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“Translation begins and ends with language.”
(Delisle, 1980, p. 41)

A useful way of thinking about translation and language is that
translators don't translate words; they translate what people do with words.
(Robinson, 2003, p. 142).

“Understanding translation requires a totally new way of looking at words,
language and the world”
(Malmkjaer, 2004, p. 45).

7

1. Introduction

8

LIST OF CONTENTS
List of contents ................................................................................................................ 9
Summary ....................................................................................................................... 13
Resumen ........................................................................................................................ 17
List of figures ................................................................................................................ 24
List of abbreviations..................................................................................................... 26

1
INTRODUCTION
1.1.
1.2.
1.3.

RATIONALE FOR THE STUDY
OBJECTIVES AND RESEARCH QUESTIONS
STRUCTURE OF THE THESIS

29
35
36

2
SITUATING ENGLISH FOR TRANSLATION AND INTERPRETING: EGP OR
ESP?
2.1. ENGLISH FOR SPECIFIC PURPOSES: PRINCIPLES AND
CLASSIFICATION
40
2.1.1. Differences between English for General Purposes and English for Specific
Purposes
46
2.2. THE NEED FOR A WIDER PERSPECTIVE: THE BASIC AND DISTINCTIVE
FEATURES OF ENGLISH FOR TRANSLATION AND INTERPRETING
49
2.3. THE CORNERSTONE OF ESP: NEEDS ANALYSIS
53
2.3.1. Components of needs analysis
55
2.3.2. Research methods in needs analysis
61

3
BRIDGING THE GAP: THE KEY ELEMENTS OF ENGLISH FOR
TRANSLATION AND INTERPRETING
3.1.
TRANSLATION COMPETENCE: DEFINITON AND MODELS
3.1.1. What is Translation Competence?
3.1.2. Translation Competence models
3.1.3. Concluding remarks
3.2. THE TRANSLATOR’S COMMUNICATIVE COMPETENCE
9

66
66
70
100
102

2. Introduction
3.2.1. Communicative competence models
3.2.2. Previous studies and objectives for developing the translator’s
communicative competence
3.3. TYPES OF KNOWLEDGE AND SKILL LEARNING
3.3.1. Types of knowledge: terminological and conceptual issues
3.3.2. Types of knowledge and Skill Acquisition Theory: Implications for FLT
3.3.3. Skill Acquisition Theory and FLT materials evaluation
3.4. READING IN EGP AND ETI
3.4.2. Reading strategies in ELT
3.4.3. Reading strategies and objectives in ETI

102
106
135
136
138
143
151
155
161

4
ENGLISH FOR TRANSLATION AND INTERPRETING: A FRAMEWORK OF
REFERENCE
4.1. THE COMPONENTS OF THE TRANSLATOR’S COMMUNICATIVE
COMPETENCE
166
4.1.1. Linguistic competence
167
4.1.2. Sociolinguistic competence
168
4.1.3. Pragmatic competence
168
4.1.4. Discursive competence
169
4.1.4.1. On the difference between genre and text types and their applications to
translation
170
4.2. OBJECTIVES FOR TEACHING ENGLISH FOR TRANSLATION AND
INTERPRETING
177
4.3.
ON THE BOUNDARIES BETWEEN ENGLISH LANGUAGE,
LINGUISTICS AND TRANSLATION COURSES IN TRANSLATION AND
INTERPRETING UNDERGRADUATE PROGRAMMES
182

5
THE TEACHING OF ENGLISH IN TRANSLATOR TRAINING IN SPAIN
5.1. STUDY 1: EXPLORING THE APPROACH OF ENGLISH LANGUAGE
COURSES IN TRANSLATION AND INTERPRETING UNDERGRADUATE
PROGRAMMES IN SPAIN: EGP OR ESP?
5.1.1. Data collection process and procedure
5.1.2. Universities
5.1.3. Discussion of results

10

186
186
188
215

José Andrés Carrasco Flores

6
EVALUATION OF ENGLISH FOR TRANSLATION AND INTERPRETING
MATERIALS
6.1. ESP MATERIALS EVALUATION
6.1.1. Types of and frameworks for materials evaluation
6.1.2. Methods of analysis in materials evaluation
6.2. DESCRIPTION OF THE ETI MATERIAL UNDER ANALYSIS: BREHM
(2004)
6.3. STUDY 2: EXPLORING THE SKILLS, COMPETENCES AND TYPES OF
KNOWLEDGE IN ETI MATERIALS
6.3.1. Parameters of analysis and procedure
6.3.2. Results
6.4. STUDY 3: EXPLORING READING IN ETI MATERIALS
6.4.1. Parameters of analysis and procedure
6.4.2. Results
6.5. FINAL DISCUSSION OF RESULTS

222
223
229
231
233
233
245
262
262
267
272

7
CONCLUSION
7.1. MAIN FINDINGS
7.2. LIMITATIONS AND FUTURE RESEARCH LINES
7.3. FINAL REMARKS

278
283
285

REFERENCES ........................................................................................................... 286
APPENDICES............................................................................................................. 315
Appendix 1. analysis of activities fostering each skill, competence and type of
knowledge.................................................................................................................... 317
Appendix 2. analysis of the actual weight of the components fostering each skill,
competence and type of knowledge........................................................................... 371
Appendix 3. analysis of activities pursuing each reading objective ....................... 429
Appendix 4. analysis of the actual weight of the components pursuing each reading
objective....................................................................................................................... 465

11

2. Introduction

12

José Andrés Carrasco Flores

Summary
Nowadays, it is widely accepted that Translation Competence (TC) –understood as the
set of skills and knowledge necessary to translate– is a key element of translator training
(Schäffner & Abad, 2000; PACTE, 2003). Many models have been put forward in an
attempt to account for its nature and components, and there is now consensus that it is a
macro-competence consisting of six components, namely communicative competence in
two languages, extra-linguistic competence, instrumental competence, strategic
competence, knowledge about translation, and psychophysiological components.
Research into TC is scarce in that the number of empirical investigations looking into
how this macro-competence can be operationalised in translation training is rather
limited. The present thesis seeks to begin bridging this gap, focusing on the
communicative competence in the foreign language.
Despite the fact that the translator’s communicative competence has been
acknowledged as one of the most important competences within the overarching
structure, research in this area is scarce and no frameworks contributing to the
implementation of teaching materials seeking to develop the translator trainees’
communicative competence according to their target needs have been established.
Moreover, given their specific language and communicative needs (briefly, the
development of TC, the study of the L2 raising contrastive awareness, the promotion of
professional skills mirroring the labour market, and a methodology that favours practice
over theory), the language training that translator trainees need to be exposed to has
been identified as a type of English for Specific Purposes (ESP) (see Berenguer, 1996;
Cerezo Herrero, 2015; Clouet, 2010; Huhta et al., 2013 among others). Only very few
endeavours in this respect have been made, which consist generally of a list of (more or
less vague) objectives and descriptions of the types of competences and knowledge that
these prospective professionals need to develop. Nevertheless, there seems to be a
bibliographical void which is mirrored in the scarcity of actual teaching materials
available for these specific purporses.
In line with this, the aim of the present thesis is twofold. Firstly, it seeks to raise
awareness that the translator’s communicative and language needs differ from those
found in other language learning contexts, such as philological studies or language
schools. Secondly, it purports to create the abovementioned framework serving
materials analysis and development in order to ensure that these students’ needs are met.
13
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In order to accomplish these objectives, this thesis answers three research questions:
RQ1: What does the translator’s communicative competence consist of?; RQ2: How are
the EFL courses approached in Translation and Interpreting undergraduate programmes
in Spain?; and RQ3: Are the components identified in RQ1 reflected in English for
Translation and Interpreting (ETI) materials?
In answering RQ1, the main principles and differences between ESP and EGP
(English for General Purposes) courses are identified, the cornerstone of ESP courses
(i.e. needs analysis) is addressed, and a need for a wider perspective encompassing the
nature of ETI is presented. The key elements of ETI are then described, namely the
notion of TC, and in particular that of the communicative competence, along with an
analysis of previous studies advocating specific language training; the different types of
knowledge accounting for knowledge acquisition and skill learning; and the nature of
reading (and more specifically of reading strategies), for it is the language skill to which
more attention should be paid according to the literature. Thus, a framework of
reference envisaging the components of the translator’s communicative competence (i.e.
linguistic, sociolinguistic, pragmatic and discursive competences) and the teaching
objectives to be pursued in the ETI classroom to ensure that these students’ language
needs are met is presented. This framework considers both cognitive and pedagogical
aspects, hence formulating teaching objectives reflecting the target needs and the
cognitive paths upon which this teaching should be based so that skill learning and
knowledge acquisition can occur. These objectives are formulated following the four
traditional language skills, although objectives for another three translator’s
competences (namely, extra-linguistic competence and instrumental competence, and
more precisely, documentation skills and professional competence) are also included,
for they are found to be usefully developed in the language-for-translators classroom
(Clouet, 2010 among others).
In RQ2, the Spanish panorama in terms of the extent to which there is awareness
of this type of specific training is presented. In this first study, all the syllabi of the
English language courses of the universities offering a Translation and Interpreting
undergraduate programme in Spain (25) are analysed, the results pointing to a lack of
agreement regarding the specific needs of these students in that most universities follow
an EGP approach with general and standardised EFL teaching materials, and only five
universities make use of specific materials or activities that seek to develop students’
communicative competence in accordance with the notion of TC. Among these five
14
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universities, only one specifies and puts at the researcher’s and user’s disposal a
coursebook specifically designed for translation purposes (see Brehm, 2004), which
seems to constitute the only material that can be examined in order to find out whether
it complies with the needs identified in the literature and expanded in the framework
presented in this thesis.
To answer RQ3, the main tenets governing materials analysis and evaluation are
presented, and the research method selected for the subsequent studies is the checklist
method given the manifold advantages that it offers (e.g. they are systematic,
comprehensive, cost and time effective, and the results are easy to understand, replicate
and compare (McGrath, 2002)). In analysing the data, both quantitative and qualitative
approaches are followed. The second study looks into the skills, competences, types of
knowledge and objectives set for the appropriate development of the translator’s
communicative competence. The third study analyses how reading is developed
throughout the coursebook and whether it develops the strategies pertinent to translator
training. Both top-down and bottom-up approaches to establishing the parameters of
analysis were followed. First, the parameters of analysis were established according to
the literature, and after a sample analysis of the activities, the descriptors of these
parameters were redefined so that the criteria could really account for the actual content
and nature of activities. Furthermore, to overcome the limitations of checklists and
keeping in line with the methodological rigour of studies of this kind, this thesis
conducts intra- and inter-rater reliability tests.
The results from these studies show evidence that the components identified in
the literature and the suggested framework are present in the material. Nonetheless, the
extent to which these components are developed needs improving, for some of them are
practically inexistent and others receive too much attention. Furthermore, several
limitations to its approach and the variety of activities were found. Accordingly, albeit
in some way appropriate, this material should be complemented with additional
teaching materials reflecting the target needs, and a selection of the most relevant
activities could be made. Thus, it is recommended that this material be complemented
and the approach of some activities be modified or expanded. All in all, the main
findings of the content analysis of the material reveal that, despite the fact that the
literature explicitly advocates specific language training, there does not seem to be
enough awareness of such specificities and of the ways in which the translator’s
communicative competence should be developed.
15
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As for the limitations of the thesis, it is worth mentioning that the sample of
activities under analysis is somewhat limited; however, it seems to represent the actual
scenario, as it appears to be the only ETI material that is currently being used and which
is available for analytical purposes.
From a methodological viewpoint, the main contribution of this thesis is its
innovative approach to analysing materials, which combines traditional approaches –
whereby activities are analysed as they appear in the coursebook in terms of sequencing
and formulation– with a new one whereby activities are broken down into their main
constituents reflecting their multi-componential idiosyncrasy. A comparison of the
results yielded by both types of analyses is has confirmed that the results of the latter
offer more accurate findings.
This thesis has left the door open for future research expanding the way these
specific skills and competences should be developed. Moreover, it is hoped that the
suggested framework be used for future analyses so that it can be improved and more
contexts can be examined. Further, the interpreter profile and activity sequencing should
be examined. The former appears to be an essential component of translator (and
interpreter) training in undergraduate programmes; and the latter has great impact on
skill learning and knowledge acquisition. Finally, it is also recommended that a
distinction between content and consumption material analysis be made in future
investigations.
To conclude, the present thesis constitutes one of the first steps towards the
creation of a sound framework of reference for ETI materials analysis and development,
which in turn calls for more in-depth and empirical studies improving translator and
interpreter training.
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Resumen
Hoy día es comúnmente aceptado que la Competencia Traductora (CT), entendida como
el conjunto de destrezas y conocimientos necesarios para traducir, es un elemento clave
en la formación de traductores (Schäffner & Abad, 2002; PACTE, 2003). Se han
propuesto muchos modelos que intentan explicar su naturaleza y los elementos que la
componen, y parece haber consenso en que se trata de una macro-competencia formada
por seis componentes: competencia comunicativa en dos lenguas, competencia extra
lingüística, competencia instrumental, competencia estratégica, conocimientos sobre
traducción y componentes psicofisiológicos. Actualmente contamos con pocos estudios
empíricos que analicen cómo se puede desarrollar esta macro-competencia en la
formación de traductores, por lo que esta tesis pretende llenar este vacío centrándose en
la competencia comunicativa en la lengua extranjera.
A pesar de que la competencia comunicativa del traductor se ha identificado
como uno de los componentes más importantes dentro de esta macro-competencia, hay
pocos estudios al respecto y no parece haber marcos que contribuyan a una
implementación eficaz de materiales didácticos que busquen desarrollar la competencia
comunicativa del traductor considerando sus necesidades particulares. Además, dada la
especificidad de sus necesidades lingüísticas y comunicativas (p. ej.: el desarrollo de la
CT en su conjunto, el estudio de la L2 de manera contrastiva, el fomento de destrezas
profesionales que reflejen el mercado laboral y una metodología que dé prioridad a la
práctica sobre la teoría), la formación lingüística que deben recibir los estudiantes de
traducción se ha identificado como un tipo de Inglés para Fines Específicos (IFE) (véase
Berenguer, 1996; Cerezo Herrero, 2015; Clouet, 2010; Huhta et al., 2013 entre otros).
Contamos con pocos estudios en esta dirección, los cuales suelen proporcionar
simplemente una lista de objetivos (más o menos vagos) y una descripción de los tipos
de competencias y conocimientos que deben fomentar estos futuros profesionales. Así,
parece haber un vacío bibliográfico que queda reflejado en la escasez de materiales
didácticos disponibles para estos fines.
Considerando lo anterior, esta tesis tiene dos objetivos. Por un lado, pretende
crear consciencia de que las necesidades lingüísticas y comunicativas de los traductores
difieren de las que se pueden encontrar en otros contextos de enseñanza de lenguas tales
como las filologías o las escuelas de idiomas. Por otro lado, persigue crear un marco de
referencia que sirva para analizar y diseñar materiales que garanticen que se satisfacen
17
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las necesidades de estos estudiantes. Con el fin de cumplir estos objetivos, la presente
tesis da respuesta a tres preguntas de investigación: PI1: ¿De qué se compone la
competencia comunicativa del traductor?; PI2: ¿Qué enfoque tienen las asignaturas de
inglés como lengua extranjera en los grados en Traducción e Interpretación en España?;
y PI3: ¿Aparecen reflejados los componentes identificados en la PI1 en los materiales
de Inglés para Traducción e Interpretación (ITI)?
En la PI1 se identifican los principios generales y las diferencias entre el IFE y el
IG (Inglés general), se trata el pilar fundamental de los cursos IFE (el análisis de
necesidades) y se presenta la necesidad de ampliar el campo del IFE de manera que se
incluya el ITI. A continuación, se describen los elementos clave del ITI (la noción de
CT y, en particular, de la competencia comunicativa del traductor, junto a un análisis de
los principales estudios que abogan por una formación lingüística específica), los tipos
de conocimiento que explican los procesos de adquisición de destrezas y conocimientos,
y la naturaleza de la destreza de comprensión lectora (y más concretamente, de las
estrategias de lectura) dada su importancia en la formación de traductores. Así, se
presenta un marco de referencia que incluye los componentes de la competencia
comunicativa del traductor (competencias lingüística, sociolingüística, pragmática y
discursiva) y los objetivos didácticos que se deben perseguir en el aula de ITI con el fin
de asegurar que se satisfacen las necesidades de los estudiantes. Este marco se
estructura considerando aspectos cognitivos y pedagógicos: los objetivos específicos se
formulan teniendo en cuenta las necesidades lingüísticas específicas y la dimensión
cognitiva sobre la que se deben vertebrar con el fin de que se produzca adquisición.
Asimismo, los objetivos se formulan de acuerdo a las cuatro destrezas lingüísticas,
aunque también se incluyen objetivos para otras dos competencias (extra-lingüística e
instrumental, y en concreto, documental y profesional) ya que han demostrado ser útiles
para la clase de lengua para traductores (Clouet, 2010 entre otros).
En la PI2 se presenta un análisis del panorama español en cuanto al grado de
consciencia que existe acerca de este tipo de formación. En este primer estudio se
recogen y analizan todas las guías docentes de las asignaturas de inglés como lengua
extranjera de los grados en Traducción e Interpretación en España (25). Los resultados
parecen sugerir que hay falta de consciencia acerca de las necesidades específicas de
estos estudiantes ya que la mayoría de las universidades siguen un enfoque general con
materiales estandarizados de inglés como lengua extranjera, y solo cinco universidades
usan materiales más específicos que persiguen desarrollar la competencia comunicativa
18
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de sus estudiantes de acuerdo a la noción de CT. De entre estas cinco universidades,
solo una específica y pone a disposición del investigador y usuario un libro de texto
diseñado específicamente para fines traductológicos (véase Brehm, 2004), el cual parece
ser el único material que se puede analizar con vistas a averiguar si satisface las
necesidades identificadas por la literatura y desarrolladas en el marco que se presenta en
esta tesis.
Para responder a la PI3 se presentan los principios generales que rigen el análisis
y evaluación de materiales, y se selecciona el método de investigación del checklist
dadas sus numerosas ventajas (p. ej.: es sistemático, completo, no requiere de mucho
tiempo y esfuerzo, y los resultados son fáciles de comprender, replicar y comprar
(McGrath, 2002)). Los datos se han analizado desde perspectivas tanto cuantitativas
como cualitativas. El segundo estudio examina las destrezas, competencias, tipos de
conocimiento y objetivos propuestos para desarrollar de manera adecuada la
competencia comunicativa del traductor. El tercer estudio analiza cómo se desarrolla la
destreza de comprensión lectora a lo largo del libro y si se fomentan las estrategias
lectoras pertinentes a la formación de traductores. Se combinaron los enfoques bottom
up y top-down a la hora de establecer los parámetros de análisis. Primero, se formularon
los parámetros de acuerdo a la literatura, y tras el análisis de algunas actividades, se
redefinieron los descriptores de estos parámetros con el fin de que los criterios se
ajustaran de manera real al contenido y a la naturaleza de las actividades. Además, con
vistas a solucionar una de las limitaciones de los checklists y asegurar así el rigor
metodológico del estudio, se recurrió al análisis intra e inter jueces.
Los resultados de estos estudios muestran que los componentes que se
identifican en la literatura y en el marco propuesto en esta tesis están presentes en el
material analizado. Sin embargo, el grado en que se desarrolla cada uno de ellos
necesita algunas mejoras, ya que algunos de ellos son prácticamente inexistentes y otros
reciben demasiada atención. Además, se han detectado algunas limitaciones en cuanto
al enfoque y a la variedad de actividades. De esta forma, aunque el material es
apropiado, se recomienda que se complemente con más materiales que reflejen las
necesidades específicas de estos alumnos y que se seleccionen las actividades más
pertinentes. En resumen, los resultados principales de análisis del contenido del material
revelan que, a pesar de que la literatura aboga explícitamente por una formación
lingüística específica, no parece haber suficiente consciencia de tales especificidades y
de las formas en que se debe desarrollar la competencia comunicativa del traductor.
19
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En cuanto a las limitaciones del estudio, cabe mencionar que la muestra de
actividades puede resultar algo reducida; sin embargo, parece representar el escenario
real de este tipo de formación ya que se trata del único material de ITI disponible que se
usa actualmente y al que se tiene acceso.
Desde una perspectiva metodológica, la principal contribución de esta tesis al
campo de análisis de materiales es la forma innovadora de analizar los materiales, que
combina enfoques tradicionales, en los que las actividades se analizan según aparecen
en el libro en cuanto a formulación y secuenciación, con una nueva forma en la que las
actividades se reducen a sus constituyentes mínimos con el fin de reflejar su
idiosincrasia multicomponencial. Las conclusiones obtenidas tras la comparación de los
resultados de ambos tipos de enfoques confirman que este segundo enfoque ofrece
resultados más precisos y fiables.
Esta tesis deja la puerta abierta a futuras investigaciones que intenten mejorar la
forma en la que se deben desarrollar las destrezas, competencias y tipos de
conocimiento del estudiante de Traducción e Interpretación. Además, se espera que el
marco que se presenta en esta tesis sirva de trampolín para futuros estudios con el fin de
que se examinen otros contextos. Asimismo, tanto el perfil del intérprete como la
secuenciación de las actividades merecen más atención, ya que el primero resulta ser un
componente esencial en la formación de traductores (e intérpretes) en los grados en
Traducción e Interpretación, y el segundo tiene un gran impacto en la adquisición de
destrezas y conocimientos. Finalmente, se recomienda que futuros estudios hagan una
distinción entre el análisis del contenido y del uso de los materiales.
Para concluir, la presente tesis constituye uno de los primeros pasos hacia la
creación de un marco de referencia sólido para el análisis y diseño de materiales de ITI,
que a su vez requiere que se realicen más estudios empíricos exhaustivos que persigan
mejorar la formación de traductores e intérpretes.
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1
INTRODUCTION

1.1.

RATIONALE FOR THE STUDY

Despite the fact that translation can be traced back to the origins of communication,
research in this discipline is relatively new. In fact, it was not until the second half of
the twentieth century that developments in Translation Studies (henceforth TS) led to
more systematic attempts to develop a theory of translation (Schäffner & Adab, 2000).
More recently, TS have developed considerably and have sought to decipher manifold
enigmas, such as the numerous factors involved in translation as a product, the cognitive
processes underlying the translation process, and how these insights may be used in
translation methodology and translator training.
Nowadays, there is widespread agreement that a key aspect in translator training
is the concept of Translation Competence (henceforth TC), understood as the set of
skills and knowledge that are necessary to translate. Although translation methodology
and teaching have witnessed a dramatic increase in the number of publications and
approaches (see Gile, 2005; Hurtado, 1999, 2001; López Guix & Minett, 2003; Orozco,
2007, 2012; Toury, 2012 among others), the amount of studies devoted to examining
TC are scarce and lack empirical evidence (but see Alves & Gonçalves, 2007;
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Göpferich, 2008; Hurtado, 1999; Jääskeläinen, 2012; Millán & Batrina, 2013; Munday,
2009; Neubert, 2000; PACTE, 2001; Schjoldager, Gottlieb & Klitgård, 2008).
Over time, many models have been put forward in an attempt to account for the
nature and components of TC (Beeby, 1996a; Bell, 1991; Delisle, 1980; Dróth, 2001;
Hurtado, 1996a, 1999, 2001; Kelly, 2002; Lowe, 1987; Muñoz Martín, 2014; Neubert,
2000; Nord, 1991; PACTE, 2003; Presas, 1996; Pym, 1992; Wilss, 1976, 1982 among
others), and after a thorough analysis of these models, it seems that no agreement as to
its nomenclature has been reached, although all of them agree that it is a macro
competence consisting of a set of subcompetences that interact as they operate. One of
the most widely known and accepted models is the one by PACTE 1 (2003), a group
conducting empirical-experimental research into written translation which maintains
that TC is made up of five subcompetences (namely bilingual, extra-linguistic,
instrumental, knowledge about translation, and strategic) and psycho-physiological
components. Developing TC is a fundamental objective in any translation programme
and it is a competence that can indeed be developed (Schäffner & Abad, 2000; PACTE,
2003). However, as Schäffner and Adab (2000, p. x) mention, “questions to be
addressed in this respect include the dynamic nature of the learning process, an open
ended process which is difficult to quantify.” As a result, considerations of how and
when TC should be developed deserve meticulous attention.
The language-for-translator classroom has been acknowledged as a perfect
environment for developing TC, as it does not only develop the communicative
competence 2, but also extra-linguistic, professional and strategic competences (Clouet,
2010 among others). Unfortunately, as Brehm (2004) aptly noted some years ago, the
teaching of foreign languages to translators has received insufficient attention, for
“[w]hen it comes to publications specifically addressing the issue of translation-oriented
foreign language teaching, only a few, scattered forays into the subject have been made”
(p. 11). Today, Cerezo Herrero (2013, 2015) points out that this issue still remains
underresearched within the frameworks of both English Language Teaching (ELT) and
TS:

1

PACTE stands for Procés d’Adquisició de la Competència Traductora i Avaluació (Procress in the
Acquisition of Translation Competence and Evaluation). It is a research group from the Universitat
Autònoma de Barcelona, Spain, which study how translation competence is acquired.
2
Section 3.1. addresses the controversy concerning the name of this competence, which has been labelled
linguistic competence, language competence, bilingual competence and communicative competence,
among others.
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There seems to be a bibliographic void when it comes to the teaching of foreign
language within the framework of these studies (Translation Studies), an aspect which,
to date, neither the research into the didactics of foreign languages nor the translation
theories have tackled (Cerezo Herrero, 2015, p. 290).

As a result, a current hot debate in TS is the inadequate communicative
competence of translators-to-be and how it hampers the translator training process, as it
makes trainers focus on foreign language teaching instead of translation-oriented issues.
Li (2001, p. 344) states that “translator trainers tend to forget that language competence
is the most fundamental and the most important among the (…) components of
translation competence”, and accordingly “translation programmes should provide
effective, tailor-made language courses for translation students” (p. 343). Indeed, as
Pym (1992, p. 288) rightly notes, “if translators are to be trained, we cannot simply turn
our backs on the teaching of foreign languages”. Unfortunately, this type of training
seems to have been somehow neglected.
Numerous authors have advocated the specificity of language teaching in
translator training (Álvarez González, 2006; Andreu & Orero, 2001; Argüeso, 1998;
Beeby, 2003, 2004; Berenguer, 1996, 1997, 1999; Brehm & Hurtado, 1999; Clouet,
2010; Clouet & Wood, 2007; Collados, Sánchez-Adam & Seibel, 1999; Cruz García y
Adams, 2008; Hernández Guerra y Cruz García, 2009; López & Tabuenca, 2009;
Mackenzie, 1998; Möller, 2001; Mulligan, 2006; Pérez González, 1999; Soriano, 2004;
Stalmach, 2008 among others), since the language and communication needs –and thus
language training– of translators are different from that of mainstream language learners
or even philologists. After all, “understanding translation requires a totally new way of
looking at words, language and the world” (Malmkjaer, 2004, p. 45).
Following this, the language training that should be provided to translator
trainees has been identified as a type of Language for Specific Purposes (LSP)
(Berenguer, 1996; Cerezo Herrero, 2015; Clouet, 2010; Huhta, Vogt, Johnson & Tulkki,
2013; López & Tabuenca, 2009; Nord, 2005; Soriano, 2004). More specifically,
Berenguer (1997, p. 28) asserts that
La formación en lenguas para traductores e intérpretes debería partir de la enseñanza de
lenguas extranjeras para fines específicos y del campo de la traducción, buscando, de
este modo, un diseño curricular basado en el análisis de las necesidades específicas de
los estudiantes y de las salidas profesionales.
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Despite the claims that foreign language teaching in translator training should be
approached from an ESP perspective based on a thorough needs analysis considering
their specific language and communicative needs, Hernández Guerra and Cruz García
(2009, p. 17) signal that reality shows otherwise:
La enseñanza de lengua extranjera en las facultades de Filología Inglesa y de
Traducción e Interpretación no siempre contempla esos rasgos definitorios a pesar de
que los objetivos globales de ambas titulaciones difieren entre sí. Esto queda patente en
el hecho de que tradicionalmente la enseñanza de lenguas extranjeras en las facultades
de Traducción e Interpretación ha adoptado una metodología que, en ocasiones, no
presenta grandes diferencias respecto a la metodología empleada en las facultades de
Filología, centrando su atención en la comunicación oral y escrita en contextos
generales. No obstante, en los últimos años ha surgido un interés creciente por la
especificidad del alumnado de la titulación de Traducción e Interpretación y,
consecuentemente, por la definición de una metodología adecuada a sus necesidades
formativas, basadas en las circunstancias reales en torno al mercado laboral de la
traducción y la interpretación.

Therefore, Hernández Guerra and Cruz García (2009) and Cerezo Herrero
(2015) agree that the main problem of foreign language teaching in translator training
has been its tendency to rely on English for General Purposes (EGP) approaches
without taking into account the students’ language needs as prospective translators and
interpreters, which is mirrored in the scarcity of methodologies or teaching materials.
Huhta et al. (2013, p. 40) also mention that Translation and Interpreting have often been
excluded from the design of ESP courses, and thus corroborate that this is “a significant
oversight” in that “[m]any professional communication situations call for some form of
translation and interpretation, and so the need for this aspect of communication in ESP
course design should clearly be investigated”.
Numerous studies have looked into the translator’s communicative competence
–essentially in the foreign language– and have somehow offered some guidelines for
approaching this new branch of ESP. The results obtained from these studies point out
that language courses in translator training should focus on contrastive analyses of the
language pair (Berenguer, 1996; Brehm, 1996; Nord, 2000; Clouet, 2010; Carrasco,
2016); on different text types and genres (Brehm, 1996; Nord, 2000; Kelly, 2002; López
& Tabuenca, 2009); on different registers and how utterances may have different
communicative effects (Nord, 2000); on documentation skills (Berenguer, 1996); on
translation issues (Berenguer, 1996; Beeby, 2004); on discourse analysis and specific
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reading skills (Berenguer, 1996; Brehm, 1996; Brehm & Hurtado, 1999; Schäffner,
2002; Trosborg, 2002); on more than the traditional four language skills (López &
Tabuenca, 2009); and on different language varieties (Clouet, 2010). Further, reading
has been identified as the most important skill for translators 3 (Barani & Karimnia,
2014; Brehm, 1996; Brehm & Hurtado, 1999; Clouet, 2010; Möller, 2001; Schäffner,
2002; Trosborg, 2002 among others).
Though these authors have provided some guidelines contributing to the creation
of a framework for developing the translator’s communicative competence, their
insights are rather vague, thus leaving the door open for further and more empirical
research. In addition, most of them focus on the translator’s profile, disregarding the
interpreter as a distinct professional who, while sharing many language needs, also has
different ones.
In the Spanish context, another aspect to take into account is that the fairly new
Translation and Interpreting degree programme (Grado en Traducción e Interpretación)
offers fewer Lengua B Inglés (first foreign language, usually English) courses than
Lengua C (second foreign language) courses, which may be explained by the fact that
students are assumed to somehow master their first foreign language when they enter
the degree (Clouet, 2010). However, as the author himself declares, the level of English
among students is not very high and quite heterogeneous (see also Cerezo Herrero,
2015; Gile, 1995; López & Tabuenca, 2009; Nord, 2005). In fact, Nord (2005, p. 112)
points out that “students entering translator training do not normally come with
sufficient language and culture competence” and consequently, most of the time
“translation classes (…) degenerate into language acquisition classes without the
students (or the teachers) even realizing” (Nord, 2005, p. 112).
Moreover, Malmkjaer (2004, p. 45) explains that

it seems obvious that language-for-translation teachers should have experience as
translators, should understand the language skills needed by a translator, should be

3

While reading appears to be the most important skill in translator training, the other three skills are not

less important in that they have significant inter-relationships, in particular reading and writing because of
the medium, and reading and listening because of the processes involved. Moreover, since a language
course for translator training also involves the interpreter profile –at least at the undergraduate level– and
all skills need to be developed in order to become proficient, the rest of skills should not be overseen.
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aware of what translation is, not only from reading about translation competence
research models, but also from their own experience.

However, more often than not, language teachers in translation faculties are not
translators or have not received training in translation (thus not knowing what
translation really implies). As a result, competences and objectives are not usually
developed in accordance with their students’ future needs and research in the area is
scarce.
Though the literature clearly advocates an ESP for translator trainees –so that
they develop specific competences and skills in accordance with TC–, the scenario
depicted above does not seem very optimistic. Consequently, I fully agree with
Malmkjaer (2004, p. 4) that there is a need to “mold language teaching in such a way
that the needs of prospective translators are catered for directly”, which translates into
the “clear need to develop materials that reflect more accurately the linguistic needs of
the (translation) students” (Cerezo Herrero, 2015, p. 303).
As Carver (1983) aptly notes, the ultimate objective of an ESP course is to
develop communicative competence, which can only be achieved through materials
recreating authentic communicative situations that serve the needs of learners.
Nonetheless, the problem that frequently arises is teachers’ overreliance on published
textbooks which do not always meet the learners’ specific needs (Soultan Marouf, 2013;
Torregosa & Sánchez-Reyes, 2011). A trained teacher should, therefore, be able to
evaluate teaching materials and resort to supplementary material that compensates for
the potential deficiencies of textbooks or even create their own. In this sense, as
teaching materials constitute both the core of the programme and the most visible
representation of what occurs in the classroom (Allwright, 1981; Chambers, 1999;
Cook, 1998; Harwood, 2014; Matthews, 1985; McDonough & Shaw, 1993;
McDonough, Shaw & Masuhara, 2013; McLaren, Madrid & Bueno, 2005; O’Neill,
1982; Richards, 1998, 2001; Sheldon, 1988), analysing and evaluating them in order to
find out whether they reflect the needs identified for such purposes becomes essential.
In spite of the substantial progress of ESP in certain fields such as medicine or
business, to my knowledge, only one coursebook to teach English for translator and
interpreter trainees has been published (see Brehm, 2004), which somehow reflects this
lack of awareness of these specific needs and that in general this training is approached
from an EGP perspective. Accordingly, what needs to be done is find out whether FLT
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courses in translator training use EGP or ESP approaches reflecting the awareness of
these needs. Moreover, considering that up to date only one teaching material
specifically designed for these purposes has been published, it follows that an in-depth
evaluation of such material should be done in order to find out whether it caters to the
identified needs. Nonetheless, given the vagueness of previous studies concerning this
issue, the first step towards these analyses is the creation of a proper framework that
accounts for the nature of such type of approach, which can actually provide guidelines
for teaching and analysing materials.

1.2.

OBJECTIVES AND RESEARCH QUESTIONS

As we have seen, the literature clearly advocates the need for approaching language
teaching in translator training from an ESP perspective. Nonetheless, no frameworks
and only few materials making this teaching feasible have been proposed. In fact, in the
Spanish context there are only five thorough studies concerning this issue: Berenguer
(1997), Brehm (1997), Möller (2001), Clouet (2010) and Cerezo Herrero (2013).
Considering the increasing need for more empirical research in languages for
translators, and more specifically, for developing and evaluating ESP materials for
translation and interpreting purposes, the objective of the present thesis is twofold. First
and foremost, it seeks to raise awareness that translator and interpreter trainees need
specific language training, which should be established according to TC and approached
from an ESP perspective. Second, it aims to create a specific framework for teaching
English to translators and interpreters, which I will refer to as English for Translation
and Interpreting (abbreviated to ETI).
In seeking these objectives, this thesis purports to answer the following research
questions:

RQ1: What does the translator’s communicative competence consist of?

RQ2: How are the EFL courses approached in Translation and Interpreting
undergraduate programmes in Spain? Do they use EGP or ESP materials?

RQ3: Are the components identified in RQ1 reflected in ETI materials?
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By answering RQ1, I purport to provide the framework of reference for teaching
and analysing ETI, which will be used in the subsequent studies seeking to answer RQ3.
In answering RQ2, I intend to provide an overview of the current situation in Spain as
regards the ways in which ELT courses in Translation and Interpreting undergraduate
programmes are approached, thus showing whether there is actual awareness of this
specific type of training or if, on the contrary, most universities rely on EGP
approaches. Finally, by answering RQ3 I aim to find out whether the components of the
framework created in RQ1 are reflected in currently used ETI materials in Spain, in
order to find out whether these specific materials comply with the identified needs.
These questions will be answered using mixed methods research, approaching the data
from both quantitative and, more specifically, qualitative perspectives. Secion 1.3
presents an outline of the thesis so that the reader has a general overview of the aspects
addressed and of its line of argument.

1.3.

STRUCTURE OF THE THESIS

This thesis consists of seven chapters, which can be summarised as follows. The works
cited and the appendices are included at the end.
Table 1. Outline of the thesis.
Chapter

Content

1. Introduction

Chapter 1 provides the rationale behind this thesis and the objectives it
pursues. It presents the scope of this research and identifies a niche
within Applied Translation Studies: the lack of research in English for
Translation and Interpreting (ETI) and its repercussions in translator
training. It presents the research questions and the structure of the thesis.

2. Situating English
for Translation and
Interpreting: EGP or
ESP?

Chapter 2 situates this new approach to language teaching at the
interface between ESP and Translation Studies. The chapter starts by
providing the defining features of ESP and its differences with EGP,
which shows that a wider perspective accounting for the distinct
characteristics of ETI is needed. Then, the chapter presents the
cornerstone of ESP –needs analysis–, which helps identify the needs of
any ESP programme and provides guidelines on how to elaborate
courses accordingly.
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3. Bridging the gap: Chapter 3 seeks to bridge this gap by providing the theoretical
The key elemens of foundations of each of the components that seem to account for the
ETI
hybrid nature of ETI in an attempt to create a framework of reference
for teaching ETI. First, it explores the notion of Translation Competence
(TC) and puts forward the manifold models accounting for its name,
nature and components, laying special emphasis on the studies devoted
to examining the communicative competence. After that, the chapter
looks into skill learning theory and how the different types of
knowledge –as explained in Cognitive Science– have implications for
skill learning in general, and for FLT and ETI in particular. Finally,
considering that reading has been identified as the most important skill
for translators, it examines the nature of reading and reading strategies
and offers a selection of those which seemingly cater to the translator
trainee’s needs.
4. ETI: A framework Drawing on the findings from the previous chapter, Chapter 4 presents
of reference
the framework of reference for teaching, analysing and developing ETI
courses. It outlines and describes the components of which the
translator’s communicative competence consists and the learning
objectives that should be pursued to develop this competence in
accordance with TC. Moreover, it discusses the boundaries between
English, Linguistics and Translation courses so that the aims and scope
of each course are clearly established and do not overlap with one
another.
5. The teaching of Chapter 5 examines the syllabi of English language courses within
English in translator Translation and Interpreting undergraduate programmes in Spain to find
training in Spain
out the extent to which there is awareness of the specificities of this
language training. It analyses the materials used in these courses to see
whether they are approached from ESP or EGP perspectives.
6. Evaluation of ETI Chapter 6 analyses the only material available in Spain that has been
materials
specifically designed for developing the translator trainee’s
communicative competence. It examines the extent to which this
material reflects the skills, competences, types of knowledge, and
objectives indentified in the literature and in the framework presented in
this thesis to find out the degree of appropriateness of such material.
7. Conclusion

Chapter 7 summarises the main findings and limitations of this thesis. It
also presents the main contributions it has made to the field of Applied
Translation Studies, ESP and Materials Evaluation and offers future
directions for research.
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2
SITUATING ENGLISH FOR TRANSLATION
AND INTERPRETING: EGP OR ESP?
Translation Studies have made major progress; yet the teaching of foreign languages to
translator and interpreter trainees remains underresearched. Despite the fact that this
field is gaining momentum and awareness regarding the specificities of this teaching is
being raised, the descriptive character of the studies –as well as the scarcity of these–
leaves the door open for more in-depth research. As addressed in the previous chapter,
numerous authors agree on the particular nature of the language training needed by
translator and interpreter trainees given the specific needs of the target occupation;
accordingly, this language training has been identified as a type of ESP (Beeby, 2004;
Berenguer, 1996, 1997; Brem & Hurtado, 1999; Clouet, 2010, Hernández Guerra &
Cruz García, 2009; Mackenzie, 1998; Soriano, 2004 to name a few). Nonetheless, it is
important to mention that the current classification and defining principles of ESP do
not fully correspond with this “new” approach to language teaching. As a result, ESP
needs a wider perspective envisaging the teaching of English for translation and
interpreting purposes.
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The present chapter aims to situate ETI by addressing the classification and
basic principles of ESP and by presenting the aspects that they share and differ in.
Moreover, it puts forward the cornerstone of ESP courses –needs anlaysis– in an
attempt to provide the fundamentals and research methods needed to design such new
course.

2.1.

ENGLISH

FOR

SPECIFIC

PURPOSES:

PRINCIPLES

AND

CLASSIFICATION

The use of English in academic and professional contexts began to gain momentum a
few decades ago, around the 1960s. At the beginning, teaching English was mainly
motivated by the need to communicate across different languages and cultures in areas
such as commerce and technology (Paltridge & Starfield, 2013). Later on, with the
spread of science and technology throughout the world, along with the globalisation of
economy and the fact that the university world was becoming more international,
English developed to become the current lingua franca (Ruiz-Garrido et al., 2010). As a
result of numerous converging trends, among which we can highlight the developments
in the fields of linguistics (i.e. attention shifted from defining formal language features
to analysing the ways in which language was used in real communication and for
specific purposes) and educational psychology (learners’ needs and interests began to be
considered), and this new need to communicate internationally for professional and
academic purposes, a new discipline within the area of English Language Teaching
(ELT) emerged: English for Specific Purposes.
ESP refers to the teaching and learning of English as a second or foreign
language where the goal of the learners is to use English in a particular domain
(Basturkmen, 2010; Paltridge & Starfield, 2013) 4. Broadly speaking, Hutchinson and
Waters (1987) maintain that ESP is an approach not a product, and clarify that it does
4

Basturkmen (2010, p. 8) claims that a key aspect of ESP is that “language development is seen as the
means to the ends but not as the end in itself”, and that accordingly, ESP teachers or developers need to
bear in mind what the objectives of the students are in the target occupation or academic discipline and
ensure that the content of the course is appropriate to meet their needs (Basturkmen, 2010; Paltridge &
Starfield, 2013). While this may be true for most ESP courses, it is important to mention that in the case
of ETI, language is seen as both the means and the end. Translators and interpreters will not only need
language for communication, but also know language per se to ensure effective communication. After all,
translation, be it oral or written, is a matter of languages in interaction.
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not involve a particular kind of language, teaching material or methodology. Rather,
properly understood, “it is an approach to language learning, which is based on learner
need” (Hutchinson & Waters, 1987, p. 19).
In presenting the main characteristics of ESP courses, Strevens (1988)
differentiated absolute and variable characteristics:

Table 2. Strevens’ (1988) absolute and variable characteristics of ESP.

Absolute characteristics
English language teaching is…

Variable characteristics
ESP…

a. designed to meet specified needs of the a. may be restricted to the language
skills to be learned, e.g. reading;
learner;
may
not be taught according to any
b.
b. related in content to particular disciplines,
pre-ordained
methodology.
occupation and activities;
c. centred on the language appropriate to those
activities in syntax, text, discourse, semantics,
etc., and analysis of the discourse;
d. designed in contrast with General English.

Some years later, accepting the primacy of learner needs, Robinson (1991, p. 3)
defined ESP according to two criteria: 1) ESP is normally ‘goal-directed’; and 2) ESP
courses develop from a needs analysis, “which aims to specify what exactly it is that
students have to do through the medium of English”.
These definitions of ESP were considered comprehensive and defining, but over
time several shortcomings were identified. Dudley-Evans and St John (1998) noticed
that by referring to content in Strevens’ second absolute characteristic, the false
impression held by many teachers that ESP is always and necessarily related to subject
content was somehow confirmed. ESP teaching, by contrast, does not necessarily have
to be related to content but it should always reflect the underlying concepts and
activities of the broad discipline (Dudley-Evans & St John, 1998). In line with these
observations, Dudley-Evans and St John (1998, p. 4-5) modified Strevens’ definition of
ESP as follows:
They removed the absolute characteristic that "ESP is designed in contrast with
General English" and added more variable characteristics, e.g. it is normally targeted at
adult learners who already have some knowledge of the language system and who need
the language to communicate in a specific context with a specific purpose (see Table 3).
Moreover, they assert that ESP is not necessarily related to a specific discipline, and
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that it is likely to be used with adult learners although it could be used with young
adults in a secondary school setting.

Table 3. Dudley-Evans and St John’s (1998) absolute and variable characteristics of ESP.

Absolute characteristics

Variable characteristics

a) ESP is designed to meet specific needs of a) ESP may be related or designed for
the learner;
specific disciplines;
b) ESP makes use of the underlying b) ESP may use, in specific teaching
methodology and activities of the
situations, a different methodology from
disciplines it serves;
that of general English;
c) ESP is centred on the language (grammar, c) ESP is likely to be designed for adult
lexis, register), skills, discourse and genres
learners, either at a tertiary level
appropriate to these activities.
institution or in a professional work
situation; it could be used for learners at
secondary school level;
d) ESP is generally designed for intermediate
or advanced learners;
e) Most ESP courses assume basic
knowledge of the language system, but it
can be used with beginners.

ESP programmes have gained much presence and prestige in the field of ELT.
Indeed, many authors claim that it is the most widely spread form of language teaching
nowadays. ESP has traditionally been divided into two main areas: 1) English for
Academic Purposes (EAP) and 2) English for Occupational Purposes (EOP). 5
Hutchinson and Waters (1987) devised a tree to represent the common divisions that
were made in ELT and how ESP related to them (see Figure 1). The invisible parts of
the tree –the roots– serve as a metaphor for the components that nourished ELT, namely
learning and communication. As we go up the tree, we can see that ELT is divided into
three branches, depending on the place that English occupies in the learner’s linguistic
repertoire (either the L1 or L2, and in the case of the latter either as a second or as a
5

I am aware that the concept of English for Professional and Academic Purposes (EPAP) was introduced
by Alcaraz-Varó (2000) in a attempt to avoid the use of specific purpose, given that “all language use is
specific in a sense” (Widdowson, 1998, p. 4), meaning language serves a specific purpose wherever it is
used. Ypsilandis and Kantaridou (2007, p. 69) followed this idea and used English for Academic
Purposes (EAP) as “the academic needs of students and of future professionals who would seek a career
in the academic environment” and English for Professional Purposes (EPP) as “the actual needs of
(future) professionals at work”. Later on, Huhta et al. (2013) insisted that a more precise term would be
Language and Communication for Professional Purposes (LCPP). I agree that the term ESP is somewhat
vague and that the terms EPAP, or its distinction between EAP and EPP, or LCPP are clearer and more
specific. Nonetheless, it is not the aim of this thesis to address the terminological discussion and draw
conclusions as to which term best reflects the nature of this approach to language teaching; therefore, as
most authors use the term ESP, this is the one that will be used in this thesis.
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foreign language). For the second case, EFL develops up to create two new branches
according to whether the training is general or more specific. In the latter, the branches
are conveniently divided into two main types of ESP differentiated according to
whether the learner requires English for academic study, i.e. English for Academic
Purposes (EAP), or for work/training, i.e. English for Occupational Purposes (EOP). In
sum, the analogy of the tree helps us get a closer look into ESP and understand what it
is, or rather, what it is not (Hutchinson & Waters, 1987, p. 18):
a) ESP is not a matter of teaching ‘specialised varieties’ of English.
b) ESP is not just a matter of Science words and grammar for Scientists, Hotel
words and grammar for Hotel Staff and so on. ESP is not different in kind from
any other form of language teaching, in that it should be based in the first
instance on principles of effective communication and efficient learning.
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Figure 1. The tree of ELT (Hutchinson & Waters, 1987, p. 17).

In differentiating EAP from EOP, Cerezo Herrero (2013) explains that EAP is
concerned with both theoretical and practical components of language learning, which
involves students reflecting upon what they do, how they do it, and why. On the other
hand, he argues that EOP is more concerned with the professional workplace and thus is
eminently practical.
Despite the fact that the tree metaphor conveniently illustrates how ELT results
in ESP and how it divides up into EAP and EOP, it also poses a number of problems.
For example, Dudley-Evans and St John (1998, p. 8) claims that the use of the tree
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“failed to capture the essentially fluid nature of the various types of ESP teaching and
the degree of overlap between ‘common-core’ EAP or Business English and General
English”. Indeed, they mentioned that
The ‘common-core’ English and semi-technical vocabulary taught in many English for
General Academic Purposes courses could well be extremely valuable in the teaching of
what might be referred to in General English as ‘factual description’. Similarly, the
detailed focus on reading skills, such as ‘establishing main points’ or ‘inferring meaning
from context’ that form part of EAP courses, can just as validly be taught as part of an
intermediate to advanced General English course. Business English can also be seen as
a ‘mediating language between the technicalities of particular businesses … and the
language of the general public (Picket, 1986), which puts it in a position between
General English and specialist English (Dudley-Evans & St John, 1998, p. 8).

Moreover, also referring to the shortcomings of the tree metaphor, Cerezo
Herrero (2013, p. 72) rightly points out that

hay que destacar que esta clasificación es insuficiente si el objetivo principal es la
enseñanza de la lengua para futuros traductores e intérpretes. Estos profesionales con
frecuencia han de hacer frente a un abanico muy amplio de tipologías textuales y
especialidades temáticas, por lo que esta propuesta resulta deficiente para un curso de
inglés con fines traductológicos.

Alternatively, Dudley-Evans and St John (1998) suggest the presentation of the
whole ELT spectrum on a continuum that runs from clearly definable General English
courses through to very specific ESP courses, as illustrated in Table 4 6.

6

Bracaj (2014) points out that ESP courses can also be classified according to the moment in which they
are implemented: before, during, or after the target situation for which they are intended to prepare.
Accordingly, while in EOP the course can take the shape of these three forms, in EAP the courses are
generally implemented before the target situation when the student is specialising (in study) or intends to
specialise (pre-study) in a particular subject. In the case of ETI, the course would be implemented before
the target occupation, but also as ad hoc training to acquire TC, thus probably being more of an EAP
scenario (cf. Cerezo Herrero, 2013).
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Table 4. The continuum of ELT courses types (Dudley-Evans & St John, 1998, p. 9).
General

Specific

Position 1

Position 2

Position 3

Position 4

Position 5

English
for
Beginners

Intermediate to
advanced EGP
courses with a
focus on
particular
skills

EGAP/EGPB
courses based
on common
core language
and skills not
related to
specific
disciplines or
professions

Courses for broad
disciplinary or
professional areas
(e.g. report writing
for scientists and
engineers, Medical
English, Legal
English, negotiating
skills for Business
English)

1) An academic
support course
related to a
particular
academic course
2) One-to-one
work
with
business people.

Although this new classification may give a more precise account of the nature
of ELT courses and how they may result in more or less specific courses, it still remains
insufficient to account for the specificities of ETI. Moreover, the descriptions that these
authors provide about the spectrum are scarce and thus somewhat unclear. ETI might
fall into the second category in that it pursues an advanced level of the language and the
development of particular skills; however, it is not general English alone what needs to
be studied. Position 4 could also involve ETI in that it covers different areas;
nonetheless, the extent to which this type of courses concentrates on specific aspects is
not clear.

2.1.1. Differences between English for General Purposes and English for Specific
Purposes

As previously mentioned, there seems to be agreement that translator and interpreter
trainees need a specific approach to language teaching, that is, one that differs from
General English language teaching or even that provided to philologists. While EGP
and ESP share a similar aim –to develop learners’ communicative competence in
English–, important differences between the two can be found. To start with, Rahman
(2015) argues that the most important difference between ESP and EGP is the learners
and their purposes for learning English. As Hutchinson and Waters (1987, p. 53)
mention, “what distinguishes ESP from General English is not the existence of a need as
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such but rather an awareness of the need”, and though no major differences may be
found in theory, a great deal of difference is found in practice:

English for Specific Purposes is that kind of English teaching that builds upon what has
been acquired earlier in EGP with a more restricted focus. It aims at acquainting
learners with the kind of language needed in a particular domain, vocation, or
occupation. In other words, its main objective is to meet specific needs of the learners.
Of course, this indicates that there is no fixed methodology of ESP that can be
applicable in all situations, but rather each situation and particular needs of learners
belonging to a particular domain impose a certain methodology of teaching (AlHumaidi, n. d).

In differentiating EGP and ESP we can also turn to Cook’s (2002) internal and
external goals for language teaching. External goals refer to the uses of language
outside the classroom (e.g. provide medical information); internal goals, on the other
hand, relate to the educational aims of the classroom (e.g. promoting thinking skills and
social goals). This author goes on to explain that external goals involve an instrumental
view of language learning and language being learnt for non-linguistic goals. In this
sense, whereas in a general ELT situation goals are generally linguistic (e.g. the
development of oral competence or a wide range of vocabulary), in an ESP situation it
is understood that the learner wants to achieve “real world” objectives requiring specific
linguistic competences (e.g. provide medical information). Furthermore, ESP students
are usually adults who already have some knowledge of English and are learning the
language in order to communicate in a professional or academic context (Lorenzo,
2005; Rahman, 2015), whereas the profile of the EGP learner is considerably less
restricted.
Following this, Almagro (2001, p. 39-44) aptly summarises the main differences
between EGP and ESP as follows (my translation):
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Table 5. Differences between ESP and EGP (Almagro, 2001).
ESP
EGP
ESP focuses on the actual students’ language EGP seeks to study language to communicate
needs.
in daily situations.
Language is not the end in itself.

Language is the end in itself.

Students are more important than their Linguistic competence is usually prioritised.
linguistic competence.
Students are adults who learn the language for It is oriented towards any type of students,
professional purposes. They usually have regardless of their age or previous knowledge.
some knowledge of the language.
Motivation is usually high.

Motivation is usually low.

Students’ cognitive maturity and linguistic Learning usually flows more progressively.
competence may be unbalanced.
There is a connection between the academic There is no specific context.
and the workplace contexts.
Learning takes places according to the Learning is not contextualised.
academic context and the target situation.
Needs analysis is carried out according to Students’ needs are established according to
students’ target needs.
more general parameters enabling the students
to get by in society.
There is the chance of focusing on one skill.
The four skills are usually developed
homogeneously.
There is little time.
There is more time.
Teachers need to be familiarised with the No specific training is needed.
specific area.
Teachers should work hand in hand with Teachers can work on their own.
experts in the specific areas.
Teachers need to be versatile in order to adapt Planning is not usually modified.
the course to last minute planning.
Teachers need to be able to create materials There are plenty of didactic materials.
meeting the specific needs of students.
Students work with teachers as regards the Students do not usually play such an
specific area.
important role.

48

José Andrés Carrasco Flores

Students’ knowledge about the area and Heterogeneity is not usually found.
linguistic
competence
are
usually
heterogeneous.
The number of students per class is usually The number of students per class is usually
limited (except at university level).
higher.

Based on the comparative analysis of Table 5, it is reasonable to suggest that
ETI should fall into the ESP category. This does not mean, however, that all
characteristics apply. For example, as mentioned above, for translators/interpreters,
language is both the means and the end; generally speaking, the number of students is
not low, at least in Spain; and there is no specific area properly understood as in English
for Business or Medicine, for instance. Although it is true that an ESP course is
narrower in focus in that it uses “a part of the language” (i.e. the one used in the target
situation), Wales (1993, p. 4) also discusses that EGP should be included in all ESP
courses for the following reasons:
1. There are linguistic relationships between general and specific English.
2. Learners’ perceived needs may include general as well as specific English.
3. Learners’ L2 proficiency level may require general skill development.
What becomes clear from this discussion is that the current classifications of
ESP –either the one by Hutchinson and Waters (1987) or that by Dudley-Evans and St
John (1998), or even the distinction between ESP and EGP– appear insufficient when it
comes to including ETI. Therefore, a wider perspective of ESP needs to be adopted.

2.2. THE NEED FOR A WIDER PERSPECTIVE: THE BASIC AND
DISTINCTIVE FEATURES OF ENGLISH FOR TRANSLATION AND
INTERPRETING

Although the characteristics and learning objectives of ETI will be established in detail
in chapter 4, it is worthwhile presenting the main features of ETI in order to show its
particular nature. Cerezo Herrero (2013) suggests that the teaching of English to
translator and interpreter trainees should reflect these basic tenets:
− The development of TC.
− The study of the language from a contrastive stance.
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− The reality of the labour market.
− A methodology that favours practice over theory. This means that more
emphasis should be laid on implicit than on explicit learning, fostering the use of
authentic (not graded) materials with different genres and text types.

In line with the statements above, if the ultimate goal of a Translation and
Interpreting degree programme is to prepare students to become professional translators,
it should then promote the development of TC (Beeby, 2003; Cerezo Herrero, 2013).
However, reality shows otherwise. As Cerezo Herrero (2013) rightly points out,
although the degrees in English Studies and Translation and Interpreting have different
–and distinctive– career possibilities, the truth is that more often than not these overlap
and students graduating from the former usually end up carrying out tasks reserved to
the latter and vice versa, that is, even though Translation and Interpreting students are
primarily trained to become translators and interpreters, they usually end up becoming
foreign language teachers 7. Nonetheless, the standpoints from which language is studied
vary according to the degree programme.
Hurtado (1999, p. 44) maintains that the translator is an “usuario de las lenguas y
no un especialista en lingüística”, which is supported by Mackenzie (1998) when she
claims that

[t]he difference between language teaching for translators and for linguistics or, say, for
language teachers, is that language is a tool for the translator rather than the object of
study. The translator must be taught to use the tool skillfully and appropriately, which
implies that teaching should concentrate on the use of language in communication rather
than on the language itself (Mackenzie, 1998).

To illustrate this, Cerezo Herrero (2013) resorts to the conclusions drawn from
the study conducted by Hernández Guerra and Cruz García (2009) on the English
language courses in the English Studies and Translation and Interpreting degrees: in the
ETI class, the text is not solely approached from morpho-syntactic, lexico-semantic, and
textual perspectives. Rather the context and the extra-textual factors –which confer the
meaning of the text– receive as much attention. In this sense, the fact that ETI is
7

In any case, as translation is primarily concerned with language, concentrating on it from a translation
perspective does not stop students from becoming language teachers –as reality shows. After all, it is a
matter of teaching students the language in such a way that it serves the translation process. Moreover,
one should not lose sight of the fact that training students to do something related to their future work is a
key aspect in increasing students’ motivation.
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suggested to be approached from an ESP stance is not a question of a specific area, but
one of specific needs and objectives enabling students develop their language and
communicative competence according to the target situation. However, we have
observed that the current classifications of ETI fail to account for its complex nature and
thus a wider perspective needs to be adopted.
Holmes (1988) was the first to reflect on the nature and classification of
translation and of its in- and inter-dependence with other fields (see Figure 2). He
distinguished two major branches, namely pure studies and applied studies. Pure studies
were concerned with theoretical and descriptive studies, while applied studies looked
into 1) translation methodology and teaching, 2) translation criticism and assessment,
and 3) the role of translation in language teaching.

Figure 2. The classification of Translation Studies (Holmes, 1988).

Discussions around the possible approaches to language teaching for translators
and the field in which they should be included have emerged. Nowadays, it is not clear
whether ETI should be approached from Second Language Acquisition (SLA) and ESP
theories or from a TS stance. Berenguer (1996, 1997) and Hurtado (1996b), for
example, believe that the teaching of languages for translators should be added to
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Holme’s (1988) branch of applied studies. In fact, Berenguer (1996, p. 10) maintains
this with the following arguments:
1. En primer lugar porque hasta ahora en muchos centros de traducción se ha enseñado la
lengua teniendo poco en cuenta las necesidades específicas de los estudios de
traducción. En el mejor de los casos se ha aplicado una metodología de enseñanza de la
lengua activa, pero no siempre se ha preparado al alumno para su trabajo como
profesional de la traducción y de la interpretación.
2. En segundo lugar porque si en la clase de segundas lenguas se prepara al alumno para la
traducción, en la clase de traducción se pueden abordar ya los objetivos propios de esta
disciplina. En caso de que la enseñanza de segundas lenguas se limite a transmitir unos
conocimientos generales de la lengua sin contemplar la especificidad de los estudios,
aparece un vacío sin cubrir, lo que en cierto modo obliga a otros espacios didácticos (p.
e. La clase de traducción o la de teoría de la traducción) a asumir esta tarea, cuando, de
hecho, no les corresponde.

Following this, it appears reasonable to suggest that the field of languages for
translators should be approached from a TS perspective in order to ensure that the
translational component is kept in mind. Moreover, as TS are interdisciplinary in nature,
they can still benefit from the insights of other disciplines such as SLA and ESP
theories.
Cerezo Herrero (2013), on the other hand, suggests that ETI should be more
adequately approached from an ESP stance, and modifies Dudley-Evans and St John’s
(1998) figure to include this new branch of ESP:

Figure 3. The classification of English for translation pruposes (Cerezo Herrero, 2013, p. 80).
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Even though Cerezo Herrero (2013) argues that his classification resembles
Berenguer’s (1996) proposal in that it seeks to widen the scope of these disciplines to
include ETI, unlike Berenguer (1997), the author prefers to do it by establishing a new
branch within ESP. He maintains that although TS may attempt to meet students’ needs,
it does not offer a useful methodology for teaching foreign languages to translator
trainees. Thus, this author suggests approaching ETI firstly from an EAP perspective
and then creating a specific branch of English for Translation Purposes, thus focusing
on the development of TC. I agree with the author when he argues that ETI should be
approached from an EAP stance since it combines both theoretical and practical
components enabling students to develop their language competence to advanced levels.
In conclusion, current classifications –either from a TS or an ESP perspectives–
have proved to fail to account for the specificities of this approach to language teaching,
thus the need for a wider perspective of ESP and TS classifications and theories.
Therefore, what becomes clear from the arguments presented here (and in section 1.1) is
that ETI has specific language and learning needs that ought to be addressed in classes
specifically designed for such purposes so that students are provided with the best
possible training.

2.3.THE CORNERSTONE OF ESP: NEEDS ANALYSIS

As we have observed, theoreticians seem to agree upon the specificities of the language
training provided to translator trainees and upon the fact that current classifications have
failed to account for such specicities. In this sense, we need to resort to the cornerstone
of ESP courses –needs analysis– to provide the theoretical underpinnings and research
methods necessary to design a new ESP programme. Consequently, the following
sections aim at presenting the basis for embarking upon such an enterprise.
The concept of needs analysis (henceforth NA) has evolved over the decades. At
its initial stage –in the 1960s and early 1970s– it consisted in assessing the
communicative needs of the learners and the techniques for achieving specific teaching
objectives. At that time needs analyses were based on teacher intuitions and sometimes
informal analyses of students’ needs (Paltridge & Starfield, 2013). Nowadays, the
process of NA is much more complex. Generally speaking, “it aims at collecting
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information about the learners and at defining the target situation and environment of
studying ESP” (Otilia, 2015).
NA is considered the cornerstone of ESP and thus plays a vital role in the
process of designing and implementing a language course. Hutchinson and Waters
(1987, p. 53) argue that “any language course should be based on an analysis of learner
need”, but this is even more so for an ESP course. The centrality of NA in ESP course
design has been acknowledged by several authors (Allison, Corcos & Lam, 1994;
Berwick, 1989; Brindley, 1989; Dudley-Evans & St. John, 1998; Finney, 2002; HampLyons, 2001; Hutchinson & Waters, 1987; Iwai et al., 1999; Johns, 1991; Jordan, 1997;
Munby, 1978; Rahman, 2015; Richterich & Chancerel, 1980; Robinson, 1991;
Seedhouse, 1995; Tarone & Yule, 1989; West, 1994). For Johns (1991), NA is the first
step in course design and it provides validity and relevance for all subsequent course
design activities. In fact, as Mohammadi and Mousavi (2013, p. 1019) argue, “one can
say that the efficiency of any ESP course depends, for the most part, on the quality of
the NA done as well as the infrastructural foundation on which the whole course is
constructed.”
Dudley-Evans and St John (1998) define NA as the process of establishing the
what and the how of a course, and explain that the main sources for NA are the learners,
the people working or studying in the field, ex-students, the documents relevant to the
field, clients, employers, colleagues and ESP research in the field. In this line, Iwai et
al. (1999) add that NA generally refers to the activities that are involved in collecting
information that will serve as the basis for developing a curriculum that will meet the
needs of a particular group of students. Thus, a broad, multifaceted definition of NA is
the one provided by Hyland (2006, p. 73):

Needs analysis refers to the techniques for collecting and assessing information relevant
to course design: it is the means of establishing the how and what of a course. It is a
continuous process, since we modify our teaching as we come to learn more about our
students, and in this way it actually shades into evaluation – the means of establishing
the effectiveness of a course. Needs is actually an umbrella term that embraces many
aspects, incorporating learners’ goals and backgrounds, their language proficiencies,
their reasons for taking the course, their teaching and learning preferences, and the
situations they will need to communicate in. Needs can involve what learners know,
don’t know or want to know, and can be collected and analysed in a variety of ways.
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2.3.1. Components of needs analysis
According to Hutchinson and Waters (1987, p. 54), probably the first most thorough
and widely known work on NA was John Munby’s Communicative Syllabus Design
(1978). Munby took the individual learner as his starting point and outlined a
comprehensive and highly detailed framework for analysing learner’s communication
needs in the target situations, known as the Communication Needs Processor (CNP).
This framework consisted of a range of questions about key communication variables
that would fall into the following eight categories (Huhta et al., 2013, p. 3):
1. Purpose domain – the type of LSP, the purpose for which the language is
needed.
2. Setting – details of time, place, event.
3. Interaction – the roles, relative status, relationships, etc. of the learner with other
people.
4. Instrumentality – the channel and mode of communication.
5. Dialect – the language varieties that will be encountered.
6. Target level – the level of proficiency that is needed for the learner in the target
situation.
7. Communicative event – what learners will need to be able to do with language
in the target situation.
8. Communicative key – similar to Halliday’s tenor, including attitudes and levels
of formality.
As Hutchinson and Waters (1987, p. 54) posit,
[w]ith the development of the CNP it seemed as if ESP had come of age. The machinery
for identifying the needs of any group of learners had been provided and all that course
designers had to do was to operate it.

Despite revolutionising the field of NA, this framework brought about much
criticism. Hall (2001) found that the model was too time-consuming and cumbersome,
and Mead (1982), covering the theoretical and practical limitations, concluded that the
framework did not involve the learner, i.e. the analysis was carried out from an
outsider’s view, collecting data about the learner, but not from the learner. Finally,
Huhta et al. (2013, p. 3-4) mention that “[i]t deals with the communicative needs of
learners but does not propose how these should be turned into materials or methods, and
it has no reference to logistical, administrative, motivational, pedagogical or procedural
considerations.” Thus, this model showed the ultimate sterility of a language-centred
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approach to NA, for its understanding of needs only produced a list of linguistic features
of the target situation, failing to account for all the aspects it actually contemplated.
With this idea that the CNP failed to account for all that there was to NA, the
approach to NA witnessed a major shift: the target situation was seen as an insufficient
indicator of what was needed or useful in the ESP learning situation. At present, we
count on numerous proponents of NA (Basturkmen, 2010; Dudley-Evans & St John,
1998; Huhta et al., 2013; McDonough, 1984; Munby, 1978; Hutchinson & Waters,
1987; Jordan, 1997; Robinson, 1991; West, 1994 among others). Nevertheless, ESP
scholars seem to agree that the fundamental components for assessing the needs of
learners are Target Situation Analysis and Present Situation Analysis.
The phrase Present Situation Analysis was first proposed by Richterich and
Chancerel (1980). In this approach to NA the attention was turned to the students
themselves and the teaching establishment. It was conceived in terms of the potential
and constraints of the learning situation, that is, the external factors that may include the
resources and materials available and the prevailing attitude, expectations or culture
(Hutchinson & Waters, 1987). Present Situation Analysis then draws attention to the
gap between what students are able to do with language at the beginning of the course
and what they need to do at the end of the course, which is usually referred to as their
lacks.
In this sense, whereas Target Situation Analysis tries to establish what the
learners are expected to be like at the end of the language course, Present Situation
Analysis attempts to identify what they are like at the beginning of it. Consequently,
whereas Target Situation Analysis is concerned with needs, Present Situation Analysis
addresses learners’ lacks and wants 8. Hutchinson and Waters (1987, p. 55-56) define
these key terms as follows:
− Necessities/needs: the type of need determined by the demands of the target
situation, i.e. what the learner has to know in order to function effectively in
the target situation.
− Lacks: what the learner knows already, so that the teacher can then decide
which of the necessities the learner lacks.
− Wants: the subjective perception of necessities and lacks of students.

8

These three aspects are addressed at length in Hutchinson and Waters (1987) and also in Bruce’s (2011)
chapter on needs analysis.
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Therefore, as Widdowson (1981) points out, while target needs (needs above)
are seen as goal-oriented, learner needs are more process-oriented in that they refer to
what the learner has to do to acquire the language (lacks above).
With these more contextual and social aspects in mind, Holliday (1994)
introduced the term Means Analysis, which is an acknowledgement that what works
well in one situation may not work in another (Dudley-Evans & St John, 1998). For
example, while nursing students around the world may share some similar language
needs, the way they learn the language, the conditions in which they are learning and
where and how they apply the language are not exactly the same. Means Analysis then
involves information of the local situation (e.g. the teachers, teaching methods,
management, students facilities, etc.) to determine how a language course may be
implemented.
In line with the paragraphs above, identifying the needs implies incorporating
the learners’ goals and backgrounds, their language proficiencies, their reasons for
taking the course, their teaching and learning preferences, the situations they will need
to communicate in, and the context in which the course will run (Hyland, 2006). As a
result, NA may be seen as a combination of Target Situation Analysis (identification of
tasks, activities and skills learners will be using English for; what the learners should
ideally know and be able to do, i.e. needs) and Present Situation Analysis, which
includes Deficiency Analysis (identification of what learners know and do not know and
can or cannot do in relation to the demands of the target situation, i.e. lacks), Learner
Analysis (identification of learner factors such as motivation, learning styles and
perception of needs/wants) and Means analysis (identification of the context in which
the course will run, i.e. its environment) 9 (see Figure 9):

9

The labels and descriptions of the categories defiency analysis, learner analysis and means anlaysis
have been adapted from Basturkmen (2010, p. 16).
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Figure 4. The components of needs analysis.

We have observed that depending on the view adopted, needs are perceived
differently (either as needs/necessities, or lacks, wants, etc.). This is because the need
can be addressed from different stakeholders. It is then important to clarify that what we
mean by needs.

2.3.1.1.What is really a need? A view from the different stakeholders
Huhta et al. (2013) point out that the concept of need has been widely discussed in the
literature, and the number of definitions it can fit vary according to the potential
stakeholders of which the analysis can take account, namely learners, sponsors,
teachers, society, etc. (see Figure 10).
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Figure 5. The classification of needs according to different stakeholders (based on Hutchinson
& Waters, 1987 cited in Huhta et al. 2013, p. 11).

Hutchinson and Waters’s (1987) scheme demonstrates clearly how the different
roles and positions each group of stakeholders occupies result in a different
understanding of what constitutes a need. As Huhta et al. (2013, p. 11) remark, “[i]t
goes without saying that this variety in needs could lead to different views as to what
kind of course should be designed or even to a conflict of interests between one or more
of the groups.” As I showed in the previous paragraphs, what the process of NA
conceives as needs can take the form of target needs or learning needs, which results in
different realisations: needs/necessities (determined by the target situation), wants
(determined by the learners) and lacks (determined by the learners but identified by the
teachers). Here learning needs would also correspond to the environment (cf. means
analysis).
Given this complexity, Berwick (1989) and Brindley (1989) went further in
exploring the different perspectives of needs. Berwick (1989) refers to felt needs and
perceived needs, the distinction here being made between a personal, inside perspective
and a more objective, outside view of the professional learner and his or her
professional context for learning. Brindley’s (1989) description also starts with an
inside/outside perspective, which he refers to as subjective and objective needs. For
Brindley, objective needs are based on facts and may be introduced from outside views,
while subjective needs are those that involve the personal perspective of the learner as
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an individual. However, Brindley goes further to make a distinction between needs
which are process-oriented and those which are product-oriented, where the former are
concerned with how the learning is carried out, and the latter centres on the final
outcome of the course.
Another model including needs and stakeholders is the one by Robinson (1991).
She views needs in ESP on three different levels: the micro-, the meso- and the macro-.

Figure 6. Needs in ESP on three different levels (based on Robinson, 1991 cited in Huhta et al.
2013, p. 13).

As shown in Figure 6, micro-level needs are those that arise from the individual
learner. The wider context of the workplace is considered at the meso-level, which deals
with those needs that are related to outcomes perceived as desirable or necessary to an
organisation. Finally, the needs of society as a whole are considered at the macro-level,
which are related to questions of general importance to language planning, such as what
languages should taught (Baldauf & Kaplan, 2005; van Els, 2005).
What all these definitions show is that NA demands more than a straightforward
process of one-to-one matching of means with objectives. Multiple stakeholders have
multiple perspectives, resulting in manifold objectives and desired outcomes for the
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ESP course, some of which, as Huhta et al. (2013) mentions, may even be
contradictory. As a consequence, the number of definitions for what can be considered a
need has led to a correspondingly high number of definitions of NA. While the
definition by Hyland (2006) above was comprehensive in that it accounted for the on
going process of such an analysis and the different realisations of needs depending on
the learner, a more complete view is given by Brown (2006), who also takes into
account the range of sources from which information can be gathered as well as the
different stakeholders for whom that analysis will be relevant:

Needs analysis (is) the process of identifying the language forms that students
ultimately will need to use in the target language. However, since the needs of the
teachers, administrators, employers, institutions etc. also have some bearing on the
language learning situation, many other types of quantitative and qualitative information
of both objective and subjective types must be considered in order to understand both
the situation and the language involved as well as information on the linguistic content
and the learning processes. Needs analysis is the systematic collection and analysis of
all subjective and objective information necessary to define and validate defensible
curriculum purposes that satisfy the language learning requirements of students within
the context of the particular institutions that influence the learning and teaching
situation (Brown, 2006, p. 102).

Finally, as a result of the complexity of the NA process, needs analyses that take
account of the goals, values and priorities of each of the stakeholders are desired, thus
requiring a holistic approach which takes account not just of the target tasks or even the
individual as a learner, but also of how that individual interacts in the contexts and
situations of his or her field of action.

2.3.2. Research methods in needs analysis
Long (2005, p. 24) notes that there is “paucity of information and of research on
methodological options” in NA. In fact, Huhta et al. (2013) assert that needs analyses in
professional contexts are usually carried out somewhat casually, involving little more
than the teacher setting a placement test for the learners and/or asking the professional
client or vocational course administrator to provide a list of desired outcomes for the
course. These authors go on to clarify that while these types of informal inquiries are
quick and cost-effective, such investigations may only reflect a single perspective of
one group of stakeholders, for example, that of the employers or the learners. For that
reason, this approach to NA becomes insufficient.
61

2. Situating ETI

Hutchinson and Waters (1987, p. 58-59) mention that the most frequently used
techniques for gathering information are questionnaires, interviews, observation, data
collection (e.g. texts), information consultations with sponsors, learners and others (for
an overview of research methods in NA see Huhta et al., 2013, p. 17-19). In line with
this, Long (2005) mentions that the main sources of information that may be used to
conduct NA are published and unpublished literature, the learners, teachers and applied
linguists, and domain experts. Based on Huhta et al.’s (2013) list of needs according to
the different stakeholders taking place in the NA process, this list can be expanded as
follows: published and unpublished literature; learners; teachers; applied linguists;
domain experts; society; and companies and employers.
When addressing research methods in NA, Hyland (2006, p. 68) highlights the
issue of validity (i.e. an accurate reflection of the features being studied) and reliability
(i.e. a consistent interpretation of the features) and proposes the following procedures or
methods to achieve them:
− Triangulation, where conclusions are reached using a range of data sources,
research methods or investigators.
− Prolonged engagement, i.e. the use of repeated observation and collection of
sufficient data over a period of time.

−

Participant verification, i.e. the analysis is discussed with participants and their
“reality”.
Among these methods, triangulation has been identified as the most effective,

credible and all-inclusive approach to NA (Huhta et al., 2013; Mohamadi & Mousavi,
2013). It is defined as “one procedure for data collection then cross-checking the results
to have an extended perspective” (Mohammadi & Mousavi, 2013, p. 1017). It usually
counts on what has been called mixed methods research in that it combines qualitative
and quantitative methods to identify the different needs of the stakeholders, although
Brown (2009, p. 282) notes that “NA procedures lend themselves to qualitative rather
than quantitative research methods”. 10
Finally, it is also worth mentioning that the NA process is not linear, for there is
interaction among its different stages and NA may be done before a course begins, once
it has started, at the end of it, or even as an ongoing process throughout the course.
Therefore, NA tends be conducted circularly, shaping and reshaping in order to meet the
10

Two studies that have used triangulation in NA are Jasso-Aguilar (2005) and Tonić (2006).
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learners’ needs (see Figure 12). As a consequence, needs must be analysed continuously
and objectives and materials should be constantly examined and adapted to the new
context taking place.

Figure 7. A framework for doing NA (Mohamadi & Mousavi, 2013, p. 1015).

Hutchinson and Waters (1987) point out that when it is the case that NA has
been conducted and needs have been identified, there are three possible ways of turning
these needs into actual teaching material, namely selecting from existing materials
(materials evaluation), writing your own materials (materials development), and
modifying existing materials (materials adaptation), which is a combination of the first
two. Since these needs have somehow been identified, the approach that will be adopted
in this thesis is that of materials evaluation (see chapter 6), which will imply revising
the current identified needs and creating a framework for such an analysis, which will in
turn help me propose a methodological framework for the teaching of English for this
specific purpose.
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3
BRIDGING THE GAP: THE KEY
ELEMENTS OF ENGLISH FOR
TRANSLATION AND INTERPRETING
In the previous chapter, I looked into the nature of ESP and how ETI can be situated in
this approach to language teaching, which some restrictions which call for a wider
classification of ESP and TS. Even though the literature maintains translator and
interpreter trainees need specific language training, no actual frameworks for
developing such a competence in accordance with the notion of TC have been created.
As ETI has been acknowledged as a new branch of ESP, I also presented the
cornerstone of this approach –NA– in order to find out how the actual needs of this
“new” perspective can be investigated and identified. Accordingly, the present chapter
aims to put forward the main four tenets that contribute to the elaboration of such a
framework and which ultimately constitute students’ language target needs.
Firstly, considering that this type of language training has to meet the needs of
the translation scenario, we need to examine the models that have attempted to account
for the nature and components of the skills and knowledge that constitute the macro
competence necessary to be able to translate, i.e. TC (see section 3.1). More precisely,
since this thesis focuses on the linguistic component of the macro-competence, more
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emphasis will be laid on the communicative competence, thus putting forward the
studies that have concentrated on it (section 3.2.). Secondly, since TC has been
identified as an expert knowledge consisting of both declarative and procedural
knowledge –the latter being predominant– I shall address the nature of these two types
of knowledge, their implications for skill learning, and its bearing on ELT and, more
precisely, on ETI (section 3.3). Finally, given that reading is probably the most
important skill in translator training 11 (Barani & Karimnia, 2014; Berenguer, 1996;
Brehm, 1996; Brehm & Hurtado, 1999; Clouet, 2010; Schäffner, 2002; Trosborg, 2002),
I shall present the main aspects of reading, namely reading processes and strategies, and
how they may be tailored to cater to translator trainees (section 3.4).

3.1.

TRANSLATION COMPETENCE: DEFINITON AND MODELS

In the previous sections we have observed that ETI is intrinsically related to the notion
of TC, for this approach to language teaching should ultimately aim to contribute to the
development of such a competence. Even though it is commonplace that TC is the set of
skills and knowledge that are necessary to translate, its components and development
remain underresearched and blurred. Thus, the aim of this section is to elucidate the
notion of TC by presenting the models accounting for the name, nature and
competences of which this macro-competence consists. After the compilation and
analysis of these models, my own understanding of the macro-competence will also be
presented.

3.1.1. What is Translation Competence?
TC is a relatively new term if we consider that it began to be used in the mid-1980s.
Nevertheless, TC has existed since translation itself, for it is “la habilidad de saber
recorrer de forma adecuada el proceso de traducción” (Hurtado, 1996a, p. 48). In the
light of studies which date back to the 1970s, translation was regarded as an innate
11

Reading has also been identified as the most important skill for developing academic skills and literacy
in that it is “deeply connected to cognitive processes which are essential for the acquisition of other basic
skills” and it fosters strategies for “learning to learn” (Lorenzo-Galés, 2013, p. 295). Accordingly, this is
also positive in that it highlights its relevance for tranlastor training in particular and for academic
development in general.
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ability of bilinguals. This type of translation was conceived as a natural translation, one
that develops within the “the limits of [the] mastery of (…) languages” (Harris &
Sherwood, 1978, p. 155) and one “done by bilinguals in everyday circumstances and
without special training for it” (Harris, 1977, p. 99). According to this, all bilinguals
could translate. Over time, with more systematic and empirical investigations on the
nature of translation, this idea was fortunately rejected.
In the 1990s, we could witness increasing interest in TC, the reasons for this
being manifold (Lesznyák, 2008). On the one hand, the psycholinguistic approaches to
translation began to focus on the translation process, which is evidenced by the large
number of process-oriented investigations that are currently available. On the other
hand, institutions started to be more concerned with translator training. As one may
guess, neither of the aforementioned can be fully understood and investigated without
making explicit reference to TC. Thus, more and more attention was paid to the “entity”
that should be formed in translator training, that is, to TC (Lesznyák, 2008, p. 31).
Nevertheless, the concept of TC is still far from being well formed and is, in fact, rather
blurred.
Nowadays, it goes without saying that a deep knowledge of two languages does
not guarantee that a person can do successful translations at a professional level. Nida
(2012) argues that, ideally speaking, a translator should be bilingual, but this author and
many others (Álvarez & Benseñor, 1993; Cao, 2007; Hurtado, 2001; López &
Tabuenca, 2009; Lörscher, 2012; Orozco, 2000; PACTE, 2003; Presas, 2000; Román
Mínguez, 2008; Toury, 1984, 1986 among others) agree that bilingualism is not a
requisite to be a translator. Rather, as Vienne (1998, p. 111) aptly puts it, “[l]inguistic
competence is only one element, albeit a sine qua non for translators, of the total
translation skill”. Nida (2012, p. 148) highlights this by asserting that “in some
individuals there seems to be no relation between the experiences providing the cultural
contexts for the use of each language", and adds that if a person wants to be a translator,
he or she must have experience in switching from one language to the other, as well as
the ability to do so. Nida (2012), therefore, argues that the first and most obvious
quality a translator must have is a satisfactory knowledge of the source language, and
adds that it is not enough to capture the general sense or to be an expert consulting
dictionaries. In fact, this author claims that a translator must notice the subtleties of
meaning, and as Nabovok (1942 cited in Nida, 2012, p. 151) mentions, “a translator
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must have the gift of imitation, the ability to represent, as plausibly as possible, the
author’s behaviour and the way of expressing him or herself.”
Many authors use the term bilingual competence to refer to the knowledge and
skills that translators must possess in both languages. However, it is important to
mention that in practice translators do not have the same linguistic competence in both
languages, but are usually more proficient in their mother tongue. In fact, as Lörscher
(1991, p. 44) states,
[r]eal bilingualism, i.e. an absolutely equal degree of availability of two languages in
any situation and for any information to be communicated, probably only exists in
approximations (Crystal, 1976; Hüllen, 1980); Secord/Backman, 1974). This is equally
true for professional translators. As a rule, their competence in one language is higher
than in the other. Furthermore, there are considerable differences among professional
translators with respect to their competence in the languages involved.

For this reason, even though some authors may use the term bilingual
competence, it needs to be understood as this specific use of “bilingual”. Orozco (2000,
p. 84) mentions that currently there is general consensus that a) a bilingual is not
necessarily a good translator, that is, specific training for it is required, and b) a good
translator does not have to be bilingual, that is, his or her competence in both languages
does not need to be strictly the same across skills, levels and registers.
Hurtado (2001, p. 25) defines translation as “una habilidad, un saber hacer que
consiste en saber recorrer el proceso traductor, sabiendo resolver los problemas de
traducción que se plantean en cada caso.” In this sense, following the distinction
proposed by Anderson (1983) between declarative knowledge (knowing what) and
procedural knowledge (knowing how) 12, translation appears to be a procedural
knowledge, that is, a knowledge that is gradually acquired by means of practice. This
knowledge, which consists of a number of subcompetences, is named translation
competence.
Research in the field of TC is scarce in that the number of empirical
investigations is rather limited. Moreover, even though many authors have discussed the
abilities and knowledge that a translator must possess, not all of them appear to have
provided a concrete definition of TC, and those who have do not appear to agree on the
name and the components of which this competence consists. Some of the names that
have been proposed are the following: transfer competence (Beeby, 1996, p. 92; Nord,
12

This distinction will be addressed in more detail in section 3.3.
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1991, p. 161), translational competence (Chesterman, 1997, p. 147; Hansen, 1997, p.
205; Toury, 1995, p. 250-251), translator competence (Bell, 1991, p. 36; Hansen, 1997,
p. 204-205; Kiraly, 1995, p. 108), translation performance (Wilss, 1989, p. 129),
translation ability (Lowe, 1987, p. 57; Pym, 1992, p. 26), translation expertise (Muñoz
Martín, 2014), and translation competence (Campbell, 1998;

Göpferich &

Jääskeläinen, 2009; Hurtado, 2001; Kelly, 2002; Lesznyák, 2008; Orozco, 2000;
PACTE, 2001 and others; Román Mínguez, 2003; Schäffner & Adab, 2000). I believe
the name translation competence is the most appropriate because I also understand
competence as it is used in other disciplines such as Linguistics, where it is understood
as “the set of intertwined abilities, be they conscious or automatic, that may manifest in
performance” (Orozco, 2000, p. 79).
The term competence first appeared in Chomsky’s (1965) distinction between
linguistic competence and performance. This author considered that linguistic
competence was the intuitive and internal knowledge of the language, whereas linguistic
performance was the actual use of that language in specific situations. 13 Hymes (1972)
coined the term communicative competence, which encompassed some of the aspects
included in Chomsky’s concept of linguistic performance. Some years later, with the
contributions of Canale & Swain (1980), Canale (1983), Widdowson (1989), Spolsky
(1989), Bachman (1990) and Hansen (1997), this concept was redefined.
Canale and Swain (1980) defined communicative competence in terms of three
competences:

grammatical competence, sociolinguistic competence, and strategic

competence. Canale (1983) differentiated communicative competence (i.e. the
underlying system of knowledge and abilities needed for communication) and actual
communication (i.e. the actual use of those abilities and knowledge in concrete
situations), and refined the aforementioned competence adding a discourse competence.
Later on, Hansen (1997, p. 205) defined competence as “the combination of abilities,
skills and knowledge which are manifested in specific situations”.
The new millennium witnessed a boost as regards research from a cognitive
psychology perspective. Indeed, in his seminal article Weinert (2001) attempted to
clarify the concept of competence by describing, analysing and evaluating different
approaches. He concluded that competence could be defined as “a roughly specialized

13

This disctinction is similar to Sassure’s language-parole dichotomy
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system of abilities, proficiencies or skills that are necessary or sufficient to reach a
specific goal” (Weinert, 2001, p. 45).
All these accounts of communicative competence contributed to the creation of
the Common European Framework of Reference for Languages: Learning, Teaching,
Assessment (CEF), which defines competences as “the sum of knowledge, skills and
characteristics that allow a person to perform actions” and communicative competences
as “those which empower a person to act using specifically linguistic means” (Council
of Europe, 2001, p. 9). In this document, the model of communicative competence
includes the following components: linguistic, sociolinguistic and pragmatic.
Considering all these definitions of competence, in what follows competence
will be understood as the set of interrelated abilities, skills and knowledge, be they
conscious or automatic, that may be manifested in actual situations in order to reach a
specific goal (adapted from Orozco, 2000); and therefore, translation competence will
be defined as the underlying system of expert knowledge (both declarative and
procedural), skills and attitudes necessary to translate (adapted from Orozco, 2000;
Kelly, 2002; PACTE, 2003).

3.1.2. Translation Competence models
As Orozco (2000) and Kelly (2002) rightly point out, there are very few works that
focus on TC per se and give a definition of it in that most studies simply mention it
prior to presenting other issues. Some of the authors that have somehow tackled the
notion of TC are Álvarez and Benseñor (1993), Beeby (1996a), Bell (1991), Campbell
(1998), Delisle (1980), Dróth (2001), Gile (1995), Hansen (1997), Hatim and Mason
(1997), Hewson and Martin (1991), Hurtado (1996a, 1999, 2001), Kelly (2002), Kiraly
(1995), Lowe (1987), Muñoz Martín (2014), Neubert (2000), Nord (1991), PACTE
(2001, 2003, 2005a, 2005b, 2008, 2011, 2015); Presas (1996, 2000), Pym (1992), Risku
(1998), Roberts (1984), and Wilss (1976, 1982). These models can be presented
following a chronological order or grouped into categories. Lesznyák (2008, p. 34)
notes that “the classification of translation competence concepts is a rather problematic
issue”, for it “means grouping things together on the basis of shared characteristics”. As
she aptly discusses, it is obvious that the more characteristic features of a model are
made explicit, the easier it is to categorise that model. However, as she mentions, hints
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and suggestions are very difficult to categorise because important details of the concepts
are not made explicit, so there is hardly anything to compare.
Lesznyák (2008) ventures to use Weinert’s (2001) 14 classification of competence
from the perspective of cognitive psychology to classify TC. However, as she indicates,
this system is too detailed for the existing concepts of TC: many of his categories would
be empty, and in many cases it would be difficult to decide to which category a
competence concept belongs. In this sense, this author also reminds that Pym’s (2003)
approach to classifying TC into four categories might well be useful. These categories
are competence as no such thing; competence as a summation of linguistic
competences; competence as multi-componential; and competence as just one thing. I
agree with Lesznyák (2008, p. 35) that, although it seems the most accurate
classification to date, some modifications would be needed. For example, the first
category competence as no such thing should conveniently be eliminated since it is not
quite clear what Pym means and because every model includes the notion of concept to
a certain extent. Thus, the three categories that could be applied here are as follows:
− Competence as the summation of linguistic competences.
− Competence as multi-componential.
− Competence as just one thing.
With this classification, each author and their corresponding model could be grouped as
follows:
a. Models whose notion of competence is the summation of linguistic
competences: Ballard, 1984; Bell, 1991; Harris, 1977; Harris & Sherwood,
1978; Lowe, 1987; Wilss, 1976, 1982.
b. Models whose notion of competence is multi-componential: Álvarez &
Benseñor, 1993; Alves, 2003; Beeby, 1996b; Campbell, 1991, 1998; Cao,
2007; Deslile, 1980; Dróth, 2001; Gile, 1995; Göpferich, 2008; Göpferich &
Jääskeläinen, 2009; Hansen, 1997; Hatim & Mason, 1997; Hewson &
Martin, 1991; Hurtado, 1996a, 1999, 2001; Hurtado & Orozco, 2002; Kelly,
2002; Kirally, 1995; Muñoz Martín, 2014; Neubert, 2000; Nord, 1991,

14

Weinert’s (2001) system consists of the following categories: general cognitive competences,
specialised cognitive competences, the competence-performance model, modifications of the
competence-performance model, cognitive competene and motivational action tendencies, objective and
subjective competence concepts, action competence, key-competencies, and metacompetences.
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1992; Orozco, 2000; PACTE, 2003 and others; Popescu, 2011; Presas,
1996; Risku, 1998; Roberts, 1984.
c. Models whose notion of competence is just one thing: Pym, 1992; Shreve,
1997; Toury, 1984.
Because this classification into three categories appears somewhat obscure in
that it is not easy to decide to which category each model belongs– I have finally
decided to present the models of TC following a chronological order so that it allows for
comparison in terms of evolution. Yet, the classification into the three categories is kept
here in case any researcher wants to analyse and contrast it.

3.1.2.1.

Wilss (1976, 1982)

Wilss (1976, p. 120) suggests three competences, which already appear to pay attention
to cultural, transfer and textual aspects. These competences are:
a. A receptive competence in the source language (the ability to decode and
understand the source text)
b. A productive competence in the target language (the ability to use the linguistic
and textual resources of the target language)
c. A supercompetence, basically defined as an ability to transfer messages between
linguistic and textual systems of the source culture and linguistic and textual
systems of the target culture.
In 1982, drawing on these competences, the autor defined TC more explicitly as
“la unión de una competencia de recepción en la lengua original y una competencia de
producción en la lengua meta, en el marco de una ‘supercompetencia’ que supone la
habilidad de transferir mensajes de una lengua a otra.” (Wilss, 1982 cited in Orozco,
2000, p. 80).
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3.1.2.2.

Deslile (1980) and Roberts (1984)

Deslile (1980, p. 235) identified four essential competences, namely linguistic,
encyclopedic, comprehension, and productive, which Roberts (1984 cited in Kelly,
2002, p. 10) elaborated into the following competences 15 (my translation):
a. Linguistic competence: ability to understand the source language and the quality
of the target language).
b. Translation competence: ability to grasp the meaning of a text and transfer it into
another language without distorting both.
c. Methodological competence: ability to become acquainted with a given topic
and its terminology.
d. Domain competence: ability to translate texts belonging to fields such as
economy, law, computing, etc.
e. Technical competence: ability to use translation aids such as terminology
database, specialised software, etc.
As we can see, Roberts (1894) appears to be the first author to take instrumental
and subject matter aspects into consideration.

3.1.2.3.

Lowe (1987)

Lowe (1987) does not provide a definition for TC, at least not explicitly. This author
refers to translation skill and specifies some of the endeavours that it implies:

The translation skill comprises a complex of complicated tasks: an ability to
comprehend the source text, including the ability to understand the author’s style and
intent, and an ability to render that style and intent accurately in the receptor language.
Each language also possesses cultural and sociolinguistic aspects the translator must
control (Lowe, 1987, p. 53).

15

Competence linguistique (capacité de comprendre la langue de départ et qualité d’expression de la
langue d’arrivée) ; traductionnelle (capacité de saisir l’articulation du sens dans un texte, de le rendre sans
le déformer sans la langue d’arrivée tout en évitant les interférences) ; méthodologique (capacité de se
documenter sur un sujet donné et d’assimiler la terminologie propre au domaine) ; disciplinaire (capacité
de traduire des textes dans quelques disciplines de base, tells que l’économie, l’informatique, le droit) ;
technique (capacité d’utiliser diverses aides à la traduction, tells que traitement de texte, banques de
terminologie, machines à dicter, etc.).

73

3. Bridging the gap: The key elements of ETI

Lowe also differentiates eight types of knowledge and skills that shape the ideal
translator’s profile. These are as follows:
a. Reading comprehension in the SL.
b. Ability to write in the TL.
c. Comprehension of the style of the SL.
d. Mastery of the style of the TL.
e. Comprehension of the sociolinguistic and cultural aspects of the TL.
f. Velocity.
g. The X factor, which accounts for “that elusive quality which renders one
translation clearly superior to others possessing equal ratings on the factors
enumerated here” (1987, p. 55), that is, the ability to know the quality of
translations and how one may be clearly superior to another.
I agree with Orozco (2000, p. 85) that this model does not seem to be very much
developed and that some aspects remain somewhat obscure. For example, it is not clear
what Lowe means by velocity.

3.1.2.4.

Bell (1991)

Bell (1991) considers that TC consists of two main elements: communicative
competence in two cultures and communicative competence in two languages. He
adapts Hymes’ (1972) understanding of TC and defines the translator’s communicative
competence as his or her knowledge and ability to create communicative acts, not only
grammatically correct, but also socially appropriate. Thus, following Canale and Swain
(1980), the author outlines four subcompetences:
a. Grammatical competence, which involves knowledge of the linguistic code and
its rules, including lexis and word formation, orthography, pronunciation and
syntactic structure.
b. Sociolinguistic competence, which refers to the required knowledge and abilities
to produce and comprehend utterances in context.
c. Discursive competence, which comprises the ability to combine form and
meaning in order to produce oral or written texts as a coherent (meaning) and
cohesive (form) unit in different genres.
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d. Strategic competence, which includes the mastery of communicative strategies
that may help improve communication or compensate those aspects which may
hinder communication, i.e. lack of competence in some elements of the
communicative competence.
I agree with Hurtado (2001, p. 384) that this explanation of TC does not differ
from that of bilingual competence alone. Transfer and extra-linguistic competences, for
example, appear to be missing.

3.1.2.5.

Hewson and Martin (1991)

Hewson and Martin (1991, p. 52) propose three subcompetences of translation
competence:
a. Acquired interlinguistic competence, i.e. linguistic competence in the two
languages.
b. Derivation competence, which encompasses the ability to produce and derive
homologous relations and define and recreate sociocultural norms.
c. Transfer competence, which includes not only the one possessed by the
translator but also the one amassed through documentation.

3.1.2.6.

Nord (1991, 1992)

Nord (1991, p. 11) claims that the translator

es (idealmente) bilingüe, lo que significa que domina perfectamente tanto la cultura de
partida como la de llegada (incluida la lengua), y tiene una competencia de
transferencia, que comprenden habilidades para la comprensión y la producción del
texto y la documentación, así como la habilidad de “sincronizar” la comprensión de
texto de partida y la producción del texto de llegada.

In this sense, she seems to advocate for four competences, namely:
a. Cultural
b. Linguistic
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c. Transfer, which she defines as “[t]he skills of text reception, text production and
research, as well as the ability to ‘synchronize’ source text reception and target
text production” (Nord, 1991, p. 11).
Although it is true that these three competences are essential (as will be seen in
subsequent and more current models), it is also true that Nord’s assertions do not seem
to be completely correct. When she uses the word bilingual she is assuming that the
individual perfectly masters both cultures and both languages, and this is not necessarily
the case, as mentioned in section 3.1. One may be perfectly proficient in two languages
and not necessarily an expert in both cultures (and, of course, the other way round).
In 1992, Nord elaborated on her previous model and proposed the following
competences:
a. Reception and text analysis competence
b. Research competence
c. Transfer competence
d. Text production competence
e. Translation quality assessment competence
f. Linguistic competences (both languages)
g. Cultural competences (both cultures)
This seven-competence model appears more comprehensive and will lay the basis for
subsequent models (e.g. PACTE’s model), for many of them acknowledge most of the
competences outlined here.

3.1.2.7.

Pym (1992)

Pym (1992) distinguishes the translator’s knowledge shared with other professionals
(grammar, rhetoric, terminology, encyclopaedic knowledge, common sense and
marketing strategies) and what he calls “the specifically translational part of their
practice”, which consists of:
a. The ability to generate a target-text series of more than one viable term (target
text 1, target text 2 … target text N) for a source text.

76

José Andrés Carrasco Flores

b. The ability to select only one target term from this series, quickly and with
justified confidence, and to propose this target text as a replacement of source
text for a specified purpose and reader (1992, p. 281).

3.1.2.8.

Álvarez and Benseñor (1993)

Álvarez and Benseñor (1993) maintain that the competences that should be developed in
both undergraduate and graduate programmes so that the "universals" of translator
training can be established are as follows (my translation):
a. Linguistic competence: ability to comprehend and express.
b. Translation competence: ability to bridge the communication gap between two
cultures.
c. Cultural competence: knowledge of the two cultures and the topic.
d. Professional competence: knowledge of the legal and ethical frameworks of the
labour market.
e. Information and documentation competence: ability to use documentation
sources, from dictionaries to databases.
f. Technological competence: ability to use appropriate software.
This model fairly resembles those put forward by Hurtado, Kelly, Neubert, and
PACTE; only it elaborates on the professional and instrumental knowledge and leaves
aside the psychophysiological component.

3.1.2.9.

Gile (1995)

Gile (1995, p. 20) does not use the term TC, but does offer a description of what he calls
“components of translator expertise”. These are as follows:
a. A passive mastery of the passive working languages.
b. Active mastery of the active working languages.
c. Enough knowledge of the theme of the texts and discourses.
d. Knowledge of the world.
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3.1.2.10.

Kiraly (1995)

Kiraly (1995, p. 108 cited in Hurtado, 2001, p. 385) suggests a TC model (which he
refers to as translator competence) based on his psycholinguistic model of translation.
This competence integrates five types of knowledge and skills, which the author
classifies into four categories:
a. Knowledge about the situational factors that accompany the translation task.
b. Linguistic knowledge in the source and target languages (syntactic, lexico
semantic, sociolinguistic and textual);
c. cultural knowledge related to both languages; and specialised knowledge.
d. A translation ability to undertake the appropriate psycholinguistic processes,
both intuitive and controlled, in order to produce an acceptable target text taking
into account its adequacy to the source text.

3.1.2.11.

Beeby (1996a)

Within translator training, Beeby (1996a) is concerned with inverse translation (in this
case from English to Spanish), and proposes an ideal translator communicative
competence model which encompasses four subcompetences, namely grammatical,
sociolinguistic, discourse and transfer:
a. Ideal translator grammatical competence, which includes the skills and
knowledge necessary to understand and express the literal meaning of sentences
(vocabulary, word formation, pronunciation, orthography, and sentence
structure)
b. Ideal translator sociolinguistic competence, which consists of the knowledge and
skills necessary to understand and produce utterances which are culturally and
contextually adequate, that is, as constrained by tone, mode, field, status of
participants, objectives of the interaction, purpose/skopos of the translation, etc.)
c. Ideal translator discourse competence, which comprises the ability to combine
form and meaning to achieve unified spoken or written texts in different genres
in both languages, which entails cohesion in form and coherence in meaning.
d. Ideal translator transfer competence, which accounts for the mastery of
communication strategies that make possible the transfer of meaning from one
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language to the other, and that help solve problems derived from breakdowns in
other components of the communicative competence.
As can be observed, this model is mainly concerned with the linguistic aspects
of translation, disregarding other important aspects of the macrocompetence such as
subject and encyclopaedic knowledge. As I will show later, this model will be
integrated in PACTE’s model.

3.1.2.12.

Hurtado (1996a, 1999, 2001)

Hurtado, who is the main researcher in PACTE group (cf. 3.1.2.23), is one of the
scholars who has most vastly contributed to the field of TC. She defines TC as “la
habilidad de saber traducir”, and distinguishes five subcompetences (Hurtado, 1996a;
my translation):
a. Linguistic competence in the two languages, involving the ability to understand
the source language and produce in a target language.
b. Extra-linguistic competence, involving encyclopaedic, cultural and thematic
knowledge.
c. Translational or transfer competence, consisting in being able to go through the
whole translation process, i.e. being able to understand the source text and
express it in the target language according to the purpose of the translation and
the characteristic of the target audience.
d. Professional competence, i.e. being able to look for the necessary information, to
use ICTs, and to know the labour market.
e. Strategic competence, which accounts for the individual and conscious
procedures followed by the translator to solve the translation problems that he or
she may encounter.
As the author rightly mentions, the first two competences are not specific to the
translator. A person who masters two or more languages and who has extra-linguistic
knowledge may also own them. It is, then, the three last competences (transfer,
professional and strategic) that identify TC and makes it different from other
competences, and also which differentiates the translator from the foreign language
user. Some years later, Hurtado (1999, p. 49) added a psycholinguistic component,
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which accounted for the use of psychological resources and abilities such as memory,
reflexes, creativity, logic reasoning, etc., and the physiological mechanisms involved.
This model will also be integrated in PACTE’s model of TC.

3.1.2.13.

Presas (1996)

Presas (1996) insists that TC needs to be differentiated from bilingual competence, and
explains that the former consists of specific competences for understanding and
producing texts. According to the author, whose model is inspired in the model by
Neunzig and Presas (1994), TC is made up of a pre-translation competence, which
consists of:
a. Knowledge in two languages
b. Encyclopaedic knowledge
c. Thematic knowledge
d. Theoretical knowledge about translation
Furthermore, Presas (1996) points out that TC entails two types of knowledge,
which bear a close relationship:
a. Epistemic knowledge, which is included in the bilingual competence and which
incorporates cultural, encyclopedic and thematic knowledge.
b. Operative knowledge, which characterises TC and which comprises three types
of knowledge, namely nuclear, peripheral and tangential. Nuclear knowledge has
to do with the reception of the source text for its translation (i.e. identification of
translation problems), the translation project (i.e. the specification of the purpose
and the method to be used), and the translation itself (which incorporates the
transfer and problem solving operations). Peripheral knowledge refers to the use
of specific instruments such as the estimation of the possibilities of executing an
appropriate work, the use of adequate documentation resources, the capacity for
acquiring the required knowledge on the (new) field, and the ability to assess
other people’s translations. Finally, tangential knowledge refers to the more
external aspects of the enterprise such as the ability to use editing technologies.
This model will also be integrated into PACTE’s.
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3.1.2.14.

Hansen (1997)

Hansen (1997) argues that translators must have a series of general abilities and a set of
particular skills in their mother tongue and in the foreign language, such as “talent,
courage, self-awareness and independence, alertness, empathy, tolerance, open
mindness, precision, creativity, the ability to select, judgement, responsibility, and a
critical attitude” (p. 205). She makes a distinction between implicit knowledge and
abilities (automatic, unconscious) and explicit knowledge (conscious), distinguishing
three subcompetences that interact with one another. These are as follows:
a. Transfer competence, which consists of two abilities:
i.

An implicit ability concerned with extracting the pertinent information
within the source text taking into account the purpose of the translation
assignment, and the ability to produce the target text in such a way that it
fulfils the intended purpose.

ii.

An explicit ability concerned with the explicit knowledge on the
translation methods and strategies and the ability to select the appropriate
one, as well as the strategies to recognise and solve the translation
problems.

b. Social, cultural and intercultural competence, which comprises both an implicit
and an explicit factor: implicit comprehension (culturally and socially bound)
about his or her own social and cultural environment, as well as others, and
explicit knowledge about the norms and cultural and social differences.
c. Communicative

competence,

which

includes

pragmatic

and

linguistic

competences.
According to Hansen, these three competences interact as they operate, and they
must be balanced for an appropriate TC.

3.1.2.15.

Hatim and Mason (1997)

Hatim and Mason (1997, p. 205) borrow Bachman’s (1990) model of communicative
ability to elaborate their proposal of TC, which they call translator abilities. These
authors distinguish three phases in the translation process and assign a series of skills to
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each of them, although the authors explain that they interact with one another. These
phases are as follows:
a. Source text processing. During this phase a number of aspects need to be
identified, namely intertextuality (genre, discourse, text) and situationality
(register, etc.) mechanisms, purpose of the text, analysis of macro- and
microstructure (cohesion and coherence), and informativity of the source text
reader.
b. Transfer. In this phase the efficiency, efficacy and appropriateness of the
translator’s communicative task is strategically renegotiated in relation to the
translation assignment in order to fulfil the intended purpose.
c. Target text processing. During this phase the intertextuality and situationality of
the target text need to be established. Moreover, the purpose, the macro- and
microstructure, and informativity need to be created depending on the intended
effect that wants to be produced in the target reader.
As Lesznyák (2008, p. 39) rightly mentions, “the advantage of this model is that
it embraces a large number of sub-processes that are needed in translation”. Its
disadvantage, however, is that it is somewhat complex, which makes it difficult for the
design of a teaching programme.

3.1.2.16.

Risku (1998)

According to Hurtado (2001) and Lesznyák (2008), to date the most far-reaching and
sophisticated study on TC is the one conducted by Risku (1998). Risku offers a model
with a pragmatic-cooperative stance making use of cognitive science and the action
theory of translation (which relates to Weinert’s action competence model 16). With this
combination of cognitive science and action theory Risku came up with a unique TC
model which focuses more on the social reality of the translation and the translator’s
ability to handle this situation rather than on the linguistic side of translation. Risky also
conceptualises this competence as something only experts have and explains in detail
the factors along which novice and experts can be differentiated. These are as follows:
16

Weinert’s (2001) action competence model include “all those cognitive, motivational and social
prerequisites that are necessary for learning or for being successful in a profession, social group etc.
Comprehensiveness is the main characteristic feature of the approach, and this can be defined as its major
advantage and disadvantage at the same time”. (Lesznyák, 2008, p. 33)

82

José Andrés Carrasco Flores

a. The ability to create a macro-strategy for the actual translation situation.
b. Integrating (necessary) information.
c. Action planning and decision making.
d. The translator’s self-management (i.e. reflection, flexibility, responsibility,
metacognition, etc.).
These categories partly integrate the skills and abilities other models include
(e.g. language skills, world knowledge, research work and use of materials, etc.).
Nonetheless, they are actually more than that, as they constitute the processes that
organise, manage and evaluate all those skills, abilities and knowledge in the social
reality of translation. Thus, as Lesznyák (2008, p. 40) indicates, “what makes Risku’s
concept so peculiar is that she locates translation competence ‘above’ the usual
competences”. In this sense, it could be also classified as a metacompetence in
Weinert’s system 17.

3.1.2.17.

Campbell (1998)

Like Beeby, Campbell also offers a TC model for inverse translation. According to the
author’s conclusions drawn from his empirical research, the four principles that define
TC are the following (Campbell, 1998, p. 163):
a. Translation competence can be separated into relatively independent
components, and those components can be used as building blocks in curriculum
design.
b. Translation education is a matter of intervention in the development of the
various components of translation competence.
c. Students are likely to attain different levels of achievement in the various
components of translation competence given the imbalance in their bilingual
skills.
d. The assessment of translation quality is best seen as a matter of profiling the

competence of learners, rather than simply measuring the quality of their output.
17

Weinert’s (2001) metacompetences refer to “people’s awareness of their knowledge and skills. They
are supposed to help the acquisition of new competences and the effective use of available competences.”
(Lesznyák, 2008, p. 33)
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3.1.2.18.

Neubert (2000)

For Neubert (2000, p. 12), TC is “the mental equipment that constitutes the translator’s
unique cognitive set or ability of matching language, textual, subject and cultural
competences” and the one “that enables translators to cope with the variable tasks
involved in translation” (Neubert, 1992, p. 412). According to the author, TC involves
seven main characteristics and a specific competence, the translational competence.
These characteristics are as follows:
a. Complexity, for it is a complex activity between languages.
b. Heterogeneity, as it involves the development of very dissimilar abilities.
c. Approximation, given the impossibility of knowing all fields of knowledge and
the necessity to be acquainted with other disciplines.
d. Open-endness, which could be understood as a continuous learning, for it refers
to the constant necessity to keep updated as regards news, bibliography and
language variations.
e. Creativity, to solve certain translation problems.
f. Situationality, i.e. the ability to adapt to new situations such as different
translation purposes and assignments.
g. Historicity, i.e. the ability to adapt to other ways of approaching translations as a
consequence of spatial and temporal changes.
Neubert highlights that these characteristics are intertwined and that depending
on the translation assignment, one may be more salient. The author also asserts that the
translational competence is the one that differentiates translation from any other
communicative activity. It comprises five components:
a. Language competence
b. Textual competence
c. Subject competence
d. Cultural competence
e. Transfer competence
Neubert (2000, p. 8) defines language competence as “a near perfect knowledge
of niceties of the grammatical and the lexical systems of the source and target
languages” along with “awareness of the continual changes at work in two languages”
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and “knowledge of repertoires of the languages for special purposes.” He further
explains that textual competence has to do with text production, whereas subject
competence is “the familiarity with what constitutes the body of the knowledge of the
area a translation is about” (Neubert, 2000, p. 8). Finally, he adds that translators, as
mediators between the culture of the ST and the culture of the TT, need to have cultural
and transfer competences, i.e. “the tactics and strategies of concerting L1 texts into L2
texts” (Neubert, 2000, p. 10).

3.1.2.19.

Dróth (2001)

In her PhD thesis, Dróth (2001) devised an assessment scheme for formative evaluation
in translator training, which included a TC model. The subcomponents in her model are
as follows (Lesznyák’s, 2008, p. 41):
a. Ability to make conscious decisions (while taking into account the translation
brief).
b. ST analysis.
c. The ability to produce coherent texts that fulfil the requirements of the
translation brief.
d. Knowledge of genre-related TL norms and traditions.
e. The ability to select and use a register that conforms to the expectations set by
the translation brief.
f. The ability to apply appropriate cohesive means.
g. The ability to select lexical and grammatical means in the TL that best convey
the meaning of the ST and conform to TL norms and traditions.
h. The ability to use surface elements conforming to TL norms and traditions.
i. The ability to evaluate the TT based on ST analysis and the translation brief.
In Lesznyák’s (2008, p. 41) words, “Dróth’s model is unequalled in terms of
elaboration and operationalizability among procedural component models. [And] [b]oth
teaching and testing can be built on it.”

85

3. Bridging the gap: The key elements of ETI

3.1.2.20.

Kelly (2002)

Kelly (2002, p. 9) defines TC as
el conjunto de capacidades, destrezas, conocimientos e incluso actitudes que reúnen los
traductores profesionales y que intervienen en la traducción como actividad experta, es
decir que, en su conjunto, distinguen al profesional del no profesional, al experto del no
experto.

which is elaborated on in

[L]a macrocompetencia que constituye el conjunto de capacidades, destrezas,
conocimientos e incluso actitudes que reúnen los traductores profesionales y que
intervienen en la traducción como actividad experta y que se desglosa en […]
subcompetencias que […] necesarias para el éxito de la macrocompetencia (Kelly,
2002, p. 14).

Kelly (2002, p. 14-15) maintains that TC consists of the following subcompetences:
a. Textual and communicative subcompetence in, at least, two languages and
cultures. This comprises passive and active phases of communication, as well as
the textual conventions of the different cultures.
b. Cultural subcompetence, which involves not only encyclopaedic knowledge of
the countries in which the corresponding languages are spoken, but also of
values, myths, perceptions, beliefs, behaviours and textual representations.
c. Subject subcompetence, which comprises the basic knowledge of the field in
which the translator works, which is also expanded through additional
documentation.
d. Professional

instrumental

subcompetence,

which

implies

the

use

of

documentation resources all of kind, terminological research, and glossaries,
database and ICTs management. This also comprises tbasic knowledge of the
work market such as contracts, budgets, invoicing, and deontology.
e. Psychophysiological subcompetence, which accounts for the self-concept and
attention and memory capacities, among others.
f. Interpersonal subcompetence, which refers to the ability to interact with other
people, be they professionals or not; for example, other translators, revisers,
terminologists, authors, clients, and experts in the subject to be translated.
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g. Strategic competence, which comprises all procedures that apply to the
organization and carrying out of the work, such the identification and solution of
problems.
Kelly (2002, p. 15) indicates that all the subcompetences are related to one
another, albeit the strategic competence is the one that governs and controls the
application of each of them. Thus, the resulting model could be represented as follows:

Figure 8. Kelly’s (2002, p. 15) model of Translation Competence.

This strategic competence has been included in what other authors have named
transfer competence. However, for Kelly this competence is nothing but the ability to
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make decisions in order to solve the corresponding problems, and she makes her point
by using the following quote:

From the perspective of an expert activity, translation is primarily a problem-solving
activity, which involves problem recognition as well as decision-making, since
recognition of the problem necessarily precedes decisions as to the various strategies
which can be taken to solve it (Kaiser-Cooke, 1994, p. 137 cited in Kelly, 2002, p. 15).

3.1.2.21.

Cao (2007)

Cao’s model is based on the premise that translation competence and proficiency (as she
calls it) is multi-componential in that it consists of different sets of variables that
interact with one another and with the context in which translation occurs. As the author
explains, this “inter-activity is manifested both between each variable and within the
overall act of translating, that is, intra-interactivity within the nexus and inter
interactivity between the nexuses” (Cao, 2007, p. 40). Drawing on Cao (1996), the
variables of this model are as follows:

Figure 9. Cao’s (1996, 2007) model of Translation Competence.
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a. Translational language competence 18: it comprises a set of specific components in
both the SL and TL that are activated and utilised in the translation act of
intercultural and interlingual communication. Based on Bachman (1990), this
competence is defined as including (1) organisational competence and (2) pragmatic
competence in the SL and TL:

Figure 10. Components of translational language competence (Cao, 1996, 2007).

Organisational competence comprises (a) grammatical and (b) textual
subcompetences. The former refers to the mastery of the language code of the SL
and TL at a high level “consisting of intimate knowledge of syntax, lexis and
semantic rules that determine sentence formation and the meanings of sentences in
both the SL and TL” (Cao, 2007, p. 42). Textual competence includes “the
knowledge of the conventions for joining utterances together to form a text
according to rules of cohesion and rhetorical organisation” (Cao, 2007, p. 43). As
she explains, in translation, textual competence relies heavily on the ability to
comprehend such rules and conventions in the SL and the ability to reproduce them
in the TL appropriately according to the norms of the TL.
As for the pragmatic competence, on the one hand, the author identifies (a)
illocutionary competence, which refers to knowledge of the pragmatic conventions
for performing acceptable language functions, and (b) sociolinguistic competence,
meaning the “knowledge of the sociolinguistic conventions for performing
18

This component corresponds to what others authors call linguistic competence (Lörscher, 1991) and
language competence (Neubert, 2000), for example.
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language functions appropriately in a given context and the mastery of appropriate
language (both form and meaning) in different sociolinguistic contexts. Finally, the
author also includes in this component sensitivity to language variety of the SL and
the importance of appropriateness and naturalness in the TL text.
b. Translational knowledge structures 19: it encompasses adequate knowledge of the
subject matter. The author defines this type of knowledge as the one that is essential
to achieve interlingual and intercultural communication in translation, and identifies
its main features as follows:
− It interacts with translational language competence, translational strategic
competence and situational variables within the translation process (i.e. inter
interactivity), for translators activate both linguistic and non-linguistic
knowledge and various strategies in order to comprehend a text.
− Within the translation process, general translational knowledge structures
interact with special or literary knowledge structures (i.e. intra-interactivity).
− Within the translation process, translational knowledge structures go through
associating, networking and optimising processes, with new knowledge
interacting with knowledge previously acquired.
As Cao aptly mentions, this type of knowledge is assumed to be available in both
the SL and TL regardless of the language in which the knowledge is acquired.
However, her study hypothesises that knowledge is stored in the language in which
the knowledge was acquired, and then it is retrieved and transferred into the other
language through the synthesizing process, which is the third area of competence.
c. Translational strategic competence 20: it includes general strategic competence,
psycho-physiological mechanisms and, more importantly, the special strategic
competence that is unique to translational activities, i.e. the one in charge of
performing the “reformulation” and “reasoning by analogy” in determining the most
effective means of achieving communicative goals in translation. Cao (2007, p. 48)
defines this competence as “the integrated mental ability inherent in the translation
task when a translator carries out an operation on a text and enacts language and
knowledge competence for communicative purposes in translation.” It is particularly
19

This corresponds to what other authors call subject competence (Neubert, 2000), factual knowledge
(Lörscher, 1991), extralinguistic knowledge (PACTE, 2003).

20

This knowledge partly corresponds with PACTE’s (2003) strategic competence and psycho
physiological components.

90

José Andrés Carrasco Flores

important in that it provides the means for relating translational language
competence to translational knowledge structures and the features of the context in
which translation, and hence interlingual and intercultural communication, takes
place.
3.1.2.22.

Muñoz Martín (2014)

Muñoz Martín (2014) advocates a Cognitive Translatology, “where translation is a
subset of complex behaviours aiming to solve communicative needs, whose common
thread is the use of at least two (spoken, written or signed) languages” (p. 3). In this
sense, the author discusses the nature of a situated translation and interpreting
expertise 21 within cognitive, empirical approaches to translation and interpreting.
Unlike previous models, Muñoz Martín resorts to the term expert to make his point that
what had been called TC in the last years should actually be named translation expertise
(this term is also used by Gile, 1995 and Shreve, 2006). In this sense, he uses Ericsson
and Charness’s (1994, p. 731) definition of expert (i.e. somebody who displays
“consistently superior performance on a specified set of representative tasks for the
domain”) and defines expertise as “the bulk of cognitive resources and skills leading to
that superior performance” (Muñoz Martín, 2014, p. 3).
As the author indicates, in the 1980s empirically-oriented research within TS
started to look elsewhere for referential frameworks, precisely when expertise was
gaining momentum in cognitive psychology. He mentions that Translation Process
Research also started about this point, when several research efforts focused on different
aspects of TC —notably, on problem-solving— making use of think-aloud protocols.
Up to this point, the originally linguistic notion of competence was preferred. However,
understandings of TC and its implications have been slowly drifting towards those of
expertise within cognitive psychological perspectives, and “some authors nowadays use
competence as a (near) synonym of expertise” (Muñoz Martín, 2014, p. 6), e.g.
Göpferich (2013) and PACTE (2003). Hence, as the author points out, by the end of the
first decade of this century, research in the field had already aligned views with standard

21

It is conceived as a multidimensional research construct where behaviors such as chuchotage,
fansubbing, conference interpreting, literary translation, localization and the like may be described in
terms of different demands in subsets of a fuzzy set of skills (Muñoz Martín, 2014, p. 2).
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expertise research (see, for example, Shreve, 2002, 2006; Ericsson, 1996; Jääskeläinen,
2010).
Muñoz Martín (2014, p. 17) proposes a situated construct of translation expertise
inspired by the works of two prominent psychologists, namely Shanteau’s (1992)
Theory of Expert Competence —which suggests that more attention should be paid to
task and domain characteristics— and Cowan’s (1999) model of memory as “embedded
processes”. Within the realm of cognitive approaches to translation, this construct
builds on Shreve’s approach to translators’ expertise, and on Risku’s views on extended
and distributed cognition as applied to translation. It is a minimal construct in that it
contains the fewest components possible to account for data. For example, it does not
include language skills as a separate dimension because they work everywhere in the
model. Thus, rather than explaining translation expertise, language skills seem to
sustain it, and to interact with it.
The five dimensions that Muñoz Martín (2014, p. 18) suggests for translation
expertise are (1) knowledge, (2) adaptive psychophysiological traits, (3) problem
solving skills, (4) regulatory skills, and (5) the self-concept.

Figure 11. The five situated dimensions of translation expertise (Muñoz Martín, 2014).

I agree with the author that language skills are a pre-requisite for developing TC.
Nonetheless, I firmly believe that translator training programmes should include a
linguistic training and that it cannot be taken for granted. Moreover, as I pointed out in
the Introduction to this work, the type of linguistic knowledge and skills needed by
translators are not the same as that of mainstream language learners and thus their
teaching needs to be explicit and tailored to the target situation needs. Furthermore, this
model poses several problems when trying to design teaching programmes because it is
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rather complex and its components cannot be easily assessed or turned into curriculum
objectives and contents.
In any case, Muñoz Martín (2014, p. 8) makes clear that “[t]he bottom line is
that empirical research of translation expertise may tell us something about theoretical
frameworks such as Cognitive Translatology, but not about translation phenomena per
se.”

3.1.2.23.

PACTE (2001, 2003, 2005a, 2005b, 2008, 2011)

As we have observed, none of the previous models are based on empirical research
which can provide conclusive results on the components of TC and how they interact as
they operate (but see Muñoz Martín, 2014). This is precisely the objective of PACTE
group 22, which has been conducting empirical-experimental research into TC and its
acquisition in written translation. The model proposed by this group has developed over
the years in accordance with the results of their investigations. Its basic premises are the
following (PACTE, 2003, p. 47; 2005a, p. 610; 2008, p. 106):
a. TC is qualitatively different from bilingual competence.
b. TC is the underlying system of knowledge needed to translate.
c. TC is an expert knowledge, i.e. comprises declarative and procedural
knowledge, the latter being predominant.
d. TC is made up of a system of sub-competences that are inter-related,
hierarchical and subject to variations.
e. The strategic component is of particular importance, as in all types of procedural
knowledge, since it controls all the competences and helps compensate for
possible weaknesses, thus solving the problems that may arise.
In 2000, the group defined TC as “the underlying system of knowledge and
skills needed to be able to translate” (PACTE, 2000, p. 100) and listed the competences
of which this macro-competence consisted:

22

The members of this group are Amparo Hurtado, Allison Beeby, Luis Miguel Castillo, Olivia Fox,
Anabel Galán, Gabriele Grauwinkel, Anna Kuznik, Gisela Massana-Roselló, Wilhelm Neunzig, Christian
Olalla-Soler, Patricia Rodríguez-Inés, Lupe Romero, Stefanie Wimmer (consulted on 31/10/2015).
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a. Communicative competence in two languages, which was defined as “the
system of underlying knowledge and skills necessary for linguistic
communication” (PACTE, 2000, p. 101). The subcompetences of which this
competence consisted were identified following Canale (1983), i.e.
linguistic, discourse and socio-linguistic, and they made clear that these had
to be separated into understanding of the SL and production in the TL.
b. Extra-linguistic competence, which is composed of “general world
knowledge and specialist knowledge that can be activated according to the
needs of each translation situation” (PACTE, 2000, p. 101). The
subcomponents that were included in this competence were knowledge about
translation, bicultural, encyclopedic and subject knowledge.
c. Instrumental-professional competence, which is composed of “knowledge
and skills related both to the tools of the trade and the professions” (PACTE,
2000, p. 101). Its sub-components are knowledge and use of all kinds of
documentation sources and new technologies, knowledge of the work market
(translation briefs, etc.) and how to behave as a professional translator,
especially in relation to professional ethics.
d. Psychophysiological competence, which was defined as “the ability to use all
kinds of psychomotor, cognitive and attitudinal resources” (PACTE, 2000, p.
102). They highlighted that the most important of these were psychomotor
skills for reading and writing; cognitive skills such as memory, attention,
creativity and logical reasoning; and psychological attitudes such as
intellectual curiosity, perseverance, rigour, a critical spirit, and self
confidence.
e. Transfer competence, which was defined as the central competence that
integrates all the others and “the ability to complete the transfer process from
the source text (ST) to the target text (TT), i.e. to understand the ST and re
express it in the TL taking into account the translation’s function and the
characteristics of the receptor” (PACTE, 2000, p. 102). The sub-components
included in this competence were the following:
i.

Comprehension competence, i.e. the ability to analyse, synthesise and
activate extra-linguistic knowledge in order to capture the sense of
the text.
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ii.

The ability to “deverbalise” and to maintain the SL and the TL in
separate compartments to control interference.

iii.

Re-expression competence (textual organization, creativity in the
TL).

iv.

Competence in carrying out the translation project, i.e. the choice of
the most adequate method.

f. Strategic competence, which accounted for “the individual procedures, be
they conscious or unconscious, verbal or non-verbal, used to solve the
problems found during the translation process” (PACTE, 2000, p. 201).
Examples of these strategies were distinguishing between main and
secondary ideas, establishing conceptual relationships, searching for
information, paraphrasing, back translating, translating out loud, establishing
an order for documentation, etc.
In this model, the strategic and transfer competences were acknowledged as the
most relevant ones. The transfer competence was identified as the central competence in
that it integrated the rest and consisted in the ability to transfer information from one
language to another according to given criteria. The strategic competence was also
relevant because it helps monitor the rest and compensate for possible deficiencies in
other competences. Furthermore, these are precisely the competences that make TC
unique and different from bilingual competence.
In 2001, no major changes were made, except for the communicative
competence, which was expanded and redefined as bilingual competence by Hurtado
(2001, p.

395), and which would be incorporated into the subsequent models of

PACTE. The author outlined the knowledge and skills that were included in this
competence as follows:
a. Grammatical competence, i.e. mastery of the linguistic code (vocabulary,
word

formation,

sentence

structure,

semantics,

pronunciation

and

orthography).
b. Textual competence, i.e. mastery of the combination of language forms to
elaborate an oral or written text in different genres or text types. This
includes knowledge of cohesion and coherence.
c. Illocutive competence, which relates to language functions.
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d. Sociolinguistic competence, which refers to the appropriate comprehension
and production in diverse sociolinguistic contexts which may depend on the
participants’ social status, the purpose of the interaction, norms, etc.
In 2003 the model was completely modified. The bilingual, extra-linguistic and
strategic competences remained the same, although the name competence was
substituted by sub-competence. The other subcompetences, however, underwent slight
alterations. The psychophysiological competence was identified as a component rather
than as a sub-competence. The instrumental-professional competence was modified to
include exclusively knowledge related to documentation resources and ICTs applied to
translation and was thus re-named instrumental competence. Consequently, knowledge
about translation was extracted from this previous competence and classified as an
independent sub-competence which also comprised knowledge of translation
associations and taxes. Finally, the most important modification from the previous
model was the removal of the transfer competence, which was somehow subsumed in
the knowledge about translation and strategic subcompetences. After all, it was
identified as the competence integrating all the others, which basically implies that it
can be equated to the macro-competence as such.
Today (see PACTE, 2015), the group maintains that TC is essentially an
operative knowledge in which strategies play a key role and in which automatic
processes have much presence. The model that is still being used is the one from 2003,
which is illustrated in Figure 12. As the figure shows, all subcompetences and
components interact as they operate. The strategic competence is situated in the middle
of the model showing its central role monitoring all the other competences; and the
psycho-physiological component appears to be present during the whole process.
According to Kelly (2002), this proposal seems to be the most thoroughly
developed and is of special interest for a number of reasons. First, it relies on empirical
data; second, it includes psycho-physiological components which have proved essential
in other areas relating to didactics; third, it includes a strategic subcompetence which
accounts for the results obtained from Think-Aloud Protocol studies with a cognitive
approach; last, it establishes relations among the subcompetences rather than only
providing a list of them.
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Figure 12. The holistic model of Translation Competence (PACTE, 2003, p. 60).

3.1.2.24.

My understanding of Translation Competence

Despite the substantial influence and acceptability of PACTE’s model, it could be
critised in various respects. Firstly, it could be argued that the transfer competence
should not be removed from the model given the crucial role it plays. Indeed, in
previous models (see Hewson and Martin, 1991; Nord, 1991; Beeby, 1996; Hansen,
1997; Hatim & Mason 1997; Neubert, 2000; Hurtado, 2001) this competence is overtly
stated.

The rationale for this is that knowing two languages and having a deep

knowledge of the topic and the cultures do not guarantee that a person can produce
successful translations. The ability to understand the SL and re-express it in the TL
attending to the characteristics of the translation assignment is essential and constitue
the key aspect that separates the translator from a proficient L2 or bilingual user.
Indeed, a translator “must have experience in switching from one language to the other,
as well as the ability to do so" (Nida, 2012, p. 148) in such a way that all the nuances
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are appropriately transferred. Nonetheless, what this model intends to put forward is the
idea that TC is actually transfer competence in that it is the set of skills and knowledge
necessary to translate, which evidently implies the combination of the aforemention
competences, components and knowledge that lead up to the ability to render the
message and function of the ST to the TT. Therefore, TC can be equated to transfer
competence and thus be excluded from the model as an independent component. This
also goes in line with Kelly (2002), who argues that it is precisely the combination of all
competences –monitored by the strategic competenc– that conforms TC, i.e. the ability
to translate.
Secondly, the model could be critised in terms of the labels that have been
chosen to name and give an account of the competences of which this macro
competence consists and of the relations between them. Accordingly, though eminently
based on PACTE’s (2003) model, I suggest that the following changes be made in order
to avoid problematic issues. Figure 13 below displays my model of TC:

Figure 13. My model of Translation Competence.
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In this model, the four competences and knowledge about translation are
circumscribed in a circle that represents the most important aspects of TC, which are
constantly regulated by the underlying system of psycho-physiological aspects that are
present in every step of the translation process, i.e. the psychomotor, cognitive and
attitudinal aspects of the translator. Inspired by Kelly’s (2002) model, the strategic
competence is situated on top of the model, indicating it is the competence which
monitors the others during the whole process and which compensates for possible
deficiencies in any of these, thus helping to solve the problems that may arise. As
regards the four other components, this model envisages them as follows:
− The communicative competence in two languages is understood as the
underlying system of knowledge and skills necessary for communication. It
includes knowledge of two linguistic codes for comprehension of the SL and
production in the TL. This subcompetence includes the competences described
in Hurtado (2001, p. 395) above but with different labels: in this new model, the
former grammatical competence is called linguistic competence, as I believe the
term grammatical might be too limited and may be understood as merely
including morphology, syntax and orthography, thus phonology, for example,
being excluded; the former textual competence is called discourse competence,
as the term discourse has lately gained momentum in current approaches to
discourse analyses for translation pruposes (see Schäffner, 2002; Trosborg,
2002, for example); the former illocutive competence is called pragmatic
competence, as the term illocutive refers to speech acts and language functions
and more pragmatics-related issues should be tackled (e.g. reference); and
finally, the sociolinguistic competence remains the same. As regards the name of
the subcompetence, I have intentionally avoided the term bilingual competence
because I find it misleading, as shown in the discussion in section 2.1. 23
− The extra-linguistic competence is borrowed from PACTE (2003). Accordingly,
it includes encyclopedic, bicultural and subject knowledge.
− The instrumental competence is also borrowed from PACTE (2003). Hence, it
includes knowledge of documentation resources and ICTs applied to translation.
− Knowledge about translation is borrowed and adapted from PACTE (2003).
This component includes knowledge of the work market such as translation
23

For a detailed explanation of what each subcompetence involves, see section 3.4.
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techniques and strategies 24, code of ethics, taxes, etc. It also refers to the
interpersonal abilities mentioned by Kelly (2002). I have intentionally modified
this component from competence to simply knowledge since it is more
declarative in nature, while competence alludes to both declarative and
procedural, but more often than not only to the latter.
Although this model is not very dissimilar from the one proposed by PACTE
(2003) and other models, it does consider possible terminological and conceptual issues
that may become problematic when trying to analyse or evaluate the nature of any of its
components. Moreover, the relationship among the components has been fune-tuned in
an attempt to account for the actual interaction that there seems to exist among these
components. Finally, it tries to shed some light on the debatable fact that the transfer
competence has been excluded in recent models.

3.1.3. Concluding remarks
PACTE (2000, p. 103) argues that the acquisition of TC is “a dynamic process of
building new knowledge on the basis of the old”. Accordingly, what may be most
important in the process is the restructuring of existing knowledge, rather than the
addition of new information (Pozo, 1996). Thus, acquiring TC is best described in terms
of a continuum from novice to expert (Malmkjaer, 2004). The novice stage in the
development of TC could be defined as the stage when the subcompetences have been
somehow acquired, at least partially, but they do not interact with each other. Therefore,
the development from novice to expert is not only a question of acquiring the
corresponding subcompetences, but also of re-structuring the existing ones in order to
put them at the service of the act of translating. From this point of view,

the development of translation competence consists basically of three kinds of
processes: (1) the acquisition of previously non-existent competences; (2) the
restructuring of already existing competences in order to facilitate transfer competence;
(3) the acquisition of strategic competence (Presas, 2000, p. 29).

24

Here translation techniques and strategies are contemplated as declarative knowledge, e.i. knowing
about their existence and the possbilities they offer when translating. As regards the act of using them,
they are included in the strategic competence and in TC as a whole competence.
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In this sense, subcompetences are primarily acquired independently (i.e. students learn
the language, learn about its cultures, learn about the world, etc.); then they re-structure
that knowledge in such a way that they are used for translation purposes (i.e. they learn
the language from the point of view of translation, they focus on the cultural aspects
that may cause problems when translating, etc.); and finally they begin developing their
strategic competence in order to learn how to make all competences interact and
compensate for possible deficiencies in any of them.
This thesis is concerned with the second stage, that is, when previous existing
knowledge (e.g. some mastery of the foreign language) is re-structured in order to put it
at the service of translation. As explained elsewhere, this means looking at discourse
differently.
As a last reflection, it is worthwhile mentioning that interestingly the evolution
of the notion of TC has mirrored that of linguistics. Translation, being an activity which
begins and ends with language, has always being influenced by the linguistic paradigm
being followed at that moment. Being determined by translation theory, TC models
have reflected these shifts accordingly. Influenced by structuralism and bottom-up
approaches to language, former models of TC seemed to be more concerned with
linguistic issues, advocating solely language comepetence in the source and target
languages. Subsequent models began to look at language from more functional
perspectives, and began to consider the cultural dimension. Models started to pay more
attention to language in context and its manifold functions (pragmatics and
sociolinguistics) and the cultural implications that these may entail, thus moving away
from strictly structural to more dynamic perspectives, and re-shaping the notion of
translation and equivalence. Current models appear to approach this macro-competence
from more cognitive and holistic perspectives which encompass function and meaning
as embedded in cognition and in interaction with other cognitive aspects. Thus, when
analysing the components of TC, there seems to be a continuum between language,
culture and thought, which is represented in cognition and which has embraced more
encompassing, comprehensive and cognitive-based accounts of translation.
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3.2.

THE TRANSLATOR’S COMMUNICATIVE COMPETENCE

In the previous section I looked at the nature of TC and its terminological controversy.
A number of models explaining this macro-competence were put forward and
eventually my own understanding of TC and its subcompetences were presented.
However, as the specific aim of this thesis is to study the translator’s communicative
competence, the following sections seek to provide a concise account of the components
of which this competence consists.
In this chapter I shall present three widely accepted and comprehensive models
of communicative competence, namely those by Canale (1983), Celce-Murcia, Dörnyei
and Thurrell (1995), and the CEF (Council of Europe, 2001). I will also recall PACTE’s
(2003) bilingual competence and the communicative competence included in my own
model of TC. Finally, I shall put forward some studies which have either examined the
translator’s communicative competence or suggested ways in which this competence
can be developed in the form of learning objectives for the language-for-translators
classroom.

3.2.1. Communicative competence models
Canale’s (1983) model of communicative competence comprises the following
subcompetences:
a. Grammatical competence: knowledge of the language code (grammatical
rules, vocabulary, pronunciation, spelling, etc.).
b. Sociolinguistic competence: mastery of the socio-cultural code of language
use (appropriate application of vocabulary, registers, politeness and style in a
given situation).
c. Discourse competence: ability to combine language structures into different
types of cohesive texts.
d. Strategic

competence:

knowledge

of

the

verbal

and

non-verbal

communication strategies which enhance the efficiency of communication
and, where necessary, enable the learner to overcome difficulties when
communication breakdowns occur.
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Celce-Murcia, Dörnyei and Thurrel’s (1995) model of communicative competence
includes a sociocultural competence, a linguistic competence, an actional competence, a
discourse competence, and a strategic competence. These competences are presented in
a pyramid enclosing a circle surrounded by another circle (see Figure 14).

Figure 14. Celce-Murcia, Dornyëi and Thurrell’s (1995) model of communicative competence.

Unlike Canale’s (1983), this model brings about the innovative component of
actional competence, which is concerned with the correct performance and
interpretation of speech acts, that is, “a competence (...) in matching actional intent with
linguistic form based on the knowledge of an inventory of verbal schemata that carry
illocutionary force” (Celce-Murcia, Dörnyei & Thurrell, 1995, p. 17). In this sense, we
can say that this competence concerns a pragmatic competence. Finally, these authors
present a detailed account of the components of each competence, which is summarised
in Table 6:
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Table 6. Summary of Celce-Murcia, Dörnyei and Thurrell’s (1995) components of
communicative competence.

Competence

Suggested components

Discourse
competence

−
−
−
−
−

Cohesion (e.g. reference and ellipsis).
Deixis (e.g. personal and temporal).
Coherence (e.g. thematization and temporal continuity).
Genre/generic structure (e.g. narrative and interview).
Conversational
structure
(e.g.
openings
and
interruption).

Linguistic
competence

−
−
−
−
−

Syntax (e.g. word order and sentence type).
Morphology (e.g. parts of speech and word formation).
Lexicon (e.g. routines and collocations).
Phonology (i.e. segmental and suprasegmental features)
Orthography (e.g. rules of spelling and conventions for
punctuation).

Actional
competence

−

Knowledge of language functions (e.g. interpersonal
exchange and complaining).
Knowledge of speech act sets

Sociocultural
competence

−

−

−
−
−

Strategic
competence

−
−
−
−
−

Social contextual factors (i.e. participant and situational
variables such as age and social situation).
Stylistic appropriateness factors (e.g. politeness
conventions).
Cultural factors (e.g. knowledge of the target language
community and awareness of major dialect and regional
differences).
Non-verbal communicative factors (e.g. body language
and proxemics).
Avoidance or reduction strategies (e.g. topic avoidance
and message abandonment).
Achievement or compensatory strategies (e.g.
approximation and restructuring)
Stalling or time-gaining strategies (e.g. fillers and
hesitation devices).
Self-monitoring strategies (e.g. self-rephrasing and self
initiated repair).
Interactional strategies (e.g. appeals for help and
meaning negotiation strategies).

The CEF’s (Council of Europe, 2001) model of communicative competence
consists of three competences, namely linguistic, sociolinguistic and pragmatic. These
are summarised in Table 7:
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Table 7. Summary of the components of communicative competence according to the CEF
(Council of Europe, 2001).

Competence
Linguistic

Subcompetences
−
−
−
−
−
−

Sociolinguistic

−
−
−
−
−

Pragmatic

−
−

Lexical competence (e.g. fixed expressions such as idioms and
formulae, and single words forms).
Grammatical competence (i.e. morphology and syntax).
Semantic competence (e.g. lexical semantics and pragmatic
semantics).
Phonological competence (e.g. knowledge of phonemes,
allophones and intonation).
Orthographic competence (e.g. rules of spelling and symbols).
Orthoepic competence (e.g. punctuation marks).
Linguistic markers and social relations (e.g. greetings and
turntaking).
Politeness conventions
Expressions of folk wisdom (e.g. proverbs and idioms).
Register differences (e.g. formal, neutral and informal).
Dialect and accent (e.g. in terms of lexicon and grammar).
Discourse competence (e.g. coherence and cohesion)
Functional competence (e.g. seeking information
socialising).

and

PACTE’s (2003, 2015) model of TC includes the following competences for the
bilingual subcompetence:
− Grammatical competence, i.e. vocabulary, word formation, sentence
structure, semantics, pronunciation and orthography.
− Textual competence, i.e. mastery of genres and text types, cohesion and
coherence.
− Illocutive competence, i.e. language functions.
− Sociolinguistic competence, i.e. appropriate comprehension and production in
diverse sociolinguistic contexts.
As can be observed, all models seem to agree that communicative competence
includes 1) a grammatical/linguistic competence by which the learner acquires
knowledge of the linguistic code in terms of morphology and syntax and 2)
sociolinguistic and pragmatic competences by means of which the learner gains
expertise about how the languages are used in context, i.e. languages functions, and how
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language varies according to social and geographical factors. One of the models also
incorporates a discursive component within the pragmatic competence (cf. the CEF),
but there seems to be agreement that it could be classified as an independent
competence considering its complexity. Finally, one of the models includes a strategic
competence (cf. Celce-Murcia, Dörnyei & Thurrell, 1995) that, while being essential
when learning a language, I think it can be excluded from the translator’s
communicative competence as the macro-competence already has such a competence on
its own right.

3.2.2. Previous studies and objectives
communicative competence

for

developing

the

translator’s

In the next paragraphs I will present the works of some of the most influential authors
who have proposed objectives or approaches to teaching English to translator and
interpreter trainees. Despite the fact that the literature on foreign languages for
translation purposes is gaining more and more ground, up to date the number of
publications dealing with such a topic is still rather scarce. For this reason, in what
follows I shall present the objectives proposed for developing both the Lengua B (first
foreign language) and the Lengua C (second foreign language) due to the fact that, after
all, these subjects are equal in terms of labour market –meaning that by the end of the
studies students need to master both languages for the same purposes (Cerezo Herrero,
2013). We are aware, however, that this apparent equality should be refused for the
following reasons (Möller, 2001):
− Many students do not have the same previous knowledge on both foreign
languages before entering university.
− There is no compulsory inverse translation or interpreting into the Lengua C.
This implies that reading is the skill to which more attention should be paid.

3.2.2.1.

Berenguer (1996, 1997)

Berenguer (1996, 1997) was the first to reflect upon the translator’s communicative and
language needs. In her pioneer proposal she set the following objectives for the
language-for-translator classroom:
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a. To develop reading skills, i.e. to grasp the sense, to capture the function of the
text, and to apply an appropriate textual analysis for translation purposes.
b. To learn to distinguish the two languages in terms of writing conventions,
lexical differences, morpho-syntactic differences, and textual differences.
c. To prepare students for the use of dictionaries and other documentation
resources.
d. To make the future translator an expert in culture.
e. To make students aware of the translation activity, dealing with translation
issues in class.
This proposal is clearly important as it is the first to situate language for
translators as a language for specific purposes within the applied branch of TS proposed
by Holmes (1988).
Berenguer (1997) is of the opinion that this instruction should start with general
texts and move gradually to more specialised ones. As already mentioned, this could be
the case due to the fact that most students have only been exposed to the language in
secondary education and, as such, they will still need to develop some basic
competences in the foreign language. Nevertheless, I agree with Cerezo Herrero (2015)
that if there are too many linguistic constraints to use real (and sometimes) specialised
texts, it can be calibrated through the use of semi-specialised texts that can serve as a
springboard for further study in subsequent courses. This is also supported by Cruz
García and Mulligan, 2004:

We consider the introduction of specialized, but simple, texts in the English classes
important for the studies of translation, so that students or prospective translators do not
only learn the language but are also exposed to its particular oral and written
representations constituted by real text types. [...] We think that the ideal way to apply
this foreign language to translation is to use a range of text types (specialized texts)
from the beginning to teach English and train the students according to their future as
translation professionals in a market requiring, at the same time, a certain degree of
specialization, on the one hand, and diversification, on the other.

3.2.2.2.

Brehm (1996)

In the same year, Brehm (1996) set the following objectives for developing the
translator’s communicative competence, and more precisely, reading skills (my
translation):
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a. To recognise and identify the discursive strategies of the foreign language.
b. To distinguish different text types with different pragmatic foci (informative,
argumentative, expressive texts).
c. To identify different registers (field, mode and tone) and language varieties
(dialect, sociolect and idiolect).
All this implies that students widen their lexical knowledge and that they
acquire mastery in the use of documentation resources.
The author also mentions that reading activities normally focus on skimming and
scanning strategies and, despite their evident role in developing reading skills, she
thinks that reading activities should go hand in hand with the translation process. Brehm
argues that students should become expert and versatile readers and that they should
approach texts with “ojos de traductor” (translator eyes) (Brehm, 1996, p. 178). In this
sense, the author suggests that reading activities should consider the following aspects:
elicit background knowledge, contrast the first and second languages, note-taking, lay
emphasis on the pragmatic aspects of texts, re-phrasing exercises, etc. She also suggests
that students should be presented with a variety of texts, genres and subjects. As regards
grammatical knowledge, Brehm (1996) advocates a practical approach to teaching the
language, i.e. focus on the problematic aspects of contrastive linguistics such as writing
conventions, false friends, calques, discursive connectors, tenses, prepositions, etc. This
author finishes by reminding that the teaching of foreign languages to translators should
begin once students have acquired some previous knowledge about the language and
that this teaching should primarily focus on receptive skills (i.e. listening and reading). I
agree with the author that special attention should be paid to receptive skills since
translators usually translate into their mother tongue. However, productive skills should
also be fostered since they will certainly have to use the foreign language at some
points, either in inverse translation or in bilateral interpreting. Hence, specific skills and
strategies should also be developed in these courses.
In 2004, Brehm published the book Targeting the source text: a Coursebook in
English for Translator trainees. This is, without a doubt, the most influential outcome
for this field. It does not only provide what has been called for for so many years (i.e.
actual materials), but it also includes most of the aspects that have been identified as
essential in translator training, such as different language varieties, text types and
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genres, pragmatic awareness, reading strategies, standards of textuality and punctuation.
Indeed, this is the material that will be analysed in chapter 6.
3.2.2.3.

Nord (1997, 2000)

Nord (1997) also lays emphasis on the fact that translator trainees’ command of both the
first and foreign languages should relate to their professional occupation, as

Students with inadequate proficiency in the two languages involved will not be able to
focus on pragmatic or cultural translation problems in an appropriate way. Translating
will then become no more than an instrument for foreign-language learning, with the
focus on linguistic correctness rather than communicative or functional appropriateness.
In the training of professional translators, it is thus important to make sure the trainees
have acquired an adequate level of language and culture proficiency before embarking
on translation exercises (Nord, 1997, p. 78).

In this respect, Nord (2000, p. 32) proposes the following exercises to develop
foreign-language proficiency in translator training:
a. Analysis and comparison of texts and discourse produced for different
audiences (women – men, children – students – adults, specialists – laypersons)
or transmitted by different media (oral – written, written in traditional media –
written in internet chat groups), at different times (i.e. diachronical differences)
or in different places (i.e. diatopical differences within one language area),
identifying and evaluating text strategies.
b. Analysis and comparison of texts belonging to various text types or genres,
identification of text-type conventions.
c. Identification of function markers in texts or text segments.
d. Spotting text defects.
e. Revision of faulty or unfunctional texts, revision of translated or machine
translated texts, re-writing of deficient texts.
f. Analysis of texts dealing with other cultures, identifying the methods used for
providing cultural background information.
g. Paraphrasing utterances and identifying the difference in use or communicative
effect.
h. Wordplay and punning, crossword puzzles (“creativity exercises”).
i. Composing and structuring semantic fields, differentiating synonyms, defining
word meaning and usage.
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j. Restructuring sentences (complex into simple, and vice versa).
k. Rewriting texts according to stylistic rules or instructions.
l. Rewriting texts for other audiences, purposes, media, places etc. (=
“intralingual translation”) summarizing or abstracting long texts.

3.2.2.4.

Brehm and Hurtado (1999)

Brehm and Hurtado (1999) highlight the importance of consolidating and expading
students’ previous knowledge. Following this, these authors set the following
objectives:
1) To develop reading skills:
a) To acquire reading strategies such as skimming, scanning, intensive
and extensive reading.
b) To activate extralinguistic knowledge including both thematic and
cultural knowledge.
c) To apply linguistic knowledge, especially at the lexical level. This
helps rely less heavily on dictionaries and apply derivational
techniques to guess the meaning of unknown words and detect
variations in register and style.
d) To identify and understand coherence and cohesion mechanisms.
e) To identify and interpret pragmatic and semiotic features of texts.
f) To identify language variations concerning use and user.
g) To develop a critical spirit towards texts.
2) To improve writing skills:
a) To develop writing strategies in order to plan the writing process:
note-taking and drafting.
b) To activate extra-linguistic knowledge in order to organize ideas.
c) To apply linguistic knowledge.
d) To use coherence and cohesion mechanisms adequately.
e) To produce different text types and genres.
f) To produce texts with topics, modes and tones.
3) To develop oral skills:
a) To understand different regional and social accents.
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b) To understand different genres of oral discourse.
c) To pronounce and modulate correctly.
d) To express ideas clearly.
e) To develop communicative strategies.
4) To develop linguistic knowledge from a contrastive perspective.
a) To know writing conventions.
i) To develop lexical knowledge from a contrastive stance. This
encompasses

false

friends,

puns,

idiomatic

expressions,

abbreviations, specialized terminology, and synonyms (and their
differences in terms of register, style and connotation).
b) To develop grammatical knowledge from a contrastive stance. This
involves avoiding calques, understanding the use of structures without
equivalence in the L1, using coherence and cohesion mechanisms
correctly, and knowing the grammatical conventions proper to
specialized languages.
5) To broaden socio-cultural knowledge:
a) To consolidate basic knowledge of the L2 culture.
b) To become acquainted with concepts associated with art, history,
politics, economy, legal system, etc.
6) To become acquainted with the use of documentation sources:
a) To know different reference sources dealing with general language.
b) To acquire strategies for using different sources:
i) To learn to extract and extrapolate the relevant piece of
information.
ii) To learn to select the adequate entry definition.
iii) To learn to which source one needs to resort.
c) To become acquainted with the use of sources dealing with specialised
language.

3.2.2.5.

Möller (2001)

Möller (2001) sets the following objectives for attaining good mastery of German
before students begin their General Translation (German into Spanish) course:
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a. To develop learner autonomy.
b. To use the L1, meaning that it should be used to explain specific linguistic
phenomena and ensure the understanding of texts and words.
c. To raise contrastive awareness, although the author clarifies that this is best
understood as an approach to language teaching rather than as an objective
itself. She also recommends that this approach should be used at the level of
Saussure’s parole, not langue.
d. To introduce translations in the FL classroom, i.e. pedagogical translation.
e. To develop reading skills. She mentions that this is the most important skill and
that it should be developed with different themes and text types and with
authentic materials. She also mentions that text analysis should be promoted so
as to examine its contextual and intratextual features.
f. To develop other skills, such as listening and speaking.
g. To develop instrumental competence.

3.2.2.6.

Kelly (2002)

Kelly’s (2002, p. 17) objectives for developing the translator’s communicative and
textual competences are as follows:
a. To develop the ability to understand and analyse diverse oral and written texts
in the first and second language.
b. To develop the ability to produce diverse oral and written texts in the first and
second language.
c. To present them with the characteristics and conventions of the main genres
and text types of the work market in the different cultures where the first and
second language are spoken.

3.2.2.7.

Schäffner (2002) and Trosborg (2002)

Among all the studies concerning the translator’s communicative competence,
Schäffner’s (2002) seems to be one of the most influential. Her work is concerned with
the role of Discourse Analysis for translation and in translator training, thus making
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special emphasis on the discursive competence and the need for such a competence in
TC. Indeed, the book edited by Schäffner (2002) is the first to reflect upon the relevance
of a textual analysis prior to translating. The author presents the main reasons for such
an analysis and how discourse analysis is a helpful tool for such an end. The book also
puts forward a text analysis model developed by Trosborg, who addresses the key
aspects of a translation-oriented ST analysis, relying basically on the theoretical
concepts from various linguistic disciplines and authors such as Halliday, Halliday and
Hasan, Bhatia and Swales.
As mentioned in the previous chapters, there is general agreement that
understanding a text is a prerequisite for translating it. This understanding includes
reflecting on the linguistic structures of the ST to reproduce it in the TT with the
author’s intended purpose. As Schäffner (2002) indicates, a systematic text analysis is
acknowledged in many textbooks about translation; however, no actual methods,
approaches or materials have been suggested. One of the reasons may be the fact that
even though there is general consensus that text analysis must be taught and practised in
translator training courses, “there is lees agreement as to the depth of analysis, and in
relation to this, to the actual elements of the model of analysis” (Schäffner, 2002, p. 2).
Considering this, Trosborg (2002) presents an eclectic discourse analysis for
translation model 25 whose aim is to “identify specific textual features which are
relevant for the process of translation” (Schäffner, 2002, p. 5). The problem, as
Schäffner (2002, p. 5) points out, is that “such an analysis needs to be fully understood
as a translation-oriented analysis, and not as a text analysis in its own right.” The most
important point, in fact, is that

students become sensitised to recognise linguistic structures in texts, that they reflect on
the specific function of textual structures for the overall purpose of the text in a
communicative context, and that, based on such reflections, they will be able to make
informed decisions as to the linguistic structures required for the TT in the new context
and culture for new addressees (Schäffner, 2002, p. 6).

In this sense, it might be pedagogically useful to focus initially more on text
analysis and bring in translation focus in a second step, especially considering that
students often want to (and actually do) start translating immediately. In doing this we

25

Other names for this type of analysis are translation-oriented ST analysis (Nord, 1991) and pre
translational text analysis (Erdmann et al., 1994).
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will raise awareness on the importance of such previous analysis and how this could be
carried out.
The following table summarises Trosborg’s (2002) model of discourse analysis
for translation:

Table 8. Trosborg’s (2002) model of discourse analysis for translation.
1. Extra-textual factors
1.1. Situational aspects
1.1.1. Place of communication
1.1.2. Time of communication
1.1.3. Context of communication
1.1.3.1. Social class
1.1.3.2. Purpose of communication
1.1.3.3. Field
1.1.3.4. Tenor
1.1.3.5. Mode
1.2. Genre
2. Intra-textual features
2.1. Ideational/experiential features of language (realization
of field – language as meaning)
2.1.1. Taxonomy: technical/everyday
2.1.2. Semantic aspects
2.1.3. Poetic function
2.1.4. Intertextuality
2.2. Interpersonal features of language (realization of tenor –
language as communication)
2.2.1. Communicative functions, speech acts
2.2.2. Representativeness
2.2.3. Expressive, verdictives, directives and declarations
2.2.4. Level of formality
2.3. Textual features of language (realization of mode –
language as text)
2.3.1. Cohesion
2.3.2. Information structure
2.3.3. Text type

In the first phase of this text analysis, Trosborg suggests identifying the extra
linguistic features, which include the situational aspects such as place of communication
(i.e. where in the English-speaking world the text was produced), the time of
communication (i.e. whether it is contemporary or not), the context of situation (i.e. the
interaction between the language and the features of the situation, between the text and
the social setting in which it occurs). 26 Trosborg also includes a genre analysis,
26

For Halliday and Hasan (1990) the aspects that define the context of situation of a text are field, tenor
and mode. Field refers to the total event in which the text is functioning, together with the purposive
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claiming that “[w]hile register describes the immediate situational context in which the
text is produced referring to the three different areas of text realization (field, tenor and
mode), genre is the overall purpose or function of the intervention” (Trosborg, 2002, p.
14). Texts recognised by the community as members of the same genre show certain
predictable regularities and genres are defined through their communicative purposes
and obligatory moves (which depend on rhetorical strategies for their realisation). In
this sense, Trosborg asserts that analysing these features is essential for the translator,
and even more so considering that genre conventions are culture-specific. According to
the author, some examples of genres are literary genres (e.g. poems, short-stories and
comedies), popular written genres (e.g. instructional manuals and newspaper articles),
educational genres (e.g. lectures, essay writing and text-book writing), business genres
(e.g. business letters, advertisements and meetings), legal written genres (e.g. statues,
contracts and wills), and other genres such as personal letters, sermons and weather
reports.
The second macro-category of text analysis that Trosborg suggests is concerned
with intra-textual features. Again drawing on Halliday and Hasan (1990), Trosborg
mentions that texts unfold in the following three components: ideational function,
interpersonal function, and textual function. Therefore, Trosborg (2002, p. 15-16)
relates the previous aspects defining the context of situation with these three
components, resulting in the following:
Field  Ideational function (language as form and meaning)
Tenor  Interpersonal function (language as communication)
Mode  Textual function (language as text)

In this sense, as the author explains,

the expression of content, i.e. language as being about something and involving both
logical and associational meaning, constitutes the ideational function. The speaker’s
motive in saying something (the communication function or functional tenor) and the
way this is realized in the particular role relationship between sender and receiver
(interactional mode) form the interpersonal function (Trosborg, 2002, p. 16).

activity of the speaker or writer, thus including the subject matter as one element in it. Tenor refers to the
type of role interactions, the set of relevant social relations, permanent and temporary, among the
participants involved. Mode refers to the function of the text in the event and included the channel taken
by the language (spoken or written, extempore or prepared) (Trosborg, 2002, p. 11).
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The ideational function is concerned with the taxonomy of the text (i.e. whether
technical or everyday), the participants’ roles and transitivity, frames and chains, and
the way of arranging the message by means of rhetorical strategies. Presuppositions,
culture-specific elements and intertextuality are also dealt with. The interpersonal
function, on the other hand, has to do with the levels of formality27 (i.e. frozen,
consultative, casual and intimate) and the communicative or language functions, which
are realised through various illocutionary acts (Searle, 1976). These acts are classified
into five major classes, namely representatives (i.e. the speaker commits him/herself to
the belief that the propositional content of the utterance is true), directives (i.e. the
speaker tries to get the hearer to commit him/herself to some future course of action),
commissives (i.e. the speaker commits him/herself in varying degrees to some future
course of action), expressives (i.e. the speaker expresses his/her psychological state of
mind about or attitude to some prior action or state of affairs, e.g. thanking or
complaining), and declarations (i.e. the speaker changes reality in accordance with the
proposition, e.g. I pronounce you husband and wife). Finally, the textual function is the
linguistic realisation of mode, i.e. the medium, which includes rhetorical concepts such
as cohesion and expository, didactic, persuasive, descriptive and the like, referred to text
types (see section 4.1.4.1). This function is also concerned with the standards of
textuality (see section 4.1.4.2).
Even though Trosbor’s (2002) model has laid a sound basis for translation
oriented ST analyses, it has received much criticism. The model was aimed at a detailed
linguistic analysis of the text as such, but it did not sufficiently account for the fact that
it is an analysis for translation (Adab, 2002; Millán-Valera, 2002; Schäffner, 2002).
Moreover, this model is found to be too time-consuming and lack focus. As Schäffner
(2002, p. 5) mentions, students may end up

too occupied with working through the list, looking to closely at the ST in order to find
examples for each element on the list, and forgetting that they are doing this with a view
to translating the text, and not just analysing for the sake of analysis.

In this sense, as Adab (2002, p. 71) rightly points out, given the aim of using discourse
analysis as a pre-translation comprehension tool, it would be more helpful to train
students to begin by stating the skopos of the TT. Thus students would focus their

27

The five levels of formality were outlined by Joos (1969).
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reading on the ST in a more purposefully way, seeking only to highlight those aspects
of the ST which might be relevant for the production of the TT.

3.2.2.8.

Alos (2015)

Again within the realm of discourse analysis applied to translation, Alos (2015)
investigates the role of text-analysis training in developing the pragmatic competence of
translator trainees by looking into their inferential ability to interpret implied discourse
relations. Drawing on the notion of pragmatic competence, defined as “the ability to
comprehend and produce language appropriately in a communicative situation, taking
into consideration the contextual elements necessary to derive implicit meaning”
(Kasper & Kellerman, 1997 cited in Alos, 2015, p. 287), the author argues that despite
the central role of pragmatic competence in communication, it seems to be disregarded
in foreign language curricula, the emphasis being laid on grammatical ability instead.
Thus, considering that “high levels of grammatical competence do not guarantee
concomitant high levels of pragmatic competence” (Bardovi Harlig, 1999 cited in Alos,
2015, p. 288), Alos advocates explicit training of text-analysis skills in translator
training to improve not only the translation product but also the translation process
proceeding “from the top down, from the macro to the micro level, from text to sign”
(Baker, 2011; Hatim & Mason, 1990; Kelly, 2005; Trosbog, 1997; Schäffner, 2002
cited in Alos, 2015, p. 293).
The author conducts experimental research combining a quantitative approach to
the translation product with a qualitative analysis of a think-aloud-protocol. In doing so,
the author argues that this study, being a cross-disciplinary investigation, contributes to
a fledging area of research applying SLA insights to translator training, a field that –as
mentioned elsewhere– lacks empirical research. After all, although Alos acknowledges
that TC acquisition and development has been the subject of an increasingly high
number of studies, she argues that no agreement as to its components and instruction
has been reached.
Focusing on the translator’s communicative competence, the author borrows
Beeby’s (1996a) classification to list the different elements that constitute such a
competence. However, what is especially interesting about Alos’ proposal is her
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approach to the development of pragmatic competence and the emphasis she lays on its
central role in SLA and TC.
In expanding the notion of pragmatic competence, Alos explains that pragmatic
knowledge has long been thought to be omnipresent in the sense that it is acquired as a
result not of instruction but of social interaction, this being the reason why pragmatic
competence may have been taken for granted and largely ignored in foreign language
settings. This is what is known as the pragmatics-precedes-grammar hypothesis, which
states that as opposed to children learning their L1, adult learners learning an L2 are
already pragmatically competent in their mother tongue, and while children need to
build a whole system of pragmalinguistic and sociopragmatic knowledge, adults already
have such a system at their disposal and merely have to develop processing control over
what is already there. As the author clarifies, this does not mean that adults are not faced
with the task of acquiring unfamiliar sociopragmatic conventions or pragmalinguistic
features, but in doing so they are building on a broad basis of previously acquired, often
universal, knowledge.
Detractors of the grammar-precedes-pragmatic hypothesis agree that this
conception of pragmatic competence acquisition overlooks and underestimates the
complexity of the task involved in developing L2 pragmatic competence (see Taguchi,
2012 for example), for it has been demonstrated that pragmatic processing skills are
distinct and separate from linguistic comprehension skills and that L2 learners do not
necessarily draw on their previously acquired L1 pragmatic competence (known as
positive transfer), especially in those contexts in which learners are limited in terms of
exposure to real language use out of the classroom. 28
Finally, the author concludes that grounding in text analysis improves trainees’
ability to comprehend implied discourse relations, which “clearly supports the
facilitative effect attributed to explicit pragmatic instruction in the development (of)
metapragmatic awareness, a crucial requirement in the interpretation of implied
discourse relations” (Alos, 2015, p. 303).

28

This goes in line with Schmidt’s (1995) noticing hypothesis, which stresses that students’ attention

must be drawn to the targeted feature so that it can be ‘noticed’ and thus input can be transformed into
intake.
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3.2.2.9.

Soriano (2004)

Soriano (2004) departs from Kelly’s (2002) proposal and suggests the following
objectives:
a. To promote the documentation process prior to the translation itself.
b. To promote team work with other translators and with specialists.
c. To develop a critical spirit, self-confidence and a proactive participation in
their learning process.
d. To prepare students to organise work, solve problems and promote (self-)
assessment.
e. To develop decision-making.

3.2.2.10.

Beeby (1996a, 2004)

Beeby (1996) does not suggest objectives for the ETI classroom, but since her approach
to teaching translation is eminently linguistic (see section 3.1.2.11), we can benefit from
the objectives that she sets for the translation classroom to provide a sound basis for
planning ETI objectives. The list of her teaching objectives is as follows (Beeby, 1996a,
p. 93):
a. The metalanguage for talking about translation (theory).
b. Understanding of the cognitive process of translating (theory).
c. Expert reading skills in the SL (grammatical, sociolinguistic, and discourse
competence).
d. Expert writing and composition skills in the TL (grammatical, sociolinguistic,
and discourse competence).
e. Documentation

techniques

essential

for

translating

(sociolinguistic

competence).
f. Work habits (essential for developing competence).
g. Knowledge of typographical differences between the SL and the TL and
transfer competence (grammatical and transfer competence).
h. Knowledge of lexical differences between the SL and the TL (grammatical,
sociolinguistic, discourse, and transfer competence).
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i. Knowledge of syntactic differences between the SL and the TL (grammatical,
sociolinguistic, discourse, and transfer competence).
j. Familiarity with text types in the SL and the TL (sociolinguistic, discourse and
transfer competence).
k. Knowledge of discourse differences between the SL and the TL: textual
coherence and textual cohesion (sociolinguistic, discourse, and transfer
competence).
l. Knowledge of pragmatic and semiotic differences between the SL culture and
the TL culture (sociolinguistic and transfer competence).

As can be observed, objectives c, d, g, h, I, j, k and l can be transferred to the ETI
classroom, for they provide a sound basis for developing language and communicative
competence and its subsequent bearing on TC acquisition. Objectives d and e are
general objectives that could also be addressed in the ETI classroom.
By the same token, although Baker (1992) takes a bottom-up approach to
analysing discourse for translation purposes in that “[it] is much easier to follow for
those who have had no previous training in linguistics” (Baker, 1992, p. 6), Beeby
(1996a), following Snell-Hornby (1988), Deslile (1980) and Hatim and Mason (1990),
advocates a top-down approach in that the aim is to teach the skill of translating and not
linguistics. This does not mean, however, that in her proposal of teaching units to
develop TC all activities adopt a top-down approach. Actually, some activities focus on
microstructures because “although a text is a semantic unit, not a grammatical one (…)
meanings are realized through wordings; and without a theory of wordings (…) there is
no way of making explicit one’s interpretation of the meaning of a text” (Halliday, 1985
cited in Beeby, 1996a, p. 96).
Finally, the author suggests using Hervey and Higgins’ (1992) scheme of textual
filters as a guide to translation problems, which may serve as a basis for text selection
and text analysis criteria in both translation and ETI courses (especially filters 2, 4 and 5
for the case of ETI). The filters are as follows (Beeby, 1996a, p. 96-97):
1. Cultural filter: items involving choice between exoticism, cultural borrowing,
calque, grammatical transposition, communicative translation, cultural
transplantation.
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2. Formal filter: intertextual level, discourse level, sentential level, grammatical
level (structure and lexis, prosodic level, phonic/graphic level).
3. Semantic filter: literal meaning, attitudinal meaning, associative meaning,
reflected meaning, collocative meaning, allusive meaning, affective meaning.
4. Varietal filter: dialect, sociolect, social register, tonal register.
5. Genre filter: oral genre types, written genre types (fiction, text book, etc.).
Some years later, Beeby (2004, p. 41) suggested that “to train professional
translators, (...) learning objectives should be based on the concept of professional
translation competence”. In this sense, she proposes a course content of the language for
translators course including (1) translation-based, student-oriented pre-syllabus, (2) a
discourse-based, translation-oriented pre-syllabus, and (3) a genre and task-based
syllabus integrating stages 1 and 2. She puts forward a sample task whereby first year
students practise reading skills through the best seller Harry Potter and the
Philosopher’s Stone (US version), Harry Potter and the Sorcerer’s Stone (UK version),
and Harry Potter y la piedra filosofal (Spanish version). She thinks this is a good choice
for the following reasons: they can be worked on at all these three levels and can be
used to develop all the translation subcompetences. For the student-oriented stage, the
author asserts that as many students will have read this literary work, they will be
motivated and familiar with the type of language. For the translation-oriented stage,
Beeby mentions that the differences between the UK and US versions in both linguistic
and cultural aspects can be addressed. Finally, for the genre-oriented stage, she claims
that the book includes a variety of genres and therefore it allows for recognition of
patterns.

3.2.2.11.

López and Tabuenca (2009)

López and Tabuenca (2009, p. 122) highlight that “[l]os alumnos de traducción deben
aprender no solo a adquirir destrezas lingüísticas, sino a usar la lengua
profesionalmente, pues esta será una herramienta fundamental en el desarrollo de su
trabajo”. They make their point by using Patrie’s (1994) study showing that there is a
“readiness-to-work-gap” in the translation market, which could be somehow sorted out
by teaching translator trainees the contents that are really needed for their future work,
which are necessarily different from those designed for philologists.
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López and Tabuenca (2009) suggest the following objectives for developing the
translator’s communicative competence:
a. To promote text analysis. Following Schäffner’s (2002, p. 2) words “there is
agreement that text analysis should be taught and practiced in translator
training courses”, these authors suggest focusing on deixis and the macro- and
microstructure of texts, such as genres and lexical chains, as well as aspects
such as date of the text, level of formality, function of the text and tone (i.e.
looking at irony or humour, for example).
b. To use a variety of genres. These authors resort to Beeby’s (2004, p. 53-54)
selection of the most translated genres to suggest the following ones: technical,
legal, tourist, commercial and advertisement texts.
c. To use language in real situations and for specific purposes.
These authors also argue that through texts we can explore not only basic
linguistic aspects such as articles or phrasal verbs, but also many other aspects of
discourse such as ideology, cultural differences, courtesy, textual organisation, etc.

3.2.2.12.

Clouet (2010)

Clouet (2010) reminds us that

[u]n traductor o un intérprete serán tanto más competentes en sus tareas cuanto mejor
conozcan los sistemas de las lenguas con las que trabajan (p. 14).

And goes on to explain that
Si es innegable que la traducción supone un conjunto de aspectos extralingüísticos como
el conocimiento del mundo y los hechos culturales, no es menos cierto que toda
operación de trasvase idiomático requiere una serie de análisis y mecanismos que
encuentran su justificación última en la lingüística (p. 52).

I agree with Clouet that good language training is essential and that the more
language awareness students have, the fewer the problems they will encounter when
translating, which, all in all, points to a need for deep linguistic knowledge.
In line with this, Clouet (2010) puts forward a curriculum proposal, in which he
succinctly describes the linguistic needs of translators within the ESP and the European
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Higher Education Area frameworks. He outlines the general and specific objectives of
an English language course for Spanish-English Translators –based on the Libro Blanco
del Grado en Traducción e Interpretación 29 by the ANECA 30 and its relation with an
English Civilisation and Culture course.
The basic objectives that Clouet (2010, p. 122) sets for the Lengua inglesa
aplicada a la traducción (English language applied to translation) course are as follows:

desarrollar la comprensión lectora, es decir, analizar el texto desde un punto de vista de
la traducción; estudiar la lengua extranjera desde la contrastividad; desarrollar la
competencia cultural; sensibilizar al alumno hacia la actividad traductora, y prepararle
para el uso de diccionarios, otras obras de consulta y, evidentemente, las nuevas
tecnologías.

As this author rightly explains, translators rely on written skills (i.e. reading and
writing), whereas interpreters mainly use oral skills (i.e. listening and speaking).
Accordingly, when designing a methodology for each or both profiles, these future
work needs must be taken into account. This means that for translators the methodology
should focus on written skills, and for interpreters oral skills should be primarily
fostered. This does not mean, however, that both methodologies cannot foster all skills
(after all this is a language course). Rather, this implies that the methodology should be
designed bearing in mind their future work needs and fostering each skill accordingly.
In line with the basic objectives above, Clouet (2010, p. 129-134, my
translation) establishes the following specific objectives for this course:
a. To make the future translator and interpreter an expert in the English language
at all levels of analysis (phonological, morphological, lexical, syntactic, and
discursive) and develop their communicative skills in a range of fields, both
general and specialised.
b. To make the future translator and interpreter an expert in culture and develop
their sociocultural competence according to the different English-speaking
cultures, which implies registers; linguistic differences in terms of phonology,
lexis, grammar, and genres; semiotic elements; cultural references, etc.
29

This is a document that envisages the design of degree programmes for the European Higher Education
Area. It has been written by Spanish universities and is supported by the ANECA and it includes the
contents and courses that students are supposed to be trained in.
30

ANECA stands for the National Agency for Quality Assessment and Accreditation of Spain.
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c. To develop their contrastive competence to act as a mediator between
languages and cultures, meaning raising awareness on the differences and
similarities between the source and the target languages and cultures at all
levels.
d. To develop their strategic competence in terms of linguistic skills and learning
styles in order to achieve a successful communication and an efficient learning.
e. To develop their capacity for learning autonomously and their ability to adapt
to new situations, which include their ability to use ICTs.
At first sight, these objectives seem reasonable. Nevertheless, a thorough
analysis of each would be needed in order to find out to what extent and how each
objective should be promoted.
The author goes on suggesting the syllabi for the four English language courses
of the degree (see Table 9). As can be observed, each subject is divided into five
courses, which in turn comprise between three and six units. The first subject, Lengua B
I, appears to be of a rather general nature, as it addresses the topics that frequently
appear in standardised and general ELT materials. As we move on through the
subsequent modules we can see that they become more specific, that is, more concerned
with translation issues. Module 1 in Lengua B II seems to pay attention to
sociolinguistics in that the titles of the units suggest that World Englishes are at the core
of the module. Module 2 in the same subject appears to develop documentation skills in
that the use of dictionaries is brought about. Modules 3, 4 and 5 appear to focus on
different genres and text types, thus allowing students for comparison and acquaintance
with these types of discourses. Finally, Lenguas B III and IV are concerned with
specialised discourses, which allows students to become familiarised with the linguistic
and cultural characteristics of these types of discourses.
Table 9. Syllabi of Lengua B English (Clouet, 2010, p. 138).

LENGUA B1

LENGUA BII

LENGUA BIII

LENGUA BIV

Module 1: New place,
new pace
Unit 1: Pleased to meet
you!
Unit 2: Home sweet
home
Unit 3: When in Rome,
do as the Romans do

Module 1: Ahead with
English
Unit 1: Who’s who?
Unit 2: English? Did
you say ‘English’?
Unit 3: English is the
wider world

Module 1: Welcome
back to the world of
fiction
Unit 1: Back to school
Unit 2: What a story!
Unit 3: Read the book,
watch the film

Module 1: Academic
English
Unit 1: Reading
academic texts
Unit 2: Note-taking,
summarising and
synthesising
Unit 3: Reading
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Module 2: A world of
English
Unit 4: Learners’
leaning habits
Unit 5: Recording and
remembering
Unit 6: Learning
difficulties

Module 2: Look it up,
search it out
Unit 4: The good
reader
Unit 5: Dictionary
skills
Unit 6: Internet use and
abuse

Module 2: Healthy
body, healthy mind
Unit 4: Psychology and
the power of the mind
Unit 5: Keeping
healthy
Unit 6: One man’s
meat…

Module 3:
Relationships
Unit 7: The gender gap
Unit 8: Getting on
together
Unit 9: Work relations
and work experience

Module 3: Text types
Unit 7: Spot the
difference
Unit 8: What lies
behind?
Unit 9: The bilingual
brain

Module 3:
Information and
communication
technologies
Unit 7: The
information revolution
Unit 8: Computers for
communication
Unit 9: Communication
for work

Module 4: The world
we live in
Unit 10: Passion for
fashion
Unit 11: Problems with
solutions?
Unit 12: A world of
difference

Module 4: A world of
news
Unit 10: The
journalist’s
responsibility
Unit 11: It’s all in the
headlines
Unit 12: Current affairs
documentaries and
news programmes

Module 4: Nothing
but the truth
Unit 10: Let’s be
honest
Unit 11: Moral
dilemma
Unit 12: Crime and
punishment

Module 5: An eye to
the future
Unit 13: How do you
see your future?
Unit 14: Just imagine!
Unit 15: Doing the
right thing, making the
right choice

Module 5: Text and
genre
Unit 13: Advertising
Unit 14: Getting things
done
Unit 15: The glorious
art

Module 5: The travel
business
Unit 13: Around the
world in eighty days
Unit 14: Space
invasions
Unit 15: Money makes
tourism go round
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critically
Unit 4: Academic
writing
Unit 5: Speaking in
academic contexts
Module 2: Financial
English
Unit 6: Invest your
money
Unit 7: Trust your
bank
Unit 8: Take control
of your finances
Unit 9: The Great
Depression
Unit 10: Poverty
Module 3: Scientific
and technical
English
Unit 11: Gadgets and
inventions
Unit 12: Man and
tomorrow’s world
Unit 13: A scientific
experiment
Unit 14: Medical case
reports
Unit 15: A scientific
lecture
Module 4: Legal
English
Unit 16: Death
penalty
Unit 17: Legal
profession
Unit 18: Defamation
Unit 19: Court cases
Unit 20:
Understanding legal
documents and
contracts
Module 5: English
for Business and
Toursim
Unit 21: Let’s do
tourism
Unit 22: Advertising
for holidays
Unit 23: Fair trade
Unit 24: Job
satisfaction and
motivation
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Unit 25: Culture
shock: etiquette and
protocol

After this, Clouet (2010) proposes a series of sample didactic units. The didactic
unit displayed in Table 10 belongs to Clouet ‘s proposal for Lengua B II, module 11,
unit 7. As can be observed, didactic units are divided into five sections, namely central
themes, specific objectives, language focus, CEF skills and activities, and
cultural/professional focus. First, the didactic unit presents the topics that will be
addressed in the unit and follows on with the specific objectives that will be pursued.
Then, the type of language that will be practised is put forward, which includes
grammar, vocabulary, pronunciation and/or spelling. After this, the didactic unit puts
forward the aspects that will be tackled and their relation to the CEF language skills.
Finally, it includes the cultural and professional value of the unit, which aims at
developing other competences specific to TC. In this case, the DU promotes discourse
analysis skills applied to translation, e.g. identification of the author’s intention.
Table 10. Sample of didactic unit of Lengua inglesa aplicada a la traducción (Clouet, 2010, p.
143).

UNIT 7. SPOT THE DIFFERENCE
Robin Hood
CENTRAL THEMES
Text types
1. To draw the language learning process and the first steps in
SPECIFIC
the translation process closer together.
OBJECTIVES

2. To heighten students’ awareness of different text types and
their functions.
3. To examine specific characteristics of texts as an early step
in the translation process.
4. To determine possible target audicence.
5. To determine text type and identify author’s intention.
6. To compare and contrast different ways of presenting the
same piece of material.
7. To demonstrate how important visual impact can be when
interpreting texts.

LANGUAGE FOCUS

Vocabulary content
Matching words with definitions.
Multi-word verbs wich particles (down, up, on, in).
Grammatical content
Indentification of cohesive devices.
Participle clauses.
Comparison and contrast.
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Content-related phonetics and/or spelling
Sound-spelling correspondences (vowles and diphthongs).
COMMON EUROPEAN Reading
Four different texts about Robin Hood.
FRAMEWORK
SKILLS
AND Text 1: A Fancyfull Histoire of Robyn Hood (a website
advertising a fun new play of Robin Hood, written in the
ACTIVITIES
style of William Shakespeare)
Text 2: Excerpt from The Merry Adventures of Robin
Hood by Howard Pyle or Robin Hood by Henry Gilbert
(illustrated tales for children)
Text 3: Robin Hood and Little John (a ballad)
Text 4: History is Debunked (The Independent, 15th March
2009)
Speaking
Discussing the functions of and difference between each of
the abovementioned texts.
Determining the auhtor’s intention in each case and
identifying possible readership.

CULTURAL/PROFESS
IONAL FOCUS

Writing
Comparing and contrasting two Robin Hood stories of
their choice (a short comparison).
Identification of author’s intention.
Determining text types and possible readership.
Different ways of presenting some piece of material and
the effects this can have on the reader.
Visual impact and text interpretation: the importance of
previous knowledge of subject matter. The weight of
wordless texts (images).
Socio-historical context of Robin Hood.

As can be observed, Clouet’s (2010) proposal seems rather appropriate and
comprehensive. The author appears to suggest realist contents and objectives which, on
the whole, develop students’ communicative competence in accordance with TC.
Moreover, the division he makes into specific objectives, language focus, CEF skills
and activities, and cultural/professional focus seems very useful for these purposes.
What remains missing, though, is actual materials/activities that foster these
competences.
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3.2.2.13.

Mulligan (2006)

Mulligan (2006) stresses that the English language classroom in a Translation degree
should cover aspects neglected by previous study:
They [the classes] can concentrate on specific problems, especially those most neglected
by previous study, such as pronunciation, understanding of authentic and extensive
texts, fluent and continuous language production, exposure to a variety of L2 accents
and registers, etc. The profession of translating demands a high standard of linguistic
competence in certain skills and areas, such as reading comprehension, both extensive
and intensive, of specialized texts; listening comprehension of all varieties of English,
while dealing with interference; deduction of meaning from context; the use of
dictionaries, both books and online versions; development of a wide variety of registers,
fields of knowledge, dialects, specializations, cultural references; and familiarity with a
range of text types in both cultures (Mulligan 2006, p. 839).

3.2.2.14.

Rojo (2009)

Rojo (2009) wrote a book on contrastive linguistics and translation based on a
translation course aimed at undergraduate students of English and Translation at the
University of Murcia, Spain. This book includes a course that introduces students to the
basics of linguistic analysis as applied to translation. As the author mentions,

[t]he intention is to provide students with some necessary concepts and theoretical
principles to help them identify the main translation problems that appear at the
different levels of linguistic analysis and exploit the most common strategies to solve
them (Rojo, 2009, p. 13).

This manual is targeted at both specialists and non-specialists as it takes the
reader from the lower to the higher levels of analysis, making emphasis on the key
aspects of each level and posing questions at the end of each chapter to practise and
consolidate the aspects tackled. As Rojo (2009) clarifies, this book is intended as a
textbook, although no supplementary exercises are provided; hence "[t]eachers are (…)
given freedom to implement the material as best suits their purposes and teaching style"
(p. 13). The author does provide some guidelines to exploit the different exercises
though. Adopting a bottom-up approach, this manual comprises six chapters, starting at
the level of words and finishing at the level of pragmatic context. Considering its
linguistic approach to translation, we can say that this course can be perfectly used as a
reference source in language, linguistics and translation courses.
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3.2.2.15.

Cerezo Herrero (2013, 2015)

In the line of the aforementioned studies, Cerezo Herrero (2013, 2015) highlights that
prospective translators and interpreters must dominate, amongst other things, their
working languages prior to carrying out translation tasks. Accordingly,

[l]anguage is a means to reach a further goal, but not an end in itself. The didactics of
foreign languages for translator and interpreter trainees needs to take translation both
from an academic and a professional perspective as a referent to determine its objectives
and methodology. If the aim is to learn a foreign language in order to translate, there are
two essential aspects that must be borne in mind: translation as an end and the learning
of the foreign language as the means (Oster 2008c). Or as Mackenzie (1998: 12) puts it,
“language is a tool for the translator rather than the object of study.”

Even though I do not agree with the author’s claim that language is only a
means, it is true that the approach to language that needs to be adopted is not solely
linguistic-oriented. The author is also critical of the fact that students enter the degree
with little knowledge of the foreign language, meaning that teachers have to focus on
basic aspects of the language prior to moving on to more specific skills and knowledge;
otherwise these essential language competences would be overlooked.
Cerezo Herrero’s (2013) doctoral thesis analyses the situation of the teaching of
foreign languages in Translation and Interpreting degree programmes in Spain, focusing
specifically on the first foreign language (English), and how this subject should be
approached in order to develop it from a translation viewpoint. More precisely, he
focuses on the teaching of listening skills for interpreting purposes. The ultimate goals
of this thesis are to raise awareness of the specific language teaching needs of these
students and to contribute to the creation of a framework for teaching English for
Translators considering their actual needs.
The author also sets some objectives for developing TC on the whole. He
formulates these objectives considering that students already have some knowledge of
the foreign language when they enter university, thus trying to consolidate previous
knowledge but also acquiring new one concerning translation. For the purposes of this
thesis, I shall present the ones proposed for developing the translator’s linguistic and
communicative competence (Cerezo Herrero, 2013, p. 113-117, my translation):
− To improve reading. Students need to learn how to deverbalise texts and
understand implicit and explicit meanings. They need to concentrate on the
lexico-semantic level, learning to guess unknown words from context.
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Attention to discourse and textual analysis applied to translation should also be
paid.
− To improve listening. The oral input needs to be understood on the whole,
making use of both intra- and interlinguistic activities.
− To improve writing considering the labour market and the different text types
that they will need to be writing. This will also help improve inverse
translation.
− To improve speaking, making special emphasis on phonological correctness so
that they develop an appropriate oral communicative competence.
− To know different text types, using general, semi-specialised and specialised
genres and text types.
− To focus on pronunciation, making special emphasis on those phonemes that
may be difficult given their L1. It is also important that students learn to read
phonetic transcriptions so that they learn to pronounce unknown words, thus
contributing to developing autonomous and life-long learning.
− To develop coherence and cohesion mechanisms.
− To understand different varieties of accents, dialects, sociolects and idiolects.
This has a major impact on interpreting.
− To become acquainted with different registers and slang. This is especially
relevant for audiovisual translation.
− To master both general and specialised terminology, laying special emphasis
on synonyms with differences in register, style and connotation, and on the
terminology used in different fields of knowledge such as law, medicine, etc.
− To know the linguistic conventions arising from different communication
situations.
− To master grammar, especially the aspects that are different in their L1.
− To know the structures proper to English.
− To know and identify false friends.
− To recognise irony and puns.
− To use punctuation correctly.
In 2005, the author studied the situation of English as a foreign language
teaching (Lengua B) in the Translation and Interpreting programmes in Spain. To do so,
he reviewed the Lengua B syllabi of six universities to find out whether their objectives
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geared toward the development of the required linguistic skills in accordance with
professional translation practice or if, on the contrary, these courses adhered to more
general teaching patterns whose objectives were clearly different from the ones pursued
in a Translation programme. The state universities that he analysed were as follows:
Universitat Jaume I de Castelló (UJI), Universitat Autònoma de Barcelona (UAB),
Universidad de Granada (UGR), Universidad de Murcia (UMU), Universidad de Las
Palmas de Gran Canaria (ULPGC) and Universitat de València (UV).
His working hypotheses were that 1) the time these universities had been
offering these studies would determine the extent to which the Lengua B course
considers students’ actual needs, and that 2) if the department responsible for teaching
the foreign language subject was the Translation department, the course would be more
adequately approached, as there would be awareness of the actual needs. The type of
information that this author analysed was those specific linguistic references to
translation practice, that is, the different reading and listening strategies, the acquisition
of technical and specialised vocabulary belonging to different fields of expertise, the use
of real materials and reference books, the study of the language from a contrastive
viewpoint, etc.
His study concluded that at the UAB and ULPGC (where the courses are run by
a Translation department) the objectives were more translation-oriented, whilst at the
UGR these were more general. At the UGR, as well as at the UMU and the UV, the
English Philology departments are responsible for teaching the English courses in
Translation programmes and, as a result, the focus that these courses received was more
linguistic-oriented. At the UJI, UAB and ULPGC the English language subjects were
inscribed in the Translation department and the objectives are more in line with the
students’ needs as translation students and their future needs as translation
professionals.
Based on these results, Cerezo Herrero (2015) suggests that the syllabi of a
Translation programme should be constructed in accordance with the following four
tenets:
− The development of TC.
− The study of language from a contrastive viewpoint enabling students to
study both linguistic codes simultaneously so that linguistic interferences do
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not obscure the translated text.31
− A specific methodology which should be based on developing competences
in the foreign language by working with real texts (that is, not adapted to
linguistic levels) that reflect what students will encounter in their
subsequent courses and labour market.
− An ESP approach that caters for the students’ linguistic needs as prospective
translators. This means that students need to be faced with the most relevant
specialised languages, namely medical, legal, business and scientific.
Finally, Cerezo Herrero (2015, p. 303) stresses that there is “a clear need to
develop materials that reflect more accurately the linguistic needs of the students”. He
maintains that the use of coursebooks for more general purposes, although possible, is
not recommendable, as these textbooks do not promote the teaching of the language
from a contrastive viewpoint and do not prepare students properly for their translation
and interpretation courses. Moreover, as the author highlights, rarely do these textbooks
cover domain-specific vocabulary in different fields of expertise. In fact, most of the
textbooks employed simply seek to prepare the students for the English as a Foreign
Language Cambridge Certificates.
Despite the fact that this study was undoubtedly relevant to the field, it was
rather limited in that it only analysed syllabi, and only from six universities. While it is
true that syllabi constitute a general presentation of what the course consists of, it is not
sufficient to determine whether a course is more or less pertinent; there are many more
aspects to consider, such as teaching materials. In fact, this is supported by
Cunningsworth (1995), Littlejohn (1998), and McGrath (2002).

3.2.2.16.

Carrasco (2016)

Carrasco (2016) analysed the teaching materials used in the English language courses in
the degree in Translation and Interpreting of two Spanish universities (namely, the
Universidad de Murcia, UM, and the Universidad Complutense de Madrid, UCM)
which alledgedly illustrated examples of two different approaches to language teaching.

31

Here the author highlights that this should not be understood as a mere comparison of grammatical
rules, as with the Grammar-Translation method. Rather, its scope should aim further and be applied to the
lexical, syntactic, textual and sociocultural levels (Hurtado, 1996b). Moreover, he asserts that it must be
based on the use of the language in specific communicative situations (Berenguer, 1996).
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As the author explains, the former follows an EGP approach based upon the CEF which
uses two well-known published textbooks (face2face by Redstone & Cunningham,
2009; and Objective. CAE by O’Dell & Broadhead, 2012). The latter, on the other hand,
follows a more ESP-like approach in that teachers use published materials (Advanced
Language Practice by Vince, 2003), but also materials that have been compiled and
tailored by the teachers of the courses.
Based on the notion of TC and its components, the study purported to evaluate
the degree of appropriateness of these courses. To this end, he analysed the 1581
activities contained in the materials used at both universities to find out (1) the extent to
which these competences and skills were reflected in these materials, and (2) translation
courses teachers’ opinion –via a questionnaire– on their students’ level of English when
they reached their courses. The main findings of this study were as follows:

Skills at the UM
12%
21%

Speaking
45%

Listening
Reading

22%

Writing

Skills at the UCM

6% 16%

Speaking
Listening

22%
56%

Reading
Writing

Figure 15. Activities devoted to each language skill at the UM and the UCM.
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285

261

239

Text typology

189

Pragmatics
Sociolinguistics

100

58
16

13

4

0

0
UM

UCM

Figure 16. Activities devoted to each translator’s linguistic competence at the UM and the
UCM.

As can be observed from figures 15 and 16, the parameters of analaysis were the
type of skill (i.e. reading, listening, speaking and writing) and the translator’s linguistic
competence 32 (grammar, lexis, text typology, pragmatics and sociolinguistics). The
results from this study show that the amount of materials is rather dissimilar (more than
400 activities in the case of the Universidad Complutense de Madrid), and that the
number of activities devoted to each skill is also unbalanced (the materials used at UM
are especially concerned with fostering oral skills and grammar, whereas the UCM
seems to favour written skills and lexis). Moreover, some key competences such as
pragmatics and sociolinguistics appear to lack focus at both universities. On the other
hand, the data obtained from the questionnaires revealed that all teachers agree on the
low level of English of their students, that they usually face problems dealing with
sociolinguistics and pragmatics (which actually confirms the previous result), and that
there seems to be no team-teaching or coordination among teachers.
As for the limitations of the study, it is important to mention that the sample that
was anlaysed was limited in size and, as such, results cannot be extrapolated to all
contexts. Nonetheless, this preliminary study was the first to provide evidence that EGP
materials do not seem to cater to the needs of the translator trainee and that up to date no
thorough needs anlaysis has been conducted, which points to this lack of consensus as
32

Note that in this thesis this competence has been labelled communicative competence.
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to the materials that should be used, the methodologies that should be followed, and the
actual needs of these future professionals. As a consequence, what the author does is
vindicate a proper and more centralised methodology which can offer appropriate
guidelines and teaching materials seeking to improve translation methodology on the
whole.
Later on, Carrasco (forthcoming) examined the reading activities of sample units
of an English language course within this same degree (also from the University of
Murcia) in order to find out what reading strategies were fostered and whether they met
the needs of the translation process. His study concluded that these materials did not
develop all the reading strategies pertinent to the translation process, but only the ones
contemplated in regular ELT courses.

3.3.TYPES OF KNOWLEDGE AND SKILL LEARNING

As mentioned in section 3.1, TC is as an expert knowledge consisting of both
declarative and procedural knowledge –the latter being predominant. The former
(DEC), which is typically equated to explicit knowledge, is knowledge that we can
verbalise, explain or talk about (know-that). The latter (PRO), which is normally
associated with implicit knowledge,

refers

to non-conscious,

automatic or

proceduralised knowledge, that is, knowledge we acquire and can perform with no
awareness (know-how). Thus, considering that TC is the set of skills and knowledge
necessary to translate and that these are eminently procedural, we can say that TC is a
skill that is acquired through practice and that we may not be able to verbalise.
The DEC-PRO dichotomy 33, other than providing useful insights into TC, has
also benefited areas such as SLA due to its bearing on FLT. Research in SLA has long
pivoted around the role of explicit and implicit knowledge and their implications for
language acquisition, and many authors have advocated the appropriateness of SLA
research for defining approaches to second and foreign language teaching:
SLA research does not necessarily have to have a direct bearing on teaching, but it
seems reasonable to expect that SLA research and its principled conclusions could and
33

This dichotomy is used in Cognitive Psychology, a branch of Psychology that studies attention,
memory, language processing and language acquisition, among others.
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perhaps should be taken as a sound reference for defining and deciding on methods and
techniques in Foreign Language Teaching (FLT) (Criado, Sánchez & Cantos, 2010, p.
104).

This assertion coincides with Dörnyei (2009) when he supports the practical and
useful side of SLA studies. After all, as he mentions, the mechanisms governing
language acquisition should not be dissociated from the techniques applied in language
teaching, but rather be used as their bases.
These insights go in line with Skill Acquisition Theory (SAT), which is rooted
on the DECPRO sequence understood as the springboard to complete mastery of skills.
Advocates of such theory (Criado, 2010, 2016; DeKeyser, 1998, 2007a, 2009; Johnson,
1996 among others) consider language mastery a type of skill (just like driving or
cooking), whose key to successful automatic execution is constant rehearsal, i.e.
practice. In this case, language mastery is understood as the skill of being able to
comprehend and produce communicative messages quickly and efficiently (Criado,
2016; Johnson, 2008). Therefore, this cognitive sequence is conceived as a gradual
long-term process that stresses the casual role of DEC in the attainment of PRO which
results in automatised knowledge after repeated practice and which allows for fluent
language processing and production.
This thesis addresses FLT in translator training and the bearing it has for a
proper TC acquisition. Accordingly, since the DEC-PRO dichotomy and its application
in SAT is used to explain the processes through which skills, and more precisely, the
skill of second or foreign language mastery is acquired, it seems reasonable to suggest
that it may as well serve as the basis for finding out the way English is and should be
taught in Translation and Interpreting degree programmes (either fostering
declarativisation or proceduralisation) and whether it reflects the allegedly procedural
nature of TC. Following this, in this section I will address the nature of these different
types of knowledge as explained by Cognitive Psychology and how they translate into
SAT and its bearing on FLT and materials evaluation.

3.3.1. Types of knowledge: terminological and conceptual issues
Before delving into how FLT can benefit from Cognitive Psychology, and more
precisely, how I attempt to conceptualise a framework for translator language training
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borrowing insights from this field, it is important that the controversy around the key
terms in this area be clarified.
As Dörnyei (2009) rightly points out, the initial difficulty that we encounter
when we endeavour to explore the explicit-implicit paradigm is the number of closely
related but not identical terms that are often used interchangeably (the pairs explicit
implicit, declarative-procedural and intentional-incidental) and also the different
aspects of cognition to which they may refer, namely learning, memory and knowledge.
In general terms, Dörnyei (2009, p. 135) defines learning as “the process of
acquiring or encoding new information –that is, knowledge” and memory as “the storage
and retrieval of this knowledge.” As the author mentions, this would suggest two
straightforward statements: explicit knowledge is acquired through explicit learning and
is stored in explicit memory; and implicit knowledge is acquired through implicit
learning and is stored in implicit memory. Unfortunately, as the author rightly argues,

the actual learning sequences that we can observe in real-life situations are not always
as pure as these two relational chains would suggest. While the first statement is usually
considered problem-free, the second statement about implicit knowledge/learning/
memory raises several issues” (Dörnyei, 2009, p. 135).

Criado, Sánchez and Cantos (2010) explain that, as applied to knowledge,
explicit stands for a conscious kind of information, which we can control or be aware of;
as applied to learning, it refers to a specific way of acquiring this type of knowledge,
through the activation of consciousness and intentionality; as applied to memory, it
refers to a particular way of storing information, that is, keeping it on-line, consciously
controlled and managed. The term implicit, therefore, runs parallel but in the opposite
direction.
As can be observed, definitions of all these terms show a great deal of variance,
and as such, it is common practice to define each construct in reference to one another
(see Davies, 2001 and Hulstjin, 2005, for example). However, I agree with Dörnyei
(2009) that probably, because of the ambiguities surrounding each component, it is
easier and clearer to focus on each concept individually by looking at its unique
features 34. Furthermore, although some scholars make a distinction between the two
most common sets (explicit-implicit vs. declarative-procedural), the usual reason for

34

For a more detailed analysis of the differences in terms of conceptualisation and terminology, see
Dörnyei (2009).
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using one paradigm or the other is more related to the specific research tradition than to
what the study is really concerned with (Dörnyei, 2009). In this line, Dörnyei (2009)
signals that investigations focusing on explicit-implicit learning tend to use the terms
explicit-implicit knowledge, whereas studies that adopt a skill learning theory or
Anderson’s ACT-R theory tend to use the declarative-procedural dichotomy. Therefore,
as the author aptly concludes,

For all practical purposes, declarative and procedural knowledge correspond to explicit
and implicit knowledge, respectively. The main difference is not really within content
but in scientific approach (Dörnyei, 2009, p. 147).

Indeed, this same author maintains that in the definition of these terms by
Carlson (2003) the terms could be replaced with their corresponding equivalents:
“Declarative knowledge is knowledge that can be explicitly expressed (“declared”) or
consulted, whereas procedural knowledge (“knowing how”) can only be performed” (p.
38).
Finally, the intentional-incidental dichotomy bears, again, a strong resemblance
to the explicit-implicit dichotomy; only these terms are more frequently used in
vocabulary acquisition investigations and the warning about its testing (Dörnyei, 2009).
Nonetheless, these concepts also seem to refer to the same aspects of cognition.
In short, the difference between the terms explicit/declarative/intentional and
their

counterparts

implicit/procedural/incidental

is

that

declarative-procedural

knowledge is usually used in the context of skill learning and skill performance and
explicit-implicit knowledge seems to be more concerned with the outcome of the
learning process. Thus, the distinction between these terms seems to be found in the
research area and tradition (terminological problem) rather than in conceptual issues.
Following this, in this thesis the pairs explicit/declarative and implicit/procedural will
be used interchangeably.

3.3.2. Types of knowledge and Skill Acquisition Theory: Implications for FLT
Once the controversy surrounding the concepts of explicit-implicit/declarative
procedural knowledge/learning/memory has been succinctly addressed, we can proceed
to examining more in-depth its conceptualisations and bearing on FLT, especially as
regards knowledge and skills.
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Explicit/declarative knowledge is knowledge that we can verbalise, explain or
talk about. As Sánchez and Criado (2012) mention, it implies (i) information we can
control, (ii) information we keep in the working memory at a specific moment and is
processed there, (iii) information readily available for conscious use, (iv) information on
which we can apply reasoning, (v) information subject to variability, (vi) that the access
to this kind if information takes some time, (vi) that is can be learned at any moment or
age, depending on the individual capacity 35. Implicit/procedural knowledge, on the
other hand, refers to non-conscious, automatic or proceduralised knowledge, that is,
knowledge we can perform and acquire with no awareness. As Sánchez and Criado
(2012) further explain, it implies (i) information we do not consciously control, (ii)
information automatically accessible once specific stimuli are triggered, (iii)
information that is not readily available for conscious use, (iv) that the access to this
kind of information is quick and automatic, (v) that it can be learned at early age, and its
learnability decreases with age, (vi) and that it is not subject to change or arbitrary
variation. 36
In the realm of SLA and FLT, this dichotomy has taken the form of three
positions (non-interface, strong and weak), which are known as the interface issue. This
issue refers to the way researchers describe how explicit and implicit knowledge can
interface or interact with each other in order for the learner to achieve linguistic
competence (Sánchez & Criado, 2012).
Firstly, Krashen (1982) is the most representative author of the non-interface
position, as he argues that the former does not interact with the latter and thus cannot be
transformed. This means that “[o]ne may know a lot about the language and not be able
to use it in communicative situations” (Sánchez & Criado, 2012). Secondly, some
scholars advocate a strong interface position, maintaining that DEC is a springboard
towards implicit or proceduralised knowledge. Thirdly, other authors such as N. C. Ellis
(2005, 2006, 2007), R. Ellis (1994, 2006, 2009a), Schmidt (1990, 1995) and SharwoodSmith (1991, 1993) support the weak interface position, which Criado, Sánchez and
Cantos (2010) summarise as follows: N. C. Ellis argues for an implicit view on
35

Generally speaking, in the SLA literature explicit learning is usually defined rather loosely as learning
with or without the aid of grammar rules (Dörnyei, 2009, p. 135).
36
In this respect, Baars (1997b cited in Dörnyei, 2009, p. 138) reminds us that implicit learning is not
unattended learning. Rather, ‘all learning requires conscious access to what is to be learnt’ (1997b: 305)
(emphasis in the original). Moreover, Reber (2003) warns that real-life tasks cannot be regarded as “pure”
in terms of requiring either explicit or implicit mechanisms in that they almost always involve a mixture
of these.
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language acquisition where explicit learning can help noticing for intake. R. Ellis
favours the view that explicit knowledge can lead to implicit knowledge as long as the
grammatical features in question are developmental. And Schmidt and Sharwood-Smith
advocate for the role of consciousness and noticing in language learning.
As I put forward in the previous section, the last two positions –especially the
strong position– are particularly relevant for SAT (for a review, see Han & Finneran,
2014), which accounts for the cognitive processes and paths that are present throughout
the process of mastering a skill. Criado, Sánchez and Cantos (2010) point out that the
strong position owes very much to Anderson’s ACT-R model of skill learning
(Anderson, 1983, 2010; Anderson et al., 2004), which assumes that foreign language
learning is analogous to the acquisition of other types of complex cognitive skills in
terms of the mental processes and knowledge representation involved. In fact, DeKeyser
(2007a, p. 97) highlights the tenets of this model by explaining that

[t]he basic claim is that skill acquisition theory is that the learning of a wide variety of
skills shows a remarkable similarity in development from initial representation of
knowledge through initial changes in behaviour to eventual fluent, spontaneous, largely
effortless, and highly skilled behaviour, and that this set of phenomena can be
accounted for by a set of basic principles common to the acquisition of skills.

As a matter of fact, Anderson’s model has been widely influential in SLA and
FLT studies (Alcaraz-Mármol, 2017; Criado, 2008, 2010; DeKeyser, 1998, 2007a,
2007b; Dörnyei, 2009; Johnson, 1994, 1996, 2008; O’Malley, Chamot & Walker,
1987). Furthermore, as Dörney (2010, p. 150) mentions,

possibly the most important aspect of Anderson’s theory is his elaboration of Fitts and
Porners’s (1967) original three-stage proposal of acquiring cognitive skills into a
coherent description of the move from declarative to procedural knowledge in terms of
three broad stages: (1) a conscious cognitive or declarative stage, where a declarative
description of the procedure is learnt; (2) an associative or procedural stage, where the
learner works on productions for performing the process; and (3) an autonomous or
automatic stage, where execution of the skill becomes fully automatized.

These three stages 37, which are now a standard part of general SAT, are highly
relevant from a SLA perspective because the developmental process seeks to describe
how people move from the use of explicit/declarative L2 knowledge (e.g. laboured,
37

This model developed out of Fitts and Posners’s (1967) original three-stage proposal of acquiring
cognitive skills, which Anderson managed to transform into a coherent description of the move from
DEC to PRO.

140

José Andrés Carrasco Flores

conscious, and overtly controlled declarative processes of the novice in terms of
grammar rules and lexis) to automatised application of implicit/procedural knowledge
(i.e. the smooth, unconscious, and covertly controlled procedural processes of the fluent
language user) (Dörnyei, 2009; Reber, 1993) 38. Briefly, the stages and the processes of
which they consist can be summarised as follows:

Table 11. Stages and processes of Anderson’s (1983) ACT-R theory of skill acquisition
(adapted from Dörnyei, 2009, p. 153-155).
Stage
Processes
Cognitive
or In this phase students are prepared for the task in a number of ways, most
declarative stage
notably though oral or written instruction or explanation, as well as by
modelling the skill through a demonstration. In this initial phase, the skill
is believed to be mostly in the form of declarative knowledge, which
students subsequently interpret and rehearse during the first trials.
Associative
or In this phase the skill learning process is described as a practice period.
procedural stage
There is a shift from relying on declarative facts to procedural knowledge
as the learner develops efficient procedures of performing the skill, often
by skipping or compounding steps that were presented in the first phase.
This gradual process is usually called ‘proceduralisation’ and it involves
the development of condition-action rules (‘productions’) that the learner
will increasingly draw on instead of the initially acquired declarative
knowledge. Juffs and DeKeyser (2003 cited in Dörnyei, 2009, p. 154)
explain that the creation and fine-tuning of such highly specialized rules
occur when people repeatedly engage in the relevant behaviour while all
the relevant knowledge is easily accessible in long-term memory.
However, it is still subject to debate whether the qualitative transformation
of the knowledge base that the learner draws on (i.e. the transformation of
production rules) is a direct conversion/replacement of declarative
knowledge with procedural knowledge, or whether it involves the building
of a parallel procedural knowledge base that coexists with declarative
knowledge side by side, thus allowing the learner to fall back to accessing
declarative knowledge at certain times.
Autonomous or It involves the continuous improvement in the performance of a skill that
automatic stage 39 is already well established. The level of automaticity and fluency increases
while cognitive involvement decreases, so much so that, as Johnson, Wang
and Zhang (2003) describe, learners often lose the ability to describe
verbally how they do the task. Reaching this stage, however, requires a
large amount of practice, and DeKeyser (2007a) warns us that even highly
automatized behaviours are not 100 per cent error-free. For example,
communication breakdowns of varying severity happen both in out L1 and
L2, requiring the use of a range of problem-solving mechanisms.

38

Typically, the difference is stated in terms of knowing a rule and being able to verbalise it (declarative
knowledge) and knowing when and how to use it (procedural knowledge), but not necessarily being able
to verbalise it (Hinkel, 2011; Long & Doughty, 2009).
39

Hinkel (2011, p. 403) also considers the autonomous/automatic stage in that “once the learner can use
this procedural knowledge with a high degree of accuracy and fluency, one can speak of ‘automatized
knowledge’.”
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In short, as Criado (2016) righlty summarises, in the initial stage, students obtain
factual information relevant to the skill explicitly and consciously; then, by means of
practice, students progressively begin performing tasks more rapidly with a smaller
error rate as they consciously access and retrieve the relevant DEC from long-term
memory to working memory; and finally, with further abundant practice, they manage
to perform the task quickly, with minimal error rate and marginal attention focused on
the underlying subcomponents, i.e. the task is automatically accomplished.
After examining the three positions of the interface issue and the relevance of
Anderson’s model of skill acquisition for FLT, I completely agree with Sánchez and
Criado (2012) when they assert that there is some kind of interaction between explicit
and implicit knowledge, also with their restrictions:

we understand such an interaction in the sense that awareness on the linguistic system,
followed or accompanied by exposition to input and practice, may contribute to
consolidate implicit knowledge. Mere explicit knowledge however would not be
sufficient for that purpose (Sánchez & Criado, 2012, p. 3).

Moreover, there are a number of reasons for believing that DEC and PRO should
be combined:
− DeKeyser (2007a) argues that a solid declarative knowledge base can help
learners through the difficult times when confronting new contexts of use.
− Explicit learning does not necessarily create implicit knowledge nor does
explicit knowledge simply transform into an implicit currency. “Rather, the key
to L2 learning efficiency is the successful co-operation of the explicit and
implicit learning systems” (Dörnyei, 2009, p. 171).
− Crowell (2004) present neurobiological evidence that the two systems are
interconnected and operate in a parallel manner, which outlines the
neurobiological basis of this co-operation. To illustrate this, this author lists 6
ways in which explicit learning mechanisms can support implicit L2 acquisition:
(1) explicit registration of linguistic information allows implicit fine-tuning; (2)
explicit practice creates implicit learning opportunities; (3) explicit knowledge
channels implicit learning; (4) explicit rote learning can provide material for
implicit processing; (5) explicit knowledge fills the gaps in implicit knowledge;
(6) explicit learning increases the overall level of accuracy in implicit
knowledge.
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− Carlson (2003, p. 36) defines skill as “an acquired ability that has improved as a
consequence of practice” and Dörnyei (2010, p. 151) specifies that actually a
skill is “any cognitive or physical capability that displays practice-related
progression towards a largely automatic process,” thus mirroring Anderson’s
stages.
− If DEC did not have any positive effects on the attainment of a high degree of
proficiency in a given foreign language, FLT should be seriously questioned
(Criado, 2016).
− Not relying on PRO alone can prevent language learners’ interlanguage from
becoming less and less apt to restructuring changes (Skehan, 1998) and their
developmental process from terminating at some plateau of fossilization, since
productions are very difficult to modify once they have been automatised
(Criado, 2008, 2015; Sánchez & Criado, 2012; Johnson, 1994, 1996; Dörnyei,
2009).

To conclude, the main thrust of this developmental pattern in that it shows the
progression of the mastery of L2 skills, from an initial performance that is slow and
prone to errors towards fluent, competent, and quasi error-free L2 use. Moreover, as
Criado (2016, p. 10) aptly points out, the main rationale for drawing on SAT is the fact
that “the FLT classroom will never be able to be equated with naturalistic settings” in
that “FL learners will be able to pick up much language naturally or implicitly just from
positive evidence (…) similar to L1 acquisition”.

3.3.3. Skill Acquisition Theory and FLT materials evaluation
From a pedagogical perspective, the DEC-PRO dichotomy has contributed to the
emergence of distinct approaches to language teaching which have provided different
conceptualisations of FLT activities.
R. Ellis (2003, 2009b), following the task-based approach to foreign language
teaching (see also Norris, 2009; Nunan, 2004; Willis, 1996; Samuda & Bygate, 2009),
differentiates focused and unfocused tasks. Focused tasks aim to provide learners with
opportunities for communicating using some specific linguistic feature (e.g. a
grammatical structure) while communicating, although they must still satisfy the four
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criteria of tasks, i.e. the primary focus should be on ‘meaning’ 40, there should be some
kind of ‘gap’ 41, learners should largely have to rely on their own resources (linguistic
and non linguistic), and there is a clearly defined outcome other than the use of
language 42 (R. Ellis, 2009b, p. 223). Thus, the aim of focused tasks is twofold: to
stimulate communicative language use but with specific linguistic items. Unfocused
tasks, on the other hand, are designed to provide learners with opportunities for using
language in general and communicatively. Thus, they predispose learners to choose
from a range of forms but not a specific form.
Given the nature of task-based language teaching, this distinction poses several
problems. For example, we may encounter activities that are not tasks per se as they do
not comply with the criteria established above, and as such, they do not allow a
classification following these parameters. As a result, we could have activities that
cannot be classified. Moreover, Ahour and Shemshadsara (2015, p. 125) warn that
focused tasks are not easy to design because learners can always use communication
strategies “to get around using the targeted feature”.
Alternatively, though following the same premises, Criado (2013) suggests
conceptualising activities as focused or unfocused skill activities. As the author explains,
the main objective of focused skill activities is language forms, which may be
contextualised in oral or written texts. These texts are used as a pretext to study
language forms, and they can take the shape of presentation (of structures or lexis
located in the texts) or practice (producing instances similar to those encountered in the
texts) activities. 43 On the other hand, as the author clarifies, unfocused skill activities
are not primarily centred on language study and practice. Rather their focus is placed on
the message of the oral or written texts, thus activities taking the form of
reading/listening practice or speaking/writing practice. 44 Criado (2013) also explains
that the former help towards initial declarativisation, consolidation of declarative

40

Meaning that learners should be mainly concerned with processing the semantic and pragmatic
meaning of utterance.
41
Meaning the need to convey information, to express and opinion or to infer meaning.
42
Meaning that the language serves as the means for achieving the outcome, not as an end in its own
right.
43
In the case of reading, for example, Alderson & Urquhart (1984, p. 246) mention that this type of
activities may not be understood as actual reading activities, since usually “[r]eading texts are sources of
language exercises, rather than reading exercises”. In fact, Masuhara (2003) asserts that reading is often
taught as a means of learning language.
44
A fairly similar dichotomy was also used by Nobuyoshi & R. Ellis (1993) when distinguishing focused
and unfocused communication tasks, the former focusing on specific linguistic features and the latter on
the execution of the task.
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knowledge, and initial proceduralisation of grammar and vocabulary. The latter, on the
other hand, help towards proceduralisation and automatisation (this especially in
advanced levels) in both receptive and productive skill activities.
Some years later, also supporting the strong stance of the interface issue, Criado
(2017) resorts to a different dichotomy to conceptualise the development of both types
of knowledge: form-focused instruction (FFI) and meaning-focused instruction (MFI).
As the author posits, MFI treats the L2 as a tool for communication and not as an object
of study, i.e. it is based on and triggers a holistic use of language (Samuda & Bygate,
2008; Loewen, 2001; Long, 2015 cited in Criado, 2017, p. 131). FFI, on the other hand,
is “any planned or incidental instructional activity that is intended to induce language
learners to pay attention to linguistic form” (R. Ellis, 2001 cited in Criado, 2017, p.
131). R. Ellis (2001) further divides FFI into 1) Focus on Forms/FonFS (treating form
in isolation as an object of study; 2) incidental Focus on Form/FonF (a reactive
approach in response to a communicative need when using the language for
communicating); and 3) planned Focus on Form/FonF (proactive attention to
preselected language items during communicative activities), and explains that Focus
on-Form activities can be interactive or not, they can involve repetition and production
and can occur before or while a communicative task is being performed (Ellis, 2016
cited in Criado, 2017, p. 131). Finally, the author reminds us that according to
specialised literature (Collins, 2013; De Graaff & Housen, 2009; Ellis & Shintani, 2014;
R. Ellis, 2012; Goo et al., 2015; Long, 2015; Norris & Ortega, 2000; cited in Criado,
2017, p. 130), both explicit and implicit instruction are used to refer to FFI, which is
primarily aimed at developing explicit knowledge –regardless of the mode of learning,
explicit or implicit, that is, with or without awareness (R. Ellis, 2012). Accordingly,
explicit and implicit instruction should not be correlated with explicit and implicit
knowledge respectively. 45
There have been attempts to transform these insights into actual criteria to
determine the type of knowledge that activities aim at. However, despite the existence
of the previous constructs, very few attempts to devising measurement scales for
assessing the degree of explicitness of implicitness of teaching activities exist, probably
due to the intrinsic complexity of teaching activities, which has not facilitated this

45

For a very judicious explanation about the inaccuracy of equating implicit FFI with Focus on Form and
explicit FFI with Focus on Forms, see R. Ellis (2012).
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endeavour. The following examples somehow illustrate the difficulty of such a feat
(adapted from Sánchez & Criado, 2012, p. 6):

Table 12. Example of material analysis procedure following the explicit-implicit dichotomy
(Sánchez & Criado, 2012).
Instructions
Analysis
Underline the word with a This invites students to pay attention to the
different sound
pronunciation of specific words; meaning is not
relevant. Its explicit character (consciousness
and awareness raising) is obvious.
Can you say this in English? Say At first sight, this is centred on meaning, but it
five things that are in your also serves to attract the attention of the students
to the words used for naming specific things (the
fridge
ones put in the fridge, which no doubt have been
carefully selected, following pedagogical
reasons). Consequently, this activity promotes
implicit learning in so far as it is focused on
meaning, but it also shares some explicit
ingredients, since it pretends to condition the
learning path of the students calling their
attention to specific lexical elements.
Listen and practice. Copy the Explicitness is obvious in this activity. Input
strong and weak forms of can
enhancement is also perceived in this heading.
Work in pairs. Take turn to ask In this activity emphasis on meaning is
and answer questions about accompanied by the repetition of specific
your holiday places
sentences, built and presented in order to
practice and reinforce the consolidation of
specific linguistic structures. Explicitness is not
obvious but it is indirectly favoured and
promoted by the repetition of the same patterns.
This activity typically illustrates the 'interface'
between explicit and implicit teaching. The
activity assumes that attracting the attention of
the students to form (structures) while
prioritizing attention to meaning, will result in
more efficient learning.

What becomes clear from this is that there is a need for a proper tool that helps
diagnose the kind of knowledge that teaching activities aim at. To my knowledge, there
have only been two attempts to devising a construct to measure the degree of
explicitness and implicitness: Criado, Sánchez and Cantos (2010) and Criado (2017). In
both studies, a set of ELT materials was selected and the object of analysis were the
activities (their instructions) as they appear in the textbooks, for these are the minimal
teaching units in which teaching becomes operative. In both cases, the authors warn that
the main problem when devising such a construct is the selection of their constituent
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features because they have to be clearly and sharply enunciated so as to be easily
detected in real teaching activities.
Criado, Sánchez and Cantos’ (2010) was the first attempt to devising a construct,
which included the following list of features covering the basic characteristics of
explicit learning –their opposites then catering for implicit teaching:
− Looks for awareness of formal aspects of the language.
− Focuses on metalinguistic information of the language.
− Promotes declarative knowledge on the language.
− Focuses primarily on form.
− Favours linguistic accuracy.
− Uses non-authentic materials.
− Requires the use of the L1.
− Aims at controlled use of the language.
− Entails non-meaningful mechanical repetition.

In the procedure, they explain that activities develop around two axes: (i) the
goal they aim at (i.e. the objective aimed at by the activity) and (ii) the strategies
planned to reach such a goal (i.e. are the means to reach such a goal), which is best
illustrated by their example:

[T]he goal of a reading activity might be getting the gist. This might be attained through
different strategies: matching paragraphs with pictures depicting the main scenes,
selecting the best summary out of a list, asking the students to provide a summary
themselves, etc. (Criado, Sánchez & Cantos, 2010, p. 112).

In this sense, the authors maintain that the explicitness and implicitness of the
construct would then be revealed by the strategies underlying each activity and by the
output they are expected to generate, i.e. the expected goal. They warn, however, that
explicit and implicit elements are not always neatly shaped and delimited. Rather, both
components appear often as fuzzy elements in which features from one component seem
to be present or interact with features from the other component.
Considering the shortcomings of the previous construct and by means of
psychometric techniques, Criado (2017) conducted a study to validate a scale designed
to measure objectively and reliably the degree of FFI and MFI loads of FLT textbook
activities. For that purpose, 15 ELT textbook activities were analysed by two groups of
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judges (5 applied linguists who were specialists in FLT and teacher training, and 5 EFL
secondary-school teachers, both with vast experience). The study used a repeated
measure design whereby the judges assessed the activities holistically and with the scale
in one single moment in a sequential way in order to ensure that the variable ‘time’ did
not interfere in their assessments. The holistic assessment was carried out before the
scale assessment “to prevent the latter from exerting any kind of influence on the former
in such a way that their initial impressions about the FFI and MFI loads were correctly
recorded” (Criado, 2017, p. 133). As for the procedure, it was the same as in Criado,
Sánchez & Cantos (2010): a Microsoft Excel spreadsheet file was designed to host the scale
and allow for the automatic computing of the FFI and MFI values.

This time, the scale consists of eight features which seek to represent the
“instruction variable” that accounts for the FFI-MFI continuum that there seems to exist
in activities, for they do not always reflect a clear and neat ascription to either FFI or
MFI. The features are as follows:
1. Involves the use of metalanguage, understood as “the terminology available
for analysing or describing language. It can be highly technical (e.g.,
‘hypothetical conditional’) or everyday (e.g., verb)” (Ellis & Shintani, 2014
cited in Criado, 2016, p. 134).
2. Involves analysing language (e.g. how a formal feature works without overt
use of metalanguage).
3. Favours formal accuracy (i.e. the activity emphasises specific form/s)
4. Aims at controlled input- or output-based use of the language (i.e. learners do
not have leeway for the selection of the forms that they have to process or
use, a fundamental characteristic of practice and thus repetition.
5. Entails mechanical repetition (any of the three distinguished by Paulston
(1970): mechanical drills, meaningful drills and communicative drills).
6. Involves the use of the L1 (e.g. translation activities or cross-linguistic
comparisons in terms of grammar, vocabulary, spelling or pronunciation)
7. Mostly triggers individual work on the language 46
8. Requires using the language for a non-communicative purpose

46

As Criado (2017) explains, in traditional FLT, individual work was ascribed to FFI and reading, writing
and listening activities. However, recent approaches –mainly cognitive-interactionist and socio-cultural
consider interaction as developing both DEC and PRO, though in different ways. In fact, more and more
textbooks are now incorporating oral and written activities where pair- and group-work dynamics are
overtly stated in the instructions.
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As the author notes, this scale has been adapted and refined from the one put forward
by Criado, Sánchez and Cantos (2010), although a number of differences being found. First,
the new scale includes eight features instead of nine. Second, unlike their scale, which was
designed to measure explicit and implicit teaching, this one measures the FFI and MFI loads
respectively in response to the fact that that FFI can be explicit or implicit (as explained
above). Moreover, their former scale used ‘goals’ and the ‘pedagogical strategies to attain
such goals’ as parameters of analysis, which proved to be excessively complicated when
applied to actual analyses, thus usability being one of the characteristics that this new scale
was meant to achieved. Finally, this scale has undergone a validity test showing inter-rater
reliability on 23 textbook activities randomly selected.
Table 13 offers a sample analysis of an activity that was examined with the scale in
order to show how the analysis was conducted. As can be observed, the instructions of the
activity do not ask the students to use any metalanguage or to analyse language. It does not
entail mechanical repetition (it is a communicative drill), nor does it involve the use of the
students’ L1 or individual work (it overtly states to move around and interact with other
classmates). Further, it requires using the language for communicative purposes47.
Nonetheless, the activity favours formal accuracy, since it has a clear and distinct formal
target, which students must practise in an output-based fashion by creating and using
sentences which contain instances of the formal aspects, in this case, the past tense.

47

Here the author pinpoints that a FL classroom can never be fully equated to the outside world and thus
it always contains a certain degree of formal focus, even if subliminal. Accordingly, since students need
to find a person and obtain information, it is as communicative as it can get.
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Table 13. Sample analysis of an activity by means of Criado’s (2017) scale for measuring the
FFI and MFI loads.

The FFI features correspond to the Yes value, as opposed to the MFI column, whose
value is No in all its cells. Thus, a 1 number is typed either in the FFI or the MFI cell, where
applicable, and nothing is typed in the other cell. Then, the data are computed in the
spreadsheet file as follows: first, the points in each column are counted (the result being 2 +
8), and then these data are equated to a total score out of 10. Finally, this total score is
presented in a row (see Figure 17).

Figure 17. Sample activity displaying the FFI and MFI continuum of the instruction variable
(Criado, 2017).
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As the author explains, the scale is inclusive in that it allows for different
weights of FFI and MFI loads, in such a way that the higher the FFI load, the lower the
MFI load and vice versa. Accordingly, the scale reflects only one variable –instruction–
in accordance with its unidimensional nature and rejects previous dichotomies which
failed to account for the DEC-PRO continuum that activities exhibit.
In conclusion, both studies highlight that the measuring instrument cannot be
designed with absolute values (in terms of YES or NO, for example) regarding
explicitness or implicitness: “[o]n the contrary, the scale should be inclusive, i.e. open
to the presence and interaction of both explicit and implicit features” (Criado, Sánchez
& Cantos, 2010, p. 112). Indeed, as Criado (2017) rightly mentions, the problem with
this absolute, non-graded classification is very visible in the case of consciousness
raising (C-R) activities (R. Ellis, 2012; Loewen, 2011), for example 48. Thus, the results
obtained in Criado (2017) appear to suggest that her scale constitutes a valuable and
standardized tool for analysing the FFI and MFI loads of FLT textbook activities and
that the inconsistencies regarding the coding and classification of the types of variables
would be erradicated.

3.4. READING IN EGP AND ETI

As mentioned elsewhere, reading is considered the most important skill for translators
(Barani & Karimnia, 2014; Brehm, 1996; Brehm & Hurtado, 1999; Clouet, 2010;
Möller, 2001; Schäffner, 2002 among others). Accordingly, special emphasis should be
laid on such a skill in order to find out what reading strategies should be developed and
how and what objectives should be set for developing reading in accordance with the
48

Criado (2017) explains that Doughty and Williams (1998) and Norris and Ortega (2000) classified them
as a type of FonF (explicit). However, they “do not appear to conform to a strict definition of FonF by
having a primary emphasis on meaning” (Loewen, 2011, p. 588), since their goal is to inductively infer
how a language form works (i.e. explicit knowledge) and thus R. Ellis (2012, p. 226) noted that they
could be considered a type of FonFS (also explicit). The author goes on to say that R. Ellis (2012, p. 226)
argues that C-R activities can also be classified as ‘tasks’ (cf. task-based language teaching), since “the
learners are required to talk meaningfully about a language point using their own resources” when trying
to induce the rules underlying such a language point. Thus, Criado (2017) resorts to Long (2015) to
provide a solution for the classification of C-R activities as based on the timing of their provision: “he
argues that, when used proactively, they belong to FonFS, while, when used reactively within a
communicative lesson, they pertain to FonF” (Criado, 2017, p. 131). Nonetheless, Criado (2017, p. 132)
warns that “this solution, though attractively pragmatic, would not be applicable to the analysis of
textbook activities prior to their implementation in real classes –precisely due to the reactive nature of
FonF as favoured by Long (1991, 2015, among others)”, which somehow accounts for the difference
between textbook content anlaysis and textbook consumption/use analysis.
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target needs. Although there is a significant amount of studies on reading strategies, to
my knowledge, up to date no study has addressed the specific reading objectives and
strategies that translator trainees need to develop (but see Schäffner, 2002 and Carrasco,
forthcoming).
As Brehm (1996) rightly argues, reading activities normally focus on skimming
and scanning strategies, and despite their evident role in developing reading skills,
reading activities should go hand in hand with the translation process. After all, students
should become expert and versatile readers and should approach discourse from a
translation perspective. Therefore, studies devoted to examining the translator’s
communicative competence should address such an issue in this direction.
It is not the aim of this thesis to address all the complexities of reading and the
manifold reading strategies that readers can apply. Rather, for the purposes of this
study, I will review the most common reading strategies mentioned in the ELT literature
and then I will suggest some strategies specifically designed for the ETI classroom,
considering translation methodology. However, to understand this it is necessary to
address the nature of reading and the processes involved.

3.4.1. The nature of reading: models of reading processing

In traditional approaches to reading, the reader was considered to be passive. Later on,
thanks to the contributions of psycholinguistics, reading was found to be an active skill
due to the manifold cognitive processes needed (Celce-Murcia & Olshtain, 2000). More
recently, reading has been defined as interactive, which is explained by the co-operative
principle (Nuttall, 1996): “readers are seen as negotiating meaning; meaning is partial
within the text and writers’ intentions may not be privileged over readers’
interpretations” (Wallace, 2001, p. 22). Accordingly, as Nuttall (1996) rightly mentions,
it is important that the reader and the writer have certain things in common: a language,
a similar command of that language, and certain assumptions about the world and the
way it works.
Reading comprehension 49, then, involves the understanding of the meaning of

49

In this thesis, the terms reading and reading comprehension, when referred to as the activity that
readers undertake in their attempt to decode the meaning of a text, will be used interchangeably, for both
of them imply the enterprise of using reading strategies and the construction of a mental representation in
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words and sentences –which are integrated into a network of ideas that constitute a text
model– and readers interpreting the text model on the basis of their prior knowledge.
Therefore, the primary goal of reading is to construct a mental representation of
meaning from a text (Grabe & Stoller, 2002), which involves the coordination of
multiple processes that range from low-level to higher-level (Kintsch, 1998). The low
level processes are usually referred to as linguistic processes, while the higher-level
processes are commonly referred to as interpretative processes (Grabe, 2009; Grabe &
Stoller, 2002; Kintsch, 1998; Koda, 2005). This prior knowledge in language
comprehension has been formalised as schema theory, which has as one of its
fundamental tenets that text –either spoken or written– does not by itself carry meaning.
Rather, “a text only provides directions for listeners and readers as to how they should
retrieve or construct meaning from their own, previously acquired knowledge” (Carrell
& Eisterhold, 1983). This previously acquired knowledge is called the reader’s
background knowledge, and the previously acquired knowledge structures are called
schemata (Carrell & Eisterhold, 1983).
These modes of information processing have adopted the form of two models of
reading comprehension, namely bottom-up and top-down (Carrell & Eisterhold, 1983;
García-Sánchez & Salaberri, 2005; McDonough, Shaw & Masuhara, 2013; Nuttall,
1996; Rost, 2007). Bottom-up approaches view comprehension as taking place linearly
from text-based features at lower levels (e.g. word and sentence level) to higher levels
of understanding (i.e. decoding). Bottom-up processing is, therefore, called “data
driven” or “text-driven”. Top-down approaches, on the other hand, emphasise the
influence of higher levels (e.g. background knowledge and values which the reader
brings to reading and which have to be shared with the writer to a certain extent) in the
interpretation of lower levels. This type of processing is, therefore, called
“conceptually-driven” or “reader-driven”. In practice,

a reader continually shifts from one focus to another, now adopting a top-down
approach to predict the probable meaning, then moving to the bottom-up approach to
check whether that is really what the writer says (Nuttall, 1996, p. 17).

It is nowadays widely accepted that readers derive meaning from the interplay of
these two types of processes or approaches. While these two models of reading
order to understand the meaning of a written text. However, only the term reading will be used when
referring to the language skill.
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processing are the most widely accepted, lately a third model has been suggested, the
interactive model, which actually accounts for this interplay. This model posits an
interaction between reader and text which translates into the following premise: “high
level decoding and sampling from the textual features happen simultaneously and in a
cyclical fashion” (Omaggio Hadley, 2000, p. 204). Swaffar, Arens and Byrnes (19991)
developed a procedural model for integrative reading in an attempt to synthesise text
and reader-based features. Their model is procedural in that it is meant to guide reading
behaviour rather than predict reading processing. It assumes both previous models, each
of which relates to the reader or the text, and therefore the message of the text interacts
with the perceptions, background knowledge, and skills of the reader. In sum, there has
been a shift in the way reading is conceptualised, more attention now being paid to the
reader rather than only to the text. After all, “the comprehender is an active participant
in the comprehension process who perceives and selects features of text and of the
world at large for processing and for synthesising” (Bernhardt, 1986).
As mentioned above, this knowledge that the reader brings to the text is called
schemata, which have been classified into four main types:

Table 14. Types of schemata (after Carrell, 1988; Carrell & Eisterhold, 1983; Urquhart & Weir,
1998).

Type of schemata

Description

Formal (Carrell & Eisterhold, Background
knowledge
of
rhetorical
1983)
organisational structures of different types of
texts.
Content
1983)

(Carrell & Eisterhold, Background knowledge about content area of
the text.

Cultural (Richard et al., 2000)

The total set of beliefs, attitudes, customs,
behavior, social habits, etc., of the members of
a particular society.

Linguistic (Carrell, 1988)

Background
knowledge
of
grammar,
vocabulary, spoken and written forms of
language, etc.

Schema theory, then, maintains that readers interpret a text through the
interactive process of combining the information the reader brings to the text with the
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text itself 50 (García-Sánchez & Salaberri, 2005; Harmer, 1991). Therefore, schemata
help readers to predict and interpret texts (McDonough, Shaw & Masuhara, 2013).

3.4.2. Reading strategies in ELT
Reading strategies have been classified according to different criteria, which has
resulted in a deluge of publications which shows that no consensus exists. The first
problem that we encounter is that of terminology. There seems to be a lack of
consistency in the use of the terms skill and strategy, which are usually used as
synonyms or complementary relations, reflecting an underlying confusion about how
these terms are conceptualised. Afflerbach, Pearson and Paris (2008) provide a
comprehensive overview of the uses of these terms in ELT literature and practice. They
argue that a skill is associated with the proficiency of a complex act, whereas a strategy
is associated with a conscious systematic plan. Concerning reading, they point out that
reading skills are automatic actions that result in the decoding and comprehension with
speed, efficiency and fluency of a text and that operate without the reader’s conscious
awareness. As for reading strategies, they conclude that these are “deliberate, goal
oriented attempts to control and modify the readers’ efforts to decode text, understand
words, and construct meaning of text” (p. 368) 51. In line with this, from a SAT
perspective, a skill would entail a more proceduralised knowledge and a strategy would
exhibit a more declarative knowledge. Thus, I believe that the term strategy best
represents the conscious, deliberate and personal actions we take as readers in order to
construct meaning from a text, and the term skill best reflects the ability to perform an
activity without systematic plan by the combination of such strategies.
The second problem that arises when addressing reading strategies is the
approach we take to classifying and analysing them, namely 1) the reasons for reading,
2) cognitive-related criteria, and 3) reading stages. In the first group we can find the

50

This is what Goodman (1976) calls the “psycholiguistic guessing game”, in which learners try to solve
problems while they make hypothesis about the text.
51
Other authors that establish such distinctions are Carrell, Gajdusek and Wise (1998), Olshavsky (1997),
Oxford and Crookall (1989), Wenden (1987). Grabe and Stoller (2002) on the other hand, argue that a
reading skill could become a reading strategy when it was used intentionally (all these authors are cited in
Chen & Chen, 2015).
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CEF (Cpouncil of Europe, 2001) and the Instituto Cervantes 52, which list the following
types of reading on the basis of the reasons for reading:
− Skimming: the type of reading that we do when we want to get a general idea of
the text (e.g. reading a newspaper).
− Scanning: when we try to locate a specific piece of information or datum (e.g.
reading a diary/appointment book).
− Extensive reading: when we read long texts to get a general understanding of
them (e.g. reading a novel). It is used to foster fluency.
− Intensive reading: the one we do when we want to extract specific information
(e.g. reading a textbook). It is used to foster accuracy.
− Critical reading: when we endeavour to evaluate a text (e.g. evaluating a literary
work or reading your students’ essays).
As can be observed, these five types of reading can be grouped into three
categories: 1) reading to get a general idea of the text or reading to get a specific piece
of information (skimming vs. scanning), 2) reading for pleasure and reading for detail
(extensive vs. intensive), and 3) reading for assessment purposes.
While these types of reading appear to account for the different reasons for
which we read, some of them seem somewhat vague. Fortunately, other authors have
also identified these types of reading and have elaborated on their definitions and
implications. For example, Nuttall (1996, p. 49) contributes to first dichotomy by
defining skimming as “glancing rapidly through a text to determine its gist, for example
in order to decide whether a research paper is relevant to our own work,” and scanning
as “glancing rapidly through a text either to search for a specific piece of information
(e.g. a name, a date) or to get an initial impression of whether the text is suitable for a
given purpose (e.g. whether a book on gardening deals with a particular plan disease).”
Nonetheless, she calls them strategies and not types of reading.
The CEF (2001, p. 68) identifies extensive and intensive reading as reading for
pleasure and reading for detail, respectively, and Harmer (1991) calls the latter reading
for detailed information, although he understands it as a strategy rather than a type of

52

The Instituto Cervantes is a public institution created in Spain to promote the teaching and use of
Spanish and the dissemination of its manifold cultures around the world.
http://cvc.cervantes.es/ensenanza/biblioteca_ele/diccio_ele/diccionario/comprensionlectora.htm
(last
accessed 24/02/17)
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reading. Alderson and Urquhart (1996) add that extensive reading is used as a means to
an end (general comprehension of large quantities of texts of their own choosing), and
intensive reading is an end in itself in that the text is read carefully for maximum
comprehension. García Sancáhez and Salaberri (2005), on their part, argue that intensive
reading is used for a close study of short passages, including syntactic, semantic and
lexical analyses, and translation into the L1 to study meaning. To this respect (and in
line with Criado, 2010 in section 3.3.3), Alderson and Urquhart (1996) warn that often
what is known as intensive reading is actually not reading in that texts are used as an
excuse to focus on linguistic aspects instead of on the message.
In the second group we can find authors such as Sheory and Mokhtari (2001),
who prefer to classify reading strategies into metacognitive, cognitive and support,
meaning the intentionally and carefully planned techniques used to monitor or manage
reading, the specific actions and procedures used while working directly with the text,
and the tools used to comprehend a text such as a dictionary, respectively.
Finally, in the third group we can find authors such as Harmer (1991) and
García-Sánchez and Salaberri (2005), who argue that there are three reading stages with
their corresponding strategies:
− Pre-reading stage: in this stage, the reader is prepared for possible linguistic
difficulties in a text, although the authors mention that more attention has
recently been paid to conceptual or cultural difficulties as well. The strategies to
develop at this stage are predicting, guessing, and setting the context.
− While-reading stage: while-reading work usually begins with a general
understanding of the text (what other authors call skimming), and then move to
specific information (what other authors call scanning). The strategies used at
this stage are annotating (focus on content and language of the text through
questioning and organising information) and analysing (focus on arguments,
characters, setting and use of language). Other strategies identified at this stage
are inferring from context and cotext, reading for detailed information, and
interpreting (i.e. seeing beyond the literal meaning of words.)
− Post-reading stage: work at this stage does not refer directly to the text, but it
develops out of it. This work usually includes personal reactions to the text,
which involve the use of the following strategies: summarising, evaluating and
reflecting.
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Once I have analysed the different approaches to classifying reading strategies,
the conclusion that can be drawn is that 1) we process a text both at word level and by
applying background knowledge; 2) we have different reasons for reading and thus we
approach texts differently; 3) reading can be divided into three stages which account for
type of strategies we use before reading, while reading and after reading. From a
teaching perspective, I believe that the most useful classification is the one made by the
reading stages in that it is the most helpful and pervasive approach to designing and
analysing activities. In fact, more recently, also using the three-stage criterion, Ozek and
Civelek (2006), Yayh (2010) and Yiğiter, Sariçoban and Gürses (2005) have analysed
the strategies used by ELT students’ reading tasks by means of a think-aloud protocol,
thus expanding the previous lists. These strategies are as follows:
− At the pre-reading stage, we can find using title; using illustrations/pictures;
activating background knowledge; preparing for difficult language or content;
arousing students’ interest; and setting the context.
− At the while-reading stage, we find strategies such as looking up words in a
dictionary; guessing from context/cotext; guessing from the grammatical
category; skipping words; re-reading a sentence; looking at pictures; thinking
aloud; taking notes; resorting to background knowledge; understanding the
writer’s purpose; understanding text structure; discovering cross-cultural
differences; and looking for specific information.
− At the post-reading stage, strategies such as summarising main ideas; re-reading
the whole text; and answering comprehension questions are found.
All in all, gathering all the strategies put forward by these studies, the overall
picture is as follows:
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Table 15. Reading strategies used by ELT learners (adapted from Alderson and Urquhart, 1996;
CEF, 2001; García-Sánchez and Salaberri, 2005; Harmer, 1991; Instituto Cervantes; Nuttall,
1996; Ozek & Civelek, 2006; Yayh, 2010; and Yiğiter et al., 2005).

Pre-reading
stage

While-reading
stage

Post-reading
stage

−
−
−
−
−
−
−
−

Predicting
Guessing
Setting the context
Preparing for difficult language or
content
Using title
Looking pictures
Activating background knowledge
Arousing students’ interest

−
−
−
−
−
−
−
−
−
−
−
−
−
−
−
−
−
−

Annotating
Analysing
Skimming
Scanning
Inferring from context/cotext
Inferring from grammatical category
Looking up words in a dictionary
Looking at pictures
Reading for detailed information
Interpreting
Skipping words
Re-reading a sentence
Thinking-aloud
Taking notes
Resorting to background knowledge
Understanding the writer’s purpose
Understanding text structure
Discovering cross-cultural differences

−
−
−
−
−

Summarising
Reflecting
Evaluating
Re-reading the whole text;
Answering comprehension questions

As can be observed, owing to the nature of the think-aloud protocol research
method, many of these strategies may respond to personal needs –which may vary from
one student to another– and then cannot be extrapolated to all students. Moreover, some
strategies may be used without due indication. However, considering that the premise
upon which this study is based is that analysing questions allows teachers to get some
access to what students are doing when they read a text (Nuttall, 1996), only those
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strategies promoted by instructions –which are bound to be used– will be included in
my taxonomy of reading strategies.
By the same token, some strategies appear to be somewhat vague or
overlapping. For example, at the pre-reading stage, predicting, guessing, using title and
arousing students’ interest, setting the context and activating background knowledge all
refer to the same strategy in that instructions ask students to use their schemata to
foresee the content of the text on the basis of given criteria (e.g. by reading the title, by
looking at pictures, etc.) and create expectations about the text and then get involved
with it. As the underlying strategy –cognitively speaking– is activating background
knowledge, I suggest this be the one used. At the while-reading stage, annotating and
analysing are too vague to be operationalised and thus analysed. Interpreting, guessing
and inferring appear to overlap in that they are usually used interchangeably. Thus, I
suggest inferring be used for activities that entail some kind of inferential skills in terms
of content or language as provided by context or cotext, and interpreting for those
activities which entail an interpretation of the writer’s intention or opinion. At the post
reading stage, answering questions has been excluded because it is not a strategy, but
the activity per se.
Finally, drawing on these previous insights, we could say that the main strategies
used by ELT learners –in terms of recurrence and visibility– are as follows:
Table 16. My taxonomy of reading stages and strategies.
Pre-reading stage

−
−

Activating background knowledge
Preparing for difficult language or content

While-reading

−
−
−
−
−
−

Skimming
Scanning
Inferring from context/cotext
Looking up words in a dictionary
Reading for detailed information
Interpreting the writer’s purpose/opinion

−
−
−

Summarising
Reflecting
Evaluating

stage

Post-reading stage

This table displays the main strategies used by EGP learners, but as one may
guess, they do not cater to the translator’s needs on the whole, but to the EGP learner.
Accordingly, a more thorough analysis of the strategies needed and employed by
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translator trainees needs to be conducted. The following section seeks to provide a first
attempt in doing so.
3.4.3. Reading strategies and objectives in ETI
We have observed that the manifold reading strategies that can be found in EGP
contexts seem to cover the types of actions undertaken by students when reading and
interpreting a text. Notwithstanding translator trainees need to develop these strategies,
more specific reading strategies and objectives seem to be necessary in order to cater to
their actual needs (Brehm, 1996; Clouet, 2010). Thus, drawing on translation
methodology and teaching and on the objectives set in section 3.2.2, in this section I
shall suggest some specific reading objectives for translator trainees.
As mentioned elsewhere, reading skills for translation purposes should be
developed in accordance with translation methodology, for language mastery is to be
achieved in order to be a competent language user and fulfil the ultimate purpose of
producing satisfactory translations. Orozco (2012) proposes a text analysis sheet for
developing reading skills for translation purposes, which she incorporates as an activity
in the translation course. However, I believe that this type of activities should not be
restricted to translation courses, but rather be used in advance in other courses where
language is actually the core –as it is the case in the ETI classroom.
Table 17. Orozco’s (2012) text analysis sheet.
Author (biographic details, previous translations, etc.)
Genre (cooking recipe, newspaper article, etc.)
Text function (informative, argumentative, etc.)
Author’s mechanisms to fulfill the text function
Register (formal, informal, etc.)
Target audience (age, social status, assumed knowledge, etc.)
Main ideas
Main stylistic traits (many verbs, poetic prose, etc.)
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Internal structure of the text (how it is organized, connectors, etc.)
Difficulty of the subject (unknown words or expressions, etc.)
Reader’s impression (what’s your main idea of the text? What would
you highlight in this text?

As regards the objectives for developing reading skills in translator training set
by the literature, I have devised the following table which summarises the overall
picture:
Table 18. Objectives for developing specific reading skills in translator training according to the
literature.
Objectives

Author(s)

To capture the pragmatic function of the text.

Berenguer (1996), Brehm and Hurtado
(1999), Nord (2000)

To identify the discursive strategies of the Brehm (1996)
foreign language.
To distinguish the different text types and their Brehm (1996), Brehm and Hurtado (1999),
textual conventions.
Nord (2000), Cerezo Herrero (2013)
To identify different registers (field, mode and Brehm and Hurtado (1999), López and
tone)
Tabuenca (2009), Cerezo Herrero (2013)
To identify different language varieties (dialect, Brehm and Hurtado
sociolect and idiolect).
Hadley (2000)

(1999),

Omaggio

To identify the audience at which the text is Nord (2000)
targeted.
To guess the meaning of words from context Brehm and Hurtado (1999), López and
and cotext.
Tabuenca (2009)
To identify the extra-linguistic features of the Trosborg (2002)
text, i.e. the place of communication, the time of
communication, and the context of situation.
To understand implicit and explicit meanings.

Trosborg (2002)

To identify different types of texts, genres and Trosborg (2002), López and Tabuenca
their communicative function.
(2009), Cerezo Herrero (2013), Omaggio
Hadley (2000)
To identify irony and humour.

López and Tabuenca (2009)
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To identify the level of specialisation of the text. Cerezo Herrero (2013)
To identify the field of expertise to which the Cerezo Herrero (2013)
text belongs, (e.g. law and medicine) and their
textual conventions

As can be observed, some of these objectves overlap and contemplate more than
one objective in the way they are formulated. Considering this and the aforementioned
reading stages and strategies, the specific reading objectives in translator training would
be as follows:

Table 19. Reading stages and objectives in ETI.
Reading stage

Objectives

Pre-reading stage

−
−
−
−

To identify the audience
To identify the purpose of the text
To identify the topic
To identify the thematic field of the text

While-reading stage

−
−
−
−
−
−
−
−

To identify the level of specialization of the text
To identify dialectal features
To identify the function and intention of the text
To identify the register
To identify the text type and genre and its textual conventions
To identify problematic words or chunks
To identify implicit meanings
To identify pragmatic devices (discursive devices, speech acts,
irony, puns, humour, etc.)
To identify the context in which the text is inserted.

−
Post-reading stage

No reading strategies would apply at this stage. Instead, this is the
stage at which the translation per se and its ulterior revision are
made. Needless to say, this stage is mainly pertinent to the
translation courses; however, it would be advisable to introduce
such steps of the translation process in the language classroom as
well, especially the revision of texts written in the foreign language.

At the pre-reading stage, students would be provided with the instructions of the
assignment in which they are given essential information concerning the audience at
which the translation is targeted, the purpose of the author in the source and target texts,
and the topic and thematic field of the text. This does not mean, however, that as hand
on practice activities, students are never asked to identify these parameters (in fact this
is usually the case). Thus, students would rehearse to identify the first essential aspects
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of a translation assignment. At the while-reading stage, students would proceed with the
reading of the text to identify any pragmatic, discursive, sociolinguistic or extra-textual
features which may be relevant in the source text, and hence, in the target
text/translation. Of course, this stage would imply the adequate meaning-construction
activity of every reading task.
No objectives at the post-reading stage have been included in that it is the stage
at which the translation proper is made, and thus, where integration of skills takes place.
Students would provide their translations and then they would revise it in terms of
language accuracy and purpose of the translation assignment. Finally, it is important to
mention that some objectives may appear at different stages. For example, students may
resort to documentation sources in the pre- and while-reading stage, and the purpose of
the text may be fine-tuned in the while-reading stage.
As regards the relation between reading objectives and reading strategies, it can
be observed that in order to achieve these objectives, a number of reading strategies
need to be applied. For example, if not given with the translation assignment, all the
objectives that appear at the pre-reading stage would need skimming, and all the
objectives present at the while-reading stage would need reading for detailed
information and inferring strategies. Thus, when proceeding with the first steps towards
translating in the ETI classroom, we have to bear in mind the strategies that our students
will need to apply in order to identify and understand the text from the translator’s eyes.
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4
ENGLISH FOR TRANSLATION AND
INTERPRETING: A FRAMEWORK OF
REFERENCE
Drawing on needs analysis methodology, in the previous chapter I put forward the key
elements necessary to embark upon the enterprise of elaborating a framework for
teaching ETI. I addressed the notion of TC and its many models, and eventually I
offered my own understading of this macro-competence. After that, I presented the
studies that have focused on the communicative competence and thus have somehow
contributed to the elaboration of a framework for teaching ETI. Afterwards, I addressed
the issue of skill learning from a cognitive perspective and how it may be useful for
designing and teaching ETI courses. Finally, the most important language skill for
translators – reading– was addressed. I compiled the main reading stages and strategies
used in ELT literature and put forward a series of strategies that would fit in the
translation context.
In line with this, once the main elements contributing to the elaboration of the
framework have been identified and analysed, this chapter purports to answer the first
research question and thus provide a framework of reference for teaching ETI:
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RQ1: What are the components of the translator’s communicative competence?

4.1.

THE COMPONENTS OF THE TRANSLATOR’S COMMUNICATIVE
COMPETENCE

As previously mentioned, the translator’s communicative competence is defined as the
underlying system of knowledge and skills necessary for effective communication in the
two working languages, which includes knowledge for comprehension of the SL and
production in the TL. However, we have seen that there is no agreement as to the
components that integrate such a competence. Thus, drawing on former models of
communicative competence, the studies and objectives set for teaching ETI and
developing the translator’s communicative competence, I suggest that the framework
should include the following competences 53:
− Linguistic competence
− Sociolinguistic competence
− Pragmatic competence
− Discursive competence
If should be noted, however, that as Beeby (1996b) so aptly points out, the
different competences are interdependent with a continuous bottom-up/top-down
interaction. In practice –in both language use and language teaching–, it is impossible to
isolate completely one. Instead,

It is possible only to emphasize one or more aspects of competence in each teaching
unit. For example, reference within a text provides cohesion: it is situationally bound
and comes into the area of discourse competence. However, reference depends on the
use of pronouns, tenses, and so on, which are part of the grammar of a language
(grammatical competence) and vary according to the system of that language (Beeby,
1996b, p. 95).

53

Strategic competence is not included in this framework because such a competence is found in the more
comprehensive model of TC (see section 3.1.2.24), which does not only monitor the communicative
competence, but also the other competences.
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Therefore, competences within the communicative competence cannot be
developed in isolation. Rather interdependence exists as they interact with one another,
which facilitates the acquisition of every competence on the whole. While bearing this
in mind, for practical reasons and for the purposes of this thesis, these competences will
be broken down into its more basic constituents in order to provide an account of what
each competences comprises. The components of each competence are described in the
following sections 54.

4.1.1. Linguistic competence
The linguistic competence consists of the knowledge of the language system in terms of
the general rules governing grammar, lexis, pronunciation, and orthotypography.
Grammar includes morphology (parts of speech and word formation), syntax
(paradigmatic and syntagmatic relations, sentence type, phrases and clauses).
Orthotypography relates to the rules governing punctuation, spelling, capitalisation,
symbols, etc. This competence also includes knowledge about semantics, or more
precisely, about the language lexicon, which can be divided into (1) individual words
pertaining to the same semantic field and how these words are related in terms of
lexico-semantic and associative relations, and (2) word combinations which show a
certain degree of fixedness and idiomaticity, that is, phraseology (e.g. idioms, formulae,
collocations, and phrasal verbs). Finally, this competence also comprises knowledge of
phonetics and phonology, especially of segmental (e.g. phonemes, minimal pairs and
allophones) and suprasegmental features (e.g. stress, rhythm and intonation) of Standard
English.
This competence is of particular importance since it constitutes the basis for the
development of the other competences, i.e. not until this competence is somewhat
mastered can the other subcompetences be adequately acquired. First and foremost,
translators need to master grammar, have a wide range of vocabulary and be acquainted
with English phonology at an advanced level (especially the first two in the case of
translators as opposed to interpreters). Then they can proceed to learning how these
aspects of language may vary according to context or other social criteria.
54

Note that this division has been made for practical and operative purposes –as other models do– not
because I conceive language as such a divisible entity (see Beeby, 1996, p. 95 above). However, for these
practical purposes, this division will be kept.
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4.1.2. Sociolinguistic competence
By sociolinguistic competence I mean the knowledge of the language for its appropriate
comprehension and production in different social contexts. Consequently, special
emphasis has to be laid on the different aspects of language variation, i.e. diatopic
variation (based on geography), diastratic variation (based on social class, gender, etc.)
and diaphasic variation (based on context, leading to different styles and registers). This
implies knowledge of the phonological, lexical and grammatical variations among
varieties and the implications that this may have for communication for both the
addresser and addreseee. Moreover, this competence should include notions of
politeness, proxemics, body language, etc. and how these aspects may vary according to
the language or the lectal variety. 55
This competence is extremely important because we need to bear in mind that
translations have to be done for a specific audience in a specific context. Therefore,
language has to be adapted to that particular situation, which may entail different
grammatical and lexical choices. Moreover, at times phonology may also be relevant,
especially in audiovisual translation. To this respect, it is worth mentioning that
translators and interpreters do not necessarily need to be experts in phonetics and
phonology, but rather know the phonological system in general and be acquainted with
different accents and their implications in society, e.g. attitudinal aspects of language.

4.1.3. Pragmatic competence
As far as the pragmatic competence is concerned, I think that translation students should
go a step beyond the mere knowledge of the language system and study more
thoroughly how the language presents itself in real context and how language users use
language to convey meaning, i.e. what language users do with words. To this end,
students should specifically master speech acts and language functions, although they
should also become acquainted with implicatures, the cooperation principles, and with
special uses of language such as irony, humor, metaphor and metonymy.

55

A lectal variety is “any given speech style, including those categories traditionally labelled as standard
varieties, regional dialects, sociolects, basilects, acrolects, registers and styles” (Kristiansen, 2008, p. 47).
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This competence also includes what I call real language use, meaning the use of
language that native speakers make, i.e. among all the linguistic resources offered by
language, we select the ones that are more frequently used and thus represent the most
common items and expressions that proficient and/or native speakers would use. Since
we are dealing with real language in use, we want to teach our students not only the
prescriptive forms of language suggested by grammars (i.e. the grammatical correctness
of utterances), but also how speakers use language and what their most common words
and expressions are. After all, translation is about rendering the message of a text in a
source language to a target language as faithful and natural as possible. This real
language use becomes essential in both directions (direct and inverse translation), for it
does not only ensure that the translation sounds more natural and the target reader
understands the text, but it also guarantees that the ST is effectively understood.
It goes without saying that this competence is very important since translators
need to understand language form and function, how form and meaning may vary
according to the communicative event and the participants intervening in the interaction,
and how meaning can be conveyed through different means depending on the situation,
which may not necessarily be the same due to the students’ L1. As can be inferred, this
competence is intimately related to the sociolinguistic competence, as context plays a
pivotal role in social interactions.

4.1.4. Discursive competence
An appropriate communicative competence should also develop a discursive
competence, meaning the mastery of the discursive devices deployed by different genres
and text types, which makes this competence especially relevant for TC since lately the
text has been identified as the most appropriate translation unit (Beeby, 1996b). This
competence includes knowledge of different text types and genres, discourse markers
and the seven standards of textuality, i.e. cohesion, coherence, intentionality,
acceptability, informativity, situationality, and intertextuality (Beaugrande & Dressler,
1988), and of how to use them to construct appropriate discourses.
At this point it is important to mention that some authors have used the terms
discourse and text interchangeably, whilst others have drawn a strict line between them,
thus leading to a terminological confusion. Although some linguists try to avoid using
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the term discourse for its apparent reference to the oral medium and thus opt for the
term text for all recorded instances of language in use, I agree with Crystal (1992) and
Nunan (1993) that discourse is a wider concept for naturally occurring stretches of
language (either written or oral) in a given context and with a communicative function.
Accordingly, I would rather use the term discursive competence instead of textual
competence.

4.1.4.1.On the difference between genre and text types and their applications to
translation
The concepts of genre and text type/typology sometimes appear to be used
interchangeably but actually refer to different aspects of discourse. As Biber (1988)
points out, one way of making a distinction between genre and text type is to say that
the former is based on external, non-linguistic, "traditional" criteria while the latter is
based on the internal, linguistic characteristics of texts themselves. In this sense, Lee
(2001, p. 38) asserts that
genre, in this view, is defined as a category assigned on the basis of external criteria
such as intended audience, purpose, and activity type, that is, it refers to a conventional,
culturally recognised grouping of texts based on properties other than lexical or
grammatical (co-) occurrence features, which are, instead, the internal (linguistic)
criteria forming the basis of text type categories.

In line with this, Trosborg (2002, p. 12) mentions that “[g]enres and text types
are clearly to be distinguished, as linguistically distinct texts within a genre may
represent different text types, while linguistically similar texts from different genres
may represent a single text type”. Swales (1990) and Bhatia (1993) conceive genre as a
communicative event that occurs in a given discursive community and has a specific
communicative purpose. In fact, Alcaraz-Varó (2000) and Cassany (2004) relate genre
with professional purposes. Hatim and Mason (1997) and García Izquierdo (2002)
understand genre as a system of signs (i.e. text) with a specific purpose in the culture
where it is inserted. Loureda Lamas (2003, p. 37 cited in Soto Almela 2014, p. 32)
elaborates on this notion of genre defining it as the “modelos textuales aglutinadores
paradigmáticos de los caracteres necesarios de todos los textos de una misma
naturaleza”. García Izquierdo (2011) adds that there are other aspects to be considered,
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such as cognitive (coherence and ideology) and formal (micro and macrostructure, and
intertextuality).
As regards the utility of genres for translation purposes, Schäffner (2002, p. 4)
mentions that genres are very pertinent to translator training in that thanks to their
somewhat conventionalised structures, they can guide translators in the production of
texts. In this sense, within TS Borja, García Izquierdo and Montalt (2009) point out that
genre is not only an appropriate instrument for teaching translation, but also an
illustrative phenomenon that allows for analysis in different theoretical models. Thus,
given the cultural features underlying different genres, it is possible to observe the
different ways through which cultures, and more specifically, languages conceptualise
reality.
Montalt, Ezpeleta and García Izquierdo (2008) put forward the benefits of using
a genre competence in translator training as follows:
− Establish the status of the participants and the degree of authority they each
have.
− Infer and create the purpose of the interaction.
− Recognise and establish the situationality of the source and target texts.
− Infer and create the intentionality of the source text.
− Have a thorough understanding of the sociolinguistic context.
− Acquire bicultural knowledge.
− Acquire thematic knowledge.

These benefits are later translated into skills and abilities that can be developed
through this competence:
− Recognising and establishing the structure of the source and target texts.
− Recognising the texture of the source text and organising that of the target text
(selection of lexical items, syntactic organisation, cohesion).
− A thorough understanding of the text forms of particular genres.
− Developing reformulation strategies such as: paraphrasing, summarising,
avoiding calques, and so forth.
− Producing appropriate texts in the target language.
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− Become aware of the textual and discursive conventions in the cultures
involved.
Following this, the translator must be acquainted with the different patterns
displayed by different genres in the languages with which he or she works, for it will
allow for the selection of the most appropriate translation strategies and techniques.
As regards types of genres, Werlich (1979) classifies texts into five categories,
according to the cognitive underpinnings of human cognition 56. These text types are
description, narration, exposition, argumentation and instruction 57. Descriptive texts
present the attributes and features of living being, places and/or items and provide a
rather detailed and objective presentation of a situation. Narrative texts are concerned
with providing an aesthetic literary experience. They are person-oriented and aim at
telling a story. Expositive texts are usually written in an attempt to analyse, explain and
present events, facts, and processes. This typology may include elements of narration or
description, although it primarily focuses on conveying accurate and objective
information. Argumentative texts intend to convince or persuade the reader of a certain
point of view, which at times also include the engaging in a particular course of action
on the part of the reader. Instructional texts are written to tell the reader what to do in a
specified situation, usually referring to future activities. While argumentative texts may
well try to persuade the reader to take a specific action, the author of an instructive text
assumes that the reader knows what he or she wants but needs to be told how to do it.
This classification has been followed by Hatim and Mason (1997) and Bustos (1996
cited in Hurtado, 2001, p. 466), who maintain that “a text can only serve a rhetoric
purpose at a time” (Sánchez Trigo, 2002, p. 124).
Another influential classification of text types has been the one by Reiss (1971,
1976), which actually emerged within the realm of TS. Reiss distinguishes three types
of text types, namely informative, expressive, and operative. The aim of informative
texts is to communicative content, to transmit referential information; thus being
content-focused. The purpose of expressive texts is the communication of artistically
organised content, the transmission of aesthetic form; thus being form-focused. Finally,
the objective of operative texts is to communicative content with a persuasive character,
56

Another classification is that of Biber (1988) (also used by Paltridge, 1996), who proposes the
following examples of genre: recipe, personal letter, advertisement, formal letter, health brochure, student
assignment, etc.
57
Some authors call this text type procedural texts (see Paltridge, 1995; Hammond, Burns, Joyce,
Brosnan, & Gerot, 1992 among others).
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to elicit a desired response; thus being appellative-focused. These text types can be
associated to certain translation modes, which are presented in Table 20.
Table 20. Functional characteristics of text types and their links to translation modes (adapted
from Reiss, 1971 cited in Munday, 2001, p. 74).
Text type

Informative

Expressive

Language function

Informative
Expressive
Appellative (making
(representing objects (expressing sender’s an appeal to text
and facts)
attitude)
receiver)

Language dimension

Logical

Aesthetic

Dialogic

Text focus

Content-focused

Form-focused

Appellative-focused

TT should

Transmit
content

Translation method

‘Plain
purpose’ ‘Identifying’ method, ‘Adaptive’ equivalent
explicitation
as adopt perspective of effect
required
ST author

referential Transmit
form

Operative

aesthetic Elicit
response

desired

Reiss’ classification of text types can also be illustrated with the examples in Figure 18:

Figure 18. Reiss’ examples of text types (Chesterman, 1989 cited in Munday, 2001, p. 74).

As has been shown in previous studies, establishing the limits of the different
genres is a very difficult task and even more so when dealing with areas of
specialisation. Moreover, as Montalt, Ezpeleta and García Izquierdo (2008) point out,
“[t]here is also the added difficulty of whether or not to take into account the existence
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of transcultural genres (that is to say, genres that fully coincide with each other in
different cultures).” What seems to be the case is that genres exhibit some degree of
hybridism, meaning that certain genres may have characteristics (e.g. the
communicative purpose) of other genres. In this regard, Bhatia (2002) claims that there
are hybrid or mixed genres in which different communicative purposes are combined.
Soto Almela (2014), following Calvi (2010, p. 16), points out that this hybridism is
actually the norm.
What becomes clear from these paragraphs is that a genre-based approach to
translation training helps move away from language and culture as abstract entities and
focus on actual communication in professional fields, where language and culture play a
supporting role in allowing communicative aims to be accomplished. Thus, the main
argument underlying these studies is that translators should be actively involved with
different genres and text types (Montalt, Ezpeleta & García Izquierdo, 2008).
Indeed, Beeby (1996b) reminds us of the fact that translation training
programmes usually use text types as the basis for their organisation, which normally
follow Arntz’s (1982) model which divides text types into three categories based on the
extralinguistic context of the text:

Table 21. Arntz’s (1982) text types in translation training programmes.
Transmitter

Receiver

1

Nonspecialised

General public

2

Specialised

General public

3

Specialised

Specialist(s)

While this classification has proved to be useful when designing translation
training programmes (dividing translation courses into general and specialised 58, the
latter focusing on legal and scientific translation, for instance), we should not lose sight
of the fact that it may be troublesome in that such classification does not necessarily
entail that the types of texts that are addressed in specialised translation courses are
more difficult than the ones tackled in general translation courses. Thus, while both the
presence of technical vocabulary and the need for extralinguistic knowledge are obvious
requisites for providing successful translations in specialised translation courses,

58

For a review of the different ways in which translation can be classified, see Hurtado (2001).
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general translation does not lack inherent difficulties, e.g. documentary research,
polysemy and ambiguity, etc. (Beeby, 1996b).
In any case, using different text types and genres and approaching them from a
discourse-analysis-applied-to-translation perspective –analysing both intra- and extra
linguistic features in the ETI classroom– seems beneficial for acquiring not only
communicative competence but also TC on the whole.

4.1.4.2. On the standards of textuality and their relation with translation competence
Widdowson (2007) mentions that we identify a piece of language as a text (or
discourse) as soon as we recognise that it has been produced for a communicative
purpose, and that for this text to fulfill this purpose it needs to satisfy the seven
standards of textuality. These are as follows:
1. Cohesion is the network of lexical and grammatical relations that provide links
between various parts of a text. It has the function of attaching, syntactically and
lexically, the text together in order to create textual unity (Beaugrande & Dressler,
1992). Halliday and Hasan (1990) establish five cohesion categories: reference,
substitution, ellipsis, conjunctions, and lexical cohesion.
2. Coherence is “the connection of individual information elements with a certain
logical structure” (Neubert & Shreve, 1992), that is, the network of conceptual
relations which underlie the surface text. Unlike cohesion, it results from the
configuration of concepts, expressed relations, and the receiver’s knowledge of the
world. Hoey (1991, p. 12) sums up the difference between cohesion and coherence
as follows:

We will assume that cohesion is a property of the text and that coherence is a facet [i.e.
side] of the reader's evaluation of a text. In other words, cohesion is objective, capable
in principle of automatic recognition, while coherence is subjective and judgements
concerning it may vary from reader to reader."

Thus, we could say that cohesion is the surface expression of coherence relations,
and that continuity of senses created by coherence is, in fact, the interpretation of the
text that readers appreciate and make sense of. Nevertheless, the mere presence of
cohesive markers does not create a coherent text; cohesive markers have to reflect
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conceptual relations which make sense. For instance, Enkvist (1978, p. 110-111)
gives an example of a highly cohesive text which is nevertheless incoherent:

I bought a Ford. The car in which President Wilson rode down the Champs Elysees was
black. Black English has been widely discussed. The discussions between the presidents
ended last week. A week has seven days. Every day I feed my cat. Cats have four legs.

3. While cohesion and coherence are to a large extent text-centred, intentionality
appears to be more user-centred. It is described as the purpose of the text-producer,
which is, in turn, related to the concept of acceptability, for a text must be intended
to be a text as accepted as such in order to be utilised in a communicative
interaction.
4. Acceptability is very much affected by the reader’s social and cultural background.
In this sense, in the translation process the translator must extract the intentionality
of the source text and make it acceptable in the target language and culture (Neubert
& Shreve, 1972).
5. Informativity designates the extent to which content is new or unexpected for the
receivers (Beaugrande & Dressler, 1992). The degree of informativity varies from
participant to participant in a communicative event. Hence, according to Neubert
and Schreve (1992, p. 90), “the translator’s commission is to create a linguistic
surface that will allow the L2 user to retrieve from the text the same knowledge
content that was in the L1 original.” Thus, one of the most important duties of the
translator is to relate the reader to the information of the text, and here situationality
plays a key role.
6. Situationality is “the location of a text in a discrete sociocultural context in a real
time and place” (Neubert & Shreve 1992, p. 85). As Hossein Mikhchi (2011, p. 57
58) signals, “[t]exts are endowed with a degree of relevance or situationality in as
much as they hold a certain communicative purpose and relate communicate act
(discourse) to the situation.” In fact, it is essential for the evaluation of the
situationality of a text to know where it happened and what its function in the
situation was. From a translation perspective, as Neubert and Dressler (1992, p. 85)
point out, “[t]he situationality of the translation is never the same as the
situationality of the source text.” For this reason, the general strategy of the
translator is to adjust the text to its new situation.
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7. The last standard is intertextuality, which refers to “the relationship between a
given text and other relevant texts encountered in prior experience” (Neubert &
Shreve, 1992, p. 117). In other words, “intertextuality subsumes the ways in which
the production and reception of a given text depends upon the participants’
knowledge of other texts” (Beaugrande & Dressler 1992, p. 182). In this sense, it is
likely that the impression that a translation “sounds wrong” comes from violations
of a reader’s textual expectations; therefore, if the translator wants to create a
translation that appears natural, then he or she should create a text whose linguistic
surface evokes a similar recognition (Hossein Mikhchi, 2011), for which he or she
can use parallel texts.

4.2.

OBJECTIVES FOR TEACHING ENGLISH FOR TRANSLATION AND
INTERPRETING

Once the components of the translator’s communicative competence have been
addressed, it is necessary to formulate objectives reflecting such components for the
ETI classroom. To that end, the objectives set by the literature were compiled, examined
and arranged according to the aforementioned competences, so that each competence
had clear objectives to pursue. However, the nature of these objectives was somewhat
fuzzy in that some of them did not only correspond to one competence but rather
develop at least two of them. For instance, the objective "to develop reading skills, i.e.
to grasp the sense, to capture the function of the text, and to apply an appropriate textual
analysis for translation purposes” (Berenguer, 1996) goes across competences in that it
can actually be situated in all the competences of the communicative competence.
Brehm and Hurtado’s (1999) objective "to become acquainted with the use of
documentation sources” and Clouet’s (2010) objective "to make the future translator
and interpreter an expert in culture and develop their socio-cultural competence” are
also troublesome in that they do not really relate to any of the four competences, but
rather to the instrumental and extra-linguistic competences, respectively. 59
In this sense, establishing objectives for each competence was not an easy feat.
Rather, just as in general EFL courses, I noticed that these objectives could be
59

This does not mean, however, that these aspects cannot be addressed in the ETI classroom. Actually, as
addressed elsewhere, the language-for-translator classroom is a perfect scenario for developing other sub
competences pertaining to TC.
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conveniently expressed taking the four language skills as a reference, thus making them
more operative. Further, considering that the language-for-translator class is also an
appropriate scenario for developing other competences and types of knowledge included
in TC, the general objectives for the ETI class would be as follows:
1. To raise students’ language awareness for translation-interpreting purposes.
2. To develop reading skills in accordance with the translation process.
3. To develop listening skills in accordance with the interpreting process.
4. To develop writing skills in accordance with the translation process.
5. To develop speaking skills in accordance with the interpreting process.
6. To develop extra-linguistic knowledge for translation-interpreting purposes.
7. To develop documentation skills for translation-interpreting purposes.
8. To develop professional skills.
The first five skills are concerned with more language-related objectives,
whereas the last three go beyond the borders of language and focus on world and
cultural knowledge, the use of documentation sources and professional market issues.
As regards the first objective, it is important to clarify what I mean by language
awareness. It is defined as “explicit knowledge about language, and conscious
perception and sensitivity in language learning, language teaching and language use
(Ellis, E. M., 2012). However, Carter (2003) warns that language awareness does not
simply involve focusing on language itself in order to produce correct forms. Rather,
language awareness is about eliciting learners’ ability to reflect upon language and how
particular forms function 60. James (1999 cited in E. M. Ellis, 2012, p. 4) claims,

one’s understanding of the working of the foreign language can be illuminated by
mother tongue study, by transferring one’s mother tongue metacognitions to the task of
foreign language learning. Seeing mother tongue and foreign language ‘objectively’,
first in terms of their immanent systematicity, and then each in term of the other, is to
develop one’s linguistic metacognitions of each.

Accordingly, language awareness has proved to offer cognitive and attitudinal
advantages (Bolitho & Tomlinson, 1995; E. M. Ellis, 2012). Moreover, according to the
abovementioned assertion, language awareness would not only be useful for learning
the L2 in isolation, but also for fostering contrastive awareness between the L1 and L2,
which is essentially one of the main aims of translator training (see Beeby, 1996a, 2004;
60

See the noticing hypothesis (Schmidt, 1990).
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Berenguer, 1996; Brehm, 1996; Brehm & Hurtado, 1996; Cerezo Herrero, 2013; Clouet,
2010; Möller, 2001). Therefore, the main goal of such an objective would be to raise
students’ language awareness at different levels, e.g. punctuation, spelling, morphology
and syntax –be it (1) from a contrastive perspective (similarities and differences
between the language pair) or (2) focusing on only one language– and make them aware
of the main differences between written and oral language, for example. As can be
observed, this objective is the one that pays more attention to explicit training (DEC).
All in all, while these objectives seem to cover the mains aspects that need to be
tackled in the ETI classroom, they are too general. In fact, the first objective can appear
across skills (i.e. objectives 2 to 5). In line with this, I suggest breaking these general
objectives down into the following specific objectives, which become more functional:

Table 22. Specific objectives for ETI.
General objectives

Specific objectives

To develop reading skills in −
accordance
with
the
−
translation process. 61
−
−
−
−
−
−
−
−
−
−
−
−
−
−
−

To get the gist of the written text, i.e. topic identification
(skimming).
To locate specific pieces of information (scanning). 62
To infer meaning from context the the written text.
To infer meaning from co-text the the written text.
To predict information from the written text.
To identify the purpose and function of the written text.
To identify the audience of the written text.
To identify the thematic field of the written text.
To identify the level of specialisation of the written text.
To identify and understand the dialectal features of the
written text.
To identify and understand the register of the written text.
To identify problematic words or phrases of the written
text.
To understand speech acts in the written text.
To identify and understand implicatures in the written text.
To identify different types of text and genres and their
textual conventions.
To recognise and understand irony, humour and puns in the
written text.
To identify intra-textual factors such as cohesion and

61

Extensive reading –understood as reading for pleasure, which pays attention to content rather than
form– should also be promoted in the ETI classroom. However, it has not been included in this table
because an activity cannot foster this type of reading. If anything, an activity may arouse students’
curiosity, thus making them want to read more for pleasure, but it is not something measurable. The same
happens with extensive listening.
62
At first, scanning may seem quite a general and vague objective for translation purposes, but it is used
when revising a translation, when using reference works such as dictionaries, for sight translation or
consecutive interpreting. For this reason, it should also be included in the framework.
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−
−
−
−
To develop listening skills in −
accordance
with
the
−
interpreting process.
−
−
−
−
−
−
−
−
−
−
−
−
−
−
−
−
−
−
−
−
To develop writing skills in −
accordance
with
the
−
translation process.
−
−
−
−
−
−
−
−
−

coherence mechanisms.
To identify extra-textual factors such as place, time,
context, and social class.
To read for detailed information.
To extract the key points of the written text (synthesising).
To indentify and understand intertextuality.
To get the gist of the oral text, i.e. topic identification
(skimming).
To extract the key points of the oral text (synthesising).
To infer meaning from context in the oral text.
To infer meaning from co-text in the oral text.
To predict information from the oral text.
To discriminate relevant from irrelevant information in the
oral text.
To identify the main features of oral communication (both
verbal and non-verbal).
To develop note-taking skills.
To develop phonological awareness for appropriate
comprehension.
To identify the purpose and function of the oral text.
To identify the audience of the oral text.
To identify the thematic field of the oral text.
To identify and understand the dialectal features of the oral
text.
To identify and understand the register of the oral text.
To identify problematic words or phrases of the oral text.
To identify and understand speech acts in the oral text.
To indentify and understand implicatures in the oral text.
To recognise and understand irony, humour and puns in the
oral text.
To identify intra-textual factors such as cohesion and
coherence mechanisms.
To identify extra-textual factors such as place, time,
context, social class.
To listen for detailed information.
To indentify and understand intertextuality.
To rewrite texts according to stylistic rules or instructions,
e.g. for other audiences, media, places, etc.
To learn to paraphrase utterances in order to identify the
differences in use and in the communicative effect.
To develop revision skills.
To produce different texts and genres.
To use punctuation correctly.
To produce coherent written texts.
To produce cohesive written texts.
To express ideas clearly.
To use orthotypography correctly.
To produce sociolinguistically acceptable written texts.
To produce pragmatically acceptable written texts.
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To develop speaking skills in −
accordance
with
the
−
interpreting process.
−
−
−
−
−
−
−

To learn to paraphrase utterances in order to identify the
differences in use and in the communicative effect.
To produce coherent oral texts.
To produce cohesive oral texts
To pronounce and modulate correctly.
To express ideas clearly.
To develop communication strategies.
To reproduce an oral text from notes previously taken.
To produce sociolinguistically acceptable oral texts.
To produce pragmatically acceptable oral texts.

To develop extra-linguistic −
knowledge for translation
−
interpreting purposes.

To activate thematic knowledge of different fields of
knowledge such as economy, medicine or law.
To activate socio-cultural knowledge about the places
where the language is spoken.

To develop documentation −
skills
for
translation
−
interpreting purposes.

To use monolingual dictionaries adequately, knowing what
they offer and their limitations.
To use bilingual dictionaries adequately, knowing what
they offer and their limitations.
To use reference works dealing with general language.
To use reference works dealing with specialised language.
To select the adequate entry definition.
To identify the necessary source to resort to.

−
−
−
−
To develop
skills.

professional −
−
−

To promote teamwork and decision-making.
To raise awareness about the translation process.
To develop editing skills.

There are other objectives that might be included in the framework, e.g. to give a
personal opinion of the oral/written text or to evaluate the oral/written text based on
certain criteria. Nonetheless, because they are not especially relevant for translation
purposes, they have been excluded. This does not mean, however, that they cannot be
addressed in the ETI class, for they are valuable skills in any FLT context. The problem
that would also arise then would be where to include this sort of objectives: either in
receptive or in productive skills given their integrative idiosyncrasy.
This is also the case of the objective to extract the key points of an oral/written
text. As explained elsewhere, arguably it is a receptive skill in that a text needs to be
read or listened to in order to understand it and extract the main ideas. However,
productive skills need be used as well, since more often than not this summary is to be
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provided through writing or speaking. Accordingly, this kind of activities would
constitute an example of integration of skills. Nonetheless, it is also true that students’
summarising skills may be assessed on the basis of multiple-choice activities, whereby
students only have to select the option that they think best suits the content of the text,
thus only receptive skills being used. In this sense, even though receptive skills are the
ones certain to be used when summarising, the type of activity will determine whether
or not there is integration of skills. Notwithstanding this, in my framework this
objective has been included in receptive skills.

4.3.

ON

THE

BOUNDARIES

BETWEEN

ENGLISH

LANGUAGE,

LINGUISTICS AND TRANSLATION COURSES IN TRANSLATION
AND INTERPRETING UNDERGRADUATE PROGRAMMES

The aim of this thesis is to propose a framework seeking to develop the communicative
competence of translator trainees. However, we need to bear in mind that this
framework is eminently language-oriented and thus pays special attention to student’s
communicative competence, fostering not only implicit knowledge of the language, but
also more explicit awareness on the functions and mechanisms that govern language
use.
As addressed in section 3.3, in the last decades there has been much concern
about the role of explicit and implicit knowledge in second and foreign language
learning and acquisition. However, as I explained in that section, my stance is that of
combining both approaches, especially considering that translators are not only
language users, but they also need to be able to grasp shades of meaning as expressed
by subtle choices of words. What is more, they also need to understand the functioning
of language, for an appropriate and critical understanding of the source text is sought.
For this reason, I argue that translator trainees need to be trained following both explicit
and implicit approaches to language learning so that they can analyse and understand
discourse adequately and for translation purposes.
The problem that arises at this point is how to combine these two approaches in
such a way that they are not doomed to mere theoretical language teaching or to an
unconnected training in which the more explicit training is not linked up with more
implicit and know-how learning which puts into practice the theoretical linguistic
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concepts addressed in the former. Following this, decisions need to be made as to the
contents and competences that should be addressed in the different courses seeking to
develop students’ communicative competence, i.e. the English language courses and the
Linguistics courses. It could be argued that Translation courses also foster
communicative competence in that they employ linguistic approaches to deal with
discourse. Moreover, ultimately translation is an activity between languages and, as
such, it undoubtedly develops language awareness. Thus, although the main aim of
Translation courses is to train students in rendering the ST into an acceptable TT, it
goes without saying that these courses resort to all the competences of TC to learn how
to do it –after all, this is the pivotal course of Translation Studies. In this sense, the
contents and competences of English language, Linguistics and Translation courses will
be explored so that the boundaries between these courses are clear and courses can be
planned accordingly, thus avoiding unnecessary overlappings.
In order to confront this problem, I suggest that courses be planned as a
continuum which takes students from a more explicit to a more implicit knowledge of
the language, while not neglecting the teaching of both simultaneously. Thus, taking
into account the common sequence of courses, this combination of approaches could be
done as follows:

Table 23. The scope of Linguistics, English language and Translation courses in Translation and
Interpreting undergraduate programmes.
Course
Linguistics

Year
1

Contents
Theoretical aspects of language;
linguistic paradigms; analysis of
the different levels of language;
the contributions of Linguistics
to
Translation
Studies;
contrastive analysis of the
language pair.

English
language

1 (and 2 Development of communicative
in some competence to an advanced level
cases)
making use of the specific skills
needed for the translation
process.
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Approach
This course would take a more
explicit stance where students’
language awareness is raised by
means of analysing language at its
different levels and by looking into
how an explicit knowledge of
language
may
favour
the
translation process (how-what).
This/these course(s) would seek to
apply the explicit knowledge
drawn from the Linguistics course
to put language at the service of the
translation process. Students would
develop
their
communicative
competence by using and analysing
language
considering
the
translation needs. Students would

4. ETI: A framework of reference

Translation 2
onwards

Translation theory; Translation
Competence;
translation
techniques and strategies; the
concepts of equivalence and
error
in
translation;
identification and solution of
translation problems derived
from both linguistic and cultural
barriers; documentation sources;
revision skills

be encouraged to raise their
language awareness and learn to
use discourse analyse techniques to
approach discourse (both oral and
written)
from a
translation
perspective.
Therefore,
this
approach would be more implicit
(know-how).
While
not
neglecting
the
development
of
students’
communicative
competence,
this/these
course(s)
would
primarily aim to provide students
with the necessary conceptual
frameworks
to
translating
discourse. Thus, this approach
would be more implicit, although
students might be encouraged to
reflect upon language, thus
fostering language awareness.

Because of the sequence in which these courses are taught, it seems reasonable
to suggest that firstly Linguistics and English courses work hand in hand so that we can
apply the more theoretical and contrastive oriented nature of the Linguistics course in
the more practical and language-use oriented nature of the English language class. Once
the communicative competence is somehow mastered, students can delve into the
application of such knowledge to more translation-oriented problems that may arise as a
result of both language and cultural barriers, thus developing all the competences that
come into play in translation courses. This approach would also make sense if we take
into account that specialised translation courses will come later, once TC has begun to
be acquired. These courses would then apply that previous knowledge to specific fields
of translation where specialised language and specific translation problems are
encountered.
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5
THE TEACHING OF ENGLISH IN
TRANSLATOR TRAINING IN SPAIN
The previous chapter addressed the main aspects of the translator’s communicative
competence and put forward a framework of reference for teaching ETI. Now, it is
necessary to find out the extent to which reality reflects these tenets. To do so, the actual
materials used in the English language courses of Translation and Interpreting degrees
need to be analysed. However, before doing so, it is necessary to find out the degree of
awareness of such specific training at the universities across Spain. Thus, the following
section seeks to answer the second research question of this thesis:

RQ2: How are the EFL courses approached in Translation and Interpreting
undergraduate programmes in Spain? Do they use EGP or ESP materials?
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5.1. STUDY 1: EXPLORING THE APPROACH OF ENGLISH LANGUAGE
COURSES

IN

TRANSLATION

AND

INTERPRETING

UNDERGRADUATE PROGRAMMES IN SPAIN: EGP OR ESP?

Before analysing the Spanish panorama it is worth presenting the guidelines offered by
the Libro Blanco del Grado en Traducción e Interpretación 63 by the ANECA for
teaching English in Translation and Interpreting undergraduate programmes in Spain in
order to have an idea of how Spanish universities are supposed to arrange their study
programmes (p. 120, my translation):

Table 24. Contents and competences offered by the ANECA for teaching English in Translation
and Interpreting undergraduate programmes in Spain.
−
−
−
−
−
−
−
−

Contents
Language norms.
Language variation: dialects, sociolects,
jargon, registers and technolects.
Textual analysis and synthesis.
Written composition.
Technical written composition.
Textual models.
Textual revision.
Contrastive and communicative aspects of
Lengua B and C.

−
−
−
−

Skills and competences
Analyse, judge, create and revise all types
of texts and identify language variation
and textual function.
Analyse and synthesise all types of text
and discourse.
To apply critical thinking.
To learn autonomously.

As a preliminary analysis, we can observe that most contents, skills and
competences are rather general and vague. The reason for this may lie in the fact that
these are basic guidelines that each university has to adapt according to their reality and
identified needs. The problem that arises, however, is that each university has too much
freedom to decide to which aspects attention should be paid, and how these contents and
competences are to be developed and approached.

5.1.1. Data collection process and procedure
The type of information that was gathered is illustrated in Table 25:

63

Available at http://www.aneca.es/var/media/150288/libroblanco_traduc_def.pdf
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Table 25. Sample of datasheet to collect information from each university’s syllabi.

UNIVERSITY
DEGREE NAME
LENGUA B COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
OBSERVATIONS
LINGUISTICS COURSE

In order to fill in this table with the information from each university and their
corresponding English courses, I accessed their websites and downloaded their degree
programmes and syllabi (2015-2016 academic year). After this, the data collection
process procedure was the following:
First, the name of the university and the degree was introduced to have a general
idea of what the degree was really concerned with. Second, the name of each Lengua B
course was inserted. Third, the credit value devoted to each course was introduced.
Next, the materials (basic bibliography) and approaches followed by these were noted
following a EGP (General English Language Teaching or English for General Pruposes)
vs. ESP (English for Specific Purposes) dichotomy, based on whether materials were
general (i.e. not tailored-made) or had been especially designed or compiled for such
purposes. In this sense, for practical purposes those courses relying solely on
standardised ELT coursebooks or grammar and vocabulary reference books qualified as
EGP, whereas those with explicit reference to any of the components of the ETI
framework were considered ESP. Then, if applicable, I would annotate any observations
worthwhile mentioning. This procedure was replicated for every Lengua B course in the
degree programme. Finally, I specified –on a yes/no basis– whether a(n) (Applied)
Linguistics course was offered –the reason for this being the fact that according to the
framework that I created, many aspects and objectives are intrinsically related to
linguistic knowledge per se and thus may be addressed in linguistics courses. The lack
of these courses then pointed to a lack of attention to explicit linguistic
knowledge/training.
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5.1.2. Universities
Currently, there are 24 universities that offer a Translation and Interpreting
undergraduate programme in Spain. These are as follows:
Table 26. Universities that offer a Translation and Interpreting undergradute programme in
Spain (2015-2016 academic year).
Community/Region
Madrid

Andalucía

Valencia

Cantabria
Castilla y León
Aragón
Galicia
Murcia
Basque Country
Palmas de Gran Canaria
Catalonia

University
Universidad Alfonso X el Sabio
Universidad de Alcalá
Universidad Autónoma de Madrid
Universidad Complutense de Madrid
Universidad Pontifica de Comillas
Universidad de Córdoba
Universidad de Granada
Universidad de Málaga
Universidad Pablo de Olavide, Sevilla
Universidad de Alicante
Universitat Jaume I, Castellón
Universitat de València
Universidad Europea del Atlántico, Santander
Universidad de Salamanca
Universidad de Valladolid
Universidad San Jorge, Zaragoza
Universidade de Vigo
Universidad de Murcia
Universidad del País Vasco
Universidad de la Palmas de Gran Canaria
Universitat de Vic
Universitat Autònoma de Barcelona
Universitat Pompeu Fabra, Barcelona

Once the syllabi were compiled, the information obtained from each university
and Lengua B courses was the following 64:

64

It should be noted here that some degrees offer more courses than the ones shown in the datasheets, but
these were not compulsory and thus did not qualify as actual training. For this reason, they were not
included in the datasheets.
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Table 27. Universidad Alfonso X El Sabio’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B COURSE
NAME
CREDIT VALUE
MATERIALS
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APPROACH
OBSERVATIONS
LINGUISTICS COURSE

1

Universidad Alfonso X El Sabio
Grado en Traducción e Interpretación
Inglés

Lengua B: Inglés para Traductores

6 (S1) 1
Heydermand, E. & May, P. Complete PET
Student´s Book. Cambridge: CUP. 2

6 (S2)
Brehm, J. Targeting the Source text: a Coursebook in English for Translator
Trainees. Publicacions Universitat Jaume I.

May, P. & Thomas, A. Complete PET
Workbook. Cambridge: CUP.
EGP
General contents and competences.

Vince, M. Advanced Language Practice. English Grammar and Vocabulary.
3rd Edition. With Key. Ed.: Macmillan.
ESP
Although the competences are not very specific, there is a specific
coursebook of English for translator trainees.

Yes (S4)

S stands for semester. Therefore, S1 stands for semester 1 (i.e. first semester of year 1), S2 stands for semester 2 (i.e. second semester of year 1), S3 stands for semester 3
(i.e. first semester of year 2), etc.
2
Note that all the references included in these tables have been literally copied from the syllabi.

Table 28. Universidad de Alcalá’s degree datasheet.
UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS

Universidad de Alcalá
Grado en Lenguas Modernas y Traducción
Inglés I
Inglés II
8 (S1)
8 (S2)
Global Advanced Coursebook. Macmillan. Lindsay
Clandfield and Amanda Jeffries and Rebecca Robb
Benne and Michael Vince
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LINGUISTICS
COURSE

EGP
Yes (S3)

EGP

Inglés Académico

Inglés III

Inglés IV

6 (S2)
Smalzer, William R.
Write to Be Read.
Reading, Reflection,
and Writing. 2nd ed.
Cambridge:
Cambridge University
Press, 2006.

8 (S3)
Roach, Peter (2009)
English Phonetics and
Phonology:
A
Practical Course. 4th
ed. Cambridge: C.U.P.
Jones,
D.
(2011)
Cambridge
English
Pronouncing
Dictionary, 18th ed.
rev. by P. Roach, J.
Setter & J. Esling.
Cambridge: CUP.
EGP

8 (S4)
Bauer, Laurie. 1983.
English
WordFormation. Cambridge:
Cambridge University
Press.
Downing, Angela and
Philip Locke. 2006.
English Grammar: A
University
Course.
London: Routledge, 2nd
edition.

EGP

EGP

Table 29. Universidad Autónoma de Madrid’s degree datasheet.
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UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME

Universidad Autónoma de Madrid
Grado en Traducción e Interpretación
Inglés
y Inglés
y Inglés y Civilización B3: Inglés
Civilización
Civilización B2:
B1: Inglés
Inglés

Inglés y Civilización B4: Inglés

CREDIT VALUE
MATERIALS

6 (S1)
6 (S2)
Aarts, F. and Aarts, J. (1988).
English Syntactic Structures,
London: Prentice Hall.
Hill, S. and Bradford, W. (2000).
Bilingual Grammar of EnglishSpanish Syntax. New York:
University Press of America.
Huddleston, R. and Pullum, G.K.
(2002). The Cambridge Grammar
of
the
English
Language.
Cambridge:
Cambridge
University Press.
Katamba, F. (1993). Morphology,
New York: Palgrave.
Mott, B. (1996). A Course in
Semantics and Translation for
Spanish Learners of English.
Barcelona: EUB.

6 (S4)
6 (S5)
Bryson, Bill. Made in America:
An Informal History of the
English Language in the United
States. New York: Perennial,
2001.
Crowther,
Jonathan.
Oxford
Guide to British and American
Culture (New Edition). Oxford:
Oxford University Press, 2005.
Johnson, Paul. A History of the
American People. New York:
Harper Perennial, 1999. MacNeil,
Robert and Cran, William. Do
You Speak American? New York:
Doubleday, 2005. Reynolds,
David. America, Empire of
Liberty: A New History of the
United States. New York: Basic

6 (S3)
Fox, Kate. Watching the
English: The Hidden Rules of
English Behaviour. London:
Hodder & Stoughton, 2005.
Crowther, Jonathan. Oxford
Guide to British and American
Culture (New Edition). Oxford:
Oxford University Press, 2005.
Marr, Andrew. The History of
Modern Britain. London: Pan,
2009.
Oakland, John. Contemporary
Britain. London: Routledge,
2001.
Paxman, Jeremy. The English:
A Portrait of A People. New
York: The Overlook Press,
2000.

Inglés y Civilización
B5: Inglés

APPROACH
OBSERVATIONS

Trask, R.L. (1993). A Dictionary
of Grammatical Terms in
Linguistics. London/New York:
Routledge.
Whitley,
M.S.
(2002)
Spanish/English Contrasts: A
Course in Spanish Linguistics.
Washington:
Georgetown
University Press.
EGP
EGP
The languages
are studied from
a
contrastive
viewpoint.
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COURSE

Yes (S1 and S3)

Wilson, A.N. Our
London: Arrow, 2009

EGP
Socio-cultural
tackled

aspects

Time. Books, 2011. Smith, Patrick.
Time No Longer: Americans
After the American Generation
.New York: Yale University
Press, 2013.

EGP
are Socio-cultural aspects are tackled

EGP
This course deals with
academic
writing.
Reference books of
grammar
and
vocabulary
are
recommended.

Table 30. Universidad Complutense de Madrid’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
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APPROACH
LINGUISTICS
COURSE

Universidad Complutense de Madrid
Grado en Traducción e Interpretación
Fundamentos Teóricos y Prácticos para la Comprensión y
la Expresión Oral
6 (S1)
Oral skills.
Materials have been compiled by teachers but their
contents are not specific.
Grammar and vocabulary reference books are
recommended.
EGP
No

Fundamentos Teóricos y Prácticos para la Comprensión y la
Expresión Escrita
6 (S2)
Written skills.
Materials have been compiled by teachers but their contents are not
specific.
Grammar and vocabulary reference books are recommended.
EGP

Table 31. Universidad Europea de Madrid’s degree datasheet.
UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
LINGUISTICS
COURSE

Universidad Europea de Madrid
Grado en Traducción y Comunicación Intercultural
Lengua B
Lengua B 2

6 (S1)
6 (S2)
6 (S3)
3
n/a . Competences reflect a GELT approach at completing a C2 level according to the CEFR.
EGP
EGP
EGP
No
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Lengua B 3

Information not available.

Tabla 32. Universidad Pontifica de Comillas’ degree datasheet.
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UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
LINGUISTICS
COURSE

Universidad Pontificia de Comillas
Grado en Traducción e Interpretación y Bachelor in Global Communication
Comunicación estratégica en Inglés I
Técnicas de expresión oral y escrita B

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
LINGUISTICS
COURSE

Universidad Pontificia de Comillas
Grado en Traducción e Interpretación y Diploma en Tercera Lengua Extranjera
Lengua B
Técnicas de expresión oral y escrita B
Lengua y Cultura B

10 (S1 y S2)
n/a
n/a
No

9 (S1 y S2)
6 (S3)
n/a
n/a
n/a
n/a
Yes, but it is not compulsory.

6 (S3)
n/a
n/a

Lengua y cultura B
6 (S4)
n/a
n/a

6 (S4)
n/a
n/a

Lengua Aplicada B
3 (S5)
n/a
n/a

Table 33. Universidad de Córdoba’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
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APPROACH
OBSERVATIONS
LINGUISTICS
COURSE

Universidad de Córdoba
Grado en Traducción e Interpretación
Lengua B I

Lengua B II

Lengua B III

Lengua B IV

6 (S1)
6 (S2)
6 (S3)
6 (S4)
Redston, Chris and Cunningham, Gillie. Redston, C., & Cunningham, Coursebook:
Face2Face. Upper-Intermediate. Student's Book. G.
face2face
Upper Jones, C., Bastow, T & Jeffries, A. (2010).
Cambridge: CUP, 2009.
Intermediate Student's Book, New Inside Out Advanced. Oxford:
Tims, Nicholas and Bell, Jan. Face2Face. 2nd ed. Cambridge: C.U.P., Macmillan.
Workbook: Jones, C., Hird, J. & Stannard, R.
Upper-Intermediate Workbook. Cambridge: 2009.
Tims, N., & Bell, J. face2face (2010). New Inside Out Advanced. Oxford:
CUP, 2007.
Huddleston, Rodney and Pullum, Geoffrey K., Upper
Intermediate Macmillan.
A Student's Introduction to English Grammar, Workbook. Cambridge: C.U.P,
2007.
Cambridge: CUP, 2005.
Hancock, Mark. English Pronunciation in Use.
Cambridge: CUP, 2003.
Murphy, Raymond. English Grammar in Use.
Cambridge: CUP, 2004.
EGP
EGP
EGP
EGP
Apart from the coursebook, these courses suggest the use of complementary sources such as grammar and vocabulary reference
books.
Yes (S1)

Table 34. Universidad de Granada’s degree datasheet.
UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS

Universidad de Granada
Grado en Traducción e Interpretación
Lengua B1
Lengua B2
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12 (S1)
Eastwood, J. (2006)
Oxford
Practice
Grammar.
Intermediate.
Oxford.
Kerr, P. and C.
Jones
(2007)
Straightforward.
Upper Intermediate.
Student’s
book.
Macmillan.
Vince, M. (2003)
Advanced
Language Practice.
Macmillan.

6 (S2)
NORRIS, R. (2008)
Straightforward.
Advanced.
Student’s book.
Macmillan.

Lengua B3

6 (S3)
BEX, T. (1996) Variety in written
English. texts in society, societies in
text. London and New York: Routledge.
BEARD, A. (2000) The Language of
Politics. London and New York:
Routledge.
COOK, G. (1992) The Discourse of
MANN, M. and S.
Advertising. London: Routledge.
TAYLORE
CRYSTAL, D. (1995) The Cambridge
KNOWLES (2008) Encyclopedia of the English language.
Destination C1 &
Cambridge: Cambridge University
Press.
C2. Grammar and
JONES, L. and ALEXANDER, R.
Vocabulary.
(1996) New international business
Macmillan.
English. Cambridge: Cambridge
University
Press.
Lectura
QUIRK, R., GREENBAUM S., LEECH
complementaria a
G., and SVARTVIK J. (1985) A
especificar
al Comprehensive Grammar of the English
comienzo del curso. Language. Longman, Harcourt.
REAH, D. (1998). The language of
newspapers. London & New York:
Routledge.
SWALES, J. (1990) Genre Analysis.

Lengua B4
6 (S4)
ALAMEDA-HERNÁNDEZ, A. and
FERNÁNDEZ-SANTIAGO, M. (2014)
Uses and Varieties of the English
Language. Granada: AVICAM.
AUSTIN, J.L. (1962) How to do things
with words. Oxford: Clarendon Press.
BIBER, D. (1995) Dimensions of Register
Variation. Cambridge.
BOLINGER, D. (1980) Language, the
Loaded Weapon: the Use and Abuse of
Language Today. Longman.
BRUTT-GRIFFLER, J. (2002) World
English: A study of its development.
Clevedon: Multilingual Matters.
CRYSTAL, D. (1995) The Cambridge
Encyclopedia of the English Language.

English in Academic and Research
Settings. Cambridge: Cambridge
University Press.
TRIMBLE, L. (1985) English for
science and technology. A Discourse
Approach. Cambridge: Cambridge
University Press.
WODAK, R. (1998) Language, power
and ideology. Amsterdam: John
Benjamins.

Cambridge.
DUDLEY-EVANS, A. (1998)
Developments in English for Specific
Purposes: a multidisciplinary approach.
Cambridge.
GHADESSY, M. (ed.) (1993) Register
analysis. Theory and practice. London:
Pinter Publishers.
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GRADDOL, D. R. LEITH and J.
SWANN. 1996. English. History,
diversity and change. London and New
York:
Routledge/Open University.
MCARTHUR, T. (1998) The English
languages. Cambridge: CUP
MILROY, J. (ed.) (1992) Linguistic
Variation and Change. Oxford.
QUIRK, R., GREENBAUM, S., LEECH,
G. and SVARTVIK, J. (1985) A
Comprehensive Grammar of the English
Language. Longman, Harcourt.
WODAK, R. (1998) Language, Power

APPROACH
OBSERVATIONS

LINGUISTICS
COURSE

EGP

EGP

and
Ideology.
Amsterdam:
John
Benjamins.
ESP
ESP
This course uses materials that tackle This course uses materials that tackle
text typologies and their linguistic English varieties in terms of both
features and different varieties of diastratic,
diaphasic
and
diatopic
English in terms of fields of knowledge. variation. It also addresses pragmatics,
irony, metaphor, speech acts, and cultural
references.

Yes (S3)

Table 35. Universidad de Málaga’s degree datasheet.
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UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
LINGUISTICS
COURSE

Universidad de Málaga
Grado en Traducción e Interpretación
Lengua y Cultura “B” Lengua y Cultura “B”
aplicados a la Traducción e aplicados a la Traducción e
Interpretación (I)
Interpretación (II)
9 (S1)
9 (S2)
n/a
n/a
n/a
n/a
Yes (S1)

Lengua y Cultura “B”
aplicados a la Traducción e
Interpretación (III)
6 (S3)
n/a
n/a

Lengua y Cultura “B” aplicados a
la Traducción e Interpretación (IV)
6 (S4)
n/a
n/a

Table 36. Universidad Pablo de Olavide’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
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APPROACH
OBSERVATIONS

LINGUISTICS
COURSE

Universidad Pablo de Olavide
Grado en Traducción e Interpretación
Lengua B (I): Inglés
Lengua B (II): Inglés
9 (S1)
Gude, K y Stephens, M. CAE
Result! Student’s Book. OUP.
2008.
Gude, K. CAE Result! Workbook
Resource Pack with Key and
MultiRom. OUP. 2008.
EGP
This course aims at completing a
B2 level according to the CEFR.

Yes (S1)

Lengua B (III): Inglés

Lengua B (IV): Inglés

6 (S2)

6 (S3)
6 (S4)
Norris, Roy & Amanda READY FOR ADVANCED.
French. Ready for Advanced Coursebook with key. 3rd
Coursebook.
2014, edition. By Roy Norris and
Macmillan.
Amanda French. MacMillan.

n/a
This course aims at
completing a B2+ level
according to the CEFR.
It
also
suggests
complementary books
on
grammar,
vocabulary,
and
pronunciation.

EGP
EGP
These courses aim at completing a C1 level according to the
CEFR. They also suggest complementary grammar reference
books.

Table 37. Universidad de Alicante’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS

APPROACH
OBSERVATIONS
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LINGUISTICS
COURSE

Universidad de Alicante
Grado en Traducción e Interpretación
Lengua B (I): Inglés
6 (S1)
Brook-Hart, G. & Haines, S. (2015).
Complete Advanced: Student’s book.
Cambridge: CUP.
EGP
This course aims at completing a B2
level according to the CEFR. It also
includes references on pronunciation
and Academic English.
Yes (S1)

Lengua B (II): Inglés

Lengua B (III): Inglés

6 (S2)
Soars, L. & Soars, L. (2014). New
Headway Upper-intermediate. Student’s
book. Oxford: OUP.
EGP
This course aims at completing a B2
level according to the CEFR. It also
includes references on pronunciation
and Academic English.

6 (S3)

n/a
This course includes English-Spanish
constrastive anlaysis at the lexical and
morphosyntactic levels.

Table 38. Universitat Jaume I’s degree datasheet.
UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS

Universitat Jaume I
Grado en Traducción e Interpretación
Lengua B para Traductores e Intérpretes I

Lengua B para Traductores e Intérpretes II

6 (S1)
6 (S2)
Bell, J. & Gower, R. First Certificate Expert Coursebook 2012. Pearson-Longman.
McCarthy, M., & O'Dell, F. 2012. English Vocabulary in Use. Upper-intermediate. New edition. Cambridge: Cambridge
University Press.
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APPROACH
OBSERVATIONS
LINGUISTICS
COURSE

EGP
EGP
This course aims at completing B2.1 level according to the This course aims at completing B2.2 level according to the
CEFR.
CEFR.
Yes

Table 39. Universitat de València’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
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APPROACH
OBSERVATIONS 4
LINGUISTICS
COURSE

4

Universitat de València
Grado en Traducción y Mediación Interlingüística
Lengua inglesa 1
Lengua inglesa 2
Lengua inglesa Lengua inglesa 4
Lengua inglesa 5
Lengua inglesa 6
3
6 (S1)
6 (S2)
6 (S3)
6 (S4)
6 (S5)
6 (S6)
Brook-Hart, Guy. 2014. Complete First Brook-Hart, Guy & Simon Haines. Doff, Adrian & Ben Goldstein Miguel Ángel
(Second Edition). Students Book with 2014.
Complete
Advanced. Meroño
Mercader.
English
Unlimited.
Answers. Cambridge: CUP.
Students Book with Answers. Cambridge: CUP.
Goldstein, Ben & Maggie Baigent Miguel Ángel
Thomas, Barbara and Amanda Cambridge: CUP.
Thomas. 2014. Complete First (Second Matthews, Laura and Barbara Meroño
Mercader.
English
Unlimited.
Edition). Workbook with Answers. Thomas.
2014.
Complete Cambridge: CUP.
Cambridge: CUP.
Advanced.
Workbook
with
Answers. Cambridge: CUP.
EGP
EGP
EGP
EGP
EGP
EGP
These courses aim at completing B2 These courses aim at completing C1 level according to the CEFR. Grammar and
level according to the CEFR.
vocabulary reference books are recommended.
Yes (S2). There are also two more courses addressing pragmatics and contrastive linguistics, respectively, but these are not
compulsory.

It is important to mention that the syllabi specificy that these subjects are the same as those taught in the English Studies undergraduate programme.

Table 40. Universidad Europea del Atlántico’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
LINGUISTICS
COURSE

Universidad Europea del Atlántico
Grado en Traducción e Interpretación
Inglés I
Inglés II
6 (S1)
n/a
n/a
Yes (S3)

6 (S2)
n/a
n/a

Inglés III

Inglés IV

6 (S3)
n/a
n/a

6 (S4)
n/a
n/a
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Table 41. Universidad de Salamanca’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
OBSERVATIONS
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LINGUISTICS
COURSE

Universidad de Salamanca
Grado en Traducción e Interpretación
Primera Lengua Extranjera I: Inglés

Primera Lengua Extranjera I: Inglés

6 (S1)
6 (S2)
Capel, Annette y Wendy Sharpe, Objective Proficiency Student’s Book without answers, CUP.
Plus complementary materials designed by teachers.
EGP
EGP
These courses aim at completing a C2 level according to the CEFR. They address discursive aspects such as cohesion, coherence,
and oral vs. written language.
Yes (S1)

Table 42. Universidad de Valladolid’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
LINGUISTICS
COURSE

Universidad de Valladolid
Grado en Traducción e Interpretación
Lengua B1 (Inglés)
6 (S1)
n/a
n/a
Yes (S3)

Lengua B2 Lengua B3 (Inglés)
(Inglés)
6 (S2)
6 (S3)
n/a
n/a
n/a
n/a

Lengua B4 (Inglés)
6 (S4)
n/a
n/a
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Table 43. Universidad San Jorge’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS

APPROACH
OBSERVATIONS
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LINGUISTICS
COURSE

Universidad San Jorge
Grado en Traducción y Comunicación Intercultural
Language B (English) I
6 (S1)
ORWELL, George. Nineteen Eighty-four. Gungay: Pinguin Books, 1987.
RAYMOND, Murphy. English grammar in use. Cambridge University Press,
2004
EGP
This course aims at completing a B2 level according to the CEFR. A coursebook
and a grammar reference book run the course.
Yes (S4)

Language B (English) I
6 (S2)

n/a
This course aims at completing a C1 level
according to the CEFR. Grammar and
vocabulary reference books are suggested.

Table 44. Universidade de Vigo’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
LINGUISTICS
COURSE

Universidade de Vigo
Grao en Traducción e Interpretación
Idioma I, 1
Idioma I, 2
(S1)
n/a
n/a
No

(S2)
n/a
n/a

Idioma I, 3

Idioma I, 4

(S3)
n/a
n/a

(S4)
n/a
n/a
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Table 45. Universidad de Murcia’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
OBSERVATIONS

209

LINGUISTICS
COURSE

Universidad de Murcia
Grado en Traducción e Interpretación
Lengua B I (Inglés)
Lengua B II (Inglés)
6 (S1)
6 (S2)
Latham-Koenig, C. & Oxenden, C. (2014). English file.
Upper-intermediate. Cambridge: CUP.
EGP
EGP
These courses aim at completing a B2 level according to the
CEFR. They also suggest complementary books on
grammar and vocabulary.
Yes (S1)

Lengua B III (Inglés)

Lengua B IV (Inglés)

6 (S3)
6 (S4)
O’Dell, F. & Broadhead, A. (2012). Objective Advanced.
Cambridge: CUP.
EGP
EGP
These courses aim at completing a C1 level according to the
CEFR. A coursebook and a grammar reference book run the
courses.

Table 46. Universidad del País Vasco’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS
APPROACH
OBSERVATIONS
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LINGUISTICS
COURSE

Universidad del País Vasco
Grado en Traducción e Interpretación
Lengua B I
Lengua B II

Lengua B III

6 (S1)
6 (S2)
6 (S3)
Grammar and vocabulary reference books are recommended.
EGP
EGP
EGP
This course aims at completing a C1 This course aims at completing a
level according to the CEFR. C2 level according to the CEFR.
Grammar and vocabulary reference Grammar and vocabulary reference
books are recommended.
books are recommended, and it
states “task-based exercises that
aim to reinforce the strategies
needed to pass official language
tests of this level.”
Yes (S1 and S2)

Lengua B IV
6 (S4)
EGP
This course aims at completing a C2 level
according to the CEFR.
Grammar and
vocabulary reference books are recommended,
and audiovisual material from the BBC and
other sources ais used.

Table 47. Universidad de las Palmas de Gran Canaria’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS

APPROACH
OBSERVATIONS
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LINGUISTICS
COURSE

Universidad de las Palmas de Gran Canaria
Grado en Traducción e Interpretación
Lengua B I Inglés
Lengua B II Inglés
6 (S1)
6 (S2)
Clandfield, L. & Robb, R. (2011). Global UpperIntermediate. Oxford: Macmillan.
Grammar and vocabulary reference books are also
recommended.
EGP
EGP
These course aims at completing the B2 level according
to the CEFR.

Yes (S1)

Lengua B III Inglés

Lengua B IV Inglés

6 (S3)
Grammar
and
vocabulary
reference
books
are
recommended.

12 (S4)
Grammar and vocabulary reference
books are recommended. Specialised
dictionaries are also suggested.

EGP

ESP
Discursive and contrastive aspects
are addressed. Text typologies from
different fields of expertise are also
tackled.

Table 48. Universitat de Vic’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME
CREDIT VALUE
MATERIALS

212

APPROACH
OBSERVATIONS
LINGUISTICS
COURSE

Universitat de Vic
Grado en Traducción e Interpretación
Lengua B I
Lengua B II

Lengua B III

Lengua B IV

6 (S1)
6 (S2)
6 (S3)
12 (S4)
Cunningham, Gillie and Jan Bell (with Chris Redston). 2009. Grammar and reference books are recommended.
Face2face (Advanced Student’s Book, with CD-ROM).
Cambridge: Cambridge University Press.
Gower, Roger. 2005. Grammar in practice 5 (Intermediate to
upper-intermediate). Cambridge: Cambridge University Press.
EGP
EGP
EGP
EGP
The competences of these courses aim at completing an intermediate level of English.
No

Table 49. Universitat Autònoma de Barcelona’s degree datasheet.
UNIVERSITY
DEGREE NAME
LENGUA B COURSE
NAME

CREDIT VALUE
MATERIALS
APPROACH
OBSERVATIONS

213
LINGUISTICS
COURSE

Universitat Autònoma de Barcelona
Grado en Traducción e Interpretación
Idioma
B
para Idioma B para Traductores Idioma
B
Traductores
e e Intérpretes 2
Traductores
Intérpretes 1
Intérpretes 3

para Idioma B para Traductores e Intérpretes
e 4

6 (S1)
6 (S2)
6 (S3)
Grammar and vocabulary reference books are recommended.
ESP
ESP
ESP
This course aims at This course aims at This course aims at
completing a B2.1 level completing a B2.2 level completing a B2.4
according to the CEFR. according to the CEFR.
level according to the
Contents deal with the Contents deal with the four CEFR.
four language skills language skills applied to Contents deal with
applied to translation. translation.
Contrastive sociolinguistics and
Contrastive analysis is analysis is also addressed.
pragmatics aspects.
also addressed.
No

12 (S4)
ESP
This course aims at completing a C1.1
level according to the CEFR.
Contents deal with sociolinguistics and
discursive and contrastive aspects

Table 50. Universitat Pompeu Fabra’s degree datasheet.

UNIVERSITY
DEGREE NAME
LENGUA B
COURSE NAME

Universitat Pompeu Fabra
Grado en Traducción e Interpretación
Idioma 1 Idioma
2 Idioma 3 (inglés)
(inglés)
(inglés)

CREDIT VALUE

4 (year 1, 4 (year 1, 2nd 4 (year 1, 3rd 4 (year 1, 3rd
2nd term)
term)
term)
term)
Grammar and vocabulary reference books are recommended.
EGP
EGP
EGP
EGP
Contents deal with an These courses aim at completing a B2
introduction to morphosyntax level according to the CEFR.
and sociolinguistics.
Sociocultural
aspects
are
also
addressed. Grammar and vocabulary
reference books are recommended.
rd
Yes (year 2, 3 term)

MATERIALS
APPROACH
OBSERVATIONS
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LINGUISTICS
COURSE

Idioma 4 (inglés)

Idioma 5 (inglés)

Idioma 6 (inglés)

8 (year 2, 3rd term)

8 (year 2, 3rd term)

ESP
ESP
Contrastive, discursive and cultural aspects are
addressed. Grammar and vocabulary reference
books are recommended.

José Andrés Carrasco Flores

5.1.3. Discussion of results

The total number of universities offering a degree in Translation and Interpreting (or the
like) comes to 24, although there are 25 degrees due to the fact that the Universidad
Pontificia de Comillas offers two degrees (one specialising in global communication
and the other on a third foreign language). The total sum of language courses is 93.
Following this, from a quantative perspective, the data compiled in the datasheets
yielded the following results:

6; 24%
Yes
19; 76%

No

Figure 19. Number of Translation and Interpreting degrees offering a(n) (Applied) Linguistics
course in Spain.

Out of these 25 degrees, 19 (76 %) offer a(n) (Applied) Linguistics course,
which indicates that overall universities are aware of the fact that explicit linguistic
knowledge is essential for developing TC. Most degrees are concerned with developing
linguistic knowledge out of the language courses per se, where the main focus is on
developing language skills implicitly and thus more often than not explicit knowledge is
neglected. A balance between explicit and implicit linguistic knowledge is desirable, for
we should not solely foster language skills in order to communicate efficiently, but also
teach how language may be analysed in order to make communication more effective
and ensure that appropriate translations are satisfactorily achieved. After all, as
addressed elsewhere, translation is an activity between languages and thus finds many
explanations at the linguistic level.
As regards the place that universities occupy on the EGP-ESP continuum, the
following results were obtained:
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1; 4%

4; 16%

7; 28%

Only ESP
EGP and ESP
Only EGP

13; 52%

n/a

Figure 20. The EGP-ESP continuum of English language courses in Translation and Interpreting
undergraduate programmes in Spain.

As can be observed from Figure 20, out of the 25 degrees, only one does actually
offer a whole ESP training: the Universitat Autònoma de Barcelona. Another rather
limited number of universities (16 %) combines EGP and ESP approaches to language
teaching. On the other hand, a somewhat high number of universities (52 %) only relies
on EGP materials. We can notice that number of n/a could yield results that could give a
completely different picture of the scenario; however, even if these universities were all
to be added to either of the other two groups –only ESP or both EGP and ESP–, the
results would still be that a higher number of universities rely solely on EGP
approaches. Moreover, the analysis of the datasheets reveals that most of these courses
are not ESP-oriented in that most contents and competences are rather general and
official examinations-oriented. In this sense, it can be concluded that most universities
train students following an EGP approach, which, as the literature posits, is not
recommendable for translation purposes.
From a more qualitative viewpoint, we can observe that the high percentage of
degrees that only offer EGP courses points to lack of awareness when it comes to the
specificities of this language training. In fact, although numerous courses recommend
extra materials dealing with grammar and vocabulary, we can see that most of them are
exclusively based upon the CEF. The guidelines offered by this framework are not
inappropriate per se; however, if they are not adapted to the translation scenario, they
remain too superficial for the translator’s needs.
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Among the universities that appear to show some kind of awareness of this
specific approach, we can highlight: Universitat Autònoma de Barcelona (UAB),
Universidad Alfonso X el Sabio (UAX), Universidad de Granada (UGR), Universidad
de Las Palmas de Gran Canaria (ULPGC), and Universitat Pompeu Fabra (UPF). It can
be observed that most of the language courses offered at these universities also deal
with cultural, contrastive, discursive, pragmatic, and sociolinguistic aspects.
The case of the UAB is a special one since it is the only university that offers an
entire ESP programme. Unfortunately, its syllabi do not specify any materials; they only
refer to grammar and reference books. What these documents do do is signal that
special attention is paid to contrastive anlaysis and that their students start with a B2.1
level according to the CEF (in Lengua B I) and finish with a C1.1 according to the CEF
(in Lengua B IV). Accordingly, it can be observed that the way this university addresses
language training corresponds –for the most part– to the guidelines offered by the
literature. First, it starts with a B2 level, thus departing from students’ previous
knowledge of the language, and then increases up to the C1.1 level in the last course,
where more aspects dealing with prgamatics are tackled. Moreover, since all courses
pay attention to contrastive aspects of the language pair, students can develop their
contrastive awareness and linguistics-applied-to-translation skills.
The other four universities begin by offering general language training and then
proceed to providing ESP training. In the first years, these universities use standardised
coursebooks in their English language courses, and in the last courses more ESP-like
contents and objectives are pursued by means of specific or adapted materials.
As mentioned elsewhere, English language training for translator trainees should
begin with a general approach so that students depart from previous knowledge and
develop a satisfactory competence in the foreign language. Then they should follow a
more ESP approach in which more specific objectives are pursued so that they develop
their communicative competence in accordance with their future needs (Berenguer,
1997; Cruz García & Mulligan, 2004; Cerezo Herrero, 2015 among others). According
to this, the most adequate contexts to be analysed are the ones found at the UAX, the
UGR, the ULPGC, and the UPF. I believe that it would also be worth anlaysing the
situation of the AUB; however, as I mentioned above, the syllabi do not seem to provide
clear guidelines or specify the materials that they use, thus making its evaluation
unfeasible.
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Clandfield, L. & Robb, R. (2011). Global Upper- The last course uses grammar and vocabulary
Intermediate. Oxford: Macmillan.
reference books as well as specialized dictionaries.
Contents and objectives address discursive and
contrastive aspects of English and Spanish, and
different fields of expertise are addressed.

Materials only include grammar and vocabulary No specific materials are specified, but contrastive,
reference books. Contents also deal with an discursive and cultural aspects are addressed by means
introduction to morphosyntax, sociolinguistics and of grammar and vocabulary reference books.
sociocultural aspects.

ULPGC

UPF

Norris, R. (2008) Straightforward.
Student’s book. Macmillan.

Books on English sociolinguistics, discourse analysis,
text types, English for business, and science and
technology. Thus, contents are established according to
Advanced. all the previous materials.

Kerr, P. and C. Jones (2007) Straightforward. Upper
Intermediate. Student’s book. Macmillan.

UGR

(ESP)

(EGP)

Heydermand, E. & May, P. Complete PET Student´s Brehm, J. Targeting the Source text: a Coursebook in
Book. Cambridge: CUP.
English for Translator Trainees. Publicacions
Universitat
Jaume
I.
May, P. & Thomas, A. Complete PET Workbook.
Cambridge: CUP.

Final courses

First courses

UAX

Universitity

Table 51. ELT materials at the universities that combine EGP and ESP training.

No

No

No

Yes

(available)

Specific ESP materials

José Andrés Carrasco Flores

As can be observed from Table 51, at the UGR, firstly language training is
general, but it becomes more specific as materials in the last courses deal with text
typologies and their linguistic features, varieties of English, pragmatic aspects such as
speech acts and irony, and cultural factors affecting language. However, these aspects
are presented through general language materials. In the case of both the UPF and the
ULPGC, language training also begins with a more general approach by means of
standardised textbooks, and then becomes more specific as the courses progress.
Unfortunately for analytic purposes, there are no actual materials that provide operative
and evaluable activities. Rather language books are used in order to present the
contents.
In short, the UAX appears to be the perfect scenario for materials evaluation
since it is the only university that uses a tailor-made coursebook which has specifically
been designed to meet the translator trainees’ language needs. Therefore, an in-depth
content analysis of such a material needs to be conducted so as to verify that the
activities it includes do actually meet the identified needs.
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6
EVALUATION OF ENGLISH FOR
TRANSLATION AND INTERPRETING
MATERIALS
In the previous chapter I analysed all the degrees in Translation and Interpreting in
Spain in terms of the approach used in their English language (Lengua B) courses (EGP
vs. ESP) to provide a general overview of the teaching of this course in the Spanish
context. This anlaysis has showed that out of 24 universities and 25 undergraduate
programmes, only four universities seem to be actually concerned about their students’
language needs, the rest resorting solely to EGP materials. Three universities followed a
EGP-ESP approach, starting with general materials in the first courses and completing
the linguistic training with more especific ones, thus firstly fostering students’
communicative competence to upper-indertmediate/advanced levels and secondly
developing this competence to meet the needs of the translation scenario. Nonetheless,
out of those three, in only one (the UAX) were the ESP materials specificied and
available, thus this being the only context in which materials analysis is feasible. Thus,
the following section pursues to answer the third research question of this thesis:
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RQ3: Are the components identified in RQ1 (what does the translator’s communicative
competence consist of) reflected in ETI materials?

To do so, firstly the main tenets governing materials evaluation and its
methodological frameworks will be put forward.

6.1. ESP MATERIALS EVALUATION

This thesis is inserted in a context where ETI courses are already being taught, and thus
materials (either speficic or not) already exist. What remains to be explored, however, is
the degree of appropriateness of these materials according to the needs that have been
identified by the literature and my own framework. Nevertheless, evaluating teaching
materials is not only important for this thesis given the particular needs of the target
context, but also for any context given their impact on how courses run. Ellis and
Johnson (1994, p. 115) posit that this impact is demonstrated at the following three
levels:
− It “determines what kind of language the learners will be exposed to and, as a
consequence, the substance of what they will learn in terms of vocabulary,
structures, and functions”;
− It “has implications for the methods and techniques by which the learners will
learn”;
− “[T]he subject or content of the materials is an essential component of the
package from the point of view of relevance and motivation”.
Moreover, as Roberts (1996, p. 375) posits, “in many if not most foreign
language situations, commercially-produced materials, and pre-eminently amongst them
‘the textbook for the course’, represent the fundament on which teaching and learning
are based, or at least, may most conveniently be supported”. For this reason, when
selecting commercially available materials for an ESP course, “we should ascertain that
careful selection is made, and that the materials selected closely reflect the aims,
methods, and values of the teaching programme” (Cunningsworth, 1995, p. 7). In fact,
as Nunan (1991, p. 7) observes,
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the selection process can be greatly facilitated by the use of systematic materials
evaluation procedures which help ensure that materials are consistent with the needs
and interests of the learners they are intended to serve, as well as being in harmony with
institutional ideologies on the nature of language and learning.

This is precisely the context in which this thesis is set. Teaching materials
usually constitute the core of teaching programmes and are, in fact, the most visible
representation of what occurs in the class. In this sense, we need to evaluate the
aforementioned material for the following reasons: first, this evaluation will help
teachers or programme developers to make decisions on the selection of the appropriate
materials, i.e. make sure that the material that is going to be used (whether it has been
designed for such purposes and situation or not) meets the needs of the target situation;
and second, it will help the teacher familiarise with the potential weaknesses and
strengths (Sheldon, 1988), thus allowing them to compensate adapt the material,
compensate for possible deficiencies or focus on the most suitable content and
activities.

6.1.1. Types of and frameworks for materials evaluation

Before setting out further details, it is important to present the basic definition of what is
understood by materials, and also to establish the distinction between materials analysis
and materials evaluation. First of all, materials are anything which is used to help
language learning, e.g. coursebooks, CDs, and flashcards (Tomlinson, 1998), and any
type of realia (McGrath, 2002). Richards and Schmidt (2010, p. 354) gather all this by
referring to materials as

anything which can be used by teachers or learners to facilitate the learning of a
language. Materials may be linguistic, visual, auditory, or kinesthetic, and they may be
presented in print, audio or video form, on CD-ROMS, on the Internet or through live
performance or display.

At the most basic level, analysis is the process that leads up to an objective,
verifiable description; whereas evaluation involves making judgements. Thus, in its
simplest form, analysis seeks to discover what is there (Littlejohn, 1998), and
evaluation is more concerned with discovering whether what one is looking for is there,
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and if it is, to put a value on it (McGrath, 2002). The purpose of analysis, then, is to
provide descriptions, but these descriptions can be established at different levels.
Littlejohn (1998) suggests the following levels for textbook analysis:

Table 52. The three levels of textbook analysis (based on Littlejohn, 1998, pp. 195-202).
Level
1

2

3

Focus of analysis
‘what is there’

Examples of features to be considered
Publication date; intended users; type of material; classroom
time required; intended context of use; physical aspects, such
as durability, components, use of colour; the way the material
is divided up across components; how the student’s book is
organised, and how learners and teachers are helped to find
their way around
‘what is required of Tasks; what the learner has to do; whether their focus will be
users’
on form, meaning or both; what cognitive operations will be
required; what form of classroom organisation will be involved
(e.g. individual work, whole class); what medium will be
involved; who will be the source of language or information
‘what is implied’
Selection and sequencing of content (syllabus) and tasks;
distribution of information across teacher and student
components; reconsideration of information collected at levels
1 and 2

Materials evaluation, therefore, is considered any “procedure that involves
measuring the value (or potential value) of a set of materials (Tomlinson, 2003, p. 15).
Evaluation is “a matter of judging the fitness of something for a particular purpose”, and
there is “no absolute good or bad –only degrees of fitness for the required purpose”
(Hutchinson & Waters, 1987, p. 96).
Once the key terms have been explained, I shall proceed to discussing materials
evaluation in and for ESP course design. In the last few years, numerous attempts have
been made in order to systematise materials evaluation. Nonetheless, the chances of
maintaining evaluative consistency have proved it impossible, due to the fact that no
teaching/learning situations correspond exactly. As mentioned elsewhere, recent years
have witnessed a dramatic increase in the use of commercially produced foreign
language coursebooks as core teaching materials. However, Vičič (2010, p. 112) argues
that

[t]he decision on whether to use a readily available textbook or tailor-made materials is
primarily based on the learners’ subject area. If their subject area is more general, the
likelihood of finding suitable published materials is much higher. Accordingly, ESP
teachers will most often select suitable materials from existing printed materials.

Thus, while commercially produced materials can be valuable language learning
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resources, there is a risk of not doing what is best to promote learning. Accordingly,
evaluating and adapting activities will ensure their potential for learning, especially in
the case of ESP courses. Indeed, in the case of more specific subject areas, the most
widely accepted view is that ESP teachers should also first “question whether the
learners’ needs are significantly different from those of other groups” and, if possible,
select from existing printed materials and resort to writing materials “when all other
possibilities of providing materials have been exhausted” (Hutchinson and Waters,
1994, p. 125). In this respect, Vičič (2010, p. 113) maintains that tailor-made materials
provide students with activities that suit the specific needs of their future or current jobs
or, as Sheerin (1989, p. 25) points out: “[i]n-house produced material is extremely
valuable as it is inevitably more precisely geared to the needs of students than published
material”.
An evaluation of printed ESP materials serves to locate the materials that will
best suit the learners’ needs regarding their future or current work area (Vičič, 2010).
When it is the case that no suitable printed materials are found, these can serve as the
springboard for developing in-house, tailor-made materials. On the contrary, if materials
are found to be suitable, they still need to be evaluated in order to confirm that they
meet the ever changing learner needs. In this sense, materials analysis and materials
evaluation, rather than two different issues are the two poles in a continuum which goes
from descriptive, objective analysis to more in-depth, subjective judgements.
R. Ellis (1997) differentiates two types of materials evaluation: predictive
evaluation and retrospective evaluation, which can be equated to pre-use, in-use and
post-use evaluations, respectively (Cunningsworth, 1995). Predictive evaluation is
carried out to find out the potential performance of materials and make a decision as to
what materials should be used, whereas retrospective evaluation seeks to examine
materials that have already been used in order to establish “how successful learning
materials are” (McDonough & Shaw, 2003, p. 71). A brief review of the literature
relating to materials evaluation reveals that, to date, research has primarily focused on
predictive evaluation (Sari, Ülgü & Ünal, 2014). However, considering that most
teachers use already published materials, retrospective evaluation becomes an essential
element providing teachers with information regarding the strengths and weaknesses of
the used syllabus and activities. Besides, it also serves "as a means of testing the
validity of a predictive evaluation, and may point to ways in which the predictive
instruments can be improved for future use" (R. Ellis, 1997, p. 36-37).
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Another important aspect to consider when analysing and selecting materials for
an ESP course is that an ESP textbook must suit the needs of different stakeholders, i.e.
teachers, students, sponsors, etc. In this sense, it is important to decide which party is
the most important or rather which criteria are going to be used for the analysis, which
will not always meet all the stakeholders’ needs. To this respect, Ellis and Johnson
(1994, p. 115) highlight that “the selection of ESP materials should above all depend on
the needs of the learners in relation to their future or present jobs, i.e. materials should
focus on the appropriate topics and include tasks that practise the target skills”. This is
supported by Vičič (2010, p. 112), who maintains that “ESP is predominantly student
centred, and consequently students’ considerations should be at the top of the list of
selection criteria”. One last important criterion that should be taken into account when
selecting materials is students’ proficiency and the target level they will need to
communicate successfully in in their jobs (Vičič, 2010). Materials should then function
as a link between already learnt (i.e. existing knowledge) and new information
(Hutchinson & Waters, 1987). 69
Hutchinson and Waters (1987) assert that evaluation is basically a matching
process:
If this matching is to be done as objectively as possible, it is best to look at the needs
and solutions separately. In the final analysis, any choice will be made on subjective
grounds […] The danger is that, if subjective factors are allowed to influence judgement
too soon, it may blind you to possible useful alternatives (p. 97).

In this sense, considering that ESP textbooks have to suit the needs of a number
of parties (even though there appears to be agreement that students are the most
important one), it is important that these subjective factors, which will undoubtedly play
a part, do not obscure too much objectivity during the stages of evaluation.
Taking this into account, Hutchinson and Waters (1987) propose the following
four-step evaluation process 70 (see Figure 21):

69

This coincides with Berenguer (1997), Brehm and Hurtado (1999) and Cerezo Herrero (2013, 2015),
who maintain that training should consolidate and then expand students’ previous knowledge.
70
This model is transformed into a checklist in Hutchinson & Waters (1987, p. 99-104).
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Figure 21. The materials evaluation process (Hutchinson & Waters, 1987, p. 98).

1) Defining criteria: this stage includes questions such as On what bases will
you judge materials? or Which criteria will be more important?
2) Subjective analysis: at this stage, questions such as What realisations of the
criteria do you want in your course? are addressed.
3) Objective analysis: at this point, the question How does the material being
evaluated realise the criteria? is answered.
4) Matching: at this final stage, the researcher needs to answer the question
How far does the material match your needs?
As the authors explain, the first two stages are mainly concerned with
establishing the criteria upon which the evaluation will be carried out. The third stage
addresses how the material reflects the criteria established. And the final stage is
devoted to matching this reflection to the previously established criteria. Thus,
following the abovementioned distinction between analysis and evaluation, it is at this
stage that the evaluation is properly carried out, whereas the other correspond to the
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analysis.
Moving away from the objective-subjective dichotomy, McDonough and Shaw
(2003) suggest the following framework for evaluating materials, which takes account
of the external aspects of textbooks such as the organisation and layout of the content
and the intended audicence, the internal aspects such as activity sequencing and the
presentsation of the content, and an onverall evaluation which addresses usability and
adaptability:

Table 53. McDonough & Shaw’s (2003) model for textbook evaluation.
1

External evaluation

It examines the organization of materials stated by the
author or the publisher including claims made on the
cover page and information in introduction and table of
contents. This kind of evaluation gives information
about the intended audience, the proficiency level, the
context of use, presentation and organization of
materials, and authors' opinion about language and
methodology, use of audio-visual materials,
vocabulary list and index, cultural aspects, tests and
exercises included in the book.

2

Internal evaluation

In this evaluation, the following aspects are examined:

3

Overall evaluation

a) the presentation of the skills
b) the grading and sequence of the materials
c) authenticity or artificiality of the listening materials
d) authenticity or artificiality of the speaking materials
e) appropriateness of tests and materials
f) appropriateness of the materials for different
learning styles and claims made by the authors for self
study
At this stage, usability, generalisability, adaptability,
and flexibility factors are examined.

Whereas this framework appears more comprehensive, Hutchinson and Waters’
(1987) evaluation process arguably allows for more freedom when it comes to
establishing the criteria, for the model by McDonough and Shaw (2003) already
provides the bases upon which these will be stated. In this sense, it seems reasonable to
suggest that a combination of both would be desirable when elaborating a new
framework or checklist for materials evaluation.
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6.1.2. Methods of analysis in materials evaluation
Since the widespread adoption of commercially produced textbooks as core teaching
materials in the classroom (back in the 1980s), the number of publications dealing with
materials evaluation and methods of analysis have increased considerably (see Breen &
Candlin, 1987; Bryd, 2001; Cunningsworth, 1995; Daoud & Celce-Murcia, 1979; R.
Ellis, 1997; Harmer, 1991, 2001; McDonough & Shaw, 2003; McGrath, 2002; Skierso,
1991; Sheldon, 1988; Tomlinson, 2003, 2008; Ur, 1996; Williams, 1983 for example).
McGrath (2002) distinguishes three basic methods of textbook evaluation, namely the
impressionistic method, the in-depth method and the checklist method.
In McGrath’s (2002) words “[i]mpressionistic analysis is concerned to obtain a
general impression of the material” (p. 25). Further, as Cunningworth (1995) mentions,
impressionistic suggests a rather wide-ranging but relatively superficial analysis.
McGrath (2002, p. 25-26) clarifies that the impressionistic method consists basically in
reading the publisher’s brief description of the book on the back cover, glancing at the
contents page, and then skimming through the book looking at organisation topics,
layout and visuals. As can be inferred, this kind of analysis can be equated to
Littlejohn’s level 1 and therefore is somewhat incomplete in that it constitutes the sole
basis for textbook evaluation and selection.
The in-depth method is concerned with more specific features (Cunningsworth,
1995), with a close analysis of one or more extracts (Hutchinson, 1987), or with a
thorough examination of two units using predetermined questions (Johnson, 1986) 71.
While this method allows for exhaustive analyses, it also presents certain disadvantages,
which are summarised in McGrath (2002, p. 28):
− Representativeness of samples: the samples (e.g. exercises, lessons, units)
selected for analysis may not be representative of the book as a whole, and
this may therefore distort any judgement.
− Partiality: because in-depth analysis is normally narrowly focused (being
based either on a particular section of the material or one of more threads
running through it), it gives only a partial insight into what the material
offers.
− Time and expertise required: some proposals for in-depth evaluation would
involve a good deal of time; others require expert knowledge (e.g. of
71

In-depth techniques can be equated to Littlejohn’s (1998) levels 2 and 3.
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language description) that is not available. Though it can be argued that the
time spent on evaluation is well spent if a potentially unsuitable textbook is
rejected, there may be more economical ways of arriving at this decision.
The checklist method consists in providing a list of items which are ‘checked
off’ (or ticked) once their presence has been confirmed. Checklists may be quantitative
or qualitative. While qualitative checklists enable the teacher to evaluate the textbook
more in-depth, quantitative scales are more reliable and convenient to work with
(Mukundan, Hajimohammadi & Nimehchisalem, 2011). Compared to impressionistic
and in-depth evaluations, checklists have numerous advantages. For example, they are
systematic, comprehensive, cost and time effective, and the results are easy to
understand, replicate and compare (McGrath, 2002). Moreover, checklists allow for
both objective and subjective analysis 72. As for the disadvantages, pre-existing
checklists can become dated and the criteria used may not be transparent or based on
assumptions shared by everyone. In addition, checklists need constant tailoring to suit
every particular context, and this can involve much more than simply deleting checklist
items when inapplicable (McGrath, 2002).
For the reasons mentioned above, most frameworks have been checklist-based,
usually in the form of questions determining the extent to which the materials fulfill a
set of pre-established criteria (see Breen & Candlin, 1987; Bruder, 1978;
Cunningsworth, 1984, 1995; Cunningsworth & Kusel, 1991; Dougill, 1987; Driss,
2006; Garinger, 2001, 2002; Griffiths, 1995; Harmer, 1991; Haycraft, 1978; Hemsley,
1997; Hutchinson & Waters, 1987; Krug, 2002; Matthews, 1985; McDonough & Shaw,
2003; McGrath, 2002; Rahimy, 2007; Richards, 2001; Robinett, 1978; Rubdy, 2003;
Sheldon, 1988; Zabawa, 2001 for qualitative checklists; and Canado & Almagro, 2005;
Daoud & Celce-Murcia & 1979; Grant, 1987; Harmer, 1998; Litz, 2005; Miekley, 2005;
Peacock, 1997; Sheldon, 1988; Skierso, 1991; Tucker, 1978; Ur, 1996; Williams, 1983
for quantitative scales). Nevertheless, Cunningsworth (1995), who is clearly in favour
of checklists, still reminds us that detailed analysis of one or more units and close
analysis of the treatment of specific features is recommended.
One last aspect to consider when evaluating materials is the evaluation criteria.
As McGrath (2002) mentions, “[d]iscussions of evaluation criteria tend to be context
related”; however, Ur (1996) usefully differentiates between general criteria (i.e. the
72

Subjectivity in evaluation is discussed in detail in Tomlinson (2003).
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essential features of any good teaching-learning material) and specific (or context
related) criteria. Mukundan, Hajimohammadi & Nimehchisalem (2011, p. 22) posit that
“evaluative criteria of checklists should be chosen according to the learning-teaching
context and the specific needs of the learner and teacher”. Nonetheless, I agree with
Roberts (1996, p. 381) that “checklists in the literature should be regarded as illustrative
and suggestive only, and never as decretory”, for developing tailor-made and ad hoc
criteria is a way of guaranteeing that the instrument of analysis is looking exactly into
what is expected to be examined.
Finally, it is important to highlight that textbook research has been criticised for
its lack of theoretical and methodological rigour (Harwood, 2010, 2014; Tomlinson,
2012). As Harwood (2014) points out, many content analyses present few or no details
of coding procedures or reliability checks, “leaving open the possibility that they fail to
represent fairly the overall content and messages of the textbooks” (p. 10). One of the
scarce studies that does so is Matsuda (2002), who reports that to test the reliability of
the coding scheme of her analysis she trained another coder to analyse part of the
textbook and achieve inter-rater reliability. Accordingly, inter- and/or intra-rater
reliability tests are recommendable if results are to be ensured to be faithful to the actual
content of the textbook.

6.2. DESCRIPTION OF THE ETI MATERIAL UNDER ANALYSIS: BREHM
(2004)

Once the main tenets governing ESP materials evaluation have been addressed, I shall
proceed with describing in detail the material that will be analysed. It is a coursebook
that announces itself as "an outstanding culmination of (the) effort to meet the basic
needs of students on the initial stage of translator training insofar as the use of English
as a foreign language is concerned" (preface). It claims to have been designed in
keeping with students needs, i.e. providing a linguistic training that constitutes an
integral part of the development of students’ overall TC, which is different from other
educational settings such as philological studies or language schools.
Its title, Targeting the source text: A coursebook in English for Translator
Trainees, reflects its teaching philosophy insofar as it seeks to provide translation
students with specific skills to optimise their skills to interpret written English source
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language texts and build on their existing knowledge of vocabulary and grammar. Thus,
drawing on notions from translation theory, discourse analysis and contrastive
linguistics, this coursebook is meant to be used in the initial phase of translator training
(moving from an upper-intermediate to an advanced level) as a course in translation
oriented language learning in that it seeks to improve student’s mastery of English “not
only as an end in itself, but also as a means to a further end, namely that of helping
students to become better translators" (p. 10). Accordingly, this material does not
purport to prepare students for specialised translation or interpreting, or even for
translation per se, but to provide the foundations of appropriate skills to “achieve an in
depth understanding of written English source-language texts as a preliminary step in
general translation” (p. 13).
As can be observed, drawing on the idea that developing reading comprehension
and writing skills are the basic goals of foreign language training for apprentice
translators, this coursebook favours written skills, and more specifically reading, over
oral skills. In fact, it forwards that oral skills “are dealt with only indirectly, insofar as it
is assumed that the language used by teachers and students for classroom discussion
will be English” (Introduction). Moreover, upon the premise that “professional
translators most often translate from a foreign language into their native tongues”
(Introduction), the main focus of the coursebook is English as a source language which
is eminently approached in the written form. Nonetheless, it claims that “the knowledge
and skills obtainable from the book are also directly applicable to the use of English as a
target language" (p. 11).
The coursebook is organised according to four general goals which seek to
develop related and more specific subskills. These general goals are 1) Developing
reading comprehension skill; 2) Developing skill in written composition; 3) Developing
linguistic knowledge (focus on contrastivity); and 4) Using reference works. These
goals are developed throughout 15 units reflecting the aforementioned specific subskills
and related contents. These units are 1) Getting started; 2) Using reference works; 3)
Reading strategies; 4) Applying background knowledge to text interpretation; 5)
Grappling with grammar; 6) Lexical notions; 7) Questions of style; 8) Text types; 9)
Cohesion and coherence; 10) Genres; 11) Linguistic variation; 12) Intertextuality; 13)
Pragmatic factors; 14) Synthesizing meaning; 15) Integrating skills.
Each unit includes a series of activities which are presented in the form of
worksheets. Each worksheet contains a number of activities that are introduced by their
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corresponding instructions. Further, it is noticeable that the student’s book and the
teacher’s guide provide different pieces of information, the latter being more complete.
Other than the worksheets found within each unit and their corresponding answer keys,
the teacher’s guide provides explanations on key theoretical aspects at the very
beginning of each unit (e.g. in the unit Pragmatic factors, a brief account of speech acts
and implicatures is provided). Conversely, at the end of the student’s book we can find a
language information guide containing key aspects concerning grammar, punctuation,
capitalisation and word division.
Finally, the coursebook mentions that the selection of texts included in this
manual complies with the premise that students should be exposed to a variety of
authentic reading materials (i.e. realia) in an attempt to reflect the kind of texts with
which they will be expected to deal in real-life situations: newspaper and magazine
articles; dictionary and encyclopedia entries; excerpts from natural and social science
books; advertisements; recipes, etc.

6.3. STUDY 2: EXPLORING THE SKILLS, COMPETENCES AND TYPES OF
KNOWLEDGE IN ETI MATERIALS

6.3.1. Parameters of analysis and procedure
As discussed in section 6.1.1, checklists constitute a systematic, comprehensive, reliable
and cost- and time-effective method for materials evaluation. Accordingly, my research
method will be checklist-based. However, following Robert’s (1996) and McGraths’s
(2002) view that checklists need constant tailoring in that pre-existing ones can become
dated and may not look into the aspects that are relevant for other studies, I have
developed tailor-made and ad hoc criteria to avoid this limitation of checklists.
When deciding to choose qualitative or quantitative methods, Roberts (1996)
mentions that there is no guarantee that more care will be put into a qualitative rather
than a quantitative approach:
It may only take a second to put a "3" or a "4" against some criterion on a checklist
inviting numerical scores, but one would hope that the score was dutifully considered.
On the other hand, though it takes a little longer to write down, a response such as "The
layout and presentation are excellent" does not necessarily mean that the respondent has
thought about the matter carefully (Roberts, 1996, p. 384).
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The author also reminds that questions to be answered on a yes/no basis are not
qualitative questions at all, but quantitative in that answers can only be counted.
Whether choosing qualitative or quantitative methods depends on the context and the
object of analysis. However, “the default assumption should be that the more quickly
evaluators can respond to a checklist, the more willingly they will work” (Roberts,
1996, p. 384-385). Therefore, according to the author, quantitative methods of this type
are somewhat recommendable. In this sense, in this study I will use a mixed methods
approach in order to provide both quantitative and qualitative results which can yield
fruitful conclusions.
Following Criado, Sánchez and Cantos (2010) and Criado (2017), I will take
activities (as they appear in the coursebook) as the minimal units in which teaching
becomes operative. Therefore, they will constitute the object of analysis of this study.
The parameters and criteria that will be used in the checklist are the ones presented in
the framework in chapter 4. These are as follows:

Table 54. Parameters of analysis for ETI materials evaluation: skills, communicative
competences, types of knowledge, and other competences.

Language skills

Category

Component

Description

Sample activity

Reading (R) 73

Activities will qualify as reading
activities insofar as they ask
students to read a text to
understand and interpret its
message.

(245) 74 Worksheet 7: 3.
What do biogerontologists
study, and for what
purpose?

Writing (W)

Activities will be considered
writing activities as long as they
ask students to compose a stretch
of language (be it a paragraph or a
whole composition/essay) with an
intended purpose.

(127) Worksheet 21: Now,
use your six summary
sentences to compose a
cohesive and coherent
summary of text 17 as a
whole.

Listening (L)

Listening activities will be
considered those that ask students
to listen to a piece of information
transmitted orally and whose aim
is to understand and interpret its

(20)
Follow
the
instructions given you by
the teacher and scan the
charts below to quickly
find the correct answers to
the questions he/she asks

73

Activities in which oral or written texts are used as a pretext/context to study language forms will not
qualify as language skill activities
74
The number of the sample activities is provided as they appear in the analysis found in the appendix
section.
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message.

Speaking (S)

and get points for your
team.

Activities will qualify as speaking
activities insofar as they ask or
urge students to speak and transmit
a message, either in delivering a
whole speech or in interacting with
a partner.

(187)
Worksheet
2:
Imagine that you have just
received a parcel with the
letter below attached to it.
The parcel contained a
delicate porcelain vase
which belonged to your
recently
deceased
grandmother. It was of
great sentimental value to
you. Attached to the
parcel was the following
letter. Read the letter and
then go on to Worksheet 2,
below. Questions 1-4 are
for discussion. Question 5
is to be written.

Translator’s communicative competence

1. What would your initial
reaction
to
the
circumstances be, before
reading the letter? How
would you be feeling?
Would
you
be
contemplating taking any
kind of action? If so, what
kind of action?

Linguistic
(Ling)

Activities will develop linguistic
competence when they make
students focus on the different
levels of language as a system.
This involves general rules
governing
grammar,
pronunciation and spelling. As
for the lexicon of the language,
both lexical semantics and
compositional semantics will be
contemplated. This means that this
competence encompasses the
knowledge of different words
pertaining to the same semantic or
associate
field,
and
word
combinations exhibiting some
degree
of
fixedness
and
idiomaticity, i.e. phraseological
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(266) Worksheet 9: 1.
Suggest synonyms or
alternative formulations
for the following words
and phrases in bold type
in
the
text.
Your
suggestions must fit both
semantically
and
grammatically into the
surrounding text.
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Sociolinguistic
(Soc)

Activities
will
develop
sociolinguistic competence insofar
as they make students analyse or
use language considering any type
of variation. This includes different
registers and dialects and their
grammatical,
lexical
and
phonological features.

(163)
Worksheet
3:
Identify the origin of the
following ten text excerpts
as British or American.
Underline any words in
the texts which reveal
their
geographical
origins. Text 10.

Pragmatic
(Prag)

An activity will qualify as
developing pragmatic competence
as long as it makes students reflect
upon language in real context and
how we may use it for achieving
specific
purposes.
This
encompasses real language use,
speech acts and language
functions,
implicatures,
metaphors, metonymys, humour,
puns, etc.

(238) Worksheet 5: 3. Why
do you think the writer has
enclosed the term “fittest”
in inverted commas in
paragraph 1?

Discursive
(Dis)

Activities will develop this
competence insofar as they focus
on micro- and macro-features of
discourse, i.e. how discourse is
organised in terms of both layout
and linguistic features (e.g.
thematic progression). It is
inherently related to the specific
features of different text-types and
genres (professional texts such as
legal and scientific texts being
included here), and to the seven
standards of textuality: cohesion,
coherence,
intentionality,
acceptability,
informativity,
situationality, and intertextuality.
Within cohesion and coherence,
discourse elements such as
reference, ellipsis, substitution and
lexis are included.

(247) Worksheet 6: 2. Is
the text chiefly expository,
argumentative
or
instructive? (State the
main text type and sub
type it represents.)
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Activities will develop extra
linguistic knowledge when they
make students use or expand their
knowledge about the world, their
knowledge of the culture of the
language and/or their knowledge
of the subject matter of the text to
complete the task.

(174) Worksheet 2: In lists
A and B below, locate the
headlines which contain
intertextual
references
and identify the original
source of the reference if
you can.

Documentatio
n skills (Doc)

An activity will develop students’
documentation skills when they
ask students to use any type of
resources to complete the task,
e.g.
monolingual/bilingual
dictionaries or the Internet.

(10) Worksheet 3: Look up
the following words in
both a bilingual dictionary
and
a
monolingual
dictionary. Next, based on
the definitions you have
found, try to assign each
of the words to one of the
contexts provided.

Professional
skills (Prof)

Activities will increase students’
professional skills when they ask
students to work in group, make
decisions, edit texts, or become
(4) Taboo game.
acquainted with any steps of the
translation process.

Other translator’s competences

Extra
linguistic
knowledge
(Extra)

Type of knowledge

(81) Worksheet 4: Use
monolingual and bilingual
dictionaries to find the
meaning
of
the
abbreviations below, and
Activities will fall into this
list
them
in
the
category when they raise students’
corresponding spaces in
language awareness from a
the
column
marked
contrastive perspective.
“meaning”. Then add the
equivalent abbreviations
in your own language.

Declarative
(DEC)

Activities will be considered as
fostering
declarativisation
whenever they focus on any of the
items specified in FFI (Criado,
2016): involves the use of
metalanguage;
involves
analysing language; favours
formal accuracy; aims at
controlled input or output
based use of the language; entails
mechanical repetition; involves
the use of the L1; mostly triggers
individual work on the language;
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Worksheet
1:
Ambiguity, Absurdity. The
following sentences and
short texts, written by
native English speakers,
contain stylistic errors.
Locate,
explain
and
correct the error in each
case.
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Procedural
(PRO)

and requires using the language
for
a
non-communicative
purpose.
Activities
will
foster
proceduralisation whenever they
use MFI (Criado, 2017), i.e. they
divert students’ attention from
language forms and make them
focus on the message of the text,
be it through reading, writing,
listening or speaking.

(271) Worksheet 9: 6. In
which hemisphere of the
brain (right or left) is
language ability mainly
located in human beings?

Table 54 describes in detail the criteria that will be used to analyse and classify
activities, as well as some sample activities to illustrate the case in point 75. Top-down
and bottom-up approaches to establishing the criteria and analysing the activities were
followed. First, the parameters were established according to the literature and my own
framework, and at a first glance at the activities, the descriptors of the parameters were
redefined so as to account for the actual activities. Although the resulting categories and
their descriptors are meant to be as precise and explanatory as possible, we can observe
that several problems arise when analysing activities.
Firstly, some categories are not completely clear-cut in certain cases, e.g. the
DEC-PRO dichotomy. As Criado, Sánchez and Cantos (2010) and Criado (2017)
forewarned, sometimes it is hard to distinguish whether an activity falls into one
category or the other 76. For this reason, in this study I will use Criado’s (2017) scale to
analyse the FFI and MFI loads of activities. I will not provide such in-depth results on
the percentage of their cognitive loads though, for it is not the aim of this thesis to
conduct such thorough analyses. Instead, by making use of the items listed in her scale,
I will analyse the activities in order to report on the main type of knowledge being
fostered: either declarative or procedural. Considering the shortcomings of using a
dichotomic criterion, I will try to overcome this problem by analysing activities on a
DEC-PRO basis, but allowing activities to be included in both parameters as well,

75

Please note that the sample activities included in the table may not belong to only one category. They
have been inserted in their corresponding cells to illustrate that category, but may as well be included in
other categories, as we shall see.
76
Actually, Criado (2013) herself included some sort of initial proceduralisation in focused skill activities
(see section 3.3.3), which proved that her definitions of the categories were not clearly defined or
sufficiently separated in the first place (probably because of the nature of both types of knowledge). As a
result, this dichotomy needed be further explained or at least be more explicit, thus making actual
analyses feasible. This is what she did in Criado (2017).
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meaning that activities may qualify as DEC when they only foster DEC, may qualify as
PRO when they only foster PRO, but may also be computed as DEC and PRO
whenever both types of knowledge are promoted, thus the scale being inclusive and
meeting the usability criterion. I believe that for the purposes of this thesis this analysis
will suffice in that the aim is to put forward the main load of MFI and FFI activities to
see whether it complies with the idea that TC is eminently PRO.
Secondly, some parameters may overlap, more specifically 1) those of the
communicative competence and DEC categories and 2) those of the language skills and
PRO categories. However, the inclusion of an activity in one category does not always
entail its inclusion in the others. For example, an activity may qualify as sociolinguistic
(when sociolinguistic traits are foregrounded) but it may not qualify as a DEC activity if
it does not ask students to pay attention to any of its features but only to the message
being transmitted. By the same token, an activity may qualify as a reading, PRO activity
when its main goal is to comprehend a message through reading, but if it also asks
students to draw their attention to some linguistic item and how its meaning may differ
from a common use because of the context in which it is inserted, it would then be
classified as a reading, PRO and DEC activity.
Another example of an activity that may be classified as a reading, DEC and
PRO activity is that of identifying and explaining puns in newspaper headlines. In
principle, this activity may be conceived as a DEC activity (and then no skill activity
would be contemplated) in that it asks students to focus on language forms.
Nonetheless, what this activity actually asks students to do is apply reading strategies to
identify and understand the puns in a headline, which is something common and proper
to any reading activity 77 we might embark upon on a daily basis. What this activity also
does is ask students to reflect upon it and provide an explanation on why there is a pun
and why it may be funny; but this is not something restricted to language learning, but
to reading in general. Accordingly, this activity meets the criteria of both DEC, PRO
and reading.
Only on very rare occasions will a language skill activity qualify as a DEC
activity eminently, e.g. in those cases in which students are asked to read a text whose
linking devices have been underlined and whose function needs to be identified.
Clearly, this activity is a discursive, DEC activity in that it intends to raise students’
77

The word activity here is used as an activity that everybody does on a daily basis, not as an activity/task
in a book.
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awareness of L2 forms and their functions. Nonetheless, to complete this task
successfully, students need to read the text and understand its meaning (which is indeed
provided by these cohesive devices), thus also qualifying as a reading skill activity,
even though the questions are not necessarily extracted from its content/the piece of
information it presents. It is not on its content that it focuses and therefore it cannot
qualify as a PRO activity.
Conversely, the inclusion of an activity in some categories will always imply its
inclusion in others. For example, whenever an activity qualifies as a contrastivity
activity, it will also qualify as a DEC activity. Likewise, whenever an activity is
classified as a language skill activity, it will always qualify as a PRO activity, though
DEC may also be possible. Another example of this is that of one of the standards of
textuality, more precisely intertextuality (see section 4.1.4.2). Given its intrinsic relation
with background knowledge and prior experience (i.e. schemata), any activity fostering
discourse competence with a focus on intertextuality will also contribute to developing
students’ extra-linguistic competence in that it will either retrieve or broaden the extra
linguistic knowledge necessary to complete the task at hand. Accordingly, this type of
activities will always qualify as discursive and extra-linguistic activities.
We may also encounter activities that may qualify as speaking activities in that
they get students to speak and interact among themselves, but may not qualify as PRO
activities. An example of this is the taboo game (activity 4 in the appendix section),
whose main aim is to make students speak and try to guess words from semantic
relations such as synonyms, antonyms, etc. It is true that it makes students speak and
interact among themselves –using communication strategies when necessary–, but what
they produce is not a proper sentence or paragraph, but rather isolated items of
vocabulary that may be accompanied by longer structures, but never contextualised in
full, proper (even short) discourses. Moreover, the aim of the activity is to raise
students’ L2 awareness by focusing on individual items of vocabulary, their meanings
and their semantic relations with other items. One could argue that this is something
that we could do in real life when we are struggling to utter a word and it does not come
easy; undoubtedly, what we do here is some sort of taboo game trying to get the hearer
help us by providing synonyms, antonyms or even explanations on what we mean to
say. Nevertheless, as this activity is mainly centred on form, and the language needed to
complete the task is not really a proper discourse –be it short or long–, this activity is
classified as a speaking, DEC activity.
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It is also important to mention that some activities may not fall into any of the
components of a category. For instance, activities classified as PRO may not ask
students to look at any language form or function, but only focus on the message (this is
usually the rule). Therefore, none of the components of the communicative competence,
or contrastivity categories would apply, for example, thus two whole categories being
empty.
Finally, it is worth highlighting that there may be cases of integration of skills
whereby students are asked to rely on a certain skill in the first place and then apply a
different one. These are the typical cases of post-reading activities 78 in which students
have to provide –orally or in the written form– a summary, a personal opinion or an
evaluation of the text. Most authors would argue that this activity has more to do with
writing; however, others maintain that this type of activity is also reading in that it can
be subsumed in one of the three reading stages, more specifically in the post-reading
stage (see García-Sánchez & Salaberri, 2005) in that first we need to read the text to
understand it and then we have to use our writing skills to provide a summary reflecting
the original text and thus complete the task successfully. My stance is that we should
not be that categorical in classifying such type of activities because arguably students do
make use of both skills and undoubtedly they need to apply reading strategies to get the
gist of the text, understand something in detail or make a critical evaluation. After all,
speaking of integration of skills mirrors real language use.
Overall, what this discussion demonstrates is that analysing activities, even with
precise parameters and criteria, is not an easy feat in that categories may exhibit fuzzy
borders which precise thorough examinations and which may challenge pre-established
parameters and criteria which need to be modified or fine-tuned.
Following Criado (2017), to collect the data, all the instructions of the activities
were typed in a Microsoft Excel spreadsheet hosting the scale allowing for automatic
computing of the data. First, the number of the instruction (within the page and within
the whole book), the unit and the page in which the activity appeared were introduced.
Then, a thorough examination of each activity (both in the student’s book and the
teacher’s guide) was carried out. The resulting data were presented on a 1-Ø basis, 1
meaning that the component was present, Ø standing for the absence of such a
component. Accordingly, whenever an activity reflected any of the parameters of the
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Other examples such as writing and speaking (and vice versa), and listening and writing (and vice
versa) are also possible.
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checklist, a 1 was typed in the corresponding cell. An additional cell named Comments
was also included at the end of the checklist allowing for qualitative discussions of the
activities. Finally, in order to ensure that the variable “time” did not interfere in the
analysis, activities were examined in a sequential way in the shortest period of time
possible.
Table 55 shows how the data were computed. As can be observed, (16) qualifies
as a reading activity in that students have to read for meaning –and in detail– in order to
know what the symptoms of smallpox are. Moreover, students have to find the name of
this disease in their native language, thus raising contrastive awareness. As regards
types of knowledge, the first part of the activity fosters PRO, while the second fosters
DEC and PRO.
Activity (170) is a reading activity in that students have to read two texts in
order to identify their communicative purpose and text type, thus developing discourse
competence. Further, since students have to read for meaning in the first part of the
instruction (identification of the communicative purpose), PRO would be promoted. On
the other hand, as students have to use metalanguage to classify the text type to which
each text belongs, DEC would be promoted as well.
What these activities show, however, is something that no prior study making
use of this research method appeared to have contemplated: the multi-componential
character of instructions whereby one activity (as it appears in the textbook) may
actually contain more than one instruction reporting different tasks or the repetition of
the same task. Activity (16) shows that, on the one hand, students have to read in order
to answer the questions about the symptoms of smallpox, whereas on the other they
have to provide a translation for the disease in their native language. Accordingly, this
activity consists of two parts which develop different aspects of the framework: part 1
(henceforth task 1) develops reading and PRO, and part 2 (henceforth task 2) develops
contrastive awareness and thus DEC (and also PRO in when using the dictionary).
Conversely, activity (170), other than presenting different tasks, also promotes
the repetition of the same tasks by applying them to different texts. Students have to
read a text in order to know what its communicative purpose is, thus fostering reading,
discourse competence and PRO. Furthermore, they have to identify the text type, for
which they also need to apply DEC. And they have to do all that twice, for they have to
carry out those tasks with two texts. Consequently, for computing purposes in the
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checklist, this activity would develop reading and PRO twice, and discursive
competence and DEC four times.
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Table 55. Sample analysis of ETI activities.

Coursebook information
Act. No.
in book

16

Unit

2

Act.
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unit
12

Page
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Other
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components
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44

Worksheet 9: 1. What are the
symptoms of smallpox (see par. 9)
1
and what is the name of this
disease in your native language?

200

Worksheet
4:
Follow
the
instructions given below, applying
them first to text 8 and then to text
9. 3. Now, compare the text you
have found with the parody
provided for this task. Make a list
of similarities and differences with
regard
to:
c)
General
2
communicative purpose. What is
the main aim of each text? To
inform? To convince? To instruct
or prohibit? To entertain? What
about the text type of the genres
parodied? Do both texts parody the
same text type (expository,
argumentative, instructive)?
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It must be also noted that the analysis of the activities cannot be conducted only
on the basis of instruction examination. Each activity must be thoroughly examined so
as to understand what it is asking students to do in the process of completing the task
and the final outcome they produce. Thus, when analysing the activities I looked at the
instructions and I did the activities myself to really understand what they implied. That
is why both students’ coursebook’s and teacher’s guide’s instructions were analysed, for
the latter elaborates on the instructions of the activities and the aspects that should be
considered, and it provides the answer key to every activity.
In order to respond to the lack of methodological rigour in textbook content
analyses presented in section 6.1.2, in this thesis I have used both intra- and inter-rater
reliability tests in order to ensure that the results obtained in the analyses fairly
represented the actual content of the coursebook. As regards the phases of this
procedure, firstly I used the checklist to examine the activities. After that, I re-examined
the activities a month later so as to ensure that I was not influenced by the decisions I
had previously made. Thirdly, the activities that did not show intra-rater agreement
were asked to be anlaysed by an external rater (an applied linguistics university lecturer
with vast experience in teacher training and materials analysis), who was given the
checklist and the instructions to use it. After thorough qualitative discussions, inter-rater
agreement was reached.

6.3.2. Results

Once the coursebook was analysed, a total of 258 activities were registered (see
appendices section). However, given the multi-componential character of instruccions
addressed above, I noticed that traditional approaches to materials anlaysis and
evaluation would probably fail to account for the actual weight of each component of
the checklist after examining each activity. Traditionally, investigations of this kind
have exmained activities as they appear in the textbook and provided their results and
analyses considering that same number. Nonetheless, as can be observed, activities
sometimes include more than one activity or the repetition of the same activity, which
on the whole means that students are asked to carry out the same activity or task several
times, thus qualifying as independent activities in that the learning procedure or
outcome is being repeated and reinforced.
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Following this, I decided to approach the analysis of the coursebook from two
different perspectives: one from a more traditional perspective where activities are
quantified in terms of layout and distribution of activities as they appear in the
coursebook (see appendix 1), and another from a more real perspective where all the
opportunities for learning are considered and thus the actual weight of each component
is more accurately measured (this means quantifying all the different activities and
repetitions available) (see appendix 2). For practical reasons, the object of study in the
first analysis will be referred to as activities, and in the second study it will be referred
to as tasks.
Accordingly, the final number of tasks that was registered came up to 1549, as
opposed to the 258 activities that were counted in the more traditional analysis and
which undoubtedly yields relevant results as well. Considering this dichotomy, the
results of these analyses will be put forward following these two approaches in order to
provide a more thorough discussion of the content analysis of the book.
Table 56 shows the final results as regards the weight of each component in both
analyses:
Table 56. Number of activities and weight of the components developing each skill, competence
and type of knowledge.
Parameter

Reading
Writing
Listening
Speaking
Linguistic
Sociolinguistic
Pragmatic
Discursive
Contrastive awareness
Extra-linguistic
Documentation skills
Professional skills
Declarative
Procedural

Number of activities (out of
258 activities, as they appear
in the coursebook) (see
appendix 1)
Number
%
213
82.56
16
6.20
4
1.55
5
1.94
1014
25.19
19
7.36
17
6.59
77
29.84
6
2.33
9
3.49
12
4.65
1
0.39
146
56,59
176
68,22

Actual weight
(out of 1549 tasks) (see
appendix 2)
Number
582
21
13
36
1018
155
101
182
133
53
235
30
1323
574

%
37.57
1.36
0.84
2.32
65.72
10.01
6.52
11.75
8.59
3.42
15.17
1.94
85.41
37.06

The checklist consists of five parts, namely the four language skills, the
components

of

the

translator’s

communicative
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sociolinguistic, pragmatic, and discursive), contrastive awareness, other competences
(namely extra-linguistic, documentation and professional skills), and types of
knowledge. In order to provide a clearer and more thorough analysis of each
component, in the following paragraphs the results will be displayed and discussed in
accordance with these categories.
In the first category (language skills), reading outnumbers the rest of skills in
both analyses. The degree of representativeness of each component as compared with
the others is quite similar in both analyses, which suggests that in this case both
approaches may be as valid. Slight differences may be observed in writing though,
which is the least developed skill in the actual weight analysis. The most striking result
would probably be the fact that reading constitutes the 82.56 % of the content of the
coursebook according to the first analysis, whereas its actual weight is considerably
more limited in the second analysis, where only a 37.57 % is registered. This disparity
suggests that the first analysis does not seem to provide reliable results since we would
be tempted to say that this coursebook perfectly caters to students’ needs in that it
primarily fosters reading. It is the skill which receives more attention; yet, it does not
even reach 50 % of its content, albeit announcing so in the preface and introduction to
the coursebook.
Another aspect worth mentioning is that the other three skills receive clearly
insufficient attention. While I agree that reading is undoubtedly the skill to which more
attention should be paid, we cannot lose sight of the fact that translator trainees are first
and foremost language learners at the beginning of their training process and therefore
they should be presented with opportunities to develop all the components of their
communicative competence, among which the four language skills are included. I
believe that these trainees can develop their oral and written skills (other than reading)
without neglecting the development of TC accordingly. More activities in which
students are asked to write and edit texts would be recommendable, and even though the
introduction to the coursebook mentions that speaking is meant to be practised
incidentally in that many activities promote oral interaction, this way of developing oral
skills lack planning in terms of learning outcomes and the language used for achieving
such outcomes, which in the end cannot ensure language learning. Moreover, the
contexts in which students are meant to make use of these skills are rather limited in
terms of both content and time of interaction and language use.
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Further, even though this coursebook explicitly announces itself as a coursebook
for translator trainees, we cannot forget that in most (if not all) translation programmes
–at least at undergraduate level–, students are trained to become both translators and
interpreters. Consequently, language courses should not only develop students’ written
skills, but also begin to train them in developing their oral skills in accordance with the
demands of the interpreting process by, for instance, teaching them the differences
between oral and written discourse and how they should learn to disregard repetitions or
distinguish relevant from irrelevant information. They could begin to learn to take notes
from an oral text and try and rephrase it first with their own words and then as faithfully
as possible. They could also be introduced to learning to spot specific pieces of
information within an oral text (i.e. scanning) such as figures or dates, and to get the gist
of the discourse (i.e. skimming).
In the second category (translator’s communicative competences), we can
observe that the analyses yield rather different results. In the first one, the discursive
competence appears to be the most widely promoted (29.84 %), closely followed by the
linguistic competence (25.19 %), whereas in the actual weight analysis the linguistic
competence appears to dramatically outnumber the others (65.72 %). In this sense,
whereas on the whole there seem to be more activities devoted to developing the
discursive competence, when we analyse the number of activities that develop the
linguistic competence and the many tasks and repetitions that students are asked to carry
out, it can be observed that students are actually devoting more time to developing their
linguistic competence.
It can be said that sociolinguistics and pragmatics lack attention, especially in
the actual weight analysis, where these two competences only constitute the 10.01 %
and 6.52 % of the coursebook respectively. It could be argued that this is so because the
coursebook focuses on reading and different text types and genres, thus the discursive
competence being particularly highlighted. Nonetheless, considering the importance of
the sociolinguistic and pragmatic competences, where language varieties and registers
and real language use in context are addressed, it goes without saying that students
should be presented with more activities fostering these two competences. Actually, I
believe that the actual weight of each component is rather unbalanced and that fewer
activities focusing on the discursive competence should be carried out so that more
attention could be paid to sociolinguistics and pragmatics (considering the time
limitations imposed by the degree programme). After all, these two competences appear
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to be more difficult to be acquired given their wider coverage of linguistic aspects (e.g.
it is easier to identify the function of a text and the genre it belongs to than knowing the
language variety in which a text is written and the way meaning can be altered
according to its context and the way it is expressed). In this sense, students should be
presented with many more opportunities for developing these competences by, for
example, providing them with tasks in which they have to recognise the language
variety not only in a written text but also orally by spotting the basic features of such
variety such as the particular pronunciation of certain phonemes or the use of certain
items of vocabulary. Moreover, I suggest that students be presented with more varieties
other than American and British English, for today’s reality is that English is spoken all
over the world and thus students are going to be faced with many more varieties; and
more often than not these will be in a foreign language context rather than with native
speakers, which also pinpoints the fact that students should be familiar with English as a
lingua franca. 79
As regards contrastive awareness, it can be seen that little attention is paid to
such a component regardless of the analysis conducted (2.33 and 8.59 %), although a
higher number of opportunities has been registered in the actual weight analysis. It is
clear that this component is rather limited in this coursebook and that more activities
should be included. It is true, however, that given that this course is essentially devoted
to developing the translator trainee’s communicative competence in the foreign
language, the representativeness of such a component is not surprising to be this
limited. Moreover, this aspect can be compensated in the linguistics and translation
courses, whose focus is more contrastive. Nonetheless, I believe that more activities
raising this contrastive awareness should be provided so that students have more
opportunities for analysing the similarities and differences between English and
Spanish.
As for the other competences of the macro-competence, rather similar results
seem to be yielded in both analyses. In both of them documentation skills are more
widely promoted, only that in the actual weight analysis a much higher number of tasks
appear to be available, which offers a different overview of the coursebook. The most
79

I know that a successful translation should aim at transmitting the message of a text as naturally as
possible, meaning that the translator should know which variety should be used so that it does not sound
artificial or foreign to its audience; however, students should also be aware of the fact that nowadays
English is more spoken as a foreign language than as a first language and therefore they should aim for
successful international communication.
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evident result in this category is the incredibly low number of activities devoted to
fostering professional skills, which comes to only 1 and in a rather incidental way (i.e.
collaborative work is intended).
Probably, the most striking results are the ones found in the last category (types
of knowledge), which vary greatly from one analysis to the other. In the first analysis,
where only the number of activities as they appear in the coursebook is contemplated,
the type of knowledge that appears to be more widely developed is PRO (68.22 % as
opposed to the 56.59 % of DEC), thus pointing to the fact that students’ approach to
language learning is mainly as a means to an end and where attention to language form
is scarcely paid. However, if we look at the results provided by the second analysis, we
can observe that the actual weight of each component is completely different and that,
in fact, DEC is much more widely promoted (85.41 % as opposed to the 37.06 % of
PRO) given the repetitions of the tasks in which students are asked to focus on language
throughout the coursebook. At first sight, and in accordance with what the literature
advocates, this could be a drawback for the coursebook, for TC is meant to be eminently
procedural. Nevertheless, considering that this is a language classroom and that
translators need to be trained in analysing language, I do not think this result is negative.
It is true that probably more activities focusing on meaning rather than language could
have been included, thus acquiring the language more procedurally (MFI), yet I still
believe that teaching translator trainees to analyze discourse (always for the purposes of
translating) is paramount and that explicit attention to it must be paid. Moreover, it is
important to take into account the sequencing of the activities: the coursebook begins
with a more FFI approach and ends with a more MFI approach, which basically mirrors
the interface issue discussed in section 3.3. In this sense, even though the coursebook
clearly favours declarativisation over proceduralisation, the fashion in which this
combination of approaches is presented seems to cater to students’ needs.
Below are some examples of controversial activities whose in-depth analyses are
worthwhile presenting (see appendix 3):
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Activity 11. Student’s book. Page 39. Worksheet 4.

This activity consists of seven parts –reflecting the multi-componential character of
activities–, which make students develop different skills, competences, types of
knowledge and reading strategies in different ways and at different times. All parts or
tasks develop reading, but the rest of the components of the checklist are fostered in
different ways, both quantitatively and qualitatively speaking. The first four tasks
develop extra-linguistic and documentation competences from a procedural approach.
The other three develop linguistic and documentation competences, but combining both
declarative and procedural approaches in that students read for meaning but have to
reflect upon language too. In this sense, the actual results of the quantitative analysis
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would be as follows: reading (7), linguistic competence (3), extra-linguistic competence
(4), documentation competence (7), procedural knowledge (7), and declarative
knowledge (3). As can be observed, computing the data with only a 1 (meaning the
presence of such a component in the activity) in each cell would not be precise, nor
would it be to compute them with a 7 accounting for the seven parts of the activity, for
they are not equally developed to the same extent.

Activity 50. Student’s book. Page 73. Worksheet 3.

This activity constitutes a good example of a controversial issue as regards the type of
knowledge being fostered. Students are asked to read a text in order to fill in the gaps
with the appropriate form of the pronoun “one”: either in the singular or in the plural, or
neither of the two. Even though students have to read the text in order to know which is
the appropriate answer for each gap, this does not qualify as a reading activity in that
this text only serves as an excuse for practicing grammar, i.e. grammar is contextualised
in a written text and the message of the text is not relevant: no questions about its
content are posed, i.e. it is form-oriented and not meaning-oriented. Actually, it could
even be argued that students could complete the task without reading the whole passage,
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but only focusing on the immediate co-text. For this reason, even though students
undoubtedly need to read, this activity does not qualify as a reading activity (where
meaning is highlighted), but rather as an activity developing linguistic competence
(more precisely grammar) and declarativisation. These types of activities are the ones
that increase dramatically the results of the linguistic competence and DEC. Indeed, the
quantitative analysis of this activity computes DEC and linguistic competence 10 times,
which correspond to each gap. Other examples of this type of activities are activities 54,
55, 70, 71, and 72.

Conversely, the following activity presents a different scenario:

Activity 62. Student’s book. Page 88. Worksheet 3.

In this activity, other than developing declarativisation and linguistic and documentation
competences when looking up the meaning of those idioms, students also develop
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reading and proceduralisation as they read for meaning when they use those sources.
Even though the learning outcome is primarily linguistic, the means to achieve the
outcome foster proceduralisation as it is a real reading task in which students have to
read in a dictionary, for example, and apply reading strategies such as scanning. As for
the quantitative analysis, given the number of times students have to repeat the same
procedure, the aforementioned competences and types of knowledge compute as 43
each, which correspond to the 43 idioms of which this activity consist.

Activity 63. Student’s book. Page 91. Worksheet 4:

The following activity may also be controversial in terms of type(s) of knowledge:
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Even though students are asked to read each extract to complete them with the
appropriate idiom (the ones studied in the previous activity), students are not really
asked to read for meaning, but are presented with a text that only serves the purpose of
giving a context for practising the corresponding idiom. Therefore, this activity fosters
declarativisation and linguistic competence, for students only focus on language, even if
contextualised in a written text.

Activity 80. Student’s book. Page 118. Worksheet 6:

This constitutes a good example of an activity encompassing many components of the
checklist, thus being a very complete activity. Students have to read for meaning to
understand the text and identify the problematic chunks. As these are language-related
mistakes, students would not only foster proceduralisation but also declarativisation.
Moreover, these mistakes have been made at four levels (linguistic, sociolinguistic,
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pragmatic and discursive), hence all these competences being developed. As regards the
quantitative analysis, reading and procedural knowledge would compute as 1, and
declarative knowledge and the four competences would compute as many times as the
number of instances each one is fostered as a result of the type of error (either pragmatic
or sociolinguistic, etc.).

Activity 86. Student’s book. Page 127. Worksheet 6:
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In this activity, even though students are asked to read for meaning, the learning
outcome that is being pursued is solely metalinguistic: they have to read the texts and
identify their text types, subtypes and formal and content features (whose components
are provided in the next page as a reference). Accordingly, students do read (and thus it
qualifies as a reading activity), but they only have to reflect upon their formal aspects
and identify their text type. Therefore, only declarativisation is fostered.

Activities 128-134. Student’s book. Page 166. Worksheet 4:

In this activity a similar case can be found. Despite the fact that students are asked to
read the instructions of different recipes, the first four questions in the activity only ask
students to reflect upon linguistic aspects such as the complexity of sentences and the
use of articles in these specific kind of text type. Therefore, these four tasks develop
linguistic and discursive competences by means of declarativisation. Nonetheless, these
four tasks also qualify as reading activities in that students are not asked to use specific
linguistic items contextualised in an oral text, but are encouraged to read this type of
text type and reflect upon its linguistic features. Task number 5, however, does not
foster linguistic competence or declarativisation. In this case, students are asked to
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focus on meaning –even if from a linguistic perspective– to demonstrate that they are
able to establish the appropriate cohesive connections between the different elements of
the text to ensure that they understand the content. Accordingly, this last activity fosters
reading, discursive competence and proceduralisation.

Activity 138. Student’s book. Page 170. Worksheet 8:

After looking at the linguistic features of headlines, in this activity students are asked to
create their own headlines based on the information provided below. Accordingly,
students develop reading (they need to read for meaning), pragmatic and discursive
competences (they have to use language in a specific fashion so that it complies with the
style of such text type) and both declarative and procedural knowledge (they have to
focus on both meaning and language).
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Activity 187. Student’s book. Page 215. Worksheet 1:

In this activity, students are asked to find synonyms for the words below, which are
contextualised in a written text. Students are asked to reflect upon language, but they
have to do it considering the co-text and its meaning, thus emphasising the fact that
synonyms are context-dependent. However, students do not read for content, but only
focus on language forms which are contextualised in a written text. Consequently, this
activity develops reading, linguistic competence and declarativisation. As regards the
quantification of the data, reading computes once and the other components equates the
number of instances they have to find synonyms, that is, seven.
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Activity 135. Student’s book. Page 167. Worksheet 5:

This is another useful example to see how several components of the framework can be
developed in different ways and at distinct times. First of all, this activity promotes the
use of resources (both bilingual and monolingual), thus fostering reading, the
documentation competence and, in the case of the use of bilingual dictionaries,
contrastive awareness. Second, considering that the type of activity that students have
to carry out is eminently linguistic (they have to verify that the words fit semantically
and grammatically in their corresponding recipes), students develop their linguistic
competence. As regards the quantification of the data, we can observe that there are 36
words, meaning there are 36 repetitions of the same task with the same computing. The
results of this activity would then be as follows: students read each word twice (one in
the monolingual dictionary and another in the bilingual dictionary), which makes 72
readings, and then have to read each recipe once to check that their task with the
dictionaries has been successfully completed, thus making 78 readings in total and 72
instances in which the documentation competence is developed. Because these first
36+6 readings raise L2 awareness, the linguistic competence would compute as 42. The
same would happen with the L2, but only when consulting the bilingual dictionaries,
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thus computing 36. Accordingly, DEC would compute 78 (36 for the use of the
monolingual dictionary, 36 for the use of the bilingual dictionary and 6 for the
verification in the detailed readings of each recipe). Finally, PRO would compute 74 (36
for the use of the monolingual dictionary and 36 for the use of the bilingual dictionary).
In the last 6 readings, the attention is drawn to language forms only, meaning that the
final task is eminently DEC.
There are other activities that are worthwhile mentioning because they appear to
foster some of the key elements of the four communicative competences. From a FFI
perspective, the following activities pay attention to the grammatical level: activity (12)
focuses on the identification of parts of speech; activity (18) centres on raising
awareness on word formation processes; activities (52) and (53) on the use of
determiners and singular and plural forms respectively; activity (56) pays attention to
syntax and the implications of word order; and activity (75) focuses on punctuation. At
the semantic level, activities (66), (67), (68) and (69) centre on the subtleties of different
verbs of movement and types of noises; activities (62), (63), and (64) focus on idioms
and on the use of sources to identify the meaning of such idioms. At the level of
discourse, activities (88), (89), (100) and (108) raise awareness on coherence and
cohesive mechanisms; activities (158) and (159) focus on intertextuality and its
implications in text interpretation; activity (138) raises pragmatic awareness on the form
and function of puns in headlines; activities (167) and (171) introduce students into the
notion of parallel texts and how they help identify similarities and differences between
texts and how they serve as references for composing new texts following specific
features; activities (81), (82), (83), (84), (85), (86) promote the identification of text
types and their main features; activities (146), (147) and (148) raise awareness on
dialects and their main lexical differences (only between British and American English
though); and activity (203) adopts a more holistic approach to text analysis and asks
students to focus on register, on the audience at which the text is targeted, and on its
level of specialisation based on its linguistic features.
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6.4. STUDY 3: EXPLORING READING IN ETI MATERIALS
6.4.1. Parameters of analysis and procedure

In this third study, a more thorough analysis of reading activities is conducted. More
precisely, the reading strategies and objectives pursued by these activities are analysed.
Due to the invisibility of the comprehension process and the reading strategies used by
learners, Nuttall (1996) suggests students answer questions ir order for the teacher to
have some access to what is going on in their minds and thus be able to monitor
learning. The term questions here, as Freeman (2014, p. 74) points out, is used as “an
umbrella term which encompasses not only genuine interrogatives but also instructions
for any text-related tasks”. Consequently, instructions again constitute the object of
analysis enabling us to get some access to what students do when they carry out
activities.
As Nuttall (1996) rightly states, the purpose of questions is to make students
conscious of the way language is used to convey meaning and of the strategies that
readers can use to interpret texts. Therefore, Nuttall (1996) claims that when analysing
instructions, both the type of questions and the way they are used needs to be examined.
There are numerous taxonomies of reading comprehension questions on account of the
cognitive processes and reading strategies employed by learners, all of which are based
directly or indirectly on Bloom’s Taxonomy of Educational Objectives (Bloom, 1956).
The influence of this taxonomy has been both substantial and durable, and has
contributed to the development of further taxonomies with slightly different focuses,
such as those by Anderson and Krathwohl (2001), Day and Park (2005), Freeman
(2014), Nuttall (1996), Pearson and Johnson (1978), Sanders (1966), Smith and Barrett
(1974). Among all these taxonomies, Freeman (2014), Nuttall (1996) and Day and Park
(2005) are the only ones which are particular concerned with reading, and thus become
of particular relevance to this study.
As explained elsewhere, textbook content analyses have demonstrated that
activities cannot be examined unless the activities are also carried out by the examiner.
Indeed, the aforementioned studies (Freeman, 2014; Nuttall, 1996; and Day & Park,
2005) state that this is also the rule for reading, for we need to find out how the
information is presented in the text in order to know what exact strategy(ies) need(s) to
be used.
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This study will also approach materials analysis by means of a checklist, whose
parameters are derived from the specific objectives set for developing reading in ETI,
which combines reading strategies and objectives (see table 23, section 4.2):
1. To get the gist of the written text (skimming).
2. To locate specific pieces of information (scanning).
3. To infer meaning from context in the written text.
4. To infer meaning from co-text in the written text.
5. To predict information from the written text.
6. To identify the purpose and function of the written text.
7. To identify the audience of the written text.
8. To identify the thematic field and subject-matter of the written text.
9. To identify the level of specialisation of the written text.
10. To identify and understand dialectal features of the written text.
11. To identify and understand the register of the written text.
12. To identify problematic words or phrases in the written text.
13. To identify and understand speech acts and language functions in a written text.
14. To identify and understand implicatures in the written text.
15. To identify different types of text and genres and their textual conventions.
16. To recognize and understand irony, metaphors, humour and puns.
17. To identify intra-textual factors such as cohesion and coherence mechanisms.
18. To identify extra-textual factors such as place, time, context, and social class.
19. To read for detailed information.
20. To extract the key points of a written text (synthesising).
21. To identify and understand intertextuality.
For practical reasons, in the checklist these parameters are referred to by the
numbers assigned above, the resulting checklist of this study being as follows:
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Table 57. Checklist for analysing reading strategies in ETI.
Coursebook information
Act.
No.
in
book

U
n
i
t

P
a
g
e

Instructions

Reading strategies in ETI

1

2 3 4 5 6 7 8 9

1
0

1
1

1
2

1
3

1
4

1
5

1
6

1
7

1
8

1
9

2
0

To collect the data, the aspects referring to the information about the coursebook
have been borrowed from the previous analyses, but only reading activities have been
registered in this study. To compute the data, I have also used the 1/ Ø dichotomy: 1
indicating that that specific strategy is used (more than one and repetitions being
possible), and Ø indicating the absence of the corresponding strategies in that activity.
Table 59 provides a sample analysis of the activities.
As the table shows, in activity (12) students are asked to identify the part of
speech and language variety to which each of the words belongs, thus relating to
objectives 4, 10 and 11. Since there are 11 words, these objectives compute 11 each. In
activity (21) students have to scan for a figure, thus being computed as objective 1.
Activity (176) explicitly asks students to use skimming and explain intertextuality,
which relate to objectives 1 and 21 respectively. In activity (266) students have to apply
inferring strategies to understand the meaning of words in their co-text and provide
possible synonyms that may function in the same co-text, which relates to objective 3.
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Table 59. Sample analysis of reading strategies in ETI.
Coursebook information
Act.
No. in
book

Unit

Page

Instructions

Reading strategies in ETI
1 2 3

2

40

21

3

47

Worksheet 1: 1. When did colour television
become available?

1

193

Text 2: Explain the modified intertextual
reference in the headline of the article below.
Then skim the text to determine its relationship
to the contents of the article.

1

248

Worksheet 9: 1. Suggest synonyms or alternative
formulations for the following words and
phrases in bold type in the text. Your
suggestions must fit both semantically and
grammatically into the surrounding text.

265

12

Worksheet 5: Briefly define the following words
and expressions and identify the part of speech
they represent as used in text 2. State whether
the words are generally used in standard or
colloquial English. Indicate if any of the words
are foreign or archaic, and if any are favored by
American or British speakers. (Numbers in
parentheses refer to location, by paragraph, of
words in the text.)

176

266

12

15

4

11

5 6 7 8 9

10

11

11

11

1 1 1 1 1 1 1 1 2
2 3 4 5 6 7 8 9 0

2
1

1

1
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It is important to highlight that only the strategy reflecting students’ outcome has
been contemplated, meaning that in those cases where more strategies may be applied in
order to complete a task, only the strategy enabling students to carry it out and thus the
strategy that has certainly be used has been counted. For example, in activities where
students are asked to say what a word means in a particular co(n)text, students will most
likely use both scanning (to locate the specific item) and inferring strategies. However,
following this process vs. outcome strategy distinction, only the latter will be
considered, for the former is more of an incidental strategy which cannot be guaranteed
to be used. In fact, other strategies may be used without us noticing them. After all, by
means of these instructions we can make students do what we want to do (i.e. develop
the strategies we want them to develop), thus the rationale for only counting the strategy
being asked to be used.
Moreover, as I warned elsewhere, when addressing reading strategies we may
encounter post-reading strategies such as summarising, reflecting or evaluating. In the
framework in section 4.2, I decided to include them in the productive skills given that
the

outcome

is

normally

presented

in

those

forms,

except

for

the

summarising/synthesising one. For this reason, and because they are not very pertinent
to translator training, those activities fostering reflecting or evaluating strategies have
not been computed in this study.
Finally, in line with the lack of methodological rigour that I pointed out above,
in this study I have also used intra- and inter-rater reliability tests in order to guarantee
the validity of the results. The procedure has been the same: firstly I used the checklist
to examine the activities. After that, I re-examined the activities a month later so as to
ensure that I was not influenced by the decisions I had previously made. Thirdly, the
activities that did not show intra-rater agreement were asked to be analysed by an
external rater (an applied linguistics university lecturer with vast experience in teacher
training and materials analysis), who was given the checklist and the instructions to use
it. After thorough qualitative discussions, inter-rater agreement was reached too.
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6.4.2. Results

After analysing the reading objectives that reflect the aforementioned activities, I came
to the conclusion that these could be equated with the type of knowledge that they
appear to foster:
Table 59. Reading objectives in ETI and the types of knowledge they foster.
Foster DEC
−
−
−

−
−

−

To infer meaning from
co-text in the written text.
To identify the level of
specialisation of the
written text.
To
identify
and
understand
dialectal
features of the written
text.
To
identify
and
understand the register of
the written text.
To
identify
and
understand speech acts
and language functions in
the written text.
To identify different
types of text and genres
and
their
textual
conventions.

Foster PRO
−
−
−
−
−
−
−
−
−
−
−

To get the gist of the
written text (skimming).
To locate specific pieces
of
information
(scanning).
To infer meaning from
context in the written
text.
To predict information
from the written text.
To identify the purpose
and function of the
written text.
To identify the audience
of the written text.
To identify the thematic
field and subject-matter
of the written text.
To
identify
and
understand implicatures
in the written text.
To read for detailed
information.
To extract the key points
of the written text
(synthesising).
To
identify
and
understand
intertextuality.

Combine PRO-DEC
−
−

−

−

To identify problematic
words or phrases in the
written text.
To
recognize
and
understand
irony,
metaphors, humour and
puns.
To identify intra-textual
factors such as cohesion
and
coherence
mechanisms.
To identify extra-textual
factors such as place,
time, context, and social
class.

As an be observed, the types of reading objectives which primarily foster DEC
are the ones that are more language-oriented in that some sort of analysis of the
language needs to be carried out. Aspects such as inferences from co-text (i.e. language
context), the identification of the register and the language variety from the linguistic
traits of the text, and the identification of a text type constitute clear examples of
activities in which students need to rely on linguistic analysis or meta-analysis to
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complete the task. It could be argued that in all these cases, students also rely on PRO in
that they read for meaning as well, but they essentially focus on language in terms of
analysis of language forms and use of metalanguage to verbalise linguistic phenomena.
On the other hand, those objectives fostering PRO are those which mainly focus
on the message of the text. Aspects such as scanning, skimming, predicting, reading for
detail, synthesizing, and the identification of the topic, the audience and the purpose of
the text are clearly concerned with the content of the message. Identifying and
understanding implicatures may be more controversial in that some sort of analysis may
be needed, but the main focus is on meaning, on the appropriate meaning of the content
which inevitably entails understanding implicatures or any form of connotation or
“hidden” meaning.
Finally, there are multiple objectives that seem to rely on both types of
knowledge in order for the task to be completed successfully. This is the case of
objectives which involve the identification of problematic chunks and the identification
and appropriate comprehension of special uses of language such as puns. When reading
a text, we may find difficulties understanding it because of unknown content or
unknown or inappropriate comprehension of language. Accordingly, since our final goal
is to read for meaning, but we may need to stop and pay scant attention to language,
both types of knowledge seem to play a role in this endeavour. Something similar
occurs when identifying and understanding puns: we seek to comprehend the content of
the text, which may contain puns, and it is through the identification and appropriate
comprehension of these puns that we really understand the text. Nonetheless, puns or
wordplays, being a linguistic phenomenon in that they are chunks of language that have
exploited their semantic or phonological features in such a way that they create a
humourous effect on the reader, require some sort of linguistic analysis in order to
ensure that an appropriate comprehension of the chunk –and probably of the whole
text– is achieved.
Table 60 shows the number of activities and weight of the components pursuing
each reading objective (see appendices 3 and 4):
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Table 60. Number of activities and weight of the components pursuing each reading objective.
Reading objective

Number of activities
(out of 258 activities, as
they appear in the
coursebook)
Number
%

Actual weight
(out of 1549 tasks)

Number

%

1. To get the gist of a written text
(skimming).

15

5,81

13

0,84

2. To locate specific pieces of information
(scanning).

31

12,02

130

8,39

3. To infer meaning from context in a written
text.

0

0,00

0

0,00

4. To infer meaning from co-text in a written
text.

18

6,98

175

11,30

5. To predict information from a written text.

1

0,39

1

0,06

6. To identify the purpose and function of a
written text.

8

3,10

22

1,42

7. To identify the audience of a written text.

12

4,65

17

1,10

8. To identify the thematic field and subject
matter of a written text.

1

0,39

1

0,06

9. To identify the level of specialisation of a
written text.

6

2,33

6

0,39

10. To identify and understand dialectal
features of a written text.

4

1,55

37

2,39

11. To identify and understand the register of
a written text.

3

1,16

14

0,90

12. To identify problematic words or phrases
in a written text.

0

0,00

0

0,00

13. To identify and understand speech acts
and language functions in a written text.

0

0,00

0

0,00

14. To identify and understand implicatures
in a written text.

8

3,10

20

1,29

15. To identify different types of text and
genres and their textual conventions.

27

10,47

44

2,84

16. To recognize and understand irony,
metaphors, humour and puns.

4

1,55

13

0,84
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17. To identify intra-textual factors such as
cohesion and coherence mechanisms.

13

5,04

25

1,61

18. To identify extra-textual factors such as
place, time, context, and social class.

1

0,39

1

0,06

19. To read for detailed information.

36

13,95

40

2,58

20. To extract the key points of a written text
(synthesising).

15

5,81

15

0,97

21.
To
identify
intertextuality.

2

0,78

2

0,13

and

understand

Out of the 258 activities registered in the coursebook, 168 were found to
promote the reading objectives set for ETI. This result does not seem very positive
considering that this coursebook is targeted at translator trainees and reading is
allegedly the skill that should be more widely promoted. However, this result is not
striking if we take into account that in the previous analysis we observed that most
activities fostered DEC and most reading objectives are PRO.
There are some objectives which have not been identified all throughout the
coursebook, namely to infer meaning from context, to identify problematic words or
chunks, and to identify and understand speech acts and language functions. While the
absence of the first objective may be less problematic in that meaning can also be
inferred –and is indeed more often inferred– from co-text rather than from context, it
would be advisable that students also were given the opportunity to infer meaning by
bringing their schemata and knowledge of the world into the text. In any case, the
absence of the other two objectives seems more problematic. On the one hand, students
are not given freedom to read the texts and identify the chunks which may be
problematic to them and need be consulted in dictionaries or elsewhere. It is true that
they (most likely) will do it when carrying out the activity proposed by the coursebook,
but since I am conducting the content analysis of the coursebook, this is another aspect
that has to be addressed. After all, if students’ attention is always drawn to the specific
items highlighted by the coursebook, it means that learner autonomy is not very much
fostered. On the other hand, not having any activity devoted to speech acts and language
functions appears as an important limitation of the coursebook. It is paramount that
students learn how language is used to communicate and how it may vary according to
the manifold purposes that one may have. Moreover, knowing the grammatical and
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lexical choices that one should make when uttering a language function is essential for a
number of reasons: we are more likely to get what we want, we are more likely to be
appropriately understood, and we are going to sound more natural. Given the natural
sounding character of the translations we aim at, we cannot leave aside this aspect of
language and its explicit instruction.
Finally, there is an activity which reflects the process vs. outcome reading
strategies that I addressed above:

Activity 24. Student’s book. Page 48. Worksheet 2:

In this activity, students are asked to say what an MiTT is and what it is used for. If we
look at the text, in order to answer these two questions, students have to read for detail
in that the answer is to be found in a whole paragraph explaining these two aspects,
meaning that the strategy that is applied here is reading for detail. Nonetheless, in order
to find this piece of information, students may apply scanning to locate the item MiTT
and then read the immediate co-text. Accordingly, we observe that students apply
reading for detail as an outcome strategy (the one which is needed for completing the
task) and scanning as a process strategy (the one that might be used to locate the piece
of information about which the question is about and whose answer is not found only by
means of this strategy). Accordingly, we could argue that both strategies are used in this
activity. However, for practical reasons, I would only recommend speaking of outcome
strategies in that these are the ones which are actually asked to be used and because
process strategies may or may not be applied, thus not ensuring that these strategies are
really reflected in this type of activities.
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6.5. FINAL DISCUSSION OF RESULTS

As I mentioned previously, the coursebook consists of 15 units throughout which four
general goals –with their corresponding learning outcomes– are allegedly pursued.
These goals and learning outcomes are as follows:

Table 61. Goals of Brehm’s (2004, pp. 14-15) coursebook.
1. DEVELOPING Students aim to:
READING
COMPREHENSION − Strategically apply a variety of reading styles to texts (skimming,
scanning, intensive and extensive reading).
SKILL
− Understand the mechanics of cohesion and coherence (reference,
conjunction, substitution, ellipsis and lexical cohesion; rhetorical
patterns; English paragraph structure).
− Identify and understand the mechanics of different text types
(expository, argumentative, instructive) and genres (recipes and
news stories).
− Understand the contributions of pragmatic and semiotic factors to
textual meaning (implicature and intertextuality).
− Be aware of linguistic variation in texts as determined by language
use and language users (standard British and American dialects of
English, different levels of register). Combine linguistic and
extralinguistic knowledge in the holistic interpretation of textual
meaning.
2. DEVELOPING Students aim to:
SKILL
IN
− Employ a variety of strategies in planning the organization of a text.
WRITTEN
− Apply both linguistic and extralinguistic knowledge to text
COMPOSITION
composition.
− Use cohesive devices correctly.
− Produce texts belonging to different text types and genres.
− Be consistent in their use of dialectal features when writing in
English.
− Adjust their use of language (register) according to variations in
field and mode.
3. DEVELOPING Students aim to:
LINGUISTIC
− Gain familiarity with the basic rules of style in written English
KNOWLEDGE
(punctuation, capitalization, common abbreviations).
(FOCUS
ON
− Increase and consolidate their vocabulary in English (grasping the
CONTRASTIVITY)
dynamic nature of word meaning, recognizing false friends,
unravelling and explaining puns, gaining familiarity with some
common idiomatic expressions, internalising the meaning of words
with no direct equivalent in their native language, broadening their
repertoire of synonyms).
− Consolidate their mastery of English grammar (reviewing their
existing knowledge of grammatical rules, learning to recognize
“grammatical false friends”, using grammatical structures with no
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direct equivalent in their native language).
4.
USING Students aim to:
REFERENCE
− Acquire proficiency in the use of non-specialized English language
WORKS
reference works (recognizing the limits of general monolingual and
bilingual dictionaries, finding the right definition for polysemic
words, choosing the best source for the type of information they
seek, taking advantage of information provided in dictionaries
beyond definitions).

If we recall the 15 units and contrast them with these goals, we can draw the
following conclusions:
1) Getting started;
2) Using reference works;
3) Reading strategies;
4) Applying background knowledge to text interpretation;
5) Grappling with grammar;
6) Lexical notions;
7) Questions of style;
8) Text types;
9) Cohesion and coherence;
10) Genres;
11) Linguistic variation;
12) Intertextuality;
13) Pragmatic factors;
14) Synthesizing meaning;
15) Integrating skills.

Each unit focuses on different aspects of the subcompetences of the
communicative competence, although some of them are dealt with across units. The
beginning of the coursebook focuses on linguistic aspects such as style and errors
derived from unfortunate choices of grammar and vocabulary which result in
ambiguities. Grammar and translation errors derived from grammatical mistakes are the
core of the unit. Unit 5 also addresses grammar from a more FFI perspective. Although
the coursebook claims that "the units dedicated to grammar, style and vocabulary are
designed to highlight the contrastive differences to be observed between English and
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students’ mother tongues, at the same time that a good deal of attention is afforded to
notions associated with the field of discourse analysis throughout the book"
(Introduction), it can be observed that such contrastive stance is not widely fostered and
that the discourse analysis approach is only adopted towards the end of the coursebook.
Further, the number of grammatical aspects that these units address is rather limited,
although probably this is due to the fact that more grammar-related aspects are
addressed in the previous English courses, where a more EGP approach is followed.
In the second unit, students are introduced to the use of dictionaries and their
limitations. It would be recommendable, though, that more types of sources be
presented so that students become acquainted with other documentation sources such as
databases or glossaries. I would also recommend that the use of more parallel texts be
promoted so that students begin using similar documents to identify their linguistic
features and see the differences that they may have with other text types or genres and
how they could imitate them when composing new texts.
Unit 3 fosters reading strategies, especially scanning and skimming, although
these are also tackled in subsequent units. The coursebook mentions that one of the
students’ aims is extensive reading, but it appears it is not actually promoted. Students
are asked to apply reading strategies to the texts that are presented in the coursebook,
but they are not encouraged to read extensively (for pleasure and meaning) outside the
classroom.
Although unit 4 seeks to apply background knowledge to text interpretation, it
can be observed that students only have to apply cotextual strategies, meaning that
extra-lingusitic knowledge is not really used in text interpretation, but only the
immediate linguistic context. Students are not encouraged to apply their knowledge
about the world or their predicting strategies, thus schemata not being sufficiently
employed. Therefore, making students draw more on their previous knowledge would
be recommended.
Unit 6 presents lexical notions such as semantic fields and inferring skills in text
interpretation. Puns, idioms and loan words are also introduced. Unit 7 addresses
questions of style in terms of punctuation and faulty translations as a consequence of
unfortunate or ungrammatical chunks. The search for alternative expressions which fit
the corresponding context is promoted.
Unit 8, 9, 10 and 12 focus on discourse: on text types and genres and on their
intra-linguistic –in terms of lexical coherence and thematic progression and cohesive
274

José Andrés Carrasco Flores

mechanisms– and extra-linguistic features –intertextual relations. Students are
encouraged to contrast texts and use parallel texts. Unfortunately, only two genres are
presented, namely recipes and news. Students should conveniently be presented with
more genres and text types belonging to different fields of expertise so that that they
become acquainted with their features.
Unit 11 addresses linguistic variation in terms of dialects and register. Whereas
appropriate awareness of such language features is raised, it seems that the number of
varieties to which students are exposed is rather limited. Moreover, the differences
between such varieties are only presented at the lexical level, leaving aside relevant
aspects of linguistic variation such as grammar or pronunciation.
Unit 13 centres on utterance meaning and implicatures, although only two
activities are included. A higher number of activities should be included in this section,
for its contents are paramount in translator training.
Unit 14 focuses on synthesising text meaning and writing summaries. Although
useful for the development of the communicative competence on the whole, this is
probably the least important aspect in translator training. Extracting main ideas in order
to identify the purpose and function of texts is relevant, but comparing or writing
summaries is not particularly important in this context.
Unit 15 adopts a holistic approach to text interpretation by offering a number of
activities aiming to combine all the acquired knowledge and skills. Students apply
reading strategies in order to identify synonyms, the audience and level of specialisation
of a text, its level of formality, and text types. Moreover, questions concerning the
content of the text to check comprehension are posed.
It is worth mentioning that even though the coursebook explicitly sets goals for
developing writing skills, activities qualifying as writing activities have been found to
be rather scarce, most of the cases being writing summaries. Moreover, it is also
important to mention that while the students’ coursebook does offer the main contents
and types of tasks that will appear in each unit at the beginning of the coursebook, the
objectives of each unit only appear in the teachers’ manual. However, it would be
advisable that this information be at students’ disposal as well so that they know what
they are expected to achieve by the end of the unit, thus fostering learner autonomy (see
Navarro Coy, 2005).
Finally, from a cognitive perspective, both the sequence of the units and the
results obtained in the study suggest that the coursebook begins with a more DEC
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approach and it progressively introduces PRO. At the end both types of knowledge
appear to be combined, PRO being more prominent. Overall the coursebook clearly
favours DEC over PRO though.
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7
CONCLUSION

This thesis set out to explore the nature of TC and, in particular, of one of the
competences of which it consists: the communicative competence in two languages.
This competence was found to be underresearched despite the evident amount of works
addressing its undoubtful relevance in translator and interpreter training, some of the
reasons being the fact that language is the medium through which translations are
produced and thus it is in language where translations find their ultimate explanation
and realization, and the fact that the language-for-translators classroom is a perfect
scenario for developing other competences within the notion of TC. Moreover, because
of the ways in which and for which translators use language, the type of training that
these future professionals need to receive has been identified as a type of ESP –which I
have coined English for Translation and Interpreting (abbreviated to ETI); however,
little has been said about the specific ways in which this new approach to language
teaching should be set about.
In line with this, the main objectives of this thesis were 1) to raise awareness that
translator and interpreter trainees need specific language training and 2) to create a
framework of reference for teaching English to translators and interpreters that would
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reflect these specific language and communication needs, and that would also be used in
materials analysis and development. In pursuing these objectives, this thesis formulated
three research questions: RQ1: What does the translator’s communicative competence
consist of?; RQ2: How are the EFL courses approached in Translation and Interpreting
undergraduate programmes in Spain? Do they use EGP or ESP materials?; RQ3: Are
the components identified in RQ1 reflected in ETI materials?
In the following section I shall present the main findings obtained after
answering these questions and how they have contributed to the field in methodological
aspects, both pedagogic and research-wise. I shall also put forward the limitations of the
studies presented in this thesis and some directions for future research.

7.1. MAIN FINDINGS

First and foremost, although there appeared to be widespread agreement that translator
trainees need specific language training, this thesis has shown evidence that research
from an ESP perspective is scarce and that few guidelines on how to teach English for
these purposes have been proposed. Moreover, most studies that have done so have
been intuition-based, thus calling for a more thorough needs analysis which can provide
more comprehensive and all-inclusive frameworks for developing the translator
trainee’s communicative competence in accordance with the notion of TC.
By the same token, this thesis has provided evidence that ETI has particular
features which differ from other language teaching contexts because of the ways in
which and for which translators and interpreters use language. As a result, the teaching
of English to translator and interpreter trainees must reflect the following basic tenets:
− The development of TC.
− The study of the L2 raising contrastive awareness with the students’ L1 (or any
language applicable).
− The promotion of professional skills mirroring the labour market.
− A methodology that favours practice over theory. This assertion is based on the
idea that for translators language is a tool rather than an object of study in itself.
Consequently, translator trainees should be taught to use this tool skillfully and
appropriately for translation purposes, i.e. language use rather than language
analysis, meaning that more emphasis should be laid on implicit than on explicit
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learning, which goes in line with what numerous authors say about TC being
eminently procedural in nature.
− Teaching ETI should be a learning context that reflects an ESP approach
whereby the teaching-learning process is not a question of a specific area, but
one of specific needs and objectives.

Considering the bibliographical void in terms of methodological and
idiosyncratic issues that Cerezo Herrero (2015) so aptly announced, I set to bridge this
gap by analysing the nature and main constituents of this new approach to language
teaching. I reviewed the nature and components of TC and specifically focused on the
communicative competence. I put forward the studies that had somehow addressed such
an issue and presented all the contents, objectives and approaches that had been
suggested for this new approach. After that, I looked into the nature of the two types of
knowledge –as explained in Cognitive Science–, namely declarative and procedural, to
come to understand its implications for language learning and what they might translate
into in this context, where procedural knowledge is especially alluded to. Finally,
considering that among the four language skills reading was identified as the most
important skill in translator training, I examined the nature of reading and the types of
reading strategies that may be applied when approaching the comprehension of a written
text.
Once all this was done, I created –to my knowledge– the first framework of
reference for teaching ETI and for analysing and developing ETI materials. This
framework has two perspectives: cognitive and pedagogical. It envisages the
abovementioned components and competences and suggests objectives for developing
them considering the cognitive underpinnings of language learning. I described the four
competences of which the communicative competence consists, namely linguistic,
sociolinguistic, pragmatic and discursive, and specified teaching objectives to be
pursued in the ETI classroom in accordance with the appropriate acquisition and holistic
development of students’ TC. These objectives were formulated following the four
traditional language skills, although other three translator’s competences –namely extra
linguistic, documentation skills and professional– were also contemplated for such
formulation since these were identified to be successfully developed in the language
for-translators classroom (Clouet, 2010 among others).
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After this, I conducted three studies which sought to shed light on the current
situation of this type of language teaching approach in the Spanish context. Firstly, I
analysed the Spanish panorama in terms of how English language courses in Translation
and Interpreting undergraduate programmes were approached in order to confirm
whether or not there was actual awareness of this specific type of approach. The results
from this study revealed that despite the fact that the literature overtly states that the
teaching of English to translation and interpreting trainees should be approached from
an ESP perspective given the specific needs and learning objectives of these prospective
professionals, there is no awareness of such needs, or at least they are not really catered
for. Twenty-five Translation and Interpreting undergraduate programmes were found to
be offered in Spain, most of which followed a complete EGP approach (52 %). Four
degrees were found to combine EGP and ESP approaches and only one adopted a
complete ESP approach. Out of these five degrees, only one appeared to use a published
coursebook specifically designed for translation purposes, while the others –albeit
approaching them considering their students’ needs– appeared to use only grammar and
linguistics reference books. Accordingly, only one university provided a feasible
context for materials analysis, in this case the UAX with Brehm’s (2004) coursebook.
All in all, the results from the first study provide evidence that most universities train
students following an EGP approach, which, as the literature posits, is not
recommendable for translation purposes since students’ needs are not really met.
Secondly, I analysed the aforementioned ETI material in order to find out to
what extent it reflects the contents, skills, competences, objectives and types of
knowledge that have been discussed in the literature and that I have used for the
creation of the ETI framework. Both top-down and bottom-up approaches to
establishing these criteria were followed. First, the parameters were established
according to the literature, and after a first and rapid glance at the activities, the
descriptors of the parameters were redefined so that they could actually account for the
real character of activities. Precise and explanatory as I intended them, a number of
limitations to analysing the activities were found though, for some categories exhibit
fuzzy borders that require the researcher to pay scant attention to determine to which
category each activity belongs.
Furthermore, one of the main contributions of this study to the field of materials
analysis is the identification of the limitiation that current approaches had seemed to
disregard so far: the multi-componential character of the instructions provided by
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activities. Analysing the results obtained from examining the activities as they appear in
textbooks showed that no reliable results were obtained because this did not provide the
actual weight of the aspects analysed. Given the multi-componential character of certain
activities, it was necessary to break them down into their more basic constituents in
order to analyse the actual weight of the components under examination and thus
provide reliable results. Therefore, both types of analyses (the more traditional and this
new one) were conducted in this thesis in order to find out to what extent they yielded
similar (and thus reliable) results. It was concluded that in some parameters the results
were rather dissimilar, thus pointing to the need for adopting the second approach to
analysing and evaluating materials.
With the first approach, 258 activities (as they appear in the coursebook) were
registered. The second approach, however, revealed that the coursebook actually
contained 1549 tasks. This disparity resulted in great differences in terms of the final
results. For example, reading was undoubtedly the skill which was more widely
developed, but the results from the first analysis showed that reading had an impact of
82.56 % throughtout the whole coursebook, whereas the second analysis demonstrated
the its impact was actually limited to a 37.57 %. In absolute terms, reading was still the
skill to which more attention was paid, but this difference shows that the development
of reading was not that much developed. The other skills, though probably less relevant
in translator training, received insufficient attention. We cannot forget that this is a
language class and that all the skills need to be developed (to a less or greater extent) in
order to guarantee that language mastery is gained.
As regards the competences of the communicative competence, the linguistic
competence appeared to outnumber the rest in both analyses, although the second
analysis yielded a much higher percentage of such a competence (65.72 % vs. 25.19 %).
The sociolinguistics and pragmatics competences were found to be very limited
notwithstanding the essential role they play in language learning and language use and
even more so in translator training.
The contrastive awareness component, and the extra-linguistic, documentation
and professional competences were found to be developed throughtout the coursebook.
Nevertheless, the figures show that they receive insufficient attention, especially in the
case of contrastive awareness, which is one of the most overtly stated objectives in
translator training among many scholars.
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The most striking result was found in the type of knowledge category, where the
analysis yielded completely different results. In the first analysis, the type of knowledge
that appeared to be more widely promoted was PRO (68.22 % vs. 56.59%), which
suggested that the coursebook was primarily MFI-based. However, the second analysis
revealed that DEC was actually the core of the coursebook (85.41 % vs. 37.06 %),
meaning that the coursebook was emintently FMI-based, thus much more attention to
language analysis than announced in the introduction to the coursebook being paid.
Nonetheless, I argue that, despite the evident focus on PRO that this type of training
seems to favour, DEC should also be consolidated, for translators do not only use
language, but also need to analyse it to ensure an appropriate understanding of the ST
and its efficient rendering into the TL.
The last study of this thesis sought to find out how reading was developed
throughout the coursebook and whether it complied with the aforementioned guidelines.
This study has shown evidence that reading is the skill that is more widely promoted but
still lacks focus in some respects. Out of the 258 activities that were registered in the
first analysis, only 168 actually promoted the reading objectives set for ETI and these
did not have much weight throughout the whole coursebook. The reading objectives that
had a greater weight were those related with reading for detail, identifying text types
and their linguistic characteristics, inferring from cotext and scanning. Nonetheless,
some essential objectives were not found at all, e.g. those related with more contextual
and pragmatic features.
Overall, despite the fact that for translators language is a tool –rather than an
object of analysis per se– and that TC is meant to be acquired mainly procedurally, the
approach of the coursebook is not very communicative. Much attention is paid to
linguistic analysis, which requires students to have a solid command of English prior to
taking this course. Probably this is the reason why this coursebook is used in the final
courses of English, after having completed EGP courses where students should have
attained a B2 level according to the CEF and should have presumably learned more
basic notions of the language with a more communicative approach as well. Yet, many
grammatical notions seem to be disregarded and the vocabulary repertoire appears to be
rather limited. However, at the end of the course there is a language information guide
that students can use to gain expertise in language grammar and usage. More activities
involving these aspects should be included though.
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It is worth highlighting that even though students are asked to use sources and
are presented with different text types, genres and varieties of English, these are
somewhat limited. Only journalistic texts and recipes, and the British and American
varieties are included in the coursebook. However, students should be exposed to more
varieties and to a greater variety of text types and genres from which they can identify
particular features. As regards the use of sources, students are only asked to use
bilingual and monolingual dictionaries. While this is essential, it is true that they should
be trained in using more documentation sources.
Finally, even though a number of drawbacks have been identified in this
coursebook, it goes without saying that it deserves much acknowledgement for it is the
very first textbook specially designed for translator trainees, and considering that this
field is very much underresearched, venturing to propose activities for such a purpose is
not an easy feat. In fact, it is an appropriate coursebook in that it does develop the
competences and skills that are mentioned in the literature and in my own framework;
however, it must be used with complementary materials compensating for such
deficiencies addressed above.

7.2. LIMITATIONS AND FUTURE RESEARCH LINES

There are a few limitations to this study that might be usefully addressed. Firstly, the
sample of activities and materials is somewhat limited, although it seems to represent
the actual scenario for this type of teaching, since no more materials were found to be
designed or available for such specific purposes. It is worth noting, however, that
several universities did not specify the materials they used, although the competences
and contents displayed in the syllabi did not seem to reflect much awareness regarding
the specificities of such training anyway. On the other hand, it could be the case that
lecturers use materials which they themselves may have compiled or specifically
designed for their students and whose existence is not reflected in the aforementioned
documents. Moreover, some instructors may have chosen to use EGP materials but with
a more specific focus in class. Whatever the case, this is something that goes beyond the
limits of any study.
Secondly, as identified in section 6.1.2, one of the limitations in materials
research is the issue of reliability. This thesis, however, tried to overcome this problem
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by conducting intra- and inter-rater reliability tests which would ensure that the results
obtained from the study were reliable. First, once the results of the first analyses were
obtained, the coursebook was re-analysed a month later to find out whether there was
any kind of disparity between the first and the second analyses (intra-rater reliability
test). Then, those activities that showed differences were asked to be examined by an
external judge with extensive expertise in the area of materials analysis (inter-rater
reliability test), which whom agreement was reached after thorough discussions.
Considering the conclusions drawn from these studies, future research lines
could explore in more detail other contexts in which there seems to be some degree of
awareness of this specific type of training, although some help on the part of
universities and lecturers would be needed. Moreover, although Carrasco (2016) already
examined the EGP materials used in some ETI contexts and demonstrated that they did
not cater to students’ needs, it would be advisable to examine other materials in order to
find out whether they appear to be more pertinent or even if they can be used at all for
other purposes or as complementary materials.
Future investigations could look into other skills as well. So far, Cerezo Herrero
(2013) and the present thesis are the only thorough studies which have examined two of
the four language skills in detail –listening and reading respectively–, but more studies
could be devoted to examining the other two skills or to expanding the knowledge
already gained in the first two. Future studies could also propose further guidelines for
the development of ETI materials considering the insights and results from this study,
and a more solid framework for teaching English for interpreting purposes could be
created, thus expanding Cerezo Herrero’s (2013) work. After all, we cannot forget that
interpreting is also a profession for which students are supposed to be trained during
their degree and thus its specific needs cannot be overlooked.
Other studies could also explore in more detail students’ overall language
training considering all the courses that tackle language issues, looking into their
contents, competences, approaches and materials. As discussed above, Linguistics,
English language and Translation courses address such issues; therefore, anlaysing how
they interact or overlap throughout the degree programme becomes paramount in order
to find out the appropriateness of the training that students receive.
Additionally, future lines of research could look into how activity sequencing
has an impact on the acquisition of such competences and skills, although a distinction
between consumption/use and content materials evaluation should be made as well.
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7.3. FINAL REMARKS

As has been observed, ETI is a fairly new approach to language teaching which still
remains underresearched, but whose implications for language teaching and translation
are evident. Therefore, future research should attempt to expand our knowledge about
TC and, more specifically, about the linguistic and communicative aspects envisaged in
the translator’s communicative competence and how they should be taught. Yet, it is
hoped that this thesis has raised awareness on the particular features of ETI and on the
importance of approaching it from an ESP perspective whereby students’ needs are
really met. After examining the main aspects of ESP, and more precisely of ETI, I have
come to understand that what is specific about ESP is not really the domain-specific
language (e.g. terminology), but situational communication which goes far beyond
terminology and some language functions or speech acts. Instead ESP is expected to
train professionals to be able to communicate successfully in their corresponding
contexts, which inevitable is achieved by means of specific language goals derived from
specific language needs.
Therefore, it is hoped that the guidelines and insights provided in this thesis
serve as a standpoint for teaching practice, materials analysis and development, and
future research in this area, especially considering its main contribution to the field of
materials analysis: the new approach to measuring the actual weight of the
corresponding aspects under examination by breaking activities down into their minimal
constituents and computing the data based on these results rather than on the basis of the
activities as they appear in textbooks.
In conclusion, as Dudley-Evans and St John (1998) rightly point out, getting to
know how language learning can be maximised for a given learner group becomes
profoundly important; and this is exactly one of the main contributions of this thesis to
the field of Applied Translation Studies: the creation of a cognitive and pedagogical
framework for teaching ETI –and for analysing and developing ETI materials– so that
the teaching of English for translation and interpreting purposes can be more
appropriately approached and thus TC can be successfully acquired, hence translation as
both a process and a product being improved.
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Act.
No.
Book

1

2

Unit

1

1

Act.
No.
Unit

1

2

Page

Instructions

21

Worksheet 1: Ambiguity, Absurdity. The
following sentences and short texts,
written by native English speakers,
contain stylistic errors. Locate, explain
and correct the error in each case.

23

Worksheet 2: I beg your pardon? The
following
are
evidently
faulty
translations containing mistakes of many
kinds (e.g. spelling, grammar and
nonsense errors). Locate, explain, and
correct the errors in each case.

R W L S

Ling

Soc Prag

Dis

L2
vs
L1

Extra

Doc

Prof

1

1

319
3

1

3

25

Worksheet 2: Translation Bloopers. The
translation bloopers listed below have
been extracted from Text 1. In the space
provided after each one, 1) give a brief
explanation of what makes the error
funny, that is, explain what word or
phrase has been used inappropriately,
and 2) suggest an alternative, sensible
formulation of what you believe the
translator’s intended meaning was.

4

1

4

15

Oral expression. "Taboo".

1

5

2

1

30

Worksheet 1: 1. Restate the main ideas
of the text in no more than two 1
sentences.

1

1

1

1

DEC

PRO COMMENTS

Sub-acts/
repetitions

1

Correcting stylistic
errors resulting in
ambiguity

15

1

Correcting
translation errors
derived
from
grammatical,
lexical and cultural
problems
(only
focus on target
language
=
English)

4

1

Correcting
translation errors
derived
from
grammatical,
lexical and cultural
problems
(only
focus on target
language
=
English)

13

1

30
1

Integration of skills

1

Act.
No.
Book

6

7
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Unit

2

2

2

2

2

Act.
No.
Unit

2

3

4

5

6

Page

Instructions

R W L S

Ling

30

Worksheet 1: 2. In light of what the text
says about dictionary definitions, what
can you imagine about the ability of 1
dictionaries
to
communicate
connotations?

30

Worksheet 1: 3. Make a few notes on the
connotations that may be associated with
the words listed below, and the physical,
social or verbal contexts with which you
associate them. (The first one has been
done for you as an example.)

31

Worksheet 1: 4. Now, look up the words
in both a bilingual and a monolingual
English dictionary. Compare the 1
information contained in the dictionary
definitions with your own thoughts.

1

31

Worksheet 2: In the following sentences,
a
series
of
common
English
exclamations are featured in bold script.
Consider how you might translate into
your own language each of the
exclamations in the contexts shown.
Then compare your translations with the
definitions you find in a bilingual
dictionary.

1

32

Worksheet 3: Look up the following
words in both a bilingual dictionary and
a monolingual dictionary. Next, based on
1
the definitions you have found, try to
assign each of the words to one of the
contexts provided.

Soc Prag

Dis

L2
vs
L1

Extra

Doc

Prof

DEC

1

PRO COMMENTS

1

1

1

Reflecting

1

1

1

1

Sub-acts/
repetitions

1

8

Using bilingual and
monolingual
dictionaries to find
the connotations of
words

8

1

Translating English
exclamations

4

1

Using bilingual and
monolingual
dictionaries
to
assign appropriate
contexts of use

8

1

1

1

Act.
No.
Book

11

Unit

2

Act.
No.
Unit

7

Page

13

14

2

2

2

8

9

10

R W L S

Ling

39

Worksheet 4: In text 2 (above) a number
of words and expressions have been
highlighted in bold type. Using the
reference works available to you in the
library, look for information regarding
these words and expressions as requested
1
below. (Note: You will need to use not
only
monolingual
and
bilingual
dictionaries, but also other sources such
as idiomatic dictionaries, dictionaries of
English
and
American
culture,
encyclopedias and internet.)

40

Worksheet 5: Briefly define the
following words and expressions and
identify the part of speech they represent
as used in text 2. State whether the
words are generally used in standard or
colloquial English. Indicate if any of the 1
words are foreign or archaic, and if any
are favored by American or British
speakers. (Numbers in parentheses refer
to location, by paragraph, of words in the
text.)

1

41

Worksheet 6: Find as many synonyms as
you can for each of the following words
as they are used in text 2. (Numbers in 1
parentheses refer to the paragraph
location of the words in the text.)

1

42

Worksheet 7: Locate the cultural,
geographical and historical information 1
requested below.
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2
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Worksheet 8: Briefly define or explain
1
the following expressions.
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16

2

12

44

Worksheet 9: 1. What are the symptoms
of smallpox (see par. 9) and what is the
1
name of this disease in your native
language?

17

2

13

44

Worksheet 9: 2. What do the initials in
the following acronyms stand for?

18

19

2

2

14

15

44

Worksheet 9: 3. Consider the word
“outwit” (par. 6). What is the meaning of
the prefix in this word? List five other 1
words which use this prefix in the same
sense.

44

Worksheet 9: 4. Explain the meaning of
the following expressions within the
1
text. Why is the word “can” italicized
here?

1

1

1

1

1

1

1

1

1

Using sources to
find
out
the
symtopms of a
disease and its
translation

1

1

2

3

1

1

13
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Inferring meaning
of a word and
reflecting upon its
form (prefix), then
providing
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why a specific
form is used (e.g.
italics)
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20

3

1

45

Follow the instructions given you by the
teacher and scan the charts below to
quickly find the correct answers to the 1
questions he/she asks and get points for
your team.

21

3

2

47

Worksheet 1: 1. When did colour
1
television become available?

1

1

22

3

3

47

Worksheet 1: 2. When was the first
television broadcast made in the U.S.? 1
By whom? Where?

1

1

1

1

1

1

Integration of skills

10

3

4

47

24

3

5

48

Worksheet 2: 1. What is an MiTT, and
1
what is it used for?

1

1

25

3

6

48

Worksheet 2: According to the data
presented here, what country receives the 1
most calls from the U.S.?

1

1

26

3

7

48

Worksheet 2: In what way are the
telecommunications habits of the British 1
different from those of other Europeans?

1

1

27

3

8

48

Worksheet 2: What countries do the
1
people of Taiwan call most often?

1

1

28

3

9

49

Worksheet 3: 1. What is the capital of
1
Suriname?

1

1

29

3

10

49

Worksheet 3: 2. What is the official
1
language of Suriname?

1

1
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23

Worksheet 1: 3. Name the two men
associated with the initial invention of
1
television technology. What countries
were they from?
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30

3

11

49

Worksheet 3: 3. When did Suriname
1
become a fully independent country?

1

1

31

3

12

49

Worksheet 3: 4. How many languages
1
are spoken in Suriname?

1

1

32

3

13

49

Worksheet 3: 5. What country borders
1
on Suriname to the south?

1

1

50

Worksheet 4: Scan the dictionary entry
below (Text 4) for the definition which
best fits the meaning of the word
scratch” as it is used in the following
sentences. Write the part of speech and 1
number of the definition in the space
provided next to each sentence. (If
‘scratch’ is used as part of a fixed
expression, write ‘expression’.)

54

Worksheet 5: 1. You are a couple from
Wisconsin with two small children on
vacation in South Dakota. Currently, you
are staying at a motel in Rapid City,
where you have arranged to meet friends
of yours the day after tomorrow. Tired
from the long drive you have made to
1
reach Rapid City, you decide that you
would like to use the car as little as
possible tomorrow and remain in the
vicinity of the city, though you would
like to do some sightseeing. Scan the list
of attractions for things to do. Circle all
possibilities.

33

3

14
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Worksheet 5: 2. Your 10-year-old son
happens to be very interested in rocks
and minerals. Place a check mark next to 1
the places he might enjoy seeing on your
tour of Rapid City and surroundings.
Worksheet 5: 3. You and the children
have all heard stories of the beautiful
caves to be found all over South Dakota.
Are there any caves you might be able to 1
visit tomorrow without going far from
Rapid City? Place a star next to them on
the list.
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1

1
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Worksheet 5: 4. Because you are
planning to be on vacation for 14 days,
you feel you have to economize. What
places might you visit in Rapid City and 1
the surrounding area without having to
spend any money? Place an ‘X’ next to
them.

1

1

54

Worksheet 5: 5. Keeping in mind your
answers to the questions above, list the
names of the five places you are most 1
likely to visit during your stay in Rapid
City.

1

1

55

Worksheet 1: Determine whether the
conclusion drawn from the preceding
1
two premises in each case is logically
true or false.

1

You
read
for
meaning but have
to pay attention to
form to determine
whether
the
sentences
make
sense

6
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Worksheet 1: Now try to determine
which of the conclusions given in each
1
case is correct. More than one solution
(or no solution at all) may be correct.
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You
read
for
meaning but have
to pay attention to
form to determine
which sentence is
the
appropriate
syllogism

4

Identifying parts of
speech
contextualised in a
written text

22

4

3

58

42

4

4
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Worksheet 3: 1. What is John’s job?

1

1

1

43

4

5

59

Worksheet 3: 2. What kind of business
1
does the text refer to?

1

1

44

4

6

59

Worksheet 3: 3. What clues did you find
in the text which enabled you to answer 1
the previous two questions?

1

1

45

4

7

59

Worksheet 4: 1. What is the “procedure”
1
described in the text?

1

1

46

4

8

59

Worksheet 4: 2. What clues did you find
in the text to help you answer the 1
previous question?

1

1

47

4

9

60

Worksheet 5: Write a conclusion
(approx. 30 words) for each of the 1
following unfinished stories.
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Worksheet 2: The poem above, extracted
from Through the Looking-Glass, by
Lewis Carroll (pen name of Charles
Lutwidge Dodgson (1832-98), contains a
great deal of nonsense words. These
words have been underlined for you in
the poem. For each one, determine the
part of speech it represents (noun, verb,
adjective, adverb, interjection).

1

1

1

1

Writing
a
conclusion
for
unfinished stories

4
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Instructions
Worksheet 1: Each of the following
sentences includes a mistake in
grammar. Locate the mistake in each
sentence and correct it. The first one has
been done for you as an example.
Worksheet 2: Same as for Worksheet 1,
above.
Worksheet 3: Fill in the gaps with the
words 'one' or 'ones', placing the
parentheses around them if the word is
optional. If nothing goes in the gap,
write in the symbol 'Ø'.
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Correcting
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(one,
ones,
nothing)
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Filling gaps with
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Worksheet 4: Next to each of the
adjectives numbered 1-17, write the
letter 'a' or 'b' corresponding to the place
it should be inserted in the text.

1

1

52

5

5

75

Worksheet 5: Rewrite this passage,
correcting the use of the definite and
indefinite articles (a/an/the). Use the
symbol ‘Ø’ where you suppress an
article from the original.

53

5

6

76

Worksheet 6: Correct the following text,
paying special attention to the use of
plural nouns:

1

1

54

5

7

77

Worksheet 7: Rewrite the following
sentences where possible, beginning
with the word ‘It’.

1

1

Correcting
grammatical errors
in a text (definite
and
indefinite
articles)
Correcting
grammatical errors
in a text (plural
nouns)
Rewriting
sentences

1

1
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78

Worksheet 8: Rewrite the following
sentences beginning with the underlined
words. In some cases you may have to
change the underlined words slightly so
that they make sense in their new
position.

1

1

Rewriting
sentences

79

Worksheet 9: Compare the expressions
in the first two columns. In the second
column, two nouns are linked in some
way. Determine whether the first noun
corresponds to the subject, verb, object
or object of a preposition of the
paraphrase in the first column, and write
S, O, V or Oprep accordingly in the
column marked ‘Order’. Then do the
same for the second noun, making sure
that the order is correct. A few examples
have been provided to help you get
started.

1

1

Analysing forms
(morphosyntax)

8

79

Worksheet 10: Consider the results you
have obtained from worksheet 1, and use
them to fill in the following table,
writing ‘Saxon genitive’ or ‘NounNoun’ in the column marked ‘Noun
Group’.

1

1

Analysing forms
(morphosyntax)

4
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80

Worksheet 11: Refer to worksheets 1
and 2 to do this exercise. Now, consider
the two nouns in each box in the first
column of worksheet 3. (The first of
these, highlighted in bold, is the main
noun, which, as you have seen, always
comes last in a noun group). Write a
sentence in the second column that links
them in a simple, logical way. Next, in
the column marked ‘Order’, indicate the
parts of speech to which they correspond
(S, V, O or Oprep) in the order that they
will appear in the noun group. Finally,
complete the last column with the
appropriate noun group (Saxon genitive
or noun-noun construction).
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Worksheet 12: Complete the following
table, writing ‘Correct’ or ‘Incorrect’ in
the second column according to the
acceptability of the sentences in the first
column. If an alternative construction is
possible, write it in the last column. The
first one has been done for you.
Worksheet 1: Without using a
dictionary, attempt to provide definitions
for the following words in your own
language in the column marked “before
reading”. Where you can provide no
definition, write an ‘X’ in the
1
corresponding box. Next, read the six
short texts below, and determine the
meaning of the words highlighted in
bold print within them. Write these
contextualized
meanings
in
the
appropriate boxes in the “after reading”
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61
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Worksheet 2: Each of the ten short
newspaper stories below begins with a
headline containing a play on words
(pun). Locate the pun in each of the
1
headlines and be ready to explain its
relevance to the story it introduces. Use
dictionaries to help you with any
unfamiliar words you may encounter.

1

1

1

1

1

Identifying
and
explaining puns in
headlines

10

1

1

1

Using resources to
find the meaning of
idioms

43

62

6

3

88

Worksheet 3: Use a dictionary of idioms
to find the meaning of the following
1
idiomatic expressions, all of which are
based on parts of the body:

63

6

4

91

Worksheet 4: Complete the idiomatic
expressions in the following sentences.

1

1

64

6

5

92

Worksheet 5: Fill in the blanks in the
following sentences to form complete
color idioms.

1

1

Completing
sentences
idioms
Completing
sentences
idioms

with

15

with
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Worksheet 6: Now make a list of the
color idioms you have used in
Worksheet 5, and write a short definition
in the column marked “Meaning”.
Wherever possible, cite an equivalent
expression in your mother tongue.

95

Worksheet 7: Use monolingual and
bilingual dictionaries to find the meaning
of the posture and movement verbs listed
in the chart below. In many cases you
1
may find it difficult to distinguish clearly
between the meanings of two or more
verbs. Circle, underline or otherwise
mark verbs which present this problem.

97

Worksheet 8: To complete the chart
below, classify the verbs listed in
Worksheet 7 as depicting movement
with or without displacement.

98

Worksheet 9: Complete the chart below
by referring to the verbs of displacement
in the previous chart and classifying
them according to relative speed.

98

Worksheet 10: Based on your work on
the preceding charts and information
gathered both from the dictionary and
class discussion, fill in the blanks in the
sentences below with the appropriate
posture and movement verbs.
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Worksheet 11: Refer to the meanings of
“get” listed below to help you rewrite the
following text, which has too many
“gets” in it. Substitute the “get”
expressions with alternative verbs
wherever you can without making the
text sound unnatural.

1

101

Worksheet 12: Fill in the blanks in the
following text with the appropriate forms
of the verbs “make” and “do”. Consult
the list of collocations and phrasal verbs
below to help you.

1

104

Worksheet 13: Choose the correct word
to describe the noise of each of the items
listed below.

105

Worksheet 14: There are quite a few
words which have been imported into
English directly from other languages.
Though a good deal of these are
technical terms, there are still many
which are used habitually in non
specialized
contemporary
English.
Below are a few examples.

74

6

15

108

Worksheet 15: Circle the appropriate
word or words in each of the sentences
below.

75

7

1

111

Worksheet 1: Listen to your teacher read
the text below out loud. Then add the 1
necessary punctuation and capital letters.
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Worksheet 3: Same as for worksheets 1
1
and 2, above.
Worksheet 2: Same as for worksheet 1,
above.
Worksheet 4: Use monolingual and
bilingual dictionaries to find the meaning
of the abbreviations below, and list them
in the corresponding spaces in the
column marked “meaning”. Then add the
equivalent abbreviations in your own
language in the column on the far right.
Worksheet 5: The phrases in bold type in
text 1, above, are listed here below. For
each one, suggest an alternative
formulation in English. Your suggestions
should fit the original context both
semantically and grammatically.
Worksheet 6: Read the following text
and discuss the translation errors it
presents. Make suggestions as to how to
reformulate the text in natural-sounding,
intelligible English.

1
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Worksheet 1: Brainstorming. Name as
many examples as you can of the
different reading materials you might
encounter in the situations listed below
under the headings marked “Reading on
a Routine Day” and “Reading and Air
Travel”. Some examples have been
given to get you started. [Note: Your
examples should be as specific as
possible. That is, instead of simply citing
a newspaper as reading material, name
the specific, different kinds of reading
material to be found within it.]
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1

Naming examples
of text types in
different contexts

24

5

123

Worksheet 2: Complete the chart below
with the information requested.

1

1

Analysing
text
types according to
author's intention,
reader's prupose,
reader's expected
response

124

Worksheet 3: Complete the chart below
by providing examples of expository
texts taken from Worksheet 1. Be careful
to place each example in the correct
column indicating its sub-type.

1

1

Providing
examples
of
expository texts

3

1

1

Providing
examples
of
instructive texts

2

1

1

Providing
examples
of
argumentative texts

1

84

8

4

124

Worksheet 4: Complete the chart below
by providing examples of instructive
texts taken from Worksheet 1. Be careful
to place each example in the correct
column indicating its sub-type.

85

8

5

125

Worksheet 5: Fill in the box below with
examples of argumentative texts from
Worksheet 1.
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127

Worksheet 6: Using the clues provided
below, fill in the following chart with
your commentaries on the general text
type, subtype, form and content of each 1
of the six preceding texts. Where
possible, cite specific examples of the
characteristics you mention.

131

Worksheet 7: Texts 7 and 8, above, have
been divided into several parts. Identify
the text type of each of the isolated parts
in each text. Then, draw a conclusion 1
regarding
the
predominant
communicative function of each text as a
whole, and assign it a single text type.

1

1

133

Worksheet 1: In texts one and two
below, certain words and phrases are in
italics. The italicized words and phrases
are listed below each text. In the spaces
1
provided to their right, indicate the
words or concepts to which each of these
words or phrases specifically refers
within the text. (Time: 3 minutes)

1

1

Identifying
cohesion
mechanisms

8

1

1

Identifying
cohesion
mechanisms

1

1

1

Identifying
cohesion
mechanisms

1
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Worksheet 2: 1. The author of Text 3
uses the pronouns “we” and “our”
several times. To whom is he referring 1
with these pronouns? What does this
indicate about the author?
Worksheet 2: 2. In the preceding
paragraph, find as many direct references
1
to Harry Wu as you can and underline
them.

1

1

1

Identifying
text
type and subtype,
formal aspects and
type of content (the
criteria for form
and content are
provided)

6

Identifying
text
types
and
communicative
function

2

1
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Worksheet 2: 3. The text above describes
a case of flogging. List as many direct
references as you can find to 1) the
victim of the flogging and 2) the victim’s 1
son. In case of repeated references,
specify how many times a given
reference appears in the text.

136

Text 6: Skim the following text to form a
general idea of its contents. Next, follow
1
the instructions provided below to
complete worksheet 3.

137

Worksheet 3: 1. In the space provided
for you below, list all the words and
expressions you can find in text 6 which
may be associated with the worlds of 1
religion, on the one hand, and music,
business and the recording industry, on
the other.

1

137

Worksheet 3: 2. Observe the use of the
words “cross” and “cowls” in the
phrases “That made them very cross”
(par. 3) and “what really ruffled the
monks’ cowls” (par. 4). Can you say
anything about the writer’s choice of 1
words in these instances? Could other
words have been chosen here? Can you
find any similar examples of clever
lexical choice in the final paragraph of
the article?
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1

140

Worksheet 6: 1. As a text characterized
by a comparison/contrast structure, the
passage above discusses the similarities
and differences to be observed in two
separate concepts, in this case, the
notions of slander and libel. Locate the 1
fragments of the text in which these
similarities
and
differences
are
discussed, the line numbers to which
they correspond, and fill in the blanks
provided below.

1

Identifying
similarities
differences

and

1

140

Worksheet 6: 2. Now, complete the chart
below by filling in the corresponding
information regarding similarities and 1
differences between slander and libel as
outlined in the text.

1

Identifying
similarities
differences

and

2
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ties in a text
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1
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Worksheet 4: The following is a text
which has been divided up into
individual sentences. The sentences are
out of order. Use the blanks provided to
the left of each sentence to place the 1
sentences in the correct order, in such a
way that they form a logically sequenced
and coherent text. The initial sentence of
the text has been marked for you.
Worksheet 5: Circle all elements
participating in cohesive ties in the text
below, and draw arrows to indicate the
1
connections between the elements you
have circled. Underline any discourse
linkers you find.
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Putting sentences
in the correct order
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12

13

Instructions
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Worksheet 6: 3. Listed below are the
linking devices which have been
underlined in the text for you. In the
space provided to the right of each one,
state whether the linking device in
question has a comparative or
contrastive function.

141

Text 8: 1. The preceding passage
outlines the similarities and differences
to be found in butterflies and moths.
Locate the fragments of the text in which
1
these similarities and differences are
discussed, the line numbers to which
they correspond, and fill in the blanks
provided below.
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Text 8: 2. Now, complete the chart
below by filling in the corresponding
information regarding similarities and 1
differences between butterflies and
moths as outlined in the text.
Text 8: 3. The linking words and phrases
underlined in the text have been listed
for you below. In the space provided
next to each word or phrase, state
whether the function of each is
comparative or contrastive.
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Analysing linking
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Identifying
similarities
differences

and

1

Analysing linking
devices
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Worksheet 7: 1. Compare texts 7 and 8.
Are the order in which similarities and 1
differences are discussed the same?

1

1

Worksheet 7: 2. Compare the linking
devices used in texts 7 and 8. Are they 1
the same or similar?

1

1
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Worksheet 7: 3. Review texts 7 and 8 to
determine how the different features of
slander and libel, on the one hand, and
moths and butterflies, on the other, are 1
presented. What grammatical device
does text 8 use which is not present in
text 7?
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Worksheet 8: Complete the diagram
1
below with information from Text 9.
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Identifying
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Text 10: Skim the text below and place
the words in italics in the appropriate
1
boxes in the corresponding diagram in
Worksheet 9.

1

Skimming for gist
and for organising
information

1

145

Text 11: Do the same as before. Note,
however, that here, in Worksheet 10, the
1
key words to be placed in the diagram
have not been highlighted for you.

1

Organising
information in a
chart

1

147

Text 12: Do the same as for texts 10 and
11, except that here you will need to
1
complete the unfinished diagram
provided in Worksheet 11.

1

Organising
information in a
chart

1

147

Text 13: Do the same as for the
preceding three texts, except that here
you must create your own diagram from 1
scratch under the heading “Worksheet
12”.

1

Organising
information in a
chart

1
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Refer to Text 14 to complete this chart.

1

1

4

113

9

26

151

Refer to Text 15 to complete this chart.
1
Worksheet 15: In text 16, above, locate
the passages which reflect the basic
structural
elements
of
its
problem/solution pattern as listed below.
In the space provided to the right of each
of these structural elements, write the
number (1-6) of the paragraph in the text
where each may be found. (Note: The 1
relationship between structural elements
and paragraphs is not always one on one.
That is, a paragraph may contain more
than one of the structural elements listed,
in the same way that a structural element
may be found in more than one
paragraph.)

1

4

340

111

In texts 14 and 15, below, locate the
fragments which 1) explain a problem;
2) provide a solution for that problem; 3)
evaluate the solution; and 4) act as a 1
general conclusion to the texts. Next, fill
in the charts provided for you in
Worksheets 13 and 14.
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Identifying specific
parts of the text
(e.g. presentation
of the problem,
solution to the
problem
and
conclusion)
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Worksheet 16: 1. What is the basic
1
problem being discussed in this text?

1

1
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Worksheet 16: 2. Which specific sites
are mentioned in the text as examples of
1
places where the problem has been
observed? List them.

1

1
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Identifying specific
parts of the text
(e.g. presentation
of the problem,
solution to the
problem
and
conclusion)
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117

9

28
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Worksheet 16: 3. List the specific
problems which have been observed in
1
each of the places you have mentioned in
your answer to question 2.

118

9

29

154

Worksheet 16: 4. What solutions to the
problems outlined in the text have been 1
proposed or tested?

1

1

119

9

30

154

Worksheet 16: 5. What are the
drawbacks of the solutions offered so 1
far?

1

1

154

Worksheet 16: 6. Based on his
assessment of the problem and
evaluation of possible solutions, what
1
conclusion does the author reach
regarding action to be taken in the
future?

1

1

155

Worksheet 17: Write a brief summary
(approx. 100 words) of the main ideas in
text 16. Make sure to include each of the 1
structural
elements
outlined
in
Worksheet 15.

1

1

1

1

1

1
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9
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9
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Worksheet 18: Read through the
paragraph below and indicate which
sentences within it correspond to: 1) the 1
topic sentence; 2) developing sentences;
3) summary or recapitulation sentence
Worksheet 19: Write a paragraph of your
own (100-150 words) containing all the
component parts exemplified in the
previous text. As a topic, choose any
profession you like (e.g., movie star, bus
driver, teacher, etc.)

1

1

1
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Worksheet 20: Provide a one-sentence
summary of the contents of each 1
paragraph in Text 17.
Worksheet 21: Now, use your six
summary sentences to compose a
1
cohesive and coherent summary of text
17 as a whole.
Worksheet 1: As examples of a highly
conventionalized genre, the recipes you
have been given to analyze share a series
of common features. Nevertheless, some
differences may also be observed in
these recipes. In the boxes provided in
the chart below, write “YES” or “NO” to
1
indicate whether or not the features
outlined are included in each recipe. In
case of a “YES” answer, roughly
indicate the part or parts of the recipe in
which the feature is included (beginning,
end or body of the recipe). An example
has been given to get you started.
Worksheet 2: Titles. The titles of the six
recipes are listed in the chart below.
Write ‘YES’ or ‘NO’ in the boxes
provided to indicate whether or not each
of the titles displays the features
1
mentioned. In case of a ‘YES’ answer,
indicate the part of the title which
reflects the corresponding feature. An
example has been provided in the first
box to get you started.
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Worksheet 3: 1. Commentaries: Now,
compare the commentaries included in
those recipes which do feature
commentary. Are the commentaries all 1
of the same kind? What type of
information does each commentary
provide?
Worksheet 3: 2. Ingredients: Review the
list of ingredients featured in each
recipe. List any measurements and
abbreviations
you
find.
Where
abbreviations are given, use the 1
information provided in other recipes to
find their full-form equivalents. Finally,
state what you believe is unusual about
the measurements provided in Recipe 5.
Worksheet 4: GRAMMAR: Refer to the
instructions for preparation provided in
Recipe 3 to answer the questions below.
1. With what part of speech do most of 1
the sentences begin? Are the sentences
simple or complex? (Do they contain a
variety of conjunctions?)
Worksheet 4: GRAMMAR: Refer to the
instructions for preparation provided in
Recipe 3 to answer the questions below.
2. List all the verbs you find in the
1
instructions provided in the recipe and
identify the grammatical form of each
one. What is the verb form most
commonly used?

PRO COMMENTS
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Worksheet 4: GRAMMAR: Refer to the
instructions for preparation provided in
Recipe 3 to answer the questions below.
3. Underline all the articles (definite or 1
indefinite) you can find in the
instructions. What is unusual about the
use of articles in the recipe?

1

1

1

Analysing formal
aspects of a recipe

1

166

Worksheet 4: GRAMMAR: Refer to the
instructions for preparation provided in
Recipe 3 to answer the questions below. 1
4. Underline all the pronouns you can
find in the article.

1

1

1

Analysing formal
aspects of a recipe

1

166

Worksheet 4: GRAMMAR: Refer to the
instructions for preparation provided in
Recipe 3 to answer the questions below.
5. Examine the sentences below. Refer to
1
the original recipe to answer the
questions in parentheses next to each
sentence. e) Serve over buttered noodles.
(Serve what?)

167

Worksheet
5:
Vocabulary.
Find
definitions for the words listed below in:
1) a general bilingual English/Spanish
dictionary 2) a general monolingual 1
English dictionary. Refer to the recipes
indicated to confirm that the definitions
you have found make sense in context.

1

169

Worksheet 6: Change the following
headlines into “normal” language (full
sentences). Use the information on
grammar in headlines you have received
to help you.

1
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dictionaries to find
definitions
and
referring to texts to
confirm

74

Reformulating
headlines into full
English

7

Act.
No.
Book

Unit

Act.
No.
Unit

Page

Instructions

R W L S

137

10

12

169

Worksheet 7: Yet another typical feature
of English headlines is the frequent use
of wordplay (puns) and intertextual
references. (This of course is another
attention-getting device.) Here are some 1
examples of puns in actual newspaper
headlines. Try to identify and explain
them. Use your dictionary to help you
find double meanings.

138
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Worksheet 8: Now, create your own
1
headlines with the information below.
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Worksheet 9: Refer to Text 7 to answer
the following questions about the general
characteristics of news stories. 1. What
is it about the graphic distribution of a
newspaper story that is obviously
different from the ordinary graphic
distribution of, for example, a chapter in
an academic book, or an essay you might
write for class?
Worksheet 9: Refer to Text 7 to answer
the following questions about the general
characteristics of news stories. 2. Most,
though not all newspaper stories include
what is called a “by-line”, which gives
1
information regarding the name of the
journalist(s) responsible for writing the
story. Locate the by-line in Text 7 and
reproduce it exactly. Is it at the
beginning or end of the text?

Ling

Soc Prag

Dis

L2
vs
L1

Extra

Doc

Prof

DEC

PRO COMMENTS

Sub-acts/
repetitions

1

1

Identifying
and
explaining puns in
headlines

6

1

1

1

Creating headlines
from
given
information

4

1

1

Analysing formal
aspects of news

1

1

1

Analysing formal
aspects of news

1

1

1

1

1

1

Act.
No.
Book

141

142

Unit

10

10

Act.
No.
Unit

16

17

Page

144

10

10

18

19

R W L S

Ling

Soc Prag

Dis

L2
vs
L1

Extra

Doc

Prof

DEC

PRO COMMENTS

Sub-acts/
repetitions

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the general
characteristics of news stories. 3. In
comparison with the sentences of other
genres (again, think of academic books 1
and essays you might write for class), do
you think the sentences of this news
story are, on average, short or long?
What about the paragraphs?

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the general
characteristics of news stories. 4. This
news story has a total of eleven
1
paragraphs. In which paragraphs is the
most important information (that is, the
information most directly related to the
headline) located?

1

1

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the general
characteristics of news stories. 5. Which
paragraphs do you believe could have
been eliminated completely from the 1
story without compromising its value as
a news item? (That is, which paragraphs
here might be considered “extra
stuffing”?)

1

1

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the general
characteristics of news stories. 6. What
1
device is used repeatedly in the story to
make the information seem more direct
and authoritative?
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Worksheet 10: Now, use the newspaper
story featured below (Text 8) as a model
to write a crime report of your own of
about 150 words. Remember to include
the typical features of news stories,
answering all the canonical journalistic 1
questions (who, what, where, when, why
and how). (Note: Some words and
phrases in Text 8 which are typical of
crime reports have been highlighted in
bold type to help you.)
Worksheet 1: Fill in the blanks to the
right of the words listed in the column
labeled “American English” with the
letters corresponding to their equivalents
in the column marked “British English”.
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Writing a crime
report based on a
newspaper story
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Matching
American
and
British
terms
(synonyms)
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Worksheet 2: Fill in the blanks in the
chart below with the American and
British meanings of the words listed on
the left.

1

1

Distinguishing
American
and
British
terms
(homographs)

177

Worksheet 3: Identify the origin of the
following ten text excerpts as British or
American. Underline any words in the 1
texts which reveal their geographical
origins.

1

1

Identifying
language variety

179

Worksheet 4: The sentences below have
all been composed in an extremely
inflated style. Read them carefully to
1
determine their core meaning and then
rephrase them as simply as possible (two
to ten words will suffice).

1

1

Rephrasing
sentences in a less
infltated way
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Worksheet 5: Fill in the blanks in the
following text, choosing words and
phrases from the options given in the
corresponding list. IMPORTANT: In
every case, all three options are possible. 1
Your job is to decide which of the three
sounds best. Be prepared to discuss the
reasons for your answers with the rest of
the class.

183

Texts 11 and 12, below, represent two
different styles of newspaper reporting.
Though both texts tell the same news
story, one has been extracted from a 1
broadsheet, the other from a tabloid.
Skim the two texts and then go on to
Worksheets 6 and 7, below.

185

Worksheet 6: Complete the chart below
with the corresponding information,
quoting directly from the text in each 1
case. Include ALL references in the texts
relevant to the subjects dealt with.

186

Worksheet 7: Use the questions below to
guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 1.
Compare and review the information in
the chart in Worksheet 6. Discuss the 1
differences you detect between texts 11
and 12 with regard to a) references to
and description of the victim and b)
description of the crime scene and body.
Which of the two articles goes into
greater detail on these points? What do

348
152

Instructions

Ling

Soc Prag

Dis

1

L2
vs
L1

Extra

Doc

Prof

DEC

PRO COMMENTS

Filling blanks with
the
most
appropriate words
based on formality.

1

1

1

Sub-acts/
repetitions

24

2

1

Comparing
how
two
different
newspapers tell the
same story

24

1

Comparing
how
two
different
newspapers tell the
same story

4

Act.
No.
Book

Unit

Act.
No.
Unit

Page

Instructions

R W L S

Ling

Soc Prag

Dis

L2
vs
L1

Extra

Doc

Prof

DEC

PRO COMMENTS

Sub-acts/
repetitions

you believe is the author’s purpose in
including the extra details in the article
in question?

349
154
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9
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Worksheet 7: Use the questions below to
guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 2.
Continue to examine the chart in
Worksheet 6 for differences in the
descriptions of the victim, crime scene 1
and body. Discuss the differences you
see in the vocabulary used by the two
articles. Compare the use of adjectives in
each article. Which one uses more
adjectives? what do you believe the
adjectives in this article contribute to its
overall effect?

1

1

1

Comparing,
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terms of formal
aspects
(vocabulary), how
two
different
newspapers tell the
same story
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Worksheet 7: Use the questions below to
guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 3. Scan
the chart in Worksheet 6 to find other
1
instances in which information included
in one article is not to be found in the
other. Make a list of your findings
below, and then state what you believe
these differences might contribute to the
effect of each text on the reader.
Worksheet 7: Use the questions below to
guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 4. Scan
the chart in Worksheet 6 again, this time
to find any instances in which specific
1
information provided in one article
conflicts with the data included in the
other. Take note of the discrepancies you
find below and state whether you believe
they make any sort of contribution to the
overall effect of one article as opposed to
the other.
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Worksheet 7: Use the questions below to
guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 5. In
light of everything you have observed,
describe the different types of readership
at which you imagine each of the articles 1
(texts 11 and 12) was originally targeted.
Which of the two do you believe has
been extracted from a tabloid? From a
broadsheet? Briefly sum up the various
ways in which the different types of
paper, as exemplified in the articles here,
caters to its readers’ expectancies.
Look at pictures 1-4 below, and explain
how graphics or images ordinarily
associated with one setting have been
used in another, and to what effect.
Worksheet 2: In lists A and B below,
locate the headlines which contain
intertextual references and identify the 1
original source of the reference if you
can.
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Semiotics
and
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Text 1: Locate and explain the modified
intertextual
reference
in
the 1
advertisement below:

1

1

1

Semiotics
and
intertextuality

1

Text 2: Explain the modified intertextual
reference in the headline of the article
below. Then skim the text to determine 1
its relationship to the contents of the
article.

1
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skimming
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Text 3: Explain the modified intertextual
reference in the headline of the article
below. Then skim the text to determine 1
its relationship to the contents of the
article.
Worksheet 3: Read and examine texts 4
8 below to determine what genre each
one represents. Next, locate any features
within the texts which would normally
be associated with other genres. Finally, 1
discuss the function or purpose of these
texts within the texts you are examining.
What do they add to the overall effect or
meaning of the texts?
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Identifying
intertextuality and
skimming

2

1
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1

Identifying
text
type and function

8

Text 8: Read through the text below, and
1
then continue on to worksheet 3.

1

1

1

Identifying
text
type and function

2

Text 9: Same as for text 8.

1

1

1

Identifying
text
type and function

2

1

1

1

1

1

1

Worksheet 4: Follow the instructions
given below, applying them first to text
8 and then to text 9. 1. Read through the 1
text, and identify the genre of which it is
a parody.
Worksheet 4: Follow the instructions
given below, applying them first to text
8 and then to text 9. 2. Find at least one 1
serious, authentic example of the genre
you have identified in English.

2

Parallel texts

2

Act.
No.
Book

Unit

Act.
No.
Unit

Page

12

11

200

169

12

12

200

170

12

13

200

353

168

Instructions

R W L S

Worksheet 4: Follow the instructions
given below, applying them first to text
8 and then to text 9. 3. Now, compare
the text you have found with the parody
provided for this task. Make a list of
similarities and differences with regard
to: a) General organizational structure of 1
the text. Are the elements of
organization the same or similar? Do
they appear in the same order? Have
elements been added or suppressed in
the parody? Specify any differences you
find.
Worksheet 4: Follow the instructions
given below, applying them first to text
8 and then to text 9. 3. Now, compare
the text you have found with the parody
provided for this task. Make a list of
similarities and differences with regard
1
to: b) Register. Is the use of vocabulary
in the serious text and the parody
similar? Do you see one text as more
formal or informal than the other? Give
specific examples of register differences
where you see them.
Worksheet 4: Follow the instructions
given below, applying them first to text
8 and then to text 9. 3. Now, compare
the text you have found with the parody
provided for this task. Make a list of
similarities and differences with regard 1
to: c) General communicative purpose.
What is the main aim of each text? To
inform? To convince? To instruct or
prohibit? To entertain? What about the
text type of the genres parodied? Do
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6

1
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both texts parody the same text type
(expository, argumentative, instructive)?

354

171

172

12

13

14

1

200

201

Worksheet 5: Choose one of the five
genres listed below and write a love
message (approx. 200-250 words) to the
person of your choice (e.g. a friend, a
lover, an idol, your mother) following 1
the formal conventions of that genre as
closely as possible Note: To facilitate
your task, find an authentic, serious
example of the genre you are adapting.
Worksheet 1: The introductory block of
text below (What he says…) has been
taken from a feature article in
Cosmopolitan magazine. Beneath it,
some examples of “malespeak” from the
magazine have been written out for you. 1
Next to each example, two different
situations in which the sentence might be
spoken are given. In the spaces provided,
write your “translation” of what a man
might actually mean in each case.

1

1

1

1

1

1

1

1

Writing a love
message using the
formal conventions
of a given genre

1

1

Analysing
implicatures of the
same
sentence
uttered in different
contexts.
Also,
reflection upon the
different linguistic
features between
men and women

12

Act.
No.
Book

Unit

Act.
No.
Unit

Page

13

2

204

174

13

3

204

355

173

Instructions
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Worksheet 2: Imagine that you have just
received a parcel with the letter below
attached to it. The parcel contained a
delicate porcelain vase which belonged
to your recently deceased grandmother.
It was of great sentimental value to you.
Attached to the parcel was the following
letter. Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are 1
for discussion. Question 5 is to be
written.
1. What would your initial reaction to
the circumstances be, before reading the
letter? How would you be feeling?
Would you be contemplating taking any
kind of action? If so, what kind of
action?
Worksheet 2: Imagine that you have just
received a parcel with the letter below
attached to it. The parcel contained a
delicate porcelain vase which belonged
to your recently deceased grandmother.
It was of great sentimental value to you.
Attached to the parcel was the following
letter. Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written.
2. If you had been contemplating taking
some kind of action before reading the
letter, how might your feelings change
after reading it? If you still planned to
take action, would you feel that you were
more or less likely to succeed in
achieving some kind of satisfaction or
retribution? Why?
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3
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Act.
No.
Book

Unit

Act.
No.
Unit

Page

13

4

204

176

13

5

204

356

175

Instructions
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Worksheet 2: Imagine that you have just
received a parcel with the letter below
attached to it. The parcel contained a
delicate porcelain vase which belonged
to your recently deceased grandmother.
It was of great sentimental value to you.
Attached to the parcel was the following
letter. Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are 1
for discussion. Question 5 is to be
written. 3. Is the Postal Service being as
apologetic as you would like, under the
circumstances? What image does the
Postal Service seek to convey of itself?
How does it do this? Underline any
specific parts of the letter which
contribute to building the desired image.
Worksheet 2: Imagine that you have just
received a parcel with the letter below
attached to it. The parcel contained a
delicate porcelain vase which belonged
to your recently deceased grandmother.
It was of great sentimental value to you.
Attached to the parcel was the following
1
letter. Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written. 4. What does the letter imply
about whose fault the damages are?
What part or parts of the letter implicitly
refer to fault?
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Worksheet 2: Imagine that you have just
received a parcel with the letter below
attached to it. The parcel contained a
delicate porcelain vase which belonged
to your recently deceased grandmother.
It was of great sentimental value to you.
Attached to the parcel was the following 1
letter. Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written. 5. In 30-40 words, restate the
underlying message of this letter in
plain, direct language.
Worksheet 1: Read the seven sample
summaries of text 1 provided below, and
decide which one/s you believe is/are the
best. Remember that a good summary
should 1) restate the main ideas of the
original text; 2) exclude all unnecessary 1
or superfluous details; 3) contain no
information which contradicts the
original; and 4) include no editorial
remarks. Be prepared to discuss your
findings with your classmates.
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1

Re-stating ideas in
plain,
direct
English

1

1

Choosing the best
summary of a text

1

13

6

204

178

14

1

206

179

14

2

209

Worksheet 2: 1. Determine the text-type
membership of text 1, above (expository, 1
argumentative, instructive).

180

14

3

209

Worksheet 2: 2. In as few words as
possible, state what the subject-matter of 1
the text is.

1

1

181

14

4

209

Worksheet 2: 3. Provide a one-sentence
summary of the main idea of each 1
paragraph in the text.

1

1

357

177

1

1

1

Unit

Act.
No.
Unit

Page

182

14

5

209

183

14

6

209

184

14

7

210

Worksheet 2: 6. Using the outline you
have just composed, write a summary of 1
text 1 (approximately 150 words).

210

Worksheet 3: 1. Read and compare the
two alternative summaries of the text
provided below. Which of the two do
you believe better reflects: a) the surface
structure of the original text? b) the 1
underlying
relationship
between
concepts in the original text? c) the
circumstances
surrounding
the
production of the text?

210

Worksheet 3: 2. Now, compare the two
summaries quoted here with the
summary you wrote before. Assign one
of the following three labels to each of 1
the three summaries: a) Restatement of
the original b) Description of the original
c) Interpretation of the original

358

Act.
No.
Book

185

186

14

14

8

9
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Worksheet 2: 4. Now decide on a title
for the text as a whole which reflects its 1
central idea.
Worksheet 2: 5. Complete the outline
below, using your results up to this point
to fill in the title space, as well as the
spaces marked 1, 2 and 3. For the spaces 1
marked 1.1, 2.1 and 3.1, refer to the
corresponding paragraphs to find
supporting ideas.
1
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1

1

1

1

Writing a summary

1

1

Analysing
the
appropriateness of
different
summaries

6

1

Analysing
the
appropriateness of
different
summaries

1

Act.
No.
Book

187

Unit

15

Act.
No.
Unit

1

Page

215

359

188

15

2

216

189

15

3

216

190

191

15

15

4

5

Instructions

R W L S

Worksheet 1: 1. Without consulting a
dictionary, suggest alternative words or
1
expressions which might be used in the
text in place of the following:
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216

Worksheet 1: 5. Comment on the
sentence structure of paragraph 1. What
1
reasons might the author have for
expressing his thought in this way?
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Suggesting
synonyms in a text

1

Worksheet 1: 2. State whether the text is
generally expository, argumentative or
instructive. If expository, is it
descriptive, narrative or conceptual? If
1
argumentative, does it display a through
argumentative or counter argumentative
structure? If instructive, is it binding or
non-binding?
Worksheet 1: 3. What is the specific
function, within the logical structure of
the text as a whole, of each of the two
paragraphs printed in italics (2a and 5a) 1
? If we consider these as subtexts within
the main text, what text type and sub
type do they represent?
Worksheet 1: 4. Which of the following
rhetorical patterns can you detect in the
structure of the text? Briefly explain 1
your answer. a) problem/solution b)
comparison/contrast c) definition
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Worksheet 1: 6. Based on its language
and content (degree of formality and
subject matter) what kind of publication
do you believe this text has been
1
extracted from? For what kind of public
do you believe it is intended? Refer to
details in the text to support your
answer.
Worksheet 1: 7. Why has the author
enclosed the word “terminal” (4:3) in 1
inverted commas?
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360

15

6

217

193

15

7

217

194

15

8

217

Worksheet 1: 8. Suggest a possible title
1
for the text.

195

15

9

217

Worksheet 1: 9. Write a 150-word
summary (restatement) of the main ideas 1
of the text.

196

15

10

220

Worksheet 2: 1. Without using a
dictionary, suggest alternatives for the
1
words and phrases from the text listed
below.

220

Worksheet 2: 2. Identify the text-type of
the above text as: (CIRCLE ONE) a)
1
EXPOSITORY b) ARGUMENTATIVE
c) INSTRUCTIVE

1

1

1

1

220

Worksheet 2: 3. Keeping in mind your
answer to the preceding question,
identify the text subtype of the text
(CIRCLE ONE): a) narrative b) 1
conceptual c) through-argument d)
counter-argument e) binding f) non
binding g) descriptive

1

1

1

1

198

15

15

11

12

1
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197

1
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1

1

1

1

1

1

1

1

1

1

1

1

1

1

11

Act.
No.
Book

199

200

361

201

202

Unit

15

15

15

15

Act.
No.
Unit

13

14

15

16

Page
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R W L S

220

Worksheet 2: 4. Very briefly, justify
your answers to the preceding two
questions. Make sure to mention what 1
you believe the MAIN IDEA or MAIN
ARGUMENT of the text is.
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1

221

Worksheet 2: 5. The above text talks
about both men and women. Do you
believe it is: (CIRCLE ONE) a) biased in 1
favor of women b) biased in favor of
men c) not biased

1

1

221

Worksheet 2: 6. The text explains that
when it comes to attracting women as
partners, men who are wealthy are at an
advantage over men who are not. 1
According to the text, what kind of
women are at an advantage when it
comes to attracting men?

1

1

221

Worksheet 2: 7. Does the author appear
to be in favor of, or against the practice
1
of polygamy? Briefly justify your
answer with evidence from the text.

1

203

15

17

221

204

15

18

221

Worksheet 2: 9. Write a summary
(restatement) of the text (approx.150 1
words).

1

1

1

PRO COMMENTS

1

Worksheet 2: 8. Do you believe the
register of the text above indicates that
the text was written a) for readers
specialized in the field discussed or b)
1
for a general, non-specialized public?
CIRCLE ONE, and then briefly justify
your answer citing at least two examples
from the text

1
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1

Analysing author's
intention
and
stance

1

1

1

1

1

Act.
No.
Book

Unit

Act.
No.
Unit

Page

205

15

19

225

Worksheet 3: 1. Suggest alternatives for
the words and phrases from the text 1
listed below.

225

Worksheet 3: 2. Identify the text-type of
the above text as: (CIRCLE ONE) a)
1
EXPOSITORY b) ARGUMENTATIVE
c) INSTRUCTIVE

206

15

20

15

21

225

208

15

22

226

362

207

209

210

211

15

15

15

23

24

25
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Worksheet 3: 3. Keeping in mind your
answer to the preceding question,
identify the text subtype of the text
(CIRCLE ONE): a) narrative b) 1
conceptual c) through-argument d)
counter-argument e) binding f) non
binding g) descriptive
Worksheet 3: 4. Very briefly, justify
your answers to the preceding two
questions. Make sure to mention what 1
you believe the MAIN IDEA or MAIN
ARGUMENT of the text is.

11

1

1

1

1

1

1

1

1

1

1

1

1

226

Worksheet 3: 5. Do you believe the text
was originally written for an American
1
public or a British public? Justify your
answer briefly.

226

Worksheet 3: 6. Do you believe the
author of the text is a man or a woman? 1
Justify your answer.

1

1

1

226

Worksheet 3: 7. Do you believe the
register of the text above indicates that
the text was written a) for readers
1
specialized in the field of linguistics or
b) for a general, non-specialized public?
CIRCLE ONE, and then briefly justify

1

1

1

1
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repetitions

1

1
Identifying
whether the author
is a man or a
woman

1
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your answer citing at least two examples
from the text.

212

15

26

227

Worksheet 3: 8. Write a summary
(restatement) of the text (approx. 150 1
words).

213

15

27

229

Worksheet 4: 1. Suggest alternatives to
replace the words and phrases from the 1
text listed below.

15

28

230

215

15

29

230

216

15

30

230

217

15

31

230

363

214

Worksheet 4: 2. Identify the text-type of
the above text as: (CIRCLE ONE) a)
EXPOSITORY b) ARGUMENTATIVE
c) INSTRUCTIVE
Worksheet 4: 3. Keeping in mind your
answer to the preceding question,
identify the text subtype of the text
(CIRCLE ONE): a) narrative b)
conceptual c) through-argument d)
counter-argument e) binding f) non
binding g) descriptive
Worksheet 4: 4. Very briefly, justify
your answers to the preceding two
questions, and suggest a title for the
passage.
Worksheet 4: 5. Consider the stylistic
use of the word “tremulous” in
paragraph 1, line 2. Please explain why
you believe the author chose to use this
particular word instead of some other
synonym. Also, can you cite another
example of the same stylistic device
being used once again in this same
paragraph?

1

1

1

1

1

15

1

1

1

1

1

1

1

1

1

1

1

1

1

1

1

1

1

2

1

1
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Book
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Worksheet 4: 6. According to what the
text explains, if you lived in New York
City, would you be more likely to be
afraid of: a) tarantulas or b) ambulances
1
(CIRCLE ONE) Would you be more
likely to have a fear of: c) ambulances or
D) elevators? (CIRCLE ONE). Please
justify your answer very briefly.
Worksheet 4: 7. Do you believe the
register of the text above indicates that it
was written a) for readers who share a
particular field of expertise? b) for a
1
general, non-specialized public? Circle
one, and then briefly justify your answer
citing at least two supporting examples
from the text.

15

32

230

219

15

33

231

220

15

34

231

Worksheet 4: 8. Write a summary
(restatement) of the text (approx.150 1
words).

233

Worksheet 5: 1. Without using a
dictionary, explain the meaning of the
following words and expressions within
1
the text. Where possible, suggest
synonymous words or expressions which
might have been used in the text.

233

Worksheet 5: 2. To whom is the theory
of the “survival of the fittest”, alluded to
in paragraph 1, generally attributed? 1
Briefly explain the theory as you know
it.

364

218

221

222

15

15

35

36
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Book
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Act.
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Page

223

15

37

234

Worksheet 5: 3. Why do you think the
writer has enclosed the term “fittest” in 1
inverted commas in paragraph 1?

224

365

225

226

227

15

15

15

15

39

38

39

40

Instructions

R W L S

Ling

Soc Prag

Dis

1

L2
vs
L1

Extra

Doc

Prof

DEC

1

PRO COMMENTS

Sub-acts/
repetitions

1

1

234

Worksheet 5: 4. In paragraph 2, the
author refers to “beasts of prey”. What
1
specific examples of beasts of prey are
mentioned in the text?

1

1

234

Worksheet 5: 5. Locate the part of the
text which discusses the difference
between two different types of struggle
for survival. Name the two different 1
types and state into which of the two
categories you believe the human
capacity for speech might be placed.

1

1

234

Worksheet 5: 6. Is the text generally
expository,
argumentative,
or
instructive? If it is expository, state
whether it is narrative, descriptive or
conceptual. If it is argumentative, state 1
whether its structure may be described as
a
through-argument
or
a
counterargument. If it is instructive, is it
binding or non-binding?

1

2

235

Worksheet 5: 7. As indicated by the
ellipsis dots at the end (...), this text is
incomplete. What topic do you think the 1
following paragraphs of the text, not
shown here, are likely to discuss?

1

1

1

1

Act.
No.
Book

228

Unit

15

Act.
No.
Unit

41
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235

Worksheet 5: 8. Consider the subject
matter and the kind of language used in
the text. From what kind of publication
1
do you believe the text may have been
extracted? At what sort of reader to you
believe the text is directed?

366

229

15

42

235

Worksheet 5: 9. Paragraph 6 mentions
Benjamin Franklin’s maxim that “if we
don’t hang together we shall all hang
separately.” Explain the play on words to 1
be found in this maxim and the meaning
of the statement as a whole as it applies
to the text.

230

15

43

235

Worksheet 5: 10. Suggest a title for the
text and restate the main idea of each
1
paragraph as briefly as possible (two
sentences maximum per paragraph).

237

Worksheet 6: 1. Without consulting the
dictionary,
suggest
alternative
1
formulations for the following words and
phrases in the text:

231

15

44

232

15

45

237

Worksheet 6: 2. Is the text chiefly
expository, argumentative or instructive?
1
(State the main text type and sub-type it
represents.)

233

15

46

237

Worksheet 6: 3. Restate the central idea
of the text in one sentence. Suggest a 1
title for the text.
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234

15

47

237

Worksheet 6: 4. Why have the authors
chosen
to
enclose
the
word
“merchandise”
(4:5)
in
inverted 1
commas? What does the word actually
refer to in this context?

235

15

48

238

Worksheet 6: 5. Find as many examples
of metaphor or rhetorical comparison as 1
you can in the text. List them.
Worksheet 6: 6. Consider the subject
matter and degree of formality of the
language used in the text. From what
kind of publication do you believe the
1
text has been extracted? For what kind of
readership is it intended? Support your
answer with at least two examples from
the text.
Worksheet 7: 1. Suggest alternative
expressions to replace the following
words and phrases, in bold type in the
1
text. Your suggestions must fit into the
text
both
grammatically
and
semantically.

15

49

238

237

15

50

240

238

15

51

240

Worksheet 7: 2. Of which text type
(expository,
instructive
or 1
argumentative) is the text representative?

239

15

52

240

Worksheet
7:
3.
What
do
biogerontologists study, and for what 1
purpose?

241

Worksheet 7: 4. Please indicate whether
you believe the subject matter of the text
1
above is mainly a) philosophical b)
scientific c) historical.

367

236

240

15
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15

54

241

242

15

55

241

Worksheet 7: 6. What does the
expression “the merger” (paragraph 6, 1
line 8) refer to in the text?

243

15

56

241

Worksheet 7: 7. In a paragraph of 100
150 words, provide a summary 1
(restatement) of the text.

243

Worksheet 8: 1. Suggest synonyms or
alternative
formulations
for
the
following words and phrases in bold
1
type in the text above. Your suggestions
must fit both semantically and
grammatically into the surrounding text.

244

Worksheet 8: 2. State whether you
believe this text may be considered
1
chiefly expository, argumentative or
instructive, and explain your answer.

244

Worksheet 8: 3. Briefly explain the
author’s view of the relationship
1
between human consciousness and
power.

368

241

Worksheet 7: 5. Based on its subject
matter and language, would you
characterize the text as intended for
laymen or experts? From what kind of
1
publication do you think the text has
been extracted? Support your answer
with evidence (at least two examples)
from the text.

244

245

246

15

15

15

57

58

59
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1

1

1

1
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1

2

1

1

1

1

1

1

1

Sub-acts/
repetitions

9

1

1

1

1

Act.
No.
Book

247

Unit

15

Act.
No.
Unit

60

Page

244

248

15

61

245

249

15

62

245

369
250

251

252

15

15

15

63

64

65

Instructions
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Prof

DEC

Worksheet 8: 4. Give at least two
reasons why the “big brain theory” is
unhelpful in explaining the evolutionary
1
superiority of human beings in
comparison with other species of
creatures.
Worksheet 8: 5. Why does the author
repeatedly
enclose
the
word
1
“intelligence” in inverted commas in
paragraph 8?
Worksheet 8: 6. What kind of
publication do you believe this text has
been extracted from, and for what sort of
public (specialized, non-specialized) do 1
you think it was originally intended?
Support your answer with evidence (at
least two examples) from the text.

245

Worksheet 8: 7. Provide a summary
(restatement) of the main ideas of the
1
text in a paragraph of approximately 150
words.

248

Worksheet 9: 1. Suggest synonyms or
alternative
formulations
for
the
following words and phrases in bold
1
type in the text. Your suggestions must
fit both semantically and grammatically
into the surrounding text.

248

Worksheet 9: 2. State whether this text
may be considered chiefly expository,
argumentative or instructive, and briefly 1
explain what the main topic of the text
is.

1

1

1

1

1

1

1

1

1

2

1

1

1

1

Sub-acts/
repetitions

1

1

1

PRO COMMENTS

1

10

1

1

Act.
No.
Book

Unit

Act.
No.
Unit

Page

15

66

249

254

15

67

249

255

15

68

249

256

15

69

249

257

15

70

250

258

15

71

250

370

253

Instructions
Worksheet 9: 3. At the beginning of
paragraph 6, the names of two men
(George Williams and P.B. Medawar)
are mentioned. What branch of science
can you deduce that these men do
research in? Be as explicit as possible.
Worksheet 9: 4. In light of what is
explained in the text about the human
capacity for language acquisition, what
can you deduce about the ability of 10
year-old children and 40-year-old adults
to learn to play the violin?
Worksheet 9: 5. Consider the phrase
“these kinds of assumptions” (par. 4, line
10). What assumptions are being referred
to here?
Worksheet 9: 6. In which hemisphere of
the brain (right or left) is language
ability mainly located in human beings?
Worksheet 9: 7. Based on its language
and subject matter, what kind of book do
you believe the text above has been
extracted from? For what kind of reading
public has the book been written (experts
or laypersons)? Give at least two reasons
to support your answer. (It may be
helpful to cite parts of the text.)
Worksheet 9: 8. In a paragraph of 100
150 words, summarize the main ideas of
the text.
TOTAL

R W L S
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repetitions

1

1

1

1

1

1

1

1

1

1

1

1

1

2

1

1

1

1

1

1

2
1
3

1
6

4

5

65

19

1

17

77

1

6

9

12

1

146

176

1549

APPENDIX 2. Analysis of the actual weight of the components fostering each skill,
competence and type of knowledge
371

372

Act.
Act.
No. Unit No. Page
Book
Unit

1

2

1

1

1

2

Instructions

21

Worksheet 1: Ambiguity, Absurdity.
The following sentences and short
texts, written by native English
speakers, contain stylistic errors.
Locate, explain and correct the error in
each case.

23

Worksheet 2: I beg your pardon? The
following
are
evidently
faulty
translations containing mistakes of
many kinds (e.g. spelling, grammar and
nonsense errors). Locate, explain, and
correct the errors in each case.

1

3

25

4

1

4

15

Oral expression. "Taboo".

373
3

Worksheet 2: Translation Bloopers.
The translation bloopers listed below
have been extracted from Text 1. In the
space provided after each one, 1) give a
brief explanation of what makes the
error funny, that is, explain what word
or
phrase
has
been
used
inappropriately, and 2) suggest an
alternative, sensible formulation of
what you believe the translator’s
intended meaning was.

5

2

1

30

6

2

2

30

Worksheet 1: 1. Restate the main ideas
of the text in no more than two
sentences.
Worksheet 1: 2. In light of what the
text says about dictionary definitions,
what can you imagine about the ability
of dictionaries to communicate
connotations?

R
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15

4

13

30

30

30

Sub-acts/
repetitions

15

Correcting
stylistic
errors resulting in
ambiguity

15

4

Correcting translation
errors derived from
grammatical, lexical
and cultural problems
(only focus on target
language = English)

4

13

Correcting translation
errors derived from
grammatical, lexical
and cultural problems
(only focus on target
language = English)

13

13

30

30

1

1

1

Integration of skills

1

1

1

1

Reflecting

1

Act.
Act.
No. Unit No. Page
Book
Unit

7

2

3

30

2

4

31

9

2

5

31

374

8

10

2

6

32

Instructions

R

Worksheet 1: 3. Make a few notes on
the connotations that may be associated
with the words listed below, and the
physical, social or verbal contexts with
which you associate them. (The first
one has been done for you as an
example.)
Worksheet 1: 4. Now, look up the
words in both a bilingual and a
monolingual
English
dictionary.
Compare the information contained in
the dictionary definitions with your
own thoughts.
Worksheet 2: In the following
sentences, a series of common English
exclamations are featured in bold
script. Consider how you might
translate into your own language each
of the exclamations in the contexts
shown. Then compare your translations
with the definitions you find in a
bilingual dictionary.
Worksheet 3: Look up the following
words in both a bilingual dictionary and
a monolingual dictionary. Next, based
on the definitions you have found, try
to assign each of the words to one of
the contexts provided.

W L

S

Ling Soc Prag Dis

L2
vs Extra Doc Prof DEC PRO COMMENTS
L1

8

8

8

4

8

8

8

8

4

8

Sub-acts/
repetitions

8

Using bilingual and
monolingual
dictionaries to find the
connotations of words

8

4

Translating English
exclamations

4

8

Using bilingual and
monolingual
dictionaries to assign
appropriate contexts
of use

8

8

8

8

Act.
Act.
No. Unit No. Page
Book
Unit

11

2

7

13

14

2

2

2

8

9

10

R

W L

S

Ling Soc Prag Dis

39

Worksheet 4: In text 2 (above) a
number of words and expressions have
been highlighted in bold type. Using
the reference works available to you in
the library, look for information
regarding these words and expressions
as requested below. (Note: You will
need to use not only monolingual and
bilingual dictionaries, but also other
sources such as idiomatic dictionaries,
dictionaries of English and American
culture, encyclopedias and internet.)

40

Worksheet 5: Briefly define the
following words and expressions and
identify the part of speech they
represent as used in text 2. State
whether the words are generally used in
standard or colloquial English. Indicate
if any of the words are foreign or
archaic, and if any are favored by
American
or
British
speakers.
(Numbers in parentheses refer to
location, by paragraph, of words in the
text.)

1

11

41

Worksheet 6: Find as many synonyms
as you can for each of the following
words as they are used in text 2.
(Numbers in parentheses refer to the
paragraph location of the words in the
text.)

8

8

42

Worksheet 7: Locate the cultural,
geographical and historical information
requested below.

375
12

Instructions

7

4

3
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vs Extra Doc Prof DEC PRO COMMENTS
L1

4

7

11

4

4

Sub-acts/
repetitions

Using sources to find
out who some people
where
and
the
meaning of certain
words

7

11

Defining words and
identifying part of
speech, variety and
register

11

8

Finding synonyms

8

Identifying
extra
linguistic information
about a topic. Reading
cannot
be

4

3

7

4

Act.
Act.
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Sub-acts/
repetitions

appropriately analysed
because we don't have
access to the sources
where they look up
the information and
thus we cannot know
what type of reading
they would apply and
so forth.
2

11

43

Worksheet 8: Briefly define or explain
the following expressions.

13

16

2

12

44

Worksheet 9: 1. What are the
symptoms of smallpox (see par. 9) and
what is the name of this disease in your
native language?

1

17

2

13

44

Worksheet 9: 2. What do the initials in
the following acronyms stand for?

44

Worksheet 9: 3. Consider the word
“outwit” (par. 6). What is the meaning
of the prefix in this word? List five
other words which use this prefix in the
same sense.

1

44

Worksheet 9: 4. Explain the meaning of
the following expressions within the
text. Why is the word “can” italicized
here?

2

45

Follow the instructions given you by
the teacher and scan the charts below to
quickly find the correct answers to the
questions he/she asks and get points for
your team.

10

376

15

18

19

20

2

2

3

14

15

1

13

13

1

3

1

13

1

1

13
Using sources to find
out the symtopms of a
disease
and
its
translation

3

2

2

3

1

2

10

13

2

10

Inferring meaning of a
word and reflecting
upon its form (prefix),
then providing more
examples of words
containing the same
prefix
Inferring the meaning
of expressions and
why a specific form is
being used (italics,
specifically)

Integration of skills

1

2

10

Act.
Act.
No. Unit No. Page
Book
Unit
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21

3

2

47

Worksheet 1: 1. When did colour
television become available?

1

1

1

22

3

3

47

Worksheet 1: 2. When was the first
television broadcast made in the U.S.?
By whom? Where?

1

1

1

1

1

1

377

23

3

4

47

Worksheet 1: 3. Name the two men
associated with the initial invention of
television technology. What countries
were they from?

24

3

5

48

Worksheet 2: 1. What is an MiTT, and
what is it used for?

1

1

1

25

3

6

48

Worksheet 2: According to the data
presented here, what country receives
the most calls from the U.S.?

1

1

1

1

1

1

26

3

7

48

Worksheet 2: In what way are the
telecommunications habits of the
British different from those of other
Europeans?

27

3

8

48

Worksheet 2: What countries do the
people of Taiwan call most often?

1

1

1

28

3

9

49

Worksheet 3: 1. What is the capital of
Suriname?

1

1

1

29

3

10

49

Worksheet 3: 2. What is the official
language of Suriname?

1

1

1

30

3

11

49

Worksheet 3: 3. When did Suriname
become a fully independent country?

1

1

1
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31

3

12

49

Worksheet 3: 4. How many languages
are spoken in Suriname?

1

1

1

32

3

13

49

Worksheet 3: 5. What country borders
on Suriname to the south?

1

1

1

50

Worksheet 4: Scan the dictionary entry
below (Text 4) for the definition which
best fits the meaning of the word
scratch” as it is used in the following
sentences. Write the part of speech and
number of the definition in the space
provided next to each sentence. (If
‘scratch’ is used as part of a fixed
expression, write ‘expression’.)

1

54

Worksheet 5: 1. You are a couple from
Wisconsin with two small children on
vacation in South Dakota. Currently,
you are staying at a motel in Rapid
City, where you have arranged to meet
friends of yours the day after
tomorrow. Tired from the long drive
you have made to reach Rapid City,
you decide that you would like to use
the car as little as possible tomorrow
and remain in the vicinity of the city,
though you would like to do some
sightseeing. Scan the list of attractions
for things to do. Circle all possibilities.

1

1

1

54

Worksheet 5: 2. Your 10-year-old son
happens to be very interested in rocks
and minerals. Place a check mark next
to the places he might enjoy seeing on
your tour of Rapid City and
surroundings.

1

1

1

33

3

14

378
34

35

3

3

15

16

1

1

1

Scanning dictionary
entries to find out
which is the most
appropriate
and
analysing form (part
of
speech
or
expression)

1

Act.
Act.
No. Unit No. Page
Book
Unit

36

37

3

3

17

18

39

40

3

4

4

19

1

2
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repetitions

R

54

Worksheet 5: 3. You and the children
have all heard stories of the beautiful
caves to be found all over South
Dakota. Are there any caves you might
be able to visit tomorrow without going
far from Rapid City? Place a star next
to them on the list.

1

1

1

54

Worksheet 5: 4. Because you are
planning to be on vacation for 14 days,
you feel you have to economize. What
places might you visit in Rapid City
and the surrounding area without
having to spend any money? Place an
‘X’ next to them.

1

1

1

54

Worksheet 5: 5. Keeping in mind your
answers to the questions above, list the
names of the five places you are most
likely to visit during your stay in Rapid
City.

1

1

1

55

Worksheet 1: Determine whether the
conclusion drawn from the preceding
two premises in each case is logically
true or false.

6

6

56

Worksheet 1: Now try to determine
which of the conclusions given in each
case is correct. More than one solution
(or no solution at all) may be correct.

4

4

379
38

W L
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Instructions

You read for meaning
but have to pay
attention to form to
determine whether the
sentences make sense
You read for meaning
but have to pay
attention to form to
determine
which
sentence
is
the
appropriate syllogism

6

4
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380

41

4

3

58

Worksheet 2: The poem above,
extracted from Through the LookingGlass, by Lewis Carroll (pen name of
Charles Lutwidge Dodgson (1832-98),
contains a great deal of nonsense
words. These words have been
underlined for you in the poem. For
each one, determine the part of speech
it represents (noun, verb, adjective,
adverb, interjection).

42

4

4

59

Worksheet 3: 1. What is John’s job?

1

1

1

43

4

5

59

Worksheet 3: 2. What kind of business
does the text refer to?

1

1

1

44

4

6

59

Worksheet 3: 3. What clues did you
find in the text which enabled you to
answer the previous two questions?

1

1

1

45

4

7

59

Worksheet 4: 1. What is
“procedure” described in the text?

1

1

1

46

4

8

59

Worksheet 4: 2. What clues did you
find in the text to help you answer the
previous question?

1

1

1

47

4

9

60

Worksheet 5: Write a conclusion
(approx. 30 words) for each of the
following unfinished stories.

1

48

5

1

61

49

5

2

67

the

Worksheet 1: Each of the following
sentences includes a mistake in
grammar. Locate the mistake in each
sentence and correct it. The first one
has been done for you as an example.
Worksheet 2: Same as for Worksheet 1,
above.

22

Identifying parts of
speech contextualised
in a written text

22

1

1

Writing a conclusion
for unfinished stories

22

4

50

50

Correcting
grammatical errors

50

50

50

Correcting
grammatical errors

50

Act.
Act.
No. Unit No. Page
Book
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repetitions

50

5

3

73

Worksheet 3: Fill in the gaps with the
words 'one' or 'ones', placing the
parentheses around them if the word is
optional. If nothing goes in the gap,
write in the symbol 'Ø'.

51

5

4

74

Worksheet 4: Next to each of the
adjectives numbered 1-17, write the
letter 'a' or 'b' corresponding to the
place it should be inserted in the text.

1

1

Correcting
grammatical errors in
a text (definite and
indefinite articles)

1

1

Correcting
grammatical errors in
a text (plural nouns)

10

10

Rewriting sentences

10

11

11

Rewriting sentences

11

5

5

75

53

5

6

76

Worksheet 6: Correct the following
text, paying special attention to the use
of plural nouns:

54

5

7

77

55

5

8

78

381

52

Worksheet 5: Rewrite this passage,
correcting the use of the definite and
indefinite articles (a/an/the). Use the
symbol ‘Ø’ where you suppress an
article from the original.

Worksheet 7: Rewrite the following
sentences where possible, beginning
with the word ‘It’.
Worksheet 8: Rewrite the following
sentences
beginning
with
the
underlined words. In some cases you
may have to change the underlined
words slightly so that they make sense
in their new position.

10

10

Filling gaps with
grammatical
aspect
(one, ones, nothing)

10

17

17

Filling gaps with
correct adjective order

17

1

1

Act.
Act.
No. Unit No. Page
Book
Unit

56

382

57

5

5

9

10
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79

Worksheet 9: Compare the expressions
in the first two columns. In the second
column, two nouns are linked in some
way. Determine whether the first noun
corresponds to the subject, verb, object
or object of a preposition of the
paraphrase in the first column, and
write S, O, V or Oprep accordingly in
the column marked ‘Order’. Then do
the same for the second noun, making
sure that the order is correct. A few
examples have been provided to help
you get started.

8

8

Analysing
forms
(morphosyntax)

8

79

Worksheet 10: Consider the results you
have obtained from worksheet 1, and
use them to fill in the following table,
writing ‘Saxon genitive’ or ‘NounNoun’ in the column marked ‘Noun
Group’.

4

4

Analysing
forms
(morphosyntax)

4

Act.
Act.
No. Unit No. Page
Book
Unit

5

11

80

59

5

12

81

383

58

Instructions
Worksheet 11: Refer to worksheets 1
and 2 to do this exercise. Now,
consider the two nouns in each box in
the first column of worksheet 3. (The
first of these, highlighted in bold, is the
main noun, which, as you have seen,
always comes last in a noun group).
Write a sentence in the second column
that links them in a simple, logical way.
Next, in the column marked ‘Order’,
indicate the parts of speech to which
they correspond (S, V, O or Oprep) in
the order that they will appear in the
noun group. Finally, complete the last
column with the appropriate noun
group (Saxon genitive or noun-noun
construction).
Worksheet 12: Complete the following
table, writing ‘Correct’ or ‘Incorrect’ in
the second column according to the
acceptability of the sentences in the
first column. If an alternative
construction is possible, write it in the
last column. The first one has been
done for you.
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Sub-acts/
repetitions

10

10

Analysing
forms
(morphosyntax)

10

24

24

Analysing
forms
(morphosyntax)

24

Act.
Act.
No. Unit No. Page
Book
Unit

60

6

1

R

82

Worksheet 1: Without using a
dictionary,
attempt
to
provide
definitions for the following words in
your own language in the column
marked “before reading”. Where you
can provide no definition, write an ‘X’
in the corresponding box. Next, read
the six short texts below, and determine
the meaning of the words highlighted in
bold print within them. Write these
contextualized meanings in the
appropriate boxes in the “after reading”
box.

11

85

Worksheet 2: Each of the ten short
newspaper stories below begins with a
headline containing a play on words
(pun). Locate the pun in each of the
headlines and be ready to explain its
relevance to the story it introduces. Use
dictionaries to help you with any
unfamiliar words you may encounter.

10

43

384
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22

11

Inferring meaning of
words before and after
reading a text

22

10

10

10

Identifying
and
explaining puns in
headlines

10

43

43

43

Using resources to
find the meaning of
idioms

43

22

10

Sub-acts/
repetitions

62

6

3

88

Worksheet 3: Use a dictionary of
idioms to find the meaning of the
following idiomatic expressions, all of
which are based on parts of the body:

63

6

4

91

Worksheet 4: Complete the idiomatic
expressions in the following sentences.

15

15

Completing sentences
with idioms

15

64

6

5

92

Worksheet 5: Fill in the blanks in the
following sentences to form complete
color idioms.

15

15

Completing sentences
with idioms

15

43

Act.
Act.
No. Unit No. Page
Book
Unit

65

66

6

6

6

7

94

Worksheet 6: Now make a list of the
color idioms you have used in
Worksheet 5, and write a short
definition in the column marked
“Meaning”. Wherever possible, cite an
equivalent expression in your mother
tongue.

95

Worksheet 7: Use monolingual and
bilingual dictionaries to find the
meaning of the posture and movement
verbs listed in the chart below. In many
cases you may find it difficult to
distinguish clearly between the
meanings of two or more verbs. Circle,
underline or otherwise mark verbs
which present this problem.

97

Worksheet 8: To complete the chart
below, classify the verbs listed in
Worksheet 7 as depicting movement
with or without displacement.

385
67

6

8

Instructions

68

6

9

98

69

6

10

98

Worksheet 9: Complete the chart below
by referring to the verbs of
displacement in the previous chart and
classifying them according to relative
speed.
Worksheet 10: Based on your work on
the preceding charts and information
gathered both from the dictionary and
class discussion, fill in the blanks in the
sentences below with the appropriate
posture and movement verbs.
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17

Making a list of color
idioms and finding the
equivalent in L1

17

50

Using
monolingual
and
bilingual
dictonaries to find the
meaning of verbs of
movement

50

50

Classifying
the
previous verbs into
movement or lack of
it

50

32

32

Classifying
the
previous verbs of
displacement
accoridng to speed

32

10

10

Completing sentences
with
verbs
of
movement

10

17

50
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50

17

50

50

50
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Unit

70

6

11
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100

Worksheet 11: Refer to the meanings of
“get” listed below to help you rewrite
the following text, which has too many
“gets” in it. Substitute the “get”
expressions with alternative verbs
wherever you can without making the
text sound unnatural.

39
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L1

Sub-acts/
repetitions

39

Substituting
"get"
expresions
with
alternatuive verbs in a
text

39

39

39

Completing a
with do or make

39

386

71

6

12

101

Worksheet 12: Fill in the blanks in the
following text with the appropriate
forms of the verbs “make” and “do”.
Consult the list of collocations and
phrasal verbs below to help you.

72

6

13

104

Worksheet 13: Choose the correct word
to describe the noise of each of the
items listed below.

30

30

Choosing the correct
word to describe the
type of noise

30

Worksheet 14: There are quite a few
words which have been imported into
English directly from other languages.
Though a good deal of these are
technical terms, there are still many
which are used habitually in non
specialized contemporary English.
Below are a few examples.

25

25

Completing sentences
with loan words

25

30

30

Choosing the correct
loan word in isolated
sentences

30

1

Listening
to
punctuation
capital letters

73

6

14

105

74

6

15

108

75

7

1

111

Worksheet 15: Circle the appropriate
word or words in each of the sentences
below.
Worksheet 1: Listen to your teacher
read the text below out loud. Then add
the necessary punctuation and capital
letters.

1

1

1

text

add
and

1

Act.
Act.
No. Unit No. Page
Book
Unit
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76

7

2

112

Worksheet 3: Same as for worksheets 1
and 2, above.

1

1

1

1

77

7

3

112

Worksheet 2: Same as for worksheet 1,
above.

1

1

1

1

112

Worksheet 4: Use monolingual and
bilingual dictionaries to find the
meaning of the abbreviations below,
and list them in the corresponding
spaces in the column marked
“meaning”. Then add the equivalent
abbreviations in your own language
in the column on the far right.

114

Worksheet 5: The phrases in bold type
in text 1, above, are listed here below.
For each one, suggest an alternative
formulation
in
English.
Your
suggestions should fit the original
context
both
semantically
and
grammatically.

1

33

118

Worksheet 6: Read the following text
and discuss the translation errors it
presents. Make suggestions as to how
to reformulate the text in natural
sounding, intelligible English.

1

35

78

7

4

387
79

80

7

7

5

6

25

25

25

35

35

25

25

Listening
to
punctuation
capital letters
Listening
to
punctuation
capital letters

Sub-acts/
repetitions
add
and

1

add
and

1

Using
monolingual
and
bilingual
dictonaries to find the
meaning of acronyms

25

33

Suggesting alternative
formulations
of
phrases in a wirtten
text

33

35

Reformulating
translation errors in a
text

35

25

25

Act.
Act.
No. Unit No. Page
Book
Unit

81

388

82

83

8

8

8

1

2

3

120

Instructions
Worksheet 1: Brainstorming. Name as
many examples as you can of the
different reading materials you might
encounter in the situations listed below
under the headings marked “Reading
on a Routine Day” and “Reading and
Air Travel”. Some examples have been
given to get you started. [Note: Your
examples should be as specific as
possible. That is, instead of simply
citing a newspaper as reading material,
name the specific, different kinds of
reading material to be found within it.]
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24

Naming examples of
text types in different
contexts

24

5

123

Worksheet 2: Complete the chart below
with the information requested.

5

5

Analysing text types
according to author's
intention,
reader's
prupose,
reader's
expected response

124

Worksheet 3: Complete the chart below
by providing examples of expository
texts taken from Worksheet 1. Be
careful to place each example in the
correct column indicating its sub-type.

3

3

Providing examples of
expository texts

3

2

2

Providing examples of
instructive texts

2

1

1

Providing examples of
argumentative texts

1

84

8

4

124

Worksheet 4: Complete the chart below
by providing examples of instructive
texts taken from Worksheet 1. Be
careful to place each example in the
correct column indicating its sub-type.

85

8

5

125

Worksheet 5: Fill in the box below with
examples of argumentative texts from
Worksheet 1.

Act.
Act.
No. Unit No. Page
Book
Unit

86

87

8

8

6

7

Instructions

R

6

131

Worksheet 7: Texts 7 and 8, above,
have been divided into several parts.
Identify the text type of each of the
isolated parts in each text. Then, draw a
conclusion regarding the predominant
communicative function of each text as
a whole, and assign it a single text type.

389

127

Worksheet 6: Using the clues provided
below, fill in the following chart with
your commentaries on the general text
type, subtype, form and content of each
of the six preceding texts. Where
possible, cite specific examples of the
characteristics you mention.

88

9

1

133

89

9

2

134

90

9

3

135

Worksheet 1: In texts one and two
below, certain words and phrases are in
italics. The italicized words and phrases
are listed below each text. In the spaces
provided to their right, indicate the
words or concepts to which each of
these words or phrases specifically
refers within the text. (Time: 3
minutes)
Worksheet 2: 1. The author of Text 3
uses the pronouns “we” and “our”
several times. To whom is he referring
with these pronouns? What does this
indicate about the author?
Worksheet 2: 2. In the preceding
paragraph, find as many direct
references to Harry Wu as you can and
underline them.
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Identifying text type
and subtype, formal
aspects and type of
content (the criteria
for form and content
are provided)

6

Identifying text types
and communicative
function

2

6

6

2

2

2

2

8

8

Identifying cohesion
mechanisms

8

1

1

1

Identifying cohesion
mechanisms

1

1

1

1

Identifying cohesion
mechanisms

1

2

Act.
Act.
No. Unit No. Page
Book
Unit

91

92

390

93

94

9

9

9

9

4

5

6

7
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Worksheet 2: 3. The text above
describes a case of flogging. List as
many direct references as you can find
to 1) the victim of the flogging and 2)
the victim’s son. In case of repeated
references, specify how many times a
given reference appears in the text.

1

136

Text 6: Skim the following text to form
a general idea of its contents. Next,
follow the instructions provided below
to complete worksheet 3.

1

137

Worksheet 3: 1. In the space provided
for you below, list all the words and
expressions you can find in text 6
which may be associated with the
worlds of religion, on the one hand, and
music, business and the recording
industry, on the other.

1

2

137

Worksheet 3: 2. Observe the use of the
words “cross” and “cowls” in the
phrases “That made them very cross”
(par. 3) and “what really ruffled the
monks’ cowls” (par. 4). Can you say
anything about the writer’s choice of
words in these instances? Could other
words have been chosen here? Can you
find any similar examples of clever
lexical choice in the final paragraph of
the article?

2

2

1
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Identifying cohesion
mechanisms

1

Skimming for gist

1

2

Identifying
words
from
different
semantic fields

2

2

Analysing
author's
subtle word choices

2

1

1

2
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repetitions

Act.
Act.
No. Unit No. Page
Book
Unit

95

9

8

138

96

9

9

139

391
97

98

9

9

10

11

Instructions
Worksheet 4: The following is a text
which has been divided up into
individual sentences. The sentences are
out of order. Use the blanks provided to
the left of each sentence to place the
sentences in the correct order, in such a
way that they form a logically
sequenced and coherent text. The initial
sentence of the text has been marked
for you.
Worksheet 5: Circle all elements
participating in cohesive ties in the text
below, and draw arrows to indicate the
connections between the elements you
have circled. Underline any discourse
linkers you find.
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1
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1

Putting sentences in
the correct order

1

1

Identifying
and
analysing
cohesive
ties in a text

1

140

Worksheet 6: 1. As a text characterized
by a comparison/contrast structure, the
passage above discusses the similarities
and differences to be observed in two
separate concepts, in this case, the
notions of slander and libel. Locate the
fragments of the text in which these
similarities and differences are
discussed, the line numbers to which
they correspond, and fill in the blanks
provided below.

1

1

Identifying
similarities
differences

and

1

140

Worksheet 6: 2. Now, complete the
chart below by filling in the
corresponding information regarding
similarities and differences between
slander and libel as outlined in the text.

1

1

Identifying
similarities
differences

and

2

Act.
Act.
No. Unit No. Page
Book
Unit

99

100

9

9

12

13

Instructions

141

Text 8: 1. The preceding passage
outlines the similarities and differences
to be found in butterflies and moths.
Locate the fragments of the text in
which these similarities and differences
are discussed, the line numbers to
which they correspond, and fill in the
blanks provided below.

392

141

Worksheet 6: 3. Listed below are the
linking devices which have been
underlined in the text for you. In the
space provided to the right of each one,
state whether the linking device in
question has a comparative or
contrastive function.

Text 8: 2. Now, complete the chart
below by filling in the corresponding
information regarding similarities and
differences between butterflies and
moths as outlined in the text.
Text 8: 3. The linking words and
phrases underlined in the text have
been listed for you below. In the space
provided next to each word or phrase,
state whether the function of each is
comparative or contrastive.

101

9

14

141

102

9

15

142

103

9

16

142

Worksheet 7: 1. Compare texts 7 and 8.
Are the order in which similarities and
differences are discussed the same?

104

9

17

142

Worksheet 7: 2. Compare the linking
devices used in texts 7 and 8. Are they
the same or similar?
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Analysing
devices

2
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repetitions

linking

2

1

1

Identifying
similarities
differences

and

2

1

1

Identifying
similarities
differences

and

2

5

5

1

1

1

1

1

1

Analysing
devices

1

Identifying
similarities
differences
Analysing
devices

linking

and

linking

5

1

1

Act.
Act.
No. Unit No. Page
Book
Unit
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9

18

142

106

9

19

143

Worksheet 8: Complete the diagram
below with information from Text 9.

1

1

Identifying
similarities
differences

and

3

107

9

20

144

Text 10: Skim the text below and place
the words in italics in the appropriate
boxes in the corresponding diagram in
Worksheet 9.

1

1

Skimming for gist and
for
organising
information

1

145

Text 11: Do the same as before. Note,
however, that here, in Worksheet 10,
the key words to be placed in the
diagram have not been highlighted for
you.

1

1

Organising
information in a chart

1

147

Text 12: Do the same as for texts 10
and 11, except that here you will need
to complete the unfinished diagram
provided in Worksheet 11.

1

1

Organising
information in a chart

1

147

Text 13: Do the same as for the
preceding three texts, except that here
you must create your own diagram
from scratch under the heading
“Worksheet 12”.

1

1

Organising
information in a chart

1

393

105

Worksheet 7: 3. Review texts 7 and 8
to determine how the different features
of slander and libel, on the one hand,
and moths and butterflies, on the other,
are presented. What grammatical
device does text 8 use which is not
present in text 7?

108

109

110

9

9

9

21

22

23

1

Analysing
devices

1

linking

1

Act.
Act.
No. Unit No. Page
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111

9

24

149

In texts 14 and 15, below, locate the
fragments which 1) explain a problem;
2) provide a solution for that problem;
3) evaluate the solution; and 4) act as a
general conclusion to the texts. Next,
fill in the charts provided for you in
Worksheets 13 and 14.

112

9

25

151

Refer to Text 14 to complete this chart.

1

1

4

113

9

26

151

Refer to Text 15 to complete this chart.

1

1

4

394
114

9

25

153

115

9

26

154

116

9

27

154

Worksheet 15: In text 16, above, locate
the passages which reflect the basic
structural
elements
of
its
problem/solution pattern as listed
below. In the space provided to the
right of each of these structural
elements, write the number (1-6) of the
paragraph in the text where each may
be found. (Note: The relationship
between structural elements and
paragraphs is not always one on one.
That is, a paragraph may contain more
than one of the structural elements
listed, in the same way that a structural
element may be found in more than one
paragraph.)
Worksheet 16: 1. What is the basic
problem being discussed in this text?
Worksheet 16: 2. Which specific sites
are mentioned in the text as examples
of places where the problem has been
observed? List them.

2

2

Identifying
specific
parts of the text (e.g.
presentation of the
problem, solution to
the
problem
and
conclusion)

Identifying
specific
parts of the text (e.g.
presentation of the
problem, solution to
the
problem
and
conclusion)

8

1

1

4

1

1

1

1

1

1

Act.
Act.
No. Unit No. Page
Book
Unit
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1

1

1

1

1

1

1

1

1

1

1

1

1

1

1

1

117

9

28

154

118

9

29

154

Worksheet 16: 4. What solutions to the
problems outlined in the text have been
proposed or tested?

119

9

30

154

120

9

31

154

121

122

9

9

32

33

Worksheet 16: 5. What are the
drawbacks of the solutions offered so
far?
Worksheet 16: 6. Based on his
assessment of the problem and
evaluation of possible solutions, what
conclusion does the author reach
regarding action to be taken in the
future?

155

Worksheet 17: Write a brief summary
(approx. 100 words) of the main ideas
in text 16. Make sure to include each of
the structural elements outlined in
Worksheet 15.

1

155

Worksheet 18: Read through the
paragraph below and indicate which
sentences within it correspond to: 1) the
topic
sentence;
2)
developing
sentences; 3) summary or recapitulation
sentence

1

1

S
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R

Worksheet 16: 3. List the specific
problems which have been observed in
each of the places you have mentioned
in your answer to question 2.
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Book
Unit
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123

9

34

155

Worksheet 19: Write a paragraph of
your own (100-150 words) containing
all the component parts exemplified in
the previous text. As a topic, choose
any profession you like (e.g., movie
star, bus driver, teacher, etc.)

124

9

35

157

Worksheet 20: Provide a one-sentence
summary of the contents of each
paragraph in Text 17.

125

9

36

10

1
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1

1

1

6

6

6

6

157

Worksheet 21: Now, use your six
summary sentences to compose a
cohesive and coherent summary of text
17 as a whole.

1

1

1

1

164

Worksheet 1: As examples of a highly
conventionalized genre, the recipes you
have been given to analyze share a
series
of
common
features.
Nevertheless, some differences may
also be observed in these recipes. In the
boxes provided in the chart below,
write “YES” or “NO” to indicate
whether or not the features outlined are
included in each recipe. In case of a
“YES” answer, roughly indicate the
part or parts of the recipe in which the
feature is included (beginning, end or
body of the recipe). An example has
been given to get you started.

6

396
126

R

6

6

Identifying pieces of
information in recipes

6

Act.
Act.
No. Unit No. Page
Book
Unit

127

128

10

10

2

3

R

165

Worksheet 2: Titles. The titles of the
six recipes are listed in the chart below.
Write ‘YES’ or ‘NO’ in the boxes
provided to indicate whether or not
each of the titles displays the features
mentioned. In case of a ‘YES’ answer,
indicate the part of the title which
reflects the corresponding feature. An
example has been provided in the first
box to get you started.

6

166

Worksheet 3: 1. Commentaries: Now,
compare the commentaries included in
those recipes which do feature
commentary. Are the commentaries all
of the same kind? What type of
information does each commentary
provide?

1

397

Instructions

129

10

4

166

130

10

5

166

Worksheet 3: 2. Ingredients: Review
the list of ingredients featured in each
recipe. List any measurements and
abbreviations
you
find.
Where
abbreviations are given, use the
information provided in other recipes to
find their full-form equivalents. Finally,
state what you believe is unusual about
the measurements provided in Recipe
5.
Worksheet 4: GRAMMAR: Refer to
the instructions for preparation
provided in Recipe 3 to answer the
questions below. 1. With what part of
speech do most of the sentences begin?
Are the sentences simple or complex?
(Do they contain a variety of
conjunctions?)
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6

6

6

6

6

1

1

1

1

Sub-acts/
repetitions

6

Identifying the pieces
of information that the
title of recipes provide

6

1

Comparing
commentaries

1

6

6

Analysing
formal
aspects of a recipe

1

Act.
Act.
No. Unit No. Page
Book
Unit

131

132

10

10

6

7

1

1

1

1

Analysing
formal
aspects of a recipe

1

166

Worksheet 4: GRAMMAR: Refer to
the instructions for preparation
provided in Recipe 3 to answer the
questions below. 3. Underline all the
articles (definite or indefinite) you can
find in the instructions. What is unusual
about the use of articles in the recipe?

1

1

1

1

Analysing
formal
aspects of a recipe

1

1

1

1

1

Analysing
formal
aspects of a recipe

1

398

166

Worksheet 4: GRAMMAR: Refer to
the instructions for preparation
provided in Recipe 3 to answer the
questions below. 2. List all the verbs
you find in the instructions provided in
the recipe and identify the grammatical
form of each one. What is the verb
form most commonly used?

133

10

8

166

134

10

9

166

1
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repetitions

R

Worksheet 4: GRAMMAR: Refer to
the instructions for preparation
provided in Recipe 3 to answer the
questions below. 4. Underline all the
pronouns you can find in the article.
Worksheet 4: GRAMMAR: Refer to
the instructions for preparation
provided in Recipe 3 to answer the
questions below. 5. Examine the
sentences below. Refer to the original
recipe to answer the questions in
parentheses next to each sentence. e)
Serve over buttered noodles. (Serve
what?)
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Act.
No. Unit No. Page
Book
Unit

135

10

10

167

10

11

169

137

10

12

169

138

10

13

170

399

136

Instructions

Worksheet 5: Vocabulary. Find
definitions for the words listed below
in:
1)
a
general
bilingual
English/Spanish dictionary 2) a general
monolingual English dictionary. Refer
to the recipes indicated to confirm that
the definitions you have found make
sense in context.
Worksheet 6: Change the following
headlines into “normal” language (full
sentences). Use the information on
grammar in headlines you have
received to help you.
Worksheet 7: Yet another typical
feature of English headlines is the
frequent use of wordplay (puns) and
intertextual references. (This of course
is another attention-getting device.)
Here are some examples of puns in
actual newspaper headlines. Try to
identify and explain them. Use your
dictionary to help you find double
meanings.
Worksheet 8: Now, create your own
headlines with the information below.
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36

7

72

7

6

6

6

4

4

4

78

74

6

Using
monolingual
and
bilingual
dictionaries to find
definitions
and
referring to texts to
confirm

Reformulating
headlines into
English

7

Sub-acts/
repetitions

74

full

7

6

6

Identifying
and
explaining puns in
headlines

6

4

4

Creating
headlines
from
given
information

4

Act.
Act.
No. Unit No. Page
Book
Unit

139

400

140

141

10

10

10

14

14

16

Instructions

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the
general characteristics of news stories.
1. What is it about the graphic
distribution of a newspaper story that is
obviously different from the ordinary
graphic distribution of, for example, a
chapter in an academic book, or an
essay you might write for class?

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the
general characteristics of news stories.
2. Most, though not all newspaper
stories include what is called a “by
line”,
which
gives
information
regarding the name of the journalist(s)
responsible for writing the story.
Locate the by-line in Text 7 and
reproduce it exactly. Is it at the
beginning or end of the text?

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the
general characteristics of news stories.
3. In comparison with the sentences of
other genres (again, think of academic
books and essays you might write for
class), do you think the sentences of
this news story are, on average, short or
long? What about the paragraphs?
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1

1

1

1

1

1

1

Sub-acts/
repetitions

Analysing
formal
aspects of news

1

Analysing
formal
aspects of news

1

Analysing
formal
aspects of news

1

Act.
Act.
No. Unit No. Page
Book
Unit

142

143

10

10

17

18

10

19
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172

Worksheet 9: Refer to Text 7 to answer
the following questions about the
general characteristics of news stories.
4. This news story has a total of eleven
paragraphs. In which paragraphs is the
most important information (that is, the
information most directly related to the
headline) located?

1

1

1

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the
general characteristics of news stories.
5. Which paragraphs do you believe
could have been eliminated completely
from the story without compromising
its value as a news item? (That is,
which paragraphs here might be
considered “extra stuffing”?)

1

1

1

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the
general characteristics of news stories.
6. What device is used repeatedly in the
story to make the information seem
more direct and authoritative?

1

401
144
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1

1

1

Analysing
formal
aspects of news

1

Act.
Act.
No. Unit No. Page
Book
Unit

402

145

10

20

173

146

11

1

175

147

11

2

176

148

11

3

177

149

11

4

179

Instructions
Worksheet 10: Now, use the newspaper
story featured below (Text 8) as a
model to write a crime report of your
own of about 150 words. Remember to
include the typical features of news
stories, answering all the canonical
journalistic questions (who, what,
where, when, why and how). (Note:
Some words and phrases in Text 8
which are typical of crime reports have
been highlighted in bold type to help
you.)
Worksheet 1: Fill in the blanks to the
right of the words listed in the column
labeled “American English” with the
letters
corresponding
to
their
equivalents in the column marked
“British English”.
Worksheet 2: Fill in the blanks in the
chart below with the American and
British meanings of the words listed on
the left.
Worksheet 3: Identify the origin of the
following ten text excerpts as British or
American. Underline any words in the
texts which reveal their geographical
origins.
Worksheet 4: The sentences below
have all been composed in an
extremely inflated style. Read them
carefully to determine their core
meaning and then rephrase them as
simply as possible (two to ten words
will suffice).
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1

1

Sub-acts/
repetitions

Writing a crime report
based on a newspaper
story

1

25

25

Matching American
and British terms
(synonyms)

25

14

14

Distinguishing
American and British
terms (homographs)

14

10

10

10

Identifying
variety

10

8

8

8

Rephrasing sentences
in a less infltated way

language

8

Act.
Act.
No. Unit No. Page
Book
Unit

150

151

11

11

5

6

11

7

R

181

Worksheet 5: Fill in the blanks in the
following text, choosing words and
phrases from the options given in the
corresponding list. IMPORTANT: In
every case, all three options are
possible. Your job is to decide which of
the three sounds best. Be prepared to
discuss the reasons for your answers
with the rest of the class.

1

183

Texts 11 and 12, below, represent two
different styles of newspaper reporting.
Though both texts tell the same news
story, one has been extracted from a
broadsheet, the other from a tabloid.
Skim the two texts and then go on to
Worksheets 6 and 7, below.

2

185

Worksheet 6: Complete the chart below
with the corresponding information,
quoting directly from the text in each
case. Include ALL references in the
texts relevant to the subjects dealt with.

2

403
152

Instructions
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Filling blanks with the
most
appropriate
words
based
on
formality.

24

2

2

22

Sub-acts/
repetitions

24

2

Comparing how two
different newspapers
tell the same story

24

Act.
Act.
No. Unit No. Page
Book
Unit

153

11

8

R

186

Worksheet 7: Use the questions below
to guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 1.
Compare and review the information in
the chart in Worksheet 6. Discuss the
differences you detect between texts 11
and 12 with regard to a) references to
and description of the victim and b)
description of the crime scene and
body. Which of the two articles goes
into greater detail on these points?
What do you believe is the author’s
purpose in including the extra details in
the article in question?

4

186

Worksheet 7: Use the questions below
to guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 2.
Continue to examine the chart in
Worksheet 6 for differences in the
descriptions of the victim, crime scene
and body. Discuss the differences you
see in the vocabulary used by the two
articles. Compare the use of adjectives
in each article. Which one uses more
adjectives? what do you believe the
adjectives in this article contribute to its
overall effect?

404

Instructions

154

11

9

2
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2

Sub-acts/
repetitions

4

Comparing how two
different newspapers
tell the same story

4

2

Comparing, in terms
of formal aspects
(vocabulary), how two
different newspapers
tell the same story

2

Act.
Act.
No. Unit No. Page
Book
Unit

155

11

10

186

405
156

11

11

187

Instructions
Worksheet 7: Use the questions below
to guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 3.
Scan the chart in Worksheet 6 to find
other instances in which information
included in one article is not to be
found in the other. Make a list of your
findings below, and then state what you
believe these differences might
contribute to the effect of each text on
the reader.
Worksheet 7: Use the questions below
to guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 4.
Scan the chart in Worksheet 6 again,
this time to find any instances in which
specific information provided in one
article conflicts with the data included
in the other. Take note of the
discrepancies you find below and state
whether you believe they make any sort
of contribution to the overall effect of
one article as opposed to the other.
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2

Comparing, in terms
of formal aspects
(vocabulary), how two
different newspapers
tell the same story

2

2

Comparing, in terms
of formal aspects
(vocabulary), how two
different newspapers
tell the same story

2

Act.
Act.
No. Unit No. Page
Book
Unit

157

11

12

R

187

Worksheet 7: Use the questions below
to guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 5. In
light of everything you have observed,
describe the different types of
readership at which you imagine each
of the articles (texts 11 and 12) was
originally targeted. Which of the two
do you believe has been extracted from
a tabloid? From a broadsheet? Briefly
sum up the various ways in which the
different types of paper, as exemplified
in the articles here, caters to its readers’
expectancies.

2

189

Look at pictures 1-4 below, and explain
how graphics or images ordinarily
associated with one setting have been
used in another, and to what effect.

406

Instructions

158

12

1

W L

S

Ling Soc Prag Dis

L2
vs Extra Doc Prof DEC PRO COMMENTS
L1

2

5

4

4

4

Semiotics
intertextuality

and

8

8

8

8

Semiotics
intertextuality

and

and

159

12

2

192

Worksheet 2: In lists A and B below,
locate the headlines which contain
intertextual references and identify the
original source of the reference if you
can.

160

12

3

192

Text 1: Locate and explain the
modified intertextual reference in the
advertisement below:

1

1

1

1

Semiotics
intertextuality

193

Text 2: Explain the modified
intertextual reference in the headline of
the article below. Then skim the text to
determine its relationship to the
contents of the article.

2

2

2

2

Identifying
intertextuality
skimming

161

12

4

Sub-acts/
repetitions

and

4

8

1

2

Act.
Act.
No. Unit No. Page
Book
Unit

Sub-acts/
repetitions

407

8

Identifying text type
and function

8

2

2

4

Identifying text type
and function

2

1

2

2

4

Identifying text type
and function

2

200

Worksheet 4: Follow the instructions
given below, applying them first to text
8 and then to text 9. 1. Read through
the text, and identify the genre of which
it is a parody.

2

2

2

2

200

Worksheet 4: Follow the instructions
given below, applying them first to text
8 and then to text 9. 2. Find at least one
serious, authentic example of the genre
you have identified in English.

2

2

2

12

6

195

164

12

7

197

165

12

8

10
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2

194

167

S

and

5

9

W L

Identifying
intertextuality
skimming

12

12

Text 3: Explain the modified
intertextual reference in the headline of
the article below. Then skim the text to
determine its relationship to the
contents of the article.
Worksheet 3: Read and examine texts
4-8 below to determine what genre
each one represents. Next, locate any
features within the texts which would
normally be associated with other
genres. Finally, discuss the function or
purpose of these texts within the texts
you are examining. What do they add
to the overall effect or meaning of the
texts?

R

2

162

166

Instructions

2

2

4

4

Text 8: Read through the text below,
and then continue on to worksheet 3.

1

199

Text 9: Same as for text 8.

2

2

Parallel texts

2

Act.
Act.
No. Unit No. Page
Book
Unit

12

11

200

169

12

12

200

408

168

Instructions
Worksheet 4: Follow the instructions
given below, applying them first to text
8 and then to text 9. 3. Now, compare
the text you have found with the parody
provided for this task. Make a list of
similarities and differences with regard
to:
a) General organizational structure of
the text. Are the elements of
organization the same or similar? Do
they appear in the same order? Have
elements been added or suppressed in
the parody? Specify any differences
you find.
Worksheet 4: Follow the instructions
given below, applying them first to text
8 and then to text 9. 3. Now, compare
the text you have found with the parody
provided for this task. Make a list of
similarities and differences with regard
to:
b) Register. Is the use of vocabulary in
the serious text and the parody similar?
Do you see one text as more formal or
informal than the other? Give specific
examples of register differences where
you see them.
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4

4

2

6

Analysing
structure

Sub-acts/
repetitions

text

4

6

Act.
Act.
No. Unit No. Page
Book
Unit

170

12

13

R

200

Worksheet 4: Follow the instructions
given below, applying them first to text
8 and then to text 9. 3. Now, compare
the text you have found with the parody
provided for this task. Make a list of
similarities and differences with regard
to: c) General communicative purpose.
What is the main aim of each text? To
inform? To convince? To instruct or
prohibit? To entertain? What about the
text type of the genres parodied? Do
both texts parody the same text type
(expository,
argumentative,
instructive)?

2

200

Worksheet 5: Choose one of the five
genres listed below and write a love
message (approx. 200-250 words) to
the person of your choice (e.g. a friend,
a lover, an idol, your mother) following
the formal conventions of that genre as
closely as possible Note: To facilitate
your task, find an authentic, serious
example of the genre you are adapting.

1

201

Worksheet 1: The introductory block of
text below (What he says…) has been
taken from a feature article in
Cosmopolitan magazine. Beneath it,
some examples of “malespeak” from
the magazine have been written out for
you. Next to each example, two
different situations in which the
sentence might be spoken are given. In
the spaces provided, write your
“translation” of what a man might
actually mean in each case.

409
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172

12

13

14

1

12
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4

1

1

12

12

1

Sub-acts/
repetitions

4

2

1

1

Writing
a
love
message using the
formal conventions of
a given genre

1

12

Analysing
implicatures of the
same sentence uttered
in different contexts.
Also, reflection upon
the different linguistic
features between men
and women

12

12

6

Act.
Act.
No. Unit No. Page
Book
Unit

173

13

2

204

410

Instructions

R

Worksheet 2: Imagine that you have
just received a parcel with the letter
below attached to it. The parcel
contained a delicate porcelain vase
which belonged to your recently
deceased grandmother. It was of great
sentimental value to you. Attached to
the parcel was the following letter.
Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written.
1. What would your initial reaction to
the circumstances be, before reading
the letter? How would you be feeling?
Would you be contemplating taking
any kind of action? If so, what kind of
action?

1
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3

Debating. Setting the
context

Sub-acts/
repetitions

3

Act.
Act.
No. Unit No. Page
Book
Unit

174

13

3

204

Instructions

411

Worksheet 2: Imagine that you have
just received a parcel with the letter
below attached to it. The parcel
contained a delicate porcelain vase
which belonged to your recently
deceased grandmother. It was of great
sentimental value to you. Attached to
the parcel was the following letter.
Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written.
2. If you had been contemplating taking
some kind of action before reading the
letter, how might your feelings change
after reading it? If you still planned to
take action, would you feel that you
were more or less likely to succeed in
achieving some kind of satisfaction or
retribution? Why?
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2

Sub-acts/
repetitions

2

Act.
Act.
No. Unit No. Page
Book
Unit

13

4

204

176

13

5

204

412

175

Instructions
Worksheet 2: Imagine that you have
just received a parcel with the letter
below attached to it. The parcel
contained a delicate porcelain vase
which belonged to your recently
deceased grandmother. It was of great
sentimental value to you. Attached to
the parcel was the following letter.
Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written. 3. Is the Postal Service being
as apologetic as you would like, under
the circumstances? What image does
the Postal Service seek to convey of
itself? How does it do this? Underline
any specific parts of the letter which
contribute to building the desired
image.
Worksheet 2: Imagine that you have
just received a parcel with the letter
below attached to it. The parcel
contained a delicate porcelain vase
which belonged to your recently
deceased grandmother. It was of great
sentimental value to you. Attached to
the parcel was the following letter.
Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written. 4. What does the letter imply
about whose fault the damages are?
What part or parts of the letter
implicitly refer to fault?
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1

3

3

3

3

1

2

2

2

2

Act.
Act.
No. Unit No. Page
Book
Unit

177

13

6

204

413
178

14

1

206

179

14

2

209

180

14

3

209

Instructions

R

W L

Worksheet 2: Imagine that you have
just received a parcel with the letter
below attached to it. The parcel
contained a delicate porcelain vase
which belonged to your recently
deceased grandmother. It was of great
sentimental value to you. Attached to
the parcel was the following letter.
Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written. 5. In 30-40 words, restate the
underlying message of this letter in
plain, direct language.

1

1

Worksheet 1: Read the seven sample
summaries of text 1 provided below,
and decide which one/s you believe
is/are the best. Remember that a good
summary should 1) restate the main
ideas of the original text; 2) exclude all
unnecessary or superfluous details; 3)
contain
no
information
which
contradicts the original; and 4) include
no editorial remarks. Be prepared to
discuss your findings with your
classmates.
Worksheet 2: 1. Determine the text
type membership of text 1, above
(expository,
argumentative,
instructive).
Worksheet 2: 2. In as few words as
possible, state what the subject-matter
of the text is.
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1

1

1

1

Sub-acts/
repetitions

1

Re-stating ideas in
plain, direct English

1

1

Choosing the best
summary of a text

1

1

1

1

1

Act.
Act.
No. Unit No. Page
Book
Unit

Worksheet 2: 3. Provide a one-sentence
summary of the main idea of each
paragraph in the text.

1

1

1

1

1

1

1

1

1

414

14

4

209

182

14

5

209

183

14

6

209

184

14

7

210

Worksheet 2: 6. Using the outline you
have just composed, write a summary
of text 1 (approximately 150 words).

1

210

Worksheet 3: 1. Read and compare the
two alternative summaries of the text
provided below. Which of the two do
you believe better reflects: a) the
surface structure of the original text? b)
the underlying relationship between
concepts in the original text? c) the
circumstances
surrounding
the
production of the text?

2

185

14

8

Worksheet 2: 4. Now decide on a title
for the text as a whole which reflects its
central idea.
Worksheet 2: 5. Complete the outline
below, using your results up to this
point to fill in the title space, as well as
the spaces marked 1, 2 and 3. For the
spaces marked 1.1, 2.1 and 3.1, refer to
the corresponding paragraphs to find
supporting ideas.

1
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1

Writing a summary

1

6

Analysing
the
appropriateness
of
different summaries

6

Act.
Act.
No. Unit No. Page
Book
Unit

186

187

14

15

9

1

189

190

15

15

15

2

3

4
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210

Worksheet 3: 2. Now, compare the two
summaries quoted here with the
summary you wrote before. Assign one
of the following three labels to each of
the three summaries: a) Restatement of
the original b) Description of the
original c) Interpretation of the original

1

215

Worksheet 1: 1. Without consulting a
dictionary, suggest alternative words or
expressions which might be used in the
text in place of the following:

1

216

Worksheet 1: 2. State whether the text
is generally expository, argumentative
or instructive. If expository, is it
descriptive, narrative or conceptual? If
argumentative, does it display a
through-argumentative or counter
argumentative structure? If instructive,
is it binding or non-binding?

1

1

1

1

1

216

Worksheet 1: 3. What is the specific
function, within the logical structure of
the text as a whole, of each of the two
paragraphs printed in italics (2a and 5a)
? If we consider these as subtexts
within the main text, what text type and
sub-type do they represent?

1

1

1

1

2

216

Worksheet 1: 4. Which of the following
rhetorical patterns can you detect in the
structure of the text? Briefly explain
your answer. a) problem/solution b)
comparison/contrast c) definition

1

1

415
188
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1

7

7

1

Analysing
the
appropriateness
of
different summaries

1

Suggesting synonyms
in a text

7

Identifying rhetorical
pattern

1

Act.
Act.
No. Unit No. Page
Book
Unit

191

15

5

216

416

192

15

6

217

193

15

7

217

194

15

8

217

195

15

9

217

196

15

10

220

197

15

11

220

Instructions

R

Worksheet 1: 5. Comment on the
sentence structure of paragraph 1. What
reasons might the author have for
expressing his thought in this way?

1

Worksheet 1: 6. Based on its language
and content (degree of formality and
subject matter) what kind of
publication do you believe this text has
been extracted from? For what kind of
public do you believe it is intended?
Refer to details in the text to support
your answer.
Worksheet 1: 7. Why has the author
enclosed the word “terminal” (4:3) in
inverted commas?
Worksheet 1: 8. Suggest a possible title
for the text.
Worksheet 1: 9. Write a 150-word
summary (restatement) of the main
ideas of the text.
Worksheet 2: 1. Without using a
dictionary, suggest alternatives for the
words and phrases from the text listed
below.
Worksheet 2: 2. Identify the text-type
of the above text as: (CIRCLE ONE) a)
EXPOSITORY
b)
ARGUMENTATIVE
c)
INSTRUCTIVE
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1

1

1

1

1

1

1

1

1

1

1

1

1

11

11

1

author's

1

1

1

Analysing
style

Sub-acts/
repetitions

1

1

11

1

1

Act.
Act.
No. Unit No. Page
Book
Unit

198

15

12

417

Worksheet 2: 3. Keeping in mind your
answer to the preceding question,
identify the text subtype of the text
(CIRCLE ONE): a) narrative b)
conceptual c) through-argument d)
counter-argument e) binding f) non
binding g) descriptive

1

1

1

1

1

1

1

1

1

1

1

1

1

221

Worksheet 2: 6. The text explains that
when it comes to attracting women as
partners, men who are wealthy are at an
advantage over men who are not.
According to the text, what kind of
women are at an advantage when it
comes to attracting men?

1

1

1

221

Worksheet 2: 7. Does the author appear
to be in favor of, or against the practice
of polygamy? Briefly justify your
answer with evidence from the text.

1

1

199

15

13

220

200

15

14

221

201

202

15

15

15

16

Worksheet 2: 4. Very briefly, justify
your answers to the preceding two
questions. Make sure to mention what
you believe the MAIN IDEA or MAIN
ARGUMENT of the text is.
Worksheet 2: 5. The above text talks
about both men and women. Do you
believe it is: (CIRCLE ONE) a) biased
in favor of women b) biased in favor of
men c) not biased
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Analysing
author's
intention and stance

1

Act.
Act.
No. Unit No. Page
Book
Unit

15

17

221

204

15

18

221

205

15

19

225

206

15

20

225

418

203

207

15

21

225

208

15

22

226

209

15

23

226
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Worksheet 2: 8. Do you believe the
register of the text above indicates that
the text was written a) for readers
specialized in the field discussed or b)
for a general, non-specialized public?
CIRCLE ONE, and then briefly justify
your answer citing at least two
examples from the text

1

Worksheet 2: 9. Write a summary
(restatement) of the text (approx.150
words).
Worksheet 3: 1. Suggest alternatives
for the words and phrases from the text
listed below.
Worksheet 3: 2. Identify the text-type
of the above text as: (CIRCLE ONE) a)
EXPOSITORY
b)
ARGUMENTATIVE
c)
INSTRUCTIVE
Worksheet 3: 3. Keeping in mind your
answer to the preceding question,
identify the text subtype of the text
(CIRCLE ONE): a) narrative b)
conceptual c) through-argument d)
counter-argument e) binding f) non
binding g) descriptive
Worksheet 3: 4. Very briefly, justify
your answers to the preceding two
questions. Make sure to mention what
you believe the MAIN IDEA or MAIN
ARGUMENT of the text is.
Worksheet 3: 5. Do you believe the text
was originally written for an American
public or a British public? Justify your
answer briefly.

1

1
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1

1

1

1
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1
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226

Worksheet 3: 6. Do you believe the
author of the text is a man or a woman?
Justify your answer.

1

1

1

1

1

1

1

1

1

1

1

Identifying whether
the author is a man or
a woman

1

15

25

226

212

15

26

227

Worksheet 3: 8. Write a summary
(restatement) of the text (approx. 150
words).

1

213

15

27

229

Worksheet 4: 1. Suggest alternatives to
replace the words and phrases from the
text listed below.

1

230

Worksheet 4: 2. Identify the text-type
of the above text as: (CIRCLE ONE) a)
EXPOSITORY
b)
ARGUMENTATIVE
c)
INSTRUCTIVE

1

1

1

1

1

230

Worksheet 4: 3. Keeping in mind your
answer to the preceding question,
identify the text subtype of the text
(CIRCLE ONE): a) narrative b)
conceptual c) through-argument d)
counter-argument e) binding f) non
binding g) descriptive

1

1

1

1

1

419

211

Worksheet 3: 7. Do you believe the
register of the text above indicates that
the text was written a) for readers
specialized in the field of linguistics or
b) for a general, non-specialized
public? CIRCLE ONE, and then briefly
justify your answer citing at least two
examples from the text.

214

215

15

15

28

29

1

15

15

15

Act.
Act.
No. Unit No. Page
Book
Unit

216

15

30

230

217

15

31

230

15

32

Worksheet 4: 4. Very briefly, justify
your answers to the preceding two
questions, and suggest a title for the
passage.
Worksheet 4: 5. Consider the stylistic
use of the word “tremulous” in
paragraph 1, line 2. Please explain why
you believe the author chose to use this
particular word instead of some other
synonym. Also, can you cite another
example of the same stylistic device
being used once again in this same
paragraph?
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1

219

15

33

231

220

15

34

231

Worksheet 4: 8. Write a summary
(restatement) of the text (approx.150
words).

S

Ling Soc Prag Dis

1

1

230

Worksheet 4: 7. Do you believe the
register of the text above indicates that
it was written a) for readers who share
a particular field of expertise? b) for a
general, non-specialized public? Circle
one, and then briefly justify your
answer citing at least two supporting
examples from the text.

W L

1

Worksheet 4: 6. According to what the
text explains, if you lived in New York
City, would you be more likely to be
afraid of: a) tarantulas or b) ambulances
(CIRCLE ONE) Would you be more
likely to have a fear of: c) ambulances
or D) elevators? (CIRCLE ONE).
Please justify your answer very briefly.

420
218

Instructions

2

1

1
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vs Extra Doc Prof DEC PRO COMMENTS
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Sub-acts/
repetitions

1

1

1

2

2

2

2

2

1

1

1

1

1

Act.
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No. Unit No. Page
Book
Unit

221

15

35

Instructions

R

233

Worksheet 5: 1. Without using a
dictionary, explain the meaning of the
following words and expressions within
the text. Where possible, suggest
synonymous words or expressions
which might have been used in the text.

1

1

15

36

233

223

15

37

234

Worksheet 5: 3. Why do you think the
writer has enclosed the term “fittest” in
inverted commas in paragraph 1?

1

234

Worksheet 5: 4. In paragraph 2, the
author refers to “beasts of prey”. What
specific examples of beasts of prey are
mentioned in the text?

234

Worksheet 5: 5. Locate the part of the
text which discusses the difference
between two different types of struggle
for survival. Name the two different
types and state into which of the two
categories you believe the human
capacity for speech might be placed.

421

222

Worksheet 5: 2. To whom is the theory
of the “survival of the fittest”, alluded
to in paragraph 1, generally attributed?
Briefly explain the theory as you know
it.

224

225

15

15

39

38
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6

Sub-acts/
repetitions

6

1

1

1

1

1

1

1

1

1

1

1

1

Act.
Act.
No. Unit No. Page
Book
Unit

226

227

15

15

39

40

R

234

Worksheet 5: 6. Is the text generally
expository,
argumentative,
or
instructive? If it is expository, state
whether it is narrative, descriptive or
conceptual. If it is argumentative, state
whether its structure may be described
as
a
through-argument
or
a
counterargument. If it is instructive, is
it binding or non-binding?

1

235

Worksheet 5: 7. As indicated by the
ellipsis dots at the end (...), this text is
incomplete. What topic do you think
the following paragraphs of the text,
not shown here, are likely to discuss?

1

235

Worksheet 5: 8. Consider the subject
matter and the kind of language used in
the text. From what kind of publication
do you believe the text may have been
extracted? At what sort of reader to you
believe the text is directed?

1

235

Worksheet 5: 9. Paragraph 6 mentions
Benjamin Franklin’s maxim that “if we
don’t hang together we shall all hang
separately.” Explain the play on words
to be found in this maxim and the
meaning of the statement as a whole as
it applies to the text.

1

235

Worksheet 5: 10. Suggest a title for the
text and restate the main idea of each
paragraph as briefly as possible (two
sentences maximum per paragraph).

8

422

Instructions
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229

230

15

15

15

41

42

43

W L
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2

1

1
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2

2

Sub-acts/
repetitions

2

2

1

1

2

2

1

1

8

8

Act.
Act.
No. Unit No. Page
Book
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231

15

44

237

232

15

45

237

233

15

46

237

15

47

237

235

15

48

238

423

234

236

237

15

15

49

50

Instructions
Worksheet 6: 1. Without consulting the
dictionary,
suggest
alternative
formulations for the following words
and phrases in the text:
Worksheet 6: 2. Is the text chiefly
expository,
argumentative
or
instructive? (State the main text type
and sub-type it represents.)
Worksheet 6: 3. Restate the central idea
of the text in one sentence. Suggest a
title for the text.
Worksheet 6: 4. Why have the authors
chosen
to
enclose
the
word
“merchandise” (4:5) in inverted
commas? What does the word actually
refer to in this context?
Worksheet 6: 5. Find as many
examples of metaphor or rhetorical
comparison as you can in the text. List
them.

R

1

W L

S

Ling Soc Prag Dis

6

L2
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L1

6

1

1

1

1

1

1

1

1

6

6

238

Worksheet 6: 6. Consider the subject
matter and degree of formality of the
language used in the text. From what
kind of publication do you believe the
text has been extracted? For what kind
of readership is it intended? Support
your answer with at least two examples
from the text.

1

240

Worksheet 7: 1. Suggest alternative
expressions to replace the following
words and phrases, in bold type in the
text. Your suggestions must fit into the
text
both
grammatically
and
semantically.

1

1

10

1

4

10

Sub-acts/
repetitions

6

1

1

1

1

1

1

1

4

4

10

Act.
Act.
No. Unit No. Page
Book
Unit

238

15

51

240

239

15

52

240

240

15

53

Instructions
Worksheet 7: 2. Of which text type
(expository,
instructive
or
argumentative)
is
the
text
representative?
Worksheet
7:
3.
What
do
biogerontologists study, and for what
purpose?

R

424

241

Worksheet 7: 4. Please indicate
whether you believe the subject matter
of the text above is mainly a)
philosophical b) scientific c) historical.

1

1

15

54

241

242

15

55

241

Worksheet 7: 6. What does the
expression “the merger” (paragraph 6,
line 8) refer to in the text?

1

243

15

56

241

Worksheet 7: 7. In a paragraph of 100
150 words, provide a summary
(restatement) of the text.

1

243

Worksheet 8: 1. Suggest synonyms or
alternative formulations for the
following words and phrases in bold
type in the text above. Your
suggestions must fit both semantically
and grammatically into the surrounding
text.

1

57

Ling Soc Prag Dis

1
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L1

1

1

241

15

S

1

Worksheet 7: 5. Based on its subject
matter and language, would you
characterize the text as intended for
laymen or experts? From what kind of
publication do you think the text has
been extracted? Support your answer
with evidence (at least two examples)
from the text.

244

W L

1

1

1

2

1

1

9

9

Sub-acts/
repetitions

1

1

1

1

1

1

2

2

1

1

1

1
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245

15

58

244

15

59

244

247

15

60

244

248

15

61

245

425

246

249

250

15

15

62

63

Instructions

R

Worksheet 8: 2. State whether you
believe this text may be considered
chiefly expository, argumentative or
instructive, and explain your answer.

1

Worksheet 8: 3. Briefly explain the
author’s view of the relationship
between human consciousness and
power.
Worksheet 8: 4. Give at least two
reasons why the “big brain theory” is
unhelpful
in
explaining
the
evolutionary superiority of human
beings in comparison with other
species of creatures.
Worksheet 8: 5. Why does the author
repeatedly
enclose
the
word
“intelligence” in inverted commas in
paragraph 8?

W L
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1
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1

1

1

1

1

1

1

1

1

1

1

2

2

2

1

1

1

245

Worksheet 8: 6. What kind of
publication do you believe this text has
been extracted from, and for what sort
of public (specialized, non-specialized)
do you think it was originally intended?
Support your answer with evidence (at
least two examples) from the text.

1

245

Worksheet 8: 7. Provide a summary
(restatement) of the main ideas of the
text in a paragraph of approximately
150 words.

1

1

1

1

1

1

Sub-acts/
repetitions

Act.
Act.
No. Unit No. Page
Book
Unit

251

15

64

248

426

252

15

65

248

253

15

66

249

254

15

67

249

255

15

68

249

256

15

69

249

Instructions

R

Worksheet 9: 1. Suggest synonyms or
alternative formulations for the
following words and phrases in bold
type in the text. Your suggestions must
fit both semantically and grammatically
into the surrounding text.

1

Worksheet 9: 2. State whether this text
may be considered chiefly expository,
argumentative or instructive, and
briefly explain what the main topic of
the text is.
Worksheet 9: 3. At the beginning of
paragraph 6, the names of two men
(George Williams and P.B. Medawar)
are mentioned. What branch of science
can you deduce that these men do
research in? Be as explicit as possible.
Worksheet 9: 4. In light of what is
explained in the text about the human
capacity for language acquisition, what
can you deduce about the ability of 10
year-old children and 40-year-old
adults to learn to play the violin?
Worksheet 9: 5. Consider the phrase
“these kinds of assumptions” (par. 4,
line 10). What assumptions are being
referred to here?
Worksheet 9: 6. In which hemisphere
of the brain (right or left) is language
ability mainly located in human
beings?

1
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1

1
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repetitions
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1

1

1

1

1

1

1

1

1
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1

1

1

Act.
Act.
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Book
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257

15

70

250

258

15

71

250

Instructions

R

Worksheet 9: 7. Based on its language
and subject matter, what kind of book
do you believe the text above has been
extracted from? For what kind of
reading public has the book been
written (experts or laypersons)? Give at
least two reasons to support your
answer. (It may be helpful to cite parts
of the text.)

1

W L

S

Ling Soc Prag Dis

1

Worksheet 9: 8. In a paragraph of 100
150 words, summarize the main ideas 1
1
of the text.
TOTAL
582 21 13 36 1018 155
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182 133

2

53

235

30

1323

Sub-acts/
repetitions

2

2

1

1

574

1549

427

428

APPENDIX 3. Analysis of activities pursuing each reading objective
429

430

Act.
No.
Book

Unit

Act.
No.
Unit

Page

Instructions

5

2

1

30

Worksheet 1: 1. Restate the main
ideas of the text in no more than two
sentences.

31

Worksheet 1: 4. Now, look up the
words in both a bilingual and a
monolingual English dictionary.
Compare the information contained
in the dictionary definitions with
your own thoughts.

32

Worksheet 3: Look up the following
words in both a bilingual dictionary
and a monolingual dictionary. Next,
based on the definitions you have
found, try to assign each of the words
to one of the contexts provided.

39

Worksheet 4: In text 2 (above) a
number of words and expressions
have been highlighted in bold type.
Using the reference works available
to you in the library, look for
information regarding these words
and expressions as requested below.
(Note: You will need to use not only
monolingual
and
bilingual
dictionaries, but also other sources
such as idiomatic dictionaries,
dictionaries of English and American
culture, encyclopedias and internet.)

8

10

2

2

4

6

431
11

2

7

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

1

21

COMMENTS

Sub
acts/repetit
ions

Integration of skills

1

1

Using bilingual and
monolingual
dictionaries to find the
connotations of words

8

1

Using bilingual and
monolingual
dictionaries to assign
appropriate contexts of
use

8

1

Using sources to find
out who some people
where and the meaning
of certain words

7

Act.
No.
Book

Unit

Act.
No.
Unit

Page

Instructions

1

2

3

4

1

1

2

8

40

15

2

11

43

Worksheet 8: Briefly define or
explain the following expressions.

44

Worksheet 9: 3. Consider the word
“outwit” (par. 6). What is the
meaning of the prefix in this word?
List five other words which use this
prefix in the same sense.

1

44

Worksheet 9: 4. Explain the meaning
of the following expressions within
the text. Why is the word “can”
italicized here?

1

1

432

12

Worksheet 5: Briefly define the
following words and expressions and
identify the part of speech they
represent as used in text 2. State
whether the words are generally used
in standard or colloquial English.
Indicate if any of the words are
foreign or archaic, and if any are
favored by American or British
speakers. (Numbers in parentheses
refer to location, by paragraph, of
words in the text.)

18

19

2

2

14

15

5

6

7

8

9

10

1

11

12

13

14

15

16

17

18

19

20

21

COMMENTS

Defining words and
identifying part of
speech, variety and
register

1

Sub
acts/repetit
ions

11

13

1

Inferring meaning of a
word and reflecting
upon its form (prefix),
then providing more
examples of words
containing the same
prefix
Inferring the meaning
of expressions and
why a specific form is
being used (italics,
specifically)

1

2

20

3

1

45

Follow the instructions given you by
the teacher and scan the charts below
to quickly find the correct answers to
the questions he/she asks and get
points for your team.

21

3

2

47

Worksheet 1: 1. When did colour
television become available?

1

1

22

3

3

47

Worksheet 1: 2. When was the first
television broadcast made in the
U.S.? By whom? Where?

1

1

Integration of skills
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No.
Book

Unit

Act.
No.
Unit

Page

Instructions

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21

COMMENTS

Sub
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ions

433

23

3

4

47

Worksheet 1: 3. Name the two men
associated with the initial invention
of television technology. What
countries were they from?

24

3

5

48

Worksheet 2: 1. What is an MiTT,
and what is it used for?

25

3

6

48

Worksheet 2: According to the data
presented here, what country
receives the most calls from the
U.S.?

26

3

7

48

Worksheet 2: In what way are the
telecommunications habits of the
British different from those of other
Europeans?

27

3

8

48

Worksheet 2: What countries do the
people of Taiwan call most often?

1

1

28

3

9

49

Worksheet 3: 1. What is the capital
of Suriname?

1

1

29

3

10

49

Worksheet 3: 2. What is the official
language of Suriname?

1

1

30

3

11

49

Worksheet 3: 3. When did Suriname
become a fully independent country?

1

1

31

3

12

49

Worksheet 3: 4. How many
languages are spoken in Suriname?

1

1

32

3

13

49

Worksheet 3: 5. What country
borders on Suriname to the south?

1

1

1

1

1

1

1

1

1

1
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35

3

3

15

16

2

3

4

5

6

7

8

9
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19

20

21
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50

Worksheet 4: Scan the dictionary
entry below (Text 4) for the
definition which best fits the
meaning of the word scratch” as it is
used in the following sentences.
Write the part of speech and number
of the definition in the space
provided next to each sentence. (If
‘scratch’ is used as part of a fixed
expression, write ‘expression’.)

1

54

Worksheet 5: 1. You are a couple
from Wisconsin with two small
children on vacation in South
Dakota. Currently, you are staying at
a motel in Rapid City, where you
have arranged to meet friends of
yours the day after tomorrow. Tired
from the long drive you have made
to reach Rapid City, you decide that
you would like to use the car as little
as possible tomorrow and remain in
the vicinity of the city, though you
would like to do some sightseeing.
Scan the list of attractions for things
to do. Circle all possibilities.

1

1

54

Worksheet 5: 2. Your 10-year-old
son happens to be very interested in
rocks and minerals. Place a check
mark next to the places he might
enjoy seeing on your tour of Rapid
City and surroundings.

1

1

434
34

1

COMMENTS

Page

Scanning
dictionary
entries to find out
which is the most
appropriate
and
analysing form (part of
speech or expression)

1

Act.
No.
Book

36

37

Unit

3

3

Act.
No.
Unit
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3
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21
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Instructions

1

2

54

Worksheet 5: 3. You and the children
have all heard stories of the beautiful
caves to be found all over South
Dakota. Are there any caves you
might be able to visit tomorrow
without going far from Rapid City?
Place a star next to them on the list.

1

1

1

54

Worksheet 5: 4. Because you are
planning to be on vacation for 14
days, you feel you have to
economize. What places might you
visit in Rapid City and the
surrounding area without having to
spend any money? Place an ‘X’ next
to them.

1

1

1

1

1

435

Page

38

3

19

54

Worksheet 5: 5. Keeping in mind
your answers to the questions above,
list the names of the five places you
are most likely to visit during your
stay in Rapid City.

42

4

4

59

Worksheet 3: 1. What is John’s job?

1

1

43

4

5

59

Worksheet 3: 2. What kind of
business does the text refer to?

1

1

44

4

6

59

Worksheet 3: 3. What clues did you
find in the text which enabled you to
answer the previous two questions?

1

1

45

4

7

59

Worksheet 4: 1. What is the
“procedure” described in the text?

1

1

46

4

8

59

Worksheet 4: 2. What clues did you
find in the text to help you answer
the previous question?

1

1

Act.
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Book
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61

62

70

Unit

6

6

6

6

Act.
No.
Unit

1

2

3

11

Page

Instructions

82

Worksheet 1: Without using a
dictionary, attempt to provide
definitions for the following words in
your own language in the column
marked “before reading”. Where you
can provide no definition, write an
‘X’ in the corresponding box. Next,
read the six short texts below, and
determine the meaning of the words
highlighted in bold print within them.
Write these contextualized meanings
in the appropriate boxes in the “after
reading” box.

85

Worksheet 2: Each of the ten short
newspaper stories below begins with
a headline containing a play on
words (pun). Locate the pun in each
of the headlines and be ready to
explain its relevance to the story it
introduces. Use dictionaries to help
you with any unfamiliar words you
may encounter.

88

Worksheet 3: Use a dictionary of
idioms to find the meaning of the
following idiomatic expressions, all
of which are based on parts of the
body:

100

Worksheet 11: Refer to the meanings
of “get” listed below to help you
rewrite the following text, which has
too many “gets” in it. Substitute the
“get” expressions with alternative
verbs wherever you can without
making the text sound unnatural.

1

2

3

4
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7

8

9
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13

14
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16

1

1

1

1

17
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21
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Sub
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Inferring meaning of
words before and after
reading a text

22

Identifying
and
explaining puns in
headlines

10

Using resources to find
the meaning of idioms

43

Substituting
"get"
expresions
with
alternatuive verbs in a
text

39

Act.
No.
Book

79

82

437

86

87

88

Unit

7

8

8

8

9

Act.
No.
Unit

5

2

6

7

1

Page

Instructions

114

Worksheet 5: The phrases in bold
type in text 1, above, are listed here
below. For each one, suggest an
alternative formulation in English.
Your suggestions should fit the
original context both semantically
and grammatically.

123

Worksheet 2: Complete the chart
below
with
the
information
requested.

127

Worksheet 6: Using the clues
provided below, fill in the following
chart with your commentaries on the
general text type, subtype, form and
content of each of the six preceding
texts. Where possible, cite specific
examples of the characteristics you
mention.

131

Worksheet 7: Texts 7 and 8, above,
have been divided into several parts.
Identify the text type of each of the
isolated parts in each text. Then,
draw a conclusion regarding the
predominant communicative function
of each text as a whole, and assign it
a single text type.

133

Worksheet 1: In texts one and two
below, certain words and phrases are
in italics. The italicized words and
phrases are listed below each text. In
the spaces provided to their right,
indicate the words or concepts to
which each of these words or phrases
specifically refers within the text.
(Time: 3 minutes)

1
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Suggesting alternative
formulations
of
phrases in a wirtten
text

33

Analysing text types
according to author's
intention,
reader's
prupose,
reader's
expected response

5

1

Identifying text type
and subtype, formal
aspects and type of
content (the criteria for
form and content are
provided)

6

1

Identifying text types
and
communicative
function

2

Identifying cohesion
mechanisms

8

1

1

18

1

1
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Instructions

1

Identifying cohesion
mechanisms

1

89

9

2

134

Worksheet 2: 1. The author of Text 3
uses the pronouns “we” and “our”
several times. To whom is he
referring with these pronouns? What
does this indicate about the author?

90

9

3

135

Worksheet 2: 2. In the preceding
paragraph, find as many direct
references to Harry Wu as you can
and underline them.

1

Identifying cohesion
mechanisms

1

135

Worksheet 2: 3. The text above
describes a case of flogging. List as
many direct references as you can
find to 1) the victim of the flogging
and 2) the victim’s son. In case of
repeated references, specify how
many times a given reference
appears in the text.

1

Identifying cohesion
mechanisms

1

136

Text 6: Skim the following text to
form a general idea of its contents.
Next, follow the instructions
provided
below
to
complete
worksheet 3.

Skimming for gist

1

137

Worksheet 3: 1. In the space
provided for you below, list all the
words and expressions you can find
in text 6 which may be associated
with the worlds of religion, on the
one hand, and music, business and
the recording industry, on the other.

Identifying
words
from
different
semantic fields

2

91

9

4

438
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93

9

9

5

6

1

1
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141

Worksheet 6: 3. Listed below are the
linking devices which have been
underlined in the text for you. In the
space provided to the right of each
one, state whether the linking device
in question has a comparative or
contrastive function.

1

Analysing
devices

linking

1

Analysing
devices

linking

439

102

9

15

142

Text 8: 3. The linking words and
phrases underlined in the text have
been listed for you below. In the
space provided next to each word or
phrase, state whether the function of
each is comparative or contrastive.

104

9

17

142

Worksheet 7: 2. Compare the linking
devices used in texts 7 and 8. Are
they the same or similar?

1

Analysing
devices

linking

142

Worksheet 7: 3. Review texts 7 and 8
to determine how the different
features of slander and libel, on the
one hand, and moths and butterflies,
on the other, are presented. What
grammatical device does text 8 use
which is not present in text 7?

1

Analysing
devices

linking

144

Text 10: Skim the text below and
place the words in italics in the
appropriate
boxes
in
the
corresponding diagram in Worksheet
9.

145

Text 11: Do the same as before.
Note, however, that here, in
Worksheet 10, the key words to be
placed in the diagram have not been
highlighted for you.
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9

9

9

18
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1
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5

1

1

Skimming for gist and
for
organising
information

1

Organising
information in a chart

1

Act.
No.
Book
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Unit

9

9

Act.
No.
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22

23

147

Text 12: Do the same as for texts 10
and 11, except that here you will
need to complete the unfinished
diagram provided in Worksheet 11.

1

Organising
information in a chart

1

147

Text 13: Do the same as for the
preceding three texts, except that
here you must create your own
diagram from scratch under the
heading “Worksheet 12”.

1

Organising
information in a chart

1

1

Identifying
specific
parts of the text (e.g.
presentation of the
problem, solution to
the
problem
and
conclusion)

8

1

4

1

4

9

24

151

112

9

25

151

Refer to Text 14 to complete this
chart.

113

9

26

151

440

111

114

9

25

153

Refer to Text 15 to complete this
chart.
Worksheet 15: In text 16, above,
locate the passages which reflect the
basic structural elements of its
problem/solution pattern as listed
below. In the space provided to the
right of each of these structural
elements, write the number (1-6) of
the paragraph in the text where each
may be found. (Note: The
relationship
between
structural
elements and paragraphs is not
always one on one. That is, a
paragraph may contain more than
one of the structural elements listed,
in the same way that a structural
element may be found in more than
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Instructions

In texts 14 and 15, below, locate the
fragments which 1) explain a
problem; 2) provide a solution for
that problem; 3) evaluate the
solution; and 4) act as a general
conclusion to the texts. Next, fill in
the charts provided for you in
Worksheets 13 and 14.
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Identifying
specific
parts of the text (e.g.
presentation of the
problem, solution to
the
problem
and
conclusion)
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one paragraph.)

115

9

26

154

Worksheet 16: 1. What is the basic
problem being discussed in this text?

441

Worksheet 16: 2. Which specific
sites are mentioned in the text as
examples of places where the
problem has been observed? List
them.
Worksheet 16: 3. List the specific
problems which have been observed
in each of the places you have
mentioned in your answer to
question 2.

1

1
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9

27

154
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9

28

154

118

9

29

154

Worksheet 16: 4. What solutions to
the problems outlined in the text
have been proposed or tested?

1

1

119

9

30

154

Worksheet 16: 5. What are the
drawbacks of the solutions offered so
far?

1

1

154

Worksheet 16: 6. Based on his
assessment of the problem and
evaluation of possible solutions,
what conclusion does the author
reach regarding action to be taken in
the future?

1

1

120

9

31

1

1

1
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Act.
No.
Book
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9

Act.
No.
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32
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Worksheet 17: Write a brief
summary (approx. 100 words) of the
main ideas in text 16. Make sure to
include each of the structural
elements outlined in Worksheet 15.

9

33

155

124

9

35

157

Worksheet 20: Provide a one
sentence summary of the contents of
each paragraph in Text 17.

166

Worksheet 3: 1. Commentaries:
Now, compare the commentaries
included in those recipes which do
feature commentary. Are the
commentaries all of the same kind?
What type of information does each
commentary provide?

442

122

Worksheet 18: Read through the
paragraph below and indicate which
sentences within it correspond to: 1)
the topic sentence; 2) developing
sentences;
3)
summary
or
recapitulation sentence

128

10

3

129

10

4
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134

10

9
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Worksheet 3: 2. Ingredients: Review
the list of ingredients featured in
each recipe. List any measurements
and abbreviations you find. Where
abbreviations are given, use the
information provided in other recipes
to find their full-form equivalents.
Finally, state what you believe is
unusual about the measurements
provided in Recipe 5.
Worksheet 4: GRAMMAR: Refer to
the instructions for preparation
provided in Recipe 3 to answer the
questions below. 5. Examine the
sentences below. Refer to the
original recipe to answer the
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questions in parentheses next to each
sentence. e) Serve over buttered
noodles. (Serve what?)

135

10

10

1

169

Worksheet 7: Yet another typical
feature of English headlines is the
frequent use of wordplay (puns) and
intertextual references. (This of
course is another attention-getting
device.) Here are some examples of
puns in actual newspaper headlines.
Try to identify and explain them. Use
your dictionary to help you find
double meanings.

1

172

Worksheet 9: Refer to Text 7 to
answer the following questions about
the general characteristics of news
stories. 2. Most, though not all
newspaper stories include what is
called a “by-line”, which gives
information regarding the name of
the journalist(s) responsible for
writing the story. Locate the by-line
in Text 7 and reproduce it exactly. Is
it at the beginning or end of the text?

1

443

167

Worksheet 5: Vocabulary. Find
definitions for the words listed below
in:
1)
a
general
bilingual
English/Spanish dictionary 2) a
general
monolingual
English
dictionary. Refer to the recipes
indicated to confirm that the
definitions you have found make
sense in context.
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Using
monolingual
and
bilingual
dictionaries to find
definitions
and
referring to texts to
confirm
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Identifying
and
explaining puns in
headlines
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Analysing
formal
aspects of news

1

Act.
No.
Book

142

143

Unit

10

10

Act.
No.
Unit

17

18

150

11

11

3

5

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21

Sub
acts/repetit
ions
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172

Worksheet 9: Refer to Text 7 to
answer the following questions about
the general characteristics of news
stories. 4. This news story has a total
of eleven paragraphs. In which
paragraphs is the most important
information (that is, the information
most directly related to the headline)
located?

1

1

172

Worksheet 9: Refer to Text 7 to
answer the following questions about
the general characteristics of news
stories. 5. Which paragraphs do you
believe could have been eliminated
completely from the story without
compromising its value as a news
item? (That is, which paragraphs
here might be considered “extra
stuffing”?)

1

1

177

Worksheet 3: Identify the origin of
the following ten text excerpts as
British or American. Underline any
words in the texts which reveal their
geographical origins.

181

Worksheet 5: Fill in the blanks in the
following text, choosing words and
phrases from the options given in the
corresponding list. IMPORTANT: In
every case, all three options are
possible. Your job is to decide which
of the three sounds best. Be prepared
to discuss the reasons for your
answers with the rest of the class.
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variety

language
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Filling blanks with the
most
appropriate
words
based
on
formality.
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183

Texts 11 and 12, below, represent
two different styles of newspaper
reporting. Though both texts tell the
same news story, one has been
extracted from a broadsheet, the
other from a tabloid. Skim the two
texts and then go on to Worksheets 6
and 7, below.

1

185

Worksheet 6: Complete the chart
below with the corresponding
information, quoting directly from
the text in each case. Include ALL
references in the texts relevant to the
subjects dealt with.

186

Worksheet 7: Use the questions
below to guide you in a discussion of
the differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 2.
Continue to examine the chart in
Worksheet 6 for differences in the
descriptions of the victim, crime
scene and body. Discuss the
differences you see in the vocabulary
used by the two articles. Compare
the use of adjectives in each article.
Which one uses more adjectives?
what do you believe the adjectives in
this article contribute to its overall
effect?
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Comparing how two
different newspapers
tell the same story
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Comparing, in terms
of formal aspects
(vocabulary), how two
different newspapers
tell the same story
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Worksheet 7: Use the questions
below to guide you in a discussion of
the differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 5. In
light of everything you have
observed, describe the different types
of readership at which you imagine
each of the articles (texts 11 and 12)
was originally targeted. Which of the
two do you believe has been
extracted from a tabloid? From a
broadsheet? Briefly sum up the
various ways in which the different
types of paper, as exemplified in the
articles here, caters to its readers’
expectancies.

193

Text 2: Explain the modified
intertextual reference in the headline
of the article below. Then skim the
text to determine its relationship to
the contents of the article.

1

1

Identifying
intertextuality
skimming

and

2

194

Text 3: Explain the modified
intertextual reference in the headline
of the article below. Then skim the
text to determine its relationship to
the contents of the article.

1

1

Identifying
intertextuality
skimming

and

2

1

8

COMMENTS

Page

1

5

446
161

162

12

12

4

5

Act.
No.
Book

Unit

Act.
No.
Unit

Page

163

12

6

195

164

12

7

197

165

12

8

199

447

166

12

9

200

167

12

10

200

169
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Instructions

Worksheet 3: Read and examine
texts 4-8 below to determine what
genre each one represents. Next,
locate any features within the texts
which would normally be associated
with other genres. Finally, discuss
the function or purpose of these texts
within the texts you are examining.
What do they add to the overall
effect or meaning of the texts?
Text 8: Read through the text below,
and then continue on to worksheet 3.
Text 9: Same as for text 8.
Worksheet 4: Follow the instructions
given below, applying them first to
text 8 and then to text 9. 1. Read
through the text, and identify the
genre of which it is a parody.
Worksheet 4: Follow the instructions
given below, applying them first to
text 8 and then to text 9. 2. Find at
least one serious, authentic example
of the genre you have identified in
English.
Worksheet 4: Follow the instructions
given below, applying them first to
text 8 and then to text 9. 3. Now,
compare the text you have found
with the parody provided for this
task. Make a list of similarities and
differences
with
regard
to:
b) Register. Is the use of vocabulary
in the serious text and the parody
similar? Do you see one text as more
formal or informal than the other?
Give specific examples of register
differences where you see them.
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Parallel texts

2

6

Act.
No.
Book

170

Unit

12

Act.
No.
Unit

13

Page

200

448
172
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1
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Instructions

Worksheet 4: Follow the instructions
given below, applying them first to
text 8 and then to text 9. 3. Now,
compare the text you have found
with the parody provided for this
task. Make a list of similarities and
differences with regard to: c) General
communicative purpose. What is the
main aim of each text? To inform?
To convince? To instruct or prohibit?
To entertain? What about the text
type of the genres parodied? Do both
texts parody the same text type
(expository,
argumentative,
instructive)?
Worksheet 1: The introductory block
of text below (What he says…) has
been taken from a feature article in
Cosmopolitan magazine. Beneath it,
some examples of “malespeak” from
the magazine have been written out
for you. Next to each example, two
different situations in which the
sentence might be spoken are given.
In the spaces provided, write your
“translation” of what a man might
actually mean in each case.
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Analysing implicatures
of the same sentence
uttered in different
contexts.
Also,
reflection upon the
different
linguistic
features between men
and women
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204
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Instructions

Worksheet 2: Imagine that you have
just received a parcel with the letter
below attached to it. The parcel
contained a delicate porcelain vase
which belonged to your recently
deceased grandmother. It was of
great sentimental value to you.
Attached to the parcel was the
following letter. Read the letter and
then go on to Worksheet 2, below.
Questions 1-4 are for discussion.
Question 5 is to be written.
2. If you had been contemplating
taking some kind of action before
reading the letter, how might your
feelings change after reading it? If
you still planned to take action,
would you feel that you were more
or less likely to succeed in achieving
some kind of satisfaction or
retribution? Why?
Worksheet 2: Imagine that you have
just received a parcel with the letter
below attached to it. The parcel
contained a delicate porcelain vase
which belonged to your recently
deceased grandmother. It was of
great sentimental value to you.
Attached to the parcel was the
following letter. Read the letter and
then go on to Worksheet 2, below.
Questions 1-4 are for discussion.
Question 5 is to be written. 3. Is the
Postal Service being as apologetic as
you would like, under the
circumstances? What image does the
Postal Service seek to convey of
itself? How does it do this?
Underline any specific parts of the
letter which contribute to building
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the desired image.
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5

204

Worksheet 2: Imagine that you have
just received a parcel with the letter
below attached to it. The parcel
contained a delicate porcelain vase
which belonged to your recently
deceased grandmother. It was of
great sentimental value to you.
Attached to the parcel was the
following letter. Read the letter and
then go on to Worksheet 2, below.
Questions 1-4 are for discussion.
Question 5 is to be written. 4. What
does the letter imply about whose
fault the damages are? What part or
parts of the letter implicitly refer to
fault?
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Book
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209

181
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Instructions

Worksheet 2: Imagine that you have
just received a parcel with the letter
below attached to it. The parcel
contained a delicate porcelain vase
which belonged to your recently
deceased grandmother. It was of
great sentimental value to you.
Attached to the parcel was the
following letter. Read the letter and
then go on to Worksheet 2, below.
Questions 1-4 are for discussion.
Question 5 is to be written. 5. In 30
40 words, restate the underlying
message of this letter in plain, direct
language.
Worksheet 1: Read the seven sample
summaries of text 1 provided below,
and decide which one/s you believe
is/are the best. Remember that a
good summary should 1) restate the
main ideas of the original text; 2)
exclude
all
unnecessary
or
superfluous details; 3) contain no
information which contradicts the
original; and 4) include no editorial
remarks. Be prepared to discuss your
findings with your classmates.
Worksheet 2: 1. Determine the text
type membership of text 1, above
(expository,
argumentative,
instructive).
Worksheet 2: 2. In as few words as
possible, state what the subject
matter of the text is.
Worksheet 2: 3. Provide a one
sentence summary of the main idea
of each paragraph in the text.
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Choosing the best
summary of a text
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1

182
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Worksheet 2: 4. Now decide on a
title for the text as a whole which
reflects its central idea.

1

209

Worksheet 2: 5. Complete the outline
below, using your results up to this
point to fill in the title space, as well
as the spaces marked 1, 2 and 3. For
the spaces marked 1.1, 2.1 and 3.1,
refer to the corresponding paragraphs
to find supporting ideas.

215

Worksheet 1: 1. Without consulting a
dictionary, suggest alternative words
or expressions which might be used
in the text in place of the following:
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189
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3
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Worksheet 1: 2. State whether the
text
is
generally
expository,
argumentative or instructive. If
expository, is it descriptive, narrative
or conceptual? If argumentative,
does it display a through
argumentative
or
counter
argumentative
structure?
If
instructive, is it binding or non
binding?
Worksheet 1: 3. What is the specific
function, within the logical structure
of the text as a whole, of each of the
two paragraphs printed in italics (2a
and 5a) ? If we consider these as
subtexts within the main text, what
text type and sub-type do they
represent?
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Suggesting synonyms
in a text
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Worksheet 1: 6. Based on its
language and content (degree of
formality and subject matter) what
kind of publication do you believe
this text has been extracted from?
For what kind of public do you
believe it is intended? Refer to
details in the text to support your
answer.
Worksheet 1: 7. Why has the author
enclosed the word “terminal” (4:3) in
inverted commas?

453

192

15

6

217

193

15

7

217

194

15

8

217

Worksheet 1: 8. Suggest a possible
title for the text.
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Worksheet 1: 9. Write a 150-word
summary (restatement) of the main
ideas of the text.
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Worksheet 2: 1. Without using a
dictionary, suggest alternatives for
the words and phrases from the text
listed below.

220

Worksheet 2: 2. Identify the text-type
of the above text as: (CIRCLE ONE)
a)
EXPOSITORY
b)
ARGUMENTATIVE
c)
INSTRUCTIVE

220

Worksheet 2: 4. Very briefly, justify
your answers to the preceding two
questions. Make sure to mention
what you believe the MAIN IDEA or
MAIN ARGUMENT of the text is.
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221

Worksheet 2: 5. The above text talks
about both men and women. Do you
believe it is: (CIRCLE ONE) a)
biased in favor of women b) biased
in favor of men c) not biased

221

Worksheet 2: 6. The text explains
that when it comes to attracting
women as partners, men who are
wealthy are at an advantage over
men who are not. According to the
text, what kind of women are at an
advantage when it comes to
attracting men?
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Worksheet 2: 9. Write a summary
(restatement) of the text (approx.150
words).
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Worksheet 3: 1. Suggest alternatives
for the words and phrases from the
text listed below.

6

7

8

9

10

11

12

13

14

1

Worksheet 2: 7. Does the author
appear to be in favor of, or against
the practice of polygamy? Briefly
justify your answer with evidence
from the text.
Worksheet 2: 8. Do you believe the
register of the text above indicates
that the text was written a) for
readers specialized in the field
discussed or b) for a general, non
specialized public? CIRCLE ONE,
and then briefly justify your answer
citing at least two examples from the
text
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225

Worksheet 3: 2. Identify the text-type
of the above text as: (CIRCLE ONE)
a)
EXPOSITORY
b)
ARGUMENTATIVE
c)
INSTRUCTIVE
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Worksheet 3: 3. Keeping in mind
your answer to the preceding
question, identify the text subtype of
the text (CIRCLE ONE): a) narrative
b) conceptual c) through-argument d)
counter-argument e) binding f) non
binding g) descriptive
Worksheet 3: 4. Very briefly, justify
your answers to the preceding two
questions. Make sure to mention
what you believe the MAIN IDEA or
MAIN ARGUMENT of the text is.
Worksheet 3: 5. Do you believe the
text was originally written for an
American public or a British public?
Justify your answer briefly.
Worksheet 3: 6. Do you believe the
author of the text is a man or a
woman? Justify your answer.
Worksheet 3: 7. Do you believe the
register of the text above indicates
that the text was written a) for
readers specialized in the field of
linguistics or b) for a general, non
specialized public? CIRCLE ONE,
and then briefly justify your answer
citing at least two examples from the
text.
Worksheet 3: 8. Write a summary
(restatement) of the text (approx. 150
words).
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Identifying
whether
the author is a man or
a woman
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213

15

27

229

Worksheet 4: 1. Suggest alternatives
to replace the words and phrases
from the text listed below.
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218

15

32
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219

15
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Worksheet 4: 6. According to what
the text explains, if you lived in New
York City, would you be more likely
to be afraid of: a) tarantulas or b)
ambulances (CIRCLE ONE) Would
you be more likely to have a fear of:
c) ambulances or D) elevators?
(CIRCLE ONE). Please justify your
answer very briefly.
Worksheet 4: 7. Do you believe the
register of the text above indicates
that it was written a) for readers who
share a particular field of expertise?
b) for a general, non-specialized
public? Circle one, and then briefly
justify your answer citing at least two
supporting examples from the text.
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15

Worksheet 4: 2. Identify the text-type
of the above text as: (CIRCLE ONE)
a)
EXPOSITORY
b)
ARGUMENTATIVE
c)
INSTRUCTIVE
Worksheet 4: 3. Keeping in mind
your answer to the preceding
question, identify the text subtype of
the text (CIRCLE ONE): a) narrative
b) conceptual c) through-argument d)
counter-argument e) binding f) non
binding g) descriptive
Worksheet 4: 4. Very briefly, justify
your answers to the preceding two
questions, and suggest a title for the
passage.
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220

15

34

231

Worksheet 4: 8. Write a summary
(restatement) of the text (approx.150
words).

233

Worksheet 5: 1. Without using a
dictionary, explain the meaning of
the following words and expressions
within the text. Where possible,
suggest synonymous words or
expressions which might have been
used in the text.

233

Worksheet 5: 2. To whom is the
theory of the “survival of the fittest”,
alluded to in paragraph 1, generally
attributed? Briefly explain the theory
as you know it.

234

Worksheet 5: 3. Why do you think
the writer has enclosed the term
“fittest” in inverted commas in
paragraph 1?

234

Worksheet 5: 4. In paragraph 2, the
author refers to “beasts of prey”.
What specific examples of beasts of
prey are mentioned in the text?

1

234

Worksheet 5: 5. Locate the part of
the text which discusses the
difference between two different
types of struggle for survival. Name
the two different types and state into
which of the two categories you
believe the human capacity for
speech might be placed.
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228
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229
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15

43
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231

15

44

237

Instructions

Worksheet 5: 6. Is the text generally
expository,
argumentative,
or
instructive? If it is expository, state
whether it is narrative, descriptive or
conceptual. If it is argumentative,
state whether its structure may be
described as a through-argument or a
counterargument. If it is instructive,
is it binding or non-binding?
Worksheet 5: 7. As indicated by the
ellipsis dots at the end (...), this text
is incomplete. What topic do you
think the following paragraphs of the
text, not shown here, are likely to
discuss?
Worksheet 5: 8. Consider the
subject-matter and the kind of
language used in the text. From what
kind of publication do you believe
the text may have been extracted? At
what sort of reader to you believe the
text is directed?
Worksheet 5: 9. Paragraph 6
mentions
Benjamin
Franklin’s
maxim that “if we don’t hang
together we shall all hang
separately.” Explain the play on
words to be found in this maxim and
the meaning of the statement as a
whole as it applies to the text.
Worksheet 5: 10. Suggest a title for
the text and restate the main idea of
each paragraph as briefly as possible
(two sentences maximum per
paragraph).
Worksheet 6: 1. Without consulting
the dictionary, suggest alternative
formulations for the following words
and phrases in the text:
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232
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45

237

Worksheet 6: 2. Is the text chiefly
expository,
argumentative
or
instructive? (State the main text type
and sub-type it represents.)

233

15

46

237

Worksheet 6: 3. Restate the central
idea of the text in one sentence.
Suggest a title for the text.

459

234

15

47

237

Worksheet 6: 4. Why have the
authors chosen to enclose the word
“merchandise” (4:5) in inverted
commas? What does the word
actually refer to in this context?

235

15

48

238

Worksheet 6: 5. Find as many
examples of metaphor or rhetorical
comparison as you can in the text.
List them.

236

15

49

238

237

15

50

240

Worksheet 6: 6. Consider the
subject-matter and degree of
formality of the language used in the
text. From what kind of publication
do you believe the text has been
extracted? For what kind of
readership is it intended? Support
your answer with at least two
examples from the text.
Worksheet 7: 1. Suggest alternative
expressions to replace the following
words and phrases, in bold type in
the text. Your suggestions must fit
into the text both grammatically and
semantically.
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Instructions

238

15

51

240

Worksheet 7: 2. Of which text type
(expository,
instructive
or
argumentative)
is
the
text
representative?

239

15

52

240

Worksheet
7: 3.
What do
biogerontologists study, and for what
purpose?

460
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241

15
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241

242

15

55

241

Worksheet 7: 6. What does the
expression “the merger” (paragraph
6, line 8) refer to in the text?

243

15

56

241

Worksheet 7: 7. In a paragraph of
100-150 words, provide a summary
(restatement) of the text.

243

Worksheet 8: 1. Suggest synonyms
or alternative formulations for the
following words and phrases in bold
type in the text above. Your
suggestions
must
fit
both
semantically and grammatically into
the surrounding text.
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Worksheet 7: 4. Please indicate
whether you believe the subject
matter of the text above is mainly a)
philosophical b) scientific c)
historical.
Worksheet 7: 5. Based on its subject
matter and language, would you
characterize the text as intended for
laymen or experts? From what kind
of publication do you think the text
has been extracted? Support your
answer with evidence (at least two
examples) from the text.

240
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1
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245
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58

244

Worksheet 8: 2. State whether you
believe this text may be considered
chiefly expository, argumentative or
instructive, and explain your answer.

246

15

59

244

Worksheet 8: 3. Briefly explain the
author’s view of the relationship
between human consciousness and
power.

1

1

Worksheet 8: 4. Give at least two
reasons why the “big brain theory” is
unhelpful
in
explaining
the
evolutionary superiority of human
beings in comparison with other
species of creatures.

1

1

15

60

244

248
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61
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62

245

250

15

63

245

461

247

Worksheet 8: 5. Why does the author
repeatedly
enclose
the
word
“intelligence” in inverted commas in
paragraph 8?
Worksheet 8: 6. What kind of
publication do you believe this text
has been extracted from, and for
what sort of public (specialized, non
specialized) do you think it was
originally intended? Support your
answer with evidence (at least two
examples) from the text.
Worksheet 8: 7. Provide a summary
(restatement) of the main ideas of the
text in a paragraph of approximately
150 words.
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64

65
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Instructions

248

Worksheet 9: 1. Suggest synonyms
or alternative formulations for the
following words and phrases in bold
type in the text. Your suggestions
must fit both semantically and
grammatically into the surrounding
text.

248

Worksheet 9: 2. State whether this
text may be considered chiefly
expository,
argumentative
or
instructive, and briefly explain what
the main topic of the text is.

462

15

66

249

254

15

67

249

255

15

68

249

Worksheet 9: 5. Consider the phrase
“these kinds of assumptions” (par. 4,
line 10). What assumptions are being
referred to here?

249

Worksheet 9: 6. In which hemisphere
of the brain (right or left) is language
ability mainly located in human
beings?
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1

1
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20

10

Worksheet 9: 3. At the beginning of
paragraph 6, the names of two men
(George
Williams
and
P.B.
Medawar) are mentioned. What
branch of science can you deduce
that these men do research in? Be as
explicit as possible.
Worksheet 9: 4. In light of what is
explained in the text about the human
capacity for language acquisition,
what can you deduce about the
ability of 10-year-old children and
40-year-old adults to learn to play the
violin?
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257
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70

250

258
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71

250

Instructions

Worksheet 9: 7. Based on its
language and subject matter, what
kind of book do you believe the text
above has been extracted from? For
what kind of reading public has the
book been written (experts or
laypersons)? Give at least two
reasons to support your answer. (It
may be helpful to cite parts of the
text.)
Worksheet 9: 8. In a paragraph of
100-150 words, summarize the main
ideas of the text.
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APPENDIX 4. Analysis of the actual weight of the components pursuing each reading
objective
465
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No. Unit Page
Book
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8

10

2

2

2

30

Worksheet 1: 1. Restate the main ideas of
the text in no more than two sentences.

31

Worksheet 1: 4. Now, look up the words
in both a bilingual and a monolingual
English
dictionary.
Compare
the
information contained in the dictionary
definitions with your own thoughts.

32

Worksheet 3: Look up the following
words in both a bilingual dictionary and a
monolingual dictionary. Next, based on
the definitions you have found, try to
assign each of the words to one of the
contexts provided.

39

Worksheet 4: In text 2 (above) a number
of words and expressions have been
highlighted in bold type. Using the
reference works available to you in the
library, look for information regarding
these words and expressions as requested
below. (Note: You will need to use not
only
monolingual
and
bilingual
dictionaries, but also other sources such
as idiomatic dictionaries, dictionaries of
English
and
American
culture,
encyclopedias and internet.)

467
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Integration
skills
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1

8

Using bilingual
and monolingual
dictionaries
to
find
the
connotations of
words

8

8

Using bilingual
and monolingual
dictionaries
to
assign
appropriate
contexts of use

8

7

Using sources to
find out who
some
people
where and the
meaning
of
certain words

7

Act.
No. Unit Page
Book

Instructions

12

2

40

Worksheet 5: Briefly define the following
words and expressions and identify the
part of speech they represent as used in
text 2. State whether the words are
generally used in standard or colloquial
English. Indicate if any of the words are
foreign or archaic, and if any are favored
by American or British speakers.
(Numbers in parentheses refer to location,
by paragraph, of words in the text.)

15

2

43

Worksheet 8: Briefly define or explain
the following expressions.

468
18

2

44

Worksheet 9: 3. Consider the word
“outwit” (par. 6). What is the meaning of
the prefix in this word? List five other
words which use this prefix in the same
sense.

19

2

44

Worksheet 9: 4. Explain the meaning of
the following expressions within the text.
Why is the word “can” italicized here?

45

Follow the instructions given you by the
teacher and scan the charts below to
quickly find the correct answers to the
questions he/she asks and get points for
your team.
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21 COMMENTS

Defining words
and identifying
part of speech,
variety
and
register

11

11

13

2

Inferring meaning
of a word and
reflecting upon its
form
(prefix),
then
providing
more examples of
words containing
the same prefix
Inferring
the
meaning
of
expressions and
why a specific
form is being
used
(italics,
specifically)
Integration
skills

of

1

2

10

Act.
No. Unit Page
Book
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repetitions

21

3

47

Worksheet 1: 1. When did colour
television become available?

1

1

22

3

47

Worksheet 1: 2. When was the first
television broadcast made in the U.S.? By
whom? Where?

1

1

1

1

469

23

3

47

Worksheet 1: 3. Name the two men
associated with the initial invention of
television technology. What countries
were they from?

24

3

48

Worksheet 2: 1. What is an MiTT, and
what is it used for?

25

3

48

Worksheet 2: According to the data
presented here, what country receives the
most calls from the U.S.?

26

3

48

Worksheet 2: In what way are the
telecommunications habits of the British
different from those of other Europeans?

27

3

48

Worksheet 2: What countries do the
people of Taiwan call most often?

1

1

28

3

49

Worksheet 3: 1. What is the capital of
Suriname?

1

1

29

3

49

Worksheet 3: 2. What is the official
language of Suriname?

1

1

30

3

49

Worksheet 3: 3. When did Suriname
become a fully independent country?
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Sub-acts/
repetitions

31

3

49

Worksheet 3: 4. How many languages are
spoken in Suriname?

1

1

32

3

49

Worksheet 3: 5. What country borders on
Suriname to the south?

1

1

50

Worksheet 4: Scan the dictionary entry
below (Text 4) for the definition which
best fits the meaning of the word
scratch” as it is used in the following
sentences. Write the part of speech and
number of the definition in the space
provided next to each sentence. (If
‘scratch’ is used as part of a fixed
expression, write ‘expression’.)

1

54

Worksheet 5: 1. You are a couple from
Wisconsin with two small children on
vacation in South Dakota. Currently, you
are staying at a motel in Rapid City,
where you have arranged to meet friends
of yours the day after tomorrow. Tired
from the long drive you have made to
reach Rapid City, you decide that you
would like to use the car as little as
possible tomorrow and remain in the
vicinity of the city, though you would like
to do some sightseeing. Scan the list of
attractions for things to do. Circle all
possibilities.

1

1

54

Worksheet 5: 2. Your 10-year-old son
happens to be very interested in rocks and
minerals. Place a check mark next to the
places he might enjoy seeing on your tour
of Rapid City and surroundings.

1

1

33

3

470
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3

3

Scanning
dictionary entries
to find out which
is
the
most
appropriate and
analysing
form
(part of speech or
expression)

1

Act.
No. Unit Page
Book

36

37

3

3

21 COMMENTS

Sub-acts/
repetitions

1

2

54

Worksheet 5: 3. You and the children
have all heard stories of the beautiful
caves to be found all over South Dakota.
Are there any caves you might be able to
visit tomorrow without going far from
Rapid City? Place a star next to them on
the list.

1

1

1

54

Worksheet 5: 4. Because you are
planning to be on vacation for 14 days,
you feel you have to economize. What
places might you visit in Rapid City and
the surrounding area without having to
spend any money? Place an ‘X’ next to
them.

1

1

1

1

1
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54

Worksheet 5: 5. Keeping in mind your
answers to the questions above, list the
names of the five places you are most
likely to visit during your stay in Rapid
City.

42

4

59

Worksheet 3: 1. What is John’s job?

1

1

43

4

59

Worksheet 3: 2. What kind of business
does the text refer to?

1

1

44

4

59

Worksheet 3: 3. What clues did you find
in the text which enabled you to answer
the previous two questions?

1

1

45

4

59

Worksheet 4: 1. What is the “procedure”
described in the text?

1

1

46

4

59

Worksheet 4: 2. What clues did you find
in the text to help you answer the
previous question?

1

1
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61

62

70

6

6

6
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82

Worksheet 1: Without using a dictionary,
attempt to provide definitions for the
following words in your own language in
the column marked “before reading”.
Where you can provide no definition,
write an ‘X’ in the corresponding box.
Next, read the six short texts below, and
determine the meaning of the words
highlighted in bold print within them.
Write these contextualized meanings in
the appropriate boxes in the “after
reading” box.

85

Worksheet 2: Each of the ten short
newspaper stories below begins with a
headline containing a play on words
(pun). Locate the pun in each of the
headlines and be ready to explain its
relevance to the story it introduces. Use
dictionaries to help you with any
unfamiliar words you may encounter.

88

Worksheet 3: Use a dictionary of idioms
to find the meaning of the following
idiomatic expressions, all of which are
based on parts of the body:

100

Worksheet 11: Refer to the meanings of
“get” listed below to help you rewrite the
following text, which has too many
“gets” in it. Substitute the “get”
expressions with alternative verbs
wherever you can without making the text
sound unnatural.
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Sub-acts/
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Inferring meaning
of words before
and after reading
a text

22

Identifying and
explaining puns
in headlines

10

Using resources
to
find
the
meaning
of
idioms

43

Substituting "get"
expresions with
alternatuive verbs
in a text

39

Act.
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82

86

8

8

123

Worksheet 2: Complete the chart below
with the information requested.

127

Worksheet 6: Using the clues provided
below, fill in the following chart with
your commentaries on the general text
type, subtype, form and content of each
of the six preceding texts. Where
possible, cite specific examples of the
characteristics you mention.

131

Worksheet 7: Texts 7 and 8, above, have
been divided into several parts. Identify
the text type of each of the isolated parts
in each text. Then, draw a conclusion
regarding
the
predominant
communicative function of each text as a
whole, and assign it a single text type.

133

Worksheet 1: In texts one and two below,
certain words and phrases are in italics.
The italicized words and phrases are
listed below each text. In the spaces
provided to their right, indicate the words
or concepts to which each of these words
or phrases specifically refers within the
text. (Time: 3 minutes)
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Analysing
text
types according
to
author's
intention, reader's
prupose, reader's
expected
response
Identifying text
type and subtype,
formal
aspects
and
type
of
content
(the
criteria for form
and content are
provided)
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repetitions
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Identifying text
types
and
communicative
function
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Identifying
cohesion
mechanisms
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89

9

134

90

9

135

Instructions
Worksheet 2: 1. The author of Text 3 uses
the pronouns “we” and “our” several
times. To whom is he referring with these
pronouns? What does this indicate about
the author?
Worksheet 2: 2. In the preceding
paragraph, find as many direct references
to Harry Wu as you can and underline
them.

9

135

92

9

136

Text 6: Skim the following text to form a
general idea of its contents. Next, follow
the instructions provided below to
complete worksheet 3.

137

Worksheet 3: 1. In the space provided for
you below, list all the words and
expressions you can find in text 6 which
may be associated with the worlds of
religion, on the one hand, and music,
business and the recording industry, on
the other.

474

91

Worksheet 2: 3. The text above describes
a case of flogging. List as many direct
references as you can find to 1) the victim
of the flogging and 2) the victim’s son. In
case of repeated references, specify how
many times a given reference appears in
the text.

93
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1

Identifying
cohesion
mechanisms

1

1

Identifying
cohesion
mechanisms

1

1

Identifying
cohesion
mechanisms

1

Skimming for gist

1

Identifying words
from
different
semantic fields

2

1

2

Act.
No. Unit Page
Book

99

9

Instructions

1

2

3

4

5

6

7

8

9

10

11

12

13

14
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17
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19

20

21 COMMENTS

Sub-acts/
repetitions

141

Worksheet 6: 3. Listed below are the
linking devices which have been
underlined in the text for you. In the
space provided to the right of each one,
state whether the linking device in
question has a comparative or contrastive
function.

1

Analysing linking
devices

2

5

Analysing linking
devices

5

475

102

9

142

Text 8: 3. The linking words and phrases
underlined in the text have been listed for
you below. In the space provided next to
each word or phrase, state whether the
function of each is comparative or
contrastive.

104

9

142

Worksheet 7: 2. Compare the linking
devices used in texts 7 and 8. Are they the
same or similar?

1

Analysing linking
devices

1

142

Worksheet 7: 3. Review texts 7 and 8 to
determine how the different features of
slander and libel, on the one hand, and
moths and butterflies, on the other, are
presented. What grammatical device does
text 8 use which is not present in text 7?

1

Analysing linking
devices

1

144

Text 10: Skim the text below and place
the words in italics in the appropriate
boxes in the corresponding diagram in
Worksheet 9.

Skimming for gist
and
for
organising
information

1

145

Text 11: Do the same as before. Note,
however, that here, in Worksheet 10, the
key words to be placed in the diagram
have not been highlighted for you.

Organising
information in a
chart

1

105

107

108

9

9

9

1

1

Act.
No. Unit Page
Book

109

110

9

9

Instructions

1
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3

4
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7

8

9
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19

20

21 COMMENTS

Sub-acts/
repetitions

147

Text 12: Do the same as for texts 10 and
11, except that here you will need to
complete
the
unfinished diagram
provided in Worksheet 11.

1

Organising
information in a
chart

1

147

Text 13: Do the same as for the preceding
three texts, except that here you must
create your own diagram from scratch
under the heading “Worksheet 12”.

1

Organising
information in a
chart

1

2

Identifying
specific parts of
the text (e.g.
presentation
of
the
problem,
solution to the
problem
and
conclusion)

8

9

149

112

9

151

Refer to Text 14 to complete this chart.

1

4

113

9

151

Refer to Text 15 to complete this chart.

1

4

476

111

In texts 14 and 15, below, locate the
fragments which 1) explain a problem; 2)
provide a solution for that problem; 3)
evaluate the solution; and 4) act as a
general conclusion to the texts. Next, fill
in the charts provided for you in
Worksheets 13 and 14.

Act.
No. Unit Page
Book

Instructions

1
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4

5
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7

8
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19

20

21 COMMENTS

Sub-acts/
repetitions

9

153

115

9

154

Worksheet 16: 1. What is the basic
problem being discussed in this text?

154

Worksheet 16: 2. Which specific sites are
mentioned in the text as examples of
places where the problem has been
observed? List them.

1

1

1

1

477

114

Worksheet 15: In text 16, above, locate
the passages which reflect the basic
structural
elements
of
its
problem/solution pattern as listed below.
In the space provided to the right of each
of these structural elements, write the
number (1-6) of the paragraph in the text
where each may be found. (Note: The
relationship between structural elements
and paragraphs is not always one on one.
That is, a paragraph may contain more
than one of the structural elements listed,
in the same way that a structural element
may be found in more than one
paragraph.)

116

9

1

Identifying
specific parts of
the text (e.g.
presentation
of
the
problem,
solution to the
problem
and
conclusion)

4

1

1

117

9

154

Worksheet 16: 3. List the specific
problems which have been observed in
each of the places you have mentioned in
your answer to question 2.

118

9

154

Worksheet 16: 4. What solutions to the
problems outlined in the text have been
proposed or tested?

1

1

119

9

154

Worksheet 16: 5. What are the drawbacks
of the solutions offered so far?

1

1

Act.
No. Unit Page
Book

120

121

9

9

Instructions

154

Worksheet 16: 6. Based on his
assessment of the problem and evaluation
of possible solutions, what conclusion
does the author reach regarding action to
be taken in the future?

155

Worksheet 17: Write a brief summary
(approx. 100 words) of the main ideas in
text 16. Make sure to include each of the
structural elements outlined in Worksheet
15.

478

122

9

155

Worksheet 18: Read through the
paragraph below and indicate which
sentences within it correspond to: 1) the
topic sentence; 2) developing sentences;
3) summary or recapitulation sentence

124

9

157

Worksheet 20: Provide a one-sentence
summary of the contents of each
paragraph in Text 17.

166

Worksheet 3: 1. Commentaries: Now,
compare the commentaries included in
those recipes which do feature
commentary. Are the commentaries all of
the same kind? What type of information
does each commentary provide?

128

10

1

2

3

4

5

6

7

8

9

10

11

12

13

14
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16

17
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19

20

21 COMMENTS

1

1

1

1

1

1

6

1

1

Sub-acts/
repetitions

Comparing
commentaries

1

Act.
No. Unit Page
Book

129

134

10

10

166

Worksheet 3: 2. Ingredients: Review the
list of ingredients featured in each recipe.
List any measurements and abbreviations
you find. Where abbreviations are given,
use the information provided in other
recipes to find their full-form equivalents.
Finally, state what you believe is unusual
about the measurements provided in
Recipe 5.

166

Worksheet 4: GRAMMAR: Refer to the
instructions for preparation provided in
Recipe 3 to answer the questions below.
5. Examine the sentences below. Refer to
the original recipe to answer the questions
in parentheses next to each sentence. e)
Serve over buttered noodles. (Serve
what?)

167

Worksheet
5:
Vocabulary.
Find
definitions for the words listed below in:
1) a general bilingual English/Spanish
dictionary 2) a general monolingual
English dictionary. Refer to the recipes
indicated to confirm that the definitions
you have found make sense in context.

479
135
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21 COMMENTS

6

6

1

1

1

Sub-acts/
repetitions

Using
monolingual and
bilingual
dictionaries
to
find definitions
and referring to
texts to confirm

74

Act.
No. Unit Page
Book

137

480

140

142

10

10

10

Instructions

1

2

169

Worksheet 7: Yet another typical feature
of English headlines is the frequent use of
wordplay (puns)
and
intertextual
references. (This of course is another
attention-getting device.) Here are some
examples of puns in actual newspaper
headlines. Try to identify and explain
them. Use your dictionary to help you
find double meanings.

1

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the general
characteristics of news stories. 2. Most,
though not all newspaper stories include
what is called a “by-line”, which gives
information regarding the name of the
journalist(s) responsible for writing the
story. Locate the by-line in Text 7 and
reproduce it exactly. Is it at the beginning
or end of the text?

1

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the general
characteristics of news stories. 4. This
news story has a total of eleven
paragraphs. In which paragraphs is the
most important information (that is, the
information most directly related to the
headline) located?

3

4

5

6

7

8

9

10
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17
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1

1

20

21 COMMENTS

Sub-acts/
repetitions

Identifying and
explaining puns
in headlines

6

Analysing formal
aspects of news

1

1

Act.
No. Unit Page
Book

143

148

10

11

172

Worksheet 9: Refer to Text 7 to answer
the following questions about the general
characteristics of news stories. 5. Which
paragraphs do you believe could have
been eliminated completely from the
story without compromising its value as a
news item? (That is, which paragraphs
here might be considered “extra
stuffing”?)

177

Worksheet 3: Identify the origin of the
following ten text excerpts as British or
American. Underline any words in the
texts which reveal their geographical
origins.

181

Worksheet 5: Fill in the blanks in the
following text, choosing words and
phrases from the options given in the
corresponding list. IMPORTANT: In
every case, all three options are possible.
Your job is to decide which of the three
sounds best. Be prepared to discuss the
reasons for your answers with the rest of
the class.

183

Texts 11 and 12, below, represent two
different styles of newspaper reporting.
Though both texts tell the same news
story, one has been extracted from a
broadsheet, the other from a tabloid. Skim
the two texts and then go on to
Worksheets 6 and 7, below.

481
150

151

11
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Instructions

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21 COMMENTS

1

1

2

Sub-acts/
repetitions

1

Identifying
language variety

10

24

Filling
blanks
with the most
appropriate words
based
on
formality.

24

2

Act.
No. Unit Page
Book

152

154

11

11

Instructions

482

185

Worksheet 6: Complete the chart below
with the corresponding information,
quoting directly from the text in each
case. Include ALL references in the texts
relevant to the subjects dealt with.

186

Worksheet 7: Use the questions below to
guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 2.
Continue to examine the chart in
Worksheet 6 for differences in the
descriptions of the victim, crime scene
and body. Discuss the differences you see
in the vocabulary used by the two articles.
Compare the use of adjectives in each
article. Which one uses more adjectives?
what do you believe the adjectives in this
article contribute to its overall effect?

1

2

24

3

4
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21 COMMENTS

Sub-acts/
repetitions

1

Comparing how
two
different
newspapers tell
the same story

24

2

Comparing,
in
terms of formal
aspects
(vocabulary),
how two different
newspapers tell
the same story

2

Act.
No. Unit Page
Book

157
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Sub-acts/
repetitions

1

1

Identifying
intertextuality
and skimming

2

1

1

Identifying
intertextuality
and skimming

2

483

187

Worksheet 7: Use the questions below to
guide you in a discussion of the
differences and similarities to be
observed in texts 11 and 12. Where
necessary, jot down a few notes. 5. In
light of everything you have observed,
describe the different types of readership
at which you imagine each of the articles
(texts 11 and 12) was originally targeted.
Which of the two do you believe has been
extracted from a tabloid? From a
broadsheet? Briefly sum up the various
ways in which the different types of
paper, as exemplified in the articles here,
caters to its readers’ expectancies.

161

12

193

Text 2: Explain the modified intertextual
reference in the headline of the article
below. Then skim the text to determine its
relationship to the contents of the article.

162

12

194

Text 3: Explain the modified intertextual
reference in the headline of the article
below. Then skim the text to determine its
relationship to the contents of the article.

2

5

2

Act.
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Book
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Sub-acts/
repetitions

12

195

164

12

197

Text 8: Read through the text below, and
then continue on to worksheet 3.

1

1

Identifying text
type and function

2

165

12

199

Text 9: Same as for text 8.

1

1

Identifying text
type and function

2

200

Worksheet 4: Follow the instructions
given below, applying them first to text 8
and then to text 9. 1. Read through the
text, and identify the genre of which it is
a parody.

2

200

Worksheet 4: Follow the instructions
given below, applying them first to text 8
and then to text 9. 2. Find at least one
serious, authentic example of the genre
you have identified in English.

2

484

163

Worksheet 3: Read and examine texts 4-8
below to determine what genre each one
represents. Next, locate any features
within the texts which would normally be
associated with other genres. Finally,
discuss the function or purpose of these
texts within the texts you are examining.
What do they add to the overall effect or
meaning of the texts?

166

167

12

12

4

4

Identifying text
type and function

8

2

Parallel texts

2

Act.
No. Unit Page
Book

169

12

200

Worksheet 4: Follow the instructions
given below, applying them first to text 8
and then to text 9. 3. Now, compare the
text you have found with the parody
provided for this task. Make a list of
similarities and differences with regard
to:
b) Register. Is the use of vocabulary in
the serious text and the parody similar?
Do you see one text as more formal or
informal than the other? Give specific
examples of register differences where
you see them.

200

Worksheet 4: Follow the instructions
given below, applying them first to text 8
and then to text 9. 3. Now, compare the
text you have found with the parody
provided for this task. Make a list of
similarities and differences with regard
to: c) General communicative purpose.
What is the main aim of each text? To
inform? To convince? To instruct or
prohibit? To entertain? What about the
text type of the genres parodied? Do both
texts parody the same text type
(expository, argumentative, instructive)?

485
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Sub-acts/
repetitions

6

2

2

16

2

6

Act.
No. Unit Page
Book

172

13

201

Worksheet 1: The introductory block of
text below (What he says…) has been
taken from a feature article in
Cosmopolitan magazine. Beneath it, some
examples of “malespeak” from the
magazine have been written out for you.
Next to each example, two different
situations in which the sentence might be
spoken are given. In the spaces provided,
write your “translation” of what a man
might actually mean in each case.

204

Worksheet 2: Imagine that you have just
received a parcel with the letter below
attached to it. The parcel contained a
delicate porcelain vase which belonged to
your recently deceased grandmother. It
was of great sentimental value to you.
Attached to the parcel was the following
letter. Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written.
2. If you had been contemplating taking
some kind of action before reading the
letter, how might your feelings change
after reading it? If you still planned to
take action, would you feel that you were
more or less likely to succeed in
achieving some kind of satisfaction or
retribution? Why?

486
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Analysing
implicatures
of
the same sentence
uttered
in
different contexts.
Also, reflection
upon the different
linguistic features
between men and
women

12

1

Sub-acts/
repetitions

12

2

Act.
No. Unit Page
Book

175

13

204

Worksheet 2: Imagine that you have just
received a parcel with the letter below
attached to it. The parcel contained a
delicate porcelain vase which belonged to
your recently deceased grandmother. It
was of great sentimental value to you.
Attached to the parcel was the following
letter. Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written. 3. Is the Postal Service being as
apologetic as you would like, under the
circumstances? What image does the
Postal Service seek to convey of itself?
How does it do this? Underline any
specific parts of the letter which
contribute to building the desired image.

204

Worksheet 2: Imagine that you have just
received a parcel with the letter below
attached to it. The parcel contained a
delicate porcelain vase which belonged to
your recently deceased grandmother. It
was of great sentimental value to you.
Attached to the parcel was the following
letter. Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written. 4. What does the letter imply
about whose fault the damages are? What
part or parts of the letter implicitly refer
to fault?

487
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repetitions

3

1

1
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Act.
No. Unit Page
Book

177
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Sub-acts/
repetitions

1

Re-stating ideas
in plain, direct
English

1

1

Choosing the best
summary of a text

1

488

204

Worksheet 2: Imagine that you have just
received a parcel with the letter below
attached to it. The parcel contained a
delicate porcelain vase which belonged to
your recently deceased grandmother. It
was of great sentimental value to you.
Attached to the parcel was the following
letter. Read the letter and then go on to
Worksheet 2, below. Questions 1-4 are
for discussion. Question 5 is to be
written. 5. In 30-40 words, restate the
underlying message of this letter in plain,
direct language.

178

14

206

Worksheet 1: Read the seven sample
summaries of text 1 provided below, and
decide which one/s you believe is/are the
best. Remember that a good summary
should 1) restate the main ideas of the
original text; 2) exclude all unnecessary
or superfluous details; 3) contain no
information which contradicts the
original; and 4) include no editorial
remarks. Be prepared to discuss your
findings with your classmates.

179

14

209

Worksheet 2: 1. Determine the text-type
membership of text 1, above (expository,
argumentative, instructive).

180

14

209

Worksheet 2: 2. In as few words as
possible, state what the subject-matter of
the text is.

1

1

1

1

Act.
No. Unit Page
Book

Instructions

489

14

209

182

14

209

183

14

209

187

15

215

Worksheet 1: 1. Without consulting a
dictionary, suggest alternative words or
expressions which might be used in the
text in place of the following:

216

Worksheet 1: 2. State whether the text is
generally expository, argumentative or
instructive. If expository, is it descriptive,
narrative or conceptual? If argumentative,
does it display a through-argumentative
or counter argumentative structure? If
instructive, is it binding or non-binding?

216

Worksheet 1: 3. What is the specific
function, within the logical structure of
the text as a whole, of each of the two
paragraphs printed in italics (2a and 5a) ?
If we consider these as subtexts within
the main text, what text type and sub-type
do they represent?

189

15

15

2
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14

15

Worksheet 2: 3. Provide a one-sentence
summary of the main idea of each
paragraph in the text.

181

188

1

Worksheet 2: 4. Now decide on a title for
the text as a whole which reflects its
central idea.
Worksheet 2: 5. Complete the outline
below, using your results up to this point
to fill in the title space, as well as the
spaces marked 1, 2 and 3. For the spaces
marked 1.1, 2.1 and 3.1, refer to the
corresponding paragraphs to find
supporting ideas.
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Sub-acts/
repetitions

21 COMMENTS

1
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1

1

1

1

Suggesting
synonyms in
text

7

2

a

7

1

1

2
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Act.
No. Unit Page
Book

Instructions

490

192

15

217

Worksheet 1: 6. Based on its language
and content (degree of formality and
subject matter) what kind of publication
do you believe this text has been
extracted from? For what kind of public
do you believe it is intended? Refer to
details in the text to support your answer.

193

15

217

Worksheet 1: 7. Why has the author
enclosed the word “terminal” (4:3) in
inverted commas?

194

15

217

Worksheet 1: 8. Suggest a possible title
for the text.

195

15

217

196

15

220

197

199

15

15

1

220

220

Worksheet 2: 4. Very briefly, justify your
answers to the preceding two questions.
Make sure to mention what you believe
the MAIN IDEA or MAIN ARGUMENT
of the text is.
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Sub-acts/
repetitions

1

1

1

1

1

11

11

1

1

21 COMMENTS

1

1

1

Worksheet 1: 9. Write a 150-word
summary (restatement) of the main ideas
of the text.
Worksheet 2: 1. Without using a
dictionary, suggest alternatives for the
words and phrases from the text listed
below.
Worksheet 2: 2. Identify the text-type of
the above text as: (CIRCLE ONE) a)
EXPOSITORY b) ARGUMENTATIVE
c) INSTRUCTIVE

2

1

1

Act.
No. Unit Page
Book

200

201

491

202

15

15

15

Instructions

221

Worksheet 2: 5. The above text talks
about both men and women. Do you
believe it is: (CIRCLE ONE) a) biased in
favor of women b) biased in favor of men
c) not biased
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Sub-acts/
repetitions

1

1

221

Worksheet 2: 6. The text explains that
when it comes to attracting women as
partners, men who are wealthy are at an
advantage over men who are not.
According to the text, what kind of
women are at an advantage when it
comes to attracting men?

1

1

221

Worksheet 2: 7. Does the author appear to
be in favor of, or against the practice of
polygamy? Briefly justify your answer
with evidence from the text.

1

Worksheet 2: 8. Do you believe the
register of the text above indicates that
the text was written a) for readers
specialized in the field discussed or b) for
a general, non-specialized public?
CIRCLE ONE, and then briefly justify
your answer citing at least two examples
from the text

203

15

221

204

15

221

205

15

225

Worksheet 2: 9. Write a summary
(restatement) of the text (approx.150
words).
Worksheet 3: 1. Suggest alternatives for
the words and phrases from the text listed
below.

1

1

Analysing
author's intention
and stance

1

1

1

11

1

1

11
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Sub-acts/
repetitions

1

225

Worksheet 3: 3. Keeping in mind your
answer to the preceding question, identify
the text subtype of the text (CIRCLE
ONE): a) narrative b) conceptual c)
through-argument d) counter-argument e)
binding f) non-binding g) descriptive

1

1

492

209

15

226

15

3

1

226

211

2

225

15

15

1

Worksheet 3: 2. Identify the text-type of
the above text as: (CIRCLE ONE) a)
EXPOSITORY b) ARGUMENTATIVE
c) INSTRUCTIVE

208

210

Instructions

Worksheet 3: 4. Very briefly, justify your
answers to the preceding two questions.
Make sure to mention what you believe
the MAIN IDEA or MAIN ARGUMENT
of the text is.
Worksheet 3: 5. Do you believe the text
was originally written for an American
public or a British public? Justify your
answer briefly.

226

Worksheet 3: 6. Do you believe the
author of the text is a man or a woman?
Justify your answer.

226

Worksheet 3: 7. Do you believe the
register of the text above indicates that
the text was written a) for readers
specialized in the field of linguistics or b)
for a general, non-specialized public?
CIRCLE ONE, and then briefly justify
your answer citing at least two examples
from the text.

1

1

1

1

1

1

1

1

Identifying
whether
the
author is a man or
a woman

1

1
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Book
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212

15

227

Worksheet 3: 8. Write a summary
(restatement) of the text (approx. 150
words).

213

15

229

Worksheet 4: 1. Suggest alternatives to
replace the words and phrases from the
text listed below.

230

Worksheet 4: 2. Identify the text-type of
the above text as: (CIRCLE ONE) a)
EXPOSITORY b) ARGUMENTATIVE
c) INSTRUCTIVE

1

1

1

1

214

15

493

215

15

230

Worksheet 4: 3. Keeping in mind your
answer to the preceding question, identify
the text subtype of the text (CIRCLE
ONE): a) narrative b) conceptual c)
through-argument d) counter-argument e)
binding f) non-binding g) descriptive

216

15

230

Worksheet 4: 4. Very briefly, justify your
answers to the preceding two questions,
and suggest a title for the passage.

230

Worksheet 4: 6. According to what the
text explains, if you lived in New York
City, would you be more likely to be
afraid of: a) tarantulas or b) ambulances
(CIRCLE ONE) Would you be more
likely to have a fear of: c) ambulances or
D) elevators? (CIRCLE ONE). Please
justify your answer very briefly.

218
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1

1

15

15

1

1

2
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No. Unit Page
Book
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219
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231

Worksheet 4: 7. Do you believe the
register of the text above indicates that it
was written a) for readers who share a
particular field of expertise? b) for a
general, non-specialized public? Circle
one, and then briefly justify your answer
citing at least two supporting examples
from the text.

220

15

231

Worksheet 4: 8. Write a summary
(restatement) of the text (approx.150
words).

233

Worksheet 5: 1. Without using a
dictionary, explain the meaning of the
following words and expressions within
the text. Where possible, suggest
synonymous words or expressions which
might have been used in the text.

221

15

222

15

233

Worksheet 5: 2. To whom is the theory of
the “survival of the fittest”, alluded to in
paragraph 1, generally attributed? Briefly
explain the theory as you know it.

223

15

234

Worksheet 5: 3. Why do you think the
writer has enclosed the term “fittest” in
inverted commas in paragraph 1?

234

Worksheet 5: 4. In paragraph 2, the
author refers to “beasts of prey”. What
specific examples of beasts of prey are
mentioned in the text?

224
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225

226

15
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234

Worksheet 5: 5. Locate the part of the
text which discusses the difference
between two different types of struggle
for survival. Name the two different types
and state into which of the two categories
you believe the human capacity for
speech might be placed.

234

Worksheet 5: 6. Is the text generally
expository, argumentative, or instructive?
If it is expository, state whether it is
narrative, descriptive or conceptual. If it
is argumentative, state whether its
structure may be described as a through
argument or a counterargument. If it is
instructive, is it binding or non-binding?

235

Worksheet 5: 7. As indicated by the
ellipsis dots at the end (...), this text is
incomplete. What topic do you think the
following paragraphs of the text, not
shown here, are likely to discuss?

235

Worksheet 5: 8. Consider the subject
matter and the kind of language used in
the text. From what kind of publication
do you believe the text may have been
extracted? At what sort of reader to you
believe the text is directed?
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Book

229

230

15
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Instructions

235

Worksheet 5: 9. Paragraph 6 mentions
Benjamin Franklin’s maxim that “if we
don’t hang together we shall all hang
separately.” Explain the play on words to
be found in this maxim and the meaning
of the statement as a whole as it applies to
the text.

235

Worksheet 5: 10. Suggest a title for the
text and restate the main idea of each
paragraph as briefly as possible (two
sentences maximum per paragraph).
Worksheet 6: 1. Without consulting the
dictionary,
suggest
alternative
formulations for the following words and
phrases in the text:
Worksheet 6: 2. Is the text chiefly
expository, argumentative or instructive?
(State the main text type and sub-type it
represents.)

15

237

232

15

237

233

15

237

Worksheet 6: 3. Restate the central idea
of the text in one sentence. Suggest a title
for the text.

496

231

234

15

237

Worksheet 6: 4. Why have the authors
chosen
to
enclose
the
word
“merchandise” (4:5) in inverted commas?
What does the word actually refer to in
this context?

235

15

238

Worksheet 6: 5. Find as many examples
of metaphor or rhetorical comparison as
you can in the text. List them.
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238

Worksheet 6: 6. Consider the subject
matter and degree of formality of the
language used in the text. From what kind
of publication do you believe the text has
been extracted? For what kind of
readership is it intended? Support your
answer with at least two examples from
the text.

497

237

15

240

Worksheet 7: 1. Suggest alternative
expressions to replace the following
words and phrases, in bold type in the
text. Your suggestions must fit into the
text both grammatically and semantically.

238

15

240

Worksheet 7: 2. Of which text type
(expository, instructive or argumentative)
is the text representative?

239

15

240

Worksheet
7:
3.
What
do
biogerontologists study, and for what
purpose?

241

Worksheet 7: 4. Please indicate whether
you believe the subject matter of the text
above is mainly a) philosophical b)
scientific c) historical.

241

Worksheet 7: 5. Based on its subject
matter and language, would you
characterize the text as intended for
laymen or experts? From what kind of
publication do you think the text has been
extracted? Support your answer with
evidence (at least two examples) from the
text.
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Worksheet 7: 6. What does the expression
“the merger” (paragraph 6, line 8) refer to
in the text?

243

15

241

Worksheet 7: 7. In a paragraph of 100
150 words, provide a summary
(restatement) of the text.

243

Worksheet 8: 1. Suggest synonyms or
alternative formulations for the following
words and phrases in bold type in the text
above. Your suggestions must fit both
semantically and grammatically into the
surrounding text.

244

15

498
245

15

244

Worksheet 8: 2. State whether you
believe this text may be considered
chiefly expository, argumentative or
instructive, and explain your answer.

246

15

244

Worksheet 8: 3. Briefly explain the
author’s view of the relationship between
human consciousness and power.

247

15

244

248

15

245

Worksheet 8: 4. Give at least two reasons
why the “big brain theory” is unhelpful in
explaining the evolutionary superiority of
human beings in comparison with other
species of creatures.
Worksheet 8: 5. Why does the author
repeatedly
enclose
the
word
“intelligence” in inverted commas in
paragraph 8?
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245

Worksheet 8: 6. What kind of publication
do you believe this text has been
extracted from, and for what sort of
public (specialized, non-specialized) do
you think it was originally intended?
Support your answer with evidence (at
least two examples) from the text.

245

Worksheet 8: 7. Provide a summary
(restatement) of the main ideas of the text
in a paragraph of approximately 150
words.

248

Worksheet 9: 1. Suggest synonyms or
alternative formulations for the following
words and phrases in bold type in the
text. Your suggestions must fit both
semantically and grammatically into the
surrounding text.

248

Worksheet 9: 2. State whether this text
may be considered chiefly expository,
argumentative or instructive, and briefly
explain what the main topic of the text is.

249

Worksheet 9: 3. At the beginning of
paragraph 6, the names of two men
(George Williams and P.B. Medawar) are
mentioned. What branch of science can
you deduce that these men do research
in? Be as explicit as possible.

1

1

249

Worksheet 9: 4. In light of what is
explained in the text about the human
capacity for language acquisition, what
can you deduce about the ability of 10
year-old children and 40-year-old adults
to learn to play the violin?

1

1

1
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1

1

1
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10
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Act.
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Book

Instructions

255

15

249

Worksheet 9: 5. Consider the phrase
“these kinds of assumptions” (par. 4, line
10). What assumptions are being referred
to here?

256

15

249

Worksheet 9: 6. In which hemisphere of
the brain (right or left) is language ability
mainly located in human beings?
Worksheet 9: 7. Based on its language
and subject matter, what kind of book do
you believe the text above has been
extracted from? For what kind of reading
public has the book been written (experts
or laypersons)? Give at least two reasons
to support your answer. (It may be helpful
to cite parts of the text.)
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500
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Worksheet 9: 8. In a paragraph of 100
150 words, summarize the main ideas of
the text.
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