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CHAPTER |
INTRODUCTION

1.1 Background of the study

Developing students’ translation competence is a fundamental objective of
translation training so that the students are prepared to produce quality translation
as part of their jobs. Translation training programs started to be offered at the
university level in the second half of the twentieth century. Before those days,
there was only short-term training for professional translators who wished to
enhance their specific skills in translation (Pym, 2011).

In Thailand, a monolingual country where Thai is the national and official
language (Huebner, 2013) and English is commonly used for international and
intercultural communication, translation training started in the reign of King
Ramathibodi lll in the Ayutthaya period when translation practitioners were needed
for diplomatic and commercial activities with foreign nations (Academic Affairs
Department, 1997). Nowadays, there is a growing need for translation in different
sectors as we can see a lot of translation services offered by freelance translators,
translation agencies, and translation centers of academic institutes. However, formal,
long-term training that aims to produce professional translators for the market in
Thailand just started around the mid-1990s, and there are now a few translation
degree programs at the graduate level only. The other forms of English-Thai and
Thai-English translation training are short courses open to the public and courses
offered as part of English degree programs for EFL students at the undergraduate
level. Unlike the graduate translation degree programs, the undergraduate English
degree programs do not aim to train students to become professional translators,
but it is clearly stated in the curricular that a translator is a prospective occupation
the students can pursue after graduation. Also, it is common that translation tasks
are assigned to English graduates as part of their jobs.

English degree programs at the undergraduate level in Thailand, therefore,

need to consider enhancing their students’ competencies which are specific to
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translation since scholars in translation studies have affirmed that competence in the
two languages concerned, sometimes called language competence (Neubert, 2000),
linguistic competence (Schaffner, 2000), or bilingual competence (PACTE Group,
2003, 2011), is only one part of translation competence necessary for production of
quality translation. To be more specific, among translation sub-competencies, one
element being emphasized and investigated is translators’ ability to identify
translation problems and make decisions to apply appropriate strategies to solve
them (R. Bell, 1991; Fernandez & Zabalbeascoa, 2012b; Gonzalez-Davies, 2005;
Lérscher, 2005; Orozco & Hurtado Albir, 2002; Pym, 2003; Scott-Tennent, Gonzalez-
Davies, & Torras, 2000; Wilss, 1996).

Likewise, a model of translation competence developed by PACTE Group
(2003) emphasizes the importance of ‘strategic sub-competence’, one of the five
sub-competencies in the model. The five sub-competencies in the model include
bilingual, extra-linguistic, knowledge about translation, instrumental, and strategic
sub-competencies; however, the strategic sub-competence is considered to be
prominent as it guarantees the efficiency of the translation. The main functions of
the strategic sub-competence are planning, monitoring, and evaluating translation
process and the product of each stage. More importantly, during the translation
process, it activates, monitors, and compensates for shortcoming in other sub-
competencies. The strategic sub-competence is also the one that enables learners
to detect translation problems and apply strategies to solve them (PACTE Group,
2003).

An alternative approach to translation training implemented in translation
classrooms in tertiary education is ‘collaborative project-based learning’ (Kiraly, 2000,
2001, 2003, 2012, 2014), an integration of the collaborative learning and the project-
based learning approaches, with the underlying theory of social constructivism.
Collaborative learning and project-based learning can complement each other with
an objective to empower students to co-construct knowledge and solve problems
they encounter by sharing ideas and experience throughout the process of learning.

Collaborative learning helps students learn to work together as they are given
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authority and full responsibility to manage and negotiate the group process, and this
learner-centered approach could entail learner autonomy (Bruffee, 1995; Panitz,
1997; Robinson, Olvera-Lobo, & Gutiérrez-Artacho, 2017). Project- based learning has
its focus on learning process, not the end-product, and the success of the project
relies much on each member’s engagement and commitment. In project work,
students’ learning experiences can be more meaningful when their work is shared
and critiqued by others since students can learn to give feedback on each other’s
work, revise their own work, and reflect on their learning (Blumenfield et al., 1991;
Donnelly & Fitzmaurice, 2005; Fried-Booth, 2002; Galan-Manas, 2011).

Research in translation classrooms has confirmed that when collaborative
translation projects are implemented using authentic tasks relating to the
professional world of translators, students in translation degree programs are
motivated and fully engaged in their learning. Such a project also promotes active
participation and encourages students to take responsibility of their own learning
(Birkan-Baydan & Karadasg, 2014; Kiraly, 2001, 2005; Mitchell-Schuitevoerder, 2011,
Prieto-Velasco & Fuentes-Luque, 2016). Kiraly (2001, 2005), for example,
demonstrated how to implement projects using collaborative learning in syllabus
design and teaching procedures in translation classes where the whole class
collaborated in a single project. The success of the implementation of collaborative
project-based learning was also reported in the study conducted by Mitchell-
Schuitevoerder (2011) in a translation and technology class in which the tasks
covered the whole process from project management, to workflow, revision, and
post-edit machine translation. In sum, these studies reinforce the potential of
collaborative practice for the success of group projects in translation degree
programs.

In the context of English degree programs, literature on translation for EFL
learners shows that two approaches of translation are implemented in classroom
learning: ‘pedagosical translation’ or translation as a tool for language learning, and
‘vocational translation” or translation as an end in itself to train students to become
professional translators (Stewart, 2008). Some publications have appeared

documenting how pedagogical translation can be implemented to improve students’
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English proficiency in English language teaching classrooms (Baraniello et al., 2016;
Karoly, 2014). Others have been done on development of students’ translation
competence as vocational translation in translation classrooms by explaining
recurring patterns of translation errors (Karoly, 2012), exploring effectiveness of
collaborative task-based learning (Li, 2014), or investigating the use of portfolio
assessment (H. Li, 2006). In Thai EFL students’ learning contexts, a few studies were
conducted in translation classrooms. The objectives of the studies were to analyze
recurring patterns of English-Thai or Thai-English translation errors (Kiriratnikom, 2005;
Unaratana, 2005), or to investigate the effects of the collaborative task-based
approach on the improvement of students’ overall translation abilities
(Wangkangwan, 2012).

As mentioned earlier that it is also necessary to develop EFL students’
translation competence as they can become professional translators or need to
perform translation tasks in their future workplace, but previous research does not
take into account the students’ strategic sub-competence. Additionally, the
collaborative project-based learning approach that has been proved successful for
students in translation programs has never been implemented in EFL leamners’
translation classrooms. Hence, it is worth investigating the development of EFL
students’ strategic sub-competence in vocational translation training using the
collaborative project-based learning approach.

This study is an attempt to propose a learning module using the collaborative
project-based learning approach to enhance EFL learner’s strategic sub-competence
in EFL translation classrooms, the area in which the pedagosical aspect of translation

studies has not been extensively explored.
1.2 Research objectives

1.2.1 To develop a collaborative project-based learning module for
translation training in order to enhance strategic sub-competence of

EFL learners in a language degree program.
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1.2.2 To investigate the effects of the implementation of the Collaborative

Project-based Learning Module for translation training on

the development of strategic sub-competence of EFL learners in

a language degree program.

1.2.2.1 To investigate the effects of the implementation of the
Collaborative Project-based Learning Module for translation
training on the development of EFL learners’ abilities to
identify and solve text-related problems.

1.2.2.2 To investigate the effects of the implementation of the
Collaborative Project-based Learning Module for translation
training on the development of EFL learners’ abilities to
identify and solve text-related difficulties.

1.2.2.3 To investigate the effects of the implementation of the
Collaborative Project-based Learning Module for translation
training on the development of EFL leamers’ abilities to

identify and solve performance-related difficulties.

1.3 Research questions

1.3.1 How can a collaborative project-based learning module for translation

1.3.2

training be developed to enhance strategic sub-competence of EFL

learners in a language degree program?

What are the effects of the implementation of the Collaborative

Project-based Learning Module for translation training on the

development of strategic sub-competence of EFL learners in a language

degree program?

1.3.2.1 What are the effects of the implementation of the
Collaborative Project-based Learning Module for translation
training on the development of EFL learners’ abilities to

identify and solve text-related problems?
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1.3.2.2 What are the effects of the implementation of the
Collaborative Project-based Learning Module for translation
training on the development of EFL learners’ abilities to
identify and solve text-related difficulties?

1.3.2.3 What are the effects of the implementation of the
Collaborative Project-based Learning Module for translation
training on the development of EFL learners’ abilities to

identify and solve performance-related difficulties?
1.4 Scope of the study

This study is experimental research with one-group pretest and posttest
design. It aimed at exploring the effects of the Collaborative Project-based Learning
Module (CLPM), a 15-week learning module developed for the Translation in
Business course which is an elective course for English major and minor students
of Dhurakij Pundit University (DPU). The participants were all the students who
enrolled in the Translation in Business course in the first semester of the academic
year 2015. The number of the participants was 21. Sixteen of the students were
from the English Major; one student was from the English for Business
Communication Major; and four were from the Thai for Career Major and were
studying English as their minor. They were in their third or fourth year, and two of
them were repeaters of this course. The participants had different years of study in
translation and English. Data was collected by means of a pretest and posttest,
translation project drafts, Learner’s Diaries, group presentations, and a semi-
structured interview. Descriptive statistics of percentage, mean, standard deviation,
and Wilcoxon signed-rank test were used to analyze quantitative data while content

analysis was utilized to analyze qualitative data.
1.5 Limitations of the study

This study has the focus on investigating translation process of Thai EFL

learners, so the findings can be used to explain the situations in similar contexts.
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However, it should be noted that there was a limitation on the selection process and
the number of participants was small (21). To cope with this limitation, it has been
compensated by qualitative analysis of data from the students’ translation drafts,
Learner’s Diaries, and group presentations during the project, as well as a semi-
structured interview at the end of the project, to supplement the quantitative data.
Data triangulation in this study was implemented to confirm the quantitative data
and also to obtain in-depth perspectives on the development of EFL students’

strategic sub-competence.
1.6 Definitions of terms

1.6.1 Strategic sub-competence

Strategic sub-competence refers to the ability to identify translation problems
and apply strategies to solve them. In this study, strategic sub-competence refers to
the students’ abilities (1) to identify and solve text-related problems, (2) to identify
and solve text-related difficulties; and (3) to identify and solve performance-related
difficulties. The terms ‘text-related problem’, ‘text-related difficulty’, and
‘performance-related difficulty’ are to be explained as the three main categories of

translation problem as follows.

1.6.2 Translation problem

Translation problem refers to transfer tasks that a translator has to solve
during the translation process. In this study, translation problems include ‘text-
related problem’, ‘text-related difficulty’, and ‘performance-related difficulty’.

1.6.2.1 Text-related problem

Text-related problem refers to an objective transfer task every translator has
to solve due to the differences between the source language and the target
language. The subcategories of text-related problems are:

1. Linguistic problems
1.1) Lexical problems

- The problem of ‘word meaning in context’
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1.2) Syntactic problems:

- The problem of ‘word order in a noun phrase’

- The problem of ‘impersonal pronoun-it’

- The problem of ‘3rd—person reference pronoun and
possessive adjective’

- The problem of ‘verb tense’

- The problem of ‘passive construction’

- The problem of ‘derived sentence’

- The problem of ‘other forms of structure’

2. Convention-related problems

The problem of ‘punctuation mark’

The problem of ‘marking of plurality’
- The problem of ‘marking of gender’
- The problem of ‘transcribing proper name’
1.6.2.2 Text-related difficulty
Text-related difficulty refers to subjective transfer tasks each translator has to
solve due to their own level of knowledge and competence. Text-related difficulties
can be in the form of words, phrases, clauses, sentences, or even fragments,
depending on each translator’s identification.
1.6.2.3 Performance-related difficulty
Performance-related difficulty refers to subjective transfer tasks each
translator has to solve due to their specific working conditions, such as lack of
resources and time management. Therefore, it depends on each translator in a

specific working condition to consider a situation as a performance-related difficulty.

1.6.3 Collaborative Project-based Learning Module

The Collaborative Project-based Learning Module (CPLM) refers to a learning
module developed for Thai EFL learners, aiming to enhance their strategic sub-
competence. The CLPM was designed with expected learning outcomes in
accordance with the Translation in Business course objectives specified by the

English Department of Dhurakij Pundit University. The three theoretical frameworks
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of this study consist of the communicative approach to translation training, the
collaborative project-based learning approach, and the principles of group interaction

and communication.

1.6.4 EFL learners

EFL learners refer to Thai undergraduate students in Dhurakij Pundit University

who majored or minored in English.

1.7 Significance of the study

This study is expected to deepen the knowledge of translation training in the
contexts of translation classrooms for EFL learners. It is a pioneer work that aimed
to develop EFL learners’ strategic sub-competence with the use of the collaborative
project-based learning approach. To be more specific, strategic sub-competence of
a group of Thai EFL learners was analyzed quantitatively and qualitatively so that the
improvement at the end of the study and the developmental progress during the
process can be clearly explained. Additionally, this study can be guidelines for
designing a collaborative project-based learning module in other learning contexts.
The implications of this study, hopefully, can benefit translation training in tertiary
education, especially in language degree programs where the implementation of
collaborative project-based learning and the development of students’ strategic sub-

competence have never been much explored.

1.8 The organization of the study

There are five chapters in this dissertation. The overview of the following
chapters is as follows:

Chapter one presents the background of the study, the research objectives,
and the research questions. It also describes the scope of the study, the limitations

of the study, the definitions of terms, and the significance of the study.
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Chapter two reviews related literature and existing research relevant to this
study in three main topics: translation competence, translation training, and
collaborative project-based learning.

Chapter three covers the research methodology of the study which includes
the research design and research procedure, the development of the CPLM, the
implementation and evaluation of the CPLM, as well as the research instruments, the
data collection, and the data analysis.

Chapter four describes the overview of the CLPM, the analysis of the learners’
characteristics, the findings on the effects of the CLPM on the development of
translation strategic sub-competence of the EFL learners, together with the typical
characteristics of the Collaborative Translation Project and the limitations of the
project.

Chapter five summarizes the study, discusses the findings, and presents

implications of the study and recommendations for further research.
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CHAPTER Il
LITERATURE REVIEW

The review of the literature aims to provide related theoretical background
and research in (1) translation competence, (2) translation training, and
(3) collaborative project-based learning, so as to form a conceptual framework for
the development of the Collaborative Project-based Learning Module (CPLM) with
an objective to enhance strategic sub-competence of EFL undergraduate students

majoring or minoring in English in the context of translation classrooms.
2.1 Translation competence

The development of translation studies around the second half of the
twentieth century paved the way for a more systematic study of translation, and
translation pedagogy as a field of translation studies started to be of interest to
academics in tertiary education in the 1970’s. Since then, the nature of translation
competence and its components have been more intensively explored for the
benefits of translation training and assessment (Pym, 2011; Schaffner & Adab, 2000).
This section elaborates different perspectives on translation competence and

strategic sub-competence in terms of the descriptions and development.

2.1.1 Descriptions of translation competence and strategic sub-competence

Translation competence has been referred to by different terms, such as
translator competence (R. Bell, 1991; Kiraly, 1995), translational competence
(Chesterman, 2000; Pym, 1992; Toury, 1995), translator performance (Wilss, 1996),
and translation ability (Stansfield, Scott, & Kenyon, 1992). The term ‘translation
competence’ is one of the terms generally accepted and employed in research by
scholars in the field of translation studies and translation pedagogy (Beeby, 2000;
Fernandez & Zabalbeascoa, 2012b; Orozco & Hurtado Albir, 2002; PACTE Group,
2003, 2011; Rico, 2010; Schaffner & Adab, 2000); therefore, this term will be used in
this study.
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The concept ‘translation competence’ can be explained by breaking down to
interrelated sub-competencies, and several models of translation competence were
developed on the basis of a model of communication, combined with translation-
specific components (R. Bell, 1998). For example, Schaffner (2000, p. 146) defines
translation competence as “a complex notion which involves an awareness of and
conscious reflection on all the relevant factors for the production of a target text
that appropriately fulfills its specified function for its target addressees”. The six
factors are competencies comprising “linguistic competence (of the languages
concerned); cultural competence (i.e. general knowledge about historical, social,
cultural, etc. aspects in the respective countries); textual competence (i.e.
knowledge of regularities and conventions of texts, genres, and text types);
domain/subject specific competence (i.e. knowledge of the relevant subject and the
area of expertise); (re)search competence (i.e. a general strategy competence aiming
at solving problems specific to the cross-cultural transfer of texts); and transfer
competence (i.e. ability to produce target texts that satisfy the demand of the
translation task)” (Schaffner, 2000). Similarly, Neubert (2000) explains translation
competence in terms of its five parameters: language competence, textual
competence, subject competence, cultural competence, and transfer competence,
with the transfer competence dominating the other sub-competencies.

Two comprehensive models of translation competence that explain the
notions of translation competence and strategic sub-competence in detail were
proposed by Cao (1996) and PACTE Group (2003). Cao (1996) proposed a model of
translation proficiency by integrating translation studies with communicative language
proficiency studies. In this model, translation competence refers to “many kinds of
knowledge necessary for the translation act” (Cao, 1996, p. 326) whereas translation
proficiency refers to “the ability to mobilize translation competence to perform
translation tasks in context for purpose of intercultural and interlingual
communication” (Cao, 1996, p. 327). Therefore, ‘translation proficiency’ in this
model includes both the competence and the ability to activate the competence in

an act of translating. Figure 1 illustrates Cao’s model of translation proficiency.
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Figure 1 Components of translation proficiency (Cao, 1996, p. 328)

Cao’s model of translation proficiency consists of three main components,
interacting under the context of situation. Translational language competence refers
to competence of the two languages, comprising grammatical, textual, illocutionary
and sociolinguistic competence. Translational knowledge structures refers to
knowledge essential to the achievement of interlingual and cross-cultural
communication, including general, special, and literary knowledge. Translational
strategic competence refers to integrated mental ability used in the operation of
a text. It is the translation strategic competence that enacts the other two
competencies in translation process. The translation strategic competence consists
of the cognitive aspect and the creative aspect of human thought process.
Translation is, therefore, a result of the interaction among these three variables
within a situational context (Cao, 1996).

Translation competence and its components have been investigated in
a long- term project by the PACTE (Process in the Acquisition of Translation
Competence and Evaluation) research group (Beeby, 2000; PACTE Group, 2003, 2005,
2008, 2009, 2011). This group was formed in 1997, with a main goal to investigate

the acquisition of translation competence in written translation into and out of
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foreign languages. The founding members are translators and translation teachers
in the Facultat de Traducci¢ i d’Interpretacio of the Universitat Autonoma de
Barcelona.

According to PACTE Group (2003, p. 58) , translation competence is defined
as “the underlying system of knowledge and skills needed to be able to translate”.
It consists of the ability to “carry out the transfer process from the comprehension
of the source text to the re-expression of the target text, taking into account the
purpose of the translation and the characteristics of the target readers”.

The PACTE Group developed a model of translation competence in 1998
and revised it in 2003 (Beeby, 2000; PACTE Group, 2003). The revised model of
translation competence by PACTE Group (2003, p. 58-59) proposes that translation
competence is made up of five sub-competencies and the psycho-physiological

components:

1. Bilingual sub-competence is predominantly procedural knowledge needed to
communicate in the two languages. It includes the specific feature of interference
control when alternating between the two languages. It is made up of pragmatic,
socio-linguistic, textual, grammatical and lexical knowledge in the two languages.

2. Extra-linguistic sub-competence is predominantly declarative knowledge, both
implicit and explicit, about the world in general and special areas. It includes (1)
bicultural knowledge (about the source and the target cultures); (2) encyclopaedic
knowledge (about the world in general); (3) subject knowledge (in special areas).

3. Knowledge about translation sub-competence is predominantly declarative
knowledge, both implicit and explicit, about what translation is and aspects of the
profession. It includes knowledge about how translation functions: types of
translation units, processes required, methods and procedures used (strategies and
techniques), and types of problems; (2) knowledge related to professional
translation practice: knowledge of the work market (different types of briefs, clients
and audiences, etc.)

4. Instrumental sub-competence: is predominantly procedural knowledge related to
the use of documentation sources and information and communication
technologies applied to translation: dictionaries of all kinds, encyclopaedias,

grammars, style books, parallel texts, electronic corpora, searchers, etc.
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5. Strategic sub-competence is procedural knowledge to guarantee the efficiency of
the translation process and solve problems encountered. This is an essential sub-
competence that affects all the others and causes inter-relations amongst them
because it controls the translation process. Its functions are (1) to plan the process
and carry out the translation projects (choice of the most adequate method); (2) to
evaluate the process and the partial results obtained in relation to the final
purposes; (3) to activate the different sub-competencies and compensate for
deficiencies in them; (4) to identify translation problems and apply procedures to
solve them.

6. Psycho-physiological components are different types of cognitive and attitudinal
components and psycho-motor mechanisms. They include (1) cognitive
components such as memory, perception, attention and emotion; (2) attitudinal
aspects such as intellectual curiosity, perseverance, rigour, critical spirit, knowledge
of and confidence in one’s own abilities, the ability to measure one’s own abilities,
motivation, etc.; (3) abilities such as creativity, logical reasoning, analysis and

synthesis, etc.

According to the PACTE’s model, translation competence is made up of five
sub-competencies that are inter-related: bilingual, extra-linguistic, instrumental,
knowledge about translation and strategic sub-competence, and it activates a series

of psycho-physiological mechanism as illustrated in Figure 2.
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Figure 2 Model of translation competence (PACTE Group, 2003, p. 60)

Among the five sub-competencies, the strategic sub-competence is the one
needed to be further investigated since it occupies a dominant position in translation
process. It is part of procedural knowledge with its main functions to plan and carry
out the translation project; to monitor and evaluate the translation process and the
partial results of the product; to detect translation problems and apply strategies to
solve them; and also to activate, monitor, and compensate for shortcoming in other
sub-competencies. Moreover, the strategic sub-competence is one of the three
sub-competencies (the bilingual, the instrumental, and the strategic sub-
competence) that are predominantly procedural knowledge (the knowing how) while
the other two sub-competencies (the extra-linguistic and the knowledge about
translation sub-competence) are predominantly declarative knowledge (the knowing
what). The sub-competencies which are declarative are acquired by being exposed

to information, such as knowing a corpus that is useful for translating a legal
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document, but the sub-competencies which are procedural are acquired through
practice, such as knowing how to use the corpus to guarantee translation quality
(PACTE Group, 2003).

The PACTE Group has been conducting empirical studies to validate the
proposed model and investigate more about the acquisition of translation
competence in order to develop translation teaching programs and improve
translation evaluation methods (PACTE Group, 2003, 2005, 2008, 2009, 2011).
According to the timeline created by PACTE, its latest step started in January 2013 is
the data analysis from the experiment on translation competence acquisition (PACTE
Group, 2013).

The significance of the strategic sub-competence illustrated in the
aforementioned framework is in line with what other scholars have demonstrated.

In explaining a model of translation process, R. Bell (1998) justifies the importance of
the components representing problem-recognition and strategies used for problem-
solving. When translators encounter problems of understanding and interpreting the
source text and attempt to express it in the target language, they need to select
appropriate strategies to resolve them. Wilss (1990) also emphasizes the necessity of
developing such competence. In order to produce a quality translation, especially
the one which is difficult in content and form, translators must be able to perform
effective decision-making and choose a problem-solving method suitable for a
particular situation. Similarly, Pym (2003, p. 489) explains that translator training
requires “the ability to generate a series of more than one viable target text (TT1,
TTs..TT,) for a pertinent source text (ST)” and “the ability to select only one viable
TT from this series, quickly and with justified confidence”. The act of translation is,
therefore, a process of problem-solving, selecting one target text from the series and
proposing it as a replacement of the source text for the specified purpose and
readers.

Therefore, in order to enhance students’ problem-solving and decision-
making skills in translation, strategic sub-competence is one of the key elements to

be developed.
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2.1.2 Development of translation competence and strategic sub-competence

Developing students’ translation competence is a fundamental objective of
translation training, but it is also necessary to develop students’ awareness of
translation problems and strategies to solve the problems, or the so-called ‘strategic
sub-competence’, as it can be applied to different types of texts for different
domains and purposes (Kiraly, 2000; Schaffner & Adab, 2000). This section explains
how to develop translation competence and one of its significant components, the
strategic sub-competence.

An ongoing research study by the PACTE Group aims to “investigate the
acquisition of translation competence in written translation into and out of the
foreign language” (PACTE Group, 2003, p. 45). Based on its model proposed in 1998,
translation competence acquisition is defined as:

(1) A dynamic, spiral process that, like all learning processes, evolves from novice

knowledge (pre-translation competence) to expert knowledge (translation competence);

it requires learning competence (learning strategies) and during the process both
declarative and procedural types of knowledge are integrated, developed and
restructured.

(2) A process in which the development of procedural knowledge and, consequently, of

the strategic sub-competence are essential.

(3) A process in which the translation competence sub-competencies are developed and

restructured.

(PACTE Group, 2003, p. 49-50)

According to the original model in 1998, it is further explained that all the five
sub-competencies are integrated, developed, and restructured during the learning
process. They have the quality of inter-relations, hierarchies, and variations.
Variations occur in relation to translation direction (direct or inverse translation),
language combinations (the source language and the target language), specialization
(legal, literary translation, etc.), as well as the learning context (formal training, self-
learning, etc.), and the methodology used by teachers. However, it is emphasized

that the strategic sub-competence is predominant and guarantees the efficiency of
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the translation process (PACTE Group, 2003). An empirical study of translation
competence acquisition in trainee translators is an ongoing process with a goal to
elucidate different stages and characteristics of the acquisition process (PACTE Group,
2013).

Based on the strategic sub-competence defined by PACTE Group (2003, 2008,
2009, 2011), researchers have suggested how to investigate and develop students’
strategic sub-competence. Fernandez and Zabalbeascoa (2012a) conducted a study
aiming at developing first-year translation students’ strategic sub-competence,
focusing on one aspect which was the students’ evaluation of their own translations,
through the use of post-translation metacognitive questionnaires. The questionnaires
were developed and used for the students to reflect on their translations, and it was
expected that students develop their abilities to identify translation problems and
justify their solutions through the metacognitive reflection and their translation
evaluation. The pedagogical treatment was a developed module-based German-
Spanish translation course, and it was revealed that the students who performed
better could identify translation problems and justify their solutions with greater
strategic and translation awareness. It was concluded that the instruction with the
use of metacognitive questionnaires benefits the development of students’ strategic
awareness through self-evaluation.

Orozco and Hurtado Albir (2002) have also acknowledged the importance of
strategic sub-competence and tried to observe the process of developing translation
competence by using three sets of questionnaires, namely the ‘Translation Problem
Instrument’ (TPI) to measure students’ behaviors when faced with translation
problems, the “Translation Error Instrument’ (TEI) to measure errors, and the
‘Translation Notion Instrument’ (TNI) to measure knowledge about translation. The
instruments were implemented in an empirical study on undergraduate translation
students in Spain, before and after eight-month training in their first year. It is
suggested that these instruments can be useful for measuring students’ progress as
the effects of the implementation of a teaching method, or the effects of carrying

out a specific task over a period of time.
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In summary, the first part of the literature review describes translation
competence and strategic sub-competence in terms of their definitions,
categorization, and development since the attempt to investigate the effects of the
CLPM developed for Thai EFL students in this study places its focus on enhancing
their strategic sub-competence, which includes the abilities to identify and solve
text-related problems, text-related difficulties, and performance-related difficulties.
The measuring instruments created by Orozco and Hurtado Albir (2002) and the post-
translation metacognitive questionnaires designed by Fernandez and Zabalbeascoa
(2012a) were adapted for developing the research instruments in this study.

The second part of the literature elaborates translation training with the
main focus on its goals, the communicative approach to translation training, and key

components in translation training.
2.2 Translation training

All the attempts to describe translation competence and to develop
translation competence models have a pedagosical implication that translation
competence can be acquired through training, experience, and accumulation of
knowledge (Cao, 1996; PACTE Group, 2003). This section explains four key elements
in translation training: (1) goals of translation training, including two major concepts,
translation problems and translation strategies, (2) the communicative approach
to translation training, (3) task design in translation training, and (4) assessment and

evaluation in translation classrooms.

2.2.1 Goals of translation training

Translation process has been described as a cognitive activity by scholars
in the field of translation studies and translation pedagogy, and the frameworks
proposed include the linguistic and psycholinguistic model (R. Bell, 1991), the
psycholinguistic model (Kiraly, 1995), and the cognitive psychology framework (Wilss,
1996). One of the common traits in these frameworks is the role of problem-solving,
decision-making, and the use of specific translation strategies. Wilss (1996), in

particular, explains translation process in terms of decision-making and choice since
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the translators’ job is to transform an original text into a translated text through the
process of planning, execution, and evaluation to “satisfy both the intention(s) of the
ST author and the expectations of the TT readers” (p. 175). Therefore, one of the
main goals in translation training is to develop students’ strategies in decision-making
and problem-solving (R. Bell, 1991; Fernandez & Zabalbeascoa, 2012a; Gonzalez-
Davies, 2005; Lorscher, 2005; Orozco & Hurtado Albir, 2002; Scott-Tennent et al,,
2000; Wilss, 1996). This notion supports the significance of strategic sub-competence,
a part of procedural knowledge or the ‘know how’ in the model of translation
competence (Fernandez & Zabalbeascoa, 2012a; Galdn-Manas, 2011; PACTE Group,
2003) being investigated in this study.

Therefore, this section aims to explain two main components used in
exploring students’ strategic sub-competence in this study, which are ‘translation
problems’ and ‘translation strategies’, so as to provide the basis for categorizing
explanations on how translation problems are categorized and how to understand

strategies that the students used to resolve the problems.
2.2.1.1 Translation problems

The term ‘translation problem’ has been widely discussed and researched in
translation pedagogy and translation studies. For example, Krings (1986) investigated
translation problems and strategies used by advanced learners of translation and
proposed a model of translation process. Molina and Hurtado Albir (2002) explored
how translation problems can be solved in an attempt to redefine translation
techniques.

In order to explain didactic application of her text analysis model, Nord (1991,
2005) categorizes translation problems and distinguishes the differences between
translation problems and translation difficulties. A translation problem refers to
“an objective (or inter-subjective) transfer task which every translator (irrespective of
their level of competence and of technical working conditions) has to solve during
a particular translation process” whereas a translation difficulty is “subjective and
have to do with the individual translator and the specific working conditions” (p. 166-

167). Based on these two terms, scholars, such as Gile (2009) and Karoly (2012),
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investigated how translation students apply strategies and tactics in their translation
process when they were dealing with translation problems and difficulties found in
a source text.

Nord (2005) further explains that when translation students, especially
at an early stage, are assigned to complete a translation task, specific working
conditions that can interfere with their performances are such as time management
or lack of necessary technical resources. Thus, translation difficulties in this study
were investigated by distinguishing between difficulties that arise from the students’
lack of knowledge and competence, and from their working conditions.

In the present study, the term ‘translation problems’ are classified as (1) text-
related problems, (2) text-related difficulties, and (3) performance-related difficulties.

1) Text-related problems

In this study, the term ‘text-related problem’ refers to objective transfer tasks
every translator has to solve during a translation process. Categories of text-related
problems used in previous research were varied, depending on the purpose and
focus of each study. However, the key categorization widely accepted was proposed
by Nord (2005), which includes pragmatic, convention-related, linguistic, and text-

specific translation problems (Nord, 2005, p. 167). The details are as follows:

1. Pragmatic translation problems arise from contrast between the situation
in which the ST is or was used to and the situation for which the target text is
produced (e.g. the audience-orientation of a text or deictic references to time or
place).

2. Convention-related translation problems arise from the differences in behavior
conventions between the source and the target culture (e.g. text-type conventions,
measurement conventions, and translation conventions)

3. Linguistic translation problems arise from the structural differences between source
and target language (e.g. the translation of the English gerund into German or
German modal particles into Spanish)

4. Text-specific translation problems arise from the particular characteristics of the

source text (e.g. the translation of a play on words)

Orozco and Hurtado Albir (2002) adapted Nord’s categories and used them

as a framework to develop an instrument to measure translation competence
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acquisition. Their categories consist of linguistic, extra-linguistic, transfer, and
pragmatic problems.

In English-Thai translation, Suvannanond (2012) and Unaratana (2005)
proposed detailed categories of text-related problems in English-Thai translation.
Suvannanond (2012) also explains differences of English and Thai grammatical
systems, and categorizes them as (1) the use of word order (such as word order in
a noun phrase and serial verbs); (2) the use of grammatical subjects (such as dummy
subjects in English and omission of subjects in Thai); (3) the use of topic marking
(such as passive voice and cleft sentences in English); and (4) the use of grammatical
marking (such as marking of time, gender, and plurality in English and Thai).

Therefore, in this study, the two main categories of text-relate problems
which are linguistic problems and convention-related problems were adapted from
the descriptions by Nord (2005), and their subcategories were adapted from the
explanations and categorizations of English-Thai translation problems by
Suvannanond (2012) and Unaratana (2005). These categories were used for
classroom practice in Module A (Training session), and in Module B (Collaborative
Translation Project) the students’ abilities to identify and solve the problems in their
translation project were investigated.

2) Text-related difficulties

The term ‘text-related difficulty’ in this study, as part of the term ‘translation
difficulty’ by Nord (2005), refers to subjective transfer tasks each translator has to
solve during a translation process due to their own level of knowledge and
competence.

As explained previously, text-related difficulties are any elements in
translation tasks that individuals view as problematic for them, so there are no
specific categories of text-related difficulties. They can be in the forms of words,
phrases, sentences, or even fragments. Factors that cause text-related difficulties
can be an individual translator’s reading comprehension abilities, knowledge of
specialized subjects or cultural background, sensitivity to the two languages,
competence to write in the target language, and ability to use strategic tools to

resolve problems (Gerding-Salas, 2000).
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Any text-related difficulties that cannot be solved appropriately are
considered ‘translation errors’. Translation errors have been categorized in various
dimensions. Hatim and Mason (1997) explains that classification of errors depends
on the focus of analysis in a particular purpose. Errors at textual levels are such as
register, pragmatic, and semiotic errors, which can lead to linguistic effects (effects on
the main or the secondary part of sentences), semantic effects (effects on the main
or the secondary argument), and pragmatic effects (effects on the sender’s
intention). In EFL learners’ translation classrooms, errors that students made have
been researched for the benefits of pedagogical implications. Karoly (2012)
examined recurring patterns of errors made by Hungarian EFL learners and revealed
that the most frequent errors in English-Hungarian translation were at the lexical
level, followed by the syntactic level and the textual (or lexical and grammatical
cohesion) level respectively. In English-Thai translation, Kiriratnikom (2005) analyzed
Thai EFL students’ translation performance in an experimental study and found out
that the most frequent errors were in vocabulary, tense, noun, article, subject-verb
agreement, assumed to be caused by differences in grammatical structures of both
languages, the students’ wrong interpretation of vocabulary, and their carelessness in
translation.

In this study, text-related difficulties, or problematic elements for individual
students, were identified in their translation drafts and solved by the students, and
then were analyzed and categorized by the researcher in order to examine the
students’ abilities to deal with those difficulties.

3) Performance-related difficulty

The term ‘performance-related difficulty’ in this study refers to subjective
transfer tasks each translator has to solve during a translation process due to their
specific working conditions, such as lack of translation resources or time constraint.
(Nord, 2005)

Like text-related difficulties, performance-related difficulties are subjective.
There are no specific categories of performance-related difficulties as they depend

on individual students’ working conditions and how they view them as difficulties
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that affect their translation process. Working conditions can be more challenging
when students are assigned to work collaboratively in a project.

In this study, performance-related difficulties, or problematic issues related to
the students’ working process, were identified by the students, and then were
analyzed by the researcher in order to observe the students’ abilities to deal with
the performance-related difficulties during their projects.

Since the strategic sub-competence in this study includes both the abilities to
identify and the abilities to solve translation problems. The next part, therefore,
explains definitions and categories of translations strategies or how the problems can

be resolved.
2.2.1.2 Translation strategies

Different terms have been used by scholars in the field to explain the process
of translation, including strategies, procedures, and techniques (Molina & Hurtado
Albir, 2002). One of the most common terms to refer to translation process as
a whole is translation strategies. Krings (1986, p. 268) defines translation strategies as
“potentially conscious plans for solving a translation problem”, and Lorscher (1991,
p. 76) defines it as “a potentially conscious procedure for the solution of a problem
which an individual is faced with when translating a text segment from one language
into another”.

Due to their significant role in translation process, translation strategies have
been categorized by several scholars in translation studies, such as Chesterman
(2000), Molina and Hurtado Albir (2002), Vinay and Darbelnet (1958/1995). However,
a set of strategies most suitable for EFL students in this learning context is the one
proposed by Nida (1964), namely ‘techniques of adjustment’, consisting of additions,
subtractions and alterations. ‘Addition’ is to add some elements in the target text,
for example, when there is a shift in word class or when a message needs to be
conveyed more explicitly. ‘Subtraction’ is omission of some elements from the
source text, for example, to avoid repetitions of words or when grammatical patterns
of the target language do not allow literal transfer. ‘Alteration’ is to change some

elements; for example, when there is a change of word order or when idioms are
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translated. However, it is noted that these techniques are only used when it is
necessary since they are “(not) to justify such a modification of the source-language
message, but to facilitate its reproduction in a different form, and in its fullest and
most accurate sense” (Nida, 1964, p. 226).

In this research, these techniques of adjustment were adapted for classroom
discussion and practice with an objective to raise the students’ awareness that
translators can add, omit, or change some elements from the source text only when
it is necessary. Therefore, these techniques were used as a guideline for discussion,
but the students did not have to explicitly explain which techniques they used.

Apart from the techniques mentioned earlier, previous studies indicate that
strategies students used to resolve translation problems in their collaborative
projects also include face-to-face and online interaction to discuss issues and share
ideas, as well as effective use of research tools (Galdan-Manas, 2011; Mitchell-
Schuitevoerder, 2011; Prieto-Velasco & Fuentes-Luque, 2016).

In sum, the goals of translation training are to promote students’ abilities to
identify translation problems and apply strategies to solve the problems.

In this study, therefore, translation problems were classified into three
categories: text-related problems, text-related difficulties, and performance-related
difficulties. All of the three terms are categorized by adapting the descriptions of
translation competence proposed by Nord (2005). The subcategories of English-Thai
text-related problems were adapted from the work of Suvannanond (2012) and
Unaratana (2005). The strategies to solve text-related problems were adapted from
the techniques of adjustments introduced by Nida (1964). However, there are no
specific subcategories of text-related difficulties and performance-related difficulties,
and no specific subcategories of strategies to solve them since they are subjective,
depending on individual students’ abilities and working conditions.

The next topic discusses the communicative approach to translation training,

one of the main theoretical frameworks in this study.
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2.2.2 Communicative approach in translation training

Among theoretical perspectives from which translation can be studied
such as the linguistic approach, the polysystem approach, and the psycholinguistic/
cognitive approach (Baker, 1998), the communicative/functional approach is the
one that has been widely appreciated and investigated in translation training (Colina,
2003b; Gonzalez-Davies, 2005; Hatim & Mason, 1997; Kiraly, 1995, 2000; Olshanskaya,
2003). In the communicative approach, translation is considered a communicative
activity, the activity that aims at achieving a communicative goal. With this approach,
translation must be guided by a communicative purpose, starting from interpreting
the source text meaning, negotiating it between source and target linguistic and
cultural communities, and expressing it in the target text according to task
specifications, translation conventions, and target language conventions. A target
text, therefore, will be produced for a particular audience with a specific purpose in
a particular place and time, and it has to correspond, to some extent, to the source
text (Colina, 2003b; Hatim & Mason, 1997).

The communicative approach suggests that the goal of translation teaching is
to facilitate the acquisition of translation competence by providing students
opportunities to engage in communicative tasks so that they will be exposed to the
natural process of acquisition. In translation classrooms, what we should develop is
not only linguistic-cultural skills, but also other skills, such as the ability to identify
translation problems and use appropriate strategies to solve them, to research new
topics quickly and efficiently, to justify one’s work when necessary, to negotiate and
collaborate with other translators and subject matter experts to accomplish the task.
All in all, students should be trained to be competent to tackle a variety of
assignments and be confident to perform tasks that are different from those in their
classroom learning (Colina, 2003b; Kiraly, 2000; Mackenzie, 2004).

In the present study, the communicative approach is one of the main
theoretical frameworks that were adopted to develop the conceptual framework of
the study. The next part describes key components of task design that can be

integrated in a translation project in the communicative translation classroom.
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2.2.3 Task design in translation training

Task design is a step in the syllabus design process. Kelly (2012) explains that
the process starts from analyzing social and market needs in the institutional and
social context of the training. Then, objectives and intended outcome will be
specified using inputs from professional sectors, society, and academic disciplines
involved. After that, the profile and the needs of the students will be identified so
that the overall course content and structure can be designed and sequenced.
Resources will be explored and obtained. At this stage, teaching and learning
activities will be designed to achieve the intended learning outcomes. The activities
and tasks also need to be sequenced and coordinated with each other and with the
assessment activities. Course evaluation instruments will be designed. After the
implementation, the quality will be reviewed for further improvement.

In the present study, this curricular design process was adapted to design the
CLPM. Al the relevant factors were analyzed, and all the key elements in each step
were identify and designed accordingly so that the proposed learning module can be
effectively used to enhance Thai EFL learners’ strategic sub-competence in the
particular social and institutional context (See details in 3.2.2). The illustration of all

these steps is presented in Figure 3.
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Figure 3 Curricular design process (Kelly, 2012, p. 3)

Research-based methodology can benefit the process of task design. For
example, if empirical findings revealed that students tend to do the translation by
paying attention to linguistic elements of the two languages without considering
related contexts, what needs to be focused is the notion of communicative
translation. Then, teaching methods, activities, and classroom implementation
should aim at providing translation tasks with various communicative requirements
(Colina, 2003a).

Scholars and researchers in the field emphasize that classroom activities
should enhance skills necessary for preparing students to carry out different

translation performance. Assigned tasks should be the ones students are likely to
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encounter in their professional life, for example peer-editing, translating with the
help of parallel texts, exchanging internet resources to solve specific problems,
building glossary from the texts used in the classroom (Gonzalez-Davies, 2005).
Tasks should be designed for students to use their skills in real or simulated
situations. Students can work in a small group, alternating roles as terminologists,
translators, or revisers, or they can work with longer texts where co-ordination of
terminology, register, layout, etc. is needed. It is also suggested that the teacher
should start with familiar text types such as travel brochures and go on to more
complex situations. Project work can be employed as it involves teamwork between
translators working on the same text (Mackenzie, 2004). To maximize authenticity,
Kiraly (2000) proposed a model translation project, according to the social
constructivist approach, in the form of a collaborative translation project. It is an
authentic whole-group collaborative translation project for a course or a course
module for students in translation programs. In this model, students work
collaboratively in small learning groups, with the teacher’s job to support groups’
efforts. The tasks included are analysis of assisnments, editing and proofreading,
paraphrasing translation for gist, using parallel texts, as well as doing library and
internet search. A number of translation educators, such as Colina (2003b), J.
Johnson (2003), Kelly (2012), and Rico (2010), suggest that portfolio keeping can be
assigned as a task to emphasize the act of translation as a process, as well as the
importance of global considerations, self-revision, and feedback.

Selecting texts for translation tasks is another key element in task design
which requires careful attention. There should be continuity in the subject matter
over a period of time so that the class can concentrate on specific aspects of the
translation process. The text types selected should correspond to the students’
future professional situations. The difficulty of the text, textual conventions, textual
function, and subject matters should suit the stages of their learning and their
experiences. The text should also allow students to do documentary and
terminological research. Moreover, the text should have a combination of written
texts and images, which can facilitate or cause some limitations on the translation.

Some original texts containing outdated conventions or numerous errors might not
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be suitable for students in their early stage of learning. Appropriate text selection
will help promote students’ self-confidence at each stage of learning (Kelly, 2000).
Effective task design requires meaningful learning activities, and three sources
of inputs necessary for facilitating students’ learning when performing translation
tasks are the students themselves, their peers, and the teacher. The following
section explains principles and practice of self-monitoring, peer-review, and teacher’s
feedback, in terms of reflection, self-revision, peer editing, peer assessment, and

feedback from the teacher.

2.2.3.1 Self-monitoring
Self-monitoring is an activity that should be included in translation practice.
Self-monitoring can be in the forms of reflection and self-revision.

1) Reflection

Reflection is important in learning process in both language learning and
translation learning as it provides opportunities for students to think what learning
means to them by recording what they have learned, how they have learned it, what
worked and what did not work so it helps increase their self-awareness and self-
regulation (Barkley, Cross, & Major, 2005; Chappuis, Stiggins, Chappuis, & Arter, 2012,
Colina, 2003b). Reflection, sometimes called a ‘learning diary’ (Rico, 2010) or a
‘journal’ (Barkley et al., 2005), is usually used to accompany artifacts in projects or
learning portfolios to make students’ learning experiences more meaningful
(Chappuis et al., 2012).

In translation training, reflection can be used to elicit information on
students’ development of translation competence. Fox (2000) and Rico (2010)
reported that the diaries were used to keep a record of how students went about
their translations, what problems they had found, how they had solved their
problems, and what the reasoning was behind the decisions made for producing the
final texts. Fox (2000) asserted that the students also developed their translation
competence, such as the ability to analyze and comprehend the source text
effectively, to understand the demand of the translation task, to produce text that

meet target reader expectation, and to resolve problems related to cross-cultural
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transfer. Also, they gained self-confidence in the decision-making process involved
in translation. Mitchell-Schuitevoerder (2011) suggests that with the use of
technology, blogs can be used as a platform for reflection where meaningful
interaction and critical thinking are enhanced and shared among classmate.
Moreover, for instructional purposes, students’ reflection can be used as a decision
for the adjustment of learning activities in the following classes (H. Li, 2006).

Scholars in translation training, such as Calvo (2015), J. Johnson (2003), Kelly
(2012), and Rico (2010), as well as others from different fields of education, such as
Niguidula, Ring, and Davis (2005) and Salkind (2013), have appreciated the value of
reflection as an artifact to be included in learning portfolios. Reflection represents
the students’ abilities to think critically. As a keystone of learning portfolios,
reflection demonstrates that the students “know how they know rather than what
they know” (Niguidula et al, 2005, p. 4), and when the students reflect on what they
are learning and how they are learning, their work is more meaningful.

2) Self-revision

Revision of one’s own work is a necessary step in a process of any writing,
and it is used as a means to improve students’ writing skills in the writing classroom
(Richards, 2010). Revising writing drafts encourages students to make a closer
investigation of their own work in order to revise it for a better quality. During the
stage of revision, confusing ideas or sentences can be revised so that all the main
points and supporting details can be made clearer. Also, mistakes in grammar and
other language use can be eliminated (PurdueOWL, 2013).

In translation, self-revision needs to be included since it is a skill necessary for
both student translators and professional translators (Fernandez & Zabalbeascoa,
2012a; Galan-Manas, 2016; Mossop, 2007). When self-revision is implemented as
a classroom activity, self-editing and self-assessment can be performed as a single
task, but sometimes they are integrated as self-revision.

In self-editing process, only scanning or spot-checking is not sufficient. Self-
editing can be performed by using a comparative re-reading of the translation draft,

but if not practical, students can reread the entire translation before starting the
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revision. The parameter used in self-editing can be adapted for the use of peer-
editing as well (Mossop, 2007).

Self-assessment is normally performed as a tool that aids learning systems
rather than as part of course grades. Self-assessment is sometimes incorporated with
self-reflection at different stages of learning by using different tools, such as
portfolios during the drafting stage (Federici, 2010; Galan-Manas, 2016), or at the end
of the translation project using a self-evaluation form (Galan-Manas, 2011) or

metacognitive questionnaires (Fernandez & Zabalbeascoa, 2012a).
2.2.3.2 Peer review

Peer review is an alternative learning activity involving peer editing and peer
assessment. It can be effectively used in various settings, including writing and
translation classrooms. Peer review provides students with opportunities to get
feedback on their work and to practice different skills necessary for language
learning (Lundstorm & Baker, 2009). In translation classrooms, peer editing and
peer assessment are recognized as productive activities because students can learn
to give feedback, respond to feedback, and importantly, apply what they learned
from the process to their own translation.

1) Peer editing

In peer editing, students work in pairs, in groups, or as a class to critically

review other’s pieces of writing and provide editorial feedback. Peer editing in
language classrooms can benefit individual students as student writers and student
editors. As the writers of the papers, the editing process provides them constructive
criticism that can be used to improve their paper. In turn, when the students read
their peers’ papers, important writing skills that are used to edit other’s papers can
be applied for their own writing. More importantly, peer editing is a form of
collaborative learning that engages all the students and enhances meaningful
learning experiences (Barkley et al., 2005; Berg, 1999; Byrd, 2003; K. Chong, 2010; N.
Diab, 2010; N. Diab, 2011; Jesnek, 2011; Lundstorm & Baker, 2009).
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Giving feedback is also a key element in peer editing. Feedback can be
provided in verbal or written forms. Also, the feedback given can be as a one-way or
two-way communication (Barkley et al., 2005).

When peer editing is first introduced to the classroom, students may not be
comfortable critiquing each other’s writing and may be reluctant to judge others, so
to promote substantive and constructive feedback, the teacher has to make sure
students clearly understand the purposes and the process of peer editing. The lists
of responsibilities as writers and editors should be elaborated and discussed in class.
After peer editing, it is also a good idea to have students reflect on the process,
consider how well they worked together and what actions they will take in the next
peer-editing situation. Also, they should be encouraged to thank each other for the
help and congratulate each other upon completion (Barkley et al., 2005; Byrd, 2003).

In translation classrooms, peer editing is also necessary as it is what students
tend to encounter in a professional setting, and during the process, students will
learn to focus on unnoticed translation problems due to processing or attention
limitation (Colina, 2003b).

One of the most practical parameters to be used in peer editing was
proposed by Mossop (2007). All translation problems are classified into four
categories: problems of meaning transfer, problems of content, problems of language
and style, and problems of physical presentation. All the parameters include
accuracy, completeness, logic, facts, smoothness, tailoring, sub-language, idiom,
mechanics, layout, typography, and organization. The degree of revision can vary,
depending on types of texts and particular working contexts, such as how the text is
going to be used, who is going to be the readers, and the factor of time limitation.
These parameters can be used in the process of self-revision, peer assessment, and
teacher’s assessment.

2) Peer assessment

Peer assessment is a form of activity for students to consider and specify
quality of their peers’ work or performance. In language classrooms, products or
outputs being assessed can be writing assignments, portfolios, or oral presentations.

The assessment can be either formative or summative, but normally peer
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assessment is formative with the goals to help students identify their strengths and
weaknesses, to target areas for remedial action, and to develop their learning skills.
Students performing peer assessment tasks will benefit in different aspects.
Feedback from peers can be useful inputs for student writers to revise their work,
and it can bring about cognitive and metacognitive gains because the process
involves intelligent questioning, and identifying and analyzing errors and
misconceptions. Students also get to increase reflection and generalization to new
situations, which will promote self-assessment and greater metacognitive self-
awareness. Importantly, learning engagement will be enhanced. Students will be
more engaged when they are involved in the assessment process, both as an
assessor and assessee. They will also be more interactive when the two parties
meet to provide and respond to feedback from the evaluation. They can be
allowed to exchange and negotiate ideas about the work being assessed. However,
it is noted that the purpose, the methods, the assessment scheme must be
communicated to the students, and demonstration and practice must be provided
before the implementation of the assessment so that both the assessor and the
assessee understand their roles and fully benefit from it (Topping, 2009).

In translation classrooms, peer assessment is also very important because the
assessment process can develop students’ translation competence by enhancing
their self-awareness. More importantly, assessment by peers can help simulate the
real-world working contexts in which translations will be assessed by others. While
participating in the peer assessment process, students can learn to how to receive
and respond to feedback by others, as well as to justify their work, which is one of
the skills needed for translation. Collaboration among students can also promote

social interaction and engage them in their learning (Kiraly, 2000).
2.2.3.3 Teacher’s feedback

Feedback refers to the information on how successfully a task has been or is
being done (Sadler, 1989). According to Butler and McMunn (2006), quality feedback
must be accurate, precise, and selective. Such feedback can reflect a valid

observation on students’ specific behaviors, not merely vague comments or
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generalizations. Thus, feedback from the teacher needs to be clear, easily
understood, and given at appropriate time because it will be useful only when
students can learn their strengths and weaknesses from it, and use it as a guideline
for improving their performance. Effective and timely feedback can promote
learning as it involves students in the process of deciding what the next steps
should be (Harlen, 2006).

In the communicative approach to translation training, productive feedback is
crucial for effective assessment (Kelly, 2012). It is not encouraging for students
when the teacher gives feedback on their work by providing a long list of error types
or counting errors using quantitative statements, partly because some errors may be
accidental and it is also difficult to understand how to improve their work. Thus,
the focus of teacher’s feedback is not how many mistakes the students made, but
what problem areas they need to work on. The teacher should also come up with
terms to refer to each problem area to make the feedback useful and
comprehensible (Mossop, 2007).

In translation classrooms, especially when collaborative projects are assigned
to the students, one of the teacher’s roles as a facilitator is providing timely
feedback. Galan-Manas (2011) asserts that systematic and continual feedback on
the assigned tasks is crucial since the students can learn from their mistakes, deal
with the difficulties at the current stage, and develop their skills to perform better in
the next stage of their projects. For instance, more useful resources can be
introduced to the students (Karoly, 2012), or some translation tasks can be designed
based on the students’ latest mistakes (D. Li, 2006).

In the present study, reflection, self-revision, peer-editing, peer-assessment,
and the teacher’ feedback were integrated into the developed collaborative
translation project for the EFL learners. The next section explains how assessment

and evaluation be can included in the communicative translation teaching approach.

2.2.4 Assessment and evaluation in translation classrooms

Designing an assessment and evaluation procedure is an important step to

ensure quality translation pedagogy (Colina, 2003b). Careful considerations need to



49

be made before developing an appropriate assessment scheme for a particular
classroom context.

This section provides an overview of possible assessment, evaluation, and
feedback methods in classroom learning, particularly in communicative translation
classrooms, and the rationale for selecting appropriate methods for the CLPM in this

study will be explained.
2.2.4.1 Formative and summative assessment

According to Sadler (1989, p. 120), formative assessment focuses on “how
judgments about the quality of student responses (performance, pieces, or works)
can be used to shape and improve students’ competence” whereas summative
assessment is “summing up or summarizing the achievement status of a student,
and is geared towards reporting at the end of a course of study especially for
purposes of certification”. The two forms of assessment are distinguished by their
instructional purposes. Formative assessment aims at assessing students’ progress to
provide data as a guideline for the following steps of teaching-learning activities. The
results may or may not be used to determine final grades. Summative assessment
focuses on assessing students’ achievement at the end of an instructional segment
or program to see if the learning objectives have been met, and its results are
reported as a part of final grades (Banks, 2005).

In the communicative translation teaching approach, the object of
assessment should be translator skills, not the products of translation. Formative
assessment is, therefore, very important because the feedback provided becomes
part of the learning process which can improve students’ translation skills (Colina,
2003b; Hatim & Mason, 1997; Kelly, 2012).

Although formative assessment is ideal for developing students’ translation
competence, in most translation courses at tertiary education, both formative and
summative assessment are required since teachers need to assign grades to students
to see if they could pass the course. However, summative assessment can be
implemented more effectively when being assigned a formative role. For example,

exams can be marked and returned to the students with comments on how to



improve it. Moreover, translation exams, when being well-designed in accordance
with course objectives and other learning activities, can be meaningful learning
experience since it will promote the acquisition of translation skills, not only to
demonstrate students’ linguistic knowledge (Kelly, 2012).

Harlen (2006) explains that formative and summative assessment can be
effectively used in different forms and purposes by adding the notion of formality
(i.e. informal and formal). As a result, there are informal and formal formative
assessments, as well as informal and formal summative assessments. Formative
assessment can be informal when class work is assessed by both students and the
teacher, and its result is used as feedback for them to know what the next steps in
learning should be. For example, students are assigned to do reciprocal editing of

their writing drafts before submitting to the teacher for reference. Formative
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assessment can be more formal when the teacher is the one who assesses students’

performance, aiming to get feedback for the next steps in teaching. For example,
a pop quiz is conducted and marked by the teacher. Summative assessment is
formal when a separate task of test, such as the final examination, is developed to
assess an individual student’s achievement, and its results are recorded officially in
students’ grade reports. However, summative assessment can be informal when it
aims at monitoring students’ progress against the teaching plans. For example,
students present a draft of their group project so that the teacher can check their
work progress against the plan. The summary of each dimension is illustrated in

Table 1.
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Table 1 A Possible dimension of assessment purposes and practices

(Harlen, 2006, p. 114)

Formative Summative
Informal Formal Informal Formal
formative formative summative summative

Major What are the next steps in What has been achieved
focus learning? to date?
To inform next  To inform next To monitor To record
Purpose
steps in steps in progress against  achievements
learning teaching plans of individuals

Collection Introduced into  Introduced into

As normal part Separate task of
of normal class normal class
of class work test
evidence work work
Student and
Basis of Student Criterion Criterion
criterion
judgment referenced referenced referenced
referenced
Students and Teacher or
Judged by Teacher Teacher
teacher external marker
Report to
Feedback to
Action Feedback into Feedback into students,
students and
taken teaching plans teaching plans parents, other
teacher
teachers, etc.
Assessment for Assessment of
Epithet Matching Dip stick

learning

learning

From the table above, it is clearly shown that assessment can be conducted

in different forms, depending on the purpose of a particular context. However, it is

necessary that students be trained how to assess and evaluate the quality of their

own work, especially during the process of their production, since they can learn

best by understanding the goals and assessing what they need to do to reach it

(Sadler, 1989).

For instance, an integration of self-monitoring and peer-review in
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the learning process can engage them both in the context of language teaching
(Lundstorm & Baker, 2009) and translation training (Kiraly, 2000) as previously

discussed in the section of task design in translation training.
2.2.4.2 Norm-reference and Criterion-reference measurement

There are two approaches to measure students’ performance: norm-
referenced and criterion-referenced measurement. Norm-referenced measurement
assesses translation ability by comparing it to a norm, so each score is seen in the
light of other scores. Since students’ ability is compared to others in the class, this
approach is criticized as being inappropriately competitive and discouraging for
average or low achieving students. On the contrary, the other approach, criterion-
referenced measurement, evaluates translation products and skills according to
established criterion, or descriptions of performance at a given level. Therefore,
performance goals can be set for individual learners, and they can reach an expected
goal at their own rate. The criterion-referenced measurement is said to be more
effective in classroom assessment since it promotes students’ motivation and their
attempt for their own best rather than against other learners (Colina, 2003b; Hatim &

Mason, 1997; Kiraly, 2000; McNamara, 2000).
2.2.4.3 Point-deduction and rubric scoring

In translation pedasgogy, two scoring systems are commonly used: the point-
deduction and the rubric scoring. In the point-deducting system, number of errors
will be counted and the scores are deducted accordingly. Point-deducting or error
deducting is widely used in translation teaching programs, but it is sometimes
difficult to classify errors that actually appear in translated texts. Also, this system
suggests that there are absolute answers to the item tested (Colina, 2003b) while the
communicative translation approach promotes non-binary evaluation method since
translation solutions should be viewed as more or less appropriate for the purpose
of translation, not just right or wrong (Pym, 1992). In some cases, students are
reluctant to make their own translation choice and tend to adhere to the source text

for fear of losing points (Kim, 2009) since points are deducted when there is an error,



53

but no points are awarded even when excellent choices are made in solving difficult
problems.

On the contrary, rubric scoring system scores all the elements relevant to the

test. A set of criteria with scales is developed, and each scale has level descriptors
which describe performances that illustrate competence at a particular level.
A rubric can have a scale that runs from 1-3, or from 1-6, or any other sets that are
meaningful for the organization developing the test (Angelelli, 2009; McNamara,
2000).

2.2.4.4 Holistic and analytic rating

In rubric scoring, rating of a student’s performance can be conducted either
in holistic or analytic. Holistic rating in translation assesses the overall quality of the
translation work or the level of translation skills in a single score and/or description,
and a holistic rubric is used to provide descriptions of different levels of overall
performance, so it corresponds to global judgments and efficient in assigning grades.
On the contrary, in analytic rating, or sometimes called ‘componential rating’,
an individual skill is separately graded and the scores are added to obtain a final
evaluation. Analytic rating requires separate rating scales (such as, excellent, good,
fair, or poor) or scaled frequency judgments (such as, always, frequently, sometimes,
or never) for each aspect assessed. Analytic rubrics provide more specific feedback
about students’ strengths and weaknesses of their performance, especially when
descriptions of characteristics or quality of performance are well-developed (Colina,
2003b; Hatim & Mason, 1997; McNamara, 2000; Miller, Linn, & Gronlund, 2009). Due
to the multicomponential nature of translation competence, analytic rating is
believed to be more appropriate for evaluating students’ translation skills in
translation classrooms (Colina, 2003b).

Therefore, communicative translation teaching can benefit most from the use
of analytic scoring criteria since each translation sub-competence is given a separate
score, and the final grade is the result of adding the partial scores from each of the
categories. Also, analytic scoring criteria can be adapted to different goals and

situations by varying the weight assigned to each category (Colina, 2003b). In order
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to develop an effective translation assessment scheme for a particular learning
context, a working definition and description of translation competence needs to be
established first. Then, teaching and testing materials can be designed on the basis
of such description (Angelelli, 2009; Colina, 2003b).

In the present study, therefore, the assessment scheme of the CLPM
comprises different forms of formative assessment to provide feedback for the
students during the process of translation and also summative assessment to
evaluate their performance at the end of the CLPM. However, it is noted that the
criterion-reference measurement was selected to design analytic scoring rubrics for

giving feedback on the students’ translation assisnments and tests.
2.2.4.5 Development of translation tests

Hatim and Mason (1997) assert that, in translation classrooms, assessment
should be designed on the basis of learning objectives, and the aim is not translation
quality assessment, but translator performance assessment. What constitutes an
important translator skill is “the ability to handle tasks specification and audience
design” (p. 204). Therefore, in order to increase the reliability of the measurement,
translation teachers should develop tests to measure discrete skills, such as ability to
infer or to handle idiolect.

It is further explained that a set of translation abilities has three dimensions:
source text processing skills, transfer skills, and target text processing skills. Some of
the activities in these dimensions can overlap or happen concurrently since these
skills interact with each other. For example, fulfilling of the rhetorical purpose is
categorized under the transfer skills, but the rhetorical purpose is determined during
the source text processing, and it, in turn, determines target text processing.
Importantly, when a test is developed in classroom settings, test specifications must
be clearly planned and a marking scheme will determine the weighting for the
measurement of particular skills (Hatim & Mason, 1997).

In conclusion, this part of the literature review has explained the overview of
translation training by focusing on its goals, task design, as well as assessment and

evaluation in the communicative approach to translation training.
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The next part explores a learning approach which can be well-integrated with
the communicative approach to translation training, which is the collaborative
project-based learning approach, since they share some common values in the
development of students’ translation competence. Relevant theoretical concepts,
approaches, and pedagogical methods will be reviewed, with an objective to set
a framework for the development of a collaborative project-based learning module
for enhancing EFL learners’ strategic sub-competence in their translation classroom

context.
2.3 Collaborative project-based learning

Collaborative project-based learning is a combination of two main
approaches, collaborative learning and project-based learning, with the underlying
theory of social constructivism. This part of the literature elucidates each element in
the collaborative project-based learning approach and reviews studies implementing

this approach, with the main focus on translation classroom learning contexts.

2.3.1 Social constructivist approach and translation training

Scholars in the field of translation studies and translation pedagogy have
confirmed that social constructivist approach suits most in translation classrooms
(J. Johnson, 2003; Kiraly, 2000, 2003; Pym, 2011; Rico, 2010). The theory of social
constructivism by Lev Vygotsky (1896-1934), dating back from the 1920s and 1930s
and becoming available in the West in the 1970s, underscores socio-cultural
characteristics of learning in students’ development and their interaction to clarify
their thoughts and co-construct knowledge, with a facilitator role of the teacher
(Bartlett & Burton, 2012; Bennett & O'Brien, 2008). Translation pedagogy is one of the
educational fields that has embraced this theory into their classrooms. Kiraly (2000),
a key figure who integrates the social constructivist approach into translation training,
notes that an individual student “creates or constructs meanings and knowledge”
(p. 4) through participation in social interaction, and collaboration among students
will empower them to be active learners who are willing to collaborate with others

in their own learning. Pym (2011) asserts that the teacher is a facilitator who
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provides a space for students to learn from the stage of identifying their learning
objectives to the stage of evaluating their learning activities. This approach is
process-oriented and student-centered since it emphasizes the development of
students’ thinking process and problem-solving skills, involving students in the
learning process from the planning to the assessment stages (Banks, 2005).
Collaborative learning and project-based learning are the two prominent
learning approaches under the social constructivism since both approaches believe
in empowering students through collaboration and construction of meanings in their

learning process.

2.3.2 Collaborative learning

Collaborative learning, a learning approach which is in line with the theory of
social constructivism, has been valued among educators who believe in empowering
students through social interaction and group process. This part provides a detailed
description of collaborative learning, in comparison with its related term ‘cooperative
learning’” and explores how collaborative learning can be implemented in language

classrooms and translation training contexts.
2.3.2.1 Description of collaborative learning

The term ‘collaborative learning’ is sometimes used interchangeably with the
term ‘cooperative learning’ since the two approaches are based on constructivism
(Barkley et al., 2005; Panitz, 1997). While some educators such as D. Johnson and F.
Johnson (2003, p. 488) explain about students working together “to complete
a shared goal” and “to maximize their own and each other’s learning” using the
term ‘cooperative learning’, some prefer to distinguish between the two terms.
Bruffee (1995), for example, clearly distinguishes between the two terms by
explaining that the two approaches are developed to help students learn to work
together independently but collaborative learning is developed for teaching
students in higher education levels, aiming to train them to work together more
effectively and efficiently on particular issues while cooperative learning is

developed for primary school education, with a focus on social integration, aiming to
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enhance group work among younger students. Therefore, in cooperative learning,
teachers have more controls over their sroup work, for example, teachers will assign
social roles for students and monitor their group work closely to make sure that they
fully and equally participate. On the contrary, in collaborative learning group, group
management belongs to students’ decision, with the least treatment by teachers.

In shifting the authority from the teacher to the students, students are allowed to
negotiate group process among themselves and learn to work together in solving
problems in their group work (Barkley et al., 2005). Students in collaborative
learning are also encouraged to construct knowledge socially in small groups and
then test the knowledge in a larger community of the class as a whole and with the
teacher (Donnelly & Fitzmaurice, 2005). The goal of collaborative learning is to
develop students to be more autonomous, as well as socially and intellectually
mature. Panitz (1997) differentiates the two approaches by highlighting that
cooperative learning is more directive, more structured and more controlled by the
teacher while collaborative learning is more student-centered since students are
given more responsibilities in sharing the authority and contribution in their group

process.
2.3.2.2 Implementation of collaborative learning

Nunan (1992) supports collaborative language learning, emphasizing that
learning is a social, as well as psychological, process. In language classrooms,
collaboration among students can enhance their learning capacity as this approach
increases their awareness about language, about themselves, and about learning
so both communicative and meta-communicative skills can be developed.
Collaborative learning in language classrooms in tertiary education can be employed
in different contexts for different purposes, focusing on specific skills or being in
a form of projects. For example, a collaborative writing task can be assigned to small
groups of students to work together on producing a written text. This task provides
opportunities for language learning, reflective thinking, learning awareness, a greater

understanding of audience, and group interaction (Murray, 1992; Storch, 2011).
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In translation training, Kiraly (2000, 2001, 2003, 2005) confirms that
collaborative learning, with the underlying concept of social constructivism, is the
most effective approach in translation classrooms, where students could learn best
by interacting with each other to construct knowledge, and the teacher, as a
facilitator, provide them appropriate learning environments so that they can benefit
most in their learning process.

However, like other learning contexts, collaborative learning in translation
classrooms does not develop only by assigning students to work together in a team.
Students need to be aware of its importance and benefits to achieve in their
teamwork. A research study on the acquisition of interpersonal competence through
collaborative learning of undergraduate students during the first stages of translation
training in Spain by Barros (2011) revealed that 45.5% of the students were aware of
the importance of interpersonal competence and preferred to combine individual
work with teamwork, but 85.9% had never received any training on teamwork.
Additionally, when the students were asked about advantages of collaborative
learning, 96.9% of the students perceived a number of advantages of teamwork, but
100% of them mentioned its disadvantages. The researcher, therefore, pointed out
that students need some training to fully understand its principles, benefits, and their
roles as a member of a team in order to be able to work collaboratively. Also well-
structured support and follow-up by the teachers are necessary for the success of
collaborative learning.

Collaborative learning in the context of translation training is usually
integrated with the project-based learning approach (Kiraly, 2001, 2005; Mitchell-
Schuitevoerder, 2011) since the two approaches can be effectively combined to

empower students through their learning process.

2.3.3 Project-based learning

Project-based learning has been implemented in a variety of learning
environments. This section provides a description of the approach, characteristics
of project work, and the implementation of project-based learning in different

classroom contexts.
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2.3.3.1 Description of project-based learning

Project-based learning is an approach that offers students authority and full
responsibility in their learning to pursue knowledge, starting from designing their own
inquiry, planning, organizing the process, implementing strategies, and presenting
their end product. This approach is learner-centered since it requires students’
involvement throughout the whole process, with the teacher as a facilitator or a
coordinator. Project-based learning can be individual, but usually it is implemented
with the cooperative or collaborative learning approach. When the two approaches
are combined, students work in groups by collaborating in authentic, real-world tasks
for an extended period of time. Within the higher education context, in which
students are more mature, students are given more authority and responsibilities in
their group project. Therefore, to accomplish the project, sroup members must be
fully and actively engaged, and their motivation and commitment will determine the
success of the project. Nevertheless, implementing the project-based learning
approach can be challenging if teachers and students do not have a full
understanding of its underlying principles and their own roles in this teaching-learning
paradigm (S. Bell, 2010; Blumenfield et al., 1991; Donnelly & Fitzmaurice, 2005; Fried-
Booth, 2002; Grant, 2002).

2.3.3.2 Characteristics of project work

Project work in the field of education was originated from the influence of
the communicative approach at the beginning of the 1980s (Fried-Booth, 2002).
In project-based learning, the end-product drives the whole learning process: the
planning, the production, and the evaluation process. Projects can vary in scope,
timeframe, and the level of technology involved, so they are adaptable to different
types of learners and learning situations. Projects include a guiding question or
problem that leads to activities and a series of artifacts that lead to a final product.
Students can be responsible for creating the questions of their interest, or the
teacher can prepare them, but the guiding questions should be interesting and
meaningful to the students so as to motivate and engage them in their learning,

as well as to promote a deep level of understanding of the course content or to
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enhance the skills needed. The tasks should be authentic and simulate professional
situations so that these learning experiences can bridge the gap between classroom
learning and real-life experience. The end-product or the artifacts can also be
shared and critiqued so it allows students to provide feedback and reflect on the
knowledge and revise their work (Blumenfield et al.,, 1991; Donnelly & Fitzmaurice,
2005; Fried-Booth, 2002)

Donnelly and Fitzmaurice (2005) proposed a diagram of main stages involved
in doing a project. It starts from the planning stage where students read the project
brief and discuss within their groups to make sure they understand what the project
requires. The researching stage consists of allocating work responsibilities, and also
locating and collecting information. Then the first draft will be written by
synthesizing individual elements into a coherent piece of work. The following step is
the rewriting in which members revise and edit their own work before the last stage,

submitting the project. The diagram is illustrated in Figure 4.

Planning

W

Researching

v

First draft
v
Rewriting
v

Submitting the project

Figure 4 Main stages in doing a project (Donnelly & Fitzmaurice, 2005, p. 92)

The key element of project work is not the end-product, but the process to
achieve it, so project work usually has a timeline and milestones to keep tracks of

each step. In some projects, a storage system that is well-organized, easily
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accessible, and clearly indexed, is needed to collect information, retrieve it, and
share it with others (Fried-Booth, 2002). Blumenfield et al. (1991) elaborate how
technology can enhance motivation and support students’ learning in their project
work. Technology offers access to a variety of realistic information for students to
form guiding problems or research questions of their interests and levels. In
researching process, apart from getting authentic and up-to-date data, their
understanding can be enhanced by multimodal forms of information, such as graphs
or videos. Technology can also be introduced to provide strategic support for their
project, such as managing data, monitoring work progress, and communicating among
group members and the teacher. At the final stage of the project, technology can be
included to produce and present their end product in various forms of artifacts.

In terms of assessment and evaluation, project work requires formative
assessment as the project proceeds (Donnelly & Fitzmaurice, 2005), so portfolios are
recommended because all the artifacts collected can be evidenced for the
performance-based assessment, and scoring rubrics should be developed for the
assessment process (Grant, 2002).

The following topic explains how projects can be implemented in the
contexts of language learning and translation training and provides a guideline for

developing a collaborative project-based learning module for Thai EFL students.
2.3.3.3 Implementation of project-based learning

Project-based learning can be implemented to enhance both language skills
and other skills necessary for professionals, such as interpersonal, collaborative,
critical thinking, and leadership skills (Musa, Mufti, Latiff, & Amin, 2011). In language
classrooms, project-based learning was reported to improve students’
communicative skills, learning strategies, and self-confidence (Shokri, 2010). Project-
based learning was implemented as a project across English skill-based courses,
speaking, reading, and writing, in a first-year English major curriculum, and it was
found that the students’ English proficiency were significantly improved and they
enjoyed their study (Kraus, 2009). Project-based learning can also be applied for

younger groups of learners as well (Mikulec & Miller, 2011). All in all, it is obvious
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that in project-based learning the skills practiced are integrated, not isolated, and all
the skills practiced outside classrooms can enhance students’ learning motivation
since the learning activities are more authentic and more challenging (Musa et al,,
2011).

Similar to language learning contexts, the project-based learning approach has
been appreciated in translation classrooms due to its power to develop students’
translation competence and engage them in the whole process of learning.

In an undergraduate translation program in Spain, Galan-Manas (2011)
implemented a project in an introductory course to scientific-technical translation,
with an objective to provide students with necessary competence to work in
professional settings after graduation. The project involved students in real-world
tasks. The source texts, which were articles in six issues of a technical magazine and
two technical specification documents on robotic machinery, were provided by
a foreign multinational robotics company. This project consisted of three phases:

(1) planning, setting up groups and assigning tasks; (2) working on the project, and

(3) assessing the project. The whole class collaborated in the same project, but the
work was divided into different parts for small groups of 4-5. In the planning stage,
the text was assessed and distributed to each student. Work responsibility in each
group included documenting, searching for terminology, translating, proofreading, and
being a project manager. In the second stage, students worked in their own time.
Some class time was allowed for discussions among groups and the final
presentation. In the presentation, each group explained their work procedures and
how they solved problems, both translation-related and group dynamic-related. In
the assessment stage, students did self-evaluation, co-evaluation of group members,
co-evaluation across groups, and an individual final report explaining and analyzing
their work such as the work organization, problems, and strategies to solve problems.
Despite some difficulties in team working and some complaints about workload
during the semester, at the end students gave positive feedback on the continual
work assessment, their abilities to work autonomously as individuals and as a group,
and they also enjoyed performing different tasks that prepared them for the

professional world. The research also revealed that students performed better and
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developed their degree-specific competencies, such as documenting, researching,
translating and proofing, and general competence, including cooperating,
communicating, planning, and organizing. As individual learners, they were highly
motivated and demonstrated great commitment in performing the task.

In addition, Galan-Manas (2011) provided some interesting recommendations
that could be applied to the use of project-based learning in translation classrooms.
First of all, careful planning for assessment and feedback is crucial. Assessment
scales should be created for all the tasks, graded or non-graded, and assessment
criteria should be incorporated to ensure continuous self-assessment of the drafts
produced by groups. Also, to facilitate students with the collaboration, detailed
steps of each phase of the project and deadline schedules should be specified as
guidance for students. Before implementing the project, working on a shorter project
would train students to work and share tasks. This project cast light on the
importance of systematic support from the teacher, especially to a group of students
who have little experience with long-term project work or in translation.

Other translation projects (Kiraly, 2001, 2005; Mitchell-Schuitevoerder, 2011)
will be reviewed in the next section as they were conducted by incorporating project
work with the concept of collaborative learning, a learning approach beneficial for

learners in tertiary education .

2.3.4 Collaborative project-based learning

Collaborative project-based approach draws from a variety of educational
theories and instructional practices, such as collaborative learning, project-based
learning, and active learning (Ward & Tiessen, 1997). This section provides

a description of the approach and its implementation in translation classrooms.
2.3.4.1 Description of collaborative project-based learning

Collaborative project-based learning has been implemented in a variety of
learning contexts in higher education since its student-centered approach promotes
ability of critical thinking, problem-solving, and team-working during the process of

self-directed learning. The entire process of this approach should be authentic,
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based on real-world tasks, in order to bridge the gap between classroom learning
and the professional world (Donnelly & Fitzmaurice, 2005). In a language learning
context, for instance, a collaborative research project can be assigned so that
students will use English in authentic activities and get to practice different learning
skills such as creative thinking skills, social skills, research skills, computer skills, and
presentation skills (J. Johnson, 2004).

In carrying out a collaborative project, students are required to work together
and use their own ideas to accomplish the tasks, so this approach is a means to
develop their ability to organize their own work plans. The focus of this approach is
on the encouragement of students’ initiative, self-directiveness, and independence
(Donnelly & Fitzmaurice, 2005). Moreover, through collaboration, students with
mixed ability can contribute their own efforts to the accomplishment of the project
so this type of learning can boost students’ self-esteem by allowing them to
contribute skills, talents, and creativity (Fried-Booth, 2002).

Teachers as facilitators and coordinators need to have a good preparation
before introducing a collaborative project into their classrooms. At the first
implementation, careful piloting is needed to make sure that the time set for each
step of the project is reasonable. [t is also necessary to provide guidance at the
beginning of the project to help students consider the appropriateness of their
working plans and understand all details in the project specification. Importantly,
this learning approach needs performance-based assessment, so the teacher’s
commitment is important in assessing the project. Time flexibility of the teacher for
consultation will also help students fix problems at an appropriate time (Donnelly &
Fitzmaurice, 2005).

Kiraly (2000) proposed a model of authentic collaborative translation projects
with an attempt to maximize authenticity in the translation exercise class. Rather
than assigning different tasks to develop students’ translation skills and knowledge,
an authentic whole-group collaborative translation project can be used for a course
or a course module. Whenever possible, the teacher can assign a real translation
commissioned by a client. This kind of project has a strict deadline, a real

readership, some support from the client, formatting constraint, and specific quality
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demand. The entire class can undertake the project together with the teacher as

a project coordinator, expert advisor, and technical assistant. Using this model,
students will learn to identify and plan the steps they will go through and how to
distribute work among themselves. The teacher’s role is to help organize, moderate
and encourage the group’s effort. Students can work collaboratively in small groups
of three or four to accomplish each part of the project. Also student will learn how
to search for parallel texts, library and Internet research, peer proof-reading, and

editing.

2.3.4.2 Implementation of collaborative project-based learning in

translation classrooms

This section elaborates details of collaborative translation projects
implemented in translation degree programs, both at the undergraduate and
graduate levels. Kiraly (2001, 2005) clearly demonstrated how to implement projects
by using collaborative learning, with the underlying constructivist approach, in
syllabus design and pedagosical procedures. In a translation practice class in German
offered to undergraduate students in their seventh semester, an actual translation
commission, which was two chapters in a coffee table book on history and culture of
a small German region, was used for a collaborative project. All the sub-tasks and
activities in the course were embedded in the project. Students were fully involved
in discussion and negotiation among themselves with the teacher as an advisor and
a project coordinator (Kiraly, 2001). Another translation project by Kiraly (2005) was
assigned in advanced translation class. The whole group of students collaboratively
worked in another actual project, translating subtitles of a documentary for a German
film production company, with the assistance of the teacher who organized special
training, tutoring sessions, and class discussions for peer review.

Both projects confirmed that when being engaged in an authentic work
environment of the professional world, students were highly motivated to take
responsibility for their own learning, and, from their views, they had learned a great

deal about translation and collaborative work. With this kind of learning, apart from
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enhancing competence in translation, the students’ motivation and active
participation are highly promoted (Kiraly, 2001, 2005).

In a British post-graduate degree program in translation, Mitchell-
Schuitevoerder (2011) employed collaborative project-based learning in a translation
and technology course to prepare students for the entry to the profession. This
project adopted Skehan’s task model and Kiraly’s socio-constructivism theory,
focusing on the authenticity of materials and the simulation of translator’s working
environment and translation process. The whole-class project was broken down into
problems and the problems formed the structure of tasks, so each component of
the projects was problem-based, with the students designing their own tasks and
steps in each task within the given framework. As for the assessment, the final
translation was not graded since this was believed to prevent the students from
being product-driven and focusing only on their grades. Instead, assessing the
process would help them concentrate more on the translation process, and the
summative assessment was based on the two essays and one presentation in which
the students gave a critical assessment of the tools used to accomplish their
translation.

In conclusion, the review of concepts and practices of collaborative learning,
project-based learning, and also the combination of the two, collaborative project-
based learning, in the context of translation training in tertiary education in this
section throw light on the formation of the CLPM for a business translation course for
Thai EFL learners in this study. The next section adds some perspectives on the use
of web-based project portfolios in translation projects to maximize students’ learning

experience.
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2.3.5 Learning portfolios

A project portfolio to be implemented in this study is a type of learning
portfolios.* This section reviews description and categories of learning portfolios,
benefits and limitations of portfolio use from research in a variety of disciplines, and
how learning portfolios can be integrated in translation classrooms. At the end of
this part, rationale for integrating web-based portfolios in translation projects is

explained.
2.3.5.1 Description and categories of learning portfolios

A learning portfolio is a collection of work that demonstrates students’
efforts, progress, and accomplishment in one or more areas. Key elements of the
use of portfolio are student engagement and learning autonomy as students are
allowed to participate in their own learning and assessment process. While keeping
their portfolios, students learn to set goals and directions of their own work and also
reflect on their work and assess it (J. Johnson, 2003; Salkind, 2013).

Types of portfolios, methods of assessment, and the two currently used
forms, paper-based and web-based portfolios, are elaborated as follows.

1) Types of portfolios

Types of learning portfolios have been categorized based on their purposes.
According to Salkind (2013), project portfolios aim at documenting evidence of each
step in a project in order to show the progression of the work along the way to the
end of the project. Artifacts to collect, therefore, are all drafts of each completed
step, as well as the final product. Each piece of evidence can be accompanied by
an explanation of each step in a form of annotation or a comprehensive process
paper. A reflection will help the students learn more from the process. In the

present study, project portfolios were used since the focus of the research is

* A learning portfolio is a type of portfolios used in classroom settings. The other type is work or
career portfolios, a showcase of best work professionals use to convince prospective employers
of their abilities and qualities when seeking a new job. Independent contractors such as artists

and photographers also use work portfolios to communicate to others their skills and capability.
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to develop a translation learning module using the collaborative project-based
learning approach.

Other types of portfolios that can be used in other learning contexts include
growth portfolios that can show progress towards competence on one or more
learning goals, competence portfolios that provide evidence of having developed
competence in one or more area, and celebration portfolios that are used to
showcase best work or what students are most proud of. All in all, the teacher has
to decide which type of portfolios will match the learning objectives of the course
(Salkind, 2013).

2) Assessment of portfolios

Portfolio keeping allows for students’ direct participation in the assessment
process. They can learn to respond to feedback from peers and the teacher and,
in turn, learn to give feedback to their peers’ work (Chappuis et al., 2012; Ramova &
Andrew, 2011; Salkind, 2013).

The assessment of portfolios can be both formative and summative. It is
formative when continuing efforts are evaluated, and it is summative when there is
an evaluation of the accomplishment or the final products (J. Johnson, 2003; Salkind,
2013). In order to attain a quality assessment scheme, Chappuis et al. (2012)
recommend that the teacher needs to analyze all the fundamental issues:
the purpose of the assessment, the achievement to be assessed, and the design that
matches with other course elements, and more importantly, the teacher needs to
communicate with the students so that they clearly understand what is expected
from this task.

3) Forms of portfolios

Learning portfolios can be collected either in a paper-based or a web-based
form. Paper-based portfolios have been appreciated by educators for several
decades due to a number of constructive qualities (Dysthe, Engelsen, & Limac, 2007
Hill, 2012; J. Johnson, 2003). However, they still have limitations with respect to
data storage, search, and management. Recently, electronic communication
advancement brought us a web-based form of portfolios, and now web-based

portfolios are finding increasing implementation in a variety of learning contexts since



69

they are easily available, accessible, portable, and interactive (Chang, 2002; Hung,
2012; Pullman, 2002). With the use of technology, students’ learning experiences are
richer and more meaningful. Artifacts can be collected and shared in an electronic
form, such as digital files of their work or video presentations, as well as links to
interesting online resources (Niguidula et al., 2005). Students’ work in progress can
be stored, retrieved, and revised collaboratively and conveniently by everyone in
their groups at any place and any time. More importantly, their ongoing learning
experiences can be shared within groups and with others in class. When an online
comment box is included, synchronous feedback from peers and others can
accommodate the students in revising their own work and learning more from each
other. Web-based portfolios can also be publicized, and when students realize that
their work can be viewed by various audiences, they can be more conscious of what
they put and display, and in turn, put more effort into their work. In terms of
pedagogical affordances, the teacher can monitor their progress and assess their
work, as well as giving feedback regularly (Niguidula et al., 2005; Reinders & White,
2010).

2.3.5.2 Benefits and limitations of learning portfolios

Researchers in a variety of disciplines have been exploring benefits and
limitations of paper-based and web-based portfolios. In different fields of study,
much research on portfolio learning and assessment has demonstrated that it can
enhance positive effects on students’ performance in different learning contexts,
such as a pre-service math teacher program (Caceres, Chamoso, & Azcarate, 2010),
a computer class at a junior high school (Chang & Tseng, 2009), or English writing
classes (Nicolaidou, 2012; Ramova & Andrew, 2011). .

There are also studies that bring to light limitations of portfolio use. Despite
a lot of positive feedback from the students, some drawbacks are also reported.
For paper-based portfolios, difficulty and workload are two main important issues.
For example, a survey of 204 EFL university students in their writing classes in Turkey
reported that there were a lot of complaints on writing steps such as drafting,

providing feedback, using checklists, and analyzing errors; additionally, the students
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mentioned that it was difficult to work with their peers. The researcher, then,
suggested that teachers should concentrate more on the issues of motivations and
autonomous learning (Aydin, 2010). For web-based portfolios, frustration and anxiety
seem to be major obstacles when web-based portfolios are first introduced. In an
investigation of portfolio assessment in a group of elementary pre-service teachers in
the US, frustrations and challenges occurred when they created their first web-based
portfolios (Lin, 2008). Similarly, pre-service teachers in a master’s program in TESOL
stated that web-based portfolios resulted in learning anxiety deriving from larger
audience, and resistance to technology was also evidenced (Hung, 2012). In a youger
group of learners, the use of web-based portfolios in a junior high school in Taiwan
was examined; an issue of concern among students was the peer-assessment
performance (Chang & Tseng, 2009).

To provide a clearer picture of portfolio keeping, the next section describes
how scholars in translation studies used portfolios in the context of translation

classrooms.
2.3.5.3 Use of portfolios in translation classrooms

In recent years, portfolio keeping in translation classrooms has become very
popular as its focus is on students’ full engagement with the learning process, not
the finished pieces of work (Niguidula et al., 2005). Kelly (2012) suggests that items in
the portfolios should include an introduction part, stating the objectives and
structure of the portfolios, sample translations, and students’ reflections explaining
what artifacts are chosen and what they demonstrate. In some cases, portfolios can
comprise students’ commentaries on translations, assessment of the translation by
an expert in the subject area or from peers, revision of each work, specialized
glossaries, and review of a book covering a theoretical point of view on the type of
translation. Significantly, it can include reflections on their own work with an analysis
of how their learning experiences have contributed to their work. Campos (2004)
adds that these activities must be carried out in stages, with specific instructions,

control guidelines, checklists, and clear evaluation criteria.
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In terms of assessment, Campos (2004) explains that both qualitative and
quantitative assessment approaches can be implemented with different focuses and
purposes. The qualitative approach is based on students’ levels of development,
and the teacher assesses different developmental stages and diagnoses problems of
students’ translation procedures. The quantitative approach, on the contrary,
focuses on a numerical rating scale. What to be evaluated can be completed
products, such as the final translations with an analysis, or the portfolio as a whole.
J. Johnson (2003) suggests that formative assessment should be highlighted because
portfolio use puts more emphasis on students’ learning process. As H. Li (2006)
points out, students must be taught how to do things right rather than being
punished for what they have done wrong, and the assesment should be based on
the overall analysis of students’ competence or together with their efforts in learning
how to translate.

Previous research on portfolio keeping in translation training has shown
different perspectives on how portfolios can be integrated into translation
classrooms. Paper-based portfolio use in a basic translation course of graduate
students in translation in the US was examined by J. Johnson (2003). The advantages
of this portfolio keeping were reflection and revision. Their portfolios contained all
the students’ work in the course, and also a ‘self-review’, discussing how their
knowledge and skills had evolved, what they got from the assignments, what they
needed to work on, and how they were feeling about translation as a profession.
Besides, the students were encouraged to make revision after discussion and
feedback, so they could resubmit their work and/or have it reviewed by peers until
the work was completely satisfied.

Paper-based portfolio use in a group of English major students with no
experience in translation in China was investigated by H. Li (2006). It was reported
that 23% of the students stated that this course was very helpful to develop their
translation competence, challenged them, and put them in charge in learning
translation; however, 29 % of the students rejected this model as they preferred

listening to the teacher's explanation in class.
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Implementation of web-based portfolios was investigated in a translation
technology course of translation students in Spain by Rico (2010). A list of tasks was
provided by the teacher for the students to choose from, such as writing a review of
a specific translation software application and writing a Wikipedia entry on a relevant
topic in the course syllabus; and their completed outputs were shared using digital
platforms. Their learning experiences were reflected in a form of a learner diary.
The students were assessed based on their capacity to acquire knowledge relating to
the course, to apply this knowledge to solve problems, to gather and interpret data
in order to present ideas on the subject, and to communicate information, ideas, and
solutions effectively. Rico (2010) reported that the students’ reactions to portfolio-
based assessment varied, but often involved a certain degree of unease arising from
the lack of familiarity with the requirements of this new assessment framework.

In sum, as paper-based and web-based portfolios have both benefits and
drawbacks, it is crucial to have a well-thought-out plan of learning activities and
assessment schemes before implementing them in any learning programs.

The next section presents rationale for the implementation of web-based

project portfolios in translation training in the present study.

2.3.5.4 Rationale for integrating web-based project portfolios in

translation projects

The use of web-based project portfolios can complement collaborative
projects in translation classrooms. Many advantages can be found pedagogically
when it is compared with the implementation without them.

1) Focus on process

The use of web-based project portfolios can put an emphasis on learning
process because each group’s working plan will be displayed, with the timeframe
and the responsible person. This application can promote process-oriented learning,
a key to translation training (Colina, 2003b; Fox, 2000; Kiraly, 2005; Rico, 2010). When
the students are trained to monitor their own learning through the process of
revision and reflection, they learn how to make decisions and develop an awareness

of strategies to solve the problems (J. Johnson, 2003; H. Li, 2006). These types of
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skills, which can be applied to different translation tasks in different domains and
purposes in the future, are considered important for the 21st-century education and
are referred to as ‘transferable skills’ (Bourner, Heath, & Rospigliosi, 2014; M. Chong &
Sum Ng, 2013).

Also, web-based project portfolios can be used to promote self-monitoring
since they can serve as a tool for each student to monitor their work progress as
a group member. At the online work schedule chart, finished tasks can be ticked off,
and all the members will realize what stage they are in. According to Galan-Mafas
(2011), students working on a large project need guidance, such as clear steps for
each phase of the project and a deadline schedule to complete each task at
an appropriate timeframe. Without the use of web-based project portfolios, steps
in translation projects can be less clear since there is no learning tool to emphasize
the significance of translation process, and more importantly, there is no formal tool
and system for monitoring their own group progress.

2) Storage system

Web-based project portfolios can be a well-organized storage system, which
is significant for working in a project (Blumenfield et al., 1991; Niguidula et al., 2005).
They can be used to display files of translation drafts, learning diaries, multimedia
files of other support data or resources, and a list of translation resources,
particularly electronic links to online resources. Without the use of web-based
portfolios, students need to develop their own system of collecting data and other
artifacts during the process of their work.

3)  Work display

Web-based project portfolios can be displayed to larger audience, not only to
the teacher, or a small group of classmates. According to Niguidula et al. (2005),
students tend to put more attempts when realizing that their work can be viewed by
others. Without web-based portfolios, students’ work can be shared and displayed
via class presentations or discussion only, which could be time-consuming if all the

work has to be presented during class time.
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4) Collaboration among group members and between groups

Web-based project portfolios can enhance collaboration among students.
Their work in progress can be shared and learned by their peers. A discussion board
can be included to the sharing and collaborating during their work process. The idea
of collaboration has been valued by a number of educators in language learning and
translation training (Bruffee, 1995; Donnelly & Fitzmaurice, 2005; Duffy & Kirkley, 2004,
Galan-Manas, 2011; Kiraly, 2003, 2005; Nunan, 1992). Without the use of web-based
project portfolios, other forms of channels will have to be developed to facilitate
their learning.

5) Teacher’s monitoring and feedback

With the implementation of web-based project portfolios, the teacher can
monitor students’ work progress easily, at any place and any time. Extra support or
guidance can be supplemented when necessary. More importantly, feedback from
the teacher can be provided online. Feedback can be useful when given at
appropriate time since students can benefit from learning their strengths,
weaknesses, and they can improve their performance for further development
(Butler & McMunn, 2006; Harlen, 2006; H. Li, 2006). Without web-based project
portfolios, monitoring and feedback can be done face-to-face in class or outside
class time via direct contact only. Emails can be used to provide timely feedback,
but regular monitoring or spot-check cannot be done via emails.

6) Work submission:

The use of web-based project portfolios can facilitate the submission process
since finished tasks can be posted on their portfolios, and it is convenient for the
teacher to access their work at any place and any time. Assessment and marking,
as well as giving feedback, can be performed conveniently.

Therefore, the present study incorporated the use of web-based project
portfolios in the students’ collaborative translation projects thanks to a number of
advantages mentioned above.

The following section will discuss another important element in the context

of collaborative learning in this study, which is group interaction and communication.
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2.3.6 Interaction and communication in collaborative learning

Social interaction is one of the most important elements in any forms of
collaborative learning, including the collaborative project-based learning approach.
Interaction among students and between the teacher and students can engage the
students since they are encouraged to contribute to the ongoing learming activities.
(D. Johnson & Johnson, 2013), and classroom interaction also functions as a stimulus
for learner autonomy and the success of their learning (Phadvibulya, 2006;
Siritararatn, 2007). In translation classrooms, students can become active participants
when pair work or group work are carried out. Collaborative learning atmospheres
can be promoted by discussions about the source language, the target language,
cultural components, or how translation problems can be solved (Gonzalez-Davies,
2005).

In the present study, face-to-face interaction and communication was in
the forms of collaborative editing, peer editing, and classroom presentations and
discussions; and online interaction and communication was in the forms of the
classroom forum, group forums, and web-based project portfolios. The following
presents literature on group interaction and communication in collaborative learning,
as well as the use of communication technology to promote collaboration among

students.
2.3.6.1 Group interaction and communication in collaborative learning

An effective collaborative work requires team members who are fully
committed to all learning activities. Success of the collaboration mainly depends
on effective communication among group members. Through communication,
members “reach some understanding of one another, build trust, coordinate their
actions, plan strategies for goal accomplishment, pool expertise, make persuasive
arguments, agree upon a division of labor, promote each members’ commitment
and effectiveness, and even exchange insults” (D. Johnson & Johnson, 2003, p. 137) .

According to Duffy and Kirkley (2004), two strategies are used for group
communication. The first strategy has its focus on team members under the

condition that everyone brings a level of expertise and commitment to the team
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effort. The other strategy is in a form of consultancy, with its purpose to develop
their own understanding, to test their ideas, or to get some assistance. Therefore,
discussion in the consultancy is focused on the learners’ issues. They can seek out
consultants who they feel can provide necessary expertise, and quickly move on if
they do not meet the needs.

In the context of Thai EFL learners, Siritararatn (2007) linked group interaction
and communication with project work in scaffolding learning environments, based on
a social context and the construct of Zone of Proximal Development introduced by
Vygotsky, and reported that when low ability groups and high ability groups worked
together, both gained a lot of benefits from this approach. The low ability students
learned from guidance of more knowledgeable peers, and in turn, the high ability
students enhanced their proficiency when they provided support due to the

transferring of knowledge in a verbal form of communication.
2.3.6.2 Communication technology in collaborative learning

The use of communication technology can promote collaborative learning
in different dimensions. It provides a medium for students to publish and share
documents with their peers. Technology can also engage students in authentic
activities since communication technology is part of today’s personal and
professional life. Importantly, collaborative projects can be constructed and shared
within or between groups of students, regardless of their physical locations.
However, it is crucial that the teacher be sensitive to some technical and educational
challenges so that they can provide support for the success of their students’
learning (Ward & Tiessen, 1997).

Studies on implementations of online tools have demonstrated how
interaction through communication technology promotes learning in different
contexts. Polin (2004) studied how the use of ‘newsgroup discussion’ among
graduate students taking an online course contributed to their learning, and two
types of electronic tools were developed for discussing and sharing experiences and
expertise on a topic of interest. The first tool, the ‘course newsgroup’, for class

participation (discussion and dialogue), was powerful for thinking and sharing ideas.
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The other one, the ‘non-course newsgroup’, for discussion of social or personal
topics, supported the continued social interaction among students. Most of the
chitchat in the non-course newsgroup was out of course discussion areas. It was
reported that the proposed systems for newsgroup discussion were found to be ideal
for reflection of course ideas and social interaction. Another study on the use of

an online forum among undergraduate students taking Psychology also proved that
participating in the class discussion forum, particularly reading posts on the forum,
had beneficial effects on students’ course performance (Cheng, Pare, Collimore, &
Joordens, 2011).

In the context of Thai EFL undergraduate students in English classrooms,
Phadvibulya (2006) and Chirasawadi (2008) state firmly that communication
technology plays a great role in the success of collaborative learning under the social
constructivism approach. According to Phadvibulya (2006), an integration of
communication technology with English foundation classroom activities contributed
to good learning progress for first year students. It was suggested that flexibility was
an advantage of online communication over face-to-face discussion since it kept the
students with different and busy class schedules engaged with the group discussion.
Importantly, when the students participated both online and campus activities, group
cohesion, coordination, and mutual support were enhanced. Chirasawadi (2008)
likewise proved that collaborative task-based with network-based language teaching
promoted student engagement, and information and communication technology
(ICT) was an efficient tool to engage students to connect with each other quickly and
conveniently.

In translation pedagogy, Kenny (2008, 2010) did two research studies exploring
how students’ online interaction in three types of group work, discussion group work,
cooperative group work, and collaborative group work, functioned. The first study
compared impacts of task structures on interaction in an online translation exercise
module and found that the online interaction was most successful for discussion
groups, followed by cooperative groups, and collaborative groups (Kenny, 2008).

The second study explored how translation students used face-to-face and online

interaction in performing two types of small group tasks: cooperative and
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collaborative tasks. In the cooperative task, students cooperated in creating an
artifact, working as a group to produce different tasks; and in the collaborative task,
they collaborated in working together at the same time on all aspects of the same
task. It was reported that while online cooperation was as positive and constructive
as face-to-face cooperation, online collaboration was less effective than face-to-face
collaboration, and students preferred discussing their work off-line to resolve
difficulties (Kenny, 2010). Thus, it was recommended that the use of online
interaction in collaborative learning should be further investigated for its advantages
and limitations.

All the studies on interaction and communication above elucidate how group
interaction and communication work, particularly in the context of collaborative
learning. In this study, online interaction in the forms of web-based project
portfolios and online forums were integrated with face-to-face interaction inside and
outside class time, so as to facilitate collaboration in the student’s translation

project.
2.4 Conclusion

From the review of literature on translation competence, translation training,
and the collaborative project-based learning approach, it is interesting to investigate
how collaborative project-based learning can benefit the development of translation
competence, with the focus on the strategic sub-competence of EFL students. This
research, therefore, aims at developing a learning module and investigating how it
could enhance strategic sub-competence of the students learning English as a foreign
language in the context of translation classrooms.

The next chapter depicts the research methodology of this study. The
research design is presented, and the research procedure which includes the
development, implementation, and evaluation of the developed collaborative

project-based learning module is explained in detail.
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CHAPTER Il
METHODOLOGY

The present study has the objectives to develop a collaborative project-
based learning module for translation training in the context of language degree
programs for ELF students and also to investigate its effects on the development of
the students’ strategic sub-competence. To develop the learning module, the three
main frameworks from the literature in the previous chapter were used to form the
conceptual framework. The collaborative project-based learning approach that has
been widely accepted as an effective learning approach in translation degree
programs was integrated with the communicative approach to translation training
and the principles of group interaction and communication. The framework
developed functions as the key constructs for developing a learning module, namely
the ‘Collaborative Project-based Learning Module’ (CLPM) and a translation project,
namely the ‘Collaborative Translation Project’.

This chapter describes the research methodology of this study in four main
parts: (1) the research design and the overview of the research procedure of the
study; (2) the development of the CPLM, which includes the conceptual framework
of the study and the learning model of the Collaborative Translation Project,
the contexts in which the CLPM was developed, the components of the CLPM,
the instrument development, and the instrument validation; and (3) the
implementation and evaluation of the CLPM, in terms of data collection and data

analysis.
3.1 Research design and research procedure

This part explains the research design and the overview of the research
procedure of this study.
3.1.1 Research design

In order to investigate the effects of the CLPM, the one-group pretest-posttest

research design was used. The independent variable of this study is the
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collaborative project-based learning approach, and the dependent variable is the

students’ strategic sub-competence.

Pretest Treatment Posttest
O, X O,
O, means pretest of the study
X means the treatment
O, means posttest of the study

Figure 5 One-group pretest-posttest design (B. Johnson & Christensen, 2012, p. 250)

As Figure 5 illustrates, one group of participants is pretested on some
dependent variables. Then, they are administered a treatment condition, and after
the treatment, they are posttested on the same dependent variables (B. Johnson &
Christensen, 2012).

In this study, the O, is the translation pretest, the X refers to the treatment
which is the CLPM, and the O, is the translation posttest. The participants of this
study participated in the CLPM in a period of 15 weeks. The developed learning
module consists of two sub-modules, Module A (Training session) and Module B
(Collaborative Translation Project). The participants did the pretest at the beginning
of the CLPM and the posttest at the end. The scores obtained from the pretest and
posttest were compared to see whether the difference was significant, and to
determine the effects of the treatment.

The quantitative analysis from the pretest and posttest scores was used to
triangulate with qualitative data, which was collected throughout the process of their
translation project. The instruments for collecting qualitative data include the
translation pretest and posttest, source texts for the translation project, web-based
project portfolios, online forums, Learner’s Diaries, assessment tools, and semi-

structured interviews.
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3.1.2 Overview of the research procedure

This section describes the overview of the research procedure in three
phrases which are the development, the implementation, and the evaluation of

the CLPM.
Phase 1: The development of the CLPM

This phrase is the development of the CLPM, which includes three main
stages. The details are explained as follows:
Stage 1: Conceptualizing the framework of the study
Related learning theories and principles were reviewed in order to
conceptualize the framework of the study. The conceptual framework is presented
as Figure 6 (See Item 3.2.1).
Stage 2: Developing the learning model of the Collaborative Translation
Project
Key concepts drawn from the theories and principles in the previous stage
were used to formulate the principles for the learning model of the Collaborative
Translation Project. The proposed learning model of the project is presented as
Figure 7 (See Item 3.2.1).
Stage 3: Designing the CLPM and developing the Collaborative Translation
Project
Based on the formulated principles for the learning model, the CLPM was
designed and the Collaborative Translation Project was developed, and also the
research instruments were constructed.
Stage 3.1 Designing the CPLM
According to the curricular design process (Kelly, 2012), the CLPM was
designed as the following steps:
Step 1: Studying the details of CLPM according to the social
and institutional contexts
Step 2: Identifying students’ profiles
Step 3: Designing and sequencing overall content and structure

of the CLPM
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Step 4: Identifying resources available and acquired
Step 6: Designing teaching and learning activities
Step 7: Designing assessment activities

Step 8: Designing evaluation instruments

(See Item 3.2.3)

Stage 3.2 Developing the Collaborative Translation Project
After the CLPM was designed, the Collaborative Translation Project was
developed. The components of the Collaborative Translation Project

are presented as Figure 8 (See Item 3.2.3).

Stage 3.3 Developing and validating the instruments

In this stage, all the instruments were developed. Then, it was a step
of instrument validation. The instruments were validated by experts in
the fields and the instruments were revised based on their comments.
After that, the pilot study was conducted and some elements in the

CLPM were revised (See Item 3.2.4).
Phase 2: The implementation of the CLPM

This phase is the implementation of the CLPM as the main study of the

research. The details are elaborated in Item 3.3.
Phase 3: The evaluation of the CLPM

This phase is the evaluation of the CLPM. Data was collected and analyzed
quantitatively and qualitatively at the beginning of the CLPM, during the
implementation of the Collaborative Translation Project, and at the end of the CLPM.

The details about data collection and data analysis are provided in Item 3.3.
3.2 Development of the Collaborative Project-based Learning Module

This section explains in detail the development of the CLPM. First of all,
the conceptual framework of the study and the learning model of the Collaborative
Translation Project are presented. Then, the contexts in which the CLPM was

developed are explained, and the components of the CLPM are listed. After that,
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how the instruments were developed is described. Finally, the instrument validation

is elucidated.

3.2.1 The conceptual framework of the study and the learning model of the

Collaborative Translation Project

The conceptual framework and the key constructs of this study are the
integration of the three main theoretical frameworks: the communicative approach
to translation training, the collaborative project-based learning approach, and the
principles of group interaction and communication. The following summarizes
the theories, concepts, and principles that were integrated into the conceptual
framework of the study, and Figure 6 on the following page illustrates the
conceptual framework of the study.

1) The communicative approach to translation training

The first part is the communicative approach to translation training which
consists of the pedagogical approach by Colina (2003b) and the curricular design
process and guideline for text selection by Kelly (2012). Also, key concepts and
designing processes for translation editing, revising, and assessment were adapted
from the approach to translation assessment and evaluation by Colina (2003b), the
guideline for translation revising and editing by Mossop (2007), and the guideline for
translation rubric development by Angelelli (2009).

2) The collaborative project-based learning approach

The second part is the collaborative project-based learning approach
under the social constructivist approach which includes the framework for designing
a collaborative project-based module for translation training by Kiraly (2003) and
the framework for designing a translation project by Galan-Manas (2011).

3) Principles of group communication and interaction

The third part is the principles of group communication and interaction which
include the concept of effective group communication by D. Johnson and Johnson
(2003), the strategies in group communication by Duffy and Kirkley (2004), and the
guideline for the use of communication technology for collaborative learning by

Ward and Tiessen (1997).
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Figure 6 The conceptual framework of the study

The key concepts drawn from the analyzed and synthesized theories,
concepts, and principles were also used to formulate the principles for the learning
model of the translation project in this study. The proposed learning model of the
Collaborative Translation Project presented in Figure 7 consists of the three inputs
from the students, their peers, and the teacher. All the interaction in the translation
process among the three parties was performed on the platforms of classroom

interaction and online interaction.
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Figure 7 Learning model of the Collaborative Translation Project

As illustrated in Figure 7, the model presents how three main inputs during
the translation process, from the student translators, their peers, and the teacher, are
integrated. The student translators do self-monitoring which includes reflection, self-
assessment, and revision. Their peers support them with collaborative editing and
peer editing. Collaborative editing is individual group collaboration with the
objective to put together the ‘individual translation drafts’ into the ‘group’s first
draft’ and edit it. Peer review is a step of collaboration between groups. It is the
reciprocal editing of the two groups working together to edit each other’s draft.

Also, there is input from teacher feedback and assessment throughout the process
of translation. All the inputs are provided for the process of translation revision, in
which each group collaborates to edit its own translation, and the product of this
process is the ‘group’s final draft translation’. The inputs from their peers and the
teacher are provided on two learning platforms, classroom interaction and online
interaction. Classroom interaction consists of group discussions, presentations, and
classroom discussions. Online interaction occurs in the classroom forum, group
forums, and web-based project portfolios.

Based on the above conceptual framework of the study and the learning
model of the Collaborative Translation Project, the contexts of learning were

analyzed and the CLPM was developed in the next stage.
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3.2.2 Contexts of the Collaborative Project-based Learning Module

The contexts of the CLPM that need to be analyzed include the current
situation of translation training in Thailand, the curriculum that was implemented in

the institution, and the students’ profiles.
3.2.2.1 Current situation of translation training in Thailand

In Thailand, English as a foreign language is commonly used for international
and intercultural communication; hence, there is demand for qualified translation
practitioners both in government and business sectors. However, apart from short
training courses, long-term university-level translation training is offered only in
graduate degree programs. At the undergraduate level, there are English-Thai and
Thai-English translation courses offered only in English degree programs. Therefore,
English degree programs need to consider developing their students’ translation
competence so as to prepare them for translation jobs in the future.

In classroom settings, although the notion of student-centeredness has been
widely acknowledged, a traditional activity commonly used in translation classrooms
is the one that assigns the students to translate a text, and problematic elements
from their work are discussed in class or explained by the teacher (Pym, 2011;
Wangkangwan, 2012). Collaborative project-based learning is an alternative approach
that can promote learner autonomy, and it has proved a success when implemented
with students in translation degree programs (Kiraly, 2005; Mitchell-Schuitevoerder,
2011); however, it should be noted that collaboration is a skill that needs to be
trained as it does not develop just by assigning students to work as a team (Barros,
2011), especially in some working cultures, such as Thailand’s, in which being open
to new ideas from others is one of the most challenging problems in teamwork
(Thongnab, 2017). To implement a collaborative project with students who have
little experience in translation like Thai EFL learners, therefore, needs a well-thought-
out plan and monitoring system form the teacher.

In conclusion, it is challenging, yet necessary, for the teachers in English

degree programs to design meaningful learning activities that can facilitate EFL
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students to be ready to become novice translators for the translation market or to

produce quality translation as part of their job after graduation.
3.2.2.2 Curriculum implemented in the institution

The present study was conducted in the Translation in Business course, an
elective course for English major students and other students minoring in English at
the English Department, Dhurakij Pundit University (DPU). This course is conducted
as part of the English curriculum of the English Department. There are altogether
four translation courses: Introduction to Translation, Intermediate Translation,
Advanced Translation, and Translation in Business. The first and the second ones are
required courses, and the other two are elective courses. As an elective course, the
majority of the students who take the Translation in Business course are English
major students, but there has been a growing number of students in other language
programs, such as Thai, Chinese, and Japanese, who choose English as their minor.
Hence, the students who take this course can be students either in English major or
other majors minoring in English.

3.2.2.3 Students’ profiles

As mentioned in the previous item, the Translation in Business course in this
study is an elective course in the English curriculum, so students enrolling in this
course can be either English major students or other students in other language
programs who take this course as part of their minor in their third or fourth year.
Also, some students who failed this course in previous semester need to take this
course again as ‘repeaters’.

Therefore, it is clearly seen that students who normally enroll in this course
can have different background knowledge and experience in translation, and
probably different proficiency levels of English and Thai, the source language and the
target language of this translation course. The students’ profiles can be considered
one of the most challenging factors in developing this learning module.

The contexts mentioned above were taken into consideration at the stage
of designing the CLPM and developing the Collaborative Translation Project. The

details are elaborated in the following topic.
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3.2.3 Components of the Collaborative Project-based Learning Module

Based on the conceptual framework of the study, the learning model of
the Collaborative Translation Project, and the analysis of learning contexts, the
overall content and structure of the CPLM was designed and sequenced. Also,
the assessment activities and evaluation scheme was designed. Finally, resources

available and needed were analyzed. Here are the details of each component.
3.2.3.1 The overall content and structure

The structure of the CLPM consists of two main parts, Module A: Training

session and Module B: Collaborative Translation Project.

Module A: Training session

This module was implemented from week 1-9. This module aims at training
the students to have knowledge and skills necessary for carrying on the Collaborative
Translation Project in Module B.

The components of Module A involve topics and activities that enhance
students’ knowledge about translation, and also translation practices individually,
in pairs, and in small groups. The following are the topics and main objectives of
each topic. (Other details including detailed objectives, learning activities, materials,
and evaluation can be seen in Appendix A.)
Lesson 1: Types of business texts and translation methods

Objective(s): Students will be able to identify types of business texts and

explain the characteristics of the communicative translation method.

Note:

- Business texts types include new story, feature story, article, promotional
literature, memo, letter, report, transaction document, and financial
report.

- The communicative translation method discussed in class (as opposed to
other translation methods) was adapted from categorization and

explanations by Newmark (1988).
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Lesson 2: Text analysis for translation

Objective(s): Students will be able to describe factors for text analysis and

analyze source texts before translation according to the assigned factors.

Note:

- Extratextual factors include sender, sender’s intention, audience, and
medium. Intratextual factors include subject matter, text composition,
non-verbal element, lexis, sentence structure, and suprasegmental
feature.

- Al the factors were adopted from categorization and details proposed by
Nord (2005).

Lesson 3: Translation editing

Objective(s): Students will be able to explain the criteria for editing and

assessing translations and analyze the translations according to the given

criteria.

Note:

- Criteria for editing (accuracy, completeness, smoothness, tailoring,
mechanics, and layout) were adapted from Angelelli (2009).

Lesson 4: Translation resources

Objective(s): Students will be able to use translation resources in performing

translation tasks and explain usefulness and trustworthiness of translation

resources.

Note:

- Translation resources are language resources, such as dictionaries and
thesaurus, and information resources, such as the website of the Office of
the Royal Society.

Lesson 5: Translation problems and translation strategies
Objective(s): Students will be able to identify translation problems from

English source texts and list strategies used in translation.
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The following are the types of translation problems in the context of

business translation:

Lexical problems (word meaning in context):

One word can have more than one meaning. Translators need to choose

the word’s meaning that best suits the context.

Syntactic problems:

2.1

2.2

2.3

24

2.5

2.6

2.7

Word order in a noun phrase: Structures of noun phrases in English
and Thai are different, so translators need to clearly understand
which word is the head noun and which word(s) are modifier(s) in
that phrase.

Impersonal pronoun-it: To translate English sentences with
impersonal pronoun ‘it’” into Thai, translators should avoid using the
word ‘Tl
Brd—person pronoun and possessive adjective (such as it, its, he,
him, they, their): To translate English sentences with this type of
pronouns or possessive adjectives, translators tend to use the nouns
or omit this group of pronouns and possessive adjectives when
possible.

Verb tense: Verb tenses must be interpreted with care, and
translators must be ensured that the messages are conveyed clearly.
Passive construction: Sentences with passive construction can be
translated in different ways, depending on their meanings and
contexts.

Derived sentence: Reduced forms of verbs can be in a form of
present participle (V-ing) or past participle (V3). These forms must be
interpreted with care.

Other types of structure: Some types of English structure (phrase
structures or sentence structures) cannot be translated by using the

same structures in Thai because the translation will sound unnatural.
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Therefore, translators have to convey the meanings by using different
structures in the Thai translation.
3. Convention-related problems:

3.1 Use of punctuation mark: The use of punctuation marks (such as
a comma and a question mark) in English and Thai are different.
Translators need to make sure the punctuation marks are used
appropriately in the Thai translation.

3.2 Marking of plurality: Singular and plural forms of nouns in English can
be conveyed in different ways in the Thai translation, depending on
the contexts.

3.3 Marking of gender: Translators sometimes need to use words or
particles to mark genders and show politeness. In doing so, contexts
are very important for translators’ decisions.

3.4 Transcribing proper names: Translators need to study how proper
names in English are transcribed into Thai.

Note:
- The categorization and explanation were adapted from Nord (2005),
Suvannanond (2012), and Unaratana (2005).
- Translation strategies discussed in class (addition, subtraction, and

alteration) were adapted from Nida (1964).

Apart from the above five lessons, there are three class activities that were

implemented.

Activity 1: Brainstorming of Dos and Don’ts in collaborative editing and peer editing
Objective(s): Students will be able to list what to do and what not to do for
effective collaborative editing and peer editing.

Activity 2: Peer editing practice
Objective(s): Students will be able to assess and edit translation work,

negotiate for meanings, and respond to feedback from others.
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Activity 3:  Feedback and discussion on students’ translations
Objective(s). Students will be able to identify and solve translation problems

that occurred in the translation assignments.

In sum, the students learned about business texts types, translation methods,
text analysis, translation resources, translation problems and strategies, and also
practiced necessary skills which were analyzing texts, using resources, identifying
translation problems and applying strategies to solve them, as well as self-editing,
peer editing, and assessing translation tasks. They also practiced working in pairs and
in small groups. Assignments were English to Thai translations. Learning activities
were in the forms of individual assignments, assignments in pairs or small groups,
group discussions, and class discussions. (Details are presented in the lesson plans in

Appendix A.)

Module B: Collaborative Translation Project

This module was implemented from week 10-15. It is a translation project
assigned to a small group of students (3-4 students per group). The project is
English-Thai translation of a business article about business management, and the
translated text is supposed to be for a publication in GM, a Thai business magazine.

The project consists of three main stages: (1) Planning; (2) Translating and
collaborative editing; and (3) Peer-editing, revising, and presentation. Figure 8

illustrates how the project was conducted as part of the CLPM.
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Figsure 8 Components of Collaborative Translation Project

The following are the explanations of each component of the Collaborative
Translation Project (Module B). The objective(s) of each component, its details, the
time frame, and the assessment plan are explained in Tables 2-4 below. It is noted
that there are two types of assessment. The contract-grading assessment means that
students get the points as they complete the tasks or participate in the activity, but

competency-grading assessment means that the students’ work is graded based on

the quality of their work.



Stage 1: Planning

This stage includes 5 parts: source text selection, work planning, text analysis,

presentation#1, and classroom discussion#1.

Table 2 Stage 1- Planning
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1. Source text selection

Objective(s) Each group of students will choose a source text of their interest from
the provided list.
Details Business texts are provided by the teacher for each group to choose,
based on their interests.
Time frame During class time (10 minutes)
Assessment N/A
2. Work planning
Objective(s) Students will be able to plan a translation project and allocate work in
a team.
Details Students work as a group to plan the project, specifying work
allocation, steps, and timeframe.
Time frame During class time (30 minutes)
Assessment It is assessed by the teacher, using contract-grading assessment.
3. Text analysis
Objective(s) Students will be able to do text analysis, identify text-related problems,
and apply strategies to solve them.
Details — Each group does text analysis as a preparation for translation.

— The analysis is based on textual analysis (Nord, 2005) i.e. sender,
sender’s intention, audience, medium, place and time of
communication, text function, subject matter and text
composition.

Time frame  During class time (40 minutes) and outside class time
Assessment It is assessed by the teacher, using competency-grading assessment.
4. Presentation#1
Objective(s)  Students will be able to present their ideas in a presentation.
Details — Each group presents the text analysis and working plan.

— Every member gets to speak.

Time frame  During class time (10 minutes/ group; a total of 1 session)
Assessment It is assessed by the teacher, using contract-grading assessment.
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5. Classroom discussion#1

Objective(s)

Details

Time frame

Assessment

Students will be able to share ideas by giving feedback and responding
to feedback, as well as accept criticism.
— The discussion is conducted and supported by the teacher.
— Itis expected to get useful comments or suggestions for translator
students.
During class time; after each presentation (5 minutes/ group)
N/A

Stage 2: Translating and collaborative editing

This stage includes 6 parts: individual translation draft, Learner’s Diary, collaborative

editing, group’s first draft translation, classroom forum, and group forum.

Table 3 Stage 2- Translating and collaborative editing

1. Individual translation draft

Objective(s) Students will be able to produce a translation draft individually.
Details Each student individually translates one part of the source text.
Time frame  Outside class time (1 week)
Assessment It is assessed by the teacher using contract-grading assessment.
2. Learner’s diary
Objective(s) Students will be able to monitor, assess and reflect on their own work.
Details Each student completes the diary based on the guiding questions.
Time frame Outside class time (once after the students finish the individual
translation)
Assessment It is assessed by the teacher using contract-grading assessment.
3. Collaborative editing
Objective(s) Students will be able to collaborate and interact with each other,
negotiate for meaning, and give and respond to feedback.
Details — Each team compiles individual translation drafts into
a single piece of translation.
— Each team revises and edits their work, using Self-editing and self-
assessment form.
Time frame During class time (1 session) and outside class time
Assessment It is assessed by the teacher, using contract-grading assessment.
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4. Group’s first draft translation

Objective(s) The first draft of the group will be ready for peer editing process.
Details This draft is a product of the collaborative editing.
Time frame During class time (1 session) and outside class time
Assessment It is assessed by the teacher using contract-grading assessment.
5. Classroom forum
Objective(s)  Communication between the teacher and the students will be
facilitated.
Details Google Classroom is used for posting class materials and feedback from
the teachers, and for posting announcement to the students.
Time frame  Outside class time, until the project finishes
Assessment  N/A
6. Group forum
Objective(s) ~ Communication and collaboration between the students will be
facilitated.
Details The forum can be chosen and created by each group.
Time frame  Outside class time, until the project finishes
Assessment  N/A

Stage 3: Peer-editing, revising, and presentation

This stage includes seven parts: peer editing, responsive feedback, group’s final draft

translation, Learner’s Diary, presentation#2, classroom discussion#2, and teacher

evaluation

Table 4 Stage 3- Peer-editing, revising, and presentation

1. Peer editing

Objective(s)

Details

Time frame

Assessment

— Students will be able to edit and assess other’s translation work
by siving constructive criticism.

— Students will be able to work collaboratively and think critically.

— The editing is reciprocal. Two groups are paired up in advance.

— Peer-editing and Peer-assessment form is used as a guideline.

— Each group reads their peer’s work outside class time.

— Small group discussion in class time (1 session = 40 minutes per
group, a total of 1 session)

It is assessed by the teacher, using contract-grading assessment
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2. Responsive feedback

Objective(s) Students will be able to discuss, negotiate ideas, and justify their work
in the editing process.
Details Editor eroups and translator groups discuss comments and ideas in their
editing process.
Time frame During class time, in the same process of peer-editing, (the same
session as the peer-editing activity)
Assessment N/A
3. Group’s final draft translation
Objective(s) Students will be able to revise their own work, using feedback from
peer editing and teacher assessment of their first draft.
Details Each group revises their own work using feedback from peers.
Time frame During class time (1 session) and outside class time
Assessment It is evaluated by the teacher, using competency grading assessment.
4. Learner’s diary
Objective(s) Students will be able to monitor, assess, and reflect on their own
work.
Details Each student completes the diary based on the guiding questions.
Time frame Outside class time (after the student finishes the individual
translation)
Assessment It is assessed by the teacher using contract-grading assessment.
5. Presentation#2
Objective(s) Students will be able to present their ideas in a presentation.
Details — Each group presents translation problems and analysis of work
process.
— Every member gets to speak.
Time frame During class time (15 minutes/ group; a total of 1.5 session)
Assessment It is assessed by the teacher, using contract-grading assessment.
6. Classroom discussion#2
Objective(s) Students will be able to share ideas by giving feedback and
responding to feedback, as well as accept criticism.
Details — The discussion is conducted and supported by the teacher.
— Itis expected to get useful comments or suggestions for
translator students.
Time frame During class time; after each presentation (5 minutes/ group)
Assessment N/A




7. Teacher evaluation

Objective(s) Students will get evaluation feedback from the teacher.

Details Teacher evaluates students’ final draft translation and their group
presentation.

Time frame The final draft is evaluated outside class time, and feedback is given
during class time and posted on Google Classroom.

Assessment N/A

3.2.3.2 Assessment and evaluation schemes

The assessment and evaluation scheme of the CLPM are as follows.

Module A: Training session

- Class participation 5%

- Assignments 15%

- Quizzes and exams 60%
Total 80%

Module B: Collaborative Translation Project
The following table presents the assessment and evaluation scheme of the

Collaborative Translation Project, which constitutes 20%.
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Table 5 Assessment and evaluation scheme of the Collaborative Translation

Project
Grading By By By
Activity/Task
Yes No self peers teacher

ST selection v
Working plan v cT
Text analysis v cT
Presentation#1 v cT
Classroom discussion#1 v
Individual draft translation v cT
Learner’s Diary v cT
Collaborative editing v cT
Group’s first draft translation v cT cT
Peer-editing v cT
Classroom forum v
Group forum v
Responsive feedback v
Group’s final draft translation v cT CP
Presentation#2 v cT
Classroom discussion#2 v

Note CT refers to contract--grading assessment

CP refers to competency-grading assessment

According to Table 5, some activities and tasks in this project are not graded
since they are considered an integral part of other activities, such as the classroom
discussion is a part of the presentation or the responsive feedback is a part of the
peer editing. For activities or tasks that are graded, most of them are graded by the
contract-grading assessment (CT), which means that the scores are given when the
students’ work is complete and submitted on time, or only when they fully
participate in the activity. Only the final draft translation is graded by competency-

grading assessment (CP), which means that it is graded based on the quality of the
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work. Additionally, the assessment of translation drafts by the students themselves
and by their peer aims at practicing the students’ assessment skills and familiarizing
them with the criteria to be used by the teacher later, so the results are not
included in the course grade. The one that is included in the course grade is

performed by the teacher at the end of the project.
3.2.3.3 Resources available and acquired

Resources needed are for both the teacher’s preparation and the students’
learning. Texts from books, magazines, authentic business document, and online
resources were needed for developing materials and tests. Regular classrooms and
computer labs were needed for classroom activities. For the students, printed and
electronic resources were needed.

In this study, all the resources required were available at the university
libraries, the university computer labs, or online. At DPU, there are computer labs
available for class activities that need computers and internet connection. Computer
labs can be reserved for class activities and students can also use the service of the
computer labs outside class time. Also, there is a free Wi-Fi connection service for
all the students to use with their laptop computers and mobile phones.

As mentioned earlier, after the content and structure of the CPLM and its
assessment and evaluation criteria were designed, and the need of resources was

analyzed, the next step was the development and validation of the instruments.

3.2.4 Instrument development and validation

This section provides information about how the instruments in this study
were developed. Also, it presents the instructional and research purposes of each
instrument and the instrument validation process.

The research instruments in this study include (1) translation pretest and
posttest, (2) source texts for the translation projects, (3) web-based portfolios,
(4) online forums (the classroom forum and group forums), (5) Learner’s Diary,
(6) assessment tools, and (7) semi-structured interview protocol. Also, the two

instructional instruments include (8) the lesson plans and (9) teaching materials.
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1) Translation pretest and posttest
The translation pretest and posttest of this study are the same set of test,

developed by the researcher.

Instructional purpose(s): To evaluate each student’s performance at the
beginning and at the end of the CLPM for improving it for the future
implementation

Research purpose(s): To evaluate each student’s performance at the beginning

and at the end of the CLPM for investigating the effects of the CLPM

The translation pretest and posttest were developed by defining the test
construct and writing test specifications. The test specifications contain the following
details:

a) Purpose of the tests

— The purpose of the pretest is to assess students’ overall
translation abilities and strategic sub-competence before the

implementation of the CLPM.

— The purpose of the posttest is to assess students’ overall
translation abilities and strategic sub-competence after the
implementation of the CLPM.

b) Description of test takers

— English major or minor students who enroll in the Translation in
Business course

c) Test level

— Students with their English proficiency approximately at
a pre-intermediate to an intermediate level
d) Test construct

— Part 1: to translate a text from English into Thai

— Part 2: to identify, explain, and solve text-related translation

problems



102

e) Number of parts
— Two parts
f)  Timing of the test
— 1.5 hours
¢) Text types and other text features
— Informative texts (business articles) adapted from authentic texts
h) Test tasks, response formats, and criteria for marking
— The test tasks, response format, and criteria for marking are

presented below.

Part 1: The test task is an English-Thai translation of an excerpt of a business
article, “UK Dairy Industry in Crisis”, with approximately 100-word length. (See

Appendix C). The situational context was given as follows:

Situational context:
You are assigned to translate this excerpt from an online article, ”UK Dairy Industry

in Crisis”, from the website, http://www.abc.net.au/news/business/articles/. Your

translation will be published as a part of the article, “aqmammmmwmmuim” in

the journal “115@15398UATHAUINITAEAT” by d11UNITELATRAILINITINGEAT LUAT 1

The total score of this task is 15 marks, and a rubric scoring system with

an analytic rating scale was used to score this task (See Appendix D).

Part 2: The test task is the analysis of text-related problems in an English
source text, “5 Important Things That Make Workers Quit”, and its Thai translaiton
provided “Geddey 5 Uszmsiivilindnauaneen”. (See Appendix C). This task
requires the students to analyze the underlined 15 instances in the source text and
the underlined 15 instances in the Thai translation: 5 instances are appropriately
translated and need no revision, and 10 instances are inappropriately translated and
need revision.

The following table illustrates the details of all the 15 underlined instances,
categorized as appropriately and inappropriately translated ones, and how the 45

test items were asked and calculated.


http://www.abc.net.au/news/business/articles/

103

Table 6 Details of instances and test items in the translation pretest and posttest

(Part 2)
Details of appropriately Details of inappropriately
translated instances translated instances
Numbers of
underlined 5 instances 10 instances
instances
One test item per instance/ Four test items per instance/
1. Is this instance 1. Is this instance appropriately
appropriately translated? translated?  (No)
Numbers of  (Yes) 2. What should be the
items tested 2. What should be the translation of the instance?
and translation of the instance? 3. What is the translation
the (N/A) problem?
questions 3. What is the translation 4. What is the strategy used to
problem? (N/A) solve the problem?
4. What is the strategy used
to solve the problem? (N/A)
How to 5 instances x 1 item = 10 instance x 4 items =
calculate 5 marks 40 marks
the scores (1 item =1 mark) (1 item = 1 mark)
Total scores 5 marks 40 marks

From the table above, the underlined 15 instances consist of 5 instances that
are appropriately translated and 10 that are inappropriately translated. Among the
10 inappropriately translated instances, two instances represent the ‘word order in
a noun phrase’ problem, one instance represents the ‘impersonal pronoun-it’
problem, three instances represent the ‘passive construction’ problem, and four

instances represent the ‘other types of structure’ problem.
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To complete the test tasks, students answered four questions: (1) is the
instance appropriately translated? If it is not, (2) what should be the translation of
that instance?, (3) what is the translation problem?, and (4) what is the strategy used
to solve the problem?

To score this task, 1 mark is allocated to each of the 5 appropriately
translated instances, and 4 marks are to each of the 10 inappropriately translated
instances, so the total score of this part is 45.

How to validate the instrument:

The translation pretest and posttest were sent to three experts in the field of
translation training and language assessment in order to check for content and
construct validity by means of the Index of Item Objective Congruence (I0C), and
any items that received IOC under .67 (Ratchattranon, n.d.) were revised, and the
suggestions from the experts were applied in order to improve the test items.

The validity of the test was 0.75. Overall, the experts mentioned that the
test was appropriate. Some test items were revised according to the experts’
comments. Also, it was suggested that Part 1 of the test should be given first, and
when the time is up, the researcher should collect the answer sheets and then give
Part 2 to the students. After that, the pretest and posttest were piloted. Item
difficulty (P-value) was obtained to ensure the test reliability, and any items that did
not achieve P-value between the range of 0.20 — 0.80 were revised (Ratchattranon,

n.d.).

2) Source texts of the translation project
Source texts were selected by the teacher and given to the students to

choose the topic they liked.

Instructional purpose(s): To be used as a translation practice in the form of
a collaborative translation project for the students

Research purpose(s): To observe the students’ abilities to deal with text-
related problems and text-related difficulties in three stages (the individual

translation draft, the group’s first draft, and the group’s final draft)
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There were three different articles and six groups, so two groups got the same
source texts. The three sets of texts were selected and adapted by the researcher

so that they have a similar level of difficulty. They are all business articles from the

same source, www.businesssdaily.com. The topics are (1) How to Start a Business:
Step-by-Step; (2) 13 Startup Mistakes Every Entrepreneur Should Avoid; and (3) 6 Do's
and Don'ts of Hiring Your First Employee.

The readability of the three texts was determined by using Flesh-Kincaid. It is
noted that it is not practical to specify which levels of reading ease or which grade
levels are appropriate for the EFL students in this course since the difficulty of
a translation task cannot be determined only by the difficulty of the source text,
such as the length of the sentences or the complexity of the words. There are other
factors, such as the equivalence of the words in the language pair, or the
transliteration rules that apply for each word. However, this study made an attempt
to control some factors that can be measured by readability indices, which are the
reading ease, grade level, number of sentences, average words per sentences,
numbers of words, and percentages of complex words in the source text.
Additionally, other relevant factors were also analyzed qualitatively, and the source
texts were validated by three experts in the field of translation training and language
assessment as well. The following table illustrates readability indices of the three

source texts in this study.

Table 7 Readability indices of the source texts

Source text-1 Source text-2 Source text-3

Flesch Kincaid Reading Ease 64.7 61.7 61
Flesch Kincaid Grade Level 9.3 8.8 9.5
Number of sentences 48 59 48
Average words per sentence 21 17 19
Number of words 985 989 924

Percentage of complex words 10% 11% 12%



http://www.businesssdaily.com/
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Two assessment criteria were employed to score the three translation drafts in
this project. The individual translation draft and the group’s first draft were scored
by contract grading, in which the points are given when the task is completed and
submitted on time; and the group’s final draft was scored by competency grading, in
which the points are given based on the quality of the task. The Scoring Rubric for
Translation Project was used as the assessment instrument (See Appendix D).

How to validate the instrument:

The translation pretest and posttest were sent to three experts in the field of
translation training and language assessment in order to check for content and
construct validity by means of the Index of Item Objective Congruence (I0C). Any
items that received IOC under .67 (Ratchattranon, n.d.) were revised.

The validity of the source texts was 1.0. A suggestion was made by an expert
that the researcher should translate the three texts before the pilot study in order to
decide if the level of difficulty is appropriate for the students at this level. After that,
the source texts were piloted with a group of English major students to reassure that

the three source texts were appropriate.

3) Web-based project portfolios
A free template of web-based project portfolios is provided by Google

(https://sites.google.com). It is cost effective since users do not have to pay for the

service and also user-friendly since it is easy to create, access, retrieve, and update.

Instructional purpose(s): To facilitate the students’ collaboration as a storage
system and a platform for posting all files of their work, as well as a
communication channel between the teacher and the students

Research purpose(s): To obtain data about the student’s performance when

carrying out a collaborative group work

In this study, each group of students was assigned to create a web-based
project portfolio. There was a tutoring session to introduce how to create it.
There was a link from Google Classroom to each group’s portfolio so that it was

convenient to access the portfolios.


https://sites.google.com/
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Here are key components that were displayed on the students’ web-based
project portfolios:

(a) Homepage: This page was used as the introduction page for the
portfolio. Students could design this page as they liked.

(b) Project details: This page was used to describe the overview of the
project, such as objectives or key elements of the project.

(c) Working plan: Students presented the description of the work in each
step, the responsible persons, and the deadlines. After each step was
completed, the responsible person ticked the box in the last column,
and other members, including the teacher, could monitor the work
progress.

(d) Assigned tasks: This page was used as a space for posting translation
drafts and other tasks, such as working plans or presentation files. The

teacher could give feedback using the comment box tool.

The web-based project portfolios were not scored, but used as an online

platform for the students to post their assigned tasks.

How to validate the instrument:

The use of web-based portfolios was piloted with a group of English major
students to see if there were any technical difficulties to be aware of during the
implementation in the main study. The results were used to prepare for the web-
based project portfolio tutorial session and to monitor the students’ difficulties in

terms of creating and updating their portfolios.

4) Online forums

Online forums were incorporated to observe the students’ interaction while
they are carrying out the project. There are two types of online forums: a classroom
forum and a group forum. The online forums were not scored, but used as
a communication tool for the translation project.

4.1) The classroom forum used in this study is Google Classroom,

a learning management system (LMS) provided by Google.
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Instructional purpose(s): To facilitate communication between the teacher and
the students, for posting class materials and written feedback sheets for the
projects. Also, it is a platform to post a link to each group’s project portfolio
while they are doing the group project

Research purpose(s): To obtain data about the students’ use of online

communication as a tool for their learning

How to validate the instrument:

The use of the classroom forum was piloted with a group of English major
students to observe the students’ interaction and technical difficulties that should
be aware of during the implementation in the main study. In the pilot study,
Google+ which was selected as the LMS was not fully used since the students were
not very familiar with it. In the main study, therefore, Google Classroom was used
instead because it has been introduced in that semester as a requirement for all the
courses at Dhurakij Pundit University. When the two forums are compared, most of
the necessary functions are similar, but Google Classroom is more user-friendly in

several aspects, such as its interfaces and types of activities the teacher can assign.

4.2) Group forums are any online communication channels created by each

group at their own choices. Two channels were used: Line and Facebook Messenger.

Instructional purpose(s): To facilitate the students to communicate and discuss
with each other in their working group while they are doing the project
Research purpose(s): To obtain data about the students’ use of online

communication as a tool for their learning

How to validate the instrument:

The use of group forums was piloted with a group of English major students to
observe their interaction and technical difficulties that should be aware of during the
implementation in the main study. The results revealed that the students used Line
and Facebook Messenger to communicate with each other, so in the main study Line

or Facebook Messenger can be used, depending on each group’s preferences.
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5) Learner’s Diary

The overall objectives of Learner’s Diary are for the students to learn to self-
monitor, self-assess, and reflect on their own work. Also, it is expected that the
students will increase their self-awareness. The students were assigned to write
a diary at each stage of translation right after they finished the individual translation
draft, the group’s first draft, and the group’s final draft. Learner’s Diary consists of
three parts: (1) analysis of text-related problems, (2) analysis of text-related

difficulties, and (3) reflection on the work process (See Appendix E).

Part 1: Translation problems

Instructional purpose(s): To enhance the abilities to identify, explain, and solve
text-related problems

Research purpose(s): To obtain data about the students’ abilities to identify

and solve text-related problems in their translation project in each stage

The students were assigned to choose three most important text-related
problems from each draft, explain them, and tell how they were solved. To analyze
one text-related problem, students responded to 4 items as listed below. Items
(2) and (4) can be explained in Thai. The guiding questions in this part were adapted
from questions in the metacognitive questionnaires developed by Fernandez and
Zabalbeascoa (2012a) and the measuring instruments developed by Orozco and
Hurtado Albir (2002). The questions are as follows:

1) Specify the instance that caused the problem.

2) Explain why it is a problem.

3) What is your translation of that instance?

4) What strategies did you use to solve the problem?

Part 2: Translation difficulties

Instructional purpose(s). To enhance the abilities to identify, explain, and solve
text- related problems

Research purpose(s): To obtain data about the students’ abilities to identify

and solve text-related difficulties in their translation project in each stage



110

The students were assigned to choose three most important text-related

difficulties from this draft and explain how they solved them. Items (2) and (4) can

be explained in Thai. The guiding questions in this part are also in line with those in

Part 1 of the diary.

1) Specify the instance that caused the difficulty.

2) Explain why it is a difficulty.

3) What is your translation of that instance?

4) What strategies did you use to solve the difficulty?

Part 3: Reflection of translation process

Instructional purpose(s): To enhance students’ critical thinking through the use

of metacognitive strategies

Research purpose(s): To obtain data about the students’ collaboration through

their metacognitive strategies during each translation process

Guiding questions for this part were adapted from diaries in translation

classrooms employed by Fox (2000) and Rico (2010). The questions are as follows:

1)
2)
3)
4)
5)
6)
7)

As a group member, what did you do to complete this translation draft?
What are problems during the process of translation?

How did you solve the problems?

What reasoning was behind such decisions?

What do you think of this draft? To what extent are you satisfied with it?
What do you like best about your translation draft?

If you could do anything differently, what would it be?

How to validate the instrument:

Learner’s Diary was sent to three experts in the field of translation training and

language assessment in order to check for content and construct validity by means

of the Index of Item Objective Congruence (I0C), and any items that received 10C

under .67 (Ratchattranon, n.d.) were revised.

The validity of the Learner’s Diary was 0.9. Overall, the guiding questions were

clear, but it was recommended that the word ‘fragment’ should be revised, and the

instructions should be made be clearer in terms of the language used (English or
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Thai) in writing the diary. After that, it was piloted with a group of English major
students, and the students’ feedback was observed. The results revealed that some
students failed to submit some or all of their diaries. It was probably because they
did not recognize the importance of this task. In the main study, therefore, the
objectives were clearly explained so that the students would understand and pay
more attention to this task, and the students were assigned to practice writing

a short reflection since the beginning of Module A (Training session), and short
written feedback from the teacher was given to the students so that they clearly

understood what was expected from this task.

6) Assessment tools

There are six assessment forms in this Collaborative Translation Project:
(1) Scoring rubric for translation project, (2) Peer-editing and Peer-assessment form,
(3) Self-editing and Self-assessment form, (4) Presentation evaluation form,

(5) Checklist for text analysis and working plan, (6) Checklist for class participation.

Instructional purpose(s): To be the guidelines for the students to perform
activities and tasks and also for the assessment and evaluation
Research purpose(s): To obtain data about the students’ performance

throughout the project

All the forms were provided in the Project Manual, and also were briefly
explained to the students during the project orientation period and mentioned again
before they started each task or activity, so that the students clearly understood all
the criteria. Here are the detailed explanations about each form.

6.1) Scoring rubric for translation project

The scoring rubric for translation project was developed for evaluating the
final draft of the translation project, and the assessment was performed by the
teacher. This study adapted the scoring rubric developed by Angelelli (2009)
which is a five-point-scale scoring rubric drafted for the American Translators
Association (ATA), proposed as an example for assessing translation ability by
professional associations. The five operational categories for the ATA’s rubric are

source text meaning, target text style and cohesion, situational appropriateness,
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grammar and mechanics, and translation skills (Angelelli, 2009). Its working definition
of the construct is based on the communicative translation competence approach,
the approach adopted for this study. In sum, the criteria, the number of scales, and
the descriptors were adapted to suit the learning context in this study
(See Appendix D).
6.2) Peer-editing and Peer-assessment form
The peer-editing form developed in this research contains criteria and
descriptors adapted from the revision parameters proposed by Mossop (2007).
The parameters are the types of errors a reviser checks for during the process of
collaborative editing and translation revision. This form features rubric scoring with
three scales: needs to be improved, fair, and proficient. The peer-editing form aims
at giving feedback to other groups’ translations. The focus is on the editing process
and the feedback from peers, not the scores from the assessment. The form is
illustrated in Appendix F.
6.3) Self-editing and self-assessment form
The self-editing form was developed in line with the peer-editing form so that
the students have guidelines for revision, editing, and assessment of their own work
before passing it on to the peer-editing process. The form is illustrated in Appendix G.
6.4) Presentation evaluation form
The presentation evaluation form in this research was developed mainly
as a guideline for the presentation activity in this project. The criteria consist of
information, language use, visual aids, time management, and questions and
discussion. There are three scales: needs to be improved, fair, and proficient. The
three-level scale is used because the presentation is only a means to share ideas for
learning and discussion among students. The presentation uses a contract-grading
measurement because it aims at giving feedback to the students, rather than
assessing their performance. The presentation evaluation form is illustrated in
Appendix H.
6.5) Checklist for working plan and text analysis
The checklist for text analysis and working plan was developed mainly as

a guideline for the students when they were doing their working plan and text
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analysis. The checklist for working plan consists of working steps, time frame,
responsible person(s), group communication method(s), and analysis of group work
issue(s). The checklist for text analysis is based on text analysis for translation (Nord,
2005), consisting of sender, sender’s intention, audience and medium of the source
text and the target text, subject matter, text composition, five text-related problems,
and five text-related difficulties. The working plan and text analysis were contract-
graded. The students got the scores when they completed and submitted them on
time. Also, the teacher’s feedback on incorrect analysis was given to the students.
The checklist is illustrated in Appendix I.

6.6) Checklist for class participation

The checklist for class participation was developed as a guideline for three
class activities: class discussions in the presentation sessions, collaborative editing,
and peer editing. Descriptors are the activities the students were expected to do
before and/or during the presentation as the audience and during the editing
sessions. The details are illustrated in Appendix J.

How to validate the instruments:

All the assessment instruments were sent to three experts in the field of
translation training and language assessment in order to check for content and
construct validity by means of the Index of Item Objective Congruence (I0C), and
any items that received IOC under .67 (Ratchattranon, n.d.) were revised.

The suggestions from the experts were applied in order to improve the
allocation of scores in the scoring rubric used for both the translation tests and the
translation project. After that, the instruments were piloted with a group of English
major students. The results revealed that the students needed more explanations
about the scoring rubric descriptors, so the criteria were discussed and reviewed
more often in class in Module A (Training session) when the teacher’s feedback on
translation assignments was given and when the students practiced editing their own
and their peers’ work.

7) Semi-structured interview protocol

The semi-structured interview was conducted by the researcher after the

implementation of the CLPM.
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Instructional purpose(s): This instrument has no instructional purpose
Research purpose(s): To obtain data about the students’ learning and

collaboration during the process of the translation

Based on the guiding questions in the interview, data on the students’
performance and opinions obtained from the Learner’s Diaries and the final
presentation was used to explore more in detail how and why the students did
or thought that way. The guiding questions for the interview are presented as
Appendix K.

How to validate the instrument:

The semi-structure interview was sent to three experts in the field of
translation training and language assessment in order to check for content and
construct validity by means of the Index Objective Congruence (I0C), and any items
that received I0C under .67 (Ratchattranon, n.d.) were revised.

The validity of the semi-structure interview was 1.0. Overall, the experts
stated that the questions were appropriate for collecting data in this study. However,
there was a suggestion that it might be necessary to probe for getting more details
when the researcher asks the students how they performed activities in each step.
After that, the interview was piloted with one English major student, and the
students’ responses were clear, so there was no further revision.

8) Lesson plans

The details of the lesson plans include the course content, the procedure,

and the assignments.

Instructional purpose(s): To be the plan and guideline for the implementation
of the CLPM

Research purpose(s): This instrument has no research purpose.
How to validate the instrument:

The lesson plans were sent to three experts in the field of translation training

and language assessment in order to check for content and construct validity by
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means of the Index of Item Objective Congruence (I0C), and any items that received
IOC under .67 (Ratchattranon, n.d.) were revised.

The validity of the lesson plan was 1.0. Overall, the experts stated that the
lesson plans were well-planned and appropriate, but time allotment for each activity
should be more specific. After that, the lesson plans were piloted with a group of
English major students. The results revealed that the lesson plans were clear and
other elements were appropriate, so there was no further revision.

9) Teaching materials
The teaching materials include all the course materials for Module A and the

Project Manual for Module B.

Instructional purpose(s). To be the materials for the module implementation

Research purpose(s): This instrument has no research purpose.

How to validate the instrument:

The teaching materials were sent to three experts in the field of translation
training and language assessment in order to check for content and construct validity
by means of the Index of Item Objective Congruence (I0C). Any items that received
IOC under .67 (Ratchattranon, n.d.) were revised.

The validity of the teaching materials was 0.95. Overall, the experts remarked
that the teaching materials were well thought. However, there was a suggestion that
more examples of source texts, especially more business-oriented examples, should
be added. The suggestions from the experts were applied to improve some content
and sequences of the teaching materials. After that, the teaching materials were
piloted with a group of English major students. The results revealed that the
teaching materials were clear and could be appropriately used. Nevertheless, the
criteria for assessing and editing translation tasks needed to be discussed repeatedly
during the translation feedback session and the editing practice session.

In sum, after the instruments were developed, they were validated and used
in the pilot study, and then they were revised before being used in the main study.

The next section describes the implementation and evaluation of the CLPM.



116

3.3 Implementation and evaluation of the Collaborative Project-based

Learning Module

The implementation and the evaluation of CLPM as the main study of this
research were in the first semester of the academic year 2015. The participants were
all the 21 students who enrolled in the Translation in Business course. To explore
its effects, data was collected before, during, and after the implementation of the
CLPM. This section presents how the CLPM was evaluated in terms of data

collection and data analysis in the main study of this research.

1) Translation pretest and posttest

The translation pretest was administered at the beginning of the Training
session of the CLPM. It is a paper-based test, but it was conducted in a computer
lab. The whole test takes 90 minutes.

In Part 1, the test task is an English-Thai translation of a business article. The
students were allowed to use the Internet from the computer as a research tool for
their translation. In Part 2 of the test, the test task is the analysis of text-related
problems in an English-Thai translation text, and the students were not allowed to
use the Internet.

The same translation test used as the pretest was administered as the
posttest at the end of the CLPM, and the same administering procedure was applied.

Part 1 of the test, translation of a business article, has an objective to explore
the students’ overall translation abilities. The students’ translations were scored
with the use of the scoring rubrics developed for this task.

Part 2 of the test, analysis of text-related problems from the given English-
Thai translation task, was scored with the use of the answer key as a guideline

How to ensure reliability:

Both the pretest and posttest were marked by the researcher and
another rater in order to ensure inter-rater reliability. The inter-rater was an
experienced translation instructor who has taught translation in higher education.
The inter-rater was trained by the researcher in order to analyze the test. Then,

both raters analyzed the data separately and checked for consistency.
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How to analyze the data:
Since there were only 21 students in this study, non-parametric statistics
Wilcoxon was applied to compare their development after the implementation of

the CLPM.

2) Translation drafts

Since the Collaborative Translation Project in this study assigned the students
to follow the procedure designed for them to collaborate with each other, there
were altogether three translation drafts that each group produced. The ‘individual
translation draft” was produced by each student at the beginning of the project.
Then, they collaborated with each other to produce the ‘group’s first draft’ and later
on the ‘group’s final draft’. The three translation drafts were submitted to the
teacher by posting onto each group’s web-based portfolio by the deadlines stated in
the Project Manual.

The individual translation draft and the group’s first draft were marked as
participation scores. The students got the score if they completed and submitted
them by the deadlines. The group’s final draft translation was marked based on the
quality of the work, using the scoring rubric developed for this project.

How to ensure reliability:

The group’s final draft was marked by the researcher and another rater to
ensure inter-rater reliability. The inter-rater was an experienced translation instructor
who has taught translation in higher education. The inter-rater was trained by the
researcher in order to analyze the translation drafts. Then, both the raters analyzed
the data separately and checked for consistency.

How to analyze the data:

The scores of the final drafts were reported in the form of percentage.

3) Learner’s Diaries

Writing diaries is an individual assignment that each student did right after
they finished each translation draft, and the diary was submitted to the teacher via
Google Classroom in the form of a private message. The same set of guiding

questions was applied for the three diaries at each stage of translation. The file of
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the Learner’s Diary was provided in the Project Manual, which could be downloaded

from Google Classroom. The students could download the file and used it three

times for their three diaries.

The students’ responses to guiding questions in the diaries were divided into

three parts. Data analysis of Part 1 of the diary, analysis of text-related problems,

has an objective to investigate the students’ abilities to identify and solve text-

related problems at each stage of translation. Here are the 4 steps to analyze text-

related problems.

1)

2)

3)

4)

All the instances that the students listed were marked in order to find the
number and percentage of correct problems and appropriate solutions in
each diary.

The data from each diary was compared in order to explore how the
students improved their abilities throughout the 6-week process of
translation.

All the instances were categorized as subcategories of text-related
problems, and the data from each diary was compared to investigate
types of problems that the students listed and their abilities to solve the
problems at each stage of translation.

Text-related problems listed in Diary-1 were analyzed again by comparing
the number and percentage of the appropriate solutions in this draft with
the number and percentage of the appropriate solutions in the final draft.
The objective was to see which types of problems the students could
solve at the first stage of translation (in the individual translation draft)
and how those problems were solved at the end of the project (in the

group’s final draft).

In this study, the analysis of Part 2 of the diary was used to study how the

students improved their abilities to solve text-related difficulties by comparing the

abilities at the first stage of translation (in the individual translation draft) with the

abilities at the end of the project (in the group’s final draft). Here are the three steps

to analyze text-related problems
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1) All the instances listed as text-related difficulties listed in Diary-1(or the
individual translation draft) were marked if they were appropriately solved
in this draft.

2) The text-related difficulties that could not be solved in Diary-1 (or
the individual translation draft) were tracked down if they could be
successfully solved in the group’s final draft at the end of the project.

3) The text-related difficulties were categorized and explained to see which
types of difficulties were problematic for the students at the first stage of
translation (in the individual translation draft) and how those difficulties

were solved at the end of the project (in the group’s final draft).

In Part 3, reflection of the work process, the students’ responses were used
as background information for the interview at the end of the CLPM. The objective
is to explore the students’ collaboration and performance-related difficulties that
occurred during the process of translation.

How to ensure reliability:

Part 1 and Part 2 of the diaries were analyzed by the researcher and another
rater in order to ensure inter-rater reliability. The inter-rater was an experienced
translation instructor who has taught translation in higher education. The inter-rater
was trained by the researcher. Then, both raters analyzed the data separately and
checked together for consistency.

Part 3 of the diaries were analyzed by the researcher and another rater to
ensure inter-rater reliability. The inter-rater was a researcher who has experience in
analyzing qualitative data. The inter-rater was explained about the categories and
subcategories of the work process and the performance-related difficulties. Then,
both raters analyzed the data separately and checked for consistency.

How to analyze the data:

In Part 1 and Part 2 of the diaries, the scores were analyzed and reported as
percentages.

In Part 3 of the diaries, the data was analyzed qualitatively. Data coding was

employed (Chamaz, 2006). The diaries were read word-by-word to look for any
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elements that mentioned about the students’ work process and the difficulties they
encountered and resolved. Then, the initial coding that contained the same
meaning was sorted into subcategories. After that, subcategories were integrated into

major categories to conceptualize the concepts.

4) Group’s final presentations

The group’s final presentations were the presentations at the end of the
project. The students were asked to present an analysis of their group’s work
process, including challenges and solutions and what they learned from this project.

This set of data was elicited from the video-recording of their presentations.
The objective is to elicit data about the students’ work process and their abilities to
identify and solve performance-related difficulties.

How to ensure reliability:

The data from the video transcripts was analyzed by the researcher and
another rater to ensure inter-rater reliability. The inter-rater was a researcher who
has experience in analyzing qualitative data. The inter-rater was explained about the
categories and subcategories of the work process and the performance-related
difficulties. Then, both raters analyzed the data separately and checked for
consistency.

How to analyze the data:

The data was analyzed qualitatively. Data transcribing, coding, and analyzing
were employed (Chamaz, 2006) using the same method as the one used for

analyzing qualitative data in Part 3 of the Learner’s Diary.

5) Semi-structured interviews

The semi-structured interviews were conducted at the end of the CLPM.
The objective is to obtain qualitative data about the student’s abilities to identify
and solve text-related problems, text-related difficulties, and performance-related
difficulties; the way they managed translation project; the collaboration and
interaction among the students; and the students’ opinions towards their

performance and this translation project.
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There was a list of guiding questions to ask the students during the interview,
but most questions were asked based on the data elicited from the Learner’s
Diaries and the final presentations. The questions in the interviews, therefore,
focused more on in-depth information regarding ‘how’ and ‘why’ the students did
or did not perform something during the project, based on interesting issues that
needed further explanations from the other research instruments.

The researcher was the one who conducted all the interviews. All the
students were individually interviewed, but after the preliminary analysis of data,
it was found that the interview data from the group leader of each group was
sufficient. Therefore, only the interview data from one student as a representative
of each translation project group, making a total of six respondents, was used for
the data analysis.

How to ensure reliability:

The data from the interview was analyzed by the researcher and another
rater to ensure inter-rater reliability. The inter-rater was a researcher who has
experience in analyzing qualitative data. The inter-rater was explained about
the categories and subcategories of the work process and the performance-related
difficulties. Then, both the raters analyzed the data separately and checked for
consistency.

How to analyze the data:

The data was analyzed qualitatively. Data transcribing, coding, and analyzing
were employed (Chamaz, 2006) using the same method as the one used for

analyzing qualitative data in Part 3 of the Learner’s Diary and the final presentations.

In sum, this chapter explains the research design and procedure, the
conceptual framework of the study, the learning model of the Collaborative
Translation Project, the contexts of the CLPM, as well as the structure and the
assessment schemes of the CLPM. It also elaborates how the research instruments
were developed and used to evaluate the CLPM.

The next chapter describes the findings of this research by presenting the

brief overview of the CLPM, the analysis of the learners’ characteristics, the results
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obtained from the evaluation of the CLPM, and also the analysis of typical

characteristics and limitations of the Collaborative Translation Project.
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CHAPTER IV
RESEARCH FINDINGS

The objectives of this study are to develop a collaborative project-based
learning module for translation training in order to enhance strategic sub-
competence of EFL learners in a language degree program, and to investigate its
effects on the development of the students’ strategic sub-competence. The

research questions are as follows:

1. How can a collaborative project-based learning module for translation
training be developed to enhance strategic sub-competence of EFL

learners in a language degree program?

2. What are the effects of the implementation of the Collaborative Project-
based Learning Module for translation training on the development of

strategic sub-competence of EFL learners in a language degree program?

2.1 What are the effects of the implementation of the Collaborative
Project-based Learning Module for translation training on the
development of EFL learners’ abilities to identify and solve text-

related problems?

2.2 What are the effects of the implementation of the Collaborative
Project-based Learning Module for translation training on the
development of EFL learners’ abilities to identify and solve text-
related difficulties?

2.3 What are the effects of the implementation of the Collaborative
Project-based Learning Module for translation training on the
development of EFL learners’ abilities to identify and solve
performance-related difficulties?

To answer the research questions, this chapter presents the findings of this
study by depicting an overview of the proposed Collaborative Project-based Learning

Module (CPLM), the analysis of learners’ characteristics, the evaluation of the
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learning module, as well as typical characteristics and limitations of the Collaborative
Translation Project, the group project that was assigned to the students as part of
the learning module. The findings presented in this chapter are in four main parts as
follows:
4.1 Overview of the Collaborative Project-based Learning Module:
This overview of the CPLM is presented to answer Research Question 1.
The details include the key constructs for designing the CPLM, the objectives
of the CPLM, the procedure for implementation, and the method for
evaluating the outcome.
4.2 Analysis of learners’ characteristics:
The characteristics of the EFL learners in this particular learning context were
analyzed in order to provide background information for the analysis of the
effects of the CLPM. The details include the data on their majors, the number
of years of their study, their pretest scores, and their participation scores.
4.3 Evaluation of the Collaborative Project-based Learning Module:
This part explains the effects of the CLPM in order to answer Research
Question 2.
- Item 4.3.1 shows the effects of the CLPM on the students’ overall
translation abilities.
- Item 4.3.2 answers Research Question 2.1 by explaining their abilities to
identify and solve text-related problem:s.
- Item 4.3.3 answers Research Question 2.2 by explaining their abilities to
identify and solve text-related difficulties
- Item 4.3.4 answers Research Question 2.3 by explaining their abilities to
identify and solve performance-related difficulties.
4.4 Typical characteristics of the Collaborative Translation Project:
This part explains the typical characteristics of the Collaborative Translation
Project by analyzing the students’ views on the differences between this
Collaborative Translation Project and the other translation projects they had

conducted before.
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4.5 Limitations of the Collaborative Translation Project:
This part explains the limitations of the Collaborative Translation Project,

concerning the use of web-based portfolios and Learner’s Diaries.
4.1 Overview of the Collaborative Project-based Learning Module

This part aims at answering Research Question 1, ‘How can a collaborative
project-based learning module for translation training be developed to enhance
strategic sub-competence of EFL learners in a language degree program?’

The proposed learning module namely, the ‘Collaborative Project-based
Learning Module” (CPLM) was developed with the main objective to enhance Thai
EFL learners’ strategic sub-competence, which includes their abilities to identify and
solve text-related problems, text-related difficulties, and performance-related
difficulties (See Figure 6).

The conceptual framework of this study functioning as the key constructs for
designing the CPLM was developed by integrating three main theoretical frameworks:
the communicative approach to translation training, the collaborative project-based
learning approach, and the principles of group interaction and communication (See
Figure 6).

This 15-week learning module designed for translation training in the context
of Thai EFL undergraduate students majoring or minoring in English taking a business
translation course as their elective. The CLPM consists of two sub-modules.

Module A, the “Training session’, was conducted from week 1-9, with the
objectives to enhance knowledge about translation and practice all types of
translation skills necessary for carrying out the translation project in Module B.

This module included the discussions on business text types, the
communicative translation method, and text analysis for translation; and the
activities to practice editing translation tasks and researching skill focusing on the use
of electronic resources. Additionally, in the lesson on translation problems and
translation strategies, the class discussed transfer tasks that all English-Thai

translators need to be aware of due to the differences between English and Thai,



126

such as translating reference pronouns or sentences with passive construction and
transcribing proper nouns. The students practiced identifying and solving those
problems both in class and as homework assignments. More importantly, the
students learned about collaboration from translation practice in pairs and in small
groups, and there was also a session to discuss Dos and Don’ts in collaborative
editing and peer editing, with the objective to raise awareness about the importance
of team spirit in collaboration. In this training session, the students were trained to
reflect on their learning from each translation assignment by the use of diaries to
reflect on what they learned from that task, what problems they found and how
they solved them; and to analyze how they were satisfied with that task and what
they could do to improve the quality of their performance. (See details in ltem 3.2.3
and Appendix A)

It is noted that the knowledge and skills in Module A were designed
particularly for EFL students at the early stage of translation, in order to prepare
them to be ready for the collaborative project in Module B.

Module B, ‘Collaborative Translation Project’, was conducted from week
10-15, with the objective to facilitate the students to work collaboratively in
conducting a translation project.

The project was a small group assignment of English-Thai translation. The
source text was in the topic of business management. Detailed steps and guidelines
were provided in the Project Manual, comprising all the task and activities in the
project, the assessment criteria for assessing the project, and all the assessment
forms, such as the scoring rubric for translation project, the peer editing form, and
the checklist for class participation (i.e. in Collaborative editing session, Peer editing
session, and Presentation session).

The activities in Module B included the project orientation by the teacher,
project planning, text analysis, training on creating a web-based project portfolio,
presentation-1 and classroom discussion, individual translation, collaborative editing
(the students working together in their own group to edit their own translation and
produce the groups’ first draft translation), peer editing (two groups performing

reciprocal editing to give feedback and suggestions to their counterpart to produce
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the groups’ final draft translation), Learner’s Diary writing, and the final presentation
(See details in Figure 8 and Appendix B).

As mentioned previously, the first objective is to develop a collaborative
project-based learning module, and the second objective is to explore the effects of
the CLPM on the development of the students’ strategic sub-competence. Data was
collected from the translation pretest at the beginning of the CLPM and the
translation posttest at the end. During the project implementation, data was also
collected from the students’ translation drafts, their Learner’s Diaries, and their
group’s final presentations. Also, the semi-structured interview was conducted at
the end of the CPLM.

The next part analyzes the EFL learners’ characteristics in this study so that
the results can form the basis for analyzing the effects of the CPLM in the following

parts.
4.2 Analysis of learners’ characteristics

The CLPM was implemented in the first semester of the academic year 2015.
All the students were EFL learners who enrolled in a business translation course at
Dhurakij Pundit University, a private university in Bangkok, Thailand. This course is
offered as an elective course mainly for third-year and fourth-year English major
students who passed two required translation courses, Introduction to Translation
and Intermediate Translation, offered in their second year of study. However, in the
semester that the main study of this research was conducted, five students from
other majors joined this course as their minor course as well. The background

information of all the students is illustrated in the following table.
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Years of Pretest Participation
Group Student
Gender Major study scores scores
Number code
at DPU (%) (%)
la Female English 3 61.67 100
1 1b Female English 3 63.33 100
1c Female English 3 45 94
2a Female  Thai for Career 3 26.67 100
9 2b Female  Thai for Career 3 36.67 100
Ve Female Thai for Career 3 28.33 100
2d Female  Thai for Career 3 26.67 89
3a Female English 3 38.33 94
3 3b Female English 3 58.33 83
3¢ Female English 3 58.33 94
4a Female English 4 36.67 100
q ab Female English 4 20 100
e Female English 4 45 100
ad Female English 4 61.67 78
5a Female English 4 28.33 100
5 5b Female English 4 21.67 100
5¢c Female English 4 31.67 100
Business English
for
6a Male Communication a4 83.33 100
(International
6 Program)
6b Female English 4 45 67
6C Female English 5 43.33 56
6d Female English 5 65 50

From Table 8 above, it is noticeable that there was a great variation among

the students’ background information. Their background information was analyzed

in two main areas: (1) their majors, years of study, and translation pretest scores,

which can be related to their overall abilities in language and translation; and (2) the

participation scores, which can reflect their commitment to the project.

4.2.1 The students’ majors, years of study, and pretest scores

Most students were from the English Major, except from four members in

Group 2 and one member in Group 6, namely 6a. In Group 2, all the members
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majored in Thai for Career and minored in English. Therefore, they had studied
English less than the other students in this course, and they had less experience in
translation as well. As can be seen from the pretest scores, every member in Group
2 had translation pretest scores lower than 44.5%, the mean score of this test.

For 63, the only male student who studied in the International Program in Business
English for Communication, he had a stronger background in English and business
and also more experience in translation since he took 3 translation courses in
previous semesters and another course in the semester that the data was collected.
6A also got the highest translation pretest scores (83.33%) as well.

When the number of years of study is taken into consideration, most students
were in their third and fourth year. Only two English major students in Group 6
(6c and 6d) were in their fifth year as they had failed this course and a few English
courses in previous semesters. In terms of translation abilities, 6c got the score of
65%, which was the second highest score, but 6d got 43.33% which was a bit lower
than the mean score.

When the pretest scores of the students as members of each group were
analyzed, it was found that the two groups whose all members got the pretest
scores lower than the mean score were Group 2 (four students from the Thai major)
and Group 5 (three students from the English major). The other three groups had
one or two members who got the pretest scores lower than the mean score, and
Group 1 was the only group that all members got the pretest scores higher than the
mean score.

Consequently, it can be clearly seen that all the 21 students in this class had
different years and experience of English learning, as well as different background

knowledge, skills, and experience in translation.

4.2.2 The students’ participation scores

Participation scores form this project are considered another factor that
should be analyzed since they can explain the students” commitment to their own

study, and probably to the success of the group project.
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Each student’s participation score from Table 8 was calculated from their
participation in activities and their work submission during the 6-week project. It
includes participation in the presentations, collaborative editing, and peer editing,
as well as the submission of the individual translation draft, the group’s first draft,
the group’s final draft, and three Learner’s Diaries. All these activities and
assignments were graded using contract-grading assessment, meaning that scores are
given when the students fully participated in each activity or completed each task
and submitted it by the deadline. Each diary consists of three parts: analysis of three
text-related problems, analysis of three text-related difficulties, and six questions as
reflections on their work process; therefore, it took some time to do all the tasks in
the diary. At the end, the data reveals that some students did not complete some
parts of the diaries, and two students (6¢ and 6d) failed to submit any diaries. These
scores, therefore, can reflect how much effort each student put into their learning
during the project.

The mean score of the participation scores was 91%. Among five students
who got the scores lower than the mean score, three members in Group 6 (6b, 6c,
and 6d) were the only three students in class who got lower than 70% because one
of them summited only one diary and the other two did not submit any diaries at
all. Also, the three of them missed some class activities during the project
implementation.

In sum, it is very interesting to explore how this group of EFL students with
a great variation of background knowledge, experience, and skills in English and
translation, as well as a variety of learning habits, would experience benefits and
difficulties from the assigned Collaborative Translation Project.

The next part presents the findings on the evaluation of the CLPM by

analyzing its effects on the development of the students’ strategic sub-competence.
4.3 Evaluation of the Collaborative Project-based Learning Module

As mentioned earlier that the second objective of the present study is to

investigate the effects of the CLPM on the development of EFL learners’ strategic
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sub-competence, this section presents the data in four main aspects: (1) the

students’ overall translation abilities; (2) their abilities to identify and solve text-
related problems; (3) their abilities to solve text-related difficulties; and (4) their
abilities to identify and solve performance-related difficulties. The details are as

follows:

4.3.1 The students’ overall translation abilities

Data on the students’ overall translation abilities was elicited from the
translation pretest and posttest (Part 1). The objective is to explore the students’
overall translation abilities after attending the CLPM. Although it is not the main
objective of this study, this set of data can be used to explain how the students
improved after taking this learning module.

The test task is an English-Thai translation of an excerpt of a business article,
“UK Dairy Industry in Crisis” (See Item 3.2.4 and Appendix Q).

The total score of this part is 15, and the number of test takers is 21. The

findings are illustrated in the following table.

Table 9 Translation Pretest and Posttest Scores (Part 1)

Mean Sum of
Test Ranks N p
Rank Ranks
Pretest- Negative 1 15.00 15.00 .001*
Posttest: Positive 19 10.26 195.0

Part 1 Tiles 1 - -
Note. *p < 0.05

As displayed in Table 9, students improved their overall translation abilities at
significant level 0.05. Thus, this indicates the students’ significant improvement on
their overall translation abilities after attending the fifteen-week CLPM.

Part 1 of the tests was also used to investigate the students’ abilities to

identify and solve text-related problems in Item 4.3.2.
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4.3.2 The students’ abilities to identify and solve text-related problems

This part aims at answering Research Question 2.1, ‘What are the effects of
the implementation of the Collaborative Project-based Learning Module for
translation training on the development of EFL learners’ abilities to identify and
solve text-related problems?’

The term ‘text-related problem’, one of the categories of translation
problems refers to objective transfer tasks every translator has to deal with, due to
the differences between the source language and the target language, such as the
use of personal pronouns in English and Thai or structures of noun phrases in the
two languages. The relevant term is text-related difficulty, referring to subjective
transfer tasks some translators have to deal with, due to their own levels of
knowledge and competence, such as lack of abilities to comprehend complex
sentence structures or to use translation resources. In other words, text-related
problems are associated with the differences between the two languages, but text-
related difficulties are caused by translators’ lack of some abilities. Therefore, the
students’ analysis of text-related problems in this study were marked as correct or
incorrect; however, their analysis of text-related difficulties was not viewed as correct
or incorrect since the students could identify any elements that they considered
difficult for them. It is notable that to identify text-related problems requires a
higher level of competence to understand and analyze them, but to identify text-
related difficulties does not. The objectives of the two tasks are different. In this
study, the students were assigned to identify text-related problems because they,
as novice translators, needed to be aware of the problems that might occur in their
translation. On the other hand, the students were assigned to identify text-related
difficulties in order to be more aware of their own weaknesses. Data in this study
reveals that some elements that the students identified as text-related problems
and text-related difficulties were similar, but if any elements were identified as text-
related problems, the students needed to justify their answers to make sure they

understand them correctly.
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In Module A (Training session), the students learned and practiced how to
identify and solve text-related problems in different contexts before starting the
project. The categories of text-related problems in English-Thai translation in this
study are lexical, syntactic, and convention-related problems, and the subcategories
of the problems include:

1. Lexical problems: word meaning in context

2. Syntactic problems: word order in a noun phrase, impersonal pronoun

“it’, 3rd—person pronoun and possessive adjective, verb tense, passive
construction, derived sentence, and other types of structure

3. Convention-related problems: punctuation mark, marking of plurality, and

transcribing proper name

(See definitions of each problem in Item 3.2.3)

To investigate the students’ abilities to identify and solve text-related
problems, data was collected from the pretest and posttest to see the improvement
after the implementation of the CLPM, and also from Learner’s Diaries and
translation drafts of the students to see the progress during the process of the
Collaborative Translation Project.

The pretest and posttest includes the lexical problems (word meaning in
context), four subcategories of syntactic problems (word order in a noun phrase,
impersonal pronoun-it, passive construction, and other types of structure), and one
subcategories of convention-related problems (transcribing proper name).
Additionally, data from the translation project includes all subcategories of text-
related problems.

Apart from the abilities to identify text-related problems, the students were
trained to solve the problems as well. Strategies to solve the problems are varied.
The terms addition, subtraction, and alternation were introduced in class, but in
practice, more than one technique could be applied, so solving the problems in this
study focuses on the students’ abilities to appropriately translate instances identified

as text-related problems.
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4.3.2.1 Data collected from the pretest and the posttest

The results of the pretest and posttest were also used to investigate the
effects of the CLPM on developing the students’ abilities to identify and solve text-
related problems. The lexical problems and the convention-related problems were
tested in Part 1, and the syntactic problems were tested in Part 2. The results of the
tests are presented below.

In Part 1 of the test, the task was a translation of the passage ‘UK Dairy
Industry in Crisis’. The source text passage includes two instances of the lexical
problems (word meaning in context) and two instances of the convention-related
problems (transcribing proper name). The results of the pretest and posttest are

presented in Table 10 and 11.

Table 10 Pretest and posttest scores of lexical problems

Mean Sum of

Test items Ranks N P
Rank Ranks

ltem 1: Negative 1 4.50 4.50 .034*

(dairy) Positive 7 4.50 31.50

farmers Tiles 13 - -

ltem 2: Negative 1 5.00 5.00 .020*

firm Positive 8 5.00 40.00

Tiles 12 - -

Note. *p < 0.05

Table 10 shows the two items involving lexical problem or ‘word meaning in
context’ that were tested. The two words, ‘(dairy) farmer’ and ‘firm’, have multiple
meanings, so the students needed to choose an appropriate meaning of each word
in the context for their translation. The data reveals that the students significantly
improved their abilities to solve lexical problems at significant level 0.05.

To clearly understand these items, the following data shows some examples
of the students’ appropriate and inappropriate solutions to the ‘word meaning in

context’ problem.
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In test item 1, the phrase ‘(dairy) farmers’ in the sentence ‘Approximately
14,000 dairy farmers in the UK, producing 3.3 million liters per day, have been hit by
a series of price cuts.” should be translated as ‘Lﬂwmﬂiél,gmiﬂuu’ or ‘QL?:EJQIﬂuaJ’ ,
but some students translated the word as ‘¥17UNSTAUL’ , “UNIAUNTY , V17U
ﬁLgﬁlﬂﬂuu’ which were unnatural, and ‘¥13LnEAINT’ which was incomplete.

In test item 2, the word ‘firm’ in the sentence ‘Recently, a Germany’s firm
spent £80 million to take over the management of factories in Derbyshire and Essex.’
should be translated as ‘US®%’ , but some students translated the word as,
“UIEMTeEL’ |, ‘anugsia’ which were unnatural, and ‘egnautiuey’ , ‘Armsiung
ISRk , ‘ARuULT9A1” which were inaccurate.

Table 11 presents the two items of the convention-related problems, or the

subcategory of ‘transcribing proper name’, that were tested in Part 1 of the test, so

the students needed to transcribe the given proper names.

Table 11 Pretest and posttest scores of convention-related problems

Mean Sum of
Test items Ranks N P
Rank Ranks
ltem 1: Negative 1 5.00 5.00 .020*
Derbyshire Positive 8 5.00 40.00
Tiles 12 - -
ltem 2: Negative 1 5.00 5.00 .020*
Essex Positive 8 5.00 40.00
Tiles 12 - -

Note. *p < 0.05

The data from Table 11 reveals that the students significantly improved their
abilities to solve convention-related problems at significant level 0.05.

In test item 1, the word ‘Derbyshire’ in the sentence ‘Recently, a Germany’s
firm spent £80 million to take over the management of factories in Derbyshire and

Essex.” should be transcribed as ‘ansUwes’ or ‘@nsUses’ , but it was also
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transcribed as ‘waueled *, wasunenys’ , ‘wastlen’ which were inaccurate, and,
in test item 2, the word ‘Essex’ in the same sentence which should be transcribed as
‘“WaLlng’ was also transcribed as ‘Lo@LA’ , LoAERD T ‘“Walsnd’ which were
inaccurate.

From the data in Table 10 and Table 11, it seems fair to suggest that the
students made progress in their abilities to analyze and solve the lexical problems
and the convention-related problems after taking the CLPM.

In Part 2 of the test, the test task is the analysis of syntactic problems in
an English source text, “5 Important Things That Make Workers Quit”, and its Thai
translaiton “adfiy 5 Usznisfivhliniinauanesn”, as explained in Item 3.2.4. The
total score for this part is 45, and the number of test takers is 21. The pretest and

posttest scores are presented in Table 12 below.

Table 12 Translation Pretest and Posttest Scores (Part 2)

Mean Sum of
Test Ranks N p
Rank Ranks
Pretest- Negative 5 6.00 30.00 .005*
Posttest: Positive 15 12.00 180.00

Part 2 Tiles 1 - -

Note. *p < 0.05

Table 12 reveals that the students improved their abilities to analyze and
solve syntactic problems at significant level 0.05. Thus, this indicates the students’
signficant improvement on their abilities to identify and solve synatactic problems
after attending the fifteen-week learning module.

To clearly understand the students’ abilities to identify and solve text-related
problems, particularly syntactic problems, the analysis of each subcategory was
carried out. The four subcategories of syntactic problems being selected to

investigate in this pretest and posttest are illustrated in Table 13.
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Table 13 Examples of syntactic problems in the pretest and the posttest (Part 2)

Examples of

Examples of

Thai translations

language forms ST instances provided
1. Word order ~ noun of noun ‘one of the first ‘y@maﬁﬂﬁm
in a noun reasons’ BUAULIN
phrase
H ¢ ) ¢ . (Y S o o &
2. Impersonal it + verb ‘be’/ It is necessary for  ‘Uubupsasandu
pronoun ‘it”  linking verb + adj.  women...’ GRV VAT
3. Passive subject + ‘The results can ‘wamﬁﬁammsagﬂ
construction  verb ‘be’+ be explained psuelaan..’

past participle

that...’

4. Other types ~ Varied, e.g.
of structure  according to + NP

‘According to
a research study
in Canada,...’

‘PNUNIUIVYT UM
Tukaui...’

Note. ‘ST’ refers to a source text

Table 13 demonstrates the four types of text-related problems investigated in

this test. These four types of problems are in the category of syntactic problems,

which are frequently found in English-Thai translations. The first three problems

have limited specific language forms: (1) the problem of ‘word order in a noun

phrase’ refers to a noun phrase with two or more content words; (2) the problem of

‘impersonal pronoun -it’ refers to a clause or sentence with impersonal pronoun ‘it’

as its subject; and (3) the problem of ‘passive construction’ refers to a clause or

sentence that contains a verb phrase in the form of passive voice. However, the

fourth problem, (4) the problem of ‘other types of structure’ can occur in more

varied forms as it refers to any types of phrase, clause, or sentence structures which

are not listed in the categories of syntactic problems, such as the structure of

‘according to’ (See details of syntactic problems in Item 3.2.3.1).

To further understand how well the students could deal with each type of

syntactic problems, each test item was analyzed to show the students’ abilities to

solve text-related problems in detail.

The data is presented in Table 14.
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Test Mean Sum of
ST instances Ranks N p
items Rank Ranks
6: 13 Negative 0 .00 .00 .046*
Positive 4 2.50 10.00
one of the first Tiles 17 ) )
reason 14 Negative 0 .00 .00 .014*
Positive 6 3.50 21.00
Tiles 15 - -
15 Negative 0 .00 .00 .008*
Positive 7 4.00 28.00
Tiles 14 - -
9: 21 Negative 0 .00 .00 .014*
. Positive 6 3.50 21.00
Not being Titee 15 ) )
trusted by 23 Negative 0 .00 .00 .014*
he b Positive 6 3.50 21.00
the boss Tiles 15 i i
12: 30 Negative 1 7.00 7.00 .002*
Positive 12 7.00 84.00
It is necessary Tites 8 _ _
for women 31 Negative 1 7.00 7.00 .002*
Positive 12 7.00 84.00
Tiles 8 - -
32 Negative 0 .00 .00 .001*
Positive 11 6.00 66.00
Tiles 10 - -
23 Negative 0 .00 .00 .001*
Positive 12 6.50 78.00
Tiles 9 - -
14- 40 Negative 0 .00 .00 .014*
Positive 6 3.50 21.00
The results Tiles 15 ) )
can be a1 Negative 1 5.00 5.00 .020*
. Positive 8 5.00 40.00
explained that Tiles 12 i i

Note. *p < 0.05

As can be seen from Table 14, the students significantly improved their

abilities to identify and solve syntactic problems in instances number 6, 9, 12, and

14. Instance 6 has a problem of ‘word order in a noun phrase’, Instance 9 and 14
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have a problem of ‘passive construction’, and Instance 12 has a problem of
‘impersonal pronoun-it’. In other words, the students made significant progress on
analyzing the three types of problems: ‘word order in a noun phrase’, ‘impersonal
pronoun-it’, and ‘passive construction’, but not the problem involving ‘other types
of structure’.

It seems that the first three types of problems are easier to detect by looking
at their specific language forms while the fourth problem, ‘other types of structure’
is not, probably because it is a broader category of syntactic problems that has no
specific forms to locate or memorize in order to detect this problem. It then can
lead to an inappropriate translation, either in terms of accuracy or smoothness, so
to successfully identify and solve this type of problem, the students need to have
a higher level of competence to understand the structure and produce an
appropriate translation.

In sum, the findings from this part regarding the students’ abilities to identify
and solve text-related problems in the translation pretest and posttest reveal that
the students made a significant progress on analyzing and solving text-related
problems after attending the CLPM for 15 weeks.

Nevertheless, the posttest scores can only reflect the students’ abilities to
perform a single task as an end-product translation by comparing it to a single task at
the beginning, or the pretest. Supporting evidence is still needed, so the following
part of the results is to explore how the students made a progress during the process

of the Collaborative Translation Project.
4.3.2.2 Data collected from the translation project

The students’ abilities to identify and solve text-related problems, which are
a component of strategic sub-competence, were also investigated during the
translation project so as to study the progress that the students made in the process
of translation. In this translation project, there were altogether three drafts: (1) the
individual translation draft, (2) the group’s first draft, and (3) the group’s final draft.
This set of data is the analysis of all three translation drafts in two main dimensions.

The first one is the analysis of the students’ abilities to identify and solve text-
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related problems at the stage of identifying in order to investigate how well the
students could identify, explain, and solve the problems at each stage of translation
process, from the stage of individual translation, the group’s first draft, and the
group’s final draft. The second one is the analysis of the students’ abilities to solve
text-related problems throughout the translation process by comparing appropriate
solutions of the problems in the individual translation at the beginning of the project
with the ones in their final draft translation at the end of the project.

Right after finishing each of the three translation drafts (the individual
translation draft, the group’s first draft, and the group’s final draft), the students were
assigned to list any three text-related problems and explain how they solved those
problems in each of the three stages of their project (individual translation,
collaborative editing, and peer-editing) in their three Learner’s Diaries (Diary-1,
Diary-2, and Diary-3) (See Table 15). Among the text-related problems listed by the
students, some items are correct, but some are not. Here are some examples of
items of text-related problems analysis that were marked correct and incorrect by

the researcher.

A. Examples of correct analysis of text-related problems:
(1) The problem of ‘word meaning in context’
ST: ‘... spend all of their money on product development and overhead...’

TR: . IRuiamualudumsiaunduiuasmsdniiunisniegsia...”

Why it is a problem:  AildwaiganumuIeg
How to solve it: WenAfianuvinggnaes ulaln masniunmng

3319910 Thaidict App

(2) The problem of ‘3-rd person pronoun and possessive adjective’
ST: ‘Learn what the current brand leader are doing and figure out how
you can do it better.’
TR: “FoufAsiiuvsudduhmdsheguasAng aaarlifiniedls
Why it is a problem: #1791 it #du anaphoric reference lainasazuuai

“« ﬁu ”
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How to solve it: Awdauidammenisdndidn “du” eanldlned

Tiwda Fedslatamnuasudiu

(3) The problem of ‘punctuation mark’
ST: ‘However, remember you’re trying to hire the right person, not just
a person.’
TR: ‘atnalsfimy S5 namhdmensuisynnaiivnzasey
Lildypralafle’
Why it is a problem:  mwdsnguldgameaiteidesdenuilulszlen
uan1wtneludeuly

How to solve it: ARLASDIVUIEANADEN

(4) The problem of ‘marking of plurality’
ST: 'Reeves agreed that companies should consider the future.’
TR: “SWdufiusiedn Usimeangs msiansaniseuna’
Why it is a problem:  Marking of plurality mwilveglaifsuandunywatiiae
NN -5

How to solve it: Addition 1fiudn31 ‘s’ Wivelizan Wudmyma

(5) The problem of ‘transcribing proper name’
ST: ‘..., said Joshua Reeves,...”
TR: “..1a1 SWd naan..’
Why it is a problem:  Transcribing proper names. It is a proper name.
We need to transcribe it.
How to solve it: We need to find out how to pronounce this name

from the website.

B. Examples of incorrect analysis of text-related problems:
(1) The underlined instance does not fit into the category being explained.
ST: ‘A business plan helps you figure out where your company is going,
how it will overcome any potential difficulties, and what you need to

sustain it.’
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TR: ‘unugsiaazaiglinaudrlaindsmaviiuniiluedils Ssasdanisquasse

Fonaintuogndlsuazassnunnanmsildedisls’

Why it is a problem: Derived sentence ﬁﬂﬂ%ﬂ?ﬁLﬁu Ving anguan 9A94
se¥elunsuvamsyliflassadsiflunwile

How to solve it: WUANIN “@9” agvinlnuselundazaaisdu

(2) The explanation of the problem is not related to any differences between
the source language and the target language.
ST: “..you'll run across this at some point in your entrepreneurial journey.’
TR: ‘...@m%%ﬁmsﬁuﬁyﬂ 9 Mﬁﬂumilﬁumwaﬂﬁﬁ]mwaﬂ@m’
Why it is a problem:  yaamisnglulld lifinnumneiiuiaidusuing

How to solve it: ne1gUSUNMW dazAaRIE N UUSUN

(3) The explanation of the problem is not related to any differences between
the source language and the target language.

ST: ‘Taking your time with early stage hiring may not always be possible,

so how can you be sure that your first employees are the right fit?’

TR: ‘n1sldnategrafuilunmsinsnussezusnaradulululasuseiin

Aatunaaziulaliegdlsiminnuauksnyesguvaneaufunuiage)’

Why it is a problem:  §aninudasenunlumwiveliresaisny vseo1ae
NAAIUYLNEY
How to solve it: Unwruiiteulungy frefuuiiazmdiuangas
i
Examples above present the correct and incorrect items of text-related
problem analysis. Five examples in ltem A are correct analysis of the problems
because the students could identify each instance and explain why it is a problem
correctly, but the three examples in Item B are marked incorrect. In Item B1, the
students could name a type of problem, but the underlined instance ‘going’ does
not fit into the category being explained. In Item B2 and B3, the explanations of the
problems are not related to any differences between the source language and the
target language, just the explanations of difficulties the students themselves as

individual translators were dealing with when trying to translate those instances.
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As mentioned earlier, the ability to identify text-related problems is only
a step in dealing with the problems because translators need to have abilities to
solve the problems as well. Therefore, this study also analyzed if the students
could solve the problems they identified. If any text-related problem is marked
as a ‘correct problem’, the Thai translation of the problem will be marked as
an ‘appropriate solution’ or an ‘inappropriate solution” by the researcher.

The percentages of ‘correct problems’ and ‘appropriate solutions’ at each
of the three stages in three translation drafts, from the beginning to the end of the

project, were analyzed quantitatively as shown in the table below.

Table 15 Numbers and percentages of correct problems and appropriate solutions

in three Learner’s Diaries

Diary-1 Diary-2 Diary-3

(51 answered items) (48 answered items) (51 answered items)

Correct Appropriate Correct Appropriate Correct Appropriate

problems Solutions problems solutions problems solutions

Numbers

33 27 53 26 36 30

of items

Percentages  64.71% 81.82% 68.75% 78.79% 70.59% 83.33%

Note. The total number of answered items in Diary-1, Diary-2, and Diary-3 varied because not all the
students submitted all three diaries.

Table 15 illustrates the numbers and percentages of text-related problems
that all the students could identify correctly in each diary. In Diary-1, all the
answered items were 51 and the number of items that were analyzed correctly was
33, which was equivalent to 64.71%. In Diary-2, all the answered items were 48 and
the number of items that were analyzed correctly was 33, which was equivalent to
68.75%. In Diary-3, all the answered items were 51 and the number of items that
were analyzed correctly was 36, which was equivalent to 70.59%. Along with the
problem analysis, the students also solved each listed problem by translating it, and
the results reveal that the percentages of the appropriate solutions of the correct
problems in each diary were 81.82%, 78.79%, and 83.33% respectively. Figure 9

depicts the percentages of correct problems and appropriate solutions in each diary.
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Figure 9 Percentages of correct problems and appropriate solutions in each diary

As follows from the figure shown above, the percentage of correct problem

identification and the percentage of appropriate solution from Diary-1 to Diary-2 and

Diary-3 gradually increased. The percentages of appropriate solutions fluctuated;
however, there was a positive tendency and the average percentage was at the

satisfactory level (approximately 80%). Thus, it can be explained that there was

a gradual progress in the student’s abilities to identify problems, from the beginning

to the end of the project. The level of students’ awareness with text-related
problems was increasing during the process of translation, but to find appropriate
solutions for the problems may require different competencies at different levels,

depending on the type and the degree of difficulty of the text-related problems

listed in each diary.

To understand more about the types of text-related problems and the

students’ abilities to solve those problems, the problems listed in each diary were

categorized and presented in the following table, together with the number and

percentage of appropriate solutions of correct problems.
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Table 16 Categories of text-related problems and appropriate solutions in three

Learner’s Diaries

Diary-1 Diary-2 Diary-3
C 3 Sub
tesores . (51 answered items) (48 answered items) (51 answered items)
of categories of
problems problems Correct Appropriate  Correct Appropriate  Correct ~ Appropriate
problems  solutions  problems solutions problems  solutions
1. Word 12 8 14 8 14 11
Lexical )
meaning (66.67%) (57.14%) (78.57%)
1. Word order 2 2 1 1
Syntacticina NP _ _ (100%) (100%)
2.Impersonal 1 1 1 1 2 2
pronoun ‘it’ (100%) (1009%) (100%)
3.
rd
3 -person
3 3 2 2 3 3
pronoun &
) (100%) (100%) (100%)
possessive
adjective
1 Ig
4. Verb tense - - - -
(100%)
5. Passive ik 1 1 1
construction (100%) (100%)
6. Derived 1 1
sentence (100%)
7. Oth
< 1 1 1 1
forms of - -
(100%) (100%)
structure
1.
Convention 5 5 3 3 1 1
Punctuation
"retated (100%) (100%) (100%)
mark
2. Marking 3 3 3 3 q qa
of plurality (100%) (100%) (100%)
3. Transcribing 8 6 5 4 9 6
proper name (75%) (80%) (66.67%)
Total number of 33 27 33 26 36 30
problems and solutions (81.81%) (78.79%) (83.33%)
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As can be seen from Table 16, all three main categories of text-related
problems, namely lexical problems, syntactic problems, and convention-related
problems, were identified by the students in their diaries. To be more specific, the
subcategories of the problems listed in all the diaries are varied, but it is clearly seen
that the highest number of problems the students mentioned in all three diaries is
the problem of ‘word meaning in context’, which is in the category of lexical
problems. The second highest one is the problem of ‘transcribing proper name’,
which is in the category of convention-related problems.

A closer look at the data from Table 16 reveals that the percentages of the
appropriate solutions in most the subcategories were at 100%, so it means that most
problems that could be identified correctly could be solved successfully at that
stage. The only two problems, the problems of ‘word meaning in context” and the
‘“transcribing proper name’, were the two types of problems that could not be
solved successfully at the rate of 100%. The percentages of ‘word meaning in
context’ problems that could be solved were at 66.67%, 57.14%, and 78.57%. The
percentages of ‘transcribing proper name’” problems that could be solved were at
75%, 80%, and 66.67%.

In sum, these two types of problems, which are ‘word meaning in context’
and ‘transcribing proper name’, were mentioned most in all diaries, and most of
these two problems could be solved by the students, but some still could not.
Examples of the instances with appropriate and inappropriate solutions are

presented as follows:

A. The top two text-related problems, with appropriate solutions
(1) The problem of ‘word meaning in context’
ST: ‘Nowadays it is very easy to run a small business ...’

PO A S S o a %,
TR: Vlﬂ'luuLUUL?@N']EJZJWﬂV]'i]%Vﬂﬁ?ﬂ"U‘UU']@Laﬂ...

9

(2) The problem of ‘word meaning in context’
ST: ‘Forget about the future’

TR: “lufdefiaaunen ’
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(3) The problem of ‘transcribing proper name’
ST: ‘...vice president of marketing, Hero Me’
TR: “..59sUsesnudenIsnatn Usen 8ls &’

(4) The problem of ‘transcribing proper name’
ST: ‘..., said Joshua Reeves, ...’

TR: “..Ja%1 59d na1ain...’

B. The top two text-related problems, with inappropriate solutions
(1) The problem of ‘word meaning in context’

ST: ‘Don’t misinterpret your market’

TR: ‘081RANUNUIEVINITNAIARN
[‘market’ should be translated as ‘§573’]
(2) The problem of ‘word meaning in context’
ST: ‘Make sure you avoid these key startup mistakes.’
TR: ‘Geiliudlaianminidssmnuiianaiavesmasuduiiddy’
[‘startup’ should be translated as ‘éﬂﬁzﬂaumﬂmi’]
(3) The problem of ‘transcribing proper name’
ST: ‘Dallas’
TR: ‘Aoaana’
[‘Dallas’ should be translated as ‘fagaa’]
(4) The problem of ‘transcribing proper name’
ST: ‘Nabeel Mushtag’
TR: ‘urda Wauna’

[‘Nabeel Mushtag’ should be transcribed as ‘w1Ua HURA’]

On the other hand, the syntactic problems, such as the problems of ‘word
order in a noun phrase’, ‘impersonal pronoun-it’, ‘3rd-person pronoun and
possessive adjective’, and ‘passive construction’, as well as the problems of
‘punctuation mark’ and ‘marking of plurality’ in the category of convention-related
problems, were mentioned relatively less than the problems of ‘word meaning in
context’ and ‘transcribing proper name’, but when the syntactic problems were
mentioned or listed, all of them could be successfully solved at that stage of

translation. Here are some of the examples:
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C. Other text-related problems, with appropriate solutions
(1) The problem of ‘word order in a noun phrase’

ST: ‘A fast-growing company ..."

TR: ‘USEniiaulnegesinsa..’

(2) The problem of ‘impersonal pronoun-it’
ST: “..it is very easy to run a small business...’
TR: *..@ iuFesdemnnilagFvhgsiaidne...
(3) The problem of ‘3rd—person pronoun and possessive adjective’
ST: “...he or she must bring more to the table...’
TR: “..NUNNUIADUEUININNTN...
(4) The problem of ‘passive construction’

ST: ‘It is recommended that you work on your startup part time...”

TR: ‘douugihde Busungsiaady...”
(5) The problem of ‘punctuation mark’
ST: ‘..., so how can you be sure that your first employees are the right fit?’
TR: *._daifu auezdulalfedidlshmiinnuausnvesnmumnzaudvanuiiasey
(6) The problem of ‘marking of plurality’
ST: ‘...Reeves agreed that companies should consider the future.’

TR: “..SWdiusmedn uSEmanegmsiansaniisouInn’

Considering the abilities to solve the problems, or finding appropriate
solutions of the problems, it can be found that the problems of ‘word meaning in
context” and ‘transcribing proper name’ could not be solved at the stage of
identifying (as illustrated in items A and B above). On the contrary, the other
problems, such as the problems of ‘word order in a noun phrase’, ‘impersonal
pronoun-it’, ‘3rd-person pronoun and possessive adjective’, ‘passive construction’,
‘punctuation mark’ and ‘marking of plurality’ could be solved at the stage of
identifying (as illustrated in item C above).

As explained at the beginning of this section, this set of data was used to
explore not only the abilities at each stage of translation, but also the abilities
throughout the entire process of translation. Therefore, the following is to

demonstrate how successfully the students could solve the problems that they
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listed at the beginning of the project. Those problems were also analyzed and
tracked by the researcher in order to see if they could be solved in the final draft,
which was produced after the process of collaborative editing and peer editing.

The details are illustrated in the following table.

Table 17 Numbers and percentages of text-related problems listed in Diary-1

Text-related problems in Diary-1

(33 instances)

With appropriate

solutions in the With inappropriate
individual translation solutions in the individual translation draft
draft
Problems that
3
could be solved
(50%)
Numbers of in the final draft
27 6
items and Problems that
(81.82%) (18.18%)
percentages could not 3
be solved (50%)

in the final draft

Table 17 illustrates the numbers and percentages of text-related problems
that were correctly identified and explained when the students were doing the
individual translation draft. It has been found that out of 33 text-related problems,
27 problems (81.82%) could be solved appropriately in the individual translations,
the draft that they did individually. The rest of the problems, with a total of 6
problems (18.18%), were tracked by observing if those problems could be solved in
the later drafts, that is, the group’s first draft and the group’s final draft. The results
show that, from the 6 problems that could not be solved in the individual
translation, 3 of them (50%) could be solved in the final draft at the end of the
project and the other 3 (50%) could not.

To be more specific, the three text-related problems that could be solved

and the three text-related problems that could not be solved are the same in their
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types and numbers: two problems of ‘word meaning in context’ and one of

‘“transcribing proper name’. The following examples show the problems that could

and could not be solved in the final draft.

A. Text-related problems that could be solved in the final draft:

(1)

The problem of ‘word meaning in context’

ST: ‘Make sure you avoid these key startup mistakes.’

Y

3]
b
o

Draft 1: ‘GoviliuulainauvandesnnuienainyesnisBusuiid
Draft 3: ‘auififesshilainavannsavanidssmnufananaiidunyuadidnues
n35udussia’

The problem of ‘transcribing proper name’

ST: ‘..., owner of a Pirtek hydraulic hose replacement service franchise

Draft 1: ‘41U L%NBSNA L8NE SINAAIUN 1WBIIY WNTUIED’

Draft 3: ‘iWd1vednaiing gstaunsulydiieuarslansedna’

B. Text-related problems that could not be solved in the final draft:

(1)

The problem of ‘word meaning in context’

ST: ‘..., entrepreneurs must start off with a clear P&L and cash flow plan...’
Draft 1: *._{Usgneunsviilmidevanedosdudunnautilsmayuiidaa
wazn1slrudeureaadulugsie...’

Draft 3: ‘fusznounaiaanesesiuduiusuiils-mayuiidaa
wazRumyusulugsia..

[‘P&L" should be translated as ‘Usganaunisinlsiazuinyu’]

The problem of ‘transcribing proper name’

ST: ‘Nabeel Mushtag’

Draft 1: ‘u1Ua dauna’

Draft 3: ‘u1la Wauna’

[‘Nabeel Mushtag’ should be transcribed as ‘w1Ua HURA’]

Based on the results, solving the problems of ‘word meaning in context’ and

‘“transcribing proper name’ were problematic for the students. Even though

the groups went through the process of collaborative editing, peer editing, and

revising, some instances could be solved in the final drafts, but some still could not.
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It appears that to solve the problems of ‘word meaning in context’ and
‘transcribing proper name’, all sub-competencies, i.e. bilingual sub-competence,
extra-linguistic sub-competence, instrumental sub-competence, and knowledge
about translation sub-competence, as well as strategic sub-competence, must be
activated. Also, there are neither specific language forms to notice nor systematic
ways to solve the problems.

Compared to the problems of ‘word meaning in context’ and ‘transcribing
proper name’, the other types of problems, such as ‘impersonal pronoun-it’,
‘3rd—person pronoun and possessive adjective’, or ‘marking of plurality’ are easier
to notice because they have some language forms and patterns, as well as more
systematic ways to solve them.

Apart from the abilities to identify and solve text-related problems, the
abilities to identify and solve text-related difficulties are also one aspect of strategic
sub-competence. Therefore, during the process of translation, the students were
also assigned to list text-related difficulties from their source texts and explained
how they viewed and solved those difficulties. The results are demonstrated in the

following part.

4.3.3 The students’ abilities to identify and solve text-related difficulties

This part aims at answering Research Question 2.2, ‘What are the effects of
the implementation of the Collaborative Project-based Learning Module for
translation training on the development of EFL learners’ abilities to identify and
solve text-related difficulties?’

The term ‘text-related difficulty’ refers to subjective transfer tasks each
translator has to solve during translation process due to their own level of
knowledge and competence. As EFL learners, the students were assigned to identify
text-related difficulties and explain how to solve them in order to be aware of their
own weaknesses.

Data is presented in two parts: (1) data collected from Learner’s Diaries and
translation drafts, and (2) data collected from final presentations and interviews.

The first part shows the instances that were listed in Learners’ Diaries and solved in
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translation drafts, and the second part depicts the students’ further explanations

about how they viewed and solved the difficulties.
4.3.3.1 Data collected from Learner’s Diaries and translation drafts

To explore how the students could identify text-related difficulties and solve
them, one part of the students’ first diaries was analyzed, in accordance with their
three translation drafts, namely the individual translation draft, the group’s first draft,
and the group’s final drafts, in order to investigate the students’ progress on solving
the difficulties, or instances that were difficult for them to translate, along the way
from the first to the final drafts.

In the first Learners’ Diary, the students were assigned to list three instances
that they thought were difficult for them right after they finished the individual
translation draft, and also they needed to explain why those instances were difficult
for them, how they solved them, and what the Thai translations of those instances
were. The numbers and percentages of text-related difficulties the students listed in

their first Learner’s Diary are presented in the following table.

Table 18 Numbers and percentages of text-related difficulties listed in Diary-1

Translation difficulties in Diary-1

(51 instances)

With appropriate

solutions in the With inappropriate solutions in
individual translation the individual translation draft
draft

Difficulties that
12
could be solved
Numbers of (50%)
in the final draft

items 27 24
Difficulties that
and (52.94%) (47.06%)
could not 12
percentages
be solved (50%)

in the final draft

Note. The total number of instances that all the students listed as text-related difficulties
was only 51 because some students did not submit this diary.
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Table 18 presents the numbers and percentages of text-related difficulties
the students listed in their first diaries when they were doing the individual
translation drafts. It has been found that, among 51 difficult instances, 27 instances
(52.94%) could be solved in the individual translation draft, the draft that they did
individually. The rest of the difficulties, 24 instances (47.06%), were tracked by
observing if those difficulties could be solved in the later drafts, the group’s first draft
and the group’s final draft. The results show that, from the 24 instances that could
not be solved in the individual translation draft, 12 of them (50%) could be solved in
the final draft at the end of the project and the other 12 instances (50%) could not.

To understand more about text-related difficulties that the students were
dealing with and their abilities to solve them during the process of collaborative
translation, types of difficulties that could be and could not be solved are illustrated
in the examples below:

A. Text-related difficulties that could be solved in the final draft:

(1) Meanings of words, such as the word ‘legwork’
ST: ‘If you choose to go this route, a lot of the legwork has been done for
you. The concept, brand, and business model are already in place; all you
need is a good location and the means to fund your operation’
Draft 1: ‘danudenidumal lassnnvesnuildusine .

Draft 3: ‘MnAsAanidunIeil Qudiuuin...’

(2) Meanings of fixed phrases, such as the phrase ‘put in place’
ST: ‘No matter how good relationships may be they can come to
a screeching halt when systems and agreements are not put in place’

Draft 1: ‘..idlossuusaztannasialaszylilusumiagy’

Draft 3: ‘.. \ilaszuusazdennasiilaidulusmutiv’

(3) Meanings of phrase structures and sentence structures, such as
the structure, ‘Whether...or...’
ST: ‘Whether it happens immediately following your launch or after
you’ve been in business a few months, the ability to add someone to

your staff means you’re on the right track for growth.’
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9

Draft 1: ‘@eagsAntuiuinsunsandiainusenauianisiieskinmeu..’

Draft 3: ‘ldnaginduriufinsursandsihgsidieddidten..”

Pronoun reference such as the pronoun ‘it’

ST: ‘Use social media to spread the word about your new company.

You can even use it as a promotional tool; for example, you can write on
your company's Facebook page that the first 25 people to "Like" it will
receive a coupon when you officially launch.’

Draft 1: ‘Aauanunsalisuuuniimamadaveausenani 25 AuLINTing
grladeruuesn azldsuguea’ Weladegadumans

Draft 3: ...AaaEN SO dguUUvtnaeArasusENAMI 25 AuLINTin

gnta @ vzldsupuen Weadadegruluneny’

Transcribing proper name, such as a person’s name,
ST: ‘Jessica Reinhart’
Draft 1: ‘L9@@n1 Lsugsw’

Draft 3: ‘LA@@nn Lsusnsn’

B. Text-related difficulties that could not be solved in the final draft:

(1)

Meanings of words, such as the word ‘calls’

ST: ‘Reference calls can be hard because some people don’t reveal the

candidate’s weaknesses.’

Y @

Draft 1: ‘N199529@0UUTE IANITVINIIULNY9DE19REIDILYIN WNSIZEFLATUN

Y

AUllwaERIDaND T ds YRR ULDY’

Draft 3: ‘n1538nssdauUseIRNTInUisegafelavazdulUlaenn

wiszdadnsuseulivanseanisyngeuvenuey’

[‘calls’ should be translated as ‘mﬂmﬁjﬂ’]

Meanings of fixed phrases, such as the fixed phrase ‘set the tone’
ST: “Your first hire will set the tone for the rest of your team.’

Draft 1: ‘n159euAsawsnvasnaasyiulviiudunmvieluniuvesna

w 9

Draft 3: ‘N1591991UATIMSNVBIAMAEIVUAuaNTANand mudwvaely
iuven’

[‘set the tone’ should be translated as ‘@519U5581NAUINNTYINIU’]
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(3) Meanings of phrase structures or sentence structures, such as
the structure, ‘..., noting that...’
ST: ‘Johnson agreed, noting that behavior assessments and screening
services can give you even greater insight into a candidate's background
and history.’
Draft 1: ‘veviuduiiusmei devusidiunginssuuaziedndonynains
LdanansavilvigauidnfaivisuasUse itvesfalinsldegsnauriag
Draft 3: ‘apviuduiiuie @ 11 deUszdiungAnssuuazihadndenyrains
annsoshlvinaudlafagivduas sy TRvesadiasfinduls

[‘P&L’ should be translated as ‘wagnNanILa@suIN’]

Data on the text-related difficulties above reveals that the difficult instances
the students had to deal with at the beginning of the project include (1) meanings of
words, fixed phrases, phrase structures, and sentence structures; (2) pronoun
references; and (3) transcribing proper names. However, at the end of the project,
after they had spent their time editing, revising, and collaborating with their friends
within their own groups and with another group, the difficulties on translating
pronoun references and transcribing proper names could be solved. What remained
unsolved were the difficulties in the categories of interpreting and transferring
meanings of words, fixed phrases, structures of phrases, and structures of sentences.

In summary, the results from the analysis of the students’ abilities to identify
and solve text-related problems and text-related difficulties, based on the data from
the students’ diaries and translation drafts can be explained that comprehension and
re-expression of meanings of words, fixed phrases, structures of phrases, and
structures of sentences is the most difficult tasks for the students to handle.

Another difficult task is transcribing proper names. On the other hand, other
problems or difficulties that have a more systematic way to deal with, such as
pronoun reference, passive construction, punctuation marks, or marking of plurality,

are not considered problematic in their translation.
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4.3.3.2 Data collected from final presentations and interviews

Data from the final presentation of each group and the interview transcripts
reveals the students’ ideas on how they viewed and solved text-related difficulties in
their translations. The data obtained in this section has confirmed the data from the
Learner’s Diaries and the translation drafts in the previous section that collaboration
in the process of editing, both collaborative editing and peer editing, as well as the
process of revising within their groups, supported them in identifying and solving
various types of text-related difficulties.

Every group reported that they benefited from the collaboration within their
groups and among groups because both types of editing helped them learn what
they misunderstood or overlooked about the comprehension and re-expression of
some elements in the source text.

For instance, in the step of collaborative editing, students worked together in

their own groups to check their group’s first draft and revise it (see Excerpts 1-3).

Excerpt 1

nnAuTeiuAzaou edit 91 Isdlugmawiion Wiuinduiiulany ue
%o A & | a & = oo & v
Avinieuly viseludunvyuda veivunauiewd suillawnlna 1c 1nf
zvoulduamulan Tuilq unlviag

We worked together to revise our draft. We read our friends’
translation parts, and when | thought something sounded strange,

| told them. In my own part, | sometimes asked my friends if this part
or that part was okay. 1c usually came up with new, unexpected

words for us.

(Interview, 1a%)

* In the interview data, a student was referred to by a coding system according to the
group numbers (1-6) and the individual students (a-d). For example, ‘1a’ represents

Student A in Group 1, and ‘1b’ represents Student B in Group 1.
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Excerpt 2

wala Ty ftaeitu edit adausn Afnwozer inftaeduud wiaf
o lUgimsdlvuiidslsindesanduat

After we compiled individual translation drafts into a single draft, we
helped each other edit it. There were a lot of errors, and we worked
together to correct them. Then we compared the translation with
the source text again to find out which parts were still not clear.

(Interview, 3a)

Excerpt 3

2a BuAunIagiiaznafs myaztieiEesgAua . vyanae 2a Weumwan
‘%@LQ‘W’]%’EJEJﬂiJ’]LLUULLUalI’TWlIG‘lLaEJ ﬁLaS&J@QNWﬁQLLﬁﬁU Wa2es U 5‘14‘5
Taflyuy 1udeiameviuuda

2a was the one who checked word spelling and | helped with
meaning transfer. ... | found that 2a translated proper names so

we needed to change them, and | also explained the reason to her.

(Interview, 2b)

In the step of peer editing, the students worked with another group who
translated the same text to give comments and explain why their peer groups

needed to revise those elements in their translations (see Excerpts 4-7).

Excerpt 4

a 1

poutuuvag agiituimaniudlaiinluiezinn . dieudnnaudisuuzi

AL LAIMNINLSIAENTATY WInlAsaas1aUslen warfrATivianeaIunLne
= o

8 @UIU

We had misunderstood a lot. ... Friends in the other group gave us

comments so that we understood more about sentence structures,

words with multiple meanings, phrases, and expressions.

(Interview, 2b)
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Excerpt 5
flUanuies [nguiigiiluanssu peer editing] Fwilauvauuuil
sgnauidutenuizay Aulalumuanudilaneu toudAesuied
Tuvnnniduiiug fveuantiondn
We asked them [their peer-editing partner group] why they did like
that. For example, we transcribed people’s names as we thought
they should be, but they explained that we should search from this
website. And we thanked them.
(Interview, 4a)
Excerpt 6
noutumilowsifsulainagnuds ne 6a vhan egeditudniisay ca
gouldAviudmi wiu “logistics’ ‘idea’ #3oM131 ‘brand” UzAz Wannyiae

1R “@sndum’ wingu 6 vendn Waely ‘wusud’ find wsnedsleenu

=3

fifDeoEwan

[For some elements,] we were pretty sure that we were correct, but

6a mentioned them, like transliterated words. 6a used them more,

such as the words ‘logistics’, ‘idea’, or ‘brand’. My group members

wanted to use the word ‘@57d@uA1’, but Group 6 said using the word

‘WUTUA’” was better since readers would understand this word.

(Interview, 5a)

Excerpt 7

&laildnetundu 5 nuadlulnaunn sghatudn ‘sustain’ ity

191

8y udnanlisinaeldarineslsd weldnedu weldlewe loungengus,
wef willoudBug nateq di neuwsniAwlavensudifnilonudn
wnelglodenguilin daelinuituseziaeaiy

If we hadn’t worked with Group 5 in editing, we would have gone too
far, such as the word ‘sustain’. We had had a problem with this word,
but after the discussion, we got the idea to help our group. In other
parts, we thought we did it okay, but the ideas from the other group

helped improve our translation a lot.

(Presentation, 6a)



159

In sum, from the final presentations and the interviews, the students

mentioned that text-related difficulties that could be found and solved during the

process of editing and revising include:

1.
2.

v e N Rk

11.

Translators chose incorrect meanings of words, phrases, or fix phrases.
Translators failed to understand structures of phrases, clauses, or
sentences.

Translators wrongly transcribed a person’s name, especially non-English
ones.

Translators translated a company’s name, instead of transcribing them.
Translators accidentally omitted some elements in the source text.
Translators did not convey phrases, clauses, or sentences smoothly.
Translators did not translate subtopics using a parallel structure.
Translators translated business terms, instead of transcribing them.
Translators used inappropriate degrees of formality in the same text.
Translators misspelt words.

Translators misplaced paragraphs.

It is obvious that the data in this section is consistent with the instances or

elements that were listed in the Learner’s Diaries and found in their translation

drafts.

Apart from solving the text-related difficulties, data from the final

presentations and the interviews shows that the students learned how to exchange

ideas with others from both the collaborative editing and peer editing, and they also

valued what they learned from collaboration (see Excerpts 8-9).

Excerpt 8

Snognsiilanng fie BeuiBosnsuanidsurnudnfiutunielunguuas
fuiteungudu

One important thing we got from this project is that we learned about
exchanging ideas within groups and with other groups.

(Presentation, Group 2)
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Excerpt 9

a [

Unfnyfiutalungen lifleusnsrandls vineduderfddluias dusuil
osdinaligeiulungy uazfivagldunae Mvluasdungudu il
el wazdnlaldfunndy

Normally, | do translation tasks by myself without anyone reviewing
my work. | do my translation and submit it rigsht away without editing
it. But in this project, you provided time for us to discuss it in class,
and what really helped me was discussing with another group. We

then got new ideas and understood the text better.

(Interview, 5a)

In conclusion, it can be stated that the process of editing and revising within
groups and with classmates contributed to their learning. It helped the students
identify elements that are problematic for them, and they also learned how to
exchange ideas and collaborate with each other to improve their translations.

All the data above in this section, from the Learner’s Diaries, the translation
drafts, the final presentations, and the interviews, depicts the nature of text-related
difficulties, how well the students solved them, and how the process of editing and
revising as a part of collaboration contributed to their translations when they dealt
with those difficulties.

As mentioned previously, the abilities to deal with text-related problems and
text-related difficulties are essential in producing a quality translation, but to be
successful in completing a group project also requires abilities to conduct the project
and deal with the performance-related difficulties, or the difficulties that arise
from some working conditions. The details on how the students did the project and

handled the performance-related difficulties are elaborated in the following part.

4.3.4 The students’ abilities to identify and solve performance-related

difficulties

This part aims at answering Research Question 2.3, ‘What are the effects of

the implementation of the Collaborative Project-based Learning Module for
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translation training on the development of EFL learners’ abilities to identify and
solve performance-related difficulties?’

The term ‘performance-related difficulty’ refers to subjective transfer tasks
each translator has to solve during translation process due to their specific working
conditions. The following explains the nature of the text-related difficulties and how
the students dealt with them.

Data on the students’ abilities to identify and solve performance-related
difficulties was collected from three Learner’s Diaries from the beginning to the end
of the project, and also the groups’ final presentations and the individual interviews
at the end of the course. This section elaborates two main parts (1) the students’
abilities to conduct translation project; and (2) the students’ abilities to identify and
solve performance-related difficulties. The first part portrays a description on what
and how they did the project from the beginning to the end of the project so that

their performance-related difficulties can be clearly understood in the second part.
4.3.4.1 The students’ abilities to conduct the project

To understand the students’ abilities to conduct their own translation
projects, each stage of the project will be explained to show what and how the
students did step by step, from planning the project, carrying on the project, and
assessing translation process and translation drafts, and also what the students

learned from this project, especially in terms of collaboration with each other.

Stage 1: Planning the project

After the project orientation, the students started the project in the stage of
planning, consisting of the steps of grouping, source text selection, writing a working
plan, allocating tasks for individual translation, doing text analysis, creating and
updating a web-based project portfolio, and making the group’s first presentation.

1. Grouping

The class was divided into six groups, so there were three groups of three
students and three groups of four. They were allowed to form a group by

themselves.



162

2. Source text selection

Source texts were given to the students to choose the topic they liked.

There were three different articles and six groups, so two groups got the same source
texts.

3. Writing a working plan

Each group’s working plan was written, based on the schedule and the
instructions provided in the project manual. Some groups added more details to
facilitate their work, but some just used the schedule without adding anything.

4. Allocating tasks for individual translations

The source texts were divided into 3 or 4 parts, according to the number of
members in each team.

From the diaries and the interview data, the students reported that they tried
to allocate the translation work equally, but for some groups, the allocation was also
based on members’ preferences and abilities.

5. Doing text analysis

The topics for the presentation include four extratexual factors and two
intratextual factors, and also analysis of three text-related problems and three text-
related difficulties.

None of the groups finished text analysis in class, so they continued it later
after this class session. However, the following class was planned for creating
a web-based project portfolio, so they could continue discussing their text analysis at
the end of that session.

6. Creating and updating a web-based project portfolio

A web-based project portfolio was set to be a learning tool, and there was
a tutorial session for the students to create their own groups’ portfolios.

Every group mentioned that one student in each group was assigned to be
the responsible person to manage and update information onto their portfolios.

The figure below illustrates examples of the students’ project portfolios.



163

| @ vsondu | https//sites.google.com/a/dpu.ac.th/p2k-te/7pli

google @ DPU CU [ cuub EAFE Y TSR () OxfdDic §P CbdgDic MA McMin Dic o0\ FreeDic € T-E [&)] Onelook [[] Longde [ VPI

. P2K TRANSLATORS Sere this sive
e Home

oject Defnition
m
Warking Flan

ok Our Diseussion

=

Jon e Disession

o iy

Project Due Date

Maonsu | I pu.ac,
sgle @ DPU 1 cU [y cuub EAFB PP TSR G OxfdDic G ChdgDic AR McMin Dic o0\ FreeDic € T-6 [&] Onelook ([ Longde [ vPI

. Searchthissite
The Bizzies
Home
ot omation | W OTKing Plan
* Project updat
|
esentation™ W
FINALVERSION™
1t Presentation
it Draft
st Drat
Comsolldation
Ongoing (Peer-
0 )
Team Member
Working Plan P
|_sitema o
] I ]
Group's Communication Channets
“tine
+Phone Call
<Emalt
Groun Werk Issues Anatusis
: to Ineffective
parformance,
conficts
. mambar have Facehook
@ daoadw | d h/thiessunishi
google S DPU 7 CU [ cuib EIFe EYTSR () OxidDic G CbdgDic AR McMinDic o\ FreeDic €) T-E [&] Onelook [ Longdo [ v
The sunshine | T Searoh s site
frions Home
Project Defintion
| The Sunshine Team
Working Pian
i Today a reader
i::‘n:":m Tomorrow a leader
2345 (W.Fusselman)
days since
Project Due Date
13 STARTUP,MISTAKES
EVERY ENTREPRENEUR
SHOULD/AVIOD
Join the Discussion

[ e,
et e

| SAKOLKARN INSAI 13 Startup Mistakes Every Entrepreneur Should Avoid
Lesm more sboutworing | There are o many steps involved in starting a business; it easy to get a ltle lost along the way:
== Everyone makes mistakes, but when it comes to your startup, even seemingly hamless oversights
Howlo change ths could cost you alot in the long run.

So what are the biggest mistakes entrepreneurs should avoid? Business News Daily asked business
owners for their experiences and advice. If you're about to launch your business, make sure you avoid
these key startup mistakes.

1. Don't be afraid to fail

Figure 10 Examples of the students’ web-based project portfolios
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7. Making the first presentation
In the first presentations, each group presented their work in the first stage,
including the working plan and the information from text analysis of their

translations. They also presented their group’s portfolios.

It is noticeable that the seven steps above in the planning stage were
specified in detail by the teacher, and also they were relatively simple tasks
compared to other steps that follow in the next stages, so in the first stage every

group followed the instructions and no difficulties were reported.

Stage 2: Carrying on the project

This stage consists of the steps of doing the individual translation draft,
collaborative editing and producing the group’s first draft, and reminding members
to submit the work by due date.

1. Doing the individual translation draft

Members in each group spent their own time outside class translated a part
of the source text that was assigned to each individual student.

The students were instructed to do the translation by themselves. However,
data from the diaries and the interviews reveals that a few students asked for some
help from their friends when necessary. For example, 1c who was a university
basketball player and needed to participate in a series of matches during that time
reflected in her diary that the difficulty she had was time management as she
couldn’t finish the task assigned by her group, but the difficulties could be solved
thanks to her group members’ support. This is in line with 1a who reported in her
diary that she tried to finish her own part first so that she could help her group
member. Moreover, 1C mentioned that she was sorry for causing this problem and
learned that it is necessary to do assisnments as soon as she had free time.

2. Collaborative editing and producing the group’s first draft

One class session was assigned for collaborative editing. In this step,
individual translation drafts of members in each group were compiled to be
the group’s one single draft, and after the editing within the group, they had to post

their group’s first draft onto their portfolios.
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Members in each group worked together in class to edit their own translation
drafts. Each group had different ways of discussing and revising their drafts.
For example, Group 1 compiled their individual drafts before class and spent their
free time before class reading and discussing them together, so they spent class time
read their own group drafts again and revised them. Group 4 also compiled the
drafts and managed to set the layout to be the same as the source text before class
but did not read it. It seems fair to suggest that although the guidelines were
provided, the students managed to perform the tasks in their own ways.

Most groups said this step was the most difficult one. The reasons are varied.
For instance, Group 5 revealed that when doing the individual translation drafts, their
group members only paid attention to the parts of the source text they were
assigned to, so they did not quite understand the content in other parts in the

source text (see Excerpt 10).

Excerpt 10
mammmummmﬁ’mﬁu first draft LW‘i’]%m@u%Li’]LLﬁlﬂﬁu‘LULLUa Liﬂﬁl&iﬂla‘&]
IFeruveadion nansrglluiveadiow imAlidlaunwe
(It was the most difficult part] when we compiled all the drafts
together because when we did individual translations, we didn’t read
the other parts much. When we revised our friends’ part, we didn’t
understand it clearly.

(Interview, 5a)

Some students also mentioned in their diaries that what they learned from
this step was how to perform translation task as a team, stating that they should
have read the whole source text carefully before starting to translate their own parts.

Furthermore, two groups reported that collaborative editing, or compiling the
translations assigned to group members, was a difficult step. Group 1 reported that
they spent a lot of time revising this draft due to different levels of language
formality used by each member (see Excerpt 11). Group 2 explained that some

members could not do their own individual drafts well due to their low language
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proficiency, so all members needed to work hard trying to understand the
translations and reread the source text carefully again, in order to revise those parts

(see Excerpt 12).

Excerpt 11
wInsENAY eddnauiiuandeiuluauang udindiagsmiuld S
Tauuay
We all had different styles of writing. It took a lot of time to compile
the drafts to be one draft later.
(Interview, 1a)
Excerpt 12
Haymurauasiie newen individual draft insufudy Unefidesuntanny
fuissleaiivlainanduatunsdvu NS 1EUaNDE19999)
It was a headache when we combined individual drafts together.
Sometimes we must ask each other where the sentences were from
since some of our translation parts were very hard to understand.

(Interview, 2b)

The available evidence seems to point out that the students learned two
important skills from this step: working as a translator and working as an editor in
a translation project. As a translator, they learned that they needed to understand
the whole source text before starting their own translation parts. As an editor, they
learned how to be in charge of revising translation drafts from different translators in
the team.

Every group managed to finish this draft after class time. Then, the person in
charge in each group posted this draft onto their own group’s portfolios.

3. Reminding members to submit the work by due date

Data from the diaries and the interviews indicates that each group had one
person who was in charge of reminding their group members to submit assignments
by due dates. Also, the students used a variety of communication channels, Line or

Facebook Messenger, and sometimes a phone call, to contact each other when they
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needed to remind their group members to submit their work as part of the team
project.

Stage 3: Assessing translation process and translation drafts

This stage consists of the steps of peer editing, making the final draft, and
preparing and making the final presentation.

1. Peer editing

In the peer-editing class session, two groups who got the same source text
were paired up to do reciprocal editing. They took turn to give comments to each
other. Translation drafts of their peer’s group could be downloaded from the group
portfolios.

Data from the diaries and the interviews reveals that some groups strictly
followed the instructions by reading their peer’s work before class, with highlights
and notes, while others did not. Therefore, at the beginning of the class, when the
researcher observed that some groups were not ready for the editing, the original
schedule was adjusted by providing extra time for each group to prepare themselves
before the editing session. At the end of the project, the students reported that the
peer-editing activities supported them to a great extent in solving various text-related
problems and difficulties. They helped each other with both comprehension and re-
expression of elements in the source text. Difficulties in meanings of words and
structures, as well as convention-related ones, for example, how to transcribe proper
names, or whether to transcribe business terms or translate them, were discussed
and solved in this session. The students also gave comments on layouts and typos.

Examples are shown in Excerpts 13-16.

Excerpt 13
wiATnwdslsidos smooth ey [ngu 21 Ausuls
We had some elements that were not very smooth, so they [Group 2]
revised those for us.

(Interview, 1a)
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Excerpt 14

a 1

poutuLaz %SLﬁudWW’Jﬂ%ELGﬁ’ﬂﬁ]aﬂiﬂLEJ@%@J’]ﬂ .. WD annauguyl
Az wdamansfidilety wanlassadeusslen wdfdiiiivareeamang 44
duu
We had misunderstood a lot. ... Friends in the other group gave us
comments so that we understood more about sentence structures,
words with multiple meanings, phrases, and expressions.
(Interview, 2b)
Excerpt 15
nauflimessuinsslsualinsudy .. vesfiiiayfiuiRnaznafia S
dovthiladuiuBndevtis yanvyefiiinly
They gave comments on some elements that we missed out .... They
had problems of typos and misplaced paragraphs, so we told them
what we found.
(Interview, 3a)
Excerpt 16
[UneUseLau] mauﬁ?umﬁamiﬁﬁﬂﬂ’hmgﬂLL&’h WO 6a 119947 9YIIA
HuAnNuz Az
[For some elements,] we were pretty sure that we were correct, but
6a mentioned them, like transliterated words.

(Interview, 5a)

Apart from solving text-related difficulties, another advantage of the peer
editing is that the students learned to give feedback on other’s work and also
learned to respond to feedback from others, especially from those who they were
not familiar with. The students reported that they realized the value of editing (see

Excerpts 17-19).

Excerpt 17
= Ay & a v ~ a & w i
E)ﬂ@EJ'N‘Vle@lI’]ﬂ‘] Ao Liﬂuglﬁ@ﬂﬂqiu’aﬂLﬂaEJ‘lJﬂ']'nJﬁ@LMUﬂUﬂ"IEﬂuﬂQNLLaS

fudilaunguau
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A very important thing we got from this project is that we learned
about exchanging ideas within our groups and with other groups.
(Presentation, Group 2)
Excerpt 18
usne fndady Aomyladinfidiasus nendminautu Maslddndu
At the beginning, we felt uncomfortable as | hadn’t known them
[the senior classmates in Group 4] before. And after that session,
we have known each other.
(Interview, 3a)
Excerpt 19
P2asue Lilew [nau 5] Sunsen uddsAifoundnaoumd . TrargUsisiu
findsan peer editing fiaslunusululatifiuiy wifhivesasu ldeen
ﬂ’JUL‘ﬁ@U
At first, they [Group 5] felt unease but managed to give comments
to my group. ... There were several points that we discussed after the
peer-editing session. We asked questions via our Line group, but that
wasn’t often. | didn’t want to bother them too much.

(Interview, 6a)

More importantly, when providing comments or suggestions, the students
were committed to their responsibility. The student editors did not just tell what
they thought was correct, but they gave detailed explanations of instances in

questions (see Excerpts 20-22).

Excerpt 20
4c a5une3n suililu adjective uveneduiluy foawlanuuil
4C explained that this word was an adjective and it modified another
word, so it had to be translated like this.
(Interview, 3a)
Excerpt 21
=3 14 I 1 v v Y Y U U L
wyiuentas [ngu 3] 31 MidereauUalvidu parallel fiu ims1zo1313ding

BRI
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| told them [Group 3] that subtopics must be translated in a parallel
format as the teacher had taught us in class.

(Interview, 4a)

Excerpt 22
[W30AI1 ‘brand” UzAz] wanuuNagldrin ‘asndudn’ uwingu 6 vendn
Wl ‘wusud’ And inszdaladeuiseadogud

[For example, the word ‘brand’,] my group members wanted to use
the word ‘@518UA1’, but Group 6 said using the word ‘WuUsUA’ was
better since readers would understand this word.

(Interview, 5a)

Another clear example was two paired groups, Group 5 and Group 6, who
took longer time than other paired groups to do peer editing, could not finish the
editing in class. As a result, Group 5 sent the rest of their comments online to

Group 6 after class (see Excerpt 23).

Excerpt 23
5a hdanfiundaannfutu weldnuauasasu . iadidsumadlaiasu
5a sent me the file right after the editing day, so we could get the rest
of the comments [for the part that we hadn’t finished in class]. ...
We sent the file via Line.

(Interview, 6a)

It is also interesting to learn that although the two groups who were paired
up to do the editing translated from the same source texts, those who received
comments did not just use every word, expression, or comment from their
counterpart. For example, Group 5 and Group 2 whose all members got the pretest
scores lower than the mean scores explained that they brought the suggestions into
consideration and discussed in their groups again as how to use them (see Excerpts

24-25).
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Excerpt 24
Ao ldlaneUman uwalsifemviaudila wagAninazanldinegialsa
We didn’t copy their [Group 6’s] words, but we tried to understand
them first and considered which words we should use.
(Interview, 5a)
Excerpt 25
uslaflald [Aiingy 1uusaili) fovun fanginsazysualdfureasdils
We didn’t use them [the words from Group 1] all. We thought how to
adjust those words to use in our translation.

(Interview, 2b)

2. Making the final draft

One class session was given to the students to revise their own translations
and produce the final drafts, so each group worked together again in class to revise
their own translations. The draft was due seven days after the class session, so that
the students had enough time to revise them in their own time before submitting it.
Data from the interviews reveals that none of them finished the final drafts in class.
However, they had their own way to finish this draft. Group 1 worked together to
revise it before this class (see Excerpt 26). Group 3 and 5 spent their time in the
evenings to try to finish it (see Excerpts 27-28). Group 2 made an appointment with
all members to work together a few days just before the submission (see Excerpt 29).
Group 4 and 6 used online communications to send their work to one another (see

Excerpts 30-31).

Excerpt 26
wannyiiuineusdlseutirs udlumuimeulviwasideulnidn
50U
We revised it once before class, and in class we took the draft to
reread and write it down again.

(Interview, 1a)
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Excerpt 27
Panansiuiting agluvini lab fn 6 Ay mnvyfiaedesluvindeivensu
WBue f9
During the break, the computer lab at Building 6 was full, so we went
to work at my dorm in the late evening.
(Interview, 3a)
Excerpt 28
druannilureudundudndeu uazidaulnuineg Aladuuine
[We worked together] most of the time in the evening and when we
were available during the break.
(Interview, 5a)
Excerpt 29
ndnauiu wnslifing deseens Feunsauaunanii YL
Guwvisefneulndq avdwd . inilssamiuieiy unlsiuning saeiu
Ain wémyAsumihAluRanilor
Right after that session, we didn’t have much time since we needed
to prepare for a summer camp. So we continued to do it just before
the due date. ... We all sat together in front of True Coffee and
helped brainstorm. Then | was the one who took it home to type.
(Interview, 2b)
Excerpt 30
dc e lg i wSaudnlivyluiud uinuduauveuiiurieslsane
waue laeresddli de gdnsoutls
4c volunteered to finish it at home and sent it to me to type. But |
usually make typos, so | sent it back to her to recheck.
(Interview, 4a)
Excerpt 31
pswisildaegldldinannninadu ... ervasidhuiudfunvaisseunds ..

uuvanbilioudwniugnsias nueuvudnseu wanlnas
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We didn’t spent much time on this draft. ... My group members might
think we had revised it for several times already. ... | told them to
submit the feedback to me on Friday. Then | reread it and posted it.

(Interview, 6a)

This draft was the only draft that would be evaluated and scored by the
instructor, and also it was almost the end of the semester, the time when they are
usually busy with assignments from other courses as well; therefore, performance-
related difficulties seemed to be more obvious for some groups. For example,
Group 2 and 6 mentioned that they had a problem of time management in this step.
Group 6 reported about an issue of commitment from some members (see Excerpts

32-33).

Excerpt 32
wyisuuvsefineuaudiulnd azdwds undmuiutieiu msgadn
A o’ 1Y
PUNLYBDEMNIY
We continued to revise from what we had done in class a few days
before the due date because we also had assigcnments due from other
courses as well.
(Interview, 2b)
Excerpt 33
ndanAutiu Areudaleuy Auliugasu enaasmiuiuitualeseu
1% =1 dl' v & o d' o & 1Y v '
A ... VRNUIUBDUE R]SIOELILGUWN’]L%NEJU?]U ... bNBUUDN BUUNUELANTLLAT 13J
Wulsudads
After the class session, we were pretty quiet, probably because we
thought we had revised it for several times. ... And at that time, there
were other assignments due. ... My group members said | had already

revised it so it should be okay.

(Interview, 6a)

The details about performance-related difficulties, both time management

and commitment will be elaborated in item 4.3.4.2.
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3. Preparing and making the final presentation

No class session was given to this step, so the students in each group had
their own ways of brainstorming and compiling data for the final presentation.

The topics for the presentation assigned by the instructor include three most
interesting translation problems, five most interesting translation difficulties, analysis
of the group’s work process: challenges and solutions and what they learned from
this project, and presentation of their portfolios.

Data from the interviews indicates that information from the final
presentations was taken from Learner’s Diaries of group members, and also they had
group discussions about the analysis of group work process. They helped each other
compile information needed, and one person in each group was in charge of
completing the slides for the presentations, except Group 6, which had an issue of
commitment and responsibilities from their members. Only 6a did the task because

the other three members failed to submit the data as requested (see Excerpt 34).

Excerpt 34
nuweliiiouds problems AU difficulties 11 euusawuen delildvinias
vnuduagldlddalaeniias .. nuasassianinlnenivesieu waafin
brief fuifieuluriosdeundisudluaiu
When | asked the members to send me information about translation
problems and difficulties, some said they had never done the analysis,
and some said they had never submitted any diaries. ... Finally | took
some points | had written in my diaries and briefed with my group
members just before the presentation session started.

(Interview, 6a)

More details about performance-related difficulties on commitment will be
elaborated in the next section.

Apart from all above performance-related difficulties, in Learner’s Diary
Part 3 that asked the students to reflect on difficulties during the project, some
students mentioned difficulties caused by understanding the source text or

conveying some elements into Thai naturally. Difficulties related to their lack of
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knowledge about business were also reported. When being asked how they solved
those difficulties, they reported that some difficulties could be solved by
themselves, with the use of different translation resources, some by their peers’
suggestions, and some were too difficult for them to solve even at the end of the
project.

On the basis of the evidence currently available, it seems fair to conclude
that a variety of abilities were enhanced from this project. First of all, as individual
translators, the students became more aware of their weaknesses from reflecting on
problematic elements they could and could not solve, and also they learned how
to solve them. Secondly, the students learned from performing the roles of a
translator in a team project and the roles of an editor who is in charge of revising
drafts from members of the translator team. Thirdly, the students learned to
identify difficulties related to particular working conditions, such as time
management and also how to solve them. More importantly, they learned about
discussing and sharing ideas, as well as listening to other’s ideas that were different
from their own. Above all, the students learned about the value of helping each
other in order to achieve a common goal.

Based on the results from this part, it can be summarized that the students
were engaged when they worked together in a collaborative team project. Most of
them were committed to their responsibilities and to help each other for the
success of their team projects.

The next section explains in detail the performance-related difficulties
related to group work process, or performance-related difficulties, that the students

had and also elaborates how they dealt with those difficulties.

4.3.4.2 The students’ abilities to identify and solve performance-related

difficulties

This section discusses further investigations on performance-related
difficulties. These difficulties arose from some specific working conditions when

the students worked together in conducting translation projects. The three main
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difficulties the students reported involve time management, disagreement, and

commitment.

1) Time management

Data from the diaries, as well as from the transcripts of the final presentations
and the semi-structured interviews reveals that the most common problem for the
students when they were working as a group was the problem of time management.
The students clearly explained that the amount of time provided for each step was
fine, but it was difficult for them to set a face-to-face meeting outside class time to
work together. However, each group had their own ways and supporting reasons for

solving the same difficulty (see Excerpts 35-40).

Excerpt 35
WSsumeiuwinaIenslinseiu isdesniaiune fudent
mszifinsineiy iazgeiliiites duunfandundadnSouds
We studied together, but we had different class schedules and free
time. Therefore, we needed to find time to meet face-to-face
because we couldn’t discuss by online chatting. Most of the time,
we met after class in the evening.
(Presentation, Group1)
Excerpt 36
ismenenUusazinnavenaulvneiu fdauiliazninaian aglv
meﬂamﬁmLﬁuuﬁqmﬂﬁazmmé’a Lﬁaammm%’mLLé’Tﬂé’mmmﬁmﬁumﬂ
ﬂ']’iﬁU'NﬂWUW]Ui%GQN
We tried to adjust and find time for a meeting when everyone was
available. For those who couldn’t really come, they had to give
opinions later. It was because we wanted to have equality in group
working. Everyone had a chance take a look at the work and that
reduced disagreement when someone didn’t join the meeting

(Presentation, Group2)
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Excerpt 37

finaneldessiuaz .. wedosawinsieedieiuinuliuneu wednauun
o assiflawaln ldlnnauuazyiaududiy
We had different periods of free time. ... Two members who were
free did the task before. Later on, when the other member could
join, we asked her if our decisions were okay or not. At the end, we
learned how to plan and work together as a team.
(Presentation, Group 3)
Excerpt 38
ABunFeunuasnguiuay natilingstu Isnaesang Line udaf
volvandnlunguaaziiandiusadg euwhauseiu
We studied in different sections in other courses, so we had different
periods of free time. We created a Line group, and also asked
members to give up their spare time to work together.
(Presentation, Group 4)
Excerpt 39
iinduisuenmdsaliseiadudull vieldfianseniindineg fuaeiu
wdARUsuiY wenludiug udndndsnuiulinsana
We made appointments after 4.30 or on Saturday or Sunday that we
were free. Then we allocated our work and set due date for
submission.
(Presentation, Group 5)
Excerpt 40
tfafuuenmuidsuuAriaufenny .. mnariennaeinneuaza
lew¥ouq fu faadurnnowSeu dnededalus ety Ussanuaes
anunds .. isiflatingy ferlsfiouiuludy
We made an appointment only once outside class time. ... It was so
difficult to set the time when we all were free to come. So, we met
before class for a few times for about half an hour. ... We had a Line

group for asking each other questions when necessary.

(Interview, 6a)
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It is noticeable that the students did not need more time for each working
step, but what they needed was the time that they could work together, for sharing
and discussing ideas about their group translations. As a result, some groups
managed to find enough time to meet together face-to-face even in the late
afternoon, in the evening, or on weekends, but some could not. They instead used

online communication to supplement or to replace it.

2) Disagreement

Data from the group’s final presentations and the interviews confirms
the difficulty about disagreement in comprehending and re-expressing elements in
the source text among group members. The details were clearly explained during

the group’s final presentations (see Excerpts 41-44).

Excerpt 41
nanAnaiulsingaiu fneneuyaneiu Meglsmanay oglsiiian ..
iieliileunnaulfianimnudniu uaysuilsanuAndiuvesandneudu
When we disagreed with each other’s ideas, we tried to discuss to
see what was appropriate and what the best solution was. ... so that
everyone could express our opinions and listen to others’ as well.
(Presentation, Group 2)
Excerpt 42
Aiewslarieduuinds lildesseusuilinrudniiutuuas fu 519
wlaiudauy uiitousnuen sudldld . suidaminedalasensuilsnn
Anviiuavdu lidanueadundn
We were sometimes self-willed and wouldn’t listen to others because
we thought we did it well, but then others said it was wrong. .... We
solved this problem by keeping an open mind to listen to others’
ideas, trying not stick to our own ideas only.
(Presentation, Group 3)
Excerpt 43
é’uiﬂuﬂzgmuﬁama s s1azidesiunase Aosenlasudl uiiioud

aenlervea Anerenulunziatsiu walAldenmneanan

q
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This was a very serious issue since we often discussed seriously and
extensively. One person wanted to use this word, but another
wanted to use another word. So, we tried not to fight and picked the
best one.

(Presentation, Group 5)

Excerpt 44

iitymides consensus davtes Snansadiiusariilewdeidetunun
1BE . lSNIEBIRABNALTY WAndnY W narfisialdeslseanin
fAazidunislmadumslaingy
We had a little problem about consensus. Each of us often had
different ideas. ... We tried to spend more time discussing, but mostly
the final decisions were from voting via Line group.

(Presentation, Group 6)

In sum, the students reported they had disagreement when trying to convey
meanings of some difficult elements in the source text, but after all, they had the
same goal, which was trying to produce a quality translation. It is interesting that
they tried to express their own ideas extensively and did not easily compromise just
to finish the task. As a result, they reported that what they learned was how to

exchange ideas and listen to each other’ ideas when they experienced disagreement.

3) Commitment

Commitment is the difficulty reported only by Group 6. Based on the data
from the students’ diaries and the group’s final presentations, 6a was asked during
the interview about what he wrote in the diaries about their group’s working
conditions.

In Group 6, the issue of commitment could be clearly observed. In the peer-
editing session, 6a was the only one group member who came to class and the other
3 students were absent. 6b came but asked to leave before the class started
because of a family emergency and she needed to go back to her hometown
immediately. 6c and 6d just disappeared without telling anyone. However, before

that class, 6a had already asked all the members to read Group 5’s draft and sent
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him the comments so that they would be ready for the editing session and they all
had done so. Eventually, in that class session, 6a was the only student who
discussed with their peer-editing group in class.

This issue was mentioned again in the step of producing the final draft.
Althousgh they all came to that class, but after that class, every group had seven
days to finalize their draft before submission for the teacher’s evaluation. According
to the data, the other groups helped each other, in their own ways, to finish it. From
the interview, however, 6a explained what the other three members did when he

asked them to reread the final draft before submitting it (see Excerpt 45).

Excerpt 45
[aneudnsliaayne] nusumudnseu wdiddlulieuwdaludiuves
feadniiiasiuniesvutozlslug . deuven Suilnuufuiwd Thduls
uéils wefsladdu udnemdeululaond udrilundisudneugarede
TUNFUABIAY commitment
[Before submitting the final draft,] | reread the draft again to see what
should be revised and sent to everyone to read her own part and
decide what else to add or change. ... My group members said | had
already revised it so it should be okay. It was still on my mind so
| wrote about it in the diary and the final presentation that group
working needs commitment.

(Interview, 6a)

Also, 6a reported about this difficulty again when he asked the other three

members to prepare the information for the final presentation (see Excerpt 46).

Excerpt 46
nuve LU problems A difficulties 11 iiauusAuUDn Sililavias
vieudsluladdlneisias Mweven driuldduls asunaeduiiusas part
a0 c{'a 1 & < v @ 1w 1 LY}
fdnlnundninenmeadulymiig .. wuidRIeg 19w INLUsTUNMEDIR)
Tl waiteunlddenduun woRiliieunutadwgrad 1 iunsiwus winy
Taiviundn HutasassnsaIntnensvessen wafu brief Autiauluias

ADUNSTUA LAY
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| asked the others to send me translation problems and difficulties.
Some said they had never done the analysis before. Some had never
submitted any diaries. So, | suggested that we should discuss to
select the parts that could be translation problems or difficulties. ...

| also sent them examples of my analysis from my diaries. But none
of them sent me back their ideas. One member sent hers to me in
the morning of the presentation day, but it was too late for me. | had
already prepared it by taking some parts from my own diaries. And |
briefed it with the others in class before the presentation.

(Interview, 6a)

It is noticeable that their level of commitment was aligned with their project
participation scores, which were the lowest in this class. 6b, 6c, and 6d were the
only students in class who had the scores lower than 70% while the mean score of
the class was 91% because the three of them did not submit Learner’s Diaries and
missed some class activities during the project implementation.

The difficulty arose from the lack of commitment by group members was
further explained by 6a when he responded to the question about the most difficult
task in this project. Monitoring the process of translation was considered to be

the most difficult one for him (see Excerpt 47).

Excerpt 47
304 monitoring ihuFesduin mszluaungy vieiiiieun Alsidnarli
wdntinsinsslaty lindmaseglsiuann .. Adesweusuin urazauli
audA ezl livingy veauifnii diarlvauladviduesild
11NN UNEIBLeA D %3e C fine
Monitoring was difficult for me since it was group work and sometimes
members didn’t have time for the group. | was afraid of offending
each other and didn’t want to ask again and again repeatedly. ...

We have to admit that some students gave priorities to each subject
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differently. Some people thought they should focus on the subjects
they could do best. Only grade D or C was enough for them.

(Interview, 6a)

The situations were different in other groups who had no difficulties in
collaboration because members tried their best to help each other (see Excerpts
48-50).

Excerpt 48

[w&waiﬁ]ﬁ’umi’mﬁﬁ Ws1e] duANENLsa LLé’aW{LaJLﬁaazL?)smiﬁ:

Aouvutitldfiazi Suil tense finlnu wimyfuiitous Uy ynawihiades

Wi Besiivhanusou whseuaarhens usuiudngey Wudseu vyl

wuU fadldudn deslatauda Faniwiidum viwezannas

[I was satisfied with the final draft because] we tried our best.

| had never focused on all the details like this in any translation

projects before. We sat together and checked it word by word. ‘Is
the tense correct?” My friends and | worked on the whole translation
for three drafts, and then we reread it as the fourth time. | was very
sure that it had to be okay. I felt that we had done a lot, our best.

(Interview, 1a)
Excerpt 49

fugrunndinguuesaindnyiiliAnanulidlaludesweansvham i

LaEJWEnEmJ%ﬁEJui I@aﬁmiu,aﬂL‘LlﬁlEJummLﬁum%aaumumﬂam%ﬂmju

suludosilidila vlduveasiiu Idegeiismials

Our members’ levels of English caused misunderstanding when doing

translation, but we tried to learn more and more by exchanging ideas

or asked from other groups. Our translation got better and our work

became as good as we expected.

(Presentation, Group 2)
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Excerpt 50
Aovugiilauy winseiuiaudsiugaie Heiu adiaftulungy
I’m proud of this project. We helped each other until the last day.
We had unity in our group.

(Interview, 3a)

Based on the data on performance-related difficulties, it can be concluded
that the students experienced three types of difficulties related to some working
conditions. Time management occurred because the students needed more time to
meet face-to-face outside class to discuss and revise their translations, and
disagreement occurred when they had different ideas in interpreting or conveying
messages from the source text. However, their attempts to find more time to work
together outside classroom and to discuss ideas to find the best solutions appear to
be beneficial for their learning since the students shared the same goal, which was to
produce a good piece of translation. Above all, they mentioned that they finally
could find some ways to solve those difficulties, by negotiating and compromising
with each other. The only difficulty that seems to be problematic was the lack of
commitment by some group members in Group 6. The solutions to the lack of
commitment were different from the difficulties on time management and
disagreement. When the students were dealing with time management and
disagreement, they helped each other solve the difficulties, but for the lack of
commitment, only one member needed to resolve the difficulty alone by doing the
jobs for those who failed to take their responsibilities.

The following part presents some observations on specific characteristics
of the Collaborative Translation Project that could support the students’ learning
experiences from their viewpoints, in order to supplement the data on the
improvement of their abilities to identify and solve text-related problems, text-

related difficulties, and performance-related difficulties.
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4.4 Typical characteristics of the Collaborative Translation Project

As stated in item 4.1 4, Module B, or the Collaborative Translation Project,
was designed for the students with detailed guidelines and steps for each activity
and specific deadlines and criteria for each task, so as to facilitate the collaboration
among members of each group and with classmates in other groups. During the
interviews, when being asked to compare this project to other projects they had
done in other courses, all of the students mentioned that they appreciated this
type of project and the answers can be categorized into three main reasons:

(1) management of translation projects, (2) improvement translation skills, and

(3) improvement of working skills.

4.4.1 Management of translation projects

Most students responded to the question saying that this project facilitated
them in planning the project and monitoring its progress, and in assessing tasks in
each working step, because this project had specific steps to follow from the
planning to the monitoring and the assessment of translation drafts and the
translation process, from the beginning to the end of the project. Therefore, instead
of just translating the source text once and submitting it, they went through the
process of discussing, editing, and revising for several times, as guided by the project
instructions and steps provided, before they could produce the final draft translation

(see Excerpts 51-54).

Excerpt 51

1 < 5 < a 1 v 1 o < 1 y v a a
ndurudunauanIug ol muaun azidunn winvyduiuningiay
laifimsasiaunau ldinsdanien tulawedn ldfinnsusunaiususn

% al ra ¥ d‘ 1 % dy
ALAINON lmJmﬂmwaumammaﬂmwuu
| prefer a project with steps like this. If there hadn’t been the specific
timeframe, we would have done only one draft. There would be no

revising and no language checking. I’'m sure we wouldn’t have reread
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and revised our drafts, and no friends would have helped us edit the

draft.

(Interview, 2b)
Excerpt 52
wuuiiandidy drenasslildidnly infaglidindesherlsthg
This project is better. If you hadn’t set the steps, we wouldn’t know
what steps we should do.
(Interview, 3a)
Excerpt 53
WYINRALINAZ IS IMULIaNgN wanaunsadeulismsuisein
avlsthe deerlsthlu week sineg &8 project Buq WndwnTiiien 1577
ligdesidsls Buannsslaud
| think this project is very good. It helped us manage time better and
reminded us what to do and what to submit in each week. Other
projects are assigned without the follow-up. So, we don’t know what

steps we should do or where to start.

(Interview, 4a)

Excerpt 54
Fapisdamsnmsularensiléinnndt Winueaue1egtiion wauwdiduas
wesuilismmuny .. Unfinyfudalunse Tfiauanasiamuld ¥asa
Wennasluiag
This project helped us manage our translation better. Some students
are lazy, doing a translation and submitting it right away. But this
project had a step for us to review our work. ... Normally, | do
translations without others editing my work, so | submit it right after

| finish the first draft.

(Interview, 5a)

The data above confirms with the data obtained from the diaries, the final

presentations, and the interviews that the students explained what and how they did
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in each step in the translation process (See item 4.3.4.1). Therefore, it can be stated

that the CLPM facilitated them to carry out their translation project.

4.4.2 Improvement of translation skills

The students confirmed that this collaborative project provided opportunities
for them to work with members in their own groups and with classmates in other
groups, and the collaboration in the steps of editing and revising improved their
translation skills. For example, they understood the source texts better, not only the
part they were assigned, but also the rest of the text. Also, the students got new
ideas for their translations from working with others, and more importantly, they

learned how to exchange ideas with others (see Excerpts 55-56).

Excerpt 55
p1sginalvinedulungy wagldnefungudu viliisdanuaalin was
WrlaldRunntu ... dfuthenmsuasléunn dedeuiiinauwua udula
muiiieadile wisuindinihud wausadeneslraududlalen
udhe UndiFeuutanylidesldfidiusi imszaune feluvimun
suiiwdioundusuiumn deadilanng dwu iwsssuazveadiou
AIBAL
Time was allocated for us to discuss within our group and with
another group. We could get new ideas and understand the source
text better. ... This project helped us a lot in translation. We used to
do translation tasks as we understood them, but for this project, we
could explain it to others as well. Usually, in translation classes,
| hardly participate because only good students in the group are
assigned to be responsible for translation. In this project, we all
participated, and we needed to understand our parts and other
members’ parts as well.

(Interview, 5a)
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Excerpt 56
[nuuail] 519233 nusRInnd msznuwlamaeinu Aasdunis
F1unn ualdsasfinel wudn project Magvinanlalaley wasuiivany

S o Y

aiindudd Ndsdnlaeginldmdnesls ulainesls udwhlvduesdnladm
text aghsazidondie waafilundunsu finouusnldlduanuuty uwinels
1euuAvas 50U udlviauduintiegie nuAulasiseenly Fsingi
LALLN

[In this project,] we knew our translation better. Translation tasks that
| had done before were assigned and we submitted only one draft.

| never remember anything about those projects. But | finished this
project for weeks, and | still remember what words | used and what
do they mean. | understand the text thoroughly. In some parts,

| didn’t translate them as it should be, but after revising it several
times and having others help read it, | did it another way, which was

much better.

(Interview, 6a)

The data above is broadly consistent with the data obtained from other parts
of the data collection. Data from the Learner’s Diaries, the translation drafts, the
final presentations, and other parts of the interviews has proved that the students’
abilities to identify and solve translation problems and translation difficulties
improved, from the beginning stage to the end of the project. Also, in this section,
the students again confirmed that this Collaborative Translation Project supported
the development of their translation abilities, particularly the abilities to
comprehend and re-express elements in the source texts, and the abilities to work

collaboratively with others.

4.4.3 Improvement of working skills

Apart from improving translation skills, some students mentioned that,
compared to other translation projects, this project with detailed steps and

deadlines helped them perform the tasks more efficiently. To be more specific, they
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could focus more on the tasks at hand, pay more attention to their work, and learn
to be enthusiastic and punctual when they were trying to finish the tasks by due
dates. The following is some examples of their ideas on this topic (see Excerpts

57-59).

Excerpt 57
syfaisiufindt helinyseunauiu wdundeususldldlanmuasse
a9 duuulusianddu wyagihuadessoundnndaas uivesiounyuns
AUVIUATOULAEILAELAY Wéﬁm’jwLLUUﬁ'uL?;IumuLLUaﬁmuﬁ UzAz
wilowslilaldla
This project is better. It helped me to be more careful and we paid
serious attention to translation. For other projects, | did it one or two
drafts before submission. Some of my friends submitted the tasks
right after they had finished it. Those translations are sloppy tasks. It’s
like we didn’t pay much attention to them.
(Interview, 1a)
Excerpt 58
wuviandAy Simundenidniiutaeg daeldnsetenan YU
A project with several deadlines like this is better. Deadlines helped
us practice ourselves to be punctual. | like it.
(Interview, 3a)
Excerpt 59
syiwuuiifainnay shldsuiaiaign uditannsadeulsingiu ides
ozlstne deezlsvnelu week g vilvinsehotoiuny
A project like this helped us with time management and reminded us
what to do and what to submit. It helped me be enthusiastic.

(Interview, 4a)

It can be concluded that the students valued this Collaborative Translation
Project since it facilitated them to collaborate with each other. The students
learned to manage the translation project and performed better in both

comprehension and re-expression of elements in the source texts. Also, they stated



189

that the project enhanced the quality of their working skills. All the data above also
confirms and supplements the data collected from the students’ diaries, translation
drafts, the group’s final presentations, and the interview scripts in the previous

section.
4.5 Limitations of the Collaborative Translation Project

When the students were asked about their opinions on each step or
component in the project, some interesting comments about web-based project
portfolios and Learner’s Diaries were mentioned. This section explains some

limitations caused by these two tasks.

4.5.1 The use of web-based project portfolios

Three out of six groups mentioned that web-based portfolio keeping was
quite difficult for them. There was a tutoring session provided at the beginning of
the project, and each group managed to create one project portfolio to post their
work. After that, they were required to update them by ticking off the task that they
had finished in their working plan page and uploading all their work. Each group
used the same method, which was assigning one student who enjoyed or was
capable of handling computer technology tasks to be responsible for this
assignment. When being specifically asked about their portfolio use, three groups
mentioned that there were some technological issues, and explained that it was
quite difficult for them to change their portfolios into the layouts or styles that they
preferred (see Excerpts 60-62).

Excerpt 60
I~ I o . 1 ~ A 1 [ o
nduduau [portfolio] Az INTIERYTDU WouAuduliveU NYNLAYNI
I wiveeganenmiounu meuastiiuntn niensudniunmudng oglsn
iliilunenu 6a Ay Wnaeu Aayndas ladfidgym
I’m the one who was responsible for it [the portfolio]. | like doing it.
The others don’t, so | did it for my group. It was a bit difficult when

| wanted to add a page or set the due date on the first page. | asked
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6a when | didn’t know how to do something, and he taught me how.
| enjoy doing things like this, so it wasn’t a problem.

(Interview, 4a)

Excerpt 61

ganunniaeny gauliidu winydusmanlunisdnlvanau
It was very difficult for me, but | was the one who uploaded all the
tasks.

(Interview, 5a)

Excerpt 62

fusnnasadu sewasfiunineslsuvul ﬁuma%ﬂummiﬁugmﬁm
roufimesie deallddesiivilug ... drsiifaemansetiendu Wldnasld
aylsunme wafufiaezimey Wwete1oen 9399 ferdusiuivansegraugaiu
urilsilgldiavmn Riaeihilii text s1ud1s widwguiiverfumuds wilwd
Yuasuseiueer welelduaiuwnn scale Sulilviniusie weldsuiy
[sUNSgu] waafiu
It [working with portfolios] was quite difficult when | wanted to add
pages. It might be possible that | don’t have enough background in
computer. ... | had tried different things, such as adding songs and
something else, but it was a mess, so | took them off. There are
actually several functions, but we didn’t use them all. Finally, |
decided to just make it easy to read. Photos of members were to be
uploaded, but the sizes of the files were different, so they didn’t look
nice on the web. | finally used the same pictures [the cartoon
characters used from the beginning].

(Interview, 6a)

Despite the students’ reports on the technical issue, it seems that portfolio
use was not an important issue in this study, probably because all the tasks to be
posted were already listed in the Project Manual and clearly explained to the
students, and also the requirements for assessment were not related to the portfolio

itself, but on the completion of all specified tasks. Therefore, the technical issue did
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not affect the students much. However, it is notable that the teacher’s comments
and feedback on each task posted onto their portfolios were not read by most
students, so the feedback method was adjusted. The feedback sheet was posted in
Google Classroom, a learning management system in this course, and was also

printed out for further explanations to the students in class.

4.5.2 The use of Learner’s Diaries

In this project, the students were assigned to write three Learner’s Diaries
right after they finished each translation draft. Each Learner’s Diary consists of three
parts: analysis of three text-related problems, analysis of three text-related
difficulties, and reflections on work process at each working stage. The assessment
pattern of diaries was in the form of contract-grading measurement, and scores were
given to the students who completed the tasks and submitted the diaries.

Data from the interviews reveals that when the students were asked about
their opinions on each task in the project, one student mentioned that writing diaries

was extra workload for her (see Excerpt 63).

Excerpt 63
VIIaU project huuilugar uilaensiwezun
| like this type of project but diaries were too much for me.

(Interview, 5a)

More importantly, some students skipped some parts of the diaries, and two
students did not submit any diaries at all. Data from analysis of the students’ diaries
reveals that the students did not put much effort on writing reflections on their work
process. Most answers were very short and some answers did not explain anything
about the actual steps they were doing or their opinions at all. Therefore, most of
the data on text-related problems and text-related were used in the data analysis of
this study. Data on students’ reflections on their work process were used mostly as
background information for the semi-structured interviews at the end of the project.

In sum, the limitations of the project arose from the implementation of web-

based project portfolios and Learner’s Diaries. Some technical issues were reported
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from the use of web-based portfolios, and it was observed that the students did not

pay much attention to the diary writing task.
4.6 Conclusion

The findings form the present study indicate that after attending the CLPM for
15 weeks, the students made a significant improvement on their overall translation
abilities and their abilities to identify and solve text-related problems. Also they
their abilities to identify and solve text-related difficulties and performance-related
difficulties were also enhanced.

Text-related problems that seemed to be problematic included making
decisions to choose appropriate word meanings in contexts and transcribing proper
names. Text-related difficulties that seemed to be problematic included
comprehending words, fixed phrases, structures of phrases, and structures of
sentences, and also conveying their meanings accurately and smoothly in the target
language. On the other hand, other problems and difficulties with specific language
forms to notice and more systematic ways to solve, such as pronoun reference or
passive construction, appeared not to be very problematic for this group of students.

Moreover, the students showed their abilities to deal with performance-
related difficulties while they were conducting the Collaborative Translation Project.
Each group displayed attempts to resolve the issues of time management and
disagreement of ideas in their own ways. Only one group experienced difficulty on
lack of commitment from group members, so one member had to compensate by
working harder to complete the tasks. This translation project; however, had some
limitations caused by technical issues from web-based project portfolio use and the
students’ feedback on writing reflections in Learners’ Diaries.

In the light of all these, it can be concluded that the collaborative project-
based learning under the social constructivism designed for this group of EFL learners
provided meaningful learning experience for the students. The proposed learning
module not only contributed to the development of the students’ strategic sub-

competence, but also enhanced their active learning as members of the
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Collaborative Translation Project. The students learned how to resolve difficulties
thanks to the collaboration within their translation groups and between groups, such
as editing and revising translation drafts. Importantly, the students also valued the
experiences they gained from sharing and exchanging ideas with their peers in this
translation project.

AUl the findings from this research, both quantitative and qualitative ones, will

be discussed in detail in Chapter Five.
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CHAPTER V
SUMMARY, DISCUSSION, AND RECOMMENDATIONS

This study is an attempt to explore the effects of the proposed Collaborative
Project-based Learning Module (CLPM) on the development of EFL students’
translation strategic sub-competence. The two main research questions are
(1) “how can a collaborative project-based learning module for translation training
be developed to enhance strategic sub-competence of EFL learners in a language
degree program?”, and “what are the effects of the implementation of the
Collaborative Project-based Learning Module for translation training on the
development of strategic sub-competence of EFL learners in a language degree
program?”

This chapter presents (1) the summary of the study, which includes the
development of the CLPM and the research findings, (2) the discussion of the
findings, (3) the implications of the findings, and (4) the recommendations for further

research.
5.1 Summary of the study

This part summarizes the development of the CLPM and its effects on the

students’ development of strategic sub-competence.

5.1.1 The Collaborative Project-based Learning Module

The CLPM was developed based on three theoretical frameworks, which are
the communicative approach to translation training, the collaborative project-based
learning approach, and the principles of group interaction and communication
(See the conceptual framework in Figure 6). The expected outcome is to enhance
students’ strategic sub-competence in the context of translation classrooms for Thai
EFL students majoring or minoring English taking a business translation course as an
elective. The CLPM is a 15-week learning module consisting of two sub-modules,

Module A and Module B. Here is the summary of activities in these two modules.
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Module A is the ‘Training session’, lasting 9 weeks and aiming at preparing the
students to have knowledge and skills necessary for a translation project in Module B
in the following 6 weeks. In the Training session, the students learned about
translation knowledge, such as business text types and the communicative
translation method. The skills they practiced individually, in pairs, and in small
groups, included text analysis for translation, self-editing and peer editing, using
translation resources, analyzing translation problems and applying strategies to solve
the problems. Also, they practiced translating business texts, and the problematic
elements or the errors they made were brought to class discussions so that they had
opportunities to share ideas and learn from each other. There was also a class
session for discussing what to do and not to do in collaborative group work,
particularly collaborative editing and peer editing (See details in 3.2.3 and Appendix
A). As mentioned earlier, all the knowledge and skills they learned were designed to
prepare them to be ready for the translation project in Module B.

Module B is the ‘Collaborative Translation Project’, a small group English-Thai
translation of a business article, designed for the students to collaborate with each
other in conducting the project. This project integrated four main inputs to support
the students: self-monitoring, collaborative editing, peer review, and teacher’s
feedback. Self-monitoring consisted of reflection, self-assessment, and self-revision
of their individual translation. Collaborative editing was the process of compiling
individual translation drafts into a group’s first draft and revising it. Peer review was
a reciprocal editing consisting of peer editing and peer assessment. Teacher’s
feedback was the monitoring and support from the teacher. All the inputs, except
from self-monitoring, were in the forms of classroom interaction and online
interaction. (See the learning model of the Collaborative Translation Project in

Figure 7 and the components of the project in Figure 8.)

5.1.2 The research findings

This study employed one-group pretest and posttest design to investigate the
outcome of the proposed CLPM, the students’ strategic sub-competence and their

overall translation abilities were examined by the translation pretest and posttest,
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the translation drafts of the project, the Learner’s Diaries, the group presentations,
and the individual interviews. The participants were 21 DPU undergraduate students
majoring or minoring in English in their third year, fourth year, and repeaters in their
fifth year of study, enrolling a business translation course as an elective. They had

a variety of background knowledge, experience, and skills in English and translation.

The results reveal that the students developed their strategic sub-
competence and their overall translation abilities after attending the CLPM. The
translation pretest and posttest scores collected at the beginning and at the end of
the CLPM indicate that both their overall translation abilities and their abilities to
identify and solve text-related problems were significantly improved (see Tables
9-14).

To supplement the data from the test scores, another set of data was
collected to explore what the students experienced during the process of the
Collaborative Translation Project in the period of 6 weeks. The data was analyzed
and presented into five dimensions.

The first dimension was the students’ abilities to identify and solve text-
related problems in each draft of the project, from the beginning to the end of the
project. The results show that there was an improvement regarding their abilities to
identify the problems. Their abilities to solve the problems fluctuated, but there
was a positive tendency and the percentages were at the satisfactory level. To be
more specific, nine subcategories of text-related problems (‘word meaning in
context’, ‘word order in a noun phase’, ‘impersonal pronoun-it’, ‘third-person
pronoun and possessive adjective’, ‘verb tense’, ‘passive construction’, ‘derived
sentence’, ‘other types of structure’, ‘punctuation mark’, ‘marking of plurality’, and
“transcribing proper name’), or translation problems arising from the differences
between English and Thai, could be identified and explained correctly. However, the
problems that could be solved were the ones with specific language forms and
systematic ways to solve them, such as the problem of ‘passive construction” and
the problem of ‘impersonal pronoun-it’. On the contrary, there were two problems
that could not be solved even at the end of the project: the problem of ‘word

meaning’ and the problem of ‘transcribing proper name’. Solving these two
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problems requires not only linguistic competence, but also a relatively high level of
decision-making skills. Additionally, to choose appropriate word meanings in
contexts sometimes needs knowledge about the world in general or in special areas,
and to transcribe a proper name also needs researching skills.

The second dimension was the students’ abilities to identify and solve text-
related difficulties in the source texts of their projects. Text-related difficulties are
similar to text-related problems since they both occur in a translation process,
but text-related problems are objective while text-related difficulties are subjective.
A novice translator might consider one instance as a text-related difficulty while
others who perform the same task might not, because text-related difficulties arise
from individual translators’ lack of knowledge or competence, such as
misunderstanding about business protocols, poor reading comprehension skills, or
poor research skills. The students were assigned to identify text-related problems to
raise their awareness of problems that occur due to the differences of a language
pair, but they were assigned to identify text-related difficulties to monitor their own
weaknesses. In this study, the percentage of text-related difficulties that could be
solved in the individual translation draft was lower than those of text-related
problems, but half of the difficulties that had not been appropriately solved at the
beginning of the project could be successfully solved in the final draft at the end of
the project. Characteristics of text-related difficulties that could not be solved at the
end of the project were similar to those of text-related problems. They both
concerned comprehension and re-expression of words and phrases in contexts, but
text-related difficulties also involved understanding meanings of unfamiliar sentence
structures. What contributed to the problem solving was the collaboration among
the students. The details are presented in the third dimension in the following
paragraph.

The third dimension was the students’ views on how collaboration within
their groups and among groups, in the steps of collaborative editing, peer editing,
and revision, supported them while they were trying to solve text-related problems
and text-related difficulties. The findings confirm that the collaboration could help

the students identify problematic elements that they had failed to notice before,
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such as the norm of writing sub-headings or how to transcribe non-English proper
names into Thai. The collaboration also helped them solve the problems that were
too difficult to handle by themselves, such as choosing appropriate meanings of
words in particular contexts, understanding complicated sentence structures, or
revising awkward sentences. More importantly, the students valued the
collaboration they experienced since it provided opportunities for them to learn how
to exchange ideas among their group members and with peers in other groups, and
also learn to work collaboratively with each other to improve their translation skills
and enhance the quality of their translation projects.

The fourth dimension was the students’ abilities to identify and solve
performance-related difficulties. The most frequent performance-related difficulties
reported from the Learner’s Diaries, the groups’ final presentations, and the
individual interviews involve time management and disagreement. With respect to
time management, the students did not need more time for each working step in the
project, but they needed more time to work together to discuss ideas and revise
their translation drafts. Disagreement occurred when the students had different
opinions on how to interpret some elements in the source text or convey meanings
in their translations. Interestingly, these two difficulties arose from the students’
attempts to produce a quality translation. On the contrary, an issue of commitment
arose in one group since three members did not put much effort from time to time
during the process, and especially at the final steps of translation, which was the
period of time when assignments in other courses were due as well.

The last dimension was the students’ opinions towards this project. The
students were asked in the individual interviews to compare this project with other
translation projects they had carried out before. They mentioned that this project
helped them manage their work process better since it has detailed, step-by-step
instructions, guidelines, and a timeframe for each draft submission. This project also
enhanced their abilities to comprehend and re-express source-text elements owing
to the opportunities to share ideas and collaborate with each other during the
process of translation. Also, the project with clear steps and deadlines helped

individuals perform the tasks efficiently, such as being more focused at work.
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However, what the students did not appreciate in the CLPM were the workload from
the Learner’s Diaries and some technical problems when they wanted to update or
change the layout of their web-based project portfolios.

In brief, from the research that has been undertaken, it is possible to
conclude that the proposed CLPM had positive effects on the development of the

students’ strategic sub-competence.
5.2 Discussion of the findings

The discussions of this research findings center on (1) the effects of
collaborative project-based learning in translation training for EFL learners, and
(2) the implementation of collaborative project-based learmning for EFL learners in
translation classrooms, in order to provide a complete picture on how this learning

approach can be implemented in the context of EFL learners’ translation classrooms.

5.2.1 The effects of collaborative project-based learning in translation

classrooms for EFL learners

The collaborative projected-based learning approach was employed in this
study as a key construct for developing the CLPM, and one of the two main
objectives is to explore the effect of the CLPM on the development of students’
strategic sub-competence in the context of EFL learners’ translation classroom.
The focal point of the study is the strategic sub-competence since it is said to be
the sub-competence that guarantees the efficiency of the translation process and
also it has a function to compensate for the deficiency in other sub-competencies
(PACTE Group, 2003, 2005, 2009, 2011). Strategic sub-competence in this study,
adopted from the model of translation competence by PACTE Group (2005), refers
to the abilities to identify and solve translation problems. The significance of
translators’ abilities to recognize translation problems and make effective decisions
to solve the problems have been acknowledged in the work of renowned scholars in
translation studies and translation training, such as R. Bell (1998), Gonzalez-Davies
(2005), Kiraly (2014), Lérscher (2002), Molina and Hurtado Albir (2002), Pym (2003),
Scott-Tennent et al. (2000), and Wilss (1996).
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In this study, both quantitative and qualitative data reveals that the
collaborative project-based learning approach had positive effects on the
development of students’ strategic sub-competence when implemented in the
context of translation classrooms for EFL learners. The effects to be discussed
include three main areas. First of all, this approach enhanced the students’ abilities
to deal with text-related problems and text-related difficulties through the process
of collaboration. Secondly, this approach facilitated the students to manage their
translation project and deal with performance-related difficulties. Additionally, this
approach created a learning environment that engaged the students to be active

members of the team and promoted learner autonomy.

5.2.1.1 Solving text-related problems and text-related difficulties

Text-related problems and text-related difficulties, two subcategories of
translation problems in this study, are transfer tasks in the process of translation that
translators have to deal with. Text-related problems arise from the differences of
the nature of the source language and the target language so every translator needs
to have abilities to recognize them and make appropriate decisions to solve them
while text-related difficulties are subjective as they depend on each translator’s
knowledge, abilities, or specific working conditions (Nord, 2005). The analysis of
these abilities is a way to understand students’ progress and the effects of a
teaching method over a period of time (Orozco & Hurtado Albir, 2002).

The discussion in this section covers three areas. First of all, the benefits of
the CLPM as a learning module developed from the collaborative project-based
learning approach are discussed. The second one focuses on the benefits of
Learners’ Diary as a tool for reflection. Lastly, the importance of text-related
problems and text-related difficulties is elaborated.

Firstly, the benefits of the CLPM on the improvement of abilities to deal with
text-related problems and difficulties in this study were analyzed from two sets of
data: the first one from the translation pretest and posttest at the beginning and at
the end of the CLPM, and the other from the project during the process of

translation. Evidence from the translation pretest and posttest from the first set of
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data reveals that the abilities to identify and solve text-related problems, as well as
the overall translation abilities significantly improved. This set of data could be
considered an individual effort to complete a translation task. Still, there was a
limitation when the pretest and posttest scores were analyzed because the number
of the participants was only 21. More importantly, the interpretation of the scores
could only serve the purpose of evaluating translation performance at a single stage
as an end product. Holmes (1994) posits that the nature of the translation product
cannot be understood without understanding the nature of the process. As scholars
who are in favor of process research in translation pedagogy, such as Fox (2000),
Galan-Manas and Hurtado Albir (2015), Hatim (2001), and J. Johnson (2003) state,

it is vital to understand the translation process, or to be more specific, how assigned
texts have been translated and why the students made such decisions to use
particular forms in their translations.

Therefore, another set of data was collected from Learner’s Diaries,
translation drafts, groups’ final presentations, and individual interviews to track the
students’ developmental progress throughout the process of the translation. The
diaries revealed how they improved their abilities to analyze and solve text-related
problems and text-related difficulties. Significantly, the diaries also reflected on the
process of solving them. The groups’ final presentations showed the same types of
data, but from the perspectives of the whole group. The individual interviews were
used to elicit data that needed to be explained more in detail from the diaries and
the presentations. All the data obtained is broadly consistent with the data from the
pretest and posttest, and it confirms that their abilities to deal with text-related
problems and text-related difficulties improved. It is notable that this set of data
reflects both individual and group efforts since the students worked as a team to
deal with text-related problems and text-related difficulties in interpreting and re-
expressing elements in the Collaborative Translation Project. This indicates that,
during the process of collaboration among group members and with their peers’
groups, the students developed their abilities to analyze the differences between
the language pair, as well as their abilities to solve linguistic elements that were

problematic for them. Although it is not easy to distinguish between the individual



202

efforts and group efforts, it is clearly seen how collaborative learning, including three
main learning activities, collaborative editing, peer editing, and text revision,
supported the students when they needed to make decisions to handle text-related
issues, both the ones that they failed to notice and the ones that they noticed but
couldn’t solve by themselves. To be more specific, the students reported that they
could better understand business terminology and interpreting words with multiple
meanings in unfamiliar contexts, such as franchising, mortgage, and entrepreneurship.
Additionally, their gsroup members and their peer-editing group members assisted
them to better notice some major and minor mistranslation and hard-to-read
elements from their translation drafts. As a result, problematic issues in various
language forms were detected and resolved, so the quality of their translation drafts
were enhanced in terms of accuracy, completeness, smoothness, and layout.

The benefits of the collaborative project-based learning on developing
students’ abilities in the present study concur with other studies that proved to have
enhanced students’ overall translation competence (Fernandez & Zabalbeascoa,
2012a; Galan-Manfas, 2011; Kiraly, 2005, 2013; Li, Zhang, & He, 2015; Mitchell-
Schuitevoerder, 2011), and also demonstrated its advantages only on specific
competencies, such as interpersonal competence (Barros, 2011) or instrumental and
professional competence (Prieto-Velasco & Fuentes-Luque, 2016).

Importantly, the data yielded in this study provides convincing evidence that
that teamwork in collaborative learning was beneficial for enhancing translation
performance and the quality of their work, which was the translation of a business
article. The results are consistent with previous studies that implemented other
genres of translation tasks, such as specific-technical translation (Galan-Manas, 2011),
university website translation (Mitchell-Schuitevoerder, 2011), documentary sub-title
translation (Kiraly, 2005), or short story translation (Birkan-Baydan & Karadag, 2014).

In conclusion, these studies have clearly shown that the collaborative
project-based learning approach can effectively enhance students’ performance and
can be implemented in different contexts of translation training.

Secondly, Learner’s Diary in this study was used as an instructional tool with

an objective to provide opportunities for the students to reflect on what they
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learned and how they learned it during the translation process. In the diaries, a set
of questions were asked, and to answer these questions, the students needed to
rethink about text-related problems and text-related difficulties that they were
dealing with at each stage of translation and also analyzed how they were resolved.
Fox (2000) explained that translation analysis in the form of diaries encourages
students to think critically and reflect on their tasks, which could enhance their
decision-making process, one of the main components in translation competence.
Analysis of translation problems and strategies to solve the problems has been
widely accepted as a reflective activity that needs to be included in translation
syllabus (Galan-Manas, 2011; Gerding-Salas, 2000; Kelly, 2012; Lee, 2015; Li, 2014),
and reflection has proved to be beneficial as a component in students’ portfolios
(Calvo, 2015; Galan-Manas, 2016; J. Johnson, 2003; H. Li, 2006; Rico, 2010). Besides,
reflection and critical thinking are fundamental features that could be consolidated
to promote cognitive learning (Mitchell-Schuitevoerder, 2011).

Therefore, based on the findings of the present study and the previous ones,
it can be concluded that the use of reflection can promote students’ meta-cognitive
awareness, a crucial element for the success of language learning (Akkakoson, 2012;
Topping, 2009) and translation training (Fernandez & Zabalbeascoa, 2012a, 2012b).

In translation classrooms, reflection has been integrated as part of translation process
in the forms of diaries (e.g. J. Johnson, 2003; Rico, 2011), or in similar learning tools
such as meta-cognitive questionnaires (Fernandez & Zabalbeascoa, 2012b). As further
explained by Wenden (1998), students are given an active role when they are
encouraged to reflect on and refine the knowledge about their learning, or the
so-called ‘meta-cognitive knowledge’.

Significantly, the present study demonstrates that reflection also accounts for
enhancing ‘transferable skills’, the skills necessary for work readiness among learners
in higher education (Bourner et al., 2014; M. Chong & Sum Ng, 2013). In translation
training, these skills are in the forms of key elements of strategic sub-competence,
which include decision-making and problem-solving abilities, self-awareness,

evaluation skills (Fernandez & Zabalbeascoa, 2012a), and critical thinking skills (Fox,
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2000; Mitchell-Schuitevoerder, 2011). This set of skills, by all means, can be
transferred to use in the different purposes and contexts in the future.

Thirdly, as mentioned previously that the two abilities discussed in this
section, abilities to deal with text-related problems and abilities to deal with text-
related difficulties are the main focus of this study. The objective of analyzing text-
related problems is to reassure that the students are aware of the linguistic problems
in a language pair while the analysis of text-related difficulties aims at stimulating
them to focus on linguistic elements that were particularly problematic for them.

It is noticeable that the students’ abilities to solve text-related difficulties were more
limited than the abilities to solve text-related problems. This finding can be
explained that text-related problems can be categorize based on differences of the
two languasges, such as passive construction, impersonal pronoun-it, or transcribing
proper names, so the way to analyze them are objective and more systematic. On
the contrary, text-related difficulties, by their nature, are subjective as they depend
on individuals’ lack of knowledge and competence. Students with limited abilities of
English and translation might find it too complicated to interpret words with multiple
meanings or to analyze complex sentence structures in the English source text;
hence, it is almost impossible to solve these difficulties by themselves. As Karoly
(2014) puts it, text-related difficulties should be paid attention to as they are
possible sources for translational errors. EFL teachers who teach translation as a tool
in English courses or translation as an end in itself in translation courses placed more
importance to investigating recurring patterns of EFL students’ errors and provided
suggestions for pedagogical purposes (Karoly, 2014, Kiriratnikom, 2005; Unaratana,
2005). Thus, it is suggested that one way to train students to be more competent in
solving the difficulties is to create learning activities that encourage the students to
analyze their own text-related difficulties during the process of translation, so that
they can learn to perform self-monitoring and gain more awareness in their own
translation and language use.

In conclusion, the students’ abilities to analyze and solve text-related
problems and text-related difficulties are just as important. The collaborative

project-based learning approach for EFL learners should focus more on these two
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abilities because they are key components that can enhance both the students’

translation competence and metacognitive skills.

The next part discusses how the Collaborative Translation Project was
designed and how collaborative project-based learning could facilitate student’s
abilities to carry out their translation projects and to deal with difficulties related to

the working process in the context of EFL students taking translation courses.
5.2.1.2 Management of collaborative translation projects

Apart from the abilities to identify and solve text-related problems and text-
related difficulties explained in the previous section, another key component of
strategic sub-competence is the abilities to identify and solve performance-related
difficulties, or the difficulties caused by specific working conditions while the
translation project was carried out. Hence, this section discusses the Collaborative
Translation Project in two aspects: how the project was developed for EFL learners

and how collaboration promotes social interaction and the success of the project.

(1) Collaborative project design for the context of EFL learners

The CLPM in this study was developed from the framework of the
collaborative project-based learning approach under social constructivism for
translation classrooms, the framework originally introduced to the field of translation
training and further researched by Kiraly (2000, 2001, 2003, 2005, 2012, 2014).
However, in the present study, Kiraly’s collaborative project-based learning approach
was adjusted to suit the particular learning context, EFL learners enrolling in a
business translation course as their English major or minor elective course.

Most studies demonstrated how to maximize authenticity in translation
classrooms so as to challenge students in translation degree programs to carry out
a project similar to those in the real world market and the students themselves got
to experience all translation skills necessary for becoming professional translators.
Kiraly himself introduced a whole-class authentic project work in translation degree
programs using an actual translation commission with his undergraduate students in

their seventh semester (Kiraly, 2001) and graduate students (Kiraly, 2005). Influenced
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by Kiraly’s work, some researchers incorporated an authentic translation project for
the whole class to collaborate with each other, such as in a post-graduate degree
program in translation (Mitchell-Schuitevoerder, 2011). With less experienced
students, Galan-Mafas (2011) designed a class project for third-year undergraduate
translation students.

Despite the notable success in the previous studies to empower the students
and fully engage them throughout the process of learning, the notions of authenticity
and actual translation commissions were not fully adopted in the design of the CLPM
in this study. Compared to the students in translation programs who have spent
more time to learn about theoretical knowledge and to practice skills in translation,
English major or minor students this study had less years of experience in translation,
and therefore, needed more preparatory activities in terms of translation practices as
individual work and especially as teamwork. They also required some more basic
knowledge about translation, not to mention more systematic support from the
teacher about how to conduct a translation project, so that they could understand
their roles as a team member and then could perform each task efficiently. From
the studies of Barros (2011) and Galan-Manas (2011), it is strongly recommended that
the students be prepared before starting the project so that they have enough
knowledge and skills for collaborative work in a large-scale project. It is necessary
that students in an early stage of translation receive some training and support from
the teacher in order to be ready to carry out the project efficiently. As Kelly (2008)
explains about task design, the level of difficulty of the source text should suit the
stage of the students’ learning and experience. The teacher’s role is a facilitator
who provides space for the students to learn, from the planning to the final stage, so
that the students can benefit most in the learning process (Kiraly, 1995; Pym, 2011).

Therefore, Thai students majoring or minoring in English in this learning
context who had not much experience in translation were trained for a period of
nine weeks before conducting the Collaborative Translation Project. During the
training session, they were assigned to practice translating individually, in pairs, and
in small groups, and also practice self-editing and peer editing from time to time.

The project was a translation of an adapted business article text, assigned in a group
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of three to four. Importantly, they were provided detailed steps, guidelines, and

a clear timeframe for each activity, to reassure that systematic support suited their
background knowledge and skills in translation. All the support aimed at facilitating
them to be able to work collaboratively, and yet challenging them to work
independently, by negotiating with each other and solving difficulties arising from

some working conditions and collaboration by themselves.

(2) Social interaction and abilities to deal with performance-related

difficulties

In this research, social interaction among the students was in the form of
collaboration in conducting translation project, from the stage of planning, carrying
on the project, and assessing translation drafts. As mentioned earlier, the project
was designed for the EFL learners in this particular context, and it was obvious that
the students appreciated its structure, especially with specific guidelines and detailed
working steps to follow because it facilitated them to work step by step and know
what the expected outcome from each step was. As Galan-Manas (2011) suggests,
careful planning for assessment and feedback, a detailed project specification, and
systematic support from the teacher are crucial for students with not much
experience in translation and collaborative work.

The results on how the students worked collaboratively to conduct
translation projects and dealt with performance-related difficulties in this research
are broadly consistent with studies presented by scholars who implemented the
collaborative project-based learning approach in their own classroom settings
(Galan-Manas, 2011; Kiraly, 2005; Mitchell-Schuitevoerder, 2011; Robinson et al.,
2017), confirming that this learning approach could promote social interaction and
contribute to the students’ collaboration as meaningful learning experiences.

Moreover, in the present study, the students valued the benefits of
collaboration in the form of collaborative editing, peer editing, and revising of
translation drafts. To give a brief example, it was reported that this project
supported them to work together in doing text editing and text revision in order to

improve the quality of their groups’ translation drafts. As a result, they had a clearer
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understanding of the source text and could develop their abilities of transferring
meanings into the target language. This observation agrees with the work of the
major trends in collaborative learning, such as the work of Galan-Manas (2011), Kiraly
(2005), and Robinson et al. (2017), proving that collaborative project-based learning
could promote the role of social interaction with peers and could improve students’
translation performance.

Despite the fact that collaborative learning in this study promoted teamwork
and team decision skills, some difficulties occurred in the process of translation.

It was clearly seen that the students needed to deal with performance-related
difficulties, or problems arising from specific working conditions of each team, in
order to complete some tasks in the project. Performance-related difficulties that
the students had in this study were the issues of time management, disagreement,
and commitment. Time management issues occurred since the students needed
more time to work together, and disagreement issues occurred since the students
had different ideas when trying to understand or convey the messages in the target
language. These two difficulties were considered as positive for their learning
because both showed that the students were engaged to discuss and share their
ideas, face-to-face or online, with each other to produce a quality piece of
translation; they did not just want to finish the task on their own or easily agree with
one student’s ideas without thorough consideration. These results are in agreement
with other studies by researchers, such as Galan-Manas (2011) and Kiraly (2005),
confirming that when a well-designed collaborative project is assigned, students have
a potential to perform tasks and solve difficulties in their own ways using team
decision-making skills, with an attempt to achieve a mutual goal, which is to produce
quality work.

In the present study, the difficulty related to group performance that did not
yield positive effects was the issue of commitment, which occurred only in one
group (Group 6) due to some members’ lack of commitment at some stages,
especially at the later part of the project.

By its characteristics, Group 6 was the group that had a great variation among

the four members. First of all, they came from different class years and programs, so
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their class schedules were different. Also, it was comprised of two members who
got the two highest pretest scores, and the other two who got their pretest scores
very close to the average. Regarding the project participation scores, the group
leader got 100% while the other three got below the average and also the lowest
scores of all the students. It is noted also that every member, including two
repeaters who took only a few courses in that semester, spent their free time doing
part-time jobs

The issue of commitment can be explained from several incidents. For
instance, two members did not show up in the peer-editing class without informing
the group leader, and no one shared their ideas with the group leader about
translation problem analysis for the final presentation.

Interestingly, this gsroup clearly reported in the group’s presentation that most
of their outside class meetings occurred via a Line group, to resolve the issues of
time management and disagreement of ideas. A study on collaborative learning
among Thai EFL learners revealed that communication technology allowed more
flexibility than face-to-face discussion, and it was notably useful and practical for
a group of learners who have different and busy schedule (Phadvibulya, 2006).
Details about the use of communication technology will be discussed in item 5.2.2.2.

In sum, collaborative learning promotes social interaction in classroom
and contributes to the success of the project. The students in the present study
demonstrated the abilities to work together to perform tasks assigned in this project,
from the planning, translating, editing, revising, and assessing the work process and
the translation drafts. More importantly, they learned how to deal with difficulties
that occurred when working collaboratively as a team, and came up with their own
ways to solve their own performance-related difficulties.

The next section explains how collaborative project-based learning promotes

learner autonomy and student engagement.
5.2.1.3 Learner autonomy and student engagement

The term ‘learner autonomy’ is usually associated with the term ‘student

engagement’ since students are encouraged to explore new ideas by interacting with
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each other through collaboration (Barkley, 2010), and in turn, collaboration will
empower them to be active learners who are willing to interact with each other in
their own learning (e.g. Kiraly, 2003, 2005). This section presents how the
collaborative project-based learning approach could promote learner autonomy and
engage the students.

(1) Learner autonomy

From the analysis of students’ diaries, presentations, and interviews in this
study, it is evident that while the students were working as a team to edit and revise
their drafts in the process of translation editing and text revision, they demonstrated
efforts to work together in order to identify and solve text-related problems and
difficulties through their group discussions, not only by helping each other reread
and revise their texts, but also by trying to explain to each other why specific
elements were not understandable or acceptable and how those elements should
be revised. It is noticeable that the students learned to understand and solve
problematic elements by themselves through active participation and interaction,
not just by asking for the teacher’s explanations. As Kiraly (2013) explains, in the
process of collaborative learning, leaner autonomy is enhanced since students can
change from ‘passive recipient of knowledge from the teacher’, to ‘proactive seeker
of knowledge’, and through the process of collaboration, they become independent
learners (Donnelly & Fitzmaurice, 2005; Robinson et al., 2017). This is in line with
several other studies implementing collaborative learning in the form of project-
based syllabus (Birkan-Baydan & Karadag, 2014, Prieto-Velasco & Fuentes-Luque,
2016), confirming that learner autonomy could be enhanced in their translation
classrooms.

(2) Student engagement

Evidence elicited from this study indicates that the students were engaged in
their translation project since most of them tried to fully participate in group tasks
and put mental efforts to monitor their tasks at hand. According to Barkley (2010),
engagement is an integral part of motivation and active learning: active learning

occurs when students examine new ideas and try to relate them with the knowledge
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they already have, and when students are motivated, they are willing to invest
attention and efforts in class activities.

As mentioned in previous sections, every group reported that they confronted
the issue of time management, or having not enough time to work together in class,
and disagreement, or having different ideas when they were trying to interpret some
elements in the source text and to convey the messages into the target language.

It is obvious that they paid attention and put efforts in solving difficulties when
performing group tasks. To deal with time management, the students spent time
outside class to revise their drafts face-to-face and online together, depending on
their convenience and preferences. The solution to this issue reveals that they
wanted to spend more time revising their drafts, not individually, but together as

a group, discussing their ideas and solving translation problems together. When
disagreement of ideas occurred, instead of easily compromising to finish the task,
the students spent time expressed their ideas extensively in the group discussions.
Besides, in doing reciprocal peer editing, the students shared ideas with their partner
teams and discussed elements that were misunderstood or awkward. Even Group 6
who experienced the issue of commitment from group members attentively
discussed ideas when they were working in class, and some disagreement of ideas for
text revision also occurred. In conclusion, it is clearly seen that the students as
collaborative group members made attempts to relate knowledge and skills they
had earlier to resolve text-related difficulties they were dealing with in the source
text and to revise their own drafts.

Apart from efforts they put in teamwork when sharing ideas and helping each
other, the students, as individuals, were engaged in their learning. Most of them
spent their time individually editing and revising their translations repeatedly,
probably because this project had several clear, specified steps for them to do
editing and revision. Some notable examples are 1a and 6a who mentioned in their
diaries and interviews that this project encouraged them to reread the drafts several
times to improve the quality of the drafts, and 3a who stated that this project
boosted their confidence in sharing ideas with others even with classmates whom

she was not very familiar with. Another obvious example is 5a who reported in her
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diary that she had a better chance to actively participate in this group work, unlike
other group projects that translation was allocated to high proficient students and
she was responsible for something else, such as preparing PowerPoint slides.
Moreover, the data appears to suggest that the students had positive attitudes
towards this collaborative project. At the end of the project, every group mentioned,
in their diaries and their presentations, that they were satisfied with their end
products and had a sense of achievement.

It can be concluded that the CLPM could engage the students and promote
learner autonomy. This is supported by the study of other researchers who
confirmed that students are engaged when collaborative learning is implemented in
translation training (Galan-Manas, 2011; Gonzalez-Davies, 2005; Kiraly, 2005; Mitchell-
Schuitevoerder, 2011), as well as in language classrooms in Thai EFL learners’
contexts (Chirasawadi, 2008; Kraus, 2009; Phadvibulya, 2006). As emphasized by S.
Bell (2010) and Grant (2002), collaboration is one of the major 21st century skills that
needs to be promoted in any fields of education.

In sum, the CPLM in this study constructed meaningful learning experiences
for students as group members and as individual learners because it engaged the
students to work together as autonomous learners with the teacher as a facilitator.

The next section discusses some interesting observations from the
implementation of collaborative project-based learning in translation training for EFL

learners.
5.2.2 The implementation of collaborative project-based learning for EFL
learners in translation classrooms

The topics to be discussed in this section include assessment and feedback
from the teacher and peers, roles of communication technology in collaborative

learning, and limitations of the Collaborative Translation Project.
5.2.2.1 Assessment and feedback from the teacher and peers

In the present study, the assessment and feedback was performed not

only by the teacher, but also by the students themselves in the process of
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collaborative editing and peer editing. This section explains how the teacher
assessed the students’” work, and also how formal and informal feedback was given.
Additionally, the assessment and feedback from peers, performed by the students
themselves, are elaborated.

In terms of assessment from the teacher, the Collaborative Translation
Project in this study was assessed by the use of criterion-reference measurement,

a measurement method for evaluating both students’ performance and their work
products based on established criteria, since it has been proved to promote
students’ motivation and their attempt for their own best (Colina, 2003b; McNamara,
2000). Both formative and summative scores of this project were assessed by the
teacher. Formative assessment places its importance on measuring the students’
progress while summative assessment aims at measuring their accomplishment at
the end of the project (J. Johnson, 2003). The formative scores in this project used
contract grading assessment, meaning that points were given as the students
completed the task, such as translation drafts and Leaner’s Diaries, or as they fully
participated in activities during the process of translation, such as collaborative
editing and peer-editing. The summative scores used performance grading
assessment, meaning that the students’ work, or their group’s final draft translation,
was graded based on the quality of the work. In other words, formative assessment,
functioning as a tool that supports learning, informs the students their strengths and
weaknesses and prepares them to know what is expected in the summative
assessment (Madkour, 2016; Robinson et al., 2017).

Feedback from the teacher during the Collaborative Translation Project in
this study, both formal and informal ones, was provided at the appropriate time
since timely feedback is important for the students to learn what problem areas they
should work on and how they could improve in the next step (Harlen, 2006).

The formal feedback was in the forms of checklist and summative scores, such as
Learner’s Diaries and translation drafts. Some descriptive feedback was also given
to some of their work submitted, such as text analysis and working plans in their
first presentations, or artifacts posted in their web-based project portfolios. The

objectives of the teacher’s feedback were to inform the students what should be
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improved and to encourage them to continue their work in the following steps.

The informal feedback was given in class in the form of conversations. During class
activities, such as collaborative editing or translation revision, students sometimes
asked the teacher about their decisions to solve text-related problems or difficulties,
but instead of answering those questions, the students were encouraged to discuss
more with their group members and help each other to find the answers as it is
believed that the students should be challenged to make decisions by working with
their peers (Galan-Manas, 2011; Kiraly, 2012; Mitchell-Schuitevoerder, 2011). As
confirmed by scholars in higher education, such as Donnelly and Fitzmaurice (2005),
group discussions allow students to become more proficient in a skill by interacting
and explaining new ideas with each other. Therefore, some guidance was provided
only when it was really necessary, and the feedback provided was supposed to
support the students, yet enable them to meet their potential challenge to find
solutions to problematic issues by themselves because learner independence is one
of the main objectives in this approach (Kiraly, 2000).

The assessment and feedback performed by peers in this study was in the
forms of collaborative editing (editing their own groups’ translations) and peer editing
(editing their peers’ translations). Both the editing forms consist of three scales
(proficient, fair, and needs to be improved) for the students to assess their own
group’s translations (See appendix G) and their peers’ translations (See appendix F).
The results of the assessment were used to encourage the students to monitor
themselves and help each other throughout the process of learning. As explained
by Colina (2003b) and Hatim and Mason (1997), feedback from formative assessment
is part of the learning process and can improve students’ translation skills. Literature
both in the fields of translation pedagogy (such as Koraly, 2017; Madkour, 2016; Rico,
2010; Robinson, Olvera-Lobo, & Gutiérrez-Artacho, 2017) and in the field of language
teaching (such as Andrade & Valtcheva, 2009; Shokri, 2010; Topping, 2009) has proved
that integration of peer assessment and feedback into the process of learning yields
great benefits in a variety of learning contexts. For example, Madkour (2016)
discovered that engagement could be enhanced when students were involved in the

assessment and feedback process of their translation project work.
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In this study, the students were prepared to give feedback to their peers
before the project started by the practices of collaborative editing and peer editing.
The usefulness of peer feedback in this project not only increased the students’
abilities to solve text-related problems and difficulties, but also engaged them in
social interaction. The students themselves became active learners while they were
giving and responding to feedback by peers (See details in 5.2.1). The results in the
present study agree with major scholars in translation pedagogy, such as Mossop
(2007) and J. Johnson (2003), and also English language pedagogy, such as N. Diab
(2011), Jesnek (2011), and Lundstorm and Baker (2009), who state firmly that
feedback from peers contributes to development of students’ performance and
quality of their work. According to Topping (2009), peer assessment is a complex
task because it needs proper training and monitoring from the teacher, but when
implemented with careful planning, it can effectively promote metacognitive skills
and personal skills, and also support the students in identifying their own strengths
and weaknesses.

Hence, it can be concluded that providing effective assessment and timely
feedback is one of the support that can facilitate students to advance their own
levels of achievement. More importantly, when a collaborative translation project is
assigned, self- and peer- generated assessment and feedback should be incorporated

in order to make the students’ learning experiences more meaningful.
5.2.2.2 Roles of communication technology in collaborative learning

The Collaborative Translation Project in this study integrated online
communication methods into the process of learning in order to facilitate the
students’ collaboration because interaction and communication are significant in
collaborative group work (D. Johnson & Johnson, 2003), and effective use of
communication technology can enhance the success of collaborative learning
(Kenny, 2010; Phadvibulya, 2006). In this study, the formal communication channels
were Google Classroom and Line. Non-formal ones were Line and Facebook
Messenger. This section discusses all the online communication methods used in

the CLPM.
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(1) Formal communication methods

Google Classroom as a learning management system (LMS) created by
Google was originally planned to serve as a main online communication method for
this course with three main purposes: (1) as the platform for the teacher to post
class materials, written feedback, and links to web-based project portfolios; (2) as
the discussion forum for the students to share ideas on translation during the training
session before the project started, and (3) as the online communication channel to
communicate between the teacher and the students. However, it was found that
Google Classroom could serve only the first two purposes. It was conveniently used
both for the teacher and the students to refer to any class materials or any written
feedback, and also to get the links to the students’ group portfolios. Also the
students did online translation practices, such as how to solve text-related problems,
in the discussion forum before the project started. In doing so, different ideas could
be shared and learned, and also these ideas were used for face-to-face discussions in
classroom. However, the use of Google Classroom as the online communication
channel was not very effective because it was difficult to communicate and get
timely responses from the students. To use Google Classroom as a synchronous
communication channel, it requires the students to download the Google Classroom
application on their mobile phones, turn the notification ‘on’, and also check it
when the application notifies that there is an incoming message. Therefore, when
Google Classroom was used in the present study, the teacher’s announcements
sometimes did not reach the students as constantly and timely as it was planned.

As a result, after the project started for two weeks, a Line group was created by the
teacher for this purpose instead, and it was found that the Line group was easier to
reach the students and get quick responses.

In fact, there was a drawback of this decision. Google Classroom itself can be
more effectively used than the Line group because Google Classroom was the
platform for posting class handouts and written feedback on the students’ work, and
there were also links to all groups’ portfolios. However, when the teacher noticed
that the students did not respond to the posts at the appropriate time, a Line group,

as a new communication channel, was used instead. To explain this issue, several
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studies reported success of designing online communication in different learning
contexts; for example, the use of course newsgroup discussion designed for
graduate students in distance education (Polin, 2004), or the use of online
communication in a hybrid network technology-enhanced language learning module
designed for EFL students in English classroom settings (Phadvibulya, 2006). It was
further explained that a form of online communication that can connect students
quickly and conveniently is likely to engage them and promote team cohesion
because the students get a chance to learn or join group discussions at their
convenient time (Chirasawadi, 2008; Phadvibulya, 2006), so the teacher must be
sensitive to any challenges from the use of communication technology and provide
support when necessary (Ward & Tiessen, 1997).

In conclusion, an online communication method to be used in any classroom
settings must be carefully evaluated as to fit learning objectives, class activities, and
learning styles of particular groups of students. Some aspects on drawbacks from
the use of communication technology in the CPLM are further discussed under the
topic of the use of web-based portfolios in item 5.2.2.3.

(2) Non-formal communication methods

Data from the groups’ final presentations and individual interviews reveals
that there were two non-formal online communication channels, Line groups and
Facebook Messenger groups, created by the students themselves to communicate
among their own group members. Every group in this study used either one of them
to contact with each other, update and follow up on work progress, and send work
files. D. Johnson and Johnson (2003) explain about group theory that success of
collaboration mainly depends on effective communication of group members, and
Ward and Tiessen (1997) also emphasize that collaborative projects require a shared
workspace where participants have equal access.

In this study, five out of six groups reported that it was not convenient to
discuss and brainstorm ideas about translation drafts via Line or Facebook
Messenger, so they preferred face-to-face meetings and spent their free time to
meet and discuss their work. On the contrary, Group 6 said they used online

communication more and only a few short face-to-face meetings were called.
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To shed some light on the use of online communication for collaborative work,
Kenny (2010) explored how online collaboration was used in translation classes and
found that the students preferred discussing their work in the form of face-to-face
interaction to resolve text-related difficulties, but online communication was mainly
used for social and personal topics. The communication preference of Group 6 can
be explained that the group members studied in different class years and different
programs, so it was difficult for them to set a face-to-face meeting outside class time.
Hence, online communication methods facilitated them to collaborate with each
other.

In sum, despite the differences in communication preferences, group
members in this study managed to find communication methods that best suit their
needs and showed an attempt as group members to communicate with each other

for the success of their collaborative translation projects.
5.2.2.3 Limitations of the Collaborative Translation Project

Two assigned tasks that need further discussions since they are considered
limitations of the Collaborative Translation Project in this study are web-based
project portfolios and Learner’s Diary.

(1) Web-based project portfolios

Studies have found that portfolios are useful as a tool for competence
development and assessment in translation classrooms (Calvo, 2015; Galan-Manas,
2016; J. Johnson, 2003; H. Li, 2006; Rico, 2010); therefore, in this study, web-based
project portfolios were used to promote process-oriented learning. Each group was
assigned to create one web-based portfolio and update it by posting their work and
put a tick in the working plan chart when a task was completed. There were several
advantages from the use portfolios in this study. Each student learned to monitor
their group work progress because the online work schedule chart could be used to
remind them of deadlines for work submission, and on the chart a finished task was
ticked off. The portfolios were also a storage system that the students’ work files,
such as those of text analysis and translation drafts, were constantly posted and

updated, so the files could be shared among group members and with the paired
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group whenever they were needed. The teacher also benefited from the web-based
portfolios since all the artifacts were systematically stored and conveniently
retrieved, and the students’ work progress could be monitored and marked at any
place and time. Translation classes in different learning contexts have been
encouraged to use portfolios since the benefits are undoubtedly appreciated. For
example, portfolio use places its focus on the learning process, and the teacher can
observe what the students have learned and what they are able to perform (Rico,
2010). Significantly, portfolios can effectively engage the students, as well as
empower their learning experience (J. Johnson, 2003).

However, there were two drawbacks of web-based portfolio use in this study.
The first one is related to technical issues. Some groups mentioned in the
presentations and the interviews that portfolios were not easy to use. Although
there was a tutorial session and each group could manage to create one web-based
portfolio, there were some functions that needed to be leared at a time when the
students wanted to update, change page layouts, or decorate it. Consequently, it
took the students extra time to learn some specific techniques by themselves, such
as adding pages in their desirable formats or changing any post formats. Some
students, then, mentioned that it was quite difficult to use them as part of the
translation project. Similarly, such resistance to technology caused frustration and
challenges when the students were assigned to create web-based portfolios for the
first time (Hung, 2012; Lin, 2008).

The second drawback is the use of a comment box for giving feedback.
Portfolios in this study were not successfully used to give synchronous comments or
feedback as had been planned because the students found that it was not very
convenient for them, and also some students did not have a good internet service at
home. To solve this problem, a comment box at the end of portfolio pages that
had been planned to be a channel for the teacher to give feedback and for group
members to share ideas was not used. Instead, feedback sheets from the teacher
were posted in Google Classroom and were also distributed in the form of a hard
copy in class to make sure that every member of the groups could clearly

understand the feedback.
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According to Blumenfield et al. (1991), technology can function as strategic
support for project work, from managing the data, to monitoring work process,
communicating among group members and with the teacher, and presenting the
work in progress and the end-product. Web-based project portfolios are designed to
serve all these purposes; however, this study did not to fully use the function of
communication from the portfolio, and it was replaced by other forms of
communication. It is, therefore, interesting to explore in future research how this
function can be promoted to use among students so that their learning can be fully
supported by this form of technology.

Some other concerns also arise when paper-based or web-based portfolios
are implemented in translation and other classroom settings. For example, there is
an issue of assessment scheme. Evidence revealed that students sometimes felt
unease with the requirements of the new assessment framework (Chang & Tseng,
2009; Rico, 2010). Additionally, when portfolios were assigned in a group of students
with limited experience in translation, it was reported that some students preferred
a traditional way of noting down teachers’ comments in classrooms (H. Li, 2006). In
the present study, however, there was no such trouble, probably because portfolios
were used only as a small-scale component of the translation project and evaluated
as a participation score.

As explained by Galan-Manas (2016), the use of portfolios, both digital and
paper-based ones, requires close collaboration between the teacher and the
students and also a sustained effort from the students to create, update, and assess
it. Importantly, an effective ongoing communication with the students is necessary.
Chappuis et al. (2012) emphasize that the students need to understand the benefits
of portfolio keeping and how their work will be assessed from the beginning of the
project, in order to set their goals and directions, make adjustment, and also perform
the assessment of their own work. Phadvibulya (2006) suggests that it is the teacher’
role to observe when the students need help and decide the degree to which the
support should be provided.

In this study, closer monitoring of technical problems from portfolio use and

instant technical guidance should be provided throughout the project. Also, clearer



221

instructions on using the comment box, such as when and how to respond to the
teacher’s feedback, must be given. Formative assessment in a form of participation
scores can possibly be applied.

Allin all, effective use of portfolios needs to be carefully planned in terms of
its objectives, requirements, assessment criteria, and in case of digital ones, continual

and sufficient technical support and monitoring from the teacher is very necessary.

(2) Learner’s Diary

Learner’s Diary is a learning tool widely used as a reflective task for
translation in a variety of learning contexts in different forms and terms, such as
diaries (Fox, 2000), learning journals (Lee, 2015), meta-cognitive questionnaires
(Fernandez & Zabalbeascoa, 2012a), blogs (Mitchell-Schuitevoerder, 2011), and final
reports (Galan-Manas, 2011). In this study, the students were assigned to write three
diaries by responding to guiding questions in three parts: analysis of text-related
problems, analysis of text-related difficulties, and analysis of work process (See
Appendix E). As an individual task in the project, diaries of each student were
submitted privately to the teacher via Google Classroom, and the assessment of the
diaries appeared on a checklist for participation scores.

However, the students’ feedback on the use of diaries in this study turned
out not to be very satisfactory. Although only one student mentioned that the diary
writing activity was extra work that should be revised, data from the analysis of the
students’ diaries clearly shows that there were a few students who skipped some
parts or failed to submit some diaries, and two students did not submit any diaries at
all. Also, it can be observed that some students did not put much effort in reflecting
on the work process. Evidence seems to suggest that the students did not much
realize the importance of writing reflections through the Learner’s Diaries. It is
probably because the diary was marked as ‘contract grading’ (the students got the
score when they completed and submitted each diary on time, not by the quality of
their ideas) and the scores for diary submission was very little, compared to the time

to be spent on it.
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Keeping diaries is a learning activity that engages students and helps them
care about what they are learning. Also, being aware of what they are learning and
constantly monitoring their tasks can enhance students’ metacognitive skills (Barkley,
2010; Rico, 2010). Hence, the teacher, as a facilitator of their learning, should find
some practical ways to encourage the students to put efforts on diary writing during
the project implementation. In this study, a possible solution to make diary writing
more meaningful learning experience is to give timely feedback in a form of
suggestions as a guideline for them to solve text-related problems and difficulties.
Besides, for the reflections on their work process, criteria for marking need to be
clearer and communicated to the students. As suggested by Galan-Manas (2011),
assessment scales should be created for every task, even for the ones that are not
graded. Also, descriptive comments should be provided to the students’ diaries at
the first time of their submission, and probably more feedback should be given to
particular students who do not clearly understand what is expected. In doing so, it
can send a message to the students that diary writing is considered an important
element of their translation process.

In conclusion, this section discusses effects of the collaborative project-based
learning approach on the development of strategic sub-competence in the context
of EFL learners in their translation classrooms. To be more specific, this learning
approach, when designed to suit the learning context, can enhance students’
abilities to deal with translation problems through the process of collaboration.
Collaborative project- based learning can also facilitate students to work as a team
to manage translation projects and deal with performance-related difficulties. Also,
it can create learning environments that engage the students, and at the same time
promote learner autonomy and metacognitive skills. Additionally, the last part of
the discussion focuses on the issues that need to be considered when the
collaborative project-based learning approach is implemented: how communication
technology can be well-integrated to project implementation and some
consideration to incorporate web-based project portfolios and diary writing in

collaborative translation projects.
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5.3 Implications of the findings

This section proposes implications of the study for those who are considering
how to implement the collaborative project-based learning approach for EFL learners

in the context of translation classrooms.

1. The collaborative project-based learning approach can be implemented
in different contexts of translation classrooms, both for students in translation
programs and students in foreign language programs. However, course design and
project design must suit particular contexts of learning, especially course objectives
and student profiles. For example, students in translation programs with solid
background knowledge and experience in translation and conducting translation
projects can benefit from a project with a large number of team members or a
whole class working together in an authentic project from translation commissions.
However, for EFL learners with less backeround knowledge and years of experience
in translation practices, their projects need to be supported by clear steps and
guidelines, and also more systematic support and feedback from the teacher. It is
also recommended that the teacher provide timely feedback on each draft,
especially on the analysis of text-related problems and difficulties from Learner’s
Diaries, as it can give some ideas for the students to know what should be the next
step for improving their translation drafts.

2. Asitis widely accepted by academics in a variety of subject disciplines,
students can learn best when they are encouraged to use their own potentials to
collaborate with each other: working together and helping each other to resolve
difficulties from assigned tasks. Peer editing is an activity that should be promoted
as part of all translation projects because it has been proved that students with any
levels of translation competence and language proficiency can learn from each other
from the editing. However, for students with not much experience in translation,
editing practices with simpler and shorter texts should be introduced before text
editing activities as part of a collaborative project. For a group of students with
a certain level of experience, such as students in later semesters in undergraduate

translation programs or those in graduate translation programs, they can be more
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challenged by incorporating peer assessment as part of project evaluation.
Nevertheless, communication with students on the objectives and procedures,
particularly assessment plans of any learning activities, is an important factor for the
effective implementation of any learning tasks.

3. Itis noticeable that EFL learners who take translation courses as their
major or minor still have to deal with difficulties in interpreting meanings of words or
phrases in specific contexts that are new to them, such as financing or recruitment,
and also from understanding unfamiliar complex sentence structures. Hence, it is
recommended that a training session designed to equip the students with knowledge
and skills necessary for carrying out a translation project should place more
importance on the use of translation resources, particularly the online ones.
Researching skill, which is one of the abilities in strategic sub-competence, can
compensate for deficiency of the students’ second language competence and
knowledge of specialized subjects.

4. As a facilitator in translation classrooms, the teacher needs to carefully
plan, monitor, and assess any ongoing tasks or activities included in a collaborative
project. For example, to make use of communication technology to support
collaboration, there are now a plenty of online discussion forums that can be used
to facilitate students to share useful translation resources and support each other
throughout the process of learning. It is necessary that the teacher select the most
appropriate system for the particular learning context, design learning activities that
can fully engage them, and monitor its use during the implementation. When the
channel or the task that is currently used seems impractical, the teacher must be
sensitive enough to know and decide how to adjust the activities or how to replace
the channel. Additionally, online sharing and feedback giving from peers, of course,
require extra time and efforts from the students, but if the benefits are clearly
communicated and that online communication channel is affordable and convenient
enough, the students can be facilitated and convinced to invest their time and

efforts for their learning.
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5.4 Recommendations for further research

This section proposes recommendations for researchers who are interested to

conduct studies on collaborative project-based learning in their translation courses.

1. The research in this study employed a one-group pretest posttest design
which is considered rather weak when it aims at investigating effects of a learning
approach on the development of strategic sub-competence or any translation sub-
competencies. Therefore, to control extraneous variables, research should be carried
out with a control group and an experimental group, and participation of the study
should also be randomly selected. Randomization of experimental and control
groups is the best way to control threats to external validity of research, which limit
the generalization of experimental results.

2. The number of the students is a limitation of this study. Research studies
with a higher number of students will be able to provide more reliable quantitative
data, such as scores of the pretest and posttest and translation tasks, or the total
scores of the projects. Also, it is interesting to investigate what kinds of help low
proficiency students need, compared to the ones that high proficiency students
need. Those scores can divide the students into a high group and a low group in
order to shed more light on the effectiveness of collaborative project-based learning

3. The notion of engagement is a key factor that can determine how
successful collaborative learning approach is, so future research can focus more
on measuring levels of student engagement using quantitative data analysis, such as
a questionnaire, so that it can be compared with their performance scores, i.e.
translation test scores or participation scores. Quantitative data obtained can also
be used as a guideline for semi-structure interviews at the end of the project.

4. Since collaborative learning focuses on social interaction among learners
(Kiraly, 2005), it is a good idea to investigate the students’ collaboration using
interaction patterns to explore how students interact with each other, and the data
can be associated with the students’ performance.

5. The peer-editing activity is useful and can provide rich data for

researchers. Class observation and video recording can collect only some dimensions
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of collaboration, other tools or methods to collect data can be used; for example,
translation drafts and notes that the students used in the peer-editing session could

be collected for data analysis.
5.5 Conclusion

The collaborative project-based learning approach under the social
constructivism is acknowledged as an effective learning approach in translation
training mostly in the context of translation degree programs. In this study, this
learning approach was implemented in the form of the Collaborative Project-based
Learning Module (CLPM), particularly designed for EFL undergraduate learners who
took a business translation course as their elective major or minor course. On the
basis of the evidence currently available, it can be concluded that the CLPM
supported EFL learners in this context to improve their strategic sub-competence,
which includes abilities to identify and solve text-related problems and text-related
difficulties, and also abilities to deal with performance-related difficulties that
occurred during the implementation of a collaborative translation project. These
strategies require problem-solving and decision-making skills, the skills that can be
transferred to their work in the future. As novice translators, the students also
learned how to work step by step to carry out the translation project as a team
effort. Importantly, the students valued the collaboration among themselves,
especially collaborative editing, peer editing, and revising translation drafts. The
CLPM was reported to help them improve the skills necessary for translation, such as
understanding problematic elements or unfamiliar structures, revising hard-to-read
instances in their translation, and using translation resources to solve problems. The
students also appreciated this translation project since it offered them opportunities
to fully participate by sharing ideas and helping each other to deal with challenges
throughout the work process. It seems fair to conclude that the CLPM engaged the
students to be active and autonomous learners, with the teacher as a facilitator in

their learning process.
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Appendix A: Lesson Plans

Week 1/1 (Session 1)
Task 1: Course introduction (50 minutes)
Objective(s): Students will be able to identify course objectives, content,
assignments, and assessment criteria of the course.
Class activities:

1. The teacher explains details of the course: course objectives, course content,

assessment criteria, as well as regulations set for the course.
2. The teacher allows time for questions related to the course.

Material(s): Handout: course syllabus
Evaluation: N/A

Task 2: Pre-course survey (40 minutes)
Objective(s): The teacher gets to know about the students.

Class activities: Students do the pre-course survey about their experience and
preferences in translation and translation training.

Material(s): Pre-course survey

Evaluation: N/A

Homework: The students are assigned to read business texts in Lesson 1 and prepare
for discussion.

Week 1/2 (Session 2) (In the computer lab)
Task: Translation pretest (90 minutes)
Objective(s):
1. Students’ translation skills and knowledge are assessed before the course
begins.
2. The teacher gets information about individual students’ translation knowledge
and skills.
Class activities: The pretest is conducted in the computer lab.
Material(s): Translation pretest
Evaluation: N/A
Homework: N/A

Week 2/1 (Session 3)

Lesson 1: Types of business texts and translation methods

Task: Types of business texts (90 minutes)
Objective(s): Students will be able to identify different types of business texts
Class activities:

1. Students work in a group of 4 to match the business texts with the terms
provided (news story, feature story, article, promotion literature, memo, letter,
report, transaction document, financial document).

2. Each group presents their ideas in front of class.

3. Class discusses types of texts, as well as the sender’s intention, language style,
text composition, and media.
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Material(s): Handout - Lesson 1 (Types of business texts and translation methods)
Evaluation: Exercise in the handout and the students’ presentations

Homework: Students read the two versions of Thai translation of ‘Jonathan
Livingston Seagull’ in Activity 2 and find the differences between them.

Week 2/2 (Session 4)
Lesson 1- Types of business texts and translation methods (continued)
Task: Translation methods (70 minutes)
Objective(s): Students will be able to explain the characteristics of the
communicative translation method.
Class activities:

1. Students tell which Thai translations in Activity 2 they prefer and explain

why.

2. Class discusses the differences between the two translations, in terms of
contents, use of words and phrases, and sentence structures.

3. Students compare the two translations, in terms of their content, use of words,
and sentence structures.

4. Class discusses the answers.

5. The teacher explains characteristics and the use of semantic and
communicative translation methods.

6. Students do Activity 3 (business texts and the translation method used), and
class discusses the answers.

Material(s): Handout - Lesson 1 (Types of business texts and translation methods)
Evaluation: Activities in the handout

Lesson 2- Types analysis for translation

Task: Text analysis for translation (20 minutes)
Objective(s): Students will be able to list factors for analyzing texts before
translation.

Class activities: Class brainstorms and discusses to get a list of factors necessary for
analyzing texts before translation.

Material(s): Handouts - Lesson 2 (Text analysis for translation)

Evaluation: N/A

Homework: Students read about factors in the handout to prepare for the next class.

Week 3/1 (Session 5)
Lesson 2- Text analysis for translation (continued)
Task: Text analysis for translation (90 minutes)
Objective(s):
1. Students will be able to describe factors for analyzing texts before translation.
2. Students will be able to analyze texts according to the assigned factors.
Class activities:
1. Students see examples of texts and discuss each type of factor for text
analysis.
2. The teacher explains key concepts of each factor.
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3. Students do exercises in the handout to practice analyzing text in ach activity
in the handout.
4. Class discusses possible answers in each activity.

Material(s): Handouts - Lesson 2 (Text analysis for translation)
Evaluation: Activities in the handout
Homework: Students reads the handout to prepare for the next class.

Week 3/2 (Session 6)
Lesson 2- Text analysis for translation (continued)
Task: Text analysis for translation (90 minutes)
Objective(s):
1. Students will be able to describe factors for analyzing texts before translation.
2. Students will be able to analyze texts according to the assigned factors.

Class activities:
1. Students see examples of texts and discuss each type of factor for text

analysis.

2. The teacher explains key concepts of each factor.

3. Students do exercises in the handout to practice analyzing text in ach activity
in the handout.

4. Class discusses possible answers in each activity.

Material(s): Handouts - Lesson 2 (Text analysis for translation)

Evaluation: Activities in the handout

Homework: Students analyze factors for translation ST-1: 5 Insurance policies
everyone should have.

Week 4/1 (Session 7)

Lesson 3- Translation editing

Task: Translation editing (90 minutes)
Objective(s):

1. Students will be able to explain the criteria for editing and assessing
translation: accuracy, completeness, smoothness, tailoring, mechanics, and
layout.

2. Students will be able to analyze the translation according to the given criteria.

Class activities:
1. Students read the criteria for editing and assessing translation in the editing

form.

2. The teacher explains key concepts of the criteria.

3. Students work in groups of 3-4 to discuss the error samples in each criterion
and explain in class why those examples should be revised.

4. Class discusses the answers, and the teacher summarizes the criteria for
translation editing.

Material(s): Handouts - Lesson 3 (Translation editing)
Evaluation: Class activity
Homework: Students do a translation task (ST-1: Tourism in Japan) as homework.
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Week 4/2 (Session 8)  (In the computer lab)
Lesson 4: Translation resources
Task: Use of translation resources: usefulness and trustworthiness (90 minutes)

Objective(s):
1. Students will be able to use translation resources in performing translation
tasks.
2. Students will be able to explain usefulness and trustworthiness of translation
resources.

Class activities:
1. Each student lists two translation resources they often use when doing

English-Thai translation and also give reasons. Students post their answers in
the Google Classroom discussion board.

2. Class discusses the answers.

3. The teacher introduces the use language resources: bilingual and monolingual
dictionaries.

4. Students do exercises by using online dictionaries to find appropriate
meanings of the word ‘founder’ in different contexts, and write down the
answers in Google Classroom.

5. Class discusses the answers.

6. The teacher introduces online language resources that can be useful for the
students.

7. The students use Cambridge Dictionaries Online to match the meanings of the
word ‘trust’ from the dictionaries to the word in the sentences given.

8. Class discusses the answers.

9. Class discusses the use of thesaurus and collocation dictionaries.

10. Students do an exercise to transcribe proper names.

11. Class discusses how the proper names can be transcribed properly.

Material(s): Handout — Lesson 3 (Translation resources)
Evaluation: Teacher’s observation and activities in the handout
Homework: Activity in the handout (Transcribing English proper names into Thai)

Week 5/1 (Session 9)
Lesson 4: Translation resources (continued)
Task: Summary of translation resources: usefulness and trustworthiness
(20 minutes)

Objective(s):
1. Students will be able to use translation resources in performing translation
tasks.
2. Students will be able to explain usefulness and trustworthiness of translation
resources.
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Class activities:
1. Class discusses answers of Activity 6 (transcribing proper names).

2. The teacher summarizes the main points of trustworthiness of translation
resources.

Material(s): Handout — Lesson 3 (Translation resources)
Evaluation: N/A

Lesson 5 -Translation problems and strategies

Task: Translation problems and strategies (70 minutes)
Objective(s):
1. Students will be able to identify translation problems from English source
texts.

2. Students will be able to list strategies used in translation.
Class activities:
1. Students read the handout and work in groups (of 3-4) to discuss the
differences between an English sentences and the Thai translation provided.
2. Each group presents their ideas about the problems to the class.
3. The teacher gives feedback and presents the terms for the translation problems
and strategies.
4. Each group work together to solve problems from the exercises in the handout.
5. Class discusses the solutions from each group.
Material(s): Handout — Lesson 5 (Translation problems and strategies)
Evaluation: Activities in the handout

Homework: Students practice translation of sentences with translation problems in
the handout.

Week 5/2 (Session 10)

Task: Feedback and discussion on the students’ translation (ST-1) (40 minutes)
Objective(s): Students will be able to identify problems occurred in the translation
task.

Class activities: Class discusses errors students made and translation problems in the
translation task.

Material(s): ST-1:5 Insurance policies everyone should have

Evaluation: N/A

Homework: Students do a translation task (ST-2: 5 Insurance policies everyone
should have) as homework.

Lesson 5 - Translation problems and strategies (continued)
Task: Translation problems and strategies (50 minutes)
Objective(s):
1. Students will be able to identify translation problems form the given texts.
2. Students will be able to apply strategies in doing translation.
Class activities:
1. Class discusses the students’ translations of the sentences with translation

problems.
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2. The teacher presents the terms for the translation problems and strategies.

3. Students translate sentences and identify translation problems from the
exercises in the handout.

4. Class discusses the translation and solutions.

Material(s): Handout — Lesson 5 (Translation problems and strategies)
Evaluation: Teacher’s observation and activities in the handout

Homework: Students practice translation of sentences with translation problems in
the handout.

Week 6/1 (Session 11)
Lesson 5 - Translation problems and strategies (continued)
Task: Translation problems and strategies (90 minutes)
Objective(s):
1. Students will be able to identify translation problems form the given texts.
2. Students will be able to apply strategies in doing translation.
Class activities:
1. Class discusses the students’ translations of the sentences with translation
problems.
2. The teacher presents the terms for the translation problems and strategies.
3. Students translate sentences and identify translation problems from the
exercises in the handout.
4. Class discusses the translation and solutions.

Material(s): Handout — Lesson 5 (Translation problems and strategies)
Evaluation: Teacher’s observation and activities in the handout

Homework: Students practice translation of sentences with translation problems in
the handout.

Week 6/2 (Session 12)
Lesson 5 - Translation problems and strategies (continued)
Task: Translation problems and strategies (90 minutes)
Objective(s):
1. Students will be able to identify translation problems form the given texts.
2. Students will be able to apply strategies in doing translation.
Class activities:
1. Class discusses the students’ translations of the sentences with translation
problems.
2. The teacher presents the terms for the translation problems and strategies.
3. Students translate sentences and identify translation problems from the
exercises in the handout.
4. Class discusses the translation and solutions.
Material(s): Handout — Lesson 5 (Translation problems and strategies)
Evaluation: Teacher’s observation and activities in the handout
Homework: Students practice translation of sentences with translation problems in
the handout.
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Task: Feedback and discussion on students’ translation (ST-2) (40 minutes)
Objective(s): Students will be able to identify problems occurred in the translation
task.

Class activities: Class discusses errors students made in the translation task.
Material(s): Source text-3: Tips for entrepreneurs to start a business

Evaluation: N/A

Homework: Students do a translation task (ST-3: Malaysia’s changing tourism
market) as homework.

Week 7/1 (Session 13)
Lesson 5 - Translation problems and strategies (continued)
Task: Translation problems and strategies (90 minutes)
Objective(s):
1. Students will be able to identify translation problems form the given texts.
2. Students will be able to apply strategies in doing translation.
Class activities:
1. Class discusses the students’ translations of the sentences with translation
problems.
2. The teacher presents the terms for the translation problems and strategies.
3. Students translate sentences and identify translation problems from the
exercises in the handout.
4. Class discusses the translation and solutions.
Material(s): Handout — Lesson 5 (Translation problems and strategies)
Evaluation: Teacher’s observation and activities in the handout
Homework: Students practice translation of sentences with translation problems in
the handout.

Week 7/2 (Session 14)

Task: Feedback and discussion on students’ translation (ST-3) (40 minutes)
Objective(s): Students will be able to identify problems occurred in the translation
task.

Class activities: Class discusses errors students made in the translation task.
Material(s): Source text-3: Malaysia’s changing tourism market

Evaluation: N/A

Homework: Students do a translation task (ST-4: Business Strategies from First-
Time Entrepreneur: Laura Riehm) as homework.

Lesson 5 - Translation problems and strategies (continued)
Task: Translation problems and strategies (50 minutes)
Objective(s):
1. Students will be able to identify translation problems form the given texts.
2. Students will be able to apply strategies in doing translation.
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Class activities:
1. Class discusses the students’ translations of the sentences with translation
problems.
2. The teacher presents the terms for the translation problems and strategies.
3. Students translate sentences and identify translation problems from the
exercises in the handout.
4. Class discusses the translation and solutions.
Material(s): Handout — Lesson 5 (Translation problems and strategies)
Evaluation: Teacher’s observation and activities in the handout
Homework: Students practice translation of sentences with translation problems in
the handout.

Week 8/1 (Session 15)

Task: Quiz#1: English-Thai translation (90 minutes)
Objective(s): Students’ abilities in translation (i.e. translation skills, problem
identification, and strategy application) are assessed.

Class activities: The quiz is administered in class.

Material(s): Quiz#2: English-Thai translation (a short business article)
Evaluation: N/A

Notes: This quiz is worth 5% of the course evaluation.

Week 8/2 (Session 16)

Task 1: Feedback and discussion on students’ translation (ST-4) (50 minutes)
Objective(s): Students will be able to identify problems occurred in the translation
task.

Class activities: Class discusses errors students made in the translation task.
Material(s): ST-4: Business Strategies from First-Time Entrepreneur: Laura Riehm
Evaluation: N/A

Task 2: Dos and Don’ts in collaborative editing and peer-editing (40 minutes)
Objective(s): Students will be able to list what to do and what not to do for effective
collaborative editing and peer-editing.
Class activities:

1. Class discusses why editing is important.

2. Students work in groups, discussing what group members should and should
not do in group work.
3. Students present their ideas.
4. Class discusses students’ ideas in order to make a to-do and not-to-do list as an
agreement for collaborative group work.
Material(s): N/A
Evaluation: Teacher’s observation



236

Week 9/1 (Session 17)
Task 1: Summary of dos and don’ts in collaborative editing and peer editing

(20 minutes)
Objective(s): Students will be able to list what to do and what not to do for effective
collaborative editing and peer editing
Class activities: Class discusses the agreement on collaborative editing and
peer-editing
Material(s): Supplementary handout: Classroom Agreement on Collaborative
Editing and Peer-editing Activity
Evaluation: N/A

Task 2: Editing practice (70 minutes)
Objective(s): Students will be able to assess and edit translation work
Class activities:
1. Students read the English source text and the Thai translation to find errors
and revise it.
2. The teacher observes and facilitates the practice.
3. Class discusses some elements and criteria in the exercise.
Material(s): Supplementary handout — Editing Practice
Evaluation: Teacher’s observation
Homework: Students continue the editing practice as homework.

Week 9/2 (Session 18)
Task 1: Feedback on editing practice exercise (60 minutes)
Objective(s): Students will be able to assess and edit translation work.
Class activities:
1. Students work in pairs to compare their notes.
2. The teacher observes and facilitates the practice.
3. Class discusses elements and criteria in the exercise.

Material(s): Supplementary handout — Editing Practice

Evaluation: Teacher’s observation and exercise in the handout.
Homework: N/A

Task 2: Feedback and discussion on students’ midterm exam task (30 minutes)
Objective(s): Students will be able to identify problems occurred in the
translation task.

Class activities: Class discusses errors students made in the translation task.
Material(s): Source text from the midterm exam

Evaluation: N/A
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Week 10/1 (Session 23)

Task 1: Project orientation [Project task] (25 minutes)
Objective(s): Students will be able to list steps in doing translation projects in this
class.

Class activities: The teacher explains project details and steps, as well as criteria for
assessing the project

Material(s): Project Manual

Evaluation: N/A

Task 2: Grouping [Project task] (15 minutes)
Objective(s): All students will be grouped in to a group of 3 or 4 for the project
assignment.

Class activities: Students group themselves in a group of 3 or 4.

Material(s): N/A

Evaluation: N/A

Task 3: Source text selection [Project task] (20 minutes)
Objective(s): Each group will get an English text from a list provided by the teacher
to be a source text for their translation project.

Class activities: The teacher provides a list of English source texts and each group
select the one they like.

Material(s): Three source texts

Evaluation: N/A

Task 4: Project planning [Project task] (15 minutes)
Objective(s): Students will be able to make a plan for their translation projects.
Class activities: Students work together in their groups to make a plan for their group
project.

Material(s): Handout - Project Manual (Section of working plan; Checklist for
Working Plan and Text Analysis Form)

Evaluation: The working plan is evaluated from the file each group posts on their
project portfolios, as a participation score.

Homework: Students read their groups’ source texts in order to prepare for text
analysis in the next session.

Task 5: Text analysis [Project task] (15 minutes)
Objective(s): Students will be able to work in groups to analyze their texts before
translation.

Class activities: Students work in groups to analyze intrartextual and extratextual
factors before translation.

Material(s): Handout - Project Manual (Section of text analysis; Checklist for
Working Plan and Text Analysis Form)

Evaluation: Text analysis is evaluated from the file each group posts on their
project portfolios, as a participation score.
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Week 10/2 (Session 20)  (Computer Lab)

Task: Web-based project portfolios  [Project task] (60 minutes)
Objective(s): Students will be able to create their groups’ web-based project
portfolios.

Class activities: Students work in groups to create their own web-based project
portfolios.

Material(s): Handout - Project Manual (Section of web-based project portfolios)
Evaluation: Teacher’s observation

Note: Portfolios and the text analysis will be able to be finished outside class time.
Homework: Students prepare for their project presentation in the next session.

(The teacher refers to the Project Manual for instructions, criteria for presentation and
classroom discussion, as well as the forms to be used during the presentation session.)

Week 11/1 (Session 21)
Task: Presentation#1 and classroom discussion#1 [Project task] (90 minutes)
Objective(s):
1. Students will be able to present their working plan and text analysis.
2. Students will be able to give feedback to their peers’ work.
Class activities:
1. Each group of students presents their working plan and the analysis of the text.
(Each group member gets to speak.) Each presentation is up to 10 minutes.

2. Other students share ideas to give comments and suggestions. Each discussion

is up to 5 minutes.

3. The teacher supports the discussion and gives overall feedback at the end of

the class.

4. Feedback by the teacher will be posted in the groups’ project portfolios.
Material(s): Handout - Project Manual (Checklist for Presentation Evaluation Form;
Checklist for Working Plan and Text Analysis Form)

Evaluation: The presentation, working plan, and text analysis are evaluated as
a participation score.
Homework: Students do the individual translation task.

Week 11/2 (Session 22)
Task: Practice on analyzing translation problems and translation strategies
(90 minutes)

Objective(s): Students will be able to analyzing translation problems and strategies
from the given source text and target text.
Class activities:

1. Students read the English source text “6 Things older workers can do to find

a job faster”, and then analyze translation problems.
2. Students discuss some answers in small groups.
3. Students submit their task at the end of the class.

Material(s): ST-5: 6 Things older workers can do to find a job faster

Evaluation: Activities in the task

Homework: Students do a translation task (ST-5: 6 Things older workers can do to
find a job faster) as homework.
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Week 12/1  (Session 23)  (In the computer lab)

Task: Collaborative editing [Project task] (90 minutes)
Objective(s):
1. Students will be able to collaborate with each other to edit their own groups’

translations.

2. Students will be able to negotiate for meanings in the editing process.

3. Students will be able to give and respond to feedback from peers in their own
groups.

4. Students will be able to assess their own translation group work.

Class activities:
1. The teacher explains about the process of the collaborative editing, referring to

the Project Manual.

2. Students work together to edit their own groups’ translations, by negotiating
for meanings, giving feedbacks, and responding to feedback from peers in
their own groups.

Material(s): Handout - Project Manual (Self-editing and Self-assessment Form;
Checklist for Class Participation Form)

Evaluation: Teacher evaluates collaborative editing as a participation score, and
also from the two forms collected at the end of the class.

Homework: Students read another group’s translation from their peers’ project
portfolios in order to prepare for peer-editing in the next session.

Week 12/2 (Session 24)
Task: Practice on peer-editing (90 minutes)
Objective(s):
1. Students will be able to assess and edit other’s translation work.
2. Student translator will get information for improving their translation work.
3. Student translator will be able to negotiate for meanings and respond to
feedback from others.

Class activities:
1. Students read the ST-5: ‘6 Things older workers can do to find a job faster’

and the Thai translation by their peers.

2. Students work in pairs to give comments and suggestions to their peer and
respond to the comments.

3. The teacher observes and facilitates the activity.

Material(s): ST-5: ‘Things older workers can do to find a job faster’ and Thai
translations by the students
Evaluation: Teacher’s observation
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Week 13/1 (Session 25)

Task: Quiz#2: English-Thai translation (90 minutes)
Objective(s): Students’ abilities in translation are assessed.

Class activities: The quiz is administered in class.

Material(s): Quiz#2: English-Thai translation (a short business article)
Evaluation: N/A

Notes: This quiz is worth 5% of the course evaluation.

Week 13/2 (Session 26)
Task: Peer-editing and Peer-assessment [Project task] (90 minutes)
Objective(s):
1. Students will be able to assess and edit other’s translation work.
2. Editor students practice editing and assessing translation work.
3. Translator students get information for improving their translation work.
4. Translator students will be able to negotiate for meanings and respond to
feedback from others.
Class activities:
1. Students do reciprocal editing. Each round takes up to 40 minutes.
2. The teacher observes and facilitates the process.
Material(s): Handout - Project manual (Peer-editing and Peer-assessment Form;
Checklist for Class Participation Form)
Evaluation: The teacher evaluates peer-editing activity as a participation score, and
also from the two forms collected at the end of the class.
Homework: Each group revises their own translation.

Week 14/1 (Session 27)  (Computer lab)

Task: Final draft translation (90 minutes)
Objective(s): Students will be able to revise their translation work to produce the
final product of the translation.

Class activities:

1. Students work in their groups to edit their work and complete it as the final

draft of the project.

2. Both the final draft and the learner’s diary are posted on the project portfolios.
Material(s): Handout — Project Manual (Scoring Rubric for Translation Project
Form)

Evaluation: The final draft is evaluated, using Scoring Rubric for Translation Project
Form. Learner’s Diary is marked as a participation score.

Week 14/2 (Session 28)
Task: Translation practice and revision (90 minutes)
Objective(s):
1. Students will be able to translate business terms and expressions.
2. Students will be able to identify translation problems and apply strategies to
solve the problems.

Class activities: Class discusses translation problems and strategies used in students’
translations as feedback
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Material(s): Handout — Source text for translation practice
Evaluation: N/A

Week 15/1 (Session 29)  (In the computer lab)

Task: Translation posttest (90 minutes)
Objective(s): Students’ translation skills and knowledge are assessed after the
second project.

Class activities: The teacher administers the posttest in the computer lab.
Material(s): Translation posttest and the answer key

Evaluation: N/A

Week 15/2 (Session 30)
Task: Presentation#2 and Classroom discussion#2 (120 minutes)
Objective(s):
1. Students will be able to work together in groups to present their project.
2. Students will be able to give feedback to their peers’ work.
Class activities:
1. Each group of students presents their projects. (Each group member gets to
speak.) Each presentation is up to 15 minutes.
2. Other students share ideas to give comments and suggestions. Each discussion
is up to 5 minutes.
3. The teacher supports the discussion and gives overall feedback at the end of
the class.
Material(s): Handout - Project Manual (Checklist for Presentation Evaluation Form;
Checklist for Class Participation Form)
Evaluation: The presentation is marked as a participation score.
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Appendix B: Project Manual

Introduction

This project manual is a guideline for students to do the translation project in
Translation in Business. This manual includes all the details necessary for you to
understand steps, requirements, and assessment schemes of the project, from the
beginning to the end, so that you can plan, monitor, and evaluate your work progress.

Content
1. Overview of the project

2. Tasks/ Activities in the project
2.1  Source text selection
2.2 Working plan
2.3 Text analysis
2.4 Presentation#1 and Classroom discussion#1
2.5 Individual translation and Learner’s diary#1
2.6  Collaborative editing
2.7  First draft translation and Learner’s diary#2
2.8  Classroom forum
2.9  Teacher assessment
2.10 Peer-editing and Responsive feedback
2.11 Final draft translation and Learner’s diary#3
2.12 Presentation#2 and Classroom discussion#2
2.13 Teacher evaluation

3. Web-based project portfolios

4. Assessment criteria of the project

5. All the forms to be used in this project

1. Overview of the project

This 6-week project includes three main stages: (1) Planning; (2) Translating and
collaborative editing; and (3) Peer-editing, revising, and presentation. The details are
as follows:

In-class activities Outside-class activities

Week 10/1 | Project orientation, ST selection . . .
Tue 27 Oct & Project planning Project planning, Text analysis
Week 10/2 | Web-based project portfolios & Project planning and Text analysis
Thu 29 Oct Text analysis (Posted by Sat 31 Oct)
Week 11/1 Presentation#1 & Individual translation
Tue 3 Nov Classroom discussion #1

Individual translation &
\./I.Vﬁslé &kl)/\/Z [TR practice] Learner’s diary#1

(Posted by Sat 7 Nov)
Week 12/1 Collaborative editing & First First draft translation &

Tue 10 Nov draft translation Learner’s diary#2
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Week 12/2 First draft translation & Learner’s
Thu 12 [TR practice] diary#2
Nov (Posted by Sat 14 Nov)
'\I{Yj ?ﬂ(? 1N3(;\1/ [Quiz 2] Preparation for Peer editing
Week 13/2 Peer editing &
Thu 19 Responsive feedback Final draft translation
Nov Final draft translation
Week 14/1 . . . .
Tue 24 Nov Final draft translation Final draft translation
Week 14/2 . Final draft translation &
Thu 26 [TR practlge_and course Learner’s diary#3
Nov revision] (Posted by Sat 29 Nov)
Week 15/1 Posttest Preparation for Presentation #2
Tue 1 Dec P
Week 15/2 Presentation#2 &
Thu 3 Dec Classroom discussion #2 -

2. Tasks in the project

This chart explains all the activities and tasks in this project, and all the details are
explained below.

Stage 1: Planning

Text analysis
5T selection Classroom discussion
{agreed wpon by teacher) (peer's & teacher's
feedback
Working plan ack)

Student A's .| Leamers Stage 2: Translating and
transiation » diary collaborative editing
Student B's - Learner's
translation ” diary
Student C's > Leamer's
translation diary
[ Collaborative editing ]
First draft o | Leamer's
translation - diary
1

L ] W

Stage 3: Peer editing,
Teacher Peear . . s .
assessment editing Responsive feedbadk ] revising, and presentation

- Classroom discussion
L | d'?ﬂ' —3 Lea_rner"s _’l Presentation {peer's & teacher's
translation diary feedback)

[ Teacher evaluation }
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Source text selection

Each group selects a source text for the project from a list provided
by the teacher.

Working plan

Your working plan for the translation project include:

(1) Working steps; (2) time frame; (3) responsible person(s); (4)
group communication method(s); (5) analysis of your group work
issues (any challenges and your tentative solutions)

Your working plan can refer to the table on Page 1 of this manual,
with some more detailed descriptions, such as work allocation, and it
must be posted in the project portfolios and also presented in the
Presentation# 1

The list of elements for evaluating your working plan is in the
Checklist for Working Plan and Text Analysis Form.

Text analysis

Factors to be analyzed for this project have been discussed and
practiced in class, which include:

Extratexual factors
1. Sender: (Who is the text producer?)

2. Sender’s intention: (What is the sender’s main intention?)
3. Audience: (Who can be the ST audience? Who can bethe TT
audience? )

4. Medium: (What is the medium of the ST? What is the medium
of the TT?)

Intratextual factors:

1. Subject matter: (What is the topic? What is the title and/or the

subtitles?)

Text composition: (What are different parts of the ST?)
3. At least FIVE translation problems: (Problems from the
differences between the nature of the SL and the TL. See the
details in Lesson 5: Translation problems and strategies)
Linguistic problems

A. Lexical problems (word meaning)

B. Syntactic problems (sentence structures)
1. Word order in a noun phrase
Impersonal pronoun ‘it’
3"-person reference pronouns and possessive adjectives
Verb tenses
Passive construction
Derived sentences
Other types of structures

N

No ok o
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Convention-related problems
1. Use of punctuation marks

2. Marking of plurality

3. Marking of gender

4. Transcribing proper names
4. At least FIVE translation difficulties: (Problems that are difficult

for you to translate)

The list of elements for evaluating your working plan and text
analysis is in the Checklist for Working Plan and Text Analysis
Form.

Presentation# 1 and Classroom discussion# 1

Each project has two presentations, after you finish source text
analysis and after you finish the final draft.

The first presentation contains each group’s working plan and text
analysis.

The list of elements for evaluating your presentation is in the
Presentation Evaluation Form.

As the audience of the presentation, group members should try to
participate by giving suggestions or comments, or asking gquestions.
The list of elements for evaluating your classroom discussion is in
the Checklist for Class Participation Form.

Individual translation and Learner’s diary#1

Individual translation will be responsible by individual students.
Each student will write the Learner’s diary#1 after finishing the
individual translation.

Individual translation will be posted on the portfolio. The Learner’s
diary#1 will be sent to the teacher’s email (the “Assignment” post in
the Google Classroom).

Collaborative editing

In classroom, students in each group will have time to work with
each other to revise and edit your own group work.

The guideline for editing your work is in the Self-editing and Self-
assessment Form.

First draft translation and Learner’s diary#2

After the collaborative editing, your group will produce the first
draft of the whole ST.

Each student will write the Learner’s diary#2 after finishing this
draft.

The first draft translation will be posted on the portfolio.
Learner’s Diary#2 will be sent to the teacher’s email

(the “Assignment” post in Google Classroom).
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Teacher assessment

e Your first draft will be posted on your project portfolio. The teacher
will assess your first draft as a part of the participation score and
give feedback as necessary.

Peer-editing and Responsive feedback

e Two groups will work together in the peer-editing process. You
need to read your classmates’ translation before class and give them
feedback in class.

e Each group’s editing takes 40 minutes.

Final draft translation and Learner’s diary#3

e  After getting the feedback from your peers, each group will revise
their translation and produce the final draft. This draft will be
marked by the teacher using the Scoring Rubric for Translation
Project Form.

e  Each student will write the Learner’s diary#3 after finishing the
final draft.

e The final draft translation will be posted on the portfolio. Learner’s
Diary#3 will be sent to the teacher’s email (the “Assignment” post
in the Google Classroom).

Presentation#2 and Classroom discussion#2

e This presentation is similar to the first presentation, but it contains
only 8-10 important translation problems and 8-10 important
translation difficulties, with the solutions of the whole project.

e At each group’s presentation, every member of the group has to
speak.

e The list of elements for evaluating your presentation is in the
Presentation Evaluation Form.

e As the audience of the presentation, students in each group should
try their best to participate by giving suggestions or comments, or
asking questions.

e The list of elements for evaluating your classroom discussion is in
the Checklist for Class Participation Form

Teacher evaluation

e The final draft translation will be evaluated using the Scoring Rubric

for Translation Project Form.
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3. Web-based project portfolios
Each group has to create a web-based project portfolio, a type of portfolio developed
and provided by Google Sites (http://sites.google.com/). Your project portfolio must
include at least 4 pages:
3.1  Homepage: the introduction of the portfolio and your group photo
3.2 Project details: key elements of the projects and the working process
3.3 Working plan: description of the work in each step, the responsible

person(s), and the due date. After each step is completed, the
responsible person(s) will tick off the box in the last column to inform
others and the teacher that the work is done.

3.4 Textanalysis: extratextual and intratextual factors
35 Translation tasks: all the three translation drafts.

The link of your project portfolio will be posted on the Google Classroom so that
everyone in the class can access all the portfolios using the links here.

4. Assessment criteria of the project
The total score of the project is 20 marks (20%). Here are the assessment criteria.

© oo N kRN RE
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The following tasks will be assessed and the scores will be given to each
student when he/she completes each task on time and fully participates in each
activity. The total score is 15 and the net score is 10.

Text analysis (2 marks)

Working plan (1 mark)

Presentation#1 and Classroom discussion#1 (2 marks)

Classroom forum (1 mark)

Individual translation (1 mark)

Three pieces of Learner’s Diary (3 marks)

Collaborative editing (1 mark)

First draft of group translation (1 mark)

Peer editing and responsive feedback (1 mark)

. Presentation#2 and Classroom discussion#2 (2 marks)

The final draft of your translation project will be given based on the quality of
the translation (according to the Rubric Scoring for Translation Project Form).
The total score is 15 and the net score is 10.
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5. All the forms to be used in this project
The forms to be used in this project are on Page 6-16 of this manual.

Note:
Situation context: You are assigned to translate an online business article from the

website of Business News Daily,www.businessnewsdaily.com. Your translation will
be published in the column “4inv3nsgalya” in a Thai business magazine, “GM Biz”.
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Appendix C: Translation Pretest

Part I: (15 Marks) English-Thai Translation

Translate the following excerpt into Thai. Use the information given as the context of your
work. Write your translation in the answer sheet. (Liazaniusaldfiifluaisninatanle

dayarilvudluisunisznaunisula  wazdauunuilalunszardinay)

Situational context: You are assigned to translate this excerpt from an online article,

"UK Dairy Industry in Crisis”, from the website, http://www.abc.net.au/news/business/articles/.

Your translation will be published as a part of the article, “ansunssuineassauian” in the journal

“MsasifauasiaiuInIsiaras” by dfnidauasiamnnisinees e 1

UK Dairy Industry in Crisis

Approximately 14,000 dairy farmers in the UK, producing 3.3 million liters per day,
have been hit by a series of price cuts. With milk prices having fallen, there has been

a growing concern that the UK milk market would be unsustainable.

Dairy farmers are at risk of losing their businesses since milk processors, who buy

the milk from them and sell onto customers, have cut the price they pay for it.

Recently, a Germany’s firm spent £80 million to take over the management of

factories in Derbyshire and Essex.
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Part II: (45 Marks) Translation problems and strategies

Read the English source text and the Thai translation on the next page. Use the
situation context given as the context of your work. Then, answer the question in
the answer sheet. (ahusuaifuaEdongruazunulan s nailvun Taalddayaizas

vsunlunsulailiundsznaunsdadula uareaudianulunseareinay)

Situational context: The source text is an online article,”5 Important things that make
workers quit”, from the website of “"Business News Daily”,

http://www.businessnewsdaily.com/articles/. The translated text will be published as

an article, “&saday 5 Usensivinlviwiineiuaiaan” in the column, “Get Ahead” in a business

magazine “GM Biz".
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English Source Text

5 Important Things That Make Workers Quit

Although workers (1) care about money, it's usually not (2) the reason they go looking for a new job.
(3) According to a research study in Canada, wanting to be respected and looking to maintain (4) a work-

life balance are the two important reasons that employees decide to move on. "(S)Surprisingly, having
a low salary is not (6) one of the first reasons.
In this study, researchers asked workers (7) why they left previous jobs. The first top 5 reasons are:
+ Your boss doesn't trust you.
+ (8) You are expected to work or answer emails on sick days or after work hours.
& Your boss doesn't take responsibility when things go wrong.
+  Work is not flexible with regard to your family responsibilities.
« You don't get along with your co-workers.

"Management plays a key role in an employee's work satisfaction,” the researchers said. "{9) Not
being trusted by the boss and taking the blame for (10)management's mistakes are the leading causes of
dissatisfaction.”

The research found that men and women (11) differed in top reasons for leaving jobs. (12) Itis
necessary for women to get work flexibility in regards to family responsibility. While men reported that
having to work when on leave acceptable, women viewed it as unacceptable.

Age also played in a role in how employees viewed some of their workplace aggravations. The study
discovered that workers between the ages of 30 and 44 were very dissatisfied (13} by lack of flexibility
regarding family responsibilities compared to any other age demographic.

"These people require flexibility in their work," the researchers wrote. "The finding illustrates that
employees aren't in it just for the money.”

(14) The results can be explained that workers are in it as a job fits into their lifestyle and meets their
social needs. Employers that are aware of this issue will have [15) a high chance of succeeding in
retaining valuable employees.

Thai Translation
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Answer Sheet of the Translation Pretest (Part II)

Name-Surname

ID number

Part II: (45 Marks) Translation problems and strategies

Question

What do you think of the Thai translation of each segment? Put a tick (v') in the box that
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matches with what you think. Also fill in the blanks provided to give explanations if you think

the translation is not appropriate. You explanation can be in either Enghsh or Thai.

(Indnm1Andn daanua e Inaulaufianugasasivnsaufiiasla mmsawmﬂan )
avlurasiiaseduanudaiunasind@nm uazifudrludasitoiandla uazaginainidinmn

siaauAula gl Arasduasusardauilunimdingenianinaile)

Item 1
O wusausua? lusdasudla
O doliwminngan asudla

Asulain

vilagann (translation problem)

38udly (translation strategy) éa

O "lwila/ Winsu

Item 2
O wusausua? lusasudla
O doldwminngan asudla

Asulain

vilasann (translation problem)

38udla (translation strategy) éa

O "lwila/ Winsu

Item 3
O wuzausua? lusasudla
O de'luminngan asudla

AsulaIn

vilasann (translation problem)

38ud'ly (translation strategy) fa

O "adwila/ Tdnsu




Appendix D: Scoring Rubric for Translation

Scoring Rubric for Translation Pretest and Posttest

Student’s name ID number

ST: Source text; TT: Target text
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The layout (e.g. margin and spacing, paragraph
indent) and the text formatting (e.g. bolding, font
type and font style) make senses and are
consistently used.

Accuracy: Criteria and descriptors for accuracy S(cl%r)e

9-10  Meaning of the ST is masterfully communicated.

The TT has elements that reflect a detailed understanding of

the major and minor ideas.
7-8 Meaning of the ST is proficiently communicated.

The TT has elements that reflect a complete understanding of

the major and minor ideas.
5-6 There is evidence of occasional errors in interpretation but

the overall meaning of the ST appropriately communicated.

The TT has elements that reflect a general understanding of

the major and most minor ideas.
3-4 There is evidence of errors in interpretation that lead to

the meaning of the ST not being fully communicated in the TT.

The TT has elements that reflect a flawed understanding of

the major and/ or several minor ideas.

The TT shows consistent and major misunderstanding of
1-2 .

the ST meaning.

Needs to be Fair Proficient

Criteria and descriptors for other elements improved
1. Completeness 0) (1-2) (3-4)
Elements of the message in the ST are rendered
completely. There is no accidental addition or
omission.
2. Smoothness 0) (1-2) | (34
The text flows. There are no awkward or hard-to-
read sentences. The connections between sentences
are clear.
3. Tailoring (0)] (1-2) (3-4)
The language suits to its use and users (i.e.
appropriate degree of formality and technicality).
The vocabulary suits the subject matter and the
educational level of the readers.
4. Mechanics (0] @ (2
There are no errors in spelling and punctuation.
5. Layout (0) (0.5) 1)

Total (15)




Translation score

Accuracy

(10)

Other elements  (15+3 =5)

Total score (15)
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Translators’ group:

Scoring Rubric for Translation Project Form

ST: Source text; TT: Target text
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Accuracy: Criteria and descriptors for accuracy Score (10)

9-10 Meaning of the ST is masterfully communicated.

The TT has elements that reflect a detailed understanding of

the major and minor ideas.
7-8  Meaning of the ST is proficiently communicated.

The TT has elements that reflect a complete understanding of

the major and minor ideas.
5-6  There is evidence of occasional errors in interpretation but

the overall meaning of the ST appropriately communicated.

The TT has elements that reflect a general understanding of

the major and most minor ideas.
3-4  There is evidence of errors in interpretation that lead to

the meaning of the ST not being fully communicated in the TT.

The TT has elements that reflect a flawed understanding of

the major and/ or several minor ideas.

The TT shows consistent and major misunderstanding of
1-2 .

the ST meaning.

Criteria and descriptors for other elements l\_leeds to be Fair Proficient
improved

1. Completeness ) 1 )
Elements of the message in the ST are rendered
completely. There is no accidental addition or
omission.
2. Smoothness ) (1-2) (3-4)
The text flows. There are no awkward or hard-
to-read sentences. The connections between
sentences are clear.
3. Tailoring ) 1) )
The language suits to its use and users
(i.e. appropriate degree of formality and
technicality).
The vocabulary suits the subject matter and the
educational level of the readers.
4. Mechanics ) (0.5) 1
There are no errors in spelling and punctuation.
5. Layout ) (0.5) 1)

The layout (e.g. margin and spacing, paragraph
indent, point-form listings, and parallel
headings) and the text formatting (e.g. bolding,
font type and font size) make senses and are
consistently used.

Total (10)




Translation score

Accuracy (10)

Other elements  (10+2 =5)

Total score (15)

Additional comments:

256



257

Appendix E: Learner’s Diary

Part A: Translation problems
Choose THREE most important translation problems from this draft, explain, and tell how
you solved them. You can answer items (b) and (d) in Thai.
(Fandamnuiiutdguludasnisulaiade 3 Tawn uaradinausaviaymiuazisuniogm
Taaanusaidaudiadunaluda (b) uazaa (d) uamna'ls)
Problem 1:

a) Specify the instance that caused the problem. (szuzamnulusiuaiuiiiuiomn

Tunsuila)

b) Explain why it is a problem. (agunaivinluzdaanuiusodlutlgwilunisula)

c) What is your translation of that instance? (ind@nmuilazamiuiiuinatinels)

va ol

d) What strategies did you use to solve the problem? (f¥adnu11258Ialunmsudayunil)

Problem 2:
a) Specify the instance that caused the problem. (ssuziamnulusiuaiuiiiuiomn

Tunsuila)

b) Explain why it is a problem. (agunaivinluzdaanuiuseflutigwilunisula)

c) What is your translation of that instance? (find@nmuilazamuiiuinadne'ls)

d) What strategies did you use to solve the problem? (f¥adnu11258alumsudaymnil)

Problem 3:
a) Specify the instance that caused the problem. (szuﬁamm‘(uefuaﬁnﬁl,ﬂuﬂmm

Tunsuila)
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b) Explain why it is a problem. (aguneivinluzaanusiusoiutaymilunsula)

c) What is your translation of that instance? (in@nmuilaziamutiuinace'ls)

v ol

d) What strategies did you use to solve the problem? (fadnm112581alunmsudioymil)

Part B: Translation difficulties
Choose THREE most important translation difficulties (any problems that are difficult for you)
from this draft, explain, and tell how you solved them. You can answer items (b) and (d) in
Thai.
(Fandamnuiiiudsadulunisulaiendmsuindnen Taadaneavlsaduiidduiian 3
szifu adunausazilssiduuayiduaaasindn Taasunsadiaudiadunalua (b) uayaa (d)
tHuazlne'le)
Difficulty 1:

a) Specify the instance that caused the difficulty. (szyziamnulusiuaruiiiiu

Ussiduiienn)

b) Explain why it is a difficulty for you. (agunainvinlutaniuiusoilulssduiienn)

c) What is your translation of that instance? (find@nmuilazamuiuinadinels)

va o

d) What strategies did you use to solve it? (in@nm11258alunsuntleynnil)

Difficulty 2:
a) Specify the instance that caused the difficulty. (svuziamulusuaiuiiiiu

Ussiduiienn)

b) Explain why it is a difficulty for you. (aguneiivinluzaanuiusaiudsaduiiann)
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c) What is your translation of that instance? (fin@nmulazamuiuinacne'ls)

d) What strategies did you use to solve it? (in@nm112381alunsurtleyniil)

Difficulty 3:
a) Specify the instance that caused the difficulty. (szuriamanulusiuaruiiiu

Uszidiuiiann)

b) Explain why it is a difficulty for you. (agunainvinlutaaiuiusodlulssduiienn)

c) What is your translation of that instance? (findnmuilazamuiuinainels)

d) What strategies did you use to solve it? (in@nm11255lalunsudtleyniil)

Part C: Reflection on your translation process
Explain what you think about each translation process by answering the following questions.
Write your answers in Thai. (agunaainudauiuzasin@nmiifisanssuiunisuilausasiunau

Taapavdinuaaludifluauineg)
1. As a group member, what did you do to complete this translation draft?

Qusugiiluaundnnan tadnunfidunaulunsvinouudladuiiacnels)

2. What are the problems during the process of translation?

(TeymAAaduluseninensvinouniladiudfiazlsiing

3. How did you solve those problems?

(In@nsuAtlgyinariuacng'ls)

4. What reasoning was behind such decisions?

(vinlnin@nwSountleymiiaiuiin)




5.

6.

7.
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What do you think of this draft? To what extend are you satisfied with it?)

(Tndnm1Aainnuudatuiiiiuagiolsine Sadnuwalanuduiunniaoiasla)

What do you like best about your translation draft?

(Folatin@nmaaumnnigaluaudui)

If you could do anything differently, what would it be?
(grausataunaindulidlutieseuinevinouduile Tndnmaenil&aunilas
ag'151n9)
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Appendix F: Peer-editing and Peer-assessment Form

Date
Translation topic:
Translators:
1. Name-Surname ID number
2. Name-Surname ID number
3. Name-Surname ID number
4. Name-Surname ID number
Editors:
1. Name-Surname ID number
2. Name-Surname ID number
3. Name-Surname ID number
4. Name-Surname ID number
Tick (v') the box that best describes each element of the translation.
Needs to
Criteria and descriptors be Fair Proficient
improved
1. Accuracy

There are no mistranslations of the message (e.g. ideas,
details, sequence of events, or arguments).

2. Completeness
Elements of the message in the source text are rendered
completely. There is no accidental addition or omission.

3. Smoothness
The text flows. There are no awkward or hard-to-read
sentences. The connections between sentences are clear.

4. Tailoring

The language suits to its use and users (i.e. appropriate
degree of formality and technicality). The vocabulary
suits the subject matter and the educational level of the
readers.

5. Mechanics
There are no errors in spelling and punctuation.

6. Layout

The layout (e.g. margins and spacing, paragraph indent,
point-form listings, and parallel headings) and the text
formatting (e.g. bolding, underlining, font type, and font
size) make senses and are consistently used.
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Comments from editors:

What do you like most about this translation?

What are the parts that should be improved?
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Appendix G: Self- editing and Self-assessment Form

Date
Translation topic:
Translators:
1. Name-Surname ID number
2. Name-Surname ID number
3. Name-Surname ID number
4. Name-Surname ID number

Tick (v') the box that best describes each element of the translation.

Criteria and descriptors Needs to be Fair Proficient
improved

1. Accuracy

There are no mistranslations of the message
(e.g. ideas, details, sequence of events, or
arguments).

2. Completeness

Elements of the message in the source text are
rendered completely. There is no accidental
addition or omission.

3. Smoothness

The text flows. There are no awkward or hard-
to-read sentences. The connections between
sentences are clear.

4. Tailoring

The language suits to its use and users (i.e.
appropriate degree of formality and
technicality). The vocabulary suits the subject
matter and the educational level of the readers.
5. Mechanics

There are no errors in spelling and
punctuation.

6. Layout

The layout (e.g. margins and spacing,
paragraph indent, point-form listings, and
parallel headings) and the text formatting (e.g.
bolding, underlining, font type, and font size)
make senses and are consistently used.

Additional comments / notes




Appendix H: Presentation Evaluation Form
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Date

Translation topic:
Translators:

1. Name-Surname ID number

2. Name-Surname ID number

3. Name-Surname ID number

Tick (¥) the box that best describes each element of the presentation.

Needs to be Fair Proficient

Criteria and descriptors improved

Information

Appropriate presentation of all the key points,
details, and examples

Language use
Appropriate use of language for the content
and the audience

Visual aids
Appropriate use of visual aids

Time management
Appropriate use of time allocated

Questions and discussion

Appropriate response to questions and
comments

Additional comments:




Appendix I: Checklist for Class Working Plan and Text Analysis
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Date
Translation topic:
Translators:
1. Name-Surname ID number
2. Name-Surname ID number
3. Name-Surname ID number
Tasks/ Activities Yes No

Working plan

Working steps

Time frame

Responsible person(s)

Group communication method(s)

Analysis of group work issue(s): any challenges and solutions?

Text analysis

Sender

Sender’s intention

Audience: ST audience and TT audience

Medium: ST medium and TT medium

Subject matter

Text composition

At least 5 translation problems (linguistics and/or convention-
related problems)

At least 5 translation difficulties (any problems that are
difficult for you)




Appendix J: Checklist for Class Participation

Name-Surname ID number

Date
Tick (v) the box that best describes your participation.
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Activity

Yes

No

Classroom discussion#1

I paid attention to other groups’ presentation.

My group asked a question/ gave a comment on others’ presentation(s)

I listened attentively to my friends’ feedback.

Date
Tick (v) the box that best describes your participation.

Activity

Yes

No

Collaborative editing (editing within my group)

I read my group members’ translation before the editing.

I tried to make suggestions or comments on the work.

I listened attentively to my friends’ feedback.

Date
Tick (v) the box that best describes your participation.

Activity

Yes

No

Peer-editing (editing with another group)

I read the other group’s translation before the editing.

| tried to make suggestions or comments on the work.

I listened attentively to my friends’ feedback.

Date
Tick (v) the box that best describes your participation.

Activity

Yes

No

Classroom discussion#2

I paid attention to other groups’ presentation.

My group asked a question/ gave a comment on others’ presentation(s)

I listened attentively to my friends’ feedback.

Additional comments/ Notes:
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Appendix K: Guiding Questions for the Semi-structured Interview

1. How the students work

Can you explain your work in each step? What are the responsibilities of each

member?

2. Students’ work based on the information from their diaries (and translation

drafts)

Can you explain more about each part in your diaries?

Part A: Translation problems (comparison of Diary#1, 2, 3)
Part B: Translation difficulties (comparison of Diary#1, 2, 3)

Part C: Reflections (what they did and think about some issues)

3. Students’ opinions towards the project

1.

Which steps caused difficulties for your group work?

How did you or your group deal with the difficulties?

2
3. Were you able to solve them?
4,
5
6
7

What is your opinion towards each step?

. What do you think about the source text in the project?
. What do you think about the time allocated in each step?
. What do you think about the overall picture of this project?
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4. Students’ opinions towards their abilities:

[Document: Text analysis, Diaries, Final draft presentation]
o Abilities to identify translation problems and apply strategies to

solve the problems
> TR problems
a) identify translation problems
b) apply strategies to solve the problems
> TR difficulties
¢) identify translation difficulties
d) deal with the difficulties

[Document: Working plan, Diaries, Final draft presentation]
e Abilities to plan, to monitor, and to evaluate each part of the

product and the final product
e) plan
f) monitor
g) evaluate each draft
h) evaluate the whole translation process

1. What do you think about your abilities in these categories before
the project?
2. At the end of the project, do you think you have improved these abilities?
3. Which ability do you think is the most difficult and the easiest for you?
5. Other opinions towards the lessons before the project: (lessons and practices)
1. What do you think about the lessons? (text types, translation methods, text
analysis, translation resources, editing, translation editing, translation
problems and strategies)
2. What do you think about the source texts?
3. What do you think about the time allocated in each translation task?
6. General opinions about the whole course

Is there anything else that should be improved?
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