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ABSTRACT 

 

Since post-editing of machine translation has become a widespread practice in the 

language service industry, post-editing training has been increasingly included in 

translation courses. The purpose of the study is to investigate the feasibility of 

implementing a virtual community of practice (VCoP) in training future post-editors that 

meet the market’s needs. A VCoP refers to a social group sharing a common interest in an 

argument or a problem, interacting with each other by networks (Davis and Goodman 

2014). Based on this concept, a VCoP method is postulated to facilitate online post-editing 

courses. It is a method in which students learn how to post-edit and how to manage a 

post-editing project by actively engaging in a VCoP. To test the feasibility of this method, 

a quasi-experimental study was carried out at Hunan University in China. Thirty first-year 

translation postgraduates participated in the study. Fifteen students were taught virtually 

using the VCoP method, while fifteen students were taught by the same tutor in a face-to-

face classroom. A comparison of students’ performance in the two post-editing classes 

indicated that the VCoP method fostered students’ self-reflection and self-assessment, and 

ultimately helped improve post-editing quality. Students’ perceptions of the VCoP method 

were generally positive, showing its usability.  
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1. Introduction 

 
The increasing need for well-trained post-editors in the translation market 

and ever-changing technologies have brought new opportunities and 
challenges to translator training. Translation trainers have started to 

incorporate post-editing in their curricula, as it becomes a requirement of 
translators in the digital age (e.g., O’Brien 2002; Pym 2013; Guerberof and 

Moorkens 2019). Meanwhile, the explosion of the Internet, cloud storage 
services, and virtual space, places the social aspect of the translation 

profession within the reach of students and teachers. Translation courses 
thus have to take into account and adapt to these technological changes, 

to bridge the gap between the academic and professional worlds of 
translating. However, although the benefits of using these technologies in 

the translation classroom have been widely recognised (Massey 2005; 
Desjardins 2019; Kiraly et al. 2019), how to integrate them into translator 

training has not been sufficiently explored (Gambier 2012; Díaz-Millón et al. 

2020), particularly in the post-editing training contexts.  
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Building a virtual community of practice (VCoP) has been considered as one 
of the effective strategies that facilitates online learning (e.g., Wenger 2010; 

Smith et al. 2017). The concept of a VCoP finds its origins in the term 
Community of Practice (CoP), which is rooted in social learning theory that 

regards learning as a process of social interaction (Lave and Wenger 1991). 
It refers to a social group sharing a common interest in an argument or a 

problem, interacting with each other through networks (Kirschner and Lai 

2007). A VCoP is characterised by the web-based nature of the social 
interaction, as members communicate and share knowledge through 

forums, social networking, chat rooms, e-mails and discussion boards 
(Behal 2019). Compared with face-to-face communities, a VCoP can 

eliminate both geographic barriers and time limitations, and allows a more 
heterogenous composition of joiners, thus facilitating communication in 

virtual learning environments (e.g., Yang 2009; Davis and Goodman 2014). 
However, despite increasing evidence of the benefits of a VCop in diverse 

educational settings, there seem to be few studies on what effect this 
method may have on translation e-learning more specifically.  

 
In fact, trainers and practitioners have trialed e-learning approaches in the 

teaching of translation for a number of years (e.g., Massay 2005; Robinson 
et al. 2008; Talaván and Ávila-Cabrera 2021). Many authors suggest that 

translation e-learning can help train instrumental-professional competence, 

by offering contexts in which students work on authentic activities and solve 
problems collaboratively (Prieto-Velasco and Fuentes-Luque 2016; Nitzke 

et al. 2019a; Kiraly et al. 2019). Relatively few authors, however, have 
adopted e-learning as a teaching method to train future post-editors (Nitzke 

et al. 2019a). Problems associated with e-learning may also arise, such as 
declining motivation, minimal participation, heterogeneous learning needs, 

and high resource investment (Pym 2001). It is hypothesised that building 
VCoPs can overcome many of these challenges and facilitate a more 

effective online course for post-editing trainees. Hence, this study 
postulates a VCoP method, in which students learn how to post-edit and 

how to manage a post-editing project by actively engaging in a VCoP. To 
test the feasibility of the VCoP method, a quasi-experimental study with a 

control group was conducted at Hunan University in China. A class of first-
year translation post-graduates studying post-editing participated in the 

study, 15 taking the virtual course using the VCoP method and 15 attending 

the face-to-face class. Both classes received identical course content and 
were taught by the same instructor. The current study was therefore 

designed to compare the performance of post-editing trainees during and 
following both online and face-to-face learning experiences. The specific 

research questions were as follows: do students using the VCoP method 
achieve the same level of self-assessment and self-reflection as students in 

the face-to-face class? Are there differences in student learning outcomes 
in terms of their post-edited outputs? How do students engage with the 

VCoP method?  
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2. Related research 
 

2.1. Post-editing training  
 

Post-editing is often known as a revision-related activity, involving the 
correction of machine translation (MT) output to ensure that it meets a level 

of quality negotiated in advance between the client and the post-editor (e.g., 

O’Brien 2002; TAUS 2016). It is a different task from human translation, 
requiring a set of specific competences such as risk assessment competence, 

strategic competence, consulting competence, and service competence 
(Nitzke et al. 2019b). Translators, therefore, need to be trained to maximise 

the potential benefits of MT. 
 

O’Brien (2002) was the first scholar to propose the inclusion of post-editing 
(PE) training as part of translator training programmes. As O’Brien claims, 

the aim of such a course is to raise novice translators’ awareness about MT 
systems and their place in translation practice, and introduce them to the 

practice of PE. To achieve this goal, O’Brien presents an outline of PE 
courses, including a theoretical and a practical module on MT and PE 

knowledge. The author also notes the importance of a positive attitude 
towards MT, which is also stressed by other scholars (Doherty and Moorkens 

2013; Pym 2013). Since then, translation researchers, practitioners and 

trainers have followed O’Brien’s proposal and explored how to train post-
editors in educational institutions. Considerable research has been devoted 

to discussing syllabus designs in particular, covering the goals, objectives, 
content, process, resources and means of evaluation (e.g., Flanagan and 

Christensen 2014; Guerberof and Moorkens 2019). 
 

In recent years, trainers have started to make the transition from teaching 
PE courses face-to-face to teaching these courses online. For example, 

Nitzke et al. (2019a) introduced a DigiLing programme to train digital 
competences of translation students, by presenting an example of a post-

editing course through an e-learning platform called DigiLing. This e-
learning platform allows for more diverse and flexible translation curricula, 

and offers additional training for students. Likewise, Díaz-Millón et al. (2020) 
support the use of e-learning in the training of future post-editors, claiming 

that it helps to foster the cross-curricular competencies demanded by new 

professional profiles. Although the cited research has addressed the merits 
of e-learning in post-editing training, no study has undertaken a comparison 

of student performance in a face-to-face and an online course, to validate 
these presumed e-learning benefits.  

 
2.2. Virtual community of practice 

 
The term Community of Practice (CoP) was first proposed by Lave and 

Wenger (1991), and defined as a group of people who engage in a process 
of collective learning in a shared domain of human endeavour. It can be 
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traced back to social constructivism which stresses the importance of social 
interaction for cognitive development (Vygotsky 1978; Rogers 2000; 

Wenger 2010; Risku 2016). According to Lave and Wenger (1991: 91), 
three characteristics of a CoP are crucial: domain, community, and practice. 

First, a domain of knowledge creates common ground, inspires members to 
participate, and guides their learning. Second, a community creates the 

social bonds for their collective learning, supporting interactions, 

discussions, collaborative activities, and relationship building. Third, the 
practice is the specific focus around which the community develops, shares 

and maintains its core of knowledge (1991:91-117). These three 
characteristics constitute a community of practice, making it a good fit for 

professional training. The notion of CoP has been extended to refer to 
learning communities by later theorists and researchers, whereby a group 

of students with common academic goals and interests meet regularly to 
collaborate on classwork and engage in discussion (e.g., Davies et al. 2005; 

Li et al. 2009). Benefits of CoP for student learning communities have 
included developing new ways of thinking, creativity, and enhanced 

problem-solving skills, amongst other benefits (Lenning et al. 2013: 93). 
 

Technological innovations, particularly computer-mediated communication 
(CMC) tools have opened up new possibilities to enhance and apply CoPs 

more successfully in virtual learning environments (Hildreth et al. 1998). A 

CoP combined with CMC tools is defined as a virtual community of practice 
(VCoP), where students share knowledge, communicate, discuss, and 

collaborate through networks (Davis and Goodman 2014; Risku and 
Dickinson 2017). In contrast to a traditional CoP, a VCoP offers more 

opportunities for distance learners to analyse, negotiate and collaborate, by 
establishing collaboration across geographical barriers and time zones 

(Winne et al. 2013). Research suggests that a VCoP can enhance personal 
and professional development, through online interactive, collaborative, 

and reflective activities (McConnell 2006; Lewis et al. 2011). 
 

Recently, VCoPs have attracted the attention of translation practitioners, 
trainers and researchers thanks to the emergence of new web-based 

translation communities (e.g., Jiménez-Crespo 2015; Risku and Dickinson 
2017). For example, O’Hagan (2011) points out the potential benefits of 

crowdsourcing communities in helping students get acquainted with 

working conditions in the real labour market. Along with O’Hagan, Sánchez 
Ramos (2018) recommends turning a translation classroom into an online 

community, by integrating Web 2.0 tools in students’ learning programs. 
Although prior studies provide a conceptual basis for applying a VCoP in 

translator training, they do not provide any detailed accounts of how a VCoP 
can be implemented in practice, or how to assess students’ performance in 

a VCoP. 
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3. Implementing VCoPs in post-editing training 
 

Nowadays, universities in China are increasingly including PE training as 
part of Master of Translation and Interpreting (MTI) Programmes. In a 

typical face-to-face PE course, the teacher provides information to students 
applying a transmissionist approach in the classroom (e.g., Maor and Taylor 

1995). This helps to familiarise students with conceptual knowledge on MT 

and PE. However, the scope of these courses is usually not sufficient to 
gather enough practical PE experience for students to become professional 

post-editors (Nitzke 2019a). In addition, teleworking and collaborative skills 
demanded by the market cannot be easily developed in the face-to-face 

class (Wang et al. 2017). Bearing this in mind, we propose a VCoP method 
to facilitate an online PE course, aiming at creating a collaborative learning 

environment for PE learners and engage them in an authentic post-editing 
project.  

 
3.1. The VCoP method  

 
Starting from the social constructivist view that learning is a constructive, 

self-directed, collaborative and contextual activity (Kiraly 2000: 23; Kiraly 
et al. 2019), we propose a VCoP method in post-editing training. The 

primary goal of this method is to train future post-editors in the digital age, 

by providing a learning environment that is more accessible, interactive, 
and engaging. The VCoP method is a method in which students learn by 

actively engaging in a VCoP supported by synchronous and asynchronous 
tools. This method typically is grounded in the following three elements: 

authentic problems, online collaboration, appropriate tutorial instruction 
and feedback. Primarily, problems are embedded in an authentic post-

editing project commissioned by real clients, which triggers students’ 
learning motivation. In addition, active community participation is the key 

to building an empowered community. It allows community members to 
actively contribute to group discussion and take responsibility for 

community improvements. It is worth noting that effective online tutoring 
and feedback are crucial for active engagement and participation.  

 
In implementing the VCoP method, a forum needs to be set up primarily for 

the course, where students can discuss issues relating to PE and MT, collect 

information, and share knowledge. Synchronous class meetings are also 
conducted regularly, using video conferencing software or online chatting 

rooms. Moreover, the client, target text readers, authors of the source text, 
and domain experts are continuously available for questions and feedback 

throughout the project. By engaging in these collective activities, students 
are more likely to become self-directed learners, interacting with their peers 

and working in a virtual PE team, rather than passively receiving knowledge 
from the tutor (Kiraly et al. 2019).  
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To further illustrate the features of the VCoP method, the following table 
makes a comparison between the VCoP method and conventional face-to-

face teaching currently being applied in a number of universities in China.  
 

Categories The VCoP method The conventional method 

Classroom 
activity 

Learner-centred; 
Interactive 

Teacher-centred;  
Didactic 

Teacher role Facilitator, collaborator Fact teller 

Learner role Community members Knowledge recipients 

Materials Real-life project Inauthentic materials 

Learning Collective learning Learning separately 

Assessment Portfolios, performance 
and products 

Primarily products 

Technology 

use 

MT systems; synchronous 

and asynchronous tools 

MT systems 

Classrooms Virtual classrooms Physical classrooms 

Participants Students, the teacher, 

online target text readers, 
authors of source text, 

clients and domain experts 

Students and the teacher 

Table 1. Features of the VCoP method versus the conventional method 

 
As presented in Table 1, the VCoP method has some distinguishing features, 

in contrast to the conventional method in use in many Chinese institutions. 
In implementing the VCoP method, the tutor shifts from a transmitter of 

knowledge to a facilitator, a coach or a co-learner, providing scaffolding for 
students (e.g., Kiraly 2000). Also, students adopt significantly different 

roles from those in face-to-face class. They are placed at the centre of their 
own learning, working collaboratively with their peers, the tutor, and 

domain experts from outside the institution. Compared with face-to-face 
teaching, the VCoP method provides a more interactive environment for 

learners, with the aid of synchronous and asynchronous tools. The tools 
enable students to access resources more easily, as well as feedback from 

target text readers, authors of source texts, and clients.  

  
3.2. Implementing the VCoP method  

 
We developed a 16-week PE training program for MTI students in Hunan 

University, using the VCoP method. The objectives of this course were: (1) 
to equip students with PE skills, (2) to enable students to acquire knowledge 

on PE project management, and (3) to develop students’ teamwork skills 
for large PE projects. The course consisted of the following four modules: 

introduction of conceptual knowledge on MT and PE, practice exercises on 
PE, implementation of a real-life PE project, and reflection on the learning 

process and the product. Each module involved student participation in 
weekly online activities and discussions.  
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A summary of the online course modules is shown in Table 2, which 
illustrates VCoP-related issues, the mediating web-based tools, and 

intervention teaching strategies. 
 

Modules  Issues  Web-

based 
tools  

Intervention teaching 

strategies  

Conceptual 
knowledge 

 MT 

 PE 

 

 Tencent 

Meeting1 

 Forum 

 E-mail  

 

 Send a course introductory 

pack one week before the 

course starts; 

 Offer shareable e-learning 

content; 

 Provide weekly updates to 

remind students about the 

week’s topics;  

 Use different scenarios to 

generate discussion on 

relevant issues; 

 Post web links to technical 

assistance 

Practice 

exercises  

 Productivity  

 Quality 

 Evaluation  

 

 Tencent 

Meeting 

 Forum 

 E-mail  

 

 Appoint community 

leaders; 

 Develop sub-communities; 

 Grab volunteers to make 

presentations;  

 Prompt peer feedback in 

group discussions;  

 Foster purposeful 

discussions 

Project 

management  

 Terminology 

 PE project 

management  
 Quality 

 assurance 
 

 Tencent 

Meeting 

 QQ2 

 WeChat3 

 Baidu 

Cloud4  

 Forum 

 E-mail  

 Set clear quality 

expectations and deadlines;  

 Facilitate a real-life project; 

 Post questions that trigger 

a meaningful online 

discussion; 

 Prompt feedback to student 

queries; 

 Provide timely and useful 

feedback;  

 Foster detailed discussion 

of feedback from the client, 
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readers, and domain 

experts 

Reflection  PE project  

 PE quality  

 Tencent 

Meeting 

 Forum 

 E-mail 

 Structured class discussions 

 Use self-assessment 

reports  

 Use peer review scales  

 Use online portfolios  

Table 2. Online PE course modules in the VCoPs method 

 
The course started with a module on conceptual knowledge, which aimed 

at developing a basic knowledge of MT and PE. The issues covered basic 

principles of MT, MT errors, types of PE, PE guidelines, and PE quality 
metrics. In this module, students attended live classes with Tencent 

meeting, which is one of the most widely used video conferencing 
applications. This software can also record the course, so that students are 

able to watch it back as many times as necessary. They also took part in 
asynchronous learning through the use of e-mails and forums. To facilitate 

their learning, the teacher offered shareable e-Learning content and used 
different scenarios to generate discussion on relevant issues. 

 
In the next module, students were asked to do some PE practice exercises, 

including trying different MT tools, comparing PE with human translation, 
evaluating quality based on TAUS’s quality metrics and self/peer reviewing. 

These exercises were designed to help improve problem-solving and critical 
thinking skills in post-editing. The teacher appointed community leaders, 

who maintained order and motivated other members of the group. Sub-

communities were also developed, to provide more flexible and interactive 
collaborations. Students were asked to share their learnings with their peers 

in the virtual class while the teacher shared additional tips on their learning 
and prompted peer feedback in group discussions.  

 
Over the following ten weeks, students were asked to complete a large real-

life project using networks. This module aimed at teaching students how to 
solve specific problems with specific tools when managing a PE project. 

Students were randomly allocated to three QQ groups composed of five to 
six members. They met virtually twice a week in QQ chat rooms, to 

negotiate and discuss problems arising during the workflow, ranging from 
terminology management to quality assurance. Their discussions were 

facilitated by the teacher, who helped to keep discussions focused, provided 
feedback, posed conflicting views to elicit reflection, and drew conclusions. 

Students could receive help, support and feedback from the client, readers, 

and domain experts, by using the WeChat public platform.  
 

The final module offered students an opportunity to reflect on what they 
learned from the course, particularly in terms of project management and 

PE quality control. In structured reflection sessions, students shared their 
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learning with peers, by making a class presentation through a video or slide 
show. They were also asked to write reflective reports and submit online 

learning portfolios (i.e., group discussion).  
 

3.3. Assessment of the VCoP method 
 

Assessment plays an important role in student learning and is perhaps a 

driving force underlying effective learning in virtual learning environments 
(Vonderwell et al. 2007). In this study, we combined continuous 

assessment with end-of-term assessment, in order to promote effective 
online learning. Table 3 illustrates the objectives, schedules of the two types 

of assessments, and typical assessment activities that were used. 
 

 Main objectives Schedule Typical activities 

Continuous 
assessment 

To engage 
students in 

online learning; 
To track 

students’ 
progress during 

the course 

4th week Self/tutor assessment of 
the quality of PE practice 

exercises  

8th week Self/tutor assessment of 

the quality of PE project;  
Evaluation of students’ e-

portfolios  

12th week Self/tutor assessment of 
the quality of PE project;  

Evaluation of students’ e-
portfolios  

15th week Self/tutor assessment of 

the quality of PE project;  
Evaluation of students’ e-

portfolios  

End-of-

term 
assessment 

To measure 

students’ 
knowledge, skills 

and attitudes 
after the course 

16th week Complete a final PE task 

under time pressure; 
Submit reflective reports;  

Measure attitudes towards 
the teaching method  

Table 3. Assessment in the VCoP method 

 

Continuous assessment was embedded in students’ learning throughout the 
course. The major purpose of the assessment was to enhance learning 

engagement and track students’ progress, providing ongoing feedback to 

improve teaching and learning (Galán-Mañas and Hurtado Albir 2015). A 
further purpose was to encourage students’ self-assessment skills and 

reflective thinking, by engaging them in ongoing online assessments. In the 
course, students were expected to submit their post-edited texts as well as 

their e-portfolios every three or four weeks of the term. They were asked 
to evaluate their PE outputs in each phase of the digital project, which were 

further compared with the teacher’s assessment. They also participated in 
evaluating their own work and engaged in peer review in a work group, thus 
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developing dynamic peer-assessment skills. This process required the 
teacher to provide feedback and assistance in order to improve group 

dynamics.  
 

After completing the continuous assessments by the end of Week 15, end-
of-term assessment was carried out in the last week of term. Students were 

given a post-editing assignment in Translog II, a keylogging software for 

recording the translation process. In addition, they submitted reflective 
reports about their learning in VCoPs, based on interactive processes among 

the members of the group. It was equally important to measure whether 
students developed a positive attitude towards the teaching method and 

tasks, in line with the previously-mentioned need for a positive attitude 
towards MT. 

 
4. A mixed-method quasi-experimental study  

 
This study adopted a quasi-experimental design with a control group to test 

the feasibility of the VCoP method in the context of post-editing training. 
This research design, which aims at evaluating an intervention with a non-

random group, is widely used when randomisation is impractical or 
unethical (Cook and Campbell 1979). It can minimise threats to ecological 

validity, since the research findings are tested in more practical or real-life 

situations (Gopalan et al. 2020). The methodology of this study is presented 
in the following sections.  

 
4.1. Participants 

 
The participants comprised 30 translation students in the second semester 

of an MTI programme, working from English into Chinese, their native 
language. All of them had passed TEM-8, a standardised English proficiency 

test for English majors in Chinese universities, ensuring a certain level of 
proficiency in English. Prior to the course, they had acquired basic 

translation skills, by completing several courses in scientific and technical 
translation. However, they had never engaged in any real collaborative 

translation or post-editing project. They were divided into two groups, an 
experimental group and a control group. Both groups had the same 

instructor, attended two PE classes per week, and were taught exactly the 

same content. The only difference was that the control group met with the 
instructor in the face-to-face class, while the experimental group was taught 

online via online learning platforms. All participants were informed of the 
purpose of this study and signed a consent form at the beginning of the 

course. Ethical approval was also obtained from the Ethics Committee of 
the College of Foreign Languages at Hunan University.  
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4.2. Translation assignment and the client 
 

The students were required to translate some English documents on the 
topic of deep space exploration into Chinese over a period of ten weeks. 

The source text was approximately 100,000 words in length, covering 
knowledge in the domains of defence, commerce, labour, energy, etc. The 

entire text was pre-translated by Google NMT free of charge. The target 

text was expected to achieve publishable quality (TAUS 2016) and would 
be used as reference for researchers and policy makers on space exploration. 

The students’ client was the Deep Space Exploration Research Centre of 
Hunan University, which would publish the documents, though without the 

translators’ names. The research centre was represented by a contact 
person, who provided a detailed brief and came to our institute to present 

the project to the students. Students would not get paid, but they would 
receive a signed statement from the research centre confirming their 

participation in the project. 
 

4.3. Methods  
 

Prior to the course, one raw MT output from the deep space materials was 
given to students as a pre-test, along with a translation brief and full post-

editing guidelines (TAUS 2016). No significant difference was found in the 

number of errors remaining in both groups’ PE outputs, suggesting an initial 
equivalence in post-editing skills before the experiment. The pre-test helped 

to rule out many of the threats to internal validity, such as history and 
maturation (Cook and Campbell 1979). Another raw MT output containing 

a very similar number of MT errors was given to both groups as a post-test. 
 

During the course, students used a rubric (see Appendix 1) adapted from 
TAUS’ Dynamic Quality Evaluation Framework (2013) to assess their own 

PE assignments at Week 4, 8, 12 and 15. Their scores were compared with 
the scores assigned by the teacher. Students were also asked to write 

reflective reports to see how they learned from the course.  
 

After the course, all 15 students from the virtual class were interviewed in 
Tencent QQ, which recorded all the statements automatically. The other 15 

students were interviewed in the classroom or in the teacher’s office with 

voice recording apps. The structured interviews (Appendix 2) were designed 
to explore student satisfaction and perceived effectiveness of the course. 

Finally, all the students in the online course were asked to respond to a 
questionnaire measuring their perceptions of the VCoP method, which was 

adapted from McConnell’s (2006) questionnaire on students’ experiences of 
learning in e-groups (Appendix 3).  
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4.4. Data coding  
 

Errors were categorised into five types based on error types suggested by 
TAUS (2016) and Hsu (2014). As shown in Table 4, incorrect punctuation 

was counted as a punctuation error. Errors on word choice, terminology, 
collocation, and fixed expressions were defined as lexical errors. Syntactic 

errors referred to errors at the syntactic level. If the content that should 

have been translated had been left untranslated, it would be marked as an 
error. The errors beyond the sentence level were macro-level errors, related 

to coherence, target reader, and purpose. 
 

Error types  Examples 

Punctuation ST: Because of these potential complexities, other 
alternative avenues of manufacturing were investigated, 

the most promising of which was investment casting.  
TT: 悬架结构的复杂性，促进了其他制造方式的产生，其中最有效

的是熔模铸造。 

Back translation: The complexity of the suspension 

structure, has promoted the production of other 
manufacturing methods, the most effective of which is 

investment casting.  

Lexis ST: On the rover, the bogie was split into two distinct 
structural elements. 

TT: 流动站上的转向架由两大结构组成。 

Back translation: The bogie on the moving station consists 

of two major structures. 

Syntax ST: By placing the two forward pairs as far away from the 
aft pair, roller loads are minimized.  

TT: 通过隔离前后转向架的设置，可最大程度地减小压路机负荷。 

Back translation: Isolating the settings of the front and rear 

bogies, the roller load can be minimised.  

Untranslated 

content 

ST: Sol 50 Hazcam image 

TT: Sol 50 Hazcam 图像。 

Back translation: Sol 50 Hazcam image 

Macrolevel 

errors 

ST: The final design, however, was a system of roller 

assemblies supported by spring elements. The basis of this 
decision was the desire to decrease the friction in the design 

and increase the bogie’s ability to tolerate thermal 
distortion.  

TT: 但是，最终选择了由弹簧元件支撑的滚子组件系统设计。因为

这可以减少设计中的摩擦并增加转向架承受热变形的能力。 

Back translation: However, in the end, a roller assembly 

system design supported by spring elements was chosen. 
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Because this can reduce friction in the design and increase 

the ability of the bogie to withstand thermal deformation.  
Table 4. Coding errors remaining in PE outputs 

 
A rubric adapted from Kember et al. (2008) was used to assess the level of 

reflection in students’ reflective reports. This rubric measured the levels of 
reflection on a 3-point scale. ‘0’ was the lowest mark, suggesting that no 

reflection occurred, while the highest mark ‘3’ would be assigned if a written 
report highlighted a high level of critical reflection.  

 
5. Results and discussion  

 
This section presents and discusses results of the study from three aspects: 

(1) to analyse student performance either in VCoPs or face-to-face from a 
process perspective, (2) to compare their learning outcomes from a product 

perspective, and (3) to measure their attitudes towards the VCoP method.  
  

5.1. Process-oriented assessment  

 
A process-oriented assessment is conducted to monitor students’ learning 

process. This assessment takes the form of learning portfolios, including 
self/tutor assessments and self-reflective reports. 

 
5.1.1. Self/tutor assessment of post-edited texts  

 
Both the tutor and students used an identical five-point Likert scale at Week 

4, 8, 12, 15 to assess performance on PE assignments for both experimental 
and control groups. The results of the self-assessment (SA) and tutor-

assessment (TA) mean scores are presented in Figure 1. As shown in Figure 
1, in both groups, SA scores tended to be higher than those given by the 

tutor at Week 4. This result revealed that at the beginning of the course, 
both groups tended to over-estimate their performance. As the project 

progressed, SA scores assigned by the experimental group tended to be 

more consistent with TA scores, while SA grades assigned by the control 
group were consistently higher than TA scores. These results indicate that 

the accuracy of students’ self-assessment improved over time in the online 
class using the VCoP method. Such a finding echoes previous research 

conclusions which highlighted that an e-learning environment can promote 
a greater sense of responsibility and an increased awareness of positive and 

negative elements in translations (Robinson et al. 2008; Galán-Mañas and 
Hurtado Albir 2010).  
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Figure 1. Self/tutor assessment of post-edited tasks over time 

 
The improvements seemed to be closely associated with online collaboration 

activities in VCoPs, such as online interactive discussions and collaborative 
reviewing, according to the interviews. As many students reported, online 

interactive discussion helped develop a better understanding of criteria and 
standards for PE tasks. In addition, the VCoP method provided students 

with a dynamic, interactive learning environment for online collaborative 
reviewing, which is known to reduce self-assessment bias and promote self-

reflection (Tai et al. 2018). As students claimed, online peer feedback 
motivated them to reflect on their own translations. More importantly, the 

access to online feedback from target text readers, authors of source text, 
and clients helped refine the judgement of students about their own work 

and identify translation errors. The results are in line with Massey and 

Brändli’s (2016) finding that collaborations and peer reviewing in a digital 
space lead to an increased level of reflection on students’ own performance, 

and a higher standard of outcomes and responsibility for their own learning. 
 

5.1.2. Self-reflections of learning process 
 

Both the experimental and the control groups were asked to write reflective 
reports describing their development in interpreting the PE guidelines, 

solving problems, gathering information, sharing knowledge, assuring 
quality, and collaboration. As shown in Figure 2, overall, the mean level of 

reflection of the experimental group was 2.38, which was much higher than 
that of the control group (1.66). This result highlights that greater levels of 

reflection occurred with the VCoP method, compared with the face-to-face 
method. This phenomenon was also observed by Yang (2009), who 

discovered high levels of critical reflection in a blog-based community of 

practice. The scholar concluded that, due to the benefits of the virtual 
platform, online blogs should be used more widely as a medium to provide 

and promote critical reflection amongst learners. 
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Figure 2. Level of reflection achieved in self-reflective reports 

 

A detailed examination of the findings showed that students in the online 
class achieved a much higher level of reflection in terms of knowledge 

sharing than their peers in the face-to-face class. This might be due to the 
fact that VCoPs can facilitate knowledge sharing among students and 

support various forms of knowledge exchange (Risku and Dickinson 2017). 
Further, the experimental group displayed a higher level of reflection 

regarding the development of their collaborative and problem-solving skills. 

A possible interpretation of these results is that online learning platforms 
provide students with flexibility to collaborate with each other on their own 

terms and solve real-life problems jointly (Prieto-Velasco and Fuentes-
Luque 2016). In brief, the obtained results suggested that the VCoP method 

could foster students’ self-reflection. This finding is in line with the wider 
literature in the domain of distance learning that has long mooted the 

benefits of online learning for promoting reflective and critical work (e.g., 
Winne et al. 2013; Tian et al. 2019).  

 
5.2. Product-oriented assessment  

 
The product-oriented assessment that was carried out in the present study 

sought to assess students’ performance via their finalised products. In this 
case, errors in students’ post-edited artefacts were calculated based on the 

error typology outlined in Section 4.4. 

 
5.2.1. Post-editing artefacts 

 
To examine how well students completed the post-editing project, the 

number of errors remaining in their post-edited artefacts were calculated. 
Overall, the total number of errors remaining in the experimental group’s 

post-edited artefacts was fewer. A detailed look at distributions of error 
types showed that more syntactic and macro-level errors in MT outputs 

were corrected by the experimental group. As presented in Figure 3, the 
number of syntactic errors remaining in the experimental group’s post-

edited artefacts was 99, which was 20.2% lower than that of the control 
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group. 10.8% fewer macro-level errors were also found in the experimental 
group’s post-edited artefacts. 

 

Figure 3. Distributions of errors remaining in post-editing artefacts 

 
These results suggest that the experimental group performed more 

successfully in the post-editing project. One possible reason underlying the 
different outcomes was that students in the virtual class received far more 

feedback from the teacher and their peers than students in the face-to-face 

class (Smith et al. 2017). Furthermore, students using the VCoP method 
received additional comments in text-based chats and on the forum from 

online target readers. The comments maintained much of the driving force 
underlying their reflection, and ultimately improved their confidence in self 

and peer-assessment of translation quality, as a number of students 
mentioned in the interviews. Another possible explanation was that 

students using the VCoP method were found to be much more engaged in 
group discussion and collaborative reviewing, in contrast to students in the 

face-to-face class. These collaborative activities fostered a greater sense of 
community and increased community engagement, thus increasing the 

support for a more successful collective product (Wenger et al. 2011).  
 

5.2.2. Post-test achievement  
 

Students’ performance in the post-test was compared in order to measure 

their achievements after the course. Overall, as shown in Table 5, the 
experimental group produced significantly fewer errors in their post-edited 

outputs than the control group (p=.034, p<.05). A further look at error 
types found that there were significant differences in the average number 

of syntactic (p=.046, p<.05) and macro-level errors (p=.041, p<.05) 
remaining between the two groups’ post-edited outputs. Further, more 

lexical and untranslated errors going unnoticed by the control group were 
corrected by the experimental group, although the differences were not 

statistically significant. These results suggested that, by the end of the 
semester, students using the VCoP method had greater improvements in 

post-editing skills. 
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Error types The experimental group  The control group  p 

M SD  M SD 

Punctuation .53 .516  .53 .516 1.000 

Lexis  1.53 .516  1.67 .724 .566 
Syntax  2.47 .516  3.00 .845 .046* 

Untranslated .07 .258  .13 .313 .326 

Macrolevel 2.20 .862  2.73 .834 .041* 
Total number  6.73 1.870  8.00 2.314 .034* 

Note. * p＜.05 

Table 5. Results of independence t-test for the post-test 

 

A possible interpretation of this phenomenon is that social learning in VCoPs 
might trigger students’ metacognition in terms of identifying and correcting 

errors, helping them make more accurate decisions in post-editing 
processes. Students using the VCoPs method received more bilateral 

written feedback via the forum or in chat rooms. This type of feedback was 
considered by students to be more effective in triggering reflection on 

decision-making than multilateral verbal feedback in the face-to-face class 
(Massey and Brändli 2016; Díaz-Millón et al. 2020). In addition, students’ 

improvements in post-editing skills seemed to be associated with the 
interactive nature of e-learning, which renders peer feedback loops more 

timely and effective. Students in the online course tended to be more active 

in providing peer feedback, rather than rely on the teacher’s feedback as 
was the case in the traditional classroom. The continuous peer reviewing 

that took place allowed students to look at their own post-editing process 
and translation choices, and compare them to those of their peers. By doing 

this, students were more likely to engage in reflective thinking about 
translating and making revisions for better quality (Heine 2019; Kiraly et al. 

2019).  
 

5.3. Students’ perceptions of the VCoP method 
 

It is equally important to understand students’ perceptions of the VCoP 
method to see if the method proposed needs further refinements (Galán-

Mañas and Hurtado Albir 2010). In order to simplify interpretation, response 
categories ‘strongly agree’ and ‘agree’ were combined into the ‘Agree’ 

category, while response categories ‘strongly disagree’ and ‘disagree’ were 

combined into the ‘Disagree’ category (See Table 6). The table therefore 
more clearly demonstrates whether students’ attitudes towards the course 

were positive or negative, which helps to have a general view of strengths 
and limitations of the VCoP method.  
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Statement Disagree  Neutral Agree  

1. I feel the discussions have given me 

the information that I needed. 

1 2 12 

2. I feel online discussions can be more 

productive than face-to-face discussions. 

2 1 12 

3. I feel I have not contributed as much 

as I would have liked to the discussions. 

11 0 4 

4. I have found it difficult to learn 

effectively in VCoPs.  

10 1 4 

5. Learning in this way has turned out to 

be better than I expected.  

4 2 9 

6. It is a good way of running post-
editing courses. 

0 1 14 

7. This course is one of the most 
interesting courses I have taken part in.  

0 2 13 

8. The tutors are much more influential 
in the learning groups than anyone else.  

5 1 9 

9. The way in which the tutors facilitate 
the project is effective. 

2 3 10 
 

10. The tutors should be more directive.  7 1 7 
Table 6. Student questionnaire and responses 

 
Students’ perceptions of the VCoP method were generally positive regarding 

the learning process. As presented in Table 6, 12 out of 15 students agreed 
that group discussions had given them the information they needed. Such 

a result revealed the potential benefits of online discussion in VCoPs. Yet, 
two students disagreed that online discussions could be more productive 

than face-to-face discussions. They felt that the online medium did not 

necessarily allow them to contribute more. However, for the vast majority 
(11 out of 15), the medium seemed to allow them to contribute more 

compared with face-to-face contexts. This is a significant result that reveals 
the potential of the online medium for supporting learning in the translation 

classroom based on discussion and communication. In addition, nine 
students felt that learning in VCoPs turned out to be better than they had 

expected, further suggesting the effectiveness of the method. A majority 
(10 out of 15) said they had not found it difficult to learn effectively in VCoPs, 

though four students thought it was trickier to learn this way and thought 
that they had not contributed as much as they would have liked to online 

discussions. To some extent, participation in online discussions could be 
related to individual differences (e.g., self-confidence, motivation and 

learning style) as well as translators’ levels of emotional engagement 
(Hubscher-Davidson 2009; 2017), all of which can affect how translation 

students perform in both online and face-to-face classrooms. The 

psychological factors linked to engagement in VCoPs in the context of 
translation are worthy of further investigation for improving learning 

effectiveness.  
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The results of the study also revealed that students were generally satisfied 

with the teaching in the VCoP method. Almost all students (14 out of 15) 
agreed that the VCoP method was a good way of running e-courses for post-

editing. Nine students went as far as to say that it was one of the most 
interesting courses that they had taken. Moreover, 10 out of 15 students 

said that the way in which the tutors facilitated the project was effective. 

These results were encouraging, showing the feasibility of the VCoP method 
in the context of post-editing training. Interestingly, 9 out of 15 students 

believed that the tutors were much more influential than anyone else, 
though five students thought that peers had more impact on their learning. 

The results shed light on the complex role of the tutor and peer learning in 
VCoPs, something which is also extensively discussed in prior research (e.g., 

Fulton 2020). Notably, students were divided on the issue of whether the 
tutor should adopt a more directive approach in participation. Seven 

students expected more directive tutoring, whereas seven other students 
preferred more facilitative tutoring. Although context-bound, such a finding 

suggests that there is a critical requirement for providing effective 
facilitation and interventions tailored to meet individuals’ needs (e.g., 

Massey et al. 2019; Brown et al. 2020). Altogether, students’ perceptions 
of the VCoP method were generally positive, however, further research is 

required regarding the role of tutor facilitation. 

 
6. Conclusion  

 
The study set out to train post-editors to meet market needs in the digital 

age. A VCoP method has been proposed, in which students learn by actively 
engaging in a VCoP supported by synchronous and asynchronous tools. To 

examine the feasibility of the VCoP method in the context of PE training, a 
quasi-experimental study with a control group was conducted in an 

educational institution in China. The results showed that students using the 
VCoP method were more engaged in self-assessment and reflective thinking 

about post-editing than their peers in the face-to-face classroom. More 
active engagement in collective learning also helped them achieve higher 

post-editing quality. Moreover, students’ perceptions of the method were 
generally positive, demonstrating the feasibility of applying the VCoP 

method in this specific context.  

 
Although exploratory in nature, this study paves the way for further 

research on the use of VCoPs in translation teaching. The present study was 
conducted in a single institution in China with small samples. Therefore, it 

would be desirable to extend the research to other regions in order to 
improve the validity of the conclusions with a larger sample of participants. 

It would also be interesting to make qualitative comparative analyses of 
students’ performance in online and face-to-face discussions, especially in 

terms of group dynamics, collaborative patterns, and responses to feedback. 
These analyses may help to obtain a better understanding of the findings 
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and shed light on the specific benefits of the VCoP method in teaching post-
editing. Consideration should also be given to individual differences (e.g., 

self-efficacy, motivation), in order to better understand and enhance 
student engagement, and ease the tension between student dependence 

and autonomy in virtual learning environments. 
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Appendix 1: An evaluation rubric of PE quality 
 

Category  Rating scales Operational definition 

Fluency  

5 Flawless Chinese: A perfectly flowing text with no errors. 

4 Good Chinese: A big part of the text is written like an 

original Chinese text with a few minor errors.  

3 Non-native Chinese: Some parts are written like an original 

Chinese text, but others sound like a translation with a 

number of errors.  

2 Disfluent Chinese: A text that is poorly written and difficult 

to understand, with multiple errors.  

1 Incomprehensible Chinese: A very poorly written text that is 

impossible to understand. 

Accuracy  

 

5 All meaning: All the meaning in the source text is contained 

in the translation.  

4 Most meaning: Almost all the meaning in the source text is 

contained in the translation. 

3 Much meaning: Much meaning in the source text is 

contained in the translation. 

2 Little: Fragments of the meaning in the source text are 

contained in the translation. 

1 None: None of the meaning in the source text is contained in 

the translation.  

 
Appendix 2: Structured interview questions 

 

1. In your opinion, what impact did instructors have on the course? 

a. How did you feel about the interaction with instructors in the course? 
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b. When and how often did these interactions occur? 

2. Now tell me about your interaction with other students in the course: How often did 

you interact with your peers? 

a. What was the method of interaction?  

b. How beneficial were the interactions? 

3. Now let us talk about the challenges you’ve encountered and achievements you’ve 

made in the course. 

 a. What types of challenges did you encounter in the course? 

 b. What were some achievements you’re proud of in the course?  

4. How did you work together to give and receive feedback for the PE project in the course? 

a. Who did you commonly get feedback from? How did you get their feedback?  

b. Which was the most effective feedback in improving PE quality (e.g., tutor feedback,  

peer feedback and client feedback)?  

c. How did this type of feedback benefit your learning?  

5. How can the course be improved?  

a. Did the course meet your expectations? 

b. In what ways do you think this course could be improved? 

 

 

Appendix 3: Student perceptions questionnaire 
 

Please rate the extent to which you agree or disagree with the following statements.  

 

1. I feel the discussions have given me the information that I needed. 

○Strongly Disagree    ○Disagree  ○Not sure   ○Agree  ○Strong Agree  

2. I feel online discussions can be more productive than face-to-face discussions. 

○Strongly Disagree   ○Disagree  ○Not sure   ○Agree  ○Strong Agree 

3. I feel I have not contributed as much as I would have liked to the discussions. 

○Strongly Disagree  ○Disagree  ○Not sure   ○Agree  ○Strong Agree 

4. I have found it difficult to learn effectively in VCoPs. 

○Strongly Disagree  ○Disagree  ○Not sure   ○Agree  ○Strong Agree 

5. Learning in this way has turned out to be better than I expected.  

○Strongly Disagree  ○Disagree  ○Not sure   ○Agree  ○Strong Agree 

6. It is a good way of running post-editing courses. 

○Strongly Disagree  ○Disagree  ○Not sure   ○Agree  ○Strong Agree 

7. This course is one of the most interesting courses I have taken part in. 

○Strongly Disagree  ○Disagree ○Not sure   ○Agree  ○Strong Agree 

8. The tutors are much more influential in the learning groups than anyone else. 

○Strongly Disagree  ○Disagree ○Not sure   ○Agree  ○Strong Agree 

9. The way in which the tutors facilitate the project is effective. 

○Strongly Disagree  ○Disagree ○Not sure   ○Agree  ○Strong Agree 

10. The tutor should be more directive.  

○Strongly Disagree  ○Disagree ○Not sure   ○Agree  ○Strong Agree 
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Notes 

 
1 Tencent Meeting is a widely used video conferencing application in online learning and 

training. It has a variety of meeting management features such as real-time screen sharing, 

online document collaboration, and instant text messaging that facilitates collaboration and 

teamwork during video conferencing. 
2 Tencent QQ is an instant messaging software service and web portal developed by the 

Chinese tech giant Tencent. 
3 WeChat is a Chinese multi-purpose messaging and social media app. Users can create a 

public account, which can be used as a public platform to push feeds to subscribers, interact 

with subscribers and provide them with services. 
4 Baidu Cloud is a Cloud service provided by Baidu, Inc., offering cloud storage, client 

software, file management, resource sharing, and third-party integration. 

 

                                           


