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intelligence and the aspirations necessary for the advance; and for stability
and consistency in holding the gains. Education must take a pace set, not by
itself, but by social progress. (Bobbit 1971:iii)

This exploratory volume contributes to the theoretical discussion of curricu-
lum and assessment in interpreter education programs, an area that is under-
researched and under-studied. In this book, I view expertise, or interpretation
competence, as an outcome of curriculum design and implementation and re-
view procedures used to assess these outcomes. I adopt a holistic approach by
focusing on a description of general curriculum frameworks and the processes
and environments that contribute to learning. While the theoretical and empir-
ical portions of this study are scientific in nature, other sections, in particular
the introduction, the suggestions for enhancing curriculum, and the outlook,
reflect my personal viewpoint on the need to improve interpreter education
and steps that can be taken. My intention is not to be prescriptive but rather to
stimulate debate.

While the body of literature on language interpreting has been growing
rapidly for several decades, readers of this research are sometimes asked to
take a leap of faith when the conclusions of scientific and humanistic thinking
are discussed in the context of interpretation pedagogy. There is general
agreement in the community of researchers that the field of Interpreting
Studies (IS) is by definition interdisciplinary. Nevertheless, little work has
been done to relate literature from the fields of education to the pedagogy
of interpreting. The purpose of this volume is to help interpreter educators,
program administrators, industry professionals, students, and alumni involved
in interpreter training and testing take a step forward. A leap of faith becomes
a manageable step when goals are explicit, clear links between theory and
practice are forged, and descriptions of how to apply theory and research in
the classroom are provided. I hope that I have been successful in the initial
effort that this book represents.
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CHAPTER 1

Introduction

Any inherited system, good for its time, when held to after its day, hampers
social progress. It is not enough that the system, fundamentally unchanged in
plan and purpose, be improved in details. (Bobbit 1971:iii)

As the world grows smaller and its inhabitants communicate increasingly with
one another, it becomes ever more vital that the barriers of language and
culture be overcome to promote and safeguard the interests of individuals,
public institutions, and private organizations on all levels — from the local
community to international organizations. To ensure that these barriers are
eliminated, the services of professionals who are trained to mediate between
languages and cultures are required. It is therefore no surprise that interpreter
education, which was institutionalized in Europe after the Second World War
(Bowen 1995:252), grew in volume and economic importance significantly
during the latter half of the twentieth century (Snell-Hornby 1998a:32). By
one account, the number of university-level institutions offering degrees or
diplomas in translation or interpretation rose from 49 to 80 between 1960
and 1980, and had reached a total of more than 250 by 1994 (Caminade &
Pym 1998:283). A more recent estimate cites 300 as a figure, depending on the
criteria used to define a program (Pym 1998:34).

Despite the globalization of this day and age, professional language me-
diators — interpreters and translators — are educated in institutional settings
that are shaped by highly specific political, cultural, legislative, and market-
specific constellations in their country and region of the world (Snell-Hornby
1998a:32). In addition, the environment in which the official curriculum is
implemented is shaped by many entities, including public institutions, poli-
cymakers, ministries, donors, the media, the private sector, and direct partici-
pants, i.e., instructors, students, and alumni (Freihoff 1995:150). As a result, a
wide variety of curriculum models have emerged, and they differ substantially
from one another, even within Western Europe (Caminade & Pym 1998:282).
A discussion of curricular diversity has been neglected to date in the scientific
literature and in the community of translation and interpretation schools (Pym
1998:35).
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A major hurdle in the area of curriculum research is the lack of reliable
sources (Pym 1998:34), i.e., both internal and external curriculum documents.
Collecting such documents from a range of schools of translation and inter-
pretation is a daunting task, as these documents, particularly those on course
sequencing, may not be available from a central administrative office on the
school level. Rather, they are often developed and circulated within individual
programs or departments. Learning objectives may also differ among language
combinations, making in-depth comparisons among schools more problem-
atic. When internal documents are readily available to the public, as in the
CIUTI' handbook, they are often limited to an objectified, terse description
that provides little information as to how the curriculum is implemented and
how it is subjectively experienced. In this respect, Freihoff ventures to state
that the hidden curriculum, i.e., the curriculum that exists in the minds of the
participants, is the only curriculum with practical impact (1995:152). Hence,
there is not only a lack of data on curriculum models; there is lack of clarity on
what constitutes reliable data and how these data can be obtained.

Moreover, although the momentum driving interpreter education has
gathered force, interpretation pedagogy has led an existence in the shadows
of academe since its inception (see Snell-Hornby 1998a:32). From the van-
tage point of the language professional, this lack of academic status and its
persistence is surprising. Change is underway, however, as the language in-
dustry undergoes increasing consolidation and professionalization, marked
by surging revenues and attractive employment opportunities for multilin-
gual communication specialists (Wood 1998). Most notable in this context is
the emergence of finer distinctions according to expertise in subdomains, re-
lated professional qualifications, e.g., advanced degrees and certification, the
growing movement toward standardization,? and calls from industry to define
quality and to conduct valid and reliable assessment.

After the Second World War, much time and effort was spent on height-
ening the profile of the professional conference interpreter to improve and
maintain adequate working conditions and levels of remuneration. These ef-
forts have been successful, thanks to the work of professional associations, such
as the International Association of Conference Interpreters (AIIC) and The
American Association of Language Specialists (TAALS). These organizations
continue to work persistently for the profession, as is reflected in the move-
ment towards formal recognition of conference interpretation as a profession
through an international convention, and formal recognition of translation
and interpretation as professions by the United States Immigration and Nat-
uralization Service.
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An objective of defining conference interpretation as a profession is to dis-
tinguish it from other related activities, more often than not multilingual in
nature.’ The distinction between interpretation and other multilingual activ-
ities is reflected in the pedagogy of interpretation, which has separated itself
from the field of foreign language teaching (Arjona 1984a:3—4), particularly in
Europe. This distinction has also been vital from the viewpoint of pedagogy, as
language is a means to an end in translator and interpreter education and the
profession. In other words, language competence is a foundation upon which
language transfer skills are built, rather than a goal of study, as in language and
literature programs (Snell-Hornby 1998a: 33; Honig 1995a).

Nevertheless, leaving the assumption unquestioned that teaching interpre-
tation is an activity fundamentally different from teaching foreign languages,
interpreter trainers have been perhaps too quick to dismiss the gains made in
the fields of second language teaching and in particular language testing as
irrelevant to interpreter education. There have been some exceptions, how-
ever. Arjona (1984a, 1984b), for example, rejects any affiliation with foreign
language teaching yet adopts many of its testing and measurement concepts.
More recently, Hatim and Mason have called for a more solid pedagogical
foundation in translator and interpreter education, as well as the improvement
of assessment methods (1997). Similarly, Kiraly has developed an approach
to translation pedagogy based upon constructivist principles of learning and
instruction (2000, 1997a, 1997b, 1995, n.d.). Kiraly’s work in the area of trans-
lation attests in particular to the fact that these fields have emerged as highly
productive, sophisticated areas of scholarly inquiry and research over the years.
Yet despite this initial movement towards leveraging educational theory for
translation and interpretation pedagogy, many interpreter educators remain
skeptical that there is much to be learned from colleagues across the academic
hallway. This stance is puzzling at best, as researchers in Interpreting Stud-
ies (IS) have long recognized the need for interdisciplinary approaches and
have drawn on fields such as cognitive psychology, information processing, and
psycho- and sociolinguistics.

1. Challenges facing interpreter education

The need for curricular enhancement in interpreter education emerges from
current and future challenges facing these educational programs. To ensure
that the demand for well-qualified applied linguists is met and that graduates
thrive in the professional world, interpreter educators must address multiple
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constraints, some of which have been recognized in interpreter training for

many years. They include:

a.

The adaptation of training to the workplace, which is reflected in special-
ization according to service sector (often a function of language combina-
tion), e.g., public/governmental, private, entertainment, legal, health-care,
and social services, and the ability to work with complex subject matter in
a wide variety of domains, e.g., political, scientific and technical, economic
and financial (Snell-Hornby 1998a:32-33)

The economical use of resources, including instructors, equipment and
materials, as well as time

The training of the interpreter as intercultural consultant (Bowen & Bowen
1987b)

Training in the use of information technology for subject preparation
before, during and after assignments (Gile 1995a)

This set of exigencies has been complemented by an additional set of con-

straints in recent years (see Setton 1999: 283), which place a severe strain on

program resources. These challenges include:

a.

The reduction in length of training periods, resulting in the need to
streamline

A rise in quality requirements in all sectors of the language interpreting
industry

An increase in the technicality and specialization of subject matter

The erosion of working conditions (length of day, number of interpreters)
Fast and/or recited discourse, together with larger numbers of speakers
with little or no training in public speaking

The concurrent specialization in subdomains of interpreting

A rise in demand for training in less commonly spoken languages, i.e.,
emerging conference languages

The changing role of technology, with hybrid forms of translation and
interpretation gaining ground (videoconferencing, voice recognition soft-
ware, use of superscript, news broadcast interpreting, voice-over-IP [inter-
net protocol]; written text to voice)

In addressing such challenges, decision-makers must consider issues of pro-
gram resources, efficiency, and waste. We must ask ourselves how much we
need to know about how well programs function and the nature of learning to
make principled decisions and arrive at sound conclusions on multiple issues,
beginning with appropriate levels of program intake, attrition, and graduation
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rates. For example, may we assume that high intake is required to graduate
even a low number of competent interpreters? Or should a program pursue an
alternative strategy of low intake and proportionally high output? How should
we arrive at appropriate conclusions in addressing these challenges? May we as-
sume that they are program- and field-specific and that only translation and in-
terpreting professionals can provide appropriate guidance? What contributions
can specialists from other fields of education make? While decision-making in
educational contexts is necessarily dictated by economic realities, curriculum
and assessment decisions that have no solid theoretical foundation may jeop-
ardize the long-term health of a program. It seems reasonable to propose that
those educational disciplines that have strong, long-standing theoretical and
methodological traditions should be explored.

In addressing the challenges such as those outlined above, interpreter edu-
cators inevitably grapple with three areas, which are linked. (1) Curricula must
be designed for new programs. Concurrently, curricula in existing interpreter
education programs must be constantly updated. (2) Student performance
must be assessed appropriately, meaningfully, and usefully at all stages of the
curriculum. (3) Academic environments and instructional settings must be
optimized through efficient syllabus design and lesson planning, the use of
cutting-edge teaching methodology, innovative technology, proven classroom
management techniques, and other pedagogically sound practices. Taken to-
gether, these measures enable the learner to develop expertise more rapidly
and efficiently to the skill levels required at the top of the language industry.

Given the central role of curriculum design, implementation, evaluation,
and assessment, we should reflect carefully as to whether curriculum and
assessment theory have the potential to assist in making significant strides
in interpreter education. A central premise of this book is that they can;
interpreter educators cannot afford to ignore the theoretical foundations and
methodologies offered by these disciplines, if schools and programs are to rise
successfully to the challenges facing them.

2. The integrative role of assessment

High quality education is based upon sound assessment. In effective instruc-
tional programs, assessment provides convincing evidence to the participants
that the curriculum goals and objectives are being met. The importance of ap-
propriate, useful, and meaningful assessment practices has been recognized in
the measurement community for over a half century. As Tyler comments in
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1951, educational measurement is not “a process quite apart from instruction,
but an integral part of it” (47).

Over time, views on the role of assessment in instruction have broadened,
as the fields of measurement theory, assessment theory, and language testing
have evolved both in theory and practice. Gipps, for example, describes a
transition “from psychometrics to a broader model of educational assessment”
(1994:1). In her development of a comprehensive assessment theory, she
stresses a shift “from a testing and examination culture to an assessment
culture” (1). In this broader context, educators “have a better understanding of
the design, functioning, impact, as well as inappropriate uses, of assessment”
(2). As a result, they are in a better position to “understand, explain and
predict” student performance (2).

Given this comprehensive role, the ramifications of assessment and testing
are far-reaching and have an impact on many different areas of education.
In identifying salient trends in the field of educational measurement, Linn
(1989a:2-9) lists areas that are also influential in translator and interpreter
education. They include technological developments, in particular the use
of computers in testing; the demands and expectations of testing, including
accountability and instructional use; and social and legal issues in testing,
such as bias in test use and test score interpretation, professional standards,
litigation, and legislation. The importance of these areas will continue to grow.

In their landmark text, Glaser and Nitko (1971:625) note that “testing
and measurement represent one of the critical components of the educational
environment — they provide the essential information for the development,
operation, and evaluation of this enterprise” The links between curriculum and
assessment implied in this quotation are shown in Figure 1.1. The aims and
goals of the curriculum determine the design of the curriculum, which in
turn creates a framework for the implementation of the curriculum. Through
assessment and evaluation within this theoretical and practical framework,
determinations are made as to the degree of success of the curriculum. At the
same time, it is only through the implementation of the curriculum that its
aims and goals can be reached. The outcomes of assessment and evaluation
also aid in improving curriculum design.

Assessment and testing therefore have a pervasive role in educational en-
terprises; assessment has an integrative function. Strengthening the linkages
between curriculum and assessment, which are depicted in Figure 1.1, there-
fore improves the quality of the educational program. Indeed, a primary means
to enhance the efficiency and usefulness of the curriculum is through greater
integration of the processes of curriculum design, implementation, evaluation,
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Aims and goals
of the curriculum

Curriculum design Assessment and evaluation

Curriculum implementation

Figure 1.1. Relationships between curriculum and assessment

and assessment by ensuring that the results of these processes feed back into
one another.

Therefore, the importance of valid and reliable forms of assessment tran-
scends the learner, as crucial as validity and reliability are for a student in an
educational program. Reaching far beyond individual decisions concerning
program entry, degree-track selection, and degree conferral, assessment pro-
vides invaluable feedback on learning and instruction for an entire program of
study and serves as a basis for its evaluation — without valid and reliable assess-
ment, the success of a program cannot be gauged accurately. Hence, valid and
reliable forms of assessment inform the process of curriculum design and im-
plementation, which is, as Roy states in her remarks on interpreter education,
“the hallmark of professional training. Without it, you have guesswork, choices
of tradition, and sometimes chaos. With it, you have a higher probability of
successful education and training” (1984:36).

Nevertheless, assessment practices cannot provide guidance in the design
and implementation of the curriculum if the purpose of the instructional
program — its aims and goals — has not been clearly defined. Glaser and Nitko
(1971:632) note:

In an educational system, the specification and measurement of the outcomes
of learning in terms of observable human performance determine how the
system operates. Vague statements of the desired educational outcomes leave



Chapter 1

little concrete information about what the teacher and the student are to look
for and what the designers of the system are to strive to attain.
(Glaser & Nitko 1971:32)

Therefore, the aims and goals of the curriculum need to be developed and
documented explicitly. Greater clarity about the purposes and uses of the
various forms of assessment outcomes also needs to be gained.

In this regard, Gipps (1994:3) asks two questions that relate the role of
assessment to the program of instruction and its curriculum: “what is the
assessment for?” and “what kind of learning do we wish to achieve” These
questions are not to be answered definitively; rather, the curriculum partic-
ipants should revisit them regularly to call to mind the aims of instruction.
Responses to these questions serve as constant reminders of the nature in which
we wish the official curriculum to manifest itself in its multifaceted forms. The
ensuing hidden curriculum is therefore shaped by educational philosophy; it
is a statement of the underlying rationale for a course of study, thus deter-
mining how interpreter educators and their students define themselves in the
classroom and in the field. Given the vital role of assessment, it is therefore not
surprising that its neglect has consequences for educational programs: a lack
of clarity as to whether educational goals are being met masks the degree of
success or failure of a program.

Concerns about the inadequacy of assessment practices are voiced repeat-
edly in the professional community and in Translation and Interpreting Studies
literature. While the body of literature dedicated to the evaluation of quality in
translation and interpreting has been growing (Lee-Jahnke 2001b), we must
also ask ourselves whether educational practice is keeping abreast of theoreti-
cal developments. It is insufficient, for example, to simply hand a student a text,
as is sometimes still done in diagnostic testing, and ask him or her to translate
it, without much thought given to text selection, criteria for performance as-
sessment and use of the test results. In interpretation, it is reprehensible that
inconsistencies in examination procedures create an uneven playing field for
examinees and that a lack of clear assessment criteria allows strong-minded
individuals to sway jury votes. Such situations contribute to the “unease felt
by many at the unsystematic, hit-and-miss methods of performance evalua-
tion which, it is assumed, are still in operation in many institutions” (Hatim &
Mason 1997:198).

The challenges of assessment are therefore very real to instructors and
students, who are both extremely interested in improving assessment practices.
Instructors in particular want to know whether theoretical constructs are useful
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and specifically how theory can be applied in the classroom and the field. Given
the multiple demands on the time and resources of instructors and students,
the utility and practicability of theory must be evident. This book is intended
to be a contribution to this discussion.

3. The objectives of this book

The primary objective of this book is to explore the potential contributions of
the fields of curriculum and assessment (language testing) for improving in-
terpreter education. This objective is concurrent with the aims of Interpreting
Studies, which have been (re-)stated by Pochhacker and Shlesinger (2002:3-
4) and described in relation to the parent discipline of Translation Studies
(Holmes [1972]/1988). In this sense, the book’s objective is to describe aspects
of interpreting in the context of pedagogy and to establish general explana-
tory and predictive principles in interpreter education. This primary objective
is supported through a series of broad and narrow objectives.

The broad objectives are general in nature. The intention is to provide
a philosophical discussion of educational principles underlying interpreter
education to serve as food for thought in deliberations about the nature of
curriculum and the role of assessment in schools and programs. An overview
of the Interpreting Studies literature on curriculum and assessment places this
discussion in the context of education and training. An outline of current
thinking with regard to curriculum definitions, foundations, and guidelines
suggests a framework based upon scientific and humanistic approaches —
curriculum as process and as interaction. Similarly, in the area of assessment,
fundamental concepts from the field of language testing are introduced and
related to interpreting, and means of integrating valid and reliable assessment
into the curriculum are explored. To take the general discussion one step
further, an enhanced curriculum is presented as a practical model reflecting the
theoretical discussion that precedes it. It is the hope that the proposed model
can serve as a basis for further discussion.

The narrow objectives are scientific in nature and are pursued primarily
in a case study, through which fundamental aspects of curriculum and as-
sessment are explored in the context of a specific program. The case study
provides a close examination of different, yet related, aspects of curriculum im-
plementation and assessment procedures in the Graduate School of Translation
and Interpretation (GSTI) of the Monterey Institute of International Studies
(MIIS). In this sense, the case study is intended to be a practical example of
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program concerns that can be explored through the fields of curriculum and
assessment. In addition to the overarching research questions presented in the
introduction to the case study, specific hypotheses and research questions are
stated in the introductory sections of each part of the study. The case study
provides sample data on pass/fail rates in degree examinations, information
on exam parameters (test method facets) and scoring criteria, as well as text
selection.

The case study does not aspire to be a comprehensive evaluation of the
curriculum in the GSTI, nor does it aspire to be a study of the validity and
reliability of the Professional Examinations in the GSTI. It merely explores the
possibility that the fields of curriculum and assessment provide descriptive
tools that are useful in interpreter education and looks at the fundamental
relationship between translation instruction and interpretation competence in
a specific curriculum model (Part I). When it becomes evident that no firm
conclusions can be drawn, a further analysis of aspects of the Professional
Examinations is conducted to see why this may be the case (Parts II and
III). Towards the end of this exploratory, iterative process, the conclusion is
reached that test validation is relevant for interpreter education programs and
greater awareness of the need for validity and reliability should be cultivated.
Research programs with program evaluation and test validation as objectives
are a separate enterprise and a logical next step.

These theoretical underpinnings are of interest mainly to scholars of
Interpreting and, it is hoped, Translation Studies. Nevertheless, this book
aims to provide an accessible and informative discussion that will be of equal
interest to interpretation and translation instructors, program administrators,
and language industry professionals who must grapple with the practical side
of curriculum design and the logistics of teaching and testing. At the same
time, this discussion also presents a new area of application for curriculum
and language testing specialists.

4. Methodological considerations

It is widely recognized that the field of Interpreting Studies is by definition
interdisciplinary and borrows methodologies from related fields in pursuing
its objects of research and discussion. As a result, the methodologies adopted
by researchers in Interpreting Studies have been diverse and multifaceted,
and a wide range of methodological possibilities is available, which can result
in a high degree of complexity in discussions in the field. The following
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outline provides background information concerning the rationale for the
approaches adopted in this book. Methodological considerations voiced in the
Interpreting Studies community are first highlighted and then set in relation
to considerations prevalent in the educational community. This discussion is
intended to provide general orientation for the chapters on curriculum and
assessment and the case study that follows them.

As a young, independent academic discipline, Interpreting Studies must
identify its objects of study and develop a rationale for doing so internally.
It must also relate its research to the fields that it draws upon to inform its
discussion — in this particular instance, the literature and thinking, theoretical
constructs, and methodologies from the fields of curriculum theory and
assessment (language testing). There does not seem to be a clear consensus on
the principles and hierarchical relationships governing interdisciplinary work
of this nature. Nor is a consensus required, although greater clarity would be
useful, particularly if Interpreting Studies is (1) to evolve autonomously (a
general purpose) and (2) focus on questions that educators and practitioners
believe need to be addressed (as in this study). Despite this situation, a
consensus does seem to be evolving in the yet small community of Interpreting
Studies researchers who have been contributing research in this area roughly
since the 1960’s. It would be that interpreting is a complex cognitive activity
that occurs in social situations — a real-world phenomenon requiring, at its
higher levels, considerable linguistic (hence mental) dexterity.

Given the complexity of the phenomenon of interpreting itself, the
methodological turmoil of the 1980’s and 1990’s is not surprising. Interpret-
ing Studies was establishing itself as a discipline in its own right, and much
writing on research methodology centers around two related concerns: (1) the
development of interdisciplinary research models, and (2) the lack of sufficient
samples of data.* A casual reader of the Interpreting Studies literature could, for
example, identify two major research paradigms — one seemingly pitted against
the other. The first has been defined broadly as a school of researchers drawing
on concepts in cognitive science and linguistics (Setton 1999:3). This strand
was presumably the ‘empirical research’ group that has also been described as
the “natural science community” (Moser-Mercer 1994b: 17), although the lat-
ter term may also be a misnomer intended to denote the ‘hard sciences.” The
second paradigm consisted of researchers who wish to provide a “more uni-
fied and holistic account” (Setton 1999:3); they have also been described as
the “liberal arts community” (Moser-Mercer 1994b:17) and tended to group
themselves around the Interpretive Theory of Seleskovitch (1981; Seleskovitch
& Lederer 1986, 1989). Furthermore, Setton states that “there is little or no di-
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alogue between the two schools, which are sharply divided over training and
theoretical issues such as the importance of language-specific factors” (1999: 3;
see also Moser-Mercer 1994b).

Approaches to thinking about interpreting have moved beyond this
dualistic, divisive approach. In the first comprehensive anthology compil-
ing major contributions to the field since the mid-1950’s, Pochhacker and
Shlesinger comment on “a remarkably heterogeneous series of loosely con-
nected paradigms” (2002:4). They see this methodological array as a result of
the “panoply of modes, modalities, settings, norms, institutional constraints
and interactional constellations [that] make for fuzzy boundaries and a con-
tinual struggle to delineate the interpreting researcher’s purview” (4). Within
this broad array, Gile (2000:92) stresses the relevance of cognitive psychology,
linguistics, and sociology in particular. Similarly, Setton (1999) and Shlesinger
(1995) describe a range of research paradigms in their literature reviews. These
paradigms include, among others, language processing, second language ac-
quisition, and text linguistics (Shlesinger 1995), as well as computational lin-
guistics and information-processing (Setton 1999). In describing the debate on
the epistemological foundations of research on language interpreting, Poch-
hacker (1998, 2001) advocates a plurality of complementary methodologies
in exploring this multidimensional, socio-psychological, textual phenomenon.
In perhaps the most comprehensive review of the development of the field
of Interpreting Studies to date, Péchhacker (2000) pursues a descriptive ap-
proach focusing on institutions (society and culture), situations (functional
interaction), and products (text).

The emerging consensus on methodology therefore acknowledges that re-
liance on isolated methodologies is inadequate. The methodological discussion
is no longer reduced to the paradigm of the ‘real world’ vs. ‘lab’ or ‘experi-
mental’ vs. ‘observational’ (see also Garzone & Viezzi 2002:2). Indeed, as a
field, Interpreting Studies has moved beyond the concerns voiced (Massaro &
Shlesinger 1997; see also Setton 1999:284) about the preoccupation in the lit-
erature with the advancement of Interpreting Studies through the isolation of
specific variables and analysis of representative samples (Shlesinger 1995; Tom-
mola & Lindholm 1995). Overcoming the limitations of isolated paradigms
would seem a logical conclusion for a centuries-old area of discussion that
has fairly recently been widely described as interdisciplinary (Garcia-Landa
1995:398). There can be little doubt that an approach based upon “unity in
diversity” (Pochhacker 1998; Bowker et al. 1998) allows for productive flexi-
bility. Hence, the approach adopted here is that — as an act of communication
involving intercultural, interlingual mediation — interpreting is a real world
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phenomenon requiring real world research. As such, at a minimum, the array
of quantitative and qualitative methodologies with fixed and flexible designs
routinely employed by social scientists and practitioner-researchers is available
(Hobson 2002).

The overriding methodological concerns in the case study are the issues of
adequacy, appropriateness, and confidence. After pertinent research questions
have been developed, the adequacy of the selected methodologies to provide
information allowing us to ‘tell what we want to tell’ and the appropriateness of
these methodologies to ‘make the determinations we wish to make’ are seen as
being of primary importance. Similarly, the degree of confidence that we have
in the answers to our research questions is considered to be a basic determiner
of the quality of this research.

With regard to the potential methodological contributions of the fields of
curriculum theory and assessment (language testing) to Interpreting Studies,
a comprehensive review of tools and approaches cannot be provided here.
However, two methodological considerations from these fields require mention
and further discussion: the context specificity of curriculum and program
evaluation and the collection of evidence in test validation. Consideration
of these aspects of methodology is informative and useful, particularly given
the need for further research. They also pertain to the overriding concerns of
adequacy, appropriateness, and confidence.

The context specificity of program evaluation and assessment requires
that empirical research take into account the local aspects of curriculum and
assessment in particular. Student learning is driven to a considerable degree by
factors in the local environment. It is driven by the institution’s educational
philosophy, from which the curriculum objectives are derived. The dynamics
of the learning environment are also a function of the cultural values of
the institution. As Glaser and Nitko comment, “measurement in learning
and instruction should be discussed in light of certain instructional design
requirements and specific models or systems of instruction” (1971:627-628).
They reiterate this view in their discussion of the purpose of assessment:

the purpose of measurement for instruction can best be illustrated in terms
of a particular model for an educational system since different patterns of
instruction have different measurement requirements. In general, the model
should recognize that the educational process is concerned with behavioral
change and that instruction provides the conditions to foster the processes by
which change takes place. (Glaser & Nitko 1971:630)
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Given this context-specific relationship between curriculum, assessment, and
learning outcomes, an approach focusing on one educational institution was
adopted for this exploratory research. This interrelationship is the primary
reason why the empirical research in this project has taken the form of a
case study, rather than attempting a synoptic evaluation of a wide variety of
interpreter education programs. Therefore, after key aspects of the literatures
on curriculum and assessment are related to interpreter education, the focus is
placed narrowly on the curriculum at the GSTI.

Using the GSTI program as an example, this case study concurrently il-
lustrates the linkages between curriculum, assessment, and expertise in educa-
tional models and the need for validation as a universal principle of interpreter
education. Given its exploratory, iterative nature, however, this study is not
a comprehensive program evaluation of the GSTI (for program evaluation
methodology, see Lynch 1996; Herman et al. 1987).

The principle of evidence gathering pervades methodologies employed
in the area of test validation. Of particular interest is the analogy of the
lawyer’s argument presented by Brown and Hudson (2002:240) on the basis of
Messick’s definition of validity (1989:13). According to this view, validity is an
argument or series of arguments for the effectiveness of a test for a particular
purpose. In this instance, information is gathered to collect evidence for (or
against) the justification for a test. Collectively, the body of evidence makes a
case for test validity, which may inspire varying degrees of confidence in the
test, depending on whether the evidence presented is more or less convincing.
The type of validation evidence collected and the methodology employed will
depend on the type of validation desired, whether internal (face, content,
response) or external (concurrent, predictive, construct). In-depth discussions
are provided by Brown and Hudson (2002:212-248), Bachman and Palmer
(1996:133-156), and Alderson, Clapham, and Wall (1995 170-196).

In summary, the research presented in this descriptive, naturalistic, ex-
ploratory study is thus grounded in theoretical and empirical approaches to
understanding interpreting. The study proceeds by applying logical analysis in
the discussion of the literatures on curriculum, assessment, and language in-
terpreting and relates these areas to one another. The ex-post facto case study
employs an array of complementary methodological tools: the statistical and
textual analyses are those employed in the fields of language teaching and
testing, while the jury member survey employs a widespread social science re-
search methodology. Through the comparison and contrast of the results of
these individual sections, the methodological vulnerability of isolated research
paradigms is diminished.
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The use of an interdisciplinary, iterative approach reflects the complex
nature of interpretation as a human activity requiring illumination from
various viewpoints. In this respect, quantitative and qualitative methodologies
are regarded as complementary to one another and, one could argue, even
essential. This multifaceted approach thus reflects scientific and humanistic
views of curriculum.

The study adopts a holistic view of curriculum, in which the relationship
between translation competence and interpretation competence is seen as a key
factor in the design of a curriculum framework. This relationship manifests
itself in the type, amount and sequencing of instruction in each of these areas
in a specific curriculum model. This research does not pursue a detailed study
of translation or interpretation competence. The nature of component skills
and their importance in curriculum and assessment are discussed in relevant
passages, but the study does not attempt to illuminate the nature of these
component skills or develop theories or models thereof.

Although this empirical research must concentrate on curriculum and
assessment in a specific program, readers will find the theoretical discussion of
these topics in the first half of the book useful in other educational contexts.
The results of the case study cannot be generalized to curriculum models
that differ fundamentally from the one under study; nevertheless, the research
process and conclusions are intended to be thought-provoking and the research
questions worthy of pursuit in other settings. Similarly, the type of language
interpreting at the focus of this study is the subdomain widely referred to
as conference interpretation (both consecutive and simultaneous), but the
theoretical framework, discussion of curriculum and pedagogy, and principles
of assessment may also apply to other subdomains, such as legal and health-
care interpreting.

5.  Overview of contents

This introductory chapter reviewed current and future challenges for inter-
preter education programs in order to document the need for research on
improving the quality of instruction. The integrative role of assessment in
educational programs was introduced before the objectives of the book and
fundamental methodological considerations were discussed.

In Chapter 2, the overview of literature reviews key contributions to inter-
pretation pedagogy before focusing on the theoretical discussion of curricu-
lum, expertise and assessment. In the last section, a discussion of the funda-
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mental relationship between translation and interpretation in curricula and
instruction identifies this particular topic as one that is actively debated among
educators of interpreters and translators; the overview also shows that little
empirical work has been done in this area.

Chapter 3 develops definitions, foundations, guidelines (aims, goals, ob-
jectives) and approaches to curriculum by integrating literature on curriculum
with literature from Interpretation Studies. Two pertinent approaches — the
scientific and humanistic — are particularly relevant to interpreter education.
While the evolution of interpretation competence (curriculum as process) is
represented in the computational view of the mind and the cognitive psy-
chology of expertise, social aspects of curriculum and expertise (curriculum as
interaction) are taken into account by bringing the community of professional
practice into the classroom to situate learning, and by establishing mentor-
ing relationships through cognitive apprenticeship. Reflective practice plays a
fundamental role in these processes. Educational philosophy, aims, goals, and
objectives serve as guidelines in curriculum design. Widespread curriculum
models describing the relationship between instruction in translation and in
interpretation are reviewed.

Chapter 4 discusses how fundamental concepts from assessment literature
relate to interpretation pedagogy. Assessment is seen from the viewpoint of the
curricularist; thus, a description of the nature of assessment in various stages of
the curriculum is included. The necessary balance between standardization of
assessment procedures and test authenticity is stressed. Further discussion of
test method facets and the use of test specifications are also advocated. At the
same time, the potential uses of alternative forms of assessment, in particular
portfolio assessment, are explored as a means to improve the range and depth
of performance samples and other student work.

Chapter 5 introduces the case study by delineating its underlying research
questions and methodology. The content of the GSTT documents is analyzed
and described in terms of the principles developed in the theoretical discussion.
This discussion forges links between the theoretical discussion in the preceding
chapters and the empirical study that follows.

The case study itself consists of three parts: Chapter 6 (Part I) is a quanti-
tative analysis of scores from the Professional Examinations in interpretation
(final degree examinations). Chapter 7 (Part II) provides a qualitative analysis
of exam philosophy, exam procedures, and assessment criteria. Chapter 8 (Part
IIT) addresses the nature of the exam materials in a text analysis. Parts IT and I1I
explore the question of the validity and reliability of the data employed in the
statistical analysis. The quantitative and qualitative analyses complement one
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another, incorporating both scientific and humanistic views of curriculum and
assessment.

In an effort to gather initial evidence on the outcomes of the curricu-
lum in the interpretation degree tracks, the relationship between instruction in
translation and performance in GSTT’s summative degree examinations (Pro-
fessional Examinations) is analyzed using a statistical procedure (chi-square).
The two tracks in question are those leading either to a MATI degree (Master
of Arts in Translation and Interpretation) or a MACI degree (Master of Arts
in Conference Interpretation). The qualitative analysis is a jury member survey
that explores examination administration, including the test purpose, format,
and scoring procedures. The qualitative text analysis examines the comparabil-
ity of exam materials across exam types and three language programs (English,
French, and German).

Chapter 9 explores the implications of each of the three parts of the case
study individually and collectively. It returns to the general research questions
presented in Chapter 5 and addresses fundamental aspects of curriculum and
assessment, such as the relationship between translation and interpretation
in the curriculum, the role of standardization, authenticity, and professional
judgement, and exam materials and text method facets.

In Chapter 10, an integrated Y-track model is proposed as an example
of introducing greater flexibility and streamlining in an existing curriculum
model. This enhanced curriculum incorporates the theoretical discussion of
principles of curriculum and assessment and the conclusions of the case study.
Prospects for further research are presented in the conclusions to the individual
sections of the case study and in this summary chapter.

The final chapter provides a discussion of the ethical and political impor-
tance of test validation in interpreter education programs. This outlook toward
the future describes the personal, institutional, and professional consequences
that arise when the validity of assessment is not demonstrable. It is therefore a
call for further research.






CHAPTER 2

Interpreter education literature

The primary purpose of this discussion of the literature on interpreting peda-
gogy is to provide food for thought as to the nature, purpose, and usefulness
of literature grounded in educational theory in the field of Interpreting Stud-
ies (IS). After introductory comments and brief reviews of some of the major
monographs published on the teaching of interpreting, the discussion turns
to contributions in four main areas: curriculum design and implementation,
building expertise in interpreting, assessment practices, and the pedagogical
aspects of language transfer competence. By using pertinent examples, the
overview considers in greater detail the extent to which constructs from cur-
riculum, expertise, and assessment theory have been related to interpreting
pedagogy and the role of translation instruction in building interpretation
competence.

The purpose of this overview is not to provide an exhaustive review of the
literature on the pedagogy of interpretation — such an endeavor can only be
accomplished through a joint effort of a group of researchers who adequately
represent the wide variety of languages in which this literature is published.
This discussion presents primarily published writings in the most widely
spoken Western European languages, focusing particularly on those in English,
French, and German. Contributions in the Asian languages, Arabic, Russian,
and those dedicated primarily to court, medical, and community interpreting,
and signed language interpreting, are beyond the scope of this overview.

The literature on interpreting pedagogy is potentially very broad and
overlaps with related areas of study; often, the pedagogical implications of
research that is not focused primarily on teaching are discussed when the
results of such research are presented. The beginnings of the literature on
interpreting pedagogy are also difficult to pinpoint. Indeed, writing on aspects
of interpretation that interact with pedagogy reaches back to antiquity.’

Three well-known monographs from the early post-war period are ex-
amples of this broad literature.”? Herbert’s The Interpreter’s Handbook: How to
Become a Conference Interpreter (1952), Rozan’s La prise de notes en interpréta-
tion consécutive (1956), and van Hoof’s Théorie et pratique de l'interprétation
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(1962) have achieved the status of classics. They lay out key issues in con-
secutive interpretation, offer pertinent information to the novice interpreter,
and for these reasons are recommended reading in many interpreter educa-
tion programs. Nevertheless, it could be argued that the primary character of
these contributions, now over four decades old, is their nature as historical
documents of the profession. As early contributions to the Interpreting Studies
literature, the approach employed is experiential and impressionistic, and the
authors do not attempt to place their discussion in the context of educational
or instructional theory.

Similarly, in an area related to teaching methodology, numerous authors
have also described the development of interpreting services and the institu-
tionalization of teaching in their respective countries.” Most writing of this
nature postdates the Nuremberg Trials, although on-the-job training extends
further back in time. Bowen, for example, describes the emergence of the
conference industry in the late eighteenth century and special training pro-
grams offered by employers (1995:252). Delisle documents 1936 as the year
in which translation instruction was introduced at the University of Ottowa
(1981b:7-9). Many formal training programs were established in Europe in
the 1940s (Geneva 1941; Vienna 1943; Germersheim 1947; Saarbriicken 1948,
and Heidelberg 1950). A training program was also established at Georgetown
University in Washington DC in 1949 (see Bowen 1995:252). These infor-
mative descriptions document processes of professionalization and thereby
assist in community building through the formation of a professional iden-
tity. Although these contributions are valuable, they are not the focus of this
discussion.

This overview concentrates primarily on writing that typically contains
an explicit statement of purpose: either the advancement of the theory and
practice of teaching interpreting or intended use as instructional material in
the interpretation classroom. This decision was made in light of the above-
mentioned goal of ascertaining the extent to which constructs stemming
from educational theory are reflected in teaching practices. For this reason,
contributions are of special interest if they draw upon such constructs in
addition to experience derived from professional practice.

Bibliographies on interpretation may be grouped into two rough cate-
gories: general bibliographies of Translation and Interpreting Studies literature
and specialized bibliographies on interpretation pedagogy. General bibliogra-
phies include, for example, the annually published Translation Studies Abstracts
and accompanying Bibliography of Translation Studies (Bowker, Kenny, & Pear-
son) and the Annotated Bibliography on Interpretation (1997), provided by
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Patrie and Mertz. The latter is dedicated primarily but not exclusively to the
signed languages. The bibliography of the International Association of Con-
ference Interpreters (AIIC, http://www.aiic.net) and Henry and Henry’s In-
ternational Bibliography of Interpretation (1987) are additional examples, and
on-line and hard-bound bibliographical resources continue to appear. Web-
based resources, such as Daniel Gile’s semiannual Conference Interpreting
Research Information Network (CIRIN) Bulletin, may be maintained and up-
dated regularly. Specialized bibliographies on interpretation pedagogy appear
less frequently. They include, for example, Etilvia Arjona-Tseng’s Bibliography
of Pedagogy and Research in Interpretation and Translation (1993) as well as Alt-
man’s bibliography on Teaching Interpreting: Study and Practice (1987), which
contains 172 citations. Roberts and Blais’s “The Didactics of Translation and
Interpretation: An Annotated Bibliography” (1981) is an early bibliography
that predates the upsurge in interest in Interpreting Studies during the eighties.

Most comprehensive reviews of the literature on interpretation have not
focused on the pedagogy of interpretation per se, although this topic is
sometimes included within their purview. In addition to discussions of the
literature in many of their publications, Péchhacker (2000, 1998) and Gile
(1998a, 1998b) both provide quantitative analyses of material published in
the late 1980’ and 1990’s in perhaps the most comprehensive summary
descriptions of the Interpreting Studies literature to date.

Some reviews tend to be contributions to interdisciplinary research on in-
terpretation and research methodology in general.* As such, they are organized
according to discipline, or field of inquiry, rather than area of pedagogy. A
pertinent example is cognitive processing in interpretation, which has received
much emphasis since the late seventies. Gerver’s widely lauded review in Em-
pirical Studies of Simultaneous Interpretation: A Review and a Model (1976)
was updated by Dillinger in Component Processes of Simultaneous Interpreta-
tion (1989). Moser-Mercer retraces the development of cognitive models of
the interpretation process in “Process Models in Simultaneous Interpretation”
(1997¢). As a result of this research, the modeling of cognitive processes in in-
terpretation has emerged as one of the major themes in the literature. However,
this field of inquiry is not devoted explicitly to interpretation pedagogy.

Matyssek (1989) provides a review of the literature on interpretation
pedagogy, and in particular on notetaking. Matyssek concentrates on key
contributions to this area, including the work of Rozan, Herbert, Minyar-
Belorutchev, Seleskovitch, and van Hoof. Additional comments on Matyssek’s
Handbuch der Notizentechnik fiir Dolmetscher are provided below. In 1996,
Ilg and Lambert published an extensive review of the literature on “Teaching
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Consecutive Interpretation.” A similar review on the teaching of simultaneous
interpretation has not been completed at this writing. In summary, there
are still few bibliographies and reviews of the literature dedicated specifically
to interpretation pedagogy. This situation is an indicator that, as a field,
Interpreting Studies may still be in an early stage of development.

Nevertheless, perhaps due to the interest of many “practisearchers” in pro-
fessional activities in the field (Gile 1994b), there are numerous articles and
essays devoted to interpreting pedagogy, published more often than not in con-
ference proceedings.” Indeed, Mackintosh identifies interpreter education as a
central theme of Interpreting Studies (1995; see also Pochhacker 1994a:244).
Many contributors have selected specific aspects of interpreter training, which
they discuss on the basis of their professional practice and personal experience
in the classroom. Most of these articles and essays are highly focused, and their
authors do not have the intention of integrating pedagogical theory from the
other educational fields.

Much of this experience-based literature on interpreting pedagogy has
been characterized as lacking in methodological rigor (Gile 1990, 1994a, 1997b;
see also Pochhacker 2000:101-103) or hampered by deficiencies in basic
research design (Gile 1998a: 168; Shlesinger 1995:8). As a result, the quality
of this literature is sometimes questioned. Dillinger, for example, states that
“it is not clear how to treat the information experts provide in the absence of
a body of experimentally-based theory,” and excludes it summarily from his
review (1989:17).

Interest in providing a solid foundation for the teaching of interpretation
has continued to grow rapidly since the eighties. Mackintosh cites the numer-
ous conferences and symposia dedicated to the training of interpreters in her
“Review of Conference Interpretation: Practice and Training” (1995). In this
paper, Mackintosh postulates that a single paradigm in interpreter training ex-
ists (121). Kalina, however, expresses reservations about the existence of such a
paradigm in interpreter education (1998:236). A salient example of the lack of
theoretical and pedagogical unanimity is the unresolved controversy on the
usefulness of shadowing in interpreter training, and there seems to be two
distinct camps — one for and the other against the use of shadowing as an
introductory exercise.®

In this vein, Déjean Le Féal (1998) identifies two broad instructional ap-
proaches: language pair-independent and language pair-dependent pedago-
gies. The first group is centered around the Paris School, Seleskovitch, and
la théorie du sens. The second group cites the lack of empirical evidence of
deverbalization and thus advocates greater attention to language pair-specific
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strategies. Déjean Le Féal states that a fundamentally new pedagogy has not
emerged as a result of the language pair-dependant viewpoint. In the second
half of this article, Déjean Le Féal outlines a sequence of instruction that forms
a framework for most curricula. It begins with consecutive interpretation and
sight translation in an initial phase and continues with an introduction to si-
multaneous interpretation, which occurs before simultaneous interpretation
with text and the interpretation of specialized texts is taught. Courses in pro-
fessional ethics complete the final stages of the curriculum. Despite this general
framework, which could indeed be the one referred to by Mackintosh above,
Déjean Le Féal mentions introductory simultaneous interpretation exercises
as an area in which instructors hold a wide variety of different opinions, in
particular with regard to shadowing. Additional areas characterized by fluc-
tuation become apparent when the curious reader reviews the wide variety of
curricula and examination requirements within the Conférence Internationale
permanente des Instituts Universitaires de Traducteurs et Interpretes (CIUTI).
For example, final examinations in consecutive interpretation range between
five and fifteen minutes at member institutes (CIUTI 1999).

Relatively few comprehensive monographs have been devoted explicitly to
the pedagogy of interpretation (Kalina 1998:236). Most of this literature is
instructional material. A key example is Gile’s Basic Concepts and Models for
Interpreter and Translator Training (1995a), a practical sourcebook, or manual,
that provides theoretical content structured in modules for use in both the in-
terpretation and translation classrooms. Although Basic Concepts and Models
is “the result of much research,” it “is not a presentation of research” (xii) in
that it focuses on research results and “ventures beyond research results into
some speculation” (xii—xiii). At this writing, Basic Concepts and Models is per-
haps the only monograph drawing upon interdisciplinary research (cognitive
psychology, psycholinguistics) to develop instructional material.

Seleskovitch and Lederer’s La pédagogie raisonnée de I'interprétation (1989)
“describes the principles and methods used to train conference interpreters
both at the Ecole Supérieure d’Interpretes et de Traducteurs (ESIT) de I'Université
Paris I1I Sorbonne Nouvelle and by the Joint Conference Interpretation Service
of the Commission of the European Communities” (1995:iii). This volume re-
capitulates and expands Seleskovitch’s previous work on pedagogy (1981). La
pédagogie raisonnée “is not intended to be a manual. It represents a system-
atic approach to the teaching of interpretation, incorporating principles from
a great number of observations of various types of classes and practice ses-
sions.... Nor is [it] a course in so many lessons which any teacher might pick up
and follow to the letter” (iii), but rather a “true guide” (i) based upon the obser-
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vation of “several hundred hours of consecutive and simultaneous classes and
practice sessions” (iii). Although written in 1989, well over fifteen years after
the inception of cognitive science (Gardner 1987:5), Seleskovitch and Lederer
do not acknowledge the usefulness of interdisciplinary research for interpreta-
tion pedagogy. On the contrary, Seleskovitch and Lederer remain convinced as
late as 1986 that contemporary linguistics fails to take context into account and
is therefore of limited use in the study of interpretation: “[1]es grands courants
de la linguistique actuelle s’en tiennent a I’étude de la langue hors contexte”
(264).7

Matyssek’s Handbuch der Notizentechnik fiir Dolmetscher (1989) is dedi-
cated to the teaching of notetaking for consecutive interpreting. In his “man-
ual,” Matyssek provides an overview of the modes of interpretation and inter-
pretation as a profession and lays out a systematic approach to the develop-
ment of individual notetaking strategies. He explains a wide range of specific
strategies from which the interpreter may select and advocates the use of met-
alinguistic elements, e.g., symbols, in particular. His principles of notetaking,
described summarily on pages 220-228, emphasize the importance of meaning
and economy in any notetaking system. Although the proliferation of symbols
in Matyssek’s theoretical discussion is extraordinary, his stance on the funda-
mental aspects of notetaking is in agreement with that of Rozan, Herbert, and
other predecessors. The final chapter outlines procedures for the development
of a personal notetaking technique and constitutes in this respect an important
contribution to the discussion of reflective practice in interpreter education.
His position emerges clearly in this context: the student is not advised to adopt
Matyssek’s system and symbols wholesale, but to use this information as food
for thought and develop a personal system that meets the needs of the individ-
ual. Matyssek points to the usefulness of exposure to highly developed systems
of experienced interpreters for this purpose.

Weber’s Training Interpreters and Translators (1984) “deals neither with
linguistics, nor with psycholinguistics, nor with the importance of translation
and interpretation in the communicative process” (ix), but rather with “the
importance of translation and conference interpretation as well-established
academic professions and how they should be taught” (ix). Weber begins
his discussion of interpreter and translator pedagogy with an answer to the
question — “Can translation and interpretation be taught?” — which reflects the
state of interpretation pedagogy at the time of writing. Weber’s monograph
is more comprehensive in nature than that of Seleskovitch and Lederer, or
Gile, as Weber provides a discussion of curriculum, testing, career options
and professional ethics, in addition to classroom methodology. This is an
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ambitious goal to accomplish within seventy pages, making it nearly impossible
to provide more than a rough framework for translator and interpreter training
on the whole, as coherent, practical and necessary as that framework may be
even at this writing.

In Steps to Consecutive Interpretation (1980), David and Margareta Bowen
provide a manual for a fourteen-week introductory course to consecutive
interpretation. Consecutive interpretation skills are broken down coherently
into types of assignments and related texts, component skills such as note-
taking and memory, and individual aspects of these skills (figures, names,
legibility of handwriting, redundancy, relationships, and symbols). The result
is a useful framework for structuring a course for novice interpreters. However,
being introductory in nature, this manual does not aspire to impart higher-
level consecutive skills. Rather, it is representative of the ‘how-to’ literature on
teaching interpreting, covering, for example, pedagogical planning, the use of
appropriate materials, and classroom management techniques.® This volume
is grounded in an experience-based pedagogy and does not provide a general
theoretical framework that transcends the level of the individual course.

With regard to instructional material for the interpretation classroom,
Weber’s comment from 1984 still applies:

It is always surprising to people wanting to add a translation and interpreta-
tion component to their language instruction that there are very few —if any —
textbooks in these fields. The reason for this state of affairs is that instruction is
based primarily on personal professional experience and that teaching meth-
ods are constantly being improved and adjusted on the basis of this ongoing
experience. (11)

A more recent discussion of the interdisciplinary underpinnings of interpre-
tation pedagogy is provided by Silvia Kalina’s Strategische Prozesse beim Dol-
metschen: Theoretische Grundlagen, empirische Fallstudien, didaktische Konse-
quenzen (1998). Concentrating on “strategic processes in interpretation,” the
empirical component of this dissertation is based upon protocols from retro-
spective reports given by interpreters as test subjects. After a comprehensive
discussion of the widely recognized limitations of this research methodol-
ogy, Kalina comes to the conclusion that data from retrospective protocols
can nevertheless result in knowledge that is useful for interpretation pedagogy
(156), and thus takes the welcome step of utilizing interdisciplinary research
for pedagogical purposes. Kalina presents the results of approximately twenty
individual research projects on consecutive interpretation, simultaneous in-
terpretation, communication processes, and research methodology (178-181).
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Kalina’s case studies range from concepts as broad as systematic note-taking
(183) to those as specific as anticipation in simultaneous interpretation (191—
192). Perhaps as a result of this comprehensive approach, the conclusion to
this study assumes the character of a research report, which is in itself useful.
Kalina advances the state of interpretation pedagogy in that she explicitly ap-
plies an interdisciplinary methodology to the teaching of interpretation. At the
very least, Kalina’s contribution reveals the vast potential for research on inter-
pretation pedagogy and the need to link this research to the existing literature
of Interpreting Studies and other disciplines.

1. Curriculum

Published literature that relates curriculum theory to interpreter education is
sparse. Much of the literature on interpretation pedagogy discusses isolated
aspects of interpreter training from the instructor’s personal viewpoint, e.g.,
how note-taking skills in consecutive should be taught, how diagnostic testing
should be conducted, or how to structure an introductory course in simultane-
ous interpretation. Individual events of instruction are in the limelight. Rarely
is the attempt made to integrate educational theory on the program level,
i.e., to reflect explicitly on curriculum theory as a field of education and/or
on educational psychology in the discussion of curriculum. This is clearly a
desideratum, as curriculum theory has been a productive field, particularly
in the Anglo-Saxon context, since Dewey. Thus, the potential for research on
curriculum issues in Translation and Interpreting Studies is great (see Arjona
1990:259).

The lack of a comprehensive discussion of curriculum issues grounded in
educational theory is surprising; Weber remarks in his practical recommen-
dations on curriculum: “As in all teaching endeavors, it is important never to
make too many demands on the good will, the patience, and the abilities of the
students. This implies that the curriculum as a whole, and the course contents
in particular, must be carefully sequenced” (1984:24). Similarly, Gabr (2001)
calls for more extensive program evaluation in translator education programs.
These goals are achievable. Freihoff comments that the discipline of Transla-
tion Studies offers materials, descriptive models and suggestions for teaching
methods that can be productive in the context of training (1998:26).

The literature that does exist on the broad aspects of curriculum may
be divided into essays and articles on the theoretical aspects of curriculum
and curriculum documents from interpreter education institutions. Much
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early writing on interpreter training programs makes no distinction between
discussions of curriculum and pedagogy.” Some articles may be described as
cursory discussions of philosophies of interpreter training in view of market
demands of the time (Coughlin 1984; Coveney 1976; Gold 1975). As a general
rule, statements on German curriculum models, which are the most prolific in
this area, have been developed in the context of curriculum reform, as in the
case of Gerzymisch-Arbogast and Pfeil (1996), Honig (1995a: 159—172), Snell-
Hornby (1992), and Ammann and Vermeer (1990). Arntz (1989, 1999) deals
specifically with curriculum innovation relative to translation and focuses on
innovation in translator education at one German institution.

Arjona is a pioneering force in the field of curriculum in translator and
interpreter education. Unfortunately, much of her work remains unpublished.
Her dissertation (1990) presents a comprehensive review of the educational
literature in Translation and Interpreting Studies, in which she describes three
phases of writing about training practices (61-62). In a first period, particular
schools or programs are described. In a second period, attention turns to train-
ing practices within a country, region, or geographic area. The third period
“shows a shift from such predominantly descriptive work to first attempts at ex-
amining the T&I activity from a comprehensive, or system-based perspective”
(62). Arjona also presents curriculum models common among translator and
interpreter training institutes and a detailed description of a curriculum model
to be implemented at the Monterey Institute of International Studies, although
the model was never introduced (1984a; Mikkelson, personal communication).

Freihoff has also been an active contributor to the discussion on curricu-
lum theory in interpreter education with three published articles (1993, 1995,
1998). He comments on the urgency of a comprehensive discussion of cur-
riculum in translator and interpreter training (1993:197) and advocates the
integration of literature from curriculum theory (199). Central conclusions in-
clude the need to describe curriculum goals in greater detail and to introduce
greater flexibility in translator and interpreter education programs through
modules (212; see also Honig 1995a:162-164).

On the whole, scholars in Translation Studies have been more produc-
tive in developing curriculum theory specific to translation. To cite only two
examples, Hatim and Mason systematically apply principles of text linguis-
tics to curriculum design (1997:179-196); Kiraly advocates a “new pedagogy
for translation” based upon the communicative approach to second-language
teaching (1995:33-35) and applies theoretical constructs from social construc-
tivism to establish a collaborative approach between instructor and learner in
translator education (2000).
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A curriculum model may not correspond to the curriculum as it is ac-
tually implemented and experienced by the individual, whether instructor or
student. This discrepancy between the official and hidden curriculum (Frei-
hoff 1995:153-154, 1998:30) may be observed in varying degrees. In many
German institutions, perhaps the considerable length of training and high
washout rates have led to calls for greater flexibility — or options for stu-
dents. This trend stands in stark contrast to the desire for greater structure
and sequencing — in the interest of rapid knowledge and skill acquisition —
prevalent in the Anglo-Saxon tradition. The exigencies mandating curricular
reform should be considered within these contexts; they include financial con-
siderations (Gerzymisch-Arbogast & Pfeil 1996:307, 311) and the lack of cor-
respondence between training and practice often cited by students (Ammann
& Vermeer 1990:25).

Snell-Hornby (1992) provides an extended discussion of trends in trans-
lator education and the ensuing need for curriculum reform. She focuses in
particular on the educational philosophy and model envisaged for the program
at the University of Vienna. As this contribution presents a comprehensive cur-
riculum model, the role of interpretation in the educational program is dealt
with peripherally. Snell-Hornby draws attention to the need for training in
a professional context (18) and advocates the implementation of alternative
forms of testing that reflect the realities of future professional life (19).

Renfer (1992) speculates on the relative merits of four curriculum models:
the sequential (two-tier), parallel, post-graduate, and Y-models. In particular,
Renfer compares the two-tier system in Zurich with the postgraduate model,
which distinguishes itself from the former by not providing a foundation in
translation on the undergraduate level. Renfer’s discussion is based mainly
upon his personal experience and insight. No hard data are provided to
substantiate the claim, for example, that the failure rate is higher in final degree
examinations in postgraduate programs than in undergraduate programs.

Curriculum documents are produced for internal and external reference
and to create a framework for the practical implementation of the curriculum
(Freihoff 1995). The systematic comparison of curriculum documents from
a large number of translator and interpreter training institutes has not been
completed to date, although surveys of programs do exist (Harris 1997; Park
1998). A productive approach is the publication of course profiles in journals
such as The Translator, e.g., Davidson and Wakabayashi (1997), which makes
the in-depth analysis and comparison of training courses more feasible. A
cursory review of the CIUTI website does, however, reveal broad fluctuation in
the length of training periods, training content, and examination requirements
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for the awarding of certificates and degrees. Only in the context of a large-
scale study can the content of existing curricula be compared, the relationship
between official and hidden curricula assessed, and a common paradigm of
translator and interpreter education described, if one is at all desirable.

In conclusion, the relation of curriculum theory and instructional design
to the development of professional translation and interpretation skills can aid
in providing a more precise description of curriculum objectives, principles
governing the acquisition of skills and abilities, and successful enculturation
of students into the community of professional practice. The systematic, holis-
tic discussion of curriculum and the application of constructs from this field
presuppose detailed knowledge of how skills and abilities in interpretation
are acquired, i.e., the evolution of expertise in interpreters. Such constructs
can be developed for interpretation pedagogy through a discussion of those
interdisciplinary areas devoted to the description of the cognitive and social as-
pects of interpreting and their relation to curriculum sequencing and situated
cognition and learning.

At the same time, a considerable effort is required in documentation for
general research purposes. A comprehensive, centralized database of curricu-
lum documents, including in particular program and course descriptions and
other writings that normally remain unpublished, would create a sound mate-
rial basis for international research on translator and interpreter education and
contribute greatly to professionalization.

2. Expertise

An exploration of differences in performance among experts and novices
is an essential prerequisite for methodological reflections on education and
training and, for this reason alone, is not new to the study of interpreting.'°
A number of studies have shown that there are qualitative and quantitative
differences between expert and novice performance in interpreting (see Liu
2001:22-26). Despite the widespread use of this paradigm, Moser-Mercer
comments that “the object of [this] research has never been to isolate particular
differences in approach or strategy that could then be exploited for pedagogical
purposes” (1997b:256). Research based upon the cognitive psychology of
expertise (Hoffman 1997a) could aid in remedying this situation, as it provides
a theoretical framework to more thoroughly describe processes governing the
evolution of interpretation competence. These contributions from Hoffman
and Moser-Mercer — the first employing methodology explicitly from the
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cognitive psychology of expertise!' for the study of interpretation — have led
to initial theory-building based upon the results of research in other domains.

Expertise studies has a wide array of methodological tools, including those
of the social sciences (see Hoffman et al. 1995). Much research on expertise
in interpreting has been experimental to date (Liu 2001; Moser-Mercer et al.
2000; Moser-Mercer 2000, 1997b; Dillinger 1998). Given the social aspects of
expertise, in particular the social norms governing the definition of expert
behavior and the identification of experts by their peers within a community or
domain (Hoffman 1997a), research on expertise in interpreting is perhaps an
area where observational and experimental studies complement each another
ideally. Methodologies from the social and educational sciences are particularly
appropriate given the principles thought to characterize ‘expert’ learners in
educational settings, such as the role of motivation and affect (Bereiter &
Scardamalia 1992).

Moser-Mercer’s primary interest in researching the expert-novice paradigm
is to identify and describe sub-skills or sub-processes of language processing
where professional interpreters may differ from students and to exploit these
differences for pedagogical purposes, in particular aptitude testing (Moser-
Mercer et al. 2000; Moser-Mercer 2000, 1997b). Moser-Mercer (2000: 349) cites
the ability to concentrate as a key success factor in the early stages of acquiring
interpretation skills and abilities. Furthermore, Moser-Mercer et al. (2000: 126~
127) find significant differences between experts and novices in the language
combination French (native) and English (acquired) in a reading exercise un-
der delayed auditory feedback conditions, but no significant differences in
shadowing or verbal fluency tasks.

In comparison, Liu (2001) finds that expert interpreters working from
acquired English into native Chinese perform significantly better than non-
experts on domain-related tasks. She cites the ability of selective encoding,
better monitoring of output, and more efficient allocation of working memory
resources as pertinent areas (93). She found that experts were more selective
in terms of what to and what not to interpret (90). Positive for training in
simultaneous interpreting is her conclusion that expertise may be achieved
by acquiring identifiable domain-specific skills rather than relying on general
qualities such as a large working memory span (89). Liu also found evidence
suggesting that expertise may be acquired more easily in the target task than in
similar but non-domain-related strategies (interpreting vs. shadowing) (91).
Finally, her results also suggest the importance of real-world experience in at-
taining expertise (91). Although further research is required, the conclusions
drawn by Liu are an indication that Hoffman is correct in stating that expertise
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research can inform curriculum design through the development of an em-
pirical base (1997a:217-218). Interestingly, these findings correspond to the
general principles of high-performance skill acquisition described by Schneider
in other domains (1985).

In the study of translation, expertise research and the expert-novice
paradigm have also yielded intriguing results for translator education. Al-
though a comprehensive discussion of this literature is beyond the scope of this
study, two examples with pedagogical implications are briefly presented. First,
Risku builds upon the work of Justa Holz-Ménttiri and provides a detailed dis-
cussion of the evolution of expert cognitive processes in translators (1998: 79—
115). In her conclusions, Risku stresses the inherent value of a process-
oriented, empowering approach to instruction emphasizing self-assessment,
dialogue, and interaction among participants and instructors (234). Second,
in comparing expert vs. non-expert use of information sources in translation,
Kiinzli (2001) finds a correlation between the range of information sources
used, expertise of translation, and translation quality. Calling into question a
long-standing premise in translator education, Kiinzli presents preliminary ev-
idence that criticism expressed towards the use of bilingual dictionaries may be
unjustified.

In summary, expertise studies provides a range of quantitative and quali-
tative methodologies that can inform the processes of learning and instruction
in interpreter (and translator) education. In addition to further investigations
of specific (sub-)skills and processes of learning and instruction, a next step in
this area of research could be the exploration of broad curricular frameworks
against the backdrop of empirically derived principles of expertise.

3. Assessment

Although literature on interpreter assessment is more comprehensive than the
literature on curriculum and expertise, the potential for developing this litera-
ture is equally vast. The issue of the role and purpose of assessment and testing
in the broader educational context of curriculum design and implementation is
an area of increasing interest. Developing an overarching understanding of the
role of assessment in learning and instruction necessarily involves approach-
ing multiple areas, not all of which can be explored thoroughly here. They
include, for example, (1) the role of assessment and testing in all stages of the
curriculum, (2) the role of various types of assessment in learning and specific
events of instruction, (3) the relationship between assessment for educational
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purposes and the evaluation of quality in professional practice, and (4) the
similarities and differences in assessment for the teaching of interpreting and
the teaching of translation.

In general, three areas of testing are apparent in interpreter education
programs: (1) entry-level aptitude or, more appropriately, diagnostic testing
for selection purposes; (2) intermediate, formative testing for entry into or
confirmation of the interpretation degree track; (3) and final, summative
testing for the purpose of degree or certificate conferral. The first two categories
may not be separate in some training programs. The quantity and quality of
literature in each of these areas varies, with diagnostic testing having received
by far the most attention.'> Most writing on testing in interpreting has been in
the form of descriptive reporting of existing test practice, although headway has
been made in the application of principles from cognitive science to interpreter
testing, notably once again in the area of diagnostic testing (Moser-Mercer
1984, 1994a, 2000; Moser-Mercer et al. 2000; Pippa & Russo 2002). Some of
this literature is reviewed in the following.

One of the most comprehensive discussions of testing and assessment from
a bird’s-eye perspective is given by Arjona (1984b), who discusses fundamen-
tal aspects of testing in the context of interpreter education programs. Arjona
refers to the Monterey Institute of (then) Foreign Studies as an example. In de-
scribing the focus of assessment in a course of study, Gile (2001) advocates a
shift in perspective from a process-oriented to a product-oriented approach as
students progress in the curriculum. In drawing attention to the complex na-
ture of the skills and abilities required for professional interpreting, i.e., confer-
ence and sign-language interpreting, Clifford (2001) explores the possibilities
of approaches based upon discourse theory and performance-based assessment
as vehicles for overcoming the limitations of lexico-semantic assessment. Al-
though Clifford does not discuss educational implications, he advocates the
development of rigorous assessment methodologies on a par with those that
have been developed for educational purposes and for use in other fields (373).

Little literature on intermediate testing is extant, other than Arjona’s brief
comments (1984b) on the examinations formerly in place at the Monterey
Institute of International Studies. Neff (1989) describes the role of on-going
assessment as part of an intermediate-level selection process in courses offered
at the University of Mainz in Germersheim. More recently, Gile (2001:381)
discusses the need for assessment during training, which has the dual function
of selection and, more importantly, taking stock of progress in learning and
providing feedback to students.
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In discussing formative assessment, Schjoldager (1996) presents a feed-
back sheet that she uses in her interpretation courses at the Aarhus School
of Business. Her essay describes her efforts to provide students with forma-
tive feedback on their performance that is perceived as substantive and fair.
Schjoldager’s instructional approach is innovative in that it contains formalized
self-assessment and thus utilizes an ipsative component to generate construc-
tive criticism and encourage class participation. The perspectives of both the
speaker and the listener are considered in this article advocating the develop-
ment of explicit assessment criteria.

In the area of final testing, Belisle and Bowen (1983) describe the pro-
cedures in place in the certificate program at Georgetown University. Apart
from this article, design and administration issues in final testing have hardly
been discussed in scholarly texts. This lacuna exists for both interpretation and
translation, as Hatim and Mason (1997:197) remark:

The assessment of translator performance is an activity which, despite being
widespread, is under-researched and under-discussed. Universities, special-
ized university schools of translating and interpreting, selectors of translators
and interpreters for government service and international institutions, all set
tests or competitions in which performance is measured in some way. Yet, in
comparison with the proliferation of publications on the teaching of translat-
ing —and an emergent literature on interpreter training — little is published on
the ubiquitous activity of testing and evaluation.

Two areas of growing interest are contributing to the theoretical discussion of
interpreter testing. They include the discussion of quality (and norms) and the
use of corpus-based linguistics. Both of these areas have received the attention
of Translation Studies scholars for some time.

The need for the development of a sound theoretical base is recognized
by Lindquist (2002), who advocates the use of empirical data to develop as-
sessment criteria, i.e., corpus-based linguistics, rather than intuitively derived
criteria and preconceived notions about interpreter performance. Similarly,
Sawyer et al. (2002:38) stress the use of empirical data to develop materials
and procedures for interpreter testing as an indication that a test is based upon
real needs, which is an important type of validation evidence (content validity).
Such calls reflect the increased interest in corpus linguistics that has been preva-
lent in Translation Studies for some time. Reviewing research in corpus-based
Translation Studies, Shlesinger (1998) also explores the problems and benefits
of corpus-based studies of interpreting. Bowker (2000, 2002) presents method-
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ologies that can be further developed and utilized for translation evaluation for
pedagogical purposes.

As a topic related to assessment but not synonymous with assessment (for
educational purposes), quality in interpreting is an area of rapidly increasing
interest, and literature in this area is growing.!® Shlesinger (1997:131) points
to the “need to find out more about quality, in the interest of teaching and
providing simultaneous interpreting at its best”, and Kutz (1997:243) mentions
the fluctuation observed in interpreter assessment practices. Pchhacker (2001,
2002) presents an extensive review of the literature on quality, including in
particular the area of community interpreting, and proposes a quality assess-
ment model based upon multiple perspectives and multiple, complementary
methodologies. Kurz (2001) reviews the survey literature on quality in con-
ference interpreting, which has user expectations as its focus. The conclusions
of these two comprehensive research reviews are discussed in greater detail in
Chapter 4.

Interest in applying corpus-based translation studies to interpreting draws
attention to the more fundamental consideration of similarities and differences
in approaches to assessment in translation and interpreting. In general, it is ac-
curate to state that Translation Studies is leading the way in the application
of fundamental principles from the field of evaluation and assessment (lan-
guage testing) to translator (and potentially interpreter) education. Lee-Jahnke
(2001a), Melis and Albir (2002), and Waddington (2002) in particular address
the multiple issues of validity and reliability, the types and purposes of assess-
ment, and research needs. Hatim and Mason (1997:209) suggest the use of
descriptive profiles in the framework of criterion-referenced testing for trans-
lation in their tentative application of Gipps (1994) and Bachman (1990b)
to the applied language arts. Identified as a meaningful framework for as-
sessment by Arjona (1984b) over fifteen years ago, the possibility of applying
criterion-referenced testing to interpretation has gone virtually unnoticed.

Nevertheless, it is safe to say that Interpreting Studies, particularly through
its parent discipline Translation Studies, is beginning to discover constructs
from the field of assessment, measurement theory and language testing. At
this stage, little literature on validation is extant. Three unpublished Applied
Linguistics Research papers'* written under Jean Turner in the School of Lan-
guages and Educational Linguistics at the Monterey Institute of International
Studies are an exception. These papers report the research results of three
graduate students who examined the Qualifying Examinations (intermediate,
formative testing) in the Graduate School of Translation and Interpretation.
Their focus was on discrepancies between student and faculty perceptions of
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examinations and student anxiety (Houba 1996) and the predictive validity of
diagnostic testing for performance on Qualifying Examinations (Monty 1998;
Tapalova 1998).

Finally, the general framework of testing, or test method facets (Bachman
1990), is an area where research from the field of language testing could be ex-
plored in the context of interpreter testing. Greater documentation of existing
test practices would be a first step. Although many schools of interpretation
have internal documents which stipulate examination guidelines (for example,
Monterey and Geneva), it would be useful to make these documents known to
a wider public, which could lead to greater collaboration across institutions in
the development of test specifications.

4. Language transfer competence

The relationship between written and oral translation is of fundamental impor-
tance for the design of curriculum and instruction. This fact is self-evident, as
schools and programs offer degrees with a specialization in either translation or
interpretation. Nevertheless, few empirical studies have been conducted on the
relationship between translation competence and interpretation competence in
training and practice. Numerous philosophical statements and viewpoints can
be found in the Translation (and Interpreting) Studies literature, however, in-
cluding in particular those advanced by representatives of Interpretive Theory
(IT) and Allgemeine Translationstheorie (ATT).

The oral mode of translation is generally seen as the primary language
transfer competence. In their proposal for curriculum reform in the Univer-
sity of Heidelberg, Ammann and Vermeer (1990) suggest an approach to cur-
riculum and pedagogy grounded in general interpretation skills from which
specialized translation and interpretation skills are then developed (see also
Nord 1997). Similarly, Honig (1995a:166) advocates the integration of oral
text production and oral translation exercises into the early stages of both in-
terpreter and especially translator education to a much greater degree than has
been done in the past. Honig (1998:342) even explores the hypothesis that in-
terpreters are better at translation than translators themselves. He comes to
the conclusion that teaching methods developed for interpretation should be
adapted to the traditional translation classroom, as factors governing interpre-
tation, e.g., oral text presentation, holistic text analysis and comprehension,
and working under time pressure, may contribute substantially to the stream-
lining of cognitive processing. Similarly, Kalina (1998:235) discusses general
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differences between teaching translation and teaching interpretation and re-
futes the notion that interpretation pedagogy can simply take up a methodol-
ogy based upon the study of written translation and adapt it to an oral medium.
On the contrary, Kalina expresses the view that interpreting pedagogy must be
based upon knowledge of processes, conditions, and requirements specific to
oral translation.

Seleskovitch and Lederer have also addressed the relationship between
translation instruction and interpretation instruction in programs and have
advanced their line of thinking in the context of IT. Similar to the viewpoints
expressed by some proponents of ATT, these authors regard translation and
interpretation as one activity leading to two distinct products, as Lederer writes
in “LInterprétation, manifestation élémentaire de la traduction” (1985:27—
28). Seleskovitch and Lederer (1986) regard oral translation as the foundation
of translator and interpreter education. In Interpréter pour traduire, they state
their conviction unequivocally:

Nous voyons dans l'interprétation le modele de base, la forme élémentaire,
de toute traduction de textes, car il n’y a pas de texte sans message, il n’y
a pas de texte sans auteur et sans présupposés, sans éléments cognitifs non
explicitement exprimés mais devant étre pris en compte. (1986:10)

Lederer proceeds to explore a pedagogy of translation based upon the primacy
of orality in La traduction aujourd hui : le modéle interprétatif (1994).

Despite these strong statements that oral translation skills serve most
aptly as a foundation for the development of higher level translation and
interpretation skills, it is translation that serves as a pedagogical basis for the
development of higher level competence in both areas in many, if not most,
training programs. Areas in which written translation skills often serve as a
basis for decision-making include diagnostic testing and degree track selection.
In addition, the bulk of core coursework in schools and programs is often in
the area of translation, regardless of whether instruction in interpretation is
offered concurrently or sequentially in the curriculum model.

Garcia-Landa’s position on this issue of pedagogy is unequivocal; he draws
attention to the Westernist premise of the debate in stating that

it never occurs to a professor to remember that much before writing was
invented, and for many thousands of years, people lived in strictly oral
cultures. Even today, from the more than 4000 languages spoken in this
planet [sic] less than 100 have an alphabet and can be written, all the others
remaining in the oral phase. People in Western culture are so intellectualized
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(textified) that they cannot even start imagining what it is to live in an oral
culture, to be an oral personality. (1995:403; see also 1985, 1981)

Garcia-Landa’s position draws attention to the broader issue of the fundamen-
tal relationship between Translation Studies and Interpreting Studies, in which
Interpreting Studies has often been relegated to a subordinate role (Cronin
2002; Pochhacker 2000: 106—111). Moreover, the relationship between oral and
written translation may be seen as a reflection of the relationship between
orality and literacy in general. Greater exploration of this relationship in the
context of interpreter education also serves to heighten the attention given to
orality even within the field of Interpreting Studies, which has been neglected
to date (Cronin 2002).

5. Conclusions

While it would seem self-evident that oral translation skills should serve as a
foundation for building high-level skills in both translation and interpretation,
little attention has been paid to this topic in the teaching and research com-
munity. Although interpretation instructors have addressed issues surrounding
pedagogy and instruction with interest and dedication, the number of publica-
tions devoted to the teaching of interpretation is relatively low in comparison
to other areas of educational research. Articles and essays devoted to interpreter
education range widely in terms of substance, methodology, and scope. In the
individual areas of focus in this study — curriculum, assessment, expertise, and
language transfer competence — much of the literature is based primarily upon
the personal experience and insight of professional interpreters. This situa-
tion is indicative of the fact that, in the theoretical reflection on interpreter
education, research is in an exploratory phase.

A theoretical discussion can further the process of laying the pedagogical
groundwork for improved instruction in interpreter education. A logical start-
ing point is the recognition of the interrelated nature of curriculum design and
implementation, the building of expertise in skills-based fields, and the role of
valid and reliable assessment in determining whether the curriculum and in-
struction could be more useful and effective. Such a discussion has the potential
to improve interpretation pedagogy by:

a. Solidifying the foundations of pedagogy and instruction
b. Improving transparency for all parties involved
¢. Improving consistency of quality in pedagogy and instruction
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d. Providing information and guidance to instructors who are new to the
classroom

e. Providing a clearer framework for the evaluation of educational systems
and procedures, as well as administrators, instructors and students

These processes also aid in describing similarities and differences between
interpreting and translation. Furthermore, a better understanding of how
linguistic and cultural mediation differs from other language-related activities
can be achieve. Therefore, much stands to be gained from greater reflection of
educational theory in discussions about curriculum and assessment in schools
and programs, beginning with greater autonomy through a more coherent
identity and conceptualization of this field of pedagogy.



CHAPTER 3

Fundamental aspects of curriculum

If a theory is a set of related statements that are arranged so as to give
functional meaning to a set or a series of events, a curriculum theory is a set
of related statements that gives meaning to a school’s curriculum by pointing
up the relationships among its elements and by directing its development, its
use, and its evaluation. (Beauchamp 1975:58)

In a field as “elusive, fragmentary, and confusing” as curriculum (Ornstein &
Hunkins 1989: 1), one is well advised to “choose an approach and definition,
a school of philosophy and psychology, developmental and design models,
theory and practice relationships, and curriculum responsibilities [one wishes]
to promote” (27).! The discussion of definitions, foundations and approaches
in this chapter presents principles from the literature on curriculum and relates
them to writings, discussions, and research in the field of Interpreting Studies
(IS). The objective is to make more explicit the usefulness of traditional areas of
educational theory in providing a framework for curriculum and instruction
in interpreter education.

Beauchamp’s definition of curriculum theory, cited above, draws attention
to the relationships between curriculum components and the need to recognize
these relationships in the development, use, and evaluation of the curricu-
lum as a whole. In translator and interpreter education, these components are
diverse in nature and include, for example, skills-based components (transla-
tion and interpretation), knowledge-based components (acquisition of domain
expertise), and deontological components (knowledge of the profession, e.g.,
professional identity, ethics, and business practices). The relationship between
these components is described with varying levels of explicitness in differ-
ent curriculum models. Establishing greater clarity about the nature of these
components, their interaction, and appropriate sequencing can only serve to
enhance the quality of interpreter education.

The distinction between curriculum and pedagogy is a blurry one. As
Walter Doyle remarks, “[t]he meeting point between these two domains has
always been somewhat fuzzy, in part because the terms denote separate but
interrelated phenomena” (1992:486). In defining the role of each area, he
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states that “curriculum is intended to frame or guide teaching practice and
cannot be achieved except during acts of teaching” (486). Indeed, three levels of
curricular interaction, which are by definition overlapping, may be identified:
interaction on the program level, in specific courses, and among individuals —
administrators, instructors, students, and alumni, among others.

The discussion in this chapter focuses primarily on the broad program
level, i.e., “the issues of content selection and arrangement that float well
above the surface of particular classrooms” (Doyle 1992:486). This discussion
would be incomplete, however, without considering interaction on the level
of courses and between individuals when they have a substantial impact on
the program level. Therefore, individual events of instruction — the “processes
or the ‘how’ of schooling, the human interactions that occur during actual
teaching episodes” (486) — are referred to when appropriate.

This chapter is structured according to curriculum definitions, founda-
tions, approaches, guidelines, and models. According to Ornstein and Hunk-
ins, the foundations of curriculum “set the external boundaries of the knowl-
edge of curriculum and define what constitutes valid sources of information
from which come accepted theories, principles, and ideas relevant to the field
of curriculum” (1998:13). Accordingly, they reflect a person or institution’s
“philosophy, view of history, view of psychology and learning theory, and view
of social issues” (16). The foundations of curriculum encompass philosophy,
history, psychology, and sociology, and reference to each is made in the follow-
ing to illustrate how each has been implicitly present in interpreter education
and the Interpreting Studies literature. The objective of this discussion is not
to be exhaustive in scope, but to “analyze and synthesize what is known” about
these areas of study using selected examples and to “present implications that
are relevant to curriculum” (16).

Guidelines are derived primarily from the philosophical and social founda-
tions of curriculum, and they are embodied in the aims, goals, and objectives
of instruction. Here once again, the relationships between the levels of the pro-
gram, the course, and the individual emerge. The aims of instruction reflect the
educational philosophy of the institution and are expressed in concrete terms
as the goals of the program. Teaching objectives are defined on the course level
and serve as milestones in attaining goals.

Curriculum approaches, in turn, reflect “a holistic position or metaorienta-
tion, encompassing the foundations of curriculum ..., domains of curriculum
(common and important knowledge within the field), and the theoretical and
practical principles of curriculum” (Ornstein & Hunkins 1998: 16). Psychology,
philosophy, and sociology are of fundamental importance in this discussion of
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approaches to the curriculum. In developing an approach, a researcher must
review, contrast, and juxtapose concepts from the interdisciplinary literature
on educational psychology and the Interpreting Studies literature. It is primar-
ily through such a discussion that links between disciplines can be established
and made explicit in an effort to strengthen the theoretical base of interpreter
education programs. The approaches explored in the following fall into two
general categories: scientific, or behavioral (3), and humanistic (8).2

The relationships between foundations, guidelines, and approaches are
complex and, as discussed in the introduction to this book, are shaped by
factors that vary by country and institution. These relationships manifest
themselves in curriculum models, which therefore take different shapes. A
discussion of basic types of curriculum models in interpreter education is
presented at the end of this chapter.

1. Definitions

11 The official curriculum

As stated in Websters Revised Unabridged Dictionary (1913), curriculum gener-
ally refers to “a course; particularly, a fixed course of study, as in a university,”
and originates from the Latin term for “a race course; a place for running.” This
definition implies that a curriculum has a progression, and that the student
proceeds through a structured, ordered course in the pursuit of a defined goal.
In a comprehensive discussion of the evolution of the term, Jackson (1992a)
writes that “at the heart of the word’s educational usage . .. lies the idea of an or-
ganizational structure imposed by authorities for the purpose of bringing order
to the conduct of schooling” (5). Similarly, Greeno, Collins and Resnick regard
curriculum as “a set of educational goals and a sequence of learning activi-
ties that are intended to promote development toward those goals” (1996:33).
Many alternative types of definitions have also been proposed. In reviewing
these definitions, Ornstein and Hunkins state that curriculum can be defined
according to five basic views: as plan, experience, system, field of study, or
subject matter (1998:10-11). In contrast, Freihoff defines curriculum opera-
tionally as a text providing information on a course of studies (1995:152, 155).

The discussion in this chapter adopts two of these definitions. The first
is the view of curriculum as a written plan of action, which is reflected in
curriculum documents that contain clearly stated learning objectives. A plan
of action is based upon a curriculum model and its underlying objectives;
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its educational philosophy is grounded in the psychological foundation of
and scientific approach to curriculum. The view of curriculum as a plan of
action is a view of curriculum as process; that is, a sequence of curriculum
components that serves as a framework for an individual’s learning. The second
viewpoint defines curriculum as encompassing all of the learning experiences
of the student. This view of curriculum is a view of curriculum as interaction
between student and instructor in the professional community of interpreters.
It is a definition rooted in Dewey’s philosophy of experience and education
(1916, 1938), which has evolved into the concept of reflective practice. Hence,
this view of curriculum is grounded in the philosophical and sociological
foundations of the curriculum and the humanistic approach to it.

1.2 The hidden curriculum

Fiir das Individuum existiert nur das individuell verstandene, erlebte und
gelebte Curriculum, das letztlich den Geist einer Institution ausmacht.
(Freihoff 1995:152)

A written curriculum document is a plan of action, i.e., a guide to curriculum
implementation. However, this description of the official curriculum does not
document the curriculum in its entirety. A curriculum plan depicts an ideal,
not the curriculum in practice. The theoretical framework of instruction must
first be filled with life as the individual personally experiences the curriculum
(Freihoff 1995:152). Hence, when discussing curriculum documents, it is
useful to look beyond the conceptual framework on paper and draw upon an
insider’s knowledge of the program of instruction:

If we only consider the planned curriculum, the official curriculum evident
in a written document, or if we are too prescriptive in our approach, in our
delivery of instruction, we can ignore the numerous positive and negative
consequences that can result. We may fail to realize the power of the hidden
curriculum, that part of the curriculum that, while not written, will certainly
be learned by students. (Ornstein & Hunkins 1998:12)

Thus, the hidden curriculum instills values and beliefs that shape future mem-
bers of the professional community. If, for example, simultaneous interpreta-
tion into the non-native language is not offered officially in the curriculum and
remains in the hidden curriculum, students may come to believe that it is not
a legitimate practice. If court interpretation or translation theory is not offered
in the curriculum, students may have the impression that such content is not
valued in the professional community (12). Learning in these areas therefore
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becomes part of the hidden curriculum. To return to the quotation of Freihoff
above, the only curriculum that truly exists for the learner is the curriculum as
it is individually experienced. In turn, this curriculum shapes the spirit of the
institution.

Therefore, a case study of curriculum must also take into account those
factors that are not codified in curriculum documents. The knowledge of an
insider is required to fully evaluate those variables that are not apparent to the
external observer and may nevertheless have an impact on curriculum out-
comes. This information about the hidden curriculum should be thoroughly
documented and exposed for the benefit of the external observer.

2. Foundations

Ornstein and Hunkins (1998) present four fields of study that form the
principle foundations of curriculum: philosophy, history, psychology, and
sociology. Each of these foundations is implicitly present in the Interpreting
Studies literature, and some areas are more highly developed than other areas.
In the discussion in this chapter, which presents some of the pedagogical
implications of these areas of study, a curricularist perspective is adopted
to describe how established areas of research in Interpreting Studies relate
to the foundations of curriculum. Representatives of these four foundations
contribute differently to interpretation pedagogy, both implicitly and explicitly.
It is the perspective of the curricularist that the foundations of curriculum do
not vie against one another, but rather constitute alternative perspectives that
complement one another in educational practice. The following discussion of
curriculum foundations is not intended to be exhaustive, but rather to show
through individual examples how each foundation is implicitly present in the
Interpreting Studies literature.

In the past, much of the discussion in Interpreting Studies has centered
on the relative merits of specific research methodologies. The direction of
such a discussion is not the central concern of the curricularist. Rather, the
interpreter educator as curricularist is primarily interested in the potential
of these foundations to inform educational practice. Often, this is an issue
of the extent to which teaching methods are addressed explicitly within the
research paradigm, and the extent to which research results, whether derived
from conceptual analysis or empirical study, can be implemented with relative
ease in the interpretation classroom.
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2.1 Philosophy

As Ornstein and Hunkins point out, philosophy provides educators “with
a framework for broad issues and tasks, such as determining the goals of
education, the content and its organization, the process of teaching and
learning, and in general what experiences and activities they wish to stress in
schools and classrooms” (1998:32). Philosophy thus provides one basis for the
discussion of educational objectives and the principles according to which the
curriculum is designed.

The educational philosophy of John Dewey (1916, 1929, 1938) emerges as
a pervasive force in most discussions of curriculum,’ and the tenets of his
science of education constitute the groundwork for the humanistic approach
to curriculum outlined in Section 4.2 of this chapter. Chief among them are
the concepts of an experience-based pedagogy in which situated learning takes
place — learning by doing through intelligent problem-solving, with the instructor
as coach. A key task in curriculum design is therefore structuring the learning
environment and learning processes according to these principles, which helps
to ensure that instructional events are sequenced effectively and the desired
learning outcomes are attained.

Focusing on the child and school, Dewey’s educational philosophy has
been instrumental in the evolution of educational concepts. Dewey was one
of the first to advocate a ‘science of education. Dewey, for whom education
begins with experience, outlines the main tenets of his educational philosophy
in The School and Society (1900) and The Child and the Curriculum (1902).
Education begins with the interests of the learner. The interplay of thinking and
doing is required. The teacher is to be seen as a guide and coworker, and the
educational objectives include all areas of growth in the student. This approach
to curriculum and instruction has been subsumed in the term ‘discovery
learning. In The Child and the Curriculum (1902), Dewey stresses that the child
and the curriculum are merely two limits of the same process and that it is the
teacher’s task to bridge that gap (11). In other words, the child’s experience
is intertwined with the subject material covered in courses, and instruction
does not emerge simply from the ‘fixed and ready-made’ organized knowledge
presented as ossified subjects of study.

Although Dewey was not the sole contributor to this line of reasoning,
he was the major force in educational thinking of his time that gave rise to
the concept of curriculum as educative experience (Jackson 1992a:6-7). For
example, his focus on the role of reflection in problem-solving serves as a
basis for Donald Schon’s conceptualization of reflective practice (1983, 1987).
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Recently, the Translation Studies literature has incorporated principles of the
progressivist movement, which is shown in an emphasis on how to think,
not what to think, problem-solving, and cooperative behavior (Ornstein &
Hunkins 1998:46).

One educational philosophy that has emerged from Dewey’s work is
constructivism, which may be seen as a unifying concept for a multiplicity
of views, or “sects,” subsumed under the one label (Phillips 1995). Duffy and
Cunningham identify two unifying principles of constructivism and its impact
on instructional practice: “1) learning is an active process of construction
rather than acquiring knowledge, and 2) instruction is a process of supporting
that construction rather than communicating knowledge” (1996:171). Kiraly, a
pioneer in the application of constructivist principles to translation pedagogy,
explores the impact of these instructional concepts and calls for instructional
reform (2000). His objective is to provide guidance in the development of
an educational culture for the study of translation that empowers the learner
(193-196):

Constructivism ...is based on the epistemological viewpoint that each indi-
vidual creates or constructs meanings — or knowledge — of the world through
an internal process of reacting to perceived relationships in the environment.
From this perspective, structures in the mind cannot be imposed from with-
out; knowledge cannot be passed on from those who know to those who do
not; it is only through personal experience that individuals can increase their
own knowledge (or understanding of the world around them).

(Kiraly 1997a:144)

The adoption of a constructivist stance implies that the pedagogical value of
a theory lies in its meaningfulness to the student, i.e., the student’s ability
to utilize a given theoretical construct to advance his or her learning pro-
cesses. Therefore, the most relevant question from a pedagogical standpoint is
whether students can make use of the concept as they construct their personal
knowledge of how to interpret. In this vein, Kiraly concludes that the

concept of teaching, in the traditional sense of distributing knowledge, might
better be replaced by that of ‘facilitating’ learning, in that the instructor’s job
can be seen to consist essentially of situating or contextualizing cognitive tasks,
modeling translation processes, and promoting a multiplicity of perspectives
for the solving of translation problems and the development of translation
strategies. (1997a:146)
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2.2 History

The historical foundation of curriculum recognizes that all human activities
take place within time and context (Ornstein & Hunkins 1998:62). This
foundation contributes to an awareness of the historical development of
educational programs and, more specifically, of changes in philosophies and
even basic attitudes toward curriculum and instruction that fall into the realm
of the sociology of knowledge. Through historical analyses,

we gain a multiplicity of views and a realization of and an appreciation for the
complexity of interpretations. In studying this foundation of curriculum, we
...come to appreciate that it is under constant revision. New knowledge of the
foundation requires such action. (Ornstein & Hunkins 1998:62)

This last point is particularly salient, as philosophies of curriculum and in-
struction have a tendency to become ossified in interpreter education, as in
other fields. Through an awareness of the historical dimension of training pro-
grams and how programs are shaped by prevailing philosophies of education
and social contexts, the interpreter educator comes to realize that curriculum
is by definition in a state of flux. To attempt to freeze it in place and leave
it unaltered despite advances in knowledge, technological and social progress,
shifting value systems, and changes in political and economic life is to condemn
it to becoming outdated and increasingly disassociated from the educational
needs at hand.

An examination of the early development of curriculum in interpreter
training demonstrates this point. Acknowledgement of the need for a compre-
hensive educational background led, for example, to the introduction of law,
philosophy, and history classes at the University of Vienna in 1944/45 (Kurz
1996:31-32). The inclusion of simultaneous interpretation in a course of study
is perhaps an even more salient example. Kurz draws attention to differences
in the attitudes of program administrators and instructors to simultaneous
interpretation in the late forties and early fifties, and how these attitudes dif-
fered between the University of Vienna and the University of Geneva when this
particular mode of interpretation began gaining ground in the marketplace
(1996). In Geneva, the prevailing sentiment was initially against the teaching of
simultaneous interpretation, but individual practice sessions were introduced
into the curriculum in 1947. Separate courses became part of regular course of-
ferings in 1950. In Vienna, the first simultaneous interpretation sessions were
launched using the university telephone system in the late 1940s, and instruc-
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tors were open to this development. Formal classes were added to the course
listings in the early 1950s (1996:28-34).

The evolution of the official name of the School of Applied Linguistics
and Cultural Studies of the University of Mainz in Germersheim also reflects
changes in the philosophy underlying interpreter and translator education.
This particular school was established in 1947 by the French military in
the occupation zone following the Second World War and was called the
Staatliche Dolmetscherhochschule Germersheim (literally, the ‘State Interpreters
School Germersheim’). In 1949, it was integrated into the University of Mainz
as the Auslands- und Dolmetscherinstitut (‘Foreign Studies and Interpreter
Institute’). In 1972, it was renamed Fachbereich Angewandte Sprachwissenschaft
(FAS; School of Applied Linguistics), which emphasizes the role of academic
studies and research in the curriculum. Honig attributes this name to the
dependence of translator and interpreter education on structural linguistics
as a theoretical foundation for curriculum and instruction (1995:170). In
1992, the institution’s name was changed to Fachbereich Angewandte Sprach-
und Kulturwissenschaft (FASK; School of Applied Linguistics and Cultural
Studies) to reflect an added emphasis on area studies (history and political
systems, literature and the arts) in the countries where the languages of study
are spoken.

Originally, three degrees were offered by this institution: translation, com-
mercial correspondence, and interpretation. The graduate degree in interpreta-
tion (Diplom-Dolmetscher) was thought to be an avenue of further study only
for the best students who had already completed either a degree in transla-
tion or a degree in commercial correspondence. Students who continued in
interpretation were required to have a good general education and perfect spo-
ken and written mastery of their future working languages.* This sequential
curriculum model later gave way to a Y-track version. The degree in commer-
cial correspondence disappeared from the curriculum, although courses in this
area continued to be offered. More recent curriculum reforms (1998) include
the modularization of degree tracks and individual study components to make
the curriculum more flexible (Ordnung 1998).

These curriculum changes are several examples of how interpreter edu-
cation has evolved since the Second World War. According to Ornstein and
Hunkins (1998), such knowledge serves several purposes in curriculum de-
sign and implementation. First, “an understanding of historical foundations
in education helps us integrate curriculum, instruction, and teaching” (69).
Furthermore, the historical perspective facilitates the development of a com-
mon or core curriculum. It aids in understanding how content and process
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in subject areas relate to one another, and it provides an opportunity to add
a moral dimension to education, in particular through the discussion of case
studies and ethics (60). Perhaps most importantly, through a historical sense
of interpreter education, we “will comprehend that curricular activity exists
within various ‘configurations of factors that are time bound and context-
specific’ and out of such dynamics emerge appropriate actions for particular
times, rather than one best system” (96). In other words, we realize that cur-
riculum evolves continuously as we adapt the content and teaching methods
to changing social, political, and economic circumstances, as well as individual
and group needs.

2.3 Psychology

The field of psychology, a third curriculum foundation, complements that of
philosophy by providing an understanding of teaching and learning processes.
According to Ornstein and Hunkins, all curriculum scholars “agree that teach-
ing the curriculum and learning the curriculum are interrelated, and psychol-
ogy cements the relationship” (1998:100). Therefore, this foundation is “much
in evidence in education ... both in direct and indirect form,” and psycholo-
gists have played a major part in advancing the understanding of “learning so
as to better inform curriculum development and teaching.”®

The psychological foundation encompasses a scientific approach to cur-
riculum. In their review of the scientific tradition in curriculum studies,
Darling-Hammond and Snyder stress that a

scientific approach seeks to justify curricular decisions by reference to a
growing base of knowledge about the nature of learning and the effects
of teaching choices on various learning outcomes. This approach might
be viewed as standing in contrast to, or complementary with, approaches
that seek to justify curriculum decisions on more purely philosophical or
humanistic grounds, referencing values and beliefs as the cornerstones of
evaluative judgments and actions. (1992:41)

In line with the focus on empirical studies in interpretation, “[t]he scientific
tradition offers a range of procedures for attempts to understand and advance
curricular theory and practice by grounding them empirically in systematic
studies of student learning and classroom undertakings” (41). The scientific
approaches to pedagogy and instruction reported in Section 4.1 of this chapter
include information processing and the curriculum theory derived from it —
instructional systems design — as well as the cognitive psychology of expertise.
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Prevalent in the discussion of the impact of cognitive psychology on cur-
riculum and pedagogy is the relationship between knowledge gains and their
application in the classroom. It has not been made sufficiently explicit how
the knowledge of cognitive psychology can be exploited for pedagogical pur-
poses. The “new methods, as studied by psychologists, yielded new knowledge,
but it was not always ready to be put into a form for the teacher to use” (Hil-
gard 1996:1001). Some interpreter educators may be guided by this impression
when reviewing the literature of cognitive psychology and cognitive models of
interpreting that have been advanced since the seventies. In this vein, Sternberg
remarks that “those who have actually attempted to apply cognitive principles
to instruction know that the relationship between cognition and instruction is
not an untroubled one” (1986:375); Sternberg cites the areas of theory, student
and teacher ability, and student and teacher motivation as hurdles. A particular
difficulty is the merging of theories of cognition and theories of instruction that
are applicable at the level of the classroom unit and that of the individual (275).
For example, a theory may specify performance processes at a level of analysis
that is inappropriate for instruction (too macroscopic or too microscopic) and
is therefore instructionally irrelevant (377). These problematic aspects of cog-
nitive psychology are not prevalent in the literature on instructional design
systems, which is in widespread use in business and industry (Gagné, Briggs, &
Wager 1992).

2.4 Sociology

The fourth curriculum foundation, sociology, draws attention to the fact
that the curriculum reflects society and the values that shape it. Societal
factors have a direct impact on the subject matter that is taught in the
curriculum, the aspects of the subject matter that are emphasized, and the
delivery of the content. In interpreter education, these values become apparent,
for example, through the role that cultural studies, literature, and history
play in the curriculum model. An additional factor is the degree to which a
program is ‘business-friendly; which refers to the degree to which a program
simulates industry practices, ethics, and professional conduct, thus providing
a seamless transition into the workplace. The statement sometimes made
in programs that only the very best students of translation proceed in the
curriculum and attain a degree in conference interpretation, as mentioned
in the section on history above, is an expression of the esteem in which
interpretation is held in some institutions. At the same time, it reflects how
translation, relegated to a subordinate role, is seen and valued. Whether



50

Chapter 3

mentioned explicitly in the official curriculum or conveyed indirectly in the
hidden curriculum, these views are inevitably perpetuated from one generation
of students and practitioners to the next. As Ornstein and Hunkins state, the
“values, beliefs, and norms of a society are maintained and passed to the next
generation not merely by teaching about them, but also by embodying them
in the very operation of the educational system” (1998:138). The point of this
discussion is not to judge whether the values advocated are good or bad, but
merely to draw attention to the fact that social values shape our educational
systems and that they therefore require consideration in curriculum design and
implementation.

Values are also driven by social dynamics that are both internal and
external to the profession. External factors include the fact that campuses
of schools of translation and interpretation are by definition multicultural.
Although the dominant academic culture is unambiguous — it is that of the
country in which the program is located — integration is necessary across
programs and languages in an effort to promote multicultural understanding.

The organization of theoretical, practical, and productive knowledge in the
curriculum is a pertinent example of how educational values lead to differences
in curricular frameworks. While some programs stress general knowledge
and one specific field of specialization, for example medicine, business and
finance, science and technology, or law (University of Mainz in Germersheim,
Studienordnung 1998), another program may strive to achieve breadth and
depth of professional currency in all of these fields concurrently (Monterey
Institute of International Studies). Yet another curriculum framework may
offer a range of possible subject matter specializations that is limited only by
the courses taught in the university as a whole (University of Tampere, Freihoff
1993:214).

In summary, both the official and the hidden curriculum are influenced
by sociological factors that are internal and external to the program. Program
content and teaching methods are shaped by the worth attached to the program
content by those individuals who design the curriculum. The educational
philosophy of the institution is thus an expression of their values, which serve
as guidelines in the design and implementation of curriculum.

3. Guidelines

In the landmark text Basic Principles of Curriculum and Instruction, Tyler
(1949) opens his discussion by asking the question, “What educational pur-
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poses should the school seek to attain?” (3). His response highlights the impor-
tance of clearly defining the aims of instruction and provides food for thought
for interpreter education programs as well:

Many educational programs do not have clearly defined purposes. In some
cases one may ask a teacher of science, of English, of social studies, or of some
other subject what objectives are being aimed at and get no satisfactory reply.
...if an educational program is to be planned and if efforts for continued
improvement are to be made, it is very necessary to have some conception
of the goals that are being aimed at. These educational objectives become
the criteria by which materials are selected, content is outlined, instructional
procedures are developed and tests and examinations are prepared. All aspects
of the educational program are really meant to accomplish basic educational
purposes. Hence, if we are to study an educational program systematically and
intelligently we must first be sure as to the educational objectives aimed at.
(Tyler 1949: 3; emphasis added)

Tyler sees the purposes of instruction as a source of guidance in designing,
structuring, and implementing the curriculum. These purposes are manifested
in the educational philosophy, aims of instruction, program goals, and teach-
ing objectives. Clarity of purpose on each level of the curriculum — program,
course, and unit — improves instructional design. Moreover, the precise defini-
tion of instructional outcomes informs decisions concerning skill sequencing,
content selection, and use of appropriate materials. In other words, the “best
way to design instruction is to work backward from its expected outcomes”
(Gagné, Briggs & Wager 1992:39). In addition, clarity about program goals
facilitates the integration of valid and reliable forms of assessment into the
instructional regime.

Objectives, then, are useful in providing a sound basis (1) for the selection or
designing of instructional content and procedures, (2) for evaluating or as-
sessing the success of the instruction, and (3) for organizing the students’ own
efforts and activities for the accomplishment of the important instructional
intents. In short, if you know where you are going, you have a better chance of
getting there. (Mager 1975:6)

Educational aims, goals, and objectives are sometimes considered synonymous.
In the curriculum literature, however, these three levels are distinguished from
one another. Aims are generally attributed to the institutional level, goals to
the program level, and objectives to the course level. See Figure 3.1. Freihoff
describes this hierarchy as a division of labor resulting in a series of curricu-
lum and teaching documents. The aims of instruction are defined through
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Course
objectives

Course
objectives

Course objectives

Individual stakeholders,
e.g., students and
teachers
Course
objectives

Figure 3.1. Aims, goals, and objectives in the curriculum

mission statements and guidelines. Program goals are formulated by defining
the domains, activities, and contents of instruction. Finally, teaching objec-
tives emerge through the identification of specific topics and process planning
(1995:157-158). All three areas, however, are shaped by educational philoso-
phy. Ornstein and Hunkins thus describe the process of defining educational
outcomes as a progression beginning with educational philosophy, from which
the aims of instruction are derived. Goals are derived from the aims, and finally
objectives from the goals (1998:274).
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3.1 Educational philosophy

A curriculum is grounded in the educational philosophy of the institution, in
which academic tradition and culture play a significant role (Freihoff 1998: 26—
27; Arjona 1990:239-242). National traditions in translation and interpre-
tation are discussed in Baker’s Encyclopedia of Translation Studies (1998b).
Manifestations of national traditions with direct impact on curriculum design
include specific legislative and administrative requirements for the educational
system, e.g., examinations required to enter and graduate from programs and
the process of approving changes to the curriculum and examination guide-
lines, as discussed in the introduction to this book.

In this regard, Forstner stresses the need for equivalence among programs
while allowing for diversity:

Es ist nicht die Aufgabe und auch nicht die Absicht der in der C.I.U.T.I. zusam-
mengeschlossenen Institute, die Ausbildung von Ubersetzern und Dolmetsch-
ern zu vereinheitlichen oder gar zu standardisieren. Dies wire, zumindest zum
augenblicklichen Zeitpunkt, kaum mdoglich, da in Europa die jeweiligen na-
tionalen rechtlichen Vorschriften sehr unterschiedliche Rahmenbedingungen
setzen. ... Ziel ist also nicht die Gleichférmigkeit in der Ausbildung; vielmehr
wird Gleichwertigkeit in Vielfalt angestrebt. Die Wege, die zu den akademis-
chen Abschliissen fiihren, sind unterschiedlich. (1995:XV)

Differences in culture, educational philosophy, and national legislation result
in a wide variety of curriculum models, and the objective of CIUTI is to strive
for comparability across programs rather than the uniformity of all programs.
As a result of this diversity, different educational programs have different
factors to consider in curriculum implementation, different challenges to take
up, and different problems to solve. Therefore, Forstner draws attention to
the need to strike a balance between unity and diversity based upon the
compatibility of curriculum outcomes in the community of institutions that
educate translators and interpreters.

The educational and social philosophy of the interpreter education pro-
gram is normally reflected in its mission statement and curriculum documents,
which delineate the aims of the instructional program. A mission statement
of the Graduate School of Translation and Interpretation of the Monterey
Institute of International Studies, for example, stresses that

faculty ... are committed to helping students in a supportive and stimulat-
ing environment to develop the analytical skills, cultural literacy, conduct,
competence, professional integrity and loyalty needed to become superior
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professional translators and interpreters.
(Monterey Institute of International Studies 1998:2)

Content in each of the areas of knowledge and skill listed in this mission
statement and a framework for teaching this content are developed through a
process of interaction between various stakeholders who are both internal and
external to the educational institution. This process is depicted in Figure 3.2.

Sequencing of events and teaching objectives
Instruction in interpretation
Instruction in translation
Course objectives
Syllabus design
Course assessment
Individual assessment

Elaboration of the curriculum model and program goals
Description of curriculum outcomes (expertise)

Derivation of prerequisite knowledge and skill levels
Definition of developmental milestones (expertise levels)
Relationship between competence areas (translation and interpretation)
Integration of curriculum and assessment
Program evaluation
Individual assessment

Internal stakeholders and decision-makers
School and program administrators, instructors, students, alumni

Coordination and dialogue
Educational philosophy
Definition of the aims of instruction

External stakeholders and decision-makers
Ministries, accrediting bodies, policymakers, donors, media, private
and public sector employers, alumni, other industry institutions and
professionals

Figure 3.2. Process of defining aims, goals, and objectives for the curriculum
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3.2 The aims of instruction

In their definition of aims, Ornstein and Hunkins (1998) draw attention to
the visionary character of aims, which reflect the values of the educational
philosophy. Aims do not refer directly to events of instruction, but rather to
the belief system upon which the program is founded:

Aims are general statements that provide both shape and direction to the more
specific actions designed to achieve some future product or behaviors. Aims
are starting points that suggest an ideal or inspirational vision of the good.
They reflect value judgments and value-laden statements, and they furnish
educators with guides for the educational process.

(Ornstein & Hunkins 1998:269)

The aims of instruction vary according to educational philosophy. A program
of instruction in a professional school within the graduate school system of
the United States, for example, will often stress professional practice in a (sim-
ulated) workplace environment. According to Arjona, professional education
“entails a comprehensive and integrated course of study designed to prepare
the student for freelance or full-time practice in the field” (1984a:4). In con-
trast, a course of study in a department of a German research university may
stress the unity of research and teaching following the conceptions of Hum-
boldt, and a prerequisite for graduation will be the fulfillment of a research
component. There are few statements of aims in interpreter education formu-
lated explicitly by degree-awarding institutions. If the aims of instruction are
not stated explicitly, the hidden curriculum may grow in influence.

3.3 Program goals

In contrast to statements of aims, statements of goals are not expressions of
values or judgments; rather, they are statements of learning outcomes to be
achieved through an educational program. Goals are situated on the program
level and are equivalent to the outcomes of the curriculum. Ornstein and
Hunkins define goals as “statements of purpose with some outcome in mind”
(1998:272). They identify goals as the “desired outcomes for students as a result
of experiencing the curriculum” (272). As such, they serve as guidelines for the
design and implementation of the program. The formulation of explicit goals
in interpreter education is more widespread than the formulation of aims.
Examples are discussed in the following.
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There seems to be a consensus in the Interpreting Studies literature that the
overarching goal of interpreter training is to produce interpreters who are able
to work immediately and reliably on the market. Willet states, for example, that
the goal of a course of study is to become “ein fertiger Konferenzdolmetscher”
(1984), in the sense that the program graduate is competent and ready to work
directly after graduation. Giving the rationale for this statement, Willet stresses
that new entrants to the profession are immediately and solely responsible
for the quality of their output (see Déjean Le Féal 1998:363). This absolute
statement does not make allowances for mentoring by senior interpreters on
the job, which is often done as fresh graduates are incorporated into teams and
work with experienced colleagues. Mentoring and internship possibilities are
also becoming more widespread in the institutional markets, with programs
aimed at the recruitment of young interpreters who are expected to broaden
and deepen their qualifications, for example at the European Union.

The description of curriculum goals for the European Masters in Confer-
ence Interpreting focuses in particular on the need to train young interpreters
in language combinations for which interpreters are in short supply:

Within the framework of the European Union’s drive towards the promotion
of knowledge through wider access to specialist education and of the objective
of improved employability through the acquisition of specialist competence,
this intensive course is designed to equip young graduates with the profes-
sional skills and knowledge required for conference interpreting. The course
seeks to meet the demand for highly-qualified conference interpreters, partic-
ularly in the area of the less widely used and less-taught languages and in view
of the expansion of the Union and of the Union’s increasing dialogue with its
non-European partners. (http://www-gewi.kfunigraz.ac.at/emci/)

This statement of curriculum goals is similar to those of other programs of
instruction. Freihoff (1998:27) defines as one of the goals of an interpreter
education program, for example, the ability of graduates to conduct themselves
appropriately in the professional role of the language expert, i.e., as translator
or interpreter. Similarly, Amman and Vermeer (1990:17) state that the goal
of interpreter and translator education programs is the ability to translate
and/or interpret in a manner that is appropriate for the target culture and
recipient — “zielkulturaddquates und rezipientenspezifisches translatorisches
Handeln.” The latter definition is an indication that curriculum goals may be
complex. It may be useful to break down the comprehensive goal — “ability
to work as an interpreter” — into a series of goals that are explicitly related to
individual components of the curriculum.
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One of the clearest and most complete documents on curriculum and
learning outcomes in interpreter education has been produced by the Con-
ference of Interpreter Trainers in the United States. The National Interpreter
Education Standards (1995), which pertain to the education of American Sign
Language (ASL) interpreters, identify three areas in which instructional goals
are to be formulated: “the knowledge, skills, and perspectives students need to
gain in order to enter the field of professional interpreting” (1). In the CIUTI
Handbook, these goals in skill and knowledge development are subsumed un-
der translation competence, both written and oral, which is then subdivided
into four components: competence in the mother tongue, competence in the
foreign language(s), translation (transfer) competence, and cultural compe-
tence (Forstner 1995). The 1999 Studienordnung fiir die Diplom-Studienginge
Ubersetzen und Dolmetschen of the School of Applied Linguistics and Cultural
Studies of the University of Mainz follows this model. It focuses on skills and
abilities to be acquired during training, which include competence in the native
and foreign languages of study, cultural competence, competence in linguistics,
and subject matter competence in one field of specialization.

In comparison, Arjona (1984a:4) lists four professional objectives of a
course of study, which fall under the category of program goals:

1. Understanding by the student of issues and problems he/she is called upon
to address in real life situations

2. Fluency or familiarity with the vocabulary, symbol system, and traditions
of the field

3. Continuity of learning, thus ensuring that the student will be able to
continue to learn and develop professionally after exiting the program

4. Resourcefulness in the student, thereby training him/her in the manip-
ulation of human and intellectual resources to ensure successful pro-
fessional work

Arjona distinguishes goals from related objectives, which she terms “ancillary
skills training ... the teaching of certain T/I techniques and methods and the
exposure to limited practical experience in translation and/or interpretation”
(5). Ancillary objectives aim to (1) enhance students’ personal development,
(2) improve their proficiency in foreign languages, or (3) complement the
students’ foreign language programs of study (5).

Similar to the National Interpreter Education Standards (1995) and Arjona
(1984a), Freihoff (1998:26) describes goals as the activities, competencies,
attitudes, knowledge, and abilities that enable graduates to complete complex
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translation and interpretation tasks independently and responsibly through
analysis and problem-solving and to justify their approach to task solutions:

Ziel der Ausbildung ist, verantwortungsbewuflte, eigenstindig denkende,
tatkraftige Personlichkeiten, Translationsexperten, heranzubilden, die kom-
plexe Vermittlungsaufgaben tibernehmen, analysieren und l6sen und ihr
Vorgehen argumentativ vertreten kénnen. (28-29)

In summary, there seems to be widespread agreement in the professional
community of conference interpreters that graduates need to be well-equipped
to work independently in the profession. Nevertheless, a period of initiation
into the specific demands of a given workplace is required and often provided
through mentoring or other forms of in-house training. The consensus is
not as strong as to the nature of second-order goals that contribute to the
attainment of this overarching curriculum outcome. This diversity of opinion
is also reflected in the wide range of curriculum models that exist in translator
and interpreter education. The discussion of the scientific and humanistic
approaches to curriculum design is intended to aid in building a framework
for a more precise description of program goals.

3.4 Teaching objectives

Compared to aims and goals, teaching objectives have a higher degree of
specificity. Derived from the educational philosophy of the institution, aims
of instruction, and program goals, teaching objectives describe the outcomes
of course instruction. As Ornstein and Hunkins remark, “[w]ithin the context
of educational aims and goals, it is necessary to formulate objectives that will
indicate in more specific terms the outcomes of the curriculum or project
being considered.” (1998:274). Although this study focuses on curriculum and
a detailed discussion of instructional objectives for the classroom is beyond its
purview, a discussion of interaction between the course and curriculum levels,
i.e., between goals and objectives, is offered here.

Bloom’s seminal Taxonomy of Educational Objectives establishes a break-
down of objectives into the cognitive and affective domains, which correspond
to the scientific and humanistic approaches to curriculum. In the cognitive
domain, the categories proposed include knowledge (scientific) in its vari-
ous types and intellectual abilities and skills, i.e., comprehension, application,
analysis, synthesis, and evaluation (1956). The affective domain (humanistic)
consists of receiving (attending), responding, valuing, organizing (values), and
characterizing a value or value complex. For Ornstein and Hunkins, cogni-
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tive and affective domains are not all-encompassing; they therefore add the
psychomotor domain (1998:281).

More recently, Gagné, Briggs and Wager (1992) advance five categories of
learning outcomes: intellectual skills, cognitive strategies, verbal information,
motor skills, and attitudes. Fach of these areas is represented on both the
course and the program levels. “Intellectual skills enable individuals to interact
with their environment in terms of symbols or conceptualizations ... Learning
an intellectual skill means leaning how fto do something of an intellectual
sort,” and may be equated with procedural knowledge (43). The intellectual
skill ‘how to interpret’ would fall into this category. Cognitive strategies,
a term generally attributed to Bruner (Bruner, Goodnow, & Austin 1956),
“are the capabilities that govern the individual’s own learning, remembering,
and thinking behavior” and are generally domain specific (44—45). Verbal
information is “the kind of knowledge we are able to state. It is knowing that,
or declarative knowledge” (46). World knowledge and knowledge of subject
matter are pertinent examples in interpretation. Motor skills make motor
performance possible, e.g., riding a bicycle, drawing a straight line, or printing
letters, and are also required for speaking, listening, reading and writing (47).
Finally, attitudes are in the affective domain and “amplify an individual’s
positive or negative reaction toward some person, thing, or situation” (48).
They are important in education, because they are persisting states that modify
the individual’s choices of action (48). In translator and interpreter education,
objectives have also been defined more broadly as individual tasks, situations,
topics, processes, tools and means of expression (Freihoff 1998:27). It would
seem plausible that attitudes play a crucial role in the hidden curriculum.

In summary, goals and objectives seem to fall into two general categories:
the development of the knowledge and skills required to interpret and the
development of an awareness of appropriate conduct and membership in a
professional community.

3.5 Curricular implications

Aims, goals, and objectives provide guidelines for curriculum design that are
grounded in the educational philosophies, values, and belief systems of the
educational stakeholders. The distinction between these three levels can aid in
gaining greater clarity about how the curriculum functions, how its individual
elements relate to one another, and how goals can be reached. In addition,
these distinctions aid in defining with greater clarity the purposes of assessment
and how assessment is to be conducted. Thus, the process of defining aims,
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goals, and objectives and determining whether they have been met is inherent
to the circular process of designing curriculum and assessing the outcomes of
instruction as described in the introduction to this study.

Based upon the descriptions of goals and objectives included in the discus-
sion in Sections 3.3 and 3.4, four basic categories can be readily discerned: (1)
language skills, (2) transfer skills, (3) domain knowledge (subject matter), and
(4) knowledge of the profession / professional identity. As shall be argued in
the discussion of curriculum approaches, these individual areas should also be
reflected in the design and sequencing of instruction. For an educational pro-
gram to be successful, the competence levels in each of these domains must be
attainable. Therefore, the statement of goals should not be overly ambitious.
As Tyler states,

An educational program is not effective if so much is attempted that little is
accomplished. It is essential therefore to select the number of objectives that
can actually be attained in significant degree in the time available, and that
these be really important ones. Furthermore, this group of objectives should
be highly consistent so that the student is not torn by contradictory patterns
of human behavior. (1949:31)

Therefore, according to Tyler, if instructional goals are to be attained as effi-
ciently as possible, it is important to determine whether these goals overlap,
whether they work at cross purposes, and therefore whether they are eas-
ier to reach if pursued sequentially or concurrently. In interpreter education
programs, variations in the role of translation instruction (a subtype of lan-
guage transfer skill) are a pertinent example of how curriculum models differ
substantially from one another.

4. Approaches

4.1 Scientific — curriculum as process

Of the many scientific approaches to curriculum, behaviorism stands out
as a pioneering field. In comparing the behavioral approach to other major
curriculum approaches,” Ornstein and Hunkins describe this view as “the
oldest and still major approach to curriculum” (1998:2) and as “a frame of
reference against which other approaches to curriculum are compared” (3).
Furthermore,
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[i]t relies on technical and scientific principles, and includes paradigms, mod-
els, and step-by-step strategies for formulating curriculum. Usually based on a
plan, and sometimes called a blueprint or document, goals and objectives are
specified, content and activities are sequenced to coincide with the objectives,
and learning outcomes are evaluated in relation to the goals and objectives.
(Ornstein & Hunkins 1998:2)

The behavioral approach was the major foundation for curriculum for much
of the previous century. Early behavioral approaches to curriculum design had
the goal of making schools and curriculum more scientific or precise and re-
ducing teaching and learning to behaviors with corresponding activities that
could be measured. Later, Tyler (1949) combined behaviorism with progres-
sivism, thus incorporating the influence of Thorndike (objectives), Dewey
(needs of the learner), and the scientific approach to curriculum that had been
developing prior to Tyler’s landmark text. As a result, behavioral approaches
broadened and came to regard the learner as a cognitive functioning individ-
ual within a social context. In doing so, they could better address the complex
nature of human learning (Ornstein & Hunkins 1998:3).

For Darling-Hammond and Snyder (1992), the behaviorist perspective is
but one of many scientific approaches to the study of curriculum. Although be-
haviorism evolved to allow the investigation of the inner workings of the mind
(49), they conclude that “we must look outside of the behaviorist orientation
for explanations of how certain interventions produce their effects, why they
seem to be more effective in some circumstances than in others, and whether
the effects produced support or detract from other desirable goals” (49). Ad-
ditional traditions of scientific inquiry include the developmental, cognitive
structuralist, and cognitive science perspectives. Two research paradigms in In-
terpreting Studies that may be described in terms of curriculum approaches fall
into the last category — the computational view of the mind and the cognitive
psychology of expertise.

411 The computational view of the mind

The computational view of the mind, and information processing (IP) in par-
ticular, originated in the work of Miller, Cherry, and Broadbent, and Bruner in
the 1950s.® In Interpreting Studies, Gerver (1976), Massaro (1978) and Moser
(19765 1978) first applied information processing to interpretation.’ In terms of
curriculum and pedagogy, researchers “who follow an information-processing
paradigm for examining learning tend to focus more on the cognitive struc-
tures built up by the learners themselves,” according to Darling-Hammond
and Snyder (1992:54). They state further that in this process “humans develop
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increasingly powerful cognitive structures [frameworks] for organizing and ap-
plying their knowledge” (54). The IP approach holds promise of providing a
“unique contribution” to learning and instruction due to its “sharpened focus
on the process of thinking and the relationship between mental processes and
performances” (55).

Interestingly, Darling-Hammond and Snyder (1992) view the IP approach
as a constructivist one. From this perspective,

learning is influenced not only by how information is presented but also by the
learner’s understanding of the learning goals, by the schemas or framework
used to interpret and process information, by prior knowledge (including
conceptions and misconceptions) and the manner in which it is addressed
in a new context, and by his or her own learning strategies. (55)

Instrumental in the discovery of these principles has been the observation of
how different modes of information presentation have an impact on learners’
performances on certain types of tasks. These studies include subjects with
varying levels of proficiency, as in comparisons of experts to novices (55).

Moser-Mercer (1997¢) reviews process models of interpreting that have
been developed since the late seventies, in particular through computational
modeling, i.e., “the formal, quantitative description of behavior by the in-
teraction of a set of simpler component processes” (Massaro & Shlesinger
1997:20). A conceptual understanding of the process of interpreting is pro-
vided through this “multi-stage view,” which generally includes “some men-
tion of speech recognition, storage mechanisms, transfer, production and
output monitoring” (Moser-Mercer 1997c:3). Despite Moser-Mercer’s appli-
cation of her model to a beginner’s course in interpreting (1978), Massaro
and Shlesinger state that it “remains to be determined to what extent an
information-processing approach will increase our understanding of SI [si-
multaneous interpretation] and improve training and practice” (1997:46).
They remark that “we have gained some significant insights into the percep-
tion and production of language, but the application of this knowledge and
its scientific study within the SI situation remains at its infancy” (21). Par-
ticularly problematic is the transfer of knowledge from this line of research
to the general community of interpreters, even the community of interpreter
educators (21).

Therefore, although IP has proven to be a strong tool for the conceptual
analysis of interpretation, the value of IP to the pedagogy of interpretation has
not yet been made explicit. It is important to bear in mind that lack of clarity
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concerning the pedagogical usefulness of IP applies not only to interpretation
pedagogy. Bruner remarks with regard to education in general that

[t]he issue ...is whether the computational view of mind itself offers an
adequate enough view about how mind works [sic] to guide our efforts in
trying to “educate” it. It is a subtle question. For in certain respects, ‘how the
mind works’ is itself dependent on the tools at its disposal ... So, in a sense, the
mere existence of computational devices (and a theory of computation about
their mode of operating) can (and doubtless will) change our minds about
how “mind” works, just as the book did. (1996:2)

Furthermore, IP has offered little in descriptive power for the types of shifts in
mental resources that may well take place in interpreter training. IP capacity
is considered by many researchers to be finite, with no means of expansion
available (Bereiter & Scardamalia 1993; Setton 1999). Setton (1999: 3) identifies
mental representation as the layer currently lacking in most cognitive models
of interpretation based upon IP (and Interpretive Theory as well).

In comparison, the cognitive psychology of expertise offers a set of con-
structs to describe these shifts in cognitive processing, as Moser-Mercer illus-
trates in her analysis of challenges self-diagnosed by novice interpreters (2000).
Given the centrality of mental representation in the cognitive sciences, which
Gardner identifies as the major accomplishment emerging from this set of dis-
ciplines (1987:383), interpreter educators should perhaps devote more atten-
tion to this type of metacognitive analysis in instruction, i.e., students’ personal
conceptualizations of their cognitive processes and difficulties they encounter.
This instructional method can be pursued through reflective practice, a hu-
manistic approach to the curriculum.

An example of an IP model developed specifically for pedagogical purposes
is Gile’s Efforts Model (1995a). which seems to be a powerful metaphor for the
novice interpreter and has been used effectively in reflective practica (de Terra
& Sawyer 1998). The Efforts Model apparently allows students to build a simple
yet efficient personal construct of their interpreting skills and manipulate that
mental representation purposefully in pursuit of expertise.

4.1.2  Skills and abilities in Instructional Systems Design

Breaking down higher order skills into component skills has long been rec-
ognized as a useful approach to skill training. This curriculum approach may
be associated with the behaviorist/empiricist view outlined by Greeno, Collins,
and Resnick, in which
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procedural and factual knowledge is divided into components that are ar-
ranged in a learnable sequence. Typical sequences of instruction begin with
training in a procedure, facts or vocabulary in a simplified context, for exam-
ple, followed by presentations of the material in somewhat more complicated
settings. (1996:33)

Although IP has served as a theoretical basis for empirical research in interpre-
tation, there has been little discussion of its counterpart in curriculum theory —
Instructional Systems Design (ISD), or Instructional Design (ID).

ISD emerged during the sixties under the leadership of Robert M. Gagné,
who is generally considered to be the founder and the most influential theorist
of the field. The history of ISD is retraced in Derry and Lesgold (1996:790),
who delineate the problems this field encountered as constructivist models of
learning became widely recognized. The marriage of constructivist thinking
and ISD led to the development of a second generation of ISD, referred to as
ISD, (see also Merril 1992).

The central premises of this instructional theory are that “complex compe-
tence is built by adding coordination and other structure to simpler pieces of
knowledge” and that “instruction is most likely to be effective if severe con-
straints are placed on the amount of new structure that must be added to
already known atoms to yield each new knowledge unit” (Derry & Lesgold
1996:787). As a result, curriculum is defined as “the specification of a set of ca-
pabilities” (Gagné, Briggs, & Wager 1992:165), which is in line with a systems
view of education in that “any particular capability is preceded by the learn-
ing of prerequisite capabilities and is followed, on other occasions, by learning
more complex capabilities” (165).

According to this curriculum approach, the key to instructional design
lies in the sequencing of courses and course modules within programs of
instruction in a manner that promotes effective learning, which entails, for
example, proceeding from simple (prerequisite) skills to complex (target) skills
and/or by sequencing objectives in increasing order according to the degree
of meaning in what is being learned (Gagné, Briggs, & Wager 1992:165). In
interpretation, these principles of instructional sequencing have been applied
mainly on the level of introductory courses (van Dam 1989; Weber 1989a),
although there has been some discussion on the program level as well.

In reviewing approaches to interpretation pedagogy, Déjean Le Féal (1998)
describes an instructional system in which skill and knowledge areas are in-
troduced as the curriculum progresses. An introduction to consecutive in-
terpretation and sight translation precede initial instruction in simultaneous
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interpretation, which is then followed by simultaneous interpretation with text
and the interpretation of complex subject matter. In the final stages of the cur-
riculum, the student is introduced to codes of conduct and professional ethics.
Déjean Le Féal does not describe the role of translation in this widespread in-
structional progression. A survey of schools of translation and interpretation
could lead to conclusive information in this area.

There are little empirical data on whether translation ability, or basic
competence in consecutive interpreting, should be required at specific points
in the curriculum progression or whether translation ability should be a
prerequisite for consecutive course work, which in turn would be a prerequisite
for classes in simultaneous interpreting. In this matter it is interesting to
note that, on the program level, the notion has been challenged in traditional
instructional design “that a large amount of prerequisite instruction must take
place before a student is ready to practice complex, real-world performance”
(Derry & Lesgold 1996:804).

4.1.3  The cognitive psychology of expertise

A field that opened up to Interpreting Studies in the 1990’s is the cognitive
psychology of expertise (Hoffman 1997a; Moser-Mercer 1997b, 2000). Exper-
tise is defined in the American Heritage Dictionary as “skill or knowledge
in a particular area”, and “skill in doing or performing that is attained by
study, practice, or observation.” This area of inquiry is particularly promis-
ing for interpreting pedagogy as its implications for teaching in general have
been made explicit (Bereiter & Scardamalia 1993). Hoffman provides a concise
overview of the development of Expertise Studies and how it dovetails with
interpretation in “The Cognitive Psychology of Expertise and the Domain of
Interpreting” (1997a). Hoffman describes expertise as an attribute governed
by underlying characteristics that span many professions. Chief among these
characteristics are “(1) performance and skill, (2) the developmental progres-
sion, (3) expert knowledge and memory organization, and (4) expert reasoning
processes” (193).

Expertise Studies emerged from research in information processing and
artificial intelligence in the mid- to late 1960’s (Glaser & Chi 1988:xv, xxi).
Much of this early research focused on chess, including the work of de Groot
(1965), Newell and Simon (1972), and Chase and Simon (1973). One of the
main objectives of this research was to elicit domain knowledge from experts,
especially with regard to pattern recognition and perceptive abilities (xv). This
knowledge was then to be used in the development of computer programs
and expert systems in the early 1970’s. At this juncture, it was recognized that
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research on expertise could offer crucial insight into knowledge-rich tasks, i.e.,
activities that require hundreds of hours of learning and experience to perform
at high levels (xxi).

Since the beginning of the 1970’s, psychologists have explored domains as
diverse as nursing, air traffic control, aerial photo interpretation (meteorol-
ogy), software engineering, and livestock judging, among others, and applied
a research methodology that has grown in sophistication over time (Hoffman
etal. 1995). There emerged a general interest in systematically describing traits
that characterize the performance of experts across domains, the objective be-
ing to amass bodies of knowledge that can enhance training in a wide variety
of fields.

The domains under study have been characterized as requiring “high
levels of situational awareness” and involving “high levels of mental workload”
(Hoffman 1997b), which are also characteristics of interpreting. In addition,
some of these tasks are completed under substantial levels of stress. High
mental workload is a scalable variable; it is based on the current skill level of the
participant completing a given task and dependent on whether the participant
perceives the task as difficult. Hence, research on expertise has been conducted
in areas that, at first blush, may appear to be more routine and mundane
than one might expect, such as reading, typing, and the memorization of
restaurant orders.

Expertise is sometimes described in terms of criteria used to identify ex-
perts. Factors cited informally include the number of years of experience on
the job, professional criteria like degrees, training, publications, and member-
ship licensing, as well as job experience and polls conducted in the domain.
Some researchers state that high-performance skills, i.e., those involving a spe-
cial form of expertise, have been defined as those requiring more than 100
hours of training for minimum levels of proficiency (Anderson 1982:369).

These types of definitions are based on principles of expert performance
rather than the traits of experts, such as time on the task, which may fluctuate
widely from domain to domain (Salthouse 1991:286-287). Livestock judges,
for example, often require over 20 years of experience before they are consid-
ered experts in their domain. A figure cited for achieving the level of master
in chess is 10,000 to 20,000 hours (Posner 1988:xxxi). Hoffman (1997a:200)
cites 10,000 hours for the level of master as well, or a minimum of 10 years of
professional experience, if one assumes five hours of time on the task per day.

Summary descriptions of processes and abilities required to complete tasks
have sometimes been vague (Hoffman 1997a). One researcher, for example,
defines expertise as “the ability to do the right thing at the right time”
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(Holyoak 1991:309). Nevertheless, common to almost all descriptions are
the mention of “extreme or exceptional performance” (Salthouse 1991:286)
and the demonstration of a certain “kind of operative knowledge” (Johnson,
Zualkernan, & Tukey 1993:162) that is related to perceptual ability. An expert,
in other words, appears to be able to “see” things that the novice cannot (Klein
& Hoffman 1993), which in turn allows him or her to perform “beyond natural
abilities” (Bereiter & Scardamalia 1993:4). According to the latter view, experts
have “effortfully acquired abilities, abilities that carry us beyond what nature
has specifically prepared us to do” (3).

Hoffman integrates many of these aspects into his comprehensive opera-
tional definition of expertise. He states that an expert is

one whose judgments are uncommonly accurate and reliable, whose perfor-
mance shows consummate skill and economy of effort, and who can deal
effectively with rare or tough cases, and who has special skills or knowledge
derived from extensive experience with sub-domains. (1997a:199-200)

This definition implies that there are observable differences in the performance
of experts and novices, and that these differences can be measured if opera-
tional constructs and assessment criteria are defined for a specific domain.

According to Hoffman’s definition, the career of the expert is typically
characterized by knowledge of subdomains, which is one area where the
career paths of experts and non-experts differ. Bereiter and Scardamalia (1993)
also discuss differences in career development among expert and nonexpert
members of a field. They state that

[t]he career of the expert is one of progressively advancing on the problems
constituting a field of work, whereas the career of the nonexpert is one of
gradually constricting the field of work so that it more closely conforms to the
routines the nonexpert is prepared to execute. (11)

These differences are also evident during training. Bereiter and Scarmadalia
(1993) draw upon constructs from the field of Expertise Studies for pedagogical
purposes by developing areas that are relevant for curriculum. When describ-
ing pedagogical implications of expertise theory, they hypothesize that it is
possible to identify the mental attributes of expert learners. They cite principles
of learning like the role of creativity and the importance of reinvesting mental
resources in the processes of knowledge and skill acquisition. Areas of rein-
vestment include the ongoing learning of new procedures and staying abreast
of developments in the field in question, actively seeking out more difficult
problems, and tackling more complex representations of recurrent problems
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(93-94). They describe these forms of reinvestment as an inherently creative
enterprise (123). Expert learners possibly guide their progressive problem solv-
ing, which requires risk-taking, using a knowledge of promisingness — that is,
an ability to judge how successful a specific approach, strategy, or activity may
be in tackling a given task. Therefore, according to Bereiter and Scarmadalia,
“[c]reative experts are experts at taking successful risks in their domains” (125).

In the case of expertise in written translation, considerable emphasis has
been placed on the social role of the translator as expert, i.e., the necessity of
clearly recognizing that the translator is indeed an individual with a particu-
lar form of competence, or expertise (see Honig 1995a; Risku 1998). In the
case of interpretation, in contrast, attention has focused on describing under-
lying differences between the cognitive processes of novices and experts. Both
approaches are relevant, as they lead to the identification of social and cogni-
tive traits that may aid in describing expertise in interpreting. With the help of
such descriptions, the interpreter educator can focus on skills and abilities that
transcend language learning, which is sometimes mistaken with interpreter
training. Curriculum models are now appearing that utilize the characteris-
tics of expert learners. Trainees with functional proficiency in translation are
placed on a fast track in special courses for language combinations new to them
(Arntz 1999).

In Expertise Studies, the basic distinction between novices and experts is
attributed to their perceptual ability and the ensuing impact on the execution
of innate skills (Klein & Hoffman 1993). Posner proposes that perceptual
ability is probably more closely related to a specific type of semantic memory
than to a general reasoning process (1998:xxxv). More elaborately, Glaser and
Chi describe differences in the “interplay between knowledge structure and
processing abilities,” with experts possessing “an organized body of conceptual
and procedural knowledge that can be readily accessed and used with superior
monitoring and self-regulation skills” (1988:xxi).

Similarly, building on Glaser (1987), Hoffman (1997a: 193) identifies three
areas in which experts distinguish themselves from novices. One difference lies
in the areas of cognitive development, with experts reaching higher levels in
a developmental progression. Through proceduralization, shifts in cognitive
development result in changes in the following areas:

Variable awkward performance becomes consistent, accurate, complete, and
relatively fast.

Individual acts and judgments are integrated into overall strategies.



Fundamental aspects of curriculum

69

Perceptual learning occurs so that a focus on isolated variables shifts to
perception of complex patterns.

There is increased self-reliance and ability to form new strategies when
required. (Klein & Hoffman 1993:205)

The relationship between declarative and procedural knowledge is well known
in cognitive psychology (Anderson 1995), and is discussed at length in Kurz
(1996) and more recently in the context of novice interpreters by Moser-
Mercer (2000).

Shifts also occur in knowledge structure, or the organization of knowledge,
as the learner develops more elaborate mental models (Hoffman 1997a:203;
Johnson-Laird 1989). Schumacher and Czerwinski define mental models as “a
complex, physical dynamic device, system, or process that allows an operator
to understand and explain system components and their interactions, and to
predict system outcomes from system input” (1992:65). According to their
definition, multiple models of the same phenomenon are possible, and these
may be either stable or derived for a particular situation that is not a regular
occurrence in the domain (66). Similarly, Anderson refers to the dimension of
problem representation in expertise as the process of “developing a new set of
constructs for representing the key aspects of a problem” (1995:292).

Mental models provide a conceptual understanding of components under-
lying the interpretation process and how they may interact, as is the case with
Gile’s Efforts Model (1995a), which learners report to be pedagogically use-
ful.’® In this respect, it can be hypothesized that the mental model facilitates
the integration of relevant sub-skills into an intuitive, macro-approach to the
interpretation task — an essential step in the progression beyond the level of
proficient to that of expert.

Bereiter and Scardamalia (1993) include three types of hidden knowledge
in their discussion of expert learning: informal knowledge as educated com-
mon sense (51); impressionistic knowledge as feelings that are an essential and
inseparable part of knowledge, sometime referred to as ‘intuition’ or ‘instinct’
(54); and self-regulatory knowledge as self-knowledge relevant to performance
in some domain (59). They contrast these types of informal knowledge with
formal knowledge, generally regarded to be the textbook knowledge of a do-
main. Traditionally, academic education is commonly thought to focus on
formal knowledge. Bereiter and Scardamalia (1993) seek to strike a balance
between formal and informal knowledge in education and the acquisition of
expertise, with each area playing a specific role in training. While it can be
argued that the objective of any interpreter education program must be to
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translate formal knowledge into informal knowledge and skill, the role of for-
mal knowledge in training should not be neglected. It is not only essential for
dealing with issues of truth and justification, but also plays a key role in com-
munication, teaching and learning, as well as the development of professional
ethics. In addition, it provides starting points for the construction of informal
knowledge and skills (63—65). Bereiter and Scardamalia identify the relation-
ship between informal and formal knowledge in the acquisition of expertise as
a central issue in gaining a full understanding of the developmental progression
from novice to expert (65).

The use of both formal and informal knowledge is thus reflected in the
reasoning processes of the expert, who seems to have more highly developed
problem-solving strategies than the novice and to be more adept in terms of
perceptual skill. Experts demonstrate flexibility in reasoning, which seems to
be more case-based: they “often refer to illustrative prototypical examples of
past cases when asked to justify or explain their decisions or actions” (Hoffman
1997a:211; Klein & Hoffman 1993). In developing increasingly higher levels of
expertise, it seems to be helpful if one works “at the edge of one’s competence,
but accepting the strains and the risks that go with doing so” (Bereiter &
Scardamalia 1993:73). The development of increasingly efficient reasoning
processes is apparently a process of striving to gain greater understanding
“against a constant background of awareness of the complexities that one
is not yet dealing with” (73). In this respect, the acquisition of expertise
involves progressive problem solving that goes beyond normal learning by
(1) reinvesting in learning, (2) seeking out more difficult problems, and (3)
tackling more complex representations of recurrent problems (92-96).

Differences in cognitive development, knowledge structure, and reasoning
processes seem to result in qualitative differences in performance, content
knowledge, and developmental milestones (Klein & Hoffman 1993:221-222).
The value of these shifts for curriculum design lies in the possibility of defining
levels of expertise and developing descriptions of observable performance that
can be used for assessment purposes. In other words, a framework for the
progression of curriculum can be described more fully, and the principles of
expert knowledge and skill acquisition can be fostered through the creation of
environments conducive to learning and skill development.

4.1.4 Levels of expertise in interpreting

To date, interpreter proficiency levels have been described for use in the lan-
guage industry only in Australia, where the National Accreditation Authority
for Translators and Interpreters (NAATTI) sets standards and serves as a test-
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ing and accreditation agency mainly in the area of community interpreting
(http://www.naati.com.au).'! These categories differ from those defined in Ex-
pertise Studies in that they are static; they characterize abilities in working
professionals rather than dynamically evolving skills in trainees.

Hoffman (1997a:199) describes the developmental progression of exper-
tise in terms of categories stemming from medieval craft guilds. These levels
have been adopted by Moser-Mercer (2000) and Kiraly (2000). The categories
include the naive or naivette, novice, initiate, apprentice, journeyman, expert,
and master. While a naive is completely ignorant of a domain, a novice has had
some minimal or introductory exposure to it. The apprentice is undergoing
a program of instruction and has progressed beyond the introductory stage.
The student enrolled in an interpretation program would fall into this cate-
gory. A journeyman is an experienced and reliable worker who can perform
a day’s competent labor unsupervised although working under orders. Hoff-
man (1997a:199) describes a journeyman interpreter as “the graduate who
has just passed his final interpreting exams and is deemed fit to ‘sit in the
booth’” The expert distinguishes him/herself from the journeyman in that
his/her judgments are “uncommonly accurate and reliable ...[and his/her] per-
formance shows consummate skill and economy of effort”. The expert can “deal
effectively with certain types of rare or tough cases” and has “special skills
or knowledge derived from extensive or concentrated experience with sub-
domains” (199). The master is at the highest level and defined as “an expert
who is also qualified to teach others. Traditionally, the masters comprise an elite
group whose judgments set the regulations, procedures, standards, or ideals”
(199). These categories are related to educational programs in Figure 3.3.

The levels of expertise described by Klein and Hoffman (1993:206) are
defined primarily in terms of the characteristics of expert performance, e.g.,
the “limited and inflexible behavior” of novices, the ability to see “actions in
terms of long-range goals or plans,” the “ability to cope with and manage a
variety of types of situations” among the competent, and the “intuitive grasp
of each situation” among experts who are “no longer aware of features and
rules” In contrast, the guild terminology used by Hoffman et al. (1995:132)
features the social aspects of expertise to a greater extent by defining the
learning environment and how members of the professional community see
individuals at various stages. The apprentice, for example, is “immersed in the
domain by living with and assisting someone at a higher level”; the expert is
“highly regarded by peers”; whereas the master is “one of an elite group of
experts whose judgments set the regulations, standards, or ideals” A master
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Program Entry (entry-level assessment)

Novice

Has little experience; learns about objective, measurable attributes;
context-free rules guide action; behavior is limited and inflexible

A naivette is ignorant of the domain.

A novice is a new, probationary member of the domain and has some exposure

to the domain.

An initiate has completed an initiation ceremony and begun introductory instruction.

Goal: Familiarity with domain

Degree-Track Selection (intermediate assessment)
Advanced Beginner

Notes recurring, meaningful situations; understands global characteristics; operates on general
guidelines; begins to perceive recurrent, meaningful patterns

An apprentice is undergoing a program of instruction beyond the introductory level and is
immersed in the domain through involvement with the professional community, in

particular by assisting a mentor.

Goal: Basic consecutive and simultaneous interpreting tasks

!

Program Exit (final assessment)

Competent
Sees actions in terms of long-range goals or plans; is consciously aware of formulating,
evaluating, and modifying goals; generates plans in terms of current and future priorities; can
cope with and manage a variety of types of situations

A journeyman can perform a day's work unsupervised, although working under orders,
and is an experienced and reliable worker who has achieved a level of competence.

Goal: Difficult consecutive and simultaneous interpreting tasks

Figure 3.3. Levels of expertise in interpreter education programs (adapted from Klein
& Hoffman 1993:206; Hoffman et al. 1995:132)
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is “regarded by the other experts as being ‘the’ expert, or the ‘real’ expert,
especially with regard to subdomain knowledge” (132).

In terms of sequencing the curriculum, a program of instruction hypo-
thetically takes the naive or novice to the journeyman level. A statement of
curriculum goals would ideally take these proficiency levels into account. It
stands to reason that the constructs underlying expertise at various levels can
be operationalized for pedagogical purposes and described in terms of observ-
able performance for use in the classroom. However, this task is not necessarily
straightforward. In Hoffman’s estimation, a “general challenge to scientific psy-
chology is to generate a definition of expertise that focuses on cognitive func-
tionality and yet can be used operationally to identify experts” (1997a:193).
This challenge can be overcome in the case of interpretation by characterizing
attributes of performance at various levels. To be employed as assessment con-
structs, these aspects of performance should be observable. In other words, the
goals and content of instruction should be derived from empirical data.

4.1.5 Implications for curriculum sequencing

The scientific approach to curriculum provides a framework for instructional
design by viewing the acquisition of interpretation competence as process.
This viewpoint stresses the breakdown of composite skills into component
skills and their subsequent reintegration, as well as the sequencing of learning
events according to the difficulty and increasing complexity of tasks. An ap-
propriate sequence of instruction can be identified for an educational program
through the description of skill levels and developmental milestones grounded
in principles of expertise. Instruction in translation and instruction in inter-
pretation are core components in the education of language professionals and
present in most curriculum models. The degree of similarity or dissimilar-
ity between translation and interpretation competence is thus key informa-
tion in determining whether a curriculum design is as efficient as possible.
The overlap of component skills at various stages of the learning progression,
the transfer of one type of competence to another, and the level of special-
ization required as an instructional goal of the program or degree track are
issues for the curriculum designer to address. An overview of possible compe-
tence levels based upon the goals and objectives of instruction is presented in
Table 3.1.
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Table 3.1. Goals for levels of expertise in interpreter education

Expertise level: Introductory to Intermediate
Goal: Successful completion of basic oral and written language transfer tasks
« Completion of simple translation and/or interpretation tasks of moderate length
« Demonstration of ability and aptitude:
— Language skills as defined by ASTM tables
— Transfer skills: content and form appropriate as defined by assessment rubric, no
specialized material or vocabulary
— Professional knowledge: awareness of professional goals

Expertise level: Intermediate to Advanced
Goal: Completion of advanced translation or interpretation tasks in one domain
« Successful completion of translation and/or interpretation tasks of considerable length
and complexity in one domain
« Demonstration of stable skills and abilities:
— Language skills as defined by ASTM tables, demonstration of these levels in translation
or interpretation tasks
— Transfer skills: content and form appropriate as defined by assessment rubric;
specialized material and vocabulary in one domain
— Professional knowledge: demonstration of ability to define professional goals

Expertise level: Advanced to Competent
Goal: Completion of a range of advanced translation or interpretation tasks representative
of the field
« Successful completion of translation and/or interpretation tasks of considerable length
and complexity in several domains
« Demonstration of a specialization
« Demonstration of professional-level skills and abilities:
— Language skills as defined by ASTM tables, demonstration of these levels in a range of
translation and interpretation tasks
— Transfer skills: content and form appropriate as defined by assessment rubric;
specialized material and vocabulary in a range of domains
— Professional knowledge: demonstration of ability to attain initial professional goals

4.2 Humanistic — curriculum as interaction

Humanistic approaches to curriculum focus on the “personal and social as-
pects of curriculum and instruction; ... consider the need for self-reflectiveness
and self-actualization among learners; and the sociopsychological dynamics of
classrooms and schools” (Ornstein & Hunkins 1998:8). In this view of cur-
riculum, which is rooted in progressivism, emphasis is placed on cooperative
learning, independent learning, small-group learning, and social activities. The
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learner provides input into the curriculum and shares responsibility in plan-
ning classroom instruction. Professional colleagiality and mentoring systems
are featured highly in this approach (8). Humanists argue in particular that
education “must focus on both the personal and the interpersonal” and thus
overcome a long tradition of “regarding cognition as something separate from
feeling”; instead they “advance strong arguments that it is the total person —the
cognitive, the affective, and even the spiritual self — who is involved in gaining
knowledge and working toward wisdom” (9). This view of curriculum thus fo-
cuses on individuals as social entities interacting with other participants in the
educational setting and drawing upon this interaction to self-reflect and guide
their learning.

Curriculum as interaction thus considers the social nature of learning and
instruction, which is also reflected in the view of expertise as a trait defined in
part by social forces. The following discussion begins by situating the program
of instruction in the community of professional practice. It then turns to the
nature of interaction between instructor and student and adopts the concept of
cognitive apprenticeship to promote collaborative learning. The possibility of
utilizing a variety of instructional formats is stressed as a means of stimulating
reflective practice.

4.21 A community of professional practice
The participants in any program of instruction are part of a larger commu-
nity of professional practice that is subject to its own social dynamics. Thus,
introductory courses for interpretation or translation have the initiation of the
learner in this community as one of their primary tasks. They provide a forum
in which students can become acquainted with the profession and the work-
place by introducing the learner to the skill in a reflective context. While this
goal is accomplished in some curriculum models under the guise of theory,
i.e., theory of translation is taught as an introductory course before students
actually begin to translate, evidence from Instructional Design suggests that
skill training should be provided in the context of the workplace (Derry &
Lesgold 1996). In addition, research on cognitive skills training suggests that
there is little reason why training on the task should not begin immediately
(804). Becoming familiar with the habits and strategies of the working pro-
fessional serves in this case as initiation into the community of professional
practice.

One theoretical construct that has emerged in the context of professional
communities is distributed intelligence. According to Bruner, “[t]he gist of the
idea is that it is a grave error to locate intelligence in a single head” (1996:154).
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Gardner states that it “makes sense to think of human cognitive competence
as an emerging capacity, one likely to be manifested at the intersection of
three different constituents: the ‘individual, ...the structure of a ‘domain of
knowledge, ...and a set of institutions and roles” (1993:172—173). Bereiter
and Scardamalia also see “no a priori reason for stipulating that the process [of
expertise] must go on within an individual mind” (1993:117-118). According
to this view, for example, teams of interpreters may be seen as forming
“expert teams, or ‘high-performance’ teams” that may develop “ways as a
unit to achieve higher goals or to achieve goals more successfully” (Bereiter
& Scardamalia 1993:118).

In interpreter education, distributed intelligence can be leveraged for
learning through the creation of second-order environments, which Bere-
iter and Scardamalia define as “ones in which the conditions ...change pro-
gressively as a result of the successes of other people in the environment”
(1993:106). Ongoing adaptation to these changing conditions is required of
all participants. In this case, it is the instructor who consistently presents chal-
lenges to the student by “setting a higher standard of performance, by refor-
mulating problems at more complex levels, or by increasing the amount of
knowledge that is presupposed” (106). This process “override[s] the rigidifying
effects of habit and practice, by progressively altering the conditions to which
individuals in the environment must adapt” (106).

An open question is the degree to which translators and interpreters form
distinct groups within a larger community of professional practice. A closer
examination of skills sets, competencies, and task descriptions would serve the
purpose of describing in greater detail the extent to which these professions
overlap and should overlap in curriculum and instruction. To date, little
concrete data are available on this fundamental sociological and psychological
question and in particular how the relationship between skill sets should be
reflected in curriculum design.

4.2.2  Cognitive apprenticeship
The student cannot be taught what he needs to know, but he can be coached.
(Schon 1987:17)

Although leading interpreter education programs are situated in an academic
environment, interpreter training has never truly left the realm of apprentice-
ship. Apprenticeship in some form was an important means of acquiring the
skills and abilities necessary to interpret for centuries before the introduction
of formalized training (Caminade & Pym 1998:281). Most professional in-
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terpreters continue to be wary of distancing training from the apprenticeship
mode, in which practical skills training takes precedence over the scholarly ac-
quisition of abstract knowledge. Membership in the apprenticeship tradition,
however, should not be misconstrued as a weakness of interpreter education as
an academic field, much less as evidence of a misconceived inappropriateness
of situating training in the university setting. The need for highly developed
intellectual skills and a broad education in order to interpret professionally is
a received notion in the community of conference interpreters and the Inter-
preting Studies literature. It finds its expression, for example, in the recom-
mendation of the International Association of Conference Interpreters (AIIC)
that interpreter education programs be situated on the post-graduate level.

In his discussion of educational traditions and knowledge, Francis Schrag
describes the apprenticeship tradition of learning and instruction, “surely
the oldest and most universal,” as the “principle means by which most peo-
ple obtain technical know-how in fields as diverse as bricklaying, hairstyling,
glassblowing, courtroom litigation, and neurosurgery” (1992:269). Although
Schrag notes that the home of the apprenticeship was originally the workplace,
not the school (270), apprenticeship is not to be equated strictly with voca-
tional skills. Indeed, the scope of the apprenticeship tradition has often been
underestimated due to a “dearth of philosophical formulations or justifications
for apprenticeship as an educational mode” (269). Dufty and Cunningham
(1996:184) attribute a resurgence of interest in cognitive apprenticeship to the
work of Resnick (1987) and Brown, Collins, and Duguid (1989).

Given the importance that apprenticeship has played throughout the
history of interpretation, it is surprising that this form of education has been
neglected in discussions of training and the implementation of programs.
Perhaps the most powerful form of apprenticeship can be achieved through
a reflective practicum, which is situated both internally and externally to
the educational institution. Such a practicum provides an environment that
encourages reflective practice as described in Section 4.2.3.

Cognitive apprenticeship focuses on “authentic learning environments
in which the cognitive demands in learning are qualitatively the same as
the cognitive demands of the environment for which the instruction was
preparatory” (Duffy & Cunningham 1996:184). In this event, “the emphasis
is not on master-apprentice but rather on the learner as a member of a larger
community of practice who, through legitimate peripheral participation and
the affordances of the environment, begins to assume greater responsibility in
that community of practice” (184).
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One characteristic of this educational tradition is also key: the identifica-
tion of knowledge with know-how, a source of know-how being “that of master
practitioners, ideally those who not only can perform at a high level but also
can explain the rationale for their performance” (Schrag 1992:269). Master
practitioners comment on the nature and execution of their performance thus
allowing students to gain insight. This teaching method dovetails with Schon’s
concept of reflective practice, which he applies to fields as complex as architec-
tural design, psychotherapy, town planning and business management (1983,
1987). In moving from “the sage on the stage to the guide on the side” (King
1993), as Kiraly (n.d.) advocates in translation pedagogy, the coach as an ex-
pert guide provides a context for learning to occur through demonstration,
observation, and reflection — “the scaffolding for the learner” (Dufty & Cun-
ningham 1996:184). While the explanatory power of the instructor is highly
developed, classroom demonstrations may also assume a role similar to that
of the master class for musical performance. In such situations, perhaps ironi-
cally in the case of interpretation, meta-commentary is de-emphasized, as the
instructor ‘shows’ the student one possible approach to completing the task at
hand. These ideas are not new to interpreter education. The value of instruc-
tor demonstrations in the classroom has been stressed by Thiéry (1989) and
Altman (1989b).

In cognitive apprenticeship, a sensitive, delicate balance must also be
maintained in the relationship between student and instructor. In describing
how teaching and learning processes can go wrong, Schon (1987) cites stance as
an impediment to the exercise of learning and the development of competence
for reciprocal reflection-in-action:

Some studio masters feel a need to protect their special artistry. Fearing that
students may misunderstand, misuse, or misappropriate it, these instructors
tend, sometimes unconsciously, under the guise of teaching, to actually with-
hold what they know. Some students feel threatened by the studio master’s
aura of expertise and respond to their learning predicament by becoming de-
fensive. Under the guise of learning, they actually protect themselves against
learning anything new. (Schon 1987:119)

The discussion of reflective practice in the following section aims to illuminate
the opportunities for effective learning afforded by cognitive apprenticeship —
opportunities that are lost when the adoption of a negative stance, either by the
instructor or the student, creates a learning predicament.
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4.2.3 Reflective practice

Education in an academic setting, whether in the traditional university or
professional school, is based upon the premise that training is not a haphazard
process and that reflection on the nature of skill acquisition is beneficial
to the student. Interpreter education may be regarded as the acquisition
of a high-performance skill that is subject to the general dynamics of skill
acquisition widely observed in other domains (Schneider 1985). In addressing
the relationship between theory and practice in skill acquisition, Bruner makes
the following general statement:

[P]raxis most typically precedes nomos in human history (and, I would add, in
human development). Skill to put it another way, is not a “theory” informing
action. Skill is a way of dealing with things, not a derivation from theory.
Doubtless, skill can be improved with the aid of theory, as when we learn
about the inside and outside edges of our skis, but our skiing doesn’t improve
until we get that knowledge back into the skill of skiing. Knowledge helps only
when it descends into habits. (1996:152)

In his conceptualization of reflective practice, Donald Schon (1983; 1987)
proposes an approach to teaching that takes into account this fundamental
relationship between praxis and nomos — the relationship between acquisi-
tion of skill for professional practice and structured, orderly theory-building.
In a reflective practicum — “a setting designed for the learning of a practice”
(1987:37) — collaborative learning through knowing-in-action, reflection-in-
action, and reflection on reflection-in-action is the objective. In his concept
of knowing-in-action, Schon links the works of Dewey, Ryle (proceduraliza-
tion), and Polanyi (tacit knowledge) in his description of professional artistry.
Specifically, knowing-in-action refers to “the sorts of know-how we reveal in
our intelligent action ... We reveal it by our spontaneous, skillful execution
of the performance; and we are characteristically unable to make it verbally
explicit” (25). Reflection-in-action refers to the fact that we “may reflect on
action, thinking back on what we have done in order to discover how our
knowing-in-action may have contributed to an unexpected outcome” (26).
More importantly, in the construction of knowledge, reflection-in-action

has a critical function, questioning the assumptional structure of knowing-
in-action. We think critically about the thinking that got us into this fix or
this opportunity; and we may, in the process, restructure strategies of action,
understandings of phenomena, or ways of framing problems ... Reflection
gives rise to on-the-spot experiment. We think up and try out new actions
intended to explore the newly observed phenomena, test our tentative under-
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standings of them, or affirm the moves we have invented to change things for
the better. (28)

Similar to the process described metaphorically by Klein and Hoffman in
Expertise Studies as learning to see the invisible, reflective practice sharpens
perceptual skills, which enables learners “to make more rapid and accurate
judgments about the nature of the situations they are in” when executing innate
skills (1993:215). Perception features prominently in Klein and Hoffman’s
description of experts, according to which we

generally know who the experts are. They notice the subtle but critical cues
that others miss. They can reliably make discriminations that are opaque to
others. They have clear judgments of the appropriate way to act in a situation.
They can anticipate what is supposed to happen next, and their expectancies
are so clear that they quickly notice when they are wrong, so they can rethink
their interpretation of what is going on. (1993:221)

Schon’s language may be considered to be vague. While it can be argued that
the fuzziness of his terminology is due to the fact that procedural knowledge,
e.g., knowing ‘how to interpret, is non-verbalizable to a considerable degree,
we do find a discussion of higher level constructs in Bereiter and Scardamalia’s
work on expertise (1993) that can be exploited for pedagogical purposes.

A distinction upon which Bereiter and Scardamalia base their reasoning
is the one made between implicit and explicit learning.'* The recognition of
the role of tacit knowledge in the individual is widely attributed to Polanyi
(1966), who “reconsiders human knowledge by starting from the fact that we
know more than we can tell” (4). Drawing on Gilbert Ryle’s (1949) distinction
of “knowing what” and “knowing how,” Polanyi traces the recognition of
tacit knowledge, which has resulted in the distinction between ‘wissen’ and
‘konnen, or declarative and procedural knowledge, to Plato’s Meno (22).

Reber (1993) relates tacit knowledge to implicit learning in his compre-
hensive discussion of the development of research on implicit learning. Reber
defines this type of learning as “the acquisition of knowledge that takes place
largely independently of conscious attempts to learn and largely in the ab-
sence of explicit knowledge about what was acquired” (5). Therefore, although
the clear separation of different levels of consciousness in cognitive activity is
necessary for empirical research purposes (Massaro & Shlesinger 1997; Moser-
Mercer 1997c¢: 14), attempting to maintain clear divisions between them may
not be necessary in some pedagogical instances and for some types of learners.
Indeed, a clear separation may even not be possible in teaching and learning.
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In discussing the role of implicit learning as a principle of the evolution of our
species, Reber remarks that

we need to be careful not to treat implicit and explicit learning as though they
were completely separate and independent processes ... [t]here is, so far as I
[Reber] am aware, no reason for presuming that there exists a clean boundary
between conscious and unconscious processes or a sharp division between
implicit and explicit epistemic systems — and no one from Sigmund Freud
on has ever argued that there was. (1993:23)

Nevertheless, greater recognition of the interaction between explicit and im-
plicit learning would benefit interpretation pedagogy. The distinction between
implicit and explicit knowledge has been identified and applied in second lan-
guage pedagogy (Ellis 1994, 1997). Initial suggestions have been made to move
in this direction in translation and interpretation as well. Extensive discussions
of the role of conscious and unconscious strategies exist for written translation,
but they do not always take the literature on implicit learning into account. In
his convincing argument in favor of a fundamental distinction between natural
translation and professional translation, Shreve defines a “strategic position”
in translation theory as one which refers “explicitly to consciously learning and
learning to use explicit procedures to factor situational variables ... into the
translating process” (1997:122).

In his discussion of curricula for interpreter and translator training pro-
grams, Freihoff advocates an approach to instruction in which students learn
to analyze their performance and relate their progress in learning to the goals
of the program. He regards self-diagnosis and self-correction in the foreign
language as particularly important, as students will not always have access
to instructors and native speakers and must learn to judge the quality of
their performance independently (1993:210). The ability to make these types
of distinctions empowers the student, which is an underlying objective of
reflective practice.

4.2.4 Situated cognition and learning

The concept of situated cognition ascribes to the view that “all knowledge
is fundamentally situated in the environment within which it was acquired”
(Derry & Lesgold 1996:791). Cognitive apprenticeship relies heavily on the
“processes of enculturation through which students develop and adopt the
tools and conceptual categories of a practice community as they participate
in the community” (804). Therefore, situating cognition in the instructional
setting recognizes the “need for the learning experience to be situated in real-
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world contexts” (Bednar et al. 1992:25). In other words, “the reason for solving
the problem must be authentic to the context in which the learning is to be
applied” (26)."

It is this authenticity'* that Thiéry identifies in stressing “The Sense of
Situation in Conference Interpreting” (1990). He states that “the budding
interpreter should make a deliberate effort to be constantly aware of the
situation he is operating in” (40), in particular, the fact that “the speaker does
not address the interpreter, but the people he is talking to” (42). A conference
assignment takes place in “a real-time communication situation: what is
happening is happening now, among people who are physically present” (42).
The implication for pedagogy is that the novice interpreter should be provided
with an environment that is not removed from the working environment of
the interpreter. Throughout training, the student interpreter should not lose
sight of the communication situation in which the professional interpreter
works. Thiéry cites two factors that contribute to this awareness: “1) the
interpreter/group situation, i.e., the position of the interpreter vis-a-vis the
people he is working for; [and] 2) the group situation itself, i.e., the relative
positions of the members of the group vis-a-vis each other” (42)."°

In the interpretation classroom, Kurz stresses the need to place “empha-
sis on confronting students with life-like situations” and advocates the use of
videotapes in instruction to complement mock conferences and guest speakers
(1989:213). For translation, situated cognition implies that “instead of focus-
ing on formal and functional equivalents for isolated elements in the text, the
instructor could set the stage for realistic translation by offering real or sim-
ulated information to the students about the translation situation in which
it had occurred” (Kiraly 1997a:148). Instructional events in this form, as the
mainstay of the curriculum, facilitate the evolution of translation competence
as the result of intentional exposure to certain types of professional transla-
tion experience (Shreve 1997). These teaching methods can be utilized in the
traditional interpretation classroom and also in the framework of a reflective
practicum, in which students are responsible for the organization and staffing
of interpreted events.

Cognition is therefore situated with varying degrees of authenticity vis-
a-vis the professional world in the settings in which individual events of
instruction occur. This does not necessarily imply that there is a single or
“ideal” instructional format that is of particular value in conference interpreter
education, however. While exposure to conferences and conference simulations
is vital to interpreter training, complementary instructional formats may also
be utilized to add experiential value and maximize learning outcomes.
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Klein and Hoffman (1993) distinguish between four types of experiences
that contribute to the evolution of expertise: personal, directed, manufactured,
and vicarious experiences. Different instructional formats lend themselves to
these experiences; for example, an educational setting can differ from the
workplace in that it can be structured to provide greater task exposure within
a limited timeframe and concurrently target a range of specific subtasks.

Personal experiences are usually gained in the workplace, i.e., are equivalent
to learning on the job by doing the job, which Klein and Hoffman describe
as “straightforward, but inefficient” (1993:215). Kalina draws attention to the
logical paradox in the viewpoint that interpreter training can be left to an
unstructured apprenticeship in the field:

Die Argumentation, die fiir das Dolmetschen erforderlichen Strategien und
Vorgehensweisen wiirden dem Dolmetscher durch Erfahrung von allein
erwachsen, beifdt sich allerdings in den sprichwortlichen Schwanz. Wie soll
der Dolmetscher ohne spezifische Ausbildung diese Erfahrung machen, ohne
zunichst einmal unzureichende Leistung — weil unerfahren und somit ohne
die erforderliche Technik erbracht — zu bieten? (1998:233)

In other words, if personal experiences were all that is necessary, formal
training would be superfluous. Similarly, Schneider identifies the idea that
one should always train in the format of the total task as a widespread
fallacy of training high-performance skills (1985). Accelerated learning and
skill acquisition are driven by a variety of factors, including “the number, range,
and difficulty of challenges faced, and ... the way a person is able to learn from
each incident, along with factors such as degree of engagement with the task”
(Klein & Hoffman 1993:216).

Directed experiences involve one-on-one tutoring, mainly through an ap-
prenticeship in the workplace, which entails access to the field, e.g., con-
ferences, courts, and/or hospitals. Directed experiences provide opportunity
for the “observation of performance, assessment, modeling, guiding motiva-
tion and attitudes, relieving anxiety, [and] developing a professional iden-
tity” (Klein & Hoffman 1993:216). Structured, supervised internships are a
pertinent example.

In contrast, manufactured experiences are provided in the classroom. To be
particularly effective, manufactured experiences provide highly concentrated
training by exposing the student to tough cases, preferably through simulations
of the workplace. In this context, Derry and Lesgold recognize the importance
of identifying “non-routine but important tasks that occur irregularly or rarely
in the daily work environment and consequently do not lend themselves to
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training through participation in daily work routines” (1996:804; see also
Hoffman 1997a:199). This approach to training provides an environment
that allows the student to sharpen discriminations and perceptual ability; the
student must make finer distinctions and develop situation assessment skills
(Klein & Hoffman 1993:217).

Finally, the “use of vicarious experiences treats expertise as a resource”
(219), as the expert engages in storytelling from the field. “For example, stories
are accounts of the experiences of others and are often sufficiently vivid to serve
as additions to the experience base” (217). A valuable pedagogical practice, the
usefulness of stories of experience and narrative inquiry has been demonstrated
particularly in the training of medical nurses (Connelly & Clandinin 1990). A
goal of interpreter educators could be to remove the anecdotal from storytelling
and leverage their professional knowledge by relating their practical experience
systematically to classroom tasks. In this respect, vicarious experiences can be
used to develop instructional modules similar to case studies.

Therefore, knowledge gained from the study of expertise indicates that
training programs benefit by including all four types of learning experiences.
A combination of personal, manufactured, directed and vicarious experiences
can be achieved by offering a range of instructional events, e.g., classroom
instruction, internships in the workplace, and reflective practica (de Terra
& Sawyer 1998). The attainment of a synthesis of learning experiences and
instructional events that are clearly related to curriculum goals is a hallmark
of effective curriculum design.

4.2.5 Implications for the learning environment

The humanistic approach to curriculum describes the social interaction that
emerges as the curriculum is implemented. Interpreter education programs
are part of a broader community of professional practice; pedagogy is thus
driven by collaborative relationships between all participants and is grounded
in real-world experience. Instruction provides enculturation into the profes-
sional community, in particular through cognitive apprenticeship and situating
cognition in settings that are typical of the interpreter’s workplace, although
some instructional formats may deviate from the workplace setting for peda-
gogical reasons. Reflective practice is seen as a means to enhance educational
experience by recognizing and heightening the role of metacognition in train-
ing. The learner uses higher-level cognitive skills in problem-solving, thereby
forming and honing procedural knowledge on the basis of declarative knowl-
edge. In this light, reflective practice is regarded as a “purposeful” activity
“directed to achieving goals, and to removing obstacles to those goals” (Ander-



Fundamental aspects of curriculum

85

son 1995:237). The curriculum designer must therefore structure the curricu-
lum and events of instruction so as to promote and facilitate the integration
of the professional community, cognitive apprenticeship through mentoring
relationships, and reflective practice.

5. Models

Noteworthy in the traditional definition of curriculum are two conditions that
are generally met in curriculum planning: a prepared environment for instruc-
tion and a planned sequence of instructional events (Schrag 1992:276). These
two conditions are subsumed in the humanistic and scientific approaches to
curriculum. Thus, they also bring with them a twofold problem to curriculum
design: “the selection, conceptualization, and organization of content, and the
design of institutional settings congruent with the educational aspirations that
undergird that selection” (297). In translator and interpreter education, vary-
ing approaches aimed at addressing this twofold challenge are apparent in the
sequencing and overlapping of instruction in translation and interpretation in
different curricula.

Curriculum designers have addressed the task of structuring and sequenc-
ing instruction in two basic models: open and closed curricula. Closed curricu-
lum models are strictly sequenced. Open curriculum models afford the learner
greater choice in determining the content and progression of the curriculum.
In translator and interpreter education, Freihoff (1993, 1995) also distinguishes
between open and closed curriculum models. The discrepancy between the of-
ficial and hidden curriculum may be greater in open systems, which could lead
to a decrease in cost-effectiveness due to longer periods of study, as a result of
a looser sequencing of activities requiring continuous skill building.

5.1 Curriculum models according to Arjona

Proceeding from Velleman’s model of the 1941 Geneva curriculum, Arjona
(1984a) discusses five basic curriculum models in translator and interpreter
education. It is arguable that the vast majority of programs fall into one of
these five categories. All five models contain five constituent parts identified by
Velleman: applied language arts and linguistic studies, practicum courses, area
studies, multidisciplinary studies providing a subject specialization, and deon-
tology or professional ethics. The models are general in nature and show only
the relationship between translation and interpretation (see Figure 3.4). They
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describe a variety of constellations of translation and interpretation courses
on the program level. The content and objectives of individual curriculum
components are not specified.

The linear model sequences the program so that instruction in translation
precedes interpretation. Arjona draws attention to the beliefs underlying this
model: practical experience in translation aids the interpreter in acquiring a
solid foundation in terminology and basic linguistic tools. A high level of skills
that build upon translation competence is thus assumed to be required for
the study of interpreting. The modified linear model focuses on specialization
and parallel tracking; entry to either the interpretation or translation degree
track is possible after completion of a core translation curriculum. The Y- or
forked-track model includes a core curriculum for all students, after which stu-
dents specialize in either translation or interpretation. The modified Y-track
model offers specialization not only in translation or interpretation after a core
curriculum, but also in multidisciplinary studies, such as business or political
science. In the parallel track model, entry to the program is possible at differ-
ent levels and is based upon entry examinations, professional credentials, and
prior academic experience. Students may specialize in either translation or in-
terpretation at any level. With experience in the community of professional
practice, the student may therefore choose from a range of curriculum alterna-
tives. Normally, students experience primarily the model of the institution they
are attending, although it is possible for the student to experience additional
models through transfer from one program to another or exchanges with other
educational institutions. There has been little discussion of the comparability
of skill levels at various stages of the curriculum across models.

Renfer (1992) provides a preliminary, experience-based analysis of several
curriculum models by comparing the sequential and Y-track models in par-
ticular. He comes to the conclusion that the sequential model is superior. In
this case, Renfer seems to be advocating the study of translation on the un-
dergraduate level and subsequent interpreter training in a graduate program.
The resulting conclusion — the superiority of the sequential model over the
Y-track model — may be based upon reservations about training conference
interpreters on the undergraduate level. Renfer’s discussion is yet another ex-
ample of how various factors — level in the educational system, background of
students, translation experience — impact curriculum design and implementa-
tion. Indeed, few conclusions can be drawn without further contemplation of
the aims of instruction, foundations and approaches to the curriculum, and
empirical data on the models in question.
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Advanced Advanced Basic and advanced
translation translation interpretation
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Basic Basic
translation translation
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Linear Modified linear
Advanced translation
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competence
Advanced translation Advanced translation
and interpretation and interpretation
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Parallel track
Advanced Advanced
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Core translation and
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Advanced Language studies Advanced
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competence Policy studies competence
Core translation and
interpretation
competence
Modified Y-forked

Figure 3.4. Curriculum models according to Arjona (1984a:10)
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5.2 Curriculum components

In the process of curriculum reform in Germany and Austria during the
1990’s, the introduction of curriculum modules was repeatedly advocated to
bring greater flexibility in curriculum implementation (Honig 1995a: 161-162;
Snell-Hornby 1992:15). This need may be derived from the broadening of
professional skills sets and employment opportunities in the language industry
and related sectors. A modular approach is seen as an appropriate means to
address such needs.

Honig (1995a) advocates a process of opening, diversification, and modu-
larization in interpreter and translator education — the hallmarks of an open
curriculum model — through the introduction of a broad course of studies
in multilingual communication. In extreme form, modularization most likely
provides greater opportunity for flexibility in structuring and sequencing skill
and knowledge components than any of the curriculum models outlined by
Arjona. Honig provides a more detailed level of analysis than is presented in
Arjona’s models, which also presents a challenge to comparing and contrasting
these models.

Honig’s course of studies (1995a) begins with a core module, through
which the student acquires communicative competence in the mother tongue
and at least one foreign language. This core module must be completed dur-
ing the initial semesters of this eight-semester course of study. Complementary
subject areas, chosen as electives, include courses aimed at building cultural
competence (literature and media studies), research competence (print media,
electronic databases, computer-aided translation tools, meeting planning), and
a subject matter specialization (among others, business and economics, law,
medicine, science and technology). A set of intermediate examinations and
student advising are required to continue beyond the first semesters of study.
Students may then enter a track leading to a degree in text production, inter-
pretation, translation, and/or specialized translation. Research may follow on
the postgraduate level in intercultural studies, the cognitive sciences including
linguistics, or the use of technology in translation and/or interpretation.

Thus, the flexibility of Honig’s modular course of studies allows students
to assemble programs of instruction based upon their skills and abilities,
interests, previous professional qualifications, and personal goals. As a result,
the course of study is not subject to strict curriculum sequencing. Given the
core requirement aimed at building communicative competence during the
initial semesters of study, which is then followed by specialization in translation
and/or interpretation, this multilingual communication curriculum model
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Specialization in Specialization in
conference interpretation translation
Advanced competence in consecutive, Advanced translation competence,

simultaneous, and simultaneous with text | |computer-assisted translation, terminology
management, and localization

Development of specializations
Development of specializations
Refinement of other competence areas
Refinement of other competence areas

Core communicative competence module

Native language competence — reading, writing, speaking, and listening
Non-native language competence — reading, writing, speaking, and listening

Basic translation competence — text analysis, production of non-(semi-) specialized
translations, and editing

Basic interpreting competence — dialogue interpreting, public speaking, and fundamentals
of consecutive and simultaneous interpreting

Other competence areas
Domain competence — business, law, science and technology, information technology, etc.

Cultural competence — area studies (culture and history, etc.)
Research competence — subject matter, terminology, library, Internet, etc.

Figure 3.5. Competence areas in a Y-track curriculum model (see Honig 1995a: 160,
165)

corresponds most closely to Arjona’s modified Y-forked model. Competence
areas described by Honig are related to the Y-track model in Figure 3.5.
Increasingly, strong domain specializations and expertise in computer-
assisted translation tools and software localization are required for translators.
Interpreters must have several working languages and knowledge that is both
broad in scope and substantial in detail for high-level assignments in govern-
ment, international organizations, and the private sector conference market.
At the same time, the range of jobs for individuals with translator and inter-
preter training has increased considerably over the past few decades (Kurz &
Moisl 1997). These diverging trends do not pose a dilemma if the standards and
criteria for modules offered in open systems, such as Honig’s (1995a), are ex-
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plicit. This transparency would also facilitate the description of clearer profiles
for translation and interpretation modules, which also aids in counteracting
the widespread perception that the study of translation and interpretation
leads to a broad-based, general degree in languages and the humanities. A
separate issue is whether the opening and diversification of programs allows
key problems of some large universities to be addressed, such as overcrowd-
ing, faculty understaffing, and correspondingly high faculty-student ratios (see
Snell-Hornby 1992).

Honig’s curriculum proposal has the characteristics of a loose, open cur-
riculum model and provides little information on course sequencing and the
delivery of instruction. Descriptions of course content, proficiency levels, and
course sequencing according to skill and domain can be addressed in other
curriculum documents and in course syllabi. If instruction is quantified in
such documents, it would not be difficult to estimate the impact of adding
a language or domain specialization, or changing degree tracks, on the length
of studies and the ability of a student to reach a given goal (degree) within a
defined period of time.

In her proposal for curriculum reform at the University of Vienna, Snell-
Hornby outlines a model with stricter sequencing (1992:13). The relationship
between curriculum components (16) emerges more clearly than in Honig’s
model. An explanation of the rationale underlying this model would be useful
for the curriculum designer, as would a precise definition of the goals and
contents of instruction, e.g., “Fachsprachen,” “Arbeit an/mit Texten” (13). It
must be assumed that neither Honig nor Snell-Hornby had the intention of
spelling out explicitly how these curriculum models are to be implemented.
Nevertheless, the question remains how curriculum and instruction can be
optimized, i.e., higher skill levels attained within the same or a shorter period
of time, or by a larger pool of students, without a greater degree of specificity
in curriculum documents.

6. Steps toward effective curriculum design

This section describes general steps that can be taken to enhance curriculum
design in interpreter education programs. These suggestions are intended to
provide practical guidance to program administrators and instructors who
wish to begin reviewing their curricula. Given the vast nature of the literature
on program evaluation, these suggestions can only be a starting point. The
reader is referred to Diamond (1998) and Lynch (1996) as initial sources.
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These steps are roughly sequential but are also iterative in nature. Internal
and external discussions among all curriculum stakeholders — administrators,
instructors, students, alumni, and employers — will be desired as depicted in
Figure 3.2. Given the interrelated nature of curriculum and assessment, these
steps also introduce language-testing concepts that are explained in greater
detail in the following chapter. Discussions during the curriculum design
process will come to terms with aspects of (1) interaction among participants
within the curriculum, (2) the processes inherent to the curriculum, (3) the
relationship between curriculum and assessment, and finally (4) the role
of curriculum evaluation and test validation as sources of evidence of the
usefulness of the curriculum model. Collaboration with curriculum specialists
is highly advisable throughout this process. The steps are the following:

1. Develop explicit statements of educational philosophy and the aims of
instruction and program goals based upon needs analyses.

2. Begin with aims and goals and, working backwards, sequence skills and
knowledge-building to meet these aims and goals; check against entry-level
knowledge and skills.

3. Develop teaching objectives to enable participants to reach curriculum
aims and goals.

4. Design instructional delivery formats that integrate all types of assessment
(formative, summative, ipsative, traditional, and alternative).

5. Gather data on the appropriateness of the curriculum model and evidence
of the validity and reliability of assessment practices.

7. Conclusions

At the beginning of this chapter, the need to select among the plethora of def-
initions, foundations, and approaches to curriculum is stressed. Curriculum
is then defined as a plan of action (process) and as the learning experiences of
the student (interaction). These two definitions are reflected in the psychologi-
cal and philosophical foundations of curriculum. Literature from the scientific
and humanistic approaches to curriculum is then related to interpreter ed-
ucation. The concepts of curriculum as process and curriculum as interaction
advance the notion that interpreter competence can be achieved more rapidly
and effectively if principles of cognitive development are taken into consider-
ation through appropriate forms of social interaction among participants in a
program of instruction and through reflective practice.
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The discussion also takes up Arjona’s curriculum models, which show that
the role of instruction in translation and instruction in interpretation varies
among programs and therefore that interaction between translation and in-
terpretation competence is a valuable topic to be explored. The collection of
evidence indicating the nature of the relationship between these two areas
would seem necessary if interpreter education programs are to be improved.
In designing a curriculum, therefore, key considerations include (1) whether
translation and interpretation are more similar or dissimilar to one another
in terms of knowledge and skill acquisition processes (curriculum as process);
(2) whether training in translation and training in interpretation should take
place concurrently, sequentially, or independently of one another (curriculum
as process and as interaction); and (3) the skill level and language combination
required for graduation (curriculum as interaction). In the absence of empirical
data, answers to these questions are based upon personal opinion and view-
point. Part I of the case study explores these fundamental aspects of curriculum
in a local context — that of the Graduate School of Translation and Interpre-
tation (GSTI) of The Monterey Institute of International Studies (MIIS) in
Monterey, California.



CHAPTER 4

Foundations of interpreter
performance assessment

In validation, a vigorous, questing intellect has further importance for analyz-
ing the values and rights embodied in — or sacrificed to — a testing program,
and also for appreciating the beliefs and wants of members of the community
that will arbitrate the validity argument. (Cronbach 1988:14)

The overview of assessment in interpreter education presented in this chapter
begins with a review and definition of fundamental assessment concepts and
places them in the context of interpreter education. In the Interpreting Studies
(IS) literature, the adoption of well-established assessment concepts from the
fields of assessment and language testing has been advocated by Hatim and
Mason (1997) and Arjona (1984b). Assessment is seen in this context as an
enterprise focusing on the individual, as opposed to an enterprise focusing on
the curricular program, otherwise known as evaluation (Ornstein & Hunkins
1998:319). The terms ‘assessment’ and ‘test’/‘testing’ are used interchangeably
in this discussion.

The assessment concepts presented here serve as a theoretical foundation
for a description of assessment practices used at various stages of the cur-
riculum. An integrated view of assessment is stressed, i.e., an approach that
views assessment as providing feedback and guidance to the learner throughout
the course of instruction. Standards for assessing performance and providing
feedback are consistent from one assessment event (homework, in-class per-
formance, final exam) to the next, although different types of assessment serve
different purposes. At the same time, the results of these multiple assessment
opportunities may also be used to evaluate the effectiveness of the curricu-
lum and instruction. Central concerns include the need to conduct validity
and reliability studies and to foster greater awareness of the role of professional
judgment in assessment practices.

In interpreter assessment, a distinction has been made between evaluating
quality and evaluating performance (Hatim & Mason 1997), in which quality
looks at a product and performance at a process. Generally, though, quality
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refers to the features of a performance as product, that is, whether an interpre-
tation is accurate, complete, stylistically appropriate, etc. In education, it must
be determined whether a student has acquired the ability to produce an ac-
ceptable product, or to perform acceptably. Performance assessment can serve
this purpose; it may be defined as testing that requires students to demonstrate
their achievement of understandings and skills by actually performing a task
or set of tasks, for example, writing a story, giving a speech, conducting an ex-
periment, or operating a machine (Gronlund 1998:2). In other words, tasks
that exist in the real world are used as the basis for performance assessment,
such as interpreting a speech from a conference or completing a translation
project. Given this real world significance, it is logical to conclude that the test
content and the criteria for assessing an interpreter’s performance should be
empirically established and validated.

Hence, the learner’s ability to perform the task is assessed, and the quality
of the final product is seen as a measure of the degree to which the processes of
interpreting have been learned. Similarly, Gile (2001) draws attention to the
differences between assessing interpreter performance in the classroom and
assessing quality in the field in calling for process-oriented assessment during
the course of study and product-oriented assessment as final testing draws near.
Process-oriented assessment focuses on the skills required to carry out a task,
i.e., the processes of interpreting, whereas product-oriented assessment focuses
on the interpretation as product. The use of portfolio assessment is a means to
gather a greater range and depth of sample performances and facilitate both
process- and product-oriented assessment as complementary approaches.

Performance assessment is an established concept within the field of lan-
guage testing and, in the case of interpreting, can be seen as a ‘direct’ measure
of ‘real-life’ performance (see Bachman 1990:304-305). Performance testing
is generally seen as a means to achieve greater authenticity in assessment, i.e.,
greater congruence between tasks to be completed in the test situation and in
the field. Thus, performance assessment differs from other types of testing in
that it provides for greater realism and task complexity. It also requires more
time for assessment and greater judgment in scoring (Gronlund 1998:14-15).
A key concern is the degree to which the test task or tasks are representative
of the set of tasks that must be routinely carried out by professionals in the
field (see Brown & Hudson 2002:21-22). For this reason as well, empirical data
should serve as a basis for test development and test validation.
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1. Concepts

11 Validity

Validity has long been regarded as the touchstone of educational and psycho-
logical measurement and has therefore been defined repeatedly with varying
nuances in the assessment literature. In the Standards for Educational and Psy-
chological Testing (1999) of the American Psychological Association (APA),
validity is described as “the degree to which evidence and theory support
the interpretations of test scores entailed by proposed uses of tests. Validity
is, therefore, the most important consideration in developing and evaluating
tests.” (9). In other words, the purpose for which an assessment instrument is
to be used is the key consideration in the process of designing, administering,
and updating it. Similarly, Messick (1989) defines validity as

an integrated evaluative judgment of the degree to which empirical evidence
and theoretical rationales support the adequacy and appropriateness of infer-
ences and actions based on test scores or other modes of assessment . .. Broadly
speaking then, validity is an inductive summary of both the existing evidence
for and the potential consequences of score interpretation and use. (13)

The definitions cited above stem from Garret’s early definition of validity as
“the extent to which an assessment measures what it purports to measure,”’
which Gipps (1994) also draws upon. Gipps adds that if “an assessment does
not measure what it is designed to measure then its use is misleading” (vii).
A logical conclusion from this statement is that if an assessment regime is not
demonstrably valid, the political and ethical basis for its use is undermined.

Validity cannot be ignored if curriculum and assessment are to comple-
ment and support one another. In this respect, validity is a comprehensive con-
cept. For example, the social consequences of test use must also be considered
(Messick 1989:18-20). For this reason, as Cronbach summarizes, the valida-
tion “argument must link concepts, evidence, social and personal consequences,
and values” (1988:4).

Determining whether assessment practices and the decisions inferred from
them are valid entails a process of evidence gathering. This evidence is used to
assess how well the tests are performing and whether they need to be modified.
In turn, this information aids in evaluating how well a given curriculum model
is designed and whether the aims and goals of the model are being met. Hence,
validity is not to be regarded as an absolute criterion, but rather as a result
of an iterative, on-going process. Messick clarifies that “validity is a matter of
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degree, not all or none” (13). In this regard, according to the APA Standards,
the “process of validation involves accumulating evidence to provide a sound
scientific basis for the proposed score interpretations. It is the interpretations
of test scores required by proposed uses that are evaluated, not the test itself”
(1999:9).

A comprehensive discussion of validity has not yet been conducted in the
community of interpreter educators. Although initial discussions of criteria for
assessing performance are provided by Riccardi (2001), Ackermann, Lenk and
Redmond (1997), Honig (1997b), Kutz (1997), Altman (1994), and Déjean Le
Féal (1990), the concept of validity and evidence thereof is not the subject of
debate. Increasingly, however, service providers are recognizing the need for
studies of validity (and reliability) in spoken-language interpreting and the
community of language testing specialists is discovering interpreting as a new
area seeking out their expertise (Sawyer, Butler, Turner, & Stone 2002a, 2002b;
Stansfield & Turner 2001; Sawyer 2000).

In the past, validity has been classified into broad types with overlapping,
interrelated categories.”> Three broad types of evidence for validation have
emerged: content, criterion, and construct validity (see Table 4.1). Over time,
however, “measurement specialists have come to view these as aspects of a
unitary concept of validity that subsumes all of them” (Bachman 1990b:236).
This change in perspective to a unitary view of validity, in which all types of
validity are subsumed under one concept, is documented in the 1985 APA
Standards. Messick notes, for example, that the text of the standards “no
longer refers to types of validity, but rather to categories of validity evidence
called content-related, criterion-related, and construct-related evidence of
validity.”? Messick stresses that the objective is to avoid the misconception that
demonstration of one type of evidence is sufficient to ascertain validity for all
aspects of the assessment procedure. On the contrary, validation requires by
definition the specification of the type of evidence, i.e., whether the evidence
supports construct-, content-, or criterion-related validity.

Of the three types of evidence, construct validity is recognized as a force
unifying all types of validity evidence (Messick 1988:40). A construct has been
defined as “some postulated attribute of people, assumed to be reflected in
test performance” (Cronbach & Meehl 1955:283; see Table 4.1). Similarly,
Gipps ascertains that “[c]onstruct validity itself relates to whether the test is
an adequate measure of the construct, that is the underlying (explanatory)
skill being assessed. Important to the development of an assessment then is
a clear and detailed definition of the construct” (1994:58). According to the
APA Standards,
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[v]alidation logically begins with an explicit statement of the proposed inter-
pretation of test scores, along with a rationale for the relevance of the interpre-
tation to the proposed use. The proposed interpretation refers to the construct
or concepts the test is intended to measure. Examples of constructs are math-
ematics achievement, performance as a computer technician, depression, and
self-esteem. (1999:9)

To date, constructs for assessment in interpreter education have not been
precisely defined. Kutz, for example, lists the following areas for performance
assessment: overall impression (behavior), information content, language use,
and a summary statement in reference to the interpretation assignment (252—
253). Kutz does not describe, however, the criteria to be applied to these
areas. A description of the criteria for assessment is necessary to determine
possible errors in measurement and to gather evidence for or against validity.
In comparison, Riccardi (2001) places her discussion of assessment criteria
in the context of the Interpreting Studies literature on quality. Basing her
discussion on Viezzi (1996), she defines four macrocriteria for the evaluation
of quality in professional situations: equivalence, precision, appropriateness,
and functionality. In educational settings, she defines fourteen microcriteria
for both summative and formative assessment. These categories, which include
register, omissions, deviations in content, successful solutions, among others,
are then used as scoring criteria (none, some, many) for a feedback sheet (278).
Examples of other constructs often referred to in the context of interpreter
assessment are cited in Table 4.1. In a next step, it would be useful to describe
in greater detail the relationships among these macro- and microcriteria,
constructs, and scoring criteria and establish an empirical foundation for their
use in specific tests.

The notion of construct-related evidence is pervasive in the assessment
context. For example, Bachman states that “[c]onstruct validity concerns the
extent to which performance on tests is consistent with predictions that we
make on the basis of a theory of abilities, or constructs” (1990b: 254-255).
Therefore, constructs cannot be developed and measured in isolation from one
another, but must be part of an integrated viewpoint. As explained in the APA
Standards,

[a] detailed description [of the construct] provides a conceptual framework
for the test, delineating the knowledge, skills, abilities, processes, or character-
istics to be assessed. The framework indicates how this representation of the
construct is to be distinguished from other constructs and how it should relate
to other variables. (1999:9)
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While a holistic viewpoint is necessary, constructs are also multifaceted and
will vary according to the type of assessment and its purpose (formative,
summative, ipsative; see Section 1.5) and the stage of assessment in the
curriculum (entry-level, intermediate, final testing; see Section 2). In addition,
there may be differing opinions concerning the purpose of assessment, and
therefore the relative importance and weighting of constructs, depending on
the perspective of the rater, e.g., whether the rater is an interpreter, end-user,
employer, or educator, among others (Kurz 1998:391-392).

Although quality is sometimes seen as an elusive concept, (Shlesinger et
al. 1994:121) the discussion of quality can inform the discussion of assess-
ment constructs and their development. As shown in the discussion of Riccardi
(2001) above, in the past, constructs for interpreter assessment have often been
derived from existing Interpreting Studies literature. Similarly, Ackerman, Lenk
and Redmond (1997) draw attention to the pedagogical value of the literature
on quality. Beyond the ability to inform, research on quality yields empirical
data that can serve as a foundation for the development of assessment con-
structs. The AIIC Survey on Expectations of Users of Conference Interpretation
distinguishes, for example, between content match (completeness of rendi-
tion, terminological accuracy, faithfulness to meaning) and formal match (syn-
chronicity, rhetorical skills, voice) (Moser 1995). Other surveys point to similar
constructs (Kurz 1996; Biihler 1986; Kopczinski 1994). Professional judgment
and the philosophy of the educational institution and its educational objec-
tives are influential factors in the discussion to reach a consensus on construct
definitions.

Evidence of content validity is inseparable from evidence of construct
validity (Messick 1988:38). This link between test construct and test content is
reflected in the APA Standards: “Important validity evidence can be obtained
from an analysis of the relationship between a test’s content and the construct
it is intended to measure. Test content refers to the themes, wording, and
format of the items, tasks, or questions on a test, as well as the guidelines
for procedures regarding administration and scoring” (1999:11; see Table
4.1). An example from the field of language interpretation is the frequency
with which the topic of an interpretation exam is encountered in real-life
interpreting situations, and thus the degree of authenticity of the subject
matter and terminology being tested. Gipps reiterates the importance of “the
representativeness with which the content covers that domain” (1994:58-59).
In addition to the frequency of topic occurrence in the field, several other
examples of rudimentary factors to be weighed in determining the content
validity can be readily cited. They include the difficulty of the exam material
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and the modes of interpreting covered in exams, for example, whether a test
series includes simultaneous interpretation both with and without texts. In
the latter case, studies correlating valid and reliable exam scores from both
exam types could provide evidence of whether both exams are necessary. In this
sense, Gipps states that content validity “concerns the coverage of appropriate
and necessary content i.e. [sic] does the test cover the skills necessary for good
performance, or all the aspects of the subject taught?” (1994: 58-59).

Therefore, content validity can be subdivided further into aspects of test
content and the coverage of the domain being tested. Building on Messick,
Bachman defines these two types of evidence for content validity: content rele-
vance requires “the specification of the behavioral domain in question and the
attendant specification of the task or test domain” (Messick 1980:1017), while
content coverage is “the extent to which the tasks required in the test adequately
represent the behavioral domain in question” (Bachman 1990b:245).

In the determination of appropriate content, there is agreement in the
assessment community that, as stated in the APA Standards,

[e]vidence based on test content can include logical or empirical analyses of
the adequacy with which the test content represents the content domain and
of the relevance of the content domain to the proposed interpretation of test
scores. Evidence based on content can also come from expert judgments of the
relationship between parts of the test and the construct. (1999:11)

The role of professional judgment is particularly problematic (Messick 1989:91)
and is discussed in greater detail in Section 1.3.

The third type of evidence is based on an external criterion measure, i.e.,
a test, observation, or judgment that is external to the test in question (see
Table 4.1). The issue is whether performance on the external criterion can
be predicted from scores on the test (APA Standards 1999: 14); for example,
whether a student who passes a final interpretation test will be a successful
interpreter on the market. Bachman describes criterion-related evidence as the

kind of information we may gather in the validation process ... which demon-
strates a relationship between test scores and some criterion which we believe
is also an indicator of the ability tested. This ‘criterion’ may be level of ability
as defined by group membership, individuals’ performance on another test of
the ability in question, or their relative success in performing some task that
involves this ability. (1990b: 248)

In the context of curriculum and expertise, the criterion measure could be,
for example, status as a novice, apprentice, or journeyman, which depends
upon which level of examinations — degree track entry, intermediate, or final —
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has been successfully completed. In this sense, a criterion measure for a final
degree examination might be whether graduates who pass the examination
perform satisfactorily as journeymen in the field. The reverse could also apply:
whether successful professional practitioners perform satisfactorily on the final
examination in question (see Table 4.1).

Two types of criterion-related evidence are typically distinguished from
one another: predictive and concurrent. “A predictive study obtains informa-
tion about the accuracy with which early test data can be used to estimate
criterion scores that will be obtained in the future. A concurrent study serves
the same purpose, but it obtains prediction and criterion information simulta-
neously” (Bachman 1990b:248). Gipps ascertains that the two types are often
combined “because they both relate to predicting performance on some crite-
rion either at the same time or in the future” (1994:59). Concurrent validity
“is concerned about whether the test correlates with, or gives substantially the
same results as, another test of the same skill,” e.g., whether final degree exami-
nations are comparable between two translation and interpretation schools. In
contrast, predictive validity “relates to whether the test predicts accurately or
well some future performance” (58).

1.2 Reliability

As defined by the APA Standards, reliability “refers to the consistency of ...
measurements when [a] testing procedure is repeated on a population of in-
dividuals or groups” (1999:25). The APA Standards clarify that “measurement
error” refers to inappropriate fluctuation between scores, i.e., the “hypothet-
ical difference between an examinee’s observed score on any particular mea-
surement and the examinee’s true or universe score for the procedure” (25).
Without reliability, decisions made based upon test scores cannot be consid-
ered meaningful and useful. In other words, reliability is a prerequisite for
test validity.

Various types of reliability are commonly distinguished from one another
(Gipps 1994:67, see Table 4.2). Test-retest reliability can be ascertained by
giving the same test on multiple occasions. In this context, Bachman refers
to the “stability” of the test (1990b:181). Parallel forms, or “equivalence”,
(182) use “alternate forms of the ‘same’ test to compare performance of
similar populations” (Gipps 1994:67). A pertinent example in interpretation
is whether speeches used as exam material vary in difficulty from one year to
the next. Inter-rater reliability is defined as “agreement between raters on the
same assessment.” In this instance, jury members give the same or very similar
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Table 4.2. Categories of reliability evidence: Definitions, features, and examples

Category Definition Features and Examples
Test-retest Same test is administered on Impractical in interpretation due to
reliability separate occasions. familiarity with source speech

Parallel forms  Same test has multiple versions. Same test with different, but
equivalent, source speeches

Exam difficulty is same from one exam
session to the next.

Intra-rater Same rater gives the same score Same criteria are applied consistently
for equivalent test performance on separate occasions.
on separate occasions.
Rater has established criteria.

Inter-rater Different raters give the same ~ Same criteria are applied consistently
score on the same test. on separate occasions.

Raters have common criteria.

scores to the same performance. In contrast, intra-rater reliability is regarded
as “agreement of the same rater’s judgments on different occasions” (67). This
type of reliability implies that the jury member gives the same or very similar
scores to similar performances. Finally, internal consistency reliability examines
“how different parts of a test relate to each other” (Brown & Hudson 2002:164).

To gather evidence of the reliability of test scores, it is necessary to identify
the “major sources of measurement error, the size of the errors resulting from
these sources, the indication of the degree of reliability to be expected between
pairs of scores under particular circumstances, and the generalizability of
results across items, forms, raters, administrations, and other measurement
facets” (1985:19). Gipps  definition highlights a slightly different aspect —
consistency in scoring: reliability is “the extent to which an assessment would
produce the same, or similar, score on two occasions or if given by two
assessors. This is the ‘accuracy’ with which an assessment measures the skill
or attainment it is designed to measure” (1994:vii).

One of the most relevant types of reliability for interpreter assessment is
the consistency of scoring across raters. Since inter-rater reliability presupposes
that the raters apply “the same set of criteria consistently in rating the language
performance of different individuals” (Bachman 1990b: 178-179), a uniform
basis for scoring needs to be established. The training of raters is therefore
essential.
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1.3 Subjective and objective testing

Two terms often used very generally in testing are ‘subjectivity’ and ‘objectivity’.
Consistent use of these terms would aid greatly in clarifying the fundamental
nature of interpreter testing. In an objective test, “the correctness of the
test taker’s response is determined entirely by predetermined criteria so that
no judgment is required on the part of scorers” (Bachman 1990b:76). In a
subjective test, “the scorer must make a judgment about the correctness of the
response based on her subjective interpretation of the scoring criteria” (76).

Since the evaluation of interpreter performance requires professional judg-
ment, interpreter testing is inherently subjective in nature. The only means to
achieve objectivity in interpreter testing would be to match the transcription of
the test taker’s output against a (subjective) translation of the original speech,
thereby eliminating all decision-making, i.e., application of the scoring criteria,
on the part of the scorer. The catch-22 is evident. For, as Pilliner describes in a
landmark article,

[i]f the examiner has to exercise judgment; if he has to decide whether the
answer is adequate or inadequate; if he has to choose between awarding
it a high or low mark; then the marking process is ‘subjective’. If, on the
other hand, he is precluded from making judgments; if he is forced to accept
decisions made beforehand by someone else; if, in short, he is reduced, for the
purpose of marking, to the status of a machine (and in some cases can even be
replaced by a machine); then the marking process is ‘objective’ (1968:21)

This raises a traditional view in the assessment community underscored by
Pilliner (1968:21): “all examinations are ‘subjectively’ compiled and ‘subjec-
tively’ answered. According to this view, only scoring may be ‘subjective’ or
‘objective’ The distinction between a ‘subjective’ and “objective’ examination
rests only on the manner in which the marks are to be assigned” (see also Bach-
man 1990b: 37-38). Possibilities for limiting the negative impact of subjective
testing include a better discussion and understanding of test method facets, the
development of test specifications, the use of empirical data in test develop-
ment and validation, and the training of raters. All of these measures contribute
to the exercise of sound professional judgment.

Professional judgment is a double-edged sword. The ability to apply judg-
ment stemming from professional practice as an interpreter is widely regarded
in the interpretation community as a prerequisite of jury membership — per-
haps in an effort to ensure that unqualified non-interpreters are excluded from
juries. However, professional judgment fluctuates widely and therefore should
not be relied upon exclusively to ensure equity and fairness in testing. The
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role of professional judgment as outlined in the APA Standards is an inter-
esting case in point. “Although the evaluation of the appropriateness of a test
or application should depend heavily on professional judgment, the Standards
can provide a frame of reference to assure that relevant issues are addressed”
(1999:2). Despite this statement stressing the need for professional judgment,
the APA Standards also stipulate that knowledge of the field alone is insuffi-
cient. Not only do explicit assessment criteria need to be established, special
training in the application of these criteria is required, among other things:

[E]valuating acceptability involves (a) professional judgment that is based on
a knowledge of behavioral science, psychometrics, and the professional field
to which the tests apply; (b) the degree to which the intent of the standard has
been satisfied by the test developer and user; (c) the alternatives that are readily
available; and (d) research and experiential evidence regarding feasibility of
meeting the standard. (1999:4)

Indeed, Messick stresses that professional judgment is not the prerequisite, but
rather the factor for which allowances are made in the verifiability network:

There is, indeed, a good rationale for why sound professional judgment should
have veto power in practice: otherwise the standards would be completely pre-
scriptive and, hence, unresponsive to compelling local exceptions. But in the
absence of enforcement mechanisms, where is the protection against unsound
professional judgment? And how could one tell the difference, if not on the ba-
sis of the validity principles and testing standards themselves? ... Much of this
variation stems from appropriate allowance for sound professional judgment,
as previously indicated. But the same allowance for professional judgment
that facilitates flexibility in test validation also permits perpetuation of less
desirable uses of the past.” (1989:91)

In other words, professional judgment may be a prerequisite for testing in inter-
pretation, but it should be wielded with considerable care and circumspection
and should not be regarded as a starting point for assessment and testing. Pro-
fessional judgment alone is an insufficient basis for decision-making. Rather,
empirical data may be used to reduce subjectivity in the selection of test con-
tent and the development of assessment criteria (see Section 5 on authenticity).
Greater awareness of the appropriate role of professional judgment can also
counteract the negative perceptions associated with subjective testing, particu-
larly among examinees. This transparency can instill greater confidence in the
assessment process and aid in building trust among concerned parties.
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1.4 Measurement scales

To date, various types of measurement scales are rarely distinguished from one
another in interpreter testing. There is little acknowledgement of the fact that
the nature of the test, for example its inherent subjectivity or objectivity, has a
direct impact on the type of measurement scale that should be employed. The
result is a haphazard, intuitive (i.e., impressionistic) approach to grading that
undermines the reliability of examinations and other assessment instruments.
Bachman describes the unwanted fluctuation in measurement that can occur
if test criteria are unclear and measurement scales are used inappropriately:

Practically anyone can rate another person’s speaking ability, for example.
But while one rater may focus on pronunciation accuracy, another may find
vocabulary to be the most salient feature . . . Ratings such as these can hardly be
considered anything more than numerical summaries of the raters’ personal
conceptualizations of the individual’s speaking ability. (1990b:20)

For the purposes of interpreter testing, three types of scales should be distin-
guished from one another: nominal, ordinal and interval (See Table 4.3). A
nominal scale consists of “classes or categories of a given attribute” (27) e.g.,
‘native language’ or ‘pass’/‘fail. Code numbers may also be assigned to these
attributes, but the categories are not ordered in relationship to one another
and therefore cannot be averaged. An ordinal scale, in comparison, “comprises
the numbering of different levels of an attribute that are ordered with respect to
each other” (28), i.e., the order establishes a ranking in which the levels of the
attribute may be characterized as ‘greater than’ or ‘less than’ each other. With
ordinal scales, numerical averaging is not possible, as the levels of the attribute
are not equidistant from one another. This is the case, however, with an interval
scale, “in which the distances, or intervals, between the levels are equal” (28).
Most scales used in interpreter testing are either nominal (pass/fail) or
ordinal (e.g., high pass, pass, borderline fail, fail). The distinction between or-
dinal and interval scales is particularly salient in the case of interpretation, as
interval scales allow numerical averaging and ordinal scales do not. Few as-
sessment regimes used in interpreter testing are based upon interval scales
that have been empirically verified. An example is the Federal Court Inter-
preter Certification Examination (FCICE) Oral Exam in the United States.
Nevertheless, calculations using averaging and factoring are not infrequent.
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Table 4.3. Measurement scales, distinguishing features, and examples

Type of Distinguishing Features Examples
Scale
Nominal Classes or categories of a given Pass/fail; mother tongue

attribute; no ranking in relationship to
one another
Cannot be averaged

Ordinal Classes or categories of a given Rankings with ‘greater than, ‘less
attribute that are ranked in relationship than’ relationships
to one another on a scale High pass, pass, borderline fail, fail
Categories are not equidistant from
one another on the scale
Cannot be averaged

Interval Classes or categories of a given 100-point multiple-choice test with
attribute that are equidistant from one  each item worth one point
another on a scale
Can be averaged

1.5 Formative, summative, and ipsative assessment

Various types of assessment and assessment instruments have been distin-
guished from one another for use for different purposes (see Table 4.4). Gipps’
definition of assessment reflects this range: assessment includes “a wide range
of methods for evaluating pupil performance and attainment including for-
mal testing and examinations, practical and oral assessment, classroom based
assessment carried out by teachers and portfolios” (1994 vii).

With regard to the purposes of assessment, three types are commonly dis-
tinguished from one another: formative, summative, and ipsative. “Formative
assessment takes place during the course of teaching and is used essentially
to feed back into the teaching/learning process” (Gipps 1994:vii). In contrast,
“[sJummative assessment takes place at the end of a term or a course and
is used to provide information about how much students have learned and
how well a course has worked” (vii). A third category is ipsative assessment,
“in which the [student] evaluates his/her performance against his/her previ-
ous performance” (vii). This third type is particularly relevant for the reflective
practitioner (Schon 1983, 1987), as it provides a vehicle and framework for
problem-solving through self-assessment. Ideally, ipsative assessment contin-
ues throughout the professional career. A determining factor in the training
context is the degree to which ipsative assessment is purposefully integrated
into the curriculum and thus allows the student to fully benefit from self-
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Table 4.4. Types of assessment, distinguishing features, and examples

Formative Instructor evaluation during course of teaching
Feeds back into teaching and learning process
Grading on assignments
Feedback on coursework
Feedback on ipsative assessment (self-assessment statements, journal, field
notes, or log)

Summative Jury / instructor evaluation at end of program or course
Determines how well student has learned and whether teaching is effective
Degree and course examinations, thesis or portfolio projects

Ipsative Self-evaluation by a reflective practitioner
Evaluation of current performance against previous performance and
performance of other participants
On-going reflection on learning
Integrates instructor and peer feedback
Formalized in self-assessment statements, journal, field notes, or log
Ideally continues throughout the professional career

assessment opportunities to enhance his/her learning. From the humanistic
view of curriculum, formative assessment may be regarded as assessment stem-
ming from a colleague, summative assessment from a mentor, and ipsative
assessment from reflective practic.

1.6 Test specifications

Test specifications are a written document providing guidelines for the devel-
opment of multiple forms of a test by an individual or group of individuals.
By explicitly stating “what the test is designed to measure and what language
content or skills will be covered in the test” (Brown & Hudson 2002:87), test
specifications help build a case for the validity and reliability of a test or set of
tests. Specifications contribute to the meaningfulness, usefulness, and consis-
tency of the test development and administration processes by documenting
all facets of test design and use (see Section 4). In doing so, similar to the use of
product specifications in industry, test specifications provide “an efficient gen-
erative blueprint by which many similar instances of the same assessment task
can be generated” (Davidson & Lynch 2002:4; see also Alderson, Clapham, &
Wall 1995:9; Popham 1981, 1978).

Although there is no single best format for test specifications, they gen-
erally contain the following components: a general description of the test, a
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description of the source materials (prompt attributes), a description of the
desired output (response attributes), sample materials or speeches (items), a
description of the skills and attributes being tested (constructs), and a descrip-
tion of the criteria and procedures for scoring the test (for a description of
typical sections in test specifications for language testing, see Davidson & Lynch
2002:20-33; Brown & Hudson 2002:86-95; Popham 1981, 1978). Thus, test
specifications address issues such as the purpose of the test, its role in the course
and/or curriculum, the sort of learner taking the test, the number of sections
or passages, the test situation, the text types or speeches and other materials to
be used, the language and interpreting skills being tested, including the mode of
interpreting, and the procedures for test administration and scoring, including
advance briefings and modalities for jury selection and jury deliberations (see
Alderson, Clapham & Wall 1995:11-14). These categories are neither obliga-
tory nor exhaustive. On the contrary, the format of a set of specifications is
adaptive and reflects the purpose and situation for use of the test.

The development of test specifications is an iterative process requiring
discussion among those individuals with an interest in the test, piloting of
test tasks, and multiple revisions of the test specifications based upon the
results of the discussion and piloting. The iterative nature of test specifications
development, which requires trial and error over an extended period of time,
and the explicitness of the final product, i.e., the written test specification
document, make test specifications development a useful means for reconciling
differences in viewpoint concerning the purpose, nature, and format of tests. In
particular, the development process can aid in establishing a balance between
the seemingly contradictory needs for standardization and authenticity (see
Sections 4 and 5). Once test specifications are in place, they need to be reviewed
periodically to determine whether they have remained current.

2. Integrating curriculum and assessment: Developmental milestones

As the review of literature on assessment has revealed, there is little extant
literature on the role of assessment in the curriculum. To date, Arjona (1984b)
is perhaps the sole author who has related different types of testing at various
stages in a curriculum to one another. For this reason, the discussion of key
assessment concepts and issues that is provided above is now followed by
an overview of interpreter assessment at various stages of a curriculum. This
overview serves the purpose of setting various types of assessment in relation
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to one another and indicating the vast potential for further, much needed
research.

In conference interpretation, testing is normally carried out in two arenas:
academia, i.e., interpreter training programs, and in the field. In the latter case,
examinations form the gateway to contract work and staff positions at inter-
national organizations (European Union, Council of Europe, United Nations,
among others), and governmental ministries and agencies usually on the na-
tional level. Generally, testing is not done in business and industry, although
exceptions exist, such as in the hiring of staff in a few international corpo-
rations and large-scale providers of interpretation services, e.g., in telephone
interpreting. Hospitals and courts are increasingly seeking to establish scien-
tifically based testing regimes. Degree qualifications, professional experience,
reputation and/or word of mouth fulfill this role in the corporate arena, where
the vast majority of work is carried out by teams of freelancers.

In most interpreter education programs, apart from on-going formative
testing in individual courses, three levels of testing can be distinguished from
one another: entry-level testing, intermediate testing, and final testing. Sim-
ilarly, Gronlund draws attention to three stages during which instructors are
called upon to make decisions with regard to student learning: at the begin-
ning of instruction (placement assessment), during instruction (formative and
diagnostic assessment) and at the end of instruction (summative assessment)
(1998:4-8). These three stages of assessment correspond to levels of expertise
and may be seen as developmental milestones for student interpreters in the
curriculum. In Table 4.5, a description providing a definition and characteris-
tics of each skill level is given for these three stages — the novice, apprentice, and
journeyman. The types of assessment prevalent at each stage are also listed, as
well as examples of questions for students and instructors to address.

2.1 Entry-level assessment

In terms of expertise, entry-level testing is assessment on the level of the
novice. It is used for diagnostic purposes to determine eligibility for entry to a
degree track. In conducting this type of assessment, teachers must determine
the extent to which students possess the skills and abilities that are needed to
begin instruction, and the extent to which students have already achieved the
intended learning outcomes of the planned instruction (Gronlund 1998:4—
5). The use of efficient entry-level testing seems more crucial the shorter the
course of study, as entry-level skills must normally be consolidated to a higher
degree in order for the candidate to be ready to enter the profession within
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a shorter period of time. Even in longer programs, some of which may last
over four years, students may benefit from diagnostic testing early on, as large
introductory classes with a wide range of skill levels among students can result
in lower program efficiency and perhaps even poor student modeling that
detracts from the learning experience.

There does not seem to be a consensus among interpreter educators that
entry-level testing must show predictive validity. For example, many faculty at
the Monterey Institute of International Studies take the position that diagnostic
testing has the sole purpose of determining whether a candidate is ready
to begin training, or perhaps can begin his/her studies but needs additional
language training (see Arjona 1984b:114-115). In such cases, no determination
is intended as to the probability of success in the program, although strong and
weak candidates are immediately recognizable. In this sense, the term ‘aptitude
testing’ in reference to this stage of assessment is a misnomer, as aptitude for
interpreter training is not being measured, but rather skill levels necessary for
the initiation of T&I training. In fact, a study at the Monterey Institute showed
no relationship between oral diagnostic testing and performance on final
examinations (Tapalova 1998). Under these circumstances, it would appear
appropriate to avoid the term ‘aptitude’ in reference to a specific diagnostic
test unless evidence of predictive validity can be provided through scientific
methods, e.g., score correlation with GPA, intermediate, and/or final exams.

Logistically, diagnostic, entry-level assessment falls into two categories:
off-campus testing, often in the form of a written translation, essay or precis-
writing task, as part of an application package completed at home by the
candidate, and on-campus testing, a form of in situ testing through a series
of oral interviews and written translation tasks. In the latter case, diagnostic
assessment may take place over an extended period of time, perhaps even
within the framework of a first-semester or introductory course (Neff 1989). In
some programs, on-campus diagnostic testing may overlap with intermediate
testing. There is considerable literature on the content of diagnostic tests.*
Although these assessment instruments may include pre-interpreting exercises,
such as dual-task training and shadowing, over which there is much debate,
Hyang-Ok (n.d.) determines that the most widespread diagnostic tool is the
skill to be trained in the target task format.

The diagnostic test regime of the Graduate School of Translation and Inter-
pretation (MIIS), for example, includes both off- and on-campus tests, which
are carefully coordinated with one another. The off-campus, early diagnostic
test (EDT) establishes a working relationship with the potential student and is
used for entry into the degree program. An initial, albeit non-binding, assess-
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ment concerning the specific degree track is then explored during the first (and
sometimes second) semester of study in introductory translation and interpre-
tation courses. The selection of a degree track is generally confirmed during
intermediate testing. The EDT itself consists of written and oral portions,
which include essay-writing, translation, and precis-writing exercises as well as
pronunciation, extemporaneous speech, abstract thinking, and self-assessment
tasks. In view of the instantaneous communication possible through the Inter-
net, the global dispersion of GSTI’s languages and cost of travel which many
of GSTI’s applicants face, this combination of off- and on-campus testing has
proved to be useful. This has been the case especially since initial oral test-
ing can be conducted using a standardized format and a cassette tape with a
follow-up telephone conversation.

Finally, the issue must be raised whether diagnostic testing should be used
to establish an A, B, C language rating for training purposes. There are several
factors against the use of this terminology of the International Association
of Conference Interpreters (AIIC) during training. The A, B, C language
categorization normally applies to working languages in the field and for this
reason is perhaps best established upon entry into the profession, for example
as part of final testing. Earlier use may generate unrealistic expectations on the
part of students, inappropriate judgments concerning students on the part of
practicing professionals and, if the categories are strictly applied, inappropriate
stress for students.

2.2 Intermediate assessment

Intermediate testing is assessment on the level of the apprentice. It is normally
conducted after introductory courses have been completed. Formative and
diagnostic assessment occurs during instruction leading up to such tests
as well. Formative assessment of performance-based tasks involves periodic
assessment of a product or process (Gronlund 1998:7). Hence, intermediate
testing consists of consecutive interpretation and in many cases simultaneous
interpretation as well. Questions to be addressed include the following: On
which learning task is the student progressing satisfactorily? On which ones
is additional help needed? Which students are having such severe learning
problems that they need remedial work? (6). As intermediate testing has the
purpose of assessing whether the candidate has the potential to continue and
successfully complete the degree program, the predictive validity of this type of
assessment should, by definition, be high.
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In intermediate assessment, which is both formative and summative in
nature, the aim is to monitor learning progress and to provide corrective pre-
scriptions to improve learning (Gronlund 1998:7). Hence, periodic assessment
over time is required. As a result, the evolution of student work and the ability
to continue to build skills successfully can be assessed with greater accuracy.
It is in this regard that intermediate testing is both formative and summa-
tive — formative in that feedback is given on a student’s work, which guides
decision-making for continuation in the degree program, and summative in
that learners demonstrate baseline competence on specific occasions.

2.3 Final assessment

In terms of expertise, final testing is assessment on the level of the journeyman.
It is a form of summative assessment aimed at determining whether the
candidate is ready to enter the profession. A widespread position among raters
is that coursework is not taken into account in final testing, as interpreters
on the market must be capable of performing acceptably on any given day;
their worst performance should still be sufficient for the task at hand. Arjona
(1984a), for example, identifies baseline quality, or routine performance, as a
possible test construct. In this instance, it is argued that candidates face the
same type of spot assessment when applying for work in the field (ministries,
international organizations), and final testing in a training program, when
conducted appropriately and constructively, provides useful practice.

Summative assessment at the end of a course or program also provides
essential information on the effectiveness of the instruction. According to
Gronlund, when

the majority of the students do poorly on an assessment, it may be the fault
of the students but the difficulty is more likely to be found in the instruction.
The teacher may be striving for learning outcomes that are unattainable by the
students, may be using inappropriate materials, or may be using ineffective
methods for bringing about the desired changes. (1998:11)

Therefore, high fail rates, for example, are an indication that the educational
objectives of the program are not being met.
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3. Evidential bases of construct validity

The following discussion focuses on establishing evidence of construct validity
as a tool to determine whether curriculum aims, goals, and objectives are being
reached. The intention is to elaborate a framework for assessment by making
reference to criteria, domain, and standards (Gipps 1994).

3.1 Scientific approaches: Criteria

McMillan draws attention to the fact that criteria are not merely numerical
grading scales, but rather “clearly articulated and public descriptions of facets
or dimensions of student performance” (1997:29). As such, they are more
informative of actual student performance than a numerical system, as Kiraly
aptly demonstrates in stressing the need for holistic translator assessment
(2000:153). Criteria are laid out in scoring rubrics, or scoring guidelines, as
shown in the discussion of assessment for the integrated Y-track model in
Section 2 and Table 10.1 in Chapter 10. In this case, the scoring rubric is
intended to serve as an example of descriptions of proficiency levels, which
would ideally be established and validated empirically through the analysis
of performance samples. The rubric differs, for example, from an itemized
breakdown of assessment categories as presented by Kutz (1997:252-253).
Kutz’s criteria are a mixture of component skills, performance features, and
assessment constructs, rather than a scoring rubric per se.’

With reference to criteria, Arjona (1984b) applies the distinction between
norm-referenced and criterion-referenced testing to translation and interpre-
tation. The difference between these two forms of assessment has been ac-
knowledged in the measurement community since Glaser’s introductory arti-
cle “Instructional Technology and the Measurement of Learning Outcomes”
(1963). The distinctions between norm-referenced and criterion-referenced
forms of testing are highlighted for explanatory purposes in the following dis-
cussion. It is important to note, however, that some tests are a combination or
are situated on a continuum between the two.

The differences between criterion-referenced and norm-referenced testing
are summarized succinctly by Glaser: “criterion-referenced measures depend
upon an absolute standard of quality, while what I term norm-referenced
measures depend upon a relative standard” (1963:519). Norm-referenced tests
“are designed to enable the test user to make ‘normative’ interpretations of test
results. This is, test results are interpreted with reference to the performance
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of a given group, or norm” (Bachman 1990b:72). In contrast, criterion-
referenced tests

are designed to enable the test user to interpret a test score with reference to a
criterion level of ability or domain of content. An example would be the case
in which students are evaluated in terms of their relative degree of mastery
of course content, rather than with respect to their relative ranking in the
class” (74)

Glaser further stipulates that

[u]nderlying the concept of achievement measurement is the notion of a
continuum of knowledge acquisition ranging from no proficiency at all to
perfect performance ... along such a continuum of attainment, a student’s
score on a criterion-referenced measure provides explicit information as to
what the individual can or cannot do ...[It] thus provide[s] information
as to the degree of competence attained by a particular student which is
independent of reference to the performance of others. (1963:519-520)

Arjona states that criterion-referenced testing is a more meaningful approach
to testing in interpretation than norm-referenced testing, given the need for
the interpreter to perform adequately in all situations. In this case, interpreters
should not be judged primarily in relation to one another, but rather against
a scale of absolute criteria (1984b:6). To apply criterion-referenced testing
meaningfully, the question “what are the criteria?” must be addressed. Ideally,
explicit criteria would be empirically established for all forms of assessment on
the course and program levels and across the profession.

In this context, one may distinguish between a maximum level of attain-
ment and a minimum level of competency in interpreter education. Arjona
draws attention to the need for a definition of baseline performance by de-
scribing the study of translation and interpretation as minimal competency
education, which is a case for a focus on criterion-related testing. In her words,

what is of essence within the educational setting ... is that the program take
the student to the level in which he or she can, in fact, routinely translate or
interpret the message accurately and appropriately, thus bridging the existing
communication gap in a meaningful manner ... To say this in another way,
in our field, what is of paramount importance is whether the professional or
the graduation candidate can in fact ‘routinely and safely fly the plane’ — not
whether he/she can ‘almost’ or ‘more or less’ fly the plane. Curriculum design
and planning in T/I therefore ... are inextricably linked to evaluation and
assessment and the curriculum planner in designing the program must not
overlook this crucial relationship. (1984a:6-7)



116 Chapter 4

Also a question of degree, the maximum level of attainment may refer to a
learner’s fulfillment of his or her potential to build interpretation skills, which
may not be reached due to any number of reasons. For example, the period
of study may be too short for a specific student. Students may take final
examinations, even though they have not yet reached their full potential in the
program, due to offers of employment, a lack of program funding, or changes
in personal life. Therefore, a clear definition of a minimum level of competency
as baseline performance is required in the curriculum objectives.

The need to identify and apply a minimum baseline of performance in
interpreter education further supports the use of largely criterion-referenced
assessment practices. If the assessment criteria are empirically established in
the performance standards for a (sub)domain, in the form of operationally
defined constructs, they could achieve recognition throughout the domain in
question, independent of training institutes or employers.

Care must be taken in the application of criteria, however. Gipps (1994)
summarizes the difficulties of strictly applying criterion-referenced instru-
ments, which may sometimes result in a focus on very narrow, tightly defined
objectives. Gipps identifies a movement away from the detailed specification
of individual criteria “towards an anti-analytic, more holistic approach” (93),
which includes references to domain and standards. Indeed, multiple sources
of information, including in particular empirical data, can aid in developing
meaningful, useful, and appropriate tests.

3.2 Humanistic approaches: Domain

With regard to the domain of interpreting, it no longer seems sufficient to say
that we are simply testing ‘interpreting’. Interpreting involves a complex set of
skills and therefore multiple test constructs. In his definition of interpreting,
for example, Hoffman states that the field “is not language translating, or even
language interpreting. The domain is language and gesture interpreting in a
way that is sensitive to the audience and speaker and their relations and goals,
sensitive to world knowledge and context as well as topic, and sensitive to status
relations, loyalty shifting, and nuance as well as to literal meaning” (1997a:204).
In this light, a debate on whether all interpretation is the same is defeatist;
that is, there is no point in debating, for the purposes of assessment, whether
a day-long simultaneous conference on wood processing is equivalent to an
emergency doctor-patient telephone call due to the allergic reaction of a child.
An alternative approach would be to identify and meet the needs of a given
setting. In this case, Hoffman’s definition of interpreting, as comprehensive
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as it may be, requires additional distinctions according to subdomains. These
distinctions would then be reflected in the statement of educational goals of
the curriculum.

The need to distinguish between domains in interpreting and the ensuing
differences in assessment criteria is also reflected in the emerging literature on
quality in interpreting. It is widely acknowledged that quality in interpreting
can be judged from multiple perspectives, e.g., the interpreter, user, and client.
Kurz (2001), for example, describes survey research that has been conducted
from various perspectives on conference interpreting. For Kurz (2001), quality
in conference interpreting is to be measured in terms of the fulfillment of
user expectations, or the degree of user satisfaction. Survey research points
to differences in quality expectations according to the domain of interpreting.
For example, conference interpreters and users as well as different user groups
among themselves differ in their assessment of the importance of some criteria
such as correct grammar, pleasant voice, and native accent (398).

Pochhacker describes quality as “a multidimensional socio-psychological
as well as textual phenomenon within a specific institutional and situational
context of interaction” (2001:420). Quality factors therefore vary by domain-
driven institutional and situational factors. Péchhacker advocates an approach
to the measurement of quality that takes multiple perspectives into account.
By adopting a case study approach, a combination of corpus-based obser-
vation, survey research, participant observation, and documentary analysis
can be combined to gather a maximum amount of information on a specific
setting (420).

In the literature on quality in interpreting, an emerging consensus high-
lights the importance of basing quality judgments on empirical data gathered
from multiple perspectives. Similarly, validation evidence is ideally gathered
in multiple ways from multiple perspectives (Sawyer, Butler, Turner, & Stone
2002b; Bailey & Butler 2002). The use of corpus-based methods in interpreter
assessment ensures through the use of empirical data that constructs and cri-
teria are relevant, i.e., are based on real needs (Lindquist 2002; Bailey & Butler
2002) The advantages are twofold. First, empirical data can be used to describe
and provide evidence of quality factors that are common across or specific to
given settings. Second, such data can serve as a foundation for the development
of test constructs, criteria, and content that are meaningful, useful, and appro-
priate (valid) for the assessment of interpreters in training and in the field.
Thus, a clear definition of the interpreting domain is instrumental in establish-
ing a foundation for the gathering of content-, construct-, and criterion-related
evidence of validity.
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3.3 Guidelines: Standards

There are few recognized standards of interpreter education, with the Na-
tional Interpreter Education Standards for signed language training programs
in the United States being perhaps the most important example (Conference
of Interpreter Trainers 1995). The number of standards addressing the pro-
vision of interpreting services, however, is growing. On the national level,
standards exist in Australia, primarily for community interpreting (NAATI:
http://www.naati.com.au). A set of standards covering all areas of interpret-
ing were developed within the American Society for Testing and Materials
(ASTM), a national standards organization in the United States (Sawyer 1998).
National interpreting standards have also been developed in Austria. Such stan-
dards pertain to the marketplace and may be incorporated into education
settings. A source for the development of standards for assessment is the Stan-
dards for Educational and Psychological Testing of the American Psychological
Association (1999).

Standards for interpreter education, for the provision of interpretation
services, and for assessment can all serve as frames of reference for the devel-
opment of measurement frameworks. Bachman proposes the following steps
in establishing a measurement framework: (1) identifying and defining the
construct theoretically; (2) defining the construct operationally, i.e., relat-
ing the theoretical construct to observations of behavior (1990b:42), which
implies isolating the construct to make it observable (43) by eliciting “lan-
guage performance in a standard way, under uniform conditions” (44); and
(3) establishing procedures for quantifying observations, by defining units of
measurement (44).

In general, the successful identification and measurement of operationally
defined constructs hinges on the development of test method facets and their
role in testing procedures, the development of test specifications, and reconcil-
iation of the tension between standardization and authenticity. Specifically, the
constructs and criteria derived from empirical studies of domains of interpret-
ing can be codified in professional standards, which then serve as guidelines for
training and testing.
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4. Standardization in testing

We do not ... see assessment as a scientific, objective, activity, this we now
understand to be spurious. ... Assessment is not an exact science, and we
must stop presenting it as such. (Gipps 1994:167)

If interpreter testing cannot be considered an objective undertaking, but rather
an endeavor in which professional judgment is required, special consideration
must be given to those methods that can reduce the negative, undesired
consequences of individual rater subjectivity. Test standardization is a means
to reduce such unwanted fluctuation in assessment. Standardization does
not necessarily entail a de-coupling of assessment from the realities of the
marketplace; rather, it implies that testing procedures, both within and across
language programs, are uniform to the greatest extent possible. The rationale
for a given degree of standardization, or uniformity, or lack thereof is related
to the goals of the curriculum and can therefore be delineated in curriculum
documents.

Uniformity begins with the parameters of the test, or the test method
facets, as defined perhaps most thoroughly by Bachman (1990b). He identifies
these facets as “potential sources of error that can be equally detrimental to
the accurate measurement of language abilities” (1990b: 160) and states the
need to investigate test method facets (31). Bachman defines facets as “the
characteristics of the methods used to elicit test performance,” and states
that these characteristics “constitute the ‘how’ of language testing, and are
of particular importance for designing, developing, and using language tests,
since it is these over which we potentially have some control” (111). Bachman’s
“use of the term ‘facet’ for specific aspects of test method is consistent with
Guttman’s (1970) discussion of facet design and analysis, which he [Guttman]
proposed as a basis for test design” (115). Bachman presents his framework
“not as a definitive statement or exhaustive list, but rather as a guide for
empirical research that I [Bachman] hope will lead to a better understanding of
the extent to which these facets affect performance on language tests, and to the
discovery of additional facets not included” (117). Assessment in interpretation
is not immune to sources of error, as is shown in the following case study.
Through underspecification — or making “certain simplifying assumptions”
due to “the complexity of and the interrelationships among the factors that
affect performance on language tests” — Bachman aims “to either exclude or
minimize by design the effects of factors in which we are not interested, so as to
maximize the effects of the ability we want to measure” (31). These “limitations



120 Chapter 4

in observation and quantification” stem from “the fact that all measures of
mental ability are necessarily indirect, incomplete, imprecise, subjective, and
relative” (32).

Interpreter tests are indirect in that in many, but not all, testing scenarios,
“we are interested in measuring the test taker’s underlying competence, or
ability, rather than his performance on a particular occasion” (32). “We
interpret [our measures] as indicators of a more long-standing ability or
competence” (32-33), such as the interpreter’s ability to perform successfully
in the field over time.

Interpreter tests are incomplete in that “the performance we observe and
measure ... is a sample of an individual’s total performance ...” (33). A test-
taker’s performance is one of many that he or she gives throughout a course of
study or curriculum. The choice of topic and terminology is limited in scope,
as the test can constitute only one sample. In this light, the need to specify
constructs, content, and criteria to guide the selection of representative source
material becomes even greater (34-35).

Ratings are imprecise in that “[i]n measuring language abilities, where we
are not dealing with direct physical comparison, the units of measurement
scales must be defined, and precision, or reliability, becomes, in part, a function
of how we define these units” (35). This factor can be addressed though the use
of criterion-referenced rating scales.

Interpreter tests, as a specific form of language testing, are subjective “in
nearly all aspects” (37). Developers make subjective decisions when designing
tests and selecting materials; test takers make subjective judgments in taking
tests, and scorers make subjective decisions in scoring them (37). However,
Bachman draws attention to the subjectivity of the test-taker in particular
in stating that “[p]erhaps the greatest source of subjectivity is the test taker
herself, who must make an uncountable number of subjective decisions, both
consciously and subconsciously, in the process of taking a test” (38).

Finally, interpreter tests are relative in that there are “norms’ of perfor-
mance,” for example a “kind of language use” defined by variety, dialect, and
register, as well as a “standard for score interpretation ... in terms of levels of
language abilities” (38—40). It remains a matter of discussion, however, whether
norms in interpreter testing have been precisely defined.

An analysis of test method facets is a comprehensive endeavor that begins
on the program level within a specific institution or other highly defined as-
sessment context. Thorough documentation of test method facets provides a
resource to serve as a frame of reference for consideration of constructs, con-
tent, and criteria in the process of developing assessment instruments. Once
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constructs, content, and criteria have been elaborated in a variety of contexts,
interpreter educators will have a basis for the comparison of assessment pro-
cedures across schools. Coordination of developmental efforts is also possible
from the top down, e.g., within the research and training committees of pro-
fessional associations. Those areas that need to be addressed are detailed in
Bachman’s framework of test method facets. They include the testing envi-
ronment, test rubric, input, expected response, and the relationship between
input and response. In Table 4.6, these categories are described in the context
of interpreting, with examples provided in parentheses.

5. Authenticity

If humanistic concerns play a fundamental role in curriculum design, i.e.,
situating cognition in the community of professional practice, and assessment
is to be integrated into a program of instruction, test practices that reflect
real-world conditions must be established. The degree to which real-world
conditions are reflected in test practices can be described as the degree to which
the tests are authentic. Authenticity has been also described in the assessment
literature as the contextualized performance of engaging and worthy, real-life,
representative tasks (see Wiggins 1993:229-230) and is widely, albeit implicitly,
recognized by practitioners as fundamental in ensuring that interpreter testing
is valid and reliable and meets the needs of the marketplace. The “direct
examination of a student’s ability to use knowledge to perform a task that is
like what is encountered in real life or in the real world” (McMillan 1997:199)
is a concern that has been explored in the Translation and Interpretation
Studies literature as well. Bachman states that one “of the main preoccupations
in language testing for the past quarter of a century (at least) has been a
sincere concern to somehow capture or recreate in language tests the essence
of language use, to make our language tests ‘authentic™ (1997:300). Bachman
thus draws attention to a long theoretical discussion in the field of language
testing from which interpreter education can benefit.

The need to pay greater attention to authenticity in translator and inter-
preter assessment has also been stated explicitly. Snell-Hornby, for example,
discusses the role of examinations in the curriculum and mentions her con-
viction that “the present method of formal examination, while it is a time-
honoured academic tradition, should at least in part give way to alternative
methods that reflect the realities of future professional life” (1992:19).
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While the aforementioned call for standardization in interpreter assess-
ment would seem to undermine authenticity, it is precisely the analysis of test
method facets that provides evaluators with the descriptive tools to distinguish
between authentic and inauthentic assessment. Such a theoretical framework
facilitates the comparison of language test performance with non-test language
performance, which in turn could result in greater precision when characteriz-
ing the nature of interaction during test tasks (Bachman 1997:303).

A fundamental tension does lie, however, between authentic test tasks, i.e.,
contextualized performance, and conventional, large-scale testing (see Wiggins
1993:207), and concessions must inevitably be made when large groups of
students are to be tested in either translation or interpretation. For example,
the advantages and disadvantages of presenting examinees with ‘canned’ input
or taping participants in groups for post situ assessment need to be explored
in depth. In particular, careful consideration must be given to the issue of
whether such forms of input and response lead to test tasks that may be vastly
different from real-world requirements and thus result in forms of assessment
that do not achieve their intended purposes. Greater awareness of the factors
influencing authenticity and the adoption of a methodological framework to
describe it in the area of language interpreting is a first step.

A way to reduce this fundamental tension between authentic and inauthen-
tic forms of assessment may lie in the use of a variety of forms of assessment,
each for a specific purpose. In this respect, it can also be noted that, in the in-
terest of multiple perspectives, the plurality of approaches to testing and assess-
ment has been considered an advantage in other contexts (Guba 1990; Lincoln
& Guba 1985). In the field of language teaching and testing, for example, some
researchers have adopted differing approaches for varying purposes (Allwright
& Bailey 1991; Bailey 1998; Bailey & Nunan 1996). One example of an alterna-
tive approach is the use of portfolios in assessment, which is discussed in the
following section.

6. Alternative assessment: Portfolios

According to McMillan, an alternative assessment “is any method that differs
from conventional paper-and-pencil tests, most particularly objective tests”
(1997:199) and includes “authentic assessment, performance-based assess-
ment, portfolios, exhibitions, demonstrations, journals, and other forms of
assessment that required the active construction of meaning rather than the
passive regurgitation of isolated facts” (14). From this perspective, one could
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well argue that interpreter assessment is by definition alternative assessment,
since it is performance-based and requires subjective judgment on the part of
the evaluator. The objective of this discussion, specifically, is to show how one
particular form of alternative assessment, portfolio assessment, can comple-
ment traditional one-shot interpreter testing.

A portfolio has been described as “a purposeful, systematic process of
collecting and evaluating student products to document progress toward the
attainment of learning targets” (McMillan 1997:231). It combines ipsative,
formative, and summative forms of assessment and represents both process
and product. Not a simple folder or haphazard collection of student work,
a portfolio’s essential characteristics include the fact that it represents a pur-
poseful process and a systematic and well-organized collection of materials.
Pre-established guidelines are established so that the contents to be selected
for inclusion are clear. Students play an active role in this selection process
and reflect on their work. Clear scoring criteria are used to document student
progress, which is reviewed during regular conferences between instructor and
student (231).

Seger (1992) draws attention to the multidisciplinary use of portfolios and
their long tradition in particular in the worlds of finance and the arts. Since the
1980s, they have become an increasingly widespread form of assessment for
writing programs, which makes their potential as an assessment instrument
for translator education quite clear (Kiraly 2000:161). Many materials to be
included in the portfolio are already produced in conventional translation
and interpretation courses. They include, among others, assignments and
comments on assignments, both taped and in written form. Glossaries, self-
assessment statements, classroom journals, and logs complete the picture. A
comprehensive list of potential materials that can be included as part of an
interpretation class portfolio is given in Table 4.7.

The advantage of a portfolio is that it provides range and depth in
assessment. The collection and organization of student work is a process of
gathering evidence on performance quality. It documents learning processes
and archives them for later reference, thus making more tangible the rationale
for instructor feedback and grading. It directly addresses criticism often leveled
at interpreter assessment: that one-shot testing is shallow and assessment
criteria are unclear. Finally, portfolios are a useful tool that can improve
reflective practice and self-assessment. Table 4.8 provides examples of ways in
which a portfolio can be used to support learning. Since portfolios are process-
oriented they are also suitable as a vehicle for the exploration of learning and
the development of specializations.
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Table 4.7. Sample materials for an interpretation class portfolio

L Personal statement / self-evaluation

II. Table of contents

I Course syllabus and planner

V. Statement of personal goals for the instructional unit or course

V. Video- and audiotapes of student work: speeches from the classroom and
practicum

VL Instructor comments on student work

VIL Glossaries, alphabetic and thematic by language direction

VIIIL. Preparation and research materials for specific events and topics, e.g. dictionary
lists, webliographies, parallel reading

IX. Journal or log, other reflective statements on interpretation work

X. Samples of notes with analysis

XI. Self-assessment statements

XII. Peer review statements

XIII. Action research paper

Table 4.8. Portfolios and reflective practice

Ways in which a portfolio can be used to support learning (Porter & Cleland 1995)
— reflection allows learners to examine their learning process

— reflection allows learners to take responsibility for their own learning

— reflection allows learners to see “gaps” in their learning

— reflection allows learners to determine strategies that supported their learning

— reflection allows learners to celebrate risk taking and inquiry

— reflection allows learners to set goals for future experiences

— reflection allows learners to see changes and development over time

Moreover, as the relationships between cognition and learning became clearer
in the 1980s, i.e., that the human mind does not work like a computer and that
we are social and adaptive, the importance of situating learning in a group
context emerged, as described in the humanistic approach to curriculum.
Portfolio assessment facilitates learning by leveraging situated cognition and
enhancing reflective practice through a focus on process (Calfee & Freedman
1996; Yancey 1996).

Despite these advantages, challenges to the implementation of widespread
portfolio assessment are not to be underestimated. Portfolio guidelines require
substantial time to develop; clear criteria and evaluation standards must be
established if portfolios are to be meaningful as an assessment instrument be-
yond the individual classroom, i.e., on the curricular level (Herman, Gerhart,
& Aschbacher 1996; see Black et al. 1994). For these reasons, an incremental
approach to portfolio implementation is advised. A first step would be to com-
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plement traditional classroom testing with portfolio assessment as part of a
comprehensive review process.

7. Steps toward valid and reliable assessment

WYTIWYG — What You Test is What You Get

The following suggestions for improving examination procedures are intended
to provide initial, practical guidance to program administrators and instructors
who do not have a background in testing but wish to begin reviewing the
role of assessment in their curriculum. These sequential steps therefore tie
assessment back into the broader framework of curriculum design elaborated
in the previous chapter. As a result, these activities foster the integration
of curriculum and the assessment of learning outcomes (expertise) through
validation efforts. Although these steps are in a logical progression aimed at
initiating an ongoing process of validation, they are intended to be general
recommendations and need not necessarily be pursued in this order. Some
researchers may wish to narrow their focus considerably; individual programs
may be faced with challenges in one particular area as opposed to others.
Collaboration with language testing specialists is highly advisable throughout
this process. The steps are the following:

1. Conduct a needs analysis by relating examinations to curriculum objectives
and other forms of assessment, e.g., entry-level, intermediate, and final
testing, as well as summative, formative, and ipsative assessment.

2. Document exam procedures currently in place. This includes a descrip-
tion of the testing procedures, the collection and filing of all test materials,
i.e., examination texts (videotapes of source speeches and student perfor-
mances), recording of jury deliberations, and resulting scores.

3 Review test method facets (aspects of environment, test rubric, input, and
response) specific to interpretation and the needs of the training program.
Write test specifications.

4. Develop a representative pool of exam texts from real-world sources for
faculty and student reference and conduct an analysis of text features
grounded in linguistics. This process should result in descriptions of
prototypical exam texts that are empirically validated.

5. Collect representative performances for faculty and student reference, as
well as rater training, e.g., videotapes of exam sessions and documentation
of the corresponding assessment.
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6. Define constructs for assessment according to domain, criteria, and stan-
dards, as well as level of expertise.

7. Define assessment criteria for each of these constructs. Criteria should be
elaborated in terms of observable performance and include a clear descrip-
tion of the performance characteristics on each level of assessment (score).

8. Train raters (jury members) in exam design, jury procedures, and the
systematic application of assessment criteria.

9. Explore alternative methods of assessment, e.g., portfolio, and benefits of
their use in the program of instruction.

8. Conclusions

The discussion in this chapter shows how traditional and alternative assess-
ment principles can be leveraged for interpreter education. Pertinent examples
include the need to gather evidence of basic types of validity and reliability,
distinguish between subjective and objective testing, foster greater awareness
of the nature of professional judgment and its pitfalls, use appropriate mea-
surement scales, develop and follow test specifications, and select various types
of assessment that complement one another. Furthermore, a discussion of the
role of assessment types and purposes at different stages of the curriculum
makes the relationship between curriculum, assessment, and learning out-
comes (expertise) explicit.

Steps to improve assessment practices in interpreter education include
the establishment of evidential bases of construct validity, in particular by
referencing (sub-)domains, criteria, and standards, and the promotion of
standardization in assessment procedures, most notably in examinations, by
describing test method facets. Test specifications aid in resolving the inherent
tension between the need for standardization and authenticity. The concern
for authenticity and the use of portfolio assessment to enhance the range
and depth of assessment are also explored. Principles and steps aimed at
improving assessment practices are context specific to a considerable degree.
The following case study takes the foundations of interpreter performance
assessment outlined in this chapter into account and initiates a review process
of the curriculum model in place at the Graduate School of Translation and
Interpretation of the Monterey Institute of International Studies in Monterey,
California.






CHAPTER 5

Introduction to the case study

Hence, one of the challenges inherent in carrying out investigations in the ‘real
world’ lies in seeking to say something sensible about a complex, relatively
poorly controlled and generally ‘messy’ situation. (Robson 2002:4)

1. Research questions

The following three chapters present three interrelated studies examining
fundamental aspects of curriculum and assessment in a local context: the
Graduate School of Translation and Interpretation (GSTI) of the Monterey
Institute of International Studies (MIIS). This case study explores the following
general research questions:

1. Is the GSTI curriculum optimally designed? Is the role of translation
instruction appropriate in the interpretation degree tracks?

2. Can curriculum theory and language testing concepts be used as a basis for
the discussion of the situation in the GSTI to provide (partial) answers to
the questions listed under (1)? Can curriculum theory and language testing
concepts better inform decision-making in the local GSTI context?

Specific research questions, or hypotheses, underlying each part of the case
study are presented in the introduction to the part in question.

2. General comments on method and scope

Interpreting is widely acknowledged to be a complex phenomenon that takes
place in real-world situations. Therefore, research on interpreting is often ap-
plied research conducted in the field and, as such, faces multiple constraints.
They include a variety of situational factors and variables, the availability and
confidentiality of subjects and material, the ability to collect data, and the lo-
gistics of coordinating and conducting the research itself. Faced with these con-
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straints, researchers may benefit from adopting a pragmatic approach (Robson
2002:43). The decisions underlying the research methodology presented here
were based upon exigency, access, usefulness, and perspective, all of which are
factors related to the following questions.

— Exigency: What challenges exist with regard to the GSTI’s curriculum
model and methods of assessment? What information does the GSTI
require to resolve these challenges?

— Access: What data are available? What additional data can be collected
through practicable, unobtrusive methods that do not disrupt classes
and exams?

—  Usefulness: How informative are the data in making determinations about
curriculum and assessment in the GSTI?

—  Perspective: How can a mixed-method design be incorporated into the
case study, thus shedding light on curriculum and assessment issues from
multiple perspectives and better informing decision-makers?

An exigent concern among the GSTTD’s faculty members has been the need to
train top-notch professionals in diverse skill sets within the short period of
four semesters, or two years. In making decisions about curriculum design
and the content of individual degree tracks, the GSTI faculty is faced with
the curriculum design challenge of ensuring that graduates have high levels
of ability in the broadest skill sets possible. Hence, there is a need to weight the
role of language combinations, written and sight translation, and consecutive
and simultaneous interpretation in individual degree tracks. One of the most
pressing curriculum issues in the GSTI is therefore the role that instruction in
translation and interpretation should play in each degree track. Considerations
of curriculum as process center on the sequencing of instruction in translation
and instruction in interpretation. Considerations of curriculum as interaction
center on possible similarities and differences in translation and interpretation
skill sets.

In exploring the role of translation and interpretation in the GSTI degree
tracks, data are readily accessible in the form of final examination scores that
can be statistically processed (Part I). In contrast to the documentation of
individual exam sessions, which would entail videotaping of examinees and
jury members during a current set of examinations, exam score data on past
exam sessions are on file in the GSTI main office for multi-year periods. Such
data can be gained without fundamentally altering the nature of the exam
sessions themselves. In contrast, the presence of recording devices for the
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explicit purpose of collecting research data would alter the manner in which
examinations are conducted in the GSTI.

At the same time, a concern pertaining to statistical research design is the
issue of the validity and reliability of exam scores, or the usefulness of exam
score data for the purposes of curricular decision-making. In the absence of
test specifications, a qualitative analysis of the test method facets needs to be
conducted. Although indirect in nature, the most viable method of collecting
data on test method facets for the period under review is to solicit information
from those individuals who were present during these exam sessions, i.e., to
survey the jury members (Part IT). The exam texts are filed in the GSTIT main
office as well, which allows direct access to the exam material used over a
multi-year period. A selection of exam texts is therefore analyzed to further
explore the issue of confidence in the exam scores as data (Part III). Although
the usefulness of exam scores may be called into question, it is possible that
the results of the survey and text analysis may provide insight on curriculum
and assessment-related concerns. These considerations are explored in the
discussion of the implications of the case study.

In summary, the case study is the result of an iterative process of decision-
making based upon the exigency of possible issues to address and the accessi-
bility and usefulness of data. This approach resulted in a mixed-method design
that, although selective in nature, allows for multiple perspectives. In the inter-
est of readability, the data are presented in summary form in the three parts of
the case study. These data and all materials used in the case study are repro-
duced in extenso at the website http://archimed.uni-mainz.de/pub/2001/0097.
To better understand the dynamics of the official GSTT curriculum and the role
of assessment in the progressive stages of the curriculum, a descriptive analy-
sis of the GSTT’s curriculum documents is provided in the following section.
These documents describe the GSTI curriculum model that evolved gradually
from the mid- to late eighties and was reformed in 2002.

3. Content analysis of GSTI curriculum documents

3.1 Aims, goals, objectives

The curriculum documents of the Graduate School of Translation and In-
terpretation consist of a School-wide promotional brochure and a website'
containing the same information as the brochure. The curriculum documents
contain generic job or task descriptions for translation and interpretation, as
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these documents are primarily promotional material for readers who may not
be familiar with these disciplines and careers. The description of the Mas-
ter of Arts in Translation (MAT) contains a list of text types the translator
routinely handles, types of potential employers, an explanation of the legal
status of the profession, and a statement on the growing emphasis on com-
puter tools and the software industry. The degree profile of the Master of
Arts in Conference Interpretation (MACI) includes a description of the si-
multaneous and consecutive modes of interpretation, the use of booths and
simultaneous interpretation equipment, potential employers, and a brief de-
scription of the International Association of Conference Interpreters (AIIC).
The Master of Arts in Translation and Interpretation (MATI) degree is de-
scribed as a dual specialization in both translation and interpretation. This
section includes a description of the advantages of studying complementary
skill sets and a statement on the popularity of the degree. The impression is
given that the MATI degree is a combination of the MAT and MACI degree and
that the instructional objectives are therefore the equivalent of the two degrees
combined. The MATTI degree offers “greater flexibility and an edge in an in-
creasingly competitive job market.”> The MAT and MACI degrees are described
as specializations.

Much information about studying in this modified Y-track model is left
unspecified and is thus relegated to the hidden curriculum. For example, there
is no clear statement on the goals of the educational program in terms of
observable performance on tasks, the breadth and depth of subject matter
knowledge, or the nature of interpretation or translation as skill sets. It is
also questionable whether extremely detailed information of this nature is
appropriate in a promotional brochure, as its function as a text type is primarily
to provide initial information to potential students. It could well be argued that
descriptions of aims, goals, and instructional objectives of this nature should be
given in internal documents used for student and faculty reference on campus
and for the exchange of information with peer institutions.

A clear statement on language requirements for individual language pro-
grams is also absent. Although language rankings and degree tracks are listed,
it remains in the hidden curriculum, for example, that the MACI in two lan-
guages is the norm in the Asian-language programs. As a result, it is unclear
to the student which combinations are appropriate in individual language
programs for specific degree tracks. Another issue that is left unexplained is
whether simultaneous interpretation into the foreign language (future B lan-
guage) is an integral part of the curriculum.
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Despite the rough equation of the MATT to the MACI in interpretation,
a distinction is made between these degree tracks at a later point. According
to the curriculum documents, an oral diagnostic evaluation is done at the
end of the first semester for MACI students: “Those opting for the MACI
degree are given an oral diagnostic evaluation at the end of the first semester
to assess whether they have the requisite attributes to succeed as conference
interpreters.” The implication from this official curriculum document is that
MATT graduates are not trained as conference interpreters. The message from
the hidden curriculum is however contradictory, as students in both the MATI
and MACI degree tracks attend the same interpretation courses and take the
same exams regardless of degree track. As a result, MATI students receive
roughly the same training as MACI in the language combinations that they
are studying. A major difference, however, is the fact that the vast majority
of MATI students have a two-language combination and are not required to
pass examinations in simultaneous interpretation into the foreign language
(B). Data on the number of students in individual language combinations and
degree tracks is provided in Part I of the Case Study.

3.2 Process: Knowledge and skill sequencing

The sequencing of courses in specific degree tracks is clearly described in
the curriculum documents. No indication of workload in terms of credits,
hours, or required commitment, however, is given. Indirect information on the
sequencing of knowledge and skills is available in the curriculum documents,
but it remains unclear how the skill sets required for specific tasks relate to one
another or how they build upon one another. This information is provided
in much greater depth in the descriptions of individual courses. Statements
on skill and knowledge building have been extracted from these descriptions
and are shown in a progression by semester in Table 5.1. Notably absent in the
descriptions are definitions of tasks and learning objectives in second semester
translation and sight translation in the second and third semesters. Target skills
are generally described as process-related abilities rather than the completion
of specific target tasks. As useful and necessary as procedural descriptions may
be, it remains unclear to the reader what performance levels are required at
specific stages in the curriculum.

The sequencing of domain knowledge in translation proceeds from general
and semi-specialized texts (first semester), to commercial and economic texts
(second), scientific and technical (third), and concludes with political and
legal texts (fourth). Domain knowledge in interpretation follows this order,
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with commercial and economic texts in the third semester and political and
technical speeches in the fourth. In terms of hidden curriculum, it must also
be stated that many instructors focus on economic topics in second semester
consecutive courses and introduce technical texts in both consecutive and
simultaneous courses in the third. No precise information is extant on which
programs or individual instructors follow this pattern. See Table 5.2.

In the first semester, professional knowledge is handled exclusively in
language-specific courses. An introduction to the theory of translation is given
in a lecture format in the second. Most professional knowledge covered in gen-
eral courses is provided in the second year, with computer-assisted translation,
project and terminology management (in the third semester for translation),
and an overview of Interpreting Studies and an action research project (in the
third semester for interpretation). The fourth semester is devoted to software
localization (translation) and business-related aspects of the professions for
both degree tracks. In addition, a practicum is offered throughout the second
year for conference interpretation students. The practicum provides training in
real-life settings to hone interpretation skills. Career information is provided
throughout the course of studies through the Career Development Office. Stu-
dents generally complete an internship between the second and third semesters
of study. See Table 5.3.

3.3 Interaction: Educational environment

The Graduate School of Translation and Interpretation stresses in its curricu-
lum brochure that students will join an active professional community and
become part of a constructive learning environment. Professors regard them-
selves as mentors, and a “collegial approach to training is the basis of the
educational philosophy.” In addition, “GSTT professors strive to instill a pro-
fessional sense of conduct and ethics in their students. After students complete
the rigorous GSTI program, they are confident in their professional abilities.”
This official curriculum document stresses the constructive nature of faculty-
student interaction. Reflective practice is stressed in the Interpreting Studies
and practicum classes, as well as in language-specific interpretation course-
work. The result is a learning-centered environment that stresses collegiality
and professionalism:

Teamwork is an essential aspect of both translating and interpreting; interper-
sonal, intercultural, and networking skills are an integral part of a translator’s
or interpreter’s training. GSTI professors regard their students as future col-
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leagues with whom they share their knowledge, experience and culture. ... At
the Monterey Institute, translation and interpretation students have an unpar-
alleled opportunity for personal growth and professional development in the
unique and highly stimulating atmosphere of GSTI.

A theoretical foundation is also laid through Translation and Interpreting
Studies courses with paper requirements. Students pursuing a Master of Arts in
Translation must also fulfill a thesis requirement, which may be either a trans-
lation, an academic research project, or a combination of both areas. It must,
however, also be stressed that little concrete information is available to faculty
on the hidden humanistic curriculum, as students may not be forthcoming
if they have negative feelings. Exam anxiety and a related disconnect between
student and faculty perceptions of the purposes of eliminatory examinations
(Qualifying Examinations) after the first year have however been documented
(Houba 1996).

3.4 Assessment and the curriculum

For entry into the program, students must complete the Early Diagnostic Test
(EDT) in addition to fulfilling academic requirements. The EDT is used to
assess the applicant’s language proficiency; follow-up is conducted through
a telephone interview. According to the GSTI promotional brochure, the
Qualifying Examinations at the end of the second semester of study serve
the purpose of determining the preparedness of students for the second
year of study. A set of comprehensive Professional Examinations must also
be passed after completion of the curriculum requirements. It is stressed
in the curriculum materials that students may retake any exams as often
as they wish in the event that they do not pass. These examinations are
“graded by professional juries composed of GSTI professors, and are reviewed
or observed by prospective employers from international organizations who
are also professionals working in the field” No additional information is
provided in the official curriculum on the relationship between or the degree
of integration of the curriculum and these three assessment instruments.






CHAPTER 6

Case study Part I

Translation and interpretation competence

1. Introduction

The Graduate School of Translation and Interpretation (GSTI), one of four
professional schools within the Monterey Institute of International Studies
(MIIS), California, is one of the few member institutes of the Conférence
Internationale d’Instituts Universitaires de Traducteurs et Interprétes (CIUTI)
that offers a combined degree in the applied language arts: a Master of
Arts in Translation and Interpretation (MATI). The GSTI offers two other
degrees as well: a Master of Arts in Translation (MAT) and a Master of
Arts in Conference Interpretation (MACI). The popularity of the combined
MATT degree among students and the high placement rate of graduates, who
usually study translation and interpretation in one language pair, has shown
that the MATT provides job skills that are highly marketable in the language
industry around the world.! To date, no research has been conducted to
determine whether there is a systematic relationship between interpretation
and translation skills among graduates of this program, a modified Y-track
curriculum model (see Figure 6.1).

For these reasons, this case study explores the following two null hypothe-
ses, which are tested using a chi-square procedure (H) and a lambda procedure
()

H): There is no relationship between highly developed translation skills and
proficiency in language interpreting as measured by scores on the final degree

examinations in simultaneous and consecutive interpreting among first-time
candidates in the GSTL

H2: The degree track of a student (MATI or MACI) is not an indicator of
proficiency in language interpreting as measured by scores on the final degree

examinations in simultaneous and consecutive interpreting among first-time
candidates in the GSTL
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MATI 4th t
MAT 4th semester semester MACI 4th semester

Translation: 36,000 word .
Translation ransiation woras Interpreting: 274—353 hours

Interpreting: 240-270 hours

T T T

MATI 3rd semester
MAT 3rd semester MACI 3rd semester
Translation: 36,000 words ]
Translation ) Interpreting: 274-353 hours
Interpreting: 240—-270 hours

2nd semester core curriculum

Translation and interpreting

1st semester core curriculum

Translation and interpreting

Figure 6.1. Quantitative differences in GSTI’s modified Y-track curriculum

H| addresses whether there is a significant relationship between the dependent
and independent variables, i.e., whether translation skills have an influence on
proficiency in interpretation. In contrast, Hj addresses whether the indepen-
dent variable is an indicator of the dependent variable, i.e., whether member-
ship in a degree track can serve as a predictor of how well students will perform
in the interpretation exams.

In the context of these research questions, the independent variable “highly
developed translation skills” is defined as successful completion of the second-
year translation curriculum as prescribed for the MATT degree in GSTI.
Participation in the translation exams at the end of the second year indicates
whether students have followed the second-year curriculum in translation, as
students must have taken a set of core translation courses in order to participate
in the exams. In the strictest sense, this variable may also be operationalized
as “translation instruction,” i.e., “participation in the second-year translation
curriculum.” The variable “proficiency in language interpreting” is measured
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by scores on the Professional Examinations in consecutive and simultaneous
interpretation, a set of summative tests required for graduation.

2. Method

2.1 Quantitative description of curriculum in the GSTI

The Graduate School of Translation and Interpretation (GSTI) offers three
Master of Arts degrees in a modified Y-track model:

—  Master of Arts in Translation (MAT)
— Master of Arts in Translation and Interpretation (MATI)
— Master of Arts in Conference Interpretation (MACI)

The modification of the Y-track lies in the fact that a degree combining
translation and interpretation is possible. The required period of study is
normally two years, or four semesters. Students may also spend additional time
abroad or apply for advanced-entry status, in which case students generally
study for three years or one year, respectively. Students may pursue any of
these degrees with either a two-language combination (A/A or A/B) or a three-
language combination (A/A/C, A/B/C, or A/C/C). The A/B and A/B consec/C
combinations are the most frequent.’

211 First-year curriculum for MATI and MACI

The following is a quantitative description of the first-year GSTI curriculum
for the MATT and MACI degree tracks. The MAT degree track is excluded,
since it is not the subject of this study. Between 1994 and 1999, several changes
to the curriculum were introduced, which reflect the ongoing specialization of
training for future translators and interpreters. These changes are discussed at
relevant points in the following section.

During the first year of studies, students in all degree tracks follow a very
similar curriculum, unless they opt to major in translation, thus excluding
interpretation from their coursework. Notable differences between the two
degree tracks, although minor in scope, are described below.

First Year Courses Credits

Fall Semester

MATT in two languages (MATI-2):
Basic Translation Exercises: B — A 4



148 Chapter 6

Basic Translation Exercises: A — B 4

~

Introduction to Consecutive Interpretation: A — B; B— A
Electives 4

MATT in three languages (MATI-3)

Same as above except:

No Electives

Basic Translation Exercises: C — A 2
Introduction to Consecutive Interpretation: C — A 2

MACI: Same as MATI-2 and MATI-3
Spring Semester

MATI-2

Translation of Economic Texts: A — B

Translation of Economic Texts: B— A

Translation Theory

Consecutive Interpretation of Extemporaneous Speech: A —B; B— A

SR RN

Strategies of Simultaneous Interpretation: B— A

MATI-3

Translation of Economic Texts: B— A

Translation of Economic Texts: C— A

Translation Theory

Consecutive Interpretation of Extemporaneous Speech: A—B; B— A
Consecutive Interpretation of Extemporaneous Speech: C — A
Strategies of Simultaneous Interpretation: B— A; C— A

LN (SR (SRS

MACI-2

Translation of Economic Texts: A — B

Translation of Economic Texts: B— A

Consecutive Interpretation of Extemporaneous Speech: A—B; B— A
Strategies of Simultaneous Interpretation: A— B; B— A

Electives

L S

MACI-3
Translation of Economic Texts: B—A; C— A 8
Consecutive Interpretation of Extemporaneous Speech: A—B; B—A; C— A

s~ N

Strategies of Simultaneous Interpretation: B— A, C— A

The courses taken by students in the MATI and MACI degree tracks are
the same with the exception of the translation theory requirement for MATI
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students during the second semester. In addition, students following the MACI
degree in some languages (Chinese, Japanese, Korean, Russian, and sometimes
Spanish) also take a simultaneous interpretation course from their A language
into their B language. During the period under review, a two-language MACI
degree was not offered in the French and German programs.

In the courses Basic Translation Exercises and Translation of Economic
Texts, thirty to fifty percent of class time is devoted to sight translation.
Therefore, the amount of time spent on written as opposed to oral translation
skills during the first year of study is roughly, albeit not strictly, equivalent.

Note-taking techniques are taught in the consecutive interpretation courses.

In addition, a one-credit elective is offered across the language programs dur-
ing the first semester of study. Many students do not have room for this
course in their schedules, however. This elective lasts seven weeks and includes
memory and active listening exercises in addition to a general introduction to
note-taking skills. This course was first offered in 1997.

At the end of the first year, students are required to take Qualifying Ex-
aminations in their language combination and disciplines in order to continue
their studies in the selected degree track in the second year. Although students
may opt to follow the MACI curriculum during their second semester, failure to
pass the Qualifying Examinations in interpretation would jeopardize the pos-
sibility to earn a degree within two more semesters of study. For this reason,
students are generally advised to stay on the MATT degree track until comple-
tion of the Qualifying Examinations; it is only rarely the case that students do
not follow the MATT curriculum in their second semester.

Therefore, for the majority of MATI and MACI students, substantial
differences in curriculum generally do not emerge in practice until the second
year of studies.

212 Second-year curriculum for MATI and MACI
MATT students have the following second-year curriculum, which varies ac-
cording to the number of languages in their combination:

Second-Year Courses for MATI

Fall Semester Credits
MATI-2

Translation Proseminar: A—B; B— A 4
Translation of Scientific and Technical Texts: A —B; B— A 4
Consecutive Interpretation of Economic and Commercial Speeches: 4

A-B;B-A
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Simultaneous Interpretation of General and Economic Speeches: B — A 2
Readings in Interpretation Research 2
[Legal Translation: Spanish and Korean only 2]
MATI-3

Translation Proseminar: B—A; C— A 4
Translation of Scientific and Technical Texts: B—A; C— A 4
Consecutive Interpretation of Economic and Commercial Speeches: 4
B-A;C-A

Simultaneous Interpretation of General and Economic Speeches: B — A; 4
C-A

Readings in Interpretation Research 2

Spring Semester

MATI-2

Advanced Translation Seminar: A —B; B— A 4
Translation of Political and Legal Texts: A—B; B— A 4
Business of Translation 1
Consecutive Interpretation of Political Speeches: A — B; B — A 4
Simultaneous Interpretation of Political and Technical Speeches: B — A 2
[Court Interpretation: Spanish and Korean only 2]
MATI-3

Advanced Translation Seminar: B—A; C— A 4
Translation of Political and Legal Texts: B—A; C— A 4
Consecutive Interpretation of Political Speeches: A—B; B—A; C— A 6
Simultaneous Interpretation of Political and Technical Speeches: B — A; 4

C-A

Students pursuing a Master of Arts in Conference Interpretation have the
following second-year curriculum, which varies according to the number of
languages in their combination:

Second-Year Courses for MACI

Fall Semester: Credits
MACI-2

Consecutive Interpretation of Economic and Commercial Speeches: 4
A-B;B-A

Simultaneous Interpretation of General and Economic Speeches: A — B; 4

B-A
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Interpretation Practicum
Readings in Interpretation Research

MACI -3

Consecutive Interpretation of Economic and Commercial Speeches:
A-B;B-A;C-A

Simultaneous Interpretation of General and Economic Speeches: B — A;
C-A

Interpretation Practicum

Readings in Interpretation Research

Spring Semester:

MACI-2

Consecutive Interpretation of Political Speeches: A — B; B — A
Simultaneous Interpretation of Political and Technical Speeches: A — B;
B-A

Interpretation Practicum

Interpretation as a Profession

MACI-3

Consecutive Interpretation of Political Speeches: A—B; B—A; C— A
Simultaneous Interpretation of Political and Technical Speeches: B — A;
C-A

Interpretation Practicum

Interpretation as a Profession

2.1.3  Second-year translation coursework for MATI

4o0r?2
4

4or2

In terms of course load, second-year MATI-2 students complete 16 credits of

translation courses in their language pair: 2 credits per course, 8 courses in

total. One credit entails 50 minutes of classroom instruction per week. The

course breakdown is as follows:

— 4 credits of scientific and technical translation
— 4 credits of political and legal translation

— 4 credits of proseminar in translation (miscellaneous specialized texts)
— 4 credits of advanced seminar in translation (miscellaneous specialized

texts

In each category, 2 credits of translation are completed in each language
direction: English into the foreign language, foreign language into English.

On average, these two semesters cover a period of 30 weeks (15 weeks each).
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Table 6.1. Number of words translated by second-year MATI-2 students

Binto A AintoB Total
600 words per week 600 words per week 600 words per week
for 15 weeks for 15 weeks for 30 weeks
Proseminar 9,000 9,000 18,000
(miscellaneous
specialized texts)
Advanced Proseminar 9,000 9,000 18,000
(miscellaneous
specialized texts)
Scientific and Technical 9,000 9,000 18,000
Texts
Political and Legal 9,000 9,000 18,000
Texts
Total 36,000 36,000 72,000

Table 6.2. Number of words translated by second-year MATI-3 students

Binto A Cinto A Total
600 words per week 600 words per week 600 words per week
for 15 weeks for 15 weeks for 30 weeks
Proseminar 9,000 9,000 18,000
(miscellaneous
specialized texts)
Advanced Proseminar 9,000 9,000 18,000
(miscellaneous
specialized texts)
Scientific and Technical 9,000 9,000 18,000
Texts
Political and Legal 9,000 9,000 18,000
Texts
Total 36,000 36,000 72,000

During this time period, students translate approx. 600 words per week per
course (4 courses a week), totaling 2,400 words a week. In total, MATI-2
students translate roughly 72,000 words over the course of the year. Exact
course content may vary according to instructor and language combination;
for this reason, a conservative estimate that does not include sight translation
is given. Individual students may also translate additional material either as
interns or as freelance translators. These figures are shown in summary in Table
6.1. The corresponding figures for MATI-3 students are shown in Table 6.2.
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In addition, a translation thesis was required of MATI students until
Spring Semester 1996, when this requirement was dropped due to course
overload. A translation thesis was typically a 20,000-word translation of a
text of the student’s choice, subject to approval by the thesis adviser. Group
translations, requiring project management skills including terminological and
editing coordination, were also possible. The total word count per student was
lower in the case of group translations.

Sight translation is part of the regular translation curriculum in the GSTL
Prior to 1998, sight translation was listed under a separate course heading;
the credits for all first- and second-year translation courses were split evenly
between sight and written translation, with the exception of the Translation
Proseminar and Advanced Translation Seminar, which were devoted solely
to written translation. Sight and written translation courses were combined
in 1998 with the mandate that not less than one-third of total class time be
devoted to sight translation.

Since the coursewor for interpretation overlaps in the MATI and MACI
degree tracks, it is described for both groups in the following section.

2.1.4 Second-year interpretation coursework for MATI and MACI

MACI-3 students have the same coursework as MACI-2 students, with the
exception that they interpret simultaneously from their C into their A lan-
guage instead of from their A into their B language. Moreover, they interpret
consecutively from their C into their A language in addition to their A-B-A
combination.

In addition to the translation coursework described in Section 2.1.3,
MATT students complete the same curriculum in interpretation as MACI
students with the exception of the Interpretation Practicum. MACI students
take Readings in Interpretation Research for 4 credits, MATI for 2 credits.
Interpretation as a Profession is an elective for MATT students.

In interpretation, MATI-2, MATI-3 and MACI-2 students all complete
4 credits of consecutive interpretation of commercial/technical speeches (2
credits in each direction) and 4 credits of consecutive interpretation of political
speeches (2 credits in each direction). MACI-3 candidates take an additional
4 credits of consecutive interpretation from their C into their A language.
MATI-2 and MATI-3 students have 2 credits of simultaneous interpretation
of general and economic speeches and 2 credits of simultaneous interpretation
of political and technical speeches. MACI-2 students complete these 4 credits
of simultaneous interpretation from their A into their B language as well.
MATI-3 and MACI-3 students enroll for the latter 4 credits of simultaneous
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interpretation from their C into their A language instead of from their A into
their B language.

Furthermore, all students practice interpretation on their own or in small
groups for several hours a week. Although the number of hours spent in prac-
tice sessions outside the classroom fluctuates considerably, a conservative es-
timate of the average total number of hours of consecutive and simultaneous
interpretation practice is 10 hours per week. These sessions may be held in the
interpretation labs, in other classrooms on campus, or at home. Practice mate-
rial includes speeches from class, additional materials provided by instructors
and texts selected independently by the students.

In contrast to MATTI students, over the course of two semesters, MACI
students complete 4, 6, or 8 credits of practicum in consecutive and simul-
taneous interpretation. In this course, students interpret outside of the in-
terpretation classroom in conference and community interpreting settings.
Events include consecutive interpretation in bilateral negotiations simulation
(selected languages on a rotational basis each semester), European Union sim-

Table 6.3. Number of interpretation class hours for MATI-2 students

BintoA AintoB CintoA Total
Total for two semesters (hours per week x 30 weeks)

Class hours of consecutive 60 60 ek 120
interpretation

Class hours of simultaneous 60 bl ot 60
interpretation

Total number of hours of b et b 300
individual or group study for all

combinations

Total 120 60 ek 480

Table 6.4. Number of interpretation class hours for MATI-3 students

BintoA AintoB CintoA Total
Total for two semesters (hours per week x 30 weeks)

Class hours of consecutive 60 60 60 180
interpretation
Class hours of simultaneous 60 Rl 60 120
interpretation
Total number of hours of or oot ox 300

individual or group study for all
combinations
Total 120 60 120 600
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Table 6.5. Number of interpretation class hours for MACI-2 students

BintoA AintoB CintoA Practicum Total
Total for two semesters (hours per week x 30 weeks)

Class hours of consecutive 30 30
interpretation

Class hours of simultaneous 30 30
interpretation

Total number of hours of et ot

individual or group study
for all combinations

Practicum: either bl bl
consecutive or

simultaneous

Total 60 60

A%

%

okt

ok

ok

A%

%

%

128, 192,
or 256

128, 192,
or 256

60

60

300

128,192,

or 256

548, 612,
or 676

Table 6.6. Number of interpretation class hours for MACI-3 students

BintoA AintoB CintoA Practicum Total
Total for two semesters (hours per week x 30 weeks)

Class hours of consecutive 30 30

interpretation

Class hours of 30 oot
simultaneous

interpretation

Total number of hours of Rl Rl
individual or group study for

all combinations

Practicum: either ok ok
consecutive or simultaneous

Total 60 30

30

30

%

ok

60

%%

%

128, 192,
or 256
128, 192,
or 256

90

60

300

128,192,
or 256
578, 642,
or 706

ulation (French, German, and Spanish on a regular basis; Chinese, Japanese,

Korean, and Russian on occasion), simultaneous and consecutive interpreta-

tion of guest speakers at the Monterey Institute of International Studies (all

languages), and community interpreting at social service agencies and com-

munity events in Monterey County (primarily Chinese, Korean, and Spanish).

As of Fall Semester 1998, students taking the practicum for 2 credits are

required to log 64 hours of interpretation practice over the course of one

semester; similarly, students enrolled in the practicum for 4 credits spend

128 hours on practicum events per semester. Therefore, over the course of
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two semesters, MACI students may enroll in the practicum for either 4, 6,
or 8 credits, or 128, 192, or 256 hours, respectively. This time cannot be
equated with time spent interpreting, however. Organizing speakers, staffing
booths, gathering documentation — all tasks required of students serving as
chief interpreters for practicum events — are also part of required course work;
time spent on these tasks counts toward this course requirement.

Prior to 1998, the total number of hours spent on the practicum was lower.
Documentation in GSTI on the evolution of the practicum is incomplete.
However, in-house documentation shows that an early form of the present
practicum was in place in GSTI in the early eighties. The practicum was
reinstituted as part of the regular required curriculum for MACI degree
students in Fall Semester 1996. Until fall 1996, students had the opportunity to
interpret at events similar to the practicum in its present form, but such events
were not as frequent; their impact on total interpretation practice cannot be
quantified reliably. Since 1996, the practicum has evolved into its present form
as outlined above (Harmer 1999).

The corresponding number of hours for each degree track — MATI-2,
MATI-3, MACI-2, and MACI-3 students — is shown per mode of interpretation
and language direction for the second year (two semesters) in Tables 6.3
through 6.6. A summary of the quantitative differences in the MATT and MACI
degree tracks is provided in Figure 6.1.

2.1.5 Advanced-entry course of study

The GSTI also offers an advanced-entry Master of Arts. This course of study
is completed in two semesters and is roughly equivalent to the second year
of study in the corresponding degree track. Advanced-entry students must
meet all general admission requirements, pass the Qualifying Examinations in
their degree track, and hold a degree from a recognized school of translation
and interpretation or provide evidence of significant professional experience.
Significant professional experience is demonstrated through substantial expe-
rience as a conference interpreter for the MACI degree track, or a translation
portfolio for the MAT degree track. Candidates seeking admission to MATI
with advanced-entry status must hold a corresponding degree or document
substantial experience in both translation and interpretation.

2.1.6  The GSTI hidden curriculum

Students adhere closely to the GSTI curriculum in their particular degree track.
Fluctuations may occur when a student drops a second language during the
first year of study. No consistent data are available on this variable. Some
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students may also extend their program over a three-year period by spending
a year abroad after completion of their second semester. Once students have
begun the second year of study, they follow the course sequence until the
Professional Examinations. A small number of students may drop their C
language in their third semester. In addition, sight translation features heavily
in the curriculum, although this fact may no longer be readily apparent to
external observers reading the course titles. Approximately 50 percent of the
total amount of instruction in the translation classroom is devoted to the sight
translation of texts. The importance of sight translation is also stressed in the
interpretation classroom. In the pedagogical philosophy of GSTI, ‘translation’
as a course designation encompasses both written and sight.

2.2 Subjects

The subjects of this study (N = 260) are students taking the Professional
Examinations in GSTI for the first time during the period from 1994 to
1999. Professional Exams are held after the fourth semester of GSTI studies.

Table 6.7. Frequencies of MATI and MACI students who took GSTI’s Professional
Examinations in interpretation between 1994 and 1999

Degree Track Frequency Percent
MACI 66 254
MATI 194 74.6
Total 260 100.0

Table 6.8. Frequencies of students who took GSTT’s Professional Examinations in
interpretation between 1994 and 1999 by A, B, and C language

A Language B Language C Language Total
Frequency Percent Frequency Percent Frequency Percent Frequency
Chinese 79 30.4 4 1.5 83
English 72 27.7 188 72.3 260
French 7 2.7 11 4.2 13 5 31
German 11 4.2 11 4.2 4 1.5 26
Japanese 45 17.3 12 4.6 57
Korean 15 5.8 1 0.4 16
Russian 13 5.0 9 3.5 3 1.2 25
Spanish 18 6.9 24 9.2 5 1.9 47

Total 260 100.0 260 100.0 25 9.6 545
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Table 6.9. Frequencies of Students who took GSTI’s Professional Examinations in
interpretation between 1994 and 1999 by degree track and language combination

Degree Total
A Language B Language C Language MACI MATI
Chinese English 17 62 79
English Chinese 1 3 4
French 1 10 11
German 11 11
Japanese 2 9 11
" German 1 1
Korean 1 1
Russian 7 7
" French 1 1
" German 1 1
Spanish 17 17
" French
" Russian 2 2
French English 1 1 2
" German 1 2
" Spanish 1 2 3
German English 6 6
" French 2 2
" Russian 1 1
! Spanish 2 2
Japanese English 6 39 45
Korean English 9 6 15
Russian English 3 9 12
" French 1 1
Spanish English 5 9 14
" French 3 1 4
Total 66 194 260

Students must pass all sections of the Professional Exams in interpretation
to be eligible for graduation. Subjects are in one of two degree tracks: the
Master of Arts in Translation and Interpretation (MATI) or the Master of
Arts in Conference Interpretation (MACI). Subjects study in one or more
of seven language programs: Chinese, French, German, Japanese, Korean,
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Russian, and/or Spanish. The Korean program was established in the fall of
1996. All subjects have English as either their A or B language. All subjects were
regularly enrolled second-year students who followed the regular curriculum
in the GSTI for a minimum of two semesters prior to taking the Professional
Examinations.

Language-specific strategies may play a role in interpretation. Therefore,
exposure to strategies in C/A and A/B simultaneous language combinations
may influence students’ translation and interpretation abilities in their B/A
combination. Although a research design controlling for third languages would
have been preferable, data were insufficient to eliminate this variable. However,
the number of students with three languages is low (MATI-3 = 1; MACI-3 =
18). Therefore, the probability of a pattern influencing the statistical analysis is
not strong.

The following tables contain the frequencies of students by degree track
(two and three language combinations are collapsed in Table 6.7), and by A,
B, and C language (Table 6.8). In addition, a crosstabulation of students by
language combination and degree track is given in order to document the
number of students in each language combination and degree track category
(Table 6.9).

2.3 Materials — Professional Examinations in the GSTI

The Professional Examinations in the Graduate School of Translation and In-
terpretation are a series of comprehensive, summative assessment instruments
administered after the fourth semester of study. The examinations are re-
quired for graduation from the GSTI. The examinations are administered in
the translation of written general and technical (specialized) texts and the con-
secutive and simultaneous interpretation of general and technical (specialized)
speeches. The exams that are required depend on the degree track and number
of languages in the degree combination. Table 6.10 provides an overview of the
examination requirements for written translation in place since 1998 per lan-
guage and degree track. Before 1998, sight translation examinations were also
administered. They are, however, not the subject of this study and, therefore,
not included below.

Table 6.10 summarizes the translation examinations. Tables 6.11 and 6.12
provide an overview of the examination requirements per language and degree
track for consecutive and simultaneous interpretation, respectively.
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Table 6.10. GSTT’s Professional Examinations in translation by degree track and A, B,

C language combination

Binto A

Ainto B

Cinto A

MAT-2 2 exams, one general and
one technical text; each
600 words in two hours
forF G, S, R —or —each
600 words in three hours
forC,K,]J

2 exams, one general and
one technical text; each
600 words in two hours
forE G, S, R —or —each
600 words in three hours
forG, K, J

2 exams, one general and

MAT-3

MATI-2
one technical text; each
600 words in two hours
forF G, S, R—or—each
600 words in three hours
forC, K, J

2 exams, one general and
one technical text; each
600 words in two hours
forE G, S, R —or —each
600 words in three hours
forC, K, J

%

MATI-3

MACI-2
MACI-3

%

2 exams, one general and
one technical text; each
500 words in two hours
forF, G, S, R—or—each
500 words in three hours
for C,K,J

2 exams, one general and
one technical text; each
500 words in two hours
forE G, S, R —or—each
500 words in three hours
forG, K, J

2 exams one, general and
one technical text; each
500 words in two hours
forF, G, S, R—or—each
500 words in three hours
forC, K, J

2 exams, one general and
one technical text; each
500 words in two hours
forE G, S, R —or—each
500 words in three hours
forG, K, J

%%

%%

%%

2 exams, one general and
one technical text; each
600 words in two hours
forE G, S, R —or—each
600 words in three hours
forG, K, J

%%

2 exams, one general and
one technical text; each
600 words in two hours
forE G, S, R —or—each
600 words in three hours
forG, K, ]

%%

%%

Table 6.11. GSTI’s Professional Examinations in consecutive interpretation by degree
track and A, B, C language combination

Binto A

Ainto B

Ainto C

ok

MAT-2
MAT-3
MATI-2

%

1 general and 1 technical
speech, 5 minutes each
1 general and 1 technical
speech, 5 minutes each

MATI-3
MACI-2 1 general and 1 technical
speech, 5 minutes each
1 general and 1 technical
speech, 5 minutes each

MACI-3

%%

%%

1 general and 1 technical
speech, 5 minutes each
1 general and 1 technical
speech, 5 minutes each
1 general and 1 technical
speech, 5 minutes each
1 general and 1 technical
speech, 5 minutes each

1 general and 1 technical
speech, 5 minutes each
1 general and 1 technical
speech, 5 minutes each
1 general and 1 technical
speech, 5 minutes each
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Table 6.12. GSTI’s Professional Examinations in simultaneous interpretation by degree
track and A, B, C language combination

Binto A Ainto B Cinto A
MAT_2 % X% %
MAT_3 % %% %
MATI-2 1 general speech without —*** e

and 1 technical speech
with text, 10 minutes each

MATI-3 1 general speech without —*** 1 general speech without
and 1 technical speech and 1 technical speech
with text, 10 minutes each with text, 10 minutes each

MACI-2 1 general speech without 1 general speech without ***
and 1 technical speech and 1 technical speech
with text, 10 minutes each with text, 10 minutes each

MACI-3 1 general speech without = *** 1 general speech without
and 1 technical speech and 1 technical speech
with text, 10 minutes each with text, 10 minutes each

231  Text selection

For all exams out of another language into English, exam texts are selected
independently by each language programs. These texts are not subject to review
outside the language program. The same texts are used for students in the
MATT and MACI degree tracks.

For examinations out of English into another language, however, a central
committee chooses all texts for use in all language programs. The rationale for
this procedure is that it guarantees a higher degree of consistency and fairness
in the exams across the language programs. This issue is further explored in
Part IT and Part III of the case study. The exception to this centralized procedure
is the selection technical texts for examinations in simultaneous interpretation
with text out of English into another language; texts for these exams are selected
by each language program in the same manner as the non-English language
source texts. These texts are placed in the central text pool, however, so that
programs can use the same text if they wish.

2.3.2  Text delivery

All speeches are delivered extemporaneously either live by a native speaker
and member of the interpretation faculty or taped on an authentic audio or
video soundtrack from a conference. An exception is the Spanish program,
which also videotapes faculty delivering speeches and uses these tapes as source
material for examination purposes. The survey of exam jury members in
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Chapter 7 documents the mode in individual language programs. See also
Section 1.3 of Chapter 8 on discrepancies between written text and oral
delivery.

2.3.3 Examinations in consecutive interpretation

The examinations in consecutive interpretation consist of two parts: inter-
pretation of a five-minute speech on a general topic and interpretation of a
five-minute speech on a technical topic. Topics are not indicated in advance
in either case, nor is time for advance preparation given. Students take notes.
In some language programs, the five-minute speech is not delivered as one
block of text. Rather, the speaker pauses intermittently to allow the candidate
to interpret shorter passages. The exact length of individual segments has not
been documented for each language program. This question is explored in the
qualitative survey.

2.3.4 Examinations in simultaneous interpretation

The examinations in simultaneous interpretation consist of two parts: inter-
pretation of a ten-minute speech on a general topic and interpretation of a
ten-minute speech on a technical topic. The topics of neither the general nor
the technical speeches are disclosed in advance. No preparation time is given
for the general exam. The text of the technical speech, however, is given to stu-
dents at the beginning of the examination. Students are allowed fifteen minutes
of preparation time, during which they may consult dictionaries, glossaries,
and other reference materials; students then enter the booths where they use
the text for reference while they interpret the speech.

2.3.5 Jury composition

Juries consist of a minimum of three instructors in the relevant language
combination. If additional instructors are available, juries may consist of
more than three members (French, German, and Spanish). Representatives
of government agencies, e.g., Language Services at the U.S. Department of
State (French and Spanish), and international organizations, e.g., interpreters
from the United Nations in New York (Chinese), may serve as external jury
members. External jury members do not have voting rights, unless their
presence is required to meet the three-member minimum (Chinese). The
presence of external jury members is documented in the qualitative survey.
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2.3.6 Scoring criteria
Prior to 1997, all interpretation examinations were scored on a numerical scale
ranging from 0 to 100. From 1997 onward, all interpretation examinations have
been scored on a pass-fail basis using an ordinal scale with four levels: high
pass, pass, borderline fail, fail. To pass an examination, candidates must receive
a corresponding score from the majority of jury members on each section. In
the event of an evenly split vote, the jury reviews the recording of the inter-
pretation and deliberates. If an impasse is reached, the chairperson casts the
deciding vote. The chairperson is the head of the individual language program.
The scoring criteria for each category are laid out in a rubric (see Appendix
A). However, informal discussions among faculty have shown that criteria and
weighting diverge based upon individual exam philosophy. The jury member
survey in Part II of the case study explores this issue.

2.3.7 Scoring procedure
When scoring examinations in interpretation, jury members use the prescribed
GSTI forms. Prior to 1997, Form A was used; Form B was introduced in 1997
(see Appendix A). This change reflects the transition from a 100-point scale to
an ordinal, pass-fail scale.

In the German, French, Korean, and Russian programs, scoring is carried
out in situ in all exams. In the Chinese and Japanese Programs, and inter-
mittently in the Spanish Program, where the number of interpretation exams
administered per session may exceed 100 in each language combination, stu-
dents are taped in groups in the simultaneous examinations. The Chinese and
Japanese programs also tape the consecutive examinations in the booth. In this
case, scoring is done post situ.

Jury conduct and the role of external examiners are explored in the jury
member survey in Chapter 7. Exam guidelines and procedures are described in
the GSTI Faculty Handbook.

2.4 Procedures — data collection

Data collection consisted of the following 7 steps:

Step 1: All files from the years 1994 to 1998 in the GSTI office were
reviewed. In addition to students’ full names, data on the following variables
were entered into a comprehensive SPSS database. Only data on first-time
participants were included; retakes were excluded from the database. Data on
some variables not required for the present study were captured to facilitate
future research:
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gender
examyear

degdate

startyea

status

alang

blang

clang

degree

Nominal variable with two levels: male and female

Year in which the student took the professional examinations in any
degree track (MAT, MATI, MACI) for the first time

Nominal variable with six levels: 1994—1998; data from 1999 were
added at a later date

Year and exam session for which the student was awarded a degree.
There are two exam sessions per year: May and August. The degree
awarded to the student may not correspond to the variable
“examyear” or to the variable “degree” since a student who failed the
interpretation examinations had the option of leaving the Institute
with an MAT degree between 1994 and 1997.

Nominal variable with 11 levels: May 1994 — incomplete

Year in which the student began studying in GSTI. All students began
in the fall semester.

Nominal variable with 8 levels: 1991-1998

Length of study in the program

Nominal variable with 3 levels:

Regular: two successive years of course work in GSTI

Three-year: one year spent abroad between the first and second years
in GSTI

Advanced-entry: one year of course work in GSTI prior to
Professional Exams

Student’s A language, as defined by GSTI in accordance with the
profession: “native language, or another language strictly equivalent
to a native language” (Monterey Institute 1998:8)

Student’s B language, as defined by GSTI in accordance with the

<

profession: “... first foreign language. Students are expected to have a
near-perfect command of this language when entering GSTI” (8)
Student’s C language, as defined by GSTI in accordance with the
profession: “a passive foreign language from which a translator or
interpreter will work into the A language” (8)

alang, blang and clang are nominal variables with eight levels:
Chinese, English, French, German, Korean, Japanese, Russian, and
Spanish. English must be either the student’s A or B language.

Degree track for which the student took the professional
examinations. This is generally the degree track for which the student
followed the curriculum during the second year as well. This variable
is not always equivalent to the degree awarded to the student.
Nominal variable with 6 levels:
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MACI-2 Master of Arts in Conference Interpretation in two
languages

MACI-3 Master of Arts in Conference Interpretation in three
languages

MATI-2 Master of Arts in Translation and Interpretation in two
languages

MATI-3 Master of Arts in Translation and Interpretation in three
languages

MAT-2  Master of Arts in Translation in two languages

MAT-3  Master of Arts in Translation in three languages

For final analysis, the two- and three-language combinations are collapsed,
resulting in 3 levels: MACI, MATT, and MAT. This step was necessary in order
to meet the assumptions for chi-square and lambda.

Exam scores by exam type, each of which is a separate variable:

wgenbtoa translation of a written general text from B into A

wtecbtoa translation of a written technical text from B into A

wgenatob translation of a written general text from A into B

wtecatob  translation of a written technical text from A into B

wgenctoa translation of written general text from C into A

wtecctoa  translation of a written technical text from C into A

sgenbtoa  sight translation of a general text from B into A

stecbtoa  sight translation of a technical text from B into A

sgenatob  sight translation of a general text from A into B

stecatob  sight translation of a technical text from A into B

sgenctoa  sight translation of a general text from C into A

stecctoa  sight translation of a technical text from C into A

congbtoa consecutive interpretation of a general speech from B into A
contbtoa  consecutive interpretation of a technical speech from B into A
congatob  consecutive interpretation of a general speech from A into B
contatob  consecutive interpretation of a technical speech from A into B
congctoa  consecutive interpretation of a general speech from C into A
contctoa  consecutive interpretation of a technical speech from C into A
simgbtoa simultaneous interpretation of a general speech from B into A
simtbtoa  simultaneous interpretation of a technical speech from B into A
simgatob  simultaneous interpretation of a general speech from A into B
simtatob  simultaneous interpretation of a technical speech from A into B
simgctoa  simultaneous interpretation of a general speech from C into A
simtctoa  simultaneous interpretation of a technical speech from C into A
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The statistical analysis in this case study looks solely at the following six exam
variables, which the MATT and MACI degree tracks have in common:

congbtoa consecutive interpretation of a general speech from B into A
contbtoa consecutive interpretation of a technical speech from B into A
congatob consecutive interpretation of a general speech from A into B
contatob  consecutive interpretation of a technical speech from A into B
simgbtoa simultaneous interpretation of a general speech from B into A
simtbtoa simultaneous interpretation of a technical speech from B into A

All exam scores are ordinal variables with 4 levels:
high pass (hp)
pass (p)
borderline fail (bf)
fail ()

For final analysis, these variables were collapsed to a nominal variable with
2 levels: pass (p) and fail (f). This step was necessary in order to meet the
quantitative assumptions for chi-square and lambda.

Step 2: A list of exceptional cases was compiled during the data entry
process. Exceptional cases include those files that were incomplete, e.g., exam
score data, program entry date, and those files indicating that a student had
not followed the regular curriculum for a specific degree track and/or had
taken the Professional Exams under unusual circumstances, e.g., not during
the regular exam session for the class in question. Subjects may have also taken
additional examinations, e.g., simultaneous interpretation into the B language
for MATT students.

Exceptional cases are the following. They are all included in the analysis,
with the exception of the three cases with incomplete files listed below (F), for
which faculty could not provide missing data.

A. MATT students (14) who took simultaneous interpretation exams into their
B language:

— MATI in Russian and German in May 1994 (advanced entry)
— MATTI in English and German in May 1995

— MATI in English and Japanese in May 1996

— MATI in English and Japanese in May 1996

— MATI in English and Spanish in May 1996

— MATI in Russian and English in May 1997

— MATI in Russian and English in May 1998
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MATT in English and Chinese in May 1995
MATT in English and Chinese in May 1996
MATT in Chinese and English in May 1995
MATT in Chinese and English in May 1996
MATT in Russian and English in May 1997
MATT in Chinese and English in May 1996
MATT in Chinese and English in May 1996

B. MACI students who took additional translation exams:

— MACI in Russian, English, and French in May 1994 (advanced entry) took
translation exams into and out of A and B languages

C. Additional translation exams and/or curriculum in a non-degree language

combination:

— MATTI in French and English in May 1995; Spanish translation exams

— MATI in English and Spanish in May 1995; Japanese translation exams

— MACI in French and English in May 1995; degree incomplete; Japanese
translation curriculum but no exams

— MATI in Russian and English in May 1997; Japanese translation curricu-
lum but no exams

D. Irregular exam dates:

— MATTI in Chinese and English; exams in August 1994 instead of May 1994

— MATI in Chinese and English in August 1994; advanced entry; no record
of exams in May session; August scores entered in database

E. Ambiguous language combinations:

— MACI in English, Japanese, and German in May 1995; on file as Japanese,
English, German; took simultaneous and consecutive exams from German
into English, not German into Japanese; entered in database with English
A, Japanese B, German C

— MACI in French and English in May 1995, double A combination; entered
in database as A/B combination

FE. Incomplete files — excluded from database:

MATT in Japanese and English; passed retakes in August of 1996, but rest
of file missing; no scores entered; scores for August on file
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— MATTI in Chinese and English in May 1996; interpretation exams into and
out of A and B languages, no scores on file for translation professionals;
MATT degree awarded in May 1994 according to Academic Records Office;
1992 program entry

— MATI in Chinese and English in August 1998; no scores on file

Step 3: In the case of all other incomplete files, faculty members from the
respective programs supplied reliable data.

Step 4: The data were then compared against data provided by the Aca-
demic Records Office. The Records database contained the following informa-
tion: name, gender, date of first enrollment, graduation date, degree awarded.
Upon completion of the database, data were missing in 3 cases. They were
excluded from the database and are listed under step 2F above.

Step 5: All score data were converted from numerical to nominal data. Prior
to 1997, all exams were scored on a numerical scale from 1 to 100. Beginning
in 1997, an ordinal scale was used: high pass, pass, borderline fail, and fail.
(Translation examinations continued to be scored on the 100-point scale.) The
numerical scale was collapsed to “pass”/“fail.” The categories “high pass” and
“pass” were collapsed to “pass”; the categories “borderline fail” and “fail” were
collapsed to “fail” for the purposes of this study.

Step 6: For statistical analysis, a final database was compiled containing
the following variables: name, alang, blang, clang, degree, congbtoa, contbtoa,
congatob, contatob, simgbtoa, and simtbtoa. Data spreadsheets are posted at
the website http://archimed.uni-mainz.de/pub/2001/0097.

Step 7: In order to increase the number of cases available for analysis, exam
data from the May 1999 session were added to the database. These data were
copied from the GSTT’s computer files. This step was taken in order to meet
the assumptions for separate statistical processing of the Asian and European
language combinations.

2.5 Analysis

A two-way chi-square analysis was run using SPSS to determine if there is
a systematic relationship between degree track (a nominal variable with two
levels: MATT and MACI) and exam scores in consecutive interpretation and
simultaneous interpretation (a nominal variable with two levels: pass and
fail). In cases where findings were significant, Phi was used to calculate the
strength of association between the variables. All assumptions for chi-square
were checked and met.
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Lambda (proportional reduction in error) was run to determine if mem-
bership in a specific degree track, either MACI or MATI, is an indicator of per-
formance on the Professional Examinations in interpretation. All assumptions
for lambda were checked and met.

The six examinations that the MATT and MACI degree tracks have in
common were analyzed:

Consecutive Interpretation, General Speech, B into A (congbtoa)
Consecutive Interpretation, Technical Speech, B into A (contbtoa)
Consecutive Interpretation, General Speech, A into B (congatob)
Consecutive Interpretation, Technical Speech, A into B (contatob)
Simultaneous Interpretation, General Speech, B into A (simgbtoa)
Simultaneous Interpretation with Text, Technical Speech, B into A
(simtbtoa)

Three analyses were run for chi-square and lambda each:

1. All students from 1994 to 1999

2. All Asian language students (Chinese, Japanese, Korean) from 1994 to 1999

3. All European language students (French, German, Russian, Spanish) from
1994 to 1999

Student file data were checked to see whether data are sufficient to allow a
further breakdown according to language combination. Data were insufficient.
Data were also checked to determine if they would allow matching across
language programs to control for translator and interpreter training outside
of the GSTI and language acquisition background. Data were insufficient.

The crosstabulations, chi-square, phi, and lambda analyses for all groups
are posted at the website http://archimed.uni-mainz.de/pub/2001/0097.

3. Results

In the analyses, findings were as follows:

H!: There is no relationship between highly developed translation skills and
proficiency in language interpreting as measured by scores on the final degree
examinations in simultaneous and consecutive interpreting among first-time
candidates in the GSTI:

Significant for all students:
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— Consecutive General A into B (congatob) with .027 significance at .05
alpha. Phi .135.

— Simultaneous General B into A (simgbtoa) with .03 significance at .05
alpha. Phi .135.

Therefore, in the consecutive general A into B examination and the simultane-
ous general B into A examination, there is a significant relationship between
highly developed translation skills and proficiency in interpretation as mea-
sured by scores on the GSTT’s Professional Examinations. In the remaining four
cases, there is no significant relationship. Thus, in two of the six examinations,
MATT students perform differently in interpretation than MACI students. This
constitutes a fairly systematic relationship or pattern between degree track and
performance.
Significant for Asian-language students:

— Consecutive General A into B (congatob) with .016 significance at .05
alpha. Phi .194.

Hence, in the consecutive general A into B examination, there is a signifi-

cant relationship between highly developed translation skills and proficiency

in interpretation for Asian-language students. In the five remaining examina-

tions, there is no significant relationship. No significance was determined in

the consecutive general A into B examination for European-language students.
Significant for European-language students:

— Simultaneous General B into A (simgbtoa) with .035 significance at .05
alpha. Phi .207.

Finally, in the simultaneous general B into A examination, there is a signifi-
cant relationship between highly developed translation skills and proficiency
in interpretation for European-language students. In the five remaining exam-
inations, there is no significant relationship. No significance was determined in
the simultaneous general B into A examination for Asian-language students.

While significance was determined at the .05 level in two out of six analyses
for all students together, only one analysis was significant for the Asian and
European languages when considered separately. Nor was the same analysis
significant: Consecutive General A into B was statistically significant for the
Asian-language group and Simultaneous General B into A for the European-
language group.

Interestingly, phi totaled .135 for both significant findings for all stu-
dents considered together. When considered separately, Phi was considerably
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stronger, i.e., at .194 and .207 for the Asian group and the European group,
respectively.

Therefore, the drop in the number of significant exams (one as opposed
to two) is offset by the rise in the strength between the variables, or rise in phi
(from 13 to 19 and 21 percent overlap, respectively).

H?: The degree track of a student (MATI or MACI) is not an indicator of
proficiency in language interpreting as measured by scores on the final degree

examinations in simultaneous and consecutive interpreting among first-time
candidates in the GSTI:

None of the lambda analyses were significant; degree track is not an indicator
of proficiency in language interpreting as measured by scores on the GSTT’s
Professional Examinations. Knowing the degree track (MATI or MACI) is
of no assistance in predicting whether a student will pass or fail one of the
Professional Examinations in interpretation under consideration in this study.

4. Discussion

The results of the statistical analysis are ambiguous and may be interpreted
from different vantage points. On the one hand, significance was found in
only two out of six examinations when all students are grouped together.
When grouped separately as Asian-language and European-language students,
findings are significant in only one in six examinations. When the total number
of significant exams is considered, the results are not convincing evidence
of differences in performance in interpreting by degree track. From this
viewpoint, one cannot necessarily state that students who study interpretation
exclusively perform better in the GSTT interpretation exams than students who
study both translation and interpretation, which would be the expectation of
some teachers of interpreting.

Without further research on curriculum models and assessment, one can
only speculate as to the reasons for this pattern. One possible reason for the
lack of significance in four out of six exams (all students grouped together) and
five out of six exams (the Asian language and European language students as
separate groups) may be the similarity in curriculum for the MATT and MACI
degree tracks during the first two semesters. The one-year period in which all
students follow the same coursework may have a leveling effect. A possible
conclusion would be the need to introduce a separation of degree tracks at
an earlier point in time, e.g., after one semester of study.
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On the other hand, the differences in the examinations for which the
results of the statistical analysis are significant are quite marked. When the
results of the exams are taken individually, one could argue that there are
considerable differences between the MATI and MACI degree tracks. From
this perspective, one could argue that there is indeed a substantial difference
in student performance in the MACI and MATTI degree tracks, which some
teachers of interpreting would expect.

Although the chi-square analysis does not permit a directional interpre-
tation of the significant findings, the number of students who pass and fail
each exam is revealing. In each significant exam, the percentage of MATT stu-
dents who fail is approximately double that of MACI students. These figures
are shown in Tables 6.13 through 6.16.

From this viewpoint, a possible conclusion would be that, when building
expertise in interpretation, all students do not benefit in the same manner from
the translation curriculum. The MATT curriculum is less suited for developing
higher level interpretation skills in some modes and language directions. In the
GSTT’s curriculum model, completion of the second-year translation courses

Table 6.13. Number of students who failed consecutive general A into B

MACI MATI Total
Frequency  Percent Frequency  Percent Frequency  Percent
Pass 56 84.8 138 71.1 194 74.6
Fail 10 15.2 56 28.9 66 25.4
Total 66 100.0 194 100.0 260 100.0

Table 6.14. Number of students who failed simultaneous general B into A

MACI MATI Total
Frequency  Percent Frequency  Percent Frequency  Percent
Pass 55 83.3 135 69.6 190 73.1
Fail 11 16.7 59 30.4 70 26.9
Total 66 100.0 194 100.0 260 100.0

Table 6.15. Number of Asian-language students who failed simultaneous general B

into A
MACI MATI Total
Frequency  Percent Frequency  Percent Frequency  Percent
Pass 34 91.9 86 72.9 120 77.4
Fail 3 8.1 32 27.1 35 22,6

Total 37 100.0 118 100.0 155 100.0
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Table 6.16. Number of European-language students who failed simultaneous general
Binto A

MACI MATI Total
Frequency  Percent Frequency  Percent Frequency  Percent
Pass 25 86.2 49 65.3 74 71.2
Fail 4 13.8 26 34.7 30 28.8
Total 29 100.0 75 100.0 104 100.0

appears to detract from the ability to interpret in some modes and language
directions. This interpretation of the findings is underscored by the fact that
a higher percentage of students in the MATI degree track fail the significant
exams than in the MACI degree track. Poorer performance of the MATI
students may be due to a lack of time to practice interpretation in the MATI
degree track or due to the greater intensity and range of interpretation practice
in the MACI degree track.

This possible conclusion also points to the need for further research, in
particular, for a more precise description of curriculum goals and objectives,
course load, and course sequencing. An individualized approach to instruction
and feedback (cognitive apprenticeship, career coaching) seems advisable. The
need to run a more powerful statistical procedure than a chi-square test is
evident. To make this possible, an ordinal scale that is used reliably for scoring
would be required.

Despite the inclusive nature of the results of the statistical study, there can
be little doubt that students should follow the MACI degree track, not MATI,
if conference interpretation is their primary career goal. The MATT curricu-
lum does not include interpretation skills in what most practitioners consider
a viable language combination for conference interpreters. Simultaneous in-
terpretation is practiced out of the foreign language into the mother tongue in
only one language combination, which many practitioners would consider to
be sufficient to earn a living through conference interpretation only in rare
circumstances. The MATI degree track does not provide the same range of
preparation for conference interpreting that is provided by the MACI degree
track. As a result, the MATT degree should not be considered a qualification
equivalent to the MACI degree.

Due to the popularity of the MATT degree, it cannot be assumed that the
MACIT students entered the GSTI program with stronger language skills or
greater aptitude for conference interpreting than the MATT students. As cited
in the GSTT’s curriculum documents, many students choose the MATT degree
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due to the range of skills it offers, which increases the students’ marketability in
the language industry. Some students may select this degree track even though
they show great promise for conference interpretation.

The results of this study cannot be generalized to other training contexts.
Only if the official and hidden curricula at other schools of translation and
interpretation correspond very closely to the GSTI model can one extrapolate
from these findings. Given the wide variety of curriculum models and the role
of the hidden curriculum, however, it seems unlikely that these results can
be generalized at all. This part of the case study does provide a framework
for consideration and analysis in the discussion of reforms in other programs
and the design of curriculum in future programs, however. Careful attention
should be paid to the description of the aims and goals of the curriculum,
teaching objectives and course content, and the sequencing in translation and
interpretation instruction in individual degree tracks.

Fluctuation in test method facets, in particular differences in test adminis-
tration, content, and scoring resulting from divergences in exam rationale and
logistics pose a threat to the internal validity of this study. The survey of jury
members in Part II of the case study has the objective of determining, among
other things, how substantial this threat may be. Another threat to the validity
of this study is the nature of the exam materials. If there is wide fluctuation in
the features of the speeches and texts used in the examinations, the compara-
bility of exam scores across language combinations could also be undermined.
An analysis of English, French, and German source materials, presented in Part
III of the case study, addresses this concern.

Further research is also indicated by the possibility of other confounding
variables. They may include the influence of language-specific strategies from
C/A language combinations on B/A combinations. More research on the exact
nature of interpreting strategies is desirable. Nevertheless, it should be noted
that the number of three-language examinees was relatively small (MACI-3 =
18 and MATI-3 = 1), indicating that the emergence of a pattern is unlikely.
The number of two-language degree students who began their studies with a
third language and then dropped this language either in their first or second
year cannot be determined. Data on file in the GSTI office are insufficient in
this area. Although the central computer database in the Academic Records
Office of the Institute does allow the generation of course lists per student,
this procedure is too cumbersome to be completed for the five-year period in
this study. The need for further research, perhaps starting with a smaller time
frame, is indicated.
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As this discussion shows, the potential for future research on curriculum
is vast, particularly for studies employing exam score data. One starting point
could be the study of proficiency in translation with translation competence
as the dependent variable. Studies based on score correlation may also be
conducted to determine if exams may be considered redundant (e.g., written
and sight translation; simultaneous with and without text; interpretation of
general and technical texts). In addition, the use of a statistical procedure
allowing a directional interpretation would be welcome. Ideally, such studies
would explicate valid and reliable ordinal scale data, in which instance they
would also require a higher number of cases, since the breakdown of the
dependent variable must include more than two levels (pass, fail). A separate
analysis by language combination is also desirable.

Finally, this study does not look at cognitive processing; only the broad
outcomes of curriculum and instruction are analyzed. Further research is no
doubt necessary to collect data on (meta-)cognitive strategies and similar-
ities and differences in (meta-)cognitive processing among translators and
interpreters. Research methodologies using structured interview formats and
discourse analysis could provide intriguing data in these areas.






CHAPTER 7

Case study Part 11

Survey of exam jury members

1. Introduction

In the discussion of the findings in Part I of the case study, the possibility is
mentioned that fluctuation in exam procedures undermines the validity and
reliability of exam scores and thus jeopardizes the validity of the statistical
analysis. The following study explores this specific research question. The
objective of this anonymous survey is to collect qualitative data on the exam
procedures in place between May 1994 and May 1999, the period under review
in the statistical analysis. In this manner, the results of the statistical analysis
can be discussed in a qualitative context. As described in the introduction to
this study and in the discussion of curriculum guidelines, a key factor in a
program is the degree to which curriculum and assessment are in line with
one another. To make this determination, evidence is required on the degree
to which the Professional Exams measure what they purport to measure, i.e.,
that they are valid, and that the social consequences of this test use (awarding
of degree and entry into the profession) are appropriate.

Interestingly, data from previous research on student and faculty percep-
tions of the Qualifying Exams, which students must pass at the end of the
first year to enter the GSTT’s second-year curriculum, indicate three main fac-
tors contributing to student anxiety: uncertainties about grading criteria, a
lack of stress management skills, and uneasiness about the testing conditions
(Houba 29). It stands to reason that these factors play a role in the Professional
Examinations in interpretation as well. In this case, documentation of exam
procedures also serves the purpose of identifying areas where improvement in
administration should be considered.

Highly structured personal interviews would also have been an appropri-
ate vehicle for gathering data. Indeed, it is likely that one-on-one interviews
would have elicited more precise responses from individual participants than
a questionnaire. Nevertheless, a survey instrument was chosen for several rea-
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sons. This empirical research on examinations in interpretation is exploratory;
therefore, a broad information base is required. Not all jury members from the
period under review (1994-1999) are at the Monterey Institute, much less in
California or even the United States. Greater access to the pool of jury members
was therefore guaranteed through a survey instrument that could be mailed.

Bachman’s test method facets serve as a framework for this study. The
following facets in particular serve as theoretical principles in the survey:
personnel, test rubric (organization, instructions, criteria for correctness),
input and expected response (format, nature of language), and the relationship
between input and response (reciprocal, nonreciprocal, adaptive). Those areas
that are particularly salient for the validity of the exams, i.e., that impact exam
administration most, are the areas for which data are gathered. Bachman’s
terminology, with which most jury members are probably unfamiliar, is not
used in the instrument, however. See Section 2.2.

2. Method

2.1 Subjects

The survey was originally designed to cover the period from 1994 to 1998.
In light of the extension of the quantitative study to include the May 1999
exam session, the survey was broadened to include new 1999 jury members.
The survey was conducted between April and August 1999. The total number
of jury members is thirty-seven. Sixteen participants were instructors at the
GSTI when the survey was conducted (1999). Information on the respondents’
backgrounds was gained through the survey itself. Eight participants served
on juries in two language programs, bringing the total number of subjects to
forty-five (n = 45).

2.2 Materials — survey content

A survey instrument was developed to collect qualitative data on the Pro-
fessional Exams from the period 1994 to 1999. The survey gathers data
indirectly on the validity and reliability of the Professional Exams in the
following areas:

— background of jury members (personnel)
— exam procedures (test organization, instructions)
— purpose of the exams for MATT and MACI (test use)
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— assessment criteria for MATT and MACI (expected response)
— criteria for scoring (explicitness of criteria; expected response)
— jury conduct (instructions)

— role of external examiners (instructions)

The survey form is reproduced in Appendix B.

2.21  Background of jury members

Since little information is available on the jury members’ training and experi-
ence in test theory, development, and administration, the survey begins with
the collection of key data in this area. Data are collected on work experience
and teaching experience as interpreters, the number of years of service on GSTI
exam juries, and service on juries other than those of the GSTI. Jury members’
backgrounds in testing are also likely to vary widely. The objective of this sec-
tion of the survey is to determine whether there are specific patterns in the
backgrounds of faculty that may have an impact on the way in which exams
are administered and assessed.

2.2.2  Exam procedures

Specifically, the survey aims to describe exam procedures in each language pro-
gram in order to determine how widely procedures fluctuate. The investigated
exam procedures include the following:

— Delivery mode of the speech. Speeches may be presented live by a member
of the jury or on audio- or videocassette.

— Procedure for scoring the students. In some, but not all, language pro-
grams, students are taped in groups in the booths, and the recordings are
assessed after all taping has been completed. This practice varies among
language programs; some programs tape both the consecutive and simul-
taneous examinations, while others tape only the exams in simultaneous.

— Briefing of the student on the exam speech before the beginning of
the exam. The type and amount of information provided to individual
students in the briefing may vary across and within language programs.

— Segmentation of the speech in consecutive interpretation. Once again,
the practice of breaking down the five-minute speech in the consecutive
interpretation exams varies among language programs.

— Inclusion of a warm-up phase in simultaneous interpretation. Data are
necessary on whether a warm-up phase is offered to the student and the
length of the warm-up phase. In addition, in some programs, the material
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used for the warm-up phase may be the first part of the exam speech itself,
in which case assessment begins after this section has been interpreted.

2.2.3  Purpose of the exams

This section of the questionnaire has the objective of determining whether fac-
ulty have implicit notions about the purpose of the exams that have an impact
on assessment. Opinions may fluctuate considerably within and between pro-
grams. In particular, there may be discrepancies in the purpose of the exams
for students in separate degree tracks.

2.2.4 Assessment criteria
Assessment criteria are closely linked to the purpose of the exam. The question
as to whether jury members have highly developed norms for assessment is
pursued, as well as the degree of fluctuation for these norms. In addition, if
a considerable difference in the purpose of the exams for MATI and MACI
candidates is documented, the assessment criteria should vary accordingly.
Assessment criteria also include scoring procedures. Between 1994 and
1999, two scales were in place. From 1994 through 1996, a 100-point scale with
the following breakdown was used:

90-100 high pass
80-89 pass

75-79 borderline pass
70-74 borderline fail
0-70 fail

Due to perceived inconsistencies in scoring, an ordinal scale was introduced
in 1997. This scale, based on rank categories, has the following breakdown, as
stipulated in the Faculty Handbook, Guidelines for Exam Jurors (p. 26):

— High Pass: Candidate’s interpretation is extremely accurate and shows
superior command of syntax, grammar, and lexicon, and the presenta-
tion is outstanding. Should be awarded only occasionally to exceptionally
qualified candidates.

— Pass: Candidate’s interpretation is accurate, with acceptable, albeit im-
provable, syntax, grammar, and word choice and presentation. Should be
considered the norm for passing candidates.

— Borderline Fail: Candidate’s interpretation is unacceptable but not fla-
grantly inaccurate, owing either to misunderstanding of the original text
or to serious flaws in syntax, grammar, and word choice, or to both; in the
case of interpretation, the candidate’s presentation may also have been un-
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acceptable. The implication is that these shortcomings may be correctable
with further study. Should be awarded to candidates who stand a good
chance of passing a retake in August. Anyone receiving a borderline fail
should be given specific details about what types of errors were made and
what kind of preparation is needed for the retake.

— Fail: Candidate’s interpretation is flagrantly inaccurate owing to inade-
quate command of the source and/or target language, insufficient analyt-
ical ability, poor presentation or a combination of all. This score means
that the candidate is far from meeting the standards of the profession and
is not likely to attain that level without extensive work. Any student who
receives a failing grade in two or more qualifying examinations should be
strongly advised not to attempt a retake in August, and should be urged
either to take an additional year to work on language deficiencies or to
consider another career.

Despite criteria delineated for each scale, anecdotal evidence suggests that
faculty may be guided to a high degree by an internalized scoring philosophy
when assessing students’ performances. Therefore, scoring procedures may
vary within juries and between juries depending on the following factors,
among others:

— Jury expectations according to the language direction, i.e., whether stu-
dents are interpreting into their A or B languages

— Jury expectations for MATT as opposed to MACI students

— Ciriteria applied to individual score categories

In addition, no systematic data are available on faculty opinions concerning the
rationale behind the administration of separate exams for general and technical
speeches. Faculty opinion on the administration of exams in simultaneous
with and without text also requires clarification. In both cases, some faculty
hypothesize the use of differing interpretation skills and abilities in working
with varying text types (general and technical) and modes (with and without
texts), and therefore believe that these skills should be subject to final testing.
Other faculty state informally that, although differing skills and abilities may
be in play and should be reflected in curriculum and training, comprehensive
final testing is not necessary. The questions in the survey with regard to this
matter have the objective of collecting data on the professional judgment of
faculty only, not on the existence and use of these hypothesized cognitive
skills, the latter requiring a methodology based in empirical testing rather than
social science survey research. Data collected in this area are intended mainly
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to inform faculty deliberations on exam procedures until more conclusive
evidence is available (see Section 1).

2.2.5 Jury conduct and role of external examiners

In some language programs, jury members may arrive at final scores inde-
pendently of other jury members through a blind rating. In other language
combinations, jury members may conduct an open discussion of the exami-
nee’s interpretation before entering individual scores on their respective score
sheets or change their blind ratings after such discussions. Exact information
on jury conduct in this regard is therefore requested in the survey question-
naire. Furthermore, the survey documents the role of external examiners in
each program, e.g., their presence and potential influence on jury deliberations.

2.2.6 Additional comments

Survey participants are also given the opportunity to comment on the survey
itself and provide suggestions for improving procedures for the Professional
Exams, if they desire.

2.3 Procedures

231 Questionnaire design
The questionnaire was carefully designed using a combination of open and
closed questions, an approach that takes the current status of knowledge about
testing procedures within the GSTI into account. Closed questions are used
to provide structured feedback on exam procedures. Closed questions also
provide a framework for information on the purpose, assessment criteria, and
score categories for the interpretation exams. Survey participants are then
given the opportunity to respond to open questions in areas where exam
rationale may be influenced by personal exam philosophy or in areas where
little information is available, e.g., differences in the MATT and MACI degree
tracks as reflected in exam purpose and assessment criteria, as well as criteria
used for score categories. The structure of the questionnaire and selection of
individual items was guided by insider knowledge of the GSTI’s examination
procedures — emphasis was placed on those areas where considerable impact on
the chi-square analysis was to be expected. Each item was carefully constructed
so as to avoid bias through leading questions.

The survey was reviewed with the Dean of the GSTI and an expert in
language testing. The questionnaire was piloted with five individuals at the
Monterey Institute: the Dean of the GSTI, a linguistics professor with a
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specialization in test theory, and three instructors who teach English language
courses to GSTI students. The instructors all have in-depth exposure to the
practice of translation and interpretation through course observation, dialogue
with faculty, briefings, and extensive reading. All participants in the pilot
have background knowledge of questionnaire design methodology acquired
through graduate-level training and research.

2.3.2  Questionnaire administration

The survey was administered to jury members as a group during two faculty
meetings. In order to reduce non-response, jury members who were absent
or no longer employed by the GSTI received the questionnaire via regular
mail. During group administration and administration via mail, however,
participants were given the opportunity to request clarification of questions,
either in person, via telephone, or e-mail. Additional information was provided
in a neutral, unbiased manner.

2.3.3 Return rate

Thirty-seven interpreters served as jury members in the GSTI during the pe-
riod 1994 and 1999. Eight individuals served on juries in two language pro-
grams, bringing the total number of subjects to forty-five (n = 45). Twenty-
eight questionnaires were returned, a response rate of 62.22%. All language
programs were represented. The major reason for non-response was discontin-
uation of jury activities at MIIS. Current mailing addresses may not have been
forwarded to the GSTI office. There we sixteen GSTT instructors who served on
juries in 1999; three of them served on juries in two language programs (n =
19). Fifteen completed the questionnaire, resulting in a return rate of 78.94%
for active faculty.

2.4 Analysis

2.41 Data preparation

The questionnaire data were entered into an electronic file and coded for
reporting purposes. Due to the limited scope of the survey in terms of number
of participants, responses to open questions were not coded as numerical data.
This approach also reflects the qualitative nature of this study and its objectives;
statistical processing is not intended.
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2.4.2  Data analysis

Responses to all questions, including responses to open questions and unso-
licited comments written in margins, are reported in full by question, cate-
gory of response, and language combination at the website http://archimed.
unimainz.de/pub/2001/0097.

3. Results

The section providing information on the background of jury members reveals
that the jury members are a heterogeneous group in terms of professional expe-
rience as well as experience in teaching and testing. Jury members’ professional
experience ranges fairly evenly between 6 and 30 years; jury members’ teaching
experience ranges between 1 and 20 years. All language programs are repre-
sented in the survey. In addition, the vast majority of participants have served
on juries at other training institutions in North America, Europe and/or Asia.
Finally, jury members are evenly split with regard to background in testing:
half of those surveyed indicate that they have received some form of training in
testing, while half indicate that they have not.

In the administration of exam procedures, there is considerable fluctua-
tion across the language programs. There are, however, strong patterns which
separate the European and Asian languages into distinct groups. Survey partic-
ipants indicate that they use live speeches almost exclusively as source materials
for both consecutive and simultaneous examinations. Of those members who
do use tapes, a slightly higher number state that they use tapes more frequently
for simultaneous than for consecutive. Those juries who do use tapes rely
almost always on audiotapes rather than videotapes.

Jury members are roughly split in their responses to whether students are
taped in groups in booths for consecutive and simultaneous exams for scoring
purposes. There is a clear divide among language programs, however, with
Chinese, Russian (split response), Japanese, Korean, and Spanish taping some,
but not all, consecutive exams; German and French, however, do not tape in
consecutive exams. The pattern for simultaneous exams is similar.

The vast majority of jury members indicate that students are briefed before
exams. Briefings include the name of the speaker, background of the speaker,
and the venue and date of the speech. Proper names are sometimes stated; how-
ever, numbers that occur in the speech are almost never provided. Terminology
and context information are included in the briefing when jury members feel
that it is appropriate to do so. Although the majority of jury members give



Case study Part II

185

these answers, a number of survey participants respond differently. In these
cases, there is no discernable pattern by language program. These results point
to the need for the definition of constructs in testing and identification of those
areas lending themselves to test standardization (test method facets).

While the majority of survey participants state that the source language
speech in consecutive interprets is not divided into segments, these data also
provide evidence of systematic differences between the European language and
Asian language programs. The German, French and Spanish juries do not
pause for interpretation during the five-minute consecutive exams. While the
Chinese, Japanese, Korean, and Russian juries all pause, the length of segments
fluctuates considerably. Furthermore, most students are given the opportunity
to warm-up in the presence of the jury immediately prior to the delivery
of the exam speech for simultaneous, but the Chinese and Korean juries do
not provide their students with an opportunity to warm up before these
examinations. (The Japanese jury does.) The French and Spanish responses to
the question on warming up are split. The type of material interpreted during
the warm-up is generally the first part of the speech, sometimes with additional
information, and the length of the warm-up is usually not longer than three
minutes. These data support the separate statistical analysis by European and
Asian languages in the first part of the case study. The role of Russian in this
pattern is ambiguous.

The overwhelming response regarding the purpose of the exams is “readi-
ness to enter the market.” Although individual participants do not volunteer
information on which particular market segment (conference, court, medi-
cal, telephone, private market, government, international organizations, etc.)
they are referring to, a possible conclusion would be that “the market” is
widely understood to be conference interpretation in its multifaceted forms.
Jury members also make numerous references to various criteria for assess-
ment. When compared across and within language juries, however, the criteria
remain fuzzy.

Only three respondents indicate that there is a difference between the
purpose of exams for the MATI and MACI degree tracks in their professional
judgment. The vast majority of survey participants indicate that they also have
the same assessment criteria in mind for the MATT and MACI degree tracks. On
the whole, the jury members’ answers concerning the purpose of the exams
and assessment criteria support the research design in the statistical study,
i.e., that the interpretation examinations are intended to be equivalent in the
MATT and MACI degree tracks and can thus be compared with one another.
They indicate that the curriculum outcomes for interpretation in the MACI
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and MATT degree tracks are intended to be the same, as are the criteria for
measuring these outcomes.

With regard to the skills and abilities tested in various exams, the responses
are clear. All jury members feel that both general and technical exams, as well as
the simultaneous exams with and without text, test the same skills and abilities
to some or a great extent. When asked whether these differences are important
enough to merit separate exams, however, the respondents react differently to
different questions. In the case of general and technical exams, jury members
are roughly split. For simultaneous with and without text, the vast majority
feel that there should be separate exams. This information provides evidence
that, in designing the statistical study, it was correct not to group the general
and technical examinations (in one language direction) together for statistical
purposes. Additional research on the correlation between exam scores is
indicated.

The vast majority of jury members state that the scoring criteria they apply
to MATI and MACI language examinees are the same. These data also support
the comparability of scoring criteria across the MATI and MACI degree tracks
for the purpose of statistical analysis. Jury members’ expectations of A and
B language candidates range from great similarity of expectations to little to
no similarity, and these responses are not consistent across or within language
programs. This fluctuation raises the question of how consistently scoring
criteria are applied and supports the collapsing of the statistical variable ‘exam
score’ into a nominal variable with two levels.

Criteria for assessment and scoring do not appear to be highly explicit
or highly consistent among or between language programs. These factors
compromise the reliability of scores across the language programs. With regard
to criteria for individual score categories, there are only two explicit references
to criteria in the Faculty Handbook. Evidently, internalized norms prevail over
criteria laid out in GSTI materials, although the criteria given by jury members
in many cases overlap in part or whole with Faculty Handbook criteria.
Extreme fluctuation in responses and detail of criteria can also be noted,
ranging from non-responses and use of points, albeit without reference to what
point scales mean, to a detailed table. Many jury members make reference to
professional standards in the field, i.e., professional practice, usually without
describing those standards.

The extent of personal agreement with the pass-fail scale and agreement
within the language juries on both the pass-fail and 100-point scales is very
strong. Jury members indicate, however, that they have little idea as to whether
their jury’s criteria are in line with language juries of which they are not
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members. Knowledge of similarity of criteria between juries is in fact split
according to jury membership, i.e., whether the respondent serves on a jury in
more than one language combination. If respondents serve on only one jury,
they generally respond that they do not know whether the same criteria are
applied by juries for other languages. Dual jury membership is, however, more
frequent among the European languages than the Asian languages and Russian.

Furthermore, there is a lack of conformity with regard to jury conduct. In
the case of blind ratings, where responses vary widely and unsystematically,
members of some juries apparently do a blind rating before any discussion
takes place, whereas other members on the same jury in the same exam refrain
from establishing a blind rating. Discrepancy in jury conduct indicates a need
for stricter exam procedures across the language programs.

There is also considerable fluctuation with regard to presence of external
examiners. When they are present, they seem to play an active role in shaping
opinion and most likely influence the final score, both as jury members with
voting rights and as observers. The degree of influence most likely varies from
jury to jury.

The last two aspects do not necessarily compromise the reliability of final
score data. They do, however, give rise to questions about how final scores
are reached in individual juries and the extent of differences across language
programs.

4. Discussion

The results of the jury member survey may be discussed in light of the degree
of standardization of exams, i.e., the comparability of exams within and across
language programs, and the validity and reliability of the exams, i.e., the
appropriateness of the test purpose and use. These areas have a direct impact
on the validity of the statistical analysis in Part I of the case study.

With regard to exam standardization and comparability, it seems that exam
procedures are not clearly defined in the minds of jury members, in particular
as a collective group of language program juries. Despite clear patterns distin-
guishing European- and Asian-language juries from one another, considerable
fluctuation within these groups also indicates that exam procedures are not
consistently applied within individual language programs. Examples include
briefing, segmentation in consecutive, warm-up, application of scoring criteria,
and the use of blind ratings.
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As a result, the numerical exam scores cannot be considered to be a valid
and reliable measure on a School-wide basis. There is also doubt as to whether
they are used validly and reliably within individual language programs. The
decision to employ a pass/fail system of grading, which was made in 1997, was
therefore a sound one, as was the decision to collapse these data to nominal
categories in Part I of the case study. The breakdown into two categories based
upon the most widely used criteria (“readiness for the market”) seems general
enough to have been meaningful.

Inconsistency in responses to the same questions within and across juries
indicates the need for additional measures to increase the degree of standard-
ization of exam procedures within and across language programs. Alterna-
tively, documentation of the need for authenticity, or an explicit agreement to
disagree on specific aspects of exam administration, would be required. Greater
awareness among jury members that undesired fluctuations in exam admin-
istration undermine validity and reliability is also necessary (rater training).
Extreme fluctuation in professional judgment is evident. Given this fluctua-
tion, professional judgment cannot be relied upon solely as a foundation for
decision-making in an effort to ensure the equity of the examinations. Despite
the vast experience and impressive qualifications of faculty and external jury
members, this expertise does not necessarily lead to a high degree of similarity
in the exercise of professional judgment. Indeed, as often stated in the literature
on expertise, experts often disagree. An awareness of the fundamental princi-
ples of assessment is thus required among jury members, if assessment is to
move beyond arbitrary standards and scientific evidence of the validity and re-
liability of scores is to be demonstrated. In the additional comments made by
jury members, a clear awareness of problematic aspects of the exams emerges.
The strong interest of faculty in improving exam procedures is evident, as are
their openness, willingness, and dedication.

Although there is no substantial evidence of a uniform testing paradigm
across all language programs, the Asian and European languages do form dis-
tinct groups. Hence, the results provide evidence supporting the premise that
fluctuation in exam rationale and procedure is greater between language com-
binations (Asian vs. European) than within language combinations (individual
juries). Interestingly, there is no strong evidence as to where Russian fits into
this Asian- vs. European-language pattern. Nevertheless, these results sup-
port the separate analysis of Asian- and European-language programs in the
statistical study.

The results of this survey cannot be generalized to other examination con-
texts. Given the ongoing discussion of the nature of quality in the Interpreting
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Studies literature and the neglect of the traditional assessment literature in
the spoken language interpreting community, however, further research on
assessment procedures would seem to be a high priority. Such studies could
be conducted in the form of surveys similar to this one. In-depth, structured
interviews would be a further possibility. Attention to various domains of in-
terpreting, e.g., conference interpreting at international organizations and gov-
ernmental ministries, legal interpreting and related certification testing, and
health-care interpreting in hospitals and other medical settings, would also be
warranted.






CHAPTER 8

Case study Part I11

Analysis of exam texts

1. Introduction

While Part I of the case study examined the results of the Professional Exam-
inations and their relationship to the curriculum and Part II dealt with the
procedures in place for exam administration and scoring, Part III of the case
study provides an analysis of selected examination materials. As in Part II, the
objective of the analysis in Part III is to place the results of the statistical analysis
in a qualitative context.

In a research project aimed at improving curriculum and assessment, sev-
eral factors must be taken into consideration: firstly, the pedagogical usefulness
of the analysis and the suitability of the methodological tools in conducting
the analysis. Secondly, the extent to which the exam texts are representative
of all exams and the curriculum in general, and the extent to which an exam
text provides accurate documentation of the speech delivered in a given exam.
In this sense, the following study also explores the question of whether fluc-
tuation in exam procedures as reflected in exam materials undermines the
validity and reliability of exam scores and thus jeopardizes the validity of the
statistical analysis.

11 Analytical tools

There are multiple approaches to text analysis, including methodologies
grounded in discourse analysis, Translation Studies,! and language testing.
Here, Bachman’s test method facets are used to maintain consistency in ap-
proach with Part II of the case study. In this regard, test method facets also
prove to be extremely flexible as an analytical tool that is not limited to the
study of texts but can be employed in the analysis of all parameters of an exam-
ination. In his cumulative discussion, Bachman reviews the extensive literature
on various aspects of test method facets and the theoretical development of
this framework since the late 1960s (1997:112—-159). Bachman describes the



192

Chapter 8

facets as a list, or compilation, that is by no means exhaustive. Rather, it is
intended to serve as a guide for empirical research aimed at improving the un-
derstanding of factors that affect performance on language tests; thus, the list
is to be expanded and enhanced as additional exam facets are discovered and
described (117). As this discussion is focused on written texts as examination
documents, the salient facets of input, in particular those categorizing the na-
ture of language, serve as an analytical framework. The scope and applicability
of these text-internal factors are explored below.

1.2 FExam texts and the curriculum

In the GSTI, criteria and rationale for text selection are not spelled out
in curriculum or examination documents for the period under review. The
pedagogical criteria used to select texts is therefore not explicit; instructors
presumably select speeches for work in class and examinations based primarily
upon their intuitive assessment of the appropriateness of the material. Nor is it
clear to what extent manuscripts from the field, e.g., conferences, are employed,
or the role that audio- and videotapes, as well as presentations by students
and guest speakers, have in the curriculum, even though all of these types of
materials and sources are employed in all language programs. Nevertheless, it
is assumed in the context of this analysis that the texts selected for examination
purposes reflect to some degree the pedagogical choices instructors make when
selecting texts for the interpretation classroom, in particular for the third and
fourth semesters of study. Descriptive documentation of text features thus
serves the purpose of promoting the integration of curriculum and assessment.

Hence, those factors that presumably play a role in the mind of the
interpretation instructor when selecting texts for examinations are the focus of
the discussion. In this regard, it would seem possible that the suitability of the
text for the purposes of a specific examination, e.g., consecutive interpretation
as opposed to simultaneous interpretation with text, or technical subject
material as opposed to general subject material, manifests itself in variations in
the features of the respective texts. In other words, a suitable pedagogical text
for consecutive interpretation could differ from an ideal text for instruction in
simultaneous interpretation with text, and these variations could exist not only
between modes of interpretation but also longitudinally within a single mode.
The latter issue can only be pursued in a comprehensive analysis of classroom
materials employed throughout the curriculum. In summary, the question of
the degree of similarity, or rather dissimilarity, in salient features of exam texts
is at the forefront of this analysis.
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1.3 Exam texts as documents

At the same time, the issue of whether exam texts accurately document the
speech as it is delivered in the exam must be addressed. It is a widespread
practice in interpretation examinations to present examination participants
with impromptu speeches, which are those delivered supposedly off-the-cuff
with little prior preparation, in an effort to ensure that the text is defined by
features characteristic of spoken language, rather than written language. Ac-
cording to this pedagogical approach, spoken language texts, i.e., texts that are
not fixed in written form, are seen as more suitable for interpreting. For this
reason, some educators advocate their use. The discussion on use of classroom
materials, however, has not fully taken into account the role of background
knowledge and ritualized language use in this line of reasoning. The consider-
ation of whether interpreting fairy tales, for example, which is often done in
introductory courses to simultaneous interpretation, constitutes working with
a “fixed text” is not pursued here. Nevertheless, it seems reasonable that the role
of background knowledge, information density, and syntax, to mention but a
few factors, have just as great an impact on text difficulty. Indeed, it would
seem premature at best to assume that texts that are not fixed in written form
inevitably display characteristics of spoken language.

In the GSTI, the pedagogical approach described above has led to the
practice of ‘oralization, a term that is widely used but whose meaning is not
precisely defined. According to this practice, a text that exhibits characteristics
of written text, e.g., high information density, complex sentence structures,
among other things, may be used as material for the delivery of a speech.
The information is restructured, paraphrased, and streamlined or otherwise
simplified to give it the characteristics of spoken language and thus make it
easier to grasp and more suitable for interpretation.

As a result, the texts presented for analysis in the section are, for the most
part, not a verbatim rendering of the speech delivered in the interpretation
examination. For this reason, they should generally be regarded as source
language materials rather than a precise record of the speech delivered. Possible
exceptions to this rule are the texts used for simultaneous interpretation with
text. However, it must be assumed in this case as well that the texts were altered
during the examination, even though this particular exam type reflects the
need to prepare students for cases when presenters read from manuscripts at
international conferences.

The lack of recordings also makes it unfeasible to explore additional test
method facets, for example ‘speededness) i.e., the rate of presentation mea-
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sured in words per minute (a facet of input under format). Complete docu-
mentation of exam sessions and the description of the typicality of interpreta-
tion exam texts of written or spoken language are therefore promising areas of
further study.” In summary, the exam texts presented for analysis in this dis-
cussion are only a partial record of the speech delivered in the corresponding
examinations. Since source language materials presented in exams were not
recorded during the period under review, these partial records are the only
materials available for analysis.

2. Method

As stated above, the salient facets of input (Bachman), more specifically the
nature of the language, serve as a framework for the following text analysis. In
view of the lack of precise documentation, the following facets of input have
been excluded from the text analysis: the degree of contextualization (embed-
ded/reduced), the distribution of new information (compact/diffuse), orga-
nizational characteristics (standardness of grammar, cohesion, and rhetorical
organization), and sociolinguistic characteristics (dialect or variety, register,
naturalness). Two additional facets were identified as relevant to the exami-
nation procedure and thus included in the analysis: speaker and venue. These
facets have an impact on the exam situation, as either the speaker or the venue
may or may not be identical to the speaker or venue in the examination it-
self. For example, a speech may have been originally delivered, hypothetically
speaking, by the German Federal Minister of Defense to the members of the
Bundestag in Berlin and be presented to the examinee as such. An opposite ex-
ample would be an exam text that may not have originally been a speech, in
which case the material may have been adapted from another source and pre-
sented to the examinee as an oral text. In this case, there would be no speaker or
venue external to the examination situation, i.e., the jury member presenting
the text is concurrently the speaker and the exam itself is the sole venue.

Therefore, a rubric for text analysis was developed that includes the
following facets. Questions to be answered through the analysis are listed. Items
in italics appear as category headings in Tables 8.1-8.4.

Length of text Is the end clearly marked? If yes, how many words?
Propositional content:
Speaker Is the speaker the presenter?
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Venue Was the speech originally delivered at a different venue?
If yes, where?

Genre Is the text a speech from the field, an original speech
from another source, or adapted material?

Topic What is the speech about? What is the primary subject
matter?

Type of information Is the information in the speech primarily concrete or
abstract?
Vocabulary What is the highest level of lexical difficulty: general,
semi-technical, or technical vocabulary?
Sociolinguistic characteristics:
Mlocutionary force  What language functions does the speech perform in
addition to being a test?

While it could be argued that the pragmatic (sociolinguistic) characteristics
of the texts under review could change through the practice of ‘oralization,
it seems probable that the fundamental language function would remain
unaltered. Similarly, although it is impossible to know which technical terms
were given to examinees during the briefing or which terms were edited out
of the speech, it would seem reasonable to assume that texts were chosen due
in part to the nature of the vocabulary (general, semi-technical, technical) and
that these features were mostly preserved in the oral presentation.

2.1 The corpus

Although exam texts from this six-year period are on file in the GSTT’s cen-
tral office, some texts are missing. This is due to the fact that these files are
maintained to give students access to representative exam text material; no
procedure is in place to ensure that the files remain complete. Therefore, a
comprehensive analysis of all examination texts used during the five-year pe-
riod under review is not possible, although highly desirable. In addition, such
an endeavor would require the researcher to have a good working knowledge
of all eight languages offered in the GSTI, including Chinese, Korean, Japanese,
Russian, and Spanish. As a result, this analysis is limited to the English, French,
and German texts used in the May 1999 session. These texts are reproduced in
full at the website http://archimed.unimainz.de/pub/2001/0097.

The six interpretation examinations under study in the statistical analysis
(PartI) are reviewed, which leads to a total of four texts each for the French and
German programs. All language programs use the same English source texts for
the interpretation examinations in consecutive and simultaneous without text.
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The English-language materials for the simultaneous with text examinations

present a special category, however, in that text selection is left to the discretion

of individual language programs. Only one English text was on file in the GSTI

main office. All other texts were provided by faculty in individual language

programs. There are three texts in this category. The Chinese, French, Japanese,
and Korean programs used the same text (plasma cholesterol), while the
Russian and Spanish programs selected their own (arms control and aircraft
lavatories, respectively). The German program did not have a degree candidate
for simultaneous interpretation into German in this examination session.

The following list provides a breakdown of exam texts by source language:

English SL consecutive general and technical
English SL simultaneous without text

English SL simultaneous with text

French SL consecutive general and technical
French SL simultaneous with and without text
German SL consecutive general and technical
German SL simultaneous with and without text
Total number of texts: 14

NN W =N

2.2 Procedures

The following steps were taken in this text analysis.

1.

A methodology was developed on the basis of Bachman’s test method
facets. The representative nature of the texts and the nature of the texts as
accurate exam documents were considered from a theoretical standpoint.
This discussion includes the determination of factors in text selection,
which may be factors distinguishing the nature of the texts that most likely
remain unchanged through ‘oralization’

Categories were elaborated for the analysis, based upon salient facets of
input. In accordance with the discussion under 1), descriptive criteria were
established for analysis of the data. The ensuing rubric used for analysis is
presented in Section 2.

Texts were retrieved from GSTI files. No texts were on file for the si-
multaneous with text examinations with English as the source language.
Therefore, faculty were requested to provide these texts.

The texts were analyzed in the following order, which is also based upon
individual modes of interpretation:
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a. English: consecutive general, consecutive technical, simultaneous, si-
multaneous with text

b. French: consecutive general, consecutive technical, simultaneous, si-
multaneous with text

c. German: consecutive general, consecutive technical, simultaneous, si-
multaneous with text

5. The results of the analysis were compared by mode of interpretation,
i.e., consecutive general and technical, followed by simultaneous and
simultaneous with text.

2.3 Analysis

231 English source language materials
These data are presented in Tables 8.1 and 8.2.

The length of English source texts varies from 581 words (consecutive
technical) to 4280 words (materials for the simultaneous with text examination
used by the Russian program). The consecutive general text (2239 words, five-
minute exam) is longer than the material used for simultaneous without text
(1836 words, ten-minutes) and longer than the material for simultaneous with
text used by the Chinese, French, Korean, and Japanese programs (1208 words,
ten minutes).

The end of the text material to be used for the examination is marked in
only one instance: the consecutive technical text (entire text of 581 words). In
all other cases, the text material exceeds the amount required for the length of
the examination, if one assumes that the presentation rate was between 100
and 120 words per minute. The text material was therefore cut or adapted
in some way.

A speaker other than the presenter in the examination is indicated in
the text material in four out of six examinations. In the two instances where
no external speaker is indicated (simultaneous with text for Chinese, French,
Japanese, Korean, and simultaneous with text for Spanish), the genre of the text
is not clearly marked as a speech or other form of spoken language material.
No source is indicated for the former example, while the latter text is an article
taken from an airline magazine. The text types for the other examinations also
vary widely, ranging from an interview for consecutive general to a conference
paper for simultaneous with text (Russian).

Similarly, the venue for consecutive general and technical is specified as
Paris or Chicago, respectively. Monterey is listed as a venue for the simulta-
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Table 8.1. Facets of input in English exam texts

Text 1 Text 2 Text 3
Consecutive Consecutive Simultaneous
general technical general
Length 2239 words 581 words 1836 words
End Unmarked Marked Unmarked
marked/unmarked
Speaker Jacques Cousteau, Chicago city official ~ Executive Director of
NPQ Editor Nathan UNEP
Gardels
Venue Paris Chicago ket
Genre Interview Press statement Political speech
Topic/subject matter ~ Population growth,  Environmental Trade and the
environmental protection, urban environment
degradation, global  planning
economy
Concrete/abstract Primarily abstract Abstract and Primarily abstract
information concrete
General/semi- General, e.g., General, e.g., green  General, e.g., United
technical/technical financial derivatives, rooftops, federal air = Nations
vocabulary polar ice shelf, quality standards, Environment
nuclear proliferation, pavements, Programme, WTO
flood plains computer modeling, ministerial,
heat-reduction, economic
reflective roofing, liberalization,
smokestack desertification, soil
emissions, prairie degradation,
grass Biosafety Protocol,
Biodiversity
Convention,
government
procurement
Language functions ~ Informative, Informative Informative
persuasive

neous with text examination for the Russian program. In all other exams, no

specific venue is given.

The subject matter ranges widely and includes the environment, popula-

tion growth, urban planning, the global economy, trade, plasma cholesterol

and coronary heart disease, arms control and nonproliferation, and the design
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Table 8.2. Facets of input in English exam texts — simultaneous with text

Program Text 4 Text 5 Text 6
Chinese/French/ Russian Spanish
Japanese/Korean
Length 1208 words 4280 words + 2989 words +
graphic graphic
End Unmarked Unmarked Unmarked
marked/unmarked
Speaker Al Michael Newlin, Al
Lawyers Alliance for
World Security
Venue e Monterey, CA, USA ¢
Genre e Conference paper Article from Airways
magazine
Topic/subject matter ~ Plasma cholesterol, =~ Nunn-Lugar Design of aircraft
coronary heart Cooperative Threat  lavatories
disease Reduction Program
and Export Controls,
arms control and
nonproliferation
Concrete/abstract Abstract and Primarily abstract Primarily concrete
information concrete
General/semi- Technical, e.g., (Semi-) technical, Technical, e.g., Ford
technical/technical atherosclerotic e.g., Freedom Tri-Motor,
vocabulary vascular disease, Support Act, Environmental
coronary heart dismantlement of Protection Agency,
disease, low-density  strategic nuclear propliners, access
lipoprotein weapons, economic  panel, powdered

Language functions

cholesterol, reference
levels, LDL-binding
receptors, human
arterial wall,
Multiple Risk Factor
Intervention Trial,
polyunsaturated fats

Informative

dislocation, ballistic
missiles, accounting
and disbursing
authority, umbrella
and export control
agreements, dual-use
items, industry
outreach

Informative

crystals, drain port,
lav servicing,
narrow-body
aircraft, mid-cabin,
hydraulic lifting
device, triturator,
release valve,
fuselage,
Airworthiness
Directive, vacuum
blower

Informative
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of aircraft lavatories. The type of information is primarily abstract for consec-
utive general and simultaneous without text, both concrete and abstract for
consecutive technical. The texts used for the simultaneous with text exami-
nations contain both abstract and concrete information. The text used by the
Chinese, French, Japanese, and Korean programs is both abstract and concrete.
The text used by the Russian program is primarily abstract, and the text used
by the Spanish program is primarily concrete.

The vocabulary is primarily general for both consecutive speeches. The ma-
terial used for simultaneous without text also has several specialized terms, e.g.,
the names of conventions and protocols. All three texts used for the simul-
taneous with text examinations contain technical vocabulary; the specialized
terminology in the Russian program text is mainly political in nature. In terms
of language function, all texts are informative in nature. The consecutive general
text also has some characteristics of a persuasive text advocating environmental
protection.

2.3.2  French source language materials

The length of the French source language materials ranges between 475 words
(consecutive general) and 3500 words (simultaneous with text). The end of
the text material to be used in the examination is marked for both consecutive
examinations; for simultaneous, it is not specified.

The original speaker is concurrently the presenter for both consecutive
exams. For the simultaneous interpretation examinations, the authors (and
original presenters) of the speeches are Lionel Jospin (with text) and Corinne
Bensimon (without text). The venue is specified as the French National Assem-
bly for the exam in simultaneous interpretation without text. No other venue
is given for any of the other examinations.

The genre differs widely: magazine articles are used as source language
material for both consecutive speeches. A political speech serves as material
for the simultaneous without text examination; a parliamentary report is used
for simultaneous with text. Similarly, the subject matter varies considerably;
it includes the Euro and cash cards, El Nifo, the war in Kosovo, and cloning
and embryo research. All texts generally contain features of both abstract
and concrete information, except for simultaneous general, which is primarily
abstract. The vocabulary is general for consecutive general and semi-technical
for all other examinations.

Finally, the language function of the texts is primarily informative in all
cases. In addition, the text material for both examinations is persuasive in
nature. See Table 8.3.
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Table 8.3. Facets of input in French exam texts

Text 7 Text 8 Text 9 Text 10
Consecutive ~ Consecutive  Simultaneous Simultaneous
general technical general with text
Length 475 words 646 words 2063 words 3500 words
End Marked Marked Unmarked Unmarked
marked/unmarked
Speaker ket R Lionel Jospin, Corinne Bensimon
French Prime
Minister
Venue X ki French National =~ *****
Assembly
Genre Magazine Magazine Political speech  Parliamentary
article article report
Topic/subject Euro, cash El Nifio War in Kosovo  Bioethics, embryo
matter card research, cloning
Concrete/abstract Abstractand ~ Abstractand ~ Primarily Abstract and
information concrete concrete abstract concrete
General/semi- General, e.g.,  Semi- Semi-technical, = Semi-technical,
technical/technical cartes a puces, technical, e.g., e.g., aléas e.g.
vocabulary buraliste, anomalie météorologiques, spermatozoide,
réseaux climatique, engagements fécondation in
monétique, océanographes, héliportés, vitro, tissu
simulation justice pénale testiculaire, in
numérique, internationale,  utero, procréation
alizés, hémicycle, Haut- assistée, dépistage
sécheresses, commissariat génétique,
oscillation aux réfugiés stimulation
australe ovarienne
Language Informative Informative Informative, Informative,
functions persuasive persuasive

2.3.3

German source language materials

The German-language examination texts range from 508 words (consecutive
technical) to 2180 words in length (simultaneous with text). The end of the
material intended for use in the examinations is marked only in the case of the
consecutive technical text (entire text of 508 words).

The original speakers are indicated for all exam texts with the exception of
consecutive technical (breast cancer), which is the only text that is not political
in nature. The genre of the source material for this examination is unclear,
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Table 8.4. Facets of input in German exam texts

Text 11 Text 12 Text 13 Text 14
Consecutive Consecutive Simultaneous Simultaneous
general technical general with text
Length 1220 words 508 words 1845 words 2180 words
End Unmarked Marked Unmarked Unmarked
marked/unmarked
Speaker Dr. Christine et Dr. Werner Jiirgen Trittin,
Bergmann, Miiller, German  German Federal
German Federal Federal Minister ~ Minister for the
Minister for of Economics Environment, Nature
Family, Seniors, Conservation, and
Women, and Reactor Safety
Youth
Venue Committee on ~ **0* Frankfurt Trade  Leipzig Trade Fair
Women’s Rights Fair Convention = Convention Center
of the European Center
Parliament
Genre Political speech  No source given Political speech  Political speech
Topic/subject Women’s rights ~ Breast cancer German Environmental
matter economy, protection, energy
international policy
trade, trade fair
sector, consumer
goods
Concrete/abstract  Primarily Abstract and Primarily Primarily abstract
information abstract concrete abstract
General/semi- Semi-technical, ~Semi-technical, e.g., General, e.g., Semi-technical, e.g.
technical/technical e.g., deutsche bosartiger Tumor, Aushingeschild, Energieversorgungs-
vocabulary Rats- Friitherken- Schneidewaren-  sicherheit, Braun-
prasidentschaft, nungsuntersuchung, und und Steinkohle,
Gleichstel- Problem- Besteckindustrie, fossile Energietriger,
lungspolitik, Mastopathie, Werkstoffe, Erdwirme, Biomasse,
Forschungs- Brustdriisenverinder- Niedriglohnlidn-  Stickoxid,
und Erhebungs- ung, der, Schwefeldioxid,
design, Mikroverkalkungen, Unternehmens-  Energiewende
zivilrechtlicher  Entartungsrisiko, besteuerung
Schutz, rontgenologische
Rechtssetzung,  Brustuntersuchung,
Daphne- Strahlendosis
Initiative,
STOP-Program
Language Informative Informative Informative, Informative,
functions performative performative
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as no source is provided. Similarly, the venues of the original speeches are
indicated for all exam texts except for consecutive technical. The venues include
the Committee on Women’s Rights of the European Parliament (consecutive
general), the Frankfurt Trade Fair Convention Center (simultaneous without
text), and the Leipzig Trade Fair Convention Center (simultaneous with text).

The subject matter includes women’s rights and breast cancer for the
speeches to be interpreted consecutively. The material covered in the simul-
taneous interpretation examinations includes the German economy, interna-
tional trade, and consumer goods (simultaneous without text) and environ-
mental protection and energy policy (simultaneous with text). The type of
information is primarily abstract, with the exception of consecutive technical,
which deals with breast cancer and also contains some concrete information.
The highest level of vocabulary is semi-technical for all speeches except for
simultaneous general, which is primarily general in nature.

With regard to language function, all speeches are primarily informative;
the speeches used for simultaneous interpretation examinations are delivered
on the occasion of the opening of trade fairs and are thus also performative in
nature. See Table 8.4.

3. Results

3.1 Exam texts for consecutive interpretation

The length of the consecutive texts varies between 475 and 2239 words; the end
of the material to be used for the exam is clearly marked in four out of six
cases. In three out of six cases, there is an original speaker designated in the
exam material. Similarly, the venue where the speech was originally given is
indicated in three out of six cases.

The genre of the consecutive exam texts varies. One political speech,
one press statement, one interview, and two magazine articles are used in
these particular sessions. No source is indicated in one instance, and it is
impossible to determine the origin of the source language material. In terms
of subject matter, there is no clear distinction between general and technical
topics. The general topics deal with the Euro and cash cards, population
growth and the environment, and women’s rights. The technical topics are
El Nifo, environmental protection and urban planning, and breast cancer.
Although there are no clear tendencies in terms of type of information, the
technical texts are more likely to contain abstract information. There are no
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clear differences between general and technical vocabulary used consistently
throughout the exam categories. In terms of language function, all texts are
primarily informative in nature.

3.2 Exam texts for simultaneous interpretation

The length of the simultaneous texts varies between 1208 and 4280 words.
The end of the exam text material is not marked in any text. The speech was
originally delivered by a different speaker in six out of eight cases. Similarly,
the venue was originally a different one from the exam venue in four out of
eight cases.

The genre of the exam material is the text type “speech” in five out of eight
cases. For one exam, the manuscript of a conference paper was used. An article
from a magazine and a parliamentary report were used in two other cases.
In terms of subject matter, there is a clearer distinction between general and
technical material than in the consecutive examinations, with the material for
simultaneous without text commonly on a political topic and the material for
simultaneous with text on a scientific or technical topic. There is, however,
no clear distinction between abstract and concrete information according to
the general, i.e., technical, nature of the texts. Nevertheless, the materials
for simultaneous with text are more likely to contain technical, or semi-
technical, vocabulary. In all cases, the language function of the text is primarily
informative; the French text is also persuasive in nature. The German text is
performative, but in this case as well, the informative function dominates.

4. Discussion

41 Length

In most texts, the amount of material selected for the examination vastly ex-
ceeds the amount required. In one case, approximately 40 minutes of material,
assuming a presentation rate of 100 to 120 words per minute, was selected for a
10-minute examination. Since the end of the text material is not clearly marked
in many cases, it remains unspecified exactly where the presenter stopped in in-
dividual exam sessions within and across language programs. As a result, the
information content may have varied considerably from one exam to the next,
making the examinations difficult to compare. A salient example of how exam
text length can impact student performance is the case of the simultaneous
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with text examination. In the case mentioned above (Russian program source
text), students had 15 minutes to review 4280 words of material. In the Chinese,
French, Japanese, and Korean programs, however, students had 15 minutes to
review approximately one fourth of this amount, or 1208 words.

Even in cases where the same source material is used, evidence suggests that
the exams are fundamentally different in various language programs. Influen-
tial factors include how often the speaker pauses, where the speaker pauses,
and the presentation rate. A particularly pernicious example is the English lan-
guage interview used for consecutive general. It is impossible to know how
individual language programs adapted the text, i.e., whether the question-and-
answer format was maintained, whether the questions were transformed into
indicative text, or whether the questions were simply skipped altogether and
the responses from Jacques Cousteau were adapted and presented as a “speech.”

In addressing the issue of whether English-language exam texts should be
selected centrally for use in all language programs, the main factor for consid-
eration is not whether the same source text material leads to greater similarity
between exams, but rather whether the facets of input are consistently con-
trolled so that the examination material to be presented in the session exhibits
approximately the same level of difficulty (regardless of source language).

Currently, the centralized selection process does not guarantee a greater de-
gree of equity and comparability among exams. It seems doubtful, for example,
whether all programs covered plasma cholesterol as a topic in the same amount
of detail in classes across the language programs. In this case, some students
would have been at a disadvantage. All of these factors taken together point to
the need for the definition and application of a comprehensive framework of
test facets for interpretation.

4.2 Propositional content

The discrepancy between speaker and venue in some examinations leads to
fundamental differences in situational factors. In one case, the examinee must
project the speech and its content to a different venue and time, in which case
inconsistencies in timeline and persona may arise. In the opposite case, the
timeline and voice of the speaker are congruent with the examination situation.
It is also worth noting that this type of discrepancy in particular would not
normally occur in the interpreter’s workplace, where timeline and persona of
the speaker are congruent. This discrepancy is an example of factors that play
a role in situating cognition. Problematic text passages can be edited out of
the examination texts; however, when one considers the extensive length of
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some of the exam texts, it seems unlikely that all texts are consistently edited or
otherwise prepared to eliminate possible discrepancies.

Should only text materials that are developed specifically for training pur-
poses be used in the curriculum and examinations in order to avoid such
discrepancies? The answer to this question is most likely ‘no, since students
need to become familiar with the type of material, the subject matter, termi-
nology, and rhetorical patterns prevalent in the wide range of environments in
which the student could later be employed.

Even on the basis of this initial, exploratory analysis, it becomes apparent
that differences between general and technical subject matter, abstract and
concrete information, and difficulty of terminology are not pronounced when
the consecutive general and technical examination materials are compared.
Distinctions do emerge in the materials used for simultaneous with and
without text, however. In these latter categories, the analysis indicates a greater
degree of concrete information content and technical terminology in the text
material used for simultaneous with text.

Interestingly, these results seem to be in line with those of the jury mem-
ber survey concerning differences between the consecutive and simultaneous
examinations. Fewer than half of the survey participants (13 out of 28 respon-
dents) think that separate examinations in consecutive interpretation covering
general and technical subject material are necessary. In contrast, 21 of the 28
respondents believe that separate examinations in simultaneous interpretation
without text and with text are merited.

4.3 Illocutionary force

In terms of language function, the examination materials are all very similar.
Although the text types range widely, the primary function of the material is to
convey information. Even in those cases where additional language functions,
i.e., performative or persuasive aspects, can be identified, they do not play a
compelling role in determining the nature of the text. It seems that this group
of examiners sees informative texts as the most suitable type of material for
use in examinations. A review of additional exam materials and texts used in
classes could shed light on whether this language function can be regarded as
the standard selection in the GSTI course of studies.
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4.4 Conclusions

Similar to the results of the jury member survey, the results of this analysis
of text materials do not support the validity and reliability of the numerical
scores in the Professional Examinations. This section of the case study pro-
vides additional evidence that collapsing these data to nominal categories was
a wise decision for the statistical analysis. Indeed, these results draw attention
to the number and range of confounding variables that can make statisti-
cal analyses of language interpreting problematic. Improvement of assessment
methods is no doubt required before the hypotheses stated in Part I can be ex-
plored with greater conclusiveness. This study also shows how reliance on one
methodology to study language interpreting may lead to inconclusive results.

It must also be stressed that very few texts were analyzed in this exploratory
section. The analysis does show, however, a range of additional factors — the
facets of input — that have an impact on the “exam situation” and that may
serve as a frame of reference for future studies of exam materials.

An analysis of recordings or transcriptions of actual speeches delivered in
exams would have been preferable to the analysis of these exam materials. In-
deed, more thorough documentation of all facets of examinations is desirable.
This was not possible in this study for a variety of reasons, some of which are
mentioned above (see Section 2.1). Additional reasons include the fact that
there were multiple concurrent exam sessions and that it would have been nec-
essary to make substantial changes to the examination environment to tape or
otherwise record the sessions. It is highly probable that such documentation
procedures would have been regarded as intrusive, in which case they may not
have been welcomed by faculty and students. Such changes in the examination
environment would also entail substantial alterations in exam format and thus
the perceptions of participants for only one session of the five-year period un-
der review. In turn, such factors have an impact on scoring procedures, which
leads to a greater probability of introducing unintended changes in statistical
patterns.






CHAPTER 9

Implications of the case study

The following discussion returns to the individual parts of the case study and
draws conclusions to the primary research questions presented in Section 1 of
Chapter 5.

1. PartI: Translation and interpretation in the GSTI curriculum

In the introduction to this book, the demand for more highly specialized
language professionals was identified as a challenge facing translator and
interpreter education programs. At the same time, the 1999 statistical study
of the International Association of Conference Interpreters (AIIC) indicates
that roughly half (48%) of all members not only interpret but also translate
professionally. On the basis of these data alone, there can be little doubt that
a degree offering a dual specialization is indeed appropriate in the global
marketplace of the language industry.

Nevertheless, the statistical analysis in the case study provides some ev-
idence that the MATT degree track is not optimally designed to achieve the
highest level of competence and a comprehensive skill set in interpretation.
Despite reservations concerning the nature of assessment, it seems that the
MATT track does not prepare students for the Professional Examinations in
conference interpreting as well as the MACI track does.

Some evidence was found suggesting that a more distinct separation of
training in translation and interpretation is warranted in the GSTI model.
Should the GSTT curriculum be adjusted? Consultations between internal and
external stakeholders (see Figure 3.2) would be useful in answering this ques-
tion, as decisions to change the design of the curriculum will necessarily reflect
additional factors, such as employment trends in the language industry. The
career development of alumni with the pertinent degrees should also be taken
into account through career tracking. A further question to address is whether
there is a statistically significant difference between MATT and MAT students in
terms of performance in the translation exams. Despite the need for additional
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information, it stands to reason that, as a bare minimum, more time is required
to consolidate high-level interpretation skills in the MATT degree track.

Nevertheless, based upon the discussion of curriculum and assessment in
Chapters 3 and 4, and the tentative results of the statistical study, a hypothetical
curriculum model is presented in the following chapter. An official curriculum,
it is intended to be a detailed proposal that can serve as a basis for internal and
external discussions and serve as an example of a more efficient, streamlined
and flexible model. No doubt, not all aspects of the model can or will be
implemented.

The Y-track structure is maintained to reflect the fundamental convictions
expressed in the literature on the foundations of language transfer skills (see
Section 4 in Chapter 2). In addition, with the demand for specializations
rising in the language industry, it would seem self-evident that a future
interpreter does not need to complete a full course of study in translation
before beginning to study interpretation. Knowledge of software localization,
project management, computer-aided translation tools, and media translation
is most likely not the sina qua non for a majority of conference interpreters
who also translate. A basic knowledge of these skills, however, has become an
essential component of any full-fledged Master of Arts degree in translation.
From this viewpoint, the sequential curriculum model, in which a translation
degree must precede interpretation instruction, would appear to have become
outdated due to technological innovation.

An additional difference between degree tracks in translation and in inter-
pretation is the extent of specialization necessary in domain-related content.
Increasingly, top-notch translators seem to be specializing in narrower subject
matter areas. This option places them on a better foundation professionally; it
enables them to command higher rates and translate greater volumes of text.
Interpreters, however, do not have this luxury; particularly in the freelance
market, they must often remain generalists who are capable of handling a wide
variety of topics. This enhanced Y-track model is intended to enable students
to attain higher skill levels in their specialization, either translation or interpre-
tation, but also to ensure skill integration by including a minimum number of
translation and interpretation courses in the opposite degree track.

2. Part II: Standardization, authenticity, and professional judgement

In the introduction to this study, the centrality of assessment in educational
programs was a key topic of discussion (see Section 2 in Chapter 1). The issue
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at hand is not whether assessment is or has been particularly poor in interpreter
education programs, but rather the fact that approximately five decades of
theoretical discussion and reflection on the nature of assessment in education
and language learning has received little notice among interpreter educators to
date. The potential for improvement is thus correspondingly vast.

Indeed, the fact that assessment practices in the Graduate School of
Translation and Interpretation were not sufficiently valid and reliable and the
fact that curriculum and assessment were not highly integrated are perhaps the
most compelling reasons why the results of the statistical analysis are not as
conclusive as some readers may have hoped. The lack of reliable ordinal data
dictated the choice of non-directional statistical procedures.

The curriculum literature states explicitly that the foundations of curricu-
lum are rarely grounded in a single approach, whether scientific, humanistic,
managerial, systems, or academic in nature. In the case study of curriculum, it
becomes apparent that the choice of a single narrow methodology would fail to
do justice to the complex nature of human learning. Indeed, the jury member
survey (and analysis of exam materials) brings to the surface of the discussion
some of the factors that drive the hidden curriculum. Examples include faculty
viewpoints concerning the role, purpose, and importance of exams; attitudes
towards fellow faculty, students, and assessment; as well as expectations of stu-
dents in separate degree tracks and the influence of external examiners. The
range of variables dictates a multifaceted, integrated view of assessment and
curriculum within a broad educational context, if the resolution of curriculum
and assessment challenges is to be persuasive and conclusive. This multiplicity
points to the need for both traditional assessment, which attempts to eliminate
subjective factors to the greatest extent possible through standardization (test
method facets), and alternative assessment instruments, which provide greater
range, depth, and authenticity (portfolios).

What conclusions can be drawn from the survey concerning this com-
munity of professional interpreters and educators, particularly in view of the
many years of vast experience and the extraordinary qualitifications of the sur-
vey participants, which is documented through their background information?
Perhaps that in a community of educators who hail from all parts of the globe,
considerable effort is required to arrive at a self-concept as a group that is
more united by similarities than separated by differences. An effort to look
closely at the meaning of “the market” and establish true commonalities and
differences is no doubt required. Otherwise, extreme variations in professional
judgment, educational philosophy, and perceived purposes of assessment and
examinations, whether well founded or not, will continue to perpetuate them-
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selves. Such random fluctuations cannot serve the purpose of achieving greater
exam validity and authenticity. If differences exist, they should be documented,
explained, and, if necessary, justified.

In light of the current state of affairs in interpreter assessment, a more
holistic approach to assessment would seem advisable. A combination of more
highly standardized examinations with clearly elaborated purposes, test facets
and assessment criteria would be a starting point. The inclusion of alterna-
tive forms of assessment (portfolios) can add depth and range to assessment
regimes and foster the more appropriate use of assessment outcomes. Such sug-
gestions are not made lightly; the improvement of existing assessment regimes
is labor- and time-intensive, although it is mandated by the results of the case
study. The integration of alternative forms of assessment into the curriculum
requires substantial revisions of existing courses and syllabi and would un-
doubtedly require several years to successfully implement. Professional devel-
opment among interpreter educators (rater training) would be a prerequisite.
These suggestions are made despite these challenges; the potential to acceler-
ate learning and multiply outcomes is too great. The ramifications of failing to
move forward in this area are discussed in the final chapter of this book.

3. Part III: Exam materials and test method facets

Given the need to pay greater attention to test method facets in test develop-
ment and administration, the sheer number of examinations conducted in the
GSTT is intimidating. The number of texts that must be selected for an indi-
vidual exam session totals 12 for the Professional Examinations alone, which
must then be doubled to provide for an additional exam session in August, and
is in turn complemented by 12 texts for the Qualifying Examinations. The to-
tal number of texts required for Professional and Qualifying Examinations in
translation and interpretation before the elimination of sight translation exam-
inations in 1997 totaled 44 per language program. In view of these numbers,
the fundamental question is whether this volume of exams is feasible, espe-
cially in larger programs, in which hundreds of exams must be scored in the
May session alone.

A reduction in the number of examinations would allow more effort to
be focused on establishing valid and reliable examination procedures. This
preliminary text analysis, coupled with the results of the jury member survey,
indicate that the consecutive general and consecutive technical examinations,
for example, could well be redundant. Similar analyses could be conducted for
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the translation examinations. Without a reduction in the number of exams, it
is also highly unlikely that alternative forms of assessment (portfolios) can be
successfully implemented, as faculty are already working at peak capacity.

A number of measures could also be suggested to streamline the examina-
tion process and at the same time control test method facets. They can be de-
rived from the application of test method facets to interpretation examinations.
Greater uniformity of the test environment, the test rubric, and the facets of
input would make examinations more comparable. Possibilities include clear
procedures and texts for briefings; the use of ‘canned’ input, or videotapes, to
standardize the channel of input in some examinations; the elaboration and
application of consistent criteria for text selection; and rater training in jury
deliberation procedures and scoring. At the same time, inclusion of portfolio
assessment, in which students gather evidence of their performance in campus
conferences and at community events, would serve to heighten the authenticity
of assessment and ensure a comprehensive, holistic approach.

4. Addressing the research questions

In reference to the research questions outlined in the introduction to the case
study (Chapter 5), the results of the case study show that the GSTI curriculum
is not optimally designed. At the same time, additional research is required
to determine whether the role of translation instruction is appropriate in
the interpretation degree tracks. Suggestions for further research have been
made above. The case study also successfully illustrates that curriculum theory
and language testing concepts can be used as a foundation for the discussion
of the situation in the GSTI to provide (partial) answers to the research
questions. Curriculum theory and language testing concepts help inform
decision-making in the local GSTT context, as they serve as useful tools to better
understand and describe the strengths and weaknesses of curriculum and
assessment. They also serve as a framework for the suggestions for curriculum
improvement in the following chapter.

There are multiple reasons to continue and intensify the discussion of
curriculum theory and language testing concepts in interpreter education. As a
basis for a principled discussion, curriculum theory and language testing create
a foundation, a set of commonalities, shared by all language combinations
and degree tracks. Therefore, they help develop a distinct profile for translator
and interpreter education as a distinct discipline in an academic setting.
They serve to strengthen the case that a curriculum model is effective and,
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where weaknesses may lie, provide a basis for developing suggestions for its
improvement. Similarly, the appropriateness, meaningfulness, and usefulness
of testing can be demonstrated.

Finally, it stands to reason that, if curriculum theory and language testing
concepts can serve this purpose in the GSTI, they will serve this purpose
in other local contexts as well. The potential for productive research at the
interface of Interpreting Studies and more traditional areas of scholarly inquiry
into the nature of teaching and learning is promising. Many of the obstacles
to this type of interdisciplinary research (Gile 2000; see also Pochhacker &
Shlesinger 2002:5) are surmountable. Authentic data can be collected with
relative ease and, at least in the United States, a growing number of language
testing specialists are showing an interest in what is for them a new area of
study, making teamwork feasible. Moreover, this area of research addresses
interests that these disciplines share: the nature of learning and teaching, the
ability to identify successful candidates for educational programs, and the
improvement of student and instructor performance in academic settings and,
albeit to a lesser extent, performance in the field (Gile 2000:95).
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Curriculum enhancement
An integrated Y-track model

The following Y-track model is presented as a suggestion for improving
GSTT’s curriculum. These proposals are based upon the ideas developed in
the theoretical discussion of curriculum and assessment and also address
concerns arising in the case study. It is an official curriculum for discussion
purposes and can be refined and implemented only in accordance with the
process described in Figure 3.2 in Chapter 3. Aspects of this model may be
adapted to other curriculum models or used for the implementation of new
programs as needed. The theoretical discussion of curriculum and assessment,
as well as the results of the case study, point to the need to develop a
clearer statement of the aims and purposes of the curriculum, objectives of
degree tracks, and descriptions of competence levels. Assessment practices
need to be more consistent and comprehensive, i.e., provide greater range
and depth. They are related more directly to the curriculum, which reflects
the principles of curriculum as process though effective skill sequencing and
curriculum as interaction through an environment as conducive to learning
as possible. Flexibility and streamlining in the curriculum model depend
critically upon the specification of content in Curriculum Components and
study concentrations so that a specific degree track and areas of specialization
can be selected appropriately and as early as possible.

The Curriculum Components of the integrated Y-track model are pre-
sented as a flow chart in Figures 10.1-10.4. The tables in Appendix C provide an
overview of courses on a semester basis and degree requirements. The figures
in Appendix C show the sequencing of the core curriculum and assessment,
i.e., proficiency testing in specific courses and portfolio review. Expertise levels
are described for each Curriculum Component in Figure 3.3 in Chapter 3.
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1. Aims and goals of the curriculum

The central aim of this curriculum is to impart the professional knowledge
students require to enter the language industry and succeed as multilingual,
multicultural communication specialists. To succeed in the marketplace, prac-
titioners require specialization(s) in translation and/or interpretation in se-
lected areas of subject matter and domain concentration and in a marketable
language combination. This model is grounded in an educational philosophy
based upon the concepts of curriculum as process and curriculum as interaction.
In other words, the core course of study is carefully sequenced to streamline
skill and knowledge acquisition, and the educational environment is designed
to promote incorporation of the student into the professional community
through collegial mentoring and reflective practice. This philosophy therefore
integrates the scientific and humanistic approaches to curriculum based upon
the foundations of educational philosophy (Dewey, constructivism, reflective
practice) and psychology (instructional design, skill sequencing, principles of
expertise).

The aims of this Y-track model reflect the need for greater compe-
tence in both interpretation and translation. Two primary degree tracks,
one in translation and the other in interpretation, are offered so that it is
possible to specialize in one area of study. At the same time, some trans-
lation and some interpretation requirements are maintained in the oppo-
site degree track throughout the curriculum, ensuring that graduates have
a skill foundation in both areas. This model also provides opportunities
to focus on specializations in selected areas of concentration, for exam-
ple legal interpreting, software localization, project management, and re-
search in Translation and Interpreting Studies. Greater flexibility is intro-
duced in the sequencing of curriculum components and language combi-
nations without sacrificing strict sequencing in skill and knowledge acqui-
sition in the core curriculum. Details in this area are discussed in Section
5. Finally, the heightened role of technology in the language industry is re-
flected in the incorporation of computer skills, terminology management,
CAT tools, media translation, and software localization into the curricu-
lum. Domain concentrations in interpretation are possible in meeting plan-
ning and legal, health-care, and community interpreting. The aims and goals
of the curriculum for the Master of Arts in Conference Interpretation are
outlined below.
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Aims of the Master of Arts in Conference Interpretation

Summative assessment through portfolio review:

Ability to conduct oneself as a well-educated professional in the field,
despite limited professional experience, e.g., interaction with colleagues
and clients, contract negotiations, job interviews, awareness of ethical
business practices

Ability to perform successfully as a team member under the guidance of
senior interpreters at conferences on the freelance market

Ability to pass relevant tests in organizations hiring freelance or staff in-
terpreters in the relevant language combination, e.g., European Union,
United Nations, government ministries, and other public-sector institu-
tions and agencies

Ability to work in selected areas of domain concentration, e.g., legal
interpreting, meeting planning, media translation, software localization,
etc.; ability to pursue scholarly research, if desired

Proficiency testing, open to the public, including potential employers and members
of professional associations:

Consecutive interpretation of a ten-minute text on a topic of moderate
difficulty, i.e., representative material from the private market, an interna-
tional organization, government agency or institution

Simultaneous interpretation of a 15-minute text on a topic of moderate
difficulty

Simultaneous interpretation of a 15-minute specialized text, with 15 min-
utes of preparation time and access to relevant resources (dictionaries,
parallel reading, glossaries)

Establishment of professional language ranking, in consultation with re-
sults of summative portfolio assessment

Goals for Curriculum Component IIT (CCIII) in interpretation

Preparation for summative portfolio and proficiency testing; entry into the
profession

Portfolio review by program faculty:

Demonstrate ability to perform as an interpreter in professional settings,
e.g., effective use of time and resources for conference preparation, logis-
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tics and workload management, coordination and cooperation with col-
leagues, effective and constructive self-assessment of performance, ability
to provide constructive peer feedback when required or solicited
Demonstrate exposure to a wide range of topics covered in the private and
institutional markets in the respective language combination(s)
Demonstrate professional knowledge of international organizations and
parliamentary procedure (rules of order), government systems, meeting
planning

Demonstrate knowledge and skills in selected areas of concentration, e.g.,
courts, meeting planning, community interpreting

Demonstrate knowledge in a selected area of Interpreting Studies through
fulfillment of a paper requirement

Proficiency testing in courses:

Consecutive interpretation of a ten-minute text on a topic of moderate
difficulty, i.e., representative material from the private market, an interna-
tional organization, government agency or institution

Simultaneous interpretation of a 15-minute text on a topic of moderate
difficulty

Simultaneous interpretation of a 15-minute specialized text, with 15-
minutes of preparation time and access to relevant resources (dictionaries,
parallel reading, glossaries)

Written translation of a 500-word text in a specialized subject area

Sight translation of a 200-word text in a specialized subject area

Goals for CCII in interpretation

Finalization or revision of degree track decision and language combination;

consideration of target market and corresponding concentrations of study

Portfolio review by program faculty:

Demonstrate ability to interpret material of moderate difficulty on business-
related or otherwise general topics in all three modes of interpretation
(consecutive, simultaneous, liaison)

Demonstrate proficiency in written and sight translation of business and
economic topics

Demonstrate fundamentals of notetaking for consecutive interpretation
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Demonstrate basic understanding of business and economics, and related
text types and terminology

Demonstrate basic knowledge of terminology management

Demonstrate basic familiarity with Translation and Interpretation Studies,
including research topics, methodology, and relationship to professional
practice, through fulfillment of a paper requirement

Demonstrate basic knowledge of business practices relevant to interpreta-
tion, e.g., resumé writing, exposure to the interpreter’s workplace

Proficiency testing in courses:

Consecutive interpretation of a five-minute text on a business-related or
general topic

Simultaneous interpretation of a ten-minute text on a business-related or
general topic

Liaison interpreting for a period of ten minutes on a business-related or
general topic

Written translation of a 300-word text on a topic from business or eco-
nomics

Sight translation of a 150-word text on a topic from business or economics

Goals for CCI

Decision on Curriculum Component to pursue the following semester: trans-

lation or interpretation

Portfolio review by program faculty:

Demonstrate aptitude to produce both spoken and written semi-specialized
texts proficiently in the native and foreign language(s), e.g., media and
press materials; texts on culture, history, political systems; general texts
in future specialization areas, e.g., business and finance, law, information
technology, medicine, environment, etc.

Demonstrate aptitude in interpretation

Demonstrate aptitude in translation

Demonstrate knowledge of text types

Demonstrate knowledge and use of language resources, e.g., dictionaries,
parallel reading, reference works, world wide web, basic computer skills
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Demonstrate basic professional knowledge of the language industry, e.g.,
ethics and professional conduct, structure of the language industry and
related job opportunities

Proficiency testing in courses:

Pass proficiency tests in written and sight translation, consecutive and
simultaneous interpretation

Consecutive interpretation of a three-minute speech on a general topic,
e.g., a current events topic

Simultaneous interpretation of a five-minute speech on a general topic
Written translation of a semi-specialized 250-word text

Sight translation of a 100-word text on a general topic

Entry level requirements

In addition to administrative and other general educational requirements, e.g.,
Bachelor of Arts, TOEFL scores, etc.:

2.

Language proficiency equivalent to Native Educated Proficiency in listen-
ing, speaking, reading, and writing for study in native language (NL);
Full Functional Proficiency in listening, speaking, reading, and writing for
first foreign languages (FL1, future “B” language); Full Functional Pro-
ficiency in listening and reading and General Functional Proficiency in
speaking and writing for second foreign language (FL2, future “C” lan-
guage). Admittance is possible with General Functional Proficiency in FL1
and FL2 with mandatory language enhancement and review in areas re-
quiring Full Functional Proficiency during CCI and CCII. See F 2089 —
01 Standard Guide for Interpretation Services (American Society for Testing
and Materials).

Demonstration of a general awareness of career options in the language
industry

Demonstration of interest and motivation to pursue and reach the aims
and goals laid out in the curriculum

Integrated assessment

The Y-track model is designed to integrate formative and ipsative assessment
into each Curriculum Component and concludes the course of study with a
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series of summative examinations. Through a combination of traditional and
alternative methodologies, i.e., portfolios coupled with proficiency testing, as-
sessment is both comprehensive and holistic. Portfolio seminars are adopted
as a vehicle for both the delivery of instruction and the implementation of
an instrument for summative, formative, and ipsative assessment. Proficiency
testing is conducted in relevant translation and interpretation courses at the
end of each Curriculum Component. The results of proficiency testing in
courses are discussed in the portfolio seminars and integrated into the port-
folios. During the formative assessment sessions at the end of each Curriculum
Component (Formative Assessment I, II, and III), the student’s work is re-
viewed to determine whether the student has met the goals of the relevant
Curriculum Component. He/she is then given a faculty recommendation to
aid in making a decision on how to proceed in his/her course of studies. In
addition, proficiency testing is conducted as part of the summative assessment
regime at the end of the curriculum. In this session, the results of the pro-
ficiency tests and portfolio review are used to ascertain fulfillment of degree
requirements, a language ranking, and the completion of concentrations. The
summative portfolio in CCIII incorporates a thesis requirement. Four areas are
reviewed in all assessment stages: language skills, translation and interpretation
skills, the integration of domain or subject matter knowledge, and knowledge
of the profession. See Table 10.1 for a criterion-based assessment rubric for
pass-fail proficiency testing in all Curriculum Components. This scale may also
be expanded to include additional levels.

3. Curriculum as process

The integrated Y-track model implements the concept of curriculum as process,
i.e., the careful sequencing of knowledge and skill building, through the pro-
gressive completion of individual Curriculum Components. The goals of each
component are described in the previous section. Individual learning objec-
tives are then to be defined in syllabi on the course level. Courses devoted to
the development of translation and interpretation skills, professional knowl-
edge and identity, and domain specializations are offered within the core cur-
riculum. Components are complemented by an expanded curriculum, which
provides a vehicle for language enhancement, area studies, additional courses
in translation, and content courses in individual concentrations. A breakdown
of courses for each Curriculum Component is given in Tables 1-6 in Appendix
C. Course sequencing is shown in Figures 1-7 in Appendix C.
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Table 10.1. A criterion-based assessment rubric for proficiency testing

Assessment constructs
The examinee should demonstrate his/her ability to:

— Interpret with faithfulness to the meaning and intent of the original

Interpret in a manner linguistically appropriate to a given communicative situation
Apply world knowledge and knowledge of subject matter
Perform with resilience under stress and demonstrate acceptable platform skills

Assessment criteria
Criteria fall into three main categories:

— Meaning, e.g. accuracy, omissions, overall coherence

— Language use, e.g. grammar, expression, word choice, terminology, accent, and diction

— Presentation, e.g. pace, voice, non-verbal communication such as posture, eye contact,
and appropriate gestures

Scoring criteria

High pass

Outstanding work: extreme accuracy in meaning, superior command of language, and
highly polished presentation

Pass

Acceptable work: the interpretation is accurate; language use is appropriate; presentation is

convincing; subtle shifts in nuance, minor slips in language use, slightly flawed presentation,

or inconsequential combinations thereof possible

Fail

Unacceptable work: the interpretation does not render the original accurately and convinc-

ingly due to any of the following:

— Meaning has been altered, e.g., failure to convey information or distortion of information

— Language use is incorrect, e.g., faulty grammar, incorrect word choice or terminology,
thick accent

— Presentation is poor and undermines credibility, e.g., long pauses, slow pace, lack of eye
contact, inappropriate non-verbal communication, or extremely shaky or inaudible voice

Curriculum Component I is devoted to developing skills and abilities in
both spoken and written language mediation before the decision is made to
pursue either the translation or interpretation degree track. Even though a
clear distinction between translation and interpretation is made in Curriculum
Component II, students continue to fulfill translation (or interpretation)
requirements in the interpretation (or translation) degree track. Due to the
flexibility and concurrent streamlining of the curriculum model, students
have the option of switching degree tracks after the second semester and still
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completing the requirements for a Master of Arts degree within four semesters.
Examples of the flexibility of the curriculum are given in Section 5.

In terms of subject matter, Curriculum Component I provides broad ex-
posure to a variety of domains and text types in both translation and in-
terpretation on a semi-technical level. Curriculum Component IT introduces
students to translation or interpretation in a specific subject matter area: busi-
ness and economics. This is an appropriate domain through which students
can be introduced to approaches and strategies for acquiring a subject matter
specialization, as a solid foundation in business and economics is required in
almost all areas of the language industry, i.e., both the institutional and private
markets for interpretation.

Curriculum Component IIT gives students the opportunity to select an
individual area of specialization, which is to be developed in a portfolio
seminar. Examples include finance, the environment, telecommunications,
medicine, and law, but no restrictions on areas of specialization apply. Rather,
through the portfolio seminar, students have the possibility of defining their
own areas of specialization based upon demonstrable needs in the language
industry. In translation and interpretation courses for specialized texts, areas
that faculty consider mandatory in a given language combination are covered.

In Curriculum Component III, students also have sufficient time and
credits to build study concentrations and develop complementary skill sets.
Through careful planning in career development and portfolio review, com-
plementary areas can be selected that add both range and depth to a stu-
dent’s professional qualifications. Examples are cited in Section 5. In addition,
concentrations and specializations allow students to prepare themselves more
thoroughly for specific sectors of the language industry and demonstrate to
employers that they have initial exposure in desired fields.

4. Curriculum as interaction

The integrated Y-track model implements the concept of curriculum as inter-
action by providing an educational environment that fosters mentoring rela-
tionships and integration into the professional community. At the same time,
instruction is delivered in formats that situate cognition and learning and foster
reflective practice, in particular through a process-oriented portfolio approach
based upon principles of action research. Instructional formats include port-
folio seminars, practicum, translation and interpretation classes (introductory,
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intermediate and advanced), and seminars, workshops, and lectures devoted to
developing professional knowledge and identity.

Instructional content and assessment are integrated across all courses
within each Curriculum Component through a portfolio seminar. The compi-
lation and review of a comprehensive portfolio are based upon a constructivist
approach to learning in which students pursue self-defined goals through re-
flective practice. The portfolio seminar also fosters a collaborative relationship
between faculty and students in the form of a cognitive apprenticeship. Learn-
ing experiences gained in the interpretation classroom and the practicum are
thus coordinated, focused, and leveraged in pursuit of the curriculum goals.

5. Flexibility and streamlining

The integrated Y-track model is designed to provide both flexibility and
streamlining in the curriculum. A rolling curriculum model allows students to
enter in either the fall or spring semester. If appropriate competence levels are
demonstrated in the entry-level assessment, they may also begin their studies
with Curriculum Component IT or Curriculum Component III. Students with
this type of advanced entry status can complete a minimum of 30 credits
and the corresponding degree requirements and graduate within two to three
semesters.

Greater flexibility is introduced in language combinations, specialization
in translation or interpretation, and domain concentrations. Possible combi-
nations include, for example:

— A Master of Arts in Translation in Spanish (A) and English (B) with
concentrations in legal and health-care interpreting

— A Master of Arts in Translation in English (A), French (C), and Spanish
(C) with concentrations in project management and media translation

— A Master of Arts in Translation with English (A) and Chinese (C) with
concentrations in translation studies, CAT tools, and software localization

— A Master of Arts in Conference Interpretation in German (A) and English
(B) with a concentration in software localization

— A Master of Arts in Conference Interpretation with English (A), Russian
(C), and French (C) with a concentration in meeting planning

— A Master of Arts in Conference Interpretation with Japanese (A) and
English (B) with a concentration in Interpreting Studies
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— A Master of Arts in Conference Interpretation with English (A) and Korean
(B) with concentrations in health-care interpreting and media translation

Component sequencing is also designed to be flexible. Examples include the
following:

— CCI + CCII (Translation) + CCIII (Translation) + CCIII (Translation) —
MAT in three languages with one concentration

— CCI + CCII (Translation) + CCIII (Translation) + CCIII (Translation) —
MAT in two languages with two concentrations

— CCI + CCII (Translation) + CCII (Interpretation) + CCIII (Interpretation)
— MACI in two languages

— CCI + CCII (Interpretation) + CCIII (Interpretation) + CCIII (Interpreta-
tion) — MACI in three languages with one concentration

— Advanced entry: CCII (Translation) + CCIII (Translation) — MAT in two
languages with one concentration

— Advanced entry: CCHI (Translation) + CCIII (Translation) + CCIII
(Translation) — MAT in three languages with three concentrations

— Advanced entry: CCII (Translation) + CCII (Interpretation) + CCIII
(Interpretation) — MACI in three languages

Students and graduates also have the option of adding languages and concen-
trations at any time. Both Master of Arts degrees can also be earned within five
to six semesters of study. Through academic advising, guidance is provided on
the feasibility of goals in such cases.

Special features of this integrated Y-track model include the fact that in-
struction in both translation and interpretation is provided to some extent
in each degree track throughout the curriculum. Curriculum Component I
is designed to focus specifically on language transfer processes without favor-
ing either translation or interpretation. Simultaneous is introduced early in
the curriculum in order to facilitate decision-making when choosing specific
language combinations and degree tracks. Notetaking is taught in a sepa-
rate course in the second semester. The role of sight translation is enhanced
throughout the curriculum. Liaison interpreting is clearly defined and dis-
tinguished from consecutive interpretation. Finally, there is greater focus on
the development of professional knowledge and a professional identity as a
translator and/or interpreter.






Outlook

On the political and ethical consequences
of test validation

But if measurement is science and the use of measurements is applied (polit-
ical) science, the justification and defense of measurement and its validity is
and may always be a rhetorical art. (Messick 1988:43)

Why test validation in interpreting? Why should administrators, instructors,
students, alumni, and employers be interested in gathering validity and re-
liability evidence in their programs? As shown in the case study, gathering
evidence of the validity of interpreting tests is a process of documentation that
provides insight on how programs can be optimized and streamlined. Achiev-
ing greater efficiency in interpreter education programs was described as one
of the challenges facing interpreter educators in the introduction to this vol-
ume. In addition to providing a framework for a review of logistics — the issues
surrounding the organization and allocation of personnel, financial, and mate-
rial resources — validation provides insight in other areas that are related to the
consequences of testing. I discuss three areas pertaining to (a lack of) validity
in the following, proceeding from the specific to the general.! The first con-
cerns individuals wishing to become interpreters — the personal consequences
of test validation. The second concerns institutions offering educational pro-
grams and degrees — institutional consequences. The third concerns the stature
of the profession — professional consequences. These areas are interrelated, over-
lapping categories. From here I discuss reasons why this research on validity
and reliability issues is a useful and necessary contribution to the process of
professionalization in the field of interpreting.

In the area of personal consequences, the ramifications of false outcomes
are complex. We know from test theory that there are not two, but rather four
possible outcomes in any testing scenario: identification of the true master?
and the true non-master, as well as the false master and the false non-master
(Gipps 1994; Nitko 1980; Shepard 1980). Similarly, in predictor tests, the
American Psychological Association distinguishes between a “false positive —
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selecting someone who will subsequently fail” and a “false negative — not
selecting people who would have succeeded” (Standards 1985:11). As a matter-
of-course, the goal of interpreter testing is to distinguish the individuals who
are truly proficient at a specified level from those individuals who are not
proficient, thereby eliminating false positives and false negatives. In the cases
of true non-mastery and in particular true mastery, the individual generally
benefits from these outcomes. Even in the case of true non-mastery, the correct
identification of individuals who should not or are not yet ready to practice a
profession is in the interest of the individuals in question.

In contrast, the ramifications of false (non-)mastery are detrimental to the
individual. In the case of false mastery, the individual is given formal approval
to practice a profession for which he or she is not (yet) qualified, which can
have a negative impact on the individual’s efforts to build a career. In the case
of false non-mastery, the individual must unfairly repeat an examination or, in
a worst-case scenario, is unfairly refused a professional credential in which the
student has made considerable financial and emotional investments. A better
understanding of interpreter testing therefore promotes fairness to students,
who should feel that examinations are ultimately a rite of passage through
which they gain admittance to a fascinating, rewarding profession, rather than
an intimidating, arbitrary, academic exercise that subjects them to the whims
of evaluators. Indeed, final testing is a key step in the process of enculturation
into the community of professional interpreters.

The institutional consequences of a lack of valid and reliable testing are just
as serious and complex as possible personal consequences. Simply stated, false
outcomes reflect poorly on the credibility of an educational institution. At the
most fundamental level, the ability of an institution or school to argue its case,
to defend and promote its programs both internally and externally, has a direct
impact on its ability to survive and prosper. Examples are the ability of an
institution to achieve and maintain accreditation by pertinent bodies and to
secure funding from public and private sources. It stands to reason that schools
of translation and interpretation wish to emerge from their existence in the
shadows of academe, a situation to which I allude in the introduction to this
book. The emergence of a pedagogical foundation grounded in educational
theory would serve interpreter education (and the profession) well in the quest
not only for greater respect and understanding but also academic leverage
and clout.

Regarding matters that are primarily internal to schools, Gipps (1994:174)
describes benefits that arise from sound assessment practices, which include,
among others, equity, dependability, curriculum fidelity, context description,
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and credibility. (1) Equity pertains to the fairness of assessment methods in
the broadest sense. For example, the requirement that a range of indicators
be used in an assessment program ensures that students are offered multiple
opportunities to excel (174). In this case, equity precludes one-shot testing.
Equity also implies consultation with the student in the decision-making
process, but also rigor in decision-making, including the ability to make
decisions that may be against the immediate wishes of the student but in his
or her long-term interest.

The (2) dependability of examinations — in other words, trust in their
resilience as useful and meaningful decision-making tools — is a result of cur-
riculum fidelity, consistency, and comparability (Gipps 1994:174). To assure
(3) curriculum fidelity, the construct, domain, or curriculum must be well
specified, and there must be broad coverage of the curriculum (if not of each
domain) in the assessment (174). Linn (1983) refers to this concept as curric-
ular or instructional validity. The notion implies that the curriculum offering
must enable the learner to reach the curriculum objectives and that the assess-
ment procedures must be useful in determining whether these objectives have
been met.

A means of contributing to curriculum fidelity is through (4) context
description, or by providing detailed information about the educational con-
text so that informed judgments about transferability can be made (Gipps
1994:174). This information can be delineated in statements of exam phi-
losophy, policies, and procedure, in test specifications, and other curriculum
documents. Recommendations for the use of test results provide guidance on
using assessment outcomes for decision-making purposes in other settings. Is-
sues to be addressed include the possibility of a language rating and domain
specification on diplomas and certificates.

(5) Comparability is achieved through consistency of approach to the de-
velopment and use of a range of assessment instruments; instructors require
a common understanding of assessment criteria and must apply the same
scoring procedures (Gipps 1994:174). It seems reasonable to argue that exam-
inations should be comparable within language programs and across language
programs, although divergence is justifiable through documentation. Despite
the range of curriculum offerings — language combinations, domain special-
izations, and length of degree tracks — that is desirable in the community of
schools offering degrees in interpreter education, applicants, students, practi-
tioners, and employers need to be able to compare curriculum outcomes across
schools (see Forstner 1995:XV). There should be transparency for all.
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To achieve a high level of transparency, procedures for developing, ad-
ministering, and scoring tests must be agreed upon and documented in test
specifications, and test takers (students) must understand ahead of time what
will be expected of them in test situations. This task, which cannot be mean-
ingfully accomplished by one researcher or within one program of instruction
alone (Cokely 1984:146), falls squarely on educational institutions. As Arjona
remarked over twenty years ago,

[I]f professional education is the vehicle for such a better way, then it behooves
educators in our field to identify the criteria that differentiate it as a mode
of entry and as a standard-setting mechanism in the profession. Educational
programs must prove both worthwhile and meaningful. In addition, testing
of student performance must, of necessity, be more comprehensive within the
educational framework than testing of performance within the job market.
(1984b:116-117)

For all of these reasons, it is imperative that members of our profession find the
time to delve into the fundamental question of how curriculum and assessment
can be enhanced, despite the pull of professional practice. Arjona adds:

Colleges and universities that offer professional programs must ensure that
the training they offer does, in fact, distinguish the academically trained
practitioner by a level of performance and professionalism that attests to the
existence of a body of knowledge, a basic set of techniques, and deontological
principles that ensure appropriate professional standards for the field.
(1984b:117)

It is therefore my hope that research efforts in numerous schools of translation
and interpretation will lead to the development of extensive sets of documents
on curriculum and assessment that create a scientific basis for the exchange
of information among programs and their comparison. This goal lies in the
interest of all stakeholders involved in interpreter education. Indeed, (6) public
credibility is a benefit of the dependability of curriculum and assessment
outcomes (Gipps 1994:174). As I hope to have convincingly demonstrated,
without efforts to improve curricula and gather evidence of test validation on
an ongoing basis, the usefulness of any training program is open to question.
Indeed, its successes and failures are not measurable. Therefore, its costs may
not be justifiable. And it may even be indefensible from both an ethical and
legal standpoint.

Finally, the professional consequences of (a lack of) validity and reliability in
interpreter testing arise from the personal and institutional consequences, in
particular from those related to public credibility. Evidence-gathering allows
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interpreter educators to interface with all entities who have a stake in the
implementation of the curriculum, including users of interpretation services.
Users of interpretation services are members of the general public; interaction
affords members of the interpreting profession an opportunity to reiterate
fundamental principles of the field of translation and interpretation, including
the merits and strengths of the profession. In sum, evidence-gathering results
in client education and contributes to the professionalization of the language
industry through exchange, collaboration, and documentation.

It is of interest to interpreter educators to note that innovation in ed-
ucation and research is also driven by areas outside of educational settings,
namely those governed by legislation, standards, and business interests. It is
conceivable that those sectors where the public interest is more directly at stake
will push research programs forward more rapidly than schools and programs
within educational institutions (see Sawyer, Butler, Turner, & Stone 2002a,
2002b; Stansfield & Turner 2001). However, administrators of interpreter tests
in the job market inevitably turn to educational institutions, i.e., centers of re-
search and teaching, for guidance in assessment. For this reason, schools of
translation and interpretation, which set implicit standards in the language
industry, need to devote considerable time, energy, and resources to the devel-
opment of explicit standards and thus emerge as genuine leaders in this arena.
Research and training committees in professional associations also have a role
to play, particularly in the fostering of national and international collaboration
and the development of educational standards.

The personal, institutional, and professional consequences of test valida-
tion therefore have a direct impact on processes of professionalization in the
field of language interpreting. Professionalism implies the ability to articulate
to students and clients what constitutes a good or bad interpreting perfor-
mance, and in a broader sense, why professional, high-caliber translation and
interpretation services are mandated in specific situations. Sound education is
based upon sound assessment practices, which in turn entails an ongoing pro-
cess of validation. And if validation is a rhetorical art, it is one at which the
community of interpreter educators should excel.

Over the last forty years, the education of interpreters and the scholarly
study of language interpreting have become academic endeavors, whether in
the research university, professional school, or technical college. It seems un-
likely that educational programs will be relegated to the realm of vocational
training any time in the near future. If this does occur, a reason could be a
burgeoning demand for T&I professionals that outstrips graduate school train-
ing capacity. Indeed, even flexible, agile programs will have difficulty keeping
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up with the quickening pace of the language industry. Other causes could in-
clude an inability to implement reforms due to institutional straightjacketing
or administrators and faculty who have lost touch with the professional world.
Or, more closely related to the exigencies of test validation: a lack of clarity
in expressing the nature and demands of this complex form of professional
education and training.

We should bear in mind that only through the concerted effort of dedi-
cated, motivated and, without doubt, somewhat idealistic interpreter educators
will it be possible to substantially improve the quality of interpreter education
through the processes of test validation. The Graduation School of Translation
and Interpretation at the Monterey Institute of International Studies is cer-
tainly not alone in working towards this goal. The number of CIUTI members
who indicate that curriculum reform is under way is considerable, which is a
healthy sign, as by definition curriculum must evolve continuously.

One final thought in this regard. To return to the words of Bobbit (1971:iii)
that are cited in the introduction to this volume, improving only the details
of educational systems is sometimes insufficient. The evidence presented here
suggests that a review of assessment practices in some interpreter education
programs and, by extension, the curricula of which interpreter examinations
are a part, is in the interest of all curriculum stakeholders. It may well be
that some instructional systems require fundamental changes in plan and/or
purpose. Questions will inevitably surface as to the applicability of Bobbit’s
comment to specific schools and programs. This study shows that the fields of
curriculum theory and language testing can inform such discussions.
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Scoring categories

High Pass:

Pass:

Borderline Fail:

Fail:

Candidate’s interpretation is extremely accurate and shows su-
perior command of syntax, grammar, and lexicon, and the pre-
sentation is outstanding. Should be awarded only occasionally to
exceptionally qualified candidates.

Candidate’s interpretation is accurate, with acceptable, albeit
improvable, syntax, grammar, and word choice and presentation.
Should be considered the norm for passing candidates.
Candidate’s interpretation is unacceptable but not flagrantly
inaccurate, owing either to misunderstanding of the original text
or to serious flaws in syntax, grammar, and word choice, or to
both; in the case of interpretation, the candidate’s presentation
may also have been unacceptable. The implication is that these
shortcomings may be correctable with further study. Should be
awarded to candidates who stand a good chance of passing a
retake in August. Anyone receiving a borderline fail should be
given specific details about what types of errors were made and
what kind of preparation is needed for the retake.

Candidate’s interpretation is flagrantly inaccurate owing to in-
adequate command of the source and/or target language, insuf-
ficient analytical ability, poor presentation or a combination of
all. This score means that the candidate is far from meeting the
standards of the profession and is not likely to attain that level
without extensive work. Any student who receives a failing grade
in two or more qualifying examinations should be strongly ad-
vised not to attempt a retake in August, and should be urged
either to take an additional year to work on language deficiencies
or to consider another career.

Source: GSTI Faculty Handbook, p. 26
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Form A
MONTEREY INSTITUTE OF INTERNATIONAL STUDIES
GRADUATE SCHOOL OF TRANSLATION AND INTERPRETATION
ORAL SIGHT AND INTERPRETATION EXAM EVALUATION FORM
Date: Student Name:
Grader:
TYPE OF EXAM: __ Qualifying __ Sight __ Consecutive ~ __ Simultaneous
___Professional ___Sight ___Consecutive ___ Simultaneous
__General ___Technical
LANGUAGE: INTO
DIRECTION: A-B B-A C-A
Excellent Good Fair Unacceptable | COEF TOTAL
Meaning & | (10-9) (8.9-8.2) (8.1-7.5) (7.4-0) X5=
Clarity
Style (10-9) (8.9-8.2) (8.1-7.5) (7.4-0) X5=
Presentation [ (10-9) (8.9-8.2) (8.1-7.5) (7.4-0) X5=
Grand Total
‘Was the text so difficult that adjustment should be made? ~__Yes ___No
If s0, add 5 points as difficulty adjustment points. +5

High Pass
Pass

Borderline Fail

Fail

= 100-90 points
= 89-75 points
= 74-70 points
= 700 points

Signature of Grader
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Form B

GSTI ORAL EXAMINATION EVALUATION FORM
Date: Student Name or No.:
Grader:
Type of Exam:
Qualifying
Professional Consecutive General

Simultaneous Technical
Language: - A-B B-C C-A
High Pass Pass Borderline Fail Fail Grade
Meaning &
Clarity
Style
Presentation
Final Grade

Was the text so difficult that adjustment should be made?  Yes No

If so, difficulty adjustments points: 5 points

For reference:

High Pass = 100-90

Pass = 89-75

Borderline Fail =  74-70

Tail = 70-0
Remarks:

Signature
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Survey on MIIS’s Profession Examinations in Interpretation

Background:

This survey is part of a research project on the professional examinations in
interpretation at MIIS. The purpose of the survey is to gather data on exam
procedures, assessment objectives, and scoring procedures.

The survey covers the period from May 1994 to August 1999 only. It does
not cover exams after 1999.

The information you provide will make it possible to substantially improve
the examination process at MIIS.

The accuracy and completeness of your answers are crucial to the quality
of this project.

Exam procedures may have varied between programs due to differences
in exam philosophy. Please keep in mind that here are no correct or incorrect
answers; the purpose of the survey is simply to describe the exam procedures
that were in place during this period, not to make value judgments.

Please take a few minutes to complete this questionnaire if you served on
a jury for the professional examinations in interpretation at MIIS at any time
from May 1994 to August 1999. You do not need to have been a jury member
for the entire time period.

Procedure:

If you served as a jury member for more than one language program, please
complete a separate questionnaire for each language.

Please write your name and language program on the envelope I have
provided so that I can track faculty participation. The list of names will be kept
in a file separate from the surveys. After I have determined the return rate and
have made sure that I have no more questions about your responses, the list of
names will be destroyed. No one else will have access to your questionnaire(s).
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I guarantee full anonymity when I report the results. Please do not write
your name on this form.
Your time and effort are much appreciated!

Your Background

A. Please circle the number of years you have worked as an interpreter:
1-5 6-10 11-15 16-20 21-25 26-30 more than 30

B. Please circle the number of years you have taught interpretation:
1-5 6-10 11-15 16-20 21-25 26-30 more than 30

C. Please circle the language program for which you were an exam jury mem-
ber between May 1994 and August 1999. If you were a jury member for
more than one language program, please complete a separate questionnaire
for each language:

Chinese French German Korean Japanese Russian Spanish

D. Please indicate when you served on MIIS interpretation exam juries:

Have you served on juries for interpretation exams at places other than
MIIS?
Yes no

E  Ifyou answered Yes, where were these exams held? Please write the answer
below:

G. If you answered Yes, please indicate the total number of years of your ser-
vice outside MIIS:

H. Have you received any training in testing, for example by taking courses,
participating in workshops, or reading relevant literature?
Yes no

I. If youanswered Yes to question H, please briefly summarize your training:

MIIS Interpretation Exam Procedures from 1994 to 1999

Please reflect briefly on how exams were administered in your language pro-
gram while you were a jury member and answer the following questions. Please
circle the appropriate response.
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1)

2)

3)

4)

Did you or another jury member deliver the examination speeches live or
did you use audio- and/or videotapes? Please circle all responses that apply:
a) For consecutive: live audiotapes videotapes

b) For simultaneous: live audiotapes videotapes

How often did you use audiotapes?

c) For consecutive:  almost always sometimes hardly ever never
d) For simultaneous: almost always sometimes hardly ever never

How often did you use videotapes?

e) For consecutive: almost always sometimes hardly ever never

f) For simultaneous: almost always sometimes hardly ever never

In the consecutive interpretation examinations, how often did your jury
tape your students in groups in the booths and grade students using these

tapes later?

Almost always sometimes hardly ever never

In the simultaneous interpretation examinations, how often did your jury
tape your students in groups in the booths and grade students using these

tapes later?

Almost always sometimes hardly ever never

Were students briefed on the topic before each exam?

Yes no sometimes

If you answered “No” to question 4), please go directly to question 7).

5)

If you answered Yes or Sometimes, did your jury provide any of the follow-

ing information?

Name of speaker almost always
Background of speaker almost always
Venue of speech almost always
Date of speech almost always
Proper names in the speech almost always
Numbers in the speech almost always
Terminology almost always
Context information almost always

sometimes hardly ever
sometimes hardly ever
sometimes hardly ever
sometimes hardly ever
sometimes hardly ever
sometimes hardly ever
sometimes hardly ever
sometimes hardly ever

never N/A
never N/A
never N/A
never N/A
never N/A
never N/A
never N/A
never N/A

If procedures fluctuated so widely that you feel you cannot give a good
answer to any of questions 5a) through 5h), please indicate the letter of the
question(s) about which you have doubts in the following space.
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7) In the consecutive interpretation exams, did your jury subdivide the five-
minute speech into smaller segments?
Yes no

If you answered “No” to question 7), please go directly to question 9).

8) 1If your jury subdivided the consecutive speech, approximately how many
times did the presenter pause to allow the student to interpret during the
five-minute exam?

Once twice threetimes fourtimes fivetimes more
9) In the simultaneous exams, did your jury give the student the opportunity
to warm up in the presence of the jury?

Almost always sometimes never N/A

If you answered “Never” or “N/A” to question 9), please go directly to question

12).

10) If your jury allowed the student to warm up, was the warm-up material
the first part of the exam speech or different material?
First part of speech  different material both

11) If your jury allowed the student to warm up, approximately how many
minutes was the warm-up altogether?

One minute three minutes five minutes seven minutes longer

Purpose of the Exams

12) Please think for a moment about the purpose of the interpretation exam-
inations for students following both the MATT and MACI degree tracks.
The purpose may be related to the course of study, skills levels, and/or
later employment. Using a few key words, please describe the purpose of
the interpretation examinations in the following space:

13) The purpose of the interpretation exams may or may not be the same for
the MATT and MACI degree tracks. In your opinion, is the purpose of the
exams for these two degree tracks primarily the

Same or different? (Please circle one response.)

If you answered the “same” to question 13), please go directly to question 15).
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14) Ifyou circled different in question 13), please describe those differences in
purpose briefly in the following space.

Assessment Criteria

15) Please think for a moment about the assessment criteria for the interpreta-
tion examinations for students following both the MATT and MACI degree
tracks. The assessment criteria for the interpretation exams may or may not
be the same for MATT and MACI students. In your opinion, are the assess-
ment criteria for these two degree tracks primarily the

Same or different? (Please circle one response.)

If you answered “the same” to question 15), please go directly to question 18).

16) If you circled different in question 15), please describe those differences in
assessment criteria briefly in the following space.

17) If you circled different in question 15), do those differences influence how
you score students?

Yes no

General and Technical Speeches, Simultaneous with Text

18) Between 1994 and 1999, MIIS administered interpretation exams for both
general and technical speeches. General and technical exams may or may
not assess the same skills and abilities. Using the following scale, please
indicate the degree to which you believe general and technical exams assess
the same skills and abilities:

A greatdeal some onlyalittle notatall

19) Do you think that these skills and abilities are different enough to merit
separate exams for general and technical speeches?

Yes, separate exams no, one exam I'm not sure.

20) Between 1994 and 1999, MIIS administered interpretation exams for
both simultaneous with text and simultaneous without text. Exams in
simultaneous with and simultaneous without fext may or may not assess
the same skills and abilities. Using the following scale, please indicate the
degree to which you believe simultaneous exams with and without text
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assess the same skills and abilities:
A greatdeal some onlyalittle notatall
21) Do you think that the skills and abilities assessed by exams in simultaneous

without and simultaneous with text are different enough to merit separate
exams?

Yes, separate exams no, one exam ['m not sure.

Criteria for Scoring: A and B Languages, Score Categories

22) When scoring consecutive interpretation exams, jury members may or
may not have the same expectations of students working into their A
languages as students working into their B languages. To what extent do
you personally have the same expectations of A and B language students
in consecutive?

To a greatextent some onlyalittle notatall

23) When scoring simultaneous interpretation exams, jury members may or
may not have the same expectations of students working into their A
languages as students working into their B languages. To what extent do

you personally have the same expectations of A and B language students
in simultaneous?

To a greatextent some onlyalittle notatall

24) In 1997, MIIS adopted the following score categories for interpretation
exams: high pass, pass, borderline fail, fail. To what extent is this scale in
line with your personal approach to scoring?

To a greatextent some onlyalittle notatall

25) If you answered some, only a little or not at all to the preceding question,
please describe briefly how your personal approach differs from this scale:

26) Using a few short phrases, please describe briefly the scoring criteria you
apply to each category:

a) High pass

b) Pass:
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¢) Borderline fail:

d) Fail:

27) The criteria you applied to this scale may or may not have been the same as
the criteria applied by other jury members. In your opinion, to what extent
did jury members in your language combination have the same criteria?

To a great extent some onlyalittle notatall Idon’tknow.

28) From 1994 to 1999, to what extent did jury members in other language
combinations have the same criteria?
To a great extent some onlyalittle notatall Idon’tknow.

29) From 1994 to 1997, MIIS used a 100-point scale for scoring the interpre-
tation exams. In this case as well, the criteria applied to this scale may or
may not have been the same for individual jury members. In your opin-

ion, to what extent did jury members in your language combination have
the same criteria for the 100-point scale?

To a greatextent some onlyalittle notatall Idon’tknow.
30) From 1994 to 1997, to what extent did jury members in other language
combinations have the same criteria for the 100-point scale?

To a greatextent some onlyalittle notatall Idon’tknow.

Jury Conduct

31) When scoring students in the exams, did your jury usually have an open
discussion before you decided on your final score?

Almost always usually sometimes hardly ever
If you answered “hardly ever” to question 31), please proceed directly to question
34).

32) In the cases where open discussions took place, did you do a blind rating
before the discussion?

Almost always  usually sometimes hardly ever

If you answered “hardly ever” to question 32), please proceed directly to question
34).
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33) If you did a blind rating, how often did you change your score after the
discussion?

Almost always usually sometimes hardly ever
34) Do you have external examiners on your jury?

Almost always usually sometimes hardly ever

35) If you answered almost always, usually, or sometimes to question 34), does
the presence of external examiners influence jury discussions?

Almost always  usually sometimes hardly ever

Any Comments?

36) Would you like to make any additional comments about this survey
or about MIIS’s examination procedures for interpretation, including
suggestions for improvement? If you do, please use the space below.

Thanks for your participation!
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Table 1. Course overview for Curriculum Component I

Curriculum Component I — Fundamentals of translation and interpretation
Duration: normally 1 semester

Prerequisites: Entry Assessment

Student status: Introductory

Two languages Three languages
NL + FL1 NL + FL1 + FL2 or
NL + FL2 + FL2

Core curriculum

Portfolio seminar 1 Portfolio seminar 1
Written translation NL<>FL1 4 Written translation NL<>FL1, FL2> NL 6
Sight translation NL<>FL1 2 Sight translation NL<>FL1, FL2> NL 3
Consecutive NL<>FL1 2 Consecutive NL<>FL1, FL2> NL 3
Simultaneous FL>NL1 1 Simultaneous NL<>FL1, FL2>NL 2
T&I Professions 1 T&I Professions 1
Total 11 Total 16
Expanded curriculum

Electives 5

E.g., written and oral language enhancement, area studies (culture, history, politics)

Total 16 Total 16

NL = Native language

FL1 = Foreign language; active language into which student works in all language transfer
modes; future B language

FL2 = Foreign language; passive language out of which student works in all language
transfer modes; future C language
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Table 2. Course overview for Curriculum Component II in translation

Curriculum Component II — Translation

Duration: normally 1 semester

Prerequisites: CCI + Formative Assessment I

Student status: Intermediate

Two languages Three languages

NL + FL1 NL + FL1 + FL2 or
NL + FL2 + FL2

Core curriculum — Economics and business

T&I theory portfolio seminar 1 T&I theory portfolio seminar 1
Written translation 4 Written translation 6
Sight translation 2 Sight translation 3
Liaison interpreting 1 Liaison interpreting 2
Computer-assisted translation 1 Computer-assisted translation 1
Terminology management 1 Terminology management 1
Total 10 Total 14
Expanded curriculum
Electives 6 Electives 2
E.g., language enhancement, concentration studies, area studies
Total 16 Total 16
Table 3. Course overview for Curriculum Component II in interpretation
Curriculum Component II — Interpretation
Duration: normally 1 semester
Prerequisites: CCI + Formative Assessment I
Student status: Intermediate
Two languages Three languages
NL + FL1 NL + FL1 + FL2 or

NL + FL2 + FL2
Core curriculum — Economics and business
T&I theory portfolio seminar 1 T&I theory portfolio seminar 1
Consecutive interpretation 4 Consecutive interpretation 6
Simultaneous interpretation 4 Simultaneous interpretation ~ 4/6
Liaison interpreting 1 Liaison interpreting 1/2
Translation 2 Translation 3
Notetaking 1 Notetaking 1
Total 14 Total 16/19

Expanded curriculum
Electives 2

E.g., language enhancement, concentration studies, terminology management, area studies

Total 16 Total

16
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Table 4. Course overview for Curriculum Component III in translation specialization

Curriculum Component III — Translation specialization
Duration: normally 2 semesters

Prerequisites: CCII (T -or- I) + Formative Assessment II
Student status: Advanced

MAT-2 MAT-3

NL + FL1 or NL + FL1 + FL2 or

NL + FL2 NL + FL2 + FL2

Core curriculum

Specialization portfolio seminar 2 Specialization portfolio seminar 4
Translation of specialized texts 4  Translation of specialized texts 6
Sight translation 2 Sight translation 3
Principles of editing and proofreading 1  Principles of editing and proofreading 2
Translation practicum 2 Translation practicum 2
Software localization 1 Software localization 1
Project management 1 Project management 1
Translation studies seminar 2 Translation studies seminar 2
Total 15 Total 21

Expanded curriculum

Electives 17 Electives 11
E.g., concentration studies, additional specialization seminars, additional translation of
specialized texts, additional practicum, media translation, liaison interpreting, area studies

Total 32 Total 32

Four-semester combinations: MAT-2 + 2 concentrations A+A; A+B; A+C
MAT-3 + 1 concentrations A+A+B; A+B+B;
A+B+C; A+C+C
Students may petition for additional language combinations.
Concentrations: 8 units each (some core curriculum courses count toward concentrations):
Translation Studies, software localization, media translation, literary
translation, CAT and terminology management, project management, etc.
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Table 5. Course overview for Curriculum Component IIT in conference interpretation

Curriculum Component III — Conference interpretation
Duration: normally 2 semesters

Prerequisites: CCII (T -or- I) + Formative Assessment II
Student status: Advanced

Degree candidate status

MACI-2 MACI-3
NL + NL or NL + FL1 + FL2 or
NL + FL1 NL + FL2 + FL2

Core curriculum

Specialization portfolio seminar =~ 2 Specialization portfolio seminar 4
Consecutive interpretation 4 Consecutive interpretation 4/6
Simultaneous interpretation 4 Simultaneous interpretation 4/6
Simultaneous with texts 2 Simultaneous with texts 2/3
Interpretation practicum 4 Interpretation practicum 4
Professional knowledge seminar 2 Professional knowledge seminar 2
Interpretation studies seminar 2 Interpretation studies seminar 2
Total 20 Total 22727

Expanded curriculum

Electives 12 Electives 10/5
E.g., concentration studies, liaison interpreting, court interpreting, written translation,
sight translation, notetaking, additional specialization seminars, practicum, area studies

Total 32 Total 32

Four-semester combinations: MACI-2 + 2 concentrations A-+A; A+B
MACI-3 + 2 concentrations A+B+C; A+C+C
Students may petition for language combinations not listed above.

Concentrations: 8 units each (some core curriculum courses count toward concentrations):

Interpreting Studies, community interpreting, court interpreting,
health-care interpreting, meeting planning, etc.
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Table 6. Degree requirements for the integrated Y-track model

Summative Assessment requirements

Comprehensive Portfolio Review and Professional Exams

Completion of CCI, CCII, CCIII for relevant degree track (see below)

Completion of portfolio seminar III for each language combination

Completion of all translation and/or interpretation courses in CCIII into the language of
study for A and B exams, out of the language of study for C exams

Student is awarded degree candidate status upon admittance to Summative Assessment.

Concentration requirements

Completion of required courses (8 units total), to be determined for individual
concentrations

Comprehensive Portfolio Review

Completion of MAT or MACI degree

Degree requirements

Completion of 60 credits

Core curriculum courses may be completed in three semesters for MAT-2.

Core curriculum courses may be completed in four semesters in MAT-3, MACI-2, and
MACI-3 degrees.

Core curriculum courses may be completed in five semesters for MAT-2 + MACI-2.

MAT: Curriculum Component I
Curriculum Component IT (Translation)
Curriculum Component III (Translation Specialization)
Summative Assessment

MACI: Curriculum Component I
Curriculum Component II (Interpretation)
Curriculum Component III (Conference Interpretation)
Summative Assessment
External applicants may petition for intermediate and advanced candidate status.
Status granted upon successful completion of Formative Assessment I or II,
respectively.
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Formative Assessment I — Portfolio review
Academic counseling and recommendation

Proficiency Profi- Proficiency Proficiency
testing ciency testing testing
testing

Simultaneous
interpretation

Sight
Written trans- Consecutive T&I
translation lation interpretation | [ professions Electives

Figure 1. Curriculum sequence for Curriculum Component I
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Formative Assessment IT — Portfolio review
Academic counseling and recommendation

Proficiency Profi- Profi-
testing ciency ciency
testing testing

Computer-
assisted
translation

Liaison )
interpre- | [Terminology
tation management| | Electives

Figure 2. Curriculum sequence for Curriculum Component II in translation
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Formative Assessment II — Portfolio review
Academic counseling and recommendation

Proficiency Proficiency
testing testing

Trans-

Consecutive Simultaneous
lation | | Electives

interpretation | | interpretation

Figure 3. Curriculum sequence for Curriculum Component II in interpretation
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Formative Assessment I1I — Portfolio review
Academic counseling and recommendation

Transla- Soft-

tion of Sight ware

special- transla- Transla- local-

ized texts | | tionI+1I || tion ization | | Electives

Figure 4. Curriculum sequence for Curriculum Component I1la in translation special-
ization
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Summative Assessment — Comprehensive testing and portfolio review

Proficiency | | Proficiency
testing testing

Translation | | Transla-
Translation | | of special- tion
of special- ized texts studies
ized texts IIT| | III seminar Electives

Figure 5. Curriculum sequence for Curriculum Component IIIb in translation special-
ization
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Formative Assessment III — Portfolio review
Academic counseling and recommendation

Proficiency Proficiency
testing testing

Interpreta- | | Professional
Consecutive | |Simultaneous | | tion knowledge
interpretation | |interpretation | | practicum | |seminar Electives

Figure 6. Curriculum sequence for Curriculum Component Illa in conference inter-
pretation



Appendix C 263

Summative Assessment — Comprehensive testing and portfolio review

Proficiency | | Profi- Profi-
testing ciency ciency
testing testing

Simul- Simul-
Consecutive| | taneous taneous
interpreta- | | interpre-| [ with
tion IT tation IT | | text i Electives

Figure 7. Curriculum sequence for Curriculum Component IIIb in conference inter-
pretation
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