the strongest predictor in March
2002 (.359), and the second strongest in the tweroset of tasks (.313, 33%Reading
comprehensioms always the third (.262, .225 and .269)C Testand Writing contribute the
least to the model: the Standardised Beta variéseem .156 - .178. The five predictors

explain all the variance (Adjusted R square = 1)000



122

From Multiple Regression analysis the conclusierhiat all the five tasks (predictor
variables) in all the three exams are significanfie of them were removed from among the
predictor variables that significantly increase theedictive power of the model. The
Standardised Beta coefficients showed the relatwetribution of the tasks (predictor

variables) to the model (predicted variable).

4.4.6 Factor analysis (unidimensionality and compamtiality)

Analysis to Research question 6 seeks to find Blatv many principal factors or
components can be identified in the overall exaocsire?

Factor analysis is basically used for identifyimgderlying variables, to uncover the
latent structure (dimensions) of a set of variableéso main forms will be used here,
Principal component analysis (PCA) and Principaltdr analysis (PFA). Both can be used
“to reduce a number of variables to one or moreeslthat will still let us to reproduce the
information found in the original variables” (Hateimd Lazaraton, 1991). PCA is generally
preferred for data reduction and PFA for detectlatp structure or modelling. Therefore in
the last research question the overall construdamjuage proficiency as measured in the
exam is analysed by the help of these two analyses.

The importance of this research question is empbddiy the fact that it addresses the
most controversial issue in connection with the ols&€ranslationin an intermediate exam:
the pedagogical implications. The question is: Hmany factors can be identified in the
exam construct of so called ‘bilingual’ exams? Testing profession both in Hungary and
abroad seems to be divided over the issue of th@iuganslation in proficiency exams: some
consider translation a totally different or sepausiill that is either not related or only slightly
related to ‘proper’ language skills. Based on thssumption the claim is that translation
should not be taught or tested until above advawncegaroficiency level, and perhaps should
be left to professional translators. If this waset the two translation tasks in ORIGO exams
should appear as independent factors in the aralyséranslation is not an independent

factor, than the exam measures the same undethgigforeign language proficiency.

4.4.6.1 Principal component analysis

Principal components analysis is a method of dadaction, by the help of which one
can reduce a number of variables to a few prinaipahponents. These new components or
values do not exist in the data, but can be theatt captured by the help of the analysis. In

language testing the method is used to see to stant the given number of tasks used in
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the exam are needed to measure the overall languageiency in the exam construct, and
identify which component could be eliminated frame structure.

When Principal component analysis is run, first theta are tested for sampling
adequacy (Kaiser-Mayer-Olkin test) and for sphgri¢Bartlett’s test). With the three exam
data sets both types of analyses confirmed that#te was appropriate for analysis, as the
KMO tests produced measures above the recommen@dt@arch, 2001: 0,835, November,
2001: 0,835., and March, 2002:0,806). In the tiBeetlett's Testsp < 0.05, thus the null
hypothesis that the correlation matrices were itdematrices could be rejected, and analysis
could follow. Oblimin rotation was used as in earlcorrelation analyses the variables (task

types) have been found to correlate.

Table 4.34: Principal component analysis — total véance explained

Components Initial Eigenvalues
Total % of Cumulative
variance %
March, 2001 (Leonardo)
1. 3,008 60,161 60,161
2. ,666 13,312 73,473
3. ,507 10,144 83,616
4. ,460 9,207 92,824
5. 359 7,176 100,00
November, 2001 (Mayor urged)
1. 3,048 60,953 60,953
2. ,666 13,328 74,281
3. ,494 9,872 84,152
4. AT74 9,470 93,623
5. 319 6,377 100,00
March, 2002 (Arctic Meltdown)
1. 2,926 58,518 58,518
2. ,749 14,989 73,507
3. ,538 10,762 84,269
4. 457 9,146 93,415
5. ,329 6,585 100,00

Extraction method: Principal component analysis

The table above shows that in all the three exantg one component has a greater
Eigenvalue than 1, thus in all the three exams pmecipal component is likely to be
extracted. About 60% of the variance is explaingdbe component in all the three exams
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(60,161 %, 60,953 % and 58,518 % respectively)edoad component explains a further 13-
14% of the variance, a third component a furth&0%®4, a fourth component a further ~ 9 %,
and the last component the final 6-7 %. As 4 comptsaltogether explain as much as 93%
of the total variance, the analysis suggests tmat3t component might be regarded as not
really contributing much to variance in scores, itecould be eliminated from the exam
structure. For pedagogical reasons, however, nbtleedasks would be deleted from ORIGO
exams, as to get a balanced picture of the negepsaficiency skills in the written exam at
intermediate level where one task measures onk thlél exam structure needs the present 5
tasks.

The initial run of Principal Component analysisuked in 1 principal component
extracted in all the three exams. The Componentrixndtelow shows the principal

components that have been extracted together metbamponent loadings.

Table 4.35: Component matrices — Initial analysistiree exams)

Task type Component Component Component
1 1 1

M/C Test ,781 ,798 ,788

Inverse T. ,831 ,848 ,827

Writing , 759 , 760 742

Translation , 756 , 785 , 741

Reading (47 ,706 723

Extraction method: Principal Component Analysis
1 component extracted

Though components cannot be interpreted in the saayeas factors extracted from
factor analysis when one is looking for underlyilagent traits, the number of principal
components indicate the possible number of fadtwas can be extracted in factor analysis
later (Hatch and Lazaraton, 1991).

The analysis can be run again with two main comptnaypothesised, thus further
probing into the underlying structure of the exafrhat type of investigation produces the

following result:
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Table 4.36: Component matrices — two main componesihypothesised (three exams)

Task type March, 2001 November, 2001 March, 2002
Component Component Component
1 2 1 2 1 2
M/C Test , 781 -,289 , 798 -,289 , 788 -,325
Inverse T. ,831 -,236 ,848 -,208 ,827 -,309
Writing , 759 -,341 ,760 -,311 (42 -,271
Translation , 756 ,438 , 785 273 , 741 ,459
Reading 47 467 , 706 ,607 723 514

Extraction method: Principal Component AnalysispPnponents extracted

Rotation method: Oblimin with Kaiser Normalization

In the analysisTranslationand Reading comprehensiaend to emerge as a second
component, i.e. the task types that are supposeeldte in what they measure are grouped
into a second principal component. This type oflymis indicate that there is a weak pattern
emerging for the components normally assumed tategelTheMayor urgedtext behaves
somewhat differently again, with a component sqg2&3) lower than with the other two
translation texts (,438 and ,459) indicating thas translation task behaved differently as a
component within its exam structure from the otiner translation tasks.

Thus the conclusion is that when Principal compom@@alysis is run with the data, one
principal component emerges in all the three exaifisen a second principal component is
hypothesised, a weak pattern emerges in whralmslationandReading comprehensidand
to relate more closely_gonardoandArctic Meltdowr), although this is not automatikléyor

urgedbehaving somewhat differently).

4.4.6.2 Principal factor analysis

Principal axis factoring (SPSS) is a form of facoalysis that seeks the least number
of factors which can account for the common varmaoica set of variables.

When Principal axis factoring is run, first the alare tested for sampling adequacy
(Kaiser-Mayer-Olkin test) and for sphericity (Battls test). With the three exam data sets
both types of analyses confirmed that the data aygsopriate for factor analysis, as the
KMO tests produced measures above the recommen@eMarch 2001: .825, November
2001: .812, and March 2002: .791). In the threetl®#s Tests p < 0.05, thus the null
hypothesis that the correlation matrices were itdembatrices could be rejected, and data

were likely to factor well.
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In the present analysis, theTaskswere entered as variables, so wAge and the
Sexes For rotation method Varimax was used, as in pevianalysis in this chapter
practically no correlation was found between age @erformance in the translation task, and
also the effect of sexes, although present, wascaosidered to contribute to significant
difference in performance. Thus this present amalgpplies rather a confirmatory type of
factor analysis than an exploratory type. The estdbadings given as a result are presented
in the Factor matrices below:

Table 4.37: Rotated Factor Matrices for the three witten exams

VR Leonardo Mayor Arctic Meltdown
Factor 1 | Factor 2 | Factor 1 | Factor 2 | Factor 1 | Factor 2 | Factor 3
M/C Test .706 217 763 -.148 .800 -134 .064
Invers T. 791 211 .834 -.080 .815 -.039 -.140
Writing 674 184 .688 -.084 .643 .078 -.241
Translation 754 -.384 731 471 .610 .507 .066
Reading .663 -.114 .586 244 .583 .368 .100
Sexes -.023 .219 -.018 -.221 .033 -.389 -.01%
Age -.066 -.200 -.047 .345 -.037 .032 473
No. of Factors 1 2 3

Extraction method: Principal Axis Factoring, Robati Method: Varimax with Kaiser
Normalisation

With the March 2001 exam, SPSS attempted to exX2réarctors, in 25 iterations.

With the November 2001 exam, SPSS extracted ariauot 23 iterations.

With the March 2002 exam, SPSS attempted to eb@réaxctors, in 25 iterations.

Hatch and Lazaraton (1991) suggest that factodihga of .30 or above can be
considered as a substantial link to the factorode can see from Table 4.34 above, in March,
2001 (eonardotext) practically one factor was extracted, aljtouhe second factor was
attempted through iterations. This second factor ave beernTranslation (-.384), which
negatively loads on this attemptetf factor, and its relation to the factor can berimteted as
with negative correlation.

In the second exam datildyor urgedtext) Translation(.471) andAge (.345) load on
the 2" factor that was extracted in the analysis.

In the third exam dataA(ctic Meltdowntext) three factors were attemptddanslation
(.507)andReading comprehensidrB868) load on a possible"Zactor, and th&exeg-.389)
negative loading on this factor is interestinglghi In this examAge (.473) was found as a

possible 3 factor.
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In sum, Principal Axis Factoring (rotation methodarimax) was run with seven
variables entered: the 5 Tasks #&gkand theSexesas two additional variables. The purpose
of the analysis was to find out how many factordartying traits can be detected in the exam
structure. In the3lexam date (March, 2001L-eonardotext) only 1 factor was extracted, the
5 tasks all loaded on this one factor, and S®xesand Age was not found to have high
enough (.30) factor loading. In the second exane dabvember, 2001 Mayor urged 2
factors were extracted: Factor 1 = all the fivek$a§586 - .834), Factor 2 Franslation
(.471) andAge (.345). In the third exam (March, 2002Afctic Meltdowr) 3 factors were
attempted: Factor 1 = all the five tasks (.583 15)8 Factor 2 =Translation (.507) and
Reading comprehensioff368), while theSexes(-.389) had a relatively high and negative
factor loading on this factor, and Factor Age(.473).

4.5 Summary of findings and conclusion

In this chapter the main research question fronpthet of view of construct validation
was:Towhat extent does the translation task measuredheesor different foreign language
competence as other task types in the intermedidm? Is there anything else measured in
the translation task than language proficiency?

Data from real exams (ITK ORIGO, intermediate weritexams in English) were used
for analyses, from two sources: a) annual data faocademic years between 2000 - 2006, to
check the stability of the exam population size #redconsistency of data in the different task
types throughout the years, and b) specific exata flam three separate exam dates (March
2001, November 2001, and March 2002). The typekatd used were scores in the five tasks,
the total score, test takers’ sexes and their age.

In the analyses, the effect of six variables wesamened: 1)Yask difficulty(Descriptive
statistics), 2) the effect of the sexeftest takers (m/flCompare means, T-Test), tBe effect
of age(Correlations, Compare means, T-test)tabk (type)Reliability analysis (Cronbach
alpha), 5) aspects of performand€orrelations, Modified Multitrait-Multimethod mat,
Multiple regression)6) underlying traits(Principal component analysis and Principal factor
analysis).

Research question 1 aimed to find out how the difficulty of translatias a task type
compared to the difficulty of the other task tyjreshe intermediate exam of English.

Before answering that question, the sizes of miberinediate English exam population
in the given six academic years were compared. Bladaved that the exam population has
decreased considerably, which raises the issueeotdnsistency of parameters that describe
the population.Translation together withReading Comprehensidmave been found to be
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consistently the least two difficult task typesthe six academic years, as based on the
“theoretical pass rate” (60% of the maximum scovailable). Although levels of overall
performance and translation performance in theasademic years have been changing with
time, the tendency foFranslationis to become increasingly easier. Considerablereifices
(19,5% difference in pass rates) can be found ketwaendividual translation tasks
administered at specific exam datddayor urgedand Arctic Meltdown,with rank order
varying between 5 - 1) that cannot be interpretedhie light of the much more stable
statistical parameters for the other task typafiénsame exams. Descriptive statistics for the
three translation tasks indicate that a differeat8 points can be found in the Means and
Medians that account for the 19,5% difference mhss rates. Based on a calculation of the
ratio between the Std. Deviation and the Mean, bwdiMayor urgedand theleonardotexts
were found to be potentially too difficult for thetermediate exam population, although
based on the Mean, theonardotext was considerably easier.

Research question 2 aimed to examine how the sexes of test takerse{featale)
affected translation performance.

Both the annual data and the specific exam dabavesth constant differences in the
Means ranging between 0,96 — 2,22 p (4%-9% of tlagimum points available) in the
annual and the specific exam data. T-tests fortiinee Translation texts showed that a
significant difference was found with all the thitegts {eonardoandArctic Meltdowr). The
implication is that women might need more trainivith the task type.

Research question 3 aimed to explore what effect age had on transigigrformance.

Practically hardly any correlation was found bedswege and performance in the three
translation tasks, as all the correlation coeffitse(Pearson) were close to 0, or sometimes
even minus (worse performance as age increases)effect of age was not found automatic
or linear, but parabolic. When test takers wereugeal into three major groups: aged (14-19),
(20-25) and (26-31), then it was found that differeanslation texts resulted in differences of
Means to a different extent. Weighted Means weteutated, which showed the oldest age
group (26-31) to perform constantly the best. THiemknces of Means between test takers
aged (14-19) and those aged (19 and above), weral fto be significant with two texts
(Mayor and Arctic Meltdown and not significant with thd.eonardo text. Thus the
implication is that not the task type but the mmsibably the topic can result in significant
differences for certain age groups.

Research question 4 addressed the question how reliable the measidrgarnslation

performance are in ORIGO intermediate exams.
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In sum, the overall reliability measures in theeth sets of tasks are within the
preferable range (above 0.6000). TAlpha if item deletedinalysis shows that the overall
reliability of the exam would not increase if triatgn were deleted from the exam, thus test
developers’ claim thaTranslationdoes not decrease overall reliability in ORIGO ragas
confirmed. Further measures of reliability showttfieanslation figures as the"® (Mayor
urged, 39 (Arctic Meltdown) and 4" (Leonardd most reliable task in the exam, indicating
that the reliability ofTranslationdepends on other factors than the task type.

Research question 5 examined what kind of relationship exists betwegegrformance
in the translation exam task and performance herotasks (types), and also, to what extent
translation determines the overall performancéeexam.

As the correlation betweelranslationand the other tasks/skills are all within the &ng
of < 0.584 but > 0.408, one can conclude thatriioslerate strength of association suggests
that theTranslationtasks do not measure the same aspects of languafieiency as the
other tasks (types) do. The tendency is for Reading comprehensioand thelnverse
Translation to produce somewhat higher correlation wittanslation than M/C Test and
Writing do.

From the modified MTMM matrices, in which the cept of construct validity was
explored with the help of convergent and discriminaalidities, only a very weak pattern has
emerged that can confirm assumptions in the coctstifoat Translation and Reading
comprehensioms well as M/C TestandInverse translatiorand finallyInverse Translation
and Writing measure aspects of language proficiency that awee melated than other
combinations of these five task types. With Mayor urgedtranslation text especially, the
correlation between two task typdsdnslationandinverse translatiopthat are not supposed
to be closely related was found to be surprisinglyh (0.584) as compared to the other
correlations, suggesting that the directionalityt@nslation may not be as important with
certain texts as underlying assumptions in thetcocissuggest.

From Multiple Regression analysis the conclusierthiat all the five tasks (predictor
variables) in all the three exams are significanfje of them were removed from among the
predictor variables that significantly increase tpeedictive power of the model. The
Standardised Beta coefficients showed the relatmetribution of the tasks to the model
(predicted variable), anfiranslationfigured among the first two most important preaclist

Research question 6 sought to find out how many principal factorscomponents can
be identified in the overall exam structure.

In Principal Component Analysis (Stepwise methaddihe exam structure for the five
task (types) it was found that in all the three mgaonly one principal component was
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extracted. A first component accounted for ~60%hef total variance in the exam, and the
first 4 components for ~ 93% of the total variariteis one task could easily be deleted from
the exam for practical considerations, if pedagogpmsiderations also justified such a
decision. When the analysis was run again withi@cgral components hypothesised, then a
second principal component was extractedhfslationandReading comprehensidoading

on a second principal component in two exams)catdig that an underlying pattern tends to
exist in the data, although not with @&lanslationtexts (Mayor urgedan exception).

Principal Axis Factoring (Varimax rotation) wasnrwith 7 variables entered: the 5
TasksplusAgeand theSexesas two additional variables. The purpose of thedysis was to
find out how many factors/underlying traits candstected in the exam structure. In tife 1
exam data (March, 2001 l-eonardotext) only 1 factor was extracted, the 5 taskdcaltled
on this one factor. In the second exam data (Noeen#901 -Mayor urged 2 factors were
extracted: Factor 1 = all the five tasks, Factor Zranslationand Age In the third exam
(March, 2002 -Arctic Meltdown 3 factors were attempted: Factor 1 = all the flasks,
Factor 2 =TranslationandReading comprehensipwhile theSexedad a relatively high and
negative factor loading on this factor, and Fa8terAge

The conclusion for the exam structure is that ¢bestruct of the exam seems to be
relatively stable if the 5 task types are conceyileds the exam does not basically measure
something else than language proficiency. Withamertasks (topics?), however, a weak
underlying pattern seems to be emergihanslationin combination with eitheAge as a

second factor, or theeading Comprehensioand alscAgecan be a weak third factor.

4.6 Implications and recommendations

Methodological implications and recommendations concern the paleruse of
recommended validation techniques and procedurefamguage exam boards in construct
validation.

Before analysis is done for construct validatitw, $tability of the exam population size
and of overall performance should be checked firsen the effect of variables such as task
type, task difficulty, sexes and age can be exgltnethe help of descriptive analyses of pass
rates, differences of means, correlation betweghtigpes, between performance and sexes as
well as performance and age. The consistency @ fiatpass rates across task types and
within task types should also be checked, as veetha overall reliability of the sets of tasks
and reliability of individual tasks within the sefthe relationship between task (types) can be
explored by the help of Multiple regression, a niedi MTMM matrix and two types of
Factor analysis Principal Component analysis amacipal axis factoring. Results from the
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analysis might be contradictory, but they shouldsben as exploring the complexity of the
relationships among the variables and should bepreéted in one complex final claim in
construct validation.

Researchimplications suggests that certain aspects of rél&ionship between the
variables as well as more profound understandinth@fcontradictory findings in statistical
research call for other research methods and agipeeao complement findings in statistical
analyses. Such issues identified are differencewdam the performances of males and
females in the intermediate translation tasks, riba-linear interaction between age and
performance in the translation task, and the reagoy translation (together with reading
comprehension, age and occasionally the sexes$ teneémerge as a second weak factor in
explaining variance in the exam performances, thedasic exam structure.

Pedagogicimplications mainly concern a) the hypothesise@atfof age and b) the
relationship between task types measuring differagpects of language proficiency.
Statistical analysis indicates that although nedmrelationship was found between age and
translation performance, and also correlation betwthem was very low, factor analysis
indicated that it still might be considered as akveecond factor in explaining variance in the
scores. On the other hand, however, translationcaasistently found to be in the two easiest
task types (together with reading comprehension)thie intermediate exam, although
individual translation tasks may differ considesalnl their difficulty and other measures, as
well as in their interaction with age and the sexesthe correlation between task types was
found to be consistently moderate and principal poment analysis as well as initial factor
analysis confirmed, that there is one principal ponent or factor in the exam structure, test
developers’ claim that translation does not measanee underlying trait completely different
from language proficiency measured in the othek tgpes can be confirmed. This finding
was confirmed in previous research on the samectspé ORIGO intermediate translation
tasks in German (Fekete, 2001b).

Until further aspects of the contradictory findsngre revealed from other types of
research, the methodological recommendation isdinde all the statistical analyses in actual
construct validation, and do it routinely with hightake exams. All the more so, as analyses in
this chapter confirm that validity of an exam id fmund but established through analysis and
valid inferences, and should be done for all sétasks to establish their individual validity

to be able to draw the necessary consequences dratyses.
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Chapter 5: Method 2: Process-based research of tratation

5.1 Introduction

In the previous chapter statistical analysis ohrexdata revealed aspects about
translation performance that can be accessed tpiargly. In Chapter 5 and Chapter 6,
although some statistics will be used, the emphass the qualitative aspects of translation
that can be approached through new methods in malpnesearch that also rely on the
guantitative aspects of these phenomena.

5.2 Theoretical background to process-based reseh
5.2.1 Theoretical background to the research method

A relatively new research method is the use ofkHaloud protocols in analysing the
mental processes happening in the translator's nAsdlaaskeldainen (2001) observes, such
studies of translation are excellent examples efitlerdisciplinary natureof translation
research, as data collection methods were borrdreed other disciplines: psycholinguistics,
cognitive and social psychology, as well as theusoof the present research: cognitive
processes. Since the 1980s the method itself, aviewed by Jaéaskeldainen (RETS, 2001),
has been increasingly used (also Ericsson & Siri®84; Bernardini, 1999; Elekes, 2000).
As Jaaskelainen suggests the increasing interebtsirtype of research method is connected
to the problem of addressing the ‘black box’ ohsiation, i.e. the thought processes that take
place when someone is translating a text. Addrgdsiese processes can inform the research
on the nature of translation, itself. The probleithunvestigating the processes of the mind is
that it cannot be directly observed. Methods dgatbin psychology became more widely
used in translation research in the 80s, the mogulpr are two types of verbal reporting:
introspectivg(concurrent) andetrospectivanethods. Irthink aloud one type of introspective
reporting, the participants are askedvewbaliseandnot analyse their own flow of thoughts
while they are actually translating a text, to gaisight into what goes on in the translator’s
mind. Such verbalisations produced while performengranslation task provide additional
information about the “’otherwise hidden stage kew understanding the source text and
producing the target text” (2001, p. 266). The temmk-aloud protocolTAP for short)
refers to the written transcripts of such recording

Although there has been debate on whether it ilyrélae process itself or the
immediate products (mental content) of these psm=si.e. prior experiences, attitudes,
emotions, plans, etc. that are accessible throegbalisation, Jaaskeldinen concludes it is of

lesser importance. Limitations to the usefulnessAiPs, however, are mentioned. One major
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limitation seems to be the inherent incompleterédke kind of data that can be gathered in
this way: i.e. only “which is conscious can be \aided”. “This rules out processes which
have become automatized due to extensive experisrprforming a particular task” (2001,
p. 267). A second major limitation seems to be gbeential effect of verbalisation on the
process under investigation, which may change tbeegs itself, to some extent and may
have an effect on the product of the final tramstatJaaskelainen, however, cites Ericsson
and Simon (1984) who found that verbal reportingdoot change the course or the structure
of word processes fundamentally (1984, pp. 78-107).

Li (2004), listing types of focuses in TAP reseanstentions the following: a) different
groups of students (foreign languge learners, katioa students, professional translators), b)
different language pairs, and c) different aspettthe process (problem solving strategies,
cognitive planning, decision criteria, the focuscofscious attention, affective and attitudinal
factors, the difference between translating on papd on the computer.

In addition to recording thinking aloud, the follmg methods are also mentioned (Bell,
2001, p. 189): measuring the eye movement of tadms as they read, videoing them as they
work, asking them to fill in self-report questioimes, developing pesonality profiles of
preofessional translators, these seem to be mptealple with professional translators.

Although the TAP method has been somewhat conts@leboth in psychology and in
translation research, now most researchers mairtaty “when elicited with care and
analysed with sufficient awareness of their limitas, verbal reports can provide rich and

useful data on human thought processes” (Jaaskaldn 267).

5.2.2 Translation as process
Jaaskeldinen (2001) observes that interest in‘tlagk box’ of translation, i.e. the
thought processes which take place when someotm@rislating a text, maybe as old as

translation itself.

A model of the translation process, then, inevitaielplicates all the characteristics of a
general model of human communication, with the taldiof some components which are
translation-specific, particularly components whiokpresent problem-recognition and the

strategies employed for problem-solving. (Jaaskeldi 2001, p. 265)

Problem solving is an important aspect that TARaesh with intermediate students is
expected to focus on. Bell (2001) adds that a psgghcally plausible model of translation
has to address the question of how translation ispacial instance of bilingual

communication. He is of the opinion that translatoead in a different way from other
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language users because they operate under a diffegeof constraints: they havdask to
perform, atext to transfer, and use specific knowledge and skKitanslato) when
performing the transfer: the monolingual readedsef@ar comprehension, while the translator
reads with a view to re-transmit the target textdbing so, he/she has to be able to recognize
“translation-relevant elements” of the text at salidevels (lexical, stylistic, message). In
sum, what makes translation a specific type of hunsammunication is the special

component oproblem-recognition and problem solving

All text processing is, to a large extent probleshisg. ... What a study of the translation
process must investigate is the kind of problemghwlaccur in translation and the frequency
with which they occur, the specific strategies thainslators employ in recognising and
resolving these problems, the frequency with wigehtain strategies are employed, and the
kind of problem indicators which can be observedhim translation context. (Krings, 1987, as
cited in RETS, 2001, p. 187).

Bell (2001) also suggests that basically cognifiwecesses operate in three distinct
stages:analysis, synthesignd revision In analysis the processing occurs at syntactic,
semantic and pragmatic levels, performing micralysis (clause level) and macro-analysis
(text as an entity). In synthesis the target texprioduced, taking into consideration the
sender’s meaning and intention (as interpretedhieyttanslator), the translator’'s intention,
and the user’s need (as specified by the clientiatedpreted by the translator). In the final
stage of revision, the draft translation is reviaaed edited.

Bell (2001, p. 188) identifiesranslation problemas “some part of the process of
transfer, whether deriving from the source texthw target text, which makes analysis or
synthesis non-automatic”, and can happen at b@hmidcro- and the micro-levels. Referring
again to Lorscher (1991, p. 76) he defitemslation strategyas “a potentially conscious
procedure for solving a problem faced in transta@ntext, or any segment of it”, which can
be divided intolocal (dealing with text segments) amdobal (dealing with whole texts)
strategies. Both local and global strategies caaraet with the translator’s background
knowledge (Séguinot, 1989, p, 39): within it: “aél awareness of the style and content of
similar texts, conventions of spelling, punctuatemd grammar, compatibility of elements
defining register, intuitions about what constitutke target language”.

Lorscher (1992) is of the view that there is aaté#hce between how translators with
different degrees of bilingual competence workhigher levelsense-orientedranslation is
dominant, with a focus on function rather than omf, and thus more macro-, or top-down

processing happens. With students and non-professianslators typical strategies used are
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moresign-oriented focusing more on form than on function, relying lwottom-up processes
more.

In addition Bell (2001) mentions that the capaatyheworking memorys a problem:
the translator can work with one clause at a tiiing, “trying to reach an understanding of the
meaning of the source text”, then putting the meginto words, meanwhile s/he keeps
returning to the text as memory fades. Strategiesope with pressure on the working mind
are essential for the translator.

In Kaiser-Cokke’s view (2002) the relationship beém source text and target text is
located in the translator's consciousness; thidhexre the “the translation process” takes place
and must be the focus of Translation Studies.

Breedveld (2002) views translation as “a changiagktsituation, where cognitive
activities will change in character and functiort@ding to the context and the moment in
which they occur”. As “interdependencies betweean dfiferent activities” in the translation
process should be studied as a function of timeh smplications should be accounted for in
the analysis of think-aloud protocols.

Although the relevance of such process-based m@seato the cognitive aspects of
translation cannot be doubted, Bell (2001), refigrtio Wilss (1982), warns at the same time
that it would be “unwise to make exaggerated claifos what psychology can offer in the
form of insight in translation studies as

Neither psycholinguistics nor neurology can as peivide reliable information how
linguistic data are stored in the brain, how lirgigi matching procedures take place and what

mental structures are active in recalling lingaigtiformation. (Wilss, 1982, p. 218)

As a conclusion, however, Bell (2001) suggests sbae two decades on, “enough is
now known to begin the task of creating a modeheftranslation process”. He concludes by
referring to Steiner (1975) who

has gone so far as to claim that all human comnatioit is tantamount to translation. The
addition of a psychological perspective in transhaistudies can open the way not only for a
greater understanding of translating and intempgetbut also for a deepening of our

understanding of human communication in generall(2001, p. 190)

5.2.3 A model of translation as a process
Gile’s (1994) process-orientedequential model of translation and error analyss

recommended for early stages of translator trginin his model translation starts with a
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translation unit the meaning of which is inferred from the texheTfigure below (1994,

p.109) presents the model.

Figure 5.1: The sequential model of translation (G&, 1994)
translation unit

comprehe | meaning hypothpsis

phase Y A
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reformulat | target language reformulation

phase

faithful? |
acceptable? A
/ faithfulf}.

acceptable? )\ \ N

knowledge base knowledge acquisition

&
<«

A “translation unit” is defined as “an intuitivenity consisting of a word or a small
group of words that the translator deals withhatmicro-textual level”. Translation happens
in two phases: acomprehension phasednd a feformulation phase”in the first one the
meaning of the translation unit is inferred frona text as aneaning hypothesishis meaning
is checked in aplausibility test”, and if deemed plausiblkarget language reformulation
follows in which the translation of theanslation unitundergoes ontest for fidelityand one
for language acceptabilityPeriodically, fidelity and acceptability test® aun atigher levels
than the translation urnitat the level of groups of translation units, sexe level, paragraph
level and even at text level. In the comprehensind reformulation phases, a knowledge
base is tapped, and throughout the translatioregsoknowledge acquisition happens.

His model basically draws on the empirical study t@nslator studentsproblem
diagnosis,written reports in which students labelled proldeemcountered as “difficulties in
understanding a particular sentence, in reforrmgatin idea, in finding the meaning of a
source language term, in finding a good targetuageg equivalent, etc.” (1994, p. 108). Gile
suggests that whenever translation problems areuatered, the teacher and the students can
together check if translation has gone throughréoemmended phases, the checklist of key
reference words being: “logical”, “plausible”, “uistically acceptable” and “consistent with
the rest of the text”. He recommends this procegsited approach for translator students

with incorrect translation methodology, but warmgmiast using it with students with low
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motivation and with those whose linguistic normstire target language are poor, one
possible implication being that below a certainglaage proficiency threshold verbalisation
would take too much energy away from focusing @nattual translation problems.

In the empirical reseach to follow Gile’s model wased and adapted to fit the more

problem solving nature of the translation procegh imtermediate students.

5.2.4 Validity threats to TAP research

Bell (2001), referring to Lorscher (1992) warns ttlugfferent groups of translators
(trainee translators vs. professional translatbrsngual child vs. professional translator,
language student vs. non-professional translatar) differ markedly in the translation
strategies they adopt. Thosergeneralisatiorof findings from one group to another should
be avoided.

Another source of threats can be lack of repretigatess in the sample of informants
or the tasks they are asked to perform (Frase§)199

In Li’'s (2004) categorisation, TAP research is baky naturalistic qualitative research,
and assessing the trustworthiness of such ressaimhld be based, first of all, on validity
criteria for qualitative research (truth value, kggbility, consistency and neutrality). In
addition to general criteria the following moreesfic considerations are mentioned, as well

as examples from TAP research to illustrate posglifalls:

= voluntary participation and guarantee of anonymity,

= purposeful sampling, with a view to avoid overgeafigation and selecting the ‘typical’,
= triangulation (variety of data sources, differantastigators, different methods),

= training for subjects,

= prolonged engagement,

» (near)natural situation,

» intercoder reliability,

» respondent validation (informants checking on dalkection an analysis),

= thick description. (Li, 2004)

In Li's view, many of the findings about the trastsbn process in the TAP studies
overviewed “should only be best regarded as workliypotheses to be confirmed or
discarded after carrying out further large-scalerenrigorously designed studies”. In such
large-scale studies, however, the amount of dabe twollected, transcribed and analysed can
be “formidable”, therefore collaborative projeatsalving a number of researchers should be

considered (Jaaskelainen, 2000). This, unfortupateds not possible in this present research.
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Somereret al. (1994) set up the following criteria for objectigeding:
" completenesgwith respect to the model): segments that catmeotoded mean
processes unexplained by the model,
= justified coding elementall of them should directly follow from the model
" unambiguity the coding system must be clear enough to be lygedtsiders,
" context independencerocesses coded by categories must be recogwisieout
the context in which they appear,
" grain size it must correspond to that of segmenBanfereret al. 1994, p. 126)
In comparing the coded protocols with the modeg thore uncoded segments are
found, the more evidence there is against the mdded absence of predicted processes is
also an indication of a problem, and can be consdlas data contradicting the model.

5.2.5 Practical procedures
Somereret al. (1994) offer further, concrete guidelines in ti@msng protocols and to
avoid threats to validity of TAP research:

= subjects should be trained to verbalize their thesignd not to interpret them,

= the role of the researchers, if present, is onlgrtompt the subject by reminding them to:
“Keep talking”,

= type out protocols as verbatim as possible,

= unintelligible parts should be noted down so,

= interruptions, stammering, pauses, silences shmiltbted down,

= instead using dots, the end of sentence shoulddokeich by using a new line,

= although the reliability of observations concerngfganges in the intonation is very low,
one can try to add such observations indicatingtdrehe subject said sg questioningly,
angrily, depressedly, cheerfully, etc.,

= areliable coding system has to be developed first,

* in transcribing the monologue, interpretation sbdawt play a (large) role,

* interpretation may happen in several cycles, eaoh with a revised coding system,

* in the exploratory phase protocols could be usednfmdel building first,

= tis difficult for another researcher to inspediether the coding is correctly performed,

= context effect is unavoidable. (Somesedral, 1994, pp. 44-47)

In the analysis, segments can be combinedepisodeqga sequence of segments) that
correspond to a single element in the model. Eagiment within each protocol should fit the
model. For each (sub)-process distinguished inntoelel categories with clearly defined
types of statements should be assigned. Speciahgochtegories can be added for
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verbalisations which are not covered in the modmmmenting on oneself, actions,
evaluation of the task or situation at a meta-let@king about not-task related issues),
because such interruptions in task performance lmeaselevant not for their content but for
the moment at which they occur.

In reporting the result, the following documentatishould be included: the typed
protocols, the detailed model, the coded proto¢hks comparison between the model and the
coded protocols.

5.3 Method 2: The process-based research (thinkeaid protocols)
5.3.1 The research questions

The overall research question What is the potential of the use of think aloudRTA
research as a method in establishing response itsalfdr translation as an intermediate
exam taskThis basic research question was broken dowmiatiee manageable units:

1. What does actually happen when intermediatéesits translate exam tasks?

2. How can the use of think-aloud research helpriderstand what translation

strategies are needed to produce acceptable tréinssat intermediate level

3. How can language testing research profit from tise of think-aloud research of

translation exam tasks?

To be able to answer the above questions, empulata was collected in the form of
recorded think-aloud processes, in which studerdee werbalising what they were doing
while translating an intermediate exam task.

To answer th&Research question the recorded think-aloud processes were trarestrib
(transcription codes adopted from Bernardini, 20@19oding system was developed based on
a problem-solving coding scheme (Gero and McN&8B8), the coding scheme was designed
in a way to fit Gile’'s (1994) sequential model ddrtslation. Gile’s model was adopted as
both its relative simplicity and the categoriescduseere expected to make it possible to fit
students’ terminology into this model. Finally ttvanscribed protocols were presented in a
structured way in the form of tables, micro-strageg(moves) identified, and comments
added. Later, these micro-strategies were joingal larger sequences of moves, making up
either larger units (episodes) or macro-strategies.

To answer theResearch question, 2he protocols were analysed for identifying
strategies, and then these strategies were grouggsed on analysis.

To answer thdResearch question, 8onclusions were drawn from findings to the first

two research questions and the overall procesddbasearch.
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To be able to answer the overall research queasdo:What is the potential of the use
of think aloud (TAP) research as a method in exptprconstruct validity (within that
response validity) for translation as an intermeadigxam task?indings and conclusions
from answers to the three research questions itepssbased research were summarised, and
implications considered.

Warnings from Someren et al. (1994), BernardinB@%nd Li (2004) about underlying
threats to research design, data processing aretpiatation of data in think-aloud

experiments were taken into account at each stéeinesearch process.

5.3.2 The research design — an overview
The table below is presented to help the readegetoan overview of the complete

process in the chronological order each stagevieltbthe other.

Table 5.1: An overview of the research design in ghprocess-based research

Stage Aim Participants Outcome
Preliminary stage To explore the researdl8 students Planning for main
January, 2006 area research
Trial think-aloud To trial the procedure | 3 students Coding scheme and
protocol To develop the coding procedure developed
May-June, 2006 system
To check if data fits the Initial coding system
model designed
Trial follow-up To check on method |3 students Validity check
interviews with Ss | effect
May-June, 2006
Recording with Ss | To get verbalised data| 8 students 8 think-aloudrdiogs
Task 1 of T1+
Task 2 7 think-aloud recordings
July, 2006 of T2
Follow-up interviews| To get feedback on the3 + 3 students | Interview scripts
July, 2006 verbalising act
Preliminary analysis | Check on usefulness Exploring the potential
of recorded and relevance of the data
interviews
August, 2006
Transcribing To get protocols 8 TAPs of Task 1
students’ think-aloud +
recording
September- 7 TAPs of Task 2
December, 2006
Transcribing post- | To get feedback 3 + 3 interview scripts
interviews comments
Analysis of protocols| To analyse protocols Research questions
January-February, |To compare to model answered
2007 A final list of strategies
compiled
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5.3.3 Methods of data collection
5.3.3.1 An overview of of data collected

The data to be collected in the main research wempirical data in the form of a
questionnaire to get background data on the ppaints, recorded think-aloud processes,
translated scripts, an M/C test to get an abilitgasure for participants in a separate
instrument, post-interviews with participants, aadl exam data on participants’ performance

in a live exam.

Table 5.2: Types of data collected

Type of data Instrument No. of participants
Background data Short questionnaire 8 Students) mgearch
Think-aloud 2 intermediate translation |3 Students: trial phase
recordings exam tasks 8 Students: main research
Translated scripts | 2 intermediate translation |3 Students: trial phase
corrected and markegexam tasks 8 Students: main research

Ability measure forM/C test (an intermediate |3 Students: trial phase

participants anchor test) 8 Students: main research
Follow-up interviews| Follow-up questions 3 Studenral phase

5 Students: main research
Real exam data Live exam (August, 2006 3 Studenmasphase

7 Students: main research

Data from the preliminary stage will not be anatybere, they were collected with the
aim to explore the method, to learn about proceasésto avoid some of the pitfalls that
could be envisaged.

5.3.3.2 Participants and setting

The participants in the preliminary phase were ettsl in the ELTE ITK exam
preparatory course (MA, RB and KCS), who voluntddrecontribute to the research (course
tutor Hajnal Fekete). As their data (translatiasks: 1Leonardg 2. Madonng is not used in
the analysis, they will not be described here imedetail.

The participants in the trial phase were three esitgl who enrolled in an exam
preparatory course at ELTE ITK, and volunteeregddicipate in the research (course tutor
again Hajnal Fekete). The recordings were partlyedat the end of the course and partly
later, after the course had finished (between 6 ,M2P6 — 20 June, 2006). Translation
strategies were taught in the course, althouglexiansively.
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Table 5.3 :Background data on participants (the tral phase)

1% student 2" student 3 student

Name VE MA MZS

Sex f f f
Age 17 26 26

Language school ITK ITK ITK
Academic background "Byear Degree in Degree in

secondary school accountancy biology

student
Occupation student accountant research stugent
Previous English studies 3 years 4 years 7 years

All the three participants were women, one secondahool student (17), and two
young adults (26). During the course, a mock exams administered, on which all the three

of them “theoretically” passed.

Table 5.4: Mock exam data (trial phase, Z1March, 2006)

Max. 1% student 2" student | 3 student

points (VE) (MA) (MZS)
IRT ability measure - .78 .37 -
(M/C test, January, 2006)
M/C test 15 8 7 12
500n 25 16 11 20
Writing 15 8 9 10
Translation 25 18 20 25
Reading comprehensior] 20 13 19 19
Total score 100 63 66 86
Final result* passed passed passed

*pass = above 60%

Think-aloud recordings were done at the end ofcilnérse and after the course (May,
June, 2006). Their scores on the two translatiametasks they translated while verbalising

their thoughts for recording are shown in the tddgdkw:

Table 5.5: Score for the translation tasks (trial pnase)

Translation exam task 1% student 2" student 3 student
(VE) (MA) (MZS)

Arctic Meltdown (max. 25 p.) 9 11 22

Mayor urged (max. 25 p.) 4 - 22

As it can be seen from the table above, performaritke recording their verbalisation
was considerably below their previous performararg] for two of them also below the
theoretical pass mark for the task type (12 pom€&9%), while the third student performed
better. In the real exam, however, all the threthefn passed. This suggests that verbalising
translation seems to be a demanding task for stsdmmd may affect the quality of the

outcome.
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Table 5.6: Real exam data (trial phase, May, 2006)

Max. 1% student 2"9 student | 3 student

points (VE) (MA) (MZS)
M/C test 15 6 6 10
500n 25 17 11 19
Writing 15 11 9 9
Translation 25 17 20 22
Reading comprehensior] 20 12 17 20
Total score 100 63 63 80
Final result* passed passed passed

*pass = above 60%

The participants in the main research phase wetd students (out of ten in the group)
who enrolled in a 3-week summer intensive exam gadpry class at ELTE ITK, and
volunteered to participate in the research. Therssmuutor was Klara Garamszegi, an
experienced ORIGO examiner. The recordings weree donthe 2° and 3 week of the
course (2 and & week in July, 2006). Translation strategies in tweirse were only
mentioned to some extent before the recordings deane.

Based on a short questionnaire, background date ealected on the students in the
main research, and will be presented here in thewimg tables. Background information
was clarified if needed, in the form of answersfadlow-up questions, asked before the

recording with individual students took place.

Table 5.7: General background data on participant§main research)

ke
c o n
) — 2 “— % é % %
Name | & 5 § °c | 2| 373 =
23 3 =) 5| 2o 7
&8 e | 25 | 2|55 &
1 EP | M s. student 1 2 8 no -
2 HO M u. student ] 8 yes oral exam passed
3 HA | F s. student 1 12 3 no =
4. KE | F u. student 3 4,5 3| vyes failed
5. PA F teacher** - 4 3 no -
6.| SzZI | M s. student 1 7 35| no -
7 SZ] F c. student 93 8 4+ yes oral exam passed
8. VA |F s. student 1o 3 3 no -
M = male, F = female, *s = secondary school, ¢ kege, u = university

** teacher’s degree in German, teaches @arm

As the table above shows, among the 8 particig@mtsales and 5 females) there were 4
secondary school students (3 of thenfl' fitaders), 2 university students®(@nd 4" year),
and 1 college students, and 1 qualified teacheB@aiman. The distribution of this type of
background corresponds to that of the real exanthk,sgcondary school students making up

about half of the exam population. The number @fryef previous English language studies



144

varied between 2-12 years, the average being 5arsydhe intensity of their English
language studies (number of hours /week) diffefedo of them had already passed the oral
component of the Origd intermediate exam, but datlee written exam. One student had
failed the complete Origd exam before.

Their educational background also differed, frazandary schools in Budapest (3) to

Godol (1), from universities in Budapest (2) to college8udapest (2), as shown below.

Table 5.8: Educational background (main research)

Name Name of the educational institute

1. EP Torok Ignac Gimnéazium, Godil(dual language studies in Engligh)
2. HO ELTE BTK

3. HA ELTE Apaczai Csere Janos Gyakorl6 GimnaziBm,

4. KE Pazmany Péter Katolikus Egyetem

5. PA Tanitoképi Foéiskola, Veszprémi Egyetem

6. SZ| Berzsenyi Daniel Gimnazium, Budapest

7. SZJ Altalanos Vallalkozasibiskola

8. VA Kossuth Lajos Gimnazium, Budapest

Their familiarity with translation strategies andettranslation task type in the exam also
varied: from no familiarity at all (2 students)gsome familiarity (one mock exam, occasional
or regular homework of translation tasks discussezlass). The most extensive training was
received by the teacher of German (PA), who gratlfxom the Teacher Training College of

Veszprém as a language teacher. The details avendtelow in the table.

Table 5.9: Specific background data (main research)

Name | Training Training
with exam in Type of previous translationtraining
task type |translation
1. EP a little yes only mock exam in translatiorclsss
2. HO no no -
3. HA yes yes only in class, not as homework
4, KE yes yes only with private teacher: strategies
5. PA German language studies in teacher training
6. SZ| yes yes homework, discussed in class,
no monolingual dict.
7. SZ] no no -
8. VA yes yes in class in ever{f 8lass, as homework, as
well, dictionary skills practised

Based on information from the general and spebifickground data, the distribution of

the students was considered to be wide enoughannthjor aspects that can determine
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performance, for the sample to be overall repregiet of the real exam population, except
for a dominance of Budapest in the sample.

In the table below, the participants’ results sinewn in a M/C anchor test (which was
used to measure their ability as an indication lo¢irt grammatical competence, an
independent measure) and in the two translatiommexasks used in the think-aloud

translation procedure. The rank order in the tablmsed on their IRT ability measure.

Table 5.10: Participants’ performance data (T1 andr2 translation texts and M/C test,
main research)

> % o c S < ‘% 5
= 0 = o ()] (@)
Name =5 | 83| 88| 2¢ £F S
" 58| 55| 88|88
et | P2 | N7 | £ |EE
®
1. SZ) 1.77 10 15 +5 25
2. HO 1.62 19 14 -5 34
3. SZI 1.48 19 23 +4 42
4. VA 1.22 19 17 -2 36
5. EP 0.78 19 12 -7 31
6. PA 0.57 20 18 -2 38
7. KE 0.57 10 9 -1 19
8. HA -0.10 11 4 -7 15
Mean 0.94 15,87 14 -1,87 28,75

*based on an anchor test written on 18 July, 2006

As the table above shows, overall performancaén?t’ translation taskMayor urged
was weaker for most of the students, except fordtudents (SZJ, SZI) with high IRT ability
measures. The mean of the differences betweemth&anslation scores is -1,87 points. The
rank order (Spearman) correlation between the task ttypes (M/C test and sum of
translation scores) was 0,40, low enough to shawdHferent aspects of language ability are
measured in the two task types. Correlation betvieertiwo translation tasks: 0,64, however,
is relatively low for two tasks of the same tasgeysuggesting that differences in the two
translation texts, most probably combined with ¢ffect of the think-aloud method, affected
students differently. A possible explanation basadnformation from the background data
suggests that the two students with better perfoces (+5 and +4 points) in thé“2
translation tasks were more technically minded ped¢fZzJ and SZI), with an interest in
business and mathematics, and may have perforntext ba theMayor urgedtask (T2) for
this reason. The two students (EP and HA) with mwelaker performances (-7 points),
however, were from among the students with lowdr #ility measures, and with an overall

weaker performance, and thus the difficulty ofsttranslation text (T2) affected them more,
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being less capable to give a consistent performafrcen among them one student (EP) did

not pass the real exam later.

Table 5.11: Real ex am data (main research, Augus2006)

s
- c D o -
€ | s | 2| 8 |5e| 8| 3
(®) 2 i~ @ s = e
Name S = @ r g. B =
= 5 = £
o LL
(15) (25) (15) (25) (20) (200
HO 11 20 11 22 17 81 Passed
SZI 11 22 10 21 16 80 Passed
YA 9 20 9 21 16 75 Passed
KE 7 16 10 22 18 73 Passed
VA 5 19 10 22 13 69 Passed
HA 5 21 10 19 13 68 Passed
EP 9 | 11| 13| 8 | 11| 52| Failed
PA did not take the exam

As the table above shows, out of the eight peapléhe research six passed the real
exam in August, 2006. One person failed, and omsopedid not take the exam. With these
students, too, performance in the real translaask (without any recording) was much better
than in the tasks when they verbalised their thtgigh

As both in the trial phase and in the main reseatata confirmed this tendency,
especially in the case of weaker students (althalifié¢rent translation texts were used in the
real exams from one another), the conclusion céinitidy be drawn that no decision should
be based on test takers’ actual output as fareaguhlity of their translation is concerned, if
they are asked to verbalise their thoughts whiediating. Such data should only be used for
learning about their cognitive processes, theibj@ms in translating and the strategies they
adopt to solve such problems. This phenomenon @igees that caution should be taken
when generalising about findings in intermediat& takers’ TAP recordings in connection
with the relevance of translation at that levelthesr actual performance may considerably be

better if the cognitive load of verbalising is moesent.

5.3.3.3 Instruments
The instruments to collect TAP data for analyserevtwo translation taskgirctic

Meltdown(T1) andMayor urged(T2), in Apendix B (pp. 67-69). The two texts werged in
that order because statistical analysis has alrpeayed theMayor urgedtext to be the more

difficult. Two tasks were used to find out if onancgeneralise about findings beyond the
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actual task, and also to be able to explore wHédrdnces in translation strategies different

tasks with different topics and with differencedifficulty can produce.

Table 5.12: Description of the two translation taks

T1 T2

Arctic Meltdown Mayor urged
Topic global warming transport fees
Number of sentences 9 7
Number of clauses 22 15
Text type narrative factual
Background knowledge biology public transport,

prices

Real exam data
Date of exam March, 2002 November, 2001
Test takers (persons) 9311 7695
Mean (max. 25 points) 13,7 10,17
Median 14,00 11,00
St. Dev. 5,92 6,56
Pass rate in the task 49% 30%

As the real exam statistical data in the abovketabd statistical analysis in the previous

chapter show there was a noticeable differendberdifficulty of the two tasks, in addition

to a percieved difference because of the topicss pércieved difference was confirmed by

the reactions from students in the post-interviesxgept for the two students who found the

second text T2Mlayor urged easier to translate and performed better in it.

5.3.3.4 Types of TAP-related data collected
Data collected in the preliminary phase will not ibeluded here. The types of data

collected in the trial phase and the main researelpresented in Table 5.13 and Table 5.14.

Table 5.13: TAP research data collected (trial phse and main research)

Name Recording 1 | Post interview 1 Recording 2| Post interview 2
T1 T2
Trial phase
1. MA V
2. MZS v retrospective
3. VE v retrospective
Main research

1. EP v v v
2. HO v v v
3. HA V v
4, KE V v v v
5. PA v v v
6. SZI v v
7. SZJ V v v
8. VA V v
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Table 5.14: Tapescripts, transcriptions of recordigs and translation scripts (trial phase

and main research)

2 8 c S % 2! 8 c S %
S |32 |22 |8z |§ 22 |S2e |B:
name |7 |SER|GER | BER BN |ZERN GER BER
g |2 |82 |8 |& ©C2 |89 |84
S L g = |e8
Trial phase
1. MA v v v
2. MZS v v V v
3. VE Vv v Wy
Main research
1. EP v v V v
2. HO v V v V v v v
3. HA v v v v v v
4, KE v v V v V v V v
5. PA v v V V v V v
6. SZI v v V v v V
7. SZ] v N v v J J J

5.3.3.5 Procedures

In the preliminary phasgstudents in the exam preparatory class were gnagrslation
tasks from the ITK translation corpusepnardo, Madonng after some training in translation
strategies happened in class. Three students whmteered recorded their think-aloud
processes, and post-interviews with them were dechras well. No transcription of the
recording was done, and no translations were sttipfhis phase, however, produced three
important conclusions: 1) think-aloud recordingnfrstudents much below the theoretical
pass mark may easily prove useless, 2) think-alitd students who are at about or
somewhat higher than this pass mark can yield esterg data, even richer and more
promising than had been expected by the resear8har,post-interviews, even immediately
after the think-aloud recording, very little infoation can be collected in a retrospective way
about the problems in the translation process,owithhe researcher’'s prompts or the use of
the printed text, which, however, was not aimedsathey were considered interfering with
the basic method of tapping specific cognitive psses.

In thetrial phase T1: Arctic Meltdown,T2: Mayor urged) the procedure followed
consisted of steps as described below:

1. Training in translation strategies happenedlassc Translation tasks were given as
homework and administered as a mock exam. Indivithelback was given on translation

performance in previous tasks.
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2. The students were asked to volunteer and thergemim of the research was
explained.

3. A short training was given to students about howverbalise their translation
processes. Technical details of recording wereagx@tl. The purpose was to make sure they
understood what they were to do before recordiagesd.

4. Three trial think-aloud recordings were done: (Atctic Meltdowr) as preparation for
conducting the experiment proper later. The purpesse to explore the method and to
envisage problems that could come up in the marareh. Recording took place in quiet
classrooms, noone was present except the particyganrecorded himself/herself.

5. A short follow-up interview was made with eadhtlee students immediately after
the recording, which enabled students to add aina éxformation they thought they had not
mentioned in the recording.

6. A quick analysis of the recordings followed, apdints for further clarification
collected. The purpose of this step was to valitlaerelevance and usability of the recorded
materials.

7. In the second recording (TRtayor urged, students were allowed to switch off the
tape recorder if they envisaged a longer pausearigrreason, and were allowed to sum up
retrospectively from time to time what problem thesd encountered. The aim was to
perform a validity check, to make sure if more datamore relevant data could be gathered
from intermediate students if the pressure of @mstverbalisation was taken out of the
translation process. This, however, proved to benwmrproductive and resulted in much
shorter recordings altogether, both from the weakerthe more proficient student. Although
T2 was somewhat more difficult to translate, thisnbined method yielded far less usable
material.

8. No post-interviews were conducted after thagst

9. The translations were marked and correctedfesdback on translation performance
was given to students.

10. The translations were written into the compirteéhe form of translation scripts.

11. Transcription codes for coding the recordeid di@o a written form were adopted
from Bernardini (2001).The three recordings of Atcfic Meltdowr) were transcribed.

12. A coding system was developed based on agmpbblving coding scheme (Gero
and McNeill, 1998), to organize the transcriptiam® analysable chunks. The coding scheme
was designed in a way to fit Gile’s (1994) sequentiodel of translation.

13. Transcription codes and the coding scheme wadified several times during
transcribing the recorded material, with some cattepped, new added, also new categories
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inserted into the coding scheme, some of them neadiénd dropped later. Fit to Gile’s
model was constantly checked.
14. The present format of the tapescripts andato@asripts was developed.

In the main research phasery{: Arctic Meltdown,T2: Mayor urged) the procedure
followed were partly similar to, partly differenim those in the initial phase.

1. No training in translation strategies was gi®nthe researcher, thus no common
background in translation strategies was aimecdttedvablished.

2. The students were asked to volunteer and thergemim of the research was
explained.

3. A short training was given to students about howverbalise their translation
processes. Technical details of recording wereagx@tl. The purpose was to make sure they
understood what they were to do before recordiagesd.

4. Nine think-aloud recordings were done (Rtctic Meltdowr). Before the recording
started, the students were given a piece of pajierareminder: “Keep talking!”, they had to
keep it in front of them during the recording. Reting took place in quiet classrooms, noone
was present except the participant who recordedsdlitherself. One recording was later
dropped, because of insufficiency of data from aigbut this particular participant.
Background data was collected after the recording data sheet.

5. A short follow-up interview was made with threkthe students immediately after
the recording, which enabled them to add any exfia@mation they thought they had not
mentioned in the TAP recording.

6. A quick technical check of the recordings wasalat home.

7. Based on that, technical feedback was giveméostudents immediately before the
second recording started. They were also remindedetbalise their thoughts instead of
reflecting on the process, and to produce as madbalisation as possible.

8. Eight recordings were done (Tdayor urged. This time the students were given a
longer reminder: in addition to “Keep talking!”,aHollowing short instructions were typed
out: “1. What is the problem?, 2. Why is it a perbl?, 3. How to solve it?, 4. Why is it the
solution?” The aim of this longer reminder was torppt students to produce more speech, in
as neutral a way as possible.

9. Three post-interviews were conducted agairr #lfis stage, mainly asking students
to compare the differences between the two texdslagir difficulty.

10. The two translation tasks were corrected andkeéda and in a longer session

feedback on translation performance was given udestts. Also, a summary of successful
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strategies was presented, partly as a quick résait the recordings, partly from former
teaching experience. A third translation task wiasmgto students as homework to help them
practice using newly learnt strategies, and asyaafidhanking them for the work and effort
with which they contributed to this research. Subedi translations were corrected and
marked again.

11. The translations collected in the main researere written into the computer in the
form of translation scripts.

12. The tapescripts were transcribed using thestription system developed earlier in
the trial phase.

13. The transcribed text were coded in the codysiem developed earlier in the trial
phase.

14. Transcription codes and the coding scheme a@rasionally modified, fit to Gile’s
model was constantly checked.

15. The coded transcriptions were analysed.

In sum, the validity check of the relevance antepbal use of the TAP method was
performed in the trial phase, as well as the tmapson symbols and the coding system
developed. They were refined in the main resealase, and more data were collected. In
the data collection procedure, special care waantélx describe the research to the students in
the most neutral way possible, so as to avoid ioigareconceptions in the participants about

the nature of the research and translation as@pso

5.3.4 Methods of data analysis

5.3.4.1 Transcription coding
The basic system of transcription codes was tat@n Bernardini (2001), and was
partly modified as transcribing proceeded, also nedes were added.

Table 5.15: The transcription codes

Code Meaning
pause
<r > reads text
<text source or target text in italic
st source text
tt target text
dict dictionary (unspecified bilingual)
mdict monolingual dictionary = unspecified)
bold appearence |emphasis
<p> paralinguistic features
?| question, rising intonation
h| hesitation
| | laugh
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sigh
cough
weep-like
frustration
su+| surprise (pleasant)
Su-| surprise (unpleasant)
<u> unclear verbalisation
wh working hypothesis
wh+| wh confirmed
wh- | wh rejected
<error> error in reading source text

-2 |o|n

Some of Bernardini’s codes referring to the spefethe participants (fast, slow) were
omitted, as they were not found informative in tlmsntext. On the other hand more
paralinguistic codes were addettugtration, hesitation, surprige as well asworking
hypothesiswhich, however, proved to b&omewhat problematic to apply in a reliable way. In
future analysis the omission of the categorywofking hypothesisnay be reconsidered, as
categorisation is based on intonation and on tlsanagtion that what is suggested as a
tentative solution will be revised at a later stagkich may happen or may not,

The way the codes were applied to transcribe tkieisepresented below in an excerpt
from a transcribed recording. Words, expressioastesices coming either from the source
text or the target text are printediialic, whereas comments are not.

'Tehat a <stfluttering> az <ttszarnycsapkodas, szarnycsapas, verdedss ezt a részét a
fejezetnek nem nagyon értem <p:h> ..thsly had the pictures to prove iezt a mondatot vagy ezt a
részét nem értem ... <u> de mindjart megnézzikjetdht a <sfpictures> <dict: pictures> a masik
jelentése, mert gondolom, van <digiicture: kép igen, ezt gondoltam, <dictbrazol, lefest,
tdjékoztat igen ... <p: h> akkor most j6n a masik szotarit amég nem hasznéaltam, megnézem, hogy
hatha a <spictures>-nek van mar leirdsa is <mdigtictures: movie, cinema, painting, drawing,
photograph ... the person or thing thatdig> ..imagine in the mind <tt: ez igy elképzelés, egy kép

<mdict: look at the picture nem <mdictin, out of the picture nem <p: h> majd akkor meglatjuk,
majd ehhez a részhez még visszatérek ...’

(SZJ,Arctic Meltdowr)

5.3.4.2 The process-oriented coding scheme

As a basis, Gero and McNeill's (1998) coding schemas taken, which was originally
developed for analysing designers’ think-aloud @cots when verbalising their mental
processes in designing a new structure. The u@particular coding model here could be
justified as the conceptual framework shows a r&atde overlap with Gile’'s (1994)
sequential model of translation, inasmuch as be#tigbe an inherently problem solving type
of activity (about translation as problem solvingesalso Loérscher, 1991; Bell 2001 and
Jaaskelainen, 2001, in the literature review edrlids reviewed earlier, Gile’s model,

describing the translation process itself, distisges two major phases in the process of
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translation: a) comprehension phase and b) reflation phase, and the translator constantly
moving between these two phases in the processans$lation, applying plausibility and
fidelity checks (analysing meaning and solutiom).Gero and McNeill's model these two

phases are actually subdivided into four:

Table 5.16 : Comparison of Gile’s and Gero and M¥eill's models

Gile’'s model Gero and McNeill's

Identifying problem
Comprehension

Analysing problem

Proposing solution
Reformulation

Analysing solution

As students’ think-aloud verbalisations essentigligved to be problem solving, Gero and
McNeill's model was found to be more dynamic ansoainore explicit about this aspect.
Both models, although process-based, show basmeptual similarities with Pym’s product-
based definition of translation (cited in Hatin@0Z, p. 169) as a combination of two skills:
“the ability to generate a series of target textsnfa source text, and the ability to select one

from this array of texts and to propose it as gahtext for a specified purpose and reader”.

Gero and McNeill’'s original coding scheme, howeweas modified and considerably
extended to serve the specific needs of codingrtreslation process, so as to give a more
detailed description of the micro-strategies thaild be identified in the participants’ think-
aloud protocols.

The coding system was finalised following the tamion of three trial think-aloud
protocols (VE, MA, MZS Arctic Meltdowr).

Table 5.17: The coding scheme (based on Gero anctNeill's model, 1998)

Main phases Codes used Meaning of codes Example

Identifying IP Identifying the problem “<gtover ismefbs a sz06, de

problem sajnos nem emlékszem ...”

(1P) EP Evaluating problem “rossz az, amikor harom egymas

utani sz6 is ismeretlen ...”

Analysing AP Analysing the problem “valésdileg itt a medvékre

problem vonatkozik”

(AP) CDict Consultingpilingual dictionary “<dict den:barlang, odd, tanya”
CDictF Failure in finding relevant info in | “<dict as... azasnél nem

Understanding dictionary taladlom>
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source text CMDict Consulting monolingual dictionary | “<wh- lehet, hogy jelenthet mast
is, megnézem az egynyélv
szétarban>"

SeDictM Selecting meaning from dictionary| “<dict emerge: felbukkan,
kiemelkedik a vizih, elsbukkarr
Uhum tehat <wliielbukkar»”

ReDictM Rejecting meaning offered by Lvalamint van egy masik jelentése

dictionary <dict: balek, bepaliz, becsap,
raszet ez biztos, hogy nem ide
tartozik”

CStG Cosnulting source text grammar | “passziv alak <sire being
introduced”

CStw Consulting source text at word level,<p h> <st90- >

CstC Consulting source text at clause | “<r stthe paper, published as new

level bus fares are being introduced

CStS Consulting source text at sentence “<r st The cut in fares which

level would cost around 80 million a
year, would initially be funded by
the current 1% increase in Tube
fares>"

CStT Consulting source text at text level ,Nekem altalaban sziikségem van
arra, ha lehéségem van ra, hogy
hangosan felolvassam mert Ggy
szamomra még jobban érthet
lesz”

CStLB Looking backvhen consulting “mivel mogotte az van, hogy <st

source text 6%...>"

CStLA Looking aheadvhen consulting “itt most az <sbverhead-et is

source text meg kell keresnem ahhoz,
hogy értsem ezt az egész
kifejezést ..."

CEl Consulting external information “van olyanlggy Cape Town
... mit jelenthet ez?”

PD Postponing decisican meaning “majd visszatériink ra ..."

Proposing PS Proposing solution “A cimnél megallapodok

solution magammal abban, hogy <wh

(PS) sarkvidéki olvadas

Hypothesis PAS Proposingalternative solutions <wh egy elg? eldsz6R>

generating ClIs Clarifying solution “és akkor megallapitottdmisle,
hogy a tdmegkdzlekedés jegyar
kombinaciojarél szél a szbveq,
illetve gondolom az utasok
mennyiségének is szerepe lesz,

MD Making decision “akkor maradjunk ennél ...”

MOD Making an opportunistic decision “akkor legyitr<wh koltség
mondjuk”

Analysing AS Analysing solution “A jegyar csokkentéstde van
solution egy olyan szép sz0 is hogy <tt
(AS) viteldij>
‘Még gyorsan atfutom a szovege
hogy van-e benne nagyon
Generating magyartalan, nagyon nemzetkoz

SzZ0

:t,

4
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target text ASCo Analysing solution in context “hogy nemcsakéxy
emelkedett, hanem a mostanra,|a
jelenre is kihat...”

Chs Checking previous solution “tehat menjunk vissza a bekezdés
elejére ... és ezt a szérnyen
hosszU mondatot prébaljuk meg
magyarositani ...”

ES Evaluating proposed solution “6ha, ez a <fetmaldodik>ez
nagyon nem j6 ide”

ReDictW Rejecting target text wording offeretiezt megnézem az egynyélv

by dictionary szétarban, mert olyan esetlen ez a
<wh zavaré>sz0..."

CoS Confirming a previous solution “<tt és fényképeket hoztak
bizonyitékként...0him ...”

ReM Rejecting a previous solution on thé<wh medvék ... melyek ...

level of meaning rendesen ...melyek rendesen
felb... rendszereserinkabb”

ReW Rejecting a previous solution on thebar nem is kell azt mondani, hogy

level of target text wording ... <wh -évi atlagos...>

JS Justifying a proposed solution “mert ismétigme az, hogy
<wh- folytatjdk atjukat...>"

PDW Postponing decisiaon target text | “< wh jelent, bejelentvezalan, de

wording ezt még finomitjuk”
Explicit AES Applying explicit strategy learnt in | “A forditasnal mi azt tanultuk,
strategies translation training hogy meg kell keresni az alanyt|és
az allitmanyt, hogy ez a mondat
vaza”
ReES Rejecting explicit strategy learnt in| “de ez mondjuk abbél adadik,
translation training hogy sose visszafelé kezdem a
mondatot, pedig tudnom kéne,
hogy onnan kéne, de valahogy
mégse”
External ExtC Relating to external conditions “kezdek elfaradni egyébként ...”
conditions “ . "

20 percem van 11-ig ...
(ExtC)

“egy pillanat, csak iszom ... itt
vagyok, csak ittam, tehat ...”

*in italics: terms created by Fekete

Following recommendations by Someren et al. (p) I&5coding transcribed texts, the

following outline of data and coding scheme wasluse

Table 5.18 : The layout of TAP data presented

Id. no. of moves Protocol Analysis, comments  Coded moves
Identification ngmber The actual transcript of the think-aloyd Analysis and Main Micro-
of the moves in the comments other than

protocol

process

coding

phases | strategies

™~

Sequences created by joining moves
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5.3.4.3 The coding procedure
In the basic segmentation of a transcribed text mbvessome guidelines were used.
Every new line in the layout contitutes a new maveewmovewas identified when:
a) switching from ST to TT happened,
b) reformulation of any segment of the TT appeared,
c) anew TT sentence started, and
d) comments by participants were made that could paraged from the actual ST or
TT.
All the symbols used to transcribe the recordedstaere preserved. Coding for strategies
happened in a cyclical process:
1) the transcribed text was segmented into moves awesmumbered,
2) coding for the main phases (IP, AP, PS, AS, Expdicategies, External
conditions) happened,
3) coding for micro-strategies was done, the actugmaies modified and refined in
sevaral steps,

4) sequences of moves created, then modified, comraadtanalysis added.

5.3.4.4 Method effect

Reflecting on the difficulty of TAP data collectionethod for intermediate candidates,
one can conclude that the method affects diffestidents differently. As Table ... below
shows, data suggests that female participants feralisation of their thought processes
easier (much longer recording, higher number of @sdv The task of verbalisation may slow
down the actual thought processes and increasarntweint of time needed for doing the

actual translation, as shown in the example below:

Example 5.1: SZJ (TAP: Arctic Meltdown)

144 | igy beszéd kdzben eléggé nehéz keresni a stavakdtarbar ExtC ExtC
difficulty caused by the
research method

When they found the method too difficult to copiwsometimes they switched off the
tape recorder, which was actually allowed - althongt encouraged - as in the trial phase it

became clear that the implication of time (lendthecording, etc.) will not be considered.
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Example 5.2: VA (TAP: Arctic Meltdown)

214 | most leirom kiildn lapra, addig kikapcsolom Stmgrording think- | ExtC
aloud to concentrate op
the translation of the
problematic sentence

Altogether, students found the experience chailengnd interesting, first of all
because they felt they could contribute to resanch relevant way and were helpful, and
secondly, because it had been agreed before tbarobsstarted that the preliminary findings
would be dicussed together will all the particigarand they would get immediate feedback
on what they were doing. Two examples from postrinews show how students felt in

connection with the method:

Example 5.3: SZJ (Post-interview 2)

FH: A modszer szempontjabdél? A multkori felvételmélt elészor ez a hangos gondolkodés, mint
maodszer, most mar masodjara. Masodjara éréehehas volt-e, kdnnyebb volt-e, hozz4a lehetett-e
szokni?

SZJ: Kénnyebb volt, igen, mert nem volt ismeretienel$ feladatnal nagyon koncentraltam arra, hogy
mindent elmondjak, most igazsag szerint kevesdidméltem. Lehet, hogy pont amiatt, mert az
elssnél nem sikerult befejeznem, és amiatt hajtottamnmggprébaltam ott is mindent elmondani.

Example 5.4: PA (Post-interview 2)

FH: Nem volt kellemetlen élmény? Mennyire volt nelérbalizalni azt, amit éppen csindl is az ember?

PA: Hat ez egy élmény volt szamomra, hogy é&zdéeszévegnél nagyon tudatosan prébaltatherlesni
azokat a folyamatokat az agyamban, amik térténéekerbalizalni, és volt egy pont, amikor mar azt
vettem észre, hogy nem kell annyira koncentrakangm igy jon, és mar meg tudom fogalmazni, és
éreztem azt a pontot, amikor ez simabban mentoés sokkal kbnnyebb volt. Azért picit zavart persze
hogy zlig mellettem a magné, az biztos, de ennyarfatényeé van egy vizsgan is, amikor mellettem
masok is Ulnek. De mondom, egyre kdnnyebb volinésgond nélkiil tudtam mondani azt, ami tértént.

As the two examples above demonstrate, studelthée in the second recording they
were more relaxed and confident as they had alrgatlyaccustomed to the method, and it
interfered with their focus on the task of transigtless, they needed less effort for conscious
verbalising. As a reseracher, however, | foundfifs¢ recordings at least as useful as the
second one, with the exception when too little wabalised (e.g. TAP from KE: 45 moves,

EP: 54 moves only).

Table 5.19: Length of TAPs compared (Number of mas/Task/Sex)

Number of moves in TAP Difference in
L T1 T2 length T1/T2
Participants Arctic Mayor urged (number of

Meltdown moves)

Male participants
EP 54 - -
HO 273 341 longer
SZI 167 260 longer
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Female participants
HA 206 150 shorter
KE 45 415 longer
PA 621 507 shorter
SZJ 311* 279 shorter
VA 585 366 shorter

*recording not complete: no recording on Casettie &

Differences in the two translation texts may acd¢danthis: students seemed to struggle

more with the second textM@yor urged, producing either shorter recordings, longer

sequences, or less variety of moves.

5.3.4.5 Limitations acknowledged

In connection with the data collection and analysdiase, the following limitations have

to be acknowledged:

1)

2)

3)

4)

5)

6)

When done for the first time, the think-aloud methman yield little amount of
data with certain participants, who would have meednore training in the
method.

Technical problems can occur that are not envisaged in one recording the
participant (SZJ) did not record the second halfhef performance without
realising it.

Sometimes retrospection rather than introspectappéns, but both kinds of data
were found useful for the present research.

Transcribing and coding such amount of data iseexély time consuming, can
slow down reseach considerably and therefore shHmildbne in team work, rather
than in individual research.

Coding for moves and strategies was done in cycMsch was meant to
contribute to the reliability of coding, as well.sAhe coding scheme and the
practical use of coding seemed to be complex enowuglother researchers were
approached to inspect if the coding was done ctamilg (would have meant too
much envolvement on their part), but should be dorerther research.

Thought patterns and individual differences in tgpistrategies used can easily
prompt the researcher to fall into the habit ofingsfixed’ coding patterns for
different individuals. In the ensuing cycles of oay however, the temptation to
use such fixed patterns can be corrected, to aioegktent.

The above limitations, altogether, were not com®&d to be serious enough to

jeopardize the relevance of the analysis and fgglin the present process-based research.
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5.4 Results and discussion

The length of the recordings (between 40-90 minuddeady indicated that a large
amount of data can be collected from intermediateddates using the think-aloud method.
The analysis that followed proved that the datalectdd was relevant and useful in
addressing the reseach questions in the porocesstbasearch part of the present translation
validation research. To explore all the potentifathee data collected would be beyond the
scope of this present dissertation. Therefore amabf the data will concentrate on exploring
answers to the research questions only, and on sygnap results in connection with the

areas indicated.

5.4.1 Research question 1: The process of transtat at intermediate level

As described above, two translation tasks (T1, i2je used to elicit data using an
introspective method (think-aloud), and six folloy-interviews were conducted with the
participants. The aim was to provide empirical evice to answer, first of all, the most basic
guestion'What does actually happen when intermediate stadeamslate exam tasks?

Finding 1: The texts of the transcribed and coded think-alpradocols(TAPs) show
that not every aspect of the complete translatimtgss gets verbalised. Comparison of the
translation scripts (translated texts, Appendix @, 104-109) and the coded protocols
(Appendix B, pp. 82-103) proves this finding, tHumitation inherent in the research method
should be acknowledged. An example from a prot@a the corresponding translation

script is shown below to illustrate this.

Example 5.5: SZI (TAP, Arctic Meltdown)

39 Ez megvan, akkor kévetkemondat... Translates PS MD
40 Ez valami olyasmi, hogy <wdw Ujsag azt deklaralta, Sentence 4 PS
41 |tehat mondta, AS ReW
42 | hogy egy ilyen keletkezés vagy mi PS
43 <stopening: nyilas AP CStw
44 mindegy PS MOD
45 <wha sarki jégben val6sziteg az el ebben az 50 évben > PS
46 <stthough it was dismissed by scientists AP CStC
47 000 bar, bar ... IP
48 | najo, ezt nézzik meg a szotarban, ezt a szot ... ~though” AP CDict
49 megvan, azt jelenti hogy <dittough: bar, noha _uses AP SeDictM
50 | ez jo6, merthogy ... dictionary PS MD
51 <whnoha ezt nem mondtak a tudésok, nefsitették meg> PS CIS
52 mondjuk, akar igy is lehet mondani PS MOD
53 | <whtehat az Gjsag azt irta, hogy egy ilyen 666 ... $arki jégben PS

valGszinileg az el az elmult 50 évben
54 akkor ezt leirom. AS CoS
55 Megvan. AS
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Example 5.6: SZI (Script of translated text, ArcticMeltdown)

“Az Ujsag azt mondta, hogy ez a kéghmény valdszinuleg az élsasonlé az elmdlt 50 évben,
bar ezt a tudésok nem allitottak.”

This confirms Jaaskeladinen’s (2001) observationerreti to in the theoretical
background to the method above that “which is cimousccan be verbalised”. It implies that
what is not conscious is either automatic, possidiye to automatised processes
(Jaaskelainen), or is not identified as a probleny.(due to the participant’s language
proficiency threshold or other problems, e.g. lawfk concentration) as reflected in the
recordings in this research. It also confirms LBests (1991, p. 76) definition of translation
strategy as only “a potentially conscious procedaresolving a problem faced in translating
a text, or any segment of it”. Thus translationgesses that have become automatic for
intermediate students cannot be researched invnygs What follows from this is that TAP
type reseach can contribute to our understandinghat happens in translation processes, but
has to be complemented with other research metth@dscan reveal automatised processes
(product-based research).

Finding 2: What is described in the protocols is mainly fexlisn problem solving, as
these moves, in an overwhelming majority, reflelbe tprocesses of working on the
comprehension of the ST and the reformulation ef TH when transfer is a problem (See

analysis of translation strategies below: 6.4.2)

Example 5.7: VA (TAP, Arctic Meltdown)

77 | az<st opened up>az biztosarxkwh megnyilt ...vagy felnyilt> »opened up” PS
78 | ...annak meg mi értelme? AS Chs
79 | Azért kikeresemlehet, hogy van ra valami j6 magyar sz0 ... AP CDict
80 | most ez most ... hogy ez <wiegnyitottdk, vagy megnyilt mag&tsl PS PAS
81 | <dictopen up: megnyit, feltar AP CDict
82 | most eemberi, vagy magatél a természet AP
83 | Lehet, hogy ennek kéitsb jelenésége lenne? AP
84 | Hm,magatéllesz PS MD
85 | <ttegy 1,5 km széles ... t6 nyilt meg ... 90 ... északakkar <p PS
w>
86 | annak semmi értelme AS ReM
87 | <wh északon 90 fokkak AS ReW
88 | Az sem értelmes. AS ReM
89 | Nem tudom mashogy ... AP
90 | <ttfokkal. A t6 folott..> AS CoS

What follows from the above is that TAP with intexdiate students basically reveals
what is problematic for the students to translatéhair language proficiency level, thus the
pedagogical implication is obvious.

Fiding 3: All the transcribed texts from the think-aloud oetings could be segmented

into moves coming under the categories of micratsgiies (of the four phases: IP, AP, PS,
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AS), explicit strategies (macro-strategies) useatansidered, and self-reflective comments
(on external conditions present in the process),th&s coded think-aloud protocols in
Appendix B (pp. 74, 82, 96) show.

Thus what happens when intermediate students atenekam tasks imherently not
different fromhow the process diranslationis described in translation research literature
(Lorscher, 1991; Gile, 1994; Bell, 2001): the tlatwr uses a finite number of micro-
strategies (at the level of clause, or under) aadroistrategies (or explicit strategies, level of
text). In doing so s/he relies on background kndgéein the form of external information not
given in the text to translate (information abdw tanguage, the topic, the ST or TT culture,
or the world, etc.), and occasionally reflects lom translation process, itself.

Finding 4: All the micro-strategy moves found in intermediatudents’ think-aloud
protocols can be categorised in a combined modtieofranslation process (Gile, 1994) and
problem solving in general (Gero and McNeill's mid&998), belonging either to the
comprehension phase (identifying problem, analygngplem) or the reformulation phase
(proposing solution, analysing solution) (TAPs ipp&ndix B, pp. 74, 82, 96).

This also confirms findings in translation resea(8hll, 2001)that problem-recognition
and problem-solvingare the special components that make translati@pegific type of
human communication. This specificity is amply d&strated in students’ TAPs.

Finding 5: The translation process with intermediate studesntsot linear (longer
translation units transferred in automatic procgsskut very dynamic, with frequent and
constant switches between ST and TT, in short lados units, proceeding in cycles of

analysis, synthesis and revision, and returniny¢dlems unsolved.

Example 5.8: PA (TAP, Arctic Meltdown)

342 |<stlIn years with a late freeze> Sentence 9| AP CStC
343 | <wh éveken belll> PS

344 | tehdkwh néhany éven belll... AS ReW
345 |ezzel a kéf fagyassal ... a medvék ...> PS

346 |<stcaptured in ... or near town> AP CStC
347 | <wh a varosban vagy varos koriil... megkétszitiz PS

348 |<stin years> AP CStw
349 | <p su+> ja! tehat <wdwzokban az években PS

350 | <stin years with a late freeze AP CStC
351 | <whazokban az években, amikor &ésagy> AS ReW
352 | <st themumber of bears captured AP CStC
353 | <wha medvék szdma> PS

354 | Uhim... tehat <whazelfogott mevék szama > AS ReW
355 | <wh+elfogottvagy megtalal® PS PAS
356 | inkabhelfogott PS MD
357 | <whmedvék szama a varosban vagy a varos koril néhkérszgreddik PS

.
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Finding 6: The TAPs in this research (students mainly aalmove the pass level in

translation) show that mainly lexical items (wordspun phrases) are identified as

problematic translation units (with a special foaumnsunfamiliar words and dictionary work)

(Examples 9 and 10). Although altogether less emiph& given to segmentation of

sentences, grammatical analysis, and other maategies. Some of the students who seem

to have been trained so, can use such stratdge@snples 11, 12, 13, 14 below) and use

them consistently (PA, KE). Further analysis shairglore to what extent the above finding

abpout the dominance of lexical items is true aflparticular students, ant to what extent it

can be generalised to the typical student at irddrate level.

Example 5.9: KE (TAP, Mayor urged)

5 <stmayor <sttackle> <stinfluential report> <strise> <stmajor> Lists unfamilar IP
<stcut> <stin detail > <stgrant> <stintroductior> <stwider> <st words in the text
improvements <stwelcomed <stcontributior> <stdebate- <st
issue> <stadding> ennyi,

6 és akkor megallapitottam Bid, hogy a tdmegkdzlekedés jegyarak Sums up the main PS CIS
kombinécidjardl szdl a szoveg, illetve gondolonmugasok message of the
mennyiségének is szerepe lesz. text for herself

7 Es akkor elkezdem kikeresni a szotarbdl a szavaka Consults AP | CDict

dictionary
word by word
first
Example 5.10: SZJ (TAP, Arctic Meltdown)

5 most hogy masodszorra is végigolvastam kikeressokat a Second reading; IP
szavakat vagy alahizom azokat a szavakat, amikeismaerek underlines

6 €s megkeresem a szotarban ... unfamiliar words| AP | CDict

7 vannak olyan szavak is, amelyek isések és tudom, hogy mér Checks words that AP CEl
egyszer tanultam, look familiar

8 de a biztonsag kedvéért azokat is meg kell, mégyem a szétarbar AP | CDict

Example 5.11: KE (TAP, Mayor urged)

81 <ttAz (] polgarmester Starts Sentence L PS

82 | mint alany Identifies subject] AP CstG

83 | <tt -nak kellene megoldania... a londoni témegkozlekedlédgat, of the sentence| PS

84 | alondoni témegkdzlekedési valsagot ... AS ReW

Example 5.12: PA (TAP, Artic Meltdown)
156 | <wh- nem>, AS ReM
157 | hanem ez egy Reported Speech alak Relies on AP CStG
158 | <stpossibly grammar AP CStw
159 | tehat a <sbas>az nem mdilt id, (Reported AP | CEI
Speech)

160 | csak a <gleclared> szdval van egy itkikon, AP CStG
161 | tehat <wlaz Ujsag azt jelentette, PS

162 |azt kozolte, AS ReW
163 | hogy egy ilyen ... nyilas a sarkvidéki jégen ... léuets...<p g>50 PS

éven belll...>
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Example 5.13: SZJ (TAP, Mayor urged)

163 | mindenesetre az élgésze, igen, itt latom, hogy megint egy AES AP CStG
kdzbeékelt informacié van, Conscious

164 | tehat akkor 865z0r azt nézem meg, hogy anélkil hogy néz ki a tackling of AP CEl
mondat embedded

165 | <stthe cut in fares would initially be funded sentences AP CStC

166 | tehat <th dijak csokkentése PS

167 | az <stnitially>-ra kifejezésre azt talaltam, hogy <dieizdetben AP | SeDictM

Example 5.14: KE (Post-interviews 2)

KE: igen, ilyen beékelt mondat, és ¢ és tanultdérditas technikat, hogy a végékell kezdeni, de én
sose kezdem a véd@érés ezért egy csomoészor ... végil is a piszkozat telfogtam, hogy méi kell
szOlni a mondatnak, utana kénytelen voltam atitmegy a beékelt mondatokat is valahogy
belepasszirozzam az alapmondatba, igy végtil is 8gempontbdl ezzel tébbet dolgoztam, de valahogy
mégis hamarabb kész lett, nem tudom ...

Finding 7: Although the actual TAPs for the students wereeddht for the two
translation tasks in length and the number of motress above findings (Findings 1-6) apply
to TAPs of both translation tasks, and thus wetdound as text specific. An example below
from one post-interview (with PA) reflects thatgHinding was confirmed by students, as

well.

Example 5.15: PA (Post-interview 2)

FH: Forditds szempontjabol amilyeriiveleteket igényel, szétarozas, stb. nem volt valamit
tudatosan mashogy csindlt itt az ember?

PA: Nem, a technika nem volt mas.

FH: Tudatosan ugyanazokat a stratégiakat hasznalggdnazt csinaltad?
PA: Nem is tudnék mast taktikat hasznaini.

FH: Nem volt olyan megoldéas, amit speciélisan ez&veg hivott volna &P

PA: Egy dolog jut eszembe, amikor azzal a tagmdabia¢ém tudtam boldogulni szétar meg mindenféle
tudasom segitségével, akkor fogtam, és az egésaeiadtam, ahogy jol hangzik ... most ez nem
tudom, milyen technika, szerintem semmilyen, dehasznaltam.

Finding 8: Severalthought patternscould be identified in the coded protocols in a
systematic research that would be beyond the sobfiee present dissertation. A few basic
patterns identified are presented below, but theber could be increased in an almost
infinite way. These patterns can vary from veryibés.g. IP=PS, 2 moves only, Example
16) to very complicated ones (e.g. Example 21)wimch the translation unit identified is
“initially be funded” and translation is attempted in 36 moves, bufinhed.

In Pattern 1. a problem is identified (IP), and solution is gagted immediately (PS):

P = PS
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Example 5.16: PA (TAP, Actic Meltdown)

513 | tehat miért mondjak, hogy csak <v@®-év mulva lehetséges IP

514 | Vagy <wh ain 50 years>a multra is vonatkozhat vajon? ... PS

In Pattern 2: a problem is identified (IP), analysed (AP: SeDig#hd solution is given

(PS):
IP= AP = PS

Example 5.17: HA (TAP, Arctic Meltdown)

121 | a <sproceeding-et megnézem ... IP CDict
122 | <dictproceed: haladmi AP | SeDictM
123 | <ttegyenesen a jegesbe PS

In Pattern 3: a problem is identified (IP), analysed (AP: CDia)solution is given

(PS), then the solution is analysed (AS: ReM):
IP = AP = PS= AS

Example 5.18: HO (TAP, Mayor urged)

49 megnézem mi az a Jsiport> IP
50 | azt mondja, hogy ... <dicgport: tudésitashategy befolyasos ... AP CDict
tuddsitasragyjelentés jegyskodnyv
51 |tehat egy befolyasos tudésitas vagy jelentés ...
52 | egy befolydsos hirt javasoltak ma

PS
AS ReM

In Pattern 4: a problem (translation unit) is identified (IP)salution is suggested (PS),
the problem is analysed (AP: CDict), and as a tetha original solution is confirmed (AS:
CoS):

IP= PS= AP = AS

Example 5.19: HA (TAP, Arctic Meltdown)

58 <stwith gulls fluttering overhead> IP
59 | <wh gulls gullssiraly> PS
60 azért megnézem AP CDict
61 <stgulls> ...na, tényleg Ggy van AS CoS

In Pattern 5: a solution is suggested (IP), then the problemnalyged (AP), the
original solution analysed (AS: ReW) in two stefgn based on the analysis a new solution
is suggested (PS).

PS= AP= AS= AS= PS

Example 5.20: HA (TAP, Artic Meltdown)

31 | Ajégréteg 40 %-al vékonyabbep > PS
32 <stThe sea ice the sea ice> Sentence 2 AP CStw
33 A a nem a <wh jégréteg, AS ReW
34 | atenger jégrétege O jégrétege AS ReW
35 |40 %-al vékonyabb a tengeri jégréteg PS
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In the example below IP (2 moves), AP (16 move$§),(4 moves) and AS (11) happen,
and a long pattern could be drawn:
AP = IP= AP (5)= PS (2)= AP (3)= AS= AP (2)= AS (3)= AP (2)= AS= AP
— IP= AP= AS (2)= PS (2= AS (2)

Example 5.21: HO (TAP, Mayor urged)

136 | <stinitially be fundec AP CStw
137 | nahat, ezt nem tudom, mit jelent “initially be IP
138 | <stinitially> mindjart megkeressiik ... funded” AP CDict
139 | <stinitially>azt mondja, hogy <stitially> na, csak megtalalom, AP
140 | azt mondja hogy ... <diatitial: kezdb, initial: kezdeti ...> tehat “initially” AP CDict
<wh initial, initially ugye ez kezél kezdeti,
141 | akkor kezddé> AP | SeDictM
142 | <stinitially 6 ... funded ... initially funded AP CStw
143 | tehét a <wfunded az befektet. > PS
144 | tehat <tez az arcstkkentés, amellyel 80 millié fontot tedregy PS
évben, kezftls befektetés lenne.d.>
145 | <stfunded> ... 0 .. AP CStw
146 | <stbefunded by the current one per cent increase in fabes> AP CStC
147 | tehat <sthe cut in fares which would cost around 80 millyear AP CstC
> ...
148 | tehat <thz arak leszallitdsa 80 milli6 fontot tenni ki efben 6 ... AS Chs
egy kezdeti
149 | <stwould initially be funded ..> AP CStw
150 | azt modja, hogy <stould initially ...> AP CStw
151 | ugye,<wh amitially azkezdet> AS Chs
152 | a <whwouldazkellenevagylenni fog> , 0 .. AS ChSs
153 | <whfundedaz pedigund: befektet AS ChSs
154 | ugye ez itt <swould be fundes AP CStw
155 | tehat <sthe cut in fares ... AP CStW
156 | tehat <thz arak csokkentése, amely 80 milli6 fontot tkhagy AS Chs
évben, egy kezdeti befektetés lenne
157 | <stby the current one per cent increase in tube fares AP CStC
158 | <stcurrent> IP
159 | meg kell néznem, az mit jelent a AP CDict
160 | <whfunded az befektet “funded” AS ChS
161 | < whinitially: kezdetp AS ChSs
162 | <dictcurrent, current: aramfénévkéntfolyam, aram, AP CDict
melléknévkénforgalomban 1é&§ altalanos, k6zhasznalatd, bevet
L
163 | <tt egy kezdeti befektetés> AS CoS
164 | tehakwh az arak leszallitasa 80 millié fontot tennesgly évben 6 AS CoS
165 | kezdetben befektetett lenne 6 .. a forgalombah1é-os ar .. PS
166 | 1%-0s metro dremeléssel> PS
167 | valami ilyesmi hat leirom AS
168 | és akkor még ebbcsinalunk valami mondatot Understands partfAS PDW
of the sentence
not the complete
sentence

It also follows from the above that with translatianits and sentences that are not
problematic only a few number of moves happen, #ng straightforward and simple

patterns emerge, mostly B AP = PS, whereas with problematic translation units and
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sentences very complex, complicated, long patteamsresult, with all kinds of AP moves
and AS moves, AP: consulting the dictionaries figilial and monolingual), bringing in
imformation from grammar rules, trying to remembgternal information about the culture,
PS: trying to generate hypotheses about possiblenimg and AS: analysing emerging
solutions in several steps, occasionally lookingkha the text or looking forward for helpful

information from other parts of the text.

5.4.2 Research question 2: Exploring translationtsategies

A translation strategyis defined by Lérscher (1991, p. 76) as ‘a potdiyticonscious
procedure for solving a problem faced in transgatintext, or any segment of it’, which can
be micro (local) or macro (global) strategies, ameract with the translator’s background
knowledge (Séguinot, 1989).

The research question that is relevant to ask mmection with translation strategies in
intermediate language proficiency exams l#ow can the use of think-aloud research help to
understand what translation strategies are neededrioduce acceptable translations at
intermediate levél

To be able to answer this research question, alegies were identified in the scripted
TAPs, b) were groupped into two basic categoriescassful and unsuccessful strategies, and
c) a method will be suggested to identify the tgpéranslation strategies needed to produce
acceptable translations at intermediate level.

The strategies identified were groupped along tloblpm solving framework of Gile’s
sequential translation model, suggested in previpauts of the present dissertation. A list of
the strategies presented here together with théexbthey were recorded can be found in
Appendix B (pp. 123-127).

5.4.2.1 Successful translation strategies

When presenting successful strategies below, thesfs on one particular problem at a
time, and the strategy choosen reflects that paaticconsideration. Other parts of the TAP
may contain other translation problems that areimdbhe focus, but were left in the chosen

example to present the context it appeared in.



I. Comprehension phase

Phase 1: Identifying a problem (IP)

Being able to identify translation problems
Example 5.22: SZI (TAP, Mayor urged)
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197 | mi ez ? <wisocial az szocializ>

198 | Nem nem nem,...

199 | na mi ez? <sociab

200 | megnézem a szOtarban.

201 | Megvan, a <didocial: aztarsadalmivagyszocialis:az is lehet,
tarsasagi...>

202 | nem

203 | igen, tehat <wharsadalmi és gazdasagidelyoket fog hozni>

Lsocial”

PS

AS ReM
IP

AP CDict
AP CDict
AP ReDictM
PS MD

Understanding the requirements of a translatioktase need for understanding the text

before translating it
Example 5.23:KE (TAP, Arctic Meltdown)

28 Ez visszavezethiegy volt angol tanaromnak azon mondasara, AES AES
hogy azt hamarabb észreveszik, ha nem értelmesidaonint | Aware of the need
azt, hogyha nem ugyanazzal a szo6val fejezem Kki. for reformulation
in translation
Phase 2: Analysing problem (AS)
Task management
* Not being afraid of task difficulty
Example 5.24:EP (TAP, Arctic Meltdown)
53 Ez a szbveg ez néhany sz0 kivételével érthalt, lgyhogy nem ig Evaluating AP
volt sok komplikacio vele. difficulty of task,
54 Néhany mondat nehezebb volt, aztan masodikasékra Gjra AP
rajoéttem, hogy mil szél. could understand
more difficult
parts after second
reading
» Taking the translation exam task seriously
Example 5.25:HO (TAP, Arctic Meltdown)
85 <stas much as Checks meaning IP
86 megnézem, mit jelent igy pontosan ... when uncertain| AP CDict
87 mert <u> akkor ... annak nem lesz j6 a vége ... ExtC
* Remembering language and strategies learnt in class
Example 5.26: PA (TAP, Mayor urged)
264 | és ... igen <swhich is expected AP
265 | ezt tanultuk, hogyis ecpected AP
266 | <0> <ttazt varjak, azt remélk PS
267 | tehat <tmely remélheiieg > PS MD
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» Using strategies that help memory (keeps repeatifgmiliar words to activate memory)

Example 5.27:SZJ (TAP, Mayor urged)

89 | szoktam ismételgetni egyébként magukat a szgvadkta beugrik AES AP
valamilyen jelentése ... Keeps repeating
unfamialiar word to
help herself to
remember possiblg

meaning
Textual level and discourse
* Being aware of the importance of the genre of ST
Example 5.28:PA (TAP, Mayor urged)
23 nincsen szetzmegjeldlve, tehat nem tudom, hogy Ujsagcikk, vagy Aware of the AP
miféle hir ez, szbveg ... importance of the

context/source of
the source text

* Identifying the source, the genre, the registerthedstyle of ST
Example 5.29:PA (TAP, Arctic Meltdown) )

1 Elolvasva a cimet és az Ujsag cimét, amiben ggeheat ... <st Aware of context| AES
Arctic Meltdown> a cim, és a Time magazinban jelent meg ... for article,
adressee
2 ebl®l gondolom, hogy valami tudomanyos szoviddgsz sz6 Aware of text | AES
type
3 vagy legalabbis Gjsagiréi nyelvezifr Aware of type of| AES
language used

» ldentifying register and style (newspaper language)
Example 5.30:PA (TAP, Mayor urged)

280 | és azis Ujsagnyelv AES AP
aware of
newspaper languagde

CEl

Planning phases of comprehension
* Working on title after understanding the complete t leaving title until end
Example 5.31:EP (TAP, Arctic Meltdown)

48 igy, az egész szdéveget, mivelnogy mar tudomj moémet AES AP
forditom le, leaving

49 amit ... hat sz6 szerinti forditasban: S#rki olvadas>. translation of title] PS
till end

» Using explicit strategies learnt in class — tratistptitles
Example 5.32:SZJ (TAP, Arctic Meltdown)

87 azt mondtadk nekem még a kdzépiskolaban és a kiilgol AES AES
tanarom is, hogy a cimet utoljara hagyjuk ... leaves
88 annak azért nem estem neki ... transalation of | AES
title until end




* Spending enough time on the comprehension phas&ifwgomon meaning)
Example 5.33:SZJ (TAP, Arctic Meltdown)
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82 kbézben ranéztem az 6réara ... elég s6kett el ... és még sehol Aware of time | ExtC
nem tartok a papiron valé forditasnak, needed for
83 de most alakitom meg, amblk telik ... comprehension| AES
phase

* Consicous planning of comprehension (working onmreg and reformulation phases
Example 5.34 :SZJ (TAP, Arctic Meltdown)

93 az el§ mondatot azt most le tudom forditani, ahhoz nerdiaky Conscious AP
hozza ... strategy to work
94 inkdbb szeretnémdalzor tisztazni, hogy konkrétan mit jelent a | on meaning of the AP
szoveg, whole text first
before working o
TT wording
95 és utana a forditasi részhez hozzanydulni ... AP
Comprehension — lexical level
* Working on meaning of unfamiliar words in context
Example 5.35: SZJ (TAP, Mayor urged)
38 | gyakran csinalom azt, hogy amikor aldhizom eeistlen szot, AES AES | ASCo
megkeresem a szotarban, és tdbb jelentéssel tatatkakkor Conscious strategy
Ujbol végigolvasom azt a mondatot, mondatrészt|yee ez az of checking
ismeretlen sz6 szerepel, hogy biztos legyek alagy melyik a | meaning offered by
helyes, dictionary by
considering possible
meaning in context
* Anticipating meaning in context before looking waipl
Example 5.36:PA (TAP, Mayor urged)
195 |<st ayear ... initially> Guesses meaning AP
196 | ezt meg kell néznem before consulting | AP CDict
197 | ez<wh kezdeményezésjelenthet, vagy valami ezzel kapcsolatqs ~ dictionary PS
dolgot, de azért megnézem
* Anticipating meaning
Example 5.37:HO (TAP, Arctic Meltdown)
200 | a <sfreeze-t megnézem ... Guesses meaning IP
201 | <whkevesebb a fagy, melegebb vamalami ilyesmi a mondat from context PS
értelme
« Anticipating meaning but being ready to change geg# wrong
Example 5.38:HO (TAP, Arctic Meltdown)
175 | <error:whemaicated: valami felfszilt allapot> Guesses meaning PS
176 |<ttahova...> from context AS
177 | <stemaciated >nem tudom, mit jelent _,,ema<_:iated” IP
178 | <stemaciatedna, hol van ..emaciated... emaciatedneglesz ...| fails to find word | AP
179 | nem taldlom, in dictionary AP CDictF




* Looking up meaning when needed for comprehension
Example 5.39:SZI (TAP, Arctic Meltdown)

170

87 na jo, nézzik meg ezt a vswildering--et, hatha benne van ...
88 ezt j6l tettem hogy megnéztem,

89 azt mondja <didbewilder: teliesen dsszavar, meghokkent

90 na, hat ezért nem értettem

Looking up word

when not sure in

comprehending

passage

IP
AP CDict
AP CDict
AP

* Being suspicious of words that look familiar buvéao meaning in the given context
Example 5.40:SZJ (TAP, Mayor urged)

168 | a <sfunded lehet, hogy azért nem értem, mert afgatled-ot, a | Realises the werb IP
<stfunded, igen, az elején, mikor elolvastam ezt a mondaizit | ,to fund” has an
hittem, hogy <wh- alapit> igének az <wh- alapite,ide akkor unfamiliar
most megnézem a szétarban, hogy mit jelent, médradzek meaning for her ir
szerint nem azt jelenti ... this context
180 | akkor megnézem az egynyiebzotarban, szerintem ez benne lesz AP CMDict
181 | Na azt mondja, hogy ... <@maciated itt van ... AP
182 | <mdictemaciatedadj having eaten ...> <u> AP | SeDictM
183 | hatj6 .. végiil is ...<wkovanyan érkeznek meg, és kbzben még PS
éhesek is
184 | tehat <whmegérkeznek lesovanyodva ... AS CoS
185 | megérkeznek sovanyan AS ReW
186 |ahova ... sovanyan és éhezve ... érkeznekemeg AS ReW

* Guessing meaning from context and sparing time fuomecessary dictionary work

Example 5.41:EP (TAP, Arctic Meltdown)

36 | Sok szot talalok, amit nem teljesen tudok, Can guess IP
37 de szovegdh ki tudom talalni, meaning from AP CStT
38 és emiatt nem kell sz6tarozni, nem kelk ideszitenem. context ExtC
» Clarifying meaning for oneself by working on podsibnplications
Example 5.42:VA (TAP, Arctic Meltdown)
544 | <p s> most ezt, most ezt nem értem, most jodedkal elfogott Guessing implied PS CIS
vagy rossz szandékkal elfogott, #sméjéért elfogottat értik? meaning
Strategies for working on meaning
* Looking ahead in the sentence to understand meaning
Example 5.43:PA (TAP, Arctic Meltdown)
75 itt most az <stverhead-et is meg kell keresnem ahhoz, Looks ahead to AP | CStLA
hogy értsem ezt az egész kifejezést ... guess meaning,
76 <dictover, overheadfénévként ... 8névként felss, magason, “overhead” AP CDict
feltl, magasban ... Ghim ...... <u> identifies part of
77 | de talan <wh fellletet> jelenthet, vagy valamh<felss dolgot> speech before AP
looking up meaning




Looking ahead in the text to understand meaning
Example 5.44:SZ| (TAP, Arctic Meltdown)

171

A

72 na akkor most azt csinaljuk, hogy olvassuk tbvalszéveget, Looks ahead inthg AP | CStLA
hatha abbdl lesz valami értelme a@zéhek. text to solve
problem with
meaning
* Being able to perform self-correction when a wardnisread (dictionary work)
Example 5.45:PA (TAP, Arctic Meltdown)
305 | most megnéztem mégegyszer ezt @gsomaryt> Realises she has| AP CDict
306 | mivel hogy <st> van ott és nem <wh e>, misread the word | IP
307 | ezért nem vettem észre,hogy benn van a szatérégiscsak, és | ‘customary’ and can AP | CDict
azt jelenti, hogy <diczok4sos correct herself
* Being able to realise if a passage is misunderstoddoerform self-correction
Example 5.46:HO (TAP, Arctic Meltdown)
91 de kdzben atolvastam ezt a mondatot: Aware of AS CStS
92 <stThe ice forms as much as two weeks lmtéhe autumn than it|  misinterpreting
used to in Hudson bayreating ...> meaning in first
93 | rossz volt, amit irtam version of AS ReM
94 | <wh-A jég hatdsara adsz két hetet késetez hulyeség, Sentence 5
95 hanem <tA jég...> PS
96 megnézem mégegyszer, mi az afeishs> ... Works on new AP
97 < dictforms: meg is van, alakit, alkot, képez, formal> meaning AP CDict
* Being able to perform self-correction even if sectehas been finished
Example 5.47:EP (TAP, Arctic Meltdown)
20 Mondatom leirdsa utén elolvastam a kdveikaandatot, Capable of self- AP | CStLA
21 és rgjottem, hogy az egész mondatnak mas dméyte correction, changing AS ReM
22 | Ugyhogy atfogalmazom Uijra, meaning PS
23 | és (jra leirom. AS
* Bringing in knowledge about the world (geographyew working on meaning
Example 5.48: PA(TAP, Arctic Meltdown)
443 | <wh- azszaki szélességbr? nemfok? > <p s> Tries to remembgr PS PAS
444 | szikség van a féldrajz 6ran tanult szokincsekleez a info from AP CEl
szakszavakhoz ... geography lessons
445 | sajnos nem emlékszem pontosan de talan ssz@lbsségi fok AS CoS
...6szaki szélességi fok> <p h>
* Bringing in knowledge about the world (biology) wheorking on meaning
Example 5.49:SZ7J (TAP, Arctic Meltdown)
68 akkor most ezt a <stmmer dens Brings in IP
69 <tttéli alom> ? knowledge about PS
70 | mondjuk az érdekes lenne, mertsiasnmes-rel kezddik ... the word AP CStwW
» Bringing in knowledge about the world (biology) wheorking on meaning
Example 5.50:SZI (TAP, Arctic Meltdown)
77 a medvéknek az egy jé dolog, hogy ott taldlrnakty Triesto bringin| AP CEl
78 bar ennek nincs sok értelme ...a medvék halasznak knowledge about AP CEl
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79 héat... najé, hat ... the world but AP PDM
finds it
controversial
* Relying on background information and knowledgetdtbe world (geography)
Example 5.51:VA (TAP, Arctic Meltdown)
232 | <whmint aHudson-6bdlben Tries to place the PS
233 | most ez hol van? <p f> North Pole and | AP CEl
234 | Eszaki sark ... Hudson Bay AP CEl
235 | Hudson 6bdl az nem éppen az északi sark, zakKanada, attol| geographically inf AP CEl
még nem északi sark her mind
» Generating and testing hypotheses when working @mnmg
Example 5.52 PA (TAP, Mayor urged)
386 | mert <wh lehet, hogy a polgarmesterrel készil riport> Generating PS CIS
hypothesis about
posssible
background eventg
* Interpreting hypothesised meaning in context
Example 5.53:KE (TAP, Mayor urged)
134 | aha tehat <wh ha csokkentik a busz jegyekaaragye U; Interpretes the | PS CIS
csoportokat visz be az utasok kdzé, és ez 40%bhlutast meaning of the
eredményez> sentence
» Plausibility checks: real world knowledge usedrEasoning
Example 5.54:KE (TAP, Mayor urged)
89 <stto> AP CStW
90 hat valosziin <wh 70 %-ra> Real world PS
91 | <wh ha 70%-al csdkkentené, akkor bajba kertk#ne knowledge used| PS CIS
for reasoning
* Interpreting hidden meaning: real world knowledgedifor reasoning
Example 5.55:KE (TAP, Mayor urged)
410 | gondolom ilyen lobbik ... Bringing in real AP CEl
world knowledge to
interprete hidden
meaning of the tex
* Prolonged engagement in working on meaning wheertsia
Example 5.56:PA (TAP, Arctic Meltdown)
132 | még mindig bizonytalan vagyok az gstmuch as jelentésében .|. Keeps reutrning to| IP
133 | ez val6sziidleg nem lesz 6, »as much as” AS ReM
134 | de mast most nem tudok kitalalni, AP PDM
135 | taldn még azt, hogy <vdgyarant 4 C fokkal emelkedett PS PAS
136 | de valahogy ez semiillik ide ... AP ReM




* Working on meaning (comprehension phase) in cycles
Example 5.57:SZJ (TAP, Arctic Meltdown)
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138 | az el8 kdrben, amikor megnéztem a szavakat, azokat véitoga
ki, amelyekél elképzelésem sem volt,
139 | és most igy a harmadik atolvasas utan azaked\sakat nézem,

amelyek ismeaisek, bar nem vagyok biztos a jelentésiikben ...

AES
when reading tex

AES

for the third time
she checks word
that looked
familiar before
but are not in the
context.

AES

* Keeping up hypothesis generating until final vems®finished (Move 418!) — prolonged

comprehension phase
Example 5.58 :PA (TAP, Mayor urged)

418 | igazabdl ezt most értettem meg, hogy <wh mikélepen leviszik a Realises she finally PS CIS
0 buszjegy arakat, csak kérdés, hogy mennyivebggan éri ez understood the core
meg 6 ...> of the message of|
the article
» Successful use of avoiding strategies
Example 5.59:PA (TAP, Arctic Meltdown)
469 | <whaz Ujsag azt irta..> ez tul egyszdrlenne ... AS ES
470 | nézzik mégegyszer ezt a dstlare> szot AP | CStW
471 | <dict declarekijelent, mond, nyilatkozik, tizen Ghim AP CDict
...nyilatkozat, kihirdetés..> Uses avoiding
472 | <p s> <wlaz Ujsag...> nagyon egyszér kikeriljuk ezt ... strategy AES
473 | <whAz (jsag szerint.. > PS
474 | és akkor ebben benne van, hogy <ichdta, jelentette, kbzdie AS JS
e Using information form text to understand title
Example 5.60:PA (TAP, Mayor urged)
338 .. <u> ...ként allok a cimhez, ugyanis nem aradl 820, hogy a | Uses info from text PS CIS
polgarmestert akartak, vagy sirgette 6 azt, hoggyeék a to understand title
buszarakat vagy buszjegyarakat, 6 haneil@rik fel erre 6 az
elss és az utols6 mondat is a szévegben arra utat, heind a
polgarmester dtlete volt haneihkérik meg
339 | és ezért ez talan egy hianyos, passziv szekegg<stthe mayor Identifies AP CStG
is urged Past Participle
340 | éstalan nincs benne az az ... nem is tudom, létegik-e ilyen, Newspaper AP CEl
hogy talan kihagyjak a cim miatt, hogy révidebhykeg 6 language
341 | és igy sokkal értelmesebb is lenne a cim, Mpsamse PS
342 | tehat jelen itben és passzivban Grammar AP CStG
Syntactic level
» Using explicit strategies learnt in class
Example 5.61:PA (TAP, Mayor urged) —
96 | Angol mondatban sokszor a végén van az a bévemgnondat, AES AP CEl
tehat az, hogy ki mondta, Uses explicit
97 pont tegnap beszélgettinkdagrr strategy learnt inl AES
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98

| tehat a végével kezdem

| preparatory clas$ AES |

Using segmentation of ST to work on meaning
Example 5.62:HO (TAP, Arctic Meltdown)

34 Hat itt az a probléma, hogy kicsit nehezem tudsszeszedni a Aware of P
mondatot ... complexity of
35 <whaboard sentence structurg AP CStwW
36 az ehajorr PS
37 <whthe Russian ice breaker pedig: AP CStwW
38 |az az orosz jégtérhajo, a Yamad PS
39 <st aback from a cruise from the North Pole AP CStwW
40 az pedig <wlvisszatérni egy tengeri utazasrol az északi sarkré PS
41 | tehat <wregy északi sarki tengeri utazasrol valo visszatérés PS
orosz jégtéé a Yamal hajo fedélzetén gemberek..><p h>....
e Using segmentation of complex ST sentences
Example 5.63:HO (TAP, Mayor urged)
99 Talan az volt a gond ezzel a mondattal, hogyomadosszu Aware of IP
részeklbl allt 6ssze, és ezért nehezen tudtam dsszerakni, complexity of
100 | de csak meglett. sentence structure
» Using segmentation consicously in working on megnnin
Example 5.64:KE (TAP, Arctic Meltdown)
18 A forditasnal mi azt tanultuk, hogy meg kelldsti az alanyt és az  Refers to the AES
allitmanyt, hogy ez a mondat vaza, strategy of
19 és utana a mondatot visszafele kell lebontani. analyzing main verp AES
and subject in the
sentence first, and
starting translation
from the end of the
sentence
« Starting translating problematic sentence (complexn phrases) at the end of ST
sentence — problem solving
Example 5.65:PA (TAP, Arctic Meltdown)
271 | ...0hUm... kezdjuk a végiir... .Theice forms” | AES
Goes to the end of
Sentence 5
to translate
problematic
sentence
* Changing order of clause
Example 5.66:SZJ (TAP, Mayor urged)
120 | <tt70 pennysre, és ezt egy befolyasos riport ajinboti@Enap Changes order of| PS
121 | <stan influential report proposed todayel kezdem a mondat clauses AES
forditast,
122 | hogy <tegy befolydsos ripofi a minapd azt ajanlotta, AS ReW




Grammar

Being able to identify an embedded sentence
Example 5.67:PA (TAP, Arctic Meltdown)
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450 | itt van ez a <#iralyos> beékelt mellékmondat Can identify an AP CStG
451 | <stwith gulls fluttering overhead.> embedded sentenge AP
* Relying on knowledge about the language (gramm&gported Speech
Example 5.68:PA (TAP, Arctic Meltdown)
156 | <wh- nem>, AS ReM
157 | hanem ez egy Reported Speech alak Relies on grammar AP CStG
158 | <stpossibly (Reported Speech) AP
159 | tehat a <swas>az nem mult id, AP CEl
160 | csak a <gleclared> sz6val van egy ifkikon,
161 | tehat <whlaz Ujsag azt jelentette, PS
162 | azt kozolte, AS ReW
163 | hogy egy ilyen ... nyilas a sarkvidéki jégen ... |&usts...<p q> PS
50 éven beldl..>
* Relying on knowledge about the language (grammasrts of speech
Example 5.69:KE (TAP, Arctic Meltdown)
8 Figyelek arra, hogy szerintem a szévegben haigedzerepel, AES AP CStG
akkor prébalok igét keresni. aware of parts of
speech
* Relying on knowledge about the language (grammasrts of speech
Example 5.70:PA (TAP, Mayor urged)
211 | ha melléknév, akkor mondjuk Considers both AP CStG
212 | <whelterjedt options and rejects PS
213 | tehat <sby the current one per cent increase 2" as not applicable AP
214 | <ttelterjedt egy szazalékos emelés a ... a metro jekbarr PS
215 | haénév ... Bnév viszont nem lehet, mert akkor nem jelent AS CStG
semmit,
216 | tehat akkor még egyszer AP
* Relying on knowledge about the language (grammanprd formation
Example 5.71:PA (TAP, Mayor urged)
40 | <stdecisiorr lesz a kovetkey... “decision” IP
41 <dictdecision: dontés, elhatarozis Aware of AP | CDict
42 | itt sajnos nemint fol, de most latom, hogy alecide- szoéval information from | AP | CStG
azonos toi word formation
43 <dictdecision: dontés, elhatarozas, hatarozat, itététet, AP CDict
elszantsag .».
* Relying on knowledge about the language (grammé#égnrsformation of Passive into
Active
Example 5.72:S7J (TAP, Mayor urged)
184 | na j6, akkor megprébalom megnézni, hogy hogyknéktivban ez| turns passive into| AP CsStG

a mondat

active to work on

meaning




Dictionary work

Consulting dictionary in a critical way — checkiogntext of unfamiliar word

Example 5.73: SZJ (TAP, Mayor urged)

176

30 | aztén j6n a <sackle> IP
31 <dicttackle: szerelés, felszerelés, kotélzet, megragadbirkozik, Jtackle” AP CDict
szereb
32 nem tudom, hogy ide melyik a j6 IP
33 <dictszerelés AP | SeDictM
34 <stThe new major should tackle London’s public transpdsis AP CSstC
L
35 lehet, hogy a <wheghirkézik PS
36 |igen, az egy, keit harom, négy, 6t, hat, hét lebiség kozil én a AS ASCo
megbirkozik részét valasztom a tatkl>e-nek a szévegkornyezet
alapjan
37 a tobbi az egyaltalan nemillik ide ... AS JS
38 gyakran csindlom azt, hogy amikor alahtizom mistlen sz6t, AES AS ASCo
megkeresem a szétarban, és tdbb jelentéssel addtkakkor Conscious strategy
Ujbol végigolvasom azt a mondatot, mondatrészt)ymea ez az of checking
ismeretlen sz6 szerepel, hogy biztos legyek abtagy melyik a | meaning offered
helyes, by dictionary by
39 €s én ugy gondolom, hogy a <miegbirkézik az tartozik ide, considering PS MD
possible meaning
in context
e Consulting dictionary for possible solutions
Example 5.74: PA (TAP, Mayor ueged)
121 | Megnézem ezt<astcut> sz, AP CDict
122 | hogy hogy lehetne még<wh mérsékel, leszallit, csokkensz6t AS
még szebben kifejezni
123 | <dict cut: vag, metsz, leszallitott @hiim,cstkkentés, megvag, AP CDict
elvag, levag, metsz ...csokkent, leszallit, vag>
124 | thimakkor ennyi ajanlas van ... AES AP
Dictionary = offers
* Using monolingual dictionary successfully
Example 5.75:PA (TAP, Arctic Meltdown)
183 | most megnézem még egyszer azt &lasn> szo6t “claim” IP
184 | mert kdzben mar ott jar a szemem ... ottis ....€s AP CStLA
185 | <dict claim: igény, kovetelés ... jogalap, jogcimhm, hm, hm ... AP CDict
>
186 | <stthough that claim was dismissed by scientists AP CstC
187 | <whbar ez az igény ... PS ReW
188 | bar ezt az igényt ...eathm... a tuddsok elutasitjgk... Ghum... PS
189 | <stclaim> ) AP
190 | <wh- lehet, hogy jelenthet mast is, megnézeeygnyelv Uses monolingual”Ap | CMDict
sz6tarban> dictionary
191 | <mdictclaim: to ask for or demand ... u ... property or monegs.  Successfully  mAp T CuDict
the rightful owner or as one’s right ... Did youiofeon the
insurance after your accident? ... The prince ...u e.cttown with
the help of a foreign army .. to call for ... to sethe need .... to
acquire... often in the phrase: claim attention ...sTdifficulty
claims our undivided attention ... to declare todoet.. to state
especially in the face of opposition ... maintain and claims to
own a car but | do not believe her ... >
192 | 6, most végig az igét néztem, pedigreef/et kellett volna ... AP CStG
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193 | <dictclaim: a demand for sg as one’s own by right ... a righggo AP CMDict
... a statement of sg as fact ... The government’s cthahwar wag
necessary was clearly mistaken. His claim to krnmavanswer was|
not believed. >
194 | Uhdm...tt lesz valami, ami nekink kell ... AP
195 | <dictclaim a statement of sg as fact> AP CDict
196 | <whdallitas, valaminek az allitasa tényként..ihim AP | SeDictM
197 | <whakkor ezt a tényt, PS
198 | ezt az éllitast elutasitjak a tud6sokhm, hm, hm <p h> ... AS ReW
199 | azt hiszem, hogy ennél tdbbet nem tudok megtudn PS MOD
« Evaluating own work critically
Example 5.76:PA (TAP, Mayor urged)
497 | Ugy érzem, hogy nem lett olyan rossz a fordftést ahogy féltem Evaluating own | AS ES
téle, work
498 | de az hiztos, hogy a negyedik és az utolséat ehegyedik és a Is aware of AS ES
hatodik bekezdés nagyon esetlen lett, problems in her
solutions
499 | a hatodik azért, mert nem igazan értem ezt witde up> Is aware that she IP
kifejezést, did not solve the
500 | a negyedik pedig azért, mert ezt magyarul steném. problem on the IP
level of meaning
Strategies relating to other factors influencing pgormance
* Being motivated and self-confident
Example 5.77:PA (TAP, Mayor urged)
1 Annyit tudok a szévegl, hogy nehezebb, mint azeb, Compares P EP
2 és ez egy kicsit megijeszt, difficulty of the 2| ExtC
texts,
finds 2" one more
diffcult
3 viszont most jo kedvem van, mert aizélforditasom ol sikeriilt,| Self-cofidence ExtC
4 és ezért nem ijedek meg annyirdledtszovedil, tobb kedvvel because of ExtC
kezdek hozza, success in the™l
5 és szerintem ez szamit a forditasnal. translation, ExtC
aware of
importance of
self-cofidence
* Relying on self-confidence
Example 5.78:KE (TAP, Mayor urged)
| 360 | tudtam én, hogy kitalalok erre valamit | Selffatence | ExtC |
II. Reformulation phase
Phase 3: Proposing soluation (PS)
e Making draft version of translation first
Example 5.79:HO (TAP, Arctic Meltdown)
6 elbszor piszkozatban szoktam leirni, amikor forditalkamit, AES PS
7 és utana hogyha valami nagyon nem menne, akkgijohéan writes first AS
atrdgom magam a mondaton. version




Being aware of genre and its implications
Example 5.80: PA (TAP, Arctic Meltdown)
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103 | Erzem eb#l a szévegbl, hogy ez egy teljesen altalanos bevézet Defines genre of | AP CEl
adatokkal, bevezét még nem tul elgondolkodtato informéciokkal —text for herself
104 | tehat egy hasonlo stilusi magyar forditasmdegkség ... AP
* Being able to separate comprehension and reforranlptoblems
Example 5.81:PA (TAP, Arctic Meltdown)
486 | Nagyon zavar ez a mondat ... Identifies problem IP
487 | az a problémam, hogy nem értem, hogy mit akaijs#g, in understanding  IP
488 | és mit akarnak a tuddsok ... ST IP
» Splitting ST sentence into two to fit TT conventdoetter
Example 5. 82:VA (TAP, Arctic Meltdown)
91 Uj mondatot kezdek, mert mar tul hosszl lenngyaoal AES
uses strategy of
splitting too long
sentences into
more sentences in
Hugarain
e Splitting too long ST sentence in TT
Example 5.83:HO (TAP, Arctic Meltdown)
230 | Itt szétbontom a mondatot, AES AS
231 | és az hogy <sind they had the pictures to prove it strategy of AS ReW
232 | vagyis <r wha turistak ezt fényképekkel tudjak bizonyftamit splitting long PS
kilén mondatba veszem, source text
233 | hogy ne legyen tul hossz( a mondat. sentence Into | AS JS
sparate target text
sentence
Phase 4: Analysing solution (AS)- Revision
» Separating stages of hypothesis generating angisasal
Example 5.84:PA (TAP, Arctic Meltdown)
358 | Most nézzuk étél, Works on AES
359 | most, hogy mar lattam egyben a szoveget, @srtud tudom, meaning first —
hogy mit jelent .. mifl sz6l, milyen témaban mozog ... azt eddig is hypothesis
tudtam, tehat hogy ... milyen 6sszefliggések vanak><p generating phasé
separate
360 | tehat igy ér6l kezdem a forditast és a széveg ismeretében, az| TT formulation | AES
0sszefiiggések ismeretében and revision
361 | megprobalom magyarosan kifejezni ezeket a éalgo. phase separate; AES

special emphasis
on this phase

Revising first version

Revising draft translation
Example 5.85:HA (TAP, Arctic Meltdown)
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176 | Es most hogy befejeztem a piszkozat irasat, After finishing draft
177 | kicsit magyarosabbra forditom. works on
reformulating TT
version
* Identifying aims in the revision phase
Example 5.86:EP (TAP, Arctic Meltdown)
43 | amelyet Ujra atfutok AES AS ChS
44 | és leirom Ujra, writing final AS
45 mivel hogy sok lehet benne a hiba, version of AS ReW
46 | és hat elég rondan néz ki, translation - | ExtC
47 | és megfogalmazom sokkal magyarosabban. checking final |~ AS ReW
translation (for
mistakes,
readability)
conscious of need
to produce
comprehensible
TT text
» Checking on final version by comparing ST and Tiiteace by sentence
Example 5.87:HO (TAP, Arctic Meltdown)
214 | Na, most pedig letisztazom ezt az egészet AES
215 | Kdzben elolvasom az egész angol szbveget migey rewrites draft AP
216 | héatha valamit rosszul forditottam version, _ AS Chs
217 | vagy rosszul értelmeztem checks meaning AS Chs
218 | Sorba megyek a magyar mondataimon, of proposed AS
219 | hogy mennyire értelmesek, vagy mennyire nem. solutions AS
comparing source
text and proposed
solution sentenc
by sentence
» Checking matches of tenses in ST and TT (grammar)
Example 5.88:HO (TAP, Arctic Meltdown)
235 | Kdzben nézem az angol széveget is, hogy jakigeadik AES AS ChS
checks translation
for the use of tenses
* Being able to spot missing parts when checkingt deasion and finalising TT
Example 5.89:HO (TAP, Arctic Meltdown)
268 Itt lattam, mikor olvastam az angol szévegegyhnem irtam Can spot missing IP
bele, hogy st captured in or near town part of source text
269 tehat a <tts> vagy a kozeli varosokban elejtett medvék szama PS
* Being able to identify comprehension problems awehe final revision
Example 5.90:PA (TAP, Arctic Meltdown)
508 | ...hat... sajnos nem értem itt az 6sszefiiggéseket Is aware of her | IP
509 | Ugyhogy esetlen lesz a forditas comrehension PS MOD
problem with ST




Changing meaning in the revision phase if needed

Example 5.91:PA (TAP, Arctic Meltdown)
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that fits the context
better

478 | <stpossibly <p h> Can change AP CStw
479 | most elbizonytalanodtam, pedig szerintem efe#mtti, hogy <wh meaning in the P
lehetséges revision phase
480 | <dictpossibly: talan, lehet hogy.> AP CDict
481 | <dict possible:az alehetséges AP CDict
482 | <dict possibly: talan > AP | SeDict
M
483 | akkor egy kicsit mast jelent, hogyha <tatan> IP EP
484 | <whAz Gjsag szerint az ilyen ...ilyen mérték AS Chs
485 | vagy <whlyen nagy nyilas a sarkvidéki jégben ... talan %0 é AS ReW
mulva lesz >...
Stylistic level
* Finding synomys that fir the TT best
Example 5.92: PA (TAP, Arctic Meltdown)
402 | prébélgatok rengeteg szinoniméheizni, hogy hogy hangzana AES
szebben ...
» Considering style — avoiding repetitions in TT
Example 5. 93:PA (TAP, Mayor urged)
188 |<tt a jegyar leszallitas> Consciously PS
189 | mivel annyiszor szerepel exst cub, avoids repetition| |P
190 | val6szifileg mindegyiket ki fogom hasznalmiinden jelentését in target text PS
hogy ne legyen széismétlés
191 | tehat hasznalni fogom azt, hogy arleszallitas, arcsokkentés, PS
armerseklés>
* Considering style in the reformulation phase
Example 5.94:PA (TAP, Mayor urged)
353 | de ez az <whisztonzr sz6 taldn nem egylgarmesterheilik Aware of style AS ChS
354 | tehat <th polgadrmestetl az 6sszes buszjegy ar génnire AES AS ReW
csokkentését varjak can reject wording
355 | ez talan mar eltér az eredeti sz6t6l, de sadethben hangzik ~offered by AS JS
356 | <ttvarjak, vagyremélik> dictionary to choos¢ PS PAS
one that fits context
better
« Finding a good synonym that fits the context e¥erot found in dictionary
Example 5.95:KE (TAP, Mayor urged)
103 | <ttAz inditvanyt Sentence 2 PS
104 | ez a <gpbaper szOnak az altalam krealt szinonimaja Uses a synonym | AS JS




Revising revision

e Second revision
Example 5.96:PA (TAP, Arctic Meltdown)
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605 | Most felolvasom az egészeirél, hogy hogy hangzik ... Revises the AES
606 | hatha taldlok még benne valami ... 6 ... rosszat ... revision of the
complete
translation again
<r tt A utobbi 20 évben >nem<r tt Eszaki sarki jégolvadas ... Az Reads targettext AS Chs
utéiibbi 20 évbenizzavaros helyzetet okozva ...> <p h> aloud to herself
» Revision of finalised TT for spelling and other taises
Example 5.97:HO (TAP, Arctic Meltdown)
272 | Még egyszer at szoktam olvasni, AES AES
273 | hogy helyesirasi hibak vannak-e benne, valaegpeztetés cheks final AS Chs
ragokkal, személyragok illetve tébbes szam nehematadjon a version for L1
magyarban. spelling mistakes
5.4.2.2 Unsuccessful strategies
I. Comprehension phase
Phase 1: Identifying problem (IP)
» Failing to identify comprehension problem
Example 5.98: HA (TAP, Mayor urged)
71 <stwill be funded AP CStw
72 <whfog megkezdeni PS
73 <dict fund, funded: megkezdi a kincstar gyaraisad, AP CDict
gyarapitasat ... a kincstar gyarapitasat>
74 <stcurrent, current nem tudom, mit jelent ... currant vs. current  IP
75 <dict currant: ribizke> AP CDict
76 <p su-> ez hogy jon ide? AP
77 <whmegkezdi gyarapitasat ... a napi jegy PS
78 <stcurrent AP
79 <wha napi egy szazalék novekedés, PS
80 napi egy szazalékkal tobb>.. AS ReW
81 értem, de nem tudom leforditani ... she thitlsn| [P
understand but
cannot translate
* Misreading a word in the ST
Example 5.99: SZJ (TAP, Mayor urged)
111 | <dict:abroad: kinn, kiilféldon, kilféldre, széltében, rddmry Misreads word | AP CDict
112 | hat akkor igen, <wh abroad: kilféldén> AP | SeDictM
113 | ja nem, <shboard> Re_alises she hag |P
114 | igen, ez meg a masik problémam, hogy néhaeimézszavakat .. misread a word




Phase 2: Analysing a problem (AP)

Not relying on analysis of context of unfamiliar midor anticipated meaning

Example 5.100:SZJ (TAP, Mayor urged)
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25 mindegyik jelentését kiirom, Writes down all theg AES
26 hogy aztan majd tudjak valasztani meaning of words| AES
offered by
dictionary and
postpones decisio
until later T
« Completely omitting a part of sentence s/he cannderstand
Example 5.101:SZJ (TAP, Mayor urged)
247 | tehat ezt a <sbuld be met Decides to leave AP CSt
248 | ezt kihagyom, out verbal phrase PS MD
249 | mert nem tudok mit kezdeni vele ... she cannot PS CIS
understand
* Not applying grammar rule properly
Example 5.102: PA (TAP, Arctic Meltdown)
570 | ide nem kell az, hogy <wthat: melyek Does not apply | AP ReW
571 | mert ez nem egy beékelt mondat, hanem ez d@pzegondat, ez | grammar rule well AP CStG
egy ®mondat ... (defining vs. non-
defining)
Dictionary work:
* Spending unnecessary amount of time doing dictionark
Example 5.103: SZJ (TAP, Arctic Meltdown)
191 | keresem, hogy a dstrm>-nak van mas jelentése is, ~forms” AR
192 | talan egy hibam biztos a sok kozil .. biztdstébam van eben a
forditdsban a stratégiakkal kapcsolatban, afhiémn nem tudok,
193 | amit biztosan tudok, hogy sokat sz6tarozokeds hagyatkozom a
sajat érzéseimre,
194 | és evvel elmegy egy csomé id.
* Not focusing on anticipated meaning when doingiainary work (time management)
Example 5.104:SZJ (TAP, Arctic Meltdown)
30 altalaban minden jelentését el szoktam olvasmak a szonak a AES
szétarban, hogy megtalaljam a legmegtidbkt .. checks all the
meaning offered by
dictionary of an
unfamiliar word
« Rejecting the right meaning offered by dictionary
Example 5.105:PA (TAP, Arctic Meltdown)
515 | én azt hittem, hogy az <st... in 50 years>azt jelenti, hogy <wh: “in 50 years” AP CEl
az elkdvetkezvalamennyi évbern
516 | de lehet, hogy a mdltra is vonatkozhat ?... PS
517 | <dictin: hiiha .. alatt, folyaméan, 3 6ra alatt, 3 6ran belul, 3 6ra AP CDict
muilva> ... ezt irja a szétar ... hm... <p h>
518 | <r wh1980-ban> AP CStLB
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| 519 | ez szerintem nem vonatkozhat mdltra ... | AP | ReDictM|
* Not using the right meaning although found
Example 5.106:HO (TAP, Mayor urged)
47 ezt leirom AS CoS
48 <ttegy befolyasos riport >. “report” AS
49 megnézem mi az a Jsiport> IP
50 | azt mondja, hogy ... <diceport: tuddsitahategy befolyasos ... | althoughfinds | Ap CDict
tuddsitdsvagyjelentés jegyskdnyv meaning of
51 |tehat egy befolyasos tuddsitas vagy jelentés ... ‘report” he does| ps
52 | egy befolyasos hirt javasoltak ma not use it AS ReM
53 | befolyasos riport AS ReM
54 | egy befolyasos riport azt javasolta AS CoS
* Not being able to use a monolingual dictionary wheaded
Example 5.107:PA (TAP, Arctic Meltdown)
258 | és hogy jon ide az hogy <& much as ? Uses monolingud IP
259 | és mindig szamokdt ... dictionary for AP CStLB
260 | <stas much as recurring problen) AP CStw
261 | megnézem az egynyében, hatha seqit ... AP CMDict
262 | <mdictmuch: ... as muchsa.. u ....> Hiha ... not successful i AP
263 | itt csak egy specialis dolgot ...<u>.... astmuch as kifejezéssel using AP | SeMDictM
monolingual
264 | hm ...hat nem lettem okosabb ... dicitonary AP | ReMDictM
lll. Reformulation phase
Phase 3: Proposing solution (PS)
» Creating meaning from draft TT instead of workingS®T meaning
Example 5.108:HO (TAP, Arctic Meltdown)
162 | Nem nagyon értelmes a mondat, Postpones decision AS ES
163 | de amikor atirom Ujra, majd akkor szépen meajfogzom. on meaning (AP) | AS PDM

until work on target]

text (AS)

« Postponing decision on meaning until revising diraftslation, decision is made without

consulting ST
Example 5.109KE (TAP, Mayor urged)

| 240 | majd kitalalom a piszkozatbdl, ha leirtam, |

AP PDM |

« Relying on hasty draft translation instead of wogkon comprehension of ST
Example 5.110KE (TAP, Mayor urged)

270

és akkor most ebba zagyvalékbdl kellene csinélni valami
értelmeset ...

Creates a hasty draft
first although aware

understand the text

ReES

that she did not

properly




Phase 4: Analysing solution (AS)

Revision phase

» Creating problem in the revision phase — not cherkontext
Example 5.111:PA (TAP, Arctic Meltdown)

184

Problem with

IP

understanding

PS

609 | de nem értem, hogy melyégrdl van szo,
610 | tehat beszirom ide azt, hogy&jég ott>
611 | tehat aészaki sarkon..

text

AP

Rejecting or not properly using translation and prdlem solving strategies learnt in class

* Rejecting use of explicit strategy learnt in class
Example 5.112KE (TAP, Arctic Meltdown)

ReES
Aware of her

ReES

20 Ezt médszert én altalaban akkor alkalmazonmema értem a
mondatot
21 <p I> mert egy kicsit Ugy, hogyha igy csinalakkor szerintem

ilyen magyartalan mondatok sziletnek,

limitation in using

the above strateg

ReES

* Rejecting the use of monolingual dictionary (laclself-confidence or practice)
Example 5.113:KE (TAP, Arctic Meltdown)

34 Igazabdl nem vagyok egynyélszotarparti, ReES ReES
does not find
monolingual
dictionaries helpful
35 mert nem segit rajtam az, hogy megmagyarazza. ReES
[ll. Problems arising from exam constraints
* Problem with time management
Example 5.114KE (TAP, Arctic Meltdown)
43 Az elején még gondosabban forditok, Aware of time AP
44 de a vége felé, amikor mat latom, hogy kifutakdébdl, pressure and her| AP PD
akkor mar inkdbb hagyatkozom arra, hogy nem keresek problem in time
mindennek utdna pontosan, management
45 hanem csak prébalok értelmes mondatokat alkotni. PS
» Giving up working on meaning because of exhaugtidiack of concentration
Example 5.115:VA (TAP, Arctic Meltdown)
123 | <st aismissed az ... “dimissed” AP
124 | hm ... van egy olyaniisor az MTV-n, a ... csatornan, aminek AP CEl
ez a cime, hogPismissedts ez akkor van, amikor elkildenek
valakit,
125 | akkor most vajon ez <wdlvet hogyelvetették a tudosek PS PAS
126 | ki kellene keresni ... AP CDict
127 | nincs kedvem ...<p w> AP PDM

* Spending too much time on comprehension phaselgmolnalysis: dictionary work,

which is not focused) and not having enough timigofoper reformulation
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Example 5.116:VA (TAP, Arctic Meltdown)

464 | En Ggy szoktam forditani, hogyszor az el részekil AES
mindegyik sz6t kiszétarozom, meg minden, és kidgdrom, aware of her
hogy tudjak gondolkodni, problem with time

465 | de a végére megunom altaldban, mert kissé inatesg tart, és management and
utdna mar ami 65z6r eszembe jut, azt rogton le is irom, concentration

466 | és mostis ez van, <p |,f> ez a helyzet alhfeneguntam kiilén | and of doing too
kifrogatni meg gondolkozni, és mar le sem irom,taraim tudok, much unnecessary

mert csak Ggy forditom, aztan olyan lesz amilye le analysis inthe
467 | de aztan altalaban sokkal jobbak ezek az utotsiatok, beginning of the
468 | ez példaul jobb lett, vagy értelmesebbek, mett f> nem translating process

gondolkozom rajtuk annyit, és akkor nem bonyolétdele abba,
hogy mit akarok mondani, na igen ...

* Not checking translation or lexical problems whieeyt have previuously emerged
Example 5.117:PA (TAP, Mayor urged)

82 még hozzateszem, hogy mikézben olvastam a setjveg Remembers AP
észrevettem, hogy megint benne varcaras much as> problematic
ami az ebz6 szbvegben kétszer is szerepelt, expression from
és elhataroztam, hogy utana nézek, vagy megkérdazem previous text that
tanardnket, hogy mit jelent, és nem kérdeztem meg, she could not solve
viszont tobbszor is talalkoztam a kifejezéssel, k@ppen, hogy then
<as many as>€s mar sejtem, hogy mit jelent, de bosszant, hogy but is optimistic
ennek nem néztem pontosan utana,de talan megbirkéete... now

« Being suspicious of testing aims and testing cdntex
Example 5.118:EP (TAP, Arctic Meltdown)

39 Megtalaltam a szdvegforditasokban mindig olejeks nehéz Suspicious of IP
mondatot, testing aims
40 | a szOveg vége felé, amikor az ember mar aljg bausszal. ExtC

5.4.2.3 Translation strategies needed to produce @ptable translations at intermediate
level

The above list of successful strategies could ugasted as #entative, empirically
based listof potentially successful strategies that can pcedacceptable translations in
intermediate translation tasks.

Based on the strategies identified, one can cdectbat the above exploration of data
can enrich teachers’ and testers’ understandinghaft kind of problems students actually
face when translating, and what kind of stratedlesy consciously follow or reject, or
unconsciously use when tackling translation prolkslem

This tentative list of strategies (Appendix B, 4j23-127) suggested as a result of the
present investigation, could and should be suppi¢sdeby further exploration of the data
available and possible further data collection esgkarch, to make it more definitive. Also,

further text types and translation topics coulaekplored in such successive research.
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The method and the procedure one can recommeagatmination centres if an even
more comprehensive list based on empirical datatavhe compiled is the following:

1. approach a larger number of test takers, prefei@®io0,

2. train volunteers in the think-aloud method in oeearding session at least (you

may decide not to use all of them),

3. record students’ think-aloud in performing at letwgb translation tasks, that are
different in topic and textual features, but naktdifficulty,
mark the translation tasks, and select the studemispassed the tasks,
transcribe only recordings of students who padsedranslation tasks,

identify the successful strategies in their TAPS,

N o g A

categorise the strategies and finalise the list.

The difficulty of the translation task also matteasd one should choose tasks that best
represent the level of the exam. One striking deffiee emerged when comparing the two
data set in the present research (coded TAP#rdic Meltdownand Mayor urged, most
obviously due to the fact that the two tasks détein difficulty, as was evidenced by the
statistitcal analysis of live exam data. The ftestk Arctic Meltdowr) which was the easier,
produced much more strategies in number and mucle raried ones than the second task
(Mayor urged, although there were strategies that the padicsiudents used consistently,
irrespective of the topic or difficulty of the taslone possible explanation is that when
performing translation tasks that are somewhat aliest takers’ language proficiency level
(which seemed to be the case wittayor urged, their verbalisation of thought processes
tends to dry up or break down more frequently théh an easier task, altogether producing

less amount or less usable data.

5.4.3 Research question 3: The potential use of thkink-aloud method in validating
translation exam tasks

In this part the findings will be presented in ceation with the potential use of the
method for language examination centres when cdmduoalidation research of their
translation exam tasks.

The third research question watow can language testing research profit from tise
of think-aloud research of translation exam tasks?

Finding 9: Thought patterns characteristic of the studantthe TAP researcbould be
establishedby extensively exploring all the data collectedisT observation about the
potential use emerged when the data was codetidanbves. Certain thought patterns seem
to be more characteristic of certain students tb&rother students (also tempting the
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researcher to fall into coding patterns). Some esttgl (a lower language proficiency level
student in my research) e.g. tended to use medaingl in dictionaries without too much
analysis (Example 22), thus producing too few motessolve the translation problem,
although higher level students can also make thstake occasionally (Example 23). Other
students (two higher level students in my researar the other hand, tended to
overcomplicate analysis of problems as well as yaimlof solutions (Example 24). To
establish what is typical of a student, one shiadble to count and describe all the patterns
of moves performed by the student and establiskicdypatterns afterwards, which is a

potential direction for further reseach of the dailiected.

Example 5.119: HA (TAP, Mayor urged)

51 az <sincrease- nem tudom mit jelent ... IP
52 <dictincrease kiterjeszteni ...> AP CDict
53 akkor <whki lesz kiterjesztve. PS
54 szamos busz utasnak lesz kiterjesztwe PS

Example 5.120: PA (TAP, Mayor urged)

320 | <stwill be up to the mayor AP
321 | aztirja a sz6tar, hogy <dmm up in Oxford: fent lenf@xfordbarry AP CDict
322 | tehat még azt is jelenthetné, hogy $®lkeril a polgarmesterhez PS

Example 5.121: PA (TAP, Arctic Meltdown)

362 | <wh @rkvidéki olvadds Works on best| AS ChS
363 | <starctic meltdowr TT wording for AP
364 | ez a cim nem sokat mond, se angolul, se magyaru title AP, AS
365 | nagyon altalanos, de azért mégis szebben kéne ... AS ES
366 | <whsarkvidéki olvadas, sarki olvadas > PS PAS
367 | <p h> <sarctic ... arctic meltdown ... arctic meltdown ... arctic AP
>
368 | hatha van egy jobb szé erre a szétarban ... AP Cdict
369 | <dictarctic: északi sarki, sarkvidékiihim ... AP SeDictM
370 | <stmeltdown>... AP
371 | ez pedig csak <wdlvadas lehet... ahogy az ébb is néztem ... AS CoS
372 | <stmeltdowr» AP
373 | <whészaki sarki olvadés PS
374 | ha nagyon elszakadnéléett cikktsl, mondhatnam azt is hogy .., AES
375 | hat ... tdl figyelemfelkedtcimeket sem szabad, hogyha az ennyire AP CEl
altalanos ...
376 | tehéat akkor <wBszaki sarki olvadas, északi sarki jégolvadas? Az PS PAS
északi sarki jég megolvadasa
377 | hat ez igy a legjobban lecsupaszitott ... AS ES
378 | <whaz északi sarki jég olvadd®a PS
379 | <whaz északi sarki jégolvadas.. mondjuk ... AS ReW

Such pattern analysis could help testerprifile translation strategies and thought
patterns applied by intermediate studemigh a) different language proficiency and b)

different exam preparation background.
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Also, thought patterns of intermediate and advarstadents could be compared, and
patterns typical of the given level profiled.

A potential use in exam preparatory class wouldneasuring the efficiency of teaching
translation strategies by conducting TAP researftthought patterns before and after an
exam preparatory course and see what strategies smecessfully learnt by students and to
what extent.

Finding 10: Thought patterns seem to be modified by factorsk (thfficulty, language
proficiency and background knowledgehese are factors that have to be dealt with when
translation tasks are validated.

Experience from the coding procedure suggesteddiffatent translation tasks a) may
generate different thought patterns from the satmdests (Examples ..and ..), and b) may
affect students with different language proficiemeyels or different background knowledge
differently (Examples and ...). Again, only verytexsive analysis of thought patterns could
produce evidential proof for the above claim.

A few examples will be brought to demonstate theva. In the examples below,
whereas both lexical items ofaim” and “funded) were problematic for intermediate
students, HA could altogether cope with the traimteof “claim” in the Arctic Meltdowntext
(Example ..), as she could rely on analysis ofghablem (AP) and could analyse her own
solutions (AS) as well, whereas in thyor urgedtext her analysis of translation problem
of “funded completely broke down (Example ), and mainly leon analysis (AP) and

(often irrelevant) hypothesis generating (PS) happe

Example 5.122: HA (TAP, Arctic Meltdown)

85 <stthough that claim> “claim” AP CStw
86 a <stclaim>-et megnézem IP CDict
87 <wh a claim az nyilatkozni> AP SeDictM
88 <st though that claim was dismissed by scientists> AP CStC
89 <tt ezt ez a jelentés a tudbésok szerint PS

90 a tudosok altal volt elvétve <p > AS ReW
81 tehat ez a nyilatkozat AS ReW
82 ez a> AS

93 <st claim> AP

94 ez a<wh claim 06 kijelentés> AP CDictM
95 <tt a ezt a kijelentést a tudosok elvétették> PS

Example 5.123: HA (TAP, Mayor urged)

74 <stfunded “funded” AP CStw

75 <dict fund, fund, fund funded ...> grammar AP CStG

76 <stwill be fundec AP CStw

77 <whfog megkezdeni PS

78 <dict fund, funded: megkezdi a kincstar gyarasadl, gyarapitasat AP CDict
... a kincstar gyarapitasat>

79 <stcurrent, current nem tudom, mit jelent ... currant vs. IP
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80 <dict currant: ribizke> current AP CDict
81 <p su-> ez hogy jon ide? AP
82 <whmegkezdi gyarapitasat ... a napi jegy PS
83 <stcurrent AP CStw
84 <wha napi egy szazalék novekedés, PS
85 | napi egy szazalékkal tobb>.. AS ReW

In the following two examples, the lower languageficiency student (HA) did not

realise that “report” was a false friend (“riport'and used in immediately without analysis

(Example ), while the higher language proficiestydent (HO) analysed the problem, found

the right meaning, proposed it as a solution, butsbme reason went back to his original

hypothesis before the analysis, thus producingdmee mistake (“riport”) as the other student

(Example ).

Example 5.124: HA (TAP, Mayor urged)

20 <stan influential report proposed today AP CStC
21 <whegy befolyasos riport allitotta tegnap... PS
22 allitdsa szerint AS ReW

Example 5.125: HO (TAP, Mayor urged)

48 <ttegy befolyasos riport >. AS ChSs
49 megnézem mi az a Jsiport> IP
50 | azt mondja, hogy ... <dicgport: tudésitashategy befolyasos ... AP CDict
tudositasragyjelentés jegyskonyv
51 |tehat egy befolyasos tuddsitas vagy jelentés ... PS
52 | egy befolyasos hirt javasoltak ma AS ReM
53 | befolyasos riport AS ReM
54 | egy befolyasos riport azt javasolta AS CoS

The two excerpts from post-interviews below denti@ts how different background

knowledge can influence the perception of taskdaliffy, although not overall result.

Example 5.126: KE (Post-interview 2)

FH: Amig friss az élmény ... a két szoveget hogy hismad 6ssze?

KE: Az egyik az egy természetvédelmi szoveg vddimavaltozasrol, ez a szoveg pedig az angol
tomegkozlekedés problémajat dolgozta fel, és ardekes, hogy ezzel hamarabb kész lettem. Nem
tudom megmondani, hogy miért, de a#zélszévegnek a végét mar teljesen hasbol irtam, omgyth
nem volt idm 11-ig megcsinalni, mig ezt a szoéveget ... irtanzhagy piszkozatot, a végét elég jol at
is irtam, és be is fejeztem. Nem tudom megmondani....

FH: Mi lehet az oka?

KE: Talan az, hogy témajaban a kozlekedés ... topnotz6 van, amit én ismerekyehicle,afare
meg ilyenek, nem kellett ....

FH: Tehat kevesebb szo6t kellett kiszotarozni, 6bgm ...
KE: Nem biztos, hogy kevesebbet, de Ggy mégis wajah...
FH: kénnyebb volt vonatkoztatni valamire ...

KE: Igen, igen, tehat én is utazok sarga vagy Vobldsszal, nem tudom ...




Example 5.127: PA (Post-interview 2)
FH: Tehat inkdbb a téma miatt volt a masik kdifhA hattér informacié mennyire volt meg a két

kilonb6® szbveghez?
PA: A masikhoz joval tébb ...

FH: ... tehat a sarki olvadashoz, az altalanos felgedéshez ...

PA: ... amigy sem ismerem London kozlekedését, mexqtazi dolgokat,

Table 5.20: Translation results for the two studerg

* < g
.*?8 -25 S Q ;Ow
Name S 3 53| 38| 2 |£8¢9
T 2 <B e 9 |5w 8
—8| 53 |55 g8 |28¢%

o = | =S S5

0

6. PA 0.57 20 18 -2 38
7. KE 0.57 10 9 -1 19
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az igy tavolabb &lem.

Interest and background knowledge, however, cafudnte problem solving, as two

examples below show. The student (KE) with morekgamund knowledge and feeling more

interested could solve the translation problemfahded in a few moves only, whereas the

other student (PA) did not manage to cope witExample ).

Example 5.128: KE (TAP, Mayor urged)

156 | <stfund, funded AP CStw
157 | nézzik <p s><didtind ...<u>kincseshaz Anticipates verb| AP CDict
158 | inkabb valami ige kell as part of speech AP CSstC
159 | <dictfund: forras, készlet, alafke> she needs AP CDict
160 | hm, ebBl nem lesz ige sehogy ... and continues | AP CDictF
163 | <dict finansziroz until she finds the — Ap CDict
164 | aha, dehogynem <viimansziroz, verb AP | SeCDictM
165 | tehat <tkezdetben meg kell finansziroznk> <p s> PS

The student (PA) with less relevant background Kedge about transport in London and

transport problems in general, starts translatiengg&hce 4 at Move 186, continues until Move

228, then postpones. In the revision phase (Mov3-4418) she practically leaves the

meaning unaltered and the translation problenfwidedremains unsolved.

Example 5.129: PA (TAP, Mayor urged)

186 | <stThe cut in fares which would cost around 80 nrillppund a Sentence 4, AP
year would initially be funded by the current 1%r@ase in reads sentence
Tube fares.> and starts
translating
224 | st would initially be fundesl AP
225 | < ttkezdetben vagy eleintep c> PS PAS




191

226 | <tt az altalanosan elfogadott 1%-0s metro jegy aréstee PS

fektetik
227 | ez valahogy nem értelmes, Identifies problem} AP ReM
228 | de menjunk tovabb, majd visszatérink ra but postpones | AP PDM
440 | A jegyar csokkentést Finalises PS
441 | de van egy olyan szép sz0 is hogwiéldij> Sentence 4 AS ReW
442 | <tta viteldij csokkentést, AS CoS
442 | amely 80 millié fontba kb 80 millié fontba keriiléeente PS

kezdetben
444 | az elfogadott 1%-0s metro jegyar novelésbe PS
445 | vagy a <whmegszoko®> AS ReW
446 | <stcurrent AP
447 | nem, az nem j6 <wh-> AS ReW
448 | <ttkezdetben az elfogadott 1%-0s metro jegyar novelésb PS

fektetnék

To explore systematically the issues of thouglitepas characteristic of levels and of
students with different language proficiency withie same level, could contribute towards
extablishing response validity for translation tapkoduced by exam centres.

Also, analysis of different thought patterns coaldgo reveal not onlwhat translation
items are problematic for certain types or levelstast takers, but alsahy they are
problematic, which is also useful information festers.

Finding 11: In TAPs, parts in the form of numbered movesiifs) can be identified
which relate to thought patterns of test takersaping with identifiable translation units. In a
kind of item analysis, these TAP units can be evguldfor the difficulty of the particular
translation units. These units for different teskters (different language proficiency, coping

strategies) can be compared.

Example 5.130 : HO (TAP, Mayor urged)

251 | <sthenefits “benefits” IP

252 | mindjart megnézzik, AP CDict
253 | de azt hiszem, a <ydlét> az j6 sz6 leszra ... PS

254 | <sthenefits AP CStw
255 | <dictbenefit: j6tett, efny, haszon AP CDict
256 | <whszocidlis és gazdasagi haszonhoz? vezet PS

257 | <wh+gazdasagi haszonhoz vezep PS MD
258 | ez igy jobban illik ebbe a szévegkdrnyezetbe a Aware of AS JS
259 | <wh-jélét> helyett, context AS ReM
260 | hogy <thaszonhoz vezet AS CoS

Example 5.131: KE (TAP, Mayor urged)

227 | de mindenesetre szerintem <avhdvekedéséhez vezetagy Anticipates PS

valami ilyesmi <u> meaning
228 | <tta tarsadalom és gazdasagi “benefits” PS
229 | <sthenefits AP CStw
230 | <whaz ilyen bevételeket. tarsadalontarsadalmi és PS

gazdasagt
231 | megnézzik, hogy mit mond a kshefit-re ... AP CDict
232 | <dictbenefit:elony> AP CDict
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233 | <ttami allitélagemeli a tarsadalmi és gazdasagi PS
234 | <dict:haszon, segély, juttatas, hatékonysag, jot teszndd> AP CDict
hm ...
235 | <ttgazdasagi ésrsadalmp PS
236 | hi, pedig ez olyan izé magyarul is hasznaljak <u> 9 ... AP CEl
237 | hat mindegy, <whovekedéshez vezeti> Postpones PS
238 | valami <wh6lét talanj6tékonysag lehet, valami ilyen kéne | decision until PS
nekem, csak working on
239 | <dict:elényére van, @lsegités <p s> wording of final ™~ aAp CDict
240 | majd kitalalom a piszkozatbdl, ha leirtam, target text AP PDM

Example 5.132: KE - Problem solving continued in té revision phase:

359 |szolgaltatas javulast nagyfoku tarsadalmi ... < usgpfoki “benefits” PS
tarsadalmi ..>

360 | tudtam én, hogy kitalalok erre valamit Selffatence| ExtC

361 | <tttarsadalmi és gazdasagidelyok> Continues AS Chs
362 | akkor mondjuk <glsnydket Sentence 6 AS ReW
363 | elsnydkhoz vezethet AS ReW
364 | elényokhoz vezet AS ReW
365 | igen AS ES

As seen from the above examples (HO, KE), the la#ina unit of “benefits” was
tackled by the first student (HO) ib0 movesand produced an acceptable solution at
intermediate level in the given context of the texhereas the other student (KE) tried to
solve it in14 movedirst, postponed it and finally proposed an appration in further7
movesFrom both solutions a tester can see that thelat#ms unit/item ‘Social benefitswas
a difficult one for these intermediate studentsd anay be considered an item that
discriminates better among test takers with highermediate or advanced language
proficiency.

Finding 12 When comparing the difficulty of translation exaasks, TAP can be very
useful in exploring in how many major phases tlamgtation happens and how long these
phases are when students cope with translatiom eggks (time constraint should be
introduced in this case). Two examples below show Buch phases and their length as well,

could be profiled.

Table 5.21: Number of moves - HA (TAP, Arctic meltdwn)

Number
Moves . .
D of Stages in the translation process
' Moves

1 1 Reads ST
2-19 17 Reads ST again and underlines unfamjiliar
words

21-24 4 Translates title
25-30 6 Translates Sentence 1
31-39 9 Translates Sentence 2

41-70 10 Translates Sentence 3
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71-95 25 Translates Sentence 4
96-109 14 Translates Sentence 5
110-136 17 Translates Sentence 6
137-146 10 Translates Sentence 7
147-167 11 Translates Sentence 8
168-175 8 Translates Sentence 9
180 1 Revision of title
181-185 5 Revision of Sentence 1
186-188 3 Revision of Sentence 2
189-192 4 Revision of Sentence 3
194 1 Revision of Sentence 4
194 1 Revision of Sentence 5
195-201 7 Revision of Sentence 6
202 1 Revision of Sentence 7
203-205 3 Revision of Sentence 8
206 1 Revision of Sentence 9

The first student (HA) reads the ST first, undextirunfamilar words when reading ST
for the 2% time, then starts translating while looking up thrgamilar words and formulating
TT paralelly. The pattern that frequently repessli is IP= AP = PS= AS in the draft
translation phase, proceeding relatively linearlytie translation process, and a separate
revision phase follows to check on the draft tratish.

The second student (PA) starts in a similar wagpdireg the ST and underlining
unfamiliar words. What follows, however, is a lond&oves 33-82) of dictionary work,
when she works on the comprehension phase withatihgvdown a draft translation. Then
follows a longer draft translation period (Moves338), which is followed by three revision
phases (Moves 336-483, 484-496, and 501-506). ihaéversion is written down only as the
507" Move.

Table 5.22: Nuber of moves - PA (TAP, Mayor urged)

Moves Number . .
D of Stages in the translation process
' Moves
1-5 5 Introductory comments
6-23 Works on the title

24-26 Reads the text and underlines unfamiliar
words

27-32 Comments

33-82 Looks up unfamiliar words in the
dictionary

84-93 10 Translates title

94-124 31 Translates Sentence 1
125-162 38 Translates Sentence 2
163-185 23 Translates Sentence 3
186-228 43 Translates Sentence 4
229-285 57 Translates Sentence 5
286-297 12 Translates Sentence 6
298-338 31 Translates Sentence 7
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338-360 23 T' Revision of title
361-401 41 Revision of Sentence 1
402-434 32 Revision of Sentence 2
435-438 4 Revision of Sentence 3
439-448 10 Revision of Sentence 4
449-456 8 Revision of Sentence 5
457-462 6 Revision of Sentence 6
463-483 21 Revision of Sentence 7
484-496 13 29 Revision of TT
497-500 4 Comments

501-506 6 3% Revision of TT

507 1 Writing down final version

In the final example the third student startssfating only in the 243 Move.

Example 5.133: SZJ (TAP, Arctic Meltdown)

243 | tehat az efsmondat <ttAz elmult két évtizedben az atlagos| Starts translating | PS
éves Bmérséklet Sentence 1

5.5 Summary of findings and conclusions

What emerged from my prolonged engagement in TARareh in connection with its
potential use for exam centres is three considersitia) TAP reseach method can yield very
promising data about and the methodology to workvbat actually happens when test takers
translate exam tasks, b) this method seems to offi@ dimensions for exploring students’
translation strategies and thought patterns, thadrs enourmous research potential, and c)
it can contribute with new and promising findingsttanslation validation research for the
construct validation phase in internal validatidrexam systems.

In the present research the following findings egedrin the three research questions:

Research question Bought to find outwhat actually happens when intermediate
students translate exam tasks.

Finding 1: Not everything gets verbalised in TAP, automapimcesses with
intermediate students cannot be researched inwhis For that TAP reseach has to be
complemented with other research methods that eaeal automatised processes (e.qg.
product-based research).

Finding 2: What gets verbalised is inherently problem savin

Finding 3 What happens when intermediate students transiatm tasks isnherently
not different fromhow the process dfanslationis described in translation research literature
(Lorscher, 1991; Gile, 1994; Bell, 2001): the tlater using micro-strategies (at the level of
clause, or under) and macro-strategies (or exgtcategies, level of text). In doing so s/he

relies on background knowledge (external infornratiot given in the text: information about
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the language, the topic, the ST or TT culture herworld, etc.), and occasionally reflects on
the translation process, itself.

Finding 4 All the moves could be categorised in a combinextiel of the translation
process (Gile, 1994) and problem solving in gen¢@dro and McNeill's model, 1998),
belonging either to the comprehension phase (iyemgi problem, analysing problem) or the
reformulation phase (proposing solution, analysolgition).

Finding 5 The translation process with intermediate stuslastnot linear (longer
translation units transferred in automatic procgsskut very dynamic, with frequent and
constant switches between ST and TT, in short lados units, proceeding in cycles of
analysis, synthesis and revision, and returniny¢dlems unsolved.

Finding 6 Mainly lexical items (words, noun phrases) areniified as problematic
translation units (with a special focus on unfaamilwords and dictionary work. Less
emphasis is given to segmentation of sentencesprngadical analysis, and other macro-
strategies. Some students (relying on previousitrg) use such explicit strategies and can
use them consistently. Further analysis of the THaR collected could quantify the above
observations.

Finding 7 Findings 1-6 apply to TAPs of both translatiosks and thus were not
found as text specific.

Finding 8: Thought patterns can be identified in the codedgamals, and thought
pattern formulas created (e.g. #8PS, 2 moves only, Example 16) that can characterize
problem solving strategies and particular testr@k&hus the problem solving strategy used
by different test takers can be compared bothyjpes of moves and number of moves (e.g.
the translation unit identified dsnitially be funded” is attempted in 36 moves, but not
finished).

Research question addressed the issue of translation strategies anted to find out
how the use of think-aloud research can help toewtdnd what translation strategies are
needed to produce acceptable translations at inéeliate level.

To be able to answer this research question, alegies were identified in the scripted
TAPs, b) were grouped into two basic categoriegcessful and unsuccessful strategies
(Appendix B, pp. 123-127), and c) a method was ssiggl to identify the type of translation
strategies needed to produce acceptable trandaidntermediate level.

The suggested list should be considered a®nsative, empiricallybased list of
potentially successful and unsuccessful stratetjgscan produce acceptable translations in

intermediate translation tasks. Further exploratbthe data and further research is needed,
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to make it more definitive. Also, further text typand translation topics could be explored in
such successive research.

Research question aimed to explordnow language testing research can profit from
the use of think-aloud research of translation exasks.

Finding 9: Thought patterns characteristic of particular eiid can be established by
extensively exploring all the TAP data collected. &stablish what is typical of a student, one
should be able to count and describe all the pettef moves performed by the student and
establish typical patterns afterwards, which isoteptial direction for further reseach of the
data collected.

Finding 10: Thought patterns seem to be modified by factorsk(thfficulty, language
proficiency and background knowledge). These actofa that have to be dealt with when
translation tasks are validated.

Finding 11 By the help of comparing numbered moves for theestnanslation units
with different test takers (higher level and lowewel students), their problem solving
strategies and thought patterns can be comparedkimd of item analysis, these TAP units
can be explored for the difficulty of the particuteanslation units.

Finding 12: TAP can be very useful in exploring in how manyjongphases the
translation happens and how long these phasestae \students cope with translation exam
tasks. By comparing the number of phases and uh#ar of moves they include, both the
difficulty of translation texts can be comparedithé same students translate different texts,
and individual students can also be profiled f@& mhajor structure and macro-strategies used
in their translation process.

Limitations, however, to TAP findings at intermati level in general, and to the list of
successful and unsuccessful strategies in pantjcghould be acknowledged. First of all,
male and female participants tend to verbaliseetbfitly, female participants tend to provide
a lot more data and more strategies, thus findivithdend to be based on female participants’
contribution, whereas male participants tend to mmare successful in translation tasks
(Statistical analysis in Chapter 4 also confirmiedt)} Secondly, any such list of successful
and unsuccessful strategies should be consideradcafiection of options and suggestions
only, as TAP research indicates that thought paten problem solving tend to be
characteristic of individuals, thus no ‘uniform’lstons could be recommended. Thirdly, the
present research is only a first step to exploeepibtential of the method, and an exhaustive
listing of all possible strategies used by studentshe amount of data collected was not
possible. Fourthly, in two translation tasks natpaissible translation problems appear, thus
the type and nature of the two texts determineddtope of strategies explored.
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5.6 Implications

The two translation textsA(tic Meltdown and Mayor urged that were chosen as
research instrument for the present TAP researeh haen analysed from a statistical point
of view in Chapter 4, and were found to behave iferently. The issue of male test takers
achieving better scores in translation tasks wss i@ised.

By the help of TAP research exam centres can expltty and how such translation
tasks behave differently. The analysis of TAP shibtteat although thértic Meltdownwas
used in the first recording when the research nuktis new, it generated more verbalisation
and more useful data in connection with translasitvategies than thdayor urgedtext. TAP
research showed that the difficulty level demornisttan theMayor urgedtext can result in
thought processes that tend to break down (e.y. g and unsuccessful TAP units in
tackling a translation unit). Thus findings frometfM AP research confirm findings in the
statistical analyses that translation tasks atrnmeeliate level should be above the difficulty
level identified in theMayor urgedtranslation task.

The amount of work and resources involved in TAseaech indicate that it cannot be
routinely done in translation validation on an gvday basis. The present research design
with two tasks and eight participants, however, prased that even research on this scale can
yield enormous reserach potential for construddeagibn purposes, especially from the point
of view of response validity (Weir and Shaw, 2006Yyestigating, what actually students do
when they translate.

As statistical analysis has confirmed, construtitleiion with particular tasks cannot be
regarded as valid for ever. TAP research also sigdeat different topics, different difficulty
levels and diffferent participants interact in ayvhat call for prolonged engagement in such

research.
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Chapter 6: Method 3: Product-based research of traslation: towards scoring validity
6.1 Introduction

Both the statistical analysis of exam data anditk®spective research of the translation
process have revealed aspects of the tasks angetfi@mance, the research of which was
beyond the possibilities of product-based methdtiss method, however, can further add to our
understanding of the construct of translation tarmediate level.

The emphasis in this chapter is again on expldhegootential of the research method, and

on suggesting ways how it can contribute to corstralidation done at exam centres.

6.2 Theoretical background to product-based resech
6.2.1 Theoretical background to corpus linguistics

By the simplest definition corpus linguistics thé study of language based on examples of
‘real life’ language use” (McEnery et al, 1996,1), i.e. an empirical approach to the description
of language (Kenny, 2001b). In another definitmrpus linguistics is a branch of linguistics
that studies language on the basis of corpordbcelies of texts assembled in a principled way”
(Johansson, 1995, p. 19). A text, in turn, caddfeed as “an instance of language in use, either
spoken or written: a piece of language behaviouickvinas occurred naturally, without the
intervention of a linguist”(Baker, 2001, p. 50n Horvath’s definition corpus linguistics offers
guantitative studies of language use (1999). Irchiseargument it is also a scientific method as
“it is open to objective verification of result@cEnery et al.,1996, p. 13).

The most important characteristic features of com@search is that it is data-driven and the
data is verifiable, thus results from corpus redearould contribute to definition attempts of
translation, itself. Corpus data are kept and apessible in machine readable forms, this is the
distinctive feature of the corpus research methad makes it possible to access quantitative
aspects of large amount of text-based data. Anooisvlimitation to corpus research is that a
corpus is always finite as opposed to a naturglage which is infinite.

As far as a short historical background to theaesh method is concerned, early corpus
linguistics, or pre-electronic corpus researchnather term, goes back to the 194dsEnery et
al., 1996; Horvath, 1999). At the time field lingts and linguists of the structuralist tradition
used a basic methodology that was based on regoadih observing real language data produced
by speakers of a language community rather thamtoospection by linguists on the nature of
language use and language competence. The 195@edreameriod of discontinuity in corpus

research because of theoretical and technical measm linguistics, a move away from
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empiricism was urged and corpus methodology wagally examined. Before the advance of

computer technology, recording and analysing laageunt of naturally occurring data was

extremely tiresome and time consuming becausesd&dhnical aspects, which impeded corpus
research for some time. In the 1960s and 70s cagsesarch remained a “somewhat minority
methodology” (McEnery et al., 1996, p. 11).

With the advance of computer technology in the98@wever, corpus studies started to
boom and the advantages of the corpus based mettedgenerally recognised. So much so that
today the definition of a corpus is “ a body ofdaage material which exists in electronic form,
and which may be processed by computer for vanmuposes such as linguistic research and

language engineering” (Leech, 1997, p.1).

6.2.2 Background to learner corpora

Granger (1996, p. 4) observes that despite theldements in corpus linguistics, current
Second Language Research is mainly based on iettigp data and language use data of the
elicited type. It was not until the early 1990stthiae theoretical and practical potential of
computer learner corpora was recognised and sewea@r learner corpora projects launched.
Among them the most prominent ones are: the Intema Corpus of Learner English (ICLE)
and the Longman’s Learner Corpus (LLC), both arpa@@ of learner English from several
mother tongue backgrounds, and the Hong Kong Usityerof Science and Technology
(HKUST) Learner Corpus, which is learner Englistodarced by Chinese speakers. Horvéath
(1999, Chapter 2) mentions other written corporavels

The link between corpus linguistics and the ELTrldiavas established in the early 1990s
with the Collins Cobuild project of introducing &entic native English into the design of
dictionaries, which set a trend in teaching materdesign (Granger, 1996, p. 6). Another
development was the recognition that ,native caapmannot ensure fully effective EFL learning
and teaching, mainly because they contain no itidicaf the degree of difficulty of words and
structures for the learners” (Granger, 1996, pNOn-native speaker data can highlight what is
difficult for language learners in general, andgpecific groups of learners in particular.

Two publications overview issues in learner corpoesearch (Wichmann, Fligelstone,
McEnery & Knowles (Eds.), (1997) and Granger (E€LD98). Horvath (1999) focuses on issues
in written learner corpora before describing thesigie and the use of his JPU Corpus of

Hungarian students’ academic writing in English. &0 mentions Hungarian linguists: Andor
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et al, (1998), Csapd (1997) and Hollésy (1996, 19B&olved in learner corpus research with
Hungarian learners.

With the appearance of user-friendly, relativelyeap or even free concordance
programmes, it is technically more and more feasitur researchers or even teachers of
languages to conduct small scale research or ige#isin into specific areas of language
learning. One can only share Sinclair's enthusiadout the potential importance of learner
corpora: “Language corpora are becoming availaldéaply, sometimes freely. The likely impact
on language teaching will be profound — indeedathele shape of linguistics may alter at speed”
(Sinclair, as cited in Horvéath, 1999, Chapter 2).

Researchers also note that corpus linguisticstsbiyature, has its limitations, as a corpus is
always finite, findings are dependant on the releeaand representativeness of the corpus as
well as the relevance of the interpretation by #malyst of the corpus (Clear, 1996, p. 21),
therefore the number of possible research quesisoalso limited by the method. Thus they call
for a combination of the two approaches, the usengpirical research of the corpus type and
intuition (McEnery et al., 1996; and Horvéath, 19@hapter 2)

6.2.3 Developments in translation corpora

The entry on “Corpora in translation studies” the Encyclopedia of Translation Studies
(Kenny, 2001b, p. 50) observes that “dissatisfactigth the use of introspection by translation
theorists” resulted in using corpora in descriptirenslation studies, adding computational and
statistical aspects to translation studies. FolhgwiBaker's (1995) terminology, Kenny
distinguishes among three types of corppaxallel, multilingual and comparableorpora.

A parallel corpusconsists of texts originally written in one langeaalongside their
translation into another language. Such parallgp@@ have been compiled in English —French,
English-Italian, English-Norwegian and English-Garm(Kenny, 2001b). My present research
interest was to create such a type of corpus idigglungarian. The main focus of a parallel
corpus is “to provide information on language-pggecific translational behaviour, to posit
certain equivalence relationships between lexitains and structures in source and target
languages” and “to study the phenomenon of traoslase” (Kenny,2001b, p. 51). The
alignment techniques and procedures used provigdicegxlinks between source text (ST)
sentences and target text (TT) sentences, ST veordlS T words, compare ST and TT language
sentence length and the use of predefined lexaraéspondences between ST and TT languages.

They may include information about the translatbetkground.
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The two other types:multilingual corpusandcomparable corpusre not relevant in the
present research, therefore will not be overvieher.

The Second International Conference on Current dgen Studies of Translation and
Interpreting,Transferre necesse est (Budapest, 1996) has already emphasised thatatems
studies proceed from a prescriptive to a descepparadigm. King (1996), Kohn (1996) and
Laviosa-Braithwaite (1996) presented new develogmam translation corpus research, with
Laviosa-Braithwaite concluding that “corpus-basecethmdology will make a notable
contribution to the development of Translation gtadas an independent discipline with solid
empirical foundations” (Laviosa-Braithwaite, 1996,60).

A quick search of the Internet (yahoo) showed 9@ @@b sites containing the words:
“translation, corpus”, 11 700 sites containing ftesr, corpus”, and 3370 sites containing
“translation, learner, corpus”. Another search paogme (googles) showed 2,740 sites for
“translation, learner, corpus”. Although not alltb& sites may be relevant from the point of view
of research, a quick general review of the sité veals that research in these fields:
‘translation’, ‘corpus’ and ‘learners’, combined different extent, has been going on for some
time from the Scandinavian countries to Portugaknf Cambridge to China, from Poland or the
Czech Republic to Japan. Some of these projectivi@wesearch on L2 —L1 translation using
corpus research methods, with several task typesvied in this research, as well as the use of
L1 corpora in foreign language teaching when logkior the L2 equivalent of an L1 lexical
item.

6.2.4 Corpus research in language testing

Language testing has also started to explore ttenpal of researching quantitative aspects
of anonymised examination scripts from test tak€he UCLES’s web site in 2001, describing
the Cambridge Learner Corpus (CLC) project, sumapetheir mission statement as follows:

a) to provide research material for improving tdeguacy of exam materials:

Each script is coded with information about thedstu's first language, nationality, level of
English, age, etc. This means we can focus in aicpkar types of learner and see what they
get right and what they get wrong. This helps ugtoduce more specifically targeted
materials for these learners with more help justnehhey need it! (UCLES website, 2001)

b) to be able to check on the validity and relipibf the exams over the years:
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Cambridge ESOL use the data from the CLC to answestions about the way students
learn at different levels. They also use it to ¢hdat the assessment of students' exams is
done consistently from country to country and frgear to year. (UCLES website, 2001)

c) to be able to do statistics on the types amgligacy of learner errors in the exam tasks:

A unique feature of the CLC is that over 5 millimords or about 15,000 scripts, have been
coded with a Learner Error Coding system devisedChynbridge University Press. This
means that we can see which words or structurefupeocthe most errors in Learner English.
It also means that we can search for particulasrerand always find plenty of examples.
(UCLES website, 2001)

This UCLES web page did not contain informationveimat kind of analyses were done
based on corpus data, therefore from this aspectesgarch cannot be compared to the CLC
research. Another difference is a technical asg&lcC uses a specially devised programme for
counting and displaying frequency data on itemseneés | could use a freely available
concordance programme€&dncordance 2.0)0only, which does not provide this function, and

therefore counting had to be done by hand.

6.2.5 Corpus design and basic processing

Corpora are built ,according to explicit designteria for a specific purpose” (Atkins et al,
1992). As Kenny (2001b) suggests, the conceptumisaf envisaged use is essential before the
corpus is designed. The corpora based on the desiggmia should be representative of the
features examined. Actual texts can be chosen malyd@r chosen according to ,increasingly
specific criteria”.

Once they are represented in electronic form, barsiagher-levemark-upcan happen. In
basic level mark-up, main divisions in a text ar@icated, or descriptive headers can be added. In
higher level mark-up, part-of-speech tagging foergwvord in the corpus can happen, syntactic
or semantic annotation added.

Raw corpora i.e. untagged and unmarked corpora, can be wsedakic level mark-up.
Based on the frequency occurrence of sequencebavhcters, several features related to the
texts can be examined, e.g. type-token ratior(variety of the vocabulary used in the corpus),
lexical density(the percentage of lexical and grammatical words),significant collocates

(recurring patterns in the context for the key v@rd’he basic processing involves discovering
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features of the corpus based on frequency cout€@mts of regularities in the co-occurrences

of certain sentence constituents.

6.2.6 Threats to validity

Corpora and the software programmes for procgssi@ powerful tools only, and have to
be used with caution, as Kenny (2001b), referrmiylalmkjeer (forthcoming), warns. One threat
is that the mere bulk of the statistical evidenmedertain aspects of the corpus may tempt the
researcher to ignore marginal, problematic cas#smihe same corpus. A second threat is that
the selection of the texts for inclusion can affectlimit what the observer notices to an
undesirable degree. And a final warning is thabnter to get explanations for issues raised and
to go beyond the mere statistics of the textsatiadyst has to explore the context for the texts in
some depth, as well, a feature that is not possibdéearch or display on the computer.

6.3 The product-based research: the potentiald translation corpus analysis
The potential use of corpus-based research foslaion exam tasks has already been
explored by Fekete in two unpublished PhD assigsa&@ome of the key issues will be revisited

here, in a different context, new aspects and nesnples added.

6.3.1 The research questions

Research question No. How can basic statistical properties of translatiexam corpora
add to testers’ understanding and comparison efaverall difficulty of translation exam tasks?

Research question No. 2Vhat aspects of translation exam performances eagxamined
by the help of corpus research that would not bsifde to do in another way?

Research question No. Blow can the difficulty of translation units idered in the text be
statistically evaluated by the help of quantifiabipects of a translation exam corpus?

Research question No. Btow can the research of quantifiable aspects ofaadlation
exam corpus help to establish the validity of a kimay scheme and contribute to exploring
alternative marking schemes?

Research question No. How can corpus research contribute to exploringcassful and

unsuccessful translation strategies?
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6.3.2 The research design

Translation scripts from real exams (ITK ORIGO eimediate written exams in English)
will be used for corpus-based analyses, from onekenafrom the three specific exam dates
analysed in Chapter 4 (March, 2001, November, 28Hrch, 2002). The three translation texts
for analysis were chosen to explore the potepnfiaproduct-based analysis of the performances
elicited by the three instruments (translation exasks). The methodological implications of
corpus-based research for language proficiency eenrties will be emphasised.

6.3.3 Method of data collection and sampling
6.3.3.1 Types of data collected

The data collected in this part of the researcheveenpirical data in the form of translated
texts, translated by real test takers in live examarked, and background data on the same test
takers were added.

Data was collected from three separate ORIGO irddiate exam dates, in three
translation exam tasks between March, 2001 and Ma2602, from different geographic
locations, from among papers that | marked as &enain sampling complete groups were
chosen for analyses from the separate batches taaeh no (random or other) sampling
procedures were followed. This was done partly beeaf convenience reasons, partly because
more coherence was expected between performancexdiidual sub-populations within a

specific geographic locations.

6.3.3.2 Background data on the test takers and thgperformance

The basic statistical data on the real exam pdipualare summed up in the table below:

Table 6.1: Basic data on the three exam tasks* (quus research)

Text /Title Size of exam Exam date Pass rate
population in the task
Mayor urged 7695 November, 2001 30%
Leonardo 9858 March, 2001 48%
Arctic Meltdown 9340 March, 2002 49%

*data from ITK ORIGO statistical archives

The basic statistical data on the corpus is dsvist
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Table 6.2: Basic data on the corpora

Text [Title Exam date Number of scripts Marker
Leonardo March, 2001 115 Fekete, H.
Mayor urged November, 2001 120 Fekete, H.
Arctic Meltdown March, 2002 100 Fekete, H|

In order to check whether the sampling was closeugh to represent the real exam

population in a reliable way, the statistical datacentral tendency were compared.

Table 6.3: Descriptive statistics for the three exa tasks comparing the real exam
population and the corpus population

Text [Title Mean 1 Mean 2 Median 1 Median 2 | Standard Standard
deviation 1| deviation 2
1. Leonardo 12.87 12.3 14.00 14.00 7.2 5.81
2. Mayor urged 10,17 7.55 11.00 7.00 6.56 5.27
3. Arctic Meltdown 13.71 13.04 14.00 14.00 5.92 14.6
1= exam population data 2 = marker’s corpus data

The table above shows that with tivayor text, the corpus population produced
considerably weaker exam performance than theesesah population (Mean2 and Median2 3-4
points lower than Meanl and Medianl), thus basedha corpus findings should not be
generalised beyond the scope of the given corppslation. With the two other taskiéyor
urged andArctic Meltdowr), the Means and the Medians are close, thus fhresentativity for
task difficulty can be deemed acceptable. In baibes the Standard deviation is lower for the
corpus populations, which indicates that perforneaattogether is more homogenous in the
corpus than in the real exam population.

This comparison also shows that the most diffitidhslation task from among the three
was T2 Mayor urged, and the easiest was TArctic Meltdown), both in the real exam and the
corpus population. Leonardo (T1) was very closé&tctic Meltdownin task difficulty (Mean,
Median), although the Standard deviation is theestwfor this task (discriminated the least

between good and weak performances).

6.3.3.3 The instruments
All the three translation tasks (Appendix B, pp-@®) are authentic texts written in English
(year of publication is not given). The sourcetixts is British journals and magazines. The test

production procedure a text has to go throughrieatdoecomes a translation task is described in
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Fekete, 2001c. The genre is descriptive type ofspeyer article. The length of the texts is
between 1200-1500 n. Originally five successivenexawere chosen for corpus research
purposes, but only analysis from three sub-corpatabe presented here. All the three texts
chosen are fairly neutral descriptive texts notvilgamarked by the characteristic features of
newspaper language.

The topics are very different in the three texssslaown below:

Table 6.4: Description of the three translation taks

T1 T2 T3
Leonardo Mayor urged Arctic
Meltdown
Topic paintings transport fees global warming
Number of sentences 10 7 9
Number of clauses 15 15 22
Text type descriptive factual narrative
Background knowledge paintings, public transport, biology
restoration prices

The textual features in the three texts also difte some extent (number of sentences,
number of clauses), as well as the type of backgtoknowledge one may rely on (global
warming, a change in transport fees, restoratianasterpieces).

6.3.3.4 The procedures for data collection

Data collection was done in the following steps:

1. The exam papers were marked, and photocopiadidEntification purposes the texts
were code numbered as they followed one anothieinriginal exam paper pile, beginning with
T* and up to the final script, e.g-f

2. Background data on candidates (sex, age, placesmence, their scores in two exam
tasks and their final scores) were collected frbmdxam centre’s administration data base.

3. The texts were fed into the computertkt format by students working part time on the
project. Extreme care was used to make sure allc#melidate errors and spelling mistakes
appeared in the computerised scripts the way tleindhe original scripts.

4. A coding scheme was designed for adding thedraakd data on test takers.

5. The background data were added to the translatiopts in a separate phase.

As, in ORIGO’s marking practice, the exam papers anonymous, no consent from
candidates was sought, as it is generally undaistbat the papers will be analysed and
researched after the exam. Anonymity was presahwvedghout the research.
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6.3.3.5 Coding and annotation
All the scripts were fed into the computer and wémgged adding the background
information. To maximise the potential use of baokmd information, an experimental

‘annotation’ procedure was used.

“1 <Q 15><W 65><T 10><X 22><Y 2><Z GOd> szbveq”

(wherel = text No. 1., andz6veg= script)

Table 6.5: Coding for background information addedin the form of annotation

Code Type of information | Research consideration
Q score in the translation the basis for rank ordering examinees fpr
task item analysis

W total score to show if the examinee passed theex

T M/C test score to show the examinee’s score in a
grammar test

X age to show age, to be able to do
discrimination analysis for age

Y gender to be able to see discrimination for gende

Z place of residence to be able to see discrimandtr place
of residence

Every sentence in a translation performance is rued) in this way choosing the sentence
numbers abeadwordsall the translations of the same sentence caed® an the screen, printed
and analysed at the same time. The backgroundmiatown on the text takers is always added
after the serial number for the given sentencéénabove coded form, thus information from the

background data is always present with every gahieosentence.

6.3.4 Method of data analysis
6.3.4.1 Data processing

Data processing was done by the help of a freelyntttadable concordance software
(Concordance2.0.0,in 2001 andConcordance3.2, in 2007). The programme does automatic
frequency counts for types and tokens. Also, omesedect a headword and analyse the context
of the chosen word for collocations. By using thert by’ - ‘reference categoryfunction, it is
also possible to sort the texts by using any refsecategory from among the ones included. In
this way the sentences can be sorted e.g. to shewsdript with the lowest score for the
translation task, or the highest overall scorgherversions produced by all the females, etc. One
restriction, however, is that only one type of bgrckind information can be sorted at a time and

combined sorting is not possible.
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Figure 6.1: Concordance programme showing backgrouh information in the form of annotation
(reference) - headword: ‘polgarmesteren’

egreferences. tut. Concordance

1z

-C'mntegts Wiew  Taools Help

Yl B2 0| 1LD

Cartest,. | ward | . Contet | Line | Reterence
7 Akormany szdvivije szivesen|.. | polgarmesteren | fog mdind 22 =0 07==W 40=<T 05==¥ 18=<Y 2=«J Budapest=
7 & kormany szdvivije drommel f... | polgarmesteren | mdik. 44 =0 18==WB2==T 11==¥ 23==Y 1==I Hadmezdvazarhely=
T & kormény egyik szovivdie azt .. polgdrmesteren | mok. 164 =0 02==W 48==T 09=<¥ 20==Y 2==7 Tarjan=
T & korményzat szdvivdje gy Od...  Polgérmesteren | moik. 185 | =0 0%=<0 47==T 05==¥ 17==Y 1==I Budapest=
7 & kormanyszdvivd & jelentést .. | polgdrmesteren | mdik (hafaskore). | 315 | =0 24=<4 S6=<T 05=<=X 4$1==Y 1==7 Budapest=
7 A korméry szdvivije acikket & | polgdrmesteren | mii 380 =0 18- 62==T 08=<¥ 26=<Y 2==7 Budapest=
T Eoy kormanyszovivad Odvizile . | polgdrmesteren | mii 543 =0 15=4 60==T 06==¥ 26==% 2==I Budapest=
7 Eoy kormanyi szovivd & besza.. | polgdrmesteren | Sl 1007 | =0 15=4% 78==T 14==XK 19==Y 2==7 Budapest=
7 Egy karmanyszavivd (dvizife . | polgérmesteren | 4l 1018 | =0 12=W 52=<T 08=<X 17=<Y 1=<7 Budapest=
7 A& kormany szdvivdje kedvezde... | polgarmesteren | fog midni 1050 =0 05==W 41==T 08==i 18==Y 2= VWac=
T A kormanyszavivd doy Odvdzdl . | polgarmesteren | miik. 71 =0 19==0 75==T 12==K 26==% 1==I Myergesjfalu=
T & korményszovivd atuddstast . Polgérmesteren | moi 1193 | =0 08=< 51=<T 08==K 26=<Y 2=<7 Budapest=
7 & kormany szdvivje atéméval ... | polgsrmesteren | miik. 1270 =Q 1= §1==T 10=<X 17==Y 22«7 Erd=

The basic method exploited the use of frequencytsoaf certain linguistic phenomena,

combined with background information provided bg #bove experimental form of annotation.

In processing and analysing the data, the follovsitegys were taken:

1. scripts fed into the computer and tagged fokgamind data,

2. Concordanceprogramme run (main functions useglect by headword, context - sort

by nth word before/after the headword, collocatior@k order by reference categories,

print selected headworshowing the result of the selected function),

3. counting done by hand in printed versions,

4. potential use of the method explored.

Warning has to be expressed here, however, asetoljectivity of what is considered

acceptable translation of an L2 item in the corplugresent, as, for the time being, it is based on
one marker's decision, bringing an element of itable ‘subjectivity’ into the evaluation of
learner performance. Although the markers are adweained to mark the given tasks, rely on a
detailed marking scheme finalised in team meetiagsl marking is always double marked in
some form (routinely in the sensitive interval bvelthe cut-off point and randomly in other
intervals), proper double marking for all the tdatisn performances will have to be done for a

finalised translation corpus.
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6.3.4.2 Counting

As there is no additional function in the tv@pncordanceversions to give automatic
percentages for frequencies (except indbkocationfunction), or to do combined sorting of co-
occurrences of patterns, to be able to do the asealthe translated sentences had to be printed
out and the counting done by hand.

Based on such counting the following indexes caodbeulated:

1. facility index of certain ‘translation items’,

2. a type of discrimination index for the item,

3. frequency and types of particular learner emdren translating these items,

4. frequency and types of good learner translatdnparticular ‘translation items’,

5. the most typical words in the collocation ofteer translation items (‘the typical’

learner translation created).

Caution is needed however, when doing frequencytsofor a translation item, as the
concordance programme lists all the different foohthe same Hungarian word as separate head
words. Also totally different word forms have to tieecked from the total list of words for the
complete variety of translations offered by cantkdaA marker’'s familiarity with the possible

versions is an advantage.

6.4 Results and discussion
6.4.1 Research question 1: Overall difficulty ofranslation exam tasks
Research question No. 1.: How can basic statispicgerties of translation exam corpora

add to testers’ understanding and comparisonecbterall difficulty of translation exam tasks?

Table 6.6: Corpus properties vs. descriptive statiis for the 3 corpus texts

Mayor Leonardo Arctic
Meltdown
Words/sentenc 10.82 14.5 10.58
e ratio
Types/token 6.69 8.74 7.61
ratio
Mean 7.55 12.3 13.04
St. dev. 5.27 5.81 4.61

As the above table with data on three sub-corpeoavs, there is no linear tendency either
between the difficulty of the texts and their wdsdsitence ratio as a possible indicator, or the

types/token ratios as another possible indicatobusTthese types of corpus properties do not give
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automatic indicators for overall task difficultyh@& Standard deviation does not show any strong

relationship with either of these indices, eithtee(figures are too few to do proper correlation).

6.4.2 Research question 2: Variety and types ofdmer translations
Research question No. 2.: What aspects of traoslattam performances can be examined

by the help of corpus research that would not bsibde to do in another way?

Example 6.1 : Variety of learner solutions (for tite)

One fascinating aspect of translation is the gueatety of the idiosyncratic use of the
mother tongue when still conveying the same mess@lge analysis of titles is a very good
example for this richness as titles are often ‘ems#d’ summaries of the meaning of the article,
as was the case in the Leonard text.

The title of the Leonardo text “One Leonardo toyStaas chosen for analysis. It is only
people with experience in correcting large numlzérpapers who would suspect that even this
short title can inspire a great variety of trarislag.

As frequency counting of translations offered bst tekers show there were altogether 72
different solutions (49 acceptable, 23 unaccepjgBlppendix C, p. 133). In the table below only
the ones with the highest frequency counts wilkhewn:

Table 6.7: The most frequent translations of theitle “One Leonardo to stay”

Translations of the title Frequency
“Egy Leonardo marad” (10)
“Egy Leonardo megmarad” )
“Hogy egy Leonardo megmaradjon’ 4)

Other solutions included truly inspired translaipa.g. “Egy Leonardo az orokkévalésagnak”, or
“ Egy Leonardo kép a j@nek” among the acceptable ones, and quite surgriitutions among
the unacceptable ones: e:Egy Leonardo allomas”, “Leonardo az egyetlen kiaktt/
megmaradt”, “Csak egy Leonardo maradt”.

Exploring the variety of acceptable and unacceptatanslations by the help of corpus
research could contribute to demystifying the di@nbetween ‘word for word translation’
candidates are told examiners want in the exanifr@e translation’ they feel their teachers
encourage them to give, thus it could contributbdtier face validity and also to better response

validity of the translation task.



211

Example 6.2: Variety of learner solutions (for prodlematic lexical items)

The most problematic noun phrases in the Arctidtddevn text were: natural resource
workers and ‘dart gun’. The first is a difficult term for Hungarians tmanslate as there is no
accepted equivalent term, and the most successhtegy was to paraphrase it. The list of

frequency counts for the L1 versions is as follows:

Example 6.3: Variety of types (‘natural resource warkers’)

természetvétk (21) természetbavarok (1) eréforrasok (1)
munkasok (15) természet baratok (1) kutatok (1)
dolgozéi (15) kollégak (1) segélycsapatok (1)
dolgozék (13) természetvédelmisek (1) kincs-munkasok (1)
vadsrok (3) véddk (1) segélydolgozok (1)
természetkutatok (3) 6rok (1)

The list very well demonstrates the variety, thies difficulty of the concept to translate
into Hungarian. For an analysis of acceptable wessithe collocation function of the
concordance programme could be used, or the priisteaf all the translated sentences analysed.

Another difficult noun phrase was ‘dart gun’, dmete all the students who did not rely on
their common senses could really be misled by ahetiy meanings, as quite often the
mistranslations suggested that the bears weesdkilith all sorts of weapons and bullets, instead

of being tranquilized momentarily. The frequenoyiat for the phrase is as follows:

Example 6.4: Variety of types (‘dart gun’)

nyilpuskaval (13) dardaval (11) fegyverrel(7) ovddékkel (6)
puskakkal (4) nyugtatélovedék (2) puskéaval (2) ardapuskaval (2)
dardakkal (2) darda (2) altatolovedékkel (2)ntlt(6)

dart fegyverrel (1)

Example 6.5: Typical learner translation (for sent&ces)

Frequency counts in corpus analysis can be usemtify the typical translation of a word
or a translation unit by using ttseart by — word after headwordunction, and counting the
frequency of the types of solutions given. The miygtical solution (61) was to start the
Hungarian sentence with exactly the same words #gei English sentence, and try to squeeze in
all the rest of the information after the subjefcthee sentence, whereas it would have been easier

for a Hungarian speaker to put some of the infoiondbefore the subject and make the sentence
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more readable and understandable in Hungarian.h&ndt persons added an adjective before the
subject ‘jég’ (ice) but followed the previous se&gy and continued with the rest of the
information after the subject..

Example 6.6: Typical starting of Sentence 5

A jég/jégtdbmeg / jégtakard / a jég forméja (61)

A kuldénbosd jégformék fetc. ..................... 4)
Két héttel késbb ... ... (12)

Other information ....... (15)

A Hudson-6bdl............ (8)

Altogether there were 65 people out of 100 whadttekeep the original ‘subjegtverb’
word order (not necessarily mistranslating it), amdy 35 people who tried to break with L2
word order (not necessarily producing good tramsia). Using explicit translation strategies

(segmentation, re-grouping information) could hpx@duced more natural Hungarian sentences.

Example 6.7: Typical learner translation created (br the complete text)

Using the Concordance programme (collocations’ function), a typical learner version
can be created: a) select one key headword (inctse: ‘héttel'= ‘weeks’: 85 people used the
word in this form), and b) then select the mosgdent occurrences before and after the
headword from the collocations (4 words are offdyg the programme both before and after the
headword). Relying on frequency counts we can eterthe following typical learner version of
the sentence:

A (21) jég (15) két (72) héttel (85) Kb (73) 6sszel (33) mint (10) a (20) Hudson .......

If continued, typical translations of units fromethwhole translated text could be
reconstructed in this way, and combined into onepigoally evidenced typical learner
translation. Although it is quite time consumingdameeds a marker’s insight from the actual
marking of the text, such feedback to candidatestaachers would be valuable information.

The most useful function of recreating the typicahslation would be pedagogic: to give
feedback about problematic sentences to both caredichnd teachers who prepare students for
the exam. It would also be useful for testerse® svidence as to what extent these units were
problematic.
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6.4.3 Research question 3: Difficulty of translatin units
Research question No. 3.: How can the difficultytrahslation units identified in the text

be statistically evaluated by the help of quartigaaspects of a translation exam corpus?

Example 6.8: Item difficulty for a translation item (passive in the title)

Often the facility index is given as an indirecticator of the difficulty of an ‘item’,
showing the ratio of the good solutions comparedllitthe answers. If one considers a translation
unit as a ‘translation item’, e.g. the sequencé&\éyor urged (a passive structure) in the title of
the Mayor urgedtext, then by listing all possible answers in tloepus one can count the ratio of
right/wrong answers (for all the answers and thentiag, see Appendix C, p. pp. 141-142). The

title reads as follows:Mayor urged to cut all bus fares to 70p

Table 6.8: Translation item “Mayor urged”(passive gructure)

Passive structure Number of Percentage
answers

Right 22 19%

Wrong 77 65%

No answer 19 16%

Total 118 100%

The above table shows that the facility index.i9(q22/118), indicating that the passive in
the title "‘Mayor urged to cut all bus fares to 70proved to be too difficult for intermediate tes

takers in the corpus to get the meaning right.

Example 6.9: Item difficulty for a false friend (“report”)

‘False friends’ can also be researched. From antbadl18 possible answers 13 people
translated “report” by using the Hungarian falserfd ‘riport” (see Appendix C, p. 143): the
facility index of the item is 0,89, which shows this particulagnit to be an easy one at
intermediate level. If we examine how this items@iminated’ among good and weak students
then we find that none of the test takers who ubkedfalse friend’ reached the theoretical pass
mark (15 points) for the task. The scores werepdigts = 3 people, and 11 points = 2 people,
and the other translation scores ranged betweeh @ihts. If counting is done in a systematic

way, then proper discrimination indices could dsacounted for translation items.



214

Example 6.10: Item difficulty and discrimination for controversial content words

(“social”)

The translation itemsocial’ in the Mayor urgedtext proved to be controversial. From
among the possible 113 answers, 62 people usedvahg “szocialis, and 42 people used
“tarsadalmi(altogether 104 answers). Interestingly, the itehows little discrimination (0.14)
between those who translated it #&$adalmf and those who used the worsizociali$ (if one
takes tarsadalmf as the right answer and counts the discriminatnmiex for this right answer
from among the total of 104 answers with this ite@ne possible reason may be that the
meaning of the word in the ST context is ‘undertid’, not enough context is given for the
translator to decide in the Hungarian translatidnciv meaning of Social’ is implied. The
implication for validating a translation task marffischeme is that such types of items should not
carry too much weight compared to other items.

Example 6.11: Item difficulty for key translation units (“The ice forms...”)

One of the most problematic part of thectic Meltdowntranslation task was Sentence 5:

“The ice forms as much as two weeks later in theirmn than it used to in Hudson Bay
creating a bewildering situation for some of thedbwildlife.”

This translation unit was felt by markers as cdritrahe understanding of the whole text,
and thus a very good indicator whether the candidais really ‘at intermediate level’. Exploring

the real item difficulty for such items can confionreject such assumptions made by testers.

Table 6.9 : Item analysis (“The ice forms ...")

No. of | Translation | No. of | Percentage
answers| scores people
Right answer: 32 20-25 8 0.78
points
15-19 17
points
0-14 6 0.19
points
Wrong answer 63
Total (N) 85
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The table above shows that the ‘facility index’ fbis translation item is: 0,38 (for the 85
people involved, the rest of the answers are nalyaad here), which is somewhat below the real
exam pass rate of 49% (0.49). This may indicaté tioh all the students who ‘passed’ the
translation task could get this ‘translation itemght. From among those, however, who gave the
‘right’ answer, 78% reached the theoretical passkr(ieb points) in the translation task, thus the
discriminating power of this particular item wasryéigh. Altogether the statistical analysis
(N=85) of this particular item showed that the it&vas somewhat more difficult than testers
assumed after marking the papers, but its discatiun power confirmed testers’ general

impressions about its discriminating value.

Example 6.12: Item difficulty for conjunctions (“before)
The conjunction Beforé€ proved to be problematic in Sentence 6, as welitre

translation unit of 6nto the ic&

Polar bears that ordinarily emerge from their semdens and walk north up Cape Churchill
beforeproceeding directlpnto the icenow arrive at their customary departure poinind bpen water.

Choosing the head word:mielstt” (“beforé) (N= 73 people used it in their
sentences) and having printed the translations ave aount the frequency of good and bad

translations with both ‘items’, and find the followy:

Example 6.13: Item facility
before = 16 people had a good translation (2R%of 73)
onto the ice = 28 people had a good translaB8faout of 73)

The matrix in Table 6.10 below shows the relaglop between getting the item right and

reaching a ‘theoretical pass’ in the translati@kta form of discrimination.

Table 6.10: Discrimination matrix for tie item “beforée’

right answer passed the N Per cent
task (people) (N=73)

right answer + N N 13 18% 55
passed (75%)
wrong answer 0 0 42 57%
+ no pass
wrong answer 0 N 15 21% 18
+ passed (25%)
right answer + N 0 3 4%
no pass

total N size= 73
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In the table above one can see that 13 people (1#%0)had the translation item right
‘passed’ the task, and 42 (57%) people who didgsbtthe item right, did not ‘pass’ the task.
Thus in the case of 75% of the answers the discaitimg power is clear, and strong. 15 people
(21%) who did not get the item right still passadd 3 people (4%) who gave the right answer
still did not pass, constituting 25% of this sulpp@ation (N=73).

Altogether only 16 people (22% of the 73 peopleylarstood the right time sequence
indicated by the conjunctiorbeforé, thus this item could be considered a difficutieo(facility
index 0.22). Onto the icewas easier, 38% got it right (facility index 0.38)

Table 6.11: Discrimination for the item “beforé’(summative table)

(N) people Passed (N) | Percentage of
pass
Right answer 16 13 81%
Wrong answer 57 15 26%

Out of these 16 people 13 people (81%) passedatthe &nd only 3 (19%) did not. At the
same time there were 57 people who did not getrteaning right, out of these 57 people 42
(74%) did not pass and only 15 (26%) passed. Theigliscriminating power for this translation
item proved to be high. In sum, this was a diffid¢tnslation item with low facility index (0.22)
and high discriminating power.

Proper discrimination index for all the types ofutimns can also be counted for any
particular translation item. To be able to do tbae has to have all the translations of the
sentence in which the particular item can be fogAppendix C, pp.151-155), and do the
calculation for all the types of translations cédtliparticular item (by establishing the rank order
for the candidates based on their translation scarel then checking if they gave the right
answer to the particular translation item. Sucltudation method is obviously not feasible or

practical to do on a large scale, but for reseptoposes it is informative.

6.4.4 Research question 4: Exploring alternative arking schemes
Research question No. 4: How can the research aftdiable aspects of a translation
exam corpus help to establish the validity of a kimgy scheme and contribute to exploring

alternative marking schemes?



217

Relying on analyses of corpora, alternative marlgcigemes could be tested. Based on the
frequency of errors it could be estimated to whaer et a new marking scheme would modify the
scores, or would discriminate differently betweeod and weak candidates.

At the moment, ORIGO’s operationalisation of traisih competence does not penalise
translations that do not comply with Hungarian laage norms from a stylistic point of view. As
it is not a criteria for marking at the momentwibuld be very difficult or impossible for markers
to decide, on an empirical basis, how the introducbf a new analytical scale for stylistic
mistakes would influence the pass rate, unlessredsdf papers are remarked again.

A concordance analysis of certain features candsfuliin providing focused empirical

data for such research.

Example 6.14: Alternative marking for stylistic error (Leonardotext)

In the Hungarian language, the sentence does gaireea subject to be grammatically
correct, as verbs can be marked (conjugated) teesgpvho the subject is/are. Thus including the
translation of a relative pronoun in the subjedifpon when conjugating the verb to express the
same idea, is considered as not complying with ldtag language norms. It is especially
striking when instead obzok the personal relative pronoudK is used, which can refer only to
people. In Sentence 2hey’ in ‘theyare not changing at all’ refers to the wophintings in
Sentence 1 (Appendix C, p. 156). Also, the samalworSentence 5they age a little faster’
refers to the wordpaintings in Sentence 3. Frequency analysis shows thdtenwo sentences
‘0K’ , which should not be in either sentence, wasluse20 cases (by 11 people, see Appendix
C, p. 156). If it were penalised, 10% of the caatkd would lose points for that, within that

1 person for 4 occurrences
2 persons for 3 occurrences
2 persons for 2 occurrences
6persons for 1occurrence.
11 persons 20 occurrences
As far as the discriminating function of such #eraative marking scheme, 6 out of the 20
above occurrences can be found in candidates’latamss who scored 17 (3 people, all above
the pass rate). The mean translation score forasieof the 11 people (8 persons, 72%) is 5,5
points, which is very low. Five of them got O paifior their translation task.
Thus one can conclude that with the help of a catance programme it is possible to
collect empirical data on the volume of changenfamalytical scale for marking Hungarian

stylistic mistakes were introduced. In this corpiugzould have made the translation task more
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difficult for 10% of the candidates, within thatvitould have discriminated more against weak
translations (72%) than against good translati@®4). Analysis also shows that 50% of the

candidates tend to repeat this mistake within #meestranslation.

Example 6.15: Alternative marking for a translation unit (Arctic Meltdown)
If corpus analysis was done in the pre-testingsphalternative marking schemes for the real
exam could also be pre-tested. One example isittheot the Arctic Meltdowntext: if lack of
reference to th&lorth Pole(=Arctic) would have been penalised, then 62,5% of theidates
would have lost 1 point from their total scores. &iltthe pass rate for the task is checked, it is
possible to calculate to what extent it could hioweered the pass rate for this particular group.
In this case there are only 2 candidates whosédt n@suld have changed from the pass mark of

15 points to below the pass mark: 14 points.

6.4.5 Research question 5: Exploring translationtsategies

Research question No. 5: How can corpus researthimate to exploring successful and
unsuccessful translation strategies?

Similarly to a coding system for types of translaterrors, types of translation strategies
in a corpus could be coded and analysed by thedigdpconcordance programme. Creating such
an annotated corpus would make the analysis n$lrdon strategies much more feasible than it
is at the moment, with the present counting method.

Two examples could demonstrate what results snalysis could bring.

Example 6.16: Explicitation (Arctic Meltdown)

In Sentence 3, the text had the following passage:

‘... a 1.5 km wide lake had opened up at 90 nortlth wulls fluttering overhead, and they
had pictures to prove it.’

In their translations, 20 people gave the exactgduan equivalent ofgictures writing
“képekkeél but 17 people used the wortehyképekkel(“ photos), which makes explicit what is
meant in the context. It is interesting to see &hptople (40%) passed of those 20 who stuck to
the original word, whereas the pass rate was highpeople out of 17 (53%) among those who
made the word more explicit by adding that it washato the tourists had, to prove the existence

of the lake.
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Example 6.17: Transforming the syntactic structure(Arctic Meltdown)

Another example from the same Sentence 3 is thasphfvith gulls”. 17 people kept the
original part of speech and usedavith” in the Hungarian sentence, whereas 78 people
transformed it into a new clause and had the wgrdl$’ in the position of the subject of the
sentence, which sounds more natural in Hungarighigrihe strategy a teacher would teach
students to do. Interestingly enough, the pass ffateboth groups are very similar: 6 people
(35%) out of the 17 passed, whereas 30 people (8%opf the 78 in the other group. This
means that this particular strategy did not discrate too well between the good and weak
students.

The use of corpus research for exploring the prodased aspect of successful and
unsuccessful translation strategies could posgitdye to be the most fruitful for future research
concerning the theory-based validity of the tramstatask, as well as its response validity. The
exploitation of the background data for age, sex @ther information would make it possible to

research what impact these factors have on trémslstrategies.

6.4.6 Limitations acknowledged

If proper annotation was done in such a transiatiorpus, than the problem arising from
different forms of the same Hungarian headwordade! avoided. Without annotation one has to
search for all the different forms of the same woff@éred by candidates’ translations, and may
not find all of them, or, instead of searching,tjasnply print out all the translations of that
particular sentence and do the counting by handingitead of frequency counts in the two
examples above, these strategies would have beeotad®d or tagged for the particular
translation strategy, analysis beyond exploring plag¢ential of the method had been made
possible. In the future a hopefully more automatizinting could simplify processing and

analysis.

6.5 Conclusions and interpretations

Corpus-based research of translation scripts sézwoféer the long awaited empirical basis
for researching, on a larger scale, what happetiseiranslation task at the level of translation
units, and to do statistically substantiated reseam such translation items. The automatic
frequency count@and thesort by functions of a concordance programme makes asabyfsi
particular translation items feasible and reasgnatdnageable even on the scale of a 100 scripts

or more.
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The research questions focused on the potentedbiting a concordance programme for
empirically supported analysis of translation ststip

The hypothesis iResearch question &s to any high correlation exists between theatve
statistical properties of the corpus and the dielifficulty of the translation task, had to be
rejected as neither the word/sentence ratio notygpe/token ratio seems to be an indicator of
overall task difficulty, when compared to data frdescriptive statistics.

In Research question 2he potential of frequency counts relating to vheety and types
of learner errors and good translations, as wellhaspossibility of creating a typical learner
translation of a sentence, or even of the wholg te@re examined. Data analysed proves that an
incredible variety exists of both acceptable andcgeptable translations of translation units,
providing empirical evidence for the idiosyncrat@ture of translation. Pym’s (2002dgfinition
of translation seems to be substantiated in théegbof intermediate test takers’ translation of
translation exam tasks: translation potentially nsegenerating an infinite number of target text
versions and deciding on the most appropriate Brexam centres published such analyses, it
could help both the teachers who prepare candidatése exam, and the candidates themselves,
as it could demonstrate what type of performantgpical candidate can give at that particular
level in that task. It would also be useful fonitevriters or test developers as they could properly
map the difficulty of particular parts of the te$tich a typical learner translation would be based
not on impressions or notes from marked papersstatistically supported evidence from real
papers

Research question f8cused on the potential of item analysis for ¢fation items. It was
found that, based osort by headwordunction of a concordance programme and frequency
counts, a particular translation item can be amalyfer item difficulty and discrimination. That
kind of corpus-based evidence, if routinely proddeould end endless debates between markers
as to what really constituted difficulty for thenchdates in the given translation task, and to what
extent. In addition to its extreme use for testedigpers and item writers, such analysis, if made
public, could also help teachers and candidatedetber understand what constitutes real
difficulty in translation tasks, and could contribuo demystifying the translation exam task.

Frequency counts can also be the basis for trying ajternative marking schemes
(Research question),Zeither in the pre-testing period or before fisialg the marking scheme, as
well as in the development of new tests or in rafperiods. By the help of frequency counts it is

possible to foresee to what extent certain modifioa would change the overall task difficulty
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or the pass rate, as well as whether they wouldricighate against the weaker or the better
candidates.

The most exciting area is doing large scale engllyicsupported research on translation
strategiesResearch question).SMinimal analysis is already possible based equency counts
and insight from the researcher. If, however, propenotation for strategies was added,
successful and unsuccessful translation strategielsl be explored extensively, and thus could
contribute to our understanding of what translatstrategies test takers use when producing
good translations.

The present research undertook to explore the patterse of the corpus research method
in validating translation exam tasks from a prochased research aspect. More detailed analyses
and possibly generalisable findings will hopefudky given in further research.

6.6 Recommendations

Depending on resources available, the presengmesi 100 translation scripts/exam
session processed by the help of a Concordancegmnote as a tool, seems to be feasible for
large exam centres to do routinely, even if notefoery exam session.

The areas in the task production phase where analyses could be valuable are: a) the
pre-testing phase before finalising a marking sahdmthe post-exam period for checking on the
relevance of the marking scheme, c) the periodsywh&or changes in the evaluation system are
planned, and d) the development of new exams watfstation tasks. If routinely done, detailed
item analysis of these translation tasks could asok toward building stronger consensus
among item writers about what really constitutegrablem for the candidates, and to what
extent, and could contribute to more awarenes&\dl land difficulty of texts when preparing
such translation tasks. Exam centres thereforedcbal encouraged to consider exploring the
possibility of regular use of corpus research tegpes for the above purposes.

Such corpus analysis of translation exam task&caontribute to establishing aspects of
construct validity: mainly scoring validity by examng the variety of responses and checking
item difficulty and discrimination for translatiatems, as well as response validity by analysing
the product-based aspect of translation stratagsed. The use of such analyses could add an
extra source for validation: large scale statistanaalyses of real exam scripts at the level of
translation units.. Therefore exam centres mayidensising corpus research for validating their
translation tasks. Publishing the results of sualidity studies for the public could also improve

the face validity of this controversial exam taskdungary, as well.
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Translation theory could also profit from sucheash as, with the help of annotation for
translation strategies, researched from the preaséd approach, it would be possible to break
down the translation skill for its graded elemebysmapping what strategies candidates with

defined performance level use.
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Chapter 7: Summary and conclusions from the preseniesearch
In this chapter the findings and conclusions, a8 as the implications will be summed
up again, in a somewhat shortened form, to preséntl overview of the issues raised in the

present research.

7.0 Summary of the introduction — the need for thgresent research

The question of the relevance of testing mediatinoluding translation as an exam
task, became a controversial issue in Hungaryer8s and 90s, with competing approaches
aiming at restructuring the scene of testing forelgnguage proficiency in Hungary.
Criticism of mediation, and translation (from L21t@) as an exam task, mainly concentrated
on validity and reliability issues, most of themncerning theoretical and methodological
aspects of construct validity. The main doubts alibe pedagogical use of translation for
language testing centred on doubts a) if transiatan fit the context of communicative
language teaching, b) if it measures something thige foreign language proficiency, c) if
assessment of translation performance can be done walid and reliable basis, d) if
performance in the translation exam tasks needdegies the teaching of which do not
necessarily enhance foreign language proficiengemeral. Thus the question that concerned
testers and teachers alike was if the use of thi#hendongue in testing foreign language
competence, within that L2 to L1 translation wasidble and justifiable in an exam
construct.

The need for validation studies into the constfcpedagogic translation was further
emphasised by the fact that accredited foreigndagg exams in Hungary have started the
process of linking their exam levels to Common pean Framework levels, the process of
which needs internal and external validation. Thies challenge for exam boards using
translation as an exam task in Hungary is to fild ttheoretical foundation and
methodological answers to the construct validatibtineir translation exam tasks.

The primary aim of the present research was ttriboite to the construct validation of
translation through a) exploring key aspects of t¢bestruct of translation in translation
research literature, b) giving an overview of keneepts in the assessment of translation
performance that concern construct validity, c)lespg exam data for relevant theoretical
and methodological issues of construct validity,pd)bing into new methodologies (think-
aloud method and corpus-based research methodsyahaontribute to the theoretical and
methodological issues of construct validation.

The general aim of the present research is totssngeachers and test developers to key
theoretical issues behind pedagogical translatrehta enable them to engage in meaningful
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and theoretically better founded discussions alblo@itrole of translation and mediation in

language testing.

7.1 Summary of the literature review on test validdon
7.1.1 Summary of findings (Chapter 1)

Validity, in short, is systematic gathering of angal and non-empirical evidence that,
in a justifiable way, support the claims testersken&n connection with the construction,
administration, evaluation and use of their tests.

In the past one or two decades the importance afsiMke's unified notion of construct
validity has been emphasised in validation litemtuvhich notion has led to the acceptance
that there is nonebest way to validate inferences to be made frandeores for a particular
purpose (Alderson and Banerjee’s, 2002). Instearkthre avariety of different perspectives
from which evidence for validity can be accumulatédese types of validity today are seen
as subsumed into construct validity (Brown, 200D)e concept of construct validity is
explored in depth in Bachman’s (1991) seminal wamkanguage testing. Construct validity,
in his technical definition, “is concerned with id#ying the factors that produce the reliable
variance in test scores”. In a construct validatpocedure first a theory is needed that
specifies language abilities that one wants to oreashen the constructs are operationalised
in the form of task types in a justifiable way, dihlly the relationship between elicited test
performance and our hypothesised construct oftegdsilior traits has to be examined and
evidenced.

Evidencegathered in construct validati@an bequantitativeandqualitative (Bachman,
2001). The guantitative types of evidence arerrelational evidence(correlation, factor
analysis, multitrait-multimethod matrix) and expeental evidence. The qualitative types of
evidence includanalysis of the processderlying test performandge.g. protocol analyses).
The interpretation of Bachman's model suggests tbatstruct validity is, in fact,
‘constructed’ in a validation process that accoumts justifiable way, for legitimate sources
of variance in the test performance.

Approaches to organising validity procedures irdonceptual frameworks vary
(Bachman and Palmer, 1996; Mislevy et al., 2002nié, 2004; Weir and Shaw, 2005). The
closest to reflecting the actual process of thé design and evaluation cycle is Weir and
Shaw’s (2005) theoretical socio-cognitive framework for an evidefbased validity
approach which offers gaemporal frameor exam centres to knowhatto do andvhento do
it in complex validation designs, at the same tenghasising the symbiotic nature of such
validity aspects.
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7.1.2 Implications

Construct validation is a complex procedure thatolves both theory-based and
empirical research, as well as a research desajnréfiects the unitary concept of construct
validity in one design in a comprehensive way. o dble to address internal validation
required for well grounded linkage of mediation mextasks to CEF levels, first the theory-
based relevance of integrating mediation and tatiogsl into communicative language testing
has to be justified on an evidential basis (coms$tualidation), and only then can the actual

linkage of performance levels in mediation (tratistaincluded) be aimed at.

7.2 Summary of the theoretical background to the awstruct of translation
7.2.1 Summary of findings (Chapter 2)

Translation research literature has proliferatethe past few decades (as evidenced by
St. Jerome Publishing, listing 27 categories inchtthe bibliography of translation studies
itself is divided), thus there is ample literatoretranslation to turn to.

The “science of translation” or “translation stesli covers the whole spectrum of
research and pedagogical activities, from devebppheoretical frameworks to conducting
individual case studies, and to engaging in pratticatters such as training translators and
developing criteria for translation assessment é8aR001). In the history of translation
research different periods can be distinguisheay#y, 2004): the linguistic period (1950s
and 1960s), the interdisciplinary period (1970s 4080s) and the empirical period (from
1990s). All these periods have formulated differamswers to the basic questions in
translation research: a) what is actually trandat®) for whom?, and c) in what context?

These historical periods have brought along tlspeecific focuses (overviewed by
Hatim, 2001), specific terminologies (discussed @yesterman, 2005), distinct research
methods (studies in RETS, 2001) and different nodelverviewed by Hatim, 2001,
discussed by Kiraly, 2005). What can be recognead is emphasised by several scholars
(Pym, 2002a, 2002b, 2003; Kiraly, 2005) is thengjiag social need for translation that also
calls for the need to redefine basic concepts amsiation research, bringing along new
research methods to explore the new concepts. Thies®wic periods have resulted in an
abundance of concepts, terms, definitions and nsdtiat have all enriched our understanding
of the complexity of the translation process (dected on in Hatim, 2001; and Kiraly, 2005)
but have also brought about terminological confusiothe area of definitions of terms and
concepts (reflected on by Chesterman, 2005; Ki0{5).
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In the literature, several types of frameworks aratlels for conceptualising translation
can be identified:theoretical models(linguistic, semantic, pragmatic, communicative,
intercultural and trans-systemiapproaches) vs.analogue models(Hermans, 2001);
minimalist approaches(Pym, 2002a),reductive models(Koller, 1993; Gile, 1994)
comprehensive modelgToury, 1984; Neubert, 1994; Campbell,1998), andally
multicomponential modelgWilss, 1982);,competence-basendodels vsperformance-based
descriptions. From a functional perspective Camj#h€1998) approach to the concept of
translation (based on Holmes, 1972) distinguishesvéen process-based approachf
psychological modelling of the translation procdssaproduct-output basedpproach that
comes from translation quality assessment, and tcareslation pedagogy based approach
(translator training), a basic distinction appliffttoughout the present research in this
dissertation.

Among recent theoretical approaches three majactibons could be distinguished:
competence based approacl{esy. Campbell, 1998; the PACTE model, 2008)nimalist
approacheqe.g. Pym), angocio-cognitive approachg€EFR, 2001; Kaiser-Cooke, 2002;
and Risku, 2002), with socio-cognitive approaclaésng ground. Kiraly (2005) suggests that
the basic distinction today is between the maiastr@pproach to translation as based on a
first generation “information processing” view tfe mind and the more contemporary
“situated cognition” perspective, which “takes andsnic, situationally embedded view of
mental processing, focusing on social, physical ambtional phenomena that extend far
beyond the macro- and micro-strategies of the iddal mind”.

In translation research today the interdisciplityanature of translation research has
been widely accepted and emphasised (Baker, 20@Lidl, 2004) and, together with the
socio-cognitive view of translation, it can be exjeel to come even more to the foreground,
researching cognitive processes and the workingheftranslator's mind (Kaiser-Cooke,
2002; Risku, 2002). Such research can satisfy thed nfor data-based definitions of
translation as opposed to speculative models, @ vaeed by Campbell (1998).

As far as the explicit recommendations for tramsfapedagogy are concerned, Kiraly
(2005) suggests that behind disparate approaché&smrislation (e.g. Pym, 2002a; Kaiser-
Cooke, 2002; Risku, 2002) the same concern is sgptk to empower students by making
them proactive agents of their own learning whiamslator training can contribute to.

As far as the facets of the definition of transhat the following emerged:

1) translation has been increasingly defined a®ren of communicatiorbetween
cultures through the language,

2) thecomponentialityof translation competence has to be addressed,
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3) thedirectionality of translation (from L2 into L1 or vice versa) ynhave an effect
on the definition of the competence and on perforcea

4) there is no consensus on what the primary aipedfgogic translation is (language
teaching vs. translator training)

5) thedistance betweelanguage pairgs an issue,

6) a hypothesised language proficiency thresholdy exist for teaching and testing
translation competence,

7) research methodm translation studiesary (process-, product-, and pedagogic-
based approaches),

8) new research methodse expected to result in data-based definitidrisaaslation,

9) anincrease in real life needs for teaching interawd communicatiorat earlier
levels than professional translator training isresped in a more mobile European context,

10) a clear-cut distinction between ‘school tratiste and ‘real translation’ might be
replaced by the idea of@ntinuum of translation competentem lower proficiency levels
to professional translators.

7.2.2 Implications

In the literature reviewhanging(variable) and¢constant(invariable) parameters used in
defining the concept of translation were identifiethe changing parameter@from a
historical perspective) could include: terms useddefine the concept, approaches and
conceptual frameworks to define the concept, thenber of the facets of the concept
identified, social demand set in connection with tise of translation, the views on the role
and usefulness of translation in language teaclind finally research methods used.

The constant parametersould include the basic triangle t@fanslator, source text,
target text the trichotomy otext, task, translatgra definition attempt avhat is translated
(linguistic elements, message, information, etiofus on theeffect of translation on the
reader (recipient of a social artefact), focus on theeroff thetranslator as a mediator
between cultures (source text culture and targetcddture) and the definition of the purpose
of translation (constraints of tloentexj.

From the point of view of test validation, or scakevelopment describing translation
performance levels, any conceptualisation of tetist as a theoretical construct should
address what is constant in definition attemptseughout the time, rely on what has been
explored in the form of changing parameters throughthe time, and address present
educational and social needs in the form of a egledefinition that can function in the given
social and educational context.
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7.3 Summary of the literature review on the assessant of translation
7.3.1 Summary of findings (Chapter 3)

The central criteria for quality assessment innglation are “equivalence” and
“translation norms”, both controversial and compiegues. Typologies of the notion of
“quality” in translation literature include: anecdotal amdbjsctive approaches, response-
oriented psycholinguistic approaches (“equivaleggponse”) and text-based approaches
(“equivalent text”) (House, 2001). House suggestiractional-pragmatic mode{House,
1981, 1997), adding that quality assessment igémitly product-based. Introspective studies
of the translation process, (psycholinguistic-ctigai approaches, think-aloud protocols),
however, can help develop empirically verifiablgesta for quality assessment through large-
scale empirical research into translator behavithws the present researched combined both
product-based and process-based reseach.

In defining equivalencgKenny, 2001ayank-based (word, sentence or text level) and
meaningbased approaches are distinguished. In Koller@%) meaning-based framework
referential or denotative, connotative text-normative pragmatic and formal levels of
equivalence are identified.ater the notions ofextual equivalencgBaker, 1992)and
functional equivalencéNewman,1994) were added. Thbeteria for defining the nature of
equivalence can bextralinguistic (Catford, 1965, 1994) anfihguistic (Pym, 1992). No
matter how levels of equivalence are defined, h@wethey are created step by step in a
process (Malmkjaer, 2001). ource-text approachesquivalence is mainly linguistic and
text-based, whereas itarget-text approacheshe emphasis is on transformation to the
particular needs of the audience (matching culton@dlels, meeting social needs).

The idea of equivalence is rejected by Dolleru&0and the notion approximation
is offered as no perfect translation exists, analitjuassessment in reality means comparing
approximations. Instead of assessing the qualitypdiidual translationstranslation norms
should be observed (Baker, 2001, referring to Toli®@5). Within norms Chesterman (1993)
distinguishes between “professional norms” and &etancy norms”, the first relating to
professional translations, the latter to expectmof the target text reader’s.

Others reject the relativisation of equivalenceirsgythis is the only category that
distinguishes translation from non-translation (Kgn2001a), and the question is only what
typeof equivalence exists between ST and TT, and t&at dégree(Toury, 1980).

Thus when the quality of translation is addresdedjuistic and source text-based
approaches seem to concentrate on some kind ofiti@fi of equivalenceto establish
relationship between ST and TT, whereas target-textl process-based approaches
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concentrate on the translator as observing accepedsin using translation strategies and
decision making. As in a complex and comprehensraenework to the definition of
translation one can see translation as both a gsoand the product of such a process. In
establishing the quality of any translation one oaty accept the simultaneous use of both
conceptual frameworks for quality assessment (edgimce as a text-based category and
norms as a process-based category).

Translatability should not be dealt with as an absolute term,aapdagmatic approach
to the concept is suggested in translation rese@gm and Turk, 2001), i.e. examining
translatability in concrete texts and utterancesdéing so, one should adopt a dynamic
approach to the relevance of the criteria for assgsefficiency and the relevance of the
translation offered, allowing, at the same timegr the imprecise nature of any natural
language on the first hand, and redundancy presariterances and texts (Hatim, 2001), on
the other hand, that help deconstruction of megnin

Typical contextdor translation assessment in Hungary seem to dethe language
teaching scene (with no aim at qualifying transitolanguage proficiency from Al to C2
levels, b) the LSP translator courses scene inehigkducation (with basics of professional
translator skills taught), levels supposedly fro@® C2, and c) the professional translator
courses scene, language proficiency levels C2 aongea These different contexts call for
different considerations in assessment, differenstructs underlying the notion of what is to
be measured, and therefore different sets of asseg<riteria for assessment (the concept of
construct validity addressed) (Droth, 2001).

On the scene of language teaching,dbeial needor performing job related translation
tasks seems to have faded, and exams are incrigasimgeted at secondary school and
university students’ perceived needs, thus thetionof the translation task is changing. On
the scene of LSP translator courses criteria suggdsr assessment (Dréth, 2001) seem to be
a combination of two approaches: translation trejnproper and pedagogic translation. On
the scene of professional translator trainithg functional approach holds (Vermeer, 2001):
the ultimate aim is to properly prepare traineesftifil a functional task” in real life, which
is provided by a commissioner. Linguistic skilleaeen as part of a more basic cultural
competence in handling source text and target ¢gertmunicative contexts. Kiraly (2005)
calls for “situated translator education”, with laemtic learning situations aimed at in
translator courses.

In assessment literature recent tendencies takeardount the purpose of translation
rather than abstract criteria (Horguelin, 1985; islahd Albir, 2001). Melis and Albgall for
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establishing in Translation Studies and validatbassessment schemes the kind of research
and experimental practices which are now commoepglaother sciences.

The concept oferror is more focused on in applied linguistics (foreigianguage
acquisition) than in translation research literatl?ym’s (1992) categorisation of binary and
non-binary errors is an exception. Any level ofctédag language or translation training will
have binary as well as non-binary errors to accturand remedy, and taxonomies that make
a clear cut distinction between the two should tveedaway with (Pym, 1992; Hatim, 2001).
Melis and Albir (2001) suggest that error should d@proached from a functionalist
perspective. In their terminologyartial assessmen(not taking into account all the factors
involved in a translation) is practised in the teag context.

The notion ofunit of translationis defined in the process-based approach as tveela
term: “the stretch of source text on which a tratwsl focuses attention at a time” (Lorscher,
1993). Observations from both process (Lérsche®31%nd product-based (Toury, 1986)
empirical studies suggest that there are pedagagitications of what is identified as a
translation unit (single word lexical units vs. abes, clauses or sentences), and also how long
these translation units are. Malmkjaer (2001) sstggehat theclause seems to be the
generally accepted unit for translation, althougg meed to select a reasonably sized portion
of the text for attentional focus at any time ig ttame, whatever that unit is called. The
process-based research of intermediate transltagks in Chapter 6 confirms Malmkjaer’s
observation that selective attention, however, dugsmean attention to units in isolation
from the rest of the linguistic, cultural, or teatworld in which the units are situated.

Finally studies on translation as a testing dewisee overviewed, finding that the
theoretical background to translation as a praficyeexam task is practically non-existent.
No comprehensive validity studies seem to have peblished in testing journals so far. The
studies published mainly focus on specific tasktesting problems within testing translation
or mediation. These foci vary from statistical dalion of translation as an exam task (Buck,
1992) to the washback effect of grammar translatiprestions on teaching methods
(Watanabe, 1996), from the role and problems ofgedic translation in high-stake exams
(Heltai, 1997) to the face validity of the mediatitasks vs. other tasks in the ORIGO exams
(Katona, 2001), and from the role of translatiorthe language teaching of teacher trainees
(Dékany, 2002) to communication strategies in attemi mediation task (Benke, 2003),
among others. Although several important key issaed interesting details have been
focused on and researched, overall and comprelenslidity studies into the use of

translation as a testing device are still to follow



231

7.3.2 A tentative model of the construct of pedaggc translation

Based on some basic considerations from the titerareview to test validation
(Chapter 1) and translation research literatutgaf@er 2 and Chapter 3), @ntative model
could be suggested for thenstruct of pedagogic translation language proficiency exams.

The assumptions the model is based on wereeatefrom the exploratory reading of
the literature to translation research (Chapten@ 3) and can be found in Chapter 3.6. The
model is an adaptation of Bachman’'s (1991) modelwhich the facets of language
proficiency testing are accounted for.

Figure 7.1: A tentative model for the construct ofpedagogic translation in language

proficiency exams
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7.3.3 Implications

A list of the key aspects of translation from sitation research literature was identified
for the construct validity of pedagogic translati@hapter 2) and key concepts explored in
the assessment of translation performance thatoatribute to construct validity (Chapter
3). Thus thetheoretical outcomef the present research is the exploratory typeriical
reading of the concept of translation and of keyngin assessment of translation, both
contributing to the theory-based aspects of coostralidation. Thepractical outcomeof the
above research is the preliminary model of the ttoosof pedagogic translation suggested
for the purpose of internal validation for examtces.

The issues explored in connection with criteriagssessing the “quality” of translation
(“equivalence” and “translation norms”) as well the concepts of “error” and the “unit of
translation” are all central categories in creatpegformance scales for assessing levels of
performance in translation exam tasks. Another mgpd factor in developing assessment
scales is the educational and situational contmxa$sessment (different scenes in teaching
translation and translator training). As such ssdlave not been developed as part of the

CEFR, the present research can contribute to sexél@oment as a theoretical starting point.

7.4 Summary of quantitative research
7.4.1 Summary of findings from statistical analysignd conclusions

In this chapter the main research question fronpthiet of view of construct validation
was: To what extent does the translation task measuredheesor different foreign language
competence as other task types in the intermediaen? Is there anything else measured in
the translation task than language proficiency?

Data from real exams (ITK ORIGO, intermediate verittexams in English) were used
for analyses, from two sources: annual data froadamic years between 2000 — 2006 and
specific exam data from three separate exam dabestypes of data used were scores in the
five tasks, the total score, test takers’ sexesthait age. In the analyses, the effect of six
variables were examined: task difficulty, the effetthe sexes of test takers (m/f), the effect
of age, task types, and underlying traits. The outhused were: Descriptivatatistics
Compare means, T-Test, Correlations (Pearson)atilgly analysis (Cronbach alpha), a
modified Multitrait-Multimethod matrix, Multipe ragssion, Principal component analysis
and Principal factor analysis.

Research question 1 aimed to find out how the difficulty of translaticas a task type

compared to the difficulty of the other task tyjpeshe intermediate ORIGO exam of English.
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First the sizes of the intermediate English examupation in the given six academic years
were compared and the issue of the consistencya@ngeters that describe the population
was raised.Translation together withReading Comprehensiohave been found to be
consistently the least two difficult task typestlee six academic years, with the tendency for
Translationto become increasingly easier. Considerable @iffees (19,5% difference in pass
rates) were found between individual translatiosk$aadministered at specific exam dates
(rank order varying between 5 - 1) that cannotrterpreted in the light of the much more
stable statistical parameters for the other tagkgyn the same exams.

Research question 2 aimed to examine how the sexes of test takerse(featale)
affected translation performance. Both the annaah éind the specific exam data showed
constant differences in the Means ranging betwe®é 0 2,22 p (4%-9%) of the maximum
points available), both in the annual and the d$jpe@xam data. T-tests for the three
Translationtexts in the specific exams showed that a sigaifidifference was found with
the three textsLeonardq Mayor urgedandArctic Meltdowr). The implication is that women
may need more training in exam preparatory classes.

Research question 3 aimed to explore what effect age had on transigterformance.
Practically hardly any correlation was found betwesge and performance in the three
translation tasks, as all the correlation coeffitse(Pearson) were close to 0, or sometimes
even minus (worse performance as age increases)efféct of age was not found automatic
or linear, but parabolic. When test takers wereugeal into three major groups: aged (14-19),
(20-25) and (26-31), then it was found that differeanslation texts resulted in differences of
Means to a different extent. Weighted Means shaivedldest age group (26-31) to perform
constantly the best. The differences of Means batwest takers aged (14-19) and those aged
(19 and above), were found to be significant witl texts Leonardo and Arctic Meltdown
and not significant with théMayor text, a different finding from the effect of thexes
(male/female) on performance.

Research question 4 addressed the question how reliable the measdrgarslation
performance are in ORIGO intermediate exams. Theativreliability measures in the three
sets of tasks are within the preferable range (@8000). Overall reliability of the exam
would not increase if translation were deleted fiitve exam, thus test developers’ claim that
Translation does not decrease overall reliability in ORIGO rasawas confirmed. Further
measures of reliability showed tHBtanslatin figured as the™ (Mayor urged, 3¢ (Arctic
Meltdowr) and 4" (Leonardd most reliable task in the exam, indicating tiet teliability of

Translationdepends on other factors than the task type.
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Research question 5 examined what kind of relationship exists betwegegrformance
in the translation exam task and performance erotasks (types), and also, to what extent
translation determines the overall performancehm ¢xam. As theCorrelation (Pearson)
betweenTranslationand the other tasks/skills are all within the ®of < 0.584 but > 0.408,
being all moderate, one can conclude that this maeetrength of association suggests: the
Translationtasks do not measure the same aspects of languafigency as the other tasks
(types) do. The tendency is for tReading comprehensicend thelnverse Translatiorto
produce somewhat higher correlation wittanslationthanM/C Test andWriting do.

From themodified MTMM matricesin which the concept of construct validity was
explored with the help of convergent and discriminaalidities, only a very weak pattern has
emerged that can confirm assumptions in the coctstifoat Translation and Reading
comprehensioms well as M/C TestandInverse translatiorand finallyInverse Translation
and Writing measure aspects of language proficiency that awee melated than other
combinations of these five task types. With Mayor urgedtranslation text especially, the
correlation between two task typdsdnslationandinverse translatiopthat are not supposed
to be closely related was found to be unexpectedi (0.584) as compared to the other
correlations, suggesting that the directionalityt@nslation may not be as important with
certain texts as underlying assumptions in thetcocissuggest.

From Multiple Regressioranalysis the conclusion is that all the five tagksedictor
variables) in all the three exams are significanfje of them were removed from among the
predictor variables that significantly increase tpeedictive power of the model. The
Standardised Beta coefficients showed the relatgetribution of the tasks (predictor
variables) to the model (predicted variable), dndnslationwas found among the first two
best predictors of performance in the exam.

Research question 6 sought to find out how many principal factors omponents can
be identified in the overall exam structure. Pmincipal Component Analysi§Stepwise
method) of the exam structure for the five taské€s) it was found that in all the three exams
only one principal component was extracted. That #ircomponents account for ~ 93% of the
total variance, thus one task could easily be ddlefrom the exam for practical
considerations, if pedagogic considerations alstifigd such a decision. When the analysis
was run again with 2 principal components hypo#exsi then a second principal component
was extracted Translation and Reading comprehensiotbading on a second principal
component in two exams), indicating that an undeglypattern tends to exist in the data,

although not with allTranslationtexts Mayor urgedan exception).
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Principal Axis Factoring (Varimax rotation) wasnrwith 7 variables entered: the 5
tasks, pluAgeand theSexesas two additional variables. The purpose of theysis was to
find out how many factors/underlying traits candstected in the exam structure. In tife 1
exam data (March, 2001 l-eonardotext) only 1 factor was extracted, the 5 taskdcatled
on this one factor (language proficiency). In teeand exam data (November, 2000ayor
urged 2 factors were extracted: Factor 1 = all the ftasks (language proficiency), and
Factor 2 =TranslationandAge In the third exam (March, 2002Afctic Meltdowr) 3 factors
were attempted: Factor 1 = all the five tasks (lexgg proficiency), Factor 2 Franslation
andReading comprehensipwhile theSexedad a relatively high and negative factor loading
on this factor, and Factor 3Age Thus analysis from Principal Axis Factoring sugjgehat
certain translation tasks (not the task type) hevémpact on the construct of the exam, and

may function as a second factor.

7.4.2 Implications and recommendations

Methodological implications and recommendations concern the paleruse of
recommended validation techniques and procedurefafmguage exam boards in construct
validation.

Before analysis is done for construct validatitw, $tability of the exam population size
and of overall performance should be analysed fifisen the effect of variables such as task
type, task difficulty, sexes and age can be exglinethe help of descriptive analysis of pass
rates, differences of means, correlation betwesktiges, between performance and sexes as
well as performance and age. The consistency @ fiatpass rates across task types and
within task types should also be checked, as veetha overall reliability of the sets of tasks
and reliability of individual tasks within the sefshe relationship between task (types) can be
explored by the help of Multiple regression, a nfiedi MTMM matrix, whereas the two
types of Factor analysis: Principal Component Asiaglyand Principal Axis Factoring can
identify the principal components and the numbeuraderlying traits measured in the exam.
Results from the analyses might be contradictony,tbey should be seen as exploring the
complexity of the relationships among the varialaled should be interpreted in one complex
final claim in construct validation.

Researchimplications suggests that certain aspects of ré&ionship between the
variables as well as more profound understandinth@fcontradictory findings in statistical
research call for other research methods and agipeseao complement findings in statistical
analyses. Such issues identified are differencewdam the performance of males and
females in the intermediate translation tasks, nba-linear interaction between age and
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performance in the translation task, and the reagioy translation (together with reading
comprehension, age and occasionally the sexes$ teneémerge as a second weak factor in
explaining variance in the exam performances, thedasic exam structure.

Pedagogicimplications mainly concern a) the hypothesise@atfof age and b) the
relationship between task types measuring differagpects of language proficiency.
Statistical analysis indicates that although nedmrelationship was found between age and
translation performance, and also correlation betwthem was very low, factor analysis
indicated that it still might be considered as akveecond factor in explaining variance in the
scores. On the other hand, however, translationcaasistently found to be in the two easiest
task types (together with reading comprehension)thie@ intermediate exam, although
individual translation tasks may differ considesalnl their difficulty and other measures, as
well as in their interaction with age and the sexXesthe correlation between task types was
found to be consistently moderate, and principahmonent analysis as well as initial factor
analysis confirmed that there is one principal congmt or factor in the exam structure, test
developers’ claim that translation does not measam®e underlying trait different from
language proficiency measured in the other tasksygan be confirmed. When the variables
of Age and the Sexes were added, however, Traosléénded to emerge as a weak second
factor. Further research would be needed to exphareeasons for that.

Until further reasons for the contradictory fingegnare revealed from other types of
research, the methodological recommendation isdinde all the statistical analyses in actual
construct validation, and do it routinely with hightake exams. All the more so, as analyses in
this chapter confirm that validity of an exam id fmund but established through analysis and
valid inferences, and should be done for all sétasks to establish their individual validity,

for test developers to be able to draw the necgssmsequences form analyses.

7.5 Summary of process-based research
7.5.1 Summary of findings from think-aloud protocok and conclusions

What emerged from my prolonged engagement in TARamreh in connection with its
potential use for exam centres is three consideratia) TAP research method can yield very
rich and promising data, b) this method seems fter mew dimensions for exploring
students’ translation strategies and thought pattesffering enormous research potential, and
c) it can contribute with new and promising findirtg translation validation research.

In the present research the following findings egedrin the three research questions:

Research question 1 sought to find outwhat actually happens when intermediate

students translate exam tasks.
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It was found that not everything gets verbalisedTHWP, automatic processes with
intermediate students cannot be researched invtys Other research methods are needed to
reveal automatised processes (e.g. product-basedroh). What gets verbalised is inherently
problem solving. What happens when intermediatdesits translate exam tasksniserently
not different fromhow the process dfanslationas described in translation research literature
(Lorscher, 1991; Gile, 1994; Bell, 2001): the tlater using micro-strategies (at the level of
clause, or under) and macro-strategies (or expstiategies, level of text), relying on
background knowledge (external information not give the text: information about the
language, the topic, the ST or TT culture, or theley etc.), and occasionally reflecting on
the translation process, itself.

All the moves could be categorised in a combinedleh@f the translation process
(Gile, 1994) and problem solving in general (Genal &cNeill's model, 1998), belonging
either to the comprehension phase (identifying lemb analysing problem) or the
reformulation phase (proposing solution, analyssafution). The translation process with
intermediate students is not linear (longer tramaieunits transferred in automatic processes),
but very dynamic, with frequent and constant svagctbetween ST and TT, in short
translation units, proceeding in cycles of analysimthesis and revision, and returning to
problems unsolved. Mainly lexical items (words, nqhrases) are identified as problematic
translation units (with a special focus on unfaamilwords and dictionary work). Less
emphasis is given to segmentation of sentencesprgadical analysis, and other macro-
strategies. Some students (relying on previousitrg) use such explicit strategies and can
use them consistently. Further analysis of the TR collected could quantify the above
observations. Thought patterns can be identifiethéncoded protocols, and thought pattern
formulas created (e.g. IB.PS, 2 moves only, Example 16) that can charactgrsblem
solving strategies and particular test takers.

Findings 1-6 apply to TAPs of both translation &®sknd thus were not found as text
specific.

Research question 2 addressed the issue of translation stratetjes: the use of think-
aloud research can help to understand what tramsfastrategies are needed to produce
acceptable translations at intermediate level.

First strategies were identified in the scripted PEA then grouped into two basic
categories: successful and unsuccessful stratedfspendix C, pp. 123-127), finally a
method was suggested for further research. Theolisstrategies suggested should be
considered as tentative, empiricallybased listof potentially successful and unsuccessful

strategies that can produce acceptable translatioirgermediate translation tasks. Further
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exploration of the data and further research isleéeto make the list more definitive. Such
further research should involve further text typad translation topics.

Research question 3 aimed to explordnow language testing research can profit from
the use of think-aloud research of translation exasks.

Thought patterns characteristic of particular stisiean be established by exploring all
the TAP data collected. To establish what is typodaa student, one should be able to count
and describe all the patterns of moves performethéystudent and establish typical patterns
afterwards, which is a potential direction for het research of the data collected. The
thought patterns explored seem to be modified bgtofa (task difficulty, language
proficiency and background knowledge). These actofa that have to be dealt with when
translation tasks are validated. By the help of ganmg numbered moves for the same
translation units with different test takers (higHevel and lower level students), their
problem solving strategies and thought patternsbeacompared. In a kind of item analysis,
these TAP units can be explored for the difficatythe particular translation units.

The number and length of major phases in whichrdreslation happens when students
cope with translation exam tasks can be identiiredAPs. By comparing the number of
phases and the number of moves these phases iradunigs tasks and across students, both
the difficulty of translation texts can be compared the same students translate different
texts-, and individual students can also be prdfifer the major structure and macro-
strategies they use in their translation process.

Limitations,however, to TAP findings at intermediate levefgmeral, and to the list of
successful and unsuccessful strategies in parntjcstould be acknowledged. First of all,
male and female participants tend to verbaliseebfitly, female participants tend to provide
a lot more data and more strategies, thus findivithtend to be based on female participants’
contribution, whereas in the final analysis of ame male participants tend to be more
successful in translation tasks (Statistical anslya Chapter 4 also confirmed that).
Secondly, any such list of successful and unsutidessategies should be considered as a
collection of options and suggestions only, as T@search indicates that thought patterns in
problem solving tend to be characteristic of indials, thus no ‘uniform’ solutions could be
recommended. Thirdly, the present research is ariigst step to explore the potential of the
method, and an exhaustive listing of all possilategies used by students in the amount of
data collected was not possible, because of latknaf. Fourthly, in two translation tasks not
all possible translation problems appear, thustype and nature of the two texts may have

determined the scope of strategies explored.
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7.5.2 Implications

By the help of TAP research exam centres can expksues identified in statistical
research: why and how certain translation tasksaeldifferently. The analysis of TAPs
showed that the easier tagkr¢tic Meltdowr generated more verbalisation and more useful
data in connection with translation strategies ttienmore difficult taskNlayor urged text.
TAP research showed that the difficulty level destaated in théVlayor urgedtext can result
in thought processes that tend to break down. Tindengs from the TAP research confirm
findings in the statistical analyses that transtatiasks at intermediate level should be above
the difficulty level identified in thé/layor urgedtranslation task.

The amount of work and resources involved in TAseaech indicate that it may not be
routinely done in translation validation on an gvday basis. The present research design
with two tasks and eight participants, however, prased that even research on this scale can
yield enormous research potential for construddesibn purposes, especially from the point
of view of response validity (Weir, 2005), investiong, what actually students do when they
translate.

As statistical analysis has confirmed, construtitleiion with particular tasks cannot be
regarded as valid for ever. TAP research also sigdeat different topics, different difficulty
levels and different participants interact in a ptew way, the exploration of which calls for

prolonged engagement in such research.

7.6 Summary of product-based research
7.6.1 Summary of findings from corpus analysis and conclsions

Corpus-based research of translation scripts séeroffer the long awaited empirical
basis for researching on a larger scale what happethe translation task at the level of
translation units, and to do statistically substdat research on such translation items. The
automaticfrequency countaind thesort by functions of a concordance programme makes
analysis of particular translation items feasibtel aeasonably manageable even on the scale
of a 100 scripts or more.

The research questions focused on the potentedbiting a concordance programme
for empirically supported analysis of translatianifsts.

The hypothesis ifResearch question 1, as to any high correlation exists between the
overall statistical properties of the corpus ahé dverall difficulty of the translation task, had
to be rejected as neither the word/sentence ratiotime type/token ratio seems to be an

indicator of overall task difficulty, when compartddata from descriptive statistics.
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In Research question 2, the potential of frequency counts relating to agiety and
types of learner errors and good translations, el ag the possibility of creating a typical
learner translation of a sentence, or even of thelevtext, were examined. Data analysed
proves that an incredible variety exists of bothegtable and unacceptable translations of
translation units, providing empirical evidence the idiosyncratic nature of translation.
Pym’s (2002)definition of translation seems to be substantiateitie context of intermediate
test takers’ translation of translation exam taskanslation potentially means generating an
infinite number of target text versions and degyon the most appropriate one. If exam
centres published such analyses, it could help twheachers who prepare candidates for
the exam, and the candidates themselves, as i deumhonstrate what type of performance a
typical candidate can give at that particular lemahat task. It would also be useful for item
writers or test developers as they could properdy rthe difficulty of particular parts of the
text. Such a typical learner translation would lzesdal not on impressions or notes from
marked papers but on statistically supported eviddrom real papers

Research question 3 focused on the potential of item analysis for $tation items. It
was found that, based on thert by headwordunction of a concordance programme and also
frequency counts, a particular translation item ¢en analysed for item difficulty and
discrimination. That kind of corpus-based evidenteyutinely provided, could end endless
debates between markers as to what really corestitdifficulty for the candidates in the
given translation task, and to what extent. Initamld to its extreme use for test developers
and item writers, such analysis, if made publigjldcalso help teachers and candidates to
better understand what constitutes real difficuttyranslation tasks, and could contribute to
demystifying the translation exam task.

Frequency counts can also be the basis for tryugatternative marking schemes
(Research question 4), either in the pre-testing period or before fisialg the marking
scheme, as well as in the development of new wsia reform periods. By the help of
frequency counts it is possible to foresee to vexaent certain modifications would change
the overall task difficulty or the pass rate, adl\ws whether they would discriminate against
the weaker or the better candidates.

The most exciting area is doing large scale engllyicupported research on translation
strategies Research question 5). Minimal analysis is already possible based auudency
counts and insight from the researcher. If, howepeoper annotation for strategies was
added, successful and unsuccessful translatiotegiea could be explored from a product-

based approach, revealing automatized strategiee$s-based research cannot tap.
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The present research undertook to explore the falteuse of the corpus research
method in validating translation exam tasks fronpraduct-based research aspect. More
detailed analyses and possibly generalisable fgdiwill hopefully be given in further

research.

7.6.2 Implications

Depending on resources available, the presengmexi 100 translation scripts/exam
session processed by the help of a Concordancegonoge as a tool, seems to be feasible for
large exam centres to do routinely, even if notefoery exam session.

The areas in the task production phase whereanalyses could be valuable are: a) the
pre-testing phase before finalising a marking sahdm the post-exam period for checking on
the relevance of the marking scheme, c) the pendusn major changes in the evaluation
system are planned, and d) the development of mew® with translation tasks. If routinely
done, detailed item analysis of these translatmskd could also work toward building
stronger consensus among item writers about wlaltyreonstituted a problem for the
candidates, and to what extent, and could contiltatmore awareness of the level and
difficulty of texts when preparing such translatitasks. Exam centres therefore should
consider exploring the possibility of regular udecorpus research techniques for the above
purposes.

Such corpus analysis of translation exam task&dcaontribute to establishing aspects
of construct validity: mainly scoring validity byxamining the variety of responses and
checking item difficulty and discrimination for trelation items, as well as response validity
by analysing the product-based aspect of translati@tegies used. The use of such analyses
could add an extra source for validation: largdesstatistical analyses of real exam scripts at
the level of translation units. Therefore exam mnshould consider using corpus research
for validating their translation tasks. Publishitige results of such validity studies to the
public could also improve the face validity ofgltontroversial exam task in Hungary

Translation theory could also profit from suche@sh as, with the help of annotation
for translation strategies, researched from thélymtbbased approach, it would be possible to
break down the translation skill for its gradednadmts by mapping what strategies candidates

with defined performance level use.

7.7 A general final overview of the present reseainc
The expected theory-based outcome of the pressetimeh was a) a list of the key
aspects of translation from translation researtéraiure that can be identified for the
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construct validity of pedagogic translation, b) eelipninary model of the construct of
pedagogic translation, and c) key concepts explaredhe assessment of translation
performance that can contribute to construct viglidihe expected outcome from empirical
research in the present dissertation was methoperex for a) analysing exam data for
construct validity and reliability, b) probing intine potential of think-aloud protocols in
addressing response validity (a part of constratitlity) and c) probing into the potential of
corpus-based research for contributing to scoralgliy (a part of construct validity).

Thelntroductionpresented the context of the testing scene in Biyngvith competing
approaches to testing, focusing on the use of rediawithin that translation) in
communicative language proficiency exams, andntesl for the present research because of
the conspicuous absence of complex validity studms controversial issues about the
validity and reliability of translation as a commicative language proficiency testing
instrument.

Chapter 1lemphasised the general acceptance of Messick&)lnitary concept of
validation in language testing, presented Bachmeoixept of construct validation in more
depth, which subsumes several types of validitiesne theoretical framework. For practical
reasons, Weir and Shaw’s (2005) theoretical soognitive framework for an evidence-
based validity approach was identified, which affartemporal frame for exam centres when
complex validation procedures are carried out acfpce. Weir and Shaw’s framework breaks
down Bachman’s concept of construct validation mi@nageable steps and units. These units
constituted the general research design in theeptessearch.

In Chapter 2 and 3the theoretical background to the concept of tedio®m was
explored from a somewhat historical perspectivel as a result a list of the key aspects of
translation was identified for the construct valdof pedagogic translation, a preliminary
model of the construct of pedagogic translation waggested, and key concepts were
explored in the assessment of translation perfocedhat can contribute to the construct
validity of pedagogic translation.

Chapter 4, 5 and Gocused on statistical, process-based and prdzhsgd methods
within empirical research. Data from ORIGO interiia¢el written exams of English were
used for exploring the construct of the exam fqreass of construct validity and reliability,
some claims about the validity of the translatiasktat intermediate level were confirmed,
but also some problematic issues identified (Chagfe The potential of think-aloud
protocols in addressing response validity (a pdricanstruct validity) was probed into
through the analysis of think-aloud protocols reear with students performing the
translation of ORIGO intermediate translation tagkhapter 5), and a tentative list of
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empirically evidenced translation strategies usgdnbermediate level test takers suggested.
The potential of corpus-based research in contrigub scoring validity (a part of construct
validity) was explored using data from three ORIBé@nslation exam corpora (Chapter 6),
and new techniques for doing item analysis typenwéstigation of translation units were
suggested. In addition to concrete findings, thiezemme of the empirical research should be
seen, first of all, as contributing to the methadmtal aspects of construct validation in three
areas: recommending the methodology for statisacalyses in the construct validation of
translation tasks, the methodology to explore tedims strategies and the actual translation
process with intermediate test takers, and findiley methodology to enable exam centres to
explore aspects of scoring validity in large nunshafrtranslation scripts.

Based on the theory-based and empirical researteipresent dissertation, the final
answers about the pedagogical use of translatiolafiguage proficiency testing are:

a) pedagogic translation can fit the context of samicative language teaching, as both
theory-based and empirical research provided eceléor that,

b) translation at intermediate level does not memsny other factor than foreign
language proficiency (correlation, multitrait-muoiéthod matrix, principal component
analysis), although with difficult translation taskt emerges as a second weak factor
(principal axis factoring),

c) new research methods in construct validationooantribute to increasing the validity
and reliability of the assessment of translatioriggenance,

d) performance in the translation exam tasks da¢sheed strategies the teaching of
which could not be placed within the context ofadieing foreign language proficiency in
general.

7.8 Final recommendations

Both the theoretical and the methodological outcarhéhe present research could
contribute to the construct validation part of mtd validation that language proficiency
exam centres are going through at the moment inghiyn when working on establishing
validity for their exams in linking their levels ©GEFR levels. Both the theoretical and the
methodological outcome of the present researchdcoohtribute to developing translation
performance scales in Hungary for the purposeniing translation to CEFR levels again,
thus contributing to an area in language testihg (talidation of mediation) that has been

under researched in mainstream language testergtlire so far.
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Appendix A - Statistial analysis

Annual data
Academic year 2000-2001 - Descriptive statistics

Statistics
teszt as00n iraz forditis szhvér Geszpont sziiléw nemek
N Walid TR T TR T aE o7 A5 =TT ETaT T aE
Megfelelési %: 4,4 % 28,6 % 42,7 % 44,4 % @3 % 355 % -
Mean 7 B4 10,57 7495 12,35 817 43,00 | 197948 1,50
Std. Eror of Mean Ruk]=i fniciu] 015 ulcial 0z4 09z fucin} julu)ed
hedian 2,00 14,00 2.00 13,00 9,00 50,00 198200 2,00
Maode a 13 a2 a a G0 1953 2
Std. Deviation 3,070 5,806 248258 G864 4,706 18,176 5872 =k |
Wariance =) ac] 234,879 8577 47,115 22,147 330,299 35 660 29
Range 16 26 16 25 20 ar 24 1
Minimum u} u] u} a a a 1903 1
tl aximum 18 25 18 25 20 ar 1957 2
Fercentiles 25 5,00 7.0 5,00 F.00 G,00 36,00 197,00 1,00
a0 2,00 14,00 2.00 13,00 9,00 50,00 198200 2,00
75 10,00 15,00 10,00 158,00 13,00 61,00 1983,00 2,00
Ratio of the sexes
rermek
Cumulative
Frequency | Percent |[Walid Percent Fercent
Walid A1 15626 40,3 40,3 40,3
2 23122 5407 5.7 100,0
Total 32748 1000 100,10
Compare means (sexes)
Report
nemek teszt as00n iras farditas szhvert Gsszpont
1 hlean F.4a6 10,82 F.21 132,07 Q.40 42 65
M 15626 15626 16626 16626 16626 16626
Std. Dewviation 2,082 5,984 2,087 5,798 4722 18,205
2 hlean Ei=] 10,94 8,02 11,86 Q.02 47 56
N 23122 23122 23122 23122 23122 23122
Std. Deviation 3,056 5852 2838 == 1al] 4,689 18,1432
Total hlean ¥ B 10,87 F.hs8 12,35 a7 42,00
M 28748 38748 28748 28748 38748 38748
Std. Deviation 3,070 5,906 28249 6,264 4,706 18,176




Academic year 2001-2002 - Descriptive statistics

Statistics
tesst a500n Iras forditas szhvért Gsszpont sziiléw nemek
H “Walid Fe27a F827a 29273 29273 Fe27Ta 29273 JR2TE F927a
Megfelelasi %: IFE8% 2.1 % 42 6 % 452 % a0,9 % 38,5 % -
Mean 738 10,97 7Aaz 12,83 11,01 50,12 1930,12 1,60
Std. Error of Mean J1G k| 014 033 0z4 091 30 a0z
Median F.0a 14,00 .00 14,00 12,00 541,00 1933,00 2,00
hode 5 u} ] a 13 [=1n] 1934 2z
Std. Deviation 2,244 5,224 2,865 5,455 4,723 18,114 5,044 440
Wariance 10,5921 38,732 8,215 9 GET 22,355 328,105 26,534 240
FRange 15 25 15 25 20 ag 52 1
minimum u} u} u] u} u] u] 1936 1
Ml aximum 15 25 15 25 20 ag 1983 2
Ferzentiles 25 5,00 g,00 &,00 =Ruln] 2,00 38,00 1972,00 1,00
a0 F.oa 11,00 2,00 14,00 12,00 541,00 1923,00 2,00
Fi< 10,00 16,00 10,00 18,00 15,00 53,00 1924,00 2,00
Ratio of the sexes
rermek
Cumulative
Frequency | Fercent [Walid Percent Fercent
Walid 1 15746 40,1 40,1 40,1
2 23532 599 599 100,0
Tuotal 39278 100,0 100,0
Compare means (sexes)
Report
nemek teszt as00n iras farditas szhvert Gsszpont
1 hean 7,149 10,92 7.824 13,892 11,43 51,30
M 15746 15745 15745 15745 15745 15745
Std. Dewviation 2,288 5,293 2,959 5,288 45678 18,045
2 hean F.51 11,04 7.87 12,11 10,73 49,33
M 23532 23532 23532 23532 23532 23532
Std. Drewiation 3,208 G176 2,794 5,967 4,741 18,117
Tuotal hean EiRcE] 10,87 7.8z 12,83 11,01 50,12
M 39278 39278 39278 39278 39278 39278
Std. Dewiation 23,2494 5,224 2866 5,365 4,728 18,114




Academic year 2002-2003 - Descriptive statistics

Statistics
tesst a500n Iras forditas szhvért Gsszpont sziiléw nemek
H “Walid FM7ED 3M7E0 70 FM7ED TG0 HMTE0 74 TG0
Megfelelési %: 2359 % 40,5 % 437 % 42,7 % 55.9 % 44.5 % -
Mean 725 12,47 8,00 1327 11,62 52 61 1980,85 1,59
Std. Error of Mean 013 M35 016 037 0z4 Jos uctd] fului]
Median F.0a 13,00 .00 14,00 12,00 5,00 1984,00 2,00
hiode 5 14 ] a 13 [=1n] 1985 2
Std. Deviation 3,415 5,273 2,875 G, GGG 4,352 18,727 5,266 48z
Wariance 11,662 9,920 8,267 44,432 18,937 280,705 30,261 2493
Range 15 25 15 25 20 ag 48 1
Minimum u} a u] o u} u} 1940 1
Ml aximum 15 25 15 25 20 a3 1989 2
Ferzentiles 25 5,00 8,00 &,00 =Ruln] 9,00 44,00 1979,00 1,00
a0 F.oa 132,00 2,00 14,00 12,00 S4,00 1924,00 2,00
El] 10,00 18,00 10,00 19,00 15,00 6,00 1925,00 2,00
Ratio of the sexes
rermek
Cumulative
Frequency | Percent |[%Walid Percent Farcent
Walid 1 13131 41,3 41,3 41,3
Z 18629 52,7 52,7 100,0
Tuotal 217ED 100,0 100,0
Compare means (sexes)
Report
nemek teszt as00n iras farditas szhvert Gsszpont
1 hean 7.z 12,27 7.83 13,97 11,85 53,04
M 13131 13121 13131 13121 13131 13121
Std. Deviatian 2,528 5,945 2,019 5,652 L Rcicc) 19,112
2 hean F.25 12 .62 2,11 12,78 11,496 52,31
M 18628 18629 18628 18628 18628 18628
Std. Drewiation 3,321 6,154 2763 G627 4,267 18,445
Total  Mean 725 12,47 2,00 13,27 11,62 52 61
M 21760 F7FEQ 21760 31760 21760 31760
Std. Dewiation 23,415 5,279 2,875 G GEG 4,262 18,727




Academic year 2003-2004 - Descriptive statistics

Statistics
tesst a500n Iras forditas szhvért Gsszpont sziiléw nemek
H “Walid 29716 29716 29716 29716 21716 21716 21716 21716
Megfelelési %: 24.4 % 239 % 20,49 % 20,8 % 46,2 % 225 % -
Mean .32 11,38 7.7a 11,86 10,63 47 .90 1851,49 1,59
Std. Error of Mean 021 043 014 045 030 23 45 fului]
Median spuln] 12,00 .00 132,00 14,00 49,00 1985,00 2,00
hode 5 a ] a 13 [=1n] 1986 2z
Std. Deviation 3,142 5,401 2873 5,629 4,425 18,156 56577 48z
Wariance 9,870 40,977 8,265 43,933 19,585 220,624 44,584 2492
FRange 15 25 15 25 20 =ld] 47 1
Minimum u} a u] o u} u} 1942 1
Ml aximum 15 25 15 25 20 1] 1980 2
Ferzentiles 25 4,00 7.0 &,00 F.aa 2,00 36,00 1979,00 1,00
a0 .00 12,00 2,00 12,00 14,00 49,00 1925,00 2,00
El] .00 16,00 Q.00 17,00 14,00 51,00 1926,00 2,00
Ratio of the sexes
rermek
Cumulative
Frequency | Percent |[%Walid Percent Farcent
Walid 1 2954 4.2 4.2 4.2
Z 12752 52,8 52,8 100,0
Tuotal 21716 100,0 100,0
Compare means (sexes)
Report
nemek teszt as00n iras farditas szhvert Gsszpont
1 hean G,14 11.28 =] 12,75 10,849 43 .67
N 2054 2054 2054 2054 2a54 2054
Std. Deviatian 2,195 5,945 2,992 5,607 g2 18,231
2 hean 6,45 11,45 T3 11,29 10,449 47 35
M 127682 12762 12762 12762 127682 12762
Std. Drewiation 3,087 6,369 2,786 56672 4,408 18,084
Tuotal hean G232 11,38 7.7 11,86 10,63 47 .80
M 21716 21716 21716 21716 21716 21716
Std. Dewiation 3,142 5,401 2,873 5,629 4,426 18,156




Academic year 2004-2005 - Descriptive statistics

Statistics
tesst a500n Iras forditas szhvért Gsszpont sziiléw nemek
H “Walid 20135 20135 20135 20135 20135 20135 20135 20135
Megfelelasi %: 22,49 % 388 % 423 % 51,6 % 52,9 % 41,1 % -
Mean 5,98 12 24 7.4 13,70 11,30 51,15 | 188320 1,59
Std. Errar of hean 02z 094 01g 046 nzz Az4 n47 Juli=:
Median spuln] 13,00 .00 15,00 12,00 53,00 193G,00 2,00
hode 5 16 2 a 14 [=1n] 1987 2
Std. Deviation 2,140 5,208 2723 5,576 4,497 18,287 G626 =]
Wariance 9,861 38,539 T3 43,249 20,227 F34,431 42907 293
FRange 16 25 15 25 20 a7 47 1
minimum u} a u] u} u] u} 1944 1
Ml aximum 16 25 15 25 20 a7 1991 2
Ferzentiles 25 4,00 8,00 &,00 =Ruln] 2,00 40,00 1921,00 1,00
a0 .00 132,00 2,00 15,00 12,00 523,00 1926,00 2,00
Fi< .00 1700 10,00 19,00 15,00 5,00 1987 .00 2,00
Ratio of the sexes
rermek
Cumulative
Frequency | Percent |[Walid Percent Fercent
Walid A1 8342 41,5 41,5 41,5
2 11787 5845 58,5 100,0
Total 20135 1000 100,0
Compare means (sexes)
Report
nemek teszt as00n iras farditas szhvert Gsszpont
1 hlean 587 12,29 F.Ba 14,26 11,48 51,756
M 342 8343 8342 8342 8342 2348
Std. Dewviation 2,152 5,254 2,792 5592 4,444 18,178
2 hlean = jnls] 12,29 F.hs8 13,30 11,16 50,74
M 11787 11787 11787 11787 11787 11787
Std. Deviation 3,129 G175 2672 G6.572 4533 18,254
Total hlean 5038 12,29 F.04 13,70 11,30 51,15
M 20135 20135 20135 20135 20135 20135
Std. Deviation 2,140 6,202 2723 G576 4,497 18,287




Academic year 2005-2006 - Descriptive statistics

Statistics
tesst a500n Iras forditas szhvért Gsszpont sziiléw nemek
H “Walid 2115 21158 2115 2115 2115 2115 2115 2115
Megfelelasi %: 228 % 445 % 48,4 % 59 % a0,1 % 45,3 % -
Mean 587 13,34 824 14,79 141,06 53,30 1930,54 1,59
Std. Error of Mean 037 JGT 032 075 052 210 033 ulnid)
Median 5,00 14,00 .00 16,00 12,00 55,00 1933,00 2,00
hode 5 16 =] 20 14 [=1n] 1987 2
Std. Deviation 3,344 5,025 2,882 5,736 4,632 18,954 Tz 48z
Wariance 11,161 36,333 8,342 g5,054 21,823 349,270 G2.747 292
FRange 16 25 15 25 20 a9 47 1
minimum u} a u] u} u] u} 19445 1
Ml aximum 16 25 15 25 20 =1=] 1992 2
Ferzentiles 25 2,00 9,00 7.aa 11,00 2,00 44,00 1977 .00 1,00
a0 5,00 14,00 2,00 16,00 12,00 55,00 1923,00 2,00
Fi< .00 18,00 10,00 20,00 15,00 &7.,00 1987 .00 2,00
Ratio of the sexes
rermek
Cumulative
Frequency | Percent |[Walid Percent Fercent
Walid A1 3340 41,2 41,2 4.2
2 4775 588 58,8 100,0
Total 2115 1000 100,0
Compare means (sexes)
Report
nemek teszt as00n iras farditas szhvert Gsszpont
1 hlean 5,89 13,239 8,22 15,50 11,38 54,37
M 3340 23340 3340 23340 23340 3340
Std. Dewviation 2,509 5,137 2,077 5,280 4,526 19,362
2 hlean 5,86 13,230 8,26 14,230 10,849 52,66
M 455 4775 4575 4775 L) A5
Std. Deviation 3,218 5,851 2,749 G 676 4667 18,620
Total hlean 587 13,34 8,24 14,79 11,06 53,30
M 21145 2114 2115 8115 2115 2115
Std. Deviation 3,34 6,022 2888 6,786 4682 18,854




Intermediate English - March, 2001 (Leonardo)

Statistics
tesst a500n Iras forditas szhvért Gsszpont neme sziil éw
H “Walid o917 o917 917 9917 9917 9917 9917 9917
hegfels: 28.9% 25 1% 40,8 % 47 5% 28.2% 35,2% a a
Mean T.4564 10,4625 78141 12,7163 Q7206 43,1599 15316 19787505
Std. Error of Mean 030056 05333 02813 07122 04393 8647 00434 05412
Median 2,0000 14,0000 28,0000 14,0000 10,0000 50,0000 20000 (952 0000
hode =Ruln] 13,00 7.0 pulu} 9,00 0,00 2,00 1983,00
Std. Deviation 298311 5,80923 2.890079 F.0az19 4872365 | 18 55919 2155 5,38922
Wariance 2,959 33,747 2,415 50,299 23,740 344,815 242 29,044
Range 15,00 25,00 15,00 25,00 20,00 94,00 1,00 48,00
minimum o palu} oo oo pLaa) oo 1,00 1932,00
b aximum 15,00 25,00 15,00 25,00 20,00 94,00 2.00 | 1937.00
Ferzentiles 25 5,0000 5,0000 &,0000 28,0000 &,0000 35,0000 1,0000 [1978,0000
a0 2.0000 11,0000 2.0000 14,0000 10,0000 00,0000 2,0000 [9g2,0000
Fi< 40,0000 15,0000 10,0000 18,0000 13,0000 51,0000 20000 {923 0000
Compare means (sexes) - Leonardo
Report
neme teszt as00n iras forditas sZhvért Gzszpont
1,00 hdezan 72163 10,4204 77800 12,6712 0,8469 43 044
M 050 4050 050 4050 050 4050
Std. Dewiation] 2073449 585037 2.89473 &.91009 424150 | 18,40728
2,00 hdean 7E221 10,9854 78376 12,0568 95334 | 475252
M 5267 S267 5267 5367 b=l 5367
Std. Dewiation] 200566 572106 2839415 F.14E0 4,29206 | 18, 66296
Tuotal hean 7669 10,4625 F.81HM 1271632 97206 4, 15699
M Q917 Q917 Q917 2917 2917 2917
Std. Dewiation] 299314 5,280023 2.90073 7.092142 4,87236 | 18,56919
Correlations between task types - Leonardo
Correlations
teszt a500n iras forditas sZhvért
te==t FPearsan Correlation 1 G127 a8 2= G5
Sig. (2-tailed) pululu] pululu] pululn] pulnin]
M 917 Qa17 2917 2917 [917
as0on Fearson Correlation E1z2 1 57T 5197 A1
Sig. (2-tailed) falulu] pululu] pululn] pulnin]
M 2917 2917 917 2917 917
iras Fearson Carrelation gag== STT 1 L L a0
Sig. (2-tailed) falulu] pululu] pululn] pulnin]
N Q917 0917 0917 0917 9917
forditiz  Pearson Correlation gz 51871 b 1 S
Sig. (2-tailed) oo pululn] pulnln] pulnin]
M 917 Qa17 917 2917 917
s=iwért Fearson Correlation 5™ A2 I e Rl s 1
Sig. (2-tailed) 000 ulnu} 000 ululu}
M 2917 2917 2917 2917 [917

#=. Corelation is significant at the 0.0 lewvel (2-tailed).




Compare means (age) - Leonardo

Report

forditas

sziiléw Mean H Std. Deviation
1932,00 15,0000 1

1943,00 10,0000 1 .
1944,00 11,5000 2 212132
1945,00 14,0000 <] 1, 73205
1946,00 18,0000 2 pulalnluln}
1947 .00 21,0000 <] 2,00000
1942,00 Q.8333 =] 8,79583
1949,00 20,0000 2 5 65625
1950,00 17 5000 4 4,.235290
1951,00 14,3750 2 486730
1962,00 16 G000 10 0.25203
1953,00 10,7143 14 8.25021
195400 13 6667 15 750873
1955,00 13,6471 17 FB2E5TT
1956 ,00 13,9231 12 G, 14352
1957 .00 11,3671 14 7206891
1952,00 13,1111 18 G 29425
1959,00 12,0625 16 ¥ OEE06
1960,00 11,7273 22 FO7TZ229
1961,00 13,4400 25 F.59420
196200 13,9042 21 588502
1963,00 11,1786 28 2449614
1964,00 13,2581 21 8.01652
1965,00 14,6250 a2 T 47T
1966,00 14,1120 42 ¥ 22868
1967 ,00 13,4000 50 7.48059
1962 ,00 13,1500 [=]u] F.A53933
1969,00 14,5233 T2 F.19497
1970,00 13,0870 ("] 751027
1971.,00 13,4353 a5 G 85643
1972,00 11,5203 112 F.r244:2
1973,00 14,2250 120 G 82637
197400 14,0262 1941 F.254935
197500 13,1912 2681 G,97300
1976,00 12,4912 342 F.a2318
1977 .00 13,0379 449 ¥ 26728
1972,00 12,8002 514 7 AFE0
1979.,00 12,1811 497 F 5436
1920,00 11,8990 515 726840
1981,00 11,6209 818 FALE12
1982 .00 12,3263 1983 G.82912
1983,00 12,8294 2167 5 8650
1984,00 13,9349 =lang G 54330
1985,00 14,6970 264 G, 16204
1986 ,00 14, 7436 jei=| G 53621
1987 .00 15,5000 2 212132
Total 127163 g4z F.09z219




Reliability - Leonardo

Relizbility Statistics

Cronbach's
Alpha M of ltems
it 5

tern-Total Statistics

Scale Carrected Cronbach's
Scale Mean if | Wariance if Item-Tatal Alpha if tem

Item Deleted | ltem Deleted | Comelation Deleted
te==t 40,7135 273579 JGz9 JET
as0an 377074 200,283 R=rit T25
iras 40,3559 277 986 G0 Jr3
farditaz 25,4536 1FF21T G2 i)
széwért 38,4493 230,539 G112 T4




Intermediate English - November, 2001 (Mayor urged)

Statistics
teszt as00n iraz farditis sZhwart Gsszpaont =ijléw nemeak
M Walid FEO5 TS5 FE25 FEa5 JEa5 FEO5 FE83 FEa5
Megfelalési %: 378 % T % 40,2 % 20 % 53,2 % 35 % -
hean T.28 11,02 T 10,18 11,42 47 .69 192018 1,681
Std. Error of Mean 037 parin] ucH] 0745 pakiry 202 JIEG J0G
Median F.a0 12,00 2,00 11,00 12,00 49,00 1923,00 2,00
hode 2 u] ] u] 12 [=1n] 1983 2
Std. Deviation 3,243 6,176 24834 s atal <100 18,233 5814 Er
“ariance 10,518 38,138 8,610 43,105 16,809 332,451 33,807 237
Fange 15 25 15 25 20 a5 51 1
hinimum a a a a u] u] 1926 1
haximum 15 25 15 25 20 =] 1987 2
FPercentiles 25 5,00 5,00 5,00 5,00 9,00 35,00 1978,00 1,00
a0 F.a0 12,00 2,00 11,00 12,00 49,00 1923,00 2,00
75 10,00 AG,00 10,00 15,00 14,00 51,00 1934,00 2,00
Compare means (sexes) - Mayor urged
Report
nemek teszt as00n iras farditas szhvert Gsszpont
1 hean ERN 11,11 768 11,60 11,64 43,04
M 2971 2871 2971 2871 2871 2871
Std. Deviation 3,238 5,211 3,051 5,471 4,116 18,2498
2 hean F.28 10,89 7.83 9,35 11,28 446,54
H 4724 4724 4724 4724 4724 4724
Std. Drewiation 3,244 6,154 2,857 G428 4,084 18,175
Tuotal hean F.28 11,03 LN 10,18 11,42 47 69
H FEas 7Ea5 FEas ="l 7695 TE95
Std. Dewiation 23,243 5,176 2,934 5,665 4,100 18,233
Correlation between task types - Mayor urged
Correlations
teszt as00n iras farditas szhvért
teszt Fearson Correlation 1 R=iache G207 A2 A3E
Sig. (2-tailed) pululu] pululu] pululn] pulnin]
M FEQ5 FEa5 FEa5 FEAS TS5
as00n Fearson Correlation Rataicidd 1 BT 5o LG
Sig. (2-tailed) 000 000 ja]ulu] ulus}
M FEas5 FEa5 FEa5 FEAS TS5
EE Fearson Correlation S20 RTicia 1 A7z e
Sig. (2-tailed) Jooo alulu} faluli] oo
M FEQ5 FEa5 TE25 TEA5 TEA5
forditaz Pearson Comelation G2 RaisEs 2R 1 A2
Sig. (2-tailed) oo pululn] pulnln] pulnin]
M FEQ5 FEa5 TE25 TEA5 TEA5
szdvét  Pearson Correlation 433 5677 A0z S21 1
Sig. (2-tailed) falulu] pululu] pulnln] pululn]
M TEa5 FEa5 TE25 TEA5 TEA5

== Carelation is significant at the 0.04 lewel (2-tailed).
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Compare means (age) - Mayor urged

Report

forditas

sziiléw Mean H Std. Dewiation
1936 18,00 1 .
1942 F.A0 2 10 607
1944 18,00 2 1,414
1945 5,00 2 F.071
1946 12,33 3 10,870
1947 13,33 3 4509
1942 14,60 bl G 248
1949 13,83 [} 5,432
1950 2,20 bl =1 s
1951 10,282 = ¥ 2357
1962 12,497 15 8.079
1953 10,082 12 F.103
1954 10,55 11 7.285
1955 12,21 19 G, a5
1956 11,20 10 6,033
1957 14,17 12 5832
1952 10,14 14 G204
1959 12,00 12 2.464
1960 132,95 20 5 256
1961 15,13 = 5,768
1962 12,35 17 7.0gg
1963 15,20 10 5,245
1964 1212 26 G,192
1965 12,47 19 5,881
1966 12,43 20 G G632
1967 12,03 28 5,208
1962 11,497 48 G 518
1969 12,47 [=f) &, 09
1970 13,16 g4 5,705
1971 12 .66 54 5,801
1972 10,90 a3z F.054
1973 12,62 102 [==iSts]
1974 12,32 143 G782
1975 11,26 189 G G646
1976 11,585 276 6,205
1977 11,20 351 6,422
1978 1082 380 5 632
1979 1061 60 G 557
1980 10,11 358 G423
1981 202 3 G 569
1982 .19 G52 6277
1983 Q22 1691 5,34
1954 Q.54 1680 G260
1985 10,82 534 G 595
1986 10,27 107 6,849
1987 11,67 24 F.a3h
Total 10,18 FE93 5 565
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Reliability - Mayor urged

Relizbility Statistics

Cronbach's
Alpha M of ltems
R=iulel 5

tern-Total Statistics

Scale Carrected Cronbach's
Scale Mean if | Wariance if Item-Tatal Alpha if tem

Iltem Deleted | ltem Deleted | Correlation [releted
te==t 40,44 253,836 559 J73
as0an 36,65 176,921 15 rag
iras 39,92 265,302 G112 Fag
farditaz 3751 175,164 fatary st
széwért 36,27 243,311 falalat Fa32
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Intermediate English - March, 2002 (Arctic meltdown)

Statistics
teszt as00n iras forditas szavért dsszpont sZiiléw nemek
H Walid Q326 Q326 Q326 Q326 o326 Q326 Q326 Q326
Megfelelési %: F3E % 28,2 % 0.5 % 9.5 % 4 % 256 %
hdean 7.1 10,40 Farr 13.71 10,14 49,13 198032 1,60
Std. Error of Mean 031 GG 0z9 ful=y| 043 a3 fulary uluta
Median .00 14,00 2,00 14,00 11,00 51,00 1923,00 2,00
Mode =] a 8 16 13 [=]u] 1934 2
Std. Deviation 28492 6,337 2,842 5916 4,749 17 G627 5,653 491
Wariance 2,690 40,153 2,111 25,004 22557 310,698 20,833 244
Range 15 25 15 25 20 ar a0 1
Minimum u] a a a a a 1935 1
M aximum 15 25 15 25 20 ar 1935 2
FPerentiles 25 5,00 &.00 &.00 10,00 F.0o 3.0 1973,00 1,00
a0 .00 14,00 2,00 14,00 11,00 51,00 1923,00 2,00
75 9,00 15,00 10,00 15,00 14,00 62,00 | 1984,00 2,00
Compare means (sexes) - Arctic meltdown
Report
nemek teszt as00n iras forditas sZhvért Gzszpont
1 hdean 6,24 10,12 7.74 15,03 10,85 50,57
M 3764 376G 3764 376G 3764 376D
Std. Drewiation 28973 6,321 2924 5,695 45637 17,528
2 hdean 7.24 10,59 7.7a 12,81 0,66 43 16
M 5562 5562 5562 5562 5562 G662
Std. Drewiation 2916 6272 2,785 5,806 476G 17 628
Tuotal hean ¥4 10,40 TIT 13,71 10,14 43,13
M Q326 Q326 Q326 Q326 Q326 Q325
Std. Devwiation 2842 5,237 2842 5916 4749 17 627
Correlation between task types - Arctic meltdown
Correlations
teszt a500n iras forditas sZhvért
te==t FPearsan Correlation 1 55571 A FaEE 257 iy
Sig. (2-tailed) pululu] pululu] pululn] pulnin]
M Q326 Q326 Q326 Q326 Q325
as0on Fearson Correlation Ratatahad 1 5547 TG 4317
Sig. (2-tailed) falulu] pululu] pululn] pulnin]
M Q326 Q325 Q326 Q326 Q326
iras Fearson Carrelation Are 554 1 A0E A0z
Sig. (2-tailed) falulu] pululu] pululn] pulnin]
N Q326 0326 0326 0326 Q326
forditiz  Pearson Correlation 2ET AT Aogm 1 SaE™
Sig. (2-tailed) oo pululn] pulnln] pulnin]
M Q326 Q326 Q326 Q326 Q326
szidvért  Pearson Correlation I e i el b A0z S45™ 1
Sig. (2-tailed) 000 ulnu} 000 ululu}
M Q325 Q325 Q325 Q326 Q325

#=. Corelation is significant at the 0.0 lewvel (2-tailed).




Compare means (age) - Arctic meltdown

szilév Mean N Std. Deviation
1938 19,00 1

1940 9,00 1

1945 17,00 1 .
1947 12,33 3 6,110
1949 14,78 9 6,438
1950 12,00 2 1,414
1951 15,80 10 5,493
1952 9,57 7 7,390
1953 12,08 12 6,022
1954 13,38 13 6,049
1955 16,13 15 7,150
1956 13,45 11 6,251
1957 10,00 12 7,398
1958 15,00 14 5,738
1959 11,31 16 6,560
1960 12,79 19 5,412
1961 11,19 16 6,337
1962 12,86 22 6,089
1963 12,57 21 5,715
1964 15,43 30 5,691
1965 15,03 32 5,451
1966 15,63 41 4,857
1967 14,31 48 5,427
1968 13,88 64 5,800
1969 14,76 86 5,360
1970 14,76 54 5,736
1971 13,21 73 6,910
1972 13,90 100 5,880
1973 15,30 123 5,618
1974 14,64 155 6,613
1975 14,69 218 5,941
1976 14,30 303 6,047
1977 14,73 401 6,053
1978 13,78 482 6,440
1979 13,61 557 6,071
1980 13,57 495 5,863
1981 12,94 486 5,893
1982 13,23 585 5,925
1983 13,02 1786 5,972
1984 13,43 1890 5,678
1985 14,66 878 5,490
1986 15,47 206 5,236
1987 12,76 25 6,372
1988 10,00 3 9,539
Total 13,71 9326 5,916
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Reliability - Arctic meltdown

Relizbility Statistics

Cronbach's
Alpha M of ltems
Fea 5

tern-Total Statistics

Scale Carrected Cronbach's
Scale Mean if | Wariance if Item-Tatal Alpha if tem

Item Deleted | ltem Deleted | Comelation Deleted
te==t 42,02 2492 783 G5 752
as0an 38,73 164,414 553 jcinl
iras 41,36 248,922 Ratctal ==t
farditaz 35,42 180,710 Rai=iry 747
széwért 358,99 208,777 A78 A5
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T-Test (sexes) - Leonardo

Group Statistics

Std. Errar
nems N hiean 5td. Deviation hean
forditis 1,00 050 13,6719 5.81009 R Iutstats]
2,00 5367 12,0568 T A4ED pul=iciets
Independent Samples Test
Levene's Test for
Equality of Wariances t-test for Equality of Means
95% Confidence
Interval of the
b an Std. Error Difference
F Sig. t df Sig. (2-tailed) | Difference Drifferenoe Lo p Upper
forditis  Equal variances
assumed 24,723 jalulu} 11,217 2915 ulali] 1,61509 =] 1,23285 1,.88733
Equal variances
not assumed 11,2846 | 89886 ,456 oo 1,61509 312 1,33455 1,89564
T-Test (sexes) - Mayor urged
Group Statistics
Std. Error
nemeh M hean 5Std. Drewiation hean
farditas 1 2871 11,50 5,471 118
2 4724 9,35 5,488 09

Independent Samples Test

Levene's Test for
Equality of Wariances

t-test for Equality of Means

95% Confidence
Interval of the
Mean Std. Error Difference
F Sig. t df Sig. (2-tailed) | Difference | Difference L oz p Upper
farditiz  Equal variances
assumed 2 666 Jog 14,222 Fii=ic) oo 2,158 Jaz 1,861 2,486
Equal variances
not assumed 14,231 | 62232.066 Rulule} 2,152 82 1,861 2,456
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T-Test (sexes) - Arctic meltdown

Group Statistics

Std. Errar

nemek M hean 5td. Drewiation hean
forditais 1 2763 15,03 5,595 093
z 5562 12,81 5,896 .a7a

Independent Samples Test

Equality of Wariances

Levene's Test for

t-test for Equality of Means

295% Confidence
Interval of the

Mean Std. Error Difference
F Sig. t df Sig. (2-tailed) | Difference Drifferenoe Lo p Upper
forditis  Equal variances
assumed 14,538 alulu] 12,063 a3z Rulule} 2217 AZ2 1977 2,452
Equal variances
not assumed 18,185 | 8261,561 000 2217 A2z 1978 2,456
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Correlations - Leonardo (scores/age)

Correlations

teszt a500n iras forditas e geszpont  |totalminford age
teszt Fearson Comelation 1 G125 00 s A65™ 21 e b - n5ge-
Sig. (2-tailed) i ala] i ala] oo oo jululu] Hululu] jululu]
M Q917 a817 a3917 ==k ==k 9917 ==k 9917
a500n Pearsan Camelation G127 1 ATT Rk =i A1 BZG BTE™ - 1047
Sig. (2-tailad) jluulu] alulu} .oaa .oaa a0 .oaa a0
M o917 Q917 g1y =1=h g =1=h g o917 =1=h g o917
T1as Pearson Cormelation 40971 STT= 1 LEiE 30 faiet=iss i - 1207
Sig. (2-tailed) a0 Rululu] .oaa .oaa a0 .oaa a0
H o917 2917 2917 2917 2917 o917 2917 o917
forditas Feaarson Cormelation A2+ 5197 EEEES 1 S 22T B2 17 019
Sig. (2-tailed) julul] fululi] julul] Hululu] julul] Hululu] jul=ic]
H 2917 2817 2817 2917 2917 2917 2917 2917
s=iwart Fearson Comelation 55 e 220 iy 1 JEam FTEF 06
Sig. (2-tailed) julula] i ala] i ala] oo jululu] Hululu] G700
M 2917 a817 93917 2917 2917 9917 2917 9917
Gzzzpaont Pearsan Camelation T2 =i i Ral=tois EET TEE™ 1 A5 - 05z
Sig. (2-tailed) puluin] ujuln] Rululn] oo oo oo puluin]
H 2917 2917 917 2917 2917 2917 2917 2917
totalminford Pearson Correlation T ETE™" Fa0m Lol b FTE 547" 1 - 08z
Sig. (2-tailad) jluulu] jaluls} alulu} .oaa .oaa a0 a0
H o917 2917 2917 2917 2917 o917 2917 o917
age Fearson Comelation - D5E"T - 0g7" - 12077 019 Hulula] - o5z - g2 1
Sig. (2-tailed) pululul il ulu] i alu] =] AT0 julul] Hululu]
H 2917 2817 2317 2917 2917 2917 2917 2917
®=_ Correlation is significant at the 0.01 lewvel (2-tailed).
Correlations - Mayor urged (scores/age)
Correlations
totalminu
taszt a500n iras farditis s=iwdrt deszpant strans age
tes=t Fearson Correlation 1 Rataic i S0 g2 I cich e == - agzne
Sig. (2-tailed) alaln] paaln] ululu} ululu} ujuln] ajul] 000
M JEa5 7695 7695 T6a5 TGa5 F595 7695 T5A3
a500n Fearson Caorrelation fa i 1 ATEE Rt A5G G0 885" - 0EET
Sig. (2-tailed) julul] julul] julul] julul] julul] julul] julul]
H JEIS JE95 JE25 FEIS JEIS JE95 JE25 FEI3
iras FPearson Carrelation Az20™ STI 1 T2 A0z 05" I o b - 0a5™
Sig. (2-tailed) jululu} i ala] jululu} jululu} julul] julul] julul]
H JEIS JEOG JEQ5 FEIS JEIS JEOG JEQ5 FEQ2
farditas Pearson Carrelation Aaans Rat=t i 2T 1 L2 a7 BETTT 207
Sig. (2-tailed) pululul il ulu] Laulu] jululu] fululi] jululi] jululu]
H TGS F595 7595 TS TGS F595 7595 T3
sziwért Fearson Correlation e JASE™ Az S21 1 Foae 715 117
Sig. (2-tailed) 0o 000 Ralul] 0o ooo .ooo 0o
M TGS Fil=t=l] JE25 TEIS TGS Fil=t=l] JE25 TEI3
dsszpont Fearson Caorrelation 54 G0 JFOE"" BT T0am 1 B2 01z
Sig. (2-tailed) jululu} i ala] Laala] jululu} julul] julul] 299
H JEIS JEOG JEQ5 FEIS JEIS JEOG JEQ5 FEQ2
totalminustrans  Pearson Correlation Fages 2a5™ Fam" EeT Fiam= BE2 1 - 0437
Sig. (2-tailed) jululu} i ala] Laala] jululu} julul] julul] julul]
M TGS ==l 7595 TEA5 TGS ==l 7595 T3
age Fearzon Carrelation - ogen - 02 R 207 R 012 - 02 1
Sig. (2-tailed) pululul il ulu] Laulu] jululu] jululu] 2849 jululi]
H Pl F593 7593 T3 Pl F593 7593 T3

™. Carrelation iz significant at the 0.01 level (2-tailed).




Correlations - Arctic meltdown (scores/age)

Correlstions

19

totalminu
teszt as00n iraz forditas szhvért Gsszpont strans age
teszt Fearzon Correlation 1 555" ATa"" A2E™ 23 F3TE T -oor
Sig. (2-tailed) i ala] Laala] jululu} jululu} i ala] julul] A0z
N Q326 Q326 Q326 Q326 Q326 Q326 Q326 Q326
a50dn Fearzon Correlation 557 1 Rt TG o 835" 2aam" - ngFes
Sig. (2-tailed) pululul Laulu] pululul pululul il ulu] Laulu] jululu]
N Q3265 Q326 Q326 Q3265 Q3265 Q326 Q326 Q3265
iris Fearson Correlation Arg= 55 1 087 A0z Rt 207 B v
Sig. (2-tailed) pululul il ulu] pululul pululul il ulu] Laulu] jululu]
H Q326 Q326 Q326 Q326 Q326 Q326 Q326 Q326
forditas Fearson Correlation 257 TG A" 1 S5™ =k 59T Lz
Sig. (2-tailed) 000 ujuln] paaln] ululu} alaln] paaln] 023
M 326 Q326 9326 326 326 Q326 9326 326
sriwért Pearson Caorrelation I el b A0z 545 1 Il T3e™" g5
Sig. (2-tailed) jululu} i ala] Laala] jululu} i ala] julul] julul]
N Q326 Q326 Q326 Q326 Q326 Q326 Q326 Q326
dzszpont Fearzon Correlation 3T 835" PLat=lai a1 L < 1 G - 0zgt
Sig. (2-tailed) pululul il ulu] Laulu] pululul pululul Laulu] jululu]
N Q326 Q326 Q326 Q326 Q326 Q326 Q326 Q326
totalminustrans  Pearson Carrelation rl Rt 205 5a7E= o Relci 1 - Qg0
Sig. (2-tailed) pululul il ulu] Laulu] pululul pululul il ulu] jululu]
M 93256 Q326 9326 93256 93256 Q326 9326 93256
age Fearson Caorrelation -aar -, 097 - 13T oz 0457 - 03E - Q50" 1
Sig. (2-tailed) A0z alaln] paaln] 023 ululu} ujuln] ajul]
M 326 Q326 9326 326 326 Q326 9326 326

7R, Caorrelation is significant at the 0.01 level (2-tailed).
F. Carelation is significant at the 0.05 level (2-tailad).



T-test (age) - Leonardo

Group Statistics

Std. Errar
szl éw M hean Std. Dewiation hean
forditas == 1951,00 5240 12,643 G.95538 08306
= 1981,00 3ETT 12,8936 731692 V12067
Independent Samples Test
Lewvene's Test for
Equality of Variances t-test for Equality of Means
95% Confidence
Intercal of the
Mean Std. Error Difference
F Sig. t df Sig. (2-tailed) | Difference | Difference Lowwer Upper
forditas  Equal variancas
assumed 16,206 faul] 1372 2915 70 - 20228 4744 - 431249 08673
Equal variances
not assumed -1,354 | 7397 663 AT7E - 20228 14838 - 43510 03055
T-Test (age) - Mayor urged
Group Statistics
Std. Error
sziiléw M hean 5td. Deviation hean
farditas == 1921 4224 9,52 G.4z4 08z
= 1881 28649 11,28 G 654 V124
Independent Samples Test
Lewvene's Test for
Equality of Variances t-test for Equality of Means
95% Confidence
Intercal of the
Mean Std. Error Difference
F Sig. t df Sig. (2-tailed) | Difference | Difference Lowwer Upper
forditas  Equal variancas
assumed 3821 045 -11,486 7Ea1 alln] -1,759 154 -2,060 -1.458
Equal variances
not assumed -11,354 | 53449,291 alln] -1,759 155 -2 063 -1,455
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T-test (age) - Arctic meltdown

Group Statistics

Std. Errar
=il éw N hiean 5td. Deviation hean
forditiz == 1932 5373 13,55 5,200 0ra
<1882 2953 13,893 5,064 095
Independent Samples Test
Lewene's Test for
Equality of WVariances ttest for Equality of Means
95% Confidence
Intersal of the
Mean Std. Error Difference
F Sig. t df Sig. (2-tailed) | Difference Drifferance Lot Upper
forditdis Equal variances
assumed 10,122 oA -3052 Q324 0z -370 Az24 - G2z - 137
Equal variances
ot assumed -3.042 | 8297.005 o0z -379 AzE - Gz24 - 135
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Multiple regression - Leonardo (Enter method)

warisbles Ertered/Remowvel

“fariables “ariables
hadel Entered Femowed hethod
1 forditas" Enter
2 as00r Enter
3 s=hwérd Enter
4 tes=t? Enter
5 iraz? Enter
a. All requested variables entered.
b. Dependent Variable: dsszpont
Model Summary
Change Statistics
Adjusted Std. Error of | B Square
hodel F F Square | R Square [the Estimate Change F Change df1i dfz Sig. F Change
1 g7 Rai=) JGad 10,42277 Ga4 1498952 1 2915 alulu]
2 4ol 00 R=luln] 5.87840 215 R1216,185 1 ag914 ululn]
3 == el el 3.60498 OGS A7a736E71 1 2913 alulu]
4 ==l Ret=ia pet=ia] 2, 26060 021 f3g18.280 1 291z alulu]
5 1,000 1,000 1,000 00000 015 1 9911
a. Predictors: (Constant), forditas
b. Predictors: (Constant), forditas, as00n
c. Predictors: (Constant), forditds, as00n, szdwvért
d. Pradictors: (Constant), forditas, as00n, szdvéart, teszt
2. Pradictors: (Constant), forditas, as00n, szévér, teszt, iras
f.Dependent Wariable: dsszpont
Excluded Yariablad
Collinearity Statistic=
Fartial Minimum
hodel Beta In t Sig. Carrelation Talarance WIF Talarance
1 a500n 5433 146,004 Rulaln} 826 70 1,370 Jz0
s=hvert 4444 88,344 jululu] aias Jo04 1,420 Jo04
teszt gz 99,207 puinn} s 805 1,243 805
iras 147 87,833 000 adae 805 1,242 805
z szivért 2150 124,086 o0 |0z G50 1,622 12
teszt 2450 74,943 Rulaln} Raink| G004 1,655 Rl]
iras 22a 69,226 Rulaln} AT G40 1,564 Rat=i]
3 teszt 129% | 117 976 ululn] a4 hez 1,718 Raicii
iras Aa3% | 11s.04a7 000 JET el 1,508 559
4 iras R 1,000 JG07 1,647 AE2

.Predictarz in the Model: (Canstanf), farditas

a
b. Predictars in the Model: (Canstant), forditas, a500n

c. Fredictors in the Model: (Canstant), forditas
d. Predictors in the Model: (Constant), forditas

e Dependent Wariable: dsszpont

., a500n, szdvért
, a500n, sziver, teszt
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Multiple Regression - Leonardo (Stepwise method)

“ariables Ertered/Remowved

“fariables “fariables
hadel Entered Remaowved hethad
1 Stepiuize
[Criteria:
Frobabilit
- of-
F-to-enter
forditas . | == 050,
Frobakbilit
- of-
F-ta-remao
we ==
o).

2 Stepiuize
[Criteria:
Frobabilit
- of-
F-to-enter
as0an .| == 050,
Frobabilit
- of-
F-to-rema
we ==
o).

3 Stepiuize
[Criteria:
Frobabilit
- of-
F-to-enter
széwért . | == 050,
Frobabilit
- of-
F-to-remo
we ==
o0y,

4 Stepiuize
[Criteria:
Frobabilit
w-of
F-to-enter
iras .| == 050,
Frobabilit
- of-
F-to-remo
we ==
ooy,

5 Ste prize
[Criteria:
Frobabilit
w-of
F-to-enter
te==t .| == 050,
Frobabilit
- of-
F-to-remo
we ==
ooy,

a.Dependent Wariable: dsszpont



Maodel Surmmary

Change Statistics
Adjusted Std. Error of | B Square
hodel F F Square | R Square [the Estimate Change F Change df1i dfz Sig. F Change
1 gz27a JGgd JLigd 10,43277 G8d gi4ag.082 1 2915 pululu}
2 .Q4QI:' 00 R=luln] 5.87840 215 R1216,185 1 ag914 ululn]
3 oezs et pel=t 23,5048 LS A7a73671 1 2913 pululu}
4 fatetcl Retsia Relsiil 2, 29975 021 [14148,401 1 2912 pululu}
5 1,000 1,000 1,000 00000 015 1 9911
a. Predictors: (Constant), forditas
b. Predictors: (Constant), forditas, as00n
c. Predictors: (Constant), forditds, as00n, szdwvért
d. Pradictors: (Constant), forditas, as00n, szdwér, iras
2. Pradictors: (Constant), forditas, as00n, széwér, iras, teszt
f.Dependent Wariable: dsszpont
Excluded Yariablad
Callinearity Statistic=
Fartial Minimum
hadel Beta In t Sig. Correlation Tolerance WIF Tolerance
1 teszt EE= Q8,207 jalul} 705 805 1,243 805
as00n 5439 146,001 Rululn] B26 a0 1,370 a0
iras g 87,833 Rululn] G2 R=inta] 1,242 R=inka]
szt CEE 88,349 pululn] i o4 1,420 04
2 teszt 2450 4,993 Rululn] R=ing] R=inl) 1,655 S
iras 226! 59,226 falulu} A7 G40 1,564 S0
szt 2150 134,086 Rululn] 203 f=tain] 1,638 18
3 teszt A82% [ 147 976 Rululn] e Rat=ie) 1,718 Rl
iras A83%| 118,047 200 Ki=ri G256 1,598 fatal]
4 teszt g4 . 1,000 Rl 1,771 a2
a.Predictars in the Model: (Canstant), forditas
b. Predictors in the Model: (Constant), forditas, a500n

. FPredictars in the Model: (Canstant), farditas
.Predictars in the Madel: (Constant), forditas

.Dependent Wariable: dsszpont

., a500n, szdvért

, as00n, szdwart, iras
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Coefficients!

25

Unztandardized

Standardized

Coefficients Coefficients 85% Confidence Interval for B Comelations Collinearity Statistics
Madel B Std. Ermor Beta t Sig. Lower Bound | Upper Bound | Zero-order | Partial Part Tolerance VIF
1 (Constant) 20,526 215 95 806 000 20,205 21,048
farditas 2,166 18 827 | 146628 ,a0a 2137 2,195 827 827 827 1,000 1,000
Z (Constant) 14,885 135 27 540 ] 11,580 12120
farditas 1427 010 845 | 146522 ,aog 1,408 1,445 a7 g27 ] 70 1370
3a00n 1,736 012 Ad3 | 146,001 000 1,713 1,760 B26 B26 454 730 1,370
3 (Constant) 721 =t 52993 ,aoa 709 T a4
forditas 1,088 06 A8 | 173501 ,aoa 1,083 1,408 8T BET 324 fi18 1618
3500n 1462 oy A48T | 198,081 ,aog 1,447 1476 B26 8a3 375 f74 1484
szivért 1,204 a0 A5 134,066 ] 1,183 1,218 i B0z 254 il 1538
4 (Constant) 2,504 ] 37878 ,aoa 2460 2738
forditas 1,031 o4 394 | 262,189 ,aog 1023 1,028 a7 o] 307 T 1547
3a00n 1,206 o5 37T | 231968 000 1,186 1,217 826 A4 282 A54 1,788
szivért 1,084 06 288 | 188984 ,aoa 1,087 1,410 i Bas 230 Fi3 1572
iras 1471 a g3 [ 118847 ] 1,162 1,491 et TET 148 Fi2e 1502
5 (Constanf) |-3,1E-014 ] ani] jauli]
farditas 1,000 Jaoa 382 1,000 1,000 8T 1,000 287 find 1857
3a00n 1,000 Jaoa 313 1,000 1,000 B26 1,000 217 Az 2or
szivért 1,000 Jaoa 262 1,000 1,000 i 1,000 206 fi18 1618
iras 1,000 Jooa 1566 1,000 1,000 fas 1,000 A2z LU 1547
teszt 1,000 ] 161 1,000 1,000 T 1,000 21 filici] 1771

a.Dependent Variable: dsszpont



Multiple Regression - Mayor urged (Enter method)

warisbles Ertered/Remowvel

“fariables “fariables
hadel Entered Remaowved hethad
1 forditas? Enter
2 asoom Enter
2 teszt? Enter
4 =ivén? Enter
5 iras? Enter

a. All requested variables enterad.

b.Dependent Yariable: dsszpont

Model Surnrmary

Change Statistics
Adjusted 5Std. Error of | R Square
hiodel E E Squara E Square [ the Estimate Change F Change df1 df2 Sig. F Change
1 ga7a ol o 9878 o1 (7997 936 1 T3 pululu}
2 o540 209 209 5,481 208 A7713.937 1 T2 pululu}
3 ares 845 245 4,276 26 | 4993499 1 TE91 ululn]
4 gz Ret= Ret=lt 2,280 028 (A9126,7532 1 TEa0 pululu}
5 1,000#% 1,000 1,000 puluju} L6 AE+016 1 TEE9 pujuju}
a. Pradictors: (Constant), forditas
b. Predictors: (Constant), forditas, as00n
¢. Predictors: (Constant), forditas, as00n, tes=t
d. Predictors: (Constant), forditas, aS00n, teszt, szdvért
e. Pradictors: (Constant), forditas, aS00n, teszt, szdvérd, iras
f.Dependent Wariable: dsszpont
Excluded Yariablad
Collinearity Statistic=
Fartial Minimum
hadel Beta In t Sig. Correlation Tolerance WIF Tolerance
1 as00n SE39 (133004 Rululn] R=icii] fstats] 1,518 Rstits]
teszt 4564 93,930 Rululn] ik JEE 1,302 e
zivert a7 52,923 ululn] Ratsic 728 1,373 728
iras Anzd 74,659 pululn] kg JTT 1,287 JT7
2 teszt ,253“I F0.E6G5 Rululn] G227 Ratats] 1,792 A7E
szt 27k 93,487 Rululn] AT Ri=l) 1,442 ATE
iras 2260 G5, 342 Rululn] 03 i3 1,554 Rt
3 szdveart 295 122,200 ululn] JBd5 R=Firs 1,457 473
iras RELE 59,229 pululn] G20 G145 1,626 A4z
4 iras A81Y|  zZE+00S pululn] 1,000 09 1,643 440
a. Predictors in the Maodel: (Constant), forditas
b. Predictars in the Model: (Canstant), forditas, a500n
c. Fredictors in the Model: (Canstant), forditas, a500n, tes=t

d. Predictors in the Model: (Constant), forditas

e Dependent Wariable: dsszpont

, a500n, teszt, szivert
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Multiple Regression - Mayor urged (Stepwise method)

“ariables Ertered/Remowved

“fariables “fariables
hadel Entered Remaowved hethad
1 Stepiuize
[Criteria:
Frobabilit
- of-
F-to-enter
as0an .| == 050,
Frobakbilit
- of-
F-ta-remao
we ==
o).

2 Stepiuize
[Criteria:
Frobabilit
- of-
F-to-enter
forditas . | == 050,
Frobabilit
- of-
F-to-rema
we ==
o).

3 Stepiuize
[Criteria:
Frobabilit
- of-
F-to-enter
széwért . | == 050,
Frobabilit
- of-
F-to-remo
we ==
o0y,

4 Stepiuize
[Criteria:
Frobabilit
w-of
F-to-enter
te==t .| == 050,
Frobabilit
- of-
F-to-remo
we ==
ooy,

5 Ste prize
[Criteria:
Frobabilit
w-of
F-to-enter
iras .| == 080,
Frobabilit
- of-
F-to-remo
we ==
ooy,

a.Dependent Wariable: dsszpont



Maodel Surmmary

Change Statistics
Adjusted Std. Error of | B Square

hodel F F Square | R Square [the Estimate Change F Change df1i dfz Sig. F Change
1 2604 740 740 9,306 J40 p1adz 860 1 TEa3 alulu]
2 54 R=lule] Relule] 5,491 AAT0 {4406 628 1 TEQZ ululn]
3 o0 JBE0 JBE0 3652 051 | 9699 626 1 TES1 alulu]
4 aazd et Ba4 2,280 024 H1869,728 1 TEa0 alulu]
5 1,000 1,000 1,000 000 16 AE+016 1 7E29 0an

a. Predictors: (Constant), aG00n

b. Predictors: (Constant), a500n, forditas

c. Predictors: (Constant), a500n, forditas, szdwvért

d. Pradictars: (Constant), a500n, forditas, szdvéar, teszt

2. Pradictors: (Constant), a500n, forditas

f.Dependent Wariable: dsszpont

, s=dwér, teszt, irds

Excluded Variabled

Callinearity Statistic=

Fartial Minimum

hodel Beta In t Sig. Correlation | Tolerance WIF Taolarance
1 teszt 3354 50,149 00 =l Raric] 1,745 Raric]
iras 3214 52,744 Rulaln} 515 GTZ 1,488 R

farditas 508 120028 Rulaln} Ba7 fatats] 1,519 fatatss

s=hvert g00@ £85,358 000 a7 ez 1,262 a2

2 teszt 2630 70,665 Rulaln} G2T falats] 1,782 e
iras 2260 G, 342 puinn} Rainic G493 1,554 545

s=hvert 27k 08,487 Rulaln} T47 G294 1,442 Rarl]

3 teszt 2115 108,942 Rulaln} 773 5495 1,826 s
iras 92% | 104,220 000 TG G2 1,582 Ralci]

4 iras As1? | zE+00s 000 1,000 G039 1,643 A0

a. Predictors in the Model: (Constant), aG00n
b. Predictors in the Madel: (Constant), a500n, forditas
o Predictars in the Madel: (Constant), a500n, forditas, ssévarn

d. Predictars in the Model: (Constant), a500n, forditas, szévért, teszt

e, Dependent \Wariable: dsszpont
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Coefficierts!
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Unstandardized

Standardized

Coefficients Coefficients 95% Confidence Interval for B Carelations Collinearity Statistics
hdodel B Std. Error Beta t Sig. Lower Bound | Upper Bound | Zero-order Partial Fart Tolerance WIF
1 [Constant) 19,673 217 90,565 oo 19,247 20,008
a500n 2,539 17 860 147 793 oo 2,605 2873 60 860 860 1,000 1,000
2 [Constant) 14,825 134 111,243 0o 14,722 15,248
a500n 1,663 o1z G632 133,094 oo 1,638 1,687 JBE0 835 457 58 14819
forditas 1,410 12 A08 120,028 oo 1,387 1,433 837 a07 M2 aial) 1519
3 (Canstant) G242 A28 40,628 fujus] 5,096 G489
a500n 1,480 oog S04 173,868 oo 1,463 1,497 60 2a3 pei=rd 2T 1,595
forditis 1,120 oog 403 134,043 oo 1.103 1,136 837 aar 306 A76 1,736
szivart 1,201 a1z 270 98,437 0o 1,177 1,225 709 747 225 94 1,442
4 [Constant) 3,337 083 40,081 oo 3,174 3,500
as00n 1147 006 peei=ie) 186,601 oo 1,135 1,158 60 a0s 26T A73 2116
farditas 1,062 005 383 | 201,800 fujus] 1,052 1.073 f-crg 217 289 A70 1753
sZhvért 1,070 o0g 241 138,300 oo 1,055 1,085 o9 845 198 BTT 1477
teszt 1,182 11 211 102,042 oo 1167 1,210 754 J7g 56 S48 1,836
3 (Constant) |-1.5E-013 faleli] 000 1,000 000 faleli]
a500n 1,000 alaln) eici) 4E+008 oo 1,000 1,000 60 1,000 225 440 2,274
forditas 1,000 oog W60 A4E+008 oo 1.000 1,000 837 1,000 270 60 1,785
szivért 1,000 faleli] 225 ZE+002 fujus] 1,000 1,000 709 1,000 124 570 1493
teszt 1,000 0aa A7 ZE+008 0o 1,000 1,000 754 1,000 A28 Gz24 1,907
iras 1,000 o0 =i 2E+008 oo 1,000 1,000 708 1,000 26 09 1 643

a.Dependentariable: dsszpont



Multiple regression - Arctic meltdown (Enter method)

warisbles Ertered/Remowvel

“fariables “fariables
hadel Entered Remaowved hethad
1 as00m Enter
2 forditas? Enter
2 szhvert? Enter
4 test? Enter
5 iras? Enter

a. All requested variables enterad.

b.Dependent Yariable: dsszpont

todel Surmmary

Change Statistics
Adjusted Std. Error of | B Square
hodel F F Square | R Square [the Estimate Change F Change df1i dfz Sig. F Change
1 2354 i=i=h) T 9,711 B9y E1401,690 1 o324 0an
2 Rl Ba7 Ba7 5,658 200 fE145 686 1 9323 jalulu]
3 == el el 3,367 JET AT005 936 1 9322 alulu]
4 ooz a3 283 2277 020 [1050,4975 1 2321 alulu]
5 1,000% 1,000 1,000 000 017 1 Q320
a. Predictors: (Constant), aG00n
b. Predictors: (Constant), a500n, forditas
c. Pradictors: (Constant), a500n, forditas, szdwéart
d. Pradictors: (Constant), a500n, forditas, szdwar, teszt
e. Predictors: (Constant), a500n, farditas, széwer, teszt, iras
Excluded “ariabled
Cuollinearity Statistics
Fartial hdinimum
hiodel Beta In 1 Sig. Carrelation | Tolerance WI1F Tolerance
1 farditas S099 134,706 jululu] 8213 J73 1,283 Jr3
s=hvert AT 117,211 Rulaln} i 214 1,228 214
teszt fckcich 49,594 Rulaln} a7 AT0 1,753 A70
iras 2238 53,8950 000 a3 ai=k] 1,443 ai=k]
2 s=hvert 247 120,407 Rulaln} 804 Rai=t) 1,506 Raich]
teszt 2agh G4, 166 Rulaln} Rl 554 1,806 523
iras s 67 547 000 AT3 flaia]] 1,502 G138
3 teszt AQ9% | 105,121 Rulaln} Nicrd 549 1,843 S6
iras A82%| 1164908 000 J70 JG51 1,526 G005
4 iras gz 1,000 aici] 1,565 470

. Predictors in the Model: (Constant), aG00n

a
b. Predictors in the Model: (Constant), a500n, forditas
o Predictars in the Madel: (Constant), a500n, forditas, ssévarn

d. Predictars in the Model: (Constant), a500n, forditas, szévért, teszt

e, Dependent \Wariable: dsszpont
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Multiple Regression - Arctic meltdown (Stepwise method)

“ariables Ertered/Remowved

“fariables “fariables
hadel Entered Remaowved hethad
1 Stepiuize
[Criteria:
Frobabilit
- of-
F-to-enter
as0an .| == 050,
Frobakbilit
- of-
F-ta-remao
we ==
o).

2 Stepiuize
[Criteria:
Frobabilit
- of-
F-to-enter
forditas . | == 050,
Frobabilit
- of-
F-to-rema
we ==
o).

3 Stepiuize
[Criteria:
Frobabilit
- of-
F-to-enter
széwért . | == 050,
Frobabilit
- of-
F-to-remo
we ==
o0y,

4 Stepiuize
[Criteria:
Frobabilit
w-of
F-to-enter
iras .| == 050,
Frobabilit
- of-
F-to-remo
we ==
ooy,

5 Ste prize
[Criteria:
Frobabilit
w-of
F-to-enter
te==t .| == 050,
Frobabilit
- of-
F-to-remo
we ==
ooy,

a.Dependent Wariable: dsszpont
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Change Statistics
Adjusted Std. Error of | B Square
hodel F F Square | R Square [the Estimate Change F Change df1i dfz Sig. F Change
1 2354 f=i=r f=i=rd 8,711 G897 14015690 1 Q324 pululu}
2 a7l 8a7 2a7 5 658 200 2145 686 1 9323 0an
3 oezs et pel=t 3,367 JET (70059286 1 Q322 pululu}
4 a0z Retsia Relsiil 2,148 022 (13550,7832 1 2321 pululu}
5 1,000 1,000 1,000 000 015 1 Q320
a. Predictors: (Constant), aG00n
b. Predictors: (Constant), a500n, forditas
c. Predictors: (Constant), a500n, forditas, szdwvért
d. Pradictors: (Constant), a500n, forditas, szdwér, iras
e. Pradictors: (Constant), a500n, forditas, szivér, iras, teszt
Coefficients!
Unstandardized Standardized
Coefficients Coefficients Q5% Confidence Interval for B Cormelations Colline arity Statistics
hfod el B 5td. Ermar Beta t Sig. Lower Bound | Upper Bound | Zero-order Fartial Fart Tolerance WIF
1 (Constant) 24088 83 120,288 a0 24508 25367
a500n 2322 L6 836 145,203 a0 2,280 2363 836 B35 jexcta) 1,000 4,000
2 (Constant) 11,205 A 73648 oo 10807 11,603
aa00n 1 547 011 Aoz 156 593 a0 1627 1,668 835 251 S21 J73 1.283
forditas 1817 11 A0g 124,706 e 1,495 1,639 a1 813 442 73 1,283
3 [Conztant) 7016 96 73031 oo 6,828 7204
aa00n 1452 06 S22 | Z225803 a0 1,440 1,465 835 218 A47 g3z 1,287
forditas 1,101 JoF 470 142,450 oo 1,087 1,116 a1 838 284 3 1,585
szivért 1,175 og 31T 130,407 oo 1,167 1,182 J43 804 258 JiGd 1,606
4 (Constant) 2,455 073 33728 i) 2312 2597
a500n 1,234 puinia} Ad3 273116 oo 1,225 1,242 838 43 gt} JGog 1,663
forditas 1036 005 248 | 217173 a0 1,027 1,045 e 214 274 G2z 1.608
szivért 1,073 Ruinis} 288 184,522 oo 1,062 1,085 J43 886 precich 48 1,540
iras 1127 010 ez 116 408 aag 1,109 1,146 it it} 47 it 1 G365
il (Constant) |-6,8E-014 oo oo oo
a500n 4,000 julu] petate] 1,000 1,000 835 4,000 245 A0 2128
forditas 1,000 oo pecis} 1,000 1,000 a1 1,000 264 G1a 1617
szivért 4,000 julu] 269 1,000 1,000 T3 4,000 215 G35 1 867
ras 1,000 oo V62 1,000 1,000 Jlatsdi} 1,000 28 Jlakc:z] 1,565
teszt 4,000 o0 BT 1,000 1,000 J37 4,000 22 A3 1,882

3. Dependent Variable: dsszpont



Excluded Variabled

Callinearity Statistic=

. Predictars in the Model: (Canstant), a500n, farditas, s=évert
. Predictars in the Model: (Constant), a500n, forditas, széwéart, iras

.Dependent \WYariable: daszpont

Fartial Minimum
hodel Beta In t Sig. Correlation | Tolerance WIF Taolarance
1 teszt 333 49,594 00 T Rardi] 1,753 Rari]

iras 3234 53,850 Rulaln} a8 fai=l] 1,443 fai=l]
farditas 5027 134,706 Rulaln} 8213 J73 1,283 T3
s=hvert A7 117,211 000 J72 214 1,228 814
2 teszt 2ol G4, 166 Rulaln} Rl 554 1,806 523
iras 2280 7 547 puinn} AT3 GGG 1,502 13
s=hvert 247 120,407 Rulaln} 804 Rai=t) 1,506 Raich]
3 teszt 1915 105,124 Rulaln} Nicrd 549 1,843 S6
iras A82%| 116408 000 70 51 1,526 G005
4 teszt g7 . 1,000 A2 1,882 470
a. Predictors in the Model: (Constant), aG00n
b. Predictors in the Madel: (Constant), a500n, forditas
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Principal component analysis - Leonardo (initial)

KKO and Bartlett's Tesf

KaiserhMeyerOlkin Measure of Sampling

Adequacy. 835

Barlett's Test of Approx. Chi-Square 7693, 044

Sphericity df 10
Sig. jululn]

a. Based on comelations

Total Wariance Explained

Initial Eigenvalueg Extraction Sums of Squared Loadings
Component Total % of Warianoce | Cumulative % Total % of Warianoce | Cumulative %
R aw 1 81,833 55,383 55,383 21,833 55,2383 55,2383
2 20,419 16,314 81,697
3 13,271 10,603 92,300
4 5,208 4,241 a5 541
4] 4,329 3,459 100,000
Rescaled 1 51,833 55,383 55,383 2,788 55,763 55,763
2 20,419 16,314 81,697
3 13,271 10,603 02,200
4 5,303 4,241 o5, 541
4] 4,329 2,459 100,000

Extraction Method: Principal Component Analysis.
a.WMhen analyzing a cowariance matrix, the initial eigenvalues are the zame across the raw and rescaled solution

Componernt katrizd

F: au Rescaled
Compaone | Compone

nt nt

1 1
ta==t 1,937 Gdr
asaan 4,640 7aa
iEH 1,811 G224
forditas 5,270 203
szhwért 3,564 731

E:xtraction Method: Principal Component Analysi
a.1 components extractad.



Principal component - Leonardo (2 factors hypothesised) -
Oblimin rotation

KKO and Bartlett's Tesf

Adequacy.

Sphericity

Barlett's Test of

df
Sig.

KaiserhMeyerOlkin Measure of Sampling

Approx Chi-Square

235

17503 ,0494

jujuju]

10

3. Based on comelations

Total Wariance Explained

Initial Eigenwvalued Extraction Sums of Squared Loadings Ratatian
Component Taotal % of Wariance | Cumulative % Total % of Warianee | Cumulative % Total
Raw 1 81,833 55,383 55,3833 81,833 65,383 65,383 67 759
2 20,918 16,214 81,697 20,419 16,214 81,697 14992
3 13,271 10,603 92,300
4 5,308 4,24 06,541
5 4,329 3,448 100,000
Rescaled 1 81,833 65,383 65,383 2,788 85 763 85,763 2697
2 20,414 16,314 21,697 faiaxc 13,061 63,824 2072
3 13,271 10,603 92,300
4 5,208 4,24 Q6,541
5 4,329 2,459 100,000

Extraction hMethod: Principal Component Analysis.

a.'When analyzing a covariance matrix, the initial eigenvalues are the same across the raw and rescaled solution.

b.When components are carrelated, sums of squared leadings cannot be added to obtain a total variance.

Componernt katrizd

Component

il z
teszt 781 -28a
a500n 231 - 236
iEH il Rl |
farditas JTE6 438
szivért T4a7 AGT7

E:xtraction Method: Principal Component Analysi

4.2 components extractad.




Principal component analysis - Mayor urged (initial)

KKO and Bartlett's Tesf

KaiserhMeyerOlkin Measure of Sampling

Adequacy. 835

Barlett's Test of Approx. Chi-Square  [4522,345

Sphericity df 10
Sig. jululn]

a. Based on comelations

Total Wariance Explained

Initial Eigenvalueg Extraction Sums of Squared Loadings
Component Total % of Warianoce | Cumulative % Total % of Warianoce | Cumulative %
R aw 1 78,599 57,074 57,074 78,599 &7F.074 gF.0r4
2 17,761 15,167 g2.231
3 10,663 9,100 91,331
4 5,673 4841 Q5172
4] 4,486 3,828 100,000
Rescaled 1 78,599 57074 57,074 2,879 57476 57476
2 17,761 15,167 g2.231
3 10,663 8,100 a1,331
4 5,673 4,841 o5,172
4] 4,486 3,828 100,000

Extraction Method: Principal Component Analysis.
a.WMhen analyzing a cowariance matrix, the initial eigenvalues are the zame across the raw and rescaled solution

Componernt katrizd

F: au Rescaled
Compaone | Compone

nt nt

1 1
farditas 5,800 283
a500n 5,384 a7z
teszt 2,273 ik
s=hvert 2683 Raiaty
EE 1,888 G

E:xtraction Method: Principal Component Analysi
a.1 components extractad.



Principal component - Mayor urged (2 factors hypothesised)
Oblimin rotation

KKO and Bartlett's Tesf

Adequacy.

Sphericity

Barlett's Test of

df
Sig.

KaiserhMeyerOlkin Measure of Sampling

Approx Chi-Square

194522, 345

235

10
jujuju]

3. Based on comelations

Total Wariance Explained

Initial Eigenvalusd Extraction Sums of Squared Loadings Ruotation
Component Taotal % of Wariance | Cumulative % Total % of Warianee | Cumulative % Total
Faw 1 73,509 57,074 57,074 78,509 57,073 57,074 65822
2 17 761 15,157 22,221 17 761 15,157 22221 68722
3 10,663 8.100 91,321
4 5673 4,51 6,172
5 4,426 2,828 100,000
Rescaled 1 78,5099 67,074 57,074 2,879 57576 57576 2677
2 17 761 15,157 22,221 53z 10,542 68,217 2,322
2 10,653 9,100 91,331
4 5673 4,51 6,172
] 4,486 3,828 100,000

Extraction Method: Principal Component Analysis.

a.'"hen analyzing a cowvariance matrix, the initial eigenwvalues are the same across the raw and rescaled solution.

b.When components are correlated, sums of zquared loadings cannot be added to obtain a total variance.

Component hMatri:d

R aw Raszcaled

Component Component

1 z 1 2
farditas 5,800 2,806 JBE3 -2
a500n 5,384 2,815 arz 55
teszt 2273 218 k] 2E3
s=hvert 2,683 =517 G54 - 26
iras 1,899 A25 G547 78

E:xtraction Method: Principal Component Analysis.

3.2 components extracted.
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Principal component analysis - Arctic Meltdown (initial)

KO and Bartlett's Test

KaiserhMeyerOlkin Measure of Sampling

Adequacy. R=inlat

Bartlett's Test of Approx. Chi-Square [§107,9329

Sphericity df 10
Sig. julujn]

Total Wariance Explained

Initial Eigenvalues Extraction Sums of Squared Loadings
Companeant Total Woof Warianee | Cumulative % Total Woof Warianee | Cumulative %
1 2826 58,518 58,518 2926 58,518 58,518
2 748 14,9839 73,507
3 Raict:] 10,762 24,269
4 4a7 9,146 93,415
4] 329 5,585 100,000

Extraction Method: Principal Component Analysis.

Componert katrizd

Compone
nt
1
ta==t 788
as00n 2T
iras 74z
forditas T
szhwért T23

Extraction Method: Principal Component Analysi
3.1 components extracted.



Principal component analysis - Arctic Meltdown (2 factors hypothesised) -
Oblimin rotation

KO and Bartlett's Test

KaiserhMeyerOlkin Measure of Sampling

Adequacy. R=inlat

Bartlett's Test of Approx. Chi-Square [§107,9329

Sphericity df 10
Sig. julujn]

Total Wariance Explained

Initial Eigenvalues Extraction Sums of Squared Loadings Rotation
Companeant Total Woof Warianee | Cumulative % Total Woof Warianee | Cumulative % Total
1 2826 53,518 53,518 2826 53,518 53,518 26495
2 749 14,9839 73,507 749 14,9839 73,507 2,263
3 Raict:] 10,762 24,263
4 4a7 9,146 93,415
4] 329 5,585 100,000

Extraction Method: Principal Component Analysis.
4. \WMhen components are correlated, sums of squared loadings cannot be added to abtain a total variance.

Componernt katrizd

Component

il z
teszt 783 - 325
a500n 227 -, 309
iEH T4z =271
farditas T ]
szhwért T23 A1

E:xtraction Method: Principal Component Analysi

4.2 components extractad.



Factor Analysis (tasks, age, sexes) - Leonardo (rotation: Varimax)

KO and Bartlett's Test

Adequacy.

Sphericity

Barlett's Test of

KaiserhMeyerOlkin Measure of Sampling

Approx Chi-Square

df
Sig.

825

12229,630
21
jujuju]

Total Variznce Explained

Initial Eigenvalues

Extraction Sums of Squared Loadings

Rotation Sums of Squared Loadings

Factor Total % of Variance | Cumulative % Total % of Variance | Cumulative % Total % of Wariance | Cumulative %
1 3,015 43,073 43,073 2,696 37,084 37,084 2,682 37,035 37,035
2 1,080 15,672 58 645 370 5,291 42,375 374 5,340 42375
3 BTE 12,921 72567
4 G112 2,744 21,211
g Aas 7114 284925
G 462 5,467 Q4,803
7 268 5,107 100,000

Extraction Methad

Factor Matrizd
Factar
1 z
asaan Faa - 180
forditas rach:] 13
tas=t 14 - 189
EE fi=2| - 157
szhwért fatats 140
neme =014 -,220
age - 074 a7

: Principal Asis Factoring.

Extraction Method: Principal Acis Factoring.
a. Attempted to extract 2 factors. Maore than 25

iterations required. (Convergence=,002).

Extraction was terminated.

Rotated Factor Matrisd

Factar
1 2
as500n ad 211
farditas i) -,384
teszt = 217
irés G4 184
szhwért JGE3 =114
neme - 023 218
age - DEG =200

Extraction Method: Principal Axis Factoring.
Rotation Method: Warimax with Kaiser Mormalization

a. Rotation converged in 3 iterations.
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Factor Analysis (tasks, age, sexes) - Mayor urged (rotation: Varimax)

KO and Bartlett's Test

Adequacy.

Bartlettz T
Sphericity

KaiserhMeyerOlkin Measure of Sampling

est of Approx Chi-Square

df
Sig.

a1z

159522 596
21
jujuju]

Total Variznce Explained

Initial Eigenvalues

Extraction Sums of Squared Loadings

Rotation Sums of Squared Loadings

Factor Total % of Variance | Cumulative % Total % of Variance | Cumulative % Total % of Wariance | Cumulative %
1 3,080 43,874 43,874 2,658 37 869 37 869 2,632 37 600 37 600
2 1,180 16,434 60,002 e ] 5551 44 520 e84 g.920 44 520
3 ei=ie] 14,133 74,144
4 A70 2,143 22,284
g Aa4 7051 20,325
G k| 5,159 5,404
7 215 4,506 100,000

Esxtraction hethod: Principal Axis Factaring.

Factor Matrizd
Factor
1 2
as00n 221 -A70
forditas k] 283
tes=t o] -,230
iras Grd - 158
szhwdrt JG09 174
age 010 248
nemek - 042 -218

E:xtraction Method: Principal Axis Factering.
3.2 factors extracted. 23 iterations required.

Rotated Factor Matrisd

Factar
1 2
as500n ek -.aga
teszt JE3 - 148
forditas ik A7
irés GES =024
szhwért 586 244
age - 047 345
nemek -01s8 -229

Extraction Method: Principal Axis Factoring.
Rotation Method: Warimax with Kaiser Mormalization

a. Rotation converged in 3 iterations.
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Factor Analysis (tasks, age, sexes) - Arctic meltdown (rotation: Varimax)

KO and Bartlett's Test

Adequacy.

Barlett's Test of
Sphericity

KaiserhMeyerOlkin Measure of Sampling

Approx Chi-Square

df
Sig.

e

17211,596
21
jujuju]

Total Variznce Explained

Initial Eigenvalues Extraction Sums of Squared Loadings Rotation Sums of Squared Loadings
Factor Total % of Wariance | Cumulative % Total % of Variance | Cumulative % Total % of Wariance | Cumulative %
1 2832 41,886 41,886 2,630 36,148 36,148 2,433 34,761 34,761
2 1,162 16,598 58,485 A24 7486 43 633 A70 5,148 428910
3 1,006 14,371 72856 269 2244 47 477 320 4567 47 47T
4 JG06 8 656 21,512
5 G20 7423 22935
& A 5,405 5,240
7 226 4660 100,000

Esxtraction hethod: Principal Axis Factaring.

Factor Matrizd
Factar
1 2 JE]
asaan Fag 230 -,a0z
ta==t a0 227 218
forditas Gags -378 -059
iras f=lavs NicE - 163
szdvert G0 -273 023
nemek - 042 250 45
age - 055 =231 11

E:xtraction Method: Princip al Awis Factoring.

a. Attempted to extract 3 factors. More than 25
iterations required. (Convergence=,001].
Extraction was terminated.

Rotated Factor batrisd

Factar
1 = 3
asaan 215 039 - 140
ta==t 200 - 134 pul=t)
iras G2 Jars -2
forditas G410 A07 julsis]
szhwért 583 Belats] Jlaa
nemek 033 -,389 =015
age - 037 032 AT

Extraction Method: Principal Axis Factoring.
Rotation Method: Warimax with Kaiser Mormalization

a. Rotation conwverged in 5 iterations.
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APPENDIX B - PROCESS-BASED RESEARCH (CHAPTER 5)

2.1 BACKGROUND INFORMATION - QUESTIONNAIRE

Adatlap [Background information - questionnaire]

Név [Name]:

Iskola [School]:

Osztaly [Grade]:

Hany éve tanul angol nyelvet? [How many years hatebeen studying English]:
Heti hany 6raban ? [No. of hours/week]:

Nyelvvizsgaval probalkozott-e ? [Previous attentpgaaguage exam:

Milyen eredménnyel? [Result of language exam]:

Oran forditott-e mar kozépfokl nyelvvizsga szovedetave you translated intermediate exam

tasks in English classes before]:

Része volt-e a nyelvoraknak széveg forditasa amggl/iol magyar nyelvre? [Have you been

taught in language classes how to translate teoms English into Hungarian]:

Milyen formaban? [In what form]:



2.2 TRANSLATION TASK

TEXT 1: Leonardo, March, 2001

INSTRUCTION: MAXIMUM POINTS: 25

Translate the following text into Hungarian.

One Leonardo to stay

Paintings come and go most of the time in supmnet. It's so slow, in fact, that we think,
they're not changing a all, that once the paintdraed, they'll be around in the same state foreve
But like everything else in the universe, paintinigseriorate. Even in the most hushed and pristine
museums, they darken, fade, crack and crumble. when they're subjected to horses’ being
stabled in the same room, Napoleon’s bored trobpsamng bricks at them and the fumes of a
million Fiat wafting in from the streets, they agdittle faster. That's what happened to Leonardo
da Vinci's “The Last Supper”. The six restoratiafghe 30-foot mural consisted of hamhanded**
overpainting and, in 1953, a coat of rock-hard gpament glue. They were enough to keep the
tourists coming and the souvenir T-shirts printglt “The Last Supper” continued to disintegrate.

In 1978 ltalian authorities closed the door oa thasterpiece and let restorer Brambilla
Barcilon begin what would become a 21-year, $ 7lliam, centimeter-by-centimeter rehabilitation
involving electronic microscopes, water-based paimd neutral beige to fill in totally unretrievable

areas.

Newsweek

-slow motion

**awkward in using the hand



TRANSLATION TASK

TEXT 2: Mayor urged, November, 2001

INSTRUCTION: MAXIMUM POINTS: 25
Translate the following text into Hungarian.

Mayor urged to cut all bus fares to 70p

The new Mayor should tackle London’s public trangpgasis by cutting all bus journeys to 70

pence, an influential report proposed today.

The paper, published as new bus fares are beiraglinted, says that reducing both Tube and buses
fares would result in only a small rise in publartsport use. But a major cut in bus fares,
combined with extra services and new routes, comaligbase the number of bus passengers by as
much as 40 per cent.

The cut in fares, which would cost around £80 roiilia year, would initially be funded by the

current one per cent increase in Tube fares.

In the long-term the cost could be met by the ohiiciion of a £5 per cent day fee for vehicles in

central London, which is expected to generate t8on a year.

A package of cheaper bus fares combined with waderice improvements is alleged to lead to

major social and economic benefits.

A government spokesman welcomed the report asgrésting contribution’ to the debate on the

issue, adding that any decision on new chargedwillp to the Mayor.



TRANSLATION TASK

TEXT 3: Arctic Meltdown, March, 2002

INSTRUCTION: MAXIMUM POINTS: 25
Translate the following text into Hungarian.

Arctic Meltdown

In the past two decades, average annual tempesdtare climbed as much as 4 C° in
Alaska, Siberia and parts of Canada. Sea ice isth@%er and covers 6% less area than in 1980.

Back from a cruise to the North Pole aboard thesiRun icebreaker Yamal, tourists told the
New York Times that a 1.5 km wide lake had openeat©0° north, with gulls fluttering
overhead, an they had the pictures to prove it.ndvespaper declared that such an opening in polar
ice was possibly a first in 50 years, though thaiht was dismissed by scientists.

The ice forms as much as two weeks later in thenani than it used to in Hudson bay,
creating a bewildering situation for some of thélifie. Polar bears that ordinarily emerge from
their summer dens and walk north up Cape Churbéflbre proceeding directly onto the ice now
arrive at their customary departure point to fipe water. Unable to move forward, the bears turn
left and continue walking right into town, arriviegnaciated and hungry. Natural resource workers
tranquilize the bears with a dart gun and move thérkm north. In years with a late freeze the

number of bears in or near town sometimes doubles.

Time



2.3 TRIAL PHASE

Bernardini’'s (2001) coding scheme



TRIAL PHASE - TRANSCRIPT OF RECORDING
M. A.

ELTE ITK course

16 May, 2006

Els6 latasra agyiinik, nem tdl nehéz, aztan lehet, hogy tele leszrstten szavakkal. &$z6r is el
fogom olvasni végig, és alahuzom azokat a szavakat|yeket nem ismerek, vagy isigmrek
tinik, de nem vagyok benne biztos, és ezt ki fogodtésmzni.... Alahuztam azokat a szavakat,
amelyeket nem ismerek, és ezeket most megnézensaadb szétarban. <average> ebben nem
vagyok biztos, de a szovegkdornyezgtiagyjabol kovetkeztetek. Ezt most megnéztem tasizan,
és ide az illik, hogy <tatlagos> <st average annual temepaturesstatlagos évi imérséklet
akkor a masik az a <stuise> ezt megnézem most a kovetéezd a cruise volt, amit megnéztem,
szintén az Orszagh szé6tarban, és ez szerintenterwgeri kdrutazas a szévegkornyezatbitélve

a kovetked sz6 a <sboard>, hat ezt nem tudtam, ezt majd megnézem szovegkeéthtl, meg
majd még egyszer megnézem a szotarban. A kdvetkemrretlen sz6 a <gulls> az <ttsiraly> az
egyértelni volt <stfluttering> ezt sem tudtam, ez <tipkod>, <stto prove> az <tthizonyit ezt
sem tudtam van még a <dtmb> ez is kérdéses, ezt még meg kell néznem <ubessildering
ezt sem tudtam, ez tivaré> akkor <stemerge az <ttfelbukkarr <stdens az <ttbarlang> <st
Cape Churchitk erre gondoltam, hogy valami féldrajzi hely, egsicape> ez <ttfok>, akkor ez a
<tt Churchill fok> lesz, a <sproceeding az <ttfolytatja Utjat> <stcustomary <tt szokasos <st
forward> az ismefs volt, a levelek végeén irjuk, hogy 4sbking forward ez <ttelsre> <st
emaciated <ttlesovanyodott akkor a st natural resource workersez <wh valammunkasok,

ez szerintem ilyen <wtermészetvéik> lesz, <stranquilize> ezt igy olaszbdl tudom, hogy a
<Italian: tranquil> az <ttnyugodt és akkor a <dtangzuilize> <tt megnyugtat 6 igen, egyéire
ennyi. Na most a szdveg, az nagyjabol 6sszeallty harél szol, hogy felmelegedett az éghajlat, és
o itt medvék vandorlasi Gtjardl, nagyjabél@szol. O, na most megprobalom leforditani az
egészet. ... Az etsmondattal nem volt killénésebb problémam, 6 aersperatures have
climbed> a <dict.climbedazhegyet maszni ahogy a timérséklet <sas much as <tt majdnem 4
fokkal emelkedettmost a kdvetkgzmondat, ez megint csak nem okozott kilondsebbl¢mudt a
<stthinner> az <ttvékonyabb jégréteg ugyhogy ezt is le tudom forditani e@yb. A kdvetkez
mondat az elég hosszl, és itt egy részt égyelem tudok dsszerakni, Ugyhogy ezt még egyszer
meég kell nézni a sz6tarbdl, vagy lehet, hogy melggiam kikovetkeztetni. <@®ack froma cruise
to the North Pole aboard the Russian icebreakerafanehat hogy ez az <aboard> mi akar
lenni, ezt meg fogom nézni most mégegyszer az edyingzotarban fogom megnézni a véssz
utdn a mondat kdvetkézésze megint csak nem okoz problémét ... a kdvétkesz sem ... igen,
ez az <saboard> okoz csak problémat, ezt megnézem még egysz&itarsan ... megnéztem az
<staboard> sz6t, de még most sem vagyok biztos benne, @yyimegprobalom 6sszerakni a
mondatot, anélkul, hogy biztos lennék benne, njélent ... most az <stboard> sz6t nem sikerult
megfejteni, tgyhogy enélkil forditottam le a sz@tedgy, hogy kikovetkeztettem, mi lehet, 6 ...
most itt az, hogy <tégy masfél km széles t6 nyilbfedzt Ggy értelmeztem, hogy itt a jégrezgy
masfél km széles t6 nyilt meg, és hogy 90 fokralész <ttA siralyok> <stfluttering> én azt igy
forditottam, hogy <tsiralyok ropkédnek felette 6 tobb problémam ezzel nem volt, most nézem a
kovetked mondatot ... Igen, a kdvetkémondat, hogy a <steclared> az szerintem <wjovairta
vagy jovahagyta az ujsapogy mar volt egy ilyen, hogyegnyilt a jég na most itt van a
mondatban a masodik felében a mondatnak hogglaist> ez nem tudom, hogy mit jelent,
ugyhogy ezt meg fogom nézni még egyszer az Orszagarban ... no, hat a <daim>, még
mindig nem vagyok biztos benne, hogy mi jelentristem <whbizonyiték lesz a <stleclared
ebben sem vagyok pontosan biztos, hogy hogy famitsigy forditom, hogy <waéllitja, az Ujsag
azt allitja> <stsuch an opening in polar isemost ebben szintén, hat tudom, hogy arra utay ho
az ebz6 mondatban volt az, ugye, hogy sty masfél km széles t6 nyilt a jegfnezitt arra utal,
hogy ilyen <ttiegme# nyilas megnyilas csak ez magyarul mondjuk elég nehéz elmondaés, 6
akkor ezt végll is igy megoldottam, leforditottam Hat a kbvetkeZ mondat hat azt, azt nem
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igazan tudom, hogy hogy tegyem 6ssze aicestorms hogy az itt mi akar lenni, a <&irm>-nak

a tbbbes szama, hogy <ydyg alakok, vagy <wha jég formab hat ezt nem tudom, fogalmam
sincs, hogy ezt hogy fogom 6sszerakniasmuch as <whannyira, mint két héttel ez#t?> ...
<stused te <whahogy a Hudson bay-ben tért@nt... na, hat ezt nem tudom, hogy fogom
0sszerakni, mert tulajdonképpen minden sz6t isméae&ve, hogy a <dbrms> most itt melyik, ez
most egy ige,dnév, ezt nem tudom kikovetkeztetni, mindegyik sgdterem, csak nem tudom
0sszerakni a mondatot ... hat nem tudom, megprobaljuiét azt hiszem, rajéttem, <be ice
forms, as much as two weeks lateezt akar ki is lehetne hagyni, szerintem, hog¥ € jég zavaro
szituaciokat teremt? Nem, nem vagyok benne biztos ... A kdvetkemndat, amikor a <tt
jegesmedveék ugye felbukkannak a nyari barlangjd¥klert a mondatot nem tartom nehéznek és
ezt le is tudom egwyh forditani ... leirtam, és most elolvasom még eggsrert nem vagyok benne
biztos, hogy jol raktam 6ssze és edyelelég értelmetlennefriik... nahat, javitottam benne, mert
nem hangzott elég értelmesen, és azt hiszem, $gyal@ ... most a kovetkéamonda, hogy <ta
medveék képtelenekied haladni, ezért balra fordulnak hat ez nemiinik egyaltalan nehéznek,
ugyhogy ezt most le tudom egdjforditani ... most ennél a mondatnal, amire azt dtam, hogy
kénnya leforditani, leforditani ugyan kénftycsak nem tudom, hogy a medvek miért nem tudjak
folytatni az utjukat? <p su-> és miért fordulnakbalra a véros felé, most azért, mert a jég megtort
ugy értve, hogy keletkezett rajta egy nagy to, vazgrt, mert zart a jég, itt valami értelmi
problémaim vannak ezzel kapcsolatban ... a kovétkeandat, hogy ezek <wdntermészetved
munkasok ezek lenyugtatjaknedveket valamilyen I6vedékketz a <stlart> ez nem tudom, mi
lehet, tgyhogy én <whyugtato I6vedékre gondolok, de nem biztos, ugyhogy ezt lefordjtent a
mondatot, <shatural resource workersszerintem ez <wtermeészetvétk> magyarul... Az utolso
mondatban ez elég nehéznékik <stin years> ez nem tudom, hogy ez itt konkrétan mit jelent, a
utébbi években? Ez igy azt jelentené? Es ez alastireeze ez a <tkésii fagyas? Ebben sem
vagyok biztos, ezt is meg kell nézni a sz6tarbarQeszagh szoétart én valahogy jobban szeretem
hasznalni, kénnyebben kiigazodok rajta, és ez tucagh, ez sem tudom, mit jelent, ezt is meg kell
néznem ... most itt az in years ezt én kulén akaftaditani, de én szerintem ez, hogy in years
with a late freeze, ez egybe tartozik, és ez ugygetentené, hogy <whzokban az években,
amikor a fagy késikvagykésii a fagy> ? szerintem ez igy lesz ... meg kell néznem, hogsta
captured> az mi lehet ... <dictapture: elfog, zsakmanyoha, megnézzik ezt ...megvan ez a <st
capturedk, ez azt jelenti, hogy <&t medvéket elfogjak és akkor <sin or near towrr <tt a
varosban, vagy kozel a varoshai néha <wtkétszeres annyit szerintem, ugyhogy akkor ezt a
mondatot is 6ssze tudom tenni ... Most végigolvas@rmalleforditott szoveget, hogy 6sszefbigg
legyen, és értelmes, azt megnézem... hat, elolvastéveeget még egyszer, van egy-két homalyos
pont, amit egyszéen nem tudok tisztazni, még mindig ez az <ossz Yamal jégtérvisszatert az
eszaki sarkrGt, de hogy ez az <aboard> hogy keril ide, és hogy <wédzen voltak-e a turist&k ,
vagy hogy hogy fugg ide a turisték, ezt nem tudtegyszeifien nem tudom kisilabizalni, hogy
hogy lehet ... abban sem vagyok még mindig biztogytamikor arrol van szo, <wdn Hudson-bay
—el kapcsolatban, hogy a jég formalt olyan zavaiéugciot, vagy vagy ... még mindig nem
vagyok biztos, hogy jol forditottam-e ... igen ... Hdkor most megprébalom a cimet leforditani,
igy, hogy most mar tudom, miirszél a cikk, meg kell néznem a szo6tarban, merAstic> nem
tudom <stmeltdowrr ezt mind a ket megnézem a szotarban ... a cimet meg sem prébaltam
leforditani, miebtt nem forditottam le az egész cikket, mert egié@taem @int lefordithaténak,
most probalkozom ... leforditottam a cimet is, ézk&é@svagyok.
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TRIAL PHASE - CODED TAP

M. A.
ELTE ITK course
16 May, 2006
Id. Protocol Analysis, Coded move
no. comments
of
move
S
1 | ElsS latasra ugyiinik, nem tul nehéz, EP
2 | aztan lehet, hogy tele lesz ismeretlen szavakkal EP
3 | Elészor is el fogom olvasni végig AES AES
4 | és aldhuzom azokat a szavakat, amelyeket nemgkme using strategy AES
. - e - of reading tex
5 | vagy ismefsnek tinik, de nem vagyok benne biztos first and AES
6 | és ezt ki fogom szotarozni working on | AES
meaning
before
translation
Alahuztam azokat a szavakat, amelyeket nem ikmere checking text| IP
8 | és ezeket most megnézem az Orszagh szotarban for l\j\;l;?(glhar AP | CDict
9 | <staverage ebben nem vagyok biztos, de a guessing IP CStT
szOvegkornyezetih nagyjabol kovetkeztetek meaning from PS
10 | Ezt most megnéztem a szoétarban, és ide azhbigy <tt context AP | Cdict
atlagos> PS MD
11 | st average annual temperaturesit atlagos évi AS CoS
homérseklet
12 | akkor a masik az a <gtuise> ezt megnézem guessing IP CDic
13 | most a kdvetkéizsz6 a <struise> volt, amit megnéztem, meaning fro IP CDict
szintén az Orszagh szétarban context
14 | és ez szerintem <#ngeri korutazés a szovegkornyezeib PS CStT
itélve
15 | a kovetke& sz6 a <sboard> failing to find | IP
16 1 ha . - ” ” relevant info -
at ezt nem tudtam, ezt majd megnézem szovegpeitn| L AP | CdictF
in dlctlo_nary PDM
17 | meg majd még egyszer megnézem a szotarban .bUt qonfldent AP
in using other
strategies
18 | A kbvetked ismeretlen sz0 a <gulls> IP
19 | az <ttsirdly> az egyértelrin volt confldgnce N™AP | CDict
finding PS
relevant info
in the
dictionary
20 | <stfluttering> ezt sem tudtam IP
21 | ez <tropkod, AP | CDict
PS
22 | <stto prove> IP
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23 | az <ttbizonyit ezt sem tudtam AP | CDict
PS
24 | van még a <slimb> IP
25 | ez is kérdéses, ezt még meg kell néznem AP Cdict
PD
26 | <stbewildering> ezt sem tudtam IP
27 | ez <tzavar® AP | CDict
PS
28 | akkor <semerge IP
29 | az <tffelbukkar» AP | CDict
PS
30 | <stdens IP
31 | az <ttbarlang> AP | CDict
PS
32 | <stCape Churchilk IP
33 | erre gondoltam, hogy valami féldrajzi hely AP CEl
PS
34 | ez a<stape P
35 | ez <tffok> AP | CDict
PS
36 | akkor ez a <t€Churchill fok> lesz AP CoS
37 | a<sproceeding IP
38 | az <tffolytatja Gtjat AP | CDict
PS
39 | <stcustomary IP
40 | <ttszokasos AP | CDict
PS
41 | <stforward> az ismefs volt, a levelek végeén irjuk, hogy <st bringing in IP CEl
looking forward> related AP
42 | ez <telére> meaning, AP | CDict
guessing PS
43 | <stemaciated IP
44 | <ttlesovanyodott AP | CDict
PS
45 | akkor a st natural resource workers IP
46 | ez <wh valaminunkasok, ez szerintem ilyen <wh AP | CStT
természetvéik> lesz, PS
47 | <sttranquilize> IP
48 | ezt igy olaszbdl tudom, hogy a <lItalim&nquil> az <tt bringing in AP CEl
nyugods knowledge
2 — from another
49 | és akkor a <gtanqzuilize> <tt megnyugtat forei PS
oreign
language
guessing
50 | 0 igen, egyére ennyi
51 | Na most a szdveg, az nagyjabdl dsszeallt, hogst 82Ol AES
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52 | hogy felmelegedett az éghajlat, és 6 itt medrdidorlasi summarizing
atjarol, nagyjabol el szol. the main idea
53 | O, na most megprébalom leforditani az egészet for herself
54 | ... Az el$ mondattal nem volt kilonésebb problémam E
55 | 0 a <stemperatures have climbed IP
56 | a <dictclimbedazhegyet maszni AP CDict
57 | ahogy a émérséklet <sas much as <tt majdnem 4 fokkal PS
emelkedett
58 | most a kbvetkézmondat, ez megint csak nem okozott EP
kulondsebb problémat
59 | a <sthinner IP
60 | az <ttvékonyabb jégréteg AP | CDict
PS
61 | ugyhogy ezt is le tudom forditani egyb EP
62 | A kdvetked mondat az elég hosszu, és itt egy részt égyel aware of IP EP
nem tudok 6sszerakni, complexity of
63 | ugyhogy ezt még egyszer meég kell nézni a szditarb sentence, IP CDict
64 | vagy lehet, hogy megprébalom kikdvetkeztetni envisages IP CStS
relying on
guessing
65 | <stBack from a cruise to the North Pole aboard thedrars IP
icebreaker Yamal
66 |tehat hogy ez az <gboard> mi akar lenni, IP
67 | ezt meg fogom nézni most mégegyszer az egyinyelv AP CDict
szotarban fogom megnézni M
68 | a vesszutan a mondat kévetk&ézésze megint csak nem EP
okoz problémat
69 | a kbvetked rész sem EP
70 |igen, ez az <stboard> okoz csak problémat IP
2 2 oz 2 accepting -
71 | ezt megnézem meég egyszer a szotarban..., ... megmézt : AP CDict
<staboard> sz0t, hyr[?](;t;lr?iilzed
72 | de még most sem vagyok biztos benne, aning AP | CDictF
resulting from
73 | ugyhogy megprobalom dsszerakni a mondatot, ahdélkgy guessing PS
biztos lennék benne, mit is jelent as final
74 | most az <stboard> sz6t nem sikerult megfejteni..., solution PS CStS

agyhogy enélkil forditottam le a széveget, ugy,yhog
kikbvetkeztettem, mi lehet
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75 | most itt az, hogy <#gy masfél km széles to nyiltfel IP
76 | azt ugy értelmeztem, hogy itt a jegiirezgy masfél km AP
széles to nyilt meg, és hogy 90 fokra északra. PS
77 | <ttA siralyok> <stfluttering> IP
78 | én azt igy forditottam, hogy <siiralyok ropkddnek felette AP | CDict
PS
79 | O tobb problémam ezzel nem volt EFR
80 | most nézem a kdvetkemondatot
81 | Igen, a kdvetkézmondat, hogy a <steclared IP
82 | az szerintem <wjdvairta vagy jovadhagyta az Ujségpgy PS
mar volt egy ilyen, hogy megnyilt a jeg>
83 | na most itt van a mondatban a masodik felébanradatnak IP
hogy <stclaim> double
84 | ez nem tudom, hogy mit jelent, igyhogy ezt noggpm checking in IP CDict
nézni még egyszer az Orszagh szotarban dictionary AP
85 | no, hat a <gtlaim>, még mindig nem vagyok biztos benng AP | CDictF
hogy mi jelent
86 | szerintem <wihizonyiték lesz PS
87 | a <steclared ebben sem vagyok pontosan biztos, hogy IP CDict
hogy forditsam
88 | ugy forditom, hogy <wAhllitja, az Ujsag azt allitja PS
89 | <stsuch an opening in polar icemost ebben szintén, IP
90 | hat tudom, hogy arra utal, hogyediiz6 mondatban volt az, sing related AP | CStLB
ugye, hogy <tegy masfél km széles to nyilt a jéginez using
91 | itt arra utal, hogy ilyen <iégme# nyilas megnyilés info f_r om PS
1 previous
92 | csak ez magyarul mondjuk elég nehéz elmondani sentence IPEP
93 | 0 és akkor ezt végul is igy megoldottam, lefottim. ... PS
94 | Hat a kbvetkégzmondat hat azt, azt nem igazan tudom, hogy IP EP
hogy tegyem 6ssze aware of
95 | az <sice forms hogy az itt mi akar lenni, problem that IP
- 7 — can change
96 | a <sform>-nak a tobbes szama, hogy <jgh alakok, . AP | CStW
the meaning PAS
97 | vagy <wha jég formab of the AP
- . sentence
98 | hat ezt nem tudom, fogalmam sincs, hogy ezt hogym AP EP
0sszerakni PDM
99 | <stas much as IP
100 | <whannyira, mint két héttel ez#t?> AP | CDict
PS
101 | <stused to IP
102 | <whahogy a Hudson bay-ben torteént PS
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103 | na, hat ezt nem tudom, hogy fogom 6sszeralar, m aware of AP
tulajdonképpen minden szot ismerek, kivéve, hoggta problem that| PS PAS
forms> most itt melyik, ez most egy igéjrfév, ezt nem can change EP
tudom kikovetkeztetni, ... mindegyik sz6t ismeremgkcaem the meaning
tudom 0sszerakni a mondatot of the

104 | hat nem tudom, megprobaljuk ... sentence PS MD

105 | hat azt hiszem, rajottem, 4sé ice forms, as much as two AS
weeks late¥, ezt akar ki is lehetne hagyni, szerintem, hogy PS MD
<wh a jég zavaro szituaciokat terermt?

106 | Nem, nem vagyok benne biztos ... AP PDM

107 | A kovetke#d mondat, amikor a <fegesmedvék ugye IP
felbukkannak a nyéri barlangjaikié|

108 | ezt a mondatot nem tartom nehéznek és eztudasn IP EP
egyl®l forditani ... PS

109 | ... leirtam (PS)

110 | és most elolvasom még egyszer, mert nem vauggoke AES IP EP
biztos, hogy j0l raktam 0ssze és egyelelég értelmetlennekgoing back or
tanik... her own

111 | ..., nahat, javitottam benne, mert nem hanghagdt e translation, | AES | ReM?
értelmesen, changing firstt AS | ReW?

112 | és azt hiszem, igy lesz ajo ... solution AS ES

113 | most a kdvetkézmondat, hogy <th medvék képtelenek IP
elére haladni, ezért balra fordulnak

114 | hat ez nemihik egyaltalan nehéznek, ugyhogy ezt mostle ~ AES IP EP
tudom egy#l forditani ... looking for PS

115 | most ennél a mondatnal, amire azt mondtam, kogmyi relevantinfo| IP EP
leforditani, leforditani ugyan konfélycsak nem tudom, hogy by going back AP
a medvék miért nem tudjak folytatni az Utjukat?sgp> in the text anc

116 | és miért fordulnak el balra a varos felé by bringing in| AP | CStLA

- — T — external info

117 most azert, mert a jég megtort, gy ertve, hadgtkezett to understand AP PAS
rajta egy nagy to, vagy azért, mert zart a jég, meaning CStLB

118 | itt valami értelmi problémaim vannak ezzel ksagatban ... IP EP

119 | a kbvetkez mondat, hogy ezek <wdntermészetved IP
munkasok ezek lenyugtatjaknedveket valamilyen rejecting word PS
lbvedékket, for word

120 | ez a <sflart> ez nem tudom, mi lehet, translation, IP

121 | agyhogy én <whyugtat6 |6vedéke gondolok, de nem aware of PS

: context
biztos,

122 | ugyhogy ezt leforditom, ezt a mondatot, (PS)

123 | <stnatural resource workersszerintem ez <wh IP
természetvétk> magyarul... PS

124 | Az utolsé mondatban ez elég nehézfiakt<stin years> ez | aware of text| [P
nem tudom, hogy ez itt konkrétan mit jelent, organisation

125 | <whaz ut6bbi évekber? Ez igy azt jelentené? PS

126 | Es ez a <st late freeze> IP

127 | ez a <wh ke fagyas?> PS
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128 | Ebben sem vagyok biztos, ezt is meg kell nézziotarban, AP| CDic
129 | az Orszagh szétéart én valahogy jobban szetesanalni, ReES
kénnyebben kiigazodok rajta, Preferring
bilingual
dictionary to
monolingual
ones
130 | és ez a <s@apturecd, IP
131 | ez sem tudom, mit jelent, ezt is meg kell ngzne AP | CDict
132 | most itt az <gh years> ezt én kulon akartam forditani, IP
PS ReS
133 | de én szerintem ez, hogy isyears with a late freeze ez AP | CStW
egybe tartozik,
134 | és ez ugye azt jelentené, hogy <wbkban az években, PS
amikor a fagy késik? vagy kés fagy>
135 | szerintem ez igy lesz ... PS MD
136 | ..., meg kell néznem, hogy a ssaptured> az mi lehet ... IP
137 | <dictcapture: elfog, zsakmanyoha, megnézzik ezt ... AP Cdict
138 | megvan ez a <saptured, ez azt jelenti, hogy <& AP CStS
medvéket elfogjék PS
139 | és akkor <sh or near towrr..., IP
140 | <tt avarosban, vagy kozel a varoshoz PS
141 | 6 néha <wkétszeres annyit szerintem, PS
142 | ugyhogy akkor ezt a mondatot is 6ssze tudomi ten AS ES
143 | Most végigolvasom Ujra a leforditott szovegefyy AES
osszeflig§ legyen, és értelmes, azt megnézem... checks the
whole
translated text
after finishing
translation
144 | hat, elolvasva a szbveget még egyszer, vakégyomalyos AES IP
pont, amit egyszéen nem tudok tisztazni, még mindig identifies
problems not
solved yet in
the translatior]
145 | ez az <wlorosz Yamal jégtérvisszatért az északi sarkedl IP
146 | de hogy ez az <gboard> hogy kerdl ide, IP
147 | és hogy <wlezen voltak-e a turist&k, vagy hogy hogy fiigg AP CStS
ide aturistak ezt nem tudtam, egys#en nem tudom PS
kisilabizalni, hogy hogy lehet ... AP PDM
148 | abban sem vagyok még mindig biztos, hogy an@ka van IP
sz0, <wha Hudson-bay el kapcsolatban, hogyjég formalt PS
olyan zavard szituacidt vagy vagy ... még mindig nem AP PDM
vagyok biztos, hogy jél forditottam-e ... igen ... AS
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149 | Hat akkor most megprobalom a cimet leforditiagyi, hogy AES
most mar tudom, mit szél a cikk, leaves
translation of
title till end
150 | meg kell néznem a szétarban, mertAs8t nem tudom IP
meltdowrr ezt mind a ketit megnézem a szétarban ... AP | CDict
151 | a cimet meg sem probaltam leforditani, étieglem AES EP
forditottam le az egész cikket, mert egyaltalan mierh leaves
lefordithatonak, translation of
title till end
152 | most probalkozom ... leforditottam a cimet is, éz&és (PS)
153 | vagyok.
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2.4 MAIN RESEARH - TRANSCRIPT OF RECORDING
Name: V. A.

Mayor urged

ELTE ITK Summer intensive course

July 2006

Elolvastam, elkezdem forditani. <u> Hat végul isaadl sz6l, hogy Londonban a polgarmester a busz
hasznélatat vagy a busz viteldijat akarja emeezt sirgeti, és akkor 8rsz0l a széveg. Elkezdem
forditani. A cim ... ez a <gtut> ez a <tivagni>, ennek biztos van valami atvitt értelme, kikerase

risten, egy oldalnyi <whstkken®> akkor a <dictut azcsokkentt, azt hittem, hogy ez valami negativ
dolog, szegény polgarmesterrel szemben, de akkor Akkor az a cim, hogy a <tbndoni polgarmester
siettetP vagy <stalleged> hogy <ttbelss kényszert érez valamit csinatniu> <tt A polgarmester sietteti a
busz viteldijanak 70 pennire valé csokkentésétg bonyolult, na mindegy. Még mindig a cimmegjyok
elfoglalva. Ez a <tsiettet> ez szerintem nem valami j6, de lehet, hogy awégémarad, azért most
kikeresem ezt a sz6t. Hatha van valami jobb kifsgemagyarul ... <diatrge: siettet, elrehaladasra
késztet, serkent, sztbndz, vmire késztet, vhmitatgiosan javasol, sirgeti, sirgétat ez j6 lesz akkortk
A londoni polgarmester sirgeti a buszok viteldijai@ pennire valo lecsokkentésaikkor ezt most
leirom... Leirtam, akkor most elkezdem forditani B8 enondatot, elolvasom, <p s>. Ennek az a I1ényege,
hogy az (] polgarmester London 6 tomegkozlekedézisét kéne, hogy megoldja ez a tetkle> de majd
kikeresem <u> de majd mindegy <u> azzal, hogydleksnti a busz utak dijat 70 pennire.> Ezt a mésodi
mondatot ezt valahogy nem értem, ezt a tagmondatee]l teljesen keresni ... <wimegjelent aha egy
cikkben vagy nem tudom ... na, akkor most ezeketzelimn keresgetni, ezt a 4atkle>-t elsszor, <dict
tackle: emd, csigasor, megbirkdzik vmivel, lekiizd, megkuizdghiek6zik vmivel, elintéz, nekifog, vallal,
vitaba szall ... hat végul is ez mind j6 ide <p Kitt az Uj polgarmesternekakkor ezt leirom, és kikeresem
a tobbi szo6t is, hogy értsem teljesen, akkor rjakiki: <dict: megbirkdzik, <u> meg kéne ezzel lbizkia,
elintéz>, ez az <tlintéz, ez még jobb, < p s > dsifluentia> mondjuk ezt is tudom, hogy tudom, csak
most nem <p f > <didinfluence, influentiat most ezt keresem ... <dictfluential: befolyasolo ...
befolyasold, befolyasas.> hm ... <streportproposed <wh kozli, egy befolyasos ... > azért kikeresem ...
<dictreport: beszamold, tudésitagondolom, a pletyka az nem lehet befolydsos, falyésos az ember
szokott lenni, vagy hatasos legyen inkabb ez am#gential>, nem tudom, <p s> <dittdositas,
kozlemény <stproposed hat pedig ... <dicpropose: javasol<u> ... jaj istenem, ez nagyon ... <why
befolydsos vagy hatdsos kozlen¥hygl van ez? ...<digavasol, ajanl, tervez, szandeékal.. thm ... akkor
<tt az Uj polgarmesternek a ... a busz busz arcsokkentéssztutak dijanak 70 pennire 70 pennivelem?
<u> <tt 70pennire> azért az is elég sok ajaj ¥ pennire valé csdkkentésével kéne megoldani kéne
megoldart <wh+megoldank lesz, nem érdekel, nem <winegbirkézr# <tt megoldani London
tomegkozlekedési krizisét, ahogy. ez valahogy most nem egyezik a cimbenivel, ahbimondja ez a nem
tudom mi, ugy <wtkéne megoldanig a cimben viszont az all, hogy <wWhmaga akarja megoldani, nem
mas készteti r&>, na mindegy atpolgarmesternek a buszutak 70 pennivel val6 esitékével kellene
megoldania a londoni tomegkozlekedés krizisét bggyaegy... amint azt egy hatadsos hatasos cikk?
tudositas hatasos kdzlemény tuddsités clkkme 6 ez <wlegy hatasos cikkben tervezgetik mést

today> <whamintazt egy hatasos cikkben tervezgetik ennek nincs semmi értelme <tenvezik egy
Ujsdgban egy mai Ujsagban egy hatasos cikkbenzgetik, feszegetik szandékoznaka mindegy , <u>
leirom a mondatot ...Szerintem rgjottem, hogy ezsztiedés ez fiveltetés a cimben, széval némmagat,
hanembt slirgetik csak ezt most elmondom, azért javitotiarmert most jottem ra. Leirtam a masodik
bekezdést. <th lap Ugy jelent meg.> nem tudom, <wldigy jelent meg, mint vagyis olyan cimmel,
gondolom, <shs new fares are being introduced, says that redubbth tube..> akkor ez arrdl, arrél szdl,
hogy még ha le is cstkkentenék valamennyivel aowtbusz viteldijakat, akkor is ez csak egy kis
emelkedést mutatna abban, hogy a a kdzlekedéstdidkmak vagy hogy hivjak ezeket? az utazok
szadmaban kis ndvekedés lenne varhato ... hat akkgpndigalom. <tiA lap ami...> azt nem tudom, végul
is nem az a cime <u> <> 6 nem tudom, na, nem tudom. <#Hap, amely Uj buszjegyeket vezetnek be
cimmel jelent meg ez is elég idiétan hangzik, de most nem tudbkdd 6sszehozni <wdilitja, hogy a
metro és busz jegyek lecsokkentése 6 6 csakegpj,dem tudom dsszeszedni magam {edsokkentése
0 tudom, hogy mit akarnak mondani, csak nem tud@gyarul 6sszerakni a mondatot <a/metro és busz
jegyek lecsokkentése csak kis a ... lecsokkentésmuttma csak egy kis ndévekedést mutatnaa 6 a
tomegkdzlekedést hasznaldk kérében lecsokkentskisEsak csekély eredményt? eredményt csalycseké
csekély ndvekedést eredményezne>aez meg nem fejezi ki, nem ezt akarom mondamh A lap, ami az
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0j <u> cimmel jelent meg, allitja, hogy a metrolész jegyek lecsokkentése csak csekély nbvekedést
eredményeznea azt akarom irni, hogy nem hasznalnak ki lényegeétbben <p f> a metrot vagy a buszt
vagy buszokat, ha levinnék az arukat, csak ezttndom 6sszerakni normalis mondatba, na most
gondolkozok... Na, 6sszehoztam valamit, de szerieemég mindig nem fejezi ki azt, amit akarok.Att
lap, ami az Uj buszjegyeket vezetnek be cimmat jeleg...> ez inkabb <wltikk>, na mindegy <téllitja,
hogy a metro és busz jegyek lecstkkentése csagtélgn ndvekedést eredményezne a tomegkodzlekedést
hasznalok szamabannem <whkoéréberr, hanem <whszdmaban, hogy nem névekedne sokkal vagy
nem hasznéalnak tébben a témegkdzlekedési eszkdtizkbtcsokkentenék valamennyivel. Most leirom a
mondatot. Leirtam, jon a kovetkemondat. <wlDe ha nagyobb arleszallitas lenne, vagy nagyobb
csokkentés jelentkezne a az drakban am a nagyokkergés az drakban plusz kombinélva extra
jutalékokkal? vagy extrakkal <f> extra>..ilyen nem <whextrdkkapb és <whij utakkal az nbvekedést
jelenthetne vagy névekedést mutatna a busz utaaockadan hogy 40 %-al 40%-0s ndvekedést mutatna a
busszal kozleké# szaméaban... <wh De egy nagyobb cstkkentés jelentkezne a jegy @akitt minden —
ban lesz <wiDe egy nagyobb csdkkentés jelentkezne a jegy @aki-b és ez ezek tartalmaznak
tartalmaznanak extra juttatasokat ... <u> ... szolg@st? extra szolgaltatast ... szolgaltatasat végul is
itt van olyan, hogy <dict rendszeres, menetrendstzevasuti rendszeres szallitas, forgalom, esnaitas>
<u>hm, hm @h extra ... extra kiszallitAsokahogy <wh haza vinnék? vagy mit szeretnének?> >..<u
<wh jelentkezne a jegy arakban és ezek tartalmaznaxtek ®rtalmaznék az extra extra szallitasokat is,
extra szallitAsokat és 0 utakat vezetnének be karakar 40%-0s ndvekedést mutatna a busszal ldibliek
szama hat ezt most leirom... A kdvetk@mondat: <whA jegyar csokkentések, amik 80 milli forintba
kertilnének egy évberez most hm, hm az allamnak lenne ez vesztesgy,arayit hozna be nekik? ... ezt
most nem tudom, most hogyan deritsem kih A jegyar csdkkentések, amelyek 80 milli6 foseteséget
jelentenének az allamrako, <stinitially> az ilyen <whkezdetben kezdet, kezdetb@mst nem fogom
kikeresni ... <sfunded by the current 1 per cent increase in tabesk ezt kikeresem <stinded <dict

find, found>, ez valami malt if ... <dictfundazbefektet, <dictfund alap, pénzalapgke, pénzosszeq,
készlet <stby> ... nem tudom, ez a <stirrent> ezt is, annyiszor taldlkoztam mar vele, és egysrenem
vagyok képes megjegyezni, hogy ne kelljen kikeresndig <p f> <u> <dicturrent: foly6,ar...> ezt nem
értem ... most megint kikeresem ezt afasid>-ot ... ezt nem értem ... <p s> ... ezt nem értem, neeme
<p w> <stby the current 1 per cent increase in tube fares<wh kezdetbemefektetr# ezt nem értem,
egyszeiilen nem értem <p f> semelyik sz6 nem kapcsolodilésikhoz <whl%-osndvekedés lenremost

itt miért névelik, amikor az ék6t meg ... akkor azt akarjak, hogy lecsokkentik a liggkat, 1%-al meg
novelik a metro jegy arat? és az akkor a 80 mélidnem 80 millié lenne, hanem 79 <p I> vagy nenoitud
<stcut in fares...> na jo, most akkor sem tudom kitalalni, valaiisszerakok ... < wh jegyar
csokkentések 6 80 millio> <st poundex ez? ilyen <whveszteséget okoznak az allamnak, ezért kezdetben 6
a busz jegyarak csokkentése a busz a buszjegyalkreddkkentése 80 millié font veszteséget okozna az
allamnak, ezért kezdetben 6 6 a metro a metro kegs@nak 1 %-os ezt nem tudom magyarra leforditani
<p w> <wh a busz jegy arainak csokkentése 80 nfilid veszteséget okozna az allamnak, mondjuk ez
sehol nincs benne, de azért leirom, ezért kezdetimeetro jegyek 1 % 0 ezért kezdetben a metro letjye
al tobbe kertlnének? Vagy na, azért ezt még kite&lnom, hogy egy mondattal ennyit szenvedjekincs
is sok id, a busz jegy arainak 6 csokkentése émdzélr leirom ... a buszjegyek arcsokkentése ... ezért ez
kezdetben a metro jegyek ara 1%-al emelkedne®d @&, j.. metro jegyek ... na, jol van. Kdvetkenondat
<stIn the longterm the cost would be met by the introductior Na, most gondolkozok. Kovetkiez
mondat. Ez a <dbngtern® , ez nem tudom mi, valami <wilapkdzbe®> ertl mar tanultunk, ezt kellene
... congestion charge vagy nem tudom hogy kell kinammdzéval ez az 5 font egy napra, ha belépek
London belvarosaba ... 5 fontos dijat kell fizetrapidijat, kilon leirom a mondat részleteket, hagyt@n
Ossze tudjam rakni, mert <p f> mert ez igy nem .hami 205 milliét hoz be egy évlbea <stgenerate
szakszava magyarul kikeresem ...<djeherate létrehoz, &dllit, fejleszt, termel, behozami ehhez az <st
expect <wh ami reméljik, hogy annyit hoz hogy hegyw> ...megint ez a <&ty the introductior vagy
nem tudom, ez is az, hogy kezdetben, nem? gondealpént kikeresem ... <diattroduction: bevezetés,
bemutatas hat, akkor nem akkor <wibevezetéskor bevezetéskor <stin the long terrr ez napkézben, de
mar semmiben nem vagyok biztos ... long long, héat tedéit <dictlong term: hosszU hosszu taxrawh
szamitott tervezet.> <whhosszU lejaraté> <u> ez a <stould be met by ez is ilyen dsszetett, hogy <wh
elérheti, lehet hogy..> ... <p w> Uh, nem tudomwh hosszl hosszU tavra tervezett> tehat <wkez a
hosszu tavra tervezett tervezettaddem is tudom <whdoé bevezetéskor bevezetésgy> <p w> mar
elég volt, nem tudok gondolkodni> ez a getzerment spokesmamez olyan, mint a Batiz, nem? csak ennek
mi a neve 0 0 ... <u> kéwan <stin the long term the cost could be met by the thintion of a 5 pound

... elfelejtettem a szavakat ... ezt nem tudom <p f* m&gint nem tudom, hosszu tavra tervezett most
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egyebre beirom <wlkezdetben ez a hosszu tavra tervezett ado ... bé&vezeh hosszu tavra tervezett adé
bevezetéskor 5 5 font 6 5 fontos napidij <p w>leggszU tavra tervezett egy hosszu ...a gépkocsikra
tervezett hosszu hosszi mi ez? hosszu tavra spaingz <wh szamitott hosszu tavra tervezett gépkocsikra
vonatkoz6>aj, ez nem j&kwh vonatkozé vonatkoz6 hosszu tavra ... tavra retv@edd a London
belvarosaba belepa London a londoni belvarosba ...be haladd be érketdkra vonatkozik, ami
bevezetésekor 5 fontos napidijat jelentene a géjkacvonatkozd hosszl tavra tervezett ado a london
belvarosban ¢ kocsi autokra ... autok ... vonatkozik><pa gépkocsikra vonatkoz6 a gépkocsikra
vonatkozo hosszU tavra tervezett adé a londonababa belég autok autdkat érinti autdkat érinti ..
akiknek ... 6 a bevezetéskor az ad6 bevezetésakmioS hapidij napidijat kell befizetnitk ... amivel<
valami mondat gépkocsikra vonatkoz6 hosszu tavra tervezett.ad§szevéalogatva ... a London
belvarosaba mehautdkat érinti, akiknek az add bevezetésekor to$amapidijat kell fizetnitik, ezzel 250
millié fontot fontot hoznak az allamnak ezzel &ekaz add ezzel remél ezzel ezzel ... <p w> a géjgkacs
vonatkozo hosszu tavra tervezett adok ez végdbisreem? végul is a London belvarosaba hekyokat
érinti, akiknek autésokat autot érinti, amik utdmik utdn amik utdn az ado6 bevezetésekor 5 fontusliiet
kell befizetni>jd, ezt leiromJodn a kovetkez<stA package of cheaper bus fares combined with wider
service improvements is alleged ..ah, hm <p f> szdval <#gy kdteg vagy csomag olcsébb 6 buszjegy
kombinalva ilyen szélesebkstimprovements <whimproveaz azlsallit, nem?> kikeressuk, mindent
kikereslink <simprove> ... <dictimprove: megjavit, kihasznal, javul tényleg <dicimprovemend, 6
...kihaszndlas javulas, tokéletesttéswhkihasznalasjavulas> az <stulleged> az megvan, <tllit vagy
allitjak, allitélag> mihez vezetne? <gtajor> <whtérsadalmi és gazdasagikwh bejovetet ... haszow

... <U> <p w> egy <whdmb> vagy minek mondjak ezt nalunk? <wmb>nek, nem? egy <wbsomag <p
f> az nem j6 egy <whbmb> <wh szélesebb kdr> ... <whegy témb olcsdbb 6 busz jegy jegy 6 szélesebb
kori> mi volt a <stservice-re <whextra szélesebb készolgéaltatasokkal ... kombinalva kombinalva 6 6
<p w>tarsadalmi és gazdasagi és gazdasagi haszonhethe¢z... hat ezt most leirom ... kdzben
rajottem, hogy a Batiz kormanyszogiwwh A kormanyszévizagyidvozolte vagy tgy 6 6 mit csinalnak
agy ugy <whkommentalta nem <wh-{idvozl> <wh+kommentalta a cikket, mint egy érdekest
contributior> kikeresem <dichozzajarulas, kézleményxwh mint egy érdekes kozleményt> <dicdo,
sarc<p I>kdzlemény <p s> <whA kormanyszoévizugy kommentélta a cikket, mint egy egy érdekes a
kormanyszovii egy érdekes kdzleményként kommentélta vagy jellefeiemezte a cikkekstto the
debate on the issue, adding that any decision @nalarges will be up to the Mayorsp f> <stdebate
<dictdebate vita, targyalas, vitatkozas.. <whtanakodik hm ... <whA kormanyszovivérdekes
kozleményként jellemezte a cikket, és hogy 6 @ ankiormanyszoéviverdekes ¢ érdekes kozlemeényként
olyan érdekes kdzleménykeént jellemezte a cikkéaraihmeg kell fontolni ami megfontolasra ad o&ot
kormanyszovig olyan érdekes ...-ként a cikket, ami megfontolanai@gfontolando és hogy béar és hogy a
dontést az izé fogja meghozni, a polgarmester m&oyszévig olyan érdekes kdzleményként jellemezte a
cikket, ami ami ami megfontolasra ad okot ... okot hat, nem tudom <whgy olyan érdekes
kdzleményként jellemezte a cikket, ami megfontokdokot 6 ... hozza 6 hozza téve hozza és hazza tet
hogy barmilyen déntéseket hogy a>a &p w> 6 nem tudom <p s> <vés hozz4 tette ... &p w> nem

tudom <wh &ormanyszovié olyan érdekes kozleményként jellemezte a cikketnegfontolasra ad okot,
€s hozz4 tette, hogy és hozza tette hogy hogyhagylja dontést hogy az Uj adokrél?agy mi ez? wh az

0j ) adokrdél a dontést a polgarmester fogja megtio..> hm, nem teljesen ugyanaz, most leirom, aztan
vége <tta kormanyszoviiszoviv érdekes kozleményként jellemezte a cikket, anmtezmegfontolasra
szerinte megfontolandd, és hozza tette, hogy addkjrél a dontést a polgarmester a kormanyszbgivde-
kes ...- ként jellemezte a cikket, ami szerinte megémdé <u> ezt akarta kifejezni ... és ...<ttlokrdl a
dontést dontést a pol.> na kész vagyok, még egyszer elolvasom, pditeid, még van par perc a végeéig,
elolvasom és aztan kész.

recording time: 55 mins.
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Id. no. Analysis,
of Protocol comments | Coded move
moves
1 Elolvasva a cimet és az Ujsag cimét, amiben ggeteat ... <stArctic Aware of contex{ AES
Meltdown> a cim, és a Time magazinban jelent meg ... for article,
adressee
2 ebl gondolom, hogy valami tudomanyos sz dgesz szo Aware of text| AES
type
3 vagy legalabbis Gjsagirdi nyelvezitr Aware of type off AES
language used
4 ami nehézzé teszi majd a szoveget ... Predicts problem 1P EP
connnected with
type of text
5 A cim... nem vagyok benne biztos, Works on the IP
6 de talan <wta sarki jéghegyek olvadaséjelentheti ... meaning of title| PS
7 még a szoveg elolvasésétekikeresem a szétarban a sseltdowrr szot first IP
8 <dict> ... <dictmelt down: beolvaszt, megolvaszt, szétfageként, “meltdown” AP CDict
9 fonévként valoszilileg ezt amlvadastelentheti> grammar AP CStG
10 ezutan elolvasom a széveget ... AES AES
Reads complete
text first
11 <r stin the past ...doubles.> reads text aloud AP
12 Ahogy a sajat hangomat hallom olvasas kdzbegahapitom, hogy Evaluates IP ES
nagyon nehéz nekem ez a széveg ... difficulty of text
13 rengeteg ismeretlen szé van, amit se lefordisgnmegérteni, se kiejten Identifies IP ES
nem tudok...<p: s> potential
problems
14 Ezutan ... latom, hogy sok munkam lesz ... Predicts hard IP ES
work
15 | eBszor aldhlizom a szdmomra teljesen ismeretlen saavak Identifies AES
unfamiliar words
first
16 <r st cover, cruise, aboard, gull, fluttering, overhe#lthpugh, clean, List of unfamiliar| 1P
dismissed, bewildering, emerge, den, proceed, metn emaciated, words
tranquilize, dart, gun, captured, double
17 Ezutan ezeket Ugy keresem ki a szétarban, hisgygporoljak, hogy ABC order: time| AES
rdnézek a szovegre és ami a ... tehat ABC sorrendben sparing method
of dictionary
work
18 | <staboard> IP
19 a kétnyelii szétarban keresgélek ...<daboard: hajon, replidgéperr “aboard” AP CDict
ezt irja a szotar, guesses meaning
20 | de gondolom, azt is jelentheti hogy <fedélzeten based on PS
21 | mert eszembe jutotttmard sz6, ami ha j6l emlékszefedélzetejelent | dictionary work,| AP CEl
tries to remember
meaning of word
22 ezutan megkeresem a ...gswildering> szot ... Guesses meanirlg IP
23 | ebszor arra gondolok, hogy a <wiild azt jelenti vad, bewild: talan before dictionary PS
vaditani, vaditas ilyesmit jelenthet ... work,
24 | <dictbewilder: megzavar “bewoldering” | AP CDict
25 | <whbewilderingakkor talarzavart vagy zavardnkabbzavaréaz —ing | guesses meaning PS CIS
képz miatt> based on
grammar
26 <stclaim> ez lesz a kbvetkéz.. <p c> Realises IP
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27 <dictclaim: igény, kdvetelésmindkett lehet, <rigény, kdvetelés difference in AP PDM
meaning:”claim”
28 <stcover ismepBs a sz06, de sajnos nem emlékszem ... IP
29 <dict> <dictcover:igeként fed, takar, borit, leplez, palastol, véd AP CDict
Relies on context

30 mivel mogotte az van, hogy 6% ...> for selecting the| AP CStLA
31 | tehat valoszileg <whboritja> a jég ezt a teriiletet ... right TT wording| PS
32 <stcovep <ttborit, befec AS CoS
33 <stcapture> ... <p c> “capture” IP
34 | <dictcapture: elfogas, zsdkmanyolas, igeként: elfogesevmegragad, AP CDict

foglyul ejt>
35 < stdart gurp ... Brings in IP
36 itt adartsjut eszembe, mint jaték, tehat valami hasonlétlehe knowledge of the AP CEl
37 | <dictdart: azt irja, hogydarde> world AP CDict
38 | talan egy <wmyilpuska> lehet <p c> ‘dart” PS
39 <dictdouble: kétszeres> “double” checks| AP CDict
40 hét ez eszembe juthatott volna, csak megzavwegén az '—s’ unfamiliar as a IP
41 valosziKleg itt a medvékre vonatkozik verb AP
42 <p ¢> hogy kétszeresét is foglyul ejtik bizonyasnnyiségnek PS
43 aztan <stustomary Misreads IP
44 <whcustomer az vasaro... “customary” for ‘| AP CEl
45 mi lehet a <stustomary <p g> “customer” AP
46 <dictcustomary szétarban ez a sz6 pont nincs benne, AP CDictF
47 de mivel énév, AP CStG
48 lehet ez a sz6 <wbgyasztas, vasarlas PS
49 majd visszatérink ra PDM
50 <stderr ... “den” IP
51 <dictden:barlang, odd, tanya AP CDict
52 <wh summer demkkor amyari tartbzkodashely vagynyari odulehet> PS
53 <stemerge ... “emerge” IP
54 <dict emergency az vészhelyzet> AP CEl
55 <whemergevalami hasonlé lehet> AP
56 <dictemerge: felbukkan, kiemelkedik a vizlelosbukkarr AP CDict
57 Uhum tehat <wfelbukkarr AP SeDictM
58 < stdismissed IP
59 az <wh valami negativ jelentész6 lehet a miss és a dis- miatt is> Relies on | AP CSiG
60 <dictdismiss: elbocsat alkalmazottat, elenged, elutasiz> (V\?(:?dn}ror}?r:zargoen) AP CDict
61 mivel utdna az van, hogy <st scientists AP CStLA
62 valoszifleg azt jelenti, hogy <wblutasitjakezt akdvetelést PS
63 <stcruise> “cruise” IP
64 <dictcruise: tengeri utazas... AP CDict
65 Uhim <dictengeri utazas ... hajésit AP SeDictM
66 <stflutter> skips unfamiliar| IP

word

67 nem <semaciatec IP
68 teljesen ismeretlen sz6 szamomra<p c> “emaciated” IP EP
69 <dictemaciate: lesovanyit, lefogyasztp su+> AP CDict
70 <whemaciated: lefogyott, sovany.. AP Cdict
71 < stfluttering><p s> “fluttering” IP
72 <whflutter> <wh az taldn valamilyen hangutanzo szé lehet> AP
73 | ... mindig jar az agyam, ha meglatok egy szétyhoge emlékeztet ... | use of conscious AES
74 <dictflutter: valbban <p su+> szarnycsapkodas, verdesés,debeg memory search| AP CDict
75 itt most az <sbverhead-et is meg kell keresnem ahhoz, Looks at contex{ AP CStLA

hogy értsem ezt az egész kifejezést ... for guessing
76 <dictover, overheadfénévként ... 8névként felss, magason, felll, meaning, AP CDict

magasban ... Gthim ...... <u> ... “overhead”
77 | de talan <wh feluletet> jelenthet, vagy valamvh<felss dolgot> identifies part of| AP

speech before
looking up
meaning
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78 akkor megkeresem még ezt agudt> szét is, Looks at contex{ IP
79 ami szintén szerepel ebben a kifejezésbhen for guessing AP CStLA
80 | <dictgull: ...> meaning AP CDict
81 rossz az, amikor harom egymas utani szo is esieer... IP EP
82 <dictgull: siraly> AP CDict
83 akkor rosszul sejtettem, Canrejecther| AS ReM
84 <wh- azoverheadaz neménév itt, hanem hataroz6szé6> firstguessona| AS JS
85 | tehat <whmagasbam part of speech | PS
86 és akkor <wla siralyok...>... Postpones PS
87 <stwith gulls fluttering overheae decision on AP CstC
88 <wha siralyok szarnycsapkodasa a magashan meaning PS
89 hat erre még visszatériink, ez egy kicsit nehgst m. AP PDM
90 <dictthough azt jelentihabar, ambar “though” AP CDict
91 <dicttranqulise: megnyugtat, lecsendesit, lecsillapit “tranqulise” AP CDict
92 <stproceed kimaradt ... “proceed” IP
93 <whproceed: procedura, folyamit eszembe> AP CEl
94 <dictproceed: halad, ére megy, folytatodik AP CDict
95 <whfolytatastalan ...folytatas, eljaras PS
96 ... most megvannak azok a szavak is, amelyelsegljesmeretlenek Finishes AES
voltak szamomra, checking
unfamiliar words
97 de még éfordulhat olyan, amit az adott kifejezésben neralért. Preparedto | AES
check further
words that may
be unfamiliar in
context
98 | A cimnél megallapodok magammal abban, hogy savkvidéki Starts by PS
olvadas>, translating title
99 | de lehet, hogy ezt még finomitani fogom, AS PDW
100 | mert nem hangzik valami magyarosan ... AS ES
101 | El$ bekezdést olvasom Aware of text AES
organisation
102 | <r stin the past two decades in 1980~ Reads first AP
paragraph
103 | Erzem ebil a szdvegbl, hogy ez egy teljesen altalanos bevézet Defines genre of AP CEl
adatokkal, bevezét még nem tul elgondolkodtato informéciokkal ... text for herself
104 | tehat egy hasonl6 stilusi magyar forditasmdegkség ... AP
105 | viszont észrevettem, hogy a elainb> még ismeretlen szamomra ... “climb” IP
106 | <dict climb: emelkedés, emelkedik> ... AP CDict
107 | <stin the past two decades Starts translating AP
108 | <whaz utébbi két évtizedben.. Sentence 1 PS ReW
109 | <wh az utdbbi husz évben PS
110 | < stanual temperature AP CStw
111 | <wh aztlagos évi Bimérséklet PS
112 | <wh szerintem ez &wi k6zép.. kbzepes dmérsékletefelentheti> AS JS
113 | <sthave climbed AP
114 | <whemelkedett 4 C fokrsl PS
115 | <wh- nem..> Works on the AS ReM
116 |<as much as meaning of AP CStw
117 | ezt a kifejezést sajnos nem ismerem, tehas eztiszaj lesz megnézni .. “as much as” AP Cdict
118 | <dictas... azasnél nem talalom> AP CDictF
119 | megnézem a <stuch> szét ... AP CDict
120 | <dictas much as: annyi mint, ugyanannyira, ugyanugy AP SeDictM
121 | <dictas much as.. ugyanannyira mint, ugyandgymint, annyi mint ...> PA| CDict
122 | most elgondolkodtat ... AP
123 | de ha <p s> Alaszkardl, Szibériardl és Kanagaerészéil van sz0, AP CstC
124 | akkor talan ezeket vonja dssze ez a sz0, anannyira PS
emelkedett mindegyik tJerUIeten, 4C fokkabljg?é}rigéyklet..> ’ Looks ahead at
125 | megnézem tovabb ... Sentence 2 to AP CStLA
126 | <stSea ice work on the 355y
127 | <whtengeri jég meaning in PS
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128 | <wh40 %-al lett vékonyabb és 6 %-al kevesebb teriietdt, mint Sentence 1 PS

1980-barr ...
129 | megprébalom ezt egy ... jelentéséirarmegfogalmazni AS Chs
130 | <ttAz elmult hisz évben az évi atlagos kodémnséklet 4 C —al PS

emelkedett Alaszkaban, Szibéridban és Kanada e§yesin is ...
131 | most leirom, hogy lassamis ... AS Chs
132 | még mindig bizonytalan vagyok az gstmuch as jelentésében ... IP
133 | ez val6sziidleg nem lesz |6, AS ReM
134 | de mést most nem tudok kitalalni, AP PDM
135 | taldn még azt, hogy <wegyarant 4 C fokkal emelkedstt PS PAS
136 | de valahogy ez sem illik ide ... AP ReM
137 | <p s> A kovetkezmondat < tfA tengeri jég 40 %-al lett ...véko ... Sentence 2 PS

vékonyodott és 6 %-al kevesebb teriletet borit, h880-ban>
138 | nézzik a kdvetkébekezdést ... Reads AES
139 | <stBack from a cruise to the north ... scientists.> Paragraph 2 AP
140 | <stBack from> AP CStw
141 | <wh visszatérv ... egy északi sarki tengeri Gtrél ... #gtop> Aware of text PS
142 | ... hogy is hivjak ezt. <stice breaker> ... organisation AP CStwW
143 | nem egy szép magyar szo, Sentence 3 AS ES
144 | és talan nem tswh- a jégto> AS ReM
145 | ...de <wh+a jégtor> AS CoS
146 | <wha jégttw Yamal orosz hajo fedélzetén ... a turistak azt nédnalt Draft version PS

New York Times-nak, hogy egy 1,5 km széles .iltd.raz északi ...

szélesség 90 fok folott, ... ahol siralyok szarnjamanagasban ...és ...

lefényképezték ezt, ... hogy bebizonyitsdk, amit ndtaic>
147 | Esetlenil hangzik azért ez méyén ... AS ES
148 | <stdeclare, declare ismebs sz0, “declare” AP CStwW
149 | de sajnos nem vagyok benne biztos ... IP
150 | hogy <whleclare: jelentették ... kozoltek PS
151 | ... itt milehet ? AP
152 | <dictdeclare:kijelent, mond, nyilatkozik ... nyilatkozik .> AP CDict
153 | <whAz (jsag azt nyilatkozta, vagy azt jelentditmgy egy ilyen Sentence 4 PS
154 | <stopening AP CStw
155 |<tt... egy ilyen nyilas ... a sarkvidéki jégen ... lebgds volt ... 50 éwe PS
156 | <wh- nem>, AS ReM
157 | hanem ez egy Reported Speech alak Relies on AP CStG
158 | <stpossibly grammar AP CStw
159 | tehat a <svas>az nem malt id, (Reported AP CStG

Speech)

160 | csak a <gleclared> szdval van egy ifsikon, AP CStG
161 | tehat <wlaz Ujsag azt jelentette, PS
162 | azt kozolte, AS ReW
163 | hogy egy ilyen ... nyilas a sarkvidéki jégen ... Iéugts...<p g>50 éven PS

belll ...>
164 | <stis possibly ... AP CStw
165 | <sta first> Works on the AP CStwW
166 | <p g> ... ez olyan furcsan hangzik igy egyutt meaning of IP EP
167 | <stafirst> ... “afirst’ AP CStw
168 | héat ez nagyon megzavart, meg kell néznem ...fidstt...> AP CDict
169 | miértvanottazaz <ab ? ... AP CStw
170 | hat ... itt nem taldltam meg a kétnyebzotaramban, AP CDictF
171 | bar itt szerintem az egynyélsem sokat segitene, AP
172 | de prébalkozzunk ... AP CMDict
173 | mert ez szerintem valami jelentésmodosito Esiontos ezt megkeresni AP CStV
174 | <dictfirst: ... > AP CMDict
175 | az egynyelvszotarban sem szerepel igy, hogyaéitst>, AP | CMDictF
176 | és ez mostmar nagyon zavar engem ... IP EP
177 | mégpedig azért zavar, mert azacfitst> szerintem itt hatarozoszo ... AP CStG
178 | miért van itt az, hogy <sta> .... AP CStG
179 | <whegy elg? elgszor> PS PAS
180 | ez a dolog nagyon furcsa ... IP EP
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181 | ezembe jut az is, hogy hatha <aitirst > csak lemaradt egy —t AP CEl
182 | mast nem tudok elképzelni, tehat valGdeig azt jelentheti, hogy <wh PS

elészop
183 | most megnézem még egyszer azt &lash> szo6t “claim” IP
184 | mert kdzben mar ott jar a szemem ... ottis ....€s AP CStLA
185 | <dict claim: igény, kbvetelés ... jogalap, jogcimhm, hm, hm ... > AP CDict
186 | <stthough that claim was dismissed by scientists AP CStC
187 | <whbar ez az igény ... PS
188 |bar ezt az igényt ...eathm... a tudésok elutasitjgk... Ghim... PS
189 | <stclaim> AP CStw
190 | <wh- lehet, hogy jelenthet mast is, megnézerpgnyeli szotarban> AP CMDict
191 | <mdictclaim: to ask for or demand ... u ... property or mone&s.the AP CMDict

rightful owner or as one’s right ... Did you claim the insurance after

your accident? ... The prince ...u ... the crown withliledp of a foreign

army .. to call for ... to serve the need .... to amgui often in the

phrase: claim attention ... This difficulty claimsrawndivided attention

... to declare to be true ... to state especially erfite of opposition ...

maintain ... Jane claims to own a car but | do ndielse her ... >
192 | 6, most végig az igét néztem, pedigreeiet kellett volna ... AP CStG
193 | <dictclaim: a demand for sg as one’s own by right ... a riglggo.. a AP CMDict

statement of sg as fact ...The government’s clairhlaa was necessar

was clearly mistaken. His claim to know the answas not believed. >
194 | Uhim..itt lesz valami, ami nekink kell ... AP
195 | <dictclaim: a statement of sg as fact> AP SeMDict

M

196 | <whallitas, valaminek az allitdsa tényként..ihiim AP
197 | <whakkor ezt a tényt, PS
198 | ezt az allitast elutasitjak a tudésokhm, hm, hm <p h> ... AS ReW
199 | azt hiszem, hogy ennél tdbbet nem tudok megtudn PS MOD
200 | tehat menjiunk vissza a bekezdés elejére ... Aware of text AP CStLB
201 | és ezt a szdrnyen hosszU mondatot probaljukmnaegyarositani ... organisation AS ChS
202 | <whaz orosz Yamal ... jégidr.. AS ChS
203 | hm az északi sarkrol visszatéarosz Yamal jégtérhajo ...az északi Works on TT on|  AS ReW

sarkrél visszatéf orosz Yamal jégtdrhajo ... fedélzetén utazo turistak| a stylistic level
204 | ...hat nem azt fogom mondani, hogyrmatindtak a New York Times AS ReW

nak>,
205 | hanem ...<wlheszdmoltak a New York Times-nak PS
206 | vagy nemxwh- beszamoltak>, AS ReW
207 | hanemxwh jelentették>talan, PS
208 | de ez nem a legjobb sz6 AS ES
209 | majd visszatériink ra ... AS PDW
210 | <whhogy egy masfél km széles t6 ... nyilt ... a 90 segidsk folott.. > AS Chs
211 | <stwith gulls fluttering overheael AP CStC
212 | <whszarnyal6 siralyokkal a magasban?>... AS Chs
213 | aha, inkabb azt irjuk, hogyh- siralyok ... repdesnek ... AS ReW
214 | bér a siralyok nemcsak a repdesnek ... ink&idblebegnek>? ... AS ReW
215 | hm, nem tudonxwh a magasban ...> AS PDW
216 | Itt mar pontot teszek, mert ez mar igy eléghs.. Breaks a longer| AS Chs
217 | <whfényképekkel igazoltak ... sentence into twp AS ChSs
218 |fényképekkel akartak igazoh AS ReW
219 | <stto prove it AP CStw
220 | <whfényképek igazoljak egyszeiten AS ReW
221 | tehat <wHényképekkel akarjak igazomi.. > AS ReW
222 | hat majd meglatjuk ... AS PDW
223 | <whAz Ujsag azt nyilatkozta. > Sentence 4 AS Chs
224 | nem, az Ujsag nem <wiyilatkozik> ... AS ReW
225 | <whaz Ujsag azt kozélte, ... hogy ... egy ilyen nyilas PS
226 | ...illyen rés>inkabb AS ReW
227 | <tta sarki jégen .. jégenddzor 50 év mulva lehetséges ... bar ezt > PS
228 | nem mondjuk, hogy mitwh ezt...> Successful PS MD
229 | kikeruljuk, hogy<wh az igény, kévetelés..benne van avoiding strategy PS MOD
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230 |<wh ezt a tényt>, AS Chs
231 | elég az, hogy <#zt> AS ReW
232 | <wh a tuddsok elutasitjak> AS Chs
233 | vagy...<whcafoljak ...> AS ReW
234 | vagy <whlmem fogadjak et AS ReW
235 | Most jon a leghosszabb bekezdés ... Aware of text IP EP
236 | két részletben fogom olvasni ... organisation AES
237 | <sftThe ice forms as much aswveeks later.. > Reads 2 AP CStS
238 | ... megint szerepel ez az @stmuch as sentences in IP
239 | <stin Hudson bay ... water Paragraphs 3 | AP CStS
240 | Hiha ... “bay” IP EP
241 | Megnézzik az a <say> sz6t IP
242 | <dictbay: 6b6k Ghim ... AP SeDictM
243 | <wh+ Hudson 6bol> PS
244 | |6, igy sejtettem AS ES
245 | mot megnézzik azt is <Gape> “cape” IP
246 | van olyan is, hogy Cape Town ... mit jelenthét ez AP CEl
247 | <dictcape hegyfok ... u... > AP CDict
248 | lehet, hogy ez az <wdszaki fok..>... mondjuk PS
249 | ... mindegy ... AP PDM
250 | tehat <wliThe ice forms..> Starts translating AP CStC
251 | <ttformalddik, alakul...> Sentence 5 PS
252 | <stas much as two weeks later in the autumn thared ts? in Hudson | “the ice forms” | AP CStC
bay>
253 | <whA jég ... két héttel késb formalodik...> PS
254 | vagy <whisszel két héttel kéisb formalddik> AS ReW
255 | mint ahogy az a Hudson ébolber> PS
256 | 6ha, ez a <wHermalddik>ez nagyon nem jo ide AS ES
257 | <dictform: ige kialakit, formal... u ... alakul, alakzatban fonnall.. > AP CDict
hm ...
258 | és hogy jon ide az hogy <& much as ? Uses IP
259 | és mindig szamokadt ... monolingual AP CStLB
260 | <stas much as dictionary for AP CStw
261 | megnézem az egynyében, hatha segqit ... recurring AP CMDict
262 | <mdictmuch: ... as muchsa.. u....> Hiha ... problem AP EP
263 | itt csak egy specidlis dolgot ...<u>.... astmuch as kifejezéssel ... AP SeMDict
not successful ir M
264 | hm ...hat nem lettem okosabb ... using AP | ReMDict
monolingual M
dicitonary
265 | <whA jég ... a jég ..dsszel ... két héttel kilsb ... alakul ... mint ahogy Starts AS Chs
az a Hudson 6bdlben szokott Sentence 5
266 | <stcreating a bewildering situation for some of thédlifie> again AP CstC
267 | <whzavar6 ... zavar6 ... zavar0 szituacid, zavar6 helyzetp h> PS PAS
hm...
268 | <whcreating ...> AP CStw
269 | <tt alakit>, PS
270 | de most inkabb azt fogom mondani, hogy okbz> vagy <whhoz AS ReW
magavak
271 | ...0hUm... kezdjuk a végdr... Goestothe end AES
of Sentence 5
to translate
problematic
sentence
272 | <wha helyi ...> “for some of the| PS
273 | <st local wildlife> local wildlife” AP CStwW
274 | ... hiha ... <tta helyi ...> PS
275 | <st wildlife...>... AP CStwW
276 | eztinkadbb megkeresem ... AP CDict
277 | < dictwildlife: vadvilag> hm... AP SeDictM
278 | <stfor some of the local wildlife AP CStwW
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279 | hogyha <stsome AP CSTW
280 | akkor nem bhiztos, hogy <wladvilagnak>kell ... AS ReW
281 | lehetne ugy is, hogradak> PS
282 | <wh ahelyi vadak... némelyike szamara. zavaré helyzetet ... okozva PS
283 | ...de ezt majd még atalakitjuk ... AS PDW
284 | <stpolar bears Sentence 6 AP CSTW
285 | <wha sarki medvék..> “polar bears” PS
286 | mondjuk azt hogy <wjegesmedve> AS ReW
287 | vagy mondjuk <wh sarki jegesmedveék AS ReW
288 | <whmedvék ... melyek ... rendesen ...melyek rendesen felb... Proceeds in PS
289 |rendszereserinkabb Sentence 6 AS ReM
290 | <ttrendszeresen ... felbukkannak AS CoS
291 | <wha ... nyari.. odl PS
292 | lak ... a nyari lakjukbd&l > AS ReW
293 | <wh és ..Churchill fok> PS
294 | azt jelentheti taldn a <Gape Churchilk PS CIS
295 | <whés észak felé sétalnak ...Cape Churchill falé& PS
296 | <sthefore AP CStw
297 | <ttmielstt> PS
298 | <stproceeding directly onto the ice.> AP CStC
299 | Uhum <wtkdzvetlenil PS
300 |... miebtt ... kdzvetlendl folytatnak ...0tjukat ... Gtjukat gégre ...most PS
...>jajaj
301 | beilleszkedik még ide egy olyan, hogy nemcgakagy <sto find open AP CStw
water>
302 | <tthogynyilt vizet talalnak, PS
303 | hanem <gb arrive at their customary departure pont AP CStw
304 | < stowarrive at their customary departure point to findem water> AP CStC
305 | most megnéztem mégegyszer ezt assOmMaryt> Realises she has AP CDict
306 | mivel hogy <s&> van ott és nem <wh e>, misread the word |P
307 | ezért nem vettem észre,hogy benn van a szatéarégiscsak, és azt ‘customary’ and| AP CDict
jelenti, hogy <dicszokasos can correct
herself
308 | tehat ... a <wh szokasos kiindulasi pontjuk ... PS
309 | megérkeznek a szokasos indulasi vagy kiindulagjydmz...> PS
310 | hm, najo, ezt szerintem most hagyom ... tovalgyele AS PDW
311 | <stunable Sentence 7, AP CStwW
312 | <whlehetetlen...> relies on PS
313 | able = lehetséges, képasablefosztokepavel <wh lehetetler grammar AP CStG
(prefix —un)
314 | < stto move forward Proceeds with | AP CStwW
315 | <wheldre mozogni tehat éte menni, efre menniik Sentence 7 PS
316 | <sttaurn left> AP CStwW
317 | < whbalra fordulnak> PS
318 | < stand continue walking right into town AP CStC
319 | <whés folytatjak Gtjukat..> PS
320 | <stright into towry AP CStw
321 | hogy jon ide ez a <sght>7? ajaj IP
322 | ...tehat <wh aarosbe ... PS
323 | miért <stight, right into towr»? AP CSstw
324 | <dictright megfelebje: alkalmas, igazi, helyesen, ... egyeneseisu+> AP SeCDict
M
325 | <whegyenesen a varosba PS
326 | Uhim ...<tegyenesen a varosba AS CoS
327 | <starriving emaciatett... AP CStw
328 | <ttlefogyva és éhesen érkeznek mpgu+> PS
329 | <stNatural resource workers Sentence 8 AP CStw
330 | <whresource... az valamkutatds “natural resource PS
331 | ezt nem méztem meg ... workers” IP
332 | <dictresource... efforras, segélyforras .natural resource<p su+> AP CDict

természeti kincsek, &forrasok>




26

333 | Uhum ... <whatural resources: természeti kincsekiferrdsok> ... AP SeDictM
334 | <p s> <wldolgoz6R> <wh talartermészetvéik?> PS PAS
335 | <wh megnyugtjak a medvéket.> PS
336 | <p su++>nem <whmegnyugtatjak.. > AS ReW
337 | <whelaltatjak, elaltatjak a medvéket ... PS
338 |egy nyilpuskaval PS
339 | tehakwh egyaltatd [6vedékkel> AS ReW
340 |<stand move them> AP CstC
341 |<whés el... koltoztetiket ...16km-rel északra> PS
342 |<stlIn years with a late freeze> Sentence 9 AP CStw
343 | <wh éveken belll> PS
344 | tehakwh néhany éven beldl... AS ReW
345 |ezzel a kéf fagyassal ... a medvék ...> PS
346 |<stcaptured in ... or near town> AP CStw
347 | <wh a varosban vagy varos koril... megkétszétibz PS
348 |<stin years> AP CStw
349 | <p su+> ja! tehat <wdizokban az években PS
350 | <stin years with a late freeze AP CStw
351 | <whazokban az években, amikor&&sagy AS CoS
352 | <st thewumber of bears captured AP CStC
353 | <wha medvék szdma> PS
354 | Uhum... tehat <whazelfogott mevék szama > PS
355 | <wh+elfogottvagy megtalal® PS PAS
356 | inkabhkelfogott PS MD
357 | <whmedvék szama a varosban vagy a varos koril néhaérszgreddik PS

s>
358 | Most nézziik éfél, Works on AES
359 | most, hogy mar lattam egyben a széveget, @srtud tudom, hogy mit | meaning first —

jelent .. mi6l sz6l, milyen témaban mozog ... azt eddig is tudtiainat hypothesis

hogy ... milyen 6sszefliggések vanak <p s> generating phase

separate

360 | tehat igy éF6l kezdem a forditast és a szoveg ismeretében, az TT formulation | AES

Osszefliggések ismeretében and revision
361 | megprobalom magyarosan kifejezni ezeket a #algo. phase separate; AES

special emphasis
on this phase

362 | <wh Qirkvidéki olvadas Works on best | AS Chs
363 | <sArctic meltdowrr TT wording for AP
364 | ez a cim nem sokat mond, se angolul, se mdgyaru title AP, AS
365 | nagyon altalanos, de azért mégis szebben kéne ... AS ES
366 | <whsarkvidéki olvadas, sarki olvadas > PS PAS
367 | <p h> <sarctic ... arctic meltdown ... arctic meltdown ... arctic AP CStw
368 | hatha van egy jobb sz6 erre a szétarban ... AP Cdict
369 | <dictarctic: északi sarki, sarkvidékiihim ... AP SeDictM
370 | <stmeltdown>... AP CStwW
371 | ez pedig csak <wdlvadas lehet... ahogy az ébb is néztem ... AS CoS
372 | <stmeltdowr» AP CStwW
373 | <whészaki sarki olvadéas PS
374 | ha nagyon elszakadnékset cikk®l, mondhatndm azt is hogy ... AES
375 | hét ... tul figyelemfelkeltcimeket sem szabad, hogyha az ennyire AP CEl

altalanos ...
376 | tehat akkor <wBszaki sarki olvadas, északi sarki jégolvadas?s&alé PS PAS

sarki jég megolvadaSa>
377 | hat ez igy a legjobban lecsupaszitott ... AS ES
378 | <whaz északi sarki jég olvadd®a PS
379 | <whaz északi sarki jégolvadas.. mondjuk ... AS ReW
380 | tehat azt mondtamddlb, hogy <whaz elmult 20 évben az évi kbzepes Revision of AS Chs

Sentence 1
381 | nem<wh-elmult, AS ReW
382 | az utébbi 20 évben PS
383 |az évi kdzepes atlagimérséklet ...> AS Chs
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384 | nem, <thz évi atlagos kozégmérséklet>... ihm ... AS ReW
385 |<sthave climbed>present perfect relies on AP CStG
386 | <whemelkedett ... emelkedett,emelkedett grammar PS
387 | ... emelkedik, emelkedik (present perfect) AS ReW
388 | még most is talan, legalabbis még most is kihat AP CStG
389 | tehat akkokwh megemelkedett vagy ...0hm PS
390 | vay <wh- felemel...>hem ... AS ReW
391 |az utdbbi 20 évben az évi atlagos kozepérséklet 4 fokkaldit, AS Chs
392 |4 fokkal emelkedett AS ReW
393 | Uhum...<whaz évi kozepes atlagmérséklet 4 fokkal emelkedett. AS CoS
394 | azért gondolokozom most ennyit, mert ezt adPteRerfectet akarom AP CStG
valahogy kifejezni,
395 | hogy nemcsak 20 évig emelkedett, hanem a mastafelenre is kihat.. AS ASCo
396 | vagy kéne egy igekiit<wh emelkedetinegvagyndtt meg> AS ReW
397 | de gy meg nem hangzik szépen AS ES
398 | tehat <wlaz utdbbi 20 évben az évi kbzepes atbagtrséklet ... 4 C Starts revision of PS
fokkal ... 4 C fokkal névekedett Sentence 1 agai
399 | <whaz utébbi 20 év ... AS ReW
400 |az utobbi két évtized folyaman ... AS ReW
401 | az ut6bbi két évtizedben AS ReW
402 | prébalgatok rengeteg szinonimahelzni, hogy hogy hangzana szebben AES
403 | <whaz utébbi 20 évben az évi atlag Starts revision of AS Chs
404 | atlagos kdzépfmérséklet Sentence 1 again AS ReW
405 | bar nem is kell azt mondani, hogy ... <wdvt atlagos...> AS ReW
406 | <wh+azévi kbzépldmérséklet> PS
407 | mintha igy rémlene biologiabol, nem, féldrajzbp 1> AP CEl
408 | <whaz évi ... az évi kdzepes ... AS Chs
409 |az évi kbzépfmérséklet PS
410 | Gham, <wkrévi kdzépbimérséklet 4 C fokkal. > PS MD
411 | lehet, hogy itt kéne nagyon tudnom, hogy maazstas much as de ‘as much as’ IP EP
sajnos nem értem ...
412 | <ttaz évi kbzéptmérséklet 4 fokkal emelkedett Alaszkaban, Szikamiab AS Chs
és Kanada egyes részein
413 | akkor maradjunk ennél ... PS MD
414 | <ttAz utObbi 20 év soran? AS ReW
415 | ... az utdbbi 20 évben ..mondjuk...<tt az évi kozépimérséklet 4 C AS ReW
fokkal emelkedett Alaszkaban, Szibéridbarr
416 | de mivelhogy elég messze van aadatzka és Szibéria AP CEl
417 | ezértigazén 6sszevonhatfidet az <whegyarant>szoval PS
418 | tehéat <amtdbbi 20 évben az évi kozépiérsékleegyarant4 C fokkal PS MD
emelkedett Alaszkdban, Szibériaban és Kanada e§yesin ... egyes
részein><p h>
419 | azt irtam, hogy <wA tengeri jég 40 %-al vékonyodott és 6 %-al Revision of AS ChS
kevesebb teriiletet borit, mint 1980-ban Sentence 2
420 | tehéat ugye <wh20 évvel ezétt > AP CStLA
421 | <ttA tengerijég ... 40 AS ChS
422 |... atengerijég? ... 40%-al vékonyodott AS ChS
423 | de azt szoktuk haszndlni, magyarul, hogy <wonyodik gégpancér AS JS
424 | <wh-a tengeri jégpancél.. vagy azdcean?>... AP
425 | nem <wh-a tengeri jégpancél 40%-al vékonyodott PS
426 | tehat <wlkemelkedett,... vékonyodett AS ChS
427 | és <tb%-al kevesebb ... 6% al kisebb teriletet ... boriit A880-bar AS Chs
428 | tehat nézziik meg eddig <At utébbi 20 évben ... Revision of title,| AS ChS
429 | Az északi sarki ... Az északi sarki jégolvadas .. #biuR0 évben az év| Sentences 1-2| AS ChS
kozépldmérséklet egyarant 4C fokkal emelkedett Alaszk&bzibgriaban
és Kanada egyes részein. A tengeri jégpancél 400élanyodott, és 6%-
al kisebb teruletet borit, mint 1980-han
430 | ... hat nem a legszebb, de mondjuk azt, hogygime AS ES
431 | ezt méar véglegesnek lehet mondani... AS CoS
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432 | Jbn a masodik bekezdés ... Revision of AES
paragraph 2,
aware of text
organisation
433 | Azt irtam, hogy <r whz északi sarkrdl visszatéorosz Yamal jégtér Revision of AS Chs
fedélzetén utazé turistak azt jelentették a Newk Yone-nak ... New Sentence 3
York Times-nak,>
434 | <wh arr6l szamoltak be a New York Times-mak hogyan mondjuk ezt[? AS ReW
435 | <rttaz északi sarkrdl ... visszadér. orosz Yamal jégtér... > AS Chs
436 | pedig nekem akkor is ugy rémlik, hogy van exgb® magyar szé ezekre AS ES
a <wh-jégtdrs hajokra...
437 |jégtdrs ... lehet, hogy nincs> AS CoS
438 | <rttaz orosz Yamal jégtérhajo fedélzetén utazé turistak ... arrol AS Chs
szamoltak be a New York Times-nak ... hogy egy nkasfetéles t6 nyil
a 90 szélességi fok folott >
439 | varjunk csak... <p h> <ap at 90 north> Relying on AP CStwW
440 | Uhdm ...<wh- északi szélesség ... tehat-aé8@aki szélesség> knowledge abou AS CoS
441 | nem kell az hogy <wiok ...> the world AS ReW
442 | de <wh+hogy egy masfél km-es t6 nyilt az 86zaki szélességi fok “ up at 96 AS ReW
folot> north”
443 | <wh- azszaki szélessélgbr? nemfok? > <p s> PS PAS
444 | szilkség van a foldrajz 6ran tanult székincsekleez a szakszavakhoz |.. AP CEl
445 | sajnos nem emlékszem pontosan de talan szébsségi fok.északi PS CIS
szélességi fok.> <p h>
446 | <wh- Ggy is mondjak, csak siman, ha@gzaki szélesség AS ReW
447 | <wh+...nyilt a 90 északi szélesség folott ... PS
448 | 90 északi szélességi fok folott ...> AS ReW
449 | nem, maradjoAwh+ fok talan> AS CoS
450 | itt van ez a <#tiralyos> beékelt mellékmondat Can identifyan| AP CsStG
451 | <stwith gulls fluttering overhead.> embedded AP CstC
452 | <whsiralyok... ihiim ...ahol sirdlyok repdesnek a magasban. sentence AS ChS
453 | hat ez igy nem hangzik jél, dmstnem tudok jobbat ... AS PDW
454 | <ttahol siralyok repdesnek a magasban AS CoS
455 | <stand they had the pictures to prove it Continues AP CStC
456 | és <whényképeket hoztak ... fényképeket hoztak ... hoztalgy.. revision of AS ChS
igazoljak ...allitasukat ... Sentence 3
457 | vagyfényképeket hoztak igazolasképpen AS ReW
458 | mondjuk <wh..fényképeket hoztak igazolasképpen AS CoS
459 | <stto prove it ... AP CStw
460 | egy sz6ba vonom: <wijazolasképpen vagy bizonyitasképpen ...> AS ReW
461 | <wh bizonyitékként mégjobb ...<wh+bizonyitékként ... > AS ReW
462 | <ttés fényképeket hoztak bizonyitékkéntihiim ... AS CoS
463 | <r whAz Ujséag...> Revision of AS Chs
464 | <stdeclared- ... Sentence 4 AP CStw
465 | <rwh ...azt k6zolte AS ChSs
466 | nem ... <p s> <whz Ujsag azt irtayegyszeifen? AS ReW
467 | itt volt az, hogy <r thizonyiték AS Chs
468 | ... fényképeket hoztak bizonyitékkért AS CoS
469 | <whaz Gjsag azt irta..> ez tul egyszérlenne ... AS ES
470 | nézzik mégegyszer ezt a dstlare> sz6t AP CStw
471 | <dict declarekijelent, mond, nyilatkozik, Gzen Ghim ..nyilatkozat, AP CDict
kihirdetés...> Uses avoiding
472 | <p s> <whaz Ujsag...> nagyon egyszér kikeruljuk ezt ... strategy AES
473 | <whAz Gjsag szerint.. > PS
474 | és akkor ebben benne van, hogy <iohdta, jelentette, kbzdite AS JS
475 | <ttAz Qjsag szerint ... ilyen mérték. > Starts revision of AS Chs
476 | hogy irtam az ébb ... <r whAz (jsag ... hogy egy ilyen rés a sarki jégen Sentence 4 AS Chs
elgszoér 50 év mulva lehetséges again
477 | <r whAz Gjsag szerint ... ilyen mértéhkyilas ... a sarki jégen. ....> AS ReW
478 | <stpossibly <p h> Can change AP CStw
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479 | most elbizonytalanodtam, pedig szerintem epesetti, hogy <wh meaning AP
lehetséges
480 | <dictpossibly: talan, lehet hogy.> AP CDict
481 | <dict possible:az alehetséges AP CDict
482 | <dict possibly: talan > AP SeDictM
483 | akkor egy kicsit mast jelent, hogyha <tatan> IP EP
484 | <whAz Gjsag szerint az ilyen ...illyen mérték AS Chs
485 | vagy <whlyen nagy nyilas a sarkvidéki jégben ... talan 60néilva lesz AS ReW
>,
486 | Nagyon zavar ez a mondat ... Identifies IP
487 | az a problémam, hogy nem értem, hogy mit ak@ijsag, problem in IP
488 | és mit akarnak a tudésok ... understanding ST IP
489 | Tehat a végérkezdem ...<p c> Goestotheend AES
of sentence again
to translate
problematic
sentence
490 | <rwhbarez atény ... AS ChS
491 | ezt a tényt elutasitjak a tudosok Conscious of AS ReW
492 | itt Passive-ban van, meaning of AP CStG
493 | de hat magyarul nem mondjuk, hogy <wehvan utasitvay grammar AS JS
494 | tehat ... <wtbar a tudésok elutasitjak ezt a téayt (passive) AS CoS
495 | vagy <wtelutasitjak ezt ... nem fogadjak el ezt AS ReW
496 | de hogy jon ide az, hogy <r wdlan>? IP
497 | <p c> <whAz (jsag szerint egy ilyen ... ilyen nagy nyilasrisdéki Starts revision of AS ChSs
jégben...> Sentence 4
498 | <stis possibly again AP CStwW
499 | <wh ...lehet, hogy ... talan 50 év milva van> AS ChS
500 | hogy jon ide az, hogy <st> IP
501 | <stis possibly.. > <p c> <p c> AP CStw
502 | < whaz Ujsag szerint egy ilyen nagy nyilas a sarkinég@ ... talan 50 éy AS ChS
mulva lesz..> mondjam j6% idében? <p h> ...
503 | <wh50 év muilva> AS Chs
504 |<st...in 50 years ...> AP CStwW
505 |<wh 50 év mulvaagy50 éven belil.. <p c> PS PAS
506 | <sthad opened ... AP CStw
507 | tehat <z a rés, ez a nyilap s> AS ChS
508 | ...hat ... sajnos nem értem itt az dsszefiiggéseket Is aware of her| IP
509 | ugyhogy esetlen lesz a forditas comrehension PS MOD
problem with ST
510 | <whAz Gjség szerint ilyen nagy nyilas a sarki jégeart®0 év milva | Starts revision of AS ChS
lesz... > Sentence 4
511 | Dehat miért mondja ezt, azt nem értem, az blgamam, hogy miért again IP
mondja ezt az Ujség, “in 50 years”
512 | mikor <r ttfényképeket hoztak a turistak &ra torol,> AP CStLB
513 | tehat miért mondjak, hogy csak <v@@-év mulva lehetsédes IP
514 | Vagy <wh ain 50 years>a multra is vonatkozhat vajon? ... PS
515 | én azt hittem, hogy az 4st... in 50 years>azt jelenti, hogy <whaz IP
elkdvetked valamennyi évbern
516 | de lehet, hogy a mdltra is vonatkozhat ?... PS
517 | <dictin; hitha .. alatt, folyaman, 3 6ra alatt, 3 éran belil, 3 6railva > AP CDict
... eztirjaasz6tar ... hm... <p h>
518 | <r wh1980-ban> AP CStLB
519 | ez szerintem nem vonatkozhat mdltra ... AP ReDictM
5220 | <r whilyen nagy nyilas a sarki jégen talan 50 év mubszl... bar ezt a PS
tudésok cafoljak.. >
521 | <r whaz Ujsag szerint ilyen nagy nyilas a sarki jégdan®0 év milva AS Chs
lesz, barezta ...
522 |ilyen nagy ... sarki jégen ...Jskér talan... > AS ChS
523 | <error st .at first ... at first> AP CStwW
524 | <wh ...50 év milva lesz ... AS Chs
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525 |taldn ebsz6r 50 év mulva lesz AS ReW
526 | itt kivalthatjuk az <wleldszort> Ugy, hogy <wttsak AS ReW
527 | <whtalan csak 50 év mulva lesz, bar ezt a tudésoljé&fo<p c> AS CoS
528 | <r whA jégdsszel 2 héttel kébb alakul...> Revision of AS Chs
529 | és ezt az <whlakul> sz6t mostméar ..0hm. ... Sentence 5 AS ChS
530 | tehat <wla jég alakul...> AS CoS
531 | ezt kivalthatjuk azzal, hogy <viagy,> AS ReW
532 | hiszen ahogy jon @&z, Ugy ... Ugy ... AP CEl
533 | tehat itt dagyasrélvan sz6, hogy <wkét héttel késhb... két héttel PS CIS
késgibb fagy meg
534 | ésezért még ... vizet taldlnak a medvék ... AP CStLA
535 | tehat az, hogy <whjég alakul>, AS Chs
536 | az sokkal szebben hangzana ugy, hagwh dsszel két héttel kélsb AS ReW
kovetkezik be a fagyas
537 | vagykét héttel elhlizédik a fagyas> AS ReW
538 | nem, mert <whkét héttel késbb ... AS ReW
539 | A jégdsszel két héttel kélsb fagy meg.. > AS ReW
540 | <r whA jégdsszel két héttel kéisb fagy meg ... mint ahogy a Hudson AS Chs
Obdlben szokott. >
541 | <wh - ..a helyi vadak ... vadak?, AS Chs
542 |a helyi allatok... AS ReW
543 | vagyaz ott & allatok ...> AS ReW
544 | <wh az ott & allatok némelyike ... némelyikének ...zavaré helyzetet AS Chs
okozva..
545 | dhim... némelyikének.> AS CoS
546 | <sthewildering situatior AP CStw
547 | <whzavard..> AS ChSs
548 | <r whA jégdsszel két héttel kélsb fagy meg, mint ahogy a Hudson AS Chs
6bolben szokott, az otté@&hllatok némelyikének ... zavar6 helyzetet
okozva...>
549 | <whbewildering ... zavard AS CoS
550 | ezt megnézem az egynyiekzotarban, Uses AS ReDICT
monolingual W
551 | mert olyan esetlen exwh zavar6>sz0... dictionary AS JS
552 | <mdictbewildering, bewilder csak az van itt <mdi¢b confuse, AP CMDict
especially by the ...<u>... of lots of ... things atshene time ...
bewildering traffic in a big city...a bewildered look >
553 | pedig ez <whavar AS CoS
554 | <whaz ott é¥ allatok némelyikének. > AS ChS
555 | de hogy ne legyen ilyen semleges ez a széeteigikdbb Ugy, hogywh AS ReW
zirzavaros helyzetet okozwa,
556 | talan a <wlzirzavarnake jobb a stilusértéke ... AS JS
557 | <r whA jégdsszel két héttel kéisb fagy meg, mint ahogy a Hudson AS Chs
0bolben szokott az ottédllatok némelyikének ...
558 |vagy néhany ott élallatnak ... néhany ott #kllatnak zirzavaros AS ReW
helyzetet okozva. >
559 | ez se a legjobb, de mondjuk .... elfogadjuk ... AS ES
560 | <r whA sarki jegesmedvék, melyek szokas szerint ... Revision of AS Chs
561 | nem is <whfelbukkannak> Sentence 6 AS ReW
562 |<wh+ eldbljnak, ebbujnak > ez lesz a j6 PS MD
563 | <tta sarki jegesmedvék, melyek szokas szedihtiglak a nyari...> AS Chs
564 | vagy <whkibljnak nem? AS ReW
565 |elsjonnek> <p h> AS ReW
566 | hatudnam, hogy hol laknak nyaron a jegesmedkddor tudnam, hogy AP CEl
milyen sz0 jon ide...
567 | tehat most az a problémam, hogy nem tudom pantdogy hogyan IP
élnek nyaron a jegesmedvék, és hogy mi lenne gip sz6 ...
568 | <r dict:emerge: felbukkan, &bukkarr <p s> hajaj ...<p c> AP CDict
569 | <wheldbukkannak, éfonnek ... a sarki jegesmedvék, amelyek szokas AS Chs

szering
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570 | ide nem kell az, hogy <wthat: melyek does not apply| AP ReW
571 | mert ez nem egy beékelt mondat, hanem ez etz egondat, ez egy grammar rule AP CStG
fémondat ... well (defining vs.
non-defining)
572 | <wha sarki jegesmedvék szokas szerigiphanek ...nyari ... nyari Continues AS ReW
tartozkodasi helyukil ... > hiha ... revision of
573 | <ttA sarki jegesmedvék szokas szerigipenek nyari tartozkodasi Sentence 6 AS CoS
helytkgl, ... és elsétalnak>
574 | nem <wh- elsétélnak ...> AS ReW
575 | <whvéndorolnak...><...u...> PS
576 | <ttészakra a... Churchill fok felé ... fok felé AS ChS
577 | <r ttA sarki jegesmedvék szokas szeridipeinek nyari tartozkodasi AS Chs
helyukel és elvandorolnak északra a Churchill fok félé
ezt én itt két mondatba szedném ... Breaking a long| AES
sentence into tw
578 | <ttmielitt> Continues AS Chs
579 | <sthefore proceeding directly onto the ice> revision of AP CStC
580 | <ttmielstt folytatnak Utjukat ... Utjukat, kdzvetlenil Gthim... a jégen Sentence 6 AS Chs
L
581 | <sthefore proceeding ... before proceeding directly dhéoice... > ... AP CStC
582 | tehat <p s> <r thielstt folytatnak Gtjukat kdzvetlenil.a<p c> ... AS ChS
mielstt folytatnak dtjukat kdzvetlenil a jégen, mostakasos kiindulasi
pontjukra érkezve ...
583 |a szokasos kiindulasi pontjukhoz érkezve ... nyit valalnak ... nyilt AS ReW
vizet taldlnak ..>
584 | <p c>Mivel nem tudnak tovabb menni Revision of AS Chs
585 | ... mivel lehetetlen tovabb menni, ... tovabb menni ... Sentence 7 AS ReW
586 |a medvék ... balra fordulnak, és folytatjak Gtjukaegyenesen a varos AS Chs
felé ... a varos felé... ahova lesovanyodva lesovaayési¢éhesen
érkeznek meg=.
587 | <whNatural resource workers> Revision of AP CStw
588 | hat az egysziéen Ugy van, hogy <wh természetvéit> Sentence 8 AS ChSs
589 | <tta természetvéil ... elaltatjak a medvéket > AS Chs
590 | vagy ...lehet, hogy van erre egy masik sz0 is-aMditatjak ... AS ReW
elaltatjak...> <wh megbénitjak>
591 | <wh+megbénitjaksinkabb...<wh megbénitjak a medvéket AS CoS
592 | <whegy ... egy ... nyilpuska segitségével ... AS Chs
593 | nyilpuskaval ... megbénitjdk a medvéket ... AS ReW
594 | bénit6 lovedékkel ...elaltatjak a medvéket ... AS ReW
595 | hat nem <wh- ayilpuskaval altatjak efket> AS ReW
596 | annak a l6vedéke tartalmazza az altatét, AS JS
597 | tehat <whermészetvéik elaltatjak a medvéket egy nyilpuskaval ... AS CoS
598 |egy lovedékkel ... AS ReW
599 |atermészetvéd ... nyilpuska I[6vedékével megbénitjdk a medvéket> AS ReW
mondjuk... <wh a medvéket...>
600 |<wh...és... elviszikket, AS Chs
601 |elkoltoztetiksket> AS ReW
602 | nem<wh inkabb elviszikket 16 km-re északra...> AS ReW
603 | <tt Azokban az években ...amikord®fagy ... a ... az elfogott medvék  Revision of AS Chs
szama...> Sentence 9
604 | nem..<tt a varosban vagy véaros kérnyékén elfogott medvé@kaz.., a AS ChS
varosban vagy véaros kérnyékén elfogott medvék szarkérnyékén
elfogott medvék szama ... néha megkétsiikez. megkétszerédik>
605 | Most felolvasom az egészeirél, hogy hogy hangzik ... Revises the AES
606 | hatha talalok még benne valami ... 0 ... rosszat ... revision of the | AES
complete

translation agair
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607 | <r ttA utobbi 20 évben snem<r tt Eszaki sarki jégolvadas ... Az Reads target text AS Chs
utolibbi 20 évben az évi kbozéptérséklet egyarant 4 C fokkal emelkedetaloud to herself
Alaszkaban, Szibériaban és Kanada eges részeangeti jégpancél 40
%-al vékonyodott, és 6%-al kisebb teriletet bonijt 1980-ban. Az
északi sarkroél visszat@orosz Yamal jégtérhajo fedélzetén utazo
turistak arrél szamoltak be a New York Times-naigyhegy 1,5 km széles
t6 nyilt a 90 északi szélességi fok folott, alrdlwdk repdesnek a
magasban. Fényképeket is hoztak bizonyitékkémjsaAg szerint ilyen
nagy nyilas a sarki jégen talan csak 50 év mulsa,lbar ezt tuddsok
cafoljak. A jégisszel két héttel kélsb fagy meg, mint ahogy a Hudson
6lbdlben szokott, néhany ... otff @llatnak ... Zrzavaros helyzetet
okozva ...> <p h>
608 | <wh néhany ott & allat szdmara .../azavaros helyzetet okozva.. AS ReW
609 | de nem értem, hogy melyégrdl van sz, Problem with IP
610 | tehat beszirom ide azt, hogy&jég ott> understanding | PS
611 | tehat aészaki sarkon.. text — PS CIS
miscorrecting
meaning
612 | <ttgsszel két héttel kéisb fagy meg, mint ahogy a Hudson 6bélben | Continues to read AS Chs
szokott, néhany ott@hllat szamarairzavaros helyzetet okozva. A sarki TT textto
jegesmedvék szokas szeridj@inek nyari tartdzkodasi helyeigkrés herself
elvandorolnak északra a Churchill fok folé. Miglfolytatnak Gtjukat a
>
613 | <wh Mielstt kbzvetlenil a jégen folytatndk Gtjukat> Changes TT AS ReW
614 | ...vagy... <wh Miebtt folytatnak Gtjukat kdzvetleniil a jégen,> wording AS ReW
615 | <rtt most a szokasos kiindulasi pontjukhoz érkezvevizét talalnak. Changes TT AS ChS
Mivel lehetetlen tovabb menni, a medvék balra fomaki ... és ... wording
egyenesen ...és egyenesen a varohédéenak>,
616 | mertismétlés lenne az, hogy <vidlytatjak Gtjukat...> AS JS
617 | <rttegyenesen a varos felé haladnak, ahova lesovanyeslgéhesen Continues AS ChS
érkeznek meg. A természetlédyilpuska lovedékkel megbénitjak a reading TT to
medvéket, és elvisziket 17 ... 16 km-re északra. Azokban, az években, herself
amikor kégn fagy, a varosban vagy a varos kornyékén elfagettvék
szama olykor ...>
618 | nem, agwh néha ...> Changes TT AS ReW
619 |<wh+ olykor megkétszerédik. > wording AS ReW
620 | <p s> Most Ugy érzem, hogy ez a legtdbb, antitdok hozni magambé| Finishes feeling| AS ES
that she has done
621 | ugyhogy én most befejeztem ezt a forditast. her best AS ES

(recording time: 90 mins)
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July, 2006
Id. no. Analysis,
of Protocol comments | Coded move
moves
1 Masodik szbveg forditasa.
2 <stMayor urged to cut all bus fares to 79p Reads title AP CStS
3 Elészor elolvasom angolul az egészet, AES AES
4 és utana kezdem el forditani. Reads complete AES
text first before
starting trans.
5 Addig a magnét kikapcsolom. ExtC ExtC
6 Elolvastam a szOveget egyszer, Translates title | AES
7 most kezdem a mondatokat first AES
8 hat, ugye, a forditast,éslz6r a cimmel: AP
9 <stMayor urged to cut all bus fares to 70p><st 70 p> AP CStS
10 az<st urge> AP CStwW
11 ugye<tt siettetvagy serkentvalaminthangsulyoz> PS
12 | <stto cut all bus fares> AP CStw
13 ugye az <tieszallitani a buszok viteldifat PS
14 | <stp> . ., AP CStw
15 az ugye gence az mit jelent? pence IP
16 Mindjart megnézziik <digience:lasdpennynél: AP CDict
17 akkor ugye az a <penny>lesz ... AP Cdict
18 még az <dirge> megnézem, “urge” AP CDict
19 hogy mas jelentése van-e még, amit lehetne Abszn AP
20 <dicturge: 6szténoz, kiemel, hagsulyoz AP CDict
21 | tehat akkor olyasmi, hogy a gitlgarmester hangsulyozta, kiemelte, PS
hogy leszallitja a buszok viteldijat 70 pennire
22 | eztleirjuk ... PS
23 | <tta polgarmester ... a polgarmester hangsulyozta vagydite PS PAS
24 | hat nem is tudom, mi lenne a jobb sz6 ide, talgtthangsulyozta PS MD
25 | a polgarmester hangsulyozta hogy70 pennire szilbta buszok AS ChS
viteldijat>
26 | <stfares> “fares” AP CStw
27 ugye az a <ttiteldij> PS
28 megnézem, hatha ott van valami kifejezés ezzgmtdolatosan ... AP CDict
29 <ttviteldij> AP SeDictM
30 | akkor a <stut<u> ...: AP CStw
31 | <ttleszdllitja az arakat PS
32 ezt fel lehet hasznalni erre is apatgarmester hangsulyozta, hogy 70 AS ReW
pennire szallitja le a buszok viteldifait
33 <sttackle> nem tudom, mit jelent, igyhogy ezt megnézem ... Sentence 1 IP
34 <r stThe new Mayor should tackle London’s public tramspdsis by AP CstSs
cutting all bus journeys to 70 pence, an influentigort proposed Reads complete
today> sentence
35 ez valami olyasmi hogywh a polgarmesternek ... a polgarmesternek PS CIS
gy kellene megoldani a londoni tomegkozlekedégly leszallitia a busg ~ Sums up
Gtért a viteldijat 70 pennire ...ezt javasolta ma eghamilyen ...<u> ...> meaning for
36 | azt mondja, hogydict tackle:sujt, megragad, megkiizd, megbirkazik himself AP CDict
37 | <whmegbirkézik>ez lesz ide a legjobb sz6 AP SeDictM
38 | <tt megbirkdzik a polgarmester azzal, hogy megoédja. a londoni AS ASoC

tomegkozlekedés krizisét azaltal, hogy leszadlitpaisz utakért jaro

viteldijat 70 pennire
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39 <stan influentialreport proposed today “propose” AP CStC
40 <whproposeaz azt hiszenjavasolnp PS
41 de megnézem pontosan IP
42 <dictpropose: szandékdervez, javasol..javasol ... > AP CDict
43 <stan influential report AP CStw
44 azt hiszem, megnézem, mi az azirftientiab AP CDict
45 ...keresem ... <didhfluential: befolydsos> ... AP SeDictM
46 <whegy befolyasos riport azt javasolta ma... egy befalgaiport azt Sums up AS ASCo
javasolta ma, hogy az 0j polgarmesternek meg keltgrkbznia ma a meaning of
londoni tomegkodzlekedés krizisével azaltal, hogyadaltal, hogy a Sentence 1
buszutakért jaré viteldijat 70 pennire csokkenti again
47 ezt leirom AS CoS
48 <ttegy befolyasos riport >. AS Chs
49 | megnézem mi az a Isport “report” P
50 azt mondja, hogy ... <diceport: tudésitashategy befolyasos ... AP CDict
tudositasvagyjelentés jegyskonyv although finds
51 |tehat egy befolyasos tudésitas vagy jelentés ... meaning of PS PAS
52 | egy befolyasos hirt javasoltak ma ‘report” he does| AS ReM
53 | befolyasos riport not use it AS ReM
54 | egy befolyasos riport azt javasolta AS CoS
55 | egy befolyasos riport azt javasolta ma, hogy gzaljarmesternek Continues AS ASCo
polgarmesternek meg kellene birk6znia a londonegkizlekedés Sentence 1
krizisével azaltal, hogy azaltal hogy minden bueszagért utazasért 70
pennit kérjenek csak.>
56 Tehawh egy befolyasos riport azt javasolta ma, hogylp AS ChS
polgarmesternek meg kellene birk6znia a londonegkizlekedés
krizisével azaltal, hogy minden buszutazasért Tip&érjenek csak.
57 | Az Gjsagvagya javaslatvagyhir ... Sentence 2 PS PAS
58 |a hir publikdlta...> PS
59 <stintroduce> AP CStwW
60 | meg kell néznem, mit jelent a sz6 ... “introduce” IP
61 <dictintroduce: bemutai<p s> AP SeDictM
62 <r stthe paper, published as new bus fares are beingdoted AP CStC
63 | <wha hir publikalta, hogy az Uj buszarak ... az 0j buska.> PS
64 <stintroduce> AP CStwW
65 <ttbemutat PS
66 hol van? ... <r didbevezet?> AP SeDictM
67 | <wh a hir publikalta, hogy az Uj buszarakat bevezetik AS ReW
68 | <r stsays that reducing both Tube and bus fares waeddlt in only a AP CStC
small rise in public transport use.>
69 na, ez egy jo kis mondat p ” IP EP
70 a<streduce> reduce AP CStw
71 azt mondja, hogydict reduce: csokkent, leszallit csokkent ...> AP CDict
72 tehat azt mondja, hogywh az Gjsag publikalta, hogy az Uj arakat be is Sums up PS
vezetik, ami csOkkentést jelent mind a tube ésl mbbusz araknal, meaning for
73 | hogy ez a csokkentés mind a tube és mind a busa@mredményezni himself PS
fog csak egy kicsi emelkedést
74 | ez a cstkkenés csak egy kis emelkedést fog eresimiay AS ReW
tomegkozlekedés hasznalatdban>
75 vagy valami hasonlo AS PDW
76 | <sttube> “tube” AP CStw
77 meg kell néznem micsoda, IP
78 megkeresem azokat a szavakat, amiket nem igadék, illetve hogy AES
ossze ...
79 ez a <wh metro> PS
80 | <sttube> AP CStw
81 azokat a szavakat megkeresem, amikkel le tudoditéni a mondatot, AES
mert nem mindet ismerem,
82 most a <stesult> jon, ... IP
83 | <dictresult: eredménykovetkezmény, eredmény, kdvetkezmény, ‘result’ AP CDict

eredményez ... <u>




35

84 | tehat <teredményez AP SeDictM
85 tehat < tha hir publikalta, hogy az 0j buszarakat be is viézet .. ez egy AS ASCo
csokkentés mind a metrd araknal és mind a busmataisak egy kis Sums up
emelkedést fog ... meaning again
86 | ez a csodkkentés mind a metrénal és mind a busz#lrakedményezni fog PS
egy kicsi>
87 | <strise> “rise” AP CStw
88 azt mindjart ... na mindjart megnézzik IP
89 | <strise> AP CStw
90 mintha ez <wlemelkedni, felkelni..> PS
91 <dict rise felemelkedik, felszall, feltamad, fellazad, nagymdik ... AP CDict
emelkedés, magaslat, ... szaporodas
92 tehakwh ez csak egy kisebb ndvekedést fog eredmérayezni Clarifying PS
tomegkozlekedés hasznalatdban> solution for
93 tehat akik tobbet fogjak hasznalni a tomegkdadiéist, himself PS CIS
94 | <wh ennek a... ennek a 6 ... hasznalata a tomegkdéekedznalata AS ReW
csak kicsit fog névekedni.
95 | A hir publikalta, hogy az 0j buszéarakat be is vikzét.. és ez a Sums up AS ChS
csokkentés és ez a csokkentés mind a metro miiglgpbdszaraknal sentence again
buszaraknal eredményezni fog buszaraknal eredmeinpez
96 | eredményezni kellerre AS ReW
97 hiszen <wtwould> AP CStG
98 | <wh eredményezni kellene grammar AS CoS
99 | <ttegy kis ndvekedést kis ndvekedést a tomegkdzldiesigslataban a AS ChS
tomegkozlekedés hasznalataban.
100 | Talan az volt a gond ezzel a mondattal, hogyma hosszu részeéballt Aware of IP
0ssze, és ezért nehezen tudtam ésszerakni, complexity of
101 | de csak meglett. sentence AS ES
structure
102 | <ttA hir publikalta, hogy az Uj buszarakat be is vikz&t ez a csokkentés Reads final AS Chs
mind a metro, mind a buszaraknal eredményeznienekgy kis version to
novekedést a tomegkozlekedés hasznalat&ban himself
103 | <r stBut a major cut in bus fares, combined with exeaviees and new Reads AP CsStSs
routes, could increase the number of bus passermyeas much as 40 per Sentence 3
cent.>
104 | O ... <ttDe a polgarmester ... de a polgarmester leszalligiszallitja a PS
busz viteldijat
105 | <stcombined with extra services and new routes AP CStC
106 | tehat < tkombinalva extra szolgaltatasokkal és>(jj PS
107 | <stroutes> azt nem tudom, mit jelent, “routes” IP
108 | talan <whit> vagy valami hasonlé, PS
109 | de nem vagyok benne biztos, Guesses meaning |IP
110 | ezért ezt megnézem from context first AP CDict
111 | <stroutes> na, hol vagy? before checkingl AP CDict
112 | <dictroute: cssdillet? <p su3jérat, Utvonap in dictionary AP CDict
113 | tehat <tte a polgarmester leszallitja a busz viteldijaitnibinalva ... PS
kombinal...
114 | tehaktt de a polgarmester leszallitja a busz viteldija. 6> AS ChS
115 | <stcombinec “combined” AP CStwW
116 | megnézzik, hatha van ra valami jobb magyarrsir,amit én mondtam AS ChS
117 | <dictcombined na hol vagyZombinedegyesitve, vegyit. > AP CDict
118 | tehat <tk polgarmester leszdllitja a busz viteldijait, vaiat > PS
119 | irom ... <ttvalamint valamint extra szolgéaltatdsokat ... szokakokat PS
és (j utvonalakat hoz létrezek tudjak
120 | <stcould increase ... AP CStwW
121 | <ttvaloszirileg ezek képesek lesznek ndvelni a ... az utasolts2@®o- PS CIS
al.>
122 | Tehat <ta polgarmester nemcsak leszallitja a busz viteiltija Expresses impled AS ReW
123 | igy lesz a legjobb meaning AS ES
124 | <tt nemcsak leszallitja a busz viteldijait, 6 ... BeEmextra AS ChS

szolgaltatasokat és (j utvonalakat hoz |étre ezdjak novelni
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125 | ezek képesek lesznek névelni AP ReW
126 | ezek ndvelni tudjak majd ezek novelni tudjak AP ReW
127 | <stpassenger: utas PS
128 | <ttaz utasok szdmat 0 ... 40 %>al. PS
129 | Tehét <sThe cut in fares Sentence 4 AP CStw
130 | <ttAz arak 6 .. megvagasa vagy leszallitdsa Reads PS PAS
131 | <r stThe cut in fares which would cost around 80 milleoyear, would Sentence 4 AP CstS
initially be funded by the current 1% increase b€ fares> to himself first
132 | Tehédt ... 6 ... <gtut in fares AP CStw
133 | <ttaz arak leszéllithsa leszallitasa 80 millié foraatarak leszallitasa 8 PS
milli6 fontot >
134 | < stwhich would cost AP CstC
135 | < ttaz arak leszallitdsa, amely 80 millié fontot tethegy évben PS
136 | <stinitially be fundec AP CStC
137 | nahat, ezt nem tudom, mit jelent “initially be IP
138 | <stinitially> mindjart megkeressiik ... funded” AP CDict
139 | <stinitially>azt mondja, hogy <stitially > na, csak megtalalom, AP CDict
140 | azt mondja hogy ... <diaiitial: kezd, initial: kezdeti ...> tehat <wh AP CDict
initial, initially ugye ez kezél kezdeti,
141 | akkor <tkezdds> AP SeDictM
142 | <stinitially 6 ... funded ... initially funded AP CStC
143 | tehat a <wfunded az befektet. > PS
144 | tehat <tez az arcsokkentés, amellyel 80 millié fontot tdaregy évben, PS
kezddd befektetés lenne.o.>
145 | <stfunded ... 0 .. AP CStw
146 | <stbefunded by the current one per cent increase in fabes> AP CStC
147 | tehat <sthe cut in fares which would cost around 80 milleyear> ... AP CStC
148 | tehat <thz arak leszallitdsa 80 millié fontot tenni ki efyben 6 ... egy AS Chs
kezdet
149 | <stwould initially be funded ..> AP CStC
150 | azt modja, hogy <stould initially ...> AP CStwW
151 | ugye,<wh aimitially azkezdeti> AS ChS
152 | a <whwouldazkellenevagylenni fog>, 0 .. AS ChS
153 | <whfundedaz pedigund: befektet AS ChS
154 | ugye ez itt <swould be fundes AP CStC
155 | tehat <sthe cut in fares ... AP CStwW
156 | tehat <thz arak cstkkentése, amely 80 millio fontot t&hagy évben, AS ChS
egy kezdeti befektetés lerne
157 | <sthy the current one per cent increase in tube fares AP CStC
158 | <stcurrent> AP CStwW
159 | meg kell néznem, az mit jelent a IP
160 | <whfunded az befekiet AS Chs
161 | < whinitially: kezdetp AS ChS
162 | <dictcurrent, current: ramfénévkéntfolyam, arammelléknévként AP CDict
forgalomban |éy altalanos, k6zhasznalatu, bevett ...>
163 | <tt egy kezdeti befektetés> AS CoS
164 | tehakwh az arak leszallitdsa 80 millio fontot tenneslgly évben 6 ... AS CoS
165 | kezdetben befektetett lenne 6 .. a forgalombahlée-os ar .. PS
166 | 1%-0s metro aremeléssel> PS
167 | valamiilyesmi hat leirom PS MOD
168 | és akkor még ebhcsinalunk valami mondatot Understands AS PDW
parts of the
sentence not the
complete
sentence
169 |<tt az arak leszallitdsa, amely 80 millié fontohte ki egy évben 6 .. 6 Continues AS CoS
kezdeti .. befektetett> Sentence 4
170 | <stwould be fundes AP CstC
171 | <ttbefektetett AS CoS
172 | befektetnék AS ReM
173 | <stwould initially be funded by the currrent 1% incasg in tube fares AP CStC
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174 | <ttkezdetben be lenne fektetve a forgalombad lev AS CoS
175 |vagy az altalanos az altalanos az altalanos 1%-os AS CoS
176 | <stl % increase AP CStw
177 | <ttaz 1%-o0s emelés> AS CoS
178 | tehaktt az arak leszallitasa, amely 80 milli6 fontethe ki egy évben AS Chs
kezdeti kezdetben befektetnék az altalanos /6-os
179 | <stl% increase AP CStw
180 | <tta metro dijakba ... AS Chs
181 | na, ezt majd a végén ... Postponing AP PDM
decision on
meaning
182 | tehat <r din the long term the cost would be met by the dhiation of a Sentence 5 AP CstS
£5 per day fee for vehicles in central London, whgexpected to
generate £250 million a year
183 | tehat <sin the long term AP CStw
184 | az nem tudom, mit jelent ... IP
185 | <stlong tern» AP CStw
186 | j, k... tehat dict in the long term: a kdzeljélen, a kozel ... j@ben AP CDict
>
187 | <r stin the long term the cost would be met by the ahintion of a £5 AP CStS
per day fee for vehicles in central London, whilexpected to generate Reads complete
£250 million a year.> Sentence 5 to
188 | tehaktt a kozeljoyben > ugye himself PS
189 |<whalong term az kdzeljélaen> PS
190 |<tta kiadasvagya koltség a koltség> PS PAS
191 |<st could be met> AP CStC
192 |<tt talalkozhatna taldlkozhatna a. .. London kdzepéievezetett ... PS
193 | London kézepében a koltség taladlkozhatna AS ReW
194 |vagy elérhetné elérhetné AS ReW
195 |taldlkozhatna a London kozé ... AS ReW
196 |a belvarosban a belvarosban bevezetett a belvarobbaezetett PS
197 |5 fontos autd jardi dijjal jarmi dijjal taldlkozhatna PS
198 |az 5 fontos per nap bevezetett AS ReW
199 |naponta AS ReW
200 | belvarosban naponta 5 fontos jéfdijjal, amely amely> AS ReW
201 |<stwhich is expected to generate > AP CStC
202 | <tt amely®l azt varjdkvagy amirgl amirgl > PS PAS
203 | <stwhich is expected to generate > AP CStC
204 | <tt amely®l azt varjdkvagyelvarjak, PS PAS
205 | hogy 250 milli6 fontot hozzon egy évben PS
206 | amirdl azt varjak, hogy 250 fontot hozzon egy évben.> AS CoS
207 | <r stA package of cheaper bus fares combined with véiderices Sentence 6 AP CStS
improvements is alleged to lead to major socialneenic benefits.>
208 | tehaksta package of cheaper bus fares> AP CStwW
209 |a <stpackage>az nem tudom, mit jelent “a package” IP
210 | <stpackage, packageazt mondja, hogy ... keresem, keresem, keresem AP dict C
211 |<dict package: csomag> AP SeDictM
212 | tehaktt a buszdijak> PS
213 | tehakst package of cheaper bus fares combined witlemsérvices AP CstC
improvements>
214 |tehat .. 6 <tt ez a csomag> tehat <tt ez a csomag PS
215 |az olcsébb 6... 6... az olcsébb 6 buszdij csomag kémhikombinalva PS
szélesebb> .
216 |<stservice improvements service...> _setvice  TaAp CStw
217 | <tt az ellatds> Improvements PS
218 | <stimprovements> AP CStw
219 | azt nem tudom ... IP
220 | mindjart megkeresem a szétarbstimprovements, improvements, AP CDict
imporvements>
221 |<dictimprovement haladas, tokéletesedés, javulas> AP CDict
222 | <tt a szélesebb szolgaltatas javulasam ... PS
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223 | <rdict haladas, javulas, tokéletesités> AP CDict
224 | tehat az ugy lenne jo, hogit az olcs6bb buszdij 6 csomag, az olcsébb PS
buszdij csomag, kombinalva a kombinalva a széleskdias 6
javulasokkal szélesebb ellatas ...0 a szélesebtasla .. javulasaval>
225 | mitirtam az ébba<stservice>-re? AS CTtLB
226 | Aztirtam, hogy <r #zolgaltatas> AS CoS
227 |<tt a szélesebb szolgaltatasok 6 .. szolgaltatasakgasval PS
javulasaval>
228 |<stis alleged> “is alleged” AP CStw
229 | hat azt nem tudom, mit jelent, IP
230 | megnézem a szoétarban AP CDict
231 | ik, I<dict alleged>azt mondja, hogy.... AP CDict
232 |<dict alleged javulasaval egy allitélagos ... allitélagos PS
233 |<stis alleged to lead ..> AP CStC
234 | tehaktt az olcsobb buszdijcsomag, kombinalva a szélesebb Sums up AS Chs
szolgaltatasok javulasaval egy allitélagos> previous 2 steps
235 | a<stlead> “lead” AP CStw
236 | megnézzik, mit jelent. IP
237 | <dictlead, lead: .. vezet> AP SeDictM
238 |<stlead to major > AP CStw
239 | tehakdict lead: vezet, Utba igazit> AP CDict
240 |<stto lead to major> AP CStw
241 | tehat <tez az olcs6 buszdijcsomag kombinalva a szélesebb Sums up again PS
szolgéaltatasok javuldsaval egy allitdlagos szosiébk gazdasagi>
242 | <stbenefits> AP CStw
243 | <tt javulashoz vezet> PS
244 | <st alleged to lead to major social and economiodfés ...A packgage Reads AP CStS
of cheaper bus fares combined with further sevigerovements is Sentence 6
alleged ... to lead to major social and economic fiene > again
245 | a <stmajor>-t mindjart megnézziik, hogy mit jelent igy ponto=l ... “major” IP
246 | <dictmajor: nagyobb> AP SeDictM
247 | <ttegy allitdlagos 6..> AS ChS
248 | <dictmajor: nagyobb, fontosabb,ddebl> AP CDict
249 | tehat egy talan <whagasabb, nagyobb ...6> PS PAS
250 | tehak az olcs6bb buszdijcsomag, kombindlva a szélesatigaltatasok| Sums up again PS
javulasaval egy allitélagos nagyobb szocidlis éadgesagi joléthez vezet
251 | <stbenefits “benefits” AP CStwW
252 | mindjart megnézzik, AP CDict
253 | de azt hiszem, a <viblét> az j6 sz6 lesz ra ... PS
254 | <stbenefits AP CStwW
255 | <dictbenefit: jotett, elny, haszon AP CDict
256 | <whszocidlis és gazdasagi haszonhoz? vezet AS ChS
257 | <wh+gazdaséagi haszonhoz vezet PS MD
258 | ez igy jobban illik ebbe a sz6vegkdrnyezetbe a Aware of contex{ AS JS
259 | <wh-jolét> helyett, AS ReM
260 | hogy <thaszonhoz vezet AS CoS
261 | <tta kormany szoviije> Sentence 7 PS
262 | <stA government spokesman welcomed the report AP CStC
263 | < ttA kormany szoviffe ugy fogadta a hirt, mint egy PS
264 | <stinteresting contribution AP CStw
265 | <ttmint egy érdekes o PS
266 | <stcontributior> “contribution” | Ap CStw
267 | nem tudom, mit jelent a sz6, IP
268 | ezért megnézem AP Cdict
269 | <stcontributiorr<dict contribution: kozrenik6dés AP SeDictM
270 | <ttmint egy érdekes hozzajarulas vagy koZigidés> PS
271 | leirom mindkedt, és majd eldontdm, Aware of context AS PDW
272 | a szOvegkdrnyezétifiigg 1 AS ASCo
273 | <ttkbzrendkddés, hozzajarulés AS ChS
274 | <stto the debate on the issue AP CStwW
275 | na, ezt is meg kell néznem, hogy ez mit jelent IP
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276 | <dictdebate: megyvitat, vitatkozik AP Cdict
277 | <ttez egy érdekes hozzjarulas®... PS
278 | <ttA kormany széviffe gy fogadta a hirt mint egy érdekes Sums up AS ASCo
kozrenikodést ... kozrefkddést, hogy megvitassak> Sentence 7
279 | <whissue: allaspont> “issue” PS
280 | vagy valami ilyesmi, mindjart megnézem ... IP
281 | <dictissue: kibocsatas, kifolyas, eredm&ny AP CDict
282 | 6 .. tehat <t kormanyszévivagy fogadta a hirt, mint egy érdekes AS Chs
hozzajarulas, hogy >
283 | <stto the debate... AP CStw
284 | <tthogy megvitassak, hogy megvitassak a kérdést rasgak a kérdést PS
és hozzatette és hozzatette, hogy hogy barmilyeésie
285 | <wh new chargeszt hiszemarak> PS
286 | tehat <sadding that any new decision on new charges willjpé¢o the AP CstC
mayop
287 | tehat # hozzatette, hogy barmilyen déntés gondolom akrét a PS
polgarmesteu fog figgnk
288 | a<stharge...> “charge” AP CStw
289 | megnézem, mit jelent IP
290 | <dictcharge:...>... AP CDict
291 | Tehat <tbarmilyen dontés az Uj arakkal kapcsolatban AS Chs
292 | hat itt megtaldltam a <didhargeazt jelenti, hogkoltség AP SeDictM
293 | tehat, <th dontés az (j arakkal kapcsolatban a polgarmesitéoy AS ReW
fuggni.>
294 | Most elolvasom az egészet, hogy mennyire éetelmagyarul AES AES
295 | utdna leirom a piszkozatrdl ... checks target text AES
296 | kdzben nézem az angol széveget is, draft first, AES
copies and
finalises
Hungarian draft
before comparing
source text and
target text,
writes final targe
text
297 | és amig leirom az egyes mondatokat, addig adh&igapcsolom. ExtC
298 | Tehat <r tA polgarmester hangsulyozta, hogy 70 pennyre szAall Checking Title AS Chs
polgarmester hangsulyozta, hogy 70 pennire szilétja buszok
viteldijait, A polgarmester kiemelte ... A polgarneegiemelte, hogy 70
pennyre szallitja le a buszok viteldijait
299 | A kovetke# mondat a <sThe paper published kezdei Checking AP
300 | <r ttA hir publikalta, hogy az Uj busz arakat be is Vikzé&gy ez a Sentence 2 AS ChS
csokkentés mind a metré mind a busz araknal eregerénkellene egy
kis ndvekedést a tomegkdzlekedés hasznalataban.
301 |De a polgarmester nemcsak leszéllitja a busz vjtetdhanem extra Checking AS ChS
szolgaltatasokat és Uj Utvonalakat hoz létre. Egilelni tudjak az utasok Senctence 3
szamat 40 %-ak
302 | Ezisigyjo, eztis leirom. AS ES
303 | <stThe cut in fares which would caost> Checking AP
304 | Talan ez a legnehezebb hiszeraztérleszallitas, amely 80 millié font Sentence 4 AS Chs
kiadast ... amely 80 milli6 font kiadast ... 80 mikidril font kiadas egy| Finds this part
évberr the most difficult
305 | st would initially be fundes AP CStC
306 | <ttkezdetben be lesz fektetve az altalanos 1 %-okedée s metrd AS Chs
dijaknal,
307 |vagy a metr6 dijaknak. AS ReW
308 | vagyarleszallitas 80 milli6 kortili font kiadas egy émdeszdetben be AS ReW
fogjak fektetni az altalanos egy szazalékos novstedmetrd dijakba
L
309 | hat ezt nem tudom magyarra leforditani szépen Still postpones | AS ES
310 | ugyhogy végil is majd a végén visszatérek reajela mondatra... decision AS PDW
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311 | tehatleirtam, ... PS
312 | <u> ezzel a két mondattal nem volt problémam edkimg AS ES
Sentence 6 and
313 | visszatértem erre <Bhe cut in fares which would cost around L80 Returns to AP CSts
million a year, would initially be funded by thernt one per cent Sentence 4
increase in Tube fares Read ST
Sentence 4 agai
314 | <stThe cutin fares Checking AP CStw
315 | ugye <tt aarleszallitas Sentence 4in| AS CoS
316 | <stwhich would cost around 80 million pound a year smaller AP CstC
317 | <amely 80 %-0s 80 milli6 fontos kiadas egy évben translation units| AS CoS
318 | <stwould initially be funded AP CStC
319 | <ttkezdetben be lesz fektetve AS CoS
320 | <sthy the current 1% increase in tube fares AP CStw
321 | <ttaz altalanos 1%-0s metro dij emelés aital AS ReW
322 | ... hat valami ilyesmi, ilyesmit irok le AS ES
323 | <ttaz arleszaéllitas, amely 80 milli6 font korili kisdénne egy évben Aware of AS CoS
kezdetben be lesz fektetve az altaldnos 1%-0s whigdio ndvelésébe incomplete
324 |vagy metr6 dijak emelésébe > understanding of AS ReW
325 | héat ennél jobbat nem tudok ébkibogozni sentence AS ES
326 | <stthe cutin fares Starts checking| AP CStw
327 | <ttaz arleszallitas Sentence 4 AS CoS
328 | <stwhich would cost around 80 pound million a year again AP CStC
329 | <ttamely 80 millio kiadas koltség egy évben AS Cos
330 | <stwould initially be funded AP CStC
331 | <ttkezdetben be lesz fektetve AS CoS
332 | amely évi 80 milli6 kiadas ezért kezdetben az 1s%setr6 aremelés PS CIS
333 | altalanos 1 %-0s metré aremelés be lesz fektetve AS Cos
334 | talan valami ilyesmi Writes down AS ES
335 | leirom ezt is, ezt a valtozatot, alternative AS PDW
versions of
problematic part
of sentence
336 | hogy <tz arleszallitas az arleszallitas amely 80 millésiki fontos Continues AS CoS
fontos kiadas lenne egy évben, a metré chekcing
337 |az altalanos metro Sentence 4 AS ReW
338 |az altalanos 1 %-os metro dij emelés kezdetbeadaef¢ktetve AS ReW
339 |tehat az arleszallitas, amely kezdetben egy 8®rfoiht korili kiadas AS ReW
lenne egy évben, ezért az altalanos 1%-0s meteeigs be lesz fektetye
340 |vagy be lesz fektetve az 1%-0s metr6 dij emetésbe AS CoS
341 | héat valami ilyesmi<u> hat <p s> majd meglatjuk. Finishes AS ES

translation




41

MAIN RESEARCH - TRANSLATION SCRIPTS
Arctic Meltdown

ELTE ITK summer intensive course

July 2006

Script 1
H. A. )
Eszakisarki felmelegedés

Az elmult két évtizedben az évi atlégiérséklet 4C-al emelkedett Alaszkaban, Szibéridman,
Kanada egyes részein. A tengeri jégtakar6 40%-ebrgabb lett €s 6%-al kevesebb felliletet takart min
1980-ban.

Egy északisarki utazasbol visszajovet az orosakjagtorn fedélzetére szallva a turistédk azt
nyilatkoztak a New York Times-nak, hogy egy 1,S4étes t6 nyilt a 90 északi szélességi fok kornyéké
folotte szalldogalo siralyokkal, és képeik is vibltezonysagul. Az Gjsag azt nyilatkozta hogy aigéagkéteg
megnyildsa 50 év mulva volt varhato, tehat ezjedekitést a tudésok elvétették.

A jégformaciok ket héttel k#lsh dsszel a Hudson 6bdlben megvaltoztattédk a helyiilaphelyzetét.
A jegesmedvék egyséexzokas szerint a nyari barlangjaikbdl felvandaalészakra Cape Churchillbe
mielstt egyenesen megérkeznének arra szokas szeraikidabpontra a jegmeén, ahol nagy viz fellletet
talalnak. A medvék képtelenek voltakelmenni igy balra folytattdk uUtjukat egyenesedi@s felé
lesovanyodottan és kiéhezetten. A természgkwgdigtatd lovedékkel lenyugtattak és 16 km-re Kedatzra
szallitottaksket. A felmelegedés éveiben sok medve lett elfogaieos kornyékén néha duplaannyi is.

Unfamiliar words (underlined): 17
cruise, icebreaker, gulls, fluttering overhead |akeal, claim, dismissed, bewildering, emerge, dens,
proceeding, onto, customary, emaciated, transeuidiart gun, captured

Script 2
V. A

Az északi-sarki olvadas

Az elmult kér évtizedben az atlagos évenkéimtignséklet ndvekedés 4 C-kéttrAlaszkaban, Szibériaban és
Kanada egyes részein. A jég 40%-al vékonyabb éal&¥vesebb teriletet fed mint a 1980-ban.
Visszatérve egy északi-sarki Urtdl, az orosz jéhiEid a Yamal turistdi beszamoltak a New York Times
magazinnak hogy egy masfél km széles t6 nyilt szadr@n 90-kal. A t6 folott sirdlyok repkednek és a
turistdk képekkel is tudtak ezt bizonyitni. Az gisZerint 50 éven belll ez azdelgen nagy kiterjedésnyilt
jégtabla a Foldon, bar ezt az allitast a tudésoketk.

A jég az elmult két hét alatt annyit formalodgdszel mint a Hudson-6bdlben szokott. Ezaltal megabv
helyzetet keltett néhany ottdlelyi vadallat szamara. A jegesmedvék, akik abatéa nyari barlangjukbdl
bukkannak fel és északra a Churchill-hegyfok fedé@lnak folytatva Gtjukat a jég felé, mire megéniakz
szokésos helylkre ahol nyilt vizet talalnak. Miségdtelenek éte haladni, kénytelenek visszafordulni és a
varos felé folytatni Utjukat, ahova lefogyva éssémeérkeznek meg. A természefikédaltatjak a medveéket
nyugtatd I6vedékkel és 16 km-rel északra szallfi@&k Azokban az években amikor a fagykésvetkezik
be, a varosokban vagy a varosok kdzelében elfoggdivék szama a kétszeresérejiiseh

Unfamilar words (underlined): 9
as much as, declared, claim, emerge, dens, depastmaciated, tranqulize, captured
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Script 3
Sz. J.

- Az elmult 2 évtizedben az atlagos éviradrséklet Alaszkaban, Szibériaban és Canada eggesin
annyi mint 4 celsius fokot emelkedett. A tengeridj@% vékonyabb és 6% kevesebb terlletet fedie, mi
1980-ban.

- Azok aturistak, akik az Eszaki Srakrol egy tengezasrbol jottek vissza és egy Yamaliraosz
jégtors hajén utaztak azt mondtédk a New York Times-naky BO —al északra egy 1.5 km széles t6
szabadda valt, a jégtakarotdl és a felszinén sitélgzarnyalnak. Nekik megvan az elképzelésik,drigy
hogyan bizonyitjak be.
Az Ujsaghir kijelentette 50 éve ez az digen jellegi sarki jégtakaré megnyilasa.

- Ajég két héttel ébb olvad fel, mint 6sszel szokott, Hudson bay-eerel zavart okozva/megzavarva
néhany helyi vadallat helyzetét.
Sarki medvék, melyek szokasosd@hghak az nyéari barlangjukbdl és északnak sétalnak, Cape
Churchillbe, mieftt egyenesen elérnének a jéghez, most a szok@kd&snk célja az, hogy nyilt vizet
taléljanak.
Képtelenek tovabb haladni, balra fordulnak a med®kolytatjak a sétajukat egyenesen a varosba,
ahova sovanyan és éhezve érkeznek.
Vadirok a medvéket nyilpuskaval nyugtatjak és 16 kkeletnek viszikket.
Eveken belill egy korai fagy szamos medvét ejgstfba és ez kozeli varosokban néha megduplazadik.

Unfamilar words (underlined): 14

decades, cruise, fluttering, pictures, declaredildering, emerge, dens, proceeding, customaryadere,
emaciated, tranquilize, dart gun

Script 4.
E. P.
Sarki olvadas

Az elmdlt két évtizedben az atlagos éwnérseéklet tobb mint 4 C-al névekedett AlaszkabzibgBaban és
Kanada egyes részein. A tengeri jégtakaré 40%-timékonyabba és 6%-al kevesebb terlletet borit be.

Ez északi sarki hajout utan a Yamal jédttadélzetén lekturistak gy szadmoltak be a New York-i Times-
nak hogy az északi 90 —nél egy 1,5 km széles mgiddisato a sarki jeégen sirdlyok szarnycsapkodéabés
fotoik is vannak hogy szemléltessék ezt. Az Gjgdgrikette hogy valdsziBithetleg ez az elsnyilas a

sarki jégen 50 éven bl melysl a tudosok mashogy vélekedtek.

A Hudson 6bdlben napjainkban két héttelbkdsformaladik jég, ugyanakkora terliletet beboridsszel

mint annak idején ezzel zavarva a helgviéhgot. A sarki medvék akik ilyenkor vandoroln@sza a nyari
parzasi teruletllkdl, fel északra a Churchill fokra, korabban csak entek a jégre és egyenesen
atvandoroltak most viszont megérkeznek az allaiiddutasi helyilikre és nyilt vizet taldlnak. Nem etakk
eldre ezért balra fordulnak és folytatjak utukat egg®en a varosba ahova lesovanyodva és éhesen dtkezne
Az erdészek lenyugtatjak a medvéket altato puskdaja 16 km-rel északabbra vislket. Azokban az
években mikor a fagyas lassan torténik a medvékandelyeket a varosokban vagy a kdzelikben kapnak e
néha duplaja is lehet.

No underlined unfamiliar words
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Script 5.
K. E.
Sarki jégolvadas

Az elmdlt 2 évtizedben, Alaszkaban, Szibéridbatagada egye teriiletein atlagosan az éwéradrséklet 4
C-al megemelkedett. A tenger jégrétege 40%-kalnyeltab, és a kiterjedése 6%-kal kisebb, mint 1980-ba
volt.

A Yamal ne# orosz jégttd — amely egy északi-sarki korutjardél tért vissZadelzetén Iévturistak
elmondtdk a New York Timesnak, hogy egy 1,5 kmssitdyosot tortek a jégben az északi szélesség 90.
Fokanal, hogy siralyok replltek a fejuk folott bézonyitékul le is fényképezték a madarakat. Amujs
tuddsitasa szerint ilyen jégtdakciok eliszor 50 éve voltak lehetségesek, gondoljunk aogy h....

A jég alakja nem sokkal mint 2 héttel déls, 5sszel, mint ahogy korabban a Hudson-6bdélben ellkzépes
hatassal van a helyi &lilagra. A jeges medve szokasos megjelenése aéljaelyer] mielstt az északi
Churchill fok irAnyaba haladna tovabb a jégen ketékatkebhelyén nyilt vizet talél. Képtelenset menni,
igy balra fordul és elindul a varos felé ahova Me&soyodva és éhesen érkezik. A természgi\agl
nyilpisztollyal elaltatjak, és elviszik 16 km-re#sa. Ebben az évben a varos kozéllébvitt medvek szama
az utolsé fagyas 6ra megkétszénkitt.

Unfamilar words (underlined): 29 (31)

average, climbed, cruise, aboard, gulls, flutteoagrhead, prove, claim, dismissed, ice forms,torga
bewildering situation, ordinarily, emerge, densp€agproceeding, onto, customary, unable to mowedat,
arriving emaciated, natural-resource, tranquildaef, captured, doubles

Script 6.
P. A.
Az északi-sarki jégolvadas

Az utobbi husz évben az évi koz@pérséklet egyarant 4C-al emelkedett AlaszkabahéBaban és
Kanada egyes részein. A tengeri jégpanceél 40%Jadwgodott €s 6%-al kisebb teriletet borit, mint@98
ban.

Az északi-sarkrol visszatéorosz Yamal jégtérhajo fedélzetén utazo turistak arrél szamoltalabe
New York Times-nak, hogy egy 1,5 km széles téar§iltdik északi szélességi fok f6lott, ahol soély
repdesnek a magasban. Bizonyitékként fényképédiatak. Az Ujsag szerint ilyen nagy nyilas a sédeén
taldn csak 50 év mulva lesz, bar ezt a tudésokjékfo
AA jég ottgsszel két héttel kélsb fagy meg, mint ahogy a Hudson-6bdlben szokétttamy ott ef allat
szamara irzavaros helyzetet okozva. A sarki jegesmedvéksaakrint éljonnek nyari tartézkodasi
helylikgl és elvandorolnak északra a Churchill fok foléeMiit folytatnak Gtjukat kdzvetlendl a jégen, most
a szokasos kiindulasi pontjukhoz érkezve nyilt tat&nak. Mivel lehetetlen tovabbmenni, a medvaika
fordulnak és egyenesen a varos felé haladnak, alese&anyodva és éhesen érkeznek meg. A
természetveik nyilpuskalovedékkel megbénitjak a medvéket isizédvket 16 km-re északra. Azokban az
években, amikor kés fagy, a varosban vagy a varos kornyékén elfagettvék szama olykor
megkétszerédik.

Unfamilar words (underlined): 20
climbed, covers, cruise, aboard, gulls, flutteravgrhead, though, claim, dismissed, bewilderingerge,
dens, proceeding, customary, emaciated, trangudesg gun, captured, doubles
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Script 7.
H. O. )
Eszaksarki jégolvadas

Az elmult két évtizedben az évenkénti atlagossinséklet 4C-ot emelkedett Alaska, Szibéria, valami
Canada partjainal. A tengeri jég 40%-kal vékonya&sit%-kal kevesebb teriletet fed le, mint 1980-ban.
Visszatérve egy északi tengeri utazasrol, az gégsdrs hajo, a Yamal turistdi elmondtak a New York
Timesnak, hogy egy 1,5 km t6 keletkezett az éadaR® fokanal, ahol sirdlyok lebegnek a té feleit.
turistak fényképekkel tudjak bizonyitani. Az Ujsigglentette, hogy ez a nyilas a jégen talan aZ atselmult
50 évben, habar ezt az allitast a tuddsok cafoltak.

Ez a jég 2 héttel kébb dsszel, ahogy lenni szokott, Hudson-6bdlben megtié\azstuaciot okozott néhany
helyi vadallat esetében. A jegesmedvék, akik rendsfelbukkannak a nyari odujukbdl és északraeCap
Churchill felé sétalnak miétt szokas szerint egyenesen elérnék a jeget ésmegstrkeznének/megeérkeznek
szokésos allomasukra, de most nyilt vizet talaldélptelenek ére haladni balra fordulnak és folytatjak
Utjukat egyenesen a varos felé, ahova lesovanyésieéhesen érkeznek meg. A természiitved
lecsendesitik/nyugtatjak a jegesmedvéket nyugtesikgikal/lovedékekkel és elszallitjidet 16 km-re
északra. Azokban az években amikor kisebb a fagyijletve a szomszédos varosbhan elejtett medékas
néha megduplazédik.

No underlined unfamiliar words

Script 8.
Sz. |I.

Sarki olvadas

Az elmult két évtizedben az évi kozépérséklet 4 fokkal emelkedett Alaszkaban, Szit#riéb Kanada
egyes részein. A tengereket borité jég 40%-al wektumés 6%-al kisebb tertletet fed le mint 1980-ban
Az északi sarkrol az orosz Yamal jégtovisszatéf turistdk azt mondtak a New York Times-nak, hogy eg
to keletkezett az északi sarknadl, és folotte sikdkproztek, és ezt képekkel is tudték bizonyifemiljsag azt
mondta, hogy ez a k&fiimény valdszinileg az élsasonld az elmult 50 évben, bar ezt a tuddsok nem
allitottak. Ezek a jég formak, mint a Hudson 6bdll, kkét héttel kefbob teljesen dsszezavartak a helyi
vadallatok egy részeét. A nyari barlangjukbdfjéiis sarki medvék, akik észak felé mennek egészen Cape
Churcill-ig, miebtt tovabb haladnanak a jégen, elérkeznek egy pardhol nyilt vizet talalnak. Mivel nem
tudnak tovabb menni, balra fordulnak, és egészerasokig mennek. Mire megérkeznek, mar nagyon
sovanyak és éhesek. A kdrnyezetk@d)y nyilpuskaval megnyugtatjak a medvéket émie keszakabbra
széllitjaksket. Azokban az években, amikor a hidédikin érkezik, a varosokban és korulottik befogott
medvék szama akar meg is duplazodik.

No underlined unfamiliar words
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MAIN RESEARCH - TRANSLATION SCRIPTS
Mayor urged

ELTE ITK summer intensive course

July 2006

Script 1
V. A

A londoni polgarmestert a buszok viteldijAnak 70myee valo lecstkkentésével surgetik

Az Uj polgarmesternek a buszutak dijanak 70 p-t& legsokkentésével kéne megoldania London
tomegkozlekedési krizisét, amint azt egy hata&&ela mai Ujsagban feszegetik. (javasol)

A lap, ami az ,Uj buszjegyeket vezetnek be” cinjeieht meg, allitja, hogy a metro-, és buszjegyek
lecsOkkentése csekély nbvekedést eredményeznegkidiekedést hasznaldk szaméaban.

Am ha nagyobb csokkenés jelentkezne a jegyarakbarzek pluszban tartalmaznanak extra szallitasskat
Uj utakat vezetnének be, akkor akar 40% noveksdépasztalhato lenne a busszal kozlékestamaban.
A buszjegyek arcsokkentése 80 millio font vesaeségzna az allamnak, ezért kezdetben a metrdjegge
1%-kal emelkedne.

Egy gépkocsikra vonatkoz0, hosszu tavra tervedétadondoni belvarosba beérldeautokat érinti, amik
utan a tulajdonosaiknak 5 t-os napi dijat kell 2éfini. Az add bevezetésével az allam évi 250 miltis
bevételre szamit.

Egy tomb olcsobb buszjegy szélesebli kholgaltatdsokkal kombinalva tarsadalmi és gazdielsaszonhoz
vezethet.

A kormanyszoviv,erdekes kdzleményként (kezdeményezés, hozza)gellamezte a cikket ami szerinte
megfontolandod, és hozzatette, hogy az Uj adokddindest a polgarmester fogja meghozni.

Unfamiliar words (underlined): 3
be funded by, the cost could be met by, will beaip

Script 2
H. A.

A vezeafség arra 6sztokélt, hogy csokkentse a buszviteti dd f-ra

Az Uj vezeinek meg kell birkznia a londoni témegkozlekedsskvel hogy csokkenti az ssze
buszviteldijat 70 f-ra, ahogy egy benfentes ripgitatkozta ma.

Az irat amin az (] viteldijakat tették kozre, angigmondja az 6sszes metrd és buszviteldij redukatask
kismértékben ndveli majd tdmegkdzlekedés haszhdlmé & viteldijcsokkentést kombinalva az extra
szolgéltatasokkal és szabalyokkal szét lesz tévgeszamos utasnak, ugy a 40%-uknak.

A viteldijak cstkkenése, ami kb 80 milli6 L-baKedilni egy évre, megkezdi a napi 1%-kel tobb metrd
hasznalattal.

Hosszu id mulva az &r majd talalkozik a napi 5t-os dijjakdzlekedési jardfveken London szivében, ami
vart gyarapodas kb 250 milli6 £ egy évben.

A buszviteldij csomag kombinalva a szélesebl stwlgaltatasokkal, fejlesztésekkel eléri azt, Hogyos
szocidlis és gazdaséagi bevétel legyen.

A kormanyszoviit meghivtak az ,érdekes hozzajarulas €ipnoblémaelemiitara, hozzatéve hogy
barminend hatarozatrél az Uj viteldijakrél csak a vezetonthet.

Unfamiliar words (underlined): 10
tackle, increase, initially, funded, current, i fong term, fee, expected, alleged, benefits
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Script 3
Sz. J.

Polgarmestert kérték/6sztondzték, hogy csokkertsiszaltikoltséget 70 pennire

Egy befolyasos riport a minap azt ajanlotta, hogyiapolgarmesternek ugy kellene megkiizdenie adrnd
érinté tdomegkozlekedési krizissel, hogy minden buszaftazdikoltség dijat 70 penny-re csdkkenti.

A cikk, amely Az (] busz dijak/atikoltség cimeanjeineg, azt mondja, hogy mind a Tube és a busz
dijainak/atikoltségének a csokkentésének az erganoSak kis mértékben névelné meg a témegkodzlekedés
hasznélatat. De egy nagyobb busz dij csokkentés sadlgaltatassal és Uj utvonalakkal 40%-al megdd

a busszal jar6k szamat.

A dijak/utikoltség csokkentése, ami korulbelil &80 millié fontba kerliine, egy kezdeti anyagpdknne

a Tube dijainak jelenlegi 1%-0s ndvelésére.

A hosszU idszakban az arakat bevezethetik Ugy, hogy aiféeknhasznalatdért napi 5 font lenne a dij
London kézpontban, mely varhatéan 250 millié foetetdményezne évente.

Az olcsobb utikoltség dijak csomagja tartalmaz szglesebb kdrszolgaltatast, mely a nagyobb szocilis és
gazdasagi éhyok javuldsahoz vezet.

A kormanyzat szévije szivesen fogadta a riportot, Ggy mint egy érddlozzajarulast, megvitatjdk az

ugyet, és hozza tette még, hogy barmilyen dontésdijakkal kapcsolatban a polgarmestifiigg.

Unfamiliar words (underlined): 8
tackle, proposed, combined, routes, initially, gdld, contribution, debate

Script 4
E. P.

A korméany fontosnak tartja minden buszjegy arap&fire csokkenteni

Az (] kormény ugy akar megbirkdzni a londoni tonietgkedési krizissel hogy le akarja csokkenteni a
buszon valé utazast 70 penire, értesilt a javadlatz Ujsdg a mai nap.

Az Ujsag, aki nyilvanossagra hozta az Uj jegyarakhtszokon, azt irta hogy az arak csokkenéser@mes
a buszokon csak nagyon kicsi névekedést fog oadémegkozlekedést hasznalok kézott. De a nagy
csokkentés a buszjegyek ardban, kiegészitve extigatatasokkal és Uj utakkal, akar 40%-al is
megndvelheti a buszokon utazdk szamat. A jegyaiidkentése, ami kozel 80 millié fontnyi kdltséglenit
évente, kezdetben a metro jegyek 1%-0s névekebtsgak visszaszerezni.

Hosszu tavon pedig a koltséget abbdl a torvéhlgbfolyd pénzeldb fogjék kifizetni amely kimondja hogy 5
fontot kell annak a jardnek fizetnie blntetésil egy nap ha bemegy Londmpoktjaba ami korulbeltl 250
millié bevételt fog csinalni évente.

Az olcsobb busz kedvezményes jegyarak csomagaitegésszeéleskiiszolgaltatdsok javulasaval allitasok
szerint hatalmas szocidlis és gazdasagi haszomlgozezetni.

Az allami szovig oriilt a jelentésnek mint egy ,érdekes hozzajarudsita targyahoz néhany dontését
kiadva a kormanynak hogy hogyan akarja felszanaadnij koltségeket.

Unfamiliar words (underlined): 8
mayor, initially, introduction, imporvements, cadbtition, debate, decision, charges
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Script 5
K. E.

A polgarmester dsztdnzése a 30%-0s viteldij csiéken

Egy ma megjelent nagy érdé#iésre szamot tarté jelentés szerint az Uj polgarenesk ugy kellene
megoldania a londoni témegkdzlekedési valsagoty H0§e-ra cstkkenti az 6sszes busz jegyarat.

A jelentés — ami egy (j viteldijak bevezetése cjatent meg — kimondja, mind a metro mind a vitaldi
csokkenése kis mértékben ndveli a tomegkdzlekeaszstalok szamat. De egy nagyobb aranyu csokkenés a
viteldijak és az extra szolgaltatasok, csoportgyg esetében 40% ndvelné az utasok szamat. A
viteldijcsokkenést — 80 m L-ba keril évente — kbeddehetne finanszirozni az 1%-o0s
metréviteldijnévekedésb Hosszu tavon a koltségek kiegyeiuitek a London kézpontjdban bevezetehd

t napidij miatt, ami 250 M . bevételt jelent egpé&w.

Az olcsébb viteldijrél sz6l6 rendelkezés egylttéteskof szolgaltatas javulast, nagyfoka tarsadalmi és
gazdasagi éinyokhoz vezet.

A kormanyszoévizugy udvozolte a polgarmesterhez eljuttatott jeatas) mint egy érdekes kezdeményezést,
ami egy Uj adalék a téma megvitatasahoz és eldémés

Unfamiliar words (underlined): 19

urged, mayor, should tackle, influential, smalérimajor, new routes, would initially, currentroduction,
a package of cheaper, wider, improvements, isedleggelcomed, contribution, to the debate, ondhas,
adding

Script 6
P. A

A polgarmestedl az 6sszes buszjegy 70 pennyre valé csokkengaggk v

Egy ma megjelent nagyhatésu riport inditvanyaiszerz Uj polgarmesternek ugy kéne megbirkdznia a
londoni tdmegkozlekedés valsagaval, hogy minderjémsarat leszallit 70 pennyre.

Az (jsag, bejelentve, hogy Uj buszjegyarakat mekdie, azt irja, hogy a metré- és buszjegyek &ana
leszallitasa csak kismértehovekedést eredményezne a tomegkozlekedés kiteEzdidan. De egy
nagyobb jegyarmérséklés kilon szolgaltatasokka] atak épitésével kombinalva akar 40%-kal is
novelhetné a buszok szamat.

A viteldijcsokkentést, megy kb 80 millié fontbaikex évente, kezdetben az elfogadott 1%-0s
metrojegyarndvelésbe fektetnék.

Hosszl tAvon megtérilhetnének a kdltségek a Ldmelwarosaban az autésok szamar bevezetett 5
fontos napidij altal, mely reméllideg évente 250 millio fontot fog hozni.

A kedvedbb buszjegy arak szélesk@@zolgéltatas fejlesztésekkel kombinalt csomadijlalg nagyobb
szocialis és gazdasagi javulashoz vezet.

Egy kormanyszévdva vitaban val6 érdekes kozrékddésként idvozdlte a hirt, hozzatéve, hogy a
jegyarakrol tortéd barmely dontés felkeril a polgarmesterhez.

Unfamiliar words (underlined): 17
urged, tackle, influential, proposed, tube, resnitially be funded, current, long-term, cost, pfee, wider,
spokesman, contribution, debate, decision
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Script 7
H. O.
A polgarmester kiemelte, hogy 70 pennyre szilBtp buszok viteldijait

Egy befolyasos hir ma azt javasolta, hogy az (gdwhesternek meg kellene birk6znia a londoni
tomegkozlekedés krizisével, azaltal, hogy legaéiibusz utazast 70 pennyre.

A hir publikélta, hogy az (j busz arakat be is ti&z&s azt mondja, hogy a csdkkentés mind a mstro é
mind a busz araknal eredményeznie kellene egykiskedést a tomegkdzlekedés hasznalataban. De a
polgarmester leszéllitja az drakat kombinalva exralgéltatasokkal és Uj utvonalakkal, amely 40%as
ndvekedést tud okozni.

Az arleszallitds amely 80 millié (koruli) fontostés lenne egy évben, kezdetben be lesz fektetve az
altalanos 1%-o0s metro dijak ndvelésébe/emelésébe*.

A kozeljowben a kdltség talalkozhat a belvarosban bevezeptinta 5 fontos jaridijjal, amitl 250
millié fontos éves bevételt varnak. Az olcsébb llisezsomag kombinalva a szélesebb szolgaltatdsok
javulasaval egy allitélagos nagyobb szocialis slgsagi haszonhoz vezet.

A kormany szoviife ugy fogadta a hirt, mint egy érdekes kozil@idést hogy megvitassak a kérdést, és
hozzéatette hogy barmilyen dontés az Uj arakkal éalpthan a polgarmesteitfog figgni.

*Az arleszallitas amely 80 millio korul fontos été&s lenne egy évben az altalanos 1%-os metro dij
emelés be kezdetben be lesz fektetve.

Unfamiliar words (underlined): 7
tackle, reduce, tube, result, initially, fundedde

Script 8
Sz. 1.
A polgéarmester arra buzdit, hogy a tomegkozlekéditscsokkentsék 70 penny-re

Egy befolydsos jelentés szerint az Uj polgarmestedagy kell megkizdenie London
tomegkozlekedésenek krizisével, hogy a busz wiak@Gpenny-re csokkenti.

A jelentés szerint, amit az Uj busz viteldijak Bet@&sével egyutt hoztak nyilvanossagra a metross b
viteldijak egyuttes csokkentése csak egy kis eddéstkekozott volna a tomegkdzlekedést hasznalok
szamaban. De a busz viteldijak csokkentése kombiratra szolgaltatdsokkal és Uj utvonalakkal, 481%-
novelheti a busszal utazok szamat.

Ez az arcsokkentés, ami évi 80 millié fontba kex[kezdetben a jelenlegi 1%-0s metrd aremelketiésb
lenne finanszirozva.

A tavoli j6\bben ezt a koltséget a London belvarosaban ajfaakre bevezeterid fontos napidijbal
akarjak fedezni, ami varhatéan 250 millié fontag fwozni egy évben.

Azt allitjak, hogy az olcsobb buszviteldijak éza@galtatasok széleskbfejlesztéséti allo csomag jelerts
tarsadalmi és gazdasagiselyokkel bir.

A kormany széviffe a kérdéssl folyo vitahoz ,érdekes hozzajarulasként” lidvoedtjelentést. Es
hozz4adta, hogy a végleges dontés az arakkal kiagplcan a polgarmesteré.

Unfamiliar words (underlined): 10
mayor, urged, tackle, influential, funded, longatealleged, social, debate, issue
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POST INTERVIEWS 1 - AFTER ,,ARCTIC MELTDOWN?"
K. E.

Post interview 1

18 July, 2006

ELTE ITK summer intensive course

FH: Tegnap késziilt el a think-aloud protocol, teh&angos gondolkodassal a forditas, és ma végigénd, a
leforditott szveg utan utdlag értékelnénk, hoglyem forditasi problémak voltak, milyen szévegrészeltak
problémasak, milyen szavak, és milyen stratégidnibhogyan oldottal meg, tehat hogyan dontottél ogyhdontotted
el, hogy ez lesz a végleges megoldas. Egy-kétgmikséges-e, hogy atfusd a szoveget, és emlékezz ra

KE: Nem
FH: Akkor azt a folyamatot kellene rekonstrualrogl onnan kezdve, hogy elolvastad a széveget, nié@irtt

KE: Elolvastam, vele parhuzamosan alahuzigaltaisragretlen szavakat, és utana elkezdtem angol-magymyeli
szotarbdl kikeresgélni a szavakat.

FH: Milyen szavak voltak ismeretlenek?
KE: Altalaban az igék, ez érdekes ...
FH: Nézzik meg, hogy milyen szavakat kellett kiazézni!

KE: <stclimbed, cruise, gulls, fluttering overhead, to peodismissed, form, creating, bewildering situatidirectly
onto, customary, arriving, emaciated, natural ressuworkers, tranquillize, captured, doublesmi azért kellett,
mert el$re nem értettem, hogy hogy kapcsolédik, azutandkitan. Tehat ezek a szavak voltak. Altalaban sx el
néhany jelentésiiket szoktam megnézni, ha hosskdr aém szoktam kifejezésenként, és altalabadtkainimum
odairok hozz4, hogy a szévegkdrnyezet eldontse;, @z, ami sziilkséges, de van, amikor egy harraadlgok
beirni fej®l, nem feltétlenll ragaszkodom ahhoz, amit a sab@mdott. Mi gy tanultunk forditani, hogy alanyem
allitmanyt kell keresni a mondatban, és ha ez @ ke¢gvan, a mondatot visszafelé kell lebontani, &talaban j6, ha
piszkozatot irok, szoktam ezt a modszert alkalmaimha nem, akkor nem, mert ilyen modszerrel n&kiasit
magyartalan mondatok sziiletnek. Inkabb azt szok&inélni, hogy igyekszem megtalalni a filet, és utana sajat
magamtol fogalmazok egy mondatot, mert azt mondaar nalunk, és ebben végll is igaza van, hogy$abb az,
hogy ha végigolvassa az ember a szoveget, vagyagkaitd tanar végigolvassa, akkor értelmes magyardatokat
lehessen kapni. Nem annyira fontos, hogy szodlesazt forditsa az ember, amit éppen az anggksadt, mert akkor
magyarul nem lesz értelmes, és nem lehet ar sdiofplapni.

FH: Akkor menjiink most végig a szévegen, és mindegyetben, amikor ala van hiizva, megprébalnadnstkaalni,
hogy hogy déntotted el, melyik jelentését valas2tod

KE: Itt a <stclimb>-nal a <ttfelmegy>et irtam, de a forditdsban emelkedett lett, m&ekius fok magyarul
emelkedik, &elmegyet csak azért irtam oda, hogy tudjam, hogy mérjglde amikor a mondatot fogalmaztam,
magamtol irtam egy masik szot. Aztan volt ez aestgeri Utként>forditott <stcruise>, amit én <t€szaki sarki
korat>-ként forditottam a mondat miatt. Aztan volt az aisoard>, ami <ttfedélzet>volt, és igy maradt. A <sfulls>
az <stsiraly> volt, ezen nem volt mit gondolkozni, csak egy§eernem ismertem, mint kifejezést, a fsttering>
<st overhead> ez <ttcsapkod, verdes a fejiik folttezt <ttrepiilnek forditottam, mert Ugy szebben hangzott.
Bizonyit <stprove>, én is azt irtam, hogy bizonyséagul lefényképezighat végul is nendhévi igenévként
hasznéaltam, de ugyanazt jelentette. Adisiniss>el emlékszem, bajaim voltak, mar csak azért ist mem talaltam
meg a szO6tarban. Kikerestem az egynileén, ez volt az egyetlen sz6, amit az egyriyedn kerestem, és valami
olyasmi volt, hogy munkahely&rkidob, eltanacsol, iskolabdl is eltanacsol, elt @a angol mondat, ez még mindig
nem segitett rajtam ebben a szituaciéban, éshaggtam nem irtam bele, de valami olyasmi, hogg\bl ezejbtt
még megvaldésithatatlan volt a tudomanynak, vaggnaahasonlét kellene, hogy jelentsen, az, hogy yég®iket
alkalmaz. <sCreating a bewildering situation>ott arra forditottam, hogy <¢fképes#, meghokkewt>— pillanat,
mindjart megtalalom — <ttlképeszt hatassal van a helyi&lilagra>, ezt végil is én egybe forditottam.

FH: <stThe ice forms>ezt a részét hogy sikerult forditani?

KE: En teljesen sz6 szerint, <tiég alakja a jég alakjanakforditottam, azzal nem csinaltam semmit.
FH: A <stforms>az itt ige, arra nem sikerdlt rajénni, hogy ...
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KE: En ugy raktam bele a mondatba, hogy gégtalakjanem sokkal, mint két héttel Kéb dsszel>— igen, tehat nem
raktam igét a magyar mondatba, idaig irtam piszicizés az latszik is, ha végigolvassa majd a ténémagyar
forditast, egészen idaig értelmes, és onnantéMeerthr annyira nem ...igen, mert kifutottam aéhidl.

Jon ez a medvés rész, aminél dense>volt, ami még problémas sz6 volt, arra emlékszinti, tomott kifejezésnek
talaltam, és sehogy ....

FH: Az <dense>de ez itt <stlens>...
KE: Nem tudtam igazabdl, hogy ezzel a szoval itthazdjek.
FH: <ttBarlang, odu>a jelentése.

KE: Hat igen, ilyen oknal fogva végiil is gondot aktt. Ez a <sproceeding directly onto the iceegyenesen
tovabbhaladni, szerintem ez nagyjabol stimmeltazikasos nyari>hiilyén hangzik, de <ttyaral6é helye>felé,

ebben a mondatban csak ez adesis>volt, amit nem értettem, és nem tudtam hova tdnnent| kezdve nagyjabdl
értelmes a mondatom. <ddhable to move forwardaz nem tudott éte haladni. <sEmaciated> — <tt lesovanyodva és
€éhesen érkezik a varos felé, mert nem tud felnésmakra> Ami még nehézséget okozott a természeinék a
leforditasa, amit természetvigtbk forditottam, de ez a kifejezés egy kicsit bdulyan van oda irva. Végil a <gart
guns>azt még valamilyen <fegyvernek>rtam, <ttnyilpisztolynak> ami megint végll is visszaadja, amit lehet.
Végul is megoldottam ezt a kétszer annyit is, raertolt a Iényeg, hogy a Kiis/égil is most mar rajovok, hogy nem
fagyas, hanem talan ink&bb olvadas, talan a tuhsérii olvadas kovetkezménye az, hogy kétszer annyi methgy

a varosokba, mint amennyideb évben volt.

FH. J6. A szbveg 6sszességében mi volt az az idftimamit Ugy érzékeltél, hogy nem tudod megoRi&észenként
esetleg olyan informacié, ami ellentmond a szowvggseének, vagy nem értetted, vagy ném logikusnak. Nem volt
ilyen rész?

KE: Nem. El$re végigolvastam, és nagyjabdl megértettem, hddymeavaltozasrél szél, és hogy a példa az a medve
viselkedése. Elih kiindulva igyekeztem agy megirni a mondatokatgyhomég ha volt is benne egy-két-harom sz6, ami
nem passzolt, vagy valamilyen szinten nem sikée€drditani, azért kapcsolddjon ehhez a témahom Mtam olyan
mondatot, ami nagyon kilogna ehla sorbdl.

FH: Akkor nem maradt benne olyan informé&cio, d@nilgy érezted, hogy esetleg ellentmond a kérnyesdté.

KE: Nem. A tuddsoknak ez aiivelete volt az, amit nem tudtam beilleszteni, mern értettem azt a kifejezést, hogy
tulajdonképpen mit csinaltak, ez a digmiss>es rész. Tulajdonképpen kihagytam azt a félmondasonem volt le a
szovegll, nem okozott ellentmondast, csak egyéearnem értettem.

FH: A <stdismiss>nél voltak még tovabbi jelentések, és azokat nmérh nézted meg, vagy csak ezt talaltad?

KE: Ugy volt, hogy a <stlismiss>az Orszagh féle szétarban nem szerepbitsként megnéztem, de ez nem segitett
rajtam, hidba gondoltam, hogy fosztoképalak lett volna, egyaltalan nem szerepelt, ndafidan hozza jelentést, és
az egynyeli sz6tarban ez talaltam hozza ...

FH: Nem is volt tébb, minden példat mérlegeltél ...

KE: Nézegettem a példakat, ugy voltam vele, hogjdrkialalok valamit, azutan meg nem letdidh, hogy kitalaljak
valamit, és ennyiben maradt, mert végil is 1 éatt abinaltam, és az kevés nekem.

FH: Mik6zben dolgoztal vele, milyen érzés volt? Viit-e az érzésed, hogy ez kb. olyan nehédgsaémit kézépfoktdl
elvarnal ...

KE: Ezen nem gondolkoztam, 6riiltem, hogy érteméatieh

FH: Es igy 6sszességében utdlagos benyomasként?

KE: Hasonldak voltak, amiket mar csinaltunk, azikgyen foldrengéses szdveg volt, az is termégedtnség, a
masik meg az angoloknak a nyaralasi, hazvasadakésuk, az ilyen ismeretterje$zellegi széveg volt, valami
ilyesmit vartam, de azt nem tudom konkrétan, hogyan legyen.

FH: Nem volt benne semmi megtepagy szokatlan vagy ilyesmi?

KE: Nem volt. Azt tudtam, hogy egy forditasban l@lten sok ismeretlen szé vanjigényes, igy korilbelil az.
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FH: A korabbi nyelvtanulas soran volt ... Mondtadgh@ nyelvtanar azt mondta, hogy végig kell olvasazdveget,
igére, alany-allitmanyra figyelni, ...

KE: Ezt segitségként mondta, de én igazabdl eziraddkalmazom ...
FH : ... egyéb stratégiakat is mondott, amit még tingkn a forditasra vonatkozik?

KE: Példaul azt, ha eggriév vagy egy olyan kifejezés, aminek/iiményei vannak, akkor azokat hogy lehet
forditani. Ez a beékelt mondat térténete, ez meghaz alany és allitmany kdzotti kilonbségekethogy hova
teszem. Az ugye egy alap sorrend az angolban, &lagy, allitmany, targy, hatarozokgichely meg mod, de azt
magyarban nem ... mondta, hogy nem kell féldhdzragddtenni ilyen szempontbdl, hanem legyek inkabiohé&s ez
kézelebb is all hozzam, mert talan kdnnyebb azndm pont azt a sz6t irom.

FH: Szétarhasznalattal kapcsolatban milyen tanatsadott?

KE: Azt, hogy hasznaljak kétnydiszoitarakat, amit én nem fogadok meg, ilyen szethydbnem vagyon j6 diak.
FH: Es miért nem?

KE: Vettem egy Oxford szotart, kb. ilyen vastagnnalyan jelled volt, a mit a tanarhis adott, hanem valami
komplexebb, és ott olyan megfogalmazasok vannakitrh ismeretlen sz6t ad meg, min amennyit ... igazaem
tudom gyakorlatilag haszndlni azt a szétart, merg mem tudok hozzéa eleget. Vagy kellene szereziggrkiesit alap
szinfibbet, vagy nem hasznalom, és inkabb a B variacltetheagyok. Igazabdl nem hasznalok, csak kétwijtebmit
meg igyekszem gyorsan fogatni. Az ugye természetes

FH: Akkor a stratégia mindig az, hogykb az egész széveget megprébalod megérteni, és ptébalod leforditani.
KE: Igen, mert Ggy csindlom,d&slzor aldhuzogatom az ismeretlen szavakat, kikerdsegy amikor elkezdem irni a
mondatot, mar ne legyenek benne olyan szavak, amée értek. De van gy, hogy hidba kerestemdkeehalami
miatt nem passzol, és akkor kikeresem még egyézekkor az plusz munka, de ha tgyesen csinéliime ehkkor ez
mér nem jellemd. Alahuztam pl. hogy <siverage> de aztan rgjottem, hogy ismerem ezt a sz6t, @sené kellett
kikeresni. Vagy nem hiztam alé azt a sz6t, hogyksard>, de aztan rgjottem, hogy mégis csak ala kell, mert
mégsem tudom, tudom, hogy ismerem azt a sz6t, §seméjutott eszembe.

FH: Igen, abban a kontextusban nem feltétlendl ...

KE: Nem egyszdien nem jutott eszembe, és amikobeaknézésre végigfutottam, bennem volt, hogy ezirnydie
amikor ott tartottam, hogy a mondatot meg kell,iakkor mégsem ugrott be. Végul is ennyi.

FH: Maradt-e olyasmi a szévegben, athirgy érzed, nem oldottad meg, nem sikertilt, vagit &tal, az talan nem a
legjobb megoldas?

KE: A feléig van az, hogy piszkozatom is van, tuddwgy addig magyarosak és szépek a mondataimsik feéét
meg el$ blikkre irtam, és nem olvastam vissza, ott bizalart ... valdszitieg nem mindig van rendben az alany
allitmany egyeztetés, nem sikerdlt visszaolvasni ...

FH: De értelmileg ugy érzed, sikerilt mindent meigoi. ..

KE: En megértettem, de hogy milyen lett, végiilésnrolvastam vissza, tehat valositéy ha visszaolvasom, beleirok
egy-ket igét, egyeztetem a tébbes szamot, meg a ...

FH: De az mar inkabb a stilus javitasa lenne.lfaieg mindenképpen agy érzed, hogy nem maradtelilan rész.
KE: Igen, megértettem.

FH: Tudtad mindig érteni és kapcsolni az informécidlo. Nagyon szépen kdszdndm.

KE: Szivesen.
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Post interview 2
Ecsédi Péter

FH: Hogy kezdett tegnap a forditasi feladathoz B8zz

EP: EBszor is elolvastam az egész szdveget, és miuthrastam, neki kezdtem a forditasnak, és a cimetamgam
a legvégére. Miutan az egész szoveget leforditosakkal jobban értem az egészet, és Ugy le tudoditéni a cimet
magyarosra.

FH: Az el elolvaséas utan vagy kdzben hlzott ald ismerefdanakat, megjeldlte-e ...

EP: Igen, egy-két sz6t megjeldltem, példaul a élfeez a <stranquilize>, meg valahol itt van, <&tewildering>,
igazabdl nem olyan sokat, mert annyira nem voltisoleretlen sz6 benne, csak ezek a bonyolultabbak ...

FH: Volt-e szdkincsen tdl barmi problémaja a sz@ed@l$ olvasas utan?

EP: Nem, érthétvolt, csak a magyaros leforditasnal voltak kisphiblémak, mert tikorforditasban nem olyan j6 az
egész. Azutan elkezdtem leforditani adetondattal ...

FH: Volt-e olyan részlet, ahol gondolkozni kelldthgy igazabol hogy all 6ssze, mit akart jelentarigrmacioban
nincs-e valami ellentmondas ...

EP: Nem igazan. Ez a <décades>ezen csak gondolkodnom kellett, mert tudtam, hagyelent, csak éppen nem
ugrott be, de egyébként mas probléma nem volt. sodi& mondatban, ott sem volt semmi kilondsebb.

FH: Tehat el olvasasra azonnal egyértdivolt, hogy mitl sz6l, és sikerilt meg is fogalmazni.

EP: Ezt az elskét mondatot siman, ez kéninyolt. A masodik bekezdésnél azétaondatnal a magyaros leforditasra
kellett odafigyelni, mert ...

FH: Melyik részénél volt nehéz?

EP: Itt, amikor be kellett csatlakoztatni az orEsgoit, <tt Yamal orosz jégtéit>, és az <tezen a jégtam Ul5
turistak nyilatkoztak a New York Times-nak azt lgaky hogy talaltak egy nyilast az északi sarkoés ennek a
magyaros megfogalmazasa volt kicsit problémas ...

FH: Es miért? Hogy jelenik meg az eredeti szévegbsmagyarul ez miért mas?

EP: Mert az angolban egy kicsit egyliei az egészet, magyarul egy kicsit jobban ki kejézni, hosszabban, hogy
érthet legyen ... de kisebb gondolkodas utan rajétt az eptmgy hogyan lenne szép magyaros. Volt néhany sz6
amikor elbizonytalanodtam az ezutandéwondatban ...

FH: Melyik szavaknal?

EP: A <stclaim> nem jutott eszembe, tudtam, de meg kellett néznem.

FH: Es melyik jelentését valasztotta?

EP: Hogy a tudésok mashogy vélekednek, az egésdatmrieforditva. Itt gondolkodnom kellett, hogyst possibly>
milyen jelentésében talalhatdé meg, mert a lehetsé&geannyira ... kicsit mas jelentést valasztottaki,imert az gy
jobban hangzott, és erre azt valasztottam, hogyakiszirisithetleg ez az elsnyilas a sarki jégen 50 éven beliiitt
voltak problémaim, mert kicsit nem volt értbigel kellett gondolkodnom rajta. Utana mentem tdiyabkovetked
mondat kénn§ volt, le lehetett... ezt az egy sz6t, amit aibbl mondtam, meg kellett néznem, kstvildering...>

FH: Es hogy indul a mondat eleje?

EP: <ttA Hudson 6bdlben napjainkban két hétteldkésformalodik a jég..>

FH: Akkor sikerilt megtalalni, hogy ez egy ige, ag<stforms>az ige. Ez nem okozott semmi gondot, régton
vilagos volt ...
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EP: Igen, tanultam a <&irms>ot, és ez ment, igy mar lattam. Utdna itt van emadat, ugy jellem&zszokott lenni
ezutan a mondat utan, hogy beraknak egy j6 nehgizéitje, amiben vannak szavak, de aztan azt is kisadtam,
amiket nem tudtam ...

FH: A legnehezebb egyébként ez a rész voltthesice forms> 100 dolgozat értékelése alapjan, a tébbség ném ve
észre, hogy ez ige, tehat a jégformakkal prébalgdémit csinalni, és hianyzott az allitmany, ezatknent ...

EP: En a kovetkéit tartottam nehéznek, nagyon szakszavak volta&éstt. .
FH: Példaul?

EP: Pl. <sdens> ami a <ttk6ltéhely>, akkor a <sproceeding> most fejlél nem is tudom, mindjart megkeresem ....
Most nem talalom ...

FH: Tehat sok volt az ismeretlen sz6 ...

EP: Szerintem egy kicsit sok szaksz6 volt ebbemadatban, és ezért volt nehezebb, ezért kellettsadtarozni,
szerintem. A kdvetkdzaz mar konnfy volt, normalis mondat sokat hasznalt szavakkal ...

FH: Es még ebben azseb hossz( mondatban sikeriilt minden részt logikaisageilleszteni? Nem volt ellentmondas,
teljesen vilagos volt a széveg?

EP: Igen, igen. Azokat a szavakat leforditottarszésaktam, atgondoltam magyarosan, hogy néz kiegsis biztos,
hogy beleirtam mindegyik szét, mert kicsit értelimetett volna, szerintem.

FH: Volt-e ennél a mondatnal olyan, hog§zél mondathoz visszacsatolt, vagy kdvetkezondatra dlre kellett menni
ahhoz, hogy a jelentés vilagos legyen?

EP: Igen, pl. a masodik bekezdésnél, miutan eltdvas <sfThe newspaper declaredkezdeti mondatot, azutan at
kellett alakitanom az élsnondatot, mert rajottem, hogy Ugy nem all 6ssad)dy hagyom a forditasaban.

FH: Es ennél a mondatnal, hogy psbceeding onto the icesnem volt ilyen, hogy visszafele vagyes csatolni
kellett?

EP: Nem, nem, mert gondolom a Hudson 6bdéInél kefiigks azért vandtte ez a mondat, és igy Osszeillett szerintem.
Ugy emlékszem, hogy jol irtam. Utana mar a végkéamyebb volt, ezt a <stanquilize> sz6t kellett megnézni, ami
lenyugtat vagy megnyugtat, és utdna mar konnyezléhetett forditani, mert hallottak is az emberglztek egy

filmet az északi sarkrdl, biztos hallottak, hogytimténik a jegesmedvékkel, amikor bemennek eggsiz ...

FH: Uhiim, egy ilyen filmet latott mar, és volt olyanforméacio, amihez kotni lehetett. A <gsirt gun> nem okozott
gondot?

EP: A lenyugtatas igélhgondoltam, hogy ez <tenyugtato pisztoly vagy puskdehet, és ezért nem is néztem meg.
Szoval ezt igy kilogikaztam.

FH: Es a legutolso szd, a <giubles=

EP: Az <ttmegduplaznizaz tanultam legalabbis, azt tudtam.

FH: Osszességében visszagondolva, mi volt a legeebea forditasban?

EP: Osszességében? Az a néhany szakszo6, szennégnmagyarul kifejezni magat az embernek, mert néliak

olyan mondatok, amelyek angolban jol hangzottakndgyarul nagyon at kelleiket alakitani, az okozta a nehézséget,
néhany mondat magyarositasa.

FH: Amikor magyarosit, hogyan magyarosit, milygamsokat kbvet, van-e valami tudatos valami ...

EP: Gondolkodom a j6 szavakon ...

FH: Tehat prébalgatja, és ami jél hangzik ...
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EP: Igen, probalgatom, melyik a legjobb. Megprobakgy kicsit komolyabb nyelvre atiltetni, mert baham a sajat
szavaimmal, annyira nem lenne jélely, hogy ez egy szakszoveg, valddzimert hat igen, egy hir is lehet egy
Ujsagban, és ezért probalom egy kicsit magasabbreziinni.

FH: Tehat egy Ujsagnyelvi székincset valasztani

EP: Igen, mert ezek valosiiang valami Ujsagcikkdil lehetettek kivagva ...

FH: Ami szakszo6nakihik, az miért tinik szakszénak?

EP: Hat, talan azért, mert evvel a témaval foglzikoés nagyon nem tanulnak az iskolaban az emipeekerre
szakositva semmit, és ezért az ehhez tartozé spadsnehézséget okozhatnak.

FH: Es melyek azok a szavak, amelyek ebben a shéveszakszonakinnek?

EP: Hat igazabdl ez a dtbltstertlet, vandorlas>... hat ezek kicsit hierogliaval kapcsolatosakyisgem ... hat ez a
lenyugtatas ez nem, de mondjuk még nem nagyomridta a szét. lgazabdl csak ebben az egy mondtatédam,
ebben a hosszuban, amikor elvandorolnak a medveizzal taladlkoznak, nem jéggel ...

FH: Tehat hattérismerete volt hozza, mert latgtrnltémaju filmet, ezért valdstileg konnyebb volt kezelni ...

EP: Igen, igen.

FH: A tanitdsnak része volt-e a forditas oktatambgen szinten? Itt latom, hogy igen (*megjegyzédatfelvétel
kérdésekben szerepelt). Egy szoveget kellett 6sszes

EP: Nem, én kéttannysdiise jarok, és elég sokat forditunk emiatt, akadoadtifasi feladataim, sok nagyon ...
FH: Akkor azt ideirjuk hogy kéttannydhgimnazium. Tehat 2 éve tanul, heti 8 6ra.

EP: Hat igen, 4 6ra csak szokincsfejlesztés leagg amerikai tanafivel, csak vele nem csindlunk semmit, csak ugy
benn vagyunk és ...

FH: Beszélgetnek, gondolom.

EP: Hat, ha még az lenne, de nem ... Bejon a tadarekiink egy lapot, azt csinaljuk meg, igazabdikrunem
csinalunk semmit.

FH: Anyanyehivel?

EP: Igen.

FH: Es a magyar tanarral?

EP:0 viszont nagyon j6 tanasnsvele nyelvtanozunk, de nagyon jo, tényleg nagyon jo
FH: Es forditas tipusu feladatok, ami hasonlit Bozailyen fordult &3 a nyelvoktatasban?

EP: Most tizedik év végén csinaltunk egy szintfalfhéhogy kb. hol all az osztaly, és Rigé utcaiggll szovegeket
tudott behozni a tanabnés azokat forditottuk ezen a szintfeltrér

FH: Es etftte volt valami instrukcié, hogy hogyan kell forafii, milyen szotart kell hasznalni ...

EP: Hogy milyen szotarat, azt nem, hat jo szotdlyemre nem, hogy szétarat ... Azt tanacsolta mindagy olvassuk
el tellesen a szbveget, és a cimet hagyjuk mintégeégére. Meg a tandrmondta azt is, hogy a vége, amikor mér
kezd az ember elfaradni, beraknak egy j6 nehéz atohchogy nehezebb legyen kicsit ... De ez szeringam,
amilyen tapasztalatom van, ... és hogy huzzuk aaeakat el§ olvasasra, meg hogy probaljunk meg kevesebbet
kiszotarazni, és tdbbet rajonni, kilogikazni, mestkor nem veszit az ember annyitidele ...

FH: Tehat a szévegosszefuggéldbkovetkeztetni a jelentést. Erre volt valamidas, stratégia?

EP: Hat nem, mindenkin magan mulik, hogy mennyicerjonni. Nem, ilyenekit nem volt szé.
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FH: Es utana kiértékelték kozosen a forditasokat?

EP: Igen, igen. Az iskolanak van egy ilyen rendszbogys hogyan szokta nézni...

FH: De a pontszamon til, megbeszélték, hogy miagdt forditas, variaciokat ...

EP: Igen, igen.

FH: Tehat kapott részletes visszajelzést a fondilas

EP: Igen, igen.

FH: Volt-e barmi meglefpa cikkben? Amit gy érzi, nem sikerilt megoldamigy bizonytalan benne.
EP: Hat ugy az egészben bizonytalan vagyok, de smé, széval ...

FH: De nem maradt meg semmilyen részlete agy, ammvel nem sikerilt megbirkézni ?
EP: Nem, nem, szerintem ez egy lefordithaté szé&degpszinten, konnyedén.

FH: Tehat minden informéacioé helyére kerllt, logikus

EP: Igen, igen. Lehet, hogy a magyar forditasbada#k bajok, de a szveg maga éfthart értem teljes mértékig,
hogy mi6l szél.

FH: Barmi mas forditassal kapcsolatban?

EP: Nem ...

FH: Koszonom.

Post interview 3

Horvath Otto

HO: El6szor elolvasom a szdveget, magamban az egészital ®atami mar 6sszedll. Mar lattam, hogy melyek a
nehezebb mondatok, melyek a kdnnyebbek. Az misndatban nem is volt problémam. A masodik moatiatt
vacilaltam a legtdbbet, ugye, ez egy 6sszetett @miovalt, ezért tudtam nehezebben leforditani ...

FH: Melyik része okozott gondot?

HO: Az eleje, hogy hogy irjam le, hogy milyen utazégy északi sarki utazas, egy hajon, egy jédtéjon, a
Yamalon, a turistak, szdval ezt meg kellett magyandfogalmazni. A fejemben dsszeallt, csak Ugyréesen legyen
magyarra is ..

FH: Minden informacio érthétvolt ...

HO: Igen, érthet volt, csak magyarul hogyan jelenik meg, hogy éredden vissza tudjam adni, ez volt talan a
legnehezebb. A kdvetkéznondattal nem volt problémam. Majd a #w ice forms mondattal vacilaltam, hogy az
igeként megy-e, esetledrfévként, azt hiszemjmévként irtam, de igeként megy ...

FH: Es miért irtadnévként?

HO: Nem tudom, azért nem irtam igeként, mert igy hedtam volna értelmes mondatot kiraknidhel nem tudtam,
hogy hova tegyem be a jelentését, hogy alakit, &rmekem nem passzolt volna ...

FH: Tehat targyas igeként kezelte volna ... hogygeajékit valamit ... és a targyat nem talélta hozza ...
HO: Igen. és ezért nem értettem ezt a mondatokj@sezért kihagytam a mondatbél.

FH: Az egészet? Es anélkill is értelmes volt a mtthda
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HO: Azt hiszem, ugy irtam, hogy < a jég ketbb dsszel, ahogy lenni szokott a Hudson 6bélben, mesgé
szituaciot okozott néhany helyi vadallat életébdgy kicsit megkeriltem szerintem azt az igétniég a végén volt ez

FH: Menjink lassabban. A kévetkemondat ...

HO: A kovetked mondatban nem volt probléma, ott mindent tudtaeni Itt volt, hogy amikor megérkeznek a jéghez,
a régi kdzpontjukhoz, most vizet taldlnaké&or agy irtam, hogy megérkeznének, tehat azt iistedtételesben
irtam. Igen, itt is Ggy irtam, hogy megérkeznekakgésos kiindulasi helyiikre, és most vizet talaligk alakitottam

at, hogy a megléfés szempontja, hogy mennek, meniégem tudnak réla semmit, a medvék, és amikor odeké
megle@dnek, hogy vizet talalnak. Mert talan hamarabb bekéezik az a cselekvés, hogy elindultak, mint hogy
odaértek, és vizet talalnak. Aztan a kdvetkemndattal egyaltalan nem volt probléméam, hogy teinak egyenesen
tovabb menni, ezért elindulnak a varos iranyabayaimegérkeznek, ki€hezve, illetve éhesenersiciated, ezen
gondolkodta, hogy lesovanyodva, tehat ilyen lesgudottan, vagy éhesen. Az utols6 mondattal volt,rhégy <st
tranqulize the bears with a dart gentehat itt gondolkodtam, hogy hogy lehet ezpsrémagyarra, mar angolrol,
hogyha leforditjuk a szavakat, nem gy jén ki, naihbgy irtam, én azt irtam, hogy thyugtatjaksket nyugtatéd
I6vedékkel vagy lecsillapitjalket nyugtat6 I6vedékekkelmert az magyarul is értlietmert azt irja, hogy <starts>

<tt pisztolyok, valami nyilakatd ki, olyannal csillapitj@ket, ezért irtam, hogy nyugtat6é puskakkal, mintgghaz
allatorvosok szoktak, ha vadallatok vannak, akkargtatd I16vedéket kapnak, és ezen ismeretek alamadoltam,
hogy inkabb igy irnam. Es a végén volt még anntigdstelem, hogy a piszkozatban rosszul irtam, laggifogott
medvék a sajat illetve a kdzeli varosokban, megihdalik. Eészor csak ugy irtam, hogy a varosokban, nem irtam,
hogy a kozeli varosokban, tehat a szomszédos véraspugy irtam, <thzokban az években, mikor kisebb a fagy, ami
illetve a szomszédos varosokban elejtett medvékasaéha megduplazodikigy. Tehat ezek volta, a <saick from
cruise> mondatban, <ghe ice forms mondat volt szamomra a legnehezebb, a tébbiggzdhed volt. Meg azért
szoktam elolvasni elején az egészet, mert he edkeZdrdatani, lehet, hogy a kdvetkezgy régebbi mult isben van,
és akkor az adott sz6t is multke kell tennem, hogy passzoljon a magyar nyehitagy értelmes legyen az egész
szoveg, valamint a szévegkornyezet. Miutan leirtaltalaban piszkozatra szoktam irni, hogyha nidémj akkor
latom, hogy egydl irom lapra, akkor tobbet gondolkodom rajta, hégielmes legyen, és a végén elolvasom még
egyszer magyarul, hogy lehagyok esetleg targyreagy személyragot, tébbesszam jelet, vagy eggliddyok, és az
északi tengeri az észak-tengeri utazas lesz, nédgsebb helyet széleget irtam, lemarad, ha az egybesan ir, ezeket
szoktam atirni, hogy magyaros legyen.

FH: Az 6sszetett mondatokra van-e valami tudat@dégia, hogy olyankor mit csinal, tehat ha valaagyon hosszu

HO: Ha nagyon hosszu, és szét lehet bontani Ugyy két mondatra veszem, akkor azt szét szoktariggss értelmes
marad az angol is, meg a magyar is, tehat megérthet csinaltam ezzel a mondattal is, szétbontottamtolsé
mondatot, <saind they had the pictures to prove itt behoztam még egyszer a cseli#at, azt irtam, hogy a turistak
rendelkeznek képekkel, amikkel tudjak bizonyitarti Aogy egy té keletkezett, ami fol6tt sirdlyokikgenek, és egy
kilbn mondatba irtam, hogy a turistak ezt fényké&petudjak bizonyitani. Ezt kilén vettem. Lehetaitna vessit
rakni, vagy pontos vesstz de tll hosszu lett volna mar a magyar mondatlés jobban érthét hogyha ott irunk egy
kisebb Wvitett mondatot, szerintem.

FH: Volt-e olyan sz6, aminek a jelentésével igg@egkornyezetben nem sikerult megbirk6zni?

HO: Nem, nem volt. Nagyjabdl isnieek voltak a szavak, egy-kéftyen, hogy <sbewildering, dents, nem tudtam,
volt, amire emlékeztem, csak nem voltam benne ji#a<shatural resource workerstudtam, hogy <tt
természetvédh>, nem természetvédelmi munkasok vannak, az makiegiy sok, <st természetvék, csak siman —
meg az is, hogy <stverage annual temperatureaz ember sokszor talalkozott ezzel, és akkor kelhkikeresni, hogy
évi atlagos imérséklet, hanem mar tudja hasznalni.

FH: Volt-e hattérismerete hozz4a, tehat ilyen téméddaar olvasott, akar természetvédelmi ...

HO: A jegesmedvékit lattam természetfilmet, innen van, meg sokaigtatvosnak késziltem, most mér kikotdttem a
bolcsészkaron, teljesen ellentétes kar, meg vaotthkn allataim, és sok ismerettel rendelkezemlam&
szempontjabdl, meg olvasni is szoktam réluk, mdgkvkapcsolatban. Megnézem a tévét is, a Discovengg a
Spektrumot, természetfilmeket, ami érdekel, medtsan nézni, innen volt egy-két ismeret.

FH: Volt-e ebben olyan (j informacio, ami meglemlt, vagy nehéz volt a tébbi mondatrészhez itieisi?

HO: Nem, nem volt. De eflt nem hallottam, hogy nyilt t6 keletkezett, ez aBédekes, hogy ennyire olvad. Azt
tudtam, hogy olvad, de hogy ennyire, hogy 40%-&bwgabb, és 6%-al kevesebb jég van, mint 1980-&ztmem
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tudtam. Azt tudtam, hogy emelkedik olyan 4 fokdagbsan 10-20 évente, de azt nem tudtam, hogy evékonyodik,
tehat az iszonyu sok, az a 40%.

FH: Barmi a forditassal kapcsolatban elvben vagykkétan ...
HO: Nem, ez volt ami ...
FH: Korabbi nyelvtanulasaban nem volt semmi fostitdatas?

HO: Nem igazéan volt, forditottunk ugyan szévegeletnem kimondottan k6zépfoki szévegeket, a GCHifiara
vannak szovegek, ...<u> ezeket forditottuk, de igykkétan Rigds széveg nem volt. Meg nem tanulok kéagve
angolt, viszonylag régebben tanultam angolt.

FH: Es a 8 éves tanulas ...

HO: Elkezdtem altalanos iskolaban, harmadik-nedgeeh, de azt nem mondanam igazan tanulasnak.

Utana 8 osztalyos gimnaziumban .. olyan heti 3-6sa%k06z6tt, talan. Volt, amikor volt heti 5 éraisk dupla érank
volt, de nem angol spec.-esek voltunk, atlagosnabs osztaly voltunk, Tatabanyan a Bardos Lasitér@zium, ez
egy 8 osztalyos gimnazium,... Voltam Anglidban ibdsyammal, amikoé elsis egyetemista volt, én meg 11. -es,
mert Christ Church Tatabanya testvérvarosa, ésratrtiik a polgarmester asszonyt, és nala voltimk & hétig...
Dél-Angliat korbe jartuk ... az azért nyelvtanulaemspontjabdl jo volt ...

FH: Es forditasra sziiksége van, érezte valahamilglen élethelyzetben, hogy sziiksége van ...

HO: Tanulmanyaimhoz kell, a magyar-térténelem spakinkabb térténelemhez szokott kelleni angol,augggolul
van minden, oda hasznaltam egyszer, térténelentsgakoz kellett, akkor raktunk bele angol felhaltzr@dalmat is,
és igy. De nem igazan jellethaVlagyar-torténelem szakon, tanar leszek 2-3 éwamiNem igazan kell, szerintem.
Kell idegen nyelv ismeret mindenféleképpen, diplbomkell egy kozépfokd, meg kell majd egy alapfaku

Vége
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POST-ITNERVIEWS 2 - AFTER ,MAYOR URGED”

Post interview 1
P.A.

FH: A két szOveget dsszehasonlitva, mi volt a kigéy, melyik volt kdnnyebb, melyik nehezebb és tpiér

PA: Az el$ volt kdnnyebb, a téma miatt, a szokincs miatt,trkézelebb allt hozzam, meg szerintem a legtébb
emberhez a kdrnyezetvédelem, a foldrajzi folyamatakt egy ilyen gazdasaagi, jogi folyamatokkal tékelelt szdveg.
Nyelvtanilag szerintem azonos szinten volt agketthat nem volt benne tdl sok nehézség.

FH: Tehat inkdbb a téma miatt volt a masik kdifhA hattér informacié mennyire volt meg a két kildéz
szoveghez?

PA: A masikhoz joval tébb ...
FH: ... tehat a sarki olvadashoz, az altalanos felgedéshez ...
PA: ... amigy sem ismerem London kozlekedését, megtazi dolgokat, az igy tavolabb &lem.

FH: Konkrét forditasi problémakra visszagondohankat volt kdnnyebb megoldani, ami a szévegben iétak
jelentkezett, ... van-e valamids éiményed?

PA: Ez most frissebb élmény, de a masik, az konnyelt, mert itt pl. volt egy egész tagmondat, aghivem tudtam
mit kezdeni, meg volt kifejezés is, amit sz6tarbagtalaltam, de nem tudtam odailleszteni a szo\egrevolt
mindenképpen nehezebb.

FH: Megfogalmazas szempontjabdl és a szoveg Osisasalszempontjabdl a kettdzotti kilonbség?

PA: Munka mind a ketivel volt, de most arrél van sz6, hogy hogyan hamgnzmagyarul? Szerintem ilyen
szempontbol is ez volt a nehezebb, de nem sokkabb a szdkincs volt nehezebb.

FH: Es barmilyen mas stratégiabeli killonbség, #tminashogy kellett csinalni?

PA: Ezt prébaltam minél hivatalosabban megfogalmawr a masik is Ujsagcikk volt, azt is Ggy keillet
FH: kdéznyelvi stilusban ...

PA.: itt pedig prébaltam hivatalosabban.

FH: Forditds szempontjabdl amilyeriiveleteket igényel, szétarozas, stb. nem volt valamit tudatosan mashogy
csinalt itt az ember?

PA: Nem, a technika nem volt mas.

FH: tudatosan ugyanazokat a stratégiakat hasznalggdnazt csinaltad?

PA: nem is tudnék mast taktikat hasznalni

FH: nem volt olyan megoldas, amit specialisan sztweg hivott volna éP

PA: egy dolog jut eszembe, amikor azzal a tagmaaldaém tudtam boldogulni szétar meg mindenfélésaan
segitségével, akkor fogtam, és az egészet ataarialthogy jol hangzik ... most ez nem tudom, milemhiika,
szerintem semmilyen, de ezt hasznaltam.

FH: tehat az egész mondat szorendjét ...

PA: a szavakat is ...

FH: tehat a jelentését is valtoztattad.
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PA: bar probaltam mégizni a jelentését, amennyire lehetett, de elédggakadtam az eredéiit azért, hogy meg
tudjam oldani, de Ugy, hogy illik a szévegbe, denr®ztos, hogy azt jelenti.

FH: Nem volt kellemetlen élmény? Mennyire volt nekérbalizalni azt, amit éppen csinal is az ember?

PA: Hat ez egy élmény volt szamomra, hogy é&zdesz6vegnél nagyon tudatosan prébaltatherlesni azokat a
folyamatokat az agyamban, amik torténnek, és vizdial, és egy volt egy pont, amikor mar azt vetesare, hogy
nem kell annyira koncentralni, hanem igy jon, és még tudom fogalmazni, és éreztem azt a pontakamz
simabban ment, és most sokkal kdnnyebb volt. Azéit avart persze, hogy zug mellettem a magndizps, de
ennyi zavar6 tényézvan egy vizsgan is, amikor mellettem masik is Kifize mondom, egyre kénnyebb volt, és mar
gond nélkil tudtam mondani azt, ami tortént.

FH: Nagyon szépen kdszdném.

PA: Szivesen.

Post interview 2

K.E.

FH: Amig friss az élmény ... a két szoveget hogy hismad 6ssze?

KE: Az egyik az egy természetvédelmi szoveg vdllimavaltozasrél, ez a széveg pedig az angol toideigkedés
problémajat dolgozta fel, és az az érdekes, hoggl émmarabb kész lettem. Nem tudom megmondany; imdért, de
az ebzé szovegnek a végét mar teljesen hasbdl irtam, ogythem volt iédm 11-ig megcsinalni, mig ezt a széveget
... irtam hozza egy piszkozatot, a végét elég j@ &tam, és be is fejeztem. Nem tudom megmondani....

FH: Mi lehet az oka?

KE: Talan az, hogy témajaban a kozlekedés ... topnotz6 van, amit én ismerekyehicle,afare meg ilyenek, nem
kellett ....

FH: Tehat kevesebb szo6t kellett kiszotarozni, 6bgm ...
KE: Nem biztos, hogy kevesebbet, de gy mégis wggah...
FH: kénnyebb volt vonatkoztatni valamire ...

KE: igen, igen, tehat én is utazok sarga vagy Vbldsszal, nem tudom ... olyan szempontbdl tébbsidaidt a
mondatokat, hogy kdrmondatok voltak, és sok ilyeitidsztés volt benne ...

FH: beékelt mondat...

KE: igen, ilyen beékelt mondat, és 6 és tanultfirditas technikat, hogy a végékell kezdeni, de én sose kezdem a
végeénl, és ezért egy csomaoszor ... végil is a piszkozat fdlfogtam, hogy mél kell sz6Ini a mondatnak, utana
kénytelen voltam atirni, hogy a beéklet mondatikatlahogy belepasszirozzam az alapmondatba gigiyl ¥s ilyen
szempontbdl ezzel tébbet dolgoztam, de valahogyisiégnarabb kész lett, nem tudom ...

FH: Es akkor ez egy biztosabb élmény, tehat ..

KE: Olyan szempontbdl igen, hogy tudtam ra piszkmiziani, most direkt nem olvastam végig még egyszert akkor
tudom, hogy még 5 dolgot kijavitanék, meg még @dplmost mar igy kész van, és én ugy gondolomy kagobban
sikerdilt.

FH: Altalaban milyen téméakban legkénnyebb forditaajat szokincsed szempontjabdl?

KE: En tugy gondolom, hogy azokban a téméakban, @miagyar is tudok valamit.

FH: Melyek ezek a témak?
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KE: En alapbdél egy human beallitottsagl ember vagighat ha nekem az auté mechanizmusarél keltmnagténi,
azzal nagyon bajban lennék, viszont ilyen torténeédmaja ... alapban ilyen kevésbé bonyolult tématrai
kozlekedés az igy kézelebb all, de ami az augusayadvvizsgan volt nekem, azon a so élettani eatésitak, nahat
én én meg a kémia az ugy messze ...

FH: Ez a nfiszaki egyetemen?

KE: Igen, a Miszaki Egyetemen, szdval azzal a forditdssal megsdéam, az nehéz volt

FH: Specialis volt valamiért ...

KE: Ha valami niszaki, fizikai vagy kémiai akarmi, azokkal nehezebboldogulok, de mondjuk egy térrténelmi vagy
irodalmi téma ... Szévegértédlesinaltunk példaul egyet, a Voctor Hugo szévegpé@daul nem kellett magyarul
sokat kiszotaroznom, mert magyarul tudtam a Vittogo életrajzot ...

FH: Hattérismereted volt hozza ...

KE: Igen, és ki tudtam tolteni Ggy a kérdéseketyhtmlajdonképpen nem kellett mellé olvasni az asgdveget, mert
ment sajat fejl is. Az olyan szdveget kdnflyamil alapban magyarul is tudok valamit.

FH: Es a forditasban, arimar volt visszajelzésed: mi az, ami kdnnyen mégymi az, ami nehezen, mi szokott
tipushiba lenni a sajat forditasodban?

KE: Azt multkor a tanariis kiszlrta, hogy van amikor egy olyan sz6rél, &udiom, hogy mit jelent, tehat alapban
ismerem a sz6t, nem feltétlenil olyan mondattagiesben hasznalom, mint amilyenben kell, pl. igekén a
mondatban, de én pedignévként irom be, és aztdn ha nem olvasom visspa/esz ige a mondatban, mert nem
raktam bele, példaul ezt ... erre most igyekeztenfiggkni, de mondjuk nem biztos, hogy olyannak medam,
ahogy az angol mondatban benne van, aztan meggmmeljszenvedek a Kiizavakkal. Tehat a mondat &stavak,
amiket az esetek tobbségében nem is Ugy haszrdlogy ...

FH: Tehat a jelentése modosul?

KE: Igen, tehét azt jelenti az a mondat, amit jelda csak én nem ugyanazzal a ... az alany meqafly az
legtdbbsz6r muszdj, de a tobbi sz0, pl. egy meégkalzként van irva, és hatarozoként teszem be, valahggy..

FH: De ez okoz jelentésbeli problémat?

KE: Van amikor okoz, és akkor gondolkozom ... azzet@val nem tudom bele tenni, mert valahogy nerartudgy
forditani, és akkor egy kicsit gondolkozni kelltegjvagy ha azt a sz6t hasznalom pont, akkor megugganazt a
mondatrészt fogja jelenteni tehat ha meg nem ugyaakkor meg at kell valtoztatnom a sz6t valahagyTehat
példaul amajority, nem tudom, hogy ejtik, ezzel voltam igy, hogydnmdezt a sz6t, megnéztem a szétarban, és mégse
segitett, de végén taldltam aztan egy harmadilelziést magamtol, ami odapasszol a szévegbe, ésivadesonlot is
jelent.

FH: Es mi az, ami j6l szokott menni a forditasban?

KE: Hat szerintem az, hogy viszonylag kénnyen fogalok, és ha van egy mondat, aminek a darabjaingéekkor
abbadl viszonylag gérdilékeny magyar mondatot tukipezni, tehat nem kell gondolkoznom azon, hogstémi, hogy
irlam, hogy j6l hangozzon, nem azt mondom, hoggmlynint egy magyar fogalmazas, de viszonylag dékainyen
lehet olvasni azt, amit irok, én ugy gondolom légais.

FH: K6szénbm szépen.

Vége

Post interview 3

Sz. J.

FH: Milyen volt ez a masodik forditasi szoveg ablBbz képest? Ha a két széveget 6sszehasonlitjuk ...

SZJ: Szerintem egy szinten volt a kett



61

.....

SZJ: A masikra mar nem emlékszem, azt tudom, hbbegrme sok passziv volt, és mondtam is a felvétélegy azzal
volt problémam, hogy nem tudtam hogyan lefordit&iszont Ggy éreztem, hogy eztlien befejeztem, tehat nem
kellett sietnem.

FH: Kénnyebb volt-e érteni részleteiben vagy tsszgében ezt a masodikat afkiz képest? Ertési szinten melyik
okozott tébb nehézséget?

SZJ: Ezt jobban megértettem, a medvéknél volt egyakhézségem, hogy hogy vandorolnak a jégen kétesazt
nem igazan értettem, ezt kbnnyebb volt ...

FH: Melyikben volt tdbb ismeretlen szé, esetlegeeés ezzel fliggott ssze, vagy ...

SZJ: A medvésben tébb ismeretlen sz6 volt.

FH: Tehat ez elsolvasasra egyértelibbnek tint, mint a masik széveg? Erdekes. Mindenki méasifoactrezte.
Megfogalmazasbeli kiilonbségek a kdtbzott, mihelyt megértette az ember, hogy szoévi@kar mondani, melyiket

volt emlékei szerint kdnnyebb megfogalmazni?

SZJ: Szerintem ezt kdnnyebb volt. Mind a &b#n volt olyan, amit nehéz volt leforditani, deéezszerintem jobban
sikerlt. Ez ilyen sajat érzés.

FH: igy visszagondolva a multkori szévegre és reost, melyek azok a kiemelkégpontok, amelyekkel kifejezetten
sokat kellett dolgozni? Tehat az&kz6vegben, amit nehéz volt megérteni, sok mumjétyielt?

SZJ: Az el§ szdvegben a cimet nem forditottam le, elfelejietteem is maradt &m a végére. Ennél sikertlt, nem
tudom. Nem igazan emlékszem, hogy adles hogy volt konkrétan.

FH: Es ebben, ami kiemelkéen nehéz értési pont volt?
SZJ: A passziv.
FH: Es informacioban? Tehat olyan mondat, amibeinfazmaciot nehéz volt 6sszehozni?

SZJ: Igen, volt két olyan, azt hiszem az utolgidtielamelyiken gondolkodni kellett, és nem raktassZe j6l a
mondatot, meg az utolsi elétti, de ebben nem vagyok biztos, hatelm lenne meg tudnam mondani, hogy hol.

FH: Azon til, hogy a passzivak okoztak nehézsdgstrea masodik szévegben, volt-e olyan jellegzétgsannak a
szovegnek és ennek, amelyek kilonbséget jelentdtiidnbdd mddon kellett a forditasi szoveghez emiatt hozza
allni? A forditas szempontjabdl mas jelliegplt-e a két széveg?

SZJ: Nem tudom.

FH: Mind a ketb széveg volt ... Megfogalmazasban? Mihelyt az emba¥rtési szinten tdljutott, és meg kellett
fogalmazni a dolgot, melyik volt kbnnyebb?

SZ7J: Ez.

FH: A médszer szempontjabol? A maltkori felvételaélt eldszér ez a hangos gondolkodas, mint modszer, mast ma
masodjara. Masodjara érezbet mas volt-e, kénnyebb volt-e, hozza lehetettodrs2

SZJ: Kénnyebb volt, igen, mert nem volt ismeretienel$ feladatnal nagyon koncentraltam arra, hogy mindent
elmondjak, most igazsag szerint kevesebbet beszéltehet, hogy pont amiatt, mert azéglél nem sikerdilt
befejeznem, és amiatt hajtottam. De megprobaltais aiindent elmondani.

FH: Tehat érezhéen gordilékenyebb, kdnnyebb volt ... keveseldtfesritést igényelt mar masodjara hasznalni a
maodszert ...

SZJ: Igen.

FH: Van-e még valami a szovegekkel, vagy a modskkapcsolatban?



SZJ: Csak mégkerdezném, hogy a# el milyen lett?
FH: Majd megbeszéljik holnap részletesen.

Vége

62
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2.5 LIST OF SUCCESSFUL AND UNSUCCESSFUL STRATEGIES FROMTAP

RESEARCH

A) Successful translation strategies

I. Comprehension phase
Phase 1: Identifying a problem (IP)
* ldentifying translation problems
* Understanding the requirements of a translatioktase need for understanding the text

before translating it

Phase 2: Analysing problem (AS)

Task management
» Tackling task difficulty
» Taking the translation exam task seriously
* Remembering language and strategies learnt in class

» Using strategies that help memory (keeps repeatifigmiliar words to activate memory)

Textual level and discourse
* ldentifying the genre of ST
* ldentifying the source, the genre, the registertaedstyle of ST

» Identifying register and style (newspaper language)

Planning phases of comprehension
* Working on title after understanding the complete t- leaving title until end

» Using explicit strategies learnt in class — tratistptitles
* Spending enough time on the comprehension phags&ifgoon meaning)
» Consicous planning of comprehension (working onmreg and reformulation phases

Comprehension — lexical level

* Working on meaning of unfamiliar words in context

* Anticipating meaning in context before looking warg

* Anticipating meaning

* Anticipating meaning but being ready to change geg# wrong

* Looking up meaning when needed for comprehension

» Suspecting words that look familiar but have no mi@gin the given context

* Guessing meaning from context and sparing time womecessary dictionary work
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Clarifying meaning for oneself by working on podsibmplications

Strategies for working on meaning

Looking ahead in the sentence to understand meaning

Looking ahead in the text to understand meaning

Performing self-correction when a word is misredidt{onary work)

Realising if a passage is misunderstood and penfigrself-correction
Performing self-correction even if sentence has beéshed

Bringing in knowledge about the world (geographyjew working on meaning
Bringing in knowledge about the world (biology) whe&orking on meaning
Bringing in knowledge about the world (biology) whe&orking on meaning
Relying on background information and knowledgetdtibe world (geography)
Generating and testing hypotheses when working esning

Interpreting hypothesied meaning in context

Performing plausibility checks: real world knowledgsed for reasoning
Interpreting hidden meaning: real world knowledgedifor reasoning
Prolonged engagement in working on meaning wheentaia

Working on meaning (comprehension phase) in cycles

Keeping up hypothesis generating until final vems®finished (Move 418!) — prolonged
comprehension phase

Using successful avoiding strategies

Using information from text to understand title

Syntactic level

Using explicit strategies learnt in class

Using segmentation of ST to work on meaning

Using segmentation of complex ST sentences

Using segmentation consicously in working on megnin

Starting translating problematic sentence (complaun phrases) at the end of ST sentence
— problem solving

Changing order of clause

Grammar

Identifying an embedded sentence - grammar
Relying on knowledge about the language (gramm&e@ported Speech

Relying on knowledge about the language (grammagrts of speech
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Relying on knowledge about the language (grammagrts of speech
Relying on knowledge about the language (grammarre formation
Relying on knowledge about the language (grammé#égnsformation of Passive into

Active

Dictionary work

Consulting dictionary in a critical way — checkiogntext of unfamiliar word

Consulting dictionary for possible solutions

Looking ahead in the text to understand meaninging on knowledge about the language
(grammar) in dictionary work

Using monolingual dictionary successfully

Evaluating own work critically

Strategies relating to other factors influencing pgormance

Relying on motivation and self-confidence

Relying on self-confidence

Il. Reformulation phase

Phase 3: Proposing solution (PS)

Making draft version of translation first

Identifying genre and its implications

Separating comprehension and reformulation problems
Splitting ST sentence into two to fit TT convensadetter
Splitting too long ST sentence in TT

Phase 4: Analysing solution (AS)- Revision

Separating stages of hypothesis generating angisasal

Revising first version

Revising draft translation

Identifying aims in the revision phase

Checking on final version by comparing ST and Titeece by sentence
Checking matches of tenses in Stand TT

Spotting missing parts when checking draft versiod finalising TT
Identifying comprehension problems even in thelfragision

Changing meaning in the revision phase if needed
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Stylistic level
* Finding synomys that fit the TT best
» Considering style — avoiding repetitions in TT
» Considering style in the reformulation phase

* Finding a good synonym that fits the context e¥erot found in dictionary
Revising revision
* Doing second revision

* Doing revision of finalised TT for spelling and ettmistakes

B) Unsuccessful strategies

|.Comprehension phase
Phase 1: Identifying a problem (IP)
» Failing to identify comprehension problem
* Misreading a word in the ST
Phase 2: Analysing a problem (AP)
* Not relying on analysis of context of unfamiliar sldor anticipated meaning
» Completely omitting a part of sentence s/he cannderstand
* Not applying grammar rule properly

Dictionary work:

» Spending unnecessary amount of time doing dictionark

* Not focusing on anticipated meaning when doingiainery work (time management)
» Rejecting the right meaning offered by dictionary

* Not using the right meaning although found

* Not being able to use a monolingual dictionary wheaded

Il. Reformulation phase

Phase 3: Proposing solution (PS)
» Creating meaning from draft TT instead of working®T meaning
» Postponing decision on meaning until revising dirafitslation, decision is made without

consulting ST

* Relying on hasty draft translation instead of wogkon comprehension of ST
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Phase 4: Analysing solution (AS)
Revision phase
* Creating problem in the revision phase — not cherkbntext
Rejecting or not properly using translation and prdlem solving strategies learnt in class
* Rejecting starting to translate long English secésrwith complex noun phrases from the
end of the sentence

* Rejecting the use of monolingual dictionary (ladkself-confidence or practice)

lll. Problems arising from exam constraints
» Failing to observe time constraints (problem withe management)
» Giving up working on meaning because of exhaustioiack of concentration
* Spending too much time on comprehension phaselgmoénalysis: dictionary work,
which is not focused) and not having enough timegfoper reformulation
* Not checking translation or lexical problems orfogythave previuously emerged

» Suspecting testing aims and testing context



APPENDIX C - PRODUCT-BASED RESEARCH (CHAPTER 6)

3.1 TRANSLATION SCRIPTS - PROBLEM ORIENTED TAGGING
LEONARDO TEXT

Student’s script tagged for background information
Script No. 8.

8 <Q 24> <W 72> szdveg

cim <Q 24> <W 72> Egy Leonardo kép ajaek

1 <Q 24> <W 72> A festmények azitblyaman nagyon lassu valtozason esnek at.

2 <Q 24> <W 72> Ez tulajdonképpen olyan lassu, fagygondolhatnank egyaltalan nem valtoznak és ha
egyszer a festék megszaradt, ordkie valtozatlan marad.

3 <Q 24> <W 72> De mint minden a vildgon a festneddllapota is romlik.

4 <Q 24> <W 72> Még a legzavartalanabb éésddp mizeumokban is sotétebbé valnak, kifakulnak,
megrepedeznek és porlani kezdenek.

5 <Q 24> <W 72> Ha a tarolasukra hasznalt terestdtdoként is mkodik, Napoleon unatkoz6 katondi
téglakkal dobaljakket és milliényi Fiat ontja az utcardl kipufogogéza képek kissé gyorsabban
Oregednek.

6 <Q 24> <W 72> Ez tortént Leonardo da Vinci "Aplgb vacsora” cithképével is.

7 <Q 24> <W 72> A 30 |ab hosszu falfestmény dlat felujitasat hozza nem @kezek végezték és 1953-
ban egy atlatszo,6kemény réteggel vontak be.

8 <Q 24> <W 72> Ez elég volt ahhoz, hogy tovabbratogassak és ajandékpodlokat nyomtassanak rola.
9 <Q 24> <W 72> De "Az utolso vacsora" egyre éseggsszabb allapotba kertilt.

10 <Q 24> <W 72> 1978-ban az olasz hatdsagok nhettdik a mesterthlatogatasat és egy restaurator,
Brambilla Barcilon megkezdte a 21 évig tarto, 7jlliondollart felemészi helyreallitast, melyet

centiméterdl centiméterre végeztek elektromikroszképos techfékhasznalasaval és vizfestékkel, semleges

bézs szinnel toltotték ki a helyre nem allathagze&et.



MAYOR TEXT

Student’s script tagged for background information
Script No. 1.

1 <Q 15><W 65><T 10><X 22><Y 2><Z God> szbveg
cim:<Q 15><W 65><T 10><X 22><Y 2><Z G6d> A polgarme
val6 csokkentésére buzditjak

1 <Q 15><W 65><T 10><X 22><Y 2><Z Gdd> Egy befolyas
hogy az Uj polgarmesternek az 6sszes buszuitvonaldij
csokkenésével kell megéllitania a londoni témegkéz|

2 <Q 15><W 65><T 10><X 22><Y 2><Z G06d> Az Ujsag, me
buszdijak kerlilnek bevezetésre, azt allitja, hogy

buszdijak csokkentése a tomegkdzlekedés hasznalatav
névekedését eredményezné.

3 <Q 15><W 65><T 10><X 22><Y 2><Z G6d> De egy nagyo
buszdijaknak, extra szolgaltatdsokkal és Gj Gtvonal
novelhetné a buszutasok szamat.

4 <Q 15><W 65><T 10><X 22><Y 2><Z G06d> A dijcsokken
milli6 fontba keriilne évente, kezdetben a foldalatt
szézalékkal valo novelésére tamaszkodna.

5 <Q 15><W 65><T 10><X 22><Y 2><Z G6d> Hosszutavon
kozpontjaban lév
250 millié fontot hozna varhatéan.

6 <Q 15><W 65><T 10><X 22><Y 2><Z God> A szélesebbk
tokéletesitésével kombinalt olcs6bb buszdijakbdl al

szocidlis és gazdasagi haszonhoz vezet.

7 <Q 15><W 65><T 10><X 22><Y 2><Z God> Egy kormanys
kapcsolatos vita "érdekes cikke"-ként tidvozolte, és
kiadasokkal kapcsolatos barmely dontés a polgarmest

stert a buszdijjak 70 pennyre

0s riport ma azt javasolta,
anak 70 pennyre valo
ekedés krizisét.

lyet azért adtak ki, mert (]
a foldalatti és a

al csak igen kevés

bbszabasu csokkentése a
akkal b &vitve, 40 szazalékkal

tés, amely kortlbelil 80
i dijak jelenlegi 1

a kiadas egyesiilne a London

6 jarm dvekre kir6tt naponkénti 5 fontos dij bevezetésével, ami

oOr ¢ szolgaltatasok
I6 csomag allitélag nagyobb

zOviv & ariportot a témaval
hozzatette, hogy az Uj
ert &l fugg.



ARCTIC MELTDOWN TEXT

Student’s script tagged for background information
Script No. 45.



3.2TYPE-TOKEN RATIO

1. Leonardo translations.txt file
2. Mayor urged translations .txt file

3. Arctic meltdown translations .txt file






3.3 TRANSLATIONS OF TITLE - LEONARDO

Variety of learner translations (“One Lenoardo to gay”)
Acceptable translations of the title:

1. Leonardo marad

2. Leonardo egy alkotasa megmarad

3. Egy Leonardo az 6rokkévalésagnak

4. Egy Leonardo fennmaradasa

5. Egy Leonardo fennmaradasaért

6. Egy Leonardo festmény megtartasa

7. Egy Leonardo festmény megmarad

8. Egy Leonardo festmény térténete

9. Egy Leonardo festmény megmentése

10. Egy Leonardo festmény megoévasa

11. Egy Leonardo festmény fennmarad

12. Egy Leonardo festménynek maradnia kell
13. Egy Leonardo helyreéllitasa

14. Egy Leonardo, hogy maradjon

15. Egy Leonardo kép a jének

16. Egy Leonardo kép mégzése

17. Egy Leonardo kép fennmarad

18. Egy Leonardo kép marad

19. Egy Leonardo kép megmaradaséért

20. Egy Leonardo kép fonnmaradasa

21. Egy Leonardo kép utékornak valé fennmaradaséaértdtatt harc
22. Egy Leonardo kép fennmaradasaért

23. Egy Leonardo kép megmaradt

24. Egy Leonardo kép megmentése (2)

25. Egy Leonardo kép pusztuldsanak megakadalyozasa
26. Egy Leonardo marad (10)

27. Egy Leonardo maradjon (3)

28. Egy Leonardonak maradnia kell

29. Egy Leonardo megmarad (7)

30. Egy Leonardo megmaradt (3)

31. Egy Leonardo- megmarad

32. Egy Leonardo megmaradésa

33. Egy Leonardo megmaradasaért

34. Egy Leonardo megmaradjon

35. Egy Leonardo megmentése

36. Egy Leonardo megzése

37. Egy Leonardo rfhami megmaradt

38. Egy Leonardo (ri)) marad

39. Egy Leonardo rivet fenntartani az utokor szadmara
40. Hogy egy Leondardo megmaradjon (4)

41. Hogy egy Leonardo maradjon

42. Hogy megmaradjon egy Leonardo

43. Hogy egy Leondardo-tnfennmaradjon

44. Hogy megmentsék az egyik Leonardo képet
45. Hogyan marad meg egy Leonardo-kép?

46. Megtartani egy Leonardo festményt

47. Marad egy Leonardo

48. Maradjon egy Leonardo

49. Maradjon Leonardo egy csodalatos alkotasa



Unacceptable translations of the title:

Egy Leonardo allomés

Leonardo az egyetlen ki kitartott/megmaradt
Egy Leonardo helyzete

Az egyetlen, hogy Leonardo maradjon
Egyetlen Leonardo kép maradt

Egy Leonardo kép helye

Egy Leonardo kép kitartasa

Egy Leonardo késleltetése

Flgghben a Leonardo festmény jije
10. Csak egy Leonardo maradt

11. Egy Leonardo maradt (3)

12. Az eredeti Leonardo maradjon

13. Egy valtozatlan Leonardo

14. A megmaradt Leonardoim

15. Hogy egy Leonardo kép latogathato legyen (?)
16. Egy Leonardo maradvanyai

17. Egy Leonardo marasztaladsa

18. Egy Leonardot megallitani

19. Egy Leonardo megmutatja

20. Leonardo ezt mondana

21. Egyik Leonardo mondja

22. Egy Leonardo van hatra

23. Leonardo de Vinci egy tmemeke

CoNo~WNE



3.4 TRANSLATIONS OF “NATURAL RESOURCE WORKERS” -
ARCTIC MELTDOWN

Frequency counts for “természeti”

* Concordance - ArticMeltdown200203v.txt.Concorda

File Text Search Edit Headwords Contexts Miew  Too

SH=ES FBR|(E=B U
Headward [ Mo, | ]
TERMESZET

TERMESZETBEM
TERMESZETBUWAROK
TERMESZETES
TERMESZETES-ASVANYKINCSEKKEL
TERMESZETESEM
TERMESZETES-EROFORRAS
TERMESZETI
TERMESZETI-EROFORRAS
TERMESZETI-KINGS
TERMESZETI-KINGS-MUNKASOK
TERMESZETI-SEGELYFORRAS
TERMESZETI-TALALEKONYSAG
TERMESZETKINGS
TERMESZETKUTATOK
TERMESZET-KUTATOK
TERMESZETTUDOSOK
TERMESZETTUDOSOKRA
TERMESZETYEDELEM
TERMESZETYEDELEMBEM
TERMESZETYEDELMI
TERMESZETYEDELMISEK
TERMESZETYEDD
TERMESZET-VEDO
TERMESZETWEDOK

[ on}

— RS L) = R = = ) = = ) ) = = = (T = = (R

[n)




3.5 “SORT BY”— “WORD AFTER HEADWORD” FUNCTION



3.6 “COLLOCATIONS” FUNCTION (Headword: “héttel”)

. . =18

1 right [ha, | 2 right [ha | «][=riont [ha, | a][4riort [ha | -
Kesdbb T3 Ozszel 33 hdint 10 & 20
Az 3 Alakutt ] A 7 A | Hudzon 7
Késthbi 2 & 3 | Ki 5 hdint 5] b
Korabban 2 Alakul 3 Gsszel 4 Gszzel T
Eqy 1 Kezdidik 3 Be 3 Ahogy 4
Eldhb 1 Mirt 3 Es 3 Jég 3
Fagy 1 sz 3 Clyan 3 Korahban 3
Mint 1 Az 2 Ahogy 2 AT 2
Gz 1 Fay 2 At 2 Helyzetet 2

Keletkezik 2 | | Formaladik 2 4| Clyan 2 -
4 |eft ; 2 left Z 1 left
& gl Jeg 15 hdint 13 ket T2
Jég 13 & 13 Gsszel g 2 13
Budapest= 5 2=z B Budapest= 4
18==y 2 Tikk 5 Hudlson-dhdlben 4
28s2y 2 1==z 4 Jeg 4
Az 2 irit 4 Ahogy 23
Hudlzon 2 Gsszel 3 irtecy 3
Jegformak 2 & 2 A 2
Mem 2 Hud=on 2 Formaja 2
Gsszel 2 Jégtakard 2 Farmalédik 2
Ugpyanolyan 2 Akkora 1 Olvadaza 2
1T=ay 1 Alakja 1 Llakjz 1
8=y 1 Alakul 1 Alig 1
Zeaz 1 Annyi 1 Allaga 1
20==y 1 Atalakul 1 Amennyire 1
242y 1 Az 1 Ami 1
3y 1 Bekivetkezése 1 Atalakul 1
45y 1 Budapest= 1 Bayben 1 it
Amelyeket 1 Csak 1 Budakeszi= 1
Blag= 1 Eddigieknél 1 Czaknem 1
Bay-han 1 Formaja 1 Eppen 1
Bay-hen 1 =1 | Formék 1 Formai 1
Didzd= 1 Halmazallapota 1 =1 | Formék 1
Gidalla= 1 Jegesedés 1 Gydngydzs 1
Helyzetet 1 Jégforma 1 Hoopy 1
Hudzon-dhbdlben 1 Jobban 1 Hénapokban 1
Jegalakok 1 Kevesehb 1 Jegalakzat 1
Jégképzidés 1 Kialakulédsa 1 Jégdarahak 1
Jegtablak 1 Léwi 1 Jegformat 1
JEégtimer 1 -] | Ohiilben 1 « || JEarétea 1 =

Collocations of HETTEL

Crientation | Expart | Help | Close I IV Autceresize
I
lttStartl I @ a Lg g @, 5 m«ﬁ Jlmﬁ Concordance 15 névtelen - Paint

<« ®W [ 1540




3.7 TRANSLATIONS OF SENTENCE 5: “THE ICE FORMS”
ARCTIC MELTDOWN TEXT












3.8 TRANSLATIONS OF TITLE: © MAYOR URGED
MAYOR URGED TEXT






3.9 TRANSLATIONS OF FALSE FRIEND: “ REPORT
MAYOR URGED TEXT



3.10 TRANSLATIONS OF “SOCIAL”
MAYOR URGED TEXT





















3.11 TRANSLATIONS OF SENTENCE 6: “BEFORE” AND “ ONTO THE ICE”
ARCTIC MELTDOWN TEXT















3.12 STYLISTIC PROBLEMS - “ OK”
LEONARDO TEXT



3.13 TRANSLATIONS OF “PICTURES”
ARCTIC MELTDOWN TEXT
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