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RESUME

Le présent article expose une étude de cas réalisée dans un cours de traduction générale
(allemand-espagnol) structuré en deux parties. Il est le résultat d’'une intervention pédago-
gique visant a aider les étudiants de premiére année a développer leur sous-compétence
stratégique a I'aide de questionnaires métacognitifs. L'étude est axée sur une fonction
précise de cette sous-compétence: |'évaluation de leur processus de traduction. Cette
évaluation a été réalisée a 'aide de questionnaires postérieurs a la traduction destinés a
faire réfléchir les étudiants sur certains aspects de leur processus de traduction dont les
plus pertinents étaient 'identification des problémes et |a justification des solutions. Ces
deux aspects ont fait I'objet d’une question double visant 4 aider les étudiants a identifier
les problémes de traduction bien résolus et a justifier leur solution. Comme le révele
I'analyse des réponses obtenues, les étudiants ont identifié le plus fréquemment les
problémes d’une certaine pertinence stratégique portant sur des conventions générales
de style et des expressions caractéristiques des différents genres textuels. Les solutions
a ces problémes ont été aussi les plus fréquemment justifiées et les références aux stra-
tégies de traduction appliquées avec succés ont augmenté d’une partie du cours a 'autre,
ce qui témoigne du développement progressif de la sous-compétence stratégique.

ABSTRACT

This paper presents a case study carried out in a two-part German-Spanish general
translation course. It results from a pedagogical intervention aimed at helping first-year
translation students to develop their strategic subcompetence through metacognitive
questionnaires. It focuses on a single function of this subcompetence, the evaluation of
trainees’ translating, which was carried out by using post-translation metacognitive
questionnaires. These were meant for trainees to reflect on certain aspects of their trans-
lating. The most relevant ones were the identification of translation problems and the
justification of their solutions. Both aspects were addressed by a twofold question aimed
at helping students to identify adequately-solved problems and to justify their solutions.
An analysis of students’ answers to this question reveals that the most frequently identi-
fied items were strategically relevant problems to do with general conventions of style
and genre-specific expressions. Solutions to these problems were also the most frequently
justified, and references to successfully applied translation strategies increased from one
part of the course to the other as a trace of gradually developing strategic subcompetence.
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sous-compétence stratégique, évaluation, questionnaires métacognitifs, problémes,
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1. Introduction

This paper is meant as a contribution to research into trainees’ metacognitive pro-
cesses within a “functionalist, cognitive translatology” (Muiloz 2010). We present a
longitudinal study of the development of trainees’ strategic subcompetence (transla-
tor training research group PACTE, 2008) as a component of translation competence,
through metacognitive questionnaires.

There are certainly empirical studies on self-reflections of translator trainees
such as Scott-Tennent and Gonzélez Davies’ (2008) and Hubscher-Davidson’s (2008).
On the other hand, the use of metacognitive questionnaires enabling trainees to
verbalise their reflections on their translating, is a largely unexplored research field
with a much smaller literature, although it does include a case study by Fernandez
(2008). He suggests that metacognitive questionnaires help trainees to become aware
of the strategies behind their solutions.

Drawing on Ferndndez (2008), the case study presented in this paper results from
a pedagogical intervention involving the use of post-translation questionnaires. They
were aimed at helping Spanish students in a German-Spanish translation course to
evaluate certain aspects of their translation process. This kind of evaluating is under-
stood as a function of their strategic subcompetence.

The present study focuses on two aspects of evaluating: identifying translation
problems and justifying their solutions. The results of our study suggest that post-
translation questionnaires help trainees to identify translation problems that are
strategically relevant, and also helps them to increase the quality of their solutions
by making them more and more aware of various translation strategies.

This proves the efficacy of metacognitively-oriented translator training aimed at
promoting students’ strategic awareness. This awareness is inherent to the develop-
ment of their strategic subcompetence and defines how this subcompetence can be
understood in relation to trainees, starting from PACTE’s definition. Our concept of
strategic subcompetence for trainees is presented in the conceptual framework of the
study, together with its other main concepts: metacognition, socio-constructivism
in translator training and metacognitive questionnaires.

2. Conceptual framework

2.1. Strategic subcompetence for trainees as a result of considering PACTE’s
definition in terms of student awareness

According to PACTE (2008: 106), translation competence is the expert knowledge
system which is needed to translate and which is mainly procedural rather than
declarative. It is made up of several interrelated subcompetences, such as the bilin-
gual, extra-linguistic, instrumental and strategic subcompetences.

For PACTE, the latter is the most relevant of all given that “it creates links
between the different subcompetences, as it controls the translation process” (PACTE
2008: 107). It is “procedural knowledge to guarantee the efficiency of the translation
process” (PACTE 2008: 106) and comprises the following functions:

[...] to plan the process and carry out the translation project [...], to evaluate the pro-
cess and the partial results obtained in relation to the final purpose, to activate the
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various subcompetences and compensate for any shortcomings and to identify transla-
tion problems and apply procedures to solve them. (PACTE 2008: 107)

This definition, conceived in terms of professional translating, is the departing
point for our concept of strategic subcompetence for trainees, to be referred to hence-
forth as strategic subcompetence for the sake of brevity. It applies to teaching in early
stages of translator training and involves the functions which we perceive to be most
relevant for the development of strategic awareness. These functions are the result of
reconsidering the ones established by PACTE’s definition, and introducing new func-
tions as required to promote such awareness.

For us, strategic subcompetence has four functions: planning, monitoring, self-
evaluating, and activating the various subcompetences. The first three functions are
successive stages of the trainees’ metacognitive reflection on their translating, which
enable them to verbalise certain aspects of this reflection. Two of them are: identify-
ing translation problems, and justifying their solutions by referring to successful
strategies.

We consider these two aspects to be additional functions of strategic subcompe-
tence. Both of them are closely, though not exclusively, related to the trainees’ evalu-
ation of certain aspects of their translation process. They can be regarded as
particularly relevant from a strategic perspective, in that both raise students’ aware-
ness of the decision-making process inherent to translating, a process that they may
not always be sufficiently aware of.

Their awareness is raised by the explicit verbalising nature of the function that
involves justifying their solutions for problems they identified by referring to suc-
cessful strategies. By “strategy” we understand any conscious action intended to
enhance a translator’s performance for a given task, especially in terms of efficiency
and effectiveness, and resulting in a solution which may be labelled according to its
solution-type (Zabalbeascoa 2000: 120).

We use “strategy” instead of “procedure” as we find this to be more coherent with
raising student strategic awareness. “Procedure” appears recurrently in the literature
(as favoured by authors such as Newmark 1981) with the unstated meaning of solu-
tion type, which it is not, since procedure is a prescriptive concept, and solution type
is intended to operate within descriptive translation studies. “Procedure” also seems
to encapsulate a mechanical process involving systemic differences between lan-
guages, whereby a translator does not need to think strategically.

2.2. The development of strategic subcompetence in a socio-constructivist
learning environment through metacognitive questionnaires

Strategic subcompetence is developed within a community of apprentices, whereby
they inductively acquire socially co-constructed knowledge, by using the scaffolding
provided not only by the teacher, but also by their peers. By “scaffolding” we under-
stand the help “which will enable a learner to accomplish a task which he would not
have been quite able to manage on his own” (Kiraly 2000: 46).

Trainees “collaboratively participate in the authentic activities of professional
translators” (Kiraly 2003: 28). In so doing, they acquire socially-shared expertise
following a typical three-stage process. According to Anderson (1990: 258-260) this
starts when novices develop a declarative knowledge of the skill (cognitive stage).
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Learners can then recognize and address deficits (associative stage). Finally, these
actions become increasingly automated, as a more procedural knowledge emerges
(autonomous stage).

The process leading trainees to expertise through the development of their stra-
tegic subcompetence can be favoured through metacognitive questionnaires (MQs).
Adapting Esteve and Arumi’s (2006: 164) definition of translator training, we con-
sider them to be mediation instruments that include a series of more or less open-
ended questions that mostly revolve around strategic subcompetence and that can
raise their strategic awareness, thereby leading them to incipient expertise.

Through these questions the process of learning how to translate strategically is
broken down into more easily manageable chunks. Students deal with them by writ-
ing down their answers to sort out their ideas and improve their reasoning. MQs can
be used by students to plan, monitor or evaluate their translating, as well as to assess
their own learning.

Following Arumi Ribas (2009: 160), we consider that MQs have two principal
aims for the teacher: to gradually transfer the control and awareness of educational
activities to the trainees and to promote in them intermental dialogue (in social
exchange with others) and intramental dialogue (in their own minds), as established
by Vygotsky (1978: 42).

The first aim involves fully incorporating MQs in task sequences, so as to allow
for reflective learning in a process leading trainees towards cognitive emancipation
(by helping them to develop metacognitive strategies for learning how to learn) and,
eventually, to increased self-regulated learning. Hence the possible benefit for stu-
dents of being presented with relevant challenges and given appropriate feedback
from the teacher according to their answers to the MQs.

The second aim involves leading trainees to justify their strong and/or weak
points through a dialogue originally addressed to the teacher, but pointing back to
themselves and including also peers and other agents in a process of knowledge co-
construction. Given the fact that metacognitive reflection includes motivational and
socio-emotional processes (Veenman, Van Hout-Wolters et al. 2006: 3-4), trainees
should be encouraged to work on MQs in pairs or groups and benefit from peer-
scaffolding of knowledge.

3. The study
3.1. Setting

The study was conducted in a general German-Spanish translation course at the
Universitat Pompeu Fabra, Barcelona, in the academic year 2007-2008. The course
was made up of two parts, each one lasting ten weeks and consisting of three modules.
The course included two weekly face-to-face sessions in workshop format, with an
additional two hours” autonomous work outside the classroom.

The course was addressed to first-year students with no previous translator
instruction and was regularly attended by 15 students (of 20 enrolled). Their level of
German was rather heterogeneous, lying, as a rule, slightly below the level of the texts
that the students were confronted with, which was A2/B1 (Common European
Framework of Reference for Languages).
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One of the researchers was also the course teacher, so he was directly immersed
in the reality of the group. The other researcher, himself also a translation teacher,
kept the necessary distance from this reality, having access only to the collected data.
Thus, he induced a monitoring process exposing the research activity to continual
questioning and reevaluation.

3.2. Pedagogical intervention

The research was the result of a pedagogical intervention aimed at promoting both
strategic subcompetence, represented by the planning and evaluating of the trainees’
translating, and their competence to evaluate their learning process. This inter-
vention involved the sequenced use of three types of MQs: pre-translation, post-
translation and end-module (see appendix).

Pre-translation MQs were given to students before each translation assignment
and worked on even before the source text was shown. They were conceived to help
students to plan their translating on the basis of the brief provided by the teacher.
Questions targeted pragmatic features of the source text and the prospective target
text, as well as foreseeable translation problems and how they might be solved. The
questions were answered orally in class, with the teacher providing the necessary
scaffolding. This included additional information, to be read after class, on the most
significant problems and their possible solutions, following the functionalist
approach (Nord 2005 and 2010).

Post-translation MQs, presented after each translation, were aimed at helping
students to evaluate their translating. The questions were primarily focused on how
students had proceeded in translating a text, as well as on translation problems and
justifying their solutions. The questions were answered by the students in writing
out of class, individually or in groups, after each translation assignment, but before
students had submitted it to the teacher for correction. The teacher commented on
the post-translation MQs also in writing, before handing them back along with the
corrected translations, which were then discussed in class.

End-module MQs were aimed at helping students to evaluate their learning at
the end of each three-week module. They included questions on the usefulness of
these two types of questionnaires and on how they might be improved for future
editions. End-module MQs were answered only after all of the pre-translation MQs
in the module had been worked on and after all the translations in the module had
been submitted for correction along with their corresponding post-translation MQs.
End-module MQs were answered in writing by the students and commented on
likewise by the teacher before they were handed back.

3.3. Data selection and collection

The study deals only with post-translation MQs for two reasons. Their questions
applied to strategic subcompetence, unlike the questions in the end-module MQs,
and their answers were not teacher-mediated, unlike the answers to the pre-transla-
tion MQs. More specifically, the study focuses on the post-translation MQs used in
the second module of each of the two parts of the course, to be referred to henceforth
as module 2 and module 5.
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One reason for this is that in these two modules post-translation MQs were more
frequently used than in any other module, as the number of texts that they applied
to was also higher. Students translated three short texts in module 2 and two in
module 5, thereby answering an equal number of post-translation MQs. The five texts
translated in modules 2 and 5 were the registration conditions of a language course
(text 1), the description of the school organising the course (text 2), a piece from a
short autobiographical story (text 3), a piece from a text on German recent history
(text 4), and a piece from the script of the German film “The Life of Others” (text 5).
Another reason for dealing only with post-translation MQs in modules 2 and 5 is
that they lay sufficiently apart from each other to make it possible to do a longitudi-
nal study on the development of strategic subcompetence from one part of the course
to the other.

The development of this subcompetence is considered only in relation to question
3 in the post-translation MQs for these two modules (appendix 5.2), referred to below
as “item 3.” It is a twofold question, “what translation problems do you think you
have adequately solved and why?” The “what” part of the question pursues the iden-
tification of translation problems adequately solved, while the “why” part is intended
to get students to verbalise their justifications of the solution for these problems, so
that its answers are bound to represent traces of successfully applied strategies. Thus,
item 3 targeted the two most relevant functions related to the evaluation of students’
translating. Unlike all other items in the post-translation MQs, question 3 did not
change from module 2 to module 5. The analysis of its comparable answers for both
modules makes it possible to correlate data from the initial and the final phase of the
pedagogical intervention, which coincided with the onset of module 2 and the end
of module 5.

The data collected correspond to trainees’ answers to item 3 in the 53 post-
translation MQs submitted in module 2 (34) and in module 5 (19). The number of
post-translation MQs for module 2 was higher than for module 5, because in module
5 fewer texts were translated (text 4 took up two weeks’ class time) and more post-
translation MQs were done in groups rather than individually, although this had
already been possible from the beginning of module 2, which was also the case for
translating the texts in groups.

3.4. Data analysis

We analysed the data by dealing separately with the students’” answers to the “what”
and “why” parts of item 3. Two different categories arose: types of problems identified
as adequately solved and types of justifications for their solutions. They were arrived
at by first segmenting each student’s answer into as many parts as different problems
and justifications could be made out by means of a thematic analysis. After that, we
grouped thematically related items into categories or types.

We relied on identifiable key-words whenever possible; otherwise context-sensi-
tive discourse analysis was needed to interpret the trainees’ answers. We recursively
matched trainees” answers with the emerging problem-types and types of justifica-
tions. In doing so, we followed a process of abstraction and generalization “partly
based on participants perspectives and partly based on our own interpretation”
(Creswell 2001: 20).
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Finally, we labelled the common core of the trainees” answers in the meta-lan-
guage used in class, relating the emerging problem- and justification-types with the
instruction that they resulted from. This can be illustrated by the problem- and
justification-types “general style conventions” and “using the conventional equiva-
lent.” The labels actually condense the essence of such answers samples as “Sentences
in nominal style, because I've always taken great care in making them sound natural
in Spanish, even if this meant changing the German structure.”

3.5. Research paradigm and research questions

The research paradigm for this study is that of qualitative research, which aims to
study “things in their natural settings, attempting to make sense of or interpret
phenomena in terms of the meanings people bring to them” (Denziln and Lincoln
1994: 2). Thus, “the researcher is an instrument of data collection who gathers words
[...], analyses them inductively [...] and describes a process” (Creswell 2001: 14). In
so doing, s/he does not necessarily exclude the quantification of data. For this reason,
we use for our research the more inclusive term “interpretive,” following Arumi Ribas
(2006: 180).

Within our interpretive research we have adopted an ethnographic approach in
carrying out a case study. An ethnographic approach is aimed at describing and
interpreting a cultural or social group or system (Creswell 2001: 58) and it represents
the natural methodology for interpreting educational reality. A case study is an
exploration of a system bound by time and place through detailed data collection
(Creswell 2001: 61). In the present study, this bound system refers to a group of train-
ees taking part in the translation course described above.

As for the validity of the results of our study, they can be transferred to situations
with similar parameters, given that the constructs and premises underlying the
research, as well as its context and the roles of the researchers and participants are suf-
ficiently accounted for. The results can also prove intersubjectively plausible, insofar as
they were obtained by triangulation. In our case, this method from the Social Sciences
used in process-oriented research in translation (Alves and Gongalves 2003: 5) involved
the collaboration of two researchers in the analysis (investigator triangulation).

In accordance with its research methodology, the present study is guided by two
closely related research questions:

1) What was the effect of using post-translation MQs in modules 2 and 5 on the train-
ees’ strategic subcompetence as applied to the function of evaluating their translat-
ing, as illustrated by item 3?2

2) Was there any significant progress in the evaluation of their translating, as reflected
in the answers given to that item, as the pedagogical intervention progressed?

These two research questions will be dealt with in the discussion of the results
yielded by the analysis (cf. 3.6.) before being answered in the conclusions (cf. 3.7).

3.6. Results and discussion

We present the results of the study by dealing successively with two parameters
related to the categories arising from the data analysis. These parameters are the
identification frequency (IF) for problem-types (PTs) and the justification frequency
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for their solutions (JF). JF will be considered first without distinguishing among
justification-types and then by distinguishing them. In considering both types of
frequencies we will focus on their relevance and on their evolution in the course of
the pedagogical intervention. When featured in tables (Tables 1, 2 and 3), data cor-
responding to the texts in module 2 will appear highlighted in light grey and data
corresponding to the texts in module 5 in dark grey. In turn, data corresponding to
all texts taken as a whole will be featured in white lettering.

3.6.1. Identification frequency for problem-types

The analysis of students’ answers to the “why” part of item 3 resulted in 75 occur-
rences of problems identified as adequately solved over five different assignments.
12 problem-types (PT1-PT12) emerged, which are presented in Table 1 by frequency.
If read by rows, the occurrences apply to the IF for each problem-type in each text
(T1-T5) and for all the texts taken as a whole (TOTAL A). When read by columns
and added up (TOTAL B), the occurrences apply to the IF of all problem-types for
each text (T1-T5).

TABLE 1
Identification frequency for problem-types considered by texts

PROBLEM-TYPES T |12 | T3 | ma | 15 | TOTAL
PT1 General style conventions 5 6 4 4 4 23
PT2 Genre-specific expressions 3 8 1 12
PT3 Vocabulary 1 4 1 5 11
PT4 Cultural references 3 3 3 9
PT5 The author’s style 6 6
PT6 Syntax 2 1 1 4
PT7 Text comprehension 1 1 1 3
PT8 “Fulfilling the target-text receiver’s expectations” 1 1 2
PT9 “Adding the grammatical subject in Spanish” 2 2
PT10 “Adding information implicit in the source text” 1 1
PT11 “Avoiding literal translation” 1 1
PT12 “Avoiding lexical repetition in Spanish” 1 1
TOTAL B 12 19 20 10 14 75

PT1, general style conventions, is the only problem-type to be found in every
text and is the one most frequently identified, with almost one third of all occur-
rences. General style conventions are primarily related to the textual markers which
are characteristic of textual genres with the same general communicative function.
Textual markers represent recurrent, narrowly defined phenomena, such as the
German nominal style, which give this problem-type a generalizable and conven-
tionalized character.

PT2, genre-specific expressions, appears only in three texts and is half as numer-
ous as PT1, representing almost one sixth of all occurrences. Genre specific expres-
sions refer to the more or less recurrent text segments which are characteristic of a
specific textual genre and, thus, share a conventionalized - though less generalizable
- character with general style conventions.
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PT3, non conventionalized, still less generalizable problems to do with vocabu-
lary, is the third most numerous problem-type. PT3 is slightly less frequent than PT2,
genre-specific expressions, despite being present in four texts. PT4, cultural refer-
ences, is present in three texts and makes up one eighth of all occurrences. PT4
represents a relatively narrowly defined, generalizable phenomenon and is, thus,
related to general style conventions (PT1) and genre-specific expressions (PT2).

The fifth most frequently identified problem-type is PT5, the style of the author
in the autobiographical short story, with almost a twelfth of all occurrences. It is a
narrowly defined but scarcely generalizable phenomenon, as it appears only in text
3. The next two problem-types, syntax (PT6) and text comprehension (PT7), are
found in three texts. Both problem-types share a fairly low identification frequency
(four and three occurrences) and a less generalizable character which directly relates
them to problems to do with vocabulary and with the author’s style.

The remaining five problem-types (PT8-PT12) are verbatim quotes from the
students and they actually represent translation strategies, such as “avoiding lexical
repetition in Spanish” (PT12). So we present them in quotation marks to distinguish
them from problem-types proper. They appear only in texts belonging to module 2,
as the case with the author’s style (PT5), and show a very small IF: 2 occurrences for
PT8 and PT9 and 1 for PT10, PT11 and PT12, with only one such type being present
in more than one text.

FIGURE 1
Identification frequency for groups of problem-types

O Strategically more relevant problem-types
O Strategically less relevant problem-types
B Translation strategy types taken for problem-types

As shown in Figure 1, more generalizable, strategically more relevant problem-
types (PT1, PT2 and PT4) are almost twice as frequent as less generalizable, strategi-
cally less relevant problem-types (PT3, PT5, PT6 and PT7). In turn, problem-types
referring to translation strategy types (PT8-PT12) are practically three times less
frequent than strategically less relevant problem-types and almost six times less
frequent than strategically more relevant problem-types. It can thus be stated that
post-translation MQs helped students to identify translation problems with a fre-
quency according to their strategic relevance.
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FIGURE 2
Identification frequency by texts

20

T1 T2 T3 T4 5

The identification of translation problems, without distinguishing them by
groups of types, became more frequent in the course of the pedagogical intervention.
As shown in Figure 2, the IF for all problem types by texts presents increased values
both from the onset of module 2 (text 1) to the end of module 5 (text 5) and within
each module.

FIGURE 3
Identification frequency for groups of problem-types considered by texts

- - -
6
3
T4 TS5

4
O Strategically more relevant problem types

T1 T2

[ Strategically less relevant problem types
B Translation strategy types taken for problem types

If considered by groups of problem-types and by texts, the IF increased in the
course of the pedagogical intervention only in the case of less strategically relevant
problem-types. As can be seen in Figure 3, these problem-types were more and more
identified both from the onset of module 2 to the end of module 5 and within each
module. More strategically relevant problem-types were identified increasingly only
over module 5. Problem-types referring to translation strategies were limited to
module 2, where they were identified with decreased frequency. They were fully
absent from module 5, which points to the students’ developing capacity to identify
translation problems proper, as they increasingly distinguished these problems from
the strategies used for their solution.
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FIGURE 4
Identification frequency for problem-types proper considered by texts

PTlconvent. PT2 PT4 cult. PT3 PT5 author's PT6syntax  PT7text
expressions  refer. vocabulary style compreh.

‘ OT1 OT2 BT3 ®T4 ETS‘

The evolution of the IF for problem-types proper considered by texts restricts
progress over the pedagogical intervention to one such problem-type. As shown in
Figure 4, only problems to do with vocabulary (PT3) were increasingly identified
from the onset of module 2 to the end of module 5, as well as within each of them.

3.6.2. Justification frequency for solutions to problems

3.6.2.1. Justification frequency considered without distinguishing among
justification-types

The justification frequency for solutions to problems is first considered without dis-
tinguishing among justification-types, as shown in Table 2. The 54 occurrences
resulting from the students” answers to the “why” part of question 3 and applying to
each problem-type for each text are presented following the pattern set for Table 1.

TABLE 2
Justification frequency for problem-types considered by texts

PROBLEM-TYPES T1 | T2 | T3 | T4 | T5 TO:AL
PT1 General style conventions 3 5 4 3 4 19
PT2 Genre-specific expressions 2 0 9
PT3 Vocabulary 1 1 5 8
PT4 Cultural references 2 3 3 8
PT5 The author’s style 4
PT6 Syntax 1 1 1 3
PT7 Text comprehension 0 0 1 1
PT8 “Fulfilling the target-text receiver’s expectations” 0 0
PT9 “Adding the grammatical subject in Spanish” 2 2
PT10 “Adding information implicit in the source text” 0 0
PT11 “Avoiding literal translation” 0 0
PT12 “Avoiding lexical repetition in Spanish” 0 0
TOTAL B 5 14 13 9 13 54
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The number of 54 occurrences for justifications lies below that of occurrences
for problems. This means that not all problems identified were accounted for. The
frequency order in which the solutions for each problem-type are justified almost
exactly matches the frequency order in which these problem-types were identified,
with two exceptions.

The first exception is vocabulary (PT3). Lying above cultural references (PT4) if
considered by its IF, PT3 ranks equal to PT4 if considered by its justification fre-
quency. This being so, the solutions for all three strategically more relevant problem-
types were also the most frequently justified.

The second exception is “adding the grammatical subject in Spanish” (PT9).
Although it refers to a translation strategy involving a solution on its own, its “solu-
tions” were more frequently justified than those for text comprehension (PT7), a
strategically relevant problem-type whose solutions were not justified at all.

FIGURE §
Justification frequency for groups of problem-types

19

O Strategically more relevant problem-types
B Strategically less relevant problem-types
M Translation strategy types taken for problem-types

Figure 5 shows that the JF for the solutions of strategically more relevant prob-
lem-types is more than twice that of the solutions to less strategically relevant
problem-types. In the case of problems referring to translation strategies, the JF for
their solutions is 12.5% of JF for the solutions of strategically less relevant problem-
types and 5.5% of JF for the solutions of strategically more relevant problem-types.

These differences highlight the fact that, as a rule, the more strategically relevant
a problem-type proved, the more frequently its solutions were justified. This would
justify the claim that the use of post-translation MQs helped students to justify their
solutions for the identified problem-types with a frequency according to the strate-
gic relevance of such problem-types, as was the case with the IF.
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FIGURE 6
Justification frequency by texts

T1 T2 T3 T4 TS

As was also the case with the identification of problem-types, their solutions
became more frequently justified in the course of the pedagogical intervention. As
represented in Figure 6, the JF for the solutions of all problems taken as a whole shows
higher values both from the onset of module 2 to the end of module 5 and within
each of these two modules, as was the case with the IF.

It can thus be stated that students justified a growing number of solutions to
problems as the pedagogical intervention went on, which fits in with the progressive
convergence between IF and JF to be observed from module 2 to module 5. As shown
in Figure 7, students accounted for less than half of the problems identified in text 1,
but for almost three quarters of them in text 3. They justified 90% of the problems
in text 4 and even a little more, 93%, in text 5.

FIGURE 7
Identification and justification frequency by texts

T1 T2 T3 T4 T5

| BIdentification frequency B Justification frequency |

If considered by groups of problem-types and by texts, the JF increased over the
pedagogical intervention, as shown in Figure 8, and did so to a greater extent than
the IF. Not only strategically less relevant but also strategically more relevant prob-
lem-types showed increased values for the justification of their solutions from the
onset of module 2 to the end of module 5. In the case of strategically more relevant
problem-types, their solutions were also increasingly justified within both modules.
Even a problem-type which was actually a strategy taken for a problem presented
justified solutions at the end of module 2, the only one where such problem-types are
to be found.



DEVELOPING TRAINEE TRANSLATORS’ STRATEGIC SUBCOMPETENCE 753

FIGURE 8
Justification frequency for groups of problem-types considered by texts
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As shown in Figure 9, the JF for the solutions for problem-types proper consid-
ered by texts also increased in the course of the pedagogical intervention to a much
greater extent than in the case of the IF. Two strategically more relevant problem-
types, general style conventions (PT1) and cultural references (PT4), presented an
increased JF for their solutions from module 2 to module 5, as opposed to none in
the case of the IF. So did two strategically less relevant problem-types, vocabulary
(PT3) and text comprehension (PT7) compared to only one (PT3) in the case of the
IF.

FIGURE 9
Justification frequency for problem-types proper considered by texts
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The four strategically relevant problem-types cited above, (PT1, PT3, PT4 and
PT7) together with another strategically relevant problem-type, syntax (PT6), add
up to ten cases of fully converging justification and identification frequency, as shown
in Figure 10. Only two of these cases come from texts in module 2, whilst the remain-
ing eight correspond to texts in module 5. Such a correlation clearly reveals how much
the justification for solutions to problems progressed in the course of the pedagogical
intervention.
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FIGURE 10
Identification and justification frequency for problem-types proper considered by texts
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3.6.2.2. Justification frequency considered by distinguishing among
justification-types

If we turn to the JF for solutions by distinguishing among justification-types (JTs),
13 such types emerge from the 54 occurrences corresponding to the students” answers
to the “why” part of item 3, as shown in Table 3. These occurrences refer to the JF for
each JT for each text and are in Tables 1 and 2.

TABLE 3
Justification frequency for justification-types considered by texts

JUSTIFICATION-TYPES T1 | T2 | T3 | T4 | T5 TOIAL
JT1 Using the conventional equivalent 4 10 2 7 25
JT2 Adding explanations for the target-text receiver 2 1 5
JT3 Taking the co(n)text into account 1 2 5
JT4 Maintaining the same style as the source text 3 3
JT5 Thinking of previous solutions for the same problem 2 1 3
JT6 Conforming to target-language grammar 1 1 2
JT7 Leaving proper names untranslated 1 1 2
JT8 Solving grammatical ambiguity in Spanish 2 2
JT9 Using reference sources 1 1 2
JT10 Following indications given in class 2 2
JT11 Consulting parallel texts 1 1
JT12 Adequately comprehending the source text 1 1
JT13 Avoiding lexical repetition in Spanish 1 1
TOTAL B 5 14 13 9 13 54

JT1, using the conventional equivalent, is a translation strategy, the only one
applying to all five texts and, thus, the most frequent, with almost half of all occur-
rences. JT2 and JT3, adding explanations for the target-text receiver and taking the
co(n)text into account, represent translation strategies, too. They appear in the same
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three texts during the progress of both modules and show the same JF, five occur-
rences, which represents one fifth of the frequency for JT1

JT4, maintaining the same style as in the source text, is also a translation strategy.
It applies only to a single text and its justification frequency is almost the half of JT2
and JT3: three occurrences. With the same number of occurrences as JT4, JT5, think-
ing of previous solutions for the same problem, appears in two texts. It also differs
from JT4, in that it is not a translation strategy, but a metacognitive strategy, as its
focus lies on how a solution type was arrived at. This points to metacognitive reflec-
tion which, in this case, was related to the trainees’ own learning how to learn.

There follow five justification-types, JT6 to JT10, with a very small justification
frequency, two occurrences. JT6, JT7, JT8 and JT9, conforming to target-language
grammar, leaving proper names untranslated, solving grammatical ambiguity in
Spanish and using reference source, represent translation strategies which mostly
appear in two texts. JT10, following indications given in class, is a metacognitive
strategy, with metacognitive reflection now related to the teacher’s recommendations.

The three last justification-types, JT11, JT12 and JT13, consulting parallel texts,
adequately comprehending the source text and avoiding lexical repetition in Spanish,
correspond to the translation strategies with the lowest justification frequency: one
occurrence each. It is worth noting that the last of these justification-types exactly
matches the last problem type identified, although both apply to different texts in
module 2.

FIGURE 11
Justification frequency for justification-types considered by groups

5005
32 2 2 2 1 1 g 2
O |_| Y = T s Y = Y = P . l_,_-_,_l_
~ . L& X o
& & & %d\@ & f’ o & & & & &v\' & &
§\‘° \,,& o@ & %ﬁ & & & 053' & < D\Q‘ &c;b‘ <0
& W S S S R 5
NN QO S & & S &S
& DR % A \4_"? o \\Q &Q* ﬁ;ﬁ 04»0 g‘\
\b < %%0 NS ’\»°° <\\ ‘}Q&
NS N

As shown in Figure 11, just over 90% of occurrences for all justification-types
correspond to translation strategies, which reveals their salient relevance. Meta-
cognitive strategies present a much smaller JF, almost 10%. They can, though, be
regarded as relevant, in that trainees activated them for retrieving appropriate solu-
tion types, thereby increasing their strategic awareness, as they learned how to learn.
The use of post-translation MQs helped them, in this way, to justify their solutions
for the problem-types previously identified, by leading them to refer to successfully
applied relevant strategies.
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FIGURE 12
Justification frequency for justification-types present in both modules considered by texts
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Regarding the strategies applied to texts in both modules, the three most frequent
ones were referred to more and more over the pedagogical intervention in only two
cases, as shown in Figure 12. Of them the most significant one corresponds to the
translation strategy “using the conventional equivalent.” Its JF presents increasing
values both from the onset of module 2 to the end of module 5 and within module
5, though not within module 2.

The use of post-translation MQs led trainees to justify their solutions in a clearly
progressive manner only in the case of the JT corresponding to the most frequent
translation strategy. It also got trainees to refer to an increasing number of JT over
the pedagogical intervention in justifying their solutions, as shown in Figure 13.

FIGURE 13
Number of justification-types mentioned for each text
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Finally, we will deal with the JF for solutions in relation to the problem-types
that they apply to. As shown in Table 4, this frequency is considered both for each
JT within each problem-type (TOTAL A, if read by rows) and for each PT (TOTAL
B, if read by rows). In both cases, it is also established for each text (TOTAL A, if read
by columns) and for all taken as a whole (TOTAL B, if read by columns).
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TABLE 4
Justification frequency for justification-types considered by problem-types and texts

PRORLEN I 1 [z s [ [ Topt | 7O
PT1 General style conventions 19
JT1 Using the conventional equivalent 35|12 |23 15

JT3 Taking the co(n)text into account 1 1

JT5 Thinking of previous solutions for the same 1 1

problem

JT6 Conforming to target-language grammar 1 1

JT10 Following indications given in class 1 1

PT2 Genre-specific expressions 9
JT1 Using the conventional equivalent 1|5 6

JT11 Consulting parallel texts 1 1

JT12 Adequately comprehending the source text 1 1

JT13 Avoiding lexical repetition in Spanish 1 1

PT3 Vocabulary 8
JT1 Using the conventional equivalent 4 4

JT3 Taking the co(n)text into account 1 1 2

JT7 Leaving proper names untranslated 1 1

JT9 Using reference sources 1 1

PT4 Cultural references 8
JT2 Adding explanations for the target-text >l a2l 5

receiver

JT3 Taking the co(n)text into account 1 1

JT7 Leaving proper names untranslated 1 1

JT9 Using reference sources 1 1

PT5 The author’s style 4
JT4 Maintaining the same style as the source text 3 3

JT10 Following indications given in class 1 1

PT6 Syntax 3
JT5 Thinking of previous solutions for the same N 5

problem

JT6 Conforming to target-language grammar 1 1

PT7 Text comprehension 1
JT3 Taking the co(n)text into account 1 1

PT9 Adding the grammatical subject in Spanish 2
JT8 Solving grammatical ambiguity in Spanish 2 2

TOTAL A 5|14 |13] 9 |13 54

TOTAL B 54

As can be seen, there is a clear relation between each problem-type (PT) and the
most frequent JT for its solution. Such relevance primarily applies to translation
strategies, which represent the most frequent JT for the solutions of all problem-types
but one. This is syntax (PT6), whose solutions had its most frequently justified solu-
tion in a metacognitive strategy.

Solutions for problems to do with general style conventions (PT1) were most
frequently justified by referring, understandably, to the use of the conventional
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equivalent (JT1), the most frequent JT. This was the translation strategy most fre-
quently applied to genre-specific expressions (PT2) too, given their conventionalized
character. It was also the most frequently justified solution for a strategically less
relevant problem-type, vocabulary (PT3), thereby showing its contrasted relevance.
It did not present, though, an increased JF over the pedagogical intervention in the
case of the only problem-type, PT1, that it applied to in both modules.

Cultural references (PT4) consequently had their most frequently justified solu-
tion in “adding explanations for the target-text receiver” (JT2), a translation strategy
which did not present increased JFs over the pedagogical intervention.

Solutions for problems concerning the author’s style (PT5) and text comprehen-
sion (PT8), were most frequently accounted for through relevant translation strate-
gies: maintaining the same style as the source text (JT4) and taking the co(n)text into
account (JT3). This relevance applied to the translation strategy, solving grammatical
ambiguity in Spanish (JT8), justifying the solutions for the only problem-type rep-
resenting a translation strategy, “adding the grammatical subject in Spanish” (PT9).

Solutions for problems related to syntax (PT6) were most frequently justified
through the metacognitive strategy “thinking of previous solutions for the same
problem” (JT5). This was the most frequent of such strategies and also applied to
general style conventions (PT1). So did the other metacognitive strategy, following
indications given in class (JT10), which also accounted for the solutions of problems
to do with the author’s style (PT5). In all cases, following indications given in class
(JT10) applied to texts in module 2 and thinking of previous solutions for the same
problem (JT5) to texts in module 5, thus suggesting a progression from external to
internal self-regulation

To sum up, it may be stated that trainees using post-translation MQs justified
the solutions for the problem-types by referring primarily to translationally but also
to metacognitively relevant strategies. This did not happen, though, with increased
JF from the onset to the end of the pedagogical intervention.

4. Conclusions

We will now answer the two research questions guiding the present study and con-
sider its main contributions.

Firstly, using post-translation metacognitive questionnaires in modules 2 and 5
promoted the development of the strategic subcompetence of evaluating their trans-
lating, more precisely, for identifying translation problems and justifying their solu-
tions. This meant that translation problems were all more frequently identified the
more strategically relevant they proved. Their solutions were justified on the same
basis. As a rule, the frequency of these justifications also grew and their number
eventually became similar to the number of problems identified. Justifying solutions
to translation problems involved referring not only to translation strategies but also
to metacognitive strategies. Using the conventional equivalent (JT1) and thinking of
previous solutions for the same problem (JT5) were, respectively, the most frequent
and relevant. The range of both types of strategies became wider the greater the
relevance of the problem-type they were used to solve. General style conventions
(PT1) and genre-specific expressions (PT2) were the most frequently identified
problem-types as well as the ones whose solutions were most frequently justified
according to the type of texts chosen and instruction given.
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Secondly, there was significant progress in the students’ evaluation of their
translating from the onset to the end of the pedagogical intervention. This was the
case, to a lesser extent, in identifying translation problems compared to justifying
their solutions. The IF presented increasing values over the pedagogical intervention
only when considered for all problem-types, as well as for strategically less relevant
problem-types. Translation strategies that the students regarded as problems were
identified only in the first part of the course and, then, less and less. As for trainees’
solutions, their JF for all problem-types grew considerably more than the IF over the
pedagogical intervention. Further, the solutions for strategically more and strategi-
cally less relevant problem-types were increasingly justified from the onset of the
pedagogical intervention to its end. Thus, trainees justified the solution for a growing
number of problems identified, while referring to an increased number of JT. Two of
them, out of the three translation strategies used in both parts of the course, and
notably the conventional equivalent (JT1), were referred to more and more in the
course of the pedagogical intervention. Even the two metacognitive strategies
deployed were so gradually distributed throughout the course as to allow for a pro-
gression from external to internal self-regulation.

We would now like to put forward the three main contributions of the study,
which, in our opinion, have relevant implications for metacognitively oriented trans-
lator training, promoting strategic awareness through self-regulated learning.

The first contribution is the pedagogical concept of strategic subcompetence for
translator trainees. This is made up of three functions, corresponding to successive
stages of their metacognitive reflection on their translating: planning, monitoring
and evaluating. Closely related to the trainees” evaluating of their translating
are two other functions, which are particularly relevant in promoting strategic
awareness in students. These are identifying translation problems and, especially,
justifying one’s solutions to these problems, as this involves trainees referring to
successfully applied strategies, thereby becoming aware of their own decision-
making process.

The second contribution is the finding that trainees refined their identification
of translation problems from one part of the course to the other. Only translation
problems proper were spotted in the second part of the course, after translation
strategies had been taken for such problems in the first. This refining process resulted,
thus, in the trainees’ appropriating the metatranslational relevant distinction
between problems and strategies applying to the solutions of these problems. This
may well be considered a trace of incipient expertise pointing to developing strategic
subcompetence with regard to trainees’ evaluation of their translating and, more
precisely, regarding the identification of translation problems.

The third contribution is the finding that trainees justified their solutions for a
growing number of translation problems from one part of the course to the other.
The solutions for both strategically more and less relevant problem-types were more
frequently accounted for in the second part of the course than in the first. This jus-
tification process resulted in the trainees’ appropriating the metatranslational rele-
vant use of translation strategies, sometimes enhanced by the also increased use of
metacognitive strategies. This may be considered a trace of incipient expertise point-
ing again to developing strategic subcompetence, related now to trainees’ self-eval-
uating by justifying solutions to identified problems.
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Both findings apply to the trainees’ growing appropriation of metatranslational
knowledge. The relevance of this appropriation process lies in the fact that it devel-
oped independently from the teacher’s assistance, as it kept constant throughout the
course, and regardless of the characteristics of each text, as especially shown by the
steady growth of justifications for solutions to problems, irrespectively of the number
of identified problems. This suggests the tentative conclusion that the appropriating
had its origin in the recurrent use of post-translation metacognitive questionnaires,
possibly enhanced by their being more frequently answered in groups in the second
part of the course. This hypothesis, though, needs to be confirmed through further
research into trainees’ evaluation of their translating with metacognitive question-
naires answered also in teamwork.
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APPENDICES
1. Pre-translation MQ for text 1

1 Knowing that the sender of the registration conditions that you are going to translate is the
German language school Sprachforum Miinchen, who do you think their receivers might be?

2 What might the sender intend from the receiver with these registration conditions?

3 If you were the receiver of the target text, what should it be like to meet your expectations?

4 What kind of contents can you expect to find in registration conditions and in what logical
order? Be as precise as possible.

5 If you happen to know them beforehand, please cite some fixed phrases in Spanish that could
appear in registration conditions originally written in that language.

6 In your opinion, what will be the most serious problems that you will have to face in translating
registration conditions from German into Spanish and how will you solve them?

2. Post-translation MQ for text 1

1 Have you learnt anything new about the subject of the source text? If so, what?

2 Have you consulted any information source to get (more) background information on the
subject of the source text? If so, which ones?

3 What translation problems do you think you have adequately solved and why?

4 What would you recommend to another peer having to translate this text or an instance of the
genre it belongs to?

5 Have you checked your translation for coherence, by reading it again - without looking at the
source text — some days after completing it and by making sure that it was comprehensible for
another Spanish speaking person?

6 Have you checked your translation for stylistic questions by looking up odd sounding
combinations of
a) noun + adjective or prepositional clause
b) verb + noun
that can be found in parallel texts, monolingual dictionaries or electronic corpora?
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3. End-module MQ for module 2

—_

What have you learnt by collectively answering the questions in the pre-translation
questionnaires used in the module?

NS}

Do you think that you would “automatically” ask yourself in the future any of the questions in
the pre-translation questionnaires, even if no such questionnaires needed to be answered?
Which ones would they be?

w

What have you learnt by answering the questions in the post-translation questionnaires used in
the module?

Do you think that you would “automatically” ask yourself in the future any of the questions in
the post-translation questionnaires, even if no such questionnaires had to be answered? Which
ones?

Do you think that certain questions could be omitted from post-translation questionnaires in
the future?

Looking back, do you think that the post-translation questionnaires have helped you to become
aware of translation errors? If so, give please one or two examples.




