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Abstract

The introduction of the Bologna process, among rotiptheavals caused to the higher
education system in most of Europe, has necesdadlyght about an important change
in curriculum, syllabus and materials design, idtrcing a major focus on developing
students’ competence across a range of skillsecblat their possible future professions
and to their life as responsible, socially competeitizens engaged in a life-long
learning process. This requires cultural acceptafdkeir worthiness that, in turn, will
lead to individual personal implication and invaivent that need both time and an
infrastructure that cannot be made available ogétrand whose implementation may
be hampered by lack of financial support and adeqpeovision of human resources.
This paper addresses some of the issues involvadapting English language syllabus
and materials design in our translator training gpamme to the demands and

philosophy of this new educational model.

La introduccion tardia del Plan Bolonia en Espadiatasionado cambios importantes
en la planificacién de los estudios y en el disei@omateriales para la educacion
superior. Ha enfocado la ensefianza hacia el dédeade una amplia gama de
competencias relacionadas con las posibles sahiddssionales de los estudiantes y
con su vida como ciudadanos responsables y socitmarticipativos, a quienes se les
supone implicados en un proceso de aprendizajelardo de la vida. Aunque, sobre
papel, los objetivos del EEES son admirables yal#des, para llevarlos a cabo hace
falta la aceptacion cultural de su valia, y unalicapion personal por parte de los
ciudadanos. Cambios sociales de tal profundidagieesn tiempo y una infraestructura
gque no se puede construir de la noche a la mafasa iymplantaciébn se vera
obstaculizada si no estan provistos de la finammacg los recursos humanos

adecuados. En este articulo examinaremos comoaagimestos temas pueden afectar
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el disefio del programa y de los materiales pamateriaLengua B inglé€n nuestros

estudios universitarios en Traduccion e Interpiétac

Introduction

The term ‘syllabus’ is variously used in pedagobteams to describe a teaching and
learning programme which may cover anything from emtire educational cycle

comprising several years of study and linking défeé subjects across a curriculum or
vertically structuring a progressive building ofngolexity in just one subject, to the

content of a single subject or a single, self-coeth teaching-learning module

(Richards and Rogers, 1986). For purposes of glaritthis paper we will refer to the

design of an entire degree programme as ‘curricyltonthe planning of a module of

study as a ‘syllabus’ and to the creation of thateot of that syllabus as ‘materials

design’.

English language syllabus design is habitually 8ase a structural-grammar core,
which often contains a progression from simplermore complex structures, and
introduces a vocabulary drawn from corpus-basegufacy data (words which appear
more frequently in the language are introduced iexarlalthough this does not
necessarily mean that they are more easily learttigir full ‘depth’ (Read, 2004; Ishii

and Schmitt, 2009). Commonly, this is built intcetie or topic-based units which
practise a range of skills, traditionally readimgjting, listening and speaking, which
have now been sub-categorised and extended in tmc@ of Europe’sCommon

European Framework of Reference for Languages: fAiegec Learning, Assessment
(CEFR) to include written expression, written iigtion, spoken expression, spoken
interaction and audiovisual comprehension. Todaggctally all published English

language course books take a communicative apprtmathe teaching and learning
programme they present, with the prime focus oguage as a tool for communication.
However, it is also important to consider in theide of translator training programmes
that grammatical precision is key to both succéssid acceptable communication; in a
curriculum where accurate terminology is centralpaer-reliance on lexis for message
transmission leading to students’ failure to ‘netigrammar structures (Batstone,

1994), may be an undesirable side-effect.
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The introduction of the Bologna process has necdgssmought about a major change
in curriculum, syllabus and materials design inhleig education by introducing a
principle focus on developing students’ competemw®ss a range of skills related to
their possible future professions and to their bfe responsible, socially competent
citizens engaged in a life-long learning processchSgoals may radically alter the
educational philosophy in place in some of the atgry nations and their impact on
syllabus and materials design has not been prekdntea way that is clear or

comprehensible to many university teachers. leisessary for all stakeholders to view
these goals as worthy objectives of tertiary edanaprogrammes before they can
become committed to contributing to their realisatiThis involves a cultural change
which, by its very nature, cannot take place rapidlVithout in-service training and

adequate funding, the process of change will bhdurhampered and will struggle to
find acceptance among those most affected: studendtseachers.

One of the underlying ideologies that gave risthBologna process was the political
desire for a unified education system that woultbval comparability of higher
education qualifications across Europe and woudtinate mobility throughout the EU,
both for students during their degree programmeklater as qualified professionals
who make up the workforce (Bologna Declaration,%9Rauch, 2004). However, if we
consider that the process began in 1999, it carlglbe appreciated that the Europe for
which the model was originally destined was patedifferent from the unbalanced and
struggling union we have today. At that time, seemprosperity, rapid economic
growth and high levels of employment and consumeiisdicated that the possibility
for free movement for all citizens throughout Eweppoth as students and as workers,
was a realistic possibility rather than a utopideal. Today, in a vastly different
political and socio-economic arena, we find thatSpain, we are in the very first stages
of implementing study programmes whose requiremantsifrastructure and whose
final outcomes are no longer linked to the socfetywhich they were designed. The
possibility of adapting them to meet those needs/ rha so hampered by the
bureaucratic processes of national quality asseragencies as to render initiating such
a process, at best, daunting. In this climate ohimmal funding and professional
overload, it has mostly been left to universityctears to find their own way through the

guagmire of new legislation and expectations ireotd bring some kind of coherence
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and positive attitude to an ideal which, at thesetjtmay not have coincided with their

educational culture or professional profile.

Over the last decade, it has become increasingiarapt that educational culture and
the differences in values placed on the theory prattice of education cannot be
changed by legislation alone (Huisman and Van dendfé, 2004: 355). Differences in
degree systems persist: the undergraduate and riradégree cycle in Europe may
take, for example, 3 + 2 years (France, Italy om@any), 4 + 1 (Spain) or 3 + 1 (UK).
Crucial to these policy decisions was the systemplece prior to the Bologna
agreement; in Spain, it would have been politicalicomfortable to change from the
licenciatura (a four-year degree programme) to the rggado and claim this to be an
equivalent if it only took three years to compléte hence the 4 + 1 design for
undergraduate and master’'s degrees. However, #siddd to difficulties in enrolling
students from other European countries on mastktgee programmes because they
do not have the required number of credits fromrtbadergraduate programme to

qualify for entry.

There are also marked differences in the expecstad tutors and evaluators across
different cultures. In a presentation given atltheguage Testing Forum (University of
Warwick, 2011), Carol Sedgwick compared the apgrdadhe research and writing of
six MA theses from two European countries. She dotlvat, depending on the cultural
traditions of the educational settings, the requests and guidance of tutors and the
expectations and subsequent assessments of evaladffered between educational
cultures. The local contexts of the tutors consgdicreation and writing, while the
assessors were guided by the values of charaateribey perceived in repositories of
academic work on the thesis topics, with thesenofteming from Anglophone

publications.

Similarly, Green et al. (2002) identified a potahtonflict between the global and local
focus of the Bologna Declaration:
The Declaration provided a common vision for chaagé suggested a clear set

of goals and principles, leaving little ambiguityoait why European universities
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should change or what direction those changes dhtade. The leadership
challenge, then, is to translate the European agend a meaningful local one.
It is possible that the political implications diig challenge may have been too great a
risk for some governments to take. The economiesgon now taking place in several
European countries provides a new scenario in whichpossible for state education
departments to rapidly implement drastic changeshigher education systems,
seemingly justified by economic necessity, but Wwhicay also harbour an underlying

political agenda.

Additionally, in Spain, current unprecedentedlyhigvels of unemployment among
young people (over 50% of 18-25 year-olds not imcation are without work),
combined with government cutbacks in more costlyational training courses, has led
to a huge rise in demand for university placessTias meant that in many degree
programmes (especially those in Humanities and abd®tiences), students who in
other circumstances and conditions would not hdnesen this academic path in their
lives, are struggling to find meaning and motivatio our classrooms. The situation is
further complicated by the autonomous learning andhll tutor group philosophy
which is the corner-stone of the Bologna Declargtlsut which cannot be implemented
in our current socio-economic conditions due t la€ financing for such resources.
These students find themselves in large groupdh Viitle individual attention or
feedback available from teachers, where demandsnate on them to organise and
structure their own study time and to be discerrdhgut the sources they use as input
for their academic development. For young peoplamfthe so-called Generation Z,
who were born in an era of mass information andrielogy and who are highly
dependent on immediate feedback (of the type peaviay all kinds of technology), on
the easy and instant availability of second chanaed on an abundance of accessible
information from multiple sources which all appegually valid, these expectations are
disjunct from their experience. The frustrationstproduces is also commonly shared
by their teachers who find them at best inattenteved at worst disrespectful. The
possible consequences of this scenagoome evident when we consider that student
satisfaction is a key player in the quality assaeasystem on which the solvency and

survival of degree programmes within the BolognacBss depends.
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This is the panorama that currently faces manyheacand faculty managers in our
higher education system; a situation that is nstiimountable if we employ creative
thinking and flexibility in our approach, but whigs compromised by the pressure of
time that is required to carry out research andiygpee quality publications if we are to
survive, maybe even prosper. In addressing sontleesk issues, we will focus on our
own specific circumstance in adapting English laggisyllabus and materials design
to the demands and philosophy of the new educdtioael set out in the Bologna
process, for our translator training programme ta Faculty of Translation and
Interpreting, Universidad de Las Palmas de Grana@i@anAt the same time, we will
examine the impact of integration into the Europeagher Education Area (EHEA) on
the different groups involved and consider bothgtrengths and potential weaknesses
that may be built into our syllabus design and Wwhiavill be necessary to address if we
are to succeed in creating a study programme tltatides adequate academic input,
addresses professional and life skills, and driices/ard the language learning and
acquisition processes, at the same time as rengamanageable in terms of the extra

demands placed on teaching staff.

Designing a syllabus based on competences

In an educational model based on competence amgeqaently, the assessment of
levels of competence, it is clearly essential to fooward a theoretical definition of
what we understand by the term ‘competence’ in diiterent areas covered by a
programme of study. To the contrary, we will bedanger of limiting ourselves to
describing the tasks which we propose as eitheouderto knowledge acquisition
(teaching) or as a measure of performance (testihgy confusing the tasks themselves
with the combination of underlying knowledge anglementation strategies necessary
to carry them out. This lack of definition of temmiogy and imprecision in its use is
one of the areas most in need of attention inithplementation of the Bologna Process

in higher education in Spain.

The concept of ‘competence’ within the field of edtion has grown from the
developments in research into language learningaauogisition. One of the earliest
expressions of the concept of communicative conmgeten language teaching and

learning can be found in Hymes’ (1971) attempt istinguish two knowledge sets:
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grammatical competence (the knowledge of the rofeslanguage) and sociolinguistic
competence (the knowledge of the use of those)rufésldowson (1978) continued to
develop this idea with his description of the difiece between ‘usage’ (knowledge of
the linguistic system) and ‘use’ (ability to empldhis knowledge in effective
communication). Later, Canale and Swain (1980) #&@whale (1983) described
communicative competence as grammatical competéauawvledge of the rules of
grammar), sociolinguistic competence (knowledgénhefrules of use and of discourse),
strategic competence (knowledge of verbal and resvhal communication strategies)
and discourse competence (verbal and nonverbal comeation strategies that may
compensate for breakdowns in communication due eédopnance variables or
insufficient competence). Bachman (1990) and Bacharal Palmer (1996) proposed a
model of communicative language ability based amgleage competence, strategic
competence, and psychophysiological mechanismsnane the first to also take into
account the way in which these various componentstact with each other and the
context in which language use occurs. A later amfdito our understanding of
communicative competence is Chaloub Deville’s (300®posal for an interactional

competence model which includes ‘ability — in laage user — in context’.

Thus, the attempt to describe and define ‘competenion this case, language
competence, has developed over time with contobstirom different researchers who
have built on each others’ arguments to move favimmunderstanding and knowledge
creation. Their work has also provided a theorébeae on which to construct language
teaching and learning syllabuses. In a wider ggttinseems that Competence Based
Education has used the differentiation of the id#aknowing something’ and knowing
how to implement that knowledge to achieve certgoals or to carry out tasks.
However, the theory of how these knowledge basesets are acquired, how they
interact in the observable performance of tasks leowl they may thus be taught and
measured is not well-documented. Tiana et al. (R6tHte that “Competences constitute
a kind of learning located between behaviour antitiab.” and also that “...defining
learning in terms of competences highlights thedriteeacquire knowledge in a way that
can be mobilised in task resolution.” However, finecise nature of that location and
the process that might be involved in this knowkedgquisition remain elusive. Gonczi

(2010) tends towards a definition of an integrateddel of competency, based on
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knowledge, abilities, skills and attitudes displaye context. Context is a key concept
here since its scope avoids the necessity to iecindhe description of ‘competence’
features such as emotions, social components avation which have formed part of
other models. Such features are, by nature, mostablle and are subject to a greater
degree of variation than the other attributes, iarslhelpful to consider them as part of

a given context.

The Libro Blanco published by the Spanish National Quality Assueagency
outlining the basic guidelines for the curriculumsdn of the undergraduate degree in
Translation and InterpretingG¢ado en Traduccion e Interpretacionists the key
competences that are to be developed. Exampldsesé tinclude ‘fluency in foreign
languages’ dominio de lenguas extranjefascommand of strategies and terminology
for specialised translation’dpminio de técnicas y terminologia de la traduccién
especializadp ‘ability to work in a team’ ¢apacidad de trabajo en equipor ‘posess a
wide cultural knowledge’ goseer una amplia cultufja Some of the transversal
competences enumerated are ‘critical reasonimgzofiamiento criticp initiative and
entrepreneurial spirit irfficiativa y espiritu  emprendedprand ‘ablility to apply
knowledge to practice’c@pacidad de aplicar los conocimientos a la prégti@mongst
others. Pérez-Cafado (2009) states that in EHEdy gitogrammes

Competencies such as critical thinking skills oe thbility to synthesize and

analyze should be developed, and the move shoulchdme towards a self-

directed, autonomous learning where students’ iadéence, involvement, and

participation are fostered.

All of these are indisputably desirable goals, butdate, there is no description
available of just what underlying factors or feagimay be involved in the outward
demonstration or performance of these skills and/ hloey may interact with one
another or with particular contexts. This necesg@iaces limitations on the way they
may be incorporated into teaching-learning prograsirand also how they may be
measured as outcomes of these programmes throagletformance of tasks.

If syllabus and materials design is to be based theory of competency, it will also be

necessary to distinguish between the product andeps of learning. Competences
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presented as performance descriptors constitutegatdis outcomes of a teaching-
learning programme but do not describe the prosasseessary to attain them. In order
to develop a syllabus and the materials that véllused in it, we need to focus on the
description of the developmental stages throughchvhihese outcomes may be

achieved.

Assessment

It is also essential that the assessment procassvilh be used both during and at the
end of the teaching-learning programme is builb intfrom the start, both in terms of
the components of the syllabus that will be subjedssessment (e.g. class attendance
and participation, tests, assignments, final exation) and the weighting that each of
these will be given. The assessment formats chalenrequire prior consideration;
will the tests and assignments evaluate competenspeaking, writing, reading, etc.?
Will the evaluations necessarily be individual ail whey include group assessment?
Will all the assessment be carried out by the tedekaminer or will students be
involved in the assessment of their own and theerg work? How, if at all, will the
assessment of assignments differ from that of testexaminations? How may the
process of learning and acquisition of both languagd competences be assessed, as

opposed to looking only at the product of that pes®

Consideration of such questions is essential ibveeto move forward in the evaluation
of the acquisition of competences and the fullgragion of our study programmes into
the EAHE. Extensive research has been undertakentesting language acquisition,

but the acquisition of transversal and systemic patences, essentially related to the
development of professional skills and of respdesilitizens in a tolerant, diverse and
democratic society is an area that is sparsely m™eated and still requires

investigation, especially with reference to a higeducation, rather than a vocational

training, setting.

In part, the complexity of attempting to evaluatenpetences and the extent to which
they have been acquired arises from the lack oinitieh of a construct of the
competences we wish to measure. For ltkagua Bsubjects in the undergraduate

degree in Translation and Interpreting, a totall8l competences are listed as the
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objectives to be developed through the materidiseted in 30 ECTS credits over two
academic years. Thirty-three of these are objestioe the 6-credit subject,engua
Blll. The abilities that underlie competences such kKssow how to establish
interpersonal relationships’, ‘Recognise and respadticultural diversity’ or ‘Possess
critical reasoning’, have not been described amdefore attempting to measure them
through the performance of tasks is necessarilylgestive, teacher-centred, process
which cannot be standardized. Furthermore, sin@ehiag-learning programmes
generally attempt to identify progressive stagedefelopment, we would be required
to somehow identify and describe what constitutesdifferent levels of acquisition for
each of the competences listed in our syllabus.dtso arguable that competence is not
stable over time and that individuals develop meompetences during their lifetime,
but these may come and go depending on the fregueric which they are used and
the level of need that a person has to implemamtht different stages of their life.

In order to address this complex issue, it mighkenanore pedagogical sense to place
emphasis on the assessment of the outcomes adableing-learning programme, which
can be much more easily described in terms of pleeiic content that is included in
the syllabus and the materials, and on the ledrabii#ty to apply the knowledge they
have acquired to contexts other than those whiate weesented in the learning tasks.
This, in effect, may be said to be a generic dpson of competence; the ability to
apply knowledge acquired in a particular contexd tesolve a task in another, different,
context. In this way, specific outcomes of tasksed, for example, at the ability to
work autonomously may be assessed by the degreengbletion achieved, the details
recorded, the resources used, etc. without claintivag) being able to carry out this
particular task is generalisable to the acquisitbtdrthe competence ‘ability to work
autonomously’. Specific learning outcomes are lallycrelated to ‘learning goals’
which, in turn, are much easier to make explicitenms of syllabus and materials
design. They can also be more easily contemplategrogressive stages than the

concept of acquiring a competence (or 131 competnc

Programming
A requisite of EHEA study programmes in Spain igged prior timing plan for the
entire content of the subject. This is a doubleegdgword in the designing of a

syllabus; it is advantageous in that it aids hartab coordination, since all teachers
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involved know how they should pace their classesueng that all groups receive
similar input, and it also helps with transversabmination because other subject
teachers have easy access to information abouemotitat may be essential input for
students in order to progress in a different aréahe curriculum. However, the
disadvantage of this rigidity is that it allows Ited scope for adapting to unforeseen
circumstances of any nature (ranging from the nidfurther development and
consolidation of any particular inpub a bank holiday falling on the day a class was
timetabled). Generally, on paper, syllabus contapfgear more compact; in the real life
scenario of the classroom, it is common to find theerything takes longer and there is
a tendency for even experienced teachers to inctadéoo much content in their
syllabus and consequently find it impossible tachethe end or to cover all the material
they have projected in their plan. We have receoatijected evidence for this from
First Year students from one of our undergraduaigree programmes in answers to
Quality Assurance questionnaires within &lan de Accion Tutoria{Student Support
Programme). Students reported that a large amduwdrient was hastily presented at
the end of the course, causing pre-exam anxiety. Whs corroborated by the minutes
of a teacher coordination meeting which recordeat the content included in the
syllabus had been more than could be covered divanstudents were starting this
foreign language from scratch. It is difficult todw how to address this issue: if we
reduce the planned content on paper, our subjegtseem ‘weak’ and therefore may
not be valued by the different stakeholders. Ifpseduce a syllabus which looks solid
and wide-ranging on paper, we are in danger ofamduhigh levels of stress, both in
ourselves and our students, in our attempt toHfiitislt is also fundamentally dishonest

to publish a syllabus which cannot feasibly be ceslen the time available.

Our challenge here, then, is to distinguish cledrbtween tasks that students can
research, carry out and correct outside the classranaking use of virtual learning
environments, and classroom activities that berigdin face to face interaction and
which require greater teacher support than itasifde to give on-line. Since the EAHE
requires from 40-60% of student study to take pkaenomously, we need to carefully
construct the framework for these learning actgitin order to develop skills that will
allow students to become more independent andred&fit, to help them to identify

legitimate information sources and to develop sg@s whereby input sources other
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than the teacher are used for language acquigdieveloping life-long learning skills).
However, there is also a danger in trying to settagp many activities on virtual
platforms without first considering how these vin# assessed, what kind of feedback is
required and from whom. This forms part of the esstiassessment which, as discussed
above, must be considered at the outset of thgmesia syllabus and not thought of as

simply an end-point that can be dealt with at latage.

A proposal for the design of teaching-learning mateals focused on the
development of competences

The description of the following tasks attemptsleanonstrate how we might base the
design of English language teaching materials, ntggk towards an undergraduate
translator training programme, on a process approacthe same time, we will try to
focus explicitly on developing competences in blathguage and professional skills.
The materials referred to in this section are et the subject.engua BIll| a first
semester subject in the second year of the stumtyamme, aimed at a B2+ level on the
CEFR.

In the first example of a teaching-learning urhg focus for language acquisition is on
the pronunciation of numbers and figures in Engligte language used to express
statistical information and the names and abbriewiat used for international
organisations. In a speaking activity, studentdfiestly required to discuss in pairs how
they usually react when they come across a largebey a date or statistical
information in a text they are reading in Engligkhs common to find that most cannot
automatically read the numerical information in Estgand that they do not stop to
work out how to pronounce it, but rather glide oitesr read it to themselves in their
first language (L1). It is pointed out that whiltis may not cause any immediate
problem for private reading or even when transtgtinwill be totally unacceptable for
interpreting; this raises students’ awareness akipte future professional situations
and helps to encourage their interest in the afellathematics which Humanities
students often shy away from.

The next stage is to introduce two lists of numpémires, statistics and numerical

expressions in English (Appendix 1) and ask stuslémtvork in pairs or small groups to
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see whether they can pronounce what is writtethi;lwway, the students have already
begun the cognitive process of working on the nusibefore being presented with the
answers for correct pronunciation. It is also iesting for them to note that the answers
are not finite and that there is sometimes quitegadifference between what is written

and what is pronounced.

Students are then asked to focus on a specificitatke Spanish-English translation
equivalents for expressing percentages, with pdaticattention to the use of articles
(e.g. Un 66% de los estudiantes aprobaran el exameéh’'66% of [the] students will
pass the exam'El 50% de los puestos de ordenador estan ocogadd 50% of the
computers are in use’Yhis exemplifies the extent to which translatioek&into the
foreign language can assist in language acquisiispecially when they are not used to

‘replicate’ grammar structures but to contrast them

Students remain in groups in order to work on adi&tion of global statistics of gender
inequality. Since the text is compiled from mukiources, it is necessary for them to
firstly carry out a task designed to lead them rwestigate the meanings of the
abbreviated forms of the different organisationgher L1 (e.g. in Spanisil.O, MSC

Al, PNUD, etc.) before attempting to translate them. Tlgetbps both the linguistic
and communicative competence of future transldignsising awareness to parts of the
text which may at first seem insignificant sinceytlare not actually ‘words’, but merely
cited as sources. This can lead to them being @viezd in the translation process and
consequently left in the form that they appeainrthe source text. The translation task
itself then links in with other instrumental andrisversal competences concerned with
language acquisition and with broadening an undedshg of the world, of the
tremendously privileged place Western societiesipgan it, and of the imbalance in
the worldwide production and use of resourcesfadests translate statistics about the
situation of women worldwide in the areas of wopkverty, health, education and

politics.

It is important that students work on this tasksmall groups and for the teacher to
emphasise that the reason for doing so is to foouke process of the translation rather

than the product. We have often observed a tendencgyoup work for students to
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divide texts into smaller chunks, with each ongoesible for translating only ‘their

part’ in order to finish more quickly. This produmtiented approach counters the
intention of the activity to develop competencethe negotiation of meaning and in

collaborative team work, so it is necessary tortyesstablish at the outset the time that
the task is expected to take. This is, of couleajlfle, but related tasks such as more
extensive research and peer revision can also teueaged. Through these, students
experience the desirability of checking a URL befolicking on a search result in order
to judge the reliability of their sources and okisg how readers react to their text.
They become aware that they need to reformulaie tilamslation if the reader reaches
for the source text in order to interpret the megrof the target text (this is especially

effective if there are Erasmus or other exchanggestts in the group).

As well as teacher assessment for this task, swlf geer assessment can be used
through the implementation of standardised formuka¢he form of self-assessment
sheets containing several sections that referfterdnt aspects of the translation task. In
these, students are firstly asked to note theormétion sources (with URLS) and to say
why these were useful or misleading. In other sestihey record structures and lexical
items that they have encountered, aspects of Siethat they have learned from or
found particularly useful, corrections and altevat made to the translation after
revision and the reasons for those changes, howtesi feel their group worked as a
team and how they functioned as an individual witthat team. If self- and peer-
assessment procedures such as these are usednfheqgtieoughout the study
programme, they can encourage the developmentrmopetences such as the ability to
discriminate valid information sources, the ability objectively and constructively
review their own and other people’s work, the &pilo understand how teams work (it
Is not necessary to have worked in a successfal teathis) and how group dynamics
can be improved, the ability to observe the leaymprocess and, especially, the ability
to recognise the relationship between commitmera task, the final outcome and the
sense of achievement on its completion. All of ¢hase of fundamental importance in
the development of professional skills and lifeuvesl and are therefore necessary
components of a competence-based syllabus adapttee tEAHE. They are also all
elements whose external assessment by a teachraminer poses a serious challenge

in terms of objectivity and ‘fairness’ and therefat can be seen how self-assessment
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naturally forms an essential and integral partefgyllabus design. At the same time, it
relieves some of the teacher’'s assessment workdoddransfers responsibility to the
students for their learning process, making itezas evaluate as a process rather than a

mere product.

An autonomous study task that is added to thisfoniturther language development is
uploaded to a virtual classroom in the form ofeishg, reading and writing tasks where
students are required to match the information ryiire a BBC news broadcasto
diagrams of statistical trends and to focus on ifipamcabulary used to describe them
(e.g. ‘fluctuate’, ‘sharp rise’, ‘slow decline’, eVel off’), to describe information
presented in the form of a graph, and to considev khis information would be
expressed in Spanish. A specific grammar focuslde given with practice in the
different forms that are used in English to exprfessre time. These are tasks that can
be assessed through tools available in virtuahlagrplatforms such as Moodle which,
once the necessary initial time investment in legrmow to use them effectively has
been made, greatly facilitate the work of the teacihey can record scores and
provide feedback to both students and teacherantigtand, through them, it is also
possible to redirect learning and provide furth@partunities for task completion,
within a limited time-scale selected by the teaclser that students can achieve pass
scores. The teacher can set the number of marksuthaeducted for a second attempt
and the computer programme can randomly re-orderafypearance of questions to
avoid memorisation of answer selection. This catuce the time teachers spend on
holding re-sit tests and re-marking them, and glside and reinforce student learning
in required areas. One of the challenges for usomtinuing to develop our teaching
competences is to become efficient in the use eéddtliools, not least because they can
greatly reduce the most tiring and time-consumiag pf our workload.

Our second example of a teaching-learning unit whklievelops a range of competences
through language learning tasks is based on thedlod internet use and abuse, cyber-
harassment, and bullying or harassment in diffesetal settings. As an introductory
activity, students in pairs or small groups areedsto discuss what kinds of things
might people become addicted to and to draw ugtavhich all students then contribute

to consolidating on the board. A personal focushien introduced by asking them to
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answer a questionnaire about their own use andijp@siegree of addiction to internet
(Appendix II). This engages with their personal afagniliar world, providing a
connection with the world of the classroom task anpowerful reason to search for
ways to express their meaning in the foreign lagguaSubsequently, tasks are
introduced involving vocabulary that describes niwgaemotions and also scientific
investigation into addiction. This is followed byeading task based on an article about
internet addiction with comprehension questionsdofirm understanding. Through all
of these tasks, students’ may develop both lingugimpetence through awareness of
differences in style and register for differentttéypes and also awareness of the

potential destructive outcomes of emotional, phaisitid psychological addictions.

By firstly looking at cyber-harassment on socialwwarks, the second part of the unit
focuses on different forms that harassment andibglican take and how these may be
dealt with. This is an important social issue whias special significance for the fourth
year work placement (12 ECTS credits) and alsddtar professional life. Through a
reading task, linguistic competence is developedbbysing on structures, expressions
and textual devices used for giving advice andursions in English. Students are then
asked to collaboratively write possible definitiofs the terms ‘bully’, ‘victim’ and
‘bystander’. In Spanish, there is no obvious edeiviafor ‘bystander’ in this situation:
in dictionaries, we find equivalents such tanselunte persona inocentetestigo
inocente which contrast quite markedly with the meaninghis context. This task can
therefore have a direct impact on developing teditsl students’ awareness of how
language itself forms part of the culture of a sbgishaping the way people think; they
can experience directly how developing intercultwwampetence involves not only
knowing factual information about other culturest also experiencing how they
conceive the world.

The following task involves listening to a sonBlack and Purpl& written and
performed by two Canadian school students for dnbaflying campaign. Music is a
powerful way to engage our students’ attention beeat can trigger the involvement of
different forms of intelligence which are directtpnnected to their emotions and thus
provide an experience which goes beyond the cagngiocessing of a text such as the

one about how to deal with bullying previously mne®d in the task about ways of
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giving advice. Students firstly carry out a gap-thsk as they listen to the song
(Appendix III), with the gaps focusing on contenbrads that are associated with the
feelings and emotions involved for the differenttiggpants in an act of bullying. The
lyrics of the song are open to various interpretati and the students are asked to
participate in an on-line discussion forum whereytpresent their own understanding
of the song and discuss other students’ contribhatioHere, various transversal
competences are involved such as interpreting,testgal reasoning, respecting others
and empathising, all of them triggering the develept of language competence in
postulating, agreeing, disagreeing, presentingrrateye views, empathising with

others’ experiences, etc.

A final task that can be done outside the classr@mu that encompasses all the
transversal competences, is to write an acros#rposing any of the words BULLY,
VICTIM or BYSTANDER. By this stage, students shoulthve acquired an
accumulation of cognitive, language and emotionpkeence related to this important
social issue. The writing of poetry can be a libegaway for learners to express
themselves since it is free from many of the camsts of grammar structures and they
can use the words they have learnt in new or urwesumabinations with an immediacy
of images that is not common to composition writorgcritical commentary. Finally,
the poems can be published in the on-line forumcamimented on by other students in
the group. These tasks and forums may be teaclsn or self-assessed, or a
combination of these may be used, but, becausehefntiture of the tasks, the
assessments will mostly focus on the transvergabetences that have been developed

rather than on cognitive ones.

Conclusions

Trainee translators need to acquire and continueotwsciously develop a range of
different competences in order to carry out theofgssion: intellectual and cognitive

competences in the form of linguistic and textuahpetence, specific competences in
the use of technological tools, the implementabérdocumentation and terminology

processes, team work and cultural and interculkmmalvledge and understanding. Also,
unique to the role of a translator or interpregemaking communication possible not

between oneself and another, but between otheis;rélquires the development of
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transversal competences such as the ability totaamew situations, and to be
empathic and creative. As Kate Grenville observesier award-winning noverlhe

Lieutenant “The names of things, if you truly wanted to urelend them, were as much
about the spaces between the words as they weue thigowords themselves. Learning
a language was not a matter of joinangy two pointswvith a line. It was a leap into the
other.” The ability to become the other is the odémg competence that will

distinguish a successful translator and, possiaty,emotionally stable, responsible,

participative citizen.

In order to make the acquisition of these competermossible for our students, as
teachers we also have to be flexible and creativeddapting our syllabus and materials
design to changing circumstances. These includedl@e of our students as a social
group whose interest can be engaged if our tea@ppgoach presents materials in such
a way as to make them accessible to them, atile#fs¢ initial presentation of the tasks.
We will also need to adapt to our new socio-ecolooaintext which means that, in
state higher education at least, the availablestfucture and staffing will definitively
eliminate the idea of the small tutorial group asitapian concept that was never
achieved; it will be necessary to develop stratetpedeal with a greater teaching load
and larger numbers of students who require feedbhadkassessment while at the same
time retaining quality standards. Some of the psajp and examples above have
attempted to show how these issues may be dedlt @gpecially those concerning self-
and peer-assessment and the use of virtual learmmwyonments to alleviate the

amount of time spent on teacher correction.

Finally, it will also be necessary for us as teashe apply flexibility in our approach to
interpreting and achieving the educational requaets of the EHEA. A step towards
this may be to cease in our attempt to evaluate atbguisition of competences
themselves and to instead set learning goals thiahave expected or desired learning
outcomes which can be described in a syllabus ams$eguently assessed. Many
challenges will face state-run universities in 8paver the next few years and it will
only be possible to meet them by taking a flexibled creative approach to our

teaching.
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Appendix I.
Can you pronounce the following numbers and figuresCan you pronounce the following phrases ard
in English? expressions with numbers in English?
a) 1,255 a) a 10kmrace
b) 1.255 b) a£5note
c) 0.627 ¢) he was born on 25 January 2001
d) 335BC d) The Olympic Games took place in London|in
e) 200 AD 2012
f) the 1900s e) £1.20/kilo
g) 1801 f)  The carpet measures 140cm x 100cm
h) 2+3=5 g) How many wives did Henry VIII have?
i) 209+112=321 h) 66% applicants will be admitted to university
) 2x3=6 i) 8/10 owners said their cats preferred it.
k) 15x42=630 j)  WaveRider hypersonic jet aims to travel |at
) 6+3=2 4,300mph (6,900km/h)
m) % k) 219,000,000 viewers watched the Games|on
n) Y NBC networks
o) 4° [) My mobile number is 635 016 244
p) 7° m) Chelseawon3 -0
q) 12" n) The tennis score is 15-0
r) &n 0) The temperature outside is 0° C
s) $1.18bn (£751.3m)  (etc.) (etc.)
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Appendix 1.

INTERNET QUESTIONNAIRE

To assess your level of addiction to internet, answer the following questions using this scale:
1= Rarely 2 = Occasionally 3 = Frequently 4 = Often 5 = Always

1. Do you find you stay on-line longer than you intended?

. Do you neglect household chores to spend more time on-line?

. How often do you prefer the excitement of the Internet to intimacy with your partner?

. Do you form new relationships with fellow on-line users?

. Do others in your life complain to you about the amount of time you spend on-line?

. Do your studies or your grades suffer because of the amount of time you spend on-line?

. Do you check your e-mail before something else that you need to do?

. Do you become defensive or secretive when anyone asks you what you do on-line?

. Do you block out disturbing thoughts about your life with soothing thoughts of the Internet?
10. Do you find yourself anticipating when you will go on-line again?

11. Do you connect to the internet on your mobile phone in order to feel in touch with the rest of the world?
12. Do you fear that life without the Internet would be boring, empty, and joyless?

13. Do you snap, yell, or become annoyed if someone bothers you while you are on-line?

14. Do you lose sleep due to late-night log-ins or the inability to switch off the computer?

15. Do you feel preoccupied with the Internet when off-line, or fantasize about being on-line?
16. How often do you find yourself saying "just a few more minutes" when on-line?

17. Have you tried to cut down the amount of time you spend on-line and fail?

18. Do you try to hide how long you've been on-line?

19. Do you choose to spend more time on-line over going out with others?

20. Do you have feelings of depression or anxiety when you are off-line, which go away once you are back on-
line?

O 00Nl WN

After you've answered all the questions, add the numbers you selected for each response to obtain a final score.
The higher your score, the greater your level of addiction and the problems your Infernet usage causes. Here's
a general scale to help measure your score:

20 - 49 points: You are an average on-line user. You may surf the Web a bit too long at times, but you have
control over your usage.

50 -79 points: You are experiencing occasional or frequent problems because of the Internet. You should
consider their full impact on your life.

80 - 100 points: Your Internet usage is causing significant problems in your life. You should evaluate the impact
of the Internet on your life and address the problems directly caused by your Internet usage.

After you have identified the category that fits your total score, look back at those questions for which your
scored a 4 or 5. Did you realize this was a significant problem for you?

Appendix IlI.

Black And Purple

© 2008 B. Lawrenson (Brea), B. Turner

He has to stand up and be strong
To show everyone he belongs
She has to fight to live her life
She has to hide her pain inside

And everyone is scared of him
But that's the way that he’s gotta live
Do you think she feels his pain
There’s no justice in this game

And when they fall asleep at night
They know the morning won't be bright
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‘Cause they are living in a hell
Yeah they're trapped inside themselves

But is it worth everything that they said it woudd
Has he become the enemy

Will she ever live in a world of peace

He's gotta wash away the black burdens he feels
She’s gotta cover all the purple scars that sheneah

She makes that girl feel so small

She can’t hear her silent cries at all

And it is wrong to let down their guard
‘Cause in this world you can’t have a heart

His days are long he wants to die

‘Cause he knows that he’s a different guy

When will he take off his mask and leave everythimghe past
Leave it in the past — leave it in the past

(There was a time) Oh life was so much easier thkemow
(A memory left behind) | can’t remember what iflsdl

(I worked so hard)Trying to make everyone look aiprie
But as hard as | try only black and purple bruises
Ache behind my eyes ache behind my eyes

And it wasn’t worth what they said it would be

| became the enemy

Am | gonna live in a world of peace

‘Cause | washed all the black burdens out of mé ¢bme)
Yeah | healed all the purple scars everyone coagd s

| found me
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