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ABSTRACT

Framed within the current accountability policies in higher education, under the
strains of global competition and the internationalization of universities world-
wide, this article examines effective teaching as a pillar of teaching quality in
higher education among legal translation lecturers. By linking certain teaching
and learning styles to the different dimensions of effective teaching (instruc-
tional, organizational, and emotional), the teaching profile of legal translation
lecturers in Spain at undergraduate level is analyzed. In addition, student-cen-
tered teaching approaches are connected to the use of classroom strategies and
methodological resources that characterize effective teaching. The findings of this
study, obtained through the distribution of the TAMUFQ questionnaire ( Teaching
and Assessment Methodology of University Faculty Questionnaire) among legal
translation lecturers at undergraduate level in Spain, suggest that those lecturers
who adopt a post-positivist approach in their classroom display a greater variety of
teaching behaviors and strategies associated with both effective curriculum imple-
mentation and higher quality teaching than those who are closer to traditional,
positivist approaches. These findings may be particularly useful in the design and
implementation of continuous professional development courses and pedagogical
training of lecturers.

Keywords: legal translation; translation teaching; teaching strategies; higher
education.

RESUMEN

Enmarcado en las politicas actuales de rendicion de cuentas que caracterizan a
la educacién superior, bajo la presidén de una mayor competencia global en lo
que concierne a la internacionalizacién de las universidades, el presente articulo
profundiza en el papel de la ensefianza efectiva como pilar de la calidad docente en
la educacién superior. Al vincular los diferentes estilos de ensefianza y aprendizaje
alas dimensiones que caracterizan la ensefianza efectiva (instructiva, organizativa
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y emocional), se analiza el perfil docente de los profesores de traduccién juridica
de Espana a nivel de grado y se vinculan los enfoques docentes centrados en el
alumno con el uso de determinadas estrategias y recursos metodoldgicos en el
aula. Los resultados, obtenidos mediante la distribucién del cuestionario TAMUFQ
(Teaching and Assessment Methodology of University Faculty Questionnaire)
entre el profesorado que imparte materias de traduccién juridica en Espana a
nivel de grado, apuntan a que los docentes de traduccién juridica que adoptan
perspectivas de corte pospositivista en el aula muestran una gama mads amplia
de comportamientos y estrategias docentes que han sido relacionadas con una
implementacién mds efectiva del curriculum y una docencia de mayor calidad.
Estos hallazgos pueden ser especialmente ttiles para el disefio y la implementacién
de programas de educacién continua y para la formacién pedagdgica de los
docentes.

Palabras clave: diddctica de la traduccidn; traduccidn juridica; estrategias de
ensefanza; educacién superior.

RESUME

Dans le cadre des politiques actuelles de responsabilité qui caractérisent
I'enseignement supérieur, sous la pression d’une concurrence mondiale accrue
concernant ’internationalisation des universités, cet article se penche sur le role
d’un enseignement efficace en tant que pilier de la qualité de I'enseignement
supérieur. En reliant les différents styles d'enseignement et d'apprentissage aux
dimensions qui caractérisent un enseignement efficace (instructif, organisationnel
et émotionnel), le profil d'enseignement des professeurs de traduction juridique
en Espagne est analysé au niveau du premier cycle. Les approches pédagogiques
axées sur [¢tudiant sont reliées également 4 ['utilisation de certaines stratégies et
ressources méthodologiques en classe. Les résultats, obtenus grice a la distribution
du questionnaire TAMUFQ (Teaching and Assessment Methodology of University
Faculty Questionnaire) parmi les enseignants qui assurent des matiéres de
traduction juridique en Espagne au niveau du premier cycle, suggérent que les
professeurs de traduction juridique qui adoptent des perspectives post-positivistes
en classe font preuve d’un éventail plus large de comportements et de stratégies
d'enseignement associés & une mise en ceuvre plus efficace du programme et 4 un
enseignement de meilleure qualité. Ces résultats peuvent étre particulierement
utiles pour la conception et la mise en ceuvre de programmes de formation
continue et pour la formation pédagogique des enseignants.

Mots-clés : didactique de la traduction ; traduction juridique ; stratégies
d’enseignement ; éducation du troisiéme cycle.
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Introduction

Access to university education has grown expo-
nentially in the last hundred years, leading to the
creation of new universities, faculties, and degrees
across the globe in response to the growing social
demand for higher education. This has resulted
in a certain massification and commodification
of higher education (De Courcy, 2015), which,
in light of the current economic climate, has pro-
moted the redefinition of the role of universities
and lecturers. This redefinition has been heavily
affected by global competition, internationaliza-
tion, social migration, and a greater diversity in
student profiles, not to mention cuts in funding
structures, which have put even greater economic
pressure on management departments at aca-
demic institutions.

With greater economic constraints and budgetary
shortfalls than ever before, universities face vari-
ous challenges: increasingly stringent processes of
accreditation and auditing; pressure to appear in
international rankings developed through the use of
statistical indicators, such as the Academic Ranking
of World Universities (ARWU), the Times Higher
Education (THE), and the University Ranking by
Academic Performance (URAP); processes of har-
monization, such as those implemented in the
European Higher Education Area (EHEA); as well
as demands for more research of greater impact and
more teaching, of higher quality.

In this climate, most of the responsibility to fulfill
these requirements and reach the abovementioned
standards ultimately falls on university lectur-
ers. Lecturers must balance scholarship, teaching,
and research in more adverse conditions than ever
before (Gurung et al., 2018, p. 11), often with
poorly implemented accountability structures,
“increased workload, intensification of work, and
a crisis of professional identity [due to] a loss of
public confidence in their ability to provide a
good service” (Day, 2012, p. 8). This, in part, is
the result of neo-liberal policies and politics on
education (Biesta, 2013; 2015), which seem to

consider employability standards as the only indi-
cators of success in higher education.

At the same time, the educational role of university
lecturers has experienced a significant qualitative
leap, at least within the EHEA, where student-cen-
tered learning environments have been promoted
as part of a paradigm shift (Martinez-Carrasco,
2017, pp. 163-164) that has had direct repercus-
sions on how “effective teachingis conceptualized,
fostered and supported, evaluated, valuated and
rewarded” (Saroyan & Trigwell, 2015, p. 92).
The pressure to demonstrate excellence in teach-
ing within the EHEA continues to grow, with the
problematic nature of defining “excellence” in the
current scenario of constant change.

Relevant literature, in line with the gradual aban-
donment of the figure of the educator as the central
element of education, has tended to show greater
interest in learning styles and strategies rather
than teaching styles, strategies, behaviors, and the
impact of effective teaching on the student learn-
ing process (Gonzalez-Peiteado & Pino-Juste,
2016, p. 1186). Nevertheless, although it is widely
accepted that the main focus of any educational
environment should be the students, the sole
implementer of the curriculum in the classroom
is the lecturer (Dorgu, 2015, p. 78). Therefore,
the teaching method and classroom methodology
that they use will have an impact on overall stu-
dent learning and satisfaction.

Understanding teaching practices is a necessary
first step towards their improvement. In the legal
translation field, the object of this article, the
need to revisit and challenge classroom practices
is even more evident given the current impact of
natural language processing technologies and the
exponential increase in demand for multilingual
content. Thus, even iflegal translation is one of the
translation fields which is growing most steadily,
the potential impact of automation is giving rise
to a subtle, yet steady, shift in its traditional niche.
Hence the need to assess the way legal translation
is not only performed but also learnt and taught.
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This article delves into the teaching resources and
strategies used by legal translation lecturers in
Spain, connecting the classroom practice of said
lectures to different teaching and learning styles. In
the second part of this article, we will analyze the
results obtained through a questionnaire distrib-
uted among legal translation lecturers and examine
the teaching resources and strategies that, to this
day, seem to prevail in legal translation educa-
tion at undergraduate level in Spain. The findings
obtained will provide a mapping of how legal trans-
lation education is performed in the country, which
can become a good starting point to discuss how
legal translation education should adapt to the
abovementioned challenges posed by automation.

Defining Effective Teaching in the EHEA
Landscape

The 2018 ministerial meeting of the EHEA, held
in Paris, speaks of the “full” implementation of stu-
dent-centered learning and the need to “promote
and support institutional, national and European
initiatives for pedagogical training and continu-
ous professional development of higher education
teachers” while exploring “ways for better recogni-
tion of high quality and innovative teaching in their
career” (EHEA Ministerial Conference, 2018, p. 4).

From this statement, two questions emerge. Firstly,
there is awareness within the EHEA that the key to
effect the educational change promoted at institu-
tional level is based on the pedagogical training of
educators and better recognition of high-quality
teaching. The second question is the pedagogical
model that it promotes, framed within participa-
tory teaching philosophies and based on a situated
view of education as a product of the individual’s
interaction with both other individuals and the
environment. The long-held teaching perspectives
based on a one-size-fits-all notion of curriculum
and good teaching seem to have given way to more
context-dependent approaches. In contrast, the
EHEA now seeks active engagement on the part of
the student, accountability and responsibility in

their learning process, and a reflective approach to
both the teaching and learning process ( Jorgensen

etal,, 2018, p. 194).

data from the 2015 prisa
report (Programme for International Student

However, the

Assessment), although applied to secondary
school teaching, highlights the positive associ-
ation between teacher-directed instruction and
student performance, and considers whether it is
once again necessary to reinforce teacher-directed
instruction in pre-university teaching (Alvarez
Morén et al, 2018, p. 85). Although some
authors have called for caution in the handling
of causal inferences that could be deduced from
PISA reports (Fernandez-Cano, 2016, as cited by
Postareff, Lindblom-Ylinne and Nevgi (2007,
p- 2), “teaching and learning are not two distinct
phenomena.” Consequently, there are numerous
existing studies that connect teaching styles to
productivity, performance, and student success.

Even though the relationship between effective
teaching and student performance is difficult to
measure because of the great number of variables at
play (psychological, physiological, socioeconom-
ics, etc.), Gargallo et al. (2011, 2018) and Aguilera
(2012) claim that there is a meaningful influence
of the teaching method on the way students learn.
They conclude that, when the teacher makes use of
student-centered methodologies, students develop
better-quality learning strategies, better attitudes
and a deeper approach to learning.

Effective Teaching & Strategic Excellence

Literature on teacher effectiveness has tradition-
ally centered around identifying effective practices
and behaviors of teachers in relation to concrete
variables in the teaching-learning process (student
engagement in the classroom, student motiva-
tion and self-efficacy, etc.). However, it has been
claimed that, in general, it lacks an understanding
of how effective teaching develops (van der Lans
etal, 2018, p. 247).
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Generally, effective teaching is considered from a
complex perspective that combines three different
dimensions: the instructional dimension, related
to the cognitive engagement of students and their
meaningful learning; the organizational dimension,
related to successful classroom management; and
the emotional dimension, which grants students the
learning support they need in the form of supportive
learning environments and positive student-lec-
turer relationships (Holzberger et al.,, 2019).

That being said, it remains unknown which
mechanisms motivate lecturers to combine these
key teaching quality variables simultaneously, or
to prioritize certain variables over others, and
how many of these dimensions should be set in
motion at the same time for teaching to be con-
sidered effective (Spooren et al.,, 2013). Nie and
Lau (2009), for instance, suggest that this might
be attributable to individual differences in lec-
turers’ self-concept, insofar as, for example, those
who see themselves principally as educators accen-
tuate the emotional dimension of education.

Many existing studies examine the specific dimen-
sions of effective teaching. Fuller (1969), for
example, offers one of the first classifications of
those teaching behaviors that characterize effec-
tive teaching, although his study is based on
analyzing trends in teachers’ self-reported con-
cerns and thus his conclusions are based on
non-behavioral concepts that cannot be observed
directly in the classroom. More recently, Buskist
etal. (2002) propose a list of 28 qualities and their
related behaviors known as the Teacher Behaviour
Checklist, modified years later to be adapted to
the Likert format (Keeley et al., 2006). Through
interviews and classroom recordings, Bain (2004)
identifies seven common principles that character-
ize effective teaching in university environments.
Feldman (1996; 2007), through a study of stu-
dents’ evaluation of a course, aims to find which
of the 28 dimensions of instruction that he iden-
tifies have a higher incidence in student learning
(Feldman, 2007, pp. 103-104).

While the aim of virtually all studies is to exam-
ine what happens in the classroom, Gargallo et
al. (2011, pp. 16-17) or Gurung et al. (2018,
pp- 13-15) delve into the performance and inter-
action inside and outside the classroom, lesson
planning, and assessment to examine the multi-
dimensional aspects of high-quality teaching. In
the development of their Model Teaching Criteria
(Boysen et al., 2015), Gurung et al. (2018) iden-
tify the following dimensions associated with
effective teaching:

o Training. Effective teachers are trained,
whether through formal training or self-train-
ing, not only in their area of specialization but
also in pedagogical theory and practice.

o Syllabi. Effective teachers employ learner-
centered principles to design their syllabi and,
in this way, define relationships with their stu-
dents, providing a cognitive map and learning
tool for the course. Effective teachers make
the necessary changes to their syllabi every
semester according to student feedback and
include a clear description of how the learning
objectives are connected to each assignment
and assessment within the course.

e Instructional methods. Effective teachers
employ many different instructional methods
depending on the situation.

o Course content. In addition to the specific
competences relevant to their subject, effec-
tive teachers exercise communication, critical
thinking, and collaborative skills “through
creative assessments, class activities, assign-
ments, and syllabi that engender disciplinary
guidelines” (Gurung et al., 2018, p. 15).

o Assessment process. Effective teachers focus
on the evaluation of student learning, making
efforts to clearly define their learning goals,
“assessing student learning outcomes, and
providing direct and useful feedback to stu-
dents” in the form of constructive feedback
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(both summative and formative; Gurung et

al,, 2018, p. 15).

o Student Evaluations of Teaching. Effective
teachers “use student evaluations of teach-
ing to reflect on and improve their practice”
(Gurungetal., 2018, p. 15).

Method

The goal of this study was to examine how dif-
ferent dimensions of effective teaching were
organized among legal translation lecturers in
Spain and how their greater or lesser preference
for student-centered teaching approaches corre-
lated with their teaching abilities with regards to
lesson planning, interaction with students inside
and outside the classroom and assessment prac-
tices. In particular, the study explored whether
lecturers who display student-centered learn-
ing environments implemented more teaching
strategies in their classroom compared to those
lecturers who leaned towards teacher-centered
environments.

Participants

For the study, the population of legal translation
lecturers in Spain who teach at the undergraduate
level was contacted, as this population was count-
able, well-defined and relatively accessible. At
first, it undertook to analyze the syllabi in the legal
translation subjects obtained from the univer-
sity websites offering programs in translation and
interpreting at the undergraduate level in Spain.
From this information, a census was designed,
containing information on the following areas:
name of the undergraduate degree program, name
of the university, name of the module, number
of credits, name(s) of the lecturer(s), academic
position of the lecturer, and e-mail address of the
lecturer.

At the first stage of the census, 112 mod-
ules in legal translation and 118 lecturers were
included. Even if most degrees in translation and

interpreting in Spain have clearly defined legal
translation modules, in some cases (University
of Valéncia, University of Granada), following
the recommendations of the White Paper on the
Degrees in Translation and Interpreting in Spain
(Munoz Raya, 2004), their curriculum have more
generalist areas of specialized translation where
issues related to legal translation, technical trans-
lation, and scientific translation are combined.
For those cases lecturers were contacted by email
to see whether they taught the legal translation
part of those specialized translation modules or
not. Those who did not (11 lecturers in total)
were discarded. In total, 107 lecturers in legal
translation were contacted, of whom 80 (71.4 %)
played an active part in the data collection pro-
cess. Table 1 lists the sociodemographic profile
of the lecturers in question. As can be observed,
the profile of legal translation lecturers in Spain
is composed predominantly of women (67.5 %).

Concerning the age of those lecturers, the aver-
age respondent was 44.26 years old (SD=9.6).
Around 84% of those who answered the ques-
tionnaire were located in the 36+ age bracket.
In relation to teaching experience, the respon-
dents claimed to have spent an average of 15 years
(SD=9.43) lecturing at university. Regarding
the academic position they hold, different types
of full-time, permanent positions were the most
common option (profesor titular: 26%; profe-
sor contratado doctor: 19%; catedritico: S%),!
followed by part-time, non-academic lecturers
(profesor asociado: 28 %). Finally, concerning the
legal education that those lecturers had received,
24 % of the respondents claimed that they had not
received any kind of law-related course or semi-
nar; while, at the other end of the spectrum, 13 %
claimed to hold a master’s degree in Law and 10 %
of them claimed to hold an undergraduate degree
in Law. The most common option was that of

1 Both profesor contratado doctor and profesor titular
would be associate professors in Anglophone countries.
In Spain, both positions have a similar status; the only
difference being that a profesor titular is a civil servant.
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Table 1 Socio-demographic profile of the legal transla-
tion faculty in Spain

Sex

Women 67.5% (n=55)

Men 30% (n=125)

Age X =44.26; sd =9.64
<35 16.3% (n=13)
36-44 $1.3% (n=133)

>45 42.5% (n=34)

Academic position

Profesor asociado 28 % (n=122)

Profesor titular 26 % (n=11)
Profesor contratado doctor 24% (n=19)
Profesor colaborador 9% (n=7)
Catedrdtico 5% (n=4)
Profesor ayudante doctor 4% (n=3)
Lecturer af private university 4% (n=3)
Ph. D. student 1% @n=1)

Legal background

Courses and seminars 48 % (n=38)

No 24% (n=19)
Non-formal education N% =17
Master’s degree 13% (n=10)
Bachelor’s degree 10% (n=28)
Post-graduate degree 8% (n=06)

Active years in the field X =15.05; sp=19.43

Note: Equivalent ranks are as follows: Profesor asociado: Part-
time position, Ph. D. not required; Profésor titular: Tenured
position, full time, civil servant, Ph. D. required, accreditation
required; Profesor contratado doctor: Tenured position,
full time, not a civil servant, Ph. D. required, accreditation
required; Profesor colaborador: Tenured position, Ph. D.
not required, accreditation required; Catedritico: Tenured
position, full time, civil servant, Ph. D. required, accreditation
required; Profesor ayudante doctor: Non-Tenured position,
full time, not a civil servant, Ph. D. required, accreditation
required.

complementary, specific, law-related courses and
seminars, coupled with other non-formal educa-
tion initiatives (69 % in total, altogether).

The TAMUFQ Questionnaire

The choice was made to use the questionnaire pro-
posed by Gargallo et al. (2011), entitled TAMUFQ

(Teaching and Assessment Methodology of
University Faculty Questionnaire). The ques-
tionnaire evaluates the teaching and assessment
methodology of university lecturers and includes
the benchmarks from the original comprehen-
sive study conducted in Spain with lecturers in all
disciplines and areas of knowledge. This means
that the results for one particular cohort, such as
our legal translation lecturers, can be located in
relation to the percentile scores from the overall
results, giving the data collected a new compara-
tive dimension.

Other similar questionnaires were taken into con-
sideration (Garcia Ramos, 1998; Marsh, 1987),
but they were discarded since they were not
addressed to lecturers, which was our main goal
in this study. Besides, TAMUFQ assesses not only
classroom strategies, as we will see below, but
also beliefs and behaviors of lecturers, which was
a key piece in the study, aimed at linking certain
learning environments to particular classroom
strategies. The questionnaire is comprised of
three complementary scales in the Likert format.
The first two scales (item 1 to 31) are focused
on situating the lecturer within student-centered
or teacher-centered classroom models, while the
third scale (items 32-51) examines the different
instructional dimensions which, as seen above,
have been linked to effective teaching.

The initial results based on the first two scales
(Martinez-Carrasco, 2021) confirm that legal
translation lecturers in Spain are generally aligned
with the EHEAs objectives with respect to student-
centered pedagogy. However, in practice, they
adopt hybrid models which incorporate elements
of both the student-centered and the teacher-cen-
tered approach (i.e., in negotiation of the syllabus,
content, and assessment). The conceptual weight
of law in legal translation subjects seems to jus-
tify, to some extent, that the lecturer adopts a
traditional role as a transmitter of knowledge,
although in practical translation workshops they
do adopt a rather scaffolding role. The study con-

firmed, in line with other similar investigations

MepeLLin, CoLomsia, VoL. 26 Issue 2 (Mav-AueusT, 2021), pp. 327-330, ISSN 0123-3432

www.udea.edu.co/ikala

323


http://www.udea.edu.co/ikala

324

thala

RoBerT MaRTiNEZ-CARRASCO

(Gonzélez-Peiteado & Pino-Juste, 2016, p. 1187),
that female lecturers tend to employ a more stu-
dent-centered approach in the classroom when
compared to their male colleagues.

With regards to the third scale, upon which this
study focuses, it is structured around the follow-
ing five factors: planning skills, instructional skills,
interactional skills, and assessment skills, related
to well-defined, objective-based assessment and
the use of initial, formative, and continuous assess-
ment. The corresponding items from scale 3 are

listed in Appendix 1.
Data analysis

spss v.18.0 (1BM Corp., Armonk, NY, USA) was
used for the descriptive and differential analysis
of responses, in order to examine the nature and
characteristics of the teaching practice of legal
translation lecturers in Spain. After analyzing
the results and the classroom behaviors reported
by legal translation lecturers, it was decided to
explore whether the lecturers who adopted a stu-
dent-centered approach are more inclined to
incorporate teaching strategies in their lecturing
that have been linked to effective teaching to a
statistically significant extent. In order to do that
a bivariate analysis (Pearson’s correlation coeffi-
cient) was performed on the data.

It is worth noting that every participant in the
study was duly informed about it and agreed to
participate in it. The author complied with all
the applicable legal obligations regarding data
collection and protection. Individual replies and
comments were anonymized.

Results

The following section presents the results of the
study. Firstly, a descriptive analysis of the items
regarding the different classroom strategies and
resources implemented by lecturers is performed.
The analysis is followed by a bivariate analy-
sis aimed at comparing those answers with the

position of lectures in the positivist/post-positiv-
ist pedagogical spectrum (Scale 1 & Scale 2 of the
questionnaire).

Effective Teaching Strategies and Behaviors
in the Legal Translation Classroom

Table 2 shows the results obtained in the third
scale of the questionnaire, in relation to effective
teaching and teaching strategies and behaviors in
the classroom.

With an overall result of X =4.50 (sD =.39), legal
translation lecturers in Spain confirm that, in the
classroom, they incorporate a variety of strategies
and resources associated with effective teaching.
In fact, the majority of items have no results on
the lower end of the scale, with a few exceptions of
little significance beyond item 48, which will sub-
sequently be analyzed.

The first of these factors, S3F1 (X=4.74;
sD =.37), is related to lesson planning and course
design. According to the respondents’ replies, the
majority of them adjust their syllabi on a yearly
basis in relation to the group’s needs based on feed-
back received from students (Item 32: X =4.60;
SD =.54). Furthermore, lecturers set clear, rea-
sonable objectives for each of their courses (Item
34: X=4.89; sD=.32), a statement with which
89 % of respondents “completely agree,” and the
remaining 11 % “agree.”

Moreover, lecturers seem to go through the syl-
labus with their students in the classroom,
explaining and clarifying any issues connected to
content, methodology, assessment methods, and
bibliography for the module (Item 33: X =4.84;
sp=.37 and Item 35: X=4.63; sp=.79). It is
significant, in this factor, that the only negative
response found is precisely in item 35 (“My stu-
dents know the essential bibliography for the
course”), where 3% of lecturers, despite their
efforts for students to know the syllabus, are not
convinced that students know the essential bibli-

ography for the subject.
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Table 2 Teaching Strategies (TAMUFQ Scale 3 Results)

N Min Max Mean D 1 2 3 4 5

Item 32 80 3 5 4.60 .54 3% 5% 63%
Item 33 80 4 5 4.84 37 16 % 85%
Item 34 80 4 5 4.89 32 11% 89%
Item 35 80 1 5 4.63 .19 3% 4% 20% 4%
Item 36 80 3 5 4.68 50 1% 30% 69 %
Item 37 80 2 5 4.40 .85 4% 13% 24% 60%
Item 38 80 1 5 4.40 87 1% 3% 10% 28% 59%
Item 39 80 1 5 4.38 91 1% 4% 10% 26 % 59%
Item 40 80 1 5 3.86 1.06 1% 1% 3% 30% 5%
Item 41 80 1 5 4.75 59 1% 20% 9%
Item 42 80 3 5 4.81 42 1% 16 % 83%
Item 43 80 3 5 4.64 .60 6% 24% 70%
Item 44 80 3 5 4.54 .64 8% N % 61%
Item 45 80 3 5 470 .58 6% 18% 76 %
Item 46 80 3 5 4.81 42 1% 16 % 83%
Item 47 80 3 5 4.69 .59 6% 19% 5%
Item 48 80 1 5 3.04 1.47 3% 15% 1% 19% 2%
Item 49 80 1 5 4.33 .99 4% 1% 11% 26 % 58%
Item 50 80 1 5 429 .96 3% 3% 13% 29% 54%
Item 51 80 3 5 473 48 1% 25% 4%
S3F1 80 3.50 5 4.74 37

S3F2 80 2.40 5 4.34 .64

S3F3 80 3.67 5 4.73 A

S3F4 80 3.50 5 4.68 43

S3F5 80 2.25 5 4.09 1

S3 80 3.40 5 4.50 .39

The second factor, S3F2, addresses issues related
to classroom management. Data shows how the
contents of the respondents’ module are based
on the objectives and learning outcomes estab-
lished at the beginning of the course, according
to criteria of relevance, applicability and student
interest (Item 36: X =4.68; sD =.50). 99 % of par-
ticipant lecturers agree with this statement (69%
“completely agree” and 30% “agree”). According
to the lecturers, students know the objectives of
each of the classroom sessions (Item 38: X = 4.40;
spD=.87) and are continually reminded of how
the contents of the course link together, creating a
central thread throughout the semester (Item 39:
X=4.8; sp=.91). Slightly less frequent, yet still

important among the lecturers surveyed (Item 40:

X =3.86; sD=1.06) is the fact that students are
presented with a short “wrap up” summary at the
end of sessions, providing coherency and situating
the session within the corresponding module.

The third factor, S3F3, displays the highest score
in the entire scale (X =4.73; sp = .41). It is related
to the emotional dimension of education, per-
sonal commitment on the part of lecturers, and
their involvement in the personal development of
students. Here, 99 % of respondents replied that
they “agree” (16 %) or “completely agree” (83 %)
with a willingness to create a good environment
for interpersonal relationships in the classroom
(Item 42: X=4.81; sp=.42), secking to con-
vey their interest for the subject to their students
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(Item 41: X =4.75; sD =.59). Consequently, 94 %
say they have concern for their students as human
beings and not only as learners (Item 43: X = 4.64;
sD =.60).

Assessment related issues are addressed in fac-
tor S3F4 (X =4.68; sp =.43) and in factor S3F5
(X=4.09; sp=.71), the latter showing the low-
est results on the entire scale. In general, lecturers
acknowledge that their students are familiar not
only with their marking criteria (Item 47:
X =4.69; sD =.57) but also with the overall assess-
ment criteria of the module (Item 45: X =4.70;
sD =.58), both of which are in line with the objec-
tives of the course (Item 44: X=4.54; =.64).
Assessments are carried out over the duration of
the term instead of one final assessment (Item 49:
X=4.33; sD=.99), and their outcomes are used,
to a certain degree, to review and modify—when
necessary—the syllabus and the lecturer’s lesson
planning or methodology, both in the short or
long term (Item 50: X=4.29; sD=.96). Item 48
(X=3.04; sp = 1.47) is significant for having the
lowest level of acceptance. It deals with the use
of initial or diagnostic assessments developed to

Table 3 Pearson’s correlation coefficient

obtain information on students’ prior knowledge
and therefore select the most suitable methodol-
ogy for each and every group. As seen in Table 2
above, there is no clear response pattern: While
23 % of lectures claim to have no initial diagnostic
testing in their module, another 23 % express clear
support for them (and 21 % have no strong opin-
ion on the subject).

The Relationship Between Effective
Teaching Strategies and Student-Centered
Approaches

Table 3 explores the relationship between both
variables through a bivariate analysis undertaken
among the factors that comprise Scale 3 of the
questionnaire, the results of which have been
analyzed above, with the factor and scale results
of Scale 2, relating to student-centered teaching
styles. The overall results of Scale 1, that is, the
teacher-centered approaches, are also included as
avariable of reference (Martinez-Carrasco, 2021).

As can be observed, there is a strong relationship
between Scale 2 and Scale 3 both on a global level

SIF1  S2F?  S2F3  S2F4  S3F1  S3F2  S3F3  S3F4  S3F5 S S2 $3

S2F1 1 1k 40%* .62+ A1 58 39%* 47+ .36% 11 1% 59*
$2F2 ] a5 2% 091 . 29 a1 a7 02 s s

S2F3 1 S 21 39 30 23* A7 12 7 6™
S2F4 1 43 54 .38 53 A8 .07 7 .64*
S3F1 | 37 4D 5ge 33 09 3ge e
S3F2 1 A3 57 50 12 59 87
S3F3 1 A6 A7 15 A6 66
S3F4 1 A7 .08 A5 7
S3F5 1 22 ST 9%

S1
s2
S3

.08

.66™*

* Level of significance p < 0.05
** Level of significance p < 0.001
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and in the factors from which it is composed. In a
consistent manner, during the analysis of data, those
lecturers who adopt student-centered approaches
in their classroom also display a wider range of strat-
egies related to planning, classroom methodology,
and assessment. At the same time, lecturers with a
teacher-centered, transmissionist approach to edu-
cation did not obtain significant results in Scale 3,
the one indicating the use of strategies commonly
linked to effective teacher behavior.

This occurs when the interrelation between the
first and the third scale is analyzed as a whole (S1
& S3;r=.15; p=.191) and also at individual level
within each one of the factors that comprise it.

However, the strongstatistical relationship between
Scale 2 and Scale 3 (S2 & S3; r=.66; p< 0.001) is
in fact translated to practically every factor, which
seems to indicate a solid relationship between post-
positivist approaches adopted by teachers in higher
education (Kiraly & Hofmann, 2016) and a class-
room practice considered to be more effective. At
the organizational level, lecturers who assume stu-
dent-centered approaches have a greater tendency
to plan their subject year by year, and to take time
to explain the syllabus to their students, clarifying
the course objectives and the essential bibliography
that they need to consult in order to pass the mod-
ule (S2 & S3F1; r=.38; p< 0.001).

With regards to student assessment, the correla-
tion is equally strong. Lecturers who undertake
to scaffold their student learning process are sta-
tistically more likely to communicate the learning
outcomes and evaluation methods of their syllabi
(82 & S3F4; r=.45; p<0.001), to apply diagnostic
testing and formative assessment criteria in classes,
and to consider the assessment of the course as a
means of improving it for future courses (S2 &
S3FS; r=_51; p<0.001).

As for the emotional dimension, lecturers adopt-
ing post-positivist approaches share a common
willingness to stimulate interest in the discipline
among the students, cultivating an atmosphere

that encourages interpersonal relationships both
inside and outside the classroom, showinga greater
interest in the development of their students as

human beings (S2 & S3F3; r = .46; p<0.001).
Discussion and Conclusions

This article emphasizes how the progressive
demand for better accountability of the structures
that govern, manage, and plan higher education
has brought to light the need to substantiate the
quality of teaching, among other aspects. To this
end, different positions in relation to teaching
styles have been analyzed because, despite the fact
that relevant literature seems to favor student-
centered approaches, we cannot forget the double
etymological root of the word “educate™ on one
hand, educere, that is, the capacity of the student
to enhance their learning; on the other hand, edu-
care, to feed, or to fill someone with knowledge.

Teaching effectiveness has been characterized
as a complex, multidimensional concept that
comprises an instructional dimension, an organi-
zational dimension, and an emotional dimension
(Holzberger et al., 2019) that are combined and
reorganized to give rise, through the conjunction
of certain teaching strategies and behaviors, to an
emergent dialogic activity in constant flux, con-
text-dependent, and culture-dependent, which
cannot be reduced to the sum of the actual teach-
ing behaviors set in motion. A number of variables
has been identified and analyzed in relation to
performance and interaction, as well as lesson
planning and assessment, and these have been
applied in order to analyze the behavior of a set of
legal translation lecturers in Spain.

Theresultshaverevealedhighscoresonthepartoflec-
turers in each of the three dimensions that have been
associated with effective teaching (instructional,
organizational, emotional), wherein the ma-
jority of responses have systematically reached the
highest values on the scale. The only exception
seems to be initial diagnostic testing, the only item
analyzed in which the response rate is distributed
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equally across the spectrum. Furthermore, results
demonstrate how lecturers who adopt a student-
centered approach, to a statistically significant
degree, tend towards the use of a greater number
of strategies and teaching resources, while lectur-
ers with a transmissionist profile do not show the
same incidence.

One of the reasons for the high level of ascription
among the surveyed lecturers to strategies associ-
ated with post-positive approaches could be the
fact that translation, as an academic discipline, is
more closely linked to practice —to procedural
knowledge— than many other more long-stand-
ing disciplines. Thus, a priori, this makes it more
natural and seamless to incorporate varied strat-
egies and resources into the classroom, that is, to
mobilize the declarative, procedural, and attitu-
dinal dimensions of translation competence. We
must not forget that we are also talking about a
younger discipline, less affected by the weight of
tradition when it comes to its pedagogy.

Of course, it may be the case that lecturers who
participated in the study fabricated their results
according to what they thought the researcher
expected. A quantitative analysis of this type
admittedly runs the risk of being slightly distorted
in terms of the honesty of the answers received.
Clearly, the ideal would be to complement and tri-
angulate the results with other parallel techniques
of data collection, including, for example, direct
observation in the classroom and student per-
ceptions of the lecturer’s teaching practice (Bain,
2004). With regards to the first, the presence of
an external subject in the classroom would cause
a certain deviation of a standard class and would
not allow for the evaluation of aspects of effective
teaching that are outside the margins of class-
room interaction (lesson preparation, etc.) as well
as more emotional aspects (i.c., teaching motiva-
tion). In the second case, although it has proved
to be a reliable source of information in relation to
teaching quality, the evaluation of effective teach-
ing through student evaluations (Feldman, 2007;

Wagner et al., 2015) would be subject to the inev-
itable bias of those particular students.

As parallel lines of investigation that could arise
from this study, there is the possibility of extending
the sample population to all translation lecturers
in Spain (irrespective of the particular subjects
they teach) or to continue with legal translation
lecturers, widening the sample to include all trans-
lation undergraduate degrees within the EHEA.
The fact that the original study includes the scales
obtained with a sample of Spanish university lec-
turers from a multitude of disciplines (Gargallo
et al, 2011, pp. 30-31) makes it possible for a
comparative study to be conducted, contrasting
replies by those who teach translation and their
colleagues in other faculties.

It would be interesting to examine how the
dimensions that have been associated with effec-
tive teaching are interrelated within each of the
different teaching styles and what factors moti-
vate the teachers to prioritize some strategies
over others in their professional practice. Starting
from the assumption that there is not only one
valid teaching style, and in line with Spooren et
al. (2013) and Cohen (2015), more investigation
is needed regarding the number of strategies and
teaching behaviors that should be mobilized in
order to provide students with quality teaching,
and ultimately to design professional develop-
ment programs for university lecturers aimed at
the improvement of student learning processes.
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