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CEVIRMEN EGIiTiMINE BiCIMLENDIRIiCi BiR YAKLASIM
OZET

Bu caligsma; bigimlendirici degerlendirmede kullanilan yedi stratejinin uygulanmasi
esnasinda ortaya ¢ikabilecek zorluklarin saptanmasi, ¢oziim yollarinin bulunmasi ve
bu siiregte ceviri dersinin kaynak dil Ingilizcenin 6gretilmesindeki rolii ve
Ogrencilerin ceviri dersine karst tutumlarmin bu uygulanan stratejiler baglaminda
arastirilmasini amacglamistir. Bu amagla; calisma bir olusturmact yaklagim bakis
acisiyla iliskilendirilmis, performansa dayali 6lgme yontemini kullanan bir durum
calismasi lizerine tasarlanmig karma yontem arastirma desenini kullanmaktadir.
Arastirma grubu bir devlet iliniversitesindeki Miitercim Terclimanlik bdliimiinde
O0grenim goren birinci sinif 6grencilerinden seg¢ilmistir. Katilimeilarin bu bdliimden
secilme nedeni biitiin 6grencilerin ilk kez ceviri dersi almalar1 ve bu yiizden ¢eviri
dersinde birbirlerine yakin yeterlilige sahip olmalaridir. Calismada, bigimlendirici
degerlendirme stratejilerinin simif icinde kullanilmasiyla ilgili arastirmacinin
gozlemlerini kaydettigi aragtirmaci alan notu, her bir ¢aligmanin tamamlanmasindan
sonra uygulanan yari yapilandirilmis odak grup goriismeleri, 6z degerlendirmeden
sonra Ogrencilerin ne tiir degisimler kazandiklarin1 belirlemek i¢in 6grenci taslaklar
ve oOgrencilerin ¢eviri dersine karsi tutumlarmi Slgmek i¢in Ceviri Dersi
Degerlendirme Anketi ve yart yapilandirilmis 6n ve son goriisme formu
kullanilmistir. Toplanan verilerin analizinde, arastirmaci nicel ve nitel veri analiz
yontemi kullanmistir. Bu veri analizi dogrultusunda, 6grencilerin 6z degerlendirme
stirecinde etkin rol aldiklari, ¢eviri derslerinde kaynak dil ile erek dil arasindaki
esdegerliligi olusturmada ilerleme kat ettikleri gozlemlenmis ve bu baglamda ceviri
dersine karsi olumlu tutum gelistirdikleri saptanmistir. Arastirmaci, ¢alismanin
bulgularin1 ve sonuglarini arastirma igerigi 1s1ginda tartismis ve pedagojik oneriler
sunmustur.

Anahtar Kelimeler: Bicimlendirici degerlendirme, Oz degerlendirme,
Olusturmacilik, Ceviri dersleri.
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A FORMATIVE APPROACH TO TRANSLATOR TRAINING
ABSTRACT

This study aimed to identify the challenges that might occur during the
implementation of the seven strategies used in formative assessment, to find
solutions, and to examine the role of the translation course in teaching the source
language English and the students' attitudes towards the translation course in the
context of these strategies. For this purpose, the study used mixed methods research
design, based on a case study using a performance-based measurement method
associated with a constructivist approach. The research group was selected from
first-year students studying in the Department of Translation and Interpretation at a
public university. The reason why the participants were selected from this
department was that all students were taking translation courses for the first time and
therefore they had similar proficiency levels in the translation classes. In the study,
the researcher's field notes, in which he recorded his observations about the use of
formative assessment strategies in the classroom; semi-structured focus group
interviews, conducted after the completion of each text translation; student drafts, to
determine the improvement the students made after self-assessment; and, to examine
the students' attitudes towards the translation class, a Translation Class Evaluation
Questionnaire and semi-structured pre- and post-interview forms, were used. In the
analysis of the collected data, the researcher used quantitative and qualitative data
analysis methods. In line with this data analysis, it was observed that students took
an active role in the self-assessment process and made progress in forming the
equivalence between source language and target language in the translation courses;
and in this sense, it was determined that they developed a positive attitude towards
the translation classes. The researcher discussed the findings and results of the study
in the light of the research context and presented pedagogical recommendations.

Keywords: Formative assessment, Self-assessment, Constructivism, Translation
classes.
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1. INTRODUCTION
1.1 Background to the Study

Among the many issues that are discussed under the heading of assessment, the
present Ph.D. thesis, entitled ‘‘A Formative Approach to Translator Training,” aims
to explore how to implement formative assessment strategies, with a specific
emphasis on student use of cycles of self-assessment strategies, in translation classes
in higher education. In this context, the terms ‘assessment’ and ‘evaluation’ involve
the whole study focusing on the formative assessment. This is because these terms,
which may be used either with different meanings or interchangeably, indicate a
learning process in which evidence gathered from learners is collected systematically
and interpreted to make a judgment. Although assessment and evaluation procedures
show similarity, the evidence about learners differs (Harlen, 2007). The present study
focuses principally on the use of AfL strategies in translation classes and on making
these strategies clearer and easier to understand in the light of the research context,
and explores the possible barriers that learners and teachers might encounter during

such a learning process.

Assessment is an ongoing process, in which the learners may be regarded as
stakeholders who must be given the opportunity to undertake the role of assessor;
and this presupposes the mutual understanding and cooperation of both teachers and
learners in the design of an effective learning process (Chandio & Jafferi, 2015).
The literature has shown that two types of assessment exist, formative and
summative assessment. One of the ways to understand the scope of formative
assessment is to compare it with summative assessment. Formative assessment is
based on a circle, which involves the process of instruction to identify learners’
misunderstandings, feedback to help learners correct their mistakes, and
implementation of instructional correctives, whereas summative assessment
measures only the current achievement of learners (Cauley & McMillan, 2010).

Taras (2005) has explained that assessment starts with summative assessment, and



then it goes on with formative assessment that is based on summative assessment
with feedback. According to Roskos and Neuman (2012), ‘‘Formative assessment is
all about forming judgments frequently in the flow of instruction, whereas
summative assessment focuses on making judgments at some point in time after
instruction’” (p. 534). That is, while formative assessment refers to the process of
instruction supported by feedback to a learner, summative assessment refers to the

process after instruction, based on testing and grading (Ayala, 2005).

To identify weaknesses and gaps in instruction, the employment of formative and
summative assessment together can be a useful mechanism (Glazer, 2014). Although
these two assessment types work together, they differ from each other in terms of
reliability, judgments, and information (Harlen & James, 1997). To put it another
way, they complete each other during the learning process, but differ in function.
Formative assessment functions as guidance for learners during instruction, whereas
summative assessment functions as a means of evaluating how many of the learning
goals have been achieved at the end of a learning process or instruction (Dixson &
Worrell, 2016). In short, the basic distinction between these two assessment types is

““purpose and effect, not timing’’ (Sadler, 1989, p. 120).

Much of the current literature in this research context emphasizes the utility of
formative assessment in a learning milieu. Different researchers have examined the
impact of formative assessment upon the teaching and learning process. For example,
formative assessment through feedback has been found to facilitate the teaching
process and self-improvement (Xu, 2011). Similarly, formative assessment affects
learner autonomy and makes an important positive impact on learners’ creativity,
problem solving ability, and linguistic achievement (Ge, 2010). In addition, when the
relationship between test anxiety and formative assessment is considered in an EFL
context, formative assessment has been shown to be effective in decreasing the level
of test anxiety that learners are exposed to (Biiylikkarci, 2010). Even where learners
might have had little prior experience of formative assessment, especially in portfolio
use, reflective assessment has been found to make an impact on learners’ language

improvement (Efe, 2016).

Another view is that formative assessment could be implemented in various
strategies to enable learner self-improvement in oral performance and fluency in

speaking (Wang, 2010). In addition to this, formative assessment might be integrated

2



with a variety of strategies to harness its positive effect on language teaching and to
help cope with challenges occurring during the learning process. During such an
assessment, some significant features should be taken into consideration: focusing on
learning and academic achievement, equal opportunity, congruence of assessment
tools, defining the limitations of assessment, supportive interaction, engaging
students in the process, and meaningful and consistent reporting of assessment
(Gathercoal, 1995).

Prior studies have noted the positive effect of formative assessment. However, some
studies have revealed that certain challenges may be faced during the implementation
of formative assessment. For instance, portfolio assessment in foreign language
learning in a university context may present some challenges in relation to grading
learners’ performance and large class sizes (Alhuwaydi, 2017). Moreover, there may
be limitations on the implementation of formative assessment because of a lack of
time; in such a case, feedback given quickly may be helpful in overcoming this
constraint during classroom instruction (Mangino, 2012). Another challenge is that,
when feedback is considered in a socio-cultural context, learners may show
differences in terms of perceptions and their feedback practices (Alfayyadh, 2016).
Nonetheless, the literature mentioned above indicates that formative assessment may

be an effective type of assessment with a well-designed course program.

Elsewhere, the literature addresses the central question of whether, in a classroom
context, self-assessment or assessment by the teacher alone, gives a better picture of
learners’ progress. This issue arises because teachers generally ignore the essential
source in this process, the learners themselves. It is argued that self-assessment
procedure has a wide range of advantages in terms of monitoring learners’ needs, and
so, that it provides more direct information about learner improvement than teacher
assessment does (Harris & McCann, 1994). The implementation of self-assessment
procedures leads to improvement in learner outcomes and enables the teacher to
monitor each student, as well as ensuring high classroom standards (Geeslin, 2003).
In addition to this, within an EFL context, the implementation of self- assessment has
an important positive impact on learners’ self-efficacy, when it is used to engage
learners on a regular basis in an assessment process with a formative technique
(Baleghizadeh & Masoun, 2013). Although implementation of a process of self-

assessment will bring the pedagogical benefits mentioned above, it is clear that it



may take time for learners to gain assessment skills: ‘self-assessment may initially
commence at the lower levels of the cognitive, affective, and psychomotor domains.
As time progresses and the learner internalizes self-assessment skills, higher levels of
those domains would replace lower levels’> (McDonald, 2007, p. 34). Therefore,
while building the framework of assessment, the following factors should be taken
into consideration, in turn: performance, criteria and the application of these criteria,

rating performance, and helping the individual to monitor progress (Woods, 1987).

As well as the above-mentioned issues, another key concept in the present study is
equivalence theory. Equivalence in translation, which works as a theoretical and
pragmatic concept for translation studies, is a key term, even though controversy still
surrounds its applicability in translation. While forming equivalence in translation, a
common issue is the concept of untranslatability, related to the nature of language,
cultural restrictions and linguistic differences (Kashgary, 2011). In pursuit of
translation quality, the first stage is to form linguistic equivalence between source
text and target text. In this sense, ‘‘equivalence appears as a product of the
contrasting of textually realized formal correspondents in the source and the target
language and the communicative realization of the extralinguistic content of the
original sender's message in the target language’” (Ivir, 1981, p. 59). In translation,
three types of equivalence might emerge. These are absolute, partial and no
equivalence between source and target texts. In addition, in finding equivalence
between two languages, coherence affect the quality of translation; and various
factors such as language, culture and the role of translator affect the coherence

between two languages (Ulanska, 2015).

In conclusion, the researcher bases the present study on a triangle: a) translation from
source text to target text in the light of equivalence theory, b) assessment based on
AfL strategies in a formative technique, and c¢) constructivism, which helps learners
make a gradual improvement in the process. The study lays emphasis upon a process
of self-assessment, because self-assessment is the essential factor in inclusion, as it
validates the learner voice in all kinds of assessment, whether formative or

summative, and in the teaching process (Bourke & Mentis, 2013).



1.2 Statement of the Problem

Continuous assessment supports the learning process through feedback and by
increasing student motivation; but in practice, the implementation of formative
assessment through feedback is not used effectively in assessment for learning in a
university context (Hernandez, 2012). Apart from the fact that giving feedback in a
classroom setting may take a long time, and so may be regarded as a time-consuming
process, using all of the formative assessment strategies in a class to promote the
learners’ proficiency level in a short time is difficult (Wang, 2010). Likewise, self-
assessment is a key factor in the learning process; on the one hand, when self-
assessment is used for a particular student assignment, it has a short-term effect; but
on the other hand, when it is used to make student more regulated, then, the effect
becomes long-term (Andrade & Valtcheva, 2009). In this context, the real problem
lies in the fact that educators, whose preliminary job is to improve student success,
avoid the implementation of formative assessment (Bhagat & Spector, 2017).
Although self-assessment has been used in foreign language teaching for decades,
the literature still shows a research gap, in that ‘‘self-assessment skills can be learned
by students, but further work needs to be done to establish how these skills might be
best taught”’ (Yan & Brown, 2017, p. 1260). In spite of the fact that self-assessment
is used to promote the active participation of learners in other EFL contexts, self-
assessment criteria have not been widely used in the Turkish EFL context (Unald,
2016). A study by Efe (2016) highlighted the same point and demonstrated the
usefulness of constructive activities in stimulating the active participation of learners
in a Turkish EFL context. Again in the Turkish EFL context, a study by Han and
Kaya (2014) investigated the negative effects of issues such as insufficient materials,
textbooks, and especially teacher competence. In this regard, the researchers stressed
the importance of using a constructivist approach in foreign language teaching in
order to overcome these challenges. In addition to the barriers mentioned above, the
question of how to train new translators arises. In this context, Yazici (2017) has
identified some basic barriers in translator training in Turkey. One of these barriers is
the lack of a training model which can be used specifically for Turkish students.
Yazict (2005) highlights another significant issue, surrounding the use of theoretical
knowledge in the process of translation, and claims that using theoretical knowledge

in translation broadens learners’ horizons while translating, as it helps them to tackle



translation from a multidimensional perspective. This discussion underlines the
necessity of using theoretical knowledge and an effective process of training in

which learners engage actively.

In conclusion, despite these various barriers to the use of formative assessment and
its sub-components, especially self-assessment, it is still worth studying AfL
strategies in order to open new perspectives on their implementation and to identify
the potential challenges that may occur during the implementation of self-assessment
strategies in translation classes. Feedback, self- and peer-assessment are authentic,
affect learners’ involvement and help them make decisions; nonetheless, the
inadequate use of these techniques by teachers constrains their application in
education (Rawlusyk, 2016). In the light of the current research context, the principal
challenge in relation to self-assessment, which is still controversial, is about how
well it may be used in an EFL context. Although many studies have focused on the
use of formative assessment in foreign language teaching, there has been little
discussion of the implications of using self-assessment strategies in translation
teaching. Lastly, much uncertainty still exists related to the seven strategies of AfL

and their application in translation classes.
1.3 Purpose of the Study

Although much of the current literature focuses on the claim that Assessment for
Learning makes a great contribution to student learning, the key factors which either
facilitate or hinder the implementation of AfL in the classroom setting are still
unclear (Heitink, van der Kleij, Veldkamp, Schildkamp, & Kippers, 2016). In this

respect, the process of AfL must be examined in terms of its various facets.

Self-assessment procedure takes the form of a crucial pedagogical cycle which
presents learners with the opportunity to evaluate their own performance week by
week; and which enables them to take an active role in evaluation procedure, and not
to be subject only to teachers’ judgments (Mican & Medina, 2017). In the light of
this, the present study aims to bridge a gap in the research context by using self-
assessment strategies in a translation classroom setting. In doing so, it aims to give
students the opportunity to evaluate their own outcomes, to reflect on their tasks, and
to develop the skills necessary for determining their own weaknesses and strengths,

and for defining their own assessment criteria. Another purpose of the present study



is to focus on the process of using self-assessment strategies in translation, and to
identify the challenges which might occur during the implementation of self-
assessment procedure in translation classes. Thereby, the researcher aims to close the

gap in the research context.

In the present study, two primary aims come to the fore. One concerns formative
assessment, which stresses the importance of the progress made in translation, and
the other concerns self-assessment, which involves the role of the student as an
assessor. The study aims to help students to engage in a formative learning process in
line with the principles of self-assessment strategies. To achieve the goals mentioned
above, first, the study aims to ascertain the extent to which student-centered
assessment facilitates the learning process. Second, it aims: a) to delineate how
Assessment for Learning strategies might be implemented in a classroom setting; b)
to explore the challenges which might occur during the process of self-assessment; c)
to present solutions to the problems that occur during self-assessment; and d) to shed
a light on future research by creating a new perspective on self-assessment

procedures.

In conclusion, the present study aims to contribute to the growing interest in the use
of self-assessment processes in translation classes and to create a learner-centered
assessment process. To achieve this goal, the design of the study is based on the
seven strategies of AfL, because: ‘‘Self-assessments require students to rate their
own language, whether through performance self-assessments, comprehension self-
assessments, or observation self-assessments’” (Brown & Hudson, 1998, p. 665). On
this basis, learners can be encouraged to be active participants in the classroom
setting; and they can take part in the process of making decisions and in identifying
their own strengths and weaknesses during the assessment process. In taking this
approach, the researcher aimed to achieve success at both the micro and macro levels
of translation teaching. This is because, in translation pedagogy, translation trainers
need to focus on both the micro and macro levels of translation in order to enhance
the quality of learners’ translation (Karimzadeh, Samani, Vaseghi, & Kalajahi,
2015).



1.4 Research Questions

In line with the purpose of the study, the following central research questions were

generated for the research to be carried out in translation classes.

RQ1: What are the students’ attitudes towards the use of the seven strategies

of Assessment for Learning in translation classes?

RQ2: What are the contributions of involvement in self-assessment in the

students’ translation process?

RQ3: What are the challenges that students experience during the Assessment

for Learning procedure?
1.5 Limitations

The present study involves two major limitations that need to be touched upon: the
number of participants and the type of sampling. First of all, the number of
participants may not be adequate to generalize the findings of the study, as it was a
case study involving a limited number of students. Next, the sample in the study was
selected only from among students at a state university who were studying in the
Department of Translation and Interpretation, the aim of which is to train new
translators. Therefore, the findings and the results of the study cannot be extrapolated
to all spheres of education. In other words, the research did not cover a wide

spectrum of participants from primary school to higher education.



2. REVIEW OF LITERATURE
2.1 Introduction

This chapter involves a review of the literature in order to form a background to the
study and to examine the true extent of the problem identified therein. In this
research context, the ongoing debate about how to implement effective assessment
tasks in higher education focuses on four types of assessment task: formative,
summative, diagnostic, and integrative tasks (Crisp, 2012). While various types of
assessment may be implemented in higher education, the most effective way to
promote learning involves choosing a method of assessment that will engage learners
in the process of learning. While designing learning milieu to create more effective
classes, the following issues emerge as crucial in the provision of an effective
assessment procedure. The first and foremost step is to design learning tasks so as to
lead learners to take an active role in the learning process. The second step is to
enrich the learning process with feedback to help learners identify and bridge any
gaps in the process. The third step is to develop the learners’ capacity for assessment
and to teach them how to assess the quality of their own work. The fourth step is to
use the results of assessment to support a teaching process that can indirectly affect
the learning process (Joughin, 2009). In the light of the above, an effective
assessment process may be based upon a constructivist approach, supported by the
Vygotskian Zone of Proximal Development. In addition, learners should take an
active role in the assessment process as self-assessors. Furthermore, some core
elements are essential in the design and application of formative assessment to
promote learning in translation classes. With this in mind, this chapter presents the
theoretical background to the concept of formative assessment based on
constructivism; the Vygotskian Zone of Proximal Development; the strategies of self-

assessment; and equivalence theory in translation.



2.2 Constructivisim and Social Constructivism

In their theories of learning, both Chomsky and Piaget agree that genetics and
biology are fundamental; however, they differ from each other in their interpretation
of the contribution that these factors make. While Chomsky’s nativist theory claims
that all knowledge preexists in the organism’s mind, Piaget’s constructivism reacts to
both Chomsky’s nativism and Skinner’s behaviorism and claims that the innate
capacity of a child functions as a strategy for the construction of schemata that derive
from his/her own experiences (Danks, 1981). Therefore, constructivism is a crucial
theory in the field of learning, because it gives cognitive growth a pedagogical
application and it offers the learner the opportunity to be at the centre of instruction
and to be part of the problem-solving process (Karagiorgi & Symeou, 2005). It is
undeniable that constructivism facilitates learning, as it gives a place to student

agency in learning (Hyslop-Margison & Strobel, 2007).

In the literature, constructivism is a predominant learning theory in relation to
formative assessment, as it constructs new knowledge upon prior knowledge.
According to Fox (2001), constructivism enables teachers to understand learners’
natural learning capacities, and it constructs a bridge between past and present
knowledge, making classroom learning easier. Likewise, Krahenbuhl (2016) defines
constructivism as a process in which knowledge is accumulated onto a foundation of

prior knowledge, and in which learning occurs because of experience and ideas.

Constructivism, which implies an active process in which knowledge is accumulated
and modified, is a theory developed for learning, not teaching; and as a theory,
constructivism focuses on the learner’s own experiences and his/her own subjective
vision (Proulx, 2006). In John Dewey’s constructivist view, the important criterion in
explaining how human beings learn is experience; that is, people learn by doing,
interacting, and participating (Reich, 2007). This interaction and participation takes
place in a social milieu; but in order to understand better how a constructivist
approach works, it is worth understanding how the human mind functions in the
learning process. According to Piaget’s genetic epistemology, the learning process
includes three processes during which a learner transforms new knowledge into
another stage. The first stage includes assimilation, which refers to the classification

and adaptation of new knowledge; the second stage is known as accommodation,
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which refers to the modification of previous knowledge to fit it into schemata which
provide for the representation of knowledge stored in long-term memory, and which
recall knowledge to make a newly learnt object meaningful; and the last stage is
equilibration, which establishes a balance between assimilation and accommodation
(Pritchard & Woollard, 2010).

In a classroom setting, constructivism plays an important role, as it designs the
learning process in the form of active and collaborative learning, based on teacher
guidance and with the learners playing an active role in assessment (Alesandrini &
Larson, 2002). Proulx (2006) determined seven implications of constructivism in a
classroom setting. The first step involves the prior knowledge and experiences of the
learners; these play an important role in the application of constructivism. The
second step focuses on mutual communication between learner and instructor,
because the learner plays an active role in the process of constructivism. The third
step is about knowledge, which is essential to cope with the problems that occur
during the process of learning. The fourth step involves mistakes, which are
considered to be a part of learning, because they bridge the gap between what is
known and what is not known. In the fifth step, the teacher engages the learners in
the learning process as active creators and inventors. The sixth step is about the
pedagogical path along which the teacher decides what should be taught and how it
should be taught. The final step in this process is related to verbalization, which is

used to support the learner’s understanding.

In conclusion, in the application of constructivism in a student-centered classroom
environment, the teachers’ role comes to the fore, because they must design the
constructivist-learning environment so as to provide an appropriate pedagogy for
instruction (Krahenbuhl, 2016).

Social constructivism emerged from the studies of Piaget, who is renowned for his
genetic epistemology; of Vygotsky, who is well-known for his theory of the Zone of
Proximal Development; of Bruner, who advocates that learning is an active process
in which pre-existing and current knowledge are constructed; and of Bandura, who
bases his theory on social cognitive processes and puts emphasis on social learning
(Pritchard & Woollard, 2010).
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Social constructivism has its origins in Dewey’s view of learning, as he claims that
learning occurs through language in a social context, and that the learner’s social
consciousness is constructed through the interaction of the learner’s own thoughts
and feelings with those of others. The pedagogical interpretation of this interaction is
relies upon the VVygotskian Zone of Proximal Development (Hirtle, 1996). As regards
the Deweyan and Vygotskian views of language, their ideas are similar, as both of
them focus on communication; while Vygotsky stresses the importance of the child’s
internal speech, Dewey stresses the importance of preliminary discourse, termed
thinking (Garrison, 1995).

In social constructivism, the key component is the interaction among individuals. In
this context, Pritchard and Woollard (2010) emphasized three aspects of social
constructivist thinking: a) reality, which takes place through shared social activities,
b) knowledge, referring to the meaning constructed by the interaction among
individuals, c) learning, based on individual interaction with others.

2.3 Zone of Proximal Development

Zone of Proximal Development (ZPD) is the Vygotskian theory of education; it plays
a key role in formative educational methodology (Haenen, Schrijnemakers, &
Stufkens, 2003). Vygotsky claims that learning takes place as a result of social
interaction and dialogue between individuals, and that this interaction affects the
learner’s cognitive and intellectual growth (Pritchard & Woollard, 2010). According
to Vygotskian theory, there is a gap between what a learner knows and what he aims
to achieve; learning occurs in this gap, with the help of an adult or more

knowledgeable learners. VVygotsky (1978) defines ZPD as follows:

It is the distance between the actual developmental level as determined by independent
problem solving and the level of potential development as determined through problem
solving under adult guidance or in collaboration with more capable peers (p. 38).
Scaffolding is a term used in Vygotskian social constructivism. Scaffolding is
designed to encourage students to eventually be able to complete a task alone; it
functions as a bridge across the gap between what a learner already knows and what
he aims to achieve (Benson, 1997). The process of scaffolding involves the control of
an adult or more knowledgeable peer in assisting a child or a novice to overcome a

problem, to do a task, or to accomplish a goal that is beyond his/her own capacity
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(Wood, Bruner, & Ross, 1976). In the assessment of a learner’s performance,
formative assessment and instructional scaffolding refer to the same thing; both of
them are strategies employed to improve learning in the Zone of Proximal
Development. This is because while the aim of formative assessment is to change the
instruction to improve the learner’s development, scaffolding refers to the process in
which a teacher engages learners in solving a problem and encourages them to
complete a task (Shepard, 2005).

2.4 Reflective Teaching

Reflection is a key concept as it refers to knowledge in action; and when compared
with unreflective practice, reflective practice is more effective (Molander, 2008).
There is more than one pathway to being a reflective teacher; but the pathway
selected inevitably requires critical reflection, because teachers discover to the extent
that they explore (Larrivee, 2000). In respect of the function of reflective teaching,
scholars have defined this across a wide spectrum of ideas. Bayles (1960) proposed
that reflective teaching was a problem raising and problem solving procedure, that is,
it involves a process of generating a question and finding an answer. Dewey claimed
that ‘‘the process of reflection for teachers begins when they experience a difficulty,

troublesome event, or experience that cannot be resolved’’ (Zeichner & Liston, 1996,
p. 8).

As regards the implications of reflective teaching, especially in a university context,
the model produced by Pollard illustrates how the process of reflective teaching may
be administered. Pollard’s model, which aims to create a high quality revision of the
teaching process, puts an emphasis first on planning, provision, and acting. Secondly,
it leads the practitioner to monitor and observe and, thereby, produces data in relation
to both the teacher’s and the learners’ needs. Finally, the evidence from the teaching
process is analyzed and evaluated, and then, judgments and decisions about the
process are made (Ashwin et al, 2015). Similarly, Schon (1983), who likened the
interaction between teacher and students to the relationship between professional and
client, contributed to the concept of reflection by coining two new terms: reflection-
in-action and reflection-on-action. In reflection-in-action, the frame is constructed on
a problem-solving process in which learning is improved by thinking and

performing, and the roles of teachers in creating good teaching and a good classroom
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are emphasized. The other term, reflection-on-action, involves an attempt to consider
the previous events and to look over them in order to redesign the ongoing teaching

process.

During the process of asking and answering questions related to the problems
occurring in the teaching procedure, teachers undertake a role in evaluating their own
teaching, deciding to make some changes in teaching, developing strategies for these
changes, and observing the utility of these strategies. In this process, the teacher may
use the reflective teaching tools described here: a) Teaching journals, in which
teaching experiences are recorded, b) Lesson reports, which outline class procedure,
giving brief information about the teaching process, ¢) Surveys and questionnaires,
which are used for the collection of information about the teaching and learning
process, d) Audio and video recording, which constitute a record of the class and
contain objective information about all of the events taking place in the classroom, €)
Observation, which is a helpful method for focusing on various aspects of the class,
f) Action research, in which the focal point is the action plan that involves
investigating the teaching process, suggesting some changes for teaching, and
monitoring the impact of innovations on the teaching process (Richards & Lockhart,
1996). Recourse to the above-mentioned reflective teaching tools requires the
implementation of reflective practices, because the concept of reflection is directly
related to practice. In other words, reflective practices show the relationship between
feeling, thinking and doing; that is, the way that we feel impacts on the way we think
and on the way that we do something in practice. In addition, reflective practices
may be handled as three types, which affect each other in developing pedagogy. The
first one is anticipatory reflection, which is future-oriented and which provides a
pedagogical suggestion prior to an action. The second one is retrospective reflection,
which is past-oriented, and which proposes a pedagogical framework after the event
is embarked upon and completed. The last one is contemporaneous reflection, which
consists of an immediate response to the learning milieu and is affected by the two
other types of reflection (Loughran, 1996). Moreover, reflective learning brings
about four kinds of learning: a) affective learning, based on a style of learning
through feeling and emotion, b) cognitive learning, in which thinking and creativity
come to the fore, c) positive action learning, which aims to put thinking and feeling

into practice within an ethical and a moral framework, d) social learning, in which
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learning takes place with others in a social milieu (Ghaye, 2011). With reference to
its role in the above-mentioned learning types, reflection in learning emerges in three
basic stages: reflection for an action, a tendency towards new information, and
reflection in and on action. In addition to this, the reflective learning process
encompasses two dimensions of improvement: a personal dimension, referring to
individual reflection, and an interpersonal dimension, referring to cooperation with
teachers, who contribute to this process through feedback (Bubnys & ZydZianaite,
2010). As reflection involves a metacognitive process, and thereby requires a degree
of thinking, the instructor should open new frames to help learners think about the
learning process in order to identify what they have learnt, what kind of mistakes
they have made, and how they can cope with these mistakes or misconceptions
(Bartlett, 2015).

To sum up, a pedagogical cycle circles around reflective teaching, reflective practice
and reflective learning, as all three of these concepts affect each other in a learning
milieu. The literature mentioned above has shown that although various definitions
have been proposed to explain how reflective teaching may be performed, the core
concepts in reflective teaching are triggering reflective thinking, identifying possible
problems, and finding logical solutions to them in the teaching process. Lastly, the
central argument might be based on how well reflective teaching can be implemented

in a classroom setting.
2.5 Assessment

Three approaches to classroom assessment have emerged: a) Assessment of learning
(AoL), which is used at the end of a learning process to make summative decisions
and judgments about students’ achievements, and to check whether they have met the
targets determined for the learning process; b) Assessment as Learning (AaL), which
is an approach that engages learners in the learning process. To this end, they reflect
on their own learning with a view to self-improvement, and they determine new
criteria to improve the learning process, in which they take part actively. While AoL
is a teacher-centered approach, AaL is student-centered approach; ¢) Assessment for
Learning (AfL) is an assessment approach that may be situated between AoL and
AaL. In AfL, the instructor collects evidence of the learners’ work, attempts to

understand how the learners are progressing, tries to make instructional decisions on
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the basis of the information collected from the learning process, gives quality
feedback, and aims to close the gap between where the learners are and where they
should be. While AoL is summative assessment, AaL and AfL are formative (Berry,
2008).

In the light of the information given above, the next section aims to address the
framework of assessment from the perspectives of summative assessment and

formative assessment.

2.5.1 Summative assessment

Summative assessment refers to a kind of assessment which evaluates individual
achievement at a particular time. It involves the evaluation of broader learning
objectives attained over a period of time, and uses testing or examination to evaluate
achievement (Harlen, 2007). The purpose of summative assessment, which is known
as assessment of learning, is to determine learners’ success according to grades given
for classroom assignments, and to measure the effectiveness of a program and the
progress of a school; the whole of this process is based on a judgment measuring the
level of success (Chappuis & Chappuis, 2008). That is, summative assessment is
required for reporting the results of the learning process, and assessment should be
designed in such a way as to assess the whole learning process, to focus on validity
and reliability, to effect teaching and learning positively, and to be practical in

relation to resources such as time and cost (Harlen, 2009).

While formative and summative assessments complement each other in many
respects, they nonetheless differ from each other in terms of some basic
characteristics. Although criteria are used in both assessment types, the basic
characteristic of summative assessment is that it is either criterion-referenced or
norm-referenced; and it takes place as a result of the summation of formative
assessment. In contrast to summative assessment, formative assessment is criterion-
referenced or pupil-referenced, as it shows the learners’ current position in the
learning process; but it is not completely criterion-referenced, because it also uses
diagnostic information (Harlen & James, 1997). In norm-referenced assessment, the
position regarding performance is described in relation to the performance of others;
but in criterion-referenced assessment, learners are assessed according to criteria

determined beforehand (Brown & Knight, 1994). Another important difference
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between the two appears in the analysis by Biggs (1998), who classified learning as
current position, desired position, and the position after teaching. Two key terms are
conceptualized within this framework: feedback (FA), which takes place in the
desired position, and backwash (SA), which emerges after the teaching process. In
this framework, backwash was considered to have a negative impact on learning, as
it caused a low level of performance, whereas feedback was considered to have a
positive effect on learning, as it caused a higher level of performance in the learning

process.

The use of summative assessment alone is not believed to be adequate for the
evaluation of a learner’s achievement, and hence, the process of evaluation should be
supported through formative assessment. That is to say, using both formative and
summative assessment for the same pedagogical purposes improves learners’
achievement in education (Broadbent, Panadero, & Boud, 2018). The teacher
controls the process of summative assessment in terms of its internal purposes (i.e.
determining individual achievement and progress, reporting the results of
assessment, and sharing them with both parents and learners). The evidence upon
which assessment is based may be collected from specific sources like tasks and tests
prepared by the teacher, the real aim of which is to give feedback as well as to check
the learning outcomes at the end of the assessment process. All of these judgments
are made in relation to pre-determined criteria that are the same for all learners and,
for both the internal and external purpose of summative assessment, the judgmental
process is based on validity, reliability, impact and resources (Harlen, 2007). The
process of judgment covers all of the assessment within the assessment system, and it
is possible that some errors and bias might occur in the process. Hence, the teacher
must play an active role in attempting to mitigate errors and bias, by carefully
planning the process of assessment and developing appropriate criteria, whether to
ensure the effectiveness of formative assessment or the reliability for summative

assessment. If assessment is conducted properly, it promotes learning (Harlen, 2005).

In summary, summative and formative assessment must be considered within the
same framework, as assessment should involve the whole learning process, with
learners taking an active role in constructing and trying to enhance their learning by
using their own judgment, and teachers taking responsibility for constructing a

learning milieu that encourages learners to engage in the process of both summative
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and formative assessment (Lau, 2016). Lastly, it can be concluded that it is almost
impossible to separate summative assessment from formative assessment in terms of
assessment procedure, in as much as summative assessment is the final phase of a
process of which formative assessment is a part. To put it differently, summative
assessment might be regarded as the final step of an assessment based on a grading

system and as a continuum of formative assessment.

2.5.2 Formative assessment

Although various definitions of formative assessment have been given in the
literature, in effect they all refer to the same meaning. Greenstein (2010) defines
formative assessment as a process in which teachers participate with students in the
learning process to improve learning. Similarly, Keeley (2010) defines formative
assessment as a way of promoting learning in formal and informal settings. In the
light of these definitions, the use of formative assessment in the teaching and
learning process might be advantageous. In particular, using formative assessment
based on feedback and instructional correctives affects learners’ motivation and
achievement, as the ongoing feedback enables them to raise their own performance
(Cauley & McMillan, 2010). Furthermore, if learners are given the opportunity to
actively engage in the assessment process, they may enhance their own practice

through self-regulatory assessment (Nicol & Macfarlane-Dick, 2006).

In a classroom setting, Heritage (2010) has identified three basic domains in relation
to the process of formative assessment: 1) it is student focused. Formative
assessment is student-oriented and puts emphasis on how new information is
received, understood and applied by a student, not on teaching style; 2) it is
instructionally informative. During the process of instruction, teachers evaluate the
students’ progress in learning and adjust their instruction so as to meet the students’
needs in the learning milieu and, thereby, improve student learning; 3) it is based on
outcome. The learning process is designed to bridge the gaps between the student’s
existing knowledge and the desired goals. This process is supported by frequent
feedback and diagnostic information from the teacher, which makes the learning
process transparent to the students. The following figure illustrates how this process

is implemented in a classroom setting.
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Figure 2.1: Process of formative assessment

Source: Heritage, M. (2010). Formative assessment.

According to Heritage’s process of formative assessment, the first step in formative
assessment starts with determining the learning goals and criteria that will guide the
teacher and students. The second step involves eliciting evidence of learning, which
helps the teacher to improve student learning in the direction of the goals determined.
The third step involves the stage defined as interpreting the evidence, in which the
teacher examines the evidence in order to determine where the learner is in the
learning process. The aim of the fourth step is to close the gap between the student’s
existing knowledge and the learning goal which the teacher wishes to achieve during
the learning process. In other words, in order to determine the learning gap, the
teacher should first interpret the evidence. Having done so, the teacher responds to
the evidence through feedback and may close the gap. Thus, the fifth step is
feedback, which moves learning forward on the basis of the learner’s existing
knowledge by directing the learner about what to do in the next step. The sixth step is
the process of adapting and responding to learning needs. In this step, teachers make

a plan to relate their instructions to learning needs. The seventh step is the
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scaffolding process, in which students engage in collaborative instructional learning;
and in the same process, the teacher tries to close the gap between what students
know and what they do not know. The final step is to close the gap. In this process,
the only aim is to bridge the gap between the learner’s existing knowledge and the
target intended to be achieved in the learning process. The whole of the process
described depends upon a classroom culture in which teacher and students are

socially and constructively engaged in the learning process.

There is no doubt that if formative assessment is used under the correct conditions, if
learners’ needs, capacities, and levels of proficiency in relation to their knowledge
can be determined in advance, and if teachers are equipped with sufficient
pedagogical and measurement knowledge, then, formative assessment can facilitate
the learning process (Bennett, 2011). When a teacher has the necessary pedagogical
background, and all the conditions mentioned above are fulfilled, then formative
assessment may make the teaching and learning process more effective. In formative
assessment, the whole process circles around a feedback loop which can be regarded
as the cornerstone of formative assessment. The feedback loop depends upon the
teacher knowing which skills are to be learnt, and being able to describe a good
performance and to find solutions to improve a poor performance (Sadler, 1989).

The literature has shown that, as well as the provision of the proper conditions in the
classroom setting, other factors affecting the process of formative assessment should
be taken into consideration. A study by Lee (2011) demonstrated that, if teachers are
active, innovative, and collaborative with the school system, formative assessment
may be effective in promoting learning in EFL classes and may positively affect
learners’ beliefs and attitudes towards foreign language classes. Another study by
Naghdipour (2017) proved that formative assessment, based on an eclectic approach,
promotes learners’ performance in classes as it enables healthy collaboration
between teacher and students. The prerequisite condition for formative assessment in
a classroom setting is collaboration between teacher and students, because this
guarantees teacher-student interaction at different stages of the learning process
(Burner, 2016). In this context, the classroom assessment circle may be based on five
steps (Leahy, Lyon, Thompson, & Wiliam, 2005, p. 20):

1) Clarifying and sharing learning intentions and criteria for success

2) Engineering effective classroom discussions, questions, and learning tasks
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3) Providing feedback that moves learners forward
4) Activating students as the owners of their own learning

5) Activating students as instructional resources for one another

2.5.2.1 Feedback

In formative assessment, feedback is a key factor, as it sheds a light upon how
successfully something is achieved (Sadler, 1989). In this sense, feedback is the
central component of formative assessment, because it bridges the gap between the
existing knowledge of the learner and the level of performance which the learning
process aims to achieve (Rushton, 2005). In formative assessment, feedback emerges
in two ways. The first of these is formative feedback for teachers, which occurs as a
result of the evidence that teachers collect during the teaching and learning process,
and which enables teachers to move their instruction a little further forward. The
second is formative feedback for learning, which comes either from the students’
internal monitoring in the process of learning, or from their teachers (Heritage,
2010). Formative assessment and feedback may be organized in such a way as to
provide for self-regulation in terms of cognitive, behavioral and motivational aspects,
as this gives more responsibility to learners in the learning process and in assessment
(Nicol & Macfarlane-Dick, 2006). Moreover, the implementation of effective
feedback in a classroom setting helps learners to gain deep thinking skills, to use
their capacity for reflection, to improve during the learning process, and to determine

what can be done in the next steps of the learning process (Spendlove, 2009).

Two dimensions of feedback have been defined as input providing and output
prompting (Ellis, 2012). Moreover, teacher feedback may adopt one of two aspects:
a) an implicit form, which refers to teachers’ feedback given covertly, and which
employs strategies such as Recasts, Repetitions, and Clarification requests; or b) an
explicit form, which refers to teachers’ feedback given overtly, and which includes
Explicit correction only, Metalinguistic clue, and Elicitation. In Recasts, the
student’s utterance is reformulated, without highlighting errors. In Repetition, the
teacher repeats the incorrect or unclear utterance of the student. In Clarification
requests, the teacher indicates that the student’s utterance is unclear or ill-formed. In
Explicit correction, the teacher specifies and corrects the error that student made. In

Metalinguistic feedback, the teacher makes comments or poses questions to indicate
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that the student’s utterance contains an incorrect form, but avoids giving explicit
feedback. In Elicitation, three steps may be followed: 1) the teacher elicits the
completion of the student’s utterance, 2) the teacher asks questions to elicit the
correct form, and 3) the teacher requires the student to reformulate his/her own
utterance (Ellis, 2012; Lyster & Ranta, 1997).

To sum up, good feedback practice provides a wide range of opportunities in the
learning milieu. It allows good performance to be highlighted, it facilitates self-
assessment, and it provides students with high quality information. In addition to
this, it creates a dialogue between teacher and learners, provides learner self-esteem,
bridges the gap between current and desired performance, and gives information to
teachers to enable them to shape teaching (Nicol & Macfarlane-Dick, 2006). In order
to identify and close the gaps in knowledge identified during the teaching and
learning process, feedback revolves around three major questions (Where am |
going?, How am | going?, Where to next?); and the answers given to these questions
help promote learning by removing confusion about the aims determined for the
teaching and learning process (Hattie & Timperley, 2007). Thus, good feedback

makes a crucial impact on students’ learning.

2.5.2.2 Peer-assessment

Peer-assessment is designed to evaluate the performance or output of two equal
learners, one of whom is the assessor and the other the assessee. Peer assessment,
which may be summative or formative assessment, provides peer feedback to a
learner in order to show the learner’s weaknesses and strengths (Topping, 2009).
Peer-assessment has five goals. The first goal refers to its function as a social control
tool, which aims to teach desired behavior in a learning milieu, so that undesired
behavior is avoided. The second goal is its use as an assessment tool, including peer
judgments based on validity and reliability. The third goal is its use as a learning
tool, designed according to three stages: assessment by a student, assessment of
another student, and the interaction between these two students. The fourth goal is its
function as a learn-how-to-assess-tool, which aims to teach students how to be
assessors using formative assessment. The fifth and final goal is its use as active

participation tool that creates a student-centered milieu, in which students play an
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active role in their own learning, and in which teachers are passive in the control of

learning (Gielen, Dochy, Onghena, Struyven, & Smeets, 2011).

2.5.2.3 Self-assessment

Self-assessment is a key factor, like peer-assessment, in improving learning, and as
In peer-assessment, it makes learners play an active role in learning; but, in contrast
to peer-assessment, self-assessment involves the learner’s own self-evaluation and
self-appraisal (Taras, 2010). Self-assessment may be effective in the short term,
when it is used for a particular assignment, but when it is used to promote learner
self-regulation and is supported through feedback, it may become effective in the
longer-term (Andrade & Valtcheva, 2009). The use of self-assessment in a classroom
setting requires a constructive interaction between learners and teacher, as this raises
students’ awareness of the goals of individual assessment and improves the level of
their outcomes through active participation (Geeslin, 2003). In the implementation of
self-assessment, both learners and teachers play a vital role, because, as Dochy,
Segers and Sluijsmans (1999) state:

Self-assessment, used in most cases to promote the learning of skills and abilities, leads

to more reflection on one's own work, a higher standard of outcomes, responsibility for

one's own learning and increasing understanding of problem-solving. The accuracy of

the self-assessment improves over time. This accuracy is enhanced when teachers give

feedback on students' self-assessment (p. 337).
In the self-assessment process, learners are involved in thinking about the learning
process, performing, determining criteria and goals, and appraising learning content
(Bourke & Mentis, 2013). With the help of self-assessment, learners may regulate
their actions to the desired outcomes (Paris & Paris, 2001). The process of self-
regulation has three basic steps. The first step involves a forethought procedure that
aims to find an answer to the question ‘Where am | going?’ and that focuses on goal
setting. The second step focuses on performance and control procedures, aiming to
find an answer to the question ‘How am [ doing?’ that can be derived from
observation and assessment. The last step covers the process of reflection, the goal of
which is to apply judgment and reaction and to find an answer to the question ‘What

is next?’ (Andrade, 2010).
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2.5.2.4 Self-assessment strategies

Self-assessment refers to the process in which learners take an active part in making
a judgment between their own current and desired performance levels, monitoring
their learning progress, and determining some specific strategies and criteria to
enhance their skills. To achieve the desired performance, learners engage in three
processes: a) a self-monitoring process, in which learners focus on the criteria, b) a
self-evaluation process, in which learners identify the criteria to achieve the desired
performance, and c) implementation of an instructional corrective process, in which
learners select learning criteria to correct the misunderstandings and to enhance
learning progress (McMillan & Hearn, 2008). In accordance with the above-
mentioned self-assessment criteria, the same researchers propose the following

strategies:

Clear Learning Targets and Criteria: The learner should be informed about the
desired goals, and so, the route to the desired goal may be determined. This stage
aims to raise the learners’ awareness of how to implement the self-assessment

criteria, rather than how to judge.

Self-evaluation: At this stage of self-assessment, the learners have been informed
about the goals and criteria, and they begin to go through a self-evaluation and
judgment process. In this stage, feedback is given to meet the learners’ needs in the
process of evaluation, but the learners react to the given feedback themselves and

adjust their own strategies.

Reflection: In this stage of the self-assessment process, the learners focus on their
existing knowledge and the information that they have learned. In addition, they take
on a new role in creating new goals, and they try to overcome any confusion that
they have. In order to evaluate their own performance, they use reflective activities,

such as checklists.

Aside from the above-mentioned self-assessment strategies, Chappuis (2015) has
also described a wide spectrum of strategies for assessment for learning, as follows.
In this context, AfL rests on three bases: a) where the learners are going, b) where
they are now, and c¢) how they can close the gap. In accordance with these three

bases, the following seven strategies were identified.
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Strategy 1: Provide a clear and understandable vision of the learning target

In the first strategy, learners are informed clearly about the learning targets and the
desired performance, before a particular activity. In this process, the instructor uses
student-friendly language, and a rubric created in student-friendly language. The
focal point is to determine whether the learners can understand the learning goals and

targets.
Strategy 2: Use examples and models of strong and weak work

In this stage, the instructor uses strong and weak models from an anonymous task to
help students to examine what constitutes a strong or a weak model. The instructor
gives examples showing weaknesses and strengths in relation to the problems that
students might generally experience. Students are supposed to analyze these sources
and then form their own judgments. After this process has been completed
successfully, students have been enabled to develop a point of view related to
knowledge and performance.

The first and second strategies described above are related to the first base, indicating

where learners are going in the teaching and learning process.
Strategy 3: Offer regular descriptive feedback during the learning

In this stage of the process, the instructor gives effective feedback to the students,
which helps them to determine their existing level of knowledge in relation to the
desired performance, with a view to bridging the gap in the learning process. Here,
adequate time is given to the students to enable them develop the kind of thinking
which they will need when they engage in self-assessment.

Strategy 4: Teach students to self-assess and set goals for next steps

In the fourth strategy, the teacher instructs the learners about how to self-assess and
set goals in line with learning targets. That is, in this process, the instructor teaches
the students how to perform a self-assessment procedure designed according to
learning goals. Similarly, students learn to form their own feedback. This stage
requires the prior completion of the first three stages (involving intended learning,
identifying strengths and weaknesses, and effective feedback). Students who have

gone through these three stages successfully become self-regulated learners and self-
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assessors. Finally, the teacher aims to understand the effect of self-assessment on

learner achievement.

Strategy 5: Use evidence of student learning needs to determine next steps in

teaching

In this stage, the instructor creates a feedback loop and checks the ongoing
instruction in terms of what students have or have not yet learned. After students
perform a task, further learning needs are determined according to what they have
done. Here, the instructor aims to pinpoint incomplete understanding and
misconceptions. To sum up, the fifth strategy functions as a means to diagnose the

needs in student learning.
Strategy 6: Design focused instruction, followed by practice with feedback

In this strategy, the instructor uses scaffolding to narrow the cycle of the lesson
stemming from the problems and misconceptions determined in the fifth strategy.
That is to say, if the learning target consists of more than one element, the instructor
forms a framework to teach one component at a time and helps students to
understand that the other parts will come together in a later phase of the learning
process. After the completion of the instruction given in line with an area of need,
students are given adequate time to revise their output before assessing and grading it
again.

Strategy 7: Provide opportunities for students to track, reflect on, and share their

learning progress

In this stage, learners engage in self-reflection and share their progress in the
learning process, which enables them to notice their improvement and to deepen their
understanding. In this phase of self-improvement, students raise their awareness and

gain the self-confidence to progress in learning.

The strategies of AfL mentioned above provide a better understanding of learning
goals, and enable learners to recognize their own skills during the assessment process
and to undertake responsibility for improvement of learning (Chappuis, 2005).

2.5.2.5 Portfolio

Portfolio assessment is an alternative form of assessment, in which learners assume

responsibility for and play an active role in creating, analyzing, and appraising their
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own work (Nieto & Henderson, 1994). Keeping a portfolio over a period of time
provides a holistic assessment of the learner’s work and reveals the learner’s
progress towards the goals determined for education (Panitz, 1996). In this sense, the
use of portfolios is a beneficial learning tool for improvement, because it provides
documentation of the learner’s output, motivation, confidence and achievement, and
enables interaction between teacher and learners (Singh & Samad, 2012). Portfolios,
in which learners’ work is collected, may be used in different ways depending upon
the purpose of keeping the portfolio (Pheeney, 1998). Determining the purpose of the
portfolio at the outset enables an instructor to organize many facets of the portfolio.
The main types of portfolio may be classified as: a) best work portfolio, which is
generally known as a display or showcase portfolio and shows the learner’s best
work; and b) growth portfolio, which indicates the learner’s development and growth
in the process (Rolheiser, Bower, & Stevahn, 2000). In a learning process, portfolio
assessment is a crucial learning tool, as it helps learners involve themselves in self-
assessment, take an active role in the teaching and learning process, and create a
dialogue with their peers and instructors (Bahous, 2008). Aside from the traditional
style of portfolio, technological development in education has brought some changes
to the portfolio format. In this context, keeping an e-portfolio improves learners’
self-regulation in language learning, because learners take an active role in every
phase of e-portfolio assessment; control and monitor their improvement in learning;
and, thereby, promote their self-regulation through self-reflection (Yastibas &
Yastibas, 2015).

In conclusion, portfolio use in a classroom setting makes the teaching and learning
process more transparent to the learners. This is because it gives learners the
opportunity to monitor their progress over time and to be a part of the teaching

process.
2.6 Translation

Translation can be defined as to the action of replacing textual material from a source
language with equivalent textual material in a target language (Catford, 1967). To
this end, translation is the process of transferring meaning from one language sign
system to another language sign system, which involves a set of linguistic criteria

(Bassnett, 2002). When translation teaching is considered, two important issues come
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to the fore: ‘‘one is the ‘pure’ issue of the principle of semantic demonstration of
second language items via first language items. The other is the ‘applied’ issue of the

pedagogical applications of the principle’’ (Thomas, 1976, p. 403).

2.6.1 A brief overview on translation theories

Learning translation theories enables a translator to do better, because theories
provide practical benefits when confronting problems and provide the translator with
productive solutions (Pym, 2010). Here, a brief overview of translation theories is

given, including a framework of preliminary principles.

The controversy surrounding Word-for-word (literal) and Sense-for-sense (free)
translation date back to the time of Cicero and, subsequently, of St Jerome. After
Cicero, Horace contributed to translation studies by underlying the importance of
poetics when translating a text into the target language. The western translator St
Jerome used Cicero’s approach to justify his Latin translation of the Christian Bible,
which is known as the Latin Vulgate. Although some scholars have claimed that the
terms word-for-word (literal) and sense-for-sense (free) were misunderstood,
Jerome’s explanation gave these terms their final forms. According to Jerome’s
statement, word for word translation causes an absurd translation because it follows
the form of the ST too closely; whereas, the other approach, sense-for-sense (free),
includes the translation of the sense or content of the ST. Hence, the debate
concerning literal vs. free and form vs. content has its roots in antiquity (Munday,
2016). From another perspective, the current overview of this theory shows that these
two approaches differ from each other. While literal translation (word-for-word) is
based on structural and semantic correspondence and refers to the one-to-one
correspondence of these items in translation, free translation (sense-for-sense) does
not focus on linguistic aspects but, rather, on the functional aspects of language that

emerge in sociology and psychology (Farghal, 2013).

Another prominent view in translation studies before the twentieth century is the
theory of fidelity, spirit and truth expounded by Flora Amos, who claimed that the
meaning given to the terms ‘faithfulness’, ‘accuracy’ and ‘translation’ differed
among early translators. Louis Kelly, who identified a wide range of explanations
given to the above-mentioned terms, has examined the concepts. According to Kelly,

Fidelity came to mean that the faithful interpreter avoids literal translation; Spirit
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refers to the meaning of the creative energy of a text or language; Truth has the sense
of content. In early attempts at producing a systematic theory of translation, Dryden
defined three categories: a) metaphrase, based on literal (word-for-word) translation,
b) paraphrase, based on sense-for-sense (free) translation, c) imitation, based on
adaptation. Dryden recommended paraphrase, not the other two categories
(metaphrase or imitation). In this context, Dolet identified five steps for translators:
a) understanding the original message, b) having perfect knowledge of both SL and
TL, c¢) avoiding literal translation, d) avoiding unusual forms, and e) using eloquent
words to prevent clumsiness (Bassnett, 2002). From another perspective, Tytler
determined three principles of translation and identified a new spectrum for
translation: a) the complete transcription of the ideas in the original work, b)
replicating the stylistic manner of the original work in the target work, and c)
producing a translation involving all the ease of the original work. When compared,
Tytler and Dolet have some similar views about translation; for example, Dolet’s
fifth category and Tytler’s second rule focus on the stylistic form. Schleiermacher
goes beyond the above-mentioned theories and contributes to translation studies by
trying to construct a bond between reader and writer. In contrast to Dryden’s method
of naturalizing, in which a foreign text is restructured in the typical patterns of the
TL, Schleiermacher’s strategy claims that a translation may give the impression of
the original language, and to achieve this, translator must use an alienating and
foreignizing method of translation, which puts emphasis on the relationship between
translator and reader. In this method, the impression that the translator receives from
the ST might be understandable for the reader only given a certain level of education

and a special kind of language (Munday, 2016).

Skopos theory is a functionalist translation theory that was derived from a Greek
word meaning ‘‘purpose’” and put forward by the German translator Hans J.
Vermeer in 1970s. Skopos theory is based on the functionalism of the translation
product in the target text, which is created by a translator whose aim is to dethrone
the source text (Pym, 2010). In this sense, two terms come to the fore in Skopos
theory. The first is the function that a text fulfils, the meaning of which is formed by
the receiver; and the other is intention, which refers to the interaction between sender
and receiver (Jabir, 2006). Function in a translation is not directly related to the

source text itself; rather, it is related to the recipient of the source text, and it involves
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a process in which two significant terms come to the fore (coherence and fidelity).
The coherence rule specifies that the target text should be coherent for the recipients’
comprehension, and the fidelity rule focuses on intertextual coherence emerging
between translation and source text. This is because a text involves an exchange of
information between the culture of the target text and that of the source text
(Schaffner, 1998). The basic principles of a functional translation are: a) the purpose
determines which method or strategy can be used for translation, indicating that there
is not only one method or strategy for translation; b) the purpose is defined by the
relation between client and translator; c¢) achieving the intended purpose refers to
functionality, indicating that the text and its translated form must meet the
receiver’s needs; d) the quality of text functionality is determined by the receiver; e)
a balance should be provided between new and old information, and in this way a
comprehensible text translation can be created; and f) the purpose of translation
determines the procedure in translation (Nord, 2002, 2006).

In conclusion, without ignoring the presence of the source text, Skopos theory
proposes that the source text does not directly affect translation, but that the purpose
and the communication between source and target cultures are key factors for
translation. It deals with the purpose of the source text, not its own original form.

2.6.2 Equivalence theory

Equivalence plays an important role in translation studies, but its definition and
applicability are still open to discussion in the research context. The literature shows
that this theory has been exposed to numerous interpretations and that, thereby, a

variety of contributions have been made to its evolution.

Equivalence can be defined as a relationship between source text and target text, and
it deals with the relations between the parts of these two texts (Baker & Saldanha,
2009; Kenny, 2009). In respect of the evolution of equivalence in translation studies,
the first outstanding figure is Roman Jakobson, who was affected by Saussure’s
language system (Langue and Parole) and his sign system (signifier and signified). In
addition to this, Jakobson focused on Peirce’s sign system and determined three
types of translation: a) intralingual translation, based on a verbal sign system in the
same language, b) interlingual translation, involving a verbal sign system between

source language and target language, and c) intersemiotic translation, focusing on
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the relationship between a verbal sign system and a nonverbal sign system (Munday,
2016). This classification foregrounds the importance of the translator, especially in
interlingual translation. This is because Jakobson’s definition of equivalence asserts
that languages may show differences in terms of grammatical structures and culture,
but that translation between languages is possible due to the role of the translator,
who can give the proper message of the ST in the TT (Panou, 2013).

In early attempts to theorize text translation, the comparative model was at the fore:
“It was static and product-oriented, centered on some kind of relation of
equivalence’’ (Williams & Chesterman, 2002, p. 49). This approach required the
relationship between two texts to be defined in terms of equivalence and
correspondence to prevent a misleading interpretation. In this field, Koller’s
examination of equivalence and correspondence indicates that while correspondence
focuses on the linguistic differences or similarities between two language systems,
equivalence handles the equivalent linguistic features between source text and target
text (Panou, 2013). Koller (1989) explained a wide range of equivalence between
two texts and determined five different types:

Denotative equivalence, which refers to equivalence of content or semantic equivalence;

Connotative equivalence, which focuses on connotations and implies equivalence of

style and register; Text-normative equivalence, which relates to text type usage norms;

Pragmatic equivalence, which concentrates on the reader and refers to equivalence of

effect; and Formal equivalence, which has to do with the formal-aesthetic features of

the text and implies expressive or artistic-aesthetic equivalence (as cited in Arffman,

2010, pp. 39-40).
Another view focuses on intertextuality to form equivalence. Here, the translator
aims to form intertextual relations between the texts, and bases translation on three
types of intertextual relations: a) the relation between a foreign text and other texts,
b) the relation between a foreign text and the translation, based on equivalence, and

c) the relation between the translation and other texts (Venuti, 2009).

The classification of translation might be helpful in understanding the concept of
equivalence between two languages. Catford classifies translation according to
extent, levels, and ranks: a) Full vs. Partial translation is related to extent. Full
translation provides a replacement for all items in the ST with items in the TT.
However, in partial translation, some items from the ST may remain untranslated, so

that a simple transfer of items to the TT might be possible; b) Total vs. Restricted

31



translation is related to levels of language. In total translation, although the
replacement of all levels of ST with TT seems to be possible, only the replacement of
SL grammar and lexis (including phonology and graphology) with those of the TL
can involve translation. This involvement is not considered as equivalent between SL
and TL. This is because total translation is a misleading concept, and no translation
occurs in this frame. In restricted translation, the items of the ST are replaced with
those of the TT at only one level (phonological or graphological level), or at two
levels (grammar and lexis); ¢) Rank of translation, rank-bound translation and
unbounded translation are different from each other in terms of the grammatical or
phonological rank that provides equivalence in translation. Catford relates these
concepts with the well-known terms: free translation is unbounded, Word-for-word
translation is rank-bound, and literal translation remains between these two
concepts, because it might begin with a word-for-word translation, but it may
continue along the principles of free translation (Catford, 1965). In the light of this
classification of translation, Catford asserts that textual equivalence and formal
correspondence seem to be different from each other, because formal correspondence
is related to langue, whereas textual equivalence is related to parole. However,
formal correspondence emerges when the position of a target language category
functions as the same category in the source language; and in such a function, formal
correspondence provides textual equivalence (Fawcett, 1997). To put it differently,
Catford’s (1965) identification of equivalence shows that the basic concept in textual
equivalence is that, although the items of the SL and the TL rarely have the same
linguistic meaning, they can have similar functions in the same case. To set up a

sentence-rank, these items must be used interchangeably.

Likewise, Eugene Nida bases equivalence theory on two dimensions: formal
equivalence, focusing on formal functions, and dynamic equivalence, activating
similar cultural functions between two languages (Pym, 2010). Nida puts emphasis
on the importance of dynamic equivalence rather than formal correspondence,
because translation should focus on the response of the receptor, not on the form of
the message. In addition to this, Nida stresses the multifunctional facet of translation
in terms of communication, and identifies three translational models in dynamic
equivalence. These are: a) analysis into kernels (which transforms ambiguous and

complex phrases into simple structures and kernels), b) kernel-kernel transfer (which
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provides the translation of kernels from source language to target language), c)
restructuring into surface structure (which deals with the synthesis of kernels, near-
kernels and other elements) (Kim, 2015).

Similarly, Newmark contributes to equivalence theory by replacing Nida’s formal
and dynamic equivalence with semantic and communicative translation. In this
respect, while the focal point in semantic translation is the meaning, that of
communicative translation is effect. That is, semantic translation deals with the
source text, while the aim of communicative translation is to handle the needs of
addressee (Panou, 2013). In Newmark’s new terms, communicative translation is
similar to dynamic equivalence, and semantic translation functions like formal

equivalence (Munday, 2016).

House (1977), who regards equivalence as a core concept in the quality of
translation, has put forward a view proposing a distinction between two translation
models called overt and covert translation. ‘‘In overt translation the original is tied in
a specific manner to the source language community and its culture’” (p. 106).
However, when the original ST is translated into the TT, the covert translation gives
“‘the status of an original ST in the target culture’” (p. 107). The basic concept in
translation is to preserve the semantic, pragmatic and textual meaning when it is
conveyed from one language to another one; and so, in translation, a SL text is
replaced by a semantically and pragmatically equivalent text in the TL. In addition to
this, House (2015) considers equivalence to be an essential criterion of translation
quality and claims that an adequate translation text is based on semantic and
pragmatic equivalence, which provides functional equivalence between source text

and target text.

Baker’s (1992) contribution to the evolution of equivalence theory spans a wide
spectrum and explains equivalence in translation from five perspectives: equivalence
at word level, equivalence above word level, grammatical equivalence, textual

equivalence, and pragmatic equivalence.

Equivalence at word level: The main issue is the failure of a word to give the same
meaning in the TL. It is possible that there may be no direct correspondence between
words or meanings in the languages. Thus, there may be key factors, related to the

lack of a word or elements of meaning, which cause non-equivalence during
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translation from SL to TL. At word level, a deep analysis of lexical meaning is made
and then categorized as propositional meaning, expressive meaning, presupposed
meaning, and evoked meaning. In this framework, Baker identifies some common
barriers affecting the dimension of non-equivalence. These are related to culture-
specific concepts, language concepts of the SL that are not lexicalized in the TL, the
complexity of the SL concept in terms of semantics, distinctions in meaning between
SL and TL, the lack of a superordinate or hyponym in the TL, and the use of loan
words in the SL. Baker suggests some strategies to overcome problems in translation

that stem from these types of non-equivalence.

Equivalence above word level: Here, Baker deals with the use of a word with another
word to form meaning, because words gain sense when they are used together with
other words. Here, Baker stresses the importance of lexical patterning. As
equivalence above word level is related to the combination of words with each other,
equivalence between the SL and TL is analyzed in terms of two dimensions of

lexical pattern: a) collocations, and b) idioms and fixed expressions.

Grammatical equivalence: Baker puts forward the view that the problem occurring
during translation is related to the fact that all languages have different grammatical
systems and that this variety between grammatical systems can change the message
intended to be conveyed from SL to TL. Given Baker’s view of equivalence, it may
be concluded that the lexical pattern of a language is not the only key factor affecting
the way we translate, but that the grammatical system of a language also plays an
important role in providing equivalence in translation. Baker bases grammatical
equivalence on two dimensions: morphology and syntax. Morphological equivalence
involves the structural forms of words (e.g. plural or singular forms). Syntactical
equivalence focuses on the linear sequences of clauses (i.e., grammatical structures
of sentences). Baker claims that different grammatical structures between the SL and
TL can cause some changes while conveying the message from SL to TL, and that a
translator might encounter some obstacles because of the differences between the
two languages, which are related to number, gender, person, voice, and tense and

aspect.

Textual equivalence: According to Baker (1992), ‘‘the linear arrangement of
linguistic elements plays a role in organizing messages at text level’” (p. 119). Under

this heading, Baker analyzes textual equivalence in terms of thematic structure
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(involving theme and rheme) and information structure (which involves contextual

features), and presents a detailed account of Halliday and Hasan’s approach.
Cohesion: Halliday and Hasan’s Model

This model approaches the concept of cohesion from a semantic perspective, because
it is mainly based on the idea that cohesion is related to the meaning in the text and
occurs as a result of rendering. In this framework, the model presents the cohesive
elements of English, which are categorized as reference, substitution, ellipsis,

conjunction, and lexical cohesion (Baker, 1992; Halliday & Hasan, 1976).

Reference: Reference is used in semantics to show the relationship between a word
and what it refers to in the real world. According to Halliday and Hasan, every
language has certain items which gain meaning with their referents and renderings;
and in English, these kinds of item are seen in the use of ‘personals, demonstratives,
and comparatives’. In this context, there are two kinds of reference: endophoric
reference, which is text-based reference and exophoric reference, which is situational
and context-based reference, as it gains meaning through the rendering of the

context.

Substitution and Ellipsis: Other cohesive links are substitution and ellipsis, which are
grammatical, not semantic like reference. While substitution occurs when an item is
used in the place of another item, ellipsis shows the omission of an item.
Nevertheless, the ellipted item is understood, even though it is not stated. In this
framework, there are three types of substitution and ellipsis: nominal, verbal, and

clausal forms.

Conjunction: Conjunctions are formal markers which are used to ‘‘relate what is
about to be said to what has been said before’” (Baker, 1992, p. 190). Halliday and
Hasan classified the types of conjunctions as additive, adversative, causal, and

temporal.

Lexical Cohesion: Lexical cohesion plays a role in the choice of vocabulary to
organize a cohesive relation in a text. Lexical cohesion is categorized in two
dimensions: a) reiteration and b) collocation. In reiteration, the lexical item is
reiterated and the reiterated item is the repetition of the previous item (i.e., a

synonym, near-synonym, a superordinate, or a general word). Collocation is a sub-
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class element in lexical cohesion and it involves the association of lexical items in a

language.

Pragmatic equivalence: Pragmatics refers to the study of language in terms of use
and meaning. In this form of equivalence, two issues come to the fore: coherence and
implicature. According to Baker (1992); ‘‘Coherence is a network of relations which
organize and create a text’” (p. 218), and coherence in a text is related to the
interaction between the knowledge in the text and that of the reader. Implicature is

related to the interpretation of an utterance and its maxims.

Finally, Pym (2010) claims that, in equivalence theory, in showing the relationship
between the source text and the target text in terms of form and function, languages
are not assumed to be the same, only the values in languages can be the same. Pym
has contributed to equivalence theory by distinguishing between two terms (natural
equivalence and directional equivalence). Natural equivalence is assumed to occur
between languages or cultures before the act of translating and it is not affected by
directionality. Directional equivalence is based on an asymmetric relation proposing
that the equivalence created one way is not the same as the equivalence created
another way. Hence, the translator can choose one of several strategies that are not
dictated by the ST.

To sum up, the literature has shown that the evolution of equivalence theory in
translation has taken a long path so far. Jakobson bases equivalence on Saussure and
Peirce’s sign systems. Koller’s contribution gives five types of equivalence.
Catford’s contribution is the classification of translation in terms of extent, levels,
and ranks. Nida focuses on formal equivalence and dynamic equivalence. Accepting
Nida’s point of view in equivalence, Newmark has produced the two new terms
semantic and communicative translation. House puts forward two key elements: overt
and covert translation. Baker deals with equivalence in translation in terms of five
key points and extends the theory over a wide spectrum. As equivalence theory has
continued to evolve, new concepts have determined the route of equivalence in
translation. Over the course of time, these new concepts have added new aspects to

the theory and enriched its content.
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2.6.3 Use of equivalence theory in translation classes

In an EFL classroom setting, translation from the source text into the target text
requires several actions to be taken. A text can be defined as a ‘‘semantic unit: a unit
not of form but of meaning”’ (Halliday & Hasan, 1976, p. 2). According to Baker
(1992), a good translator should follow certain steps during the translation of a text:
a) reading the text and then understanding the gist of the message within the text, and
b) translation of the text according the norms of the target language. In addition,
Yazic1 (2007) emphasizes the importance of the linguistic and cultural information of
both the source language and the target language, and she asserts that a translator
should acquire this information, because the existence of this information is the first
step in starting the translation process. In the light of this, it can be concluded that an
acceptable translation between source text and target text requires a balance to be
struck between the linguistic and cultural norms of both the source language and the

target language.

A translation attempt based on a translation strategy firstly involves source text
analysis, and secondly, it involves textual analysis in terms of stylistic and syntactic
features (Williams & Chesterman, 2002). Taking the reading of the text as the
starting point, Petrocchi (2014) determined seven steps which may be beneficial in
the translation and interpretation of a text. The first step involves a preliminary
research phase, in which an in-depth analysis of the subject matter of the text is
performed; the second step involves an analytical phase to make the source text
comprehensible; the third step focuses on the interpretation and assimilation of the
source text; the fourth step is a denotative phase, in which the source text is
translated into the target language; the fifth step involves the phase of re-constructing
the translation product in the target language; the sixth step is related to the final
feedback, based on the interpretation and translation of the text from target language
to source language; and the last step is a re-reading phase to check the validity of the

information as transferred from source text to target text.

The main purpose of the whole of the process mentioned above, as of the
implementation of the principles of formative assessment in a translation class, is to
identify existing errors and to find solutions to minimize the rate of error. Within this
framework, while analyzing errors, it is noted that certain errors are related to the

source text: ‘‘opposite sense, wrong sense, nonsense, addition and suppression,’’
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while others are related to the target text: ‘‘spelling, vocabulary, syntax, coherence
and cohesion’’ (Martinez Melis & Hurtado Albir, 2001, p. 281). To overcome such
errors while translating a text from a source language to a target language, the correct

equivalence between the two languages should be provided.

2.6.4 Translation teaching process

In teaching translation, especially at academic level, the translation teaching process
can be based on two research dimensions: product-oriented research and process-
oriented research. While product-oriented research basically focuses on the quality
of translation, which is related to the degree of equivalence achieved between SL and
TL, process-oriented research has its theoretical ground in translation pedagogy, as
it deals with cognitive, psycholinguistic, and organizational aspects, and as it focuses
on how translator trainers improve trainees’ competence in translation. In this
context, two key terms should be taken into consideration during the process of
translation. These refer to micro level and macro level achievements. Whereas micro
level focuses on linguistic equivalence between SL and TL, macro level is related not
only to linguistic equivalence, but also to other factors affecting the quality of
translation, such as cultural, social and historical features. From this aspect, the
overall aim of the process of translation teaching is to improve learners’ competence.
This is because the definition of the term competence overtly refers to the knowledge
that enables a translator to be able to perform translation between two languages,
namely to gain linguistic competence (Palumbo, 2009). To sum up, one can conclude
that learning targets in a translation teaching process can be achieved through a
process-oriented teaching method that involves objectives determined at both micro

and macro levels.

2.6.5 Assessment in translation classes

As regards assessment in translation, the tasks or the texts must be selected well so
that the learners’ performance during translation between source text and target text
may be evaluated correctly. This is because different skills and competences are
necessary for different types of translation tasks, as the texts to be translated involve
specific terminology and require background knowledge related to that content
(Coban, 2015). There are three types of assessment in translation classes. These are

formative assessment, based on evaluation during the teaching process; summative
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assessment, based on evaluation at the end of a teaching process; and ipsative
assessment, mainly based on the evaluation of current performance against previous
performance (Sawyer, 2004). While evaluating a learner’s performance in a
translation class, the focal point in assessment is formative assessment and how it is
based on translation teaching. This is because assessment procedure involves a
critical process, and the selected assessment type may or may not be sufficient to

appraise what is taught (Chappuis, 2014).

Martinez Melis and Hurtado Albir (2001) have supplied some basic guidelines to
enable translation to be assessed objectively. First, the assessor must define
assessment criteria related to the learning targets; the learners must be informed
about these criteria; and the purpose of assessment must be defined. Second, the way
the assessment will be performed must be determined. The following three basic
types of assessment are available to translation assessors and involve different levels
of objectivity: a) Intuitive assessment, commonly used for the criticism of published
translations, is a subjective and impression-based form of assessment; b) Partial
assessment is a limited form of translation assessment which does not set out to
evaluate every single difficulty encountered or effective solution found in a
translation as a whole; c) Reasoned assessment uses scales based on objective and
reliable criteria to define errors in translation. Finally, in the light of the above, four
recommendations are made by the authors: the use of objective criteria to define the
types of error; the use of functionalist criteria to determine the importance of the
error; giving credit for good solutions found in the translation process; taking a

flexible approach to assessment.

Another approach to assessment was developed by Hurtado (1995), who classified
three different kinds of translation error: a) Inappropriate interpretation, affecting the
source text in terms of understanding (i.e., addition, omission, loss of meaning); b)
Inappropriate interpretation, affecting the target language in terms of expression (i.e.,
spelling, grammar, lexical items); c¢) Inadequate interpretation, affecting the
transmission of the primary or secondary function of the source text (as cited in
Waddington, 2001).

Finally, in the light of the above, formative assessment can be seen to offer a wide

spectrum of approaches to measuring learners’ performance in translation classes. In
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the learning process, the principal goal of formative assessment is to provide an
ongoing process of assessment through feedback, self- and peer-assessment.

2.7 Review of Related Studies in the Research Context

In higher education, four types of assessment tasks are proposed. These are
diagnostic, formative, integrative and summative tasks (Crisp, 2012). In this respect,
in order to construct an academic background to the present study, in line with the
relevant research context, this section gives a retrospective review of studies
conducted on self-assessment using a formative technique, and highlights the
pedagogical implications derived from the results and findings of the said studies.
The review centers on two main issues: a) the use of self-assessment strategies in a
classroom setting, and their implications for and effects upon foreign language
learning, and b) translation teaching embedded with self-assessment strategies using

a formative technique.

To begin with, the value of self-assessment and of teaching translation can be
understood from instructors and learners’ points of view; that is, from their beliefs
about, perceptions of, and attitudes towards this issue. In this context, a considerable
number of studies in the literature have indicated that both teachers and learners have
a positive perception of the benefits of self-assessment and of teaching translation
technique in the teaching and learning process. Liao (2006) conducted a study that
focused on the role of translation. It investigated this issue in terms of Taiwanese
college students’ beliefs about the role of translation in an EFL context. The study
revealed that, in spite of some conflicting beliefs stemming from learners’ different
understanding of the use of translation, most of the participants had positive beliefs
concerning the use of translation in English teaching, and that their beliefs affected
the way they selected their translation strategies. The significant result in the study
was that students declared that translation played an effective role in their learning,
especially in terms of the production of better English, acquisition of English
language skills, and the completion of tasks. Panadero, Brown and Courtney (2014)
conducted another study to investigate teachers’ beliefs about and attitudes towards
student self-assessment. The study, which used a survey research design, with a wide
range of participants from primary school to university education, revealed that the

majority of teachers had positive beliefs about and attitudes towards the use of self-
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assessment strategy in their own courses. A similar study, which was based on an
online survey, showed that peer and self-assessment were beneficial through
effective feedback, a supportive learning milieu, and student collaboration; and it
pointed out that such an assessment type enhanced students’ feeling of responsibility
for their learning (Ndoye, 2017). In line with above-mentioned studies, another
similar study, using a quantitative research design involving participants in pre-
university education, investigated the effect of a self-assessment process and the
students’ perceptions of the use of self-assessment strategy. The results of the study
showed that the participants’ perceived self-assessment as an effective learning tool
and that the process of self-assessment improved students’ metacognitive behaviors
and awareness; but that they believed that self-assessment was not yet present at a

satisfying level in the classroom (Shatri & Zabeli, 2018).

The first main issue is about how to implement the process of self-assessment,
including how it will develop or affect learners’ skills during the assessment process.
The relevant studies, as well as highlighting teachers’ and learners’ positive
perceptions, have dealt with the practical implications of self-assessment strategies
and with the obstacles that might appear during AfL. Student self-assessment must
not be regarded only as an assessment type; rather, it must be regarded as a step
towards student self-regulation and academic performance (Brown & Harris, 2014).
In examining the general implications of self-assessment, a study by Schuessler
(2010) explained how it affected the assessment process. The study, which involved
nine instructors and seventeen of their students taking part in focus group interviews,
was built around the learning process rather than grading, and it attempted to explore
the motivations for, barriers to and design implications of self-assessment. The
findings of the study showed that the self-assessment process was effective in raising
learners’ motivation, despite some concerns about student judgment in terms of
reliability. The authors suggested that formative feedback, increased dialogue and
enhanced reflection could be useful in overcoming the difficulties in the process.
Another striking finding of the study was that learners practicing self-assessment

became better at feedback, forming criteria and grading.

Another positive factor of self-assessment, when it is used together with translation
technique, is that it improves learners’ vocabulary knowledge as they actively engage

in the process. In respect of translation technique, a case study by Wan-a-rom (2010),
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which investigated the impact of self-assessment on vocabulary knowledge,
indicated that translation technique was crucial in helping learners to comprehend the
meanings of the words and sentences in a text. Another study by Mican and Medina
(2017), which used a mixed-method research design, examined the impact of the
self-assessment of vocabulary competence upon learners’ oral fluency. The study
revealed that the involvement of the learners in the assessment process enabled them
to become aware of their strengths and to monitor their own improvement, because
they undertook responsibility for judgment. The most striking finding of the study
was that goal setting was a crucial factor in the involvement of learners in the self-
assessment process. In short, the study showed that there was a significant

relationship between self-assessment and oral performance.

In conclusion, although the implementation of self-assessment might be regarded as
a difficult process for instructors, in fact a simple process can help them construct a
learning environment for self-assessment. A study conducted by El-Koumy (2010)
illustrated how a self-assessment process might be implemented. The study was
based on two experimental studies in higher education. While the first study
examined the impact of student self-assessment with no assessment of achievement
or academic thinking, the second study compared the impact of student and teacher
assessment with that of self-assessment alone, on the basis of the same dependent
variables examined in the first study. Based on the results and the findings gathered
from these two studies, the following guideline for phased self-assessment was

offered:

a) Self-assessment awareness-raising: Students are informed about the purpose,
technique, benefits of and barriers to self-assessment.

b) Guided self-assessment practice: Students implement self-assessment
strategies in line with teacher feedback.

c) Independent self-assessment: Students assess their own work independently.

One of the issues surrounding self-assessment is related to accuracy. In this regard,
Leahy, Lyon, Thompson and Wiliam (2005) claimed that student self-assessment
generally resulted in accuracy and that it enabled students to understand the material
from a different perspective. Likewise, a quasi-experimental study conducted by
Thawabieh (2017) supported the idea of accuracy in student self-assessment. The

study, involving university students, compared the students’ self-assessment with
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their teachers’ assessment of them. The study found that the students could self-
assess accurately, if they were informed about assessment criteria, if they were
trained in how to conduct an assessment procedure, and if they were given feedback
in the process. The study also indicated that the students’ involvement in the
assessment process made them feel self-confident, successful and satisfied with the
scores. The findings of another study, conducted by McKevit (2016), were similar to
those of the previous studies, as they confirmed the accuracy of student self-
assessment. The study, based on a mixed method approach, indicated that teacher
feedback and the use of a rubric containing assessment criteria were effective in
improving the students’ assessment of their own performance, and that teachers
should be conscious of the process of assessment in order to improve students’

performance and to develop their capacity as assessors in the process.

In the same context, it is clear that determining the criteria for assessment affects the
quality of the self-assessment process. A study by Andrade and Du (2007) examined
the impact of criteria-referenced self-assessment on undergraduate learners’
experiences. In the study, fourteen participants, who took a course involving self-
assessment strategy, were interviewed in a focus group. The findings of the study
indicated that the learners had positive attitudes towards self-assessment, and that
self-assessment strategy contributed to the learning process and promoted
motivation, quality of work, and the involvement of the learners in the assessment
process. Another critical finding of the study was that the self-assessment process
was complex, in terms of internalization and self-regulation. Likewise, a study by
Brantmeier, Vanderplank, and Strube (2012) aimed to monitor the impact of
criterion-referenced self-assessment instruments on students’ improvement in
language learning in a university context. The study revealed that criterion-
referenced self-assessment differed from a traditional testing style as it provided a
low-stakes assessment, and enabled the learners to get to know their weaknesses and

strengths in the process of assessment.

Another issue is related to how the self-assessment process affects other skills. Over
the past decade, much of the literature has indicated a strong relationship between
self-assessment and other skills such as self-reflection, self-regulation and self-
efficacy, and metacognition, especially in using formative assessment. In this

research context, an experimental study, conducted by Kostonsa, van Gog, and Paas

43



(2012), revealed that self-assessment contributed to self-regulated learning, and that
training in task-selection skills promoted self-regulated learning. A similar study,
conducted by Panadero and Alonso-Tapia (2013), contributed to the view mentioned
above by highlighting the important relationship between self-assessment and self-
regulation in terms of improvement of learning. Similarly, Panadero and Jonsson
(2013) conducted qualitative research that aimed to investigate the use of rubrics in a
formative technique. In the research, 21 studies on the use of rubrics were reviewed
using content analysis, and the general findings attained from the studies showed that
the use of rubrics was a crucial tool in student learning. In addition, a general finding
of the research was that by enabling learners to plan and to review their work, the use

of rubrics supported their self-regulation and improved learning.

With regard to the relationship between self-regulation and self-efficacy, Clark
(2012) claimed that self-regulated learners had a sense of self-efficacy that
contributed to an effective study habit, which enabled them to plan and monitor time,
become productive, and engage in an effective use of social resources. A meta-
analytical study, by Panadero, Jonsson and Botella (2017), supported the idea
mentioned above and emphasized the positive impact of self-assessment
interventions on self-regulation and self-efficacy. Unlike the other studies discussed
above, this study showed that gender and self-monitoring had more impact on self-
efficacy than other components of self-assessment. Another experimental study, by
Baleghizadeh and Masoun (2013), focused on the effect of self-assessment on
students’ self-efficacy in foreign language teaching. The study pointed out that the
use of self-assessment in a formative technique promoted learning over time and
facilitated communication between instructors and learners. A similar study, by
Panadero and Romero (2014), widened the scope of context, by investigating the
impact of self-assessment on the improvement of self-regulation, performance and
self-efficacy. In the study, in which pre-service teachers took part and a quasi-
experimental research design was used, two groups were formed to examine the
impact of performing self-assessment with a rubric and without a rubric; one group
used a rubric, while the other did not. The study revealed that the use of rubrics in the
self-assessment process enhanced self-regulation, improved the participants’
performance, and increased the level of accuracy of the self-assessment process, in

contrast to traditional approaches to self-assessment.
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In this context, a qualitative study examining the relationship between self-
assessment and self-reflection, carried out by Swaran Singh and Abdul Samad
(2013), indicated that self-assessment and the self-reflection of students were useful
for teachers in improving instruction; and, specifically, that the use of a portfolio was
an alternative assessment type that helped to improve instruction because, by
constructing dialogue between the learners and their teacher for the improvement of
instruction, it raised learners’ confidence, motivation and achievement. In addition,
Pastore’s (2017) study, based on a review of the literature, highlighted the use of
self-assessment strategies in higher education from three perspectives: reflection,
metacognition and self-regulation, which are regarded as fundamental to learners’

improvement in assessment.

The second main issue in the present study is related to translation teaching and the
common problems that emerge during translation lessons in which self-assessment
strategies are used. A review of the literature in this context highlights the possible
barriers in the process of translation teaching and assessment. Wakim (2010)
conducted one of the studies in this research context, focusing on the
psycholinguistic and cognitive aspects of translation by creating a learner-centered
assessment. The study aimed to develop an assessment tool to identify the difficulties
that learners faced while translating from Arabic into English. Its findings
highlighted the importance of using a collaborative approach to achieve translation
competence, and the need for the active participation of learners in self-assessment.
Another study conducted by Alfayyadh (2016) investigated how feedback culture is
used in context of translator education programs. The study was designed as a
qualitative multi-case study, one in Saudi Arabia and the other in United States. The
results and findings of the study indicated that the participants in these two groups
differed in terms of their perception and practice of feedback, and that an effective
feedback culture must be designed in order to keep the feedback loop ongoing and

active.

The other studies conducted in the research context have focused on a broad
spectrum of the factors affecting translation quality. In a study involving adult
learners studying French at university, Milcu (2012) examined the impact of
assessment and self-assessment techniques on simultaneous interpretation. The

results of the study indicated that linguistic, cognitive, social and emotional factors
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made the assessment process difficult, and that the linguistic analysis alone of an
interpretation activity was not adequate in constructing a pragmatic model of
assessment or self-assessment. Similarly, a case study conducted by Karoly (2014)
focused on students’ translation and communicative competence within a
functionalist framework. In the study, two main approaches were adopted: a) a
linguistic analysis of texts to identify the problems related to translation, b) semi-
structured interviews to explore students’ difficulties while translating the source
text. The study revealed that the functional approach made the translation process
between text and context easy and transparent, and it established that the general
problems that learners faced were related to the level of register causing the problems
in translation process and to individual difficulties stemming from social and cultural
differences between the source text and target text. Another corresponding study by
Yousofi (2014) investigated the common problems that novice English translators
faced while translating a text from English to Persian, or vice versa. The study
highlighted three problem areas: linguistic problems, emerging because of lexical
and structural features; cultural problems, stemming from religious, social and
political terms or expressions; and stylistic difficulties, as most of the participants did
not consider the stylistic differences between the source and target texts. In the same
way, a study conducted by Rafieyan (2016) investigated the relationship between
national cultural distance and translation quality. In the study, in which
undergraduate students of English translation from German and Korean universities
were compared in terms of translation quality, it was found that cultural distance was
a key factor affecting the quality of translation of culture-bound texts. The German
students, whose culture was closer to that of Britons, were found to produce a higher
standard of translation of culture-bound texts than the Korean students who were

culturally distant to Britons.

To sum up, there is general consensus, in the current literature on translation teaching
and assessment for learning, that assessment for learning makes an important
contribution to the teaching and learning process, in terms of gaining certain skills
and in the acquisition of language. Another general claim is that, among the factors
that affect the quality of translation and assessment, it is not only linguistic features
that are relevant, but also the cultural similarities and differences between source text

and target text.
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3. METHODOLOGY
3.1 Introduction

The present Ph.D. dissertation aimed to explore how to implement seven strategies of
AfL within a framework of formative assessment, in translation classes in a
university context, and, thereby, to enable learners to explore their strengths and
weaknesses through formative assessment strategies in translation classes. To
achieve the goals determined for the study, the research design took the form of a
case study, in which the data were collected quantitatively and qualitatively, and in
which the process of the study was carried out from a constructivist point of view. In
terms of translation pedagogy, the research was based on a framework of process-
oriented research, focusing on the training of new translators and on their
improvement in the translation training process (Palumbo, 2009). To ensure the
validity and reliability of the present thesis, the study was conducted in two

consecutive phases: a pilot study and, thereafter, the main study.
3.2 Theoretical framework

3.2.1 Research design

In the literature, the research design of a study is based on the process of data
collection, the instruments to be used, and the sampling method. In a study, the data
collection procedure is provided by either a positivist method that uses a deductive
approach to test a theory or an interpretive method that uses an inductive approach to
build a theory. While positivist research uses quantitative data intensively,
interpretive research relies heavily on qualitative data. Each type may sometimes
benefit from both quantitative and qualitative data. On the other hand, a mixed-
method research design is proposed when both quantitative and qualitative data are
required (Bhattacherjee, 2012).
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3.2.2 Quantitative and qualitative approaches

Quantitative research is used to examine the relationship among the variables
statistically and it is based on experimental and non-experimental research designs.
Qualitative research aims to use a broad explanation for behaviour and attitudes, and
might be completed by variables, constructs, and hypotheses. Qualitative research is
a mode of interpretative inquiry and uses a holistic approach, in which a problem or
an issue is examined from various perspectives and in terms of various factors. In
qualitative research, the data for the study are collected within its natural setting; and
the researcher uses a theoretical lens, which is based on advocacy perspectives that
generate the types of research question, and the data collection and data analysis
procedures. The researcher implements the inductive process in five steps. In the first
step, the researcher collects the data. In the second step, the researcher poses open-
ended questions to the participants or records field notes. In the third step, the
researcher analyses the data to form terms or categories. In the fourth step, the
researcher attempts to find broad patterns, generalizations, or theories from themes or
categories. Finally, the researcher places the generalizations or theories into the

literature, and the data are interpreted (Bhattacherjee, 2012; Creswell, 2009).

3.2.3 Case study

Case study research is a method that intensively examines a phenomenon over time
in its natural setting, and that may be employed either in a positivist manner for
theory testing, or in an interpretive manner for theory building. Apart from several
limitations, such as lack of experimental control and weak internal validity of
inferences, case study is a powerful research design as it enables a broad and
contextualized interpretation of a phenomenon within its natural setting. Case study
is naturally interpretive; and so, it is based on an inductive technique, in which it
starts from the more specific case site, and then spreads to a more general one to
build a new theory or to expand the existing one. In implementing a case study, the
following procedure may be applied. In the first step, theoretical and practical
research questions related to the study are defined. This is followed by the
formulation of some intuitive expectations regarding how the research questions in
the study may be answered, or by the identification of some initial constructs to

guide the study. The second step involves the selection of a case site, by means of
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theoretical sampling, not random sampling. In the third step, instruments and
protocols are formed. As the data in a research study are collected through
interviews, an interview protocol is created, including the questions that will be used
with the sample. The mode of questioning may take one of three forms: open-ended
(unstructured), closed-ended (structured), or a mix of both of them (semi-structured).
After this process, the interview respondents are selected. The fourth step involves
the data collection process, which begins after the above-mentioned procedures have
been completed. Recording the interviews, with the interviewees’ consent, and taking
notes during the interview process are useful, both in the subsequent transcription of
the interviews and in the analysis of the collected data. In the fifth step, the collected
data are analyzed in two different stages. The first of these is within-case analysis, in
which the concepts and patterns that emerge at each individual case site are
examined, assisted by techniques such as coding strategy, involving coding, axial
coding, and selective coding. If the study involves multi-site case research, a second
stage of data analysis known as cross-case analysis is required, in which the
researcher attempts to explore similar concepts and patterns emerging from different
case sites. The final step covers the stage of building and testing hypotheses, which
focuses on emergent concepts and themes, the generalizability of these concepts and
themes, and the construction of hypotheses (Bhattacherjee, 2012).

3.3 Research Design of the Present Study

This doctoral thesis was conducted according to a framework based on mixed
methods approach, a case research design, an interpretive method, and a
constructivist worldview. In the light of this theoretical framework, the following

sections explain how the process of the study was conducted.

3.3.1 Procedure

This study involved the fall and spring semesters of the 2018-2019 academic year,
and was carried out with the first and second grades of a Department of Translation
and Interpretation, in which English is taught as a foreign language and in which the
translation lesson from English to Turkish is given in both grades. The process of the
study was divided into two phases. The first phase involved a pilot study, conducted
in the first semester, and the second phase involved the main study, carried out in the

second semester. Before the study, the necessary permissions related to the study
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were received from both the faculty of the university in which it was conducted and

the Institute of Social Sciences of Istanbul Aydin University (see Appendices N, O,

P, Q).

3.3.2 Pilot study

The pilot study was conducted with the second grade of the Department of
Translation and Interpretation. Here, the researcher aimed to use all the materials and
data collection tools that would be employed in the main study, scheduled to take
place in the second semester of the academic year. The researcher completed the
process of the pilot study in four weeks. In this process, an analytical rubric, a
holistic rubric, an evaluation questionnaire, interview protocols, observation forms
prepared by the researcher himself, and the informative texts to be used in translation
classes, were used in a classroom setting with the students who took part in the pilot
study. By doing so, the researcher aimed to obtain usable forms of the materials and
the data collection tools before the main study. During the whole process of the pilot
study, the materials and data collection tools that the researcher had developed to use
in the main study were checked with the input of experts in the research field; and
thereafter, they were used. Here again, the rationale of the pilot study was that it
played the role of a filter to identify any shortcomings and to overcome any
limitations which had not been anticipated beforehand. As such, the pilot study was

the first step in overcoming any deficiencies related to the study.

3.3.2.1 Translation class evaluation questionnaire

In the present study, a Translation Class Evaluation Questionnaire, which was
developed by the researcher, was used. An evaluation questionnaire serves to show
the purpose and utility of a course and the focal point of the teaching, and to provide
an evaluation of the process from the learners’ points of view (Edstrom, 2008). A
literature review reveals that course evaluation questionnaires generally focus on the
following triad: a) teaching process, b) learners’ roles, and c) instructor’s role
(Cassel, 1971; Clifton, 1978; Feldman, 1976). In the current study, the researcher
developed an evaluation questionnaire which was used to elicit students’ opinions
about the process, in which self-assessment strategies were used intensively. This
Likert type questionnaire consisted of short and clear statements expressed in

student-friendly language which were used to elicit degrees of agreement, ranging

50



through Strongly Disagree, Disagree, No Idea, Agree, to Strongly Agree, scored on a
1 to 5 point scale. While the positive statements were given scores ranging from 1
(Strongly Disagree) to 5 (Strongly Agree), the negative statements were given the
scores from 5 (Strongly Disagree) to 1 (Strongly Agree). The design of the
questionnaire was organized following Oppenheim (1992). The original form of the

questionnaire was formed according to the following dimensions:

a) Student’s attitude towards the teacher’s teaching method: The first section in the
questionnaire puts an emphasis on the students’ general positive and negative

attitudes towards the teaching process embedded with AfL strategies.

b) Student’s attitude towards his/her role as an assessor: This refers to the students’
general positive and negative attitudes towards the self-assessment process, in which

they undertake an assessor role.

c) Student’s attitude towards the content of the translation classes: This dimension
refers to learner’s general positive and negative attitudes towards the translation

classes.

After determining the dimensions and the items of the questionnaire, an expert’s
opinion about the items was taken; and then an instructor who was a native speaker
proofread the items. In the second phase, the following steps were used to ensure the

reliability and validity of the questionnaire:

To provide reliability, the questionnaire was administered in the Department of
Translation and Interpretation (Grades 3 and 4); and the Department of English
Language and Literature (Grades 1, 2, 3, 4), which caused no limitation, as the
learners in these departments had a background in translation lessons from English to
Turkish. Subsequently, the questionnaire was administered in the phase of the pilot
study. The data gathered from the two departments were computed and factor
analysis was performed to determine the internal reliability and consistency of the
items in the questionnaire. Here, two analyses were conducted: the value of
Cronbach’s alpha was calculated to assess internal consistency, and factor analysis
was performed to determine the variables. This approach was taken because
reliability in questionnaire design may be proved by the Cronbach’s alpha value and
the factor analysis of items (Kember & Leung, 2008). In factor analysis, the

Cronbach’s alpha value is evaluated, and for internal reliability it must lie between
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the values 0 and 1. If the value of each item is above .40 and the total value is over
.70, this shows that a questionnaire is reliable (Hinkin, 1998).

In the light of the research context and the literature review mentioned above, the
original form of the questionnaire was designed with 35 items. During the pilot
study, 361 students voluntarily completed the initial form of the 35-item
questionnaire. After piloting the questionnaire, the factor analysis showed that 11 of
35 items were unequally loaded into different factors and remained below the value
of .50. Hence, these items were removed from the questionnaire, as a value above .50
was accepted as valid for the factor analysis in the study (see Appendix H); and so
the questionnaire was reduced to 24 items. Then, computation of the value of
Cronbach's alpha and factor analysis were performed again in respect of these 24
items. In this analysis, the Kaiser-Meyer-Olkin Measure of Sampling Adequacy was
found to be .865, indicating that the questionnaire could be analysed in terms of the
factors. After this analysis, the Cronbach's alpha value for the questionnaire was
found to be .825; and the 24 items were deemed to be acceptable, as they were
equally loaded into seven factors (see Appendix G). In conclusion, the final form of
the questionnaire involved 24 items (see Appendix F). The following items were

removed from the questionnaire:

Translation classes are useful for my improvement in foreign language

learning.
The targets of the translation classes are clear enough for me to understand.

The teaching method in translation classes is effective in making me an active

learner.

The content of the texts in the translation classes is adequate for me to

improve my foreign language.

| can understand the intended meaning while doing translation.

| feel self-confident in the translation classes.

The teacher does not use an effective teaching method.

The translation classes enable me to monitor my progress in translation.

| think that assessing my own translation improves my performance in

translation classes.
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While translating a text, working in a group enhances my performance in

translation.

| cannot concentrate on the activities in the translation classes.

The factor analysis of the items resulted in a questionnaire consisting of seven

factors. The factors are given in the following table.

Table 3.1: Final form of the questionnaire

Factors Items Number of items

Factor 1 Learner’s attitude towards teacher’s 1,2,3,4,5,6,7,8
teaching method and its effect on his/her
own improvement.

Factor 2 Learner’s attitude towards self- 9,10,11
assessment.

Factor 3 Learner’s negative attitude towards 12,13,14,15
translation classes.

Factor 4 L_earner’s po_sitive attitude_towards 16, 17, 18
his/her own improvement in vocabulary
and grammar.

Factor 5 Learner’s negative attitude towards peer- 19, 20
assessment.

Factor 6 Learner’s positive attitude towards peer- 21, 22
assessment.

Factor 7 Learner’s general negative attitude 23,24

towards translation classes.

3.3.2.2 Analytical translation rubric

Although rubrics are well-known as an instrument used in summative assessment,

the use of rubrics in formative assessment has recently gained importance because it

provides transparency in the assessment process and supports feedback and self-

regulation (Panadero & Jonsson, 2013). In self-regulation, learner perception of

rubric use is positive as it provides ‘‘self-regulation by guiding them through the

stages of goal setting, planning, self-monitoring and self-reflection’’ (Wang, 2017, p.

1280). In addition to this, the use of assessment rubrics in a translation class is of

importance as they provide criteria and quality in a teaching process in which

learners are active participants supported by feedback and self-assessment (Hurtado
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Albir, 2015). Furthermore, while developing a rubric for assessment, the central
point to be considered is the clarity and appropriateness of the language used (Reddy
& Andrade, 2010).

In the light of the benefits of the use of rubrics mentioned above, the context of the
present study required that a rubric be used. In this respect, several translation
assessment rubrics, as described below, guided the development of a new rubric to be
used in the translation lessons in this study. The first of these was a rubric developed,
in line with general principles of translation assessment, by Khanmohammad and
Osanloo (2009). The rubric consists of five items, with a potential total score of 100
points. The items in this rubric assess, respectively, accuracy (30%), finding
equivalence (25%), register and TL culture (20%), grammar and ST style (15%), and
the last item involves shifts, omissions, additions and inventing equivalents (10%).
Another rubric, developed by Hurtado Albir (2015), focuses on three key points with
sub-details. These are: a) conveying the meaning of the source text (40%), b)
composition in TL (40%), c) level of communication of TT (20%). Finally, in
addition to the above-mentioned information, equivalence between two languages
has been analysed in terms of five key points: word, above-word, grammatical,
textual and pragmatic levels (Baker, 1992). The translation rubric used in this study

was formed on the basis of these cornerstones (see Appendix A).

In designing the rubric to be used in the translation classes, a top-down approach and
the following procedure were used. Brookhart (2013) proposed four stages in a top-
down approach: a) determine the qualities desired and define performance levels for
each of these criteria along a continuum towards the target achievement; b) set the
performance criteria on an analytical or holistic scoring scale; ¢) redesign the general
scoring rubric for the specific learning goal; d) use the rubric in a pilot study
(assessing student performance) and construct the final form of the rubric. In a
broader framework, Allen and Knight (2009) determined the following steps in
developing a collaborative rubric and validating it. First, the objectives and targets of
the course are determined and the related literature is reviewed; then, the rubric is
developed and a two-test process is performed. Next, having identified any problems
with the rubric, the structure of the rubric is modified and its content reformed.

Finally, the construct validity, accuracy, and consistency of the rubric are proved.
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In the light of the literature mentioned above, the participants in the study were
informed, respectively, about equivalence between two languages (Baker, 1992), and
how to use a rubric in a translation class. The rubric training was given according to
some basic principles determined by Brookhart (2013). During the training, the
following procedure was followed. The original and extended form of the rubric,
which was developed by the researcher according to Baker’s book titled In Other
Words, was distributed to the learners, and then they were informed about the criteria
in the rubric. They were asked to discuss the criteria and to write down some key
questions about the criteria, which they could not answer individually. Later, they
were asked to study the criteria of the rubric in group work. Where necessary, to
overcome any misunderstandings or confusion related to the criteria in the rubric, the
researcher discussed the criteria with the learners in order to edit the rubric again. As
a result, student-friendly language was used to provide clarity; and, finally, an
understandable form of the rubric was created. After the completion of this process,
the items in the rubric were marked according to a five-point scale ranging through

‘‘poor, insufficient, sufficient, good, and excellent’” (Hurtado Albir, 2015, p. 272).

The literature reveals that two approaches are commonly used in determining the
reliability of an analytical rubric. Inter-rater reliability focuses on the judgmental
variations between raters, and intra-rater reliability is based on the consistency of
only one rater (Jonsson & Svingby, 2007; Moskal & Leydens, 2000). Thus, a crucial
aspect of reliability is rater consistency. In this context, the literature shows that one
of the methods used to compute consistency and reliability is the Cronbach’s alpha
coefficient, which may be used to determine the level of consistency and reliability
among raters, in respect of their common judgment, or to estimate a rater’s own
consistency (Stemler, 2004; Jonsson & Svingby, 2007). In the light of this, the
Cronbach’s alpha coefficient was computed for inter-and intra-rater reliability; and
so, the consistency levels were determined for the present study. A value of alpha at
or above .70 was regarded as an acceptable level in terms of reliability (Saxton,
Belanger, & Becker, 2012). To establish the level of reliability of the analytical
rubric, the researcher used a test-retest reliability technique, in which a test is
administered to the same group at intervals (Drost, 2011). By doing so, the
researcher was able to compute the intra-rater reliability as well as inter-rater

reliability.
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In the light of the information given above, four raters, who were randomly selected,
voluntarily participated in the process of testing the reliability of the analytical rubric
in the present study. Each rater scored the same seventeen papers which the students
translated from English to Turkish during the pilot study. In the first assessment, the
scores given by each rater were computed in the SPSS (Statistical Package for the
Social Sciences 20), and the reliability of the rubric was examined through the use of
the Cronbach’s alpha value, which was found to be .894 for inter-rater reliability.
The intraclass correlation coefficient was .862 and significant at .000 (p < .05),
which indicated that the agreement among the raters met the acceptable level of
reliability. In the second assessment, all four raters scored the same papers again, a
month later; and the Cronbach’s alpha value was computed as .885. The intraclass
correlation coefficient was .792 and significant at .000 (p < .05). Therefore, the
Cronbach’s alpha values for all dimensions of the analytical rubric indicated an

acceptable level of consistency and reliability among the raters (see Appendix B).

Another issue in the reliability of a rubric is consensus among the raters. In this
context, the literature shows that one of the methods that may be used to measure
consensus between raters is Cohen’s Kappa value. Cohen’s Kappa value is used to
determine the level of consensus between two raters (Stemler, 2004). The value in
Kappa is interpreted as ‘‘poor (<0), Slight (0-0.2), Fair (0.2-0.4), Moderate (0.4-
0.6), Substantial (0.6-0.8), and Almost perfect (0.8-1)’” (Munoz & Bangdiwala, 1997,
p. 106). In this sense, the agreement between rater 1 and rater 4 met the acceptable
level of consensus for the translation rubric used in this study. The following table

shows the level of consensus between the two raters.

Table 3.2: Kappa Value between Rater 1 and Rater 4

Kappa Statistic Sig. Strength of
agreement
Word Level 1.000 .000 Almost perfect
Above-word Level 173 .000 Substantial
Grammatical Level 173 .000 Substantial
Textual Level 827 .000 Almost perfect
Pragmatic Level 1.000 .000 Almost perfect

The final step in establishing the reliability of the rubric was to examine intra-rater
reliability. Therefore, each rater’s own consistency in assessment was computed.
Here, the raters who had already scored the translated papers re-scored the same

papers, after a month. The scores given by each rater were computed again through
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the SPSS, and the Cronbach’s alpha values between the first and second assessments
of the raters were calculated to determine each rater’s own consistency. In this
analysis, the Cronbach’s alpha value between the first and second assessments was
.867 and significant at .000 (p < .05) for rater 1; it was .859 and significant at .000 (p
< .05) for rater 2; it was .821 and significant at .000 (p <. 05) for rater 3, and it was
.840 and significant at .000 (p < .05) for rater 4 (see Appendix C).

3.3.2.3 Qualitative data collecting tools

In this phase of the pilot study, the qualitative data collection tools were
administered, and the shortcomings of the tools were determined. In this process,
interview protocols, an observation form and checklists were used. In the light of the
responses given by the learners, the researcher reconsidered all of the questions in
the tools and removed those which were irrelevant in the context of the present study.
In addition to this, some of the questions were modified, and the final versions of the
data collection tools were formed. The process of the pilot study formed the basis of
the main study and made the tools clear and easy to understand for the participants in

the main study.

3.3.2.4 Texts

All the texts to be used in the main study were translated, firstly by four instructors
who voluntarily agreed to translate them, and then by the students taking part in the
pilot study. In this process, the researcher analysed the content of the texts in terms
of possible shortcomings, relevancy, and whether or not they would meet the micro
and macro learning targets in the study. Here, the pilot study enabled the researcher
to form the weak and strong samples of the texts which would be used in the second
strategy during the main study. While the strong samples of the texts were formed
according to the instructors’ translations, the weak samples of the texts were formed
according to the mistakes that the students commonly made in their own translations.
At the end of the pilot study; six text types, which had been selected before the pilot
study, were reduced to four text types, in consideration of the students’ performance
and interests. It was established that these text types met the requirements of the
main study. The texts which were selected for the main study were: an article
concerning news, a user’s manual, a report related to economics, and a sample of

advertising terms and conditions.
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3.3.3 Main study

The second phase of the study involved the main study which was conducted in three
steps, covering the process of pre-study, while-studying, and post-study. Here, the
data collection tools, the final forms of which had been formed in the pilot study,
were used. In this respect, the data collection tools used in the main study were
interview protocols, an observation form, rubrics, student diaries, and the course
evaluation questionnaire. The following steps explain how the process of the main

study was carried out.

The first step in this phase was a pre-study process, in which the following procedure
was implemented. First, the participants’ consents were received in the first week of
the study. In this phase, they were given information about the teaching and learning

process which they would go through.

The second step involved the implementation of the main study, in which formative
assessment was actively used in translation classes, in a circle revolving around
seven strategies of AfL. This process covered twelve weeks. The texts, which had
been selected during the pilot study, were used following the principles and sequence
of the seven strategies of AfL. This formative assessment procedure, based on
feedback and self- and peer-assessment, was used throughout the whole study. When
students assessed their translations, they were encouraged to use a translation rubric
and a holistic rubric for self-assessment. During the implementation of the AfL
strategies, after each text, the students kept a diary in Turkish to disclose the impact
of self-assessment on them. After completion of each text translation, semi-
structured and focus group interviews were held to explore whether the students had
met the goals determined before the lesson. In addition, the students’ drafts were
used to monitor the changes they made after the process of AfL. On the whole, the

case research procedure was followed step by step.

The last step involved the 14th week of the study. After the whole process of the
study had been completed, the researcher analyzed the data gathered from the case
study. The results and the findings were discussed in the light of the previous studies
conducted in the research context. In this process, the limitations of the study were
determined and, finally, a general conclusion was drawn and the pedagogical

implications of the study were examined through a theoretical lens.
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3.3.3.1 Instructional design of the teaching method

The teaching method of the present study was based on the strategies of AfL. In this
respect, the following steps were formed according to Seven Strategies of AfL
(Chappius, 2005, 2015) and in relation to the concept of equivalence between two
languages (Baker, 1992; Halliday & Hasan, 1976). Within this framework, a
comprehensive teaching method was designed to achieve the intended learning
targets in the study, which foregrounded the interrelated steps of the strategies of

AfL as follows:

In the first step, the targets of the lesson were clearly provided, in student-friendly
language, to show the learners where they were going in the translation lesson. Here,
the skopos of the text was identified through a scenario creating activity, which

played a key role in taking the learners to the next step in translation.

In the second step, anonymous strong and weak samples of text translated from
source language to target language, here English to Turkish, were given to the
learners. First of all, the strong sample was analysed and assessed by the learners;
and, thereafter, they analysed and assessed the weak sample. The aim of this strategy
was to enable the learners to understand what constituted a perfect performance in a
translation class, and to identify their strengths and weaknesses before their own act
of translation. In this part of the process, the analyses of the source and target texts
were made in terms of macro level and micro level dimensions. According to Giaber
(2018), macro analysis is the process of reading the source text and identifying text
features, in terms of “‘its context, format, subject, communicative function, text type,
audience and tone’” (p. 263); and, following macro analysis, micro analysis goes
through the same process, in terms of the “‘nature of its lexical items, grammatical
structures, and stylistic features in view of the text’s theme, communicative function,
text type, audience and tone’’ (p. 263). In this framework, the weak and strong
samples were analysed and assessed in relation to Baker’s (1992) equivalence theory.
The quality of the translation between the two languages was assessed through a

translation rubric, involving levels ranging from Poor to Excellent (see Appendix A).

To sum up, the first and the second steps enabled the learners to be involved in a
process of learning, in which they, in consideration of learning objectives, identified

their strengths and weaknesses related to the text in the samples. To this end, as in
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the next step, they were given feedback related to the samples that they analysed and
assessed.

In the third step, learners were oriented to be able to monitor their existing
knowledge in translation. Hence, descriptive feedback was given to the learners after
the analyses of the strong and weak samples. Students used traffic lights (yellow,
green and red) to identify the level of the feedback they needed. After receiving the
descriptive feedback related to the samples, the students undertook their own act of
translation. That is to say, the learners were given descriptive feedback twice: first
after the analyses of the samples of high and low quality translation and, then, after

completion of their own translations.

In the fourth step, the students went through a process similar to the one described
above. Having received feedback related to the samples mentioned in the first phase,
and having then produced their own translations, the students assessed them
according to the translation rubric used in the second step, and identified their
strengths and weaknesses accordingly. Taking both the macro and micro levels of
translation teaching into account, the learners were oriented to analyse their
translations in terms of common errors occurring during the translation process. The
aim of the fourth step was to enable the learners to gain skills in setting goals and in
self-assessing their own performance and achievement, in relation to their own
translations. At the end of this step, they were given descriptive feedback related to

their own translations.

In the third and fourth stages, the learners were engaged in a process of getting to
understand their existing knowledge in line with the learning targets. These two steps
enabled the learners to determine their existing knowledge in translation. Following
these steps, the learners were encouraged to close the gap in the learning process, as

in the following steps.

In the fifth step of the teaching process, the learners were oriented to focus on the
aspect of translation quality to identify what they had or had not achieved. That is to

say, they engaged in a feedback loop process to diagnose their needs in learning.

After the step mentioned above, step six required the revision of the learners’ own

translations from source text to target text. After those aspects with which they
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frequently had difficulty had been identified in the previous step, the learners were
oriented to overcome these gaps in knowledge in their translations.

In the last phase of the teaching method, the students were encouraged to keep a
portfolio. Documenting their work in a portfolio enabled the students to evaluate
their real performance; by reflecting on their translations in this way, they engaged in
a process of keeping track of their improvement.

The entire process in the present teaching method was based on constructivism, in
which learners went up a staircase and, at each step, constructed their knowledge by
reflecting on their translation. Reflection enabled them to identify their errors during
the process, and then they attempted to regulate themselves at the end of the teaching
process. The whole process, which involved reflection, identification of the errors,
and self-regulation, made the teaching process transparent for the learners and helped

them to achieve the targets determined at macro and micro levels in the translation
pedagogy.

3.3.3.2 Participants

The participants in the study were selected from the Department of Translation and
Interpretation, Kars Kafkas University. While the second grade students took part in
the pilot study, the first grade students participated in the main study (n:38). The
rationale for selecting the research group from the first grade students was that: a) the
research group had all completed the one year preparatory class in English at the
same time; b) they were taking a translation class for the first time, so all of them
were novices in the translation class. In addition, when the background information
of the participants taking part in the main study was taken into consideration, they
had all passed the university entrance exam on the same basis in the 2017-2018
academic year. The score interval for admission to the Department of Translation and
Interpretation was between 289.45433 and 399.24273 (OSYM, 2017). On this basis,
the first grade students were selected for the main study. In addition, it was assumed
that this research sample would generate observable data, in terms of process-based

improvement in translation classes.
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3.3.3.3 Interviews

In the present study, two interview protocols were used: a) a semi-structured

interview for course evaluation, and b) a semi-structured face-to-face interview.

To evaluate learners’ attitudes towards the teaching method, a semi-structured
interview for course evaluation was used. The interview was conducted in relation to
the content of the course evaluation questionnaire in order to identify other
unpredictable issues related to the teaching method and to receive a wide range of
learner opinion about the whole process. The interview was administered before and
after the study to explore the students’ positive or negative attitudinal changes

towards the translation classes (see Appendix I).

In addition to the interview protocol which was administered at the beginning and at
the end of the study, the researcher used semi-structured, face-to-face interviews to
gather qualitative data during the process. In this respect, the researcher preferred
using focus-group interviews to identify what the participants thought about the
implementation of the AfL strategies during the translation of each text in the study
(see Appendix J).

According to the literature, the focus-group interview is a useful medium for
collecting qualitative data, as it provides reliable data at the hand of a talented
researcher (Dilshad & Latif, 2013). During the implementation of a focus-group
interview, the first key step is to choose the correct population sample. That is, in
designing such an interview, the researcher must choose suitable participants who are
capable of making an in-depth analysis of their content-based experiences and who
have specific problems in the research context, which may reveal the most
outstanding themes, quotes, and findings (Breen, 2006). Other issues to be
considered in this type of qualitative research are the number of the participants
taking part in the interview and the approach to data analysis. The recommended
number of participants is between 6 and 8 participants who have a similar
background. Here, the aim is to identify a broad spectrum of views on the research
topic. To this end, the researcher uses a thematic analysis, in which the collected data
are formed into smaller segments, and an inductive approach is used to analyse the
data in depth and to identify the relationships between the issues from the

participants’ points of view (Hennin, 2014).

62



On the basis of the principles of focus-group interviews and semi-structured
interviews for course evaluation mentioned above, the researcher aimed to: a) help
participants to think and reflect on what would happen next, b) engage the
participants in the process, c) help the participants to be aware of the process, and d)
perform an in-depth analysis of the teaching process. During the interviews, the
students were allowed to use their native language Turkish, because using their
native language facilitated the way in which they expressed themselves.
Furthermore, the researcher recorded and transcribed what students said. After the
interviews were completed, the researcher translated the transcribed interviews into

English.

3.3.3.4 Observation

Another aim of the present study was to monitor the students’ performance, their
interaction in a group, and the impact of self-assessment on them, and, thereby, to
explore how the seven strategies of AfL were implemented within the whole process.
From this perspective, the researcher observed the whole process in a classroom
setting. There are two kinds of observer’s role in the research context, non-
participant or complete participant (Creswell, 2009). In this study, the role of the
researcher was that of complete participant due to his active participation. During the
observation, the role of the researcher as an instructor of the translation class
facilitated the control of the whole study. In addition, the researcher’s role as a
teacher could be considered to be an effective way of decreasing the impact of the
Hawthorne Effect, which is a psychological term concerning the effect of awareness
of being observed on the behavior of some participants during a research process
(Cook, 1962). The best technique for observing the performance of participants in
their tasks is the use of field notes, which is a method based on ‘‘keeping systematic,
complete, accurate, and detailed field notes’” (Bogdan, 1973, p. 305). To this end, the
observation was based on the field note technique. While using the field note
technique, the researcher aimed to find the possible answers of some key questions
that shed a light to the present study. Lastly, this section involved two data collection

tools (see Appendices K and L).
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3.3.3.5 Rubrics

In the main study, an analytical translation rubric was used. The rubric was
developed according to Baker (1992), and its final version was formed in the pilot
study. The rubric analyzed equivalence between the two languages in terms of
lexical, grammatical, textual, and pragmatic facets. During the study, learners were
trained in how to use the rubric in the assessment of their translations (see Appendix
A).

In addition to the translation rubric, a holistic self-assessment rubric was developed
for learners to evaluate their own performance during the process of implementing
AfL strategies. Hence, the self-assessment rubric was constructed in relation to the
strategies of AfL, and a student self-assessment form was also used to identify

strengths and weaknesses (see Appendices D and E).

3.3.3.6 Student diaries

The use of a diary as a research tool is an essential component of a qualitative study,
as it enables: a) students to have an objective point of view about daily activities, b)
students to self-assess the learning progress, c¢) teachers to observe the learning
progress from students’ points of view (Alterman, 1965). In a translation class,
keeping a translation diary gives detailed information related to the process of
translation teaching. This is because, in addition to the knowledge that a translation
diary presents the teacher about learners’ common errors and shortcomings, keeping
a diary in a translation class causes learners to develop critical thinking skills, to
reflect on the translation task, to perform assessment and to create solutions for
various translation mistakes; and also, as it increases the level of the learners’ self-

confidence, they can take on responsibility for their own decisions (Fox, 2000).

In the light of the above-mentioned advantages of keeping a diary, the researcher
used student diaries as a research tool in the present study. In this way, the researcher
was able to interpret the research process through the students’ points of view; and
so, the questions in the diary were generated in such a way that adequate data could

be collected after the implementation of the AfL strategies (see Appendix M).

The data gathered from the student diaries were analyzed according to the principles
of qualitative data analysis. According to Miles and Huberman (1994), while

analyzing qualitative data, the first step involves raw codes which are created in the
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raw data. Then, these codes are replaced with words and sentences to create a
meaningful form. Next, the created codes are combined to form a category of codes.

Finally, these categorized codes are analyzed thematically.

3.3.3.7 Translation class evaluation questionnaire

In the present study, a Translation Class Evaluation Questionnaire, which was
developed by the researcher, was used. The aim of the questionnaire was to provide
quantitative data to examine the learner’s attitude towards the translation classes. As
such, the qualitative data gathered to explore the students’ attitudinal changes were
confirmed by quantitative data. The questionnaire was used in the pilot study and its
reliability and validity were established. Here, the Cronbach's alpha of the
questionnaire was found to be .825, and 24 items were identified to examine the

learners’ attitudes.

The following table gives an outline of the research design of the present study,
including the research questions, the purposes it aimed to achieve, and the relevant

data collection tools used in the main study.

Table 3.3: Research questions and relevant data collecting tools

Research Questions
RQ1 What are the students’ attitudes towards the use of seven strategies of Assessment for Learning in
translation classes?

Purpose

Data Collection
Tools

The purpose of the study is to determine the students’ attitudes towards the use of seven strategies of
AfL in translation classes.

In-classroom observation, the researcher’s field notes (Field Method)
Translation Class Evaluation Questionnaire, pre-and post-semi-structured interviews

RQ2

Purpose

Data Collection
Tools

What are the contributions of involvement in self-assessment to the students’ translation process?

The purpose of the study is to explore the contribution of self-assessment to the translation learning
process.

Rubric (ongoing self-assessment/descriptive statistics)

In-classroom observation, the researcher’s field notes (Field method)

Student diaries (kept in Turkish)

Semi-structured interviews after the implementation of the strategies of AfL in translation classes
(Focus-group)

Students’ drafts (identifying the changes they had made after the self-assessment process)

RQ3

Purpose

Data Collection
Tools

What are the challenges that students experience during the Assessment for Learning procedure?

The purpose of the study is to show the extent to which self-assessment facilitates the learning
process, and it aims to explore the challenges that students experience during the self-assessment
process in translation classes.

The researcher’s field notes (Field method)

Student diaries (kept in Turkish)

Semi-structured interviews after the implementation of AfL strategies in translation classes (Focus-
group)
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3.3.3.8 Use of the selected texts in an AfL framework

The informative text-types were chosen to enable the learners, in translation classes
from English to Turkish, to perform a comparative analysis of linguistic components
between the two languages, and to form functional equivalence or correspondence
between ST and TT. Valdedn (2009) identified the content of informative texts as
follows:

Informative texts are also characterized by the presence of specialized information

about concrete topics, issues, subject matters, objects, destinations, etc. Information here

is specialized in that it refers to specific topics and requires a limited use of specific

lexis (p.77).
Given that the present study focused on the improvement of the learners and their
progress in the process of translation teaching, a linguistic approach was preferred.
To this end, Baker’s (1992) and Halliday and Hasan’s (1976) equivalence theory was
used in the analyses of the translations of the selected texts. On reviewing the above-
mentioned corpus of translations, one observes that it was based on an equivalency
paradigm, as opposed to the macro-scale decisions adopted in translator training
today. That is to say, translators in the past adopted source text oriented decisions
without any regard to the textual conventions of the target culture, or the function of
translations in the target culture, which requires uniting top down decisions with
bottom up, or linguistic decisions (Yazici, 2007). In this study, as well as choosing
the proper approach and determining the course objectives beforehand, the learners’
background knowledge and their interests were considered, because a translation
lesson plan tailored to the targets to be achieved should also be structured according
to the students’ profiles and their expectations (Way, 2000). In this respect, when the
above-mentioned features of informative texts are taken into consideration, it may be
concluded that using such texts might be beneficial in terms of learner improvement
and helpful in arousing interest in the teaching and learning process. On this basis,

the following current informative texts were selected.
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Table 3.4: Types of text

Texts General Learning Targets General Learning Outcomes

Translation of anews Providing an understanding of ~ Acquiring the skill of translation based

article a translation process based on  on equivalence between two languages,
equivalence between English English and Turkish
Translation of a and Turkish

Acquiring the skill of translation at
Providing an understanding macro and micro levels

related to the different content
of text genres, and thereby
providing different kinds of

User’s Manual
(Nikon)
Acquiring the skill to translate a wide

Translation of a range of texts and the knowledge of

report rglated to lexical patterns, implicit and equivalence

economics explicit meanings, and Acquiring the skill of assessment for
. sentence structures learning

Translation of a .

contract involving Encouraging the students to

advertising terms and ~ €ngage actively in the teaching

conditions and learning process

As the present study concerned only text translation from SL to TL, the initial issue
was to choose suitable and usable texts to provide valid outcomes during the study.
After the selection of the texts used in the study, another issue was to establish the
validity of the translation of the texts. To provide validity and equivalence in the
translation of the texts, a back-translation technique was used, because ‘‘to see
whether an equivalent is natural or directional, the simplest test is back-translation.
This means taking the translation and rendering it back into the source language, then

comparing the two source-language versions’’ (Pym, 2010, p. 30).

In this framework, throughout the whole study, the students’ own translations were
firstly back-translated by the researcher to identify the errors they had in common;
and all of the students were oriented to back-translate their sentences to identify the

errors or mistakes in their own translations.

While translating the texts, the principles of the Translation task and project-based
approach (Hurtado Albir, 2015; Hurtado Albir & Pavani, 2018) were partly used. In
this approach, the process of translation follows six successive steps. First, the
selected source text is analyzed. Second, the source text is summarized in the target
language to elicit the gist of the source text. Third, to extend the translation, the
information in the source text is extended in the target language. Fourth, the source
text is translated in various forms for comparison. Here, the aim is to explore errors

and to find suitable solutions to overcome the errors identified. Fifth, the translation
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from ST to TT is checked. Sixth, the translated text is corrected through error
identification.

Based on the principles mentioned above, and given that the aim of the present study
was to implement process-based translation teaching, in which learners would take
over the responsibility for their own improvement, the following strategies of AfL

were imbued into the translation classes.

Seven strategies of Assessment for Learning (Chappuis, 2015, p. 11-14).

Strategy 1: Provide a clear and understandable vision of the learning target

Strategy 2: Use examples and models of strong and weak work

Strategy 3: Offer regular descriptive feedback during the learning

Strategy 4: Teach students to self-assess and set goals for next steps

Strategy 5: Use evidence of student learning needs to determine next steps in teaching
Strategy 6: Design focused instruction, followed by practice with feedback

Strategy 7: Provide opportunities for students to track, reflect on, and share their learning
progress

3.3.3.9 Data analysis

In this phase of the study, the researcher analyzed and interpreted the data gathered
from the study. As stated before, the study was designed according to three steps
(pre-study, while-studying, and post-study processes). In quantitative data analysis,
descriptive and inferential statitics were used. In qualitative data analysis, the
researcher analyzed the collected data in terms of themes, perspectives, and reports
taken during the implementation of the formative assessment procedure. While
analyzing the qualitative data, the researcher followed the steps given below
(Bhattacherjee, 2012):

1. Organization and preparation of data: This step covered the first process of
analysis, in which the collected data were organized as different types (e.g.,
transcription of interviews and arranging the themes in field notes).

2. Reading through all data: In this step, all collected data were checked in
terms of overall meaning, the participants’ ideas, overall depth and

credibility.
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3. Coding data: The coding system involved the process of reorganizing the
data in chunks and segments in order to make the collected data
meaningful.

4. Interrelating themes and descriptions: In this step, as well as themes and
categories, the researcher used the coding system to generate a description
of participants, tasks, and the classroom setting in which the whole study
was carried out.

5. Interrelating theories and descriptions: In this step, the researcher
determined how the descriptions and themes were represented in the
qualitative study. In other words, a detailed analysis of prominent themes
and sub-themes, and interconnection among the themes was made.

6. Interpretation of data: In this step, the outcomes of the study were
interpreted, and then they were discussed in the light of the relevant
literature.

To sum up, the qualitative data were interpreted according to recurring themes. As
well as the above-mentioned method, the researcher also used a similar method
called Field Methods (Ryan & Bernard, 2003). This analysis enabled the researcher
to focus on four basic steps: a) determining themes and sub-themes, b) discovering
the most important themes, c) constituting hierarchies of themes, and d)

interpretation of the themes in a theoretical model.
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4. DATA ANALYSES AND FINDINGS

4.1 Introduction

The present study was based on three research questions. To this end, the research
context was designed to examine the participants’ attitudes towards the translation
classes and their attitudinal changes in the process, to determine the effect of the
seven strategies of AfL on their involvement in translation classes, and to explore the
challenges that they faced in the implementation of the strategies. In this respect, the
following data analyses were performed in accordance with the research context of

the study.
4.2 The Students’ Attitudes towards the Translation Classes

The first step of the study involved the learners’ attitudinal changes in the teaching
and learning process. In this respect, the learners’ attitudinal changes before and after
the study were observed. Here, the process of data collection was carried out in two
phases. In one phase, the qualitative data were gathered; in the other, the quantitative
data were collected. Here, the main purpose of collecting gquantitative data was to
investigate all of the participants’ attitudinal changes and to provide objectivity in the

interpretation of the qualitative data.

4.2.1 The analyses of the pre-and post-interviews

Of the research questions mentioned above, the first phase of the study aimed at
observing the participants’ attitudinal changes in the translation classes in which the
method involving strategies of AfL was intensively used. Here, the data related to the
learners’ attitudinal changes towards translation classes were handled in terms of
teaching method, self-assessment, peer-assessment, and the teacher’s role in the
teaching and learning process. The data were gathered with pre- and post-interview
protocols in which 25 volunteers from among 38 students participated. To this end,
the following qualitative data analyses, gathered at intervals, were interpreted

according to the aforementioned research context of the study.
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4.2.1.1 The students’ attitudes towards the teaching method and the content of

the translation classes

Comparison of the qualitative data from the pre-and post-interviews, in which the
participants in the study were observed in terms of attitudinal changes, revealed that,
while few students claimed that the teaching method used in the translation classes
before the study was effective; after the study, many of them claimed that the
teaching method used therein was effective. Likewise, more than half of the students
who completed the pre-interview expressed the view that the teaching method was
inadequate and time-consuming; but virtually none of those who took part in the
post-interview expressed the view that the teaching method was inadequate and time-
consuming. Again with reference to the teaching method used in the translation class,
the practices used beforehand were claimed by a number of students to be inadequate
for them to improve in translation classes. However, the post-interview revealed that
this view had changed, as few students claimed that the practices used in the
translation classes imbued with a formative approach had been inadequate for them
to improve. The following extracts are given to show the difference in learners’

attitudes before and after the study.

Pre-study: ‘“The translation classes are not effective as they are taught with a
traditional method.”’ (Student 5)

Post-study: ‘I think that the present method used in the translation class was

more fruitful for me.”” (Student 5)

Pre-study: “‘I do not think that the method used in the translation class is
effective.”” (Student 6)

Post-study: ‘I think that the method used in the translation class was effective,
because it enabled everyone to take over an active role.”” (Student
6)

Pre-study: ‘“The teaching method in translation class is inadequate and time-

consuming, so a different method might be better.”” (Student 24)

Post-study: ‘“The teaching method in translation class was effective and well-
organized because we made translations to improve our skills in
translation.’” (Student 24)
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Similar results were observed for the content of the translation classes. Although,
before the study, fewer than half of the students expressed the view that the content
of the translation classes made them active learners, the post-interview showed that
this rate had increased to a high percentage, with most of the participants expressing
the view that the content of the translation classes in the study was effective in
making them active learners. The following extracts show the changes in the

students’ attitudes.

Pre-study: ‘‘I cannot be an active student as | fear to make an incorrect
translation.”” (Student 21)

Post-study: ‘I think I could manage to be a little more active student in the

translation class.’” (Student 21)

When the text types used before in the translation classes were taken into
consideration, most of the students claimed that they were ineffective; but, especially
after the study, this rate changed significantly and nearly all of them claimed that the
informative text types used in the study were more effective than the previous ones
in terms of their improvement in the translation class. The following extracts support

this claim.

Pre-study: “‘I think that the texts which were used in the translation classes
were not useful.”” (Student 5)
Post-study: ‘“The texts which were used in the translation classes were
effective, because | have learnt various new terms by making
translations of different kinds of texts.”” (Student 5)
In terms of the learners’ attitude towards assessment, while most of the students
originally preferred teacher assessment of the accuracy of their translations, the
results of the post-interview showed that this rate had decreased, with around half of
the students preferring teacher assessment. That is to say, the rate of preference for
self-assessment and peer-assessment was observed to be on the increase, indicating
that learners had acquired self-assessment and peer-assessment skills by the end of
the study. This is supported by the fact that, while more than half of the students
expressed the view that the strategies used in the translation classes before the study
were useless in terms of improving their assessment skills, the post-interview

revealed that the strategies used in the study were regarded by the students as useful
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in improving their assessment skills, because virtually none of them, with the
exception of only a few students, claimed that the strategies used in the study were
useless. The following extracts illustrate the participants’ attitudinal changes in this

Sense.

Pre-study: ‘I prefer the teacher’s assessment to check the accuracy in my

translation, because the teacher knows better.”” (Student 2)

Post-study: “‘I think that my own assessment is also important in checking the

accuracy in my own translation.’” (Student 2)

Pre-study: “‘I think that the strategies used in the translation classes might be
developed by considering indifferent students and in-class

participations.’” (Student 6)

Post-study: ““The strategies used in the translation class were effective and

beneficial along with the given feedbacks.’” (Student 6)

4.2.1.2 The students’ attitudes towards self-assessment and their own roles in

translation classes

In this phase, the learners’ attitudinal changes in terms of self-assessment were
observed. While the pre-interview revealed that more than half of the students did
not know what self-assessment was, the post-interview revealed that nearly all of
them knew what it was. Although fewer than half of the students claimed, during the
pre-interview, that they were active learners in the translation class, in the post-
interview this rate had increased, with half of them claiming that they were active

learners. The following extracts show this change.

Pre-study: ‘I am passive in my translation class. This is because | am a timid
student.”” (Student 15)

Post-study: ‘I am an active student in my translation class, because | am

getting more and more interested as | join.”” (Student 15)
Pre-study: ‘I am passive in my translation class as | am shy.’” (Student 24)

Post-study: ‘“The in-class participation and being active in making translation

made me an active student in my translation class.”” (Student 24)
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When the learners’ proficiency levels are considered in translation classes, they were
required to determine their own levels at the end of the teaching and learning
process. By doing so, they can identify their strengths and weaknesses in translation
classes. The pre-interview showed that nearly half of the students regarded their
proficiency levels as poor and insufficient, this rate decreased to a low rate during the
post-interview. It was observed that while learners were incapable of determining
their proficiency levels in translation classes at the beginning of the study; they had
made sufficient improvement to be able to determine their own levels at the end of
the study, indicating that they could manage to identify their strengths and weakness.

The following extracts illustrate this view well.

Pre-study: ‘I believe that students cannot evaluate their own proficiency
levels, but | can say that my proficiency level in the translation

classes was good when | consider my exam scores.”” (Student 6)

Post-study: ““Thanks to the texts that I translated during the translation classes,
| think that | have made an improvement in the translation

classes.”” (Student 6)

Pre-study: <My proficiency level is insufficient, because I must be better in
finding my own mistakes in translation.”” (Student 10)

Post-study: My proficiency level is good, because I could manage to find my

own mistakes in translation.”” (Student 10)

Pre-study: ‘“My proficiency level is good in the translation class, because I
believe that | can make a correct translation.”” (Student 19)

Post-study: My proficiency level is excellent in the translation class. The
reason why | think so is that | began to trust myself in translation.”’
(Student 19)

Pre-study: ‘I think that | am insufficient in the translation class. (Student 21)

Post-study: I think that 1 was sufficient in the translation class, because I could

observe that | gradually improved.”” (Student 21)

As regards the challenges faced by most of the students, the pre-interview showed
that these challenges were related to the texts and practices, the teaching method and

the way of assessment. However, the post-interview revealed changes in the
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students’ attitudes to the challenges mentioned above. In the following extracts, this

is neatly observed.

Pre-study: ‘I think that the teaching method might be designed with various
techniques which will provide more information and easiness.”’
(Student 19)

Post-study: “‘The teaching method was effective. Sometimes, | could face
some difficulties related to the texts and practices in the translation
class, but it was not important as | eagerly translated them.”’
(Student 19)

4.2.1.3 The students’ attitudes towards peer-assessment

In this phase, the participants’ attitudinal changes towards peer-assessment were
observed. From this perspective, while fewer than half of the students knew what
peer-assessment was before the study, nearly all of them stated after the study that
they knew what peer assessment was and how it was performed in a classroom
setting. In this respect, though half of the students stated before the study that they
did not want their peers to correct their own mistakes in translation, most of them
stated after the study that peer-assessment was essential for the assessment of their
own translations. The following extracts show the attitudinal changes.

Pre-study: “‘I do not want my peer to correct my mistakes, because | feel

irritated when another one sees my mistake.”” (Student 15)

Post-study: ‘I want my peer to correct my mistakes, because we can find our
own mistakes together.”” (Student 15)

Pre-study: ““I do not want my peers to correct my mistakes, because | myself

want to determine my own mistakes.’” (Student 21)

Post-study: ‘I want my peers to correct my mistakes, because | can learn a

new technique from them.”” (Student 21)

Pre-study: ‘‘I do not want my peer to correct my mistakes, because s/he knows
the same things that | know.”’ (Student 26)

Post-study: ‘I want my peer to correct my mistakes, because s/he can find the
mistakes that | cannot.”” (Student 26)
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To support the view mentioned above, the frequency with which the students needed
peer-assessment was observed. In this sense, although around a quarter of the
students stated before the study that they needed their peers for the correction of their
mistakes, in the post-interview more than half of them stressed the need for peer-
assessment. When the students’ feelings are taken into consideration, while less than
half of them stated before the study that peer-assessment was disappointing, in the
post-interview most of them regarded peer-assessment as motivating. As regards
group-work, during pre-interview, a small number of the students accepted group-
work as effective. However, after the study, more than half of them stated that group-
work was effective. The attitudinal changes can easily be observed in the following

extracts.

Pre-study: ‘“Group-work is confusing as different voices emerge in a group.”’
(Student 5)

Post-study: “‘Group-work is effective, because it provides information
sharing.”” (Student 5)

Pre-study: ‘‘Group-work is ineffective for me as different voices emerge.”’
(Student 21)

Post-study: “*Group-work is effective as it provides different dimensions to the
translation.”” (Student 21)

Pre-study: “‘Group-work is ineffective, because | cannot make a self-

improvement in a group.”’ (Student 23)

Post-study: “‘Group-work is effective, because we can learn better together.”’
(Student 23)

When the students’ views of peer-assessment were considered, it was observed that
peer-assessment had provided a new perspective for the analysis of mistakes and for
sharing information among the learners. The observation in this phase indicated that
the participants’ attitudes towards peer-assessment had changed significantly, in a
positive way. This was because most of the participants had agreed that peer-
assessment was a way of sharing information and gaining awareness of responsibility

in a group.

77



4.2.1.4 The students’ attitudes towards the teacher’s role in the teaching and

learning process

In this phase of the interviews, the teacher’s role was taken into consideration in
terms of the process of pre-study and post-study, as it was believed that this could
play an effective role in rendering the teaching process fruitful. With regard to this,
fewer than half of the students stated that the teacher’s teaching method was effective
in enabling them to improve before the study; whereas, it was observed that the
teaching process during the study was enriched by the use of the formative approach.
That is, most of the students stated that the teacher’s position in the teaching process
was quite effective in facilitating their improvement, in contrast to the teaching
process before the study. In this respect, the pre-interview showed that half of the
students claimed that the teaching process was under the control of the teacher; but in
the post-interview, more than half of them stated that the position of the teacher in
the classroom setting was quite encouraging for them in becoming active learners. To
create a student-centered learning process, the most significant step is to provide the
information about the learning targets before the lesson. With reference to the
learning targets given by the teacher, in the pre-interview more than half of the
students stated that the learning targets were presented before the translation classes.
However, this rate increased after the study. In contrast to the previous interview,
most of the students expressed the view that the learning targets were more clearly
stated before the translation class, that the instructions given by the teacher were
understandable enough for them, and that the learning targets were related to the

content of the lesson.

Amongst the steps taken to create a better learning atmosphere in a classroom
setting, the method of giving feedback in the translation classes should be taken into
consideration. In this phase, a small number of the students in the pre-interview
expressed the view that feedback must be given while translating a text; but after the
study, this rate increased considerably because almost all of them had started to share
this opinion. That is to say, most of the students taking part in the interviews stated
that feedback given after translation was not effective in their improvement, whereas
feedback given while translating a text was much more effective and permanent for

them. The following extracts support this point of view.
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Pre-study: ‘I think the feedback given after the translation is more effective.”’
(Student 5)

Post-study: “‘I think the feedback given while translating a text was more
effective, because if we can learn better while translating a text,

and so we never forget.”” (Student 5)
Pre-study: ‘‘The feedback should be given during translation.”’ (Student 10)

Post-study: ‘“The feedback given during translation was quite motivating for
me.”” (Student 10)

Pre-study: “‘I think the feedback given after translation is more effective in
terms of time.”” (Student 18)

Post-study: ‘“The feedback given while translating was better for learning.”’
(Student 18)

The last but most important factor, which is closely interrelated with the teacher’s
position and teaching method mentioned above, is the teacher’s own role in making
the learners active throughout the whole of the teaching and learning process.
Whereas in the pre-interview, almost half of the students stated that the teacher
encouraged them to be active learners in the learning process, in the post-interview
this rate had increased, with nearly all of them stating that they had adopted an active

role in the learning process. The following extracts confirm this observation.

Pre-study: ‘“The translation classes used to be carried out with only active
students.’” (Student 2)

Post-study: ““The teacher gave enough feedback for each translation activity to

enable us engage in the process.”” (Student 2)

Pre-study: ‘“The content of the translation class is a bit inadequate for me to be

an active learner.”” (Student 10)

Post-study: ““The translation class was designed well enough to make me an
active learner.”’ (Student 10)

Pre-study: ‘“The teacher encourages us to be active learners, but 1 sometimes
hesitate for fear of doing mistake in the translation classes.”’
(Student 21)
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Post-study: ‘At the beginning of the term, | used to hesitate in making
translation, because I thought that | was worse than my friends. But
later on, the teacher gave us weak and strong samples in each
translation which | firstly experienced. This method made me
courageous and so | began to love the translation class more and
more in the course of time. | think this method brought a new

dimension to the translation class.”” (Student 21)

4.2.2 The analyses of the translation class evaluation questionnaire

In this phase of the study, the students’ attitudinal changes towards the translation
class were examined. The first purpose of this phase is to provide quantitative data as
well as the aforementioned qualitative type. The second one is to analyze all the
students’ attitudes by involving all of them in the process. The following Tables,
involving descriptive statistical analyses, show their attitudinal changes in terms of
the present teaching method, self- and peer-assessment, and negative and positive

attitudes towards translation classes.

Table 4.1: Learner’s attitude towards the teacher’s teaching method and its effect on

his/her own improvement

Pre-study Post-study
Items SD D NI A SA  Mean SD D NI A SA  Mean
Item 1. In translation classes, f 6 13 2 15 2 2.84 5 3 25 5 3.78
the teacher’s way of giving % 15. 34. 53 39. 53 13. 79 65 13
instruction is clear. 8 2 5 2 8 2
Item 2. The teacher organizes f 2 15 5 14 2 2.97 3 8 20 7 3.81
the learning process well. % 53 39. 13. 36. 53 79 21. 52, 18.
5 2 8 1 6 4

Item 3. I find the teacher’s f 3 12 3 13 7 3.23 3 1 5 19 10 384
teaching method useful for my % 79 31 79 34 18 79 26 13. 50 26.
improvement in translation. 6 2 4 2 3
Item 4. I find the teacher’s f _ 16 7 13 2 3.02 4 11 12 11 378
feedback motivating for my % 42. 18, 34. 53 10. 28. 31. 28
improvement in translation. 1 4 2 5 9 6 9
Item 5. The teacher encourages f 4 17 1 11 5 2.89 7 12 13 6 3.47
me to be an active learner. % 10. 44. 26 28. 13 18. 31. 34. 15

5 7 9 2 4 6 2 8
Item 6. | find the f 1 1 4 21 11 405 1 8 19 10 4.00
communication between the % 26 26 10. 55 28 26 21. 50 26.
teacher and the students 5 3 9 1 3
positive.
Item 7. The content of the f 9 12 6 8 3 2.57 3 5 9 15 6 3.42
translation classes is adequate % 23. 31 15, 21. 79 79 13. 23. 39. 15.
for me to identify my strengths 7 6 8 1 2 7 5 8

and weaknesses.

Item 8. | think that | have made f 2 8 7 17 4 3.34 1 2 7 19 9 3.86
an improvement in translation. % 6.3 21. 18. 44. 10. 26 53 18 50 23
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Table 4.1 gives the quantitative analyses of the learners’ attitudes towards the
teaching method and its effect on their own improvement in the translation classes.
In Item 1, while nearly half of the students claimed before the study that the teacher’s
method of giving instruction was clear, after the study a high percentage of them
claimed that it was clear. The results for Item 2 revealed that fewer than half of the
students agreed that the teacher’s organization of the learning process was good.
However, the results of the post-study showed that this percentage had increased
significantly and that a high percentage of them claimed that it was good enough.
When the results for Item 3 were considered, while the results of the pre-study
showed that, according to half of the students, the teaching method was useful for
their improvement, the post-study revealed that this percentage had increased, with a
high percentage of students regarding the teaching method as useful for their
improvement in translation. In a similar way, whereas the results for Item 4 in the
pre-study indicated that a quarter of the students considered the teacher’s way of
giving feedback to be motivating, those of the post-study revealed that more than
half of them claimed that it was motivating. Another factor affecting the learners’
attitudes in the translation classes is how the teacher encourages them to be an active
learner in a classroom setting. Here, Item 5 showed that fewer than half of the
students claimed before the study that the teacher encouraged them to be active
learners. However, the results of the post-study showed that this percentage was
higher than previously and that more than half of the students claimed that the
teacher encouraged them to be active learners. Similarly, Item 6 supports the claim in
Item 5. That is to say, the communication between the teacher and the students
mentioned in Item 6 was found to be positive in both pre-and post-studies. In this
phase, the last key factor is the students’ attitudes towards their own improvement in
the translation classes. When Item 7 is considered, originally a small number of the
students pointed out that the content of the translation classes was adequate for them
to identify their weaknesses and strengths. However, after the study, a high
percentage of them considered the content of the translation classes adequate for
them to identify their own weak and strong sides. Likewise, Item 8 is related to Item
7 and shows what the students thought about their own improvement. In this respect,
the pre-study showed that nearly half of the students agreed that they made an
improvement in the translation classes, but in the post-study the proportion was

higher than in the pre-study. That is to say, a high percentage of them agreed that
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they made an improvement in the translation classes. In conclusion, when the mean
scores in all of items were considered, a significant difference was clearly observed
between the students’ attitudes before and after the study towards the teaching
method used in the translation classes. That is, the negative attitudes of most of the

students had turned positive after the study.

Table 4.2: Learner’s attitude towards self-assessment

Pre-study Post-study

Items SD D NI A SA  Mean SD D NI A SA  Mean
Item 9. I like taking an active f 3 9 7 12 7 3.28 2 6 10 12 8 3.47
role in the translation classes. % 79 23. 18 31. 18 53 15. 26. 31. 21.

7 4 6 4 8 3 6 1
Item 10. | can explore the f 4 14 1 14 5 3.05 _ 4 7 25 2 3.65
errors in my translation. % 10. 36. 26 36. 13. 10. 18. 65. 53

5 8 8 2 5 4 8

Item 11. | can determine the f 4 13 8 10 3 2.86 2 3 11 16 6 3.55
level of my performance in % 10. 34. 21. 26. 79 53 7.9 28. 42. 15.
translation. 5 2 1 8 9 1 8

Table 4.2 gives the quantitative results for the students’ attitudes towards self-
assessment before and after the study. Item 9 asks whether the learners like taking an
active role in the activities performed in the translation classes. Here, while the pre-
study indicated that nearly half of the students claimed to like taking an active role in
the translation classes, the post-study revealed a slight increase in this percentage
over that of the pre-study. In relation to this, the students were supposed to explore
their errors and to determine the levels of their performance in translation classes.
Here, Items 10 and 11 show their attitudes towards these two key components. The
pre-study indicated that fewer than half of the students were able to explore the
errors in their own translations. In the post-study, a high percentage of them claimed
that they could explore the errors. To this end, while nearly one quarter of the
students claimed in the pre-study that they could determine their own performance,
more than half of them claimed in the post-study that they could determine the level
of their own performance. In conclusion, the mean scores in all of the items revealed

attitudinal changes in the students after the study.
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Table 4.3: Learner’s negative attitude towards translation classes

Pre-study Post-study

Items SD D NI A SA  Mean SD D NI A SA  Mean
Item 12. The translation classes f 4 3 4 12 15 218 16 14 2 4 2 4.00
make me feel under pressure. % 10. 79 10. 31. 39 42. 36. 53 10. 53

5 5 6 5 1 8 5
Item 13. At the beginning of f 3 7 3 11 14 231 15 9 10 3 1 3.89
the translation classes, | am % 79 18 79 28. 36. 39. 23. 26. 79 26
already thinking about failure. 4 9 8 5 7 3
Item 14. When | am asked to f 1 9 5 12 11 239 16 12 5 4 1 4.00
check my translation, | hesitate % 2.6 23. 13. 31. 28 42. 31 13. 10. 26
for fear of finding my errors. 7 2 6 9 1 6 2 5
Item 15. I do not like joiningin  f 6 8 17 7 2.34 19 13 3 2 1 4.23
the activities in the translation % 15. 21. 44, 18 50 34. 79 53 26
classes. 8 1 7 4 2

In this phase, the students’ negative attitudes towards the translation classes were
taken into the consideration; and here, Table 4.3 gives the quantitative results. The
results of Item 12 indicate that, before the study, a high percentage of the students
felt under pressure in the translation classes. This percentage decreased to a low level
after the study, when most of the students stated that they did not feel under pressure.
For Item 13, the results of the pre-study revealed that, while most of the students
accepted failure at the beginning of the translation classes, the post-study showed
that virtually none of the students now accepted failure. Item 14 examines whether
the students hesitate in finding their errors in the translation classes. Although the
pre-study showed that a high percentage of the students hesitated to find their errors
when they were asked to check their own translations, in the post-study this
percentage had diminished markedly. The results of the factors mentioned above
reveal changes in the students’ eagerness to join in the translation class activities. In
other words, whereas, originally, a high percentage of the students stated that they
did not want to join in the activities used in the translation classes, the post-study
revealed that most of them had become eager to participate. In conclusion, the mean
scores in all of the items showed the extent to which the learners’ attitudes towards

translation classes had changed after the study, when compared to before it.
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Table 4.4: Learner’s positive attitude towards his/her own improvement in

vocabulary and grammar

Pre-study Post-study
Items SD D NI A SA  Mean SD D NI A SA  Mean
Item 16. During translation, f 2 5 6 10 15 381 2 1 4 16 15 4.07
when | find my own mistakein % 53 13. 15, 26. 39. 53 26 10. 42. 39.
a sentence and correct it, | feel 2 8 3 5 5 1 5
more eager to translate the next
sentence(s).
Item 17. | have recognized that f 7 17 4 7 3 2.52 4 5 7 17 5 3.36
my grammar has improved in % 18. 44. 10. 18. 79 10. 13. 18. 44. 13
the translation classes. 4 7 5 4 5 2 4 7 2
Item 18. Thanks to translation, f 3 8 1 16 10 357 4 3 20 11  4.00
| have made an improvementin % 79 21. 2.6 42. 26. 100 79 52, 28
vocabulary. 1 1 3 5 6 9

This phase of the questionnaire is related to the students’ positive attitudes towards
their improvements in vocabulary and grammar. Item 16 indicates that more than
half of the students claimed to feel eager when they found and corrected their own
mistakes in the pre-study. However, the post-study showed that this percentage had
increased to a higher level, and that a higher percentage of them claimed to feel eager
to translate when they corrected their own mistakes. In this sense, their eagerness to
translate had a positive effect upon improving their vocabulary and grammar. In this
respect, the results for Items 17 and 18 show the upward swing in the students’
attitude towards their improvement in vocabulary and grammar. Consequently, the

results of the mean scores in these items supported the interpretation made above.

Table 4.5: Learner’s negative attitude towards peer-assessment

Pre-study Post-study
Items SD D NI A SA Mean SD D NI A SA Mean
Item 19. | am distracted when f 5 5 7 14 7 2.65 12 16 6 1 3 3.86
my friends correct my % 13. 13. 18. 36. 18. 31. 42. 15. 26 79
mistakes. 2 2 4 8 4 6 1 8
Item 20. | do not want my f 2 8 3 16 9 242 17 11 4 3 3 3.94
friends to correct my mistake(s) % 53 21. 7.9 42. 23 44. 28. 10. 79 79
in the translation classes. 1 1 7 7 9 5

Table 4.5 deals with the students’ negative attitudes towards peer-assessment. Here,
Items 19 and 20 show that they experienced positive attitudinal changes towards
peer-assessment. In other words, whereas a high percentage of the students originally
claimed to be distracted when they were corrected by their peers, and so reluctant to
participate in activities involving peer-assessment, in contrast, the post-study

revealed that they had gained a positive attitude towards peer-assessment. Likewise,
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the mean scores of these two items support the finding that the students showed

positive attitudinal changes over time.

Table 4.6: Learner’s positive attitude towards peer-assessment

Pre-study Post-study

Items SD D NI A SA  Mean SD D NI A SA Mean
Item 21. Sometimes, Ineedmy f 3 6 1 19 9 3.65 5 4 1 19 9 3.60
friend’s help while translatinga % 79 15. 26 50 23. 13. 10. 26 50 23
text. 8 7 2 5 7
Item 22. | enjoy working in a f 10 7 13 7 1 2.52 9 6 11 10 2 2.73
group while translating a text. % 26. 18. 34. 18. 26 23. 15, 28. 26. 53

3 4 2 4 7 8 9 3

In contrast to Table 4.5, Table 4.6 gives the students’ positive attitudes towards peer-
assessment. However, the results of the tables support each other in terms of positive
attitudinal changes. According to the results for Items 21 and 22, it may be
concluded that there was an increase in positive attitude in the process from the pre-

study to the post-study.

Table 4.7: Learner’s general negative attitude towards translation classes

Pre-study Post-study
Items SD D NI A SA  Mean SD D NI A SA Mean
Item 23. | do not think that | f 3 6 4 20 5 2.52 14 16 5 2 1 4.05
have made any progress in the % 79 15. 10. 52. 13 36. 42. 13. 53 26
translation classes. 8 5 6 2 8 1 2
Item 24. | do not find the f 3 10 3 10 12 252 18 16 1 2 1 4.26
content of translation classes % 79 26. 79 26. 31 47. 42. 26 53 26
beneficial for foreign language 3 3 6 4 1

learning.

Table 4.7 gives the students’ general negative attitudes towards their own translation
classes. According to Item 23, while in the pre-study most of the students claimed
that they did not make any progress in their own translation classes, the post-study
showed that nearly all of them had made progress. Similar results are present in Item
24. While more than half of the students originally claimed that they did not find the
content of the translation classes beneficial for their foreign language learning, the
results of the post-study indicated that nearly all of them found it beneficial. The

mean scores reveal that the students’ negative attitudes had turned positive.
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Table 4.8: Results of paired sample t-test

Mean N Std. 95% Confidence Interval of t df Sig. (2-tailed)
Deviation the Difference
Lower Upper
Pre-study 2.9013 38 74326 -1.12369 -.63508 -7.293 37 .000
Post-study 3.7807 38

To confirm the descriptive results, a paired sample t-test, used for the comparison of
two paired sample means at intervals (McCrum-Gardner, 2008), was performed to
measure the students’ attitudinal changes. In this respect, Table 4.8 gives the results
of the t-test, indicating that it is significant at p value (p < .05). That is to say, the
students in the study showed an attitudinal change towards translation classes. The
mean difference between the pre- and post-studies indicates that this attitudinal
change is positive as it shows an upward trend.

4.2.3 Conclusion

When the data gathered qualitatively and quantitatively is considered, both the
interviews, which nearly half of the participants completed, and the translation
questionnaire, which aimed to investigate the attitudinal changes of all of the
students’ related to the translation classes, revealed that their negative attitudes had
been transformed into positive ones. In other words, the process between pre-study
and post-study showed a tendency to promote a positive attitude. In this respect, the

following recurring themes came to the fore.

In the first step, the negative opinions of the students related to the translation classes
were replaced by positive ones. This is because, while the most of the students
thought that the content of the pre-study translation classes was inadequate for their
improvement in translation or for their careers after the university; after the study,
they stated that the translation classes enabled them to feel at ease, self-confident and
eager for in-class participation. In addition, the students who were indifferent and
inactive in the translation classes were engaged in the process with the help of the
strategies of AfL.

In the second step, it was found that the weak and strong samples in the translation
classes were beneficial for the students, because the intensive error analyses in which

they took part enabled them to construct a background before producing their own

86



translations. As a result, they were able to differentiate the weak translation from the
strong translation, which they experienced first. Although the students had some
difficulties in translating the informative texts, the process showed that they were

able to make an improvement in translation.

In the third step, the process in the study indicated that nearly all of the students
began to believe in the positive effect of self-and peer-assessment, and showed a
positive attitudinal tendency towards the two. This was because they gained the

opportunity to assess their own translations from different perspectives.

Finally, although the students had been able to find some mistakes in their own
translations, this method helped them to determine the sources of the mistakes that
they frequently made. This had a positive impact upon their translation, self-
confidence and ability to undertake self- and peer-assessment. That is, in the process,
all of the students were enabled to take responsibility for observing their own
improvement, and so they tried to do the best that they could.

4.3 The Implementation of the Seven Strategies of AfL in a Translation Class

The present study highlighted the significance of the formative approach and its
implementation in translation classes. In this respect, the key aspect of the study was
to design the translation classes from English to Turkish according to the seven
strategies of AfL. Here, the steps of the seven strategies of AfL were implemented
respectively, and the content of the translation classes was formed on this basis.
Accordingly, the steps and the principles of the seven strategies of AfL were defined
as follows:

4.3.1 Where am | going?

The first phase of AfL was related to the implementation of Strategies 1 and 2
involving, respectively, providing clear learning targets and the use of strong and
weak work. These two strategies are enabling strategies for the next Strategies, 3 and
4 (Chappuis, 2015). The following two sections illustrate how these two strategies
were adapted to and implemented in the translation classes in which text-translation

from English to Turkish was undertaken.
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4.3.1.1 Strategy 1: Provide a clear and understandable vision of the learning
target

This strategy involves clear learning targets, which are given in student-friendly
language. The main purpose, here, is to enable the learners to understand the learning
targets before the lesson and to show them the destination at the end of the process.
To provide a clear learning target, the types of learning target should be identified in

terms of knowledge, reasoning, skill, and product-levels (Chappuis, 2015).

Based on the first strategy mentioned above, the learning targets were given in
student-friendly language at the beginning of the lesson. While giving the learning
target, the phrase ‘we are learning’ was preferred to attract the students’ attention
and to make them feel a part of the learning process. In addition, this phase of the
study was associated with Skopos Theory. This is because the Skopos Theory, which
was put forth by Hans J. Vermeer and means “‘aim’’ and ‘“purpose’’ in Greek, was a
functionalist theory (Pym, 2010). In this respect, the theory put forth two significant
terms: a) function, related to the source text and its recipient, b) intention, indicating
the relationship between sender and receiver (Jabir, 2006). In this sense, the skopos
of the target text is determined by the initiator of the translation, and the skopos here
is limited by the target text user in terms of the user’s situation and cultural
background. Here, two key rules play a significant role: a) the coherence rule,
involving the coherency of the target-text for the user’s comprehension, and b) the
fidelity rule, based on intertextual coherency. In this respect, the skopos of the
translation and the role of translator determine the direction of the translation

between source-text and target-text (Schaffner, 1998).

Given the information mentioned above, the translation process is carried out by the
translator by considering the skopos of the target-text, and the initiator’s needs and
expectations. That is to say, the translator should organize the translation process
before starting the translation so as to meet the initiator’s needs. To this end, the
students in the present study were encouraged to take part in an activity to create a
scenario, after the learning targets were given clearly. The activity, the aim of which
was to form a background related to the texts to be translated and to raise the
students’ awareness towards the translation process, was undertaken in the first

strategy. Here, the students preferred group-work or pair-work for identifying the
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Skopos of the text to be translated. The design of the activity for creating a scenario

is given below.

The title of the text

The type of the text

The initiator of the translation
The initiator’s demand

The purpose of the translation

The process of translation

The activity was performed in the classroom setting, after the learning targets were

given clearly by the teacher and just before the analyses of the weak and strong

translation samples. The following extracts, retrieved from among four text types,

illustrate the process of creating a scenario and the improvements made in the

process.

Extract 1 (retrieved from the text related to User’s Manual):

The type of the text: Informative text type.

The initiator of the translation: The company manufacturing the product.

The initiator’s demand: The translation must be clear and understandable as it
will be used as a reference book. Also, the images in the user’s manual will
be translated.

The purpose of the translation: The purpose of the translation is to inform the
users about how use the product.

The process of translation: The translation will be completed according to
deadline, and it will be translated clearly enough for users’ comprehension.
Meanwhile, the technical terms will be found and translated according to the

content of the user’s manual. (Students 8 and 17)

Extract 2 (retrieved from the text involving terms and conditions of a contract):

The type of the text: Informative text type.

The initiator of the translation: The distributor of Time Magazine in Turkey.
The initiator’s demand: A clear translation of the terms and conditions to
provide an agreement between the company and the one giving

advertisement.
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e The purpose of the translation: To inform the two sides—the company and the
one giving advertisement—about the terms and conditions of the
advertisement.

e The process of translation: All the terms and conditions will be translated
according to the content of the contract. All items will be translated without
adding any comment, but if necessary, some items can be interpreted by

paraphrasing. (Students 1, 6, 7, and 27)
Extract 3 (retrieved from the text related to economy):

e The type of the text: Informative text type.

e The initiator of the translation: The Central Bank in Turkey.

e The initiator’s demand: The translation the report of IMF related to the
month, October, should be understandable enough for the Turkish investors.

e The purpose of the translation: According to the results of the report, the
purpose of the translation is to inform the Turkish investors and to be helpful
for their investments.

e The process of translation: Considering the cultural values in Turkey, the
translation will be made. If necessary, some phrases can be paraphrased.
(Students 2, 28)

Extract 4 (retrieved from the text concerning a news article):

e The type of the text: Informative text type.

e The initiator of the translation: News Agency.

e The initiator’s demand: The correct information about the news must be
given as it will inform the public.

e The purpose of the translation: The purpose is to provide news to the
agencies.

e The process of translation: As it is aimed at informing the public, the duration
will be short, so the translation should be made immediately by considering
the cultural values and without making any comment. (Students 12, 21, and
29)

The first step in Strategy 1 involved the presentation of clear learning targets to the
students before they began the act of translation. After the learning targets had been
given at the beginning of the lesson, the students were encouraged to engage in an
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intensive learning process, in which the learning objectives were realized
respectively. These were knowledge, reasoning, skill, and product-levels (Chappuis,
2015).

In the second step, the activity mentioned above, which aimed at raising text
awareness, enabled the students to consider the factors outside the text, as well as the
linguistic features. Here, the students were able to create a scenario about the
definition of the job before the act of translation, and so they realized that a text
involved not only linguistic features, such as words, phrases and sentences, but also
other factors outside the text. Consideration of these two elements guided them in the
act of translation. As such, they were able to determine the direction of the
translation they would make, having comprehended that the translation of a text
could gain meaning through the consideration both of its content and of the elements
surrounding it. That is to say, the process in this step showed the students that a good
interpretation had to take account both of factors outside the text and of linguistic

features of the text.

The last step of this phase was to develop a rubric for the next step. During the pilot
study, the students were observed to be unable to create adequate criteria for the
rubric. Hence, the researcher created the rubric used in the main study with the help
of a native expert. In the main study, the students revised this rubric instead of
creating a new one. In other words, the rubric was revised with the students to avoid
any shortcomings which might affect its usefulness in Strategy 2, in which strong
and weak samples of translation would be analyzed. In the process of revising the
rubric, the students shared their ideas about the content of the rubric with the
instructor. The process showed that studying a rubric prepared in advance was
beneficial for the students, in relation to interpreting the criteria and expressing their
thoughts about the content of the rubric in terms of assessment. This enabled the time
allocated for the lesson to be used effectively and efficiently.

4.3.1.2 Strategy 2: Use examples and models of strong and weak work

This strategy was the stage involving analyses of strong and weak samples of
translation from English to Turkish. The students used a translation rubric which was
created according to Mona Baker’s book titled In Other Words. First of all, a strong

sample of translation was given, and then a weak sample. The main aim, here, was to
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teach the correct form of translation by showing first the strong sample and then the
incorrect form to enable the students to see the differences between the two. In this
way, the students went through an assessment process to find the mistakes in the
texts, to identify the level of the translation accordingly, and finally to learn the
accurate form. In doing this, they were encouraged to assess the samples to
determine which one was strong or weak. Thus, the students were given the
opportunity to enhance their own assessment skills and to identify their own
strengths and weaknesses before the act of translation. In other words, the analyses of
strong and weak work enabled the learners to enhance their evaluative skills by
making judgments to define the accuracy or the level of quality of an assignment

(Chappuis, 2015). The implementation of this strategy was as follows:

In the first step, two types of translation were produced, one of which contained
translation of a high quality and the other translation of a low quality. Here, the same
source texts were used in both the strong and the weak samples; but the target texts
involved two translations, in the form of strong and weak samples. Mistakes related
to the terms of equivalency were placed deliberately into the weak samples. The
objective, here, was to teach these terms by exemplifying them within the texts, as
seen in the following extracts. A further aim was to encourage the students to find
these mistakes, and to identify which linguistic element was missing from the
sentence(s) and how its omission had caused the mistake. In the light of the
instructional design of the present teaching method, the anonymous strong sample of
translation was given first. Later, the students were asked to analyze the text and to
assess the quality of translation according to the analytic rubric developed for the
present study. In this process, they gave scores ranging from one to five to determine
the quality of translation as poor, inadequate, adequate, good or perfect. In addition,
while analyzing the text for the assessment, the students identified their own
strengths and weaknesses in relation to the current translation. The same procedure
mentioned was administered for the analysis of the weak sample. The texts used in

the strong and weak samples are given below:

Text 1: Translation of a User’s Manual: Nikon
(https://static.bhphotovideo.com/lit_files/272644.pdf)
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Text 2: Translation of a text related to a contract (Time Magazine 2018 Print
Advertising Terms and Conditions; https://www.timemediakit.com/wp-
content/uploads/2018/02/Europe_Print_TermsAndConditions.pdf)

Text 3: Translation of a text related to economy (IMF World Economic Outlook,
April 2018: Cyclical Upswing, Structural Change; April 17, 2018 — Executive
Summary;https://www.imf.org/en/search#g=executive%20summary%2Cthe%20

upswing&sort=relevancy)

Text 4: Translation of a text related to news (Trump wants America’s migration
problem to be like Europe’s;
https://www.washingtonpost.com/world/2018/10/25/trump-wants-americas-

migration-problem-be-like-europes/?utm_term=.50db5bf3f93c)

To illustrate the process of analysis of these two versions, the analyses of strong and
weak samples for one of the texts are given below. Here, the analyses were
performed according to Baker (1992).

Extract 1 (retrieved from the news text):

ST: For those who want and advocate for illegal immigration, just take a good
look at what has happened to Europe over the last five years. A total mess!
They only wish they had that decision to make over again.

TT (retrieved from the strong sample): Yasadisi gogii isteyen ve savunanlar,
sadece son bes yilda Avrupa’ya olanlara iyice bir bakin. Tam bir karmasa!

Onlar ....

The linguistic feature, here, was related to cohesion (reference). The pronoun
“They’’ in the second sentence refers to the phrase ‘‘Europe ...”°, but, in the weak

sample given below, there is an ambiguity related to the pronoun “‘They "’

TT (retrieved from the weak sample): Yasal gog¢ istemek ve savunmak
isteyenler i¢in, son bes yilda Avrupaya ne olduguna iyi bir géz atin.
Topyekiin bir kargasa! Sadece bir kez yenilemek i¢in bu karar1 vermelerini

ister.

As regards the mistakes in the weak sample, the first one was that the word ‘...
illegal ...”” was translated into the target text as “‘legal’’, indicating a morphological

mistake. When the other mistakes were considered, the phrases ‘... 4 total mess ...""
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and ‘... take a good look ...”’were translated into the target text as ‘... Topyekiin
kargasa ..."" and “‘... iyi bir géz atin ...”’. Here, the first lexical meanings of the
words were used, and so word-for-word translation was intended. As a result, the
rendering of the sentence was inadequate, as the interpretation was not of a high

quality.
Extract 2 (retrieved from the news text):

ST: As you have certainly heard by now, there’s a caravan of thousands
of migrants and asylum seekers slowly walking from central

America to the United States.

TT (retrieved from the strong sample): Su ana kadar kesinlikle duydugunuz
gibi, Orta Amerikadan Birlesik Devletlere yavasga yiirliyen binlerce

gdcmen ve siginmacidan olusan bir karavan kafilesi var.

TT (retrieved from the weak sample): Su ana kadar duyuldugu gibi, Orta
Amerika’dan  Birlesik Devletlere yavasca yiiriyen go¢men ve

siginmacilardan olusan binlerce karavanlar kafilesi var.

With reference to the mistakes in the weak sample, the translation of the phrase ‘‘As
you have certainly heard by now...”” was translated into the TT as ‘“Su ana kadar
duyuldugu gibi...”’, indicating an incorrect translation stemming from Voice
(Active/Passive). The active sentence was translated as a passive sentence, resulting
in a lack of information in the rendering. In addition to this, the phrase “*...a caravan
of thousands...”” was translated to the TT as ““... binlerce karavanlar...”’, which
caused an incorrect translation related to Number (Plural/Singular). Here, to show
the difference between the sentence in ST and its translated form in the weak sample,
the back-translation method was used to prove that the translation of the sentence in

the target text did not conform to its original form in the source text.

Back-translation from Turkish: As heard by now, there are thousands of
caravans consisting of migrants and asylums slowly walking from central

America to the United States.
Extract 3 (retrieved from the news text):

ST: It’s no surprise that Trump thinks Europe is a disaster area.
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TT (retrieved from the strong sample): Trump’in Avrupa’y1 bir felaket bolgesi

olarak diistinmesi sasirtict degil.

TT (retrieved from the weak sample): Trump Avrupa felaket bir bolgesidir

diye diisiiniir ve bu surpriz degil.

In the weak sample, the incorrect translation stemmed from the misinterpretation of
the cleft sentence. When the sentence in the target text was translated again to
compare its similarity to the original sentence in the source text, it was clear that the
translation of the sentence in the TT was not the same as the sentence in the ST, as

seen in the following:

Back-translation from Turkish: Trump thinks that Europe is a disaster

area, and this is not a surprise.

In conclusion, during the implementation of Strategy 2, the process of analysis of the
strong and weak samples revealed the issues described below. The challenges that
the students faced and the ways in which they overcame these challenges in the

process are also given below.

Firstly, it was observed that some of the students had difficulties while using the
rubric, particularly with the first text and partially with the second text, because they
were experiencing such a teaching process for the first time. However, the process
showed that they had overcome this difficulty in the other two text-types. This was
because they had made significant progress in learning the terms related to
equivalency, which enabled them to use the rubric accurately while analyzing the

texts.

Then, the findings in this phase showed that, while most of the students could not
identify the source of the mistakes in the weak samples at first, they began to
determine the source of the mistakes in the following weeks. That is to say, it was
determined that the students had corrected mistakes unwittingly at the beginning of
the study; but, later, it was observed that they were able to analyze and assess the
texts involving strong and weak samples of translation by considering the source of
the mistakes in the sentences. Here, the back-translation method was used, when
needed, to show the differences between a sentence in the ST and its translated
version in the TT. This method was observed to have a significant positive effect

upon students’ progress in this area. The scores given to the samples by the students
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in the study revealed that nearly all of them had gained assessment skills; that is to
say, they succeeded in scoring the weak sample as either poor or inadequate, but the

strong sample as adequate or good.

Next, observation in the classroom setting showed that the two-types of translation
activity, involving strong and weak samples, was sufficient for the students to form a
background before they began to produce their own translations. The findings
obtained from focus-group interviews, administered to the students after completion
of each session, revealed that there was a general a consensus of opinion on the
efficacy of the strong and weak samples, in terms of gaining assessment skills. As
can be seen in the following extracts, retrieved from the focus-group interviews, the
students agreed on the statement that the strong and weak samples, taken together,
were sufficient for them to make an improvement, and that a sample of moderate-
level translation was not necessary. Here, it is clearly seen that their points of view
related to the use of a moderate level of translation did not change in the process.

Extract 4 (retrieved from the focus-group interview about the translation of the text
1):

“There was no need for intermediate level of translation, these two types of
translation examples were enough for us to create a background on the text that
we translated and to distinguish the differences between a good translation and
a low level translation. Meanwhile, our translations were already a medium-
level translation.”” (Students 8, 10, 11, 17, 19, 26)

Extract 5 (retrieved from the focus-group interview about the translation of the text
4):

“There was no need for a moderate level of translation. The strong and weak

sample of translations were adequate.’” (Students 1, 2, 6, 27, 28, 32)

Finally, it was observed that strong and weak samples enabled the students to form a
background related to the text type they would translate in the next step and to
identify their strengths and weaknesses related to the content of the text that they
analyzed and assessed. The completion of this phase, in which they identified their
strengths and weaknesses, enabled them to fill the gap in their knowledge ready for
another step in which they would produce their own translations.

96



4.3.2 Where am | now?

The second phase of the AfL was related, respectively, to giving effective feedback
and teaching students how to self-assess and to set goals for the next steps (Chappuis,
2015). In this phase, the students, who had gained a background in the previous two
strategies, were supported with effective feedback and were then encouraged to
assess the quality of translation. The following sections illustrate how these two
strategies were implemented in translation classes; the kinds of challenges the
students faced during implementation; and how they overcame these challenges in

the process.

4.3.2.1 Strategy 3: Offer regular descriptive feedback during learning

In this process, effective feedback is given to help the students to determine the
extent of the gap between their existing knowledge and desired performance. Here,
the main aim is to help the students to identify their strengths and weaknesses in
accordance with the learning targets which they are expected to achieve (Chappuis,
2015).

In the light of the information given above, the feedback was designed not to give the
students direct instruction about how to correct a mistake, but to encourage them to
correct it by getting to the source of the mistake. By doing so, the students would
become aware of their existing knowledge in the translation. In the study, effective
feedback was given during the analyses of strong and weak samples, and also on the
students’ own translation drafts after they had completed them. While analyzing and
assessing a strong sample, the students were not given feedback about why it
involved a high quality of translation when compared with the weak sample. Instead,
the students were supported with oral or written feedback during the analyses of the
weak samples. Here, feedback was given on sentences marked in either yellow or
red. The following extract illustrates how feedback was given while analyzing a

weak sample in the study.
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Extract 1 (retrieved from the weak sample):

An inadequate ST: As you have certainly heard by now, ...
translation because
of the mistake TT: Su ana kadar duyuldugu gibi, ... (Students 1,

stemming from
voice (passive/
active).

12, 20, 26, 34)

Back-translated from Turkish: As heard so far, ...

As seen in the extract given above, the mistake causing a lack of information in the
translation could not be identified by five students. Hence, these students highlighted
the sentence involving an inadequate translation in red. Instead of giving them direct
instruction about how to correct the translation, the source of the mistake was given,
as in the script inserted on the left-hand side of the translation. In this way, the
teaching and learning of the terms related to equivalency became easy and
permanent, as the students were active in correcting the mistake. Here, the back-
translation method was also used, when needed, because showing the difference
between the two sentences proved effective in enabling some students to perceive the
source of the mistake and how to correct it. While giving feedback on the students’

own translations, the same method was used as in Extract 1.

It was observed that the students who received feedback as in Extract 1, given above,
became more careful about translating active and passive sentences. The researcher
determined that, when producing their own translations, these students translated an
active sentence to an active sentence and a passive sentence to a passive sentence, as

in the following extracts, which illustrate the improvement in this area.
Extract 2 (retrieved from the text that the students translated):
ST: More than 151.000 Central Americans were detained in 2006 ...

TT: 2016’da 151.000°den fazla Orta Amerikali géz altina alindi ...
(Students 1, 12, 20).

TT: 151.000°den fazla Orta Amerikali 2016 yilinda g6z altina alindi ...
(Students 26, 34).

Almost all of the students in the study stated that the way they were given feedback

in the classroom setting positively affected their ability to overcome their weaknesses
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in translation. The qualitative data gathered from focus-group interviews and student
diaries confirmed this statement. The following extracts were selected to illustrate

the students’ views related to the way they received feedback in the process.

““Thanks to the feedbacks I received from my teacher and my friends related to
the sentences which | could not translate, 1 was able to identify my own

mistakes and correct them.’” (Student 5)
““The given feedbacks were beneficial and improving.’” (Student 6)

““‘I was able to correct my own mistake through the feedback that the teacher

gave.”’ (Student 7)

“I received the necessary feedback in the parts of the texts that | considered

necessary.’’ (Student 15)

‘I think the way in which the feedback was given was sufficient and useful

because it made it easier for us to understand our mistakes.’’ (Student 30)

Based on in-class observation, the data gathered from the students’ translation drafts,
focus-group interviews, and the diaries which they kept regularly, the following key

factors can be said to have come to the fore in the implementation of Strategy 3.

Firstly, the way feedback was given in the present study enabled the students to
engage in the process of teaching and learning. That is to say, the feedback made the
students think about the source of a mistake, take action to work on it, and ultimately

learn the intended learning target through the identification of mistakes.

Secondly, the method of giving feedback made the students identify their weaknesses
and become aware of their strengths. Here, the feedback they received made them
perceive the extent of their self-efficacy in translation classes. That is to say, they
began to climb the learning ladder; they overcame one of their weaknesses with each
step; and so they made the improvement permanent in their translation classes. To
render the improvement more effective, the researcher gave next-step feedback
(intervention feedback) to some students in consideration of weaknesses that they
were not able to overcome at that moment, and that they would have to deal with in

the translation of the next text.

Thirdly, as the students in the study were enabled, through the feedback that they

received, to find their own mistakes and correct them, they no longer hesitated for
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fear of making mistakes. In other words, it was observed that the process helped
them to gain self-confidence in translation classes. This attitudinal change affected
them positively in transferring their knowledge to their peers through peer-feedback.
The peer-feedback in the study was given twice, first during the analyses of weak
samples and then in the assessment of the students’ own translations. While
analyzing the weak samples, the students were asked to do pair-work to share their
knowledge, and they gave each other oral feedback with a peer-conference, in which
they discussed the quality of the translation, in accordance with the rubric used in the
study. That is to say, one of them gave further information related to the points in
which the other remained weak in translation, or vice versa. The second kind of
feedback was given during the assessment of the translations that the students
produced themselves. Here, written peer-feedback was given. According to the
aforementioned findings, attained from semi-structured interviews and focus group
interviews, whereas most of the students were hesitant about giving or receiving
peer-feedback at the beginning of the study, later they managed to cope with the fear
of assessing or being assessed. In other words, it was determined that, originally, the
students were constantly hesitant about making mistakes, and that they feared that
the mistakes they made would be seen by their own peers. However, it was observed
that they overcame this challenge within the process of the study and that, in the
assessment, they began to give more importance to their peers’ points of view, which

they would have ignored at the beginning of the study.

Finally, giving written feedback on the sentences marked in red, and oral feedback
on those marked in yellow made the students more willing to learn in translation
classes. The reason why oral feedback was given on the sentences marked in yellow
was that the students were not sure of the mistake here; but, after receiving oral
feedback on the sentences marked in yellow, it was observed that they were able to
identify the source of the mistake and correct it easily. On the other hand, the reason
why written feedback was given on the sentences marked in red was that the students
did not know about what caused the mistake. Here, written feedback was more
beneficial for them because it enabled them to see the differences between the
sentences in the ST and their translated versions in the TT. In addition, the written
feedback was supported by the back-translation method to make it easier for the

students to understand the mistake or how information was lacking in the translation.
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Last but not least, it was determined that giving feedback in terms of the parts that
the students marked was more effective in learning. This is because the process
showed that giving feedback in relation to parts determined by the teacher might

distract the students due to overload of information.

4.3.2.2 Strategy 4: Teach students to self-assess and set goals for next steps

After going through the previous three stages, the students are oriented to self-assess
and set goals for the next steps, in accordance with the learning targets. In this sense,
Strategy 4 enables the students to regulate themselves, in accordance with learning
targets determined beforehand. To enable students to become self-regulated and self-
assessed learners, the impact of self-assessment on a student’s achievement is
monitored, and all of the students are taught how to monitor and regulate themselves
in the process, which has four stages: self-assessment, justification, goal setting, and

action planning (Chappuis, 2015).

In the light of the prerequisites of Strategy 4, the present study enabled the students
to self-assess in order to identify their strengths and weaknesses, to set goals to
overcome their own weaknesses and to self-regulate accordingly. In this respect, the
students went through two processes: a) analyzing strong and weak samples of
translation that let the students practice how to assess a text translated from SL to TL
in terms of the level of its quality (Strategy 2), and b) self-assessing their own
translations to monitor if they could overcome weaknesses of their own, which they
identified in the second strategy, and set goals for the next step. In this strategy, the
students were informed that they would give scores to identify their performance
level in translation and to identify their strengths and weaknesses in this respect, not

to grade themselves.

Assessment of strong and weak samples

In this stage, the assessment activity administered in Strategy 2 was handled in terms
of how it affected the students’ improvement in self-assessment. From this
perspective, the comparison of these two samples gave the students an opportunity to
practice assessment before assessing their own translations. In other words, the two
samples enlightened the students about how to distinguish a high quality of
translation from a low one. After the assessment of strong and weak samples, the

students were asked to identify their own strengths and weaknesses ready for the next
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step in which they would produce their own translations. Here, the students were
oriented to mark the structures which they already knew in green, those about which
they were not sure in yellow, and those in which they considered themselves to be
weak in red. Later, they were supported with peer-feedback, in which they shared
their ideas in a three-minute conference, and teacher feedback, enabling them to
determine their level of knowledge in the process.

In respect of the assessment of these two kinds of translation sample, the quality of
which was not explained when they were distributed to the students, it was observed
that nearly all of the students were able to identify which translation sample was
weak and which one was strong. However, the process showed that most of the
students were not able to identify their own weaknesses, and that they did not
consider themselves sufficiently competent to assess the quality of the translation
while assessing the samples in the first weeks. As the process progressed, the
analyses of the students’ drafts and the qualitative data gathered from interviews
revealed that the activities involving the assessment of strong and weak samples,
performed before each text translation, enabled the students to identify their own
weaknesses. In addition, undertaking this kind of assessment, before performing self-
assessment, gave the students a background in assessment. In this regard,
examination of the students’ drafts showed that the majority of the students began to
move closer to each other in terms of the consistency of their evaluation in the
learning process. Indeed, it was determined that all of the students gave scores of 4
(Good) or 5 (Excellent), when assessing the quality of the translation in the strong
samples. Here, the scores given indicated that consensus existed among the students
on the quality of the translation in the strong samples, even though they assessed
these samples individually. Similar findings were made for the weak samples. The
process showed that the students generally gave scores ranging from 1 (poor) to 3
(adequate), while assessing the quality of translation in the weak samples. To
support the findings attained from the classroom observation and the students’ drafts
involving the assessment of the weak samples, the following analyses of the scores
which the students gave to the weak samples were performed, to prove the consensus

among the student raters.
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Table 4.9: Reliability of the scores given to the weak samples (Texts 1, 2, 3, 4)

Texts Mean  Std.Deviation Cronbach's Inter-ltem Correlation Matrix

used Alpha User’s Contract Economy News
Manual

User’s 2.3250 .64973 .895 1.000 .355 915 791

Manual

Contract 2.1250 .64087 .355 1.000 527 572

Economy 2.4000 .77828 915 527 1.000 .873

News 2.3750 77414 791 572 .873 1.00

As can be seen in Table 4.9, the value of Cronbach's alpha was found to be .895,
which indicates a high level of reliability on the part of the raters. In addition, the
mean score for each text was around 2 points, indicating that the raters identified the
quality level of the translations in the weak samples as inadequate, on the basis of
the rubric used in the study. However, although the raters displayed consensus in
terms of the assessment of translation quality, it was also necessary to reveal the key
factors affecting their improvement in assessment and the changes that they went
through in this process. In this respect, the following graph illustrates this process of

improvement.

Control Chart: TOTAL

—— TOTAL
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F—— U Spec=35

57 = Average = 215851
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Sigma level: 5

Figure 4.1: Control chart of the scores given to the weak samples (Texts 1, 2, 3, 4)

In the control chart above, the scores given to the weak samples are plotted over the
course of time, and the chart indicates how the range of scores given by the students
changed over time. The chart clearly reveals that the scores given in respect of the
quality of the weak samples were around the central line 2, with an average score of

2.1851, coinciding with the second dimension of the rubric (Inadequate). In addition,
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it is clearly seen that the process in which the students assessed the weak samples,
before they undertook their own translations, produced changes between the first
week and the last week. As the process progressed, its stability fluctuated towards the
end of the study and the range of distribution of the scores slightly widened. This is
because the students had made a significant improvement in learning the key terms
related to equivalency (i.e., aspect, voice, etc...). While assessing the quality of
translation in the weak samples, they considered the equivalency between the two
languages in relation to these key terms, and then assessed the quality of the
translation by getting to the source of the mistakes in the translations. The
distribution of the scores varied slightly because the students assessed the weak
samples individually. That is to say, over time, the students were able to identify the
source of the mistakes in the translations, and the assessment they made differed
slightly from one student to another. After they had assessed the samples
individually, they shared their ideas of assessment with their peers to judge the

quality of the translations correctly.

Thus, the control chart illustrates how the students’ assessment skills changed over
time. Here, the change was positive, and proved that they had improved. The
following extracts retrieved from focus-group interviews and students’ diaries

support the claim that this change was positive.

““After assessing the weak and strong translations, | identified what points I

should focus on in my own translation.”” (Student 9)
‘I know better how to score a translation.”” (Student 17)

‘I can share my knowledge with my peers and now | can manage to assess the

quality of a translation in consideration of what | learnt.”’ (Student 28)

In the process of doing the assessment practice, the students became aware of the
extent of their existing knowledge, and, so, were able to identify what they needed to
focus on to achieve a high quality of translation in the next step, in which they
produced their own translations. In this step, the students used traffic lights to mark
the sentences; and here, they marked, in red, the mistakes which made the translation
Poor or Inadequate. After assessing the samples, the students developed a personal
plan for overcoming the weaknesses which they deemed themselves to have, and

filling the gaps in their knowledge. The following extracts illustrate how the students
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made a plan to construct new knowledge onto their existing knowledge in
consideration of the intended goals.

Extract 1 (retrieved from student self-assessment form):
My strengths: I think that | am good at grammar in this text type.

What I think | need to work on vocabulary as | do not know the meanings

of some words and their near synonyms.
Peer’s Opinion:
Strengths: You are good at interpreting the text at word level.
Work on: | think you should work on grammar.
My Teacher’s Opinion
Strengths: You are good at analyzing the text at word level.

Work on: You should work on grammar, particularly syntax, and tense and

aspect.
My plan:
What | will do now is to work on vocabulary and grammar.

Next Time | will ask for feedback on the interpretation of vocabulary.
(Student 25)

All of the students were asked to fill in the form given above to identify the gaps in
their knowledge, during the analyses of the strong and weak samples. Filling in this
form enabled them to focus on one aspect of translation quality that they considered
would be a key factor in their own improvement. In addition, their peers and then
their teachers expressed their own opinions, which helped the students to identify any
weaknesses that they could not find by themselves. In this way, the students were
given the opportunity to evaluate their existing knowledge from different
perspectives and so to keep track of their improvement in the next step, in which they

produced their own translations.

Self-assessment and goal setting

The next part of this stage required the students to perform self-assessment of their

own translations. The previous activity, involving assessment of strong and weak
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samples, enabled the students to have experience in assessment. That is to say, they
gained a background in assessment before self-assessing their own translations.
While self-assessing their translations, the students used the analytical rubric which

was used in the assessment of the strong and weak samples.

To facilitate tracking of their improvement, the students were asked to fill in the self-
assessment form, which had been used after the assessment of weak and strong
samples, in respect of their own translations. The following extracts were retrieved
from the same student’s self-assessment form to illustrate how they kept track of

their improvement after the assessment of the strong and weak samples.
Extract 2:
My strengths: | think that | could interpret the text at word level.

What | think | need to work on vocabulary and grammar, because | am still

inadequate. Hence, | had difficulty in this text.

Peer’s Opinion:

Strengths: As you have improved in terms of grammar, your interpretation in
the text is good.

Work on: You should work on the related vocabulary a little more.

My teacher’s Opinion

Strengths: You are good at interpreting the text at word level.

Work on: Congratulations, you have come a long way in grammar, particularly

syntax, and tense and aspect. However, you should keep

improving.

My plan: What | will do now is to work on the texts involving terms and

conditions of a contract. (Student 25)

Extract 2 reveals that, at this stage, the student was still aware of her weaknesses and
that she had not been able to fill completely the gap in her knowledge in the process.
Here, it is clear that the student has been able to identify her weaknesses, set goals
for the next step and plan to fill the gap in her knowledge. The whole of the

procedure outlined above illustrates how the student was able to track her own
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improvement in the process. Similar findings were made in respect of the other

students in the study.

To support the qualitative data given above, all the scores gathered from self-
assessment, peer-assessment and teacher assessment were computed to show the
students’ improvement in assessment, particularly in self-assessment. The following
figures contain graphics showing the changes in the scores over time for each text
which the students translated after analyzing and assessing the strong and weak

samples.

Self-assessment
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Figure 4.2: Control chart of the scores gathered from self-assessment (Text 1)

Figure 4.2 gives the scores gathered from twenty-one students who self-assessed
their own translations, after practicing assessment of strong and weak samples of
translation. In the Figure given above, the mean score of self-assessment is above
three points, indicating that the students identified the quality level of their own
translations as between Adequate and Good, according the analytical rubric used in
the study. To prove the reliability of the self-assessment, the scores attained from

peer-assessment of the same students are given below.

107



Peer-assessment
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Figure 4.3: Control chart of the scores gathered from peer-assessment (Text 1)

The mean score in Figure 4.3 is slightly above three points, which means that the
scores for both self-and peer-assessment were on almost the same central line.
However, when the scores are taken into consideration individually, it is obvious that
there was a difference between self-and peer-assessment, particularly for some
students. After self- and peer-assessment, the same students’ translations were
assessed by the teacher while giving feedback. The following figure gives the scores

of teacher assessment.

Teacher's assessment
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Figure 4.4: Control chart of the scores gathered from teacher’s assessment (Text 1)
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Figure 4.4 gives the scores attained from the teacher assessment. Despite the
differences in the scores given to the translations of some students, the mean score in
this assessment is above three points, and the central line confirms the self-and peer-
assessment. However, the range over which the scores are distributed here also
indicates that some students had not been able to gain assessment skills or make
further improvement in identifying the mistakes they made in their own translations.

When these three assessments are taken together, the mean score in each is on a
central line above three points, referring to the level of adequacy of the translations.
In addition to this, the value of Cronbach’s alpha was found to be .844, indicating
that reliability was provided between the three assessments. As a result of these
findings, it is possible to say that self-assessment affected the students’ achievements

positively. That is to say, they demonstrated improvement in the first text translation.

The formative design in the present study required that the students’ improvements
in the process be monitored. In this sense, the assessment for the second text played a
significant role in determining how far the students had progressed in filling the gaps
in their knowledge. In this step, the number of the students who assessed the

translations efficiently was 28 and their scores were plotted, as follows.

Self-assessment
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Figure 4.5: Control chart of the scores gathered from self-assessment (Text 2)

The graph shows that the mean score attained from self-assessment was above 2

points, indicating that while nearly half of the students identified the quality of their
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own translations as adequate according the rubric, the other students identified the

quality of their translations as inadequate.

Peer-assessment
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Figure 4.6: Control chart of the scores gathered from peer-assessment (Text 2)

Figure 4.6 clearly reveals that the scores given by the students’ peers were slightly
different from those gathered from self-assessment. However, the mean score for
peer-assessment was 2.6643, indicating that self-and peer-assessment were consistent
with each other. That is to say, while some of the students identified their own level
in translation as inadequate, others identified it as adequate, and this assessment was
supported by peer-assessment, as shown by the scores plotted in Figures 4.5 and 4.6.

To support these two assessments, the teacher assessment was plotted, as follows.

Teacher's assessment
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Figure 4.7: Control chart of the scores gathered from teacher’s assessment (Text 2)
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The scores plotted above indicate that there was a significant range in the distribution
of scores between some students. This can be associated with the fact that some
students could not identify some kinds of mistake. However, the mean score in this
assessment was 2.5357, which was on almost the same central line as in the other

fwo assessments.

In summary, the mean score for each type of assessment was above two points and
near to three points, indicating that all three methods assessed the students’ mean
level of performance as being in the range from inadequate to adequate. To confirm
reliability, the value of Cronbach’s alpha was computed and found to be .906, which
indicates a high level of reliability.

To continually monitor individual improvement, the third step of this phase involved
the assessment of the third text translation. The scores gathered from twenty-one
students who efficiently performed self-and peer-assessment and the scores given to
these students by the teacher were plotted, as follows.

Self-assessment
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Figure 4.8: Control chart of the scores gathered from self-assessment (Text 3)

The scores plotted in Figure 4.8 reveal that the students’ self-assessed their own
translations as adequate according to the rubric. Here, the mean score was above
three points, indicating an upward trend, when compared to the self-assessment for
Texts 1 and 2. Although some students here self-assessed their translations as

inadequate, most of the students had reached a higher level of quality in their own
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translations, as they self-assessed their own translations as adequate. The scores for

self-assessment given here were supported by peer-assessment, as follows.

Peer-assessment
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Figure 4.9: Control chart of the scores gathered from peer-assessment (Text 3)

In Figure 4.9, the mean score attained from peer-assessment was above three points,
indicating that the students’ translations were adequate in terms of the rubric. The
fact that the distribution of the scores attained from peer-assessment was on a central
line above three points indicates that the scores gathered from self-and peer-
assessment are consistent in terms of identifying the quality of the students’

translations. To confirm these two assessments, the teacher’s assessment was plotted.

Teacher's assessment
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Figure 4.10: Control chart of the scores gathered from teacher’s assessment (Text 3)
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Figure 4.10 involved the scores that the teacher gave the students after they self-
assessed and were assessed by their peers. The mean score in the teacher’s
assessment was 3.6762 and the distribution of the scores was on the central line,
indicating that students had made an improvement that enabled them to achieve
scores ranging from 3 (Adequate) to 4 (Good). Here, the teacher’s assessment
supported the self-and peer-assessment, as the three types of assessment yielded

similar mean scores.

When the mean scores are taken into consideration, the results of the three types of
assessment are seen to be consistent with each other, because each of the mean
scores was above three points. Here, the Cronbach’s alpha value was computed and
found to be .793, which indicates an acceptable level of reliability among the raters.
When compared to the previous text assessments, the students were able to achieve a

higher level of quality in the translation of text 3.

The final step of this phase covered the assessment of text 4. This phase was
significant in terms of monitoring the last step in the students’ improvement in
translation. In this step, the scores of all twenty-five of the participating students
were plotted, as they all completed the assessment. That is to say, here, no value was

missing amongst the students’ assessments.
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Figure 4.11: Control chart of the scores gathered from self-assessment (Text 4)

Figure 4.11 gives the scores gathered from self-assessment. As seen in the figure, the

mean score was above three points, indicating that the quality levels of the
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translations were identified as adequate. When the figure is examined, it is obvious
that there is a difference between individuals. However, the distribution of the scores
is clustered around the central line, indicating that the levels of the translations were
about three points (Adequate). The scores attained from self-assessment were

supported by peer-assessment, as follows.
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Figure 4.12: Control chart of the scores gathered from peer-assessment (Text 4)

When the scores plotted in Figure 4.12 are considered, the peer-assessment is seen to
be consistent with the self-assessment, as the scores in both of them were clustered
around the central line, which referred to three points and over. In addition, the mean
score in the peer-assessment was also over three points, with a value close to that of
the self-assessment. In other words, the data in the figure given above makes it clear
that the tendency, in both self-and peer assessment, was in the same direction,
despite differences in some students. To ensure the validity of the scores from self-
and peer-assessment, the teacher assessed the students’ translations; the scores

gathered from this assessment are plotted below.
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Figure 4.13: Control chart of the scores gathered from teacher’s assessment (Text 4)

The above figure reveals that the mean score for the teacher’s assessment was above
three points, indicating that the students achieved a high quality of translation. In
addition, the mean score here corresponds with the mean scores in the self-and peer-
assessments. As in the self-and peer-assessments, the assessment here was clustered
around the central line, indicating that the students made a significant improvement

in translation in Text 4.

Taking the assessments for Text 4 together, the raters achieved consensus while
assessing the quality of the translation which the students made by themselves. The
similar mean scores attained from these various types of assessment prove this
consensus. In addition to this, the Cronbach’s alpha value was computed to
determine the level of reliability between the raters. This value was found to be .893,

which indicates a high level of reliability.

On the whole, the quantitative data given above indicates that the students in the
study achieved a significant improvement in assessment, as they provided consensus
in their assessments, with a high level of reliability. This achievement is evidence of
their improvement in translation during the process. In addition, the following
extracts, retrieved from focus-group interviews and students’ diaries support the view
that this kind of progress in self-assessment contributed to their improvement in

translation.

““‘Considering the beginning of the semester in this year, | feel to have
progressed in translation so far.”” (Student 6)
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‘‘Self-assessing and concurrently peer-assessing made me better in defining
my mistakes.”” (Student 16)

““With self-assessment, we took translation to a different dimension.”” (Student
21)

‘| perceive assessing my own paper as criticizing myself. | think it is self-
criticism and | believe it will benefit.”” (Student 35)

In conclusion, when the whole process of assessment was considered, the following
key factors and some challenges were identified during the implementation of
Strategy 4. In this respect, the key factors were identified in the light of the

qualitative data collecting tools.

First of all, the assessment of the strong and weak samples enabled the students to
acquire a background before they went through the process of self-assessment and
peer-assessment. Here, they managed to achieve consensus in terms of the scores that
they gave to the samples they assessed, indicating that they made a significant
improvement while assessing the quality level of the translations. By performing
assessment activities before producing their own translation the students were able to
make a gradual improvement in translation. In other words, self-assessment took

them one step further in translation.

Next, the students were able to determine and plan a route of their own for
improvement. However, their progress on this route was observed to be slow but
steady. At the beginning of the study, despite performing an assessment activity, the
students had difficulty in justifying the scores given. In the following weeks,
however, they overcame such difficulties by carefully planning the next step, in
which they focused on their weaknesses. Each student developed an action plan to
overcome their difficulties and to reach the intended learning targets in the process

which they had not yet mastered.

Moreover, as far as their weaknesses were concerned, it was determined that,
although the students were not able to identify the mistakes at the beginning of the
study, later, as they gained experience in assessment, they managed to focus on the
errors that caused an inadequate translation and to identify the weaknesses which
they deemed themselves to have in that text translation.
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Finally, although the students went through an intense process of text analysis and,
so, sometimes felt confused while making assessment, they succeeded in keeping
track of their own improvement. In this phase, the process showed that the students
were able to make a gradual improvement in assessment, justification, goal setting,

and action planning.

4.3.3 How can I close the gap?

The last step of the strategies dealt with the process in which the students were
oriented to close the gaps in their knowledge. This phase covered Strategies 5, 6 and
7. In the following sections, the ways in which these strategies were applied in the
translation courses and, accordingly, the difficulties that might arise are identified

and discussed in detail.

4.3.3.1 Strategy 5: Use evidence of student learning needs to determine next

steps in teaching

In this strategy, a feedback loop is created by the instructor to identify what learners
have or have not achieved in consideration of the intended learning targets. Here, the
instructor provides a repertoire approaches to diagnose the learners’ needs in learning
and to identify incomplete understanding, misconceptions and flawed reasoning
(Chappuis, 2015). To sum up, this strategy covers the process of diagnosing the

learner’s needs in learning.

In the light of the information given above, the students in the present study were
oriented to return to their own translations to identify what they had or had not
achieved until that moment. And here, they were asked to review the strengths and
weaknesses which they identified previously and to determine what they had
overcome in terms of their weaknesses. While identifying their weaknesses here,
they considered the whole process, which covered the feedback they received from
the teacher, the scores of the self-and peer-assessments and the teacher’s assessment,

and their plans to overcome the weaknesses identified previously.

In the study, the students who needed help were determined in two ways. Firstly,
based on the assessment scores in Strategy 4, the students who produced a low level
of quality in translation were identified and given priority in terms of diagnosing

what they needed to improve their learning; and they attempted to remedy the gaps in
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their knowledge in the translation of that text accordingly. Secondly, the students
who asked for feedback were selected and given feedback in terms of weaknesses of
their own which they had not yet been able to overcome. While diagnosing their
needs, their mistakes and the assessments performed in the process were taken into
consideration. This approach was taken because the design of the present study
involved the performance of error analysis in the translation classes and the
identification of the types of mistake made, as a means to enhancing the students’
improvement. Here, the main goal was to prevent an error from becoming a mistake.
Ellis (1997) stated that error and mistake are different from each other and explained
that:
Errors reflect gaps in a learner’s knowledge; they occur because the learner does not

know what is correct. Mistakes reflect occasional lapses in performance; they occur

because, in a particular instance, the learner is unable to perform what he or she knows
(p. 17).

In this respect, it might be concluded that if the students were unable to overcome
their weaknesses in the process, they would continue showing a low level of
performance in their translations because of these weaknesses. To prevent this, the
students were given relevant knowledge to enable them to cope with the weaknesses
which they had identified while assessing both the samples of translation of a high
and low quality and their own translations. In other words, they attempted to identify
the gaps in their knowledge with the help of the teacher, in this phase. The following
extracts illustrate the students’ points of view and were retrieved from the student

diaries which they kept after completing the translation of each text.
‘I can determine more targets for myself every day.’’ (Student 6)

‘I could manage to focus on one of my weaknesses which I mostly had. In the
next step, | think that my translation will be better, particularly in terms of

conjunctions.”” (Student 8)
‘I had difficulty about coherence and conjunctions.”” (Student 9)

“l have inadequate knowledge in the consistency between subject and
predicate (Voice).”” (Student 10)

“While making my own translation, | should focus on the interpretation of the

words considering the content of the text.”’ (Student 12)

118



“l had difficulty at word level and grammatical level, particularly
conjunctions. However, | feel that | have made a little improvement in this
area.”’ (Student 13)

‘| focused on particularly grammar among the other learning targets, and I

believe to have made little improvement in grammar.’” (Student 28)

““l had difficulty in translating sentences with complex structures.”” (Student
30)

As may be understood from the statements in the extracts given above, the students
were able to overcome their weaknesses to some extent. However, this achievement
was not sufficient for them to be able to reach the level of translation which had been
determined previously, in accordance with the intended learning targets. In this
respect, as the students were able to identify the aspect of feedback they needed in
this step, they were given enough scaffolding in the next step to enable them to
overcome any weaknesses which, up to this phase, they had not been able to

overcome alone.

In respect of the errors which caused a low level of translation in the texts which the
students translated, the key factors mentioned above, incomplete understanding,
misconceptions and flawed reasoning (Chappuis, 2015), guided the process in which
the students’ learning needs were diagnosed. That is to say, the students’ learning
needs were classified under these key factors. The traffic lights, which they used
previously to determine the strengths and weaknesses in their own translations,
became beneficial in diagnosing the needs of the students in this process. Here, the
sentences marked in the color yellow were classified as incomplete understanding;
and the sentences marked in red were classified as mistakes stemming from
misconceptions or flawed reasoning. In this way, the students were able to identify
the gaps in their knowledge easily, and the teacher also could classify their learning
needs by considering this classification.

4.3.3.2 Strategy 6: Design focused instruction, followed by practice with
feedback

Strategy 6 involves scaffolding given by the instructor who narrows the cycle of the

lesson in terms of the misconceptions and difficulties identified in Strategy 5. Here,
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the students were given opportunity to review their own output and performance, in

the light of feedback given by the instructor (Chappuis, 2015).

Following Strategy 5, this strategy enabled the learners to take action to overcome
their misconceptions or the difficulties that they had experienced previously. To help
the students to overcome their weaknesses, the difficulties identified and categorized
in the previous strategy were handled with the students, in order to engage them in

the process of correcting the errors.

To prevent incomplete understanding, the sentences or the specific parts of the text
which had been marked in yellow by the students when they were not certain of
making a correct translation were chosen. Then, the sentences marked in yellow were
analyzed with the student again, and the incomplete translation was completed. The

following extract illustrates this improvement.
Extract 1 (retrieved from Text 3 that the students translated):

ST: While financial market conditions remain accommodative in advanced

economies, ...

TT: Gelismis ekonomilerde piyasa kusullar1 akict olmaya devam ediyor, ...

(Student 24)

In the extract given above, the student marked the conjunction While in yellow
although she knew the meaning of this conjunction. This was because she could not
interpret it in this sentence. In other words, she was not sure whether to give the
meaning of this conjunction in this sentence as an adverbial clause of time or as a
conjunction linking two different statements and expressing a contradiction. Here, to
prevent incomplete understanding, the student was given scaffolding to enable her to
use it as a linking word to express the contrast between the statements and she
interpreted it accordingly. As seen in the following extract, she could give the
contrast in the sentence and interpret it better when compared to the previous one

given in the extract above.

TT: Gelismis ekonomilerde piyasa kusullari akict olmaya devam etse de, ...

(Student 24)
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To prevent flawed reasoning, the students were advised not to generalize the rules
while making translation. This is because overgeneralization causes error (Ellis,
1997). In the light of the students’ drafts in translation, it was determined that some
students overgeneralized some terms of equivalency, particularly addition and
omission in this study. In the study, the students were encouraged to add or omit
some words to produce a high level of translation, when necessary. However, the
analyses of the students’ drafts revealed that some words or phrases were omitted
from the sentences when the students could not manage to interpret those words or
phrases according to the content of the text. In other words, they overgeneralized
here. Overgeneralization of these terms of equivalency caused a loss of information
and a low level of interpretation between the two texts. The back-translation method
was used to show the errors stemming from flawed reasoning, as in the following.
Here, it was observed that, when the back-translation method was used, the students
were able to see clearly the difference between the original form of the sentence in
the ST and its translated form in the TT,

Extract 2 (retrieved from Text 2 that the students translated):

ST: ... fires, acts of God or any other circumstances ...

TT: Yanglar, veya diger durumlarda ... (Student 5)

ST: The following are certain general terms and conditions ...
TT: Asagidakiler Time dergisi...genel kosullaridir. (Student 5)
Back translated from Turkish: The following are certain general conditions...

The last key factor was misconception, which generally caused a low level of
translation in the present study. It was determined that misconceptions occurred in
the analyses of the texts with respect to the terms of equivalency. Here, the students
generally could not identify the source of the low level of translation as they were not
able to internalize the terms at first. In addition, when the linguistic elements were
considered, they had difficulty in translating complex sentences with reduction.
While translating sentences involving reduction, they generally translated them by

ignoring its function in the sentence. However, the process showed that as they
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internalized some key rules and concepts, the low level of translation stemming from

misconceptions was replaced by a higher quality of translation over time.

As regards the implementation of these strategies, one can conclude that Strategy 6 is
the continuum of Strategy 5. In other words, a learner should first go through
Strategy 5 and then Strategy 6, as this sequence proved effective in constructing a
bridge in a feedback loop in which weaknesses were diagnosed and then the students
were encouraged to take action to overcome them with the help of the teacher. After
the students’ needs in the process were diagnosed in relation to those weaknesses
which they could not overcome by themselves, some key factors were identified
during the implementation of Strategy 6. In this regard, the errors that caused a
deficient translation were classified under three categories. Here, the students were
oriented to go back to their own translations. In the light of the categorization
mentioned above, the weaknesses that the students previously identified in their own
translations and could not overcome by themselves were handled together with the
teacher. Here, scaffolding was provided, when needed, to help the students to
overcome their weaknesses. In this context, the following extracts, retrieved from

student diaries, illustrate the students’ points of view.
I can identify my errors when | revise my paper.”’ (Student 8)

““I could identify my errors with the help of feedbacks and I will try not to do
the same mistakes in the next translation. This is because | know my errors. In
this process, | could manage to overcome my weaknesses with the help of my
peer.”’ (Student 16)

‘I could focus on one of the aspect which | mostly had difficulty. However, |
could manage to overcome these difficulties with the help of the strategies

which we have learnt.”” (Student 18)

““l can identify the difference between a correct sentence and an incorrect
one.”” (Student 25)

In Strategies 5 and 6 and the feedback loop which the students went through, they
first identified one aspect of the learning target that they considered themselves to
have difficulty with. Next, they specified it as an error to overcome. Then, they took
action to close the gap in their knowledge. And finally, they tried to achieve a high

quality of translation. The whole of this process was monitored by the teacher and
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the students were supported with scaffolding, when needed. In conclusion, the
sequence of Strategies 5 and 6 was found to be beneficial in the present study. It was
seen that first diagnosing learning needs and then teaching accordingly had a positive

effect upon the achievement of the intended goals of a translation class.

4.3.3.3 Strategy 7: Provide opportunities for students to track, reflect on, and
share their learning progress

Strategy 7 is the last stage of the AfL strategies. Here, learners look back in order to
monitor what they have or have not achieved. They keep track of their improvement
and reflect on the learning process. In other words, this stage is related to
metacognition (Chappuis, 2015).

In the light of the information given above, this phase of the study aimed to have the
students keep track of their progress during the process. In other words, they were
encouraged to develop metacognitive awareness, which would lead them to think
about their learning. Therefore, the students kept a portfolio to monitor their
improvement from the beginning of the semester to its end. While keeping the
portfolio, the students were encouraged to look back and to evaluate what they had or
had not achieved up to that time. The following extracts, retrieved from students’
dairies, show the students’ points of view as regards keeping a portfolio, and reveal

that keeping a portfolio was rather effective for them in monitoring their progress.

““I translated badly in the first weeks, but in the following weeks, | did better.”’
(Student 2)

“‘Keeping portfolio enabled me to monitor my progress.’’ (Student 6)

‘I keep my portfolio in my mobile phone. As such, it is easy to reach it and to

track my progress.’” (Students 8 and 17)

“Thanks to my portfolio, | can see that my translation is improving day by
day.”’ (Student 14)

“Now, | can identify the mistakes which | could not identify as a mistake
before.”” (Student 18)

‘I can monitor how | have improved myself in the process.”’ (Student 30)
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““When compared to the translations which | made in the first weeks, the rate
of making mistakes in my own translations was lower in the following weeks.”’
(Student 35)

As can be understood from the extracts given above, the students maintained their
portfolios regularly, and so were able to monitor their improvement in the process.
Here, it is obvious that they reflected successfully on their learning and evaluated the
rate of their improvement in the process. Moreover, their statements indicate that
they managed to fill the gaps in their knowledge in the process. In other words,
because they reflected on their learning, the students successfully attempted to self-
regulate themselves in the process.

To evaluate their own performance in the process, all of the students were oriented to
complete a holistic self-assessment rubric, in which they self-assessed their
performance according to each strategy implemented in the study. The following
control charts plot the scores given by the students, according to the strategies.

Self-assessment of individual performance in Strategy 1

— Strategy1
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Figure 4.14: Control chart of the scores gathered from self-assessment of individual

performance in Strategy 1

Here, the scores clustered around the central line indicate that the students self-
assessed their performance in Strategy 1 as being over three points and near to four
points, indicating that most of them could understand the learning targets given
before each text translation. In addition, the mean score, which was 3.5768, supports
this claim. Here, one can conclude that majority of students were able to achieve the

intended target in this strategy.
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Self-assessment of individual performance in Strategy 2
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Figure 4.15: Control chart of the scores gathered from self-assessment of individual

performance in Strategy 2

The scores in Figure 4.15 were given by the students to assess their own performance
in Strategy 2. The scores given are clustered around the central line, indicating that
most of the students self-assessed their performance as Good (Score 4). In addition,
the computed mean score (3.8377) confirms this claim. In the light of the statistical
information given in the figure, it might be concluded that all of the students
regarded their performance as more than adequate in the second strategy. This is
because all of them were able to distinguish between the texts involving a low level
of translation and those involving a high level.

Self-assessment of individual performance in Strategy 3
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Figure 4.16: Control chart of the scores gathered from self-assessment of individual

performance in Strategy 3
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Figure 4.16 gives the scores related to Strategy 3, in which the students received
feedback after the strong and weak samples and their own translations, and identified
their strengths and weaknesses accordingly. Here, the scores clustered around the
central line indicate that most of the students self-assessed their performance as

being above adequate, which is confirmed by the mean score (3.6338).

Self-assessment of individual performance in Strategy 4

— Strategv4

- T -UCL = 4 9503
—— = Average = 3 6031
—~—.LCL = 22,2258

T T T T T T T T T T T T T T T T T T T
1 3 s F 8 11 13 15 17 19 21 23 25 27 29 31 33 35 37
Mumber of Students

Figure 4.17: Control chart of the scores gathered from self-assessment of individual

performance in Strategy 4

Figure 4.17 gives the results of the self-assessment related to Strategy 4, in which the
students were oriented to self-assess their own translations and to set goals for the
next step to overcome the weaknesses they identified. Given the scores clustered
around the central line, which indicate a level above adequacy in their performance,
it might be concluded that most of the students were able to achieve a high
performance in terms of self-assessment and setting goals for the next step. This
claim is confirmed by the mean scores, computed as 3.6031, indicating performance

between Adequate (Score 3) and Good (Score 4).
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Self-assessment of individual performance in Strategy 5
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Figure 4.18: Control chart of the scores gathered from self-assessment of individual

performance in Strategy 5

Figure 4.18 gives the results of the self-assessment of performance in the fifth
strategy, in which the students focused on one aspect of weakness that they
frequently had. Here, the statistical results indicate that the students assessed their
performance as slightly lower than in the previous strategies. Nonetheless, the scores
clustered around the central line indicate that the students were still above three
points in terms of performance, which shows an adequate level. Here, the mean score
confirms this claim, as it also indicates a level slightly above adequacy (3. 2917).

Self-assessment of individual performance in Strategy 6
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Figure 4.19: Control chart of the scores gathered from self-assessment of individual

performance in Strategy 6
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Figure 4.19 shows the scores given by the students to assess their own performance
in the sixth strategy. The scores clustered around the central line reveal that nearly all
of the students made a self-assessment indicating a level ranging from Adequate
(Score 3) to Good (Score 4). In the light of the mean score (3.7390), one can
conclude that the students were able to achieve a performance level over adequacy.
In other words, the students managed to overcome their weaknesses, as identified in
the previous step. This might be interpreted as showing that the students took an

active role in identifying and overcoming their weaknesses.

Self-assessment of individual performance in Strategy 7
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Figure 4.20: Control chart of the scores gathered from self-assessment of individual

performance in Strategy 7

Given the scores clustered around the central line and the mean score in the figure, it
is clear that the students performed at an adequate level in the last step of the
strategies. In respect of the holistic self-assessment rubric, it might be concluded that
the students engaged in the process actively and that they achieved an adequate level

in forming equivalency between source texts and targets texts.

4.3.4 Conclusion

In respect of the whole process, in which the strategies of AfL were intensively
implemented, it is obvious that the sequence of strategies was well-designed, as the
students went through a learning process in which they learnt step by step and made
a gradual improvement. When the strategies in the present study are considered as a
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whole, it is clear that, even though each of the strategies seemed to be independent,
they were strongly interconnected.

The first phase of the strategies involved the first and second strategies, which were
designed for the purpose of making the intended learning targets clear to the learners
and helping them to acquire a background before making assessment. Here, the
findings of the study showed that the students had no difficulty in understanding the
intended learning targets. In addition, an activity was performed in this strategy in
which the students were oriented to determine the skopos of the text to be translated
in the next step. As such, the students were able to determine an aspect for their own
translations. In the second strategy, the findings indicated that the students did not
have any difficulties in distinguishing the strong samples from the weak ones, even
though they experienced the teaching process for the first time. However, it was
determined that they had difficulty in assessing the weak samples in terms of
linguistic elements, particularly in the first weeks. Here, the process showed that they
began to overcome this difficulty over time as they gained a background in the
linguistic elements. On the whole, the performance of most of the students in the first

and second strategies was found to be quite efficient.

The second phase of the strategies was related to learners’ existing knowledge. Here,
Strategies 3 and 4 were used, respectively. Strategy 3 requires that descriptive
feedback be given. Here, the students were given feedback after the assessments and
analyses of both the samples involving strong and weak translation and the
translation that the students made. Here, the findings of the study revealed that the
method of giving feedback was effective in making the students think about the
source of mistakes and attempt to overcome their weaknesses in this area. In strategy
4, all of the students were oriented to self-assess their own translations and to set
goals for the next step. Here, the students first had difficulty in assessing their own
translations, but later, they became better at self-assessing and goal setting, as they
gained background in the assessments of the strong and weak samples. These

findings are confirmed by the aforementioned statistical analyses.

The last phase of the strategies was related to the process in which learners were
oriented to close the gaps within their knowledge. Here, Strategies 5, 6 and 7 were
used. In respect of the process of Strategies 5 and 6, it was observed that the

sequence of the strategies was designed well, so that it enabled the students to close
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the gaps in their knowledge. Here, the students successfully went through a process
in which they first identified their learning needs in relation to their own translations
and then received feedback from the teacher accordingly. In this context, the students
were supported with further information about the terms of equivalency, when
necessary. Here, Mona Baker’s book In Other Words, which was used throughout the
study, was used for the explanations and examples related to equivalency between
two languages. With reference to the last strategy, involving keeping a portfolio and
self-assessment of their own performance upon completion of the translation of each
text, the qualitative data revealed that the students became better at monitoring their
own performance over time. This finding was confirmed by the data gathered from

the holistic self-assessment rubric.

To sum up, the findings in the present study showed that the seven strategies of AfL
had a positive impact on students’ improvement in translation classes. With the help
of these strategies, the students were given the opportunity to monitor how they
improved in the process. In addition, the sequence of the strategies was found to be
effective. However, some of the strategies could be used more than once. In other
words, the strategies can be used or followed in the light of the students’
achievements. To give an example of this, strategy three, involving descriptive
feedback, was used twice in the present study, both after the analyses of the weak

samples and after the assessment of the students’ own translations.
4.4 Analyses of the Texts

In this phase of the study, the students’ improvements and achievements and the
challenges that they faced while translating from SL to TL were identified in the
light of analyses of the texts used in the study. In this respect, the analyses of the
texts revealed how far the students had progressed in translation between two
languages, here English and Turkish. To examine this progress, the analyses were
handled in terms of five dimensions of equivalence: Word-level, above word-level,
grammatical level, textual level, and pragmatic level (Baker, 1992). In this step, the
students translated the selected parts of the four text-types and self-assessed their
own translations according to the rubric that the researcher had developed for the

present study.
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In keeping with the instructional design in this step, the students were given the
opportunity to form a background before the act of translation. To identify their
strengths and weaknesses before the act of translation and to form a background
related to the text-type that they would translate here, the students first analyzed two
types of translation sample, one of which involved a high quality of translation and
the other a low quality of translation. In the process of analyzing these two samples,
they assessed them so as to be able to differentiate the quality of the translation as
weak or strong, and they identified their strengths and weaknesses. After this
process was completed, the students translated the main texts and took an active role
in self- and peer-assessment to observe if they had managed to overcome their
weaknesses, as identified in the process of strong and weak sample analysis. Here
again, they identified their strengths by indicating their improvements, and
weaknesses by highlighting any lack of knowledge related to the present text-type.
The aim here was to enable the students to overcome the weaknesses that they had
previously identified, but that they had not been able to overcome. During the
analysis of the texts, the students used traffic lights (green, yellow, and red) to
highlight the mistakes and the level of the help they needed. After each session had
been completed, the students’ analyses and translations were supported by the

instructor’s oral or written feedback. In the study, the following text types were used:
e Translation of a User’s Manual
e Translation of a Text Related to a Contract
e Translation of a Text Related to Economy
e Translation of a Text Related to News

In conclusion, in this phase, as described above, the students went through a process
which made them assessors and raters before and after the act of translation. The
students’ improvements and achievements are illustrated in the following sections,

involving extracts retrieved from the text types mentioned above.

4.4.1 Improvement at word level

The first step of the text analysis covered improvement at word level, which was the
first dimension of the rubric used in the study. In this step, the students’

improvement in terms of achieving equivalence at word level was handled. To this
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end, the extent of the students’ improvement in respect of lexical meanings and
semantic fields was observed. Here, the students first analyzed two types of
translation, one of which was strong and the other weak. These analyses helped them
to identify their strengths and weaknesses at word level, before making their own
translations. To illustrate the students’ improvement at word level, a sample analysis

related to one of the texts used in the study is given below.

The text selected in order to give an example of the students’ improvements at word
level was a User’s Manual, which was the first text in the study. Considering the
prerequisites for translating a user’s manual, in the scenario creation activity used in
the first strategy, provided a background to the current text translation. Here, most of
the students agreed that a user’s manual should be translated in such a way as to give
clear and understandable instructions, and that the information in the ST and in the
TT should be the same in terms of content. Identification of these prerequisites
related to the text made the students perceive the non-textual factors affecting the
process of translation. After completing this first stage, students examined the

linguistic elements in the next stage.

Although the analyses of examples of strong and weak translation were useful for the
students in terms of finding mistakes and distinguishing between high and low
quality translation in this text-type, their analyses of the papers showed that they
were able to find mistakes at word level, but could not pinpoint the sources of
mistakes. The following extracts from one of the students’ work illustrate this
challenge, which was one that most of the students experienced. To illustrate this, the
following extracts were selected from the user’s manual
(https://static.bhphotovideo.com/lit_ files/272644.pdf) (see Appendix R).

Extract 1.
ST: If you are using an AC adapter, unplug the adapter to prevent fire.

TT (retrieved from the strong sample): Bir AC adaptorii kullaniyorsaniz,
yangini dnlemek i¢in adaptoriin fisini prizden ¢ekin.

TT (retrieved from the weak sample): Bir AC adaptdrii kullaniyorsaniz, yangin
esnasinda adaptorii fisten ¢gekmeyin.

Back-translation from TT to ST: If you are using an AC adapter, do not
unplug the adapter during a fire. (Student 17)
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As seen in the extracts to illustrate the problem mentioned above, the student was
able to find the mistake thanks to the comparison of the samples involving strong and
weak quality translations, but he was unable to determine the source of the mistake.
In the weak sample, the verb ‘‘unplug’ was translated into Turkish as ‘fisten

b

¢tkartmaymiz’’, indicating an incorrect translation because of morphological and
orthographical differences between the two languages, English and Turkish. The
correct translation of this verb was given in the strong sample. Here, the students
could perceive that the word unplug was rendered by two words in Turkish. In other
words, they had gained knowledge related to orthographical and morphological
differences between the two languages. If necessary, the back-translation method
was also used to help students having difficulties in identifying the source of the
mistakes. In this way, they were given the opportunity to see the mistakes within a
clear framework. As a result of such analyses of strong and weak samples, the
students did not make the same kind of mistakes in their own translations. The
following extract retrieved from the same student’s own translation illustrated this

improvement.

Extract 2 (retrieved from the text that the students translated):
ST: Do not unplug the product...
TT: Uriinii fisten cekmeyiniz... (Student 17)

As the study progressed and the students kept analyzing samples of strong and weak
translations before undertaking a translation step themselves, it was observed that
most of them could correctly translate verbs involving prefixes or suffixes (e.g.,
irreparable, disconnecting). In addition, they could divide the verbs into their
segmentations in the main text translation, whereas they had not been able to do so in
the analysis of the weak sample. As in the extract given above to illustrate the
improvement in this area, most of the students could translate these kinds of verbs
correctly, and analysis of the translated text drafts of the students showed that they
could divide the verbs into their segmentations (i.e., un-plug). That is to say, they

had made an achievement in terms of morphology.

Given the problem of non-equivalency between the two languages at word level,
some serious determinations causing problems at word level were identified in

accordance with the content of the study. After it was determined that students faced
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challenges in rendering some words, the students were oriented to choose a proper
strategy to overcome these challenges and to improve interpretation. Here, Baker’s
(1992) strategies to deal with non-equivalency were used. The following extracts
illustrate the way in which challenges caused by non-equivalency between the two
languages were overcome. The extracts were retrieved from the text of contract
(https://www.timemediakit.com/wp- content/uploads/2018/02/Europe_Print_Terms
AndConditions.pdf) (see Appendix S).

Extract 3 (retrieved from the text that the students translated):

ST: The following are certain general terms and conditions governing
advertising published in the European print edition of TIME

magazine...

TT: Asagidakiler, TIME dergisinin Avrupa baskisinda yayinlanan kesin
genel hiikiim ve kosullaridir. (Student 16)

TT: Asagidakiler, TIME dergisinin Avrupa baskisinda yayinlanan

reklamlar1 diizenleyen belirli genel sart ve kosullaridir. (Student

11)

Extract 4 (retrieved from the text that the students translated):

ST: ... without prior written permission of the publisher in each
instance.
TT: ... yayincinin yazili izni olmadan... (Student 5)

TT: ... yayincinin yazili izni olmadan... (Student 29)
TT: ... yaymecinin dnceden yazili izni olmaksizin... (Student 25)

As seen in the extracts given above, while some of the students did manage to
interpret the words ‘‘prior” and “governing’’ in their own translations, others had
difficulty in interpreting these words. To achieve a high quality rendering, they
preferred to omit these words, resulting in inadequate translation of some sentences.
To take an example, omission of the word ‘‘governing’’ from the sentence renders
the interpretation incomplete. This is one of the strategies that most of the students in
the study used unconsciously when they could not interpret a word. However, the

process showed that they grasped the knowledge of how and when a word could be
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omitted from the sentence. As seen in the second extract, the omission of the word

““prior’’ from the sentence did not result in an incomplete interpretation in the TT.

In conclusion, as translations of other text types were made, the process revealed that
the students had come to realize that it was impossible to produce a good rendering
by one-to-one translation at word level. What is more, they had strongly grasped that
the English and Turkish languages were orthographically and morphologically
different. In addition to this, they had made good progress as regards their ability to
perform error analysis when considering the terms at word level. In this respect, they
were able to determine the source of mistakes, while analyzing the mistakes at word
level. As a consequence, while making their own translations, they began to pay
more attention to the interpretation of the words in order to form the equivalency
between the two languages. That is, they gradually acquired the skill of interpreting
the words in consideration of the content of the text, for instance the denotative and
connotative meanings of the words. Last but not least, it was observed that, whereas
most students had used such strategies unconsciously at the beginning of the study,
they used them more appropriately as they made progress in learning how to use

them.

4.4.2 Improvement above word level

The second step of the text analysis was related to the students’ improvements above
word level; the challenges that they faced in this area; and ways of coping with these

challenges in the process of the study.

Having been given the analyses of the texts in terms of equivalence above word
level, which involved the second dimension of the rubric, the students' skills in
making translations that took into consideration the co-occurrence of the words in the
source text were observed, along with their progress in this regard. In addition, when
ST was translated to TT, in-class observation and analysis of their own drafts by the
students were used in order to determine the extent of their improvement in the
interpretation of collocations between two texts. The following extracts, randomly
selected from the students’ own translations, illustrate their improvement, in terms of
the translation and interpretation of collocations and fixed expressions. To illustrate
the improvement in this area, the following extracts were selected from the user’s
manual (https://static.bhphotovideo.com/lit_ files/272644.pdf) (see Appendix R).
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Extract 1:

ST: ... extended period...

TT: (retrieved from the strong sample): ... uzun siire...

TT (retrieved from the weak sample): ... genis zamanda...
Extract 2 (retrieved from the text that the students translated):

ST: ... extended period...

TT: ...uzun siire ... (Student 30)
Extract 3:

ST: ... camera body...

TT: (retrieved from the strong sample): ... kamera govdesi. ..

TT (retrieved from the weak sample): ... kamera... (Here, the word body was

omitted while translating.)
Extract 4 (retrieved from the text that the students translated):
ST: ... radio transmitters...
TT: ...radio vericileri ... (Student 16)

As seen in the extracts given above, the students analyzed two kinds of translations,
one of which was strong and the other weak. This process of analysis first helped the
students to acquire a background in collocation; then, it enabled them to interpret
collocated words in consideration of the content of the text when making their own
translations from ST to TT. The study revealed that, while a few students preferred to
omit some collocated words in their own translations as they had difficulty in
rendering them, a large number of them succeeded in giving the meanings of these
words (e.g., white blur effect, internal circuitry, memory card and magnetic fields).
Thus, it was determined that the students had made progress in translating and

interpreting collocated words.

In the light of the challenges that the students encountered while translating and
interpreting collocations, fixed expressions or idioms, Baker’s (1992) strategies to
deal with non-equivalency above word level were used. Here, it was observed that

most of the students preferred to paraphrase this kind of expression or to try to find
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synonyms or near-synonyms of such expressions. By doing so, they aimed to prevent
the misinterpretation. The following extracts illustrate how students overcame the
challenges they faced in translating and interpreting these kinds of expression. The
extracts were retrieved from the text of contract (https://www.timemediakit.com/wp-
content/uploads/2018/02/Europe_Print_TermsAndConditions.pdf) (see Appendix S).

Extract 5 (retrieved from the text that the students translated):

ST: ...because of strikes, work stoppages, accidents, acts of God or any

other circumstances not within the control of publisher.

TT: ... grevler, eylemler, kazalar, ~_ , veya yaymcinin kontroliinde

olmayan kosullardan dolayi... (Student 5)
TT: ... Tanrinin eylemleri... (Student 11)
TT: ... doga olaylari... (Student 25)
TT: ... Allah’tan gelen (Takdiri ilahi sebeplerden) ... (Student 31)

As seen in the extracts given above, some students either omitted the expression
““acts of God’’ from the sentence or misinterpreted the expression, which caused an
inadequate rendering with respect to the content of the text. On the other hand, most
of the students preferred to paraphrase this phrase, which was a common strategy
used by the students in the present study; but they failed in the interpretation of such
expressions. Here, the misinterpretation of this expression occurred because of the
different cultural settings of the two languages. In the study, the students were
encouraged to interpret such expressions in consideration of both the content of the
present sentence and the text. In other words, the necessity of interpreting similar
expressions in accordance with the meaning of the preceding and subsequent words
was emphasized. All this process to deal with non-equivalency above word level was
based on Baker’s (1992) strategies to overcome the misinterpretation of such kinds
of expression. The students who had difficulty in the interpretation of such
expressions, and so underlined the expressions with the color red, were informed
about how to overcome these kinds of difficulties with examples of strategies to
prevent non-equivalency above word level. After the students had been given
information about how collocations, fixed expressions or idioms could be
interpreted, and after those students who had experienced difficulty in interpreting

such expressions had been given feedback related to their own translation drafts, it
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was determined that most of the students were able to perceive that the interpretation
of the expressions could be facilitated by taking into consideration the content of the
sentence and the text in which it existed. To show the improvement in this area, the
following extract retrieved from the students’ drafts illustrates how the idiom

mentioned above was translated after this process.
Extract 6 (retrieved from the same text after the feedback given):
TT: ... dogal afetler... (Students 5, 7, 11, 19, 25, 30, 31)

In conclusion, the analyses of the texts in terms of equivalence above word level
indicated that the students became aware of the fact that they should interpret the
words according to the word groups in which they existed. In this regard, it was
observed that the students were able to interpret meaning successfully by taking
account of the patterns of collocations, and that they comprehended that the
interpretation of collocations, fixed expressions, or idioms was dependent on their
meaning in the ST, and that this meaning had to be interpreted in relation to the
content of the source text. It was observed that, ultimately, most of the students
managed not to depart from the meanings of collocated words while interpreting
from source text to target text; and that, thereby, they made significant progress
towards achieving a high quality of translation.

4.4.3 Improvement at grammatical level

The third step of the analysis covered the extent of the participants’ improvement in
terms of grammatical equivalence between the source texts and the target texts. As in
the other two stages above, when a text was translated, the students went through the
following process: a) analysis of the strong translation sample and assessment
according to the rubric used, b) analysis of the weak translation sample and
assessment according to the rubric used, c) text translation by the students
themselves, d) self-and peer-assessment of their own translations, in consideration of
the feedback given by the teacher. In respect of the analyses of the texts, the
improvement in terms of grammar was handled in two dimensions: morphology and
syntax. In the analyses at word level, the mistakes stemming from morphological
differences between the two languages were handled and the words were divided into
their segmentations to show these differences; but here, the morphological analyses

were performed in terms of the plural and singular forms of the words. Another
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analysis, related to syntax, was performed to highlight the grammatical differences
between the two languages and to provide for learning of the source language. What
is more, the sub-categories related to the grammatical structure of the source
language were taught (i.e., number, gender, person, voice, or tense and aspect). On
the whole, it was observed that teaching the above-mentioned terms enabled the
students to learn the source language better and that those who knew these terms
became better at identifying the translational mistakes in the target language. The
following extracts, retrieved from one of the texts translated during the study,
illustrate the students’ improvement in this area. The selected text was User’s
Manual: Nikon (https://static.bhphotovideo.com/lit_  files/272644.pdf)  (see
Appendix R).

When translation of a user’s manual is considered, it is clear that the grammatical
structure which has a high density in the text is the imperative structure. In-class
observation and the analyses of the students’ translation drafts revealed that almost
none of the students had difficulty with this structure while translating the text.
However, some of the students had difficulty while translating imperative structures
because of the syntactic differences between the two languages, English and Turkish.
It was observed that these students were able to make a high quality translation when
they were supported with feedback. The following extracts from one of the students’

translations are given to illustrate the improvement.

Extract 1(retrieved from the text that the students translated):
ST: Do not drop: ...
TT: Diistirme: ... (Student 31)

Extract 2 (retrieved from the text that the students translated):
ST: Do not leave the lens pointed at the sun: ...
TT: Lensi giinese dogru birakmayin: ... (Student 31)

When the extracts given above are considered, it is clearly seen that in the first
extract the student was unable to produce a good translation of the sentences in first
paragraph of the text. After this student had received feedback concerning her
weaknesses in this text translation, she was able to produce a high quality of

translation in subsequent paragraphs of the same text, as seen in the second extract.
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On the whole, the student succeeded in overcoming her weaknesses in the present
text, namely in the imperative structure. However, the progress in terms of
grammatical equivalence between the two languages required a further analysis of
some sub-categories in grammar. In this respect, the following analyses shed light on
the students’ improvements in grammatical equivalence and their progress in this

area.

To illustrate the students’ improvements in grammatical structure in a more detailed
way, it was necessary to analyze certain major categories in order to underline
differences between the two languages which might be regarded as a handicap for the
students. In this respect, the first analysis was related to Number (singular and plural
forms). Here, the students focused on countability between two languages. The
students’ translation drafts revealed that the majority of them, with the exception of
only a few, were able to give the meanings of the singular and plural forms of the
words in the text translations, particularly after the comparison of the strong and

weak samples, as seen in the following extracts.

Extract 3:
ST: ...fingerprints and other stains...
TT (retrieved from the strong sample): ...parmak izi ve diger lekeleri...
TT (retrieved from the weak sample): ...parmak izleri ve diger lekeleri...

Here, the word ‘‘fingerprints’’ in the ST was used in the plural form, but it was
translated into the target text in the singular form. Considering its Turkish meaning
in this sentence, the rendering is correct, as it gives the plural meaning. This is
because the second word ‘‘stains’’ was translated into Turkish in the plural form,
which gave the plural meaning of the previous word ‘‘fingerprint’’ in the target
language, Turkish. By assessing and analyzing the strong and weak samples, most of
the students were able to grasp the idea that they had to consider the plural and
singular forms of the lexical structures to be able to achieve a high quality of
translation and interpretation. In this sense, the analysis of the students’ translation
drafts showed that while most of the students were able to focus on the lexical
structures while translating the texts, some of them had difficulty in this area. The

following extracts illustrate the improvement and achievement in this area.
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Extract 4 (retrieved from the text that the students translated):
ST: ... high levels of humidity...
TT: ...yiiksek neme ... (Student 13)

Extract 5 (retrieved from the same text after the feedback given):
TT: ...yiiksek seviyede neme ... (Student 13)

As seen in the first extract above, when some of the students had difficulty in the
interpretation of the plural forms of words in the ST, they preferred to omit the plural
forms of those words in their rendering, which sometimes caused a deficient
interpretation or loss of information between the ST and TT. Having received
feedback, they realized that some plural forms could, if necessary, be translated in
the singular form into the target text to achieve a high quality of interpretation in the
target text, as seen in the second extract given above. On the whole, however, the
analyses of the texts in terms of Number enabled the students to translate the singular
and plural forms of words into the target text by considering their plural or singular

forms in the source text.

The second analysis in this area was related to Person, which indicates the role of
participant in a language (Baker, 1992). While assessing the texts to define the level
of quality of the translation and interpretation, the students focused on the referent of
the nouns and pronouns between the two languages, Turkish and English. To give an
example of such an analysis and to show how it affected the students’ improvement

in this category, the following extracts were selected.
Extract 6:
ST: When cleaning the camera body, use a blower...

TT (retrieved from the strong sample): Fotograf makinesi govdesini

temizlerken, ... bir havali firca kullanin. ..

TT (retrieved from the weak sample): Fotograf makinesi govdesini

temizlerken, ... bir havali fir¢a kullan ...

As mentioned before, user’s manuals involve the imperative structure, as they are
prepared in such a way as to give clear instructions to the users of those products.

Here, as the pronouns were not given explicitly, the students were expected to know
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who the instruction was for and to translate the sentences accordingly. In the strong
sample given above, the predicate refers to the second person singular in the ST and
the translation in the TT does likewise. In the weak sample, the translation of the
imperative structure was not a technical translation, as it was not a formal statement
and involved a direct order. In addition to this, here, two significant points were
ignored: the person that the predicate of the sentence referred to and how a user’s
manual should be technically translated. Considering the two samples, the predicate
in the second sentence ‘‘use a blower...”” indicates the referent of the person in the
first sentence ‘“When cleaning...”’. The aim of designing these two samples in this
way was to help the students to recognize these differences and to plan their own
translations accordingly. That is to say, the students gained a background in the
referents of nouns and pronouns through their respective assessments of the strong
and weak samples. In the next step, it was observed that they paid attention to the
referents of nouns or pronouns in their own translations. The analyses of the
students’ drafts revealed that interpreting the referents of nouns and pronouns in the
texts did not present a challenge to most of the students, as seen in the following

extract.

Extract 7 (retrieved from the text that the students translated):
ST: To prevent..., avoid carrying...
TT: ...06nlemek igin ..., ...tasimaktan kacginin. (Student 25)

While translating the user’s manual into Turkish, it was determined that some of the
students still had difficulty; but after receiving feedback, they were able to overcome

their weaknesses in this area. The following extract illustrates this improvement well.
Extract 8 (retrieved from the text that the students translated):

ST: To prevent..., avoid carrying...

TT: ...06nlemek igin ..., ...tasimaktan ka¢in. (Student 19)
Extract 9 (retrieved from the same text after feedback given):

ST: To prevent..., avoid carrying...

TT: ...6nlemek i¢in ..., ...tasimaktan kaginin. (Student 19)
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On the whole, the analyses of all the texts used in the study revealed that most of the
students did not have serious problems in terms of giving the referents of pronouns
or nouns while translating between the two languages. It was established that some
students had difficulty in giving the referents of nouns or pronouns in the ST.
However, as the text translations and analyses were made, it was observed that those
having problems in this area were able to make significant progress as a result of
feedback given on each text, and that, thus, they were able to overcome their
weaknesses when giving the referents of nouns and pronouns in their own

translations from STto TT.

Another analysis in this step was related to Tense and Aspect. The students were
asked to work on the weak and strong samples. This enabled them to revise their
knowledge about the grammatical structure in the text type to be translated. Here,
they were expected to focus on time consistency between the two languages, English
and Turkish, and to assess the strong and weak translation samples accordingly. To
illustrate the improvement in this area, the selected extracts were retrieved from the
text related to economy (https://www.imf.org/en/search#q=executive%20summary

%2Cthe%?20 upswing&sort=relevancy).
Extract 10:

ST: The upswing in global investment and trade continued in the second
half of 2017.

TT (retrieved from the strong sample): Kiiresel yatirim ve ticaretteki artis

2017’nin ikinci yarisinda devam etti.

TT (retrieved from the weak sample): Kiiresel yatirim ve ticaretteki artis

2017 yilinda devam etmektedir.

Back-translated from Turkish: The upswing in global investment and

trade has continued in the year 2017.

The students analyzed and then assessed the texts according to tense and aspectual
relations between the two languages in the strong and weak samples. As such, they
acquired a background in focusing on time and aspectual relations when translating
between English and Turkish. Here, the analyses of the strong and weak samples and
then the comparison of these two types of translation sample were sufficient for most

of the students to be able to identify the quality of the translation in each sample and
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to gain a background in tense and aspectual relations between the two languages.
While giving feedback during the analyses of these samples, it was identified that
some of the students were still having difficulty in this area. Here, the back-
translation method, which was effectively used in the study, was employed with
those students who had difficulty in achieving consistency of tense and of aspect.
This enabled them to see clearly the time and aspectual differences between the two
languages, English and Turkish. Having acquired a background in time and aspect
between the two languages, it was observed that the students were able to focus on
these two key terms while making their own translations. The following extracts
retrieved from a text concerning economy illustrate the improvement in this area
(https://www.imf.org/en/Publications/ WEO/Issues/2018/09/24/world-economic-
outlook-october-2018).

Extract 11 (retrieved from the text that the students translated):

ST: The steady expansion under way since mid-2016 continues, with global
growth for 2018-19 projected to remain at in 2017 level. At the same
time, however, the expansion has become less balanced and may have

peaked in some major economies.

TT: 2016 yiliin ortasindan bu yana devam eden istikrarli genigleme, 2018-19
yilindaki kiiresel biliylimenin 2017 yilindaki seviyesinde kalmasi
bekleniyor. Bununla birlikte, ayn1 zamanda, genisleme daha az dengeye
gelmistir ve bazi biiyiik ekonomilerde zirveye ulasmis olabilirdi. (Student
24)

As seen in the extracts given above, the translation and interpretation of these
sentences may be considered acceptable in terms of tense and aspect, as information
is conveyed from ST to TT adequately. It was obvious that the analyses and
assessments of strong and weak translation samples enabled most of the students to
acquire a background in some major terms related to translation, and that that
learning these terms always took them one step forward in respect of what to look
out for while translating. Despite this positive progress, they needed to receive
feedback while doing their own translations. In the first sentence of the extract given
above, a translation deficiency was identified by the students and highlighted with

red. Having received feedback related to the first sentence, the student translated it
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more closely to that in the source text, as seen in the following extract. That is to say,
she was able to achieve a higher quality of translation, in terms of rendering the time

and aspectual relations between the two languages.
Extract 12 (retrieved from the same text after the feedback given):

TT: 2018-19 yillarindaki kiiresel bliyiimenin 2017 seviyesinde kalmasi
ongoriilmesiyle birlikte, 2016 yilinin ortasindan bu yana siireklilik
gosteren istikrarli biiylime devam etmektedir. Bununla birlikte,
ayni zamanda, genisleme daha az dengeye gelmistir ve bazi biiylik

ekonomilerde zirveye ulasmig olabilirdi. (Student 24)

The final analysis in this step was related to Voice, which concerns the relationship
between subject and verb in a sentence (Baker, 1992). Therefore, the students were
asked to focus on the relationship between subject and verb in the sentences while
analyzing and assessing the strong and weak samples, and to give consideration to
active and passive sentences while undertaking their own translations. Here, the
analyses and assessments of the texts involving samples of strong and weak
translation played a key a role in enabling the students to see that an active sentence
should be translated into an active one, and a passive sentence into a passive one. In
this sense, it was determined that most of the students were able to translate a passive
sentence into a passive one, and an active sentence into an active one. The following
example illustrates the improvement in this area. The text selected was the User’s
Manual: Nikon (https://static.bhphotovideo.com/lit_ files/272644.pdf).

Extract 13 (retrieved from the strong sample):
ST: If the product will not be used for an extended period, remove...
TT (retrieved from the strong sample): Uriin uzun siire kullanilmayacaksa,

TT (retrieved from the weak sample): Eger iriinii genis bir zamanda

kullanmayacaksan, ...
Extract 14 (retrieved from the text that the students translated):
ST: ... While images are being recorded or deleted, ...

TT: ... goriintiiler kaydedilirken veya silinirken, ... (Student 3)
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While translating from passive into passive, it was observed that most of the students
had difficulty when a reduction was used in the passive sentence, and that those
having such problems underlined this kind of sentence in the color red and preferred
either to omit the passive structure from their own translation or to translate it in the
active voice, which often caused a deficient translation. During feedback, such
sentences were back-translated from Turkish to English to show the differences

between the sentences, as in the following extracts.
Extract 15 (retrieved from the text that the students translated):

ST: ... strong static charges or the magnetic fields produced by

equipment such as radio transmitters ...

TT: ...telsiz gibi ekipmanlarin irettigi giiglii statik sarzlar veya manyetik

alanlar... (Student 9)

In the extract given above, the passive structure was translated as an active one. This
is because most of the students had difficulty when a reduction occurred in the
source text. To overcome this difficulty and to show the difference between the
sentence in the ST and the translation made by the student in the TT, the sentence

was back-translated from Turkish to English, as in the following.

TT: ... telsiz vericileri gibi ekipmanlarin trettigi giiclii statik yiikler veya

manyetik alanlar... (Student 9)

Back-translation from Turkish to English: ... strong static charges or the
magnetic fields that the equipment
like radio transmitters produced...

The extracts above made it clear that the passive structure in the ST had been
translated to an active structure in the TT. After receiving feedback and seeing the
back-translated form of this sentence, the student made the following translation.
Here, the student was able to translate the passive structure in the ST to a passive in
the TT.

TT: ... giicli statik yiikler veya radyo vericileri gibi donanimlar tarafindan

tiretilen manyetik alanlar ... (Student 9)

146



4.4.4 Improvement at textual level

The analyses of the texts in terms of information flow were made by considering the
two segments of a clause. These terms were theme, which gives the information
about the clause, and rheme, which is related to the information about the theme of a
clause (Baker, 1992). As in the steps given above, the students were first asked to
analyze two types of translation involving samples of low level and high level
translation, and then they produced their own translation. To illustrate the
improvement in this area, the following extracts involving students’ analyses were
retrieved from the contract text related to terms and conditions
(https://www.timemediakit.com/wp-content/uploads/2018/02/Europe_Print_Terms
AndConditions.pdf).

Extract 1:

ST: Advertisers may not cancel orders for, or make changes in, advertising
after the closing dates of the Magazine.

TT (retrieved from the strong sample): Reklam verenler, derginin kapanis
tarthinden sonra reklam sipariglerini iptal edemez veya degisiklik

yapamaz.

TT (retrieved from the weak sample): Reklam yapimecilari, derginin kapanis

tarithinden once reklamda degisiklik yapabilir veya reklam siparisini iptal
edebilir.

As seen in the extracts given above, while the first one involves a high quality of
translation and interpretation, the second one contains a misinterpretation in terms of
theme and rheme. That is to say, the information transferred from ST to TT is
deficient in the second extract. The performance of this type of analysis of strong and
weak samples before the students produced their own translation was beneficial for
them, because it provided them with a background in identifying the theme and
rheme in a clause. The process followed in the study showed that most of the
students did not have difficulties concerning what the texts were about, namely the
theme of the texts. Here, the preceding activity in Strategy 1, in which a scenario was
created and so the skopos of the text to be translated was identified, proved effective
in enabling the students to comprehend its theme. Given all of the texts at clause

level, most of the students, with the exception of only a few, were able to identify the
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rheme by considering the intended message in the text. It was observed that those
students who had difficulty in determining the theme or rheme at clause level could
be supported effectively with written feedback showing the syntactic differences

between the two languages, English and Turkish.

After the analysis and assessment of the strong and weak samples of translation had
been completed and feedback given, which gave the students a background in the
thematic structure of a text, they made their own translations. In respect of the
identification of the theme and rheme in the clauses and the renderings of the texts,
most of the students were able to understand and convey the intended messages in
the clauses and texts to the reader. That is to say, the process showed that the
students had achieved a gradual improvement in terms of how they managed the flow
of information between the source texts and the target texts. The students
accomplished this by learning two key terms, theme and rheme at clause level. To
illustrate the improvement in managing the flow of information between the two

texts, the following extract was retrieved from one of the students’ translations.
Extract 2 (retrieved from the text that the students translated):

ST: All pricing information shall be confidential information of publisher and
neither advertiser nor agency may disclose such information without
obtaining publisher’s prior written consent.

Theme {AII pricing information

Reme {shall be confidential information of publisher

Theme {neither advertiser nor agency

Rheme {may disclose such information without obtaining publisher’s

prior written consent.

TT: Tim fiyatlandirma bilgisi yaymcinin gizli bilgisi olacaktir ve ne yayinci
nede ajans yaymcinin yazili izni olmadan bu bilgiyi agiklayamaz. (Student
26)

The extracts given above reveal clearly that the student was able to produce a high
quality of translation. When she was asked to segment the sentence in terms of theme

and rheme, she was able to do so, as seen in the extract given above. This kind of
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achievement was displayed by most of the students in the study. This is because the
analyses of the strong and weak samples in terms of theme and rheme helped them to

produce acceptable translations in the texts they attempted by themselves.

In this phase, the texts used in the main study were analyzed and assessed in respect
of Cohesion. The cohesion in a text can be identified as a network among the textual
parts (Baker, 1992), and it can be handled in terms of five dimensions: Reference,
substitution, ellipsis, conjunction and lexical cohesion (Halliday & Hasan, 1976).

The following sections illustrate the students’ improvement in this area.

The first cohesive device is reference. The aim, here, was to help the students to
acquire the necessary knowledge about the words and their referents in a text while
translating it. In this respect, they analyzed two kinds of translation and assessed the
quality of these translations before producing their own translations. The following
extracts illustrate how the students were able to assess the extent of the consistency
between the nouns or pronouns and their referents in the target texts after they were
transferred from ST to TT. The extracts were retrieved from a news text
(www.washingtonpost.com/world/2018/10/25/trump-wants-americas-migration-
problem-be-like-europes/?utm_term=.089d77b44ba0) (see Appendix U).

Extract 3:

ST: As you have certainly heard by now, there is a caravan of thousands of
migrants and asylum seekers slowly walking from Central America to the
United States.

President Trump has turned their odyssey into front-page news, insisting

that the group is a threat to national security. And to make his point, ...

TT: (retrieved from the strong sample): Su ana kadar kesinlikle duydugunuz
gibi, Orta Amerikadan Birlesik Devletlere yavasca yiiriiyen binlerce

gdcmen ve siginmacidan olusan bir karavan kafilesi var.

Baskan Trump, grubun ulusal giivenlige bir tehdit olusturdugunu israr
ederek onlarin bu uzun macerali yolculugunu 6n sayfa haberlerine tasidi.

Diisiincesini kanitlamak ig¢in, ...
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TT: (retrieved from the weak sample): Suana kadar kesinlikle duyuldugu gibi,
Orta Amerikadan Birlesik Devletlere yavasca yiirliyen gogmen ve

siginmacidan olusan binlerce karavan kafilesi var.

Baskan Trump, grubun ulusal giivenlige bir tehdit olusturdugunu 1srar
ederek uzun maceralt yolculugu 6n sayfa haberlerine tasidi. Diisiinceyi

kanitlamak i¢in, ...

In the weak sample, there was a low quality of translation as the referents of nouns or
pronouns were not transferred from ST to TT. Here, the students were expected to
identify this kind of mistake and to assess the quality of the translation accordingly.
The background they acquired here benefitted them while making their own
translations. The following extracts, selected to illustrate this improvement, were
retrieved from a similar news text which the students translated after the analysis and
assessment of weak and strong samples of translation
(https://www.theguardian.com/us-news/2018/oct/18/trump-threatens-to-close-us-

mexico-border-over-migrant-caravan).
Extract 4 (retrieved from the text that the students translated):

ST: Trump has previously threatened to cut off dollars in aid to
Honduras, a plan he reiterated on Thursday, saying he was stopping

all payments to these countries...

TT: Trump daha 6nce, persembe giinii yeniledigi bir plan olan Hondurasa
yapilan milyonlarca dolar1 kesmekle tehdit etti, ... bu iilkelere

yapilan tiim 6demeleri durdurdugunu soyledi. (Student 2)

In the light of the extracts retrieved from the ST and TT, it is clear that the strong and
weak samples benefitted the students by enabling them to comprehend the
relationship between a word and its referent in a text. Thus, here, the student was
able to associate the words in the texts with their referents while translating. This
achievement was seen in most of the other students’ drafts, indicating that they had a
background in giving the referents of the nouns or pronouns while translating a text
from SL to TL.

The other cohesive devices that the learners were asked to focus on while analyzing
the translation between ST and TT, were substitution and ellipsis. Here, the aim was

to show how sentences involving substitution and ellipsis could be translated from
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English into Turkish. In this respect, analysis of the strong and weak samples of
translation enabled the learners to gain a background in how to produce a high
quality translation of sentences involving these cohesive devices. To illustrate the
students’ improvement in this area, the following extracts were selected from the

news text given above.
Extract 5:
ST: Trump wants America’s migration problem to be like Europe’s.

TT (retrieved from the strong sample): Trump, Amerika’nin gé¢ sorununun

Avrupa’ninki gibi/Avrupanin gé¢ sorunu gibi olmasini istiyor.

TT (retrieved from the weak sample): Trump Amerika’nin go¢ sorununun

Avrupa gibi olmasini ister.

The strong and weak samples enabled the students to see the difference between a
high quality of translation and a low quality of translation stemming from ellipsis.
The strong sample illustrated how an ellipted item in a sentence could be translated
from ST to TT. In the ST, the ellipted item is ‘‘migration problem’’ and it must be
added to the end of the word ‘‘Europe’s’’ to give the correct rendering of the
sentence. The comparison of the samples given above helped the students identify
the quality of the translation as strong or weak, and to determine the source of the
mistake in the translation. As a result, they acquired a background in this structure
and most of them were able to produce a high quality of translation when they
encountered this structure in their own translations. The following extract from the
news text supports this finding by illustrating the improvement in this area.

Extract 6 (retrieved from the text that the students translated):

ST: | must, in the strongest of terms, ask Mexico to stop this onslaught-and if
unable to do so | will call up the U.S. Military and CLOSE OUR
SOUTHERN BORDER.

TT: ...Meksikadan bu saldirtyr durdurmalarini istemek zorundayim... eger

bunu yapamazlarsa... (Student 32)

In the clause “‘if unable to do so’’, the type of ellipsis was the operator ellipsis in
which the subject of the clause is omitted (Halliday & Hasan, 1976). Here, the

subject and auxiliary verb were omitted from the clause, and the ellipted item which

151



was the subject of the clause refers to the authorities of Mexico. In addition, another

cohesive device is substitution. In this sentence, the substitution was ‘‘do so’’ and it

I3 >

refers to the phrase “‘... Mexico to stop this onslaught...’’ in the first clause. It is
clear from the extract here, which was retrieved from one of the students’ drafts, that
he was able to produce a high quality of interpretation by taking account of the
ellipted item and the substitution in the sentence. When all of the students’ own
translations were analyzed for the purpose feedback, it was determined that most of
them were able to translate sentences involving ellipsis and substitution as they had

analyzed a similar structure in the strong and weak samples of translation.

In this step, the mistakes stemming from conjunctions and their interpretation in the
target texts were handled. The following extracts, which illustrate the improvement
in this area, were retrieved from the text used for the analysis of strong and weak
samples, which was related to the report on economy
(https://www.imf.org/en/search#g=executive%20summary%2Cthe%20upswing&sort

=relevancy).
Extract 7:

ST: ... euro area economies are set to narrow excess capacity with
support from accommodative monetary policy, and expansionary

fiscal policy will drive the US economy above full employment.

TT (retrieved from the strong sample): ... euro bolgesi ekonomileri enflasyonla
uyumlu para politikas1 destegiyle asir1 kapasiteyi daraltacak ve genisletici
maliye politikas1 Birlesik Devletler ekonomisini tam istihdamin iizerine

cikaracaktir.

TT (retrieved from the weak sample): ... euro ekonomileri alan1 kisa vadeli
kredi para politikasinin destegiyle fazla kapasiteyi daraltmaya
ayarlanmasiyla genisleyici maliye politikasi ABD ekonomisini tam

istthdamin tstiinde tutacaktir.

The analyses of the texts involving translations of strong and weak quality showed
that most of the students had acquired a background in terms of finding the source of
mistakes which stemmed from the incorrect translation of or omission of
conjunctions. In this sense, the comparison of the strong and weak samples enabled

the students first to identify the quality of the translation as strong or weak, and then
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to establish the source of the mistake that made the translation weak. When the weak
sample given above was considered, most of the students were able to highlight the
source of the mistake stemming from conjunction as well as the other mistakes which
had resulted in a deficient interpretation. That is to say, the omission of the
conjunction in the translation from ST to TT restricted the rendering in the TT. In
addition, most of the students were able to identify the type of the conjunction as
additive. In this regard, identifying mistakes stemming from conjunctions and
learning the types of conjunction enabled the students to connect sentences and to
provide unity in the ST while interpreting from English into Turkish. The following
extract, retrieved from one of the students’ drafts, serves to illustrate this
improvement. The text used here was a similar text to the one used in the strong and
weak samples (https://www.imf.org/en/Publications/WEO/Issues/2018/09/24/ world-
economic-outlook-october-2018).

Extract 8 (retrieved from the text that the students translated):

ST: At the same time, however, the expansion has become less balanced

and may have peaked in some major economies.

TT: Ancak, ayn1 zamanda genisleme daha az dengeli oldu ve bazi biiyiik

ekonomilerde doruklara ulasabilirdi. (Student 33)

As regards the identification of the types of conjunction in Extract 8, the conjunction
however is adversative, the conjunction at the same time is temporal, and the
conjunction and is additive (Baker, 1992; Halliday & Hasan, 1976).

When the above extract from one of the student’s translations is considered, it is
clear that the translation of the conjunctions and their placement in the TT were
successfully achieved, in spite of some inadequate interpretation in other parts of the
sentence. It was observed that, while a great number of the students were able to
translate the conjunctions unconsciously at the beginning of the study, later, most of
them were able to do so consciously, as they learnt the types and functions of the
conjunctions in the sentences. This improvement process was facilitated by the
analyses of the strong and weak samples. As the process progressed, the study
showed that most of the students had minimal difficulty in terms of the translation
and placement of conjunctions into the target texts. In addition to this, identifying the

type and the function of the conjunctions in the source texts enabled them to form
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meaningful internal relationships between the sentences to provide unity in the
paragraphs of the target texts.

Lexical cohesion is related to the choice of vocabulary to form cohesion in a text and
it is handled in terms of two categories: reiteration and collocation (Baker, 1992;
Halliday & Hasan, 1976). In this respect, it may be concluded that the choice of
words plays a significant role in forming cohesion in the TT, while translating and
interpreting a text from SL to TL. In this phase, the students analyzed the texts in
terms of all types of reiteration and collocation. The process showed that analysis of
two types of translation, strong and weak samples respectively, enabled the students
to identify the deficiencies in interpretation stemming from lexical cohesion and to
acquire a background that helped them to achieve cohesion in their own translations.
To stimulate improvement in this area, examples of how to provide reiteration
between the two texts were given, as in the following extracts, which were retrieved

from the text: User’s Manual: Nikon.
Extract 9:

ST: When cleaning the camera body, use a blower to gently remove dust and
lint, then wipe gently with a soft, dry cloth. After using the camera at the
beach or seaside, wipe off any sand or salt using a cloth lightly dampened

in pure water and then dry the camera thoroughly.

TT (retrieved from the strong sample): Fotograf makinesi govdesini
temizlerken, toz ve iplik pargalarini hafif¢e temizlemek i¢in bir havali firca
kullanin, ardindan yumusak, kuru bir bezle hafifce silin. Fotograf
makinesini plaj ya da deniz kiyisinda kullandiktan sonra, kum veya tuzu
saf suyla hafif nemlendirilmis bir bez kullanarak silin ve ardindan fotograf

makinesini iyice kurulayin.

TT (retrieved from the weak sample): Kamera temizleniyorken, toz ve iplik
pargalarini hafif¢e temizlerken bir fir¢a kullanin veya yumusak, kuru bir
bezle temizleyin. Fotograf makinesini sahilde ya da denizde kullandiktan
sonra, saf suda nemlendirilen bir bezin hafif¢ce kullanilmasi tuz ya da kumu

yok eder ve 0 zaman tamamen kurur.

The analysis of these two samples, the first of which involved a high quality of

translation and the second a weak quality, illustrated reiteration in a text. In the
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strong sample given above, it was clear that the repeated word camera in the ST had
to be repeated in the TT to form a cohesive relationship between the sentences in the
text. Most of the students understood the need for this, and so it was observed that
most of them were able to identify the source of the mistake in the weak sample, in
which the repeated word in the ST was not translated in the TT. However, it was
determined that some of the students had difficulty in identifying the source of the
mistake. Hence, those students who were having problems in identifying the mistake
that led to an inadequate translation in the TT were given feedback on repetition, and
the difference between the strong sample and weak sample was shown through the
back-translation method from Turkish to English. The feedback provided had an
immediate impact in that it enabled the students to identify the mistakes more easily
and, as a result, to use the given information more efficiently in the next steps. In
other words, the analyses of the samples given above proved effective in facilitating
an improvement in the students’ own translation in the next step. This is because they
realized that when an item was reiterated in the ST, it must be reiterated in the TT in
order to form cohesion in the TT, and that, otherwise, ambiguity could occur in the
TT. The following extracts, selected from the User’s Manual: Nikon, illustrate how
the analyses of weak and strong samples and the feedback given enabled the

students’ improvement in lexical cohesion.
Extract 10 (retrieved from the text that the students translated):

ST: Do not unplug the product or remove the battery while the product is on
or while the images are being recorded or deleted.

TT: Uriin agikken veya resimler kadediliyorken yada siliniyorken iiriinii fisten

cekmeyin veya pili ¢ikarmayin. (Student 18)

4.4.5 Improvement at pragmatic level

The previous dimension of the textual analysis was related to cohesion. In this phase
of the analysis, the clauses in the texts were analyzed in terms of coherence, which
was the last dimension of the textual analyses. Here, it was aimed to help the students
to acquire knowledge of coherence and to assess the level of the translation quality in

in the target texts accordingly.

The principal distinction between cohesion and coherence is that, while cohesion

deals with the surface relations providing the connection between words and
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expressions in a text, coherence is related to conceptual and meaning dependencies
among them (Baker, 1992). In the light of this information, it might be concluded
that cohesion is related to lexical and grammatical relations in the text and that
coherence is related to meaning dependencies which may show variation according
to the readers of the text. In other words, cohesion and coherence complete each
other in a text. Here, however, the students were asked to assess the quality of
translation by considering cohesion and coherence separately. In this way, the
improvement in terms of coherence or cohesion could be observed distinctly. While
the analyses given in the previous section illustrate the improvement in cohesion the
following extracts, which were selected from the texts that the students translated,
illustrate the improvement in terms of coherence and the extent to which the target
text was coherent or incoherent within itself. Here, the extracts were retrieved from
the text concerning a report on economy (https://www.imf.org/en/search
#q=executive%20summary%?2 Cthe%20upswing&sort=relevancy).

Extract 1:

ST: The upswing in global investment and trade continued in the second half of
2017. At 3.8 percent, global growth in 2017 was the fastest since 2011.
With financial conditions still supportive, global growth is expected to tick
up to a 3.9 percent rate in both 2018 and 2019.

TT (retrieved from the strong sample): Kiiresel yatirim ve ticaretteki artig
2017’nin ikinci yarisinda devam etti. Yiizde 3.8 oranla, 2017 yilindaki
kiiresel biiyiime 2011 yilindan itibaren en hizli seviyede gerceklesti.
Finansal kosullarin hala destekleyici olmasiyla birlikte, kiiresel biiylimenin

2018 ve 2019 yillarinda yiizde 3,9’a yiikselmesi bekleniyor.

TT (retrieved from the weak sample): Kiiresel yatirim ve ticarette artis 2017
yilinda devam etmektedir. 2011 yilindaki % 3.8 olan biiyiime 2017°de en
hizlistydi. Finansal destekler hala destekleyicidir, kiiresel biiyiimenin 2018
ve 2019°da ylizde 3.9 oraninda artacagi tahmin edilmektedir.

When these two samples are taken together, it was obvious that the weak sample
involved a low quality of translation in terms of coherence. When the students’
analyses and assessments related to these two samples were considered, it was

determined that they were able to define these two texts as strong or weak and to
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decide which one was a good translation and which one was poor, in terms of
coherence. The students' identification of these two text types as strong or weak was
supported by the scores they gave to these translations. In other words, the students
gave low scores to the translation in the weak sample and high scores to the one in
the strong sample. In this respect, by analyzing first the strong translation and then
the weak one, the students acquired a background in how to form coherence within
the target text that they would translate from the source text in the next step. The
following extracts illustrate this improvement in terms of coherence. The text used
here was a similar text to the text used in the strong and weak samples
(https://www.imf.org/en/Publications/WEO/Issues/2018/09/24/world-economic-
outlook-october-2018).

Extract 2 (retrieved from the text that the students translated):

ST: The steady expansion under way since mid-2016 continues, with global
growth for 2018-19 projected to remain at its 2017 level. At the same
time, however, the expansion has become less balanced and may have
peaked in some major economies. Downside the risks to global growth
have risen in the past six months and the potential for upside surprises

has receded.

TT: 2016 yilinin ortasindan beri devam eden istikrarli biiyiime, 2018-19 yili
icin kiiresel biiylimenin 2017 seviyesinde kalmasi bekleniyor. Bununla
birlikte, genislemede daha az denge oluyor ve bazi bliylik ekonomilerde
zirveye ulagsmis olabilir. Son alt1 ayda kiiresel biiytimeye yonelik riskler

artt1 ve ters surprizler i¢in potensiyel azaldi. (Student 2)

In self- and peer-assessment, the translation given above was deemed inadequate, as
it involved a low quality of consistency between the sentences. After the parts of the
translation which the student deemed deficient were highlighted with the color red,
written feedback was given on these deficiencies and the student was then able to

translate the same part again, as seen below.
Extract 3 (retrieved from the same text after assessment and feedback):

TT: 2016 yilinin ortasindan beri devam eden istikrarl biiyiime, 2018-19 yili
icin kiiresel bliylimenin 2017 seviyesinde kalmasi bekleniyor. Ama, ayni

zamanda, genisleme daha az dengelenmistir ve bazi biiyiik ekonomilerde
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zirveye ulagmis olabilirdi. Son alt1 ayda kiiresel biiyliimeye yonelik riskler
asagl yonlii artmis ve yukart yonlii siirprizlerin olma olasiligt

gerilemistir. (Student 2)

In the extract given above, it is obvious that the student has achieved a higher quality
of translation than in the previous attempt. Here, it might be concluded that the
student gained an improvement in coherence after the process of assessment and
feedback, and that he could form it within the target text. After the analyses and
assessment of the other students’ drafts, it was determined that most of them had

made a considerable improvement in this area, as seen in the extracts given above.

4.4.6 Conclusion

Based on the above analyses, performed according to the five dimensions of the
rubric used in the study, the following conclusions summarize the findings of the

study in this phase.

First of all, nearly all of the participants in the study had been brought to see that
there was not one-to-one correspondence between words. That is to say, the two
languages, here English and Turkish, are different in terms of orthography. In
addition to this, they now perceived that word-for-word translation was almost
impossible, as they felt obliged to interpret the sentences according to the contents of
the texts. This brought them to closer to the use of free-translation in order to

achieve equivalence between the two languages.

Furthermore, nearly all of the participants in the study had acquired the knowledge
that the skopos of a text should be identified before starting the translation of a text.
Here, identifying the skopos of the text enlightened the students in terms of how the
translation of the text should be made. In another words, the translation process was
determined beforehand. In addition, most of the students in the study learnt the key
terms related to equivalence between two languages, which helped them to learn the
source language better, here English. By considering these terms, they were able to
analyze the texts, and to undertake the responsibility of rating both their own and

their friends’ levels of performance in the translation class.

On the whole, the teaching process provided an opportunity for the students to
examine two types of sample that enabled them to form a background in translation

and to acquire self-assessment skills before they began to undertake their own
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translations. In other words, the process of teaching made the students active learners
in the translation classes, because this teaching design put them through an intensive
learning process involving analyzing and assessing the texts, giving and receiving
feedback, and doing back-translation when necessary. Last but not least, the analyses
given above indicate that the students in the study had made gradual progress in their
translation classes.

159






5. DISCUSSION AND CONCLUSION
5.1 Discussion and Conclusion

This chapter presents a discussion of the findings of the study and reaches a
conclusion, in the light of the research context. Here, the findings are first compared
with the related literature and then matched with the research questions. In this way,
the role of the present study in the research context is determined. The pedagogical
implications of the findings are highlighted and reflected upon, and

recommendations are made.

The first research question was: ‘“What are the students’ attitudes towards the use of
the seven strategies of Assessment for Learning in translation classes?’’ In this phase
of the study, the students’ attitudes towards translation classes were examined by
means of semi-structured interviews and pre-and post-structured interviews,
measuring their attitudinal changes during the process. Here, the qualitative findings
were also confirmed by the quantitative results obtained from the Translation Class

Evaluation Questionnaire.

The qualitative findings revealed that the students in the study showed positive
attitudinal changes towards the teaching method and the content of the translation
classes, as most of the students asserted that they became active learners in the
process. This finding was also confirmed quantitatively, as the majority of the
students showed statistically similar attitudinal changes. Here, when the mean scores
and frequencies were compared, a positive trend upwards was observed in the
students’ attitudes towards translation classes between the pre-and post-interviews.
In this regard, when the teaching method in translation classes was evaluated, it was
found to be effective in encouraging the students to identify their strengths and
weakness through constructive communication provided in student friendly
language. As a result, the students were able to cope with their fear of failure and
negative feelings stemming from stress, and it was observed that they managed to
overcome these handicaps to a certain extent. In addition, their positive attitude

affected their improvement in the translation classes, which is consistent with a
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similar study asserting that self-assessment affected students’ improvement in
translation (Liao, 2006); and with another survey confirming that most of the
participating teachers and students had positive attitudes towards self-assessment
(Panadero et al., 2014). In other words, it may be concluded that the students'
improvement in the classes and their overcoming such negative feelings were
interconnected. Furthermore, the use of translation theories also affected the
students’ attitudes in a positive manner, because they realized that the translation
theories could guide them while producing their own translations. A similar study
also confirmed that an acceptable translation required the use of translation theories
and that the use of translation theories was interrelated with translators’ attitudes

(Branch, 2013).

When the students’ attitudes towards self-assessment and their own roles in the
translation classes were taken into consideration, the qualitative findings, which were
confirmed quantitatively, indicated that the students’ negative attitudes turned
positive as they took part in a process in which they continually reflected on their
own errors or mistakes. That is to say, the students went through a cognitive process
while self-assessing their own translations. This is because the process of self-
assessment enables students to improve in terms of metacognitive behaviors and
awareness (Shatri & Zabeli, 2018). Also, the ongoing process of self-reflection, and
thereafter self-regulation through self-assessment, was found to be effective in
enabling the students to gain self-confidence and motivation, and to overcome
hesitation and fear while giving scores to identify the level of the translations. This
relationship has also been confirmed in previous studies (Brown & Harris, 2014;
Schuessler, 2010). Similarly, the students’ attitudes towards peer-assessment
changed positively. That is to say, peer-assessment was found to be motivating and
effective, as it activated the students desire to work collaboratively in groups. In
addition, although peer-assessment had previously been described as distracting by
some students, the ongoing process revealed a significant positive change in their
attitudes that was confirmed by both the qualitative and the quantitative data. In fact,
the positive attitudinal changes towards self-and peer-assessment were found to be
linked to the teacher’s role in the classes. That is to say, the students’ positive
attitudes towards the teacher’s role in the classroom setting affected their attitudes to

self-and-peer-assessment. As a result, the assessment process was observed to be
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more fruitful and motivating when the teacher acted as a mediator while self-and

peer-assessments were performed.

The second research question in the present study was: ‘“What are the contributions
of involvement in self-assessment in the students’ translation process?’’ From this
perspective, the process involving the implementation of the seven strategies of AfL
was handled in terms of the effect of self-assessment on the students’ improvement
in the study. In terms of the impact of the strategies on learners’ achievement, the
first three strategies are ‘‘enablers’’, Strategies 5 and 6 are ‘‘floaters’’, and Strategies
4 and 7 are ‘‘destinations’’ (Chappuis, 2015, p. 14). In this context, the second
research question was matched with these key terms to explain how involvement in
self-assessment affected the students’ proficiency in the translation classes. In
addition, the aim was to improve the students’ self-assessment skills, on the basis
that when self-assessment is considered as a skill, it may be developed in a process
(Woods, 1987).

Taking the first three strategies in the present study together, the students went
through a process in which they gained a background related to self-assessment. In
this phase of the strategies, Strategies 1 and 2 enabled the students to gain awareness
in respect of the translation process. As they gained awareness, the students became
aware of their level of self-efficacy, with the help of the feedback they received in
Strategy 3. According to Bandura (1977), the theory of self-efficacy, which is
defined as people’s beliefs related to their capabilities for the intended level of
performance of the events which will affect their lives, hypothesizes the
perseverance of people in the face of challenges. When this theory is matched with
the present study, the strong and weak samples were found to be highly effective in
enabling the students to perceive their level of self-efficacy and to identify their
strengths and weaknesses accordingly, before the act of translation. Studies carried
out on the theory of self-efficacy in higher education have showed that learners’
levels of self-efficacy might be enhanced by adjusting the classroom setting for
learning by using approaches involving self-reflection, and self-and peer-assessment
(Van Dinther, Dochy, & Segers, 2011). On the other hand, the method of giving
feedback in the study played a key role in enabling the students to self-assess their
performance and to construct new knowledge onto their existing knowledge, as they

were encouraged to find the source of mistakes. This method of descriptive feedback
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Is a form of communication between teacher and learners, and involves the learners
in reflecting on their learning and identifying their experiences in the learning
process, as learners and teachers come together with a common target (Rodgers,
2006). In this regard, the findings of the present study confirmed that the students
made a significant improvement in translation classes in which self-assessment was
intensively implemented. At the same time, the findings on the process of giving
feedback in Strategy 3 showed that the students’ progress in the assessment of the
translation samples was facilitated by the descriptive feedback. Here, the scores
given to identify the levels of the translation in the strong and weak samples
indicated consistency among the students as raters. Having gained a background in
assessment and produced their own translations, the students performed a self-
assessment procedure in Strategy 4, which brought them to the first destination in
self-assessment. In this step, they went through a process of self-reflection and self-
regulation, which were strongly interrelated in the study. According to Zimmerman
(2002), self-regulation is defined as a person’s belief about his/her own capability to
affect the actions which are necessary for the intended goals, and involves two
phases of self-reflection: a) self-judgment involving the stages of self-evaluation and
causal attribution while examining the reasons for one’s error or success, and b) self-
reaction. When the present study is matched with these terms, the students, first,
managed to acquire awareness of their self-efficacy; next, they self-reflected on their
own errors, by judging their own translations in order to find the source of their
errors; then, they went through a self-reaction process in order to correct their errors
or mistakes and to achieve a higher quality of translation. Guided by this cognitive
process, the students were able to continue improving in learning and to raise the
quality of their translation, step by step, through self-assessment. The qualitative
findings of the study, supported by the statistical analyses, confirm that a reliable
degree of consistency occurred between the self-assessment, the peer-assessment and
the teacher’s assessment, indicating that the students made a valid assessment of their
own translations. In addition, the students were able to make error analyses of their
translations, similar to those made in the other two types of assessment, indicating
that they got better at identifying the source of their errors or mistakes, with every
step. Based on these findings, the study concluded that the use of self-and peer-
assessment together with teachers’ assessment could be considered effective. This

conclusion is consistent with that of another study carried out on translation training
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involving self-and peer-assessment moderated by a teacher (Robinson, Lopez
Rodriguez, & Tercedor Sanchez, 2006). Furthermore, another finding in the current
study was that self-assessment had a positive impact on the students’ self-regulation,
which is in accord with the results of other studies in this research context. Similarly,
this finding supports the findings of other studies which have underlined the positive
relationship between self-assessment and self-regulation in learning (Kostonsa et al.,
2012; Panadero & Alonso-Tapia, 2013). Moreover, the findings also confirmed that
the students gained a sense of responsibility over time, and developed a self-control
mechanism through self-assessment, which was similar to the findings of the study
carried out by Ndoye (2017).

In Strategies 5 and 6, the qualitative findings confirmed that the students were able to
focus on one aspect of the intended learning targets with which they frequently had
difficulty. After determining their weakness, they attempted to overcome it, with the
help of teacher who provided scaffolding, when needed. In Strategy 7, which brought
the students to the second destination in their learning, the students succeeded in
monitoring their own improvement in the translations which they had made hitherto.
Here, they self-assessed their own performance during the process, indicating that
they achieved a level of performance ranging from Adequate to Good. Strategies 4
and 7 may be taken together, to determine whether the students' improvement
corresponded with the intended learning targets or not. On this basis, it may be
concluded that the process resulted in a steady increase in progress, in terms of
translation between SL and TL and learning the source language, here English. This
was because the teaching method, which was associated with translation theories
Skopos and Equivalency between two languages, met the students’ needs and
expectations in the translation classes. That is to say, when the students in translation
classes are taught in the light of translation theories, their approach to the texts may

become more flexible and they learn the theories practically (Pérez, 2004).

When the whole process in which the students went through self-assessment is
considered, the findings are seen to be in accord with Chappuis (2015). In the present
study, the aim throughout the whole process was to enable the students to improve in
their translation classes, through self-assessment. In this process, the students first
became aware of their self-efficacy, and then they went through a self-reflection

process to identify their weaknesses in translation from ST to TT. Finally, they took

165



part in the process of self-regulation to overcome the weaknesses in translation
which had been identified beforehand. In other words, the process of self-assessment
enabled the students to develop significantly in terms of metacognitive behaviours
and awareness, as they actively engaged in the learning process. Likewise, a similar
study also found that self-assessment helped learners to gain metacognitive
behaviours and awareness (Shatri & Zabeli, 2018). In this regard, all of the students
in the study were exposed to a metacognitive process, which enabled them to become
self-reflective and self-regulated learners. It was observed that the more the students
noticed their strengths or weaknesses in each step, the more motivated they became
to translate the next text. The findings in this phase are in accord with those of other
studies conducted on self-assessment and its positive impact on students’
improvement in learning (Brown & Harris, 2014; EI-Koumy, 2010; Galan-Manas &
Hurtado Albir, 2015; Gedye, 2010; Mican & Medina, 2017; Schuessler, 2010;
Thawabich, 2017).

The third research question in the study was: ‘“What are the challenges that students
experience during the Assessment for Learning procedure?’’ With reference to the
whole process in which the students experienced AfL, some significant challenges
were identified when the findings were considered.

The first challenge that the students faced was related to objectivity, while assessing
the strong and weak samples and their peers’ translations. Here, the qualitative
findings showed that some of the students were not sure about the scores which they
gave to determine the level of the translations. In this regard, they were observed to
hesitate in giving scores. This was because they did not have any background in
assessment. Here, informing the students that they would not go through a
summative assessment process was found to be effective; and also, informing them
that they should score the translations not for grading but for describing their own
errors relieved them in the process. In other words, the students had negative
attitudes towards scoring in translation classes, as grading produced a negative effect
on them. In addition to this, as they improved in respect of the terms of equivalency,
and as they gained a background in assessment through the analyses and assessment
of strong and weak translation samples, the students realized that they were capable
of identifying a low level of translation. The findings obtained from the scoring, and

compared with those from the peer-assessment and teacher’s assessment, also
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confirmed that the students provided objectivity. It may be concluded that, to help
students to overcome this type of challenge, the teacher should function as a
moderator to orient the students while assessing. Importantly, it was observed that,
instead of using numbers, using phrases such as inadequate, adequate, or good made
the students feel at ease while assessing the level of the translations. In addition, the
context of continuous assessment accustomed them to the self-assessment process,
and so they made a gradual improvement in self-and peer-assessment. This removed
the negative effect of another challenge faced by some students, who preferred
working with their close friends and not with others, as they were not completely
ready to be assessed. A similar study on assessment also found that continuous
assessment contributed to student learning through feedback, and enhanced their

motivation in learning (Hernandez, 2012).

Another significant challenge that the students experienced was related to the use of
the rubric. In the present study, the rubric, which was prepared with the students in
the pilot study, was revised by the students. Here, it was observed that the students
had difficulty in designing a rubric for formative use, without scaffolding. This was
because they did not have any background in developing a rubric. Therefore, the
students were oriented to work on a rubric which was prepared beforehand. Here, the
students revised the rubric with the help of the teacher, and so they engaged in the
process of creating a rubric for formative use for themselves. This method was
chosen because co-creating a rubric affects the learners’ mental process of self-
regulation and self-efficacy positively; it enables the learners to discuss the criteria in
the rubric and to design it according to their expectations, to perceive it positively,
and to show a higher performance in using it because of its student-friendly language
(Fraile, Panadero, & Pardo, 2017). On this basis, most of the students did not have
any difficulty while using the rubric, as they took an active part in revising it
according to the translation classes. However, some of the students had serious
challenges while using it. Nonetheless, in the course of the process, collaborative
learning enabled them to use the rubric while performing self- and peer-assessment.
In addition, it was observed that, as they internalized the rubric, their performance in
using it improved during the process. This was consistent with the results of previous
studies, in which collaborative learning was found to enhance students’ learning

abilities when they took responsibility for the learning activity (Sulaiman & Shahrill,
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2015; Wakim, 2010). As the students made progress in the use of the rubric, assisted
by scaffolding, they provided accuracy in their assessments. This claim is validated
by the fact that the self-and peer-assessments and the teacher’s assessments were in
accord with each other over time. This finding supports other studies conducted in
this research context, which revealed that students were able to self-assess accurately
when the necessary information about assessment criteria and about the procedure
for conducting assessment was given, together with feedback, in the process (Dochy
et al.,1999; Leahy et al., 2005; Thawabieh, 2017).

In addition to the aforementioned challenges, the last challenge that the students
faced while translating from ST to TT was related to text types and practices. A
study conducted by Yousofi (2014) focused on three kinds of problem related to
texts: linguistic problems, cultural problems, and stylistic difficulties. On this basis,
the present study revealed that the students did not have cultural problems, but that
they did have linguistic and, to some extent, stylistic problems. In the present study,
the texts to be translated were selected from informative text types. When the
students were asked to identify the types of the texts and the skopos of the
translations in strategy 1, most of them were able to identify the types of the texts
and to create a scenario for the skopos of the translations. However, in spite of being
able to do this, the majority of the students had difficulty while translating text 2; as
it included the terms and conditions of a contract, which did not interest the students.
Consequently, they had linguistic problems with this text. Nonetheless, the provision
of scaffolding and feedback proved effective in enabling the students to overcome
their linguistic problems in the process. In this regard, the study revealed that
students’ interests, competencies and domains must not be ignored while selecting

texts to be translated in a classroom setting.

In conclusion, the present study drew upon a wide spectrum of AfL in translation
classes. In respect of the research questions, the study reached the following

conclusions, which were found to be consistent with the research context.

First, it was concluded that the students went through a process of attitudinal change.
Their negative attitudes towards translation class were replaced by positive attitudes.
Their performance improved, as they overcome their fears, hesitation, and the feeling
of being a failure, in the process of learning. At the same time, the students who
developed a positive attitude towards translation classes were able to enhance their
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own motivation through self-assessment. In other words, they became self-motivated

learners.

Second, the study highlighted the way in which the students’ engagement in the self-
assessment process affected their competencies in the translation classes. They made
a significant improvement in their translation classes, in which the theories of Skopos
and Equivalency between two languages were embedded. On the basis of these
theories, the students went through a process of improvement, in which they first
gained a background in lexical, grammatical, textual and pragmatic linguistic
elements, and, thereafter, used the knowledge they had acquired, in their own
translations. With the help of the AfL process, the students were able to put their
knowledge into practice, in a manner grounded in awareness of their own strengths

and weaknesses, and to monitor their improvement through self-assessment.

Finally, the students achieved consensus while assessing the quality of translations
involving high and low levels of performance. The level of consistency achieved
here may be interpreted as evidence that the students had gained evaluation skills for
both self-assessment and peer-assessment. In other words, the students made a
gradual improvement in evaluation, which enabled them to identify their weaknesses
and to make a plan for overcoming them. In the final analysis, the process of AfL
helped the students to become learners who were self-reflective, self-regulated, and

self-monitored in pursuit of their intended learning goals.
5.2 Recommendations for Further Research

The present study was conducted on the basis of a case study, in which the seven
strategies of AfL were implemented in translation classes, and the focal point in the
study was to explore the effect of the self-assessment process on students’
achievements in the translation classes. In this regard, further research could be
carried out in different contexts, with different sampling. To this end, action research
or a quasi-experimental study might be effective in exploring or examining the

impact of AfL on students’ improvement in different research contexts.
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APPENDIX A: Translation Rubric: The Analytic Scoring Rubric

Equivalence at Word Level

Scores, Criteria, and Total score

Score 1: Poor

Score 2: Inadequate

Score 3: Adequate

Score 4: Good

Score 5: Excellent

Total
score

Incorrect translation
because of
inaccuracy in lexical
meaning or semantic
fields.

Many errors related
to the meanings of
culture-specific
concepts.

Equivalence at word
level is definitely
not achieved.

A low level of
accuracy in the
translation of words in
terms of lexical
meaning and semantic
fields.

Some serious
mistakes in culture-
specific concepts.

Equivalence at word
level is not achieved
in spite of some

A moderate level of
translation in terms
of lexical meaning

and semantic fields.

Some unimportant
mistakes in giving
the meanings of
culture-specific
concepts.

Equivalence at word
level is achieved to
some extent.

A high level of
accuracy in the
translation of
words in terms of
lexical meaning
and semantic
fields.

A high level of
translation of
culture-specific
concepts.

Equivalence at

No mistakes in
terms of lexical
meaning or semantic
fields.

Completely correct
translation of culture
specific-concepts

Equivalence at word
level is completely
achieved.

Equivalence above Word Level

accuracy. word level is
achieved.
Lack of translation A low level of A moderate level of | A high level of No mistakes in

of collocations.

Many errors in
culture-specific
collocations.

Numerous problems
in giving the

meanings of idioms
or fixed expressions.

Equivalence above

accuracy in the
translation of
collocations.

Some serious
mistakes in culture-
specific collocations.

Some serious
mistakes in terms of
the meanings of the
idioms or fixed

accuracy in the
translation of
collocations.

Some unimportant
mistakes in giving
the meanings of
culture-specific
collocations.

Some unimportant
mistakes in giving

accuracy in the
translation of
collocations.

A high level of
accuracy in
culture-specific
collocations.

A high level of
accuracy in giving
the meanings of

terms of the
rendering of
collocations,
culture-specific
collocations. idioms,
or fixed expressions.

In spite of some
non-equivalent or
cultural restrictions,
equivalence above

Grammatical Equivalence

word level is expressions. the meanings of idioms or fixed \é\gonrqd |I§t\$| 'S
definitely not ) idioms or fixed expressions. h_p d Y
achieved. Equivalence above expressions. achieved.
word level is not Equivalence
achieved in spite of Equivalence above above word level
some accuracy. word level is is achieved.
achieved to some
extent.
A poor level of A low level of A moderate level of | A high level of Completely correct
translation in terms translation in terms of | translation in terms grammatical translation in terms
of grammar. grammar. of grammar. accuracy in of morphology and
. . translation. syntax.
Many Some serious Some unimportant

morphological
errors (plural and
singular forms).

A poor translation in
terms of the syntax
between the two
languages.

Many grammatical
mistakes in terms of
number, gender,
person, voice, or
tense and aspect.

Grammatical
equivalence is
definitely not
achieved.

mistakes because of
the syntactical and
morphological
differences between
the two languages.

Frequent grammatical
mistakes in terms of
number, gender,
person, voice, or tense
and aspect.

Grammatical
equivalence is not
achieved in spite of
some accuracy.

mistakes because of
the syntactical and
morphological
differences between
the two languages.

Some mistakes in
terms of number,
gender, person,
voice, or tense and
aspect.

Grammatical
equivalence is
achieved to some
extent.

Correct translation
in spite of the
syntactical and
morphological
differences
between the two
languages.

A high level of
accuracy in terms
of number,
gender, person,
voice, or tense and
aspect.

Grammatical
equivalence is
achieved.

No mistakes
between the two
languages in terms
of number, gender,
person, voice, or
tense and aspect.

Grammatical
equivalence is
completely
achieved.
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Textual Equivalence

Lack of thematic
structure and so
unsuccessful
transfer of theme
and rheme in the
text.

A poor level of
accuracy in
transferring
information between
the texts.

Many errors related
to cohesion.

Many errors related
to cohesive links

A low level of
accuracy in terms of
theme and rheme.

An inadequate level of
accuracy in
transferring
information between
the texts.

Some serious
mistakes related to
cohesion.

Some serious
mistakes related to
cohesive links
(conjunctions).

A moderate level of
accuracy in
transferring theme
and rheme.

A moderate level of
accuracy in
transferring
information between
the texts.

Some unimportant
mistakes related to
cohesion.

Some unimportant
mistakes related to
cohesive links.

A high level of
accuracy in
transferring the
theme and rheme.

A high level of
accuracy in
transferring
information
between the texts.

A high level of
accuracy in
cohesion.

Correct translation
of cohesive links.
(conjunctions).

Successful transfer
of the theme and
rheme.

Complete accuracy
in transferring
information between
the texts.

No mistakes in
terms of cohesion.

No mistakes in the
translation of
cohesive links
(conjunctions).

Textual equivalence

achieved.

accuracy.

extent.

(conjunctions). ) | (conjunctions) is completely
Textual equivalence is Textual achieved.
Textual equivalence | not achieved in spite Textual equivalence | equivalence is
is definitely not of some accuracy. is achieved to some achieved.
achieved. extent.
§ Lack of coherence A low level of A moderate level of | A high level of No mistakes in
2 between the accuracy in terms of accuracy in accuracy in terms of coherence
>| sentences. coherence. coherence coherence. or the interpretation
=)
. , between the two
&| Lack of An inadequate level A moderate level of | A high level of languages.
2| interpretation of the | of interpretation of the | interpretation of the | interpretation of
sentences. sentences. sentences. e sentences. ragmatic
g| sent t t the sent Pragmat
2 ! . . . ’ equivalence is
= Pragmatic Pragmatic equivalence | Pragmatic Pragmatic completely
equivalence is is not achieved in equivalence is equivalence is achieved.
definitely not spite of some achieved to some achieved.
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APPENDIX B: Inter-rater Reliability

Assessment 1 (Test)

Assessment 2 (Re-test)

Cronbach’s  Cronbach’s Intraclass Sig.  Cronbach’s  Cronbach’s Intraclass Sig.
Alpha Alpha if Correlation Alpha Alpha if Correlation
Coefficient Coefficient

Deleted Deleted
Word Level .894 .881 .862 .000 .885 .875 792 .000
R1
Word Level .888 .900
R2
Word Level .900 .887
R3
Word Level .892 .875
R4
Above-word .885 .868
Level R1
Above-word .883 .879
Level R2
Above-word .885 .887
Level R3
Above-word .889 .875
Level R4
Grammatical .884 .870
Level R1
Grammatical .889 .885
Level R2
Grammatical .892 .881
Level R3
Grammatical .892 .876
Level R4
Textual Level .885 .870
R1
Textual Level .888 .891
R2
Textual Level .890 .889
R3
Textual Level .892 .864
R4
Pragmatic .891 .864
Level R1
Pragmatic .892 .887
Level R2
Pragmatic .897 .884
Level R3
Pragmatic .892 .864
Level R4

188



APPENDIX C: Intra-rater Reliability

Cronbach’s  Cronbach's Cronbach's Intraclass Sig.
Alpha Alphaif ltem  Alphaif Iltem  Correlation
Deleted Deleted Coefficient
(Assessment (Assessment
1) 2)
Rater 1 Word Level .867 .835 .872 .867 .000
Above-word .844 .873
Level
Grammatical .836 .866
Level
Textual Level .823 .868
Pragmatic .839 .869
Level
Rater 2 Word Level .859 .826 .855 .859 .000
Above-word .822 .854
Level
Grammatical .816 .854
Level
Textual Level .821 .882
Pragmatic .826 .870
Level
Rater 3 Word Level .821 .805 .831 .821 .000
Above-word .784 .796
level
Grammatical .819 .816
Level
Textual Level .781 .819
Pragmatic .805 779
Level
Rater 4 Word Level .840 .804 .841 .840 .000
Above-word .817 .841
level
Grammatical .804 .845
Level
Textual level .804 .840
Pragmatic .804 .840
Level
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APPENDIX D: Self-assessment Holistic Rubric

Please, evaluate your own performance throughout the whole process in which the
seven strategies of AfL were implemented in a translation class, and give a proper

score from 1 to 5.
Score 1: Poor Score 4: Good
Score 2: Inadequate Score 5: Excellent

Score 3: Adequate

No. | Criteria Score

1 At the beginning of the translation activity, | was able to clearly
understand the targets of the lesson (learning targets).

2 In the translation activity, | could understand the differences between
strong and weak translation samples.

3 After receiving feedback related to the translation of the strong and
weak text samples, | could notice my strengths and weaknesses.

4 In my translation, | could manage to set goals and assess my own
translation.

5 In my translation paper, | could focus on one aspect that | mostly
had trouble with.

6 During revision, | could notice my weaknesses and develop a plan to
improve my translation from source language to target language.

7 | actively engaged in the process in which translation activities were
implemented. To this end, I could achieve equivalence in terms of
all levels in my translation from source text to target text (i.e., word
level, above word level, grammar, textual level and pragmatics).

Note: The self-assessment rubric was developed according to Baker, 1992; Chappuis,
2005; Halliday & Hasan, 1976; Hurtado Albir, 2015.
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APPENDIX E: Student Self-assessment Form

My strengths and areas to improve
Trait(s):

Name:

Name of paper

Date:

My Opinion:
My strengths:

What | think | need to work on is

My Peer’s Opinion
Strengths include

Work on

My Teacher’s Opinion
Strengths include

Work on

My Plan
What | will do now is

Next time I’ll ask for feedback from

Note: Retrieved from Chappuis, 2015
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APPENDIX F: Translation Class Evaluation Questionnaire

This questionnaire was developed for collecting data related to the learners’ attitudes
towards translation lessons, not for grading you. Please, tick the items ranging from
Strongly Disagree to Strongly Agree to share your views. The data gathered from this

questionnaire will be used only in my doctoral dissertation.

Semih OKATAN

No. | Items
[<B]
L
g &
2 >
&) <
> 3 o >
[)) —_ [<F] (@)]
f)) D
S |8 |5 |5 |8
N & p < n
1 In translation classes, the teacher’s way of | 1 2 3 4 5
giving instruction is clear.
2 The teacher organizes the learning process | 1 2 3 4 5
well.

3 I find the teacher’s teaching method useful |1 2 3 4 5
for my improvement in translation.

4 I find the teacher’s feedback motivating for | 1 2 3 4 5
my improvement in translation.

5 The teacher encourages me to be an active | 1 2 3 4 5
learner.

6 | find the communication between the 1 2 3 4 5
teacher and the students positive.

7 The content of the translation classes is 1 2 3 4 5

adequate for me to identify my strengths
and weaknesses.

8 | think that | have made an improvementin | 1 2 3 4 5
translation.

9 I like taking an active role in the translation | 1 2 3 4 5
classes.

10 I can explore the errors in my translation. 1 2 3 4 5

11 I can determine the level of my 1 2 3 4 5
performance in translation.

12 | The translation classes make me feel under |5 4 3 2 1
pressure.

13 | At the beginning of the translation classes, | | 5 4 3 2 1
am already thinking about failure.

14 | When | am asked to check my translation, I |5 4 3 2 1
hesitate for fear of finding my errors.

15 I do not like joining in the activities in the 5 4 3 2 1
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translation classes.

16

During translation, when | find my own
mistake in a sentence and correct it, | feel
more eager to translate the next sentence(s).

17

I have recognized that my grammar has
improved in the translation classes.

18

Thanks to translation, | have made an
improvement in vocabulary.

19

I am distracted when my friends correct my
mistakes.

20

I do not want my friends to correct my
mistake(s) in the translation classes.

21

Sometimes, I need my friend’s help while
translating a text.

22

I enjoy working in a group while translating
a text.

23

I do not think that | have made any progress
in the translation classes.

24

I do not find the content of translation
classes beneficial for foreign language
learning.
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APPENDIX G: Reliability of the Translation Class Evaluation Questionnaire

Case Processing Summary

N %
Valid 277 76,7
Cases Excluded? 84 233
Total 361 100,0

a. Listwise deletion based on all variables in the procedure.

Reliability Statistics

Cronbach's Alpha N of Items

,825 24

Item-Total Statistics

Scale Mean if Item Scale Variance if Item Corrected Item-Total Cronbach's Alpha if

Deleted Deleted Correlation Item Deleted
Item 1. In translation classes, the
teacher’s way of giving instruction is 79,6606 111,095 575 ,808
clear.
Item 2. The teacher organizes the 79,6245 109,735 ,581 ,808

learning process well.

Item 3. I find the teacher’s teaching
method useful for my improvement 79,7292 109,292 ,593 ,807
in translation.

Item 4. T find the teacher’s feedback
motivating for my improvement in 79,4332 109,877 ,634 ,805
translation.

Item 5. The teacher encourages me to

be an active learner. 79,8014 112,160 ,526 ,811
Item 6. | find the communication

between the teacher and the students 79,5090 108,881 ,622 ,805
positive.

Item 7. The content of the translation

classes is adequate for me to identify 79,4982 113,715 ,502 ,812
my strengths and weaknesses.

Item 8. | think that | have made an

improvement in translation. 79,2635 111,209 608 807
Iltem 9. | I|k_e taking an active role in 793755 113,974 470 814
the translation classes.

Item 10. | can explore the errors in 79.1155 117,356 390 818
my translation.

Item 11. I can det'ermlne thg level of 79.1986 116,471 444 815
my performance in translation.

Item 12. The translation classes make 785021 125,902 070 828

me feel under pressure.

Item 13. At the beginning of the
translation classes, | am already 78,4910 127,519 -,030 ,830
thinking about failure.

Item 14. When | am asked to check
my translation, | hesitate for fear of 78,4765 125,888 ,081 ,827
finding my errors.

Item 15. 1 do not like joining in the

activities in the translation classes. 78,4693 126,460 049 828
Item 16. During translation, when |
find my own mistake in a sentence 791300 117,693 335 820

and correct it, | feel more eager to
translate the next sentence(s).

Item 17. | have recognized that my
grammar has improved in the 79,4404 112,124 ,540 ,810
translation classes.

Item 18. Thanks to translation, | have

made an improvement in vocabulary 79,3141 111,463 554 809
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Item 19. | am distracted when my

- - 78,5415 125,952 ,074 ,828
friends correct my mistakes.
Item 20. | do not want my friends to
correct my mistake(s) in the 78,4296 124,833 ,152 ,825
translation classes.
Item 21. Sometimes, | need my
friend’s help while translating a text. 79,0542 126,834 -021 835
Item 22. 1 enjoy working in a group 79,4368 120,305 206 827
while translating a text.
Item 23. 1 do not think that | have
made any progress in the translation 78,6209 126,830 ,014 ,829
classes.
Item 24. 1 do not find the content of
translation classes beneficial for 78,4982 126,171 ,059 ,828

foreign language learning.
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APPENDIX H: Factor Analysis of the Translation Class Evaluation Questionnaire

KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. ,865
Approx. Chi-Square 1699,004
Bartlett's Test of Sphericity df 276
Sig. ,000

Communalities

Initial Extraction
Item 1. In translation classes, the
teacher’s way of giving instruction is 1,000 ,688
clear.
Item 2. The teacher organizes the 1,000 653

learning process well.

Item 3. I find the teacher’s teaching
method useful for my improvement 1,000 ,651
in translation.

Item 4. I find the teacher’s feedback

motivating for my improvement in 1,000 ,591
translation.

Item5. The teacher encourages me to

be an active learner. 1,000 552
Item 6. | find the communication

between the teacher and the students 1,000 ,539
positive.

Item 7. The content of the translation

classes is adequate for me to identify 1,000 ,496
my strengths and weaknesses.

Item 8. | think that | have made an

improvement in translation. 1,000 502
Iltem 9. | I|k_e taking an active role in 1,000 651
the translation classes.

Item 10. | can explore the errors in 1,000 469
my translation.

Item 11. | can determine the level of

my performance in translation. 1,000 ,500
Item 12. The translation classes make 1,000 an

me feel under pressure.

Item 13. At the beginning of the
translation classes, | am already 1,000 ,468
thinking about failure.

Item 14. When | am asked to check

my translation, | hesitate for fear of 1,000 ,416
finding my errors.

Item 15. 1 do not like joining in the

activities in the translation classes. 1,000 /500
Item 16. During translation, when |
find my own mistake in a sentence 1,000 643

and correct it, | feel more eager to
translate the next sentence(s).

Item 17. | have recognized that my
grammar has improved in the 1,000 ,615
translation classes.

Item 18. Thanks to translation, | have
made an improvement in vocabulary
Item 19. | am distracted when my
friends correct my mistakes.

Item 20. | do not want my friends to
correct my mistake(s) in the 1,000 ,671
translation classes.

Item 21. Sometimes, | need my
friend’s help while translating a text.
Item 22. | enjoy working in a group
while translating a text.

1,000 527

1,000 726

1,000 726

1,000 677
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Item 23. | do not think that | have

made any progress in the translation 1,000 ,684
classes.

Item 24. 1 do not find the content of

translation classes beneficial for 1,000 ,617

foreign language learning.

Extraction Method: Principal Component Analysis.

Total Variance Explained

Initial Eigenvalues Extraction Sums of Squared Rotation Sums of Squared
= Loadings Loadings
é- Total % of Cumulative  Total % of Cumulative  Total % of Cumulative
S Variance % Variance % Variance %
1 5675 23,647 23,647 5,675 23,647 23,647 4,587 19,111 19,111
2 2,393 9,972 33,619 2,393 9,972 33,619 1,751 7,296 26,407
3 1,485 6,186 39,806 1485 6,186 39,806 1,748 7,284 33,691
4 1,218 5,073 44,879 1,218 5,073 44,879 1,678 6,992 40,682
5 1,155 4,812 49,691 1,155 4,812 49,691 1,483 6,180 46,862
6 1,104 4,599 54,290 1,104 4,599 54,290 1,397 5,823 52,685
7 1,005 4,188 58,477 1,005 4,188 58,477 1,390 5,792 58,477
,885 3,687 62,165
9 ,829 3,455 65,620
10 ,801 3,338 68,958
11 ,751 3,127 72,085

12 ,708 2,950 75,035

13 ,681 2,837 77,872
14 ,649 2,706 80,578
15 ,604 2,516 83,093
16 ,568 2,367 85,460
17 547 2,278 87,738
18 ,513 2,137 89,876
19 ,495 2,061 91,937
20 ,448 1,867 93,804
21 429 1,788 95,592
22 ,380 1,583 97,175

23 ,358 1,490 98,665

24 ,321 1,335 100,000

Extraction Method: Principal Component Analysis.
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Rotated Component Matrix®

Component

2 3 4 5

Item 1. In translation classes, the
teacher’s way of giving instruction is
clear.

,7193

Item 2. The teacher organizes the
learning process well.

764

Item 3. I find the teacher’s teaching
method useful for my improvement in
translation.

,759

Learner’s attitqde towards Item 4. I find the teacher’s feedback
teacher’s teaching method motivating for my improvement in

and its effect on his/her
own improvement.

translation.

,129

Item 5. The teacher encourages me to
be an active learner.

,682

Item 6. I find the communication
between the teacher and the students
positive.

,643

Item 7. The content of the translation
classes is adequate for me to identify
my strengths and weaknesses.

,590

Item 8. | think that | have made an
improvement in translation.

574

Item 9. I like taking an active role in
the translation classes.

,691

Learner’s attitude towards Item 10. | can explore the errors in my

self-assessment

translation.

,587

Item 11. | can determine the level of
my performance in translation

,541

Learner’s negative
attitude towards
translation classes

Item 12. The translation classes make
me feel under pressure.

,616

Item 13. At the beginning of the
translation classes, | am already
thinking about failure.

,611

Item 14. When | am asked to check my
translation, | hesitate for fear of finding
my errors.

,600

Item 15. | do not like joining in the
activities in the translation classes.

,586

Item 16. During translation, when |
find my own mistake in a sentence and
correct it, | feel more eager to translate

Learner’s positive attitude the next sentence(s).

towards his/her own

,765

Item 17. | have recognized that my

improvment in vocabularygrammar has improved in the

and grammar

translation classes.

,623

Item 18. Thanks to translation, | have
made an improvement in vocabulary

,525

Learner’s negative
attitude towards peer-
assessment

Item 19. | am distracted when my
friends correct my mistakes.

824

Item 20. | do not want my friends to
correct my mistake(s) in the translation
classes.

767

Item 21. Sometimes, I need my friend’s

Learner’s positive attitude help while translating a text.
towards peer-assessment. Item 22. | enjoy working in a group

,795

while translating a text.

742

Learner’s general

Item 23. | do not think that | have made

any progress in the translation classes.

,789

negative attitude towards Item 24. 1 do not find the content of

translation classes.

translation classes beneficial for
foreign language learning.

,680

Extraction Method: Principal Component Analysis.
Rotation Method: Varimax with Kaiser Normalization.
a. Rotation converged in 6 iterations.
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APPENDIX I: Semi-structured Interview for Course Evaluation

This interview was formed to evaluate your attitudes towards your own translation
class, not to grade you in the translation classes. Write down your opinions about the
process of your translation classes. Please, use your native language in your

explanations.

A. Teaching method and the content of the translation classes.
1. Do you think that the teaching method in your translation classes is
effective?
a) Yes b)No
Why?

2. Do you think that the content of the translation classes makes you an
active participant?
a)Yes Db)No

If yes, How?

3. Do you think that the texts used in the translation classes are effective
for your improvement in language and career after university?
a) Yes b)No
Why?

4. Which one do you prefer to check the accuracy in your translation?

a) your own assessment
b) teacher’s assessment

) your peer’s assessment

Why?

5. How do you describe the teaching method in your translation classes?

a) Effective and well-organized
b) Inadequate and time-consuming

Why?

6. The practises in the translation classes are

a) adequate for my improvement in translation.

b) inadequate for my improvement in translation.
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Why?

7. The strategies that the teacher uses in the translation classesare
a) useful for me to improve my assessment skills.
b) useless for me to improve my assessment skills.
Why?

8. What are your general positive opinions related to your translation

classes?

9. What are your general negative opinions related to your translation

classes?

B. Self-assessment and student’s proficiency level in the translation classes.
1. Do you know what self-assessment is?
a) Yes b)No
2. What is your role in your translation class?
a) An active learner  b) A passive learner
Why?

3. What is your proficiency level in your translation class?
a) Poor
b) Insufficient
c) Sufficient
d) Good

e) Excellent

Why?

4. The challenges that you have in your translation classes are generally

related to

a) texts and the practises
b) teaching method

c) the way of assessment
d) Other(s)
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Why?

5. What are your strengths in your translation classes?

6. What are your weaknesses in your translation classes?

7. How do you evaluate your performance in your translation class? Do
you want to assess your own paper? (but not for grading, just for

accuracy and being an active learner).

C. Peer-assessment.
1. Do you know what peer-assessment is?
a) Yes b)No
2. Do you want your peer(s) to correct the mistakes in your translation
paper?
a) Yes b)No
Why?

3. How often do you need your peer’s help while translating a text?
a) Always

b) Often

¢) Sometimes

d) Rarely

e) Never
4. When your peer corrects your mistake(s), how do you feel?

a) Disappointed

b) Motivated

c) Other(s)
5. Do you think that group-work is ?

a) effective
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b) ineffective
Why?

D. The teacher’s role.
1) Is your teacher’s teaching method effective for your improvement?
a) Yes b)No
2) What is your teacher’s position in the classroom?
a) He/she controls the whole teaching and learning process and gives
direct instructions.
b) He/she encourages us to engage in the process and considers our
comments.
c) Other(s)
3) Does the teacher give you clear and understandable instructions about

the learning targets of the translation classes?
a) Yes b) No
4) When does the teacher give you feedback?
a) While translating a text
b) After the translation of a given text
c) No feedback is given while translating or after translation
If your answer is ‘a’ or ‘b’, Which one is more effective for your

improvement? And Why?

5) Does the teacher encourage you to take an active role in your translation
classes?
a) Yes b)No

Please, explain:
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APPENDIX J: Student Focus Group Interview Questions

This is a focus group interview, the aim of which is to evaluate learners’ point of

views towards AfL, and it was administered after the completion of each session in

the study.

1.
2.
3.

Were the instructions given by the teacher clear or not? Give an example?
How did you feel while assessing yourself?
Were there any challenges that you experienced while assessing your own
translation? If yes, what are those?
Was the lesson effective for your improvement? Why?
Could you understand all the process of the given instructions in the lesson?
How did you correct your mistakes? Why?

a) By correcting it by yourself

b) By asking your teacher to correct it

c) By asking your friend to correct it

What are the advantages and disadvantages ?

a) When your teacher assesses you

b) When you assess yourself

c) When your peer(s) assess(es) you
When you were asked to assess your translation, do you believe that you were
able to identify your own weaknesses and strengths? If yes, what are those?

a) Your strengths:

b) Your weakness:

Please, evaluate your performance and the strategies used in the teaching
process.

10. Please, evaluate the teaching and learning process.
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APPENDIX K: Observation Form

In this form, the researcher took notes according to the field note technique, and he
aimed to monitor how Assessment for Learning process was conducted in a
classroom setting and to identify the difficulties observed in the process of

implementing of AfL criteria.

Strategies (adapted according to | Current Practices/Activities and
Chappuis, 2015) Explanations

Learning targets / Scenario creating | The targets of the present text translation
activity

Analysis and assessment of strong

and weak samples

Descriptive feedback The students’ current knowledge

The process of self-assessment and

goal setting for the next step

Diagnosing the misconceptions or | Closing the gap in knowledge
other challenges that the students
have

Overcoming the misconceptions or
the challnges identified in the

previous step

Monitoring the improvement
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APPENDIX L: Observation Checklist

This checklist was prepared to monitor learners’ performance, to evaluate how the
seven strategies of AfL were implemented, and to what extent the desired goals of
the lesson were achieved in line with Formative Assessment. The items in the
checklist were formed according to the desired targets of the AfL process.

No. | Items Yes | Partly | No

1 Avre learners asking questions related to the
targets of the lesson?

2 Can learners identify the distinctions between
weak and strong models of examples?

3 Do learners ask for help during the translation
activity?

4 | Are learners taking an active role in the self-
assessment process and setting goals?

5 Can learners recognize their mistakes and
correct them?

6 Are learners’ self-assessment and translation
skills improving?

7 Are learners aware of their improvement in
terms of self-assessment and translation skills?

8 Are learners’ attitudes twords self-assessment
in the translation class positive?

9 Do learners share their knowledge with their
peers?

10 | Is there any specific improvement related to
the process of AfL?
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APPENDIX M: Student Diaries

The following questions were prepared to enable the students in the study to express
the impression which the study made on them. They kept their dairies in their native

language, Turkish.

1. What problems did you experience in your translation task?

2. What have you learned from this translation task?

3. What are your weaknesses in the present text translation?

4. What are your strengths in the present text translation?

5. What do you think about the current teaching method?

6. What targets have you set for your next translation task?

7. Your own personal comments about teaching method
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APPENDIX N: Permission for the Pilot Study*

I .q
KAFRAS LA ERSITESI

n-Edebviy at | tesi Deka

Sayi : 28644117- 905,02 4 4+ 21.11.2018
konu : Ogr.Gir.Semil ORATAN

Savin: Ugr.orSemih (ko AN

Mlei 190 L201S taril ve 11914 say

e

! The title of the thesis was changed as ‘¢ A Formative Approach to Translator Training”’ by the
Comittee of the Thesis Monitoring on 12.12.2018. The content of the study was not changed. (Tez
baslig1 “‘Cevirmen Egitimine Bigimlendirici Bir Yaklasim®” olarak Tez izleme Komitesi tarafindan
12.12.2018 tarihinde degistirilmistir. Caligma igerigi degistirilmemistir).
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APPENDIX O: Permission for Piloting the Questionnaire

1.
KAFKAS UNIVERSITESI
Fen-Edebiyat Fakiiltesi Dekanhg)

Sayr 1 28644117-905.02/ 01 28.12.2018
Konu : Oar.Gir, Semih OKATAN
Tez Calismasi

Sayin: Opr.Gir, Semih OKATAN

Doktora tezinizde Kullamimak tzere ¢eviri dersi degerlendinme anketinin gitvenirlilik ve
gegerliligini saglamak igin anketin pilot uygulama asamasim Ingiliz Dili ve Edebivatr BSHimd
1.2.3. ve 4 similladinda yapma talebiniz Dekanhgmmizea aygun gOriilmdiistiir,

Trof. Dr, (iulLdél l\W

Dekan V.,

Bilgilerinize rica ederim,
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Continued...
e
KAFKAS UNIVERSITEST
Fen-Edebivat Fakiiltesi Dekanhis

Suyr 1 28644117 905.02 1 4F 21.12.2018
Konu : Ofr.Gor. Semih OKATAN

Savin: Ogr.Gar, Semih OKATAN

Doktora wzinizde kullaniimak Gzere gevin dersi degerlendinme anketinin ghvenirlilik ve
gegerliliging saglamok igin anketin pilot uygulama agamasin MOtercim ve Terchmanbik BolOmi
ikinci ve Ogiined simflannda vapma talebiniz Debanhi@imizea uygun gorliimigtiir.

ilgilerinize rica ederun,

“Trof. Dr. Haydar YOKSEK
Deban V.
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APPENDIX P: Permission for the Questionnaire

Evrak Tarih ve Sayisi: 22/03/2019-1706
T.C.
ISTANBUL AYDIN UNIVERSITESI REKTORLUGU
Sosyal Bilimler Enstitiisii Miidiirliigi

Sayr :88083623-020-1706 22/03/2019
Konu : Semih OKATAN'In Etik Onay1 Hk.

Sayin Semih OKATAN

Tez ¢aliymamzda kullanmak iizere yapmay: talep ettiiniz anketiniz Istanbul Aydin
Universitesi Etik Komisyonu'nun 11.03.2019 tarihli ve 2019/04 sayil karariyla uygun
bulunmustur.

Bilgilerinize rica ederim. A .

7 o %

SIS L A
Dr.OgrUyesi Hiseyin KAZAN
Miidﬁr 4 _dlg}C!SI;.’f
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APPENDIX Q: Permission for the Questionnaire and Main Study

Y T.C.
e " o ! '
g@ ;;3 KAFKAS UNIVERSITESI REKTORLUGU
r Ogrenci [sleri Daire Bagkanhi@

Sayl : 10829923-10.99-E.10449 ={ { fho42019
kKonu : Semih OKATAN

ISTANBUL AYDIN UNIVERSITESI REKTORLUGUNE

flgi  : 20.03.2019 tarih ve 1663 sayih YAZINIZ.

Universiteniz ingiliz Dili ve Edebiyati Anabilim Dali Dokwra Programi dgrencisi
Semih OKATAN'In tez ¢alismasimin anket uygulamasimi Universitemiz Fen Edebiyat
Fakiiltesi Ingiliz Dili ve Edebiyan Miitercim Terciimanhk boliimii Ggrencilerine uygulama
istegine iliskin ilgide kayith yazimz incelemis olup, ilgili dgrencinin Universitemizde bahsi
gegen GErencilere anket cahsmasim uygulamasi Rektorligiimiizee uygun bulunmustur.

Bilgilerinizi ve geregini arz ederim.

e .

Prof Dr.Engin KILIC
Rekubr a.
Rektor Yardimais:
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Continued...

T
KAFKAS UNIVERSITESI REKTORLUGU
Fen Edebiyat Fakiltest Dekanhg

Sayt : 66323135-10.99-E.11213 15/04/2019
Konu : Semih OKATAN

REKTORLUK MAKAMINA
(Ogrenci lsleri Daire Baskanhg:)

flgi : 01.04.2019 tarih ve 10829923-10.99-9765 sayih yazimz.

llgi yazimzla belirtilen, Istanbul Aydin Universitesi ingiliz Dili ve Edebiyat
Anabilim Dah Doktora Programn o6grencisi Semih  OKATAN'in “A FORMATIVE
APPROACH TO TRANSLATOR TRAINING™ adh tez ¢aligmasi kapsaminda Fakiltemiz
ingiliz Dili ve Edebiyati Anabilim Dali ve Miitercim-Terciimanhik Bolimii ogrencilerine
anket uygulamast ve tezle ilgili uygulama ¢aligmasimin yapilmasi Dekanh@imizea uygun
goriilmistiir.

Bilgilerinize arz ederim

£«

Prof.Dr.Gencer ELKILIC
Dekan V.,

Ek : Yazi 6rne@i (1 Sayfa)
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APPENDIX R: Text Related to the User’s Manual (Nikon)
Strong Sample for the Translation of User’s Manual (NIKON)

Source Text

Caring for the Camera and Battery:
Cautions

Cleaning: When cleaning the camera body, use a blower to gently remaove
dust and lint, then wipe gently with 2 soft, dry cloth. After using the
cameta at the beach o seaside, wipe off any sand or salt using a cloth
lightly dampened in pure water and then dry the camera thoroughly.

The lens and mirror are easily damaged. Dust and lint should be gently
removed with a blower, When using an aerosol blower, keep the can
vertical to prevent discharge of liquid. To remave fingerprints and other
stains from the lens, apply a small amount of lens cleaner to a soft doth
and wipe the lens carefully,

Storage: To prevent mold or mildew, store the camera in a dry, well-
ventilated area. If you are using an AC adapter, unplug the adapter o
prevent fire. If the product will not be used for an extended period,
remmove the battery to prevent leakage and stare the camera in a plastic
bag contalning a desiccant. Do ot however, store the camera casein a
plastic bag, as this may cause the material to deteriorate. Note that
desiceant gradually loses its capacity to absorb moisture and should be
replaced at reqular intervals,

Target Text

Fotograf Makinesi ve Pil Balom: Uyarilar

Temizlik: Fotofraf makinesi gdvdesini
temizlerken, toz ve iplik pargalanm hafifpe
termizlemek g bir haval firca Jullammn,
srdmdan yurmugak, kum bir bezle hafifpe
silin. Fotograf makinesini plaj va da deniz
kryismda Imllandiktan sonra, um veyva tuzo
zaf suyla hafif nemlendinlmiz bir bez
kullanaral:  silin ve ardndan  fotograf
makinesini Iyice kurulayim.

Ohbjektif ve avnz kolayea hasar gérir. Toz ve
iplik pargalant bir havah firga Jullamlarak
narikge temizlenmelidir. Aeroszl haval firga
lullamirken, srvmmm bogalmasim nlemek 1gin
Imtwyn dik: tutun. Objektiften parmak 171 ve
diger lekeleri cilkarmak igin az miktarda
objeltif temizleyicizini yumugak bir beze
uygulaym ve objektifi dikdatlice temizleyin.
Saklama: Kif veya kiflenmeyi onlemek
igin,  fotograf makinesim ko, iyl
havalandmlan bir yerde szklayin Bir AC
adaptdri kullanryorsamz, yangim dnlemek
1pin adaptdrin figin prizden cekin Uriin uzun
siire lllamlmayacaksa, szt dnlemel
igin pili gikarm wve fotofraf makinesini
kurutucn igeren plastik bir torbada szklaym.
Ancak, fotofraf makinesi cantasim plastik
bir torbada saklamavin, ¢inkd bu iglem
malzemenin  bozulmasma  sebep  olabilir.
Eumfucurmm — zamanla nemi  emme
kapasitesim yitirecegini ve diizenli araliklarla
degigtirilmes] gereltiging unutmaym.
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Weak Sample for the Translation of User’s Manual (NIKON)

Source Text

Caring for the Camera and Battery:
Cautions

Cleaning: When cleaning the camera body, use a blower to gently remove
dust and lint, then wipe gently with a soft, dry clath. After using the
cameta at the beach or seaside, wipe off any sand of salt using a cloth
lightly dampened in pure water and then dry the camera thoroughly.

The lens and mirror are easily damaged. Dust and lint should be gently
removed with a blower, When using an aerosol blower, keep the can
vertical to prevent discharge of liquid. To remove fingerprints and other
stains from the lens, apply a small amount of lens cleaner to a soft doth
and wipe the lens carefully,

Storage: To prevent mold or mildew, store the camera in a dry, well-
ventilated area. If you are using an AC adapter, unplug the adapter to
prevent fire. If the product will not be used for an extended period,
remove the battery to prevent leakage and store the camera in a plastic
bag containing a desiceant. Do not, however, store the camera caseina
plastic biag, as this may cause the material to deteriorate, Note that
desiccant gradually loses its capacity to absorb moisture and should be
replaced at reqular intervals,

Target Text

Fotograf Makinesi ve Pil Balomma dikleat
edin: Tkazlar

Temizlik: Kamera temizleniyorken, toz ve
1plik pargalarim hafifpe temizlerken bir firga
kullamn  wveya yumugak, kumn bir bezle
temizleyin Fotofraf makinesind sahilde ya da
demizde dullamdictan  sonra, saf suda
nemlendirilen bir bezin hafifce kullambmas:
tuz va dz Jumu yok eder ve o zaman
tamarmen kumr.

Lens ve ayma kolayea bozuhar. Toz we 1plik
pargalan bir haval firga kollamlarzk: usulca
gikanimalidr, Aerosal firca  loullamirken,
svinm bogalmasim dnlemek igm oty dik
tutabilirsiniz. Objektiften parmak izlen wve
diger lekeleri kaldimak igin biraz objektf
temizlevicizini bir beze bagvurdubtan sonra
onn ternizleying

Depo: Eif wveya kiflemmesini engellemek:
igin, fotofraf makimesimi ko, havaly bir
verde saklanabilir Bir AC  adaptdri
kullamyorsaniz, vangm esnasinda adaptérii
gikartmaymuz. Efer firini genis bir zamanda
Imllanmayacaksan, sizmhlardan kormmalk 1gin
hava lalith plastik pogstlerle muhafaza edin.
Burmnla birlikte, plastik pogette saklanmazsa
bu durum malzemelere zarar verehbilir,
Unutmaym nem aher madde yavay yavas
neme kargt koruma  Gzellifini  diizenli
araliklarla degistirilmezse kaybeder.
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Text which the Students Translated.

Caring for the Camera and Battery:
Cautions

Da mot drop: The product may malfunction if subjected to strong shocks or
vibration.

Keep dry: This product is not waterproof, and may malfunction if
immersed in water or exposed to high levels of humidity. Rusting of the
internal mechanism can cause irreparable damage.

Avoid sudden changes in temperature: Sudden changes in temperature, such
as those that aceur when entering or leaving a heated building on a cold
day, can cause condensation inside the device. To prevent
condensation, place the device in a carrying case or plastic bag before
exposing it to sudden changes in temperature.

Keep away from strong magnetic fields: Do not use or store this device in the
vicinity of equipment that generates strong electromagnetic radiation
orf maagnetic fields. Strong static charges or the magnetic fields
produced by equipment such as radio transmitters could interfere with
the monitor, damage data stored on the memory card, or affect the
product’sinternal circuitry.

Do not leave the lens pointed at the sun: Do not leave the lens pointed at the
sun or other strong light source for an extended period. Intense light
may cause the image sensor to deteriorate or produce a white blur effect
in photographs.

Turn the product off before removing or disconmecting the power source: Do not
unplug the product or remove the battery while the productis on or
while images are being recorded or deleted. Forcibly cutting power in
these circumstances could result in loss of data or in damage to product
memaory of internal circuitry, To prevent an accidental interruption of
power, avoid carrying the product from one lacation to another while
the AC adapter is connected.
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APPENDIX S: Text Related to the Contract

Strong Sample for the Translation of Terms and Conditions.

Source Text

TIME MAGAZINE
2018 FRINT ADVERTISING TERMS AND CONDITIONS

The folowing ave certin peneral s and conditions overing advertising publised i the European prnt edion of TIME Magazine (e
“Magarine”) published by Time Magazines Furape LAd. (the ‘Publisher”).

. Rates ave based on average tote audited print citculaton, efeetve with the isue dated January _, 2018, Amnouncement of any change in
rates andjor eirculaion rate base will be made in advance of the Magazine's advertsing sales close date of the fistisue to which such rtes
ando cnculaton rate base will be applicable. The Magazine Rate Card specifis the publicaion schedule of the Magazine, and ifs respective
on-3ale dates

. The Euopean print edition ofthe Magazine is a member of the Audit Bureau of Cnoulations UK (he *ABC UE”). Tota audited circulation is
reported on an average circulation per e asis i publisher s statemens audited by the ARC UK. Total audted cnculztion for the Eurepean
prnt eition of the Magazing & comprised of et circulaion.

3. Advertisers may not cancel ordess for, o make changes i, advertising afte the closing datesof the Magazing.

. The Publisher 5 not resporsible for emmor or omisions i any advertising materils provided by the adverter or 6 agency (neluding emors
Ky mumbers)or forchanges made aferclosng dates.

3. The Publisher way teect or cancel any adverising for any reason a any . Advertisements siundating the Magazine's editrial materal in

appeaance orsyle o thet e ot immeditely denifabe & advertementsae ot acceplate.

Target Text

TIME DERGISI
2018 DERGI REKLAM HUKUM VE
KOSULLARI

Asagidakiler, Time Dergisi Avrupa Ltd.
(Yayincr) tarafindan yayinlanan TIME
Dergisi (Dergi) Avrupa baskisinda
yayinlanan reklamcilikla ilgili kesin genel
hiiktim ve kosullardir.

1.Oranlar, Ocak 2018 tarih sayisiyla
yiiriirliikte olan ortalama toplam denetlenmis
baski sayisina baglidir. Oranlarda ve/veya
baski sayist taban oraninda yapilacak
herhangi bir degisikligin duyurusu, derginin
bu tiir oranlarin ve/veya baski sayisi taban
oranlarmin uygulanacag ilk saymin reklam
satiglari kapanis tarihinden once
yapilacaktir. Dergi Fiyat Listesi, Dergi’nin
yaymn programini ve ilgili satig tarihlerini
acikea belirtir.

2. Derginin Avrupa sayist Birlegik Krallik
Tiraj Denetim Biirosunun (Audit Burau Of
Circulations UK/ the ABC UK) bir tiyesidir.
Toplam denetlenmis baski sayisi, yaymcinin
ABC UK tarafindan denetlenen
beyanlarindaki say1r basma diisen ortalama
bir baski sayisina gore rapor edilir. Derginin
Avrupa baski sayisi igin toplam denetlenmis
baski sayis1 net baski sayisindan olusur.

3. Reklam verenler, derginin kapanis
tarihinden sonra reklam siparislerini iptal
edemez veya degisiklik yapamaz.

4. Yayinci, reklamci veya bagli oldugu
acente tarafindan saglanan herhangi bir
reklam  materyalindeki  hatalar  veya
eksikliklerden (anahtar sayilardaki hatalar
dahil), veya kapams tarihlerinden sonra
yapilan degisikliklerden sorumlu degildir.

5. Yaync, herhangi bir nedenle herhangi bir
reklami istedigi zaman reddedebilir veya
iptal edebilir. Goriinis ve bigim olarak
derginin basili materyallerine benzeyen
reklamlar veya kesin bir sekilde reklam
oldugu belli olmayan reklam materyalleri
kabul edilmez.
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Weak Sample for the Translation of Terms and Conditions

Source Text

TIME MAGAZINE
2018 FRINT ADVERTISING TERMS AND CONDITIONS

The following are cenain peneral tenes and conditons soverming advertsing published i the Enropean print edfion of TIME Magazing (te
“Magazing”) published by Time Magazines Europe Lid. (the ‘Publisher”).

. Rates ae bused on average total audited print circulaton, effecdve wilh he issue dated January __, 2018, Announcement of any change in
ates andior cireulaion rate base will be mmade in advance of the Magazing's advertising sales close date ofthe st isu to whith such rates
andfor cineulaton rae base will be applicable. The Masazing Rate Card specfis the publication schedule of the Mazazing, and fs respective
osle e,

he European print editon of the Magazing is a memrber ofthe Audit Bureau of Cirelations UE (the “ABC UR"). Totel andited cireulafion is
Teported on an average circulation per isue basis i publisher s statemenss audited by the ABC UK. Total audted crculaton for the Enropean
pant edifon of the Magazing i comprsed of et circulaion.

3. Advertisers gy not cancel ordetsfor, o make changes in, advertisng aftr the closing datesof the Magazine.

"The Pulisher i not respaneibe foremots o omissions in any advertsing materals provided by the advertserorits apency (incluing emors in
ity mummbers) ot forchanges made afer closing dites.

3. The Publisher may ejector cancel any advertsing for any sedson at any time. Advertisements sinilating the Magazing s editorl material in

appearance o style o that are ot mmediately idenfiabl a adertisemmen ar ot acceptable.

Target Text

TIME MAGAZINE
2018 BASILI REKLAMCILIK
KOSULLARI

Asagidakiler Time Magazines Europe Ltd
(Yayimer) nin yaymladig Time Dergisi
(Dergi) Avrupa baskisinda ki ilanlarla ilgili
kosullardir.

1. Oranlar1 Ocak 2018 sayisiyla yiiriirliikte
olan ortalama toplam denetlenmis baski
sayisina baghdir. Fiyat listeleri ve/veya
baski sayis1 taban oraninda yapilacak
herhangi bir degisikligin duyurusu boyle
fiyat listelerinin ve/veya baski sayisi taban
oranlarinin  uygulanabilir  olacagi  ilk
niishanin derginin reklam satiglarina yakin
tarihi Oncesinde yapilacaktir. Dergi Fiyat
Listesi derginin yayin takvimini ve ilgili
satis tarihlerini maddeler halinde siralar.

2. Derginin Avrupa sayist Birlesik Kirallik
Tiraj Denetim Biirosunun (Audit Burau Of
Circulations UK) bir iiyesiydi. Toplam Tiraj,
ABCUK tarafindan denetlenen yayimecit
bildirimindeki say1 basina ortalama bir bask1
sayisina gore hesaplanarak rapor eder.
Derginin Avrupa’daki basimi i¢in toplam
denetlenmis baski sayisi net baski sayisini
da igerir.

3. Reklam yapimcilari, derginin kapanis

tarihinden once reklamda  degisiklik
yapabilir veya reklam siparigini iptal
edebilir.

4 Yayimci, reklamci veya bagh oldugu
acente tarafindan saglanan herhangi bir
reklam  materyalindeki  hatalar  veya
¢ikarmalardan veya kapanis tarihlerinden
sonra yapilan degisikliklerden sorumludur.

5. Yaymmcr istedigi zaman herhangi bir
nedenle reklami iptal etme veya reddetme
hakkina sahiptir. Goriliniis ve tarz olarak
derginin basili materyallerine benzeyen
reklamlar ve kesin bir sekilde reklam oldugu
tanimlanamayan reklam materyalleri kabul
etmez.
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Text which the Students Translated.

TIME MAGAZINE
2018 PRINT ADVERTISING TERMS AND CONDITIONS

The following are certain general temms and conditions goveming advertising published in the Enropean print edition of TIME Magazine (the
“Magazine”) published by Time Magazines Europe Ltd. (the “Publisher”).

In consideration of the Publisher’s reviewing for acceptance, o acceptance of, any advertising for publication in the Magazine, the agency and
advertiser agres not to make promotional or merchandising reference to the Magazing in any way without the prior written permission of the
Publisher in each instance.

No conditions, printed or otherwise, appearing on confracts, orders or copy instructions which conflict with, vary, or 2dd to these Temms and
Conditions or the provisions of the Magazine Rate Card will be binding on the Publisher and to the extent that the Tems and Conditions
contained herein are inconsistent with any such conditions, these Terms and Conditions shall zovem and supersede any such condifions.

The Publisher has the right to insert the advertising anywhere in the Mapazin at its discretion, and any condition on contracts, ordets or copy
instructions involving the placement of advertising within an ssue of the Magazine (such 2 page location, competitive separation or placement
facing editorial copy) will be treated 2 3 poﬂhmung request only and cannot be suaranteed. The Publisher’s inability or failure to comply with
any such condition shall not elieve the ageney or advertiser of the obligation to pay for the advertising.

. The Publisher shall not be subject to any liability whatsoever for any failwe to publish or circulate all or any part of any issue(s) of the

Magazine because of strikes, work stoppages, accidents, fires, acts of God or any other circumstances not within the control of the Publisher.

Agency commission (or equivalent): up to 15% (where applicable to recognized apents) of aross advertising charges after eamed advertiser
discounts.

Invoices are rendered on or about the on-sale date of the Magazine. Payments are due within 20 days from the billing date. The Publisher
reserves the Tight to charge interest each month on the wnpaid balance at the rate of 1.3%, or if such rate s not permitted by applicable law, at the
highest fate 50 permitted by applicable [aw, determined and compounded daily from the due date until the date paid. The Publisher reserves the right
to change the payment fems to cash with order at any time. The advertiser and agency are joindy and severally liable for payment of all
invoices for advertising published in the Magazine. All payments must be made in the currency stated on the invoice. All rates are quoted and
payments dug, free of all withholding, taxes and duties.

All pricing information shall be the confidential information of Publisher and neither advertiser nor agency may disclose such information
without obtaining Publisher's prior writien consent.

Any and all negotiated advertiser discounts are only applicable to and available during the period in which they are eamed. Rebates resulting
from any and all eamed advertiser discount adjustments must be used within six months after the end of the period in which they were eamed.
Unused rebates will expire six months after the end of the period in which they were eamed.

Special advertising production premiums do not eam any discounts or agency commissions.

The Pablisher reserves the right to modify these tems and conditions.

7. These terms and conditions shall be sovemed by English law and the courts of England and Wales will have exclusive jurisdiction in relation

to them.
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APPENDIX T: Text Related to Economy

Strong Sample for the Text related to the Economy.

Source Text
EXECUTIVE SUMMARY

The upswing in global investment and trade continued
in the second half of 2017. At 3.8 percent, global growth
in 2017 was the fastest since 201 1. With financial
conditions still supporiive, global growth is expected 1o
tick up to a 3.9 percent rate in both 2018 and 2019
Advanced economies will grow faster than potential this
year and next; ewro area ecomomies are set fo narrow
excess capacity with support from accommodative mon-
etary policy, and expansionary fiscal policy will drive the
US econamy above full employment. Aggregate grou th
emerging marker and developing economies is projected o
firm further, with continued strong growth in emerging
Asia and Furope and a modest upswing in commodity
exporters after three years Q;"uwl- performance.

Global growth is projected to soften beyond the next
couple of years. Once their output gaps close, most
JI/!'J”.(U] cconomies are ['N’)".’.’(j {o return o pl).'(’h'-'u'y’
growth rates well below precrisis averages, held back by
aging populations and lackluster productivity. US growth
will slow below ;.w:n.':x.u' as the expansionary impact of
recent fiscal policy changes goes into reverse. Growth is
pr(':‘y'(l'f(l/ {0 reman JH&NY m .‘(7(7“'." (mn}:lﬂg markel
and developing economies, including in some commodity
exporters that continue to face substantial frscal consoli-

dation needs

Target Text
YONETICi OZETi

Kiiresel yatirim ve ticaretteki artig 2017’nin
ikinci yarisinda devam etti. Yiizde 3.8 oranla,
2017 yilindaki kiiresel biiyiime 2011 yilindan
itibaren en hizli seviyede gerceklesti. Finansal
kosullarin hala destekleyici olmasiyla birlikte,
kiiresel biiyiimenin 2018 ve 2019 yillarinda
ylizde 3,9’a yiikselmesi bekleniyor. Gelismis
ekonomiler bu yil ve daha sonraki yillar
mevcut potansiyelden daha hizli biiyiiyecektir:
euro bolgesi ekonomileri enflasyonla uyumlu
para politikasit destegiyle asir1 kapasiteyi
daraltacak ve genisletici maliye politikasi
Birlesik Devletler ekonomisini tam istihdamin
tizerine ¢ikaracaktir. Mevcut Asya ile
Avrupa’daki siirekli giiclii bliylime ve iriin
ihracatgilarindaki ti¢ yillik diisiik artisa karsin,
mevcut pazarlarda ve geligmekte olan
ekonomilerdeki toplam biiyiimenin daha ¢ok
ilerlemesi ongoriilmektedir.

Kiiresel biiyiimenin oniimiizdeki birkag¢ yil
icinde yavaslamasi &ngoriilmektedir. Uretim
agiklar1 kapandiginda, ¢cogu gelismis ekonomi
yaglanan niifus ve yetersiz verimlilikten
kaynaklanan kriz 6ncesi ortalamalarin oldukga
altindaki potansiyel biiylime oranlarma geri
dengelenecektir.  Mevcut mali  politika
degisiklerinin  genisleyici etkileri tersine
dondiigiinde, Birlesik Devletlerin biiylimesi
potansiyelin altina yavasca diisecektir. Onemli
mali destek ihtiyaglariyla siirekli yiizlesen
bazi iirlin ihracatcilar1 da dahil olmak {izere,
bliyimenin  baz1  yiikselen piyasa ve
gelismekte olan ekonomilerde ortalamanin
altinda kalmas1 6ngoriilmektedir.
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Weak Sample for the Text related to the Economy

Source Text

EXECUTIVE SUMMARY

The upawing in global investment and trade continued
in the second half of 2017. At 3.8 percent, global growth
in 2017 was the fastest since 201 1. With financial
conditions still supporsive, global growth is expected to
tick up to a 3.9 percent rate in both 2018 and 2019.
Advanced economies will grow faster than potential this
year and next; euro area ecomomies are set 1o narrow
excess capacity with support from accommodative mon-
etary policy, and expansionary fiscal policy will drive the
US economy above full employment. Aggregate growth in
emerging marker and developing economies is projected o
firm further, with continued strong growth in emerging
Asia and Furope and a modest upswing in commodity
exporters after three years of weak performance

Global growth is projected to soften beyond the nexs
couple of years. Once their outpus gaps close, mast
advanced economzes are potsed to return to potential
growth rates well below precrisis averages, held back by
aging populations and lackluster productivity. US growth
will slow below ;m:m:uz' a@s the expansionary impact of
recent fiscal policy changes goes into reverse. Growth is
/‘r(‘fi(l"ff(/ {o reman Sl“’f’dr m ,‘(]’ﬂu'." fmn‘flng "1."'&(‘.
and developing economies, including in some commodity
exporters that continue to face substantial fiscal consoli-

dation needs

Target Text

YONETICi OZETi

Kiiresel yatirim ve ticarette artig 2017 yilinda
devam etmektedir. 2011 yilindaki % 3.8 olan
bliyime 2017°de en hizlistydi. Finansal
destekler hala  destekleyicidir, kiiresel
bliyimenin 2018 ve 2019°da yiizde 3.9
oraninda artacagi tahmin edilmektedir.
Gelismis ekonomiler bu y1l ve sonraki yillarda
potansiyelinden daha hizli biiyiiyecek; Euro
ckonomileri alam1 kisa vadeli kredi para
politikasinin ~ destegiyle fazla kapasiteyi
daraltmaya ayarlanmasiyla genisleyici maliye
politikasi ABD ekonomisini tam istihdamin
iistiinde tutacaktir. Gelismekte olan pazarlarin
ve gelismekte olan ekonomilerdeki toplam
bliylimenin, geligmekte olan Asya ve
Avrupa’daki giiglii biiyiimenin devam etmesi
ve ti¢ yillik zayif performansin ardindan iiriin

ihtiyaglarinda makul bir yiikselis
gostermesiyle daha da sertlesecegi
goriilmektedir.

Kiiresel biiylimenin 6niimiizdeki birkag¢ yilin
Otesinde yumusamayacagl tahmin ediliyor.
Cikt1 bosluklar1 kapandiktan sonra, ¢ogu
gelismis ekonominin kesin krizlerin altindaki
potansiyel biiyiime hizina geri donmesi,
yaslanan niifuslarin ve yetersiz iiretkenligine
yardimer olmasit beklenmektedir. ABD’nin
biiyiimesi, son mali politika degisikliklerinin
genisleyici  etkisi tersine dondiigi igin
potansiyelin altinda yavaslayacak. Biiyiime
6nemli mali konsolidasyon ihtiyaci ile karsi
karsiya kalan bazi emtia ihracatgilart da dahil
olmak tizere, gelismis birkag pazarda ve
gelismis ekonomilerde ortalamanin altinda
kalmasina baglhdir.
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Text which the Students Translated

EXECUTIVE SUMMARY

The steady expansion under way since mid-2016
continues, with global growth for 2018-19 projected
10 vemain at its 2017 level. At the tame time, however,
the expansion has become less balanced and may have
peaked in some major economies. Downside risks to
global growth have risen in the past six months and the
potential for upside surprises has receded.

Global growth is projected at 3.7 percent for 2018
19—0.2 percentage point lower for both years than
Sorecast in April In the United States, momentum is still
strong as fiscal stimulus continues to increase, but the
forecast for 2019 has been revised down due to recently
announced trade measures, including the tariffs imposed
o $200 billion of US impert from China. Growth
projections have been marked down for the euro area and
the United Kingdom, following surprises that suppressed
activity in early 2018, Among emerging market and
developing economiies, the growth prospects of many energy
exporters have been lified by higher oil prices, bus growth
was revised down for Argentina, Brazil, Iran, and Turkey,
among others, reflecting country-specific factors, tighter
Sfinancial conditions, geopolitical tensions, and higher oil
import bills. China and a number of Asian economies are
alio projected 1o experience somewhat weaker growth in
2019 in the afiermath of the recently announced trade
measures. Beyond the next couple of years, as output gaps
close and monetary policy settings continue to normal-
ize, growth in most advanced economies is expected 1o
decline to potential vates—well below the averages reached
before the global financial crisis of a decade ago. Slower
expansion in working-age populations and projected
lackluster productivity gains are the prime drivers of lower
medium-term growth rates. US growth will decline as
fiscal stimulus begins to umwind in 2020, at a time when
the monetary tightening cycle is expected to be at its peak,
Cerowth in China will remain strong but i« projected to
decline gradually, and prospects remain subpar in some
emerging market and developing economies, especially for
per capita growth, including in commodity exporters that
continue to face substantial fiscal consolidation needs or
are mired in war and conflict.

Risks to global growth skew to the downside in a context
of elevated policy uncertainty. Several of the downside

risks highlighted in the April 2018 World Fconomic
Outlook (WEQ)—such as rising trade barriers and a
reversal of capital flows to emerging market econamies
with weaker fundamentals and higher political risk—have
become more pronounced or have partially materialized.
While financial market conditions remain accommoda-
tive in advanced economies, they could tighten rapidly if,
for example, trade tensions and policy uncersainty were
to intensify. Monetary policy is another potential trigger.
The US economy is above full employment, yet the path of
interest rate increases that markets anticipate is less steep
than that projected by the Federal Reserve. Unexpectedly
high inflation readings in the United States could therefore
lead investors to abruptly reaciess vidks, Tighter financial
conditions in advanced economies could cause disruptive
portfolio adjustments, sharp exchange rate movements, and
Surther reductions in capital inflows to emerging markets,
particularly those with greater vulnerabilities
The recovery has helped lift employment and income,

strengthened balance sheets, and provided an oppor-
tunity to rebuild buffers. Yet, with risks shifting to the
downside, there is greater urgency for policies to enhance
prospects for strong and inclusive growth. Avoiding
protectionist reactions to structural change and finding
coaperative wolutions that pramate continued grovwth in
goods and services trade remain essential to preserve and
extend the global expansion. At a time of above-poten-
tial growth in many economies, policymakers should aim
to enact reforms that raise medium-term incomer to the
benefit of all. With shrinking excess capacity and mount-
ing downside risks, many countries need to rebuild fiscal
buffers and strengthen their resilience to an environment
in which financial conditions could tighten suddenly
and sharply
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APPENDIX U: Text Related to News

Strong Sample for the Translation of an Article related to News

Source Text

Trump wants America’s migration problem to be like
Europe’s

By Adam Tay
Want smart analysts of the most important nes in your inbox every weekday along with other
qlobal reads, inferesting ideas and opinions to know? Sign up for the Today's WorldView

newsletter.

As you've certainly heard by now, there's a caravan of thousands of migrants and asylum seekers

slowly walking from Central America to the United States,

President Trump has turned their odyssey into fronl-page news, insisting that the
group is a threat to national seeurity. And to make his point, he is offering a familiar warning

0 Americans: Look at the “lotal mess” immigration has caused in Europe.

For those who want and advocate for illegal immigration, just take & good look at what has
happened to Enrape over the last 5 years. A total mess! They only wish they had that decision to

meke over again.

~Donald ). Trurmp (@realDanaldTrump) October 24, 2018

It no surprise that Trump thinks Burope i a disaster area. He has previously uceused London of
heing like a “war zone;” claimed that a mysterious friend named Jim o longer goes to the French
capital because “Paris is no longer Paris; " and spoken of terrible events in Sweden that never

happened.

Now, with the midterms just two weeks away, Trumy is again raising the specter of migration in
Furope to justify harsh immigration measures at home, But the comparison is not as fitting as he
thinks.

Target Text

Trump, Amerika’min go¢ sorununun
Avrupa’mnki gibi olmasim istiyor.

Adam Tylor’in yazist

Evrensel yazilarin, bilmeniz gereken ilging
fikir ve diisiincelerin yani sira en onemli
haberlerin uzmanca analizlerini hafta igi
her giin gelen kutunuzda ister misiniz?
Today’s  Worldview  haber  biiltenine
kaydolun.

Su ana kadar kesinlikle duydugunuz gibi,
Orta Amerika’dan Birlesik Devletlere
yavas¢a yiriiyen binlerce gogmen ve
siginmacidan olusan bir karavan kafilesi var.

Bagkan Trump, grubun ulusal giivenlige bir
tehdit olusturdugunu 1srar ederek onlarin bu
uzun maceralt yolculugunu o6n sayfa
haberlerine  tagidi. Ve distincesini
kanitlamak i¢in, Amerikalilara bilindik bir
uyarida bulundu: Gogiin Avrupa’da sebep
oldugu genel karisikliga bakin.

Yasadis1 gogii isteyen ve savunanlar, Sadece
son 5 yilda Avrupa’ya olanlara iyice bir
bakin. Tam bir karmasa! Onlar, sadece
aldiklar1 bu karart tekrar degistirmeyi
istiyorlar.

Trump’in Avrupa’yt bir felaket bdlgesi
olarak diistinmesi sasirtict degil. O daha
onceden Londra’yr bir savas alanmi olarak
itham etmis, Jim adindaki gizemli bir
arkadaginin “Paris artik eski Paris degil”
diyerek  Fransizlarin = bagkentine  artik
gitmedigini iddia etmis ve Isve¢’te asla
olmayan korkung olaylarla ilgili
konusmustu.

Simdi, sadece 2 hafta sonra ger¢eklesecek
olan ara donemle birlikte, Trump
iilkesindeki katt go¢ Onlemlerini hakli
¢ikarmak igin Avrupa’daki gbé¢ sorununu
tekrar giindeme tagiyor. Fakat bu kiyaslama
onun diisiindiigii kadar tutarl degil.
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Weak Sample for the Translation of an Article related to News.

Source Text

Trump wants America’s migration problem lo be like
Europe’s

By Adam Teyio
Want smart analysis of the most mporlant news in your inbox every weekday along with other
lohal reads, interesting ideas and opinions to know? Sign up for the Today’s WorldView

newsletfer,

As you've certainly heard by now, there's a caravan of thousands of migrants and asylum seckers

slowly walking from Central America to the United States,

President Trump has turned their odyssey into fronl-page news, insisting that the
group is a threat to national security. And to make his point, he s offering a familiar warning

{0 Americans: Look at the “total mess” immigration has caused in Europe.

For those who want and advocate for llegal immigration, just take & good look el what has
happened to Eurape over the last 5 years. A tofal mess! They only wish they had that decision to

make over again.

—Donald 1. Trump (@realDenaldTrump) October 24, 2018

1ts mo surprise that Trump thinks Europe s a disaster area. He has previously accused London of

heing like 2 “war zone;” claimed that a mysterious friend named Jim no longer goes to the French
capital because “Paris s no longer Pari;” and spoken of terrible events in Sweden that never

happened.

Now, with the midterms just two weeks away, Trump is again raising the specter of migration in
Furope to ustify harsh immigration measures at home. But the comparison is not as fitting as he

{hinks,

Target Text

Trump Amerika’nin go¢ sorununun
Avrupa gibi olmasini ister.

Adam Taylor tarafindan

Gelen kutunuzdaki en onemli haberlerin her
hafta boyunca diger kiiresel okumalaria, ilging
diigiincelerle be bilinen fikirlerle akillica
analiz  edilmesini  ister misin?  Today’s
Worldview biiltenine kayit olun.

Suana kadar kesinlikle duyuldugu gibi, Orta
Amerikadan Birlesik Devletlerine yavasca
yiiriiyen gogmen ve siginmacidan olusan
binlerce karavan kafilesi var.

Baskan Trump, grubun ulusal giivenlige bir
tehdit olusturdugunu 1srar ederek uzun
macerali yolculugu 6n sayfa haberlerine tagidi.
Diislinceyi kanitlamak i¢in Amerikalilara
tanidik bir uyart teklif ediyor: “’Toplam
Kargasa’> Avrupa’da sebep olduguna bakin.

Yasa dis1 go¢ istemek ve savunmak isteyenler
icin, son bes yilda Avrupa’ya ne olduguna iyi
bir géz atin. Topyekiin bir karmasa! Sadece bir
kez yenilemek i¢in bu karar1 vermelerini ister.

Trump Avrupa felaket bir bdlgesidir diye
distiniir ve bu surpriz degil. Daha O6nce
Londra’y1 ‘‘savas bdlgesi’’ olmakla sucladi;
Jim adindaki gizemli bir arkadasin artik ‘‘Paris
artik Paris degil’’ diye Fransa’nin bagkentine
gittigini ve Isve¢’te hi¢ yasanmayan korkung
olaylardan soz ettigini soyledi.

Simdi, sadece iki hafta arayla, Trump
Avrupa’da sert gogmenlik tedbirlerini aklamak
icin Avrupa’daki gogiin hayalini yiikseltiyor.
Fakat karsilastirma  dislindiikleri  kadar
uyusmuyor.
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Text which the Students Translated.

Trump threatens to close US-Mexico border over
Honduran migrant caravan

Trump also threatened to deploy the military to stop caravan which plans to head
through Mexico toward the US border

One step at a time: desperate families join the migrant caravan

Erin Durkin in New York and Nina Lakhani in Mexico City
Thu 18 Oct 2018 13.59 BST

Donald Trump is threatening to deploy the US military and close the southern border with
Mexico if a convoy of migrants from Central America is allowed to keep moving northwards.

The group of would-be immigrants, which has now grown to as many as 4,000 people, left
Honduras and plans to head through Mexico toward the US border, infuriating Trump.

The president made his threats in a series of tweets early on Thursday morning, demanding
that the Mexican government turn around the convoy.

“I must, in the strongest of terms, ask Mexico to stop this onslaught - and if unable todo so 1
will call up the U.S. Military and CLOSE OUR SOUTHERN BORDER!” he said.

Trump has previously threatened to cut off millions of dollars in aid to Honduras, a plan he
reiterated on Thursday, saying he was “stopping all payments to these countries, which seem

to have almost no control over their population”.

The Mexican government has warned that anyone entering in an “irregular manner” - without
a passport and visa - faces detention and deportation, and on Wednesday, 500 federal officers
including riot police were deployed to the border city of Tapachula, where the migrants will
start arriving on Thursday.

It was not clear if the troops would stop the migrants crossing or merely observe them enter, as
Guatemalan police did when the caravan left Honduras.

Mexico’s outgoing president, Enrique Penia Nieto, will host emergency talks with the US
secretary of state, Mike Pompeo, on Friday. His successor, Andrés Manuel Lopez Obrador -
who will be inaugurated on 1 December - has pledged to issue work visas for Central
Americans to deter them for migrating to the US.

Trump has portrayed the caravan of migrants, which includes many families traveling with
children and fleeing poverty or gang violence, as a threat to the United States.

It would take several weeks for the group to travel to the US border. Trump made a similar
threat to cut off aid to Honduras over another caravan of migrants in the spring, which was
never carried out.

Then, the Mexican government allowed hundreds of migrants, mainly Hondurans, to reach the
US border, infuriating Trump, who initiated the family separation policy soon after. The latest
caravan is much larger, and hundreds more are preparing to leave Honduras in coming days.
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It was unclear how Trump intends to close the entire US-Mexico border although earlier this
year he called up some military units to enforce border security. US troops are currently
deployed on the frontier with Mexico, with national guard members from Texas, Arizona, New
Mexico and California also working on border security.

“I am watching the Democrat Party led (because they want Open Borders and existing weak
laws) assault on our country by Guatemala, Honduras and El Salvador, whose leaders are doing
little to stop this large flow of people, INCLUDING MANY CRIMINALS, from entering Mexico to
U.S..” Trump tweeted on Thursday.

No evidence has emerged of criminal affiliations among the members of the caravan, who have
mostly told reporters they are fleeing gang violence and poverty, and are traveling as a group
for protection from criminals who target migrants for robbery, rape and kidnap.

Trump has frequently portrayed undocumented immigrants to the US as a criminal threat and
in league with Democrats - a tactic also adopted by many Republican candidates in the
ongoing midterm election campaign.

A recent poll by the Pew Research Center found a stark divide on the issue: among voters who
support a Republican candidate for Congress, 75% called illegal immigration a “very big”
problem, making it the highest-ranked national problem for GOP voters.

By contrast, only 19% of voters backing the Democratic congressional candidate rated illegal
immigration a very big problem. Democrats were more likely to rank affordable healthcare and
gun violence as major problems.

The latest statistics show that the number of families crossing the border with children has
surged to record levels, the Washington Post reported. Border patrol agents arrested 16,658
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family members in September, which is the highest total ever for one month and an 80%
increase since July.

But overall figures for illegal entry from Mexico are much lower than in previous periods.
During the 2018 fiscal year, agents arrested 396,579 people along the border, a 30% increase
since 2017 - which had the lowest illegal immigration numbers in the last 56 years.

“The assault on our country at our Southern Border, including the Criminal elements and
DRUGS pouring in, is far more important to me, as President, than Trade or the USMCA,”
Trump tweeted, referring to a trade agreement between the US, Mexico and Canada.
“Hopefully Mexico will stop this onslaught at their Northern Border. All Democrats fault for
weak laws!”

The Mexican government has in the past demonstrated a willingness to detain and deport
Central American migrants upon request by the US.

In 2014, Mexico launched the Southern Border Plan after the then president, Barack Obama,
declared the surge in unaccompanied minors seeking refuge at the US border an “urgent
humanitarian crisis”.

Tens of millions of dollars in US aid supported the deployment of new technologies and
thousands of Mexican troops to patrol alongside immigration agents along established migrant
routes.

More than 151,000 Central Americans were detained in 2016 - almost 90% more than in 2013
before the US-backed policy was implemented.
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APPENDIX V: Reliability among All Texts Translated by the Students

Cronbach’s Mean Std. Deviation Cronbach's Sig.
Alpha Alpha if Item
Deleted

WLS .86465 .844

Text 1 WLP .844 ggégg 70034 ‘835 .000
WLT 3'0000 77460 .836
AWLS 3'3333 .79582 .844
AWLP 3‘0476 74001 .834
AWLT 3'0 476 .74001 .834
GLS 3.4286 .81064 .862
GLP 3'3333 .79582 .829
GLT 3'3333 .73030 .830
TLS 3.4762 .98077 .828
TLP 3‘4286 1.02817 .837
TLT 3.3810 .74001 .824
PLS 3.6667 .96609 .832
PLP 3.3810 1.07127 .829
PLT 32381 .76842 .821

Text 2 WLS .906 2.5357 74447 .901 .000
WLP 2.7143 193718 .901
WLT 2.5714 .69007 .900
AWLS 2.4286 .79015 .903
AWLP 2.4643 .83808 .905
AWLT 25714 .69007 .900
GLS 2.9643 1.07090 .901
GLP 2.8214 1.05597 .897
GLT 2.4643 .69293 .897
TLS 2.2500 1.00462 .897
TLP 2.6071 .87514 .901
TLT 2.5357 14447 .902
PLS 2.4643 .99934 .896
PLP 2.7143 1.01314 .899
PLT 2.5357 .69293 .898

Text 3 WLS .793 3.0000 .66667 .789 .000
WLP 3.1053 13747 .788
WLT 3.6842 AT757 776
AWLS 3.0000 .81650 778
AWLP 3.3158 .82007 .780
AWLT 3.7368 45241 J71
GLS 3.4737 .84119 796
GLP 3.5263 .84119 173
GLT 3.6316 .49559 770
TLS 3.0526 77986 795
TLP 3.0526 77986 .790
TLT 3.6842 AT757 .766
PLS 34211 .90159 .809
PLP 3.2105 71328 173
PLT 3.7368 45241 .769

Text 4 WLS .893 3.2800 1.02144 .889 .000
WLP 3.3600 .86023 .890
WLT 3.7200 .45826 .885
AWLS 3.0800 .81240 .878
AWLP 3.1200 .66583 .882
AWLT 3.7200 45826 .885
GLS 3.1600 .85049 .897
GLP 3.2400 .83066 .899
GLT 3.6000 .50000 .890
TLS 3.1200 97125 .880
TLP 3.4800 .96264 .880
TLT 3.7600 .43589 .889
PLS 2.9600 .97809 871
PLP 3.0000 .95743 .881
PLT 3.6000 .50000 .888
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