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Chapter One

Introduction

In language classrooms, while experienced teachers use their accumulated hands-on
knowledge to develop curricula, novice teachers normally spend a lot time trying to
‘guess’ what their students might need or want to gain from the course. Developing
curricula for language courses is a daunting task when the teachers do not know what
the adequate components for their syllabi are. As Tarone and Yule (1989:10) point out,
an individual teacher’s ability to choose appropriate materials lies in his or her
experience and depends highly on the ‘local needs’. Thus, the premise of teaching is to
find out what the learners need. As one class is never the same as another in reality,
therefore, even if the teacher has drawn up a curriculum for one particular class, it is
logical that certain modifications must be made in order for the curriculum to be used
for another. That is to say teachers should adjust their methods and materials according
to learners’ different levels and kinds of needs when teaching the same course/subject
to different classes. Today, the significance of needs analysis in the development of
language for specific purposes (LSP) is well recognized by specialists in the fields, with
its merits and limitations, and has been for the last two decades or more (e.g. Brindley,
1994; Dudley-Evans & St John, 1998; Long, 2005; West, 1997; Witkin & Altschuld,

1995).

1.1. Needs Analysis Used to Investigate English Teaching in Taiwan
As Goslin (2003) claims, identifying learning needs and then responding accordingly is
important in the higher education context. Moreover, studies have proven that needs

analysis is critical when investigating effectiveness or performance in higher education.



In the higher education settings in Taiwan, needs analysis has been used by scholars to
understand difficulties encountered in their practice for curriculum planning in order to
provide suggestions for course design. The literature shows that many studies such as
that of Tsao & Lin’s (2001) have been conducted to investigate English for General
Purposes (EGP) teaching in Taiwan by using a needs analysis approach. On the
contrary, in the field of English for Specific Purposes (ESP) teaching and learning, the
literature is relatively limited. In practice we see that most studies have placed their

interests on EGP courses instead of ESP courses.

Moreover, although the importance of needs analysis for course design is generally
recognized by academics, in practice we find that teachers in most Taiwanese
technological universities need to have their curricula ready and put them online before
the semester begins. This is to say, teachers usually have to design the course before
being given the opportunity to consider students’ needs. Even when needs analysis is
well-recognised as a “must’ in developing language courses, many teachers, including
some colleagues from the university where the researcher teaches, still bypass the
process and go on to teach what they think is needed for the students. Are the teachers
imposing their opinions on the students by doing so? How do students react to it if

that’s the case?

Unlike the vast majority of the studies in and beyond Taiwan that focus on the ESP
courses end simply by discussing the results from the needs analysis (Stocker &
Reddad, 2013), this study will go further to the course design stage and to investigate

the learners’ feedback towards a curriculum designed from needs analysis.

1.2. Translation Teaching in Taiwan



With globalisation as a trend, ESP courses have been promoted by the academic
institutions and the government in Taiwan hoping to strengthen the nation’s
competitiveness. Among them, ‘Translation’ or translation-related courses are regarded
as the ‘key’ to reach out to the world of communication and information. Translation
studies as a discipline has developed considerably in the past two decades to answer the

call of globalisation and to strengthen the nation’s competitiveness.

In a research project carried out by National Science Council in 2003 on the
professional competence needed by students at Departments of Applied Foreign
Languages, competence of foreign language speaking, competence in translation, and
adequate professional attitude towards translation were identified as the top 3 of the 15
indicators (Huang, 2003) Moreover, according to a study reported by Lin (2002),
which involved 7 technological universities in Southern Taiwan, with 23 teachers, 278
students as well as 62 organisation executives, developing English communication and
translation abilities were reported to be the basic requirements to enter a workplace. Lin
further points out that curricula should be designed according to students’ language
abilities and their interests to meet their needs. It should be noted that Lin’s study as
well as most other studies in the field were conducted from the employers’ or scholars’
perspectives by focusing on the workplace or target needs. Other studies that
investigated translation courses (e.g. Ho, 1999; Dai, 2003) also focused on future or
workplace needs. In other words, most studies have a target-oriented approach. Again,
there are very few studies that address learning needs from the learners’ perspectives,
not to mention to “act’” on this. There is certainly a lacuna in the literature and in practice
about using needs analysis in planning Translation as an ESP course by focusing on

students’ needs in higher education settings.



1.3. The Significance and Structure of This Study

Given the fact that translation is considered as an important skill for workplace and
‘English Translation’ is a compulsory module that all students from the Department of
Applied English at Taiwanese technological universities have to pass in order to
graduate, the researcher as a teacher of such a module was concerned when she realised
that the students were struggling with the course. She then strived to find ways to help
the students improve their learning by understanding what students had to say. The
research question was hence formulated through interacting with the students: Will
students learn effectively or perform better if their ‘wants’ and/or ‘needs’ are

satisfied?

After a group discussion was conducted to understand students’ difficulties in learning,
the researcher decided to introduce a needs analysis to further identify students’
learning needs. After designing a curriculum that was based on the students’ needs, the
researcher then further implemented such a curriculum in the class and investigated

students’ thinking and performance by using an action research approach.

1.3.1 Significance of this research

The significance of this study can be viewed from the following aspects. Firstly, this
study is significant to the researcher personally for as a teacher she hopes to help her
students through improving her own teaching. As we will see later, the approach she

employed is an action research approach which is based on her teaching experience.

Also we shall see in the next chapter in more detail that even though Translation is a

common course widely taught in many universities that there is very little research on



translation curriculum design and even less research which is empirical and focused
upon Translation-related courses taught at technological universities; thus this study is

significant for developing and improving education in Taiwan.

Furthermore, as a case study with an action research approach, this research adds
another example to the limited literature in the field of Translation teaching. The fact
that it is the only case from Taiwan so far, marks its contribution to the general

literature out of which further researchers can draw their conclusions.

1.3.2. Organisation of this thesis
This thesis comprises seven chapters. Chapter One briefly introduces the overview and
the purposes of this study. How the research question was formed and its significances

are also presented.

Chapter Two presents the background of the study with a detailed description on the

context for the work.

In Chapter Three, the researcher will analyse existing literature both general and
specific to Taiwan. At the end of the chapter the researcher will demonstrate that
although there is a small amount of empirical research, nonetheless there is a gap in the

research which needs to be filled.

Chapter Four presents the methodology used to carry out this research. The action
research design will be described and the approaches to analyse data collected will also

be explained.



Chapter Five will be a presentation of the data collected from the students with analyses
of their views and their responses to the action research project that was introduced in

the study.

Chapter Six will be focused on the teacher, and similarly will present the perspectives
of the teacher seen from the perspectives of the researcher even though that both roles
are shared by the same person: the teacher-researcher. To keep a distance between these
roles, the author of this thesis will refer to herself as ‘the researcher’ instead of using the

first person, and as ‘the teacher’ when describing her activity in this role.

In the final chapter, Chapter Seven, the researcher will draw conclusions from the
findings and discuss implications for future teaching and curriculum elements as well

as future research.



Chapter Two

English Education in Taiwan

2.0 Introduction

Being the first nation to embrace democracy in Asia, Taiwan rose from poverty and
changed from an agricultural to an industrial economy after the Second World War.
From the 1960s to 1990s, Taiwan outperformed other Asian nations with its fast
growing economy and technology power (Gold, 1986; Lin 2003; Liu & Armer, 1993)
and became one of the ‘developed’ countries (Amsden, 1979). Its phenomenal
development in terms of economy is called ‘Taiwan’s Economic Miracle’. (Amsden
1985; Chu, 2009; Lucas Jr., 1993; Nelson & Pack, 1999; Simon & Kau, 1992). Its
striking growth drew international attention, and due to its fast industrialisation,
Taiwan was praised and named the leading nation of ‘the four little dragons’- Taiwan,

Korea, Hong Kong and Singapore (i.e. Chen 1997; Chen et al, 2008; Vogel, 1992).

Without natural resources but only ‘the energy, ambition, and talents of its own people’,
this ‘barren rock in a typhoon-laden sea’ (Friedman, 2006: 344) with its remarkable
economic achievements had the third-largest financial reserves in the world in the early
2000s. However, in the 2013 global competitiveness rankings by IMD (International
Institute for Management Development, Lausanne, Switzerland) (Common Wealth,
2013; Focustaiwan, 2013), Taiwan was ranked 11th among 60 countries, down five
notches from 2012. In another ranking reported by WEF in the same year, Taiwan
ranked 12th among 148 countries (Tang, 2013). In both cases, Taiwan was outranked

countries such as Singapore, Hong Kong and Japan. Evidently Taiwan had been



gradually losing its competitive advantage to the other three ‘little dragons’ (Chou,

2008; Lu, 2006) in the past two decades.

The setback in the nation’s competiveness is seen as such a critical issue that
institutions and organisations, such as ‘The Taiwan Competitiveness Forum’, a think
tank formed by 60 scholars from government and private sectors, were founded to
address the causes and find ways to strengthen the nation’s competiveness. At the
same time numerous studies have investigated all possible problems and provided
suggestions to help restore Taiwan’s glory. The results from the studies showed that
‘education’, being one indicator employed by institutions such as IMD and WEF to
determine a country’s competiveness, is a major factor that influences the nation’s
competiveness (Chen, 2000; Chuang, 2002; Huang; 2012; Wang, 2002; Wu, 1998).
Researchers believe that by elevating education quality, citizens’ competitiveness can

be strengthened, and hence the nation’s competitiveness.

The government therefore came up with educational reform policies for all education
levels (MOE, 2000). In order to enhance educational efficiency and quality in the
technological and vocational sector, it is suggested that colleges must focus on
strengthening students’ abilities of independent thinking, life-long learning, creativity
and foreign languages skills (Wu & Lin, 2005). In the ‘Introduction to technological
and vocational education in Taiwan’ published by the Ministry of Education (MOE,
2012: 39), promoting ‘International Cooperations and Elevating Student Language
Capabilities’ is explicitly stated as one of the eight primary goals of technological and
vocational education in Taiwan. Each year the MOE spends immense efforts and
budget on projects aimed at elevating students’ foreign language ability, as well as

establishing professional English ability indicators and producing teaching materials



for students in the technological and vocational sector to improve their language

skills.

To further illustrate the research background, this chapter begins with a discussion on
the status of English as an international language and its significance in Taiwan,
including perceptions from the general public and the government. Section 2.2 briefly
introduces how English education is emphasised by the government in the
technological and vocational universities sector. The third part of this chapter
discusses how ESP courses are taught in technological and vocational colleges in
Taiwan and the factors which impact the outcomes of learning. After that,
‘Translation” as an ESP course and the context in which this study is located is
presented, followed by the final section which comprises the research question and

the significance of the study.

2.1 The status of English as an international language and its significance for
English learning in Taiwan

According to Crystal (1997), an international language or global language has to be an
official language, a second language, or a priority in a country’s foreign-language
teaching in most parts of the world. As an official language in over 70 countries and a
second language or most taught foreign language in over 100 regions, English is the
only language that fits these criteria. By the late 1990s, approximately 1/4 of the
population in the world were fluent or competent in English. The globalisation and
glocalisation of English had made impacts on language education and government

policies across the world.



In Taiwan, English has been the only foreign language included in Taiwan’s
compulsory education curriculum since approved by the Legislative Yuan in 1967. It
has been regarded as the “must learn’ language by the government attributing to the

prestigious status of English being established in the Taiwanese society.

2.1.1 From the general public’s perspective

Although a few practitioners have argued that English with its prestige status in
Taiwan as a symbol of neo-colonialisation (Chuang, 2002; Liu 2004), learning
English has became a national trend in Taiwan in the past two decades (Chang, 2006;
Liao, 2004). As discussed earlier, Taiwan’s economy has shifted from agricultural to
industrial and service-based. It is clear that the market is no longer regional but global.
To expand commercial activities globally requires communication capability with
customers and business associates who speak different languages. In the 2013, at “The
Future of Global English’ forum held in Taipei (Hsieh, 2013), Professor A.W.
Harzing indicated that 3/4 of the multinational enterprises worldwide are facing
challenges of managing over 20 overseas operation areas, and among them language
is the major barrier between headquarters and branch companies which causes extra
cost and deficiency in operation, especially in Asian enterprises. In the same forum
professionals, such as David Graddol, also pointed out that the service industry is a
communication industry; when facing colleagues of various races and nationalities
one often needs to use the most commonly used language, English, to communicate.
The significance of English is stressed in the workplace and so inevitably employees

need to strengthen their English ability to maintain their values to the enterprises.

Apart from the industry sector, government officials as well as private institutions

also tend to recruit candidates with English proficiency tests scores such as TOEIC,



TOEFL or GEPT (General English Proficiency Test). Hence going to English cram
schools to learn English is very popular in Taiwan. As for those who are in academia
or research, English proficiency is needed for reading articles and publications as well

as attending conferences and seminars to exchange ideas and disseminate research.

From a pragmatic point of view the fast development of internet communication via
computers, smart phones, tablets and other gadgets has brought a time of globalisation
of information. The rise of international social networks such as Facebook, Twitter

and Linkedin also reinforce the importance of effective communication.

2.1.2 From the government’s perspective

As mentioned at the beginning of this chapter, English proficiency, being one critical
factor to the nation’s competiveness, is officially promoted in Taiwan by the
government’s policies. For example, in March 2002, President Chen suggested openly
that English should be Taiwan’s second language, followed by a government
announcement in 2004 indicating that all officials with a certain level of English

proficiency will be awarded extra credits when looking for promaotion.

On the other hand, since English proficiency can be quantified by test scores such as
TOEIC and TOEFL, these test results are often used to compare with other Asian
countries. In the 2012 TOEIC ranking, Taiwan scored the lowest since 2009 with a
total of 539 and ranked 37" among 46 countries, outranked by Hong Kong, Singapore
and Korea. In the 2012 TOEFL ranking, Taiwan ranked 17" among 30 countries in
Asia, down 3 notches form 2011, and again outranked by Hong Kong, Singapore and
Korea (Chang, 2013). From these English proficiency tests results, people started to

panic and were convinced that English education needed to be changed. Criticism



from academia, the media and the general public forced the government to reflect on

their policies and hence educational reform policies were introduced.

In the next section the policies concerning technological and vocational colleges, the
context of this research, are discussed in more details to better illustrate the

background of this research.

2.2 English education in the technological and vocational colleges and
universities in Taiwan

The technological and vocational education sector in Taiwan is comprised of
professional high schools, technical and technological colleges and universities. In
contrast to the general education sector, the English teaching studies in the
technological and vocational sector is extremely marginalised. The technological and
vocational sector is commonly regarded as ‘secondary’ education in Taiwan, but not
only do they receive less grants from the MOE, but also less attention from
professionals and scholars. Students from senior high schools tend to prefer enrolling
at general universities over technological and vocational universities (Hu, 2007).
Traditionally technological and vocational colleges and universities are seen as
alternatives for vocational high school graduates who failed to compete with general

high school graduates in the university entrance examination (Cho, 2008).

According to research and evaluations conducted by the MOE as well as local
language teaching studies, students from the technological and vocational sector
generally have inefficient English language competence in comparison with general
university students (Chang, 2006; Chen, 2009; Chou, 2005; Yu et al, 2000). The 2007

GEPT (General English Proficiency Test) results showed that only 18% of the



students from technological and vocational colleges and universities in Central
Taiwan passed the listening section and 10% passed the reading comprehension
section of the exam. Results from Northern and Southern Taiwan are similar to the
Central Region (Chen, 2009). Foreign language skills, especially the English skills of

these students are less competitive than those from general colleges/universities.

There are various factors that lead to the low achievement of English proficiency
among students in the technological and vocational universities. Many believe that
apart from the students’ personal abilities, the government and the scholars are
responsible. Statistics show that technological and vocational colleges/universities
have successfully educated both basic and advanced graduates who perform well in
local workplace with good skills, high efficiency and positive attitudes (Tsao & Lin,
1998). As cradles for technological professionals, it is suggested however, that
technological and vocational colleges should improve their education quality and
standards in order to cultivate students with the necessary skills and knowledge so
that they can perform well not only in the local, but international workplace (Chen,
2000; Kuo, 2012; MOE, 2012; MOE, 2013) as well. In the era of globalisation and
internationalisation, English language ability is regarded as an important tool to reach
out to the world, not only by academics but also the government and the public (Chen,

2013; Lee 2012).



The above poster spotted on the hallway of JinWen University of Science and
Technology essentially expresses the attitude technological universities have towards
English learning. How to enhance English ability in the technological and vocational
sector has become a desperate and present issue to the technological and vocational

colleges and universities as well as the MOE.

Looking at the guidelines and regulations implemented by the MOE, there are three
main themes that are directly linked to the English Departments in technological and
vocational sector, which is the focus of this research, namely English graduation
threshold, national English ability competition, and projects to elevate English

proficiency.



2.2.1 Setting the English graduation threshold

Technological universities began to set up the English ability graduation threshold in
2002 and now all technological universities have their own versions of the threshold
to ensure all graduates have efficient English competency before they enter the
workplace. In the beginning the regulation was criticised and questioned by students,
parents and many teachers from non-English departments (Wu, 2013). They were
afraid that while institutions are concerned with students’ performance with
graduation threshold examinations such as TOEFL, IELTS, TOEIC, and GEPT,
English teaching would become ‘graduation-oriented’. Teaching approaches and
contents would be limited and less creative. In addition, scholars worried that the aim
of English learning would be to pass the examination in order to graduate, and
whether student’s language competency is actually improved by implementing such

thresholds or whether learners are motivated by such regulation would be arguable.

While this top-down regulation has been questioned because of its neglect of the
learners’ needs, statistics show that the students’ passing rate of the basic level of
General English Proficiency Test (GEPT) increased from 14% in 2003 to 50% in
2007 (Chang & Tu, 2007). Therefore, setting up English ability graduation thresholds
has had its positive impact on elevating English proficiency among technological

universities students.

2.2.2 Encouraging general English ability competitions
The MOE provides over NT$ 1,000,000 budget on inter-school competitions each
year, mainly on English ability and workplace English. Students are encouraged to

participate in these competitions to broaden their horizons and interact with other



students through English exchange. Even though setting a graduation threshold is a
top-down regulation, encouraging students to compete in English is a bottom-up

approach which impacts on students’ mindsets.

From students’ participation rate, it is believed that the efforts have paid off (Wu,
2013). Students have increased their confidence on English proficiency tests and are

more willing to use English in their daily life.

2.2.3 Projects to elevate English proficiency

In order to enhance students’ English ability, the MOE has introduced a series of
policies since the late 1990s. For example, in the “Challenge 2008: Six-Year National
Development Plan’ published by the government in 2002, ‘building an
internationalised living environment and elevating general English ability’ is listed in
the first of the 10 individual plans: the ‘e-Generation Manpower Cultivation Plan’
(The Executive Yuan, 2002:7). The objectives are to cultivate a new internationalised
generation of creativity, which is a new generation of people who can master
information as well as English. Policies including establishing English teaching
centres, developing core English learning courses, encouraging dual-lingual

environments in technological and vocational institutions have also been introduced.

In 2009 the MOE set up three English teaching/learning resource centres for
technological and vocational universities and colleges in Northern, Central and
Southern Taiwan. In addition, grants of over NT$ 100,000,000 are provided by the
MOE each year to elevate students’ foreign language ability in the technological and

vocational sector.



In the vocational sector there is a tendency to put emphasis on English for Specific

Purposes and this is the focus of the next section.

2.3 ESP at the Departments of Applied-English in technological universities in
Taiwan
The first Department of Applied Foreign Languages was founded in 1996 in
Chaoyang University of Technology and soon after that all other technological
universities followed and founded their foreign language-related departments. The
objectives of these applied language departments are language ability, business
knowledge, and ability of accessing information, which are different from those of
traditional foreign language departments in general universities. Therefore English for
Specific Purposes (ESP) courses were developed in addition to English for General
Purposes (EGP). General English departments emphasise developing knowledge of
the foreign language itself (and literature and linguistics) and Applied English
departments tend to focus on the competency of applying English in the workplace.
After the obligatory ‘Freshman English’ taken in the first year, ESP courses such as
‘Business English’, “News English’, ‘Business Writing’, *Translation” and so on are
available to the students in the department of Applied English who have already had
some years of general English learning experience. These courses are usually taught

two hours weekly.

2.3.1 Factors in the effectiveness of ESP learning in Taiwan

Given the needs in workplace and academia, ESP is one of the most popular topics at
academic conferences in Taiwan. As more and more scholars have become dedicated
to researching ESP related issues in Taiwan, the development of ESP education has

progressed rapidly in the past decade. Associations affiliated to ESP, such as TESPA



(Taiwan ESP Association), have also been founded to promote ESP education.
However, critical issues which influence the effectiveness of ESP education have

been identified (Su, 2005).

Learner factors

Although some believe that ESP courses are the solution to the students’ low
achievement (Chang, 2011; Chia et al, 1999), one of the difficulties concerning ESP
education in Taiwan is the student factor. As discussed in 2.2, students in the
technological universities tend to have a lower English proficiency levels than those
in general universities. Therefore the learning outcomes are likely to be less satisfying.
Employers have criticized that even after years of learning English, the graduates
from technological and vocational colleges and universities do not possess adequate

English competence needed in the workplace (Hsu, 2005).

Apart from the needs in the workplace, learners’ needs should be taken into account
in language learning as has been established in the general development of needs
analysis over the last decades (Dudley& St. John, 1998; Hutchinson & Waters, 1987;
Richards, 2001; Richterich, 1972; West, 1994; 1997, Young, 2000). However,
learners’ needs are reported to be neglected in previous studies in Taiwan (Chang,

2007; Tsao et al, 2008)

Teacher factors

With the rising popularity of ESP courses to address the issue of students’
competitiveness in the workplace, the demand for ESP teachers has increased
dramatically. Whether ESP should be taught by general English teachers or

professionals in that particular subject is still a controversial issue. The majority of



teachers who teach ESP courses in technological and vocational universities are
teachers who come from teaching English as a foreign/second language background.
Many question the effectiveness of ESP courses taught by these teachers (Shih et al,

1998; Tsai, 2000).

Although the MOE has developed training programs to address the lack of training
among ESP instructors issue, many argue that the supply is much less than the
demand of such training programs. Previous studies suggest that team-teaching (as in
Johns & Dudley-Evans, 1990) or obtaining advice from the subject specialists (as in
Dudley-Evans & St. John, 1998) can be a strategy to tackle the problem, but it is not
feasible in the technological and vocational university context due to the cost and

policies of the institutions (Taso et al, 2008).

Curriculum design

In a learner-centered classroom, ESP curriculum design should be based on the
understanding of the students’ needs. By investigating their perceptions towards
learning, a curriculum aims to enhance their motivation and learning attitudes as well
as strengthen their learning interest and then confidence can also be developed. In
practice, however, ESP curricula are often designed from the perspectives of the

institutions and manipulated by the instructors (Jasso-Aguilar, 1999).

As discussed earlier in this section, ESP instructors are normally from the EGP
discipline and how to choose the ‘right’ materials to teach ESP courses has been seen
as a difficulty for them. Thus, publishers produced textbooks with titles such as

‘Business English’, ‘English for Tourism and Hospitality’ etc to help the teachers



with this issue. Nonetheless, these textbooks are still developed from the publishers’

or professionals’ perspectives. The students’ needs are not addressed.

Having given this description of the situation in Taiwan in general, the researcher will
briefly explain her own experience of the situation and the problems found in her

teaching context in the next section.

2.4 *English Translation’ as an ESP course in the research context

In a research project carried out by the National Science Council in 2003 to
investigate the indicators of professional competence for students at the Department
of Applied Foreign Languages at vocational colleges and universities in Taiwan, the
competence of foreign language speaking, the competence in translation, and the
adequate professional attitude towards translation were identified as the top 3 of the

15 indicators of significant factors (Huang, 2003) by both students and teachers.

Translation courses have commonly been included in the curricula of foreign
language studies in higher education in Taiwan (Lee, 1996) with two main learning
goals: language capacity and translation capacity The former is to enhance the
listening, speaking, reading and writing skills of students, whereas the later aims to
equip students with knowledge of translation theories, written translation,
simultaneous interpretation, and visual translation (Lin, 2009). Under the umbrella
term of ‘translation’ or ‘translation studies’, courses have been divided into specific
areas of written translation, interpretation (spoken translation) and other areas
according to the orientations of the schools/departments, hence the learning content as

well as learning focus of courses vary from one to another.



In the research context of this study, there are two translation courses offered at this
particular technological university. One is the ‘Translation’ courses which concerns
only written translation and is compulsory for Year 3 and an advanced level is
optional for Year 4 students. The other is ‘Simultaneous Interpretation’ which is an
optional course for Year 4 students. The ‘Translation Course’ focused on in this
research, has been taught with different names since the Department of Applied
English was founded in 2002. At first it was called ‘Translation Basic Theory and
Practice’ (Flz=EEEAJHHELE(E), then ‘Chinese-English Translation’(H S &%),
and after that ‘English Translation’ (3£ #/z%) which is what it is referred to at the
time when this study was conducted. One can easily speculate about the logics of the
evolution of course names; the focus of teaching content has shifted from

theory-oriented to practical-based ability.

The researcher started teaching EGP courses as well as ESP courses at this particular
technological university in 2002. She was new to the department so she was assigned
to teach the subjects which were believed to be more time-consuming. The translation
course itself was taught two hours weekly and in addition to lecture time, she had to
correct and comment on students’ work which usually took hours longer than giving
lectures. However, as a translator who has translated more than ten English novels,
the researcher accepted the task with confidence. In 2008, the second year of her
teaching ‘English Translation’, she was not satisfied with the students’ performance.
Not only did she find a lack of interest in learning among the students but she also
discovered from students’ feedback that they were not satisfied with the teaching
contents. She then conducted two group discussions in which she invited students to
express their thinking, hoping to find a way to motivate students and improve their

learning outcomes.



There was a lot of information gathered in the group discussions and that turned out to

be the beginning of the research which will be briefly illustrated below.

2.5 About the Research

The researcher had tried to seek advice from previous studies; but there were very few
studies done in regard to Translation curriculum development in Taiwan. Even if
there are general studies done concerning ESP curriculum, the vast majority tended to

end at the needs analysis stage (Stocker & Reddad, 2013)

Given the limited research on Translation curriculum development and taking into
account the students’ interests, the researcher decided to carry out a research to
address her students’ needs, hoping to provide insights for teachers who are in the

same situation.



Chapter Three

Literature Review and Analysis

3.0 Introduction

Translation studies did not gain recognition as an educational discipline in Taiwan
until the first Graduate Institute of Translation and Interpretation Studies was founded
at Fu Jen Catholic University in 1988. Before then, translation studies had been a
sub-discipline under linguistics in foreign language departments and it has long been
neglected and repressed in Taiwan (Ho, 1999; Lai, 2008; Sun, 1997; Wu, 2010). It
was after the first Department of Translation and Interpretation Studies was
established, due to the increased demand of translation professionals, at Chang Juang
Christian University in 1996, that the numbers of translation-related departments and
translation courses at technological universities increased sharply. To date, there are
six translation departments at general universities and 44 applied English/foreign
language departments at technological universities that offer translation courses.
Accordingly, translation studies as a discipline has developed considerably in the past
two decades due to the demand for professionals with language skills to answer the
call for globalisation (Liao, 2007; Sun 1997) and regaining the nation’s

competitiveness.

As outlined in Chapter Two, cultivating professionals with adequate language skills in
the international workplace in order to strengthen the nation’s competitiveness has
become one of the primary concerns of the public and the government. A survey on
the needs of enterprises for English or foreign language professionals indicates that
competence in translation and interpretation in the 1990s was recognised by 43.3%

and 47.9% of the enterprises respectively (Shih, 1998). In addition, competence in



translation and an adequate professional attitude towards translation were identified as
the second and the third important indicators to professional competence by both
students and teachers of applied English departments in a survey conducted by the
National Science Council (Hung, 2003). From these surveys, it is apparent that

translation studies have gained attention in academia.

However, in practice there are challenges and difficulties in teaching approaches as
well as curriculum development for translations courses in Taiwan (Ho, 1999; Liao,
2011; Liao & Chiang, 2005; Shih, 2001; Wang, 2014), especially in higher education
settings in which this study is concerned with. As the research questions of this study
are guided by the translation class the researcher teaches at a Taiwanese technological
university, and given the fact that the class was an English for Specific Purposes (ESP)
course, a discussion of the classification and distinction of ESP and views of the
learners’ needs in ESP is outlined in 3.1. Since this research is derived from a needs
analysis survey, discussion on needs analysis is presented in 3.2. and previous studies
on English Translation curriculum development in Taiwan are covered in 3.3. to
demonstrate the existing gap between course design and implementation of curricula,

which this study is to fill. Finally, the chapter concludes with a summary.

3.1 English for Specific Purposes (ESP)

English for Specific Purposes (ESP) is a branch of English language teaching (ELT)
which is often categorised into two branches, EGP (English for general purposes) and
ESP (English for specific purposes). In contrast to EGP courses which aim to enhance
learners’ overall English proficiency, ESP courses are aimed to strengthen learners’

English knowledge and skills in one particular subject.



To distinguish ESP from EGP, Sinclair (1979) points out that ESP is not a branch line,
nor a specialised interest in language teaching; it is any kind of language teaching in
relation to its context. Robinson (1980:11) further states that the learners of ESP
should be able to perform properly in the desired future situation rather than pass
general proficiency exams in English. In addition, Richards (2001:33) distinguishes
ESP from EGP by stating clearly that ‘the goal of an ESP course is to prepare the
learners to carry out a specific task or set of tasks.” All these notions suggest that ESP
learning concerns contexts and learners’ needs to perform tasks in those contexts;
whereas EGP focuses on the general needs of the learners, ESP courses are designed
to deal the specific needs of the learners. The classifications of ESP have also evolved

through since then.

3.1.1 Definition and Classifications of ESP

As ESP expanded in different degrees worldwide after the Second World War
(Hutchinson & Waters, 1987), and approaches towards ESP have been developed in
different contexts. It is however rather difficult to define ESP (Robinson, 1991;
Strevens, 1980), but various classifications of ESP have been put forward in the last

few decades.

The classifications of ESP proposed by the British Council (1975, in McDonough,
1984:6) and Swales (1980) categorised English language learning into sub areas. Yet
today, English has much broader usage in sectors that are beyond the categories of
these early classifications. One of the commonly recognised classifications is that of
Hutchinson & Waters (1987), in which they divided ESP into two categories, EAP
(English for Academic purposes) and EOP (English for Occupational Proposes).

They suggest that it is the ‘awareness’ of the needs (in target situation) that



distinguishes the ESP from the EGP (See Figure 3.1). Scholars such as Robinson
(2004) further categorised ESP into three main branches namely EAP, EOP, and
EPP (English for Professional Purposes) and Jordan (1997:1) also argues that both
EAP and EOP can be further divided into sub categories by the purposes of the
language and areas of contexts in which the language learning takes place. Therefore
we can conclude that the classification of ESP is mainly based on the nature and

purpose of language learning.

£ English for (Academic) Science and Technology
English for (Academic) Medical Purposes
A —> _ _
P English for (Academic) Legal Purposes
. English for Management, Finance and Economics
S
P _ _
\ e English for Professional Purposes:
English for Medical Purposes / English for Business
o =
P Purposes
English for Vocational Purposes:
Pre-Vocational English and Vocational English
sub-categories such as ETP, EMP, EVP, EBP...etc.

Table 3.1 Classifications of ESP by fields of study, adapted from Dudley-Evans &

St John, 1998:6

3.1.2 How are translation courses different at general universities and
technological universities

Generally speaking, EAP aims to enhance learners’ capacity and knowledge of
English in studying or conducting researches in academic contexts; whereas EOP

aims to strengthen learners’ language proficiency in the workplace. The fact that



translation courses are often called “Translation theory and practice’ at general
universities and ‘English (and Chinese) Translation’ at technological universities,
shows how the nature of the courses are distinguished. That is to say, the translation
courses offered at the general universities are supposed to be EAP courses, while

those at technological universities should be more EOP oriented (Ho, 1999).

Although it is argued that the translation-related courses at general universities should
be academic-based, whereas in the technological universities the focus of the courses
should be practice-based, there are very rare investigations reported on whether the
teaching approaches and the learning goals are varied. Shih (2001) tried to point out
the differences in the course designs at the two types of institutions according to the
ineffectiveness in learning outcomes. However, her claims are based on Tyler’s (1949)
principles of curriculum and instructions instead of the voices from the classroom. In
a survey by Ho (1999), it is argued that although the course teachers agree that
translation courses at technological universities should be taught with different
approaches from those at general universities, the reality is they are both taught with
similar curriculum contents and teaching approaches which are basically

teacher-centered and text-centered.

Regardless of the categorisation of EAP and EOP, translation is nonetheless regarded
as an ESP course in Taiwan; hence one should be able to find the main characteristic

of ESP in translation courses.

3.13 The distinctiveness of ESP
Despite the different classifications outlined in 3.1.1, one fundamental characteristic

of ESP they all share is the emphasis on learners’ needs. In any ESP classroom, there



is always a purpose for the learners to learn that specific language or subject. That is
to say, the learners are conscious of their ‘need(s)’ for learning a language and the

need(s) should be addressed in the process of learning.

Yet instead of focusing on the learners’ needs, early English language curricula were
based upon aspects of the language itself and approaches towards course designing
neglected the voices of the learners. One example of the reaction to this is Schutz &
Derwing (1981:30) who criticised that ‘most language planners in the past have
bypassed a logically necessary first step: they have presumed to set about going
somewhere without first determining whether their planned destination was
reasonable or proper.” However, with the development of ESP studies, needs analysis
is now regarded as the necessary step to effective language learning by scholars
(Dudley-Evans & John, 1998; Hutchinson & Waters, 1987; Nunan 1988; Robinson,

1991; West, 1994/1997).

Given its significance as one distinctive characteristic of ESP, the next section will

discuss needs and needs analysis in detail to better illustrate the issues concerned.

3.2 Needs and Needs Analysis

As Tarone & Yule (1989:10) point out, an individual teacher’s ability to choose
appropriate materials depends highly on the ‘local needs’. The learner’s needs are
brought to attention of language experts and soon became the centre of language

syllabus designing.

Approaches to language teaching and learning had a turning point after the

significance of ‘needs’ was widely accepted by academics. Today, the significance of



needs analysis in the development of language for specific purposes (LSP) is well
recognized by specialists in the fields, with its merits and limitations. (i.e. Brindley,
1994; Dudley-Evans & St John, 1998; Long, 2005; West, 1997; Witkin & Altschuld,

1995)

3.2.1 The origin of Needs Analysis

Needs analysis, also known as needs assessment, was first conducted by Michael
West in India in the 1920s to develop practical information about reading in English
(West, 1994; White, 1988:12) and through which he advocated two main ways to
improve reading materials for children in Bengal. Although the theoretical
background of early needs analysis approaches are derived from ESP movements
(Dudley-Evans & St John, 1998:30; West, 1994:2), it is now carried out worldwide as
a useful instrument to evaluate performance in many fields, e.g. training, management,

industry, medical and education sectors.

3.2.2 The definition of Needs

Defining ‘needs’ is an essential procedure in needs analysis implementation, but the
task is somewhat difficult due to the ever evolving and broadening perceptions of
‘needs’ within ESP. As scholars attempt to define needs from different perspectives,
the definitions of needs have developed into a more complex and multifaceted matrix
over the past few decades. Diverse conceptions are implied by various scholars and
hence ‘need’ has “never been clearly defined and remains at best ambiguous”
(Richterich, 1983:2) and ‘needs’ is often seen as an ‘umbrella’ term (Hutchinson &

Waters, 1987: 55)



In regards to language learning, a number of ways to conceptualize learning needs and
organizing the fields of study exist. For example, Hutchinson & Waters (1987) come
up with a more specific distinction by suggesting that needs can be divided into two
types: the target needs and the learning needs. Their definitions have been cited and
often referred to in literature, and therefore, beginning with the distinction framework
of Hutchinson & Waters (1987), the researcher will summarise systematically the
most acknowledged meanings of needs in literature despite the fact that the definition

of needs has broadened much beyond their descriptions over the years.

Hutchinson & Waters see necessities as the type of need determined by the demands
of the target situation. (p.55). They define the target needs as necessities (what the
learner needs to know), lacks (what the leaner does not know) and wants (what the
learner wants to know). On the other hand, they also suggest that needs are the
“route” from the starting point to the target situation; namely “how the language is
learnt”. However, there are distinctions between necessities and demands from

different viewpoints.

The researcher could have started from Hutchinson and Waters’ types of approaches
to needs analysis but then that would be very confusing due to the concepts of
‘approaches’ being rather vague. Instead, she will modify their claims by placing the
approaches separately while still using their framework in Figure 3.2 below, which
acts as an overview of different approaches starting from the meaning of needs and
how they are put into operation. Some key writers are listed with different approaches.
Some approaches may be listed more than once due to the overlapping areas of

approaches. Although this is natural since the concepts of needs could have come



from the same point of view. In addition to the table, a thorough discussion on the

definitions of needs is also presented in this section.

areas of needs

Approaches

scholars

1

a. necessities

target-oriented approach
goal-oriented definition or
objective approach

language audit

Munby, 1978

Chambers, 1980:29/32
Richterich, 1980:32
Mounford, 1981
Hutchinson & Waters, 1987
Berwick, 1989

van Els & van Hest, 1990

b. demands Robinson, 1991
2
a. wants subjective approach Bowers, 1980
learner-centred approach Berwick, 1989: 55
objective approach
b. wishes language audit Clark, 1978
Nunan, 1988
c. desires target-oriented approach Richterich & Chancerel,
1977/1980
Mounford, 1981
3. lacks process-oriented approach Allwright & Allwright, 1977

deficiency/discrepancy approach

Abbott, 1978:99




language audit

Robinson, 1991:8

4. Gap deficiency/discrepancy approach Packwood & Whitaker, 1988
process-oriented approach Berwick, 1989:52
the language audit Brindley, 1990:65
Witkin & Altschuld, 1995
Kaufman, 1995
Ornstein & Hunkins,
1998:74
5.
a. means goal-oriented approach Widdowson, 1981:2
process-oriented approach with Holliday & Cooke, 1982 in
learner-centred (culture) Holliday, 1984:32-33
learning-oriented approach Stufflebeam & Shinkfield,
means approach 1985
strategy approach McKillip, 1987
language audit Altschuld & Witkin, 1995
b. routes

Hutchinson & Waters, 1987

6. culture of the

learners/classroom

present situation approach with
‘culture’ being a factor

means approach

Richterich & Chancerel,
1977/1980
Holliday and Cooke, 1982 in

Holliday, 1984

7. constraints

target situation approach
process-oriented approach

the language audit

Munby, 1978
Chambers, 1980:30

Holliday & Cooke, 1982 (in




Holliday, 1984:32-33)

White, R. V., 1988:84

8. requirements target situation approach Widdowson, 1981:2
the language audit Robinson, 1991
9. what learners subjective approach Tarone & Yule, 1989

need to know

Table 3.2 Areas of definitions of needs

Having categorised definitions of needs outlined by different approaches put forward
in previous studies, it is worthwhile to have an in-depth discussion to further identify

their similarities and differences.

3.2.3. Discussing the definitions of Needs

As stated in 3.2.2., due to the ambiguity of the term “needs’, various terms may have
been used to identify the same claim. On the other hand, different claims may have
been described with the same term. In this section, the researcher will compare these

definitions of needs from the areas they emerged to better illustrate these conceptions.

Area 1: a. necessities  b. demands

These perceptions are basically target-oriented. They are “determined by the demands
of the target situation, what the learner has to know in order to function effectively in
the target situation” (Hutchinson & Waters, 1987: 55) Hutchinson & Waters make
no distinctions between the two hence they are grouped together to indicate what
learners have to know in order to function effectively in the target situation.
Mountford (1981:27, in Robinson, 1991:7) also described needs as necessities by

stating that they are ‘necessary or desirable to be learnt from a programme of




language instruction’. In some cases, necessities can be viewed as short term learning
goals (Frankel, 1883: 123; Morrow, 1983:105-106) or learning aims (Richterich,
1980:32). Moreover, van Hest & Oud-de Glas (1990:7) define necessities as key
assets which are used to get access to new possibilities. As for demands, Robinson
(1991:7) describes them as ‘student’s study or job requirements’. This definition

echoes with 8. ‘requirement’.

A clear distinctions between necessities and demands has not been established, but
from the definitions above, the researcher would like to distinguish the two by saying
that necessities tend to indicate the necessary linguistic skills learners need to acquire
in order to perform in the target situation, whereas demands tend to indicate all sorts
of requirements (not only necessarily language proficiencies) that the institution or

organisation imposes on the learners.

Area 2: a. wants  b. wishes c. desires

Group number 2 represents some subjective views of needs (except for Mounford,
1981, who regards needs as what the institution or society regards as necessary, as in
Group number 1, or desirable to be learnt by the learners.), namely 2a. wants, 2b.
wishes, and 2c. desires. Wishes are related to learners’ motivations in learning (Clark,
1978; Nunan, 1988). Clark (1978)’s and Nunan’s (1988) definitions are similar to that
of Bowers who suggests that learners learn best when they want to learn and less well
when they need to learn. Other researchers view needs as “wishes” (Clark, 1978) or
“desires” (Berwick, 1989) when a learner has personal aims in addition to the

language or course requirement.



While Hutchinson & Water identify ‘wants’ as ‘what learners feel they need’,
Berwick (1989:55) makes no distinctions between wants and desires by describing
needs as ‘what learners want to gain form the course, (they) can be wants and desires’.
Thus, other than Richterich & Chancerel (1977/1980) who specifically identify
‘learning and using a language fast” as one desire among adult language learners, the

definitions of needs as wants, wishes, and desires basically overlap with each other.

Area 3: lacks and Area 4: gaps

When discussing area 3 in Figure 3.2, it is be necessary to discuss area 4 in parallel
since the definitions of needs as ‘lack” and ‘gap’ are in many ways similar. One of the
earlier views of “lacks” is Allwright & Allwright (1977)’s suggestion that things
learners can not achieve in English are their lacks. Hutchinson & Waters (1987)
define lacks as ‘gap between what they need to know and already know’. The two
definitions hence overlap with each other in the sense that the gap is a kind of
discrepancy (see also Altschuld & Witkin, 1995; Berwick, 1989:52; Brindley,
1990:65; Ornstein & Hunkins, 1998:74; Packwood & Whitaker, 1988). To sum up
these identical claims, needs is a lack or gap which represents a measureable
discrepancy between the present state and the desired future state. Despite the
similarities of the definitions above, Robinson (1991) identifies needs as lacks that
symbolise the lack of language knowledge, namely what the students do not know or
can not do in English. On the other hand, Kaufman (1995) holds a different view by
claiming that needs should be regarded as a process to identify the gaps, instead of the

gaps themselves.

Area 5:a. means _ b. routes




Hutchinson & Waters’ view of needs as 5b. routes is derived from that of 5a. means.
By routes, Hutchinson & Waters refer to the way language is learned from the starting
situation to the target situation. As early as 1981, Widdowson defined needs as ‘the
means of learning’-- what the learner needs to do to actually acquire the language. It
IS a process-oriented definition of needs and relates to transitional behaviour. Adding
on to Widdowson’s process-oriented view, other scholars also came up with similar
definitions of needs. For example, Stufflebeam & Shinkfield (1985) proposed that
needs are evaluations. Witkin & Altschuld (1995) identify ‘need’ as something

required to fill a gap or a set of solutions or means to a desired situation.

Although Holliday & Crooke (1982, in Holliday, 1984) and McK:illip (1987) also
suggest that needs are means, their definitions vary from the scholars mentioned
above. McKillip’s (p.10) views are different in the sense that he points out four areas
of concern that need to be considered—values, target, population, problem and
solution in the definition of need. Moreover, given the broad definitions of needs as in
5a. means, Holliday & Crooke and Holliday (1984) proposed the approach of ‘means
analysis’, which mainly focuses on the culture of the classroom (as in area 6). Thus it
is worth pointing out that although the term ‘means’ might suggest various areas of
needs, among them, the definitions of 5a. means and 6. culture of the classroom are

identical in the claims of Holliday & Crooke and Holliday (1984).

Area 6: culture of the learners/classroom

The concept of considering the culture of the learners was first put forward by
Richterich & Chancerel (1977/1980) in their Council of Europe project. However, not
much attention was drawn to the perception at that time. Due to Holliday’s (1984)

experience of practicing in various cultures, for instance the Arab world, he suggests



that a methodology which works in one culture will not necessarily work in another
because all learner groups have their uniqueness in classrooms. He suggests that in
classroom culture research, a means analysis, and the traditional needs analysis should
be juxtaposed to investigate variables concerning culture (such as appropriate

methodology, and styles of learning and teaching).

Area 7: constraints

As for constraints which hinder language learning, Munby (1978) classified them into
socio-political, logistical, psycho-pedagogic, and methodological factors He suggests
that these factors should be addressed after the needs analysis and the development of
curriculum. Yet Munby (1984:64) later modified his own work by allowing the
political factors which affect the context of the target language and the homogeneity
of the learner group to be considered in the needs analysis, while still regarding the
other factors as ‘non-needs’. With respect to regarding needs as constraints, Chambers
(1980:30) agrees with Munby that constraints, usually money and time in his view,
interfere with the aims of ESP. Although he disagrees with Munby that the learners
are the main source of information, coherently he further claims that constraints and
intermediate objectives are not real needs: constraints will hinder learning and
intermediate objectives will change over time. Whereas both Munby and Chambers
hold similar views towards needs as constraints, White (1988:84) defines constraints
as a kind of means, ‘a construction system, by which the ends will be reached’.
Furthermore, constraints are regarded as limitations of the institution, such as
materials, culture or attitudes, and should be taken into account (Holliday & Cooke,

1982; Holliday, 1984). This particular view is hence identical to 5a. means.

Area 8: requirements




Job requirements are considered as needs in early needs analysis, such as that of
Widdowson (1981), who refers to needs in the target-oriented approach by stating
requirements are what the learners have to be able to do at the end of a language

course. This perception is identical to that of Robinson (1991).

Area 9: what learners need to know

This broad definition which relates to determining the learner’s aims in learning the
language was put forward by Tarone & Yule (1989). They believe ‘the
communicative behaviour (real or hypothesized) of fluent speakers of the target
language is taken as a sort of measure by means of which we can establish what the
learner needs to know about the language’. (p.33) In other words, the need in learning
a language is to equip learners with the skills to perform like a native speaker in the
target situation. Instead of identifying needs in specific terms, Tarone & Yule’s rather
vague suggestion merely points a direction for some scholars to refer to and to follow

as they see fit.

In summary these definitions are often overlapping and similar. Although needs are
often regarded as a kind of language deficiency at the early stage of the development,
scholars have underpinned the definitions of needs in different ways with different
categories. In reality it is worth mentioning that course planners, teachers, learners,
employers, parents, schools, management etc. would perceive needs from different
point of views, and therefore, the definition of needs depends on a certain group’s
judgments and interests (Richards, 2001) In this study, as the term ‘needs’ (75 3K)
indicates both ‘needs’ and ‘wants’ in Mandarin, and given this fact that various

definitions were identified by the students in the data under the term of ‘needs’ , the



researcher will use “needs’ in its primary mean with exceptions of where wants, lacks,

wishes, interests, etc. were particularly identified by the participants.

3.2.4 Approaches to Needs

Other than defining needs by perceptions as presented in Figure 3.2., needs are also
classified into various approaches according to their natures. Some well known sets
are:

® (oal- oriented needs vs. process-oriented needs

Widdowson (1981:2) defines the means of learning as process-oriented needs. On the
other hand, Robinson (1991) gives a ‘goal-oriented definition’ or ‘objectives’ (see
below) view of needs. She defines needs as the student’s job requirements; the
necessary or desirable skills the individual has to learn in a particular language
context. In her view, a ‘process-oriented definition’ which relates to transitional
behaviour (p.7) is given to identify the actions the learner needs to undertake in order
to acquire the language

® perceived needs vs. felt needs

Berwick (1989:55) distinguishes needs as ‘felt’ needs and ‘perceived’ needs. Felt
needs are ‘those which learners have’ and they can be sometimes referred as
‘expressed’ needs, ‘wants’ or ‘desires’ according to the analyst’s preferences.
Dudley-Evans & St John (1998:123) further explain that objective needs and
perceived needs are derived from ‘outsiders from facts’. These needs are something
observed and can be verified, whereas subjective and felt needs are derived from the
‘insiders and correspond to cognitive and affective factors’.

® obijective needs vs. subjective needs

Brindley (1989:66) places needs into 3 categories: ‘language proficiency’,

‘psychological-humanistic’, and ‘specific purposes’, but he also, like Berwick’s



(1989:57) 2-category classification of perceived and felt needs, suggests that there are
2 types of needs: the objective needs concerns learners’ personal data, patterns of
language use, language proficiency and problems; subjective needs concerns affective
and cognitive factors, wants and expectations, learning styles. On the other hand,
Richterich (1980) concluded the subjective needs, which concerns learners’ feelings,
are somehow indefinable.

® product vs. process (Brindley, 1989) / product and process (Robinson, 1991)

Brindley (1989:70)) refers to the actual language which learners had to use as the end
product. Thus product-oriented needs derive from the target language situation or goal,
process-oriented definitions. Robinson (1991, see above) also proposes that both

product and process must be taken into account in conducting needs analysis.

We can conclude that the definitions of needs have evolved from early target-oriented
areas to a broad aspect which include elements from different perceptions. One must
choose the criteria or definitions according to the aims of the curriculum. The current
trend seems to treat the culture of the classroom as a significant factor. Yet, in
practice, the learning needs as well as the culture of the classroom and teaching
methodology would differ from one situation to another. Thus the learners also need
appropriate methodologies as well as teaching materials/contents, as Holliday
suggests, to help them to get to their target situations. Holliday also points out that the
process is not the same in every context; learners are trained in most cases without a
standard methodology. In some countries such as in the Arab region, learners have
different ways of learning to what is assumed by communicative language teaching.
Therefore the teachers need to work out a good communicative language teaching
methodology for process-oriented approach. However, this good teaching

methodology might not work in a different culture. In order to identify learning needs,



one has to consider the circumstances in which the language is learnt, such as the
learner’s background, the reason for taking the course, the way the learners learn, as

well as the time and place where the language course take place.

To tackle the definitions and categories of needs discussed above, scholars have
proposed various methods to analyse learners’ needs in ESP classrooms. One well
known example is that of Dudley-Evans & St John (1987) in which they categorised
needs analysis approaches into target situation analysis (TSA) that concern objective,
perceived and product-oriented needs, present situation analysis (PSA) which
concerns language skills and learning styles, and learning situation analysis (LSA)
which deals with subjective, felt and process-oriented needs. These methods are

discussed in the next section.

3.2.5. Methods of Needs Analysis

Before the late 1990s, needs analysis had been categorised into two main areas in
general —Target Situation Analysis (TSA) and Present Situation Analysis (PSA).In
addition to these two traditional approaches, Dudley-Evans & St John (1998)
proposed the third approach, the Learning Situation Analysis (LSA). In this section
the researcher will outline these three main categories by including the claims of the

key authors.

3.2.5.1 Target Situation Analysis (TSA)

The term “Target Situation Analysis (TSA)’ was introduced by Chambers (1980) who
described TSA as a top-down, target-oriented approach. This type of needs analysis
focuses mainly on the desired level of language performance at the end of a language

course, that is, in the target situation. Derived from the definitions of necessities or



demands, TSA are often designed and conducted according to the instructor or course

designer’s view.

Influenced by the work of David Wilkins (1976), Munby (1978) formulated a very
well known framework with communicative needs processors (CNP) to transfer
learners’ linguistic needs into lists of language skills and functions which served as
the basis of a target syllabus development (Alderson & Clapham, 1992:151; Brindley,
2000:439). This model was directed towards ESP contexts (Hawkey, 1979:8, in White,
1988:87), with the perceptions of ‘need’ as:

® target needs must be identified before designing the course.

® communicative skill is emphasized.

Munby’s (1978) framework is well known for being a systematic and comprehensive
model which outlines the factors needed to be considered when designing a language
course at that time. Despite the fact that later he modified his model by allowing
political factors to be a variable, his framework is not without flaws as we shall see
below. The communicative target needs that the Munbian model focuses on are
categorised into nine different headings as participant (learners’ personal information);
purpose (why the language needs to be learned); setting (in which the learners will use
the language); interactional (communication usage in learners’ context); instrumental
variable (medium, mode and channel); dialect (languages required); target level (the
proficiency required); communicative events (what activities the learners will be
engaged); and communicative key (attitude factors). The profile derived from these
nine components serves as a base upon which a list of specific language skills the
learners need to acquire is then drawn. The language skills can be further divided into

approximately 300 sub-skills in 54 categories. Munby’s ‘systematic and detailed’



(West, 1994:9) work has brought forward the issues linked to effective learning
because he came up with a set of objective procedures to identify the communication
variables to discover learners’ linguistic requirements in the future situation
(Brumfit,1978, in Robinson,1980) and then develop a syllabus based on the data

collected.

In spite of its influence on ESP syllabus design and proficiency testing, the Munbian
Needs Analysis model was soon under strong criticisms for it sets constraints on the
findings by using the structured framework under which the significant factors were
unlikely to emerge. It is not surprising that a group of specialists from British Council
took a two-day training session to try out Munby’s model to profile the needs of
imaginary students and commented, ‘there was no evidence that groups would have
been better off using live informants’ (in Robinson, 1980:30). Moreover, since the
model collected data of the learner, not from the learner, many scholars disagree with
Munby’s belief that learners should not be the main source of information (West,
1994). Also, conducting such an accuracy-based syllabus (Chambers, 1980:187)
could be pedagogically difficult to be carried out (Brumfit,1979) because it is too
demanding on the teachers, time-consuming, complex, and inflexible (McDonough,

1984; Hutchinson & Waters, 1987; West, 1994).

Despite the flaws identified, Munby’s model has served as a foundation from which
many scholars formulated their versions of TSA. For instance, Hutchison & Waters
(1987) developed their TSA framework upon Munby’s model by stating that TSA is a

process of ‘asking questions about the target situation and the attitudes



towards that situation of various participants in the learning process’ (p.59) From the
questions proposed by Hutchinson & Waters, the connections between their work to

that of Munby’s since many of the questions are clearly driven by Munby’s claims.

3.2.5.2 Present Situation Analysis (PSA)

Whereas TSA tries to identify what the learners should be like at the end of the
language course, Present Situation Analysis (PSA) focuses on what learners are like at
the beginning of a course. It aims to identify what students’ language competence is
in the beginning as well as their weaknesses and strengths (Dudley-Evans & St John,
1988:125). Richterich & Chancerel (1980) suggest that the information should be
collected from the students, the language-teaching establishment, and the students’
place of work. Other factors such as respective levels of ability, their views on
language teaching and learning, resources such as financial and technical, surrounding

society and culture are to be taken into account as well.

As McDonough (1984) suggests, PSA should be conducted before TSA for it
identifies the fundamental variables which must be taken into consideration. Current
needs analyses often is comprised of both approaches in order to identify learner’s

needs in a wider scope.

Deficiency analysis

Derived from the definition of needs as lacks and wants, Deficiency Analysis is
regarded as a type of PSA by scholars such as Allwright (1982), Robinson (1991) and
Tudor (1996). The lacks in question indicate the gap between the present situation and
the target situation (Annott, 1978; Allwright & Allwright, 1977) or ‘what the students

do not know or cannot do in English (1991:7).0On the other hand, learners’ wants



indicate ‘what the learners want or feel they need’ (Hutchinson & Waters, 1987:57) or
‘what the students would like to gain from the language course’ (Robinson, 1991:7).
This bottom-up approach is rather subjective and process-oriented, hence may
sometimes come into conflict with the teacher’s or course conductor’s view; but it is
possible to incorporate learners’ lacks and wants to form a solid base of the syllabus

(Jordan, 1997) if negotiated by learners and instructors.

3.2.5.3 Learning Situation Analysis (LSA)

Besides investigating the needs in the target situation and the beginning situation, the
concept of learning needs is put forward to determine the needs during the learning
process (Dudley-Evans & St. John, 1998; Hutchinson & Waters, 1987). Hutchinson &
Waters’ framework for LSA is formed by a set of questions concerning the learners,
the learning and the context of learning to complement what the TSA does not cover.
Dudley-Evans & St. John (1998) further suggest that TSA, PSA and LSA are the three

elements for a comprehensive needs analysis.

Taking the learning environment into account leads to further approaches discussed
below.

Strateqy analysis

Allwright (1982) and Widdowson (1983) defined the learning needs by ‘strategy
analysis’. It should be noted that they argue that learners may not be motivated by the
target situation where ESP is concerned. Therefore a strategy of learning process and
activities would help to provide a basis of options concerning learning strategies for
teachers and learners; especially when there is a big difference in cultures or
educational traditions of the two parties. A detailed strategy analysis instrument called

the ‘Strategy Inventory for Language Learning (SILL)’ is illustrated by Oxford



(1990:283-291) and aims to identify learners’ preferences with respect to class
activities. Through such analysis, teachers and learners can exchange their opinions

and compromise on learning means and approaches.

Conflicts do unavoidably appear in classrooms as teachers and learners have different
perspectives (as in Brindley, 1984:103-112). However, as Tarone &Yule (1989:9)
suggest, the solutions are — “fight *em, join ‘em or channel ‘em’. Strategy analysis
serves as the instrument to the goal.

Means analysis

Means analysis relates to contextual factors, which Munby regards as ‘constraints’,
and are the focus of means analysis. In the book ‘Communicative Syllabus Design’,
Munby (1978) points out that there are variables which have to be addressed after the
needs analysis is conducted for these variables would hinder the implementation of
the syllabus. These variables are socio-political, logistical, administrative,
psycho-pedagogic, and methodological variables. His approach to these contextual

factors is opposed by other scholars such as Holliday (1984).

For Holliday (in Swales & Mustafa, 1984:49), means analysis, more accurately
‘means research’, emphasises the culture of the classroom, with culture being ‘what
can be observed within a given classroom at any given time in terms of its social
dynamics.” (p.34) It is part of the learner-centred approach; an essential element of
which is classroom culture research into the target situation. Not only the interaction
between all parties, but in a wider sense, the social and institutional variables are all
relevant to the classroom culture. Holliday says his approach is similar to that of
Hutchinson and Waters’ learning situation needs analysis but it is broader in terms of

what should be observe and the social scope. It is essential for those who are involved



to have some expertise in classroom culture research, although there was still a debate
about who would be better to do the research. Furthermore, the constraints of the
institution, such as materials, culture or attitudes, should be taken into account. This is
known then as means analysis or the ongoing ecological approach (Holliday& Cooke,

1982; Holliday, 1984).

Besides those discussed above, other methods such as language audits,
discourse-based analysis, genre-based analysis, task-based analysis, and
computer-aided corpus analysis have also been suggested to understand learners’

learning needs.

Although there may be different views about which method(s) should be conducted to
identify learners’ needs, most researchers regard ‘fundamental variables’ as
significant factors that need to be addressed first in order to construct an ideal needs
analysis (Munby, 1984; McDonough, 1984). One conclusion that can be drawn from
the analysis above is that needs analysis has changed considerably over time. There is
a degree of confusion and overlap in the terms used. As a consequence of this any
researcher should be aware of the developments and approaches — and the criticisms
and refinements — but in the final analysis one will have to decide for his/her own
situation and learners what kind of needs analysis should be conducted — rather than
seeking to apply what others have done or to apply a method on which there is

consensus.

3.3. Research Trends and Approaches towards Translation in the Taiwan Higher

Education Sector



There are four major journals which focus on translation studies in Taiwan, Journal of
the National Institute for Compilation and Translation, Studies of Translation and
Interpretation, Compilation and Translation Review, and Guang Yi: Lingual, Literacy,
and Cultural Translation. The research trend towards Translation Studies in Taiwan
can be seen directly from the articles published in these four journals (Lan, Dong &
Chiu; 2009, cited in Wu, 2010). They reported that scholars tend to ‘give an account
of research achievements in translation studies but in journal format rather in the book
format’ (p9). There were only 214 articles published in these journals from 1996 to
2009. Evidently studies on translation studies are relatively few compared to other
language disciplines in Taiwan (Liao & Chiang, 2004-2005; Davis & Liao, 2009;

Liao, 2011).

Earlier studies have a tendency of stressing the importance of theory learning in a
translation curriculum. For example, Chen (1996) identified translation from
theories proposed by Plato and Aristotle and introduced the process of translation by
referring to approaches proposed by scholars such as Buhler, Newmark, Nida, Catford
and so on. Chen (1998) also claims that translation courses need to be founded on the
basis of theory to develop a ‘correct’ translation process and points out the perplexing
problems of translation as well. Besides theory analysis, another trend of early
research was the analysis of curriculum design. Researchers such as Lee (1996),
Ton (1996) and Yang (1996) discuss curriculum designs and give suggestions on
curriculum construction based on questionnaires distributed to students and/or
teachers of Interpretation courses offered at general universities. On the other hand,
how translation courses were taught at institutes, what the students’ and teachers’

perceptions were, were of no interest to the scholars at that time.



Looking back on these trends, Wu (2010) finds three main categories of research
topics published in Taiwan: those related to ‘translation teaching and curriculum
construction’ (32.71%), ‘translation strategies and aids’ (18.23%) and ‘terminology
translation and theory discussion’ (10.28%). Of all these articles, those on translation
are fewer than those on interpretation/simultaneous interpretation in number. The
majority of studies which aim to investigate students’ needs neglect the learners’
views. These studies are usually conducted from the instructors’ and/or the
enterprises’ points of view when trying to identify issues concerning teaching (Lee &
Liao, 2010; Shih, 2001; Wang, 2007; Wang, 2014). However, as the communicative
language teaching approach emerged, the classroom focus shifted from
teacher-centered to student-centered; academics finally developed their research

interest in students’ needs.

The researcher would like to point out here that the purpose and goals of the courses
offered at language departments at general universities and technological universities
are different, as presented in Chapter Two. Ho (1999) proposes that the learning goals
of translation courses at general universities and at technological universities should
be distinguished. Echoing her claim, Liu (2002) also identifies the main purpose of
translation courses at technological universities as to enhance students’ English ability
instead of learning translation theories or techniques. Moreover, Lee & Liao (2010)
suggest that translation courses at applied language departments at technological
universities should emphasise the training of English abilities in the workplace. From
these findings one can conclude that as the orientations of translation as ESP courses
at these two separate institutions vary and the characteristics and curriculum
constructions of such courses therefore vary accordingly (Shih, 2001). With that being

said, due to the lacuna of studies on translation courses in Applied English/foreign



languages departments, the findings of this study may be compared with studies on

English departments in the discussion chapter if applicable.

3.4. Research on the Needs of Translation Classes at Applied English/Foreign
Language Departments

Translation courses at technological universities are named differently according to
the distinctive nature of their course orientations. The common course names include
‘English  Translation’, ‘English-to-Chinese  Translation’,  ‘Chinese-to-English
Translation’, “Translation, theory and practice’, ‘Translation Studies’, ‘Media
Translation’, ‘Business Translation” etc. In this study ‘translation’ is used as an
umbrella term to represent these courses. In the context in which this study took place,
the course was called ‘English Translation” and aimed to enhance students’ ability in
translating English to Chinese. It was a one year course offered to the Year 3 students

at an Applied English Department at a technological university.

As presented in Chapter One, the research question mainly focuses on the perceptions
of needs for this particular translation class, and research on both teacher’s and
students’ perceptions will be analysed here in some detail since an overview of

research in Taiwan is also useful for future researchers.

3.4.1. What are needed from the teachers’/scholar’s perspectives
Where the technological university setting is concerned, there are only a few studies
specifically investigating the needs of translation courses at applied English/foreign

language departments (Wang, 2007; 2008).



One most cited work is that of Ho (1999). Ho identifies teaching difficulties from the
view of 22 course instructors at technological universities/colleges with applied
English/foreign languages departments. Ho (1999) used a questionnaire with 18
questions. Among the questions, 16 were multiple choice questions. The data Ho
collected was about both translation courses and interpretation courses offered at an
applied foreign languages department which include applied German and applied
Japanese departments. By associating definitions of needs with lacks and constrains
(as categorised in Chapter 3), she conclude that finding suitable teaching materials is
the most difficult task for instructors who teach translation for the first time, whereas
the instructors who teach translation for the second year regard the time-consuming
issue of marking students” work as their main concern. Also, the need for teaching

resources such as information on teaching translation is identified by the instructors.

However, the purpose of her questionnaire mainly focused on collecting information
about/of the teacher. Only one question (Question 15) collected information about the
students’ learning difficulties but also from the teachers’ perspective. A second
problem is that the questionnaire was not piloted and its validity is thus in question.
Furthermore, her findings on translation courses were based on only 12 valid
questionnaires in 1997. It should be noted that there were only 17 technological
universities/colleges which offered translation courses at the time she conducted the
research. As the number has increased to 55 and translation courses have been
developed rapidly, the status quo of teaching and learning may have changed since
then. Despite these problems, her work is one of the few that investigates translation
teaching in technological university settings and is often cited in the few studies

conducted in the same field, such as Dai (2003).



Dai (2003)’s study investigated the teaching situation, including curriculum design,
teaching materials and approaches, teaching goals, teaching difficulties, learning
difficulties, and exercise and assessment (p.5), at both general English departments
and applied English departments. In addition, she also attempted to distinguish the
similarities and differences between translation courses offered at English
departments and applied English departments. Dai distributed an unpiloted
questionnaire based on that of Ho with 31 questions concerning translation curriculum
design and content, teaching and learning difficulties, exercises and assessment, and
teaching staff issues to the 63 instructors of 60 translation-related courses at 43
universities in 2001. The questions asked on the questionnaire showed that Dai
expanded the definitions of needs as necessities/ demands, wishes/desires, and
constrains/difficulties with a goal-oriented approach (see 3.2.3). 25 of the
questionnaires were returned and among them 2 were invalid. Therefore the number
of valid questionnaires was 23 and the return rate was 36%. This is about the usual

rate for a postal questionnaire (see e.g. Cohen, Manion & Morrison, 2000).

As the two studies mentioned above addressed the needs of translation classes from
the teachers’ perspectives, the researcher will now categorise and discuss issues they
discovered in detail, along with Shih’s (2001) work which analyses curriculum design
of translation courses offered at 40 institutes in Taiwan. Shih’s research involved
translation courses offered at 15 general universities and 25 technological
colleges/universities. It should be noted however that her analysis which focuses
solely on investigating the needs in sense of ‘lacks’ of translation programs was
conducted by analysing the course information illustrated on the web pages of these

schools in 2000. No other methods were employed to collect information about the



curricula in question and no results from previous studies were mentioned in her

study.

Ho’s study was on the teaching of translation and interpretation at applied English,
German and Japanese departments. Shih, on the other hand, focuses on translation as
well as interpretation curriculum design at applied English departments. Dai’s work
was on translation courses at both general English and applied English departments.
None of these studies aimed to investigate the learning process of students at applied
English departments as this study will do. However, due to the scarcity of literature,
their findings are presented below to help understand the perceptions of translation

teaching in higher education in Taiwan.

3.4.1.1. Curriculum and Materials Needs

Curriculum design

In terms of curriculum structures, Shih (2001) identifies flaws in both translation and
interpretation courses at English departments as well as applied foreign languages
departments. She points out that applied English/foreign languages departments
should not be extensions of traditional English departments at general universities.
They should have their own characteristics and status. Shih also advocates that
multi-media or translation software should be employed in language training. As
indicated above, Shih’s work is based only on website analysis, and as such is of
limited quality and use, but needs to be considered here because it is the only one

which comments on curriculum.

Textbooks



As Ho (1999) claims, finding suitable teaching materials has been identified as one of
the difficulties teachers face. Scholars have been trying to identify ‘good’ textbooks.
In addition to some book reviews such as Chen’s (2003) recommendation on Mona
Baker’s ‘In Other Words: a coursebook on translation” as an ideal textbook for
translation learners, Liao, Lin, Chu, Chang, Chang & Ou (2011) published a course
book on translation syllabus, which explicitly stated on its cover that it is ‘the nation’s
first book on translation syllabus’. The book employs 15 step-by-step lesson plans to
be taught in 15 weeks. The contents of these lesson plans were developed based on
the authors’ personal teaching experiences, following a social constructivist teaching
approach. This book thus aims to solve the translation teachers’ problem of finding
suitable teaching materials. In October 2013, Liao and his co-authors published
another course book on English-Chinese Translation by introducing basic theories and
methods along with translation exercises (Liao, Ou, Lee, Wu, Chen, Chang, Yu & Liu,
2013). The contents of this book, similarly to previously published books on
translation, are based on a social constructivist teaching approach and the authors’
own teaching experience. The authors also point to the lacuna of translation textbooks
in Taiwan and conclude that the reason for the lacuna is because translation teachers
devote themselves to research or journal publication instead of writing textbooks.
Since ‘good’ or ideal textbooks based on the Taiwan culture or contexts are difficult

to come by, textbooks from China are usually used for translation classes in Taiwan.

Problems with textbooks are also reported by Dai (2003). She identified three
characteristics of the textbooks used. The first was that the textbooks seem to
emphasise English-to-Chinese translation, and Chinese-to-English translation was
neglected. She pointed out that the reason was that Chinese-to-English translation

textbooks were scarce. Another characteristic with the textbooks was that they tend to



provide exercises translating sentences instead of translating paragraphs. The students
would encounter difficulty in understanding and identifying the correct meaning of
the sentences without context. Finally she points out that most of the textbooks were
published decades ago by scholars from China or Hong Kong; textbooks such as Si’s
“Translation Studies’ (EHEEHF5T) which, published in 1972, were still used by the
instructors. In addition, due to the language usage or cultural differences some

teachers found these textbooks difficult to understand.

Difficulty in finding the ideal textbook is prominent in Ho and Dai’s studies and
though none of the studies specifically focuses on translation classes at applied
English departments of technological universities. Therefore textbook usage in that
particular setting is still unknown. As for the two textbooks designed by Liao (2011;
2013), they are not specifically designed for the students from applied
English/Foreign languages departments.

Teaching contents

Dai’s (2003) study shows that the foci of translation courses at general English
departments were translation exercises and skills (53%), translation example analysis
(24%) and translation theories (19%). One would expect that practice-based applied
English departments would put less emphasis on theories, but the foci of translation
courses at applied English departments were similar: translation exercises and skills
(56%), translation theories (23%) and translation example analysis (17%). It is a
rather interesting finding. Dai points out that the academics seem to agree that
translation theories should be included in university translation curricula although
there has long been a debate. As for what proportion of application and theories to be
taught in classrooms, Dai suggests that it is the teacher’s decision as long as the

teacher does not ignore either of them.



Exercises and activities

It is also reported by Dai that students tend to perform better in take-home exercises
than in in-class exercises which usually had to be done within specific time limits.
Furthermore, translation exercises done in group work were reported to be better than
those done individually. Students think they can learn things from each other and
benefit from the discussions taking place, Some even stated that they have learned
communication skills and gained emotional satisfaction from group work. As for the

number of students in each group, Dai suggests that the ideal number is 4.

Dai’s study also shows that individual exercises are also supported by students,
although they tend to make more mistakes in doing them. Her conclusion is that both

group and individual work should be employed in classrooms.

Assessment

According to Dai, 90% of the translation teachers at applied English departments use
examinations to assess students’ performance. They think that it is a way to identify
students’ difficulties in translation, understand students’ translation ability, make
students study by presenting the pressure of exams, train students’ speed in translation,

asses how hard students work, and just to give grades.

3.4.1.2 Teaching and Learning Needs
Teaching goals
Ho (1999) suggests that enhancing basic language skills is the goal of translation

courses. Dai (2003) also reports enhancing Chinese/English writing ability is regarded



as the teaching goal by 90% of the translation teachers at applied English

departments.

Ho (1999) also questions the ambiguity of the teaching goals of applied languages
departments by pointing out the lack of studies on translation teaching and identifying

teaching goals.

Teaching difficulties

As discussed in 3.4.1. Ho regards marking students’ work as a challenge for teachers
as it is rather time-consuming. In addition, she points out that teachers tend to think
that teaching resources centres or teaching workshops are needed in order to gain
necessary information to accessorise students with the skills they need in the
workplace or market. Similarly, the lack of teaching resources and further studies is
also identified by Dai. She suggests that teachers can improve themselves by looking
for resources online such as finding dictionaries or guidebooks, or by referring to the

teachers’ experiences in other regions.

Similar to Ho’s claim, Dai also suggests that teachers find large-size classes
challenging because they have to spend a large quantity of time on marking students’
work. In order to ease pressure, some teachers would reduce the frequency of
assignments. However, this action may lead to insufficient practice and result in

hindering students’ learning.

Another teaching difficulty identified both by Ho and by Dai is that the students do
not possess enough context knowledge. Ho thinks that students’ insufficiency in

understanding English texts creates problems for teachers. Dai suggests that it could



be solved by first identifying the nature of the problem(s) and then applying strategies

such as guiding students to use dictionaries or Internet resources.

Learning difficulties

Translation students’ learning difficulties were not identified in Ho’s study, whereas
according to Dai, students’ insufficient foreign language ability is identified as a
learning difficulty in English-to-Chinese translation classrooms. The same issue has
been identified as a teaching difficulty as mentioned previously. However, Dai argues
that the standard of ‘sufficiency’ is difficult to define. She suggests that the
misunderstanding of texts might have been caused by difficult teaching materials. She
proposes that by adjusting the level of difficulty in teaching materials, cultivating
students’ ability in identifying errors, and enhancing students’ language ability, this

problem may ease.

In addition to insufficient foreign language ability, students” ability in using Chinese
appropriately is another challenge raised by Dai. Teachers reported that students
experienced problems mastering Chinese language. Moreover, students were found to
use Chinese grammar in composing English sentences. The lack of English grammar

knowledge is another learning challenge in Chinese-to-English translation classrooms.

3.4.1.3. Teacher issues

Whether or not translation teachers are qualified to provide instruction on translation
has been an issue reported on by Ho, Shih and Dai. By pointing out the lack of
professional knowledge among translation teachers in Taiwan, Ho further argues that
the majority of the teachers have only vague concepts of translation and they do not

possess sufficient knowledge in developing teaching materials and approaches.



Although most translation courses are taught by full-time teachers, Ho’s study shows
that 1/3 of the teachers have no practical experience in translation. Shih (2001) also
comments on the problem of the lack of translation teachers in applied
English/foreign languages departments. She proposes offering adequate training to the
teachers of other subjects at the departments a solution to the problem so that these

teachers would be able to teach translation courses.

The fact that there are only a few translation studies graduate schools and none of
them offers translation degrees at a doctoral level is regarded by Dai as one critical
reason for the lack of translation teachers in Taiwan. Besides advocating the need for
more translation studies graduate schools, she also questions the teaching content at
applied English departments for not being practice-oriented as they should have been.
She suggests that as the majority of the translation teachers are from language or arts
disciplines, they tend to create curricula with contents related to their disciplines

instead of developing practice-based curricula which are needed at these departments.

3.4.2. What is needed from the students’ perspectives
Taking into account the overlapping and similar definitions of needs discussed earlier,

this section discusses the aspects of needs as seen from the students’ perspectives.

With translation learners’ needs as the centre of the research question in this thesis,
the researcher looked for studies conducted concerning the needs of translation
classes at technological universities in Taiwan. Despite the fact the use of several
search strategies with different key words to search various Chinese and English
databases (see Appendix 1 for example), the results were unsatisfactory. She then

turned for professional help and booked a session with Miss Huang, the librarian at



the technological university where she teaches, to help her with the search. There
were only a couple articles by Wang (2007; 2008; 2014) directly addressing the
learning needs of applied English-majored students in technological universities
setting. By pointing out that all previous studies have been conducted based on
students’ objective needs instead of subjective needs, Wang (2014) claims that ‘no
studies in students’ needs have been explored for translation course design’ (p.76).
Evidently there is a prominent lacuna in the literature and in practice on using needs

analysis in planning translation curricula in technological settings.

In the three articles published by Wang, she employed the same methodology by
distributing a questionnaire to students at the applied foreign languages (English)
department at a technological university. The questionnaires (in English) were piloted
and explained in Chinese when distributed to students. All three studies were
conducted at the end of the school year when the students have had experience of
learning. One advantage is that according to Long (2005), experienced learners would

have clearer ideas of what they need. The details are illustrated below.

Participants Methodology Aim of questionnaire

2007 | 90 juniors from Year end To explore students’ learning
applied foreign questionnaire with | needs on Chinese to English
languages (English) | 71 items Translation
department

2008 | 90 juniors and 83 Year end To compare students’ learning
sophomores from questionnaire with | needs between
applied foreign 54 items English-Chinese Translation
languages (English) course and Chinese-English
department Translation course

2014 | 90 juniors from two | Year end A questionnaire of EFL
Chinese-English questionnaire with | college students’ needs for
Translation courses | 44 items student-centred translation




from an applied course
foreign languages
(English)
department

Table 3.3 Participants and themes of Wang’s three studies

With students’ learning needs as the focus, Wang’s 2007 and 2008 questionnaires are
similar except that in the 2008 questionnaire included items concerning whether the
translation courses have or in what degree met the goals listed, items on how often
students made the errors listed on the questionnaire, and on teaching materials used in
class were removed. The length of the questionnaires were 3.5 (in 2007) and 2 pages
(in 2008) with the same 7 themes: personal profile, curriculum, learning goals,
learning material and content, learning activities, instruction, and evaluation. As the
designs of these two questionnaire were structured mostly with rating scales items
generated by Wang, the data gathered tended to be limited to her own assumptions of
needs. For examples, there were only 3 questions under the theme ‘curriculum’ in
each questionnaire and there were only 6 items generated by Wang under the heading
‘learning goals’ for students to rate the importance level of each goal. As no open
ended questions were employed in these two questionnaires, the data collected may be
insufficient to illustrate the real situation. The “needs’ being investigated in these two
studies cover definitions of needs as necessities/goals, interests/preferences, and

lacks/difficulties.

Wang (2014) conducted another study specifically to analyse learners’ needs for
translation course design and the data she collected with a 2.5 pages questionnaire
were under the following headings: learning goals, course planning, instructional
materials, teaching and learning, and evaluation to analyse student’s ‘felt needs,

process oriented interpretations, and subjective needs’ (p.79). On top of the



definitions of needs portrayed in her previous two studies, she employed questions
with needs as wants/desires, requirements, and means in her questionnaire. However,
again with no open-ended questions, the students may not be able to express what

they actually needed in the translation course.

3.4.2.1. Curriculum and Materials Needs
Curriculum and Course planning
In general, Wang’s (2008) findings show there are differences between the needs of

English to Chinese translation and Chinese to English translation learners.

With respect to curriculum, according to Wang, students unanimously believe
translation courses to be necessary for English-majors. 49% of the students think they
should start translation courses in the first year of university and 38% of the students

think they should start in their second year (2007; 2008; 2014).

There was rather little information on curriculum and course planning as there was
only 1 yes/no question (Do you think English-majored students need translation
courses?) and 2 multiple choice questions (one on the timing to start translation
course and another on the ideal number of students in a class) asked regarding this

topic on the three questionnaires.

Textbooks

Due to cultural differences, textbooks from Hong Kong or China do not appeal to
Taiwan learners (Wang, 2008). Wang points out that students regard learning of
‘language structure’, ‘translation skills’, and ‘language knowledge’ (i.e. slang and

idioms) to be valuable and should be included in textbooks. In addition, although the



use of textbooks is preferred by English-to Chinese translation learners, they show

less interest in the learning of translation theories.

Though students prefer the use of a textbook, 60% of the learners think a textbook is
not needed in a translation course (Wang, 2014). Similar to Wang’s (2008) claim,
students seemed to prefer textbooks from Taiwan or Hong Kong to those from

Mainland China (Wang, 2014).

Learning contents

It is suggested that both interest-oriented and work-oriented materials should be
included in the course contents, and a balance between these two directions is
expected. Students prefer materials related to ‘conversations’, ‘songs’, ‘stories’, and
‘schedules’ (Wang, 2008; 2014). Students also show interest in ‘fashion’, ‘travelling’,
‘living” and ‘culture and art’. Wang (2008; 2014) provided a list of life-related and
work-related genres in multiple choice questions questionnaires for students to rank
their preferences over the teaching materials. It should be noted that as students were
not given an ‘others’ options in answering the questions that the data collected might

not be able to accurately reflect students’ preferences.

Exercises and activities

In regard to activities in class, students prefer ‘group work’ (Wang, 2008; 2014) as
well as ‘training of language skills’ and “discussion on translation” (Wang, 2014).
‘Individual in-class translation’ and “group presentation’ ranked the lowest. Wang’s

results resembles that of Dai’s (2003, see 3.4.1.1.).

Assessment



Dai (2003) puts forward that 90% of the teachers use examinations to evaluate
students’ performance. Yet, students prefer ‘in-class group translation tasks’,
‘take-home translation exercises’ and ‘tests of language knowledge’ as assessment
tools as shown by Wang (2007; 2008; 2014).

3.4.2.2 Teaching and Learning Needs

Learning goals

‘Improving English ability’ has been identified as the priority learning goal (Wang,
2008). Further study shows that students think ‘sharpening real working skills of

translation’ is the most important goal in learning translation (Wang, 2014).

Learning difficulties

As discussed in 3.4.1.2., the problem of large classes has been identified by teachers
as one teaching difficulty (Ho, 1999; Dai, 2003). Similarly, students hold the same
perception by saying that the ideal number of students in one class should be limited

to 15-25 (Wang, 2007; 2008; 2014) in order to learner effectively.

3.4.2.3. Teacher’s Instructions

Wang (2008; 2014) suggests that students expect teachers to correct the errors they
make and to teach translation skills. ‘Common translation errors’, ‘translation skills’
‘group meeting and discussion’, and ‘students’ translation errors’ were regarded as
important in teachers’ instruction. Due to the scope of the question design, there was

no other information concerning teachers’ teaching approaches.

3.5. Chapter Summary



By analyzing these empirical works in Taiwan, it has been shown that there is a gap to
be filled in regard to students’ perspectives towards translation learning. The studies
discussed above all ended with a needs analysis and no further investigation was
conducted to investigate how students felt towards a curriculum which was designed
specifically to satisfy their needs. Furthermore, there are some significant flaws in
some of the research. For example, problems in respect to piloting and sample size
exist. This highlights the significance of this current research and makes it the first to
explore students’ needs with a needs analysis and action research approach in Taiwan.
In the following chapter, the design of this current research will be presented and an

attempt made to ensure that weaknesses identified in previous research are overcome.



Chapter Four
Methodology

4.0 Introduction

The Research Question

Many researchers conduct their studies with philosophical assumptions and
hypotheses in minds about ‘how they will learn and what they will learn during their
inquiry’. (Creswell, 2003: 6) However, in this study, the researcher did not have
assumptions to test before she began her work, nor did she try to prove a theory. The
research question emerged from her teaching and as a teacher, she felt obligated to

investigate further into the problem.

Developing the research question

As mentioned in the introduction chapter, the module ‘English Translation’, which the
research is concerned with, is a mandatory subject in the researcher’s department. All
students from the Department of Applied English need to pass the module in order to
complete their studies. The course is aimed to prepare students from the department
with basic translation skills before they enter the workplace. The module is also
designed to introduce translation theories/techniques and to employ efficient actual

practice in class in order to enhance students’ abilities in translating texts.

The curriculum objectives, as well as elements which are to be learnt in this module
were designed by the department. The textbook or teaching materials used in class are
chosen by each individual teacher. The teachers are also responsible for designing
lesson plans and the course content that students are to be tested on in examinations.

However, being appointed to teach the module for the very first time and not
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specifically trained for translation curriculum development, the teacher decided to
follow the syllabus drawn up by the teacher who taught the course in the previous

year in the first semester.

When 2/3 of the students failed the mid-term examination in the first semester, the
teacher felt it was her obligation and duty to find out if there was any problems with
the teaching and learning in the classroom. Although there were possibilities that the
problem could lie in other aspects such as the examination not being sufficiently valid,
as a teacher, she decided to focus on the teaching as a first stage before trying to make
sure the examination was valid. It was such a frustrating experience for both the
teacher and the students. For weeks she reflected on her own teaching content and
processes, trying to find out if there was something she could have done better.

Finally, she decided to hear what the students had to say.

At the end of the class on the last day of school in the first semester, the teacher asked
the students if any of them could spare 10 minutes to talk about what they felt towards
the course. 5 students volunteered to stay behind and a group discussion was
conducted. This particular event not only generated the research question, but also
formed the first step of the research process. It was then that Stenhouse’s (1975:143)
claim was brought to the teacher’s attention. In his work he argues that ‘that the
uniqueness of each classroom setting implies that any proposal—even at school
level—needs to be tested and verified and adapted by each teacher in his own
classroom.” The teacher was inspired by his argument and then began to reflect on the

curriculum and her own teaching in the classroom.

The logic of how the research question was formed is as follows:
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Students are not passing the module, they can not graduate. > Why are they not
passing the module? Is there anything wrong with the learning or teaching? - Let’s
hear what the students have to say. - They said they are not learning what they
‘want’ to learn. >Will the teaching and learning improve if students are taught

what they want to learn?

The second phase of the research was to analyse relevant literature about ‘wants’
and/or ‘needs’ in order to give insight into understanding the problem and help to
clarify the issues and operationalise the concepts in the questions, and this was done
in Chapter 3. As discussed in the previous chapter, ‘needs’ can be defined into nine

areas, according to their nature. (see Table 3.2)

The consequences of that include the introduction of the distinction of wants and
needs so that a more precise question begins to appear:
Will students learn more effectively or perform better if their ‘wants’ and/or

‘needs’ are satisfied?

The question then arose as to what approach to research the researcher should take
and action research seemed to be appropriate. With teaching generally regarded as a
professional practice as well as an educational process, the purpose of action research
Is to improve practice rather than to produce knowledge. (Elliot, 1991: 50) That is to
say, the aim of action research is to improve ‘teaching’ as ‘process’ in class, instead of
fostering ‘learning’ outcomes. However, without quality in teaching, one can hardly
expect quality learning outcomes. Therefore, in terms of ‘learn more effectively’, the
researcher would observe changes (if any) of students’ translation skills when doing

in-class or take-home exercises which also act as evidence towards whether students
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perform better after changes were introduced in the curriculum and teaching

methodology.

This chapter now presents the process and design of the research, as well as the
techniques for data collection and analysis. It explains how the action research was
chosen and conducted to investigate whether satisfying students’ learning needs
would influence any learning behaviour or lead to the improvement of their

performance.

The research design is discussed first, followed by an introduction to the instrument
implementation and the strengths and weaknesses of the instruments used in both the
teaching and the researching stages. How data was analysed is briefly discussed in the
third section, followed by a discussion on issues of trustworthiness. Ethical issues are

presented in the next section, before a summary of the chapter concludes the chapter.

4.1. Research Design

Research is usually defined as either ‘qualitative’ or *‘quantitative’ by scholars,
depending on the sort of data collected and how they were analysed. However, other
than the usual distinctions made between these two categories, research can be

distinguished as ‘analytical’ and *advocacy’ (Byram, 2008).

411 Analytical and advocacy research

Educational research can be categorised under three types: research that looks for
cause and effect, research that tries to understand the experience of the people in a

specific context, and research that tries to bring change into a context (Byram, 2008:
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91). “‘Analytical’ research tries to define *what is’ in a context, it explains a problem
or phenomena. On the other hand, ‘advocacy’ research tries to define ‘what ought to
be’ in a context (ibid), this type of works may carry different purposes, looking at

things from different perspectives.

‘Analytical’ and ‘advocacy’ approaches do link to each other, and they do not
necessarily exclude one another in a research project. In this study, the researcher first
analyses by trying to understand a phenomenon (why students are failing the course)
from the views of the people involved (the group discussion), then proposes /
advocates a new approach to improve the situation/create change and to investigate
whether this is successful by investigating cause and effect and also by the
understanding the experience of the participants from their perspective. In this
research, data was collected and analysed by multiple instruments - an interpretative,

explanatory, and a mixed-method research design is used.

4.1.2.  Action Research approach

Within the analytical type of research, while interpretative research tries to understand
the participants’ experience from their perspectives, explanatory research tries to find
the factors behind a situation and their consequences (Byram, 2008). Action research
is a form of advocacy research, which may also use explanatory and/or interpretative
approaches to discover whether what is being proposed/advocated is feasible and

effective.

Advocacy research can be designed in various ways. It is possible, for example, to

carry out experiments with innovations, with control groups or random controlled
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trials on a large scale. These approaches are however difficult for an individual to
operate and action research has become a frequently used approach for teachers as

well as professionals in many other fields.

4.1.2.1. Characteristics of Action Research

A useful and straightforward illustration of educational action research was done by
Zeichner (Reason & Bradbury eds, 2001: 273). In his work the 5 different traditions
of educational action research movements is discussed very explicitly, namely the
action research tradition in the USA that derived from the work of Kurt Lewin, the
teacher-as-researcher movement emerged in the UK in the 1960s, the participatory
action research supported by Stephen Kemmis and Robin McTaggart in Australia, the
North American teacher research movement in the 1980s, and the self-study research
tradition by teacher-researchers in the 1990s. Drawing on Carr and Kemmis’ work,
action research is categorised into three models according to different concepts by
McKernan (1991: 31), Zuber-Skerritt (1992: 12) and others as: 1. scientific action
research; 2. practical-deliberative action research; and 3. critical-emancipatory action

research.

Along with the traditions and models, some case studies in educational action
research, especially in curriculum development, have been presented by Stenhouse
(1979). Typical definitions of action research have also been conceptualised by
scholars such as Carr & Kemmis (1988: 5), Cohen & Mansion (1994: 186), Elliot
(1991), Kemmis & McTaggart (1992: 10), Zuber-Skerritt (1992). Among these
strands the most well-known model would be the ‘spiral format” first illustrated by

Lewin (1946, cited in McKernan, 1991: 16) and later elaborated by scholars such as
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Kemmis & McTaggart (1988) and Elliot (1991), was referred to widely in educational

settings as a cycle of planning, implementing, evaluating, reflecting and re-planning.

Drawing on the characteristics of action research defined by researchers, we can
conclude that action research focuses mainly on the process of practice with planning,
acting, observing and reflecting as the common characteristics. With ‘reflecting’
being the most significant element, action research is a form of small-scale
self-reflective inquiry conducted by practitioners in a particular social setting in order
to improve practice and understanding. However, action research being an ideal
approach to educational settings is not without boundaries. Cohen, Manion &
Morrison (2000: 231-234) explicitly discussed these models in details and point out

some problematic issues.

Action research often received criticisms on not being real research due to the lack of
validity in the data collected and analysed. Moreover, the fact that the findings of
action research can not be generalised often raises questions about the value of using
such an approach. A further issue is the Hawthorne effect’. As Cohen, Manion &
Morrison say (2000: 127) ‘Hawthorne effects threaten to contaminate experimental
treatments in educational research when subjects realise their role as guinea pigs’.
This is a perhaps inevitable aspect of action research and cannot be counter-acted by
the use of control groups or other techniques. With respect to generalisation,
Capobianco & Feldman (2006) outline a possible set of guidelines that practitioners
should be aware of. They emphasise promoting ‘quality’ action research by pointing
out the issues of trustworthiness and triangulation in action research. This issue will
be discussed further in 4.3. As for the latter, since action research is conducted within

a specific situation to improve practice and generate knowledge in that context, the
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value of such an approach lies in the fact that the participants in that context can

benefit from implementing actions.

4.1.2.2. Rationale for using Action Research in this study

In educational settings, action research has been applied widely in curriculum reforms.

Itis
a form of learning from experience, a dialectical interplay between practice,
reflection and learning, that provides the opportunity for teachers to be involved
in data gathering both local information and curriculum developing, reflection on
the action as it is presented through the data, generating information, and making
claims to knowledge based on conclusions drawn from validated information

(McNiff & Whitehead, 2002: 16)

As discussed in the introduction of this chapter, the research question emerged from
the teacher’s reflection on teaching this particular module. Teaching is regarded as a
professional activity, but unlike professionals in other fields, elements such as
‘research’ and “theories’ are often neglected, or as Carr & Kemmis (1990: 14) claimed,
‘ignored’ by teachers. Curriculum development requires technical as well as practical
skills and due to the lack of research or theory training, teachers tend to either use
curricular designed by others instead of developing their own, or at times develop

curricula which are inadequate for learners.

Although it is not the researcher’s intention to discuss curriculum development in
detail for this study, it is worth mentioning that studies also show that inadequate
curricula which have become irrelevant to the daily lives of learners, or failed to

incorporate knowledge of real life, could result in ineffective learning or teaching
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(Sahasewyon, 2004). An adequate curriculum should answer to the needs of the
participants and consist of opinions from those who are involved in the context. In
this study where developing a specific curriculum for the module is concerned, the
implementation of action research is an essential means not only to bring curricular
changes to improve students’ learning, but also generate more knowledge and
understanding in the teacher’s practice as it is fundamentally the essence of action

research.

Following the “teacher as researcher’ principles, the researcher will discuss this action
research project from two perspectives; and therefore refer to herself sometimes as the
teacher and sometimes as the research in order to give a clearer picture of the scenario
and to distinguish processes undertaken by these two roles. There have been times
that the researcher found herself using ‘I’ to document both the teacher’s and the
researcher’s activities and thoughts. She then decided to use ‘the researcher’ instead
of the first person ‘I’ so that it not only distinguishes the separate roles clearer, it also
keeps a distance for the researcher to remain as objective as possible so that the “self’
involvement, as Denscombe puts it, (1998: 208) in interpreting qualitative data is

minimised.

The researcher also acknowledged that fact that by bringing in her own beliefs,
background and experience, the research may be shaped (Cohen, Mansion &
Morrison, 2000). As Hammersley (2007) points out, the nature of data can only be
appreciated when the reflexivity is secured. That is to say, only by acknowledging the
subjective and reflexive nature of her dual-roles, can the data presented by the
teacher-researcher will be appreciated. One prominent aspect the researcher

acknowledged was the possible ‘authority over participants’ (Creswell, 2008) issue at
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the time when all class members agreed to participate in the research and signed the
consent form regardless the fact that they were told that they could opt out. Again,
when the questionnaire was distributed in class, the fact that all students chose to fill
out and return the questionnaire had impact on the researcher hence she decided to
conduct the interviews after the final examination- when the course was completely

over. 4.2.3.5 will further explain why this decision was made.

The researcher realised that the choices she made in collecting and interpreting data
would evidently influence the outcomes of research. How she tackled the issue of
possible bias and how she secured the trustworthiness of data will be discussed in 4.3.
That being said, the researcher was also aware that in naturalistic research issues like
this were somehow insuperable. In addition to 4.3., Section 4.4 will further discuss the

validity and reliability in collection and analysing data.

4.2 Introduction to the instruments and their implementations
Data was collected by different instruments in this study; namely a needs analysis
questionnaire, examination scores, an attendance record, students’ exercises, teacher’s

journals, students’ self-reflection reports and interviews.

4.2.1 The Participants

The teacher chose her own context because it was in which the problem emerged and
it was her primary concern to improve teaching practice in this particular module. It
was also convenient for her since she was the teacher, hence she had access to

conduct research in her own classroom.
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The Year 3 Students from the Department of Applied English were divided into two
classes by the school upon enrolment into the university. This potentially provided the
option of an experiment with a control group but this was not pursued because it
would not have been possible to keep a balance in activities nor possible to offer
something different for the control group whilst maintaining the usual way of teaching
and learning. The cohorts were different in size. The number of the students in the 3
Ching class, the research participants, was 38. However, not all students in the 3
Ching class are Year 3 students because the department allowed students from Year 4
to take this class if they failed the same subject in the previous year. The students in
this group were all from the same department — Department of Applied English. The
average age of the class was 22.12.years old, the majority (32) of the participants was

female students, among all the students 7 were from Year 4.

4.2.2.  The Teaching - planning new teaching strategy
The teacher was very concerned with the fact that the students were having difficulty
passing the module. Therefore she decided to seek for students’ opinions and

suggestions to improve the learning and teaching effectiveness in class.

The pedagogic dimension was conducted in 2008, the processes of the planning of the
teaching were:
Group discussion = Piloting Questionnaire = Modifying Questionnaire >

(January 2008) (February 2008) (February 2008)

Questionnaire distribution = Planning and Implementation of New

(February 2008) (April =June 2008)
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Curriculum=> Final Exam

(June 2008)

4.2.2.1 Needs Analysis Questionnaire

Gathering data by a questionnaire is probably the most commonly used method in
educational research. However, constructing a questionnaire needs careful
consideration as McNiff, Lomax & Whitehead (2003: 122) point out. The researcher
must bear in mind guidelines to avoid questionnaires being ‘dangerous’ or

‘misleading’.

As indicated in the introduction, the teacher had identified the problem being the poor
examination results. Thus she decided to focus on investigating the teaching first. In
Chapter 3, the researcher is aware of the issues related to ‘local needs’ (Tarone &
Yule, 1989:10) and she realizes that although the curriculum was originally drawn for
this particular module, it is logical and inevitable that modifications must be made to
include the voices of the learners from each individual group to be effective. Owing
to the fact that the definition of ‘needs’ has never been commonly defined and
remains a term which hosts various definitions as outlines in the previous chapter, the

teacher decided to seek for answers from the students.

4.2.2.1.1. Use of Group Discussion for developing the Questionnaire

At the end of the first semester, the teacher asked for volunteers to discuss how they
think of their performance. The discussion was carried out in Mandarin. It took place
in the classroom where the students used to have the module, and was recorded with

students’ consent. They were encouraged to talk about what they felt about their
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learning in class. The teacher asked prompt questions to encourage students to express
their opinions.

The prompt questions were:

‘Is there anything you would like to talk to me about the module?’

‘Are you satisfied with your performance in this course?”’

‘I heard that some classmates are not happy with the examination results, what do you
think about it?”

‘Do you have any comments on the teacher’s teaching in class?’

Given the broad definitions of needs described by researchers (see Table 3.2), the
teacher decided to use a needs analysis questionnaire to find out the ‘wants’, ‘wishes’
and ‘desires’ prompted by students in the group discussion. Taking a step further, she
intended to develop a curriculum which not only employs students’ voices, but also
the ‘lacks’, ‘requirements’ and ‘what learners need to know’ from the teacher’s

perspective.

The comments and feedbacks emerging from the group discussion later became the
basis to formulate a “proto-type’ needs analysis questionnaire to investigate students’
needs for this module. The teacher carefully avoided placing leading questions in the
questionnaire and her own subjective judgments were not the only impressions or
measures to initiate questions asked in the questionnaire. The stages of defining the
problem, conducting a ‘needs assessment’, developing hypotheses, acting,
implementing, evaluating and making decisions in this research echoes with those in

the first action cycle described by McKernan (1991: 28).

4.2.2.1.2. Piloting Needs Analysis Questionnaire

78



Piloting questionnaires is recommended by researchers. The purpose of piloting the
questionnaire was to avoid any pitfalls students might encounter in answering the
questionnaire and to minimise the ambiguity of the questions asked and to improve
the preciseness of the questions. The teacher piloted the questionnaire with 7 students

in the classroom a week before the distribution of the final version.

4.2.2.1.3. Modifying the Pilot Questionnaire

Several problems were found and modified during this process; the most significant
problem being the language used. For example, the pilot questionnaire was in English,
it took the students more than 40 minutes to complete it because they had to look up
words in the dictionary all the time. While they were filling out the questionnaire,
students kept asking questions about the terms used in it. It took up a lot of time for
the teacher to explain meanings of some questions. One student said afterwards, ‘It
was an exhausting experience!” The other said, ‘Please can we do it in Mandarin?’
Considering the difficulty the students had in English knowledge, the teacher decided

to translate the questionnaire into Mandarin.

4.2.2.1.4. Questionnaire distribution

A modified version of Needs Analysis Questionnaire was distributed to the students to
be completed in class in February 2008. The students completed the questionnaire at
the beginning of the class after the teacher explained the aims of the questionnaire;
students were given opportunity to ask questions before and during the process. The
teacher explicitly answered and explained all questions students raised. 6 students
were absent on the day when the questionnaire was distributed, but with their consent
the teacher then distributed the same questionnaire to these students to be complete

the following week during concession following the exact procedures of distributing
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the questionnaire in the previous week. The ethical issues regarding the consent form

and questionnaire distributing will be further discussed in 4.5.

4.2.2.15. The format of the Questionnaire

The questionnaire was constructed by both closed/fixed response questions and
open-ended questions which were grouped into 4 parts (see appendix 2). Each section
focuses on a particular aspect of the information which is connected to the research
question. All of the questions asked in Part B and C were developed from the earlier

group discussion.

Part A contains 5 questions which were to find out basic information about the
participants, including their department, the year of study, their sex, age and whether

they would like to participate in further interviews.

Part B consists of 12 questions which focus on the analysis of students’ needs for
language situations and skills illustrated by students in the group discussion. In order
to discover to what extend the other students agree or disagree with these situations or
skills. The first 10 questions were Likert agreement (strongly agree, agree, neutral,
disagree and strongly disagree) type of questions which tried to find out what
language situations or skills that the students wished to achieve by taking the course
and whether they thought the course provided sufficient preparation for that particular
situation or skill. Question 11 consisted of 7 sub-questions which aimed to discover
students’ analysis of their own strengths and weaknesses in relation with language
aspects of the course, namely professional terminology, knowledge of English
grammar, understanding texts you read for pleasure, understanding

newspaper/magazine contents, understanding information texts, knowledge of English
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sentence structure, and any other aspects that the students wanted to tell the teacher.
In order to collect information falling outside the range specified in the questions, a
space is left under each sub-question for students to write down their comments or
anything they wished to elaborate further. Based on the language elements which
students said they wished to require from the course in the earlier group discussion,
Question 12 is a closed question which contained 10 elements suggested by students.
The students were invited to indicate their own language abilities at present and their
desired abilities with respect to knowledge of translation technigques, knowledge of the
different contexts in which words are used in English and Mandarin, knowledge on
sentence orders of English and Mandarin, understanding English idioms,
understanding English slang, translating articles from newspapers/magazines,
translating literature, knowledge and techniques on simulation translation,

terminology on political issues and translating films/movies/TV programs.

The focus of Part C is the analysis of students’ expectations for the course, this part
starts with an open-ended question, ‘What are your expectations for the course?’
Question 2 then follows up with ‘Do you think the syllabus fits your expectation(s)?’
After students indicate ‘yes’ or ‘no’, they are invited to express the reason(s) in a
space provided under the question. Instead of asking what the students ‘want’ or
‘need’ to learn, Question 3 is another open-ended question— “What aspect (if any) is
lacking in the present syllabus?” Question 4 consists of 20 sub-questions which focus
on the students’ opinions towards the present syllabus. First the students are asked if
they are satisfied with a particular aspect of the teaching, such as the translation
techniques included in the textbook (Question 4.1) or the pace of the class (Question

4.3) with Likert scale questions. Then again they were invited to comment on that
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particular aspect and give suggestion on the ways or method to enhance their level of

satisfaction.

The theme of Part D was ‘Reflections and suggestions for the course’. There were
only 3 opened-ended questions in this part. The first question was ‘What aspects of
the course were most satisfying to your learning needs?” On the contrary, Question 2
was ‘What aspects of the course were least satisfying to your learning needs?’” The
last question was a general question on other suggestions or comments they wish to

make.

4.2.2.1.6 The strengths and limitations of Questionnaire

Advantages and disadvantages of the questionnaire have been outlined by many
professionals. The ones that are relevant to the context of this study will now be
considered. The advantages of distributing the questionnaire are: 1. it elicits direct
information from all students involved in this study, 2. it collects large amount of
information in a short time, 3. it is relatively easy to administer, 4. it collects data
which are quantifiable, 5. it effectively gathers initial attitudes and perceptions that

need to be followed.

On the other hand, there are limitations of using such an instrument in the setting: 1. it
was rather time-consuming to analyse the data due to the large amount of questions
asked in the questionnaire, 2. it is possible that students would still produce answers
that they think the teacher wants to hear although the questionnaire was conducted
anonymously, 3.it is difficult to explore issues emerged from the questionnaire in
depth hence other follow-up instruments are needed, and 4. it is possible that the

teacher would interpret the data subjectively.
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4.2.2.2 Planning and implementation of New Curriculum

It would be helpful to briefly demonstrate how the new curriculum was planned and
what aspects were employed in it at this stage to show differences from the old
curriculum. Hence a sample lesson plan which includes *desired’ new elements of
teaching emerged from the questionnaire can be found in Appendix 7 to show how a
lesson was proceeded and what was taught in that sample class.

Acting on students feedbacks, the teacher introduced the two themes mentioned above
to be part of the new curriculum. Neither of them was included in the old curriculum
which focuses solely on the approaches and techniques of translation. The reasons for

choosing the themes for the classes will be explained further in a later chapter.

At the end of the semester, students were given another examination (final
examination) to indicate their degree of achievement in this module. Therefore, the
midterm examination (before the implementation of the new curriculum) and the final
examination (after the implementation of new curriculum) act as pre and post tests of
achievement for the researcher as well as being examinations for the teacher and
students as required by the institution as explained in the next section The results of

these two tests are  compared to see if there is any change in the process.

4.2.2.3 The Examinations

The “English Translation” module was a one year course which lasted two semesters.
The action research was conducted in the second semester. Following the university’s
regulation, a midterm examination and a final examination were conducted in each

semester.
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It is required by the institution that the teacher provides a mid-term exam score sheet
for each class. The midterm scores would be combined with the final exam score and
the class participation scores to make the ‘semester score’. However, the institution
does not exercise a regulation on the forms of assessments. The so-called ‘midterm’
or ‘final” examinations could be in the forms of traditional written exams,
assignments, oral presentations, written reports or any form that the teacher prefers.

The researcher is aware that gender, racial, social and other factors might influence
the assessment outcomes (Gipps & Murphy, 1994: 259). However, it is not the
researcher’s intention to investigate whether these factors are relevant nor is she
trying to establish valid and ‘sound’ tests. Instead, she focuses on testing students’
performance by written tests to investigate whether there is a relation between
students’ needs and their learning. Therefore, the researcher wishes to state that the
exams were not standard tests. Although using standard proficiency tests is a good
way to ensure validity and credibility of the assessment, if proficiency tests were used

here, students wouldn’t be tested on what they have learnt in class.

Both the midterm examination and the final examination in this study were in written
forms, thus the exam papers can be seen as documentary evidence for the researcher
to evaluate students’ performance in this study and therefore the success of the
curriculum development.  As indicated in 4.2.2., the midterm examination took place
in April 2008. The planning and implementation of new curriculum began soon
afterwards and lasted for 10 weeks. After that there was the final examination which

took place at the end of June 2008.

4.2.2.3.1 The Midterm Examination as test of achievement
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The module “‘English Translation” being a subject concerned with both English and
Chinese writing is appropriate for students to demonstrate their abilities in written
forms. In order to investigate students’ strengths and weaknesses in this module, the
teacher decided that written examinations were necessary to assess students’

translation skills and learning outcomes.

The midterm examination consisted of three parts. The first part of the examination
was constructed by 5 true-or-false questions. The second part contains 5 sentences,
which students were asked to translate from English to Chinese using specific skills
learnt in class. In the final part of the examination, students were to translate 2

paragraphs of text from English to Chinese.

4.2.2.3.2 The Final examination as test of achievement

It was also the teacher’s decision that a final examination was needed in this module
due to the same reasons mentioned above. Furthermore, since the examination is in a
written form, they are used by the researcher to further evaluate the effectiveness of

the curriculum innovation.

The teacher therefore designed the examination questions following the exact format
of the midterm examination, which is to begin with 5 true or false questions, followed
by sentences translation and paragraph translation. Some results from these
assessments cannot really be compared since students are not tested by exactly the
same set of questions. However, for the purpose of assessing the differences in
performance before and after the new curriculum, a particular set of 5 questions from
part 2 and part 3 in the midterm examination were placed again in the final

examination. The tests were therefore used, both to measure attainment of the
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teaching objective for each part of the semester and to act as pre and post-tests for the

innovation in the second half of the semester.

4.2.2.3.3 The strengths and limitations of Examination

In addition to the question of using standard tests mentioned above, there is the
possibility of the teacher not being able to be consistent in marking. Another factor is
that it is likely that the teacher did not keep the criteria throughout the marking

process thus the validity of the examination might be hindered.

Having said that, the researcher can still refer to the examination papers as qualitative

data to investigate into any significant changes which surfaced from students” work.

4.2.3. The Researching — evaluating the effectiveness of the new teaching strategy
Other than the requirement of teaching, the researcher decided that she would need
more information in order to answer the research question. Although it is common
practice for teachers to give examinations at the end of the semester, the researcher
purposely designed the final examination to investigate whether students’ translation
skills improved on certain aspects of the translation principles where innovative
teaching had taken place. In addition, the teacher kept a record of attendance and a
journal throughout the course, which she could then analyse, as a researcher, once the
course was completed. Semi-structured interviews were also conducted in groups and
individually from June to August 2008. The instruments used in this phase will be

further discussed below.

4.2.3.1 The Examinations — as the pre and post-test
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As discussed in 4.2.2.3.2., a written final examination was helpful in evaluating
students’ performance. In terms of the contents of the examinations, the researcher
might prefer standardized tests (e.g. proficiency tests) but the teacher needs
achievement tests which test what has been taught in the module. A ‘compromised’
version of final examination which carried elements from the midterm examination

was used to give comparison.

The researcher compared the examination scores of the midterm and final
examinations to identify the differences which may have been caused by the
innovations in the action research teaching. Other than the examination scores, the
translation skills and techniques students demonstrated in the written examination
were regarded as qualitative data and were then also analysed to see if anything (such
as issues concerning curriculum, attitude to learning or teaching etc.) has had changed

during the process which might explain changes in achievement.

4.2.3.2 Attendance Record

It was the teacher’s habit to keep students’ attendance records for her classes. In this
research, the attendance record also acted as data to investigate how often students
attended class and whether they came to classes more often after the implementation
of the new curriculum. Although the teacher is also concerned with this particular
issue, this action is part of the research action because the researcher specifically
keeps the attendance record for each class, because the teacher might not have done

SO.

4.2.3.3 Teacher’s Journals
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To understand the experience from the participants’ perspective the teacher kept a
record which included aspects observed in classroom on a continuous basis
throughout this study. Although such records have been given different names such as
diaries, field notes, journals, logs, and were defined into different types of documents
accordingly (Hitchcock & Hughes, 1995: 134), the researcher regards the teacher’s
records as ‘self dialogues’ journals. In contrast to Bell’s (1993: 102) claims that
diaries “are not records of engagements or personal journals of thoughts and activities,
but records or logs of professional activities”, the teacher’s journals in this study
contain observations, experiences, feelings, reflections, understanding and any other

crucial events that the teacher felt or thought in the classroom.

The teacher had a notebook opened on her desk during lessons so that she could
quickly write down some points about her thoughts or significant events which
occurred in the classroom. Due to the time restriction when teaching in class, she
usually completed the journal after the class was dismissed based on her notes taken
in class to minimise any misunderstandings or blurs of the memory caused by time
lapse. The journal was written mostly in Chinese, however, occasionally some
students’ names and special terms were written in English (for a sample diary please
see Appendix 3). This journal-keeping process was not one which the teacher
normally carried out and in that sense it is particular to the research, a ‘request’ from
the researcher, but simultaneously it is an enhanced version of the record which the
teacher would normally keep of lessons and is a reflection of the teacher’s thinking at

the time rather than the researcher analysis.

It is commonly regarded as useful to keep a diary and a range of techniques as well as

guidelines have been offered by researchers as early as Allport (1942: 95, cited in
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McKernan, 1991). In Action Research in particular, others such as Kemmis &
McTaggart (1988: 50-51), Elliott (1991: 77), Bell (1993), McNiff, Lomax &
Whitehead (2003: 114-115), Lankshear & Knobel (2004: 229), Koshy (2005: 97),
Creswell (2005: 214) have argued that diary/journal keeping is an important part of
the process and in general, there are more advantages than disadvantages in using this

instrument.

Of all advantages advocated in the literature, the researcher finds the journal most
helpful in the way that it keeps records of events which occurred during lessons, and
how it reflects the teacher’s opinions and impressions at those moments as evidence
for later data analysis. Nonetheless, the researcher/teacher did come across some
difficulties in jotting down her thoughts while teaching. One major difficulty was that
the teacher had developed a habit of walking about the classroom during lessons,
which made it difficult in getting back to the desk to put down her thoughts on the
notebook in time. Another challenge was difficulty to record conversations in
real-time. It was possible that significant remarks were not recorded. In addition, due
to the time-consuming nature of keeping journals, there were times that the teacher
could not recognise her own writing later when she tried to complete the journals

because it was done in such a rush that some words or phrases were unrecognisable.

4.2.3.4 Students’ Reflective Notes (sent to the teacher by email)

It is common that researchers rely on students’ journals to interpret issues in action
research, and the data be used as a source for triangulation. Having said that, the
teacher felt it was ethically inappropriate to add more workload onto the students by
asking them to keep a journal on a regular basis although it would have been a helpful

instrument to gather direct feedbacks from students and identify any problems right
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away. The researcher did recognise other ethical issues involved with students’
journals in research such as asking permissions for using them or double checking the
contents with the participants before using them and others. Another concern was that
due to the fact that the participants are grown-ups who would try to impress the
teacher by writing down more compliments instead of criticism whether the journals
were kept anonymously or not, the trustworthiness of the data would then remain in

question.

As a consequence of the ethical issues mentioned, the teacher invited students to write
comments whenever they wished and the students’ reflective notes used in this study
were sent to the teacher voluntarily by those students who were not able to participate
in the interviews. They were sent through email before the end of semester at the
students’ convenience. Instead of answering the questions in the interviews, the
students were invited to express freely their reflections on learning and teaching of the
course. By doing so, the possibilities of leading questions would be minimised, but
the fact that the reflective notes were not sent anonymously might raise doubts in its
reliability for students might deliberately say things which they thought the teacher
wanted to hear. Moreover, the researcher found that one student wrote an A4 page
of reflective notes in which half of the contents was about her personal life that was

irrelevant to the teaching or learning.

4.2.3.5 The Interviews

Being one of the most widely used research methods (Murray & Lawrence, 1999),
various guidelines and procedures of interviewing have been explicitly described in
the literature. Interviewing in action research can be unstructured or semi-structured.

In unstructured interviews, the interviewer may use a set of prompts to initiate a
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dialogue or discussion in which the interviewee is encouraged to express his or her
own opinions freely. The interviewee will naturally focus on things or events which
they think are significant to them and the interviewer then encourages them to

elaborate on that particular issue.

The teacher felt interviewing was necessary for following up issues found in the
previous needs analysis questionnaire. She also realised that many students were not
keen to provide their thoughts in writing even when enough spaces were left under
open-end questions on the questionnaire for students to put down their comments.
Some students actually answered open-ended questions with a simple ‘yes’ or ‘no,
without providing further explanation. As Opie (2004: 111) points out, interviewing
would enable the researcher to explore the reasons behind issues and adds richness

and value to a research.

The type of interviews conducted in this study is semi-structured. In a semi-structured
interview, the interviewer would have a set of questions or specific topics or
directions which are often referred to as ’interview guide’ that needs to be addressed
(Bryman, 2004: 321). Moreover, the flexibility would allow the interviewee to lead
the research direction, or even shape the research question; therefore the unstructured
interview format is considered the ‘best’ tool in the initial stages of action research
(Elliott, 1991: 80). Questions in semi-structured interviews are open-ended and they
do not necessarily have to be asked in a specific order so that the interviewee is given
space to develop or elaborate significant points of interests. Also, questions not listed
on the interview guide can still be asked to further investigate issues arising from the

responses.
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The teacher carefully chose the wordings of the questions so that the meaning of each
question was very clear to the interviewers. In addition, not just the participants with
known characteristics (also see Kvale 1996: 126; Scheurich, 1995 for more) are
included. She was also aware of potential problems such as ‘leading” and ‘sampling’

when interviewing the participants.

In educational settings such as that of this study, the notion of authority over
participants (Creswell, 2008) also needs to be considered—the students might give
answers that they think the teacher wants to hear. Luckily this issue was minimized by
the fact that the students were interviewed during the summer vacation when they
were no longer in the teacher’s class. Logically the students were likely to be more
open and frank in discussing their thoughts when they knew the teacher no longer had
power over their grades. They would be relatively more willing to identify any flaws
or dislikes concerning the course, if any, and the researcher believed that they would

provide true opinions and comments on the course.

4.2.3.5.1 Strengths and Limitations of the Interviews

Like other instruments used in research, interviewing has its limitations and
boundaries. Table 4.1 outlines some of the most mentioned advantages and
disadvantage in using semi-structured interviews from the literature. However, the
strengths and weaknesses of using group and individual interviewing in the study are

discussed separately in the next section.

Advantages Disadvantages

® the interviewer is able to collect data | ® interviewing is time-consuming

directly from the interviewees ® transcribing is time-consuming
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® problems can be followed up o

immediately when they arise by

shifting the sequence or adding new

questions [

® information is collected in a relaxed
context, interviewees would feel less
stressed

® transcripts can provide rich materials

for data analysis

interviewing young children is
difficult in terms of getting them to
express their opinions

bias could be difficult to avoid

Table 4.1 Advantages and disadvantage of semi-structured interviews

4.2.35.2 The Design and Format of the Interviewing

The interview acts as a follow-up to the survey which aims to investigate how
students react towards a possible change of curriculum. The participants are those
who agreed to be interviewed in the previous needs analysis questionnaire in which
they were invited to put down their names if they would like to participate in the

survey. This too is a means of understanding the experience from the participants’

perceptive.

4.2.3.5.2.1 The Interview Questions

The interview consists of questions that intend to investigate students’ perceptions

and attitudes towards the following topics:
1. The Examination Scores
2. The Motivation

3. The Needs Analysis Questionnaire

93




4. The Curriculum

5. The Reflections

6. Other Comments

Topic

Sample Questions

1. The Exam Scores

1. Some people told me they got lower scores in the final
exam (comparing to the midterm exam). Let’s talk about
it.

2. Are you satisfied with your own scores?

Why or why not?

3. Is there anything we can do to enhance the level of

satisfaction?

2. The Motivation

1. Many people seldom show up for classes (according to
teacher’s attendance records), what might be the reason?
2. Many people say they didn’t feel any difference in the
curriculum. How do you respond to that? Do you think
there is any difference?

3. Would it (the difference, if any) make you feel more

willing or less willing to come to class?

3. The Needs Analysis

Questionnaire

1. Remember | asked you what you needed in class? We
discussed what materials were to be included after the
midterm exam. Do you think the questionnaire was

helpful? In what way you find it helpful/unhelpful?

4. The Curriculum

1. Remember your expectations for the class? Did the
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‘new’ curriculum meet your expectation?

2. Some people mentioned about translating
film/movies/TV programs; understanding English Idioms;
translating articles on newspaper/magazines..., and so the
teacher included these elements in the curriculum, did you

find it helpful? In what way you find it helpful/unhelpful?

5. Their Reflection

1. Are you happy with the progress you made during the
course?

2. Are you happy with the overall improvement made in
translation?

3. Now that it’s 4 months later, what are the needs you
think might be for the future? Are there any differences

from your previous needs?

6. Comments

1. Is there anything you would like to talk about in terms
of how the lectures were carried out or how other
classmates perform in class?

2. Is there anything you would like to talk about in terms
of the teacher’s teaching approach or teaching contents?
3. What did you expect to learn from this course? Have
you learned anything from the course?

4. Is there anything | haven’t asked that you want to tell

me?

Table 4.2 Sample Questions asked in each topic
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These questions are structured to investigate students’ opinions in areas with which
the action research was concerned. In addition, open-ended questions were formulated

for students to comment on their experience.

However, as this is a semi-structured interview mode, the order of the questions asked
may differ from interview to interview as it was unpredictable what the interviewees
would like to talk about. In many cases, the researcher would allow the freedom for
the interviewees to jump from area to area, talk about things that came up in their
responses. Occasionally the researcher had to ask other questions to encourage and

prompt the interviewees to answer the questions.

Due to the time restriction and difficulty in locating students during the summer
vacation, the interviews were conducted both in groups and individually. The
researcher first provided a calendar with interview time and dates for students to put
down their names under slots (30 minutes/each slot) indicating when they would be
free for an interview. Students who put their names under the same slot were
interviewed together as a group. Other students whose name appeared on the calendar
were interviewed individually. There were 3 students absent on the day and the
researcher approached them by telephone or through emails. One interview was then
conducted over the phone. The other two students sent in their thoughts by email. The
interviews were transcribed into word files and then following the themes that
emerged from the data, were grouped onto an excel file according to the theme (for

example see Appendix 4 for ‘group work’).

4.2.3.5.2.2 Group Interviews
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Three group interviews were conducted in this study. The students participated in the
interviews were grouped in 3 or 4 according to their availability. This group size is
ideal for small “friendship grouping’ as it is recommended to be more productive
(Hitchcock & Hughes, 1995: 161). The researcher first explained what the interview
was about, and then asked for their permissions to record the interviews as well as to
use the information they provide in this research. The students were also aware that
they could withdraw themselves from providing information at anytime during or
after the interviews. All 3 interviews were conducted and recorded with a MP3 device
in the classroom where the lessons used to take place. The researcher deliberately
chose the venue which the students were familiar with to minimise the sense of

uneasiness from the students.

A total number of 10 students participated in 3 group interviews. The researcher kept
the conversations going by using some ‘prompts’ from time to time during the
interviews to encouraged the students to comment on the statements or remarks
provided by their peers in the Needs Analysis questionnaire. The interviews were
carried out on the group level; the students interacted not only with the researcher but

also amongst themselves.

Some strengths in interviewing students in groups in this study were: 1. the students
seemed more relaxed when with their peers. 2. They reminded each other of some
details of the curriculum, memories were refreshed by interacting with their
classmates. 3. Issues appeared from the group interviews could be followed
immediately by asking further questions and collecting multiple views from the

students. 4. Group interviewing saved time for the teacher.
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However, the teacher also found that certain students tended to dominate the
conversations while some students chose to remain silent. The teacher had to prompt
those ‘silent’ students to express their thoughts from time to time. Under such
circumstances, it is possible that students who hold different views would moderate
their opinions when they were invited to speak. Moreover, although researchers such
as Lewis (1992: 413) and Taylor, Wilkie & Baser (2006: 38) claim that group
interviews may generate richer responses or develop a wider range of discussion from
the interaction among interviewers, the teacher found that the interviewees in this
study would rather agree than disagree with their peers’ opinions. Another difficulty
the teacher encountered was the transcribing of group interviews, which is seldom
mentioned in the literature. Since students interacted with each other in group
interviews, the conversations would be interrupted or redirected by other students at
times; or on occasions multiple students would answer the researcher’s questions at
the same time. It was difficult to recognise students’ voices from the recording and
when transcribing, the teacher had to pause to distinguish the owners of the voices
from time to time, and sometimes she had to consult the interviewees for

confirmation.

4.2.3.5.2.3 Individual Interviews

Also known as one-to-one interviews, interviewing informant individually is the most
common form of semi-structured or unstructured interviews (Denscombe, 1998: 114).
22 students were interviewed individually in this study to express their thoughts and

feelings towards the change of curriculum.

The teacher found it relatively easy to mange individual interviews. Deeper responses

were able to be elicited from individual interviews, as the interviewees tended to
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express their thoughts in details and hence rich materials were produced for data

presentation.

Nonetheless, the teacher also found that some students seemed to be nervous when
they were placed in a face-to-face situation with the teacher/researcher. A few
students were also more aware of the presence of the recording device for they would

look at the device from time to time.

4.2.4.  The Analysis of Research Data

Although there is not a ‘correct’ way to analyse data, numerous valuable general
guidelines have been advocated in the literature, among them Miles & Huberman
(1994:61) put forward some useful principles including organising codes in analysing
qualitative data. They also divide the process of data analysis into three stages,

namely data reduction, data display and concluding and verification.

As discussed in 4.1.2., action research is a form of advocacy research which may
contain qualitative or quantitative data to determine factors behind a situation and
their consequences (Byram, 2008). It is worth noticing that it is the way in how data
is treated in research that allocates data into the categories of ‘qualitative’ and

‘quantitative’.

In this study, data collection began with the needs analysis questionnaire The
evidence arising from the questionnaire is what convinced the researcher that she
needed to collect more. Therefore she decided on the following stages of data

collection. Although the majority of data collected by using methods discussed in the
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previous section is text (qualitative data), numbers (quantitative data) are also used as

evidence to support the researcher’s claims in later chapters.

The researcher would like to state here that when analysing and interpreting
text/words, the researcher does acknowledge the danger of taking a fragment of words
for their face value. For example, quoting words from a comment on a questionnaire
question without looking into the meanings behind such a comment to arrive at an
inappropriate conclusion. Another issue that the researcher needed to bear in mind
throughout the process of data analysing and interpreting is the ‘self’ involvement.
Denscombe (1998: 208) claims ‘that the researcher’s self plays a significant role in
the production and interpretation of qualitative data’. The researcher is aware that she
has to be as objective as possible to suspend her judgement and detach her own
beliefs and values from the data collected, although in practice total elimination is

impossible.

Bearing in mind issues discussed above, how the data collected were analysed will be

explained in the following section.

Instruments Data collected Time conducted
Needs Analysis Responses of questions March, 2008
Questionnaire Statements from open-ended
questions
Teacher’s journal April-June, 2008
Attendance Records September 2007-June,
2008
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Midterm Examination April, 2008

Final Examination June, 2008
Students’ Reflective June-July, 2008
Notes

Interviews June-August, 2008

Table 4.3 Data collection procedures

4.24.1 Methods and Procedures of Data Analysis

It is explained in 4.1.2.2. that the action research project was undertaken from both
perspectives of the teacher and the researcher; therefore all data collected is allocated
into two parts: the data collected in the teaching role and the data collected in the
researching role. Some data collected was analysed before the collection was
completed. That is to say, data collection and analysing in this study is an on-going
process throughout the research. There is no a distinguishing point of when the data
collection ends and data analysing begins. Sometimes both data collection and
analysis from different sources was undertaking at the same time. This echoes with
what Hitchcock & Hughes’s (1995: 296) claim that ‘that data analysis is not together
a separate process in qualitative research’ and what Burns (1999: 154) argues that ‘in
practice it is difficult — as well as unnecessary — to separate the processes of data

collection and analysis in action research’.

Having referred to the literature such as Tesch (1990), Strauss (1998), Burns (1999),
Wellington (2000), and Bryman (2004) for procedures in data processing, the
researcher conducted the data collection and analysis in the following sequence which

was logical as well as practical to the researcher: 1. collecting data, 2. organising and
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transcribing data, 3.reading and coding data, 4. investigating and interpreting data,

and 5. presenting data.

In terms of coding, the researcher is looking for linkage, patterns, and consistencies
between codes. Methods and procedures used to analyse the data collected are

explained below.

4.24.2  Data Collected in the Teaching Role

The Needs Analysis Questionnaire

The data collected from the needs analysis questionnaire were analysed first before
determining the direction of the next stage. Since questions in the first 2 parts of the
questionnaire were mostly closed-ended questions, the amount of the database

collected in this stage was not too big. These data were analysed by hand.

All guestionnaires were numbered according to the sequence upon their return. For
example, the first questionnaire returned onto the teacher’s desk was numbered 1, the
second one was numbered 2....etc. The purpose of numbering the questionnaire was
to be able to check if the respondent was consistent in answering questions within the
questionnaire and in other sources of data. By doing so, the credibility of a

questionnaire then can also be examined.

The responses and comments gathered from the needs analysis questionnaire were
organised into an excel file and a word file. All responses from the close-ended
questions on the questionnaire were arranged into an excel file which contains mainly
numbers, such as the number and the percentage of students who gave a specific

answer. Such a file gives a clear overview of the students and therefore it was easier
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for the teacher to locate students’ areas of needs when deciding which elements were
to be included in the new curriculum (See Appendix 5 for one example). In addition
to the contents on the excel file, the researcher typed up all comments from the

open-ended questions and created a comprehensive word file for her reference.

Such a word file is an ideal format for coding what students described as their needs,
and also enabled the teacher to investigate deeper into individual student’s thoughts

from his/hers perspectives.

Data From The Midterm Examination
Two kinds of data were obtained from the midterm examination, the examination

scores and students’ answer sheets.

The teacher manually calculated the scores and worked out the class’s average score
for the midterm examination. It is used to compare with the final examination average

score later to see if students performed better in the final examination.

As explained earlier in 4.2.2.3.2., some sets of questions were placed in the midterm
and the final examinations deliberately to assess the differences in students’
performance. Therefore, the teacher also kept the students’ answer sheets from the

midterm examination for future comparison with the final examination.

4.2.4.3 Data Collected in the Researching Role
The Attendance Record
The teacher usually gave writing exercises in class and the students were expected to

finish the exercise and hand in their work with their names on it before leaving the
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classroom. Since it was not a big class and it was the second semester, the teacher
already knew all of the students by their names. Thus she was able to do the ‘head

count” while students were busy doing their work.

On some occasions when the teacher was occupied by students’ questions and did not
have time to do the roll-call. She would refer to the student worksheets which had
their names on them for attendance record because the in-class exercise scores make
part of the “semester’ score so the students were aware that they needed to hand in
their work to get credits. Those who did not hand in the exercise would be considered
absent and so they could not get any credit from the in-class exercise on that

particular day.

By looking at the attendance record which contains information of dates and the
names of the students, the teacher was able to find out if students came to class more
or less often after the implementation of the new curriculum and the reason(s) behind

it.

Teacher’s Journals

It is perhaps useful to outline some principles the researcher followed to analyse
qualitative data in this study at this point. All text was carefully read and studied
several times to understand the meaning on or under the surface before being divided
into units. Taking into account that the context in which the remarks were undertaken
does play a significant role (Strauss & Corbin, 1998: 93), the units were then grouped
under different codes by using ‘word by word’, and ‘sentence by sentence’

approaches. They were compared and contrasted constantly to identify any linkages
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between units throughout the data analysis process. The same procedures apply to

analysing all text collected in this study.

In practice we find diary extracts which contain elements of the context and records of
the events taken place in the context often act as valuable pieces of data in research.
(McNiff, Lomax & Whitehead, 2003: 169) Taking this claim into account, the
teacher kept a journal throughout the research on a weekly basis. All data were text
originally written in a notebook, however, for coding purposes the contents of the
journal were organised after the teaching was completed by re-typing them into a
word file with separate pages with different dates which contains thoughts and

reflections of the teacher.

Data From The Final Examination

Two kinds of data were also obtained from the final examination as in the midterm
examination. They were treated the same way as explained above.

Students’ Reflective Reports

The reports were analysed in word files in which form they were originally sent to the

teacher. The data were analysed in the same procedures as the teacher’s journal.

Interviews
All interviews were recorded and transcribed soon after each interview. They were
also sent to the participants by email to be audited before being placed into the

database.

Drawing on the distinctions Strauss & Corbin (1990) made on different levels of

coding, namely open coding, axial coding and selective coding, interview transcripts
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were coded accordingly. Despite the fact that the transcripts were in Mandarin,

translation is provided when quoting the interviews in the data analysis chapters.

Some researchers suggest the use of computer software to help organize the data (e.g.
Creswell, 2002: 235), but computer software can not do the work by itself. At first the
researcher did use Nvivo to help categorise data collected from the interviews.
However, the danger of taking a fragment of words for its face value is presented in
the process. For example, when it comes to various definitions of ‘needs’, there were
times that the researcher found what Nvivo sorted as ‘needs’ were actually ‘wants’,
‘lacks’, “interests’ or something else. Given the ambiguity of perceptions on ‘needs’,
the researcher decided to use ‘word by word’, and ‘sentence by sentence’ approaches
to identify what the participants meant by what they said in those particular contexts.
It is prominent in this case that when it comes to analyzing and interpreting the
interview data, it is better done by the researcher herself rather than a computer

program.

4.3. Trustworthiness in Collection and Analysis of Qualitative Data

Although some researchers continue to use the term validity and reliability for
qualitative data, Lincoln & Guba (1985) have argued that it is more appropriate to
establish a different way of thinking about qualitative data analysis under the general
term of trustworthiness, in which the concepts of traceability, transferability, and

credibility are embedded.

Early definitions of validity, with ‘measuring certain characteristics’ as a primary
purpose as Campbell & Fiske (1967: 277) and Hammersley (1987: 77) propose, can

not be applied to qualitative research as they were unable to indicate the quality of the
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research. Validity within qualitative research should be referred to with other
alternative terms to detach itself from quantitative research and distinguish different
characteristics in the nature of such research as a wide range of data in different forms

can be used to ensure the quality of research.

Aware of the criticisms of action research (See 4.1.2.1) as not being real research due
to the lack of validity, or in this case, trustworthiness, in the data collected and
analysed, the researcher applied triangulation, respondent checking and auditing
techniques to ensure the trustworthiness in this study. These approaches have been
explicitly conceptualised by various researchers (i.e. Burns, 1999: 163-166; Creswell,
2002: 252; Hopkins, 2002: 133-136, Manson, 2002: 246) and are referred to as the

three primary commonly used techniques by qualitative researchers (Creswell, 2002).

In terms of triangulation, a technique which was advocated by John Elliot and Clem
Adelman (Hopkins, 2002:133), the researcher used data from different sources which
were collected on different occasions (see Table 4.3 ) to investigate the research from
various perspectives to assure the quality of this study. Secondly, where
trustworthiness in the interviews is concerned, a clear audit trail is establishes in the
fact that all questions asked in the interviews were derived from the earlier needs
analysis questionnaire. Interview transcripts were sent to the interviewees to be
audited before quoting any statements or remarks. Finally, whereas the reliability of
coding and interpretation is difficult with qualitative data, the researcher was aware of
the pitfalls of individual interpretation therefore a ‘critical friend” who is also a
researcher in the field was invited to audit the coding done by the researcher to check
if the codes were appropriate and sound. By doing so, the interpretation is credible

and trustworthy, as well as traceable.
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4.4. Validity and Reliability in Collecting and Analysing Quantitative Data
Quantitative data collected in this study were from the needs analysis questionnaire

and the examinations.

In terms of the needs analysis questionnaire, the researcher was aware of the
importance of validating the questions asked in it. Therefore a piloting of the
questionnaire was undertaken to ensure validity of the questions before distribution to

the students.

Regarding the reliability and validity in testing, Brown (1987: 220-224) proposes
some guidelines for researchers. However, the reliability of the examinations in this
study was unable to be tested as they were midterm and final examination which
practically could not be repeated. Apart from that, since the majority of the
examination questions required answers in written forms, it is difficult to define the
degree of the scorer reliability due to the fact that they were graded by the teacher
manually instead of computer programs. It was possible that the teacher’s criteria

would change in different contexts in which she graded the papers.

In the discussion on the examinations in 4.2.2.3., the researcher has explained the
reasons of employing achievement tests instead of proficiency tests, and the validity
of the examinations resides in the fact that the students were tested on what they had

been taught in class.

4.5. Ethical Issues
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Despite the fact that the teacher has always treated ethical issues in her classroom
with extra considerations even without conducting any research, she was aware that
being a classroom teacher for more than 10 years, her values, background and cultural
perspectives could inevitably influence the decisions she makes. However, it is her
belief that as a teacher that the interests of the students should be regarded as the
primary concern in her teaching above all. It was for that reason she decided to listen
to and answer students’ needs. This piece of research was originated from the same
belief, as discussed in the introduction of this chapter. It was inspired and conducted

not upon the teacher’s own judgements, but the voices of the students.

The fact that principles of ethical issues can be found in almost every educational
research textbook and associations, for examples the British Educational Research

Association (http://www.bera.ac.uk/files/2008/09/ethical.pdf) and that the American

Educational Research Association
(http://www.aera.net/publications/Default.aspx?menu_id=46&id=1409) published
some codes for the researchers to follow indicates that ethical considerations are an
important issue in all research. However, these guidelines are to be interpreted upon
one’s morality or in ways that fit the purposes of the specific study the researcher is
undertaking due to the fact that they are usually intentionally vague. (Hopkins, 2008:
201; Smyth & Williamson, 2004: 10). Whereas researchers such as Diener & Crandall
(1978) categorise ethical considerations into four areas: harm to participants, lack of
informed consent, invasion of privacy and deception , Burns (1999: 71) suggests that
ethical principles implies responsibility, confidentiality and negotiation as important
codes. Creswell (2003, 62-67) further illustrated other ethical guidelines to be

considered in different stages of the research process. From the examples above, one
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can conclude that there are no explicit or universal rules on ethical issues in social

research.

The University of Durham School of Education has its own ethical clearance

procedures and these were followed and agreement to the research was obtained.

With students’ interests in mind, the critical concept in conducting the research is that
of ‘informed consent’. After the teacher verbally explained the purposes and possible
outcomes and effects of the research as well as the changes in the curriculum, a
written consent form (Appendix 6) which the teacher adopted from the University was

signed by the 38 students in February 2008.

The teacher made it very clear that students’ interests were not to be affected in any
way by the fact that should they choose to participate in the research or not. Also, the
students were informed of the fact that they could withdraw themselves from
participating in the research anytime they wished without giving any reason. They
were then given a week to consider and therefore the consent form was distributed to
the class a week later to be signed. Nonetheless, a written consent form does not
automatically grant the researcher the permissions to do whatever she believed was
necessary. The teacher was aware that it was her obligation to respect students’

privacy and to protect them from any harm that might have occurred by the research.

Students were informed at every stage throughout the process of the research. Apart
from the written consent form, the researcher also obtained permission from the
students for participating in the interviews and using the data they provided in her

study.
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By looking at the scores alone, it is possible that a couple of students seemed to have
suffered from the research due to the fact they got lower grades in the final
examination. However, it was not the teacher’s intention to harm the students. She
conducted the research by using a teaching approach that was suggested by the
students and with which she believed would benefit students’ learning. This
assumption is proven to be true in many aspects as shown in the next data analysis

chapter.

4.6. Chapter Summary

This chapter introduces the concepts upon which the research question was originated
and shaped. Why the research question was approached with action research, as well
as how the research was designed is discussed in this chapter in details. The rationale
of implementing the instruments for data collection and how data was analysed is
emphasised. Furthermore, the researcher wishes to demonstrate how she considered
the issues of trustworthiness and validity throughout the research. Last but not least.

the ethical implications were brought to attention and concluded the chapter.
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Chapter Five

Students’ Perspectives

5.0. Introduction

As presented in Chapter Four, this study first investigate and explains ‘what is’ going
on in practice, and then investigates and defines ‘what ought to’ in that context
(Byram, 2008). The researcher’s assumption, which was developed from *what was’ -
proposed by the students from the group discussion - was that the technological

university needed to develop a syllabus that accommodates students’ needs.

Bearing the concepts of ‘analytical’ and ‘advocacy’ research approaches in mind an
advocacy type of research—an action research—was undertaken in order to
investigate the research question:

‘Will students learn effectively or perform better if their ‘wants’ and/or

‘needs’ are satisfied?’

From what the researcher observed and the information she gathered in the context,
the belief is that when we take into consideration students’ needs then they will
perform differently, and hopefully better. In this chapter the researcher will first
explain the phenomenon by looking at cause and effect in the context. In order to test
and support this belief, the researcher will present the data gathered from different
sources and then present the data that helps to analyse the participants’ perspectives in
the process, to understand how the people involved perceive that process and

whether/why they think it is successful.
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This chapter will focus only on students’ perspectives, while the next chapter —

Chapter 6 will discuss the Teacher’s thoughts in depth.

There are 3 parts to this chapter. 5.1. analyses data gathered from students’ midterm
and final examination scores and the translation exercise they were requested to do.
5.2. focuses on understanding the participants’ perspectives, where the researcher
evaluates whether the AR is successful in the views of participants by analyzing the
data collected by interviews. Finally, 5.3. concludes and summarises the agreements
or disagreements among the students, and between students and hypothesis testing

results.

5.1. Analysing students’ examination scores

In this part of the explanatory research, with the cause being taking into consideration
being defined as the students’ needs and the attempts by the teacher to satisfy these,
the researcher seeks to explain the effect caused by such an independent variable first

by analyzing students’ examination scores.

511 Examination results

Two sets of examination scores are being investigated in this section. One being the
midterm exam as the pre-test i.e. before students’ needs were used in the teaching
process; the other the final exam as the post-test after a series of lessons where the
teacher took the students’ expressed needs into consideration. As 4.2.2.3 states, the
researcher is aware of the fact that these exams are not validated standardised tests.
There are various factors which might influence the examination results. In order to

explain cause and effect relation, the scores of the exams are used in this section as
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one form of quantitative data to investigate whether students’ needs are relevant to

their learning.

Midterm Examination | Final Examination

Score Range (number of students) | (number of students)
0-10 1 1
11-20 0 0
21-30 2 1
31-40 2 0
41-50 7 1
51-60 9 3
61-70 10 13
71-80 6 16
81-90 1 3
91-100 0 0
Total number 38 38

Table 5.1 Students’ Examination Scores
The above table shows the score ranges and the number of students falling into each
range. With every 10 marks as a score range, the data is also converted to a bar chart
in Fig. 5.2 below. The passing mark for both the midterm and the final exams is 60.
The researcher would like to point out that it is the same student scored 0 mark in
both exams as she failed to show up on both examinations. It was the department’s
regulation to give a zero mark if a student fails to attend examination without a proper

cause.
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Figure 5.2 Students’ examination results

5.1.1.1 The Midterm Examination Results

By looking at the diagrams, we can see that the mean of the midterm exam falls on the
score range of 51-60. None of the students scored exactly 60 marks in the midterm
examination. A total number of 21 out of 38 students failed the midterm exam, only

17 students managed to pass.

5.1.1.2 The Final Examination Results
In comparison to the midterm exam scores, 4 students failed and 34 students passed
the final exam. The mean of the scores is in the score range of 61-70. From the

changes in figures we can conclude that students performed better in terms of exams.

It would have been ideal to have a control group being taught by the same teacher in

the existing ways with which to compare the scores and the changes in scores, but it is
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in the nature of Action Research that the researcher focuses only on the group being

taught.

5.1.2 Summary of the Examination Scores

As indicated in Chapter 4, the examinations scores are the results of action research
instead of so-call ‘true’ experiments and it is not possible to demonstrate absolutely
the “cause’, which is the implementation of the new curriculum in response to ‘needs’,
leads to the ‘effect’, which is the improvement in the students’ scores in the final

exam.

Within the limits of the data we have for explanation, we can say that there is an
obvious tendency for the group to improve by looking at the exam scores. The data

presented above has supported the researcher’s assumptions in a certain degree.

Now the researcher will move on to the next type of research which is the
interpretative/understanding type of research that seeks to understand the participants’
experience and their own thinking about the effect of the innovations on their learning
and teaching by interpreting the data gathered from the perspectives of the

participants, both learners and the teacher.

5.2. Understanding Students’ Perspectives
Based on the evidence collected, the researcher will present the participants’ own
experience and their own explanations and theories about what they perceived in the
process and why they improved in their performance.
[BER R IAGHE R RO BB EL H, ERIAGERERREE... H2
BH G2 Al F — S8R0 E TR AT, S8 SRR SR S R BB LR E S ... ..
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s cBmEBaEmn R LRk, Bk B3 (e LB, A EgERRIRR
W B, | (SR-01)
“To me translation was a very frightening and intimidating subject; it was
really difficult for me..... but Teacher used things like articles, movies and
songs etc. this semester, | feel easier.... actually I myself quite like this way of
learning, | feel more involved, not rigid or boring.” (SR-01)
Above is a quote from a student who spoke of the changes she noticed, and what she
thought about the materials introduced and how she felt about the lessons. This quote
represents an opinion commonly shared by the students who participated in this study.
More examples of how they students experienced the process and how they thought
about it are presented and grouped in this section under the following themes:
1. Activities in class
2. Materials and Contents of the lessons
3. Motivation
4. Examination results and Performance

5. About the Teacher

The above themes identified from the interviews were based on the close and
repetitively identifications of the data. As the students were interviewed with the
topics explained in 4.2.3.5.2.1., namely the examination scores, the motivation, the
needs analysis questionnaire, the curriculum, the reflections, and other comments,
students’ feedbacks logically fell under similar themes. There were some combination
or division of themes, however, as some particular themes unexpectedly showed
themselves in the process. For example, the themes Activities in class and Material
and contents of the lessons of the lessons were emerged from the interview topics- the

Curriculum, the Reflection, and Other comments, however, in attempt to further
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investigate in details the students’ thoughts, the researcher decided that the massive
amount of data collected was better to presented under two different themes. Another
example is that the theme- About the teacher, with only one question concerning the
teacher under the topic of Comment (See Table 4.2.) emerged unexpectedly with rich
data that could not be ignored. It was hence logical that the feedbacks should be

discussed closely under a theme.

Quotes or examples introduced in this section are from the interview transcripts,
students’ reflection logs, and the teacher’s journals where the students’ direct
responses or remarks are recorded. It is possible that some quotes may be discussed
more than once as they contain multiple themes. For instance, “activities’ might link
to the theme ‘about the teacher’. When such situation applies, these two themes will

be comment upon separately under different headings.

The original sources of the quotes and the anonymous identification of interviewee(s),
are indicated by () brackets at the end of each original and translated quote. In order
to fully understand the meanings, [ ] are used to supplement the topics or subjects
mentioned or omitted by the speakers to make the quotes more comprehensible. The
words or phrases in bold represent students’ views or thoughts towards that particular

element in the new curriculum, highlighted by the researcher in the analysis.

5.2.1. Themes emerged from students’ perspectives

5.2.1.1 Activities
Based on the information gathered from the needs analysis questionnaire and the

teacher’s judgment, the following activities were either added or reintroduced with
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different approaches into the new curriculum. For instance, Going to the
board/Presenting work on board was chosen as a new activity that would, in the
teacher’s opinion, aid to students’ learning. On the other hand, group work, in-class
translation and take-home exercise remained in the curriculum for they have received

positive comments from the students, but were reintroduced with increased quantity.

All the activities were included in the new curriculum based on students’ suggestions
and comments found in the responses of the open-ended questions in the needs
analysis questionnaire. In this section we shall see therefore how students experiences

these attempts to meet their needs and whether they thought this was successful.

Going to the board or Presenting work on board
Going to the board or Presenting work on board had not been done in the course
previously. In the new curriculum students were encouraged to come to the board to
translate a sentence in class, or to present their take-home exercise to the class. At
times when there were not volunteers, the teacher would randomly choose some
pieces of exercise from the previous week and discussed them with the students in
class without revealing the names of the students who did the particular exercise. This
type of activities was new to the students. Of all 38 students who sent in their
reflective logs or were interviewed, 17 students commented on this particular feature
and all of the remarks were positive. In a group interview, students said:

A1 REAE EEEARE,

B2 8, gE (W, EREEM. )

SE 3. REAERMREW. EATEFAZFRRAZ T,

SE 1 FTUIRAEA B T B BGE— T . BRI R HLBIRZ]. (SG-01)

Student 1: I think showing my work on the board is quite good.
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Student 2: Yeah, | would say “Yah, I did this!’
Student 3: | think it’s very good, it would make students nervous and they
would listen [to the lecture].
Student 1: So that I know where I can improve. This will give [me] deeper
impression. (SG-01)
It is clear from these statements that students saw the value of coming to the board
and doing presentations to be in the pressure that motivated them to pay attention and
they realize that this will make them improve. They thus recognize the relationship

between an activity which creates pressure and their own improvement.

One student supported the activity by suggesting that the teacher should ask students
to present every week. He further elaborates on his thought:
[HEEFFAMEMEESRE, SEEENRRIRA SRR, KR

A, LN IR ERREHEA NS e, 1B E AW AE R
SRA% 2 A FEH I R 5T (S1-09)
“Every week [we] should do an assignment, this assignment is that you have to
find a news article by yourself and then translate it...... everyone has to present
of news article the following week, need to tell the class what the article is
about...then Teacher can comment [on our work]” (S1-09)

What is interesting is that the student suggests that this activity would also lead them

to work more independently, having to find and translate newspaper articles by

themselves - and that this should be evaluated by the teacher.

From the data collect, students show high interest in participating in the activity
although some of them felt a little *nervous’ or ‘stressed’. 4 out of the 17 students

(23.53%) said they would try even harder to show the teacher that they could do the
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task when they felt a bit of ‘pressure’. In other words they associate pressure with
learning; they have a belief that learning will be affected and will be more effective if

they are put under a certain degree of pressure.

Group work
In order to promote cooperation and interaction between students, group work was
re-introduced with higher frequency in class to provide students with the opportunity
of discussing work with their peer. The materials for group work were usually more
time consuming, for instance, students would be asked to do tasks such as translating
a news article or translating the dialogues in a movie clip. A number of 7 interviewees
talked about how they felt towards the group work took place in class, 5 of them gave
positive remarks:
[ FREAFELR TR B T AT AR B EE R L R PG, KA 7R R, A
FHBE SR .. SRR E KK W, B H SRR S£AR
BHEBAKR—, BERAGEAHR. | (SR-02)
“I think by doing so we could absorb more things, because of the grouping, we
translated our share of the task.....then we discussed together, [we] could see
what’s the difference between my work and those done by other classmates,
it would leave us with very deep impressions.” (SR-02)
It is shown here that students think they are able to learn more effectively by
discussing work with their classmates in groups instead of doing the work alone.
They feel group work provides them with an opportunity to interact with their peers
and see how others do the work. It is implied here that students think they can learn
from their group members by exchanging their thoughts. The whole process leaves

them with deeper impressions or clearer memories of what they discussed.
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However, there were 2 comments about the downsides of working in groups, not
because they dislike the activity itself, but because of other members in the groups. It
seems that the major element which makes group work effective is the members in the
group. One student commented on the negative experience she had when working
with someone in her group:

B e SR, T8 T R) AT DUR S AR RS AR AT T, At LR R

EH, WREREANEKE, AEEATHCINT, REMEIET -

Ll H R

2 B, RERME—E7 | o, [EERIRI ST IEEC

(SI-11)

Student: .....then he was like, usually we translate the clause and place it at the

beginning, but he translated directly, it was super unreadable, then he didn’t

know he should add words [into the sentence], he drove me so mad that I could

die...

Teacher: Is that so.....

Student: Yes, and then I would ‘diang’ [pick on] him, “No wonder you [the

other student] got such low scores”

(SI-11)

This student shows her frustration when she worked with a group member. She thinks
she knew how to do the exercise correctly whereas a group member appeared to be
clueless. She thinks this particular group member was not only under-achieving
because he always got ‘low scores’, but also a reluctant learner since he was unwilling
to participate in discussion. This reluctant or under-achieving group member inhibited
her learning and so she does not like doing work in groups. It seems that from the
students’ view, those with lower achievement (in terms of scores) tend to show less
interest in participating in group work.
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The other student thought she would have done better by working alone because the
team had divided the article they were required to translate into various parts. Each
group member was in charge of translating only a certain part of the article, she didn’t
really have the opportunity to read the complete translated article before coming to
class the following week:

B RO Y, KA — BRI ES, B AT AR A

E, BRMEREAFHE

Sl BRI 2 A% BRAE — Y w522

A MR i, EREEGE BB, SHIERL (SI-14)
Student: ......doing it alone is better, because you have to read the whole article
to know [the exact meaning], whether it is readable
Teacher: Do you discuss together afterwards [after each of you has done your
part]?

Student: We sort of read it through again together, but I think | would do
better if I did it by myself

From her remarks we can see that some students do not feel comfortable about the

type of learning the group decided on. For example, dividing an article into parts and

each student translates a certain part of the article instead of translating the whole
article together. Under some circumstances students in the same group may not
agreed to certain group decisions or may feel disturbed to comply with those

decisions. But since they are a group, they can only accept the majority’s decisions on

how a group task is conducted.

There is a student who talks about both the pros and cons of working in groups by
saying:
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[ E B R A A1 N L8 72 B BRI et 2 7T CAE A A BRI ER
HOMKEEMRSE, REASEMIPE, FHAEAK —efuqR2
ECHBHA -+« SRR K S i 2 5 B A BB AL 1, S i R X 4, ok
EEHEMEN, RRBERBEAZEK, Bl EgREREE]

(S1-17)

“I like translating in groups, | like the part that you can see the differences
between other people’s work and yours, the part | don’t like is, because we
are a group, some classmates were lazy, ..... then everyone had to help him, this

would happen, then | really don’t like it, yeah....very disturbing”  (SI-17)

From these remarks we can conclude that the students generally like group work
because it was an opportunity to learn not only from the teacher, but also from other
students through discussion. The major difficulty revealed here is that learning could
be hindered by the other group members if they are ‘lazy’ or unwilling to participate
in group work. Students’ opinions here suggest that group member has an important
impact on their learning. When being in a group with members who are willing to
participate in discussion, students feel benefited and positive. On the contrary,
learning will be inhabited if most of the group members are unwilling or passive in

discussion.

Students think discussions among group members are the key element for group work
to be successful. As stated earlier in this section, group work remained an element in
the new curriculum with increased quantity because students felt they wanted to
continue doing such an activity in class. Although students did not reveal the reasons
for wanting such an element in the curriculum at the time of completing the needs

analysis questionnaire, the information gathered in the interviews shows that most
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students regard group work as an activity in which they could explore their potential
to do thinking independent of the teacher. This seems to correspond to their needs -
what they are aware of with respect to factors which will help them learn. By
responding to students’ needs, group work produces appreciation and interest

although their level of satisfaction might differ from group to group.

In-class translation exercise

In contrast to group work, the materials used for individual translation were usually
shorter. Paragraphs from articles, English songs, sample sentences or idioms were the
most commonly used materials. Again, in-class translation had been conducted before,
but with materials from the textbooks only and with much less frequency before the

new curriculum.

Of the 22 students being interviewed individually, 10 students expressed their positive
views about in-class translation. It is interesting here to know that the more practice
students were required to do the more they realized they need the practice. Students
felt they needed in-class exercises in order to learn effectively at the time when they
completed the questionnaire in February 2008 (see 4.2.2.1.4); this belief is now
confirmed by their experience in the process and a greater need for in-class exercise is

developed.

It is also noticeable that when students are required to do translation at the end of the
lesson, usually they feel more confident doing it. They think they have learned
something from the lesson so they can do translation ‘smoothly’. But without
sufficient practice in class, they will get ‘stuck’, in other words, they believe

practicing is linked to effective learning:
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e

: WRAFRAEPMREFITIE, B0, AR LA R 2 AmgiE AR~
Rl EARENS, RRTTREMIS S E N, EREHIE SeRBdeFE
g, " AR A U B, RFH, REHKE
2l WU EZHE?

24 B, HHE, ANEBERERE LLHE (S1-05)
Student: I think students should be watched constantly [means that the teacher
should always keep an eye on them], yah, because like the exercise we do before
class dismiss, then like when you do exercise right after you just learned, you
feel very smooth, feel like I really know [how to do the exercise], but when you
come again next week...you will....hm, got stuck, lack of practice

Teacher: So we need more practice?

Student: Yes, [we] need more practice, really need more practice in class
(S1-05)

It is also not just a matter of practice but of the size of the task. Students tend to be

less intimidated when they were encouraged to do translation individually in short

paragraphs. They feel more at ease when given smaller loads of work.

[ T B 4R SR AR R — B 4R WL Y AP R R — KR iE bk T, KB R T
/MR BB, BRI IR AR, FriREm A CEA S
RAFHRE A IREHR, MR8 2L —2h - 0F, RWEH, RstREESH ]

(S1-07)

“..... when we started | thought huh [you] wanted us to translate a big long
article just like that, luckily we began with a short paragraph, and another
short paragraph, gradually increasing, | think it’s very good, so gradually 1
felt “yah, I can do this sentence’, then after we did more.... ‘yah, this one I can

do too’, [I feel] a great sense of accomplishment” (S1-07)
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By completing the tasks, gradually a sense of accomplishment which reinforces
learning is developed. In the beginning of the course students feel anxious about the
tasks but at the end of the course this sense of anxiety was replaced with ‘a great

sense of ‘accomplishment’.

Take-home Exercise
In addition to in-class translation exercise, take-home exercise was also included in

the new curriculum on a more frequent basis although it has been conducted before.

RA 2B E & & BB R R E#H E AR EHRENF?

BEHRNKRRHRE , RERARET , REXRBRBRIE ... (SI-11)

Didn’t you give us a news article for as our last homework? When 1 finished |
was, oh, I am so sharp, I showed it to my Mum and bragged about it..........
(SI-11)
This interesting example from SI-11 implies that self-confidence has been built
through the process. Students are proud of their capability of completing the task and
they are satisfied with their achievement. They also seek recognition from others by
telling people that they are good at their tasks. It suggests that compliments or

recognition from families or friends can also motivate students in learning.

Students generally feel their performance is linked to take-home exercise. Of the ten
remarks made, five give direct positive responses by saying that by doing more
take-home exercises their performance can be improved because they really spend

time on their work. Take Interview SI-16 for example:

127



MREEEHBRSMBERE , MELREX , REFRANE

RA. . REARERIRNEECHEEXRARERIEEER ,
REE. . AA/EWBEWHMT , FFUREERE LAERESF
RERBEFERA. AR, . THEIMIIL. H. HET.  RELBFH
RAWBHN. . RAEME  AHMBERNKE , MASBAERE BN

REREMBNEFERIRK—& (S1-16)

Like we did a lot of practice, | mean take-home exercise, | feel it’s very helpful
because, you would think oh, I have homework to do then you wanted to finish
as soon as possible, then...Teacher [you would] discuss in class, so | would
remember yah, | did this....then...maybe | misunderstood the meanings
or.....right...then you got the idea.....discussing work in class is
helpful....because you did it already, you practiced, so you would want to
know what’s not quite the same between your work and the Teacher’s

answer  (SI-16)

Students tend to regard take-home exercise as an important task which they feel they

have to do. This implies that they do consider it a serious activity of learning and it is

clear why students were in favour of keeping take-home exercise as an element in the

new curriculum is revealed here. They also look forward to comparing their work to

the teacher’s answer to see if they have done it properly. Here again in connection

with what is usually seen as an individual task, discussions among students is highly

appreciated in group work as a factor which aids learning as presented earlier, here

students show as much appreciation to teacher’s discussing students” work in class. In
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other words students regard discussion among students and with the teacher is an

important activity influences their learning.

The opinions students reveal here again echo to the findings of the needs analysis
questionnaire in which students expressed their favour in having Take-home Exercise

as an element of the curriculum.

Summary

As explained in the beginning of this section, the activities discussed here are either
added or reintroduced with different approaches/amount into the new curriculum upon
students’ request in the needs analysis questionnaire. Although students did not
indicate why they liked/wanted these activities in the questionnaire, the information

collected reveals their reasons.

The activities used in the curriculum can be categorized into two types, the ones
conducted in class (such as Going to the board/Presenting work on board, Group work,
In-class translation), and that took place at home (Take-home exercise). The former
makes positive impacts on students’ learning in terms of ‘deepening students’
impressions’, and also helps to build up students’ confidence in translation. Since
these activities were done in class, students feel doing the activities while their
memories are fresh is helpful and effective. The only down side is that some students
may be ‘lazy’ to participate in group works, this may create extra work load for the
other group members. Data also shows that students believe the teaching approach
plays an important part in their learning. By using different approached in teaching,
students were offered the opportunity of comparing and exposing to different learning

experiences. Hence they are able to distinguish what factors or elements contribute to
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their learning. As for Take-home exercise, students believe that a sense of
responsibility and accomplishment emerged by doing such activity. This sense of

satisfaction about themselves motivates them in wanting to learn more knowledge.

Apart from the above elements, another key point that keeps appearing in both types
of activities is ‘discussion’. Students developed a theory that they have learned a lot

through discussions, either led by the teacher or among peers.

It is concluded that not only do the students in general feel positively towards the
activities in the new curriculum, through the process they now also believe what are

the characteristics embedded in these activities help their learning.

5.2.1.2 Contents of the lessons—materials or contents

The following new materials were also chosen after students expressed their needs for

these contents to be added into the curriculum. As we saw in Section 4.2.2.1, part of

the questionnaire concerning new elements which students felt they needed/wanted

was measured by Likert-scale (strongly agree, agree, neutral, disagree and strongly

disagree) questions. In addition, open ended questions were designed at the end of the

questionnaire to encourage students to express their suggestions and comments on the

curriculum as a whole. The criteria for choosing appropriate materials are:

1. The elements from Part B of the questionnaire which were supported by the
majority (over 50%) of the students.

2. The elements which were suggested by students in the open-ended questions
which had to go through a poll in class and gain support by the majority of the

class.
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Movies
20 out of the 38 (52.63%) students agreed or strongly agreed in the questionnaire that
movies should be added into the curriculum as a teaching material. At the end of the
course, all of the 13 students who commented on movies said they like learning
through movies, no negative feedback was found. The comments are ‘not rigid’, ‘not
boring’, “interesting’, ‘refreshing’, ‘special’, ‘good’, ‘pleasant’ and ‘attractive’:
BZH A H— L R ER 2 BT #0278, s B A A B R i
SCERT, GEAR LR FEIR A R, P DS L SR H BHRE T -
%y, EHIEMOEIRLE G 218, R R 2 RS A R E, RRHETTHE
RERE SRR AR LRY LB MK RS2 MET R, LA
%, MHEESHAARGR, FrelEAEYE RS A ARG 2 A & B

(S1-03)

1]

Like Teacher you used something different from the teaching before, like now
we have news and articles, like we had movies last week, so these are new
translation ways ... because, Teacher did the questionnaires, got different
feedbacks from students, then you made the lessons with more varieties, [1] feel
this covered all other students’ needs, | think, because [you] used different
ways, so | think it’s beneficial to students in the class  (SI-03)
The quote from SI-03 suggests that students realise something “different” and ‘new’
was taking place in the class. They also understand the changes were aimed to ‘cover’
their needs. They come to a conclusion that their needs brought the changes of lesson
contents; and these changes satisfies their learning needs and were ‘beneficial to

students’;
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205N ST AR, A L RFGIRK , HUEIERE

BEZ RV, P DASE S R S IR IR | i RT LABA 26 50 A RAMIB LR
M - -« |
(SI-14)
“Take movies for example, actually it’s quite interesting, because last semester
we didn’t seem to have, | mean not so many things, so when you teach year
three again, [you] can start lessons with the movies we had...... 7 (SI-14)
It is shown here that students realised that they were exposing to something that was
very different from their previous experience. They notice certain new contents that
were introduced into the curriculum and they can distinguish what and why it is
different. By suggesting the teacher to use the same material for her class next year, it
reveals the fact that not only do they think their needs were satisfied by adding

movies into the new curriculum, they feel these new materials are beneficial to

learning.

TV programs
TV programs were also one of the majority needs which students portrayed in the
needs analysis questionnaire. Over 50% of the students indicated that they wished to
achieve knowledge in translating TV programs, therefore clips from TV programs
such as ‘Friends’ were included in the new curriculum. During a group interview
conversation, students talked about how they thought their needs have been met:
2L AW, RAFARERASEURATRL R, REHAIMAN
HISER AL, JEAE I 5 ImR 4 B aABUR AL, Vg bl e A .
A 2. ARSI ER.
2R 3. SRR, wiHERE A .
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S RRAAEREARARD, HtB R A AR HS? AR
RSB T I
25183 HW, HEB. (SG-01)
Student 1: Sure, | wrote about | wished we could be more daily-life [means
close to real life], then we had things like the dialogues from ‘Friends’, the
changes after the midterm exam, should be useful in daily life
Student 2: I think it’s quite interesting
Student 3: Really more interesting, [it’s] more practical.
Teacher: Do you think it helped, | mean adding these element?....In terms of your
translation skills?
Student 1&3: Yes, it did help. (SG-01)
No negative comments were given on using TV programmes as material in the
curriculum while 8 students were impressed by such a new material in the curriculum.
They commented positively by saying that their translation skills improved when the
needs for TV programmes have been met. Students think the TV programmes is close

to everyday life and the learning was a more ‘practical’ and ‘interesting’ learning

experience.

In other words, they believe that learning is improved by materials which are close to

their every day life, TV programs being one.

News articles
21 out of 38 students (55.26%) expressed their thoughts about learning translation
skills though news articles. The news articles used in the curriculum were from

newspapers and news websites such as BBC, CNN and Yahoo. When asked about the
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contents of the new curriculum, 16 students commented on how they thought about
using news articles as translation material:
[l 0 P 22 AR A B [ S 28 o 3 35 10 R A b e A 35 4 0 SR S Al
LGB, HURETI R MERAERMEENARS TREETEE, A
R THEEMHAS, ol LRRg sz, tha@g.. | (SI1-04)
“After the midterm [we] tend to have more news articles and then more daily life
stuff...quite good, then we know [those things that] happen in our real lives
instead of learning for learning’s sake, or studying for studying’s sake, so [I]
like to come to class more often, [it’s] more fun....” (S1-04)
By using news articles, students think what they did in class was more than just rote
learning. They see themselves learning something which can be used in their lives and
in addition — as mentioned in the earlier themes of movies and TV- they also feel this
type of learning is ‘more fun’. They think they are having fun while learning through
news articles. This way of learning also reinforces their willingness to come to class
for the motivation is more than just learning, but learning with fun. In other words,
not only their need for news article is satisfied, students are also motivated by the
content of the lessons:
WECHB AT EZA R A — e, RBEMEETUES 8, B, LES
Beee B IRANRAEIR G Z BTG A8 — O A SEWT . 3R E - R
FRE] CNN AR, Fata 28 W, HA BUIRME AT B AR, AR
SRS A LTRSS gED... HERARHRER, RMERHLRLE, B
BEEHCEEDH (SI-13)
I remember [we] did some news articles, | think [we] could have more, yes, |
think...like the assignment we did last time before the final exam.... I did look

it up and found it on CNN’s website, and | read it, | read about the flood, |
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think the vocabulary is helpful..... I like [news articles] more, so | performed

better, I feel I have improved (S1-13)
This statement directly links improvement to motivation. Students are clearly
motivated by the news articles so that they go on to the websites to look up more
news related to what they have read in class. By providing students with what they
want/need, an interest in the topics of the news articles they read in class is developed.
They are curious and eager to know more about the stories, and hence they are willing
to learn more vocabulary than they already have in class. Learning does not take place

only at school, but continues outside of the classroom.

In short, it can be seen here that the students recognized in the questionnaires their
need of such material and then, once they had experiences it, believe that everyday
useful material improves their motivation and that motivation leads to improved

learning.

Magazine articles
Introducing magazine articles into the curriculum was also supported by the majority
of the class in the questionnaire results. Considering the different interests students
might have, the magazine articles were chosen from various topics such as sports,
beauty, travelling, fashion, people, movies and pop culture. For each assignment,
students were provided with three to five articles from different sources and they
could decide on which article they wanted to translate. All 9 students commented on
the element express their appreciations by saying it is ‘practical’, ‘helpful’,
‘interesting’ and “fun’, all phrases which are linked with their ideas about motivation:
ZHl: A — 2 NGE At ARG — S sk I A sRvh, pr AR AT
BRI, MR A
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B 1. R EHRE BRI, MR, RERCARBEMEE,
B2, WA,
ZhT: XX R iE, w2

i
HF

3: JEH. MEREESEEBN, HERFEEHRENERA.
A1 GEIEASE, WEFIH.... BRI B e R B R TE.  (SG-02)

B

Teacher: Some people said they wanted magazine articles, so we included those

in our lessons. What do you think about it?

Student 1: I really wanted to go there after [translating] the magazine [article].

Madrid, | remember I translated [an article about] Madrid.

Student 2: | did Boston.

Teacher: XX did Boston. How about you? [asking the third student]

Student 3: Athens. | found it quite interesting, more suitable for the young

generation.

Student 1: That was quite good, quite fun....when you have deeper impression

you learn more stuff (SG-02)
The fact that students still remember what they did in that particular lesson many
months later indicates that the contents of the lesson made certain impact on their
learning. Not only students indicate that they think learning is fun and interesting by
using the new material, also they think the lesson was ‘suitable for the young
generation’:

[ AR, EREAEW, FAHERERSKEREGRERSTERNE
HIRPERIRE ARLHEE RS, MRAERAW, LRSI & 5 b A%
%+ | (SI-13)

“.... 1t did help, of course it did, such as articles from news and magazines
these current materials, we can apply often, [they are] very useful, only that |

think maybe the quantity was not enough...” (S1-13)
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Students appreciate the articles used because they think these materials are “useful’.

It is clear here that students believe their interests and expectation for learning is
fulfilled by the new element which made ‘deeper impression’, and this ‘deeper
impression’ leads to the result of ‘more stuff being learned’. By using magazine

articles as a material, students think their learning is enhanced.

English Songs
[-ee BT ARBEAT— e AR 35 2 )R il 7EAE FB TR AR IR 2K -+ |

(S1-06)

... suddenly I heard a beautiful song playing then suddenly | woke up....

(S1-06)
English songs were included in the curriculum based on the suggestions made by 3
students at the end of the questionnaire. The teacher then consulted the students about
their opinions in class, 34 students supported the idea of including English songs in
the curriculum. No negative opinion was found. This element turned out to be one of
the most successful materials used, many positive remarks were found in the

interviews.

Wang (2008; 2014) suggests that students prefer life-related genres such as ‘songs’ as
learning contents, however she did not give much information as to what reasons or
how students respond to this element. Whereas in this study, ‘refreshing’ is the term 2
students used to describe how they feel when using English songs as a material. Again,
the motivation terms such as ‘pleasant’, ‘fun’, “‘great’, ‘good’ and ‘devoting’ were the
adjectives used by 7 other students to described their experience. The guotation above
is an example that shows students’ attention was effectively focused by using such

material.
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S1-06 then talks about how students became interested and interacted with each other
in class when they heard a song being played:
[ AL 2 FAEAF AR FRAR G5 - SRARAR T R G PR NS - RO AR A 5%, 4
AR IR, IRENAFITE A AR MR IR R - R AE &
NE, R NE R LER IS NS - SRR st SOR R R (S1-06)
I think the song was pleasant ....then I sang along....the classmate in front of
me, she turned and asked, do you know what that word? [a word in the lyrics]
then I told her.....I was singing along, softly with the song...then she asked
me [another word] again....right..... (S1-06)
From this quote we can see how students become focused on what is taking place in
class; they automatically pay attention to the lesson when they are drawn to what they
feel they want/need in learning. Besides focusing on the lesson, they are motivated to
learn more about the contents. They spontaneously initiate discussions with their
peers. The interactions among students naturally take place:
[ 53 47— 3 A FH BCR] -+ A8 2 A A 0 O % S F 9 B B ) (5, T
HARKIAN BB RA—, EHCHEESESTHNERNRBEA—E, m
H B CEZ WG & RRE T, Rt B BB ERE. AftEH O
MG E R, gFFZEAMBERERAR T, RIBFENEE
EINDE - =< i RO (SR-01)
Another thing is the lyrics of the songs..... | never thought just a few simple
English words, could seem so different (by using different translation
approaches), | looked at my own translation and looked at those done by the
professionals, they were so different, and when | looked at the lyrics suddenly |

realized, they were full of feelings, why haven’t I thought about it when I did the
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translation, there were so many whys appeared in my mind, | think I also
learned things from this... (SR-01)
This quote is part of a student’s reflective log. It portrays here that besides seeing
learning is fun or interesting, students do reflect on themselves about what they have
been taught and how they were inspired to tackle translation using different
approaches. By asking themselves questions, they develop deeper thinking about the

contents of the lesson and the desire to improve learning is promoted.

The evidence here proves that using English songs as a genre of translation material
are highly appreciated by the students. Learners enjoy learning at a high degree
therefore they become highly motivated and focused in class. Students believe this is

what helps them to learn better.

Idioms and slang
Idioms and slang were suggested for inclusion in textbooks by Wang (2008), in this
study they were taught as a unit on handouts instead of textbooks. Over 42% of the
students agreed that understanding English idioms is one of the skills they wished to
achieve by taking the course in Part B Question 4.1. 6 other students suggested that
slang should be included in the new curriculum, after a poll both elements were
introduced as a unit in the curriculum. After the course, 5 positive remarks are found
in the interviews about including idioms and slangs into the contents. Students who
were in favour of idioms and slangs think they are beneficial to their translation
knowledge:
[I&A BGEEIE S H B BT, SRR S E M, sM_RBEE IR AER R
, PRIBGE S, SEARERLE, BB EREZRE, Meie, B, REFRERN
REZH 1% | (SI-10)
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And the part about idioms actually, [you] can use it more, [by] putting [idioms]
into [the translation text].... when you do translation, you put [idioms] in,
although it seems a lot of work, but [you] feel, yah, seems you are really
intellectual (S1-10)
This comment indicates that satisfaction is gained by working hard to accommodate
idioms/slang into their translation. Learning idioms/slang leads to performance
achievement that makes them feel “intellectual’:
[--—BAZG AR ERER M, Huf, (RSB GE DA LRI
oo GHEW, mt2ER— P — P88 TR ERBNEERRE SRR
T (SI-16)
At the beginning I thought it was very difficult very horrifying, right, but at
least | think Teacher was very enthusiastic in class... idioms, gradually step by
step accumulated and became mine [my own knowledge], right...
(SI-16)
Here students express their anxiety about learning idioms at the beginning of the
course. However, it is the ‘step by step’, or consistent approach to idioms and slangs
that eases students’ tension and at the same time helps their learning. It is through
such an approach students feel that they have acquired knowledge of idioms and
slangs. In other words, it is indicated here that students believe that not only the
contents, but also the teaching approach used by the teacher have improved their
learning. Whether idioms and slang were taught from textbooks did not matter as long

as they were included in the curriculum.

Moreover, data shows that students think there is a link between the accumulation of
knowledge and teacher’s enthusiasm; this belief will be discussed in details in 5.2.1.3.

and 5.2.1.5.
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Textbooks
Although Wang (2008) indicates that the using of textbooks is preferred by
English-Chinese Translation learners, in another study Wang (2014) shows that over
60% of the learners think a textbook is not needed. Since the results from the
questionnaire show that students in general dislike using textbooks in class; this
feature was eliminated from the new curriculum in order to accommodate students’
needs. Sections of the Textbook were still included in the curriculum based on the
Teacher’s own judgements which will be discussed in the next chapter. Instead of
using the ‘book’ form, sections from the textbook were modified by the Teacher to
produce handouts for the students. Of the 14 students who talk about how they think
of the change in the interviews, 13 expressed their approval by saying that textbooks
are too rigid.
2l R ARRMEERERE RN 212, I7A s B2 2 LA 58K
P He- HHREE, TR SR, AREERA, K ARRA T R
e JREAEARERMFE A i ERE, MEAKE R AR
KARFE, VR g ANEE, BE AR EWT TR BEE, HUl LS (E
B, WENRARIRZ, SEIRRCE R
(SI-14)
Teacher: After the changes in the curriculum, do you like it more? Or like it less?
Student: Yes....I like it more, maybe [because we have] more varieties, not just
textbooks, because maybe when you read the textbook.... [I feel] some of the
phrases we don’t use generally....not seen before, so don’t get it.... the textbook
is too dead [rigid], so you don’t want to read it, [you] want to read about things
happened recently, then you happened to learn the vocabulary [about recent

events], it impresses you deeply, then you remember it (S1-14)
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Students regard textbooks as a rigid material because textbooks are not up-to-date
with recent events that interest students. On the contrary, they show greater interest in
learning the new materials that concern every day life and they find it easier to
memorise new vocabulary if it concerns recent events. This is to say that learning
vocabulary depends on their interest in the topic and is made easier — recent topics

create interests, and these interests facilitate learning.

Despite 14 positive feedbacks, 1 student talks about how he thinks textbooks should
still be included in the curriculum by saying:

[ WA LR RBARAEREW, BOEWARE, f&EEEm, fietk
PREE B AT DL AR — B, B, SR 2 AEI, T DL 2 —Bh AR A AR
(SI1-13)

Regarding the contents | think textbooks are still necessary, I think, need to
speed up the lessons a bit, yes, then things, [you] can give us more no problem
(SI-13)
Clearly this particular student is highly motivated, not only does he think a textbook
was necessary, he also suggests that the teacher should speed up the lessons and add

more contents into the curriculum.

Whereas most of the students embrace the change of eliminating textbooks from the
curriculum, one interviewee still expresses his preference in using textbooks. From
the opposite remarks we can see that when adapting to the majority’s needs, the
minority’s needs inevitably would be neglected. Since there is no ‘perfect’ curriculum
for all students in the same class, one has to compromise while bearing the majority’s

needs in mind. It is worth mentioning here that although students supported the
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elimination of the textbook in the curriculum, the Teacher did use sections adapted
from the textbook as handouts in class. This will be further explained in the Chapter

Six where Teachers’ perspectives are discussed.

Instead of textbooks which focus mainly on (in students’ opinions) ‘rigid” or ‘dead’
theories with out-dated examples, from students’ remarks we can see that they prefer
materials that contain ‘recent’ events. By ‘recent’, students mean ‘the things happened
recently’. A conclusion drawn from these feedbacks is that textbooks, which are not
‘rigid’ or ‘dead’, are appealing to the students. They think using textbooks as a
material is applicable or ‘necessary’, provided these textbooks are updated with the

latest information.

To sum up, students think that better learning outcome is related to using recent
events that concern their everyday life. They dislike using textbooks in class mainly
because most of the textbooks are unable to provide up-dated or most recent

information since they are not revised or printed on the monthly or yearly basis.

Summary on curriculum innovation

Most of the new materials or contents of the lessons introduced in the new curriculum
involved updated information such as current movies, TV programmes, news articles
as well as popular topics in focus. These changes were “interesting’ and ‘useful’ to the
students and they regarded these updated information as stimuli which reinforced

their interests in learning.

23 out of 38 students (60.53%) responded positively on changes regarding

materials/contents by saying that they believe their knowledge in the course was
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improved by these changes made. Many of them commented positively on more than
one certain aspect or change made. This ratio shows that students in general
recognised these changes and supported them because they felt they have benefitted
by the new curriculum. Many think they were motivated by these new aspects in the
curriculum.The comments on motivation will be discussed further separately in the

next section.

From what was observed in this section, students indicate that they like the
‘interesting’, ‘updated’ and ‘useful’ materials as well as the ‘new’ teaching
approaches. They are expressing their ‘likes” which represent their ‘wants’. In
correspond to the previous section, students believe their learning is improved by
learning through these practical everyday materials/contents which they felt they
wanted/needed. In other words, students feel their ‘likes” or ‘needs’ in the course have
been fulfilled in a certain degree by the changes in curriculum and these changes lead

to their improvements in the course.

5.2.1.3 Motivation/being motivated

Following Materials and Contents of the Lessons, another major category that
students mostly commented on is Motivation. The interviewees were invited to
comment on whether there was any change in their willingness to participate in the
lessons. 16 students talked about how their learning was motivated by the new
curriculum. The following factors are those identified by the students:

1. Teacher as a motivator

2. No-stress learning

3. Desire to ‘understand deeper’

4. The interesting changes were what they needed
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5. Systematic and helpful learning

“The Teacher uses her heart’ —teacher as a motivator

Although there was a set of questions concerning motivation discussed in Chapter 4

(Table 4.2), those open-ended questions were not deliberately designed to prompt the

students to comment on the teacher. It is worth noticing that of the 26 students who

commented on The Teacher as a motivator, 19 of them specifically pointed out that

the teacher herself was crucial to their decision of participating in lessons.

[ZEIUREIRRE 2 R LI 2 IR — & - R 2y ERR DG SNIE, --- LUi g e —

L. HEA B X EREREBHMEEL LT HNARBEKE T
I, R BAEAEE, RS IR FER - K& LA HSLE RG t
AREFA B, W R A RS AR R EEZ A =2 — A%
G e BRI SR — SRR T DU A R 9 A SR 5 S| B AR IR At T RE
—UORE A, RSB AN, AR R e R, R e
BLREEE, MRk (S1-06)
Teacher | attended your lessons the most often..... because of [your] teaching
ways [you] use... more interesting articles or interesting movies actually...
because I kinda like these things, [they are] more interesting, more suitable for
the young people.... Not that [we] don’t like the stuff before [the new
curriculum], but maybe only one third of the class like them,... if [you] do
something special in the first lesson to attract students ...then he would come the
next time, then if he still feels quite good, he would come and come,
then...[students] would pay attention, then [they would] keep coming

(S1-06)
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It is shown here that students are clearly motivated by the teaching approach and the
contents of the lessons because the students came to class more often, in comparison
to all the other courses they took. Students also expressed in their feedbacks that they
liked the new contents which were more ‘suitable’ and ‘entertaining’ to the young
generation. It indicates here that students ‘liked” or felt *good” about the lessons,
and through these ‘“interesting’ lessons learning can, and will be motivated. It is to say
that when students’ needs/likes for ‘interesting’ contents or teaching approaches were
fulfilled, their willingness in participation was enhanced and gradually they became

more focused and motivated.

As Student S1-06 stated, the students didn’t think that they disliked the old curriculum,
But it was after they experienced the new curriculum that they felt they liked the latter
better. Another observation here is that as much as students did not have negative
feelings about the previous contents and teaching approaches, it was after
experiencing and comparing both curricula that students began to realise what
materials and teaching approaches they were in favour. This corresponds with some
comments found in the needs analysis questionnaire in which some students said they

did not know what they wanted/needed/liked at the beginning of the course.

In the following comment which focused on the Teacher particularly, a student
demonstrates what they appreciate or like about the Teacher,

A B TR VR A g R HE !

ZHl: HHE, #H

A R, AT AR, B RGBT A R —

118 & PR R VR LR Sk 52 A S B FH AN P o 0 SRS 28 B FH oo /R 0 AR AR
ERR GRS Z AA O AR B S SRR AR _ERR. B R AR BT AR AR
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SRR e SR 2 A ERR AR EY ... P LA A — 6 A
HERRGHIR AL, IR0 R AT A BAGR,  URARAS. . VRl S 1 A SR
LT, PRI RS T (S1-22)

Student: Actually | think you teach very well Teacher

Teacher: Really, thanks

Student: It’s... [you have] good temper...I don’t know how to say....what I
meant by teaching very well is... when you attend a teacher’s class you would
feel whether the teacher teaches with his heart, if the teacher uses his heart you
would want to come to class. If the teacher didn’t use his heart you would feel
attending classes...it’s mutual...so students’ attitudes also influence the
teacher’s inputs....so | think it is important for a teacher to have enthusiasm in
teaching, if you don’t have it, you actually..... even if you are well educated or

knowledgeable, you can’t teach well (SI-22)

Another student who was taking the course for the second time compares his
experiences of being taught by different teachers and indicates that the teacher is the
reason that determines his degree of participation in class:
SR REEZAR T AR BT B BRI —(EZ 00, R TT
U H T AR B 8K, B DA Jmi R DLACEE — R R B4R S —
812 fili- - MERZ RRAR H) 202 -« - RS AR 1) - AR AN ERARAER (in the next 5
minutes he talked about his previous unpleasant experience) .....[5 & FefE 3=
LR - T ReE B AR - B R (S1-06)
Student: I like your style...because the teacher ...in my previous year, | don’t
like his teaching style, so he was the first teacher that | dislike since college...his

teaching ways...were very formatted...[l] disliked it a lot...(in the next 5
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minutes he talked about his previous unpleasant experience) ...because

sometimes going to class [or not]...may be...depends on the teacher (SI-06)
From these claims we can see that motivation is enhanced by the teacher’s inputs to a
great extent. They recognised the teacher’s enthusiasm and they returned her efforts
with the same enthusiasm by attending her classes. Students think a mutual
understanding or appreciation can influence their learning. When efforts are made
from both sides, each party is motivated by the other and learning becomes dynamic
and effective. They also think that enthusiasm is more important than knowledge for a
‘good’ teacher. In their opinions teachers are unable to teach well without having
enthusiasm. From these observations, it is indicated here that the contents of the
lessons, teaching approaches and the teacher’s efforts are the key reinforcements for
students’ motivation. It is also revealed here that students have certain beliefs about
the competences needed for teaching. Students think enthusiasm is the key to
competent teaching ability. These beliefs will be discussed further in a later section in

this chapter.

‘No-stress’
21 students express their views on their learning process. 14 of them use the word
‘like’ to describe their learning experience. The rest of 6 student do not use the exact
word ‘like’, but they express similar opinions by describing the lessons as ‘active’,
‘vivid’, ‘no-stress’, ‘not boring’ , ‘relaxing’ and so on:
A1 HURREER M AR
B2 REERR,
B2 3 BRREERMN E T MBI L AT LA RE S I -
B 1 AR xx e, REFTLIEE. (SG-02)
Student 1: It’s a very relaxing way of learning
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Student 2: Very relaxing, | think
Student 3: It’s a very relaxing way of learning. Unlike some teachers who can’t
communicate:-
Student 1: Unlike xxx [a teacher’s name]--- | think [we] can communicate
(SG-02)
Here students make a comparison with their previous learning experience and talk
about the differences. By giving positive remarks students express their preference of

the new learning.

Below is another typical comment that students make about the process:
[ FAAFIEE TR0 IR RRBAESRAFRARMEI ] (SI-15)
“I think the course is quite...quite lively, very vivid, | don’t feel boring at all”
(SI-15)
Students believe that the state of tension is linked to the effectiveness of learning.
When they feel no stress in the learning process, they learn ‘better’. However, as
much as the students say they prefer ‘no-stress’ type of learning atmosphere in the
classroom, this particular belief tends to contradict with the voices concerning the
sections on Going to the Board in 5.2.1.1.1 and Textbooks in 5.2.1.1.2. whereas
students think appropriate amount of stress or pressure could actually aid to their

learning.

The desire to “understand deeper” helps in strengthen their weakness/lacks in
learning

Data shows that students feel some weakness or lacks as needs have been met through
the learning process. In the interviews 22 students used ‘“interesting’, “fun’ and ‘good’

to describe their learning experience. This is similar to what we noted in 5.2.1.2 in
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which students articulated their opinions towards the new contents of the lessons. By
looking at some of the responses mentioned by the interviewees in the earlier sections
of this chapter, it is without doubts that the ‘interesting” or “fun’ parts of the lessons
also formulated the motivation of coming to class. There are remarks that revealed
how the motivation helped to fill up the elements they felt they lacked in the needs

analysis questionnaire.

For instance, 27 students (71.05%) expressed that they felt a weakness in
‘Understanding Information Texts’ in Question 11 in the needs analysis questionnaire.
Below is an example of someone uses interesting and good to describe his experience
and further elaborates on how motivation helps in his learning something he thought
he lacked:
[ F PG E AR AR 22 B i — e i) 7, IR IE Lo ) 7 g s A R SRR AR
A, HRIRZIRZ A FHMIRMER T A, SERMIREIR R
EREE T R R - X E IR T B E K EAE, AT LR
(SI-12)
Actually I think Teacher discussed a lot of translation examples, these examples
made us feel interesting, many many sentences were different from what we
thought, [it] interested us so we wanted to understand the inner meanings of
translation.... to really understand the information carried inside, [we] can
learn things... (SI-12)
Students state that a stronger interest of learning is developed once they have
better/deeper understanding of the lessons. In that case they were motivated by the
contents of the lessons, and hence they desired to learn more. This desire resulted in

fulfilling their needs/lacks. We can see that students’ motivation is again reinforced
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when they feel their needs/lacks are met. This stronger motivation leads to further

successful learning, the more they learn/understand- the more they want to learn.

The Interesting Changes satisfied their needs
Another common finding is that many students acknowledged the changes in
curriculum. Of those 33 students being interviewed, 26 commented on the changes
and all feedback was positive. Not only did they find these changes interesting, they
also came to lessons more willingly. Below are two typical remarks made by the
interviewees:

LW AR AR LU AR AR IR R AR AR ?

B CEBERGHERER, RAEMRA T (SI1-17)

Teacher: Afterwards (after the changes in curriculum), did you want to come to

[class] more or less?

Student: [It was] interesting so of course [I] wanted to come more often, there

was no reason for me to skip the lessons

(SI-17)

S L RSN S AR RRIR R E R B R AN BB 2

B AW, HEEEK, BRREHR.

Rl BECEAR A ARG LR AR AR ERRIG ?

B B, SRS AR R ] (SI-18)

Teacher: ....did you like the curriculum better or less after the changes?

Student: Yes, I liked it better, [it was] more interesting.

Teacher: So did you want to come to class more or less?

Student: Yeah, we all wanted to come (S1-18)
In the needs analysis questionnaire over 55% of students suggested that they felt they

would like to have more training on translating articles from newspapers/magazines,
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thus this element were reintroduced in the new curriculum. The following example
shows that current events in newspapers and magazines were highly appreciated by
the students.
LM R R R B RAE P, MR RSP B 7 SR AR N+ R4
BRA R BIG? - AREY T RAZRG?
2R, ERGAEENW, HABRRERENAREGREMETER
HRRP--REEEEHE, RAMHW--- (SI-13)
Teacher: ... the questionnaire you did, and [I] designed the curriculum according
to your needs... you think it was helpful? .... Have your needs been mat?
Student: Yes, and of course [it did help], take articles from news and
magazines these current materials for example, we can apply often, very
useful... (S1-13)
From these examples we can see that students’ level of satisfaction was enhanced and
they felt like coming to class more often. Students believe that they liked the lessons
better because of the interesting changes in curriculum had satisfied their needs. We
can then see that a clear link between fulfilling their needs and motivation is explicitly

identified here.

Through Systematic and helpful learning students recognized that they have learned
what they lacked

Following the findings above, 19 students further elaborate on the curriculum changes
and say the learning was very helpful or beneficial, whereas the other 7 think it was
helpful or beneficial to a certain extent. Comments are made specifically on the fact
that they recognized that they have learned what they thought they lacked in the

beginning of the semester.
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[LCHUREUE, R — RS EEE, B, AR Z AT Rt e AR IR,
17925 H 2R ) B AR B R BRAPT B R LU B OR = B SR P AR 3P — L, Al i
BEARh. . BIEREE, AR AR A ] (SI-17)
”...it was, a more systematic learning, yes, Teacher gave us some exercises to do
according to our performance and our lacks in translation, it was the most
fundamental most how can | say... [so] we had first-hand experience
(S1-17)

[ IR, SRR, RS, REMA SR, mAZ LS R
B ..... IAIRAER L A e LR Z AT R, o HORLL. ... &, E
fHERR LR AT | (SI-17)
“I like it more, honestly, [I] like it more, [we] really were learning things, not
just reading textbooks...what the students lacked, [you] taught us first...yes, |
think it’s better this way” (SI-17)

By making these remarks apparently students are aware that the elements they felt
they ‘lacked” (for example, Question 11 on the Questionnaire) were introduced into
the new curriculum. In their view the ‘lacks’ turned out to be what they now realised
as what they ‘needed’ in order to make their learning successful, and these lacks as

needs were filled by the changes in the new curriculum.

The examples not only indicate that students believe that the learning which took
place in the classroom had made positive impacts on their learning; they further relate
their successful learning to the fact that their lacks/needs were accommodated by the
new curriculum. In other words they are expressing their recognition of lacks which
they now realise are their ‘needs’. This realisation/satisfaction motivated them to

pursuit deeper understanding and they were willing to further devote themselves in
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learning. The more they think this particular way of learning accommodates their

needs, the more they are willing to learn.

Summary of issues of motivation
The above discussions indicate that students are in favour of the new curriculum due
to the fact that they believe their learning motivation was affected positively by the
different experience. They acknowledged that they were motivated by the following
factors:
1. The teacher was enthusiastic, the students recognised the efforts she made in
teaching and were motivated.
2. There were substantial bilateral communications taken place in the classroom,
the students felt relaxed or ‘no-stress’
3. The learning was ‘fun’ and “interesting’ so they spontaneously developed the
desire for deeper understanding which made them wanting to learn more
4. The new materials used were practical and helpful; they were also related to
students’ daily life. Not only the changes in contents were interesting to the
students, they believe their needs were satisfied.
5. The students think the learning was systematic in the way that it
accommodated their needs. This type of learning was what they thought they

lacked.

Besides the positive feedback, there are also other remarks concerning motivation.
For instance, one specific student said his coming to class or not would depend on his
‘mood’ and the weather on that particular day. 3 other students said that they would
attend the classes with or without the changes in the new curriculum; these students

are clearly motivated by themselves no matter what type of learning they experience.
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It is worth noticing that the students’ perspectives of their needs before the new
course shifted during, and after the course. How students recognized their needs in

these different stages will be discussed in the conclusion of this chapter.

5.2.1.4 Examination Results and Performance

In the interview, students were also invited to share their opinions regarding two
examinations- the midterm examination and the final examination - as well as their
overall performance in the course. In contrast to Wang’s (2007; 2008; 2014) claims
that students prefer ‘in-class group translation tasks’, ‘take-home translation
exercises’ and ‘tests of language knowledge’ as assessment tools, students in this

study show no objections to examinations.

Midterm examination and scores
Only 6 out of 38 students commented on the midterm examination. 5 of them thought
they did not do well enough. When being encouraged to talk about the reasons why
they thought they got lower or higher scores than in the final examination, 2 students
admitted that they did not study for the midterm examination while saying they knew
they could have done better if they have attended the lessons given most of the
questions in the midterm examination had been discussed before in class.
[ AR, OK W, mJ DLz [R AW R - 1R A - WAHEFEW -5
RER/RE L RENZARREHEER, ML CHER - K
Sy PERR AL R R (S1-06)
Scores... Ok ah, it’s acceptable because...erm...how can | say... [I] didn’t....
didn’t study...because I didn’t [go to classes]... | have the impression [that

we have done them in class] but [I] didn’t review, so [I] relied on the
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impression [to do the midterm exam]...most of them were discussed in class

before (S1-06)

Another student also delivered similar remarks after saying that he didn’t do well in
the midterm exam:
S VRS TRARIA o 25 R A1 B2 () LEBR AN B e 2
S Wi ATRERLR . AT R BEREER T, (EHT: RAJRE) R A
I HERTREHAE.. B ISR EE .. vk, B RZ BT REAH .. RAE
MERE B LU, R FE A ERE B I R 2 AT L RRETA 2R 555 B % FT LARKL
(SI-15)
Teacher: ...so0...why do you think you didn’t do well in the midterm?
Student: Midterm... maybe could be....I forgot what questions we had [for the

midterm], (Teacher: Long sentences translation.) long sentences

translation...then maybe...those...then...those were more....ok, | didn’t study
for midterm examination... | was thinking how to put it in a more.... basically
[I think] I would have done alright with the questions [in the exam] if [1] had
attended all the lectures (SI-15)
Students reveal here that their lower scores in the midterm examination resulted from
lack of studying or reviewing. They recognize the fact that most of the questions
which appeared in the midterm exam were discussed in the lectures prior to the
examination and if they had attended the lessons they would have been able to answer

the questions in the exam paper.

The reason for their absence from the lessons or reluctance in studying for the
midterm examination is unclear here because none of them elaborates their feedbacks

despite the interviewer’s efforts in inviting them to comment further, except for some
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remarks such as ‘I overslept’, * | had to go to work’, ‘I can’t remember’ and ‘I don’t
recall why’. These remarks were not directly linked to their thoughts about the course.
However, by analysing and comparing their feedback about the final examination
presented below, we might be able to distinguish the changes in students’ behaviours

and beliefs.

Final examination and scores
In contrast to the midterm examination, 16 out of the 22 students who commented on
the final examination stated that they were extremely satisfied with their scores by
saying that they felt ‘contented’, ‘great’, ‘happy’, ‘accomplished’ and ‘superb’.
ZH: . HHE —PIRRA A - AR RS IR RIS T ANVE R P B IR R Y]
KA EE?
24 AW, L EREEY.. RE/BENERARBERE L (SI-11)
Teacher: .... about your [final exam] score in this course, you think you are
satisfied? In terms of midterm and final etc.?
Student: Yap, more improvements than last time...I think the score reflects
learning outcomes (SI1-11)
The above is one of the examples which show that students think their learning
outcomes correspond to the scores they got for final exam.
Sl A TR SO R
A BRI (5KF) AL A 5 SR, AR ... B
AR LA B E R LUAE AR, ARG IE MRS AT LS W, i PAK
WA —LEIR, FEAR LI —E.... (S1-02)
Teacher: Let’s talk about your [final exam] score, are you satisfied?
Student: Super satisfied [laughs] I’ve never passed before, when that what’s his

name taught us [this student was taking the course for the second time]... the
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lessons were more interesting of course | wanted to come more often, feeling
no reason for me to skip classes, so I had some impressions [of what we

learned], so | did faster this time.... (S1-02)

Corresponding to the previous discussions in 5.2.1.1.2 and 5.2.1.1.3, students believe
that the reason for their improvement was that they were motivated by the
‘interesting’ lessons which made them attend classes more often. The new curriculum
accommodated their needs/likes. By coming to class more often, they developed
‘impressions’ of what they have learnt from the lessons and these impressions then
help them to perform better in the final examination. The following example
demonstrates this belief:

ZHT: AR RE IS SR AT AT B R ? il A VR AT R B S L R 2

S HORIEA T, SURARZE gl R R IR, HRERE

B TS... ER R PEIRAE BE A EN R ... (SI-18-)

Teacher: So what do you think of this exam? Do you think it’s easier or more

difficult?

Student: Not difficult, but a bit too much... [I] feel there were many [questions],

but they were all stuff that I like.... what we learnt in class was interesting so

we had impressions... (SI-18)

3 students said they were satisfied to a certain degree whereas 2 said the scores were
acceptable, close to their expectations. Most felt they didn’t put enough efforts into
studying due to personal reasons and they realize that the reason for not being able to

get a higher score lies in the fact that they didn’t study hard enough:
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[ R A R AR . EREZRRAEEARL ... W, BEEE

I, ARRRn) e AR AT DU AHER B R F AT, A2 2 hilida KA
B, AR...] (S1-22)

As for the scores | feel....it’s close to what | expected...right, [I] hoped for
better score, no I mean | could have done better but I didn’t study hard, not
that Teacher gave me too low or something, no.... (S1-22)
It is interesting here that students are aware of the fact that if they had studied harder
they could have performed better. They realize that there was still room for
improvements, as much as they ‘hoped’ for better scores, somehow they still didn’t or

couldn’t put more efforts into studying.

Apart from personal reasons, students generally were satisfied with the progress they
made. The students had certain explanations about their learning; they theorised that
attending lessons is an independent variable which is linked to the dependent variable
of success. First of all, they believe that they have learned more knowledge by
attending classes which contains new, interesting elements which accommaodates their
likes/needs. Secondly they attribute their learning outcomes to the new, interesting
contents of the lessons. They believe they perform better because their needs were
met by the changes in the new curriculum. In other words, by changing the curriculum

according to students’ needs, their performance was enhanced.

Improvements /Accomplishments
In addition to students’ comments on the final exam, 23 students mentioned
improvements or accomplishments in the interviews; they felt positively towards the

new curriculum. 15 students think they have made tremendous improvements after
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using the new curriculum, whereas 3 say they noticed some improvements. Students
think they perform better when the contents of the lessons are more to their liking.
A direct link is found in the following comment:
24 WESBERME —FIRRECBA E D!
ZHl: HWRLL T ?
A ORI A, R AR RS R BN A, MR T,
MR ES e CHED. (S1-02)
Student: I think I made better improvement taking this course.
Teacher: In what aspects?
Student: ... such as the news articles.... you liked the contents better, so you
performed better, you feel you’ve made improvements.
(S1-02)
Students also tend to focus on what’s going on in class when they think the
curriculum is “‘more interesting’:
ZHil: AR Ty T B OR?
A R A BRE e S0k, SRRl RBEE AT, B,
1M HARAGG BAM BE SR A BUR 2, WA BRERATE IR, prilig.. an i
— 5 A AR A R £ 35 T AR i 2 W (SI-15)
Teacher: ...... In which ways did it help a lot?
Student: Because you actually practised when it’s more interesting, listening
to the teacher in class, yes... and you didn’t give us too much workload, didn’t

give us lots of pressure, so it was.... We kept doing it every lesson so after a

semester it was quite fruitful (SI-15)

From these examples we can see that students express their favour in the new

curriculum which accommodates their needs. Also we can see that a cause-effect
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relation between the new changes and a better performance is developed. Students
show their recognition of what has contributed to their successful learning in these
remarks. In their views, their improvements resulted from the new curriculum which
contains elements such as doing the activities, participating in the discussions,

practicing translation, and the stress-free atmosphere.

Although 5 other students did not use the exact word ‘improve’ to describe their
learning, they indicated that they felt ‘accomplished’ in the later stage of the course.
WP RE & B BT BELL IR, WA AT RE LLRCR, B 5 T S Ak -
FoE B MRRE S, (HEREMER, HEURAE PR
(SI-14)
Maybe | may have known more vocabulary by now, and that..... might be faster,
easier to understand...[you] feel it’s quite a lot of work, but when finished you

feel...wow! so accomplished (SI-14)

Other students believe that their competence has improved by using explicit examples
telling how their needs have been fulfilled:
[HHE WERERA ST WA RB -7 5 A0 g -

EHIERAAEE — NIRRT IR WA, A SRR R 4
P o S 7 RIS e 1S A (S1-04)
“Yes yes yes.... [we] learned some translation skills we needed.... [and things
we can] apply to every day life...when going to the bookstore | am not afraid of
reading English stuff anymore... stuff that are all in English.... even if they are
all in English I also dare to translate” (S1-04)

It is interesting to see how their perspectives towards learning shifted. By saying that

they have learnt what they needed and are now capable of doing something they were

161



‘afraid’ of or uncomfortable doing before the implementation of the new curriculum,
it is obvious that they think they have improved their learning by using the curriculum

they need/like/lack.

The above examples prove that not only are students aware of their needs/wants/lacks
have been fulfilled in the process, they also understand how and why their learning is
gradually improved in the process. They feel confident and accomplished by the end

of the course.

Summary of issues from examinations
By looking at the performances of the pre- and post- tests (the midterm and final
examinations) and listening to the students’ opinions, we can clearly see how

students’ perspectives towards the two curricula changed.

For the midterm exam, only 1 student said that she did well while most students had
nothing or little to say about the midterm examination other then that they didn’t
perform well. The reason was that they barely remembered what was taught in class
and/or they didn’t study hard enough. Having said that, they did recognize the fact

that they could have done better if they had had studied harder.

For the final exam, on the other hand, 19 students said they performed better Mostly
due to the fact that they found the questions were relatively easier to answer because
similar examples were discussed in class prior to the final exam. Elements such as
news articles and video clips were ‘interesting’, ‘stuff they liked’ or ‘what they
needed’, and so students paid more attention in class. They are more focused and

motivated when learning things they want/like.
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Apart from their examination performances, a significant discovery is that students
also recognized that the things they learned have brought changes into their daily lives.
From the facts that they can understand and translate English faster, and that they are
now more confident in reading English articles, students in general are very satisfied
with their improvements. They noticed that after the course some skills and
knowledge in translation are enhanced. This realization surfaces only after the course
is completed. It is not until then that they realized they have learned something they

needed/lacked.

5.2.1.5 About the Teacher

As noted in Section 5.2.1.3 the students believe that The Teacher is a motivator to
their learning and they commented a lot on the topic in the interview. As pointed out
in Chapter Four, we have to be aware here of the possible effects of the

teacher-student relationship when collecting data as a researcher.

In addition to the example given in 5.2.1.1.3 where students think they are motivated
by the teacher’s enthusiasm in teaching, they also use the followings to describe the
Teacher and/or her teaching approaches: nice, dedicated, gentle, vivid, kind, relaxing,
interactive, fun, different, likeable... etc. These opinions are inducted in two

categories: Personality and Teaching Approaches.

Personality
When being prompted to comment on the course in general, 26 out of 38 students
expressed their opinions of the Teacher’s personality. The majority of the students (22

out of 26) think they are motivated by the Teacher. 1 student holds a neutral opinion,
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while 3 students think the Teacher was ‘too nice’. The positive remarks received are

like the following:
A OBREREHEES, SEZMRAHEIM, H, HEMRARE, R
% ERVREERR, EREWUISEERTG. B, JREZIER (S1-09)
Student: ...then I would recommend that, this teacher really has enthusiasm in
teaching, yes, very responsible, then [it’s] relaxing in classroom, but [you]
can learn things too. Right, I think it is like that (S1-09)
A SRS R AT RTINS (4 [ ), BRAPI R (1Rl )
XEBM... (I EBRERFERENSE, MERKLEREGE L. XA
IRAERRE LRR T, hikE HE) (SI1-10)
Student: ...[I] think... [you] give us extra points (when they answer questions in
class), when we speak you help us too...the interaction I think is quite good,
all of us would be more focused...and we can have deeper impressions of

what [we learn] in class, [we had] more interaction (S1-10)

A student who didn’t show up in class often for her personal reasons describes how
she feels guilty when she thinks she didn’t put enough efforts in the course:
A L ORI AR URIER, PR A R BE 45 e = A S B
RS AR AR A B B2 - BT AR EA, TR REEAR
HAEAIRER, B&ZeR ERRBER G AR LR B, SRZ -3
SRR (SI-11)
Student:...just that | feel sorry, because at the beginning of the semester I didn’t
show up often right?.....so | couldn’t (come to class), but I feel really sorry
because Teacher was so dedicated in teaching, but I didn’t show up for

classes....right, then I... I do like you (SI-11)
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Another comment further indicates how the students noticed and appreciate the

Teacher’s hard work, and in return they also made efforts:
A LRSS RANR T RAMAE TR BRG], B RRETHTHIRR
B, NA.... NERMOER, ARM.. LSRR MmER.. ... BHEF
FEEH, FRUARA IR, man (S1-20)
Student:... I think Teacher spent so much time and efforts for us, yes....
designing new curriculum, and the contents.... based on our opinions, use
our....added things we like...Teacher worked so hard, so | did work hard too,

haha (SI-10)

As pointed out in Chapter Four, we have to be aware here of one of the problems in
all experimental work — the Hawthorne effect — which is perhaps particularly
prominent in Action Research. The students are aware that they are in some new
‘experimental’ or ‘innovative’ teaching and learning situation and make an extra

effort which may not be sustained when the experimental becomes the ordinary.

Bearing the Hawthorne effect in mind, however, from the above comments it is
concluded that the Teacher’s personality traits have made impacts on students’
motivation. Students are more focused in class when they like the Teacher’s
personality; their appreciation for the Teacher’s efforts leads to motivation in

learning.

Although it is clear that the Teacher’s personality traits are highly appreciated by the
majority (84.62%) of the students, student SI-04 expresses his neutral opinion while

still showing appreciation by saying that the Teacher is ‘so nice’:
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ZHl: L SECREE R BRI — PTRR?. AR A DR R R BB
%2

2R g ARANEER (%)

LHT: HASE AT

B R

T BG? GFRARWETTTE? A ER eI 2 B AR

PR (BIETS) BERRA R ML, Eh (S1-04)

Teacher: ...How would you describe the course ‘English Translation’? ...do you
have anything to share or something?

Student: Just ...not bad ah (laugh)

Teacher: What do you mean by not bad?

Student: That Teacher is so nice

Teacher: Huh? Nice in what way? You mean not being strict or what?

Student: (Hahaha) Between strict and not strict bah, in between  (SI-04)

The remaining 3 students also think the Teacher is “nice’ or ‘gentle’, however they do
not think this character has strong positive impacts on their learning:
A - DR 2 s 2 B s AP A R R AR IR Y R R - B —BA R (S1-05)
Student: Because Translation Teacher gives us a feeling of gentleness... [the
students] would be too relaxed (SI1-05)
Zfil: RS2 AT e T AU SR N A AT A AR R
A NRREF, FRBRRAERM T
ZHil: HK, ZR—EE?
A ARARBRARAIE? (SI-15)
Teacher: Do you have any thoughts or suggestions regarding Teacher’s teaching

approach or contents?
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Student: The contents are good, but Teacher you are too gentle.

Teacher: Really, [l need to be] meaner?

Student: Don’t you think they are not afraid [of you]? (SI-15)
These three students think they might become too relaxing in learning if the Teacher
IS too ‘nice’ or ‘gentle’. Having said that, another interesting example connects the
relaxing/gentle characteristics to effective learning by saying:

B AT AR RE R MRK

2l WR~RIEE MR AR T NIE M F S, R AR T NH A

AR R, B A A AR AR A2

A BRI ER A T R R K A B K R AR

FLIMAERS, Lo P FRIE S e N AREE - (SI-15)

Student: ... Teacher’s style was not too stressful

Teacher: Oh, | was going to ask you about my style, so you think there’s

anything you want to suggest, or any thoughts?

Student: Thoughts...this way students like it better...like gentleness

better...if you were really lecturing, | would stop and listen to you....  (SI-15)

Summary of Teacher factors

Although some remarks from the questionnaire already indicate that the Teacher was
popular among the students, in the interviews students show even greater appreciation
on what the Teacher has done to accommodate their needs in order to improve their
learning. Students’ feedback suggests that they are motivated by the fact that the
Teacher was concerned about what they needed, and her willingness to devote herself
in designing a new curriculum based on their needs. In other words, the
reorganization that the Teacher has taken their needs into consideration in developing

the lessons is found among the students.
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In corresponding to Sections 5.1.1.2 and 5.2.1.3 in which students talk about their
positive and negative views about stress or pressure, contradicting views about
‘relaxing’ are also found here. From the discussions above we can see that although
the vast majority is in favour to the Teacher’s personality, 3 students still hold
different opinions on one of the Teacher’s personality traits—*‘being too nice’. With
that being the only characteristic that may raise controversial opinions, we can
conclude that the Teacher’s personality traits, especially her consideration on their

needs are valued positively by the vast majority.

Although students might not realize what they really needed/wanted at the beginning
of the process, they believe that their learning is reinforced by the Teacher’s

understanding of their needs and the efforts she put into accommodating these needs.

In the next chapter, the Teacher’s beliefs about how she arrived at the conclusion of
what the students needed/wanted based on the questionnaire and other indicators will

be discussed.

Teaching Approaches

In terms of teaching approaches, students describe how and why they think their
learning benefitted from some changes in the teaching approaches through out the
process. For instance, idioms as a new element, may seem difficult or intimidating at
first, but by using a different approach the lesson contents may not seem as

‘horrifying’ as they thought.
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The following example shows about how student’ impressions toward idioms at first
changed by the end of the course because of the different teaching approach used:
[ SRR MR Z A8 . SRR BE — SeAT B -« BRI, JUE B Ak — 2
—PBE TR EABKER G RN E SRR 7, B EEkk.
(S1-16)
“.... Teacher divided them up....like...idioms, gradually step by step
accumulated and became mine [my own knowledge], right...1I like it this
way...”  (SI-16)
It is worth noticing that students also realise that in order to enhance their learning the
Teacher used different teaching approaches to deal with different contents. For
instance, echoing the ‘step by step’ approach mentioned above, an interesting
feedback indicates that the Teacher’s ‘from-short-to-long’ approach in teaching long
sentence translation appeals to the students:
[ JREGE, it BamEEERK, HAamRecREUZERMER,
PRI A R AU AT BEAR R VUSSR T MREIRE L, SRR — N TR EE L
MSCE, A% e BT iEL - (SI-17)
“...1 feel that, Teacher was always kind, because at first would give us shorter
sentences to translate, because if translate long sentences you haven’t had
enough understanding [of the skills], if you were asked to translate an long
article right away, then you would be clumsy...” (S1-17)
By giving the above remarks, SI-17 shows the fact that she realised the Teacher has
taken into consideration their needs and hence used a different approach in that
particular lesson. In addition to these explicit examples, students also comment

positively on the teaching approaches the Teacher applied in general:
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[+« 08— 775 T =& HIED B 46 _E RR AR PR A K X S -+ P | 2 Fi_ERR A
HRHERE —MERME BEF RN, REFHE. BEHIRLE---
(S1-12)

...... also we were all very interested when Teacher started the lessons...and
Teacher’s teaching ways actually initiated us to think independently, then
[Teacher] adjusts [her ways of teaching]....these were all very good...”
(S1-12)

Student SI-12 elaborates on the belief that the teaching approach was to his liking and

was ‘very good’ because the Teacher adjusted her teaching approaches according to

the situations.

Summary on teaching approaches

Although students do not reveal much about their thoughts on the Teacher’s previous
teaching approaches, by commenting on the changes they observed in the process
they show their agreement on the teaching approached used in the new curriculum.
Students in general recognized how and why the new teaching approaches were
introduced. Students notice several approaches were used to help their learning in
different elements of the curriculum. Not only the approaches applied are to their
liking, students also report these new teaching approaches are beneficial to their

learning.

5.3. Conclusion

The research question, as discussed in the Introduction of this chapter is to
investigate:

Whether the students believe that there is a casual relationship between the

satisfaction of their needs and their improved performance.

170



This has been addressed by considering three aspects of their beliefs:

1. Are students’ ‘needs’ (as an umbrella term) satisfied through their learning
process?

2. Does their learning become more effective? Is their performance better?

3. How do students perceive their learning experience? Do they think it’s successful?

In general we have shown that students do in fact believe that the changes in the
curriculum, in the teaching approaches, and in their motivation had an effect on their
learning and their examination performance. In this sense there is a clear relationship
between the experience of the students and their interpretation of it and the analysis of

the examination results in section 5.1.

In conclusion to this chapter it is interesting to ask a further question about needs, one
which is also linked with the question of the Hawthorne effect mentioned in Chapter

Four: Is there any shift of students’ needs occurred throughout the process?

Discussions in this chapter suggest that students’ opinions on their needs before and
after the course have not changed in general; the vast majority agrees that their needs
are satisfied. Not only their final exam scores as well as in-class and take-home
exercises indicate their performance is improved, also students believe their learning
becomes more effective. Comments from the interviews indicate that they have
gained deeper and clearer understanding on the cause-effect relations of what they

experienced/learned and their learning outcomes.

Being involve in the research, for instance, filling out the needs analysis questionnaire

or participating in the interviews makes them reflect on their learning from different
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angles. As a consequence of involvement in the research, the students become more
conscious of their learning styles and they gradually developed the ability to

distinguish their lacks to come up with a learning style that accommodate their needs..

The *pedagogical’ nature of this research brings impacts on all participants, not only
the students, but also the Teacher as researcher. How the Teacher perceives the
changes will be investigated in the next chapter, followed by a comparison with

students’ perspectives to show whether the Teacher shares same beliefs with students.
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Chapter Six

The Teacher’s Perspectives

6.0. Introduction

The research question in focus in this chapter is:

‘Will students learn effectively or perform better if their “wants” and “needs” are
satisfied?” and the purpose of this chapter is to examine the experience and views of

the teacher about this question.

Several needs were discovered from the previous needs analysis questionnaire, acting
on these feedbacks, activities and materials were introduced into the new curriculum.
As discussed in 5.2.1.1., all activities added were based on students’ preferences
shown in Part C of the needs analysis questionnaire, except for Going to the
board/Presenting work on board, which was based on the teacher’s experience and
judgement. Also, all new materials added was based either on the data collected from
Part B of the needs analysis questionnaire, where they were supported by the majority
(over 50%) of the students; or from the open-ended questions of the questionnaire,
where they were supported by the majority (over 50%) of the students through a poll

in class as described in 5.2.1.2.

Focusing on the Teacher’s perspective, this chapter analyses the materials collected
by the Teacher to investigate from the researcher’s perspective if the research
question is answered from the Teacher’s point of view. These materials include one

attendance record, 19 teacher’s journals, and students’ exercises.
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This chapter consists of five main sections. 6.1 illustrates the Teacher’s concepts and
beliefs in teaching. 6.2 investigates the themes which emerged from the Teacher’s
data on the lesson planning stage, including the Teacher’s preliminary perceptions and
concerns over meeting the needs and wants of the students with the expectation that it
would lead to more effective learning and therefore better performance. 6.3 discusses
themes which emerged from the Teacher’s data in the teaching stage that reflect
effects apparent to the Teacher (i.e. not the measured effect from the quantitative data
nor the effect as reported from the students’ perspective). Focusing on the changes
beyond classroom learning and teaching, 6.4 discusses impacts observed by the
Teacher that influenced students’ and the Teacher’s behaviour and beliefs. Finally, 6.5

summaries and concludes this chapter.

There are 19 Teacher’s journals, 9 from the preparation stage, 9 from the teaching
stage and the last journal is a reflection on the process. Each journal is marked with
the month/day on which they were commenced. Please note that the original journals
were jogged down informally on a notebook at different slots of time thus sentences
and paragraphs are not usually compliant with grammar rules. Some phrases and
statements contained both Mandarin and English-- a translation of Mandarin is
provided. When quoting in Mandarin, the sources of the quotes are indicated by ()
brackets at the end of each original and translated text. In order to fully understand the
meanings, [ ] are used to supplement the omitted terms to enhance the readability of
the quotes. The words or phrases in bold were highlighted to stress the meanings or

thoughts.

6.1 Understanding the Teacher’s Perspectives
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Unlike the students’ perspectives which mainly focused on their thoughts and
reflections about the process, the Teacher’s own experience was documented in her
journals as early as the preparation stage of the research. By following the journals we

can see what concerns her in each different stage and how she perceived the process.

It is not the researcher’s intention to discuss approaches in conceptions of teaching
(such as Dall’Alba, 1991; Trigwell & Prosser, 1996) and learning (such as Marton et
al., 1993), however, this privileged researcher (i.e. the researcher is also the teacher)
knows that it is the Teacher’s belief that the nature and purpose of education is to
deliver knowledge and at the same time help students to see things from different

perspectives, rather than learning by rote.

In terms of learning, the Teacher was influenced by the concepts of Anderson &
Krathwohl (eds. 2001) on promoting creative and productive learning. Also she
agrees with Watkins® (2002: 4) views concerning effective learning outcomes, in
which he describes and measures outcomes in the following aspects: 1. knowledge -
of things, people, action 2. skills - with things, ideas, people 3. action 4. feelings and
emotions such as success, satisfaction 5. ideas and strategies about learning 6.
affiliation to learning 7. a sense of oneself, including self as a learner 8. a sense of
others and interacting with them 9.a sense of membership of a community. It was

upon these criteria the students’ learning outcomes were measured.

6.2 Themes Which Emerged From Teacher’s Perspectives: The Preparation
6.0. has explained as on what criteria elements were selected to be included in the

new curriculum. Therefore, instead of discussing the selecting methodology, this
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section will focus on how the Teacher perceived the process from one stage to another

by looking at her journals.

Although the Teacher was glad to know students’ thoughts about the contents of
teaching, the selecting process for suitable elements to include in the new curriculum

was not without self-questioning and doubts.

6.2.1 Teacher’s preliminary perceptions on understanding students’ needs

and wants

Students’ affirmation encouraged the Teacher
When analyzing the needs analysis questionnaire, it was surprising and comforting for
the Teacher to know that the students thought some elements from her old curriculum
were what they needed, or liked, as they said in the questionnaire. She was open to
students’ suggestions on what they thought they needed; also she intended to refer to
these suggestions as much as possible when designing the curriculum because these
needs were the core of the research:
-G EBFESZEE T REHBNE, WO BIA1E questionnaire,
AJ LIS [F 22 S - (TJ 02/20)
... through the questionnaire [I] find that certain teaching elements are
supported by the students, [I] am quite happy...good thing that | did the

questionnaire, so that | know students’ reactions....  (TJ 02/20)

Students’ needs were on the practical side
From the needs analysis the Teacher noticed that students tend to be interested in

learning things that are ‘practical’ or related to their daily life:
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A SRR RIR T, RERERATEK, G FEEFTHE
K- (TJ02/27)
... there seems to be a lot of things students want to include in the curriculum,
[they] tend to be on the practical side, like things [they] can use in daily life....
(TJ 02/27)
The Teacher noticed students were more interested in learning knowledge which
relates to their daily life and the society. She reflected on these views and felt it was

logical to construct the curriculum taking into account the students’ opinions.

Students hoped to see changes in curriculum

The Teacher realised that the students set high hopes on the Teacher for teaching them

what they needed in the new curriculum. They were interested and motivated by the

fact that their voices were being heard and they were the centre of the research:
SR RRZ I ARERIER - [ 200, R AR IR U R e B3R AR RS ?
HAm A R A bR JRalt: [E@HEW. | REXEIRE S, &
A Gt 58 7R, BHE s AR B O kT (TJ 03/05)
.... J came to me after the class was dismissed and said, ‘Teacher, you have been
great doing this! Will you teach us what we want to learn?’ Other few students
also came forward. | said, ‘I will do my best.” They were interested, and [they]
asked me if I have finished the questionnaire analysis, [they] seem care a lot
about it... (TJ 03/05)

From the students’ reactions and curiosity the Teacher felt their concerns and interests

for the research. The students anticipated that the Teacher would teach what they

wanted to learn.
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The Teacher was encouraged to create better changes in learning
While working with the students, the Teacher felt a greater responsibility in designing
an ideal curriculum to satisfy the students’ needs as much as possible:
s REF RGBT R AT R, ARG R S, (HRZ I HE A D)
KRB, - ZEE A B FE BRI T2 B BRI, WTAEE
Feee (TJ 04/02)
... l want to do my best designing the curriculum upon students’ needs, can’t let
them down, but [I will] also introduce basic knowledge [on translation].... [I]
want students really learn things through enhancing their willingness in
learning, [so that they] will improve... (TJ 04/02)
The students’ trust reinforced the Teacher’s determination in developing a curriculum
that accommodates students’ needs. She felt that not only the students participated in
the research; many were devoted and looking forward to see changes. It was a drive
for the Teacher to continue the research and strive for an appropriate learning
structure for the students. Her sense of commitment is clear from the phrase ‘I can’t

let them down’.

6.2.2 The Teacher’s concerns

At the initial preparation stage, the Teacher was overwhelmed by students’ feedback.
She found herself encountering difficulties in responding to all the needs requested by
the students. There are two issues that the Teacher was especially concerned about in

the process of developing the curriculum.

The Teacher’s concern over adapting needs into curriculum
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It was not easy for the Teacher to select what to include in the new curriculum when
designing the new curriculum. She found it difficult to accommodate all the elements
students required in a 10-week teaching period:
R LG 3 [F AT IE 2 M, ] AP AR R, (ERFIRRHE
B L HREAEERFHEREEL[BRIRES T - (TJ 03/12)
... ' am so happy to see so many feedbacks from students, meaning they are
really into [this research], but at the same time the needs and wants that students
mentioned [in the questionnaire] may be too many to squeeze [into the

curriculum] in such a short period.... (TJ03/12)

The more she came to understand the students’ needs , the more she realised that a
responsible teacher should take into account students’ opinions in curriculum
developing and revise her lesson plans from time to time:
- B EREFRFKFRERRER, AL BN ERRE TR
AR E — V), W B RS T, Age AR S, HEH
B OB, BEEARARS - (T 03/19)
... really difficult to fit every student’s needs, [I] can only comply with the
majority’s wishes... [I] feel decisions are made by Teacher’s judgments, should
know what the students want, [teachers] shouldn’t teach whatever they want to
teach and never made adjustments in their curricula for years.... (TJ
03/19)
The sense of there being too much to ’squeeze’ is evident in both the above two

extracts.

The Teacher’s concern over enhancing learning effectiveness
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As the Teacher tried her best to accommodate as many needs as possible into the new
curriculum, she realized that she was too optimistic about allocating all the needs in a
period of 10 weeks:
- 1B B2 AR R VY BB R BRI, A A i3
R B, B effective 5?2 (TJ 03/05)
... how to allocate so many things into time slots is really giving me
headache, only 10 weeks [of teaching]... each topic could only spend one or two

weeks, will this be effective? (TJ 03/05)

As mentioned in the previous chapter, the Teacher selected specific needs to include
in the new curriculum according to the criteria, one being the majority’s opinions.
Although the Teacher selected only the needs that were requested by the majority,
nonetheless, the number of needs included in the curriculum was still quite many. The

Teacher was constantly concerned about the quality of effective learning.

The same thought appeared again in the Teacher’s journal when the curriculum was
almost completed:
o WEARE O EER G, - RERBE—DE P, BIRVORH
BAZNE], ARERERRGAWR--  (T)04/02)
... l am really worried about the proportion of each element... | guess | will
have to see how it goes, and adjust [the lesson contents] according to the
situation, just hope students can learn things... (TJ 04/02)
By looking at these thoughts we can see that the Teacher was anxious about whether
students would benefit from the new curriculum. She wanted students to learn what
they wanted as much as possible but at the same time was afraid that the effectiveness

of learning would be sacrificed as there was not enough time for her to teach so many
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elements. Later the Teacher’s concerns became reality in the teaching and inevitable
deviation from lesson plans occurred. The deviation problem will be addressed in the

next section.

Summary

In the curriculum preparation stage, the Teacher felt the students were motivated by
the fact of participating in a research project that meant to help their learning. The
students’ devotion and expectation also motivated the Teacher in developing an

appropriate curriculum that anticipates effective learning.

The Teacher was glad to see students responded to the needs analysis questionnaire
enthusiastically so that it was clear for the Teacher to adapt new elements into the
new curriculum. But at the same time she was overwhelmed by all the needs
prompted by the questionnaire. She was afraid that adapting so many elements in a
short period of 10 weeks would hinder students’ learning. The Teacher had ideas of
what to teach due to the clear and detailed needs analysis results; however, she was
very stressed and concerned over how to teach these contents, and how to fit these

contents into the new curriculum while trying to raise effectiveness in learning.

6.3 Themes Which Emerged From the Teacher’s Perspectives: The Teaching

In addition to the discussions on the preparation stage in 6.1., this section focuses on

the changes that the Teacher’s observed in the teaching process.

6.3.1 Changes in attendance rate
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It was the Teacher’s habit to keep an attendance record throughout the course for her
own reference. After a few weeks with the new curriculum, the Teacher’s stated in her
notes that:
- BTG A AR T, WRREENARIEE) - (T 5/14)
.... the students come to class more often now than before, maybe (they) like

the changes in contents.... (TJ5/14)

Based on her observations in class, the Teacher relates students’ attendance to the
changes in curriculum. She thinks students came to class more often because they
were interested in the lesson contents. In the following week, the Teacher stated in her
journal:
A REA, BT ERRMARRA RS, [IFEOH TR [R5
T R ERNE, B AR T | BERRE SR, T BRI B
][RI wmAEZRE ] (TJ5/21)
.... I took roll-call today, noticed that more students come to class now, [I]
casually asked, “You guys tend to skip less classes lately, giving me so much
face?” Heard a couple of students replied, ‘Classes are quite fun’ “[I] kinda like
tocome’ (TJ5/21)
The above extract confirms the Teacher’s earlier observation that not only did the
students come to class more often, the students ‘liked’ to come because the changes in
contents were ‘fun’. At this point, they did not refer explicitly to the question of
‘needs’ but to the atmosphere more generally, which may have been due to other

factors too.

The changes in attendance were so obvious to the Teacher that in her final log on 6/18,

she checked and documented the increase on the number of students who came to
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class on the attendance sheet: the number of students who came to class before the
new curriculum ranged from 24 — 30, however the number went up to 28-35 after the

new curriculum was implemented.

This specific observation echoes with that of the students’ in the previous chapter -
Chapter 5.2.1.3 It is concluded that both students and the Teacher acknowledged
that the change of teaching contents enhanced students’ willingness in coming to class.
In addition to this observation, the particular contents that contribute to the changes

will be discussed in detail later, along with students’ reactions and feedbacks.

6.3.2 Improvements in exercises
The improvements in students’ exercise were also noticed by the Teacher as she
stated in her journals that:
[ S RFZMIRE MBI, A8 NESFEE S BRI . XX -
[3E R ARAT R L R A BLER ! - B A -+ ] 1 (TJ04/30)
....Students performed quite well when doing exercise today, a couple of them
realized that it was an exercise from last semester. XX said, ‘... this time [it] is
easier to do now then last time.... also it was faster to finish ...” (TJ 4/30)
Below is another observation in the following week:

S RN SEAR Ay, — i ERZ S AU 548 /2 b S IHGE 1F 36 B 824 B 4 55
BRI [FHEAERA NI RO BCE LRGSR, mig--- | SAEEE
BIEEAEL, BREK—K-- (TI5/07)

....When handing exercise back to the students today, one student who

apparently remembered that it was the same exercise from last semester said

(to her classmate sitting) next to her, “‘seems we have discussed in class....

And | got higher marks than last time, haha...” Students also think there is
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an improvement in [doing] exercise, [it] corresponds with my view....

(TJ 5/07)
The theme on take-home exercise is already discussed in Chapter 5.2.1.1, where
students think conducting activities through discussions helps them to learn. The
above two examples from Teacher’s journals express again that students were happy
about their improvements in the exercise performance, and that the Teacher notices
this. Also echoing the findings in Chapter 5, the students think that the
practice/discussion in class was helpful to their doing exercise on their own. However,
whether students’ perspectives here are linked to their needs being satisfied is not

clear from these statements since here the focus is on the level of achievement.

Having said that, from the Teacher’s views it seems the improvements in exercise
were the results of students’ focusing on what’s going on in class:
s BRI AR SRR A EEEE SR (RIS K 22 () LRI - S 4 R 3 e S O SR P
teaeh B A ERR KRR - A HEE L Bk T (T 5/14)
... It was easier to grade homework, students are doing more smoothly... seems
[they] were more interested in what we discussed [in class] and more
focused... like they did take in [class contents].... (TJ5/14)
Based on the above statement, clearly the Teacher believes that the materials
introduced in class were more to students’ liking, they were more interested and

focused in class and so they did better in doing exercises.

6.3.3 Reflections on new teaching approaches
The Teacher’s ideas of applying new teaching approaches were partially elicited by
the group discussions and the open-ended questions from the needs analysis

instrument which took place at the beginning of the semester; in which the students

184



expressed their opinions on their likes and dislikes on some of the Teacher’s
approaches. Besides keeping those the students were in favour of, the Teacher also
initiated other approaches in introducing new lesson contents. She constantly adjusted
her teaching based upon her classroom observation and students’ reactions throughout

the process.

Students were more focused in class
In addition to the previous section where the Teacher concludes that students’
improvement in exercise was due to the changes made on lesson contents which made
students more interested and focused in class, the followings are the examples of
exactly which elements contributes to the improvements. First of all, the Teacher
noticed the students’ enthusiasm in discussions, even in intermission:
se s AR RR I BANG? RIS BTN, — B R REERER S, -2
NFTHGRRE, SRR R I ERIE A 1R 2 Nesiad ame-- (T 5/21)
Is it because it’s group work? Students were quite focused, they were so into
discussing throughout the class, almost no one dozed off, lots of them kept
discussing even during the break time... (TJ5/21)
From the Teacher’s previous experience, many students would take a nap or go out of
the classroom to relax a bit during the break time. But on May 21st she noticed that
the discussions were still ongoing among the students even in intermission. She
believes that the reason for the change was because more group-work was introduced
in the new curriculum. This finding echoes that of Dai’s as discussed in 3.4.1.1. where
she points out that students learn things from each other and also benefit from the

discussions take place.
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The following is another example that shows students are more focused when
participating in Going to the board/Presenting work on board (see 5.2.1.1.):
- EME NAB EECH OB RS TARRZGE ], R s IE 2 [F 24
AL R B FEHA R R E O], AR XA, S 5F
s tBAR 2R+ (TJ 04/30)
.. many volunteered to go to the board [to present their answers for discussion],
I was surprised to see they didn’t feel embarrassed [to let others comment on
their work], I think the approach I use is good, [I] compliment on something
first, ... [I am] objective and polite when commenting [on their work]... (TJ

04/30)

Apart from that, the students were also attentive in many contexts (such as translating
news articles in groups) even though translation was a more traditional exercise they
knew from previous course. They appeared to be focused, attentive and initiative;
those are signs of effective learning to the Teacher:
LA Sy AR R R S A P B R, RTRREF AR, A A
NAFR R B i E SR MR E A (T)05/07)
.. students were quite attentive when | ask them to translate the news article in
groups, the students were focused and quite into discussions that many of
them took initiation and came to ask my opinions when they had

disagreements with their peers.... (TJ05/07)

Students were having fun in learning
Informal conversations between students and the Teacher occurred spontaneously

every week. Thoughts and opinions were exchanged through these occasions. Quite
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often the Teacher heard students used ‘fun’ and ‘interesting’ to describe their

experience of leaning the course.

In 6.2.1. where the change in attendance rate was discussed, the second quote shows
that students wanted to come to class because they thought it was “fun’.  Another
activity documented by the Teacher supports the observation:

- ARMEAREH, FEERFIEEG OB R EIRFSE1E, RHGES
T — BRI CAS R AR — N, AN T SRAT K 2 BRI A H AR T
BREBRFOLENE, —EmTRREERARE - (T)5/14)

... today we did TV programs, | gave students choices of doing the exercise on
their own or discuss with your peers, they all voted for the latter ... at first |
thought [they just] wanted to slack a bit, but most of them finished and turned in
their work before the class dismisses.... seems they were in good mood, they
were talking and laughing when going over the subtitles... (TJ 5/14)
And when the semester was approaching the end, the Teacher surprisingly received
statements from the students in the other translation class:
SR L EBEZEERBIE: T2, 55— PR [R) SRR At M AR o e A
e, |
Zhm: [SEVE? RftEE?
L [b S S Z i R IE kR . |
Zhh: [REZ? ]
L: [ HIRZ HEREBATE H R KR - 5 R AR S Bomf -« Al 1R
Pt ] (TJ 5/28)
L came to me as he walked into the classroom today, "Teacher, my friends
from the other class said they envy us.”

Teacher: “Really? Why?”
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L: “Yes, they think their teacher should [teach] like you [do].”
Teacher: “Meaning?”
L: “... [there are] lots of interactions and we often laugh loudly ... looks
like we are having fun in class...they envy us...” (TJ 5/28)
This incident suggests that not only the Teacher’s own students, but also outsiders, in
this case the students from another class, believe that students are having fun in
learning. After hearing such comments, the Teacher wrote down her thoughts on the
same journal:
s PEPIIEE R B O, ER SR AR — B SRE R, i H A AR
BTN, RBEAMRWE, W EEENENRNIAZE- (T
5/28)
.... I kinda feel good after hearing this, maybe [I have] covered some students’
needs, and with the ways they like, seems students are satisfied, maybe |
should carry on with the same teaching [approach]... (TJ5/28)
The Teacher thinks that the students are ‘satisfied’” and she takes the description of the
class as ‘fun’ and as having laughter to be an indicator that she has successfully in a
certain degree accommodated students’ needs/likes as seen in the extract below:
o RABBRETE - FREEHINSE RO, RBEZER O [fh
MIRBEIFEAR -+ [ B2 A1 AR LT R & A RE R
B+ (TJ06/04)
... the atmosphere is relaxed and easy... students are having fun in this
environment and | am happy because of this... [they are] learning better and
faster...there is more cooperation[with peers].... unlike before sometimes [they
were] reluctance [in practicing]... (TJ 06/04)
She was reinforced by these incidents and believed that her new teaching approaches

were what the students liked/wanted because the learning environment was relaxed
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and easy. Based on her beliefs in effective learning mentioned in the beginning of this
chapter, she was convinced that students were learning better and she decided she
would continue using such approaches to keep students motivated so that their

learning would be more efficient.

Practice makes a difference
Sufficient practice on translation was emphasized in the new curriculum, and these
practices included in-class and take-home exercise. The Teacher noticed from
students’ classroom performance as well as their exercise that practice did make a
difference in learning outcome:
AR AR 20 B IRE  [AR B DU ISR, (A ) 1Bl R AR S iy L g
WE,  BREAE SELE IR RG] 0 B R AT -+ DAA% TR 2L 3 B A At AP R [ 0 3 - -
(TJ 06/04)
... when students are given more time [to practice over similar text structures],
[they] tend to do better in their take-home exercise, and spend less time on
in-class exercise... in the future I will leave time for practicing where possible...
(TJ 06/04)
Based on the performance in exercise, the Teacher regards practicing as a factor to
students’ better learning outcomes; also she thinks that students have improved as she
identifies the progress they made in her final reflection log as:
s Bl [F) B AE R A IR AR S, SR SE T DU B M B3R B L DART 47
RN T /% B2, UABRRTmEAES - (T)06/18)
... lately students have been attentive in practicing in class, from their
assignments [ can see] they are performing better than before, there are
improvements in understanding, delivering and presenting meanings [in

translation].... (TJ 06/18)
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The Teacher recognized that students have made improvements in many aspects. She
also concluded that spending more time on practicing is the reason that students

performed better in exercise and assignments.

Teacher’s dilemma: keeping up with needs or keeping up with time?

Although the Teacher believes that students tend to learn more effectively in the new
approach, echoing with the Teacher’s concerns about the effectiveness in learning in
6.1.2., a difficulty with allocating time to each topic/need/want students required was

found.

Although Dai (2003) points out that students tend to perform better in take-home
exercises than in-class exercises which usually had to be done within a limited period
of time, in this study it is shown that students can perform equally well when given
enough time and practice to do exercises in class. However, the Teacher had to
struggle to keep up with her lessons plans from time to time; one reason being
students would spend a lot of time discussing certain lesson contents which they were
particularly interested in.  This is an issue which she had in a sense anticipated in her
preparation notes as we saw in 6.1.2.: the discussion of the tension between bringing
in the material needed and the question of effective learning. The teacher often had to
make decisions to push the classes forward in order to keep up with the teaching
schedule, and she sometimes wondered whether she made the right selection for the
amount of lesson contents. The following is an example of her experience:

- SR -BEAERGRER, PAENTWASG, — T iERRENE 7, i EA

BARHE e R 2, TIRE&ET - (TJ04/30)
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.. been discussing movie clips, students were so into it, the class flew by, didn’t
have time to introduce the news [article] that was to be taught today, need to

rush next time.... (TJ 04/30)

Later she found herself in the same situation and she jotted down on her journal:
- S RBHGEE LN, BERERIEE? - SRR E B2 R
JRUE B 2 R FRORGEL 7 ? -+ (TJ 06/11)
.. didn’t finish teaching idioms and slangs today, how come I am always
rushing? .... Is it my time management or am | too optimistic in introducing so

many elements? .... (TJ06/11)

Earlier in section 6.1.2. the Teacher has shown her concerns about ‘squeezing’ too
many elements in a limited period of time. The quotes discussed above proved that
the Teacher was right about her predictions. Nonetheless, the Teacher still went along
with her original thoughts of including as many elements as possible in the new
curriculum to satisfy students’ needs. When she realized that she was behind
schedule, the Teacher had to adjust her lessons contents from time to time. In her last
lesson she was really falling behind and she was not able to cover her lesson plan. She
had reflected on this issue in her note that:
© B RAEDINRFE BT 5 AR — 5 A T 30 79 ] LARE RGGEANE A, JRAET-
ORI 25, 56 45 1R RS [H] 4 T e B -« N RREEEI A G T — 08,
PS5 et AT mT DL R AR R R 1R, SR R SRS R — E FT LA 5
I, RAEWEREELT - BZEH L R [RECE LR TGH -+ (T 06/11)
.. today was the last lesson [before final exam]... | had only 30 minutes on
teaching idioms/slangs, I only read it through and allowed no time for questions

or discussions... when the bell rang | was only half way through [what was to be
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taught], 1 said they could stay behind and ask questions, then I explained that
what was not taught would not be in the exam, but those interested could come
get the rest of the handout... [sigh] if I had more time | would definitely teach
better, and students would learn better... should use more time [to teach all

elements]... (TJ 06/11)

The problem of squeezing too many things had been in the Teacher’s concern from
the preparation stage. In order to cover as many needs as possible, the Teacher had
decided to put aside her worries and include the needs requested by the majority of
the class in the new curriculum. Therefore she was constantly falling behind schedule
in her teaching. At the end of the semester she realized that the students’ would ‘learn
even more’ if given more time. The time-consuming issue with large-size classes was
also noted by Ho (1999) and Dai (2003) as shown in 3.4.1 and 3.4.1.1 as one of the

teaching difficulties.

Teacher’s frustration: Teacher, what is the correct/standard answer?
Despite her efforts, to the Teacher’s disappointment some students were still trapped
in their traditional mindsets. Even though the Teacher had used new approaches and
hoped to generate new ways of thinking, occasionally a few students found it difficult
to adapt to something that they have never come across in their previous learning
experience.

o[BI BRGSO A IR, HE AL SR 2

AERGE—EIEMER, FOUTHE & 2B AR - AL

., [ZHR]EZ 524 be productive and creative 7 %}--+ (TJ 04/23)

... I said it from the beginning [of the semester], there is no right or wrong

in translation, just good or bad.... A student wanted me to give a correct
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answer today, | said that again... learning should not be rote [learning]...
knowledge should be used lively; [teachers] should encourage students to be
productive and creative...  (TJ 04/23)

Frustration occurred when the same situation happened again one month later:

Al am e [RRMR LRSI R A8, RANE AR, 260, IR EER
FREE?Y | OGO | RN, AT MALE, Friig
A PTRRAREE 5, B R IR R RRIE, DAATEATA AR E A 5, 1 H AR
ZHTE RIPUE S & TR T - HHE R BeR 7 N e -
(TJ 05/21)

.. After finished discussing [the work on board], suddenly a student asked me,
“Teacher, so what is the correct answer?’ | repeated again that there is no
absolute right or wrong in translation, just good or bad, so there is no
so-called standard answer to it, but still he said in puzzlement that his previous
teacher gave correct answers, and if they didn’t follow the answers [their
answers] would be considered wrong... it was my puzzlement then... should I

change my teaching approach?.... (TJ05/21)

From these extracts clearly students found the Teacher’s teaching approaches were
different from what they experienced with previous teachers, and some of them had
difficulties in understanding the way the Teacher tried to introduce new conceptions
and to prompt them to see things in a different way. Although students were exposed
to a different learning contexts for months, their previous experience of learning still
dominated their ways of thinking. It was a major setback for the Teacher and

somehow she wondered if she needed to adjust her teaching approaches.

Summary
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Teacher’s observations, students’ feedback and reactions on new teaching approaches
mostly are very encouraging and affirming, especially on creating pleasant classroom
learning atmosphere. She thinks that students found the learning process ‘fun’ and
‘interesting’, and the atmosphere was relaxed and easy. Through sufficient practicing
in class the learning outcomes are “better’. Also she noticed some changes in students’
learning behaviours which are positive indicators to their reactions towards new
teaching approaches. She thinks these outcomes are results of her using ‘good’ and
‘motivating’ teaching approaches which from her perspectives clearly satisfied

students’ needs.

The Teacher also encountered a couple of setbacks in her teaching experience. The
problem of ‘squeezing too many things into the curriculum’ occurred inevitably as she
anticipated in the early preparation stage, despite her efforts in keeping up with the
teaching schedule she still found it an obstacle to teaching and learning. Another
major disappointment for the Teacher was that some students still clung onto old
learning habits that were too rooted to be changed. As discussed in 6.1, the Teacher
hoped to bring new light to students’ conceptions and encourage them to understand
the world from different perspectives. However she realised that her approaches were

not suitable for all students, despite her efforts in meeting students’ needs.

6.3.4 Reflections on new teaching materials and contents

Before the new curriculum, apart from students those who were self-motivated, many
students would slack when doing exercises in class. On more than one occasion the
teacher found students chatting with friends or doing their own things. The following

extract is an example of students’ behaviour in class before the new curriculum,

194



C BAEANREL, —E AR HAZ ARG 7R ST R b | RS
TR A Hh 25 TR 7 DA BRAE ACKRIRIS 7 | - 5 2ACiitA AD RRE S
15 ARINERF R A a0 3R A RA 2Bk (T)
02/13)

... students were a bit unfocused, some were chatting an a couple of them
in the back rows were dozing off! | said intentionally, ‘Some of you went
clubbing too late last night so need to catch some sleep now?’... some student
then woke up those who were taking nap.... is today’s content failed to attract
students’ interests like they said in the previous discussion? (TJ 02/13)

The Teacher had assumed that students’ underachieving was related to the curriculum
because in the group discussion at the beginning of the research the students had told
the Teacher they were not learning what they wanted to learn. Therefore besides
reflecting on her teaching approaches as presented in 6.3.3, in this section the Teacher

discusses the new teaching materials and contents introduced in the new curriculum.

The seven items which students think they needed are: movies, TV programs, news
articles, magazine articles, English songs, and Idioms and slangs. On what criteria
they were selected was discussed in Chapter 5.2.1.2 The followings are topics to be
introduced each session in the 10-week curriculum. A sample lesson plan can be
found in Appendix 7.

Week 1 (04/16): Introduction Basic Theories and Translation Techniques

Week 2 (04/23): Movies + Newspaper Terms A

Week 3 (04/30): Movies + Newspaper Terms B

Week 4 (05/07): News Article + Newspaper Terms C

Week 5 (05/14): TV Program+ Newspaper Terms D

Week 6 (05/21): TV Program+ Newspaper Terms E
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Week 7 (05/28): English songs+ Newspaper Terms F/G
Week 8 (06/04): Magazine Article + Newspaper Terms H/I
Week 9 (06/11): Idioms and Slangs+ Newspaper Terms

Week 10 (06/18): Discussion+ Final Exam

Apart from basic theories and translation techniques introduced in Week 1, other
techniques were also introduced in the following weeks when applicable. Theories
were not emphasised as much as techniques/skills in this study, although Dai (2003)
claims that theories were regarded as one focus of the translation teaching in
technological universities by teachers. The proportion of theories employed here was

less than 20% due to students’ lack of interest in learning theories.

Addressing and satisfying students’ needs

Movie clips and TV programs

A reaction from the students was recorded in the Teacher’s journal on the very first

week the new curriculum was applied,
B R A IFEE N IR ARy, FERA N THE, & REFRE FrER--
KRBT ! BB T | - REEERD FRERA TR SAF R
REE BARBA O R RBIERE] - SRAFEERAMRBE: (TJ
4/16)
When | told the students what we are doing next week, heard them cheer, “Yah,
We are watching movie today... Great! This is the right thing [to do]!’... such a
big reaction! As if they have been waiting for it for long.... looks like students
like it a lot and they are happy that this need is addressed... they all seemed

very diligent today... (TJ 4/16)
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The Teacher takes students’ reactions as clear indications on favouring this new
element. She was quite surprised to see students’ joy and at the same time glad to
have fulfilled this specific need. She also observed that by introducing this element,

students became diligent in class.

Another conversation in the following week indicates that not only the Teacher has
successfully captured the students’ interest, the learning experience that students had
was so ‘fun’ that they asked for more of this content. The Teacher regards this as a
sign of satisfaction and motivation:

S RE— LA = WA R0,

B BHN, WS REAEEEER?

LW FRURE ?

B HARIRLARF T, AT EEW? FEEt--
UTFEFRHZNFREEK, BE[B]ES - A8, BERER--FE
motivated T
(TJ 4/30)

As | walked into the classroom, a few students approached me,

Students: Teacher, are we going to watch movie clips again today?

Teacher: Why ask?

Students: Because it’s fun to translate those. Can we have that again?

Please ....
... seems students quite like the new content, they want[to learn] more....
good, attitude is positive, they are more motivated.... (TJ 4/30)
This view was further elaborated by S who came to talk to the Teacher during the
break time. When the Teacher casually asked S her opinions about the new teaching

contents, she replied:
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[ BOLBHIR T EMA K. | B DRLER e ? | fhi. AR
BRIEHHIF R TGW, BREL. B 28K, BRMABER®EFER--
(TJ 06/11)
... ‘Recently the things taught are quite useful.” | asked, “Which things?’
She replied, “The new things we have been doing lately, like movies, TV...etc,

around us [things that in our daily lives].’ (TJ06/11)

From the Teacher’s observation, students’ learning behaviours changed very
positively. And in addition to movies, the Teacher also noted differences on using TV
program as a new content:
- RARE HREMSNT, RERBREG, B ARAZ, B9 HiEMM
6 S8 AL A AR A AR A M AN T - B AR,
e HEAEEEMAER, A —BHAET- UETHERER - (TJ05/14)
... for TV programs | used ‘Friends’, reactions from students are good,
discussions about the dialogues were quite enthusiastic, can see that they liked
it... some students also came to discuss [with me] about things they didn’t
understand... appeared that they think some expressions were useful in daily life
because they were memorizing them... before it rarely happened... (TJ 05/14)
Here the Teacher makes a comparison between her observations before and after the
new curriculum. She thinks students are satisfied with their new learning experience

by having a positive attitude and taking initiation in learning as noted in 6.2.3.
English Songs
Due to the shortage of time, only one English song was introduced in the curriculum.

The reactions from students were encouraging:
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o BECHREC A Westlife 1My Love’, & 44— B aa 22 AE G bl A3 DESR KAE I
®’lE, S NPUERZE - BOEHCEPADY, i ELARGE AN AN EHEE -
[ 4R MEANSE R, B BAFRF L X E L, A RN AR [ 78]
T (TJ05/28)
... for English songs I used ‘My Love’ by Westlife, when the music began to
play, the students had an expression of ‘oh I know this song’ on their faces and
some began to sing along.... it was my intention to choose a song that’s not
quick, also the lyrics aren’t difficult to understand and translate... [I think music]
was a nice change, | saw students were having fun while paying attention, a
few were swinging [their bodies]....  (TJ 05/28)
The Teacher was careful and thoughtful when choosing an appropriate song. She
deliberately chose a pop song which was not difficult for the students. From the
Teacher’s opinion, not only the students were paying attention, they were also

enjoying the content as they sang and swung their bodies along with the music.

Newspaper and Magazine Articles
In addition to students’ comments on TV programs as ‘useful in daily life’, similar
feedbacks are found in materials such as Newspaper and Magazine articles. Below is
an example on how student reacted on learning newspaper terms. Judging by the
students’ behaviour, the Teacher thinks they were very keen in learning:
oG, AR R TR AR A RS, AR BIA G, Al Bk
HINTT AR S e B 5, 288 N AR, JIBE B B R A 5 14 P LAl — {1
N, M AN - BERRFXZE N EBIRSEGE - (T)5/07)
... time was not enough, some newspaper terms were not taught in time, |
explained that things not taught in class would not be tested on but those

interested can come get the complete file, many came to ask [for it] but | had
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only one file in my pen drive so | gave it to a student who then would pass on to
others... seems they were quite willing to learn...  (TJ 5/07)
To the Teacher, the fact that many students wished to learn extra-curriculum materials
which students were not to be tested on, means they were motivated to learn. She
feels the new contents are popular among students; both their learning performance
and their behaviour in class had improved as seen in the following example:
o REBHEMMZER, HA2ERAME, PERFTBBREL - HK
A AR SER B RGR,  BAE[R R TG LB ST - Z B ] I BOv B B BB HS, 1RA
F, SNBSS iR A H 2HR -+ (T 5/28)

... | feel new teaching materials are very popular, because learning
condition is good and students are more focused...A said to me when she
handed me her work today, ‘Now [the new contents are] better...the teaching
materials Teacher used helped me, [it is] very useful... I used it when talking
with friends from overseas...” (TJ 5/28)

In the extract above Student A addresses the new materials as helpful and useful. This
correspond with the Teacher’s reflection in her log on June 11:
- PR A BT RS IOCE, MBS AT B, AR TR &

FE EEEER, RUATRAEKKER - #HIMMn A B b, &

BAFRLF -+ (TI 06/11)

... P said because we had [magazine] articles, he became more interested in

overseas [countries], wanted to understand more about the place... [he]

automatically surfed on the net for information, [it] was an experience he

never had... | think it’s good that it helps to expand their horizon... (06/11)

From these examples it is concluded that the Teacher believe the new contents are
useful to students and both the students and the Teacher think they help and benefit

their learning.
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Summary

The students had expressed their needs in learning daily life materials in Chapter 5. In
this section it is clear that the Teacher thinks she was successful in addressing
students’ needs by introducing those new elements. Not only it was a pleasant
teaching/learning experience for both the Teacher and the students, there are positive
changes in students’ learning behaviour, such as enthusiasm and willingness in
learning, taking initiation/motivation in learning, and involvement and performance in

classroom.

By summing up the discussions in this section, it has come to the Teacher’s awareness
that students tended to respond well when the lessons were introduced by means of
popular media such as movies and TV program, songs, newspaper and
magazines...etc. Students tend to regard these as ‘daily life’ materials; things that
they can use in their daily contexts. Also the forms and approaches to introduce them
are different from that of “traditional’ contents; both the Teacher and students found it

very interesting and helpful.

6.3.5 Reactions and feedbacks on ‘old’ teaching materials and contents

Although the Teacher designed the new curriculum to address students’ needs,
however, there were elements she valued and decided to include in the curriculum
regardless of the fact that students did not appear to need these elements in the needs

analysis questionnaire.

Textbook sections: Translation Techniques
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The Teacher believes from her experience that certain basic techniques, such as
addition, omission, sentence reversion...etc. are basic knowledge to good translation.
Although only a few students expressed their needs for these skills in the needs
analysis instrument, the Teacher decided to include these contents in the new
curriculum. Instead of following the contents, only sections from the Textbook

previously used were used to introduce translation theories and techniques in class.

The Teacher commented on her decision in the preparation stage that,
REBREANRHH LI, ERAEKBEMMFEREEA N B

MELT], AT RINER - RADBARSEMESE, NERMAGEE
AR R EHEB - (TJ03/26)
... the majority didn’t think it’s a must, but I really think they need to learn
[basic theories and techniques in translation], they can’t do without a
foundation... only a few realized its importance, but I think it will help them in
the future.... (TJ 03/26)

By observing students’ reactions on learning translating theories and techniques later

in the teaching stage, the Teacher concluded that the lesson was “ok’:
o BERABERBAH B, AR B EAGREHF EEE WENE
P, 72 NIBA D ERC - BB EERA L EE RIBERE
BRI+ (TJ04/16)
.... can’t say they like it, but students didn’t seem to repel ... still there were
a couple asked questions, many of them did take down notes... they still
followed my instructions to practice on the exercise in the textbooks....

reactions were ok.... (TJ 04/16)
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Although there was no strong evidence to show that students appreciated such content,
the Teacher had come to a conclusion in her final teaching log that it was a necessary
decision to include this element in the new curriculum. She felt that basic skill
training contributed to the difference students made in learning:
o WRA-BERETREARINHIGERAEZR - AR
R E SRS AT AR B T R B EE], P DA A A e Al b b - AR TE e
TIHHRTHWRERE /)& T T 5 —A Bhm - (T 06/18)
... 1 think the basic skill training throughout the course did make a
difference... in class | sometimes gave them tips on using certain techniques [in
doing exercise], so they did quicker.... practicing these techniques is beneficial

in enhancing translation ability in every aspects.... (TJ 06/18)

Textbook sections: Exercises

The Teacher believes that practice is important when learning techniques or skills in
translation. Therefore a few exercises from the Textbook were used mostly in class
for practicing purpose so that students would become skilful in applying these

techniques.

The Teacher regards this as a ‘necessary’ content in curriculum, and when
considering adding exercises from the textbook into the curriculum, the Teacher had
carefully gone through exercises in the textbook:
C BRE R ER, ARE T RIS ESEIRE SIS T SRASE W
GFF,  SEARAT Le AR AR IR - BT AP S A 4T+ (T 03/26)
... It is necessary to practice over techniques, otherwise [students] will forget

easily without practicing right after learning... the textbook is quite handy to use,
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although some [exercises] are quite outdated... need to select those
appropriate... (TJ 03/26)
Although the Teacher did not comment particularly on exercises from the textbook in
her teaching logs, from the previous section on Textbook as well as in 6.2.3 where she
commented on the teaching approaches, she thinks practicing exercises in general

does contribute to better learning.

Summary

It should be noted that the use of Textbook sections is the only “old’ content to be
included in the new curriculum solely by the Teacher’s personal judgment. The
Textbook used was published in 2004 by a Chinese author which contained cultural
differences as Ho (1999) and Dai (2003) point out in 3.4.1.1. The Teacher has used it
before and was aware of the cultural differences so she carefully selected adequate
sections of the books or exercises to be included in the curriculum. The Teacher
believes there was a ‘need’ for the students to learn some basic theories and
techniques of translation although they were not aware of such need. By the end of the
course she sees better outcomes in learning and she thinks learning and practicing

these skills is beneficial for students in the long-run.

6.4 Beyond the Classroom
Apart from changes related to teaching approaches and the curriculum, the Teacher
also documented comments and thoughts that concern other changes she had

observed.

6.4.1 Impacts Created by the Teacher
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In Chapter 5 students expressed their recognition of the Teacher’s efforts and in return
they felt obligated to show their appreciation by making extra efforts in learning.
Corresponding to that of the students’ views, the Teacher had similar observations in

both the preparation and the teaching stages.

The interactions between the Teacher and the students had always been good. The
Teacher had interacted and communicated with the students so that the students would
speak their minds in many aspects. The fact that many students participated
voluntarily in the group discussion before the research indicates the relationship
between the Teacher and the students was very friendly. The following incident
occurred when the Teacher was preparing for the new curriculum:
woo SR RN . [ 2 RIS B AR EANOE MR A T RAT 2 - BRERG
fZZEERA B AREHIROEATHE - | AR LR FIE BRI T,
RBREINRAEREERE T - (TJ 04/09)
.... A few students said to me, ‘“Teacher you work so hard to do this for
us?’ ...you are so different from other teachers; we see that you do care for
us...” I am so glad that they appreciate my efforts, and | feel there is a
stronger bond between us ... (TJ 04/09)
It is seen from the extract above that the Teacher felt an even closer teaching-learning
relationship was being developed by conducting the research in collaboration. There
are also other similar examples that illustrate how students reacted to the Teacher’s
efforts. Below is an extract from the Teacher’s log on June 4™
o MR ERRMRERIGER . [2ZAW, UMK R 2 1 800k, BiRAIRM
OB B 2 B[R LB EZ - RIRF BRI RRIMETREEA
THINEE | eI ERIREE)-  (TJ06/04)
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... M said to me after class, ‘Teacher, sorry | have been absent many times
because | have a part-time job, | feel bad not attending the classes seeing you
did so much for us...I promise | will hand in every assignment and study
hard for the exam....” | know she often needs to work shifts in order to pay her
tuition fees, actually 1 am really touched by her words... (TJ 06/04)
M is a student who needs to finance herself for college tuition. She sometimes needed
to work shifts so there were times she couldn’t make it to class. She felt she should
come to class if she could because she could see how much effort the Teacher has
made. It is clear that students recognized and appreciated the Teacher’s work. The
research had an impact on their attitudes of learning; their mindsets were also

influenced by the process.

6.4.2 Impacts on the Teacher
By looking at the Teacher’s log chronologically, not only have the students undergone
changes in learning, the Teacher’s attitudes and beliefs have changed along with the

research process.

Although the Teacher was the one who originally initiated and conducted the research
which created changed in students’ learning, in the process she later unexpectedly
found herself undergoing a transformation. At first it was observed that she had a
sense of accomplishment in what she has achieved:
oo AMEF ARSI R, e BRI A SECH R O, BMMTR R IR T
AL, REEERBRE- (T)05/14)
.... they seem really enjoy the lesson, [from] their expression | see enjoyment
and fun, I feel happy that they are satisfied, my accomplishment makes me

feel good... (TJ05/14)
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The Teacher felt ‘good’ in keeping students contented. She indulged herself in such
accomplishment that she sometimes got carried away into spending too much time on
keeping students satisfied instead of moving on with what was scheduled to teach:
o W BRI AR E DL A R A - AR AR AR R T R A
AT BAT A R R S AT R SR -+« 1 An e A A 22 BRIy [ 5 A A1 R B
2B Rt R R ERTEENRE - BERAELEHREEIE? &
HEE T (T)5/28)
... | tend to give the students what they like and what they require ..... [I]
realized now that I did change my teaching schedule and approaches to
accommodate students’ wants.... such as giving them more time to linger on
the topic of their interests...this could be a reason to my falling behind
[schedule]... it might hinder learning too? [I] should be cautious... (TJ 5/28)
From the example above it is seen that in order to adapt to students’ demands, the
Teacher at times changed her original teaching schedule and lesson plans and gave
students more time to discuss topics they found interesting. She thinks this might be a

reason contributing to her always falling behind schedule, and an obstacle to learning.

Despite all the difficulties the Teacher encountered, teaching was still a joy for her.

She looked forward to each lecture. Teaching was not just a job, but also her interest:
o IO EEERRE L, WS AERRIRL, FIORERLAMIR ;- KA
o DR R B 1L S R S AR A - B EREA R TAE T R B T -+ (TJ 06/04)
... recently teaching is really fun, the relationship with students is pleasant and |
look forward coming to school... I think it’s because the positive feedbacks from
the students in general.... teaching is not a job to me, it is my interest now.....

(TJ 06/04)
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Besides having ‘fun’ in teaching, the Teacher felt her efforts were also rewarded by
students’ affection:

- el T, —HEEISEE TN RN, AR AL, EARKERIRE X
AR R PEHS, ORI IR g 2 diMis? | AT REA K & IRl M4 Ok 2
bk 1o i [ZAIRARREIRAER T - | BHHZEHHE,
BEZIMMMARKREERK, REBHEHURBZ--  (TJ06/18)

.. exam was over, some students stayed behind and come over to said to me,
“Teacher, it is very interesting attending your lecturers, at the same time we
also learn things, will you be teaching us again next year?” When | told them
it’s unlikely, they were all very disappointed... some said. ‘If it’s not you that
teach [us], | don’t want to come [to classes] anymore...’it’s an affirmation to
me and | feel they really like me, | have done successfully [in teaching] ....
(TJ 06/18)

In the above extract, students also expressed that if it weren’t for the Teacher, they

wouldn’t want to come to class. In this case, the Teacher herself was also a motivator
for learning. At the same time, the Teacher was motivated by the students:

o IB IR TE, e —E R R R B T HBE R, BEH T T2 4E

e PR A S R HYIE — I — R, AN AR () 1 — L6 S R 2 AT

AR G A BRI BN R AEF ), R ER IR A D BRER

FER B B ER T T E, A UMK BT - (TJ06/18)

.. in doing this research, one of the rewards is to regain the enthusiasm I had
for teaching, [l have been] teaching for over 10 years... lately it was day after
day in numb, [1] didn’t actively make changes for better teaching and learning...
this experience is good for students, actually it benefits me a lot as well...
seems | am a battery that was flat but now fully recharged, [1] can start

freshly with lots of energy...(TJ 06/18)
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The substantive sense of affirmation and rewarding reinforced the Teacher to pursue
better learning and teaching, it further led to the Teacher’s awakening and inner

growth.

Summary
The Teacher’s reflections indicate that changes made by the Teacher eventually led to
changes brought upon the Teacher. Her perspectives and attitudes on teaching in

general were transformed through the process of research.

Realising the Teacher’s efforts in considering their learning needs, the students in
return expressed their recognition and affirmation that refreshed the Teacher’s
enthusiasm in teaching. It was rewarding for the Teacher to know students’ views
about her. She felt good and contented for what she has done. Teaching was not
merely a job, but an enjoyment and an interest to her. Her reactions indicate that
students’ compliments also fulfilled her needs of being recognised a successful

teacher.

6.5 Conclusion on Teacher’s perspectives

At the time the research was first conducted, both the students and the Teacher all
hoped for better changes to enhance learning. In this chapter the Teacher concludes
from her observations that not only changes are found in students’ learning

behaviours, also there are changes in their perceptions and behaviours.

In the early preparation stage the Teacher was encouraged in her views by the

students’ recognition of the changes in teaching and learning so that she tried her best
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to develop an appropriate curriculum to address students’ needs. As the teaching
proceeds, the interactions between the Teacher and the students grew closer and based
on the mutual understanding and appreciation, a win-win teaching-learning cycle is

formed through the research process as seen in Fig. 6.1.

—

teacher’ s

students satisfaction

affirmation

teacher’ s

efforts

Figure 6.1 A teaching-learning cycle

The Teacher also concluded from these observations that students think a good
teacher is an important key to motivate learning; they would perform differently if it
weren’t for the Teacher. In other words, a good teacher is what students like and need
in order to learn effectively. However, the researcher is aware that these phenomena
may well be the ‘Hawthorne effect’ as discussed in Chapter Four, which has often
been noticed in action research. A further study will be needed to determine whether,
or how long the improvement will last once the novelty disappears, or whether the

approach can be transferred to other situations and used by other teachers.

This chapter started with the research question ‘Will students learn effectively or
perform better if their “wants” / “needs” are satisfied?’ Although the changes

noted in this chapter are evidence of effective learning- judged by the Teacher’s
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beliefs illustrated in 6.1 — some difficulties also surfaced through the study. First, to
squeeze seven elements in a 10-week curriculum was rather too idealistic; the
teaching schedule was too tight to ensure sufficient practicing and discussion which is
needed for quality learning. The Teacher believes that students could perform even
better if given sufficient time. Also, it was a disappointment for the Teacher to know
that a few students were unable or reluctant to change their learning approaches
despite the efforts from the Teacher. In this sense the answer to the research question

is not totally positive.

Having said that, the Teacher thinks she has gained and grown through this
experience along with the students. The research process was enjoyable and “fun’ all
the way for all participants. It can be concluded that a needs-based approach also has
an impact on the Teacher. The influence of this impact and teacher’s needs are not

sufficiently noted in the literature.
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Chapter Seven

Conclusion

7.0. Introduction

As explained in the beginning of this thesis, translation studies as a discipline in
Taiwan has developed considerably in the past two decades to answer the call of
globalisation and to strengthen the nation’s competitiveness. This thesis has been
written against that background but also as a result of the researcher-teacher’s
experience of difficulties in the classroom. Given the fact that ‘English Translation’
was a compulsory module that all students from the particular Applied English
Department had to pass in order to graduate, it was clear that they needed a new
approach. With the students’ help the researcher set out on her journey seeking for
answers for the problems encountered. By addressing and developing a curriculum
that accommodated the students’ needs, the purpose of this study is to improve
Translation learning and teaching in Taiwan based on the Teacher’s experience over

this project.

This has been done as an action research project, and in the analysis so far the
students’ perspectives and the Teacher’s perspectives have been analysed and
discussed in detail in Chapters Five and Six respectively. However, in order to answer
the research question,

Will students learn effectively or perform better if their ‘wants’ and/or ‘needs’
are satisfied?

it would be helpful to introduce a recapitulation of the general findings from these two

chapters to see the similarities and differences on how the students’ and the Teacher’s
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perceived their experiences and their views the success of the changes made during

the project..

Section 7.1. briefly reviews the results from the data analysis chapters to clarify
whether the students and the Teacher had similar or different perceptions of the
teaching and learning process and its outcomes. Section 7.2. then discusses the
contribution this study made more generally to the field of study. As this study is a
case study with an action research approach, 7.3. also outlines the limitation of this

study. Finally, a section on implications for future studies concludes this chapter.

7.1. A Recapitulation of the Findings

From looking at the midterm examination and the final examination results in 5.1., it
is clear that students performed better after being taught with a curriculum that
accommodated their needs and from this types of data the answer to the research
question is clearly positive. This is a perspective on the outcome or ‘product’ of the

project.

Another perspective on the success of the project can be taken from the way in which
the students and the Teacher talked and thought about the “‘process’. Each had their
own emphases and themes in the data focussed on the process, and the themes
emerging from the students’ and the Teacher’s perspectives in both chapters are

summarized in Table 7.1.

The Students The Teacher

1. Activities 1. The Preparation

213



Those conducted in class:

going to the board, group work, in-class
exercises

Those which took place at home:

take-home exercises/assignments

2. Materials and contents of the lessons:
Movies, TV programs, News articles,
Magazine articles, English songs, Idioms

and slangs, Textbooks

3. Motivation
Teacher as a motivator
No-stress learning
Desire to ‘understand deeper’
The interesting changes were what they
needed

Systematic and helpful learning

4. Examination results and performance
Midterm examination and scores
Final examination and scores

Improvements/ accomplishments

5. About the Teacher

The Teachers’ preliminary
perceptions on understanding
students’ needs

The Teacher’s concerns

2. The Teaching
Change in attendance rate
Improvements in exercises
Reflections on new teaching
approaches
Reflections on new teaching
materials and contents
Reactions and feedbacks on “old’

teaching materials and contents

3. Beyond the classroom
Impacts created by the Teacher

Impacts on the Teacher
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Personality

Teaching approaches

Table 7.1 Themes which emerged from the data collected

To include all the contents/elements prompted by the needs analysis questionnaire in a
10-week curriculum was rather idealistic. Both the students and the Teacher think that
the learning would be even more effective if given more time. The issue of keeping up
with the teaching schedule surfaced in the process, although results show that in
general this project was regarded as a success from the students’ and the teacher’s

perspectives,

With sufficient discussion and practice in class, the activities conducted are
considered effective by both the students and the teacher. Also the Teacher noticed
positive changes in students’ learning attitudes and their performance in exams and

exercises.

However, one concern raised by the Teacher is the time-consuming nature of
conducting group work in class, which resembles the findings of Wang (2007; 2008,
2014) that the ideal number of students in a class should be 17-25 because large-size
classes cause teaching difficulty. As observed in 6.3.3, students were focused,
motivated, and having fun in learning. But the time spent on discussions among group
members was more than expected. The Teacher had the dilemma of keeping up with
the needs of sufficient practice/discussion in class or keeping up with the teaching
schedule. Analysis of the reflections of the Teacher indicate that she thinks this
teaching difficulty may be resolved by extending the period of learning, in other

words not to ‘squeeze’ too much contents in a limited period of curriculum.
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Where teaching materials and contents are concerned, the use of textbooks was
perceived differently by the students and the Teacher. Whereas the majority of the
students opposed the use of textbooks, the Teacher had managed to make use of the
textbook in the form of handouts. By adapting and rewriting selected sections from
the textbook, the Teacher introduced translation techniques and exercises into the
curriculum without raising any objections from the students. Although it may require
extra efforts and time, what the Teacher did may be a solution to the lack of adequate

textbooks in the technological university settings in Taiwan.

Locating the findings in the wider literature, one can first consider how this study has

added to what has been done in Taiwan and then consider if the theory of needs

analysis was helpful or might itself needs some refinement. Before this study in

Taiwan the research knowledge can be summarised as the followings,

1. Needs analysis approach has been conducted mostly in the EGP instead of ESP
classrooms.

2. Only a few studies with needs analysis approach have been carried out in
translation classroom.

3. All studies with needs analysis approach all ended at the stage of identifying
students’ needs; no further research has ever done to address or act on those

needs.

As for the question of the theory of needs analysis, one point which became very
evident in this study was the difficulty of using a translation of the word ‘needs’. As
explained in Chapter Three, the students understood this particular word in different

ways because of the difficulty of translation. This is an issue in all international and
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cross-lingual research as has been highlighted recently

(www.researchingmutlilingually.com) but the research has revealed a particular

problem which, although needs analysis has been done in non-Anglophone countries

before, has not been discussed

The implications for research methodology, again as revealed by the need to analyse
interview data by hand rather than using Nvivo , is that a mechanical analysis is
sometimes inadequate and that, with respect to questionnaires, the researcher needed
to be sensitive to the possible ambiguities when analysing; there could be no

mechanical calculation of results.

7.1.1 Summary of similarities between Teacher and students
Despite the differences on the time management issue and the use of textbooks,
similarities can be found in other aspects such as the teaching materials and contents,

teaching approaches, and the Teacher factor.

Teaching materials and contents

The changes in the curriculum are ‘interesting’ and ‘useful’ to the students and they
are reinforced to perform better. Both the students and the Teacher agree that
‘updated’, “‘close to everyday life’ elements are needed in effective learning. Students
considered their needs are satisfied by using the materials and contents they

liked/wanted.

Teaching Approaches
From the increase in attendance rate and the interview feedbacks, it is evident that the

teaching approaches employed were interesting to the students; they had fun learning
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and were more focused in class. The data also reveals that by using teaching
approaches which were systematic and ‘step-by-step’, both the students and the

Teacher realised that the learning improved.

The Teacher factor

By constantly adjusting her teaching based upon her classroom observation and
students’ reactions throughout the process, the teacher successfully motivated the
students. Both the students and the Teacher were motivated by the other party and felt
encouragement and affirmation. In short, the process had impacts on both the students
and the Teacher. Unlike previous studies in which the Teacher factor has been
neglected, this study shows that the Teacher plays a crucial role in the success of the

project.

In summary, the research question has been answered: not only did the students tend
to learn effectively in terms of the examination results, exercise performance, and
in-class activities; their attitude and motivation are also enhanced when their needs

are satisfied.

7.2. Reflections and Limitations of the Study

The researcher wishes to put forward at this point that by doing this action research
project she realised why there had been no such studies in the field of translation in
Taiwan. The task of conducting a needs analysis questionnaire, designing a
curriculum and implementing it with action research approach was extremely
challenging and demanding. Just the marking of exercise/homework for a class of 38

students took up all her time, not to mention the task of teaching and researching. If it
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wasn’t for her concerns over students and her enthusiasm in teaching, she would have

given up already.

With that being said, the Teacher is pleased to see that by using a needs analysis and
an action research approach, this study was able to not only identify and understand
students’ needs in a deeper sense, but also to address and answer those needs. Her
efforts paid off when the students responded to her with the same enthusiasm and
appreciation as presented in 5.2.1.5. It is noteworthy that the students and the Teacher
have grown and developed in learning and teaching through this study. Having
acknowledged these limitations, it is important to highlight the significance of the

study.

7.3. Significance of the Findings and Advocacy

As pointed out in Chapter Four, this action research project was derived from the
Teacher’s own teaching context. The significance of this study, as put forward in
Chapter One, is to help the students by improving her own teaching. By looking at the
findings in Chapter Six, it is proven that teacher’s professional development is
enhanced. Although this was not the focus of the research question, it is a significant
effect of the project. As no curriculum has ever been designed from the students’
perspectives to address the learning needs of translation students in Taiwan, the
results from this study also have implications for curriculum development in the

future.

It is usually argued that the findings of case studies like this one may not be
generalisable (e.g. Cohen, Manion & Morrison, 2000), nonetheless, as an action

research project which is the first and only case study on addressing translation
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learners’ needs in Taiwan, it is hoped that other practitioners’ own practice will be

stimulated by the this study.

Although the literature shows that some elements, such as group work, are considered
by students as curriculum ‘needs’, no studies in Taiwan have ever investigated the
reasons nor tried to find explanations behind the scene. Given the scope and
limitations of the questionnaires used in previous studies, students had not been given
an opportunity to express the reasons of their liking or disliking of such items.
Therefore the original contribution of this thesis is to have done a case study with rich

description which goes beyond anything that has been done in Taiwan.

The distinction between research focused on analysis and that which advocates is
discussed in 4.1. Action research, as well as being a means of improving the teacher’s
own practice, a point we shall return to below, also has the advantage of being based
in a context which is shared by other practitioners. Even if case studies cannot be
generalised, action research has the authenticity which might persuade other teachers,
and perhaps those who design curricula and policies. It is hoped therefore that this
thesis will be noticed by others and will be the basis of further developments and

changes.

For, as indicated earlier, one achievement of this study is that not only the Teacher’s
own teaching development has improved, but also the students have also benefited
through this study. The students have been given an opportunity to find out for
themselves what they needed in a translation curriculum. It is hoped that by referring

to the results of this study, other translation teachers in Taiwan will be able to apply to

220



their teaching or find this case interesting and stimulating and therefore have some

impacts on their teaching.

In short, it is hoped that this study could recommend to teachers that although it
requires extra time and efforts, a needs analysis could be considered as a tool to
understand learners’ needs in order to develop an adequate curriculum that elevates
students’ learning performance. A deeper understanding of the relation between a
curriculum that accommodates learners’ needs and the outcomes of learning hopefully

will be established by the accumulation of knowledge by future studies.

As learners’ needs can change over time depending on the changing characteristics of
the specific groups and contexts, policy makers and stakeholders in institutions could
encourage such research to be carried out in their own settings in order to improve
teaching and learning situations. Also, it is hoped that curriculum developers will find

this case a useful starting point for how curriculum should be developed in the future.

As far as the researcher is concerned, a further development from this thesis is to
design a translation course/curriculum book for the students at the Applied
English/foreign languages departments in Taiwan. For as pointed out earlier in
Chapter Three, books written by Taiwanese authors are very rare, not to mention one
that is based on the students’ needs which, as the findings in Chapter Five and Six

show, will be welcomed by translation learners in higher education in Taiwan.
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Appendix 1  Search results examples

Search 1: (In Chinese)
Databases: TAO &8 E:4i74% L% 71T % (25)
Heghan @ E A Airiti Library (12)
TG LR 5] 2% PerioPath Index to Taiwan Periodical Literature System (13)
HyRead journal &4 &k E (14)
EE LSRRI E RS (1)
Key words: <Translation> in Title; <curriculum design> in Any field

Results: 75 Relevant articles: 0

Search 2: (In English)
Databases: EBSCO-ERIC(¥{ & 2 % i & kL) (0)
Ericdata /=55%H AIak/# (1087)
ProQuest Dissertations and Theses - A&I(PQDT {#AH L5k LR 5 &kl #)  (495)
ProQuest-Education Journals(# & {1 F1] 4= 30 & ¥} &) (210)
TAO G¥EEAMTAR L5 T T # (6)
Hegh4n @ E A Airiti Library (19)
HyRead journal &4 &k} E (18)
JSTOR (Arts & Sciences | Collection) (24)
EVEIITIER R 51 R0 (20)
B AR SRR E RS (27)
Key words: <Translation> in Title; <curriculum design> in Any field
Results: 1906
Refined search:
Key words: <Translation> in Title; <curriculum design> in Any field; <needs analysis> in Any field

Results: 15 Relevant articles: 2

Search 3 : ProQuest British Education Index
Key words: <Translation> and <curriculum>

Results: 30 Relevant articles: 0

Search 4: ERIC, WorldCat, WorldCatDissertations (kw: Translation and kw: curriculum) and ((kw:
needs and kw: analysis)).
Y& kHE:  ERIC (12) WorldCat (25) WorldCatDissertations (6)

Results: 43 Relevant articles: 1
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Appendix 2 The Questionnaire

#5233 FEB3
R E DD 0 Ak R gt T - P e ¥ F S(NEEDS) » 1 s i els
K RBEY S TRENBEEDEY P ERANREEZ By § IR A
g1 L 35 < "What do students need in translation courses in Taiwanese institutes of
technology?’ (to be confirmed,#7 <) -
M REREOTH - TXFEE S RH R R Y AT R AR
KRBT G o 2F R ()i

g & BIE i (4) Bk ¥ R

Part A: R AFH
Lok () As 5 * #3F g 2 9

Are you a student from the Department of Applied English?
a. & Yes
b. 28, Al kd_ No

2. FER (&,T)%Lfrs_ EmhE 4 9
Your year of study ?

O O O T Qo
j‘-ﬂ-_-l>(.1\.)l\.)lA

Other

=

30 FHREART G GUNLFHLBLEF DR ?
Can you participate in further follow-up interviews if applicable?
a ki Yes
b. Z No

4. R iR ()L 9

Areyou a
a. Female
b. g Male
c. He Other
B. I in(4f)enE &7 #

What is your age?

PartB: k£ 2% £2 & 47
Part B: Analysis of Students' Needs

1= | 2% %= strongly agree
2= | ¥= agree
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3=| ¢ = neutral
4= | F % disagree
5= | 2% F % strongly disagree

%ﬁ—?‘f@ el i S (&’T)% HEY P AROE TR A HET?
What language situations or skills that you wish to achieve by taking the course?

1.1 sF3to7 animns
Knowledge on Translation Techniques

12 @ Ftie™ a0 Lyaltg
The course provides sufficient preparation for this

2L M FLEXH O A FnE T HRTAANLLE T T b ehiva
Knowledge of the different contexts in which words are used in English and Mandarin

22 ok nie? ok g
The course provides sufficient preparation for this

3.1 ¢ B R hmE

Knowledge on sentence orders of English and Mandarin

32 M iknie™ ok Ll
The course provides sufficient preparation for this

41 7 jam= H3F
Understanding English Idioms

42 o™ a0 Uyl g
The course provides sufficient preparation for this

- R v sy
51 7 j2®m < enEF

Understanding English Slang

52 ixMikiie™ ik Lt
The course provides sufficient preparation for this

6.1 fiFdR Mookt chv
Translating articles from newspapers /magazines

6.2 xMiknie™ ik Ll g
The course provides sufficient preparation for this

113~ Fies

Translating literature
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72 oMkt gk Ll g
The course provides sufficient preparation for this

8.1 el #H i o e
Knowledge and Techniques on Simulation Translation

82 xMiknie™ ik g
The course provides sufficient preparation for this

9.1 7 MR D* 7
Terminology on Political issues

92 izMiknie™ k1 Ll g
The course provides sufficient preparation for this

10.1 38 S IR WITARE P
Translating Films/Movies/TV Programs

102 ek o & &0 g
The course provides sufficient preparation for this

11, B3P 7R 2 G {Tfi(iif)ﬁjﬁiIE‘fréﬁIE ? dhe%k G e

L G

ik E

What are some of your strengths and weaknesses in this course? Please tick

a wXER¥ErE
Professional Terminology

3318 Weakness
wIE Strength

b. #= 2

Knowledge of English Grammar
Fi ) Weakness
I Strength

C. R RMBE 2 F P B
Understanding Texts You Read For Pleasure

3318 Weakness
w I Strength

d. 7 jadRfsekep §
Understanding Newspaper/Magazines
Fi ) Weakness
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WIE

Strength

e. O IBFREFR N F
Understanding Information Texts

3318 Weakness
w I Strength

f. #2 od By
Knowledge of English Sentence Structure
Fi ) Weakness
w I Strength
g His
Other(s)
337
% 7%

Weakness
Strength

12. (P a2 i 4 GFHRT 7lanl s i1g > 7

Your Language Ability

P ihfF)

1=] 45 > Aaniiand gl Beginner level

2= | A#H > ANEGAHTS N Basic level

3=| 7 =& > A2 4 L% ehiE 3 | Intermediate level
i 4

4= Erp 5 > NE g -k F e Advanced level

5=| B3R5 > AL gL Eeay S Mastery level

W vy

Knowledge on Translation Techniques

B R R L PR AR P RDEFE R Bk
Your estimate of your present English level in this particular area

= (a’r) BRI sl
Your target level

M RL B2 AT RARET TRATERADELLEF T b hal
Knowledge of the different contexts in which words are used in English and Mandarin

B R R L PR AR D ARDEF N

Y

Your estimate of your present English level in this particular area

= (a’r) B& I sl
Your target level

243




GO i
Knowledge on sentence orders of English and Mandarin
ifi(*b'f)fr% PP AE B AOEF N 4 Bk

Your estimate of your present English level in this particular area

in (&T) BE P asdik
Your target level

TR S
Understanding English Idioms
CICHIE B S el e ST S

Your estimate of your present English level in this particular area

in (&T) BE sk
Your target level

1 fEE Y i
Understanding English Slang
ECHIE B S el e ST S

Your estimate of your present English level in this particular area

i (&T) & sl
Your target level

PR Afofeikt e F
Translating articles from newspapers/magazines
REf) 3 A 2 B W RGP AL 4 i

Your estimate of your present English level in this particular area

i (&T) RS S d
Your target level

LAk AL
Translating literature
ffi(%f)fé Fpe P AR AOEF N 4 Bk

Your estimate of your present English level in this particular area

(A7) 18 & 3 3 et
Your target level

ERCE R S W Eioe R IoF - )
Knowledge and Techniques on Simulation Translation
EYCY I I R =Y 2 A R S

Your estimate of your present English level in this particular
i (&T) BRI ok
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Your target level

7 Mo RAL A 3F
Terminology on Political Issues
ifi(*b'f)fr% Fpe P AE R AOEFEN 4 Bk

Your estimate of your present English level in this particular

in (&T) BE s
Your target level

WA T HIT ARG P
Translating Films/Movies/TV Programs
ffi(%f)fé PP AE B ANEF N 4 Bk

Your estimate of your present English level in this particular

in (&T) BE P as ik
Your target level

PartC: kEH+HA2 PZ L ¥
Part C: _Analysis of Students' Expectations for the course

1L $htig- Poe R0 LH A2
What are your expectations for the course?

2. ()R s ALK F 2 6 R(Ap)B S Y
Do you think the syllabus fits your expectation(s)?

a. i Yes
b. E No
G

(Comments)

3. in (&’]f)é&é Boan AR 3 N B A0 AT
What aspect (if any) is lacking in the present syllabus?

4. kPR P R ATRAERTP F AT
In regards of present syllabus

1= | 22§ = strongly agree
2= | ¥= agree

3=| ¢ = neutral

4= | F disagree

5= | 2% F % strongly disagree

41 AL IR AR TG & AT R
I think the translation techniques included in the textbook fits my needs

AFFERTH S REf)B LR E T
Is there any way to enhance your level of satisfaction?
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4.2

4.3

44

45

4.6

4.7

4.8

4.9

AW FHRANFRF AR
I think the textbook is easy to follow

AFFERTH I RE)BL RS E D
Is there any way to enhance your level of satisfaction?

ARG PR B EANDT R
I think the pace of the class is right for me

ALF G ERTH S RE[)B LR STE D
Is there any way to enhance your level of satisfaction?

AR L L TR £ A R
I think the simultaneous translating in class fits my needs

ALFFERTH S RE[)BL RS E D
Is there any way to enhance your level of satisfaction?

RS BRY P LSBT L

I think the pair work fits my needs

AFFERTH I RE)BL RS E D
Is there any way to enhance your level of satisfaction?

Ao BALA LR B A R

I think the group work fits my needs

ALF G ERTH S RE)BL RS E D
Is there any way to enhance your level of satisfaction?

A A et AR LA ST R

I think the use of lectures fits my needs

AFFERTH I RE)BL RS E D
Is there any way to enhance your level of satisfaction?

AEHBE R OPRSE LS R

I think discussing translation done by peers fits my needs

AT G ERTHRE)BL RS E D
Is there any way to enhance your level of satisfaction?

AL KA R AR S AN R

I think the distribution of additional handouts fits my needs
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AT G ERTHRE)BL RS E D
Is there any way to enhance your level of satisfaction?

410 #inh gk VA ene R (RS 2 )R AT R
I think the additional articles used in class (other than textbook) fits my needs

ALFFERTH SRR LRSTE D
Is there any way to enhance your level of satisfaction?

411 AR L P
I think | have made satisfactory progress during the course

AFFERTH SRR L RS E D
Is there any way to enhance your level of satisfaction?

412 ARG A o EHaneH B LA R
I think the overall improvement | made in translating fits my needs

AFFERTHRE)BL RS E D
Is there any way to enhance your level of satisfaction?

413 AL HE VPR KE B LEASPT R

I think using films/TV programs as teaching materials fits my needs

AFFERTH I RE)BL RS R D
Is there any way to enhance your level of satisfaction?

414 ARG HE FE RS S g e
I think the mode of assessment — class participation is right for me

AT G ERTHRE)BL RS E D
Is there any way to enhance your level of satisfaction?

4.15 ARG FE PIFRY ST 2 N g
I think the mode of assessment — in-class translation is right for me

AFFERTHRE)BL RS E D
Is there any way to enhance your level of satisfaction?

416 ARG PFIT LA PN ER
I think the mode of assessment — homework translation is right for me

AT FERTHRE)BL RS E D
Is there any way to enhance your level of satisfaction?

417 N3G P i fATA S g AN
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I think the mode of assessment — the midterm exam is right for me

AFFERTHRE)BL RS E D
Is there any way to enhance your level of satisfaction?

418 AL B R T BfETA D S ERN
I think the mode of assessment — the final exam is right for me

AT G ERTH I RE)BL RS E D
Is there any way to enhance your level of satisfaction?

419 L3 F H v i g () F &2
What are the other aspect(s) that fit your needs?

FELp in (-;&T);rmﬁ_z:}
Please explain

420 £ 75 Ho iz A #E i,’:(%r):rﬁg *?
What are the other aspect(s) that fails to fit your needs?
FERP R (df) o d
Please explain

Part D: ¥t #fechd L F ph sz ik
Part D: Reflections and Suggestions for the Course

Lo BT a7 R e 3R it 19 8 (4P Y F R 2
What aspects of the course were most satisfying to your learning needs?

2. BB RN IR H G 4 AR (&T)ﬁv%‘i’ A
What aspects of the course were least satisfying to your learning needs?

3. HvEgaim:
Other suggestions or comments

WHEEFEEREINE o
Thank you or filling out this questionnaire.
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Appendix 3 Pages from the teacher’s diary on May 14th
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Appendix 4 Example Interview theme and comments: group work
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Appendix 5 Example elements supported by the students to be included in the
curriculum
41 7 fam= 23

Understanding English Idioms

1| 4/38 10.53 %
2 12/38 31.58 %
3 18/38 47.37 %
4 4/38 10.53 %
5 0/38 0.00 %

42 T Ftie™ o k1 gl g
The course provides sufficient preparation for this

1 2/38 5.26%
2 13/38 34.21%
3 18/38 47.37 %
4 4/38 10.53 %
5 1/38 2.63 %

5.1 7 f#¥ < thig;

Understanding English Slang

1 3/38 7.89 %
2 12/38 31.58 %
3 20/38 52.63 %
4 2/38 5.26 %
5 1/38 2.63 %

52iMiktie> o ik gt
The course provides sufficient preparation for this

1 1/38 2.63 %
2 8/38 21.05 %
3 26/38 68.42 %
4 2/38 5.26 %
5 1/38 2.63 %

6.1 fuifdR Mfrfeik  eh2 §
Translating articles from newspapers /magazines

1 6/38 15.79 %
2 15/38 39.47 %
3 14/38 36.84 %
4 2/38 5.26 %
5 1/38 2.63 %
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Appendix 6 The Consent Form
RESAERCH CONSENT FORM (Z2#if & E)

TITLE OF RESEARCH:

What do students need/want in translation courses in Taiwanese institutes of technology?

Researcher: Hsiu-Tzu Charlene Shen, School of Education, Durham University

Please circle as necessary

Did the researcher explain in full what the research is about? YES /NO

Have you had an opportunity to ask questions and to

discuss the study? YES /NO
Have you received satisfactory answers to all of your questions? YES /NO
Have you received enough information about the study? YES / NO
Do you consent to participate in the study? YES/NO

Do you understand that you are free to withdraw from the study:

* at any time and
* without having to give a reason for withdrawing and

* without affecting your position in the University? YES /NO
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Appendix 7 Example Lesson Plan

Date: May 14, 2008

Theme(s): 1. Introduction of Newspaper Terms D
2. Translating a scene from TV program

Duration: 100 minutes (a 2-period class)

Objectives:

1. By introducing newspaper terms (alphabet A to Z) D, students should expand their

vocabulary capacity in order to translate articles from newspapers/magazines, as

well as to enhance ability in simulation translation.

2. By watching and translating subtitles in a scene from ‘Friends’ as an in-class

exercise, it is hoped that students will gain knowledge of the different contexts in

which words are used in English and Chinese.

Teaching materials:

1. Newspaper terms D

2. A clip from TV program ‘Friends’

3. Handout: subtitles of the TV clip

Activities:

1. Introducing and discussing Newspaper terms (D) — 30minutes

2. Watching TV clip, first time without subtitles, second time with subtitles. — 20
minutes

3. Distributing and discussing subtitle handouts — 10 minutes

4. In-class exercise: translating the subtitles — 30 minutes

5. Wrapping up class (questions and comment time) — 5-10 minutes

Homework:

1. Review Newspaper Terms D for a quiz next week
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