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Self-confidence and its role  
in translator training
The students’ perspective

Maria del Mar Haro-Soler

Little attention has been paid in research to certain components of translator 
competence, such as “psychophysiological competence.” We study this com-
petence and, more particularly, translator self-confidence from a dual per-
spective. Firstly, we adopt a theoretical approach based on the main translator 
competence models. Secondly, we present students’ perceptions of the role of 
self-confidence in translator training from a qualitative study of focus groups. 
More specifically, we describe students’ perceptions of the attention given to 
self-confidence in translator training, the development of their self-confidence 
during their training, the factors influencing that development in the classroom 
and the effects that self-confidence may have on them.

Keywords: focus group, translator competence, translator self-confidence, 
translator training

1.	 Introduction

As a consequence of the creation of the European Higher Education Area (EHEA), 
the concept of competence now occupies a central position in the European uni-
versity context. In an area of higher education governed by comparability, competi-
tiveness and compatibility, competences represent a combination of knowledge and 
its application, attitudes, skills and responsibilities that act as flexible benchmarks, 
which allow for the understanding and comparison of curricula between recog-
nised degrees (González and Waagenar 2003).

In Translation Studies (TS), and particularly in Didactics of Translation, 
our field of research, translator competence (TC) is understood to be “the 
macro-competence that constitutes the set of capacities, skills, knowledge and even 
attitudes that professional translators have and that intervene in translation as an 

doi 10.1075/ata.18.07har
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132	 Maria del Mar Haro-Soler

expert activity […]” (Kelly 2002, 14). It has been extensively studied, as reflected 
by the numerous TC models that have been proposed since the 1970s. 1

Nevertheless, certain components of TC have received more attention than 
others. For instance, studies have been performed in recent years on certain com-
petences, such as cultural and intercultural competence (the ACCI project per-
formed by the AVANTI group 2006–2009, Olalla-Soler 2015), 2 communicative and 
textual competence (García-Izquierdo 2011; Borja 2013; Conde 2014; Borja et al. 
2014), interpersonal competence (Huertas 2013) or strategic competence (Gregorio 
2014). However, other components of TC have hardly been researched and have 
proven to be more challenging to incorporate into training programmes. As sev-
eral authors acknowledge (Presas 1998, 134; Way 2009; 2014, 143; Atkinson and 
Crezee 2014, 5), among them is psychophysiological or attitudinal competence, 
which, following Kelly’s model (2005, 32–33; 2007, 133–134), includes translator 
self-confidence 3.

In this paper, the study of self-confidence will be addressed from a dual perspec-
tive. In Section 2, a theoretical approach will be adopted based on the TC models 
proposed to date. A main objective here will be to define “translator self-confidence”. 
In Section 3, we will describe the results of an empirical-descriptive study on the 
role that self-confidence plays in translator training from the students’ perspective. 
The technique of the focus group is particularly appropriate to identify participants’ 
opinions (Mayorga and Tójar 2004, 145; Suárez 2005, 25; Borja, García-Izquierdo, 
and Montalt 2009, 64). Accordingly, student perceptions were recorded qualita-
tively during three focus groups held at the University of Granada (Spain).

1.	 See Hague, Melby, and Zheng (2011) for a description of the main TC models.

2.	 ACCI. Acquisition of Cultural and Intercultural Competence in Translator and Interpreter 
Training. Research and Development Project, financed by the Spanish Ministry of Education, 
Culture and Sport.

3.	 Kelly’s model (1999, 2002, 2005, 2007) is used in this research because, as with PACTE’s 
model (1998, 2000, 2001, 2002, 2003, 2005), it distinguishes multiple interrelated components 
within TC. This approach has proved to be more valuable than minimalistic models in establish-
ing specific training objectives (Way 2014, 136). However, in contrast to PACTE’s model, Kelly’s 
model gives the same status to psychophysiological competence and the cognitive and attitudinal 
resources that it includes (self-confidence, self-concept, memory, etc.) as to other competences. 
This prompted us to use Kelly’s model rather than PACTE’s model (Ibid.), where psychophysi-
ological components are given a lower status (PACTE 2003, 15).
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2.	 Towards a definition of “translator self-confidence”

2.1	 Self-confidence in TC models

The main TC models were reviewed in order to clarify the meaning of “translator 
self-confidence”. The fact that competences may lack psychological reality (Muñoz 
2009, 25) is likely the root of the terminological inconsistency that surrounds trans-
lator self-confidence and the lack of agreement that exists with respect to its defi-
nition and to the competences that constitute it (Kelly 2002, 9; Morón 2009, 136). 
However, despite this lack of clarity, competences have proved to be useful in cur-
riculum design and assessment (Shreve 2002, 154; Way 2008, 2014, 136) for the 
purpose of translator training. Thus we considered it pertinent to analyse the in-
formation that the main TC models offer about self-confidence.

The following models were reviewed: Wilss (1976, 1982), Roberts (1984), Toury 
(1984), Bell (1991), Nord ([1991] 2005, 1992), Pym (1992, 2003, 2006), Neubert 
(1994, 2000), Kiraly (1995, 2006, 2013, 2015), Hurtado (1996a, 1996b, [1999] 2003, 
[2001] 2011), Presas (1996, 1998, 2008), Hatim and Mason (1997), Hansen (1997), 
Campbell (1998), PACTE (1998, 2000, 2001, 2002, 2003, 2005), Kelly (1999, 2002, 
2005, 2007), González-Davies and Scott-Tennent (2005), Katan (2008), Göpferich 
(2009), EMT (2009) and Risku, Dickinson, and Pircher (2010). The analysis 
of these models revealed that there is an evolution related to their inclusion of 
self-confidence. Three phases can be distinguished:

Phase 1: this first phase is represented by TC models that contemplate a few 
isolated psychological elements. Amongst these are found insecurity (Toury 1984), 
memory (Bell 1991; Kiraly 1995), confidence (Pym 1992, 2003), self-concept (Kiraly 
1995; Hansen 1997), tolerance, creativity or courage (Hansen 1997). 4 We must em-
phasize that translator self-confidence is already present in the first TC models. Pym 
(1992, 2003), despite (or perhaps due to) proposing a minimalist model is the first 
to refer to the concept, allocating it a crucial role in the performance of translation. 
For Pym (Ibid.), confidence has an influence on the selection of translation alter-
natives and, therefore, enables decision-making.

Phase 2: this phase is represented by TC models that group psychological ele-
ments such as those mentioned previously within a particular component of TC, 
but which do not refer to self-confidence. This is the case in models proposed by 

4.	 It is worth specifying that only Pym (1992, 2003) and Hansen (1997) consider that the ele-
ments they mention are an integral part of TC, whilst Bell (1991) and Kiraly (1995) identify them 
as factors that have an influence on the translator process and Toury (1984) refers to uncertainty 
as a consequence of the novice translators’ lack of experience, without delving deeper into the 
influence that it may have on translation activity.
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134	 Maria del Mar Haro-Soler

Presas (1998), who includes the translator’s cognitive dispositions as a component 
of TC; by Campbell (1998), who identifies disposition as a component of TC; and 
by Hurtado ([1999] 2003, [2001] 2011), who distinguishes psychophysiological 
competence within TC.

Phase 3: this last phase corresponds to TC models that include self-confidence 
within one of their components. Models from this last phase include those of 
PACTE (1998, 2000, 2001, 2002, 2003, 2005), where self-confidence is placed within 
the psychophysiological components (which were initially called psychophysiologi-
cal competence) and is specifically classified as an attitude; Kelly (1999, 2002, 2005, 
2007), where self-confidence is again included within psychophysiological compe-
tence; González-Davies and Scott-Tennent (2005), who classify self-confidence as 
part of transference skills; and Göpferich (2009), for whom self-confidence forms 
a part of the psycho-physical disposition of the translator.

It should be noted that the fact that self-confidence is classified in some models 
within a certain component of TC can certainly serve certain pedagogical pur-
poses, such as the establishment of objectives or assessment (Way 2008; 2014, 136). 
However, this does not imply that self-confidence should be trained in isolation 
from other competences. In fact, as will be described in the following sections, 
sources of self-confidence include the practice of translation, which results in the 
activation and development of other competences, as well as feedback on the trans-
lation tasks performed.

The presence of self-confidence in the models by PACTE (1998, 2000, 2001, 
2002, 2003, 2005); Kelly (1999, 2002, 2005, 2007) and Göpferich (2009) underlines 
the psychological nature of our object of study. At the same time, the significance 
of the role of self-confidence in the translation process is made clear by its inclu-
sion within transfer skills in the proposal by González-Davies and Scott-Tennent 
(2005). Pym’s model (1992, 2003) also highlights self-confidence as a key factor in 
the translation process, as it has an influence on the selection of viable translation 
possibilities and, consequently, on the decision-making process. 5

Analysis of the cited TC models identified important characteristics of 
self-confidence, namely that it is psychological in nature, that it is considered to 
be an attitude and that it plays a key role in the translation process, particularly in 
decision-making. However, these models provide no further information about 
self-confidence, not even a definition of the concept. Notably, they say nothing 
about the development of self-confidence or what its effects may be. In light of 

5.	 It should be remembered that the TC models presented in this Section were reviewed with the 
aim of beginning the process of collecting and analysing information about self-confidence. To 
respect space constraints, the author will not discuss here any (in)adequacies of the components 
in which self-confidence is classified in the different models.
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	 Chapter 7.  Self-confidence in translator training	 135

the omission of a systematic development of this concept in the main TC models, 
previous studies of the nature and impact of translator self-confidence will be pre-
sented in Section 2.2.

2.2	 Previous studies on translator self-confidence

At the beginning of the 1990s, Hönig (1991) proposed a model of the mental trans-
lation processes in which self-confidence plays a major role. It appears as a factor 
coordinating and governing such processes and is therefore considered to be fun-
damental to successful and effective translating (Ibid. 78, 88). The importance of its 
role in the translation process leads Hönig (1991, 88) to consider it “essential that 
teachers of translation build up self-confidence” and to propose that this should 
be achieved through the development of self-awareness. Teachers should facilitate 
self-awareness by helping students become aware of the mental processes that take 
place while translating. They can, for example, accomplish this by the use of a chart 
describing such processes or by the integration of the processes into a model of the 
translator’s linguistic task and a socio-cultural theory of translation (Ibid.).

Kussmaul (1995) agrees with Hönig (1991) that it is through self-awareness 
that students gain self-confidence. Moreover, the author (Ibid.) identifies three 
factors that can undermine student self-confidence and which are related to the 
student-trainer interaction: destructive criticism, the lack of clear assessment cri-
teria, and behaviour in which the teacher “reads out his own version” of the trans-
lation without much comment (Ibid. 32–33). In addition to identifying different 
ways to boost or undermine self-confidence, Kussmaul (1995) carried out a study 
based on Think-Aloud Protocols (TAPs) in which he found lack of self-confidence 
led students to sometimes reject adequate solutions they generated automatically. 
Their lack of self-confidence also led them to follow the source text closely and 
to avoid paraphrasing. These behaviours make patent the relationship between 
self-confidence and decision-making. Froeliger (2004) also refers to the effects that 
low self-confidence can have on the decisions made by translators. According to the 
author, as a consequence of lack of self-confidence translators frequently refuse to 
diverge from the source text, even when they detect errors in the text.

For Fraser (1995) it is also essential that teachers help students build up their 
self-confidence, as this will increase their tolerance to ambiguity and will allow 
them to use bilingual dictionaries appropriately. With the objective of achieving 
this goal, the author (Ibid.) proposed to present the students with a wide variety 
of text types and to explain to them how to make contextualised use of a bilingual 
dictionary.
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136	 Maria del Mar Haro-Soler

Kiraly (1995) carried out a case study in which novice and professional partic-
ipants translated into a foreign language. He discovered that both novices and pro-
fessionals lacked self-confidence, thus highlighting the need for carefully designed 
training programmes. The relationship between directionality and self-confidence 
was further researched by Lorenzo (1999, 2002), who analysed security in 
decision-making and, more specifically, the strategies applied by professional trans-
lators in order to be sure of their results when translating into a foreign language. 
Lorenzo (Ibid.) found that professional translators tended to apply “adjustment 
strategies” that allowed them to adjust the message to their linguistic resources to 
control its coherence, acceptability and function.

The teaching project carried out by Way (2002) is also worth mentioning due 
to the effect it had on translation students’ self-confidence. One of the aims of the 
project was to improve the students’ psychophysiological competence. According 
to the author, this requires leaving behind traditional practices and incorporating 
methodologies such as interdisciplinary and collaborative work into the classroom. 
With this aim, translation students and law students worked collaboratively to solve 
different legal cases in the field of Private International Law. Among other bene-
fits, this collaboration positively influenced translation students’ self-concept and 
self-confidence.

In line with the work by Way (2002), several authors have proposed teaching 
methods to contribute to the development of self-confidence. Among them are 
Mackenzie and Vienne (2000), who propose a method based on the simulation 
of real translation situations where collaborative work plays a central role. In a 
different direction, Fox (2000) also suggests that students should keep diaries in 
which they include comments about the tasks carried out, the difficulties found, 
the solutions adopted and the reasons for adopting them. According to Fox (Ibid.), 
analysis of the material collected showed that diaries had a positive impact on 
self-confidence. In addition, Kelly (2000) considers that texts from the tourist sector 
are a powerful tool to build self-confidence. Such texts can readily be critiqued by 
students, and this exercise can help them appreciate that they are capable of elab-
orating publishable translations superior to those on the market.

The studies presented above underline the role of teachers in the development 
of student self-confidence, shed light on possible ways to boost this component of 
TC and also present some of the effects or functions that it may have. However, 
none of these studies clarifies the meaning of “self-confidence” and they scarcely 
provide any systematic information about it. 6 Consequently, we consider it relevant 

6.	 See Bolaños-Medina (2014) for an explanation of the reasons why, in general, it is difficult to 
systematise the knowledge that derives from studies on individual differences in TS, including 
self-confidence.
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to turn to Educational Psychology (taking into account the psychological nature 
of self-confidence already mentioned and the field to which this research belongs, 
the Didactics of Translation) to provide a definition for this concept and to help 
establish in later research a solid theoretical framework that supports the study of 
translator self-confidence.

2.3	 Self-confidence in Educational Psychology

Several definitions of self-confidence have been proposed within the field of 
Educational Psychology. Schunk (1991, 100), for instance, defines self-confidence 
as “an individual’s belief that s/he has the ability to produce results, accomplish 
goals, or perform tasks competently.” More recent is the definition proposed by 
Schunk and DiBenedetto ([2009] 2016, 40), for whom self-confidence is “a general 
capability self-belief that often fails to specify the object of the belief.”

In these definitions, self-confidence is considered to be an individual’s percep-
tion of their capabilities, which does not refer to particular activities or tasks for 
which these capabilities may be required. In this sense, self-confidence is a general 
self-perception generated from a hotchpotch of an individual’s abilities, irrespective 
of the tasks they are needed for. It is informative to draw a contrast with the concept 
of “self-efficacy”. This concept was introduced by Bandura (1977) to refer to “the 
belief in one’s capabilities to organize and execute the courses of action required to 
manage prospective situations.” As Bandura (2006) states, self-efficacy is linked to 
a particular realm of functioning, that is, to a particular task or activity:

One cannot be all things, which would require mastery of every realm of human 
life. People differ in the areas in which they cultivate their efficacy and in the levels 
to which they develop it even within their given pursuits. For example, a business 
executive may have a high sense of organizational efficacy but low parenting effi-
cacy.� (307)

The specificity of self-efficacy was also highlighted by Zimmerman (2000, 14), who 
defines it as the “beliefs about one’s capabilities to organize and implement actions 
necessary to attain designated performance of skill for specific tasks” (our empha-
sis). We can then conclude that self-efficacy represents an individual’s perception 
of their abilities to perform a particular task.

Consequently, it is possible to affirm that although both concepts, 
“self-confidence” and “self-efficacy,” represent a self-perception of one’s capabili-
ties, the difference between them lies in the level of specificity of those perceptions. 
Table 1 shows the differences and similarities between these two concepts:
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Table 1.  Similarities and differences between self-efficacy and self-confidence

Self-confidence Self-efficacy

Self-perception of one’s abilities
Refers to the individual’s abilities without 
specifying the task for which they are needed

Refers to the individual’s abilities to perform 
a particular task

Individuals with self-confidence consider that, by and large, they can deal with a 
wide variety of situations and tasks thanks to their abilities. On the other hand, 
individuals with self-efficacy for a particular activity (reading, cooking, driving, 
translating,…) consider that they are able to perform that specific task because 
they have the specific abilities that are needed to do so. If we apply this statement 
to translation students, the difference between self-confidence and self-efficacy im-
plies that students who believe that they have the ability to translate competently 
(students with high translation self-efficacy) may not necessarily be self-confident. 
We may also find that students who consider that their general abilities allow them 
to deal with a wide variety of life situations (self-confident students) may not believe 
in their specific abilities as translators (students with low translation self-efficacy).

Given that self-efficacy is an individual’s belief in her/his abilities to perform a 
particular task, which in our case would be translation, 7 for the purpose of the study 
described below and of any other study focused on students’ confidence as transla-
tors, in other words, on students’ belief in their abilities to translate, “self-efficacy” 
would be the appropriate term to use. However, as the students participating in 
the study presented here were not familiar with this concept, which is relatively 
recent within the field of Translation and Interpreting, 8 terms such as “confidence 
as translators,” “confidence in one’s abilities to translate” or “translator (self-)confi-
dence” were used instead of “self-efficacy” during interviews with the participants 
in the focus groups on which this study is based. These terms will also be used when 
presenting the results derived from the interviews.

7.	 Closely related to the notion of task-performance are expertise studies, where expertise is 
defined as the set of cognitive resources and abilities that allows consistently reproducible supe-
rior performance (Shreve 2002, 151). In relation to expertise studies in translation, self-efficacy 
for translation could be understood as a translator’s perception of her/his TC, or, if TC has 
developed into translation expertise (Englund Dimitrova 2005, 19) due to the translator’s “ac-
quisition history” (Shreve 1997), it could be understood as her/his perception of her/his abilities 
to consistently attain superior performance when translating.

8.	 Researchers within the field of Translation and Interpreting Studies have recently started to 
focus on self-efficacy in studies such as those carried out by Atkinson (2012, 2014), Atkinson 
and Crezee (2014), Bolaños-Medina (2014, 2015) or Yang, Guo, and Yu (2016).

Usuario
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Nevertheless, before proceeding to the next Section we consider it pertinent to 
locate self-efficacy as part of Social Cognitive Theory (SCT) (Bandura [1986] 1987), 
where it occupies a central position. Also, the sources from which self-efficacy can be 
created will be briefly described, so that the results of the study presented below can 
also be interpreted in the light of such information. According to SCT, self-efficacy, 
as a form of self-perception, is the result of human capability for self-reflection, that 
is, the ability to analyse one’s own thoughts, to evaluate them according to informa-
tion received from the environment and from one’s behaviour, and, if necessary, to 
modify them (Bandura [1986] 1987, 41; 1997, 79). As Atkinson (2014, 15) points 
out, the fact that self-efficacy can be changed by external influences (environment) 
indicates potential malleability through teaching interventions.

More specifically, information processed through self-reflection to generate 
self-efficacy beliefs comes from four sources: mastery experience, vicarious learn-
ing, verbal persuasion and emotional and physiological states (Bandura 1997, 79–
115). In mastery experience, successes build up self-efficacy whereas failures lower 
it. However, different intervening factors, such as task difficulty or help received, 
can influence the way in which mastery experience is processed. Vicarious learning 
is based on the experience of others who the individual perceives as models. The 
results of the actions carried out by a model are interpreted by an individual as her/
his own results. Verbal persuasion relates to “what others say about our perfor-
mance” (Prieto 2007, 85). The fact that others trust someone’s abilities to perform 
a particular task helps them to believe in their abilities to perform it, whereas the 
doubts of others about someone’s abilities lead them to doubt their capability to 
perform the task. Finally, certain emotional and physiological states, such as stress 
or pain, which can be perceived by an individual as a sign of vulnerability, may lead 
him/her to distrust his/her abilities to deal with that particular situation (Bandura 
1997, 79–115).

Taking into account the sources described, Atkinson (2014) proposed several 
techniques to improve self-efficacy through translator training. The first involves 
presenting a theoretical explanation of the concept, that is, explaining how it works 
and some research findings related to it. This is done so that once students have 
a conscious awareness of self-efficacy and how it operates, they can begin to ob-
serve their own behaviour in a more conscious manner (Ibid. 10, 15). As has been 
previously stated, this can provoke an increase in their self-efficacy. Theoretical 
information has proved to be a useful tool for increasing self-efficacy in other ar-
eas. For instance, it was effective in increasing psychotic patients’ self-efficacy for 
controlling stress (Vázquez 2009). Atkinson (2014, 14) also considers constructive 
criticism to be a powerful method for increasing self-efficacy. As he explains, this 
involves replacing traditional approaches based on simply identifying errors by 
an approach in which criticism focuses on solutions and where good solutions 
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could be accompanied by praise and even extra marks. The author (Ibid. 7) also 
mentions the importance of giving feedback appropriate for the recipient’s level of 
self-efficacy, and it turns out that in order to identify the degree to which the recipi-
ent believes in his/her abilities to translate it seems necessary to invoke empathy. In 
spite of the fact that most studies have focused on the affective component of empa-
thy (the ability to understand others’ emotions) (Kokkinos and Kipritsi 2012, 44), 
it also encompasses cognitive components that allow us to draw unique inferences 
about others’ unobservable mental states, such as intentions, beliefs (self-efficacy), 
knowledge or emotions (McAlinden 2014, 71; Feshbach and Feshbach 2009, 88).

3.	 Empirical study: Student perceptions of the role of translator 
confidence in translator training

The study presented here was performed to shed light on translators’ confidence in 
their abilities to translate (traditionally referred to in TS as self-confidence). This 
study ‘sgeneral objective is to discover the translation students’ perceptions of the 
role that translator confidence plays in the Translation and Interpreting Degree (T&I 
Degree) offered at the University of Granada, specifically in the Spanish-English 
language combination. The following specific objectives were also identified:

1.	 To understand student perceptions of the attention that translator confidence 
receives in the T&I Degree (Spanish-English language combination).

2.	 To understand student perceptions regarding their confidence in their abili-
ties to translate developed during the course of the T&I Degree programme 
(Spanish-English language combination).

3.	 To understand student perceptions of the agents that, in the classroom and 
throughout the T&I Degree programme (Spanish-English language combi-
nation), have an impact on the development of their confidence in their abil-
ities to translate, as well as of the way these agents previously impacted their 
confidence.

4.	 To understand student perceptions of the positive and negative effects that can 
derive from having confidence in their abilities to translate.

To achieve these objectives, a study of focus groups was performed, as it is an espe-
cially useful technique for gathering perceptions, opinions or attitudes of the par-
ticipants (Mayorga and Tójar 2004, 145; Suárez 2005, 25; Borja, García-Izquierdo, 
and Montalt 2009, 64). It should be noted that focus groups are often employed in 
situations involving complexity (Suárez 2005, 13), which in the case of this research 
stems from the psychological nature of the object of study.

Usuario
Resaltado

Usuario
Nota adhesiva
after "regarding" the word "how" should be inserted:

[...] To understand student perceptions regarding how their confidence developed [...]

Usuario
Resaltado

Usuario
Nota adhesiva
Misspelling. It should be changed by "This study's general objective"
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Following the methodological specifications of focus group research, found in 
the works of authors such as Krueger (1991), Callejo (2001), Mayorga and Tójar 
(2004) or Suárez (2005), among others, three focus groups were held in the Faculty 
of Translation and Interpreting of the University of Granada. The number of groups 
organized responded to Krueger’s (1991, 100) indications, which state that after the 
third focus group it is improbable that new information on the topic in question 
will be obtained.

A total of 12 students participated in the three focus groups, with seven stu-
dents participating in the first group, three in the second group, and two in the 
third group. The participants were selected from the population of students enrolled 
in the translation course “Legal and Economic Translation (Spanish-English)” in 
2013/2014 and 2014/2015. 9 To do so, the author obtained permission from the 
instructor to recruit volunteers at the end of a class. Seven students volunteered 
in June 2014, followed by another five in June 2015. 10 As the number of students 
willing to participate each academic year did not exceed the number recommended 
by the experts already cited, and as all of them satisfied the necessary requirements 
(described below), all volunteers were selected to take part in the study. The next 
step on both occasions was to find a date to hold the focus group session. In 2014, it 
was possible to schedule a single focus group for all seven participants, but in 2015, 
it was necessary to schedule two separate focus groups (three and two students).

All participants were enrolled in the four-year undergraduate T&I Degree, 
and all had Spanish as their mother tongue and English as their first foreign lan-
guage. Initially only final year students were asked to participate in the study, since 
they had the most holistic view possible of the training they were about to finish. 
However, three third year students were also allowed to participate (one in the 2014 
study group and the other two in the smaller 2015 group). The reason for accepting 
students from the third year of the T&I Degree was that their participation offered 
the possibility to detect similarities or differences between third year and final year 
students regarding the development of their self-confidence.

The first group session was held on 3 June 2014, the second took place on 17 
June 2015 and the third was held on 18 June 2015, just before the start of the ex-
amination period. The sessions lasted approximately one hour, were moderated by 

9.	 The reason for choosing this translation course is that it is taught in the second semester of 
the fourth and final year of the degree programme (although third year students are also allowed 
to enroll). The students who enroll thus have a holistic perspective of the training that they are 
about to finish. Moreover, the number of students enrolled in this course is usually high (around 
30), which makes it easier to find volunteers.

10.	 The students participating in the study were informed that their anonymity would be guaran-
teed and they all agreed that their conversation could be recorded and used for research purposes.
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the author, and the audio was recorded. The script used for conducting the group 
interaction included nine questions (see Appendix 1). The questions were organ-
ised into four thematic blocks corresponding to the four specific objectives of this 
research, thus following the recommendations of authors such as Mayorga and 
Tójar (2004, 146) or Suárez (2005, 79). These blocks were: attention given to student 
confidence in the T&I Degree programme, development of student confidence in 
the T&I Degree programme, agents that have an impact on the development of 
student confidence in the T&I Degree programme, and positive and negative effects 
of confidence on translation performance.

After transcribing the audio material generated during the group interaction, 
the information in the transcription was reduced (classified and organized within 
the thematic blocks already mentioned) and interpreted. The results obtained are 
presented in the following Section, and, for the purpose of illustration, some of the 
most representative student statements from each category are included (Fernández 
2006, 7). The language used in the focus groups was Spanish, so the statements 
included were translated into English by the author. It is important to note that the 
results that follow refer particularly to the Spanish-English language combination 
of the T&I Degree.

3.1	 Attention given to student confidence in the T&I Degree programme

The participants in the focus groups agreed that very little attention was given to 
the development of their confidence as translators in the T&I Degree programme. 
All of them stated that, in general, the members of the teaching staff were not 
concerned about favouring the development of student confidence. This contrasts 
with the view already presented by authors such as Hönig (1991), Fraser (1995) or 
Kussmaul (1995), who consider it fundamental for translation teachers to build 
up student confidence and highlight the impact they can have on its development 
(see Section 2.2). Furthermore, in the opinion of the participants, the curriculum 
is designed in such a way that the development of their confidence as translators is 
hindered, as will be explained below (Section 3.3.4).

Atkinson’s (2014) recommendations for improving students’ confidence in 
their abilities to translate include the provision of a theoretical explanation of the 
concept and of the research findings related to it. To investigate the extent to which 
these recommendations had been implemented, participants were asked if they 
had received information about translator confidence at any time during the T&I 
Degree programme. Half of the participants declared that only one of their teachers 
had specifically referred to translator confidence. This teacher had explained that 
confidence is one of the competences that all translators should develop and that 
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the more they translate and the more they improve their other competences, the 
more their confidence to translate will develop. Of the remaining participants, only 
two responded affirmatively. However, these participants explained that they had 
never received specific information about translator confidence, but only general 
and sporadic references. For instance, one teacher encouraged the participants to 
believe in themselves, reassured them by telling them not to fear the course and 
assured them that they were capable of achieving the established objectives (verbal 
persuasion). Therefore, on no occasion had any of the participants received the-
oretical information about translator confidence including, for example, a defini-
tion, an explanation of its benefits or a reference to possible ways of developing it 
(apart from the influence that the development of other competences can have on 
translator confidence).

3.2	 Development of student confidence during the T&I Degree programme

Almost all of the participants (11 out of 12) considered that their confidence as 
translators developed throughout the T&I Degree programme. They indicated that 
the main reason for this development was the learning and practice of translation 
(mastery experience in the terminology of Bandura 1997). In support, comments 
such as the following were recorded: “It is not the same when I enrolled in my first 
translation course as now, when I have passed three or four translation courses and 
feel much more secure, much more efficient and translate far faster.” However, the 
participants explained that the learning of translation and, therefore, the develop-
ment of their confidence as translators did not begin until the third year of the T&I 
Degree programme, when language courses were substituted by translation courses.

Only one of the participants stated that his confidence as a translator had di-
minished from the first year to the fourth. He attributed the decrease in his con-
fidence to not having met the expectations he had when starting the T&I Degree 
programme, primarily with regard to the linguistic knowledge he would possess 
upon finishing the degree.

In spite of the improvement experienced in their confidence in their abilities 
to translate, seven participants acknowledged that they had less confidence when 
translating into English than when doing so into their mother tongue. As they ex-
plained: “Translation into a foreign language is always more difficult because it is 
not our mother tongue” and thus “we are never completely sure of the result.” This 
relationship between confidence and directionality was also identified by Kiraly 
(1995) and analysed by Lorenzo (1999, 2002), who studied the strategies applied 
by professional translators in order to be sure of their decisions when translating 
into a foreign language (Section 2.2). Moreover, although in general the participants 
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acknowledged that their confidence as translators had improved, four final year 
students declared that, just one month before finishing the degree, they did not 
believe they were capable of translating in the professional market. If we assume that 
once students complete the T&I Degree they have developed the necessary abilities 
to translate in the professional market, this statement means that the participants’ 
confidence in their abilities as translators had not developed sufficiently. However, 
in this context, it is worth mentioning that the three participants from the third year 
of the T&I Degree felt completely capable of translating in the professional market.

In the following Section we will analyse the agents that, within the classroom, 
have an impact on students’ confidence as translators. Furthermore, we will analyse 
the way(s) in which the agents exercise this impact, with the aim of identifying the 
behaviour or factors that could undermine student confidence as translators, as 
well as other practices that could favour it. Therefore, this analysis could contribute 
to identifying possible ways to overcome the difficulty of incorporating this com-
ponent of TC into translator training programmes (Presas 1998, 134; Way 2009).

3.3	 Agents that have an impact on the development of student confidence 
during the T&I Degree programme

From the comments of the focus group participants we detected five agents that, 
within the T&I Degree programme, specifically in the Spanish-English language 
combination, had an impact on student confidence: the teaching staff, peers, grad-
uates of the degree, the curriculum and the students themselves. 11 In the following 
Sections we will analyse how each of these agents impacted student confidence. 
Table 2 summarises the number of participants referring to each of these agents 
and to the way(s) in which they exercised their influence on student confidence.

3.3.1	 The teaching staff
Participants explained that teachers who adopted a student-centred teaching-learning 
approach positively influenced their confidence as translators. As a consequence 
of this approach, the students are “participants of this process,” intervene in group 
debates and reflect about their decisions, errors and achievements with the help of 
the teacher, all of which favour their confidence as translators. Furthermore, the 
participants agreed that the teachers who taught them to identify problems and to 
apply different strategies for their resolution, rather than teaching them to translate 

11.	 The results about the agents influencing student confidence obtained through the first of the 
three focus groups organized as part of the study described here were presented in the Seventh 
International Conference of the Iberian Association of Translation and Interpreting (AIETI), 
held in Málaga, Spain, 29–31 January 2015 (Haro-Soler 2015).
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certain types of texts for which a single possible translation is offered, contributed 
greatly to the development of their confidence in their abilities to translate. As an 
illustration, it is worth highlighting a comment made by one of the participants with 
respect to the learning of strategies for the resolution of problems: “This is useful 
and you feel sure about saying that you are going to do it well.”

One of the participants also indicated that undertaking real assignments dur-
ing the courses, similar to those they will have to undertake in the market, also 
contributed to increasing her confidence as a translator, because “they put you in 
more realistic situations.” This is in line with the teaching method proposed by 
Mackenzie and Vienne (2000) to increase student confidence, based on simulation 
of real translation situations. It also relates to mastery experience (Bandura 1997): 
when students realize they are able to undertake real assignments and to translate 
authentic texts, their confidence as translators increases.

In a different direction, participants stated that the teaching staff made a pos-
itive impact on their confidence through constructive feedback, in which they not 
only identify errors that have been made, but also recognise success and offer differ-
ent options and resources for improvement. 12 Likewise, verbal persuasion (Bandura 
1997, see Section 2.3), i.e. the comments that teaching staff provide to encourage 
students to believe in their capabilities (“you can”, “if you work hard, you will get 
it”) was mentioned by participants as helpful for increasing their confidence in 
their abilities to translate. Furthermore, students declared that their confidence as 
translators increased thanks to comments through which the teaching staff helped 
them become aware of their abilities and of the evolution that they had undergone. 
One example was: “at the beginning you were not able to do this, you were not able 
to adopt such good solutions […], and now you propose really good solutions.” It 
is important to emphasize that this type of comment must be based on the real 
abilities that the student has (Bandura 1997, 101).

However, according to the participants, not all teachers helped them gain con-
fidence as translators and several actions were identified that negatively influenced 
student confidence. One of these actions consisted of imposing a single version of 
the target text that the teacher considered valid, without providing a justification. 
The negative effects of this behaviour, also observed by Kussmaul (1995, 32–33) and 
Kiraly (1995, 99), should not be taken to imply that teachers should not point out 

12.	 Note that Atkinson (2014) also identifies constructive feedback as a method to increase stu-
dents’ confidence in their abilities to translate and recommends replacing traditional approaches 
based on counting the errors by the praise of solutions. The effect of constructive feedback on 
student confidence probably relates to the fact that it is processed through self-reflection as in-
formation from the environment that is produced as a consequence of the achievements attained 
(mastery experience).
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errors made by students or sometimes model better solutions (Shreve 2002, 164). 
Rather, these effects point to deficiencies in a traditional teaching approach based 
on the idea that any translation different to that of the teacher is automatically 
wrong, as the teacher is “the guardian of the translatory truth, keeper of the ‘correct 
translation’” (Kiraly 1995, 99). 13

Destructive criticism was another of the actions through which teaching staff 
reduced student confidence. This was already identified by Kussmaul (1995) as 
a factor that could undermine students’ confidence to translate. Participants ac-
knowledged that comments such as “you are not prepared for the professional 
market” decreased their confidence, and explained that as destructive criticism only 
refers to errors committed, “in the end you think that you do everything badly.”

Further, according to the participants, summative assessment in which the 
mark is based mainly on a final examination impacted negatively on their confi-
dence as translators: “That one day that has maybe gone badly counts and that all 
of your work handed in for the course does not count, this is zero self-confidence.” 
It is true that teachers are not always able to avoid summative assessment, due to 
university and curricular policies. However, according to the participants, an as-
sessment system in which the translation tasks carried out by students during the 
semester are given more importance than a final examination would increase their 
confidence in their abilities to translate. Further research is needed on the relation-
ship between student confidence and assessment. However, taking into account 
Bandura’s work (1997), one could think that this may be related to the fact that 
students cannot rely on achievements during the semester (mastery experience) as 
a source of confidence in their abilities to translate because the final exam is seen 
as the most important evidence of these abilities.

Participants also declared that on certain occasions the teaching staff did not 
take their students’ prior knowledge into account and took for granted that they 
were capable of carrying out tasks for which they were not prepared: “It also hap-
pened to me in specialised translation that the teacher took for granted that we 
had knowledge of medicine, of this area, and we were lost in her classes […], we 
had never studied specialised translation before.” This imbalance between the real 
abilities and prior knowledge that students have and what is expected of them 
leads them “to feel powerless, incapable” and diminishes their self-confidence. 
Kelly (2005, 43–45), who also identifies the tendency to presuppose much more 
prior knowledge than students really have, recommends a needs analysis or initial 

13.	 It should be noted that the aim of this Section is to identify factors that can influence transla-
tor confidence in the classroom. The factors or behavior identified were not necessarily common 
to all teachers. In fact, in this case, the participants referred to particular teachers who, unlike the 
majority, decided to adopt the traditional instructional approach described above.
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diagnosis to avoid setting unrealistic starting points for courses. Moreover, teachers 
could help their students develop their capabilities and/or knowledge to the level 
required for the course by, for instance, giving them additional reading material 
(Way 2008, 98) or by selecting tasks that follow a progression (Kelly 2005). In this 
respect, Way (2014, 2016) proposes a decision-making framework that provides a 
sequencing pattern of increasing difficulty dependent on the activation of different 
competences. This framework for guided decision making will enable students 
to internalise problem-solving strategies through structured, controlled training. 
These processes will then become automatic to a certain extent and allow students 
to provide solutions as reflex actions or habits. This facilitates their translation work 
and increases their confidence (Way 2014; 2016, 139).

Finally, it is worth mentioning that, according to the participants, empathy 
is what makes the difference between the teachers who reduced their students’ 
self-confidence and those who were capable of favouring it. They explained that 
the teachers who were capable of putting themselves in their students’ shoes and 
recognising their low self-confidence would be able to help them develop it, whilst 
those who lack empathy would “not be able to do so.”

3.3.2	 Graduates of the Faculty of Translation and Interpreting
Being made aware of the careers of previous graduates of the Faculty of Translation 
and Interpreting had a great impact on the participants’ confidence as translators. 
More specifically, this awareness contributed to the development of the participants’ 
confidence to translate. In the words of one of the students: “This does increase 
self-confidence, to see someone that has done the same as me and that has got to 
where he has got, I can also get there.” This practice constitutes an example of vicar-
ious learning (Bandura 1997, see Section 2.3). Former students were perceived by 
participants as models, and thus their results (becoming professional translators) 
were interpreted by the participants as their own future results. This increased their 
confidence as translators.

The participants explained that contact with graduates took place both directly 
and indirectly. Direct contact occurred at professional career days to which the 
graduates were invited and where they offered suggestions to smooth the transition 
from university to the professional world, shared their experience when dealing 
with clients or experts, described the functions they perform, offered suggestions to 
attract clients, and so on. Indirect contact came about when teachers talked about 
former students’ experiences, shared emails and presented web pages or blogs from 
former students (perceived by students as models) who had successfully incorpo-
rated themselves into the professional market. Both types of contact helped students 
gain confidence as translators.
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3.3.3	 Peers
According to the students who participated in the focus groups, peers also have 
an impact on student confidence. This impact can be negative as well as positive. 
On the one hand, the participants stated that their peers helped them gain con-
fidence in their abilities to translate when they acknowledged participants’ effort 
and achievements (constructive feedback) and used verbal persuasion to help them 
become aware of their abilities. Moreover, the students declared that they acquired 
confidence in their abilities to translate when they were able to identify with peers 
in terms of errors committed and the difficulties encountered. It helped them to 
become aware that they were not the only ones to make mistakes.

On the other hand, self-comparison with their peers also had a negative in-
fluence on the participants’ confidence as translators. Participants stated that they 
initially doubted their capacities when they discovered that other students had been 
the best students in their high schools and had “a lot of leadership” experience, 
as well as an outstanding level of English. However, they acknowledged that this 
feeling disappeared later upon realisation that they all found the same difficulties. 
Furthermore, they indicated that the competitiveness that exists in the T&I Degree 
programme, where all the students “want to be better than the others,” sometimes 
reduced their confidence in their abilities to translate, as certain peers actively tried 
“to look for the mistakes of others” and would “make comments that hurt.”

In summary of this Section, it is worth mentioning that, as one of the partic-
ipants stated, “there are peers and there are friends.” The former usually have a 
negative impact on students’ confidence in their abilities to translate (mainly due 
to destructive criticism), while the latter favour it (through verbal persuasion and 
constructive criticism).

3.3.4	 Curriculum
As mentioned previously, the participants perceived that the curriculum of the 
T&I Degree programme did not favour the development of their confidence as 
translators.

The participants criticised the fact that the curriculum does not require work 
placements, which would have increased their confidence as translators through 
mastery experience. This perception is supported by the experience of two partic-
ipants who had the opportunity of doing work placements during the degree and 
that acknowledged that these had a positive effect both on their learning and on 
their confidence:

When I arrived [at the placement company] I didn’t know anything and I ended 
up being capable. You can turn up somewhere without knowing anything but you 
need to put in the effort, because before putting in this effort you are going to have 
this fear of not knowing.
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I also did company placements and the truth is that I learnt a lot and you have 
more belief in what you know.

Moreover, all participants highlighted that they would have liked to have the pos-
sibility of choosing courses from amongst a wide range of optional theoretical 
courses, “such as Civil Law,” which would have helped them acquire knowledge 
of the field and deal with specialized texts with more confidence. This could be 
interpreted as a criticism of the lack of interdepartmental cooperation. 14

Participants did not limit themselves to suggesting the inclusion in the curricu-
lum of compulsory work placements and of optional courses that allow students to 
develop specific subject area competence. They also proposed other changes to the 
curriculum to enhance the development of confidence in one’s ability to translate. 
These proposals included a suggestion that “this is talked about [translator confi-
dence],” which relates to Atkinson’s (2014) recommendation to provide theoretical 
information about translators’ confidence in their abilities to translate. They also 
included recommendations for the work experience of graduates to be discussed in 
the course “The Translator and Interpreter Profession.” Amongst other proposals, 
all participants agreed that it would be valuable to move the translation courses 
forward to the first two years. 15 This is related to the fact that participants consid-
ered that the most important factor that positively influenced the development of 
their confidence to translate throughout the T&I Degree programme was the actual 
learning of translation (Section 3.2).

3.3.5	 The students themselves
The consensus of the participants was that the curriculum is not designed in such a 
way that it favours the development of this component of TC and that, in general, 
teachers are not concerned about building up their students’ confidence as trans-
lators. In fact, the students stated that “you have to learn by yourself to acquire 
self-confidence.” For this reason, they would have liked to learn strategies to gain 
confidence in their abilities during the degree. Among these strategies, Atkinson 
(2014, 8) explains that one major action that translators could take is to examine 
their own strengths and weaknesses through self-reflection and self-analysis and 
then assess the perceptions they have of their abilities.

14.	 This highlights the importance of teaching projects similar to the practice of Way (2002), 
where translation and law students worked collaboratively to solve cases of Private International 
Law.

15.	 In the Degree programme offered at the University of Granada translation courses start in 
the second semester of the second year, whilst the majority are then distributed between the third 
and fourth years.

Usuario
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Table 2 summarizes the agents that influenced the students’ confidence as trans-
lators, the way(s) in which they did so and the number of participants who referred 
to each of these agents and to its actions during the focus group sessions:

Table 2.  Agents influencing students’ confidence as translators, ways in which they do so 
and number of students mentioning them

Agents influencing 
student confidence 
during the T&I  
Degree programme

Factors and actions influencing student confidence Number of 
participants 
mentioning each 
factor/action 
(out of 12)

Teaching staff Student-centered approach based on the learning of 
translation strategies

  3

Real-world assignments   4

Constructive criticism   5

Destructive criticism   9

Verbal persuasion   7

Traditional approaches where teachers imposed a single 
version of the target text they considered valid

  4

Summative assessment   8

Imbalance between the students’ real abilities and prior 
knowledge

  4

Graduates of the 
Faculty of Translation 
and Interpreting

Experience of graduates   4

Peers Constructive criticism   4

Destructive criticism   5

Verbal persuasion   4

Comparison with peers   6

Competitiveness   5

Curriculum Lack of work placements   7

Lack of optional courses that allow the students to 
develop their subject area competence

10

Theoretical information about translator confidence 
should be included in training

  8

Translation courses should be moved forward   5

The students 
themselves

Students can also learn by themselves to acquire 
confidence

  4
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The data included in Table 2 shows that the number of participants who mentioned 
each of the agents identified is higher in the case of the teaching staff and the curric-
ulum and, within them, in the case of destructive criticism, verbal persuasion, sum-
mative assessment, lack of work placements, lack of optional subjects to develop 
subject area competence and theoretical information about translator confidence.

3.4	 Positive and negative effects

Amongst the positive effects that confidence can bring for a translator, the partic-
ipants observed that it allowed them to justify the decisions they adopted: “It is 
very important to learn to defend your decisions […] and for this self-confidence 
is necessary, which allows you to be able to justify what you have done.” In addi-
tion, confidence in their abilities to translate facilitated the application of strategies 
that involved some risk-taking in order to produce translations of better quality. 
These strategies included justified omissions or restructuring of the information, 
even though they implied “making so many changes to the source text.” 16 The 
participants also explained that self-confidence relates to a translator’s degree of 
satisfaction with the result of the translation process, as when a translator “is sure 
of what he/she does and is sure that what he/she does is good, he/she will be more 
satisfied with the result.” 17

Furthermore, participants declared that when they have confidence in their 
abilities to translate they experience less anxiety and “do not fear facing up to an-
ything, to any text.” Likewise, they explained that a translator with self-confidence 
“is going to take less time” in performing a certain task than another who does not 
feel self-confident and so is never going to be sure of the result. This makes it clearly 
understandable that one of the participants insisted on the importance of learning 
how to revise their translations.

The participants also believed that self-confidence leads students to obtain bet-
ter results, above all in interpreting, as in their opinion it contributes to the pro-
duction of more fluent discourse. Furthermore, they mentioned that students with 
self-confidence are able to take their first steps in the professional market before 
those who do not feel self-confident. Those lacking in confidence in their abilities to 
translate may reject job offers for which they do not feel prepared or even decide not 
to work as translators “because they do not have enough confidence to translate.” 

16.	 In this sense, Campbell (1998) refers to the differences between risk-taking and prudent 
translators in the TC model that he proposes.

17.	 See Lorenzo (1999, 2002), who analyses professional translators’ security and satisfaction in 
decision-making.
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Moreover, they were of the opinion that in the professional market companies 
prefer employees who show self-confidence because “if you have self-confidence 
you are going to be able to provide a solution to any type of problem.”

With regard to the disadvantages associated with self-confidence, participants 
declared that excessive confidence in their abilities to translate can lead translators 
to believe that they do everything well and, therefore, to reject alternative options 
that may be just as valid or even more adequate. Also, excessive self-confidence 
can lead translators to suffer a “blow” when they enter the professional market and 
notice that they have not been as well trained as they thought they were.

Despite the negatives, however, student perceptions were that translator 
self-confidence can provide numerous benefits, whenever the degree of confidence 
is consistent with the actual abilities that a person possesses.

4.	 Conclusions

In this article we studied translator self-confidence from a dual perspective. On the 
one hand, we adopted a theoretical approach that allowed us to analyse the presence 
of translator confidence in the main TC models and to review some previous stud-
ies on translator self-confidence that describe possible ways to foster it. Moreover, 
we turned to the field of Educational Psychology in search of a definition of this 
concept. Research within the field of Educational Psychology led to the concept of 
self-efficacy, which, like self-confidence, refers to a self-perception of one’s abilities, 
but differs from self-confidence in that self-efficacy specifically refers to the activity 
that the individual decides to carry out, which in our case would be translation. 
Even though “self-efficacy” would be the appropriate term to use when referring 
to translators’ confidence in their abilities to translate, the participants in the study 
presented here were not familiar with this concept. That is why terms such as “con-
fidence in one’s abilities to translate,”“confidence as translators” or “translator (self-)
confidence” were used instead of “self-efficacy” when interviewing the participants 
in the study and have also been used when describing its results.

On the other hand, we presented an empirical-descriptive study of student 
perceptions of the role that self-confidence plays in translator training. Information 
was elicited through focus groups, and three focus group sessions were held in 
the Faculty of Translation of the University of Granada. According to the re-
sults, participants felt that their self-confidence increased throughout the T&I 
(English-Spanish combination) Degree programme. Major factors influencing the 
rise in self-confidence were the actual learning of translation during the program as 
well as the actions of certain peers and teaching staff and the example of graduates 
of this institution. Nevertheless, the participants maintained that the curriculum is 

Usuario
Resaltado

Usuario
Nota adhesiva
Faculty of Translation and Interpreting
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not designed in such a way as to favour the development of self-confidence and that 
not all teachers were concerned about favouring it. The way in which each of these 
agents influenced the participants’ confidence was also described and analysed in 
the light of previous studies on translator confidence and Social Cognitive Theory 
(Bandura [1986] 1987). This has allowed us to identify possible ways to begin to 
overcome the difficulty of incorporating self-confidence development in transla-
tor training programmes. These include constructive feedback, work placements, 
verbal persuasion, theoretical information about the concept or vicarious learning 
from former students.
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app1Appendix 1.  Focus group script

Development of student confidence in translator training

1.	 Do you feel prepared to translate efficiently in the professional market? Why?
2.	 Do you believe more in your abilities as translators now that when you started the T&I 

Degree? Why?

Attention given to student confidence in translator training

3.	 Is the development of your confidence as translators taken into account during the T&I 
Degree? Why? How?

4.	 Have you ever received information about translator confidence? What kind of information? 
What information would you have liked to receive?

Agents that have an impact on the students’ confidence as translators

5.	 Has the teaching staff had an influence on your confidence as translators? In general, have 
they contributed to developing it or to undermining it? What actions of the teaching staff 
have had an impact on your confidence as translators?
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6.	 Have your peers had an influence on your confidence as translators? In general, have they 
contributed to developing it or to undermining it? What of their actions have had an impact 
on your confidence as translators?

7.	 What other actions or activities do you think would have helped you gain confidence in your 
abilities to translate?

Positive and negative effects of translator confidence

8.	 Do you think that it is important to feel confident that you are capable of translating ade-
quately? Why?

9.	 Regarding the academic sphere, which are the benefits of feeling confident that you are 
capable of translating? And which are its disadvantages?
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