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Editor's Introduction

It was especially gratifying to serve as the program
chair fofr uﬂ:ee Seventh National Convention of CIT and as
editor o proceedings. What a joy to see esentations
which were enjoyed by conference ?mccpmtr‘ turned Into
the written word so that all me rs of CIT, interpreter
educators, working interpreters. and students of
interpretation can benefit from in the wealth of knowledge
that was shared at that convention.

I would like to thank the 1986-88 board of CIT, the
members of the 1988 convention committee, and the 1988
rogram committee., A specital thanks is due to JoAnn
pbell (President 1986-88) and Gall Partridge (convention
chair) for making the Seventh National Convention the
resounding success that it was. lwuldalaolkclocnm:ny
warmest appreciation to Donna Refter Brandwein for her
kind concern before, during, and after the convention; to Dr.
Marina Mcintire for her P "beyond the call of duty” during
the preparation of these proceedings: and to CITs current
board for entrusting me with the rc&gomlbduty of editing
these proceedings. Finally, I extend my heartfelt appreciation
to eacg of the authors for thelr dedication, cooperation, and
patience.,
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Making Sense in Interpreter
Education Programs:
Evaluation

John W. Oller, Jr.
University of New Mexico

Thank you JoAnn, and thanks to all of you for inviting
me to be here. It s an honor to talk at your annual CIT con-
vention. | feel almost as If 1 were at home, being here with so
many language teachers and trainers of teachers. If | were
only a signer! It has been an enlightening and invigorating ex-
perience to have spent the last two days with s0 many of the
country’s best Interpreter tralners, Coming from a language
teaching background, | have discovered, as 1 expected, that
we have much in common. If on‘zcl knew American Sign
Language or even Signed sh, common ground would
be stll greater. Therefore, | [ need to be a listener and a
learmer rather than a speaker at this convention. Still, it is my
hope, that we may be able to benefit each other. In spite of
some lt:;roﬂant differences between forelgn or second lan-
guage education and the training of Interpreters, there is
much that we have in common. However, | believe we have
more to leamn from you than you do from us, for reasons that |
will make clear in my first paint.

Actually, there are four points that 1 want to discuss: (1)
to encourage all of you on your substantial accomplishments
in iInterpreter education: (2} to consider a theoretical
perspective on semiotics, the study of representational
systems In general, and Its Ix:ﬂllcallom or Interpreter
education; (3) to deal specific with curriculum and
evaluation; m\::il (4) to speak y about how results of
research with cloze procedure support the perspective that |
will advocate here today.

First, m;yo:beooboldutoqwﬂhe:akwwordsd;m-
agement to a you conceming t [ percelve to your
unique place in the broad field of non- language In-
struction? Sandra Gish has said that goal for meetings
like this one is an abstraction, a broad intent to Inform, en-
lighten, educate, convince, and challenge, and | doubt that
she would disagree that in addition to in ton we all seck
encouragement and even inspiration at meetings lke this
one. In that vein, | would like to offer a few observations,




Based on what little contact 1 have had with forel
lan e teaching, second language Instruction, and the
whole family of related enterprises concerned with ge
teaching, it seems to me that you folks rank right at the top
in terms of the level of success achieved. Not only are you
forward looking In curriculum ideas and In approaches to
evaluation, but, more importantly, you aim higher than almost
any other segment of the broad dass of educators involved In

instruction

Most foreign language teachers are i thelr stu-
dents can just succeed In managing one side of a falrly simple
conversation. You folks alm for the capacity to do simultane-
ous Interpretation of more or less fluent native Interactions
across an Incredible spectrum of variabllity in style, topic,
context, etc. While it is widely acknowledged within your own
ranks that interpreter skills vary greatly, and that there are
some practitioners whose training wo have to be judzed'“

inadequate, it cannot be denled that you set a goal
youmhmmﬂlyachm;hmhukvdofmmmm
will be in most other language programs. Therefore,

it scems to me that you people and your organization have
much to offer to the language teaching profession at large.
Hopefully, increasing interaction at various levels will take
place and will be mutually beneficial.

To Hlustrate the point | am making. consider the fact
lone that, If | may say s0, 18 apt to be taken for granted), that
as | am speaking there are these two interpreters on either
side of me. One 15 simultancously translating (Interpreting)
what [ say into ASL while the r interprets into Signed
English. The fluency and, | may hope, accuracy with which
they are doing this and the visible differences between the
two systems provide an angle for viewing (literally, viewing)
the process use and discourse production that is
unavallable for languages per se, Furthermore, as [ was
watching the several ASL interpreters over the last couple of
days, and especially this morming, | also noticed that styles of
presentation are markedly different, and that these differ-
ences are more visible again, than they could ever be In
speech per se. For these and many related reasons, |
believe t interpreters and interpreter educators have an
angle on language itself, a particular way of viewing it, that Is
unique and valuable to linguistic and semiotic theory.
Thercfore, signed languages should enjoy an especially high
status when it comes to research and theory pertaining to
discourse processing and e systems In general.

This naturally brings me also to my second point: a the-
oretical perspective on semiotics [representational systems)
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which | want o recommend for your consideration. | know
that there is an intuitive appreciation of the importance of
such a theory because of the sorts of things | read in papers
coming out of your organtzation. For instance, in last year's
proceedings, J. F. Voss said, “Experiences are mapped into
our memory. A person who has a more complete map. a ‘high
knowledge individual’, can recall more propositions within a
discourse than a ‘low knowledge individual’ because the map
contains more chunks of Information and each chunk con-
tains more detalls.” This sort of statement, and others
could be cited, reveals a deep appreciation for the fact that
our knowledge and experience are intimately related to how
we comprehend, acquire, and use language. Voss's statement
reveals our common concern for semiotic theory.

For the next few minutes, I'd like to suggest a way of
developing and fleshing out that common theoretical interest.
No less a thinker than Albert Einstein remarked upon the
difference between the world we know through our senses
and the means by which we express and understand mean-
ings relative to that world. He said,

we have the habit of combining certaln concepls and
conceptual relations (propositions) so deflinitely with
certaln sense experiences that we do not become con-
scious of the gull — logically == which
scparates the wotld of sensory froen the
wordd of concepls and propositions (1941, as reprinted
tn Oller, 1969, p. 25

The question Einstein implies in his lucid remarks
conamsmcbwolmuconmcot:on:howacx:?wablcwunk
representations with the world of experien nfure 1 gives
a visual and schematic form to the problem. | call it the

“pragmatic mapping™ problem.

Facts Texts

Figure 1



The view that | wish to recommend for your considera-
tion Is that the primary problem of language comprehension
fand sensible production) 18 Jjust the one summed up in the
diagram — the problem of crossing Einstein's Guilf. Or, If we
think in terms of language acquisition over the long haul, the
same diagrammatic picture applies with equal force. It is still
a question of linking representations in one form with the
world as we know It through experience. On the other hand,
like all simplifications, this one overshoots the mark some-
what. It fails to suggest adequately that our knowledge of the
world as given to us by our senses and the manipulations we
perform upon that sensory and motor Information also has a
representational character. This latter fact is better displayed
in a more claborate version of the same theoretical idea.
Figure 2 makes some improvement.

Genersd Semictic
Cegocity

Universal Uriversal

Langeage Senvory-Motor

c”““' MA"
- M

The fact is that we have multiple ways of representing
meanings, m l:lnve _n;:o. mn-rcprzlcrlx‘t:tml way of
an at all. That is to say, guage compre-

henstion and language acquisition as a long-term process of
comprehension, involves the translation of representations In




one form Into representations In some other form or forms.
We make sense of a narrative text, a story, for instance, by
imagining a sequence of events that fit the story as it is told
to us in words. Or, we may move In the other direction. if we
tell the story, presumably we have some idea (some represen-
tation in another form) of the events that occurred, and we
interpret those events Into a different representational form.
in this case, words or signs.

However, as Figure 2 suggests, this interpretive process
involves a variety of representational forms, In the diagram, |
have only provided for three types of representational forms,
and, again, this i1s still an oversimplification of the facts.
Nonetheless, It may give us a better angle on just what com-
prehension (or making sense) consists of, and If so, it may
provide some clues as to how to design curricula for language
instruction. not to mention ways of evaluating them.

At the extreme left of the diagram we have language as a
means of representation. We think of language, just as
the diagram suggests, at more than one level. We may con-
sider the deep and presumably universal language system, L,
that underlies all natural language systems, or we may think
of the particular languages, L,. L;, etc., that this deep lan-

guage system makes possible. In the middle of the diagram
gestural or kinesic systems are provided for. These also come
in a variety of particular forms (K;, K;, etc.) and are delicately
linked to and coordinated with particular language systems.
They too, however, are undergirded by a universal kinesic
system, K. While some gestures have near universal meaning
across cultures and across language boundaries, there are also
many aspects of gestural systems that are mww by
convention. Interestingly, among the hearing . vocal and
articulatory movements provide the main basis for the ab-
stract sentation of meaning that we typically call lan-
g::ge. while other bodily &c:mm and facial expressions de-

the kinesic realm. In deafl world, it seems that almost
the reverse s true: lnASLatleu&.ocaolta{g:antoum
viewer-from-a-distance, bodily gestures provide means for
fully abstract propositional representations. while facial ex-
pressions and vocalization seem to play the supplementary
role of the kinesic system.

All of this suggests that American linguists of the
Bloomfleldian era were simply wrong in associating language
narrowly with speech. Language 1s . wider, richer, and
in every way imaginabie, just plain more than mere speech, or
signing for that matter, could cver be. This. presumably, was
part of the message that de Saussure tried to communicate 10



his students in Geneva even before the turn of the century In

his distinction between “langue et e.” However, many

linguists have unwittingly expressed too much concern for

to the exclusion of other semiotic systems, and too

little concern for language which, apparently, undergirds all

the public mmfemuonao(hnsau?ewbm we make our-
In

selves understood to others. g this, we rely on several
dwm\g\lalslmblc but closely Interrelated semlotic systems as

suggests.

At the deepest level of the postulated hierarchy of
semiotic systems s an abstract and general system for repre-
senting meanings, If such a and general system did not
exist, we would have no way of explaining how it 15 that we
can talk about what we see, This mm is implied, though not
developed fm. Jackendoll in book on Semantics and
Cognition d by MIT Press in 1983, That is, there
must be a decp representational system that mediates be-
tween what we see and what we say. Otherwise a person
telling a story about personal experience could not recall the
sequence of events that occurred, nor could the person lis-
tening imagine anything similar. Yet no one seriously doubts
that we can do these things.

In between the sensory motor systems (SM,, subordl-

nating SM,. SM;, ... SM,) represented on the right hand side
of the diagram (Figure 2) and the linguistic systems (L, sub-
ordinating L, Ly, ... L) represented on the right hand side,
are kinesic or gestural systems (K, subordinating K,. K,, ...
Kg). In the hearing world, as Roy observed In a recent CIT
publication, In speech comprehension, there are “prosodic
and paralinguistic cues which co-occur with the surface con-
tent of a message which lsteners use to evaluate message and
umnm%ul?ocmemostpanthquehab(mnllyuscdmdpa-
cefved, but rarely consciously noted and almost never talked
about directly.” In fact, it could be argued that hearing per-
sons use gesture, factal expression, and adjustments In tone
of volce to achieve certain auxiliary functions in support of
speech while In the deaf community gestures, In refined form
as articulate signs play the central role of carrying meaning,
while factal expressions and vocal movements, and pos-
tures carry the kinesic function. At any rate, the research
with hearing persons (Condon and Ogston, 1971) and deaf
alike (sce the forthcoming dissertation by Jellrey Davis from
the University of New Mexico) shows that there 1s a close co-
ordination between linguistic and kinesic systems, In fact, the
coordination Is so nearly perfect that n and Condon re-
marked that the interpreters and producers of meaningful
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signs are apt to resemble two puppets being operated by the
same puppeteer. Thelr bodily movements, eye blinks. and
signing gestures are normally that closely coordinated.
Focussing, then, on the language part of the semiotic
hierarchy, and more specifically on some one particular lan-
guage system, say the sign system we are trying to teach or
leamn, there are a vartety of ways that it can be viewed. For In-
stance, we may think of the capacity to use a particular lan-
guage as a composite of components of knowledge: e.g..
phonology, morphology, lextcon, syntax, semantics, and
pragmatics. This sort of view is shown In Figure 3. Or, an-
other way of viewing knowledge of a particular language s in
terms of distinguishable skills: e.g., listening. speaking.
reading, writing, thinking, and the like as shown in Flgure 4,

18t (nth) Language
Cspacity

Representation
(Text or Discourse)

whare oach of theae & a dstnot domain of grammar,
Hough intrrately related 10 P reat

Figure 3
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Ist (nth) Language
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Whers exch of Pase ' & Gafnct teTictc modalty,
PR rRTatedy Tekaned W0 TV 1e8T

Figure 4

While many discussions have been had over which of
these two ways of viewing language is preferable for one pur-
pose or another, it Is clear from a semiotic perspective that
the two alternatives are really just two different ways of look-
ing at the same thing. Both are valid and useful, However, it is
simpl{‘:n error 10 regard them as bﬂ:f in competition one
with the other. Nor are they exhaustive of the possible ways of
viewing language capacitics. There are many ways the many
faceted capacity that we call language may be turned, and
with cach new angle new facets come into view, It &s a truism
{and a trivial one at that) to say that language 1s a complex
phenomenon and that its coun intricacties are difficult to
capture from any one particular vantage-point. A simpler and
less Informative remark about the complexity of language
could hardly be imagined. Paraphrases of the statement that
“language after all s not simple,” entoned with grave aire and

8
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knitted brow, are trotted past the reviewing stand at every
possible opportunity, and those who advocate this banal tru-
ism are eager to plunge Into the bottomless pit of endless
analysis which follows closely on the hecls of thelr favorite
slogan. The temptation then is to attempt (no one can actually
do it) to prolong analysis infinitely by producing longer and
lor:ﬁ:v lists of potential skills, sub-skills, components of sub-
skills, subcomponents of components, elements within sub-
components, subelements of elements, ete., etc., ad infini-
tum. But there 18 no logic that can support such an approach
however often it may have been recommended and even at-
tempted.

All logie converges on the theme that language for all of
its diversity, for all of #ts complexities, involves the potential
at least for coberence, This potential, If nothing else, suggests
that there must be some connectedness between all the in-
numerable elements that might be imagined to be part of the
language capacity. That intrinsic interrelatedness of all the

is at least as undenfable as the fact that the countless
parts must be admitted to exist. And, just so, we come to the
third point in my talk: curriculum and evaluation. The ques-
tion to be addressed in this part is how do people leamn to the
interpret? Or more basically, how does anyone acquire a par-
ticular language system?

My guess is that skillful interpreters don't really chop

age up Into an Infinitude of separately identiflable bits
and pleces of unrelated components. The research on lan-
guage acquisition does not support the view that a curriculum
should consist of 50,000 bits and pleces of linguistic material.
Just as runners do not leam to run by Independently flexing
first their calf muscles one at a time, then the quadriceps,
then the ghuteus maximi, ete., ete., language users do not ac-
quire language In terms of se te and unrelated phonemes,
morphemes, words, skills, s ponents, and so forth, We
acquire language in whole contexts of communication where
all of the various skills and components are at least potentially
involved In acts of communication. Therefore, it makes no
sense to have curricula for language instruction where in one
class everyone learns only listening skills, or only English
phonetics. or only French morphology, or just practices
writing compositions, etc., ete, The re shows that
mare holistic approaches work better because there are natu-
ral transfers and benefits across modalities, skills, compo-
nents, etc. In fact, the examination of language proficlency In
terms of the traditionally distinguished skills shows that they
typécally, in normal language users at least. show a large com-
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ponent of common vartance In all sorts of well-designed mea-
sures. All of this can be summed up as shown in Figure 5,

3
-4

Schematic represeniston of hypothesl ed variasce overlap o
rtagratve tests of the iradifionally recognized four shls
o sormad popuiations of frst and secend BNGUage Barmens)

Figure 5

The general idea behind what | am saying is well tllus-
trated in some of the Vermont-farmer storfes told by your
own Dennis Cokely, The Vermont-farmer, in Cokely’s stories,
could have been a modern curriculum specialist — a person
with some substantial training In structural Ungulstics, a
Bloomfieldian-s .zie compartmentalist. He can’t see the forest
on account of ne trees. He treats his horse with
the same remedy of mo asses and cornmeal that killed his
neighbor’s horse the year before. Why? Because the connec-
tion between the curriculum and the result is beyond his the-
oretical perspective. He denies, in his rich appreciation of
the complexities of life, the relatedness of the treatment and

10



the outcome. He Is fully committed to the slo that, after
all, nothing Is sl . When asked by an ou which road
leads Into town, he allows as how he really doesn't care
whether ecither of them does. Looking at shorn sheep the
same guy falls to appreciate that they have been shorn all
over. The neighbor's comment that Jones has finished
sheering his sheep gets a skeptical response: “On this side.”
What is missing from the Vermont-farmer's understanding 1s
any sense of connectedness, and herein lies the key to a sen-
sible curriculum, not to mention sensible evaluation,

in fact, we might sum up the essential Ingredient of
methods of language teaching that work (see Oller and
Richard-Amato, 1 Methods that Work: A Smorgasbord of
Ideas for Language Teachers) in a few simple principles:

(1) The goal of language Instruction needs to be con-
centrated on communication — the establishing of community
or shared meaning. The problem from the learer’s point of
view Is first to understand the me of texts (strings of
ngnsnnmeurgcth.ng\nﬁee.ﬂen. the objective Is to acquire
the skills necessary to the production of those texts (or
signs). Finally, to do this under normal time constraints. All
the while, throughout the 88, the ct Is to under-
stand communications of persons and to communicate
in such a way as to be understandable. As Stephen Krashen
has so effectively argued, con to the claims of many crit-
ics and nay-sayers, the goal of Instruction is first
comprehension and subsequently production.

(2) Language Instruction should aim for success, for
mastery. A text uence of signs) that is not fully and flu-
c::lg compreh s and produced, that ll’:hnot f\:lllly dmmu:d
0 in terms o e pragmatic mapping tion illus
in Figures 1 and 2, has not been taught, Furthermore, as the
episode hypothesis clalms (see Chapter 2 of Methods that
Work), a story-line helps a lot. Comprehension s easier when
the text (the sequence of signs) that serves as the basis for
curriculum is connected and is leading somewhere. The
teacher needs to have this in mind. Unlike the Vermont-
farmer who doesn't care whether either of the roads in ques-
tion leads to town, the teacher needs to know where the
story goes and whether or not the student is following it.

comprehension there is the question of production.
Mare about that in a moment.

(3) In the materials used or adapted for classroom In-
struction a story-line Implies a great deal. It suggests logic

11




BRAKIng .~ SOMEE i T e s ]

and causality. The sort of language materfals that do not re-
spect the connectedness of normal events in experience, as
Otto Jespersen suggested clear back in 1904 (How to Teach a
Foreign mwd should not be used at all. Meaningful text
will involve plans and ug':ab where rise-value Is a neces-
sary consequence of difficulties the way between
the plan and the achievement of the goal. The curriculum
should rely on fact or plaussble fiction, Fantastic malarkey or
nonunseshouldmtbeuaed.mecharm:nmmeatwy-um
should be people students can identify with, The pursult of
goals those characters should involve meaningful conflict.
There be lots of action. Dramatizable action is casler to
understand than language that has no sensory-motor sup-
ports. (Here, as always, we have in mind the semiotic hierar-
chy and the normal way that representations in one form are
supported by representations in some other form.)

(4) Given an episodic curriculum — a uence of
episodes with a story-line connection — anguage
development can proceed at an optimal pace and in an
orderly step-by-step fashion with connectedness th ut,
The teacher and students alike can work through the
material a little at a tme, understanding all the pleces
eventually, because they are all connected to the meaningful
story-line. Some pundit sald, “Things are hard by the yard,
but inch-by-inch anything's a cinch.” With a story-line It
becomes possible to get the gist of any given episode on the
first pass, and with repeated passes, multiple cycles, to
expand upon the Initial comprehenston until it can be
described as mastery. Mastery of a sufficiently rich textual
bwsualﬂmluwaquumu.“mcnawuudbamu
grounded mmplauuble ﬁs'u?n or actual facts, thum will be
answers to the meaningf Frmnauc-l!y relevant) questions
that the teacher puts and It will always be possible to
paraphrase, translate, interpolate, extrapolate, summarize,
and review the textual basis in a great variety of ways,
Howcm.fwmypvcnepuode.hmmmcapccmewm
that teaching and testing can be Integrated into a coherent

and hng;mge acquisition can be assured, Needless to say,
innumerable variations on the theme developed here are

possible. For instance, the "st might be replaced by some
activity, game, or other mor?“mm event. Any of the fol-

lowing activities then could be appropriately re-interpreted:
() Present the episode. This 1s best done with a motion
pwmuﬁlmwamummmumnydmlopedlndﬂch

12




ry structure. Obviously the first episode In the series
to be pragmatically simple. It should lead to the sec-
which leads to the third, and so forth.

() Ask yes-no questions about what happened.

(€] View the episode again.

(d) Ask wh-questions that can be answered in simple
one-word responses. For Instance, what's the lttle boy’'s
name, assuming there Is one In the story? What's his sister’s
name? Etc,

(e} View the episode :

() Translate the lines of d e that appear In the
story-line into a language known to students to establish
every element of the meaning. The students need to known
what the facts are that are being discussed. Referring back to
Figure 1, this activity, will help to establish the pragmatic
foundation of “facts™ to which the elements of “texts” can be
articulately related. If both the facts and the texts are simul-
taneously varied at random, however, the learmer's task will
be almost impossible. That's why we must pin down the facts
feven if they are mere plausible fiction!),

@ Imitation. The students should be able at this point
to imitate each element of the dialogue in the mg;t lan
They may be clumsy (have lousy accents, etc.) at first, but
object s to elicit the best possible imitation of the text. Up to
nowdwyhaveumcndmnyamuawncmmewmaya-
tem. Now they need to handle sequences. Backward bulld-up
may be used. However, students need to get the idea that they
canpmducethetmlnthemrgulang\ngemGUmtmcym
expected to do so,

(h) Next, lines of dialogue can be elicited by asking
Questions that require mere repetition. Since the students
learned to do that in the previous exercise, thlslonotbczond
reach though it presents a allgh%mm difficult challenge
than the previous exercise. The A 18 to progress up the
ladder of learning just a small step at a time, No one should
beexpcctedtoleapamnmmgataunglebouw (th::g:
language teachers often set their students Just such a A
meotgedatmssmcmldbeweucnwbole lines of dia-
logue (for the first episode these might be two or three words
long In each case).

() If students can perform successfully on each of the
foregoing tasks, they should be able to handle a dramatization
of the story where various ones various parts In the story.
Here the task is complicated by the fact that the only cue
as to what comes next in the story is what some other
Is saying or doing and what the leamer remembers of the

story-line. (And, by the way, memory is an important part of

Ar
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language acquisition contrary to those Vermont-farmer c?'pea
who would like to keep memory out of the language class-
room. It is impossible that we should be able to learn any lan-
guage system whatever without dependence on memory —
short term and long term, But to develop that point ade-
quately would lead us too far afield.)

() The next steg up the scale might be to Introduce
indirect quotation of dialogue lines. For instance, instead of
"HI, Sam”, the student might encounter, “Mary says, ‘Hi,
Sam.™ This presentation would involve a full pass through the
entire episode Introducing new forms such as “says”, “asks®,
ete. However, these will be comprehensible, f.e., Krashen's
net will still catch fish, because the students already know all
the facts of the episode and all the other textual forms from
the direct dialogue.

(k) Questions can then require not merely a repetition
of the dialogue lines, but, now, may include the clements In-
troduced In the Indirect forms as well. "What does Mary say?”

(1) From here pragmatic expansions can go in several
directions. For one, subtle points of sign structure can be
brought out. If we were teaching English, for instance, we
might concentrate on the "do” auxillary by Hllustrating its
uses In a variety of forms. “Does Sue say, "HI, Sam'?" *No,
Mary does™ and the like. However, lhlsklndo(gunmuul
development of the text will only work within the Mmits of
what the story-line factually supports. Otherwise, it will be
asking students to It themselves by non-existent bootstraps
if forms are presented without the requisite pragmatic sup-
ports.

(m) The most difficult linguistic form into which the
dialogue or story-line might be converted 1s a straight narra-
tive, In this form the characters names and the events are
sullrermentedlnmofmeaamevocabuhxy.bm:m
deal of new material can be Introduced, e.g. "M comes
along and says hi to Sam.” Here, as always, em is to
avodd introducing too much. The textual expansion must be
kept within the range of the students' current level of devel-
opment within the et language, Le., In Krashen's terms,
Just one step beyond the previous achlevement, at ( + 1. The
Russian psychologist, Lev Vygotsky, called this level the “zone
of proximal deve P

(n) From the narrative it is easy to sce that a series of
additional activities can be spun off, spiraling ever outward to
a wider ken, just as we did In previous exercises and activi-
tes. As we get farther into the language system unities
for relating more and more to the erience individual
students will be richer and richer. However, we would no
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doubt Introduce additional epésodes of the story-line in sim-
g}; dialogue form before we get to the narrative level of the
t episode. In this way, meﬂudemmnbewun&on sev-

eral episodes (a series of connected ones) all at the same
time, but at different levels of depth. In the first episode by
the time the student reaches the narrative level it would be
possible to be mklnion the dialogue, say. of episode three
in the series, and the pragmatic expansion exercises of
episode two., -

(o) Question-answer activities can be based on any and
all of the foregoing activities. If the Ia.nfuage s a written one,
these can be presented In a written format as soon as the
spoken form has been suffliciently mastered to ensure that
o induced accent will not be a difficulty.

Elicited imitation (repetition) tasks can be based on
any and all of the foregoing activities.

(p) Dictations can be used,

(@) Fil in the blank exercises are possible with all of
the foregoing.

(r) Writing exercises of all sorts can be concelved of
that use the story-line elements as a basis for expansion,

summary, etc.

It should not be necessary to say so, but it probably is
necessary to point out that all of the activities that might be
associated with the sort of development of a curriculum out-
lined above can also be viewed as tests. While many language
teachers have the idea that tests are basically a means for de-
termining a grade, this is certainly not thelr only use, In fact,
it Is Impossible to teach anything or even to communicate
without testing. In normal communication we are always
asking ourselves either explicitly or implicitly whether or not
our meaning is getting through. Is what 1 am or writing
what | mean to communicate? Is It being understood or
should 1 adjust it In some way to make It more comprehensi-
ble? The teacher who fafls to ask these kinds of questions at
cvery stage of the teaching process should pro Yy g0 to
Vermont and take up farming,

While testing certainly does, and legitimately so, serve
managerial functions such as those in in grading, it
ought to serve some higher purposes as well, It ought to help
further Instruction. A test that does not help students
progress through the matertal in the curriculum should not
be used. Good testing will also inform the curriculum (cf.
Oller, 1979, Chapter 14). It will help the teacher and student
alike to sce what they are about, and what the curriculum is
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about, or, at least, what It ought to be about. Good testing will
also help the student and teacher alike to diagnose their re-
spective weaknesses and strengths. In this way tests can
serve a proper and useful role In motivating us. Students (and
teachers too) who are doing well will be rewarded for their
achievement. Those who are not doing so well may be en-
couraged to apply more effort or to try a different approach.

Finally, 1 come to my fourth point. The theme through-
out the discussion has been the importance of connectedness
in semiotic theory, in language teaching., and In language
testing. This idea 1s not new to CIT conventionnaires: Sandra
Gish sasd, atmhtrmecw\tmmwm(mumm. Itis
the use of a reality based framework to identify a missing
plece of information and to analyze known content within a
specific context in order to retrieve the missing informa-
tion.” If the idea of pragmatic map is retained, we will
not ask our students to guess about they have no way of
knowing. We will, rather, ask them to comprehend things
that are well within thetr reach because the unfamiliar textual
forms (or signs) of the target language system are sufficiently
supported by well-established and previously comprehended
factual contexts, Gish Is right. if we understand the facts,
filling In missing elements or small gaps on the side of texts
will not be mere guesswork.

Concerning this last point, | want to refer briefly to a
paradigm of research with “cloze® procedure which bears
he on the idea of connectedness. As most CIT people will
already know, cloze tests are based on connected prose.
Certain words, or possibly phrases In some cases, are re-
placed by blanks. The object of the test taker Is to replace the
missing elements. Interestingly, i the text s connected nar-
rative, this Is easier to do than if it is a mere string of dis-
Jointed, unrelated sentences. There has been plenty of debate
in recent years whether cloze items are sensitive to the sort
of information that makes a narrative coherent, or whether
u»cz‘:n only sensitive to short-range tical constraints
of phrase-structure type. To test issue one a
has been to make a cloze test of a narrative and n to
mmbkluunwwuwthatwwnun%unmudls-
m. The result is that the items are signi tly more

It to answer In the scrambled condition. This ocutcome
supports the claim that cloze items really are sensitive to
some deeper level of coherence and not merely to phrase-
structure constraints,

Actually, the research design typlcally employed Is a
little more complex. To prevent a transfer effect, 1.¢e.. leam-
ing. subjects are not tested on just one text in both a scram-
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bled and normal sequence. If this were done, we might ex-
pect a lot of leaming to take place on the first presentation
and for performance on the second occaston to be signifl-
cantly improved by the previous exposure, Therefore, two or
maore passages are used and from each of them a scrambled
and normal cloze test are made. Then, every other subject
takcsnscmmblcdmbno(mmeandanml the
other, Assuming that the distribution of tests on the first
round is random, there 18 no reason to suppose that there
vnllbemydllfaenctlntheablmyoﬂbcmbjedswbodome
or the other version. On the second round, subjects who got
mtmmmexmmbledcondluonmmcothermlnlhe
normal condition,

first round now ft the other text in the scrambled condition.
Assuming that the two groups selected by this method are
really about equal in ability, by averaging across the two
scmnblcdversiuuandlbemmtmalmewegetmldeao(
the extent to which cloze items are sensitive to narrative
level coherence constraints. A significant difference favoring
the texts in normal sequence over the scrambled sentence
versions would suggest that cloze items are, to the extent of
that difference, sensitive to narrative constraints ranging
Across sentence boundaries, And, to make a long story short,
they are.

However, as noted, the design s not e complete if
subjects take only one form of ecach test. t if they were
suhsequcntlyuktdlomketheolberﬁomoleachofmcm
previously encountered? What kind of learning, and how
much, would be expected to occur? In a fairly recent study,
Gmm\’uandlnpp&edlhemmcompktedulgntoapopu-
lation of English language teachers in Japan. Forty three sub-
{;ce? completed two cloze tests in both a normal and scram-

form. On the first occasion each subject took one or the
other test based on one of the texts In its normal narrative
sequence and the other In a scrambled scquence. Care was
taken to see to it that about half of the subject first completed
a scrambled passage, then a normal one, and half first com-
pictcdanommlonethcn-mmbledm.mm.ndayhtcr.
all of the subjects completed the counterpart tests over each
ddusamelau:umqhadalnadycangletzdpw&m
& scrambled form and B in the normal . now they re-
celved A In the normal condition and B scrambled. Again,
care was taken to counterbalance the design.

An Interesting result emerged. and, it 18 one that bears
directly on the theme of this whole discussion. As expected,
see Figure 6, on the first day a significant contrast was ob-
scrved between the normal and scrambled conditions. On the
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whole, the difference favored the normal condition a little
more than ten percentage points. (Also see the Table which
goumhnmrte.im:urpnucamcmdaym. It was ex-
pected that subjects who had encountered a given text in its
normal condition the day before would remember much of it
and would therefore do better on the scrambled verston than
they might have If they had only encountered the scrambled
version with no previous experience of the normal one. In
fact, on the second day, subjects who had previously encoun-
tered the normal version of a text on the day before appar-
ently remembered everything from the previous day’s session
and stll tmproved slightly. There was even a slight improve-
ment for subjects who had encountered the scrambled ver-
ston on the first day when they came to the normal one a day
later. And here Is the Interesting contrast: the amount of fm-
provement from the scrambled condition to the normal con-
dition was about ten times smaller than the improvement at-
tributable to having studied the normal passage on the first
day. That Is, something s learned from studying disjointed,
unrelated sentences — a scrambled narrative, for instance —
but much more, about ten times as much in the experiment
described, Is learned from studying sequential narrative,
(There are, of course, many ways to view the relevant
contrast: one way is to compare the average difference
between the scrambled pma on day one and the normal
on day two against the n on day one and the scrambled
on day two. The contrast is presumably inversely nal
to the amount of learning, positive transfer, L can be
attributed to the narrative sequence as opposed to the
scrambled one.)

Table 1
Mean Scores on cloze test by condition and day

Condition Day Mean Score N of Cases
Normal 1st 0.5959 43

Scrambled Ist 0.4916 43

Scrambled 2nd 0.6075 43

Normal 2nd 0.6177 43




Cloze Scores

152 Day 2nd Day

Figure 6

What does it all mean for language Instruction? It means
that connectedness in the Ideas we our students to com-
municate about in the target language 15 an important factor.
If we want them to be able to capitalize on their decp semi-
otic ca‘ﬁducs and their normal ability to fill in gaps in pat-
terns t are only partially understood, we to respect
the episodic structure of ordinary experience. We should
never, it would seem, use material dropped from the blue
which is unrelated to previous material or 10 experience. In
fact, a story-line approach would probably make more sense
than any non-narrational basis for curricular organization.

AT Yy
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The Wor Model Method:
From Mode to Evaluation
for the Instruction of Voice to
Sign Interpretation Skills

Jenna Cassell
Western Oregon State College

Introduction

I have never been known to teach the same class the
same way twice. For all of the methods and materials d
and redeveloped, for all the lectures written and rewritten, for
all the addresses redressed and undressed, for all the students
who have been guinea pigs to ideas striking me in the shower, |
have finally come to the disheartening realization: the less | ac-
tively teach, the more my students Jeamn.

A new Instructional method based on modeling and
hands-on practice was born after several years of reading
course evaluations Including comments such as, *1 need more
In-class practice with critique.” “I need more Interpreting in
non-threatening situations.” and 1 want more practice that is
similar to what iInterpreters actually do.”

As instructors of interpretation, we often try to impart
all the knowledge that came to us through the difficult “school
of hard knocks.” We try to share as much information with
our students In an attempt to save them from experiencing
some of the more memorable lessons we endured out in the
“real world®. The method described in this article 1s based on
the concept that “showing them™ is far more effective. Do as |
say and do, not just as | say.

Borrowing from language leaming theory, it is clear that
modeling plays an important role in (a) the ability of students
to emulate and develop language skills and (b) to emulate and
develop their own Interpreting skills. Many of our students
have not had sufficient modeling of lnguistically sound
American Sign Language to begin development of ASL lan-
guage skills. Further, most have never actually seen a skillful
delivery of interpretation. We have been asking them to apply
non-existent ASL skills to a task they have never {or rarely)
witnessed.
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The basis of the Cassell Working Model® method s to
make the classroom experience as similar to that of a
interpreter as possible while maintatning a safe learndng envi-
ronment. The Working Model Incorporates all of the f -
live speeches that simulate the real-time experience of inter-
preters; public speaking skill development for students;

m lerrrtumon each class session (by Instructor or
ter):

of In

every student actively Interpre for part
of every class session; ecach student providing m;.:‘recdﬂng
peer critiques cach sesston; students having the opportunity
to work with a different partner each session: video and audio
mammmmwmmmmsm
be used in the future); and last, but not least, the benefit of
this method is volce-to-sign skill development for the Instruc-

Fitting the Working Model Method into Your
Curriculum

Primary Objective

andwdmdcvdopedwllhﬂupﬂnnryobjedtvcof
voice-to-sign Interpretation in mind, it can be used for the in-

* Knowledge of interpretation process
. Buicalxlnymmeuocofltma*sm&mhnguoge
* Ability in the use of spoken English

Me:Mcowusbmddbewmduanodvmwedm-
terpreting course.

Format ¢f course

* Originally designed for a quarter/term format (11
weeks, 2 sessions per week, 1y hrs, per session) This

cmbeuwdmedtooccommodalemcmumo(a

scmester system,

¢ Schedule d for 16 students (see appendix A).
This can be for other class stzes and for odd
numbered classes (see appendix B).
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Working Model Method

Recommended Equipment/materials

* Two video cameras (one for the model Interpreter, one
for the speaker)
* A timer (for tming 5-10 minute persods)

* Blank videotapes {one for the model interpreter, one
for the speaker)

* Each student Is to buy and retain a videotape to record
thelr work

¢ Blank avdiotapes: recommend one side of a cassette
for each Mw ten minute speech

* Podium for speakers {optional)
* Blackboard of overhead projector (optional)
* List of topics for live speeches (see appendix C)

* Schedule for assignments throughout term (see ap-
pendices A and B)

Note: The amount of equipment avatlable through
program will dictate necessary modifications. For example, of
you have only one camera, you may opt to videotape the inter-
preters and audiotape the speakers.

Class Schedule

Appendix A contains a sample of a Class Schedule that
has been used for a class of sixteen Interpreting students. If
you have an odd number of students, the “odd® student can be
the media manager. If you use two cameras and an audiotape
player for each sesston you will be glad to have this assis-
tance, and It is beneficial for students to leam to operate all of
this equipment. Appendix B Is a sample of a Class Schedule
that has been used forac;::st (?;;9 studc&u. St‘rn;dcnu‘hwglc
randomly assigned a num picked them from a “hat®).
When they find thelr corresponding number on the schedule,
the following information is obtained:

a) When they are scheduled to interpret.
b) Who will be thelr partner for each class session.

) When they will be presenting a ten minute spoken
English speech,
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d) When they will be the media manager.

Since working interpreters ideally are aware of assign-
ments ahead of time, these Interpreter/students are also in-
formed in advance what "assignments’ they will be expected to
interpret via the class schedule.

The students are assigned a different partner for each
class session. Switching partners each time accomplishes the

following:

a) Students learn how to team and work together with a
variety of personalitics with diverse strengths and
needs,

b) They recelve feedback from people having different
perspectives,

¢ Having a different partner each time reduces the
chances that students will have the opportunity to de-
velop a dependent relationship with one peer.

- msdwdbk‘;‘ﬂcaholnbmnuudmbuwmnhmg;n
responsi giving a ten minute ken English s .
Each student randomly sclects a m a hat® during the
first class sesslon. This speech will be used as the stimulus
material for the practice to occur during that class
session, There are several advantages to working with this
“real live™ matertal:

a) First, these speeches present a very close approxima-
tion 1o the task real interpreters face on a daily basis.
The speeches are not to be read, but presented in
natural flowing speech Including the errors, hesita-
tons, and coherence (or lack of it) that normally oc-
curs.,

b) Second, the speech Is videotaped and audiotaped so
that it is casily accessed for use to reinforce the leam-
ing that has occurred.

o Third, it provides students with an opportunity to
practice using public skills in what is most
often their first language, ish. The feedback
receive with regard to aspects of ic speaking suc
as pronundation, articulation, loudness, confidence
displayed, ctc. is directly applicable to their sign-to-
voice interpreting skill development.
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Working Model Method

d) The topics are assigned (students select the
topics “from a hat”) and are ated to working as an
interpreter. The toplic must be researched; this helps
students bufld a broader base of knowledge. (See

Appendix C for a suggested list of toplcs),

¢ Students are asked to consider a specific context and
audience when g thelr speeches: gives them
practice In the art of language assessment/analysis.

i You may Increase the | and complexity of the
speeches for mare ad interpreting students,

The Basic Format for the Working Model Method

I, Five minute warm-up perfod.

A Meet with Partner (partners determined by class
schedule-see Appendix A)

B. Warm-up of muscles (arms, hands, neck, shoul-
ders)

1. If students learn to warm up prior work-

Ing. this may prevent overuse syndrome in
the future.

2. Instruction on appropriate Warm-up pro-
cedures given during first session of
course.

C. Position yourself (sitting or standing) in front of
partner as If partner were a Deaf consumer (with
visual access to both the interpreter and the
hearing consumer).

D. Agree on areas to be critiqued. The students are
provided with a descri of skill areas that the
instructor recom the critique focus u
Each student determines which (1 or 2) ar-
eas s/he wishes to recetve specific feedback on
for that class period (see E for a sam-
ple of skill areas to critique).

E. The partner responsible for providing feedback
readies m{ necessary materials (paper, forms,
pencil, ete,
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F. The video equipment is readied (the “Working
Interpreters” for that day are responsible to
bring in their own videotapes).

I Two live, spoken English speeches are presented as
stimulus materials for interpreting practice,

A The first ten minute speech is presented by the
scheduled speaker (as assigned by the class
schedule, see A) while being videotaped
and audiotaped.

1. Instructor (or Invited Interpreting model)
interprets the ten minute speech while
being videotaped.

2. All students work with their assigned
partners, Partner A Interprets, Partner B
critiques her/him on agreed skill areas,

3. Five minutes are given for feedback;

a. Partner B gives feedback to partner
A on specific skill areas tdentified
during the warm-up session,

b. The student that gave the speech is
given feedback by her/his partner
on public speaking skills.

B. The second ten minute speech Is presented by
scheduled speaker (as assigned by class sched-
ule) while being videotaped and audiotaped.

1. The "Working Team® (as identified by the
class schedule) will be interpreting at the
front of the room while being videotaped.

2. Partner A of the working team in
the first five minutes of the speech while

being videotaped.
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Working Model Method

5. Agnin, five minutes Is provided for individ-
ual feedback by partners.

I,  Class feedback session

A The videotapes of the model interpreter and each
of the working interpreters are reviewed and cri-

B. Specific skill areas are addressed. Choices the
Interpreters made are recognized-—reinforcing

:ggmpﬂate cholces and providing alternative
ices to those that could have been done bet-
ter,

Note: All students are actively involved in the critique
of all three interpreters (this gives the Instructor the
opportunity to model how to recetve and make good
use of criticism).

V. Review and application of lesson

A The first ten minute speech 1s rtreated (either
from audio or from the videotape of speech).

B. Each partner interprets five minutes of the
speech, applying what they have learned from
the model and critique session.

V. Homework:

A Students are to be prepared to in t these

speeches u features presented by the models
and the class feedback session.

B Students are informed that one of the speeches
presented will be used for the midterm and final

examinations. They are not told which one, This
serves as additional motivation to practice.
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Recommended time frame for one (1 1/2 hour) class
session

Warm-up

First speech

Critique

Second speech

Critique

Group feedback sesston

Review: speeches interpreted again

THHT

B8

As can be seen from the above description of the
Working Model Method, #emcw pwﬂdem 8 a simulated
in ting experience. The ts know their “Interpreting
wmk'aheadolwnc.uunydmc.thcymaymmm
speaker for that day and prepare by:

a. requesting notes of the speech

b. as about any technical terms or words lkely to re-
quire

¢. discussing the pace at which the speech will be pre-
sented

d. addressing any plans to use media support
e. agreeing on positioning and special lighting needs

While performing the task of Interpreting, the

interpreter (whether the model or the student) is encou

to interact with the speaker as necessary — for example,
asking the speaker for clarification, to slow the pace, to spell a
name, etc. In this way, students learn how to assert their
needs as a working interpreter to maximtze thelr effectivencss.
They leamn from both the perspective of the hearing consumer
being interrupted as well as the Interpreter (or in this case, the
interrupter) the importance of being precise, tactful and
professional in such interactions,

From Modeling to Evaluation

When the class session 1s over, the work s far from
over. The students have avallable to them a videotape (or au-
diotape) of the speaker as well 35 a videotape of the model in-
terpreter, They are to apply what they have leamed during the

28
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Working Model Method

individual peer critique and the group feedback mumo?'
corporating these features to their own Interpretation

. Students know that one of these samplts wmbcuacd
as midterm and final exam for the course. They do not
know which one. This has proven to serve as an exceptional
motivator,

Once the evaluation sample has been selected, a script
of the first three or four minutes of the speech is created. The
script is then “scored™ with specific items that have been of fo-
cus during the group feedback session (see appendix F for a
sample evaluation “Scored Script”). Each student is

interpreting the sample. The scored script is marked on
their performance, Each student has the opportunity to review
their videotape In conjunction with the sheets.

In his keynote address at this convention, John Oller
vrmma;lmlgret;nmgldcas regarding a “broader view of
the following four criteria:

1. Serves as a motivational tool
2. Serves as an Instructional tool
3. Serves as a diagnostic tool

4. Defines the curriculum

When this method of iInstruction and evaluation was pi-
Joted at Western Oregon State College, it did meet all four cri-
teria.

The students were extremely motivated, both to perform
within the class structure (since 1t 5o closely stmulated a “real”
interpreting assignment) as well as to prepare for the evalua-
tion to follow. This method is indeed an instructional tool, It Is
80 powerful a tool, in fact, that the class mnausclt
It, too, serves as a diagnostic tool ing partici
specific feedback through on-going critique, feed ack and
evaluation. This method does define the curriculum. In ob-
serving students” work, the Instructor determines patterns of
strengths and weaknesses that lterally redirect instruction.
This allows an Instructor to be totally responsive to students’
needs, rather than following a rigid Jesson plan.

Instructional Materials Development

Beyond being a successful instructional method
to objective ways of evaluating interpreting students, the
Working Model Method also results In the development of
marvelous materials that can be used for future classes.
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wWorking Mode! Method

The videotaped speeches are excellent voice-to-sign
materials. The model interpreting tapes can be used
students In an Independent lab session, or during class
sesslons to poidnt ot int ng choices to be emulated and
interpreting errors to hyou will always find some of each
in every sampiel).

The only pitfall | encountered with the development of
these mat was that [ was the only model on the tapes, It
is difficult to find individuals who are willing to Interpret for a
video camera for the purpose of having the result dissected in
a class of hopeful interpreters to be.

It is clear. however, that videotaped models of inter-
pretation is a great resource for any instructor of interpreta-
m&mnwlmamngn&mwmnymwe
interpreting modeling tapes under the name of Sign Enwision.
One year later, after being used at several Interpreter
Preparation Programs, these tapes received such high pratse
that Sign Envision has since expanded to become Sign
modenm . tnc.?nd h”wwp;mdxx produeed‘ thu'wcl:1 interpreter
m tapes (please see a G for ta escriptions
mdmbmgemghawloobumu;«m:m ﬁoryou‘r”:xu).

Sign Enhancers, Inc. Modeling Tapes

These materials were developed using the same format
as the Working Model instructional method. For each tape
{there are both volce-10-8ign and sign-to-voloce modeling tapes)
a short source language sample is given, followed by at least
two different In models,

Having students work with a sample and then be able to
see how several master Interpreters interpreted the same
sample has had exciting results. The modeling provides
learming on several different levels, Students leamn target lan-
guage vocabulary, structure, non-manual features. The ability
to see the process In action and integrate the best of what they
sce with thefr own skills makes leaming to interpret possible.

I have done workshops and witnessed people who have
strived to interpret using ASL for years, only to be able to ac-
mwm&wmmummm‘:&nmm
after being exposed to these videotaped models act us
mmmd&mmnuynﬁewmuht{ln:ﬁ

s of the interpreted performance and for the first time
actually “feel what it is lke to interpret using ASL.*
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Working Model Method

Summary

[ am excited to share what has been an exciting and
successful Instructional method with you. The resulting ma-
terfals have been a wonderful new resource for many in-
structors. It is my hope that these ideas, methods, and mate-
rials will assist you In creating skilled professionals who will
be prepared for the challenging task of voice-to-sign interpre-
tation,

31
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Working Model Method

Appendix A

Cassell Working Model Method: Class Schedule
Sample for an even pamber of students (16

mmmpmdlommmnemddw
SPEAKERS (Be prepared (o present a ten manute speech)

DATE:
p | 2 4 5 7 8
< 0 11 12 13 14 15 16
DATE:
1 ] 3 4 5 g 7 L]
10 i 12 13 4 15 16 o
DATE:
1 2 ] 4 5 c 7
11 12 is 14 15 16 a 10
DATE:
i 2 3 4 0 7 n
2 13 14 ie ie n 0 i
DATE:

2 3 4 [ 4 G n
13 4 18 @ is 10 ]| 12
DATE:
] 2 ‘4 3 ] 8
14 15 16 L 11 10 12 13
DATE: .

2 3 K 5 L] 7 A
15 16 o 10 n b is L)
DATE:

2 3 4 5 e 7 S
i6 it 10 11 12 i3 s ia

Note: These mrambers correspond with those which students select
from an envelope at the beginseng of the course. Each student follows the
schedule based on the number (hey selected for the duration of the course.
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Working Model Method

Appendix B

Cassell Working Model Method: Class Schedule
Sample for an odd number of students (19)

WORKING TEAM (Be prepared to Ssterpret in front of class)
SPEAKERS (Be prepared (0 presend a ten minute speech)
Meodia Manager (Responsdble to setting up and runming equipesent)

Dae.

| 2 J 1 5 L) 7 s Bl
% 4 12 13 14 15 L) 1 i8 19
DAY

I ] a Kl 5 6 7 . e
10 11 12 2 4 s 18 " i
DATE:

) 2 13 4 5 6 A N
2 12 16 15 16 17 1L 0 10
DATE:

| 2 3 < 5 [ 4 - ]
i3 14 1 ie 17 n 19 134 15
DATE:

| 2 3 4 (4 o
14 15 16 7 ie 19 10 1} ] 12
DATE:

| 2 ) 4 s L A “
15 it "7 18 19 30 1l 2 1
DATE: .

1 3 4 > a k4 -3

18 1 4 s 19 10 1 as (b 14
DATE:

1 2 h 4 5 13 7 <

1?7 18 13 10 1} 12 13 149 15
DATE:

] 2 Kl s 13 7 a T
n 19 10 1} 12 13 14 s i+ )
DATE:__

i® 2 5 - 7 L] 10
is 17 1 14 15 Rl i 1§ 18
DATE:

' e ie K 5 L3 7 n k3
0 ie 12 13 9 i L 17 in

K
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Appendix C
Sample toplcs for ten minute spoken English specches

thmdn.mqmmmudtommcmnhoneotm
word cues

Abortion: from a pro-life perspective
Abartion: from a pro-cholce perspective
“Where was George?*

A Biographical Sketch of Lucille Ball
Cooking for better health

Laughter as a medicine

Indian Folklore

Higher Education: Do the benefits equal the cost?
The migration patterns of Canadian geese
Ac of hot air balloons

Self-help books: are they really helpful?
The effects of computerization on industry




.-
W
e
.

i =

-—
-
P
-~.
-

—
"

9

p—

-
-

!
-
.
Q
e
-
—

Appendix D

AL R R R A A AAIYY




LTI R DR R R R R R TR TR

Working Model Method

Appendix E
Samples of skill areas to be critiqued

In order for the peer critiques that occur in the course be useful. studests
are provided tmatruction in how and what 1o critique. Below are samples of
speciiic akill arcas students may select tn which 10 recetve feedback.

L Interpreting Pecformance

A. Target language (TL): American Sign Language (ASL)
1. prammatical sructure
2. non-sasaal markers

3 useof features
4. TL lary cholces

3 ef vartation
4. Engish idicenatic /cultural spectic expressions
C. Visualization sccuracy

D. Source language messago-target language message ac-
curacy
1. Contert match
2, Affect match

E., Culturl adjustment /mediation techalgues
F. Speaker /mderpeeter Interaction
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Appendix F
Working Model Method Evaluation Sample

Note: This was developed from an actual speech A shudent. This particular
meummmmmzm-ummu
gven their tape and these specific scored sheets for review,

My topic is on “Sciemce™. The last time 1 even thought about
Sign Choice (toplc indicated) Y_ N__
sdmcewupwhoblyabou«dzmmwhmlwuukhgmd
FS. ProductionY_N__
tlwnqdmddmthnyouhannublocoolkgz
Sclence has never been one of my strong points;
Grammar: TICY_N__
it's probably one of my weakest points. You might say,
Sign Cholce Y_N__
as chemical reactions go, we don't mix, | remember when [ was in
AMect Match Y_N_
Je HS, way back ix the Dark Ages,  my partner and | were
Sign Utiization Y_N__ Useof Space Y_N__
mixing a few things together one day, and, um, if it hadn't been for an
extremely observant sciemce teacher, we could have very easily
Use of Space: Referent Y_N__
blown up the dassroom with the chemicals we were mixing. We
didn’t know they were as dangerows as they were.
SignCholce Y_N__
We were just two bored students in a dlasseoom full of ways to
Use of Space Y_N__
fulfill cur curiosity. Fortunately, our curiosity didn’t kill us.
SignCholca Y_N__ Grammar: Negation ¥_ N__

37




LTITRER LR R R R R R TR LR R R

Working Model Method

Then I remember when | was in kigh school,
FS.ProductionY_N__

Thad this really great biokogy class. The instructor was really into

Affect Maich Y_N__

animals, and, um, one side of the classroom was full of fish tanks.

Sign Cholce: Plurality Y_ N__

They had gold fish, and she even had a piranke in one of her tanks
Sign Cholce: Descriptive Y_N__

at one point. She had to get rid of the piranha,

Sign Choice: Descriptive Y_N__

because people like my brother were feeding the gold fish to it,

Use of Space: Releyegaze Y _N__
and they ran up quite a bill for buying gold fish,

I remember one experience with an experiment involving
chickens and injecting them with testosterome 1o

FS. ProductionY_N__
see what the affects wowld be. 1 refused to inject my poor little
Nonmanuak: Eye Gaze Y_ N__ Grammar: Negation ¥_ N__

chicken with that stuff. 1 didn't want 10 see it grow an oversized um
top-notch. “Excuse me, an oversized what?” Top-notch.
Use of Space: Charachr SN Y_N__

Um, 1 just didn’t feel it would grow up to be a normal humane chicken
if 1did that to it, 5o my partwer injected his with it
Use of Space [consistent) Y__N__
I imjected mine with water, which caused nothing but
Grammar: TCorRq Y_N__
extra bathroom trips for the chicken. Anyway, when
Sign cholce Y_N__
the experiment was over, they had to get rid of the chickens, and
I really was never sure what they did with the chickens —
Affect Malch Y_N__
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whether they took them to a persons house. T know my brother
brought his home and we kept it for about two woeks.
I asked my mom U we could
Spece: Directional Verb Y_N__
keep my chicken, but she sald no because of the past experience. We
also realized that sy cat woxld probably eat it within a week, and |
Nonmanuak: Markers/atiect Y_N__
didn't want that to happen 1o my litthe chicken, 50 I said good bye
Nonmarwal: Eyegare Y_N__
and sent it on its way. Then | tried takdng in a chemistry class my
senior year; it was an advanced chemistry class,
It was also & major mistake. It's a good thing 1 was allowed to drop
Sign Utikzation/Affect Y_N__
the class; I wowld have beew terribly depressed with the grade
Grammar: ConditioralY/CorRh-qY_N__
1 know I would have received. It wasn't that [ couldn’t mix the things
together and get the proper reaction.
That was no problem if you put the beakers in front of me and
Gramear: Conditional Y_N__
the chemicals in front of me and told me what to do with the
chemicals. It was no problemy; I had the instructions there; 1 could do it
real easily, but try and get me to explain,
give you the sames of the chemicals, explain
Sign Cholce: Plurality Y_N__
the reaction, and take a test, and answer all the questions about It,
then I was clueless; | kad no I idea what was going on. Unless |
SignCholce Y_N__
had the instructions, I was nowhere. And no matter how my teacher
rationalized it to me, 1 could mever figure out how a letter like X cowld
equal @ mumber like a two or any other number.
Use of Space: Y_N__
Numbers are different than betters; they just doa’t equal out; I couldn’t
see the reason behind that logic.
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So getting back to my talk,

Sign Cholce Y_N__

what was | supposed to talk about?, since | know relatively
Nonmanual: Rhetorical Questicn Y_N__

nothing about science

I decided why not talk about the uselessness of science and the
Gramwmar: Restructured Y_N__

useless classes you have to take to get a college diploma.
Signcholce Y_N__
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Score Sheet

Student Name:
Videotape #:

Confidence Displayed 1.2 3
Professional Manner 123

Restructuring 123
Sign Production 123
Subtotal: 12
Page 1: 15
Page 2: d 13
Page 3: —J10
w: ‘_.38
Total: bed 50 X 2 poinits each = 100
Grade: 90-100 =« A

B0-89= B

70.79= C

6069« D

Specific Feedback: To detect arcas of strength and weakness. please
eumcmmh::‘zmwm correctly within each skill o
you any mat errors in grading. please bring them to

attemtion. Thank you, g -

Sign Choice: Cin useorspace: [la
Fingerspelling: s  Nonmanuar ([ls
Grammar: D 7 Sign Utilization: D 2
Affect Match: s
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Appendix G

SIGN

INSTRUCTIONAL MODELING VIDEOTAPES NOW AVAILANLE
FOR INSTRUCTORS OF INTERPRETATION

***Voice to Sign Interpretation/Transliteration: Modeling
Tape 2A***
This tape provides a ten minule lecture on the topic of "Dream Analysis” as
ed by Ms. Julla Smith, therapast. This spoken English lecture 1s then
ollowed by three model interpectations. The spoech Is presented again, this
Lene followed by the sume master Interpreters modeling transliteration, The
maodel interpreters are: 1) nationally known Jan Kanda, 2) Willlsen Durt,
CS.C. and J) Jenna Cassell. Recommended use: preparation for Voice to
Sign Inderpretation & Translileration performance evaluations.
Tape lengdic 1 M. 20 minutes,

Voice to Sign tnmpmctiav;;nmuwmlat: Modeling

Tape

This tape follows the same format as tape 2A. The lecture: "Technology foe

the H Impalred” &
sented by My, Roa Leavitl, Audiclogist and Professor at Oregon State
y. With the advent of technological advances In telecaption devices,
TIYs, sgnal devices, etc.. this tape provides interpreters with the opportu-
nity to work with this information embedded within a short Jecture, The Jec-
ture is followed by the same theee master interpreters each doing a model ;.
terpretation of the Jecture and then a model transifteration. The Interpreters
are: Jan Kanda, Bl Bart, and Jenna Cassell. Becommended use. prepara-
tion for Volkor to Sign Inlerprelation & Transiiteration performance evalus-

tors.
Tape lengthc | dv. 20 minutes .
Vdato&lmlnmuonlgcanummw

The lecture on this tape & entitled: “Encouraging the Discou " as pre-
sented by Dr. Richard Jensen. Assocliate Professor at Western State
College, Dr, Jemsen 85 a vibrant, mspirational and exciting speaker, tape
presents a chalienge to Interpreters as compared (o tape 2A and 20 with re-
rmlommnmmdu&mmmd The viewer is abie Lo see
ow each of these model interpreters handles this challenging assigrument.
Agatn, cach model interprets, then transiterates the -
uag. preparation for Voice to Sign ton & Transiseration Fﬂ"m'
mance evalustions and advanced skl lopment foe trtor-

preters.
Tape lengthc 1 hr. 20 minutes.
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Appendix G (Cont.)
”’ﬂg\mwm dA
This video features .memum. In his
m.mmummme.mmmtm

expent 2] to-wvoice Interpretation, The first sam
ple, "My First Day at the for the Deal” & packed with cultural infoe-
mation from the now never to be forgetien past. The second sample,

‘Hmchmm‘Mlmlmmiumewm
skilled twwnﬁmlmwmmm.
Jacobs and

Sally -ww
mdoulmlm.mmmddmuur.&mm-w
volce 3

for classtlers as as allect 1o a thrilling tale. The second sam-

ple, “Telecomumumication Access for the Deal” is a meee formal lecture deliy.

mwmm.mmammmmmaupem

mm?muumm.wmumnmamm
fon. Each

Evaiaat these sampies ts followed by two model
Interpreters include; Shella Jacods, Eficen McCaffrey. Dana Hultt, and
Jenna Cassell Preparation for Sign to Voice
Jan evaluations.
Tape lerngly 1
Sign to Voice 4C

This tape features the signed presentations Debt Duren. A natural story-
teller, Dedd presents three samples cach followed by two expert model Inter-
preters, ‘nynwmnaCaqummmmﬁ-

more with ASL. Dedd's { sample, “Use of ASL in the
Classroom” is & lecture intended foe hearing teachers wishing 16 work with
Deaf children. The shifts towards PSE with more features of

43




LA e e e e agnaeiasessqedqqssdny

working Model Method

Appendix G (Cont.)

Sign to Veice Tape 4D
This tape features the signed presentations kna Hokanson with & guest
appearance by her husband, Koarad. An excellent opportundty 1o peactice
sin-tovoke int for the more mature members of the Deal comemm-
nity. Zelma has a delyghtful m:n‘ style. She begins with an
“Autoblographical Sketch* inc cultural information and attitudes
about Deaf that were prevalent durtng the 1920's. She then shares
about her rxdonmmtuw.mwm-P&lpcmwh
features of both ASL Englisd), These samples are followed by “Moke”
using ASL to tell hs "Duck Stoey” (you decide tf thas Is a true story®). Each of
these sampies 1s two model sign-to-volce Interpretations . Interpreters i
clude: Marte Gnflin, Willtam Durt, Jenna Cassell and Xemt Olney.
Eecommended use. Developing awareness of Deaf Culture, exposure to ma-
ture Sign Language user, & advance sign-1o-voloe practice.
Tape lengthc 30 min,

to Volce Modeling Tape 4E
This tape features signed presentations of David Wood, Currently the
vice for the High School at the Oregon Schodl for the Deal. Davsd
starts by how he got his start "Working st the School for the Deaf™.
Mnhohahod!hnwwdma or at the Deaf
in Finland. In his second talk, he shares soene g tades of

by
Cude. Edeen McCafirey, Willlam Burt, and Shetls Jacobs. Recommended
Usel Excellent tage for preparation of sign-to-voke translileration perfor-
mance evaluations,
Tape length: 45 min

# Iletime of commitment to tmpeoving the quality of Me for persors with dis-
abilities and 4) "Should ASL be Used in the Classrocen? addressing the
needs of accessibiiity. Jean primartly follows English strocture and consis-
tently uses Engiish mouth movements. Interpreters tnclude: Judie Husted,
Sally Kestar, Marte Griffin, Jenna Cassell, Willlam Durt and Kent Olney.
Eocomuncoded Use, Excelient tape for preparation of sign-1o-voice transifier-
ation performmance evaluations.

Tape lengthc 45 min.
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***Performing Arts ***
Modeling 3A
As more thealers and performéng artists make thetr cultural events acoessd-
bie to Deal audiences, Sign Language Interpreters are needing to develop

skills & this specialty area. This videotape features a ve as in-
terpreted and transliterated by two CS.C. Interpreters. performer, John
McCutcheon, story teller, musician, and folkstnger, has worked extensively
with interpreters (He even & song about Siygn Language

called “Music tn Your * which s Included on this tape?,
The performance was dome twice, the fiest time the conoert was tnter-
preted by Jerma Cassell The second performance was transifterated by Jim

mmmmmmmmwmqwmpa
, then the viewer sees the model ol
lowed by a model trasaliicration. Yeu have the cpportunity (o compare

***Educational Interpreting***

to Volce Modeling Tape SA
SMJBWWmmmmM

Featuring the signed presentatioss of Scott Moll. At ten years old,
ready has expenenced atlending classes st both the schoal for the Deafl as
well 33 & matsstrenmed nmnt Beauttfully articulate, very confident, and
creative, he is 3 delight to watch. The three samples on the tape include; 1)
“The All Star Athlete® 2) “Jack and the Beanstalk®™ and 3 "My Susnmer Trip
to Caltfornda™ Each sample is followed by two model interpretations.

|

Interpreters include; Marie Griflin, Jenna Cassell, Patty Tegloka, Jane
W-mmouuk Exciing new tape for sign-
to-voloe skl development interpreters,
Tape Lengti 1 Iv.

Sign to Volce Tape 5B

This exciting new educational Interpreting practice tape features thirteen
Deaf chdldren from ages 919 who currently attend the Oregon School for the

M.Vuymmqp.mmmt share of themaelves In
ways that are benelicsal to within this

Scene of the topics . “ASL or : Which s Exportant in
Lde?, “My Cochlear bmplant®, “The udet Protest®, “Deaf Leadership
Trataing®, “Components of Deal Education® and many more, Over twenty
samples, each is voice Interpreted. interpreters on this tape include: Jenna
Cassell, Kent Olney. Willlam Burt, Patty Togloka and Jane Mulholland.
Mwm-mmmhwwmwm

Tape Lengtic 1 I,

45




120000 0eaegesesaesaesgedssdeddssnssssng

Appendix G (Cont.)
ASL Sampler
Tape GA
This tape Includes samgles taken from tapes 4A, 48, 4C, 4D, 4K, 47 and SA.
One sample from each of these Sign to Veice practice with one model

voice interpretation for each. The language used ranges ASL 1o signing
in English woed order with mouthing. The vartety of people on this tapes
ranges from a child 1o senor members of (he Deal community.
Broommended wse

Preparation fee both the interpretation and transis era-
tion sign-to-voice Interpreter evaluations

Tape Lengtiv 45 min.

For more information, catalog, and order form write:
Jenna Cassell, Enhancers, Inc,

1913 Roc Dr. NW
Salem, Oregon 97304
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University of Ottawa

I'd ke you to picture, for a moment. someone learning
how to drive an automobile with a standard transmission,
Remember when you learmed to drive? Whether you took
Msdﬂu::lmorlnmtﬁ&omalﬂuﬁ.g:m tyogcmto
a car on recway at a speed in 5th gear! You began
bylmnungbowtomtbemgne.‘gguhewmwnmm. and
go Into first gear, Probab)'y you this . many times
befare you progressed any urther. There is a natural sequence
to leaming. | want to draw an anal between learning the
process of interpreting and to drive an automobile. You
do not learn to interpret by being rown into a booth, such as

rcqmmduplatmwhyourocmuuummt.

I teach the process of interpreting in stages, beginning
with a series of exercises J:thldn lnvolwv; no tramll:tmn-
Interpreting. Interpreting s variable which comes late in
mm.mmbmbcuseduchmtaymm. Ifa

tdnmwmduﬁ&omnwualtoammr.unmlsno
point in teaching him how to move into fifth gear. If students
cannot successfully perform the first task, there 18 no point In
teaching them the second,

From the psychological point of view, simultaneous
interpreting is a complex process involving many components.
First, mcmaumsm-mndammohm
(a proposi phrase) which is & meaning unit. That unit is
conveyed In the target language at the same time the second
mnmumuwngmem.nn&stmmmum:mustbt
held in the echolc memory store, similar to rehearsing a
telephone nmnbawhﬂeywmbokuuiorpapermwmdn to
write it. In addition, the Interpreter must retain the first unit
long enough to monitor transmission to be certain that the
message is conveyed accurately. Our task as tnstructors is to
“tease apart” the tasks and introduce the students to them one
atawnelnamdudbuud~up.l-1uahwyou0nmhmd
exercises.

The first exercise is a listening and memory task Figure
1). Students are asked to Msten to a speech, Listening is the
basic skill in simultancous Interpreting. Recording the student’s

output is useful for subsequent analysis by the student and the
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instructor. Students are not allowed to make notes while they
listen and are warned that they will be asked to recall the main
points. Interpreters are rarely asked to recall what has been
interpreted, so why do we use this exercise? First, because it is
a memory bulkding tool. Second, it is a way to assess the ability
to listen and recall the meaning without distortion. If the
student has already distorted the meaning of the message while
remaining in his A (native or mother) language, there Is no point
in continuing training as an Interpreter. Later in the training
testing is done In the ability to listen in the ive, or B
language. and recall In the A language. If the st t cannot do
this, their command of the passive language Is not good enough
and the student must be placed “on hold® while additional
language courses are taken to Improve the skill level. In
Canada, an interpreter must be equally competent in both
French and . In Europe, interpreters are only required to
work into their A language.

Shadowing. or listening and speaking simultaneously,
tests selective attention (Figure 2), The interpreter must learn to
listen and to speak in another language simultancously. This
ability is vital to interpreting, so there Is no point in continuing
training if the student cannot do It. An interpreter must be able
to ow in both A and B languages. This s an acquired skill,
but a candidate for Interpreting should be able to master it in
two weeks. | advise students to practice while wearing a
Walkman until they can shadow perfectly. Initially, most
students can shadow from A to A language. but cannot shadow
from the B to B language. Often a student will shadow one
sentence, then miss the next. Sometimes a student will wait for
the natural pauses and try to speak quickly enough to fit

in. Students always have tricks to try to stay up.
However, the instructor has tricks also, and can always read
the text at a faster and faster rate without pauses. Sometimes
there is a mechanical problem which interferes with shadowing.
A female student will sometimes have difficulty because her
voice is the same pitch as mine and her speech masks mine.
When that happens, | tell her to increase the volume of the tape
until my volce is loud enough for her to hear over her own, If
that doesn't take care of the problem, 1 will have a male student
read to see If pitch really is the problem. Another technique to
try is to remove the headphone from the non-interpreting ear.
The dominant, or interpreting, car Is the input and the
other 18 then used to monitor the output. If the student still
cannot shadow successfully, send her home.

There are two distinct types of shadowing, both of which
are appropriate for interpreter education. The first, phonemic
shadowing. Is repetition of phonemes, not words. There s no

48




12 eneegessesgnssssndqsdndgndny

simultaneous interpreting involves phrasing. If sentences
mcanuwgrku‘lhetkyla ue”, everyone could be an
interpreter. Difficulty of text can be Increased as skill improves.
I use welcoming for screening. Students who perform
poarly on this also tend to perform poorly In Introductory
courses In simultaneous interpreting. Another way to make the
task more difficult is to require that every word In a text must
be paraphrased.

Abstracting, or telescoping 18 introduced when students
are actually ready to begin interpreting 5). Speeches are
constructed so that sentence has s nate or relative
clauses and fillers (such as “however™ or “additionally”). The
student Is asked to interpret only the main proposition.
Abstracting is the ability to summarize speech retain only
Wmunwmm.undummwjed.hrumm.yw
must compose your own material. This method teaches a “hop,
skip, and jump® method to catch up when has become too
long. The first exercise 15 to read sentences . Students take
no notes. During the pause you provide at the end of the
sentences, the students summartze. The second exercise uses a
shortened pause, until there s no pause. At the same time,
students are required to summarize sentence one only when
sentence two has started. At the end of this exercise, they are
practicing the equivalent of simultaneous inte . Exercise
three is really a simultaneous mode. If the st t falls behind,
he should use the abstracting technique to catch up and regain
the appropriate lag. Students cannot leave sentences
mcomp);l‘:.matu:f\mepwhld:mstbemduqukkly
as possible.

2 Cimcgmm,gum&muudtommm
people in guage. A paragraph is written every
:;:uhmddeleud.&mumm;nmammwﬁnm
¢ exact word or an acceptable synonym. Generally there s no
problem in doing this In the A . but great difficulty in
the B language. How can this be adapted for volce Interpre
One method is to use an audio tape with a beep substituted
the tenth word. Students can write the missing word on paper
at the be and then, as skill increases, can do
For simultancous mode, students would listen to the passage in
the B language and shadow In the A language. This 1s an
important exercise because there will always be words the

in ter cannot hear due to microphone fallure, static,
or other nodses. This is not only a mastery test, but also
shows real life problems found In

Sight translation is also used In stmultaneous inte er
education (Figure 7). Sight translation Is the closest
approximation to simultancous Interpretation avaflable, but in a
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written form. Students must read ahead of thelr spoken
transmission from the written text into an oral mode and a
different language. The variables Involved tnclude Ume,
antictpation, for idea closure, and the oral nature of the
MAMmMM«bmm&mhuﬁow

1. a paragraph. Read or a
five mln:t':m w?an‘ytm time. Retum to the m for oral
interpretation deltvery, The only constraint is that once a
sentence is begun, the student may not start It over. To Increase
the difficulty, students may be required to maintain eye contact
mmmcm.«mcmumummbemmed.

2. Start with a general text. then progress to more
complex materials, Stra words can be eliminated to test
cloze and decp processing . It also tests the student’s world

The more dcq:‘l{ a student processes Information, the
easier it becomes to fill in the blan When asked to do sight
translation interpreting, there are some things to remember
which will make the task easler (Figure 8). It is extremely
impaortant to remember not to say. “I'm sorry.” Tell students to
walch television news reporters to find out how to cover errors
in spoken transmission.

Digit processing (Figure 9) is different and more difficult

because 1t is non-semantic. Digits have meaning only when
associated with words, and Uuymhw:lyunpredkum{.ﬂwy

demand the full attention of the interpreter. My theory is that
one reason it be so difficult 1s that a cerebral dominance
switch 1s in addition to the translation component. If
mmwmmMngtogﬂher.memn-apahngm
mnwﬂlcnumbu:mapapcroothaltheoﬁmmlyneedsto
ghnceatmcnumbcntordruhmcmory.m-amhaﬂngm
store the digits in the echote memory. (Acronyms and names
may be han In this manner also.)
hgumcmmcxplmwdlnnguelo.meorde
of Introducing lag time exercises 1s words, simple sentences.
tbmcomﬂaumcmuhAwAmdmmB!oAhngum
ﬁmlcompocmuulomtmmccoompicxomtmcuMOwA
language which require different construction in the B

'lnilwanwpamnmrdm(nmrtll).lwmuoptnm

nuddleofamtcnctlntbeprepamdtcnmdthcatudunmua

fnish the sentence gracefully and completely. If the student is
not processing deeply, this cannot be done. metimes you lose
4 sentence in the echolc memory and must invent an cndlni.

Anticipation exercises are vital because they simulate real I
situations.
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The final portion Involves stress. Stress can be added as a
factor (0 the exercises by the methods explained In Figure 12.
Remember that when are evaluating for stress, Interpreters
should be recorded after the twenty minutes are over so that
playback analysts will show what breaks down first,
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Listening and Memory Exercises

Memory Text I
lngus Becall
Mother Tongue Mother Tongue
(A) =-> (B)
Memexy — No Code Switching: Mother Toogue
Memory Text Il
logut Becall
Pasatve language Passive Lasguage
(B) -> (B)
Memory — No Code Switching: Passive Language
Memory Text III
ozt Eecall
Passive Lasguage Mother Toogue
(8) ot (A
Code Swiiching into Mother Tongue
Memory Text IV
tognat Becal
Mother Tongue Passave Language
A " (B)

Cede Switching into Passive Language
Referemce

Wechsler, D. (1945), A Standardized Memory Scale for
Clindcal Use, Jounal of Psychology, 19, 57-95.

Figure 1
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Shadowing

Learming to lsten and speak simultaneously until gutomatic
Phonemic Shadowing (No Lag)

* Keep up with speaker who 18 going faster and
faster
There will be a cut-off point somewhere when you can't keep
up f(especially In the B language)
Phrase Shadowing (Lag, Chunking)
Approximating simultancous interpretation situation.
Develop lag. Stay at 3 or 4 words behind the speaker.
Exercises
* Read faster and faster

* Shadow speeches for {ntopation
* Cloze exercises
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Dual-Task Training

Human Information Processing Theorles

Primary Task:

Listening

Counting oul loud Backwards in two's, odd numbers: 99-97-95.99 ..,
Test students” attention to prinary task by adendnistering a recall test
Reference

The work of Barbara Moser-Mercer (M LS., Monterey, Caltfornis)
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Paraphrasing

Render the me of a message in words (lexical) other
tbmwt@nalu::lngxﬂtrmtmmm(smwdkl.

Lexical Transformation
“scikehrades and coments (the parinership between our two countries”
|

4 i -
“honocs and strengthens the Lies  Detween cur two  pations”

Syntactic Transformation

‘mcturuchdmnwmnumbunmhemdbymmu to
Canada®™

(Passive syntax)

* Paraphrase every word, e.g., Ottawa ~* Capitol of
Canada

* Paraphrase more loosely {only certain portions of a
sentence)
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Abstracting or Telescoping

Exercise I: Consecutive Summary
Sum up main idea during pause

Exercise II: Main Idea
Same as above but simultaneous mode

Exercise III: Simultanecous Mode

If student falls behind, use abstract technique to catch up
and retain optimal lag.

Sum up main ilea by ignoring extraneous details
(c.g.. subordinate, relattve clauses.
oppositions, prepositional phrases, etc.)

Interpret only the main SUBJECT + VERS + DIRECT OBJECT
of each sentence

Reference

Ine van Dam (M.LLS., Monterey, Caltfornia)

Figure 5
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Lambert Plenary

Cloze Exercises

Cloze: Delete words and have students fill in the blanks,
either the exact word or appropriate synonym. Good index of|
general language proficiency In second language.

Cloze:

* Sight translation mode
* Shadowing mode

* Simultancous mode

¢ Consecutive mode

Cloze s a very versatile exercise
Reference

Stubbs & Tucker (1974), Modem Language Journal, 58, 239-
241.

Figure 6
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Lambert Plenary

Sight Translation Exercises

General Texts (c.g. horoscopes, National Enquirer to
amuse entertain, catch attention

Move to more general topics, even technical papers
* Anancial
B
-
* medical

Pick texts from wide vartety of sources

* birth certtficates
* depositions

Cloze Exercises In sight translation to teach people how
to paraphrase and get out of sticky situations

Sight translation in stimultaneous mode

Figure 7
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Lambert Plenary

Sight Translation

@ Ask if you can read text (to yoursel) from beginning to end.

@ 1l not, read entire sentence before you begin translating.

@ Read "ahead™, keeping your eyes 2 or 3 words ahead of what
you are actually in the process of transkating.

@ Once you've begun a sentence, keep going. Don't stop and
start over again.

® Don't say, "I'm sorry.” To correct, say, I correct ..."
or "Rather ...”

® 1If you don’t know a word, paraphrase and keep going.
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Digit Processing

Digits are non-semantic, largely unpredictable

May even Involve switch of cerebral hemispheres when
processing or Interpreting digits

More diflicult to process digits in B language
Practice:

* Digits always presented in context
* Have students write down digits as they hear them

* Two students In a booth: one to interpret, the other stmply

writing down down the digits on a pad of paper for
the interpreter (o see them and read from pad
while interpreting

61
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Lag Exercises

Gradual progress from nouns

to adjectives
o verbs
1o short sentences

I. Shadowing Mode
II. Simultaneous Interpretation Mode

From general to technical to scientific

Increasing Lag

Input (Teacher) Output (Student)

“oat” —
'fﬁmd\ i
\ vch.tﬂ

Reference

Paul Hendrickx (197 1), Stimudtaneous Interpreting. Longman
Group Lad. London, UK.
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Anticipation Exercises

Very common in German Schools of Interpretation since in
Gcm\an the verb is at the end of the sentence.

Passage s presented to students who either:

listen to
shadow
or  interpret

Once the context of text becomes familiar, Instructor leaves
one sentence incomplete (stop in mid-sentence, suddenly),

If students are processing deeply enough and following Mnks
in the text, th should be able to finish the sentence

“gracefully” even if they have to invent.
Think of this as another type of gloze exercise,

Figure 11




Ltataddaaitadadaddadsddtdsdaddddsdaddtdseil

Interpreting Under Conditions of Stress

A. Texts read as opposed to natural
public speaking (speed stress)
B. Texts full of digits
Accented speech (¢.£.. Japanese
delegates speaking English; U.N.
speeches with African delegates;
Hispanic speakers)
Increasing background (white) noise
E. Interpreting for longer than 20 minutes.
How to cope?
Reference
The work of David Gerver,

Figure 12
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Interpreter Evaluation: The
Whole Does Not Always Equal
the Sum of Its Parts

Nancy Schweda-Nicholson

Once upon a time, an interpreter scheduled to interpret at
aeon&tmoemdtogetsomepmmtoryu\mrmam. She got
the ahead of time and looked them over. There was one
mﬂgaxpmwd section with one idea she just couldn't figure
out. Before the she a hed the speaker for clarifi-
cation. The er tumed to and sasd, “Understand? You
don't have to understand it Just interpret itI”

Ofcourac.uyoumaulwm.mylntaprwngmvolm
undcmandmgtbewmdpumnmwatmwmd\me
audlawecanwsdenmud.lphn(ospeakonthmemtod:r.

1. melnwumeofdlsmmungbctw«ncmtcmm
eaning;

m :

2. Two ways to approach er evaluations based on
performance and bued.m;rumaung a candidate’s

&lultab(mylbrmt m:ducntmmm 7
Why more quall less quan ¢ aspects
mfuﬂmmmordctwhmnmkabwum
evaluations: and why it s difficult to devise evalua-
tons composed of discrete, quantifiable criterta.

me&uumtolamcs::gclalheggudmmlg‘umncon-
tained in the speech: specific terminology, names organtza-
uonsmdludm.dlsuncudeu.andgmcrukmwwe.m

ments, consisting of Intonation, rhythm, and stress ttemns;
and extralinguistic clements., consisting of gestures, &u ex-
mau.mdlenmﬂyidmuﬂedmmbawledgewchu

ngwhythemcmcbooen.whatmcgoalam. the

mixed group). It is difficult to trate where the extralin-
guistic factors are used in interpretation, but cues are always
there in the interpreter’s mind. It 1s important to remember that
manmgummthmthefacmdeonum.Omcmclnwwua
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understands the meaning of the . 8/he must repackage
it into language which s acceptable appropriate to the con-
sumer,

[n considering how to evaluate and what aspects must be
considered, it Is important first to establish the criteria. If you
are evaluating interpreter performance, it must be decided
which components are of primary importance and which are
secondary and how they are related before beginning assess-
ment. Evaluative categories are referred to discretely in this dis-
cussion only for reference. Each of the components contributing
to meaning is closely intertwined and cannot be scparated from
the others. For simultancous interpreting, there are four ele-
ments:

These are neatly outlined for discussion; however, inter-
preting s a parallel, not a discrete process. It Is also very duffi-
cult to separate the factual content from the para- and extra-
lnguistic clements. All three contribute to the whole

We must evaluate performance in the areas of accuracy
and completeness, high level of competence in the target lan-
guage, knowledge of terms, styles, registers, microphone tech-
nique (especially simultaneous Interpreting), and discourse
structure.

We can begin accuracy and completeness assessment by
comparing the source language and the target language. The
content must be accurately represented in thcwmlamu:ﬁ.
This seems simplistic and obvious, but | have seen trainees
are Inaccurate In thelr ur;ndmn but hanb:uch a conﬁdmtl.
smooth spoken delivery that appear to be very competent.
heard about some Spanish language interpreters who were su-
ing the testing agency because they didn't thelr certifica-
ton evaluation and, therefore, could no er work in the
courts, Two | testifying on thetr behalf pratsed them for
being so wonderful: always on time,
and confident. Lawyers for the
Judges were fluent in Spanish. Even though they were not, they
were quick to comment on how good they were. Without knowl-
edge of the target language, how could they evaluate? It 1s im-
me:}urumwwmt.mmm.um
one nt of good ton.

mmmwmuwmuﬂe.msk
the expression of the content so that it takes on meaning for the
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audience. Dclhrcx is related more to style than to content, but
it has a major on the audience. If the Interpreter has
understood completely, it 1s still only half the Job. S/he must
then be able to express the ideas 50 the audience can under-
stand. The interpreter must be competent in the discourse style

of the target language. For example, is very straightfor-
ward In its discourse style, bulhmzhdmmm A
and flowery. An English speech interpreted into wﬂg
out appropriate discourse style will be perce as “funny,”
Somgm:nsununmctogctthemmnm& but it won't be
We have the ability to express ideas In many ways. An
interpreter must be able to select the appropriate register.
Delivery should match the speaker. In tn a formal pre-
sentation, the Interpreter should not use colloquialisms.
Intonation affects meaning. Several women sitting around a
luncheon table were invited to have lunch the next week with
an unpopular member of the group. Two women satd. “I'd love
to have lunch with Marcia next week,” but used entirely differ-
ent intonations, One was polite and eager; the other was very
sarcastic. Children do not need formal patterns. At the same
ume.a(omnllectureshwldmtmndchnamhorpuxm
The tntetp:;ew must match the register of the speaker, how-
ever, even If the speaker’s register is Inappropriate.
Wemedwbeablemcvaluatclhewmnlmptesuonof
the interpretation. How well did the components over lap and
interact? For a high continuity rating, there must be appropri-
ate discourse style, register, and accuracy of content. How do
mdolhh?(kwpmblcmuuwmmummymy
to measure. If we are measuring factual content, it 1s either

make it much more ult to provide a valid evaluation. One
mwmmnpmbkmutouuammmmdmeqmn-
flable components and a continuum scale for the others. One
approach which mly produces high interrater rellability is
cgo&ng items to be graded. Raters pay close at-
tention to particular items. The overall ra is based on the
percentage of correct items. | feel this should only one com-

thetugetlmg\ngenndmonuuunmaupantepnceof
dmm.Mmuposhmddbcmdmcvuuatcltonemp
whldubmthcmcchnmverymnmprmdcacon-
temdeuvuycvﬂuatsonmdamupo(mmcumofmemgc

67
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language can evaluate the discourse style and acceptability to
native users,

In my 1986 article “Screening Interpreter Training
Candidates in Delaware: A Comparative Study,” | discussed in
depth the language abilitles and exercises developed in the
screening process, | evaluate based on three tasks: shadowing,
sight translation, and stmultaneous interpreting. It 1s not fair to

students at the screening to do as well as graduates of
the mun 6 buutw the tasks are included to mlnbot:’n':lmdm re-
act to them without trad or experience, owing
m:mummelma%mspemwm at
the same time. I do not expect 100% complete articulation,
sight transkation | am looking to see if they are mentally flexible.
Can they recognize when it is appropriate to paraphrase?
Specific vocabulary can be obtained casily in courses, but
mental flexibility cannot. For the simultancous interpreting, |
lock for endurance qualitics. Some students give up and say, "1
can't do this!” They are told to try to do as much as possible:
words, phrases, sentences. They are not to be concerned with a
polished delivery. Sometimes a candidate will do well on all
three areas, but that Is exceptional, For that student, training
will only increase the skills,

Specific criteria should be developed In advance, Know
what, why, and how you want to test. Assessment must be
fiexible enough to recognize the different components of Inter-
preting. Most evaluations are based on factual content be-
cause it Is easler, In addition to components and use
of a continuum, we need an overall evaluation to reflect the
continuity of interpretation: the flow of ideas and the cohesive-
ness of the components.,

| began today with stressing the importance of under-
standing to interpretation. Understanding provides the bridge
from the interpreter to the audience. | hope you see this as a
strong case for a more comprehenstve evaluation and under-
standing that the whole does not always equal the sum of its

parts.




'rrrrrrv!!!!!!!!!!!l!!!!!!!!!!!I!!!!!!!!!!!\‘

Preliminary Findings of a
National Survey of Interpreter
Training Programs

Glenn B. Anderson

Linda K. Stauffer
University of Arkansas

This paper reports on the preliminary findings of a na-
tional survey of programs which offer certificate /degree and/or

in-service tralning 5 In Int er education and that
arc associated with Institutions of higher education. Both
federal and non-federal sponsored responded to the

survey during the summer and fall of 1987, The 16-item survey
Questionnalres were completed by individuals identified as
coordinators within the responding programs. Information was
sought on student, faculty, pre-service academic and in-service
training cuwrricular characteristics, program resources, and
trainee post-graduation outcomes.

Background
Individuals involved In interpreting have long sought to
sh their skills in facilitating communication between deaf

and people. Prioe to the 1970's, early efforts at a
akill i tnterpreting occurred Jargety 1 s ool g
manner, rather than on an organized, formal basis (Pimental.
1979). The informal acquisition of skill in Interpreting, for the
most part, cccurred In situations such as the:

* home environment as members of families with deaf
parents, siblings, or other refatives
* school setting as educators of deaf children

* rchabilitation setting as service providers with deaf
adults, and

* church setting as clergy with co egations with deaf
members, -

Through these Informal situations, skill in interpreting
was, for the most part, either natively acquired (e.g.. in the home
setting with deaf parents) or expertentially acquired through
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extensive experience with deaf people In a vartety of “helper” roles
(e.g. In the school setting as a teacher) (Frishberg 1986),
Instructional and curricular resources as well as interpreter
trainers were not prevalent features among Informal training

situations (Quigley & Y . 1965; Kanda, 1987).
As educational, em ent, and social opportunities for
deaf e rapidly in the late 1960's and early 1970's

as a -produddsmrdkdaalln&uwm.uwdemmdfmm-
lerpreting services began to exceed the avallable supply of inter-
preters. These federal initiatives included:

* the Rehabilitation Acts of 1965 authorizing, for the
first time, the use of case service funds to purchase In-
terpreting services for deaf VR clients

* provision of federal funding in 1968 to establish NTID

and four regional postsecond training programs
with special support services fot‘?ea! students

* passage of the Rehabilitation Acts of 1973 mandating
equal access for disabled people to employment, edu-
cation, health, and other related federally-sponsored

programs

* passage of P.L. 94-142 1n 1975 mandating the handi-
capped children have access to public education pro-
grams and that they be educated In the least restric-
tve environument,

Federal support was instrumental in facilitating formal
efforts at interpreter education and training tn the early 1970's.
In an effort to respond to the Increasing demand for interpreters,
the Rehabilitation Services Administration provided funding for
the establishment of the National Interpreter Training
Consortium (NITC) (Lauritsen, 1976). The funding of the NITC in
1974 with six cooperating programs represen the first orga-
nized national effort at formal interpreter education and training
(Frishberg, 1986).

The efforts of the NITC and the subsequent funding of 10
re interpreter education programs beginning in 1980
helped "l)'.m a rapid expansion of programs In voca-
tional/technical institutes and oo!lc}cs and unliversitics
throughout the U.S. offering certificate/degrees In interpreter
education and training. The proliferation of interpreter training
programs f{rom the mid-1970's to the present is a relatively
recent phenomenon. The rapid growth of Interpreter education
programs has stimulated considerable national Interest in
obtaining up-to-date information on current practices to facilitate
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program planning and development (Yoken, 1979; Per-lLee,
1980). How many interpreter education programs exist in the
U.S.7 What are the key characteristics of the programs? The only
national effort to complle information on interpreter training
program characteristics noted in the lterature 15 that included In
a resource guide for programs training interpreters for the
hearing-impaired (Battaghia & Avery, 1 . M the tUme the
survey was conducted In 1985, 48 out of 53 programs responded
to the survey, A majority of the programs were characterized as
two-year programs offering assoclate degrees (n«36).
Appraximately three-fourths of the programs (ne42) did not
require sign proficiency as a prerequisite for admission
into the program. number of students estimated to graduate
ecach fmmuwpmmmsmngedﬁmnabWMGtoahm\of
20. All of the programs included in the survey were affilliated with
either a vocational-technical program, a two-year community or
junior college, or a four-year college /university.

Descriptive information on other essential aspects of the
programs such as student, faculty, curricular characteristics,
program resources [(e.g., sources of funding), and trainee
post-graduation outcomes were not reported In the Battaglta and
Avery (1986) survey. This study attempts to provide descriptive
information on these various aspects of interpreter education

programs.
Methods

Sample selection and ver{fication of programs

A mailing list of 66 programs was identified through two
primary sources: a) resource guide for programs training inter-
preters for the hearing-tmpaired (Battaghia & Avery, 1986) and b)
names and addresses of programs served by the 10 federally-
sponsored reglonal interpreter education programs in their
respective nﬁe&gnphscal arcas. An Initial screening form was
maidled to programs to verify if the program offered cither a
pre-service academic and/or In-service training program in
interpreting. Of the 66 programs, 5 did not meet the criteria for
inclusion in the study. The total number of screening forms
received back was 61 for a response rate of 92% (based on 61 out
of 66 programs).

Data collection
A 16-item questionnatre which sought information on vari-

ables such as student, faculty, and curricular characteristics was
madled to the 61 Identified programs, The questionnaires were
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completed by individuals identified as coordinators within the
programs. Responses were recefved from all 10 federally-spon-
sored programs and from 80% of the non- federally-sponsored
programs. The overall response rate was 84%. Table 1 presents a
breakdown of the response rate by type of program,

Table 1
Survey of ITP Program Characteristics

#ol
Type of Response  Responses
Program N Rate Recetved

Federally- 10 1009 10

Sponsored
Program

Non-Federal 51 80% 4]
Program

TOTALS 61 84% 51

Results

Geographical distribution of programs

The 61 programs identified as offering certificate or degree
programs In interpreting were distributed among only 33 states
with no programs in 17 other states, At least one program, how-
ever, was located In all ten RSA geographical s of the U.S,
(Table 2). On the other hand, the distribution on a
region-by-region basis was notably uneven with largest con-
centration of programs located in the North Central and
Southeast regions, respectively. The smallest concentration of
programs were located In four reglons (New England, New York-
New Jersey, Middle West, and Rocky Mountains), This uneven
distribution, In terms of local, state, and federal efforts to re-
spond to the national need for Interpreters, Is skewed In favor of
those residing in four regions (North Central, South Central,
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Southeast. and Pacific Coast). It was also noted that there were
mfedcmlprogrmmlntvoofthengﬂmsmmunanooncmm-
tions of mgms (New York-New Jersey and Northwest),
although reglons contain cities that are major population

centers in the U.S.

Table 2
Geographical Distribution of Programs by Type
and RSA Region
Program
ESA Reglon® Federal Nen-Federa)
N Location N ‘o N ‘o,
61 TOTAL 10 100 51 100
4 New () 2 20.0 3 6.0
2 NY-NJ 0 0.0 2 ae
5 Mid-Athastic (% 1 10.0 4 7.8
10 Southeast (4) 2 200 H 15.7
13 Nexth Cemtral (5) 1 10,0 12 235
8 South Central (8 1 100 7 157
3 Middle West (7) 1 10.0 2 39
2 Rocky Mountains (4) : 100 1 2.0
8 Pactlic Coast (99 : 10.0 7 12.7
5 Northwest (104 0 0.0 s 9.8
aRSA-Federal Rehabiitation Services Adminastration Regional System

Size and salient characteristics of program
enrollments

Collectively the 51 programs reported a combined enroll-
ment of 1,262 pre-service trainees during the 1985-86 academic
year. Pre-service trainees included full and Tganume students
matriculating for a degree in Interpreting. The number of pre-
service trainees ranged from a low of 3 to a high of 111. Most
programs, on the average, had between 16 to 50 pre-service
trainees. Only one program reported having more than 100 pre-
service tradnees. Nearly one-half of the pre-service tradnees were
enrolied in four-year college programs with one-third enrolled in
community college programs and a much smaller number in

73




R Rt a i niiiiiiigg)

National Survey of ITPs

technical Institutes (Table 3). The types of programs in this sur-
vey are described in Appendix 1,

Table 3
Distribution of Tralnee Enrollments by Type of Program

Traanee Ercollmests

Progsns Tetal  PreSevice® IncService
N Typet N % N - N o
51 TOTAL 7273 100 1262 100 &011 100
S Techescal Instiiute 429 60 151 120 288 50
22 Cosnmungy College 3220 443 488 JE6 2732 455
24 Four-Year College 3514 497 623 494 2732 500

TOTAL 7273 100 1262 100 6011 100
10 Federal Program 429 554 368 202 3881 609

41 Noo-Federal Program 3244 440 B854 708 2350 391

A See Appendsx | for definitsons of program types
b A pre-service trainee is considered a full or part-ttme student matriculating

towards an academic degree In interpreting

In terms of dcmphlc characteristics, more than one-
half of the programs ( reported that a majority of thefr stu-
dents were white, female, and young (between 18 and 30 years of
age). Minority students were not well represented as pre-service
trainees or In-service trainees among any of the programs,
although the need for Increased minority student ment in
interpreting is of national concern (R, Jordan, Personal
Communication, December 21, 1987).

Of the 6011 trainees who participated in in-service training
programs during the 1985-86 academic year, It was interesting
to note that more than cne-half recetved thelr training through

the federally-sponsored (Table 3). Though there are
fewer M-smnfa% to non-federal programs,
they appear to be the key resources for in-service tratning and in-

skill This could be partially explained by the

terpreter
mission of the federal which emphasize both pre- ser-
vice academic training interpreter skill maintenance and up-
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tions,

Degree programs and curricular characteristics

Although more four-year colleges than either community
colleges or technical Institutes offer interpreting training pro-
grams, the most frequently available degree option 15 two-year
associate degree. As a consequence, mare than three-fourths of
the pre- service trainees during the 1985-86 academic year were
enrolled In two-year associate degree programs (Table 4). On the
other hand, it was interesting 1o note that in terms of post-grad-
uation outcomes, more than one-half of the programs Indicated
that their graduates chose to continue thelr education (e.g., seek
a higher degree). The large enrollment of pre-service trainees in
two-year assoclate degree programs within four-year colleges ap-
pears o provide a climate for graduates to further their educa-
ton rather than seeck immediate employment. It is also a t
lrmnconuncnummmﬁomrupm:dmutomcaurwy t for
most m«uu students, particularly those without prior
backgr in deafness, two-year training, for the most part, is
not sufficient in terms of the length of time needed to develop
skills to immediately function as a professional Interpreter. To
some extent, these concerns present a dilemma to the field. On
unmhmumhamnummbm)mdﬁormwprﬂcm
mndzﬂ-tcmbaus. mdu;c;mermml . the complexities and
length of time required to p skill in Interpreting point to a
need for more long-term programs beyond those available in two-
year programs.
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Table 4
Distribution of Pre-Service Trainees by Types
of Academic Degree Program

DRegree Prograuns Trlnees
N Types N %
48 TOTAL 1212 100

7  Certificate 69 5.7

M ANAS 942 77.7

7 BA/BS 201 16.6

Another issue relevant to the efforts of Interpreter
cducauonmmmmwlwtuabahnmbetmnnspamngto
the national need for Interpreters and to providing quality
academic and in-service training programs, is that funding,
Nearly three-fourths of the reported annual rating
budgets of under $100, - a‘ nuurxber of full-time
faculty per program was 2 full-time ty In federal
and 1.7 full- time faculty in non-federal programs (see Table 5).
This national total of 89 full-time faculty training a total of 7,273
students through pre-service and In-service training programs
suggests that a majority of the programs operate on Mmited
budgets. In order to factlitate the efforts of interpreter education
programs to respond to the needs of the fleld and at the same
Ume emphasize high quality academic and in-service
the need for Increased resources and fundin support must be
addressed at the local, state. and national v
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Table &
Distribution of Full-Time Faculty
by Hearing Status and Type of Program
Eaculty Hearing Status
Erogoans pe Hearing Dead
N Types NE o N % N %
51 TOTAL M 10 & 100 20 100
% Techrocal InstRute 15 169 12 174 3 150
22 Coonunity Colege 29 326 24 U8 5 230
24 Four-Year College 43 505 33 478 12 600
TOTAL 89 100 69 100 20 100
10 Federal Prograsn 20 225 16 12 4 200
41 Non-Federal Program 60 7785 53 788 18 MO0

Liddidiadidadadadadisdadsdtdsdtdtddddsdtesy

'mwmrdbmhyanoh;dmmhmbywd
program was as follows: a) federal program (2.04; b) non-federad pro-
gram (1.7); o four-year (1.9 ) community college (1.39: and e} tech-
nical iInstitute (300

On a positive note, there appears to be a good deal of
commonality rather than diversity among programs with respect

to the types of curricula a ¢ to students. The following
courses were offered by all programs that responded:
History of Interpreting

Community/Culture of Deaf People
Professtonal Ethics and Consumer Issues
Skills Development-Methods

The following courses were offered by at least three-fourths
of the programs:
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ASL Grammar and Vocabulary

Skills Development-Spectalized Settings

Skills Development-Special Populations

Community Resources/Services
intermnship/Practicum

Non-verbal Communication

Cross-Cultural Issues In Interpreting

The res ents were also asked to indicate if they offered
curricular to help prepare trainees to work with deaf-blind con-
sumers and if practicum/internship opportunities were avatlable
for those interested In working with that spectal population.
Approximately two-thirds of the programs do include at least
some curricular emphasis In thelr programs on working with
deaf-blind consumers and also make practicum/internship op-
portunitics avallable to interested students. Since experienced,
practicing interpreters and service providers are more ltkely to
have contact with deaf-blind consumers, than are students, it
was Interestng to note that few programs offered in-service
training programs directed towards serving deaf-blind persons.
Whether the need exists for on-going in-service training work-
shops in the area of deaf-blindness could not be determined from
the data.

Faculty characteristics

Of the total of 89 full-time faculty, one-half are employed in
the four- colleges while about one-third are tn community
co gahle 5). Deaf faculty members comprised less than
one-fourth of the total number of full-time faculty employed in
lntcrpm; training programs., Dul’dhmlty members were more
ltkely to be involved in interpreter education programs on a part-
time basés, Otfxahnl-mnebaﬂs.mondutdwhnmymbcn‘cg’t
employed in four-year colleges than either the community col-
leges or the technical institutes, although on a percentage basis
they still comprised only about one-fourth of the total number of
full-time employed by those programs, Very few programs
were found to employ minority faculty on either a full or part-
tme basis. In programs where they were employed, they were
employed on a part-time basis.

More than 85% of the programs reported having faculty
with at least a master's degree. Less than 15% of the programs
employed full-time faculty with a bachelor’s or less, Very
few programs employ faculty with a doctorate, although that may

change in the future since a few programs did report that some
dﬂmhnﬂtymmﬂngmmzxmdmdrdodwsmdm.
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With regards number of years of experience as an inter-
?rctzrumncr.t'oamawu:llmh Lo emerge
rom the data. On the one hand, close to one- of the pro-
grams reported having employing faculty with ten or more years
z interpreter education experience. S;l:ghdy mmomn one-half
the programs reported ¢ culty with Years or
less of experience, It is a:ﬁparent that lhooe(ywho enter the feld of
interpreter training are those who are committed to the field and
tend to remain for many years. It is also apparent that in recent
years opportunities to employ a new, younger generation of in-
terpreter trainers have occurred.

e cupiipod ot s Mol o o cation: mae
programs emp -time with some type ca-
ton (e.g., CSC, ﬁ;:édrr/'rcz, .t mmno(cdu : ho'wc\'crﬁl ver, that bcn:‘ cv-
ery program em, at jcast one full-time faculty member with
the highest levels of RID certtfication fe.g.. CSC and/of OIC-C). In
terms of future efforts to develop appropriate standards for intes-
preter training programs. consideration may need to be given en-
couraging all mn to have at least one full-time faculty
cemnmw“m ghest level of RID or an equivalent level of

cation.

Trainee post-graduation outcomes

Of the 375 students reported to have graduated during the
1985-86 academic year, the programs indicated about two-thirds
were involved in In eling on either a full or part-time basis,
Although t:w technical institutes had fewer total graduates than
cither the our-year and community colleges, a higher proportion
dmwgnduamwmedtobeumhedmlmapmmon
at Jeast a full- tme basis, This was a surprising finding given the
relatively small number of technical institutes participating in
the survey, One possible explanation for this finding could be
reiated to the presence of large concentrations of deaf students in
some of the technical institutes. With large deaf student enroll-
ments, lbcmtsacomnnulngmunedlatznzedfwmltrpnnmphn
ample opportunities for students to acquire hands-on experience
as of thelr Internships/practicums. Further, the Battaglia
and Avery (1986) survey noted that more graduates obtained
employment as Interpreters in educational settings than In other
types of settings (J. Avery, Personal Communication. September
6, 1988). It 1s thus apparent that the presence of a critical mass
of deaf students on the campus or immediate vicinity of the in-
terpreter tradning program may be an Important factor with re-
gards to employment c:gpoﬂunmeo for the graduates. One Mmi-
tation of the study with regards to post-employment outcomes
was the unavadlability of specific information on the nature of the
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graduates’ employment. This would include information such as
type of . Job dutles, , and lm::cmde served.
Such on could probably best be through peri-
odie follow-up studies initiated by the pcm

Finally, for those graduates who to participate In
certification evaluations, the most frequently reported type of
cvaluation was the stale screening :%A. Few uales were
noted to have attained RID certification shortly after graduation.
Two possible explanations for the finding that more graduates
were reported to have attained QA rather than RID certification
are a) the QA 1s offered more frequently and on a state by state
basis and b) the QA Is a screening process for the iden tion
of interpreter competency whereas RID offers a national certifi-
cation evaluation which Is more intenstve and advanced. The QA
was established to meet the need for Interpreters to have some
type of certification at the local and state level in order to be
hired by state VR agencies and other human service programs,
About one-third of the responding Interpreter education
programs indicated that their duates during the 1985-86
academic year had recetved certification. State screening
systems, however, are not avalable in every state. The feasibility
of making available to all graduates of Interpreting training
programs options regarding local, state, or national certification
evaluations should be investigated.
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Table 6

mmammwmmtemby
Types of Program and Number of Graduates Involved
in Interpreting on a Full or Part-Time Basis

Numberel EBoplovinent Quicomes

Craduales

Exograsns BullTune®  Pagt-Tune®
N  Types N % N % N .
51 TOTAL 375 10 169 100 87 10
S Technical lnstitute S NS 146 B84 ® a0
22 wyContp 132 352 4 260 34 ¥
24 Your-Year 148 35 49 200 446 =28

TOTAL 375 100 155 100 87 »0
10 Foderad Prograen 73 195 23 1386 27 310

41 Neav-Federal Program N2 805 146 BG4 60 600

Recommendations

Consistent with the efforts underway among Interpreter
tramning programs to respond to the increasing demands for in-
terpreting services by providing the best education and training
possible, given their limited resources, some thoughts and sug-
gestions are offered for future directions and Indtiatives:

1. Intensify efforts to tmprove the uneven geographical
distribution of programs in the 10 RSA regions., Efforts
should be made to assure that underserved reglons
have access to an adequate number of programs.
Efforts should also be made to assure that each of the
10 RSA regions have at least one federally-sponsored
program. Federal leadership and funding should be di-
rected to achieving these objectives.
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. I our efforts to improve the underrepresentation

of deal as well as minority full-time faculty In in-
terpreter training programs. To more a priately
achieve this objective, federal sponsored Interpreter
training should be provided a mandate to re-
cruit train deal as well as minority faculty as in-
terpreter trainers,

. In view of the increasing cultural and ethnic diversity

within the deaf population as well as the general U.S.
population, we should re-invigorate our ¢ to re-
crult Black, Hispanic, Oriental, and other ethnic mi-
nority students in both academic and In-service

training programs.

. In our efforts in follow-up studies of graduates to

expand our database and knowledge of thelr post-
graduation employment and certification evaluation
outcomes. Cooperative efforts between national and

state organizations involved with in and fed-
eral leadership could assist in factlitating ment
of this objective,

Federally-sponsored programs should be provided with
the mandate and funding to work with various states
and national certification organtzations (e.g.. RID) in
developing appropriate certification evaluation options

for graduates of interpreter education programs.
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APPENDIX 1
Definitions of Four Types of Postsecondary
Programs for Deaf Students

1. Rehabilitation Facilities: These programs provide only
4 vocational diploma or certificate to prospective deaf graduates
and emphasize either prevocational or vocational training rather
than technical or high levels of traming,

2. Technical Institutes: Deaf graduates may receive cither
a vocational degree or associate's degree. Training is generally of-
&redauhetechmaloceqmvnlentltvﬂsdcueaprcpanum.

&Comnn!tycolh‘«:ﬁ\cmwtpmlmuypedpou-
scconduryprogamamongmoacmmwnaummdy. Degrees
range from the vocational to the associate’s levels.

4. Four-Year Colleges: Since most of these have accompa-
nying graduate schools the range of degrees include the bache-
lor’s, master’s, or advanced degrees or professional certificates.

Source: Watson, D., Schroedel, J., & El-Khiami, A. [1988).
A national study of postsecondary education of deaf students. In
D, Watson, G. Long, M. Taff- Watson, & M. Harvey (Eds.), Two
decades of excellence: A foundation for the future. Little Rock, AR:
American Deafness and Rehabilitation Association.
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Health Care Interpreter
Program

Marty Barnum
The College of St. Catherine, St. Mary’s Campus

Introduction

Background

St. Mary's Campus of the College of St. Catherine offers
health and human service carcer opportunities through associ-
ate degree and certificate programs, Founded in 1964 as St
Mary's Junior Caollege, the institution m with the Colicge of
St. Catherine, a four year liberal arts . in 1886. One of
several majors offered at the college Is the Health Care
interpreter merm (HCI) which 1s now ent Its sixth year,
Implications of the merger for the Interpreter will be
discussed in a moment.

The Health Care Interpreter Program was designed to ad-
dress the problem of the lack of to train interpreters
to work in the specialized area of th care interpreting. This,
of course, Is uitimately for the purpose of mecting the needs of
deaf people needing health care and the needs of health care
practitioners providing health care to deaf patients.

In 1973, the Rehabilitation Act was passed, mandating
that *...hospitals do not deny or limit participation of handi-

persons in the service and benefits of its services.
] must establish a ure for effective communi-
cation with hearing impaired persons...with qualified inter-
preters who will ensure effective communication.” The health
mm;opouuwmpmtoummdatc resulted In an
overw g increase in interpreter requests. In the Twin
Cities of Minneapolis, and St. Paul. requests jumped from 135
in 1980 to 1,346 in 1984 for health care .

In 1881-82, St. Mary’s Initiated a comprehensive needs
assessment of the need for health care interpreters. In the fall of
1983, the school established an Assoclate of Applied Sclence
(AAS) degree program in Health Care Interpreting. The lack of
instructional materials for Interpreter education generally

bmemﬂck!zaqmmt.mmmdcmuhmmd
materials for health care interpreter education was less of a
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surprise. Funding was sought to develop materials and was
granted btginni;‘g‘ October 1, 19885,

FIPSE Grant

In October of 1985, St. Mary’s was awarded a two year
Federal grant from the Department of Education under the
auspices of the Fund for Improvement of Postsecondary
Education (FIPSE), FIPSE may be a familiar name to members
dumm—uus!sthcomnmummathudsolundcd
RID's development of the new evaluation system. The of
the t to St. Mary's was to develop curriculum materials
for Health Care Interpreter Program. Included In this dis-

cussion then, will be a reporting of the results of that grant
work.

The Health Care Interpreter Program
General Information

The Health Care Interpreter Program can be taken for
either an AAS degree or for a Certificate. Students entering the
program who already have a degree can opt to take the
Certificate route. Either takes the same interpreter pro-

courses — the difference is In the number of General

ucation courses. Let me explain the different options In a lit-

Students enrolled In the Assoclate of Applied Science
Degree Program take 30 General Education credits, 4
Interprogram Studies credits, and 33 technical credits. The
technical credits represent the Interpreter Program courses.
Included In the General Education courses are what are referred
to as Program-required courses, These courses are (1) Human
Anatomy and Physiology, (2) General Psychology | and 11,

(3) Lifespan Devel t. (4) Psychology of Adjustment, and
(5) Medical Tu-mmmn

Prrsg-un. The Certificate Program Includes the 33 technical
credits and the Program-required general education courses.
Students completing all requirements of either the AAS degree

mmwmcwuumnuemmedmmmof
the Health Care In: P

Program
If students enter the HCI with background expe-
rience or courses similar to an the technical courses,
have some additional options. nts who are candidates for
meAASdepeemayukcaduﬂcngeamnlocanyocunethcy
feel they do not need to take. If they pass the challenge exam.,
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they pay a reduced fee and recelve credit for the course. For
students tn the Certtficate program. it is the discretion of the
Program Director to walve any courses she feels the student
does not need to take. This may be on the basis of a transcript
from another institution showing completion of a stmilar course,
or it may be on the basis of a challenge exam for which there 15
no charge. If the student satisfies the requirements, the total
mo‘mdiunwywmpkwmec:mﬂcammnbe
uced.

For example, it is not uncommon for students who are
graduates of an ITP to want to come to St. Mary’s to study the
specialty area of health care Interpreting. These students will
have some reduced requirements In classes and inter-
preting skills classes. Students who are RID certified are not
required to take the language and skills courses. It has been
our experience, however, that most opt to take several of the in-
terpreting skills courses.

The length of the HCI Program varfes not based on
whether a student is enrolled in an AAS or Certificate program,
butontheu'ASLhnguageaknhﬂwnu:cyentcruwprytm.
We require that students have a minimum of one year of sign
language courses before ente the program. Students with
this bare minimum take three to four years to complete the pro-
gram. Students entering with st language skills can
complete the program in two years students who are RID
certified can complete the program In one year., A formal
language assessment occurs at the end of the student's first
year. At this time the faculty meets with students to plan their
schedule of classes for the next one (o three years. At this time
also, faculty may counsel those students who are obviously
inappropriate out of the program. If students are adamant In
their desire to pursue health care in ng. they are coun-
ndedwukeamroﬂtomkmmgmnch;mmcr
assessment is conducted the following year. To this date, there
have been a few students who have reentered the program and
have successfully graduated.

We are to become a four year BS degree program
in the near future. This became a possibility with the merger
with St. Catherine’s. The is currently working with

to actualize this In addition to a BS degree, some

te options would remain.

Faculty for the St. Mary’s Program consists of three full
time instructors and several adjunct faculty. It is of some con-
cern that we are as specialized as we are, and we are currently
mungwuhmmumtobeoommon:cgnpandm”ch
other’s realms. Currently, Beth Siebert teaches the
courses. Beth Is deaf has a BA in Psychology and an MA in
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Special Education from Gallaudet University, Sandra Gish
teaches the lmc%ttet skills courses and the ethics course,
Sandra holds a degree in Education of the Deaf from the
University of Illinols, and is currently pursuing an MA at
Western Maryland College in Teaching Interpreting. Marty
Barnum teaches the medical and mental health courses and the
linguistics and culture courses. Marty’s BA s In the field of lin-
guistics. She has an MA In Intercultural Communication and is
currently pursuing a second MA in Psychology. unct faculty
are brought in to teach some of the interpreting s courses
and the acting class.

Program Philosophy

Before reporting on the details of the program develop-
ment, it seems appropeiate to say a few words about the philos-
ophy of the program. Any program is really a reflection of the
people Involved In it, so “philosophy of the program” really
means the philosophy of the faculty and of the institution that

Join a program motivated to learn and it 1s our job to maintaln
that motivation. We make avaslable to the students the Informa-
tlontheywmneedtobcc(fecuvchedthmmw'premw
maintain our own enthustasm for the profession, and we work
to provide a tive, supportive and encour environment
fwmestudmp:Wehwcfmmduusap cmmmau&
cessful than an environment where st ts are afraid to make
muukm.andwbcmmefedpafmbtbe«ﬂyw.med
our first lessons to nts is that they will make mistakes,
that we make mistakes, and that interpreters are human. The
goal is to enhance one’s skills so that in any given situation one
is prepared to make the best cholces and decisions possible at
that moment. Should an individual later decide that they did
not make the best decision, they can learn from the experience
and refine their choices for the next time (rather than consider
sulcide or, at the very least. quitting the profession!) It Is our
phy that the more train and practical experience one
mcbcuathededumo:‘wmwmmn.lwtngommuln
more detadl later when | discuss the Ethics class.

Program Structure
The program consists of language courses, interpreting
skills courses, health care interpreting courses, and some mis-

cellanecous courses such as English for Interpreters,
Introduction to Culture, Acting for Interpreters and a Clincal,
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amnecmpcnmgeouminda reading course. The finger-
3elllngcouuc does not mht:‘ﬂgzr-pel from the context

sign .butslmpiybuuluobjmmtheenhamemmtol
Mgtrs&;n@Mmsmedbdm.lhemmuwdmmm

classes complement one another and complement other courses
within the program.

the first semester of the program and inchudes movement,
mime and use of space, voloe work, relaxation tech and a
hoalo(othcrmuuwumnnybundlnthe arena, but,

we felt, germane and useful to the interpreting area. We have
ﬁoundmutobcaclmmatpmdummwuoobedonforw

Freshman class, It's a very popular class.

wmm.ﬁmmmmnmd
counumpnnofthemwork.uatcﬂﬂslumcumnrm
will soon be avallable,

Our intent s t&gmund students in the theory of inter-
preting and then to € progressive steps toward the conse-
cutive Inte Ag process, basing the process on current

(
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up an ongoing class over the summer. From experience, we
know that need to be strong In thelr consecutive skills
before they move on.

The first in the series Is a course titled Visual and
Auditory Analysis. This deals with the process of recetving in-
formation, storing information and analyzing information. This
is followed by English-to-ASL Translation. This course is de-
signed to develop the composition aspect of the Interpreting
process. Included are several Interpreting tasks: text analysss,
decision making, image search, vocabulary/phrase search,
nonverbal behavior search, characterization and addition-
substitution-omission. These two courses lay the groundwork
for the Interpreting courses which follow,

The next course the students take in this sequence is
Consecutive Interpreting. This is the first course where students
begin to actually interpret. The theory here is goal-to-objective.
Students voice-to-sign and sign-to-voice interpret for both
recorded and live s

The final course In the sequence s Simultancous
Interpreting. This simply continues the process that the stu-
dents have learned in the consecutive class until they are
working the the simultaneous mode.

Health Care Interpreting Courses. Introduction to the
Health Care Interpreter Setting s the first course in the se-
$t:‘:ncc of health care Interpreting classes. In this course stu-

LS gain an overview of health care settings through lectures,
tours, and observation opportunities. Students gain a better un-
derstanding of health care structures (such as hospitals and
HMOs), particular departments and areas of health care (such
as emergency care, OB/GYN, in-patient mental health treat-
ment, etc.), and what an Interpreter’s role s within these set-
tings. One class period each week is a visit to an actual site, e.g.
a s unit or a detox center, and a second class period is
devoted to further discussion. As enll:rlcs:

Oncevumg;:.nutmmu admissions area. One of
the admissions explains the process and then “admits”
one of the students. We are able to discuss where the Inter-
preter would want to position him/herself, what vocabulary
would be needed, etc. Another evening we “scrub” (put on surgl-
cal gowns) and tour an empty surgical area seeing the pre-op,
post-op and recovery arcas as well as the various surgery
rooms. In our discussion of all areas, we iInclude Information on
protocol and who's responsible for what. As a part of this
course, students observe Interpreters who are working in meds-
cal or mental health settings.
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Medical Interpreting is taken during the fall semester of

the student’s last year in the program. At this point their inter
skills must be good for them to fulfill practicum

. where much of the time will be Interpreting them-

also to give students ty for hands-on ence. The
course is divided by topies, and each topic is exemplified by
specific medical areas or procedures. The cs Include

Admissions, Pre- and Post-Sessions, Adapting the L
Determining the Appropriate Mode of Communication.
mtcmun&&ylc. Placement, lmg:wom of Medication, and

with Job Related Stress. h topée, or unit, contains
vocabulary, exercises and role plays for medical areas for which
that particular might be a concem.

For example, one of the topics is placement, I.e. where
does the Interpreter appropriately position him/berself while
interpre medical situations, The area of obstetrics is used to
Hlustrate principles involved. After the topic is introduced,
students learmn ary related to OB/GYN. Then designated
students participate In & role play for which have notice

momylno(uhodgenohndwpeopletophymemlco‘ -
tent in these role plays mdrwuammdthct by
one of our Instructors, a real doctor or therapist, or an Instruc-

na st

adl: do a wmtmmﬁom:k sheet n‘::t memumm: involved.
role play, is done wi e practitioner

and patient, and then again later with just the class members.
Another topic under Interpreting Style 1s safety issues,
Here, X-ray is used as the supporting area. Another s Mode-of-
Communication. where surgery and medicated patients are 1l-
lustrative of the concerns. Under lnt?ntmg style, physical

dents about privacy Issues, gender of Interpreter, etc. The sec-
ond panel Is a panel of health care practitioners who have
worked with an Interpreter. Again, they are candid about thelr
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s and their perspectives of the communication pro-
mchMWuampdmtmmW-
ence in medical settings. This last is generally the
end of the semester, giving the st ts an opportunity to ask if
what they're being taught is reality!

Another impaortant topic in the Medical Interpreting class
is job-related stress. We discuss stress and support groups or
support persons, and then the class functions as a support
group In discussing some of thelr practicum experiences.

Each student has twenty hours of practicum time during
this course. These hours are spent with a working interpreter in
a medical setting. We are fortunate to have three hospitals that
have Interpreters on staff and an HMO that has two Interpreters
on stafl. The bulk of the practicum time Is done at these set-
tings. Students log their time and a Journal of thetr experi-
ences, Time is taken In class out the semester to dis-
cuss some of the experiences, using this as a time to teach the
students how to appropriately discuss a confidential situation.

This course was developed as a part of the grant.
Developed to be used with the course 13 a student manual —
the chapters coincide with the topics — and a videotape. The
videotape focuses on emergency, admissions and X-ray scttings,
and we hope to develop additional videotapes for other settings.
Also, a teacher manual is almost ready that adds things like

exams (o the student manual,

Following the medical class, students take Mental Health
lg::;pnﬂng.msm.uwnpuﬂﬂcm-copemmemcmcal

Bascd on Mterature about mental health interpreting (of
which there is more than on medical interpreting) and experi-
ence in the first two years of the program, the following as-
sumptions were made:

1) Teaching sign vocabu for mental health terms is
not & priority, Signs in field are much less stan-
dardized than for medical terms, and It scems more
app te for Interpreters to familiarize themselves
with smm use In the particular setting in which
they find selves Interpreting. (This Is somewhat
less true In the arcas of substance abuse and sexual
abuse, and some time is devoted to vocabulary work in
these areas.)

2) Interpreter students generally have less personal ex-
perience in mental health settings than they do In
medical settings.
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J) Mental health settings can present surprising or
sometimes shocking iInformation that can affect one's
ability to interpret.

Based on these assum it was decided that the stu-
dents needed to become with the mental health settings
in which they might eventually interpret. A comprehensive list
dmcuutunpmmupedmdmcfollowmggpnanImu
emerged:

1) Individual, couple, and group therapy
2) Day programs, residential settings, and hospital set-
ungs

3) Minimal language skill clients
4) Sexual abuse and battered women

5) Psychological testing

6) Chemical dependency, substance abuse and co-de-
pendency

WOmwonupreamcdonnrmsmcnpystylumat
might occur in Individual, couple, and group sessions. An un-
derstanding of the therapeutic relationship and where the Inter-
preter fits into this relationship s critical. Included with this is
a review of the concept of pre- and -sessions introduced in
the preceding course, Also is the relationship between
the interpreter and the therapist and ways for Interpreters to

Minnesota has an abundance of day and residential pro-
grams for individuals who are deaf and mentally {ll; deaf and
mentally retarded: or deaf, mentally 1ll, and dangerous.
Students become familiar with these programs and visit several
during thelr accompanying practicum experience. Important
information here incl the Interpreter’s role (how is 1t de-
fined and who defines 1t), safety issues, charting protocol, and
what kinds of routine and not s0 routine activities interpreters

can expect to interpret for,
Alter the first two of teaching the course, we recog-
nized the need to include tral In inte for Mintmal

Skill (MLS) clients. This happens re students visit
tial and day programs so they are practiced in communi-
cation skills,
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In the areas of sexual abuse, battered women, and sub-
stance abuse, students learn how these are legally defined,

what services are avaflable, and what situations require
an in reter, Students are presented with blunt Information
about t eanupectlohurmdseelnumesetmm

chemical dependency and counseling. The first time 1t
was taught, the Instructor sensed something 'ronﬁ about
halfway the lecture. She stopped and asked, are

you all do Momnnnmm»dmtbmkelnlotmandme
rupwﬂed.’ﬂowthmwu‘veducﬁbcdua.myou to tell
mmtwdoaboutlt?"l‘hepumo-embtogvc students
uﬂomaummwdealmthmco-dcpcndencyumeswu
individuals and interpreters face.

such as our speaker or to literature on mental heal
and deafness.

o T b oo Goaios: oo Lvmy e ay  the
area of mental an our carries a
cmmuve collection of articles which 1s added 10 re

St umrequurdtopa\nctheconecumandtoaele&
three articles to

As with the medical class, students spend twenty hours
in mental health settings Eetting practical experience, The par-
ticular settings will vary d
avuﬂab&eatthmpnnkuhrume.mu.lnlmhappcnwbe
deaf individuals in chemical dependency treatment, some stu-
dents are able to join the esslonal Interpreter and gain ex-

perience. There is all skdlls course In operation
somewhere. Additionally, Mume“s‘;‘ta has two state hospitals
with special (Including chemidcal for deaf

programs
pmu.mqmm:mmmmwmmw
students for part of thelr

experience,
mennaleounemthebealthmmuamw
hourpnwcum.&sedmmwmcdwmmem
preceding courses, Medical Interpreting and Mental Health

3




TR TR T TR R T Y

Moallh
Healll

) Care Inlerpreter Program

Interpreting, students, together with thelr Instructors, select
one or two sites where they would like to put in their final
practicum hours. Often these practicum experiences have
tumed into jobs for the graduating students. In the mxmn
years of the program, there were not the number of on-stafl in-
terpreters in health care settings that we now have. A large
number of these on-staff positions were created through the
practicum Involvement with our program, and a number of the
Interpreters are graduates of our program. These on-stafl inter-
preters are now able to serve as supervisors for current
practicum students,

Miscellaneous Courses. Ethics and Decislon- for
Health Care Interpreters is the course which interfaces ¢
issucs assoclated with the health care setting with those of the
gﬂapuwu profession. It is within dusmaof&(ud‘y‘gm stu-

ents are challenged to become independent, accountable, ethd-
cal decisson-makers. Or, as one student put it, “This s where
we have to grow up.”

premise for this course Is that while a knowledge of
the RID Code of Ethics is essential for all interpreters, the pro-
fessional health care Interpreter requires a much broader base
of knowledge from which to become an effective on-the-job de-
cision-maker. In addition to a study of the RID Code of Ethics,
the course Includes:

1) An historical perspective of medical and Interpreter
ethics

2] The underlying values and themes of basic medical

3) Moral development and application
4) Values systems and values clarification

5) Federal and state statutes that apply to deaf patients,
interpreters, and health care practitioners

6) Common social and ethical didemmas in health care
service provision

Further, students in this course receive training in hu-
man interaction, group process, -nddm‘mm;mxu.
The assumption is that interpreters must develop spectfic skills
which lead to effective team membership, positive Interaction
and negotiation with clients and practitioners, and efficient and
effective deciston-making. Emphasis is given to ethical account-
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and the ways in which professionals must correct or ac-
cept less effective decisions as well as recognize and evaluate
the best decistons.

Central to the Interaction and decision-making strategles
taught in this cou muﬂnconcep(o"hmcmml Leadership™
as defined by Johnson brothers from the University of

podﬂverenltnﬂmoldﬂmcommﬂhalmpomq or func-
tional, leader. Interpreters never influence the product of an In-
teraction, but they are closely tied to the process of the inter-
preted Interaction. Since they are not formally identified as
“leaders,” yet frequently must work with the process of the in-
teraction, the concept of functional leadership skills is
heipful to develop appropriate leadership behavior In h
care inte

Students taking this course have expressed a heightened
scnse of seif-awareness, Increased confidence, and greater skills
in negotiating dally life as well as their Interpreting assign-
ments, They seem to accomplish the Instructor’s overall goal by
becoming the most calm, confident, ethical, and responsible
professtonals possible.

The course in its entirety is founded upon a belief that in-
terpreters must base thelr ethical behavior on something more
universal than a sct of rules, laws, or strategies. It teaches that

muuluncmnasamcalhumn , and make their
ewoculdedalommordm is the healthi-
est way to live as Individuals meoc-nywnytomalneamn

tribution to our professton and soclety.

Woark on Ethics and Decision-Making course was part
of the grant project. Materials on this course are available.

Introduction to Culture is based on the premise that we
leam to understand other cultures by first understanding our-
selves as cultural be . This 18 a new idea for many people.
Students look first at r own Idiosyncratic cultures, then at
American culture, and begin to develop an understanding of
cultural differences — what they might be and where they stem
from. We explore the discomfort that can result In unfamiliar
cultural settings and ways to cope with this, Additionally, stu-
dents are introduced to topics such as cultural relativity, bicul-
turality, bilingual education and the relationship between mi-
nority and majority cultures.,

An In-Service class offers students the opportunity to
learn bow to prepare an In-service for health care workers,
Students select a topic and design a lesson plan and materials
for their topic. They then present the in-service to the class and
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to one outside group, Students receive coples of all the lesson
plans from the class, giving them prepared presentations that
they can adapt as they enter the work world.

English for Interpreters Is a somewhat misleading title, It
I8 assumed that the students have a good command of the
English language, What this course is designed to teach Is entry
level information on lnguistics and information on registers, We
have found the work on registers to be a useful tool for the stu-
dents in their sign-to-volce work. Students learn about social
registers, vocational registers, etc. — who uses them, why we
use them, and how this may affect their cholces In structure,
vocabulary, and style when they are Interpreting sign-to-voéce
for a deaf person.

Conclusion

The Health Care Interpreter Program curriculum is not
written In stone. We are part of an exciting fiedd that is expo-
nentially growing in terms of research and matertals. It Is our
plan to cmunumxslgob: Incorporating the most current infor-
mation avallable on best to train interpreters.

Under the auspices of the FIPSE grant, the HCI program
developed:
* Interpreting in Medical Settings: A Student Manual

* Videotape: Health Care Interpreter Series: Program 1,
The Emergency Room: Admissions, Examination, X-
ray

* Videotape: Health Care Interpreter Series: Program 1,
Emergency Room: Student Practice Tape

* Practicum Manual: Health Care Interpreter

* Ethics Curriculum: Ethics and Decision-Making for
Health Care Interpreters

* Course Syllabi

¢ Interpreting Curriculum
Part I: Auditory and Visual Analysis
Part II: Transkation
Part [1l: Consecutive Interpreting
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These materials are avallable, some for a and others
at no cost. You may contact the program for further informa-
tion.

Marty Bamum, Director

Health Care Interpreter Program
St Mary's Campus
2500 South Sixth Street
Minneapolis, MN 55454

lslm-fﬁz‘avi«zcjﬁz

&7 (90-7700




Process Diagnostics: The
Deaf Perspective

MJ Bienvenu
The Bicultural Center

Introduction

This paper deals with the perspectives of the Deaf
community toward the field of ASL/English Interpreting and
education. At the 1988 CIT Convention, most speakers
focussed on post-secondary educational programs how to
assess and Lm them,

Marie and | are avid consumers of interpreter
services and we have collected for this presentation our own
experiences, as well as those of many other Deaf people.
(Some of our remarks do refer to transliterators, as well.) We
should make it clear that we do not Intend to represent the
entire spectrum of the Deaf Community. We plan to discuss
some cultural differences In viewing Interpreters, some
conflicts about interpreting services and to discuss the issue
of feedback. As Shaw ts out (this volume), most programs
focus on the “product” — the new Interpreter. That is not the
case for Deafl people. We like to see the product that the

ter offers, but they feel it Important to see everything
that contributes to the product. That will be the focus of this

Knowing the way the two cultures see each other s very
important for Instructors. If young interpreters are to be
prepared for the real world and dealing with Deaf consumers,
the Deaf perspective is an Iimportant element in their
education. Throughout the paper, we give examples that
fllustrate this point. We em . however, that these are
not etched in stone, and we caution you against the
content of this paper as if it were a frozen, final
pronouncement. What we wish to offer here are some tools
that you may use in the classroom to assist students In
becoming more sensitive to cultural differences.

Interpreter Assessment: The Deaf Perspective

There are five parts to this paper. First, let us look

Interpreter preparation programs (IPP's) and how
feel about them. For many years we as profess!

have discussed what constitutes an IPP. Most programs
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still heavily tnvolved In teaching language: It Is difficult to
establish and maintain an appropriate separation between
second language teaching and Interpreter education, We
therefore need to examine the question of the place and role
of Deaf people In IPF's. Is it really to teach interpreting? Is it
really as language teachers? When Deaf people are involved in
a program, what Is thelr role and function? Colonomos (1988)
points out that when we test students, we have criteria lald
out ahead of time. Depending on the number of right or
wrong items, we assign numbers. Deaf instructors, however,
tend to begin at a zero level [rather than from the 10096) and
work up. The assumption for many he Instructors 15 that
if the has not been attained, the battle is being lost until
students can “make the grade.” From the Deafl perspective,
not much is expected from students, and any time something
I8 good, students are rewarded.

The Deafl person in an IPP is generally involved in
teaching ugn language. Many programs accept students with
no knowledge of sign whatsoever and so the Deaf teacher
becomes responsible for teaching a second language and for
making decisions about the clency level of the students,
In other IPFs, students enter with some language abilities. In
that case, the Deafl Instructor makes decisions about
readiness for entrance to Interpreting courses and about
remedial work, getting students advancement. Deaf
instructors are often involved in the uage laboratory, but
rarely are they actually responsible for assessment. Much
more often they model or teach the language with the goal of
preparing the student to move into a class a class for ASL-to-
English lnmJ:rcqun. or to enhance expressive ASL skills.
Deaf people do assist In making decisions about a student’s
readiness for interpretation or transliteration and their
relative aptitude for one or the other of those arcas,

Historically, students have been accepted into programs
on the basis of sign vocabulary: grammar 1s an aspect that is to
be “picked up” along the way. Let us use the analogy of baking
chocolate chip cookies. Suppose | am making cookles; I put
in the ingredients ~ flour, sugar, vanilla, and the lke, but |
decide to delay putting In the chocolate chips, ring they
can walt. | put dough on the cookie sheet and them.
Would we still call them chocolate chip cookies? Obviously
not.

The same approach Is a in ASL Instruction: we
say we'll “worry” the ows and all that stufl later.
Should we call that ASL? We should think about dealing
with the grammatical aspects of language instruction much
carlier on. The analogy can be viewed in another way: suppose
we put too many chocolate chips in and the cookies are very
chocolatey. Those may not be the world's best chocolate chip
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cookies, but we can accept them. On the other hand. without
chocolate chips In them, they're just not chocolate chip
cookies. We could even tmagine picking out the chocolate
chips from the dough: that's pretty good, huh? It would be
like having grammatical features and appropriate facial
behh:ﬂm without the signs — that might not be too bad
either.

Deaf teachers are also involved In transmit culture,
One of the important functions of the Deaf teacher is to
decide whether students are knowledgeable about the
culture, whether they are sufficlently sensitized, whether
they are too “crude® or "too hearing.” Teachers can transmit
culture in a varicty of ways. For example, just interacting in a
culturally am& way with the students will offer the
students a to observe these differences which are
perfectly acceptable In Deaf culture. A hearing teacher might
comment on inappropriate use of the eycbrows, but Deaf
teachers can offer direct and immedtate, “normal” feedback.

The Deaf teacher also serves as a consumer model 50
that students can role-play how consumers and interpreters
interact. Students need to know that “real world” consumers
cannot give the same kind of feedback that is avaflable in the
classroom, It is very difficult for a Deaf person to give the
kind of feedback that students desire; they don’t have the
resources for it and it may create cultural conflict.

Even though Deaf teachers may be great at teachin
:;ﬁuage. and offer appropriate language and cultur

eling, lack a full understanding of the interpreting

experience. Ideally, we need to scparate language teaching
and interpreter education. Obviously, Deaf people need to be
mhvdmmehu«.uuxubedb.ck-atbemyluu—
Is invaluable.

Consumers’ Criteria For Evaluation

How do we know whether an Interpreter is doing a
good job? Many times there scems to be no feedback golng
on. In our own (Deaf) culture, there is feedback. It doesn't
appear on paper, but we are aware if the Interpreter is or is
not incorporating cultural information. Interpreters
on the response offered by the consumers, Notice that this

ulres no discussion; rather the interpreter can respond to
in tion coming to them from the consumer.

When the interpreter Is relatively Incxperienced and
the consumer has been around awhile, it is obvious that the
interpreter Is concentrating on very specific, consclous
ltems. For example, such an interpreter may approach the
consumer and say, “I'm YOUR Interpreter.” “MY
interpreter?” thinks the experienced Deaf consumer. Or, the
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Interpreter gives her name and walks away. This sort of

behavior gives me enough clues to know that the interpreter

Is ignorant of Deaf culture. Others will approach, give their

names, and identify themselves as the Interpreter for the

situation; this offers an opportunity to assess for cultural

- Finally Interpreters who “know” come up, hug us,

and talk with us at lm%th. Some might say that this is In

violation of the Code of Ethics, especially chatting about

topics. They clalm that such an Interpreter is

ming too Involved. the contrary, Deaf people are put

at their ease with this personal approach and can really

connect with the interpreter, When the job actually starts s
when the business relationship begins,

Some Interpreters, not knowing enough about Deaf
culture, may give only a first name, and later — even
reluctantly — identify themselves further. Deaf people need to
have some degree of background so that they can understand,
know about the mlngre(m' level of soclal experience In the
Deaf Community, and the like. We want to know where we
stand with the interpreter.

Another issue is respect. As a consumer, | am
interested in knowing whether the interpreter respects me.
This i1s quite easy for Deafl people to determine. Over the
years, Deaf people have experienced a great deal of
oppression In thelr families, In thelr schools, and In
professional life; this makes us very skilled In detecting
similar mﬂ:w\m attitudes among Interpreters. A consumer
can see that an interpreter may have cultural knowledge, but
Is still lacking respect. For example, an Interpreter may ask
the language preference of the Deaf consumer and where the
Deaf person wants to have him sit. This appropriately leaves
decisions with the Deaf person. The answer may be, *It
doesn’t matter, you can decide,” but at least the Deaf
consumer has maintained control. Occasionally, the consumer
may tell the Interpreter that her clothing Is inapp te;
the iInterpreter may become defensive. That es a
difference to us, as we do not make such comments as a
general rule, but certain situations bring them about. Deaf
people are, after all, individuals, and what sults one may not
suit another. Other times, on & break during an assignment,
the interpreter takes off, reappearing only when work
resumes.,

Another cultural conflict comes up when the Deaf
person wishes to check out part of the information given.
How the interpreter responds to the situation is significant. 1f
the interpreter Just says, “I can’t tell you. It's a viclation of
the Code of Ethics.” the Deaf person sees it as a slap in the
face. It might be better to respond by saying, “I'm stuck, |
can’t say anything.” Then the consumer can ask why and the
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interpreter can explain about the Code and how it binds
interpreters to certaln forms of behavior. Similarly, a Deaf
person may just wish to ask a umrle question of the
interpreter. If she tmmediately says, “l can't answer that,
You'll have to ask the speaker.” It's very awkward. The
interpreter can Just explain that it is te for her to
mm.mmn‘swtommmmemmt
that the Interpreter may not have the right answer: that
increases the comfort level,

Another very important issue is control. For example,
interpreters get to decide whether to accept an assignment.
A Deaf person has little or no control over it. The referral
specialist makes the decistons and the interpreter just shows
up. The consumer might very likely prefer to make some
choices about language use and the like. Often the Interpreter
shows up, explains his role to the hearing consumer (perhaps
even In private), leaving the Deaf person out of the exchange
altogether, The consumer now becomes suspicious because
she has been excluded and this results in a lessening of
confidence, Instead, the Interpreter can explain what goes
on, how he functions, what his role Is to both consumers.
This raises the Deaf person’s confidence and also allows her
to maintain control over the situation. It ensures that the
interpreter is not identified with the other, hearing
consumer. These are all issues of cultural sensitivity and how
Deafl consumers measure it,

Several items have to do with comprehension. If an
interpreter ches the Deal consumer and asks for a
language preference, ASL, PSE, or straight English, the Deaf
person knows this Interpreter can't make a judgment based
on conversation. Immediately, confidence is lessened. An
interpreter should know the answer from the Deaf
consumer’s conversational use. Sometimes a Deafl consumer
responds by saying, "ASL" only to be told, *1 cant do ASL."
The consumer thinks to herself, “Why did you ask, then? |
tell you what 1 want, and you tell me it's not avallable.” If the
consumer insists, the interpreter may sg‘ “TH try, but it's
terribly confusing for me.” This puts consumer in a
terrible rodtlon How the Interpreter makes this approach
makes all the difference. For example, after a few minutes of
conversation, he could say. "It seems to me that you want
ASL. Am | right?” This gives the Deaf person the cholee and
shows respect.

Another issue focuses on the Deal consumer’s faith In
the interpreter’s ability to do the job. You may have a situation
where the Interpreter Is doing a great , and both the
consumer and interpreter know it. But if we see the
interpreter struggling, then we feel it's obvious. We have a
hard time believing this person accepted the job. We may
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decide to say nothing about 1t, but still we think, “The nerve
of this interpreter to accept this Job!™ All of these things are
going on In a consumer’s thoughts, "Gee, Is the interpreter
blind? Do 1 have to tell her these things?" A person with no
skills In such an assignment cannot grow from such an
experience. If the Interpreter 15 so awful, how can the
consumer help knowing 1t? Other times, the Interpreter may
handle the signing well, but has awful posture, For example
t::ze may stand with their feet together and their knees
] d. An Interpreter In such a ture cannot use ASL
appropriately. The deaf person es this observation and
knows It is going to be a poor performance. On the other
hand, if the Interpreter stands with feet firmly spread, the
Deaf consumers immediately know that good work Is going to
come from this mson.

As to feedback, we have to make judgments about an
interpreter’s ability to accept comments, We want to know
how an interpreter may take feedback. For example, Deaf
consumers normally want to ask lots of questions, because
they want (o know the Information, If there are no questions,
that should be an Indication to the Interpreter that the
Information was not conveyed. If the interpreter s working,
and there are no questions to the speaker from deaf
consumers, that should Indicate that there are some
difficulties. Consumers know not to ask a question because
the Interpretation was not clear; they are afrald to ask
?ucsuons. If, conversely, there are questions and comments
rom the audience, then the interpreter can know that the
Job was well-done. If the job was very well-done, questions
will be extensive. Yet another indication of success Is
discussion of the topic among Deaf audience members, If they
Just sit there, with no debate or discussion, it suggests that
they dikint understand.

All this relates In turn to the “comfort factor.” if a Deaf
consumer feels comfortable with the interpreter, she will feel
comfortable In looking away occasionally, because with
suflicient cultural skills, she can go back to the int ter in
moments and still follow the message. If there is difficulty
following the interpreter, she won't move her eyes. This
comes from needing to concentrate intensively in order to

“get” the message.
Community Goals and Evaluation of Interpreters

Let us make a few com: between the profession
of interpreting with the Community, Back in the ‘60's,
the government began to spend money In response to the
need for Interpreters. The request for such expenditures
came not from Deal people, but from teachers of the deaf. We
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should consider the impact of this original input. What
remaining effects has this “educational® origin had on the
field of Interpreter education?

As we all know, many Interpreters hide behind the
Code of Ethics, it's interesting even to think about the sign.
Look at CONSTITUTION and LAW. These are very important
and very official social referents. You cannot viclate the law: §f
the law tells me this is the way It should be, then | must
follow that. Now interpreters use a related sign for CODE-OF-
ETHICS, and Deaf people are Intimsdated because it means,
“this Is something beyond reproach and cannot be argued.”

We are not suggesting that we do not need a Code of
Ethics, because obviously we do. Rather, we question an
interpretation of the Code which reflects no cultural
sensitivity and is taught in a rigid fashion. Often an
interpreter behaves ltke a machine, with no interpersonal
skills, Deaf people may enter a situation needing to know who
their allles and friends are. It's nice to walk Into a room
knowing there is another person who can and be able to
talk with the person. They don't want to k around the
room and see “the” Interpreter standing as rigld as stone.
They want a real, live person, They want a confident
interpreter, comfortable with himself, a good role model.
They definitely do not want someone who appears to be
uncomfortable, poweriess, and oppressed. t simply
compounds the Deaf person’s own sense of 1 .

A lot of recent discussion In the iInterpreting fiedd has
focused on the dichotomy between transliteration and
interpretation. A great deal of energy is spent on discussing
UteDu;?'pe‘ of services. These issues are of course important
to people, but the Issue that really concerns us is getting
appropriate volce-inte ting services, As you know, the
Deaf Community has n heatedly discussing cvaluation
systems, but I havent seen very much interest in in ng
from English into sign, and | don't see a lot of Deaf input into
that discussion. It seems that the interpreting community has
proceeded to make decisions without asking for or expecting
Deal peoples” input,

We also seem to spend a lot of time thinking about
interpreting as “understanding the speaker.” Interpreters
are often perceived by Deaf people as producing something
which is truly for the education of Deaf people: Interpreters
are there to teach us something. It Is exceptional when a Deaf
person meets an Int r who Is extremely humane and
comfortable to talk . Some of us are ed to see that
we can just chat with the interpreter. It should be the norm,
but unfortunately it isn't. This suggests a drastic question
about the kind of interpreters we are teaching. and how they
are able to relate to most of thelr consumers.
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One area of concern to the community relates to
referral services. Often, we see regular or full-time
interpreters in referral agencies because of the financial
status of the ncy. People In the community needing an
interpreter for fifteen minutes or for a doctor’s visit cannot
scem to get the service from referral services, It §s very
difficult to find an lnltr}:retn s0 a ot of “grass roots™ Deaf

i

people are still using friends to Interpret or resorting to
pencil and paper for communication. It remains extremely
difficult for many consumers to get interpreters to take care
of daily, personal situations. If, by chance, a Deaf person
cannot function very well because of lack of education or
extremely poor language skills, she does get services through
an agency that provides soclal services, along with
interpreting. But for the Deaf person able to function In
socicty, It is difficult If not tm to get services, We end
up with two extremes of deal people getting services: those
who work in a government agency or a large corporation and
those at the lower end of the spectrum. The majority of Deaf
people, having neither special needs nor particular
advantages, cannot find Interpreters to meet their needs on a
day-to-day basis.

Another area of concermn 1 wish to touch on is the image
that the community would like for the interpreter., Very
often, when an Interpreter §s In a certain setting. hearing

ople make judgments about what Deaf people are like,
d on what they sce the Interpreter doing. Deafl people
would like the interpreter to be a good representative of the
Deaf community. We would ltke the Interpreter to be
perceived as a friend. Sometimes Deafl people are alone,
surrounded by hearing people, so they do not feel they have
an ally and are very much alone. When an assignment s over
and social time begins, It is critical for the interpreter to
interact with the Deaf person for awhile. This is no violation
of the Code of Ethics. Similarly, before the Interpreting
asﬁmnmt . It really makes the situation much more
comfortable. Deaf person feels less nervous and less
concerned about what Is going to happen. Sometimes, we
need a little help In the beginning, to have something
explained in a strange situation. We often don't get that help,
because the Code of Ethics Is used as a shield. Often a Deaf
person could use some cues or Ups on working with an
interpreter until they become more competent. The
community would like to see Interpreters more as advocates
than they are now.

There are also certain things about an Interpreter’s
appearance that may not be acceptable to Deaf people. For
example, extreme dress, halrdos and colors are very
distracting. They get In the way, regardiess of the
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Interpreter’s skills. An inappropriate appearance hinders
understanding the message.

One prevalent image in our fleld today which disturbs
the Deaf community a great deal is the money motivation. |
give you an example. A Deaf person asked the agency to send
a CSC interpreter to a particular ass t: of course, as
often happens, the agency did not send a CSC, but someone
with “some interpreting experience.” The situation was
mmuuforrdcmm“uuutg.nnmmlummwbe
a referce. and there were lots of jocks and sports people
there. The interpreter did not look like an athletic person
and was not comfortable with the other hearing people there,
The Deaf person was trying to get information. but the
interpreter knew nouum‘:‘f about sports, and didn't have the
vocabulary to unde what was on. The Deaf person
did know a lot about sports and did the best he could. Of
course the Interpreter was very apologetic after the mecting.
admitting his inadequacies to the Deaf person. Yet, at the
same Ume, he proceeded to hand out his business cards to
everyone there, making sure they knew that he was available
for other jobs. What effect do you think that has on the Deaf
consumer?

Deal people would like to see a little more uoubu?' in
interpreters, especially in regar&c;o finances. Often,
interpreters are fairly rigid, saying must be every
time, in situation. They are inflexible about their rates,
too. Deaf culture works on a reciprocity system, We give our
lanzuag and culture to interpreters, yet what we get back is
a bill. We would like to see more flexibility; we would like to
be able to work out another kind of arrangement. 1 fear we
are teaching Interpreters a “hearing-skewed™ perspective:

must get pasd every Job; don't volunteer; peopie

ve to learn to pay.... But people are “Look, we
want to Pag but once In awhile it's ok to provide pro bono
services.” Flease understand that we are not talking about

every Interpreter and every program, In general, however, |
feel these are real problems and they deserve our attention.

Role and Meaning of Consumer Feedback

mWhD“t!u the nature of consumer rtedback?m‘ As you gmy
A people are not completely comfortable providing
feedback. As we mentioned above, Deaf consumers feel that
they are giving their lan e and that both parties can
benefit. But they do not give back to just ang:ody: they
make a determination based on certain criteria, ppose an
interpreter approaches a consumer and Introduces herself.
The way she does that is how the consumer makes his
judgment. The consumer will also determine how
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Deaf consumer judges the interaction between these two
hearing . If the interpreter communicates poorly with
the deaf person. but spends all her time with the hearing
consumes, the Deaf person leaves with a very bad tmpressson,
even with anger. The feedback level will then be at zero.
Based on feelings of confidence and trust, consumers will be
more willing to provide the feedback.

Suppose 1 meet a person and have made no
observations yet; | use other cues. | can look at si ng style
and determine skills. If the Interpreter uses a types of
slrmgcalyu.myuuatwﬂlbenw Obviously, this s a person
who does not fit my needs. But if she 1s well-versed in ASL,
then my trust and confidence will increase and | am more
willing to provide feedback. Even so. | may watt until the
second or third event, because | am not sure whether my
level of confidence may decrease. If things continue to go
well, that allows my trust to Increase.

We also use other strategies. i-ometlmcs. when
conswmers are unsure about ”ﬂni . th be very
hesitant and use indirect approaches. Perhaps em!xetprucr
makes lots of errors and just doesn't do well: the response
from the consumer may be a blank stare, If the interpreter
asks for feedback, that puts the consumer on the spot. The
response will likely be, -5‘3«: Nice try.” That really says that
It wasn't a very good job. If the Interpreter gets the
the consumer knows no maore feedback s necessary. On
other hand. the Interpreter may respond by being very
defensive ("] just moved to this city”, ¢ speaker was too
fast”). That kind of defensiveness lessens our confidence and
reduces the probability of our offering any feedback. The
consumer may say, “You did OK® and the Interpreter
respond, “Thank you.” They both know the interpreter did
not do a very good job. 1 don't give up In this case, because
thatuﬂulnnddpermlcmmuarchmmhlpwllb.to
start working on things. Later, when we get to know each
other, and become more familiar, 1 can give feedback. That is
the beginning of rapport. The consumer may say, “You're
good, but you have some errors,” That also leaves an opening
to check on the interpreter’s level of defenstveness.

Sometimes, In order to protect ourselves. we may
blame the lighting or some other factor. We may say things
like, "Oh, 1 couldn’t see you very well, because something was
in the way.” Such comments can have double meanings,
depending on the factal expression, If the consumers say they
had a hard time seeing you, it may mean negative feedback or
it may be an honest response. The consumer can make all
kinds of subtie suggestions with this feedback.
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The Interpreter’s response determines how future

feedback is . For example, one particular thing really
annoys me mmym:seﬂawc.mmterpnmmua
particular sign that the deal person has never scen before.

She sometimes becomes defensive, saying, “Well, my teacher
taught me that sign,” or “Deaf people showed it to me.” The
Deal person is indifferent to this information. It feels as

the interpreter is saying “You're wrong!® Instead, the
interpreter try to be versatfle and use the consumer's
signs. For example, in Massachusetts, there s a local sign
meaning “unfair.” Students have other ways to sign the same
thing, but usually have not seen this local sign. I like to show
them these regional signs, but It doesnt mean that using
another sign is “wrong.” Deaf people can adapt and use many
different forms of a single sign or a single meaning. When the
Interpreter does not accept such variation, It comes across as
a suggestion that the consumer doesn't know anything,

If the consumer says to an Interpreter, "You were
clear,” check the facial expression: It may be positive or
negative feedback. Often, interpreters ask feedback, but
the consumer has nothing to say. The consumer . In fact,
have complaints that the Interpreter cannot handle. If the
interpreter does a really good job and works very hard, but
gets no feedback from the consumer, It can have two
meanings. It may mean that the Deaf person didn't give
feedback because the person was not active, or It could mean
that she was very with the interpreter, but didn't feel
obligated to the praise. Sometimes interpreters don't
understand that. If the Deaf person comments on what 1s
being said, that's a compliment. But the Interpreter may be
walting to hear u:?ncmy about the wonderful job., The
consumer may not feel that she has to tell the Interpreter
repeatedly about his performance,

Let us focus for a moment on volce Interpreting, A Deaf
consumer cannot determine whether the interpreter is doing
a good job or not. She may not trust the interpreter 1009,
particu if she doesn't know the Interpreter. How can 1|
tell. then, whether this interpreter is doing a good Job? I
watch for head nods s agreement. Another way Is to
tell a joke: if the audience laughs, then | know that the
interpreter Is doing a Job. Chances are that the message
is getting through. If the laughter is inappropriate, then |
know something has gone wrong. Perhaps there was a
cultural conflict and the Interpreter did not get the message
across correctly, If the audience does not laugh, 1 can say,
"Did you get my point? Was | not clear?” That forces a
mpomeﬁumuwamm.uﬂlmmtmmm

That sort of audience feedback is important. n a
consumer meets a highly skilled interpreter, word gets
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around to the Deaf Community immediately, This also
g:grms when the Interpreter doesn™t have the skills. The

Community does know how to determine whether such
negative comments are personal (a personality conflict) or
actual skills. The community knows that a given person tends
to be honest and they trust what they hear about an
interpreter. Word is spread through the community.

Othl;cr mnu.u:,uch .:h platform situations., :hfe Detl;f
person has no con over the Interpreter. Some Deafl people
fo often to events of this sort; they know the interpreters
they want and sometimes they are stuck with what they get.
In personal matters, Deaf people are very concerned about
privacy. They may not wish to speak about the {ssues until
they are ready, yet the interpreter to be assigned Is very
important. When | contact a referral agency and request a
specific interpreter, that Is a form of feedback and praise. If |
am going into a medical, counseling, or legal situation, 1 can
get the Interpreter [ want because | know how to use the
system. If | know about an event well in advance, | can ask for
a particular Interpreter. That s an indication of trust in that
interpreter. When there Is a regularly-occu event, a Deaf
consumer may ask the Interpreter for the aval time and
make arrangements to work with that interpreter regularly.

Sometimes, the consumer needs somebody at the last
minute and may have to go to the referral agency. But feeling
confident in a good relationship with a particular interpreter,
the consumer may go directly to the Interpreter. An
acceptance of such a situation Increases the level of
confidence in the interpreter. Making a request for a quick,
informal bit of service is another way of determining the
attitude of the Interpreter,

Cultural Issues in the Assessment of Interpreting

In general, American culture is obsessed with numbers
and quantity and objectivity. Culturally, however, Deal people
value more intuitive, Impressionistic, and subjective
assessment,. When Deal people offer input. then, they are
often greeted with, "Where's your proof? Where are your
statistics?” Thelr Input is devalued, because what they have to
say is measured by hearing values and norms. Deaf people
respond Internally, *Walt a minute! 1 know my lanuszm: I
know my culture. In my gut there's an alarm going ng
me that there Is something drastically wrong...”; but we can't
seem to get through.,

We know that there are things that are important that
need to measure. One thing that people use as a measure
the CSC, Often when we see someone “showing ofl” her
CSC, we think, “This person shouldn't get a CSC. | don't care




what percentage she got on test. Look what she's doing!”
So the “professional™ view and the Deaf

co;rupe(ml. certified Interpreter should look like may be very
different.

One hearing response to Deafl people's protests about
the certification system s, “Well If we make a subjective
evnluatlmmdtaﬂ.omeonemthcbmdwhatyou\'e
us, we might get sued. So we need to have something to
defend ocurselves, something that fits with the system.” But it
is very frustrating for people, because we often can tell
in a split second whether someone is going to make a
interpreter or not. We can't seem to make that work in “the

tem.”

o What are the goals of assessment? For Deaf people and
for the profession, the goals may be different. Stmilarly, the
approach may be different. Many teachers make a great effort
to mask the Mdentity of students when announcing grades,
reflecting an anxiety-filled situation. Deaf people are more
likely to arpmach and give the person direct feedback, face-
to-face. course, the response to that is, “How rude and
how abusive you are to In b

Finally, we need to think about the differences in
perception of quality and quantity. At the beginning of the
Surge In Interpreter education, the Issue was guantity, But
what Deaf people want 1s more and better quality. When Deaf
people say, “More,” they don't mean more numbers. They
mean more skills. Deaf people say, *We want more
interpreters.” Interpreter education programs mass-produce
new interpreters, and say, “Here, you're getting more.” No,
we want more Interpreters. | think that we are not
communicating very clearly what we want: we want skilled,
qualified Interpreters.

Atthetopo(ﬂ)elhtforuslamlmra!mwmy:mond
Is language. Perhaps last is the ability to interpret. Quite
frankly, many Deafl people would rather pick someone who
has the cultural sensitivity and lacks the skills, over someone
with the “nuts and bolts™ but the wrong attitude.

In closing, let us make some com 8. One very
important premise In conflict with the field of Interpreting is
that Deaf people feel very often that no interpreter is better
than a poor one. With an unqualified interpreter, they are
often forced to go through some very patnful situations. That
feeds Into and retnforces a lot of negative feelings Deaf
have. They would rather have no interpreter and say. "I
wasn't able to understand you, Could you maybe write down a
Httle summary of what you said?” At least the Deaf person
gets something out of the situation and doesn't have all those
negative when it's all over,




L )

eal rPerspeclive

Then there Is the "hot” issue over Interpreting vs.
transliterating. Some of us have a reputation for demanding
very high quality Interpreting services, Frankly, though, if
dual services are offered and the interpreter is not doing a
very good job, but the transliterator Is clear and doing very

ood transliteration, | would shift to that side of the room. |

ave talked to other people who prefer signed English: but if
the transliterator doesn’t use appropriate facial expression
and is therefore unclear, they switch to the iInterpreter.

We need to think more about meeting people’s needs
and sto ng about artificial labels. | think Deaf people
will | to where the Information i1s coming through maost
clearly and comfortably and stop worrying about what side of
the room they are on. Where a Deaf person looks says less
about identity than it does about clear communication from
the interpreters.

Conclusion

Interpreter preparation programs across the country
and the Deaf Community obviously need to work together.
The Deal Community has much to offer IPP's through
participation on panels, where members can express their
viewpoints and expectations of interpreters. We can learn
from one another, and together we can improve the quality of
programs and the services for both communities,
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Selection Examinations for
Student Interpreters at the
University of Ottawa,
Canada

Sylvie Lambert

In Meyer
of Ottawa

As the number of Interpreter education programmes
grows steadily throughout the world, s0 does the number of
reports on the various types of selection and admission
examinations used to screen applicants to such programs
(Plloeschner, 1965; Kelser, 1978; Gerver, Longley, Long, and
Lambert, 1984: Moser-Mercer, 1985; Schweda-Nicholson,
1986). The object of this paper Is to present the screening
instruments used at the University of Ottawa, Canada, to
sclect applicants secking admission to the Graduate Diploma
Programme. one of seven distinct programmes offered at the
School of Translators and int .

The University of Ottawa's interpretation programme
provides professional training In both consecutive and
simultaneous Interpretation. The curriculum includes
compulsory and optional courses, a practicum, and a final
examination before a board of examiners. Since translation
skills are generally considered a prerequisite to interpreting,
applicants should ideally have previous training or
in translation. The programme Is offered by rotation of
courses over two years, It Is intended primarily for part-time
students, although those who place very well In the entrance
examination and who are exempted from Introductory
courses may be able to undertake the programme on a full-
time basis.

The selection tests at the University of Ottawa are
designed not only to assess basic In tation skills but also
to test candidates’ command of both thetr working languages,
namely the mother-tongue or dominant language (L1), and
the second language (L2Z). While some of the tests used were
dealme:m at t::e University of Ottawa, others stem from the
Polytechnic of Central London (see Gerver, Longley, Long and
Lambert, 1584),
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Bri stated, the admission exam consists of three

s. The first part, namely the written examination. Is taken

&"all candidates. The second and third parts, L.e. the oral

cxamination and the oral Interview, are taken only by those

candidates who the written examination, No reference
works are for any part of the admission exam.

1. Written Examination

All candidates are required to take a written
examination of 4 1/2 hours’ duration. Only those candidates
obtaining a sufficiently high score {l.e. a C+ or 66%) on the
written examination are eligible to take the oral examination.
described in section 2. The written examination consists of
four parts: precis-writing, paraphrasing, translation, and
general knowledge. These are described In turn below,

1.1 Precis-writing (L1 to L1)

The precis-writing section of the examination tests
candidates” ability to summarize tn L1 a text written in the
same lan . The source text, approximately 1000 words
long, 1s taken from a current-interest publication, and Is non-
technical. The candidate 1s asked to summarize the passage
in about 300 words. Specifically, the Instructions read as
follows: “You will be expected to extract the most important
ideas from the passage and to reformulate these ideas in your
own words In such a way as to produce a coherent sum
reflecting the content, emphasis and style of the onm
Avold lfting entire sentences from the latter.”

The purpose of the precis-writing exercise Is twofold.
On the one hand, it tests the candidates’ ability to understand
and express themselves in L1. This is important because
experience has shown that there is simply not enough time In
the Diploma program to deal with basic language problems.
On the other hand, it tests the candidates’ ability to extract
the most important ideas from a text and to re-express them
coherently, This skill is, of course, essential in consecutive
interpretation. Although summarizing techniques are further
deve in the consecutive Interpretation courses, a basic
level of skill is considered a prerequisite.

1.2 Paraphrasing (L2 to L2)

This section tests the candidates’ abllity to paraphrase
in L2 a non-technical text of about 150 words written in the
same language. By paraphrasing we understand a systematic

114




replacement of the original formulation with a SYnonymous
one, Specifically, the instructions read as follows: “Your text
should convey the same meaning as the original and you
should not modify the order of the sentences, but you should
systematically replace all but the most standard terms ... by
words and phrases of your own.”

The purpose of this exercise is, first of all, to test the
candidates’ comprehension and expression In L2, As already
mentioned, the Diploma program cannot deal with basic
language problems. The paraphrasing section thus provides
the examiners with a means of ascertaining that candidates
have attalned a certain level of competence in L2 before
entering the p mme, Second, paraphrasing tests the

ability to reformulate ideas accurately, a skill h is also
essential in interpretation, albelt In an interlingual form.
1.3 Transilation (L2 to L1)

The translation section of the examination tests the
candidates’ ability to translate from L2 into L1. The selected
source text Is of a general nature (translations are provided
for dlﬂ‘};::glt or technical terms) and is approximately 200

The purpose of this exercise i1s threefold. First, it
provides the examiners with one more way (in addition to the
paraphrasing section) of assessing the candidates’
comprehension of L2. Second, it provides the examiners with
one more way (in addition to the prects-writ section) of
assessing the candidates’ expression in L1, . It provides
a rough indication of the candidates’ ability to translate, the
assumption being that the skills used In written translation
are similar to those used In oral translation (i.e.
interpretation). in the sense that both require one to
mtdcruandammmgapnuedmthemmhnguagemd
to render this meaning idiomatically in the target language. It
must be stressed, however, that candidates are not expected
topmduceanexocllemtmnahuonmmettopauumpm
of the examination: after all, tm may never have done
written translation before, and not be expected to do
written translation in the course of the program. The
examiners essentially look to see whether the meaning of the
source text has been rendered accurately and idiomatically in
the target language, and are not concerned with minor
stylistic blemishes which may simply be due to the
candidates’ lack of formal training in translation.
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1.4 General knowledge (L1 and L2)

This section of the examination tests the candidates’
general knowledge In arcas such as politics, economics, law
and science, the mumruon being that potential interpreters
must be In the habit of reading widely in their two working
languages. Candidates arc given two short texts taken from
newspapers or other current-affalrs publications, one In
French and one in English, In which a number of words.
abbreviations and phrases are underlined. For each text,
candidates are asked to comment briefly on as many of the
underlined items as possible, in the language In which the
text is written. Examples of ftems underlined in one recent
English text are moratorfum on nuclear testing. the Rodney
Dangerficld treatment, the Reagan Administration, the arms

race, a cut the Gordian knot, Nevada, and so on.
¢ purpose of the general knowledge section is
twofold. First, and most Important, it indicates to the

examiners whether or not candidates are in the habit reading
widely in both L1 and L2, and to what degree they are able to
retain general Information. Second, it gives the examiners
one last opportunity to assess the candidates' ability to
express themselves in both working languages, It is important
to note that candidates work within a very severe time lmit
for this section: they are give only one hour to comment on
forty items. Thus, they are required to recall facts quickly and
to express them succinctly, skills which, it is assumed, are
crucial for interpretation.

2. Oral Examination

The oral portion of the entrance examination consists
of a battery of oral exercises performed in simultaneous
interpretation booths. Candidates are isolated In individual
booths and are recorded for subsequent evaluation. The oral
}.em last between 60 and 90 minutes and consist of the
ollowing: sight translation, shadowing, paraphrasing, cloze,
and memaory tests. They are text- and subskill-based In
nature. Text-based tests assume the processing of connected
discourse to be a crucial feature of an lntu&rua’a task. This
approach is based on recent work In the area of text-
processing (Kintsch, 1974). Text-based tests require either
the recall of Information presented (e.g. memory tests) or the
completion of individual target words tn the text (e.g. the
cloze test). The second of test, termed subskill-based.,
assumes that language su Is such as synonym generation,
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sentence re-expression {or paraphrasing) and vocabulary
selection reflect the other aspects of the interpreter’s task.
(See Gerver, Longley, Long and Lambert, 1984),

2.1 Sight translation (L2 to L1 and L1 to L2)

Candidates are handed two texts of approximately 250
to 300 words to sight translate, one from L2 to L1, and
another in the other direction. The topics of sight translation
material are current events and are general enough not to tax
the candidates’ technical vocabulary, but rather test their
ability to circumvent difficult passages, paraphrase words or
expressions for which equivalences do not come immediately
to mind, preserve the meaning of the ariginal, and render the
translation in a fluent and native-like version. The texts are
sometimes doctored to discourage word-for-word translation
and to create “problematic material” to see how candidates
will react.

Candidates are given five minutes to read and prepare
each text. They are instructed to translate the text aloud into
the microphone in the booth, to proceed at an even and
unhurried pace, and, once they have begun a sentence one
way. to carry on that way until the end of the sentence rather
than change syntactic constructions midway or start over
again. They are also warned that they may come across an
expression for which they will not be able to find an
immediate equivalent and that they will be judged on their
ability to extricate themselves from difficult situations.

Sight translations are evaluated on content and :yle.
The meaning of the original message should be rendered as
faithfully as possible. and both the frequency and severity of
meaning errors are taken Into account. The information
should conveyed in a smooth, flowing. native-like style,
and volce mannerisms are taken Into account. A stricter
assessment of style Is made when candidates are mnﬂam
from L2 to L1: here, we expect the translation not to so
word-for-word.

While the main aim of sight translation is to test the
candidates’ abllity to produce an accurate and fluent text, a
secondary alm 1s to detect those candidates who are unable to
cope with the stress of thinking qu under pressure, and
those who become audibly frustrated n they are unable to
come up with the proper equivalent.
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2.2 Shadowing (L1 and L2)

Shadowing Is a paced. auditory tracking task which
involves the immediate vocalization of auditorily presented
stimull, that Is, word-for-word repetition, In the same
language, of a message presented through headphones. This
technique has often been used as a means of studying
selective attention and is usually part of the training method
employed with beginner Interpreters who first need to leam
to listen and speak simultaneously (from one language into
the same language) before attempting to iInterpret (from one

Iang\n.lg into another).

¢ shadowing test is given in both languages.
Shadowing exercises test whether or not candidates are able
to speak and listen at the same time, as well as how quickly
and accurately they can reproduce what they hear: they also
serve to assess the candidates’ command of and fluency in L2,
for many candidates who shadow well in L1 are unable to
complete one entire sentence when shadowing In L2 when
that language is weak. Candidates are encouraged to stay as
close as possible behind the original speaker, in other words
to practice phonemic shadowing as opposed to phrase
shadowing (Norman, 1976; Chistovitch, Aliakrinskii, and
Abulian, 1960).

The first few sentences are used as a warm-up practice
and are read very slowly. Once the candidates understand
how to shadow and begin to relax, the pace picks up gradually
and is maintained at a normal de throughout most of the
shadowing test. The last paragraph, however, Is read at
breakneck speed to see where the breakdown point occurs,
So as not to discourage students, they are wamed ahead of
time that very few candidates are able o maintain such a
rapid pace and that they are certainly not expected to keep
up, but that they are nevertheless welcome to try, This
provides the examiners with an opportunity to see which
candidates are stimulated by such a challenge and which do
not even dare to make an attempt.

Shadowers quickly fall into one of the followin
categories: 1) those for w shadowing seems effortless
who are "born shadowers™ 2)those who begin sentences
properly but who are unable to complete them; 3) those who
wait for pauses in the input delivery before speaking in order
to avoid listening and speaking at the same time: 4) those
who are totally incoherent and who sound as though they are
talking, praying, or muttering to themselves but who keep
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tmng anyway. and finally 5) those who give up and remain
slient.,

Some candidates complain that shadowing Is a new
experience for them and that the test is therefore somewhat
unfair, that with more practice they would have performed
better, etc. The examiners’ opinion is that those candidates
who keep trying In spite of certain Initial difficulties iIn
catching on, those who do not show their frustration, those
with a positive ht;tuu.nmde. wh:;f find the tests “fun" and
challenging, and have the kind personality needed to carry
them through.

2.3 Oral Paraphrasing (L1 and 1.2)

As explained In section 1.2, paraphrasing tests the
candidates’ ability to render the meaning of the message in
other words. Butlnlhccasco(oralpurnpmaung.themm
Is presented aurally, via headphones, and candidates are
expected to paraphrase within confines of time, a further
step towards approximating the simultaneous Interpretation
situation. In contrast, written paraphrasers work written
mmglr:,nd under less rigorous time constraint,

paraphrasing or expressional fluency 1s assumed to
invoive the ability to think rapidly of words, groups of words,
Or sentences. According to the authors of these subskill-based
tests (Eckstrom, French, Harman, and Dermer, 19786),
expressional fluency contrasts with the production of single
-ombylocmmgonmecompmmmalumdmtm
and on the manipulation of syntactic constructions.
Paraphrasing does not require the production of new ideas
but does include a search Into lexico-semantic memory
(Carroll, 1976) with special attention to the grammatical
features of lexical items and different syntactic patterns of

the Interpreter’s task.
Taumedfororalpauphnsinglnﬂuammusuany
have a fairly high degree of redundancy (for example, we
choose welcoming speeches to foretgn heads of state) and
read to students at a slower than normal pace at first.
Further, a pause Is Inserted after each sentence at the
beginning so that the candidates can paraphrase during a
sllence, rather than have Lo paraphrase and listen to the next
sentence simultaneously. This &s done to put students at ease
andintroducelhemgndumytodnuskmtumwmdo{
them, Little by little, the pace picks up until the sentence to
bepanphmcdlsptucn(tdmundiduumkmcymsun
in the process of paraphrasing the former sentence, which
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once again approximates the simultancous Interpretation
condition. are instructed to paraphrase each phrase or
sentence both lexically and syntactically.

Candidates are judged on their ability to retain the
original message without unnecessary padding. Oral
ﬁanphraung measures candidates’ quickness of mind, verbal

exibility. command of L1 and strength of L2. Pnnphmm
also tests for memory and comprehenston of the origl
message and Is thus a particularly useful tool when it comes
to determining comprehension of L2. It has been found that
students who perform poorly in paraphrasing are also poor
overall test performers, which Indicates that the ability to
paraphrase 1s a key criterion for the selection of interpreters,

2.4 Cloze (L1 and L2)

The cloze procedure I8 a method of test construction
which consists of deleting words from text. s:i’cvcry tenth
word, and asking subjects to fill in the blanks. The term
“cloze™ comes from the psychological concept of closure,
which Is the perception of a t wholeness of visual or
auditory Inputs that are adualﬁ;‘:;nmplde. Through closure
the missing parts are ignored or compensated for by
projections based on past v

The cloze technique been used quite extensively
during experiments on bilingualism and s used In
as a test of second-language profictency. Stubbs and Tucker
(1974), for example, are convinced that the cloze technique
represents an extremely useful evaluative tool for ESL
specialists and pedagogical device for the teacher In the field
because it has proven itself to be a good Index of general
language proficiency, purportedly encompassing lexical,
syntactic and semantic of age processing. Since
one of the foundations of language skills is the capacity to
anticipate elements in sequence, cspecmlly when elements
are generated within the confines of time, Oller (1972) felt
that the cloze procedure was an excellent device for testing
this sort of expectancy. Studies by Darnell (1968), Bowen
(1969), Kaplan and Jones (1970). and Oller and Conrad
(1971) have demonstrated that the cloze test does In fact
have merit. The test can be carried out in both of the
candidates’” working languages, the idea being that the more
proficient a person is in a language, the less difficult it is to
cloze on the incom matertal In that language.

Generally the cloze technique uses written texts
presented visually, An auditory form was designed by John
Long (Gerver, Longley, Long and Lambert, 1984) because
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interpreters normally work from spoken discourse and
because auditory cloze effectively paces the hearer at the
speed of a conference speaker. It is also assumed to measure
“Integrative® skills, That 1s the anticipatory processecs
Mvedwhcnmdnspukmdahnmmmw
conversation both as listeners and speakers (Oller and
Conrad, 1971). Thus, the cloze test is included as part of the
University of Ottawa’s oral examination since it reflects text

roceuuu,'moahortdou are prepared. Each text
one In English and one In consists of a passage of

deleted from the passage. The passages are read In the
language of the test by native speakers, and candidates are
mt‘:'ucled :& listen to the (:‘xta attentively, :b::‘ow
simultancously in the hn,gnaﬁz presentation, and, en
they hear a beep, try and in the blank as quickly as
poaasblewuhanappmpnaleword.ﬂnleoumscoredby
counting the total number of correct responses. Both the
exact words eliminated from the original text or appropriate
synonyms are considered correct responses,

u;mmm toLl,L2to L2, L2 to L1, LI to
L2

Text memory tests are based on the assumption that
interpreters need to remember as well as understand the
information conveyed by discourse, that Is. to store the
meaning of the speech. A grasp of the informational structure
of a plece of discourse Is assumed to facilitate comprehension
in the case of simultaneous interpretation and recall in the
case of consecutive Interpretation.

Two short text memory tests were chosen from the
Wechsler Memory Scale (Wechsler, 1945). Since these
happen to be only in English, two stmilar texts were designed
in French. All four texts consist of approximately 65 words,
which are grouped mto precisely 24 "memory units®, The
candidates are scored in terms of the number of memory
units corr recalled,

Each of the four memory texts constitutes a means of
testing one of four conditions:

1) Wechsler I (L1 to L1), the control condition, tests
oc"g retentive ability, and Involves no code-switching
and no testing of the second language. In other
words, the first Wechsler text is presented to the
candidates in L1 and they are instructed to listen
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attentively, without taking notes, and to recall as
much as possible in the same language.

2) Wechsler 11 (L2 to L2) tests both the retentive ability
of the candidates, as In condition one, as well as
thelr command of L2 both in terms of decodi
(coct:gthenuon of the Incoming message)
en ng (recall and oral reconstruction of the
original message). In this condition, the text is
presented to the candidates in L2 and they are
instructed to recall as much as they can in the same
language.

3) Both Wechsler Il and IV conditions test the
translation factor, since code-switching (i.e.
decoding the Information In one langu:se but
encoding it In another) 18 now Introduced as a
variable, In condition 3 (L2 to L1), candidates are
presented with the third Wechsler text in L2 and are
asked to recall as much as posstble in L1,

4) Finally in the fourth condition (L1 to L2), candidates
hear the fourth Wechsler text presented in L1 and
are asked to recall it in L2. As In condition 3, both
rctcn‘t’m memory and translation abilities are being
Ltested.

3. Interview (L1 and L2)

The oral examinations are followed by private
interviews of approximately 15-20 minutes’ duration. The
interviews are normally given by two faculty members who
will be training the diploma students. The aim of the two
examiners duru\%‘the interviews Is twofold: 1) to ascertain
the candidates’ abilities in both working languages and 2) to
assess thelr general knowledge and awareness of current
events throughout the world,

Interviews are held in both working languages: usually,
one examiner interviews in L1, while the other interviews In
L2. The L1 Is normally used to start with; once the
interviewer feels he has conversed with the candidate for a
sufficient length of time to assess his/her competence in L1,
the interview proceeds in L2, This switch occurs at no
specific point during the Interview and is left to the
discretion of the examiners.

Examiners usually begin by asking candidates about
their general lnguistic and educational background. For
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example, candidates m:J be questioned about previous
studies, residence abroad (especially if they know foreign
languages), areas of expertise and interest, types of
nmparcra and magazines read or subscribed to, general
political Interests, and reasons for wanting to become
interpreters. Next, candidates are questioned about current
events, both in Canada and, In the case of foreign students, In
their native country, For example, they may be asked about
the most pressing problem(s) facing their country,
Questioning may then take other directions. For example, the
examiner may select a controversial subject or some item that
comes up frequently In the news and see how candidates
react. Should candidates encounter difficulties at this point, it
is highly unlikely that they will be capable of dealing
effectively with unfamiliar subject matter in L1 and L2 when

interpreting.
4. Discussion

The various screening instruments described above
provide the examiners with an understanding of six general
characteristics assumed to be very Important for candidates
to the interpretation programme:

1) Command of L1 and L2. All components of the
examination Indicate to some degree the candidates’
command of thelr working languages; while a high level of
competence in the L2 is important. a superior command of
the L1 is a primary requirement for admission into the
programme.

2) Abllity to transfer meaning. The translation,
summarizing and paraphrasing components, both oral and
written, indicate the candidates’ ability to transfer meaning
accurately from one form Into another, whether intra- or
inter-lngually.

3) General knowledge. The general knowledge
components, both in the written exam and in the interview,
indicate the candsdates’ general knowledge, and particularly
their awareness of current events.

4) Pronunciation and enunciation. All oral components
of the examination, to varying degrees, indicate the
candidates’ ability to pronounce enunciate in both L1 and
L2. Pronunciation is usually a problem for non-native
speakers, whereas enunciation is often a problem for native
speakers, General voice quality plays a major role in the
selection process: those who murmur or sound as though they
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are talking to themselves during shadowing and/or sight
transiation are usually disqualified,

5) Personality traits. All components of the examination
indicate, to varying ., two personality traits considered
important for successful interpreters. First, candidates must
b able to deal with stress. This ability Is particularly put to the
test by Increased Input rates (e.g. oral paraphrasing and
shadowing), dual-task exercises (e.g. shadowing), and
memory tests—all of which create time stress. While
occasional Incidences of fatigue are considered normal, a
significant fatlure to cope with examination conditions can
eliminate a candidate,

Furthermore, candidates who persevere during difficult
parts of the examination, their best to say as much as
possible, are viewed more favorably than those who give up
trylni| in certaln cases, candidates themselves admitted an
inability to cope with the stress and dectded not to pursue
interpretation any longer, Second, candidates must be able to
demonstrate a certaln amount of assertiveness. Insecure
candidates usually sound unconvincing, and as professional
interpreters, would likely have trouble convincing audiences.
The candidates’ level of assertiveness can be seen dunn“g the
oral examination (particularly t voice, Le. thelr ability
to project) and during the interview (through wolce, as well as
demeanors and reactions),

6) Specific inte tation-related skills. Two specific
components of the examination are designed to test two
corresponding interpretation-related skills, First, the ability
to listen and speak at the same time (cructal for stimultancous
interpretation), is evaluated in the shadowing exercises.
Second, memory skills (l.e. retentive ability and recall) are
evaluated specifically in the memory tests, and to some
degree in the general knowledge components of the written
exam and interview,

Based on our experience devising and administering
selection examinations at the School of Interpreters at the

nic of Central London with Patricia E. Longley and
the late David Gerver from 1976 to 1979, at the Monterey
Institute of International Studies in Caltfornia from 1979 to
1983, and at the University of Ottawa since 1984, we feel that
while there seems to be no fool proof predictor of potential
Interpreters” success, the University of Ottawa’s current

of selection instruments at least appears to discourage
or reject those candidates who have little or no chance of
ever succeeding in Interpretation. In order to verify this
impresston (which Is still preliminary, since the selection
examination described above has only been implemented
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since 1984), we are currently collecting data on the
proportion of candidates who apply, take the courses, pass
thcﬂnalcxammauonnuheendo(mcpmmmc.andgoon
to become successful interpreters. In short, we hope to
gather enough data over the next few years to determine
whether or not there exists a significant correlation between
the results obtained on our selection tests and those

subsequently obtained in the Diploma Programme.
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Curriculum and Evaluation
Plan for ASL-English
Interpretation

Carol Patrie
Gallaudet University

Since what we are about is teaching, it is Important to
understand how learning takes place. The ng curriculum
and evaluation plan are ted within the frame of reference
of Albert Bandura's (1 Socilal Theory. to
this theory, a crucial first step in the learning process is obser-
vation by the student of correctly modeled behaviors,
Eventually. the student’s is positively influenced by his
progress. Bandura refers to positive Influence and interac-
tion between a person and his environment as reciprocal de-
terminism.

Plaget’s (1851) work on how children develop tively,
demonstrates that lower order events must be mastc:g::ﬂor to
cognitively more difficult tasks. One of these lower order events
must be the development of symbolic representation or a kind of
internal rehearsal which is similar in concept to Bandura's no-
tion of the importance of appropriate models.

Bandura (1977) notes that "In Praget's view, Schemata,
which refer to schematic plans of action, determine what behav-
lors a person can or cannot imitate. The critical issue in obser-
vational learning is not how Input is matched to performed
plans but how iInput creates the ﬁm’ (31). Although Piaget did
not address the cognitive task of Interpretation directly, an
analogy may be drawn when his (1960) notion of conservation of
matter is considered. He demonstrated this experimentally bn
having a child pour a specific amount of water from a ta
benkawadm.ﬂdem.ﬂnchﬂdthcnbemmmmal
the amount of matter is not altered by the form of the container.
Much in this way, we are charged with helping our students to
preserve the message while altering only the external form or
language which carries it. The basic tenets of the work of these
mmmydecappbedtomcmmam
cess of to Interpretation.

The following sequenced set of educational experiences
are to move an intermediate level inte student
with little or no prior experience In ASL to En ish Interpreta-
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tion. through the skill acquisition process necessary for ASL to
inﬂ?ish interpretation. As each discrete skill unit is presented,

uation techniques are also suggested in order to determine
whether the student Is ready 1o progress to the next level of dif-
ficulty. Iif the student is not able to casily meet the evaluation
criteria su further work at the current Jevel be un-
dertaken with remediation. Although this um was
originally designed to cover two academic semesters, it can be
altered to fit shorter time frames. The matertals suggested for
use combine “in house™ productions as well as a set of video

tapes which can be purchased.
L Preparatory Exercises

A series of preparatory visual short term memory exer-
cises includes a serles of utterances in a sign language un-
known to the students, The student 15 asked to watch a serfes
of 3 or 4 signs and then asked to recall them in the order that
they were presented. The length of the lst &s Increased to 7 or 8,
Typically, students are unable to manage a list this long par-
ticularly when they are unable to attach meaning to any of it
This demonstrates in an experiential way, the “magic number”
of 7 + 2 as posited by Miller (1956). This number 15 thought to
be the number of discrete units of the same sort. which short
term or immediate memory, can effectively manage. This also
{llustrates the importance of “chunking” or grouping Incoming
stimull 50 that memory is less taxed, Since the student must
divide short term memory capacity between visual {watching the
signer) and auditory (monitoring thetr own verbal output), it is
clear that effective chunking strategles must be mastered early
in the learning process,

Students are then encouraged to experiment briefly with
shadowing the sequence of signs and noting the effect of this
motoric interference. As a further Interference some auditory
distraction may be added. This introduces the concept of block-
ing out or not attending to trrelevant stimull, in order to have
greater resources for the primary tasks,

Next a videotape of ASL utterances are Introduced and
shadowing with and without interference is practiced. The stu-
dents are usually better able to manage these tasks when the
utterances are in ASL because they can derive meaning and
chunk ideas more effectively. Unfortunately, at this point they
are still grouping most of the Information based on the English
gloss. This step Is unnecessary and redundant as the student
must then make a further extrapolation from English glosses to

spoken English.
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It 18 important to Include verbal shadowing at this point

in this curriculum. It a that the combined use of shadow-
ing in signs and shadowing exercises may be predictors
of eventual success In ASL to interpretation. Lambert

(1988) points out that the skill of shadowing is an Important
screening technique used at the University of Ottawa in selec-
tion of candsdates for the Masters program in interpretation.

Assessment qf Comprehension

Comprehension of the ASL message Is required for ASL-
English Interpretation. One way to assess this is to present a
bricf monologic segment of discourse in ASL followed by ques-
tons about the segment. At this point, the questions best may
be posed in written English, so that this does not become an ex-
ercise in ressive ASL usage. Free-response uestions
are prefera :lomumplec::‘o;ccqmtjmum«%g‘e&mmn
and comprehension process may be tapped rather than recogni-
ton. A more difficult task consists of providing a brief dialogic
segment with appropriate questions.

Summarizing

Once the student has established the abllity to appropri-
ately answer questions related to the content of the signed pas-
sage, the student may be asked to recount the events In the
order of occurrence which assesses me for sequences In a
cursory way. Typically, a student can all the evenu(.l:t:
uqueminﬁmcmcomtlymayreqmnpmcw. Mastery o
stage 1s to be encouraged before moving to summartzing.

Summartzing a different and somewhat longer passage,
still into English, assesses the students ability to link the in-
formation in a cohesive manner. Summarizing into written
English will allow the instructor to assess not only expressive

ish skilis, but also the accuracy of the concepts and the

er in which they occurred In the original ASL passage. It is

also possible to do these exercises by asking the student to re-

in ASL rather than English, This will depend on the entry

level skills of the students. Important benchmarks at this point

will include correct identification and Interpretation of who's

talking or pronominaltzation, correct use of negatives, as well as

comprehension of fingerspelled Information and numbers,

These three categories describe the most frequent types of er-
rors made by students.

Although students at this level are expected to be able to
express themselves well in ASL, this ability is not
tapped until this point. The next series of exerclses require that
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s exXercises are su ted, which are designed to be
more difficult than the owing exercises Introduced In the

preparatory exercises.

on exercises unty are mastered
Once uudmthaadmnmmq ed the ability to shadow
successfully in ASL, the student may then be to to

;'lsoobllgcd tolhdul - ension at this . but sim-
Y 1o deal with repetition of the m accurately into spo-
km.oohm!-:ngnsh T

with competing tasks such as shadow a passage while
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meumntuabkwmsﬂmMSmmwyh&h
prrpanﬁonforuuomoreadvmcedmofmb.aunuot
shadowing exercises are mo‘:’uated. which are designed to be
more difficult than the owing exercises Introduced In the

preparatory exercises.

sign production. Sign production errors need to be monitored
mdcorreucdauhupdn(asdoulntmtyoﬂhecon&pu. If
tbeﬂudenthnaahletodoﬂuommwcu and effort-
lessly, it indicates that the student need fi work on

succud’m!ym&tbcatudcmmaythcnbe to begin to
verbally shadow the voice of the Interpreter which is on the
ﬂdtoupc.mhmudeawmmuoducewomdmt
to the pro_';ceu of watching ASL and speaking English stmulta-
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Il Consecutive Interpreting

The student who has successfully completed the units on
paraphrasing 1s now ready to begin consecutive interpretation.
Consecutive interpretation ideally begins with working on short
phrases and Individual sentences with the understanding that
the student 18 not under any time constraints to produce In-
terpretation. For example, the student may be given a series of
ASL phrases or sentences and be asked to provide the interpre-
tation by the next class pertod. This will allow the student to
prepare the best language valents ble, given thelr cur-
mtmmddmngc%m may be shortencd
as the students demonstrate mastery of this task,. The students
may then be asked to provide the interpretation by the end of
the current class period, and eventually to provide the Interpre-
tation as soon as the ASL utterance is completed. Exercises of
this sort provide the foundation for the Master of Arts In
Interpreting at Gallaudet University. This curriculum was writ-
w;egmd developed by the Department and will be avallable in
1 b

By gradually decreasing the time frames allowed, the stu-
dent will experience success In their Interpretation without
undo pressure related to time constraints. The length of the ut-
terances may be varied within each of the time frames de-
scribed. It typically Is the case that students do not experience
great success if the utterances are more than two or three sen-
tences long. The students who have had some experience In sé-
multaneous interpreting may experience considerable difficulty
in practicing consecutive interpreting, possibly because it may
require a different sort of memory processing. That is, it
stretches the short term memory capacity.

In a 15 week semester format, it requires approximately
ten weeks for a student to be able to successfully complete all
the prerequisite exercises as well as experience success In con-
secutive interpretation of 2 to 3 sentence utterances, This Is
with the caveat that the In student is fluent in both

ASL and English at the beginning o mmtu.w
ten weeks the student typically meets twice a week for an

and a half per meeting and has out of class assignments rang-
ing from 30 minutes to 90 minutes,
IV. Simultaneous Interpreting

Students who have successfully completed the consecu-

tive Interpretation unit are ready to begin simultaneous inter-
pretation from ASL to English. It is suggested that students be
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encouraged to work from a very early stage with a backup.
backup 1s another interpreter, who provides assistance during
Interpretation when necessary. It is important to note that at
this point the backup should be cither the Instructor or another
expert at ASL to English interpretation. Having an expert as a
backup provides the student with the experience of having a re-
liable model and source of content Information as well as moral

support.

>

Backup Interpreting

There 15 more to the specific process of ualnga
backup than may meet the cye at first. It is
abackupcledmlyuadmtcawllml lnualsoan

Integral of simultaneous Interp particularly in the
caseo(A?anWuh. lnadcrtotmcnuouscaybockup

successfully, they must continue watching the ASL message as
it is being delivered by the Deaf speaker and be able to hear and
use the information being fed to them by the backup. The par-
ticular point at which most students have difficulty Is in using
the Information that the backup has given them. requires
nea.%an “overioad” situation In the student’s cognitive capac-
ity. Not only are they continuing to process information visually
in a short term capacity they must be monitoring themselves
auditorially, monitoring the backup auditorially, and fitting in
that plece of material that have missed while still sounding
like a native of

It may mwoumathatlhestudmuukeuscol
the “right ear advantage.” (Kimura 1961). Research on the loca-

the dominant center for language has long suggested
that the left hemisphere plays a dominant role In language per-
ception (Broca 1861). Each car has richer neural connecuons
with the side of the brain in the opposite or contralateral side.
Kimura (1961) suggested. This suggests that the most direct
pathways to the language center are via input from the right
car, provided that hearing s within normal limits. Students
may need to experiment and then decide which side 1s most
comfortable to have backup seated on.

In the first several weeks of using a backup, the students
may simply only be able to continue to watch the discourse,
know that they missed something and listen to the expert

them the information. Within ately four to six
class periods, the students may then able to ‘zfnmvely
manage the complex array of incoming information
tobenbhtorepatmtmcbochsphnwdwhcnml’mum
has been missed. At this stage, it may be mechanical repetition
rather than understanding the message for themselves. The
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ability to “take® fed Information represents a breakthrough in
the process for most students. This establishes the beginning of
the interdependence that characterizes the successful team of
Interpreters,

Another of using a backup includes working out a
system of upon signals for a variety of contingencies
such as the instance when the Interpreter “A™ needs assistance
or Information from the backup, or “B" interpreter, and who will
stop the speaker in the case of both interpreters needing clarifi-
cation. Also, student teams must agree what to do In the In-
stance that the “A° Interpreter is unable to continue and the
backup 15 to take over. These issues, and others, taken in con-
cert, need to be addressed prior to expecting the student to be
dﬂcuuabactupocbem&wlumcﬁmly.mmm
protocols have been esta the Instructor can monitor the
student teams in order to see that the necessary dialogue has
occurred prior to beginning the interpretation.

Evaluation qf Back-Up Skills

It is necessary to evaluate the student’s effective use of
the backup. One can determine that a student is being success-
ful at this when they are able to take “fed” information and use
it cohesively and tﬂecuvemn rendering the interpretation.
However, it must be noted the ence of providing the
M“;ﬁc" also an essential part of to English Interpreta-
tion, student who provides effective backup will be .
ive without being intrusive and must be particularly alert In
order to know exactly what was missed,

Ideally, by the end of this curriculum the student will
have had the opportunity to practice both the experience of be-
ing the backup and being backed up and have attained some
level of mastery In both. The student who is to learn
to be a backup for a peer needs to address the following issues:
When should they provide the information, when should they
provide correction in the event that the Interpretation was erro-

terpreter and backup. Both the int student and the
interpreting student as backup are m:: performances
evaluated. One way to accomplish this is to provide the inter-
preting student who Is rendering the interpretation with a mi-
crophone and record the performance. In the event the *B® or
backup interpreter is heard on the tape recorder, that may be
an indication that the “B" interpreter Is overriding the work of
the "A” Interpreter. The end result should be one continuous
spoken message heard In “A's™ voice only.
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Another way to evaluate this kind of work Is to provide
video taped feedback of the students while also taping the
speaker at the same time they are working as a team. In this
case, the video camera Is focused on the students while they are
working. It is often the case that students are unaware of the
noaverbal Information which they are proj to their con-
sumers. For example, when a student shakes r head In a
negative fashion indicating that they do not understand, in fact
nwummwmmmmmm
some the message. This nonverbal feedback
to the Deaf speaker Is a very important one to monitor,
v the student’s performance while they are working is
o very ve way of accomplishing this. Other things that can
be monitored in this kind of exercise are extrancous foot move-
ments, extraneous hand movements or a hand held over the
mouth, as well as other negative non-verbal behaviors. Students
also tend naturally to physically Jook at the backup for infor-
mation. They should be encouraged to continue watching the
speaker at all times 50 as not to miss valuable visual Inpat,

V. Equipment and Settings

included In this curricula 18 a unit on physical factors.
This refers to correct use of a variety of microphone systems.
Depending on what s avallable ayvur institution, you may
wish to explore the use of a variety of ampltfication systems and
their concomitant microphones. This allows that students a va-
riety of experiences with various systems.
It has been beneficial to provide the students with a vart-
ety of settings in which to work. For example, | find it useful to
the students to a large auditorium and have them practice
rendering their interpretation without the use of microphones or
other amplification systems. In other words they need to expert-
ence the awkward situation of ng the voice backward
while facing forward.” This s often case when the audience
is seated behind the interpreter who must face forward in order
to see the speaker. Many students find this very difficult and #t
is indeed very taxing on the vocal mechanism. Therefore, |
would suggest only this for brief pertods unless the stu-
dmuhavebec;xﬁm with a series of exercises designed to
improve vocal rance.

VL Vocal Cord Endurance
It Is important to provide these exercises early In the

semester 80 that the student will not experience undue fatigue
as the assignment increases in length, Vocal cord endurance

136




Riid14444444444444444444444444444443444444%

ASL-English Interpretation

may be increased by assigning the student a series of readings
of increasing length which they are to conduct on their own and
tape record. This gives the student the opportunity to not only
increase their vocal endurance, but to lsten to thelr own vocal
quality, pronunciation, pitch and projection. All of these aspects
of the interpreter’s voloe and diction may be evaluated and im-
proved upon In most cases. It is also important to include, at
some point in the curricula, the effect of eating and drinking on
the vocal cords. For example, it is typically unwise to drink ei-

ther milk or cola just prior to an ASL to English in-
terpretation exercise. This wmd true for dry foods

such as crackers. It Is suggested that the student provide them-
scives with a glass of room temperature water to use during
their assignments.

VII. Skills Checklist

Since there are so many aspects of each student’s work in
this kind of curriculum, It is useful to have an extensive skills
list for each student. As the student works alone or in palrs the
classroom, the skill may be dated and a briel comment In-
cluded. Also in this check list may be a space to note work on
assignments and cvaluations, By the end of the semester, a full

profile of the students work may be provided In this way.
VIIL Out of Class Activities

Videotape Analysis

An out of class assignment that has been particularly
useful in conjunction with this kind of course uses the "Models
of American Language™ tapes produced by Bowling Green
University of There are seven tapes In this series, Each
tape has a variety of signers ranging from a young to older
deaf adults and Includes both men and women. At the begin-
ning of the semester, teams of two students are to
ecach tape. Each u?e is 30 minutes long, therefore, each stu-
dent Is responsible for 15 minutes of the tape. The students are
expected 10 demonstrate mastery of the interpretation in a
Pt eriraly, the apesliars oi th tape. I & sixtagy i

en . on the tape. it is sug-
gested that the students work In a team out this exer-
cise. Alter both students feel they unde not only thelir
own 15 minute portion, but the other student’s portion as well,
:r‘td‘:o&peww that they then begin a transcription of the
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This line by line, sign sign. analysis of the tape re-
quires that the students stu?; and understand very clearly
what each signer s saying. Requiring a written transcription
into English also requires that student understand 1t well,
Next. the students are required to practice rendering the Inter-
SIvamhlbcirtemmanabodmp. Help is avadlable

om the faculty throughout the entire semester with regard to
this assignment so that if a student is unable to understand the
utterance, this will not them from mastering the tape.

During the last week of class, students give thelr

interpretations and are able to experience success in Interpret-
ing a 15 minute prepared segment. This is a effective exer-
cise. Students find that although takes a mverly‘ weeks to ac-
complish this, they complete the semester with a feeling of suc-
cess and are able to demonstrate this before thelr peers. Flease
be advised that this project, while remarkably successful and
well Hked by the students, is labor Intensive for the faculty
member. It requires nt meetings with the students and
corrections prior to the final rendition in order to ensure that
the students are practicing correct Interpretation, rather than
reinforcing erroneous patterns.

Audiotape Analysis

Other out of class assignments typically include a series
of audiotapes used throughout the semester. As the semester
begins, students are expected to practice increasing vocal en-
durance. At this point, students tum in audiotapes which bcﬁ
at 5 minutes duration and Increase to 30 minutes. Early in
scmester, we are simply focusing on vocal endurance, volee
quah:{. pitch, nasality, and breath control, Students are asked
to these audiotapes both while sitting and while s
in order (0 determine the differences in breath control tn these
{wo positions,

Oncemﬁmhmmwdmopmm tive In-
terpretation e a assigned during time are
also done in ca\accuu\v;mm'ﬁshwn The student watches a video-
tape for appraximately one sentence, turns off the .
turns on the audiotape recorder, records the interpretation,
then tums on the videotape player again, and so on. This pro-
cess allows the Instructor to monitor accuracy of the message,
provided that the instructor s very familiar with the videotapes
being used. Practice of this sort flrmly establishes the consecu-
tve Interpretation process for the student, These audio tape
assignments increase in length from 5 to 30 minutes. Al
the students initially have found this to be a great deal of
students report that they enjoy this In depth analysis and
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ASL-Enalish Interpretation

careful feedback. With the audio tape, the student is also re-
quired to submit & written description of where the errors oc-
curred and what the corrections are.

The weekly homework that s due from each student con-
sists of an audio tape, at this point done in consecuttve fashion,
along with a written error analysis. Since the instructor is al-
ru%yfamnwmmﬂnﬂdem”sbdngmcd.memumor
need only to listen to the audiotape In a “spot-check™ fashion
and the ‘crroc analysis mmamth to see the student is

ogressing. If it is apparent that the student did not compre-
mmmlly.munethadmsmmmnpmmorm-
complete error analysis they must re-do the exercise. These
weekly assignments are not graded in A.B,C, fashion but rather
are “pass or re-do.” Since each assignment is mandatory fallure
to re-do results in a zero.

In the next unit, when the students begin doing simulta-
neous interpreting, the weekly audiotapes increase from 5
minutes to 30 minutes in length as the semester progresses.
Each of these tapes is also accompanied a written error

analysis which that the ent carefully lsten to their
own work and the errors.
Term Project

As another term project the students are asked to make a
videotape of & deafl person signing and to record their own volce
onto the same videotape while Interpreting for this sl-
multaneously. Once this part of the been completed,
the students write a paper to go with it. The paper consists pri-
marily of error analysis. In other words, the students will -
tify the place on the videotape where the error occurred, write
the error, and then write the correction as it should sound In
reasonable spoken English. Although this project is very time
w‘:’:mlng students have reported that they found it very

IX. End of Semester Evaluation

The end of the semester evaluation for kind of work
must of necessity be done one student at a time, It 1s useful to
have prepared two to four different models on video(;g: and
these tapes should be sequenced In order of difficulty.,

videotape that is shown as part of the final evaluation should be
a tape that the students have viewed In class and analyzed
am:x:lly for content and English equivalence, This is a

tape of a speaker who has come to class and interacted the
students. So they are familiar with the person’s style, live and
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ASL-English Interpretation

on videotape. While the student Is speaking English, the in-
structor reads the script which corresponds and is able to note
where errors occur, ally ulme ervors fall into three broad
categories: receptive rspel omdsslons and concept er-
rors. The most E'rt:qm:nt kind ofngmr within the concept cate-
gory is “who is talking:” or pronominalization.
Mmmdmmﬂwﬂmlmhnmnummuywm
one that the students have studied either In person or on
videotape, but it is not a tape that they have seen. . the
instructor monitors errors from a printed seript. The and
ﬁnalpocﬂonoﬂhecvaluaﬂoncmdstadavldeohpeo(amodd

Is important to sequence these evaluation tasks in this order to
allow the students to warm up and to feel comfortable with the
task, and therefore provide a more fatr evaluation. In addition,
the entire evaluation, which Is approximately 30 minutes, is
audiotaped. This S an accurate record of the student's
performance and captures Intonation, parsing and other
npeﬂsdmcdquﬂﬂy.%mﬂnaﬂmumumpmmae
shouldbethmpnpantormhstudmtloreﬂcw.mmmthe
scripts from cach tape that they have interpreted for, and on
cach paper their specific errors have been circled and com-
o on'gnd cally be divided

The es can t y Into two categories.
The first is quality of ynnznmsh:mothcfmdsuthcuu-
dent’s interpretation clear, reasonable, connected English that
native users of English would be comfortable Mstening to? In
this category, one would note correct grammar, verb tenses,
complete sentences, audibility and pronunciation at a ming-
mmn.mcoccondcategmyucomcpuuuccuncy. Is the Inter-
pretation faithful to the as originally rendered by the
user of ASL? Have correct equivalents been chosen. finger-
spelling and numbers read correctly the agent and reciplent of
acﬂaucamlyuknuﬂedmdmcumeﬁumcomtlymted?

In conclusion, it s hoped that this series of sequenced
and integrated exercises, along with suggestions for evaluating
smdmuaathcymmmuﬁmm“ lhtmlms.wﬁlbeofuaem
interpreter education programs e country.
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Process Diagnostics: A
Powerful Tool

Risa Shaw
The Bicultural Center

Process Diagnostics! (or diagnostic feedback) is an inter-
active, creative process, The goal is to gain Insight into the in-
terpreting process and provide usable information towards more
cffective Interpreting. This a offers a structured way of
thinking about feedback, ways of offering and recelving 1t.2

Discussion of a specific interpretation 1s to a certain ex-
tent sterile, since the product will never be replicated. For this
reason Diagnostic Feedback focuses on the interpreting process,
not the product. This approach identifies how and why the
product came (0 be produced as it was. This is done by analyz-

ing the process leading to the delivery of the Interpretation.

Diagnostic Feedback is:

descriptive
specific, with
non-judgmental
Interactive
nnocred
Mmmmwmmmm:mm

2 way to get In touch with answers in own brain
useful and meaningful information

insight gained into the Interpreting process

IThe terma “process dlagnostics” and “diagnostic feedback” will be
wused interchangably for the purposes of this discussion.

I¥er deeper discussion and understanding of conoepts wsed in this
paper. the reader is referred to the Colonomos Model of Interpretation. The
currendt paper followed a presentation by Betty M. Colonomos entitled “The
Process of Interpreter Assessment™ and reference (0 that presentation was
made i (his presentation.
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Diagnostic Feedback provides Information and insight
whidnmybemahtdloanymtapmmm:mzuﬂum\g
process) and/or specific to the interpreter {individual style, lan-
aaage use). The results may be realized immediately, or at a

ter time,

The abllity to offer and/or recetve feedback 18 not propor-
tonate to Interpreting skill,

Diagnostic Feedback is not:

amorphous

formulale

statement of the person’s worth

gealuaﬂonolapcmn — judgmental
reatening, attacking, punishing

statement preceded l?_' qualificatson

“nice for nice’s sake™ ("counseling model”)

Diagnostic Feedback must be distinguished from much of
what passes for “feedback” in our field. What is often character-
tzed as “feedback” 1s In fact eriticism or empty praise and takes
on one or more of the above forms under “Diagnostic Feedback
is not”. When you think about it, this so-called feedback leads
to frustration, competition, inaccurate assessment of In
tation, bad feelings, and lttle or no greater clarity than before
the feedback session. What does this accomplish for our stu-
dents and ourselves?

When entering Into this process we must not forget that
the word “feedback” carries with It negative connotations and
experiences for many, If not most, people. Therefore, establish-
ing rapport and trust is crucial. Otherwise our best Intentions
and information will be lost due to non- .

Being specific and providing examples cannot be over-

- This seemingly simple idea is the backbane of this
approach. To be descriptive strips the threat of attack or evalu-
ation of another person's worth. To be descriptive is to say “this
Is what | saw/heard ... (give the example)”. there the dis-
cussion begins.
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Offering Feedback

establish rapport, trust and credibility
be specific, proﬂdcnmmpm (in the language you

are
prioritize feedback
what discussion would be most useful

what would lead to greater message equivalence
consider time constraints

consider participants’ meﬂence

consider participants’ tonship(s)
value the {tems you offer

be honest and sincere

don't qualify your feedback

use precise vocabulary

lends greater meaning and understanding
specifies what you are talking about

It Is also important that when using English examples,
the participants speak in English, and when using Sign exam-
ples, the participants use Sign. This will minimize confusion
and ald the discussion,

Prioritizing feedback has a number of functions. Overall,
it sets a framework from which to work. A good question to ask
yourself is “what discussion will lead to the most useful infor-
mation about message equivalence?” Take into consideration
the participants’ experience In this approach, thelr skill Jevel
and thelr eagermess or resistance to participate, as well as the
comfort level among yourselves, These factors may affect how
much and to what depth the discussion goes. Also, considera-
tion of time constraints will be a factor, If you have a Mmited
amount of time, decide what is the most pressing to talk about
by deciding what holds Jess weight or might wait until another
time

Value the items you offer. Lack of sincerity, hedging and
using qualifiers (Cwell, | don’t know if this is right or not ...%,
“I'm not sure f this Is what you want, but ... ", *'m not good at
this, but | think | saw ... “) waters it down and gives less creds-
bility to your statements, It also Indicates a lack of confidence
in what and how you are offering, sending messages devaluing
your participation and what you have to offer.
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Use of precise vocabulary will avold confusion and
mtsundenunJlng It gives us the tools for interpreta-
tions and the ability to directly apply our new ge.

Recelving Feedback

specify whether you want it or not

be clear: If you want it, say so; if you don't
want it, say so

listen, engage In dialogue, interact

defenstveness and excuses are unnecessary

consider relationships among participants

ask directed questions

modify and restate what you are offered

#0 beyond the form of what §s offered

this is an extension of the Interpreting process

what is the intent and goal of the feedback

To make this approach work for ourselves, others, and
the field at large, we have to be honest with ourselves,
Sometimes we are just not in the mood for a feedback session. If
this is the case, or if you have a limit on how much or how
deeply you want to go, say so. Diagnostic Feedback hinges on
interaction and discusston. It can not happen without partici-
pation.

The participation must be active. It takes the form of dis-
cussion and dialogue. Feedback sesstons may begin with an ob-

servation (description + exampie), ohmdam-pothmwuha
possible explanation of why what happened did, and a discus-
sion of other possibilities for explanation. This type of discus-
slon would include what the observer (the offerer) saw and hy-
pothestzed (an external stimulus), and what the interpreter (the
recefver) remembers happening and intuits about thetr own be-
havior and strategies (Internal stimulus). With this external and
internal Information, along with the participant’s experience
and skill in analyun%d\e Interpreting . they will arrive
at one or more possible explanations for the behavior, strate-
gles, and production. This is the heart of the sesslon,

We need to identify the cognitive strategies and behaviors
which either enhance or hinder the Interpreting process, Once

1344444444444444442422444423444444444444%
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interpretation, not on the Interpreter. While the Interpretation Is
something that a specific person produced and carries with it
some personal investment, 1t is also a gem that can now give us
information thatwemayno(hanhadmtolnanyotba

way.

As suggested above, consideration of the participants’ ex-
perience In this approach, their skill level and thelr eagerness ar
resistance to participate, as well as the comfort level among
those involved are factors In recelving feedback as well as offer-
Uult.mmhdanmayaﬂedhwmuchmdwmtdepth

the discussion takes . Additional factors affecting the ef-
fectiveness of the feedback session will be the ton and
understanding of the task, how thetask is . and the

sclf-image of participants.

The purpose of Diagnostic Feedback s to gain informa-
tion. The “recetver” of the feedback (really, all participants are
receivers” because they are all recelving information .

This brings us to “going beyond the form of what 1s of-
W'.mshmaﬂyamymdunmtemm\gptmu-

self; looking the words /signs to the heart of the mean-
ing. Ask . “what Is the Intent and of the feedback?”
How can we analyze the information more deeply: what
Is It really speaking to?
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Feedback as a Tool

scif-assessment (diagnostic tool)

identifies patterns, strengths, problems areas

focuses energy and attention

identifics which and why mt:fko are effective

unpowcn;:‘mt - take own assessment

measure of interpreting personal growth

immediate usable information

confirms intuitions

broadens monitoring abilities

reinforces different ways to meet the same goal

easy to model and put into

trust bullding — paves the way for discussions
and interactions with students and colleagues

Teaching Considerations

Process Diagnostics Is an Inherent part of the interpreting
process. As a regular component of the process, the imposition
of a “feedback system” and teacher imposition 1s eliminated. It
becomes an expected part of learning about interpretation and
how to Interpret effectively, as opposed to an additional
“burden” on the student.

Student motivation and an increased desire to analyze is
one result of this approach. This applies not only when tnvolved
in a feedback session, but also when Interpreting. as well as
when analyzing discourse and cultures.

The characteristics of diagnostic feedback are mﬂ{, -
troduced from the first course tn any curriculum and can help
set a respectful and caring leaming environment. The clement
of surprise is eliminated because students will know and un-
derstand what this type of assessment involves, and what is be-
ing evaluated. An additional benefit for educators is receiving
feedback on our own Interpreting as we model this approach for

the students,

Diagnostic Feedback can take a variety of forms for differ-
ent activities. Its multi-dimensional focus will change according
to the context established, the type of text used, and who Is par-
ticipating in the feedback sessson (Intimates vs. non-intimates.

experience with feedback offering/recetving),
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ldentification of patterns in roducllon can give language
specific information. is useful and necessary for language
mod{fication. It is imperative that we remind ourselves and our
students of this, Process information Is gained not merely by
observation of the product. It is gained through such observa-
tion In conjunction with analysis of the entire context and the
participants’ backgrounds and relationships Interac with

cach other and the context. Keep in mind that a ar in-
terpretation renders itself meaningless since it never be re-
produced,

Feedback sessions give us the ability to focus on the pro-
mdmnmstuu.uwnnmcangm.h
other words, analyze how the feedback was offered and recefved,
what was focused on: feedback on the feedback session,

The possibilitics and adventures are endless. | hope that
those of you who make use of the suggestions and experience
that have been presented here have as much success and fun
with this as | have.
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Process Diagnostics

Appendix A

Examples of Evaluative Statements:

“Your volce 18 too high and whiny.”
“Your signing Is sloppy.”
“If | were deaf, 1 wouldn't understand you.”

“You need to make your Interpreting style more concep-
tually accurate,”

“This is the right way to do I." (give example)

Example of Non-dlagnostic Statements

150

“You waited two sentences before moving your hands.”
“You didn't seem to match the affect.”

“You did such a nice job",

“You were very clear”™

“'m a novice at this and 1 couldn’t write down any exam-
es while listening and watching at the same time, so |
‘e no feedback for you.”

“You were positioned in front of a dark back drop.”

"As the s ended her presentation you were 2 sen-
tences behind, but no information was lost,”
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Appendix A (cont.)

Examples of Diagnostic Feedback Statements

“Rabinowitz is spelled r-a-b-i-n-o-w-i-t-z, You spelled it
with an ‘s’ at the end, instead of a 'z’

“Your concentration seemed strong and you seemed to
understand the text fine for the most part; your visualiza-
tion seemed to break down when she started talking
about being stuck on top of a chicken coop with cows all
around. Have you not had much experience with cows
and rural areas?”

"Do you know where the Jefferson room is? It's at the
other.end of this hauvn’. about 50 feet away. You sald it
Is at the other end of the bullding (show the sign(s)
used).”

"Do you know that your brow is knit for a good deal of
‘our Interpretation? I put down a couple of examples

examples). 1 was watching for it, trying to figure out
a pattern — it seems not to be related to your ease of dif-
ficulty with processing the Information, because | know
you know this stuff well. It may be something that do

a lot: I'll keep watching. Anyway, it is having an t on
lhcmecugc.mchugemgaktwcdbyn.'

“Volume was appropriate for this stze of room. | could

hear you clearly from the back of the room and it didn't
sound like you were stralning.”
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Appendix B
Sample Form for Categorizing Process Diagnostics
L Process Skills
a. Depth
b. CVR

c. Management (analysis, decisions, chunking ... )
d. Monitor (repalr, function..)

e. Context (physical environment, social rules. power ...

1. Message Equivalence

a. Omisssons and Additions
b. Accuracy
¢, Affect

d. Register
e. Cultural Adpustment

I Target Language

152

a. Semantics/Vocabulary

b. Grammaticality (syntax, agreement ... )

. Production/Pronunciation

d. Discourse (openings, closings, transitions)
e. Register

{. Overall (rhythm, flow, comfort ... )

© Shaw 1988 faduptation from Colencenos 1953)
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A Catalogulni System Used to
Identify Specific Features of

Audio-Visual Materials for
Precise Skill Development

If you work in the typécal interpreter education program
mNonhNnena.lbcnyoumouukclyhavcavane(yo‘ndeo
and audio materials that you use for instruction. If are one
of the lucky ones may have these ca by title, a
short description of the content, and ibly an identification
number so that Jou can locate U\go:l.um these materials
amonyg faculty and students.

You probably also have excellent materials with & variety
o‘mddsanonawtqpe.Youmaybw-u)emptobyhanll
you have taught for several years, but how do you share them
with new faculty members and new students? Are they stored
on!ylnywrpumuomoebeauaeyoummconlypumnwho
knows what is on the tapes?

ﬂnuudemmdmelnw\sctoccmeamyuenulymln
need of improvement within the task of interpretation and
transliteration. Instructors usually have a Mst of activities that
the student can practice which alm at enhancing these
identified skills. Most of the time, it is difficult to students
concrete and specific materials to work with to lop thetr

interpreting abilities.

find detafled about any segment on tape.

If a student needs practice articulating rs into
English, this method will Identify which sections of which tapes
would be most useful. It will identify the amount of classifiers
\mmapmmmumnmu“omamnucwnghm
such as fingerspelling amount and speed. usage of ASL, MCE,
and PSE. How often is characterization used? What is the age of
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Calaloguing System

tbcﬂmﬂhmeng?wmakorbmle?mtbthcmlo‘
a particular segment

With over 26 features identifled, a student and Instructor

can zero in on the development of spectfic skills. Using this

m.ethe:’tmmctoccmmlorme of the task so

at Student master it ore going on to more

- : completely go

mcmumumwﬂmmt«mw

ASL Interpretation. How fast is the speaker? How often is

characterization used? Is the speaker organized or random?

Does the speaker have an accent? What s the content of the

pasme? Is the vocabulary technical? Would there be a

considerable amount of fingerspelling required? This system

answers these questions and also provides information about

the amount of use of each feature on every segment of the audio

It would Indeed be wonderful If every Interpreter
education would have at their the ability to
focus on interpreting tasks. Out of the ten or fifty or one
hundred tapes a program has, Instructors could access detatled
information In order to assist the students’ learning, not only
through the instructor's ability to choose exact materials for
instruction but also the ability to assist students in choosing
materials that would benefit them in their individualized

ices A and B provide examples of the ca
format that we use at Grant MacEwan Community Colicge.
manhgotokonuahn.mmudmmdmlopangmu
extensive work and without whose hard work we could not have
done such an extensive project. Also, thanks g0 to our
Instructional Material Development Fund for providing us with
the necessary resources to accomplish such an endeavor.

We have catalogued all of the commercial tapes we
purchased, our own "home-made” tapes, and the professional
tapes we have developed. We would be willing to share our

of these tapes In exchange for work you have done,

lnlormaumaboutbowtoncemacomplete?opyo‘
our cataloguing manual which accompanies this format,
phnnetbeom:mfomuuonm ix C. The manual
deaﬂyu?hmmdthewmam one can catalogue
audio an video materials in a manner consistent from person

to person within a program and across programs,
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Appendix C

Ordering Information
The Audio and Video Tape Catologuing Scynlem developed
rant MacEwan

by the Interpreter Training Program at

Community College. is copyrighted. We are willing to share i,
however, for a nominal charge for printing and mailing and 1In
exchange for audio-visual matertals appropriate for our
students’ use In classroom and laboratory setting.

How To Order:

1.

2.

Indicate whether you wish the Audio tape gf Video tape
cataloguing system manual,

For cach of the manuals, send a cheque for $10.00
(Canadian) payable to Grant MacEwan Community College.

If you are ordering the video tape cataloguing manual,

fwo video tapes you have developed in your program (and for
which hold copyright). These videotapes should be in
VHS 1/2 inch format, at least 20 minutes in length, of deaf

signers, and of good production quality.

. If you are ordering the audso tape cataloguing manual, send

fwo audio tapes you have developed in your program (and for
which you hold copyright). These audiotapes should be on
good quality audio tape, at least 30 minutes In length, and of
good production quality.

(The Interpreter Tramning Program reserves the right to
dcclh:etbeaudb—vianlmtcﬂahyoudkrtlwcjudge them
to be of ;mppmpmue quality for instructional use in our
Program,

Please send the cheque and audio/video tapes along with a
retum address to:

Interpreter Training Program
Grant MacEwan Community College
P.O. Box 1796

Edmonton, Alberta, Canada
™) 22
Attention: Marty Taylor, Program Head

Inquiries about the Cataloguing System or ordering
ures should be directed to Marty Taylor at (403) 477-
11 [voice), or (403) 477-3153 (TDD),
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