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In this chapter, we will explore the benefits of cognitive approaches to lan-
guage teaching and learning in TI programmes. We will first explain the
basic concepts of cognitivism, describe how cognitive approaches are used
in translation and interpreting teaching and then draw conclusions on how
these approaches can also be applied to language teaching and learning for
prospective translators and interpreters and help them to become expert
language users.
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1. Introduction

Language competence is the most fundamental competence for translation and
interpreting (TI) and “the driving force behind all the other competences’,
according to the latest European Master’s in Translation Competence Framework
(2017: 6). Surprisingly, despite this essential role, language competence and its
development have received little attention in translation studies.

Learning a language as a tool for professional language mediation requires
a well-planned and targeted learning process. To this end, we will explore what
cognitive approaches can contribute to TILLT (Translation and Interpreting-
Oriented Language Learning and Teaching) to ensure that the needs of students
in TI programmes are being met.' Cognitive approaches have been successfully

1. The acronym TILLT was introduced by Schmidhofer, Cerezo and Koletnik (2021) to refer to
language teaching in TI programmes with the aim of drawing attention to the specificity of this
language teaching and of promoting it as a field of academic enquiry.
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explored in the teaching of translation {e.g., Seel 2020) and interpreting (e.g., Gile
1995; Kader and Seubert 2015) and seem to be efficient and useful in developing
professional competence in the field of T1. As language training in TI programmes
is meant to prepare students for translation and interpreting, and since teaching
in those areas frequently draws on cognitive approaches, we believe that insights
from cognitive linguistics can also be useful in the area of language teaching in TI
programmes.

Based on an analysis of the TI process (e.g., Nord 2010; Albl-Mikasa 2012),
previous surveys (Schmidhofer, Cerezo and Koletnik 2021), and our own exten-
sive teaching experience in TI programmes, we have identified a series of lin-
guistic needs that need to be met in foreign language training.* Language use of
(future) translators and interpreters needs to be accurate and display contextual
adequacy. Moreover, they must be able to contrast languages at different levels,
develop sensitivity towards the culture-bound nature of language, and acquire
metalinguistic and cultural knowledge. A crucial aspect is that they understand
how language is used to express intentions, implicatures, connotations and similar
and that the means to these ends may differ between different languages due to
different conceptualisations of reality. Furthermore, students must gradually learn
to consider written and oral discourse from the mediator’s perspective, take into
account their embeddedness in the communicative situation of their original pro-
duction and translated reception, detect linguistic and communicative problems,
and develop problem-solving strategies. Another, albeit maybe less obvious, need
is that students develop autonomy as language learners, as contact hours with
teachers are limited and the language level required for successful professional
translation and interpreting is high.

In this contribution, we are going to explore how some of these needs can
be met by including concepts from cognitive linguistics. To this end, we will first
give a short state of the art of TILLT (Section 2), then explore relevant concepts
from cognitive linguistics (Section 3), show how cognitive approaches are used in
TI teaching (Section 4), and, finally, discuss how they can be applied to TILLT
(Section s5).

2. Language teaching in TI programmes: A short state of the art

Amongst scholars who have analysed language teaching in T1 programmes, it has
always been common ground that this language teaching needs to be different

2. In this needs analysis, we are not going to distinguish between oral and written skills or
active and passive languages.
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from language teaching for general purposes (for an overview of the development
of TILLT, cf. Cerezo and Schmidhofer 2021), the main reason being that future
translators and interpreters will use language for purposes of professional medi-
ation and not so much for personal needs (Schmidhofer and Ahmann 2015).
Despite the disparity of topics within TILLT, most authors in the field would
agree on some basic assumptions, i.e., that language is to be regarded and learnt
as a tool for professional use (Angelelli and Degueldre 2002; Schmidhofer and
Ahmann 2015) and, therefore, framed within the area of language for specific
purposes (LPS) (Berenguer 1997; Cerezo 2019; Koletnik 2021, amongst others).
However, as Bernardini (2004) points out, language teaching for translators is “a
non-standard variety of LSP” (2004:103), as language training for translators does
not so much refer to domain-specific communication, but “involves first and fore-
most the development of specific capacities required by the translating process in
its widest sense” (2004:103).

Within TILLT, research efforts have mainly focused on the development of
goals and teaching methodology. Goals {e.g., Berenguer 1996; Schmidhofer and
Ahmann 2015) are usually derived from how T1 students will use language in sub-
sequent TI classes and from the overall goals of TI programmes. They are often
defined in terms of professional translation or interpreting competence, which
will enable students to succeed in the job market. However, language competence
in competence models is usually expressed in very general terms (e.g., European
Master’s in Translation Competence Framework 2017; Hurtado 2017), and these
models provide little help regarding how this competence can be developed effec-
tively.

Proposals regarding teaching methodology are varied. Many of these pro-
posals acknowledge the value of the communicative approach as a basis that
needs to be expanded (e.g., Schmidhofer and Ahmann 2015), whilst others favour
a grammar-based approach (e.g., Gémez-Garcia 2002-2003) or a text-based
methodology (e.g., Méller Runge 2001). Cognitive approaches have only played a
marginal role so far (e.g., Recio 2011, 2021).

3. Relevant concepts from cognitive linguistics

Cognitive linguistics takes the tenets of cognitive psychology as a basis for the
study of language and language learning and approaches language from a holistic
point of view. Contrary to older linguistic theories (such as structuralism and gen-
erativism), cognitive linguistics considers language not as a system of structures,
but rather to be tightly linked to human thinking, and focuses on how the latter
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can be modelled and modified. Due to its close connection with psychology, cog-
nitive linguistics has an interdisciplinary and integrating orientation,

As Cuenca and Hilferty (1999:22-23) highlight, cognitive linguistics is the
result of the convergence of different lines of inquiry, which “parten de unos pos-
tulados comunes sobre el lenguaje y el estudio de las lenguas™? Cognitive linguis-
tics is fundamentally concerned with mental representation and processing. The
most influential theories in cognitive linguistics are prototype theory, metaphor
theory, cognitive semantics, construction grammar (which is related to the work
undertaken by Van Lier 1996 and Vygotsky 1978), grammaticalisation theory, and
cognitive grammar, as described by Langacker {1987, 2000). Cognitive processes
include perception, attention, memory, emotion and reasoning (Garayzabal and
Codesido z015). In the following paragraphs, we briefly describe the concepts
from cognitive linguistics that we consider to be most relevant to TILLT.

Cognitive linguistics provides us with insight into how humans conceptualise
the world through language. In their seminal work titled Metaphors We Live By,
Lakoff and Johnson (1980) show that we unconsciously use a great amount of
conventionalised metaphors in everyday language.* Metaphors help us to con-
ceptualise reality through perception “lo que nos posibilita una percepcion mds
detallada de la mente y su funcionamiento en el proceso de traduccién” (Garcia
2011:27).° Conceptualisation of the world through metaphors can, however, vary
between languages (cf. Torijano and Recio 2019; Jacinto and Schmidhofer 2020).

Zimovets and Komanova (2016; 8) analyse how the world around us is repre-
sented, and state that we perceive it fundamentally in three ways: a) the real image
of the world, b) a cultural or conceptual image of the world, and ¢) a linguistic
image of the world. With regard to the real image of the world around us, this is
the apparently objective perception of it, while the cultural image is the percep-
tion or conception based on the reflection of the real image through the prism of
concepts created on the basis of impressions, both collective and individual. As
for the linguistic image of the world, it reflects reality precisely through the cul-
tural image of the world. Language is usually shaped by the cultural areas in which
it is spoken. Thus, Spanish, for example, has many references and idioms that

3. “are based on common assumptions about language and the study of languages™ (transtation
by the authors).

4- Lakoff and Langacker are considered to be the founding fathers of cognitive linguistics,
thanks to their seminal works Women, Fire, and Dangerous Things (Lakoff 1990) and Foun-
dations of Cognitive Grammar: Theoretical Prerequisites (Langacker 1987} {cf. Cuenca and
Hilferty 1999; Croft and Cruise 2008).

5. “which gives us a more detailed insight into the mind and how it works in the translation
process” {translation by the authors).
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originate in bullfighting or Catholicism due to the strong influence that those have
played and, to some extent, continue to play out in Spanish-speaking countries.
In the domain of religion, an example could be hacer las cosas en un santiamén
(get things done in a jiffy), which evokes the image of someone making the sign
of the cross; in the domain of bullfighting, meanwhile, an example could be dar
una larga cambiada (to delude someone), which describes a bullfighter making a
sudden turn and taking the bull where he wants it to go. According to Zimovets
and Komanova (2016}, when people are asked to name the objects or phenom-
ena around them, it is possible to determine which culture(s) form(s) part of their
lives through analyzing which metaphors they use.

Cognitive grammar became especially well known through the work of
Langacker (2000}, but also through other theorists such as Cuenca and Hilferty
(1999) and Croft and Cruse (2008). According to the latter, cognitive grammar
was born in opposition to, and somehow as an act of rebellion against, generative
linguistics; a similar development had already been observed with generative
grammar, which emerged in opposition to structural grammar.

Cognitive grammar is rather different from structural grammar. One of the
distinctive aspects of cognitive grammar is that the study of language is neither
atomistic nor based on rigid models which may be necessary as basic tools but
which cannot always explain grammatical phenomena in their entirety. Cognitive
grammar rather starts from conceptual structures, from so-called prototypicality,
which, precisely, makes it possible to deal with the fuzzy and more complicated
edges of certain grammatical categories. In cognitive grammar, the traditional
dichotomy between syntax and semantics becomes blurred and language is never
understood as a structural body, but rather always linked to meaning. As
Langacker (2000) points out, the basis of cognitive grammar is fundamentally
semantic; grammatical phenomena are seen as concepts that are processed in the
same way that semantic phenomena are processed (Seel 2020:20). In cognitive
grammar, language processing is seen as an individual process of categorisation
and schematisation, which casts doubt on traditional views on language compre-
hension, production and learning that rely on fixed models. Cuenca and Hilferty
(1999: 65) point out that in order to process what is called the semantic pole, one or
two coherent spheres of knowledge must be activated. These knowledge spheres
are cognitive domains, which reflect the mental structures and representations of
an individual, However, these structures and representations are not fixed and can

6. In cognitive linguistics, grammar s structured in symbolic units that represent the relation-
ship between the semantic pole and the phonological pole of the linguistic sign. The semantic
pole is the semantic load of the meaning of a word. At the base of this view is the classical polar-
ity between the form and the meaning of the linguistic sign.
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be changed. Awareness of this plasticity of the brain could provide us with the
tools with which to intervene within and improve the learning process.

Moreover, cognitive grammar attempts to take into account the insights pro-
vided by neuroscience with regard to the functioning of the brain. If we know
how the brain works, we can follow the routes and pathways of the brain and
use them specifically to forge the foreign language learning process. As already
noted, we believe that successful linking of the disciplines of linguistics and neu-
robiology helps to take into account the neurobiological bases of language. As
Theofanopoulou et al. state, “[i]t is clear that a deeper understanding of the neu-
rological foundations of our language faculty would provide us with a more solid
basis to approach problems such as language acquisition and language evolution”
(2015: 9).

Cognitivist language pedagogy focuses on the learner’s mind and its interac-
tion with the new language. Broadly speaking, language learning is considered
a type of information processing that includes subprocesses such as perception,
recognition, classification, comprehension, retention and automatisation (Roche
2008:21, cf. also Garayzdbal and Codesido 2015). Many cognitivists, such as
Garcia (2011:36), highlight that learning is an active process in which language
acquisition is achieved through language use. In this regard, it should be men-
tioned that language use often takes place in interaction with others, which often
occurs in a social context. This interaction contributes to the modification and
restructuring of existing mental representations through the incorporation of new
knowledge. This view is closely connected with the scaffolding theory developed
by Van Lier {1996), which is based on the tenets of Vygotsky's zone of proximal
development (1978} and is a central element in Kiraly and Signer’s Scaffolded Lan-
guage Emergence approach (2017).

Within cognitive approaches to language learning, we are going to refer to
skill acquisition theory (SAT) because this approach has also been used as a basis
to explain how learning takes place in second language pedagogy and interpreting
pedagogy. SAT, sometimes also called skill learning theory, is a general learning
theory that originates in cognitive psychology (cf. Anderson 1976). It envisages
human learning as driven by a series of general principles that apply to a variety
of cognitive and psychomotor skills including language learning,

SAT is based on the distinction between declarative and procedural knowl-
edge, which can broadly be defined as knowing that and knowing how (DeKeyser
2015:95). Learning occurs in three subsequent stages. The cognitive stage is based
on conscious activity, and the acquired knowledge is generally of a declarative
nature, During the associative stage, declarative knowledge evolves into proce-
dural knowledge, even though the declarative component is not necessarily lost,
Connections between individual elements are strengthened and errors in declar-
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ative knowledge are gradually identified and eliminated. Proceduralisation is usu-
ally achieved through practice, which ideally is deliberate and targeted. In the
autonomous stage, execution becomes automatic and effortless, which translates
into a smaller demand on working memory, and performance becomes increas-
ingly fine-tuned. SAT assumes that procedural knowledge is skill-specific and
does not necessarily transfer to other skills; hence skills are not necessarily trans-
ferred between receptive and productive langnage skills (Ellis 2015: 192).
Cognitive approaches to language pedagogy provide a theoretical basis for
conscious management of the language learning process. In this context, an
important aspect is that learners discover how they learn best in order to organise
their learning process accordingly. To find out how successful learners approach
language learning, interest in language learning strategies started to emerge in
the 1970s. This field of inquiry was particularly productive towards the end of
the last century and the beginning of the new one (e.g., O'Malley and Chamot
1990; Oxford 1990; Cohen and Macaro 2007; Griffiths 2008), but seems to have
slowed down over the past decade. Based on field research with language learners,
various taxonomies of learning strategies have been developed (cf. the SILL in
Oxford 1990; the classification in O’Malley and Chamot 1990: 42-54).” Oxford’s
taxonomy (1990) includes six categories, namely memory strategies, cognitive
strategies, compensation strategies, metacognitive strategies, affective strategies,
and social strategies. However, the classification of language learning strategies
remains a controversial issue, which affects not only the placement of individual
strategies in groups, but also the delimitation and definition of the groups them-
selves. As a result of literature analysis on the SILL as well the author’s own rea-
soning, Griffiths (2013: 42-44) argues that these categories can be reduced to two
large categories, namely cognitive strategies and metacognitive strategies. Accord-
ing to Griffiths, cognitive strategies include activities “which directly process the
material to be learnt”, and memory, which includes “activities aimed at remember-
ing the target material” (2013: 43), while metacognitive strategies comprise activ-
ities “which involve controlling/managing/regulating the learning process” and
include also the affective dimension (“controlling feelings or emotions”) and the
social dimension (“managing interaction with others”). The regrouping and the
relabelling of the six SILL categories point to the fact that, as Griffiths highlights,
“by far the majority of language learning strategies are essentially cognitive in
their nature” (2013: 49). What is more, their cognitive nature is proven by the fact
that some researchers in language learning strategies refer to the same principles
from cognitive psychology as those of SAT (e.g., O'Malley and Chamot 1990).

7- SILL: Strategy inventory for language learning,
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4. Cognitive approaches in TI training

4.1 Cognitive approaches in translator training

As opposed to research into interpreting and, hence, to interpreting teaching (cf.
section 3.2), which has strongly focused on cognitive processes since its begin-
ning, for many years the main focus in translation research and also translator and
interpreter training was on the relationship between the source and the target lan-
guage (e.g., comparative stylistics by Vinay and Darbelnet 1958), texts (e.g., Reiss
1971), and the concept of equivalence (e.g., Koller 1979).

However, when interest in the translation process, and thus, the person per-
forming it (the translator) began to increase, researchers started to focus on what
translators should and can do (Hurtado 2017) and the mental processes that
occur in the translator’s mind. While early studies applied elicitation methods
like thinking-aloud-protocols (TAPs), nowadays, access to the black box is mainly
gained through technologies like eye tracking and keystroke logging (for an
overview, see Gopferich 2008 and Jakobsen 2017). In translation teaching, dif-
ferent procedures have been used to grant teachers access to students’ thoughts,
the most common being TAPs (Kussmaul 1995) and translational commentaries
(Garcia 2008).

Besides research into thought processes, translation teaching has also taken
advantage of cognitive grammar to promote the cultural competence of transla-
tion students. Seel (2020) relates cognitive grammar to the functional theory of
translation as developed by Reiss and Vermeer (1991) and by Nord (1993) and
shows how cognitive grammar can be used to unveil “the opacity and the culture-
boundedness of PUs (phraseological units)” (2020:17). He uses cognitive gram-
mar to analyse the conceptual contents of phraseological units by determining
the associated domain and its focus, a task that can only be carried out if the
learner possesses culture-specific background knowledge. In his analysis, Seel
shows how cognitive grammar can provide conceptual apparatus for understand-
ing such opaque elements and help to direct learners’ attention towards the con-
cepts behind words. Through the analysis of culture-bound elements of language,
learners improve their cultural competence and (through the translation of these)
also their cross-cultural competence and, as a result, their overall translation com-
petence,

Omar (2020) makes use of cognitive linguistics to explain the translator’s
behaviour and choices. He contends that a translator’s knowledge and their cog-
nitive abilities and experiences determine what meaning the translator assigns to
words and, therefore, the understanding of the source text and the production of
the target text, According to Omar, translation is thus “the product of the experi-
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ences in the real world” (2020: 47). As a consequence, in his translation teaching,
which he calls cognitive, he promotes a teaching model that focuses primarily on
the process and the cognitive operations involved therein.

4.2 Cognitive approaches in interpreter training

Since the early days of interpreting research, the cognitive dimension of the inter-
preting process has been central to the discipline. Particularly in the field of
simultaneous interpreting, research into the cognitive dimension has rendered
groundbreaking insights into aspects such as information processing during inter-
preting (to name but a few, Seleskovitch 1968; Seleskovitch and Lederer 1984;
Chernov 1994; Moser-Mercer 1997, 2002), cognitive processing capacity (Gile
1985, 1995), cognitive load (Seeber 2011), and strategies of text comprehension and
production (Kalina 1998). During the past years, the study of cognitive processing
has been broadened by integrating a neurolinguistic perspective with the help of
technologies like brain imaging and eye tracking (e.g., Hervais-Adelman, Moser-
Mercer, Michel and Golestani 2015; Chen, Kruger and Doherty 2020).

The strong cognitive orientation of (early) interpreting research has also
informed interpreter training, wherein models and insights from research are
used to make students aware of the mental processes being performed during
interpreting and to enable them to use different strategies to cope with difficult
situations. We briefly describe some insights from research, many of which were
provided by active interpreter trainers and have had an impact on interpreter
training,

Practical interpreter training should provide students with tools for analysis
of their own performance and possible reasons for errors; however, these tools
need to be easy to understand and handle. This is the reason as to why Gile’s effort
models (1995) have become a frequent tool in error analysis, as their simple struc-
ture allows students and trainers to detect possible causes of errors or poor per-
formance. According to Gile, interpreting “requires some sort of mental ‘energy’
that is only available in limited supply”, and “sometimes requires more than is
available, at which times performance deteriorates” (Gile 1995: 161). According to
Chabasse and Dingfelder Stone (2015:76), “[m]odels can help beginners visualise
and ultimately understand the individual components of the interpreting process,
thus allowing them to isolate particular aspects and work towards their automa-
tisation, an important step for proficiency in interpreting” This last point also
helps students to understand the importance of practice, since through automati-
sation, effort can be lowered and mental resources can be freed (cf. the tenets of
SAT explained above). Practice, particularly deliberate practice, will help students
to develop expertise, which should ideally be what Moser-Mercer (2008: 9) calls
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adaptive expertise (as opposed to routine expertise) and which enables learners
to “efficiently apply basic domain knowledge and to develop innovation skills that
will help them solve routine problems as well as identify new problems’”.

A second area of interest for interpreter training is the use of cognitive strate-
gies, which can help to deal with difficult situations and lower the effort required
from the interpreter. Kader and Seubert (2015) distinguish between macro-
strategies (planning, expectations, inferencing and monitoring) and microstrate-
gies (like chunking, paraphrasing, generalising and prioritising, among many
others), among which, especially the latter are, in our view, basically cognitive
operations. According to Kader and Seubert, in the learning context, not only
can strategies be used for diagnosing errors, “students are [also] handed a tool
through which they can purposefully and gradually improve their interpreting
skills according to their learning level, by consistently finding or being made
aware of strategy-based problem-solving approaches” (2015: 140).

5. How TILLT can benefit from cognitive research

In this section, we are going to describe how the language learning process in
TILLT can be shaped on the basis of the concepts from cogpnitive linguistics and
cognitive language pedagogy as described in Section 3.

At a general level, cognitive linguistics can provide information to teachers
and, in particular, to learners relating to how learning works at the cognitive level.
Understanding the general mechanisms in the brain, particularly those involved
in (language) learning, can help them to develop awareness of their language
learning process and offer possibilities to intervene actively in this process and
make it more efficient. This includes an understanding of how new knowledge
is integrated into already-existing networks and mental representations and how
these are constantly restructured and modified through learning, which can be
achieved through analysis and self-observation.

A theoretical model such as SAT can help students to understand the process-
ing of information, the different types of knowledge, and the role of practice. It
can help learners to develop awareness of the process because they can see how
a language structure that might require a large amount of attention and mental
resources at the beginning is used gradually more smoothly and automatically,
and that rules might be forgotten when use is fully automated. Moreover, this
understanding will motivate them to engage in practice, as they can observe the
positive effects that practice has upon their accuracy and fluency. Learners might
then be more open to different formats of targeted and deliberate practice pro-
vided by teachers, as it might be easier for them to see the purpose of these activ-
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ities. We must not forget that most of our learners are motivated young adults
who have chosen languages as their main working tool; developing ways in which
they can hone this tool is an important step for them to become (teacher-) inde-
pendent learners and develop important skills for engaging in lifelong (language)
learning. A further benefit of using SAT to organise teaching and explain learning
at a cognitive level is that the principles of SAT are often implicitly or explicitly
applied in interpreter training.” Being familiar with these principles can help stu-
dents to then understand the whys and hows of activities and procedures used in
these classes.

Besides an understanding of the general principles of learning, being familiar
with different learning strategies can guide learners to find out what works for
them individually. It can thus be useful to provide them with an overview of learn-
ing strategies and have them observe which ones they prefer and encourage them
to try out different ones. This will help them to begin to know themselves as learn-
ers and gradually become independent, efficient and expert language learners
who will hopefully later become expert language users (as required in language-
related professions such as translation and interpreting). According to Ericsson,
Krampe and Tesch-Romer (1993: 400), the differences between average adults and
expert performers “reflect a life-long period of deliberate effort to improve per-
formance in a specific domain”. The judicious application of language learning
strategies constitutes such a form of deliberate practice that can enable students
to obtain the expertise that the profession will require of them. In this context,
moreover, it is useful to provide information on TI profession(s) and the related
linguistic requirements, as this will help them to understand their needs and the
requirements that they are expected to bring to T1 classes.

While cognitive strategies (cf. the aforementioned classification by Griffiths)
can assist them in improving their interaction with languages and materials,
metacognitive strategies contribute to achieving long-term goals, as they can help
students to become autonomous learners (cf. the principles of the EHEA in “The
Bologna Process 2020” 2009). This is particularly important for TILLT because
in-class hours are very far from being sufficient to reach the required language
level for T1. In this context, it might be useful to provide students with an intro-
duction to the metacognitive aspects of learning and/or provide activities and
coaching for them. As most students come directly from schools where almost
everything is set out for them by their teachers, they might feel overwhelmed by

8. SAT is often quoted as the theoretical basis for the widespread classroom model of PPP
{presentation-practice-production), which starts with an explicit explanation of a language
structure, which is subsequently practised in carefully designed activities and, finally, in a com-
municative situation (Ellis 2015:244).
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the demand of suddenly being responsible and independent learners (as gener-
ally imposed by universities). In this regard, one of the most important strategies
is that of integrating language practice into everyday life and striving to convert
every situation in which the foreign language is present into a learning opportu-
nity, Languages and language learning will accompany them professionally and
personally for their whole life if they finally work in one of the professions for
which they are trained in T1 degrees. Constant contact with the target language
will not only enable them to automatise language skills and gain fluency, but also
provide opportunities for reflection on the language and its evolution and on their
own performance as professional language users.

Cognitive grammar has not yet received much attention in translation and
language pedagogy, even though it offers, thanks to its interdisciplinary origin, a
holistic view on language and a possibility for integrative teaching and learning
{cf. the use of cognitive grammar in TILLT in Recio 201, 2021). Cognitive gram-
mar is mainly conducive to improving comprehension processes, as these cru-
cially depend on learners’ existing mental representations. Cognitive grammar
can draw attention to how new information interacts with existing representa-
tions, and how the latter intervene in the comprehension processes of discourse,
even though the reader is mostly unaware of it, and thus promote an optimal bal-
ance between top-down and bottom-up processes. Such awareness is especially
relevant in the case of culture-related concepts, as Seel (2020) shows in his con-
tribution on the comprehension of phraseological units. What is more, such
detailed and self-observant understanding is important for translation classes and
can help to promote a process-oriented translation pedagogy. In the translation
process, cognitive grammar provides the translation student with the tools with
which to solve comprehension problems and categorise different elements of lan-
guage correctly. This is especially important in the case of polysemic lexical units,
which, depending on the meaning, may even belong to different grammatical cat-
egories.’

Awareness of the culture-bound nature of language can also be raised by
drawing attention to the immense number of metaphors that are used in daily
life and often differ considerably between different languages. For this purpose,
metaphor research can make learners aware of the cultural influence on language
and of the importance of knowing not only a language but also the culture(s) asso-
ciated therewith. This can promote heightened awareness of and interest in the
cultures of target languages and the motivation behind spending time abroad. On

9. Cf. for example, the different use of the German schon as an adverb in Er kommt schon
heute (He is already coming today) and as a modal particle in Das wirst du schon schaffen! (1
am sure you will be fine!).
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a more practical level, it will contribute to a fuller understanding of texts by being
able to examine texts through the cultural prism of native speakers and under-
stand conceptualisations and references that might not be obvious at first sight.
Furthermore, it can induce learners to analyse their own culture-bound interpre-
tative schemata that might otherwise be applied unconsciously.

6. Conclusion

In this chapter, we have explored the possible benefits of integrating insights from
cognitive linguistics into TILLT. We brought together principles of cognitive lin-
guistics, aspects of cognitive approaches to language learning, and the teaching
of translation and interpreting. On this basis, we have identified and described
some areas in which TILLT can benefit from a cognitive perspective on language
and learning, such as raising awareness of the culture-bound nature of language,
understanding learning processes from a holistic perspective and how to optimize
them, and providing tools for promoting learner autonomy. Each of these areas
would merit more in-depth research in the area of TILLT, which, in turn, would
also contribute to transforming TILLT into an area of truly interdisciplinary
research.
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