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CONFERENCE INTERPRETING: A COMPLETE COURSE
AND TRAINER’S GUIDE

General introduction

Interpreting is an attractive profession for people of a curious, independent cast of
mind. Bridging cultures and communities, interpreters are rewarded with a rich
and varied experience of humanity in its diversity. Unlike the translator of written
text, the interpreter’s work is fleeting; yet beyond the thrill of mediating live com-
munication, it can also be deeply gratifying when it is done well, leaving a sense
of having truly brought people together across cultures. This takes a complex mix
of ingredients — language, analysis, empathy, knowledge and technical skills — that
for best results should be stirred into expertise by teachers and students working
together: interpreters are both born and made.

The two volumes in this set are not symmetrical (one for students, one for
trainers), nor is the first volume intended for self-study: trying to go through the
exercises alone without the guidance of fully-qualified instructors will make no
sense and will not take the student anywhere near the level of expertise envisaged
for the programme.

Conference interpreting is a social, interactive, contextualized activity per-
formed in very specific conditions and environments. The skillset and judgment
required cannot really be mastered alone, nor even by a transfer of wisdom from
master to apprentice: it requires a partnership in which instructor and student
each have their role. Instructors create realistic and relevant conditions - speeches,
exercises, simulated contexts — in which students learn through practice, with de-
tailed feedback and guidance, plus additional support from theory, language and
knowledge enhancement, voice training and so on, to be able to meet the needs
of real users in real conferences. To make that necessary symbiotic relationship
clear, the first volume - the Complete Course (CC) - deliberately intertwines and
alternates between the student’s and teacher’s roles as we move through the stages
in learning. The process is centred on the student, who should also benefit from
understanding the instructor’s role. As for instructors, extensive additional guid-
ance is provided in a separate volume (the Trainer’s Guide [TG]), but it will be clear
from TG-2! that there is a lot more to their role than merely following the exercises
or methodological suggestions that any textbook, however detailed, may provide.

1. Chapters and sections in either of the two books are cross-referenced with the prefixes CC-
(for the Complete Course) or TG- (for the Trainer’s Guide).
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The level of detail we offer in our recommendations for exercises, class proce-
dure, feedback, practice or testing may give the impression of an over-‘prescriptive’
approach to interpreter training. Certainly we have written these books because
we believe, on the basis of our experience, research and appreciation of the skills
required, and of the reality of the job, that some methods of training are better than
others, and that some structure, a reasoned progression and explicit guidance (and
some key supporting components, like language and knowledge enhancement)
make for better results. At the same time, training must always be student-focused
and needs-based; so these recommendations, however strongly argued for, must
necessarily remain suggestions that instructors and course designers will adapt to
their specific needs, and enrich with their own ideas, practice and methodology.

The focus is on conference interpreting, but the principles and many of the
exercises, particularly in the early chapters, are relevant to interpreting in all modes
and settings. Today there is a steady demand? - and growing, especially in emerging
markets — not only for SI but also for reliable consecutive interpreting for the thou-
sands of meetings held every day in locations where no SI equipment is available.

Throughout both books we have sought to support our training proposals with
both theory, from cognitive science or expertise research, and constant reference to
real-world practice. Trainers and other seasoned professionals will naturally find
much that is familiar, or even obvious and elementary, but perhaps also some new
ideas. Research and ongoing debate on some key points are flagged and briefly
discussed as of the Complete Course, with cross-references to the Trainer’s Guide
(TG) for more in-depth treatment. Conversely, CC-references in the Trainer’s
Guide point the reader to the relevant stage or exercise in the Complete Course.

The indexes and tables of contents should also help readers to find specific
points of interest, and more systematically, exercises, examples or case studies for
each stage in the progression, as well as complete (mini-)syllabi for the various
complementary modules: language and knowledge enhancement (CC/TG-7), the
use of theory both for training (TG-3) and in training (TG-12), professionalism
(CC/TG-10), an introduction to the organization of the profession (CC-11), life-
long and teacher training (TG-14), plans for postgraduate courses (MA and PhD,
TG-12), and last but not least, blueprints for exams (CC-3/TG-4 for admission,
TG-3.4 for in-course testing, TG-11 for the final diploma). Course leaders and
instructors will find the principles of course design and pedagogy summarized in
TG-2 and TG-3, with additional guidance in TG-13 on negotiating the challenges
of creating and running a programme in a host institution.

2. Asreflected in the number of functioning schools: in 2014, AIIC recognized 84 interpreting
schools meeting its basic criteria - i.e. turning out reliable professional conference interpreters —
in 44 countries.
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In the core teaching chapters (CC-4/TG-5 to CC/TG-10), new techniques
and exercises are illustrated with worked examples in various language pairs, with
English as a common thread, and with graphic process diagrams, boxes highlight-
ing key techniques or controversial issues, some discussion of the learning and
teaching challenges of the new skill, and (especially in TG) a review of relevant
literature. Detailed guidelines on how to study and practise independently or in
groups outside class — an indispensable part of the training — are provided to stu-
dents in an Appendix to CC-5.

We hope that researchers, instructors and students will all find these volumes
a rich but also an original resource: while the programme we describe builds on
the ‘standard model’ of training that has successfully turned out generations of
professionals, we also propose some adaptations and improvements to meet the
changing profile of conference interpreting.

Training interpreters: tradition and innovation

In an age where ‘evidence-based’ is a buzzword, we need to explain the basis for our
recommendations. Interpreting is a complex activity, and interpreter training still
more so. As is often repeated in the literature, comparative empirical evaluation of
the effectiveness of different training methods is complicated by practical difficul-
ties such as tiny samples, high individual variability and the elusive and ephemeral
nature of live performance data, not to mention the lack of statistics on student
outcomes. We must therefore still rely largely on experience,® supplemented with
what we know from research on language, cognition, human communication,
education or sociology.

Despite the lack of published data, we do know that since the 1950s and 1960s
a few well-known (‘leading’) schools have been largely successful in training op-
erational conference interpreters for work at the highest levels, applying a ‘stand-
ard’ apprenticeship-based training model - also promoted by the International
Association of Conference Interpreters (AIIC*) — of which one version has been

3. In the authors’ case, a combined total of nearly sixty years as interpreters and as trainers,
administrators and researchers in various programmes in Europe and Asia. Many exercises
and teaching methods were developed, piloted or implemented in conference interpreting pro-
grammes in Taipei in the 1990s (GITIS, Fujen University), in Beijing in the early 2000s (BFSU),
then in Shanghai, as taught from 2003-2011 (SISU-GIIT), as well as Geneva (FTL, formerly ETT)
and Paris (ESIT and ISIT).

4. International Association of Conference Interpreters, known by its French acronym ‘AIIC”:
http://aiic.net. (See CC-2, Appendix.)
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described in the best-known manual published to date (Seleskovitch and Lederer
1989/2002).°

Our own scheme is also in line with AIIC recommendations, but aims to ‘stand
on the shoulders’ of past generations of trainers to update and adapt the standard
paradigm to the realities of interpreting in the 21st century, including its emerg-
ing markets. In most respects we have followed established practice, in some ways
even ‘more so, but with some adjustments and innovations, notably in the areas of
teaching style, assessment and testing, and support with language and knowledge
enhancement, in pursuit of fairer yet more efficient and realistic interpreter training.

Progression and incremental realism

One of the cornerstones of the standard training model has been a progressive
and constructive curriculum that takes students from exercises in active listening
and analysis, then through consecutive interpreting with notes, and some sight
translation, before moving on to SI, learning each new skill first into the native (A)
language and only then into the second (learned, ‘B’) language.

We still find this progressive approach, as intuitively followed by early trainers,
to be pedagogically highly persuasive. Our readings in cognitive science suggest
that it largely reflects the incremental challenges of these tasks — for example,
practising interpreting a speech or text in two stages, as in consecutive and sight
translation, for at least a while before trying to do everything simultaneously, as
in SI — and we have therefore articulated it in still more detail than in past train-
ing blueprints, identifying four stages in the mastery of each skill — Initiation
(Discovery), Coordination, Experimentation (reflecting individual student vari-
ability) and Consolidation - with some limited flexibility allowed for students
advancing at different speeds (see TG-3 for discussion and rationale).

Authenticity of tasks and materials is another traditional concern. To reconcile
this with progression in difficulty and keep things fun and stimulating, we apply a
principle of incremental realism: instead of doing artificial drills that are theorized
to be cognitive components of the full interpreting task — an idea that some have
toyed with in the training debate — we ensure that each exercise from the very start
contains something of the communicative goal that is the essence of interpreting,
gradually adding new challenges in terms of (i) the communicative characteristics
of the input (from natural to formal, recited speech, for example), (ii) the techniques

5. 'The Ecole supérieure d'interprétation et de traduction (ESIT) in Paris is the home of the
‘theory of sense’ or ‘interpretive theory of translation’ (ITT), which we refer to at several points
throughout these books.
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required to deal with them, and (iii) the expectations for the quality and clarity of
the product. Performance objectives are spelled out at each stage. In contrast to lan-
guage learning, this means that input materials do not necessarily progress linearly
in terms of ‘linguistic’ difficulty or subject matter, but are chosen to encourage and
develop a particular type of cognitive processing at each stage. A tentative typology
of speech difficulty on four parameters, with indications of appropriate speech and
text types for each stage, is provided in an Appendix to TG-2.

We adopt a ‘components” approach mainly at a descriptive level, in the postulate
that overall interpreting expertise can be seen as a successful integration of four
competencies - Language, Knowledge, Skills and Professionalism (‘LKSP’, CC-2.4).
Each is either enhanced (L, K) or acquired through the course (S, P), and thereafter
consolidated through life, but these four must be fully integrated to achieve overall,
operational interpreting expertise that will continue to mature with practice. Some
components - such as language proficiency, specific domain knowledge, or the more
mechanical aspects of note-taking — can be focused on separately to some extent,
but these are the exceptions to the general rule of incremental realism.

Full realism: going the last mile

Our second extension of the Standard Model involves a commitment to full realism,
aiming to bring students in contact with all the realities of professional interpreting,
including several weeks of ‘last-mile” training to deal with the most challenging
conditions that graduates will face on today’s market: fast, dense, formal and recited
input, foreign accents and presentations that mix speech, text and slides (CC/TG-9).

Unfortunately, due to the pressures of time, money and the need for many
speakers to use non-native languages, we don’t always have the luxury of interpret-
ing for people expressing themselves transparently and clearly in live, interactive
discussion, but are often faced with speech that is rushed, informationally dense
(read out from text), or otherwise opaque, stilted or uncommunicative. As interpret-
ers have become increasingly taken for granted and invisible over the years (moving
out of the meeting room to the SI booth and now to remote interpreting), it has
become virtually impossible to refuse such tasks, even on quality assurance grounds.

While it remains true that coherent and meaningful interpretation is never
possible without focusing primarily on the sense, conference interpreters must
be fully prepared to deal with speeches that are either delivered so fast that the
message can only be rendered comprehensibly by (meaning-preserving) compres-
sion, and/or are replete with formulas and jargon for which set equivalents are
expected, or numbers and names to be accurately reproduced (i.e. a high ‘transcod-
ing’ factor); or are produced from written text whose linguistic structure requires
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complete reformulation to be delivered in comfortable, idiomatic form to an audi-
ence listening in another language.

To respond to these challenges, interpreters must complement their basic lis-
tening, analysing and speaking abilities with a suite of additional competencies:
linguistic readiness, or the instant availability of ready phrases, both to keep up and
because set equivalents are often expected; the ability to stay close to the speaker
in SI temporally, not to overload short-term memory, but not linguistically, to stay
idiomatic or even comprehensible, especially from written text — in contrast to the
flexible lag and spontaneous formulation that is possible when following a natural,
spontaneous exchange; and (c) the ability to compress the text while preserving
meaning, often the only way of coping with very fast speeches.

In our pedagogy, two strands correspond to these contrasting techniques as of
the first steps in SI training. Alongside spontaneous and natural speeches that allow
for a more elastic lag and freedom of style, more or less static or drip-fed text-based
exercises are introduced towards the end of the first year (CC-7) alongside freer
sight translation, leading into gradually accelerating ‘chunking-and-joining’ in SI-
Initiation (CC/TG-8.2), preparing for the relatively rigid and formal material of
institutional discourse and presentations from text (SI-Consolidation and Reality).

Finally, since all these techniques are vastly facilitated by familiarity with the
subject matter (and sometimes impossible without it), we prescribe intensive study
and practice on materials typical of the main target market(s) as soon as basic SI
technique is in place (CC/TG-8.5), along with training in document management
and conference preparation.

‘Bi-active’ SI

Another update is the mainstreaming of ‘bi-active’ simultaneous interpreting, i.e.
into the B as well as the A language, long since standard in emerging markets, to
meet the increasing demand for this capability worldwide (overwhelmingly with
English B). SIinto a non-native language is obviously more challenging cognitively
and linguistically. To preserve the pedagogical progression (B into A before A into
B), but still provide sufficient hours of training and practice into B, two adjust-
ments to the standard curriculum are needed: extra class hours for into-B training,
and significantly more language enhancement (LE) support than is traditionally
provided in leading schools, both in dedicated LE classes and in classroom feed-
back into B. CC-7 describes exercises and guidelines for Language Enhancement,
both within the course and for independent study and practice, and additional
knowledge modules required for key domains in conference interpreting (Law,
Economics, Parliamentary Procedure etc.) or other specializations.
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Teaching professionalism

Another component of training that needs reinforcing is Professionalism, with
three interacting facets — craft, ethics and service — that interact to ensure trust and
quality in the interpreter-client relationship (CC-10). To take an obvious example,
the near-impossible conditions described above are best mitigated or pre-empted
in advance (as with climate change), to avoid having to adapt to them, by com-
municating better with our clients upstream. With growing pressure on young
beginners to accept makeshift or unreasonable terms and conditions, students need
a fuller and more detailed introduction to proper working conditions, ethics, role
norms and conventions, dealing with (and educating) clients, and the organization
of the profession, than has traditionally been provided in schools. This prepara-
tion should be consolidated in practice visits to organizations with work in ‘dumb
booths’, and followed up after graduation with support and mentoring.

Under the general heading of professional ethics, norms relating to the inter-
preter’s role are known to vary widely in the more diverse and less professionalized
settings of community interpreting. However, we have found that such norms vary
even among conference interpreters on different markets. The conference inter-
preting skillset — full consecutive and SI - has long been in demand well beyond
the multilateral intergovernmental organizations, notably in settings like bilateral
diplomacy and high-stakes business, where the full neutrality of the interpreter
(and some more secondary conventions and conditions) is often neither expected
nor taken for granted.

In short, while there are no defensible grounds for diluting the oath of confi-
dentiality, and no revolutionary leap in human cognition has occurred to change
the optimal and minimal conditions for quality interpreting, principles like neu-
trality, loyalty and fidelity are not as clear-cut nor as easy to apply in practice as
these iconic words suggest, and need to be better understood in the light of the
diversity of practice if we are to preserve their ethical core in the real modern
world. After observing some clear differences of perspective between cultures and
markets, we have therefore had to settle for presenting both sides of an apparent
divergence in the contemporary self-image of the profession - frankly unresolved
here — between those who believe that we should always strive towards and never
relinquish interpreter neutrality as a goal, and those who hold that (full) neutrality
is either not possible or cannot be required of interpreters in some settings and
situations (CC/TG-10.3).

In terms of ‘business/service’ professionalism, practical information that fu-
ture graduates will need about market organization, getting work and key relation-
ships as they embark on their career (CC-11) is the substance of a final-semester
‘Introduction to Professional Practice’ module.
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CHAPTER 1

Introduction to the Trainer’s Guide

This volume is intended as a companion to Conference Interpreting: a Complete
Course (BTL 120) and is predominantly aimed at instructors but also course de-
signers and leaders, as well as researchers. While seasoned trainers will understand
the background to what is discussed in each chapter, much of the content refers
specifically to exercises and activities described in the Complete Course (CC) and
is thus cross-referenced throughout to the relevant CC chapters and sections.

We begin this volume with an overview in two chapters of optimal (in our
opinion) teaching methods and arrangements, starting in TG-2 with the attributes
of a good instructor. One such attribute is the ability to put oneself in the novice’s
place, often a challenge for the seasoned professional trainer. Student morale is
briefly discussed as a key factor in successful outcomes, followed by sections on
class design and classroom practice.

One complaint sometimes voiced by interpreting students over the years is that
they do not get enough practical guidance, but mostly receive just very generic,
holistic feedback on their performances, with an accompanying pep-talk, leaving
it to them to intuit how to actually do the job better. This is related to a somewhat
harsh criticism that has been levelled at the ‘best’ interpreter training schools by
sceptics who suggest that such schools do not actually teach but just select the
best ‘naturals’ who would have succeeded anyway, so that maintaining very strict
admission standards is all they need to do to keep up their reputation for produc-
ing the best graduates.

How can we improve the ‘value-added’ of interpreter training (real and per-
ceived)? While it is often hard to find the balance in teaching between confident
prescription and modest suggestion, our experience is that we can put enough trust
in students’ strong motivation to justify a more systematic, hands-on and explicit
pedagogy, rather than the coy or distant style sometimes traditionally adopted -
for example, confined to letting slip a few clues about a note-taking method, or
abstaining from any linguistic suggestions. Students with real aptitude for inter-
preting are highly individual and will adapt any techniques we offer them to their
own personalities and knowledge bases.

In Consecutive, this means giving a more explicit presentation of the note-
taking method; in SI, a more explicit focus on details of local SI technique; and
in terms of the necessary domain knowledge, once skills are in place, working
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intensively with authentic materials from the target market(s) (the UN or EU, for
example), and insisting on familiarization with the relevant subject matter, style
and jargon.

Although this approach is admittedly labour-intensive and demanding for in-
structors, we believe they can and should provide all-round teaching that combines
explanation, rich feedback on students’ performances, and personal demonstration.

In terms of explanation, we encourage the use of anything that works - given
the lack of confirmed scientific knowledge about the interpreting process — from
evocative images and metaphors (like Seleskovitch’s ‘currant bur’) to any facts
or more structured models that are available (like Gile’s ‘Effort Models’), but in
measured doses, and always checking that students are making the connection
with their own experience.

In feedback on student performances (the core of teaching), instructors should
be able to offer not just corrections and generic advice, but regular, detailed and
individualized ‘3D’ feedback that goes from observation to diagnosis (teasing out
problem causes), then treatment in the form of both detailed recommendations
for exercises to be done alone and in group practice outside class, with appropriate
texts provided, and sometimes also ‘hands-on’ coaching of the student through
selected difficult passages (if necessary with interruptions, for certain kinds of
problem) on the principles of ‘deliberate practice’ that have been shown to build
expert performance (TG-2.6.2).

In addition to explanations and feedback, an instructor in interpreting skills
should be able to offer a model of performance to students by demonstrating the
skills being taught, and be open to commentary and discussion.

In terms of class size, organization, and the need for frequent and focused
group practice, we confirm standard recommendations and offer detailed blue-
prints for classroom procedure.

TG-3 (Curriculum and Progression) completes the pedagogical framework with an
evaluation of the traditional or ‘standard’ training paradigm, and of proposals in
the literature that aim to establish interpreter education on a more scientific foot-
ing. On the basis of our own analysis of the interpreting task, we review various
component-skills approaches and conclude that while some supporting skills such
as language, domain knowledge, and some mechanical aspects of note-taking (like
abbreviation or number conversion) can be taught alongside and independently
of semi-realistic, contextualized exercises, these are the exception to a dominant
principle of incremental realism. This rationale underlies our preferred curricu-
lum design as a progression from consecutive and sight translation to SI, and
from into-A to into-B training (though with significant overlap in both cases),
through four or five stages in the acquisition of each skill (Initiation, Coordination,
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Experimentation, Consolidation/ Polishing and ‘Reality’). To check students’ readi-
ness for SI training, testing at the midpoint of the course is recommended (or a
continuous-assessment option, as required by local regulations), and other forms
of in-course assessment (peer, portfolios, journals) are briefly discussed.

The chapter closes with a summary of our proposals for updating and rein-
forcing the existing apprenticeship model, but without ‘fixing what isn’t broken’.

TG-4 (Selection and Admission) discusses procedures for the entrance examina-
tion, and is the first of a series of chapters that mirror the Complete Course, but
now from the instructor’s viewpoint, with specific pedagogical tips for each stage,
module and exercise (CC-4/TG-5 to CC/TG-9), and in some cases additional ex-
amples and somewhat more technical background discussion and references to
the research literature, often in the final section.

Professionalism: the devil is in the detail

In the area of Professionalism and Ethics (CC/TG-10), alongside universal values
there may be some variation in dominant norms between market sectors (private,
I0) and regions, notably as regards the interpreter’s role. For training purposes, the
best trade-oft between description and prescription seems to be to make students
aware of some fundamental principles to uphold at all costs (competence, integrity,
confidentiality, as described in CC-10), and in the more complex areas of neutrality
and fidelity especially, to present real-life case studies and suggest realistic solu-
tions — which may in some cases include refusing an assignment. To support such
discussions, we have theorized a distinction between the fully neutral (as at the
UN or EU) and the ‘affiliated’ interpreter (as for example in diplomacy); and to
clarify choices in terms of fidelity, a continuum of possible ‘optimization’ of com-
munication, on which the interpreter must position herself somewhere between
the extremes of cautious quasi-literalism and active mediation, stopping short, in
the default case, of outright arbitration and advocacy. Case studies and examples
from literature and practice are provided to support classroom discussion.

Revisiting testing and certification
Another traditional doctrine of the standard interpreter training model is the need
for strict selection and testing, at admission and in some regimes, at the midpoint

of the course (before beginning SI), to avoid frustration and wasted effort when
students do not have the requisite knowledge base or language proficiency, and
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of course at graduation, for legitimate reasons of professional gatekeeping and
responsibility to clients, since final exams at interpreting are de facto tantamount
to professional certification.

However, current practice still results either in unacceptably high attrition and
dropout rates, in some schools, or lax standards in others, while testing procedures
are not always demonstrably valid and reliable or seen to be fair. Schools do not
publish their admission or pass rates, which are known to be low compared to
other vocational training - as indeed they are at EU or UN accreditation tests, al-
though here too clear statistics on the success rate of graduates of leading schools,
as distinct from ‘all comers, are hard to come by.

Current flaws in testing are partly attributable to institutional pressures or con-
straints (TG-13), but more could be done to apply best practices in performance
assessment and develop more valid and reliable testing — especially for the final
credentialling diploma - even with trade-offs for feasibility in schools in present
conditions. We explore the long-term potential for developing performance stand-
ards to centralize conference interpreter credentialling, ideally with comparable
rigour to the US FCICE exam for court interpreters, but with a less rigid system of
scoring that is more appropriate to the fidelity norms of conference interpreting,
which allow some ‘optimization’ of communication.

The testing regime we propose is described in several stages, but must be
seen as a coherent whole: CC/TG-4 describes a complete procedure for admission
testing; in-course assessment, including a possible Midpoint Exam, is covered in
TG-3 in the framework of the curriculum. In TG-11 we review the current state
of interpreter testing and make our own recommendations, based on accepted
standards of criterion-referenced testing, for designing and conducting a valid and
reliable final qualifying or diploma examination - the acid test of the credibility
of any professional course - that can also serve as the main credentialling test for
access to the profession.

To reduce attrition and waste and preserve the interests of all stakeholders -
i.e. high standards, for future users of the service and the reputation of the school
and the profession, and fair outcomes for students — we propose various mecha-
nisms, including a streaming system to allow students to switch to another pro-
gramme (typically, a different specialization in translation studies, and delinking
the Professional Examination in Conference Interpreting (PECI), or ‘Diploma’ for
professional certification from a (differently-labelled) academic MA that might be
earned through coursework and continuous assessment. Some other options for a
future, centrally-administered certifying exam are also discussed.

Finally, students deserve full transparency as to the standards, criteria and
expectations by which they will be assessed and tested as explained above.
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Theory and research

Theory and research (TG-12) must underpin any structured pedagogical project,
and have long been recognized as a necessary ingredient in T&I training. The qual-
ity of interpreter training can only improve when instructors have internalized - on
top of personal skills and experience - some shared understanding, informed by
a study of cognition, communication, language, translation and skills teaching, of
the incremental challenges of each stage and the successive objectives of the course.

In actual teaching, however, ‘theory’ must be used sparingly and selectively.
We make an important distinction between theory to help instructors to get a
fuller grasp of the issues and challenges and thus enrich their teaching, theoreti-
cal background provided in a dedicated Theory class, and the appropriate use of
theory and models to accompany classroom skills teaching.

For students, the Theory module recommended by AIIC is best taught as the
first half of a Theory and Practice track that explicitly links ‘theory’ (such as known
facts about the limits and potential of memory, attention or lexical availability)
with practical issues such as working conditions, fidelity or the interpreter’s role.
Each teaching chapter closes with some relevant background science and review
of literature, with our own analysis of the tasks and challenges based on previous
research,! updated with our ongoing efforts to collate clues from the study of cog-
nition, language and its use, psychology, or user reception and expectations, with
our own training experience.

This chapter also surveys some of the main sources of useful theory for in-
terpreting, and in particular, asserts the value of having a general framework ac-
count of human communication and cognition to anchor our understanding of
interpreting. Relevance Theory (Sperber and Wilson 1986/1995) meets this need
to our satisfaction, illuminating the process by which we (all human verbal com-
municators) ‘mind-read’ a speaker’s intended meanings by combining linguistic
decoding with inference in context, and metarepresent them for re-expression. The
Principle of Relevance (to a listener), defined as a trade-oft between the cognitive
effects that s/he can derive from an utterance and the effort s/he needs to derive
them, gives us a basis for the traditional assessment of interpreting quality as an
optimal composite of fidelity to the speaker and accessibility (intelligibility, even
comfort) for the user.

Other theoretical innovations submitted for the reader’s consideration in-
clude the continuum of optimization (or mediation) — from just coping to get the
basic message through to confident outright advocacy - and a related three-way

1. See in particular Setton (1999).
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characterization of interpreting norms as ‘constrained’ vs. ‘default’ vs. ‘optimized’,
with some approximate correlation to settings: more constrained, cautious or lit-
eral for adversarial settings such as some legal and diplomatic interpreting, more
‘optimized’ in consecutive and especially community settings where there are large
cultural or cognitive gaps to bridge (CC-5.8.4 and TG-10.4).

The chapter also sets out model syllabi for a Theory class for interpreting stu-
dents, as well as possible topics and requirements for an MA thesis (compulsory
in some schools, since conference interpreters are trained at postgraduate level),
and an outline syllabus for a PhD in Translation Studies with a specialization in
interpreting.

TG-13 addresses institutional and administrative issues. Interpreter training pro-
grammes have always been somewhat fragile — perhaps more so today with the
pressure from English-as-lingua-franca (ELF) and budget austerity. Setting up and
maintaining a viable, quality programme may face various challenges. Experience
shows that the institutional host environment - typically, a university, though we
also discuss the pros and cons of private-sector training — may either support or
constrain course leaders in their efforts to train excellent interpreters, depending
on how well the rules and regulations in place can accommodate this somewhat
esoteric activity. Workarounds and variations on course design are discussed to
secure a programme that combines fairness and quality in training with results
that are relevant to market needs. Among the key prerequisites are effective part-
nerships with all stakeholders, from the host institution to the wider interpreting
profession and the students’ future employers. We add some additional key fac-
tors for success to the AIIC guidelines: a strategic location near a vibrant market,
a good working partnership with the host institution, and close contact with (and
oversight by) the profession.

TG-14 addresses needs for further (refresher and upgrade) training, and the
training of trainers. Training conference interpreters to face today’s market from
‘scratch’ (an undergraduate degree) in less than 18-24 months is unrealistic in our
view, but short and specialized modules can meet some complementary needs for
partial or lifelong training, such as upgrading, activating or refreshing language,
knowledge or skills, both in professionals and partially-trained working interpret-
ers (cf. CC-2.5). In community, healthcare or conflict settings, scarce resources
may make short, intensive training better than nothing at all, but here the diversity
of situations justifies a greater focus on role-playing and practica, with discussions
and debriefing on ethical and role issues. Some examples of existing courses in
these different categories are given, with evaluation and discussion. Last but not
least, content and methods for the training of trainers are addressed with a model
syllabus.

printed on 2/10/2023 12:43 PMvia . All use subject to https://ww.ebsco.conlterns-of-use



EBSCOhost -

Trainer’s Guide Chapter 1. Introduction

In a short concluding chapter (TG-15) we review the present status of (human)
interpreting and discuss the challenges (or benefits) of technology, the rise of
English as lingua franca (ELF), the increased demand for ‘multiskilled’ interpreters,
and the likely implications of these and other changes in the interpreter’s profile
for training in the future.

With the triumphant spread of English, and technology again promising auto-
matic translation any time soon, many are questioning the future role of interpret-
ers. It is not an easy call. But if language is what makes us human, it is diversity
of language. Most humans are multilingual,? but each of us experiences life and
communicates this experience most richly in his or her native tongue. Demand
for good interpreters is still strong. As long as it can be met, there will always be
a use for a service that lets people of different nations and cultures exchange their
concerns and aspirations on any topic in the full range of nuance and register avail-
able to them in their native languages, alongside taking care of everyday business
in a simplified lingua franca. This kind of understanding needs interpreters who
can read minds through faces and voices as well as words, something that machines
may take a while to master.

Modern conference interpreting was born with multilateralism, an innova-
tion aimed at keeping the peace, and the powers whose cultures it linked, at least,
have not since been at war. At least one major international player, the European
Union, has already recognized the value of defending multilingualism.? Certainly,
there are signs of a roll-back from the multilateralism of the last century to more
bilateral patterns of communication and negotiation; but helping people talk to
each other through their respective native languages, within and across societies,
can only be a positive and culturally enriching force.

2. Tucker (1999:1).

3. As of August 2011, the record number of languages handled in a meeting at the European
Union was 29 x 29 = 812 combinations (Brian Fox, European Commission, p.c.).
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CHAPTER 2

Teaching conference interpreting

2.1 Introduction
2.1.1 Overview

Conference interpreting is a craft and a service to which the interpreter brings lan-
guage, knowledge, skills and professionalism. The trainer’s role is to guide, facilitate
and encourage the development of these competencies in the student and their
progressive integration in an all-round operational expertise. This relationship is
necessarily one of apprenticeship, but it should also be a cooperative partnership
that is rewarding and satisfactory for both sides.

In this chapter we set out some general pedagogical principles (2.1.2), then try
to adopt in turn the perspective of the teacher, with a description of his/her ideal
qualities (2.2; for an outline teacher training syllabus, see TG-14), and the student
(2.3), with a brief discussion of factors in motivation and morale. In subsequent
chapters we will pause at intervals to consider the steepness of the learning curve
at each step, based on our observations in different programmes over the years.

More detailed recommendations follow for class design (2.4) and classroom
procedures (2.5), with special emphasis on constructive feedback and how to al-
ternate explanation, demonstration, student practice and discussion, all of which
must be followed up outside class by the deliberate practice that is key to attaining
expertise (2.6).

The rationale for our choices in terms of pedagogy and course design is de-
veloped more fully in the next chapter, in the light of recent challenges to the
‘standard training model’ from the changing professional environment, the reform
of education systems, and different interpretations of how complex skills training
methods might be applied in training interpreters.

2.1.2 Key pedagogical principles and rationale

Three key principles run through the approach to interpreter training proposed
in these books:
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1. Incremental realism: Most class time, from the very beginning, is spent on
performing tasks that are a version of the integral act of interpreting, albeit
at first embryonic: each stage builds on the last, from ‘active listening’ to ex-
pert interpreting in complex, real-life conditions, with realism introduced in
increasing doses. An image from nature may illustrate this: the fledgling is
nudged out of the nest and off the lowest branch of the tree - i.e. initiated
in a simple version of the integral task, in a protected environment (ideal
working conditions) which already elicits the reflexes and a taste of the ex-
citement, risks and rewards of the full task, but without most of the more
notorious difficulties and hazards of real life. These hazards are added incre-
mentally: the speeches become authentic, then gradually more difficult, more
formal or less structured, are delivered faster, and in the later stages, become
more complex and awkward, with unfamiliar proper names and numbers, and
mixed up with written text and slides, until the tasks resemble what we face in
day-to-day professional practice (see TG-3.2 and 3.3 for discussion).

2. Trainee individuality: Each student begins with a different cognitive and
linguistic endowment, temperament and background; each will stumble, get
stuck or leap forward at different times (TG-3.2.6). This calls for variety in
classroom activities, close individual feedback, attention to cognitive load and
(individual and collective) student morale (2.3), and some curricular flexibility
(TG-3.3.6).

3. ‘Three-dimensional’ (3D) teaching, including observation, diagnosis and
treatment (2.5). The core of pedagogy is constructive feedback, which can only
be provided by instructors who understand the cognitive and psychological
challenges faced by students at each stage, offer their own performances as a
model, and guide students in the techniques of deliberate practice (2.6).

Interpreter training is labour-intensive, both for students — who are rarely pure
bilinguals with wide general knowledge and neat modular minds that can switch
from one language to another with no loss of meaning - and for instructors, who
must complement their personal experience with a deeper understanding of the
task and a sensitivity to the difficulties faced by different individuals.

A coherent and comprehensive theory, a fair and reliable testing regime and
a congenial institutional environment (TG-13) all contribute to effective train-
ing. State-of-the-art equipment and modern technology (such as smart pens and
video-conferencing) may also help. But any training course is ultimately only as
good as its instructors and the quality of their feedback and guidance — which will
be reinforced by being consistent with the programme’s overall design.
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2.2 What makes a good instructor?

It is sometimes said scornfully, “Those who can, do; those who can't, teach”. But
doing, understanding the process and teaching are three different abilities, and
interpreter trainers should preferably have all of them.

Teachers make or break an interpreter training course; schools compete for
good students, who are increasingly well informed about the quality of instruction.
Today, the same factors that are making interpreting more challenging are also
placing new demands on teachers: it is no longer enough to be a charismatic and
experienced interpreter who tells a few anecdotes about the profession, reads out
a text and points out everything that was wrong (see Table 2.1 on p.45).

This section spells out the qualities and abilities of a good instructor and de-
scribes an outline syllabus for teacher training, drawing on some successful recent
initiatives. At the minimum, a good interpreter trainer should:

1. be a trained and experienced practitioner in the specialization taught - for a
conference interpreter, at least 500 days (five years) of experience at inter-
national level - who remains professionally active! and well-connected, and
preferably, enjoys the respect of peers in the profession for the quality of her/
his work and professionalism;

2. have the right working languages for the combinations taught, and experience
of the target market;

3. understand the course design, its rationale, structure, intermediate and final
objectives, and assessment criteria at all levels.

In addition, s/he should preferably have some knowledge of theories and models
of interpreting; and optionally, some prior vocational training experience in other
domains.

These are just basic qualifications. To fulfil her task, the instructor must be able
to deploy a range of pedagogical, practical and human skills:

2.2.1 Pedagogical and class management skills

Based on an understanding of the course progression and of each student’s strengths
and weaknesses (from the start, having participated in the admission exams), the
instructor must be able to constantly challenge students within their zone of proxi-
mal development (Vygotsky 1978:86), entailing the following specific abilities:

1. Junior and senior (retired) interpreters can also contribute in an auxiliary role or under
certain conditions (2.7.4 and 2.7.5 below).
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» Make (interesting) speeches at appropriate levels of difficulty in different
genres;

» Find and select materials that are fresh, varied and appropriate for classes
at each stage, for intermediate testing, and to illustrate particular difficulties
and drill specific problems encountered by students, and gauge their level of
difficulty (2.5.5);

» Pace the progression appropriately for the class as a whole, alternating periods
of challenge with periods of consolidation, while catering to the extent possible
to a variety of students with different profiles who will progress at different
paces — without losing sight of the defined intermediate objectives for each
stage of the course;

» Putyourselfin the place of students, who must manage with far less thematic,
general and linguistic knowledge than yourself, to understand the cognitive
challenges they face in acquiring each new skill; and to have appropriate ex-
pectations of their performance at each stage, according to standards specified
by and coordinated with other instructors in the programme (especially when
students are working into a B that is the instructor’s own A language) (2.5.2);

» Explain things clearly, in terms that students can understand (see 2.5.10), and
offer strategies or heuristics that can be applied by students to overcome these
difficulties, thus earning the trust of the students in the pedagogical approach;

» Give constructive, ‘3D’ feedback, both fresh/immediate and considered, that
is targeted to student learning needs and is appropriate to the stage of the
course (2.5.8);

» Convincingly demonstrate relevant skills, techniques and strategies with pro-
fessional competence and offer a model of professional performance (2.5.11);

» Beopen to criticism, either provided directly or indirectly; be open to learning
new things, or just adjusting already established concepts; accept feedback on
teaching or coaching, and be prepared also to review the effectiveness of your
approach.

In addition, a good instructor must have more general ‘management’ skills, being
able to

» Time-manage and run classes efficiently, without getting sidetracked or
bogged down, and effectively, by varying classroom activities and making
classes interactive and stimulating — not just making or playing speeches, hear-
ing and critiquing versions and moving on, which gets stale fast;

» Coordinate with colleagues to avoid giving students (seemingly) contradic-
tory instruction;
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» In the final stages of the course, find or create opportunities for graduates to
practise in a ‘dumb booth’ at real meetings (TG-9.4.2), under supervision of
the instructor or other senior colleagues; and finally, guide students into the
market and encourage them in self-study to further develop their skills and in
conscientious, professional and ethical practice.

2.2.2 Feedback and demonstration expertise

Feedback is the core of real teaching — the most perfect testing system is vain with-
out it — and the greatest challenge to an instructor’s ability. Giving constructive
3D’ feedback against the current objectives takes sophisticated diagnostic skills to
tease out the underlying cause(s) of a problem from multiple possibilities: language
comprehension; background or general knowledge; analysis and memory; noting
technique (inadequate abbreviation, layout, or noting of links; illegible notes);
coordination; adaptation to the speaker’s rhythm and changing discourse texture
(e.g. noting too much, or not listening/analysing enough or at the right times); lin-
guistic issues in production; problems of translation proper (cultural or technical
equivalents, explicitation needed, etc.); or issues with delivery, communicativity,
or posture.

Having diagnosed the problem, simply telling the student what is wrong and
why is still not enough - the right combination and sequence must be found to
lead the student to an autonomous, implicit (procedural) mastery of the process
(2.5.3, TG-3.2.5.2). Immediately after a performance, it is pedagogically more ef-
fective to hint at what could have been better — by asking questions that reveal
incoherence, an inconsistency, a problem of expression, etc. — and prompt the
student, then others in the class, to improve on it. Only after students have seen
how different approaches could have led to a better version — analysing more care-
fully before speaking, deverbalizing more thoroughly, looking further ahead, start-
ing a sentence differently, and so on - should you offer practical tips on a handy
abbreviation, symbol or TL equivalent for a term or a phrase, now freely giving
students the benefit of this knowledge without fearing that these linguistic and
technical tips will be seized on as short-cuts for those mental procedures. ‘Ready
equivalents’ can be given once students are clear about the relationship between
words and sense, but not before.

To implement this approach, a good instructor must be able

1. to teach by example, demonstrating the competence to the class (and trying to
reconcile ‘what I say’ with ‘what I do’..); this will also show students that each
professional has his/her own style (Seleskovitch and Lederer 1989:173);
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2. to elicit curiosity, self-examination, self-correction and individual adaptive solu-
tions, rather than dictating solutions and relying on correction by others;

3. to create the right problem situations — those likely to force a search for solu-
tions — by the right choice of materials and exercises.

2.2.3 Human qualities

Teaching also calls for certain human qualities:

» Empathy: the ability to empathize with and relate to students, and to recognize
different learning styles/needs: not being dogmatic, and tailoring the approach
where necessary;

» Fairness and ability to grade and comment on student exam performances
reliably;

» Sense of humour, energy and the ability to motivate or even inspire students
to learn, coupled with humility to admit what you don’t know or have done
wrong, including using your own negative experience of ‘failed strategies’ and
horror stories from the real world;

» Imagination: Parables, allegory and metaphor are traditional aides to teaching,
and can help picture processes more vividly (2.5.9);

> Ability to empower students as the course progresses so that they can increas-
ingly take charge of their own learning process;

»  Alertness to strains and stress: being aware that training in interpreting is a high-
stress process, and remaining alert to other, hidden vulnerabilities in students,
whether physical (hearing), psychological, emotional (lack of confidence, intra-
group relationships), or even economic, including possible problems outside
school that students may be experiencing but may not openly admit to.

2.2.4 Theoretical knowledge

Finally, a good instructor must have some theoretical knowledge, which in our
present framework means understanding and subscribing to the basic teaching
philosophy of the course, specifically the principle of progression through gradu-
ally more challenging conditions and expectations without losing the reality of
communication (‘incremental realisnr); and understanding the stages in skills ac-
quisition, what each involves in terms of discovery and challenges for students,
and the goals of each stage, to be checked before proceeding.

Last but not least, some knowledge of cognitive processes, and the general
constraints and flexibilities of human memory, attention and language competence
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and performance, can help both instructors and course designers to understand
and gauge the load on students of a particular task, or of the cumulative challenges
she is presented with in a particular phase of the (proposed) course. The effort or
cognitive load required of students doing hitherto unknown and to them unu-
sual exercises, or acquiring difficult new skills, is not obvious to the experienced
professional in whom these reflexes and skills have long since been assimilated,
integrated and internalized, becoming a holistic behaviour.

Explicit models of the interpreting process, with diagrams like those we pro-
vide in the teaching chapters of the Complete Course, can help students to under-
stand the key factors in each step in different modes: for example, how attention
(or cognitive effort) is a limited resource (Gile 2009: 157 ff.) that must be managed
very carefully and agilely in interpreting conditions; or how much other sources
than merely the words of the speaker contribute to understanding, and are in fact
indispensable and cannot be neglected (Setton 1999; see TG-8, Appendix B).

Beyond the basic human and pedagogical qualities, the theoretical and practi-
cal knowledge a good instructor needs can be acquired through

» self-study, critical reflection and peer exchanges (e.g. sitting in on each other’s
classes and offering helpful comments in a non-threatening way);

» participation in structured interactive workshops run by experienced trainers
(AIIC, FTI [University of Geneva]), and better still, taking a certificate course
in interpreter training.

2.2.5 Training the trainers

The need for teacher training - ‘training of trainers’ (ToT) - has been widely ac-
knowledged only quite recently, and is now becoming more urgent with, on the
one hand, the retirement of the second (baby-boomer) generation of self-made
(and often proud) trainer-practitioners, creating an urgent need to renew the ranks
(Durand 2005); on the other, the emergence of new markets and languages in
which there are few experienced professionals; and finally, the influence of calls
for a more structured, scientific and accountable pedagogy.
Candidates for training as interpreter-trainers come in several profiles:

» Motivated practitioner-trainers seeking to improve their teaching technique,
who may be sent by their institutions, or young graduates interested in teach-
ing alongside interpreting, perhaps with a post in view (who may have devel-
oped an interest in teaching while completing a compulsory requirement such
as an MA thesis or PhD (see TG-12.4);

printed on 2/10/2023 12:43 PMvia . All use subject to https://ww.ebsco.conlterns-of-use



16

Conference Interpreting Trainer’s Guide

EBSCOhost -

» Future course leaders or administrators planning to set up a new programme,
often for an emerging market with a ‘new’ language;

» Future teachers on such new courses. However, while candidates from a
language-teaching or written translation background may be provisionally
trained as auxiliaries or team-teachers (2.2.6-7), they will not qualify to teach
core interpreter skills until they have themselves been trained and acquired
experience as fully qualified interpreters.

Funding teacher training for instructors may be one of the most productive invest-
ments that a school can make.

A syllabus outline and discussion of methodology for a Training of Trainers
(ToT) course will be found in TG-14 (Further Training and Teacher Training), and
a more compact PhD module is described in TG-12.4.

2.2.6 Postgraduate teaching assistants (TAs)

Some programmes are fortunate enough to have teaching assistant (TA) posts
available for graduates (or even qualified external applicants) pursuing postgradu-
ate studies after completing professional training (but see TG-13.2.3 on fairness
in assigning them to teaching). Where possible, any healthy and fully functional
course with a long term plan should offer postgraduate training in pedagogy and
research, at MA or preferably even PhD level (TG-12.4.2) but adapted to real needs:
teacher training, in particular, should be a core component. Indeed, given the lim-
ited scope for employment with a purely theoretical qualification in ‘Interpreting
Studies’, many such students choose a thesis topic related to interpreter training,
and hope to become instructors themselves. Provided they have graduated as pro-
fessional interpreters (passed the PECI), they should be associated with the main
teaching programme as active TAs.

Teaching assistants can help on the course in many ways — supervising group
practice and student journals or portfolios, maintaining and updating of the AV
library, extracurricular student guidance and tutoring, as speakers and listeners
in class - but also in mentored teaching functions, including substitute teaching
and team-teaching; as native-language assistants in introductory classes to support
instructors who are teaching into a TL that is their own B language (2.4.4); or in
the initial stages, giving short explanations of theoretical points in the students’
A language, or giving additional feedback to students (after careful coordination
beforehand and explanation by the main instructor of the current objectives of the
class, the TA’s role and the type of feedback needed).
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Note that in planning such arrangements, senior instructors must prepare
the ground carefully with both the students and the TA to avoid authority is-
sues, introducing the TA gradually to the class as a respected substitute, who is a
‘journeyman-level professional’ who will assist with coaching. The TA will usually
have to show tact when giving feedback, observing certain limits that more senior
instructors can occasionally overstep.

2.2.7 Other auxiliary instructors

As already argued, the core skills-training faculty should consist of established
professionals, but there are several roles for regular contributors with different
backgrounds.

Language enhancement (CC/TG-7) and complementary knowledge mod-
ules, in particular (T'G-7.4) should normally be taught by specialists in advanced
language teaching (LSP, and ESL for students with English as a B language, for
example), or experts in the key mainstream domains of conference interpreting
(Economics and International Law) and other more specialized, optional modules
of special relevance to particular sectors (Parliamentary Procedure, Language of
Research, Legal Interpreting, etc.).

In both cases, however, the content and design of these classes must always
be planned in close coordination with the Course Director and core faculty, to
be adapted to the specific needs of interpreter training. For example, language
enhancement should focus on developing active or passive oral proficiency
(not descriptive linguistics or literary criticism); and economics and law on
systems, concepts and terminology, not on how to do an econometric analysis
or prepare a brief.

Specialists in education, orthophonists, public speaking experts, and speech,
posture or stress therapists will also make valuable contributions.

Apart from invited one-time lecturers, other more long-term contributors
may include distinguished senior colleagues, such as former staff interpreters
from international organizations — some of whom who may originally have been
‘self-made’ and may not have a diploma or extensive teaching experience, or be
members of AIIC - but on condition

a. that their approach is compatible with the school’s, that they accept and are
familiar with the curriculum structure and intermediate objectives; and

b. that they have substantial and recent experience of the students’ target markets
(a lifelong UNESCO staff interpreter may not be suited to teaching students
whose main target market is for consecutive interpreting in business and high
finance).
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Established schools can make (and have made) a decisive contribution to launch-
ing quality interpreting on emerging markets by training future founders of train-
ing programmes in their home countries. However, as in any other profession,
these pioneers should first be fully trained and qualified as professional practition-
ers themselves. Attempting to make interpreter trainers of non-interpreters (e.g.
language teachers) will not usually work, and is more likely to perpetuate poor
quality, and ignorance — hence negligence - of professional norms and ethics,
jeopardising the client-profession relationship (CC-10, Figure 10.2).

2.2.8 Pedagogical coordination and cohesion

A key requirement for success — throughout the course, but especially during pe-
riods of initiation to new skills - is close coordination among instructors. More
than this, however, while respecting academic freedom and individual teaching
styles, the programme should aim to maximize pedagogical cohesion. Preferably,
the course leader and instructors should share an overall and explicit understand-
ing of the curriculum and assessment criteria (for admission, midpoint, and pro-
fessional exams), as well as the theoretical principles behind the curriculum design,
overall pedagogical strategy and classroom procedure. In practice, there are prob-
ably not more than one or two schools today where staft explicitly share the same
theories and follow the same classroom procedures; but in successful schools, this
consensus is implicit on most if not all key issues. This cohesion should be main-
tained by regular pedagogical meetings, with discussion and refresher training,
beyond simply reviewing and discussing the progress of individual students. This
is necessary to remedy a pervasive weakness in many schools: while virtually all
core teaching staff are professional interpreters, only a minority have undergone
serious and systematic teacher training (i.e. beyond occasional 3-day workshops),
and there is little or no systematic evaluation or control of teaching ability (see
TG-13.2.3/13.3.3).

The impression that teachers are on top of their job, know what they are doing
in terms of class planning and procedure, and are more or less playing the same
tune (instead of giving contradictory advice and using confusingly variable termi-
nology) is critical to student morale.
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2.3 The student’s experience

2.3.1 Morale and motivation

Without an appreciation of how students are experiencing learning, any methodo-
logical choices we make risk being ill-informed, inappropriate, or harmful. This
is why, in my opinion, the most fundamental meta-criterion for judging whether
or not good teaching is happening is the extent to which teachers deliberately and
systematically try to get inside students’ heads and see classroom and learning
from their point of view. (Brookfield 1995: 35, cited in Takeda 2010:39)

In the past, training as a conference interpreter earned the reputation of being gru-
elling, but student blogs report a stimulating and enjoyable experience for students
with motivation and the right profile, qualifications and interests, in a school with
instructors who are constructive, motivated and friendly, but not lax or complacent
(Aymeric de Poyen 2008).

The tension and adrenalin inherent in this profession must be harnessed and
converted into ‘constructive stage-fright’ (trac constructif). This ability may be
partly a matter of personality (perhaps detectable in admission tests), but train-
ing in Public Speaking has also been found to help master stress (Jiménez Ivars
and Calatayud 2001). Montani (2003) found that interpreting students gradually
worry less about evaluation and manage public-speaking anxiety (PSA) better
than translation students, albeit recognizing that personality factors may have an
impact upstream on the students’ choice of specialization.

A review of the still-modest literature on this issue suggests that the best
measures against student demoralisation, and (sometimes justifiable) dissatis-
faction with the course, are those we have recommended for course design and
management:

o rigorous selection of only the most apt and motivated students, with solid
language skills that will not require impossible amounts of homework and
enhancement to be viable (Shaw et al. 2004);

o full information and transparency about the curriculum and its goals, and
the commitment expected of students, and accountability on the part of in-
structors in keeping these promises (Pochhacker 1999; Lim 2005) and of the
department chair in ensuring coordination to avoid contradictory teaching;

+ less subjective/personal, more criterion-based evaluation that is also balanced
(Shaw et al. ibid.: 92);

o the value of theory and models in explaining the interpreting process (Takeda
2010:45), provided they connect with students’ own experience; but also
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o realism, authenticity (Takeda 2010), hands-on practice, exposure, role-play
(Shaw et al., ibid.), and reliable and timely information about the market
(Aymeric de Poyen 2008).

Certainly the full-time curriculum (and later, the job) take some resilience and
stamina; an excellent course may be expensive, with no guarantee of success; and
there may be unexpected setbacks, for example due to events in the student’s pri-
vate life (the international nature of the job may involve separation from loved ones
for an extended period). While occasional tears in class are usually cathartic and
temporary, periods of demoralisation cannot therefore be ruled out.

Access to counselling is an asset in any institution. Some schools organize oc-
casional seminars on stress management; instructors can also recommend stress-
reducing activities like yoga, Pilates, tai chi, etc. A hobby like music or hiking is
usually beneficial. Most importantly, however, course designers and instructors
must avoid curriculum overload, and always be alert to the students’ mood and
ready to listen to them, even when the school also has a professional counsellor or
Dean of Studies (who may not know them as well).

Finally, there is little instructors can do about personality clashes between
students, but two approaches in particular may help. First, explain that good in-
terpreting does not leave room for any extraneous distractions, and that it requires
teamwork. Second, and most importantly, be sure to devote a full class if neces-
sary to making sure that students fully understand and accept the Group Practice
guidelines (CC-5, Appendix C) - especially the part about how to give and accept
feedback.

2.3.2 The learning curve

Becoming a professional interpreter entails a significant and probably irrevers-
ible reconfiguration of the way we use language and memory,? in a fulfilling but
sometimes difficult gestation. These are faculties that are interwoven with our very
identity and that we therefore take for granted: just as young actors and dancers
may at first have difficulty seeing their voices and bodies objectively and treating
them as tools of their profession, budding interpreters may experience resistance
and discomfort in this reconfiguration of language and memory, and become diso-
riented and demoralised before seeing results.

2. A recent study by neuroscientists at the University of California (Berkeley) found that intense
preparation required for the law school admission test (LSAT) changed the brain structure of
students preparing for the test. http:/health.usnews.com/health-news/news/articles/2012/09/06/
does-studying-for-law-school-test-boost-your-brain (Accessed November 11, 2015).
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At each stage of our commentary on the progression in Chapters 4 to 8 of this
book (mirroring the fuller description in the Complete Course), we have paused
to dwell briefly on the challenges faced by students in acquiring each new skill, and
the possible effect on their morale. Accordingly, suggestions are occasionally made
for ‘dosing’ or pacing the introduction of new material, ensuring classroom variety,
and other measures to keep things interesting and stimulating while avoiding over-
load and burnout as students discover and negotiate the novelties, steep gradients
or relative plateaux of a two-year course. This may seem somewhat speculative, but
experience in several schools has shown us a pattern in student morale, with - for
example - a noticeable dip when grappling with consecutive note-taking in the
middle of the first year, and again, though less so, when things begin to ‘hot up’in
the Experimentation phase of SL

Understanding the learning curve in interpreter training may be critical in
helping us to sense when to relieve or add pressure, and how far we can take the
training process. At certain key points, students encountering difficulties may put
up resistance or be tempted to ‘skip this and try something else’. Also, however
well-designed a curriculum may be, students will always vary in the pace and
rhythm of their progress due to differences of temperament and background, some
peaking early, others stagnating then making great leaps. There will also be vari-
ations depending on the weight of the task they have taken on (such as a four- or
five-language combination) or their starting handicap (a B language still needing
a lot of work, or weak general knowledge). In the later stages, if some students fall
too far behind we may indeed have to ‘focus on the best’ (Seleskovitch and Lederer
2002), but while still doing our best to target individual problems, if necessary ac-
cepting temporary delays in the progression for some students; or finally, if all else
fails, streaming them out into other viable specializations (TG-13.3.5.3).

2.4 Class design and configurations

Training interpreters takes close individual attention, but also realistic simulation
and exposure to lively and varied exchange and debate. Combining different class
sizes and configurations provides for both of these dimensions (and may help to
meet certain requirements on staffing ratios: see TG-13.2.3, 13.3.3).

2.4.1 Types of class configuration
One-way language-pair class: In the standard ‘apprenticeship’ training model, skills

training classes — the core of the programme - are typically specific to one lan-
guage-pair and direction, mode (consecutive, SI) and stage in the course (first or
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second year). For example, ‘(first year) English-to-Russian consecutive’ is ideally
taught by a Russian-A instructor with English B or C, for first-year students with
either Russian (A) and English B or C, or English A and Russian B.

‘Bi-active’ classes can be organized for students working both ways between two
languages (A-B or B-A), e.g. ‘French-Korean/Korean-French SI. This format is
common in primarily ‘bi-active’ programmes, but requires either a fully or near-bi-
lingual instructor, or team-teaching (see below). It is rarer in multilingual (mostly
European) schools, where these students would do each direction in a different
one-way class, alongside other students working from B or C.

A multilingual school may also organize bi-active classes (or triangular: see
2.4.5) in unusual combinations, or possibly,® for students who can usefully and
justifiably be trained to work between two B languages, given a sufficiently high
standard for admission, and special market needs - for example, an African-
country national training in French-English whose true mother tongue may be a
third, African language (see TG-4.2.1). These graduates will be in demand chiefly
for French-English conference interpreting in Africa, but will also be able to apply
their skills to working with their mother tongue if needed.

Master or ‘plenary’ classes bring together all students in one or both years. This
format is standard for common lectures — law, economics, theory of interpreting,
public speaking, conference preparation and even language enhancement in the
‘home’ language, or that of a majority of students — and is convenient and convivial
for general introductory classes, such as the first introduction to note-taking.

For skills training in general, a plenary bringing together students with differ-
ent languages, and perhaps at different levels, can also be highly stimulating and
instructive, if well run (perhaps team-taught by several instructors), as it provides
an opportunity both for public speaking and ‘relay’ consecutive (TG-6.4.3) or SI
that brings in the whole community.

Here students with rarer languages can get a change from the possible claustro-
phobia (or if in very small classes of 2-3 students, the possible risk of ‘overteaching’,
according to Seleskovitch and Lederer [2002: 166]) while the others will learn from
the experience of being dependent on interpretation as ‘pure users’ (TG-7.3.4.1), or
through doing relay, as both pivots (providers of relay, CC-2.2.2) and relay-takers.

In such plenary classes, feedback is given immediately after one or a series of
performances, but for obvious reasons of class dynamics, must be kept minimal
and highly targeted. A similar and even more (but differently) structured event is
the mock conference, described in TG-9.4.1.

3. Asin the ‘régime special’ at ESIT, in Paris.
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2.4.2 Class size, composition and duration

Interpretation skills training is performance-intensive, requiring detailed individ-
ual attention and feedback. For morale and continuity, in each class each student
should get at least one turn and personalized feedback. This means that class size
cannot exceed 8-10 at the most (ideally 3-6) for a two-hour class in most stages
in the course, with recommended longer class times for full consecutive.

In SI classes, even if several students can work at the same time in different
booths, the instructor should be able to listen to each for 6-8 minutes at least once
in every class (and in a bilingual class, in each language direction).

If larger class sizes are inevitable (e.g. imposed by the institution, see TG-
13.3.2.5, 13.3.5.2), teaching assistants or even 2nd year students can sometimes
help by supervising or facilitating practice sessions, or taking sub-groups of the
class in break-out sessions.

The duration of an interpreting skills class should be at least 1%2 hours, but
longer sessions, with breaks and provided activities are varied, can be more
productive.

In general, the priorities in setting class duration and frequency should be to

v provide the total number of contact hours promised in the curriculum
(TG-13.2.4.2);

v make sure each student has at least one turn and personalized feedback in each
class;

v/ ensure continuity (avoid ‘empty weeks” with no instruction in a particular
combination);

v avoid overload: total class-time for any one student should not exceed six hours
in any one day (five if they are all performance-intensive).

2.4.3 Diversity and class participation

Any of these class formats may also include additional categories of students, as
well as other participants:

i. Students who are repeating the year, in some cases after having spent a gap
year in their B or C language country;

ii. Students with one or both of the languages involved, but in a different combi-
nation, who are allowed to sit in, to get additional passive practice taking notes
(or if there are spare booths, practice SI unsupervised into their A or B);
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iii. Students who have been accepted into the programme for training from or
into a rare language for which there is an emerging need, but no professional
instructors with the same combination (for example, a student with French
A or B and the language of an EU accession country, such as Hungarian or
Finnish, studying in Paris in the 1990s; or in the future, perhaps, an Indonesian
student in a Chinese programme);
iv. Students from other schools, either participating actively under the terms of
student exchange programs with sister institutions (as in the EMCI) or allowed
to sit in as observers;
v. Invited speakers, who may be students, instructors, teaching assistants, guest
lecturers from inside or outside the university, etc.;
vi. Invited listeners or language consultants, who either
a. monitor interpretation into their own native language from a language
that - unlike the instructor and other students - they do not understand,
thus simulating the so called ‘pure user’ of interpreting services in a con-
ference, or

b. inaso-called ‘triangular’ class (2.4.5 below), for students in category (iii)
above, assist the main instructor to give practice and feedback, by acting
as speaker and/or listener in the ‘unofficial’ language;

vii. Other guests and observers, with the permission of the course administrators,
the instructor, and preferably, the students.

This diversity has many potential benefits, but given the different categories of
participants who may sit in alongside core students, rules of participation must be
decided and the approximate size of each class planned and decided at the begin-
ning of the year, taking into account both admission (for Y1) and midpoint (for
Y2) exam results, as well as returning and exchange students.

Even though student turns will be shorter on some types of exercise, or at
certain stages of the course (e.g. for short or dialogue consecutive, or ST-based SI
initiation drills), the class must be small enough, or last long enough, for everyone
to get a turn in each class period - notably for full (long) consecutive.

Linguistic diversity in the cohort and in mixed-language groups is overwhelm-
ingly beneficial, for reasons of cultural and academic exchange as well as contrib-
uting to quality on multilingual markets (into-A interpreters available in every
language from every language). Students from different language groups can be
paired up as B-enhancement partners, to listen carefully to each other’s recordings
in this way and give feedback.

However, there can also be practical difficulties, when language distribution
is very uneven - for example when twenty students with active English B are
competing to recruit the one or two English-A students in their year as practice
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partners (or, worse still for these Anglophones, as language coaches!). Programmes
that are full of English Bs but few if any English As — unfortunately, a universal
trend - should consider extending the duties of instructors with an A in English,
and/or recruiting and training part-time English-A assistant instructors — ideally,
interpreters, or if not, carefully selected educated native speakers.

2.4.4 Language combination of instructors

Staft available to an interpreter training school must at least include professional
interpreters who are native-speakers of all the students’ languages of production.
The small scale and specialized nature of interpreter training does not permit any
waiver of this rule (TG-13.2.3, 13.3.3.1).

Ideally, each skills class should be taught by a professional interpreter whose A
language is the TL of the class and who has the SL of the class at least as her B or C.
Where this is really not possible, a viable compromise may be found in which the
instructor (a professional interpreter) teaches from her own A into her own (very
good) B; though this works better if the students are working into their A than if
they are also working into B. In this latter case, an educated native speaker of the TL
(even if not an interpreter) should also be in class to help with issues of expression.

The characteristics of the input speeches are also crucial to effective, progressive
pedagogy, especially in the early stages of acquiring consecutive or SI, when they
must be structured, free of certain difficulties, naturally delivered and carefully
paced, etc. We shall call these trainer speeches (see Speech Difficulty Index in
Appendix A to this chapter).

Fully bilingual instructors, able both to make these speeches and comment
on output as a native, are in short supply. In single language-pair classes with a
single instructor, schools have traditionally relied on student-generated speeches;
but students cannot always be expected to produce speeches to order, even in their
A language, with the right features for each stage in the progression. Hence our
recommendation to use (video) pre-recorded trainer speeches. An instructor
with a strong B in the input language can use prepared scripts — especially for the
controlled (‘drip-fed’) SI-Initiation exercises, but input with real native prosody
must also be used regularly to train sensitivity to these patterns (for anticipation).

Absent a bilingual instructor, one viable solution is to arrange team-teaching
for the first few weeks of each skill (Orientation and Initiation) - for example,
one teacher with an A in the TL, one (or a TA) with an A in the SL - and use
mostly video-recorded trainer speeches in single-pair classes (especially from C
languages); then from Experimentation onwards, use a mixture of recordings,
invited speakers and student presentations.
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In programmes with one-way language-pair classes only, students will at-
tend classes in both their B-A and A-B directions from the start, at first listening
and practising passively, and occasionally giving speeches for the other students
under the instructor’s supervision (as public speaking practice), then beginning
to work into B towards the end of the Coordination stage of each new skill (TG-3,
Table 3.1).

2.4.5 Team- or assisted teaching and ‘triangular’ classes

When a new language arrives on the international conference scene (like Finnish,
Slovak or Estonian in the EU, or some East Asian languages), it may be impossible
to find experienced practitioner-trainers with that language in their combination.
Seleskovitch and Lederer (2002: 337-340) describe a ‘triangular’ assisted-teaching
arrangement in which the lead trainer is assisted by an educated native speaker of
the ‘exotic’ language. This works as follows (more conveniently in consecutive):

» When students work from the ‘exotic’ language into a common language (e.g.
French), the lead instructor, who is familiar with neither the SL nor its culture,
expects a clear and convincing product (into A or B), and rejects any attempt
by the student to blame the original for fuzziness or incoherence. The assistant-
instructor checks for completeness and accuracy.

» When students work into the ‘exotic’ language, the assistant reports on co-
herence, language and accuracy, but the lead instructor can also use ‘relay
consecutive’ or ‘back-interpretation, in which students leave the room for the
original, then return, listen to the interpretation, and interpret back into the
lingua franca; then probe with questions all around to diagnose problems.

In multilingual groups (since there are usually too few students with each rare
language for a separate class), the other students join the instructor as ‘pure users.
These classes begin with universal topics and move on to culture-specific ones,
providing an excellent opportunity for students to practise communicating their
A-culture-specific material to listeners from different languages and cultures (ibid.).

Schools with such multilingual groups, in which some students interpret into
their A and others into their B, report that the set-up is pedagogically fruitful when
all students participate, providing a good opportunity to test real intercultural
communication (Donovan 2004:213).
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2.5 The interpreting skills classroom

Various procedures for making classes efficient, fun and interesting through prepa-
ration and brainstorming, turn-taking, discussion and feedback are described in
the successive teaching chapters of the Complete Course. After some remarks on
the teacher-student relationship in an apprenticeship-based, vocational training
context, this section discusses how different activities can be most effectively se-
quenced and alternated in the skills class, with special attention to the choice and
use of materials, and especially, how to give effective feedback.

2.5.1 Student-centred learning

‘Student-centred (or “student-focused”) learning’ (SCL) is increasingly being pro-
moted as a development of the pragmatic and constructivist and approaches pio-
neered by Dewey (1916) and Piaget (e.g. 1950), and seems to be a much-needed
corrective to traditional authoritarian approaches. In the context of the European
Higher Education Area (completing the ‘Bologna reform process’), SCL is de-
scribed somewhat vaguely as “an approach to education [that] aims at overcoming
some of the problems inherent to more traditional forms of education by focusing
on the learner and their needs, rather than being centred around the teacher’s
input’}* but is exemplified in several positive initiatives such as improving student
mobility, curriculum flexibility, mutual recognition of qualifications and the inter-
activity of the learning process. In general education, however, we also find some
stronger formulations of the SCL manifesto that apprenticeship-based vocational
training can realistically only go some of the way to implementing. Purely for il-
lustration, we might respond to some of its features (as listed on the Wikipedia
article on SCL?) as follows:

v the “students’ needs come first” - certainly, but at certification, their ‘need’ for
a diploma will be weighed against the interests of future users;

v students must indeed be “active, responsible participants in their own learning”;

v certainly, learning can be “focused on each student’s abilities [...] and learning
styles” — but not on each student’s ‘interests’; nor will students “choose what
they will learn, how they will learn, and how they will assess their own learn-
ing”. Nor will they want to: their aim is to acquire a new skill and learn about
the environment in which they can practise it to earn a living;

4. http://www.ehea.info/article-details.aspx?Articleld=147 (Accessed February 18, 2016).

5. All quotes from Wikipedia: http://en.wikipedia.org/wiki/Student-centred_learning
(Accessed November 28, 2015).
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v indeed, students must “participate in the evaluation of their learning” - but
they will not “[decide] how to demonstrate their learning’, or be responsible
for their own assessment.

The teacher is of course ‘a facilitator, choosing materials and exercises, judging the
pace of the class and the individual, simulating conditions still unknown to the
students, and setting objectives and expectations. But s/he is also much more than
that. Students learning a new skill will often expect more direct, even ‘intrusive’
correction and guidance. The prerequisite for all this — perhaps even more so for
adult vocational training - is still the teacher’s ability to put her/himself in the
student’s place and understand the learning process from the student’s perspec-
tive, the better to guide it.

2.5.2 Putting yourself in the student’s place

Trainee conference interpreters may well equal their instructors in language profi-
ciency (though this will still not be ‘configured’ and flexible for interpreting) — per-
haps even in motivation... — but not in terms of relevant knowledge, interpreting
skills or professionalism. The instructor must facilitate both the acquisition of these
distinct competencies and their integration into all-round interpreting expertise.

However, in the instructor’s own performance of the task, these components
(L, K, S and P) have long since been integrated and interact more or less seamlessly
in a way thats/he takes for granted. In particular, a seasoned interpreter (such as
an instructor) will have developed a rich stock of schemas of knowledge - world,
background and specialized (e.g. about international organizations) - in the core
domains of conference interpreting. This domain familiarity, and the ready avail-
ability of the jargon that goes with it, make such a huge difference to cognitive
(effort) management on-task that it is almost impossible for a seasoned instructor
to really put herself in the place of the student struggling with such material.

It is vital that teachers allow for this relative knowledge deficit in the students,
since it means that students cannot at first model their technique on the instructor’s,
but will need to do much more basic processing (much more of the information
is new). In consecutive they will need to take more notes; in SI, they will hardly
be able to anticipate when first working with realistic mainstream conference in-
terpreting material; whereas the instructor would only need to attend closely to
information peaks against a largely familiar background.

This is why students must rely more heavily at first on linguistic agility — ‘syn-
tacrobatics® - than the instructor would with the same material, justifying the

6. Setton and Motta (2007).
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intensive ‘linguistic’ exercises in chunking, paraphrasing, etc. in the early stages.
This is why it is so important that they read intensively on current issues, to install
the key knowledge schemas that will go a long way to alleviating cognitive load in
lieu of experience (TG-6.8.3.2).

2.5.3 Learning what and learning how

The literature on cognitive skills acquisition distinguishes ‘declarative’ (know-
ing what) from ‘procedural’ knowledge (knowing how). This terminology can be
somewhat confusing, because ‘knowing what’ could refer to the factual knowledge
needed for the job - for example, knowledge of road signs and the highway code
for a driver. However, when talking about skills acquisition, ‘declarative’ knowledge
often refers to facts about the skill (such as descriptions of it) that teachers give
their students (‘explicitly’) in the hope that they will convert this knowledge into
the ability to perform the skill themselves (‘implicitly’). In interpreting, the bulk
of the declarative knowledge needed - the equivalent of the highway code - is the
vast area of knowledge about the world, the institutional environment, etc. that
must be learned to perform the skill in the world, but is not essential to it, just
as we might learn to drive in a desert; this knowledge is not taught in the skills
classroom, but must be acquired by the student/interpreter, through private study,
reading, lectures, etc. as described in CC-7.

Skills training in interpreting is overwhelmingly aimed at installing procedures
that will generate appropriate autonomous responses to an ever-changing environ-
ment. Apprentices in manual crafts typically learn from observing the master, then
attempting the task themselves, with hands-on guidance and some accompanying
verbal instruction. But for a mental skill like interpreting, a master’s demonstration
is less revealing, and hands-on accompaniment (two hands on the adze, two pairs
of feet on the pedals) is difficult. The challenge for instructors is to find the right
mix and sequence of pedagogical interventions — among the classic methods of
explaining, demonstrating, facilitating by creating favourable conditions (choosing
materials), and coaching - to elicit the invisible mental responses that will become
internalized as autonomous skill.

Various methods can be combined to this end, most of which belong to a
venerable apprenticeship tradition:

i.  detailed and constructive ‘3D’ feedback (2.5.8);

ii. ‘declarative’ but evocative explanation, using process models, diagrams and
metaphors (2.5.9);

iii. teaching by example, through instructor demonstrations (2.5.11);

iv. partially hands-on (more intrusive) coaching, with on-line interruptions (2.6).
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Success will be measured by the power of these methods to elicit the emergence of
autonomous competence in the student. (See TG-3.2.4.2 for a discussion contrast-
ing our position on declarative and procedural teaching with some ideas in the
interpreter training literature.)

2.5.4 Teaching methods and classroom procedures

A typical sequence of activities for a skills class in full consecutive interpreting was
set out in CC-5.6.4. Let us briefly recall the successive steps here:

1. Preparation: The instructor sets learning objectives for the class, chooses mate-
rials, plans the sequence and timing of activities for optimal time management,
and announces the class objectives and subject matter of materials to students,
with any recommended readings, preferably a week in advance to give them
time to prepare.

2. Inclass: Explain the objectives for the class. Present the materials and describe
the exercise; brainstorm the background, context, issues, subject matter and
associated terminology likely to come up.

3. Performance, critique and teaching: Students do the exercises, followed by feed-
back, discussion and second, improved performances. Depending on the stage
in the course and the skills mode in focus, interpreting performances may be
interspersed with ancillary exercises and drills, brief ‘theoretical’ explanations
and/or instructor demonstration.

4. Wrap-up: Devote the last 5-10 minutes of class to summarizing what has been
practised and discussed and leave students with ‘take-aways’, and if appropri-
ate, homework and recommendations for group practice and private study.

Each step, from choosing materials to recommendations for homework, is de-
scribed in the next sections.

2.5.5 Choosing the right materials

2.5.5.1 Progression in materials

One of the greatest challenges in effective interpreter training is choosing speeches
and texts for classroom exercises, practice and testing that are appropriate for each
stage of the course.

Incremental realism (2.1.2) means moving from targeted ‘quasi-interpreting’
exercises through artificially structured, then more authentic, realistic speeches
progressing in difficulty on multiple parameters (register, subject matter, speed,
form of presentation, etc.), as well as in expectations of the product.
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In Initiation and Coordination, texts and speeches must often be chosen to
be challenging on only one parameter for the exercise at hand, with all others set
at ‘easy’. For example, the stylistically sophisticated texts used to practise gisting
in Initiation, or the structurally awkward texts used to practice chunking practice
in drip-fed ST, might rarely be encountered, or would be very difficult, for free SI.
In Coordination, students are still being eased into the full interpreting task with
artificially simplified, conveniently structured and comfortably delivered ‘trainer
speeches’.

It is only from the Experimentation stage, when students start practising the
full interpreting task on realistic material, that we need to find authentic speeches
of steadily increasing general difficulty, with an occasional jump or special focus
(the introduction to formal or written input in SI-Consolidation, for example). By
Consolidation, ideally all input should be 100% authentic, with additional difficul-
ties targeted in the ‘Reality’ phase. (Note that a speech taken from a real confer-
ence but presented by an instructor, even verbatim, is still artificial. Only a real
recording can deliver that quality of real-world speech that is both natural and
uncompromising.)

Finally, speeches for the final exam must be chosen (and sometimes tweaked
if necessary) to cover all the constructs and known difficulties to be tested (TG-
11.6.3.2-6.3.4). Recommended values for texts on four rough parameters of dif-
ficulty for each exercise, stage, and test/exam are given in our ‘Speech Difficulty
Index’ (SDI) in the Appendix to this chapter.

All this will mean a significant effort by instructors to find and select appro-
priate authentic speeches (ideally, recordings) and associated material (context,
terminology). But this is key to taking students through to proficiency on realistic
(market-representative) criterion tasks by the end of training, which we fail to do
if we rely on student- or even instructor-generated speeches at all stages, as some-
times happens even in leading schools and recruiting organizations.

2.5.5.2 Assessing speech difficulty

Real-life speeches can be fast or slow, dense or redundant, but are too variable
and mixed to classify by increasing difficulty for use in the successive stages of
an interpreting course. Speeches that may be easy and entertaining to follow for
listeners may be very difficult to interpret.

Measuring the difficulty of a speech for interpreting is complex, involving
multiple interacting factors like subject matter, speed, delivery, style (‘writtenness’
or ‘preparedness’), diction etc.

In general education, indexes are used (e.g. the Flesch readability index) to
measure the difficulty of a text for comprehension in terms of its language and
content. This is not good enough for interpreting, where comprehension is just
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the first hurdle to take into account - there is also translatability, and difficulty of
processing under the special constraints of interpreting (speed, structure, linearity/
simultaneity, etc.), and their interactions.

In reality, there is hardly any such thing as a purely ‘easy’ or difficult’ authentic
speech (nor, consequently, a single uniform performance standard that could be
defined for all speeches). Any natural speech is multidimensional, as witnessed
by the long list of factors that have been cited in the literature as contributing to
speech difficulty:

Delivery (speed, clarity, prosody, diction, melody, rhythm), preparedness (extempo-
raneous, recited from text, etc.), style, formality, orality vs. ‘literariness’, information
density/redundancy, lexical richness, syntactic complexity, sentence length, semantic
density, numerical information; coherence/cohesion, emotivity/affect, accompanying
media (ppt., text), visual aids; context provided, subject matter (technicality, famili-
arity...), conceptual originality, visualizability, opportunity for preparation, cultural
specificity/’translatability’, discourse function (informative, persuasive, ritual/ceremo-
nial, ritual, conative, phatic...), discourse ‘genre’ (narrative, discursive, descriptive,
argumentative); discourse structure (logical sequence, tightness, tight/loose structure,
standardness of speech structure for the genre [ritualized vs. boilerplate], rhetori-
cal sophistication; direct/indirect speech acts, speech-organising illocutions [I think,
I stress that, etc.], anaphoric vs. cataphoric, theme-rheme progression...); cooperative
vs. adversarial; addressee orientation, speaker-audience relationship...

(Salevsky 1993; Alexieva 1997; Shlesinger 1989; Honig 2002; Péchhacker 2004)

Not surprisingly, then, attempts to develop a metric of difficulty for translation or
interpreting have been rare and tentative (but see Honig 2002). Until such time as
a computer programme can be developed to generate realistic speech to specified
values of these parameters without being too artificial, we can only tailor materi-
als to our needs by producing our own simple (instructor’s oralised or ‘trainer’)
speeches, in the early stages, or supervised student presentations, from notes; then
later, carefully seeking out and testing real speeches pitched at or just above the
students’ current level, and whose challenges we (the instructors) understand.

Professionals can make a rough assessment by scanning a text or listening to a
speech, especially at the extremes, but as is well known, even listening attentively
alongside a colleague who is interpreting cannot tell us how easy or difficult the
speaker was. Trainers and testers have traditionally chosen their materials and
adjusted their expectations intuitively, perhaps informed by their own experience
of interpreting the speech, or of testing it in class; or for tests such as diploma
exams, by some back-up process of collective screening and verification (but see
TG-11.4.3).

While the intuition of seasoned professionals about speech difficulty may still
be superior overall, in the Appendix to this chapter we tentatively offer an analytic

printed on 2/10/2023 12:43 PMvia . All use subject to https://ww.ebsco.conlterns-of-use



EBSCOhost -

Trainer’s Guide Chapter 2. Teaching conference interpreting

33

Speech Difficulty Index for assessing the difficulty of speeches on four parameters
(subject matter; speed; density and style; accent and prosodys; for the ‘preparedness’
parameter, see also the typology in CC-4.5).

2.5.5.3 Finding authentic speeches and maintaining a speech bank

As the course progresses and speeches become more authentic, it is also increas-
ingly important that they are current. Most speeches used for conference inter-
preter training will by definition be about current events, recent developments,
topical jargon, slogans of the day, etc. — and will therefore be out of date very
quickly, sometimes even within only one or two months, and certainly after a
year or two.

It is possible to develop a stock of speeches with a longer shelf-life, on more
universal and perennial topics that reference no current events at all. But these
will be the exception; and being up to speed on current events is part of the job
and the training. In practice, this means that a good instructor should not recycle
more than 10-20%’ of material from year to year.

However, finding the right speech is probably getting easier, with speech pools
and abundant speeches and live recordings (e.g. of European Parliament sessions)
now available online.

Beyond what students can find for themselves on internet, etc. and what in-
structors can lend them, the school should also build, index, maintain and regu-
larly update representative (including varied and exotic) speeches and materials
in an audiovisual library.

Teaching assistants (postgraduate students) can help with this job, with some
supervision (given the experience needed to evaluate speech difficulty). Ideally, a
file should be created for each recorded speech or complete event, describing the
occasion and major issues touched upon, with any supporting documentation (a
programme or agenda), terms and keywords, and links to background documents
and glossaries, if any, for preparation. This file could also include

o adifficulty score as judged by previous cohorts of Y2 students, using a grid
such as our SDI (see Appendix) with a brief description of the speech’s main
features and difficulties;

o archived recordings of good performances by previous students, and if pos-
sible, also good professional performances;

o ideally, a full transcript of the SL for students to study after using the speech
for practice and follow against while checking their interpretation.

7. Our thanks to one anonymous reviewer for observing that even 20-30% might be too much,
since students also hand on speeches to the next generation.
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Online resources

The internet now offers access to a growing store of online practice materials, on the web-
sites of institutions like the EU or UN as well as online ‘open’ universities. (A more eclec-
tic, varied online pool of authentic conference speeches is not yet available, no doubt due
in part to copyright problems).

As students begin practising in groups in each Experimentation stage, they can find
practice material in speech repositories designed specifically for training. Speechpool’,
created by the interpreting programme at Leeds (UK) University with support from the
EU, is a repository of videos of speeches prepared and delivered by students in various in-
terpreting schools, in multiple languages and on different topics. The speeches are graded
by users for difficulty, but there are no authentic conference speeches.

Political and economic speeches by leaders, ministers, CEOs and senior officials in al-
most any language can now easily be found on YouTube, via the websites of Ministries
and large corporations.

Institution-specific and more challenging (technical or highly formalized) material for
Consolidation and the final semester, may also be found on sites such as un.org, C-SPAN,
or the TED Talks.

2.5.6 Topic and event preparation and brainstorming

Speeches for practice in class are simulations. The first imperative is to situate each
practice speech in a context — speaker, audience, purpose, background - without
which interpreting makes no sense. This preliminary phase is necessary throughout
interpreter training to compensate for the artificial nature of the classroom situation
and cover a wide range of different topics without demoralising students.

The purpose is to activate latent knowledge about the topic, and in particu-
lar, when the focus is entirely on acquiring a new skill (Consecutive, ST, SI), to
eliminate problems of language and knowledge, such as proper names, titles and
technical terms (which are bound to crop up occasionally in any realistic speech,
however carefully chosen), and as far as possible, avoid the distracting search for
linguistic equivalents.

In the early stages, the speaker begins by giving the general topic of the speech
(later, this can be given in advance) and students are encouraged to ‘free-associate’
aloud, recalling and activating what they know about the issues involved, current
controversies, etc. and any relevant words and phrases they can think of, especially
in the target language of the present exercise. The instructor will usually have to
prompt this brainstorming more or less actively depending on the students’ per-
sonalities, group dynamics and culture.

8. http://speechpool.net/en/about-speechpool (Accessed November 12, 2015).

printed on 2/10/2023 12:43 PMvia . All use subject to https://ww.ebsco.conlterns-of-use


http://speechpool.net/en/about-speechpool

EBSCOhost -

Trainer’s Guide Chapter 2. Teaching conference interpreting

35

The speaker also gives any proper names, titles and technical terms, which
students should note on a separate pad for easy reference (a first introduction to
the use of supporting documentation in interpreting.)

From Consolidation, students are systematically given topics and links and/or
documents in advance for preparation (preparation skills to be taught in a special
module: CC-9.2.5.1).

2.5.7 Student performance and discussion

2.5.71 Taking turns and class involvement

The instructor should aim to give all students the same number of turns and
amount of attention in each class; if this proves impossible in a particular session,
explain why, and remember to make it up later.

In addition to opportunities for individual performances, or in large classes, all
students can and should be involved in various ways. For example, after an exercise
in which one or more students got stuck on a tricky phrase, the instructor can go
around the room to elicit many different versions from students of that phrase in
context. (In Initiation, the instructor can also fabricate different contexts for the
same phrase and ask students how they would render it in those contexts, quite
differently in TL. This is very effective for building flexibility, and more fundamen-
tally, for showing how the best TL versions are often not those in the dictionary.)

2.5.7.2 Discussion: staying focused

Discussion over the meaning or the best rendition of an expression or a passage
may be necessary, but can also be distracting and time-wasting. Avoid lengthy
but minor quibbles over meaning - especially when the speaker wasn't clear and
it is not even a major point in his argument. Keep the focus on determining the
intended or most logical meaning: the best rendition should then either follow
quickly when someone thinks of a good phrase (or if it is supplied by the instruc-
tor, in the case of a stock recognized equivalent or a term of art or jargon that
students have not yet met); again, don’t waste too much time. Time spent (by the
speaker, whether student or instructor) on text choice and preparation before class
helps to avoid the sudden discovery of ambiguities which the speaker can’t explain
because the text has been chosen in a hurry and half-digested without researching
the context.
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2.5.8 Feedback

Giving constructive feedback to students — and the opportunity to act on it - is the
core of teaching. Because of the wide variability among individuals (and speeches),
instructors cannot dictate techniques but only draw attention to or demonstrate
them (chunking, rephrasing...), or suggest possible local tactics and solutions (e.g.
note down numbers in SI), or preventive measures for forestalling problems (im-
proving linguistic readiness or world knowledge, preparation, posture, voice etc.).

The quality of feedback will depend to a large extent on the instructor’s abil-
ity to correctly diagnose the cause of a problem from the symptoms, and propose
remedies. This requires not only professional experience and clarity about the
expectations of the student at this stage and/or of interpreters in real life, but also
an understanding of the mental processes involved in the task.

2.5.8.1 General principles

1. ‘3D Feedback’: feedback must go beyond observation and critique of the
product to include diagnosis of problems and recommendations for treatment
(specific practice and drills, LKE [CC/TG-7] etc.).

2. Feedback should be positive as well as critical, and above all constructive, with
suggestions for improvement. Instructors must be sure to frame feedback as a
critique of the performance, not the student personally; and students must learn
to accept it as such (Shaw et al. 2004). Some feedback is best given publicly in
class, some is best given privately (for example, regarding facial or postural tics).

3. Feedback should provide a chance for the student to self-correct.

Feedback should focus on the current intermediate pedagogical objectives as
specified in the course progression and made clear to students not later than
the beginning of the class. In the first phases of introduction to each new skill
(through Initiation and Coordination to Experimentation), feedback should
be primarily process-oriented, then from Consolidation onwards, should
focus increasingly on the product.

5. Feedback given to students should be carefully noted, for instance in a journal,
by both the student, so that s/he can work on the problem, and the instructor,
for sharing with the student’s other instructors in pedagogical coordination,
and in order to choose appropriate segments (or if the problem is common to
several students, speech materials) to test progress on that particular problem
at the next class.

6. FEach student should receive some feedback from the instructor in each class,
but in addition to comments on class performances, thoughtful and compre-
hensive feedback should always be provided on tests and exams, and after
mock conferences and internships.
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Finally, to avoid misunderstandings, students must come to terms with the pos-
sibility of failure (at the Midpoint or final PECI exam), and will then usually ap-
preciate (occasional) explicit benchmarking to that standard.

There are three main opportunities for feedback:

a. Direct monitoring of the performance in class with comments immediately
afterwards (or in certain cases interrupting, especially for work into B: see
below), allowing immediate retry and improvement. In SI, this is possible only
when the instructor is not the speaker.

b. Comments on playback in class after the performance (best followed by another
performance, if still fresh) — this may be the only way of giving adequate fresh
feedback in an SI class with multiple students;

c. Written 3D’ feedback by the instructor after listening to recordings outside
class. In SI, giving comprehensive feedback is only possible by recording and
listening carefully, perhaps repeatedly, in this way. This should be provided to
each student at least once or twice in a semester.

2.5.8.2 Follow-up: stand-back vs. hands-on pedagogy

If feedback is to be constructive, it must target problems unambiguously and offer
a chance for improvement, either on the spot, or later, after doing some recom-
mended exercises. Some distortions and dilutions are very subtle and hard to get
at with general comments. Of the three methods of feedback listed below, two are
‘hands-on’ approaches which challenge the received wisdom in some schools in
two respects: that instructors should only give general comments, and that they
should never interrupt a student’s performance. The authors’ experience is that
these ostensibly more ‘intrusive’ forms of feedback are both feasible and beneficial
if the instructor has built a good rapport with the students and earned their trust.

i.  Macro-comments after a performance

This relatively non-intrusive mode, in which students are allowed to complete a
segment of several minutes of consecutive or SI before receiving feedback, has tra-
ditionally been the standard (often the only) method of giving feedback in leading
schools. It is appropriate and sufficient

v/ for an exam;

v when a student is clearly unsettled;

v or whenever the focus is on a point of skill that must be assessed over a whole
performance, such as the logical coherence of an extended argument; in con-
secutive or sight translation, for audience engagement, eye-contact, poise, de-
meanour and momentum; in all modes, for general polish or flow in delivery;
and in the Consolidation and Reality stages, for coping, unflappability and
general resourcefulness under difficult conditions (CC/TG-9).
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However, this will not be enough to elicit progress on specific problems, when
more targeted and constructive - possibly intrusive — feedback is needed.

ii. Blow-by-blow critique
Student A (or the class) may not understand why her performance, which was fluent
and contained no ‘mistakes’, comes in for more criticism than that of Student B, who
hesitated several times and got two numbers wrong. But an interpretation may fail
due to cumulative minor flaws and distortions. Identifying these subtle problems
and explaining how they spoil the result makes the difference between superficial
instruction and true pedagogical quality that produces solid, reliable interpreters.
This means that, especially in the first few stages (up to and including
Experimentation), a balanced but detailed, blow-by-blow critique must often be
given, both immediately after a student’s performance, using playback and a script
of the original, and occasionally in more detail in writing. Consecutive perfor-
mances can be recorded on video for a detailed analysis, passage by passage, of
posture, eye contact, facial expression, pause, hand movements, etc. before drilling
and redoing one or more times until there is a visible improvement.

iii. Stop-and-start coaching (see Deliberate Practice, 2.6.2)
Some aspects of technique need real-time intervention, or are too complex to de-
scribe retrospectively after the entire performance is over, even with the help of
playback, and need to be addressed immediately, by interrupting. The first expe-
rience students will have had of being interrupted is the Grandmother Test in
Initiation (CC-4.2.2), in which any nonsense produced during retelling is met with
aloud ‘Hunh?’ from the appointed ‘grandmothers’ in the class. Stop-start instructor
coaching can be seen as an extension of this in a ‘hands-on’ procedure (with advance
warning and explanation to students, of course) in which the instructor interrupts
the student with quick local, chunk-by-chunk coaching cues, asking for segments
to be repeated, prompting corrections or offering solutions and better versions.
This method is most productive for drilling any specific problematic aspect
of performance that is locally manifested (albeit with potential knock-on effects),
including

i. Technique: in sight translation or early SI-text, to drill deverbalization and
chunking, with ‘on-line’ prompts to look further ahead, or cues on where to
start or how to ‘escape’ from an awkward structure.

ii. Language: for work into B, especially ‘tough love’ drills aimed at eliminating
persistent errors of grammar, agreement or pronunciation, or for drilling more
natural, expressive prosody.

The authors have found that motivated students consistently appreciate and consult
teachers who, though seemingly ‘harsh’, do not hold back from frank and detailed
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feedback - provided that, crucially, it is also constructive, reflecting visible effort
on the instructor’s part to diagnose the problem, even if she does not necessarily
offer an immediate quick-fix solution. This appreciation is further strengthened if
the instructor (i) can recommend targeted ‘treatment’ for the problem, especially
if s/he can provide or point to material for the student to practise on; and (ii) if
s/he also offers a model of performance by demonstrating, and can answer ques-
tions and challenges to them cogently.

Motivated students also understand the benefits of fine-grained guidance, in-
cluding - once they have been explained - hands-on drills involving interruptions,
prompts and re-doing of problem passages. Alongside other kinds of more holistic
feedback, this format is beneficial for stubborn and unacceptable linguistic errors as
well as local techniques like chunking, ‘taking the plunge’ (where and how to jump
in’ to a new utterance: CC-8.4.1/TG-8.4.2), looking ahead in sight translation, etc.

General and detailed feedback can be followed by more hands-on coaching. A
student can do a passage once and the instructor can give macro-comments, then
go through the whole thing blow by blow, then redo it in a stop-and-start-drill
with a particular focus.

Intensive coaching is part of a method of training known as ‘deliberate prac-
tice’, which trainees can also apply in their own time, in private coaching or alone,
as described in 2.6.2 and Table 2.2. To be effective, such coaching must be targeted,
addressing the next level of skill, not tasks that are too far beyond the trainee’s abil-
ity. Ericsson warns that “if a coach pushes you too fast, too hard, you will only be
frustrated and may even be tempted to give up trying to improve at all”. (2007:6).

Show, don't tell: eliciting self-correction

For language enhancement, research in SLA suggests that ‘recasts’ (when the
teacher repeats a student’s incorrect utterance with the correct version) are not
always the most useful kind of feedback, because students do not notice the cor-
rection. Better outcomes are achieved when the teacher helps the student recog-
nize and correct his/her own error. The success of this method is attributed to the
student’s active participation in the corrective processes (Lyster 1998; Lee & Lyster
2015; Mackey et al. 2000; Russell 2009). The instructor must

i. probe for the cause of the error, identify it, lead the student to realize the
problem, then elicit self-correction (instead of just telling the student what
was wrong and what the correct version should have been); then

ii. construct some similar problem scenarios for the student to try solving straight
away - for example, making up sentences in various contexts that exhibit the
same problem structure or contain similar problem expressions, and make the
student instantly produce good versions to show that s/he has understood the
pattern.
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2.5.9 Explanations, theory, metaphors and models

Theories, models, analogies, metaphors, diagrams and other ways of explaining
a process are a more or less inevitable component of all teaching, but can never
replace, only complement practice with feedback.

“Theory’ in the form of generalized explanations and models of some part of
the communication or interpreting process can play a key role in training at dif-
ferent levels — course design, instructor training and classroom - with the right
dosage and timing, as discussed in TG-12. Many instructors use findings from
the cognitive sciences (which include psychology and linguistics) to good ef-
fect — such as, for example, Relevance Theory to explain the role of inference and
the many sources of context in communication (12.2.2), or Gile’s ‘Effort Models’
(2009: 157 ff.) to explain limits on processing capacity (TG-6.8.3.1, 8.6.1.2), or his
Gravitational Model of lexical availability (2009:226 fI.).

However, we have no scientifically validated model of the whole process of
interpreting, a highly complex task involving cognitive, linguistic, motor, and so-
cial skills. As with other ‘performance’ types of expertise, the practitioner turned
trainer instinctively turns to metaphor, anecdote, and motivational lectures, in the
hope that experience and enthusiasm will rub off on the eager trainee, along with
earnest exhortations to hard work and practice.

A good metaphor can speak to the imagination of most students and is thus a
respectable educational aid, and translation and interpreting teachers have always
been fond of using them to explain the interpreter’s task or role, or processes like
note-taking or SI. Examples mentioned in these books include the metaphor of
a tree whose pleasing exterior can be reproduced with new leaves (the TL) based
on an enriched memory of its internal, branching structure (for Initiation, CC-
4.2.2.1); or the Paris school’s ‘currant bun’ (brioche aux raisins) to illustrate what
happens to the different elements of a speech in the interpretation process (CC-
4.3.1). In another cooking image, the soup-mix, consecutive notes can be seen as
dehydrated soup-powder, with memory and the target language as the hot water
that turns the powder back into soup; along similar lines, an ‘hourglass’ or ‘bot-
tleneck’ diagram can suggest how notes are selective, especially when most of the
material is familiar, or can be pictured, or held in conceptual memory. A few notes
suffice for each successive idea, being ‘re-expanded’ into words later, with memory
supplying elements of style, tone or emotion and the volume of notes relative to
words shrinking as the speech progresses.

Another image, of the interpreter as a forest or mountain guide, highlights
the role of preparation in proving an optimal communication service. While this
applies in a limited sense to any mode that involves a ‘capture’ phase (an opportu-
nity to visit the speech before rendering it, as in consecutive or sight translation),
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it is especially apt for SI-text (CC-9.2.3.2). The guide goes over the route noting
and marking its highlights, tricky passages, vistas and places of interest, rehearsing
the tour she will lead on the following day, so that she can then sound confident
while informing, guiding or entertaining her clients, as if she were long familiar
with the terrain.

Theoretical explanations and metaphors are effective in the skills classroom
only if

a. theyare timely - usually after students have tried the task at least once or twice;

b. they speak to the imagination: the instructor must check that the analogy
is helping, ‘connecting’ with the students’ own experience and helping them
understand their problems;

c. the concepts used are clear and unambiguous. Aim to agree on a ‘metalanguage’
about interpreting from an early stage in the course.

2.5.10 Agreeing on terms

Trainers sometimes find that students have misunderstood advice they receive -
for example, an instruction like ‘follow the speaker closely’ might be taken as an
invitation to translate literally instead of just an (intended) warning against falling
too far behind; if another teacher urges them to ‘stand back’ from the words, stu-
dents may complain that they are getting conflicting instructions (Takeda 2010).
Clarity in teaching can be greatly improved by establishing a shared metalanguage
among all teachers and students for discussing interpreting in class and in feed-
back. This can be done in the Theory class (TG-12.3). Examples of terms to be
covered are given in the box below.

A shared metalanguage for discussing interpreting
Make sure that instructors/the school share with students an understanding of the use of
a few key terms, such as:

Working languages: active/passive language (A, Bsim, Bcons, C)
Modes and settings: dialogue, full consecutive, community /PSI, conference interpreting

Listening and analysis: active vs. superficial/selective listening; discourse modelling (men-
tal) vs. outlining (on paper); message, ‘point, communicative intent; deverbalization;
linguistic interference: calque, faux ami;

Concision, compression, summary/précis; abstracting/gisting; paraphrase;

Speaking: oralising vs. reading vs. improvising; delivery types: unprepared/ impromptu,
semi-prepared, scripted (pseudo-oral vs. recited)

Consecutive: capture/delivery; cue(/key)words, links; mood/affect markers; verticality,

indentation, stacking, boxing; signposting, packaging, cohesion: ‘Ear-Pen Span’
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Memory: episodic, echoic, short-term, long-term, schemas (scripts, frames); procedures

Attention(al) resources, processing capacity; cognitive (over)load; ‘problem trigger’
(Gile 1995/2009)

Language readiness, lexical availability; implicit and explicit competence; selective
activation; ‘syntacrobatics’; ‘bilingual phrasebook’

Knowledge: world/encyclopaedic, specialized, relevant, local; what is ‘technical’?;
priming, activation

Exams (for transparency): predictive and summative assessment; criteria: fidelity,
expression, delivery

Errors, omissions, vagueness, ambiguity, communicativity, demeanour etc.

SI: smart shadowing (same-language SI), cloze; (linear) chunking and joining, anticipation,
framing and filling (approximation-compensation), entry point, placeholder, padding,
segmentation, reformulating, simplification, generalization, abstracting

Processes vs. techniques vs. strategies (see 3.4.2.1); lag (décalage, EVS);
Expertise vs. survival: coping; parallel reformulation; stepping stones

Quality: goal of interpreting: default, optimized, constrained

Fidelity: basic, default and optimal

Accuracy: completeness, precision; omission, major meaning error, contresens
Presentation/delivery; over-translation, under-translation, distortion, dilution, vagueness
Expression: register, fluency, prosody, style, eloquence

Communicativity

Optimization: of form/ of content /of process; annotating, explaining, clarifying,
correcting, filtering, toning down, censoring...; cultural references: localize or preserve
Mediation, mediator; adversarial vs. cooperative communication; ‘strong’ mediation,
advocacy, arbitration

Professionalism: craft, moral and ethical, service/practical; competence, expertise
Ethics: competence, integrity, confidentiality

Role: neutrality, fidelity, loyalty/affiliation

Sender, Receiver (addressee vs. listener), Client (vs. user); ‘pure’ user/listener

Market organization: consultant interpreter, agency, ‘co-opetition’
Inquiry vs. option vs. firm offer

Cognitive and linguistic theory: context, cognitive effects, availability, schema,
metarepresentation

2.5.11 Instructor demonstrations

Instructor demonstrations are usually highly appreciated by students and can be
very helpful to them in all modes. Demonstration by the instructor of anything
s/he is asking the students to do, from the first simple exercises like cloze, para-
phrase or summary to the full interpreting task in each mode as it is introduced,
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is necessary for clarity and accountability, good for credibility, and an excellent
pedagogical tool, especially through the Q & A session which should follow. The
best value is derived

» In ST: when students also have the text;

» In Consecutive: when the students can also see the instructor’s notes — for
example, by projecting them while they are being taken and keeping them
on the screen during delivery,” and for the subsequent Q & A and discussion
(with playback if necessary), perhaps with the instructor doing a self-critique
(do as I say, not as I do!);

» From SI-Experimentation onwards, students can learn a lot about technique
from listening to good interpreters working in their own (the student’s) lan-
guage combination, for example on visits to real meetings to listen in (with
their permission) to different professional interpreters’ performances. In class,
the instructor can sit in the booth and do alternating segments of SI with the
student (Seleskovitch and Lederer 2002: 186-7; see also Altman 1989b).

2.5.12 Combining teaching modes

These different teaching modes can and should be combined. Explanation can be
combined and alternated with demonstration, then students can be guided slowly
in a controlled stop-start procedure, to guide them in applying the technique. In
consecutive, for example, the teacher can listen to a paragraph, write notes on the
board, show what s/he chose to write down, explain why and how s/he captured the
successive units of meaning — then have the student do slow-notes on a sentence
or two, and

»  Ask the student “What are you going to write down in the first sentence? Why?
How?”

» Offer tips: “Say you wanted to get this thing down in your notes, what are
the options for recording it fast and unambiguously? Abbreviation? Symbol?
Arrow?” - talking the student through the process, asking questions and giving
tips as you go.

In summary, the best way to bridge the declarative-procedural gap (see 3.2.4.2) is to
alternate between practice-plus-feedback, prompting or coaching, and where use-
ful, explanation or theory and occasionally, teacher demonstration. For example:

9. On the use of digital pen technology, see TG-6.6.4 and Andres (2002), Orlando (2011,
2014) or Navarro-Hall (2012) and https://www.youtube.com/watch?v=DDyilkeov8A (Accessed
December 6, 2015).
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1. (For initial or special exercises): The instructor first describes the task, giving
an example;

(for full-task interpreting): brainstorming for contextual activation.
A student performs the exercise or task on the selected material.

3. Thestudent is coached to find a better way (‘procedural’) with prompts or ques-
tions, or suggesting heuristics, and by then going around the class for possible
alternatives.

4. Relevant knowledge (‘declarative’) can then be shared - a nice tip for a good
word, a symbol or abbreviation for note-taking, or a metaphor or model to help
picture the processing constraint and rethink tactics. If necessary, the instruc-
tor can also offer a complete or partial demonstration, and answer questions
on her choices and technique from the class.

5. Finally, practise again, focusing on the current challenges (see deliberate prac-
tice guidelines).

To summarize this section, Table 2.1 contrasts some dos and don’ts of effective
teaching.

2.6 Expertise and deliberate practice

Personal study and practice has always been recognized as playing a vital part in
training to be an interpreter. Active and passive language proficiency and general
knowledge will need constant and regular work before and during the course to
attain the levels required for conference interpreting, continuing throughout the
professional’s career (perhaps peaking again at times with the addition of working
languages).

At first there should be rapid linguistic progress and cognitive expansion from
a low (good undergraduate) baseline, but private study will have to become in-
creasingly targeted to be efficient, especially by the Consolidation stage, when
more time will be taken up with homework preparing specific topics for classes
and mock conferences.

In terms of practising interpreting skills proper, we have recommended that
from the early Experimentation stage in Consecutive through to the end of the
course, students devote around 8-10 hours per week to practising in groups, tak-
ing turns to prepare and deliver (or find) speeches (13.2.4.2). SI practice in pairs
or groups outside class should also begin from Experimentation, but not before.
Guidelines are set out in Appendix C to CC-5, with additional points for SI in
CC-8.3.6.

However, research into the nature of expert performance and how it is attained
shows that the quality of practice is at least as important as the number of hours
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Table 2.1 Effective and ineffective teaching: classroom best practices in interpreter training

Ineffective (don’t)

Effective (do)

Principle

Feedback

Stopping at purely generic
feedback: read a speech, listen to
the interpretation, make some
general comments and criticisms,
mostly about the product

(what was missed, what word

or expression wasn't right), and
move on.

Skilful pedagogical querying after each
performance task to unravel problems -
of language vs. technique vs. attention
management, etc.

Fine-grained, focused critique:

»  Focus on a specific aspect (e.g. segmenta-
tion, pausing in the right places, etc.).

> Target weak points and specific challenges.

> Don't be afraid of detail.

‘3D’ feedback: a good instructor should be
able to trace back most problems to their
source, explain them and offer remedies
or exercises.

Example: in SI, have a script to follow
against and mark points for feedback; then
use the script to do a blow-by-blow ST-
based exercise, focusing on SI technique,
problem-solving, where to attack sentences,
how to join up the chunks, etc.

Lectures and

One-way lecturing that never

To explain communicative or cognitive

Imagination and clarity in explaining

theoretical gets beyond general declarative processes, use metaphor, allegory, or more processes.

explanations statements - either barrenly sophisticated theory or models etc. - but Adapt choice of model, image or citations
theoretlc{aL or sweepmgl)f checkmg that s'tudenFs have made' the of research to what students respond to
exhortative and prescriptive — connection with their own experience by best
‘take fewer notes, ‘raise the following up with free Q &A, discussion. Be
register’, ‘shorten your lag’. ready to drop anything that doesn’t work.

Demonstration Instructor only ever ‘demonstrates’ Instructor demonstrates on the same materials ~ Offer a model of performance. Students

on easy, shorter passages, after the
student has done the passage, or

on material prepared beforehand;
can’t answer questions or explain.

and in the same conditions (unseen, etc.), again
followed by an opportunity for Q&A, checking
that students have drawn some useful lessons.

learn more than we think from the
opportunity to see the instructor doing
the job and ask questions.

Class management

Waste valuable skills class time
teaching domain knowledge or
discussing details of terminology.

Announce topics in advance so that students
can prepare on their own, and check how
students have prepared the topic.

Focus class on Skills training, with
Language support where necessary, leaving
knowledge enhancement to students (with
guidance on topic preparation).

Provide or prescribe deliberate practice and
targeted coaching.

Identify and target weak points and check
for improvement.

Follow-up General comments on how to do
better, study more...
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put in. Ericsson and Smith (1991) identified the two aspects of expertise most
generalizable across tasks as (i) acquired mediating mechanisms (TG-9.5.1); and
(ii) deliberate practice.

2.6.1 Expert performance research

Researchers on interpreting have been interested to study how experts in various
fields - air traffic controllers, tanker navigators, chess masters, concert violinists,
figure skaters, electronic game champions and many others — perform these highly
specialized tasks and develop and maintain their skills. Two broad conclusions
emerge, about the mental configurations that act as mediating mechanisms to
underpin expert performance, and the training and practice that maintain them.

Early studies found that most forms of expertise “are the result of vast amounts
of knowledge and pattern-based retrieval mechanisms acquired over many years’
experience” (Chase and Simon 1973). In their analyses of expert performance,
Ericsson and colleagues have shown that experts have not only more but better
organized knowledge, so that they can access it reliably when it is needed (Ericsson
and Kintsch 1995; Ericsson 1996 and passim). Experts make greater use of recog-
nition and retrieval than novices do because more tasks and components of tasks
in the domain of expertise will be routine for them. In short, two key factors in
expertise are relevant: knowledge organized in retrievable schemas, and the auto-
mation of (retrieval and other) procedures.

Deliberate, concentrated and task-relevant practice appears to be a critical fac-
tor in acquiring and maintaining expertise (Ericsson and Smith 1991). Practice it-
self has been found to lead to cognitive changes, allowing experts to bypass normal
information processing limits, like Miller’s (1956) famous basic working memory
capacity of 7 + 2 units (Charness et al. 1996; Clark 2008: 77-82; see discussion in
TG-6.8.3.2).

Expertise is domain-specific, making generalization from studies of widely
differing professions difficult, but the notion is applicable to interpreting. In ex-
pertise research, a ‘domain’ of expertise is a composite of procedures and special-
ized knowledge (K and S), both at least partly internalized (familiarized, made
automatic). On this analogy, examples of ‘domains’ in interpreting might be ‘SI
on central banking’ or ‘consecutive for legal depositions’, either of which could be
selected by students for a training session.

The clearest shared feature of preferred training exercises in all domains was a
combination of effort (or concentration) and relevance to the criterion task: asked
what practice tasks would best help them improve, experts selected activities that
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were almost identical to what must be done in actual performance (Starkes et al.
1996). The key characteristics of deliberate practice are described below.

2.6.2 Deliberate practice

Deliberate practice refers to highly targeted forms of individual training that focus
on weak points, involve repetition and coaching, and are typically much more
taxing than casual and random practice without particular attention to the choice
of task and materials (Table 2.2). Such deliberate practice has been found to play
a major part in the acquisition of expertise. Ericsson et al. (2007) observe that

The development of expertise requires coaches who are capable of giving con-
structive, even painful, feedback. Real experts are extremely motivated students
who seek out such feedback [and are] also skilled at understanding when and
if a coach’s advice doesn’t work for them. The elite performers we studied knew
what they were doing right and concentrated on what they were doing wrong.
They deliberately picked unsentimental coaches who would challenge them and
drive them to higher levels of performance. The best coaches also identify aspects
of your performance that will need to be improved at your next level of skill.

(2007:6)

Certainly - as is often the case with exciting new ideas - claims for the benefits of
deliberate practice have sometimes been overstated, notably in the ‘10,000 hour
rule’ (the number of hours supposedly needed to become an expert), and the idea
that “talent is overrated” (Colvin 2010) or that “no characteristic of the brain or
body constrains an individual from reaching an expert level’!° Recent research
(e.g. Hambrick et al. 2013) has put things back into perspective. Expertise almost
certainly needs both talent - for interpreting, in linguistic and verbal skills, in
particular, whether innate or cultivated from early childhood - and hard work:
interpreters are both ‘born’ and ‘made’.

What is not seriously in doubt is that progress to mastery is accelerated - in
individuals with aptitude - by deliberately choosing problems at the next level
of skill, and working on them repeatedly, rather than doing unfocused practice,
however extensive, on what you can already do well or what you most enjoy; and by
accepting an intensive regime of practice with stop-start and repetitive coaching.
The key features of deliberate practice are summarized in Table 2.2.

10. Attributed to Karl-Anders Ericsson by HOW2, an open-learning course on deliberate
practice.
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Table 2.2 Characteristics of Deliberate Practice
(adapted from Shadrick & Lussier 2009:293-294)

1

Repetition

Task performance is induced by presenting designed tasks rather
than waiting for these task demands to occur naturally. A goal of
deliberate practice is to develop skills that operate expertly and
efficiently.

Focused feedback

Task performance is evaluated by the coach or learner during
performance. There is a focus on elements of form, critical parts of
how one does the task.

Immediacy of
performance

After corrective feedback on task performance there is an immediate
repetition so that the task can be performed to better match the
processes of experts.

Stop and start

Because of the repetition and feedback, deliberate practice is typically
seen as a series of short performances rather than a continuous flow.

Emphasis on
difficult aspects

Deliberate practice will focus on more difficult aspects. For example,
when flying an airplane normally only a small percentage of onée’s
flight time is consumed by take-offs and landings. In deliberate
practice simulators, however, a large portion of the time will be
involved in landings and take-offs and relatively little in steady-
state flight. Similarly, rarely occurring emergencies can be exercised
regularly during deliberate practice.

Focus on areas of
weakness

Deliberate practice can be tailored to the individual and focused on
areas of weakness. [...]

Conscious focus

Expert behavior is characterized by many aspects being performed
with little conscious effort. During skill acquisition individuals
acquire mental models that trigger immediate access to relevant
actions and situational factors. In fact, if the expert had to attend

to a few elements of the situation rather than the overall situation
their performance [would be] degraded. During deliberate practice
the learner may consciously attend to a particular element of

the situation in order to improve some special aspect of task
performance. After a number of repetitions attending to the desired
element to ensure that it is performed as desired, the learner
resumes performance while focusing on the overall situation rather
than the particular element.

8

Work versus play

Characteristically, deliberate practice feels more like work and is
more effortful than casual performance. The motivation to engage
in deliberate practice generally comes from a sense that one is
improving in skill.

9

Active coaching

Typically a coach must be very active during deliberate practice,
monitoring performance, assessing adequacy, and controlling the
structure of training.

EBSCOhost -
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Some observations are necessary to understand how these principles are best

adapted to interpreter training:

i

il

Designed tasks (1) are presented as more efficient in that they allow targeting of
selected challenges rather than waiting until they occur naturally. In interpret-
ing, to preserve authenticity and naturalness, speeches for practice would be
carefully selected (as part of an MA project for example) and stored in school
libraries, for a high incidence of target features like numbers, culturally loaded
or ‘untranslatable’ items, speaker rudeness or incoherence, etc.

Repetition (1 and 3): Most input speech for interpreting, though not necessar-

ily ‘original’, is new every time in multiple dimensions, and a key challenge of

expertise - in free SI, in particular - is to develop technique to deal with new,
unseen material successfully at the first pass. Some trainers report repetition
of the same SI exercise to be counterproductive, since students often repeat
poor expressions (Seleskovitch and Lederer 2002: 176). But repetition may be
effective for certain ‘consistent-mapping’ and therefore automatable responses

(discussion in TG-3.2.3, 3.2.4), for example:

- for remedial correction of production problems that have relatively con-
stant, clear-cut right and wrong responses regardless of context, such as
stubborn errors of grammar and pronunciation in a B language. Also, in
modes with more control like consecutive or sight translation, re-doing
the same exercise can help to correct general problems such as verbal tics,
voice melody, grammar, and even links and coherence.

- when practising on material that is not original, but rather frozen and
formulaic (e.g. some institutional discourse), where performance (or the
ability to ‘survive,, on fast and recited speeches) can be improved by know-
ing stock equivalents of both words and structures (CC-8.5.3-8.5.4).

Nevertheless, these are special cases. Repetition should be used sparingly, to avoid
the risk that students might begin to dwell on word choice, thinking the solution
lies there and never quite coming to terms with the inherent one-pass, never-
repeated reality of interpreting.

iii.

iv.

Stop-and-start format (4) can help for problems in these same two categories;
but again, continuous flow must also be elicited frequently (as will be typical
in class performance), building up to the fully integrated situation of mock
conferences.

Targeting and automation (7) is effective for isolated and identifiable local
hazards as described above, and for various ‘automatable’ nuggets like cliché,
jargon or boilerplate expressions for which interpreters should have ready
equivalents — but again, the focus should always subsequently return to the
whole (‘gestalt’) performance.
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2.6.3 Private study and deliberate practice

Before they graduate, students should understand that to get from being oper-
ational (as of graduation — sometimes also called ‘journeyman’ level) to being
expert (able in particular to deal with very difficult speeches) takes years of not
only practical experience but also ongoing deliberate practice. This may include
recording difficult speeches, keeping difficult texts, seeking out difficult speeches
in particular genres for practice, recording one’s own work, analyzing weak points
in knowledge, language or skill, and then doing focused practice on them.

The disciplines and techniques for self-improvement can be taught in school,
and should continue throughout an expert’s career; indeed expertise research sug-
gests that skills stagnate at journeyman’ level without it. Colvin (2010) observes
that “[great performers] isolate remarkably specific aspects of what they do and
focus on just those things until they are improved” (2010:68), and “never allow
themselves to reach the automatic, arrested-development stage!! in their chosen
field [but instead] engage in ongoing deliberate practice in order to keep improv-
ing continuously” (ibid.: 83).

Interpreters who aspire to being true experts must naturally cultivate and nur-
ture their skills constantly, just as concert pianists continue deliberate practice after
they start being paid to perform concerts. Deliberate practice can bring actual
improvement as distinct from mere maintenance.

2.7 Summary

Quality teaching is obviously key to successful training outcomes. In an updated
apprenticeship model, the new ‘master’’s role is to guide and encourage, not just
dictate and correct; to show rather than just tell; to sense when to slow down and
explain, and when to speed up or put on a bit of pressure; to use whatever combina-
tions of explanation, theory, imagery or demonstration it takes to be sure that your
advice will mean something when the student next encounters the same problem
(‘do as I say, not as I do’ won't cut it); to be clear and consistent, and careful not to
contradict yourself; to be able to advise students on how to practise out of class; and
not least, always to put yourself in the place of students who are probably at least
as smart and keen as you, though perhaps less knowledgeable, and each of whom
has yet to assemble the skills in their own way. All this takes dedication, and some

11. The notion of ‘plateaux’ in skills acquisition that must be overcome to attain expertise goes
back over a century (Bryan and Harter 1897, cited in Ericsson et al. 1993). For a recent study in
interpreters, see also Tiselius (2013).
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homework on your part (finding and sharing sources of materials, listening to stu-
dent recordings, providing personalized feedback, coordinating with other teach-
ers). Some key points to follow for successful teaching are summarized in Table 2.1.
Class size and configurations have already been discussed here in 2.4, but ef-
fective training also depends on certain ‘upstream’ enabling factors, not least an
overall curriculum that provides for a progression in skills acquisition and task
difficulty while covering all the other components of all-round professional com-
petence. This design will depend on the overall pedagogical strategy, which in turn
depends on our understanding of the task. This task analysis, and the rationale for
our pedagogical choices, based on a critical review of ‘component-skills’ training
approaches, are set out in the next chapter, followed by the main design features
of our proposed curriculum, and an overview of assessment through the course.

Appendix A
Speech Difficulty Index (SDI)

This index (or calculator) uses four key parameters to estimate the general difficulty level of a
speech for training or testing:

a. Subject Matter

b. Speed of delivery

c. Density and Style

d. Accent and Prosody

Each is evaluated on a 6-point scale. (This is considered good practice for several reasons;'? the
bottom and top levels anchor the extremes but will hardly be used in teaching applications,!3
leaving four operational levels, an even number that avoids a ‘catch-all’ dead-centre.)

Scores can be augmented with pluses [+] if more and finer distinctions are desired. As a
very general heuristic, scores can be summed (when no values are extreme) to obtain a rough
overall difficulty index (cf. Honig 2002). The definitions of the four parameters and their levels
are followed by some comments on this experimental scheme.

A. Subject Matter

Knowledge in conference interpreting trainees is expected to be at post-graduate level in general
terms (roughly, up to level 3 on this parameter) but as the course proceeds, will increasingly be
biased toward certain domains more often met in interpreting. From level 4, therefore, subject
matter difficulty must be judged against the knowledge assumed or expected in trainees at the
current stage in the course, not to general-population education levels. A topic that would be

12. http://www.carla.umn.edu/assessment/vac/improvement/p_6.html (Accessed December 2,
2015).

13. With rare exceptions: for example, Density/Style 1 (very redundant, easy chatter) might be
used in early ‘Strand A’ SI-Initiation exercises (CC-8.2.2).
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considered ‘specialized’ in general education terms - for example, budgeting, climate change,
renewable energies or development aid — will thus be considered ‘moderate’ for students if it is
part of the mainstream target domain and has been abundantly covered in class, and for profes-
sional interpreters, even ‘easy’. Conversely, an ostensibly ‘high school level topic - e.g. casual
talk about football, golf, films — might be very difficult for a senior professional interpreter who
happens to take no personal interest in that subject. To adjust for this ‘subjective’ factor, values
can be lowered by a notch when the topic is within the target domain of the course, and raised if
it has never been covered in class and probably unfamiliar to students. Difficulty also increases
with any culturally-loaded, organization-specific, highly intertextual or original content.

1. “Trivial.

2. ‘Easy’ even for a high school audience to follow, relate to, understand, discuss.

3. ‘Moderate’: pitched to an audience with university-level education, but readily within the
grasp of non-specialists.

4. ‘Professional’: mainstream in the market domain(s) targeted by the course (see CC-7.3.2,
‘professional texts’ for knowledge domains considered mainstream in most courses), and in
which conference interpreting students are expected to have acquired relevant schemas and
terminology.

5. ‘Specialized’, drawing on knowledge, technical terms, categories and distinctions that most
well-educated university graduates would not have outside their own discipline and experi-
ence. Professional conference interpreters without a personal background in the topic would
need to prepare specially to do an adequate job. Students will have acquired some relevant
knowledge and language, but such topics must be announced two weeks in advance of the
final exam. Examples: in-depth discussions of financial architecture, doctrines of contract
law or international law.

6. ‘Technical’ and/or abstruse, targeting experts in a narrow and unfamiliar discipline. High
density of unfamiliar technical terms. Would require extensive preparation for a professional
conference interpreter, and many would not take this kind of assignment (e.g. medical, en-
gineering), unless they had a background in the field.

=l

. Speed of delivery (wpm only indicative, of course!?)

. “Artificial’, controlled speed (<100 wpm).

. ‘Easy’ speed (100-120 wpm).

. ‘Moderate’ speed (120-140 wpm).

. ‘Challenging speed (140-160 wpm): professional conference interpreters can keep up, give a
(mostly) complete if compressed version, but may find the pace uncomfortably fast and tiring.

5. ‘Difficult’ speed (>160 wpm): even skilled professionals find it difficult to keep up, will drop

content, must resort to gisting strategies.
6. ‘Impossible’ speed: even skilled professional interpreters may well be overwhelmed (e.g. TV
pre-election debate between multiple well-prepared candidates, journalists).

BW N

14. ‘Words per minute’ is too rough a measure of delivery speed, yielding wide variations de-
pending on the language and how we define a ‘word’ (whether agglutinative, like German,
Turkish or Finnish, or isolating, like English or Chinese). Syllables per minute might be a better
guide, but syllables are hard to count; also, the proportion of semantically-charged syllables
seems to vary between languages (as well as speech genres, of course).
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C. Density and Style

This category conflates information density (usually increased in prepared written presenta-
tions), style (register/formality, linguistic sophistication and complexity, lexical richness), and
originality, or (un)predictability of concepts and arguments, as well as ‘translatability’.

Density: the proportion of new to old, redundant or unpredictable information in context.

» Low density: e.g. one sentence with key new information followed by a few sentences of
elaboration that is quasi-redundant or quasi-predictable.

» Medium density: one sentence with key new information followed by a few sentences of
elaboration, but with lower redundancy/predictability and with specific facts, figures,
names.

» High density: nearly every sentence contains new information; very low predictability;
overall high frequency of names, terms, numbers, and detailed specific information.

Style includes factors such as literariness’, register, lexical richness, syntactic complexity,
sentence length, semantic density, discourse structure, rhetorical devices, originality or

sophistication, but also translatability.

As with Subject Matter, in the case of SI-text the index of difficulty should be notched up one
level if no text is provided, and down one level if text is provided in plenty of time to prepare (or
for sight translation, if it is provided in advance or read out first). Values of this parameter are
often correlated with the scale of written- or preparedness, given in CC-4.5 (q.v.).

1
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‘Chat’: Redundant, predictable and/or unoriginal (but not incoherent) talk, using simple
vocabulary, usually associated with (inexpert) impromptu delivery.

‘Informal (oral) presentation’: Low information density (comfortable r