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Because professional translators utilise English as a tool to attain a professional goal, 

English language teaching for translator training should be considered as a type of 

English for Specific Purposes. The bi/multicultural approach to language instruction, as 

well as the use of corpus-based activities, are discussed in this chapter as ways to 

improve English courses for translation training and fulfil the growing need for 

translations into the L2. Bilingual sub-competence will be investigated within the 

framework of the specific needs of translation trainees and the current teaching 

methodologies, and the prospective lexical and grammar aims specific to English for 

translator training will be determined. Finally, as a means of achieving these goals, 

practical examples of corpus-based activities will be introduced. 
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1. Introduction  

 

Defining the set of skills required to translate is a complex task. The most 

recent and systematic studies on the subject have defined translation 

competence as a specific transfer ability of the professional translator, who is 



able “to carry out the transfer process from source text to the target text taking 

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

audience” (PACTE 2017a:38). Therefore, translation competence involves a 

transfer ability that is more evolved than the one naturally possessed by 

foreign language speakers. Within this framework, the PACTE research 

group has identified five sub-competences: bilingual, extralinguistic, 

knowledge of translation, instrumental, and strategic (Amparo ed. 2017; 

PACTE 2020).1  

Bilingual sub-competence concerns: 

 

(1) Knowledge of linguistic functions and pragmatic/socio-linguistic 

conventions. This allows the translator to tackle lexical or 

morphosyntactic issues in direct or inverse translation (PACTE 

2017e:175); 

(2) knowledge of registers and dialects (Federici 2017);  

(3) knowledge of coherence, cohesion, text genres (genre conventions) 

and style in the two languages;  

(4) knowledge of the source and target culture, subject (field-specific) 

knowledge (PACTE 2017a:39). 

 

 
1 While this chapter will concentrate on language teaching and hence bilingual sub-

competence, it is crucial to emphasise that the other sub-competences play a significant 

role as well. 



L2 proficiency influences the perceived (subjective) difficulty of the 

translating task, but strategic sub-competence (the ability to identify and solve 

translation problems), instrumental sub-competence (the use of external 

resources) and knowledge of translation can compensate for linguistic 

shortcomings (also in other sub-competences. PACTE 2017:130).  

However, acceptable results in direct translation (i.e., the translators are 

able to convey the meaning of the source text; to fulfil the function of the 

translation in accordance with the translation brief, the target readers’ 

expectations, and genre conventions in the target culture; and to make 

appropriate use of language, PACTE 2017d:120) do not guarantee equal 

performance in inverse translation (PACTE 2017d:130). Whyatt noticed that 

translations into the L2 (in the present study, English) made by professional 

translators were longer and more cognitively challenging to proof-read than 

L1 translations (Whyatt 2018:108). This could be due to the gravity of the 

errors as well as a different approach to the translation process itself. This is 

food for thought for L2 language courses in translation degrees: in inverse 

translation, when the emphasis is on L2 productive skills, inadequate 

competency was identified as the main struggle by professional translators 

and trainees alike (Mraček 2018:210), and may be one of the elements 

influencing translation quality (Pokorn et al. 2020). 

While there is little research on directionality in translator training 

(Horcas-Rufián and Kelly 2020), the market is already looking for specialists 

who can translate into their second language: for instance, the European 

Commission’s translation service has begun to accept translations into 



languages other than the translator’s L1, showing that communicating in 

several languages is considered as an asset (Vigier 2019:91). This reality 

necessitates the development of tailored solutions for translation students. 

Research has shown that linguistic training for translators needs to devote 

more attention to translation-oriented reading (Barani and Karimnia 2014; 

Flores and Coy 2019) and writing for a purpose (Barani and Karimnia 2014; 

Sawyer et al. 2019). This suggests that even standard areas of instruction such 

as vocabulary and grammar teaching require a specific focus that a general 

English course is not designed to achieve (Cerezo 2020:45). Because English 

is a means to a professional translation end, English language teaching for 

translator training should be considered as a form of English for Specific 

Purposes (Flores 2021:2). 

There are two developments in second language learning that may be 

relevant to the needs of English for translator training. Firstly, the revaluation 

of the bi/multilingual perspective (Lee and Gyogi 2018) may provide an 

approach to tackle interference, which is the main cause of poor translation 

quality (Stepanova et al. 2019). Secondly, the use of corpus-based tasks to 

improve the “learning to learn competence” (Cerezo 2019:86) and provide 

learners with tools to perfect their English writing. Corpora are commonly 

used in translation research, but the application of corpora in English for 

translator training is yet to be explored. 

This chapter will thus present a series of corpus-based activities aimed at 

highlighting specific English vocabulary and grammar issues relevant to 



translation trainees. Section 2 will discuss the current methodologies in 

English Language Teaching and how they can be adapted to English for 

translation training. Section 3 will explore the specific teaching aims in 

English for translator training; Section 4 will introduce the features of 

corpora, and present corpus-based activities devised to meet the aims 

discussed in Section 3. 

 

 

2. English for Translation Training: methodologies  

 

The most popular approach to foreign language education is Communicative 

Language Teaching. The communicative approach aims to teach learners how 

to use language for a variety of purposes and settings, as well as producing 

and understanding various types of texts and employing communication 

strategies to overcome language knowledge limitations (Richards 2006). The 

communicative framework includes linguistic competence, discourse 

competence, pragmatic competence, sociolinguistic and sociocultural 

competences (Littlewood 2011). Therefore, the theoretical foundations of the 

communicative approach provide the best setting for implementing language 

education for translation students in terms of mediating principles. 

The goal of communicative language teaching is to achieve native-like 

mastery of the L2 and to understand how natives use language in natural 

contexts of use (Simpson 2020). The most restrictive but widely adopted 



method to achieve such goals advocates the sole use of the L2 to avoid 

interference and become fluent and accurate (Liao 2006:194). This 

perspective is based on the notion that there is only one appropriate language 

per context (Vallejo and Dooly 2020). Despite widespread criticism (Przymus 

2016; Phillipson 2016, to name a few), the monolingual paradigm persists: 

most English university courses (and textbooks) continue to rely on 

monolingual English instruction, particularly when native speaker teachers 

are unfamiliar with the learners’ first language. When this paradigm is used 

in English courses for translator training, however, it misinterprets the context 

in which English will be used, inhibiting the contrastive approach to language 

that is necessary for developing bilingual competence (and translation 

competence). The traditional vision of language competence as a two-way 

system requiring the ability to speak in and out of one’s native language (Duff 

1989:6) may better fit the needs of translators. 

As a matter of fact, bi-/multilingual perspectives have been revaluated in 

second language acquisition research (Lee and Gyogi 2018). Learners are 

now seen as multilingual practitioners who are a part of a larger ecosystem 

and live in a multilingual environment (Meier 2017:146). The learners’ L1 is 

now a valuable asset. These viewpoints are mirrored in the 2020 Council of 

Europe guidelines on plurilingualism as “the dynamic and developing 

linguistic repertoire of an individual user/learner” (Council of Europe 

2020:30) and “the ability to use more than one language” (Beacco et al. 

2016:20). Despite coming from a political perspective, this approach has a 

significant impact on language education. For instance, the Guide for the 



Development and Implementation of Curricula for Plurilingual and 

Intercultural Education outlines two aspects that could be successfully 

applied to English for translator training. The first is linguistic reflexivity, 

which is particularly important in grammar instruction. Observation, 

comparison, and hypothesis formation are examples of inductive activities 

that teach learners how to analyse language and so improve their command 

of it. Reflexivity may even include the use of the learner’s own intuitions 

(Beacco et al. 2016:43). The second topic is the contrastive methodology as 

a way to highlight similarities and differences between languages. The 

languages would no longer be compartmentalised in the learner’s mind. 

Teachers who share the learners’ L1 (which is an implicit acknowledgement 

of non-native English teachers) may even draw from it to construct 

grammatical descriptions that are more understandable than the commonly 

accepted ones.  

The plurilingual paradigm is gaining increasing attention and approval as 

a method to develop intercultural and mediation skills among L2 learners. 

Multilingual translation is even suggested as a natural plurilingual learning 

technique (González-Davies 2017). While it is beyond the scope of this 

chapter to address the positive social repercussions of the plurilingual 

approach in terms of linguistic diversity and inclusivity, they are yet another 

reason to extend the plurilingual approach to students who plan to work as 

experts in mediation and intercultural communication.  

Plurilingualism seeks to circumvent a linear and hierarchical approach to 

language learning, in which the ‘second’ language necessarily follows the 



‘first’ language, and languages are bounded and separate entities (Preece 

2022). This could have a good impact on learners’ attitudes and motivation 

toward writing – and thus translating – in languages other than their native 

ones, as it would work to counteract “the translators’ self-awareness of the 

asymmetry in their language proficiency in their native and foreign language” 

(Whyatt 2018:107). Given the number of foreign languages taught, language 

faculties are naturally multilingual environments with a leaning towards 

internationalisation. English (and second) language teaching can be tailored 

to translation trainees if they are seen as the ultimate plurilingual speakers 

who must be assisted in working with all the languages they are familiar with.  

Since translation trainees are generally required to take (at least) two 

foreign language courses, the English course can engage with plurilingual 

activities – including translation – based on at least another foreign language 

and the trainees’ L1. This would improve trainees’ ability to switch from one 

language to another and their awareness of their linguistic repertoire.  

The next section will discuss a range of teaching aims that would guide the 

planning of specific activities for translation trainees.  

 

 

3. English for translator training: Teaching focus and aims   

 



Translators are expected to deduce meaning and interpret implicatures from 

the co-text, as well as identify the audience, the thematic field, and the level 

of specialisation of the written text. As stated in Section 1, an English course 

for translator training should prioritise translation-oriented reading and 

writing for a purpose (Barani and Karimnia 2014; Flores and Coy 2019). 

Understanding the lexicogrammatical challenges that could be addressed by 

a more focused English course is made possible by reviewing the studies on 

the problems encountered by translation trainees. The author will also talk 

about the challenges observed during the English translation 1 taught to 

second-year university students.  

Trainees struggle with genre, subject area, and general style conventions 

of the source text (Mraček 2018:212; Fernández and Zabalbeascoa 2012). 

Thus, there seems to be a need for more diverse written materials. This would 

naturally have a positive influence on translation trainees’ productive skills 

(i.e., writing) and receptive skills (i.e., reading) (Levitzky-Aviad and Laufer 

2013:128). Additionally, written materials are useful for expanding 

vocabulary because they are more lexically complex than spoken texts 

(Hiebert 2020:28). In fact, learners need to know at least 95% of the words of 

a given text to understand its meaning (Laufer and Ravenhorst-Kalovski 

2010:26; Ur 2012:63; Schmitt et al. 2017:224). Working with specialised 

texts would also prepare trainees to understand technical terms. The problems 

in translating specialised terms were exacerbated by the fact that both paper 

and internet dictionaries were found less reliable and useful (Mraček 2018).  



Idioms pose a challenge for translation trainees regardless of 

directionality: the problems seem to stem from interference and shortcomings 

in English competence (Saeed 2012; Mraček 2018:210), namely not 

recognizing and interpreting the idiom as well as using inappropriate style 

and incorrect grammatical structures (Kovács 2016:74). The English course 

can help trainees recognise idioms in the first place, while translation classes 

can assist trainees in terms of tactics for obtaining acceptable solutions.   

For translator trainees, collocation and semantic prosody are challenging 

(Mraček 2018). However, acceptable direct translations can be expected 

when collocations have an L1 literal equivalent and are linked to form recall 

knowledge (Sonbul et al. 2022), which implies that the emphasis on which 

collocations to teach should depend on the trainees’ L1. It became evident 

throughout the author’s Translation 1 course that instructions on where to 

look for connotation-related information, which is rarely included in 

dictionaries, were required. Furthermore, students struggled to comprehend 

the role of antonyms, hyponyms, and synonyms as lexical coherence devices, 

as well as the positive and negative effects of lexical choices and evaluative 

expressions. 

Lack of macro-level processing abilities is another factor that surfaced 

from studies assessing trainees’ problems: neglecting the context was the 

primary cause of misinterpretation and hence inaccurate reproduction of the 

intended sense of modal expressions in the source text (Eades 2011:298).  



Trainees seem to consistently perform better for receptive rather than 

productive sensitivity to grammatical (in)appropriateness (Ureel et al. 2022). 

Since the ability to recognise and reproduce register and style is essential in 

the development and interpretation of texts (Boase-Beier 2020), the 

controlled use of stylistic variation appears to be an indispensable focus for 

an English course for translation trainees. Unmarked but also marked 

grammatical forms should be taught along with a clear outline of the 

discourse-pragmatic and sociolinguistic factors behind their use (Ureel et al. 

2022:14; Conrad 2016:ebook). The importance of this aspect is supported by 

the fact that the majority of errors in inverse translation do not involve 

qualitative errors violating the rules of the target language system, but 

quantitative errors involving divergence from the target language usage: for 

example, linguistic structures that do exist in both languages, but whose usage 

differs in terms of stylistic value, situational occurrence or frequency (Mraček 

2018:210). Formal knowledge of the form should be supported by indications 

of its manipulative impact on the text. Understanding and recognising the 

proper form for the desired meaning would improve trainees’ analytical 

ability and written production. 

All of the aforementioned teaching aims call for descriptive activities and 

considerable metalinguistic observation which may not be necessary for 

general English learners. Using contrastive examples based on all the 

languages spoken in the classroom rather than the monolingual approach 

would benefit translator trainees for two reasons. Firstly, contrastive 

examples have been shown to increase accuracy (Ur 2012:83), and therefore 



reduce interference, which is a common issue among the studies discussed 

above. Secondly, encouraging learners to consider and engage with at least 

two languages at once will promote reflexivity and analysis of how the 

different languages achieve the same communicative aim.  

The next section will examine the use of corpora to implement these 

aspects. 

 

 

4. Corpora in English for translator training 

 

“Corpus use for learning to translate” and “learning corpus use to translate” 

(Frérot 2016:40) are the two complementary approaches to corpora in 

translation research. Corpora are also a tool in translation classes through 

terminology databases and translation memories (PACTE 2017b:77). Bearing 

in mind that corpus-based activities should complement rather than replace 

other teaching techniques (Frankenberg-Garcia 2015:354), using corpora in 

English courses for trainee translators would introduce students to or 

reinforce their expertise in tools that will most likely contribute to their 

instrumental competence. In fact, diversification of research strategies, use of 

external resources, and competencies associated with information acquisition 

and utilisation are all relevant in professional translation and should be a part 

of translator training as well (Gough 2019). 



Through corpora, characteristics of language which do not have a central 

position in traditional language teaching, such as the intrinsic connection of 

meaning and use, can be observed. From a pedagogical perspective, corpus-

based activities integrate both form- and meaning-focused instruction; the 

former activates learners’ knowledge, while the latter results from exposure 

to authentic, thus meaningful, language (Levitzky-Aviad and Laufer 2013). 

Corpus-based tasks are inherently inductive, therefore encouraging 

reflexivity (see section 2.). Corpora develop students’ ability to notice, which 

is a key factor in fostering performance and accuracy in language production 

(Nagy 2019), and provide them with a way to check if their intuition is 

correct. 

Availability is a crucial factor in choosing teaching materials. Corpus data 

are rarely shared with or made available to the non-academic world, and 

creating a corpus takes time and needs a wide variety of skills, from data 

collecting to automated analysis, that English teachers may not possess. This 

may affect the use of corpora in the classroom. To demonstrate that corpus-

based activities are practical and accessible to non-academics and teachers as 

well, the following activities were created using a free subscription to 

English-Corpora.org, thus without the benefits of an academic or premium 

licence. Furthermore, the tasks in this section involve the two types of corpora 

more readily available on the internet: monolingual corpora and learner 

corpora.  



Monolingual corpora include texts in one language only. Among the freely 

available monolingual corpora with enough data to be used in the classroom 

are: 

(1) The British National Corpus (henceforth: BNC), which contains a 100-

million-word collection of samples of written language (90%) and spoken 

language (10%). As the corpus provides an overview of British English of the 

late twentieth century (1980s-1993), the lack of more recent data should be 

considered when drawing conclusions from the sample. The range of written 

texts, from “regional and national newspapers” to “specialist periodicals and 

journals for all ages and interests, academic books and popular fiction”, 

improves the reliability of the lexical and grammatical discoveries and 

provides a solid foundation for trainee translators to familiarise themselves 

with various text types.  

(2) The Corpus of Contemporary American English (henceforth: COCA), 

which contains around one billion words of texts in written and spoken 

American English collected between 1990 and 2019. In addition to the 

samples of fiction, popular magazines, newspapers, and academic texts 

already available, the corpus has included TV and movie subtitles, blogs and 

web pages since March 2020. This vast corpus undoubtedly contains up-to-

date information and can also be used to discuss geographical linguistic 

variations. 

(3) The Global Web-based English Corpus (henceforth: GloWbe), which 

contains around 1.9 billion words of text from twenty different countries and 



allows users to analyse lexical diversity and syntax among different variants 

of English in greater depth. 

 

Learner corpora, which comprise data produced by foreign or second 

language learners (Meunier 2002:119), are a suitable starting point for 

introducing corpus-based work because learners are both producers and users 

of the corpus. Learner input can be helpful in supplementing native data and 

illustrating properly chosen L1-dependent issues. If positive evidence from 

the learners’ work is carefully picked, learner corpora could also serve as 

motivation-boosting documents of progress (Cotos 2014:218).  

ELT teachers who are skilled with corpus analysis and willing to pay the 

fees for these tools can use online learner corpora such as the International 

Corpus of Learner English (ICLE) and the Open Cambridge Learner Corpus. 

The Treebank of Learner English corpus is one of the few free resources, but 

it requires knowledge of a concordance program to be used effectively. 

Learner corpora can alternatively be defined as a collection of previous 

students’ examinations or written assignments (Granger 2015:449): these are 

readily available to all teachers.  

The close connection between vocabulary and grammar is one of the key 

ideas of corpus analysis (Sinclair 1991); however, for clarity, these two 

aspects will be explored separately here. 

 

4.1. Vocabulary  



 

Example 1  

The ability to learn new vocabulary and the ability to deal with unfamiliar 

terms are two skills that go hand in hand. Students’ first stop for acquiring the 

meaning of unknown words is still the dictionary. However, lasting learning 

comes from actively recalling or guessing the meaning of a word (Nation 

2020:23), and dictionaries do not allow for this as they readily provide both 

form and meaning at the same time. Using corpus-based activities to work on 

vocabulary can stimulate inductive abilities while providing additional 

information that trainee translators need but cannot find in dictionaries (see 

3). 

Starting from the vocabulary presented in each textbook unit, monolingual 

corpora allow students to build on vocabulary depth. For instance, the COCA 

shows that the verb ‘discover’ appears to be particularly frequent in 

magazines (MAG), websites (WEB) and academic texts (ACAD); COCA 

also gives a list of collocations and related topics which introduce fields of 

use and register (see Figure 1). Following the inductive method, students 

could utilize their prior knowledge to form hypotheses about the verb’s use 

and test them using corpus data. 

 



Figure 1: ‘Discover’ in the COCA 

 

 

A follow-up activity focused on synonyms is also useful to investigate 

variations in meaning, use, and register. Working in pairs, students can 

provide one synonym for the verb ‘discover’ (for example, ‘find’) and 

observe the differences in frequency and field between the two verbs, thus 

becoming aware of the factors that go into choosing the proper word for the 

context. According to the COCA (see Figure 2), the verb ‘find’ occurs more 

frequently than ‘discover’ (the rank frequency of the two verbs in the corpus 

is 97 and 1070, respectively) and is especially used in television (TV/M, 

which also includes audio-visual products). While this information might be 

redundant for general English learners, trainee translators need it to build 

lexical awareness and be ready for indirect translation. 

 

Figure 2: ‘Find’ in the COCA 



 

 

Example 2 

To supplement a dictionary entry, corpora give a wide variety of actual 

language use examples. A guided and structured noticing activity can be built 

using a set of 10 to 20 results from a monolingual corpus (Tsai 2019).  

Learners must select a verb (for example, ‘listen’) and look it up in a 

dictionary (for instance, the Cambridge Online Dictionary). In addition to the 

definition of ‘listen’, the dictionary includes a list of related phrasal verbs as 

well as one example: ‘Listen out for’ is defined as ‘to make an effort to hear 

a noise that you are expecting’; ‘Listen in on sth/sb’ is defined as ‘to listen, 

especially secretly, without saying anything’ and ‘to listen to someone’s 

conversation when the person does not realise you are doing it’.   

Authentic occurrences of these verb+preposition combinations can be 

observed also via a Key-Word-In-Context search in the BNC. In the case of 

‘listen out for’ (see Figure 3), the search yields a broad variety of possible 

nouns following the preposition: not only ‘words’ and ‘noises’, but also 

‘coded signal’, and a metaphorical ‘hidden meaning’. Furthermore, the first 

three results demonstrate that the preposition ‘for’ can be omitted: this 



information is not available in the Cambridge Online Dictionary, nor can it 

be inferred from the definition provided. 

 

Figure 3: ‘Listen out for’ in the BNC 

 

 

In the case of ‘listen in on’ (see Figure 4), only three results were obtained, 

which can still allow for discussion on the frequency of the form:  

 

Figure 4: ‘Listen in on’ in the BNC 

 

 



The same search in the COCA (see Figure 5) yields more results (277), 

prompting a discussion about the relationship between phrasal verb frequency 

and diatopic variation.  

 

Figure 5: ‘Listen in on’ in the COCA 

 

 

With proper guidance, learners become aware of the alternative uses of these 

verbs and the contexts in which they are found. The teacher could either give 

the results as a ready-to-analyse worksheet or organise a guided activity 

involving basic search abilities, provided that the required technological tools 

are available.  

 

Example 3 

A selection of results from the corpus can be used to work on colligation via 

matching exercise worksheets or guided questions (Marinov 2013:61). For 

instance, the analysis of the occurrences of the phrase ‘the naked eye’ in the 



BNC shows the prevalence of the passive form (see Figure 6) and the 

recurrence of adjectives such as ‘invisible’; ‘obvious’; ‘visible’ (as seen in 

Figure 7). As to ‘undetectable’ and ‘unnoticed’, which occur in written prose, 

they might be indicators of style (see Figure 8). Trainees would therefore have 

a clear outline of all the elements needed to use that phrase in an idiomatic 

sentence with the support of the extended context. 

 

Figure 6: ‘The naked eye’ in the BNC 

 

 

Figure 7: Adjectives occurring with ‘the naked eye’ in the BNC 

 

 

Figure 8: More adjectives occurring with ‘the naked eye’ in the BNC 



 

Asking learners to consider colligation in their other languages of study, 

including L1, could be used to promote contrastive analysis and deepen the 

awareness of other structures and possible shifts in meaning. 

 

Example 4 

Corpora also facilitate the investigation of semantic prosody. Starting from a 

lexical item, which can be either a verb or a noun, the corpus reveals whether 

it mostly co-occurs with negatively or positively charged words. For instance, 

according to COCA, the five most frequent adjectives found with the noun 

‘information’ (therefore looking at the left co-text, decreasing the span to only 

two words on the left) are ‘new’; ‘personal’; ‘other’; ‘additional’; financial’. 

The first negatively loaded adjective, ‘false’, occupies the 23rd position in the 

list (see Figure 9). Learners can therefore notice that ‘information’ mostly 

occurs with neutral or positively charged words. 

 

Figure 9: ‘Information’ in COCA 



 

 

 A further activity involves selecting specific sentences from different sources 

(ACAD, BLOG, WEB) of the COCA context section and verifying which 

adjectives are particularly recurrent. Students learn to observe how the 

writer’s attitude emerges from the source text and how evaluative meaning 

expands beyond single words. Without corpora, the teacher would have to 

discover and collect samples of texts and manually highlight the items of 

interest, making the noticing exercise slower and less efficient.   

So far, we have looked at monolingual corpora as tools to promote in-depth 

learning. Learner corpora can instead be used for revision activities to 

encourage critical reading. A selection of old students’ essays (which, as 

already mentioned, are easier to collect and still constitute a corpus) can serve 

as the foundation for error correction exercises carried out in pairs or small 

groups, allowing students to benefit from the collective feedback. Motivation 

is preserved thanks to the fact that the students avoid confronting the 

shortcomings of their own written production. Given a single essay, asking 

learners to provide a series of possible synonyms could spark discussions on 

the shifts in meaning or register: this way, students work on the analysis of 



vocabulary use and vocabulary breadth. Learners could also suggest different 

turns of phrases. If the corpus is made up of texts produced by students who 

share the learner’s L1, the focus could be on recognizing odd expressions or 

forms that suggest interference, thus enhancing students’ awareness of those 

issues. 

 

4.2. Grammar 

 

Grammar instruction should ideally follow the inductive approach of norm 

discovery and practice (Meunier 2002:130; Harmer 2015:235), which can be 

accomplished by focusing on predominantly analytical activities such as 

corpus-based tasks. Corpus-based tasks can be used as a preliminary activity 

to support the moment of Production or as an inductive variation of the 

Presentation moment in the Presentation-Practice-Production (PPP) 

procedure (Harmer 2015:65); corpora supplement the Activate phase as well 

as the Study phase in an Engage-Study-Activate (ESA) procedure (Harmer 

2015:67), especially in the ‘boomerang’ type lesson, where the Study step 

comes at the end rather than the beginning. The “three Is” procedure, namely 

“Illustration-Interaction-Induction”, was designed specifically for corpus use: 

after examining corpus data (the illustration phase), students engage in a 

teacher-guided discussion on the data (the interaction phase), and finally draw 

conclusions about the language features observed (the induction phase) 

(Daskalovska 2015:131). Procedures, on the other hand, must be constantly 



adapted to the type of learners, and tasks requiring analysis and synthesis 

must be chosen and planned with care in order to retain their motivating 

potential. 

 

Example 1 

Corpora help to broaden the scope of grammar analysis in communication 

beyond the sentence level (whose importance was seen in Section 3). For 

example, corpus-based activities can be used to observe the different uses of 

‘used to’ and ‘would’ when referring to past actions, which can then be 

reinforced through writing tasks aimed at building coherence in terms of tense 

use (Celce-Murcia 2016).  

Observing the potential grammatical patterns of a given lemma is useful 

to perfect knowledge of the form and its use. For instance, the search results 

for the lemma ‘to seek’ show that the third-person singular form ‘seeks’ is 

predominantly followed by the preposition ‘to’ and the base form of the 

second verb (see Figure 10), whereas the gerund ‘seeking’ is found in 

continuous tenses and followed by a direct object (with only 6 occurrences of 

the ‘seeking to+verb’ structure; see Figure 11). 



Figure 10: ‘seeks’ in the BNC 

 

 

Figure 11: ‘seeking’ in the BNC 

 

 

 

Example 2 

Corpora allow students to look into modality and how the speaker’s attitude 

and viewpoint emerge from the text. Deontic modality reveals the author’s 

intervention in the text by granting permission or imposing an obligation. 

Epistemic modality expresses the degree of the author’s commitment to the 

truth of the proposition contained in an utterance (Bybee and Fleischman 



1995:4). Modal verbs are one of the many linguistic expressions of modality; 

some of them can express both epistemic possibility and deontic permission 

(i.e., may), or deontic obligation and probability (i.e., must: see Figure 12). 

In order to establish their intended meaning in the ST, careful analysis of their 

context is required (Eades 2011:298). These issues can be investigated using 

guided questions based on corpus data from argumentative or informative 

texts. 

 

Figure 12: ‘must’ in the BNC  

 

The expanded context demonstrates how the modals used affect the intended 

meaning: students can go beyond the sentence level and still notice the aspects 

of interest in an excerpt of acceptable length.  

 

Example 3 

The information retrieved from a search in a monolingual corpus can 

supplement textbook explanations of the principles or rules for a specific 

grammatical feature (selection may be required to adjust the results to the 



learners’ level).  A lesson on passive verbs can be boosted by using passive 

verb frequency data to show learners which verbs tend to be used in the 

passive form and in which contexts (Conrad 2016). Another problematic 

grammar point which can be addressed using corpora is the choice between 

the gerund and the infinitive for those verbs which accept both to-clauses and 

ing-clauses. The decision depends on semantic factors: for instance, grammar 

books explain that the verb ‘to try’ should be followed by the infinitive when 

the intended meaning is ‘I’m trying something difficult’ (see Figure 13) and 

by the gerund when the intended meaning is ‘I’m trying something new’ 

(Nettle and Hopkins 2003:135). This grammatical overview is improved and 

clarified by a corpus search activity. Contrary to what the definitions above 

suggest, only one instance of ‘try + ing’ is found in the first person singular: 

the vast majority of instances (see Figure 14) are imperatives with a specific 

pragmatic force. 

 

Figure 13: Occurrences of ‘try+infinitive’ in BNC 

 



 

Figure 14: Occurrences of ‘try+ing’ in BNC 

 

Furthermore, as students scroll down the list of ‘try+ing’ results, they will 

notice that the form also appears in fictional prose conversations and 

pragmatically conveys a markedly ironic force. The search for the ‘tries+ing’ 

structure yielded only 14 results (11 of which effectively show ‘tries’ as a 

verb; see Figure 15), confirming the prevailing occurrence of the ‘try+ing’ 

pattern.  

 

Figure 15: Occurrences of ‘tries+ing’ in BNC 

 

 



All the activities can be implemented by asking students to provide a 

translation of the structure either in their native language or in another 

language of study so as to stimulate discussion on the various alternatives. It 

is one way of applying the learner-centred approach, as the teacher would be 

a guide in terms of asking the right questions, but not in terms of being the 

sole repository of linguistic knowledge.  

 

Example 4 

Understanding the grammatical differences between North American 

Standard English and British Standard English would be valuable to 

translation students. International productions made available through 

streaming services and the use of social media expose English learners to the 

language. This is beneficial in that students are exposed to a variety of 

languages; yet, they require assistance in channelling that knowledge and 

producing acceptable and cohesive language. While the origins of some 

constructions may be easily recognizable (such as the filler ‘like’ in American 

English), corpus analysis can assist with the less obvious options. For 

instance, the syntactic pattern ‘verb + likely + verb’ is more common in the 

United States, Canada, and Ireland than in Great Britain, according to the 

GloWbe. 

 

Figure 16: ‘verb + likely + verb’ in the GloWbe 



 

In contrast, the structure ‘stop + pronoun + ing form’ is more frequent in 

British English (see Figure 17). Should teachers want to go into detail, they 

could refer to the expanded context (see Figure 18). 

 

Figure 17: ‘stop + pronoun + ing form’ in the GloWbe 

 

Figure 18: The expanded context of ‘stop + pronoun + ing form’ in the GloWbe 

 

 



Example 5 

In grammar activities centred on learner corpora, essays written by English 

learners who share the trainees’ L1 could be utilised to improve awareness of 

common transfer errors. Students’ contrastive abilities and structural 

knowledge would be strengthened by error correction of the grammatical 

element of interest (Meunier 2002:122). The brevity of students’ essays 

allows teachers to work on specific linguistic issues without compromising 

the length of the activity or the students’ attention. Learner corpora could be 

employed to improve cohesion and coherence, which are essential in both the 

analysis of the source text and the rewriting stage of inverse translation. 

Learner corpora can help with tasks aimed at increasing awareness of 

grammatical as well as lexical cohesive devices. Trainees could be 

encouraged to identify difficulties with text cohesiveness and propose 

alternative solutions, introducing them to reference, ellipsis, substitution, and 

conjunction. While these revision tasks work best with examples of flawed 

writing, well-written and effective texts can also be used for cloze exercises 

in which students must identify the best cohesive option. These corpus-based 

analytical tasks help students prepare for inverse translation by preventing 

awkward or erroneous L2 output (Schmitt and Schmitt 2020:95).  

The goal of this overview was to provide practical examples of corpus-

based activities. Performing corpus-based tasks requires pre-teaching a 

variety of skills such as computer use, data handling, observation, and 

hypothesis generation from data. Teachers should be properly trained to use 

corpora in general and to define activities for a translation-oriented English 



course in particular. This is one of the major issues that has slowed the use of 

corpora in the English classroom and will likely have an impact on the 

redefinition of English for translator training: motivation, availability of 

materials, and the ability to teach with them are all important factors in the 

selection of teaching materials and techniques (Breyer 2009:154). As a result, 

the endorsement of corpus-based learning is inextricably linked to teacher 

education. To reach a broader audience of educators, data-driven learning 

must go beyond the relatively narrow field of applied linguistics. As the 

diffusion of data-driven learning in universities is unclear (see Lin 2021; 

Crosthwaite ed. 2020; Vitaz and Poletanović 2019), the extent of this claim 

can only be verified by examining the competence of native-speaker English 

lecturers, who, unless versed in applied linguistics, may use more traditional 

teaching methods.  

The activities outlined above are meant to show that online corpora can 

provide useful data without requiring corpus-building expertise. Many 

monolingual corpora are available for free consultation, which should 

encourage their use in the classroom. Furthermore, ready-to-use resources 

reduce the Time-In Time-Out ratio (Harmer 2015:200), ensuring that the time 

spent preparing the activity is proportionate to the time spent working on it 

during class. Nevertheless, teachers of English in translation training degrees 

must be aware of the specific purpose of using the language to translate, the 

linguistic knowledge translators require, and the linguistic difficulties that 

they regularly face.  

 



 

5. Conclusion 

 

It is not necessary to completely rethink established pedagogic ideas to start 

tailoring English language training to the demands of trainee translators; 

rather, the methodology must be adjusted to the specific learning and 

professional setting. English for translator training must be viewed as a type 

of ESP with specific objectives: (1) in-depth discussion of textual genres; (2) 

proper training in the increasingly common practice of inverse translation, 

which includes a contrastive investigation of the two languages involved; and 

(3) a teaching approach that emphasises discursive features.  

Section 2 demonstrated that communicative language teaching is a viable 

option for translation students, as long as the methodology is tailored to the 

goal of language learning for translation and allows for the use of several 

languages. For this reason, the bi-multilingual approach can be utilised in the 

classroom to familiarise students with the contrastive approach to language 

that is required for developing bilingual and translation competence. 

Section 3 demonstrated the need of defining lexicogrammatical goals in 

terms of source text analysis (for direct translation) and written production 

(inverse translation). 

The integrative tasks based on many types of corpora presented in Section 

4 can meet all of these needs. Learners could use monolingual corpora to 

check lexical or phraseological patterns by analysing grammatical or lexical 



features in several text genres (Vigier 2019:94). The use of monolingual 

corpora broadens the scope of problems to be investigated, focusing on 

vocabulary depth, synonyms, colligation, and semantic prosody in ways that 

go beyond textbook explanations.  

Learner corpora are ideal for teaching students about revision work 

because identifying errors in a text can help them verify their own translations 

more thoroughly. Because learner corpora include texts written by L2 learners 

with no connection to the classroom, students do not have to fear the teacher’s 

or classmates’ corrections, which reduces classroom anxiety. Students can 

assess their own weaknesses based on how easily they can complete the task, 

but the emphasis is not on their written output. Selecting learner corpora 

based on the trainees’ L1 also favours contrastive activities and prepares them 

to work with two languages concurrently.  

The full exploitation of corpora in English for translator training is part of 

a “long-term perspective” project of curriculum redefinition (Meunier 

2002:138). As in the future “translations will be produced with major changes 

in two key respects: who translates, how, and why and how machines are 

integrated in the process of translation” (Palumbo 2019:321), the use of 

corpus-based methodologies in both translation and English classes would 

improve trainees’ computer skills and thus instrumental competence. 

Despite the expanding popularity and accessibility of corpus tools and 

materials, only a small percentage of teachers are trained in corpus linguistics 

and utilise corpora on a regular basis. The corpus-linguistic turn has had only 



a limited impact on English language teaching. However, active use of 

corpora would aid in attaining specific translation-oriented learning 

objectives and should thus be considered when customising English courses 

to the needs of the translation profession. 
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