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Balancing Process and Qutcome in an
Undergraduate Translation Classroom:
Application of Expert-Model Feedback With
Student Self-Reflection

Ivan Yung-chieh Chiang

This study examines teacher feedback in an undergraduate translation course, employing “expert-
model feedback with student self-reflection” to enhance translation competence and address two
issues in the “problem-posing feedback” of problem-based learning (PBL) instruction:
psychological pressure from negative feedback and confusion over solving translation problems.
The proposed strategy replaces negative comments with positive examples to reduce pressure and
uses clear demonstrations to inspire translation thinking. Students actively engage in reflecting on
feedback and generating self-reflective notes. The effectiveness is evaluated through questionnaires,
pretests and posttests, and self-reflective notes. The results show that this approach can address the
two issues of PBL feedback and stimulate students’ comprehension and attention to translation
input, transfer, and output, thereby improving translation competence. Additionally, the self-
reflective notes can be compiled into a teaching material that embodies meaningful teacher-student
collaboration and enhances learning impressions.
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Introduction

In recent years, flexible pedagogical approaches have emerged to address the
shortcomings of the traditional “lecturing, practicing, correcting, and providing
feedback™ (Liao, 2007, p. 165) method in college translation education. Problem-
based Learning (PBL) has been applied both domestically and internationally to
translation teaching. Chiang (2022) utilized PBL for English-to-Chinese training,
encouraging students to build translation knowledge by solving problems. The
results showed that PBL enhanced translation skills and improved other
capabilities, such as problem-solving and communication. However, PBL’s
feedback approach can cause issues for novice translators. First, the problem-
posing feedback involves the instructor pointing out translation problems, which
can be perceived as negative criticism, leading to psychological pressure for
students with strong self-esteem or low confidence. Second, the lack of suggested
solutions in PBL feedback can leave novice translators uncertain about how to
address the problems, making it difficult for them to improve their translations
effectively.

These issues stem directly from feedback, and addressing them hinges on
adjusting feedback methods. In traditional translation classrooms, teachers typically
employ direct corrective feedback, focusing solely on translation outcomes. This
approach places students in a passive role, lacking opportunities for
communication, negotiation, and discussion. Students often perceive teachers’
revisions as definitive, unaware of the range of possible translations. Conversely, in
PBL, the problem-posing strategy utilizes indirect corrective feedback, prioritizing
the problem-solving process over achieving a flawless translation. Teachers do not
supply immediate answers but instead foster student engagement in knowledge

exploration and construction.
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This study aims to integrate the strengths of both approaches by proposing
“expert-model feedback with student self-reflection” (EMS feedback) as a strategy
to address the two issues identified in PBL. EMS feedback features two key
components: teacher-provided translation models and student-generated self-
reflection. The translation models are central to this approach, designed to tackle
the two issues and enhance students’ comprehension and attention to translation
input, transfer, and output. Self-reflection is integral to EMS feedback, guiding
students in independently assessing their work and actively participating in
knowledge construction. Following the submission of initial drafts, the teacher
refrains from immediate comments and instead provides model translations for
comparison. This encourages students to identify areas for improvement and
develop their translation abilities autonomously, documenting their insights through
self-reflective notes.

Translation models, produced by teachers or experts, usually serve as reference
translations for learning. They are used either during lectures to illustrate translation
methods before assignments or as exemplary demonstrations afterward. In
traditional translation classrooms, these models often imply singular and rigid
standards, leading to indiscriminate imitation. In line with the assertion by Liao et
al. (2016) about the importance of translation examples in translation learning (p.
vi), this study emphasizes both process and product by combining translation
models with self-reflection to remedy traditional shortcomings. While traditional
reference translations offer clear examples, they risk being viewed as
unchallengeable standard answers, hindering independent reflection and discussion.
Contrastively, in EMS feedback, models serve as inspirational references rather than
definitive solutions, prompting students to explore diverse translation possibilities
and document insights in reflective notes. This approach fosters independent

knowledge construction and flexible translation perspectives, placing equal value on
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process and outcome—a departure from traditional translation teaching.

The hypotheses of this study are: (a) EMS feedback avoids negating or
problem-posing, thereby reducing students’ psychological pressure and addressing
the first drawback of PBL; (b) EMS feedback offers feasible translation examples,
assisting novice learners in recognizing their own challenges and identifying
avenues for improvement, thus addressing the second drawback of PBL.

While addressing the two issues, this study does not overlook the core
objective of the course, which is to develop translation competence. Translation
competence is defined variably in academia: Wilss identifies it as comprising first-
language abilities, second-language abilities, and mediation skills between L1 and
L2 (as cited in Kiraly, 1995, p. 26); Lai (2009) expands this to include reading
proficiency in L1, writing proficiency in L2, cultural proficiency, knowledge
proficiency, and conversion skills (p. 22). Esfandiaria et al. (2015) and Cerezo
Herrero (2019) provide further theoretical insights. In this study, considering the
practical course for novices, translation competence is discussed using Wilss’s three-
dimensional model, rephrased as input (understanding the original text), transfer
(conversion across languages), and output (expression of the translated text).

To verify the hypotheses, this study uses questionnaires, pretest and posttest,
and students’ self-reflective notes to examine the effectiveness of EMS feedback in
translation teaching. Three research questions will guide this investigation:

1. Does EMS feedback overcome the two PBL issues of student psychological

pressure and bewilderment in solving translation problems?

2. Does EMS feedback lead to significant improvement in students’ translation

competence?

3.In EMS feedback, what elements do students consciously notice when

receiving feedback? Do these elements align with the three aspects of

translation competence?
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Literature Review

Translation Input and Qutput

This study draws on theories of input and output in foreign language learning.
Krashen’s (1982, 1985) “input hypothesis” posits that “comprehensible input,”
which is slightly beyond learners’ current proficiency level, aids language
acquisition. Arguing that mere comprehensible input is insufficient without
learners’ attention, Schmidt (1990, 2001) proposes the “noticing hypothesis” to
emphasize the role of attention in learning. Swain (1985, 1995, 2000, 2005)
extends this with the “comprehensible output hypothesis,” asserting that producing
language helps learners notice gaps between intended and actual output, motivating
them to adjust and improve based on feedback. Swain (1995) identifies three
functions of output: (a) noticing function: output enables learners to recognize their
deficiencies by noticing the gap between what they want to express and what they
can express; (b) hypothesis-testing function: learners test their language concepts
through output and make adjustments based on feedback; (c¢) metalinguistic
function: learners reflect on the language they have learned and internalize
linguistic knowledge through output (pp. 126-130).

While translation learning and foreign language acquisition differ cognitively,
the above input and output theories can inform translation training in that translation
shares similarities with foreign language learning in terms of comprehension and
attention during the input, transfer, and output phases. To facilitate subsequent
analysis, definitions of input, transfer, and output in translation are provided here for
clarity. All three concepts encompass both a dynamic and a static sense in

translation. The dynamic aspect of input refers to the process of comprehending the
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source text; the static aspect refers to the source text itself. The dynamic aspect of
transfer involves the process of interlingual conversion, transforming the original
expressive structure into a target expressive structure that is both comprehensible
and faithful, resulting in a converted text; the static aspect refers to translation
techniques, the descriptive terms for the methods of conversion. The dynamic aspect
of output involves the process of polishing the converted text to achieve naturalness
and fluency, taking account of the target context and conventions; the static aspect
refers to the translated text itself. These concepts are exemplified in Table 1 with a

translation example from English to Chinese.

Table 1

Input, Transfer, and Output in Translation

Phase Aspect Meaning Example
the process of Analyze the original text “It’s not safe to eat food
dynamic comprehending the when you don’t know where it came from” to
Input source text understand the conveyed concept and purpose.

“It’s not safe to eat food when you don’t know

static  the source text . ”
where it came from.

Swap the clauses in the original text “It’s not safe to
eat food when you don’t know where it came from,”

dvnamic the process of cross- transforming it into & i 7R %o 38 & 4 4 A0 2R & B
y language conversion & » 9% T 3 R 424 to conform to the expressive

Transfer i ) 4
structure of Chinese that is comprehensible and

faithful, forming a converted text.
static  translation techniques “the syntactic reversal technique”

Based on the context and the conventions of the
. target language, refine the converted text & i K 4o
. the process of polishing ., .
dynamic [1° PTOCess O PO SNE g fen i AR 405 - 9L T 3678 % & from the
Output transfer phase into a more natural and fluent
expression, such as %] vz 2k # 7R B &4 £ 75

static  the translation text B0 SR ¥R B & R G
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The input and output theories discussed can be applied to translation. In the
input stage, students typically grasp the basic meaning of the source text, but
thorough understanding may pose a challenge, reflecting Krashen’s (1982, 1985)
concept of “comprehensible input.” Dynamically, students identify parts of the text
that need clarification and enhance their understanding through exploratory
research, which aligns with Schmidt’s (1990, 2001) “noticing hypothesis.” During
the transfer stage, students must notice the differences in cross-linguistic expressive
systems in order to achieve comprehensible and faithful conversion, echoing the
noticing hypothesis. In the output stage, students become aware of their expressive
deficiencies and notice the gap between their translations and the feedback from
teachers, thereby modifying their translation assumptions and applying them in
subsequent translation activities, illustrating Swain’s (1985) “comprehensible
output hypothesis.”

Translation practice can also be viewed in terms of Swain’s (1995) three
functions of output: (a) noticing function: students notice the gap between source
comprehension and target expression, recognizing their own inadequacies in
translation competence; (b) hypothesis-testing function: students test their
translation assumptions through producing translated texts and adjust their views
based on feedback; (c) metalinguistic function: students reflect on their translation
concepts and internalize translation knowledge through translation output.

In summary, this study’s teaching approach is grounded in the input-output
framework of foreign language learning. Comprehension and attention play a
crucial role in translation input, transfer, and output, influencing learning outcomes.
This study focuses specifically on feedback mechanisms, which serve to correct,
confirm, or inspire students’ comprehension of the original text and their translation
expression. Different feedback methods affect comprehension and attention

differently during the process, making them worth exploring in translation
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pedagogy. The study introduces the EMS feedback approach to address the two
PBL issues while maintaining learning effectiveness, evaluated through the lens of

input-output theories in foreign language acquisition.

Textual Feedback

In education, feedback can serve as a scaffolding that helps students construct
knowledge. While extensively studied in foreign language teaching, feedback is
relatively under-explored in translation training. Both translation and L2 writing
involve text production, so insights from L2 writing feedback can inform
translation teaching. Ellis’s (2009) classification of L2 writing feedback includes
six categories: (a) direct corrective feedback: pointing out errors and suggesting
revisions; (b) indirect corrective feedback: indicating errors without specific
suggestions; (c) metalinguistic corrective feedback: marking mistakes and
providing error codes for reflection and revision; (d) focus of the feedback: offering
either unfocused feedback on all errors or focused feedback on specific types; (e)
electronic feedback: indicating errors and providing electronic resources for
improvement; (f) reformulation: rewriting students’ drafts based on their intended
meanings (p. 98). Additionally, research has compared reformulation and models as
feedback strategies, making models another option for L2 writing feedback (Coyle
et al., 2018; Hanaoka, 2006; Nguyen & Le, 2022; Sachs & Polio, 2007; Tocalli-
Beller & Swain, 2005; Yang & Zhang, 2010).

These seven types of feedback can be grouped into three categories: feedback
scope (focus of the feedback), feedback medium (electronic feedback), and
feedback methods (the other five types). Using non-electronic and unfocused
feedback as a premise, this study concentrates on feedback methods, drawing on
direct, indirect, metalinguistic, reformulation, and model feedback. To address the

two PBL feedback issues, the utilized feedback must avoid pointing out



172 %8k HFAE =

shortcomings and provide guidance for improvement. Consequently, direct,
indirect, and metalinguistic feedback, which either highlight flaws or lack
improvement suggestions, are excluded, leaving reformulation and model feedback
as the shortlisted methods.

In L2 writing, reformulation involves a native speaker rewriting learners’ drafts
into fluent texts while keeping the original ideas (Cohen, 1983, p. 4), whereas
models are exemplary texts created by native speakers for the same task, tailored to
learners’ age and proficiency but not based on their drafts (Coyle & de Larios, 2014,
p. 453). Both methods help learners improve accuracy by comparing differences
(Canovas Guirao, 2011; Garcia, 2011; Martinez Esteban & Roca de Larios, 2010; Qi
& Lapkin, 2001). However, reformulation limits feedback to learners’ expressed
content, offering sentence-by-sentence revisions but no new language input. In
contrast, models, not tied to learners’ drafts, provide diverse language usage and
broader expression opportunities. Additionally, models as independent creations by
native speakers offer varied intellectual inspiration, broadening learners’ writing
horizons. Studies have shown that models provide more language and cognitive
stimulation compared to reformulation, promoting active participation and
motivating learners to turn knowledge gaps into progress (Coyle et al., 2018; Coyle
& de Larios, 2014; Hanaoka & Izumi, 2012; Yang & Zhang, 2010).

If applied to translation, reformulation refers to an expert’s revision of
learners’ initial drafts to correct errors and improve fluency in the target language,
while model texts are independently translated by experts and serve as professional
references for learners. Insights from L2 writing suggest that both methods engage
learners through comparative analysis, facilitating development in translation
competence. However, reformulation accommodates to learners’ narrative style,
limiting alterations and providing insights within their framework. Models, on the

other hand, offer diverse inspirations and expressions, differing significantly from
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learners’ drafts. Moreover, reformulation is labor-intensive and less feasible in
larger classes, whereas model feedback is manageable and promotes expanded
learning. Therefore, this study adopts model feedback to capture students’ attention

and encourage independent comparison.

Studies on Translation Feedback

Recent research in translation feedback has advanced with diverse
innovations. Korol (2021) explored digital teacher feedback’s effectiveness, while
Washbourne (2014) investigated a dialogic model involving instructors, students,
and peers. Aside from teacher feedback, peer feedback’s effectiveness has also
been studied extensively across dimensions by Flanagan and Heine (2015), Heine
(2019), Li and Ke (2022), Lin et al. (2021), Sha et al. (2022), Vandepitte and
Hanson (2019) and Wang and Han (2013). Other studies have focused on
integrating feedback mechanisms into the translation process itself, such as
Pietrzak (2017) on formative assessment and Schaeffer et al. (2019) on mechanical
visual prompt feedback. Comparative studies have explored traditional versus
ChatGPT-based feedback (Cao & Zhong, 2023), and differences in feedback
practices between Saudi Arabia and the United States (Alfayyadh, 2016).
Moreover, Man et al. (2022) introduced an ecological perspective to broaden
feedback’s applicability.

An overview of recent literature in translation highlights a gap in model
feedback research but still offers pertinent insights for teacher feedback, the focus of
this study. Moreno and Pujols (2023) analyzed written in-text comments’ impact in a
professional translation course, exposing its one-way nature primarily focused on
terminology and error correction without mutual communication. Zheng et al.
(2020) explored how teacher feedback on translation assignments influenced

students’ emotional responses and perceptions of feedback quality. Beiranvand and
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Golandouz (2017) compared self-assessment and peer-assessment effectiveness,
finding self-assessment encouraged higher improvement goals and language
knowledge acquisition through reflection. Nikolaeva and Korol (2021) studied
student responses to four feedback types, showing that revising translations
alongside self-reflection reports yielded the best outcomes. In brief, Moreno and
Pujols’ (2023) findings underscore the limited inspiration provided by traditional
unidirectional corrective feedback, supporting the present study’s advocacy for a
more constructive feedback approach. Zheng et al.’s (2020) research highlights the
emotional impact of teacher feedback, prompting consideration of student emotional
states in this study. Beiranvand and Golandouz (2017), along with Nikolaeva and
Korol (2021), underscore the educational benefits of student self-reflection.

Based on the literature reviewed, this study adopts the EMS feedback
approach to avoid direct emotional impact on students while promoting self-
reflection to enhance translation competence. Three key components are: (a) using
positive translated examples to alleviate psychological pressure, offer clear
improvement guidance, and enhance students’ comprehension and attention to
translation processes; (b) exposing learners to different expert translations to foster
flexible translation perspectives; and (¢) promoting active student engagement
through the production of self-reflective notes, which develop independent

thinking, decision-making, and translation skills.

Methods

Design and Procedures

The course under study was an undergraduate-level, single-semester basic

translation course, meeting for three credit hours per week. It comprised two main
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components: (a) a survey of translation history in China and the West, covering 13
chapters of the textbook over the semester, occupying one hour weekly; (b) English-
to-Chinese translation practice, allotted two hours weekly. Six translation exercises
were assigned across 12 weeks, with each exercise given two weeks for completion.

This study focused solely on the translation practice component, excluding the
translation history segment. Since the history of translation was not directly related
to translation practice, it did not affect the study’s results. The six exercises over 12
weeks aimed to highlight feedback effects through accumulated practice and
increase the study’s reliability. To ensure active participation, all exercises were
conducted in class with students engaging in autonomous learning. The instructor
acted as an observer, guide, supervisor, and explicator. Each exercise involved
translating a 250-to-300-word English article within a two-week timeframe (four
hours total) as individual assignments.

The EMS feedback approach addressed PBL feedback drawbacks using expert
translation models and student self-reflection, promoting flexible perspectives on
translation diversity. To prevent students from seeing expert models as singular
standards, a dual-model, dual-stage feedback strategy was used. Each assignment
contained two expert models: one by a professional translator (professional
translation) and one by the instructor-researcher (teacher translation), each using
different strategies. Feedback was delivered anonymously, with the translators
identified only as “experts” to students.

For the dual-stage design, feedback was provided in two stages with two
different model texts. This approach aimed to reduce cognitive load for beginners
and prevent distraction by avoiding simultaneous comparison. The first stage’s
single expert model offered initial insights, which were reinforced and expanded in
the second stage with a different model text. This repeated exposure was expected
to deepen students’ understanding of translation diversity more effectively than a

single feedback session.
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Based on the above design, each four-hour exercise activity proceeded as
follows:

1. Independent translation (two hours) involved students translating the
assigned text into Chinese. The instructor stressed the importance of
completing the reading and addressing comprehension issues before starting
the translation.

2. First-stage feedback (1.5 hours) highlighted EMS feedback and self-
reflective notes. The instructor provided a professional translation for
students to compare with their own, encouraging notes on insights and
different rendition possibilities. Guidance for writing self-reflective records
was: “Compare your translation with the expert model sentence by
sentence. Document differences, insights, alternative translations, and other
thoughts. This expert model is a feasible translation, but not the only or best
one.” This aimed to promote active participation, independent thinking, and
prevent viewing the expert translation as the standard.

3. Second-stage feedback (0.5 hour) featured the instructor’s comprehensive
feedback. Comparing the professional and teacher translations
anonymously, together with occasional fragments of student versions, was
intended to emphasize varied rendition approaches and avoid rigid
standards of translation quality. Students were encouraged to independently
evaluate translations based on personal preferences and style, noting
insights in their self-reflective records to refine their understanding.

This study employed a questionnaire, pretest and posttest, and self-reflective
notes to assess EMS feedback. The questionnaire aimed to address whether EMS
feedback mitigated student psychological pressure and confusion in solving
translation problems. Pretest and post test assessments, conducted at the term’s start
and end by the instructor and an external scholar for reliability, investigated

whether EMS feedback enhanced translation competence, examined along with the
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survey results regarding students’ perceived improvement. Students’ self-reflective
notes were coded to explore elements they consciously noticed in the feedback
process that demonstrated Schmidt’s (1990, 2001) noticing hypothesis in the three
aspects of translation competence. The procedures of the study are shown as

follows (see Figure 1).

Figure 1
The Procedures of the Study

Pretest | = | Six Translation Exercises|— | Posttest| —| Questionnaire | = | Data Analysis

Participants

This study enlisted 25 students from a central Taiwan public university
enrolled in an undergraduate foundational translation course taught by the
researcher. Among them, 24 were English majors, comprising four juniors, 19
seniors, and one fifth-year student, with one participant majoring in History. All
participants lacked prior translation training and gave informed consent before
participating in the study. In the questionnaire, questions five, six, and seven in the
first dimension (Table 2) addressed students’ prior experiences and sentiments
regarding feedback. The data indicated that 92% of respondents had encountered
teachers who directly pointed out errors (question five), 72% noted this direct
approach as predominant (question six), and 80% felt that different feedback
methods influenced perceived pressure (question seven). These findings
underscored that direct feedback was prevalent in respondents’ educational
backgrounds, and that most of them perceived varying levels of pressure based on

feedback methods. These results aligned with the study’s premise.
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Table 2

Dimension One: Experiences and Feelings Regarding Feedback

Question Answer
1. Student number (short response)
2. Department and year History major: fourth-year (1).

English majors: third-year (4), fourth-
year (19), fifth-year (1).

3. Name (short response)
4. Biological sex Male: 10 (40%) Female: 15 (60%)
5. In the courses | took before, | have encountered Yes: 23 (92%) No: 2 (8%)

teachers who would directly point out issues or mistakes
in my assignments.

6. In the courses | took before, most teachers would Yes: 18 (72%) No: 7 (28%)
directly point out issues or mistakes in students’
assignments.

7. Different corrective feedback approaches offered by the Yes: 20 (80%) No: 5 (20%)
teacher give me different feelings of pressure.

Materials and Instruments

The tools for this study were a pretest-posttest question, six translation
practice texts, six pairs of expert translations (professional translations and teacher
translations), and one questionnaire. The pretest-posttest question involved
translating a 281-word English text on consumer culture into Chinese. The text was
intentionally devoid of specialized knowledge or challenging vocabulary to
minimize comprehension errors and concentrate on assessing translation
performance.

The six translation practice texts were excerpts from English articles, each
ranging from 250 to 300 words. Carefully excerpted for coherence, they could
function independently as concise essays. Their topics, covering contemporary

societal issues like education, social security, morality, entertainment celebrities,
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medical advancements, and artificial intelligence, exposed students to varied
language expressions across different domains.

Regarding expert translations, the six professional translations were
commissioned to a professional translator in the industry, while the six teacher
translations were completed by the instructor-researcher. The paired translations

were distinctly different, yet both were accurate and fluent. Figure 2 is an example.

Figure 2

Dual-Model Translations Example

Original Text:

A man is beaten by hoodlums in plain daylight and in view of bystanders.
These people not only fail to help the victim, but, like the hoodlums, flee
before the police can question them.

Professional Translation:

FRRBRARILBZTHFITA FEARAHMBRARTF > RMmfvEFY
MR —RERBBZ AT £IFHIRERE

Teacher Translation:

EREXKAORNREGGMY  TANRBEZREE K FMELFH Y
Ml BRER R AFERAREFEFRLEZRK -

Here, the translations by the professional translator and the teacher differed in
several salient aspects: (a) terminology: liumang J7i UK, versus egun ZEfig for
“hoodlums;” (b) conjunction: feidan...faner FJE{H------ K1t versus bujin...hai N
e 8 for “not only... but;” (c) subject: (untranslated) versus pangren 5% A for
“these people [bystanders];” (d) idiom and phrase: lu jian bu ping % F A versus
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tingshen er chu HFEE M H for “help the victim;” (e) voice: #7 (<) L ELfMEE
versus EZLHIREEEZEE for “the police can question them;” (f) sentence pattern:
—RERBHZRE > RISHIREREE versus NFERFIREFE R B
FK: for “flee before the police can question them.” Despite their differing
translation strategies, both versions effectively conveyed the original meaning and
were deemed high-quality translations. This served to promote an appreciation for
translation diversity and enhance students’ adaptable translation skills.

The questionnaire aimed to assess this study’s effectiveness in addressing the
two PBL issues and students’ perceived improvement in translation competence. To
streamline the survey process and maintain respondent engagement, questions
within each aspect were structured uniformly to facilitate focused responses.
Validity was ensured through a review by two scholars specializing in English
teaching and translation from national universities in Taiwan. After incorporating
their feedback, the questionnaire, comprising 60 questions, was finalized. Given
respondents’ bilingual background (L1 Chinese, L2 English), the questionnaire was
administered in both languages to ensure clarity. To promote genuine feedback and
enhance response reliability, participants were reminded that their responses would
solely contribute to educational research and course improvement without affecting
their academic assessment.

The 60-item questionnaire comprised five dimensions, with dimensions one,
two, three, and five analyzed in this study and dimension four surveyed for the
instructor’s reference. Dimension one (questions one to seven) focused on basic
background inquiries to establish participants’ past experiences with feedback.
Dimensions two (questions 8-23) and three (questions 24-35) investigated
psychological pressure and confusion resolution related to feedback methods,
comparing PBL feedback with EMS feedback. Dimension five (questions 48-60)

explored students’ perceptions of improvement in translation competence. Novice
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learners typically simplified translation into understanding the original text (input)
and expressing the translated text (output), often unacademically mixing
“translation techniques” in the latter. Thus, this dimension integrated students’
perceptions of translation techniques into the output aspect, focusing analysis on

input and output.

Data Analysis

This study analyzed the questionnaire, pretest and posttest, and self-reflective
notes data. The questionnaire’s first dimension involved basic background
inquiries, detailed in the “Participants” subsection under “Methods.” Students’ past
feedback experiences were examined by comparing their responses to three binary
questions. Dimensions two, three, and five used a Likert five-point scale,
categorizing responses as positive (agree and strongly agree) or negative (disagree
and strongly disagree). Neutral responses were excluded from analysis to focus on
comparing the ratios of positive to negative responses across these dimensions,
revealing students’ overall perceptions.

The analysis of pretest-posttest performance involved two parts: scoring and
improvement assessment. Lai (2009) emphasized accuracy in comprehension
(input) and fluency in expression (output) as crucial aspects in translation
assessment. Her study on grading methods concluded that the two-dimensional six-
four scale grading was valid, reliable, and effective (p. 178). This scale was
adopted for scoring in this study, aligning with its use in Taiwan’s Ministry of
Education translation proficiency test 2007. Each sentence in the pretest and
posttest, consisting of 14 sentences each, was scored based on this scale of “six
points for Accuracy and four points for Fluency” (see Appendix). This scoring
system with a total of 140 points is converted into percentage grades. SPSS

software (version 22) was used for statistical analysis, including Pearson



182 #=Fssk HFAL F=

correlation analysis for interrater reliability and paired sample ¢-tests for
improvement assessment.

Self-reflective notes contained students’ insights and reflections from
comparing their translations with expert renditions. Notes from the first feedback
stage were independently created by students, holding greater significance for their
autonomous reflections. Conversely, notes from the second stage, influenced by
teacher analysis, mainly documented teacher translations with less independent
thinking. Therefore, the study focused primarily on reflections from the first stage.
A total of 150 self-reflective notes were collected from 25 students across six
translation exercises.

For analysis, the students’ reflection records were categorized based on their
areas of attention, aligning with the three main aspects of translation: input, transfer,
and output. Regarding input, this study assessed model-triggered changes in
students’ understanding of the original text. Concerning transfer, the focus was on
whether students identified specific translation techniques, referencing the
classification standard of 16 techniques by Liao et al. (2013): transliteration, direct
translation, elaborative translation, iconic translation, addition, reduction,
transposition, perspective reversal, synchronizing, syntactic reversal, voice
conversion, combining, splitting, recasting, domestication, and foreignization. For
output, this study examined methods students noticed to enhance translation fluency,
including expressive and rhetorical techniques. The frequency of each attention item
was tallied from student self-reflective notes across all translation exercises.

For example, student no. 24 translated the original text “And if the police get
cynical at this irresponsibility, they are hardly to blame” as 4122 iEfE N &
HEEEMETEG o I REE S FHAPLE A , while the professional translator
rendered it as YIRERPZFEARC - EXBGEMBEGHHMMEAEIET . In

the first stage of feedback, the student’s self-reflective notes were as follows:
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FRIFLENEE S IRR LR — k0 o ® “irresponsibility” %1 “the
police get cynical” » $2 )& SLH|4F&af8] » M B AR R4 B F ek " 8 &
2, mAGR—aFT REABELFRMT | > BHBEIFHS > #
RIBBRXERR—H EEEHGEERS £ R TE Ol H
RTERMT ) BERE ARRBE LFEETFTXEI - AT
e R B AR B ENE T LA iE 4R 8R4 o “they are hardly to blame” £ & KL A
RERREZRPLER G EEOAN > ETEREXSASERRES
MAFEEE > RFAERERYEL A EFRABRAOREK - F
FEXde “blame” AR " BT R | o LAREH A K 0 RARLE
HER -

English translation (by the author): The expert’s version alters the original

expressive order by translating “irresponsibility” before “the police get

cynical,” reversing the sequence. Instead of a literal translation like R & &

1% for “irresponsibility,” the expert transforms it into the phrase &, 48 %

% R B T . This special change retains the meaning effectively, albeit with

a different structure. I never thought that the concept of “irresponsibility”

could be transformed into the idiom %R i €. , which reads smoothly and

fits the context. I originally thought “they are hardly to blame” meant the

police shouldn’t blame those irresponsible people. Now I realize it suggests

you can’t blame the police, as confirmed by the dictionary. The expert’s

choice of &% & JE for “blame” adds elegance, employing an idiom that
enhances the translation. (no. 24 student’s reflection)

Analysis of the self-reflective notes identified several attention items noticed

by the student during translation comparison: (a) reversing the expressive order of

“irresponsibility” involved the technique of syntactic reversal, thus categorized and

counted once under recasting; (b) translating “irresponsibility” into the clause £ AR
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4EEE AR demonstrated part-of-speech transposition, hence classified and
counted once under transposition; (¢) both Z2AFf . and ## 7] [£JF were idiomatic
phrases, categorized and counted twice under idiom and phrase; (d) clarifying the
meaning of “they are hardly to blame” involved correcting a miscomprehension,
classified and counted once under miscomprehension. These items were further
categorized into three elements of translation competence: miscomprehension as

input, recasting and transposition as transfer, and idiom and phrase as output.

Results
Questionnaire

Dimension one examined students’ past experiences and feelings about
feedback, analyzed in the “participants” subsection under “methods.” Dimension
two (Table 3) focused on students’ psychological pressure from feedback, assessing
self-esteem, confidence, and motivation. Questions eight, nine, 16, and 17
addressed the impact of feedback on self-esteem. For questions eight and nine, the
positive-to-negative ratios were 13:6 and 12:8, indicating that most students felt
PBL feedback affected their self-esteem. For questions 16 and 17, the ratios were
12:1 and 15:1, showing that more participants found EMS feedback helpful in
reducing self-esteem pressure.

Questions 10, 11, 18, and 19 addressed the impact of feedback on confidence,
measured by undermined confidence (10, 18) and feelings of inferiority (11, 19).
For questions 10 and 11, the positive-to-negative ratios were 8:8 and 12:5,
indicating that many respondents felt PBL feedback affected their confidence,
particularly in their translation abilities. For questions 18 and 19, the ratios were
14:2 and 15:3, showing that most respondents found EMS feedback helpful in

reducing confidence pressure.
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Questions 12-15 and 20-23 focused on the impact of feedback on motivation,
measuring four aspects: reduction in leaning incentives (12, 20), arousal of fear
(13, 21), reluctance to attend class (14, 22), and future psychological stress (15,
23). The positive-to-negative response ratios for questions 12-15 were 4:19, 4:17,
4:19, and 4:16, indicating that most respondents believed PBL feedback had little
effect on motivation. For questions 20-23, the ratios were 16:2, 14:2, 11:2, and
11:2, showing that most respondents found EMS feedback helpful in reducing
stress and maintaining motivation.

The above survey results showed that PBL feedback burdened most students
regarding self-esteem and confidence, which EMS feedback improved. In terms of
motivation, the comparison between PBL and EMS did not highlight the effect of
EMS feedback, as PBL feedback had little impact on motivation. However, EMS

feedback did provide psychological comfort, alleviating concerns about motivation.

Table 3
Dimension Two: Psychological Pressure
Question 5 4 3 2 1 PN

8. When | receive feedback on my translation, | worry that my
translation flaws will be noticed by my peers.

0 13 6 4 2 136

9. During translation feedback, if the teacher directly points out the

. . . . 1 11 5 6 2 128
issues or mistakes in my translation, | feel embarrassed.

16. Expert translation examples alleviate my concerns about my

translation flaws being noticed by peers. 2 1012 0 1 121

17. Expert translation examples alleviate my concerns of feeling

embarrassed due to being corrected. 2 13 9 1 0 15

10. During translation feedback, if the teacher directly points out
the issues or mistakes in my translation, my confidence is 1 7 9 8 0 838
undermined.

11. During translation feedback, if the teacher directly points out
the issues or mistakes in my translation, | feel that my 1 11 8 5 0 125
translation abilities are poor.

( continued )
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Table 3
Dimension Two: Psychological Pressure (continued)
Question 5 4 3 2 1 PN

18. Expert translation examples alleviate my concerns of losing
confidence due to being corrected.

1 13 9 2 0 14:2

19. Expert translation examples alleviate my concerns about feeling

. e . 1 15:
that my translation abilities are poor due to being corrected. > 7 3 0153

12. During translation feedback, if the teacher directly points out
the issues or mistakes in my translation, my motivationtolearn 0 4 2 14 5 4:19
translation is reduced.

13. During translation feedback, if the teacher directly points out
the issues or mistakes in my translation, | feel fearful of 0 4 4 11 6 417
translation.

14. During translation feedback, if the teacher directly points out
the issues or mistakes in my translation, | feel reluctant to 0O 4 2 13 6 419
attend translation classes.

15. During translation feedback, if the teacher directly points out
the issues or mistakes in my translation, the psychological 0 4 5 11 5 416
pressure increases for my future translation work.

20. Expert translation examples alleviate my concerns of losing

motivation to learn translation due to being corrected. 0 16 7 2 0162

21. Expert translation examples alleviate my concerns of feeling

fearful of translation due to being corrected. 0 14 9 2 0142

22. Expert translation examples alleviate my concerns of hesitating

to attend translation classes due to being corrected. 11012 2 0 112

23. Expert translation examples alleviate my concerns of
experiencing increased psychological pressure for my future 0 11 12 2 0 11:2
translation work due to being corrected.

Note. 5 (Strongly Agree), 4 (Agree), 3 (Neutral), 2 (Disagree), 1 (Strongly Disagree); P:N (Positive Side versus
Negative Side).

Dimension three (Table 4) focused on feedback effectiveness in resolving
student confusion, comparing PBL and EMS feedback across six aspects:
identifying key issues (24, 30), revising (25, 31), starting information searches (26,
32), avoiding wrong directions (27, 33), meeting teacher standards (28, 34), and
learning translation skills (29, 35). Affirmative to negative response ratios for

questions 24-29 were 21:2, 19:1, 14:6, 21:2, 20:2, and 18:3, showing that PBL
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feedback left most students confused. Ratios for questions 30-35 were 23:0, 22:1,
11:3, 15:1, 22:0, and 22:1, indicating that EMS feedback effectively reduced

confusion and provided clear improvement directions.

Table 4

Dimension Three: Feedback Inspiration

Question

24,

30.

25.

31.

26.

32.

27.

33.

28.

34.

29.

35.

During translation feedback, if the teacher only points out issues or
mistakes in my translation without providing suggestions for
revisions, | worry that | might miss the key problems or errors.

Expert translation examples help me identify the key problems or
errors in my own translation.

During translation feedback, if the teacher only points out issues or
mistakes in my translation without providing suggestions for revisions,
I’'m concerned about not knowing how to make the revisions.

Expert translation examples help me understand how to revise my
own translation.

During translation feedback, if the teacher only points out issues or
mistakes in my translation without providing suggestions for
revisions, I'm worried about not knowing how to do research to make
improvements.

Expert translation examples help me learn how to do research to
improve my translation.

During translation feedback, if the teacher only points out issues or
mistakes in my translation without providing suggestions for
revisions, I’'m afraid that my research might lead me in the wrong
direction, resulting in unresolved issues.

Expert translation examples help me identify the correct direction for
doing research.

During translation feedback, if the teacher only points out issues or
mistakes in my translation without providing suggestions for
revisions, I’'m concerned that even after making revisions, | might still
not meet the teacher’s standards.

Expert translation examples help me elevate the quality of my
translation to meet the teacher’s standards.

During translation feedback, if the teacher only points out issues or
mistakes in my translation without providing suggestions for
revisions, I’'m worried about not being able to learn the principles and
techniques of translation.

Expert translation examples help me learn independently and acquire
the principles and techniques of translation.

3

18

17

15

18

13

10

18

14

19

22

17

19

2 1 1 21:2

2 0 0 230

5 0 1 191

2 1 0 2221

5 5 1 146

11 3 0 113

2 1 1 21:2

9 1 0 151

3 2 0 20:2

3 0 0 220

4 3 0 183

2 1 0 221

Note. 5 (Strongly Agree), 4 (Agree), 3 (Neutral), 2 (Disagree), 1 (Strongly Disagree); P:N (Positive Side versus

Negative Side).
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The fifth dimension (Table 5) focused on students’ perceptions of source
comprehension (input), target expression (output), and overall progress. Questions
48, 56, and 57 assessed gains in input. Responses were predominantly affirmative,
showing students benefited in various ways: expert translations clarified unclear
parts (24:0), deepened comprehension of the content (23:0), and clarified words or
phrases (24:0).

Table 5
Dimension Five: Perception of Translation Competence Improvement

Question 5 4 3 2 1 P:N

48. Expert translation examples can solve the comprehension issues |
encounter when reading the original text.

6 18 1 0 0 240

56. Expert translation examples give me a deeper understanding of

. .. 1 2 23:
the content meaning in the original text. 6 17 0 0230

57. Expert translation examples help me better understand the

. . . . 10 14 1 0 0 240
meanings of certain words and phrases in the original text.

49. Expert translation examples can solve the issues | encounter when

doing translation. 420 1 0 0 240

50. Expert translation examples offer me a direction to revise my

. 8 17 0 0 0 250
translation.

51. Expert translation examples inspire me and make me aware of

different translation versions. 914 2 0 0230

52. Expert translation examples help me learn translation techniques. 717 1 0 0 240

53. Expert translation examples make me aware of blind spots in my

) 10 15 0 O 0 25:.0
translation.

54. Expert translation examples familiarize me with Chinese words,

phrases, and expressions | have never used before. 1014 10 0 240

55. Expert translation examples help me improve my capacity for

. . 8 16 1 0 0 240
Chinese expressions.

58. Expert translation examples are beneficial for my translation

. 8 16 1 0 0 240
learning.

59. Expert translation examples assist me in learning translation

independently. 617 1 1 0 231

60. Expert translation examples can replace teacher guidance and

. 0 2 5 14 4 2:18
explanations.

Note. 5 (Strongly Agree), 4 (Agree), 3 (Neutral), 2 (Disagree), 1 (Strongly Disagree); P:N (Positive Side versus
Negative Side).
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Questions 49 through 55 assessed gains in output, with overwhelmingly
positive responses. Students benefited in multiple ways: expert translations solved
translation issues (24:0), provided improvement directions (25:0), prompted the
recognition of the diversity of translation (23:0), showcased different translation
techniques (24:0), brought attention to overlooked aspects (25:0), helped learn new
expressions (24:0), and improved Chinese writing skills (24:0).

Questions 58-60 addressed overall learning gains. The results indicated that
expert examples were beneficial for translation learning (24:0) and self-study
(23:1), but few agreed that they could replace teacher guidance and explications
(2:18). Thus, the teacher’s role remained complementary and essential.

In summary, EMS feedback effectively enhanced learning in source
comprehension, target expression, and overall translation competence, with

students benefiting from self-directed learning supported by teacher guidance.

Pretest and Posttest

The interrater reliability test (Table 6) showed a strong and significant
correlation between the evaluations of the two raters for both the pretest (r(23)=
0.95, p< 0.001) and the posttest ((23)= 0.96, p< 0.001). This confirmed the

consistency of the scoring criteria across the raters.

Table 6

Interrater Reliability Test (Pearson Correlation Analysis)

Test N Pearson Correlation (r) p
Pretest 25 0.95 < 0.001***
Posttest 25 0.96 <0.001***

The progress assessments (Table 7) showed significant improvements. In

accuracy, pretest scores (M= 43.54, SD= 3.84) improved to posttest scores (M=



190 #=Fmk B FAK F=

45.59, SD= 4.63), t(24)= 2.996, p= 0.006, an increase of 2.05 points. In fluency,
pretest scores (M= 25.3, SD= 2.62) improved to posttest scores (M= 27, SD=2.72),
t(24)= 2.598, p= 0.016, an increase of 1.7 points. Overall translation competence
improved from pretest scores (M= 68.84, SD= 5.92) to posttest scores (M= 72.59,
SD= 6.66), t(24)=3.015, p= 0.006, an increase of 3.75 points.

Table 7

Progress Assessments (Paired Sample t-test)

Test Pretest M Posttest M Pretest SD  Posttest SD N t p
Accuracy 43.54 45.59 3.84 4.63 25 2.996 0.006**
Fluency 25.3 27 2.62 2.72 25 2.598 0.016*
Total Score 68.84 72.59 5.92 6.66 25 3.015 0.006**

*a =0.05
Self-Reflective Notes

An analysis of self-reflective notes identified 20 specific elements noticed by
students, ranked in Table 8 by frequency. These elements fell into four major
categories: source text comprehension, target language expression, translation
techniques, and format.

In source text comprehension, the most frequently noted element was
miscomprehension (ranked 1st), indicating many instances where students
recognized differences between their reading and the experts’ understanding. This
suggested significant improvement in source text comprehension.

The elements related to target language expression were diction (ranked 2nd),
idiom and phrase (ranked 3rd), smoothing (ranked 4th), register (ranked 5th),
implicitation (ranked 13th), consistency (ranked 18th), and noun number (ranked
19th). These issues encompassed inappropriate word choices, inadequate use of
Chinese idioms, lack of fluency, stylistic inappropriateness, failure to leverage

generalized expressions to convey the original intent, lexical inconsistency, and
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unnecessary pluralization or singularization of Chinese nouns. All these impacted
rhetorical and writing abilities in the target language.

In translation techniques, the noticed ones included specialized terminology
(rank 9th), proper noun (rank 11th), addition (rank 6th), splitting (rank 7th),
reduction (rank 8th), recasting (rank 10th), voice conversion (rank 14th),
transposition (rank 15th), combining (rank 16th), perspective reversal (rank 17th),
and domestication (rank 20th). Compared to the 16 techniques identified by Liao et
al. (2013), participants recognized 11 techniques. Techniques not noted (elaborative
translation, iconic translation, synchronizing, syntactic reversal, and foreignization)
are less relevant in basic translation teaching. Elaborative and iconic translations,
which fall under term translation, typically present no challenges in translation
instruction. Synchronizing, a common strategy among novice translators, does not
require special teaching. Syntactic reversal is a subset of the already-noticed
recasting technique. Foreignization, which involves cultural transfer, is less
common in basic translation training. Overall, participants acquired the essential
techniques for English-to-Chinese translation.

Participants noted one issue with format: punctuation (rank 12th). The most
common problem in punctuation was indiscriminately converting English periods

to Chinese periods. Other issues included semicolons, dashes, and quotation marks.

Table 8
Elements Noticed by Students

Rank Element Count Example

A: One attains an intimate understanding of the ways and values of the

Miscom- 352 organization.

prehension B: £ BAn T ARk oy A A A BEER -
CEZERME ARG ENSF APFMER -
A: These leaders-in-training need to know the extent of their own
2 Diction 344 limitations.

B: Bk AR B o T RAAFH YA - FRZ THE THBR -
C:iBsbmm PWAAE AL » LARFATHBER -

( continued )
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Table 8

Elements Noticed by Students (continued)

Rank Element

Count

Example

Idiom and
Phrase

4  Smoothing

5 Register

6 Addition

7 Splitting

8 Reduction

Specialized
Terminology

10 Recasting

209

193

76

69

59

53

a7

45

> QWZD

> O W >

0O W

> O m@>

@

c:

: Followers’ jobs are at their essence to do as they are told.

:ﬁh%%%s&%%ﬁﬁ%ﬁﬁ%i%ﬁ%?°

B RERE T RABG T -

: 1 am concerned that there will be a temptation to revert to the

superficial reassurance of the military response alone.

BECEHFBERE U EETRY LI HARARG LY

1R -

T RECHARTADEAL  EEEFFATSIUR BN YR -

: Morale is a matter of giving support and having faith in one another;

where both are lacking, “law” has become a worthless word.

:fﬁiﬁiﬁﬁiﬁ e AZAE W BB HEIRRA AR EE

E 9 % - el

FRBROAEME ZH > Kbl —BERELRMA X Tk
#OMRBERAXT °

: the drastic reduction in affordable health services and affordable housing
P BN BRE R BEEGRD
BN EE R RA&7 &

: Each person who comes to West Point learns where one’s individual

authority ends and where the institution’s begins.

= L E RPN TNEIN VEES S L R
CEERB| BB ERGALET R —BRB AT 4IA

A AT BRI -

: About 40 some years ago, when it was revealed that cancer-inducing

genes are inherited in our body, scientists rushed to identify the
functions of these oncogenes

c R# W+ S EAT 0 EH —ERRGAREEE H M RHE

AL P S S BB A EI é’J A e

AT S ER L RERARCERBEAR  EAT/MLL

AR B EUR AR R e 1E A A

: Src is a protein tyrosine kinase.
(Sre R —fEZR GBS -
:Src & — A% G B BA IR BRI ES -

: The conviction that he is still alive is not confined to California,

where a large number of citizens have always been ready to believe
that the usual laws of time and space have been suspended or
rewritten for their benefit.

DI E I AR IR AR R AN - S e AR — IR

P Rl R Y Tf&{l"iﬁ%&‘#’ij‘cﬁi% °
A RIE RRZEAR  RAZFTHRFEZ LA S AN
BRRUE B EAELY AJJ‘_?FF&?Y\iJuHI

( continued )
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Table 8

Elements Noticed by Students (continued)

Rank Element Count Example

A: Elvis Presley is a case in point.
11 Proper Noun 40 B: 3@ 4dr - LA A AT T o
C: 3 E sb2A RAFHHF -

A: The famous people were living human beings. Not even show
business could conceal that fact. )

B: AABLREZEAN - L FERAR LB EZBEET -

CAEAEREA REFEBLERRTEMEFL -

A: Otherwise, we will function only as incident responders, never
getting to the root causes of crime, violence and fear.

CER D BMIAREAE FRAMEEE  KBREEHKIRE R
R 9 ARIR o

D BRI RV A AEEAR 0 KB EIEARBRICTE R F DR -

: It has always been our dream that someday cancer can be conquered.
DR B R E E RAEARAEAR -
R RA B — BARABBRE

: We had a collapse of a range of social institutions.
RMEB AP GRE LR -
D S AEAL G AR HE S B AR

: | believe in community policing. | see it as a logical and rational use
of police resources.

P RAFAE L KAHTZHREL N BRO T ALY -

CRAEGAEE LB L ) ER] S %xiéﬁﬁﬁﬁ

: The indulgent mother denies him nothing except responsibility.
CBEHTHERRT EEUNE TSR IR -
DEE R RS - SR AE B EAER

: Every leader is a follower. For every leader, no matter how “supreme,”
there is always a higher authority who must be answered.
B: 48 B oL SR JRAE %ﬂ‘%fé‘ﬁ%@;ﬁ%’ BHLBESRL e
ARESWERLBEALER
CHAShRHA—BHRa  — -1'!*? TREBMHME - LBELA
F % 0T A RIRAL -

: A city official knows of a colleague’s bribe but does not report it.
c AT LR B kol B FCRALT R AR -
DR AT B kel R R BA AT R AR

: a nice kid from a middle-class family
DB P A PR BFE 8RN
L — B R T

12 Punctuation 40

o

13 Implicitation 37

14 Voice 36
Conversion

15 Transposition 35

> Om> OW> 0O

16 Combining 28

Perspective

v Reversal

26

> Om> OwW

18 Consistency 23

19 Noun Number 21

20 Domestication 12

OwW> Ow>

Total 1745

Note. A (Original Text), B (Student Translation), C (Professional Translation with Marked Insights Noticed by
Students).
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Conclusion

This study investigates whether the EMS feedback strategy can address two
issues of PBL feedback in an undergraduate translation course and answers three
research questions. For the first research question (Does EMS feedback overcome
the two PBL issues of student psychological pressure and bewilderment in solving
translation problems?), questionnaire results indicated that PBL feedback
significantly impacted self-esteem and confidence, with minimal effect on
motivation. In contrast, EMS feedback did not cause psychological burdens in
these aspects. Regarding bewilderment in problem-solving, PBL feedback left
novice translators uncertain about the solution process, while EMS feedback
clarified doubts and provided concrete guidance. Thus, the answer to the first
research question is affirmative: EMS feedback effectively addresses the two issues
of PBL feedback.

Concerning the second research question (Does EMS feedback lead to
significant improvement in students’ translation competence?), this study assessed
students’ translation performance in terms of accuracy (input) and fluency (output).
Participants exhibited significant improvements in accuracy, fluency, and overall
translation performance. Students’ perceptions aligned with these findings,
confirming the positive impact of EMS feedback on source comprehension, target
expression, and overall translation abilities. Therefore, the answer to the second
research question is positive: EMS feedback enhances English-to-Chinese
translation competence.

To address the third research question (In EMS feedback, what elements do
students consciously notice? Do these elements align with translation
competence?), the self-reflective notes analysis identified 20 elements of student

attention. These elements were categorized into source text comprehension, target
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language expression, translation techniques, and format. These categories
correspond closely to the three aspects of translation competence: source text
comprehension concerns input, target language expression and format pertain to

output, and translation techniques relate to transfer, illustrated in Figure 3.

Figure 3

Translation Competence Dimensions

Input
(source text + - Transfer N Output
comprehension) (techniques + conversion) (polishing + target text)

Based on this, the third research question can be answered: The 20 elements
noticed by students during feedback align comprehensively with the three aspects
of translation competence: input, transfer, and output. Miscomprehension, the most
frequently noted element, highlights the discrepancy between students’ gist-based
reading habits and the rigorous comprehension demands in translation. Students’
tendency to prioritize general understanding over minor details in reading may
easily cause comprehension errors in translation. Additionally, the significant
attention given to target language expression underscores challenges in output,
reflecting students’ struggles with expressive and writing abilities. Finally, students’
recognition of English-to-Chinese translation techniques during the transfer phase
indicates their ability to acquire essential translation skills through comparative
analysis, albeit without explicit awareness of the techniques used. In conclusion,
EMS feedback effectively engages students across all three facets of translation
competence.

The self-reflective notes highlight students’ independent study outcomes.
When organized, these notes provide valuable material for translation instruction,

offering a systematic understanding of input, transfer, and output, and enhancing
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learning impressions. This material, blending teacher-supplied content with
student-generated reflections, exemplifies meaningful teacher-student
collaboration, contrasting with traditional teacher-only material provision.

The effectiveness of EMS feedback can be analyzed from three aspects: expert
models, student self-reflection, and the two-stage feedback strategy. Expert model
texts (professional translations and teacher translations) provide exemplary
demonstrations and show translation variations. Student self-reflection fosters
active engagement and autonomous learning. In the two-stage feedback, students
first see professional translations, then observe teacher and professional translations
along with fragments of peer versions, highlighting translation diversity. The
teacher guides analytical comparisons, emphasizing flexibility in translation. Thus,
EMS feedback, supported by teacher guidance, is the major factor in enhancing
learning, while the impact of sporadic student fragments is minimal.

The principle of EMS feedback can be expounded by theories of input and
output. For input, translation involves both the static source text and the dynamic
process of comprehension. Students generally grasp the main content idea but may
struggle with details, which aligns with Krashen’s (1982, 1985) “comprehensible
input” theory. Under the workings of Schmidt’s (1990, 2001) “noticing hypothesis,”
students identify unclear parts of the text and improve understanding through
research and expert translation comparisons, which serve the functions of
confirmation, correction, and inspiration. For output, translation involves the static
translated text and the dynamic process of refinement, which highlights challenges
in target-language expression and writing skills. As Swain’s (1985) “comprehensible
output” hypothesis suggests, students notice gaps between their translations and the
feedback, adjusting their assumptions, which is mirrored in their self-reflective
notes. Thus, this study embodies Swain’s (1995) three functions of output: noticing

gaps, testing hypotheses, and internalizing knowledge through self-reflection.
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In conclusion, effective translation learning hinges on comprehension and
attention across input, transfer, and output stages. Teachers play a crucial role in
fostering understanding and attention among students. This study highlights the
pivotal role of expert translation models and student self-reflection in this process.
By recording their reflective journey, students engage deeply with expert models,
initiate critical reflection on translation, and internalize their translation knowledge
through adjustments and corrections. Thus, EMS feedback facilitates active and
meaningful student participation, showcasing advancements in translation
competence and providing empirical support for theories by Krashen (1982, 1985),
Schmidt (1990, 2001), and Swain (1985, 1995, 2000, 2005).

Research Limitations: This study employs a sequential presentation of
professional and teacher translations in two feedback stages to achieve its
objectives. However, simultaneous presentation and concurrent student self-
reflection may also achieve learning effects. Due to the scope of this study, an
analysis comparing these two feedback methods is not feasible here and can be
considered for future research. Besides, students in this study are not required to
produce new translations post-feedback, raising questions about their ability to
generate independent and creative translations following EMS feedback. Moreover,
the questionnaire format, which contrasts negative inquiries about PBL feedback
with positive ones about EMS feedback, may subtly influence student responses.
While suggestive effects appear minimal in this study judging from students’
responses, future research should mitigate potential biases in questionnaire design

to enhance credibility.
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Appendix

Two-Dimensional Six-Four Scale

Points Accuracy Scale

6 pts. The message conveyed in the translation is exactly the same as the original text, without
any errors.

5 pts. The message conveyed in the translation is roughly the same as the original text, but
there is a minor error.

4 pts. The mes:sage conveyed in the translation is different from the original text, with two or
more minor errors.

3 pts. The message conveyed in the translation is quite different from the original text, with
either one major error or three or more minor errors.

2 pts. The message conveyed in the translation is extremely different from the original text, with
two or more major errors, or just a literal word-for-word interpretation.

1pt. The message conveyed in the translation is fundamentally different from the original text,
or it is completely mistranslated.

Points Fluency Scale

4pts. The statement is clear and articulate, with appropriate vocabulary, register, collocation,
and punctuation.
The statement is generally clear and intelligible, but there are one or two inappropriate

3 pts. word choices or expressions, or there may be misspelled words, wrongly written
characters, redundant words, etc.

2 pts. The statement is barely intelligible, but there are syntactical errors, as well as quite a few
inappropriate word choices and expressions.

1pt. The statement does not conform to the syntax, making it difficult to understand or

completely mistranslated.

Note. The scale was translated from Chinese into English by the present researcher.



