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Abstract

A substantial amount of research work has been done on the quality assurance of
conference interpreting, yielding useful guidelines for the selection and training of
interpreters. However, the field of assessment in interpreter training within the
educational context is still under-researched. Many interpreter trainers and researchers
have pointed out some urgent issues to be addressed in the assessment of interpreting.
Among them, the issues surrounding the test validity and reliability are most in need of
clarification. This study tackles this complex subject by firstly exploring what the
examiners are really paying attention to when assessing student interpreters.

Thirty examiners, who are mostly based in Taiwan — some with substantial
interpreting experience and some with less, were invited as study subjects to participate
in a simulation of simultaneous interpreting examination. This research study adopted a
multi-strategy approach in collecting and analysing research data — quantitative and
qualitative. Inconsistencies and fuzziness are two themes identified in the study findings
in terms of the examiners’ judgements and their use of assessment criteria. The
examiners might appear to be using the same assessment criteria, but there were
variations in the way how they were used.

This study explores, discusses, and clarifies the intricate relations of various
components and factors in the interpreting examinations. Based on the study findings, a
conceptual model is proposed as a framework for describing the test constructs of the
interpreting examinations, and for understanding how the examiners apply the
assessment criteria in order to improve the assessment instruments and examination
procedures. At the end, implications of the study method are discussed and suggestions

are made for future studies in this area.
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Prelude

It is a week before the mid-term exam for the simultaneous interpreting class. Both
the teacher and the students are busy preparing for it. The teacher has informed the
students of the subject area of the speech. It is a speech on the topic of how tourism in
Asia is recovering from an epidemic scare that crippled the industry. Students set out to
work hard preparing for the coming exam.

The exam proceeds as planned. The students come into the exam room one by one,
sit in the booth, and interpret the messages into their first language as they listen to the
speech. The examiners then discuss each student’s performance and give an agreed
mark. Depending on the agreed practices within the institution, where there are very
different opinions among the examiners, the final mark is given by averaging the marks
of each examiner, or moderated by the chairperson of the exam panel.

When the assessment is over and all students have received their marks, they feel
that the marks are “fair’> and more or less in line with what they have perceived in their
class performances; everyone seems happy. Some students may have doubts about their
lower-than-expected marks, so they approach the teacher for more detailed feedback.
The teacher may need to refer to the notes taken during the exam panel, or to the
students’ recordings of the exam and the speech script, if there is one, for giving
feedbacks. The teacher points out the parts where the students have not done well in the
exam, explains the reasons why they havent got a higher mark (a list of assessment
criteria on paper would be useful at this point), and then suggests some practice they
can do to improve. The students seem satisfied and go on with their practice.

But the teacher, looking at the marks and speech scripts, seems troubled. Why does
this error cost the students more points than that error? Student A has got two major

errors but her voice is so pleasant to listen to. Student B has no major error but has
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about a dozen small, yet annoying, mistakes and fillers in her delivery. Is it reasonable
for Student A to have a higher mark of 64 than Student B’s 58, especially when B’s
performance in class has been consistently good in terms of faithfulness? What does it
mean anyway when there’s a 6-point difference in their marks? Compared with a dozen
small mistakes, does it mean that the two major errors are not significant? In the real
world the audience may indeed feel that A is a better interpreter in spite of the two
major errors. Can A’s pleasant voice really compensate for the two major errors and
justify a higher mark? Could the audience in the real world have picked up the mistakes?
Have the examiners picked up every error in each student’s interpreting performance? If
not, was this exam fair? If this exam had been assessed by another panel of examiners,
would they have given similar marks to those that the examiners gave in this panel?
Moreover, there were some differences in each version of the impromptu speech in the
exam. Would this have any effect on students’ performances and marks?

And finally, what can be done next time to improve the test design and exam

procedure? The interpreter teacher embarks on a journey to find the answers.

XV



CHAPTER 1

The Journey Begins



Chapter 1 The Journey Begins

1.0 An overview of the research background

Interpreting denotes the facilitating of oral communication between different
languages. It is “an immediate form of translational activity, performed for the benefit
of people who want to engage in communication across barriers of language and
culture” (Pochhacker, 2004: 25). For the communication in many international
conferences, the immediate form takes to its highest level to simultaneous:
interpretation is provided to the audience in real time as the speakers deliver their
speeches. So that conference delegates from different cultures and language
backgrounds can communicate without delays. Conference interpreters, who work
behind the scene in a sound-proof booth, are the core members of a team that facilitate
this multilingual communication process. Very often, the quality of the conference
interpreters’ work affects the quality and efficiency of communication at conferences.

With the ever increasing demand of multilingual communication in the
international arena, there has also been a boom in the demand of conference interpreters.
The number of educational programmes for interpreters at university level rose from 49
to 80 in the 1960s and 1980s, to 250 in the 1990s, and to an estimation of 300 at the turn
of the twenty-first century (Sawyer, 2004: 1). The underlying principle for interpreter
education has been the “lasting tradition of training by apprenticeship” that was
established by the first-generation teachers of interpreting who themselves were
accomplished professionals (Pochhacker, 2004: 175). Nevertheless, with the growing
pedagogical influence of language teaching, the traditional apprenticeship approach was
questioned for interpreter education in the 1980s. Since then, more rigorous approaches
have been suggested in developing curriculum and assessment for training conference

interpreters (ibid: 176).
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To ensure the quality of interpreting, assessment is necessary in both the
professional practice and educational training. Assessment plays an important gate-
keeping role to ensure that only suitably qualified interpreters are endorsed to enter the
job market, such as the professional examinations in the field of the interpreting
profession, and the final examinations at the end of a training course. In the field of
professional practice, assessment is a planned activity for the quality assurance of
interpreting service; in education, assessment usually refers to making a judgment about
students’ learning in order to identify their strengths and weaknesses, which usually
involves assigning a mark or a grade to their performances and achievements.

It is important to be clear about the role and purpose of assessment in education,
which is more than simply giving marks or grades. Assessment also plays a crucial role
in the education process. In Gipps’ words, “we must first ask the question ‘assessment
for what?’ and then design the assessment programme to fit. I take the view that the
prime purpose of assessment is professional: that is assessment to support the teaching/
learning process” (Gipps, 1994: 3).

Over time, researchers in education have recognised the power of assessment over
teaching in influencing students’ learning experiences (Miller & Parlett, 1974; Snyder,
1971; in Gibbs & Simpson, 2004). Through assessment during their learning processes,
students may be able to perceive which aspects of the course are most valued. Much of
the work they undertake and their approach to learning will be influenced or even
determined by such perceptions. The power to influence learning will be even higher
when the stake of the assessment is high, such as a professional examination or the final
examination for an academic degree. Rowntree even stated that “if we wish to discover
the truth about an educational system, we must first look to its assessment procedures”
(Rowntree, 1987: 1). Of course, assessment alone may not be able to change every

aspect of learning, but it is an effective device to influence teaching and curriculum to
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enhance the learning experience. Assessment influences learning by providing students
with the motivation to learn, by helping students decide what to learn, how to learn, and
learn to judge the effectiveness of their learning (Broadfoot, 1996; Crooks, 1988; in

Stobart & Gipps, 1997: 13-16). As Sawyer pointed out:

High quality education is based upon sound assessment. In effective instructional
programmes, assessment provides convincing evidence to the participants that the
curriculum goals and objectives are being met. [...] Assessment and testing
therefore have a pervasive role in educational enterprises. [...] assessment
provides invaluable feedback on learning and instruction for an entire program of
study and serves as a basis for its evaluation — without valid and reliable

assessment, the success of a program cannot be gauged accurately (2004: 5-7).

In interpreter education, therefore, it is important that assessment be regarded as an
integral part of the training process. The principle is to design and adopt an assessment
method that can be aligned best with the overall aims of the training programme, can
effectively assess the learning objectives of study programme, and support the
development of students’ professional competencies, i.e. the interpreting skills and the
relevant knowledge about the profession.

Assessment based on the professional knowledge of conference interpreters can
inform and enhance curriculum development. There are problems, however, when the
method of the interpreting assessment is put under scrutiny by using the fundamental
concepts of assessment like validity and reliability in more established disciplines, such
as language testing and educational assessment. This research study attempts to explore

and find some answers to those problems.
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1.1 Challenges and problems in the interpreting assessment

1.1.1 Seeking a theoretical foundation

In order to systematically investigate the issues of interpreting assessment, some
researchers in the field of translating and interpreting have advocated making use of the
knowledge of well-established disciplines, such as language testing and educational
assessment in general, and seeking insights from them (Sawyer, 2004: 93; Hatim and
Mason, 1997: 165-166). Campbell and Hall reviewed the published literatures on the
practice of assessing translators and interpreters, and concluded that the field of
assessment for translating and interpreting was still “in its infancy”, and that the “new
kid on the block” could benefit from the solid source of knowledge available in the field
of measurement and evaluation (Campbell & Hale, 2003: 221). Sawyer also found that
the potential for developing the interpreter assessment was “vast” (2004: 31), and made
a substantial contribution on the subject based on the concepts and principles from the
fields of language testing and educational assessment (Pchhacker, 2004: 187).

The concepts of validity and reliability in assessment, i.e. the usefulness and
consistency of the tests, have been emphasised throughout research literatures on
assessment and test development in all kinds of endeavours. They are regarded as the
touchstone of educational and all forms of assessment. The challenges and problems in
the current practice of the interpreting assessment mainly are concerns about the test
validity and reliability issues, which are in serious need of clarifications (Campbell &
Hale, 2003; Hatim & Mason, 1997; Liu, Chang, & Wu, 2008; Sawyer, 2004). These

concerns will be reviewed in Chapter 2.
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1.1.2 Challenges when assessing an interpreting performance

Unlike translation or other types of tests that may leave a paper trail for assessment
purposes, an interpreter’s work is ephemeral in nature. After a conference or meeting,
on most occasions, there is little record of what the interpreters have done except for the
“impressions” that people may have after listening to the interpretation. This makes
quality assurance work as well as the interpreting assessment difficult to carry out. In
the words of Riccardi, “Interpreting is something evanescent, which vanishes as soon as
it is performed. What remains are the impressions received by the audience” (Riccardi,
2002: 116). The impressions that the audience receive in a conference may also be
similar to all that the examiners have when assessing interpreters’ performances at an
examination panel. Although audio or video recordings of the examinees’ interpreting
performances may be used for examination purposes, the examiners still need to listen
to them and judge the performances as if in a live panel examination. Therefore, it is
important to understand how this practice of judging-by-impression may affect the
validity and reliability of the interpreting examinations.

In fact, assessing a performance of simultaneous interpreting is more complicated
than it seems. On the surface, the task of interpreting itself appears simple in terms of its
format: listening to a speech (recorded or live) and interpret it into another language.
However, simultaneous interpreting is considered by researchers to be one of the most
complex human language activities — “a rich and complicated phenomenon in both its
cognitive and communication aspects” (Liu, 2001: 86). Measuring a skill performance
with a high complexity such as simultaneous interpreting is certainly a challenging job.
It is demanding even when the interpreting task is conducted under a controlled
examination situation without having to deal with all the external working conditions,

such as in a real conference setting.
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For example, at a live examination panel, the examiners perceive and judge many
components in a simultaneous interpreting performance, such as “the fidelity of the
target-language speech, the quality of the interpreter's linguistic output, the quality of
his or her voice, the prosodic characteristics of his or her delivery, the quality of his or
her terminological usage” (Gile, 1995b: 151). All these were often assessed in real time,

such as in the step-by-step description below:

For a speech consisting of succeeding segments 1, 2, 3..., such an on-line
operation would involve listening to segment 1, keeping it in memory while
listening to segment 2 and to the target-language rendition of segment 1,
comparing the source-language and target-language versions of segment 1 while
storing the source-language version of segment 2 and listening to segment 3, etc.
(ibid: 152).

Gile suggested that “the short-term memory load in such a sequence is beyond the
maximum capacity of most if not all assessors,” and believed that “it is practically
impossible to monitor all of the original speech and all of its interpretation on site”
(ibid). An assessment process such as this involves many qualitative and quantitative
decisions that are to be made in real time, and thus the complexity of the examiners’
mental activity may be no less than that of the interpreters.

Given the complexity of the task itself when performing simultaneous interpreting
(SI) and of the high cognitive demand on the examiners, the judgement as a result is
usually made in a holistic and subjective manner, which has raised concerns in the
consistency of the judgement process of the examiners' (see 1.2.2). Understanding how
the examiners exercise their judgement for a better test design can help balancing out

the ephemeral nature of simultaneous interpreting in assessment.

! Although interpreting output can in principle be recorded and listened to later, thus reducing the
cognitive load on assessors, technical and time constraints usually make this difficult to operationalise in
a panel examination setting, in which live marking is the preferred method.
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1.2 A research gap — rationale and purpose of the study

1.2.1 Scarcity of studies in interpreting assessment

Sawyer (2004) gave the most comprehensive discussion so far on the issues of
interpreter education with a dedicated literature review chapter on the foundations of
interpreter performance assessment, emphasising the importance of the role of
assessment to interpreter education and professionalism. The discussions in his book
were set on the wider picture of curricular design, and the results of his case studies
showed that “gathering evidence of the validity of interpreting tests is a process of
documentation that provides insight on how programs can be optimized and
streamlined” (Sawyer, 2004: 231).

Nevertheless, documentation of the actual interpreting examination procedures,
especially those for simultaneous interpreting, is difficult to find in the public domain.
For example, a search online for the two national examinations of translation and
interpreting in China and Taiwan® only reveals a skeleton document of “examination
outline” that says little about the examinations themselves. The Institute of Linguists in
the United Kingdom provides assessment criteria and mark sheets in their Diploma of
Public Service Interpreting (DPSI) Handbook (IoL, 1994: 9), but the criteria
descriptions are very general in terms of operational practicality (see 2.3.2.c) and are

not for conference interpreting. The National Accreditation Authority for Translators

> The Examination Outline for Level 2 simultaneous interpreting of China Accreditation Test for
Translators and Interpreters (CATTI) is available online at http://bbs.catti.china.com.cn/down/syllabus
_EN_SI2.pdf. Accessed 17 May 2009.

Taiwan’s Chinese and English Translation and Interpretation Competency Examination (CETICE)
Exam Outlines is available at http://www.edu.tw/BICER/content.aspx?site_content sn=20212. Accessed
17 May 2009.
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and Interpreters Ltd in Australia also explains how its accreditation tests work, but
recognises that “it is not possible to simulate perfectly in a test the conditions under
which an interpreter would normally work” (NATTI, 2010: 8), and only uses one
sentence to describe the assessment criteria of consecutive interpreting, which says that
“the candidate is required to interpret into the other language almost immediately,
providing a structured and accurate rendering of the original” (ibid: 7). Like the DPSI
Handbook, this does not explain much about the assessment criteria of the consecutive
interpreting test. The American Translators Association (ATA)’, the main professional
accreditation body for translators in the United States, only offers written translation
examinations to certify translators, but not interpreters. Two main international
organisations for professional interpreters, the American Association of Language
Specialists (TAALS) based in Washington D.C., and the Association Internationale des
Inteprétes de Conférence (AIIC) based in Geneva, only specify with details the working
conditions for professional interpreters and their membership requirements. No official
publications of assessment criteria for interpreting examinations, if any, are readily
available in the public domain of the professional organisations® (also see 2.1.3).
Campbell and Hale carried out a literature review study on the assessment of
translators and interpreters and found that “little has been written on interpreting
assessment in general, even less is found on any type of assessment as part of training
courses” (2003: 216). Pochhacker also pointed out that within the pedagogical context,
few of the assessment issues of interpreter education have been thoroughly treated in the
literature (2004: 187). The scarcity of literatures on the topic of interpreting assessment

within the educational context indicates a clear gap for research in this area.

3 ATA web site can be found at http://www.atanet.org/certification/aboutexams_overview.php. Accessed
23 January 2011.
* TAALS’s standards of professional practice for conference interpreters and translators can be found at
http://www.taals.net/standards.php. Accessed 23 January 2011.

AIIC Professional Standards can be found at http://www.aiic.net/ViewPage.cfim/article122.htm.
Accessed 23 January 2011
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1.2.2 Concerns about subjective judgement and test design

Serious concerns have been raised about how consistent professionals in the field
of interpreting can exercise their judgement when it comes to assessing interpreting
performances (Sawyer, 2004: 188). Performance assessment has long been criticised as
unreliable and in need of systematic study (Campbell and Hale, 2003: 212) and the
concerns about the problematic role of professional judgment are mainly due to its
subjective nature (Messick, 1989: 91; in Sawyer, 2004: 100). Therefore, proper test
instruments and examination procedures are required to facilitate a sound and reliable
judgement, and to report the test results by combining the examiners’ qualitative and
quantitative decisions (Pollitt & Murray, 1996: 74).

However, being a “new kid on the block,” research in the field of the interpreting
assessment is still at the initial stage of exploration. Many important concepts and
essential assessment instruments, such as test construct and assessment criteria, are still
underdeveloped. A recent government-funded survey study on eleven interpreter
educational institutions in Taiwan, the U.K. and the U.S., found that the current practice
of interpreting examinations in the higher education still heavily rely on the professional
experience of the teaching staff, and the test design is often subjective and intuitive with
little support from empirical studies (Liu et al., 2008).

The emphasis on basing the language test design on empirical evidence gives
researchers and test designers crucial indicators toward the enhancement of test design
for interpreting assessment. In his case study on an interpreter education institution,
Sawyer observed that the interpreter examiners’ expertise did not necessarily translate
into a high degree of agreement in the exercise of professional judgement, and that
fluctuation in judgment is evident (2004: 188). Although Sawyer indicated that his case

study cannot be generalised to other examination contexts, there was a lack of
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conformity in professional judgement. An urgent call was made for more systematic
studies of the assessment procedures of interpreting examinations in order to increase
the degree of standardisation for interpreting assessments (ibid: 187-189).

The similarities between language speaking tests and interpreting tests are high in
terms of the element of subjective judgement and the requirement of spoken language
authenticity in the test input and response; both are performance-based assessment. The
challenges faced by test designers of the interpreting assessment may be alleviated by
learning from the lessons in the field of language testing. Based on the experiences in
language testing, therefore, a strategy of prioritising the problems at hand may be
formulated to study the issues of the interpreting assessment. The considerations below
are rationales of such a strategy that the present study follows in an attempt to address

the concerns and problems in the interpreting assessment.

1.2.3 A starting point to address the problems

A test cannot be valid if it is unreliable, i.e. inconsistent test results are useless.
Any well thought out examination criteria, procedures and test instruments will be of
little value in test reliability, and therefore validity (see 2.3), if the examiners do not use
them in a consistent manner or if the design of the instrument itself makes it difficult to
be used consistently. The language testing community realised this and conducted
empirical studies to systematically improve the assessment tools (such as rating scales)
and procedures, especially for those that require more of the examiners’ subjective
judgement as in writing and speaking tests.

Many reliability studies of language testing also identified the examiners
themselves as a source of measurement error (Alderson, Clapham, & Wall, 1995;

Bachman, Lynch, & Mason, 1995; Fulcher, 2003; Lumley & McNamara, 1993; Luoma,
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2004). These errors in measurement have a subtle way to influence the results of many
performance-based assessments, making the assessment procedure become unreliable
and threatening the validity of the test (Eckes, 2005: 197). Test instruments, such as
rating scales with specific assessment criteria, and training of examiners are often used
to help reduce the subjectivity in the assessment and make the examiners more
consistent in marking a performance.

In language speaking tests, however, Fulcher pointed out that many of the
descriptors in the rating scales were thought up “for the sake of creating consistent
looking scales that have little empirical basis”, and suggested that the development of
rating scales in fluency and accuracy should be based on a recorded corpus of student
talk (Fulcher, 1993; in Pollitt & Murray, 1996: 76). Pollitt and Murray further argued
that “descriptors should closely match what the raters perceive in the performances they
have to grade”, and that “the starting point for scale development should surely
therefore be a study of the perceptions of proficiency by raters in the act of judging
proficiency” (1996: 76). These experiences in language testing provide valuable lessons

for the study of test design for the interpreting assessment.
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1.3 An exploratory research journey — aim and objectives

As argued in 1.2.3, even well-thought out test design, criteria, test instruments etc.
will have little value if they are not used consistently. To achieve a higher degree of test
reliability and to develop more practical test instruments such as rating scales and
performance descriptors for interpreting examinations, it is reasonable that the starting
point should be a study of the perceptions of examinees’ proficiency by examiners in the
act of judging proficiency. Also, for those interpreting examinations that are judged by a
panel of examiners, the interactions among examiners in a panel can only be understood
better when we know more about how individual examiners form their opinions before
entering the discussions.

Therefore, taking the background and rationale outlined above, and as a starting

point, the overall aim of this study is

to explore and understand how examiners perceive the interpreting performances

and make judgments in a simultaneous interpreting examination.

In an ideal examination situation, the judgements of different examiners should be
consistent. Due to subjective judgements and potential test errors, nevertheless, this
study hypothesizes that it is more likely to have inconsistencies in an interpreting
examination, such as the findings in Sawyer’s (2004) case study (see 1.2.2). Therefore,

in achieving the above overall aim, this study sets itself the first objective as below:

1. To identify and determine if there are different judgement patterns of the

examiners when assessing simultaneous interpreting
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In their study on language testing, Pollitt and Murray noticed that the consistency
level of judgement was impressive among the non-specialist examiners, i.e. those who
had little or no experience of the formal oral assessment of languages (1996:88). By
contrast, Sawyer’s case study found that there were clear variations in interpreter
examiners’ professional judgements (2004: 188), and that the interpreter examiners
“make numerous references to various criteria for assessment,” which were “fuzzy”
(ibid: 185). These observations of the examiners’ judgements further prompt the

following objectives in achieving the overall aim of this research study:

2. To discover whether interpreter examiners and non-interpreter examiners can
achieve similarly consistent judgements in a simultaneous interpreting

examination

3. To elicit and understand what the examiners’ most important assessment

criteria are when judging students’ interpreting performances

4. To ascertain the relations between the examiners’ application of assessment

criteria and their judgement results of student interpreters’ performances
and finally in relation to the above research questions,

5. To understand the examiners’ assessment behaviours that may lie behind their

consistent and inconsistent judgements

In achieving the above aim and objectives, on the theoretical front, it is hoped that
this study can contribute to a better understanding of how examiners exercise their
judgement in the simultaneous interpreting examinations, including the assessment
criteria they used to measure the construct of interpreting, which can lead to the
formulation of a conceptual model as a foundation for explaining how the interpreting
examinations work. On the practical front, it is hoped that with a better knowledge of
the workings of the interpreting examinations, i.e. the conceptual model, better
interpreting examinations may be developed in the future with more practical and

reliable instruments and procedures for assessment.
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1.4 An outline of the research study

After the introductory chapter, this thesis follows the outline below to report the
research findings on the workings of the interpreting examinations.

Chapter 2 aims to give the theoretical framework of present study by reviewing
literatures in two main areas: (1) the professional quality assurance in the field of
conference interpreting and its relation to the interpreting assessment in the context of
education, and (2) the essential concepts and knowledge in the discipline of language
testing, mainly the concepts of test validity and reliability. Theoretical considerations of
research methodology are also presented at the end of Chapter 2.

Chapter 3 explains the study methodology. This research study adopted a
multi-strategy approach in collecting research data (Bryman, 2004: 452). Quantitative
as well as qualitative methods were employed to gather and analyse data. Thurstone’s
Method of Paired Comparison was used to monitor the consistency level of examiners,
and during the comparison process the examiners were asked to give verbal comment
and interviewed to obtain qualitative data for analysis.

Chapter 4 presents and analyses the quantitative data from the paired comparison
method, and formulate a framework for analysing the qualitative data.

Chapters 5 and 6 present and analyse the qualitative data: the use of assessment
criteria and the examiner behaviours.

Chapter 7 discusses and clarifies the intricate relations of the test constructs of
interpreting based on the study findings, and formulate a conceptual model of the
interpreting examinations.

Chapter 8 concludes the study and makes some suggestions for future studies.
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2.0 Overview

Sawyer pointed out that “Interpreting Studies [...] is beginning to discover
constructs from the field of assessment, measurement theory and language testing. At
this stage, little literature on validation is extant” (Sawyer, 2004: 34). Hence, a general
framework of assessment for interpreter education needs to be developed by using the
knowledge from more established disciplines such as language testing and educational
assessment (Campbell & Hale, 2003: 221).

Professional judgement and practice in the field is an important source for
developing and validating performance tests such as interpreting assessments. Test
developers need to draw knowledge and experience from the profession of interpreting
for test constructs in order to make the tests valid. Therefore, the state of interpreting
quality assurance in the profession will first be reviewed (2.1) to gain insights into how
professionals as well as the interpreting service users perceive the quality of
interpreters’ work, and how the knowledge in the field of the profession may be applied
to assessment in the educational context (2.2). Then, important concepts in testing
theory including the theoretical foundation of the research study, will be reviewed,
which will focus on issues surrounding test validity and reliability, and their
implications to interpreting assessment (2.3). Some test design methods, such as test
specifications that may help develop more useful and dependable examinations are
reviewed in the latter part of the chapter (2.4). The final section reviews the rater effect

and theoretical considerations of the research methodology for this study (2.5).
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2.1 The nature of quality assurance for conference interpreting

Conference interpreting as a profession is relatively young. Research on quality
assurance of interpreting services dates back only to the 1980s (Pdchhacker, 2004: 153),
and came to the fore in interpreting studies in the 1990s (Pochhacker & Shlesinger,
2002: 296). At first, quality assurance was based on the assumption that the
professionals, i.e. interpreters and their peers would know what was good (ibid).
However, due to the complex nature of conference interpreters’ work, in the early days
many of the professionals and researchers in this discipline found it difficult to describe
or explain quality in interpreting systemically with clarity, and regarded it as an “elusive
concept” (Shlesinger, 1997: 123). Interpreters often perceived and characterised the
quality of their work in practice. Their reflections were then reported and published by
using “intuitive” and “sweeping statements” (ibid: 123-124), and their research
approaches were regarded as “experiential and impressionistic” (Sawyer, 2004: 20).

Nevertheless, over time, studies in the field of interpreting started to use different
ways of looking at quality in interpreting, including not only the perspectives of the
interpreters, but also those of the listeners, i.e. the ‘users’ of the interpreting service
(Pochhacker, 2001). The quality issues of interpreting were explored through more
systematic approaches by using verifiable data for research, and theoretical models for
the quality standards of interpreting were formulated. In the sections below, a snap shot
of these studies and their implications are reviewed as the foundation to discussing the
validity and reliability issues concerning assessing simultaneous interpreting in this

research study.
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2.1.1 User expectation survey studies

In business marketing, the concept of quality is measured by comparing the actual
service delivered (in this case, interpretation) with the expectations of the customers (in
this case, the audience of the interpreting service). Conference interpreting being a
service industry by nature, it is natural that the pursuit of service quality should begin
with the understanding of the customers’ needs and expectations. The important role of
the audience in interpreters’ work has been emphasised by interpreters since the
emergence of the profession. Depending on the characteristics of various work
situations, such as political, scholastic, literary, and the size of the audience, conference
interpreters noticed that they need to adjust the way they use the target language to
facilitate the communication, and that the audience’s point of view should play an
important role in judging their interpretations (Herbert 1952, Gold 1973, Seleskovitch
1986 in Kurz, 2001: 395).

Kurz regarded this view as the user-oriented professional standard and used it as a
measure when evaluating the quality of interpreting, emphasising the importance of
understanding the audience’s expectations. This research theme helped build up the user
expectation profiles of interpreting services and became a fruitful line of research (Kurz,
2001; Pochhacker, 2001: 415).

As one of the earliest empirical studies on quality issues of conference interpreting,
Biihler (1986) conducted a questionnaire survey to identify conference interpreters’
expectations of the quality of their interpretation output in relation to the needs of those
who use their services. This study was based on the assumption that experts’
expectations would also be consistent with those of the users (P6chhacker & Shlesinger,
2002: 295). The assumption and the survey findings gave an indicator to the

understanding of how the interpreters themselves would expect to see the quality of
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their own work, and suggested some quality criteria for the interpreters’ output, such as
accent, voice, fluency, logical cohesion, sense consistency, completeness, grammar,
terminology, and style. (Biihler 1986 in Kurz, 2001; Péchhacker, 2001, 2004: 153).

Inspired by Biihler’s survey study, Kurz carried out a series of survey studies on
end-users of different backgrounds in various conferences (1989, 1993, 1994, 1996 in
Kurz, 2001). Kurz adopted the criteria in Biihler’s survey questions in her studies, and
found that in terms of importance, the average ratings of criteria by end-users were
consistently lower than those of the conference interpreters; only three criteria — sense
consistency, logical cohesion and correct terminology — had similar ratings to Biihler’s
results (Kurz, 2001). This showed that the conference interpreters have a higher
expectation of what they do than the end-users have, and the high standard of
conference interpreters in what they do contributed to shaping and defining the
emerging profession. Kurz’s studies also supplied an important finding that user’s
expectation profiles were different from one another according to their professional
background, i.e. people go to different conferences with different expectations. This
finding prompted more studies to look into the quality issues of interpreting from a
multi-dimensional point of view.

Moser conducted a large-scale survey study between 1993 and 1994, utilising 94
interpreters to interview over 200 people who had participated as a speaker or as an
audience in 84 international conferences around the world. The survey findings
generally confirmed the importance given by users to criteria such as completeness,
clarity of expression, and terminological precision (Moser, 1995), but it identified other
factors that affect the user expectation of conference interpreting service.

For example, it was found that user expectations tended to vary considerably
depending on meeting type. The larger the conference, the more information the

audience needed to take in, and therefore, the greater desire for concentration on the
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essentials of messages. This user requirement for succinctness usually has to be fulfilled
by conference interpreters when the audience need to rely on simultaneous
interpretation to receive information. Conference topics also have some influence on the
users’ requirement of interpretation: the more technical the conference, the greater the
users’ desire for completeness and literalness, such as in the use of terminology. In
addition, factors such as age, gender and previous experience of using simultaneous
interpreting also may affect the users’ expectations of the interpreting service (Moser,
1995).

The findings from these user survey studies indicate that user expectation of the
quality of interpreting service changes, depending on user background and
circumstances of the conferences. Therefore, investigating the quality of an interpreting
performance appears to demand an approach that is multi-situational and

multi-perspective.

2.1.2 Multi-dimensional perspectives on quality in interpreting

In spite of the findings, the value of these user surveys has also been questioned.
The user surveys are said to be insufficient to determine interpreting quality because
they show only one limited aspect — the listeners who only understand the target
language — in an interpreter-mediated communication situation (Kalina, 2005: 776).
Furthermore, the survey studies seemed to be concerned more with the ideal quality in
interpreting, and the users’ hypothetical preferences might not reflect what actually
happened when they had listened to a real interpreter. Therefore, a shift of attention to
quality under the circumstances of observation was called for by some researchers into
the study of quality in interpreting (Biihler 1986, Moser-Mercer 1996 in Pochhacker,

2004: 154-156).
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Here we shall give a snapshot of research studies that responded to this shift of
attention. Most of the studies remained survey-based, but they were conducted with
different focuses, such as the linguistic criteria of the interpreters’ output, the aspects of
the role of the interpreters, meeting types as well as the expectations from a source
speaker’s point of view (Kopczynski 1994, Marrone 1993, Vuorikoski 1993 in Kurz,
2001; Pochhacker, 2001). Kopczynski identified a dual perspective in looking at the
quality of a conference interpreter’s work, which he called linguistic (the output
interpretation quality) and pragmatic (quality as seen in a context-dependent
perspective) (Kopczynski, 1994: 87). Pochhacker discussed the interdependencies
between the different actors and texts in an interpreted communication event
(Pochhacker, 1994). Kalina (1995) suggested considering the interests and motivations
of different parties to a communication act (1995 in Kalina, 2005: 775). Shlesinger
argued for the need to scrutinise the output quality on three different levels, namely the
intertextual level (sense consistency between source and target texts), the intratextual
level (quality of the target language output) and the instrumental level (the usefulness of
the interpretation) (Shlesinger, 1997).

The multi-perspective approach in determining the quality of interpreting attracted
much interest, including the above research studies, and has been widely discussed in
the literature on quality in interpreting (Sawyer, 2004: 117). This led to theoretical
modelling that can explain better the complex notions of interpreting quality and be
used as a framework that further research studies may be based on. For example,
Pochhacker (2001) used a figure (reproduced here as Figure 2-1) to illustrate the
multi-perspective themes of the quality in interpreting. In Figure 2-1, the interpreter
(INT.), the speaker (ST-P, i.e. source-text producer) and the listener (TT-R, i.e. target-
text receiver) make up the core communicative event with the Client and Colleague

(Coll.), i.e. fellow interpreters in the booths or in the audience, on the sides as additional

22



Chapter 2 A New Kid on the Block

Figure 2-1 Perspectives on quality in interpreting

RESEARCHER (abstract event)

RESEARCHER (concrete event)

(® = communicative event, ST-P = source-text producer, TT-R = target-text receiver)

Source: (Pochhacker, 2001: 412)

roles who may also take a position in assessing the quality of interpreting. In addition,
the two researcher positions in the figure show the analytical distinctions underlying the
study of quality in interpreting. The researcher at the top is an outsider of the
communicative event, who takes a more abstract overview of an interpreting event;
whereas the one at the bottom has more direct assess to, or is a part of, the concrete
communicative event. In the latter case, the recordable product (i.e. the interpretation)
and the overall process of communicative interaction may be directly observed (often in
real time) and analysed by the researcher, and so empirical evidence can be produced.
These product- and process-oriented approaches may, therefore, facilitate a more
systematic understanding of the quality-related issues in interpreting, such as standards
and criteria for assessment (Pochhacker, 2001: 412), and how the assessment work is
carried out, such as the current study.

Thus, Pochhacker’s multi-perspective figure is also useful to illustrate the current
research study on the testing issues concerning simultaneous interpreting examinations.

The researcher of this study takes the position at the top in Figure 2-1 to observe and
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analyse the interactions (the abstract event) between three elements in a simultaneous
interpreting examination (the concrete event), namely the source speech, the
interpretation output and the examiners; whereas the examiners take the position of the
“researcher” at the bottom in Figure 2-1, who participated in the concrete event because
they also observe the interactions between the source speech and the interpretation
output when judging the interpreting performance. To certain extent, the examiners also
play the role as the audience because they listen to the interpretation at the same time.

The design of the present research study is explained in details in Chapter 3.

2.1.3 Professional standards and interpreting quality assurance

Given the multi-perspective views, expectations and approaches mentioned above,
how can the quality standard for simultaneous interpreting be described, or for that
matter, be measured? Association Internationale des Interprétes de Conférence (AIIC),
the professional organisation for conference interpreters founded in 1953, has been
successful in setting uniform standards for simultaneous interpreting at international
conferences throughout the world (see Keiser 1999 in Péchhacker, 2004). In order to
ensure the best possible quality for interpretation, the AIIC specified a range of work
conditions for conference interpreters in its Code of Professional Ethics (AIIC, 2009).
Detailed guidelines of professional practices regarding the contractual support to
conference interpreters were also drawn up in the AIIC Professional Standards, the
purpose of which is “to ensure an optimum quality of work performed with due
consideration being given to the physical and mental constraints inherent in the exercise
of the profession” (AIIC, 2000).

Nevertheless, in spite of giving detailed requirements of the working condition for

its members, the AIIC has been criticised as being “silent about issues of role and
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performance quality” of conference interpreters in its Codes (Pochhacker, 2004: 164).
The AIIC does include a Code of Honour that imposes an article of non-disclosure of
information on its members by “the strictest secrecy” (AIIC, 2009). Other than that,
however, the interpreting community has been said to be still reluctant to challenge its
own codes and regulations (Angelelli, 2006: 175), such as giving explicit statements to
specify the quality of interpreting work that its members should provide. One possible
reason why the interpreting community seems reluctant to do so may be revealed in

Kalina’s comment below:

Interpreters and trainers feel that they can assess the quality of colleagues or
trainees intuitively, on the basis of their experience and professionalism, but they
are unable to express their subjective judgments by objectively measurable
standards. (2005: 768).

In other words, the concept of quality in interpreting remains largely vague and
subjective among the interpreting community.

In addition to the tricky problem of dealing with subjective judgement (see 2.3.3.a),
the challenge of expressing “objectively measurable standards” of interpreters’ work is
significantly complicated by the multi-dimensional perspectives that were discussed
above, and by the requirements of the interpreters’ work conditions, such as the
arrangement of the interpreting facilities, the distribution of conference documents, and
the team formation of conference interpreters (AIIC, 2009).

The sheer number of variables such as the above may be the reason why the quality
of conference interpreting seems “elusive” as Shlesinger put it (1997: 123), and difficult
to analyse. A generally accepted quality model is yet to be found for conference

interpreting, or any type of interpreting (Kalina, 2005: 768).
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2.1.4 Pochhacker’s model of quality standards for interpreting

In order to capture and clarify the elusive concept of interpreting quality,
Pochhacker presented a model of the quality standards for interpreting (reproduced here
as Figure 2-2) which shows a “fundamental duality of interpreting as a service to enable

communication and as a text-production activity” by the interpreters (2001: 412).

Figure 2-2 Quality standards for the product and service of interpreting

SERVICE

SUCCESSFUL
communicative interaction

EQUIVALENT
intended effect

ADEQUATE
target-l. expression
ACCURATE

rendition of source

PRODUCT

Source: (Pochhacker, 2001: 412)

Pochhacker’s service—product duality model echoes Kopczynski’s (1994) linguistic—

pragmatic dual perspective; interpreting essentially is a linguistic service and its product

b

i.e. interpretation, needs to be pragmatic. Pochhacker’s model further makes finer

distinctions between four elements of quality in interpreting. Expanding outward like

multiple ripples, Pochhacker’s model lays out the multi-dimensional criteria or

standards for interpreting with accurate rendition of source at the core, encompassed by

three outer layers of adequate target language expression, equivalent intended effect,

and successful communicative interaction (see Figure 2-2).

Using this quality model, performance expectations from different perspectives

such as those from the user survey studies can be mapped onto the different layers. For

example, the three highly-correlated criteria in Biihler (1986) and Kurz (2001) — sense
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consistency, logical cohesion, correct terminology — are at the core in the accurate
rendition of the source, whereas the other criteria, such as accent, voice, fluency and
style, etc., fall in the next two layers of adequate expression and equivalent intended
effect. And finally, the outermost layer that depicts a successful communicative
interaction, say in a conference, includes all the other situational variables, such as the
types and subjects of conferences as well as the participants’ backgrounds (see Moser,
1995). The overall working conditions that the AIIC recommended can thus also be
placed in the outermost layer of Pochhacker’s (2001) quality model, such as effective
support from the conference organisers, the quality and arrangement of the interpreting
facilities, the distribution of conference documents, and the team formation of
conference interpreters (AIIC, 2009). If those working conditions are adequately
provided, they will help the interpreters to achieve an optimum quality of work in a
conference, i.e. enhancing the quality of the inner layers and achieving an optimum

quality of the communicative interaction in P6chhacker’s model.

2.1.5 Kalina’s integrated approach to quality assurance for interpreting

Just as shown in Péchhacker’s standards model above, interpreting quality includes
aspects that cannot be explained by simply comparing the source and target languages.
The multiple perspectives of different parties to a communication act need to be taken
into account, such as their interests and motivations as well as the purpose of the
communication, when judging the quality of interpreter output.

From a psycholinguistic perspective, interpreted communication has been regarded
as a complex discourse-based mental process (Kohn & Kalina, 1996; in Kalina, 2005).
The illustration of the process is reproduced here as Figure 2-3. It shows clearly that an

interpreter-mediated communication involves production and comprehension by the
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Figure 2-3 Bilingual, interpreter-mediated conference communication

Organizer / Client / Employer
Main interest: success, cost/benefit, effect

Speakers Listeners
Expectations Cooperative
Communicative reception
effort Source effort

Text

Mental model
based on

TT output
base

Assumptions
Intention
Linguistic skills
Knowledge

Mental model, knowledge base, linguistic expertise, interpreting skills

Source: (Kalina, 2005: 776)

different participants in communication. With the source and target texts at the centre,
the multiple participants in the communication act, i.e. Speakers, Listeners, and
Organizer/Client/Employer, all have different interests and expectations of the
communication act, which is facilitated by the expertise of the interpreters.

As seen in Figure 2-3, therefore, interpreting quality assurance (QA) should
consider not only the output and effect of the interpreter’s rendition of the source text,
but also the structures, processes and conditions of the communication event that are
likely to have a bearing on interpreting quality. All these considerations would help
describe the strategic choices available to interpreters when undertaking an interpreting
assignment. Thus, an effective interpreting QA scheme needs to cover what happens
before and after the interpreting act itself since these phases may have a significant
impact on interpreter output (Kalina, 2005: 776-778). It should capture and record the
strategic choices that are available to the interpreters and how they make the choices, so
that the interpreting service can be evaluated for what they are, and good as well as poor
interpreting quality can be identified as such (Moser-Mercer 1996, Kalina 2002, Mack

2002 in Kalina, 2005).
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Considering the above, Kalina proposed an integrated framework for interpreting
quality assurance. The QA framework consists of four phases as in an interpreting
assignment: pre-process (arranging the contract and preparing for the assignment),
peri-process (preparation just before the assignment), in-process (interpreting at the
conference), and post-process (debriefing). The QA framework is in the form of a
datasheet to record 77 items that requires the attention of the interpreters (Kalina, 2005:
779-781), and is a macro-level approach, which covered almost all aspects of a typical
conference interpreting assignment. The datasheet was designed mainly from the
interpreter’s point of view, but it also provides useful information and reminders for
clients, speakers and conference organisers so that all those involved understand which
limitations are intrinsic to a mediated multilingual communication and what they can do
to achieve an optimum result (Kalina, 2005: 782).

Apart from professional QA endeavours as reviewed so far, another important task
is to determine how the performances of the interpreters and interpreter students can be
assessed and measured in a valid and reliable manner by employer recruiters and
interpreter training programmes. Where concepts such as the quality of interpreting
have yet to be illuminated in the field, within the educational institutions it has to be
researched and explained systematically for the sake of pedagogical development, of the
reliability of the assessment, and the credibility of the institutions that carry out the
interpreting examinations. Informed by the professional experience, it is therefore also
worth noting that the four requirements listed under the Interpreters in Figure 2-3 —
mental model, knowledge base, linguistic expertise, interpreting skills — may be useful
to defining the test constructs of interpreting.

In the following sections, concepts in testing (such as validity, reliability, construct)
and specific issues that surround the assessment of trainee interpreters’ performances

are reviewed as the theoretical foundation for the current research study.
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2.2 From professional quality assurance to educational assessment

Before looking into the issues that surround the assessment of interpreter
performance in training, some clarification needs to be made of differences between
quality assurance in the profession and quality assessment in the context of education.

Merriam-Webster (2009) defines quality assurance as

a program for the systematic monitoring and evaluation of the various aspects of a

project, service, or facility to ensure that standards of quality are being met.’

Therefore, quality assurance for interpreting can be said to be a set of planned activities
or processes that ensure in a systematic and reliable fashion that the product
(interpreting services) satisfies the customers’ expectations (audience, speakers,
employers, conference organisers, etc.). The integrated framework that Kalina proposed
(2.1.5) is an example of such planned activities for interpreting quality assurance.

In contrast, the work of quality assessment in the context of education may be
viewed in two aspects: the quality of teaching and the quality of students’ learning
outcome. The quality assessment in education usually takes the form of various types of
tests and examinations. It is best to describe assessment in education as an action,
usually in measurable terms, to determine the importance, size, or value of a skill or

subject knowledge. Gipps describes assessment in education as

a wide range of methods for evaluating pupil performance and attainment
including formal testing and examinations, practical and oral assessment,
classroom based assessment carried out by teachers and portfolios (Gipps, 1994:

vii).

> quality assurance. (2009). In Merriam-Webster Online Dictionary. Retrieved May 30, 2009, from
http://www.merriam-webster.com/dictionary/quality assurance
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Using some assessment criteria, teachers measure students’ performances in the
examinations to ascertain their learning achievements, the results of which in turn
reflect certain aspects of the teaching quality.

Assessment needs to be based on a process of validation, which requires gathering
evidence to see whether it can support what an assessment aims to assess (i.e. the
quality of learning outcome) and what the training programme claims to achieve (i.e.
the quality of teaching). And the source where the evidence can be obtained for such
validation is usually from the professional quality standards in the field. Their

relationship is reviewed next in 2.2.1.

2.2.1 Professional standards and educational assessment

In the case of interpreting, professional quality assurance and educational
assessment are partially distinct but not discrete. The discussion of quality in the field
can inform the design and development of assessment methods in the training
programmes (Sawyer, 2004: 99). The former enhances the quality of professional
practice, whereas the latter not only measures the interpreter students’ educational
attainment but also often serves to ensure that those who join the profession are suitably
qualified. This suggests a strong interdependent relationship between professional
standards and assessment in interpreter training (P6chhacker, 2004: 187).

The design and development of interpreting examinations can benefit a lot from
the QA endeavours for interpreting work. For example, the problems that are central to
the assessment of interpreting include sense consistency and delivery adequacy as
shown in the two core layers of Pchhacker’s model of quality standards for interpreting
(Figure 2-2). From a vantage point with the multifaceted perspective of all the parties in

the multilingual communication event, Kalina’s macro-level framework (2.1.5) can help
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researchers and test developers get insightful views of the micro-level problems in the
assessment of interpreting. Crucially, constructs for testing may be identified from these
quality models and frameworks to formulate useful assessment criteria for the
interpreting examinations, such as the aforementioned ability requirements that were
found under the Interpreters in Figure 2-3 — knowledge base, linguistic expertise, and
interpreting skills, which can be made operational in testing by understanding more
about the mental model of the interpreters.

Another example to illustrate the interdependent relationship between professional
standards and educational assessment is Riccardi’s discussions of the assessment
criteria for interpreting. Riccardi (2002) distinguished two types of assessment criteria:
macrocriteria for professional interpreters and microcriteria for student interpreters.
The professional macrocriteria include equivalence, accuracy, appropriateness and
usability, taking into full account user expectations as well as the restrictions of the
communication act. On the other hand, the educational microcriteria consist of fourteen
categories, including register, omissions, deviations in content, successful solutions, and
so on. The microcriteria were derived from studies of interpreting quality in the
professional field and from Riccardi’s own experience as an interpreter teacher.
Riccardi indicated that the macrocriteria of the professionals ultimately subsume the
microcriteria that students are learning (Riccardi, 2002).

From the above, the interdependent relationship between professional practice and
the assessment of student interpreters is clear. The relationship hinges on the validity of
the foundation that the study and practice of professional interpreting can provide for
the training and assessment of interpreters in the educational institutions. To this end,
therefore, Riccardi called for further research in order to determine scientifically the
validity of her proposed assessment tool (Riccardi, 2002: 125). This brings us to the

issues of interpreter performance assessment in the educational context.
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2.2.2 Types of assessment: formative vs. summative

In the Prelude to this thesis, a typical scenario of an interpreting examination was
presented, in which student interpreters’ simultaneous interpreting performances were
assessed in an educational institution. Some questions and doubts regarding the
operation of interpreting examinations have been raised, which are similar to the
interpreter teacher’s reflections in the Prelude. Hatim and Mason were among the first
to point out such “unease felt by many at the unsystematic, hit-and-miss methods of
performance evaluation” across many translator and interpreter training institutions
(Hatim & Mason, 1997: 165-166). Assessment in interpreter training is a highly
complex subject (Pochhacker, 2004: 187) and sometimes a very controversial issue
(Riccardi, 2002: 116). It is complex because of the multi-dimensional nature of the
interpreting job as well as the interdependent relationships between professional
standards and educational considerations; it is controversial because subjective
judgement is involved in the assessment process. These are perhaps the reasons why
“hit-and-miss methods” are all too often used for the interpreting examinations.

In education, depending on the purposes of the test, two types of assessment were
identified as formative and summative assessment (Scriven, 1967). When considering
the methods of assessment to meet the aims and objectives of a translator and interpreter
training programme, Hatim and Mason (1997) pointed out that a clear, initial distinction
needs to be made between these two types of assessment. The main goal of formative
assessment is to support the learning process by using the information obtained from the
assessment as feedback to students, helping them to improve “by short-circuiting the
randomness and inefficiency of trial-and-error learning” (Sadler, 1989 in Gipps, 1994:
125). In contrast, summative assessment aims to give evidence for decision-making,

such as deliberating on students’ fitness to proceed to the next level of study, or to be
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awarded certification or a professional qualification (Hatim & Mason, 1997: 166). In
other words, summative assessment “provides information about how much students
have learned and how well a course has worked” (Gipps, 1994: vii; in Pochhacker, 2004:
106). As discussed earlier, since assessment also gauges the quality of teaching, high
fail rates in the final examinations of a course may also be regarded as “an indication
that the educational objective of the program are not being met” (Sawyer, 2004: 113).

Generally speaking, summative assessments are more visible at the end of a term
or a study unit for decision-making purposes; whereas formative assessments usually
happen during the course of teaching, which may be more frequent and interactive in
order to identify learning needs and adjust teaching appropriately (CERI, 2005: 21).
However, a formative assessment that is not being used for supporting learning is not
for truly formative purposes even when it takes place during the course of the study.
The key difference is the purpose and effect, not the timing of the assessment (Gipps,
1994: 125). Based on this view point, for interpreter training Sawyer suggested that the
intermediate assessment of apprentice interpreters could be both formative and
summative — “formative in that feedback is given on a student’s work, which guides
decision-making for continuation in the degree program, and summative in that learners
demonstrate baseline competence on specific occasions” (Sawyer, 2004: 113).

For both types of assessment, they usually require the demonstration of a certain
level of predictive power of students’ future performance, and provide evidence in the
demonstration so that the test results can be trusted, i.e. the consideration of test validity

and reliability. In this regard, Gipps suggested that

If assessment is to be used for certification or accountability then it needs an
adequate level of reliability for comparability purposes. If however, the
assessment is to be used for formative purposes, validity [...] is highly important
and reliability is less so. (Gipps, 1994: 137)

34



Chapter 2 A New Kid on the Block

This section has reviewed the relationship between professional standards and
assessment in interpreter training. The pursuit of professional quality assurance in the
field can offer valuable input and validation evidence for interpreting training
programmes, and in turn the educational institutions serve as a gateway to ensure that
those who join the profession are suitably qualified. The important roles and types of
assessment for the interpreter training were also reviewed. Depending on the purposes
of assessment, different types of assessment method should be considered. There are
different considerations when choosing an assessment method, and they are often
related to the fundamental issues of test validity and reliability, which will be reviewed
next in 2.3 as the theoretical foundation to facilitate further discussions in this study on

the issues of the interpreting assessment.
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2.3 Theoretical foundation — test validity and reliability

Simply put, validity of a test refers to the meaningfulness of the scores, and defines
a broad scope of concerns for their use in a community or a wider social context
(Luoma, 2004: 184). If a test is not valid for its purpose of use, the meaning of the test
scores is void or even misleading. Validity should be, therefore, of “central concern to
all testers” (Alderson et al., 1995: 170).

As for reliability, it refers to the considerations in evaluating a test design,
including its procedure and report of test results. In particular, a test should demonstrate
consistency in its operation so that it can be considered a trustworthy form of
measurement. Whatever the standards may be, they should be the same for all persons
being assessed and for all persons asked to make judgments on different occasions and
over time (Bailey, 1998; Hamp-Lyons, 1991).

This section first reviews the concept of test validity as understood in the field of
educational assessment and language testing, and its implications for the interpreting
assessment (2.3.1 & 2.3.2), followed by a discussion of reliability (2.3.3) and its relation
to validity in testing (2.3.4). A challenge to the development of interpreting

examinations is also discussed at the end of this section (2.3.5).

2.3.1 The concept of test validity

In educational assessment, Gipps summarised the definition of validity as “the
extent to which a test measures what it is designed to measure” and added that “if it
does not measure what it purports to measure, then its use is misleading” (1994: 58).

These statements imply two things in test validity: the former statement is about the
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characteristics of a test, for instance a written translation examination or an oral
interpreting examination, and the latter is about the inferences that can be appropriately
drawn from a test, such as the examinees’ ability to translate or interpret at certain levels
or within a specific context, i.e. the usefulness of the test. The characteristics and
inferences of a test are closely related to each other so they are commonly referred to
together as test validity (Salvia & Ysseldyke, 1995: 162). In other words, test validity is
a concept that links what is tested and the usefulness of the test results.

Some authors also took the view that the social consequences also need to be
considered when drawing inferences from testing (Messick, 1989 #155: 19 in Salvia &
Ysseldyke, 1995: 162). For example, international airline pilots need to be tested to
make sure that they can communicate in English with air traffic controllers in other
countries. Therefore, the social consequence of the pilots’ English test also relates to the
safety of the passengers and the dependability of the airline industry. Another example
is IELTS and TOEFL, whose test results every year determine whether or not thousands
of candidates can enter a university to study in an English-speaking country. Therefore,
it is expected that evidence is provided to support test interpretation and potential

consequences of test use (Gipps, 1994: 59), i.e. to establish test validity.

2.3.2 Methods for test validation

Alderson et al. pointed out that “It is not enough to assert, ‘This test is valid’ unless
one can answer the follow-up question: ‘How do you know?’ and ‘For what is it
valid?’” (1995: 170). Evidence needed to be gathered to answer these questions in order
to establish a test’s validity, which should be done in as many ways as possible (ibid:
171). The process of gathering evidence for determining the appropriateness of test

inferences, i.e. test validation, is an iterative process that “link concepts, evidence,
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social and personal consequences, and values” (Cronback, 1988: 4; in Sawyer, 2004:
95). Then, the gathered evidence can be categorised to facilitate explanation of the test
validity, which is “an artificial device to explain the possibilities; there are not separate
validities” (Salvia & Ysseldyke, 1995: 162). So the types of validity are actually labels
attached to different evidence that help to explain and support the “adequacy and
appropriateness of inferences and attitudes based on test scores or other modes of
assessment” (Messick 1989: 13; as quoted in Gipps, 1994: 59). In other words, the types
of validity “are in reality different ‘methods’ of assessing validity” (Alderson et al.,
1995: 171).

Traditionally in educational assessment there are four types of validity: predictive,

concurrent, construct and content validity, which Gipps summarised as follows:

Predictive validity relates to whether the test predicts accurately or well some
future performance. [...] Concurrent validity is concerned about whether the test
correlates with, or gives substantially the same results as, another test of the same
skill. [...] Construct validity itself relates to whether the test is an adequate
measure of the construct, that is the underlying (explanatory) skill being assessed.
[...] Content validity concerns the coverage of appropriate and necessary content,
1.e. does the test cover the skills necessary for good performance, or all the aspects
of the subject taught? (1994: 58-59)

Together the concurrent and predictive validity are also referred to as criterion validity
“because they both relate to predicting performance on some criterion either at the same
time or in the future” (ibid: 59). In language testing, Alderson et al. referred to this type
of validity as the external validity because the evidence was “gleamed from outside the
test” and the content validity was in the category of internal validity because the

evidence lies within the test itself (1995: 171).
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In order to avoid confusion in this study, the term “external validity” is adopted
because the word “criterion” is used in a different context in this thesis, such as the
assessment criterion, or criteria, in the interpreting examinations.

It was found that of all the types of validity, however, evidence about only one or
two of the types of validity were usually provided for test development. Therefore,
researchers in the field of assessment gradually began to take the view that validity is a
unitary concept with construct as the unifying theme (Messick, 1989; Cronbach, 1988;
in Gipps, 1994: 59). “All types of validity are subsumed under one concept”, and
validation requires test developers to specify whether the evidence supports construct-,
content-, or externally-referenced validity (Sawyer, 2004: 96).

As the discipline of assessment for interpreters is still in its infancy, there is a
“paucity of discussion on the central topics of validity and reliability”, showing a large
knowledge gap in these areas (Campbell & Hale, 2003: 218). In the absence of a
comprehensive review of assessment validity issues in the community of interpreter
educators, Sawyer offered a literature review discussion on the validity issues in relation
to interpreter education (2004: 96-101), which included some sample statements for the

validation of interpreting assessment as below:

External Graduates are able to work in their market sector
(Criterion)  Graduates can pass same or similar tests again in the future, including those
validity administered in industry

Content Consecutive interpretation

Validity>l< Liaison interpretation
Simultaneous interpretation
Simultaneous interpretation with text

Construct  Ability to

validity - Interpret with faithfulness to the meaning and intent of the original
- Use appropriate language and expression
- Apply world knowledge and knowledge of subject matter
- Demonstrate acceptable platform skills and resilience to stress

(Sawyer, 2004: 97)

*Sawyer listed the “types™ or “modes” of interpreting to illustrate the content validity of interpreting
examinations. See 2.3.2.b below.
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Using these sample statements, the following sections will review and discuss the three

types of validity in relation to the interpreting assessment.

2.3.2.a External validity

As mentioned above, there are two types of external validity — concurrent and
predictive, which denote different times, or the sequence, when a person’s validity
performance on the external measure is obtained (Salvia & Ysseldyke, 1995: 168). In
other words, the test validation by the external measures are done by comparing the
results of a test, usually test scores, with some other tests taken by the same test
candidates at similar times of the test being validated, i.e. concurrent, or some time after
the test, i.e. predictive (Alderson et al., 1995: 177, 180). Therefore, the external measure
itself must be valid so that it can be used to establish the validity of another test on a

different occasion or at a different time (Salvia & Ysseldyke, 1995: 168).

Predictive validity

Sawyer’s two statements actually refer to the predictive validity of the interpreting
examination. They ask if the graduates’ test results could allow an accurate estimation
of the student’s score on an external measure obtained at some time in the future, and of
the student’s actual readiness to work in the industry (Salvia & Ysseldyke, 1995: 169).
The industry-readiness evidence for a final examination’s predictive validity can be
obtained retrospectively only when interpreter graduates start working in the market,
preferably being monitored with a quality assurance scheme like the one proposed by
Kalina as discussed in 2.1.5, or being compared with test results from an industry-
administered interpreting examination that is for contracting work or in-house staff
positions. This in effect is also a validation on the training programme to see if its

overall curriculum objectives were met.
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For other summative assessments, such as the entry-level tests or in-study
placement tests that aim to determine students’ ability to study interpreting well in the
chosen pathway, predictive validity of the tests is crucial. The evidence of the predictive
validity for these tests can be obtained by systematically monitoring and comparing
students’ examination results over the course of the study, or by asking the teachers their
observations and comments on the students’ performances in the classroom (Alderson et

al., 1995: 182).

Concurrent validity

If Sawyer’s second statement is modified as “Interpreter students can pass same or
similar tests again shortly after the first test”, it conforms better to the definition of the
concurrent validity, which in essence “involves the comparison of the test scores with
some other measure for the same candidates taken at roughly the same time as the test”
(Alderson et al., 1995: 177). However, gathering believable external data is difficult in
actual practice (ibid: 178). In situations where a valid parallel version of the same test
measure does not exist or difficult to access, therefore, other external measures for
obtaining evidence must be considered, such as calling upon the judgements of the
candidates’ achievement by teachers or professional users (Salvia & Ysseldyke, 1995:
169), or even the candidates’ self-assessment of their own abilities to be tested, though
care needs to be taken when interpreting such data as evidence for validation (Alderson
etal., 1995: 177).

In consideration of the above, there are examples of attempts and efforts to ensure
the concurrent validity of the interpreting examinations, such as Sawyer’s suggestion to
ask “whether successful professional practitioners perform satisfactorily on the final
examination in question” (2004: 101), the practice of employing external examiners in

the UK’s higher institutions to moderate examinations (Liu et al., 2008: 15), and the
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practice of holding joint professional interpreting examination between Taiwan’s two

graduate Translation and Interpretation institutions (ibid: 29).

2.3.2.b Content validity

Content validity asks if a test covers the skills for good performance and all the
aspects of the taught subject (Gipps, 1994: 58). It is “the representativeness or sampling
adequacy of the content — the substance, the matter, the topics — of a measuring
instrument” (Kerlinger, 1973: 458). Conference interpreters are expected to possess the
ability to work in various interpreting modes, such as those in Sawyer’s four sample test
items, i.e. the four modes of interpreting — consecutive interpreting, liaison interpreting,
and simultaneous interpreting with and without text. Therefore, they are examples of
such test items that can represent the domain of interpreting skills to be measured.

Other sources to consider the evidence for content validity include “the degree of
authenticity of the subject matter and terminology being tested” (Sawyer, 2004: 99).
The test designers of interpreting examinations need to consider not only the difficulty
level of speech, but also subject areas or speech topics that a conference interpreter is

more likely to encounter in real-life interpreting situations (ibid: 100).

Validation of test content

But who determines what is to be used as test items, and how? When assessing
students, test designers and examiners must have a clear understanding of the traits,
abilities, and skills that are to be measured. Test developers typically rely on panels of
experts for judgments about the appropriateness of test content (Alderson et al., 1995:
173; Gipps, 1994: 59; Salvia & Ysseldyke, 1995: 163). In other words, the relevance of
the test items to the content of a particular domain tends to be based on the experts’

professional experience and judgement.
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However, it has been found that experts often disagree with each other (Alderson et
al., 1995: 175; Sawyer, 2004: 188) so the content validation needs to be done in a
systematic way, such as using some data collection instrument for the experts to make
and record their judgements. The common approach is firstly to gather expert opinions
on the content to be tested, which are compiled and sorted for further considerations by
professional judges, and then based on the resulting judgements an estimate of the test’s
content validity is derived (Alderson et al., 1995: 173-175).

When defining the domains for the content validity of a test, there are three
considerations: “the appropriateness of the types of items included in a test, the
completeness of the item sample, and the way in which the items assess the content”
(Salvia & Ysseldyke, 1995: 163). Sawyer referred these considerations as “coverage of
the domain™ and “aspects of test content” (2004:100). These guidelines can help to

define the content to be measured better and to gather evidence for test validation.

« Aspects of test content

The aspects of test content refer to how the test items assess the content. The
measurement of the test content is multifaceted, which includes, for example, “the
themes, wording, and format of the items, tasks, or questions on a test, as well as the
guidelines for procedures regarding administration and scoring” (APA Standards, 1999:
11; in Sawyer 2004: 99).

As the method of measurement may affect the outcome, this aspect of validity may
depend on the favoured responses types, and one consensus is that the assessment
methods should closely parallel those used in instruction (Salvia & Ysseldyke, 1995:
165). In language testing, Alderson et al. refer to this aspect of test content validity as
face validity and response validity. The former mainly concerns people’s holistic

judgement to see if the test looks like something one might do in the real world
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(Alderson et al., 1995: 172); whereas the latter aims to ascertain how test takers respond
to test items because “[t]he processes they go through, the reasoning they engage in
when responding, are important indications of what the test is testing” (ibid: 176).

The aspects of test content are usually described in the test specifications, which is
an important record for validation (Luoma, 2004: 117). More discussion of test

specifications will follow later in 2.4.

e Coverage of domain

The coverage of the domain considers the appropriateness and the completeness of
test items. Incomplete assessment of a domain will often result in an invalid appraisal
(Salvia & Ysseldyke, 1995: 165). For example, a test cannot be valid if it relies on
reading tasks to assess the test takers’ interpreting ability because the test tasks are not
appropriate to the ability being measured. Also, if a test programme for assessing
conference interpreters does not include a test item of simultaneous interpreting, the
validity of its results cannot be ascertained because one of the important work modes of
conference interpreters is not tested.

In addition, conference interpreters need to work in a vast range of different subject
areas, or domains, in an international arena. For content validity, the speech texts chosen
for the examination tasks are often selected from those that conference interpreters may
actually encounter in the work place, i.e. the face validity. The usual choices of topics
when setting the examination tasks may range from politics, to business, to economics,
to technology and current affairs.

Of course, it is impossible and impractical to include everything in a single

interpreting examination. As Sawyer said,

a debate on whether all interpretation is the same is defeatist; that is, there is no

point in debating, for the purposes of assessment, whether a day-long
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simultaneous conference on wood processing is equivalent to an emergency
doctor-patient telephone call due to the allergic reaction of a child. [Therefore,] an

alternative approach would be to identify and meet the needs of a given setting.

(Sawyer, 2004: 116)
Therefore, depending on the educational goals of the curriculum and the purposes of the
assessment for interpreting, representative subject domains should be identified for a
more focused assessment of interpreting skills and abilities in various settings. The
approach of adopting the idea of subject domains for interpreting examinations is
consistent with the multi-perspective and situational considerations in quality assurance
for interpreting discussed earlier in 2.1. Again, empirical studies are required to validate
the test designs regarding the identification of suitable subject domains and the

underlying interpreting skills and abilities to be assessed, i.e. the test construct.

2.3.2.c Construct validity

Construct refers to, “a theoretical conceptualisation about an aspect of human
behaviour that cannot be measured or observed directly” (Ebel & Frisbie, 1991: 108; in
Alderson et al., 1995). Construct validity, therefore, concerns the underlying skill being
assessed that is indirectly reflected in a test performance (Gipps, 1994: 58).

In the case of interpreting, as the nature of quality assurance for interpreting is
multidimensional (2.1), the domain of interpreting is, as Hoffman put it, “sensitive to
the audience and speaker and their relations and goals, sensitive to world knowledge
and context as well as topic, and sensitive to status relations, loyalty shifting, and
nuance as well as to literal meaning” (Hoffman, 1997: 204; in Sawyer, 2004: 116). To
cover all these would involve a complex set of skills and a multiplicity of test constructs
to be measured. Thus, it is no longer “interpreting” per se that is being tested, but a wide
range of communication abilities in cross-cultural and cross-lingual situations, which

involve the interpreters’ cognitive, linguistic and social skills with the support of
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knowledge of the relevant subject matter. In 2.2.1, for example, the four requirements
for interpreters: mental model, knowledge base, linguistic expertise, and interpreting
skills may be regarded as the working constructs of interpreters’ ability to interpret. As
these constructs cannot be measured directly, they need to be demonstrated and
explained by test performance based on clearly defined assessment criteria, which is

what the present study tries to find out.

Verifying construct validity for interpreting assessment

“[C]lonstructs cannot be developed and measured in isolation from one another, but
must be part of an integrated viewpoint” (Sawyer, 2004: 98). The integrated viewpoint
is usually grounded on a single theoretical framework or a combination of several that
provide concepts and terminology, for example, to help us explain what we mean by
good interpreting performances. The professional judgement in the field, and the
educational philosophy and objectives of the training institutions are “influential factors
in the discussion to reach a consensus on construct definitions” for the interpreting
assessment (ibid: 99).

The evidence for construct and content validity is substantially overlapped

(Messick, 1988: 38; in Sawyer, 2004: 99). Alderson et al. explained that

In effect, this form of construct validation proceeds much as does content
validation: experts are selected, given some definition of the underlying theory,
and asked to make judgements after an inspection of the test as to its construct
validity (1995: 183).

For interpreting assessment, useful theoretical framework may be derived from
professional experience and research work that test writers can rely on for the

identification of test constructs, and the assessment criteria to measure them. For
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example, the findings from the user-survey studies (2.1.1) and subsequent studies that
shed light on the assessment criteria for interpreting performances, including, among
others, Pochhacker’s model of quality standard for interpreting (2.1.4) and Kalina’s
integrated QA framework for interpreting (2.1.5).

At the beginning of 2.3.2, sample definitions from Sawyer were presented as
example constructs for interpreting examinations, which are recapitulated here for
discussion. In an interpreting examination, the examinees should demonstrate that they
have the ability to (1) interpret with faithfulness to the meaning and intent of the
original, (2) use appropriate language and expression, (3) apply world knowledge and
knowledge of subject matter, and (4) demonstrate acceptable platform skills and
resilience to stress (Sawyer, 2004: 97).

These four construct statements relate closely to Pochhacker’s model of quality
standard for interpreting with accurate rendition at the core, followed by adequate
expression, equivalent effect, and successful communicative interaction (see Figure 2-2).
Sawyer’s construct statements elaborate how the four dimensions of quality standards
can be observed in the context of an interpreting examination. For example, the
accurate rendition needs to be observed by comparing the interpretation output with the
“meaning and intent of the original”, the adequate expression can be observed by the
examinee’s use of “appropriate language and expression”, and so on.

At operational level, however, the relevant interpreting abilities, i.e. the test
constructs of interpreting, still have not been precisely defined, and the assessment
criteria have not been developed in coherence with the constructs, either (Sawyer, 2004:
98). For instance, professional organisations like the AIIC and the Directorate General

for Interpretation®, base their assessment criteria for selecting members and evaluating

% The Directorate General for Interpretation (formerly known as SCIC) is the European Commission’s
interpreting service and conference organiser.
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novice staff interpreters on the same source of professional judgement and empirical
data. Peng (2006:19) listed some samples of the professional organisations’ criteria for

assessing simultaneous interpreting as below:

1) Rigour and consistency

2) Faithfulness to original (substance and style)
3) Quality of communication with audience

4) Calm, regular delivery

5) Avoid literal/word for word translation

6) Correct, spontaneous use of TL
Assessment criteria like the above “lack clear definition and proper organisation” and
are “not sufficiently clear” (Hartley, Mason, Peng, & Perez, 2004: 3; Peng, 2006: 18),
and are thus open to discussion and subjective judgement.

Clearly defined assessment criteria come from clearly defined test constructs.
Difficulties will arise when ill-defined constructs are put into a testing context and it is
made operational. Take Sawyer’s construct statements for example, when we say “the
ability to interpret with faithfulness to the meaning and intent of the original”, what
assessment criteria can we use to measure this construct so that it is clear and acceptable
to every examiner who may sit on any given examination panel? When we say “use
appropriate language and expression”, what does it mean by saying appropriate?
Appropriate to whom under what situation? The above six assessment criteria do not
give more explanations than Sawyer’s construct statements for the examiners to assess
the interpreting performances; they are open to subjective judgement.

This then relates to the concerns about professional judgement as discussed in
2.3.2.b. Alderson et al. emphasised that in this construct validation approach, i.e. using
professionally-judged theoretical framework, “the theory itself is not called into
question: it is taken for granted” (1995: 183). Therefore, if the theory itself is not firmly

grounded, the construct validation cannot be intrinsic. Empirical studies are required to
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obtain data as evidence to substantiate the professionally-derived theories for the
interpreting assessment. Hence, the endeavours of the present research study.

Being a performance-based assessment, the main issue lies in the fact that many
subjective factors are involved in not only the test validation process, but also the
assessment of interpreting performances. A good level of reliability in the examiners’

judgements is required to maintain the test validity, which will be reviewed next.

2.3.3 Test reliability

The concept of reliability in testing can be simply defined as “the extent to which
an assessment would produce the same, or similar, score on two occasions or if given by
two assessors” (Gipps, 1994: vii). Without reliability, a test cannot be considered a valid
form of assessment and its results and decisions cannot be considered meaningful and
useful. For example, if we use bathroom scale as an analogy, a reliable bathroom scale
will give an accurate measure of weight no matter where and when it is used and
regardless of who stands on it. Therefore, reliability can be viewed as another factor in
testing that is subsumed under the concept of validity. It is usually analysed separately
to simplify the discussion of validity (Salvia & Ysseldyke, 1995: 174).

Of course, measuring a skill or educational achievement is much more complex
than measuring body weight. In education, students learn and improve, and the aim in
testing is to measure the systematic changes as a result of students’ improvement. Errors
in testing will occur due to unsystematic changes from factors that are not related to
students’ learning outcomes, such as the physical testing conditions, the administration
of examination, or inconsistent marking practice. So “the higher the proportion of
systematic variation in the test score, the more reliable the test is. A perfectly reliable

test would measure only systematic changes” (Alderson et al., 1995: 187).

49



Chapter 2 A New Kid on the Block

When it comes to testing, we are interested in generalising what is observed under
examination conditions to other occasions. For example, a student’s interpreting
performance in an examination needs to be generalised to the real world conditions,
such as business meetings or conferences. Otherwise, the examination results would be
of little or no value, i.e. poor face validity. Generalisation is necessary because it is
impractical to assess individuals on everything in the whole domain, so the assessment
needs to be based on a sample performance that is representative of the domain. It is
similar to drawing inferences in test validation (c.f. 2.3.2.b), but generalisation is
expected to be made in a consistent way. Therefore, the concept of “generalizability”
can be regarded as the link between validity and reliability (Gipps, 1994: 76).

There are three approaches to estimate test reliability by generalisation: (1)
generalising to different examiners, (2) generalising to other test items, and (3)

generalising test results over time (Salvia & Ysseldyke, 1995: 136).

2.3.3.a Examiner-related reliability

To illustrate examiner-related reliability in a test, let us return to the Prelude and
consider some of the teacher’s questions in his reflection on the interpreting

examination:

Have the examiners picked up every error in each student’s interpreting
performance? If not, was this examination fair? If this examination had been
assessed by another panel of examiners, would they have given similar marks to
those that the examiners gave in this panel?

Questions like these are concerned with the inter-rater reliability’, which refers to the

“agreement between raters on the same assessment task™ (Gipps, 1994: 67). When

7 For the convenience of discussion, three terms — rater, assessor, and examiner — will be used
interchangeably in this thesis. They all refer to a human subject who makes judgement and gives a mark
to test takers’ performances.
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assessing students by following a test programme, it is assumed that the same student’s
performance will receive a similar result from different examiners. If different
examiners assess the student differently in a test, we may have less or little confidence
in the meaning and usefulness of the student’s mark in that test.

Another examiner-related reliability is the intra-rater reliability, which refers to
“the agreement of the same rater’s judgments on different occasions” (ibid: 67). A
reliable examiner should be able to apply the same assessment criteria consistently and
“give the same score for equivalent test performance on separate occasions” (Sawyer,
2004: 102). Otherwise, it will be difficult to generalise and make sense of the test results
even when the test itself is a valid assessment tool.

The examiner-related reliability is most critical to subjective forms of assessment,
holistic marking and observation (Salvia & Ysseldyke, 1995: 146). Given the
requirement of professional judgement in evaluating interpreter performances,
interpreter examinations are inherently subjective in nature and often lack inter-rater
agreement (see 2.3.2.b). Therefore, “one of the most relevant types of reliability for
interpreter assessment is the consistency of scoring across raters” (Sawyer, 2004:
102-103). Although it would not be realistic to expect all examiners to judge in the same
way all the time, a high degree of overall consistency is essential for the test to be
considered reliable by its users (Alderson et al., 1995: 129). Therefore, a uniform basis
for marking needs to be established to assist and monitor the examiners’ judgement; this

will be discussed later in 2.4.

2.3.3.b Test item-related reliability — internal consistency

The second type of reliability concerns the internal-consistency of a test and is an
issue involved in test item development (Campbell & Hale 2003: 220). In respect to test

item-related reliability, it is expected that “similar but different test questions would
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give us similar results; we would like to be able to generalise to other similar test items”
(Salvia & Ysseldyke, 1995: 136). The similar tests are so called alternate forms of a test,
which measure the same trait or skill to the same extent on the same population of test
takers. Therefore, several names are used when referring to this type of reliability, such
as alternate form reliability, equivalent form, or parallel form reliability (Campbell &

Hale, 2003: 140; Gipps, 1994: 67).

Internal consistency of interpreting examinations

One method often used for estimating a test’s internal consistency is the split-half
method, i.e. splitting a test into two halves to see if the scores on these two halves are
consistent. However, the split-half method does not work well with interpreting and
translation examination tasks because when a speech or a text is divided into two parts,
it is impossible to keep the two parts independent (Campbell & Hale, 2003: 220). For
example, the first half of a speech may contain the opening remark and the second half
the conclusion, thus the two halves in effect will test different content in an interpreting
examination, and their results cannot be compared. It would be like chopping a
bathroom scale in half and still expecting the two halves to work independently.

Therefore, independent and reliable equivalent forms of test items need to be
developed to maintain the internal consistency of interpreting examinations. The
approach is to check whether speeches used as examination material vary in difficulty
between examinations that are supposed to measure the same level of interpreting skills
(Sawyer, 2004: 101-102).

However, it is not always easy to produce equivalent forms of a test, especially
when it comes to performance assessments like speaking and writing tests (Gipps, 1994:
67-69). Campbell & Hale also found that determining the degree of difficulty of the

source material for both interpreting and translation tests remained a major barrier to
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improving test reliability because there was no objective method for determining the
difficulty of source materials. The situation was further compounded by the need for the
regular introduction of fresh examination materials into the interpreting and translation
testing regime. The lack of an objective mechanism to determine the difficulty of the
examination tasks would potentially generate highly unreliable marks (Campbell &
Hale, 2003: 219). To tackle this problem, some interpreter educational institutions have
developed guidelines for selecting assessment materials to help reduce the subjective
element, making the test items more equivalent to each other (Liu et al., 2008: 6-11).

Test design issues will be reviewed and discussed further in 2.4.

2.3.3.c Test stability — reliability when generalising over time

The third type of reliability concerns the stability of the test over a period of time.
In the educational context, “we would also like to assume that the behaviour we see
today would be seen tomorrow (or next week) if we were to test again” (Salvia &
Ysseldyke, 1995: 136). For example, it is unlikely that a novice student interpreter can
master simultaneous interpreting overnight or in a week and start working at
international conferences. So if the student is tested today and tested again tomorrow
using a reliable test of equivalent form that measures the same level of interpreting
skills, the test results should be very similar. Although over a longer period of time
interpreting skills can be improved and become more noticeable, over short periods of
time the development of the interpreting skills should be relatively stable. Therefore,
examination tasks for assessing educational traits with a slow developmental pace “must
produce sufficiently consistent and stable results if those results are to have practical
meaning for making educational decisions” (ibid: 139-140).

However, it is impractical to use the test-retest method to estimate the stability of

interpreting examinations because the student interpreters would have been familiarised
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with the test materials (Sawyer, 2004: 102). Therefore, the first two types of measures
for generalisation are important for the interpreting assessment, especially the

examiner-related reliability as discussed previously.

2.3.4 Tensions between validity and reliability

Nevertheless, “assessment is not an exact science” (Gipps, 1994: 167); it would be
misleading to suggest that we could really “accurately” assess the acquiring of complex
skills in performance-based assessment (ibid: 70-71). This view emerged mainly due to
a tension between validity and reliability. Understanding this tension may help to
identify solutions to the problems and avoid pitfalls when developing the interpreting
examinations.

The tension emerged because of a paradigm shift in assessment in the past few
decades from psychometrics to a broader model of educational assessment (Gipps, 1994:
1-17). Despite the importance of wvalidity, test development in psychological and
standardised testing tended to emphasise reliability, and test validity was often
sacrificed when attempting to achieve highly accurate and replicable testing. Therefore,
performance-based assessments were developed as an attempt to redress the balance
between reliability and validity (ibid: 76).

Assessments based on the traditional psychometric test theory are norm-
referenced and their reliability measures rely on statistical correlation techniques. A
norm-referenced assessment emphasises the differences among individual students, and
the test items aim to separate the students’ ability levels and rank them by assigning
different marks. Then the marks are subjected to statistical correlation calculations to

estimate the test reliability.

54



Chapter 2 A New Kid on the Block

However, statistical correlation techniques do not work well with
criterion-referenced assessments, e.g. performance assessments. For a performance-
based assessment, the crucial aspects of the test validity and reliability are the quality of
performance and the fairness of scoring, not the test’s ability to be replicated and the
generalisability of the performance (Frederiksen & Collins, 1989; Moss, 1992: 250); in
Gipps, 1994: 172). As discussed previously, it is difficult to maintain high measures of
internal consistency in performance-based assessments because they rely on
professional judgement and is subjective in nature. Performance assessments, therefore,
depend on certain criteria to help produce reliable test results. This triggers the tension
because the test designs differ between norm-referenced assessment and
criterion-referenced assessment.

The design of criterion- referenced assessments does not emphasise the differences
among individuals, but aims to assess the examination performances based on a set of
criteria or professional standards (i.e. construct and content validity), such as those in
the interpreting and translation examinations. So, for instance, if most performances in
an examination meet the defined assessment criteria, the range of marks may be narrow.
Therefore, it would be misleading if correlation statistics, which assume high levels of
discriminative power of the test items, were used for estimating reliability for

criterion-referenced assessment (Gipps, 1994: 68).

A balanced view

Although tensions exist, reliability and validity are important dimensions of test
development. They remain essential quality assurance devices for assessments. Gipps
suggested rethinking validity as “a question of prioritizing and specifying the
responsibility of test developer, policy-maker and user” (ibid: 171), and for the test to be

useful to those concerned, the assessed constructs and appropriate test use must be
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clearly articulated so the test results can be contextualised (ibid: 170-172). So that “the
highest validity and optimum consistency and comparability for a particular purpose” of
a test can be achieved (ibid: 173). In language testing, Alderson et al. explained the

balancing act between the two as below:

In practice, neither reliability nor validity are absolutes: there are degrees of both,
and it is commonplace to speak of a trade-off between the two — you maximize
one at the expense of the other. Which you choose to maximize will depend upon
the test’s purpose and the consequences for individuals of gaining an inaccurate
result (1995: 187).

In other words, the balance between validity and reliability (i.e. optimum consistency
and comparability), can and should be adjusted according to the purpose of the test.

For example, if the purpose of an interpreting examination is to determine an
interpreter’s ability to work for a specific international organisation, the test content
coverage should be the main consideration to achieve the maximum test validity. For
fairness, optimum consistency of the test items should be applied to all examinees. The
crucial aspect of test validity and reliability, therefore, is the quality of the interpreting
performance and the fairness of scoring in relation to the specific organisation. This test
and its results may not need to be replicated and generalised for other organisations or
businesses because of the contextualised purpose of the interpreting examination.

However, when an interpreting examination is for testing interpreting skills in
general that can be applied to a wider range of educational purposes like formative
assessments, the content validity needs to be adjusted and the comparability of the test
items need to be considered according to the purpose and objective of the educational

curriculum. Comparability of test programmes can be:

achieved through consistency of approach to the assessment by teachers; a
common understanding of assessment criteria; and that performance is evaluated
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fairly, that is, according to the same rubric by all markers. These can be achieved
by a combination of training, moderation and provision of exemplars.
(Gipps, 1994: 174).

Recognising these tensions and the approaches to finding a balanced view between
validity and reliability in assessment, it is clear that the attention needs to rest on the
examiners and the examination procedures in performance-based examinations like
interpreting assessment. Interpreting examinations need to be given clearly defined
contexts for their usage, and require a consistent approach to the developing and
marking of the assessment tasks (Gipps, 1994: 103-105; Campbell & Hale, 2003: 221;

Sawyer, 2004: 102).

2.3.5 A challenge — validating interpreting examinations

Section 2.3 has reviewed and discussed the concepts of test validity and reliability
and their implications for interpreting examinations. Validity is the cornerstone of any
assessment to be used in a meaningful way. A test regime can be validated by looking at
its content and constructs, which need to be based on empirical data from relevant
professional domains. They need to be clearly defined to be operational in the actual
testing process to achieve reliability. The concept of test reliability is an extension of
validity. A test without an acceptable level of consistency cannot be considered valid. A
test’s reliability is determined by looking at three areas of generalisability: examiners,
test items, and test stability. The tensions between validity and reliability have also been
discussed, especially those between norm-referenced and criterion-referenced
assessments. A balanced view may ease the tensions by clearly articulating the context
of the test use and optimising the testing procedures so that comparable and dependable

tests can be purposefully designed for specific applications.
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From the reviews and discussions above, professional judgement appears to be the
crucial element that determines the test validity and reliability of interpreting
examinations. However, “as often stated in the literature on expertise, experts often
disagree” (Sawyer, 2004: 188). Sawyer’s case study shows that the expertise of
interpreter examiners does not necessarily yield agreement in the exercise of their
professional judgement and “extreme fluctuation in professional judgment is evident”
(ibid). More systematic studies on the assessment procedures of interpreting
examinations were urgently called for (ibid: 187-189).

As the social consequences of interpreting examinations become more evident,
interpreting examinations have to be more carefully scrutinised. It was found that there
were “strong interest”, “openness, willingness, and dedication” in the community of
interpreters in improving interpreting examinations (ibid: 188). The survey studies of
quality assurance in interpreting (2.1) accumulated a substantial amount of knowledge
that may serve as a foundation for the content validation of interpreting examinations.
However, empirical studies on the guidance to help reduce the subjectivity in the
interpreting examinations need to be conducted.

As outlined in 1.3, one important research topic this research study intends to
understand is how the examiners exercise their judgement during the interpreting
examinations. This study area may lead to the creation of a standardised foundation,
such as a conceptual model of the interpreting examination, for understanding and
explaining how to assess the multidimensional, themed communication act of
interpreting in a valid and reliable manner.

In 2.4 below, existing knowledge from the language testing discipline will be
further explored and some approaches for test design and development will be reviewed

in relation to the improvement of interpreting examinations.
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2.4 Test design and development for interpreting examinations

The test design and assessment criteria for evaluating interpreters’ performance
have been described as “intuitive” (Campbell & Hale, 2003: 211). Liu et al. also found
that many interpreter educational institutions relied on the judgement and experience of
the staff members to design, administer and mark interpreting examinations, but often
with no basis of empirical studies for the test items and test procedures (2008: 35).

The evaluation of the appropriateness of a test and its application does require
professional judgement for validity reasons. However, professional judgement alone is
not a sufficient basis for decision-making. There should be some protection against
unsound professional judgment (Messick, 1989; in Sawyer, 2004: 104). Professional
judgement “should be wielded with considerable care and circumspection” by using
empirical data to reduce subjectivity when selecting test content and developing
assessment criteria (Sawyer, 2004: 104). Many interpreter educational institutions
recognised the need to reduce the risk of subjective judgement and put in place
guidelines for setting the difficulty level of the examination tasks and the marking
criteria. Nevertheless, they found it difficult to follow the guidelines because of the need
to retain the authenticity of the task in the performance-based assessment, and because
of the limitation of live marking practice (Liu et al., 2008). A uniform and practical
basis is needed for developing the examination tasks and marking the performances, i.e.
a standardised procedure for interpreting examinations.

Being a performance assessment, the design and development of interpreting
examinations may benefit considerably from the experiences of the disciplines in
educational assessment and language testing (Campbell & Hale, 2003: 221).

Interpreting examinations are more similar to language tests, such as speaking tests,
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than to other types of assessment, such as writing an essay. Both interpreting and
speaking tests, for example, are examinations that require the examinees to respond by
using spoken language, and the examiners’ judgements are also both subjective in
nature. Therefore, the sections below will look at the test design approaches from

language tests as a basic framework for discussions of interpreting test design.

2.4.1 Test specifications — a framework from language testing

In language testing, the development of a test usually begins by specifying the
various facets of the assessment method. The test designer, be it a language teacher or
an interpreter trainer, should have ideas about what to test, how to test, and what the
marking criteria should be. These ideas are put in a written document called a test
specification as guidelines for the development of the test (Luoma, 2004: 113). Alderson

et al. described the document as follows.

A test’s specifications provide the official statement about what the test tests and
how it tests it. The specifications are the blueprint to be followed by test and item
writers, and they are also essential in the establishment of the test’s construct
validity (1995: 9).

Alderson et al. also distinguish between the documents test specifications and user
specifications (or syllabus). The former is more detailed and is often for internal use
only, such as for test developers; the latter is a simplified version of the test
specifications and is a public document for the test users to know what the test will
contain (ibid). Much language testing literature has provided suggestions on how the
test specifications should be written in various formats and frameworks (Alderson et al.,

1995; Bachman and Palmer, 1996; Luoma, 2004; Sawyer, 2004). No matter which
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format is selected, the document generally contains the information as summarised by

Luoma below:

The specifications contain the developers’ definitions of the tasks and rating
criteria to guide the development of comparable tasks and the delivery of fair
ratings. The specifications record the rationale for why the assessment focuses on

certain constructs and how the tasks and criteria operationlise them (2004: 113).

Alderson et al. provided a detailed check list, shown below, for the content of language

test specifications that can be tailored for different needs and test uses.

The test’s purpose

Description of the test taker

Test level

Construct (theoretical framework for test)

Description of suitable language course or textbook

Number of sections/papers

Time for each section/paper

Weighting for each section/paper

Target language situation

Text-types

Text length

Language skills to be tested

Test tasks

Test methods

Rubrics

Criteria for marking

Descriptions of typical performance at each level

Description of what candidates at each level can do in the real world

Sample papers

Samples of students’ performance on tasks
(Alderson et al.,1995: 38)

The check list covers much information about test designing. Depending on the purpose
and complexity of the examinations, different authors have suggested slightly different

formats and structures for writing the test specifications document.
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When discussing the test specifications for speaking tests, Luoma (2004) proposed
a modular structure of specifications as shown in Figure 2-4. In this modular structure,
the specifications are seen as a single document that consists of three modules: construct,
task, assessment, plus an optional history file. The advantage of the modular structure is
that each module focuses on one conceptual part of the test development; the modules

then can fit together coherently as an important document for test validation.

Figure 2-4 Modular structure of test specifications

Construct specifications
e assessment context
o brief description of test
e construct in context: speaking in this test
o relationship to theoretical models

Task specifications Assessment specifications
e rubric and instructions e criteria and scales
e task by task definitions e rules for scoring
e administration plans e rating forms and other guiding documents
History file
¢ index of changes, organised by time
WHEN was the change made? WHAT was changed? WHY was it changed?
o Actual documents related to the change, the more clearly organised the better

Source: (Luoma, 2004: 117)

The main aspect in the task specifications is about the test interface for the
examinees, which allows them to perform the examination tasks in the optimum
conditions so that their performances can be measured in a way that is consistent and
reliable. The assessment specifications describe how the examiners should assess the
examinees’ performances by using various test instruments, such as assessment criteria
and rating scales, and following the marking guidelines. These two specification
modules then are linked and unified under the construct specifications module so the
test design is coherent as a whole. As for the optional history file, it is a record of the
test development, providing useful information for monitoring and sharing the

experiences accumulated in the course of the test design (ibid: 115-118).
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Documenting as many of the facets of test design and use as possible, i.c.
producing the test specifications, will help build a case for the validity and reliability of
test items in interpreting examinations (Sawyer, 2004: 107). The documentation of the
test specifications should be an on-going process of test development, an iterative
process that requires trial and error over an extended period of time so that the final test
product can be presented as explicitly as possible.

Ideally, the production process of the test specifications should involve those who
are interested in the same field discussing and exchanging opinions. Thus, different
viewpoints regarding the purpose, nature and the format of the test may be reconciled in
the design and development process. The contradictory needs for standardization and
authenticity of the performance assessment task, therefore, can also be balanced during
the reconciliation process (ibid: 108). In other words, the exercise of producing the test
specifications may also help in finding a balanced position in relation to test validity

and reliability as discussed in 2.3.4.

2.4.2 Development of test specifications for interpreting examinations

Using the modular structure of test specifications as a basic framework, the
following sections review and discuss the state of test design of simultaneous

interpreting examinations.

2.4.2.a Construct specifications

Construct validity in interpreting examinations was reviewed earlier in 2.3.2.c.
Sawyer’s four sample construct statements (2.3.2) are a good starting point for writing
the construct specifications. The main problem of current construct statements for many

interpreting examinations is the lack of definiteness and operational practicality
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(2.3.2.¢). For example, China Accreditation Test for Translators and Interpreters (CATTI)
published an Examination Outline of Level 2 simultaneous interpreting®; the Outline
lists four basic requirements and qualifications for the examinees, which could be
regarded as the construct statements of the examination. The four statements are

extracted and translated into English as below:

1. Solid foundation ability in fluent usage of both Chinese and English languages.
2. Broad background knowledge, such as in politics, economics and cultures.
3. Sophistication in the skills of simultaneous interpreting.

4. Good psychological quality and resourcefulness.

They are similar to Sawyer’s construct statements and both include the four basic
constructs as identified from Kalina’s (2005) integrated framework for interpreting
quality assurance: language competence, interpreting skills, background knowledge, and
personal aptitude. (see 2.1.5 and 2.3.2.¢).

Nevertheless, these construct statements need more precision parameters for the
operational practicality of the interpreting examinations. For example, what are the
skills of simultaneous interpreting? How can they be described and measured? What is a
good psychological quality for conference interpreters? How can it be identified in an
interpreting examination? As for language ability and background knowledge, how can
they be described and assessed, i.e. what assessment criteria can be used to measure
these test constructs? All these questions require clarifications.

It is also important to identify a theoretical framework that can coherently present
these constructs for interpreting assessment, i.e. explaining their relations. As mentioned

before, the knowledge in the discipline of language testing is a good source to assist the

® The Examination Outline for Level 2 simultaneous interpreting of CATTI is available online at
http://bbs.catti.china.com.cn/down/ syllabus EN_SI2.pdf. Accessed 17 May 2009.

CATTI source text in Chinese: 1. FEARINHLEL, iz P SCHMIES . 2. FRET, AHEREZ
MBI AT ST SRR 3. AR G TRe . 4. Bt RIFAGOIER UM N AR BE
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development of interpreting assessment. Below we shall review a language model to see
how the construct of language can be explained and described, and use it as a theoretical
framework for reference in the context of interpreting assessment, which is also closely
related to the use of languages.

Describing the language construct in language testing

Figure 2-5 Some components of language use and language test performance

Language
knowledge
Topical Personal
knowledge characteristics

Strategic
competence

- -

Characteristics of
the language use or test
task and setting

Source: (Bachman and Palmer, 1996: 63)

Based on theories about communicative competence and empirical results from a
multitrait-multimethod study, Bachman and Palmer (1996) proposed a model for
describing the language users, or potential test takers; the model explains the
relationships between five hypothesised components of language use and language test
performance (Luoma, 2004: 99). The model was conceived as a conceptual basis for
organising the thinking about the language test development process (Bachman &

Palmer, 1996: 62-63), and was illustrated in a figure as reproduced here in Figure 2-5.
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As shown in Figure 2-5, the characteristics of individual language users are
depicted with five components i.e. constructs: language knowledge, topical knowledge,
personal characteristics, strategic competence, and affective factors; the double-headed
arrows indicate the interactions or relations between the components. Among these
components, strategic competence and affective factors serve as mediators of the other
three components. Strategic competence was conceived “as a set of metacognititive
components, or strategies, [...] that provide a cognitive management function in
language use” (Bachman & Palmer, 1996: 70); whereas affective factors refers to a
schemata of the language users in terms of their past emotional experiences in similar
contexts (ibid: 65).

This model of language use is goal-driven: strategic competence enables the
language users to set goals and utilise the language knowledge and topical knowledge,
so that they can interact with the settings in which the language use takes place, e.g. a
test task, taking into consideration the language users’ personal characteristics and
affective factors. For a detailed explication of this model, see (Bachman & Palmer, 1996:
61-82), and (Luoma, 2004: 97-101).

Based on the model of language use above, Fulcher further developed a framework
for describing the test constructs of second language speaking (2003: 18-49). Fulcher
suggested that contextual factors should be considered in the construct definition and
that “test purpose should drive the definition of the construct, its range and
generalisability” (ibid: 19). Any construct of speaking is multifaceted in view of the
richness of what happens in a process as complex as human communication (ibid: 25).
This multifaceted view in language use is not dissimilar to the multidimensional
perspective in assessing the quality of interpreting. A summary list of items that may be

included in the construct definitions of a speaking test is shown in Table 2-1.

66



Chapter 2 A New Kid on the Block

Table 2-1 A framework for describing the speaking construct

Language competence Strategic capacity
Phonology Achievement strategies

* Pronunciation * Overgeneralization

* Stress + Paraphrase

* Intonation * Word coinage
Accuracy * Restructuring

* Syntax » Cooperative strategies

* Vocabulary + Code switching

* Cohesion * Non-linguistic strategies
Fluency

Avoidance strategies
« Formal avoidance
* Functional avoidance

* Hesitation

* Repetition

* Re-selecting inappropriate words
* Re-structuring sentences

* Cohesion
Sociolinguishi
Textual knowledge Pragmatic knowledge Olgloogllgel&lgselc
The structure of talk * Appropriacy * Situational
.  Implicature * Topical
* Turn taking » Expressing being * Cultural

* Adjacency pairs

R . (e.g. refer to oneself or the others)
* Openings and closings

Source: (Fulcher, 2003: 48)

Compared with those in the interpreting examinations, these five groups of items
for speaking test give more precise descriptions for the constructs and assessment
criteria, which are supported with the language use model to explain their relations. To
solve the problems in defining the constructs of interpreting, we can learn from the
experiences in language testing, such as the knowledge like these, as they provide
references to the use of terminology and framework in describing the construct of
speaking.

In the case of interpreting assessment, therefore, the solutions need to be based on
empirical studies to obtain data for clarification. Putting the constructs in context with
descriptions of the test items or giving an assessment context may help with the
clarifications. Theoretical quality models for interpreting, such as Pochhacker’s (2001)
model of the quality standards for interpreting (2.1.4) and Kalina’s (2005) integrated
quality framework (2.1.5), are useful to help clarify the multidimensional and

multi-perspective characteristics of quality in interpreting. Nevertheless, their models
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lack the structure to coherently integrate and explicate the relations between various
ability requirements for performing the tasks of interpreting. Therefore, the job at hand
for the interpreting assessment, such as in the case of the present study, is to integrate
the existing knowledge of interpreting quality models with empirical data, i.e. to find
out how the examiners assess simultaneous interpreting, and put the findings in a wider
research context of the interpreting assessment as foundation knowledge for future

development and improvement.

2.4.2.b Task specifications

This section reviews the current state of test task design of the interpreting
examinations, referring to the knowledge in language testing as introduced in the
previous section 2.4.1. As the method of measurement will affect the outcome, it is
important to document the test facets with detail in order to maintain the test’s
internal-consistency (2.3.3.c). The task specifications define the examination tasks,
including the task type and the skills to be assessed. The information and instructions
about the task also need to be specified (Luoma, 2004: 117), such as “the themes,
wording, and format of the items, tasks, or questions on a test, as well as the guidelines
for procedures regarding administration and scoring” (Sawyer, 2004: 99).

Liu et al.’s survey reported that the tasks for interpreting assessment are conducted
either by using a recorded speech or by using a live speaker in the examination. Due to
the consideration of consistency, speech recordings are adopted by ten of the eleven

surveyed institutions’. Only two of the surveyed interpreter education institutions

’ The eleven surveyed institutions are: Monterey Institute of International Studies (USA), Shanghai
International Studies University (China), Newcastle University (UK), University of Westminster (UK), Fu
Jen Catholic University (Taiwan), National Taiwan Normal University (Taiwan), National Changhua
University of Education (Taiwan), Chang Jung Christian University (Taiwan), National Kaohsiung First
University of Science and Technology (Taiwan), Leader University (Taiwan), Wenzao College of
Languages (Taiwan). Only Wenzo reported that it does not use recordings for interpreting examinations.
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(Monterey Institute of International Studies and Shanghai International Studies
University) have formal guidelines for setting the test items of their interpreting
examinations, whereas the others either have general “principles” or mainly rely on the
professional judgement of the interpreter teachers to set the examination tasks (Liu et al.,
2008: 6-7, 24-25). In general, these guidelines and principles specify the subject areas,
speech types, inclusion of specialised terms, density of information in the speech, and
difficulty level of the speech (ibid: 8-10, 26-27). The interpretation of these general
guidelines and their implementation among the surveyed institutions are still dependant
on the professional judgement of the test designers, who are usually the interpreter
teachers (ibid: 10).

Liu et al. also found that the administration of interpreting examinations varies
from one institution to another; there are variation in areas such as the instructions to the
examination tasks, the preparation time and materials on site (ibid: 27). For most
interpreting tasks, details of specific organisations, work context, or themes are often
not clearly specified (ibid: 8-10), which will affect the way the test candidates interpret
in the examination. In such situation, the response validity (see 2.3.2.b) is threatened
because the interpreter examinees may not work in a way that can be generalised to
what happens in real life.

All the above will inevitably increase the complexity of the test design. With more
standardised task specifications, the interpreting examinations may be administered

more consistently to ensure the test reliability and validity.

2.4.2.c Assessment specifications

In language testing, assessment specifications describe how the examiners should
assess the examinees’ performances using test instruments such as assessment criteria

and rating scales. The examiners make qualitative judgements on the examinees’
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performances, and use rating scales to express or indicate their judgements, usually in
the form of numbers, such as a mark, or in the form of categories such as “excellent” or
“fair”, and so on (Luoma, 2004: 59; Pollitt & Murray, 1996: 74).

As both speaking and interpreting tests observe the spoken language output of the
examination candidates, rating scales for speaking tests are useful references for
interpreting assessment. Therefore, some types of rating scales in language testing are

reviewed here for the discussion on the rating scales for interpreting assessment.

Types of rating scales for language proficiency tests

Traditionally, global scales have been used for assessing the language ability. The
global scales are “based on the view that language ability is a single unitary ability”
(Bachman & Palmer, 1996: 208). As they use a single score to express an overall
impression of an examinee’s ability, they are also called holistic scales. This type of
scale is practical and flexible because the scales “allow many different combinations of
strengths and weaknesses within a level” (Luoma, 2004: 61-62).

However, holistic scales have also been criticised as having problems, such as the
difficulty in making inferences from a single score on the complex components of
language proficiency, and therefore, making it difficult for raters to assign levels. Also,
the implicit components in a global scale may be weighted differently by different raters
in arriving at their single rating (Bachman & Palmer, 1996: 209-210).

Other types of scale are the analytic scale, which gives descriptions of the
language ability levels. Analytic scales contain assessment criteria and descriptors at
different levels of the scale, giving detailed guidance to the raters and provide rich
information on specific strengths and weaknesses in examinee performances (Luoma
2004: 67-68). Thus, analytic scales may reflect what raters actually do when rating the

test performances, and provide profiles of the examinee’s performances being rated,
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such as good pronunciation and vocabulary use, but poor grammar when talking, and so
on (Bachman & Palmer, 1996: 211).

A simplified version of the analytic scale is the numerical rating scale, which
contains only the titles or labels of the assessment criteria with a numerical scale
attached to each criterion (Luoma, 2004: 76). The numerical rating scale is easy to use,
but the interpretations of the marks may vary across the raters because numbers alone
are vague (ibid) and, therefore, open to subjective interpretations. More detailed
descriptors that can match the assessment criteria in the rating scales should be
developed with the rating scale, so that the examiners have references for making more
consistent judgements (Alderson et al.: 111).

In general, there are three methods of developing rating scales in language tests:
intuitive, qualitative, and quantitative methods. Intuitive methods of scale development
are based on principled interpretation of experience, i.e. professional judgement,
whereas the other two methods involve systematic analysis of quantitative or qualitative
data and are usually used in larger testing or research institutions (Luoma, 2004: 82-86).
No matter which methods are used, “the basic rules for writing good skill-level
descriptors [...] should be brief, clear, definite and comprehensible independently”

(Council of Europe, 2001: 205-207; in Luoma 2004: 82).

Marking schemes and rating scales for interpreting assessment

As late as in the first half of 1990s, there appeared to be a lack of published
explications regarding assessment criteria and instruments for interpreter education
(Schjoldager, 1995: 187). Interpreting assessment was done holistically by using rating
scales similar to the traditional global scales in language testing.

With a formative assessment in mind, Schjoldager produced a check list style

feedback sheet for assessing simultaneous interpreting “to offer an explicit, systematic
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alternative to intuitive assessment procedures” where she regarded the criteria as being
not only implicit but also arbitrary (1995: 194). Schjoldager’s assessment criteria were
divided into four categories: comprehensibility and delivery, language, coherence and
plausibility, and loyalty. The students’ interpreting performances were seen from the
perspectives of the user, the speaker, and the listener, which is in line with the multi-
dimensional perspective of the quality model for interpreting.

Interestingly, instead of fidelity and loyalty, Schjoldager’s feedback sheet
emphasised the importance of language and delivery skills because the interpreter’s
other qualities are “irrelevant” if the audience could not understand or bear to listen to
the interpretation (ibid: 191). The feedback sheet did not specify, however, how much
weighting was allocated to each check list item in order to produce a final mark, and the
interpreting performance was still being “assessed as a whole” (ibid: 194).

Other rating scales have also been developed for interpreting assessment. They are
either nominal (such as pass, fail) or ordinal (such as excellent, good, poor) scales,
which cannot be averaged because each category represents some attributes of the
performance under judgement (Sawyer, 2004: 105). For example, Riccardi’s (2002)
educational microcriteria for interpreters is a three-point ordinal scale attached to short
labels like “none, some, many” or “good, satisfactory, poor”, and so on. However,
Riccardi’s scales do not provide a mark-generating mechanism, either.

Different marking schemes were also produced by various interpreter education
institutions and examination boards. For example, in Taiwan, Yang (2000) introduced a
marking table for a university’s professional interpreting examination, which could be
used for all modes of interpreting assessments, including sight translation, consecutive
interpreting and simultaneous interpreting. The main categories of the marking
components, i.e. assessment criteria, were fidelity, delivery, language, and time control,

each with different weightings attached, fidelity being the highest at 50%. The main
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purpose of this marking table, according to Yang, was to serve as a marking tool with
clear objectives for the examiners so as to enhance the fairness and objectivity of the
interpreting examination (Yang, 2000: 162-163).

Yang’s marking table, however, lacked rating scales and performance descriptors to
match the assessment criteria. The marking table was more of a check list with different
percentage weightings attached to the labels of assessment criteria, and the only
quantitative component that could be measured objectively was time control. The
examiners still needed to go through a deliberation process to make a consensus
decision. Many interpreting examination boards still follow this practice. So an
understanding of how the examiners perceive the candidates’ interpreting performances
and make their judgements, which is the overall research aim of the present study, will
be useful to improve the procedures and design of the interpreting examinations.

Obviously, these marking schemes and feedback sheets can benefit more from
systematic empirical studies. Thus, Peng (2006) produced a feedback grid as a research
tool for a study on the coherence and quality of conference interpreter student training.
The feedback grid was based on empirical data collected from questionnaires and
interviews. The completed grid consists of four parts, or main assessment criteria: sense
consistency, the language and the delivery of interpretation, and an overall judgement of
the interpreter. Under each main criteria, there are sub-item criteria with a three-point-
scale attached to them (Peng, 2006: 82-84). In terms of the criteria and scale format,
nonetheless, Peng’s feedback grid appeared to be a combination of Schjoldager’s (1995)
check-list feedback sheet and Riccardi’s (2002) microcriteria evaluation sheet.

The various feedback and evaluation sheets for interpreting assessment reviewed
above are predominantly ordinal scales similar to the numerical rating scales in
language testing, with only short descriptions of the criteria in the scale. “Brevity makes

scales user-friendly both for people who are reading a scale for the first time and for

73



Chapter 2 A New Kid on the Block

assessors” (Luoma 2004: 82). However, the lack of detailed descriptors of the
assessment criteria may lead to vagueness of judgements. For example, both Riccardi
and Peng used simple qualifiers only to measure various features in students’
interpreting performances, such as “none”, “some”, “many”, or “mostly accurate”,
partially accurate”, “rarely accurate”, and so on. They are practical, but lack the details
to help keep the subject judgement consistent.

To avoid inconsistencies in the interpretation of the short labels, it has been argued
that each category or band should be furnished with descriptors of the expected
performances, which refer back to the assessment criteria. Where descriptors of the

rating criteria are provided, they also need to be definite. Take this criterion statement

for example:

You interpret the meaning of a sustained presentation precisely and fluently in the
target language, maintaining a consistently accurate performance throughout the
assignment (CILT, 2006: 25).

On the surface, this statement seems reasonable and acceptable, and is a good guideline
to describing the standards for an interpreting examination. In practice, however, the
description may not match what the examiners perceive when listening to simultaneous
interpreting. Due to the working mode of concurrent listening and speaking, the
characteristic of a conference interpreter’s output is different from a normal spoken
language discourse. The interpretation output is often filled with “short bursts of speech
bracketed by pauses;” and “the interpreted speech often seems to be a simplified version
of the original in form” (Chernov, 1979; in Liu, 2001: 8). To use the above descriptor
with a rating scale for marking, therefore, it is necessary to clarify what “precisely and
fluently in the target language” refer to? And to what extent a performance can be
regarded as “consistently accurate?” The professional judgement clearly plays a crucial
role here and the criteria need to be clearly articulated.
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Peng reviewed the following set of assessment criteria statements used by an

interpreter training programme in the UK’s higher education system:

To achieve 70% or higher (first class performance), a student’s interpretation should:
» show a very high degree of reliability in relaying meaning
* be entirely coherent as discourse
* show command of appropriate TL expression
 achieve a standard of presentation which demonstrates mastery of the skills

involved in keeping pace and addressing an audience
[...]

To achieve 50% (the pass mark), a student’s interpretation should:
* relay meaning without systematic distortion and without major unwarranted
omissions or additions
* be mostly coherent as discourse
+ achieve a standard of TL expression which does not impede communication to a
significant extent
* achieve a standard of presentation which shows some evidence of ability to keep

pace and address an audience
Source: (Peng, 2006: 25)

Peng regarded these criteria statements as “implicit” and “not clearly defined”; therefore,
they were not effective in separating the ability levels from the students’ point of view
(ibid). Many vague expressions, such as “entirely coherent”, “mostly coherent”, and
“show some evidence”, readily permitted subjective interpretation. Perhaps that was
what was intended in the first place for practical reasons, but it does not help to enhance
the consistency and reliability of the interpreting examinations.

Rating scales will always be subject to interpretation by the examiners (North &
Schneider, 1998: 243); therefore, to help keep the groups of learners’ levels apart
consistently, concrete descriptions or examples are required. “Definite formulations will

also support descriptor independence, so that readers will not need to read the adjacent

descriptors to understand what a particular descriptor means” (Luoma, 2004: 82).
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Other test instruments in SI examinations — notes and speech scripts

Perhaps in part due to the lack of proper assessment instruments, some interpreter
examiners developed a convention of taking notes while listening to the interpreting
performances. The interpreter examiners would then rely on the notes to make
judgements or decisions. In other words, apart from some marking tables, examiners’
notes might be the only important “evidence” on paper for the deliberation of the
students’ interpreting performances in an interpreting examination panel.

Of course, the examiners could review the recordings of examinees’ performances
if they are available. Recording-mediated examination marking could also reduce the
stress on the examiners in a live panel examination. However, reviewing the recordings
of interpretation is time-consuming. It also has attracted criticism due to the lack of face
validity (2.3.2.b), saying that the practice does not reflect what happens in the real
world because the audience listen to live interpretations and there is only one
opportunity to do so in conferences (Liu et al., 2008: 19-21). No matter whether it is
live marking with notes or post-examination marking with audio or video recordings,
any marking procedures should aim to reduce the subjective element in the judgement
process by providing definite assessment criteria for judgements.

In any case, note taking, especially by interpreters, is a very personal record of an
individual’s subjective perception. Different examiners may take different notes so the
method is unlikely to be reliable in an examination panel. Liu et al. noted an attempt to
tackle this problem, which was unique among the interpreter education institutions. One
of the surveyed institutions produced verbatim speech scripts of the examination tasks
to be used with a marking table. The speech scripts were segmented according to the
sense units so that the examiners could rely on the scripts for more efficient and

accurate note taking (Liu et al., 2008: 17), which may help reduce the memory and
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cognitive load of the examiners when assessing simultaneous interpreting. The
examiners’ notes on the speech scripts can also be used in a more formal manner for
discussing examinees’ performances, such as how many errors — minor and major —
each examinee had made. This means that the discussions are evidence-based and

decisions could be made in a more transparent and consistent manner.

2.4.3 Subjective judgement and interpreting assessment

As mentioned earlier in 2.4.2.c, one of the methods to develop rating scales is by
intuition. In fact, most language proficiency scales appeared “to have been produced
pragmatically by appeal to intuition, the local pedagogic culture and those scales to
which the author had access” (North & Schneider, 1998: 220). The production of the
rating scales for the interpreting assessment seemed to have taken the same approach as
reviewed in the previous sections. Overall, as Liu et al.’s survey study concluded,
although there were common grounds, the methods and instruments for interpreting
assessment varied among different interpreter teachers, examination boards and training
institutions. Many rating scales and marking tables may appear to be similar, having
similar assessment criteria, but their weightings are different from one marking scheme
to another and their criteria statements lack definiteness and were impractical to be used
in a reliable fashion (2008: 34-35).

With a pedagogical focus on peer feedback from interpreter trainees and
collaboration between them, Peng (2006) also reviewed the educational standards that
were used by two professional organisations — Association Internationale des Interprétes
de Conférence (AIIC) and the Directorate General for Interpretation at the European
Commission (formerly known as SCIC) — as well as some European interpreter

educational institutions, including European Masters in Conference Interpreting (EMCI)
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and Ecole Supérieure d'Interprétes et de Traducteurs (ESIT) in Paris (ibid: 22-28).
Peng’s observations on the assessment criteria used by those institutions were that they
are “vague”, “required to restructure the benchmarks systematically”, and “leave much
room for subjective judgement to form” (ibid: 24). She found that the School of
Translation and Interpretation (ETI) in Geneva has a list of assessment criteria that is
“more structured and more explicit”; however, “scope for confusion” still exists (ibid:
25). These observations were not too far from those in Liu et al.’s (2008) survey of the
eleven interpreter schools as discussed earlier.

Liu et al.’s survey study reveals a serious concern about the lack of consensus
within the interpreter education community on the assessment methods for interpreting;
each does things in their own way. Although there have been efforts to improve the
assessment methods, the approaches have often been based on subjective judgement
rather than on empirical data (2008: 17-18). As mentioned earlier in 2.4.1, one benefit
of producing the test specification is that when writing the document test designers have
opportunities to discuss and exchange opinions. Thus, different viewpoints regarding
the purpose, nature as well as the format of the test may be reconciled in the process.

Therefore, the consensus building in the endeavours to develop better interpreting

examinations should begin from the production of the test specifications.

* % %

This section has reviewed some of the lessons from the language testing discipline,
such as the production of test specifications, the design of the rating scales as well as the
studies that improve understanding of how the examiners judge and use the scales. They
are particularly useful for the development of interpreting assessment as it tries to
ground itself on explicit, empirically supported criteria and methods for testing. The
approach to study these issues in the field of the interpreting assessment and the

methodological implications will be considered next.
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2.5 Methodological implications to the interpreting assessment

This section considers the methodological implications to the interpreting
assessment by reviewing some lessons learned from language testing (2.5.1), and

presents the multi-strategy research approach for the present study (2.5.2 and 2.5.3).

2.5.1 Rater effect: lessons from language testing

By using some psychometric approaches, such as Generalizability Theory and
many-facet Rasch measurement ' researchers in various performance settings
statistically modelled and demonstrated “the pervasive and often subtle ways in which
raters exert influence on ratings” (see e.g. in Eckes, 2005: 198). These subtle ways of
influences are referred to as the rater characteristics or rater effect.

Rater characteristics were conceptualised “in terms of the difference between an
idealized judge (the 'perfect' examiner) and actual judges (‘ordinary' examiners)”
(Lumley & McNamara, 1993: 3). A perfect examiner that is always consistent and
reliable is almost impossible to find, and it is the ordinary examiners that have problems,
such as halo, overall severity/leniency, central tendency, and random errors in their
judgement (ibid: 3). These problems, i.e. rater effect, will have an influence on the
results of many performance-based assessment, making the assessment procedure
become unreliable and threatening the validity of the test (Eckes, 2005: 197).

Halo effect occurs when raters are unduly influenced by a single aspect in a test

performance and inappropriately generalise it to all other aspects in the performance.

' Generalizability Theory, or G Theory, is a statistical theory for evaluating the dependability
(“reliability”) of behavioural measurements (Shavelson, 2004). As in G Theory, multifaceted Rashch
analysis lets the researcher look at a range of facets and how they contribute to score variance (Fulcher,
2003: 210-213).
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This effect tends to reduce raters’ evaluations “to a single overall impression rather than
specific areas of competence. Such lack of differentiation resulted in very little variation
within the ratings given in distinct categories” (Phelps, Schmitz, & Boatright, 1986:
151). Rater severity or leniency happens when examiners exhibit an “inability to
discriminate between differing degrees of quality performance” (ibid: 152) and
consistently score students at the two ends of the rating scale, whereas with central
tendency, examiners tend to consistently rate students at the midpoints of a scale.

Being a performance-based assessment, examiners in language testing, and
interpreting assessment in the case of the present study, are not immune to the rater
effect. As “the reliability of any test of spoken language hinges on the role of oral
examiners or raters” (Breeze, 2004: 2), many empirical studies have been carried out to
understand the effect of the role of examiners in language testing (Bachman et al., 1995;
Eckes, 2005; Fulcher, 2003; Lumley & McNamara, 1993; Upshur & Turner, 1999) so
that “human errors”, i.e. the unsystematic test errors, can be reduced by applying
suitable examination procedures, such as the training of examiners that allows the
examiners to become familiar with the marking systems and apply them consistently
(Alderson et al., 1995: 105).

The training of examiners can “reduce the random error in rater judgements” and
make the examiners more self-consistent (Lumley & McNamara, 1993: 3). However,
research studies found that rater severity or leniency would still exist even after specific
rater training (Eckes, 2005: 198-199). Therefore, researchers in language testing hold
the view that the function of the training of examiners is not “to force raters into
agreement with each other (interrater reliability), but rather to train raters to be
self-consistent (intrarater reliability)” so that “it allows for some variability in rater
reactions” to the test performances (Weigle, 1998: 265), i.e. the examiners can have some

room to assess in a natural way. That is to say, rater training can reduce “extreme
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differences” in rating behaviours, but the rater variability cannot be eliminated,
therefore, “compensation for rater characteristics needs to be built into the rating
process” (Lumley & McNamara, 1993: 3). In order to do so, test designers need to
identify “sub-patterns in the behaviour of raters which may be systematic in some way,
that is, predictable, and thus able to be compensated for” (ibid).

The approach that the researchers in language testing took to identify patterns of
rater behaviours was to observe how the examiners, or raters, interact with various
facets of the examinations, such as rater—ratee interaction, rater—task type interaction,
and rater—criteria interaction (Eckes, 2005: 199). For example, “raters may display
particular patterns of harshness or leniency in relation to only one group of candidates,
not others, or in relation to particular tasks, not others, or on one rating occasion, not the
next” (Lumley & McNamara, 1993: 3), and so on. In language testing, these interactions
were studied mainly by using the statistical method of multi-faceted measurement, such
as the aforementioned generalizability theory and many-facet Rasch measurement. See
Fulcher (2003: 210-215) for a detailed introduction of these methods.

The lessons in language testing may give useful groundwork for considering the
methodological approach to carry out research studies on similar issues of the

interpreting assessment, such as the present study.

2.5.2 Seeking an approach for studying the interpreting assessment

As reviewed in this chapter, research in the field of the interpreting assessment is
still at the initial stage of exploration. Based on the experiences in the discipline of
language testing, understanding how examiners make judgement and developing
effective test instruments based on valid test constructs are essential ground work for

both practical examination administration and research studies on the issues
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surrounding the interpreting assessment. However, some difficulties will arise in the
interpreting assessment if psychometric methods are used to study examiner-related
issues. To begin with, for example, in order to make statistical modelling of rater
characteristics possible, the examiners need to be trained so they are firstly internally
consistent when assessing examinees by using a suitable test instrument, such as a
rating scale (McNamara, 1996: 127; in Eckes, 2005: 199). Using a flawed rating scale in
a study that employs psychometric method will impose higher limitations in
generalising the research findings (Caban, 2003: 34).

Furthermore, in the case of the interpreting assessment as discussed in 2.4.3, there
is still little consensus on a standard assessment procedure and assessment instrument
for the interpreting examinations. It would not be ideal to base a research study on a
rating scale and an examiner training session of the interpreting assessment that are both
intuitively designed, which may risk the validity of the study. An alternative research
approach is needed.

Studies on the rater-related issues in language testing also went through “a phase of
exploration” (Lumley & McNamara, 1993: 5), and encountered some problems that
could not be addressed solely by using the quantitative-oriented psychometric research
method (Upshur & Turner, 1999: 103-107). Qualitative research approach was
suggested to supplement the statistical method. For example, protocol and interview
analysis was proposed to complement rater performance reports before the FACETS"!
analysis “to see if it is possible to identify beforehand the likelihood of personal
circumstances influencing a rater's severity or leniency on a particular occasion”
(Lumley & McNamara, 1993: 16).

Brown conducted a study on rater variables in a language speaking test, and found

that “there were no significant differences between the different types of rater in terms

" FACETS is a computer software for many-facet Rasch measurement, a statistical method.
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of the overall grade awarded. However, there were significant differences in ratings
awarded for some individual criteria” (Brown, 1995: 1). In other words, the examiners
have “different perceptions of what constitutes good performances” (ibid). These
perceptions in the mind of the examiners can only be identified and understood by using
qualitative methods, such as an interview analysis. Therefore, as Caban suggested,
“Raters could be interviewed and a qualitative analysis might be performed to
determine categories of importance”, i.e. different weightings of assessment criteria on
the rating scale (Caban, 2003).

In studying tests of second language speaking, Fulcher pointed out that “there is
almost always a qualitative element present, especially when making judgements about
the meaning of statistics” (2003: 216), and “Quality approaches provide insights that
cannot be gained from statistical analysis. The methods [...] provide insights into how
experts make judgements (critical at all stages of test development)” (ibid: 224).
Therefore, qualitative data is crucial if the study aim is to explore and gain insights into
how the examiners make judgements in the interpreting examinations.

Bryman used the term multi-strategy research to refer to “research that integrates
quantitative and qualitative research within a single project” (Bryman, 2004: 452). He
suggested that multi-strategy research “may provide a better understanding of a
phenomenon than if just one method had been used,” and “must be competently
designed and conducted” (ibid: 464). Pollitt and Murray successfully demonstrated the
usefulness of a study design that combined qualitative and quantitative research
methods to elicit and validate the constructs of the rating scale for speaking test (Pollitt
& Murray, 1996: 88). They employed Thurstone’s Method of Paired Comparisons, a
quantitative approach, “to monitor consistency within individual raters and between
raters” (ibid: 79), which also “facilitated the expression by the judges of the aspects that

seemed salient to them” (ibid: 88) for analysis that was focused on quality. The

83



Chapter 2 A New Kid on the Block

multi-strategy research approach adopted by Pollitt and Murray is useful for its
flexibility that allows the examiners to express their judgements on the examinees’
performances, and at the same time for the researchers to record and analyse the

qualitative data systematically.

2.5.3 Rationale of research method

For the purpose of the present study, which studies the examiner-related issues in
the interpreting assessment, one most useful aspect of the Paired Comparison method is
that it does not require a rating scale. Therefore, inspired by Pollitt and Murray’s study,
to meet the research aims and objectives stated in Chapter 1, the design of this research
study takes a multi-strategy approach, or a mixed-method approach, by employing
quantitative methods, i.e. the Method of Paired Comparisons and some common
statistical methods, to establish a framework for analysing qualitative data, i.e. interview
comments, that is generated alongside the paired comparison method. Apart from the
quantitative analytical framework, the interview comments will also be coded and
analysed by basing on the Grounded Theory (GT) which is a qualitative research
methodology; however, only part of the GT process, i.e. coding of interview comments,
is adopted because the interview data will be collected only once in this study.

The theoretical aspects of the above identified research methods are reviewed
below before presenting the overall research design and methodology of this study in

Chapter 3.

2.5.3.a Thurstone’s Method of Paired Comparisons

This section reviews the fundamentals of the Method of Paired Comparisons and

shows how it is appropriate and useful for the purpose of this study.
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Scientists use all kinds of physical scales to measure objects, such as weight,
height and length. For qualitative judgement on human behaviour, however, the
measurement is often more subjective and requires a different approach to achieve a
more objective measurement. In psychology, indirect scales are used by psychologists to
measure people’s mind and attitudes, such as rating scales questionnaires or interview
techniques, and psychological scaling models can be distinguished according to whether
they are intended to scale persons, stimuli, or both.

The Likert scale, for instance, is a person-centred approach because the scale
scores are mainly used to indicate the attitude of the person completing the scale to the
stimuli on the scale. By contrast, Thurstone scaling is a method used to measure the
stimuli evaluated by a group of people with respect to some designated attributes. In
other words, it is the stimuli rather than the persons that are scaled by Thurstone’s
scaling method (Mclver 1981, Togerson 1958 in Li, Cheng, Wang, Hiltz, & Turoff,
2001). In this study, the stimuli would be the student interpreters’ performances judged
by the examiners. I intended to use the measurements of the stimuli from the Thurstone
scaling method to monitor the consistency of the examiners’ judgements.

Thurstone’s own experiment may be used to illustrate the point regarding the
measurement of the stimuli. He selected 19 different criminal offences as the stimuli
and asked 266 subjects to compare the seriousness of these offences in pairs. Then,
based on the comparisons and by applying a set of mathematical equations, he produced
a “Scale of Seriousness of Offences” that ranked the 19 offences with the most serious
ones like rape and homicide on the top to the less serious offences like receiving stolen
goods and vagrancy at the bottom of the scale. Thurstone’s scaling technique was able
to show the composite judgement (or attitude) of the group of 266 people with credible
measurement of the relative “distances” between each offence on the scale (Thurstone,

1959: 67-81). The distance between rape and homicide was different, for example, from
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the distance between receiving stolen goods and vagrancy on the scale. It is like reading
a map with many towns and cities positioned on a motorway route; the distances
between each town and city are all different.

If the Likert scale had been used in the experiment, the subjects would have been
asked to rank the seriousness of the 19 offences, i.c. the stimuli, in equal distance on a
scale of 1 to 5, for instance, in stead of comparing them in pairs. The results would have
been how many percentages of people regarded offence A as more serious than the other
offences on a 1-to-5 scale, or the offence was regarded as serious at certain level on the
scale by the group of subjects, and so on. In other words, it is the subjects that were
being scaled in relation to the 19 offences. The results of the Likert scale may be more
like a demographic map that show different populations of different towns and cities. It
would be difficult for the Likert scale to show the relative distances with credible
measurement between each of the criminal offences in the minds of that specific group
of people as a whole (Li et al., 2001).

As each stimulus is paired with every other one to compare, Thurstone (1959)
referred to his scaling technique as the Method of Paired Comparison, and said that his
intention was “to apply the ideas of psychophysical measurement in the field of social
values” (Thurstone, 1959: 67). His scaling method did not assume that each stimulus
always evokes the same discriminatory process for different individuals or even for the
same individual at different times (Li et al., 2001). The attributes that form the focus of
the discriminatory process, i.e. an individual’s judgements, may be aesthetic, ethical, or
linguistic in nature (Pollitt & Murray, 1996: 78). Therefore, the scaling technique is able
to transform rank order data or comparative preferences by a group of individuals into a
single composite interval scale, such as the Scale of Seriousness of Offences.

The basis for the paired comparison method dates back to its first reported use in

the mid-1800s. Although the technique is a very powerful approach for producing a
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highly reliable ranking of the rated items, it is underutilized by survey researchers due
to the amount of data that often must be gathered, and thus its cost and the burden it
places on respondents'?. Despite its underutilization by survey researchers, nevertheless,
the paired comparison method is widely used in commercial sectors to prioritize a range
of options or root causes (those vital and systemic for improvement) for its reliability
when the number of items (i.e. people or options) to be scaled is small, such as in a
small-and-medium-sized company.

Considering the size of this present study, therefore, and the fact that the scaling
technique does not need to use a separate rating scale for making the paired
comparisons, Thurston’s Paired Comparison Method is a useful research tool for this
study. Examiners’ judgements on the students’ interpreting performances, i.e. the stimuli,
can be compounded into a single scale of interpreting skill proficiency, showing the
judged ability levels of students’ performances in measured positions on the scale.
Therefore, the consistency levels of the examiners’ judgement can be monitored by
comparing the results of the compounded scales that represent the examiners’
judgements on the same student interpreters’ performances, for example, between
different groups of examiners or between different assessment occasions. For this
reason the Method of Paired Comparisons was used in this study for data collection at

the start of the process of the examination simulation (see 3.1 and 3.2).
2.5.3.b Interview comment of subject examiners

As the research questions also look for the reasons that lie behind the examiners’
judgements, the subject examiners would be interviewed during the paired comparison

process so their comments could serve as a window that enables us to look into the

12 Reference source: SAGE Research Methods Online, http:/srmo.sagepub.com/view/encyclopedia-of-
survey-research-methods/n362.xml). Accessed 25 Jan. 2011.
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examiners’ perceptions and applications of the assessment criteria.

Ideally for the purpose of this study, it would be best to ask the examiners to give a
concurrent introspective verbal report while listening to the students’ interpretations.
However, due to the nature of the simultaneous interpreting examination process, such a
procedure was not practical. It is unlikely that examiners could “think aloud” the
judgement process while listening to the simultaneous interpreting.

In addition, for validity reasons, the design of this study needed to allow the
subject examiners to work as normally as possible in a simultaneous interpreting
examination while at the same time allow the researcher to capture the examiners’
thoughts during the assessment process. Therefore, the subject examiners would simply
be asked to comment on the students’ interpreting performances immediately after
listening to them and when comparing them in pairs.

The subject examiners were interviewed by following a guideline (see 3.2.4) so the
interviewing process could be regarded as semi-structured. The process is flexible,
allowing the interviewees, i.e. the examiners, to make comments without much
interference, so that what the examiners viewed as important in explaining and
understanding the issues involved in assessing the student interpreters could be explored
(Bryman, 2004: 321). Therefore, examiners’ comments during the judgement process

would be recorded as research data for analysis.

2.5.3.¢ Grounded Theory and its coding practice

Grounded theory methods emerged from sociologists Glaser and Strauss in the
1960s, who “aimed to move qualitative inquiry beyond descriptive studies into the
realm of explanatory theoretical frameworks” (Charmaz, 2006: 4). Essentially,
Grounded Theory advocates that theories should be developed from research studies

that are grounded in data instead of deducing testable hypotheses from existing theories.
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Qualitative data, such as interviews, are subjected to systematic analysis to identify
abstract and conceptual understandings of the studied phenomena. The qualitative data
analysis follows certain guidelines to extract concepts that can be further compared and
categorised for analysis and generating theories. Therefore, the theories from such study
approach maintain a strong foundation in data, i.e. grounded in data (Charmaz, 2006:
4-6; Glaser & Strauss, 1967).

Researchers may adopt and adapt basic grounded theory guidelines, or tools, such
as theoretical sampling, coding, memo-writing, theoretical saturation and constant
comparison, for conducting a diverse range of studies (Bryman, 2004: 401-403;
Charmaz, 2006: 9). Charmaz regarded grounded theory methods as “a set of principles
and practices, not as prescriptions or packages”, which can “complement other
approaches to qualitative data analysis, rather than stand in opposition to them” (ibid: 9).
Ground Theory, therefore, may also work well with multi-strategy, or mixed method,
research study designs, such as the current study.

For example, the interview comments in this study, i.e. the qualitative data, may be
transcribed for analysis. In order to scrutinise the unstructured transcribed data, a
systematic approach, i.e. Grounded Theory’s coding practice, is adopted to generate
theoretical concepts. There are three distinctive types of coding practices in the
Grounded Theory — open, axial, and selective coding (Bryman, 2004: 401). Open
coding involves line-by-line examination of the text data, breaking them down, and
comparing them, and from these coding processes emerge concepts; similar concepts
then can be further grouped into categories. Axial coding makes connections between
categories to identify any pattern, whereas in selective coding, core categories are
selected and related to one another to explain their relationships. In this study, the
emerged concepts and categories from the qualitative data will be the assessment

criteria and/or the test constructs of interpreting examinations.

89



Chapter 2 A New Kid on the Block

The Grounded Theory approach is an iterative process for collecting and analysing
qualitative data (such as interviews) until a theory is derived from or “grounded” in the
data (ibid: 401). The current study, however, did not go through the iterative data
collection process because the study design only allowed one data collection event, i.e.
the paired comparison comments. Nevertheless, the coding principle of recursively
analysing the qualitative data — a key process in the Grounded Theory approach —
remains useful for the systematic analysis of verbal comments. The qualitative results
may then be triangulated with the results of quantitative data to explore the relations
between the assessment criteria and the examiners’ judgement results.

Next in Chapter 3, the overall study design and methodology of this research

project is explained.
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3.0 Design of the research study

A simulated examination of simultaneous interpreting was conducted to collect
data for answering the research questions, and to achieve the aims and objectives stated

in Chapter 1 (1.3). Figure 3-1 illustrates the design of the present research study.

Figure 3-1 Research study design
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Two research methods were identified for data collection: Thurstone’s Method of
Paired Comparisons monitored judgement consistency through the examiners’ rankings
of the student interpreters; examiners’ verbal comments during the paired comparisons
were recorded as data for qualitative analysis in relation to the student ranking results.
These quantitative (student rankings) and qualitative (examiners’ comments) data
collected from the examination simulation were to be recorded, analysed and
cross-checked to reveal the decision making process of the examiners when assessing

simultaneous interpreting, and to answer the research questions of the study.
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3.1 Pilot study

A small-scale study was conducted for pilot-testing the usefulness of the above
chosen research methods. In the pilot study, I would like to ascertain whether the
methods could (1) successfully monitor the consistency of examiners’ judgements
(Method of Paired Comparisons), and (2) effectively elicit examiners’ criteria when
assessing simultaneous interpreting performances (interview comments). The pilot
study was also (3) a test run of the overall procedures of the examination simulation for
the data collection, on which the main study design would be based.

Detailed report of the pilot study was presented in an article of a book (Wu, 2010).
This section shall summarise the procedures of the pilot study and its main findings for

improving the main study design.

3.1.1 Study procedures of the pilot study

The pilot study took the format of a simulated examination of simultaneous
interpreting. Eight examiners — five interpreter teachers and three English language and
translation teachers — were invited to participate as subjects in the pilot study. The
selection of different profiles of participant examiners was to compare interpreter and
non-interpreter examiners’ judgement patterns to see if there were differences. As the
main subject of this study is on interpreters, more interpreter examiners were recruited.
The examiners were coded P1 to P8. All of them were female native speakers of
Mandarin Chinese.

The examiners were asked to assess and compare five postgraduate student

interpreters by viewing and listening to their authentic examination video recordings,
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which were selected according to the students’ marks in the examination in their Year-1
study in a two-year MA in Interpreting study programme in a UK university. The
students were coded as S1 to S5; all of them were females.

Three students had Chinese as their A Language and English as B Language'’; one
student had a language combination of Chinese B and English A, and one had Chinese
C and English B. The reason to include two non-Chinese A students was in the hope to
illicit a wider range of assessment criteria from the examiners.

The interpreting task was from English into Chinese. To limit the time constraints
and efforts of the participant examiners, only the first three minutes of the speech task
were used. If the task was too short, it might not be able to generate enough data. If a
longer task was used, however, there might be risks of data overload; the data collection
process might also be too long to keep the participant examiners’ concentration in a
good condition. Therefore, the pilot study also aimed to verify the suitability of the
length of the task for the main study. (see 3.1.2 below).

There was only one examiner in each session of the examination simulation. The
examiners were asked to compare the students’ performances in pairs. Given n students,
there should be n(n-1)/2 pairs in total to compare. So with five students in the study,
there were ten pairs to compare. The comparison rota for students S1, S2, S3, S4, S5,
for example, was as follows: after viewing performances of S1 and S2, examiners were
asked to compare these two. Then the examiner would view S3 and compare S3 with S2.
After comparing S3 with S2, the examiner would view S4, and then compare S4 with
S3, then view S5 and compare with S4, then compare S5 with S1, S1 with S3, and so on.

This process would continue until all ten pairs were compared.

3 A Language refers to an interpreter’s most active language, usually the mother tongue. B Language is
an interpreter’s second active working language, usually an acquired second language at near-native level.
C Language usually is an interpreter’s second foreign language. An interpreter may use his/her C
Language to receive information, but may not be able to use it to convey messages with confidence. See
AIIC web site at www.aiic.net (accessed 12 August 2009).
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Immediately after viewing each pair, the examiners were asked to decide which
was better — a comparative Thurstonian decision — but not to give marks to each
performance; then the examiners were asked to comment on the performances, in what
way they were better or worse, similar or different and any other relevant comment. The
comments were recorded digitally into the computer'® for later analysis. After
comparing the ten pairs, the examiners were then asked to give their overall rankings of
the five student performances.

Finally, the participant examiners were invited to give comments on the
appropriateness of the setup of the examination simulation and the overall study
procedures, including the length of the examination task, which would be used to

improve the main study design.

3.1.2 Data analysis and findings of the pilot study

The data collected from the pilot study were (a) the results of the paired
comparisons and the overall judgement rankings, (b) the audio recordings of the
examiners’ comments, and (c) the participant examiners’ comments on the study
procedures. Data (a) were analysed to monitor the consistency of the examiners’
judgements and to ascertain the usefulness of the research method. The audio comments
on student performances, i.e. (b), were transcribed into text and analysed to see if
assessment criteria used by the examiners could be extracted. Finally, the comments on

the procedures (c) were considered to refine the design of the main study.

3.1.2.a Results of the paired comparisons and overall judgements

The results of the paired comparisons (hereafter PC) are presented in Table 3-1,

4" A PC microphone and software (Audio Cleaning Lab, http://www.magix.com) were used to record.
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which shows the PC winners of the eight examiners’ choices. As the main study would
also use the same approach to analyse the PC data, the analysis procedures are reported

below in detail so the process of data treatment is clear.

Table 3-1 Winners of paired comparisons

Student pairs & Comparison winners

Examiners
S1-S2 S2-S3 S3-S4 S4-S5 S5-S1 S1-S3 S3-S5 S5-S2  S2-S4  S4-S1
P1 S2 S3 S3 S4 S5 S3 S3 S2 S2 S4
P2 S1 S3 S4 S4 S1 S3 S3 S5 S4 S4
P3 S2 S3 S3 S4 S5 S3 S3 S2 S4 S4
P4 S2 S3 S3 S4 S1 S3 S3 S2 S4  S4
P5 S2 S3 S3 S4 S1 S3 S3 S2 S2 S1
P6 S2 S3 S3 S4 S1 S3 S3 S2 S2 S4
P7 S2 S3 S3 S5 S5 S3 S3 S5 S2 S4
P8 S2 S3 S3 S5 S5 S3 S3 S5 S2 S1

P1-8: examiners, S1-5: students

Analysis procedures of the paired-comparison data

Table 3-2.a Paired comparison rankings

PC Ranking points S1 S2 S3 S4 S5
P1
P2
P3
P4
P5
P6
P7
P8 2 3 5

— N W N = W=
W A AW W~ N
W D i D B WD
— N W N R D VW

Ranking point: 5 — 1st place, 4 — 2nd place, 3 — 3rd place, 2 — 4th place, 1 — 5th place

Table 3-2.b Overall judgement rankings

OJ Ranking point S1 S2 S3 S4 S5
P1 1 4 5 3 2
P2 4 1 3 5 2
P3 1 3 5 4 2
P4 2 4 5 3 1
P5 3 5 4 2 1
P6 2 4 5 3 1
P7 1 3 5 2 4
P8 4 2 5 1 3

Ranking point: 5 — 1st place, 4 — 2nd place, 3 — 3rd place, 2 — 4th place, 1 — 5th place
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In the ten comparisons made per examiner, the maximum number of times a
student could win is four, and the minimum is zero. Because zero is not computation-
friendly, for ranking conversion and statistical calculation, the 1* place winner (who
won four times per examiner) is assigned a ranking point of 5; the 2™ place (won three
times) a ranking point of 4; 3" place (won twice), 3; the 4™ place (won once), 2; the 5™
place (no win), 1. There was no tied comparison. The converted PC ranking points are
shown in Table 3-2.a. As for the overall judgement (hereafter OJ) rankings, no
conversion was needed because each examiner had given a direct ranking of the five
students’ performances. The OJ rankings are shown in Table 3-2.b. These rankings were

then used for statistical computation to produce the Thurstone’s scales.
Validating the Thurstone scales for this research study

The first objective of the pilot study was to verify the usefulness of the Thurstone’s
Method of Paired Comparisons. This section first presents two Thurstone scales, and
then examines their reliability by using Cronbach’s alpha, a statistical correlation
coefficient for estimating scale reliability. The usefulness of the scales will be validated
by referring to two sources of external evidence: the examiners’ interview comments

and the original marks given to the five students in the actual examinations.

Figure 3-2.a Thurstone scale — paired comparisons (PC)

«— Better Scale of Interpreting Competency Worse —
S3 S2 S4 S5 Sl
1.19 008 0 -0.55 -0.71

Figure 3-2.b Thurstone scale — overall judgement (OJ)

<— Better Scale of Interpreting Competency Worse —
S3 S2 S4 S1 S5
1.03 0.16 -0.08 -0.47 -0.63
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Two Thurstone scales (Figures 3-2.a and 3-2.b) were produced based on the
ranking points in Table 3-2.a and Table 3-2.b respectively. As explained in 2.5.3.a,
Thurstone’s scaling technique transforms rank order data and comparative preferences
by a group of individuals into a single composite interval scale. In the case of the study
here, the scales indicate the relative positions of the five students on the two occasions
(PC and OJ) based on the aggregated judgements of the eight examiners. The two
Thurstone scales (hereafter T scales), therefore, can be regarded as the five students’
interpreting proficiency scales; positions further to the left indicate better performances,
further to the right, worse performances.

The numbers under the student codes are the scale values. Using the scale values,
the two T scales were compared by computing the Cronbach's alpha. The Cronbach's
alpha for the two T scales is 0.987. The result suggests that the consistency level of the
two T scales could be considered as excellent”. In other words, the examiners, as a
group of eight, were judging the five students at a consistency level that is statistically
excellent between the two occasions. On the two T scales, the ranking orders of the five
students’ interpreting competency, from better to worse, are basically the same with S3
shown as the most competent, followed by S2 and S4, S5 and S1. Although the order of
S5 and S1 is reversed on the OJ T scale, the difference in the scale values is small.

Two sources of external evidence — the examiners comments and the original
examination marks that the students received — could be used to verify the validity of
the T scales in monitoring the examiners’ judgements. On the two T scales, for example
it is worth noting that S2 and S4 are in a closely ranked pair as are S1 and S5, while S3
is ranked markedly higher than the two pairs. These positions on the T scales are echoed

by examiners’ comments, indicating that it was difficult when comparing S2 with S4

> George and Mallery (2003) provide the following rules of thumb regarding Cronbach’s alpha
reliability coefficient: ”_ > .9 — Excellent, > .8 — Good, > .7 — Acceptable, > .6 — Questionable,
> .5 —Poor, and_ <.5 — Unacceptable” (George & Mallery, 2003: 231).
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and S1 with S5. This might be due to the similarity in levels of performances so the
students appear in close pairs. In contrast, most examiners commented that S3 was far
better than the others and so appears at a markedly leading position on the scales.

The actual examination marks of the five students (in parentheses below) also
supported the validity of the T scales. The marks matched the students’ positions well
on the T scales with S3 (73) on the lead far ahead of the others, followed by S4 (65),
then with S1 (63) and S5 (62) as a close pair. S2 (56) was the only one out of place in
terms of the mark vs. T scale positions. This was not unexpected because the marks
were given by a different panel of examiners in the actual examination. It is the
objective of this research study to identify the reasons behind the inconsistency in the
examiners’ judgements such as this.

All in all, supported by the examiners’ comments and the references to students’
original marks of the examination, the results above indicate that Thurstone’s Method of
Paired Comparisons and scaling technique is a useful tool to monitor the examiners’

judgements on the five students in this study.

Examiner consistency problem

A cursory analysis of Tables 3-2.a and 3-2.b, however, reveals some problems:
individually, the eight examiners’ judgments of some the students fluctuated widely. For
example, some students (S2 and S4) were judged to be the best as well as the worst
performers at the same time by different examiners. It was also found that the
non-interpreter examiners achieved a better consistency level in their judgements
compared to the interpreter examiners (Wu, 2010). Due to the small sample size in the
pilot study, these results may not be generalised. However, they gave evidence to
support the hypothesis of this study (1.3), i.e., the examiners’ judgements may fluctuate

to a degree that causes concern in a simultaneous interpreting examination.

99



Chapter 3 A Multi-Strategy Approach

In their study on developing the rating scale for speaking tests, Pollitt and Murray
reported that non-language specialist examiners demonstrated an impressive level of
consistency in assessing language students’ oral proficiency, and suggested to repeat the
study with language specialist examiners to see if they could match the consistency
level of the non-language specialist examiners (Pollitt & Murray, 1996: 88). In the case
of the present research study, therefore, it would be useful to also include
non-interpreter examiners, whose consistency level was observed as excellent in the
pilot study, as a contrast group in the main study to show reasons for the different

consistency levels between different groups of examiners.

3.1.2.b Results of the examiners’ comments

Subject examiners’ comments during the comparison process were recorded and
transcribed for analysis. The commentary data were assessed to see if it could (1) yield
the assessment criteria that the examiners used during the examination simulation, and

(2) identify possible reasons why the examiners judged differently or similarly.

Extraction of assessment criteria

Verbatim transcripts of all eight examiners’ comment recordings were made and
examined line by line. Based on the coding practice of Grounded Theory (2.5.3.c), key
words/phrases or concepts in the transcriptions were extracted and coded. Then, similar
key concepts were further sorted into a total of five groups (also see 3.2.5 and 5.1),
which were labelled according to the common nature of the concepts in each group,
such as Fidelity, Completeness, Delivery, Strategies, and Others which contained
concepts that did not fit well in the other four groups (Wu, 2010).

These groups of concepts represented the main considerations that the examiners

showed when comparing student interpreters’ performances, and were also broadly in
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line with the quality standards reviewed in Chapter 2. Therefore, it is reasonable to
regard them as the assessment criteria used by the examiners, and hence the usefulness
of the research method of the interview comments. These five groups of key concepts as
assessment criteria would also be useful as a basic framework or guidance for data

analysis in the main study.

Inferring the reasons for the inconsistencies

In addition to extracting the assessment criteria, a wealth of information on how
the examiners reached their decisions was also revealed in their comments, which were
mostly in the group labelled as “Others”. Examining their comments during the paired
comparisons, could allow the identification of common criteria as well as discrepancies
in their using of the criteria. This would be useful to answering the research questions.
However, given the amount and the nature of unstructured qualitative data of the
examiners’ verbal comments, the qualitative data were not fully explored in the pilot
study; only three examiners were selected to compare their summary comments and
decisions for analysis (Wu, 2010: 318-323). A more systematic approach would be
required to process the information in the main study with an even larger number of

subject examiners, which will be explained later in 3.2.

3.1.2.c Feedbacks on procedures and stimulant materials

The use of video recordings to assess student interpreters’ performances was
considered adequate by all eight participant examiners. Four examiners expressed
concerns about the “fairness” of including a student with a C Language in the
examination. Therefore, in the main study the C-Language student was replaced with a
new student whose A Language is Chinese, reducing the gaps of differences among the

five students so this study may explore finer comparisons among the judgements of the
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participant examiners (also see 3.3.2). Another student’s Chinese was her B Language;
most examiners, except one, did not suspect that Mandarin Chinese was not her A
Language, so the Chinese B student was kept for the main study.

The time for each study session ranged between 1.5 and 2.5 hours. Five participant
examiners said that their concentration level would deteriorate if the process exceeded
two hours. Seven examiners were happy with the length of the examination recording.
One interpreter examiner commented that using a 15-minute long task could evaluate
certain interpreting abilities, such as the sustaining ability — or the “gritting power” as
she put it — to manage a longer period of simultaneous interpreting, but she had no
objection to using a shorter examination task. Considering the time constraint and the
examiners’ effort required, the researcher decided that a three-minute examination task
was sufficient for the purpose of this research study.

The procedures for the examination simulation and paired-comparison comment in
general were considered clear and adequate by all participant examiners. The combined
method of paired comparison with interview comments was found to be useful for its
flexibility, allowing very little interruption as the examiners made comments when
making their comparative decisions. A more detailed procedural briefing session was
planned based on the experience of the pilot study.

It was also noticed that the data recording method could be further improved, such
as recording the winners of the paired comparisons and the examiners’ overall rankings
of the five students. To cope with extra examiners in the main study and to ensure
accurate data entry, a more systematic method was necessary. Therefore, worksheets
were designed after the pilot study to remove this potential problem (see 3.2.3 Data
Recording and Storage).

Finally, the pilot study highlighted that non-interpreter examiners preferred to use

the speech script when evaluating, whereas interpreter examiners preferred just listening
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and taking notes on a blank sheet of paper as reviewed in Chapter 2. Therefore, the
script use during the interpreting examination would be noted in the main study to see if

or how it affects the examiners’ judgements.
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3.2 Main study

With the findings in the pilot study, the main study procedures were fine-tuned and
improved. It was carried out based on the research study design in 3.0. This section
presents the characteristics of the participant examiners (3.2.1), student examination
recordings as stimuli for study (3.2.2), data recordings and storage (3.2.3), procedures

of the main study (3.2.4), and the strategies for data analysis (3.2.5).

3.2.1 Participant examiners

As the present study does not intend to make direct inferences about the general
population of interpreting examiners, a non-probability sampling technique — purposive
snowball sampling — was adopted to recruit participant examiners for this study. The
researcher initially made contact with colleagues in the profession, i.e. interpreters,
interpreting and/or translation teachers, and these respondents further identified others
who belong to the target population of interest and subsequent respondents were
selected based on the referrals.

To balance out the possibility that participant examiners would recommend
like-minded peers, the “seeds” for snow-balling were initially selected in three different
backgrounds: non-interpreter examiners, interpreter practitioners in the market, and
interpreters who also teach simultaneous interpreting in universities and colleges. As the
focus of this study is on the interpreter examiners, the number of non-interpreter
examiners was limited to about half the number of interpreter examiners.

In total, thirty examiners were recruited for the main study, including five who had

participated in the pilot study. Table 3-3 shows the characteristics of the participant
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examiners of this study. Among the thirty examiners, twenty-four were female and six
were male. Twenty-eight of the subject examiners were based in Taiwan and two in the

UK at the time when the study was conducted'®. The working languages of the subject

Table 3-3 Characteristics of participant examiners in main study

clf::[:l:l;l; Interpreter: $9 Translator: Teaching SI: | 3 Using script':

R1 4
R2 e
R3 &
R4 Y &
RS 1) e
R6 Y [ %
R7 4
R8 Y [ 3
R9 £
R10 £
R11 e
R12 £ [ 3
R13 &
R14 & [ 3
R15 4
R16 £ [ 3
R17* ¢ [ 3
R18 £ [ 3
R19 &
R20 ¢ [ 3
R21* £ [ 3
R22 & [ 3
R23 & [ 3
R24 &
R25% e
R26* 4
R27 e
R28* €]
R29 '
R30 y

Total: 19 11 13 21

*Subject examiners who also participated in the pilot study. TThe script usage reported in the table
was compiled from the research field notes after the examination simulation.

' Preliminary scrutiny of the data indicates that there is no significant difference in the judgement
patterns between male and female examiners, or between the geographical bases of the examiners.
Therefore, the gender and geographical bases are not indicated in Table 3-3 for confidentiality
considerations of the subject examiners’ identity.
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examiners are all the same — Mandarin Chinese and English. Mandarin is the first
language of all the examiners except one who was based in the UK; the language

attribute of examiners is not presented here for identity confidentiality consideration.

The examiners came from three main backgrounds:

o  Professional interpreters with substantial experience in SI teaching
o  Professional interpreters with little or no experiences in SI teaching
o  Professional translators and/or translation teachers with some or no

interpreting training

“Professional” here means that at the time when the study was conducted the person had
been working in the field of interpreting, translating or both fields for over three years.
“Substantial teaching experience” here means that the person had had at least three
years of full-time teaching experience in a university or college. As noted in the pilot
study there was a difference in the preference of using speech script in the interpreting
examination. As the use of assessment instrument might affect the way examiners assess
students’ interpreting, this feature is also included in Table 3-3 for analysis.

The examiners were informed in general terms what the study was designed to
achieve, such as to understand how the examiners assess the student interpreters, when
they accepted the invitation to participate in the examination simulation and interview.
Examiners’ consents to digitally record their comments were obtained verbally before
the examination simulation. Their identities were protected in this study by using code
names as shown in Table 3-3. The discussions relating to the examiners’ comments
would be anonymous. The code names were used only when necessary, such as to

illustrate the between-examiner differences.
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3.2.2 Student examination recordings and examination task

Interpreting examination recordings (English into Chinese) of five postgraduate
students were selected for the main study. All five students were female. They were
given code names and the aliases of Ally, Beth, Cherry, Daisy and Eileen as shown in
Table 3-4. At the time of the recording, four students had received over a year’s
simultaneous interpreting training at postgraduate level, but Ally only had just over six
months’ training. Mandarin Chinese is A Language of all students except Cherry, whose
A Language is English. To protect the identity of students, during the examination
simulation the students were only referred to by code names, i.e. A, B, C, D, E, and

aliases were used when discussing their performances in this thesis.

Table 3-4 Student background information for main study

Course exam

Student / Code A Language B Language

mark
Ally/ A 52 Chinese English
Beth/ B 66 Chinese English
Cherry/ C 71 English Chinese
Daisy / D 55 Chinese English
Eileen/ E 58 Chinese English

As the study investigates normal assessment behaviour of examiners, not the
students themselves, levels of students’ interpreting abilities were pre-selected, ranging
from the highest marked performers to the lowest marked performers according to the
marks given in one interpreting examination. Pollitt and Murray suggested that “a
reasonable range of proficiency was deemed necessary to make sure a scale would
emerge from the Thurstonian judgements, but it was predicted that comparisons at a
similar ability level would elicit more insights into the less obvious aspects of rater

behaviour” (1996: 79). This was also observed in the pilot study when examiners
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considered more carefully in comparing the two close pairs of S2-S4 and S1-S5. In the
main study, three students — Ally, Daisy and Eileen — had marks at the lower band of 50s
and closer ability levels to each other (see Table 3-4). It was hoped that this would elicit
more insights from the examiners when they compared the student performances.

The examination recordings for study were selected from a digital media archive of
interpreting examinations made on a regular basis for teaching and research purposes, of
which students’ consent were obtained in class when attending the study course. All
examination recordings were in digital video format to be played back on a laptop
computer. The students’ Chinese interpretations were in the main sound track and the
English source speech in the secondary sound track. The participant examiners of this
study, therefore, could watch the students performing simultaneous interpreting in the
booth from the video recordings, and monitor both the target and source languages
simultaneously, which is typical practice when assessing simultaneous interpreting.

The English source speech in the selected examination task was a keynote speech
in a business conference. Based on the feedbacks of the pilot study, the part selected for
the main study was the first three minutes of the speech'’, which was a general opening

remark to introduce a company (see Appendix A).

3.2.3 Data recording and storage

Participant examiners’ comments were recorded in digital audio files, stored on a
hard drive, and transcribed into text documents for analysis. However, examiners’
decisions of the paired comparisons and the results of the overall judgement ranking

needed to be recorded on paper on-site by the researcher. Based on the experience in the

"7 The exam recordings are used as stimulus materials in this study. The study focus is on the participant
examiners’ judgements on the first 3 minutes of students’ performances regardless if the students “get in
the flow” or not.
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pilot study, a worksheet and a simple marking table (see Appendix C) were designed to
ensure fast and accurate data recordings without interrupting the examiners and
delaying the examination simulation process.

The worksheet was used per examiner per sheet. It recorded the winners of the ten
paired comparisons and the overall rankings, which was completed on-site by the
researcher. The final overall marks given by the examiners at the end of each
examination simulation were also recorded in the worksheet. In the main study, and the
recording of the final overall marks from the marking tables onto the worksheet, and the
ranking point conversion, were done after the examination simulation. So the

examination process would not be interrupted (see 3.2.4).

3.2.4 Procedures of the main study

Basically the main study procedures were similar to those in the pilot study (3.1.1).
The examination simulations and interviews were conducted with one examiner per
session. So there were no between-examiner discussions; the data collection in this
study was focused on individual examiners. This is because, as argued when setting the
research aim and objectives in Chapter 1 (1.3), only when we know more about how
individual examiners form their opinions before entering discussions with other
examiners, can we better understand how they interact with each other in the
interpreting examinations that are judged by a panel of examiners.

Through out the examination simulation and interview process, the researcher
played a facilitator’s role, administering the examination simulation, prompting the
examiners to make paired comparisons (including asking simple questions to clarify
vague comments, if any), recording the judgement results and the verbal comments of

the examiners. To ensure that the same procedures were followed with every participant
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examiner, procedural guidelines were written (see below) based on the experiences in

the pilot study. This section explains the revised study procedures.

3.2.4.a Getting started — brief the examiners

The examination simulation started with a briefing on the purpose and general
procedure of the study. To ensure standardised briefing of the examiners, I followed a

written guideline as bellow to give the briefing session:

Explain to the subject examiner the overall procedure of this experiment / interview.

2. Give the speech script to the examiner and play the source speech video clip. Let the
examiner listen to the speech once when reading the script. If the examiner prefers to listen
only and take notes, make a note of this preference at the back of the worksheet.

3. Ask if the subject examiner has any questions about the speech content.

The examiners were advised that their verbal comment would be digitally recorded
with their consents. They were informed that the examination was of postgraduate
students who were in their second year of study on simultaneous interpreting in a
two-year MA programme, and that the examination was a mid-term examination rather
than a professional interpreting examination. They were told the language direction of
the interpreting task, and no further detail of the students’ backgrounds was revealed.

The examiners were asked not to give marks when making comparisons of the
students’ interpreting performances. This was to ensure the validity and effectiveness of
the data collection. If they gave a mark to each student, it would be more likely that they
simply remembered each student’s mark in the later comparisons, paying less attention
to the details of the differences in the students’ performances for commenting.

Before listening to the students’ performances, the examiners could read the speech
script and listen to the speech from an audio recording, to familiarise themselves with

the speech’s content. Some examiners preferred just listening and taking notes of the
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speech’s contents without first reading the script, in which case the researcher would
make a note of this preference at the back of the worksheet.

Since the purpose of the study is to investigate individual examiner’s normal
judgement process in interpreting examinations, their preferences were respected and
they were not asked to change their normal assessment practice, nor were they given

any assessment criteria or rating scale for the simulated examination in this study.

3.2.4.b Paired comparisons and commentary recording

After the briefing, the examination simulation began. This part broadly followed
the procedure reported in the pilot study (3.1.1). The main difference was that
worksheets and procedural guidelines were used in the main study so the data were
recorded in a more systematic manner. The procedure followed the guidelines below:

1. Give five copies of speech script to the subject examiner — one copy per student interpreter
for examiner note-taking. Examiners could decide to use or not to use the script for
note-taking when listening to the students’ performances. Make a note of the examiner’s

script preference at the back of the worksheet.

2. Play student recordings A and B. Then stop to ask the subject examiner which one is better.
Ask the examiner if reviewing the recording is needed. If yes, play the requested recording

again. Then stop to ask which one is better again.

3. Start audio recording: ask the subject examiner to comment on the pair’s performances.
Questions to ask:
i.  What are the pair’s main differences?

ii. Can you give the main reason(s) why this student is better, or worse?

4. Stop audio recording when the subject examiner finishes commenting. The researcher writes

down the code of the “winner” in the worksheet. Then play the next clip.

5. Repeat Steps 2 to 4. Play the remaining clips C, D and E, etc. until completing the

comparisons of the ten pairs.

6. After comparing the ten pairs, ask the subject examiner to give their overall ranking of the
five student interpreters’ performance (start audio recording if more comments are given).

Researcher writes down the rankings in worksheet.

During the paired comparisons, the examiners were asked to focus on the pair of
performances being compared and disregard the other performances. Whenever
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examiners referred to a performance that was not currently being compared, I would
stop the comment and remind the examiner to focus on the pair under comparison.

In keeping as much as possible to the normal practice of interpreting examination,
i.e. student interpreters’ performances are only watched or heard once in the
examination process, each student’s recording was normally played only once here in
the study process; this could also save time in the simulation examination. If the
participant examiner felt the need to review a previous recording so that they could
compare with a different student’s performance, the request was allowed, which is also
what might happen in the real world when examination recordings are available to
examiners for review purposes. In cases where such request was made, I would then
make a note of the examiners’ review situations on the worksheet for reference in the
data analysis. Sixteen examiners felt no need to review and just carried on, while
fourteen examiners made the request themselves to review, but with various frequencies
and student performances.

At the end of the examination simulation, while the examiner had a fresh memory
of the students’ performances in mind, each examiner was asked to give an overall mark
to each student’s performance on a marking table; one student per marking table. The

examination simulation ended when the marks were given to all five students.

3.2.5 Data analysis — a multi-strategy approach

The results of the collected data can be divided into two categories: (1) the
quantitative data of the ranking points from the paired comparisons, overall judgements
and marks, and (2) the qualitative data of the examiners’ comments on the student
interpreters’ performances and why the winners were chosen. As seen in the research

model (Figure 3-1), these two categories of data are to be cross-examined to investigate
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how the examiners assess students’ simultaneous interpreting performances. The
strategy to report the study data is to firstly present and analyse the quantitative data in
Chapter 4, i.e. the study on the examiners’ reliability, followed by Chapters 5 and 6 that
present and analyse the qualitative data, including the coding process; these two
chapters aim to explore in detail the examiners’ use of assessment criteria and their
assessment behaviours.

The main study followed the same approach as in the pilot study to convert the
paired comparison results into ranking points (3.1.2.a). The converted ranking points
were then subjected to various statistical treatments, such as Thurstone’s scaling
technique and cluster analysis, to explore the examiners’ judgement patterns. These
statistical methods will be presented in detail in Chapter 4 as we explore the quantitative
data to analyse the examiners’ judgement consistency level, and to identify an analytical
framework to cross-check their judgement patterns with the qualitative data, i.e. the
examiners’ paired-comparison comments.

Like in the pilot study, the examiners’ comments were transcribed into text. The
main study followed the coding practices of the Grounded Theory (see 2.5.4.c) to
analyse this data qualitatively, examining the transcription of examiners’ comments
line-by-line, breaking them down and comparing them, and from these coding processes
emerge concepts; similar concepts then can be further grouped into categories. Detailed
illustrations of this qualitative data analysis approach will be presented in Chapter 5
after the quantitative data analysis.

In short, this research study combines the quantitative and qualitative methods in
the hope of obtaining a better picture of the judgement process of the examiners in the

interpreting examinations.
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4.0 Introduction

This chapter presents and analyses the quantitative datasets of the main study,
comprising the results of the paired comparisons, overall judgement rankings, and
overall marks. Coupled with the aim and objectives of this research study, this chapter
intends to (1) identify and determine if the examiners have different judgement patterns,
(2) to discover whether interpreter examiners and non-interpreter examiners can achieve
consistent judgements, and then (3) to build an analytical framework for the qualitative
data analysis of the examiners’ use of assessment criteria.

In analysing the quantitative datasets, the first action was to investigate the overall
consistency levels of the thirty examiners as a group. A one-way analysis of variance
(ANOVA) was performed to establish whether the examiners separated the five students
according to their interpreting performances (4.1). The datasets were then explored and
analysed by using other statistical methods, including Cronbach’s alpha for reliability
and consistency estimations (4.2), and cluster analysis for grouping the subject
examiners according to the consistency of their rankings of the student interpreters (4.3).
Other explorations of the quantitative data were also carried out. The backgrounds of
the examiners and their rankings of students’ performances were examined on the basis
of the results of the cluster analysis (4.4); Thurstone scales were also used to help the
analysis during the data exploration process. Finally, the analytical framework based on

the findings of this chapter is explained (4.5).
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4.1 Results of the examiners’ judgements as a group

This section presents the results of the paired comparisons, overall judgement
rankings and overall marks. Using line graphs of the datasets, a cursory analysis of the
results was carried out to identify initial patterns or any noticeable differences or
similarities among the subject examiners’ judgements (4.1.1). Then, some statistical
analysis, i.e. ANOVA and the Thurstone scales were carried out with two objectives.
The first objective is to identify whether the thirty examiners had significantly separated
the five students’ interpreting performances (4.1.2), which is to establish the usefulness
of the stimulus materials and the examiners’ judgement results. If the examiners as a
group were unable to distinguish the five interpreting performances, it implies either
that the five students performed at an equal level, or that the reliability level of
examiners’ judgement cannot be established. The second objective, then, is to find out

the examiners’ reliability level as a group when assessing the five students.

4.1.1 Results of paired comparisons, overall judgements, and overall marks

Each examiner’s decisions on the students’ paired comparisons were recorded in a
ranking order worksheet (Table 3-5.a). The results were then converted into ranking
points by using the method explained in 3.1.2.a. Table 4-1 presents the ranking points of
the three assessment methods: paired comparison (hereafter PC), overall judgement
(hereafter OJ), and overall marks (hereafter OM).

From examining the columns in Table 4-1, it appears that many examiners, if not
most, were in agreement that Beth and Cherry, who received more high ranking points,

were better than the other three, and that Ally, who received more low ranking points,
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Table 4-1 Ranking points and overall marks

A:Ally B:Beth C: Cherry D: Daisy E: Eileen

Ranking points & Overall marks

Examiners Paired comparison Overall judgment Overall mark
A B C D E A B C D E A B C D E
R1 1 3 5 2 4 1 4 5 2 3 58 62 8 70 72
R2 2 4 3 1 592 3 4 1 5:65 75 8 40 90
R3 1 4 5 2 3 1 4 5 2 3 60 78 80 59 65
R4 3 4 5 1 2 3 4 5 1 2 77 84 88 69 80
RS 2 5 4 1 3:2 S5 4 1 3:65 76 79 57 55
......... R6 o, s 2 . 59 s e <
R7 1 4 5 2 3:1 4 5 2 3:69 73 78 73 75
R8 2 4 5 1 3:3 4 5 1 2:75 8 90 60 60
RY9 5 5 3 3 1:5 4 2 3 1:72 75 68 65 58
R10 4 5 3 2 1:4 5 3 2 1:75 78 65 65 60
R11 1 4 5 ...... 3 2:2 4 5 3 1 70 79 85 75 73
R12 3 4 5 2 1:3 5 4 2 1155 73 68 72 70
R13 2 4 5 1 3.2 4 5 1 3:65 8 8 60 70
R14 1 5 2 4 3.1 5 3 4 2:55 8 65 68 69
R15 1 4 5 2 3:1 4 5 3 2 68 78 83 75 75
R16 1 T 5 3 T s 3 ....... 4 ........ 2 0 0 o 67
R17 4 3 5 2 1:3 4 5 2 1:75 80 83 65 65
R18 1 3 4 5 2:1 3 5 4 2:5 60 68 67 58
R19 2 5 4 3 1:2 5 4 3 1:70 75 73 72 68
R20 1 5 3 1 3 1 S5 3 2 4 :5 65 58 56 60
R 3 4 5 1 2 3 4 5 2 1 .70 8 85 65 50
R22 1 5 4 3 2.1 5 4 3 2:70 8 8 80 78
R23 2 5 4 1 3:2 4 5 1 3:65 75 79 70 55
R24 1 5 3 4 2:1 5 4 3 2:5 9 8 8 80
R25 1 5 4 2 3.1 S5 4 2 3 :58 8 72 68 60
R26 2 3 5 ...... 4 1:2 3 5 4 1 75 80 85 70 67
R27 1 4 5 2 3:1 4 5 3 2:58 79 8 62 65
R28 2 3 5 1 4 2 3 5 1 4:75 75 8 60 78
R29 1 3 5 3 3:1 3 5 3 3 :5 75 8 75 75
R30 1 3 5 2 44,1 2 5 3 4|5 68 75 65 70

Ranking Points: 5 — 1st place, 4 — 2nd place, 3 — 3rd place, 2 — 4th place and 1 — 5th place
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was the worst interpreter. However, it is also obvious that many examiners’ judgements
varied from one another. Although some random transposition of ranks is inevitable
when it comes to subjective judgement like those in this study, there appears to be
bigger variations that raise concerns. For example, examiners’ judgements on Ally,
Daisy and Eileen ranged from the worst to the best, while Beth and Cherry ranged from
the best to the 4™. Browsing across the rows on Table 4-1, it is also noticeable that the
individual examiners’ judgements were not always consistent as individual examiner’s
rankings changed between the PC and the OJ assessment methods.

Figures 4-1.a and 4-1.b are the line graph presentations of PC and OJ rankings,
which make evident the sometimes wide variations between the examiners’ judgements.
The lines should have appeared roughly level with minor variations only if the
between-examiner judgements were similar. Nevertheless, the line graphs also show
similar fluctuating patterns of the examiners’ judgement as a group between the PC and
OJ assessment methods. Beth and Cherry are mostly in the upper part of the graphs with
some dips, while Ally is often at the bottom with some upward spikes. Daisy and Eileen
are both mostly in the lower half of the graphs, touching the bottom more often than
reaching the higher end of the ranking points.

Figure 4-1.c is the line graph presentation of the overall marks, which does not at
first sight look similar to the other two line graph patterns. However, when the overall
marks are converted into ranking points, i.e. disregarding the actual distance between
the marks, and then plotted into the line graph shown in Figure 4-1.d, the OM ranking
point line graph resembles to the PC and OJ line graphs.

A cursory analysis of the patterns of these line graphs (Figures 4-1.a, 4-1.b and
4-1.d) shows that the examiners as a group, despite the fluctuations between them
individually, seem to be judging the five students similarly in terms of the ranking

patterns among the three assessment methods.
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Figure 4-1.a Line graph — paired comparison (PC) rankings
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Figure 4-1.d Line graph — overall marks (OM) converted into ranking points
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4.1.2 Examiners’ reliability as a group

In this section, the statistical analyses will be carried out to see if the separation of
the five students is significant in terms of their ranking points, and to see from the
statistical point of view if the thirty examiners as a group assess the students

consistently when using the three methods, i.e. PC, OJ and OM.
4.1.2.a Results of one-way ANOVA

Using the datasets in Table 4-1, a one-way ANOVA analysis is performed. The
ranking points and overall marks are transformed into standardised scores'® for analysis.
ANVOA is used to test the null hypothesis that several means are equal, or not
significantly different. If the one-way ANOVA shows that the student datasets are
significantly different, it shows that the examiners as a group have managed to separate

the five students according to their interpreting performances.

'8 Standardised scores are also called z-scores. In statistics, a standard score indicates how many standard
deviations an observation or datum is above or below the mean. It is often used to statically “standardise”
different set of scores, in this case, the ranking points and overall marks, for comparisons on an equal
footing in statistical terms (StatSoft., 2006). See Appendix E.
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The ANOVA results of the three assessment methods show that all three p values
are less than 0.001 (PC: F(4,154) =37.097, p <0.001; OJ: F(4,154) =42.524, p < 0.001;
OM: F(4,154) = 16.792, p < 0.001), indicating that the five students are highly
significantly different in terms of their rankings and marks of the three assessment
methods (see Appendix F). Therefore, we can very confidently say that in spite of the
judgement variations observed in the line graphs, the subject examiners as a group are
successful in separating the five students’ interpreting performances when using the

three assessment methods.

Figure 4-2 Line graph of means of standardised scores — PC, OJ and OM

15

1.0 4 0
w
o
1
)
9
“. 0.5
=
N
W
[
1)
7)) 0.0 4
=
<
D
= O
-0.5 1 g/
-1.0
A B c D E
e PC -0.834 0.745 0.933 -0.552 -0.292
0= 01 -0.825 0.707 1.037 -0.495 -0.424
ety OM -0.684 0.584 0.742 -0.374 -0.269

Student

The means of the standardised scores are also plotted as shown in Figure 4-2. The
three line patterns that represent the three assessment methods are identical. This echoes
the earlier observation from Figures 4-1 that the subject examiners as a group assessed
the students in a similar way in terms of ranking results when using the three assessment
methods. In other words, each of the three ranking or assessment methods are equally
effective, though the fact that they were used together in this study means the certain

memory effects cannot be ruled out.
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4.1.2.b Three Thurstone scales

An alternative way of looking at these data is given by Thurston scales. Three
Thurstone scales (hereafter T scales) were produced based on the datasets from the three
assessment methods shown in Table 4-1. The T scales can be regarded as interpreting
proficiency scales to show the five students’ relative positions according the perceptions
of thirty examiners of how well they performed. The left of the scales indicates better

performance and the right part of the scale indicates worse performance.

Figure 4-3 Thurstone scales of interpreting proficiency

a. Paired comparison

Better Worse
Cherry Beth Eileen Daisy Ally
0.845 0.675 -0.262 -0.502 -0.755

b. Overall judgement

Better Worse
Cherry Beth Eileen Daisy Ally
0.933 0.632 -0.379  -0.443 -0.743

c¢. Overall mark

Better Worse
Cherry Beth Eileen Daisy Ally
0.837 0.688 -0.377 -0.382 -0.766

*Actual examination marks: Cherry (71), Beth (66), Eileen (58), Daisy (55), Ally (52)

On each T scale, the order of the five students is the same with Cherry and Beth
ahead, followed by Fileen, Daisy, and Ally. This is in line with the previous
observations (Figures 4-1 and Figure 4-2) where the thirty examiners as a group judged
the five students consistently on the three assessment methods. Here, the students’
relative positions and distances on the T scales, are also a perfect match to the marks the

five students received in the actual examination (Table 3-4).
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The only noticeable difference among the three scales is the gap between Eileen
and Daisy. The gap between the two students’ positions appears wider on the PC T scale
(Figure 4-3 a) than on the other two scales (Figures 4-3 b and 4-3 c). This variation in
the gap may indicate that Eileen and Daisy have a similar level of interpreting
proficiency so the examiners put them closer when it comes to more general judgements,
such as in the OJ and OM assessment methods. Since examiners were asked to choose a
winner in the paired comparison, the larger gap in the PC T scale may also result from
the fact that examiners had to make a distinction where the two students might
otherwise have been considered as similar, if not equal. In other words, the OM method
may be more “accurate” in terms of describing the student interpreters’ ability levels in
terms of their relative distances. However, it may also be more difficult to maintain a
good consistency level of the examination results by using the OM method because
examiners’ may not agree on every detail of the interpreting performances and give the

same judgement.
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4.2 Using Cronbach’s alpha to examine consistency levels

In the pilot study we have reported using Cronbach’s alpha to estimate the
consistency level of two Thurstone scales (3.1.2). In this section, Cronbach’s alpha (a
statistical correlation coefficient) is calculated again to analyse the consistency levels of
the examiners’ judgements, i.e. the ranking points, in the main study. This time, the
alpha’s intra-class correlation coefficients (ICC) are used to cross-examine and analyse
examiners’ consistency levels (1) between and within the three assessment methods
(4.2.1), and (2) according to the examiners’ different characteristics and backgrounds
within each of the three assessment methods (4.2.2 and 4.2.3).

ICC is an ANOVA-type statistical method in which the examiners' rankings, or
marks, are responses. There are two sources of variation in the current study’s
examination simulation. One source is the student interpreters’ performances, which are
a random sample from a large pool of performances; the other source is the examiners,
who are a random sample from a large pool of examiners. Therefore, a two-way random
effects model is selected for the ICC computation.

ICC provides two types of measures: average measures and single measures. The
value of the average measures is the averaged ICC scores of all the subject examiners,
1.e. the consistency of a group. The value of the single measures indicates the reliability
level if only one subject examiner is used, i.e. the consistency of an individual relative
to the group. The ICC computation is set to check the consistency level of the scales (i.e.

ranking points) with a 95% confidence level.
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4.2.1 Cronbach’s alpha (ICC) — all examiners

4.2.1.a Consistency between assessment methods

Table 4-2 Cronbach’s alpha for three T scales — intra-class correlation coefficient

. 5 Intra-class 95% confidence interval
All examiners’ judgments .
correlation Lower bound Upper bound
Three T scales: Single measure 0.99 0.97 0.99
PC, 0J, OM Average measure 0.99 0.99 1

This section will first ascertain statistically if the examiners assess consistently
between the three assessment methods. The T scale values are used for the alpha ICC
calculation to estimate the reliability level of the three T scales. As shown in Table 4-2,
the alpha, i.e. the average measure, is excellent at 0.99. This high alpha means that the
three T scales are highly consistent with one another. The single measure ICC is also
excellent at 0.99, which means that each T scale can be used individually and still
achieves an excellent consistency level. The high scores across the lower bound and
upper bound also indicate that the three scales are highly consistent with each other
when measuring the five students’ interpreting proficiency. The above result statistically
confirms the previous observations in 4.1 that the thirty examiners as a group assessed

the students consistently across the three assessment methods.

4.2.1.b Consistency between examiners

However, fluctuations in the line graphs (Figures 4.1) indicate consistency
problems between the examiners. The alpha ICC can estimate how consistently and
reliably the examiners exercise their judgement within each assessment method, i.e.
between the examiners. This time, the ranking points and overall marks given by the
examiners, i.e. their judgement, will be used for the alpha ICC calculation. The results
are shown in Table 4-3.
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Table 4-3 Cronbach’s alpha for all examiners — intra-class correlation coefficient

. - Intra-class 95% confidence interval
All examiners’ judgments .
correlation Lower bound Upper bound

Paired Single measures 0.49 0.24 0.90
comparison Average measures 0.97 0.90 1.00
Overall Single measures 0.52 0.26 0.90
judgment Average measures 0.97 0.92 1.00
Single measures 0.41 0.18 0.86

Overall mark
Average measures 0.95 0.87 0.99

Firstly, all three average-measures alphas are above 0.9 and the average-measures
ICC scores between the lower bound and the upper bound are also excellent (mostly
>0.9). These indicate that the examiners’ group consistency levels can be considered as
excellent, which is in line with the results in 4.2.1.a, though overall marking (0.95)
appears to be slightly less consistent than the other two methods (0.97) (cf. 4.1.2.b).

However, the low values of the single-measures ICC scores (0.49, 0.52, 0.41)
suggest poor and unacceptable consistency levels of individual examiners’ judgements
when assessing the students. Furthermore, the range in which the single-measures ICC
scores fluctuate is wide between a low lower bound (<0.3) and a high upper bound
(>0.8). These results suggest that if just one individual examiner is used in the
interpreting examinations, the judgement results would not be consistent and reliable,
which reflect the observed between-examiner fluctuations in Figures 4-1.

So far, it has been confirmed statistically that the thirty examiners as a group
assessed the students with a good consistency level. However, it is impractical to use
thirty examiners in an interpreting examination to achieve a consistent result. As the
single-measures ICC shows that individual examiners are unlikely to be reliable, it
would be useful to find out what the minimum number of the examiners could be to
achieve a reliable level of judgement. For example, can a smaller group of examiners of
the same background achieve a satisfactory reliability level? In the sections below, the

examiners’ backgrounds will be checked to answer this question.
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4.2.2 Cronbach’s alpha (ICC) — according to examiners’ backgrounds

Table 4-4 Cronbach’s alpha (ICC) — according to examiners’ background

All examiners / Paire.d .Overall Overall Number
c comparison judgment mark
Intra-class correlation : : : of
. Single Average Single Average Single Average Examiners
c0effic1ent measurcs measurcs measurcs measurcs measurcs measurcs
Interpreters 0.43 0.93 0.48 0.95 0.39 0.92 19
Translator 0.72 0.97 0.68 0.96 0.48 0.91 11
Teaching SI 0.46 0.92 0.55 0.94 0.43 0.91 13
Using script - 058 097  0.63 097 046 095 21
No script [ 0.43 087 | 034 082 | 036 0.83 9

Table 4-4 presents the alpha ICC results of the three assessment methods according
to the examiners’ backgrounds. The average measures, i.e. the alphas for group
consistency levels, for all of the three methods are above 0.9 for examiners of all
backgrounds, except those who did not use scripts (0.83), which can still be considered
as good. In the PC method, it is the translator examiners (0.97) and those who used
scripts (0.97) that have the highest group consistency levels. In fact, the examiners who
used scripts are consistently among the highest across all three assessment methods
(0.97,0.97, 0.95).

Another interesting finding is that when using PC and OJ methods, translator
examiners are more consistent (0.97, 0.96) than the interpreter examiners (0.93, 0.95).
This finding is largely in line with the results observed in the pilot study where
non-interpreter examiners achieved a better consistency level than interpreter examiners
(Wu, 2010). Here, only in giving overall marks did the interpreter examiners assess the
students with a slightly higher consistency level (0.92) than the translator examiners
(0.91). Nevertheless, these differences are too small to be statistically significant.

Looking at the single-measures ICC in Table 4-4, however, two thirds are below
0.5, and none are above 0.5 using the OM method. This suggests that regardless of their

backgrounds the consistency level would be unacceptable if only one individual
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examiner is used for overall-marking. The only assessment method where the individual
examiners can be considered as judging at an acceptable consistency level is the PC
method by translator examiners (0.72). However, they deteriorate to a questionable level
for the OJ method (0.68), then to unacceptable for the OM method (0.48). Even so,
individual translator examiners still assessed students more consistently across the three
methods than the interpreter examiners, whose consistency levels were all unacceptable
(0.43,0.48, 0.39).

In summary, as a group translator examiners in general have a higher consistency
level than the interpreter examiners; examiners who used the exam speech scripts
appear to be more consistent than those who did not use the scripts. As individuals, only
the translator examiners achieved an acceptable level of consistency, though only when

using the PC assessment method.

4.2.3 Cronbach’s alpha (ICC) — translator vs. interpreter examiners

Given the multiple characteristics of the examiners (see Table 3-3), this section

further compares the translator and the interpreter examiners in sub-groups.

4.2.3.a Translator examiners

Table 4-5 Cronbach’s alpha (ICC) — cross-examining translator examiners

Translator examiners / Paired vl el Number
Intra-class correlation OIS judgment mark of
coefficient Single Average Single Average Single Average examiner
measures measures measures measures measures measures
Using script 0.78 0.97 0.74 0.96 0.63 0.94 9
No script 0.50 0.67 0.60 0.75 0.46 0.63 2

Table 4-5 shows that those translator examiners who used scripts have higher

scores in both single- and average-measures ICC. The low number of No-script
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examiners is low here, and the statistic results may not be rigorous for generalisation.
Nevertheless, the results may broadly demonstrate that those examiners who use scripts
are more consistent than those who did not use scripts. Using the script may help the
translator examiners to make judgements that are more reliable (cf. No SI teaching + No

script in Table 4-6 below).

4.2.3.b Interpreter examiners

Table 4-6 Cronbach’s alpha (ICC) — cross-examining interpreter examiners

Interpreter examiners / p aire-d . Overall Overall Number
Intra-class correlation 'comparlson - judgment - mark of
q Single Average Single Average Single Average .
coefficient examiner
measures measures measures measures measures measures
Teaching SI 0.46 0.92 0.55 0.94 0.43 0.91 13
No SI teaching 0.33 0.74 0.31 0.73 0.19 0.58 6
Using script 0.46 0.91 0.58 0.94 0.38 0.88 12
No script 0.45 0.85 0.34 0.79 0.45 0.85 7
Teaching SI + Using script 0.43 0.86 0.56 0.91 0.37 0.83 8
Teaching SI + No script - 061 0.89 0.57 0.87 0.52 0.85 5
No SI teaching+ Using script | 0.40 0.73 | 0.55 0.83 _ 0.28 0.60 4
No SIteaching + Noscript 094 097 080 089 094 097 2

In Table 4-6 in respect to all three assessment methods, the examiners with SI
teaching background as a group (i.e. the average measures) are more consistent (all >0.9)
than those without SI-teaching background (all <0.75); in particular, interpreters without
SI-teaching background as a group have a poor consistent level (0.58) when using the
overall marking method. As individuals (i.e. the single measures), examiners’
consistency levels in both groups are unacceptable (mostly <0.5), though those who
teach SI (0.46, 0.55, 0.43) are still better than those who do not teach (0.33, 0.31, 0.19).

For script usage preference as a group (i.e. the average measures) across the three
methods, it is also clear that interpreter examiners who use scripts (0.91, 0.94, 0.88) are
more consistent than those who do not use scripts (0.85, 0.79, 0.85). However, the gap

here is not as great as in the Sl-teaching background, especially when using the OM
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method (using-script 0.88, no-script 0.85), which is still reasonably good. As individuals
(i.e. the single measures), the examiners’ consistency levels are mostly unacceptable
(<0.5), using or not using script. When giving overall marks, however, it is a surprise to
see that individual interpreter examiners who do not use scripts are slightly more
consistent (0.45) than those who use scripts (0.38), though both are still unacceptable in
terms of consistency level. This is similar to the situation in the SI teaching vs.
non-teaching comparison as observed above.

The ICC results in the second half of Table 4-6 show further analysis between the
examiners with and without SI-teaching background in relation to their script-use
preferences. Very interestingly, when the interpreter examiners are separated in such
two groups according to the teaching backgrounds, those who do not use script appear
to assess the students more consistently than those who use script, as a group and as
individuals across the three methods, except the Sl-teaching group in OJ method
(using-script 0.91, no-script 0.87). In particular, the two interpreter examiners without
SI-teaching have achieved very good and excellent consistency levels across the three
assessment methods without using a script, both as a group (0.97, 0.89, 0.97) and as
individuals (0.94, 0.80, 0.94), which is impressive considering the other single measures
are all relatively low at around the 0.5 level.

Compared to the translator examiners, this indicates a unique characteristic of the
way interpreter examiners assess student interpreters. Interpreter examiners may be
more used to assess without using a script. Being an interpreter, they rely more on
listening than on reading when receiving and processing messages. Nevertheless, as the
number of subject examiners is small, these results may be within the range of random
variations, especially for the No-SI-teaching and No-script-use comparison. The lower
and smaller gaps between the ICC scores here, however, may imply that the examiners’

backgrounds play a less important role in their judgement patterns.
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4.2.4 Summary discussion

From the above findings, it appears that overall marking is less consistent among
the three methods when assessing the student interpreters (4.1.2.b, 4.2.1.b). We also
found that using scripts may help translator examiners more in improving consistency
levels than it helps the interpreter examiners, and experience in teaching SI seems to
benefit interpreter examiners more in achieving a higher consistency than does using
speech scripts (4.2.2, 4.2.3.b). One possible intuitive explanation is that using a script
may help translators with no SI experience more, especially because they can then fall
back on their experience of judging from written text. Whereas, for those with
simultaneous interpreting experience, familiarity with simultaneous interpreting and
their experience of its assessment experience from teaching overshadow the script factor
as interpreters are more used to receiving messages by listening to them.

The consistently low single measures ICC, however, suggest that there may be
more attributes involved in judgement consistency than the pre-defined predictors. For
example, the two interpreter examiners who do not teach SI and do not use script still
achieve highly reliable ICC scores of both single and average measures. This implies
that there may be factors other than the teaching background and the use of script
operating in relation to the reliability level of assessing simultaneous interpreting.

Therefore, more analysis of the examiners’ judgements will be carried out to
explore other possible groupings of the examiners, and in particular to attempt to

identify more and less consistent types, or groups, of examiners.
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4.3 Using cluster analysis to explore types of examiners

In 4.2.1, it was argued that it is impractical to use thirty examiners in an
interpreting examination panel so it would be useful to know the minimum, or optimum
number of examiners required to achieve a good consistent judgement result. Since no
answer to this question could be drawn from the analysis of the examiners’ background,
in this section I would attempt to allocate the examiners to groups based ranking points
alone using the cluster analysis method.

Cluster analysis is an exploratory tool for quantitative data analysis (StatSoft,
2006). It uses statistical software, and is basically a collection of algorithms that put
items (in this case, the examiners) into clusters according to pre-defined similarity rules:
the similarity association is maximal (in this case, the ranking point patterns) if the
items belong to the same group and minimal otherwise. Thus, cluster analysis can
identify structures in data items without providing an explanation, and is mostly used
when the research is still in the exploratory phase (ibid). The results of the cluster
analysis then could be used as a framework for further qualitative analysis (in the
present study, examiners’ comments) to find the reasons why some examiners are in the
same group and others not. By doing so, it is hoped to answer this study’s research
questions.

The three ranking point datasets — PC, OJ, and OM — were analysed using SPSS
software to perform cluster analysis. A typical cluster analysis output is a dendrogram'?,

or a hierarchical tree plot, as seen in Figures 4-4.a, 4-4.b and 4-4.c.

' The cluster analysis dendrograms are generated by selecting the complete linkage method with squared
Euclidean distance in the SPSS software.
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4.3.1 Cluster analysis of all examiners — paired comparison

Figure 4-4.a Cluster analysis of all examiners — paired comparison

Dendrogram using Complete Linkage
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In this section, the dendrogram representing PC assessment method (Fig. 4-4.a) is

used to illustrate how a suitable number of clusters may be extracted from the thirty

examiners. On the left side of the figure, the case labels represent the thirty examiners;

and on the top of the tree plot, there is a scale from 0 to 25, which can be used to

identity the distances between clusters. At 0-distance, for example, all thirty examiners

are separated, i.e. thirty items, but on moving toward the right, the examiners start to

join into clusters. Take R1, R30, R28 and R16 for example, R1 and R30 first join

together, then R28 joins this cluster at about distance 2; then R16 joins the R1-R30-R28
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cluster at distance 5 to form a 4-member cluster, which combines with a 6-member
cluster at about distance 8 to form a 10-member cluster. At distance 15, this 10-member
cluster joins with another 10-member cluster, forming a 20-member cluster. Finally, to
the far right at distance 25, all 30 examiners join together to complete the dendrogram.

To extract clusters of suitable size for analysis, a cut off point can be selected on
the distance scale. For example, if the cut off point were selected at distance 20, three
clusters would be extracted: a 20-member cluster, a 4-member cluster, and a 6-member
cluster; whereas, with the cut off point at distance 14, the 20-member cluster separates
into two 10-member clusters and four clusters will be extracted.

As the cluster analysis puts similar items together first, the farther to the right on
the distance scale, the items (i.e. the examiners) become more disassociated, hence less
consistent. Our aim is to identify groups of examiners that achieve higher levels of
consistency. A suitable cut off point on the distance scale needs to be decided to extract
the clusters to achieve this aim. So, the results from Cronbach’s alpha ICC were used to
help to decide the cut off point. A good cut off point, therefore, would be where the
clusters first achieve a consistency level of more than 0.7 in the single measures 1CC,
which indicates that individual examiners in the same cluster can judge consistently at
an acceptable level.

It was found that a cut off point at about distance 12 first achieved the aim of
improving all single measures ICC to above the 0.7 level in the extracted clusters. Table
4-7.a presents the cluster membership of the examiners and their ICC scores. The
average measures ICC are all excellent with only Cluster 4 slightly below the 0.9 mark,
and the single measures ICC of the five clusters are all above 0.7 with Cluster 1 and 4 at
0.8 and above. These are much improved results if compared with those in Table 4-4
when the examiners are grouped according to their background. So, the five groups of

examiners identified are internally consistent within each cluster.
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Table 4-7.a PC cluster membership and ICC

Intra-class Correlation
Number )
Clusters Examiners of Coefficient
Examiners Single Average

measures measures

1 R1,R3,R7,R11,R15,R16,R27, R28,R29, R30 10 0.87 0.98

2 R2, R4, R5,R6, R8, R13, R20, R21, R23, R25 10 0.76 0.97

3 R9, R10,R12,R17 4 0.71 091

4 RI8,R26 2 080 0.89

5 | R14,RI19,R22, R24 4 078 0.94

Following the method described above, results of the cluster analysis and the
cluster memberships of the examiners for the other two assessment methods — OJ and

OM — are presented in 4.3.2 and 4.3.3 below.

4.3.2 Cluster analysis of all examiners — overall judgement

Figure 4-4.b is the OJ dendrogram. As shown in the figure, the clusters differ from
those in Figure 4-4.a. However, the cut off point to improve the single measures ICC
above the 0.7 threshold is similar at just short of 12 on the distance scale, but here just
four clusters are extracted. The results of the cluster membership and their respective
ICC scores are presented in Table 4-7.b1.

The average measures are excellent at the 0.97 level for Clusters 1, 2 and 3, with
Cluster 4 slightly below 0.9. The single measures ICC are also all much improved with
Cluster 1 at 0.731 and three clusters above 0.8. Cluster 1 is a 14-member cluster but has
the lowest single measures ICC score. If the cut off point is reduced to distance 10, for
example, Cluster 1 can be separated into two clusters: one has 3 members (R16, R29,
R30) and the other has 11 members, whose single measures ICC are 0.93 and 0.80
respectively. This will increase the total number of clusters to five all having single

measures ICC at or above the 0.8 level as shown in Table 4-9.b2.
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Figure 4-4.b Cluster analysis of all examiners — overall judgment

Dendrogram using Complete Linkage
Rescaled Distance Cluster Combine
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Table 4-7.b1 OJ cluster membership and ICC — 4 clusters

Number Intra-class
correlation coefficient

Clusters Examiners of

. Single Average
examiners = meacures  measures

R1, R2, R3, R5, R6,R7, R13, R16,R20, R23,

1 Ro5R28, R29, R30 14 0.73 0.97
2 | R4,R8,RI2,RI7,RI9,R2I 6 0.85 0.97
3 RII,RI4 RIS, RIS, R22, R24, R26, R27 8 0.80 0.97
4 R9,RIO 2 0.80 0.89

Table 4-7.b2 OJ cluster membership and ICC — 5 clusters

Number Intra-class

Ghusiers st of correlation coefficient
. Single Average
€Xaminers : measures measures

1 R16, R29, R30 3 0.93 0.98

2 R1,R2, R3, R5, R6,R7, R13, R20, R23, R25, R28 11 0.80 0.98

3 R4,R8,R12,R17, R19, R21 6 0.85 0.97

4 R11, R14, R15, R18, R22, R24, R26, R27 8 0.80 0.97

5 | R9,RIO 2 080 0.89
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4.3.3 Cluster analysis of all examiners — overall mark

Figure 4-4.c presents the OM dendrogram, which is very different from the other
two dendrograms (Figures 4-4.a and 4-4.b). The cut off point to improve the single
measures ICC above the 0.7 threshold is at about 3 or 4 on the distance scale, which
means that there can be as many as 12 clusters. This is not ideal for analysis because of
the large number of clusters.

Therefore, it was decided to set the cut off point at distance 10 where five clusters
are extracted just like the other two dendrograms, and the results are presented in Table
4-7.c. Items at distance 10 are less associated with each other than those at distance 3 or
4, which would make the alpha ICC scores lower. As shown in Table 4-7.c, Clusters 3
and 5 are less consistent than the other clusters in terms of their average and single
measures ICC scores; for the single measures both clusters only achieve a 0.6 level.

For the OM assessment method, therefore, it is more difficult to extract the same
number of clusters with a single measure ICC threshold at the 0.7 level, the level set for
the two other assessment methods. This indicates that the overall marking method is
potentially the least consistent of the three assessment methods for assessing student
interpreters. Compared with the methods which rank students, it is more difficult to
measure consistently how much better or worse than one another members of a group of
students are by assigning a numeric mark to each of them, especially when the students’
ability levels are similar.

The finding here is in line with the observations in the comparison of the three
Thurstone scales (4.1.2.b) and the Cronbach’s alphas analysis (4.2), in which the OM

method appears to be less consistent than the PC and OM methods.
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Figure 4-4.c Cluster analysis of all examiners — overall mark

Dendrogram using Complete Linkage
Rescaled Distance Cluster Combine
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Table 4-7.c OM cluster membership and ICC

Intra-class Correlation

: Number of Coefficient
Clusters . Examiners :
examiners Single Average
measures measures

R3,R5, R6, R8, R11, R13, R17, R19, R21,

1 R22. R23,R25, R26, R27 14 0.73 0.97
2 RI,R7,RI5, RIS, R29, R30 6 0.71 0.94
3 RI2,RI4,R16, R20, R24 5 0.61 0.89
4 | R9,RIO 2 0.94 0.97
5 R2,R4,R28 3 0.63 0.85
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4.4 Pattern of examiners by cluster membership

In this section, the cluster membership extracted in the previous section is
cross-examined with examiner background. The objective is to see if any new patterns
emerge under the condition that the examiners assess the five student interpreters more

consistently, that is, internally within each cluster.

Table 4-8 Cluster membership of examiners in the three assessment methods

. translator @ : interpreter ¥: SI teaching 2 : use script

Examiner Cluster membership
Background Paired comparison  Overall judgement Overall mark
R1 & 1 2 2
R2 2 2 5
R3 ~ 1 2 1
R4 & & 2 3 5
RS ¢ & 2 2 1
R6 & & 2 2 1
R7 ~© = 1 2 2
R§ & & 2 3 1
RO & 3 5 4
R10 @ 3 5 4
R11 1 4 1
R12 ¢ & 3 3 3
R13 @ = 2 2 1
R4 ¢ & 5 4 3
R15 ~ 2 1 4 2
Rl6 & & 1 1 3
R17 & & E 3 3 1
RI1I§ & & 4 4 2
R19 & = 5 3 1
R20 ¢ & 2 2 3
R21 & & = 2 3 1
R22 ¢ & 5 4 1
R23 & = 2 2 1
R24 @ 5 4 3
R25 ~ 2 2 1
R26 ~ 4 4 1
R27 ~ 1 4 1
R28 @ 1 2 5
R29 ~ B 1 1 2
R30 ~ 1 1 2
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Table 4-8 shows the examiners’ cluster membership in the three assessment
methods and the corresponding background of each examiner. Looking across the
columns, it appears that examiners’ cluster membership may change from one
assessment method to another, showing inconsistent cross-method groupings. When
cross-examining the examiners’ background in Table 4-8, it is also difficult to see a
clear relation between the backgrounds and the cluster memberships.

Nevertheless, interesting patterns emerge in terms of examiner backgrounds when
the order of the examiners in Table 4-8 is re-arranged according to the cluster

dendrograms as shown in Tables 4-9.a, 4-9.b and 4-9.c below.

4.4.1 PC clusters and the examiners’ backgrounds

Table 4-9.a shows the examiners’ cluster membership and their background in the
order from the PC dendrogram (Figure 4-4.a). In general, within the individual clusters
membership seems homogenous. PC Cluster 1 (hereafter PCC1) consists mostly of
translators; PC Cluster 2 (hereafter PCC2) is mostly interpreters; PC Clusters 3 and 5
(hereafter PCC3, PCC5) are all interpreter examiners, while PC Cluster 4 (hereafter
PCC4) consists of one interpreter and one translator.

As the clusters were extracted with the condition that examiners’ single measures
ICC needed to be above 0.7, the consistency level of individual examiners is considered
acceptable within each cluster regardless of differences in the examiners’ backgrounds.
That is to say, the examiners’ divergent professional backgrounds and use of script do
not necessarily determine the consistency level of their judgements within a cluster. For
example, although PCC1 contains mostly translators, the two interpreters in the same
cluster share similar judgement patterns to those of the translator cluster members. The

three translators in PCC2 and PCC4 also share similar judgement patterns with their
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interpreter cluster mates. Among the interpreter examiners themselves, despite their
different teaching backgrounds and script usage preferences, they also stay in the same

clusters, such as PCC3 and PCCS5.

Table 4-9.a Paired comparison clusters and the examiners’ backgrounds

Paired comparison clusters — #: translator § : interpreter ®: SI teaching 2 : use script
1 2 3 4 5
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R28
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4.4.2 OJ clusters and the examiners’ backgrounds

This section looks at the examiners’ background in relation to the clusters from the
OJ dendrogram (Figure 4-4.b). Table 4-9.b matches the examiners’ background with
their cluster membership to see if there is any pattern such as the one in the PC clusters.
In 4.2.3, OJ Clusters 1 and 2 were extracted from one large cluster that has achieved the
threshold single measures ICC of 0.7. With this in mind, a new pattern emerges in Table
4-9.b. It appears that the translator and interpreter examiners are roughly equally mixed
in OJ Clusters 1, 2 and 4, while OJ Clusters 3 and 5 are all-interpreter clusters (hereafter
0JC1, 0JC2, OJC3, OJC4, and OJCY).

A shift of cluster memberships occurs between the PC and OJ assessment methods.
The memberships in each of the PC clusters are more homogeneous in general, whereas
on three of the OJ clusters, the memberships are mixed, each containing roughly the
same numbers of interpreter and non-interpreter examiners. Although for both
assessment methods there are two all-interpreter clusters, the members of those clusters
are also different. For example, R12-R17 is with R9-R10 in PCC3, but in OJC3
R12-R17 has different cluster mates while R9 and R10 form a 2-member OJC5. Also,
R14, R22 and R24 are in an all-interpreter PCC5, but in the OJ method they joined
other translators in a mixed OJC4.

This shift of membership suggests two possibilities: either the three interpreter
examiners changed their judgements from the PC method to the OJ method to be more
like the translator examiners’ judgement patterns, or the translator examiners changed
their judgement to be more like the three interpreter examiners. This change of cluster
membership may imply a change of assessment behaviour between the three assessment

methods, which is generally in line with the observations in 4.1 and 4.2.
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Table 4-9.b Overall judgement clusters and the examiners’ backgrounds

Overall judgement clusters — .<: translator & : interpreter ®:: SI teaching 2 : use script
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4.4.3 OM clusters and the examiners’ backgrounds

Table 4-9.c shows the OM clusters (hereafter OMC1, OMC2, OMC3, OMC4, and
OMC5) and the examiners’ backgrounds. OM exhibits similar cluster characteristics to
those in the other two assessment methods: the OM method has a mixed-membership
Cluster 1 like that in the OJ method, and, like those in the PC method, has clusters that
are made up of more examiners’ with homogeneous backgrounds.

The cluster memberships have also shifted. Take OMC2 and PCC1 for example,
both are translator-dominant clusters with one or two interpreters. Although all the five
translators in OMC?2 are also in PCC1, the interpreters in these two clusters are different:
OMC2 has R18 while PCC1 has R16 and R28. Another interesting example is OMC3,
which is a 5-member all-interpreter cluster, and these five interpreters belonged to four
different clusters on the PC method (Clusters 1, 2, 3, 5) as well as in the OJ method
(Clusters 1, 2, 3, 4).

Again, these are supporting evidence to show that the judgement pattern of
examiners, and perhaps assessment behaviours, may change when the method of

assessment changes.

% * *

From the findings in this section, in short, we found that the professional
background of examiners is a rough but not a reliable guide to consistency of judgement.
Translator and interpreter examiners may share similar as well as different judgement
patters. Nevertheless, we have also grouped the thirty examiners into five clusters. The
judgement pattern in each cluster is internally consistent regardless of the examiners’
backgrounds within each cluster (4.3). For analysing and comparing the thirty
examiners’ perceptions of assessment criteria, it may be easier to work with a

five-cluster framework than to analyse the thirty examiners individually.
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Table 4-9.c Overall mark clusters and the examiners’ backgrounds

Overall mark clusters — . translator & : interpreter ®: SI teaching 2 : use script
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4.5 Identify a framework for analysing qualitative data

In 4.4, we have found that the internally-consistent clusters are a useful common
framework for further analysis in this study, but which cluster, or assessment method, is
more suitable to use? This research study aims to investigate how the examiners form
their opinions and make their initial judgements on student interpreters’ performances,
before entering the panel discussions with other examiners (1.3). The examiners’ initial
judgements took place during the paired comparisons (3.2.4). To facilitate the analysis,
therefore, the PC clusters are selected as the analytical framework for this study.

This section presents and analyses in more details the results of the paired
comparisons, i.e. PC Thurstone’s scales (4.5.1) and the student winners (4.5.2), as the
framework for analysing the examiners’ use of assessment criteria in this study (also see

3.2.5).

4.5.1 PC Thurstone’s scales as the super examiners

As demonstrated in 4.1.2.b, Thurstone’s scales (or T scales) can show the
aggregated judgement of a group of examiners on a scale. In order to obtain a better
picture of the examiners’ judgement patterns in the PC clusters, the T scales were
generated from the PC ranking points that correspond to the cluster memberships,
showing the aggregated judgement of the examiners in the PC cluster.

It is expected that each cluster’s T scale will show different judgement patterns
because the examiners were allocated to clusters in the cluster analysis (4.3.1) based on
the consistency of their judgements patterns with the other members of their cluster, and

inconsistency with different judgement patterns of the other clusters.
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As there are five PC clusters, there are in total five T scales (hereafter PC T scales).
The PC T scales, presented in a group of five, illustrate five cluster judgement patterns,
as shown in Figures 4-5 below. The PC T scales are read vertically this time: the higher

the position of the student on the scale, the better the performance.

Figure 4-5 PC cluster Thurstone scales
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As shown in Figure 4-5, the ranking order and the positions of the five students are
all different on the T scales. This is, of course, due to the results of the cluster analysis;
the examiners were sorted into different groups based on their different student rankings.
Here we can use Alpha ICC again to confirm this. As discussed in 4.2, Cronbach’s alpha

ICC is an ANOVA-type statistical method to measure scale reliability, but the result
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were expected to be inconsistent here i.e. having a low single-measures ICC score™.
Using the scale values of the five PC T scales for the calculation, the single-measures
ICC is low at only 0.392. This result statistically confirms that the five PC T scales are
significantly inconsistent from one another.

Since each T scale represents the aggregate judgement of a group of examiners,
they can be regarded as the judgements of five super examiners. For example, in the PC
assessment method, there are five super examiners PCC1, PCC2, PCC3, PCC4, and
PCCS5; each of them has a judgement pattern that is different from the others, i.e.
individually the five PC super examiners judge the student interpreters differently. It
will be easier, therefore, to use five super examiners as a framework for analysis than to

use thirty individual examiners.

4.5.2 PC ranking points according to cluster membership

In 4.1, we have reported the ranking points of the thirty examiners (Table 4-1).
Here, the PC ranking points are extracted and re-arranged according to the PC cluster
membership as shown in Table 4-10.

The main differences in the PC super examiners’ judgements are clearly shown in
Table 4-10 with bold-faced ranking points to contrast. For example, in PCC1, the major
split of judgement is between Beth and Eileen, and in PCC2, the split is between Beth
and Cherry; whereas in PCC3, the judgements split evenly between Ally, Beth, and
Cherry. PCC4 consists of only two examiners who judged differently in two pairs —
Cherry-Daisy and Eileen-Ally, and PCC5’s main difference of judgement lies between

Cherry and Daisy.

®In the cluster analysis, the single-measure ICC was set at 0.7 and above, and its consistency level refers
to the individual examiners within each cluster. Here, the single-measure ICC estimates the consistency of
the five PC super examiners or clusters, which are represented in the form of PC T scales.
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Table 4-10 Paired comparison winners according to cluster membership

PC ranking points

Cluster examiners
Ally Beth Cherry Daisy Eileen
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Some interesting within-examiner inconsistencies are also noticed in Table 4-10,
which are indicated by underlined ranking points. When referring to the actual winners
of the paired comparisons (see Appendix D), we see that Examiner R29 could not

successfully separate the students in two pairs: Daisy-Eileen and Eileen-Beth, but
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interestingly, R29 could judge Beth to be better than Daisy. By logic, therefore, Beth
should have been better than Eileen when Daisy and Eileen were considered a tie.

Two other cases of internal conflict of judgement were also observed — in PCC3
R9’s judgements of Beth-Cherry-Daisy, and in PCC2 R20’s judgements on Ally-Cherry-
Daisy. R9’s judgements were Beth>Cherry, i.e. Beth was better than Cherry, and
Cherry>Daisy. Therefore, by logic Beth>Daisy should be inferred. However, R9 judged
Daisy>Beth in another comparison. This was in conflict with R9’s own previous
judgements by logic. As for R20, when comparing Cherry and Daisy, the examiner
judged Cherry>Daisy. However, in the other two paired comparisons, R20 judged
Daisy>Ally, and Ally>Cherry, which do not add up by logic. These are typical examples
of within-examiner inconsistency.

The analysis of the cluster-based PC results will guide part of the qualitative

analysis and discussion on the examiners’ use of assessment criteria later in Chapter 5.
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4.6 Analytical framework for examiners’ use of assessment criteria

In this chapter, the results showed that the consistency between assessment
methods of the thirty examiners as a group is excellent. However, obvious
between-examiner inconsistencies were also observed. A simple predictor of the
consistency of group membership, the examiners’ backgrounds, was used to for analysis
in 4.1 and 4.2; the background factors used were whether the examiners were
interpreters or translators, had teaching experience of simultaneous interpreting or not,
and whether or not they preferred to use the script. It is interesting to see that
non-interpreter examiners, who mostly rely on using scripts, appear to be more
consistent than the interpreter examiners. However, it is difficult to say with confidence
that interpreter examiners who use scripts and have teaching experience are more
consistent than those who do not use scripts and do not teach. There seems to be more
than simply their external backgrounds affecting the examiners’ consistency level.

In 4.3, new group memberships, i.e. the clusters, were identified for each
assessment method. Within each cluster, examiners share a more similar judgement
pattern regardless of their external background. After cross-examining the cluster
membership with the examiners’ background (4.4), some interesting patterns were noted.
Some clusters were more homogeneous, and consisted of mostly interpreters or mostly
non-interpreters, and some were equally mixed. In other words, interpreter examiners
may judge similarly or differently among themselves, and non-interpreter may have
similar judgement patterns to the interpreter examiners. The cluster judgement patterns,
therefore, may not entirely depend on the factor of examiner backgrounds.

During the data exploration, a question arose as to what may be the minimum or

optimum number of examiners required to achieve a consistent judgement result
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(4.2.1.b). Since the clusters of examiners were extracted based on the similarity of their
judgement pattern, the number of examiners in the clusters may be a good way to
answer the question. However, the number of examiners in the clusters ranges between
two and fourteen (Tables 4-7) and so does not provide a practical answer to the question.
The question was further complicated by the findings in 4.4, which showed that there is
no clear relation between the examiners’ judgement patterns and their backgrounds.

This leads to revise the question as: how do we select the limited number of
examiners for the examination panel that can achieve consistent judgement results? One
way to do this is, given the fact that “practicality” limits the numbers of examiners, to
select a maximum of three examiners, for instance, from the most dissimilar clusters, i.e.
to obtain the widest spread of views on the student interpreters’ performances, and then
to average out the marks of the three examiners. This approach is taken from a
perspective of achieving high test validity as the results are based on a wider base of
professional judgements (see 2.3.2.b). Another approach is to select the three examiners
from the same cluster, or similar clusters, to ensure the consistency of marking, i.e.
taking a high-reliability approach.

This of course leads to another question: which approach should be taken? The
answer lies in the balanced view of test validity and reliability (2.3.4). It depends on the
purpose of the interpreting examination, and needs to be decided based on the
professional judgement of the test designers and examiners (2.3.2.b). This brings us
back to the concerns of subjectivity issue in the examiners’ judgements, which need to
be made by using some assessment criteria to stay as objective as possible (2.4.3).
Therefore, the question of what the criterion or criteria may be arises, which is related to
the next research question to be answered in this study.

In 4.5.1, it was established that the examiners as a group in PC cluster, or the PC

super examiners, all behave differently in terms of student ranking judgement. As the
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super examiners are made up of the individual examiners, it would be interesting to see
whether they use the assessment criteria differently or similarly. In other words,
understanding how the examiners exercise their judgements may also help answer the
question of how a reliable panel of examiners can be selected, or how an effective
examination procedure may be designed to achieve more reliable examination results.

Therefore, the logical next step would be to look at the data for the examiners, i.e.
their views on the student interpreters’ performances, to understand their use of
assessment criteria better. For this purpose, apart from the coding method (3.2.5), an
analytical framework is needed for investigating the internal judgement patterns of the
thirty subject examiners using their verbal comments. Compared with thirty examiners,
five super examiners is a more manageable framework to analyse the examiners’ use of
assessment criteria. For example, it was found that within each of the PC clusters, there
were still different opinions on the performances of certain students (4.5.2) even when
the rankings are statistically consistent. These findings provide this study with a way to
look into how the examiners judged the five students, and they will serve as a
framework for analysing how the examiners’ use the assessment criteria, which will be
carried out in Chapter 5 next.

Given the above findings, the three research questions set out at the beginning of
this chapter can be answered as follows: (1) five different yet internally-consistent
judgement patterns of the examiners have been identified for each assessment method
(2) non-interpreter examiners are slightly more consistent than the interpreter examiners
in assessing the five student interpreters, especially when they use the speech scripts,
and then (3) the five PC clusters of examiners, i.e. the five PC super examiners, may be
used as a common framework for the analysis and discussion of the qualitative data on

the examiners’ use of assessment criteria.
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5.0 Introduction

The contribution of this chapter to the overall aim of the present study will be to
fulfil the third research objective, namely to elicit and understand the important
assessment criteria used by the examiners (1.3). Previously in Chapter 4, different
ranking patterns were identified among the thirty examiners, and the patterns were
sorted into five super-examiner types as an analytical framework for discussing the
qualitative data. In fulfilling the research objective mentioned above, this chapter will
identify (1) what assessment criteria were actually used by the examiners, and then (2)
ascertain the relationships between the assessment criteria and the judgement results.
For example, were the ranking patterns the results of differences in examiners’
assessment criteria, or did the examiners use similar criteria, but on that basis rank
students differently?

In this study, the examiners first listened to the student interpreters’ performances
and the paired comparison was the first point at which the examiners judged the
performances. Therefore, the primary dataset for analysis is the examiners’ paired
comparison comments. The comments of the individual examiner within each PC
cluster were examined to explore the assessment criteria they used, and how they
judged the students.

The method of coding and analysing the qualitative data will be explained in 5.1.
Then, the concepts and categories that emerged from the qualitative data, i.e. the
assessment criteria, are presented in 5.2, 5.3, 5.4, 5.6, and 5.6. Toward the latter part of
the chapter in 5.7, the salient assessment criteria used during the examiners’
decision-making process are identified, followed by a summary discussion in 5.8 to

answer the research question mentioned above.
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5.1 Coding of the interview data

The examiners’ paired comparison comments were transcribed for analysis. As
reviewed and explained in 2.5.3.c and 3.2.5, the current study adopted the coding
practice of Grounded Theory (GT) to scrutinise the unstructured transcribed data in the
hope to identify the concepts of assessment criteria that the examiners used. Normally,
the GT method is an iterative process for collecting and analysing qualitative data (such
as interviews) until a theory is derived from or “grounded” in the data (Bryman, 2004:
401). The current study, however, collected the interview comments only once during
the paired comparisons, and adapted the GT principle (Charmaz, 2006: 9) to code the
interview comments by recursively analysing the qualitative data — also a key process in
the Grounded Theory approach.

There are three distinctive types of coding practices in the Grounded Theory —
open, axial, and selective coding (Bryman, 2004: 402). Open coding involves
line-by-line examination of the text data, breaking them down, and comparing them,
and from these coding processes emerge concepts; similar concepts then can be further
grouped into categories. Axial coding makes connections between categories to identify
any pattern, whereas in selective coding, core categories are selected and related to one
another to explain their relationships.

In this section, the initial open coding process will be illustrated and followed by
explanations of how the identified concepts are grouped into categories for analysis and

discussion.
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5.1.1 Initial open coding

Table 5-1 Example of initial open coding — Cherry and Ally

Examiner’s Comment

Coded concepts

English translation: Overall C is much better than A. Her voice is

sweet; her pace is steady stable without suddenly picking up speed or

slowing down. She seldom has excessive long pauses, and has less
meaningless, empty fillers. My impression is that she did pretty well in
the first two-thirds of the task. Toward the end she probably was also
aware that she did not hear and missed some important numbers. The
market share percentage should have been 35% to 40%. She said 45%.
Her Chinese sounded very awkward and not fluent here compared with

other sentences. This might be because that she was busy remembering

the numbers.

Original in Chinese: C 48 2t A B L 7. Wi & L Et,
REEE, BERFY, AgRkeg, wiRbFEERNEE. I
A G HRA SR S DB, FIREIREE. B

JR T 45%, T H ANKIIE R AN R AR SRR DY 0 b el ARG (AL 8, BT AR
— AR AR T, A SO B AR A E

PD: sweet voice

steady. stable pace,

pauses, fillers, fluency

EB:_examiner impression
FAI: listening

comprehension,
FC: omissions, message

terminology,
EB: examiner speculation

PD: Presentation & Delivery
EB: Examiner Behaviour
FAI: Foundation Ability for
Interpreting

FC: Fidelity & Completeness

The interview transcripts of the thirty individual PC examiners were examined

line-by-line. Table 5-1 shows an example of the initial coding process where an

examiner was comparing students Ally and Cherry. When a distinctive idea or concept

was identified (underlined in the table), the conceptual property was coded by using a

key word or phrase. The idea or concept was the subjective articulation of the

examiners’ thinking during the paired comparison judgement. As the aim is to identify

the assessment criteria, the coding process focused on any conceptual key words from

which inferences can be drawn on how the examiner judged the interpreting

performances. In addition, any comments that show how the examiner used the criteria

were also coded, i.e. examiner behaviour (EB). Most of the examiners’ comments were
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made in Chinese. For easier reading and reporting, the codes are in English and an
English translation of the comments is included here with the original comment in
Chinese. The conceptual properties and codes are annexed to the comments in the
Coded concepts column as shown in Table 5-1.

From the comments in Table 5-1, for example, the examiner noted how the
messages were delivered (voice, steady, pauses, fluency), and the completeness of the
messages (missed some important numbers: omission). Some of the examiner’s
assessment behaviour was also noticed, such as speculating on why the interpreter made
some mistake (toward the end she was probably also aware that she did not hear the
numbers) and surmising on the reasons why the fluency of her delivery was affected
(this might be because that she was busy remembering the numbers). The “my
impression” comment also indicated that the examiner acquired a general impression of
the students’ performances and used that impression to compare the students and made
judgements. Concepts like these were underlined and coded so that they could be

collated with those that were identified from the other examiners’ comments.

5.1.2 Collating and sorting concepts into categories

After the line-by-line coding of the thirty examiners’ comments in the five paired
comparison clusters, the coded concepts were then compared and collated with one
another; similar concepts were grouped into categories. As the concepts in the same
category are similar in nature and describe one specific aspect of the student
interpreters’ performance, the conceptual category can be regarded as a
multi-dimensional assessment criterion (see reviews in 2.1, p.18-29, regarding the
multi-dimensional perspectives on interpreting quality assurance) which contains finer

aspects of judgement. The number of categories, i.e. assessment criteria, is much
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smaller than the number of concepts, which makes it easier to analyse their relationships
in the assessment process.

Taking the concepts in Tables 5-1 for example, some are more related to describing
the way the student interpreters deliver the messages, such as voice, pace, fillers, calm,
confident and hesitations. These concepts can be grouped and referred to as the
“presentation and delivery” category. Therefore, an assessment criterion is identified as
Presentation and Delivery, which consists of different conceptual properties (i.e.
different aspects) that describe how the student interpreters are being assessed in terms
of the presentation and delivery of the interpreted messages.

There are other concepts that comment more on the fidelity and completeness of
the delivered messages, such as translating the numbers wrongly, translation errors,
omissions and confusion. This type of concept can be sorted into another category and
called Fidelity and Completeness category, i.e. another assessment criterion, which also
contains different aspects for judgement when using this criterion.

There are, of course, more than two conceptual categories. All the concepts
identified from the thirty examiners’ comments were collated and sorted into different
categories by using the processes explained above; ultimately, six conceptual categories
emerged. They are: Presentation and Delivery, Fidelity and Completeness, Audience
Point of View, Interpreting Skills and Strategies, Foundation Abilities for Interpreting
and Examiner Behaviour.

The first five categories can be regarded as the assessment criteria, on which the
examiners based their judgements. However, the last category — Examiner Behaviour —
is not an assessment criterion. The concepts in this category can be regarded as factors
that may influence the judgement process, which will be presented and analysed in
Chapter 6. This chapter presents the five assessment criteria that emerged and discusses

their conceptual properties to understand how the examiners used them.
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5.2 Presentation and Delivery

Table 5-2 Conceptual properties of Presentation and Delivery

Super Examiners

Concepts of the Presentation and Delivery Category

PCC1

PCC2

PCC3

PCC4

PCC5

Accent, coherence, transitions, comfortable to listen to, control of breathing,
sigh (microphone usage), tones, pleasant, sweet, concise, convincing, not
hesitant, with deliberate steps, disconnected sentences, focused/unfocused,
idiomatic, unidiomatic usage, word choice, word order, regional usage,
diction, pace, rhythm, tempo, fluency, slow, fast, fluent, mumbling, pauses,
rendition, polished, literal rendition, simple expression is better, voice quality,
nervousness, tense, steady, high pitch, sound tired, natural voice quality

Accent, poor breathing control, microphone usage (too far away), calm, panic,
excessive fillers, not confident, nervous, sighs even before the interpretation
began=lose credibility, diction, word choice — regional usage, lack of
vocabulary, wordiness, clear and logical, more organised, transitions, vague
delivery, concise rendition, not polished enough, expressions, fragmented
Chinese, even, steady pace, not rushed, better delivery, get stuck, not fluent,
Chinese not good enough, warm-up longer, dangling sentences, jerky
delivery=incomplete sentences

phonology, clear voice, accent, intonation, short of breath, panic, nervous,
confident, not convincing, regional choice of words/expressions, cliché,
wordiness, need to improve business terms, tempo, rhythm, blank delivery,
pauses, steady, slower pace, dragging, more comfortable to listen, concise
delivery in a positive way, keep to the speaker’s delivery style

voice projection, immature tone, annoying intonation, calm, nervous,
confidence, convincing, steady, uneven pace, hesitation, fluent, stammer,
rhythm, fillers, vague delivery, sloppy, not concise enough, word choice
difficult to understand, unclear, incorrect expression, delivery too poor to
understand, incomplete sentences, translates half,

voice, pace, pronunciation, booth manner, nervous, unsteady, convincing tone,
word choice, usage of terms, excessive fillers, clear, vague delivery,
understandable, difficult to understand, serious interference in delivery, steady
performance

Table 5-2 shows the concepts in the Presentation and Delivery category. In this

category, the examiners made various references to the way student interpreters

presented and delivered the messages (hereafter the Presentation and Delivery criterion).

As simultaneous interpreting does not require interpreters to speak directly to the

audience, the term Presentation here refers to the interpreters’ vocal presentation rather

than their public speaking presentation; the term Delivery refers to any other concepts

that come hand-in-hand with the vocal presentation, which predominantly relate to the

interpreters’ language usage, or the texture of the target language output.
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5.2.1 Three dimensions of the Presentation and Delivery criterion

Table 5-2.a Dimensions of Presentation and Delivery

Criterion Dimensions Conceptual properties

Accent, comfortable to listen to, control of breathing, sigh
(microphone usage), tones, pleasant, sweet, convincing, not
hesitant, pace, rhythm, tempo, fluency, slow, fast, fluent,
mumbling, pauses, voice quality, nervousness, tense, steady,
high pitch, sound tired, natural voice quality, phonology, clear
voice, intonation, short of breath, panic, nervous, confident,
not convincing, more comfortable to listen, booth manner,

acoustic

idiomatic, unidiomatic usage, word choice, word order,
regional usage, diction, rendition, polished, diction, word
choice — regional usage, lack of vocabulary, wordiness,
Presentation word/phrase usage  expressions, Chinese not good enough, regional choice of
words/expressions, cliché, wordiness, need to improve

and .
business terms,

Delivery

coherence, transitions, concise rendition, with deliberate
steps, disconnected sentences, focused/ unfocused, literal
rendition, simple expression is better, excessive fillers, sighs
even before the interpretation began=lose credibility, clear
and logical, more organised, transitions, vague delivery, not

Flow of information polished enough, fragmented Chinese, steady pace, not
rushed, better delivery, even, get stuck, not fluent, warm-up
longer, dangling sentences, jerky delivery= incomplete
sentences, tempo, rhythm, blank delivery, pauses, slower
pace, dragging, keep to the speaker’s delivery style, serious
interference in delivery

Through further comparisons and a focused coding of the concepts within the
concepts in Table 5-2, three dimensions of the Presentation and Delivery criterion
emerged: the acoustic dimension, the word/phrase usage dimension, and the flow of
information at sentence level. In other words, when the examiners form their
judgements on this dimension, they pay attention to at least these three different aspects
of the student interpreters’ performances. With some variations in the conceptual
properties, all five clusters of examiners’ comments reflected the three dimensions of
the interpreters’ presentation and delivery. Table 5-2.a illustrates how the conceptual

properties were sorted into the three dimensions of Presentation and Delivery.
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The acoustic dimension

The concepts in this dimension are perhaps the first that examiners notice when
they listen to an interpreter’s performance. On the acoustic dimension, an examiner
hears the pitch and tones of the interpreters’ voice and forms a first impression, such as
sweet or “girly” voices. This acoustic impression further extends to various vocal

expressions, such as hesitation, nervousness, tiredness, and even sighing in frustration.
The word/phrase usage dimension

On the word/phrase usage dimension, an examiner notes the idiomatic usage of the
target language, such as terms, idiomatic expressions, regional usage, and the rendition
of the message. Where the delivery of the message is unpolished or too literal, the
judgements tend to be negative. For example, some examiners made comments like this:
“Her accent is from Mainland, if she is interpreting in Taiwan, the audience may not be

2155

used to it” 7, and “Her Chinese [interpretation] usage sounds very natural, [which] was

not influenced by English®*”.
Flow of information at sentence dimension

On the third dimension, examiners focus on the flow of information within and
between sentences. Generally speaking, concise and simple expressions delivered at a

steady and fluent pace are preferred, such as the flowing sample comment in Table5-1:

Her voice is sweet; her pace is steady stable without suddenly picking up speed or
slowing down. She seldom has excessive long pauses, and has less meaningless,

empty fillers.

When reviewing the linguistic standards for conference interpreting, Hartley points out

1 Source text in Chinese: il I35 PR A AL KB, 7E G V8 B0 A 55 87 5 S sl vl RE A5 1 .
2 Source text in Chinese: fiftff) o FFE B ARIR E 4R, 1% A T2,
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that “making a sequence of sentences operational” (both cohesive and coherent) is
important to simultaneous interpreting (Hartley et al., 2004), a view consistent with the
findings here. Examiners attend to how well student interpreters make sense groups or
messages clear within and between sentences, such as by using cohesive linguistic
devices, transitions, and the logical progression of the way the messages are delivered,
or, as one of the PCC1 examiners’ commented “conveying with a measured tread” (1%
S RIE ).

If there is a combination of positive comments across the above three dimensions
of presentation and delivery the interpretation is more pleasant, convincing and

comfortable to listen to, and the judgement will be more positive, and vice versa.

5.2.2 Variations in applying the Presentation and Delivery criterion

The five clusters of examiners shared the three dimensions of the Presentation and
Delivery criterion. Nonetheless, in examining the interview data, it was noticed that the
PCC1, PCC3 and PCCS5 examiners’ comments appeared to be more evenly distributed
between the three dimensions; whereas the PCC2 and PCC4 examiners seemed to be
more emphatic when commenting on the third dimension with more frequent
references™ to the importance of being fluent in delivering the interpretation, and to
how difficult or easy it was to understand the delivery. They emphasised that the ideal
interpretation delivery should be clear, logical and organised, the transitions smooth and
the flow of messages fluent at a steady and even pace. A concise rendition is preferred,

not wordiness.

2 The frequency of the references to concepts does not show in the table. The concepts in the table only
represent various observations on the students’ performances. One concept may appear in the table once,
but may be mentioned by the examiners on many occasions. The statement “more frequent references”
here is based on the researcher’s observation when examining the interview data.
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The examiners also made various links between delivery and other criteria.
Concepts such as “vague delivery” and “fragmented Chinese” are examples of links to
fidelity and completeness. Deliveries that are “jerky” or have long pauses imply that the
sentences are incomplete, and the messages may also be incomplete because they are
too poorly delivered to be understood, which echoes Schjoldager’s argument (2.4.2.c)
regarding the importance of the delivery criterion. Some examiners also commented
that the interpreter should try to follow the speaker’s style of delivery, otherwise, the
intended message may not be fully conveyed. It seems that these links between the
delivery and presentation criterion and the fidelity criterion mean the two criteria cannot
be completely separated. They need to be considered in relation to each other.

In addition, one student interpreter made a loud sigh at the beginning. This sigh
prompted a comment that an audience would lose confidence in this interpreter, i.e. a
link between the Presentation & Delivery criterion and the Audience Point of View
criterion. The link between personality and interpreting delivery was also mentioned,
such as getting into panic easily and having an “immature tone.” This link is related to
the criterion of Foundation Abilities for Interpreting (5.6) about the aptitude for being
an interpreter.

Given the above variations of focuses, such as PCC2 and PCC4 on dimension three,
and the links in the criterion’s conceptual properties to the other criteria, it appears that
different super-examiners formed their judgements in slightly different ways from one
perspective to another. This is in line with the multi-dimensional perspective on the
quality assurance of interpreting that was reviewed in 2.1.2, which may be an indicator
for further exploration of the reasons for the fluctuations of the individual examiners’

judgements observed in Chapter 4.
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5.3 Fidelity and Completeness

Table 5-3 Conceptual properties of Fidelity and Completeness

Super Examiners

Concepts of the Fidelity and Completeness Category

PCC1

PCC2

PCC3

PCC4

PCC5

content accuracy, numbers/figures, terms, significant point, jest, keep to the
theme, meaning errors, mistranslation, slip of tongue, omission, incomplete
sentences, fragment, over-translation, more information, fabrication, intention
of the speaker, greetings, introduce company/product; context, make sense,
context of numbers, inconsistent context, message weightings, different levels
of fidelity, numbers important for business interpreting, consistency, stable,
steady, focused/unfocused

content accuracy, accuracy rate, abandoned messages, incorrect messages,
missed key words, numbers, complete, level of fidelity=at least something
rendered, minor/major errors, different consideration in different exams,
information in the beginning not important, missed a lot but luckily not
important messages, incomplete but got the main idea, making up stories,
completely the opposite meaning, package four levels of messages, basic
mistakes, message rendered ok but meaning a bit different from the source,
numbers important to business meetings, gave more information, no context,
unclear context, clear/unclear message, vague but no obvious mistake,
frequency of mistakes, got the point but rendition not polished enough,
combine sentences=change meanings, too many small mistakes=cannot keep
listening, message too vague, jerky delivery=incomplete sentences, function
of the speech act: greeting vs. information, peer-referenced -criterion
(experienced interpreter, market), preparation could remedy lack of company
background knowledge,

accuracy, missed numbers, missed the greetings, names and titles, wrong
company product, key words, comprehensive, complete/incomplete sentences,
fragmented content, message closer to the speaker, syntax, semantic, deeper
layers of meaning, no focus, slip of tongue, messy logic, error in logic,
numbers jumbled up, no context, fabrication, add stuff, different criteria
weightings, accuracy cover rush delivery,

lost messages, missed more things, mistranslation, not serious mistake, serious
mistake, incorrect numbers, incomplete sentences, , almost all wrong, get the
gist, talking nonsense, logical problem, fabrications, context did not add up,
only translate half, missed a lot, prefer omissions than errors, more complete
more errors, lost a lot of messages but less errors

incorrect numbers/translation, completely wrong, missed something, more
complete, the opposite meaning, mistakes, missed the theme, did not get the
meaning correctly, message no focus, incoherent, coherent logic between
sentences, all very vague, vagueness is worse than omission
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Table 5-3 shows the concepts that are related to faithfulness and accuracy of the
messages conveyed by the interpreters in relation to the source speech, grouped
according to their mention by the five super-examiner clusters. These concepts are at the
core of quality when assessing interpreters’ performances (2.1, 2.2). The concepts in this
category refer to similar things, but interpreter trainers, professionals and users of
interpreting service appear to use the terms in various ways when describing this
assessment criterion (Hartley et al., 2004). For example, among other things, the term
accuracy seems to be mentioned more often than the term faithfulness due to the “moral
overtones” of the latter (ibid: 10-11). Other terms are also used by different researchers,
such as sense consistency (Kurz, 2001; Moser, 1995) or loyal/disloyal (Schjoldager,
1995). Gile used the term fidelity when discussing the concept and its principles in both
interpretation and translation (1995: 49-74), which encompasses a wider spectrum of
considerations on the quality of the process when rendering messages from the source
language into the target language.

Considering the above, therefore, this study will adopt Gile’s choice of the term,
and use Fidelity (the quality of faithfulness) and Completeness (of sentence structure

and messages) when referring to the concepts in this category, or assessment criterion.

5.3.1 Three main properties of the Fidelity and Completeness criterion

Through recursive comparisons of the concepts collated in Table 5-3, it was found
that the examiners’ attention mainly focused on three main conceptual properties:
content accuracy, speaker intention, and contextual consistency, albeit with some
variations of focus. Table 5-3.a below shows how the conceptual properties in the
Fidelity and Completeness are sorted into the three main dimensions of this assessment

criterion.
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Table 5-3.a Dimensions of Fidelity and Completeness

Criterion Dimensions Conceptual properties

content accuracy, numbers/figures, terms, meaning errors,
mistranslation, slip of tongue, omission, incomplete
sentences, fragment, over-translation, more information,
fabrication, consistency, stable, steady, focused/unfocused,
incomplete but got the main idea, accuracy rate, abandoned
messages, incorrect messages, missed key words, numbers,
complete, level of fidelity=at least something rendered,
minor/major errors, making up stories, completely the
opposite meaning, basic mistakes, message rendered ok but
meaning a bit different from the source, vague but no obvious
mistake, frequency of mistakes, got the point but rendition
Fidelity not polished enough, combine sentences=change meanings,
too many small mistakes=cannot keep listening, message too
vague, jerky delivery=incomplete sentences,

Content accuracy

and

Completeness o o ) )
significant point, jest, keep to the theme, intention of the

Speaker intention speaker, greetings, introduce company/product, function of
the speech act: greeting vs. information,

make sense, context, inconsistent context, no context, unclear
context, clear/unclear message, different levels of fidelity,
message weightings, context of numbers, numbers important

Contextual for business interpreting, different consideration in different

consistency exams, information in the beginning not important, missed a
lot but luckily not important messages, package four levels of
messages, peer-referenced criterion (experienced interpreter,
market),

Content accuracy

In this conceptual property, an examiner points out the obvious mistakes that the
interpreters make, such as numbers, terms, distortions, meaning errors, omissions, and
over-translations. Among the various mistakes, examiners hold the view that
fabrications or “making up stories” are the most serious. Comment 1 below illustrates

this view point.

Comment 1 (translation)’*: To me, D gave me a worse impression at the

beginning part. She did not get the main ideas from the speaker. However, she still

**Comment 1 in source text Chinese: FAH D $fIRARER, 44T EI G b 22 1) st A& A 76 BT FA0 358470
Ay HTTH — B UG SR At AR 25 AR R 0 M R B YT, i B AR AR — Le v, T BLARAs
SHEAZIE, fhHRFE assured (I REEEER AR A0, B /\F TR HEN RS SR ERIER, 7
A SR RAEF E A, IREFIEL, MO TR A RE, ERMMAS R
(ESERSSOIRElINE- =1
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tried to say something and made up a convincing story. What worries me most is
her assured attitude when she could keep saying things that were totally irrelevant
to what the speaker said. The audience might not be aware of the difference, but
from the perspective of an interpreter teacher, I feel that this type of interpreter is

the most horrible one.

Usually the examiners would attribute this kind of mistake to the interpreters’ poor
listening comprehension and to their lack of good simultaneous interpreting skills and

strategies, i.e. links to other assessment criteria.

Speaker intention

The second main conceptual property in this category is about being consistent
with the speaker’s intention. This concept also appears in Hartley’s peer-assessment grid
under the item of “rhetorical force” which includes intention and emotion, the former
being the speaker’s speech act and the latter the attitude of the speaker (2004: 23).

In this study, however, the speaker’s emotion was not mentioned by the examiners.
This might be because the speech used in the study was the first three minutes of a
formal speech in a business meeting and the speaker used a neutral and non-emotional
tone. Therefore, the subject examiners only focused on the speaker’s speech-act and the
factual information, such as giving greetings, purpose of the trip, and company
introduction. Examiners consider these as being faithful to the speaker. Hence a part of

the Fidelity and Completeness criterion.

Contextual consistency

Contextual consistency is the third area to which the examiners’ referred. The
examiners hold the view that if the messages are inconsistent with the context, they

would not make sense, and the audience would be confused. This echoes the third level
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of the Presentation and Delivery criterion, which emphasises the fluent and logical
delivery of the messages (5.2.1).

However, there is a distinction: the Presentation and Delivery criterion pays
attention to how the interpreters use linguistic devices to make the sentences operational,
whereas the Fidelity and Completeness criterion looks at the contextual or factual
consistency of the messages. In other words, the former relates to the form of words and
the latter to the consistency and meaning of the words in relation to the source speech
messages. It is not just the errors in individual messages that concerned the examiners,
but also the consistent context of the interpreters’ messages in relation to the source
speech messages.

Comments 2 and 3 below illustrate the point. An interpreter may be able to
interpret fluently and confidently with “accurate” numbers or terms, but if they are out
of context and the messages are inconsistent with the source speech, the interpretation

will still confuse the audience.

Comment 2 (translation)™: The first interpreter A (Ally), she got the number
about the international market share, but then she said 90% without a clear
reference to what it was about. So the audience might be a bit confused. It was
35% to 40%, why 90% now? Interpreter B (Beth) got both numbers wrong. The
two numbers were totally wrong. The third number is the turnover, the company’s
turnover last year. Both students didn’t get the figure and both got it wrong. I
mean, it’s not so much as in getting the numbers wrong, but in the key point that
they got the context of the numbers wrong.* One said about spending, the other
said about the profit in the US. Both were wrong.

*Italics are the researcher’s added emphasis.

* Comment 2 in source text Chinese: A W2 FifTfi 55 —1, FEBEETIGAEH KA EE T 2IE T, H
A& PR ER T — 1 90% HIE (¥ 7 We AV A mi s 28 2R AT, B DUER v Re A — Bl i, )
MR 35%F 40%, ZftEE N EE AL 90%. B IS MM 5% & 7ERE W B IR iR e L ERER 88 1, 12
MBF AR T . B =R MM A turnover Z24E 1K) turnover, MIAESR AR, 1 H M
ERIERRSE 1, WS REN HFRINEE NN, NN TS EFHT L T XA 5
T —EERAIE T 2 /088, AR T 208, EWEAERES T .
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Comment 3 (translation)®®: Usually the (interpreter’s) first sentence is very
important. What was her interpretation of the first sentence? [...] She said
something like people from the academic field [...]. However, the speaker did not
say anything about the academics. In this way, [...] making up things with a big
gap like this will cast doubts in the mind of the audience, wondering [...]: was the
previous interpretation wrong? Or is the current interpretation not right? Therefore,

it was not handled well here.

Comment 3 also shows how an examiner, or a user of the interpretation service, may
look at the contextual accuracy beyond the more obvious examples of numbers and
terms. It is out of the context of a business meeting to mention academics; a reference
the speaker did not make in the first place. The important thing in the mind of the
examiner is that the interpretation needs to be linguistically cohesive and contextually
coherent so the messages can be successfully conveyed and received across the

language barriers.

5.3.2 Different levels of importance in fidelity

Just as in the Presentation and Delivery criterion (5.2.2), there are variations
among the examiners in the ways they described the three different areas of conceptual
properties in the Fidelity and Completeness criterion. In terms of the variations between
the super examiners, all five clusters of examiners share similar conceptual properties,
but the examiners’ comments in PCC1, PCC2 and PCC3 are more similar to one another
with a clear distinction between the three areas. PCC4 and PCC5 examiners’ comments

seem to be more related to the third area of contextual consistency.

** Comment 3 in source text Chinese: %A IHHF R EE, 5 AR E? [LREZRL.IN
N, AR ERE A A sl R A e WA R AMRiER T, [ ESRE, PR
FUGIEEEE &, AR, [-] R ATEIRERIES, BRI MERERRS . PrClE My EIEE A2
R4t
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Some examiners pointed out that there are “different levels of fidelity”, i.e. the
examiner regarded different messages as having different levels of importance in the
communication process. For instance, an error caused by a slip of tongue during
interpreting may be forgivable when compared with a mistake that results from
misunderstanding of the source speech.

Another example is the interpretation of numbers. They may not need to be 100%
exact in a general discourse, but they must be reasonably accurate so that the messages
carried by the numbers are not distorted or missing. Also, it is considered to be more
serious to get the numbers wrong in a business meeting than in a non-business meeting
where an approximation may suffice.

Examiners also talked about errors as major ones and minor ones. A PCC2-type
examiner, for example, appears to comment more frequently on content accuracy. PCC2
examiners not only looked at the number of errors, but also considered the types of
mistakes, including describing them as significant or insignificant errors. Content
accuracy seems to be the more dominant conceptual property for a PCC2-type examiner.
Comments 4 and 5 below made by two individual examiners in PCC2 are presented to

illustrate this point.

Comment 4 (translation)®’: If I were to hire an interpreter, I would pick B
because B only has minor mistakes. C is good overall, but she made several major

mistakes that shouldn’t have happened. She made mistakes in key areas.

Comment 5 (translation)*®: I felt that C processed very quickly and her rendition
was simple and concise without major omissions of information. Of course both

had some errors on numbers but C’s errors were more minor.

" Comment 4 source text in Chinese: 1 RKEF IEE NS, WEEB, KA B RA/NER. H
#& Coverall #RRUF, WU&A R FE AR EZS I Ty, BSE M R bt &%

* Comment 5 source text in Chinese: C F & 3l sz FEAF AR5 B, SR1Z B0 A ) A B PE L, ¥R AT IR
KEERARIER . B IR A EET AR SR 2, (H2& C RRE N,
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These two comments explicitly distinguish messages and errors as major ones and
minor ones; so, the examiners clearly have different levels of fidelity in mind regarding
the messages to be interpreted.

Apart from the above distinctions, Comments 4 and 5 also reveal a discrepancy in
the judgements of the students’ performances. Comment 4 indicates that Cherry made
some major errors but Comment 5 says that Cherry processed the information quickly
and delivered it in a concise way without major omissions. The errors and omissions
mentioned in the comments may or may not relate to the same messages in the
interpretation, but this discrepancy shows that there may be more to explore to
understand how examiners use the criteria to assess student interpreters.

In addition, some examiner behaviours were noted that might affect how a mark
would be assigned using the Fidelity and Completeness criterion. For example,
examiners speculated on the student interpreters’ use of strategies that might have
resulted in the success in or failure to conveying the messages at different fidelity levels.
At times, the speculation was that the use of strategies may create future problems but
that the problems were not evident in the observed performances. The factor of

examiner behaviours will be discussed in more details later in Chapter 6.
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5.4 Audience Point of View

Table 5-4 Conceptual properties of Audience Point of View

Super Examiners Concepts of the Audience Point of View Category

gain audience's confidence, warm-up fast, delivery impact, more comfortable
to listen, willing to keep listening (meaning doesn't really matter), expect to be
like a professional, beginner/in-training, unprofessional girlish fillers,
breathing control, sigh (microphone usage), concise, consistent and coherent

PCC1 speech, transition, confuse audience, fragmented, idiomatic usage, regional
usage to target audience, diction, pace, fast=nervous, slow=relaxed, pace,
rhythm, tempo, fluency, slow, fast, fluent, mumbling, pauses, polished=easy to
understand, unfocused, faithfulness to SL, introduce company product,
purpose of speech, can get more messages

less confidence if pauses are long, word choice more suitable to local
audience, sound more fluent, sighed before the interpretation began=loss
credibility, audience wouldn’t know that it’s fabrication if the delivery is good
but teachers would, startle the audience by saying something out of the
context, can follow the interpreter better (less errors and omissions due to
overlapping), more clear and logical from the audience point of view,
interpreting is service industry=can’t make the audience nervous when
listening, audience would feel more comfortable to listen, alternate point of
view: teacher, examiner and audience, gave a sigh even before the
interpretation began=loss credibility, ]
feel pressure / no pressure, nervous interpreter makes nervous audience, can
hear and understand more clearly, more comfortable to listen, keep the
PCC3 audience waiting, prefer interpreter to keep talking, disparity between the
source text and target text in terms of the number of words rendered, numbers
very important to business users, pragmatics ]
more comfortable to listen to, “pollution” in target language, could not bear to
listen, up-and-down intonation makes the audience tired of listening, difficult
to continue listening, poor delivery difficult for the audience to understand,
make people confused, more convincing, lose credibility, examiner point of
view: FC outweighs PD, no credibility, very tired of listening to her so did not
get the content,

PCC2

PCC4

convincing tone, does not make people nervous, the audience wouldn’t
understand, understandable, can get some information, uncomfortable
PCCS pronunciation and excessive fillers, feel serious interference, mainly consider
the audience’s perceptions, delivery is more important than accuracy — more
from audience point of view

The third conceptual category is Audience Point of View with the conceptual
properties shown in Table 5-4. This criterion’s conceptual properties overlap
substantially with those in the Presentation and Delivery criterion, and most of the

overlapping properties are related to the texture of the target language and the way the
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interpreters controlled their voices. The examiners specifically stated that they were
commenting from the audience’s point of view (see Comment 6 in 5.4.2 below). This
may be because these conceptual properties are those that may be easily detected by the
audience even without understanding the source language.

Some concepts in this category are also linked to Fidelity and Completeness. This
is mainly because the audience would not be convinced and continue to listen if the
interpretation does not provide credible information to help understand the proceedings

at conferences or meetings.

5.4.1 Two requirements from the audience’s point of view

The conceptual properties in this criterion are those that the examiners required of
the student interpreters to satisfy the audience and fall mainly into two areas: first, to
gain the confidence of the audience, and second, to deliver the speaker’s message at an
acceptable level of faithfulness, so the audience can keep listening to the interpretation.

Table 5-4.a presents how the conceptual properties are sorted into the two requirements.

Gain the confidence of the audience

Examiners hold the view that in order to gain the audience’s confidence, the
interpreter needs to warm-up fast and get into the SI working mode immediately the
speech starts. The audience would expect to hear a voice that is professional; the
interpretation needs to be concise and coherent, the delivery fluent, natural, and friendly
so they can be easily understood. This view echoes Schjoldager’s argument that the
interpreter’s choice of language needs to be adequate and the interpretation needs to be
coherent; otherwise, the audience may get irritated and lose interest in the messages, in

which case the interpreter’s other qualities are irrelevant (Schjoldager, 1995).
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Table 5-4.a Requirements of Audience Point of View

Criterion

Requirements

Conceptual properties

Audience

Point of View

Gain confidence

gain audience's confidence, warm-up fast, delivery impact, more
comfortable to listen, willing to keep listening (meaning doesn't
really matter), expect to be like a professional,
beginner/in-training, unprofessional girlish fillers, breathing
control, sigh (microphone usage), concise, fragmented, idiomatic
usage, regional usage to target audience, diction, pace,
fast=nervous, slow=relaxed, pace, rhythm, tempo, fluency, slow,
fast, fluent, mumbling, pauses, polished=easy to understand, less
confidence if pauses are long, word choice more suitable to local
audience, sighed=loss credibility, more clear and logical from the
audience point of view, interpreting is service industry=can’t
make the audience nervous when listening, alternate point of
view: teacher, examiner and audience, feel pressure / no pressure,
nervous interpreter makes nervous audience, keep the audience
waiting, prefer interpreter to keep talking, “pollution” in target
language, could not bear to listen, up-and-down intonation makes
the audience tired of listening, difficult to continue listening, more
convincing, uncomfortable pronunciation and excessive fillers,
mainly consider the audience’s perceptions, delivery is more
important than accuracy — more from audience point of view

Faithful delivery

consistent and coherent speech, unfocused, faithfulness to SL,
introduce company product, purpose of speech, can get more
messages, audience wouldn’t know that it’s fabrication if the
delivery is good but teachers would, startle the audience by saying
something out of the context, can follow the interpreter better
(less errors and omissions due to overlapping), can hear and
understand more clearly, disparity between the source text and
target text in terms of the number of words rendered, numbers
very important to business users, pragmatics, make people
confused, lose credibility, examiner point of view: FC outweighs
PD, no credibility, very tired of listening to her so did not get the
content, the audience wouldn’t understand, understandable, can
get some information, feel serious interference,

Faithful delivery of speakers’ messages

In spite of the above arguments, Schjoldager emphasized that a disloyal interpreter

is unprofessional (ibid). The Audience Point of View criterion observed here also

requires an interpretation that carries an acceptable level of faithfulness. But how can

someone who does not understand the source speech, a real audience member for

instance, distinguish whether or not the interpretation is faithful?

The examiners pointed out that although the audience may not understand the

source language, they may still be able to sense that something is wrong or missing in
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the interpretation. For example, the interpretation does not match with known facts or
violates common sense, or the amount of information gained from the interpretation
seems inadequate to make sense of what the speaker is saying. From this perspective,
the audience may get an idea of whether or not an interpreter’s interpretation output is
complete and faithful to the source speech. Previously in 5.3.1 the contextual
consistency was discussed as one of the conceptual properties in the criterion of Fidelity
and Completeness. Any out of context interpretation is likely to alert the audience, or
even make it difficult for the audience to follow. All these may raise doubts in the minds

of the audience, making it more difficult for them to keep listening to the interpreter.

5.4.2 Natural delivery vs. faithful interpretation

Most examiners in the five clusters agree on the need to consider the audience’s
point of view, but as in the previous two categories, there are some variations in the
examiners views. Interpreter examiners in PCC3, PCC4 and PCCS5 tended to emphasise
the Audience Point of View criterion much more than the examiners in PCC1 and PCC2
did, stressing that interpreting is a service industry; therefore, it is important to make the
interpretation clear, logical and audience-friendly. Some examiners were insistent on
these audience needs. In order to make the point clear they even commented that
meaning does not really matter because the audience do not understand the source
speech. Comment 6 below illustrates this point of view.

Comment 6 (translation)”: I feel that as an audience member first of all you

listen to the interpretation...the main prerequisite for the audience to use the

interpreting service is that the (interpreted) message must be understandable. [...]

¥ Comment 6 in source text Chinese: T8 15— F <7 A FEWE, VR4 56 ZHE 152, Al A8 2 11 REAR
BRI, MR — e Ee S, [ )RR EB R IA T LIEE .. A
BREFE ARG E RS MRS, Bk — e BTSSR o E i T, S ri.
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assuming that I’'m in the audience and I won’t listen to the source speech...it
doesn’t matter if the messages are in line with the speaker’s messages or not, first

of all I must understand them so that I will keep wearing the headset and listen.

In other words, some examiners hold the view that delivery is more important than
accuracy, that the “feeling” or perception of the customers, i.e. the audience, should be
most important when considering the quality of interpreting. From their work
experience in the market, for example, they realised that what is regarded as important
by the interpreters themselves actually may not be as important to the audience. If the
interpreter sounds fearful and unsure, that may be worse than an interpretation that may
contain some small errors but is very convincingly delivered.

Of course, it is another matter if the message is completely different from what the
speaker says. In arguing for the importance of delivery in interpreting, however, the
above view takes Schjoldager’s (1995) argument one step further and from the audience
point of view puts more weight on the Presentation and Delivery criterion than the

Fidelity and Completeness criterion (also see 6.4).

5.4.3 Alternative perspective

There is another interesting concept (or examiner behaviour) in this conceptual
category — an alternative perspective when assessing interpreting performances. An
examiner may shift the point of view from teacher examiner to audience examiner. The

following two comments illustrate this alternative perspective.

Comment 7 (translation)*’: Her fluency was really great, but [...] I totally cannot

accept the accuracy. [...] It depends on the perspective that we take as an

" Comment 7 in source text Chinese: fthiit#5 & FL AL ARIE, T/2[-++] accuracy & H 114 56 4= W I
Bz, [ 1ERRE A evaluator FAMZ BB S 2k G . a1 RIRAMTZLE evaluate S22 R B
A, FRAUEIEIE Ao B R W R TR R ) M FE ARG, FREIEEE C.
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evaluator to look at the students’ performances. If we are evaluating a student’s
performance, I will choose A. But if I am making the choice from an audience

perspective, I will choose C.

Comment 8 (translation)®': I felt that...actually when I first listened my mindset
was a bit like a teacher examiner in a professional exam panel assessing the
student interpreters. [...] However, later I found that some of them...you couldn’t
tell much difference from their content accuracy. Therefore, I could only do the

next thing I could, that is, to simply compare from the audience point of view.

Comments 7 shows that the examiner clearly regards the delivery criterion as more
closely related to the view of the audience and the fidelity to that of an evaluator, i.e. an
examiner. Therefore, the assessment was conducted with two perspectives; the examiner
had to decide which was the more important. In this case, accuracy took priority. In
Comment 8, however, the examiner could not distinguish the students’ ability levels
using the primary criterion, i.e. Fidelity and Completeness, so the judgement was made

using the secondary criterion, i.e. from the audience’s point of view.

3! Comment 8 in source text Chinese: L& &5 H B —PIMATEAH IR & 25 IA — B2 LR/
RS B E ) AL RETEHE,  [--] MR TEA AN, VRIE BATEAL R N A ERE R
MR 2 iRl FREIS IR A REIR R IFLR, B Al 18 B 1) AR B A fi L g
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5.5 Interpreting Skills and Strategies

Table 5-5 Conceptual properties of Interpreting Skills and Strategies

Super Examiners

Concepts of the Interpreting Skills and Strategies Category

PCC1

PCC2

PCC3

PCC4

PCC5

not influenced by source text, paraphrasing, use simpler expressions,
approximation of numbers, omissions and correction (when encountering
difficulties), summarise, use of visual aid, multi-tasking, know how to
distribute efforts, Ear-Voice Span (EVS) range/lagging, short-term memory,
speed/pace control,

resourcefulness, summarising skills, concise rendition, package different
levels of messages, paraphrasing = combine sentences = change meanings,
abandon sentences midway not good, self correction, skipping, would rather
omit, make up a story, use more neutral statement/expression, say something
irreparable, background knowledge support, not sensitive enough in business
context, use/not use key words, misuse the slides, anticipation, multi-tasking,
overlapping, shorter EVS and sentences, filtering messages, fast
processing/translation speed, keep up with the speaker, good timing, good
segmentation of sentences/meaning groups, short warm-up time=better skill,
not enough processing time, couldn’t deal with more complicated messages
with strategy, couldn’t deal with numbers,

Keep up with the speaker, try to translate every word, semi-SI, approximation
of numbers, follow the content more closely, summarising, short and
condensed, poor multi-tasking, preparation skill, do homework, preparation,
background knowledge supports effective delivery, syntactical conversion,
message filtering, guessing, paraphrasing, skip, read, ask, rather omit than
error, approximation,

self-correction, keep up with the speaker, summarising, condense the message,
fall too far behind the speaker so lost the messages, prefer omissions than
errors, guessing with the few words she understood

correction, connecting messages, on-site resourcefulness, making judgement,
summary

Examiners also commented on the interpreters’ use of strategies. Better strategies

normally lead to better interpretation outputs. Therefore, some examiners regard this as

an indicator of the level of the students’ training and abilities in interpreting, and they

take account of the use of interpreting skills and strategies to help them make decisions

when comparing the students. Table 5-5 presents the concepts in the Interpreting Skills

and Strategies category.
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5.5.1 Two types of Interpreting Skills and Strategies

In general, examiners in the five clusters share similar concepts in regard to the use

of interpreting skills and strategies, though the variations between the clusters are

obvious in terms of the amount and detail of the concepts. The skills and strategies that

examiners observed fall mainly into two types: resourcefulness and multi-tasking (Table

5-5.a).

Table 5-5.a Types of Interpreting Skills and Strategies

Conceptual properties

Criterion Types
Resourcefulness
Interpreting
Skills
and
Strategies

on-site resourcefulness, not influenced by source text,
paraphrasing, use simpler expressions, approximation of numbers,
omissions and correction (when encountering difficulties),
summarise, use of visual aid, resourcefulness, summarising skills,
concise rendition, package different levels of messages,
paraphrasing = combine sentences = change meanings, abandon
sentences midway not good, self correction, skipping, would
rather omit, make up a story, use more neutral statement/
expression, say something irreparable, background knowledge
support, not sensitive enough in business context, use/not use key
words, misuse the slides, anticipation, try to translate every word,
approximation of numbers, short and condensed, preparation skill,
do homework, preparation, background knowledge supports
effective delivery, syntactical conversion, guessing, paraphrasing,
skip, read, ask, rather omit than error, approximation, connecting
messages, guessing with the few words she understood

Multi-tasking

multi-tasking, know how to distribute efforts, Ear-Voice Span
(EVS) range/lagging, short-term memory, speed/pace control,
overlapping, shorter EVS and sentences, filtering messages, fast
processing/translation speed, keep up with the speaker, good
timing, good segmentation of sentences/meaning groups, short
warm-up time=better skill, not enough processing time, couldn’t
deal with more complicated messages with strategy, couldn’t deal
with numbers, Keep up with the speaker, semi-SI, follow the
content more closely, poor multi-tasking, message filtering,
making judgement, correction,

Resourcefulness

Being resourceful, the interpreter can use various skills and strategies, such as

paraphrasing, summarising, approximation of numbers, to make the message transfer
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smooth and easy to understand, which are more related to the language proficiency
skills. A competent interpreter can also make use of any visual aids provided to help
with understanding the source speech. When encountering difficulties, the interpreter
may opt for the reduction strategy or omissions; when realising that a mistake has been
made, the interpreter may self-correct where appropriate.

Other skills and strategies include preparation and anticipation with appropriate
background knowledge support. For example, some examiners would decide a winner
because the student interpreter appeared to have a better background knowledge in

business. Comment 9 below is a typical example of such judgement.

Comment 9 (translation)**: I don’t know these students at all so I'm
guessing...the reason why B is better is because she has a better business
background than A. My feeling is that there should be three decisive dimensions
for [assessing] interpreting: professional subject knowledge, language ability, and

interpreting skills; they should be combined together for analysis.

Multi-tasking

In order to implement the above skills and strategies in an effective way, an
interpreter needs to have acquired the second type of skill — multi-tasking. According to
Gile’s Effort Model, interpreters need to be able to balance or manage various efforts
when performing multiple tasks at the same time. In the case of simultaneous
interpreting, the tasks involved are listening to and analysing the messages, the memory
effort, and the production effort, i.e. the delivery of the messages in the target language.
If these efforts are not managed well, the simultaneous interpreting is less likely to be

successful (Gile, 1995a: 159-185).

32 Comment 9 in source text Chinese: B LLERIF IR KT AE A B, RIVIEHEIRE, R AKTEA L
B4, MAlREE AR EMNLE RHEE T A, B OEEZE =8 E 1M dimensions, —1{EHL
BN, —MEESRE), —ME NGRS, REMIE = WHEAA—RIKE .

181



Chapter 5 Assessment Criteria for Simultaneous Interpreting Examinations

Comment 10 below shows a typical example of an examiner’s observation on problems

in a student’s multi-tasking ability.

Comment 10 (translation)™: I'm more concerned that [...] she lagged behind the
speaker more (than the other students did). She needed to listen more before she
could start talking. She could speak in a fast pace, which is not a problem. [...]
However, she tended to be wordy as she could be relatively fluent when speaking.
[...] She already needed [more time] to listen more, but still tended to say
unnecessary words when she did start talking, which leads to even longer lagging.

This may further impair her capacity to listen to what the speaker was saying.

In short, the examiner was saying that the student interpreter could not multi-task very
well even though she could speak very fast. When talking, she could not also listen to
the speaker. Poor multi-tasking ability usually leads to an unsuccessful performance in

simultaneous interpreting.

5.5.2 Views from the interpreter examiners

As mentioned earlier, the variations between the clusters are obvious in terms of
the amounts and details of the concepts in this category. For example, PCC2 examiners
commented noticeably more on the Interpreting Skills and Strategies than the other
examiners did. This is probably due to the fact that the majority of the individual
examiners in PCC2, eight out of ten, come from the field of interpreting, and seven of
the eight interpreter examiners also teach SI in higher education; hence, these examiners

are more used to commenting on students’ performances.

3 Comment 10 in source text Chinese: & FLER @ &L b H I % LR Z, & H SR bbik 2 4 5
URERES, RO EE G RS AR, B EE R A MER, [T TR Al LEER R, B DAl
Tl L aRAES, [ MR ORI 2 1, A% F it v DUBH AR FEES IR GG TR A
BEE, MR R IR R 2 . BECA VT Rt B AN B R0 R R
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A PCC2-type examiner tends to give a more detailed account of the skills and
strategies that the student interpreters used in SI. In addition to those mentioned earlier
in 5.5.1, PCC2 also commented on strategies like using neutral statements and
expressions to deal with ambiguous source material, or to cover uncertainties that were
due to partial comprehension of the messages by the interpreters. Other strategies
include filtering and segmenting sentences and meaning groups in SI, which can help
interpreters to deliver a more concise and smoother interpretation of the source speech.

Although there are fewer comments from clusters PCC3, PCC4 and PCC5 (partly
because they have few members), these three clusters contributed interesting conceptual
properties to this criterion. Both PCC3 and PCC4 emphasised that it is preferable for the
interpreters to omit messages rather than to give incorrect ones, which is linked to the
concept of “different levels of fidelity” in the Fidelity and Completeness criterion.
PCC5 examiners did not elaborate much in this category but emphasized the

interpreters’ need for on-site resourcefulness and judgement.

5.5.3 Ear-Voice Span (EVS)

Use of interpreting skills and strategies is supported by the multi-tasking ability.
However, it is difficult to directly measure the multi-tasking ability because the
distribution of efforts is in the mind of the interpreter. The examiners can at best
indirectly measure this ability by observing how an interpreter performs the
simultaneous interpreting (SI) task, and then infer from the observation whether or no
the interpreter is multi-tasking. “The crucial feature of synchrony in SI is the ‘time lag’,
also know as décalage, between the original speech and the interpreter’s output”
(Pochhacker, 2004: 117). This time lag, often referred to as the Ear-Voice Span (EVS),

is “one of the few observable variables in SI study (Lee, 2002). Therefore, researchers
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regarded EVS as the main indicator of the interpreters’ multi-tasking ability because it
“extended beyond temporal measurements to the cognitive activity underlying the
delay” (Péchhacker, 2004: 117)**.

In the context of interpreting assessment, as noticed in this study, examiners also
take advantage of observing the EVS to judge how well the student interpreters’ SI
performances. On one hand, a longer EVS usually means that the interpreter requires
better memory retention ability in multi-tasking because the messages need to be
retained longer while listening, analysing, remembering, and speaking all at the same
time. On the other hand, a shorter EVS is an indication that the interpreter may have a
better or faster processing ability in analysing the messages and delivering them in
shorter segments. Depending on the pace of the source speech and the complexity of the
messages, interpreters fall behind the speaker at various lengths of EVS when
simultaneously interpreting. In conjunction with other assessment criteria the examiners
observe how the interpreters manage their EVS during the simultaneous interpreting
examination to assess whether can effectively multi-task.

In some cases, however, an excessively long EVS does not necessarily mean better
multi-tasking, but indicates a lack of listening comprehension, saturation or an overload
of the working memory, in which case the interpreter simply stops interpreting. The

result is usually obvious omissions of messages.

3 See Pochhacker (2004: 117-118) for more reviews on some early studies of EVS in simultaneous
interpreting.

184



Chapter 5 Assessment Criteria for Simultaneous Interpreting Examinations

5.6 Foundation Abilities for Interpreting

Table 5-6 Conceptual properties of Foundation Abilities for Interpreting

Super Examiners Concepts of the Foundation Abilities for Interpreting Category

Comprehension=accuracy, completely lost, better comprehension, did not

grasp, fabricating messages, not comprehension problem, nervous so not

understand, long lags = did not hear, slow pace = poor comprehension,

(fragmented, incomplete sentences, backtrack repair messages, incoherent) =>

have severe comprehension problem, misunderstood, same level of
comprehension, show consistent comprehension

did not understand the message, (most of the time) good listening

comprehension, need more training in listening comprehension, excessive

PCC2 fillers (nervousness) impede listening comprehension, not sure if she

understood the message, understood the message but did not express well in

Chinese, did not hear the speaker due to serious overlapping ]
Didn’t hear the important messages, didn’t understand the message, didn’t

understand the speaker, weaker in listening, personality/aptitude should be

part of the criteria, use different measures/criteria according to different

abilities, common problem/mistake vs. specific/individual problems, ]
Overall understanding of the speech, did not understand, she did not interpret

so she did not understand, big comprehension problem, might have

PCC4 understood but could not express clearly, too nervous to listen and understand,

working languages, Language A, “pollution” in target language, A-B language
combination, English not good enough as B language

PCC1

PCC3

PCC5 cannot understand at all, not easy to listen to and understand

When commenting on the students’ interpreting performances, the subject
examiners also referred to what may be called the foundation abilities for interpreting.

Table 5-6 shows the concepts in this category.

5.6.1 Two types of foundation ability

The concepts in this category focus on two types of foundation ability: language
ability and personality/aptitude of the student interpreters. In respect to the language
ability, the examiners’ comments mostly refer to students’ listening comprehension of

the source speech; some specifically mention target language output ability, i.e.
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speaking. This may be due to the fact that most of the student interpreters were
interpreting from their second language into their first language so the demand on
listening was higher. In addition, most comments on the target language were linked to
the Presentation and Delivery criterion. Table 5-6.a shows how these conceptual

properties are sorted.

Table 5-6.a Types of Foundation Abilities for Interpreting

Criterion Types Conceptual properties

nervous so not understand, excessive fillers (nervousness) impede

Personality and listening comprehension, personality/aptitude should be part of

the criteria, use different measures/criteria according to different

aptitude abilities, common problem/mistake vs. specific/individual
problems, too nervous to listen and understand,

Comprehension=accuracy, completely lost, better comprehension,
did not grasp, fabricating messages, long lags = did not hear, slow
pace = poor comprehension, (fragmented, incomplete sentences,
Foundation backtrack repair messages, incoherent) => have severe
comprehension problem, misunderstood, same level of

Abilities . . . .
comprehension, show consistent comprehension, did not
for understand the message, (most of the time) good listening
. ; : comprehension, need more training in listening comprehension,
Interpreting Listening P g g p

not sure if she understood the message, understood the message

comprehension ¢ did not express well in Chinese, did not hear the speaker due
to serious overlapping, didn’t hear the important messages, didn’t
understand the speaker, weaker in listening, overall understanding
of the speech, she did not interpret so she did not understand, big
comprehension problem, might have understood but could not
express clearly, working languages, Language A, “pollution” in
target language, A-B language combination, English not good
enough as B language

Personality and aptitude

Among the five clusters, only PCC3 clearly mentioned the concepts of aptitude and
personality for being an interpreter. The others mentioned it indirectly, such as getting
nervous easily, and the ability to remain calm in stressful situations. The reason why this
concept was less commented on may be that personality and aptitude is usually one of
the selection criteria when admitting students into an interpreting training programme.
During the interpreting examination, therefore, it may not be appropriate to regard
personality and aptitude as an assessment criterion because it is an innate ability, not a
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trained ability. However, as personality and aptitude do affect interpreting performance,
some examiners mentioned this when they observed excessive nervousness. In Chapter

7, this issue will be discussed in more details.

Listening comprehension

When commenting on the SI performances, the examiners also related student
interpreters’ listening comprehension closely to the other criteria mentioned in previous
sections. When a student interpreter did not grasp the messages, or was even completely
lost, the examiner decided that it was due to poor or, lack of, listening comprehension.
The inferences were mainly based on the observation of the way the messages were
delivered, i.e. Presentation and Delivery criterion, and on the content accuracy.
Comments 11 to 14 below illustrate how examiners related the interpreters’

performances to their listening comprehension during SI.

Comment 11 (translation)™: Well, D is slower, which shows that she sounds

struggling, she struggles to listen to and understand the source speech.

Comment 12 (translation)*®: Her (delivery) speed is too slow, which makes you

wonder, hey, this (interpreter) may not understand (the source speech).

Comment 13 (translation)’’: Her comprehension, ie. the part of content

accuracy, overall I think is better than D.

Comment 14 (translation)’®: The second point I think she did better is that her
pace control is better. Therefore, I think she has more time and capacity to listen,

she missed less information.

> Comment 11 in source text Chinese: 8 D FLi{%, FATGAMMEGEL AR LNz, g, At 5 [ SCHE AR 0 3B 4
tinz /g

3 Comment 12 in source text Chinese:fhil & K18 1, @rEIREER, W, B LA,

7 Comment 13 in source text Chinese: i) comprehension, #i/% content accuracy 33 515 B
HEtt D 4F .

¥ Comment 14 in source text Chinese: 55 —{F TR 15t {15 LR 4T foHh g, gl A2 Al 0 388 R 42 1 b L i
Uf, Bt CAFRARAth DA ik 22 HEE ), At Py A U AT SR,
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The examiners regarded excessively long EVS or lags as an indicator of the student
interpreters’ impaired listening comprehension in SI, and commented that it was
reflected in their slow and struggling delivery.

Furthermore, some examiners also made a distinction between not understanding
the message and not hearing the message at all. These examiners mostly belong to
PCC2. In most cases where the speaker’s messages were missed, a PCC2-type examiner
would comment that the reason was due to the inadequate use of interpreting strategies
or poor multi-tasking ability, so that the interpreter’s listening comprehension of the
source speech was severely compromised. Unless it could be immediately verified by
asking the student interpreters, this was, of course, more of an educated guess, or
speculation, based on the examiner’s observations and experiences.

As simultaneous interpreting is not a listening test, in some cases after the ten
paired comparisons, the examiners were asked to clarify how they made a judgement on
the interpreters’ listening comprehension. Below are two typical examples of the subject

examiners’ replies.

Reply 1 (translation)®”: How would I know? Well, from her interpretation output.
[...] A paused a lot. She rushed to interpret when she felt that she could
understand, but the delivery was in a rush. Because she had to listen to the next
sentence, she would pause and then interpret again quickly. This often made her
stop in the middle of a sentence, leaving the sentence unfinished. [...] or even

when she did finish them, the messages were still incorrect.

Reply 2 (in English): I just...again looking at the accuracy or level of accuracy of
interpretation. But you know it may not be 100% true, [...] because it may be a
problem of multi-tasking. You know, some of them are not that good, so given

time, their comprehension may be better. [...] you can tell from the output.

* Reply 1 in source text Chinese: /EEEHIEMT 2 4 fi B H 2Rk 1R S0, [... A (FTEIR 2, B13fhHE
PR P 3 A A0 SR AT RE RS, IR AR, DR R A 3 S R — ), TIBAERE R — ) (R R A 5L
2R T, REHRSITICHEE. IR AR T . bR R A5, B B
KT, AR SE .

188



Chapter 5 Assessment Criteria for Simultaneous Interpreting Examinations

From replies like the above, it is safe to say that a typical examiner in an interpreting
examination is looking for an interpreter who shows consistent comprehension of the
source speech by observing the interpreter’s delivery, interpreting skills, and the
accuracy level of the interpretation. These criteria are interrelated and involve some

speculations or diagnosis on the examiners’ part based on their professional experiences.
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5.7 Assessment criteria in the decision-making process

This chapter set out to answer two questions, the first of which is: what assessment
criteria are actually used by the examiners in simultaneous interpreting examinations?
By examining the examiners’ paired comparison comments, five assessment criteria
were identified. They are Presentation and Delivery, Fidelity and Completeness,
Audience Point of View, Interpreting Skills and Strategies, and Foundation Abilities for
Interpreting. The conceptual properties of these criteria are often linked with each other.
In other words, examiners are making holistic judgements on student interpreters’
performances by considering various assessment criteria at the same time.

Based on these findings, this section attempts to ascertain the relationships
between the assessment criteria and the judgement results, i.e. to answer the second
question: were the ranking patterns the results of differences in examiners’ use of
assessment criteria, or did the examiners use similar criteria but on this basis rank

students differently?

5.7.1 Primary assessment criteria in paired-comparison decisions

In the interview part of this study, the subject examiners were asked to give the
main reason of why they chose the winner (3.2.4.b). Since the “main reasons” were
based on the examiners’ judgements, their why-the-winner responses usually were in the
key words as appeared in the comments like faithfulness, accuracy, delivery, good/poor
interpreting skills, etc., which could be matched and sorted into the categories that were
emerged from the examiners’ own paired comparison comments. They were thus

extracted and sorted into the five identified criteria categories. For illustration, below
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are samples of examiners’ responses in English translation, each representing one

identified criterion.

Presentation and Delivery*’: (The main reasons why you feel B is better are?)

More fluent, higher accuracy rate, the use of terms more accurate.

Fidelity and Completeness*': In comparison, C is much better than D because D

has made too many mistakes, including translation errors and number errors |[...].

Audience Point of View*?: The reason why D is worse is that she was slow in
getting into the situation [of doing SI] and did not catch the attention of the

audience at the very beginning; [she did not] establish trust among the audience.

Interpreting Skills and Strategies®: I feel that E did a better job because she
was closer to the so-called simultaneous interpreting. [...] In terms of interpreting
skills, if I were her teacher, I would feel that E had made progress. [...] As for A,
she probably was still one step behind so I feel that E is better.

Foundation Abilities for Interpreting®*: I think D is probably better than E
because I don’t think E understood what the speaker was talking about in the first
half of the three minute task.

Those main reasons were counted and reported by using their corresponding criteria

categories, i.e. “Criteria tallies”, as shown in Table 5-7 (also see tables in 5.7.4). The

criteria tallies are reported in their percentages in terms of the total number of paired

comparisons in each cluster, i.e. “number of decisions” in the table. In the cases where

more than one reason was given, the first was recorded for Table 5-7.

Based on the data in Table 5-7, the alpha ICC is calculated. The ICC results

indicate that the five super examiners’ use of the criteria is highly consistent,

individually (single- measures 0.92) and as a whole (average-measures 0.98), when

40
41
42
43

(= ZEIPEH 15 F2 77 B LEBCAF 2 41257 ) LLlssiine . IERERE Luskmy . F A LB R i

PGB ARG, CEED#FRZ . K% D MSERIER £, BfhsaE. WershaRl1.
D LLESANGF (B AR N GIRREAR TG, —BAURI A IUETEE 100, IR AT S HEH SR S AR/
WRS B BT Ly, A LAl (0[R20 e [ 1o s A B XS e iR, W] REdn

RIS, REEE ERREIED. 18 A WTREEZE B, BERNGFERER E L.
UM D WRELL E 4F— BN, B2 E st IRBERI0IE = s AT, FRgt & VA n] RE A i
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assessing the ten pairs of students. Figure 5-1 shows the line graphs of the super
examiners’ use of the five criteria. The line patterns of the five super examiners overall

are almost identical to one another, though with some wider variations like PCC3.

Table 5-7 Salient criteria used for the PC decisions

Clusters (number of decisions) Criteria tallies and percentages

PD FC APV ISS FAI
PCC1 (98%) 335‘;) 556; 0&) 4;) SEA)
o2 100) T A
PCC3 (40) 17_75% 672,2% o&, 7,2% 7.2%
PCC4 (20) 43% 459% 5(1%, of;) 1(?%
pecs o

Total (298 decisions) 33&) 51660;0 2. Z% 6.11?’/0 5.11?)/0

PD: Presentation and Delivery, FC: Fidelity and Completeness, APV: Audience Point of View,
ISS: Interpreting Skills and Strategies, FAI: Foundation Abilities for Interpreting
*There are only 98 decisions in PCC1 because of tied results in two paired comparisons.

Figure 5-1 Line graph profiles of the PC examiners’ salient criteria

80% -
70% -
Super examiners
60% -
——PCCl
50% A -PCC2
40% - —i—PCC3
o] C
30% - PCCA
—8—PCC5
20% -
10% +
0% 1

1
Salient Criteria: 1. PD 2. FC 3. APV 4. ISS 5. FAI

Further examining the data in Table 5-7, two primary criteria used in the
decision-making process were identified: Fidelity and Completeness (56%) and

Presentation and Delivery (30%). The two criteria combined account for 86% of
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decisions made in the paired comparisons. These two criteria also fit nicely in the two
inner layers — accurate rendition and adequate expression — of Pochhacker’s (2001)
model of the quality standards for interpreting (Figure 2-2).

Next, the question is: can the assessment criteria usage be related and matched to
the judgement results? In 4.1.2.b, we have established that the thirty examiners as a
group judged Cherry to be the best, followed by Beth, Eileen, Daisy, and with Ally as
the worst, i.e. the ranking order on the 30-examiner PC T scale (Figure 4-3.a). Given the
two identified primary criteria here, it would be logical to infer that Cherry’s
interpretation quality was the best in terms of fidelity and delivery of the messages, and
Ally’s was the worst.

Nevertheless, we also found that the five PC super examiners judged the students
with five different ranking patterns (4.5.1). Only PCC1’s ranking (Figure 4-5) is the
same as the 30-examiner PC T scale (Figure 4-3.a), albeit the distances between the five
students are different on the two T scales. In fact, in the five PC cluster T scales (Figure
4-5), Beth came on top three times and Ally left the bottom position twice. That is to say,
although the five PC super examiners appear to use the criteria similarly as just
discussed above, they judged the students with different ranking patterns, i.e. similar
criteria, different judgements.

Variations of conceptual properties among the examiners were also observed in the
previous sections (5.2-5.6). Could these variations have contributed to the mismatch
between the student ranking results and the examiners’ use of the assessment criteria?
Will these variations affect changes in overall student rankings? To explore further,
sample paired comparisons were selected for investigation by examining the examiners’
choice of paired-comparison winners. From Table 4-10 and Appendix D, it was noticed
that the thirty examiners’ choices of winners differ most in two pairs: Beth-Cherry and

Daisy-Ally; in contrast, the choices are most consistent in another two pairs: Ally-Beth
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and Cherry-Eileen. Therefore, these four pairs were selected for further examination in
more details to find out how the super examiners applied the assessment criteria.

As mentioned above, the examiners were asked to give the main reasons for their
choice of winners. Their responses were sorted and presented in Tables 5-8.a, 5-8.b,
5-8.c, 5-8.d, each table representing one of the four paired comparisons selected above.
Cronbach’s alpha ICC is calculated by using the data in the tables to help with the
analysis in the sections below. Since the numbers of decisions are relatively small in
each selected paired comparison for robust statistical generalisations, line graph profiles
(Figures 5-2, 5-3, 5-4, 5-5) based on their corresponding tables were produced as visual
representations of the super examiners’ usage of the assessment criteria. The
paired-comparison winners in the tables were derived from Appendix D, i.e. the one
who received most votes in the pair. The percentages in the tables were calculated based
on the criteria tallies by using the method in Table 5-7 above. They indicate how often
or how much the super examiners used these criteria based on their reported main

reasons for making the decisions.

5.7.2 Inconsistent judgements between clusters

5.7.2.a Similar criteria, different judgement

Let us first look at the two pairs, Beth-Cherry and Daisy-Ally, in which the
examiners have the least agreement in terms of the paired-comparison winners.
Normally, similar criteria should lead to similar judgement results, which is what kept
the overall-consistency level high among the thirty examiners’ judgements as a group.
However, the results of the investigation here show otherwise as in the case of Beth-

Cherry comparison (Table 5-8.a and Figure 5-2). They are similar to the observations
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Table 5-8.a Salient criteria used for the Beth-Cherry comparison

Criteria tallies and percentages

Clusters (no. of decisions) Winners

PD FC APV ISS FAI
4 5 0 0 1
PCCI (10) C 40% 50% 0% 0% 10%
PCC2 (10 B > 4 0 0 !
(10) 50% 40% 0% 0% 10%
- 1 3 0 0 0
PCC3 (4) = 25% 75% 0% 0% 0%
0 2 0 0 0
PCC4 (2) C 0% 100% 0% 0% 0%
2 2 0 0 0
PCC5 (4) B 50% 50% 0% 0% 0%
— 12 16 0 0 2
Total (30 decisions) 40% 53% 0% 0% 7%

PD: Presentation and Delivery, FC: Fidelity and Completeness, APV: Audience Point of View,
ISS: Interpreting Skills and Strategies, FAI: Foundation Abilities for Interpreting
=: tied, see Table 4-12.

Figure 5-2 Line graph profiles of salient criteria: Beth-Cherry comparison

100% - o Super examiners (Winner)
20% - —4—PCC1 (Cherry)
#—-PCC2 (Beth)
60% - ——PCC3 (=)
Some @ PCC4 (Cherry)
—8—PCC5 (Beth)
20% -

0%

Salient criteria: 1. PD 2. FC 3. APV 4.ISS 5. FAI

above in 5.7.1, i.e. the super examiners applied similar assessment criteria, but they
might still make different judgement results.

In the Beth-Cherry comparison (Table 5-8.a, Figure 5-2), the super examiners’
consistency level of criteria use is excellent as a group of five (average-measure ICC
0.93) and acceptable as individual super examiners (single-measure ICC 0.73), which is
similar to the observations on all paired comparisons in 5.7.1. In the Beth-Cherry

comparison, the super examiners also showed different judgement results: four super
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examiners chose two different winners, and PCC3 could not decide which the better
student interpreter was.

When calculating the alpha ICC, the SPSS software also provides Item-Total
Statistics, i.e. the item-total correlations (ITC), to show the consistency levels of
individual items (here the super examiners) in relation to the group. Inter-item
correlations are also calculated, which indicate the consistency levels between two
items, i.e. two super examiners. We shall use ITC and the inter-item correlations to
further scrutinise the relations between the super examiners’ use of assessment criteria
and their choice of winners. The statistics are reported in the parentheses below.

ITC shows that in Beth-Cherry comparison, PCC1 (0.95), PCC3 (0.97) and PCC5
(0.88) have excellent and very good consistency levels of criteria usage in the group.
However, despite the consistency, the super examiners made three different decisions:
two winners and one tied decision (Table 5-8.a). The inter-item correlation between
PCC1 and PCC2 (0.96) indicates that the two super examiners are highly consistent
with each other in their criteria usage; however, they still picked different winners in
spite of the choice being based on a highly consistent criteria usage pattern.

ITC also shows that the criteria-use consistency levels of PCC2 (0.79) and PCC4
(0.74) are acceptable in the group. However, when disregarding the other three
examiners, the inter-item correlation between PCC2 and PCC4 (0.48) is unacceptable,
which means that they have very different criteria usage patterns (Figure 5-2); they also
picked different winners. Since PCC4 has very small counts in the number of decisions,
it opens to individual examiners’ variation. These findings, however, show that
examiners could also apply the criteria differently and make different judgements,

which the Daisy-Ally comparison illustrates very clearly below.
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5.7.2.b Different criteria, different judgement

Table 5-8.b Salient criteria used for the Daisy-Ally comparison

Criteria tallies and percentages

Clusters (no. of decisions) Winners

PD FC APV ISS FAI
7 2 0 T 0
PCCI (10) D 70% 20% 0% 10% 0%
PCC2 (10 A 2 4 ! 3 0
(10) 20% 40% 10% 30% 0%
0 4 0 0 0
PCC3 (4) A 0% 100% 0% 0% 0%
PCC4 (2 D 0 ! 0 0 !
) 0% 50% 0% 0% 50%
PCCS (4 D 2 ! ! 0 0
4) 50% 25% 25% 0% 0%
» 11 12 2 4 1
Total (30 decisions) 379 40% 7% 13% 39

PD: Presentation and Delivery, FC: Fidelity and Completeness, APV: Audience Point of View,
ISS: Interpreting Skills and Strategies, FAI: Foundation Abilities for Interpreting.

Figure 5-3 Line graph profiles of salient criteria: Daisy-Ally comparison

100% ~
80% - Super examiners (Winner)
60% - —4—PCC1 (Daisy)
=—-PCC2 (Ally)
0 4
e ——PCC3 (Ally)
20% & PCC4 (Daisy)
-
—8—PCCS5 (Daisy)
0%

Salient criteria: 1. PD 2. FC 3. APV 4.1SS 5. FAI

The Daisy-Ally comparison (Table 5-8.b) is an interesting pair showing how the
five super examiners varied criteria usage patterns when making their judgements. In
this paired comparison, the super examiners’ consistency level is poor as a group
(average-measure ICC 0.54), and unacceptable as individual super examiners (single-

measure ICC 0.19). Figure 5-3 shows the crisscrossing line profiles of the five super
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examiners, which indicate inconsistent use of the assessment criteria when comparing
the two student interpreters. The decisions of the super examiners were also split
between Ally and Daisy as shown in Table 5-8.b, which means that the five super
examiners made different judgements based on different usage patterns of the
assessment criteria.

Considering the two larger super examiners PCC1 and PCC2 (which contain
twenty individual examiners) between the two paired comparisons (Tables 5-8.a and
5-8.b), their patterns of criteria usage and judgement results also vary between
comparisons. In the Beth-Cherry comparison, both super examiners use the two primary
criteria similarly, focusing relatively evenly on PD (PCCI1 40%, PCC2 50%) and FC
(PCC1 50%, PCC2 40%), but they made different judgements in the paired comparison.
In contrast, the two super examiners PCC1 and PCC2 apply the PD criterion (70%, 20%)
and the FC criterion (20%, 40%) differently, and picked different winners in the
Daisy-Ally comparison.

Overall from the above analysis, it appears that the examiners’ usage of assessment
criteria may vary widely when judging student interpreters. There is no prevailing
pattern of the criteria usage in relation to the judgement results, which can apply to the
super examiners’ decisions. The super examiners may pick the same winners even when
they used different patterns of criteria, and when the criteria usage is similar,
inconsistent judgement results still appeared.

Having said that, what happens when the examiners make consistent judgement?
As mentioned earlier, normally, similar criteria should lead to similar judgement results,
but do the super examiners really apply the assessment criteria in similar ways when
they make consistent judgement? To find out, next we shall analyse the paired
comparisons of Ally-Beth and Cherry-Eileen, i.e. the two pairs in which the examiners

have picked the same winners.
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5.7.3 Consistent judgements between clusters

This section analyses the two pairs that have the most consistent judgements
among the examiners: Ally-Beth and Cherry-Eileen. The super examiners all chose the
same winners in these two pairs, i.e. Beth and Cherry respectively. In fact, 28 out of the
30 examiners picked the same two winners (see Appendix D). PD and FC are still the

primary criteria (more than 86% combined) in these two paired comparisons.

5.7.3.a Similar criteria, similar judgements

Table 5-8.c Salient criteria used for the Cherry-Eileen comparison

Criteria tallies and percentages

Clusters (no. of decisions)  Winners

PD FC APV ISS FAI

3 7 0 0 0

PCCI (10) C 30% 70% 0% 0% 0%
2 5 0 3 0

PCC2 (10) C 20% 50% 0% 30% 0%
PCC3 (4) C 0 3 ! 0 0
0% 75% 25% 0% 0%

PCC4 (2 C ! ! 0 0 0
) 50% 50% 0% 0% 0%

1 3 0 0 0

PCC5 (4) C 25% 75% 0% 0% 0%
— 7 19 1 3 0

Total (30 decisions) 233%  63.3% 3.3% 10% 0%

PD: Presentation and Delivery, FC: Fidelity and Completeness, APV: Audience Point of View,
ISS: Interpreting Skills and Strategies, FAI: Foundation Abilities for Interpreting.

Figure 5-4 Line graph profiles of salient criteria: Cherry-Eileen comparison
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60% -
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Let us first look at the Cherry-Eileen comparison (Table 5-8.c), the alpha ICC
suggests that the super examiners’ consistency level is excellent as a group (average
measure 0.94), and also acceptable as individual super examiners (single measure 0.77).
Figure 5-3 shows the line graphs of the super examiners’ use of the five criteria. In this
pair, the item-total correlations (ITC) show that PCC1 (0.99) and PCC5 (0.99) are most
consistent in the group, whose line graphs are almost identical to each other; whereas
PCC2 (0.78), PCC3 (0.75) and PCC4 (0.77) have slightly different line graphs, i.e.
different usage of criteria, but they are still within acceptable levels. Their line patterns
in general, therefore, are identical to one another, but with some variations. This shows
the normal situation where consistent use of assessment criteria results in consistent

judgement result, all super examiners picked Cherry as the winner.

5.7.3.b Different criteria, similar judgements

For Ally-Beth comparison (Table 5-8.d), the five super examiners used the
assessment criteria at an acceptable consistency level as a group (average-measure [CC
0.72), but individually the consistency level is unacceptable (single-measure ICC 0.33).
ITCs show that PCC1 (0.89) is the most consistent in the group; however, all the other
four super examiners — PCC2 (0.50), PCC3 (0.54), PCC4 (0.00), PCC5 (0.63) — apply
the assessment criteria in very different ways. These differences are shown clearly in the
line profiles in Figure 5-5, which appear markedly different from one another. In other
words, in the Ally-Beth comparison, the super examiners all chose the same winner (i.e.
Beth), but the decision was made by using the assessment criteria with different
weightings.

The interesting point is: the above differences in the use of assessment criteria
appear to have no effect on the examiners’ choice of winner in the Ally-Beth

comparison; they all picked the same one despite the differences. One possible
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Table 5-8.d Salient criteria used for the Ally-Beth comparison

Criteria tallies and percentages

Clusters (no. of decisions)  Winners

PD FC APV ISS FAI
3 6 0 0 1
PCCI (10) B 30% 60% 0% 0% 10%
1 8 0 0 i
PCC2 (10) B 10% 80% 0% 0% 10%
PCC3 (4) B 3 ! 0 0 0
75% 25% 0% 0% 0%
PCC4 (2) B 1 0 0 0 !
50% 0% 0% 0% 50%
PCCS5 (4) B ! 2 ! 0 0
25% 50% 25% 0% 0%
— 9 17 1 0 3
Total (30 decisions) 30% 579 304 0% 10%

PD: Presentation and Delivery, FC: Fidelity and Completeness, APV: Audience Point of View,
ISS: Interpreting Skills and Strategies, FAI: Foundation Abilities for Interpreting.

Figure 5-5 Line graph profiles of salient criteria: Ally-Beth comparison
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Salient criteria: 1. PD 2. FC 3. APV 4.ISS 5.FAI

explanation may be that the differences in the ability levels of the students in the pair
were so great that the winners were obvious regardless of the different use of the
assessment criteria. Nevertheless, the fact that the super examiners’ use of assessment
criteria varies even when looking at the same students raises concerns about potential
judgement inconsistencies. It is also possible that, when assessing student interpreters,
the examiners followed some unknown judgement approaches or patterns. Since the
super examiners are made of individual examiners, we shall further explore this by

looking at the judgements of individual examiners.
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5.7.4 Judgements of individual examiners within the clusters

The super examiners are made of individual examiners whose judgement patterns,
i.e. rankings of students, are more similar to each other than to examiners’ judgement
patterns in other super examiner group, which was identified from the results of the
cluster analysis (4.3). To understand the assessment behaviours of the super examiners
better, this section will examine the individual examiners within the super examiners. It
would be interesting to establish whether the above variations of assessment criteria
usage also exist among the individual examiners, with similar criteria resulting in

different winners and/or different criteria resulting in the same winner.

Table 5-9.a PCC1 examiners’ salient criteria in the Eileen-Beth comparison

Examiner = Winner Salient criteria used
R1 E Not much different. E slightly better in terms of completeness.
R30 E Difficult to compare. E slightly better in fidelity.
R28 E E: better delivery; B not convincing due to her childish voice.
R16 E E: better fidelity (examiner chose B at first)
R15 B Similar in accuracy. B better in delivery.
R27 B B: better fidelity, completeness, and strategy (numbers)
R3 B B: better delivery, fidelity and completeness
R7 B B: better completeness and terms
R11 B B: better fidelity (main ideas), less meaning errors
R29 Tied First thought B was slightly better, but decided that the two were equal

Note: In the cases where more than one reason was given, the first one mentioned by the examiner is
considered to be the salient criterion.

Let us begin with the ten examiners in PCC1, who are mostly non-interpreters
(Table 4-9.a) and the most consistent group of individual examiners in terms of student
ranking patterns (Table 4-7.a). The PCC1 examiners’ judgements are quite consistent on
all paired comparisons except the Eileen-Beth comparison (Appendix D), which will be
scrutinised here. Table 5-9.a shows the main criterion given by the examiners and the
selected winners in this pair. The main criteria are FC (R1, R30, R16, and R27, R7, R11)

and PD (R28, R15, R3) as indicated in italics in the table.
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However, these examiners picked different winners based on the same criteria. R1,
R30, R16 felt that Eileen delivered more relevant key messages, but R27, R7 and R11
commented that Beth’s interpretation was more faithful and complete. These six
examiners reported using the same FC criterion but made contradictory judgement on
the same two students. The other three examiners (R28, R15, R3) who reported PD as
the decisive criterion also made contradictory judgements. Examiner R28 felt that
Beth’s delivery was not convincing as an interpreter and sounded “like a child talking”,
but R3 and R15 liked Beth’s “steady and evenly paced” delivery.

From the other perspective, where examiners picked the same winners, four
examiners (R1, R30, R28, R16) judged Eileen to be better, and six (R15, R27, R3, R7,
R11) selected Beth. However, the main criteria reported within these two same-winner
sub-groups were different (Table 5-9.a), i.e. different criteria, same judgements.

Examiner R29 considered both criteria FC and PD at great length, saying that Beth
was more consistent throughout her interpretation, and that Eileen’s performance was
mixed with very good and poor segments, who was less consistent but had good
potential to train well. Therefore, R29 decided that, overall, the two students’
interpreting performances were equal.

It is also worth noticing that R15 commented that the fidelity level was similar
between Eileen and Beth so her final decision was made on the delivery criterion (Table
5-9.a). That is, the examiner opted for another criterion when one primary criterion
could not separate the two students’ interpreting performances. Other examiners also
used the similar approach of switching criteria. This assessment behaviour will be
reported and discussed with details in Chapter 6.

Within the PCC1 super examiner, the situation where different criteria resulted in
the same winner can also be illustrated in another paired judgement, such as in the

Beth-Cherry comparison, in which all PCC1 examiners agreed on the same winner
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Cherry. This time, in Table 5-9.b, we see that the individual PCC1 examiners’ salient

criteria range from Foundation Abilities for Interpreting (comprehension), to Fidelity

and Completeness, and to Presentation and Delivery. Interpreting Skills and Strategies

were also mentioned but not as the first criterion.

Table 5-9.b PCC1 examiners’ salient criteria in the Beth-Cherry comparison

Examiner = Winner Salient criteria used
R1 C C: better comprehension, but not all that faithful.
R30 C C: better fidelity, get more important information
R28 C C: better delivery
R16 C C: better delivery (target language more concise)
R15 C C: better accuracy and delivery
R27 C C: better fidelity, completeness and delivery
R3 C C: better delivery, fidelity/completeness, and strategy
R7 C Difficult to compare. C: better delivery and strategy
R11 C C: better fidelity, completeness and strategy (short lag)
R29 C C: better completeness and delivery

Note: In the cases where more than one reason was given, the first one mentioned by the examiner is
considered to be the salient criterion.

Now, let us look at the same pair in PCC2, which is a ten-examiner cluster whose

individual examiners are mostly interpreters (Table 4-9.a). Unlike in PCCI, the

Beth-Cherry comparison is where the PCC2 examiners’ decisions were most divided,

four examiners picked Cherry and six examiners picked Beth (Table 5-9.c).

Table 5-9.c PCC2 examiners’ salient criteria in the Beth-Cherry comparison

Examiner = Winner Salient criteria used
R4 C C: better fidelity, completeness, and delivery
R21 C C: better completeness and logic
R8 C C: processing speed is faster (B omitted more), better delivery
R13 C C: good comprehension and delivery, more complete
R5 B C: strange Chinese delivery, more meaning errors
R23 B B: better delivery; C too vague
R6 B B: less major errors; C: better delivery, but some key errors.
R25 B B: better in fluency and completeness; C: delivery problem
R20 B B: better fidelity, many omission but minor; C too many errors.
R2 B B: better delivery, fidelity; C longer warm up, many pauses

Note: In the cases where more than one reason was given, the first one mentioned by the examiner is
considered to be the salient criterion.
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Those PCC2 examiners who picked Cherry commented that her interpretation was
very faithful, complete and that her delivery was very steady and evenly paced, saying
that Cherry did a better job in terms of information processing, and the main reason why
she chose Cherry was because her processing speed was faster*”, which led to a better
delivery. An examiner even said that there was not much fault to pick in Cherry’s
interpreting performance, and that all Cherry needed was more practice™.

On the contrary, the other six PCC2 examiners chose Beth as the winner because
they had less confidence in Cherry, saying that her interpretation was vague and
contained serious mistakes. One examiner even said that Cherry was wrong “from
beginning to the end” with only one or two correct items of information*’. Some also
commented that some of Cherry’s Chinese expressions were a bit strange; only R6 felt
that Cherry’s delivery was better, but still contained more serious mistakes than Beth.

Here we see a strong contrast between the judgements of the two sub-groups of
PCC2 examiners. While one sub-group judged Cherry to be very faithful, the other
sub-group judged otherwise. Again, this is a familiar pattern we have seen, i.e. similar
criteria resulting in different judgements. In fact, the results and comments of the other
paired comparisons reveal similar situations of contradictory judgements on the same
students’ performances and can be found within all of the five clusters.

Of course, we do not expect every examiner to think or behave exactly in the same
way, but if we can understand why there are differences in the examiners’ judgements, it
will help to improve interpreting examinations. It would be especially interesting to find
out, for example, why there are such strongly contrasted opinions between the two

sub-groups of PCC2 examiners on Cherry’s interpreting performance (see Chapter 6).

“R8’s comment: 7F&FIEH IS C LRlhy. 3= BB byl T2 15 dib i P 1 3 L
“R13’s comment: FHEG C @A TEGHRIGN, MATReFH B LH L e .

7 R20’s comment: C #4 ] information $57% K ELAKE 1o [ JPER0TH —BAAG A SESE B . RHEF]
TR ERAC R AT — P 7 & IERER
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At the beginning of 5.7, we stated that the objective of this section is to ascertain
the relationships between the assessment criteria and the judgement results. Given the
analysis above, therefore, a quick answer is: we cannot be sure about the relations
between the judgement patterns and the examiners’ use of the assessment criteria. They
are, to use Sawyer’s word again, “fuzzy”, which will be explored further later in

Chapter 6 by looking at the examiners’ assessment behaviours.
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5.8 Summary discussion

In this chapter we set out to explore and answer two questions: (1) what are the
assessment criteria that are actually used by the subject examiners in simultaneous
interpreting exams? and (2) are the ranking patterns of the student interpreters’
performances the results of differences in examiners’ assessment criteria, or do they use
similar criteria but, on this basis, rank students differently?

In this chapter, five categories of assessment criteria have been identified to answer
the first question. The assessment criteria are Presentation and Delivery (5.2), Fidelity
and Completeness (5.3), Audience Point of View (5.4), Interpreting Skills and Strategies
(5.5), and Foundation Abilities for Interpreting (5.6). These identified assessment
criteria are also useful as a base to formulate the test construct of interpreting, which is
still underdeveloped (2.3.2.c and 2.4.2.a). As each criterion contains various properties
that the subject examiners distinguish when assessing the student interpreters, this
means that they are useful for implementations in a test. In Chapter 7, I will further
discuss the relations of these criteria and put them into the context of the test construct
of interpreting. Below is a brief summary of the assessment criteria properties.

For Presentation and Delivery, the examiners mainly look at three aspects of the
interpretation delivery: acoustic, word/phrase and flow of information. For Fidelity and
Completeness, there are three areas of focus: content accuracy, speaker intention, and
contextual consistency. For Audience Point of View, an interpreter needs to gain the
confidence of the audience and deliver the speaker’s message at an acceptable level of
faithfulness. For Interpreting Skills and Strategies, the examiners look for two types of
ability: resourcefulness and multi-tasking. Being resourceful includes two types of

ability. One type is the ability to use skills and strategies such as paraphrasing,
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summarising, skipping, self-correction, background knowledge and anticipation; the
other type is the multi-tasking ability that supports the above interpreting skills. The
multi-tasking ability can be observed by looking at the way interpreters manage their
Ear-Voice-Span (EVS) lags. Finally, examiners also look at an interpreter’s Foundation
Abilities for Interpreting, focusing mainly on listening comprehension, though the
aptitude and personality of an interpreter were also mentioned.

Many of the criteria properties in the five categories were also found to be closely
related to one another and difficult to judge separately. Therefore, when assessing
student interpreters, the examiners may make judgements in a holistic manner with
different weightings of the assessment criteria when comparing the students’
performances.

Among the five categories of criteria, Fidelity and Completeness (56%) and
Presentation and Delivery (30%) combined account for 86% of the 298 decisions made
in the paired comparisons (Table 5-7). Therefore, they can be regarded as the primary
criteria when the examiners first make paired comparison decisions (5.7), which also
fall nicely in the two core layers — accurate rendition and adequate expression — of
Pochhacker’s (2001) model of the quality standards for interpreting (Figure 2-2).

The other criteria, such as the Audience Point of View and the Interpreting Skills
and Strategies, may fit into the two outer layers of Péchhacker’s (2001) quality model:
equivalent effect, and successful communicative interaction. However, these criteria and
standards are more difficult to operationalise in an interpreting examination. This is not
only because of the subjective judgements of the examiners, but also because of the
contextual restrictions in an artificial examination situation. For instance, there is
usually no real audience in the examination room. This is probably one reason why
most examiners in this study relied more on the two primary criteria, i.e. the two core

standards, to assess the student interpreters in the simulated examinations.
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In order to answer the second question, i.e. ascertain the relationship between the
ranking patterns and the use of assessment criteria, the salient criteria of the judgement
results of the super examiners were cross-examined (5.7). The answer to the second
question is yes and no. Yes, the ranking patterns of the student interpreters’
performances result from the examiners’ use of the assessment criteria, in many cases
the examiners used the same criteria and made similar judgements. However, the
answer is also no because many variations in the assessment approach that the
examiners took were observed. We were unable to identify a prevailing pattern of the
examiners’ use of the assessment criteria in relation to their judgements.

It was found that the judgement approach of the super examiners varies widely in
terms of their usage of the assessment criteria. They may apply similar criteria but make
contradictory judgements, or use different criteria but still pick the same winners. In
some cases, all the criteria used and the judgements made differed between the
examiners. This variation in the use of criteria and the corresponding judgement results
appears in both the super examiners (5.7.2, 5.7.3) and the individual examiners (5.7.4).

Nonetheless, there are certain characteristics in the way super examiners apply the
criteria. For example, the PCC2 super examiner seems to pay more attention to the
Interpreting Skills and Strategies, which may be due to the interpreter background of its
members. When scrutinising the comments of the thirty examiners to identify the
assessment criteria, factors were also noted that may affect the examiners’ judgement
behaviours (5.1.2).

In next chapter, therefore, we shall explore those factors in order to clarify what the
reasons are for the subject examiners’ inconsistent judgement patterns and their use of

assessment criteria that we have seen in this chapter.
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Examiners’ Assessment Behaviours
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6.0 Introduction

In investigating how individual examiners make their judgments during
simultaneous interpreting examinations, fluctuations in the examiners’ judgements on
the five student interpreters were observed (Chapter 4), salient criteria used by the
examiners were also identified, but the use of the criteria varied in relation to the
judgement results (Chapter 5). These different approaches to judgement may be related
to the different assessment behaviours of the examiners, which were noted when
exploring the examiners’ paired-comparison comments (5.1.2). The assessment
behaviour of an examiner cannot be regarded as an assessment criterion because it is not
an observation of the students’ performances. However, assessment behaviour may still
affect the examiner’s judgement, and may be the reason for the inconsistencies that
were observed in the previous chapters.

This chapter reports and explores the conceptual properties of the examiners’
assessment behaviours to answer the final research question: what lies behind
consistencies and inconsistencies in judgements among examiners? Preliminary
discussions will be based on the concepts identified in Table 6-1 and supported by
sample comments and research notes made during the field study: the simultaneous

interpreting examination simulation®®.

* Noticing some different examiner behaviours during the examination simulation, the researcher made
notes about those behaviours for reference. See Appendix C for a sample of the notes.
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6.1 Conceptual Properties of Examiner Behaviour

Table 6-1 Conceptual properties of Examiner Behaviour

Super Examiners Concepts of the Examiner Behaviour Category

notes on scripts, examination recordings, attention, examiner memory lag, pay
attention to EVS lags, bias, accent, know students, personal preferences,
guessing comprehension, interpreting strategies, interpreter preparation,

PCC1 interpreter tired, training levels, judgement pattern, Fidelity/Completeness/
Delivery approach, marking strategy, quick/slow decisions, weightings of
criteria, quality consistency, warm-up time, look for potentiality, from past
experiences as the audience, difficult to decide, reverse decision

notes (with/without scripts), recording reviews, examination script (slide), forgot
the wording but knew it’s wrong, give me the script because I forgot, first
impression not good due to fabrication, she might have said it and I didn’t hear
it, guessing interpreting strategies, not many lines on notes so she might not have
made serious mistakes, personal preferences, couldn’t stand fillers, being
subjective, could not tell due to regional differences, better background
knowledge, not enough training in numbers, give student suggestions, she didn’t
PCC2 hear the number but felt that...(guessing), I guess she noticed a logical error..., |
feel that she was summarising and not doing SI, if I could not hear speaker how
could she hear it (multi-tasking), doesn’t make much sense commenting on too
much details (focusing on business sense, etc.), I was too nervous when I first
listened to the interpretations, marking strategy, FCD approach, become better
and better vs. poor interpretation throughout, do less damage, I didn’t hear
clearly but I felt she missed a lot, overall is good, primacy/recency effect,
different impressions between the first and second reviews, reverse judgement

note (with/without script), didn’t write down, I don’t know if she made the same
mistake, anticipate interpreter to perform better, look for potential=give more
training, criteria priority (accuracy cover rush delivery), aptitude vs.
delivery/accuracy,

PCC3

review recordings, notes, guessing the interpreters’ country or origin, I forgot,
less dangerous = less errors, did not write it down, did not hear clearly why, can’t
PCC4 be bothered to listen because her interpretation was all wrong — definite fail, my
impression, overall trainable, more complete more errors, lost a lot of messages
but less errors, prefer omissions than errors,

noting errors on the script, guessing possible causes, problem less serious,
primacy/recency effect, negative impression from the interpreter’s booth
manner — use of microphone, not sure in some parts, influenced by interpreter’s
background — word choice, judge by personal impression, delivery is more
important than accuracy, more from audience point of view, consider on-site
situation, judging from impression/from notes

PCC5

Table 6-1 contains the conceptual properties related to the examiners’ assessment
behaviours. These concepts were extracted from the examiners’ verbal comments using

the coding process explained in 5.1 Coding Process of Interview Data.
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Some behaviour is easy to observe, and can be referred to as the examiner’s

external behaviour, for example using the assessment tools. Other behaviour, however,

is less straightforward and will only be inferred in this study by analysing the

Table 6-1.a Types of Examiner Behaviour

Criterion

Types

Conceptual properties

Examiner

Behaviour

External

Behaviour

Internal

Behaviour

the use of assessment tools

notes on scripts, examination recordings, notes (with/without scripts),
recording reviews, examination script (slide), give me the script because I
forgot, not many lines on notes so she might not have made serious
mistakes, note (with/without script), didn’t write down, review recordings,

_notes, did not write it down, noting errors on the script, , judging from notes

a general judgement approach (FCD approach)

marking strategy, Fidelity/Completeness/Delivery approach, from past
experiences as the audience, difficult to decide, reverse decision, criteria
priority (accuracy cover rush delivery),

examiner attention

attention, examiner memory lag, pay attention to EVS lags, forgot the
wording but knew it’s wrong, she might have said it and I didn’t hear it, give
me the script because I forgot, , I was too nervous when I first listened to the
interpretations, I didn’t hear clearly but I felt she missed a lot, overall is
good, I don’t know if she made the same mistake, I forgot, can’t be bothered
to listen, my impression, did not hear clearly why, not sure in some parts,
judge by personal impression,

examiner bias

bias, accent, know students, personal preferences, first impression not good
due to fabrication, personal preferences, couldn’t stand fillers, being
subjective, could not tell due to regional differences, primacy/recency effect,
different impressions between the first and second reviews, reverse
judgement, guessing the interpreters’ country or origin, can’t be bothered to
listen because her interpretation was all wrong — definite fail, influenced by
interpreter’s background — word choice

professionally-referenced standards

guessing comprehension, interpreting strategies, interpreter preparation,
interpreter tired, training levels, judgement pattern, quick/slow decisions,
weightings of criteria, quality consistency, warm-up time, look for
potentiality, guessing interpreting strategies, better background knowledge,
not enough training in numbers, give student suggestions, she didn’t hear the
number but felt that...(guessing), I guess she noticed a logical error..., I feel
that she was summarising and not doing SI, if I could not hear speaker how
could she hear it (multi-tasking), doesn’t make much sense commenting on
too much details (focusing on business sense, etc.), become better and better
vs. poor interpretation throughout, do less damage, anticipate interpreter to
perform better, look for potential= give more training, aptitude vs.
delivery/accuracy, less dangerous = less errors, overall trainable, more
complete more errors, lost a lot of messages but less errors, prefer omissions
than errors, guessing possible causes, problem less serious, negative
impression from the interpreter’s booth manner — use of microphone,
delivery is more important than accuracy, more from audience point of view,
consider on-site situation
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examiner’s comment. This is because the judgement process and various considerations
during the decision-making process are in the mind of the examiners. These judgement
processes will be referred to as the examiner’s internal behaviour. Table 6-1.a presents
how the conceptual properties in Table 6-1 are sorted into the various types of
examiners’ assessment behaviours. The conceptual properties are a mixture of both key
words and phrases of real extracts of the examiners’ verbalisations. We shall use Table

6-1.a as a framework of discussion in this chapter.

6.1.1 External behaviour — the use of assessment tools

This study asked the examiners to assess the student interpreters in their normal
way imposing no procedure in terms of the usage of assessment criteria and a rating
scale”. In addition to the use of criteria as identified in Chapter 5, variations also were
observed in the way the examiners used the assessment tools, including the use of the
speech script and the examination recordings.

Some examiners chose to use the speech script and some did not refer to it, but
only listened to the source speech. When the speech script was used, different examiners
used it in different ways. For example, some examiners made notes on the script
whereas the others just read it as they listen to the students’ interpretation. As for the use
of examination recordings, during the paired comparisons some examiners would ask to
review the examination recordings, whereas the others went through the viewing
process relatively quickly without reviewing any of the performances.

This study observed two typical approaches by examiners to familiarise themselves

with the source speech during the briefing session before the examination simulation

* No assessment criteria or rating scale are provided in this study to the participant examiners. The
researcher only acted as a facilitator to administer the examination simulation and the paired comparison
interview (see 2.5.2, 2.5.3, 3.2.4).
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(3.2.4.a). The difference between the two approaches was especially marked between
interpreter and non-interpreter examiners. A non-interpreter examiner was more likely
to simply listen to the speech with the script at hand, and make notes of the student
interpreters’ performances directly onto the script. In contrast, before listening to the
student interpreters, an interpreter examiner would often ask to listen to the source
speech and simultaneously interpret by whispering without referring to the script. Then,
they took notes when listening to the students’ interpretation. This type of examiner
usually referred to their notes, not the speech script, when assessing the student
interpreters. Seven of the nine subject examiners, who did not use the script, were
interpreter examiners (Table 3-3).

The practice of examiners trying out the interpreting task before they assess
students’ performances is not uncommon at a professional interpreting examination
(Yang, 2000: 162). The main purpose of doing so is to make sure that the difficulty level
of the task is appropriate, and so that the examiners have a better idea of where the
difficulties of the task may be. Nonetheless, how this pre-test practice would contribute
best to the validity and reliability of the interpreting examination task needs further
consideration, which will be discussed in Chapter 7.

In addition, we noticed that some examiners could be very quick in making their
judgements, whereas others needed more time before reaching a decision. The time the
thirty examiners needed to complete the ten paired comparisons ranged between
twenty-five and ninety minutes. This time difference may have resulted from the
assessment strategies or judgement approaches that the examiners employed. In this
study, some of the examiners reversed their decisions a few times before making final
ones. It seemed that those examiners who had a set of assessment strategies or

approaches with which they were familiar could make quicker judgements.
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6.1.2 Internal behaviour — a general judgement approach

It is more difficult to observe internal behaviours, i.e. how people think. One of the
widely used methods for psychologists “to explore the previously inaccessible domains
of cognitive processing” and to analyze human thoughts, is verbal report analysis
(Kucan and Beck, 1997 in Whittington, Lopez, Schley, & Fisher, 2000). Just like
expressing ideas and emotions, people can verbally report what they are aware of when
performing a task. According to the theory of verbal protocols (Ericsson & Simon, 1980,
1993), when performing a task — mental or physical — people may temporarily store their
thoughts of the processes in their working memory, and can report about the
components of high level mental processes, i.e. articulate their thinking, that leads to the
solution of a problem. Analysing such verbal reports may help researchers to understand
how people think in relation to the task that they do.

Conceivably, the act of verbal report (or thinking aloud) may alter the thinking
being reported, which may in turn lead to degrading or distorting the main task being
performed. Ericsson and Simon (1993) argued that this may not be the case. Although
thinking aloud may slow down the task being performed, it should not change
fundamentally if the task is primarily verbal, such as only verbalising the content of
working memory, and if the person is not asked to explain or evaluate his or her
thinking. Ericsson and Simon tested the validity of this argument and found that the act of
introspection in their experiments did not affect subjects' mental processes: subjects go
through the same steps whether they concurrently describe what they are doing,
retrospectively describe it, or do neither, which suggests that introspection can be practiced
in reliable ways as a research method (Ericsson & Simon, 1980, 1993).

There are different types of introspective verbal reports, and the simplest and most

natural type is descriptive introspection (Farthing, 1992). In such verbal report, people
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describe their conscious experience in natural language terms, such as what I perceive,
think, or feel. This kind of verbal report concerns meaningful events, objects, people,
and thoughts about them rather than abstract generalizations or unnatural analyses of the
tasks being performed (ibid). In this study, the interview comments of the participant
examiners belong to this type of descriptive introspection. The examiners were asked to
verbalise their judgement process while comparing the students’ interpreting
performances, i.e. a concurrent introspective verbal report of their thoughts. The
examiners were NOt asked to evaluate their own judgement approach or the assessment
criteria being used, but only to describe them as it happens (see 2.5.3.b and 3.2.4.b).
Through verbal report analysis and the coding process as illustrated in the previous
chapter (see 5.1), therefore, the examiners’ interview comments and the concepts
extracted from the interview data (Tables 6-1 and 6.1.a) may provide a window to
explore and understand the examiners’ internal behaviours as well as various factors that
may affect them.

Thus, for example, a general judgement approach emerged from the analysis of the
interview comments. The conceptual property of an alternative perspective was
identified in the Audience Point of View criterion (5.4.2). When an examiner cannot
make a decision by one criterion, another criterion may be used (5.7.4). This approach
of changing perspectives and criteria is observable assessment behaviour for many of
the examiners. Comment 15 shows one such typical approach in choosing the better

student interpreter.

Comment 15 (translation)™: [...] I will pay more attention to see if there are

% Comment 15 in source text Chinese: [+ |3 & LT E A = E LA R A ReE, [ &RER
i, R, BIEAEREEE. [ BEAE NG A B E W (F AT ? A PR B g /NN
By, %M, (long pause) - fif"Z L EE FAS B —LesiaRm, RNREERE EIEE, (-]
Fr DA R R AT BN ? - B A AL A AR S A, [ PEMRFRORNEIE E. (S/7EHE?)
REAB AT 00 - A TGRS 2 2 LU R 2 —Bh. A W READ G715 S I Re ] s A — B, SR4% 25 B fh 4T 1%
WEEAZ, MERPUR SR B AR E N e T
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meaning errors in the interpretation. [...] I will check carefully to see if there is a
mistake here or there. [...] Under the circumstances...which one is better, A or E?
A and E...in such a short paragraph, and then...hum..., (long pause)...well, they
all had some meaning errors, and their voices and deliveries...[...] so what is the
main reason?...I feel it is so difficult to choose between these two. [...] I probably
will choose E. (Researcher asked: Why choose E?) Well, I can keep listening... A
sounded a bit rush. It seems that A waited longer to interpret, and then when she
had listened enough, she blurted out very quickly what she remembered.
From Comment 15, it is clear that the examiner switched from Fidelity and
Completeness to Presentation and Delivery as the decisive criterion to choose the
winner. This happens when the accuracy levels of the two student interpreters are very
close to each other, making it difficult for the examiner to choose; so, a second criterion
is used to make the decision. Comment 16 is another example of this kind of approach
to judgement. The examiner shifted from a predominantly fidelity-minded teacher point
of view to the more user-friendly perspective as a member of the audience.
Comment 16 (translation)™': I feel that it’s very difficult to compare because it’s
just as I said, I emphasise accuracy. So, when both have problems with accuracy, I
compare their delivery and presentation. I would consider the fluency of

expression (the ideas), the words used and whether or not the audience can
actually understand you. These are the things that I care about.

In other words, this examiner applied the assessment criteria in the order of fidelity,
completeness, and then delivery. Therefore, we will refer to this as the Fidelity-
Completeness-Delivery (FCD) approach. This approach is generally adopted by most
of the examiners in this study, and conforms to the finding that in terms of their usage
percentages (5.7.1), the primary criteria used by the examiners are Fidelity and

Completeness and Presentation and Delivery.

' Comment 16 in source text Chinese: % 7518 # LK A st MM L4425, FRELEE AR 2
accuracy Wk, FBMIME ALE accuracy FIH#A BRI DLT, AT HE AR Z LA E MM AE delivery BR
presentation 384y, FRAL &5 [ FIER, IRIERIZFEIIRHE fluency W, IEA VRN IR, 0 0
AR BRI A AT LA, 18 R R LERAE T 1.
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Normally, a general approach that applies to most examiners would benefit the
assessment procedure, making it more consistent and reliable. However, it was found
that judgement fluctuations occurred among the examiners (4.1), that there are
variations in the conceptual properties of the assessment criteria (5.2-5.6), and that the
examiners used the criteria in different manners when assessing students (5.7). Given
these findings, we need to ask why those variations occur and how or whether the FCD
approach in practice contributes to the consistency of the examiners’ judgements.

In the following sections, more internal assessment behaviours of the examiners
will be discussed — examiner attention (6.2), examiner bias (6.3), and professionally-

referenced standards (6.4).
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6.2 Examiner attention

6.2.1 Different levels of attention to details

There are variations among the five clusters of examiners in terms of their attention
distribution. Comparing the two super examiners that have the most members, PCCI
and PCC2, the latter seems to pay attention to a wider spectrum of issues in the
students’ simultaneous interpreting performances. They speculate more on the students’
performances, especially on their interpreting strategies (also see 6.4).

However, there is a limitation to the examiners’ attention span and memory load.
For example, from the researcher’s on-site observation and the comments made by the
examiners in interview, PCC2 examiners in general appeared more often to miss or
forget specific details, especially when the speech script was not used. Some examiners
pay more attention to the frequency of mistakes and would simply say something like
“there are more errors” or “fewer mistakes”, but they were usually unable to give a
specific account of the mistakes. Occasionally, a figure was given to indicate the
amount of errors in a student’s interpretation. For example, “there is a 10% difference
between the two student interpreters”. However, the 10% figure is almost certainly just
a figure of speech to indicate a small difference, not because the examiner took notes of
the errors, counted them and calculated the percentage difference.

The examiners in PCC3, PCC4, and PCCS5 were frank in admitting their inadequate
attention during the assessments, and often said, “I forgot”, “I’m not sure”, “did not hear
clearly”. PCC4 and PCCS5 examiners also did not go into much detail when commenting

on the Fidelity and Completeness criterion. They often made very general comments,
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such as “almost all wrong”, or “completely wrong” and did not comment on specific
examples of mistakes. Comment 17 below is a typical sample of this kind of general
comment on the Fidelity and Completeness criterion. The parts that relate to Fidelity

and Completeness are underlined.

Comment 17 (translation)*’: I would think that B translated more content. The

audience would receive more messages. Because now I have the script in front of

me, I can tell in greater detail that A’s listening comprehension could not keep up
very well, missing key words in many sentences. B is pretty good, she is also very
steady, [...] Between A and B, it is obvious that B is better than A. The main

reason is that firstly her sentences are cleaner and more complete. I believe that

her listening comprehension is also better; she listened and got the key words. As

for A, she probably just got some words here and there and tried to make them

into sentences. And the meanings were very far away from the original.

In Comment 17, it is clear to see that the examiner considered many different criteria.
However, in respect to the Fidelity and Completeness criterion, the examiner was vague
and did not give specific details, such as which key words were missing, or what
messages were “very far away from the original”.

In contrast, Comment 18 contains much more details about the two students’
performances. As the comment is very long, the parts that relate to the Fidelity and

Completeness criterion are partially extracted here for illustration.

Comment 18 (translation)™: (Ally) couldn’t quite keep up when it comes to

52 Comment 17 in source text Chinese: K &2 7% B i FrBEER N A LI Z, BB AAUEIE LK
AE o ARBLAE DR A B TH T A RS T, FRATCAREATAI LA 2k A FIHE DR RA B, AR Z AT
AT ) B GRE 2AER A AN R T B AR E TS, W HAARYEE, [---[fEMALZ [H 2 B BHEHLL A
B [ EBEEREE B, A e s, ARG R B A fht, AhfoEE /) by,
WA REE T, mHAIMBIBSE . A KRS ReE e, A B INE 265>, SRR AR
EBERATA, SRR I EUE R i 2R 1 A5 AR I .

> Comment 18 in source text Chinese: (A)7E# H 75 Tt FL i AT — Lt 7 BRAS bo A7 el 2 -l v
BHIRE], ks — G MhEE T (AR EE BRI G EA 2L, stk AR, [ 8H
TR FE ARG, LIt A Bl i 352 11 B0, Mk 12 18, [ 2R B IEEVE, fhise
SRS LR ENAG H, [-- B A —ATE B Ve LB EE (8RR, AR 208 KA Jl A 48 At 2 ot B R
18 LE &G AN IR IE, A3 R Bt ZE A F] . TTREE O ML AR RS, (ER AL AR RO E, B R
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numbers. She also didn’t catch some key words. For example, in the beginning he
(the speaker) mentioned an important point, using an orchestra as an analogy, and
she (Ally) didn’t get that part. [...] The numbers weren’t dealt with properly,
either. For example, the company’s business volume was 1.1 billion, she
interpreted as 1.2 billion. [...] As for B, she was able to interpret the orchestra part.
[...]B also made another more serious mistake. When the speaker was introducing
the company as a carpet and fabrics manufacturer, she (Beth) interpreted it as a
real estate company. She might be thinking di tan (carpet) but it came out as di
chan (real estate), which is an easy and common mistake in simultaneous
interpreting. [...] Beth could make people understand in general terms, but she

needs to improve on using business terms.

The two comments clearly illustrate the difference in the amount of detail given by
the examiners. Of course, giving fewer details in their comments does not necessarily
mean that the examiners did not pay attention to details. Some examiners, for example,
just made notes of errors on the scripts whereas some examiners, perhaps with better
memory or experience, were able to give more detailed comments. It may also be that
some examiners relied on their overall impressions to judge students (see also 6.2.2)
while some others have a more systematic assessment approach, such as relying on note
taking and using the speech script.

How, then, do these differing levels of attention to detail affect the examiners’
decision-making? Let us use the detail di-tan in Comment 18 to scrutinise and answer
the question. Beth interpreted the speaker’s company as a di-chan gongsi (real estate
company), whereas she should have said a di-tan gongsi (floor carpet company). In the
Daisy-Beth comparison, most PCC1 examiners either did not mention this or did not
pay attention to this detail. Nine of the ten PCC1 examiners in this cluster picked the
same winner Beth. Only one examiner did not pick Beth, saying that her getting the

company product wrong is a very serious mistake.

A AR A B RO o[-+ 1B 18 77 T W A BB GBI 0 K X 1, (ER aal A2 A 7 5 P el T3 5
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However, this examiner acknowledged that she did not notice that Daisy had made
the same detailed error, and made the following comment, which is a clear

acknowledgement of an examiner’s limited attention span to details.

Comment 19 (translation)**: Regarding this (mistake) in D’s interpretation, I
didn’t actually notice. She might have also made the same mistake and I just
didn’t catch it.

This examiner is an interpreter examiner in PCCI, which consisted of mostly
non-interpreters (Table 4-9.a). One thing to consider is that even when this examiner
knew that she did not pay adequate attention to Daisy’s interpretation and might have
missed a mistake she had noted with another student, she, nonetheless, made a decision
based on incomplete information.

It may not be reasonable to expect an examiner not to miss any details. However,
when the missing detail is the key element for making important judgement in an
examination, such as in the case of Comment 19, the results of the examination would
not be very reliable. Therefore, this seems to be more than a problem of lacking
attention to detail, but an assessment behaviour that could be improved so important
details are not missed, for example, by examiner training and support for using proper
assessment tools to ensure a more reliable examination procedure.

Another example to illustrate the effect of attention span on the judgements is
PCC2’s Beth-Cherry comparison (also see 5.7.4). In this paired comparison, the
examiners made different choices of winner. One of the examiners quickly made up her
mind that Cherry’s interpretation was full of mistakes. As the examiner did not use the

speech script when listening to the student interpreters, the researcher asked the

> Comment 19 in source text Chinese: BAE M D iZi 8RR AT ER], hrlpeth s T, H2R
WAHIMEM,

7
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examiner to clarify by giving examples of Cherry’s mistakes. Comment 20 below was

the examiner’s response.

Comment 20 (translation)’>: Could you give me the speech script? I forgot what
they were. (after reviewing the script) [...] I have forgotten what her wording was,

but I know it was wrong there.

This kind of response may cause problems at an examination panel when deliberating
on a decision on student interpreters’ performances. It is not very convincing for an
examiner to make a judgement but be unable to give supporting evidence, especially
when there are contradictory views. If examiners did not pay consistent attention to
student performances, it would be unlikely that reliable judgements could be made. It is
clear that the factor of examiner’s attention plays an important role during the
judgement process. The uneven level of attention among the examiners, therefore, might

well be the reasons underlying the inconsistencies of assessment results.

6.2.2 Judgement by impression

From the previous examples and discussions, we have seen that some examiners
did not pay enough attention to details. This could mean that those examiners might
have made judgements based on their impressions of the students’ performances. For

example, when comparing Cherry and Eileen, an examiner simply said,

Comment 21 (translation)™: “I didn’t take many notes about C and E. I felt that
E is better”, (emphasis added).

> Comment 20 in source text Chinese: /RA]ANAJ LUATAE T, WEEMHET . [ RO S
FH) wording s& 412, W 2R AE AN S5 5R 1T .
36 Comment 21 in source text Chinese: C ¥} E FIZH =0 F AL %5, IR EZE Liglr.
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This examiner had only written a few words for each other student, but none for Eileen.
Therefore, this examiner must have made her judgement based on her general
impression, i.e. “I felt that Eileen is better.” Interestingly, this examiner was the only
one in PCCS that picked Eileen (see Appendix D). Given that the decision could only
have been based on the examiner’s general impression, could the judgement be
considered sound and accountable?

Comments 22-24 illustrate how two PCC4 and PCCS interpreter examiners made
their judgement by impression. The examiners were mainly commenting on Ally’s
interpreting performance in the Eileen-Ally comparison. In this pair, one examiner said
that Ally’s interpretation was totally wrong (4=%%) and not acceptable, and that Eileen’s
delivery was annoying but, in terms of faithfulness, not as dangerous as Ally’s.
Nonetheless, when asked to give one or two examples of Ally’s serious mistakes, the

examiner responded with the following remark:

Comment 22 (translation)57: I didn’t write them down, but because...sorry, I
didn’t hear very clearly why (they were wrong) because if she (Ally) was wrong
from the beginning to the end in the process of the examination, I wouldn’t bother
to remember the details. Because basically she is a definite fail [...] not borderline,

I won’t spend more time to check. It’s just wrong, wrong, wrong....

This examiner clearly did not pay careful attention to Ally’s interpretation and reached a
quick judgement, i.e. totally wrong so a definite fail. Ally was the first student to be
assessed. After this first impression (also see 6.3.1), the examiner did not attend

carefully to the rest of Ally’s interpretation.

Comment 23 (translation)®: (Ally’s) whole interpretation is a blur. [...]

*7 Comment 22 in source text Chinese: WA % E 5 T, (HER A EARH, RIAE G EE
R, KA ISR G SR fE EsE B R RS, WA G B E50EE4 T, WARA L
fity & — 1 definite fail, [...]45/ borderline, FTUATRANEICE LI 2F, wl2s5e585....

¥ Comment 23 in source text Chinese: [A’s| 5 B 4= i (B3 46 P2 49— MR, [L..] AR Ak
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Basically, after listening to her whole interpretation, I don’t think that the audience
would be able to understand what she was saying. I could not understand the

messages she was presenting, even though they were in Chinese.

Comment 23 also reveals a strong personal impression; this examiner felt that Ally’s
interpretation was beyond comprehension. It seems to be an even worse impression than
the ‘totally wrong” impression of Ally’s interpretation in Comment 22.

Nevertheless, in contrast to the above negative impressions, a non-interpreter
PCC4 examiner, seems to have been able to see Ally’s interpreting performance in a
more balanced way. The examiner first commented that neither Ally nor Eileen
performed well, but Ally’s accuracy was slightly better than Eileen’s. The examiner

considered the choice and finally picked Ally, making the comment below.

Comment 24 (translation)’’: If purely (judging) as a listener, I probably would
feel that E is more comfortable to listen to. But today I am not a listener, I’'m
examining, I will choose A because I emphasise accuracy more. (Researcher
asked: In a school exam?) Yes, I will choose A. (Researcher asked: But what if
this examination were to select an interpreter for a job?) For selecting an
interpreter for work, I think I would still choose A, [...] (because) accuracy is

more important.

Holistic impressions may not necessarily be inaccurate, but they lack details and
therefore do not allow for nuance. Different examiners may pick up different details
based on their different perceptions and attention span. In addition to the above
examiner that made Comment 24, for example, all of the PCC3 examiners also picked
Ally (Table 4-10), saying that her fidelity was higher than Eileen’s. These examiners

who picked Ally must have been paying attention to something that the other examiners

B, AR HE R AR, FREAFE AT REHEE ah A S AR . FREEANEE i AR SR AT RS, BEAR ARSI
I,

Y Comment 24 in source text Chinese: W15 /& 4HEHE A (155, FATAEE B8 E HLERTES &7 IR — 2.

MRS RAE TR, RELRPIGE, e A, RARLKRESEWEYE. (ZE2REEHTE
A7) W, WA, (HEWFEMFEACR 7T EEOFES L TEWE? ) BIOEE X TIEMNEE,

REREZGEAR, [ EHELEHKEE B,
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had not been able to see in Ally’s interpreting performance, and they all made the
decision based on the fidelity criterion like those who did not pick Ally as the winner.
Again, here we see a familiar situation where different examiners use the same criterion,
i.e. fidelity in this case, but made contradictory judgements (5.7.3).

What could have affected the different perceptions of the interpreter examiners,
such as the ones in Comments 22-24 above? What factors could have limited some of
the examiners’ understanding of Ally’s interpretation so they had such a negative
impression on her interpreting performance? Those examiners clearly relied more on
their impressions, especially when a very quick judgement was made, saying that Ally’s
interpretation was a blur and all wrong. Here, the lack of attention may have been
caused by a strong factor, the first impression effect, or a bias in the examiners’

assessment behaviour.
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6.3 Examiner bias

From Tables 6-1 and 6-1.a (pp. 213-214), examiners’ biases were also found, such
as the primacy-recency effect (6.3.1) and personal preferences (6.3.2). This section

presents and discusses these biases by using more sample comments for illustration.

6.3.1 Primacy-recency effect

An interesting conceptual property regarding examiner behaviour is the examiners’
awareness of the primacy-recency effect. In psychology and sociology, the
primacy-recency effect is a cognitive bias. To put it simply, a primacy effect refers to
the greater impact of what we first learn about someone, i.e. the first impression; a
recency effect happens when the later impression predominates (Luchins, 1957). After
examining the five student interpreters, examiners commented that the order in which
they observed the student performances may have influenced their perceptions of the
students’ interpreting abilities. If the first student performs very poorly, extra credit may
be given to the later ones even when in reality their performances may not be
significantly better than, or in some cases, not as good as the student giving the first

impression. Comment 25 below illustrates a typical comment relating to such a view.

Comment 25 (translation)®’: In fact when I listened for the second time, I had
some doubts about my previous judgements. The notes that I had made previously

were more of a general impression, which I feel had some “anaesthetic” effect.

0" Comment 25 in source text Chinese: 55 /& F 55 I (e 2 s &g 138, gk
Z A F ) notes AT RE A& — 1 ELIK general ] impression 1M H Ik 215318 38 LA — BB BRI 2R
e WA A SR I T HIRENE A 2, R ss — A2k 2, 2B AN =AM
I EER AL, IREUE RARIEASS, TRz, [.] RS — M NG ARANGT BORE, B4
IR EH RN R

228



Chapter 6 Examiners’ Assessment Behaviours

The students did not interpret particularly well, and the sequence of listening to
them made some difference [in judgements]. If the first one is very poor, you will
then feel that the second and third ones are not bad and acceptable, even though
they may not do well, either. [...] If the first one did not do a good job, there will

be a tendency to give more marks to the later ones.

Theoretically speaking, this primacy-recency effect is likely to happen to most, if
not all, examiners and comments about this effect can be found in every cluster. Those
examiners who reviewed the recordings are more likely to notice this effect. This effect
may also explain why more than two thirds of the examiners did not pick Ally, with her
nervous delivery, as the winner. Ally was the first to be assessed, followed by Beth
whose delivery was regarded as calm and confident by many examiners.

Therefore, this examiner bias can be powerful in affecting the way examiners make
judgements. The primacy-recency effect coupled with the impressionistic judgement
mentioned earlier may create a structural problem of the interpreting examination, in
which the order of student interpreters being assessed may affect the way an examiner
perceive their performances. For example, as Comment 22 has illustrated (6.2.2), the
negative impression on Ally was so strong that the examiner did not listen to her

performance thoroughly and made an immediate judgement that she had failed.

6.3.2 Personal preferences regarding interpreting and delivery styles

Examiners’ personal preferences in relation to delivery style and interpreting in
general were found in Table 6-1. Just like the primacy-recency effect, personal
preference could also be a powerful source of influence on the way examiners make
decisions. In PCCI, for example, examiner R28 had the most disagreements with the
other examiners (Table 4-10). R28 chose Ally in three pairs — Ally-Beth, Eileen-Ally

and Daisy-Ally, while none of the other examiners picked Ally in those pairs. R28 made
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it clear that her personal preference regarding an interpreter’s delivery would influence
her choice of interpreters. She was the only examiner in this cluster whose decisions
were based mostly on the delivery criterion rather than on fidelity. This is a case that
clearly shows how an examiner’s preference influences the decisions made.

Another example is the Eileen-Ally comparison in PCC2. In this comparison, most
examiners focused on the students’ delivery and strategies, which according to the
examiners resulted in interpretations with different levels of fidelity and completeness.
Eight out of the ten PCC2 examiners chose Eileen as the winner (Appendix D).

Comment 26 below is a comment typical of their views.

Comment 26 (translation)®': Overall speaking, both (students) had a lot of
mistakes, but I like Eileen’s interpretation better because I feel that Eileen was
more fluent, not in such a hurry. [...] In this sense, therefore, I think Eileen is the

better one.

The eight examiners considered Eileen to be more fluent than Ally, which is in contrast
to the judgements of the other two examiners who chose Ally as the winner. One of the
two examiners commented that she disliked Eileen’s delivery even more, though Ally’s

delivery was fast and sounded a bit nervous. This examiner said,

Comment 27 (translation)®’: As for E, I cannot stand listening to her. She kept
saying “wuo men, wuo men, wuo men (we we we).” Very jerky delivery, and her
sentences were not very complete. It’s uncomfortable when listening to her, when

listening to her for a longer time it may be uncomfortable. I will still choose A.

That is to say, this examiner would rather listen to Ally’s nervous delivery than listen to

Eileen’s jerky interpretation. It is clear that the PCC2 examiners had preferences for the

6! Comment 26 in source text Chinese: FEBEAHIIRE, HESRI AWM ALK, (HRRE KK
E ME0aE. 4 E MBIREIRE A L imins, el AR 24, [...]FT LARE 77 2R G R, FR5E
1§ E LR Ls .

62 Comment 27 in source text Chinese: E I5E KRG, BIRZA Tibr) [RMIATERM |, 1R jerky, =i
R — 8 A) IR A PHIR e R . PR ART IR, HEA T RREAET IR, FRIBEEIE A
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interpreter’s delivery style, which played a part in making their judgements. For the
examiner making Comment 27, the recency effect might also have played a part in the
judgement process because that examiner said repeatedly in later paired comparisons
that she did not like Eileen’s jerky delivery.

Another examiner in PCC4 also did not like Eileen’s delivery style. The examiners’
personal preference was so strong that it was enough to influence the examiner to
deviate from the FCD approach when comparing Daisy and Eileen. The examiner felt

that Eileen’s delivery was very annoying and made the following comment.

Comment 28 (translation)®: E’s delivery is horrible. It needs to be greatly
improved. [...] Although she managed to make a lot of points, toward the end I
couldn’t stand listening to her. [...] This kind of up and down, this kind of

intonation is very tiresome to the audience.

Comment 28 shows that even though this examiner knew that Eileen “managed to make
a lot of points”, she still would not pick Eileen because she could not stand listening to
Eileen’s delivery style. Because of her personal preference, this examiner abandoned the
FCD approach and based her decision on Presentation and Delivery rather than on the
Fidelity and Completeness criterion. The examiner also said that Eileen sounded
childish, but interestingly, a PCC1 interpreter examiner commented that Beth, rather
than Eileen, sounded childish and too girly.

From the contrasting views above, we can see that in terms of delivery, while many
examiners may disfavour a nervous delivery, some examiners may have stronger
reactions to certain delivery styles of the interpreter. This factor of personal preferences

does play a role in influencing the examiners’ decision-makings.

5 Comment 28 in source text: E’s delivery is horrible. It needs to be greatly improved. [++*] BESRIERZ
points #EEH A, W FRZROKIAT L 7o [+ 1iEH up and down (5%, IEFH intonation ¥fj72
B R ARG IR 2R
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The FCD approach and personal preferences

Nevertheless, if the personal preference is not too strong, the examiner is still
likely to follow the FCD approach. Take PCC4’s Beth-Cherry comparison for example.
PCC4 consists of only two examiners, and both examiners agreed that Cherry made
fewer errors and chose her as the winner. However, one examiner thought that Cherry’s
delivery was sloppy and not concise enough64 and the other examiner commented that
Cherry’s delivery was steady and could keep up with the speaker®. In this example, the
two PCC4 examiners had very different preferences for the style of the interpreter’s
delivery, but both examiners picked the same winner Cherry based mainly on the same
criterion of fidelity.

The fact that the two examiners chose the same winner indicates that the weighting
of the Presentation and Delivery criterion is less than that of the Fidelity and
Completeness criterion. In other words, when a personal preference is not too strong,
the examiners still follow the FCD approach. The Fidelity and Completeness criterion
will be the first to be considered when making a decision, and only when the primary
criterion cannot separate the student interpreters’ performances will Presentation and

Delivery be used as the decisive criterion.

* Examiner One’s comment in Chinese: #£35 5 2ei#, C 1R sloppy. #tie a8, Eih
A PHFRTE B R B RFE 2, A% concise.

% Examiner Two’s comment in Chinese: B [IFRFERIHI T L C 2. C BRTF L JFI2 speaker FIIEE,
SRAR BERE I T B AR T ER, P RAIRAEAS C t B 2.
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6.4 Professionally-referenced standards

For reasons of test validation, performance assessment often relies heavily on
professional judgement of the subject area concerned (2.3.2.b). Here, the conceptual
property of professionally-referenced standards was identified from within the
comments made by the examiners, especially by those who have a background in
interpreting. Interpreter examiners can compare the student interpreters’ performances
with that of an experienced interpreter, or make comments about how things should be
done in the real world to achieve the intended communicative effect, and what the
audience would think of the student interpreters’ performances.

This concept of professionally-referenced standards relates not only to the
implementation of the Fidelity and Completeness criterion, but also to how different
criteria are weighed against one another when assessing the interpretation. For example,
PCC2 differentiates the Fidelity and Completeness criterion into different levels
according to different situations; PCC3 believes that “accuracy covers rushed delivery”,
which means that poor delivery is acceptable as long as it achieves message accuracy;
PCC4 tolerates omissions more than errors, and PCC5 holds a similar view: being
vague is worse than having omissions, especially when an interpreter’s comprehension
is problematic.

These conceptual properties are the examiners’ subjective judgements that may
have been formed and based on their professional experiences. In other words, to a
certain extent, interpreter examiners are referring to their professional standards when
assessing the student interpreters. In the sections below, more sample comments will be

used to illustrate and discuss these assessment behaviours.
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6.4.1 Situational weightings of assessment criteria

Previously in Chapter 5, it was found that examiners differentiated the fidelity
criterion along different dimensions (5.3.2). This may be in part related to the
multi-dimensional perspectives on quality in interpreting (2.1.2). The interests and
motivations of the different parties to an act of communication in a specific situation
need to be considered in a quality assurance scheme for interpreting (2.1.5). This
multi-situational consideration also appears in interpreting examinations, which helps
validate the examiners’ assessment approach. Comment 29 below illustrates the general

view of an interpreter teacher on the different focuses of the interpreting examination.

Comment 29 (translation)®: [...] The direction of assessment in each
interpreting exam...some teachers may have different focuses. For example,
studying in different [interpreting] courses, certain criterion or assessment

standard may be particularly emphasised at certain stage of learning.

Since the source speech of the examination task in this study was set in a business
conference, many examiners weighted the assessment criteria accordingly to a business
situation. For example, many examiners regarded certain details in this business speech,
such as numbers, monetary unit, the company, i.e. a di-tan gongsi (floor carpet
company), and the use of business terms like “turn over”, “market share” as very
important. One examiner in PCC3 felt that it was very serious for an interpreter (Beth)
to get the company product wrong (also see Comment 18 in 6.2.1). This error was
weighted so much that the examiner sacrificed the internal consistency of his own

overall judgement results and did not pick Beth as the winner (also see 4.5.2).

5 Comment 29 in source text Chinese: [+++] &1 LI 5% i ST /1 J7 [ -« 47 L2 & Bl BB AS K —E%,
Pean s 72 B ANF R ERAR, B2 AN A 1 S B nT e 78 5 — {0 B Bedss i B 5 — 1 criterion, HE—1
PR YE
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In respect to the Presentation and Delivery criterion, some interpreter examiners in
this study, especially those who are active in the market without teaching duties, also
held an interesting view that an interpreter should “keep talking”, and thus could get
more credit when interpreting in a business situation; an economical mode of delivery

may not always be preferred. Comment 30 below illustrates this point of view.

Comment 30 (translation)*’: In my personal and subjective opinion, if I were a
client who didn’t know English and just came here for business purposes, I would
like A better because she speaks more. This is a feeling in the market. C gives a
concise delivery, but if it is too concise, the message or information in her delivery
becomes just a skeleton and is not enough. Therefore, a client would feel that A
gives a more detailed interpretation, whereas in the eyes of a person who doesn’t
know simultaneous interpreting, it would seem that C doesn’t know how to

translate, but actually C is only translating in a more concise way.

This examiner’s view of “keep talking is better” may be different from many interpreter
teachers who train their students not to be wordy, but to be as concise as possible. Most
of those examiners that chose Cherry over Ally indicated that they liked Cherry’s clear
and concise delivery. The contrasting views, of course, may be in part due to personal
preferences, but in the case in question here the examiner in Comment 30 made the
judgement based on his experience in the field and emphasised the delivery criterion in
his assessment, i.e. a professional judgement.

This market-oriented assessment approach was also noticed in some other
interpreter examiners. The Audience Point of View criterion requires fluent and clear
delivery so that the audience will keep listening to the interpretation (5.4.1). One PCC5

examiner takes this market- or audience-oriented approach to an extreme in assessing

7 Comment 30 in source text Chinese: PAFRAE A T8, FAPTEAEE T, FRAL Y30 1 — {7 2
WA RERIREYE, e SER TR ER A AT RE 5, E2 AT LR,
B C Wefth BESR RS IRFEE, (R B RHERSIEEE T, 55 message B/& B #LIE (1 information Hi
NG, T CASEE A, e B A AT A B R VU S LU R R A, T AN [R] 25 i asE 1) N\ 2k G e
e B C A ESR, mE C MR .
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interpreting. Based on the market experience, this examiner emphasised the
Presentation and Delivery criterion and followed this principle throughout the ten paired
comparisons. In the Daisy-Ally comparison, however, a dilemma occurred. The
examiner felt that Daisy’s delivery was steadier but Ally’s fidelity rate seemed higher.

The examiner finally chose Daisy and explained the decision as in Comment 31.

Comment 31 (translation)®®: To me personally, [...] delivery is more important
than accuracy. So for these two [students] I will chose D as being better than A.
[...] You may feel that some things are important, such as accuracy or numbers,
etc., but to the audience, they are not that important. I feel that the important thing
is the feeling of the audience when they listen to your delivery [of interpretation],

and to see if they can trust your voice.

Simply put, this examiner believes that good delivery comes first because it engenders a
sense of trust in the audience. So a convincing delivery with some mistakes is still better
than an accurate interpretation that is delivered in a hesitant way. This comment echoes
Schjoldager’s views that an interpreter’s other qualities are irrelevant if the audience get
irritated and lose interest in listening to the interpretation (Schjoldager, 1995).

The question is: can an examiner find a balanced and consistent way of weighing
the two criteria, fidelity and delivery, which takes account of the situational variables of
the source speech? In Comment 30, for example, the examiner also pointed out that
Cherry used a more concise interpretation, but the audience might not be aware of the
strategies involved. This also relates to the consideration of other assessment criteria, i.e.
Interpreting Skills and Strategies, which seems to further complicate the matter. How do
the interpreter examiners weigh the various criteria when assessing student interpreters?

Comment 32 below provides an interesting insight to this question.

% Comment 31 in source text Chinese: Bt AHER, [...] delivery H A IEREME. FT LIS M E 055 3R
TIED WA M. [..] AU/REBIHBEENFNE, B IEMHEESGR AT R, BRI A
A EE, RS E RS R T ER delivery FIERE, A ZREH L ETRIE S .
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Comment 32 (translation)®: The reason why I choose D is because although her
expression is also poor, she knew how to say something neutral, which will not
create big problems. [...] As for A, she would quickly jump into a conclusion. [...]

I probably will choose D because overall speaking she caused less damage.

In other words, this examiner’s decision was based on the consideration of damage
control, which could be attributed to the consideration of interpreting strategy, i.e. a
strategy to minimize the interference of information recovery (Gile, 1995a: 202).

These considerations about different weightings being given to certain types of
messages, delivery styles and strategies were based on the examiners’ professional
experience of in the profession. Depending on the nature of the occasion, certain
information or messages are deemed more important and must be delivered correctly in

an acceptable manner.

6.4.2 Omissions vs. Errors

Juggling judgements between omissions and errors in student interpreters’
performances is common for examiners when they are applying the Fidelity and
Completeness criterion in consideration of the Interpreting Skills and Strategies. To
cope with the cognitive overload in simultaneous interpreting, interpreters often have to

operate on what Shlesinger called the “condensation norm” that

“not only condones but often encourages strategic macroprocessing”, so that “not
every element of every proposition in the source text needs to be reproduced as
such. It is appropriate for a simultaneous interpreter to produce the underlying

meaning of the proposition” (Shlesinger 1999: 69 in Marzocchi, 2005: 92).

® Comment 31 in source text Chinese: 2 T A% D &) )5 K2 K 2 (b 7F expression - TH #ESR5R
—ERHANGE, H2 i S RS T neutral — BV, PUEGERASEE BUR R IR [T A R
H1# jump into conclusion. [---] FAMEEEE D ML, [K 24548 FoRkER, W& damage LLiR/b,
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Gile also argued that, “not all the information which was omitted in the target-language
speech is necessarily lost as far as the delegates are concerned, since it may appear
elsewhere or be known to the delegates anyway” (1995: 200). Shlesinger proposed the
condensation norm on the basis of her literature reviews of interpreting studies; it has
been intuitively corroborated by many interpreter trainers’ experiences and is in line
with the long-standing discourse on conference interpreting (Marzocchi, 2005: 92). As
evidential support and for analysis, Comments 33-35 below illustrate how the
examiners in this study applied this condensation norm when assessing student
interpreters.

Comment 33 (translation)’’: D is worse than C. First, she (D) is not fluent

enough; second, she omitted more messages, [...]. Compared with C, however,

because she (D) omitted a lot, there seems to be less error (in D’s delivery).

The underlined part of Comment 33 illustrates the examiner’s view of the relationship
between omissions and errors when interpreting. In Comment 34, when comparing
Daisy and Eileen, the same examiner further elaborated on which is the more serious —

omission or error. The examiner concluded that overall Daisy was better.

Comment 34 (translation)’': It’s because that although she (Daisy) lost a lot of
material, at least she did not make so many mistakes. I would rather see her omit

things than see her say something wrong.

In other words, errors are less condonable than omissions. Surprisingly, this view seems
to be shared by both interpreter and non-interpreter examiners alike, as similar
comments were made by examiners from both backgrounds. Comment 35 sums up this

assessment approach in weighing omissions against errors.

" Comment 33 in source text Chinese: D AN C, & —{H kM AZITA, 55 M 5 2 A1 s 10 R
PHELEG 2, [...JP2ER C thiie sk, s siiR 2, A LG SEER M7 bhig b —Eh .

"' Comment 34 in source text Chinese: [ Zfti(Daisy)#ESR EMAIR LWL, 2/ MR EILIEZL (K6
Fro WIGHEMMIRE AR I, ANERE.
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Comment 35 (translation)’: I often feel that the most basic problem to consider

in interpreting is: [we] would rather have omissions than errors in interpretation.

This omission tactic, however, should only “refer to the case where an interpreter
deliberately decides not to reformulate a piece of information in the target-language
speech” (Gile, 1995a: 200). In this study, some examiners also made a distinction
between not understanding the message and not hearing the message at all (5.6.1). This
was when applying the two criteria of Interpreting Skills and Strategies and the
Foundation Abilities for Interpreting. Safe implementation of the omission strategy can
only be achieved when the interpreter fully understand the messages and has the

capacity to process them, i.e. to deliberately decide what and when to omit.

6.4.3 Interpreting skills and strategies

As mentioned earlier in Chapter 5, successful or poor implementation of
interpreting skills and strategies can be observed by looking at the EVS in relation to the
interpretation output (5.5.3). Taking the omission tactic as an example, observable
evidence of this tactic in action is usually a longer EVS (because the interpreter needs to
listen for longer to decide what and how to omit material) and a reduced or condensed
amount of information in the interpretation output.

Depending on the professional experience of an interpreter examiner, however,
there may be different ideas about when an EVS is long and how much reduction is
acceptable when applying the condensation strategy. This subjective variation is
probably why the Interpreting Skills and Strategies criterion is difficult to use, and

therefore less favoured as a primary criterion. Nonetheless, to some extent it still affects

> Comment 35 in source text Chinese: ¥ #1550 L RE Al e e i A M E R 2, WMl ReEd
ANERE.
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the way an examiner makes the judgement (5.7.1), especially when multiple criteria are
linked together in the judgement process.

Some contrasting judgement results in relation to Beth and Cherry have been
observed and analysed in 5.7.4. Comments 36-40 below further illustrate different
perspectives on how different examiners judged Cherry’s interpreting strategies. First,

Comments 36-38 are positive about Cherry’s interpreting strategies.

Comment 36 (translation)”: C follows more closely when interpreting. Her
translated sentences are more concise and shorter, combining two or three
sentences into one to translate. Therefore, comparatively speaking, I think she
sounds more fluent from the audience point of view. [...] I feel that C did a better
job in reduction (strategy). [...] Whereas B, she followed (the speaker) more

slowly (with longer lags) so she often would easily miss...miss something.

Comment 37 (translation)’*: Overall C did better than B. The reason is that her
judgment is more accurate than B in terms of deciding what messages need to be
translated, especially when there are parts that have to be thrown away under time
constraint. In other words, she would omit information that was not important. [...]
So overall just from an audience point of view, [...] my personal feeling is that I

know what the speaker was trying to say via the interpreting service.

Comment 38 (translation)”: She (Cherry) would consider the coherency issue.
[...] Thus it sounded more fluent and coherent [in Chinese]. I feel that C has the

ability of not translating in a rigid way. B could interpret correctly, C could also

73 Comment 36 in source text Chinese: C fll 7£ FHFE (1} £ IR LI B, SRIZEMAERER T Eh &L
B, e L e 4 i =l 5] 7 & O e — Ml ) 72 BEE GERk bl Lok Es, DABUR IR A B Ak,
PR AR LLBRE, [...) 3B S A M B ..] C ELidE . SR8 R A B ABAE BR A B0 RS L RS
By UMt i LR 2 5 S . PR A

™ Comment 37 in source text Chinese: #2f#% 35 C Lt B M54 1 JE K2, Al 328 Hh 5 JE 2 R
Hike, BUETEARAKEERPM T, AR Lk B AR AR B, AR, AR
HEN information f ] PLERE [...]. FTPVERE o 24ikr0 e R, [L..] REAESE C HFM
BT, RS AR AR A N ERRAT BRI A A

7 Comment 38 in source text Chinese: fih& =% &% ¥ FEiEE IR, [... 1Sk T R & b ks
NE, FEBBMIHEAER TR . MEANETEEATHER. I B Wi, C thafl, =
& C BURZ T — M ERR TAE. [---] BHSRES, W AR Z R m 2 0%, e i
PRYEJEE, — .. LREAE — 1 A SC R R
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interpret correctly, but C obviously did an additional polishing job. [...] As a
listener, I don’t need to make much effort to think, I just listen to a speech [via

interpretation], a speech...a speech that sounds more like in Chinese.

As we can see, the above three comments show high regard for Cherry’s reduction
strategy in her interpreting performance, and her concise and polished delivery in the
target language, as well as a good level of fidelity in the messages. The final decision
was then based on the overall quality determined by the interpreting skills demonstrated
and considered from the Audience Point of View. These criteria are closely linked.
However, there are also examiners who thought differently about Cherry’s
interpreting performance, such as Comment 20 in 6.2.1 and some PCC2 examiners’
negative comments on Cherry in 5.7.4. Comments 39 and 40 below further illustrate the

different observations on Cherry’s interpreting skills.

Comment 39 (translation)’®: I like B better. [...] I feel that she might have
understood the messages, but her Chinese was not well delivered in terms of word
choice. [...] She has a strange way in Chinese delivery. In terms of content, there

are also some mistakes. She had more obvious mistakes than B.

Comment 40 (translation)’’: I feel that B is better. This is because overall B was
very steady. [...] Sometimes C just chased up a few words in the sentences, and
then used them to make up her sentences, but the meanings could be far away
from the source text. Sometimes the gist was not even there. [...] very fragmented
like bits and pieces of a jigsaw. [...] Yeah, I almost certainly did not hear any

specific facts [from C’s interpretation].

® Comment 39 in source text Chinese: &Lk = B, [...]3E S AT RERENE, Al 2t S0 pz
ARG, EFEHY L, [ AR R IR RER RS, NAHER L
S, WA RISERRE L B 15 AT .

77 Comment 40 in source text Chinese: FX% 3 B LLIRE S5, JRIK & B BB AR AR MRS, [...]
C AR 28 B A TSR R0, MR EM R 7 RER T, REFESCHER TR ZE TR
i, SRR EERARENR. [EAEFHEE, T, rUEEPERRME. [...] B, %
PR A SR B RS ) HE
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These two comments are very different from Comments 36-38. Comment 39 talked
about Cherry’s “strange” Chinese delivery. Given that many other examiners liked
Cherry’s concise delivery, this could just be a matter of the examiner’s preferences in
regard to the interpreter’s delivery style. However, the comment on Cherry’s “obvious”
mistakes implies that there are significant problems underlying the examiners’ different
views. Cherry’s interpretation was considered as “concise and polished”, but in
Comment 40 it became “fragmented like bits and pieces of a jigsaw”, which impeded
the examiner from obtaining the speaker’s messages via the interpretation.

Could the contrasting views be attributed simply to the factor of the examiners’
preference bias in regard to delivery styles as discussed in 6.3.2? Or could the

preference bias extend to the implementation of interpreting skills and strategies?

Comments 41 and 42 below may give some clues to answer this question.

Comment 41 (translation)’: She (Beth) actually hasn’t got big mistakes, just
lagging too far behind the source speech. I have a deep impression that after she
had listened to some segments of the speech, she would keep talking and
explaining. She would only go back to listen to what the speaker was saying after
she finished explaining (a segment). She was not really doing simultaneous
interpreting. I feel that it’s summarisation with some explanatory translation. [...]
She omitted a lot. It’s just that she was very lucky because the omitted parts were

by chance not the important ones. It’s true. This is my opinion.

In Comment 41, the examiner was comparing Beth and Cherry, and picked Beth as the
winner. Compared to Comment 36, however, the examiner in Comment 41 seems less
critical of Beth. The examiner picked Beth even though she had said that Beth was not
really doing simultaneous interpreting and omitted a lot of information, saying that she

was lucky the messages she had omitted were not important.

™ Comment 41 in source text Chinese: fli(Beth)F 86127 1 EEMR A MUShAR, FURMBIMERIESCH NG
K T . REVRRAZIHE, o IR MEGERE M Ol E O, — B, Rpss
RO ARRE S 4 R B, A R AOTERRE, AR A summary 75 011_L AR ME
FOREE. [~ RSN, TUREAAENT, WS R R RN, Y, BRRNERE.
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In contrast, the examiners in Comments 36-38 believed that Beth’s lags were long
and resulted in the frequent loss of information, and instead expressed more approval of
Cherry’s reduction strategy and concise delivery. One possible explanation of these
different views on the interpreting strategies used by the same students is that the
examiners have their own preferred practices or strategies in interpreting. In other words,
based on their professional habits, such as their preferred strategies and skills for
interpreting, the examiners were guessing how the student interpreters did the job and
judged the students accordingly.

Comment 42 below illustrates this professionally-preferred practice, which was
made by the same examiner as Comment 41. In simultaneous interpreting, this examiner
said that her preferred practice is to segment the sentences and follow the source speech
with short lags, making it easier for her to do multi-tasking. This examiner made the

following remark about Ally’s multi-tasking skill:

Comment 42 (translation)””: You will see that A always started to interpret when
the speaker paused, and she usually spoke at the same time with the speaker. I
couldn’t hear what the speaker was saying at all. If I couldn’t hear what the
speaker was saying when listening to both languages at the same time...if I
couldn’t hear the speaker, how could she have heard?

The last remark in the examiner’s comment is an interesting point, and it shows that this
examiner was clearly using her own preferred practice to judge Ally’s interpreting
strategy. In other words, the personal preference bias may extend to the implementation
of the Interpreting Skills and Strategies criterion (also see 6.4.4).

It is natural that interpreter examiners have preferred professional practices. As

mentioned before, professional judgement is an important element in maintaining test

7 Comment 42 in source text Chinese: R& FIR A 7EESEG R, #B 2RI L ISk, RIBFF
Ath 5 R BR o 2 [ IBE AT, FRAR AT B3 38 70 sl A B2, AR tn SR FH) o 3 18] — b AR B A
PUGHATCRRATBE, At /5 B O] B B A5 2 5 34 7 sl AT B
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validity and reliability in an interpreting examination. Interpreter examiners share
similar experiences and expectations of the standard for interpreting; so they should be
able to make relatively consistent judgements. Nevertheless, differences exist among
individual examiners in terms of their interpreting experiences in the market place; they
may also have different personal preferences. When such individual examiners are
placed on the same examination panel, different opinions may occur.

The question is: to what extent will this professional or personal preference in
relation to interpreting skills and strategies affect the actual final decision? From the
comments above, we saw that the examiners might choose different winners, for
example in the Beth-Cherry comparison, but their reported main criteria were still the
primary two: fidelity and delivery. The Interpreting Skills and Strategies criterion seems
to be more like a hook that links the two main criteria, and serves to explain how the
quality of the student interpreters’ interpretation was achieved, or affected.

This indicates that the Interpreting Skills and Strategies criterion may be more
useful in formative assessment for giving feedbacks than for outcome-based judgement
in summative assessment. Understanding how the examiners link these assessment
criteria also helps us understand the relations between the criteria and how they may be
made operational for the interpreting examinations, i.e. how the constructs of

interpreting are measured.

6.4.4 Diagnosing student interpreters’ performance

Examiners tend to give diagnoses of many of the student interpreters’
performances, for good or for bad; this was seen in earlier discussions. The areas of
diagnosis range from listening comprehension, to the interpreters’ advanced preparation

and background knowledge, to the students’ training level, to the use of interpreting
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strategies and skills, and more. Sometimes examiners even tried to find excuses for the
student interpreters, such as saying that they might be tired in the booth, but this was
unlikely because the examination task was only the first three minutes of the speech.
Among the five super examiners, for example, PCC2 commented more on the
students’ use of interpreting skills and strategies, sometimes even making suggestions to
the students about how to improve in the future. This could be due to the examiners’
professional habit because seven out of the ten PCC2 individual examiners are
interpreter teachers (Table 4-9.a). Comment 43 below is a typical example illustrating

how the examiners diagnosed students’ performance.

Comment 43 (translation)®’: D missed too much. [...] basically I’m not sure if
it’s because she does not understand. It’s really difficult to tell unless she takes a
[listening] comprehension test. Overall she lagged behind a lot. [...] I feel that this
is more like a problem of (lacking) basic practice. [...] For example, she probably
has never adjusted her pace of speaking. Sometimes under some conditions you
can speak slowly, no problem with that, but there are also times when you need to
speak faster. I feel that she lacks this kind of judgement (to change pace).

However, diagnosis that does not have the support of evidence, such as a listening
comprehension test as mentioned in Comment 43, is unlikely to be reliable because of
its subjectivity, which is dependent on the examiners’ different experiences,
backgrounds, and indeed personal preferences and professional habits.

Therefore, based on the purpose of an interpreting examination, there should
perhaps be guidelines on how these kinds of opinions should be considered in the
decision-making process, or indeed, how the examiners should be trained and members

of an examination panel be selected for good levels of intra- and inter-rater reliability.

% Comment 41 in source text Chinese: D J§3 K% T, [...]1564 b, A AHEE filr & A & T FE
B RREERR, BRAEE M s . MRS RSN ARZ, -] REFEMALRGZ
HARBE MR, [ IR RNENE 2 i A AR I8 B Caas 1T, A R A R e I N AR YT LA
B, AR, AR RIS HE R I — B IR T 1A B = 38 (1 A i 1) e
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6.5 Summary discussion

This chapter explored what lies behind the consistent and inconsistent judgements
among the examiners. This section will summarise and discuss the findings and answer
the research question of this chapter, which is the final one stated in 1.3.

Firstly, a range of examiner behaviours have been noted from the observable
external behaviour, such as the use of assessment tools, to the internal behaviour, which
is less straightforward to observe. As far as the external behaviour is concerned,
interpreter and non-interpreter examiners have different approaches to using the
assessment tools. When assessing students, interpreter examiners tend to depend on
their professional interpreting skills rather than simply to read the speech script;
whereas non-interpreter examiners tend to rely more on the speech script to assess
students. Some interpreter examiners would even try out the examination tasks to gauge
the difficulty of the task before listening to student interpreters’ performances. Then
they would often assess the student interpreters based on their notes made during the try
out and during listening to the student interpreters’ performances rather than by using
the speech script. Nevertheless, many of both the interpreter and non-interpreter
examiners found the speech script useful in checking the content accuracy of the student
interpreters’ interpretation. This is probably because the speech script can help lighten
the memory and cognitive workload when assessing simultaneous interpreting.

The internal assessment behaviours were inferred from the interview comments of
the subject examiners when comparing the student interpreters. The study found that the
examiners in general applied similar assessment criteria and followed a similar
approach in deciding the winners. Normally, the examiners would first look at the

fidelity and completeness of the student interpreters’ interpretations. When two students’
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performances were similar to each other and difficult to separate using the Fidelity and
Completeness criterion, the examiners would then make the final decision by using the
Presentation and Delivery criterion, this process was described earlier as the FCD
approach. The FCD approach may also be the main factor that maintains the consistency
of most examiners’ judgement results as a group because over 86% of the decisions
were made based on the two primary criteria (5.7).

Although the FCD approach is common to most examiners, variations in
judgements do occur. Examiners’ assessment strategies vary from one to another. It was
found that some examiners can make different judgements when looking at the same
interpreting performance, and that some could make inconsistent judgements even when
they were based on the same assessment criteria. Three main types of internal examiner
behaviours were identified in this study, which may have an adverse influence on the
reliability of the judgement in simultaneous interpreting examinations. They are
examiners’ attention, bias, and professionally-referenced standards or professional habit.
Examiner behaviour plays an active role in the variations in examiners’ judgements.

Simultaneous interpreting imposes complex and high cognitive workloads on both
the student interpreters and the examiners; the latter need to observe, assess and make a
judgement. Therefore, few examiners are likely to be able to pay equal attention to all
the details of every performance and are likely to make the judgement by impression, or
by holistic judgement, which is not the most reliable assessment method.

Examiner bias includes the primacy-recency effect and personal preferences for the
style of delivering the interpretation. The order in which a number of student
interpreters’ performances are assessed will affect the way an examiner perceives the
interpreting performances. A poor first performance tends to enhance the marks given to
later performances. Personal preference for a delivery style is especially powerful in

affecting an examiner’s judgement. Some examiners show more tolerance towards a
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nervous but still faithful interpreter, while some others may react strongly to an
interpreter whose delivery is jerky, or whose voice and expressions are perceived as
annoying and irritating, which can only be a subjective viewpoint. All these will play a
part in causing inconsistencies in the examiners’ judgements.

Interpreter examiners will also apply their professionally-referenced standards
when assessing student interpreters. This is important because professional judgement is
evidence of test validation for performance assessment. When assessing student
interpreters’ interpretations, the examiners may refer to their experiences in the field and
give different weightings to certain speech content according to the context of
interpretation, such as a business meeting. Those interpreters who are also in the
teaching profession tend to have different focus on the problems of students’
performances at different stages of training, whereas interpreter practitioners may give
more consideration to the practical needs of the audience in the field, including
preferred interpreting skills and strategies.

When considering errors and omissions in the interpretation, generally speaking,
both interpreter and non-interpreter examiners prefer the use of the condensation norm,
or reduction strategy. They would rather that the student interpreters omit a message that
is not fully understood, than interpret it incorrectly and cause more confusion. This
condensation norm, nonetheless, can only be safely used when an interpreter fully
understands the source messages, or is aware of the situation that certain messages are
not fully understood, so both major and secondary information can be processed for the
reduction strategy.

However, as Sawyer reported in his case study, “the [interpreter] jury members are
a heterogeneous group in terms of professional experience as well as experience in
teaching and testing” (2004: 184), it follows that the examiners’ decision-making

approach will inevitably be influenced by their different backgrounds and experiences.

248



Chapter 6 Examiners’ Assessment Behaviours

Although they may be following their own professional judgement as discussed above,
those differences will play a role in affecting the consistency of their judgements in the
interpreting examination. Taking the super examiners in this study as an example,
overall they used similar assessment criteria and followed the FCD approach, but their
judgement patterns in terms of the student rankings were different.

Therefore, to answer the final research question stated in 1.3, based on the
discussions and findings in this chapter, the consistency and inconsistency of the
examiners’ judgement patterns appear mainly due to the examiners’ various assessment

behaviours as discussed above.
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Chapter 7 A Conceptual Model of Interpreting Examinations

7.0 Preamble

This study explores and investigates how the examiners assess student interpreters
in a simulated examination of simultaneous interpreting. As mentioned in Chapters 1
and 2, Sawyer found it “fuzzy” when the interpreter examiners applied their assessment
criteria (2004: 185), and variations and inconsistencies were also obvious in interpreter
examiners’ professional judgements (ibid: 188). Inconsistent judgements (Chapter 4)
and, to borrow Sawyer’s term, fuzziness in the use of assessment criteria, such as their
overlapping and linked conceptual properties (Chapter 5), are also two themes identified
in this study. In addition, examiner behaviours identified in this study (Chapter 6) give
some clues to an explanation of how the examiners make their judgements, consistent
and inconsistent. It is hoped that the findings in this study, therefore, shed some light on
such fuzziness and inconsistencies in interpreting examinations.

In this chapter, based on the findings, a conceptual model is proposed to illustrate
the relationships between the various elements in a typical interpreting examination and
to facilitate further discussions of the findings. In 2.1.2, the main components in the
simultaneous interpreting examination of this study were illustrated as the concrete
event in Pochhacker’s (2001) multi-perspective figure, which is depicted as a diamond
shape (see Figure 2-1). The conceptual model of interpreting examinations (hereafter
the IE model) expands and uses this diamond shape to illustrate further the relationships
of the finer elements identified in this study. The basic IE model is illustrated in Figure
7-1 and explained below.

In the basic IE model, an Interpreter Performance Scale is positioned at the apex of
the Speaker-Interpreter-Audience triangle, or the assessment criteria triangle, with the

two primary assessment criteria on the two slopes: Fidelity and Completeness (FC),
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Figure 7-1 Basic conceptual model of interpreting examinations

Interpreter Performance Scale

A
v

(Assessment adgceriptors)

Assessment criteria

Professional standards
FCD Approach

(internal behaviour)

Examiner behaviours

Examiner

FC: Fidelity and Completeness, PD: Presentation and Delivery
FCD Approach: Fidelity-Completeness-Delivery Approach

and Presentation and Delivery (PD). The assessment criteria are based on the
professional standards (i.e. the base of the assessment criteria triangle) that professional
interpreters follow when they interpret between the Speaker (Exam task) and the
Audience. Interpreting examinations adopt these standards as assessment criteria for test
validity reasons (see 2.1, 2.2 and 2.3).

In Figure 7-1, the factor of examiner behaviours in interpreting examinations is
also illustrated by a triangle of Speaker-Audience-Examiner, or the examiner behaviour
triangle. At the Speaker-Audience interface adjacent to the assessment criteria triangle is
the Fidelity-Completeness-Delivery (FCD) Approach. The Examiner usually follows
this general approach to apply the assessment criteria (see 6.3.2), which is influenced by
a range of external and internal examiner behaviours.

The IE model is represented as a balanced system: the Interpreter Performance
Scale, the assessment criteria triangle and the examiner behaviour triangle. The balance
in the IE model is essentially maintained by a two-dimensional tension between the
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assessment criteria triangle and the examiner behaviour triangle, with the Examiner
positioned at the bottom balancing everything on top.

In the assessment criteria triangle, or dimension, the Examiner needs to find a
balanced weighting of multiple assessment criteria in order to make a judgement (see
Chapter 5); whereas in the examiner behaviour dimension, the Examiner’s judgement
alternates in a spectrum of assessment behaviours, ranging from external to internal.
The external behaviour concerns the use of assessment tools that help check the fidelity
and completeness of the interpretation (and rating scales if available), while the internal
behaviour relates to the Examiner’s personal ways of interpreting and receiving the
messages based on their own preferences and professional experiences (see Chapter 6).
The Examiner also plays a dual role of an assessor as well as a member of the audience
(see 5.4), which is indicated by a dotted double-headed arrow in the behaviour
dimension. Alternating between the two dimensions, the Examiner attempts to maintain
a balance that is intricate and delicate, i.e. to make the interpreting examinations reliable
and valid.

One thing to note is that in the IE model the Interpreter Performance Scale is
open-ended. The judgement on the quality of interpreting performance is contingent on
the weightings of the criteria used by the examiners, such as the two primary criteria on
the two upper slopes, and on assessment descriptors that are to be developed according
to the purposes of the interpreting examinations. In other words, this open-ended
conceptual design of the performance scale allows flexibility for developing assessment
descriptors that are practical and operational for interpreting examinations with various
situational themes or purposes.

With this preamble, sections 7.1 and 7.2 below discuss the two dimensions in the
basic IE model above by referring to the theoretical framework of language testing

reviewed in Chapter 2, and expand the model as the discussions move on.
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7.1 The criteria dimension

This dimension concerns the findings of the five categories of assessment criteria
(Chapter 5). As argued in Chapter 2, vague definitions of test construct and assessment
criteria open a door to subjective judgements, and therefore, risk leading to inconsistent
examination results (see 2.3 and 2.4). In this section, we shall discuss whether the
findings of this study can match the claimed test constructs of interpreting and help with
better construct definitions (7.1.1); we shall also clarify the fuzzy relationships between
the construct components and assessment criteria by referring to a language use model
in language testing (7.1.2 and 7.1.3). The objective is to develop and refine the
assessment criteria dimension of the IE model for a better design of interpreting

assessment, making it easier to measure the test constructs of interpreting.

7.1.1 Matching the constructs and assessment criteria of interpreting

In Chapter 2, some sample construct statements for interpreting examinations were
reviewed. Those sample statements share four basic constructs that a good interpreter
requires: language competence, interpreting skills, background knowledge, and
personal aptitude. However, these four constructs lack clear definitions and are
regarded as difficult to operationalise (see 2.4.2.a).

A construct can be useful only when it is operational, that is the construct is
“associated with ‘things’ that can be observed, and that these ‘things’ can be scored”
(Fulcher, 2003: 18). In this study, the assessment criteria were extracted from the
examiners’ verbal comments, the criteria used and articulated by the examiners. In this

respect, therefore, when the examiners made comments on how they assessed the
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student interpreters, they were, in effect, describing the construct of interpreting. So, to
a certain extent, the assessment criteria identified could be considered as operational to
measure the test constructs of interpreting examinations.

The five assessment criteria identified in Chapter 5 are summarised and listed with
their main conceptual properties in Table 7-1. We shall discuss if the identified
assessment criteria can match and make operational the four basic constructs of
interpreting as mentioned above. The objective is to test the claims of theory (i.e. the

four constructs) with the empirical data in this study, and refine them if necessary.

Table 7-1 Five identified assessment criteria and their conceptual properties

Assessment criteria Conceptual properties

3 aspects:

e Acoustic

e word/phrase

flow of information

Presentation and Delivery

3 areas:
. e content accuracy
Fidelity and Completeness o speaker intention
[ ]

contextual consistency

¢ to have the confidence in the speaker (via the delivery style
of interpretation)

e to receive the speaker’s message at an acceptable level of
faithfulness.

Audience Point of View

o resourcefulness: the ability to use skills and strategies, such
as paraphrasing, summarising, skipping, self-correction,
background knowledge and anticipation.

Interpreting Skills and Strategies ~ ® multi-tasking: supports using the interpreting skills and
strategies. The multi-tasking ability can be observed by
looking at the way interpreters manage their
Ear-Voice-Span (EVS), or lags.

listening comprehension
aptitude and personality

Foundation Abilities for
Interpreting

First, there are two clear matches: personal aptitude with the criterion of
Foundation Abilities for Interpreting, and interpreting skills with the criterion of
Interpreting Skills and Strategies. The background knowledge construct is also a match,

with the resourcefulness conceptual property of Interpreting Skills and Strategies: the
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construct of background knowledge is usually inferred by observing an interpreter’s use
of the preparation and anticipation strategies. With the support of background
knowledge, the interpreters can do a better job in processing the messages in the source
language, arranging them in a way that is more suitable to be delivered in the target
language (see 5.5.1). For example, an interpreter can apply the anticipation strategies
when he or she is familiar with the subject under discussion in a conference, or already
knows the speaker’s stance on a topic during a debate. An interpreter can acquire such
suitable background knowledge to a certain extent with preparation strategies before a
conference interpreting assignment; a better knowledge base enables an interpreter to

make better strategic choices that are available onsite (see 2.1.5).

Table 7-2 Four constructs of interpreting and their matching assessment criteria

Constructs Assessment criteria
personal aptitude: Foundation Abilities for Interpreting
interpreting skills: Interpreting Skills and Strategies

background knowledge: Interpreting Skills and Strategies

Presentation and Delivery

Audience Point of View
Interpreting Skills and Strategies
Foundation Abilities for Interpreting

language competence:

Language competence is an interesting construct as it has clear and direct links
with four of the five assessment criteria. It is a perfect match with two criteria —
Presentation and Delivery, and Audience Point of View, whose conceptual properties are
mainly about the use of language when delivering the messages (see 5.2 and 5.4). This
construct can also be found, or observed, in the conceptual properties of the other two
criteria: Interpreting Skills and Strategies (paraphrasing, summarising, etc.), and
Foundation Abilities for Interpreting (listening comprehension). Such permeation to so

many assessment criteria may imply that the construct of language competence carries a
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lot more weight than those of the other three constructs. It would be over-simplistic,
therefore, to view all four constructs as equals in terms of their importance and/or
practicality to operationalise in the interpreting examinations. Table 7-2 shows the

above matches between the constructs and assessment criteria.

A missing link: the construct of message equivalence

Surprisingly, the four basic constructs appear to have no clear and direct link with
the criterion of Fidelity and Completeness (FC), which is missing in Table 7-2. This
indicates a gap between the claims of theory and the empirical data in this study.
Although discussions about the concept of fidelity may be found in the literatures of
interpretation and translation studies, most of them stem from a pedagogical perspective,
not for testing purposes. For example, Gile (1995a) dedicated a chapter in his book to
discuss the concept of fidelity in translation and interpretation. He prioritised four types
of information — Message, Linguistically Induced Information, Personal Information,
and Framing Information — to help student translators and interpreters understand that it
is the Message that must be reformulated rather than words; the other three types of
information are secondary and can be condensed, or omitted if necessary. Even with
these information types as guidance, nevertheless, cautions were given that “remedial
action” is still needed lest students go “overboard” into adaptation (1995a: 49-74).

In the interpreting studies literature on the test construct of interpreting, Sawyer did
mention the FC criterion, saying that the examiners are looking for the examinees’
ability to interpret with faithfulness to the meaning and intent of the original (2004: 97),
but did not elaborate further (see 2.3.2). In fact, the issue of fidelity and completeness in
interpretation studies is left largely unresolved in spite of many product-based research
studies, and the main reason is that it is still difficult to objectively quantify and

measure the messages in the interpretation output (Péchhacker & Shlesinger, 2002: 251).
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As the findings of this study show, and for practical reasons, the assessment of the
messages in interpretation needs to rely on subjective professional judgement. The lack
of discussion in the existing literatures on regarding FC as the assessment criterion in
relation to the test construct of interpreting may be due to the fact that it is usually taken
for granted, and that a practical model or methodology is yet to be developed to tackle
this issue systematically.

In terms of the interpreting assessment, some examiners may simply consider FC
as a criterion to measure the interpreting skills construct. However, this study finds that
FC conceptual properties are a distinct category from the interpreting skills at the
operational level in the assessment process, and that FC is the primary assessment
criterion that accounts for more than 50% based on which the examiners made their
decisions (see 5.7). On the operational level when assessing interpreting, as analysed in
5.3 and 5.5, the FC criterion focuses on three main areas: content accuracy, speaker
intention, and contextual consistency by comparing the equivalence of messages
between the source and target languages; whereas the criterion of Interpreting Skills and
Strategies (ISS) refers to the interpreter students’ resourcefulness and multi-tasking
ability to utilise various linguistic and cognitive skills to process messages and deliver
them in the target language (also see Table 7-1). The ISS criterion is, as found in this
study, more like a diagnostic tool during the judgement process for explaining the
success or failure of the student interpreters’ achieving the FC criterion, i.e. poor ISS
leads to unsatisfactory FC, and good FC wusually is the result of competent
implementation of ISS. The two criteria are closely linked, but they are distinctively
different as shown from the analysis of the examiners’ verbal reports in the act of
comparing and judging student interpreters’ performances. The construct of interpreting
skills as listed in Table 7-2, therefore, does not refer to the equivalence of messages as

denoted in the FC criterion, which is missing in the table.
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The identified FC assessment criterion in this study, thus, may be pointing to the
need to formulate a fifth test construct for interpreting i.e. the ability to interpret with
faithfulness as Sawyer put it in one of his sample construct statements. Given the
empirical findings in this study and the discussions in the aforementioned literatures,
pedagogical and assessment-focused, “message” is the critical component when
analysing the ability of interpreting. For the convenience of discussion, therefore, we
shall refer this fifth construct of interpreting as message equivalence.

In order to use this FC criterion to measure the construct of message equivalence,
the examiners need to observe and score based on something more tangible than just the
spoken messages. In the case of interpreter-mediated communication, languages are
vehicles to carry the messages from the speaker to the audience via the interpreter.
Therefore, language competence becomes a yard stick for applying the FC criterion to
measure the construct of message equivalence, which looks at three areas of the
interpretation: content accuracy, speaker intention, and contextual consistency (Table
7-1). In other words, the examiners need to observe and score interpreting performances
by comparing the messages in both the source and the target languages. From this
perspective, the construct of language competence is directly and indirectly linked to all
five of the assessment criteria.

Being the vehicle that carries the messages, language competence is fundamental
to interpreting. However, some aspects of language competence, such as reading and
writing, are not immediately required for interpreting. For instance, reading skills may
be useful to interpreters when preparing for a conference interpreting assignment (see
2.1.5), but in the line of work, listening and speaking are more relevant to interpreting.
An interpreter first listens to the source speech to receive the messages for interpretation,
and the output interpretation is delivered in the form of spoken language, i.e. speaking.

Nonetheless, the interpreter’s listening comprehension ability, can only be inferred from
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observing the output interpretation (see 5.6), which is speaking, the aspect of language
competence that may be directly observed and assessed. This is also the reason why the
conceptual properties of assessment criteria focus more on speaking (Presentation and
Delivery) rather than on listening (Foundation Abilities for Interpreting) because it is
easier to observe and infer the competence of speaking from the interpreting
performances, that is, in relative terms when comparing with listening.

The interpreting assessment, nevertheless, is different from assessing language
competence per se, as in a listening or speaking test in the discipline of language testing.
The added intricacy in the case of the interpreting assessment is that the messages in
both the source and target languages need to be compared and assessed from a multitude
of perspectives (see 2.1.2 and 5.4.3). The interpreting examination, then, is a combined
test of listening and speaking abilities, and more importantly, the ability to transfer
messages between two languages, i.c. the construct of message equivalence. In the case
of simultaneous interpreting, everything has to be done simultaneously, adding a very
high level of stress to the work for both the interpreter examinees and the examiners.

Given the analysis above, therefore, it shows that the construct of language
competence for the interpreting examinations permeates all of the assessment criteria,
making the judgement work complex to do because each of the five criteria is
interrelated in some way. The permeation may be the underlying reason why the use of
assessment criteria is fuzzy at the operational level. So the examiners usually resort to
holistic judgements, i.e. by impression (also see 6.2.2), leading to inconsistencies in the
examination results. Therefore, it is necessary to further clarify the intricate relations

between the test constructs and the identified assessment criteria.
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7.1.2 A theoretical framework for the construct of interpreting

To unravel and clarify the intricate links between the test constructs and assessment
criteria in interpreting examinations as discussed above, the analysis strategy used here
is first to look at the language-related conceptual properties of the five assessment
criteria for interpreting, and then compare them with the constructs of language in the
discipline of language testing. Therefore, this section makes use of the knowledge of the
language testing discipline in order to clarify the complex relationships between the
assessment criteria in interpreting examinations, and to establish what they are
measuring and how, i.e. to have better construct definitions.

In this study, the construct of speaking (i.e. Presentation and Delivery) is
mentioned more often than that of listening (i.e. Foundation Abilities for Interpreting) in
the identified conceptual properties of assessment criteria. This indicates that the
construct of speaking is easier to operationalise in the interpreting examinations.
Therefore, the discussions in the sections below may be conducted more from the
perspective of the construct of speaking. Nevertheless, listening is still an important
component of the language competence and will also be considered subsequently in
7.1.3.

In Chapter 2, Bachman and Palmer’s model of language use (1996: 63) was
reviewed. In that model, there is a construct of “strategic competence” that has a
cognitive management function (ibid: 70) (see 2.4.2.a and Figure 2-5). With strategic
competence, language users are able to set goals in a communicative context and to
manage the various functions of language. In order to achieve the goals, such as starting
a conversation or requesting information, the language users assess the situation and
utilise their “language knowledge” and “topical knowledge” to interact with people in

the settings in which the communicative act takes place, e.g. a test task. The model also
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takes into consideration the language users’ “personal characteristics” and “affective
factors”.

Interestingly, when applying this language model to analyse the construct
components and assessment criteria in the context of interpreting, it is found that they
actually map very closely onto each other. Based on Bachman and Palmer’s model, a
language-based framework for discussing the constructs of interpreting is formulated as

shown in Figure 7-2.

Figure 7-2 A framework for discussing the constructs of interpreting

Strategic competence
(finguistic + interpreting)

Background
knowledge

External
physical settings

Adapted from (Bachman and Palmer, 1996: 63)

The language-based construct model for interpreting is also communicative and
goal-driven. The goal of an interpreter-mediated communication act is to transfer the
messages from the speaker to the audience in a reliable manner. To achieve this goal, the
interpreter needs to listen to the speaker’s source speech (language knowledge,
Foundation Abilities for Interpreting, i.e. listening), utilise various skills and strategies,
including multi-tasking, to process the received messages (Strategic competence,
Interpreting Skills and Strategies), and then deliver the messages to the audience in the

target language (language knowledge, Presentation and Delivery, i.e. speaking,).

262



Chapter 7 A Conceptual Model of Interpreting Examinations

As illustrated in Figure 7-2, those tasks that the interpreters perform are managed
by the strategic competence, which consists of two components: linguistic and
interpreting. The strategic competence draws resources from the two knowledge bases —
background knowledge and language knowledge (which includes source and target
languages) — in order to complete the multiple tasks simultaneously to fulfil the goal of
the communicative act. In the communication process, the interpreters are also
influenced by some internal factors, such as the affective factors (i.e. personal emotions)
and personal aptitude. The external physical settings, i.c. the environment in which the
interpreters work, will also impose some influences on the interpreting performance as
reviewed in the professional quality assurance literatures in 2.1. The interactions of
these components in the model are indicated by the three double-headed arrows as
shown in Figure 7-2.

The overall success or failure of the interpreter-mediated act is then assessed by
checking whether the messages are delivered “with faithfulness to the meaning and
intent of the original” (Sawyer 2004: 97). In other words, the construct of message
equivalence is measured by applying the primary criterion of Fidelity and Completeness,

which is based on the knowledge of both the source and target languages.

7.1.3 Revise the assessment criteria dimension of the IE model

In the Preamble (7.0), we have illustrated the dimension of assessment criteria as
the upper triangle in the basic IE model (Figure 7-1). This section aims to further
develop and expand the criteria triangle as part of a revised IE model by using the above
language-based construct model for interpreting as a theoretical framework (Figure 7-2),
and to further discuss and clarify the interactions of the five assessment criteria in

relation to the constructs of interpreting as discussed earlier in 7.1.1.
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Figure 7-3 Revised assessment criteria dimension of the IE model

Interpreter Performance Scale

Language knowledg%
source language
(listening)

I,.fénguage knowledge
farget language
~ P (speaking)

Profes\s“i*&AaL»S‘ffzndards Audienhce

The assessment criteria dimension of the IE model may be revised as in Figure 7-3 to
illustrate the intricate relationships between various construct components of
interpreting, and how they may be operationalised by means of the assessment criteria
identified in this study, which are labelled in blue fonts in the figure.

At the base of the assessment criteria triangle, the three green ovals represent the
foundation language competence and background knowledge of an interpreter, i.e. the
Foundation Abilities for Interpreting. Their role is like resource reservoirs that support
the interpreters to do their jobs. Background knowledge relates to the subject areas that
interpreters may encounter when working at various conferences; whereas language
knowledge refers to the foundation competence in the two working languages: source
language for receiving, and target language for delivering the messages, i.e. listening
and speaking abilities.

The blue oval near the apex of the triangle represents an interpreter’s strategic

competence, which consists of two components: interpreting and linguistic strategic
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competences. Strategic competence is the theoretical know-how component within the
overall interpreting competence. With the goal of interpreting the messages with
faithfulness to the meaning and intent of the original, strategic competence provides the
cognitive management function for an interpreter to simultaneously operate various
skills and strategies, of both linguistic and interpreting, to process the messages between
the two languages involved. The interactions of the construct components are indicated
with the double-headed arrows between the blue and green ovals in Figure 7-3.

The processes and interactions between the blue know-how and the green resource
reservoir components are also influenced by some internal and external factors, which
are illustrated as two circles in shades of yellow each bordered with broken lines; the
inner circle represents the internal influences, and the outer circle indicates the external
factor. In Figure 7-2, the factor of external physical settings, i.e. the interpreter’s work
conditions, is a separate component from the internal influences of personal aptitude
and affective factors, i.e. personal characteristics of the interpreter. As they influence the
interpreter’s performances in one way or another when the strategic competence is at
work, all three factors, external and internal, are bundled together around the strategic
competence in the revised assessment criteria dimension as shown in Figure 7-3. This
study will refer these factors as the influential schemata in the IE model as they provide
the basis on which the interpreters work, mentally and physically.

Based on the professional standards (see 2.1), the examiners measure the
constructs of interpreting by weighting the assessment criteria according to the
situational context or topic of the source speech. They will evaluate if the student
interpreters’ Presentation and Delivery is suitable to the Audience Point of View,
diagnose student interpreters’ use of Interpreting Skills and Strategies and their
Foundation Abilities for Interpreting, and most importantly check whether the

interpretation is faithful to the intent of the original by using the Fidelity and
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Completeness criterion, i.e. measuring the construct of message equivalence. The
message equivalence construct is indicated on top of the criteria triangle with the
Interpreter Performance Scale.

The above assessment activities are mainly operationalised by relying on the two
primary criteria: Fidelity and Completeness (FC), Presentation and Delivery (PD).
Examiners usually give more weight to the FC criterion than to the PD criterion, i.e. the
FCD approach, when making judgements. The examiners also need to be satisfied that
any errors and omissions conform to the norm of professional practice, such as the
condensation norm, which dictates that secondary and unimportant information can be
reduced or omitted under the time constraint of simultaneous interpreting (see 6.4). As
for the other three assessment criteria, they are operationalised in a less explicit manner
and considered as a whole in the judgement process. These examiners’ assessment
behaviours will be discussed later in 7.2.

Next, we shall first discuss the key elements of the revised criteria dimension.
Figure 7-3 shows the five constructs of interpreting, and the interactions between them
in the context of the interpreter-mediated communicative act. The constructs are:
strategic competence, influential schemata, background knowledge, language
knowledge, and message equivalence. The sections below will follow this framework to

discuss these constructs, referring to Figure 7-3 to illustrate.

7.1.3.a Strategic competence

An interpreter needs to manage and balance various efforts carefully, e.g. listening,
processing, and delivering, to achieve successful interpretation. The construct of
strategic competence is a conceptualised, or hypothetical, know-how component of the
overall interpreting competence that enables the interpreters to manage and perform

various language-related cognitive tasks at the same time. This study found that the
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construct of strategic competence is operationlised by the criterion of Interpreting Skills
and Strategies, which was presented in Table 7-1 as having two conceptual properties,
i.e. resourcefulness and multi-tasking ability, representing both linguistic and
interpreting competences (also see 5.5). Therefore, as shown in Figure 7-3, the construct
of strategic competence has two components: linguistic and interpreting.

The construct of strategic competence in the IE model stems from Bachman and
Palmer’s language use model (1996: 70) (see 2.4.2.a and 7.1.2) which explains the
linguistic component in this construct. The linguistic competence here mainly refers to
speaking skills in the target language, such as summarising, paraphrasing,
self-correction (restructuring), syntactical conversion and alignment, or code switching,
between the two working languages (also see 7.1.3.d below).

In the context of interpreting, Gile’s Effort Models (1995a: 159-185) may be
employed as a useful conceptual framework to discuss the interpreting component in the
construct of strategic competence. In essence, the Effort Models explain the trade-offs
between various efforts required in performing the interpreting tasks. When an effort is
saturated and exceeds the overall capacity of an interpreter during simultaneous
interpreting, the other efforts will not function properly.

For instance, in this study the examiners noticed a situation when student
interpreters sometimes could not hear the messages well, and commented that it was
because they might be too busy delivering the previous messages and did not pay
enough attention to listen for the in-coming messages, thus leading to unjustified
omissions or errors in the interpretation output (see 5.5.1). The interpreting component
in the construct of strategic competence, therefore, mainly refers to multi-tasking ability,
i.e. the ability to manage and perform various linguistic and cognitive tasks that are
necessary to receive, process and deliver the messages in real time, such as the

aforementioned balanced efforts explained by Gile’s Effort Models.
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The term “processing” in simultaneous interpreting usually refers to the
implementation of interpreting skills and strategies, such as segmenting sentences for
easier comprehension, conversion of the messages, opting for more neutral statements
or expressions when in doubt, assessing and prioritising the importance of messages for
delivery, i.e. applying the condensation norm and reduction strategy (see 5.5 and 6.4.2).
When making the multiple efforts to perform these tasks, there is a short time lag
between the utterance of the source messages and the interpretation output, i.e. the
Ear-Voice Span (EVS). This construct of strategic competence is thus usually measured
by assessors observing how effectively and efficiently the interpreters manage the EVS

as discussed in 5.5.3.

7.1.3.b Influential schemata

As shown in Figure 7-3, strategic competence interacts with the other constructs
through some internal and external factors, which are referred to as influential schemata
in the IE model. The internal factors refer to an interpreter’s personal experiences,
emotionally and professionally, such as the affective factors and personal aptitude;
whereas the external factor refers to the physical settings in which an interpreter works.

In this study, however, perhaps due to the brevity of the examination task, few
conceptual properties were found to have direct references to the influential schemata;
only some indirect references were found. They were noticed in some examiners’
comments when they were diagnosing the reasons for certain student interpreters’ poor
or good performances, such as lacking practice or tiredness, or guessing the student
interpreters’ background in terms of their regional usage of languages (see 6.4.4).

As reviewed in 2.1.3, the professional quality assurance literatures indicate that
work conditions for conference interpreters will affect the quality of their performance

(AIIC, 2009). However, this study found little references to the physical settings apart
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from a few comments on the context and environment in which the business speech
took place. This may be due to the limitation of this study’s focus on interpreting
assessment within the educational context and the way the examination simulation was
conducted, so the examiners’ comments on the schema-related issues were more
relevant to the background knowledge, which will be discussed later in 7.1.2.c.
Bachman and Palmer also described the affective factors as “affective schemata”,
which “provide the basis on which language users assess, consciously or unconsciously,
the characteristics of the language use task and its setting in terms of past emotional
experiences in similar contexts” (1996: 65). The affective factors in the case of
interpreting, therefore, may extend and relate to an interpreter’s personal experiences,
including interpreting training, as well as his or her personal view on the subject matters
under discussion. The influence of the affective factors had also been identified by
Ivanova (1996) in her study on the nature of expertise in simultaneous interpreting. By
using the method of retrospective protocols analysis, Ivanova concluded that the

. 1
“emotional state”

of both expert and novice interpreters on the whole indicated “a
very high level of person involvement with the task at hand”, which highlighted “the
importance of affective factors in SI” (Ivanova, 1996: 45, 47). Thus, in addition to the
high level of stress from the cogitative workload in SI, interpreters need to be able to
cope with emotionally-involved situation at work, and still to carry out the interpreting
job in a professional manner.

The ability to cope with such affective pressures of an interpreting job may also be
related to personal aptitude. Some studies of the assessment issues in interpreting

focused on aptitude tests for admitting potential candidates to interpreter training

programmes (Lambert, 1992; Moser-Mercer, 1994; Pochhacker, 2004; Sawyer, 2004).

8! The “emotional state” (i.e. the “internal commentary” and “mood”’) accounted for 34% of the
subcategories in Ivanova’s study data (Ivanova, 1996: 45).
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Due to the highly stressful nature of the work, personal aptitude plays an important role
in a conference interpreter’s performance. For example, in addition to language and
background knowledge, AIIC listed some typical personal traits for those who wish to

become a conference interpreter as follows:

e a commitment to helping others communicate

an interest in and understanding of current affairs, plus an insatiable curiosity

world experience away from home and school and a broad general education

the ability to concentrate and focus as a discussion unfolds

a pleasant speaking voice

a friendly, collegial attitude

calm nerves, tact, judgment and a sense of humor

a willingness to adhere to rules of conduct (e.g. confidentiality)
Source: (AIIC, 2006)

These personal traits or aptitudes give student interpreters a better foundation in terms
of their mental preparedness to cope with the abovementioned effective pressures from

receiving the interpreting trainings as well as from the work in real life.

Influential schemata vs. test validity for interpreting examinations

When explaining the response validity of a test (2.3.2.b), Alderson et at. pointed
out that the processes test takers go through and the reasoning they engage in when
responding to the test tasks are important indications of what the test is testing (1995:
176). Therefore, in order that a valid test result may be achieved in the case of the
interpreting assessment, the influential schemata in the IE model (Figure 7-3) need to be
considered when designing the interpreting examinations. For example, student
interpreters may be asked to take part in a live panel examination, interpreting from a
live speaker in front of a live audience, or even being questioned after the interpreting
performance, to see to what extent they can cope with the stress or affective pressures.

However, it is difficult to comprehensively measure personal aptitude and personal

experiences in one interpreting examination, such as those personal traits suggested by
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AIIC; they can only be partially inferred from observing the Presentation and Delivery
criterion, such as calm or nervous tones in the interpretation. For practical reasons, the
time allocated to complete an interpreting test item is usually short compared to the long
working hours in the interpreting booths at real-life conferences. So test duration is also
a limitation on observing and measuring how the student interpreters can cope with
stress and pressure. Some interpreter examiners in this study, for example, commented
that they would want to see how the student interpreters performed in a longer speech to
see their “gritting power”, i.e. the “resilience to stress” as Sawyer indicated in his
construct statement (2004: 97). These are indications of the examiners’ attempt to know
more about the personal aptitude of the student interpreters.

So, the question is: when and how should personal aptitude be tested or measured?
In an ideal situation when students pass a valid aptitude test before being admitted to
study interpreting, theoretically speaking it does not need to be measured again during
training as the test normally assesses only the trained interpreting abilities. If, however,
personal aptitude is something that can be nurtured and developed in the training
process of becoming a conference interpreter, then more studies on this topic should be
conducted to understand how this could be done. This is an aspect of the age-old debate
of nature versus nurture, which is outside the scope of this study.

Despite the above limitations, however, the influential schemata do affect the way
students interpret, or do not interpret. So they need to be taken into consideration when
designing examination tasks for assessing interpreting performances; further studies are

needed to investigate the influential schemata in interpreting examinations.

7.1.3.c Background knowledge

Background knowledge was mentioned in relation to the Interpreting Skills and

Strategies criterion in this study (see 5.5). An interpreter relies on background
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knowledge relevant to the speech in order to understand and process the messages better.
As discussed in 7.1.2 and illustrated in Figure 7-2, topical knowledge provides the
information base for all language use. Presuppositions of topical knowledge in test tasks
will give an advantage to those test takers who already have the topical knowledge
(Bachman and Palmer, 1996: 65), i.e. a knowledge schema. In the context of
simultaneous interpreting, therefore, the interpreter may take advantage of applying the
anticipation strategy with the support of background knowledge and the right timing
when processing messages (see 5.5.1). This may be the reason why the examiners made
comments on the background knowledge in close relation to the Interpreting Skills and
Strategies, i.e. resourcefulness, so that this construct can be made operational in the
process of assessment.

Nevertheless, this study found that background knowledge plays a more static role
in the process of interpreting when compared to strategic competence, which plays an
active role in the mind of an interpreter to manage various construct components (see
7.1.3.a). To an interpreter, the background knowledge is there not for enabling the
interpreter to initiate new information or messages like a speaker, but for supporting the
interpreter’s comprehension of the speaker’s messages; so in this respect it plays a
passive role. As a result, background knowledge is separated from Skills and Strategies
for Interpreting in the criteria dimension.

As illustrated in Figure 7-3, in the overall competence of interpreting, the role of
background knowledge may be likened to a resource reservoir that interpreters may call
on to obtain support for better performances. The judgement of an interpreter’s
background knowledge, however, can only be inferred by comparing the interpretation
output with the source speech, i.e. by using the two primary criteria: Presentation and
Delivery for receiving the interpretation, and Fidelity and Completeness for checking

sense consistency. The findings in this study are limited in terms of the background
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knowledge construct, and cannot be over-generalised beyond the three-minute
examination task of a single speech topic on business.

For reasons of test validation (content and face validity), it is important to have
appropriate examination tasks, i.e. speeches, on appropriate topics to assess student
interpreters. The literature reviewed in Chapter 2 indicated that the nature of quality
assurance for interpreting is multi-dimensional (2.1), the domain of interpreting is
sensitive to various influence from the parties that are involved in the communication
act, such as the expectations of the audience, the speaker and the conference organisers
(see 2.1.5); it is also sensitive to world knowledge, communication context and the
speech topic (see 2.3.2.c). It is commonplace that an interpreter needs to know a little
bit of everything to serve as background knowledge. Only with adequate support of
knowledge relevant to the subject matter can an interpreter do a good job.

Therefore, in designing examination tasks and developing assessment criteria for
interpreting examinations, a subject- or theme-based approach may be considered, such
as interpreting for business, for science and technology, or for international
organisations (also see 2.3.2.b and 6.5). There are several benefits of doing so. For
instance, the background knowledge in these specified subject arecas may be tested with
more details, and the purpose and usefulness of the interpreting examinations may be
defined more clearly. In turn, the assessment criteria may also be developed to be more
practically useable. These considerations deserve more investigation and studies to

improve the reliability and validity of interpreting examinations.

7.1.3.d Language knowledge

Now let us turn our attention to discussing the construct of language knowledge,
which consists of two components: the source and target languages as shown in Figure

7-3. Interpreters must have a foundation competence and knowledge in both working
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languages to do the job. As discussed earlier in 7.1.1, “language competence” links to
all of the five assessment criteria, directly and indirectly. This section attempts to clarify
further those links to the other construct components (see Figure 7-3) by distinguishing
the comprehensive “language competence” in language testing discipline from the
language knowledge in the IE model, which refers to the foundation linguistic
competence and knowledge in the use of both source and target languages.

To assist clarifying the intricate nature of these links, the discussions below will
refer to Fulcher’s (2003: 48) framework for describing the construct of speaking in
language testing (also see 2.4.2.a). As shown in Table 2-1, Fulcher’s framework consists
of five components: language competence, strategic capacity, and three areas of base

knowledge in language use: textual, pragmatic, and sociolinguistic (ibid).

Table 2-1 A framework for describing the speaking construct

Language competence Strategic capacity
Phonology Achievement strategies

* Pronunciation * Overgeneralization

* Stress + Paraphrase

* Intonation * Word coinage
Accuracy * Restructuring

* Syntax » Cooperative strategies

* Vocabulary * Code switching

* Cohesion * Non-linguistic strategies
Fluency

Avoidance strategies
« Formal avoidance
» Functional avoidance

» Hesitation

* Repetition

* Re-selecting inappropriate words
* Re-structuring sentences

+ Cohesion
. Sociolinguistic
Textual knowledge Pragmatic knowledge knowledge
The structure of talk * Appropriacy * Situational
. * Implicature * Topical
* Turn taking + Expressing being + Cultural

* Adjacency pairs

. . (e.g. refer to oneself or the others)
* Openings and closings

Source: (Fulcher, 2003: 48)

In Fulcher’s framework, language competence includes three aspects: phonology,
accuracy, and fluency. One point to clarify first is the definition of the term accuracy.
The aspect of accuracy in language testing means different things from that in
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interpreting assessment. In language testing, accuracy refers to things like the syntax,
vocabulary and cohesion of the language use; whereas in the interpreting assessment,
the term accuracy normally indicates the sense consistency between the source language
and the target language, i.e. the Fidelity and Completeness criterion. In other words, the
conceptual properties of accuracy between the two disciplines are different, which
needs to be noted when defining the language-related construct of interpreting

assessment with references in the language testing discipline.

Language knowledge as foundation linguistic competence

In 7.1.3.a, some of the linguistic skills were ascribed to strategic competence,
which are more relevant to the processing of messages for interpretation, i.e. the
know-how component as a part of the overall interpreting competence. The role of those
linguistic skills is identical to the “strategic capacity” of language use in Fulcher’s
framework, which enables the language users to communicate effectively by using
strategies like overgeneralization, paraphrase, restructuring, and so on (2003: 48).

In contrast, the construct of language knowledge for interpreting here refers more
to the foundation competence in the two working languages. For the target language, an
interpreter needs to have good foundation competence in, for example, pronunciation,
intonation, vocabulary, syntax, idiomatic expressions and cohesive delivery, the
description of which is identical to that of “language competence” in Fulcher’s
framework (ibid). These are the most obvious to be observed and assessed by applying
the Presentation and Delivery criterion, which focuses on three aspects: acoustic, word
and phrase and flow of information (see 5.2). As for the source language competence,
i.e. listening comprehension ability, this study found that its assessment was
operationalised by diagnosing and inferring from the comparison between the output

interpretations and the source speech messages (cf. 7.1.3.c).
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Therefore, speaking overall in the case of interpreting assessment, to operationalise
and measure the construct of language knowledge, the examiners need to use a
combination of two criteria: Presentation and Delivery, and Fidelity and Completeness
when assessing the student interpreters’ interpretation output. If the Presentation and
Delivery is of good quality, i.e. the speaking of the target language, but the Fidelity and
Completeness is poor, the judgement, or diagnosis, may be that the student interpreter’s
listening comprehension of the source speech was inadequate (5.6.1).

Problems of listening comprehension in simultaneous interpreting, however, may
result from a number of different causes, such as a low strategic competence,
insufficient background knowledge, or simply because of inadequate language
knowledge, or a combination difficulty with those construct components. So, when
diagnosing student interpreters’ performances, examiners sometimes also make a
distinction between not hearing the sentences or messages and not understanding the
sentences or messages (see 6.4.3 and 6.4.4). In the case of not hearing, for example, it
may be that the student interpreter was too busy in processing and delivering the
messages, and had insufficient capacity to listen to the source speech, i.e. poor
multi-tasking ability (strategic competence) (also see the Effort Models in Gile, 1995a).
In the case of not understanding, it may be that the student interpreter’s source language
competence, i.e. listening, and background knowledge is inadequate, so the sentences of
the source speech may be heard but not understood by the interpreter (language

knowledge and background knowledge).

Language knowledge vs. background knowledge

This brings us to discuss the differences and similarities between language
knowledge and background knowledge. As discussed in 7.1.3.c, background knowledge

helps with the use of the anticipation strategy, and is more concerned with subject area
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knowledge, such as science and technology, or finance and business. In contrast, the
construct of language knowledge here refers to the pragmatic and sociolinguistic
knowledge of language use within a specific context, such as a keynote speech or a
domain specific speech act. In other words, the construct of language knowledge in the
IE model includes the aforementioned foundation linguistic competence and the base
knowledge in language use, such as textual, pragmatic, and sociolinguistic in Fulcher’s
framework (2003: 48).

The pragmatic and sociolinguistic parts of language knowledge in some way also
play a similar role of knowledge schema as the construct of background knowledge in
supporting the interpreters’ strategic competence. As mentioned before, the goal of an
interpreting act is to convey the speaker’s messages with faithfulness to the meaning
and intent of the original. It has been noted that the speaker’s intention may usually be
identified in a direct or indirect speech act, especially in conferences and meetings
where the language use is formal. In speech acts, language use abounds with fixed
expressions that have domain specific functions (Levin, 2003). For example,

2

expressions like “Ladies and gentleman”, “It is a great honour for me to...”, etc. are
commonly heard in the opening of a speech; in closing remarks of a speech, the
expression like “On behalf of all delegates” often indicates the speaker’s intent to thank
the conference organisers for their efforts. Knowing the structure of talk, language use
and familiarity with such fixed expressions, will help an interpreter utilise the
anticipation strategy. Such familiarity allows the interpreter to reserve more capacity for
the strategic processing and delivery efforts to convey the messages, enhancing the
overall interpreting performance.

An analogy of the role of fixed expressions in speech acts would be like the

function of road signs, which help car drivers to anticipate the route or road conditions

ahead and prepare to react. In this sense, therefore, the role of language knowledge is
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similar to background knowledge, i.c. a resource reservoir of knowledge schema for
supporting the interpreters’ strategic competence (cf. 7.1.3.c). This strategic support is
especially useful in simultaneous interpreting when the speed of processing the
messages is high, like a car driving on a high-speed motorway. The examination task in
this study, for instance, is to interpret in real time the opening part of a keynote speech
at a business conference (3.2.2). To do well in this examination task, student interpreters
need to have the background knowledge in business and industry, and the language
knowledge relevant to the speech act, in this case opening remarks and the way a senior
business manager gives a presentation at a conference, i.e. the pragmatic and
sociolinguistic knowledge in language use.

In summary, so far we have ascribed the “strategic capacity” part of language use
in Fulcher’s framework and Gile’s Effort Models to the strategic competence in the IE
model as the know-how component that enables an interpreter to manage and balance
multiple efforts in performing various language-related cognitive tasks (7.1.3.a); we
also discussed the construct of language knowledge, including the foundation linguistic
competence, and its role as knowledge schema like the background knowledge to
support an interpreter’s strategic competence (7.1.3.c and 7.1.3.d). The influential
schemata were also discussed in relation to the test validity of the interpreting
examinations (7.1.3.b). All these constructs of interpreting, as discussed above, are
inter-linked as illustrated in criteria triangle of the IE model (Figure 7-3). Their common
goal is to enable the interpreters to successfully convey the source messages from the

speaker to the target audience, i.e. the construct of message equivalence.

7.1.3.e Message equivalence and the interpreter performance scale

As shown in Figure 7-3, the construct of message equivalence is indicated at the

apex of the criteria triangle with the Interpreter Performance Scale. In 7.1.1 and 7.1.2
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we have also explicated that the construct is operationalised by the criterion of Fidelity
and Completeness, which compares the messages in the source language with those in
the target language interpretation. To successfully achieve message equivalence in
interpretation, efforts need to be made to carefully balance all the components in the
criteria dimension of the IE model.

At operational level, this study found that two primary criteria are used to measure
the overall construct of interpreting (5.7), which are Fidelity and Completeness (FC),
and Presentation and Delivery (PD) as indicated on the two slops of the criteria triangle
(Figure 7-3). Based on the context of the speech and its subject area, the examiners
assess the interpretation to see if the messages are conveyed successfully. Different
weightings between the two criteria may be considered, depending on the nature and
purpose of the communication act. For example, if the intent is to transmit factual
information, the FC criterion dominates; if the speech is motivational, the PD criterion
may be weighted more because the intent of the messages requires high flexibility in the
use of the target language to achieve the equivalent effect as in the source language (cf.
7.1.3.c regarding theme-based design of interpreting examinations).

The open-ended Interpreter Performance Scale accommodates this dynamic
consideration in measuring the construct of message equivalence. A “better” interpreting
performance may be positioned on any position toward either ends of the scale; for
example, for factual and informative type of speeches, the closer toward the Speaker the
better, and for motivational type of speeches, toward the Audience. The factual
information in an informative speech would be blurred by an interpreter’s exciting
delivery tones in the target language; whereas the true messages, i.e. the intent to
motivate the audience, say in a product promotion conference, would likely be
obstructed by the interpreter’s monotonous delivery tone even when every word and

phrase of the source speech is accurately translated.
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The quality of interpreting, therefore, needs to be assessed from a perspective that
is not only multi-dimensional (2.1), but also dynamic as discussed here. The interpreting
examination tasks and assessment descriptors that accompany the Interpreter

Performance Scale need to be developed by taking this perspective into consideration.

For formative assessments, the discussions in section 7.1 about the test constructs
and assessment criteria, as well as how they interact with each other, are useful
guidance to give feedbacks to students for identifying areas to improve. However, in
actual operation, there is still little consensus on how some of the construct components
could be measured, or if they should be tested, especially for those constructs that can
only be assessed by inference, such as listening comprehension, background knowledge,
as well as the affective factors and personal aptitudes in the influential schemata. More
objective parameters are needed to make the assessment more practical and consistent
to operate, such as developing rating scales with clear assessment criteria descriptors for
the interpreting examinations. These considerations are more relevant to the examiners’

assessment behaviours, which will be discussed next in 7.2.
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7.2 The behaviour dimension

In Chapter 6, we found that the consistency and inconsistency of the examiners’
judgements are mainly due to the examiners’ various assessment behaviours. In the
Preamble (7.0), the dimension of examiner assessment behaviour has been illustrated as
the lower triangle in the IE model (Figure 7-1), which provides a basic framework for
discussion. This section discusses the examiners’ assessment behaviours with an

objective to further develop and expand the behaviour triangle of the IE model.

Figure 7-4 Revised behaviour dimension of the IE model
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Based on the findings in Chapter 6, the behaviour triangle can be revised as shown
in Figure 7-4, which illustrates in more details how the assessment behaviours identified
relate to and interact with each other in the conceptual model of interpreting
examinations. The judgement (or diagnosis for formative assessments) of the
interpreting performance is influenced by various types of behaviours in the process of

assessment, including a general Fidelity-Completeness-Delivery (FCD) judgement
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approach (see 6.1), and two professionally-referenced behaviours — the condensation
norm (i.e. interpreter’s reduction strategy), and situational weighting of the source
speech type and context (see 6.4). These assessment behaviours have a direct impact on
the use of assessment criteria when making judgements. Other factors that may also
affect the judgements are examiner attention (see 6.2) and examiner bias, which
includes the primacy-recency effect and personal preferences (see 6.3). In addition, the
examiners may assess the students from the audience point of view, thus, playing a dual
role in an interpreting examination (see 5.4).

As noted before, the assessment behaviours range between the observable external
behaviour and the less straightforward internal behaviour. The discussions below will be

based on these two broad types of behaviours, referring to Figure 7-4 for illustration.

7.2.1 Internal assessment behaviour

The internal assessment behaviour relates to the examiners’ ways of interpreting as
well as receiving and perceiving the messages based on their professional experiences,

and on their personal preferences as individuals.

7.2.1.a FCD approach and professionally-referenced behaviours

The general FCD approach and professionally referenced behaviours, i.e.
condensation norm and situational weighting, are illustrated at the upper part of the
behaviour triangle in Figure 7-4, which is close to the Professional standard in the
criteria dimension (Figure 7-3). They may be considered as the examiners’ collective
assessment behaviours in the interpreting examinations.

This study has identified two primary assessment criteria that the examiners used

when assessing student interpreters (5.7), i.e. Fidelity and Completeness (FC), and
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Presentation and Delivery (PD). The examiners generally follow the FCD approach
when assessing student interpreters, i.e. the FC criterion will first be considered, and
when it cannot help the examiners to make a satisfactory judgement, the PD criterion
will be used (6.1.2 and 6.5). FC is also weighted more than PD when both criteria are
considered for making a judgement.

In the judgement process, the examiners would also consider the speech type and
context, and apply different weightings to the assessment criteria accordingly, i.e. the
situational weighting as shown in Figure 7-4. In this study, for example, the source
speech is about business so numbers and business terminology are weighted more than
the other messages when assessing the student interpreters’ performances.

In addition, the examiners would also follow the condensation norm to consider
the weightings of omissions and errors when applying the assessment criteria of Fidelity
and Completeness. For example, due to time constraints in simultaneous interpreting, it
is acceptable that the secondary and less important information in the source messages
may be skipped or reduced in the interpreters’ output interpretation, i.e. the reduction
strategy (see also 6.4.1, 6.4.2, and cf. 7.1.3.a).

According to the examiners’ comments (Chapter 6), the above assessment
behaviours are shaped and formed by the examiners’ professional experience of
interpreting. The results of the interpreting examinations are thus based on these
professional judgements, which is an important element of test validity (see 2.3.2.b).

When most examiners follow a similar approach and a shared professional norm to
assess the student interpreters’ performances, the overall between-examiner consistency
of the examination results may be maintained. However, as Sawyer pointed out, the
background of the interpreter examiners varies and inconsistencies in their judgements
are bound to happen, which is a cause for concern (2004: 184). The findings of this

study also show such inconsistencies; the five super examiners (made up of thirty
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examiners) show five different judgement patterns in terms of student rankings (see 4.3),
and variations in judgements are also obvious between individual examiners.

However, this study could not find a clear relationship between the examiners’
judgement patterns and their backgrounds. Although different judgement patterns were
found between the two large clusters of examiners (i.e. PCCl and PCC2 super
examiners) that are consisted of largely non-interpreter and interpreter examiners
respectively, there are still inconsistencies between the interpreter examiners themselves
in the other clusters (see 4.4).

For example, market-oriented interpreter examiners tend to weight the Presentation
and Delivery more than the examiners teaching in the universities do; interpreter
teachers tend to consider more assessment criteria and try to give a diagnosis of student
interpreters’ performances (see 6.4.1 and 6.4.2). At the same time, some non-interpreter
examiners also share similar judgement patterns to the interpreter examiners in all the
five clusters (see 4.4 and 4.5).

Therefore, it appears that more factors than just the examiners’ professional
background will cause inconsistencies in their judgements. This study has identified two
types of such factors — examiner bias and examiner attention, which are illustrated as
the inner two circles with broken lines in Figure 7-4. The way these factors influence an
individual examiner’s judgement is similar to the way the influential schemata affect an
interpreter’s performance in the criteria dimension (see 7.1.3.b). In other words, these
two types of assessment behaviours are more personally related to the examiners, which

will be discussed in the sections below.

7.2.1.b Examiner bias

As shown in Figure 7-4, the inner circle of examiner bias includes two biases

identified: the primacy-recency effect and personal preferences (see 6.3). The examiners

284



Chapter 7 A Conceptual Model of Interpreting Examinations

will be influenced by these biases, consciously or unconsciously, when judging or
diagnosing student interpreters’ performances.

As noted in 6.3.1, the primacy-recency effect is a cognitive bias and may create a
structural problem for interpreting examinations. The order of student interpreters being
assessed will affect the way an examiner perceive their performances, especially when a
poor performance is followed by a better one, or vice versa. This examiner behaviour in
performance assessment has been researched and known in other disciplines such as
psychology (see Steiner & Rain, 1989). In the case of the performance-based
interpreting assessment, this cognitive effect still needs further study to determine to
what extent it affects the examiners’ judgement, particularly in a panel examination
where many examinees are being assessed.

The other identified examiner bias is the examiners’ preferences. This study
identified two types of preferences — (1) the preference of interpretation delivery style,
and (2) the preference of the way the interpretation is done, i.e. the examiners may have
their own preferred interpreting strategies. The delivery style preference is mainly
perceived from the audience point of view, whereas the preference of interpreting
strategies is concerned more with an examiner’s own professional habits of interpreting
(cf. 7.2.1.a). For example, how a sentence is segmented when being simultaneously
interpreted into another language with a different grammatical sentence structure, and
the management of Ear-Voice Span (i.e. how far to lag behind the speaker) when
processing messages with different level of complexity or delivery speed of the speech.
These preferences will affect the examiners’ judgements when they assess the student
interpreters from a dual role perspective as Examiner and Audience as indicated in
Figure 7-4 (also see 5.4.3, 6.3.2, 6.4.3).

In this study, many examiners were unaware of being influenced by the viewing

order of the student interpreters until they reviewed the recordings; some examiners
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changed their minds or adjusted their comments after the second or third reviews of the
examination recordings. A few examiners had strong personal preferences for the
delivery style and strategies in interpretation; they were aware of their preferences and
made their decisions accordingly. In one way or the other, these assessment behaviours
contributed to the inconsistent examination results found in this study. In some cases, a
few examiners even made decisions that contradicted themselves during the paired
comparisons, i.e. intra-rater inconsistency (see 4.4.3).

To reduce the influence of the examiner bias such as mentioned above, we may
learn some useful experiences from the field of language testing. In language testing,
the training of examiners, or rater training, is used to ameliorate the problem of random
error in the examiners’ judgement (see reviews in 2.5.1). However, examiner training
can only reduce “extreme differences” in assessment behaviours and the examiner
variability cannot be totally eliminated (Lumley & McNamara, 1993: 3). Researchers in
language testing, therefore, hold the view that the function of the training of examiners
1s to train raters to be more self-consistent, allowing for some variability in rater reactions
to the test performances (Weigle, 1998: 265), i.e. the examiners can have some room to
assess in a natural way based on their professional judgement. In order to do so,
sub-patterns in the behaviour of examiners need to be identified for compensation in the
test design (Lumley & McNamara, 1993: 3).

In the case of the interpreting examinations, therefore, the findings of this study are
useful pointers to the design of examiner trainings for improving the examiners’
self-consistent level of their judgements, and to the development of better examination

procedures that help avoid or minimise the potential harm from the examiner bias.
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7.2.1.c Examiner attention

As mentioned in 1.1.2, the complexity of the SI task imposes high cognitive
demands on interpreters and examiners alike. When assessing simultaneous interpreting,
just as an interpreter must, an examiner needs to multi-task, paying attention to a
number of assessment details at the same time. Examiners need to listen to the
interpretation, compare the messages with the source speech, make notes of any errors
and overly literal interpreting of the source speech, and make a judgement of the
interpreting proficiency by taking into account the various assessment criteria. All these
tasks impose a high level of stress on the examiner’s concentration and memory load.

When there are many student interpreters to be assessed, examiners may not be
able to note and remember every detail of every student interpreter’s performance (see
6.2), especially when in a live panel examination. That is why many examiners take
notes or review the examination recordings to help make better judgements. Even so,
many examiners in this study needed to review the examination recordings (some up to
three times), or to consult the speech script again before making a decision. In some
cases a decision was reversed after reviewing the scripts and recordings. The need to
review recordings and notes indicates that there is a limit to an examiner’s attention
span and memory load in a simultaneous interpreting examination.

Given the complexity of the criteria dimension discussed in 7.1, the examiners may
often resort to holistic marking as a result (see 6.2.2) or pay more attention to one
criterion or less to another, depending on their attention span as well as personal
preference and bias as discussed in 7.2.1.b. All these factors combined together make it
difficult to maintain a good consistency level of judgements between or even within
individual examiners. At an examination panel when there are divergent opinions,

therefore, it is important that the jury discussions are evidence-based. Deliberations that
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are based only on subjective judgements with no evidential support may often lead to
certain unconvincing results among the juries. The jury discussions may be further
complicated when there are examiners “who remit to the learning process and results
obtained during the year (instead of evaluating the performance during the exam), who
want to impose their own personal view, or who think they wield more prestige and thus
should have a decisive vote” (Vermeiren, 2010: 297).

Clearly, the outcome of jury discussions may be intervened by some factors, such
as the holistic and subjective judgement of examiners, who unavoidably have certain
examiner bias as discussed previously. Under such circumstance when holistic and
subjective judgement is inevitable, one way to facilitate this judgement approach is
making use of appropriate assessment tools and procedures to compensate for the
limitations in the examiners’ attention span and memory load, such as using speech
script to assist the examiners’ note-taking while listening to the student interpreters’
performances. Then, the examiners’ notes can be regarded as a form of assessment
evidence for jury discussions (Liu et al., 2008: 19). With an evidence-based discussion,
it may reduce the level of unnecessary interventions from examiner bias. These

considerations are related to the external assessment behaviour of examiners.

7.2.2 External assessment behaviour

The external behaviour mainly concerns the use of assessment tools. As discussed
above, working under high cognitive and memory load leads to the examiners having
uneven attention spans, with the likely result being inconsistent judgements. The
solution to this problem, therefore, is to give the examiners support in making
assessments through using practical assessment instruments like the source speech

script for note taking and a rating scale with clearly defined assessment criteria.
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Regardless of the examiners’ background, interpreter or non-interpreter, this study
found that using a speech script for note taking generally helped raise the consistency
level of the examiners’ judgements (see 4.2.2). Using a source speech script for note
taking helps the examiners by reducing the cognitive and memory load involved in
listening to both the source and target speech at the same time, and eases the checking
of the primary criterion of Fidelity and Completeness objectively.

Despite the benefit of using a speech script, not every examiner in this study used
one, and among those who did use the script for note taking and assessment, there was
some variation in approach. Some examiners just read the script as they listened, while
the others took notes with varying degrees of detail (see Appendix B). If the examiners’
notes are to be treated as evidence for jury discussion, certain guidelines need to be
developed for examiner trainings to reduce the variations in using the assessment tools.

Some examiners also rehearsed the interpreting task before assessing students’
performances, which is not uncommon in professional interpreting examinations (Yang,
2000: 162). The main purpose of doing so is to make sure that the difficulty level of the
task is appropriate, and that the examiners are aware of where the difficulties of the task
lie. Although the rehearsal remains subjective in nature, it allows the examiners to think
and comment on the usefulness and validity of the examination task for the benefit of
assessment (Vermeiren, 2010: 295). So the rehearsal practice should still be encouraged
when setting the examination tasks.

However, according to both Yang’s (2000: 162) and Vermerien’s (2010: 295)
descriptions of the administration of interpreting examinations, and my own experience
of serving as a member of panel examiners, the rehearsal practice and the discussion of
the suitability of the examination task might only happen shortly before the interpreting
examinations, on the same day or a day before the examinations. This leaves very little

time, if any, to improve or change the examination task if the difficulty level of the
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examination task is found to be inadequate. Thus, when forced to use a less-than-ideal
examination task, the examiners often have to adjust the severity or leniency of their
judgement when assessing the interpreting performances.

The main benefit of using the practice of last-minute rehearsal of the examination
task, such as the above, is its practicality. The between-examiner reliability of the
specific interpreting examination may still be maintained, that is, assuming all
examiners in the jury panel join the rehearsal. Nevertheless, as a result, this practice of
last-minute rehearsal would make it hard to maintain the difficulty level of test items
between examinations (i.e. internal consistency of test), and the generalisation of the
examination results over time (test stability) would be difficult to ascertain. Adding the
risk factor of examiner’s reliability, all three criteria (i.e. examiner, internal consistency,
and test stability) to evaluate a test’s overall reliability are threatened (also see 2.3.3).

In order to alleviate the threat to the test reliability, therefore, the more appropriate
timing to carry out the rehearsal practice should be during the test design stage well in
advance of the actual examinations. By doing so, it leaves more time to improve the
examination tasks when necessary. In the mean time, a consensus among the examiners
on the use of assessment criteria also needs to be built to minimise inconsistency. Even
with the assessment tools mentioned above, some standardised approach to using them,
through examiner training, is required in order to achieve more consistent and reliable
judgement results. Understanding the examiners’ behaviours discussed in the behaviour
dimension in this study, is useful knowledge when designing and formulating examiner

training sessions for interpreting examinations.

290



Chapter 7 A Conceptual Model of Interpreting Examinations

This chapter has discussed various elements and components in the workings of
interpreting examinations, and proposed a conceptual IE model to illustrate them. Using
the IE model as a framework for discussion, a better picture of the intricate relationships
between the elements and components emerged, and the two dimensions of the IE
model were revised accordingly. Through the discussions, we have gained a better view
of the test constructs and assessment criteria for interpreting examinations, and how
they may or may not be operationalised. We also have a better understanding of the
examiners’ assessment behaviours in interpreting examinations. With this knowledge,

better interpreting examinations could be developed and improved.
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8.0 Overview

This research study is an exploratory endeavour to understand how examiners
perceive the interpreting performances and make judgments in a simultaneous
interpreting examination. The results of this study are mostly descriptive in nature, but
they yield useful insights to better understand how we assess student interpreters. The
findings of this study have been presented and analysed in detail in the previous four
chapters — Chapters 4 to 7.

This final chapter firstly summarises the exploration process and findings of the
study by reviewing and answering the research questions set out in Chapter 1, and by
presenting the complete revised conceptual model of the interpreting examinations (8.1).
Following a discussion on the limitations of the study (8.2), suggestions for developing
the interpreting examinations are made by presenting a working document of construct
specifications for the interpreting examinations (8.3). Some suggestions for the future
studies are also made toward the end of the chapter (8.4) with a final remark to conclude

this research journey (8.5).
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8.1 Summary of study findings

This study aimed to understand how examiners perceive interpreting performances
and make judgments in a simultaneous interpreting examination. In achieving the
overall aim, the first objective of this study was to identify and determine if there are
different judgement patterns of the examiners when assessing simultaneous interpreting.
The study found that the thirty participant examiners’ consistency level of judgement as
a group could be considered as excellent. However, obvious between-examiner
inconsistencies were also observed, which raises concerns in terms of the reliability of
the interpreting examinations (4.1).

The second research question was to discover whether interpreter examiners and
non-interpreter examiners could achieve similarly consistent judgements in a
simultaneous interpreting examination. Based on the judgement results of the paired
comparisons, it was found that the non-interpreter examiners achieved better
consistency level in their judgements than the interpreter examiners did in the simulated
examination of simultaneous interpreting in this study. Nevertheless, the reason to the
difference in the judgement consistency levels could not be clearly attributed to the
pre-determined categories of the examiners’ professional backgrounds (4.2). Therefore,
using the method of cluster analysis, this study further extrapolated five different
judgement patterns that are internally consistent (4.3) to analyse the qualitative data to
answer the third research question of this study, i.e. to find out what the examiners’ most
important assessment criteria are when judging students’ interpreting performances.

The study identified six distinct categories of concepts that the examiners
commented during their judgement processes. Five of those conceptual categories could

be regarded as the assessment criteria for the interpreting examinations, which are
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Presentation and Delivery, Fidelity and Completeness, Audience Point of View,
Interpreting Skills and Strategies, and Foundation Abilities for Interpreting (Chapter 5).
Since these criteria were derived from the comments and descriptions of the participant
examiners’ when they were judging the student interpreters’ performances, they could
be considered as criteria that are operationalised to measure the construct of
simultaneous interpreting.

From these assessment criteria, therefore, some underlying constructs in
simultaneous interpreting assessment were derived or conceptualised, such as strategic
competence (linguistic and interpreting), language knowledge (source and target
languages), background knowledge, and message equivalence; some influential
schemata were also noticed that may mentally and physically influence the interpreters’
performances, such as personal aptitudes, affective factors, and the external physical
settings of the examination task (see 7.1).

As for the sixth conceptual category, it was found to be related to a range of factors
that impose influences on the examiners’ judgements, i.e. examiners’ assessment
behaviours (Chapter 6). The assessment behaviours could be broadly indicated as two
types: external behaviour, such as the use of assessment tools, and internal behaviour,
such as examiner bias and examiner attention. It was also found that examiners would
usually take the FCD approach when applying the assessment criteria to judge student
interpreters based on the Professional standard.

This study has confirmed with empirical results that variations in interpreter
examiners’ professional judgements are evident (see 4.1), which was also noted by
Sawyer who observed that the interpreter examiners “make numerous references to
various criteria for assessment,” which were “fuzzy” in the assessment process (2004:
185-188). The remaining objectives of this study aimed to clarify this fuzziness, or if it

could not be clarified, to understand its nature, i.e. to ascertain the relations between the
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Figure 8-1 The conceptual model of interpreting examination

Interpreter Performance Scale

(MessageqQuivalence)

Language knowled
source langtiage
(listening)

L;énguage knowledge
target language
(speaking)

....

Condensation norm
(Omissions & Errors)[/

. Sltuatlonal weighting
(speech type & context)

Judgement
(diagnosis)

examiners’ application of assessment criteria and the results of their judgement (the 4"
research objective), and to understand the examiners’ assessment behaviours that lie
behind their judgements, consistent as well as inconsistent (the 5™ research objective).
In achieving these objectives, this study has formulated a conceptual model of the
interpreting examinations, or the IE model, as shown in Figure 8-1.

The multidimensional and dynamic perspective, and the multiple numbers of

variables that have to be kept in check by the test designers and examiners, are the
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causes of the fuzziness in assessing the quality of interpreting. In addition, the
intertwined relations between the test constructs and the assessment criteria for the
interpreting examinations make it even more difficult to see clearly how the interpreting
assessment can be conducted in a reliable and valid manner. At the centre of this
fuzziness is the language-related variable, or language competence, which permeates all
of the five identified assessment criteria and their matching test constructs, directly and
indirectly. These intertwined relations also lead to a higher level of inconsistency in the
judgement of interpreting examinations.

As discussed and explicated in Chapter 7, the IE model is formulated based on
theoretical frameworks across the disciplines of language testing and interpreting
assessment (Figures 2-1, 2-5, 7-2). It provides a conceptual map to guide us through the
fuzziness of the intricate relations between various elements in the interpreting
examinations, including the test constructs, the assessment criteria, and the assessment
behaviours of examiners. The criteria dimension illustrates how the test constructs and
assessment criteria interact with one another; the behaviour dimension depicts how the
examiners judge and/or diagnosis student interpreters’ performances through some
external and internal influences. Balancing all these, the examiners then place the
student interpreters on the Interpreter Performance Scale by weighing various criteria
according to the nature of the speech test item (Figure 8-1).

Finally, as indicated in the two dimensions of the IE model, the themes or topical
subjects of the speech task for interpreting may affect the weightings of the assessment
criteria. Therefore, the open-end design of the Interpreter Performance Scale allows the
test developer flexibility to design performance scales according to various speech
contexts and subject themes with appropriate weightings of the assessment criteria so

that a balanced interpreting examination that is both reliable and valid can be achieved.
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8.2 Limitations of the study

As with all research, there are limitations to this study in terms of study design, and
in terms of the extent to which the findings can be generalised to a broader context of
the assessment of interpreting performances.

In real life, interpreting examination panels usually consist of multiple examiners.
Under the wider real-life context, therefore, one obvious limitation in terms of the
research design is that this study only examined the examiners’ judgement process
individually, and did not produce data on the interactions and influences among
examiners that may be present like in an examination panel. Therefore, the results of
this study may not be directly generalised to real-life conditions where a number of
examiners sit on the same examination panel.

Nonetheless, even in a multiple-examiner panel, examiners will first form their
opinions alone after listening to the interpreting performances, and then proceed to
discuss and agree the marks with the other examiners. It is more logical and practical to
understand individual examiner's assessment behaviour before studying how a number
of examiners interact with each other.

Therefore, the findings of this study, based as it is on individual examiners’
assessment behaviours, are useful in the sense that it investigated the initial stage of the
examination panel before the examiners enter into discussions. Many interpreter
teachers teaching in universities are often required to assess their students on their own
from examination recordings (Liu et al., 2008:31). The findings of this study also give
useful pointers in understanding how individual teachers may assess student interpreters,
and how an improved examination and marking procedure may be developed to help

achieve a more reliable result of the interpreting examination.
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Another limitation is the examination task. As discussed in 7.1, the findings in this
study are limited in terms of some identified construct components, such as the
influential schemata (e.g. personal aptitudes and affective factors) and the background
knowledge — i.e. those most closely linked to the test piece, a three-minute examination
task of a single speech topic on business. The relatively small numbers of student
interpreters and examiners in this study have also imposed limitations on the scope of
examiner behaviours identified, such as the rater effects in language testing where larger
number of test takers and examiners are observed (see 2.5).

In this study, the analysis of the two primary assessment criteria FC and PD only
described three dimensions of conceptual properties, which may also be further
expanded if a longer examination task is used so a wider range of concepts that denote
the assessment criteria can be elicited. Nevertheless, the three-dimensional aspects of
the assessment criteria, though may be simple, are grounded on the examiners’ verbal
reports which reflect their practical considerations on how they cope with the high
cognitive workload when assessing simultaneous interpreting. It appears that a simpler
framework is preferred to operationalise the multi-dimensional criteria during the
judgement process in a simultaneous interpreting examination.

Due to the complex issues underlying interpreting examinations, however, it would
be difficult to investigate all the issues thoroughly and comprehensively in a single
study. Therefore, this research study has focused on the initial stage of exploring the
intricate core issues of interpreting examinations (see 1.2 and 1.3) by using an
examination task with a manageable time length. As discussed in the previous sections,
the findings based on the stimulus materials for the examiners has led to valuable
understanding and led to the formulation of a conceptual model for interpreting
examinations, which may be used as a guide for further studies on relevant topics

related to the interpreting examinations.
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8.3 The next step for developing the interpreting examinations

As reviewed in Chapter 2, the design and administration of the interpreting
examinations in many higher education institutions still heavily rely on the professional
experience of staff members, often with no basis of empirical studies for the test items
and test procedures (Liu et al., 2008: 35), and the test designs have been described as
“intuitive” (Campbell & Hale, 2003: 211). This lack of empirical base has raised serious
concerns about the reliability and validity of the interpreting examinations because test
constructs and assessment criteria arguably require clear definitions and descriptions. In
their introduction to Testing and Assessment in Translation and Interpreting Studies

(2009), Angelelli and Jacobson pointed out that

knowing a situation intimately and defining it clearly for testing purposes are two
very distinct things. Definition of a target construct often takes a particular kind of
expertise that is different from the expertise of a practitioner. The practitioner is in
the midst of the target situation and sometimes fails to notice aspects of the
situation merely because they are taken for granted (Angelelli & Jacobson, 2009:
21).

Despite the challenges, nevertheless, it is necessary for the community of interpreters,
especially those who also teach and research, to acquire the “particular kind of
expertise” to define a target construct of the interpreting examinations. As the social
consequences of interpreting examinations become more evident, interpreting
examinations have to be more carefully scrutinised in the validation process. Sawyer
urged that “if validation is a rhetorical art, it is one at which the community of
interpreter educators should excel” (2004: 235). After all, if test designers and

examiners in the community of interpreters “are unable to express their subjective

300



Chapter 8 Toward a Better Interpreting Assessment

judgments by objectively measurable standards” (Kalina, 2005: 768), it will be difficult
for the interpreting examinations to be truly reliable. Through research as well as
learning from the knowledge in the disciplines of language testing, educational
assessment, and perhaps psychology/psychometric testing as the interpreting assessment
involves more than language-related skills (e.g. affective factors), the community of
interpreters, especially interpreter educators, will be able to find a better footing in
developing and improving the interpreting examinations.

As reviewed in 2.4, the development of a test usually begins with the writing of
test specifications, which includes three main modules: construct, task, and assessment
specifications. Writing the test specifications is also a good way to share experiences
and build consensus on how an examination can be developed and improved. Therefore,
producing test specifications is a logical next step for developing the interpreting
examinations. Being the official statement and blueprint of what an examination tests
and how the examination tests it, the test specifications are essential in the
establishment of the examination’s construct validity (Alderson et al., 1995: 9).

This study has explored and understood the construct of interpreting and how they
are operationalised by the identified assessment criteria. The data and findings were
generated and inferred from the professional interpreters and teachers who participated
in this research study so their judgements and assessment criteria may represent a
consensus of a group of practitioners, and are valid overall. Based on the empirical
results of this study, therefore, an attempt is made in the section below to produce a
working document of construct specifications for the interpreting examinations.

The writing of test specifications is “a dynamic process of discussion, piloting and
information collection through research” (Fulcher, 2003: 129). Due to the limitation of
time and space in this study, this document of construct specifications is only one of the

three modules to complete a full set of test specifications; nonetheless, it can be used as

301



Chapter 8 Toward a Better Interpreting Assessment

a basis to develop the remaining two modules, i.e. task and assessment specifications,
which should include more specific details of the content and procedures of the
interpreting examinations. The construct specifications document below is intended to
serve as a working document for the continuing process of sharing experiences among
test designers, researchers, interpreter trainers and examiners, in the development of the

interpreting examinations.

Construct specifications: a proficiency test of simultaneous interpreting®

Construct definition
This test assesses the examinees’ proficiency in simultaneous interpreting. The
examinees should be able to listen to the source speech and simultaneously render
the messages faithfully into a target language, conveying them in a way that is clear

and coherent for the audience to understand.

The ability to interpret simultaneously is reflected in the following aspects:

« Message equivalence, i.e. the ability to convey the messages with faithfulness
and meaning to the intent of the original.

e Language knowledge that enables an interpreter to correctly understand the
speaker’s messages and intent in the source language, and to convey them in the
target language clearly, coherently, and appropriately according to the context of
the speech.

« Strategic competence, i.c. the ability to manage linguistic skills and interpreting
strategies in a multi-tasking manner to receive, process, and deliver the
messages simultaneously.

« Background knowledge in the subject area of the speech, including terminology.

e Influential schemata that enables an interpreter to cope with high-stress and

high-cognitive working conditions in simultaneous interpreting.
Assessment context

The aim of the test is to evaluate student interpreters’ achievement in training, and to

diagnose their strengths and weaknesses in simultaneous interpreting.

The test is given to student interpreters who have been studying simultaneous

interpreting at postgraduate level for one semester. They have had two weekly

%2 This draft of construct specifications was written by following the instructions on writing construct
specifications in Luoma’s Assessing Speaking (2004: 118-121).
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lessons and regular self-practice sessions for four months.

The test results are used by both the students and the teacher. The students use the
test results as feedbacks on their interpreting performances; the teachers use the test
results to evaluate the learning achievements of student interpreters and the

effectiveness of the syllabus.

The test scores will also be used to determine whether or not the student interpreters
are suitable to be recommended to continue studying simultaneous interpreting in

the next stage of the study course.
Description of test

The test task simulates the real-world situation in a conference, and the examinees
need to convey the messages across two languages in real time as the speaker speaks
to the audience (i.e. the examiners). The test task can be performed by a live speaker,
or use the recording of a live speech. The length of the speech task is edited to be
ten minutes long with a brief audio instruction to the test task. For background
knowledge preparation, the examinees are normally informed about the subject area

of the speech task a week before the examination.

The test takes place in a classroom that is equipped with simultaneous interpreting
system. The examinees listen to the speech recording in an interpreting booth to
perform the task. The examinees’ performances are monitored in real time by a
panel of two to three interpreter examiners who teach on the same course, but not
necessarily teaching the same classes. After each performance, the mark is discussed

and agreed onsite by the examination panel.
Construct in context

This is a test of interpreter-mediated communication in a conference where more
than one language is used. The flow of information in the speech is unidirectional
from a speaker to a group of audience, and the interpretation is provided in real time.
The constructs in simultaneous interpreting are assessed by using two main criteria:
(1) Fidelity and Completeness, and (2) Presentation and Delivery.

Fidelity and Completeness compares the interpretation with the source speech
messages. The criterion is operationalised in three areas: content accuracy, speaker
intention, and contextual consistency. The higher the agreement of the three areas is
between the interpretation and the source speech, the better the interpreting
performance. This criterion is normally the first to be considered and weighted more
than the other criterion for its achieving the goal of conveying the speaker’s

messages and intent, i.e. measuring the construct of message equivalence.
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Presentation and Delivery observes the way the messages are delivered in the
spoken target language. The examiners mainly look at three aspects of the
interpretation delivered by the examinees: acoustic effect (i.e. voice texture),
idiomatic use of word/phrase, and cohesiveness of the information flow. The more
natural and coherent the interpretation is delivered in the target spoken language, the
better quality of the interpretation for its user friendliness to the audience. The

construct of language knowledge is measured mainly by using this criterion.

The strategic competence of interpreting is assessed implicitly, so is the examinees’
background knowledge and listening comprehension of the source speech. The
examiners need to diagnose and judge if any omissions of details in the
interpretation are good implementation of the condensation norm as an interpreting
strategy, or if such omissions and errors are due to problems in listening
comprehension, which may be resulted from poor multi-tasking ability or lack of
background knowledge support, or if they are due to inadequate speaking
competence of the target language. Coupled with the two main criteria, the
Ear-Voice Span (EVS) is an observable parameter for reference when making these

diagnoses or judgements.

Some influential schemata also need to be taken into account in the judgement
process, such as the affective factors and personal aptitudes of the examinees, which
may be reflected in the Presentation and Delivery criterion, and the physical settings
of the examinations, which need to be considered in the design stage of the

examination task and the administration of the examination.
Relationship to theoretical models

The construct of interpreting should be perceived and measured within the
multi-perspective quality framework of interpreting (Pdchhacker, 2001; Kalina,
2002, 2005), which involves at least four different roles in the examination of the
communication act: the speaker, the interpreter, the audience and the examiner. The
multi-dimensional quality of interpreting is manifested in Pdchhacker’s (2001)
quality standards model for interpreting with the accurate rendition of the source

speech at the core.

Given that the focus of the test is on interpreter-mediated communication, which
requires the use of languages, the construct of simultaneous interpreting can also be
related to Bachman and Palmer’s (1996) communicative language ability model.
The interpreter, i.e. the speaker in the language model, is driven by the goal of
conveying the messages in the source speech to the target audience across different

languages by utilising various language and knowledge resources, and interpreting
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skills. At the same time, some affective factors that relate to the interpreters’
personal experiences and the physical settings in which they work may also

influence the interpreters’ performances.

The aspect of strategic competence in the construct definition of the IE model can
be related to Gile’s (1995) Effort Models in Interpretation, which explains how the
various efforts are balanced to simultaneously perform different language-related

cognitive tasks in simultaneous interpreting.

The conceptual model of the interpreting examinations in this thesis integrates these
models to explain the complex relations between various components in the

construct of simultaneous interpreting.

The above working document of construct specifications is by no means a final version.
There are still many knowledge gaps to be filled (see 8.4 below). The design and
development of effective assessment tools and test items to measure the construct of
interpreting are all important jobs to be carried out. A full set of test specifications
requires the other two modules: assessment and task specifications, which may be

developed based on the construct specifications.
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8.4 Suggestions for future studies

There are areas that are in need of further studies to secure a sound footing for the
interpreting examinations. These areas can be identified and listed by using the four
different roles in the IE model. The usefulness of study methodology is also briefly

discussed at the end of this section.

8.4.1 The examination task — the speaker

This study only used a three-minute speech task as the test item, and did not use a
rating scale in the examination simulation. Although useful findings were generated,
more questions need to be asked and answered. For example, to what extent one type of
speech can test and generalise the interpreting ability of a student interpreter to other
speech types? What rating scales are practical to be used for the examiners as well as for
the test users? Are there objective and practical parameters to determine the difficulty
levels of the speech tasks? Answering these questions will help produce and develop the
task and assessment specifications, and will also help improve the internal consistency

and test stability of the interpreting examinations (also see 2.3.3.b and 2.3.3.c).

8.4.2 The interpreter

Little is known about the influential schemata that affect the interpreter examinees,
which need to be investigated. So far, the personal aptitudes have been studied mainly
for the admission examinations, but the study of affective factors in relation to the

interpreting assessment is almost none-existent. These influential factors also relate to
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the design of examination tasks, such as the physical settings in which the examinations
take place. So the consideration here is also related to the examination task, but with a
focus on the interaction between the interpreter examinees and the examination tasks.
For example, is there a difference in the examination results between using a live
speaker and a speech recording (audio and/or video)? Would the examinees interact
differently to such two different formats of examination tasks even when the content of
the speech is the same? Would the examinees’ performances, or the examination results,
be influenced by the two different marking approaches — live panel examination
marking and post-examination marking from recording? How can the administration of
the interpreting examinations be standardised so that the examinees experience similar
procedures and conditions when taking the interpreting examinations? In order to
remain a valid test, to what extent do the interpreting examinations need to simulate the
real-life situations for the interpreter examinees to perform the tasks? These questions
will have long-lasting effects on the reliability and validity of the interpreting

examination, and on the continuing professional development of interpreting.

8.4.3 The examiner

This study has identified various factors that affect the examiners’ assessment
behaviours. For example, the examiner attention is limited due to high level of cognitive
workload in assessment so the examiners resort to holistic marking by impression.
Practical assessment tools should be developed to help the examiners reduce their
cognitive workload, such as using a speech script for note-taking, or an assessor-
oriented rating scale for guiding the marking (Alderson et al., 1995; Fulcher, 2003: 89).
The examiner bias also plays a role in the judgement process. How does the assessor-

audience duel role affect the examiners’ judgement? And finally, how do a group of
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examiners interact with each other in a jury panel for the interpreting examinations?
Studying these issues is useful for designing examiner trainings to help alleviate
concerns of reliability due to subjective judgement.

The list of suggestions above for future studies is not exhaustive. Just as mentioned
in Chapter 7, the IE model is represented as a balanced system, which is essentially
maintained by a two-dimensional tension: the criteria dimension and the behaviour
dimension. To achieve a reliable and valid design of the interpreting examinations, most

if not all components in the system need to be carefully checked and balanced.

8.4.4 Some reflections on the study methodology

For a study that is exploratory in nature, the study approach should be as open-
ended as possible so that a wider range of data may be collected for analysis, because
the researcher is venturing into an unknown field and does not know what may be
relevant and what may not be. As outlined in Chapter 1, this research study has taken a
multi-strategy approach to maximise the scope of data to be collected for analysis. This
approach proved to be useful as it gathered both quantitative and qualitative data for
cross-examination. The quantitative methods (i.e. paired comparison and some common
statistical analysis) helped establish a framework for analysing the qualitative data, i.e.
the interview comments, which in return offered rich information to understand the
complex relationships of various construct components of the interpreting examinations
that cannot be explained simply by analysing the quantitative data. Using the IE model
(Figure 8-1) as a guide, future studies in the field of interpreting assessment may focus
on certain key areas, such as those suggested above, by taking study approaches that are

more tightly-controlled and hypothesis-testing rather than hypothesis-generating.

308



Chapter 8 Toward a Better Interpreting Assessment

8.5 Concluding remark

It has been a long and rewarding research journey to explore the workings of
simultaneous interpreting assessment within the educational context. This research
study provides an empirical base for raising the awareness of how we assess student
interpreters, and for designing and developing future interpreting examinations. It has
given a clearer explication of the problems in assessing interpreting performances, and a
working model to view the intricate relations of the test constructs, i.e. the IE model;
hence, it is hoped that there will be less uncontrolled extraneous variables, or
overlooked variables, for conducting future research studies on the test design of the
interpreting examinations. In other words, the IE model can be used as a conceptual
map for guiding future investigations in the field of the interpreting assessment.

This research journey that the interpreter teacher in the Prelude started has come to

an end, but new journeys for more explorations have just begun.

309



APPENDICES

310



Appendix A: Examination task

Appendix A: Examination task

1. Information sheet given to students in the booth

CHNEI4 Professional Interpreting Sensinar Forth Assessment + 1 June 2004

DO NOT WRITE ON THIS SHEET. DO NOT REMOVE THIS SHEET FROM THE BOOTH.

.
Information Sheet
CHN814 Professional Interpreting Seminar Forth Assessment
1. Simultaneous Interpreting {English => Chinese) 60%
Subject area: Business and Environment 8.7 minutes
Speaker: a Managing Director of a large UK carpet manufacturing company
Event: The speaker talks about his company — Interface Inc. — and their principles on how to balance the

sustainable development between the envirorment and business to a group of business people ar a
conference in Taipel,

Slide 1

Interface Inc.
Our Business
Commercial & residential carpet
Commercial flooring contracting
Reused flooring system
Furniture fabrics

Size: 57.8 billions
| Where: 100+ countries
What: 25 factories 37 offices
i Stide 2
|
1

Our Vision
[nterface will be the company that, by its actions,
shows the entire industrial world what sustainability is, In
all its dimensions: People, Process, Product {inclhiding
service), Place (the Earth), and Profit — by 2020 — and in
doing so becomes restorative by the power of our influence.

Slide 3

Seven Fronts For Sustainability

Eliminate Waste

Benign Emissions

Renewable Energy

Closing the Loop

Resource Efficient Transportation
Energising People

Redesign Commerce

2. Simultaneous Interpreting (Chinese => English) 40 %

Subject area: Qil Price and Economic Development 6.7 minutes

Speaker: Taiwan's represeniative at the Energy Working Group in APEC
Event: The speaker gives his viewpoinis on oil price and the principles of Taiwan’s economic development at a
conference in Taipel,

Terms:

LR/ A1 VR T A b 0il Spot Price

R / iR Climate Convention

g [TU e E R / Al (Taiwan’s) Number 4 Nuclear Power Plant
Postgraduate Programme in Translating and interpreting 7

School of Modam Languages, Newcastle University
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Appendix A: Examination task

2. Speech script for the examiners (first 3 minutes used in this study)

Interpreter Code: Rater Code: . Date:

Students will listen to the following speech in English about Business and Environment simultaneously interpret the message
into Chinese, which will be recorded on tape for evaluation. The Speaker is a Managing Director of a large UK carpet
manufaciuring company.  He talks abont his company — Interface, Inc. —and his principles on how to balance the sustainable
development berween the environment and business io a group of business people at a conference in Taipei.

Thank you. It's a quite interesting parallel with business that conducting a large number of people in business and
getting all to move in the same direction and with all the egos those individuals have is pretty similar to conducting an
orchestra

__ The only difference I usually find with an orchestra is the time at the front is quite clear who is in charge; when you are
in business, you can't always be at the front and therefore people sometimes forget who is in charge.  So there is some
parallel to be drawn.

Chairman Chen, President Dickson, distinguished guests: it is an honour to be here from the UK on my first visit (o
Taiwan.

It's very much a fleeting visit, T am actually going to spend more time in the air travelling here and getting home than I
actually will be on the ground.  So hopefully next time I'm in Taiwan I should be able to spend much more time here.

1 am going to initially in my talk mention briefly who Interface are, what we do, then I'm going to tell you about the
journey that we are on, and then I'd like to tell you, towards the end, what we have learned on our journey so far.

. We have some interesting things to learn on that journey, some of which are very positive, and some of which are not so
positive.

But I'll try and be very honest about where we are, and where we are going as [ go through my talk.

But briefly, my job is to travel around as much as I possibly can, talking to people about sustainability, not necessarily
about Interface, but talking to people about sustainability.

_ Because one of the things that will be a recurrent point in my talk is that we have to get to as many people as possible
and educate them into the 15sues connected to suslmnabiljiy.

And without educating people to what is happening and what may be done about it, we will not make the progress we
need 1o.

TETETETETET T BT ETERTETEI TR ET T T

So, if we can turn on the next slide, please.
Slide 1

Interface Inc.
Qur Business
Commercial & residential carpet
Commercial flooring contracting
Reused flooring system
Furniture fabrics

Size: 57.8 billions
Where: 100+ countries
What: 25 factories 37 offices

We will quickly talk about who Interface are,  We're the Targest supplier of commercial floor coverings in the world. E
Somewhere between 35 and 40% of the global market is ours. |

And we are also the largest supplier of commercial upholstery fabrics in the world; again, a similar sort of figure
globally, but in some parts of the world, as much as 30% of the market.

We clearly have a lot of work to do in Taiwan, because today you are not walking on our floor covering and you are not
sitting on our fabric, so it is clear we have quite a lot of work to do here in Taiwan.

Our turnover last vear was 1.1 billion US dollars, which in the interior’s market that we belong to, makes us huge.
&

In Wall Street terms as a Wall-Street-declared company, that makes us very small.

s So we have sort of two different opinions about our position to work with.
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Appendix B: Samples of examiners’ notes

Sample 1: Taking notes without referring to speech script
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Appendix B: Samples of examiners’ notes

Sample 2: Taking notes without referring to speech script
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Appendix B: Samples of examiners’ notes

Sample 3: Taking notes with speech script

Interpreter Code: A Rater Code: fg ' -~ Dulc:_._iﬁ_(“[_(.@.ﬂ{f..

Students will listen to the following speech in English about Business afd Environment simultaneously interpret the message
into Chinese, which will be recorded on tape for evaluation. The Speaker is a Managing Director of a large UK carpet
manufacturing company.  He talks about his company — Interfuce, Inc. — and his principles on iow 1o balance the sustainable
development between the environment and business to a group of business people ai a conference in Taipei.

7 Thank you. It's a quite interesting parallel with business that conducting a large number of people in business and
getting all to move in the same direction and with all the egos those individuals have is pretty similar to conducting an

orchestra. o
i

&y The only difference I usually find with an orchestra is the lime al the front is quite clear who is in charge; when you are

“in business, you can't always be at the front and therefore people sometimes forget who is in charge.  So there is some
—
parallel to be drawn. d

v Chairman Chen, President Dickson, distinguished guests: it is an honour to be here from the UK on my first visit to
Taiwan. -

AT
It’s very much a ﬂeetin;visit. I am actually going to spend more time in the air travelling here and getting home than I
actually will be on the ground,/ So hopefully next time I'm in Taiwan I should be able to spend much more time herc.l/

" T am going to initially in my talk mention briefly who Interface are, what we do, then I'm going to tell you about the
journey that we are on, and then I'd like to tell you, towards the end, what we have learned on our journey so far.

__— We have some interesting things to learn on that journey, some of which are vmﬁve, and some of which are not so
positive. )

{ D Butrn try and be very honest about where we are, and where we are going as I go through my talk.

\..«\.P-NQQV\— Yl p—
¥___ But briefly, my job is to travel around hﬁs much as I possibly can, talking to people about sustainability, not necessarily
about Interface, but talking to people about sustainability. 4=+

[ e Because one of the things that will be a recurrent point in my talk is that we have to get to as many people as possible

+__ And without educating people to what is happening and what may be done about it, we will not make the progress we
need Lo,

v 8o, if we can turn on the next slide, please.
Slide 1

< N

Interface Inc.
Our Business
Commercial & residential carpet
Commercial flooring contracting
Reused flooring system
Furniture fabrics

Size: 57.8 billions
Where: 1004 countries
What: 25 factories 37 offices

il

We will quickly talk about who Interface are,  'We're the largest supplier of commercial floor coverings in the world,
! S e e e Tl i
Somewhere between 35 and 40% of the global market is ours. A
P - i

And we are also the largest supplier of commercial uphalstery fabrics in the world; again, a similarsort of figure
globally, but in some parts of the world, as much as 90% of the market,

" We clearly have a lot of work to do in Taiwan, because today you are not walking on our floor covering and you are not
sitting on our fabric, so it is clear we have quite a lot of work to do here in Taiwan.

¢ Our turnover last year was 1.1 billion US dollars, which in the interior’s market that we belong to, makes us huge. “f\)‘q‘p/‘
T ———

Q In Wall Street terms as a Wall-Street-declared company, that makes us very small.

¥ So we have sort of two different opinions about our position to work with,
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Appendix C: Sample of the researcher’s field notes in worksheets

Appendix C: Sample of the researcher’s field notes in worksheets

Ny

Ranking Order Grid Wo;k Sheet:

1
Rz
Rater code: _R >0 b#o Date: cé/°&/ 2 &
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o - 4. 0
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Performance Ranking e fud 3rd dth - Sth
Ranking Converted from 8 ‘_f:/ /
Faired Comparison 6 A D
Rater's Overall Ranking B é £, D {4
Rater’s Overall Marks Vig b ‘{.60 i “F
(Element ¢ Mark) 6 i T E i Lo | C / g P :D ! ¢ !-, A ! &
Rating Grid Work Sheet
Rater code: ﬂg_ Date: M .
— R — |
Aﬂ:: |
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Appendix D: Paired comparison winners according to cluster membership

Paired comparison winners according to cluster membership

Appendix D

: draw

B:Beth C:Cherry D:Daisy E:Eileen =

A: Ally

Paired comparison winners

Cluster
examiners

10.

A-B B-C CD D-E EA AC CE EB B-D D-A

R1

R30

R28
R16
R15
R27

R3

PCCl1

R7

R11

R29

R4

R21

RS

R13

RS

R23

R6

PCC2

R25
R20

R2

R9

R10
R12
R17
R18
R26
R22
R24
R19
R14

PCC3

PCC4

PCC5
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z-scores — PC, OJ and OM

Appendix E

z-scores — PC, OJ and OM

Appendix E

Paired Ranking z-scores

R1 R2Z R3 R4 R5 R6 R7T RS

A -1.26-063 -1.26 000 -0.63 -1.26
p 000 063 063 063 1.26 1.26
C 126 000 126 126 0.63 063
p -0.63 -1.26 -0.63 -1.26 -1.26 -0.63
E 063 1.26 000 -063 0.00 0.00

Overall Ranking z-scores

R1 R2 R3 R4 R56 RS
A -1.26 -0.63 -1.26 0.00 -0.63 -1.26
g 063 000 063 063 126 063
c 126 063 126 126 063 126
p -0.63 -1.26 -0.63 -1.26 -1.26 063
g 0.00 1.26 000 -063 0.00 0.00

Student Marks - z-scores

R1 R2 R3 R4 R5 RS6
A -1.07 -026 084 -036 -0.13 -089
B 070 026 096 061 0.88 1.11
c 152 053 116 116 1.16 1.02
D 0.04 -1.58 -0.94 -1.47 -0.87 -0.35
E 0.22 1.05 -0.34 0.06 -1.05 -0.89

-1.26
0.63
1.26

-0.63
0.00

R7
-1.26

0.63
1.26
-0.63
0.00

R7
-1.40

-0.18
1.24
-0.18
0.43

-0.63
0.63
1.26

-1.26
0.00

R8
0.00

0.63
1.26
-1.26
-0.63

R8
0.07

0.79
115
-1.01
-1.01

R9 R10 R11 R12 R13 R14

0.96
0.96
-0.24
-0.24
-1.43

RS
1.26

0.63
-0.63
0.00
-1.26

R9
0.67

e

0.06
-0.40
-1.46

063
1.26
0.00
-0.63
-1.26

R10
0.63

1.26
0.00
-0.63
-1.26

R10
0.85

1.24
-0.48
-0.48
-1.14

-1.26
0.63
1.26
0.00

-0.63

R11
-0.63

0.63
1.26
0.00
-1.26

R11
110

0.45
1.48
-0.24
-0.58

0.00
0.63
1.26
-0.63
-1.26

R12
0.00

1.26
0.63
-0.63
-1.26

R12
-1.73

0.74
0.05
0.60
0.33

063 -1.26
063 1.26
1.26 -0.63
-1.26 063
0.00 0.00

R13 R14
-0.63 -1.26

063 1.26
1.26 0.00
-1.26 063
0.00 -0.63

R13 R14
-0.70 -1.38

1.04 1.41
1.04 -027
-1.13 0.07
-0.26 0.18

R15 R16
-1.26 -1.26

0.63 -0.63
1.26 126
-0.63 0.00
0.00 063

R15 R16
-1.26 -1.26

0.63 -0.63
1.26 1.26
0.00 0.00
-0.63 063

R15 R16
-1.43 -1.76

0.40 0.42
1.32 066
-0.15 017
-0.15 0.51

R17 R18 R19 R20 R21 R22 R23 R24 R256 R26 R27 R28 R29
063 -1.26 -0.63 -0.96

0.00
1.26
-0.63
-1.26

R17
0.00

0.63
1.26
-0.63
-1.26

R17
017

0.77
113
-1.03

0.00 1.26
063 063
1.26 0.00
-0.63 -1.26

R18 R19
-1.26 -0.63

0.00 1.26
1.26 0.63
0.63 0.00
-0.63 -1.26

R18 R19
-1.16 -0.59

-0.28 1.26
113 052
095 0.15

1.43
0.24
-0.96
0.24

R20
-1.26

1.26
0.00
-0.63
0.63

R20
-0.96

1.56
-0.20
-0.71

0.00 -1.26 -0.35 -1.26

0.63
1.26
-1.26
-0.63

R21
0.00

0.63
1.26
-0.63
-1.26

R21
-0.07

0.95
0.95
-0.41

-1.03 -0.63 -1.33 0.30 -1.42

1.26 1.40
0.63 0.53
0.00 -1.23
-0.63 -0.35

R22 R23
-1.26 -0.63

1.26 0.63
063 1.26
0.00 -1.26
-0.63 0.00

R22 R23
-1.47 -0.41

1.12 0.66
069 1.08
-0.03 0.13
-0.32 -1.48

1.26
0.00
0.63
-0.63

R24
-1.26

1.26
0.63
0.00
-0.63

R24
-1.74

0.75
0.44
0.44
0.12

-1.26 -063
1.26 0.00
063 1.26
-0.63 063
0.00 -1.26

R25 R26
-1.26 -0.63

1.26 0.00
063 1.26
-0.63 0863
0.00 -1.26

R25 R2¢
-1.07 -0.05

1.38 063
0.49 1.31
0.04 -0.74

-1.26
0.63
1.26

-0.63
0.00

R27
-1.26

063
1.26
0.00
-0.63

R27
-1.05

0.92
1.20
-0.68

-0.63 -1.41
0.00 0.00
1.26 1.41
-1.26 0.00
0.63 0.00

R28 R29
-0.63 -1.41

0.00 0.00
1.26 1.41
-1.26 0.00
0.63 0.00

R28 R29
0.04 -1.59

0.04 0.13
1.14 1.19
-1.60 0.13

R30
-1.26

0.00
1.26
-0.63
0.63

R30
-1.26

-0.63
1.26
0.00
063

R30
-1.56

0.19
113
-0.22

-0.85 -1.15 -0.39 037 0.13 046
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Appendix F: ANOVA statistics

Sample 1: Reliability test of the three assessment methods
Descriptives
N Mean Std. Deviation Std. Error
Zscore(pc) A 30 -.8344233 78969553 14417802
B 30 7448525 .61404009 11210787
C 30 9334227 62517163 11414020
D 30 -.5515680 75851094 .13848452
E 30 -.2922839 75661418 .13813822
Total 150 .0000000 1.00000000 .08164966
Zscore(0j) A 30 -.8249579 74471317 .13596540
B 30 .7071068 61588176 11244411
C 30 1.0370899 57933771 10577211
D 30 -.4949747 .67338568 12294284
30 -.4242641 .80086160 14621666
Total 150 .0000000 1.00000000 .08164966
Zscore(om) A 30 -.6840636 1.06330613 19413225
B 30 .5842139 .67611986 12344203
C 30 7423609 77204410 .14095532
D 30 -.3739713 78279215 14291764
30 -.2685399 .84547196 .15436136
Total 150 .0000000 1.00000000 .08164966
Descriptives
95% Confidence Interval for Mean
Lower Bound Upper Bound Minimum Maximum

Zscore(pc) A -1.1293005 -.5395462 -1.42371 1.40485
B 5155661 .9741388 -. 71657 1.40485
C .6999798 1.1668656 -.71657 1.40485
D -.8348006 -.2683353 -1.42371 1.40485
E -.5748083 -.0097595 -1.42371 1.40485
Total -.1613408 .1613408 -1.42371 1.40485
Zscore(0j) A -1.1030384 -.5468774 -1.41421 1.41421
B 4771328 .9370808 -.70711 1.41421
C .8207617 1.2534182 -.70711 1.41421
D -. 7464211 -.2435284 -1.41421 70711
E -.7233107 -.1252174 -1.41421 1.41421
Total -.1613408 .1613408 -1.41421 1.41421
Zscore(om) A -1.0811086 -.2870185 -4.69356 .60902
B .3317466 .8366812 -.97245 1.81838
C 4540749 1.0306469 -1.15850 1.81838
D -.6662707 -.0816719 -2.83300 1.35324
E -.5842443 .0471645 -1.90273 1.81838
Total -.1613408 .1613408 -4.69356 1.81838
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ANOVA
Sum of Mean
Squares df Square F Sig.
Zscore(pc) Between Groups 75.360 4 18.840 37.097 .000]}
Within Groups 73.640 145 .508
Total 149.000 149
Zscore(oj)  Between Groups 80.433 4 20.108 42.524 .000]}
Within Groups 68.567 145 A73
Total 149.000 149
Zscore(om) Between Groups 47.170 4 11.792 16.792 .000]}
Within Groups 101.830 145 .702
Total 149.000 149
Sample 2: Reliability test of salient criteria use — PC clusters
Case Processing Summary Reliability Statistics
N % Cronbach's
Cases Valid 5 100.0 Cronbach's AlSptgidi?z(iez%g "
Excluded® 0 .0 Alpha Items N of Items
Total 5 100.0 .982 .986 5
a. Listwise deletion based on all variables in the
procedure.
Inter-ltem Correlation Matrix
PCC1 PCC2 PCC3 PCC4 PCC5
PCC1 1.000 .987 917 961 977
PCC2 .987 1.000 .954 .904 .967
PCC3 917 .954 1.000 .790 917
PCC4 961 .904 .790 1.000 941
PCC5 977 .967 917 941 1.000}
Summary Item Statistics
Maximum /
Mean | Minimum | Maximum | Range Minimum Variance
Inter-Item Correlations 931 .790 .987 197 1.250 .003
Item-Total Statistics
Corrected Cronbach's
Scale Mean if| Scale Variance if Item-Total Squared Multiple| Alpha if Item
Item Deleted | Item Deleted Correlation Correlation Deleted
PCC1 79.800 7796.825 .992 971
PCC2 79.800 8210.325 .986 .973
PCC3 79.900 7609.300 911 .988)
PCC4 79.800 8698.325 911 .984
PCC5 79.900 8471.675 .980 .975
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ANOVA
Sum of Squares df Mean Square F Sig
Between People 10151.660 4 2537.915
Within People Between Items .060 4 .015 .000| 1.000
Residual 719.240 16 44.953
Total 719.300 20 35.965
Total 10870.960 24 452.957

Grand Mean = 19.960

Intraclass Correlation Coefficient

95% Confidence Interval
Intraclass
Correlation® Lower Bound Upper Bound
Single Measures 917" 739 .990]
Average Measures .982 .934 .998
Two-way random effects model where both people effects and measures effects are

random.

a. Type C intraclass correlation coefficients using a consistency definition-the
between-measure variance is excluded from the denominator variance.

b. The estimator is the same, whether the interaction effect is present or not.

Sample 3: Reliability test of salient criteria use — Beth-Cherry comparison

Case Processing Summary Reliability Statistics
N % Cronbach's

Cases Valid 5 100.0 Cronbach's AlSptgidZ?Ziezig "

Excluded® 0 .0l Alpha Items N of Items

Total 5 100.0 .930 .956 5
a. Listwise deletion based on all variables in the
procedure.

Inter-ltem Correlation Matrix
PCC1 PCC2 PCC3 PCC4 PCC5

PCC1 1.000 .955 .899 715 .973
PCC2 .955 1.000 .736 AT77 .973
PCC3 .899 .736 1.000 .943 .840
PCC4 715 ATT7 .943 1.000 612
PCC5 .973 .973 .840 .612 1.000]

Summary Item Statistics

Maximum /
Mean Minimum Maximum Range Minimum Variance
Inter-ltem Correlations .812 AT7 973 496 2.041 .028
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Item-Total Statistics

Corrected Cronbach's
Scale Mean if |Scale Variance if Item-Total Squared Multiple| Alpha if Item
Item Deleted Item Deleted Correlation Correlation Deleted
PCC1 80.000 13487.500 .950 . .902
PCC2 80.000 14237.500 791 . .925
PCC3 80.000 11400.000 .970 . .883]
PCC4 80.000 10462.500 .738 . .962
PCC5 80.000 12962.500 .882 . .905
ANOVA
Sum of Squares df Mean Square F Sig
Between People 15370.000 4 3842.500
Within People Between Items .000 4 .000 .000 1.000
Residual 4280.000 16 267.500
Total 4280.000 20 214.000
Total 19650.000 24 818.750

Grand Mean = 20.000

Intraclass Correlation Coefficient

95% Confidence Interval
Intraclass
Correlation® Lower Bound Upper Bound
Single Measures 728" .363 961
Average Measures .930 .740 .992
Two-way random effects model where both people effects and measures effects are

random.

a. Type C intraclass correlation coefficients using a consistency definition-the
between-measure variance is excluded from the denominator variance.

b. The estimator is the same, whether the interaction effect is present or not.

322
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Appendix G: Sample transcription of examiner comments

(Examiner code is deleted here.)

PO EARER RS, B MASEE A iF. 55— (ARG B a8 FOE 2 LLiRE, Wit — (A e A
MG NGRS, M A RREE DR R, PRTEAS B i B IR b re BEVS A AR AT 2. A2
fli BAGR NS R IEREYE, A E S, A FRARArER R, A KRR, B ARS,
M, IRBR. B, WA, RMRIRTFENE FAGENGEE, A GRS, EHTFBh
KBRS AR EHIR ), TR [ 28 T = A R . At BB R FRAMII B A 22 11 338 IR5: Ak F 00 {11 ek
o AR B OFRRIEAS], ProlsE —fR— e AR, Pk —EMm R8s —a, AR
18 E AR, PSR T, FreIRER IR AR ), OB RE A IREH
TR AR AR A IE, AR 2 AR L 4, BERTHRIAR T AR Bz 4%
WA AT RELL IR 22 00— B, FrCANA IR R 1 A2 ER B LI A RS, b2
A walf, BT, 1 HIREE R B MR LA My, B A TR LR, Fr
DU LA AT DATS 15 bt SR, AR5, TRt e, bR M AT HEAS 2, B DR B
P2 A . IBLEH IS JT I, RS — (R AR A term MERE LR . BERMGRIE
FEFNIE sustainability S K A FERE, A — I F AR 24 H 5 8 2 A AR 5T, AR A 2
BEIRAR 22 o Ath A 3038 1 =t & K A S K A T R . IRmAE Ak, FRSEAS M T AL AR B
JERR R DAL RIS 77, AP RIS B T S B L2 (RIS, FREEAS AN fidelity 5k & L
. ASGE W LR Ak, R FEAS B ARBIREL A IFIR 2 . (2:36)

(B R C ML #e) TGS AR #E Ui bk i . C RO 8, (H2ANRA, #ifefth
A an I LS, AR BRI, PRI AR, M E R AR, T
JEIR B LR AR IFEHZEAZ . R AR, b E IR AR R E EAZ . T
W RIERRTIIRE, REEA C AR RIFGFHEEERE . mHKRE ¢ REMRERE
AR By, AU EREE IR S, R AR A AR B, e R, al R
—hk, WA RPN, o RE. (R RE MR, R AR R
TERN, st g ARG, WAt R REE M. BB =4, B giE
WEA M =R ] REAEE, AR R R A S A R C g R A R A B At
TR ST B B R, A IRe ) B 5 =) 2 1%, SRR e B — TR, vIREE e —A)as—F,
R AR, FRIREEE 0], MEFEE =), Sk TR R tBIEIE, RS
IFEHEETIIRET] . BEDNRTEAEKTHER. T B thafil, C e, (2 C HR
2T —EEA TAE. BTUIRIER, RAEMMEANR A REB®RT? ZF, &M
F ) RRIERET, IRESE C WIS L. N AIRA IR R AR e re S
JEE, WIRRAE NS, BRMRA C WAL, M HERENE, A8, EZEH,
MAE D RER)ASE FR LU AT, Ahi, MERZEESRE, iR vh B sk GO A &aEiE e s,
BCRES T R E . TREB R A, A LR Z RS 258 5, TR BEIRTE G, —
.. HEBAR —(E SRS . (5:46)

ik C BR D MAEFRIER5S C AR LIk . D s B BT s 2 S AT IR, w2 3R5E45 D
F A UL, TERIR AR ALRAT C BERS 2. At AR AR PR 5 B, MR MR
Hogrp — LR, AREDU AR ), IE R AR 5 A RS A R AR A B
over translation, il &8 H R sl AT R IR o b Qs fth A8 26— ol 21 7K 451 52 Feg 011
o, FRHE EWRAW . JULEERARRABE, B RRE A EERA
AR KBAR IS RIGE I R, Al RRAE R alRE AR, SRR BIHGN, FREE A B
over AT E. AN AABAM ) 1E I RE ARG PRI, B over (ML TT 2 3% 3] progress HIRHE, i3
SRR ORI G g . R BBMAEIGIRIR, FURaHH A0V A 15 Fi U b a P2 i A U7 9%

323



Appendix G: Sample transcription of examiner comments

&, R 2 BRI 2 AR 2 w0, AN S B E . BRI AR D HAIRIVBE TR R
TR, BEEARAE L, KAGMENE interface FITTIGAEH R &, EiE{# commercial floor
covering fth5e 2= A w3, 181 upholstery fabric AR AER], I AR, TG
35 2 40 ifGE, WREMEAMIE. REFRMESASHAERE, EREHFHE,
AR A B 1 570 18 9ets, TR MRAVZ A SIS R Ay 5 110 FS J08] Ry Ak 5k e b 47 3 M 2
(MITF LGRS AR ) B BRWMEERSMMNE? ORAHE, EEEN5 55
RIERE T ) AT C ST, (8:40)

GGFHHED HRE. DR —E EILRIES, REM E tiklf. & E e iE—BrRE L,
PR R RIS S| E 7RIS A RE IR LIS, AR T RE, FRAER R 408 — B b il B —
B BURAESIBERAT I FE . I E RIS SR RIS, (H2hiEfe i, I D SR
FIRAZA — M LT L mark H2RER, W1, fRIEBAMASASERIHTT, WA I E ERBAZ
ALY, g E B2AE B L, KA E —BIGIRAR 2 EalsEm . §ahss—4a), %
—{ section AR A ANKITEFEREAT B, SRR EE MM section K | =702 —, SRIRICIEIEF IR,
FTHAPRIEIE & — R RN K4, RIAFT PR KA BE A RS IR AT 2, RIER &4
JB, SR BEREKE o B DAFAGEE SR — BE A IRp (s Ath gk B 46 08 A A LU BB 28, SRR B 4 %
Bt B aaur i, R4 T AiE B R A2 LR B By, PTDL, St —Aca i, nl 23Rt E b
PAFE ok, MIBERBUFLIRG . MRIESHMGMT, WHeA —BE0 7TRES. M2 EE
BIGEER, HREBEN RN GEERS. RAHITEEARE, XGERRETY, B8R R
H L P AH O, SRE SO A — AR R TE, SRARAR T R B — 8T BIIEEBm N T,
fl—ERWT, Abt R EIE M. KBS E L, R rhEA B EEIEASE. (11:02)

(HEECE MRA) AT E LLELF o TR DKW AN (075 T AR ARG, ARS8 N AR, B2
ATV BL, REIEIER B AEaLA, A A 52—k AP FIARHE )18 — Bk A Ly,
S W E A AGE BRI . ATJE B AS SRR EERMBAE M R%. DAy A Samd B bR, 3R
I AR LT T — N, BB R MR RGBT . A EBHRE, RE MR R,
A B HRE 2 I A3 R 1T A LREBRBIE © =FRai 248, a2k, ekl 1,
A HIFCIEATHELL B 4F, A 9 short-term memory FIHELL E 58, JSFRANKNIE & BRFA S LB AN
i ERARE S, W AR, RACERARCIR I ey, FrOAIRIE =4, FARPRAE Hi 2k,
T LSS ARGER IR . PR At SR B — A1) — RO AR ARG, T LLGHAS LRI — B, ARSI E
HUR A £ BT /0 LUAs®, DR At T & AR, At LR IL R (1) tempo, Pt AFRNAZE
PRIGHRRE SRR 2 h SO R O BRAR, A S e BEAl— RL RS 2 OB ME BN, I —BEEL A B
W, fH P AT IS AR LRI R RO E . A IR AR, W SR IRA R T RS
bf, ERIR B IFCIR AR HRG, FTRE G RIS A, B BB e B FIIE R
FERRATEE, AR S BRI AN, WU e — A Se AU B I A R R D sE bk, —H
WX B, (R ) ¥, RERRER. PrUREA E ey, BAfhLl
WAL AR MRS Q. A aLag, iEmlil e, E LRI 2315517 B 195677 I
ZF2 D%, U RR B AGERES, TR R EAIRES, e TS EEREIEL. —
SE A PERTRE B AR 00, S ARIN N AR RS, e RS B 2 AP 1Rk, DUE 5 Rl
fRG, A FREEV AT IE B BEOR S AN, P REFE R A A AR RS [R] 1 AN ZE A
FEIRRORCIE, 18 A WTREE ZE — R, EERREEIREEAS E HIRSTF . (14:22)

(A FR C FF L ORI C ELiglT. R4 C — BG4 R B w2 TR A A (A AN 85
Bt B AR AR F G BRI R . A A BR C MEREE, WA A FEEER
P, RBREEBEAE voice quality, A H—EHRRE. MIEZ WM EA ML, Hak
BRI RN R . REBITREARERTHT . B A SRR, WP, HE
e RIE AR E R R TR A RS . RS C LA REMINERE, ABRCH
A, FREA C HERAF. (15:43)
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(HFE B HE) E If B (IGEF & 215 B it E iF. KA L A B E W, (A2
RN, FEE #B) E B WREREE BRI . K4 B iks5, B IR E aGHEEE AR
218, {22 B #4EF information LLEEZ, [ E 21G4F. B fErdz iR L2 E RkE5H.
HEEWHEN, ABE, EREALMRY FAMER. FAWRRAM 2 TR A NA ERIE R
MIRE, BB BTG A 2R, KAE I RPNE R PR B ARBE 2 7. ¥, Bt
BT . (16:49)

(B H#B D) B IR D, IEH B HLlhr. MisEEZA%, BHLEEIEIN
information [ 2 FREMBEEAZ, HE D REMSA — R EM M over translation [
o I A S — 5. 171 B P REEES, D EAR I 12882 L K, itz
P EER A, AR BRI REAS B R,

(R1Z— 1z D A RATLIEE—F A AR HIEME, EmMEEtk. A R D 7Ehg
by FELIIE 2 BT RS AR R E RS A HERGOEE W B FRAMIEEK, I D A AR v 2,
R A R OO BE R T, (H A ] B R AR B T EESRARA A BE S over
translation, 2:JU over translation IS {H RIRE, IS MEEE. FrLAEZ)E 7 2 BTG T s 2
D {15 thigkty, A8 ats, MR NRE———B, MmO 7, Mtk A Frrse
—, ZET M. BE2NRAIEE RN, A ERZIL over translation IR, HBAh
A0 TIEESE. W2 W A AR, A BT BN LR . B ENXIRE 2 AR e, A N ER
ZARZ, WREEE LS, (HREME T ¥ — R AMEMEER, AR IEE TS, W
R A R, SRS T, T 90% B E S 7, AER RN N HR A S R A I A1 S
fyo IBIEE T B 11 [EREEM, A REH T, i 1248, (EEEEETEARN. M2
CEHIBARM SN, (B2 IE, IEE & Tambn. BEWEE, RBIRHE 2 b i A5
Wik T LA SRAAZ THIIE 1 2B 1A Al A2 P I — R BT DAFRAR AN R B g L e, DAIG B B 2R 11
i, D RWEIFI . (GLEZEIENTZFERTT I EZ 57 ) %, EREMNEKRL. (20:59)

(overall ranking) 3 SE B IRAEERC LR TG, KIZAHC LR shB R ERL . (B ER
BIRIES, F—4REIEENLE C, FAMMEL LRERAR MEMPER, AT N—
77, memorizing fM9%. ZHHELEE C MG, ERBEEMZ KB MR AR T
M52 Frbl C RFE—%. WL TFARE - Lae, EZe B, KA B EEIMHSRHE T A
D RS Z, gt HMm=(ERkE2Z. L g2 B, AME2ETRHZ ADE.. £RMEES
MRS A KM 2z — . A &z M. UG AF T D IR E. A &g —1H,
A B AR D EERC T R A AR B ) U LU AR R, A SRR RS M R A F,
s BRILAR T DU ) level PIREZE—#, FATUL A —mE & & &is — M. AREMELLRIE A D R
E. D} E KIEERE RIS E L D 4, AW AR E I ZE A Z —8L {252 D over translation
HIRTRE, A i 2 R4, TT2 E WA B over translation [IFT&E. FrL &S E. Brlh
HHENE P R 2R 5, RS — 4 B462& C. By Ev Dy Ao (23:12)
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Appendix I: Sample coding sheet of examiner comments

PCC1 1

delivery / presentation

accent

coherent

comfortable to listen to
concise

convincing, not hesitant
disconnected sentences
focused / unfocused
idiomatic usage

pace / rhythm f tempo / fluency
rendition

voice quality / bored
wordy

2 audience point of view

2.1 client point of view

breathing control

can get more messages
concise

consistent and coherent speech
delivery impact

expect to be like a professional
fragmented

idiomatice usage

more comfortable to listen

pace /fast = nervous / slow = relax

pace / rhythm / tempo / fluency
polished = easy to understand
unfocused

unprofessional / girlish fillers
wamm-up fast

faithfulness to SL

3  Fidelity&Completeness

4 Comprehension&listening

foundation abiltties

5  Strategy

6§  Examiner behaviours

consistency

content accuracy
context

different levels of fidelity
fabrication

fragment

keep to the theme
make sense
message weightings
mistransiation
numbersffigures
omission

slip of tongue

terms

g
backtrack repair messages
completely lost
comprehension = accuracy
comprehension is better
did not grasp

have severe comprehension problem

long lags = did not hear
misunderstood messages

transitions
control of breathing

with deliberate steps
word choice / order
slow / fast

polished

nervousness / tense / steady
fillers / verbal tics

sigh (turn off mic)

transition

beginnerfin-training

tones

regional usage
fluent

literal rendition
sound tired

confuse audience

regional usage to target audience

willing to keep listening (meaning doesn't really matter)

slow / fast

gain audience's confidence
company product

stable/steady

more information
over-transiation
incomplete stentences
intention of the speaker
focused / unfocused

meaning errors
context of numbers
lagging

incoherent

fabrication

not comprehension problem, but misuse of terms

same level of comprehension
show consistent comprehension
slow pace = poor comprehension

use ofvisual aid
multi-tasking
paraphrasing

short-term memory

EVS range /lagging
approximation of numbers

fragmented

know how to distribut efforts
not influenced by source text

speed/ pace control

when encounter difficulties and ommissions

attention

bias

judgement pattem

marking strategy

past experiences as the audience
speculation f EVS / lags / tired
use of assessment tool

FCD approach

reverse decision

difficult to decide

memory lag

accent

weightings of criteria
look for patentiality

comprehension

notes withAwithout scripts
fidelity

326

fluent

purpose of speech

significant point / gist

introduce company/product

comrection (strategy)
inconsistent context
summarise

incomplete sentences

use simplier expressions

seript use: listen and read
know students
quick / slow decisions

strategies / preparation
review recordings
completeness

pleasant

diction

mumbling pauses
simple expression is better
high pitch

diction

mumbling pauses

nurmbers important for business interpreting

greetings

personal preferences

suspect feeding interpreters misinformation

delivery
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