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 Abstract 

Translator competence is the knowledge and abilities that translators possess to 

perform professional translation tasks in the language services industry. Various sub-

competences of translator competence, such as bilingual, extra-lingual, strategic, 

instrumental sub-competences, have been proposed by translation education 

researchers and educators, and are believed to be of significance for translation 

students, as these sub-competences would help students work competently as 

translators in the increasingly sophisticated and competitive translation market. 

Therefore, researchers have been advocating the development of these sub-

competences of translation students. However, it is unclear whether translation 

teachers’ understanding of translator competence is in accord with that of researchers, 

and whether their focus of teaching practices is in line with the latest advocacy of 

researchers. 

Against this background, this study adopted a mixed methods approach, in which both 

quantitative and qualitative data were collected to examine translation teachers’ and 

students’ cognitions about translator competence, as well as teachers’ teaching 

practices in the Chinese context. The quantitative data were collected from 144 

teachers and 210 students of Chinese-English (C-E) translation, respectively, using the 

Translation Teacher Questionnaire and the Translation Student Questionnaire. The 

qualitative data were collected from eight Chinese C-E translation teachers and 16 of 

their students with two instruments, namely classroom observations and semi-

structured interviews. 

Results showed that the teachers generally acknowledged the importance of all the 

seven sub-competences of translator competence, namely bilingual, extra-lingual, 
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strategic, translation knowledge, instrumental, psychological, and professional sub-

competences. Translation teaching, translation learning and translation practice were 

the major contributors to their cognitions about translator competence. Accordingly, 

inconsistencies have been found between the teachers’ cognitions and teaching 

practices, as these teachers mainly focused on developing students’ bilingual and 

translation knowledge sub-competences in their classrooms. The observed 

inconsistencies could be attributed to several internal factors (e.g., self-efficacy and 

motivation) and external factors (e.g., classroom context, curricula, and examinations). 

On the other hand, the students only recognised the importance of four of the seven 

sub-competences, including bilingual, extra-lingual, instrumental and psychological 

sub-competences, and these cognitions about translator competence were to some 

extent inconsistent with those of teachers. Translation learning was identified as the 

major factor that contributed to the students’ cognitions. 

As one of the first attempts of its kind to empirically investigate translation teachers 

and students, this study added to our understanding of the complex relationships 

between Chinese C-E translation teachers’ cognitions, pedagogical practices, and 

students’ cognitions. This study not only made some theoretical and methodological 

contributions to the research on translation teachers, but also offered some pedagogical 

implications for the teaching of translation and the professional development of 

translation teachers. 
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Chapter 1 Introduction 

1.1 Motivation for the Study 

This study was inspired by my personal experiences as a translation student and 

practitioner, as well as the fact that there is a scarcity of research on translation 

teachers. 

First of all, my personal experience as a student of translation studies made me wonder 

what exactly I needed to learn to become an effective translator. I attended the 

translation courses of many teachers when I was a postgraduate student. I heard 

different ideas about translation learning from these teachers and was led to pay 

special attention to certain aspects of translation. For example, I was told by one 

teacher to learn more about linguistic knowledge because he believed that knowing the 

fundamental knowledge of languages was the key to successful translation. However, I 

was also told to forget about linguistic knowledge and to focus more on the cultures 

behind texts in another translation classroom, because the teacher in this classroom 

believed that translation means translating culture. I also knew some teachers who 

claimed that if one can master literary translation, they can deal with any types of 

translation. My impression was that these teachers have various ideas about translation, 

which sometimes could be contradictory, and they had their own priorities about the 

contents to be delivered to students in their own classrooms, although they were all 

working as translation teachers in the same faculty.  

In addition, my experience as a freelance translator made me wonder what made a 

good translator. When I translated for my clients, I often came across cases where I 

constantly needed to use the Internet to search information when I could not 
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understand the actual meaning of a specific word or phase in a text, or I needed to 

check whether my translation was acceptable in the target language context. Therefore, 

I felt that I should improve my ability for searching and filtering information. There 

were also moments when I could not find an answer from books or the Internet, then I 

had to consult experts in the specific field for explanations. Also, sometimes I felt 

frustrated to translate a text which was difficult for me and I even wanted to give up. 

In these cases, I needed to adjust my emotions and figure a way out. Therefore, I felt 

that I needed to be psychologically strong.  

Another reason for conducting this translation education research stems from the fact 

that translation teachers are under-researched. Typically, education research in any 

field has three foci: students, teaching activities, and teachers. Translation education 

research, however, has mostly been focusing on the first two and neglecting the last 

one. Much has been said about translation students, such as their learning need (Li, 

2016), self-directed learning (Zhong, 2008), translation strategies (Atari & Abu 

Radwan, 2009), metacognition (Fernández & Zabalbeascoa, 2012), self-evaluation and 

self-assessment (Li, 2018a; Norberg, 2014). Similarly, special attention has been paid 

to translation teaching activities, and accordingly, many teaching approaches have 

been proposed, practised, and researched, such as functionalist approach (Nord, 2005), 

process-oriented approach (Massey, 2005), corpus-based approach (Nebot, 2008; 

Rodríguez-Inés, 2010), social constructivist approach (Kiraly, 2000), project-based 

approach (Kiraly, 2006; 2015; Li, Zhang, & He, 2015), situated learning  (González-

Davies & Enríquez-Raído, 2016), among others. However, little research attention has 

been paid to translation teachers. When I started this study, there was only one study 

that explicitly focused on translation teachers (viz., Kelly, 2008), which was a 

theoretical reflection on translation teacher competence (a few more pieces have 
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published since then, which I will review in Section 2.3.1). It is a shame that we know 

very little about translation teachers, who are a key party in successful translation 

teaching and learning. I believe that it is necessary to understand what translation 

teachers think and do in the classroom. 

Accordingly, this study sets out to understand Chinese translation teachers’ cognitions 

about translator competence and their teaching practices. Specifically, it seeks to 

examine the cognitions about translator competence that Chinese-English (C-E) 

translation teachers have and the competences that they try to help their students 

develop in their classrooms in Chinese universities. This study also investigates the 

factors that influence translation teachers’ cognitions and teaching practices. In 

addition, it compares the cognitions of teachers and students. 

1.2 Research Context 

1.2.1 Chinese-English translation education in multiple programmes in China 

This study is based in China where translation education has boomed in the last two 

decades. Institutional training of translators in China has a history of over 150 years, 

which can be traced back to the establishment of the School of Combined Learning 

(jīng  shī  tóng  wén  guǎn) in Qing Dynasty (1644 - 1911) (Tao, 2016). In modern 

China, C-E translation’s official status as a compulsory course for English language 

programmes was established in 1979 when the Ministry of Education (MOE) issued 

the Syllabus for English Majors at the Foundational Stage (Tao, 2016). Translation 

education as an independent programme started from 2006 when the MOE granted 

three universities to run undergraduate translation programmes. To date, 42 

universities are offering this degree - Bachelor of Arts (BA) in Translation and 

Interpreting. At the same time, several top foreign studies universities such as Beijing 
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University of Foreign Studies, Shanghai International Studies University and 

Guangdong University of Foreign Studies were authorised to offer both Master of Arts 

(MA) and Doctor of Philosophy (PhD) programmes in translation studies. In 2007, the 

MOE launched another postgraduate programme called Master of Translation and 

Interpreting (MTI). Until now, C-E translation courses are generally offered to 

students in English programmes, as well as translation programmes. The students 

include undergraduate students majoring in English language (or related disciplines) or 

translation, and postgraduate students majoring in translation studies (see Table 1.1).  

Almost all the Chinese universities that run undergraduate English programmes offer 

C-E translation courses to students. Although the priority of these programmes is to 

cultivate multi-talented graduates with a high level of English language proficiency, 

they also expect graduates to be able to work as a translator or interpreter in various 

fields. Therefore, translation skill as the fifth skill besides listening, reading, writing 

and speaking, is also addressed in these programmes. Translation courses are typically 

offered in the third and fourth year. In most cases, two to three practice-oriented 

translation and interpreting courses are provided. The students normally have a few 

years of English learning experience before being enrolled in such programmes based 

on their performance in the College Entrance Examination. They could gain some 

basic knowledge and initial experience of translation through those courses. After four 

years of full-time study, they receive a BA degree in English language and literature. 

Translation is also taught to undergraduate students who pursue an associate degree in 

translation and interpreting. 

As for undergraduate translation programme, the primary goal is to improve students’ 

translation competence. In this programme, translation is taught more 
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comprehensively and systematically compared to that in undergraduate English 

language programmes. Translation courses are typically offered from the second year, 

and different aspects of translation are addressed through various courses, such as 

Introduction to Translation, Chinese to English Translation, English to Chinese 

Translation, Applied Translation, Liaison Interpreting, Consecutive Interpreting, and 

Topic-based Interpreting. The background of the students is basically the same as that 

of the above-mentioned English majors. With four years of full-time study, the 

graduates receive a BA degree in translation and interpreting. 

Postgraduate translation programmes include an academic master’s degree, a 

professional master’s degree and a PhD degree.  The academic master’s programme is 

research-oriented, and the emphasis is on enhancing students’ translation research 

skills. Therefore, the courses are more about translation research methodology, 

translation theories, academic writing, etc., although practical courses are also offered.  

After two and a half to three years of full-time study, the graduates receive an MA 

degree in translation studies and interpreting. In comparison, the professional master’s 

programme is practice-oriented, emphasising more improving students’ bilingual use 

and transfer skills, getting familiar with translation tools and procedures and 

developing professionalism. Therefore, the courses are more about translation practice. 

The graduates receive a degree called MTI after two years of study. The PhD 

programme is academic-oriented, aiming at cultivating students’ translation research 

abilities. It is an extensive programme of independent study at an advanced level, the 

focus of which is on an original study that advances both scholarship and practice in 

the discipline of translation studies. The students receive a PhD degree in translation 

studies and interpreting. 
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Table 1.1 The framework of current translation education in mainland China (adapted from Tao, 2016, p. 209) 

Degree Year of study Status Features Since 

BA in English language 

and literature  

4 Translation as a 

course/ research 

branch 

The objective is to improve students’ translation skills and 

foreign language proficiency; translation courses start at the 

third and fourth year, occupying 5-12% of all courses. 

1979 

BA in other subjects 

with an associate degree 

in translation and 

interpreting  

2 Translation and 

interpreting as a 

minor major 

The objective is to improve students’ translation skills and 

foreign language proficiency; translation courses start at the 

third and fourth year, amounting to 40 credits. 

2006 

BA in translation and 

interpreting  

4 Translation as a 

discipline 

The objective is to enhance students’ translation competence 

and introduce basic knowledge of interpreting; translation and 

interpreting courses start from the second year, occupying 

40% of all courses. 

2006 

MA in translation studies 

and interpreting  

2.5-3 Academic Research-oriented: emphasis on research methods and 

research skills; translation theories and translation 

competence; graduation requirement: thesis of more than 

10,000 English words. 

2006 

MTI 2 Professional Practice-oriented: emphasis on improving translator 

competence by doing translation practice of real tasks in the 

fields of conference interpreting, literary/legal 

/business/media/science and technology/computer-aided 

translation; graduation requirement: translation of 10,000 

words and a 5000-word commentary. 

2007 

PhD in translation 

studies and interpreting  

3-5 Academic Academic oriented: theoretical studies of translation and 

interpreting; interdisciplinary theories related to translation 

studies; theories of translation teaching and research. 

2004 
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1.2.2 Diverse backgrounds of translation teachers in China 

The booming of translation programmes in recent decades and the widespread practice 

of offering translation courses in English programmes have brought about an increase 

in the number of translation teachers in China. According to the MOE, any university 

translation programmes must have more than ten full-time teachers and several part-

time teachers (especially professional translators and interpreters). Considering that 

there are more than 200 universities offering translation programmes, it is estimated 

that there are thousands of translation teachers in China, although it is difficult to tell 

the exact number. 

The backgrounds of translation teachers in China are complicated. This is because the 

current translation programmes do not have the tradition of training translation 

teachers; instead, they are more focused on training students to become translators or 

translation researchers (Li & Zhang, 2011; Pym, 2011). Consequently, translation 

programmes are unable to provide enough qualified translation teachers. This has 

brought difficulties to universities when there is a need to employ more teachers as 

their programmes flourish. In addition, at universities, it is often assumed that “those 

who know, know how to teach” (Kelly, 2008, p. 102). Therefore, people from other 

fields are believed to be able to teach translation as long as they can translate. As a 

result, universities also turn to other channels for translation teachers.  

Generally speaking, Chinese translation teachers come from three backgrounds, 

including, 
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• Foreign language teachers. They start to teach translation because they are 

interested in translation, have some experience of translation practice, or 

simply because the faculty does not have or is in short of translation teachers.  

• Translation graduates. Some translation teachers have received formal 

translation education. For example, they may have a master’s or PhD degree in 

translation studies. They become translation teachers when they graduate from 

these translation programmes. 

• Professional translators. They may have a foreign language or translation 

degree and have some years of professional translator experience. Some 

universities bring them to this profession because their experience as 

professional translators and knowledge of professional translation market are 

highly valued. 

Due to these diverse backgrounds of translation teachers across the universities in 

China, it is possible that they have various opinions about every aspect of translation 

and its teaching, and that they teach translation differently.  

1.3 Operational Definitions of Terms 

These are several terms that are used throughout the thesis, and these are defined first. 

The following are the operational definitions of the key terms in this study. 

• Teacher cognitions refer to “the unobservable cognitive dimension of teaching 

- what teachers know, believe, and think” (Borg, 2003, p. 81). Teachers’ 

mental lives are a “messy construct” (Pajares, 1992), and various terms, such 

as teacher beliefs, knowledge, attitudes, principles, have been proposed by 

scholars, and heated debates have been focusing on the distinction between 
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teacher beliefs and teacher knowledge. Detailed discussion in this regard and 

the reasons for choosing the term teacher cognitions will be addressed in 

Chapter 2 (see Section 2.2.1).  

• Teaching practices in this research context refer to the teaching activities that 

teachers perform in translation classrooms. In translation education, teaching 

and learning activities are not limited to traditional classrooms. This is because 

translation activities can also (and more often) take place in authentic 

translation environments, such as commercial companies and online 

communities. Accordingly, teaching activities could also take place in these 

environments to assist in situated learning (González-Davies & Enríquez-

Raído, 2016). However, this study only investigates classroom-based teaching 

practices. 

• Translator competence refers to “the set of knowledge, skills, attitudes and 

aptitudes which a translator possesses in order to undertake professional 

activity in the field” (Kelly, 2005, p. 162). Detailed discussion in this regard 

will be offered in Chapter 2 (see Section 2.1.3). 

• Chinese C-E translation teachers refer to those Chinese teachers who teach 

Chinese to English, and/or English to Chinese translation in universities of 

mainland China. In translation education literature, the term translator trainers 

is also used to refer to those who teach translation in multiple environments, 

such as universities, in-house and professional associations (Kelly, 2008). The 

context of the present study is universities; therefore, the author tends to follow 

the tradition of educational research by calling them teachers.  

• Chinese C-E translation students refer to those Chinese students who learn 

translation between English and Chinese in universities of mainland China. As 
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introduced in Section 1.2.1, translation courses are offered to students in 

various programmes at different levels. In this study, regardless of the 

programmes that the students are in, if they attend C-E translation courses, they 

are C-E translation students. Similar to the situation of the term translation 

teachers, the term translator trainees is an alternative for translation students, 

and for the same reason, this study uses the term translation students.  

In addition, given that in this mixed methods research both quantitative and qualitative 

data were collected, two terms - respondents and participants - are used to 

differentiate the teachers and students who contributed to different parts of the study.  

• Respondents refer to the teachers and students who completed the quantitative 

questionnaires, either the paper-based or the online version. 

• Participants refer to the teachers and students who participated in the 

qualitative data collection process, including the teachers in classroom 

observations and interviews, and the students in interviews. 

1.4 Significance of the Study 

It is generally believed that teacher cognitions motivate what teachers say and do in 

their classrooms, and teacher’s classroom practices affect their beliefs and knowledge 

(Borg, 2003; Kubanyiova & Feryok, 2015; Pajares, 1992). Therefore, studying teacher 

cognitions is helpful for understanding how teachers learn to teach, how they accept 

new ideas and knowledge, and how they implement these ideas and knowledge into 

their pedagogical practices. Understanding teacher cognitions is of significance for the 

improvement of teachers’ practices and professional training (Borg, 2003; Johnson, 

1994). Similarly, students bring certain knowledge and beliefs to their learning process, 

which has been recognised as guidance for their learning. Understanding student 

cognitions is of significance for enhancing students’ learning experiences. This study, 
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as one of the first studies that particularly concentrate on translation teachers, is 

believed to contribute to the following aspects.  

Theoretically, the findings may increase the existing knowledge base in the field of 

translation education and provide a new perspective for the development of translation 

teaching theories and research methodologies. It is anticipated that this study may test 

the relevance of theories in the field of language teacher cognition research to 

translation teacher cognition research and therefore offer some insights to other 

scholars who wish to employ these theories to explain translation teacher cognitions. It 

may also spur more research on translation teachers. 

Practically, this study is expected to provide implications for translation teacher 

development. Translation teachers are faced with many challenges in the process of 

becoming better teachers. This is because, first of all, current translation education 

programmes are often designed to train the students to become professional translators 

and/or academic researchers into translation (Li & Zhang, 2011; Pym, 2011), rather 

than translation teachers. As a consequence, it is very likely that graduates from such 

programmes encounter considerable difficulties when they take translation teaching as 

a profession, as they may not have adequate knowledge, skills, or experience for 

teaching translation courses. In addition, there is a lack of access to teacher training for 

in-service translation teachers even though they wish to enhance their professional 

development. It seems that the only choices they have are some crash courses or 

workshops offered during conferences, which are normally organised within a limited 

time frame and could only provide some unsystematic training (Kelly, 2005; Kiraly, 

2015). Thus, translation teachers are left with themselves in the teaching profession, 

and such a situation is called a “sink or swim” experience (Varah, Theune, & Parker, 
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1986). By gaining a better understanding of what translation teachers are thinking, and 

what they are doing in their classrooms, this study can offer suggestions for translation 

teachers for their self-development, for translation institutions and policymakers to 

take effective methods to ensure translation teachers’ continuing development. 

Moreover, by understanding the connections between translation teachers’ and 

students’ cognitions, this study is also expected to provide insights for translation 

pedagogical innovations. 

1.5 Thesis Outline 

So far, the motivation for this study, the translation educational context in China, the 

possible contributions of this study, and the definitions of key terms have been 

presented in this chapter. The next chapters include the following content. 

Chapter 2 provides a review of relevant literature. It reviews two bodies of literature – 

translation studies and (language) teacher cognition research. Firstly, some translation 

competence and translator competence models are reviewed. Secondly, the literature 

on the definitions and sources of teacher cognitions, the relationship between teacher 

cognitions and teaching practices, the relationship between teacher cognitions and 

student cognitions, as well as the commonly used research methods in this field, are 

reviewed.  

Chapter 3 outlines the methodology of the present study. It includes an introduction to 

the overall design of the study, the instruments that are used for data collection, the 

data collection procedures and data analysis methods. The methods that are used for 

ensuring the quality of the study are also summarised in this chapter. 
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Chapter 4 presents the results of the study. This chapter starts with the demographic 

information of the respondents and profiles of the participants. Then, quantitative and 

qualitative results with regard to each of the research questions are provided. 

Chapter 5 discusses the research findings. It interprets both the quantitative and 

qualitative results and makes reference to relevant literature for discussion. 

Chapter 6 concludes the thesis. It summarises the research findings and offers 

theoretical contributions and pedagogical implications of the study. Limitations of the 

study are also addressed. 
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Chapter 2 Literature Review 

2.1 Competence in Translation Teaching 

In this section, the terms and definitions related to the knowledge and skills of 

translators that have been used in the literature of translation studies will be reviewed 

first. Then, the two terms, translation competence and translator competence, which 

stand out in translation studies literature, will be discussed, and the models that are 

related to these two terms will be critically reviewed. Lastly, the key points that 

emerged from literature are offered in a summary.  

2.1.1 Translation/translator competence in general 

Translation teachers are faced with two fundamental issues, namely “what to teach” 

and “how to teach it” (Li, Zhang, & He, 2015, p. 261). The “what to teach” issue is 

related to the knowledge and skills that translators must possess, and translation 

scholars and teachers have made much effort to identify these knowledge and skills. 

However, a review of the literature showed that no consensus has been reached on 

how these knowledge and skills should be termed and the components of these 

knowledge and skills. 

Terminological issues 

Terminological ambiguity has been one of the issues that translation scholars are faced 

with. As yet there is still no unanimously accepted term that is used to refer to the 

knowledge and skills that translators possess, and a plethora of terms can be found in 

the literature of translation studies. For example, translation skill (Lowe, 1987), 

translation ability (Shreve, 1997), translation expertise (Gile, 1995), translational 

competence (Chesterman, 1997; Pym, 1992), translator abilities (Hatim & Mason, 
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1997), transfer competence (Nord, 1991), translation competence (PACTE, 2003, 

2011), and translator competence (Kiraly, 2000, 2003, 2006, 2013), to name a few.  

Despite the diversified use of terms, translation competence and translator 

competence have been the most commonly used terms among scholars of translation 

studies, especially since the beginning of this century (Muñoz Martín, 2014). These 

two terms have been used interchangeably in some of the most recent literature; 

however, they are used to refer to two slightly different concepts in this review, which 

will be explained below. 

Definitional problems 

The concept of translation/translator competence is expanding or not yet stable, 

although it is generally agreed that this competence is a type of expert knowledge and 

skills that can be acquired in education programmes and that it is not possessed by all 

bilinguals (Hatim & Mason, 1997; Jiménez-Crespo, 2014; Shreve, 1997). However, it 

seems that there is considerable controversy over the definition of this competence.   

Some short definitions of translation/translator competence can be found in the 

literature. For example, it is defined as “the knowledge and skills the translator must 

possess in order to carry it [the translation process] out” (Bell, 1991, p. 43), “the 

ability to know how to translate” (Hurtado Albir, 1996, p. 39), or “what one has to 

know to become a translator” (Shreve, 2002, p. 154). However, these overly general or 

simplified definitions are problematic, especially from a translation teaching 

perspective, because they are “scarcely more than mere ideas or hints that lack 

elaboration” (Lesznyák, 2007, p. 172), which cannot practically guide teaching. 

Therefore, more detailed and explicit definitions are needed for the purpose of 

translation teaching.  
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In comparison, some other scholars have put forward some definitions that are more 

explicit. These definitions reflect different epistemologies, which can be categorised 

broadly into two - view translation primarily as a cross-lingual activity or as both a 

cross-lingual activity and a business or professional service. 

Those scholars working within the first epistemology tend to restrict 

translation/translator competence to the abilities that translators employ to translate a 

text to a required standard. Traditionally, this competence was thought to be 

equivalent to bilingual competence, and consequently, some scholars’ attention was 

given to the source and target language competences of translators when defining 

translation/translator competence. This is understandable because decades ago 

translation was regarded as no more than “a kind of intelligent linguistic behaviour” 

(Wilss, 1989, p. 131).  

Several definitions with a clear linguistic competence orientation can be found. For 

example, this competence has been defined as: 

• “the ability to integrate the two monolingual competences on a higher level, 

i.e. on the level of the text” (Wilss, 1982, p. 58). 

•  “…the ability to translate, that is, to perform a series of mental operations 

whereby at least part of the linguistic material of a text in one of one’s 

languages is replaced by linguistic material pertaining to the other one” 

(Toury, 1984, p. 189). 

•  “an ability to comprehend the source language, including the ability to 

understand the author’s style and intent, and an ability to render that style and 

intent accurately in the receptor language” (Lowe, 1987, p. 53).  
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These linguistic competence-oriented definitions have been criticised. The reason for 

the criticisms is that translation has been gradually understood as not only a linguistic 

behaviour, but also a cross-cultural communicative activity, and it involves a large 

amount of cognitive efforts, such as making decisions and solving problems (Koller 

1992; PACTE, 2003). As Rothe-Neves (2007) commented, translation/translator 

competence is “an extraordinary skill beyond purely linguistic skills involved in 

translation” (p. 126). Accordingly, some definitions that take non-linguistic skills 

involved in translation into consideration have been proposed. For example, 

translation competence has been defined as: 

• “the underlying system of knowledge needed to translate. It includes 

declarative and procedural knowledge, but the procedural knowledge is 

predominant. It consists of the ability to carry out the transfer process from the 

comprehension of the source text to the re-expression of the target text taking 

into account the purpose of the translation and the characteristics of the target 

text readers” (PACTE, 2003, p. 58). 

However, the limitation of this definition has become apparent in recent years, 

especially after an enormous increase in professional-oriented translation programmes 

globally, which are intended to meet the demand of high-level professional translators 

in the 21st century (Mo, Wu, & Liu, 2015). The argument is that translators, especially 

professional translators, are working in a competitive and ever-changing translation 

market with new features, such as technologisation, globalisation, and collaboration. 

The abilities to translate well may not guarantee translators’ success in the real 

translation working environment such as this. This has spurred the emergence of the 

second epistemology. 
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Scholars who endorse the second epistemology are more likely to view 

translation/translator competence as the knowledge and skills needed to be a 

professional translator. That is to say, this competence includes not only the abilities 

that translators employ to translate a text to a required standard but also the abilities to 

help them survive in the professional translation market (European Master’s in 

Translation [EMT] Expert Group, 2009; Fraser, 2000; Palumbo, 2009). As Kiraly 

(2006) pointed out, the contemporary global practice of translation as a business 

requires “translators to work effectively in team and perform non-traditional, 

language-related functions” (p. 69). Accordingly, translation/translator competence 

has been defined as: 

• “… the set of knowledge, skills, attitudes and aptitudes which a translator 

possesses in order to undertake professional activity in the field” (Kelly, 2005, 

p. 162). 

• “Translator competence does not primarily refer to knowing the correct 

translations for words, sentences or even texts. It does entail being able to use 

tools and information to create communicatively successful text that are 

accepted as good translations within the community concerned. Perhaps most 

importantly, it means knowing how to work co-operatively within the various 

overlapping communities of translators and subject matter experts to 

accomplish work collaboratively; to appropriate knowledge, norms and 

conventions; and to contribute to the evolving conversation that constitutes 

those communities” (Kiraly, 2000, pp. 13-14). 

However, definitions of translation/translator competence like the above ones may not 

be easily applied to translation teaching unless the competence is described in more 
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detail. This is because only until the knowledge and skills that translators rely on in 

completing translation tasks are specified, can translation teachers set clear objectives 

for teaching translation in the classroom and establishing criteria for assessing students’ 

improvement. 

One step forward has been taken by some translation scholars to not only define but 

also model translation/translator competence. It can be seen from their models that 

they break down translation/translator competence into various elements, categories or 

sub-competences, as it has been generally accepted that this competence comprises a 

set of components (Quinci, 2015). In the following sections, some of the models are 

reviewed.  

As mentioned above scholars use different terms to refer to the competence, and 

consequently, the multi-componential models they have proposed are given various 

names. Despite this, this review follows the distinction between translation 

competence and translator competence as made by Kiraly (2000, 2006, 2013), and 

calls the models that reflect the first epistemology, as introduced above, translation 

competence models; while the models that reflect the second epistemology translator 

competence models.  

It should be noted that the following review on translation/translator competence 

models has no intention to give an exhaustive description of the models in translation 

studies literature. The models that are chosen to review are to demonstrate the wide 

range of perspectives of and methodologies taken by scholars in proposing these 

models. The models are presented chronologically to show how the understanding of 

translation/translator competence in translation academia develop over time, and how 

some models are influenced by the ones before them.  
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2.1.2 Translation competence models 

2.1.2.1 Models based on anecdotal observations 

Models that are linguistic competence oriented 

Some earliest translation competence models can be found in the work of Wilss (1982), 

Roberts (1984), Bell (1991), Delisle (1998), and these models are, to a large extent, 

linguistic competence oriented. For example, Wilss (1982) suggested that translation 

competence includes two components, namely SL (source-language) text-analytical 

competence and TL (target-language) text-reproductive competence, both of which are 

related to linguistic competence. However, he did not provide further explanations or 

definitions of the two competences.  

Bell (1991) explained his translation competence model in greater detail. In Bell’s 

(1991) model, which he called “ideal translator” model, three components are included, 

namely, ideal bilingual competence, expertise, and communicative competence.  

• Ideal bilingual competence: An ideal bilingual reader-writer, who knows 

both languages perfectly and is unaffected by such theoretically irrelevant 

conditions as memory limitations, distractions, shifts of attention or interest, 

and errors (random or characteristic) in applying this knowledge in actual 

performance. 

• Expertise: (1) A knowledge base consisting of (a) source language 

knowledge; the syntactic rule systems of the code, its lexicon and 

semantics and its text-creating systems, (b) target language knowledge; 

equivalent to that in the source language, (c) text-type knowledge, (d) 

domain knowledge, (e) contrastive knowledge of each of the above.  (2) An 
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inference mechanism which permits (a) the decoding of texts, i.e. reading 

and comprehending source language texts, (b) the encoding of texts, i.e. 

writing target language texts. 

• Communicative competence: (1) Grammatical competence - knowledge of 

the rules of the code, including vocabulary and word-formation, 

pronunciation/spelling and sentence structure i.e. the knowledge and skills 

required to understand and express the literal meaning of utterance. (2) 

Sociolinguistic competence - knowledge of and ability to produce and 

understand utterances appropriately in context. i.e. as constrained by topic, 

the status of the participants, purposes of the interaction, etc. (3) Discourse 

competence - the ability to combine form and meaning to achieve unified 

spoken or written texts in different genres. (4) Strategic competence - the 

mastery of communication strategies which may be used to improve 

communication or to compensate for breakdowns (Bell, 1991, pp. 38-42). 

It appears that the focus of this model was put on linguistic competence, which is 

similar to Wilss’s (1982) model. Although translation competence is divided into three 

components, the three components overlap. As can be seen, the essence of the first 

competence is to master both languages perfectly. That is to say, the fist competence is 

about bilingual competence. The second competence - expertise - turns out to be the 

detailed knowledge of the two languages, while the third - communicative competence 

- is about the basic knowledge of the two languages that ensure effective 

communication. That is to say, the second and the third are also related to bilingual 

competence. The only difference is that bilingual competence is more explicitly 

explained in the second and third components. In short, the above models show an 

understanding of translation competence as a summation of various aspects of 
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linguistic competences, and yet the boundaries between components are somewhat 

blurred. 

The reason for understanding translation competence as a summation of linguistic 

competences may come from the early influences of research on natural translation 

(Lesznyák, 2007; Pym, 2003b). According to Harris (1978, 1980) and Harris and 

Sherwood (1978), translation is an innate skill of bilinguals, and the reason why 

bilinguals can translate is that they master the two languages. It should be noted that 

Harris and Sherwood’s initial intent was to understand the development of translation 

skills of bilingual children in natural environment, rather than modelling translation 

competence of professional translators. Nevertheless, some translation scholars take 

natural translation into account when they define or model translation competence, 

which could probably explain why Bell (1991) aimed at “matching the bilingual native 

speakers’ translation competence” (p. 37) in defining translation competence. 

The major criticism against models with this focus is that they have a narrow scope 

(Lörscher, 1991; Pym, 2003a). They only concentrate on the language skills of 

translators, which admittedly is the necessary condition for being translators, but not 

the sufficient condition. Nonetheless, it should be noted that these models successfully 

grasp one of the key components of translation competence, as however innovative the 

succeeding models are, they cannot exclude linguistic competence.  

Models that go beyond linguistic competence 

Some other translation competence models have also been put forward. In these 

models, along with linguistic competence, some non-linguistic competences are also 

included. 
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Transfer competence was highlighted in a few models. For example, Neubert (1994, p. 

412) proposed that translation competence should include three competences: 

language competence, subject competence and transfer competence. He believed that 

it is transfer competence that distinguishes translators from other professionals. The 

inclusion of transfer competence can also be found in the models proposed by other 

scholars, such as Hewson and Martin (1991), and Nord (1991). However, it appeared 

that these scholars did not provide an explicit definition of transfer competence.   

Hatim and Mason (1997), on the other hand, explicitly defined transfer competence 

when they proposed their translation competence model. In their model, they divided 

translation competence into skills that are needed in the three-stage process of 

translating, including two linguistic related competences - source text processing skills, 

and target text process skills - and transfer skills. They defined transfer skills (namely 

transfer competence) as “strategic re-negotiation by adjusting effectiveness, efficiency, 

and relevance to audience design tasks (brief, initiator, etc.) in fulfilment of a 

rhetorical purpose (plan, goal)” (Hatim & Mason, 1997, p. 171). Some other 

definitions of transfer competence can be found in some other translation competence 

models. For example, Schäffner (2005) defined it as the “ability to produce target texts 

that satisfy the demands of the translation task; including the ability to negotiate and 

collaborate with other translators and subject matter experts to accomplish the task at 

hand, i.e., the social aspects of the translation event” (p. 243). Beeby-Lonsdale (1996) 

saw it as “the mastery of communication strategies that allow transfer of meaning 

from the SL to the TL and may be used to improve communication or to compensate 

for breakdowns (caused by limiting factors in actual communication or insufficient 

competence in one or more of the other components of communicative competence)” 

(p. 92).  
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It seems that the transfer competence that the above scholars tried to include into their 

models is not a single competence. According to their definitions, having transfer 

competence would mean that translators can make good use of all the competences to 

finish a translation task. That is to say, transfer competence is “the combination of all 

the sub-competencies” (PACTE, 2003, p. 57) of translation competence. Therefore, it 

is understandable why transfer competence is not included in many of the recent 

models. 

The models that included transfer competence can be seen as a step forward, compared 

to the linguistic competence-oriented models. However, these models are still 

restricted to the language dimension of translation, although they have taken the 

transfer process into consideration. Nevertheless, “translation and interpretation are 

not only, or even primarily linguistic processes” (Neubert, 1998, p. 5). 

In addition to linguistic competence and transfer competence, many other scholars 

proposed translation competence models that covered various areas of knowledge and 

skills. For example, in Schäffner’s (2005, p. 243) model, four other competences, 

including cultural competence (general knowledge about historical, political, 

economic, cultural, etc. aspects in the respective countries and communities), textual 

competence (knowledge of regularities and conventions of texts, genres, text types; 

including typographical regularities), domain/subject specific competence (knowledge 

of the relevant subject, the area of expertise; for specialist translators, this amounts to a 

working knowledge of the domain), and (re)search competence (a general strategic 

competence whose aim is the ability to resolve problems as prerequisite for decision-

making) were put together with linguistic competence and transfer competence.  While 

in Shreve’s (2006) model, transfer competence was not included. Instead, the model 



 25 

consisted of a linguistic competence, which he called L1 and L2 linguistic knowledge, 

and three other competences, which somewhat overlapped with some competences in 

Schäffner’s model (2005). These three competences were 1) culture knowledge of the 

source and target culture including knowledge of specialized subject domains, 2) 

textual knowledge of source and target textual conventions, and 3) translation 

knowledge — knowledge of how to translate using strategies and procedures including 

tool using and information seeking strategies (Shreve, 2006, p. 40). 

It can be summarised so far that the scope of modelling translation competence has 

been expanding, as scholars have added to translation competence models many other 

competences that are cultural, subject knowledge, technological related (González-

Davies & Scott-Tennent, 2005; Katan, 2008).  

However, there are several weaknesses in the above models, including the models that 

are linguistic competence oriented and those that go beyond linguistic competence. 

Firstly, these models have been criticised for the lack of empirical support (Hurtado 

Albir & Alves, 2009; Pym, 2013). In fact, these models are based largely on 

propositions or anecdotal experience of the authors as translation teachers or 

practitioners (Colina, 2003; Kelly & Martin, 2009). The competences in their models 

largely stem from the authors’ personal reflections from a pedagogical, theoretical or 

cognitive perspective. Therefore, these models have been viewed as “simple 

speculations” (Lesznyák, 2007, p. 172), although this does not mean that these models 

without empirical evidence do not capture any essence of translation competence at all. 

Secondly, most of the models simply provide a group of competences that translators 

process, but do not specify the interrelationship, or the hierarchies among the 

competences (PACTE, 2003). Nevertheless, understanding the interrelationship is 
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significant for translation teaching. For example, if there is a hierarchical relationship 

between the competences and the relationship is identified in the models, then in the 

teaching of translation, significant effort could be made to the development of students’ 

competences that are most important for producing high-quality translations. However, 

these models do not provide information in this regard. 

Nonetheless, these attempts to model translation competence are not without value as 

they can serve as theoretical bases for empirical research on translation/translator 

competence. Besides, they also set some principles for succeeding models in the sense 

that they have shown that translation competence is multi-componential and linguistic 

competence should be included under any circumstances. 

2.1.2.2 Models based on empirical evidence 

With empirical research in translation studies becoming a major trend (Snell-Hornby, 

2006), recent studies have relied on empirical data derived from the behavioural and 

mental activities of professional translators and/or translation students, using 

instruments such as think-aloud protocols, questionnaires, observations, keystroke logs 

and screenshot recordings, to identify the components of translation competence 

(Ehrensberger-Dow & Massey, 2008; Ehrensberger-Dow & Perrin, 2009; Quinci, 

2015). Accordingly, a number of models have been proposed, among which two of the 

most frequently mentioned are the PACTE model (PACTE, 2003) and Göpferich’s 

(2009) model. 

PACTE (Procés d'Adquisició de la Competència Traductora i Avaluació), a research 

group based in Spain, has been actively involved in conducting empirical and 

experimental-based research on translation competence and its acquisition. Based on 

literature on translation competence, PACTE (2000, pp. 99-106) proposed an initial 
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model, which was then revised (PACTE, 2003, pp. 58-60) as a result of two rounds of 

exploratory studies, the first round with the members of PACTE group, and the second 

round with six professional translators. This model was further tested in a subsequent 

experimental study with 35 translators and 24 foreign language teachers. This model 

(PACTE, 2003) consists of five sub-competences and some physio-psychological 

components.  

• Bilingual sub-competence: Predominantly procedural knowledge needed to 

communicate in two languages. It includes the specific feature of 

interference control when alternating between the two languages. It is made 

up of pragmatic, socio-linguistic, textual, grammatical and lexical 

knowledge in the two languages 

• Extra-linguistic sub-competence: Predominantly declarative knowledge, 

both implicit and explicit, about the world in general and special areas. It 

includes: (1) bicultural knowledge (about the source and target cultures); (2) 

encyclopaedic knowledge (about the world in general); (3) subject 

knowledge (in special areas).  

• Knowledge about translation sub-competence: Predominantly declarative 

knowledge, both implicit and explicit, about what translation is and aspects 

of the profession. It includes: (1) knowledge about how translation 

functions: types of translation units, processes required, methods and 

procedures used (strategies and techniques), and types of problems; (2) 

knowledge related to professional translation practice: knowledge of the 

work market (different types of briefs, clients and audiences, etc.)  

• Instrumental sub-competence: Predominantly procedural knowledge 

related to the use of documentation sources and an information and 
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communication technologies applied to translation: dictionaries of all kinds, 

encyclopaedias, grammars, style books, parallel texts, electronic corpora, 

searchers, etc.  

• Strategic sub-competence: Procedural knowledge to guarantee the 

efficiency of the translation process and solve the problems encountered. 

This is an essential sub-competence that affects all the others and causes 

inter-relations amongst them because it controls the translation process. Its 

functions are: (1) to plan the process and carry out the translation project 

(choice of the most adequate method); (2) to evaluate the process and the 

partial results obtained in relation to the final purpose; (3) to activate the 

different sub-competencies and compensate for deficiencies in them; (4) to 

identify translation problems and apply procedures to solve them.  

• Psycho-physiological components: Different types of cognitive and 

attitudinal components and psycho-motor mechanisms. They include: (1) 

cognitive components such as memory, perception, attention and emotion; 

(2) attitudinal aspects such as intellectual curiosity, perseverance, rigour, 

critical spirit, knowledge of and confidence in one’s own abilities, the 

ability to measure one’s own abilities, motivation, etc.; (3) abilities such as 

creativity, logical reasoning, analysis and synthesis, etc. (PACTE, 2003, pp. 

58-59).  

This model is also graphically depicted. Figure 2.1 shows the model. 



 29 

 

Figure 2.1 Translation competence model by PACTE (2003, p. 60) 

As can be seen, this model not only defines the sub-competences of translation 

competence, but also specifies the components of each sub-competence, which cannot 

be found in the previous models. This could be very helpful for empirical researchers 

to develop data collection instruments. Moreover, it demonstrates the relationship 

among the sub-competences. Generally, strategic sub-competence is believed to be the 

central sub-competence, which is surrounded by other sub-competences, and all the 

sub-competences are interrelated. However, it seems that the depicted relationship is 

still to a large extent unclear. While it is intuitive and reasonable to assume that these 

sub-competences are interrelated, the degree of relatedness between each pair of sub-

competence is not addressed sufficiently. For example, does bilingual sub-competence 

relate more to extra-linguistic sub-competence than to instrumental sub-competence? 

Do psycho-physiological components influence strategic sub-competence? These are 

not specified in the model. 
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In addition, there seems to be some methodological weaknesses in the experiment that 

the model was based on. The main problems of the experiment are that the texts were 

selected by the researchers for the purpose of controlling variables, the completion of 

translations was in an experimental environment, and the subjects completed the tasks 

individually. Therefore, arguably, this study can only identify the sub-competences 

that translators use to translate a text individually in a controlled environment but not 

other sub-competences that translators also rely on in real translation workplaces. For 

example, in order to finish a real translation task, translators may need to cooperate 

with other translators or experts, and they may need to communicate with their clients 

for clarification or to understand their specific requirements at various translation 

stages. As Mackenzie (2004) pointed out, “in the translation industry today, the 

translator’s roles require not only linguistic-cultural skills, but also interpersonal skills, 

since translation is becoming more and more of a team effort” (p. 32). However, these 

activities were not involved in the design of the experiment. Inevitably, therefore, 

some related sub-competences might not have been included in this model. 

On the basis of the ideal translation process model of Hönig (1991; 1995) and the 

PACTE (2003) model, Göpferich (2009) developed a translation competence model 

and conducted a longitudinal study to investigate the development of translation 

competence. Her model includes the following competences: 

• Communicative competence in at least two languages. This sub-

competence corresponds to the “bilingual sub-competence” of the PACTE 

model. 

• Domain competence. This sub-competence corresponds to the “extra-

linguistic sub-competence” of the PACTE model. 
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• Tools and research competence. This sub-competence corresponds to the 

“instrumental sub-competence” of the PACTE model. 

• Translation routine activation competence. This competence comprises the 

knowledge and the abilities to recall and apply certain – mostly language-

pair-specific – (standard) transfer operations (or shifts) which frequently 

lead to acceptable target language equivalents. 

• Psychomotor competence. These are the psychomotor abilities required for 

reading and writing (with electronic tools). 

• Strategic competence. This corresponds to the “strategic competence” of 

the PACTE model (Göpferich 2009, pp. 21-23). 

She also emphasised that there are three factors that influence translators’ use of these 

sub-competences when they translate. The three factors include: the translation brief 

and translation norms; the translator’s self-concept/professional ethos; and the 

translator’s psycho-physical disposition. Göpferich also offered a graphic illustration 

of the model, which is reproduced below (see Figure 2.2)  

 

Figure 2.2 Translation competence model by Göpferich (2009, p. 21) 
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It is interesting to note that Göpferich’s (2009) model is often cited along with PACTE 

(2003) model when discussing studies that employ an empirical approach to 

investigate translation competence (e.g., Jiménez-Crespo, 2014; Robert, Remael, & 

Ureel, 2017). However, in fact, this model is essentially different from the PACTE 

model. Although both studies involved some empirical evidence, they differ markedly 

with respect to the underlying rationales. The logic behind Göpferich’s research is to: 

1) propose a translation competence model with various sub-competences; 2) conduct 

a longitudinal study; 3) examine students’ development of the proposed sub-

competences. Obviously, the aim of Göpferich’s research was not to verify the model 

itself, but rather to use it as a “framework of reference for the research project” 

(Göpferich, 2009, p. 12) that investigated the development of translation competence. 

Therefore, it can be argued that Göpferich’s model is theoretically driven but is not 

empirically tested.  

In comparison, the PACTE model is both theoretically driven and empirically tested. 

The development of the PACTE model went through mainly three steps, including 1) 

proposing a translation competence model with various sub-competences; 2) 

conducting the pilot studies to modify the model; 3) conducting the main study 

(experiment) to examine whether these sub-competences actually exist in professional 

translators and language teachers. Therefore, the PACTE group was working on the 

model itself, and the PACTE model was backed up by empirical evidence.  

Despite the differences, both models focus primarily on the competences that 

translators need to translate a text to a required standard. Consequently, these models 

marginalise, or neglect, the competences that translators also rely on as professionals 

in the translation industry (Biel, 2011; Pym, 2003a). In other words, this strand of 



 33 

research reflects an underlying epistemology that views translation primarily as a 

cross-lingual activity and that overlooks the important vocational nature of translation 

as a business or professional service. Such models “are forever condemned to lag 

behind both technology and the market” (Pym, 2013, p. 490). 

2.1.3 Translator competence models 

After reviewing the translation competence models in the above section, the following 

section focuses on the translator competence models in the literature, that is, the 

models that view translation as both a cross-lingual activity and a business or 

professional service. 

2.1.3.1 Two-dimensional models 

Several translator competence models have been developed, which highlight the 

professional-related competences that translators need as professionals in the modern 

translation market.  

Kiraly (2006, 2013) argued that as well as translation competence (TC) per se, 

translator competence should also include personal competence (PC) and social 

competence (SC). He also specified the elements of the three competences: 

• Translation competence per se: knowledge and skills include linguistics, 

culture, text typology, norms and conventions, terminology, world 

knowledge, strategies, technology, and research. 

• Personal competence: autonomy, preparedness for lifelong learning, quality 

control, sense of professional responsibility. 

• Social competence: etiquette, negotiation, teamwork (Kiraly, 2006, pp. 72-

74). 
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He also provided a figure to demonstrate his model (see Figure 2.3). 

 

Figure 2.3 Translator competence model by Kiraly (2006, p. 75) 

As can be seen, in this model, translation competence takes up only one half of the 

model, and the other two professional-related competences, namely social competence 

and personal competence, are also critical components. In this way, the “emphasis is 

placed on the complex nature of the professional translator’s task and the nonlinguistic 

skills that are required” (Kiraly, 1995, p. 16). 

The major difference between this model and the translation competence models as 

reviewed above (see Figure 2.1 and Figure 2.2) is that professional-related 

competences are highlighted in this model by putting them at the same level as the 

other competences, while these competences are somewhat marginalised in the 

translation competence models. For example, the PACTE model (2003) includes 

“knowledge related to professional translation practice: knowledge of the work market 

(different types of briefs, clients and audiences, etc.)” (p. 59) under knowledge about 

translation sub-competence. Similarly, Schäffner’s model (2005) includes “the ability 

to negotiate and collaborate with other translators and subject matter experts to 
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accomplish the task at hand, i.e., the social aspects of the translation event” (p. 243) 

under the transfer competence.  

Similarly, the European Master’s in Translation (EMT) Expert Group, whose aim is to 

develop a European reference framework for translation programmes at master level 

throughout the European Union, has proposed a more detailed and hierarchical model 

of translator competence (EMT Expert Group, 2009). This model is reproduced in 

Figure 2.4. As can be seen, this model stresses explicitly the central role of 

professional-related competence, namely translation service provision. 

 

Figure 2.4 Translator competence model by EMT Expert Group (2009, p. 4)  

Recently, this model has been modified (EMT Board, 2017). In the EMT Board model, 

five areas of competences are defined and specified, including language and culture, 

translation, technology, personal and interpersonal, and service provision.  

• Language and culture: all the general or language-specific linguistic, 

sociolinguistic, cultural and transcultural knowledge and skills that 

constitute the basis for advanced translation competence. 

• Translation: the actual meaning transfer phase between two languages 

(including the use of relay languages); all the strategic, methodological and 

thematic competences that come into play before, during and following the 
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transfer phase per se – from document analysis to final quality control 

procedures. 

• Technology: all the knowledge and skills used to implement present and 

future translation technologies within the translation process; basic 

knowledge of machine translation technologies and the ability to 

implement machine translation according to potential needs. 

• Personal and interpersonal: all the generic skills, often referred to as “soft 

skills”, that enhance graduate adaptability and employability.  

• Service provision: all the skills relating to the implementation of translation 

and, more generally, to language services in a professional context – from 

client awareness and negotiation through to project management and 

quality assurance (EMT Borad, 2017, pp. 6-11). 

Figure 2.5 shows the model. As can been seen, the EMT Board model seems more 

conservative, compared to the EMT Expert Group model above, as it does not place 

professional-related competences, namely personal and interpersonal, and service 

provision, at a central position in the model. Instead, the professional-related 

competences are placed at the level as the other competences. 

 

Figure 2.5 Translator competence model by EMT Board (2017, p. 1) 
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These translator competence models, although they include professional-related 

competences that have been neglected by translation competence models, seem again 

to have a similar limitation that most of the translation competence models have, 

namely a lack of strong empirical support, if there is any. The authors (EMT Board, 

2017; Kiraly, 2013) claimed that these translator competence models were based on 

some sort of empirical evidence, but it appears this evidence lacks validity from a 

scientific point of view.  Kiraly (2013) declared that his model was based on the 

“collaborative brainstorming activities involving teachers and advanced students of 

translation during intensive international workshops on innovation in translator 

education that had been held over a five-year period” (p. 202). The EMT Board (2017) 

stated that their model was produced “following a consultation process involving the 

network membership and language industry stakeholders” (p. 2). However, they have 

never demonstrated how the data were collected, with which instruments, and how the 

data were analysed, and they have not presented any direct empirical evidence in their 

publications in this regard. Therefore, it is unclear whether these models are developed 

through a systematic scientific manner, compared to the experiment of the PACTE 

model, which has been explained in detail by the PACTE group in a monograph (see 

Hurtado Albir, 2017). These translator competence models, with only some so-called 

empirical data (but never reported), might be better viewed as models that are based 

on anecdotal observations. But again, this does not mean that these models do not 

grasp the real components of translator competence. 

Another limitation of these translator competence models is that they are “flat and 

static” (Kiraly, 2013, p. 202), and therefore, they may not adequately reveal the 

complexity in translator competence (Kiraly, Massey, & Hofmann, 2018). According 

to Kiraly (2013), modelling translator competence should not be separated from 
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demonstrating the dynamic and contextualised process of translator competence 

development. Accordingly, Kiraly (2013) proposed a complicated translator 

competence model, which is reviewed next. 

2.1.3.2 Multi-vortex model 

Kiraly (2013) proposed a multi-vortex model, which not only demonstrated translator 

competence but also its development. This model was subsequently modified by 

Kiraly and colleagues (Kiraly et al., 2018). Figure 2.6 reproduces the latest version of 

the model. 

 

Figure 2.6  Translator competence model by Kiraly and colleagues (Kiraly et al., 2018, 

p. 24) 

Kiraly (2015) argued that the sub-competences of translator competence will gradually 

and eventually turn into a super-competence - profession translator competence – as a 

result of competence development from all learning moments, such as intuitional 

training and translation practices. However, Kiraly and colleagues (2018) stressed that 
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they did not intend to specify the sub-competences in the model, as they believed that 

the sub-competences of translator competence vary in different contexts, such as 

different institutions and countries. The sub-competences in the above figure, namely 

communicative, cultural, interpersonal, instrumental, thematic and organizational sub-

competences, were only a result of their own research project for translation education. 

These sub-competences are not necessarily relevant to the sub-competences in other 

contexts. 

This model may reflect the intertwined, context-dependent nature of the components 

of translator competence and the complex process of competence development, but it 

seems that this model is far too complex for translation teaching and learning. Besides, 

without specifying the components of translator competence, empirical researchers 

may find it difficult to take this model as a framework in their research. Thus, the two-

dimensional and multi-componential models seem to be more useful for translation 

teachers and students as well as for research purposes. Pedagogically, they can help 

translation teachers set teaching objectives and assess students’ competence 

development (García-González & Veiga Díaz, 2015; Quinci, 2015; Way, 2008). They 

can be used as a framework of reference for translation students to identify the 

knowledge and skills they have acquired and those they need to develop. For 

translation researchers, especially those using empirical approaches, the two-

dimensional and multi-componential models are useful in determining what exactly 

needs to be investigated.  
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2.1.4 Research on translation/translator competence in the Chinese academia 

Considering that this research is conducted in the Chinese context, it is necessary to 

have an overview of the research on translation/translator competence in the Chinese 

academia.  

Translation/translator competence has received much attention in the Chinese 

academia, especially after independent translation programmes at both undergraduate 

and postgraduate levels have been established in Chinese university since 2006. For 

the purpose of translation teaching, there is an urgent need among Chinese translation 

scholars and teachers to fully understand translation/translator competence. As a result, 

many scholars have focused on the introduction to and interpretation of the work in the 

English academic circle, in the hope of promoting such research and bringing insights 

to translation education innovation in China. For example, Tong (2010) did a thorough 

analysis of the PACTE model, based on which he provided some pedagogical 

implications for translation teaching in the Chinese context. Yang and Wang (2010) 

reviewed major English literature on translation competence and its development, and 

they offered some methodological suggestions for conducting research on translation 

competence. Such an effort can also be found in many other studies (e.g., Li, 2011; 

Miao, 2007; Wang, 2012; Wu, 2015). 

There are also some scholars who have made efforts to develop translation/translator 

competence models in consideration of the Chinese context. For example, based on the 

teaching objectives of MTI programme in China, that is, developing translation 

students’ abilities to compete in the Chinese translation market, Mo, Wu and Liu 

(2015) proposed a professionalised translator competence model. In their model, they 

specified twelve sub-competences, which were categorised into two broad dimensions 
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– translation competence and workplace competence. Similarly, Tao (2012) built a 

translator competence model based on the theory of constructivism and the experience 

of MTI education in China. In her model, she proposed three competences, including 

communicative competence, professional competence and translational competence, 

each contains five to six sub-competences. Although these models attempt to localise 

translation/translation competence to the Chinese context, they are primarily based on 

anecdotal observations and lack empirical support, which are similar to most of the 

models reviewed in the previous sections. 

An exception is a study conducted by Qian (2011), who employed empirical methods 

in developing her model. In her study, she conducted different types of interviews, 

including unstructured and semi-structured interviews, and focus groups, with 

undergraduate translation students and professional translators. Based on grounded 

theory, she proposed a pyramid model of translation competence, which included 

internal driving force as the foundational and implicit skills, and cognitive ability, 

linguistic competence and operational skill as the more sophisticated and explicit 

skills to the top. The interrelationship between the four sub-competences was also 

examined by including more than 300 translation students and professional translators 

in a survey. The study found that the internal driving force appeared to the most 

influential sub-competence for translation, and there was an intertwined relationship 

among the four sub-competences.  

Overall, the research on translation/translator competence by Chinese scholar shares 

many similarities with scholars outside China. It has generally been accepted that the 

competences that translator possess should not be limited to language-related 

competences.  
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Based on the above review of literature on translation/translator competence research, 

the researcher decided that a multi-componential perspective on translator competence 

would be taken in this empirical study. The reasons for taking a multi-componential 

perspective are not only it is a common practice by most scholars, but more 

importantly, it is practical for this study. By dividing translator competence into 

several specific sub-competences, this study could have a clear framework, with which 

the items in the quantitative questionnaires could be developed, and the codes and 

themes in the deductive thematic analysis of the qualitative data could be determined 

accordingly. The reason for using the term translator competence instead of 

translation competence is that both translation competence and professional 

competence are believed to be indispensable for translators. Although there are many 

translation/translator competence models in the literature (as reviewed above), it 

should be noted that there is no perfect, or superior, model and that the model used in 

a study depends on the purpose of that particular study (Lesznyák, 2007; Pym, 2003a). 

Therefore, the theoretical framework of translator competence in the present study will 

be based on the translation competence model by the PACTE (2003) and the translator 

competence model by Kiraly (2006). There are two reasons for the inclusion of the 

PACTE model (2003). Firstly, as explained earlier, this model is supported by 

empirical evidence. Secondly, it specifies the elements of each sub-competence. 

Therefore, this model is chosen for its higher reliability and its detailed information 

about each sub-competence, which could be used as a guide for instrument 

development. The reason for the inclusion of Kiraly’s (2006) model is that the PACTE 

(2003) model only contains sub-competences that are related to translation 

competence, while Kiraly’s (2006) model could guide the current study to include 

professional-related competences in the framework. 
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2.1.5 Summary of trends in research on translation/translator competence 

Having reviewed the extant research on translation competence models and translator 

competence models in detail, a brief summary of key points is now presented here.  

1) Even though various terms have been used to refer to the knowledge and skills 

that translators possess, the terms translation competence and translator 

competence have emerged in recent years as the two most frequently employed 

ones.  

2) Translation competence is used to refer to the knowledge and skills that a 

translator needs to translate a text to a required standard. The use of this term 

reflects an underlying epistemology that views translation primarily as a cross-

lingual activity. 

3) Translator competence is used to refer to the knowledge and skills that a 

translator needs in order to work professionally in the translation market. The 

use of this term reflects an underlying epistemology that both views translation 

as a cross-lingual activity and as a business or professional service. 

4) Generally, translation/translator competence is understood as a multi-

componential construct, which can be broken down into several sub-

competences. 

5) Most existing translation competence models have been criticised for 1) 

focusing on linguistic competences only, especially the early models by Wilss 

(1982), Roberts (1984), Bell (1991), and Delisle (1998), 2) lacking empirical 

support, and 3) ignoring the professional dimension of translation. 

6) Comparatively, most existing translator competence models have included the 

sub-competences of translation competence, as well as professional sub-
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competence. However, these models are either not based on empirical research 

or too sophisticated for translation education. 

7) Chinese scholars generally share similar ideas about translation/translator 

competence with scholars outside China. 

 

 

2.2 Teacher Cognitions and Teaching Practices 

 

This section reviews the literature on teacher cognitions and teaching practices. To 

begin with, the terminological and definition issues are introduced. Then, the sources 

of teacher cognitions will be examined. After that, the relationship between teacher 

cognitions and teaching practices and the justifications of introducing student 

cognitions into teacher cognitions research are explored. In the end, a summary is 

provided. 

It should be noted that, although this study investigates translation teachers, the 

following review relies on the literature in the fields of language teaching and general 

education in broad terms. This is because there is a scarcity of research on translation 

teachers (relevant literature will be reviewed below in Section 2.3). Therefore, this 

review would primarily examine the insights from research on language teachers, 

whose job has some similarities to that of translation teachers, and relevant findings 

from the field of general education are also addressed in this review. 

2.2.1 Teacher cognitions in general 

Research on teacher cognitions has become one of the central topics of education 

research after four decades of development.  Since the 1970s, research on teachers’ 

knowledge, beliefs and teaching practices has emerged as an important area in the 
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field of education research after the shift of focus from the predominant process-

product approach towards teacher cognition (Dunkin & Biddle, 1974; Freeman, 1993). 

The research on the relationship between teachers’ behaviours and students’ learning 

outcomes has become less popular than the study of how teacher’s mental processes 

shape their actions in teaching (Freeman, 2002). However, the heated discussion on 

teacher cognitions is accompanied by a conceptual confusion, including the 

terminological diversity and the controversy about the distinction of teacher 

knowledge and teacher beliefs. 

Terminological diversity 

A range of terms has been used in literature to refer to the psychological constructs of 

teachers (Calderhead, 1996; Clark & Peterson, 1986; Connelly & Clandinin, 1985; 

Dann, 1990; Elbaz, 1991; Richards & Pennington, 1998). Clandinin and Connelly 

(1987) identified a list of terms that has been used in the literature, including:  

Teachers’ conceptions, teacher perspectives, teachers’ understandings, teacher 

constructs, teacher principles of practice, teacher beliefs and principles, teacher 

practical knowledge, teacher conceptions, teachers’ personal practical 

knowledge (p. 447). 

Clandinin and Connelly (1987) also proposed another term for their own study: 

personal practical knowledge. Similarly, Pajares (1992) found that in educational 

psychology, researchers choose different words to define beliefs, including: 

attitudes, values, judgments, axioms, opinions, ideology, perceptions, 

conceptions, conceptual systems, preconceptions, dispositions, implicit theories, 

explicit theories, personal theories, internal mental processes, action strategies, 
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rules of practice, practical principles, perspectives, repertoires of understanding 

and social strategy (p. 309). 

Borg (2006) listed more than 30 terms that have been used in this field. However, this 

diversified use of terminology still exists as the study goes wider and deeper, rather, 

more terms are introduced into the field in recent years. For example, theoretical 

knowledge, personal knowledge, impersonal knowledge and understandings are used 

(Woods & Çakır, 2011); teacher knowledge and knowledge-for-teachers can also be 

found in the literature (Xu & Connelly, 2009). The reason for this phenomenon is 

mostly because teachers’ psychological constructs are complex in nature. The terms 

that have been used by researchers actually refer to the similar or even same concepts 

(Borg, 2006; Pajares, 1992). 

Knowledge, beliefs and cognitions 

The differentiation between the concepts of knowledge and beliefs has been discussed 

widely. Many philosophers, psychologists and educational researchers have made a 

tremendous effort to distinguish knowledge from beliefs (Clandinin & Connelly, 1987; 

Elbaz, 1983; Golombek, 1998; Kagan, 1992a; Pajares, 1992; Richardson, 1996; 

Verloop, Van Driel, & Meijer, 2001; Woods & Çakır, 2011). In Table 2.1, a few 

examples of the definitions of beliefs and knowledge from the literature are listed. 

Theoretically, beliefs can be distinguished from knowledge in the following ways. 

Firstly, beliefs are more subjective and implicit, which mean that they do not 

necessarily have a base in evidence. Knowledge is more objective and explicit, and it 

needs justification, or external validation (Alexander, Murphy, & Woods, 1996; 

Pajares, 1992; Richardson, 1996; 2003; Smith, Siegel, & McInerney, 1995; 

Southerland et al., 2001; Woods, 1996). Secondly, beliefs are idiosyncratic and 
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personal, and they can be different or even contradictory from teacher to teacher. 

Knowledge is universal and impersonal, and teachers with different beliefs may have 

the same knowledge (Woods & Çakır, 2011). Thirdly, beliefs are an affective outcome 

of thoughts with a significant emotional component while knowledge is a cognitive 

outcome of thoughts that is rational and non-emotional, and is gradually developed, 

and well structured (Cess-Newsome, 1999; Ernest, 1989). 

Distinguishing knowledge from beliefs at the theoretical level may be manageable, but 

empirically it is hopeless to do so since they are intertwined in teachers’ mind, and it is 

difficult to separate them based on the data collected and to illustrate the different 

influences of beliefs and knowledge on teaching and learning (Borg, 2006; 

Southerland et al., 2001). As Alexander and Dochy (1995) explained, “it is unclear 

where the boundaries of these two fundamental concepts lie. Are knowledge and 

beliefs, in actuality, synonyms marking the same semantic territory, or are they 

antonyms denoting orthogonal dimensions of human understanding” (p. 415)? 

Therefore, most researchers admit that knowledge and beliefs are inseparable, and it is 

counterproductive to keep the distinction, especially in empirical research (Cobern, 

2000; Pajares, 1992; Verloop et al., 2001). In recognition of the complexity and the 

inability to distinguish these constructs in empirical studies, most researchers tend to 

use the terms together, interchangeably or only one of them (Alexander et al., 1991; 

Kagan, 1990; Southerland et al., 2001).  
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Table 2.1 Definitions of beliefs and knowledge 

 Source Definition 

Beliefs Kagan (1992a, pp. 65-66) A provocative form of personal knowledge that is generally defined as pre- or inservice 

teachers’ implicit assumptions about students, learning, classrooms and the subject 

matter to be taught. 

Ford (1994, p. 315) Convictions or opinions that are formed either by experience or by the intervention of 

ideas through the learning process 

Tobin and LaMaster (1995, p. 226) A belief is knowledge that is viable in that it enables an individual to meet goals in 

specific circumstances. 

Crawley and Salyer (1995, p. 613) Preconceptions and implicit theories; and eclectic aggregation of cause-effect 

propositions from many sources, rules of thumb and generalizations drawn from 

personal experience. 

Wenden (1998, p. 517) Individual subjective understandings, idiosyncratic truths, which are often value related 

and characterized by a commitment not present in knowledge. 

Richardson (2003, p. 2) Propositions that are accepted as true by the individual holding the belief, but they do 

not require epistemic warrant. 

Basturkmen, Loewen and Ellis 

(2004, p. 244) 

Statements teachers made about their ideas, thoughts, and knowledge that are expressed 

as evaluations of what “should be done”, “should be the case”, and “is preferable”. 

Murphy and Mason (2006, p. 306)  Refer to all that one accepts as or wants to be true. Beliefs do not require verification 

and often cannot be verified. 
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Borg (2011, p. 370) Proposition individuals consider to be true and which are often tacit, have a strong 

evaluative and affective component, provide a basis for action, and are resistant to 

change. 

Knowledge Green (1971, p. 69) Knowledge is thought to depend on a “truth condition” or warrant that compels its 

acceptance as true by a community 

Alexander, Schallert and Hare 

(1991, p. 317) 

An individual’s personal stock of information, skills, experiences, beliefs and 

memories. 

Wenden (1998, p. 517)  Factual, objective information, acquired through formal learning, and, probably, 

representative of the body of knowledge that constitutes a particular discipline of study. 

Southerland, Sinatra and Matthews 

(2001, p. 333) 

Representations of information in memory 

Murphy and Mason (2006, p. 306) All that is accepted as true that can be externally verified and can be confirmed by 

others on repeated interactions with the object. 
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Teacher cognitions, as “an inclusive term to referring to the complex, practically-

oriented, personalized, and context-sensitive networks of knowledge, thoughts and 

beliefs that language teachers draw on in their work” (Borg, 2006, p. 272), have been 

adopted frequently as an umbrella term in recent years. This term covers both 

knowledge and beliefs in the minds of teachers and avoids the terminological and 

definitional issues. It is defined as “the unobservable cognitive dimension of teaching-

what teacher know, believe, and think” (Borg, 2003, p. 81). In adopting this term and 

definition, researchers will be able to identify meaningful segments in empirical data 

without having to distinguish teacher knowledge from teacher beliefs. It is therefore 

decided, following Borg (2003), that the term teacher cognitions is adopted in this 

study. 

2.2.2 Sources of teacher cognitions 

Past experiences of teachers are believed to be the main sources of teacher cognitions. 

Experiences such as apprenticeship of observation, teacher education, and teaching 

practices have been identified as key factors that shape teacher cognitions. 

Apprenticeship of observation 

Apprenticeship of observation, that is, the experience of being a student in school 

before receiving formal teacher education, is believed to be an important source of 

teacher cognitions (Lortie, 1975). Teachers have many years of schooling experiences 

before receiving teacher education and becoming teachers. During this time, they 

interact with and observe their own teachers, and consequently gain the images of 

teachers and teaching intuitively and imitatively or even unconsciously. Influenced by 

these images, they form their own cognitions about teachers and teaching, and such 
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cognitions keep influencing them when they enter teacher education programmes and 

even when they become teachers.  

Evidence from empirical research on both pre-service and in-service teachers suggests 

a profound influence of apprenticeship of observation on teacher cognitions, especially 

their cognitions about what teachers and teaching should be like. For example, 

Calderhead and Robson’s (1991) study of 12 student primary teachers’ understandings 

of teaching, learning, and the curriculum on entry to teacher training showed that these 

pre-service teachers had vivid images of teaching from their own experiences as 

students. These images were highly influential in their interpretation of the course and 

classroom practices. Also, Flores and Day (2006) investigated the professional 

identities of 14 new teachers, and they suggested that the participants’ former teachers 

and those teachers’ teaching acted as a frame of reference for these participants’ 

understanding of teaching profession. In addition, evidence also shows that in-

service/experienced teachers’ cognitions can still be influenced by their former 

schooling experiences. For example, Hawe, Browne, Siteine and Tuck’s (2010) study 

found four factors that influence the cognitions of both experienced teachers and 

student teachers about the nature and purpose of social studies education and 

apprenticeship of observation was identified as one of them.  

However, it does not necessarily mean that this highly influential experience is totally 

positive for teachers’ teaching practices since these initial cognitions about teaching is 

mostly based on their imaginations (Bronkhorst, Meijer, Koster, & Vermunt, 2011; 

Joram & Gabriele, 1998; Martin & Russell, 2009). As Lortie (1975) pointed out, 

imagining teachers’ feeling and being a teacher are totally different, so the cognitions 

that students established from this experience are individualised and do not include the 
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occupation’s technical knowledge. That is to say, what students learn about teaching 

from their observation can be immature, unrealistic or naive.  

Teacher education 

Teacher education, the period when pre-service teachers receive professional training 

for becoming teachers or the period when in-service teachers receive continuing 

professional training for teacher development, is also an influential factor for teacher 

cognitions. Studies show that pre-service teachers hold a set of well-established 

cognitions from the apprenticeship of observation when they enter teacher education 

programmes. These cognitions could be firm and resistant to change and serve as 

filters for pre-service teachers to interpret new knowledge and new experiences in 

teacher education programmes (Kagan, 1992b; Murphy, Delli, & Edwards, 2004; 

Wubbels, 1992). Nevertheless, teacher cognitions do not remain the same in teacher 

education, as studies have found that both stability and change in teacher cognitions 

can be found during teacher education (Nettle, 1998). The changes of teacher 

cognitions in teacher education may take place in the following two ways.  

Firstly, teacher education adds new contents to pre-service teachers’ cognition system. 

In teacher education programmes, pre-service teachers are provided with various 

courses to help them to understand deeply about learning and teaching and to enact 

their understanding in classroom with diverse students. Consequently, their knowledge 

and beliefs expand. For example, Freeman (1993) recruited four high school French 

and Spanish teachers in his longitudinal study. He found that the in-service master’s 

degree programme helped the teachers to construct a new understanding of their 

teaching. Further evidence that supports the idea that teacher education contributes to 

teacher cognitions can also be found in some quantitative studies. For example, Levin 
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and He’s (2008) investigation into the source of pre-service teacher’s pedagogical 

cognitions showed that teacher education programme coursework seemed to have the 

biggest influence (37%) on their beliefs about teaching. Similarly, another study on the 

source of in-service teachers’ cognitions by the same team  (Levin, He, & Allen, 2013) 

found that what teachers learned during their teacher education programmes 

contributed 28% to their pedagogical cognitions.   

Secondly, teacher education changes the structure of pre-service teachers’ cognition 

system. For example, Sendan and Roberts (1998) conducted a case study on the 

change of one pre-service teacher’s cognitions about teaching effectiveness over 15 

months. At three points of the participant’s cognition development, his cognition 

system was reorganised when new constructs were added, and also some constructs 

associated with different clusters shifted from being in a cluster to being an isolate at 

different times. Cabaroglu and Roberts (2000) studied 12 pre-service teachers’ 

development of cognitions about language teaching and learning and they divided the 

changing process into 12 categories, among which structural changes were found, 

including “re-labelling” (renaming existing belief), “re-ordering” (rearrangement of 

beliefs according to importance), and “linking up” (makes a new connection between 

two constructs). These results suggest that even though teachers’ knowledge and 

beliefs about teaching and learning from apprenticeship of observation are reluctant to 

change, teacher education still has an effect on teacher cognitions. As a result, teacher 

cognitions change to some extent and new concepts are added into their cognition 

system during teacher education. 
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Teaching experience 

Teaching experience, the experience that pre-service teachers gain from teaching 

practicum and the experience that in-service teachers gain from years of teaching, also 

has an impact on teacher cognitions. In teaching, teachers evaluate the socio-cultural 

context, such as school policies, curriculum, syllabus, available resources, students’ 

competence and needs, and so on, as well as reflect on their own classroom practices, 

such as their personal performance, and students’ learning attitudes and outcomes, and 

these activities enable them to use specific strategies, tactics and routines in the 

classroom, and consequently, establish or change their previous cognitions 

(Calderhead, 1996).  

Results of studies on pre-service teachers indicate that teaching practices expose 

teachers to the real teaching environment, in which theoretical knowledge and beliefs 

from the prior experiences are contextualised. Teaching practices may create 

dissatisfaction to components of their cognition system, and therefore motivates them 

to adjust their cognitions and practices. As a result, new components are integrated 

into their cognitions after evaluation and testing in practices (Feiman-Nemser, 

Remillard, & Murray, 1996; Kiggundu, 2011; Murphy & Mason, 2006). For example, 

Ng, Nicholas and Willams (2010) tracked the evolution of 37 pre-service teachers’ 

identities and their cognitions about what a good teacher should be like. The study 

found that at the beginning of the teacher training programme, the pre-service teachers 

were teacher-centred, as they believed that teachers should be experts who control the 

whole teaching process. However, after one year of teacher training and practicum, 

they became more student-centred, as they realised the importance of establishing a 

positive relationship between teachers and students and listening to students’ voices in 
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the classroom. In-service teachers’ cognitions can also be changed with years of 

teaching practices, although it has been found that they are more reluctant to change 

their cognitions and tend to follow certain teaching routines that have been proved by 

themselves to be effective (Richards, 1998; Tsui, 2002). For example, in Senior’s 

(2006) study, a teacher had strong cognitions about the effectiveness of arranging 

students’ seats in a semi-circle or open U shape in teaching. The researcher asked the 

teacher to teach in a classroom where the seats were not arranged as she wished. It 

turned out that after the teaching practice, her cognitions about seating arrangement 

were changed as she started to recognise the effectiveness of other forms of seat 

arrangement. 

Language learning experience 

As for language teachers, apart from the above-mentioned sources which are the main 

sources for teachers in most subjects, it has been found that language learning 

experience has profound influences on their cognitions. Cognitions from this 

experience may help them conceptualise the way of language teaching during teacher 

education and may continue to influence them throughout their teaching career (Borg, 

2003). For example, in Busch’s (2010) study of the influence of a Second Language 

Acquisition course on 381 pre-service teachers’ cognitions, the pre-service teachers 

attributed their pre-course cognitions to the language learning experience in high 

school, and some of the cognitions remained unchanged after the course. Johnson’s 

(1994) study also reported the influence of language learning experience. According to 

the four pre-service English as a second language teachers’ stories, she found that 

these teachers were sceptical about their own teaching practices. However, they did 

not have other alternatives since their prior formal second language learning 
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experience remained as a dominant factor that influenced their understanding of 

themselves as teachers and teaching methods. 

2.2.3 Teacher cognitions and teaching practices 

Consistency and inconsistency between teacher cognitions and teaching practices 

One strand of teacher cognition research has focused on the relationship between 

teacher cognitions and teaching practices. This strand of research primarily aims at 

understanding whether teacher cognitions are consistent with their behaviours in the 

classroom. Research shows that the relationship appears to be complex, as consistency 

between the two and a lack thereof have been the recurring pattern. 

There is some evidence that shows the consistency between teacher cognitions and 

teaching (Farrell & Tomenson-Filion, 2014; Farrell & Kun, 2008; Johnson, 1992; 

Kuzborska, 2011; Watson, 2015; Zhang & Rahimi, 2014). This is not surprising, as 

individuals’ cognitions normally influence their behaviour, and it is generally accepted 

that teacher cognitions guide the teaching activities of teachers in the classroom (Borg, 

2011; Pajares, 1992). When teachers make decisions about what and how to teach in 

the classroom, they make references to their cognitions, either explicitly or implicitly. 

For example, Ng and Farrell (2003) found that the grammar instruction of the 

language teachers in their study was very much governed by these teachers’ cognitions, 

and therefore, for the most part, their cognitions and teaching practices were consistent. 

Similarly, Min (2013) conducted a self-study and found that her cognitions about 

written feedback were in line with her teaching practices. 

On the other hand, it appears that researchers are more interested in the inconsistency 

between teacher cognitions and teaching practices (Basturkmen, 2012; Kubanyiova & 
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Feryok, 2015). The inconsistency has been generally viewed as undesirable or 

negative, which may lead to ineffectiveness in teaching (Borg, 2018; Phipps & Borg, 

2009; Song, 2015). To raise teachers’ awareness of the inconsistency would be helpful 

for teachers to change or update their cognitions and hopefully improve their teaching. 

Therefore, researchers have been motivated to examine the inconsistency. For example, 

Fung and Chow (2002) reported that novice teachers’ cognitions about teaching 

approach was not in line with their teaching practices. They found that the teachers in 

their study conceived themselves as having a student-centred approach to teaching, but 

in fact, they taught students with a more teacher-centred approach. Lee (2008) studied 

28 writing teachers, and she even identified ten mismatches between teacher 

cognitions and written feedback practices. These studies and many others (Jorgensen, 

Grootenboer, Niesche, & Lerman, 2010; Liu, 2011) are evidence that there is an 

inconsistency between teacher cognitions and teaching practices with regard to various 

aspects of teaching. 

It should be noted that although both consistency and inconsistency between teacher 

cognitions and teaching practices have been identified, for most teachers, there is no 

such thing as perfect consistency or complete inconsistency (Buehl & Beck, 2015). It 

is possible that a correspondence exists in some aspects of teacher cognitions and 

teaching practices, whereas a lack thereof exists in other aspects. For example, Farrell 

and Ives (2015) did a case study of a second language reading teacher. They found that 

the relationship between this teacher’s cognitions and teaching practices was 

complicated, as they reported that of the 12 aspects about teaching that the teacher 

believed, some of them were practised in every observed lesson, some were practised 

in most or some of the observed lessons, while two aspects were not practised at all. 

Research attention should not only be paid to identify the consistency and 
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inconsistency between teacher cognitions and teaching practices, but also the extent of, 

or the forms of consistency and inconsistency (Fives & Buehl, 2012). 

In addition, understanding whether teacher cognitions are in line with their teaching 

practices is far from enough for providing implications for teaching practices, teacher 

education and development and educational innovation (Borg, 2018). More 

importantly, “attempts need to be made to explore, acknowledge and understand the 

underlying reasons behind such tensions” (Phipps & Borg, 2009, p. 388), which may 

lie in the socio-cultural contexts of teachers. Below the role of socio-cultural contexts 

in shaping the relationship between teacher cognitions and teaching practices is 

explained in detail.  

Role of socio-cultural contexts 

The inconsistency between teacher cognitions and teaching practices has been 

attributed to the mediation of socio-cultural contexts, that is, factors in the 

sociocultural settings of teachers (Borg, 2006; Cross, 2010). When teachers teach, they 

tend to take account of a multitude of external factors (Burgess & Etherington, 2002; 

Farrell & Bennis, 2013; Gilliland, 2015; Roothooft, 2014). This means that external 

factors can play a role in determining the actions of teachers in the classroom. 

Consequently, in cases where teacher cognitions, although influential in teaching 

practices, are overridden by these factors, the correspondence between teacher 

cognitions and teaching practices may not be guaranteed.  

Various contextual factors have been identified as potential impediments to enacting 

teacher cognitions in teaching practices (Basturkmen, 2012; Buehl & Beck, 2015). 

These factors can be classified into classroom-internal factors and classroom-external 

factors.  
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Many classroom-internal factors are related to students, such as student ability, student 

attitudes, student preferences, student needs, and student behaviours. Some other 

factors include classroom management, class size, time constraint and so on. These 

factors may bring considerable challenges to teachers in teaching. For example, 

Gilliland (2015) found that in making decisions about teaching, the two teachers in her 

study were not only guided by their own cognitions, but also their interpretations of 

their students’ learning needs. Similarly, Philips and Borg (2009) found that students’ 

expectations and preferences, and teachers’ classroom management concerns were the 

primary factors that led teachers to teach in ways that were different from their 

cognitions. The influence of classroom-internal factors on the relationship between 

teacher cognitions and teaching practices has also been identified in some other studies 

(e.g., Andrews, 2003; Burns & Knox, 2005; Zhang, 2014). 

In addition to classroom-internal factors, classroom-external factors can also 

potentially cause misalignments between teacher cognitions and teaching practices. 

Classroom-external factors that have been identified include colleagues, availability of 

resources, school or social culture, educational policies, curriculum and syllabus, etc.  

For example, Feryok (2008) found that the teaching practices of the teacher in her 

study were affected by the institutional expectations about classroom activities, which 

were different from communicative language approach, an approach that the teacher 

believed was more effective. Bullock (2010) found that one of the teachers in her 

study chose not to implement self-assessment in his writing course not only because of 

his concerns about classroom management issues, but more importantly because of a 

lack of resources, such as support and professional guidance, for him to do so, 

although the teacher acknowledged the value of self-assessment in teaching. 

Chimbutane (2013) found that some of the teachers in his study tended not to use L1 
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(African languages) in their L2 (Portuguese) classroom, although these teachers were 

positive about their government’s reform which encouraged teachers to use their L1 in 

the classrooms. He suggested that the reason for this gap lied in the prolonged 

influences of the colonial educational policies (the ban of the use of African languages 

in Portuguese-language and Portuguese-medium courses) on these teachers in the post-

colonial environment. 

To sum up, the relationship between teacher cognitions and teaching practices is 

complex, as both consistency and inconsistency can be found. The relationship cannot 

be examined without situating teachers in their socio-cultural contexts, in which 

various types of constraints or opportunities at different levels could potentially cause 

a gap between teacher cognitions and teaching practices. 

2.2.4 Necessity of linking teacher cognitions to student cognitions 

One criticism against the current teacher cognition research is that it focuses solely on 

teachers, and in no small extent, ignores the other party in the classroom, namely 

students. By reviewing the extant literature, it can be found that teacher cognition 

research mainly describes teacher cognitions in specific aspects of teaching, such as 

cognitions about grammar (Borg, 2003; Farrell & Lim, 2005; Ng & Farrell, 2003; 

Watson, 2015), corrective feedback (Mori, 2011; Roothooft, 2014), teaching 

approaches (Chan, 2014; Feryok, 2008), and assessment (Barnes, Fives, & Dacey, 

2015; Brown, Lake, & Matters, 2011). Some studies also compare teacher cognitions 

with their teaching practices (as reviewed in Section 2.2.3). On the other hand, 

research on students, particularly on student cognitions can also be found in the 

literature. However, these studies of teacher cognitions and student cognitions are 

mostly done separately, rather than in a single study. As Kubanyiova and Feryok 
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(2015) commented, one of the threats to teacher cognition research is “our systematic 

failure to address the links between language teachers’ inner worlds and their teaching, 

and their students’ inner worlds and their learning” (p. 442).  

There is a need to understand the interrelationship between teacher cognitions and 

student cognitions (Tsui, 2011). This is because teachers and students are both active 

players in the classroom, although they have different roles in the teaching and 

learning process. Theoretically, if the two sides have common ground in their 

cognitions, for example, same or similar cognitions about what should be taught and 

how to teach, then students would be more positive about learning, and presumably, 

both teaching and learning could be more effective and productive. On the contrary, if 

the two parties are at odds over their cognitions, then it is very likely that the impact of 

teachers’ instruction on students’ learning would be diminished, and students’ 

motivation to learn, involvement and satisfaction in learning activities, and learning 

outcomes would be negatively affected (Brown, 2009; Schulz, 1996). This is the 

reason why many scholars call for the integration of teacher cognitions and student 

cognitions into the same study (Barcelos & Kalaja, 2013; Kubanyiova, 2014, 2015; 

Tsui, 2011). 

Such a call for making links between teacher cognitions and student cognitions has 

been taken up by some scholars, particularly in recent years and it is found that there 

are various inconsistencies between teacher cognitions and student cognitions. For 

example, Hu and Tian (2012) conducted a survey in the UK higher education sectors, 

which involved 60 Chinese as a Foreign Language students and 15 teachers. They 

found salient differences between the students and the teachers in terms of their 

cognitions about the effectiveness of different tone learning and teaching strategies. 



 62 

Similarly, Brown (2009)  compared the cognitions of 49 language teachers and around 

1600 of their students and he found significant discrepancies between the teachers’ 

and the students’ cognitions about effective teaching practices. Some qualitative 

studies have also identified the inconsistencies. For example, by means of conducting 

semi-structured interviews and stimulated recalls with 15 English as a Second 

Language university students and five university instructors over two years, Zhou, 

Busch and Cumming (2014) found limited correspondence between the cognitions of 

the students and the teachers. The students strongly preferred to improve formal 

grammatical features, particularly verb tenses and clause structure, whereas the 

teachers did not believe that it was necessary to address students’ grammatical issues 

in their writing courses. Similarly, a mismatch between teachers’ and students’ 

cognitions about the roles that teacher should play in teaching was reported in Wan, 

Low and Li’s (2011) study, which investigated a group of Chinese university teachers 

and two groups of their English major students with metaphor elicitation task and 

follow-up interviews. 

These studies show that discrepancies between teachers’ and students’ cognitions are a 

common phenomenon, although consistencies can also be found.  Understanding the 

interrelationship, especially identifying the discrepancies between teacher cognitions 

and student cognitions is significant for exploring the impact of such discrepancies and 

the possible ways to narrow down the discrepancies, and eventually improve teachers’ 

teaching and students’ learning. For example, Brown (2009) suggested that since there 

are potential gaps between teacher cognitions and student cognitions, teachers not only 

need to find out the gaps but more importantly make moves to bridge the gap, such as 

explicitly justify or discuss with their students about the teaching activities in the 

classroom. 
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2.2.5 Methods for investigating teacher cognitions 

Teacher cognitions, as psychological constructs, cannot be seen directly. Therefore, 

the only way to uncover them is to employ instruments to collect different forms of 

evidence that can reflect them. Until now, the most widely employed instruments 

include questionnaires, interviews, and observations (Borg, 2006). 

One of the most common instruments that researchers tend to use is Likert-scale 

questionnaires. Some studies employ ready-to-use questionnaires or adapt existing 

questionnaires which fit in their own research interest. For example, the questionnaire 

Beliefs about Language Learning Inventory, which was developed by Horwitz (1985), 

has been widely used by scholars to explore teachers’ and students’ cognitions about 

language learning (e.g., Altan, 2012; Bernat, 2006; Kern, 1995; Macalister, 2012; 

Peacock, 1999). Gao and Ma (2011) adapted the questionnaire by Gu (2005) to 

examine pre-service and in-service language teachers’ cognitions about vocabulary 

learning and teaching. Some other studies turn to develop questionnaires for their 

specific purposes when there are no existing questionnaires that probe into the 

particular aspects that these studies aim at. For example, Chavez (2007) developed a 

questionnaire to understand teachers’ and students’ cognitions about eight aspects of 

accuracy in the oral production of German as a foreign language. Graham, Santos and 

Francis-Brophy (2014) developed their own questionnaire to understand teacher 

cognitions about listening pedagogy. Likert-scale questionnaires can elicit quantitative 

data from a large group of teachers and students in an economic and efficient way. The 

data is analysed with various statistical procedures. 

One of the disadvantages of Likert-scale questionnaires is that they may collect data 

about what teachers think is ideal, expected, and socially-desirable (Borg, 2006, 2018), 
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rather than the actual cognitions they have in their minds. As a solution to this 

disadvantage, some studies also incorporate some open-ended questions in their 

quantitative questionnaires for qualitative data (e.g., Bullock, 2010; Busch, 2010). 

Nonetheless, since questionnaires normally over-simplify the complexity of cognitions 

and tend to take teachers out of their contexts, many scholars prefer to use qualitative 

instruments to understand teacher cognitions in more detail.  

Interviews, as a traditional qualitative data collection method in educational research, 

are frequently used in teacher cognition research. Semi-structured interviews appear to 

be the top choice of researchers. In such interviews, researchers arrange individual 

conversations with teachers to get them to talk about a series of topics or to answer 

some broadly defined questions concerning their cognitions (e.g., Borg, 2011; Tsui, 

2003). The key reason for using semi-structured interviews in teacher cognition 

research is that they create a positive environment for teachers to reflect and disclose 

their personal thinking, which are largely implicit and could be difficult to articulate 

(Mangubhai, Marland, Dashwood, & Son, 2004). That is to say, this method makes it 

possible for teachers to express their ideas explicitly.  

Stimulated recall, as another form of interviews, has also been used to explore teacher 

cognitions (e.g., Phipps & Borg, 2009; Yin, 2010). This instrument is usually utilised 

to capture an individual’s concurrent thinking during the event that is recorded. 

Typically, stimuli such as audio-recordings, video-recordings, and transcripts of 

teachers’ teaching are used to help teachers recall their mental process at a specific 

time of their teaching. In teacher cognition research, however, it appears that this 

instrument is more often used “as the basis of concrete discussions of what the 

teachers were doing, their interpretations of the events represented in the stimuli and 
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of their reasons for their instructional decisions they were taking” (Borg, 2006, p. 219). 

What teachers are thinking actually at some specific moments appears not to be most 

researchers’ concerns. In addition to semi-structured interviews and stimulated recall, 

focus groups (e.g., Underwood, 2012) have also been used, together with semi-

structured interviews and/or stimulated recall in many cases, as additional sources for 

understanding teacher cognitions. 

Observations have also been employed in studies of teacher cognitions to record the 

teaching practices of teachers in their daily classrooms. The rationale for using this 

instrument is that it provides another perspective, in addition to teachers’ personal 

statements, to “capture the complexity of contextual variables in which teachers’ 

beliefs are embedded as well as teachers’ actual beliefs and practices, rather than 

idealized ones” (Song, 2015, p. 270). It could assist researchers to make references 

about teachers’ cognitive processes from another angle (Borg, 2003). However, it 

seems that in many studies, the data collected from observations has been used as the 

basis for stimulated recall to elicit teacher cognitions, rather than itself as a source of 

evidence of teacher cognitions. It is unclear how to make a direct connection between 

observations and teacher cognitions. Nevertheless, observations function as an 

important method for understanding teaching practices, and this instrument has been 

widely used in many studies that examine the relationship between teacher cognitions 

and teaching practices. 

Reflective writing, which requires teachers to write up the ideas or feelings in relation 

to some specific topics, is another qualitative instrument that researchers use to 

uncover teachers’ cognitive processes. Some forms of reflective writing, such as 

journal writing (e.g., Farrell & Ives, 2015; Yuan & Lee, 2014) and narrative frames 
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(e.g., Barkhuizen & Wette, 2008; Moodie & Feryok, 2015; Xu, 2014) have been 

employed by some researchers. However, compared to questionnaires and interviews, 

this instrument has been less frequently used so far, probably as a result of the 

additional commitment and effort required on the participants (Borg, 2006). 

Using the above instruments to elicit teacher cognitions, as Kubanyiova and Feryok 

(2015) suggested, reflects an epistemology that sees teacher cognitions as a static 

construct, or concrete properties of individuals that are ready to be picked up. Another 

understanding of teacher cognitions is that they are situated constructs, which are the 

“emergent sense making in action” (Kubanyiova & Feryok, 2015, p. 437), namely the 

concurrent thinking of teachers when they are teaching. If teacher cognitions are seen 

in this way, then the collection of cognitive data from teachers should be done at the 

time of teaching. However, it seems unrealistic to require teachers to tell researchers 

what they are thinking when they are teaching, although some instruments, such as 

think-aloud protocol and Functional Magnetic Resonance Imaging (fMRI), may be 

used to collect cognitive data in real-time. This explains why there are limited studies 

that investigate teacher cognitions in this way. 

In general, a range of instruments can be used to explore teacher cognitions. 

Questionnaires enable researchers to reach a general understanding of teacher 

cognitions, whereas qualitative methods, such as interviews, observations, and 

reflective writing, provide detailed and contextualised information (Borg, 2006). 

Considering the complexity of teacher cognitions and the limitations of a single data 

collection method, researchers in this field have generally acknowledged the 

importance of data triangulation (Song, 2015). In many of the quantitative and the 

qualitative studies as cited above, more than one instrument has been used to explore 
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teacher cognitions. Recently, using mixed methods approach - employing both 

quantitative and qualitative methods in one study - has become a common practice in 

teacher cognition research (e.g., Pappamihiel, Ousley-Exum, & Ritzhaupt, 2017; Riazi 

& Candlin, 2014; Wu, Wei, & Mo, 2019). 

2.2.6 Summary of trends in research on teacher cognitions and teaching practices 

Based on the review of research on teacher cognitions and teaching practices, the 

following points can be summarised: 

1) Teacher cognitions, as an inclusive term that covers teacher knowledge, beliefs, 

attitudes, values, etc., are about all the psychological states that teachers draw 

on in their teaching. 

2) Teacher cognitions are very much informed by the experiences of teachers, 

including their schooling experiences, teacher education experiences, as well as 

teaching experiences.  

3) Teacher cognitions are not always consistent with teaching practices. The 

inconsistency can be attributed to the multiple influences of socio-cultural 

factors in the specific teaching context of teachers, which include both 

classroom-internal and classroom-external factors. 

4) More research on the relationship between teacher cognitions and student 

cognitions and learning outcomes is warranted, as understanding the 

relationship helps improve both teachers’ teaching and students’ learning. 

5) Research methods, such as questionnaires, interviews, observations and 

reflective writing, have been widely employed to examine teacher cognitions. 

Data triangulation, that is, utilising multiple quantitative and/or qualitative 
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methods in one study, has become the general trend of methodology in teacher 

cognition research. 

 

2.3 Research Gaps 

 

2.3.1 Scarcity of research on translation teachers’ cognitions 

The research on translation teachers’ cognitions is still in its infancy. In fact, it is not 

until recently that some research attention has been paid to translation teachers. Table 

2.2 summarises the studies that explicitly focus on translation teachers in both 

mainstream English and Chinese literature. As can be seen, there are only a few 

publications on translation teachers. Most of the studies employed qualitative 

approaches to investigate pre-service translation teachers’ needs, learning experience 

(Li & Zhang, 2011), and self-efficacy beliefs (Wu et al., 2019), as well as in-service 

translation teachers’ teaching beliefs (Li, 2018), and identity transformation (Qin & 

Wang, 2018). It shows that translation scholars have shown some research interests in 

translation teachers in recent years, but still, there is a scarcity of research in this 

regard, as many other topics in relation to translation teachers, such as cognitions 

about various aspects in teaching, emotions, teaching practices, professional 

development, have yet been studied. 

Due to this scarcity of research on translation teachers, we know little about translation 

teachers’ cognitions about translator competence. Translation scholars have 

established a number of translator competence models and stressed the importance of 

the sub-competences for translators (as reviewed in Section 2.1). Are these academic 

achievements reflected in the cognitions of most of the teachers who teach translation 

in the classroom? Or perhaps there is a gap between the latest research on translator 
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competence and translation teachers’ cognitions about translator competence? These 

questions could not be answered by the existing literature, and therefore, there is a 

need to conduct research on translation teachers’ cognitions about translator 

competence.  

Table 2.2 Studies that explicitly focus on translation teachers 

Source Methods Teachers Aim 

Kelly (2008)  Theoretical 

reflections 

NP To identify translation teacher 

competence. 

Li and Zhang 

(2011)  

Qualitative 

case study 

 

Nine PhD students, 

two recent doctoral 

graduates 

To explore the needs and 

experiences of PhD students in 

translation studies from a 

translation teacher education 

perspective. 

Li (2018)  Exploratory 

case study 

 

Four translation 

teachers, one 

interpreting teacher  

(and 60 of their 

students) 

To understand translation 

teachers’ and students’ beliefs 

about behaviourist and 

constructivist/situated learning. 

Qin and Wang 

(2018) 

Qualitative 

case study 

 

Four translation 

teachers 

To investigate the identity 

transformation process of 

translation teachers. 

Wu, Wei and 

Mo (2019)  

Exploratory 

case study 

 

Six preservice 

translation teachers 

To examine the influence of 

translation teacher education 

programme on the self-efficacy 

beliefs of preservice translation 

teachers. 

Wu, Zhang 

and Wei 

(2019)  

Mixed 

methods 

study 

144 translation 

teachers 

This study reports part of the 

findings of the current thesis. 
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2.3.2 Little is known about translation teachers’ teaching practices 

If little is known about translation teachers’ cognitions about translator competence, it 

is even more so about the specific competences that translation teachers are trying to 

help student to develop in their teaching practices.  

With more understanding of translator competence, translation education researchers 

have been advocating the training of different competences, such as instrumental 

competence (Mo & Man, 2017; Prieto-Velasco & Fuentes-Luque, 2016; Rico, 2017), 

professionalism and ethics (Baker & Maier, 2011; Corrius, De Marco, & Espasa, 

2016), revision competence (Robert et al., 2017). Competences such as these are 

believed to be significant components of the training needed to better prepare 

translation graduates to meet the needs of the current language services industry. 

However, it seems that there is a potential gap between the pedagogical 

recommendations derived from translation education research and their uptake in 

teaching practices (Kelly & Martin, 2009; Kiraly, 2015; Orlando, 2016). For example, 

it is possible that the actual teaching practices of translation teachers have not kept up 

with the latest findings of researchers. Is this really the case? Or translation teachers’ 

teaching practices are in fact in line with researchers’ advocacy? There is a need to 

conduct research on translation teachers’ teaching practices. 

2.3.3 Need to understand translation students’ cognitions 

Similar to the scarcity of research on translation teachers, little has been done to 

document translation students’ cognitions about translator competence. Considering 

the complexities of cognitions in teaching and learning contexts, consensus has been 

made that it is necessary to include students’ cognitions in research on teachers’ 

cognitions (as reviewed in Section 2.2.4). Investigating students’ cognitions is helpful 
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for identifying the misunderstandings and miscommunications between teachers and 

students and ensuring effective teaching and learning (Barcelor & Kalaja, 2013). This 

is also true for the current study. Therefore, there is a need to understand translation 

students’ cognitions about translator competence, too. 

In response to these research gaps, this study employed a mixed methods approach to 

investigate a group of Chinese C-E translation teachers’ cognitions about translator 

competence and the competences that translation teachers try to help their students 

develop in their teaching practices. In addition, this study examined Chinese C-E 

translation students’ cognitions about translator competence and compared their 

cognitions to those of teachers. The research design, research questions, instruments, 

data collection and data analysis are introduced in the next chapter.  
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Chapter 3 Methodology 

This chapter introduces the methodology of the current study. A description of the 

research design will be presented first, followed by the research questions. Then, 

details about the instruments for data collection, the procedures for collecting 

quantitative and qualitative data, and the methods for data analysis will be described. 

At last, means that were employed for controlling the quality of the study will be 

summarised, and ethical considerations will be addressed. 

3.1 Research Design 

This study adopted a mixed methods approach in which both qualitative and 

quantitative data were collected, analysed and interpreted to answer the research 

questions. Quantitative research aims at quantifying the information from a group of 

people through numerical and statistical analysis. However, it is difficult to go beyond 

the surface answers that are provided by the participants although the findings of 

quantitative research may be generalised to a larger population (Creswell, 2014). 

Whereas qualitative research aims at having an in-depth and detailed understanding of 

the phenomenon investigated through the analysis of data that that are non-numerical 

and textual in nature. However, some potential biases could emerge because the 

quality of the study largely depends on the skills and professionalism of researchers, 

such as their interview and data analysis techniques. Besides, the findings cannot 

easily be generalised to a larger population (Creswell & Clark, 2007). In comparison, a 

mixed methods approach offsets the weaknesses of one approach with the strengths of 

the other, so that “the overall strength of a study [using mixed methods approach] is 

greater than either qualitative or quantitative research” (Creswell, 2014, p. 4). 

Therefore, the mixed methods approach was adopted in this study. 
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This study followed a concurrent triangulation design (Creswell, 2014), in which 

qualitative and quantitative data were collected simultaneously. It included the 

following three stages (see Figure 3.1).  

At stage 1, the main aim was to develop and pilot the quantitative and qualitative 

instruments (see Section 3.4). At stage 2, both quantitative and qualitative data were 

collected (see Section 3.5). At stage 3, both types of data were analysed using various 

analytical approaches (see Section 3.6). In the end, findings from both quantitative and 

qualitative components of the study were merged and interpreted, and conclusions 

were drawn.  

3.2 Research Questions 

The aim of this study was to seek for a relatively holistic understanding of and a 

deeper insight into Chinese C-E translation teachers’ cognitions about translator 

competence, their teaching practices, and students’ cognitions about translator 

competence. This aim was fulfilled by answering the following research questions, 

which could be categorised into four groups. 

Firstly, three research questions were related to translation teachers’ cognitions:  

1. What are Chinese C-E translation teachers’ cognitions about translator 

competence? 

2. Are there any differences in cognitions about translator competence in different 

Chinese C-E translation teachers? 

3. What are the factors that contribute to Chinese C-E translation teachers’ 

cognitions about translator competence? 
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Secondly, two research questions were raised to explore translation teachers’ teaching 

practices: 

4. What sub-competences of translator competence are (not) the focus of 

instruction in Chinese C-E translation teachers’ teaching practices? 

5. Are there any differences in the teaching practices of different Chinese C-E 

translation teachers? 

Thirdly, in response to scholars’ call for linking teacher cognitions to student 

cognitions (as reviewed in Section 2.2.4), two research questions were used to 

examine translation students’ cognitions: 

6. What are Chinese C-E translation students’ cognitions about translator 

competence? 

7. What are the factors that influence Chinese C-E translation students’ 

cognitions about translator competence?  

Last but not least, in order to understand the relationship between teachers’ cognitions 

and teaching practices, as well as the relationship between teachers’ cognitions and 

student cognitions, the following two research questions were asked: 

8. Are there any inconsistencies between Chinese C-E translation teachers’ 

cognitions and teaching practices? If so, what are the contributing factors? 

9. Are there any inconsistencies between Chinese C-E translation teachers’ and 

students’ cognitions about translator competence? 
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3.3 Instruments 

3.3.1 Questionnaires 

Questionnaires were used to collect quantitative data about translation teachers’ and 

students’ cognitions about translator competence, as well as teachers’ teaching 

practices. This instrument not only collects data about the facts and behaviours of 

respondents, but also their psychological constructs, such as beliefs and attitudes 

(Dörnyei & Taguchi, 2009). It is an effective way to collect data from a large number 

of people in a short period of time, although it is not suitable for an in-depth 

investigation into an issue since the questions are asked in a simple way in order to be 

understood easily, and the answers can be superficial (Creswell, 2014). Therefore, for 

this study, questionnaires are a proper instrument for having a general understanding 

of translation teachers’ and students’ psychological constructs - their cognitions, as 

well as teachers’ behaviours - teaching practices.  

Structured questionnaires were used in this study to elicit numeric data for statistical 

analysis. Structured questionnaires are an instrument that contains close-ended 

questions, and pre-set response options. One of the advantages of this type of 

questionnaire is that it “enables a researcher to conveniently compare responses” 

(Creswell, 2010, p. 386). Considering that this study would make various comparisons, 

this form of questionnaire was adopted. 

3.3.2 Interviews 

Semi-structured interviews were used to collect qualitative data for an in-depth 

analysis. Semi-structured interviews are useful for understanding in detail about 

people’s experience, attitudes, thoughts and feelings. Compared to structured and 
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unstructured interviews, semi-structured interviews allow the interviewer to follow an 

open-ended question guide, and also depart from the guide for a deeper discussion on 

specific issues when it is necessary (Dörnyei, 2007). That is to say, this type of 

interview not only allows the interviewer to keep the conversation on the right track 

but explore more and deep in the process. Besides, it provides a free environment for 

the interviewees to elaborate their answers thoroughly (Creswell, 2010) Therefore, 

semi-structured interviews were conducted with a group of teachers and students 

individually. 

3.3.3 Classroom observations 

Classroom observations were also used to collect qualitative data for this study. As 

one of the most commonly used data collection instruments in educational research, 

classroom observations have the following advantages: 1) the researcher has a first-

hand experience with participants, 2) the researcher can record information as it occurs, 

3) unusual aspects can be noticed during observation, 4) useful in exploring topics that 

may be uncomfortable for participants to discuss (Creswell, 2014). This instrument 

obtains direct evidence about what teachers do in the classroom, which not only 

provides first-hand data of teachers’ teaching practices, but also provides evidence for 

the analysis of teacher beliefs (Borg, 2006), and avoids speculative conclusions drawn 

from a single approach, such as interviews (Borg, 2015). 

Specifically, nonparticipant and semi-structured classroom observations were 

conducted. Nonparticipant means that the researcher did not play a role in the 

classroom activities, but only to observe from the back of the classrooms. The 

advantage was that it avoided interference, and therefore the data could be more 

authentic (Dörnyei, 2007). Semi-structured means that the researcher had a focus of 
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observation, but he also kept an open mind to allow for interesting matters beyond the 

focus of observation to emerge and to be recorded. The advantage was that it helped 

the researcher to stay on the research focus and also to record things that were 

unexpected but meaningful for the study. 

3.4 Instrument Development, Pilot and Validation 

3.4.1 Questionnaires 

3.4.1.1 Developing the questionnaires 

A review of literature suggested that there were no existing questionnaires that address 

individuals’ beliefs about translator competence, or translation teachers’ teaching 

practices. Therefore, two Chinese questionnaires, including the Translation Teacher 

Questionnaire (TTQ), and the Translation Student Questionnaire (TSQ), were first 

developed (see Appendix 1 and 2 for the English versions of the questionnaires). The 

initial TTQ and TSQ were developed through the following five steps: 

1) Generating items: Three Chinese C-E translation teachers and two translation 

students were engaged in a focus group for generating the potential items of the 

questionnaires. Led by the researcher, they were first required to discuss their 

cognitions about translator competence and the reasons for these cognitions; 

then, the teachers were also asked to talk about what they had taught in their 

translation classroom and the reasons for these teaching practices; the students 

also described what they had learned from their translation courses. The 

discussion was audio-recorded and then transcribed, and based on the 

transcripts, an item pool was obtained. The involvement of targeted teachers 
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and students in item generation enhances the credibility of the items used 

(Dörnyei, 2010). 

2) Categorising items: Relevant literature (mainly PACTE, 2003; Kiraly, 2000, 

2006, 2015, as explained in Section 2.1.4) was consulted, and accordingly, 

each item in the item pool was evaluated by comparing its relevance to the 

categories and a list of items was selected in the end (see Appendix 1 for the 

items in the questionnaires). 

3) Scrutinising questionnaires: Two experts were invited to scrutinise the 

questionnaires, focusing on the theoretical rationale and the degree to which 

the items matched the aspects being measured (see Section 3.4.1.3 for more 

details). 

4) Piloting questionnaires: The TTQ was piloted with five translation teachers 

who were similar to the target teacher population. Similarly, the TSQ was 

piloted with ten translation students who were similar to the target student 

population. (see Section 3.4.1.2 for more details). 

5) Finalising questionnaires: The initial questionnaires were modified, and the 

final versions were obtained.  

The finalised TTQ and TSQ consisted of several sub-questionnaires. The TTQ 

contained five sub-questionnaires, including: 

• Teacher Background Questionnaire (TBQ) 

• Teaching Practices Questionnaire (TPQ) 

• Factors Influencing Practices Questionnaire (FIPQ)  

• Cognitions about Translation Competence Questionnaire (CTCQ) 
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• Factors Influencing Teacher Cognitions Questionnaire (FITCQ) 

The TSQ contained the following three sub-questionnaires:  

• Student Background Questionnaire (SBQ) 

• Cognitions about Translation Competence Questionnaire (CTCQ) 

• Factors Influencing Student Cognitions Questionnaire (FISCQ) 

3.4.1.2 Piloting the questionnaires 

The revised TTQ and TSQ were piloted with a group of teachers and students who 

were similar to the target sample, so as to further improve the quality of the 

instruments and fine-tune the questionnaires (Dörnyei & Csizér, 2012). Five 

translation teachers and ten translation students at Guangdong University of Foreign 

Studies were invited to answer the TTQ and the TSQ, respectively. The purposes were 

to uncover possible double-barrelled or unreadable items and to check the practicality 

of the administration procedures. Any other comments on the questionnaires were also 

encouraged and noted by the researcher. After completing the questionnaires, three of 

the teachers and three of the students were also invited to go through a retrospective 

process. In this process, they verbalised their understanding of each item, so as to 

check whether the item would be misinterpreted. As a result, some ambiguous items 

were deleted, and the wordings of some items were modified. Besides, the 

administration procedures were tested.  

In the end, the final version of the TTQ and the TSQ were obtained. The TTQ and the 

TSQ were in a 6-point Likert scale format, except for two sub-questionnaires, namely 

the TBQ and the SBQ, that were intended to collect respondents’ background 
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information. Table 3.1 summarises the number of items in each sub-questionnaire of 

the two finalised questionnaires.  

Table 3.1 Number of items in the TTQ and the TSQ 

Questionnaire Sub-questionnaire No. of items 

TTQ TBQ 15 

TPQ 31 

FIPQ 11 

CTCQ 31 

FITCQ 11 

TSQ SBQ 10 

CTCQ 31 

FISCQ 10 

 

For the sub-questionnaires of the TTQ, the TBQ contained 15 items to gather teacher 

respondents’ demographic information; the TPQ included 31 items to measure 

translation teachers’ frequencies of teaching practices concerning seven sub-

competences; the FIPQ included 11 items that were intended as measures of factors 

that influenced translation teachers’ teaching practices; the CTCQ contained the same 

31 items as the TPQ, and it was intended to measure translation teachers’ cognitions 

about the importance of the same seven sub-competences; the FITCQ included 11 

items about the factors that had an impact on translation teachers’ cognitions about 

translator competence. For the sub-questionnaires of the TSQ, the SBQ contained 6 

items to gather student respondents’ demographic information; the CTCQ was exactly 

the same as that in the TTQ, and it was intended to measure translation students’ 

cognitions about the importance of the same seven sub-competences; and the FISCQ 

included 10 items to measure the factors that had an impact on translation students’ 

cognition about translator competence. Table 3.2 summarises the categories in each 

sub-questionnaire, and the corresponding items for each category.  
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Table 3.2 Categories and their items of the sub-questionnaires of the TTQ and the 

TSQ 

Sub-questionnaire Categories Item 

TPQ/CTCQ Bilingual  1,2,13,21,30 

Strategic 3,11,14,23,27 

Psychological 4,6,24,26 

Translation knowledge 5,9,20,25,29 

Instrumental 7,15,16,17 

Extra-linguistic 8,10,18,28 

Professional 12,19,22,31 

FIPQ Classroom context 1,6,7 

Curricula 2,4,9,10,11 

Examinations 3,5,8 

FITCQ Translation teaching 4,5,7,8,9 

Translation learning and translating 2,10,6 

Academic research 1,11,3 

FISCQ Translation learning 1,5,9,4 

Translation practices 2,3,8 

Academic research 6,11,7 

 

3.4.1.3 Validating the questionnaires 

Before administering the questionnaires in the main study, efforts were made to 

enhance the validity and reliability of the questionnaires.  

First of all, the content validity of the questionnaires was checked by two experts, 

including one professor in translation studies at Guangdong University of Foreign 

Studies, and one professor in linguistics at Chongqing University who was 

experienced in questionnaire development. They were invited to read through the 

questionnaires, focusing on examining whether the items in each questionnaire 

matched the pre-established categories that they were supposed to measure. Also, they 

checked the wordings of the questions. This resulted in the deletion and modification 

of several items. 

Some statistical procedures were also taken to examine the reliability of the 

questionnaires. Specifically, the internal consistency of the two questionnaires was 
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checked. It should be pointed out that although .70 has been taken as the cut-off point 

for reliability test in many studies, for short scales with 3-4 items, it would also be 

acceptable when the Cronbach α coefficients reach .60 (Dörnyei and Taguchi, 2010). 

In this study, considering that each category used 3-5 items, .60 was used as the 

criterion to determine internal consistency. 

Cronbach’s α coefficients were calculated for each sub-questionnaire, as well as for 

the categories in each sub-questionnaire. These calculations were based on the data of 

respondents in the main study (see Section 4.1.1 for information of the respondents). 

The results showed that all the sub-questionnaires yielded acceptable internal 

consistency. As can be seen from Table 3.3, the overall Cronbach’s α coefficients of 

the sub-questionnaires exceeded .70 (see the α values for the total scales). As for the 

categories in each sub-questionnaire, most Cronbach α coefficients were above .70. 

There was one case, namely, translation learning in the FISCQ, where the α did not 

exceed, but very close to .70. Therefore, it was concluded that the internal consistency 

of the TTQ and the TSQ was satisfactory. 

It should be noted that, ideally, thorough and strict statistical analyses need to be done 

to check the various aspects of reliability and validity of a questionnaire, especially for 

standardised questionnaires (Dörnyei and Taguchi, 2010). The questionnaires in this 

study, however, were not standardised questionnaires, but self-developed 

questionnaires for the purpose of answering the specific research questions of the 

present research. Even so, there is at least one aspect of the questionnaires - internal 

consistency - that should be checked. As Dörnyei and Taguchi (2010) noted: 

For made-to-measure research instruments that we develop for our specific 

research purpose, however, it is not always feasible to provide indices of 
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Table 3.3 The Cronbach’s alpha coefficients of the TTQ and the TSQ 

Questionnaires Sub-questionnaires Categories No. of items α 

TTQ TPQ Bilingual  5 .80 

Strategic 5 .77 

Psychological 4 .73 

Translation knowledge 5 .74 

Instrumental 4 .80 

Extra-linguistic 4 .70 

Professional 

 

 

4 

 

.80 

The total scale 31 .92 

FIPQ Students and facilities 3 .76 

Curricula 5 .73 

Examinations 3 .72 

The total scale 11 .85 

CTCQ Bilingual  5 .83 

Strategic 5 .81 

Psychological 4 .74 

Translation knowledge 5 .78 

Instrumental 4 .85 

Extra-linguistic 4 .83 

Professional 

 

 

4 

 

.78 

The total scale 31 .95 

FITCQ Learning and translating 3 .71 

Researching 3 .74 

Teaching 5 .75 

The total scale 11 .82 

TSQ CTCQ Bilingual  5 .82 

Strategic 5 .80 

Psychological 4 .81 

Translation knowledge 5 .75 

Instrumental 4 .80 

Extra-linguistic 4 .85 

Professional 

 

 

4 

 

.72 

The total scale 31 .95 

FISCQ Translation learning 4 .68 

Translation practices 3 .73 

Academic research 3 .68 

The total scale 10 .77 

 

every aspect of validity and reliability. Yet, even in cases where there are 

no resources and opportunities for elaborate validation exercises, we 
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should strive for a questionnaire that has appropriate and well-documented 

reliability in at least one aspect: internal consistency. This attribute refers 

to the homogeneity of the items making up the various multi-item scales 

within the questionnaire. If your instrument has it, you can feel fairly safe 

(p. 93). 

For the questionnaires in this study, internal consistency was the only way feasible to 

examine reliability. As has been reported above, the internal consistency of the two 

questionnaires was satisfactory. It was therefore concluded that the internal 

consistency reliability of the two questionnaires was ensured. 

3.4.2 Interviews 

3.4.2.1 Developing the interview guides 

A total of two semi-structured interview guides, namely one Teacher Interview Guide, 

and one Student Interview Guide, were designed (see Appendix 3 and 4) for the 

researcher to refer to in interviews. The questions in the guides were developed by 

brainstorm of the researcher based on the research focuses of the study. The teacher 

interview guide addressed three aspects, including 1) background of the interviewee, 2) 

cognitions about translator competence, and 3) teaching practices.  

Similarly, the student interview guide was also obtained by brainstorming. It also 

addressed three aspects, which were similar to those in the teacher interview guide. 

The only difference was in the last aspect, in which the student interviewees were 

required to describe their translation teacher’s teaching practices. 
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3.4.2.2 Piloting the interviews guides 

The interview guides were piloted with one translation teacher and two translation 

students before the main data collection. The main issue raised from the piloting 

process was that since the researcher did not have much experience as an interviewer, 

sometimes he did not know how to dig deep into some potential meaningful topics that 

emerged from the conversations. After piloting with one teacher and one student, the 

researcher made retrospective evaluations on his performance and then endeavoured to 

make improvements in the last pilot with another student. Consequently, the quality of 

the last pilot interview was better than the previous ones. 

This piloting process examined the practicality of the questions and trained the 

researcher the interview techniques. After this pilot phase, the researcher considered 

that the interview questions were appropriate and that he was ready to collect 

interview data for the main study. 

3.4.3 Classroom observations 

3.4.3.1 Developing the classroom observation schedule 

A classroom observation schedule was designed (see Appendix 5) for the researcher to 

fill in when he observed the teacher participants’ teaching practices. Since the purpose 

of classroom observations was to record the sub-competences of translator competence 

that were addressed in the observed classrooms, the schedule included three columns: 

1) time, 2) sub-competence, and 3) note. This allowed the researcher to keep the 

observational focus on translator competence, but also have a chance to observe other 

things that are meaningful.  
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3.4.3.2 Piloting the classroom observation schedule 

The classroom observation schedule was piloted with one translation teacher before 

the main data collection. A total of 80 minutes of the teacher’s teaching practices was 

observed. After the observation, the only modification that was made was to add more 

space to the column of sub-competence in the schedule, so that more words can be 

written down. The schedule was proved to be practical for the researcher to use. 

3.5 Data Collection 

Both quantitative and qualitative data were collected in the same phase from October 

2016 to February 2017 after the instruments were developed and piloted. The 

quantitative data were collected by using the two questionnaires - the TTQ and the 

TSQ. The qualitative data were collected by means of interviews and classroom 

observations. 

3.5.1 Quantitative data collection 

3.5.1.1 Collecting data from teacher respondents 

The TTQ targeted at translation teachers who teach C-E translation in undergraduate 

and/or postgraduate programmes in Chinese universities. The samples of the 

population for this questionnaire included all the translation teachers that the 

researcher could reach to. The following strategies and procedures were taken to 

collect data from the samples.   

Convenience sampling strategy was first employed. This strategy is often used to 

collect data from those who are easily accessible to researchers (Gorard, 2010). For 

this study, the researcher had easy access to a group of translation teachers who, at the 

time of the study, were based at the same university where the researcher conducted 
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this study. Therefore, this sampling strategy was chosen first. The researcher invited 

these translation teachers to participate in the survey. After gaining their consent, he 

gave them the paper-based TTQ and asked them to complete and return the 

questionnaires at their convenience. Altogether, 18 teachers filled and returned their 

questionnaires.  

Snowball sampling strategy (Gorard, 2010) was then used to approach the difficult-to-

reach populations after the researcher exhausted his resources to the easily accessible 

translation teachers. He asked these 18 teachers to help him distribute the 

questionnaire to any other translation teachers whom they could reach to and another 

40 teachers completed and returned their questionnaires.  

After that, the researcher developed an online version of the TTQ, the content of 

which was exactly the same as that in the paper-based one. Random sampling strategy 

was used as he posted the link of the TTQ to some online Chinese translation teacher 

chat groups in WeChat (a Chinese instant messaging app) and invited the translation 

teachers in these groups to answer the questionnaire, and another set of data was 

gained from 151 teachers. In the end, a total of 209 teachers completed the 

questionnaire, 58 of whom by the paper-based TTQ and 151 by online-based one.  

3.5.1.2 Collecting data from student respondents 

The TSQ was intended for translation students who attend C-E translation courses as 

undergraduate or postgraduate students in Chinese universities. The samples of the 

population for this questionnaire included translation students in four universities that 

the researcher could reach to. The following strategies and procedures were taken to 

collect data from the samples.   
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Convenience sampling strategy was used to approach the students. The researcher first 

made contacts with the Dean of the schools in these four universities in two southern 

provinces in China. With their consent, he contacted the translation teachers in these 

schools via email, introduced the study and obtained their expressions of interest in 

helping to distribute questionnaires to their students. Then he explained the study in 

detail to those teachers who would like to help when he met them and gave them 

copies of the TSQ. These teachers introduced the study to the translation students in 

their own classrooms 15 minutes before the class ended and invited the students to 

complete the TSQ. They then collected the questionnaires and returned to the 

researcher. In the end, 287 students completed the questionnaire. 

3.5.2 Qualitative data collection 

Qualitative data were collected from a group of translation teachers and some of their 

students. The teacher participants were identified first, and then student participants 

were recruited from these teachers’ classrooms. These translation teachers and 

students were from two southern provinces. 

3.5.2.1 Collecting data from teacher participants 

Maximal variation sampling was chosen as the strategy for recruiting teacher 

participants. Maximal variation sampling is a type of purposive sampling strategy, by 

which researchers normally look for cases or individuals that differ on some 

conditions, such as age, educational background, and gender. It helps researchers to 

capture multiple perspectives relating to the phenomena under investigation. That is to 

say, it helps researchers understand the phenomena from various angles (Creswell, 

2014; Patton, 2002). Since the qualitative study aimed at investigating the cognitions 

and practices of translation teachers, voices and activities of different teachers could 
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bring a more comprehensive understanding of translation teachers. Therefore, this 

strategy was considered appropriate.  

In deciding what type of teachers should be included in the study, the key principle 

that was followed was to keep the participants diverse in age, gender, teaching 

experience, qualification, professional title, affiliated university, and so on. In doing so, 

the recruitment of teacher participants was divided into three rounds. Table 3.4 

demonstrates the three rounds of teacher recruitments and considerations taken at the 

end of each round. 

In the first round, three teachers in the same faculty of one university were recruited. 

An initial analysis of the background of these three teachers showed that they were 

similar in many ways. For example, they were all professors with more than 20 years 

of teaching experience and were male. Based on this information, it was decided to 

recruit more teacher participants to diversify the background of the teachers and a 

second round of recruitment was taken, resulting in the participation of three teachers 

from two other faculties in the same university. Another initial background analysis of 

these six teachers showed that the inclusion of more teacher participants, for example, 

some young teachers in other universities, could further diversify the teacher 

background, and therefore, would add more information to the study from novice and 

inexperienced teachers’ perspectives, as well as different teaching contexts. 

Accordingly, a third round was taken and two more teachers in two other universities 

were recruited in the study. It was until the end of the third round that the researcher 

was convinced that the teacher participants were diverse in terms of their backgrounds, 

and the inclusion of more teachers may not further benefit the analysis. In the end, 

eight teachers from three universities participated in the qualitative data collection. 
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Table 3.4 The three rounds of teacher recruitment  

Round Teachers Considerations 

Round 1 Three teachers: males, professors, 

same faculty, very experienced, 

teaching postgraduate courses. 

Inclusion of females, non-

professors could diversify the 

teachers. 

Round 2 Three teachers: two female, one 

male, different faculties, 

experienced, teaching 

undergraduate courses. 

Inclusion of some 

inexperienced (less than five 

years of teaching) or first-year 

teachers could further diversify 

the teachers. 

Round 3 Two teachers: one female, one 

male, one inexperienced and one 

first-year, from two other 

universities. 

Teachers with various 

backgrounds were included. 

Further teacher data collection 

may be unnecessary. 

 

Both classroom observation and interview data were collected from the eight teacher 

participants. First, two sessions of the teaching practices of each participant were 

observed (160 minutes in total, 80 minutes each time) prior to the interview. There 

were two reasons for undertaking classroom observations before the interviews. First, 

it allowed the researcher to approach the obervations without assumptions, so that he 

could be more open-minded and sharp about anything that was happening in the 

classrooms. Second, by observing teachers’ teaching first, the researcher had the 

opportunities to refine the interview questions so that the interviews could be more 

specific and productive. Each teacher nominated 3-4 sessions of their teaching 

practices for observation, on the agreement that these sessions would best reflect their 

teaching practices and that they would teach as usual in these sessions. In the 

observations, field notes were taken using the classroom observation schedule, and 
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two audio-recorders, one being put in the front and one at the rear of the classroom, 

were used to record the sessions. 

Then, a semi-structured interview with each participant was conducted within one 

week of the last observation, either in the participant’s office or in a café where private 

conversations were possible. Each interview lasted for approximately 60 minutes and 

was audio-recorded by two recorders. As all the participants were Chinese, the 

language used in the interviews was Mandarin.  

3.5.2.2 Collecting data from student participants 

Convenience sampling strategy was used to recruit the student participants. They were 

translation students from the eight teacher participants’ classrooms. In the end, 16 

students participated in the interviews, two from each of the teachers’ classrooms. 

With the consent of the teachers, an introduction to the study was made by the 

researcher to the students in those classrooms after the last observed sessions, and the 

students were invited to participate in an interview with the researcher on a voluntary 

basis and the researcher’s contact details were given to them. The first two students 

from each teacher’s class who contacted the researcher were selected. The interviews 

with the student participants were taken in a café and the process of the interviews was 

the same as that of the teacher interviews. Each interview lasted for about 30 minutes.  

3.6 Data Analysis 

3.6.1 Quantitative data analysis 

3.6.1.1 Preparing data  

The questionnaire data were entered to excel files, screened and cleaned. The 

responses on the 58 paper-based TTQ were first transferred to an excel file. In this 
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data entry process, two were found to have more than 30% of the questions 

unanswered and therefore were eliminated. Then, the data of 56 paper-based 

questionnaires were combined with the one that generated from the online TTQ, which 

contained 151 questionnaires. After that, the data were visually inspected. This 

resulted in the elimination of 61 cases with response bias, namely distinct patterns in 

answers, such as choosing the same answer to a set of consecutive items. Another four 

cases with missing values were also eliminated. Besides, the entry accuracy was also 

checked. After these procedures of data entering, screening and cleaning, a teacher 

dataset of the remaining 144 questionnaires was obtained in the end.  

The same procedures were taken to prepare the data of the TSQ, and finally, a student 

dataset of 210 questionnaires was established. These two datasets were then imported 

into Statistical Package for Social Sciences (SPSS) Mac Version 23 for further 

analysis.  

3.6.1.2 Analysing quantitative data 

Several statistical analyses were employed in analysing the quantitative data. These 

included descriptive statistics, independent samples t-tests, paired sample t-tests, 

ANOVA, correlation analysis, and multiple regression analysis (Creswell, 2010). 

Descriptive statistics provide information about the overall trends or tendencies of data. 

In this study, descriptive statistics such as means (M) and standard deviation (SD) 

were used to understand the overall features of teachers’ cognitions about translator 

competence and teaching practices, as well as students’ cognitions about translator 

competence. That is to say, descriptive statistics were used to answer Research 

Questions 1, 4 and 6. 
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Independent samples t-tests can be used to compare the means of two independent 

groups on the same dependent variable. In this study, independent samples t-tests were 

employed to compare teachers’ and students’ cognitions, different teachers’ cognitions 

and different teachers’ teaching practices. Therefore, these tests were used to answer 

Research Questions 2, 5 and 9. 

Paired sample t-tests can be used to determine the mean differences between two 

related groups on the same dependent variable. This statistical procedure was used to 

compare teachers’ cognitions and teaching practices. These tests were for answering 

Research Question 8. 

One-way ANOVA can be used to determine whether there are any statistically 

significant differences between two or more independent groups on the same 

dependent variable. This test was used to compare different teachers’ cognitions and 

teaching practices. It was used to answer Research Questions 2 and 5. 

Correlation analysis tells about the strength of a relationship between variables, and 

multiple regression analysis predicts the value of a dependent variable based on the 

values of two or more independent variables. These two analyses were employed to 

understand the influences of some factors on teachers’ cognitions, teachers’ teaching 

practices, as well as students’ cognitions. They were used for Research Questions 3, 7 

and 8. 

Given that p value indicates only statistical significance, effect sizes were also 

examined, to quantify the magnitude of differences (Fritz, Morris, & Richler, 2012). 

This study reported Cohen’s d for independent samples t-tests and paired sample t-

tests, η² for ANOVA, r for correlation analysis and Cohen’s ƒ2 for multiple regression 
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analysis (Cohen, 1988; 1992). Table 3.5 summarises the magnitudes of effect sizes 

that were used in this study. 

Table 3.5 The magnitudes of effect sizes for quantitative data analysis 

Analyses Effect size Small Medium Large 

t-tests Cohen’s d .2 .5 .8 

One-way ANOVA η² .01 .06 .14 

Correlation analysis r .1 .3 .5 

Multiple regression analysis Cohen’s ƒ2 .02 .15 .35 

 

3.6.2 Qualitative data analysis 

3.6.2.1 Transcribing recordings 

The interview and classroom observation recordings were transcribed by the 

researcher. The transcribing of data employed a verbatim audio transcription style, 

which primarily records “what was said” (Braun & Clarke, 2006), as the analysis of 

data focused on the content that the participants produced. As Dörnyei (2007) 

suggested, “if we are interested in the content rather than the form of the verbal data, 

we can decide to edit out any linguistic surface phenomena, but we are not advised to 

make any content selection/editing at this stage” (p. 247). Therefore, during 

transcribing, it was decided that some kind of judgements and choices could be made 

based on the whole context of each recording. For example, some speech that was 

“imperfect”, such as false starts, non-purposeful word repetition, stammering or 

language mistakes, did not represent in the transcripts if it was found that the 

information was not related to the actual meaning of the speech. Some other features, 

such as emphases and purposeful repetition of words or sentences, which were 

believed to be part of the speaker’s meaning, were kept in the transcripts. This 
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transcribing process was assisted by the adaptation of a transcription guide (See 

Appendix 6) based on Braun & Clarke (2006), Bailey (2008). 

Transcribing interview recordings 

The transcribing of interview recordings was straightforward. Each interview was 

transcribed to a Word file following the transcription guide. In transcribing the 

interviews, a new paragraph was created when there was a turn of speakers. Figure 3.2 

shows an example of interview transcript. 

Transcribing classroom observation recordings 

The transcribing of classroom observation recordings was a bit different. This was 

because, with the observation data, the researcher not only intended to look at what 

sub-competences had been addressed in the classroom but also to calculate the amount 

of time that had been allocated to each sub-competence by the teachers. Time 

calculation would work as one source of evidence to determine the focus of their 

teaching. Therefore, Nvivo was employed to transcribe the content following the 

transcription guide and it also recorded the timeline.  

After transcribing the recordings, a few rounds of check were undertaken to identify 

any typographic errors, incorrect use of symbols, mishearing in the transcripts. 

Corrections were made accordingly. The finalised transcripts, including the interviews 

and classroom observations, were then analysed in Nvivo.  
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Figure 3.2 Annotated example of verbatim transcription of interview recordings 

 

Note: This is an excerpt of the Chinese transcripts and data analysis was based on the 

Chinese transcripts (as explained below in Section 3.6.2.2). 

*** indicating imperfect speech has been 

deleted. “that is, you must” 

(就是你一定要) was deleted, judging 

from the context that the interviewee 

changed his speech direction after saying 

this. Maintaining these words would 

contribute nothing to the meaning, but 

obstruct understanding the whole 

sentence. 
Interviewer’s 

name 
(.) indicating 

short pause 

Wu：你觉得你的这些翻译实践对你对翻译能力的

认识有没有影响？ 

T7：有吧。因为像以前上课可能更多注重技巧，到

实践中你会发现说(.)不仅是技巧，还有很多你

像搜索能力，***很多东西是查出来的，不是

翻出来的。真的是这样子，你会发现很多东西

真的是查出来的，但是你要会查你才能翻好，

就（需要你）能很快的找到。但是以前就没有

人教过你怎么样去搜索，也没有告诉你一些网

站，很好用的一些技巧，一些小窍门可以让你

很快速的搜到。所以这个真的是需要自己去积

累学习的。所以这个是一个。然后还有一个是

时间管理能力。真的是你不安排好时间的话，

很可能交稿就会有问题。然后你整个过程怎么

去安排，你可能先翻完你还要放一段（时间）

，因为你要修改嘛。***这个也是一个时间管

理的问题，也很重要。然后如果是多人合作的

话就还有一个协调的问题了。对。这个我比较

少，也有遇到。像你翻一本书，你前后的术语

统一呀，怎么样去合作，你的格式怎么样去规

定，然后文体风格怎么样去规定。所以这个也

是团队协作的，我觉得也是。 

 

Interviewee’s 

name, and it 

starts with 

another 

paragraph 

Bold words indicting speaker emphasis (words) indicting guess of 

uncomplete sentences 

The sentence 

was repeated, 

but were kept 

in the 

transcript. 

Because in this 

context, the 

speaker’s 

repetition 

functioned as 

emphasis.  
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3.6.2.2 Analysing qualitative data 

As introduced in Section 3.5.2.1, all interviews were conducted in Mandarin. However, 

the participants did use English occasionally in the interviews. In the observed 

classrooms, they primarily used Mandarin, but also English for instruction when it was 

necessary. Therefore, the transcripts were a mixture of Chinese and English.  

Qualitative data analysis was directly based on these transcripts, instead of English 

translations. This was because it would be a huge task to translate all these transcripts 

into English before analysing. Besides, some information may be lost or distorted in 

the process of translating. Only the excerpts that were used in writing this thesis were 

translated into English in the end. 

Thematic analysis 

Thematic analysis was adopted to analyse the qualitative data of the present research. 

Thematic analysis is a useful tool for searching for patterns within data and 

condensing rich and detailed information to an analysable and presentable form (Braun 

& Clarke, 2006; Miles, Huberman, & Saldaña, 2014). In thematic analysis, various 

labels, namely codes, are attached to data “chunks” or segments of different sizes 

(such as a word, a sentence, or even a whole paragraph). These codes belong to 

various categories, which are called themes. The hierarchical relationship is: data 

segments < codes < themes. Thematic analysis involves coding data segments and 

grouping codes to themes. Themes in data can emerge from two opposite ways - 

inductively and deductively.  

Both inductive and deductive approaches were used in this study. Inductive approach 

(bottom-up) is a data-driven approach, which involves a process of coding data 

without attaching data segments to pre-determined codes or themes. The codes and 
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themes emerge in the coding process. Deductive approach (top-down), on the other 

hand, is driven by the researcher’s theoretical or analytic interest. Therefore, there are 

normally pre-established themes and/or codes, and the coding process is to identify 

meaningful segments that fit these themes and/or codes (Braun & Clarke, 2006, 2013). 

Table 3.6 summarises the two approaches and the areas that were analysed by these 

two approaches. 

Table 3.6 Approaches adopted in thematic analysis 

Approach Areas to be identified and analysed  Themes 

Inductive 

approach 

 

• Factors influencing teachers’ cognitions 

• Factors influencing teachers’ teaching 

practices 

• Factors influencing students’ cognitions 

Themes to be established 

Deductive 

approach 

• Teachers’ cognitions 

• Teachers’ teaching practices 

• Students’ cognitions 

Pre-determined themes: 

Bilingual; Strategic; 

Psychological; 

Translation knowledge; 

Instrumental; Extra-

linguistic; Professional 

 

By using an inductive approach, meaningful segments that were related to factors that 

influenced teachers’ and students’ cognitions about translator competence, and factors 

that influenced teachers’ teaching practices were identified and coded first, and then 

categorised into several themes by examining the nature of the codes. In comparison, 

by using a deductive approach, meaningful segments that reflected teachers’ 

cognitions about translator competence and teaching practices, and student’ cognitions 

about translator competence, and that belonged to the pre-determined corresponding 

themes were identified and coded.  
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Procedure for analysis 

Based on the workflow suggested by Braun and Clarke (2006), a procedure for 

analysing the qualitative data was designed. Table 3.7 shows the procedure that was 

followed.  

Table 3.7 Procedure of qualitative data analysis 

Step Purpose Activities 

1 Familiarising myself  

with data 

I read each transcript three times to have an initial 

impression on the data (some initial codes emerged in 

my mind, but I did not code the data until later). 

2 Generating initial  

codes 

I read each transcript line by line and created codes and 

allocating them to meaningful segments. In inductive 

coding, I coded depending largely on the data. In 

deductive coding, there were specific themes (namely 

the pre-determined themes) in my mind, and I coded 

the data that were related to these themes; I also kept an 

open attitude to potential new themes, but it turned out 

that the pre-determined themes were comprehensive 

and little data could fall out of these themes. 

3 Searching/confirming  

themes 

With the inductive approach, I analysed the codes and 

combined codes that shared some features to themes. 

With the deductive approach, I started from the pre-

determined themes, checking whether the codes under 

each theme reflected the actual feature of the theme. 

Adjustments were made when it was necessary. 

4 Reviewing themes I referred to the original segments and each entire 

transcript to check whether the codes and themes 

worked with them. 

5 Writing research  

findings 

I chose vivid examples that captured the key elements 

of the points that I needed to demonstrate and 

embedded these examples in my writing.  
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As can be seen, five steps were taken to analyse the qualitative data. After coding the 

data and establishing themes, a peer, namely a PhD student from the University of 

Auckland, was invited to read the transcripts and to examine whether the codes 

matched their corresponding data segments and whether the codes were related to their 

themes. Some trivial modifications were made in this process. 

3.7 Quality Control 

Quality is of paramount importance for any research, and quality control should be 

taken carefully from the beginning (e.g., designing) to the end (e.g., reporting and 

interpretation of research findings) of research. Although some information of quality 

control has been offered above from Section 3.1 to Section 3.6, it is still necessary to 

address the concept of quality in both quantitative and qualitative research, and to 

further systematically summarise the means that the present study had employed to 

secure quality.   

3.7.1 Reliability and validity 

There are various criteria or concepts that can be adopted to assess the quality of a 

study, and these criteria or concepts are different in quantitative and qualitative 

research. Validity and reliability are the two key elements that reflect the quality of 

quantitative studies. Validity refers to “the degree to which all of the evidence points 

to the intended interpretation of test scores for the proposed purpose” (Creswell, 2010, 

p. 159). Validity can be further broken down into many categories - face validity, 

content validity, construct validity, criterion validity, external validity and internal 

validity, to name a few. Reliability means “scores from an instrument are stable and 

consistent” (Creswell, 2010, p. 159). Similarly, there are several forms of reliability, 
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including test-retest reliability, alternate forms reliability, alternate forms and test-

retest reliability, interrater reliability, internal consistency reliability.  

For single research, it is unrealistic to thoroughly address every type of validity and 

reliability of the instruments and data as evidence of sound quality. However, some 

necessary efforts should be made to enhance the validity and reliability of a study. The 

efforts as summarised in Table 3.8 can be seen as evidence of enhancing the validity 

and reliability of the quantitative study. 

Table 3.8 Efforts for enhancing the validity and reliability of the quantitative study 

 Efforts 

Validity • Two experts were invited to scrutinise the questionnaires (see 

Section 3.4.1.3).  

• In the pilot phase, some of the teacher and student respondents were 

interviewed about their thinking when they completed the 

questionnaires, so as to check whether the items fit what they were 

intended to measure (see Section 3.4.1.2). 

Reliability • The items in the questionnaires were piloted to make sure that they 

were not ambiguous (see Section 3.4.1.2).  

• The procedures of questionnaire administration were standardised 

(see Section 3.5.1).  

• The internal consistency of the questionnaires was checked (see 

Section 3.4.1.3). 

 

3.7.2 Credibility and dependability 

The concepts of validity and reliability are generally restricted to quantitative research 

and are replaced by other terms when it comes to qualitative studies. Those that have 

been used as alternatives to validity include trustworthiness, worthy, relevant, 
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plausible, confirmable, credible, representative, among others (Winter, 2000). Those 

that have been used to replace reliability include stability, consistency, predictability 

and accuracy (Kerlinger, 1973). The most commonly used counterparts of validity and 

reliability in qualitative research are credibility and dependability, respectively (Guest, 

MacQueen, & Namey, 2012).  

Credibility is “confidence in the truth of the findings, including an accurate 

understanding of the context” (Ulin, Robinson, & Tolley, 2005, p. 25). Dependability 

is about “whether the research process is consistent and carried out with careful 

attention to the rules and conventions of qualitative methodology” (Ulin, Robinson & 

Tolley, 2005, p. 26).  

According to Guest, MacQueen and Namey (2014), there are various techniques that 

can be employed from the research design stage to the data analysis stage to enhance 

the credibility and dependability of a study. These techniques can be applied to 

qualitative research in general, and to research using thematic analysis in particular, 

which is the case for the qualitative data analysis of the present study. Table 3.9 

summarises the techniques that were used to enhance the credibility and dependability 

of the present study. As can be seen, a total of ten techniques were used from the 

research design stage to the data analysis stage of the qualitative part of the research.  

In summary, consideration should be given to the quality of the research. Based on the 

demonstration above, it can be seen that in this mixed methods research the researcher 

employed various means to enhance the quality of both the quantitative and qualitative 

components of the research.   
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Table 3.9 Techniques for enhancing credibility and dependability of the qualitative study 

Stage Technique Details 

Stage 1 

(Research 

Design 

Stage) 

o Use multiple methods and 

data sources 

• Two methods were used: semi-structured interview and classroom observation. 

• Two data sources: interviews and classroom teaching practices. 

o Team-based instrument 

development and pre-test 

• The instruments, including interview guide and classroom observation schedule, were 

developed by the researcher with the help and guide of his supervisors and some other experts. 

• These instruments were tested in a pilot phase. 

Stage 2 

(Data 

Collection 

Stage) 

o Adjust structure of 

instruments to fit goals and 

structure of study 

• Modifications were made to the interview guide as more and more interviews were taken and 

as the researcher became more experienced. 

o Monitor data as they come in • Initial analysis of each teacher participants’ classroom observation data was conducted before 

interviewing the participant. 

o Elicit feedback from 

participants 

• The teacher participants were asked some questions in the interviews to clarify some issues 

that were unclear or ambiguous in the classroom observations. 

• Transcripts of interviews were sent back to those participants who expressed interest in 

receiving their transcripts and providing feedback. 

Stage 3 

(Data 

Analysis 

Stage) 

o Transcribe data using 

transcription protocol 

• A transcription guide was used to transcribe recordings. 

o Develop and use a precise 

codebook 

• Whenever a code was created, a clear meaning was established and recorded (by entering a 

description of the code in the Description function of Node Properties in Nvivo). This 

description could be referred to when considering using the same code to label other data 

segments. 

o Peer review of coding and 

summaries 
• A peer was invited to check whether each code matched its corresponding data segments, and 

also to examine whether the codes were related to their themes. 

o Triangulate data sources • Data from different sources (interviews, classroom observations, and publications) were 

analysed and used. 

o Support themes and 

interpretations with quotes 

• Quotes were used in writing research findings 
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3.8 Ethical Considerations 

This study was carried out with the approval of The University of Auckland Human 

Participants Ethics Committee (Reference number 017729). It followed strictly the 

guiding principles for conducting research with human participants. 

In the quantitative study, a section was designed at the beginning of the questionnaires, 

which explicitly addressed issues such as voluntary participation, right to withdraw 

from participation, anonymity, data management and use, etc. It made sure that the 

respondents understand that completing the questionnaire meant that they agreed to 

participate in the questionnaire study. 

In the qualitative study, more efforts were made to deal with ethical issues. Before the 

collection of data from the teachers and students, a consent form (see Appendix 11) 

was signed by Dean of the faculties as the permission to contact the potential teachers 

and students. Then, an email was sent to all the translation teachers in the faculties, 

introducing the research, and some teachers replied and expressed their interest in 

participation. After that, the details of the research, the rights, anonymity and 

confidentiality of the participants, etc. were explained when the researcher met each of 

the selected teachers. Finally, consent forms were signed by the participants before the 

data collection. The students in these teachers’ classrooms were also briefed the study 

before inviting them to participate.  

Specifically, the following measures were taken: 1) making sure that the participants 

that they were totally voluntary to participate in this study, and they had the right to 

withdraw at any time; 2) ensuring that the participants read and sign the PIS (see 

Appendix 7 and 8) and CF (see Appendix 9 and 10) before the classroom observation 

and interview started; 3) ensuring that participation, non-participation, withdrawal will 
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not affect the result of assessment of their teaching or learning; 4) making sure that 

compensation will be provided to the teachers and students participate in the 

classroom observation and/or interview after all data are collected; 5) informing the 

participants that if they withdraw before the end of data collection process, they would 

be provided a gift; 6) informing the participants that they have rights to refuse to 

answer any of the questions, and they can stop or withdraw at any time; 7) informing 

the participants that they would be video-recorded by the researcher during the 

classroom observation with digital recorders; 8) informing the participants that their 

interviews would be done in a private environment and would be audio recorded; 9) 

informing the participants that they have rights to refuse to be recorded, and they could 

ask the researcher to turn off the recorder at any time; 10) informing the participants 

that their records would be transcribed by the researcher; 11) using pseudonyms/code 

names in field notes and transcripts to protect participants’ identities; 12) ensuring that 

the participants’ identities would not be provided to a third party or public; 13) 

informing the participants that all collected data would be used for the researcher’s 

PhD thesis, and they may also be used for the researcher’s academic publications, 

conference presentations, teaching, or other forms of academic research dissemination; 

14) informing the participants that they would in no way to be identified in the 

publications; 15) ensuring all data were stored securely for six years; 16) informing the 

participants that after six years, all hard copy data will be shredded and the electronic 

data will be deleted permanently from all elector devices. 
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Chapter 4 Results 

This chapter presents the results of the present study. Given that each of the research 

questions was explored by referring to both the quantitative and qualitative data, 

results from both types of data are presented in this chapter. In each section, the 

quantitative results are first presented, followed by the qualitative results. In the end, a 

chapter summary is provided. 

4.1 Background Information of the Respondents and Participants 

4.1.1 Demographic information of the respondents 

4.1.1.1 Teacher respondents 

The teacher respondents for the TTQ were 144 C-E translation teachers in Chinese 

universities. Of the 144 teachers, 60 were male and 84 female. Most of them were in 

their 30s (n = 50, 34.7%) or 40s (n = 46, 31.9%). The majority of them (n = 103, 

71.5%) had less than ten years of translation teaching experience. Nearly half of them 

(n = 70, 48.6%) had overseas study experience. Most of them (n = 105, 72.9%) 

worked in non-985 or 211 project universities. They were also varied in their academic 

ranks. The majority (n = 92, 63.9%) was teaching undergraduate courses. More details 

about the demographic information of these teachers are shown in Table 4.1. 

4.1.1.2 Student respondents 

The student respondents for the TSQ were 210 C-E translation students from four 

Chinese universities. Of the 210 students, 185 were female and 25 male. Around one 

third of them were in their third (n = 61, 29%) or fourth (n = 63, 30%) year of 

undergraduate study, or first year (n = 72, 34.3%) of postgraduate study. Only 6.7% (n 

= 14) were in their second year of postgraduate study. They were enrolled in different 
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programmes. Most of them (n = 155, 73.8%) did not have any translation certificates. 

Of the 86 postgraduate students, most were English majors (n = 63, 73.2%) in 

undergraduate study. Table 4.2 provides the demographic information of these 

students in more detail. 

Table 4.1 Demographic information of the TTQ respondents (n = 144). 

Note: The 985 Project and the 211 Project are two initiatives of the Chinese 

government, with the aim of promoting the development and reputation of Chinese 

universities for them to become internationally well-known institutions. There are 39 

universities sponsored by the 985 Project, and 112 by the 211 Project. The overall 

strength or quality of the universities in these two projects is normally believed to be 

higher than the ones that are not on the two lists. 

  No. % 

Gender Male 60 41.7 

Female 84 58.3 

Age 21-29 21 14.6 

30-39 50 34.7 

40-49 46 31.9 

50-59 25 17.4 

60 or above 2 1.4 

Translation teaching 

experience 

(years) 

Less than 5 63 43.7 

5-10 40 27.8 

11-15 26 18.0 

16-20 6 4.2 

21-25 5 3.5 

26-30 4 2.8 

31 or above 0 0.0 

Overseas study experience No 74 51.4 

Yes 70 (M =13.7 

months) 

48.6 

 

University level 985 Project 15 10.4 

211 Project 24 16.7 

Other 105 72.9 

Qualification Bachelor 3 2.1 

Master 91 63.2 

PhD 50 34.7 

Academic rank Assistant Lecturer 13 9.0 

Lecturer 52 36.1 

Associate Professor 50 34.7 

Professor 29 20.2 

Course level Undergraduate 92 63.9 

Postgraduate 11 7.6 

Both 41 28.5 

Professional translator 

experience  

Yes 25 17.4 

No 119 82.6 
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Table 4.2 Demographic information of the TSQ respondents (n = 210) 

 No. % 

Gender Male 

Female 

25 

185 

11.9 

88.1 

G.rade Undergraduate - third year 

Undergraduate- fourth year 

Master - first year 

Master - second year 

Master - third year 

61 

63 

72 

14 

0 

29.0 

30.0 

34.3 

6.7 

0 

Programme BA in English (specialised in Translation) 

BA in English (not specialised in Translation) 

BA in Translation 

MA in Translation Studies 

MTI 

45 

36 

37 

31 

61 

21.4 

17.1 

17.6 

14.8 

29.4 

Translation 

certificates 

CATTI-1 

CATTI-2 

CATTI-3 

None 

Others 

0 

12 

36 

155 

7 

0 

5.7 

17.1 

73.8 

3.4 

Translation 

practice 

experience 

None 

Barely 

Limited 

Some 

Plentiful 

40 

102 

64 

4 

0 

19.1 

48.5 

30.5 

1.9 

0 

Bachelor’s 

degree* 

Translation 

English 

Others 

20 

63 

3 

23.3 

73.2 

3.5 

Note: * refers to the Bachelor’s degrees held by the postgraduate respondents. 

4.1.2 Profiles of the participants 

4.1.2.1 Teacher participants 

All of the eight teachers participated were observed in the classroom observations and 

interviewed in semi-structured interviews. These teachers had diverse backgrounds. 

Five of them were male and three female. Two of them were in their 20s, one in her 

30s, three in their 40s, and another two in their 50s. All of them held a qualification of 

master’s or PhD degree. Their professional titles ranged from lecturer to professor. 

They were also different in terms of their (translation) teaching experience and 

overseas study experience. Only two of them had received some teacher training. 

Table 4.3 reports on the profiles of the teacher participants. 
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Table 4.3 Profiles of the teacher participants of the interviews and classroom observations (n = 8) 

Name University- 

Faculty 

Age group Gender Qualification Professional 

rank 

Teaching 

experience 

(years) 

Teacher training 

received 

Overseas study 

experience 

(years) 

Course 

level 

T1 A-a 50-59 Male MA in AL Professor 30, 25* NA 1 pg 

T2 A-a 40-49 Male MA in AL Professor 21, 16* NA NA pg 

T3 A-a 50-59 Male PhD in ELL Professor 30, 21* NA NA pg 

T4 A-b 40-49 Female MA in AL Lecturer 14, 8* NA 1 ug 

T5 A-b 40-49 Male PhD in TS Associate 

Professor 

18, 11* NA 8 ug 

T6 A-c 30-39 Female MA in ELL Lecturer 17, 13* NA NA ug 

T7 B-d 20-29 Male MA in IS Lecturer 5, 4* Once in a one-day 

translation teacher 

training workshop 

NA ug 

T8 C-e 20-29 Female MA in TS Lecturer 1,1* A few days of general 

teacher training during 

induction 

NA ug 

Note: The capital and lower-case letters in the column “University-Faculty” represent different universities and faculties, respectively; * 

represents translation teaching experience; AL = Applied Linguistics, ELL = English Language and Literature, TS = Translation Studies, 

IS = Interpreting Studies; pg = postgraduate, ug = undergraduate. 
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4.1.2.2 Student participants 

The 16 students who were interviewed in the semi-structured interviews came from 

the eight teachers’ classrooms. The average age of the students was 21.93 years old.  

Seven of them were male and 11 female. Six of them were enrolled in postgraduate 

programmes while the other 10 in undergraduate programmes. Among those six 

postgraduate students, five held a BA degree, and one held a Bachelor of Science (BSc) 

degree at the time of participation. Information about these student participants can be 

found in Table 4.4. 

Table 4.4 Profiles of the student participants of the interviews (n = 16) 

Name Age Gender Qualification Programme Teacher  

S1 23 Female BA in Business English MA in Translation Studies T1 

S2 23 Female BA in Translation 

S3 24 Female BSc in Wood Science 

and Engineering 

MA in Translation Studies T2 

S4 24 Female BA in English 

Education 

S5 23 Female BA in International 

Economics and Trade 

MTI T3 

S6 23 Male BA in Translation 

S7 21 Female NA BA in English T4 

S8 21 Female NA 

S9 21 Female NA BA in Translation 

 

T5 

S10 21 Male NA 

S11 21 Male NA BA in Business English T6 

S12 21 Female NA 

S13 22 Female NA BA in Translation T7 

S14 21 Male NA 

S15 21 Male NA BA in Business English T8 

S16 21 Female NA 

Note: BA = Bachelor of Arts, BSc = Bachelor of Science, MA = Master of Arts 
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4.2 Translation Teacher’ Cognitions 

4.2.1 Translation teachers’ cognitions about translator competence in general 

4.2.1.1 Quantitative results 

A general understanding of the cognitions about translator competence that were held 

by the translation teachers in the quantitative study, i.e., a group of C-E translation 

teachers in China, can be obtained from the ratings of the importance of the seven sub-

competences by these teachers. The CTCQ in the TTQ collected data in this respect. 

Descriptive statistics of the data are presented in Table 4.5. 

Table 4.5 Descriptive statistics of teacher respondents’ rating of importance of 

translator competence (n = 144) 

Sub-competences M SD 

Bilingual 5.15 .65 

Extra-linguistic 4.99 .73 

Strategic 4.85 .68 

Translation knowledge 4.80 .66 

Instrumental 4.93 .83 

Psychological 4.80 .71 

Professional 4.55 .78 

Note: This is a 6-point Likert scale; 1 = not at all important, 2 = slightly important, 3 = 

somewhat important, 4 = moderately important, 5 = very important, 6 = extremely 

important. 

 

As it is shown in Table 4.5, the ranking of importance of the sub-competences from 

highest to lowest was: bilingual, extra-linguistic, instrumental, strategic, translation 

knowledge, psychological, and professional sub-competences. Generally speaking, the 

teacher respondents had comprehensive cognitions about translator competence in the 

sense that all seven sub-competences were considered important, judging from the 

above four (“moderately important”) mean ratings of the seven sub-competences. 



 

 113 

Nevertheless, by taking a closer look at the ratings, it was found that there were some 

differences in terms of their cognitions about the sub-competences.  

Bilingual sub-competence received the highest mean rating (5.15), in excess of five 

(“very important”). This shows that the respondents tended to agree that language-

related knowledge, such as knowledge of grammatical rules and word collocation of 

both Chinese and English, was the most important knowledge that translators must 

master. Extra-linguistic sub-competence (4.99) received the second highest mean 

rating, which was nearly five (“very important”). This shows that this group of 

translation teachers believed that extra-linguistic knowledge, such as knowledge of 

culture, and basic knowledge of the world, was also crucial for translators. 

Instrumental sub-competence also received a mean rating near five (4.93), showing 

that these translation teachers believed the abilities to use tools such as search engines 

and parallel texts were also necessary for translators.  

The ratings of the remaining four sub-competences, namely strategic, translation 

knowledge, psychological, and professional sub-competences all exceeded four 

(“moderately important”), showing that the teacher respondents considered that these 

sub-competences were important to some degree. Among these four sub-competences, 

professional sub-competence had the lowest rating (4.55), which demonstrated that 

these teachers believed that this sub-competence was the least important one.  

It can be concluded that judging from the higher than four mean ratings of the 

importance of the sub-competences, this group of Chinese C-E translation teachers 

generally believed that all the sub-competences were of at least moderate importance 

for the development of translator competence. 



 

 114 

4.2.1.2 Qualitative results 

The teacher interviews explored translation teachers’ cognitions about translator 

competence. Interview data showed that the teacher participants had a comprehensive 

understanding of translator competence, and they generally believed that there were 

various aspects that were of significant value for translators. Table 4.6 summarises the 

cognitions about translator competence held by the eight teacher participants. 

Table 4.6 Teacher participants’ cognitions about translator competence (n = 8) 

Sub-competences Sources a Topics addressed 

Bilingual 8 Language comprehension (5); 

Idiomatic expressions (3); 

Cohesion and Coherence (1); Discourse (1) 

Grammar knowledge (1); Vocabulary (1)  

Extra-linguistic 5 Cultural knowledge (4);  

Knowledge of specific areas (4); 

Encyclopaedic knowledge (2); 

Strategic 6 Preparation (3);  

Relying on external resources (3); 

Translation knowledge 6 Translation and linguistic theories (4);  

Translation techniques (2) 

Instrumental 8 Online searching ability (7);  

Computer-assisted translation (CAT) tools (3);  

Parallel texts (2); Dictionaries (3); 

Corpora (1); Office software (1) 

Psychological 8 Rigour (4); Perseverance (2); Passion (2); 

Criticism (2); Curiosity (1);  

Logical reasoning (1); Judgment (1)  

Professional 5 Communicative skills (4);  

Cooperative ability (2);  

Continuing learning ability (1);  

Project management (1) 

Note:  a refers to the number of participants who commented on the corresponding sub-

competences; the number in the brackets represent the number of participants who 

commented on the corresponding topics.  
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In the interviews, when the researcher asked about the important knowledge and skills 

that translators need to have, the first answer provided by all of the eight teacher 

participants was related to bilingual sub-competence, although they explained with 

different terms, such as “language proficiency”, “levels of Chinese and English”, and 

“language transfer abilities”. For example,  

You can hardly understand (the source language) and express (in the target 

language) if your language proficiency is low. Actually, this is the basic 

requirement. After all, translating is more about whether you can understand 

(the source language), and whether you can transfer (to the target language) 

[…]. So, this is the basic. Language proficiency is the first (T4). 

Translating involves going back and forth between two languages. So, 

translators should have the knowledge and understanding of the similarities and 

differences between the two languages. For example, between English and 

Chinese, you need to know the main features of Chinese, like parataxis, and of 

course, the main features of English […]. Knowing the differences between the 

two languages is beneficial for translating (T5). 

They generally believed that translating is much about, although not all about, 

transferring from one language to another, and therefore, translators needed to be able 

to clearly understand the meanings of the source language and express the meanings 

using the target language. Many of them emphasised that bilingual sub-competence 

was the basis for performing translation tasks. They believed that this competence not 

only included the lexical and grammatical knowledge of both Chinese and English 

languages, which was the “prerequisite for translating” (T7), but also some more 

important elements, such as “understanding the differences between the two languages” 
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(T5), and “knowing how to use the target language idiomatically” (T8). As T1 

commented, “translation competence is closely related to language ability. Without 

language ability, all about translation competence are nonsense”.  

Instrumental sub-competence was also highlighted by all of the teacher participants. 

They believed that there were many situations where translators needed to rely on 

external resources, and therefore, using translation tools could not only improve the 

quality of translation, but also the efficiency of translators. They pointed out that it 

was an indispensable skill that translators were able to search online effectively for 

useful information and use different resources to crosscheck information. For example,  

Now translators can rely on the Internet. Even if you do not have very high 

language skills, if you are willing to investigate and verify, you can still improve 

your competence […]. You have access to the Internet, you can use it effectively, 

then you have higher translation competence (T4). 

Other than Internet searching ability, the teachers held that the abilities or awareness 

of using parallel texts and CAT tools, and familiarity with the basic office software 

(such as Words, Excel, PowerPoint), were also associated with translator competence. 

For example, 

I feel that parallel texts are very useful. When I translate, I will look for parallel 

texts. I want to see what it (the text to be translated) would be like in foreign 

(target language) countries […]. Gradually I will have a sense of the 

characteristics of the text. Then I translate. I think this is very helpful for 

translation competence (T8). 
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Translators must learn how to use tools, such as corpora and translation tools. 

For example, when you translate a contract, many sentences in the contract 

could be old stuff. If you know how to use things like Trados, these sentences 

could be translated automatically for editing (T6). 

Psychological sub-competence was also emphasised by all of the eight teachers. They 

believed that translators must translate meticulously. For example, T5 believed that 

“translators need to be detail-oriented. They should not miss anything,” because when 

translate, they must constantly “make comparisons, search for information, and learn 

about the background knowledge”. Other than this, they also brought up many other 

psychological traits, such as a passion for translation, being curious about knowledge, 

independent thinking, and logical reasoning. For example, T7 believed that, 

You (translators) have to think critically. Sometimes you need to be critical of 

both the source text and the target text. Only with this, can you tell your 

translation is good or not. Sometimes there may be some problems in the source 

text, but you want to translate it well, then you need to criticise the source text. 

You may need to rewrite in translation. I think this is an important personality. 

The remaining four sub-competences, including extra-lingual, strategic, translation 

knowledge, and professional sub-competences, were also stressed by most of the 

teachers.  

When talking about extra-lingual sub-competence, some teacher believed that 

translators should be equipped with basic knowledge of Chinese and English cultures, 

as well as the knowledge of the areas that the texts involve. For instance, T5 talked 

about the importance of “cross-cultural sensibility”, and in his view, there were many 

cases where translation went beyond the words in texts, to the cultures of the source 
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and target languages, and translators needed to have cultural sensibility. T4 added that 

“thematic knowledge”, the knowledge of specific areas of the texts, could be crucial, 

and a lack of such knowledge would bring much burden to translators. 

When talking about strategic sub-competence, some abilities were also highlighted. 

For example, T7 pointed out that translators should have the awareness of planning, 

especially when working on real tasks, so as to avoid missing the deadline of 

delivering translation to clients. Some teachers also believed that the ability to find 

ways to solve problems was also necessary, especially when translators could not 

solve the problems themselves. For example,  

In fact, many texts that you translate could be new to you, or something that you 

are not familiar with. When you encounter problems, you need to find a way to 

figure them out, such as looking them up in other sources, finding an expert, or 

whatever. You won’t know everything, but you can solve the problems with the 

right strategies (T1). 

When talking about translation knowledge sub-competence, some teachers held the 

opinion that the knowledge of facts and theories in the translation discipline helped 

translators to solve problems, and it also distinguished translators from other 

professionals. For example, T3, based on his own experience, maintained that 

translation theories were very helpful for translators. As he said, 

I feel that theories are helping me when I encounter problems, such as how to 

change my way of thinking and expression […]. I feel that theories are guiding 

me through some very difficult problems […]. I think translators need to know 

about translation theories. Some people think that theories are not useful to 

translation practices, but I do not think in that way. 
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When talking about professional sub-competence, some teachers believed that some 

knowledge and skills that were specifically related to the language services industry 

could also benefit translators. They saw cooperative ability, project management skills, 

and communicative skills as necessities to ensure translators survive translation 

professional market. For example, T7 said, 

In the real translation market, apart from being good at translating, 

communication ability is also important for translators. You need to know your 

customers’ requirements, such as deadlines, quality requirements, or any special 

requirements such as making adjustments in the translated texts. You need to 

communicate with them. 

To sum up, the teacher participants generally believed that translators needed to 

develop various types of knowledge and skills for performing translation tasks 

successfully. These knowledge and skills not only related to the use of the source and 

the target languages, such as bilingual, extra-lingual and translation knowledge sub-

competences, but also the ones that help translators compensate their disadvantages or 

weaknesses, such as instrumental and strategic sub-competences. In addition, they 

held that psychological and professional sub-competences had become necessary 

components for translators, especially because of the professionalisation of translation. 

4.2.2 Individual differences in translation teachers’ cognitions about translator 

competence 

4.2.2.1 Quantitative results 

The above section has shown the general features of cognitions about translator 

competence as held by Chinese C-E translation teachers. This study also explored the 
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possible influences of individual factors, such as gender, age, academic ranking, etc. 

on their cognitions. Independent samples t-tests and one-way ANOVA were 

conducted to compare the cognitions held by the teacher respondents with different 

backgrounds. 

Independent samples t-tests were conducted to compare cognitions about the seven 

sub-competences in male and female teachers, and in teachers with and without 

overseas study experience, professional translator experience, and language teaching 

experience. The results are presented in Table 4.7. 

The test statistics showed that there were significant differences between males and 

females regarding their cognitions about bilingual sub-competence t(144) = -2.47, p 

= .015, as well as extra-linguistic sub-competence t(144) = -2.59, p = .011. Cohen’s d 

statistics were then calculated to estimate the magnitude of the differences. The tests 

returned Cohen’s d of .43 and .45 for bilingual and extra-lingual sub-competences, 

respectively, which indicated small effect sizes. No significant differences were found 

in terms of these two groups’ cognitions about strategic, translation knowledge, 

instrumental, psychological and professional sub-competences. 
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 Table 4.7 Independent samples t-tests results of teacher cognitions by gender, overseas study experience, professional translator 

experience, and language teacher experience (n = 144) 

 Group n M SD t p Group n M SD t p Group n M SD t p Group n M SD t p 

Bilingual 

 

Male 60 4.98 .76 -2.47 .02* Without 

OSE 

74 5.08 .72 -1.27 .21 Without 

PTE 

119 5.14 .63 -.10 .91 Without 

LTE 

64 5.17 .63 .41 .68 

Female 84 5.26 .52 With 

OSE 

70 5.22 .55 With 

PTE 

25 5.16 .73 With 

LTE 

80 5.13 .66   

Extra-

linguistic 

Male 60 4.80 .82 -2.58 .01* Without 

OSE 

74 4.98 .74 -.23 .82 Without 

PTE 

119 4.97 .74 -.73 .47 Without 

LTE 

64 5.02 .71 .39 .70 

Female 84 5.13 .63 With 

OSE 

70 5.01 .71 With 

PTE 

25 5.09 .69 With 

LTE 

80 4.97 .74   

Strategic 

 

Male 60 4.74 .77 -1.63 .11 Without 

OSE 

74 4.83 .62 -.32 .75 Without 

PTE 

119 4.86 .68 .34 .73 Without 

LTE 

64 4.93 .66 1.28 .20 

Female 84 4.93 .61 With 

OSE 

70 4.87 .75 With 

PTE 

25 4.81 .70 With 

LTE 

80 4.79 .70   

Translation 

knowledge 

Male 60 4.70 .75 -1.56 .12 Without 

OSE 

74 4.74 .72 -1.13 .26 Without 

PTE 

119 4.79 .66 -.52 .60 Without 

LTE 

64 4.85 .66 .74 .46 

Female 84 4.87 .59 With 

OSE 

70 4.87 .60 With 

PTE 

25 4.86 .67 With 

LTE 

80 4.77 .66   

Instrumental 

 

Male 60 4.80 .92 -1.61 .11 Without 

OSE 

74 4.96 .81 .38 .71 Without 

PTE 

119 4.94 .81 .27 .79 Without 

LTE 

64 4.89 .89 -.52 .60 

Female 84 5.02 .75 With 

OSE 

70 4.90 .85 With 

PTE 

25 4.89 .91 With 

LTE 

80 4.96 .78   

Psychological Male 60 4.77 .82 -.36 .73 Without 

OSE 

74 4.81 .67 .30 .76 Without 

PTE 

119 4.79 .73 -.10 .92 Without 

LTE 

64 4.87 .68 1.13 .26 

Female 84 4.82 .62 With 

OSE 

70 4.78 .75 With 

PTE 

25 4.81 .62 With 

LTE 

80 4.74 .73   

Professional Male 60 4.43 .87 -1.55 .13 Without 

OSE 

74 4.54 .82 -.23 .82 Without 

PTE 

119 4.57 .80 .50 .62 Without 

LTE 

64 4.63 .81 1.11 .27 

Female 84 4.64 .71 With 

OSE 

70 4.57 .75 With 

PTE 

25 4.48 .70 With 

LTE 

80 4.49 .76   

Note:   OSE = overseas study experience; PTE = professional translator experience; LTE = language teaching experience.
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Similarly, no significant differences were found between teachers with and without 

overseas study experience, between teachers with and without professional translator 

experience, and between teachers with and without language teaching experience.  

Several one-way ANOVA analyses were conducted to examine whether there were 

statistically significant differences in cognitions about translator competences among 

teachers with different ages. The teacher respondents were categorised into four age 

groups, including Age1 (21-29 years old), Age2 (30-39 years old), Age3 (40-49 years 

old) and Age 4 (50 years old and above). The results suggested that there was a 

statistically significant difference between age groups in terms of their cognitions 

about four of the seven sub-competences, including bilingual sub-competence (F(3, 

144) = 2.99, p = .033, η² =.06), strategic sub-competence (F(3, 144) = 3.32, p = .022, 

η² = .07), translation knowledge sub-competence (F(3, 144) = 3.21, p = .025, η² = .06), 

and instrumental sub-competence (F(3, 144) = 3.81, p = .012, η² = .07).  

Accordingly, Tukey post hoc tests were conducted to explore the inter-group 

differences in the above four sub-competences (see Table 4.8). The tests revealed that 

in terms of cognitions about bilingual sub-competence, statistical difference appeared 

between Age3 (M = 5.25, SD = .70) and Age 4 (M = 4.84, SD = .81). Statistical 

difference in cognitions about translation knowledge sub-competence was found 

between Age3 (M = 4.92, SD = .69) and Age4 (M = 4.47, SD = .79). As for cognitions 

about strategic sub-competence, statistical difference was found between Age1 (M = 

5.15, SD = .55) and Age 4 (M = 4.56, SD = .82). Lastly, statistical differences in 

cognitions about instrumental sub-competence were found between Age1 (M = 5.24, 

SD = .73) and Age4 (M = 4.52, SD = 1.01), as well as between Age2 (M = 5.06, SD 

= .61) and Age4 (M = 4.52, SD = 1.01). 
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Table 4.8 Post hoc results of ANOVA of teachers’ cognitions about the selected four 

sub-competences by age 

 Age group p 

Bilingual Age3 Age4 .041 

Translation knowledge Age3 Age4 .022 

Strategic Age1 Age4 .013 

Instrumental Age1 Age4 .013 

Age2 Age4 .030 

Note: * p < .05. This table only presents results of the four sub-competences with 

significant difference at p < .05. Age1 = 21-29 years old; Age2 = 30-39 years old; 

Age3 = 40-49 years old; Age 4 = 50 years old and above. 

The teacher participants were categorised into other groups based on their years of 

translation teaching, university levels, qualifications and academic ranks. Again, one-

way ANOVA analyses were conducted to examine the possible significant differences 

between these groups. Table 4.9 and Table 4.10 show the results. As can be seen, the 

results suggested that there were no significant differences between these groups. 
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Table 4.9 One-way ANOVA results of teachers’ cognitions about translator competence by teaching experience and university levels (n = 

144) 

 Group n M SD F p Group n M SD F p 

Bilingual NT 63 5.06 .65 1.17 .315 985 15 5.28 .54 1.77 .175 

ET 66 5.23 .67 211 24 4.93 .77   

HET 15 5.16 .52 Other 105 5.18 .62   

Extra-lingual NT 63 5.05 .71 .36 .709 985 15 4.82 .97 1.21 .302 

ET 66 4.94 .76 211 24 4.85 .66   

HET 15 5.00 .66 Other 105 5.05 .70   

Strategic NT 63 4.80 .63 .44 .647 985 15 4.97 .65 .78 .460 

ET 66 4.87 .73 211 24 4.71 .84   

HET 15 4.97 .70 Other 105 4.87 .65   

Translation Knowledge NT 63 4.84 .64 .23 .794 985 15 4.72 .60 .19 .827 

ET 66 4.76 .70 211 24 4.77 .74   

HET 15 4.83 .64 Other 105 4.82 .66   

Instrumental NT 63 4.95 .77 .26 .770 985 15 5.17 .87 .82 .443 

ET 66 4.89 .90 211 24 4.82 .91   

HET 15 5.05 .76 Other 105 4.92 .81   

Psychological NT 63 4.75 .72 .47 .628 985 15 4.93 .47 .94 .395 

ET 66 4.80 .70 211 24 4.64 .94   

HET 15 4.95 .72 Other 105 4.81 .67   

Professional NT 63 4.57 .69 .94 .392 985 15 4.68 .75 .26 .769 

ET 66 4.48 .87 211 24 4.57 .85   

HET 15 4.78 .77 Other 105 4.53 .78   

Note:   NT  =   new teachers (Less than 5 years of translation teaching), ET = experienced teachers (5-15 years of translation teaching), 

HET = highly experienced teachers (over 15 years of translation teaching); 985 = 985 project university teachers, 211 = 211 project 

university teachers, Other = Non-985 or 211 project university teachers. 
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Table 4.10 One-way ANOVA results of teachers’ cognitions about translator competence by qualifications and academic ranks (n = 144) 

 Group n M SD F p Group n M SD F p 

Bilingual Bachelor 3 4.93 .50 .54 .582 Assistant lecturer 13 5.19 .46 .76 .521 

Master 91 5.19 .56   Lecturer 52 5.13 .61   

PhD 50 5.09 .79   Associate professor 

 

50 5.24 .66   

       Professor 29 5.01 .76   

Extra-lingual Bachelor 3 4.83 .29 .35 .707 Assistant lecturer 13 4.90 1.03 .34 .797 

Master 91 5.03 .74   Lecturer 52 5.02 .69   

PhD 50 4.94 .72   Associate professor 

 

50 5.05 .64   

       Professor 29 4.90 .80   

Strategic Bachelor 3 4.67 .31 1.90 .154 Assistant lecturer 13 5.03 .60 1.33 .267 

Master 91 4.93 .65   Lecturer 52 4.90 .62   

PhD 50 4.71 .74   Associate professor 

 

50 4.87 .70   

       Professor 29 4.64 .78   

Translation Knowledge Bachelor 3 4.33 .50 1.13 .328 Assistant lecturer 13 4.71 .57 .62 .606 

Master 91 4.85 .64   Lecturer 52 4.84 .65   

PhD 50 4.75 .71   Associate professor 

 

50 4.86 .63   

       Professor 29 4.68 .78   

Instrumental Bachelor 3 4.75 .25 1.18 .312 Assistant lecturer 13 5.25 .71 1.72 .166 

Master 91 5.01 .78   Lecturer 52 5.00 .69   

PhD 50 4.80 .92   Associate professor 

 

50 4.93 .83   

       Professor 29 4.67 1.04   

Psychological Bachelor 3 4.50 .50 .80 .450 Assistant lecturer 13 4.89 .57 .26 .851 

Master 91 4.85 .70   Lecturer 52 4.78 .73   

PhD 50 4.72 .73   Associate professor 

 

50 4.84 .67   

       Professor 29 4.72 .79   

Professional Bachelor 3 4.83 .38 1.65 .195 Assistant lecturer 13 4.71 .77 .48 .695 

Master 91 4.63 .79   Lecturer 52 4.61 .76   

PhD 50 4.40 .78   Associate professor 

 

50 4.52 .76   

       Professor 29 4.44 .89   

 



 

 126 

4.2.2.2 Qualitative results 

In the interviews, there were some occasions when the importance of some knowledge 

and skills were not accepted or stressed by some teacher participants. Table 4.11 

compares the opinions as held by T1 and T2 and the other teacher participants on 

some knowledge and skills. The left column represents T1 and/or T2’s cognitions 

about some elements, while the right column summarises the other teachers’ 

cognitions about the same elements.  

Table 4.11 The dissimilar cognitions between T1 and T2, and the remaining teachers 

(n = 8) 

Statements by T1 and/or T2 Statements by the majority 

• There are only a few linguistic 

theories that are useful or helpful 

for translators (T1). 

• Translators should be equipped with 

theories. Theories and translation 

practices are interconnected. 

• Abilities such as planning, 

monitoring, and adjusting are 

useless. Translating abilities are the 

key (T1 and T2). 

• Planning is necessary in completing real 

translation tasks. 

• You can’t and don’t need to know 

everything in your translation (T1). 

• You need to be familiar with the specific 

areas that the texts you work on involve. 

• Understanding what (translation) 

market is like may help translators 

find jobs but is useless in improving 

translator competence (T2). 

• Understanding the characteristics of 

translation market helps translators 

produce translation that meet the 

demands of real clients. 

 

As can be seen, there were some contrasting or dissimilar opinions about some 

elements as provided by T1 and/or T2 and the remaining teacher participants, and 

these elements belonged to four sub-competences, including translation knowledge, 
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strategic, extra-lingual, and professional sub-competences. T1 and/or T2 declined or 

marginalised the necessities of several knowledge and skills, including theoretical 

knowledge, planning abilities, subject knowledge of specific areas, and knowledge of 

professional translation market, while the others maintained that these aspects were 

also important for translators.  

Although T1 and T2 denied the values of these elements for translators, they 

highlighted some other elements that belonged to the same sub-competences. For 

example, T2, one the one hand, believed that knowledge about the market did not 

necessarily improve the translation quality of translators. One the other hand, he 

believed that translators needed to know how to obey professional ethics, and also how 

to build a relationship with clients. 

Other than these contrasting cognitions about translator competence between teachers, 

it appeared that it was not easy to determine the extent of difference in teachers’ 

cognitions in the qualitative study. This is because, unlike the quantitative data, in 

which a comparison between the cognitions of teachers with different backgrounds 

could be made, as teacher respondents indicated their cognitions about the extent of 

the importance of each sub-competence on a 6-point Likert scale, the data in the 

qualitative study were not numeric but narrative. Therefore, it was difficult to tell 

whether cognitions about a certain sub-competence held by the teacher participants 

were different from others when all of them recognise the importance of the sub-

competence. For example, in the following two excerpts, both teachers talked about 

the same topic. 

When you are in the (professional translation) market, you must make sure your 

translation can be accepted or recognised. You know, there are many translation 
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clients who are laymen, and they don’t know what translation should be like. So, 

at this moment your communication becomes very important (T6). 

In the real translation market, apart from being good at translating, 

communication ability is also important for translators. You need to know your 

customers’ requirements, such as deadlines, quality requirements, or any special 

requirements such as making adjustments in the translated texts. You need to 

communicate with them (T7). 

The above two excerpts show that both T6 and T7 addressed communicative skills and 

they both admitted that such skills were necessary for translators. However, it is 

difficult to tell whether T6’s cognitions about the importance of communicative skills 

were stronger than those of T7, or vice versa, although T6 used “must” and “very 

important”, whereas T7 used “important” and “need to”. That is to say, the qualitative 

data did not provide direct evidence for the extent of differences when the participants 

all recognised the importance of the sub-competence. Therefore, it was unrealistic to 

compare the extent of teachers’ cognitions based on the qualitative data. 

4.2.3 Factors that influence translation teachers’ cognitions about translator 

competence 

4.2.3.1 Quantitative results 

In the FITCQ, a list of items was used to explore the factors that had impacts on the 

teacher respondents’ cognitions about translator competence (see Section 3.4.1.2). In 

this section, the extent to which three factors, namely translation teaching, translation 

learning and practices, and academic research influenced this group of teachers’ 
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cognitions about translator competence was examined. Table 4.12 shows the 

descriptive statistics of these three factors. 

Table 4.12 Descriptive statistics of teacher participants’ ratings of influence of three 

factors on their cognitions about translator competence (n = 144) 

Factors M SD 

Translation teaching 4.41 .84 

Translation learning and practices 4.30 .88 

Academic research 4.23 1.03 

Note: This is a 6-point Likert scale; 1 = not at all influential, 2 = slightly influential, 3 

= somewhat influential, 4 = moderately influential, 5 = very influential, 6 = extremely 

influential. 

 

Using the mean ratings of these three factors and the mean rating of teachers’ 

cognitions about translator competence, a correlation analysis was conducted to 

examine the relationship among them. The results are presented in Table 4.13. 

Table 4.13 Correlation matrix of teachers’ cognitions about translator competence, 

translation learning, translation practices and academic research 

 Translation 

teaching 

Translation learning 

and practices 

Academic 

research 

Translator competence .60** .49** .44** 

Note: ** p < .01 

As can be seen from the results of correlation analysis, the teachers’ cognitions about 

translator competence had the strongest correlation with their translation teaching (r 

= .60). In the meantime, there were relatively strong correlations between teachers’ 

cognitions and translation learning and practices (r = .49) and academic research (r 

= .44). In other words, the correlation analysis showed that the teachers’ cognitions 

about translator competence were pertinent to all three factors. 
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Based on the results of the correlation analysis, the extent to which translation 

teaching, translation learning and practices, and academic research influence teachers’ 

cognitions about translator competence was examined using a multiple regression 

analysis. The analysed results showed a statistically significant regression equation, 

F(3, 144) = 32.22, p < .001, R2 = .41, with a large effect size (Cohen’s ƒ2  = .69), 

which means that these factors explained a decent amount of variance (41%) in the 

data of teachers’ cognitions about translator competence. Table 4.14 shows the 

regressions coefficients. 

Table 4.14 The regression coefficients of translation teaching, translation learning and 

practices, and academic research on teachers’ cognitions about translator competence 

 B SE β t p 

(Intercept) 2.68 .23  11.77 .000*** 

Translation teaching .31 .06 .45 5.52 .000*** 

Translation learning 

and practices 
.15 .06 .23 2.76 .007** 

Academic research .04 .05 .07 .81 .422 

Note: *** p < .001  ** p < .05 

 

It can be seen from Table 4.14 that, among the three factors, translation teaching, and 

translation learning and practices were found to be significant predictors of teachers’ 

cognitions about translator competence, while academic research was a non-significant 

predictor. However, all three factors had a positive linear relationship with teachers’ 

cognition about translator competence, which means that the higher their ratings of the 

influence of these factors, the higher their rating of the importance of translator 

competence. Judging from the standardised regression coefficients, it can be seen that 
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translation teaching experience had the largest effect (β = .45), followed by translation 

learning and practices (β = .23). In comparison, academic research did not contribute 

much to the regression model (β = .07).  

To sum up, translation teaching, and translation learning and practices had a 

statistically significant influence on teachers’ cognitions about translator competence, 

whereas academic research had statistically non-significant influence. 

4.2.3.2 Qualitative results 

In the interviews, when the teacher participants talked about the importance of a 

certain sub-competence to translators, they were also required to explain the causes 

that led to their cognitions. Their explanations were then categorised into four factors, 

including translation teaching, translation practices, translation learning, and academic 

research. Table 4.15 shows the factors that influenced the cognitions about translator 

competence as claimed by each teacher participant. 

Table 4.15 Factors that influenced the teacher participants’ cognitions about translator 

competence (n = 8) 

 Translation teaching Translation practices Translation learning Academic research 

 Students Teaching 

material 

preparation 

Teaching 

objectives 

Individual 

translation 

practices 

Cooperative 

translation 

practices 

Translation 

teachers 

Textbooks Paper 

writing 

Literature 

reading 

T1          

T2          

T3          

T4          

T5          

T6          

T7          

T8          
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Translation teaching 

Translation teaching experience, as reported by all of the eight teacher participants, 

was believed to be much related to their understanding of translator competence. 

Specifically, students, teaching material preparation, and the teaching objectives of 

their institutions had influenced their cognitions.  

Students had a great influence on these teachers’ cognitions. For example, both T8 and 

T7 said in their interviews, 

I find that when my students translate, sometimes they do not even understand 

the meaning of the source text. Then, how can you meet the standards of 

Expressiveness and Elegance? It is more about languages themselves, right? 

[...] (That is why) I think language (ability) is the first (important element for 

translator) (T8). 

(When you teach) you will find that the students, influenced by the 

examination-oriented education in China, always want right answers. But 

actually, there are no right answers to translation. So, you need to have this 

critical thinking as a translator (T7). 

It can be seen that the teachers believed that, based on their observation of their 

students, one of the reasons why their students could not produce good translation was 

because their English ability did not reach a high level, and they lacked critical 

thinking. These situations, in turn, made the teachers acknowledge the importance of 

bilingual and psychological sub-competences. In other words, students in their 

teaching context served as an important source that contributed to teachers’ 

understanding of translator competence.  
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The teaching objectives of translation programmes also influenced these teachers’ 

cognitions. Translation technologies are widely used by professional translators and 

translation companies, and the interaction between translators and machine has 

become a significant feature of the current translation market. Translation programmes 

in their universities, accordingly, were aimed to cultivate translation graduates who 

could meet the technological demands of the translation professional market. For 

example, the objective of cultivating professionalised translators made T4 realise that 

developing students’ translator competence “involves not only bilingual competence 

and knowledge of the translation discipline, but also others, such as the ability to use 

translation tools”.  

Teaching material preparation was another source of their cognitions. When they 

prepared teaching materials, they constructed a relatively systematic understanding of 

the competences that students needed to develop in order to become a good translator. 

For example, T6 said when she referred to translation textbooks, she paid close 

attention to “how they compile the textbooks, what contents are introduced”, which 

not only helped her decide what to be included in her teaching but also improved her 

perceptions of what knowledge and skills good translators should have. 

Translation practices 

Translation practices, as claimed by all of the eight teacher participants, also had a 

hand in shaping their cognitions about translator competence. It appeared that both 

individual and cooperative translation practices played a role in this process.  

First of all, based on the translation work that they had done individually, they had 

summarised their strengths and aspects needed to improve as translators. Such 
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experiences to some extent prompted self-reflection of these teachers as translators 

and therefore influenced their understanding of what makes a good translator.  

I have dealt with texts about fengshui, acupuncture, and traditional Chinese 

medicine. They were all about cultures. Texts about introduction to Guangzhou, 

and the local culture of Guangzhou, and also religions, such as Taoism and 

Buddhism. I had to read some books about fengshui before I translated them. 

You see, you need to have some knowledge of the subject that you are dealing 

with (T2). 

When I was a translation student, I learned much about translation techniques. 

But in translation practices, you would find that it is not only about techniques, 

but also about searching ability. Many things do not need to be translated, but 

to be looked up (T7). 

As can be seen, individual translation practices made T2 and T7 realise that rich 

background knowledge and the mastery of electronic tools for information mining 

secure high-quality translation. Accordingly, they became aware of the significance of 

extra-lingual and instrumental sub-competences to translators. 

Individual translation practices also had an influence on their cognitions about 

bilingual and psychological sub-competences. For example, T3 talked about his 

experience of publishing a translation in a journal, 

So I submitted my translation to this journal. They would give you a reply no 

matter what the result was. If they felt your translation was not good, they 

would reject it. If they felt it was good enough, they would help you revise it 

[…]. The experienced translators in the editorial office (helped me revising), 
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they were very responsible. When they saw some of my translation that was not 

good, or I would say some sentences that even though I had tried my best, still 

did not work very well, and the sentences that I had doubts with […]. They 

added their comments and suggestions on them […]. This became a process of 

communicating with those who had higher levels of translating ability […]. It 

made me aware that if you want to translate very well, you got to improve your 

language skills and also keep revising your translation patiently.  

In addition, through individual translation practices, especially when they worked on 

translation tasks from real translation market, they found that translation could be 

more complicated than what they thought. For example, T7 admitted that his 

translation experiences informed him that translators needed to worry about some 

practical issues, which went beyond translating itself, such as offering proper price 

quotes to potential clients, self-marketing, and tax-paying. As he said, 

For example, Chinese to English translation. The Chinese text is about 1000 

characters. When you translate it into English, the length may be increased, 

but it has fewer words in English. But my clients sometimes would say that they 

want to pay by English word count. You will find out that you think you will be 

paid for translating 1000 characters, but it turns out to be 600. The money 

became less […]. So how you offer price quotes at the beginning becomes 

crucial […]. Also, my clients sometimes do not tell me in advance about the tax 

that I need to pay. Who is going to pay the tax? Is it included in my translation 

payment? We need to make clear about these matters before starting the work. 

T7, with these experiences of facing clients in the real translation market, saw 

translators as someone who not only deals with languages but also people. Therefore, 



 

 136 

he held that translators should have professional sub-competence to survive in the 

competitive professional translation market. 

Along with their individual translation practices, their cooperative translation practices 

had also affected their cognitions. By working with others on the same translation 

projects, they became aware that the ability to communicate with co-translators made 

a difference to the quality of the project. For example, T4 had a few co-translated 

books with some colleagues. These experiences taught her that coordination and 

communication were the keys to the success of joint translation projects. As she said, 

We had to make a detailed plan to follow before translating. We had to remind 

ourselves to keep informing the other members of the team. We had to find a 

way to persuade others when we had disputes over some translation issues […]. 

Translation is not easy, especially when you are working with others on one 

project. You need to be able to cooperate, to deal with conflicts, to listen to 

each other, and to understand each other.  

Translation learning 

Translation learning experience was also reported by five of the teacher participants as 

a source of their cognitions about translator competence. The impact of translation 

learning experience mainly came from the favourite teachers they had when they were 

translation students. For instance, T7 believed that translators should have great work 

ethics and be detail-oriented because he had a translation teacher like this. He said, 

The translation teacher who left the deepest impression in my mind, I would 

say is Professor X. Mainly because I have learned from him not only about 

translation techniques but also the attitude, the working attitude. No matter 
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when you translate, or you do other things (attitude is the key). Because he 

always said, “avoid demerits if you cannot gain merits” […]. He was working 

on a book, and he carefully revised it again and again. When the first edition 

was published, he tried to find the errors in that book and published the second 

and third editions. But he always thought there was some space for 

improvement […]. I feel that it is this working spirit of his (that makes him a 

good translator). You need to have this spirit for translating, and also detail-

oriented. These spirits are very important. 

Their favourite translation teachers not only had influences on their cognitions about 

psychological sub-competence, but also bilingual sub-competence. For example, T4 

attributed her cognitions about the essentiality of bilingual sub-competence for 

translators to the influences of two translation teachers of hers, who were also 

successful translators. As she said, 

He put special emphasis on students’ fundamental skills, especially language 

ability. He did very well in translation. He translated many documents for 

Guangdong provincial government […]. Another teacher of mine had 

experience as a translator for the United Nations. He had a good command of 

both Chinese and English. He taught my postgraduate courses. 

The outstanding language skills of these translation teachers made T4 understand that 

bilingual skills were the prerequisite for being a good translator. That is to say, their 

translation learning experience had made the teachers believe that language ability was 

an important aspect of translator competence, because they found that their own 

translator teachers were very proficient in both Chinese and English. 
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Other than their translation teachers, the knowledge that they had learned from 

textbooks also affected their cognitions, as claimed by two teachers. For example, T6 

explained that her understanding of translator competence also originated from the 

textbooks that she used when she was a translation student. One of the reasons why 

she believed bilingual and translation knowledge sub-competences were the 

fundamental ones was that the textbooks she had used had always focused on 

“teaching students grammar knowledge and improving their understanding of the 

differences between Chinese and English.” 

Academic research 

Other than the above three factors, academic research was also found to have 

contributed to the teacher participants’ cognitions about translator competence. 

To begin with, some teachers suggested that their reading of the literature on 

translation studies was associated with their understanding of translator competence. 

For example, T7 claimed that the significant role of professional sub-competence in 

his mind not only came from his translation practices but also a book called Profession 

Traducteur. He said that this book taught him that translators must be equipped with 

various practical skills so as to face the challenges in the complex translation 

professional market. Similarly, T1 was convinced by the translation literature that he 

had read. As he said, 

There is a sentence in the book New Perspectives on Translation: Word, Texts 

and Poetics. I think it is the first sentence of the book. It says, “millions of 

millions of people say translation is translation, and I think this is totally 

misleading”. I like this sentence very much. I do not know the author Si Guo 

personally, but our minds think alike. I have the same feeling as this sentence 
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says. Translation is not translation. It’s writing […]. You got to writing very 

well if you want to translation very well. 

In addition, writing up research papers seemed to have helped the teachers 

systematically summarise their knowledge about translation. For example, T5 thought 

that successful translators needed to have cultural knowledge. He claimed that this 

idea was mainly from his writing and publishing of a paper on translating Chinese and 

English cultures. By doing this, he became aware that cultural differences were a key 

factor that may influence the quality of translation, but many translators were unable 

to deal with these differences. 

Based on the interview data, the interrelationship between the factors and the teacher 

participants’ cognitions about translator competence was summarised and 

demonstrated in Figure 4.1. It can be seen that the teacher participants’ cognitions 

about translator competence were subject to the influences of four factors, including 

translation practices, translation teaching, translation learning, and academic research. 

The specific influences of these factors on the sub-competences are also depicted in 

the figure. 
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Figure 4.1 Casual network for the teacher participants’ cognitions about translator competence 

 

Note: The arrow direction refers to the cause and effect direction. 

Bilingual Extra-lingual Strategic Translation Knowledge Instrumental Psychological Professional 

Translation teaching 
1. Students 
2. Teaching material preparation 
3. Teaching objectives 

Translation practices 
1. Individual practices 
2. Cooperative practices 

Translation learning 
1. Translation teachers 
2. Textbooks 

Academic research 
1. Paper writing 
2. Literature reading 
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4.3 Translation Teachers’ Teaching Practices 

4.3.1 Translation teachers’ teaching practices in general 

4.3.1.1 Quantitative results 

The TPQ investigated translation teachers’ teaching practices. A holistic picture of the 

teacher respondents’ teaching practices can be drawn by examining the descriptive 

statistics of the data from this questionnaire. Table 4.16 shows the descriptive statistics 

of translation teachers’ teaching practices with regard to the seven sub-competences of 

translator competence. 

Table 4.16 Descriptive statistics of teacher respondents’ ratings of the frequency of 

teaching the seven sub-competences in teaching practices (n = 144) 

Sub-competences M SD 

Bilingual 4.61 .72 

Extra-linguistic 4.32 .75 

Strategic 4.32 .75 

Translation knowledge 4.71 .64 

Instrumental 4.22 .91 

Psychological 4.16 .85 

Professional 3.93 .93 

Note: This is a 6-point Likert scale. 1 = never, 2 = very rarely, 3 = rarely, 4 = 

occasionally, 5 = frequently, 6 = very frequently 

 

As can be seen from this table, the ranking of frequency in teaching practices was: 

translation knowledge, bilingual, extra-linguistic, strategic, instrumental, 

psychological, and professional. It can be found that this group of C-E translation 

teachers primarily focused on bilingual and translation knowledge sub-competences in 

their teaching practices. The mean ratings of the teacher respondents’ teaching 

practices regarding six out of seven sub-competences, namely bilingual, extra-

linguistic, strategic, translation knowledge, instrumental and psychological sub-
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competences, ranged between 4.10 and 4.70, all of which exceeded four 

(“occasionally”). This shows that these translation teachers believed that they put 

relatively equal emphasis on develop most of the sub-competences in their teaching 

practices.  

Of these sub-competences, translation knowledge (4.71) and bilingual (4.61) sub-

competences received the highest ratings. This shows that, comparatively speaking, 

the translation teachers placed their priorities on developing students’ translation 

knowledge and bilingual sub-competences. In comparison, professional sub-

competence only received a mean of 3.93 (3 = rarely), which shows that professional 

sub-competence, such as knowledge about the reality of the translation market, the 

ability to translate cooperatively, negotiation skills, was least emphasised in these 

teachers’ classrooms.  

In general, the data showed that the translation teachers prioritised the sub-

competences that have most direct connections to language transfer activities, 

including bilingual and translation knowledge sub-competences, whereas professional 

sub-competence had drawn the least attention in their teaching practices. These 

teachers reported that the remaining sub-competences were equally addressed in their 

translation classrooms.   

4.3.1.2 Qualitative results 

The teaching practices of the teacher participants were investigated by means of 

classroom observations and interviews. Data showed that the teacher participants 

generally put emphasis on developing students’ bilingual and translation knowledge 

sub-competences in their teaching practices, while other sub-competences were not the 

focus of their teaching practices.  
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The teaching routines of the teachers can be categorised to two approaches - 

translation exercise-based, and knowledge point-based (Table 4.17 shows the features 

of these two approaches). In the following sections, the teaching focus of these teacher 

participants with the two approaches are explained in detail. 

Table 4.17 The teaching routine and focus of teaching of the teacher participants (n = 

8) 

Teachers Teaching routine Focus of teaching 

T2, T3, 

T4, T5 

Translation exercise-based 

 The teacher assigns random after-class exercises 

to students, selected from textbooks, translation 

tests, or the teacher’s own translation projects. 

 In the classroom, the teacher comments on 

students’ translations and provides his/her 

version. 

 The teacher assigns after-class exercises for the 

next session at the end of the session. 

 In the next session the teacher comments on 

students’ translations again. 

Bilingual sub-

competence 

T1, T6, 

T7, T8 

Knowledge point-based 

 The teacher divides the course content into 

knowledge points. 

 In each session, the teacher lectures on one or a 

few knowledge points.  

 After lecturing, the teacher assigns some in-class 

exercises, or after-class exercises, which are 

related to the knowledge points of the session. 

 For in-class exercises, the teacher comments on 

students’ translations and provides his/her 

version after the students finish the exercises in 

the same session. For after-class exercises, the 

teacher performs the same teaching activities at 

the beginning/end of the next session. 

 In the next session, the teacher lectures on the 

next knowledge points. 

Bilingual sub-

competence 

Translation 

knowledge sub-

competence 
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The teaching practices of teachers using an exercise-based approach 

There were four teacher participants, including T2, T3, T4 and T5, who used an 

exercise-based approach. It was found that they generally focused on developing 

students’ bilingual sub-competence in their teaching practices. 

T2, for example, followed this teaching routine: he first assigned some homework, that 

is, translation exercises for students to translate. In the classroom, he randomly 

selected two or three students’ translations, which were in Word documents, and 

presented on the projector screen. He normally sat in the front of the classroom, and 

went through each sentence translated by students, pointing out their problems or 

errors, and giving comments and suggestions. The major activities in his teaching were 

related to discussing with students about the language issues in their translation 

assignments. The following is an episode of T2’s teaching. 

(After presenting and reading the original Chinese sentence and the English 

translation of one student) 

T2: What do you think? It is not bad in general, I think. It is good. But do you 

find any small problems? What are the small problems? 

(Students talking to themselves or discussing with peers in a low voice) 

T2: Now, the phrase “这个夏天的傍晚”, how did you translate? At least it 

should be translated as “this summer”, or “one summer evening this year” is 

also acceptable. “One summer evening this year” (reading the student’s 

translation of the phrase), OK, she is right. Or you can say “one evening this 

summer”. This is also fine, OK? “在一阵骤然而至的雷阵雨的突袭过

后”(reading the source text), this “突袭”，do you really have to translate it 

explicitly? Because… 
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Students: “骤然而至” has the meaning of “突袭”. 

T2: Translate “骤然而至” is enough, I think. (Looking at the student’s 

translation) Do you have to say “after a sudden attack”? Right? “of the”, 

please pay attention to articles. Because this has not been talked about. This is 

the first time. So you’d better not use “the”, use “a”, right? And the “attack”, 

actually is not necessary. Just say “after a sudden thunderstorm”, or “a 

sudden shower”, OK? “All the annoying heat and clamour”(reading student’s 

translation), alright, this is OK. (Looking at the next segment) Now the 

problem here, what do you think? This is not very good, generally speaking. 

The problem here is, normally, this is not very good, normally, you have used 

passive voice previously, but here you are using active voice. Normally, this is 

not very good. Right? Remember, you either use passive voice or active voice 

for the whole sentence. You’d better not mixed them up in one sentence. So “by 

the wind” will be better, OK? 

 

As can be seen, the major focus of T2’s teaching in this episode was on analysing the 

meaning of Chinese text and pointing out the grammatical mistakes of the students in 

their translations, including the misuse of articles a and the, and the mixture of passive 

and active voices in one sentence. It was found that focusing on grammar and 

idiomatic expressions was the recurring pattern of this teacher in the two observed 

teaching practices. 

However, this does not mean that T2 did not address other issues at all. The following 

episode of his teaching shows how he switched the topic to the use of parallel text. 
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Pay attention to this. I talked about this last time. These nouns are converted 

from adjectives or verbs. In literary translation, try not to use too many of them. 

Understand? This is typical Chinglish. For example, sound, soundness, 

correctness, right? Dryness and coldness. Try not to use too many of them, or 

not to use them at all. Because […]. The other day, I was discussing with 

Professor B, he said some students may not sure whether the teachers are right 

or wrong.  I said the best way is to read English fictions and essays, to look at 

how they say it. (Turning back to students’ translations). Now this 

“restlessness” has the same problem. 

As can be seen, in the middle of commenting on students’ language problems, he 

brought up the use of parallel text - “the best way is to read English fictions and essays, 

to look at how they say it.” Here he tried to deliver a message to his students that 

referring to parallel text could help translators to improve the quality of their literary 

translation. However, he only mentioned about it but did not go further on this topic, 

such as what is a parallel text and why parallel text is useful, which could have left a 

more profound impression to the students on the importance of using parallel text in 

translation. Other than parallel text, it was observed that he occasionally tried to raise 

students’ awareness of using dictionaries, Internet searching, and seeking for advice 

from other professionals, especially native speakers of English, either at the very 

beginning of the sessions or when commenting on students’ translations.  

Due to limited sessions of classroom observation, in the interviews, the teacher 

participants were further asked to provide an overall description of their teaching, 

which served as another source of data to reflect teachers’ teaching practices. In the 

interview, when asked of his focus of teaching, T2 answered that although he talked 

about some translation principles at the beginning of every session, he mainly 
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reviewed and commented on the translations of his students in the classroom, 

including “correcting the Chinglish that they (students) often use, and discussing the 

language details of their translations”. He confirmed that this was primarily the 

repeated procedure in every session of the whole semester. 

Data of teachers’ teaching practices were also triangulated by students’ interview data. 

When interviewing the two students (S3 and S4) who attended this course, questions 

about the teaching practices of T2 were also asked. These two student participants 

further confirmed that language problems were the major focus of his teaching for the 

whole semester. 

Based on classroom observation and interview data, it was evident that by mainly 

addressing the language issues that students had in their translations, T2 gave 

prominence to developing students’ bilingual sub-competence in his teaching practices 

and made marginal efforts to develop the other sub-competences of students. Such a 

teaching focus on bilingual sub-competence was also found in the teaching practices 

of T3, T4 and T5, who also employed a translation exercise-based approach. 

The teaching practices of teachers using a knowledge point-based approach 

The remaining four teachers, including T1, T6, T7 and T8, generally used a 

knowledge point-based approach. It appeared that they focused on developing students’ 

bilingual sub-competence and translation knowledge sub-competence. 

For example, T8, based on some textbooks, had a clear plan on the content that she 

wanted to deliver to students. Based on the teaching materials collected, Table 4.18 

summarises her teaching schedule for the whole semester. 
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Table 4.18 The teaching schedule of T8 

Theme Week Content 

What is translation 1 Definition; History; Norms 

Why translate 2 Purposes 

How to translate 3 Synthetic vs. Analytic 

 4 Rigid vs. Supple 

 5 Exercise review 

 6 Exercise review 

 7 Hypotactic vs. Paratactic; Complex vs. Simplex  

 8 Impersonal vs. Personal 

 9 Passive vs. Active；Stative vs. Dynamic 

 10 Abstract vs. Concrete 

 11 Exercise review 

 12 Substitutive vs. Reiterative  

 13 Chinglish; Context 

 14 Long sentences 

 15 Exercise review 

 16 Summary 

Note: One session (80 minutes) in each week was offered. 

As is shown in the table, she first offered a few lectures on translation knowledge, 

including definition, history, norms and purposes of translation, and knowledge of the 

differences between Chinese and English, including Synthetic vs. Analytic, and Rigid 

vs. Supple; then she assigned some after-class exercises, which were used to practise 

the knowledge that was taught in the previous weeks. In the next few weeks, she 

discussed the exercises with students. Then, she started another round of “transmission 

of knowledge – exercises”.  

In the observed teaching practices, it was found that T8 followed the schedule strictly. 

In the transmission of knowledge weeks, she first gave an overview of the content that 

she was about to address, and then clarified the concepts/theories. After that, she 
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provided some examples to illustrate the concepts/theories. In the exercise weeks, she 

first reviewed the knowledge that was taught in the previous weeks, and then 

presented students’ translations, and discussed the lexical and grammatical mistakes or 

improper translations of students, then offered her own versions of translation.  

In the interview, T8 stated that her primary purpose of this course was to give a brief 

introduction to translation, and to improve students’ English proficiency by pointing 

out the language problems in their translations. The two student participants from her 

classroom also confirmed that they felt that T8 “mainly put emphasis on teaching 

some translation knowledge” (S15) and “pointed out our language problems in our 

translation” (S16). It was, therefore, concluded that T8 largely aimed at developing 

students’ bilingual and translation knowledge sub-competences in her teaching 

practices.  

Similarly, it was found that bilingual and translation knowledge sub-competences 

were the priorities of the other three teacher participants who employed the knowledge 

point-based approach. These three teachers had their own schedules for the whole 

semester, and various knowledge points were taught in different weeks. Most of the 

knowledge points fell into bilingual and translation knowledge sub-competences, 

although not totally the same as those of T8. For example, along with translation 

exercises, T6 taught common techniques in translation, whereas T1 mainly focused on 

criticising the western linguistic and translation theories and explaining his own 

translation theory. 

Apart from the above analysis that is based on the researcher’s thorough evaluation of 

the classroom and interview narratives, another way to explore the focus of teaching of 

the teacher participants is to calculate the time that they spent on each sub-competence 
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in the observed sessions. Figure 4.2 shows the allocated time for each sub-competence 

within 60 minutes by the eight teacher participants in the observed teaching practices. 

The allocated time is standardised on a scale of 60 minutes for the purpose of 

comparison. This is because, although each teacher participant was observed for 160 

minutes, there were moments when some participants engaged in activities that were 

irrelevant to teaching. Therefore, the irrelevant time was excluded in the calculation of 

time spent on each sub-competence. It is evident from this figure that the eight teacher 

participants generally dedicated most of their time to bilingual and translation 

knowledge sub-competences. 

 

Figure 4.2 Time distributed to the sub-competences in the observed teaching practices 

(n = 8) 

 

Based on the above analysis, it can be concluded that these eight teacher participants 

essentially tried to develop students’ bilingual sub-competence, or both bilingual and 



 

 151 

translation knowledge sub-competences in their teaching practices. The other sub-

competences were not the primary focus of their teaching, although some teacher 

participants occasionally address those sub-competences. 

4.3.2 Individual differences in translation teachers’ teaching practices 

4.3.2.1 Quantitative results 

The possible differences in teaching practices across teachers with different 

backgrounds, such as gender, age, and academic ranking, were also investigated in this 

study. Independent samples t-tests and one-way ANOVA were employed to compare 

the teaching practices of teachers of different groups. 

First of all, independent-samples t-tests were conducted to compare male and female 

teachers, and teachers with and without overseas study experience, professional 

translator experience, and language teaching experience with regard to their teaching 

of the seven sub-competences. Table 4.19 presents the results. As can be seen, the test 

results showed that there were no statistically significant differences in these groups.  

Then, one-way ANOVA was used to compare the teaching practices of the teacher 

respondents of different age groups. The test results suggested that there was a 

statistically significant difference between age groups in terms of their teaching of 

bilingual sub-competence (F(3, 144) = 3.19, p = .026, η² = .06), and translation 

knowledge sub-competence (F(3, 144) = 3.86, p = .011, η² = .07).  
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Table 4.19 Independent samples t-tests results of teacher respondents’ teaching practices by gender, overseas study experience, 

professional translator experience, and language teacher experience (n = 144) 

 Group n M SD t p Group n M SD t p Group n M SD t p Group n M SD t p 

Bilingual 

 

Male 60 4.53 .87 -1.08 .283 Without 

OSE 

74 4.62 .68 .30 .768 Without 

PTE 

119 4.60 .66 -.37 .711 Without 

LTE 

64 4.59 .70 -.20 .846 

Female 84 4.66 .60 With 

OSE 

70 4.59 .77 With 

PTE 

25 4.66 1.00 With 

LTE 

80 4.62 .75   

Extra-

linguistic 

Male 60 4.28 .84 -.613 .541 Without 

OSE 

74 4.30 .74 -.34 .737 Without 

PTE 

119 4.37 .71 1.58 .117 Without 

LTE 

64 4.24 .75 -1.18 .240 

Female 84 4.36 .68 With 

OSE 

70 4.35 .77 With 

PTE 

25 4.11 .90 With 

LTE 

80 4.39 .75   

Strategic 

 

Male 60 4.33 .80 .198 .843 Without 

OSE 

74 4.35 .69 .59 .556 Without 

PTE 

119 4.38 .71 1.93 .063 Without 

LTE 

64 4.33 .77 .27 .786 

Female 84 4.31 .72 With 

OSE 

70 4.28 .81 With 

PTE 

25 4.02 .88 With 

LTE 

80 4.30 .74   

Translation 

knowledge 

Male 60 4.57 .80 -1.99 .050 Without 

OSE 

74 4.72 .59 .28 .778 Without 

PTE 

119 4.75 .57 1.76 .081 Without 

LTE 

64 4.71 .53 .04 .968 

Female 84 4.80 .48 With 

OSE 

70 4.70 .69 With 

PTE 

25 4.50 .90 With 

LTE 

80 4.71 .72   

Instrumental 

 

Male 60 4.18 .99 -.39 .696 Without 

OSE 

74 4.27 .91 .74 .460 Without 

PTE 

119 4.28 .87 1.69 .093 Without 

LTE 

64 4.16 .95 -.69 .493 

Female 84 4.24 .85 With 

OSE 

70 4.16 .91 With 

PTE 

25 3.94 1.06 With 

LTE 

80 4.27 .89   

Psychological Male 60 4.23 .98 .74 .435 Without 

OSE 

74 4.17 .80 .18 .855 Without 

PTE 

119 4.22 .82 1.87 .063 Without 

LTE 

64 4.22 .79 .84 .403 

Female 84 4.11 .74 With 

OSE 

70 4.14 .91 With 

PTE 

25 3.87 .95 With 

LTE 

80 4.10 .90   

Professional Male 60 3.98 1.01 .61 .543 Without 

OSE 

74 3.94 .99 .20 .839 Without 

PTE 

119 3.94 .93 .39 .694 Without 

LTE 

64 3.90 .99 -.28 .777 

Female 84 3.89 .88 With 

OSE 

70 3.91 .87 With 

PTE 

25 3.86 .98 With 

LTE 

80 3.95 .88   

Note:   OSE = Overseas study experience; PTE = Professional translator experience; LTE = Language teaching experience
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Accordingly, Tukey post hoc tests were conducted to explore the inter-group 

differences in terms of the above two sub-competences (see Table 4.20). The test 

results revealed that in terms of cognitions about bilingual sub-competence, Age1 (M 

= 4.91, SD = .58) was statistically different than Age 4 (M = 4.28, SD = 1.06). As for 

cognitions about translation knowledge sub-competence, there were significant 

differences between Age1 (M = 4.92, SD = .32) and Age4 (M = 4.36, SD = .98), and 

between Age2 (M = 4.78, SD = .48) and Age4 (M = 4.36, SD = .98). 

Table 4.20 Post hoc results of ANOVA of teacher practices about the selected two 

sub-competences by Age 

 Age group p 

Bilingual Age1 Age4 .015 

Translation knowledge Age1 Age4 .012 

 Age2 Age4 .031 

Note: This table only presents results of the two sub-competences with significant 

difference at p < .05. Age1 = 21-29 years old; Age2 = 30-39 years old; Age3 = 40-49 

years old; Age4 = 50 years old and above. 

 

The teacher participants were categorised into other groups based on their years of 

translation teaching, university levels, qualifications and academic ranks. Again, one-

way ANOVA analyses were conducted to examine the possible significant differences 

between these groups. Table 4.21 and Table 4.22 show the results. As can be seen, the 

results suggested that there were no significant differences between these groups in 

their teaching practices. 

  



 

 154 

Table 4.21 One-way ANOVA results of teacher respondents’ teaching practices by teaching experience and university levels (n = 144) 

 Group n M SD F p Group n M SD F p 

Bilingual NT 63 4.59 .59 1.31 .273 985 15 4.68 .74 3.46 .054 

ET 66 4.68 .68 211 24 4.26 1.08   

HET 15 4.35 1.25 Other 105 4.68 .60   

Extra-lingual NT 63 4.36 .71 .47 .625 985 15 4.03 .71 1.26 .286 

ET 66 4.27 .76 211 24 4.35 .89   

HET 15 4.45 .90 Other 105 4.36 .72   

Strategic NT 63 4.24 .68 .59 .558 985 15 4.55 .50 1.17 .313 

ET 66 4.36 .77 211 24 4.41 1.00   

HET 15 4.43 .97 Other 105 4.26 .71   

Translation Knowledge NT 63 4.74 .49 1.96 .144 985 15 4.83 .51 2.235 .102 

ET 66 4.75 .61 211 24 4.46 .99   

HET 15 4.40 1.12 Other 105 4.75 .54   

Instrumental NT 63 4.27 .84 .75 .472 985 15 4.47 .92 2.02 .136 

ET 66 4.13 .98 211 24 4.47 1.02   

HET 15 4.41 .90 Other 105 4.13 .88   

Psychological NT 63 4.12 .75 1.00 .369 985 15 4.20 .68 .06 .936 

ET 66 4.13 .83 211 24 4.20 1.19   

HET 15 4.45 1.25 Other 105 4.14 .78   

Professional NT 63 3.97 .76 2.17 .118 985 15 4.22 .74 2.42 .093 

ET 66 3.80 1.08 211 24 4.20 .97   

HET 15 4.33 .82 Other 105 3.82 .94   

Note: NT  =  New teachers (Less than 5 years of translation teaching), ET = Experienced teachers (5-15 years of translation teaching), 

HET = Highly experienced teachers (over 15 years of translation teaching); 985 = 985 project university teachers, 211 = 211 project 

university teachers, Other = Non-985 or 211 project university teachers. 
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Table 4.22 One-way ANOVA results of teacher respondents’ teaching practices by qualifications and academic ranks (n = 144) 

 Group n M SD F p Group n M SD F p 

Bilingual Bachelor 3 4.20 .87 2.73 .069 Assistant lecturer 13 4.75 .50 .96 .413 

Master 91 4.71 .52   Lecturer 52 4.63 .63   

PhD 50 4.44 .97   Associate professor 

 

50 4.66 .62   

       Professor 29 4.41 1.05   

Extra-lingual Bachelor 3 4.83 .14 .76 .471 Assistant lecturer 13 4.15 .68 .64 .594 

Master 91 4.33 .66   Lecturer 52 4.35 .75   

PhD 50 4.29 .91   Associate professor 

 

50 4.41 .73   

       Professor 29 4.22 .83   

Strategic Bachelor 3 4.27 .50 .53 .590 Assistant lecturer 13 4.37 .76 .39 .763 

Master 91 4.27 .70   Lecturer 52 4.32 .65   

PhD 50 4.40 .85   Associate professor 

 

50 4.37 .72   

       Professor 29 4.19 .97   

Translation Knowledge Bachelor 3 4.60 .53 .57 .516 Assistant lecturer 13 4.88 .27 1.42 .240 

Master 91 4.75 .49   Lecturer 52 4.77 .50   

PhD 50 4.63 .85   Associate professor 

 

50 4.71 .55   

       Professor 29 4.51 1.00   

Instrumental Bachelor 3 4.42 .58 .21 .809 Assistant lecturer 13 4.44 1.00 .86 .463 

Master 91 4.18 .87   Lecturer 52 4.26 .78   

PhD 50 4.27 1.01   Associate professor 

 

50 4.25 .96   

       Professor 29 4.00 1.02   

Psychological Bachelor 3 4.33 .76 .63 .535 Assistant lecturer 13 3.85 .53 1.24 .299 

Master 91 4.10 .77   Lecturer 52 4.07 .76   

PhD 50 4.26 .98   Associate professor 

 

50 4.29 .77   

       Professor 29 4.23 1.16   

Professional Bachelor 3 4.58 .38 1.54 .218 Assistant lecturer 13 4.12 .68 .31 .820 

Master 91 3.84 .91   Lecturer 52 3.85 .95   

PhD 50 4.05 .98   Associate professor 

 

50 3.96 1.00   

       Professor 29 3.92 .89   
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4.3.2.2 Qualitative results 

The qualitative data also provided some evidence on the differences in teaching 

practices of translation teachers. For the eight teacher participants, some differences 

existed in their teaching practices, although it was found, as shown in Section 4.3.1.2, 

that these teachers generally put their teaching priority on either developing students’ 

bilingual sub-competence or both bilingual and translation knowledge sub-

competences.  

For the purpose of comparison, based on classroom observation and interview data of 

the teachers, as well as the interview data of their students, a table was created (see 

Table 4.23) to summarise the levels of teaching emphasis on the seven sub-

competences by each of the eight teacher participants. This was because there were 

eight teacher participants and for each of them, seven components, namely the 

teaching of the seven sub-competences, that needed to be investigated. In other words, 

there were 7  8 combination for consideration. Therefore, it was inconvenient to 

describe these aspects one by one in detail.  

As can be seen in the table, in each box, an overall judgment by the researcher was 

made first, which appraised the extent of the teaching of the corresponding sub-

competence. In addition, some brief descriptions were provided to demonstrate the 

exact content that was taught. The magnitudes of the judgment were adopted from 

Miles, Huberman and Saldana (2014), which included Absent, Weak, Inadequate, 

Sketchy, Basic, Adequate, Present, Strong, and Very strong. 
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Table 4.23 The levels of emphasis on each sub-competence in the teaching practices of teacher participants (n = 8) 

 Bilingual Extra-lingual Strategic Translation  

knowledge  

Instrumental Psychological Professional 

T1 Very strong 

The cohesion, sentence 

structure, lexical and 

grammatical problems 

in students’ translations. 

Absent Absent Strong 

Western translation 

theories, and his own 

translation theory. 

Absent Inadequate 

Being critical on well-

known scholars’ 

claims/theories, and 

on source text. 

Absent 

T2 Very strong 

Students’ grammatical 

mistakes or unidiomatic 

expressions in their 

translations. 

Absent Weak 

Referring to native 

speakers for 

proofreading.  

Inadequate 

Translation 

principles. 

Inadequate 

Using tools, including 

parallel text and Internet 

searching. 

Weak 

Being critical. 

Absent 

T3 Very strong 

The grammatical and 

lexical mistakes, as well 

as cohesion and 

coherence of students’ 

translations. 

Weak 

Chinese and 

English cultures. 

Absent Weak 

Context and genre in 

translation. 

 

Inadequate 

Using English collocation 

dictionaries and searching 

information online. 

Inadequate 

Being critical, patient, 

and rigorous. 

Absent 

T4 Strong 

The sentence structure, 

Chinglish, cohesion, 

and grammatical issues 

of students’ translations. 

Absent 

 

Inadequate 

Gathering 

background 

information before 

translating. 

Weak 

Taking target 

language readers into 

consideration when 

translating. 

Basic 

Searching online. 

Weak 

Not to blindly believe 

in online dictionary. 

Absent 

T5 Very strong 

The collocations, 

sentence structures, and 

unidiomatic expressions 

of students’ translations. 

Weak 

Cross-cultural 

knowledge. 

Inadequate 

Gathering 

background 

information before 

translating. 

Absent Basic 

Using Baidu and Google 

for information searching 

and cross-checking. 

Weak 

Being critical on 

source text. 

Inadequate 

Discussing in 

pairs and 

translating 

cooperatively. 
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T6 Strong 

The grammatical issues, 

sentence structures, 

lexical problems, 

cohesion and coherence 

of students’ translations. 

Weak 

Cultural-specific 

items. 

Weak 

Putting translation 

aside and go back 

to it after a while 

for post-editing. 

Strong 

Common translation 

techniques. 

Basic 

Using online dictionaries. 

Weak 

Being rigorous. 

Inadequate 

Working in 

pairs for 

translation 

exercises. 

T7 Strong 

The lexical and 

grammatical issues, and 

cohesion and coherence 

of students’ translations.  

Inadequate 

Some Chinese 

cultural-specific 

items.  

Absent 

 

Strong 

Translation 

techniques, genre, 

discourse, context, 

and target language 

readers. 

Adequate 

Looking up in dictionaries 

and using online 

resources, and useful 

websites for translation. 

Inadequate 

Being critical. 

Basic 

Translation 

market and 

professional 

requirements 

for 

translators. 

T8 Strong 

The lexical and 

grammatical problems 

of students’ translations. 

Absent Inadequate 

Checking for 

background 

information and 

seeking for peers’ 

suggestions.  

Strong 

Translation 

definition, history, 

and norms, and 

comparison between 

Chinese and English. 

Weak 

Using dictionaries and 

online resources. 

Weak 

Being rigorous. 

Basic 

Dealing with 

real clients. 
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Unlike Section 4.3.2.1, in which the teacher respondents were compared by groups, 

due to small samples, the researcher tends not to categorise the eight teacher 

participants into groups, but to compare them case by case. The similarities among 

these teachers were that 1) all of them put strong or very strong emphasis on 

developing students’ bilingual sub-competence in their teaching (as explained in 

Section 4.3.1.2.), and 2) all of them paid little attention to develop students’ extra-

lingual, strategic and psychological sub-competences, as is shown in Table 4.23 that 

the eight teachers either did not address these three sub-competences at all (labelled as 

Absent), or minimally developed students’ abilities in these respects (labelled as Weak 

or Inadequate).  

As for their efforts in developing students’ translation knowledge, instrumental and 

professional sub-competences, there were some variations among the eight teachers. 

There was a big contrast between T1, T6, T7, T8 and the other teachers in terms of the 

teaching of translation knowledge sub-competence. It can be seen from Table 4.23 that 

translation knowledge sub-competence was the main focus of teaching for these four 

teachers. However, this sub-competence was barely taught in T2, T3, T4 and T5’s 

translation classrooms. Some details in this regard have been provided previously in 

Section 4.3.1.2. 

There were considerable differences in developing students’ instrumental sub-

competence among the teacher participants. Some teachers did not aim at developing 

this sub-competence at all (T1), or made limited effort in this respect (T2, T3, and T8), 

while the others (T4, T5, T6 and T7) did pay a certain amount of attention to students’ 

instrumental sub-competence development.  
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For example, in the following except, T3 mentioned using English collocation 

dictionaries. 

(After pointing out one student’s grammatical mistake in his translation) 

T3: Don’t make any mistakes on spelling and grammar, OK? “In such a 

situation”, if you do not have an “a” in your translation, I would feel that you 

haven’t learned enough, and this is a disadvantage of yours. Who can be 

translators? Only those whose language competence is at a high level. If you 

make many small errors, that means that you are not at that level. That means 

that you are not qualified. Understand? This is a very serious problem. Don’t 

make these mistakes, OK? Now everyone pays close attention to the use of 

punctuation, which is very good. But for these small errors, please revise for a 

few rounds when you finish translating, OK? There is nothing bad about it. 

Check for collocations, look up in collocation dictionaries. This is something 

you need to be aware of. Now let me ask you, how did you translate “咬牙切

齿”？ 

As is shown in this excerpt, T3 explicitly addressed the use of translation tools - 

collocation dictionaries - in his teaching. However, he only mentioned it by saying 

“Check for collocations, look up in collocation dictionaries.” Then, he turned back to 

commenting on students’ translations. There were a few other circumstances in which 

he addressed the use of translation tools, such as “improve your Microsoft Office skills” 

and “search this on the Internet”, which was as brief as in the above excerpt. 

Addressing the use of translation tools in this way was also observed in T2 and T8’s 

classrooms. 
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T6, on the other hand, dealt with the use of translation tools differently. The following 

is an example of how she demonstrated the use of online dictionaries to her students. 

T6: And another problem that you had was on translating the word “premises”. 

Many of you translated as “检查他们的房产”. So many houses? OK. This 

“premises”, some of you translated as “前提”. If we translated it as “前提”，

is it related to the topic of the text? Are we talking about writing papers? 

Making an argument? Definitely not, right? So “前提” is incorrect. So, what 

does “premises” mean? 

(Paused for about five seconds, giving students time to think) 

T6: I know that many of you like to use English-Chinese dictionaries. Actually, 

I would recommend you use English dictionaries. Even if you are using 

Youdao online dictionary, you’d better take a look at the English definition 

provided by Collins. 

（turned to the computer in the front of the classroom, entered the website of 

Youdao, and searched for the word “premise”. Students could see every step 

from the projector screen） 

T6: Now, look at the “premise”. It is obvious, right? It says, especially when in 

plural form, the premises of a business or an institution are all the buildings 

and land that it occupies in one place. So, it specifically points out that it is 

about business. Places for business. (She pointed to the example) “There is a 

kitchen on the premises”. So only when it is in singular form, it means “前提”. 

So, we need to pay attention to its different meanings. Now, let’s go back to the 

sentence. 
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As can be seen, she not only mentioned using online dictionaries when translating, but 

also demonstrated to the students how to use them, and how to analyse the definitions 

and examples in the dictionaries. A few more circumstances of her demonstrating the 

use of translation tools were also observed. Similarly, T4, T5, and T7 not only 

mentioned using translation tools but also tried to demonstrate whenever possible.  

Some extent of differences also existed among the teacher participants with regard to 

developing students’ professional sub-competence. T7 and T8 allocated some 

classroom time to enhance students’ understanding of the real translation market, 

while the others did not or barely attempt to address this issue. For example, T7 

specifically used one session (160 minutes) at the end of the semester to introduce 

professional translation market and the requirements of the market for translators. The 

topics in this session included 1) translator competence, 2) categories of translators, 3) 

accreditation for translators, 4) resume design, 5) clients, 6) translation rates, and 7) 

contract and others. Likewise, T8 shared her experience as a part-time translator in one 

session. She talked about how she sought for translation work, how she dealt with 

picky and inconsiderate clients and her understanding of the professional translation 

market.  

On the contrary, in the classroom of T1, T2, T3 and T4, nothing about professional 

translation market was involved. Whereas in the classroom of T5 and T6, the teachers 

occasionally required students to discuss or translate in pairs, which could be seen as a 

way of developing students’ cooperative ability. However, these activities were 

unguided. That is to say, the teachers were not much involved in helping students to 

learn about how to communicate and cooperate effectively, which is a key component 

of professional sub-competence. 
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4.3.3 Factors that influence teaching practices of translation teachers 

4.3.3.1 Quantitative results 

In the FIPQ, a list of items was used to explore the factors that had impacts on the 

teacher respondents’ teaching practices (see Section 3.4.1.2). In this section, the extent 

to which three factors, namely classroom context, curricula, and examinations 

influenced teachers’ teaching practices was examined. Table 4.24 shows the 

descriptive statistics of the three factors. 

Table 4.24 Descriptive statistics of teacher respondents’ ratings of influence of three 

factors on their teaching practices (n = 144) 

Factors M SD 

Classroom context 4.26 .77 

Curricula 4.15 .85 

Examinations 3.65 1.10 

Note: This is a 6-point Likert scale; 1 = not at all influential, 2 = slightly influential, 3 

= somewhat influential, 4 = moderately influential, 5 = very influential, 6 = extremely 

influential. 

 

Using the mean ratings of these three factors and the mean rating of teachers’ teaching 

practices, a correlation analysis was conducted to examine the relationship among 

them. The results are shown in Table 4.25. 

Table 4.25 Correlation matrix of teachers’ teaching practices, classroom context, 

curricula, and examinations 

 Classroom context Curricula Examinations 

Translator competence .44** .39** .40** 

Note: ** p < .01 
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As can be seen from the results of the correlation analysis, the teachers’ teaching 

practices had significant correlations with all the three factors, including classroom 

context (r = .44), curricula (r = .39) and examinations (r = .40). This means that the 

teachers’ teaching practices were pertinent to all three factors. 

Based on the results of the correlation analysis, the extent to which classroom context, 

curricula, and examinations influence teachers’ teaching practices was examined using 

a multiple regression analysis. The results of the analysis showed a statistically 

significant regression equation, F(3, 144) = 14.47, p < .001, R2 of .24, with a medium 

to large effect size (Cohen’s ƒ2 = .32), which means that these factors explained 24% 

of variance in teachers’ teaching practices. Table 4.26 shows the regressions 

coefficients. 

Table 4.26 The regression coefficients of classroom context, curricula, and 

examinations on teachers’ teaching practices 

 B SE β t p 

(Intercept) 2.76 .26  10.58 .000*** 

Classroom 

context 
.23 .07 .30 3.09 .002** 

Curricula .05 .08 .08 .67 .502 

Examinations .10 .06 .19 1.82 .071 

Note: *** p < .001, ** p < .05 

It can be seen from Table 4.26 that, among the three factors, classroom context was 

found to be a significant predictor for teaching practices, while curricula and 

examinations were non-significant predictors. However, all three factors had a positive 

linear relationship with teachers’ teaching practices. Judging from the standardised 

regression coefficients, it can be told that classroom context had the largest effect (β 
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= .30), followed by examinations (β = .19). Curricula did not contribute much to the 

regression model (β = .08).  

To sum up, among the three factors, classroom context had a significant influence on 

teachers’ teaching practices, while curricula and examinations had statistical non-

significant influences. 

4.3.3.2 Qualitative results 

In the interviews, the eight teacher participants were required to explain why they 

chose to teach the specific content in their classroom. The reasons that they provided 

were grouped as internal and external factors. Below these factors are explained in 

more detail.  

Internal factors 

The internal factors that were found to have had influences on the teacher participants’ 

choosing of teaching content included teachers’ self-efficacy and motivation.  

It was found that self-efficacy had some negative influences on their teaching of 

translation tools. Self-efficacy refers to an individual’s perceptions of his or her 

abilities to finish a certain task, and it has been found that teachers’ self-efficacy is 

correlated to their training practices (Bandura, 1997; Berg & Smith, 2016). In this 

study, some participants had low self-efficacy in technology (T1, T2, and T6), and 

arguably this had prevented them from addressing the use of translation tools in their 

training practices. For example, when being asked why he rarely talked about or 

guided students to use translation tools in his classroom, T1 explained that “in this 

aspect (using electronic tools), to be honest, I am not as capable as the younger 

generations.”  Similarly, T6 explained that, 
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Although I had attended some courses (on Trados, a computer-assisted 

translation software), I do not know how to use it. I haven’t used it in my 

translation practices. So, I do not teach students this. I feel that if I do not 

know how to use it, I am not able to teach it. 

Similarly, the lack of motivation of some teachers, especially the experienced ones (T1, 

T2 and T3), was another internal factor that compelled the teachers to develop students’ 

bilingual and translation knowledge sub-competences in their teaching practices. 

These teachers appeared to be not motivated to change their teaching practices, but to 

keep teaching the same content as they did years or decades ago, which had an 

orientation towards the development of language proficiency. For example, T2 

explained one of the reasons why he focused on teaching students the linguistic 

matters in translation was because, 

I am familiar with these things and I have been teaching these for decades […]. 

I don’t feel that I should teach things that I don’t know or am not familiar with. 

 

External factors 

The external factors that contributed to the pedagogical decision-making of the teacher 

participants included students, curricula, examinations, colleagues and facilities.  

First of all, students, noted by all of the teacher participants, was found to be the major 

external factor that influenced their teaching practices. They explained that sometimes 

the reason why students could not translate very well was that the students were 

careless, did not think independently, or “did not take it seriously” (T8). Therefore, as 

teachers, they had to keep reminding the students how important attitudes and critical 

thinking were for translators. Also, their students had not reached a high level of 
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language proficiency, especially in terms of English, and sometimes misunderstood 

the meaning of texts, made linguistic mistakes or used unidiomatic expressions. 

Consequently, these teachers had to focus on teaching students’ linguistic and 

translation knowledge in their teaching practices. For example, T3 and T7 explained, 

Beginning learners of translation have some key problems or priorities that 

they need to deal with, mainly about language abilities […]. It would be 

impractical to include all the knowledge in my course. I can’t imagine 

addressing every competence that translators need in my teaching (T3). 

 

Students’ abilities are actually the major reason (why I focus more on the 

linguistic aspect). If their abilities are at a high level, then I can teach very fast 

and teach a lot of things. But if their abilities are not good enough, if they still, 

for example, English to Chinese, have many problems in understanding the 

texts; or Chinese to English, their English is not good enough, and they are 

unable to express very well in English. Then you have to decrease the level of 

difficulty. Then the things you teach, probably you have to take some time to 

develop their language abilities. Then, you will not be able to talk too much 

about other things (T7). 

It appeared that not only students’ abilities, but also their expectations that influenced 

the teaching practices of the teachers. For example, T7 decided to add a special session 

on professional translation market because, 

Many of my students want to find part-time translation work in the professional 

market, and they have many doubts in this process. Then, they come to me with 

these doubts. Then you will realise that this (knowledge about translation 

market) is actually necessary […]. When some students find some translation 
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work, they want to know how to quote. They have some practical questions. 

They have questions about dealing with real clients. They need my suggestions. 

So, I added this to my teaching content to share with them. 

Curricula were also found to be another external factor. Some teachers claimed that 

there were other courses focused on specific sub-competences. For example, students 

could learn about the use of translation tools and develop instrumental sub-

competence in the course on CAT tools. Likewise, they could learn about the source 

and target cultures, and develop extra-linguistic sub-competence, in the course on 

Chinese and Western cultures. Therefore, some teachers thought it was unnecessary to 

spend much time on these aspects. As T6 explained, 

We have another course called Computer-assisted Translation. So, in my class, 

I only address the things that I think are useful for traditional forms of 

translation. 

In addition, for some teachers who taught undergraduate courses, examination 

requirements also influenced their teaching practices. These teachers had to prepare 

the students for the national Test for English Majors - Band 8 (TEM8), and therefore, 

they did not want to focus on translation tools, or the reality of the translation market, 

which would not be included in the test. Instead, they needed to teach the students how 

to produce grammatical and idiomatic sentences to obtain higher scores in the 

translation section of the test. For example, T5 assigned texts from previous TEM-8 

translation sections for students to exercise and focused on pointing out students’ 

language mistakes in their exercises. He explained, 

One of the objectives is to do translation exercises for the TEM-8 in the coming 

January. So, we are preparing the students for the test. 
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Other than these factors, school policy also played a role. Some teachers (T4, T5, T6) 

said that much of their course content was predetermined, regardless of their own 

ideas of what to teach. It was a tradition and a policy of their faculties that what they 

taught had to be consistent with the teaching practices of other colleagues who taught 

the same courses. For example, T4 said, 

We have a course coordinator leading all the teachers of this course, and we 

prepare the course materials together […]. Much of the knowledge to be 

addressed in the eight classes is the same. 

Last but not least, facilities available to teachers were identified as another factor. 

Some teachers explained that they were teaching in a traditional classroom with only 

one computer and one projector, fixed chairs and desks, and students with only paper, 

pens and smartphones. They claimed that this teaching environment made it unrealistic 

to implement translation projects, and therefore they could not address every sub-

competence in their training practices. T6 explained, 

Because I can only simply teach them how to use the tools that are easily 

accessible for them in the classroom, such as dictionaries on their mobile 

phones, or search engines such as Baidu and Google.    

Based on the interview data, the interrelationships between the internal and external 

factors and teacher participants’ teaching practices are demonstrated in Figure 4.3. It 

can be seen from this figure that the teacher participants’ teaching practices were 

subject to the influences of seven factors, including self-efficacy, motivation, student 

abilities, curricula, examinations, colleagues and facilities. 
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Figure 4.3 Casual network for teacher participants’ teaching practices 

 

Note: The arrow direction refers to the cause and effect direction. Solid line means positive influence. Dotted line means negative 

influence. 
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4.4 Translation Students’ Cognitions 

4.4.1 Translation students’ cognitions about translator competence in general 

4.4.1.1 Quantitative results 

A general understanding of the cognitions about translator competence that were held 

by the translation students in the quantitative component of the study, i.e., a group of 

C-E translation students in China, can be obtained from the ratings of the importance 

of the seven sub-competences by these students. Descriptive statistics of the data from 

the CTCQ in TSQ could provide information in this respect. Table 4.27 shows the 

results. 

Table 4.27 Descriptive statistics of student respondents’ rating of the importance of 

the seven sub-competences (n = 210) 

Sub-competences M SD 

Bilingual 5.29 .69 

Extra-linguistic 5.10 .89 

Strategic 4.87 .80 

Translation knowledge 4.84 .74 

Instrumental 4.92 .86 

Psychological 4.81 .88 

Professional 4.46 .87 

Note: This is a 6-point Likert scale; 1 = not at all important, 2 = slightly important, 3 = 

somewhat important, 4 = moderately important, 5 = very important, 6 = extremely 

important. 

 

The ranking of the importance of the sub-competences from highest to lowest was: 

bilingual, extra-linguistic, instrumental, translation knowledge, strategic, 

psychological, and professional sub-competences. Generally speaking, the student 

respondents believed that all seven sub-competences were necessary for translators, 

judging from the above four (“moderately important”) mean ratings of the seven sub-
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competences. However, some degrees of differences can be found when examining 

closely the rating of each sub-competence.  

Bilingual sub-competence received the highest mean rating (5.29), in excess of five 

(“very important”), showing that the student respondents tended to agree that 

language-related knowledge and skills were the most important components that 

translators needed to have. Extra-linguistic sub-competence received the second 

highest mean rating (5.10), which also exceeded five (“very important”). This showed 

that these students believed that it was essential that translators possessed extra-

linguistic knowledge, such as knowledge of Chinese and English culture, and 

encyclopaedic knowledge.  

The following four sub-competences, namely strategic, translation knowledge, 

instrumental and psychological sub-competences received a mean rating between 4.8 

and 5.0. This means that these translation students believed these knowledge and skills 

were also necessary for translators. In comparison, professional sub-competence 

received the lowest mean rating (4.46), which was slightly higher than four 

(“moderately important”). This suggested that these translation students thought 

competences such as knowledge about the professional language services market, 

communicative and negotiation skills were the least important for translators 

compared to other sub-competences.  

It can be seen that, judging from the higher than four mean values of the cognition 

ratings of the sub-competences, this group of Chinese C-E translation students 

generally believed that all the sub-competences were of at least moderate importance 

for the development of translator competence. 
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4.4.1.2 Qualitative results 

Translation students’ cognitions about translator competence were also explored using 

qualitative data. Interview data showed that the student participants in general had 

relatively limited understanding of translator competence, in the sense that they tended 

to understand translator competence as only relevant to the knowledge and skills to 

translate a text from one language to another, including bilingual, extra-lingual, 

instrumental and psychological sub-competences. Table 4.28 summarises the 

cognitions about translator competence held by the 16 student participants. 

 Table 4.28 Student participants’ cognitions about the sub-competences of translator 

competence (n = 16) 

Sub-competences Sources a Topics addressed 

Bilingual 16 

Vocabulary (7);   

Idiomatic expressions (7); 

Cohesion and coherence (5);  

Grammar knowledge (3) 

Extra-linguistic 13 

Cultural knowledge (4);  

Knowledge of specific fields (6); 

Encyclopaedic knowledge (5);  

Strategic 5 
Post-editing (5); 

Preparation (4) 

Translation knowledge 5 
Translation techniques (3); 

Translation and linguistic theories (4) 

Instrumental 10 

Online searching ability (9); 

Parallel texts (2);  

CAT tools (1) 

Psychological 10 

Patience (6); Logical reasoning (2);  

Rigour (2); Criticism (1); Confidence (1)  

Passion (1); Working under pressure (1) 

Professional 3 
Communicative skills (2); 

 Punctuality (1) 

Note:  a refers to the number of participants who commented on the corresponding sub-

competences. The numbers in brackets refer to the total number of comments on the 

corresponding topics. 
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In the interviews, when they were asked to talk about the important knowledge and 

skills that a successful translator needed, the first aspect brought up by 13 of the 16 

students was related to bilingual sub-competence. It appeared that a few students only 

had an abstract or vague understanding in this regard, as they could only state that 

translators needed to “clearly understand the source language” (S13) and “clearly 

express in the target language” (S16), but they did not specify the abilities. On the 

other hand, most students’ understanding in this respect seemed to be relatively 

comprehensive, and the abilities they talked about included vocabulary, grammar 

knowledge, the ability to form cohesive and coherent sentences, and the ability to use 

idiomatic expressions. The student participants generally believed that these 

knowledge and skills were the basic requirements for translating successfully. For 

example, 

Vocabulary is very important. Just like Chinese words, one English word can 

have many meanings. If you need to find the right meaning in the text, you got to 

have enough vocabulary. Otherwise, you may always use the same words when 

you translate. Well, we can’t say that you are wrong, but it cannot be good a 

translation. It will be mediocre. It only conveys meaning but is not a good 

translation. So, I think vocabulary is one of the most important aspects, and also 

grammar. Well, actually I think every aspect of English is important. Vocabulary, 

grammar and others. Grammar actually includes sentence structures and the 

choices of sentence structures in translating. I feel that all of these are important 

(S7). 

For example, Chinese to English translation, you have to understand the whole 

Chinese grammar. Of cause, it is our mother tongue, we don’t need to worry 

about it too much. Then, whether the words you use in translation are idiomatic 
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becomes important. It is as important as English grammar and vocabulary. The 

most important thing is that the words you use are acceptable in English […]. 

and also, cohesion and coherence are important (S4). 

Extra-lingual sub-competence was also highlighted by 13 of the student participants. 

Some students believed that translators needed to have some general knowledge of the 

world. For example, both S8 and S13 held that translators had to “know something 

about everything and know everything about something”. Some students also believed 

that basic knowledge of the specific areas that translation activities deal with is 

necessary for translators. For example, 

The background knowledge of the field (is necessary). Just as what I have talked 

about, it is about the content involved when you translate. If you do not know 

much about the field, you will have a hard time translating it. I have translated a 

text about computer technology. It was from a friend of mine who was an 

Automation major. He asked me to translate this for him because he did not have 

time. He should know the terms in the text, but I did not. It was a tough job for 

me (S3). 

Because as a translator, it is impossible for you to only focus on one specific 

field. For example, you can’t only translate business texts. There are many 

circumstances where you face industrial texts or chemical texts. Actually, if you 

know something about these areas, it is helpful for you to understand the texts. If 

you understand the texts, you can translate (S6). 

Instrumental sub-competence was also valued by ten of the student participants. The 

most frequently mentioned was the ability to effectively search online using Google, 

Baidu, or online dictionaries. For example, S5 called the ability “searching 

intelligence”. She believed that translators not only needed to know where to find 
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information but also be able to tell whether the information is true or appropriate for 

use. S11 believed that Internet searching was closely connected to translators, because 

“translation is to a large extent based on searching”. Other than Internet searching 

ability, some of them also talked about the awareness of using parallel texts. For 

example,  

You got to know about how to refer to parallel texts when necessary. Parallel 

texts share some common features. For example, I was translating the website of 

the Ministry of Foreign Affairs. They gave us the Chinese texts. At the beginning, 

I did not know what the English version should be like. Then I studied some 

English websites, which were helpful for translating (S2). 

One student also mentioned the ability to use CAT tools. As S4 commented that, 

(Using Trados) increases translation efficiency. Now we translate many 

practical texts. It requires translators to reuse resources. So, I think that using 

CAT tools helps translators to integrate resources effectively […]. Therefore, it 

has become a basic skill for translators. 

Psychological sub-competence was also recognised by most of the student participants. 

There were many psychological traits that were believed to be essential for translators, 

among which patience was the most often mentioned. They believed that translation 

tasks could not be finished at one stroke, but rather translators needed to post-edit and 

to make corrections time after time, all of which required much patience. For instance, 

I think you (translators) need to have patience, especially for written translation. 

You have to keep revising, unlike interpreting, where your job is done when you 

speak out. Written translation needs you to think carefully. You will find 



 

 177 

somewhere that needs to be modified even if you have finished translating. So, 

you need to be patient. 

Some students also believed that logical reasoning and rigour were factors that lead to 

successful translators. For example, in S2’s opinion, the logic of Chinese language 

was always implicit, and translating Chinese to English required translators to make 

connections, and to “explicitly present the logic of the text.” S4 believed that 

translators needed to be rigorous, and to show great attention to details, because “it is 

not only how you translate, but also the way that you compose the text and your 

punctuation and paragraph arrangement that influence the whole quality”.  Some other 

components were also mentioned by a few students, such as critical spirit, 

responsibility, self-confidence for translating, passion for the work, and the ability to 

work under pressure.  

It seemed that these students to a large extent restricted their cognitions about 

translator competence to the above sub-competences. Only a few students addressed 

each of the remaining sub-competences, including strategic, translation knowledge and 

professional sub-competences.  

Strategic sub-competence was stressed by five of the 16 students. All of them 

acknowledged the importance of post-editing ability, as they stated that “translation is 

more about revising” (S1), and “post-editing improves the quality of translation” (S2). 

Four of them held that it was necessary for translators to have the awareness of 

making preparations before translating, such as checking background information of 

the text and reading through the text for a better understanding. Similarly, translation 

knowledge sub-competence was only pointed out by five students. They believed that 

translators needed to know about translation techniques, as well as some translation 
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theories. As for professional sub-competence, two students believed that 

communicative skills help translators to accomplish translation tasks that meet the 

requirements of clients. One student pointed out the ability to complete translation 

tasks on time. 

4.4.2 Factors that influence translation students’ cognitions 

4.4.2.1 Quantitative results 

In the FISCQ, a list of items was used to understand the factors that shaped the student 

respondents’ cognitions about translator competence (see Section 3.4.1.2). In this 

section, the extent to which three factors, namely translation learning, translation 

practices, and academic research influenced the students’ cognitions about translator 

competence was examined. Table 4.29 shows the descriptive statistics of the three 

factors. 

Table 4.29 Descriptive statistics of student respondents’ rating of influence of three 

factors on cognitions about translator competence (n = 144) 

Factor M SD 

Translation learning 4.31 .88 

Translation practices 3.91 1.33 

Academic research 3.31 1.06 

Note: This is a 6-point Likert scale; 1 = not at all influential, 2 = slightly influential, 3 

= somewhat influential, 4 = moderately influential, 5 = very influential, 6 = extremely 

influential. 

 

Using the means of these three factors and the mean of cognitions about translator 

competence, a correlation analysis was conducted to examine the relationship among 

them. The results are presented in Table 4.30. 
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Table 4.30 Correlation matrix of students’ cognitions about translator competence, 

translation learning, translation practices and academic research 

 
Translation 

learning 

Translation 

practices 

Academic 

research 

Translator competence .41** .23** .17* 

Note: ** p < .01, * p < .05 

As can be seen from the results of correlation analysis, the students’ cognitions about 

translator competence were moderately correlated with their translation learning (r 

= .41) and translation practices (r = .23). In the meantime, they also had a correlation 

with academic research (r = .17), although the correlations were not as strong as that 

with translation learning and translation practices. 

Based on the results of the correlation analysis, the extent to which translation learning, 

translation practices and academic research influenced the students’ cognitions about 

translator competence was examined with a multiple regression analysis. The analysed 

results showed a statistically significant regression equation, F(3, 210) = 14.79, p 

< .001 with an R2 of .18, with a medium to large effect size (Cohen’s ƒ2  = .22), which 

means that these factors explained 18% of variance in the students’ cognitions about 

translator competence. Table 4.31 shows the regressions coefficients. 

Table 4.31 The regression coefficients of translation learning, translation practice and 

academic research on cognitions about translator competence 

 B SE β t p 

(Intercept) 3.53 .22  16.11 .000*** 

Translation learning .32 .06 .42 5.51 .000*** 

Translation practices .04 .04 .08 1.05 .296 

Academic research -.05 .05 -.08 -1.00 .317 

Note: *** p < .001 
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It can be seen from Table 4.31 that, among the three factors, translation teaching was 

found to be a significant predictor of students’ cognitions translator competence, while 

translation practices and academic research were non-significant predictors. However, 

all three factors had a positive linear relationship with students’ cognitions about 

translator competence, which means that the higher their ratings of influence of these 

factors, the higher their rating of the importance of translator competence. Judging 

from the standardised regression coefficients, it can be seen that translation learning 

had a large effect (β = .42). In comparison, translation practices (β = .08) and 

academic research (β = -.08) did not contribute much to the regression model. 

To sum up, among the three factors, translation learning had a significant influence on 

students’ cognitions about translator competence, while translation practices and 

academic research had non-significant influences. 

4.4.2.2 Qualitative results 

In the interviews, when the student participants talked about the value of certain sub-

competence to translators, they were required to explain what causes these cognitions 

in their mind. The interview data showed that there were three factors that had impacts 

on student participants’ cognitions about translator competence. Table 4.32 shows the 

results. 

Translation learning 

Translation learning experience of the students appeared to have had a great influence 

on their cognitions about translator competence. Specifically, teachers, translation 

exercises and peers in their process of translation learning in school settings 

contributed to their cognitions. 
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Table 4.32 Factors influencing student participants’ cognitions about translator 

competence (n = 16) 

 Translation learning Translation 

practices 

Academic research 

 Teachers Exercises Peers  Literature Conference 

S1       

S2       

S3       

S4       

S5       

S6       

S7       

S8       

S9       

S10       

S11       

S12       

S13       

S14       

S15       

S16       

 

All of the 16 students indicated that the lectures of their translation teachers were of 

significant impact. It seemed that their teachers shaped their understanding of both 

bilingual and instrumental sum-competences. For example,  

He was teaching me a translation course. He taught me something that made me 

have a new understanding of translation. He said in fact whether you can 

translate well or not is not very much related to your English proficiency. It is 

more about your mother tongue. He told us how profound, rich and complex 

Chinese language was. Then, I felt that I was inspired. That is, it is not about 

how good your English is, it is more about your Chinese (S16). 
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Another is searching intelligence. It is something I did not know until I started 

my MA study. Professor M told us, as graduate students, having searching 

intelligence is important. When you search for something, maybe the content you 

find is very much different from that of others. Why is it that they can find the 

right information, but you can’t? It is a matter of searching intelligence. I think 

this is an important competence (S5). 

Most of them also suggested that the translation exercises from courses were another 

source of their cognitions. Through these exercises, they became aware that even 

though they had learned English for many years when they translated, they still made 

“mistakes at language level” (S9), needed to “take a lot of time to get to know the 

knowledge of the specific field” (S3), and also “kept looking up in dictionaries and 

using translation tools on the Internet” (S8). Translation exercises influenced their 

cognitions about the significance of bilingual, extra-lingual, and instrumental sub-

competences. 

Some students stated that their peers also influenced their cognitions. These influences 

were mainly on their cognitions about bilingual, extra-lingual and psychological sub-

competences. For example, S11 was working with some seniors from the translation 

faculty in a university student association. He summarised that “their English was way 

better”, and also, they not only had courses on translation itself but also on Chinese, 

classical literature, among others. He believed that these were the major reasons why 

his translation was not as good as theirs. Therefore, he believed that bilingual and 

extra-lingual sub-competences were essential for translators. Similarly, when 

explaining why he thought working under pressure was a necessary personality for 

translators, S6 shared the translation experience of his classmate. He said, 
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When she received the translation task, it was 8 p.m. And she was told to send 

translation to the client at 8 a.m. the next day. The task was about 2000 words. I 

did not know how long it would take, but I felt it could be very tough to finish in 

such a short time […]. She translated until 2 or 3 in the morning. Then took a 

nap. Got up at 5 or 6 for two rounds of post-editing. Sent it back to the client at 

8 a.m. […]. Before she took the nap, she shared a WeChat moment, saying she 

was about to throw up […]. For translators, sometimes you have to be able to 

work overtime and face huge pressure.  

Translation practices 

Translation practices, that is, undertaking authentic translation work, also had a hand 

in shaping these students’ cognitions about translator competence. It seemed that, on 

the one hand, the influence of translation practices was similar to that of translation 

exercises from courses, which made the students aware of the importance of bilingual, 

extra-lingual, and instrumental sub-competences. For example, when S7 talked about 

the knowledge she learned from translating Chinese business contracts to English for a 

company, she said, 

I have learned much about the terms and expressions in the specific field […]. 

Terms such as consignor, rejection, deferred payment. I got to know much 

knowledge about these […]. I also referred to some contracts in other fields to 

see how they say these things in English. […]. So, I feel that translators need to 

know the terms in the specific field […]. And also, they need to keep searching 

and learning, and try to comprehend fully before translating. 

On the other hand, translation practices situated them into the authentic translation 

environment, providing them with the opportunities to face real translation tasks and 
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to deal with actual translation clients. Consequently, they started to recognise the 

necessity of psychological and professional sub-competences for translators. For 

example, the experience of completing a big translation project with some other 

translators informed S4 that “effective cooperation between translators” and “clearly 

understand clients’ requirements” can make a difference to translators and their 

translations. S6 shared his experience of conducting a translation work, which made 

him aware of the importance of the ability to bear pressure and make psychological 

adjustment. As he said, 

You had to stay away from your comfort zone, which may cause a huge mental 

burden. This may cause psychological problems. I had some problems at that 

time. At that time, I not only had to finish this translation work but also prepare 

my presentations. I wanted to be perfect. On the one hand, I want to be perfect at 

everything. One the other hand, I had a tight schedule. Then, it depends on how 

you would adjust yourself. If you cannot bear it mentally, and cannot adjust 

properly when you face huge pressure, you will collapse, you cannot be a 

translator. 

Academic research  

It appeared that academic-related activities, including reading translation literature and 

attending academic conferences, also had some influence on the students’ cognitions. 

However, this was only reported by four of the students. S1, S4 and S5 claimed that 

they had read some papers discussing translation competence. S4 specifically 

mentioned the translation competence model proposed by PACTE. They believed that 

reading translation literature helped them get a systematic understanding of the 

competences that translators need to have. S6 stated that the Huawei translation 
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localisation conference that he attended had taught him “many things that are not 

taught in university”. His communication with professional translators and translation 

scholars on the conference made him realise that the survival of translators not only 

depends on the quality of their translations, but also many other factors, such as 

cooperation, communication, marketing themselves, and social abilities. As he said, 

“sometimes translation doesn’t speak for itself”. 

4.5 Complex Relationships 

4.5.1 Relationships between cognitions and teaching practices of translation 

teachers 

4.5.1.1 Quantitative results 

A series of paired samples t-tests (see Table 4.33) was conducted to compare the 

translation teachers’ cognitions and teaching practices in terms of the seven sub-

competences. Results showed that there were significant differences in terms of six of 

the sub-competences, including bilingual, extra-linguistic, strategic, instrumental, 

psychological, and professional sub-competences. Cohen’s d statistics were then 

calculated to determine the magnitude of these significant differences. The results 

returned d = .91, .81, .83, .84 for bilingual, strategic, instrumental, and psychological 

sub-competences, and d = .74, .72 for extra-linguistic and professional sub-

competences, respectively, all of which indicated large or medium to large effect sizes. 

These results indicated that there were considerable discrepancies between the 

teachers’ cognitions and teaching practices in terms of bilingual, strategic, 

instrumental, psychological, extra-linguistic and professional sub-competences. 
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Table 4.33 Paired samples t-tests results of teacher respondents’ cognitions and 

teaching practices (n = 144) 

 t p Cohen’s d 

Bilingual 10.94 .001 .91 

Extra-linguistic 10.13 .001 .74 

Strategic 8.99 .001 .81 

Translation knowledge 1.70 .091  

Instrumental 10.08 .001 .83 

Psychological 9.62 .001 .84 

Professional 8.69 .001 .72 

 

 

4.5.1.2 Qualitative results 

Comparisons were made between the teacher participants’ cognitions and teaching 

practices, which were based on the results in Section 4.2.1.2, 4.2.2.2, 4.3.1.2, and 

4.3.2.2. Both consistencies and inconsistencies were identified. Table 4.21 summarises 

the relationships between the teacher participants’ cognitions and teaching practices 

with respect to the seven sub-competences. 

Table 4.34 The consistencies and inconsistencies between the teacher participants’ 

cognitions and teaching practices in relation to the seven sub-competences (n = 8) 

 Consistency Inconsistency 

Bilingual 8/8  

Extra-lingual  8/8 

Strategic  8/8 

Translation knowledge 4/8 (T1, T6, T7, T8) 4/8 (T2, T3, T4, T5) 

Instrumental 4/8 (T4, T5, T6, T7) 4/8 (T1, T2, T3, T8) 

Psychological  8/8 

Professional 2/8 (T7, T8) 6/8 (T1, T2, T3, T4, T5, T6) 
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Consistencies between the cognitions and teaching practices 

Some consistencies between the cognitions and teaching practices of the teacher 

participants were found. The general characteristic of these consistencies was that on 

the one hand, the teachers recognised the importance of one sub-competence, on the 

other hand, they a.) either primarily developed this sub-competence in students or b.) 

spent a certain amount of classroom time on this sub-competence even if it was not 

their teaching priority. In the first situation, the consistency was labelled as high 

consistency, while in the second situation, labelled as fair consistency. These 

consistencies were mainly related to bilingual, translation knowledge, instrumental 

and professional sub-competences (based on the results in Section 4.2.1.2, 4.2.2.2, 

4.3.1.2, and 4.3.2.2).  

To start with, it was obvious that there were high consistencies between their 

cognitions about bilingual sub-competence and their teaching practices. All of the 

eight teachers held that bilingual sub-competence was the prerequisite for good 

translators. Accordingly, in their observed teaching practices, all of them put their 

pedagogical priority on developing students’ bilingual sub-competence.  

Similarly, high consistencies existed between half of the teachers’ cognitions about 

translation knowledge sub-competence and their teaching practices. T1, T6, T7, and 

T8 believed that translators should know the knowledge in the translation discipline, 

such as translation theories, norms and techniques. In their observed teaching practices, 

they allocated a large portion of classroom time to teach the knowledge. 

In contrast, some fair consistencies between cognitions about instrumental sub-

competence and teaching practices can be found in half of the teachers. T4, T5, T6, T7 

paid some attention to developing students’ abilities to use translation tools by not 
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only telling students to do so but also showing them how. These observed teaching 

practices were to some extent associated with their cognitions about instrumental sub-

competence. In addition, there were some fair consistencies between some teachers’ 

cognitions and teaching practices about professional sub-competence. T7 and T8 

believed that knowledge about the translation services industry was a key factor for 

being successful professional translators. Correspondingly, they made some efforts to 

teach students some knowledge in this respect in their observed teaching practices.  

Inconsistencies between the cognitions and teaching practices 

The inconsistencies between the cognitions and teaching practices of the teacher 

participants were also observed. The general feature of the inconsistencies was that 

these teachers recognised the significant values of one sub-competence, but in their 

observed teaching practices, they did not or only minimally developed students’ 

competence in this aspect. These inconsistencies existed in all the sub-competences 

except for bilingual sub-competence (based on the results in Section 4.2.1.2, 4.2.2.2, 

4.3.1.2, and 4.3.2.2). 

These inconsistencies can be found in all of the eight teachers in terms of extra-lingual, 

strategic and psychological sub-competences. These teachers believed that these three 

sub-competences were essential for translators. However, they made no or little effort 

to develop these sub-competences of students in their observed teaching practices. 

Similarly, inconsistencies were also discovered in some teachers regarding translation 

knowledge, instrumental, and professional sub-competences. First, even though T2, T3, 

T4, T5 acknowledged the value of translation knowledge, they failed to emphasise this 

sub-competence in their observed teaching. Second, T1, T2, T3, and T8 paid little 

attention to students’ instrumental sub-competence in their observed teaching practices, 
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although they held that this sub-competence was essential. Last, the majority of the 

teachers (T1, T2, T3, T4, T5, T6) understood that knowledge about professional 

translation market helped translator survive in the real translation world, but they did 

not deliver much knowledge about this to students in their observed teaching practices. 

4.5.2 Relationships between cognitions of translation teachers and students 

4.5.2.1 Quantitative results 

The analysis of descriptive statistics and independent samples t-tests results provided 

evidence for the relationship between the teacher and the student respondents’ 

cognitions about translator competence. Table 4.35 reports on the descriptive statistics 

and independent samples t-tests results. 

Table 4.35 Descriptive statistics and independent samples t-tests results of cognitions 

about translator competence between teacher respondents (n = 144) and student 

respondents (n = 210) 

 Teachers Students   

 M SD M SD t p 

Bilingual 5.15 .65 5.29 .69 1.90 .059 

Extra-linguistic 4.99 .73 5.10 .89 1.28 .201 

Strategic 4.85 .68 4.87 .80 .27 .787 

Translation knowledge 4.80 .66 4.84 .74 .49 .623 

Instrumental 4.93 .83 4.92 .86 -.11 .911 

Psychological 4.80 .71 4.81 .88 .18 .859 

Professional 4.55 .78 4.46 .87 -.98 .330 
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Judging from the descriptive statistics, it can be seen that the teacher respondents 

resembled the student respondents in their cognitions about translator competence. It 

can be found that, based on the mean values, the teacher respondents’ ranking of the 

importance of the sub-competences from highest to lowest was: bilingual, extra-

linguistic, instrumental, strategic, translation knowledge, psychological, and 

professional sub-competences. The ranking of the student respondents was exactly the 

same as that of the teacher respondents.  

Independent samples t-tests were also used to determine whether there were any 

differences in each of the seven sub-competences between the teachers and the 

students. Results revealed that there were no significant differences between these two 

groups. 

Taken together, the descriptive statistics and independent samples t-tests results 

suggested that the teacher respondents and the student respondents were comparable 

with regards to their cognitions about the seven sub-competences. 

4.5.2.2 Qualitative results 

A comparison of cognitions about translator competence between the teacher 

participants and the student participants can be made based on the results presented in 

Section 4.2.1.2 and Section 4.4.1.2. Generally speaking, there are some similarities 

and also dissimilarities between these two groups’ cognitions.  

It was found that similarities existed in the teachers’ and students’ cognitions about 

bilingual, extra-lingual, instrumental and psychological sub-competences. Most 

teacher and student participants acknowledged the importance of these sub-

competences and were able to articulate various knowledge and skills in each sub-

competence. For example, both the teachers and the students talked about the 
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essentiality of vocabulary and grammar knowledge, the ability to use idiomatic 

expressions in both languages, and ability to produce cohesive and coherent Chinese 

and English texts. 

The dissimilarities were in these two groups of participants’ cognitions about strategic, 

translation knowledge and professional sub-competences. The teacher participants 

held that these sub-competences were indispensable elements for translators, and they 

were able to articulate various components in each sub-competence. For example, 

most teachers believed that abilities such as communicative skills, cooperative ability, 

continuing learning ability, and project management skills were necessary components 

of professional sub-competence, which would be of great help for translators to 

survive in the competitive professional translation market. However, this was not the 

case for the student participants. Only three of the student participants believed that 

some elements of professional sub-competence, including communicative skills and 

punctuality, were necessary for translators. 

In short, the similarities between the teacher and student participants were that they 

both believed that bilingual, extra-lingual, instrumental and psychological sub-

competences were essential for translators. The dissimilarities were that the teachers 

also highlighted other knowledge and skills in strategic, translation knowledge and 

professional sub-competences, while most students did not address the values of these 

sub-competences. 
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Chapter 5 Discussion 

In this chapter, the results of the current study are discussed. Before addressing the 

research questions, some discussion with reference to the respondents and participants 

of the study is presented. Then, a detailed discussion with regard to each research 

question is offered. 

5.1 Translation Teachers and Students in This Study 

This is an exploratory study aiming primarily at depicting Chinese C-E translation 

teachers’ and students’ cognitions about translator competence, as well as teachers’ 

teaching practices. Since this study is based on empirical data, it is of critical 

importance to examine the extent to which the sample respondents, that is, the teachers 

and students who completed the questionnaires, could be a fair representation of the 

Chinese C-E translation teacher and student population, and the extent to which the 

sample participants, namely the teachers and students who participated in the 

interviews and classroom observations, could provide enough information for an in-

depth understanding of the teachers and students of interest. In other words, a 

thorough examination of the respondents and participants forms a premise, on which 

the research questions raised could be examined and discussed in a robust manner. 

Only until these issues are examined, can the relevance of the interpretation and 

discussion of results to the research questions be determined. 

5.1.1 Representativeness of the respondents 

Representativeness refers to “the selection of individuals from a sample of a 

population such that the individuals selected are typical of the population under study, 

enabling you to draw conclusions from the sample about the population as a whole” 
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(Creswell, 2010, pp. 141-142). However, there is no sample that can perfectly 

represent the entire population, and it is extremely difficult to estimate how typical the 

sample is of the population because normally there is no way to know the 

characteristics of the target population. Nevertheless, examining the sample strategies 

that are used to approach the target population, and the basic information of the 

respondents can provide some knowledge of the representativeness of the respondents. 

The sampling strategies that were used in the quantitative part of the study 

methodologically made it possible to include a group of teachers and students that are 

fairly representative of Chinese C-E translation teachers and students. In this study, 

multiple types of sampling strategies, including convenience sampling strategy, 

snowball sampling strategy and random sampling strategy, were used to collect 

questionnaire data from teachers and students (see Section 3.5.1.1 and 3.5.1.2). With 

the use of these sampling strategies, the possibility of involving a wide range of 

translation teachers and students across China was increased, and therefore the 

likelihood of sampling bias was reduced. For instance, if only convenience sampling 

strategy and snowball sampling strategy were used and collected data via paper-based 

questionnaire, the sample would bias towards teachers whom the researcher can reach 

physically (only a few dozens of teachers in two provinces in China) at the time of 

data collection. This bias was reduced when random sampling strategy was also used 

to collect data from teachers in the online WeChat groups, as this sampling process 

could reach a larger translation teacher community in China.  

Analysis of the demographic information of the respondents showed that these 

teachers and students did come from a wide range of backgrounds and thus these 

respondents could be considered as a rather representative sample of Chinese C-E 
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translation teachers and students. Evidence in support of this comes from two sources. 

First of all, the demographic information of the 144 teachers showed that the teacher 

respondents came from diverse backgrounds, such as different genders, age groups, 

translation teaching experience, university levels, and so on (see Section 4.1.1). 

Moreover, a comparison between the demographic information of the teachers in this 

study and the result of a survey that was conducted by Zhang and Chen (2012) can 

also provide some information for the representativeness of the teacher respondents. It 

was found that the different ratios of the teachers in terms of their genders, age ranges, 

and academic ranks in this study were roughly similar to those in Zhang and Chen 

(2012). Considering that their study involved a large group of translation teachers (n = 

328) from nearly every province in China, it can be argued that the demographic 

information of the teachers in their study is fairly representative of translation teachers 

in China (between 2011 and 2012), although it is unclear whether their study only 

investigated C-E translation teachers or it also included teachers of other language 

pairs. Therefore, it can be argued that the teachers in this study are fairly 

representative of Chinese C-E translation teachers as a whole. 

Similarly, there is a big variation among the 210 translation student respondents with 

regard to their backgrounds (see Table 4.2 in Section 4.1.2.1). In this group of 

respondents, male and female students, undergraduate and postgraduate students, and 

students in different programmes (BA, MA and MTI) were all included. Arguably, 

these students also can to some extent represent Chinese C-E translation students. 

In short, with the employment of multiple sampling strategies, and based on the 

analysis of the respondents’ demographic information, the teacher and student 

respondents from diverse backgrounds were included in this study. It is relatively 
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confident that the current sample could be fairly representative of the target population, 

namely Chinese C-E translation teachers and students, although it cannot be claimed 

that the sample is representative of all translation teachers and students in general. 

Therefore, it is reasonable to believe that the analysis of the data from this group of 

teacher and student respondents can provide some general understanding of the 

cognitions of Chinese C-E translation teachers and students, and teachers’ teaching 

practices. 

5.1.2 Information richness of the participants 

Qualitative inquiry, unlike quantitative inquiry, does not intend to obtain findings that 

can be generalised to a population, but “to develop an in-depth exploration of a central 

phenomenon” (Creswell, 2010, p. 206). Therefore, it is of critical importance that the 

participants in a qualitative study are “information rich” (Patton, 1990, p. 169), that is, 

the participants must provide enough information for a rich and in-depth 

understanding of the issue under investigation. In this study, two criteria, namely 

breadth and depth, were adopted to determine whether the participants were 

information rich. Breadth concerns with the extent to which various types of 

participants are involved, whereas depth refers to the extent to which each participant 

can provide abundant and meaningful information (Patton, 2014).  

Following these two criteria, the information richness of the eight teacher participants 

and the 16 student participants appeared to be satisfactory. The breadth of information 

was achieved by adopting a purposeful sampling strategy. The teacher participants 

were recruited by a type of purposeful sampling strategy - maximal variation sampling, 

which included three rounds of teacher recruitment (see Section 3.5.2.1). At the end of 

each round, an initial analysis of the teachers’ profiles and the data that they provided 



 

 196 

guided the researcher’s decision on whether there was a need to recruit more teachers, 

and the types of teachers that were needed in the next round (see Table 3.4 in Section 

3.5.2.1). This method created the possibility of including a wide range of translation 

teachers at various settings, and therefore maximised the diversity of information 

regarding teacher cognitions and teaching practices. Analysis of the teacher 

participants’ profiles showed that the participants indeed varied in their affiliated 

universities, age groups, genders, qualifications, professional ranks, teaching 

experiences, overseas study experiences and course levels (see Table 4.3 in Section 

4.1.2.1). Similarly, since the teachers were diversified, when recruiting two student 

participants from each of the teacher participants’ classrooms, then, the students 

should also vary in their backgrounds, such as genders, ages, programmes. Analysis of 

the student participants’ profiles showed that this was indeed the case (see Table 4.4 in 

Section 4.1.2.2). Therefore, it was considered that the information provided by this 

group of teachers and students could be rich. 

The depth criterion was achieved by means of semi-structured interviews (see Section 

3.4.2). The semi-structured interviews provided a comfortable and relaxing 

environment for the teacher participants to explicitly and honestly articulate their 

cognitions. More importantly, questions asked in these interviews were not restricted 

to the interview guide, which means that an opportunity was created for the researcher 

to engage in an in-depth discussion about the teacher participants’ cognitions and their 

teaching practices when relevant topics, which were not listed in the interview guide, 

emerged in the conversations. In doing so, the teacher participants were able to 

express their opinions and describe their experiences in an articulate, expressive and 

reflective manner. This provided the possibility for the teachers to offer abundant and 

meaningful information with regard to their cognitions and teaching practices. 
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Similarly, semi-structured interviews were also used to interview the 16 student 

participants. Therefore, it can be argued that the teacher and student participants in this 

study would provide relatively rich information.  

To sum up, given the maximum sampling strategy used to recruit the teacher and 

student participants and the semi-structured interviews conducted to elicit data from 

these participants, it can be relatively safe to state that the eight teacher participants 

and the 16 student participants in this study had allowed for the collection of data that 

would be information rich. It is believed that data like this would benefit the analyses 

for an in-depth understanding of the cognitions of Chinese C-E translation teachers 

and students, and teachers’ teaching practices.  

5.2 Translation Teachers’ Cognitions 

5.2.1 Chinese C-E translation teachers’ cognitions about translator competence in 

general 

 

The first research question intended to understand the features of Chinese C-E 

translation teachers’ cognitions about translator competence. The question was: 

What are Chinese C-E translation teachers’ cognitions about translator 

competence? 

The results showed that the Chinese C-E translation teachers generally acknowledged 

the importance of all the seven sub-competences of translator competence. This is 

evident in the quantitative data, in which the mean ratings of all sub-competences 

exceeded four, which represents “moderately important” (see Section 4.2.1.1). 

Supporting evidence can also be found in the qualitative data. Firstly, every sub-

competence of translator competence was addressed by more than half of the eight 
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interviewed teacher participants (see Table 4.6 in Section 4.2.1.2). Secondly, various 

aspects of each sub-competence were also pointed out by these teacher participants. 

For instance, in terms of bilingual sub-competence, they talked about the significant 

value of several abilities and knowledge, including “language comprehension”, 

“idiomatic expressions”, “cohesion and coherence”, “discourse”, “grammar 

knowledge” and “vocabulary”. Their statements such as “should/need to have the 

knowledge of…”, “must know/have…”, and “is beneficial for…” reflected their 

cognitions about the importance of all the seven sub-competences for the development 

of translator competence.  

One important value of these findings is that they lend empirical support to Kiraly’s 

(2006) claim that “(translation) teachers tend to share a high degree of awareness of 

the importance of helping students develop translation-specific as well as non-

translation specific dispositions and capabilities” (p. 70). Kiraly (2006) made this 

claim based on his personal experience of holding workshops with over 200 

translation teachers across the world, including Europe, the Americas, Africa, Asia 

and Australia, and thus can be seen as an outcome of anecdotal observations. The 

present study, however, collected and analysed empirical data via a combination of 

quantitative and qualitative approaches, with a view to understanding translation 

teachers’ cognitions about translator competence. The present findings, therefore, 

seem to indicate that Kiraly’s (2006) contention does apply to the Chinese context, as 

the included Chinese C-E translation teachers indeed were well aware of all the sub-

competences of translator competence, including both translation specific and non-

translation specific ones. There could be a few reasons why Chinese C-E translation 

teachers were aware of all the sub-competences of translator competence. For example, 

their cognitions may be informed by Chinese scholars who have been introducing the 
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latest findings of translator competence in the international academic circle to the 

Chinese academia (as review in Section 2.1.4). Alternatively, it could be that there are 

various sources that constantly shaping and updating their cognitions about translator 

competence (this will be discussed in Section 5.2.3), and consequently their start to 

recognise all the sub-competences. 

Due to the fact that this study is the first attempt to empirically investigate translation 

teachers’ cognitions about translator competence, it is difficult to know the extent to 

which Chinese C-E translation teachers’ cognitions reported here are similar or 

different to translation teachers elsewhere. However, a relevant study that explored the 

cognitions of translation practitioners in the language services industry was conducted 

by the European Union of Associations of Translation Companies (EUATC) (2017), 

the result of which could be compared to the present study. The EUATC’s survey 

(2017), aiming at understanding the characteristics of the language services industry, 

included one section that required respondents to rate the importance of various 

competences for translation and editing positions. It received 866 responses from 

employees of language services companies or individual professionals in 49 different 

countries. 

Based on the quantitative results, it can be said that Chinese C-E translation teachers’ 

cognitions about translator competence were very similar to those of translation 

practitioners in the language services industry, especially with regard to cognitions 

about linguistic sub-competence. The EUATC survey (2017) found that most 

respondents considered native language competence and foreign language competence 

as the top two must-have competences. Likewise, the corresponding competence in the 

current study, bilingual sub-competence, ranked the first by the 144 Chinese C-E 
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translation teachers (see Table 4.5 in Section 4.2.1.1). These similar cognitions are 

understandable since it has been generally accepted that a good command of both 

source and target languages is a prerequisite for translating (Bell, 1991; Wilss, 1982; 

Kiraly, 2000; PACTE, 2003; Pym, 2003).  

On the other hand, it seems that there are also some differences between Chinese C-E 

translation teachers’ cognitions and translation practitioners’ cognitions. In the 

EUATE (2017) survey, interpersonal skills and organizational skills were believed to 

be more important than many other skills such as localisation competence, post-editing 

skills, and machine translation system management. The corresponding competence in 

the current study, professional sub-competence, was believed to be less important than 

the remaining six sub-competences, as it was ranked the last (see Table 4.5 in Section 

4.2.1.1). The reason for this discrepancy could be that the respondents of the EUATE 

survey were individuals who could have much first-hand experience of benefiting 

from professional sub-competence as professional translators. In comparison, most of 

the teacher respondents (n = 119, 82.6%) in this study, had no experience of working 

as professional translators (see Table 4.1 in Section 4.1.1.1), and their knowledge of 

professional sub-competence may largely be second-handed, coming from literature 

reading or communication with professional translators. This potential difference in 

translation experience could probably explain the difference in cognitions held by the 

Chinese C-E translation teachers and the respondents to the EUATE survey.   

5.2.2 Cognitions about translator competence of Chinese C-E translation teachers 

with different backgrounds 

The second research question asked whether there were any individual differences in 

Chinese C-E translation teachers’ cognitions. The question was: 
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Are there any differences in cognitions about translator competence in 

different Chinese C-E translation teachers? 

The analysed results suggested that generally there were not many differences in the 

cognitions about translator competences among teachers with different backgrounds, 

although there were a few exceptions.  

The quantitative results revealed that teachers with overseas study experience, 

professional translator experience, or language teaching experience, or a lack thereof, 

did not make a difference to their cognitions about translator competence, as 

independent samples t-tests results showed that those with or without these 

experiences did not differ significantly with respect to their cognitions about all seven 

sub-competences (p > .05) (see Table 4.7 in Section 4.2.2.1). One possible explanation 

for this could be because cognitions could be resistant to change even when they are 

challenged (Borg, 2006), and experiences such as these would probably unlikely to 

make a difference to the teacher respondents’ cognitions about translator competence 

unless these experiences are strong enough or long enough. For instance, the reason 

why the cognitions about translator competence of the teachers with or without 

overseas study experience did not differ could be that the average years of overseas 

study experience of the 70 teachers was only 13.7 months (ranged from 1 month to 48 

months), and this period of time may not be long enough to change their cognitions. 

As a result, these 70 teachers would have similar cognitions as the remaining 74 

teachers who did not have overseas study experience. However, an alternative 

explanation could be that such experience may change teachers’ cognitions about 

some other aspects but not the sub-competences of translator competence. For 

example, it is possible that language teaching experience would not influence 

translation teachers’ cognitions about the sub-competences of translator competence 
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(this experience was not identified as a source of the eight teachers’ cognitions, see 

Section 4.2.3.2), although it may influence teachers’ cognitions about other aspects, 

such as teaching methodology and teacher-student relationship. Then, by no means 

teachers with and without this experience would be different from each other with 

regard to their cognitions about the sub-competences of translator competence. 

Similarly, the quantitative results also suggested that despite differences in years of 

translation teaching, university levels, qualifications and academic ranks, the Chinese 

C-E translation teachers involved in the study had similar cognitions about translator 

competence. Supporting evidence came from the results of one-way ANOVA analysis, 

as there were no statistically significant differences among these teachers in their 

cognitions about the seven sub-competences (p > .05) (see Table 4.9 and Table 4.10 in 

Section 4.2.2.1). The reason for this may lie in the same or similar broad educational 

context that Chinese C-E translation teachers are situated in. Supported and governed 

by the central government, Chinese universities are in the same education system 

where there are requirements or guidelines for student enrolment, educational policies, 

curriculum and syllabus, degree award, continuing professional development of 

teachers and many other aspects of teaching (Tao, 2016). This context may have 

influenced teachers to a large extent, leaving their cognitions about translator 

competence similar despite their diverse backgrounds.  

On the other hand, some individual differences of different degrees were also 

identified based on the quantitative results of the present study, but these results 

should be interpreted with caution. First of all, the results indicated that there were 

some gender differences in term of the teachers’ cognitions (see Table 4.7 in Section 

4.2.2.1), as the independent samples t-tests results showed that there were significant 
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differences between female and male teacher respondents with regard to their 

cognitions about the importance of bilingual (p < .05, M = 5.26 for female in 

comparison to M = 4.96 for male) and extra-lingual sub-competences (p < .05, M = 

5.13 for female in comparison to M = 4.80 for male). The associated small effect size 

(d was .43 and .45 for bilingual and extra-lingual sub-competences) revealed that the 

magnitude of differences was small. 

Age was identified as another factor that was associated with teachers’ cognitions, as 

one-way ANOVA analyses suggested that Age4 (50 years old and above) teachers’ 

cognitions about four of the seven sub-competences were different from those of 

teachers in other age groups (see Table 4.8 in Section 4.2.2.1). Age4 teachers gave 

lower ratings to the importance of bilingual and translation knowledge sub-

competence than Age3 (40-49 years old) did, and lower ratings to the importance of 

strategic and instrumental sub-competences than Age1 (21-29 years old) did. Age4 

teachers also gave a lower rating the importance of instrumental sub-competence than 

Age2 (30-39 years old) did. The associated effect sizes were all larger than .06, 

indicating that these differences were considerable. 

A note of caution is due here because statistically there is a possibility of a type I error 

in the results. Type I error refers to “a false positive – when you mistakenly conclude 

there was an effect for a treatment when, in fact, there was not one” (Larson-Hall, 

2016, p. 287). The chance of having a false positive increases as multiple statistical 

tests are conducted. One solution to this problem is to include a Bonferroni adjustment 

in the analysis (Larson-Hall, 2016). In this study, considering that seven t-tests were 

conducted to see whether there were differences, for example, between male and 

female teachers, in their cognitions about the seven sub-competences, the chance of 
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getting a false positive in these t-tests would increase from 5% to 35%. With 

Bonferroni adjustment, the t-tests results would only be considered statistically 

significant when p was less than 0.05/7 = 0.0071. Taken this value as cut-off point, the 

statistically significant differences between male and female, and Age4 and some 

other age groups, as discussed above, would be non-statistical. Therefore, with 

Bonferroni adjustment, it could be interpreted that gender and age also did not make a 

difference to teachers’ cognitions about translator competence.  

This lack of individual differences among teachers’ cognitions has been similarly 

reported in other quantitative studies that investigated teacher cognitions. It appears 

that it has always been the case that not many individual differences can be found in 

teacher cognitions. For example, Hardré and Sullivan (2008) found that teachers’ age 

and experience did not predict their self-efficacy beliefs for motivating students. 

Similarly, Sun (2017) did not found any differences in cognitions about grammar 

teaching among teachers with different ages, genders, teaching experiences or English 

learning regions. 

The qualitative results of the present study also suggested that there were not many 

differences in teachers’ cognitions about translator competence despite a few extreme 

cases. Specifically, T1’s and T2’s cognitions about a few components of translation 

knowledge, strategic, extra-lingual, and professional sub-competences were in contrast 

with those of the other six teachers (see Table 4.11 in Section 4.2.2.2). It appears that 

some sort of differences in the cognitions of teachers can always be identified in 

qualitative studies (e.g., Akbari & Tajik, 2009; Gatbonton, 2008). This is 

understandable because when researchers dig deep into each individual teacher’s 

cognitions, they can normally find some degrees of variations when they compare one 
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teachers’ cognitions to those of others. Nevertheless, these variations would not 

contest the fact that the eight teachers’ cognitions about translator competence were 

generally similar. 

5.2.3 Factors that influence Chinese C-E translation teachers’ cognitions about 

translator competence 

This study also aimed at identifying the sources of Chinese C-E translation teachers’ 

cognitions about translator competence, and the corresponding research question was: 

What are the factors that contribute to Chinese C-E translation teachers’ 

cognitions about translator competence? 

The results suggested that translation teaching, translation learning and translation 

practices were the major factors that influenced Chinese C-E translation teachers’ 

cognitions about translator competence. In comparison, academic research did not 

have much influence on their cognitions. 

Translation teaching experience appeared to be very powerful in affecting translation 

teachers’ cognitions about translator competence. Supporting evidence was found in 

the analysis of the quantitative data, as translation teaching experience was found to 

have the largest effect (β = .45, p < .001) on teachers’ cognitions in the regression 

analysis (see Table 4.14). Results of the qualitative analysis lend further support to the 

robustness of translation teaching experience, since the eight teachers unanimously 

stressed that through activities in teaching, such as observing and evaluating students’ 

abilities, needs, and learning outcomes, preparing teaching material, and getting to 

know the teaching objectives of their programmes, they became clear about the 

competences that they need to help students develop for them to become competent 
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translators (see Section 4.4.2). These results are in line with many studies of language 

teacher cognitions which have shown the influence of classroom practices on teachers’ 

cognitions about language teaching (e.g., Borg, 2003; Johnson, 1996; Kagan, 1990; 

Woods, 1996). 

Similarly, the second important factor that influenced teachers’ cognitions about 

translator competence is translation learning and practices. This factor had the second 

largest effect size in the regression analysis (β = .23, p < .05) (see Table 4.14), 

suggesting that it was at play in shaping translation teachers’ cognitions about 

translator competence. The qualitative data provided further evidence in this regard. 

All eight teachers reported that their translation practices, individual translation 

practice, in particular, had shaped their understanding of translator competence. In 

addition, most of the teachers (five out of eight) claimed that factors in their 

translation learning experience, including their translation teachers and the knowledge 

that they learned for textbooks, affected their cognitions (see Table 4.15).  

The influence of translation teachers’ translation learning experience on their 

cognitions about translator competence is consistent with some previous findings 

concerning the role of language learning experience in the formation and 

transformation of language teachers’ cognitions (e.g., Busch, 2010; Johnson, 1994). 

The positive effect of translation practices on translation teachers’ cognitions is also as 

expected. Translation is a highly practice-oriented activity, and in solving the 

translation problems in texts, translators would need to constantly evaluate texts and 

make reflections. The more a person translates, the more he or she knows about 

translation and the competences that he or she needs to improve. This process can also 
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be seen as a learning activity, and naturally, translation practices would shape their 

cognitions. 

On the contrary, it seems that academic research had limited influence on translation 

teachers’ cognitions about translator competence. Supporting evidence came from the 

quantitative data, in which the results of regression analysis showed that academic 

research had a non-significant effect (β = .07, p = .422) on the teacher respondents’ 

cognitions (see Table 4.14 in Section 4.2.3.1). Furthermore, in the qualitative data, 

only two of the eight teacher participants reported paper writing and three reported 

literature reading had some kind of influences on their cognitions about translator 

competence (see Table 4.15 in Section 4.2.3.2). This little impact of academic research 

on translation teachers’ cognitions about translator competence may be due to the gap 

between the research areas of the teachers and the cognitions that the current study 

aimed at investigating. Specifically, if the teachers had done little academic research 

or their research areas were not related to translation education or translator 

competence, then academic research would not be a significant source of their 

knowledge of translator competence. Then, it is unlikely that academic research can be 

directly linked to teachers’ cognitions about translator competence. On the contrary, if 

teachers’ research interests are related to translation education or translator 

competence, arguably, academic research would probably have some influence on 

their cognitions about translator competence. However, translation education or 

translator competence research is a small academic area compared to other areas of 

translation studies, such as literary translation, business translation, translation theories, 

translation and culture, machine translation etc., which are the traditional areas that 

many translation teachers in China focus on. Therefore, it is reasonable to believe that 

most of the teachers’ research areas were not related to translation education or 
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translator competence, and this may be a reason for the limited influence of academic 

research on their cognitions about translator competence in particular. However, it 

should be noted that this does not mean that academic research is not associated with 

teacher cognitions at all, as some studies have found that when teachers conduct 

research, they would gain new understandings of many aspects of their teaching (e.g., 

Kennedy-Lewis, 2012; Wood, 2017; Yancovic-Allen, 2018). Therefore, another 

explanation for the limited connections between teacher cognitions and academic 

research could be that the teachers did not do any academic research at all. 

The qualitative data not only provided information about the influences of each factor 

on translation teachers’ cognitions about translator competence as a whole, but also 

some detailed information about the connections between each factor and teachers’ 

cognitions about each of the seven sub-competences, which may not be provided by 

the quantitative data (see Figure 4.1 in Section 4.2.3.2). For example, translation 

teaching experience appeared to influence teachers’ cognitions about five of the seven 

sub-competences, including their cognitions about bilingual, strategic, translation 

knowledge, instrumental, and psychological sub-competences. However, it should be 

noted that the relationships between the four factors and teachers’ cognitions about the 

seven sub-competences of translator competence as presented in Figure 4.1 is only 

tentative in nature. This is because the relationships were summarised based on the 

qualitative data of only eight translation teachers. Further evidence is needed to 

substantiate the relationships. 
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5.3 Translation Teachers’ Teaching Practices 

5.3.1 Chinese C-E translation teachers’ teaching practices in general  

The fourth research question examined the classroom practices of Chinese C-E 

translation teachers. The question was: 

What sub-competences of translator competence are (not) the foci of 

instruction in Chinese C-E translation teachers’ teaching practices? 

The analysed results showed that Chinese C-E translation teachers primarily focused 

on bilingual and translation knowledge sub-competences in their teaching practices, 

while the other sub-competences, including extra-linguistic, strategic, instrumental, 

psychological, and professional sub-competences, were not emphasised in their 

classroom instruction. The analysis of the quantitative data provided some evidence, 

as the descriptive statistics of teaching practices showed that the top two mean ratings 

of teaching frequency were translation knowledge sub-competence (M = 4.71) and 

bilingual sub-competence (M = 4.61), while extra-lingual, strategic, instrumental and 

psychological sub-competences received a mean rating between 4.16 and 4.32, and 

professional sub-competence 3.93 (see Table 4.16 in Section 4.3.1.1). The interview 

and classroom observation data lent further support that bilingual and translation 

knowledge sub-competences were indeed the foci of the teacher participants’ teaching 

practices (see Table 4.17 and Figure 4.2 in Section 4.3.1.2). 

However, it should be noted that there was little variation in the teacher respondents’ 

ratings of the frequency of teaching in the seven sub-competences (i.e., the means 

ranged from 3.93 to 4.71; see Table 4.16 in Section 4.3.1.1). The data from the 

classroom observations, on the other hand, demonstrated considerable variation in 
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terms of the time spent on each sub-competence (see Figure 4.2 in Section 4.3.1.2). 

This may have been caused by the tendency of participants not to respond passively 

to stimuli in self-reported surveys, which is a prevalent response bias in questionnaire 

research (Creswell, 2010). In other words, it is possible that the teacher respondents 

unintentionally underestimated or overestimated the time dedicated to the teaching of 

certain sub-competences, or they deliberately provided socially desirable responses by 

giving high scores to indicate that they emphasised every sub-competence in their 

teaching practices. Nonetheless, with the priorities of their teaching practices 

identified from the questionnaire, and with the triangulation of the classroom 

observation and interview data, it is concluded that Chinese C-E translation teachers 

tended to spend more time on developing translation students’ bilingual and 

translation knowledge sub-competences than on the other sub-competences in their 

teaching practices. 

5.3.2 Teaching practices of Chinese C-E translation teachers with different 

backgrounds 

The fifth research question asked whether there were any individual differences in 

Chinese C-E translation teachers’ teaching practices. The question was: 

Are there any differences in the teaching practices of different Chinese C-E 

translation teachers? 

The quantitative results suggested that generally there were not many differences in 

different teachers’ teaching practices of the seven sub-competences. The only possible 

differences that were identified were that Age4 (50 years old and above) teachers put 

less emphasis on developing students’ bilingual sub-competence than Age1 (21-29 

years old) teachers did, and less emphasis on developing students’ translation 
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knowledge sub-competence than Age1 (21-29 years old) and Age2 (30-39 years old) 

teachers did. However, these statistically significant differences should be interpreted 

with caution. As explained in Section 5.2.2, due to the use of multiple t-tests, there is a 

possibility of making a type I error in the results. If Bonferroni adjustment was 

included in the analysis, the statistically significant differences between the above 

teacher groups would be non-statistical. Except for these, no other differences were 

found from the independent samples t-tests and one-way ANOVA results. Independent 

samples t-tests showed the teacher respondents’ teaching practices were similar 

regardless of gender, overseas study experience, professional translator experience, 

and language teaching experience (see Table 4.19 in Section 4.3.2.1). One-way 

ANOVA also showed that the teacher respondents’ teaching practices were similar 

even if they had different years of translation teaching, qualifications and academic 

ranks, or they worked at universities of different levels (see Table 4.21 and 4.22 in 

Section 4.3.2.1). 

The quantitative results were partially in line with the qualitative results. The 

qualitative data showed that bilingual sub-competence was emphasised, and extra-

lingual, strategic and psychological sub-competences were marginalised by all the 

eight teacher participants in their teaching practices (see Table 4.23 and Section 

4.3.2.2), which were similar to the quantitative results. However, with respect to the 

development of students’ translation knowledge, instrumental and professional sub-

competences, differences of various degrees (big contrast, considerable differences, 

and differences to some extent) in teaching practices were found among the eight 

teacher participants (see Table 4.23 and Section 4.3.2.2), which did not correspond 

with the quantitative results. Response bias in the questionnaire may explain why 

some of the quantitative results differed from the qualitative ones. As explained in 
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Section 5.3.1, information with regard to the teacher respondents’ teaching practices 

was based on the respondents’ self-reported data, which could involve some response 

bias. Also, questionnaire data can only provide a general understanding of teachers’ 

teaching practices. On the other hand, information of the teaching practices of the 

eight translation teachers in the qualitative results was based on semi-structured 

interviews, classroom observations as well as complementary materials, which could 

provide more detailed information about the teaching of each sub-competences. 

Therefore, some detailed differences in different translation teachers’ teaching of 

translation knowledge, instrumental and professional sub-competences, as found in the 

qualitative study, were not identified in the quantitative study. 

5.4 Translation Students’ Cognitions 

5.4.1 Chinese C-E translation students’ cognitions about translator competence in 

general 

This study was also intended to understand the cognitions about translator competence 

that Chinese C-E translation students have. The question was: 

What are Chinese C-E translation students’ cognitions about translator 

competence? 

The results showed a complex pattern of Chinese C-E translation students’ cognitions 

about translator competence. On the one hand, the quantitative results suggested that 

translation students generally acknowledged the importance of all the seven sub-

competences. Evidence in support of this is the higher than four mean ratings in the 

TSQ of the student respondents, which corresponds to “moderately important”, 

showing that the importance of all seven sub-competences of translator competence 
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were recognised (see Table 4.29 in Section 4.4.1.1). On the other hand, in analysing 

the qualitative data, it seems that the 16 interviewed student participants tended to 

highlight the importance of four of the seven sub-competences, including bilingual, 

extra-lingual, instrumental and psychological sub-competences, but somewhat 

neglected the importance of strategic, translation knowledge and professional sub-

competences because most of them did not mention these sub-competences at all (see 

Table 4.30 in Section 4.4.1.2). 

The difference between the quantitative and the qualitative results could be caused by 

an inherited disadvantage of closed-ended questionnaires, that is, this type of 

questionnaire may suggest ideas that respondents would not otherwise have (Dörnyei 

& Taguchi, 2010). Respondents with no opinions about or no knowledge of the issue 

can answer anyway. This could be the case for the TSQ in this study. All the seven 

sub-competences of translator competence were predetermined and covered by the 31 

items in the CTCQ of the TSQ (see Section 3.4.1.1). Even if the student respondents 

did not have knowledge of some items when they read each item, they would get new 

ideas about translator competence, and they would still provide answers to these items. 

Due to response bias (as discussed in Section 5.3.1), it was very likely that they gave 

high scores. In comparison, in the qualitative data collection process, there was only a 

broadly defined question - “what are the knowledge or skills that you think are 

important for the development of translator competence?” - to elicit their cognitions 

about translator competence, and no hints were deliberately given to the student 

participants to lead them to talk about certain sub-competences (see Section 3.4.2.1 

and Appendix 4). All the cognitions about the sub-competences that they mentioned 

were the ones that the student participants themselves intended or wanted to talk about 

and the ones that they believed to be essential. These may explain why some sub-
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competences were not emphasised in the qualitative data but received higher-than-four 

mean ratings in the questionnaire.  

5.4.2 Factors that influence Chinese C-E translation students’ cognitions about 

translator competence 

This study also aimed to identify the sources of Chinese C-E translation students’ 

cognitions about translator competence. The question was: 

What are the factors that influence Chinese C-E translation students’ 

cognitions about translator competence? 

The analysed results suggested that translation learning was a major factor that shaped 

Chinese C-E translation students’ cognitions about translator competence, followed by 

a possible impact of translation practices. In comparison, it appeared that academic 

research did not have much influence on the students’ cognitions about translator 

competence. 

As expected, translation students’ cognitions about translator competence were under 

the influence of their translation learning experience. Supporting evidence came from 

the quantitative data, in which translation learning was identified to have had a large 

effect (β = .42) on students’ cognitions (see Table 4.33). Further supporting evidence 

was found in the qualitative data, as all of the 16 students discussed the influence of 

translation learning, including their translation teachers, translation exercises from 

courses, and their peers, on their cognitions about translator competence (see Table 

4.34). Evidence from both types of data suggests that translation learning experience 

was an important source that, to a large extent, shaped the students’ cognitions about 

translator competence. It is not surprising to find an influence of translation learning 
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experience since prior experience is believed to be a major source of an individual’s 

cognitions (Borg, 2006; Lortie, 1975). For translation students, they would have many 

hours of translation learning from different translation courses in universities, and 

eventually, their cognitions about translator competence would be influenced by this 

experience.  

The results also showed that translation students’ cognitions about translator 

competence were not very much related to their academic research experience. 

Supporting evidence came from the quantitative data, in which academic research (β = 

-.08, p = .317) was found to have contributed little to students’ cognitions (see Table 

4.33). Further evidence was found in the qualitative data, in which only four out of the 

16 students claimed that academic research, such as reading literature and attending 

academic conferences, informed their understanding of translator competence. Both 

the quantitative and qualitative evidence suggested that academic research may not be 

a factor that significantly influenced these students’ cognitions about translator 

competence. The reason why academic research had little impact on students’ 

cognitions maybe because the translation students involved generally did not have 

much relevant academic research experience at the time of participating in the study. 

The students in this study were either undergraduate or master students, who would 

arguably have limited involvement in academic research. This limited academic 

research experience could have led to the student respondents to rate relatively low on 

the items related to academic research in the questionnaire, and with these low ratings, 

academic research was identified as a nonsignificant predictor in the regression 

analysis. For the same reason, the interviewed student participants would not have 

talked much about the influence of academic research on their cognitions about 

translator competence as they did not have or have limited such experience. 
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It is interesting to find that, with respect to the role that translation practices played in 

students’ cognitions, the quantitative and the qualitative data did not comply with each 

other. While the quantitative results showed that translation practices (β = .08, p = .30, 

see Table 4.33 in Section 4.4.2.1) was not a significant factor that influenced student 

respondents’ cognitions about translator competence, the qualitative results seemed to 

indicate otherwise, as half of the 16 interviewed students explained how their 

experiences of translating contracts for real clients and completing big translation 

projects had influenced the way they understand translator competence (see Section 

4.4.2.2 and Table 4.34). These seemingly contrasting results could be explained, 

perhaps from the structures of the student respondents and participants. The majority 

of the student respondents were undergraduate students (n = 124, 59%) or first-year 

master students (n = 72, 34.3%), and therefore it is reasonable to believe that most of 

them, at the time of completing the questionnaire, had not had many opportunities to 

be involved in real translation tasks. This lack of translation practices could have had 

led to their relatively low mean ratings on the set of translation practice related items 

in the questionnaire, and with these low ratings, translation practice was identified as a 

nonsignificant predictor in the regression analysis. In contrast, in the interviews, the 

student participants who claimed that their cognitions were impacted by translation 

practices were those who in fact, did complete authentic translation work (see the 

Translation Practices section in Section 4.4.2.2). Therefore, it can be argued that 

translation practices generally did not show much influence on Chinese C-E 

translation students’ cognitions about translator competence because these students did 

not have much translation practice experience. The more translation practices the 

students conduct, the higher the possibility that these practices may shape their 

cognitions about translator competence.  
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5.5 Complex Relationships 

5.5.1 Relationships between Chinese C-E translation teachers’ cognitions and 

teaching practices 

This study was intended to understand the complex relationships between Chinese C-E 

translation teachers’ cognitions and teaching practices, and the corresponding question 

was: 

Are there any inconsistencies between Chinese C-E translation teachers’ 

cognitions and teaching practices? If so, what are the contributing factors? 

The results showed that there were both consistencies and inconsistencies, suggesting 

that the relationships between Chinese C-E translation teachers’ cognitions about 

translator competence and their teaching practices were complicated. 

The quantitative results showed that the teacher respondents’ cognitions about 

translator competence were to a large extent inconsistent with their teaching practices 

(see Section 4.5.1.1). Evidence came from the paired samples t-tests (see Table 4.27), 

in which statistically significant differences were found between teachers’ cognitions 

and teaching practices with regard to six out of the seven sub-competences, including 

bilingual, extra-linguistic, strategic, instrumental, psychological, and professional sub-

competences (p  .001, Cohen’s d between .72 and .91). The only statistically non-

difference between teachers’ cognitions and teaching practices was with regard to 

translation knowledge sub-competence (p = .091). These results indicated that while 

the teacher respondents acknowledged the importance of bilingual, extra-linguistic, 

strategic, instrumental, psychological, and professional sub-competences, they did not 

necessarily put equal emphasis on these sub-competences in their teaching practices. 
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The qualitative results indicated more complex relationships between teachers’ 

cognitions about translator competence and their teaching practices (see Section 

4.5.1.2). There was evidence that the eight teacher participants’ cognitions and 

teaching practices were consistent in terms of bilingual sub-competence, but 

inconsistent in terms of extra-lingual, strategic, and psychological sub-competences. 

However, the relationships between teachers’ cognitions and teaching practices with 

regard to translation knowledge, instrumental and professional sub-competences were 

difficult to determine, as when consistencies were found in some teacher participants, 

inconsistencies were also identified in some other teacher participants. 

There are several factors in the research methods that may cause the different findings 

from the quantitative and qualitative analyses. The quantitative results were based 

solely on teachers’ self-reported data, and such data is often criticised for its limited 

reliability in terms of reflecting respondents’ actual cognitions and/or teaching 

practices (Borg, 2006; Song, 2015). The teacher respondents were required to self-

evaluate their cognitions about and the frequency of their teaching of the seven sub-

competences in the questionnaire, and therefore, there is a possibility that the items in 

the questionnaire aiming at eliciting teacher cognitions actually “generate(d) data 

which reflect teachers’ ideals” (Borg, 2006, pp. 279-280), and the teachers may 

overestimate or underestimate some aspects of their teaching practices when they 

answered the items relating to their teaching practices (as explained in Section 5.3.1). 

However, these shortcomings seem to be an inherent feature of questionnaires, which 

is difficult to avoid. Therefore, the data from the questionnaire may not capture the 

actual cognitions of teachers and may not precisely reflect the actual teaching practices 

of the teachers. That is why Borg (2018) argued that “stated beliefs elicited without 

close reference to practice (i.e., through questionnaires) will very often diverge from 
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the beliefs enacted in what teachers actually do” (p. 87). In comparison, the qualitative 

results were based on a combination of sources. First, the teacher participants’ 

teaching practices were observed by the researcher. Second, in the interviews, the 

teacher participants were asked to talk about their cognitions and were required to 

describe their teaching practices of the courses. Third, teaching materials were also 

collected as complementary data for understanding their cognitions and teaching 

practices. Fourth, the student participants from the teacher participants’ classrooms 

were interviewed and were asked about the teaching practices of their teachers (see 

Section 3.4.2 and Section 3.4.3). Data from multiple sources may better elicit teachers’ 

cognitions about translator competence and better capture the actual teaching practices 

of the teacher participants. These differences in the data that the analyses were based 

on maybe the reasons for the different relationships found in the quantitative and the 

qualitative studies. 

Nevertheless, the quantitative and the qualitative results generally indicated that there 

are considerable inconsistencies between translation teachers’ cognitions about 

translator competence and their teaching practices. Factors in the socio-cultural 

contexts that translation teachers were situated in may explain the inconsistencies, as 

these factors may prevent teachers from carrying out their cognitions about some 

aspects in the classroom while encouraging them to enact their cognitions about some 

other aspects in teaching practices (Basturkmen, 2012; Borg, 2006; Buehl & Beck, 

2015; Cross, 2010). 

Both the quantitative and the qualitative data indicated that factors in the classroom 

were the major causes of the inconsistencies. Evidence came from the regression 

analysis, which showed that classroom context had a large effect (β = .30, p < .05) on 
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the teacher respondents’ teaching practices (see Table 4.26 and Section 4.3.3.1). 

Further evidence can be found in the qualitative data, in which all the eight teacher 

participants suggested that when they made decisions about what to teach, they needed 

to make sure that the teaching contents were in accord with students’ abilities and 

expectations and that their teaching could be supported by the facilities that were 

available in the classroom (see the External Factors section in Section 4.3.3.2). These 

results are compatible with many other studies, which have also identified students 

and school resources as factors that influence the relationship between teacher 

cognitions and teaching practices (e.g., Basturkmen et al., 2004; Lee, 2008; Nishino, 

2012; Ogan‐Bekiroglu, 2007; Phipps & Borg, 2009; Roothooft, 2014). For example, 

Roothooft (2014) found that students’ needs forced teachers to change their feedback 

methods, which eventually led to discrepancies between teachers’ cognitions about 

feedback and teaching practices. Similarly, Ogan-Bekiroglu (2007) found that the 

inadequacy of materials and resources in schools made it difficult for teachers to enact 

their constructivist beliefs in their teaching practices. 

It is interesting to find that the quantitative and the qualitative data were not in 

agreement to some extent with regard to whether curricula and examinations would 

cause inconsistencies. While the quantitative data showed that curricula (β = .08, p 

= .502) and examinations (β = .19, p = .071) did not have an effect on the teacher 

respondents’ teaching practices (see Table 4.26 and Section 4.3.3.1), the qualitative 

data suggested otherwise, as some teacher participants explained that they did not 

focus on some specific sub-competences, such as cultures in translation, and 

knowledge about translation market, because those were covered by other courses or 

would not be tested in the TEM-8 (see the External Factors section in Section 4.3.3.2). 

However, the role that curricula and examinations play in determining the 
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relationships between teacher cognitions and teaching practices has been reported by 

many previous studies (e.g., Dooley & Assaf, 2009; Lee, 2008; Potari & Georgiadou–

Kabouridis, 2009). Therefore, more evidence is needed to understand whether these 

two factors would also lead to inconsistencies. 

In addition to the external factors that were examined in both the quantitative and 

qualitative parts of the study, the qualitative results also suggested that some internal 

factors may explain the inconsistencies (see the Internal Factor section in Section 

4.3.3.2). There was evidence that the teacher participants’ low self-efficacy in 

translation technology impeded them from enacting their cognitions about 

instrumental sub-competence in teaching practices. This mirrors some previous studies 

which suggested that teachers’ confidence in technology is a powerful predictor of 

teachers’ use of technology in classrooms (e.g., Ertmer, 2005; Hur, Shannon, & Wolf, 

2016; Sang, Valcke, van Braak, Tondeur, & Zhu, 2011). There was also evidence that 

the teacher participants’ motivation may be associated with the inconsistencies, as 

some teacher participants, the experienced teachers, in particular, explained that they 

did not want to change the content (largely bilingual and translation knowledge sub-

competence related) that they had been teaching for many years. This could be 

because experienced teachers usually have routines for teaching (Calderhead, 1996), 

that is, they follow the teaching practices that they believe are effective and with 

which they feel comfortable. Once such routines are established, teachers can be 

reluctant to make changes, even when facing required changes in, or reforms of, 

pedagogy (Borg, 2006). 

The qualitative results also offered some detailed information about the connections 

between internal and external factors and the teaching of the seven sub-competences in 
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the classroom (see Figure 4.3). For example, motivation and colleagues prompted 

some teachers to develop students’ bilingual and translation knowledge sub-

competences in the classroom, whereas self-efficacy and curricula discouraged 

teachers from developing students’ instrumental sub-competence. The inconsistencies 

between teachers’ cognitions about translator competence and teaching practices could 

be a result of the positive and negative effects of the seven internal and external 

factors. It should be noted that these are only provisional connections that are based on 

the data of the eight translation teachers. More evidence is warranted in future studies 

to support these. 

5.5.2 Relationships between Chinese C-E translation teachers’ and students’ 

cognitions about translator competence 

The complex relationship between Chinese C-E translation teachers’ and students’ 

cognitions about translator competence was also the interest of the study. The question 

was: 

Are there any inconsistencies between Chinese C-E translation teachers’ and 

students’ cognitions about translator competence? 

The quantitative and qualitative results did not neatly interconnect to form a coherent 

pattern with regard to the relationships between Chinese C-E translation teachers’ and 

students’ cognitions about translator competence. The quantitative data suggested that 

the teacher and the student respondents’ cognitions about the seven sub-competences 

of translator competence were similar, judging from the non-significant results of 

independent samples t-tests when each of the teachers’ and the students’ ratings of the 

sub-competences were compared (see Table 4.35 in Section 4.5.2.1). While the 

qualitative data corroborated this finding to some extent, as the teachers’ and students’ 
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participants expressed similar views about bilingual, extra-lingual, instrumental and 

psychological sub-competences, it seemed that the two groups of participants held 

different views about strategic, translation knowledge and professional sub-

competences (see Section 4.5.2.2).  

One explanation for the partially different results may again lie in the different 

methods used in the quantitative and qualitative data collection. In the quantitative part, 

the TTQ and the TSQ used the same sub-questionnaire, namely, the CTCQ, to elicit 

teacher and student respondents’ cognitions about translator competence (see Section 

3.4.1.1). The inherited disadvantages of close-ended questionnaires are that they may 

suggest new ideas to respondents, and consequently may lead student respondents to 

potentially give high scores to some items which they probably had not considered 

before (as explained in Section 5.4.1). For example, even if the student respondents 

generally did not have ideas about professional sub-competence, when they read the 

related items, they may still rate the items “moderately important” or “somewhat 

important”, because the way that each item was written made it appear relevant to 

translator competence. On the contrary, the teacher respondents may generally have 

ideas about profession sub-competence even if they have not read the items, and they 

rate the relevant items “moderately important” or “somewhat important”, just as the 

student respondents do. Consequently, the statistical analysis of the teachers’ and 

students’ ratings can only tell whether their cognitions about the sub-competence are 

different but may not be able to tell whether they have such cognitions in the first 

place. In short, the close-ended questionnaires may bias the quantitative results in 

some way, and caution is needed in interpreting the results.  
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In comparison, the way that the qualitative data was collected could probably provide 

more reliable data. The semi-structured interviews can examine not only whether the 

teacher and student participants believe the sub-competences are important, but also 

whether they have any ideas about the sub-competences. In the interviews, the 

participants were required to talk about the competences that were important for 

translators. The researcher did not intentionally direct the participants to talk about any 

specific sub-competences (as explained in Section 5.4.1). The sub-competences that 

they did not mentioned were therefore considered as the ones that they did not have 

ideas about. Due to the potential bias in the quantitative results, and the in-depth 

information provided by the qualitative data, it is reasonable to believe that there were 

some inconsistencies between Chinese C-E translation teachers’ and students’ 

cognitions about translator competence, especially with respect to strategic, translation 

knowledge and professional sub-competences. These results were compatible with 

those of Li’s (2018b) study, in which a mismatch between Chinese translation teachers’ 

and students’ cognitions about translation teaching approaches was identified. The 

teachers in Li (2018b) held a mixture of behaviourism and constructivism/situated 

learning cognition, while the students mainly held behaviourism cognition. In a similar 

vein, studies that investigate language teachers’ and students’ cognitions have also 

repetitively found that there are inconsistencies between teachers’ and students’ 

cognitions (e.g., Brown, 2009; Hu & Tian, 2012; Kern, 1995; Nunan, 1987; Polat, 

2009; Wan et al., 2011). 

One possible reason for the inconsistencies between the teachers’ and the students’ 

cognitions about translator competence could be that the factors that shape the teachers’ 

and students’ cognitions were different. Translation teachers’ cognitions about 

translator competence appeared to be informed by their translation teaching, 
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translation learning and translation practice, and also their academic research activities 

that are relevant to translation education or translator competence (as discussed in 

Section 5.2.3). With the influences of multiple factors, they would have ideas about 

and recognise the significant values of most of the sub-competences. By contrast, 

translation students’ cognitions about translator competence were largely associated 

with their translation learning experience (as discussed in Section 5.4.2). Therefore, 

this single source of their cognitions about translator competence may only help them 

gain ideas about and acknowledge the importance of some of the sub-competences, 

such as bilingual, extra-lingual, instrumental and psychological sub-competences. 
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Chapter 6 Conclusion 

In this chapter, the main findings of the study are summarised first. Then, theoretical, 

and methodological contributions, and pedagogical implications, as well as the 

implications for translation teacher professional development, are provided. In the end, 

the limitations and future research directions are pointed out. 

6.1 Summary of Main Findings 

This study was conducted with a view to describing the characteristics of Chinese C-E 

translation teachers’ and students’ cognitions about translator competence, as well as 

understanding the sub-competences that teachers help students develop in their 

pedagogical practices. A total of nine research questions were raised, which fell into 

four categories, namely translation teachers’ cognitions, translation teachers’ teaching 

practices, translation students’ cognitions, and the complex relationships. These 

research questions were answered both quantitatively and qualitatively, based on data 

collected via a mixed methods approach. In the following sections, summaries of 

findings are presented in answering to each of the four categories of research questions.  

6.1.1 Translation teachers’ cognitions 

The three research questions in relation to translation teachers’ cognitions were:  

1. What are Chinese C-E translation teachers’ cognitions about translator 

competence? 

2. Are there any differences in cognitions about translator competence in 

different Chinese C-E translation teachers? 

3. What are the factors that contribute to Chinese C-E translation teachers’ 

cognitions about translator competence? 
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The findings revealed that Chinese C-E translation teachers in general believed that all 

the seven sub-competences of translator competence, namely bilingual, extra-lingual, 

strategic, translation knowledge, instrumental, psychological, and professional sub-

competences, were of significant importance for the development of translator 

competence. This lends empirical support to Kiraly’s (2006) personal observation that 

translation teachers generally are aware of the importance of translation-specific as 

well as non-translation specific competences. The findings also indicated that Chinese 

C-E translation teachers held similar cognitions about translator competence, despite 

their different backgrounds, such as gender, age, overseas study experience, 

professional translator experience, language teaching experience, and so on. Other 

than these, the findings suggested that translation teaching, translation learning and 

translation practices were the major contributors to Chinese C-E translation teacher 

cognitions about translator competence. Academic research may also potentially 

influence their cognitions, but it is unclear, based on the available evidence, how much 

influence academic research could have on the teachers’ cognitions. 

6.1.2 Translation teachers’ teaching practices 

The two research questions related to translation teachers’ teaching practices were: 

4. What sub-competences of translator competence are (not) the foci of 

instruction in Chinese C-E translation teachers’ teaching practices? 

5. Are there any differences in the teaching practices of different Chinese C-E 

translation teachers? 

The findings revealed that bilingual and translation knowledge sub-competences were 

the foci of instruction in Chinese C-E translation teachers’ teaching practices, while 
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the other sub-competences, including extra-linguistic, strategic, instrumental, 

psychological, and professional sub-competences, were largely neglected in their 

classroom instruction. Generally, there were limited differences in the teaching 

practices of Chinese C-E translation teachers regardless of their gender, age, overseas 

study experience, professional translator experience, language teaching experience, 

and so on.  

6.1.3 Translation students’ cognitions 

The two research questions in relation to translation teachers’ cognitions were:  

6. What are Chinese C-E translation students’ cognitions about translator 

competence? 

7. What are the factors that influence Chinese C-E translation students’ 

cognitions about translator competence? 

The findings indicated that Chinese C-E translation students generally recognised the 

importance of bilingual, extra-lingual, instrumental and psychological sub-

competences of translator competence. However, more evidence is needed to 

determine Chinese C-E translation students’ cognitions about strategic, translation 

knowledge and professional sub-competences in particular, as the quantitative and the 

qualitative evidence ran counter to each other with respect to students’ cognitions 

about these sub-competences. The findings also revealed that translation learning was 

the major factor that contributed to Chinese C-E translation teachers’ cognitions about 

translator competence. On the other hand, it appeared that translation practices and 

academic research did not have much influence on their cognitions about translator 

competence. However, more evidence is needed before ruling out the possible 

influence of translation practices and academic research. 



 

 229 

6.1.4 Complexity of relationships 

The two research questions regarding the complex relationships included: 

8. Are there any inconsistencies between Chinese C-E translation teachers’ 

cognitions and teaching practices? If so, what are the contributing factors? 

9. Are there any inconsistencies between Chinese C-E translation teachers’ and 

students’ cognitions about translator competence? 

In general, there were inconsistencies between Chinese C-E translation teachers’ 

cognitions and teaching practices in terms of the seven sub-competences. Several 

external and internal factors have been identified as the causes of the inconsistencies. 

In terms of the external factors, classroom context has been identified as the major one, 

but more evidence is warranted with regard to whether curricula and examinations 

would also cause the inconsistencies. In terms of the internal factors, teachers’ self-

efficacy and motivation were identified as the two factors leading to the 

inconsistencies.  

Chinese C-E translation teachers and students appeared to be different from each other 

in terms of their cognitions about strategic, translation knowledge and professional 

sub-competences, and shared similar views about bilingual, extra-lingual, instrumental 

and psychological sub-competences. However, more evidence is needed as the 

quantitative and qualitative results were somewhat different.  

 



 

 230 

6.2 Contributions and Implications 

6.2.1 Theoretical contributions 

Relevance of knowledge from language teacher research and education research in 

translation teacher cognition research 

This study has suggested that the insights, advocacy and theories from language 

teacher cognition research and education research can be applied to translation 

education research, and in particular to translation teacher cognition research. Due to 

the fact that there is limited research on translation teacher cognitions, this study, as 

one of the first empirical attempts to investigate this issue, referred to relevant 

contributions from the fields of language teacher research and education research in 

the research design, data analysis and discussion of the study. 

To start with, the research design of the current study was guided by scholars’ debate 

and reflections on language teacher cognition research. There are several trends that 

have shown in language teacher cognitions research, including: 1) the importance of 

understanding the relationship between teacher cognitions and teaching practices, 2) 

the importance of linking teacher cognitions to student cognitions, and 3) the 

importance of data triangulation (see Section 2.2.3, 2.2.4, 2.2.5). Accordingly, at the 

research design stage, not only translation teachers’ cognitions, but also their 

pedagogical practices and students’ cognitions were included as the foci of the present 

study, and a mixed methods approach was adopted to serve the purpose of data 

triangulation. Secondly, the present data analysis procedure was also informed by 

insights from language teacher cognition research and education research. Many 

scholars have stressed the importance of analysing teacher cognitions and teaching 
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practices in their socio-cultural contexts (e.g., Basturkmen, 2012; Borg, 2006, 2018; 

Cross, 2010). Accordingly, in analysing the data of the present study, special attention 

has been paid to the contexts of the translation teachers, and several contextual factors 

that were associated with translation teachers’ cognitions and teaching practices have 

been identified, which were of great help in interpreting the results (see Section 4.2.3 

and 4.3.3). Thirdly, the discussion of the current study was illuminated by some 

relevant findings from language teacher cognition research and education research. 

Because there is limited research on translation teacher cognitions, the results of the 

present study were compared to relevant results in the research on language teacher 

cognitions, and these comparisons have helped with the interpretation of the results. 

In short, as much of the present study was informed by language teacher research and 

education research, it can be argued that findings of these relevant research areas are 

of great value for exploring translation teacher cognitions. This means that when 

researchers attempt to conduct research on translation teachers and students, it is 

practical to exploit the knowledge from those fields.  

Role of internal factors in determining the relationship between teacher cognitions 

and teaching practices 

Another theoretical contribution of the present study is that this study added to our 

understanding of the role of teachers’ internal factors in mediating the relationship 

between teacher cognitions and teaching practices. Much literature has suggested that 

external factors, that is, the factors in teachers’ socio-cultural contexts, facilitate or 

prevent teachers from enacting their cognitions in their teaching practices (Barcelos & 

Kalaja, 2013; Basturkmen, 2012; Borg, 2006, 2018; Cross, 2010), and comparatively, 

little attention has been paid to the role of teachers’ internal factors in shaping this 
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relationship (Buehl & Beck, 2015). This study has identified two internal factors, 

namely teacher self-efficacy and motivation, both of which may also determine the 

relationship between translation teacher cognitions and teaching practices (see Section 

4.3.3.2). Thus, researchers may need to be aware that both internal and external factors 

should be taken into consideration when exploring the relationship between teacher 

cognitions and teaching practices. 

6.2.2 Methodological contributions 

The methodological contribution of this study is that it has provided some direct 

evidence that the methods that are used in teacher cognition research may make a 

difference to the results obtained. Some scholars have argued that it is very likely that 

the reason why contradictory findings with regard to the relationship between teacher 

cognitions and teaching practices have been identified in different studies may not 

only lie in the complexity of the relationship and the different contexts of the studies 

but also the different methods that researchers use to investigate the issue (Basturkmen, 

2012; Borg, 2006, 2018). As Borg (2018) pointed out, “methodological decisions do 

shape the results of research into the relationship between teachers’ beliefs and 

practices” (p. 83). It should be noted, however, that there was no direct evidence that 

supports this argument because this argument was based on the comparison of the 

methods used in various separate studies, the foci of which were different, such as 

intercultural communicative competence, grammar, motivational teaching (see Borg, 

2018). Therefore, there is a possibility that the contradictory findings are because of 

the different research contexts and aims rather than the different research methods of 

the studies. In comparison, in this study, both quantitative and qualitative methods 

were employed to investigate the same issue, namely, the relationship between 
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translation teachers’ cognitions and teaching practices regarding translator competence, 

and in the same context, namely Chinese universities (see Section 3.4). The 

quantitative results were found to be partially different from the qualitative results (see 

Section 4.5.1 and 5.5.1), which can be seen as some direct evidence to support the 

argument that different methods may lead to different findings regarding the 

relationship between teacher cognitions and teaching practices. Therefore, the 

rationale for utilising certain instruments in the study of teachers’ cognitions and 

teaching practices should be well established. 

6.2.3 Pedagogical implications 

Translation teacher reflection on their cognitions and teaching practices 

There is a need for translation teachers to reflect on both their cognitions and teaching 

practices. As have been found in this study, the Chinese C-E translation teachers 

highlighted the value of sub-competences such as extra-lingual, strategic, and 

psychological sub-competences, but they seldom tried to develop these sub-

competences in students in their pedagogical practices (see Section 5.5.1). This shows 

that translation teachers should be aware that there is a potential incongruence between 

their cognitions and teaching practices. Therefore, making a reflection on their 

cognitions and teaching practices could probably help to identify the incongruence, 

and eventually leading to the improvement of their teaching. For teachers, the purpose 

of reflecting on their cognitions and teaching practices, and identifying the 

incongruence is not necessarily to eliminate the incongruence. Instead, the value lies in 

the reflecting process, from which teachers can become more confident or dubious 

about their cognitions, leading to a construction or reconstruction of their cognitions, 

and from which they could make sense of their teaching practices, resulting in some 
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improvement of their teaching and the provision of a better learning environment for 

their students (Farrell & Ives, 2015; Postholm, 2008). This can start from constantly 

monitoring their teaching practices to see if their teaching practices reflect their 

cognitions, or conversely, they may examine their cognitions first, and then see if there 

is a match between their cognitions and teaching practices.  

Bridging the gap between translation teachers’ and students’ cognitions 

Translation teachers should make an effort to identify and bridge the gap between their 

cognitions and students’ cognitions, as the gap may lead to inefficiency in teaching, 

demotivation and dissatisfaction of students, or even discontinuation of learning 

(Brown, 2009; Schulz, 1996; Trinder & Herles, 2013). Translation teachers need to 

understand that cognitive gaps do commonly exist between teachers and students. As 

have shown in this study, both consistencies and inconsistencies between the Chinese 

C-E translation teachers’ and students’ cognitions were identified (see Section 5.5.2). 

What translation teachers should do is to assess their students’ cognitions, make 

comparisons with their own, and then identify the gaps. More importantly, attempts 

should be made to bridge the gap. There are two possible methods to deal with the gap. 

The first method is that teachers have a direct discussion with students (Hu & Tian, 

2012). Translation teachers may communicate with students about the importance of, 

for example, professional sub-competence, and explain explicitly to the students which 

learning activities in the classroom target this sub-competence. In this way, students 

may recognise the value of professional sub-competence, and be serious about the 

relevant learning activities. Another method is that teachers help students reconstruct 

their cognitions implicitly. For example, as found in this study, the main reason why 

the Chinese C-E students’ cognitions were partially inconsistent with the teachers’ 
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cognitions was that there were differences in the sources of their cognitions. The 

students’ cognitions mainly came from their translation learning experience, while the 

teachers’ cognitions were influenced by multiple sources, including translation 

teaching, translation learning and translation practices, and possibly academic research 

(see Section 5.5.2). If teachers guide students to perform other activities, such as 

translation practice and academic research, it is very likely that the students will 

unconsciously reconstruct their cognitions, and their cognitions eventually could 

become similar to those of their teachers. 

6.2.4 Implications for translation teacher professional development 

This study also has some implications for the professional development of translation 

teachers, including how to provide training to in-service translation teachers, the 

necessity of establishing initial translation teacher education programmes, and the self-

training of translation teachers. 

In-service translation teacher training 

In-service translation teacher training should be competence-specific and translation 

teacher trainee oriented. The current in-service trainings that are accessible for 

translation teachers normally take the form of short programmes/activities, such as 

conference training sessions, workshops or courses (Li & Zhang, 2011). This type of 

training has always been criticised for its limited time, lasting for a few hours to a few 

days at most (Gabr, 2001; Li & Zhang, 2011; Pym, 2011). Also, the translation teacher 

trainees are always passive learners of what translation teacher trainers offer. Given 

that currently, this type of training is likely the only option for in-service translation 

teachers, the training activities should be carefully designed so that such training can 
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be effective in enhancing translation teachers’ professional development in a short 

period of time. Specifically, such training should target areas that are underdeveloped 

in teachers instead of focusing on emphasising the importance of the sub-competences 

of translator competence, which are usually recognised by translation teachers (as 

showed in this study). For training organisers, the most important thing is to identify 

the areas that translation teachers should be trained. For example, as found in this 

study, some teachers have low self-efficacy in technology (see Section 4.3.3.2). For 

these teachers, extensive professional development on translation technology may 

increase their technology literacy and self-efficacy, so that they would feel more 

confident to incorporate translation technology into their teaching practices. Also, in 

the training of translation teachers, the training process should be translation teacher 

trainee oriented, allowing them to discuss issues in their own teaching contexts with 

the translation teacher trainers. As have shown in this study, the issues that teachers 

are faced with are always context-specific, which led to inconsistencies between their 

cognitions and teaching practices. Allowing translation teacher trainees to discuss 

specific issues in their own contexts with translation teacher trainers may help them 

get new understandings, find solutions and optimise their teaching practices. 

Initial translation teacher education 

This study also highlights the necessity of establishing initial translation teacher 

education programmes. It has been noted that initial teacher education is a critical 

period for teachers to acquire adequate knowledge of the subject, develop pedagogical 

skills, build confidence in teaching and become prepared for self-development in the 

teaching profession (Berg & Smith, 2016). However, as most current translation 

programmes at postgraduate levels do not focus on training translator trainers (Wu, 
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Wei & Mo, 2019), access to systematic initial translation teacher education is limited. 

This was the case for most participants in this study, who, if such education had been 

available, would have had an opportunity to develop more consistency between their 

cognitions, teaching practices and teaching contexts. There is, therefore, a need to 

establish initial translator teacher education programmes, such as master’s or PhD 

programmes in translation education.  

Self-training of translation teachers 

Translation teachers should also train themselves. By training themselves, translation 

teachers may become able to deal with specific issues in their own teaching contexts 

which are not resolved in translation teacher training. Translation teachers need to be 

life-long learners by being actively involved in many activities, including undertaking 

professional translation tasks, reflecting on teaching, communicating with colleagues, 

conducting research and attending academic conferences, as mentioned by the teacher 

participants in this study (see Section 4.2.3.2). These activities could present 

opportunities or channels for self-training so that they can update their cognitions and 

teaching practices. For example, as discussed in Section 5.2.1, a lack of professional 

translator experience of translation teachers may be the reason why the teachers did 

not value professional sub-competence as much as translation practitioners in the 

language services industry. Arguably, when translation teachers undertake more 

professional translation tasks, they would be more likely to reconstruct their cognitions 

about the sub-competence and address this sub-competence in their teaching practices. 

By being life-long learners and training themselves in their own teaching contexts, 

translation teachers could become more confident, so that their knowledge, beliefs and 

teaching practices enable them to meet the challenges facing them in the new era. 
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6.3 Limitations 

This study has a few limitations. Firstly, the reliability and validity of the 

questionnaires could be further enhanced by more rigour methods. Ideally, the 

questionnaires may go through systematic analyses in a pilot study, with the use of 

exploratory factor analysis and confirmatory factor analysis to provide evidence for 

the factorial structure of the questionnaires (Dörnyei & Taguchi, 2010). Due to 

practical constraints (as explained in Section 3.7.1), this procedure was not taken to 

further enhance the reliability and validity of the questionnaires although some other 

methods were used. Secondly, the interviews may not adequately reveal the teachers’ 

and students’ cognitions, as each participant in the qualitative study was only 

interviewed once. Multiple interviews with each participant may better capture their 

cognitions. Thirdly, although there was an agreement between the researcher and the 

observed teachers that they would teach as usual in the observed sessions (see Section 

3.5.2.1), there was still a possibility that the observed teachers altered their teaching in 

order to impress or satisfy the researcher. More observations may be a better way to 

find evidence of their actual teaching practices but was unpractical for the present 

study. 

6.4 Recommendations for Future Research 

The following are some directions for future research on translation teachers and 

students. Firstly, translation teachers’ and students’ cognitions about many other 

aspects in translation teaching and learning are worth investigating in future research. 

For example, translation education scholars have proposed several innovative 

translation teaching approaches, such as social constructivist approach (Kiraly, 2000), 

project-based approach (Kiraly, 2006, 2015; Li, Zhang, & He, 2015) and situated 

learning (González-Davies & Enríquez-Raído, 2016). It would be meaningful to 
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examine whether translation teachers acknowledge these teaching approaches and if 

any of these approaches have been adopted in their translation classrooms.  

Secondly, future research may explore the methods that help bridge the gap between 

translation teachers’ and students’ cognitions. For example, in Section 6.2.3.2, two 

possible methods for bridging translation teachers’ and students’ cognitions were 

proposed. The questions are: Is teachers’ explicit discussion with students about the 

importance of certain sub-competence in the classroom helpful for bridging the gap? 

Or is it more effective to bridge the gap implicitly by guiding students to accumulate 

other experiences, such as translation practice and academic research? 

Thirdly, it is also worthwhile to connect translation teachers’ cognitions and teaching 

practices with students’ learning outcomes or learning experiences such as students’ 

satisfaction, needs and participation in certain activities. As Kubayiova and Feryok 

(2015) argued, it is necessary to understand how “teaching make a difference to their 

(teachers’) engagement with and influence on student learning” (p. 442). 

Understanding the influence of translation teachers’ cognitions and teaching practices 

on students’ learning outcomes or learning experiences is relevant to motivating 

teachers to reconstruct their cognitions, improving their teaching methods, and 

ensuring the effectiveness of teaching and learning. 
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Appendices 
 

Appendix 1 Translation Teacher Questionnaire 
 

Nihao! 

This is a survey for Chinese translation teachers who teach Chinese to English 

and/or English to Chinese translation. It aims at investigating teachers’ understanding 

of translator competence and their teaching practices. It is an anonymous survey and 

we will maintain confidentiality of your personal information. All the data collected 

from this survey will only be used for my PhD study.  

I would like to invite you to complete this survey. It will take you 10 -15 minutes 

to finish it. This survey reflects your personal opinions, therefore, there is no right or 

wrong answers. You can answer the questions based on your actual thoughts and 

feelings.  

Thank you very much for your cooperation! 

Di Wu 

Faculty of Education and Social Work, University of Auckland 

di.wu@auckland.ac.nz 

 

1. Teacher background questionnaire               

Please provide the following information by ticking √ in the box or writing your 

response in the space.  

 

 

 

1. Gender:   □ Male      □ Female          

2. Age:     □ 21-29    □ 30-39    □ 40-49     □ 50-59       □ 60 or above 

3. Translation teaching experience:  □ Less than 5 years □ 5-10 years   □ 11-15 years  

□ 16-20 years   □ 21-25 years □ 26-30 years □ 31 years or above 

4. Overseas study experience:   □ None       □ Yes，        year        month(s) in total 

5. University level：□ 985 Project  □ 211 Project   □ Other 

6. Qualification :  □ Bachelor   □ Master  □ PhD 

7. Academic rank：□ Assistant lecturer □ Lecturer □ Associate professor □ Professor 

8. Other working experience（you may choose more than one）:   

□ None   □ Professor translator □ Language teacher  

□ Other                       （Please specify） 

mailto:di.wu@auckland.ac.nz
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2. Teaching practice questionnaire 

How often do you include the following activities in your translator training 

practices? 

1 = Never  2 = Very rarely   3 = Rarely   

4 = Occasionally  5 = Frequently  6 = Very frequently 

 

I teach students: 

1. knowledge of the different features of both Chinese and English 1  2  3  4  5  6  

2. knowledge of the grammatical rules of both Chinese and English 1  2  3  4  5  6  

3. how to post-edit 1  2  3  4  5  6  

4. the ability to maintain focused when translating 1  2  3  4  5  6  

5. knowledge of the norms of translation 1  2  3  4  5  6  

6. the ability to overcome negative emotions when translating 1  2  3  4  5  6  

7. how to use dictionaries effectively 1  2  3  4  5  6  

8. knowledge of Chinese culture 1  2  3  4  5  6  

9. knowledge of the commonly made errors in translation 1  2  3  4  5  6  

10. knowledge of specific fields (such as business, law and IT) 1  2  3  4  5  6  

11. how to identify translation errors made by themselves 1  2  3  4  5  6  

12. knowledge of the translation market (such as client features, 

relevant laws and tax knowledge) 

1  2  3  4  5  6  

13. knowledge of the different features of different text types 

(genres) 

1  2  3  4  5  6  

14. how to manage their own translating process (such as time 

management and quality control) 

1  2  3  4  5  6  

15. how to use documentation sources effectively (such as grammar 

books and encyclopedias) 

1  2  3  4  5  6  

16. how to use parallel texts effectively 1  2  3  4  5  6  

17. how to use search engines effectively 1  2  3  4  5  6  

18. knowledge of target culture involved in translation 1  2  3  4  5  6  

19. how to communicate effectively with others (such as clients, 

experts and other translators)  

1  2  3  4  5  6  

20. knowledge of translation theories 1  2  3  4  5  6  

21. knowledge of word collocation of both Chines and English 1  2  3  4  5  6  



 

 271 

22. how to cooperate with others (such as clients, experts and other 

translators) when translating 

1  2  3  4  5  6  

23. how to make preparations before translating 1  2  3  4  5  6  

24. the ability to be rigorous when translating 1  2  3  4  5  6  

25. knowledge of common translation techniques 1  2  3  4  5  6  

26. the ability to think critically 1  2  3  4  5  6  

27. how to refer to external sources to solve problems 1  2  3  4  5  6  

28. basic knowledge of the world (such as the basic knowledge of 

history, society and technology) 

1  2  3  4  5  6  

29. knowledge of common procedures of translating 1  2  3  4  5  6  

30. knowledge of cohesion and coherence of both Chinese and 

English 

1  2  3  4  5  6  

31. how to be responsible as translators (such as meeting deadlines 

and protecting confidential information of clients) 

1  2  3  4  5  6  

 

 

3. Factors influence practices questionnaire  

How influential the following factors are on the inclusion of the above activities in 

your classroom? 

1 = No at all influential  2 = Slightly influential  3 = Somewhat influential  

4 = Moderately influential  5 = Very influential  6 = Extremely influential 

 

1. The competence of my students 1  2  3  4  5  6  

2. The amount of time for teaching 1  2  3  4  5  6  

3. The requirement of CATTI 1  2  3  4  5  6  

4. The requirement of faculty syllabus 1  2  3  4  5  6  

5. The requirement of final examination 1  2  3  4  5  6  

6. Students’ needs 1  2  3  4  5  6  

7. Teaching facilities 1  2  3  4  5  6  

8. The requirement of TEM-8 1  2  3  4  5  6  

9. The goal of the programme 1  2  3  4  5  6  

10. The arrangement of my teaching group 1  2  3  4  5  6  

11. Teaching materials 1  2  3  4  5  6  
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4. Cognition about translator competence questionnaire 

How important do you think the following abilities are for the development of 

translator competence? 

1 = Not at all important  2 = Slightly important  3 = Somewhat important   

4 = Moderately important  5 = Very important  6 = Extremely important 
 

 

Knowing/Having: 

1. knowledge of the different features of both Chinese and English 1  2  3  4  5  6  

2. knowledge of the grammatical rules of both Chinese and English 1  2  3  4  5  6  

3. how to post-edit 1  2  3  4  5  6  

4. the ability to maintain focused when translating 1  2  3  4  5  6  

5. knowledge of the norms of translation 1  2  3  4  5  6  

6. the ability to overcome negative emotions when translating 1  2  3  4  5  6  

7. how to use dictionaries effectively 1  2  3  4  5  6  

8. knowledge of Chinese culture 1  2  3  4  5  6  

9. knowledge of the commonly made errors in translation 1  2  3  4  5  6  

10. knowledge of specific fields (such as business, law and IT) 1  2  3  4  5  6  

11. how to identify translation errors made by themselves 1  2  3  4  5  6  

12. knowledge of the translation market (such as client features, 

relevant laws and tax knowledge) 

1  2  3  4  5  6  

13. knowledge of the different features of different text types 

(genres) 

1  2  3  4  5  6  

14. how to manage their own translating process (such as time 

management and quality control) 

1  2  3  4  5  6  

15. how to use documentation sources effectively (such as grammar 

books and encyclopedias) 

1  2  3  4  5  6  

16. how to use parallel texts effectively 1  2  3  4  5  6  

17. how to use search engines effectively 1  2  3  4  5  6  

18. knowledge of target culture involved in translation 1  2  3  4  5  6  

19. how to communicate effectively with others (such as clients, 

experts and other translators)  

1  2  3  4  5  6  

20. knowledge of translation theories 1  2  3  4  5  6  
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21. knowledge of word collocation of both Chines and English 1  2  3  4  5  6  

22. how to cooperate with others (such as clients, experts and other 

translators) when translating 

1  2  3  4  5  6  

23. how to make preparations before translating 1  2  3  4  5  6  

24. the ability to be rigorous when translating 1  2  3  4  5  6  

25. knowledge of common translation techniques 1  2  3  4  5  6  

26. the ability to think critically 1  2  3  4  5  6  

27. how to refer to external sources to solve problems 1  2  3  4  5  6  

28. basic knowledge of the world (such as the basic knowledge of 

history, society and technology) 

1  2  3  4  5  6  

29. knowledge of common procedures of translating 1  2  3  4  5  6  

30. knowledge of cohesion and coherence of both Chinese and 

English 

1  2  3  4  5  6  

31. how to be responsible as translators (such as meeting deadlines 

and protecting confidential information of clients) 

1  2  3  4  5  6  

 

5. Factors Influencing Teacher Cognitions Questionnaire 

How influential the following experiences are on your understanding of 

translator competence? 
 

1 = No at all influential  2 = Slightly influential  3 = Somewhat influential  

4 = Moderately influential  5 = Very influential  6 = Extremely influential 

 

1. The translation literature that I have read 1  2  3  4  5  6  

2. The translation practice activities that I have participated in 1  2  3  4  5  6  

3. My experience as an academic visiting scholar 1  2  3  4  5  6  

4. My extra-curriculum guidance to my students 1  2  3  4  5  6  

5. The teaching preparation for my translation course 1  2  3  4  5  6  

6. My translation learning experience as a student 1  2  3  4  5  6  

7. My experience of compiling translation teaching materials 1  2  3  4  5  6  

8. My translation teaching experience in the classroom 1  2  3  4  5  6  

9. My understanding of the goal of the programme 1  2  3  4  5  6  

10. The translation teacher training that I have received 1  2  3  4  5  6  

11. My academic communication with teachers from other 

universities 

1  2  3  4  5  6  

 

 



 

 274 

 

 

Appendix 2 Translation Student Questionnaire 

 

Nihao! 

This is a survey for Chinese translation students who learn Chinese - English 

translation. It aims at investigating your understanding of translator competence. It is 

an anonymous survey and we will maintain confidentiality of your personal 

information. All the data collected from this survey will only be used for my PhD 

study.  

I would like to invite you to complete this survey. It will take you 10 -15 minutes 

to finish it. This survey reflects your personal opinions, therefore, there is no right or 

wrong answers. You can answer the questions based on your actual thoughts and 

feelings.  

Thank you very much for your cooperation! 

Di Wu 

Faculty of Education and Social Work, University of Auckland 

di.wu@auckland.ac.nz 

1. Student background questionnaire               

Please provide the following information by ticking √ in the box or writing your 

response in the space.  

 

1. Gender:   □ Male      □ Female          

2. Grade: □ Undergraduate - first year  □ Undergraduate - second year   

            □ Undergraduate - third year  □ Undergraduate- fourth year 

            □ Master - first year   □ Master - second year  □Master - third year 

3. Programme: □ BA in English (specialised in Translation) 

                     □ BA in English (not specialised in Translation) 

                     □ BA in Translation 

                     □ MA in Translation Studies 

                     □ MTI 

4. Translation certificates: □ CATTI-1  □ CATTI-2  □ CATTI-3  □ None 

                                       □ Others                         (Please specify) 

5. Translation practice experience: □ None  □ barely  □ limited  □ some  □plentiful 

6. Bachelor’s degree (postgraduate students): □ Translation  □ English  □ Others 
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2. Cognition about translator competence questionnaire 

How important do you think the following abilities are for the development of 

translator competence? 

1 = Not at all important  2 = Slightly important  3 = Somewhat important   

4 = Moderately important  5 = Very important  6 = Extremely important 

 

Knowing/Having: 

1. knowledge of the different features of both Chinese and English 1  2  3  4  5  6  

2. knowledge of the grammatical rules of both Chinese and English 1  2  3  4  5  6  

3. how to post-edit 1  2  3  4  5  6  

4. the ability to maintain focused when translating 1  2  3  4  5  6  

5. knowledge of the norms of translation 1  2  3  4  5  6  

6. the ability to overcome negative emotions when translating 1  2  3  4  5  6  

7. how to use dictionaries effectively 1  2  3  4  5  6  

8. knowledge of Chinese culture 1  2  3  4  5  6  

9. knowledge of the commonly made errors in translation 1  2  3  4  5  6  

10. knowledge of specific fields (such as business, law and IT) 1  2  3  4  5  6  

11. how to identify translation errors made by themselves 1  2  3  4  5  6  

12. knowledge of the translation market (such as client features, 

relevant laws and tax knowledge) 

1  2  3  4  5  6  

13. knowledge of the different features of different text types 

(genres) 

1  2  3  4  5  6  

14. how to manage their own translating process (such as time 

management and quality control) 

1  2  3  4  5  6  

15. how to use documentation sources effectively (such as grammar 

books and encyclopedias) 

1  2  3  4  5  6  

16. how to use parallel texts effectively 1  2  3  4  5  6  

17. how to use search engines effectively 1  2  3  4  5  6  

18. knowledge of target culture involved in translation 1  2  3  4  5  6  

19. how to communicate effectively with others (such as clients, 

experts and other translators)  

1  2  3  4  5  6  

20. knowledge of translation theories 1  2  3  4  5  6  
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21. knowledge of word collocation of both Chines and English 1  2  3  4  5  6  

22. how to cooperate with others (such as clients, experts and other 

translators) when translating 

1  2  3  4  5  6  

23. how to make preparations before translating 1  2  3  4  5  6  

24. the ability to be rigorous when translating 1  2  3  4  5  6  

25. knowledge of common translation techniques 1  2  3  4  5  6  

26. the ability to think critically 1  2  3  4  5  6  

27. how to refer to external sources to solve problems 1  2  3  4  5  6  

28. basic knowledge of the world (such as the basic knowledge of 

history, society and technology) 

1  2  3  4  5  6  

29. knowledge of common procedures of translating 1  2  3  4  5  6  

30. knowledge of cohesion and coherence of both Chinese and 

English 

1  2  3  4  5  6  

31. how to be responsible as translators (such as meeting deadlines 

and protecting confidential information of clients) 

1  2  3  4  5  6  

 

 

3. Factors Influencing Student Cognition Questionnaire 

How influential the following experiences are on your understanding of 

translator competence? 
 

1 = No at all influential  2 = Slightly influential  3 = Somewhat influential  

4 = Moderately influential  5 = Very influential  6 = Extremely influential 

 

1. The translation courses that I have attended 1  2  3  4  5  6  

2. The translation practice activities that I have participated in 1  2  3  4  5  6  

3. My communication with translation professionals 1  2  3  4  5  6  

4. My daily communication with my peers about translation  1  2  3  4  5  6  

5. My understanding of my teachers’ translator competence 1  2  3  4  5  6  

6. The translation literature (e.g., papers, monographs, reports, 

etc.) that I have read  

1  2  3  4  5  6  

7. The content about translation that I have read online 1  2  3  4  5  6  

8. My experience of full-time/part-time job 1  2  3  4  5  6  

9. My comparison of competence between me and others (peers 

and teachers)  

1  2  3  4  5  6  

10. The academic research (e.g., publishing papers, monographs, 

reports, etc.) that I have done 

1  2  3  4  5  6  
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Appendix 3 Teacher Interview Guide 

 

1. Can you tell me about yourself? (age, family background, education 

background, translation experience, teaching experience) 

2. What are the knowledge or skills that you talk about a lot in your translation 

classroom?  

3. Why do you focus on these aspects? 

4. What are the knowledge or skills that you think are important for the 

development of translator competence? 

5. Why do you think so? 

6. When I observed your training practices, I found that … Can you tell me 

what/why…? 

 

 

 

 

 

Appendix 4 Student Interview Guide 

 

1. Can you tell me about yourself? (age, family background, education 

background, translation experience, teaching experience) 

2. What are the knowledge or skills that your teacher talk about a lot in 

translation classroom?  

3. What are the knowledge or skills that you think are important for the 

development of translator competence? 

4. Why do you think so? 
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Appendix 5 Classroom Observation Schedule 

 

 

Teacher:                    

Time: 

Course: 

Observer: 

 

Time  Sub-competence Note 
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Appendix 6 Transcription Guide 

 

Symbol Definition 

T1, T2 Teacher participant number 1, number 2 

S1, S2 Student participant number 1, number 2 

, Continuing 

. End of a sentence 

? Appeal, speaker raises a question 

(.) Short pause, less than a second 

(..) Long pause, more than a second 

*** Imperfect speech has been deleted 

word Bold words indicting speaker emphasis 

(word) Transcriber’s guess of uncomplete sentences 

< > Uncertain transcription 

(( )) Transcriber’s comments 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 280 

Appendix 7 Participant Information Sheet for Teachers 

 
PARTICIPANT INFORMATION SHEET 

Complexities of Translator Competence: Weaving Translation Teachers’ Cognitions, 

Pedagogical Practices, and Students’ Insights 

(Teacher-Classroom Observation and Interview) 

 

Name of Researcher: Di Wu 

Name of Supervisors: Prof. Lawrence Zhang; Dr. Aaron Wilson 

 

 

My name is Di Wu, a PhD candidate in the School of Curriculum and Pedagogy under the 

supervision of Professor Lawrence Jun Zhang and Dr. Aaron Wilson, Faculty of Education 

and Social Work, The University of Auckland. I am conducting a research on translation 

teachers’ and students’ cognitions about teaching and learning. The overall aim of this study is 

to explore Chinese-English/English-Chinese translation teachers’ and students’ beliefs about 
translator competence, the relationships between teachers’ beliefs and their practices, and 

students’ beliefs.  

 

I am looking for teachers teaching Chinese-English and/or English-Chinese translation in this 

university to participate in my study. I would like to invite you to participate in this research, 

since you satisfy the criteria of the participants. 

 

If you agree, I would like you to participate in two sessions of the study, including classroom 

observation and interview. First, I will observe 90 minutes of your translation teaching. My 

focus will be on your teaching content, not an evaluation of the quality of your teaching, nor a 

focus on your students. I will take some notes and video record your teaching. Besides, I will 

collect the relevant documents from the classroom observation. Then, I will interview you for 

90 minutes in a private environment. First, I will ask you some questions by recalling some of 

your teaching. Then, I will ask you some other questions. The whole process will be audio 

recorded.  

 

When you complete the interview or withdraw from the research, I will provide a 200RMB 

value gift card as appreciation for your time in this research.  

 

Participation in this research is entirely voluntary. Your school has also agreed that your 

participation is voluntary and that your participation, or non-participation, will not influence 

your relationship with the school or access to school services. You can withdraw from the 

research at any time . You can ask me to stop recording at any time and you have the right not 

to answer any specific question/s in the interview. You can also change your mind, without 

giving a reason, and withdraw any information you have already given within two weeks after 

being sent the transcripts.  

 

A pseudonym will be used for all the information you provide and your consent form will be 

stored separately. I will transcribe the recordings and only I and my supervisors can have 

assess to the data. Your name will not be revealed. However, since you are selected from a 

small group of teachers, there is potential that your identity to be worked out by others based 

on the detailed information you provide.  

 

When I am in China, the hard copy data will be securely stored in a locked cabinet in the place 

I live. The electronic data will be stored in password protected files on a password protected 

personal computer. When I return to New Zealand, hard copy data will be securely stored in a 

locked cabinet at the University of Auckland, and electronic data will be stored on a password 

protected University of Auckland computer, backed up by a server for six years. I will destroy 

all information after six years.  
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The data collected from the research will be used for my PhD thesis at The University of 

Auckland and may be used for my academic publications or conference presentations. 

 

Thank you very much for considering this. If you have any questions or concerns please phone, 

email or write to me or to my supervisors. Our contact details are below: 

 

Contact details  

Researcher  Main supervisor  Co-supervisor  
Di Wu 

School of Curriculum and 

Pedagogy, 

Faculty of Education, 

The University of Auckland 
Gate 3, 74 Epsom Ave, 

Auckland 

di.wu@auckland.ac.nz 

Ph:+64 93737599 ext:48779 

 

Professor Lawrence Jun 

Zhang  

School of Curriculum and 

Pedagogy,  

Faculty of Education and 
Social Work, 

The University of Auckland 

Gate 3, 74 Epsom Ave, 

Auckland 

lj.zhang@auckland.ac.nz  

Ph: +64 9 6238899 ext: 

48750  

Dr. Aaron Wilson 

School of Curriculum and 

Pedagogy,  

Faculty of Education and 

Social Work, 
The University of Auckland 

Gate 3, 74 Epsom Ave, 

Auckland 

aj.wilson@auckland.ac.nz 

Ph: +64 93737999 

ext:48574 
 

You may also contact the head of the School of Curriculum and Pedagogy, Associate 

Professor Helen Hedges at h.hedges@aucklan.ac.nz or +64 9 373 7599 ext. 48606. 

 

For any queries regarding ethical concerns, you may contact the Chair, The University of 

Auckland Human Participants Ethics Committee, The University of Auckland, Office of the 

Vice Chancellor, Private Bag 92019, Auckland, 1142. Telephone: 09 373-7599 ext. 83711. 

Email: ro-ethics@auckland.ac.nz.  

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS 

COMMITTEE ON 12 AUGUST 2016 FOR 3 YEARS, REFERENCE NUMBER 017726 
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Appendix 8 Participant Information Sheet for Students 

 
PARTICIPANT INFORMATION SHEET  

Complexities of Translator Competence: Weaving Translation Teachers’ Cognitions, 

Pedagogical Practices, and Students’ Insights 

(Student-Interview) 

 

Name of Researcher: Di Wu 

Name of Supervisors: Prof. Lawrence Zhang; Dr. Aaron Wilson 

 

 

My name is Di Wu, a PhD candidate in the School of Curriculum and Pedagogy under the 

supervision of Professor Lawrence Jun Zhang and Dr. Aaron Wilson, Faculty of Education 

and Social Work, The University of Auckland. I am conducting a research on translation 

teachers’ and students’ cognitions about teaching and learning. The overall aim of this study is 

to explore Chinese-English/English-Chinese translation teachers’ and students’ beliefs about 
translator competence, the relationships between teachers’ beliefs and their practices, and 

students’ beliefs.  

 

I am looking for students majoring in Chinese-English and English-Chinese translation in this 

university to participate in the student interview. I would like to invite you to participate in 

this research, since you satisfy the criteria of the participants. 

 

If you agree, I would like you to participate in an interview. I will interview you for 60 

minutes in a private environment and the whole process will be audio recorded. When you 

complete the interview or withdraw from the research, I will provide a 50 RMB value gift card 

as appreciation for your time in this research.  

 

Participation in this research is entirely voluntary. Your school has also agreed that your 

participation is voluntary and that your participation, or non-participation, will not influence 

the evaluation of your study. You can withdraw from the research at any time. You can ask me 

to stop recording at any time and you have the right not to answer any specific question/s. You 

can also change your mind, without giving a reason, and withdraw any information you have 

already given within two weeks after being sent the transcripts. 

 

A pseudonym will be used for all the information you provide and your consent form will be 

stored separately. I will transcribe the recordings and only I and my supervisors can have 

access to the data. Your identity will not be revealed or worked out by others. 

 

When I am in China, the hard copy data will be securely stored in a locked cabinet in the place 

I live. The electronic data will be stored in password protected files on a password protected 

personal computer. When I return to New Zealand, hard copy data will be securely stored in a 

locked cabinet at the University of Auckland, and electronic data will be stored on a password 

protected University of Auckland computer, backed up by a server for six years. I will destroy 

all information after six years.  

 

The data collected from the research will be used for my PhD thesis at The University of 

Auckland and may be used for my academic publications or conference presentations. 

 

Thank you very much for considering this. If you have any questions or concerns please phone, 

email or write to me or to my supervisors. Our contact details are below: 
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Contact details  

Researcher  Main supervisor  Co-supervisor  
Di Wu 

School of Curriculum and 

Pedagogy, 

Faculty of Education, 

The University of Auckland 

Gate 3, 74 Epsom Ave, 

Auckland 

di.wu@auckland.ac.nz 

Ph:+64 93737599 ext:48779 

 

Professor Lawrence Jun 

Zhang  

School of Curriculum and 

Pedagogy,  

Faculty of Education and 

Social Work, 

The University of Auckland 

Gate 3, 74 Epsom Ave, 

Auckland 

lj.zhang@auckland.ac.nz  

Ph: +64 9 6238899 ext: 

48750  

Dr. Aaron Wilson 

School of Curriculum and 

Pedagogy,  

Faculty of Education and 

Social Work, 

The University of Auckland 

Gate 3, 74 Epsom Ave, 

Auckland 

aj.wilson@auckland.ac.nz 

Ph: +64 93737999 

ext:48574 
 

You may also contact the head of the School of Curriculum and Pedagogy, Associate 

Professor Helen Hedges at h.hedges@aucklan.ac.nz or +64 9 373 7599 ext. 48606. 

 

For any queries regarding ethical concerns, you may contact the Chair, The University of 

Auckland Human Participants Ethics Committee, The University of Auckland, Office of the 

Vice Chancellor, Private Bag 92019, Auckland, 1142. Telephone: 09 373-7599 ext. 83711. 

Email: ro-ethics@auckland.ac.nz.  

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS 

COMMITTEE ON 12 AUGUST 2016 FOR 3 YEARS, REFERENCE NUMBER 017726 
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Appendix 9 Consent Form for Teachers 

 
CONSENT FORM – PARTICIPANT (TEACHER) 

THIS FORM WILL BE HELD FOR A PERIOD OF SIX YEARS 

 

Project title: Complexities of Translator Competence: Weaving Translation Teachers’ 

Cognitions, Pedagogical Practices, and Students’ Insights 

 

I have read the Participant Information Sheet and understand the nature of the research and 

why I have been asked for consent. I have had the opportunity to ask questions and have them 

answered satisfactorily. 

 

• I agree to participate in the research. 

• I agree to be observed in the classroom and interviewed for the research. 

• I understand that my participation is voluntary. 

• I understand that my participation, non-participation or withdrawal will not affect the 

result of assessment of my teaching practice. 

• I understand that I will be audio and/or video recorded during the classroom 

observations and interviews. 

• I understand that I can withdraw from the research at any time. I can ask the 

researcher to stop recording at any time and I have the right not to answer any specific 

question/s.  

• I understand that I can also change my mind, without giving a reason, and withdraw 

any information I have already given within two weeks after being sent the transcripts. 

• I understand that only the researcher and his supervisors can have access to the data. 

• I understand that data will be stored for six years and then destroyed. 

• I understand that the data collected from the research will be used for the researcher’s 

PhD thesis at The University of Auckland, and may be used for the researcher’s 

academic publications, or conference presentations.  

• I understand that the researcher will not reveal my name, but there is potential that my 

identity to be worked out by others. 

• I wish to review the transcript of my classroom observation and interview, which can 

be emailed to me at this email: __________________________________ 

• I wish to receive a summary of research findings, which can be emailed to me at this 

email: __________________________________ 

 

 

Name __________________________________ 

 

Signature _______________________________           

Date __________________________________ 
 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS 

COMMITTEE ON 12 AUGUST 2016 FOR 3 YEARS, REFERENCE NUMBER 017726 
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Appendix 10 Consent Form for Students 

 
CONSENT FORM – PARTICIPANT (STUDENT) 

THIS FORM WILL BE HELD FOR A PERIOD OF SIX YEARS 

 

Project title: Complexities of Translator Competence: Weaving Translation Teachers’ 

Cognitions, Pedagogical Practices, and Students’ Insights 

 

I have read the Participant Information Sheet and understand the nature of the research and 

why I have been asked for consent. I have had the opportunity to ask questions and have them 

answered satisfactorily. 

 

• I agree to participate in the research. 

• I agree to be interviewed for the research. 

• I understand that my participation is voluntary. 

• I understand that my participation, non-participation or withdrawal will not affect the 

result of assessment of my learning. 

• I understand that I can withdraw from the research at any time. I can ask the 

researcher to stop recording at any time and I have the right not to answer any specific 

question/s.  

• I understand that I can also change my mind, without giving a reason, and withdraw 

any information I have already given within two weeks after being sent the transcripts. 

• I understand that only the researcher and his supervisors can have access to the data. 

• I understand that data will be stored for six years and then destroyed. 

• I understand that the data collected from the research will be used for the researcher’s 

PhD thesis at The University of Auckland, and may be used for the researcher’s 

academic publications, or conference presentations.  

• I understand that my identity will not be revealed or worked out by others. 

• I wish to review the transcript of my interview, which can be emailed to me at this 

email: 

__________________________________ 

• I wish to receive a summary of research findings, which can be emailed to me at this 

email: __________________________________ 

 

 

Name __________________________________ 

 

Signature _______________________________          

 Date __________________________________ 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS 

COMMITTEE ON 12 AUGUST 2016 FOR 3 YEARS, REFERENCE NUMBER 017726 
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Appendix 11 Consent Form for Dean 

 
CONSENT FORM - DEAN 

THIS FORM WILL BE HELD FOR A PERIOD OF SIX YEARS 

 

Project title: Complexities of Translator Competence: Weaving Translation Teachers’ 

Cognitions, Pedagogical Practices, and Students’ Insights 

 

I have read the Participant Information Sheet and understand the nature of the research and 

why I have been asked for consent. I have had the opportunity to ask questions and have them 

answered satisfactorily. 

 

• I agree to provide research sites. 

• I agree to allow the researcher to seek the secretary’s help to send recruitment 

advertisements to the teachers and students of the school. 

• I agree to allow teachers and students in the school to participate in this research. 

• I understand that teachers’ and students’ participation is voluntary. 

• I assure that participation, non-participation or withdrawal will not affect the result of 

assessment of participants’ teaching or learning. 

• I understand that participants will be audio and/or video recorded with consent. 

• I understand that only the researcher and his supervisors can have access to the data. 

• I understand that data will be stored for six years and then destroyed. 

• I understand that the data collected from the research will be used for the researcher’s 

PhD thesis at The University of Auckland, and may be used for the researcher’s 

academic publications, or conference presentations.  

• I understand that the students’ identities will not be revealed or worked out by others, 

while the teachers’ identities have the potential to be worked out by others. 

• I understand that the information about the university and the school will be disguised. 

• I wish to receive a summary of research findings, which can be emailed to me at this 

email: __________________________________ 

 

 

Name __________________________________ 

 

Signature _______________________________          

Date__________________________________ 

 

 

 

 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS 

COMMITTEE ON 12 AUGUST 2016 FOR 3 YEARS, REFERENCE NUMBER 017726 
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