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Abstract

Interpreting is an ancient activity but interpreter training is, with only decades
of history, a fairly new discipline. To respond to the growing population of
interpreting learners, and the rising demand for trained interpreters, this study
investigates interpreters as learners, exploring the development of interpreters from
trainees to practitioners.

Research on learning reveals that learning is a knowledge construction
process, and that the conventional cognitive approach towards learning has been
challenged by the more updated social approach to learning, with differing
knowledge claims on teaching and learning styles, as well as the knowledge they
produce respectively. This study assumes the existence of ‘working knowledge’,
incorporating both theoretical knowledge and practical knowledge. To narrow the
general understanding on learning down to a specialised area, or so-called
professional learning, the knowledge construction process thus equates to the
development of expertise in a given field. In the context of learning interpreting, this
study investigates how interpreters build their expertise in interpreting. Using
Charles Goodwin’s concept of ‘professional vision’ (1994) is a way for interpreters
as insiders to communicate their professional working knowledge to outsiders of the
interpreting field. Previous work on interpreter education provides a significant
account of interpreter training curriculum and rationale, but limited work has been
done on the learning experiences of interpreters at different stages. In search of a
paradigm which has the potential to understand learning interpreting
developmentally, Lave and Wenger’s Communities of Practice (1999) was adopted
as the theoretical framework of this study. It was anticipated that the Communities
of Practice could provide a more encompassing view of learning. With the
Communities of Practice as the theoretical framework, this study investigates how
interpreters learn by looking into their mutual engagement, why they want to learn
to be interpreters by exploring their joint enterprise, and what shared repertoires are
developed in their venture of becoming an interpreter.

The data of this study came from four groups of interpreters who had
undergone identical interpreter training but were at different stages—student
interpreters, graduate-to-be interpreters, novice interpreters and experienced
interpreters—were  recruited for open-ended interview. Based on an
ethnographically-informed research design, narrative presented in the interview
setting is the key tool in this study, offering a platform for the researcher to
‘discover and describe’ (Spradley, 1979) the learning experiences of interpreters.
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The narrative data from interviewing interpreters reveal the characteristics of
interpreting learners before training, learning during training, learning at work and
explores learning as participation.

The findings demonstrate that many interpreting learners are not only language
graduates with a practical attitude towards the promising career prospects of
interpreting, but have also had related interpreting experiences prior to training,
which motivated them to undertake training. Next, the narrative data examined
indicate that learning during training can be divided into three primary activities:
learning in class with tutors, group practice with peers, and self-study. After
training, learning at work takes place within three domains: interpreting practice, the
interpreting profession, and working with people. Practically, trainee interpreters
increase their background knowledge and develop interpreting skills during training,
while practising interpreters apply their interpreting skills at work and develop
coping strategies for the demands of their work. The final sets of data examined in
this study investigate learning as participation for practising interpreters using the
concept of the Communities of Practice, and reveal the existence of a dichotomy
between two sub-markets in interpreting, namely the private freelance market and
the staff positions in international organisations, especially in terms of the
interpreting market as perceived by practising interpreters. The data demonstrates
the level of competition in the private market which leads freelance interpreters to
undercut and undermine each other, and that the support system seems non-exist in
the private market since freelancers do not expect to help each other at all. In
contrast, for those staff interpreters working for international organisations, they
have a more straightforward career trajectory to follow. Lastly, the development gap
between trainees and practitioners is addressed by articulating the professional
vision offered by practising interpreters, which include methods for learning
interpreting and an effective approach to job-seeking, something novice interpreters
are eager to know.

From a theoretical perspective, the idea of the Communities of Practice was
found to be problematic for two main reasons: Firstly, looking from the view of
mobility, there are multiple Communities of Practice in existence in the context of
becoming an interpreter: Community of Trainees (CoT), Community of Freelancers
(CoF) and Community of Staff Interpreters (CoS), with their own particular features
and development trajectories. Secondly, by investigating the idea of identity, the
three major characteristics (joint enterprise, mutual engagement and shared
repertoire) of the Communities of Practice are missing or only partially evident in
CoF and CoS, with only CoT completely following the characteristics outlined by



Wenger (1998) and Lave and Wenger (1999). Finally, this study addresses the
educational implications for interpreter training.

This study fills the knowledge gap between interpreter training, learning
interpreting and interpreting practice, contributing to a contextualised understanding
of how one becomes an interpreter from a learner’s perspective and outlining how
interpreters at different stages of development approach their professional learning.

Key Words: learning interpreting, interpreter training, interpreter development,
professional learning, the Communities of Practice, narrative method
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Chapter 1
Introduction

1.1. Backdrop to the Study

1.1.1. The growing population in learning interpreting

Interpreting is an ancient and common form of communication. Interpreters
transfer ideas and promote interaction between two parties who do not speak the
same language. Interpreting as an activity is prevalent in daily life for most of the
world’s population and is a fundamental aspect of everyday communication in any
bilingual or multilingual society. Nowadays, professional interpreters play an
important role in all kinds of human interactions, ranging from medical
consultations, courtroom settings, educational and training purposes to international
transactions. Globalisation and technological development in recent decades, and an
increasing need for political, social and cultural communication in both
governmental organisations and the private sector, have led to a significant rise in
the demand for interpreters.

Despite the significant role played by interpreters and the fact that interpreting
is an ancient form of communication, the systematic training of interpreters only
began in recent decades, as communicative needs in international politics and trade
have expanded, and the emergence of international organisations has led to a series
of establishment of interpreter training institutions which provide systematic training
in translation and interpreting (P6chhacker, 2004). In the past, interpreters were, for
the most part, self-taught. Their educational level currently varies, some having top
academic qualifications, others a modest primary school education (Gile, 2009: 5).
The first educational institution to provide modern interpreter training was the
University of Geneva, which established the College of Translation and
Interpretation in 1941. Now, with over 70 years of history in interpreter training, the
importance and significance of interpreter training is recognised by not only
professionals in the field but also lay-people who have benefited from the use of
interpreting services.

Since the 20" century, interpreter training institutions have been established in
many countries, providing comprehensive training for interpreters. Notable
examples include the Monterey International Institution of Translation and
Interpretation in the US, University of Montreal in Canada, University of Canberra
in Australia, Shanghai International Studies University in China, University of
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Trieste in Italy, University of Vienna in Austria, Georgetown University in the US,
University of Leeds in the UK, and National Taiwan Normal University in Taiwan.

Despite the fact that interpreting as an activity is common practice among
those who do not share the same language, interpreter training, especially in the
contemporary educational context, is often considered to be an ‘elite’ course among
the popular translation and interpreting (hereafter refer to as T/I) electives. For
example, to enrol on Chinese-English interpreting courses in Taiwan, my home
country, only those who have near-bilingual fluency stand a chance of beating the
fierce competition. When these foreign language majors graduate, enrolment on
postgraduate level interpreting programmes becomes one of their top priorities. Ever
since the Graduate Institute of Translation and Interpretation Studies at Fu Jen
Catholic University was established in Taiwan in 1998, which was the first graduate
institute of T/I, many university graduates have struggled to pass the entrance exam
to enrol on the interpreter training programme. Furthermore, besides interpreter
training courses provided by public educational institutions, some private
organisations and adult-learning institutions often design their own interpreting
courses, attracting many people who have an interest in interpreting.

In other parts of the world, interpreter training is now drawing increasingly
more attention as numerous interpreting accreditation systems are adopted or
proposed by governments. These include AIIC, International Association of
Conference Interpreters, the first and only worldwide interpreter’s accreditation
organisation, which has accredited more than 2800 interpreters from over 250 cities
in over 100 countries since 1953 (AIIC, 2014); NAATI, National Accreditation
Authority for Translators and Interpreters, the first nationwide accreditation body for
interpreters in Australia since 1979; and CAATI, China Aptitude Test for
Translators and Interpreters, launched in Beijing, China in 2003, indicating that the
significance of interpreting accreditation has spread to the far-east. The popularity of
interpreting accreditation undoubtedly boosts the demand for interpreter training,
both in academic institutions and in the private sector; the number of interpreting
students is increasing, along with the number of continuing education institutes that
offer interpreting courses (Chen, 2009).

In such a climate, the theme of learning interpreting and interpreter
development has become increasingly prominent. In recent decades, T/I ability has
been recognised as the fifth basic skill for students majoring in foreign languages
after the original four language skills: listening, speaking, reading and writing. Also,
from observing the trend for learning interpreting all over the world, it is clear that
T/l is no longer considered just a skill to facilitate foreign language learning, but an
advanced ability for future T/I professionals. In other words, the training of
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interpreters has become not only a skill, but a cultural phenomenon and an
inspirational activity. This study is designed to respond to the needs of the rising
numbers of interpreting learners, and the corresponding demand for trained
interpreters.

1.1.2. The rising demand for trained interpreters

Underlying the fact that there is a growing number of interpreting learners is
the rising demand for trained interpreters. Although the significance of interpreter
training has started to be acknowledged over the past few decades, there are still
many who do not appreciate the value of trained interpreters due to their ignorance
or misunderstandings about the interpreting profession. For example, many lay-
people make no distinction between T/I, and therefore mistake interpreters for
translators. Likewise, many people still think that any bilingual without appropriate
training can be an interpreter and that the high remuneration of conference
interpreters is easy money as there is a perception that they do nothing more than
talk. Another prevalent misunderstanding about interpreters is that the service users
are not familiar with the working languages of interpreters, which often causes
trouble when requesting interpreting services. According to AlIC, the International
Association of Conference Interpreters, there are three categories of working
languages for interpreters:

A languages, in which interpreters possess native-like proficiency. When
examining applicants for interpreting programmes, examiners look for proficiency
of educated natives. The same applies to B languages and C languages.

B languages, which interpreters are supposed to master both actively and
passively almost as well as a native, and which are active working languages,
meaning that they are supposed to work into them, at least in a conference mode.

C languages, which are passive languages. They are theoretically understood
at native level, but interpreters do not work into them. (AlIC, 1982: 10)

The formal definitions for language A, B and C are straightforward, but things
are not as simple in the interpreting field. Grey areas do exist when it comes to
determining the A and B language for a bilingual interpreter, or the ‘sufficient
command’ in categorising a foreign language as B or C. Initially, the clear
distinction between language A, B and C is an indication for interpreting service
users to have a basic idea about an interpreter’s language directionality and language
availability: A and B languages can work into and from each other, while C
language is a passive language meaning that the interpreter can only work from C
language into their A or B. Not knowing the differences between working languages
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might result not only in the failure to request the right interpreter for the right
working mode, but also reduce the effect of facilitating communication, which is the
interpreter’s duty.

The widespread misguided perception of interpreters and misunderstandings
about the interpreting profession demonstrate that lay-people—even some regular
users of interpreting services—have little idea about the difference between
untrained interpreters and trained interpreters. From an outsider’s perspective, since
they know nothing about the value of interpreter training, they often attempt to
sacrifice quality for the sake of costs; many self-proclaimed interpreters or
bilinguals engage in the practice of interpreting with no training, which tends to
lower the status and working conditions of trained professional interpreters. This not
only makes the entry level of the interpreting market even more vague, but also
undercuts the livelihood of trained interpreters. In the opinion of many interpreting
users, why pay for a properly trained intrepreter if you can pay significantly less for
an untrained one? This kind of mindset, which stems from ignorance about the
significance of interpreter training, is still prevalent. Such ignorance undoubtfully
results in the underestimation of the credentials required to be a competent
interpreter.

Previous research has already demonstrated the significance of interpreter
training. For instance, to disprove the misunderstanding that any bilingual can work
as an interpreter, Dillinger’s PhD thesis Component Processes of Simultaneous
Interpreting (1989) showed that the accuracy of interpretation by trained interpreters
is much higher than that of inexperienced bilinguals. Dillinger conducted his
experiment on experienced interpreters and inexperienced bilinguals, and found that
the general interpreting process could be ‘broken down into more specific questions
about the extent and relative importance of syntactic processing, proposition
generation, and frame-structure processing components of comprehension during
interpreting’ (ibid: 98) by experienced interpreters. Likewise, Moser-Mercer (2000)
researched the development of interpreting performance and recorded the types of
mistakes that are gradually eliminated during training. In the case of simultaneous
interpreters in particular, working memory takes up a huge amount of cognitive
resources when interpreting under the pressure of time. Just and Carpenter (1992)
demonstrated that the working memory limitations can be altered or improved by
practice and training. Based on these previous empirical studies, some suggest that
interpreters are ‘made, not born’ (Herbert, 1978; Mackintosh, 1999). The
significance of interpreter training is therefore very much in evidence.

It is obvious that the basic function of interpreting can be fulfilled by anyone
who has a minimum knowledge of both relevant languages. But since there are
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certain quality requirements, someone with the lowest level of linguistic knowledge
is unable to address such concerns as comprehensive understanding of the source
language, linguistic reformulation in the target language, behavioural issues,
technical issues, ethical issues or psychological issues (Gile, 2009: 6). However, it is
not true that interpreting is something that must be acquired through training; there
are some high-level professional interpreters who are entirely self-trained. They
learnt through cumulative experience and self-instruction, practicing with self-
discipline over time, and eventually reached a level of professional competence at
which they could clearly demonstrate their expertise. In these circumstances, over-
heated debates in interpreting studies over whether interpreters are ‘born, not made’
(Nida, 1981) or ‘made, not born’ (Healey, 1978) seem pointless. The point | would
like to make here is that, while formal training may not be compulsory to enter the
interpreting profession, it has become increasingly common in recent decades for
formal interpreter training to be considered a prerequisite before entering the market,
at least for major language combinations. Given the rising demand in the
interpreting market for quality rendering, professionalism, and specialised
knowledge in particular fields, the demand for trained interpreters has become
nothing less than a phenomenon.

As with other professions, there is a gap between learning interpreting and the
demands of interpreting practice. Many novice interpreters have expressed anxiety
about entering the interpreting market after recently graduating from their interpreter
training programmes. Generally speaking, the interpreting labour market is ageing
and shrinking rapidly in numbers while younger interpreters sustain relatively high
levels of unemployment. This might be due to the fact that the interpreting market is
competitive, or that there is a knowledge gap between interpreter training and
interpreting practice so that novice interpreters generally find it difficult to make
their entry onto the market. The period of preparation time for an interpreter to
develop from novice to expert is long compared to that of many other professions.
Some novice interpreters might be very good interpreting learners during formal
training, but may struggle with the hidden rules of the interpreting market compared
to other, formally inferior, interpreters. As a previous trainee interpreter and a
current novice interpreter, | have been pondering over whether interpreter training
has provided us with the appropriate knowledge and skills to enter a fast-paced and
mobile interpreting labour market. | believe that interpreting practice cannot thrive if
it continues to be either simplified or deified by those who do not understand the
challenging learning and development process that interpreters face. Thus there is a
need to investigate learning interpreting so as to understand the knowledge of
professional learning in interpreting practice. | became aware of the difference
between learning interpreting and interpreting practice in the real world when I
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began to work in the competitive interpreting market. My personal experience as a
novice interpreter as well as accounts from interpreter trainers and colleagues all
demonstrate that achieving a strong result in an interpreter training programme does
not necessarily guarantee a prosperous career in the interpreting market. The desire
to understand the experiences of interpreters’ development, progressing from
training through to practice, has inspired me to conduct this research. Through
depicting this seemingly mysterious interpreter training path, the results of this
research can be instructive and helpful to both current trainee interpreters and also to
novice interpreters, by providing suggestions on how to find one’s way in the
competitive interpreting market. This study is thus designed to discover the missing
link between interpreter training and interpreting practice; it is an attempt to form a
collective reflection that can build knowledge and create new research and
pedagogical agendas for the interpreting profession, as well as for interpreter
training.

To summarise, the need for this study is three-fold: from the service users’
perspective, to understand the value of trained interpreters; from the interpreting
learners’ viewpoint, to understand the experienced-based learning and development
process; finally, as a practising interpreter and a researcher in interpreting studies, |
myself have a burning desire to know how | and other novice interpreters can
survive in the competitive interpreting market. Bearing these three needs of the
study in mind, | aim to discover and describe the under-investigated link between
interpreter training and interpreting practice. To describe and to discover are not
only the motivations for me to embark on this PhD, but are also two key principles
of ethnography (Spradley, 1979). | will discover what learners do in order to learn
interpreting via ethnographically-informed research interviews, and describe what |
have learnt from them with the support of narrative data. However, if | were to
attempt to discover and describe every single aspect of interpreters’ learning
experiences, the scope and scale of the research would surely be unmanageable. |
therefore set myself a boundary: as a former trainee interpreter, a developing novice
interpreter and a researcher in interpreting studies, | am particularly concerned with
learning, with the significance of having opportunities to engage in learning, and
with exploring how that significance is bound up with learning to be an interpreter,
along with the relationship between individual agency and social structure. The foci
of this study are therefore the learning themes that are essential to understanding the
development of an interpreter.

It is anticipated that the outcome of the study will provide guidance for future
trainee interpreters in their transition to the interpreting market, offer suggestions for
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practising novice interpreters in terms of career development, and provide insights
for experienced interpreters who also have teaching or pedagogical commitments.

1.2. Overview of Chapters

Chapter 2 offers a broad overview of the educational and interpreter training
contexts underlying this study. It begins with a discussion of the concepts of
learning and knowledge, including the conventional way of thinking of learning and
a social approach to perceiving learning, as well as two types of knowledge. It then
offers an explanation of learning as a knowledge construction process, which
provides the basis for the exploration of this study to investigate learning
interpreting as professional learning. In the second half of Chapter 2, the
frameworks of modern interpreter training are addressed, outlining the basic
elements of modern interpreter training. The chapter concludes with a rationale for
the study, including the need for this study to be undertaken, the originality of the
research design, the research goals that this study strive to achieve and a list of
research questions that this study aims to address.

Chapter 3 introduces the methodological approach I have undertaken. It begins
with an overview of the ethnographically-informed research design, followed by a
briefing on the narrative research method and its significance. The discussion then
focuses on how language can serve as a platform for us to explore the unknown,
which supports the choice of the interview method, and how narrative data from
interpreters are an appropriate source for this study to understand how one learns to
be an interpreter. Afterwards, an account of the process of data collection will be
given, covering both the pre-fieldwork phase and the actual fieldwork phase.
Explanations regarding site selection, participant recruitment procedure, recruitment
criteria and the composition of participants are covered here. The rest of the chapter
concentrates on the data analysis efforts and model employed in this study.

Chapters 4 to 7 present the findings with a view to fulfilling the three research
goals. In Chapter 4, a number of motivations for learners to undertake formal
interpreter training are identified, followed by learners’ understanding prior to
training of what is required to be an interpreter. Learners’ accounts of their relevant
experiences before formal training have also been compiled to demonstrate
interpreting learners’ overall characteristics before training. Chapter 5 investigates
how trainee interpreters learn during training. The findings show that in-class
learning, group practice and self-study are the three primary learning activities for



-8-

trainee interpreters to expand their background knowledge and develop their
interpreting skills. Chapter 6 elaborates on how interpreters learn at work. Narrative
data indicates that, although no specific learning activities can be identified as those
of learning during training, interpreters learn at work based on three main learning
themes: the interpreting practice, the interpreting profession, and working with
people. Interpreters’ learning-in-practice manifests itself while practising
interpreters apply the skills they acquired from training and develop coping
strategies to deal with a range of working conditions. Chapter 7 explores the concept
of the Community of Practice (hereafter refer to as CoP), which defines practising
interpreters’ learning as participation in the CoP. This chapter concludes by
addressing the professional vision of practising interpreters in interpreter
development. The four findings chapters fulfil the aim of this study by answering the
three research questions, which shed light on how one becomes an interpreter and
the transition from trainee to practitioner.

Chapter 8 aims to compile the emergent issues in this study deemed worthy of
discussion. The use of the narrative method and the insights from interpreters are
scrutinised, along with a discussion of the dual identities of the researcher as both an
insider (as a practising interpreter) and an outsider (as a researcher). Next, the notion
of multiple CoPs for interpreters at various stages is proposed and examined. Finally
the pedagogical implications of the study are addressed, revealing the private stories
of interpreters as public issues in interpreter training.

Chapter 9 reviews all the previous chapters, summarises the findings and
identifies the contributions this study has made to the knowledge as well as the
professional practice. The thesis ends by identifying limitations of the research, and
provides a vision for future research prospects in investigating interpreter training
and interpreter development.



Chapter 2
Contexts of the Study

2.1. Introduction

In this chapter, | will review the educational and interpreting contexts which
are relevant to the study. The popularity of the interpreting profession and the
significance of interpreter training have been addressed in the previous chapter,
clearly indicating that there is an unexplored relationship between interpreter
training and interpreting practice. Aiming to better understand the learning and
development processes that interpreters go through, this chapter’s literature review
was conducted to provide an understanding of the nature of learning, knowledge,
and the pre-existing interpreter training framework, as well as to identify the
learning needs that this research addresses.

Beginning with a learner’s perspective, the literature review starts with a focus
on the relationship between learning and knowledge, recognising learning as a
knowledge construction process. The review on the previous scholarly work led me
to understand that there are two main approaches to learning: the conventional
cognitive approach, and the more recent situated approach. These two approaches to
learning automatically produce opposing influences on the curriculum as well as the
knowledge they create therein, which makes me wonder, when the two approaches
to learning overlap, what kind of knowledge will be generated? | therefore make the
assumption that to learn is to be knowledgeable, but we need both theoretical and
practical knowledge to be truly knowledgeable. The preceding assumption entails
the basic hypothesis of the the educational context of this study by acknowledging
the existence of ‘working knowledge’. The literature review then moves on to focus
on the theme of learning interpreting, recognising the act of learning interpreting as
one type of professional learning. Thus, this review incorporates the theme of
expertise development, acknowledging the ‘professional vision’ proposed by
Goodwin (1994) to evoke working knowledge in a specific professional field.

In the second half of the literature review, | give an overview of the modern
interpreter training context by addressing the evolution of interpreter training, and
elaborate on the basics of modern interpreter training elements. The accounts of the
modern interpreter training demonstrate that we possess much pre-existing
knowledge regarding interpreter training and thus recognise interpreting practice as
a complex task which can be deemed a kind of expertise. However, the account also

reveals that there have so far been few studies that address interpreters’ development
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through the experience of learning and training. In other words, the rationale of
interpreter training has been established, but there is an under-developed link
between interpreter training and interpreting practice, indicating interpreters’
development from trainees to practitioners. The under-investigated link, if it could
be discovered and described, is believed to eventually lead to a more comprehensive
understanding of the development of interpreters. The literature review is concluded
by identifying the choice of the Community of Practice (Lave & Wenger, 1991;
Wenger, 1998) as the conceptual framework for aiding the researcher to better
understand the learning and development process which interpreters undergo.

2.2. The Educational Context of the Study

The educational context of the study builds on the idea of the nature of
learning as a knowledge construction process. The coming sections will discuss how
this study views the nature of learning and knowledge, how professional learning
contributes to expertise development in a particular domain, and how the
understanding of learning and expertise might inform the practice of learning
interpreting.

2.2.1. Learning as a knowledge construction process

The notion of learning may remind us of traditional classroom settings,
wherein a teacher simply passes the authorised sets of knowledge and skills on to
students. The conventional notion of learning is largely based on the assumption that
‘learning is an individual process, that it has a beginning and an end, that it is best
separated from the rest of our activities, and that it is the result of teaching’ (Wenger,
1998: 3). This study adopts a broader definition of learning but draws extensively—
though not exclusively—on examples of more flexible, contextualised means and
forms of learning, which are entirely situated in life experiences. In this context,
learning is a natural and fundamental part of everyday life rather than an exceptional
activity. My understanding of learning assumes that learning is an integral part of
daily life, and it is expected that over time necessary knowledge and skills grow to
suit the particular contexts surrounding the subject area that learning takes place.

Looking at existing literature, the concept of learning has been described and
observed in a significant amount of research, yet whatever its theoretical
interpretation may be, learning is something people do naturally in daily practice
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and is an integral part of human nature. In its broadest sense, learning refers to an
activity in which progress is made over time. In most learning situations, people
have to spend their time predominantly on improving their performances as Van de
Wiel et al. states: ‘learning is usually described as a process of knowledge change
through study and experience that leads to improved performance’ (2004: 182). It is
generally agreed that the more time spent on such ‘deliberate attempts’ (ibid: 181) or
‘deliberate practice activities’ (ibid: 182), the more the knowledge learners gain or
the better their performances can be. Therefore, | understand learning as an activity
constituted by trials of practice, which leads to improved performance. Also,
learning is not a one-off event but an ongoing and evolving process. The concept of
learning can be demonstrated by Rogoff’s (1995) idea, regarding the relationship of
learning and knowledge as intertwined in a constructive process. The
relationship between learning and knowledge can be represented in the table below:

Time

Knowledge

Learning Practice

Figure 1: Relationship between Learning and Knowledge

2.2.2. Situated learning theory: Learning as a social construction of
knowledge

In light of the perceived failure of cognitive science to demonstrate that
learning is an accumulation of symbolic representations which could be replicated
with artificial intelligence and taught using intelligence tutoring system (Sleeman
and Brown, 1982; Wenger, 1987), and the realisation that the conventional
perspective on learning focuses too much on internalising knowledge, which has
‘left the nature of the learner, of the world, or of the relations unexplored’ (Lave &
Wenger, 1991: 47), studies in the 1980s showed that context is vital to understand
learning, and that knowledge cannot simply be acquired in a mechanical way (Searle,
1980; Gardner, 1987; Resnick, 1987; Sfard, 1998).
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During the 1990s, following the revolutionary turn on the idea of learning,
researchers started to relate learning to its specific context, moving beyond the
original framework of cognitive knowledge acquisition. The central theme of
learning had been re-conceptualised around the role of context (Eteldpelto & Collin,
2004), and the adoption of situated learning theory challenged our traditional
understanding of learning and knowledge. Taking apprenticeship as its conceptual
basis, situated learning theory sees learning as a process of participation. Situated
learning theory maintains that the mastery of skill and knowledge requires
newcomers to move toward full participation in the sociocultural practices of a
community, in the same way a master sponsors an apprentice before the latter can
have legitimate access to participation in the community’s productive activities
(Lave & Wenger, 1991; Wenger, 1998). Above all, situated learning theory
recognises learning as a social participation. Participation here, according to Wenger,
‘refers not just to local events of engagement in certain activities with certain people,
but to more encompassing and constructing identities in relation to these
communities’ (1998: 4). Learning as participation is both a kind of action and a form
of belonging, which shapes not only what we do, but also who we are and how we
interpret what we do (ibid).

The so-called situative, sociohistoric, or social view on learning soon gained
popularity, emphasising the notion that learning is inherently a social process.
Among such approaches, Lave and Wenger’s theory of legitimate peripherality
critically involves participation as a way of learning—of both absorbing and being
absorbed in— the ‘culture of practice’ (1999: 22). Lave and Wenger (1991) propose
that learning is a process of participation in the ‘Communities of Practice’;
participation is at first legitimately peripheral but gradually increases in engagement
and complexity (ibid; Wenger, 1998). ‘Practice’ here connotes doing, but not just
simply doing; it is ‘doing in a historical and social context that gives structure and
meaning to what we do’ (Wenger, 1998: 47), therefore the concept of practice is
intrinsically social. Such a concept of practice, according to Wenger:

...includes both the explicit and the tacit. It includes what it is said and
what is left behind, what is represented and what is assumed. It includes
the language, tools, documents, images, symbols, well-defined roles,
specific criteria, codified procedures, regulations, and contracts that
various practices make explicit for a variety of purposes. But it also
includes all the implicit relations, tacit conventions, subtle cues, untold
rules of thumb, recognizable intuitions, specific perceptions, well-tuned
sensitivities, embodied understandings, underlying assumptions, and
shared world views. (ibid)
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What is distinctive from ‘practice’ is that most of these above-mentioned aspects
may never be articulated, yet they are still indispensable signs of membership in the
CoP and are crucial to the development of the CoP. In other words, the concept of
practice enables us to highlight ‘the social and negotiated character of the explicit

and the tacit’ (ibid) in the practice.

Situated learning theory positions the CoP as the context in which an
individual develops the practices (including values, norms, and relationships) and
identities appropriate to that community. Lave and Wenger (1999: 23) assume that
community members ‘have different interests, make diverse contributions to activity
and hold varied viewpoints’. It is believed, in situated learning theory, that
individuals bring to the community a personal account of involvement with
workplace, social and familial groups whose norms may complement or conflict
with one another. These conflicts need to be negotiated so that the individual is able
to achieve a coherent sense of self, i.e. being a member of the community. In this
way, situated learning theory embraces the socio-cultural dynamic, describing
learning as an ‘integral and inseperable aspect of social practice’ (Lave and Wenger,
1991: 53) through a changing form of participation in the CoP. There are two layers
underpinning such a claim: the first layer refers to the interactions that learners have
with each other and with those more knowledgeable than themselves, which is close
to that of the traditional way of thinking when it comes to learning theories; the
second layer is at the community level, which involves the social processes of public
formations of knowledge and mechanisms for arriving at these formations
(McCormick, 1999: xi). As these two levels interconnect with each other,
‘knowledge is understood, not as static schematic structures, but rather as ways of
relating to and participating in the world’ (Etelapelto & Collin, 2004: 237). In short,
in line with the theoretical framework of situated learning theory, this study sees
learning as a participatory process whose nature is inevitably social. Following this,
it appears obvious to see learning as a social construction of knowledge.

2.2.3. Working knowledge

The emergence of situated learning theory in the last two decades has resulted
in a distinction between two conceptual approaches of learning: traditional cognitive
learning, and situated learning. The following table demonstrates how the cognitive
approach towards learning is different from the situated approach to learning based
on the literature | have reviewed:
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Two approaches

Cognitive Learning

Situated Learning

Settings Classroom Workplace or practical
situations
Focus Theory (abstract & general) The world (concrete &

(Lave & Wenger,
1991: 38)

particular)

Subject The individual learner Learning as participation in
(ibid: 43) the social world

Concept Cognitive process More encompassing view of
(ibid) social practice

Activity Contemplation; internalisation | Involvement; engagement
(ibid: 52)

Main feature

Knowledge-based

Interaction-based

Characteristic

Strategic

Contextual

Considered as

Self-directed individual
learning

Socially-situated
enculturalisational activity

Emphasis

Experiential learning histories

Interactions from workplace

Learner’s identity
(Greeno et el.,

An active individual learner

A member of a group

1999)
Definition of Learning as a process by which | Learning takes place through
learning a learner internalises participation and negotiation

knowledge (Lave & Wenger,
1991: 47)

of identities in communities
of practice (Etelapelto &
Collin, 2004: 237)

Knowledge gained

Abstract academic knowledge
from education

Concrete practical
knowledge from experiences

Knowledge
represented by

(Berger and
Luckmann, 1966;
Blackler, 1995)

Symbolic logic

Provisional, mediated,
socially-construted
understandings
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Membership A condition for membership An evolving form of

(Lave & Wenger, membership

1991: 53)

Slogan Learning-in-study Learning-in-practice

(Lave & Wenger,
1991: 42)

Implications for Outcome-referenced model Process-oriented model
curriculum design

(Colley et al.,
2003: 473)

Table 1: Two Approaches to Learning & Knowledge

In response to Table 1, | have come to understand the nature of knowledge as
one of duality: abstract theoretical knowledge co-exists with concrete practical
knowledge. While the former can be acquired by cognitive processing, the latter can
only be gained through situated practices which are bound to the framework of
specific time and space. The comparison between cognitive and situated approaches
of learning implies that a comprehensive way of learning should be achieved by
both cognitive knowledge construction and situated learning practice. The
knowledge constituted by learning can thus be understood in the figure below:

theoretical practical

knowledge knowledge knowledge

constituted by

(from cognitive (from situated
learning

knowledge learning
construction) practice)

Figure 2: Two Types of Knowledge

Theoretical knowledge can, for the most part, be easily acquired from
textbooks, curriculum designs, course outlines, etc. The cognitive idealisation of
theoretical knowledge gained from the classroom is based upon the positivist
assessment of abstract knowledge: that such knowledge is valuable because it
reflects an objective reality and can be manipulated using rationalist and symbolic
logic (Gardner, 1987). On the other hand, practical knowledge further insists that
learning is prevalent in situated contexts, in conjunction with a specific time and
space, acknowledging that the supreme exercise of learning involves unconscious
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acquisition of the knowledge and skills required for a specific domain field (Chi,
Glaster & Farr, 1988).

The two types of knowledge resonate with the differences that Lave and
Wenger (1999) propose between a teaching curriculum and a learning curriculum.
A teaching curriculum is a set of rigid norms, knowledge and skills which can be
passed along objectively, supplying structured resources for learning, thus ‘the
meaning of what is learned is mediated through an instructor’s participation, by an
external view of what knowing is about’ (ibid: 23). A learning curriculum, by
contrast, consists of situated opportunities for the improvisational development of
new practice (Lave & Wenger, 1991). A learning curriculum is a field of learning
resources in everyday practice viewed from the perspective of learners. As a matter
of fact, a learning curriculum is a characteristic of a community. The term
community demonstrates the presence of a variety of factors in its members. Lave
and Wenger’s learning paradigm indicates that a learning curriculum is essentially
situated, and thus cannot be considered in isolation, or be studied apart from the
social relations which help shape legitimate peripheral participation.

McCormick has pointed out the difference between theoretical knowledge and
practical knowledge in relation to curriculum. He thinks that the pursuit of practical
knowledge should be an extension to teaching, not an act in opposition to the
teaching of academic knowledge:

One of our premises as teachers is that we teach academic or theoretical
knowledge because it is applicable in all situations, unlike practical
knowledge that is limited to particular situations. We assume that
theoretical knowledge is decontextualised, and therefore that it can be
transferred from the classroom and used in practical situations outside
schools and colleges. | shall argue that this is not so straightforward.
None of this should be constructed as an attack on the teaching of
theoretical knowledge, but a plea that we should also teach practical
knowledge. (1999: 112)

As a language learner, | believe that theoretical knowledge and practical
knowledge should not be considered separately since at the end of the learning
process, we expect one to use the knowledge regardless whether it is theoretical or
practical. If to learn is to become knowledgeable, then can | assume that there must
be a portion of knowledge that is a hybrid of both theoretical and practical
knowledge, in which theoretical knowledge is implemented as practical knowledge
while practical knowledge is supported as theoretical knowledge. | would like to
refer this overlapping knowledge as working knowledge, since it is a composite of
both approaches to learning, and entails the dual nature of theoretical and practical
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knowledge. It is worth noting that 1 am aware of the mainstream scholarly work
which understands working knowledge as the knowledge acquired from work-
related learning (Mjelde & Daly, 2006; Berner, 2008), but my understanding of
working knowledge in this study is that it is simply a concept that the knowledge is
functional under appropriate context, regardless of its origin being theoretical or
practical. My interpretation of working knowledge, as well as its corresponding
relations to the two approaches to learning and constructing knowledge, can thus be
represented by the figure below:

Teaching Curriaalum . Learning Curriculurm
I
" Theoratical " Wnrk'mg IPract|-:aI 'I
| knowledge | knuwledge |knnwledge |

N/ /

e

Figure 3: Working Knowledge

2.2.4. A general historical perspective on expertise

Following the discussion of learning and knowledge, the coming section will
narrow the scope of general learning to learning in a specialised domain:
professional learning and its corresponding result; the development of expertise.

Definitions of learning inevitably draw on notions of development, and vice
versa. Where learning leads to improved performance, learning for a specific
domain, will eventually result in expertise development. Expertise is something that
learners can acquire through training and repetitive ‘deliberate practices’ (Ericsson,
2000). Research on deliberate practice tries to find relationships between the quality
and quantity of practice activities and the level of expertise acquired: a general rule
is that at least 10 years of practice, or 5000 hours of deliberate practice are required
to become an expert (Ericsson, 1996; Ericsson et al., 1993 cited in Van de Wiel et
el., 2004: 184).
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According to Glaser (1998: 88), expertise is proficiency taken to its highest
level, and understanding of experts’ hard-won knowledge and skill can be used to
foster novices’ progress and, perhaps, to expand the proficiencies of experts
themselves. Previous studies have demonstrated that expertise is highly domain-
specific (Ericsson & Charness, 1994; Walker, 1987), and therefore the major
differences between experts and novices lie in their professional knowledge and
skills (Chase & Simon, 1973; Chi et al., 1982). Expertise became an intriguing
subject for investigation in the mid to late 1980s, largely due to developments in
artificial intelligence and cognitive psychology. The early work of De Groot (1966)
and Chase and Simon (1973) demonstrated that what distinguished strong players of
chess from weak players of chess was their ability to correctly reproduce large
patterns of chess positions after a few seconds of viewing, rather than their searching
more deeply or broadly for the next move than weak players. In the ensuing years,
the need for research in expertise was recognised, and much research in cognitive
psychology has been devoted to this topic.

Historical studies in expertise have identified a couple of features of expertise,
and these features can be described in respect of the differences between an expert
and a novice. An expert is generally considered to be someone who has attained a
high level of performance in a given domain as a result of years of experience; a
novice is usually defined as someone who has little experience in a particular
domain (Moser-Merser, 1997: 255). In De Groot (1966) and Chase and Simon’s
(1973) study with chess players, they found that experienced chess players perceive
relations between chess pieces as ‘chunks’ and are thus capable of memorising a
larger number of pieces compared with that of novice players. The work by Simon
and Simon (1978) discovered that when solving physics problems, experts were able
to reason forward and thus solved problems more quickly than novices, which
echoes Murphy and Wright’s (1984) assertion that experts are much more aware of
the complexity of a situation. Another piece of research carried out by Seamster et
al. (1993) with air traffic controllers, whose work resembles a similar time-
constrained working mode as that of interpreters, indicates that the professional
knowledge structure of expert air traffic controllers enables them to retrieve
information much more efficiently. This finding is in line with research from other
domains which demonstrates that experts are capable of selecting the most relevant
information for processing (Holding & Reynolds, 1982; McGee, 1982; Adelson,
1984; Groen & Patel, 1988). To sum up the pioneering work in expertise, the
chunking technique, the comprehensive analysis of the problem, the faster response
times and the ability to select the most crucial information out of the task are the
four major features that distinguish experts from novices or lay-people. Or, in the
words of Moser-Mercer et al., the differences between novices and experts have



-19-

been found to relate ‘to chunking of information, to reasoning, to speed of
processing, to individuals’ knowledge base and its organisation’ (1997: 108). All the
features of expertise, according to Hoffman, are able to manifest themselves in an
‘articulated, conceptual and principled” manner (Hoffman, 1996 cited in Moser-
Mercer, 1997: 259). 1 interpreted these differences as reflecting the experts’
possession of an organised body of conceptual and procedural knowledge that can
be readily assessed and used with personalised stories in learning experiences. This
current study however, aims not so much to identify the differences between novice
interpreters and expert interpreters in terms of learning interpreting, but more to
discover and describe how novice interpreters (trainee interpreters) and expert
interpreters (practising interpreters) approach the theme of learning interpreting
differently, so as to understand the development process of an interpreter.

2.2.5. Expertise in interpreting

The study of expert/novice differences in other domains has deepened our
appreciation of the significance of experts’ perceptions of patterns. Similarly, in the
field of T/I, experts from various professions, ranging from philosophers,
philologists, linguists, computational linguists, psycholinguists, experimental
psychologists, developmental psychologists and doctors, have collaborated to solve
the puzzle of how humans communicate using languages. Within the framework of
such an interdisciplinary collaboration, interpreting serves both as a topic of research
and a research paradigm (Moser-Mercer, 1997: 256). Over half a century, studies
have shown that there is a great difference between the interpreting performances of
experts and novices.

Barik (1975) observed and compared the types of omissions in interpretation
between novice and expert interpreters, and concluded that the errors in output of the
expert interpreters was less serious than that of the novices. Liu et al.’s (2004)
research discovered that expert interpreters are not only able to produce less literal
interpretation than novice interpreters, but are also capable of processing larger
chunks of input. Work conducted by Mayer (1992) looked into three dimensions of
interpreters’ and translators’ active knowledge: factual, semantic and strategic. The
results of Mayer’s research showed that, in terms of factual knowledge, experts
display better organisation with more associative connections and domain
connections; in light of semantic knowledge, experts’ semantic knowledge is always
tied to the context of a speech or a text, whereas novices’ semantic knowledge is
often unrelated to the text, which results in more isolated manners of processing;
finally, in terms of strategic knowledge, experts tend to proceed from the known to
the unknown, while novices focus primarily on the unknown and thus easily
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encounter hindrance—in other words, experts are capable of using global plans
whilst novices tend to use micro-contextual plans. Dillinger (1994) found that expert
interpreters process more propositions in the same text than novices do. Kunzli and
Moser-Mercer (1995) concluded that the knowledge base of expert translators and
interpreters appears to be somewhat differently organised in translation processes
and sight translation tasks. More recent research demonstrates that, expert
interpreters are more selective in terms of what to interpret and what not to interpret
(Liu, Schallert and Carroll, 2004).

To this day, quite a number of empirical studies have taken place comparing
the performances of expert interpreters to novice interpreters (Liu et al., 2004,
Ericsson, 2000; Kunzli and Moser-Mercer, 1995; Dillinger, 1989). Ericsson (2000)
has subsequently acknowledged interpreting as a kind of expertise. Despite the
fruitful results of existing research into comparing novice interpreters to expert
interpreters, which demonstrate that we have long understood the novice-expert
differences in the field of interpreting, no studies to date have yet been dedicated to
not only depicting the differences but also to identifying the learning and
development processes of an interpreter moving from novice to expert. Thus the
unexplored process of expertise development in interpreting, has been identified as a
gap in existing research in interpreting studies.

2.2.6. Professional vision

After noticing the under-investigated process of expertise development in
interpreting, | had been in search of a way to better understand the expertise in
interpreting from interpreters, and the notion of ‘professional vision’ proposed by
Goodwin (1994) was found useful to capture expertise and working knowledge in a
specific professional field.

How a profession is constructed and shaped forms the professional vision for
that profession. By introducing the idea of professional vision, Goodwin investigates
the “discursive practices’ (ibid) used by members of a profession to shape events in
the phenomenal environment they focus their attention upon, the domain of their
professional scrutiny, into the objects of knowledge that become the insignia of their
profession: the theories, artifacts, and bodies of expertise that are its special domain
of competence and set it apart from other groups’ (1994: 606). According to
Goodwin, a professional vision is built by its members, which provides ‘socially
organised ways of seeing and understanding events that are answerable to the

distinctive interests of a particular social group’ (ibid: 607).
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By the application of ‘coding schemes, highlighting, and the production and
articulation of graphic representation’ (ibid: 624), Goodwin analyses human action
and cogpnition as socially situated phenomena in order to shape events for a specific
profession. The vision gained by such a mechanism is not solely a mental process,
but ‘the competent deployment in a relevant setting of a complex of situated
practices’ (ibid: 625). Within each setting, the learning process, the participation
framework and modes of access to relevant phenomena, and the interaction
structured along with the setting, can be seen through ‘an externalized retina’
(Lynch, 1988). In short, the perception of professional vision provides a lens for
outsiders to see through a profession with specific clues, and the clues are in fact
shared by the insiders of the profession. These specific clues, are learnt, internalised,
understood, and practiced by the insiders of this profession, and these clues can also
be learnt or be passed along to the newcomers of this profession—in this sense, the
clues are the working knowledge for this particular profession which the
practitioners of this profession are aiming to achieve after years of practice.

In this study in particular, the concept of the professional vision renders a
passageway for me to understand the professional world of interpreters, which
corresponds with the aims of ethnography: to discover and to describe. | was
originally unable to decode the particular practices of the interpreting profession
based on an ethonoragphically-oriented belief in ‘ignorance’ (Spradley, 1979), but
the idea of professional vision provides a platform from which practitioners can
articulate and make clear their professional conducts to me as the researcher. It is
this aspiration of discovering and describing the professional vision of interpreters
that has propelled me to conduct this research.

2.3. The Interpreting Context of the Study: Modern Interpreter
Training

In what follows, | attempt to elaborate on the basic concepts of modern
interpreter training in order to provide a point of reference for the proceeding study.

2.3.1. Evolution of interpreter training traditions

As a relatively young discipline, courses for the development of interpreting-
specific skills date back to the early 20" century (Pochhacker, 2004: 177).
Compared with other professional training such as music and sports, interpreter
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training starts fairly late in life, when a learner is in their twenties. Interpreting
learners have already built up their language skills by this age, so the importance of
interpreter training is how to switch interpreting learners’ existing language skills to
fit in with the needs of consecutive interpreting (Cl) and simultaneous interpreting
(S1) modes (Ericsson, 2000: 216). The first-generation teachers of interpreting
established a lasting tradition of training by apprenticeship, which transfers the
technical and professional knowledge from masters to students, mainly through
exercises modelled on real-life tasks (Péchhacker, 2004: 178). The apprenticeship
approach was consolidated in the face of expansive growth in interpreter training in
Europe during the 1950s and 1960s, which was later described by Mackintosh
(1995) as the ‘training paradigm’. During the 1980s, calls for a more scientific
approach were made for interpreter training (Gran and Dodds, 1989). The cognitive
process oriented paradigm has influenced the training of interpreters in different
skills, introducing aspects such as component skills (Lamber, 1988), strategies
(Riccardi, 1996), processing capacity management (Gile, 2009) and the development
of expertise (Moser-Mercer, 2000). The latest evolution of modern interpreter
training lies in what Sawyer proposed, a humanistic approach to include the social
and personal aspects of instructional interaction and the process of socialising
students into a ‘community of professional practice’ (2001: 93). Thus the evolution
of interpreter training paradigms in the 20" century has led to a more ‘student-
oriented and interaction-based’ approach (Pochhacker, 2004: 178).

2.3.2. Modern interpreter training framework

In the context of modern conference interpreter training, curricula formats
range from six-month postgraduate courses, such as the in-house training formerly
offered by the European Commmission, to four or five year university degree
courses or master’s level degree programmes of one or two-years’ duration,
depending on the relative weight of professional and academic content (ibid: 179).

Of the various models described in the literature (Arjona, 1984; Mackintosh,
1999; Sawyer: 2001), most interpreter training courses have similar components:
basic concepts of language and communication, language enhancement (e.g.
specialised terminology), ‘area studies’ (i.e. sociocultural background knowledge),
skill training in consecutive and simultaneous interpreting, and professional ethics
(Pochhacker, 2004: 179). For more specific domains such as legal interpreting or
medical interpreting, supplement of knowledge and skills can be taught either as a
whole or in a following basic-level training (Corsellis, 1999). Apart from the basic
training elements, a number of ancillary skills for interpreting in general have also
been described: analytical skills in text comprehension (Setton, 1994), expressive
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skills for public speaking (Weber, 1990), and situation analysis (Thiery, 1978). All
these core components for interpreter training are primarily designed for the
development of either Cl or Sl skills, which yields to a shared consensus that

modern interpreter training has followed an approach based upon ‘unity in diversity’
(P6chhacker, 2004).

However, given the modern interpreter training framework, a couple of issues
need to be addressed. Firstly, the effectiveness of various curricular arrangements is
difficult to assess, since the theoretical components in the curricula are not clearly
defined and training courses are hugely dependent on the underlying educational
beliefs and the relative weight between professional training and academic content.
In Pochhacker’s words: ‘the pedagogy of interpreting has generated little systematic
investigation but a comparatively large body of experiential description’ (ibid: 177).
Sawyer (2001) also points out that there is a need for researchers to gain access to
the hidden curriculum, which is the curriculum as experienced by the individual
student and teacher, to further understand the nature of modern interpreter training.
Secondly, the didactic literature of interpreter training tends to focus on the reports
of teachers sharing their teaching approach, whereas little has been done to follow
the learning track of interpreting students, as in Paneth’s (1957/2002) pioneering
work of collecting observational data on training methods at several interpreter
training schools in Europe, which Pdchhacker has commented on as an ‘isolated
example’ (2004: 33) in interpreter training. These two issues illustrate a need in
interpreting studies to have student-centred empirical investigations into training,
which might not only consolidate the theoretical base for interpreter training, but
also illuminate the training by demonstrating its significance to the interpreting
learner.

2.3.3. Basics in interpreter training

A well-established T/l school is expected to produce a ‘fully-fledged’
interpreter, who ‘by the end of the I/T programme graduate linguists will have
developed skills of T/l to a professional level’ (Carsten, 2002: 43-44). But the
question of what exactly graduate linguists should go through during their training to
be able to function at a professional level by the end of training is what constitutes
the basics in interpreter training. The complex nature of interpreting as a human
activity requires interpreter training to take place in an interdisciplinary setting. On
the AIIC website, an interpreter training programme is expected to equip its learners
with the following abilities :

« to understand what the speaker wants to say
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« to grasp what lies behind the speaker's words

« to keep the message in context

« to convey it consecutively or simultaneously

« to learn a special note-taking technique

« t0 practice concentration, discourse analysis and fast reaction

« to build useful glossaries

« to develop public speaking skills

« to prepare for different types of assignments

« to manage stressful situations

« to observe a code of conduct

« to prepare for entry into the profession (AlIC, 2010)
AIIC has also surveyed the interpreter training institutions worldwide based on the
following criteria:

« The course is only open to postgraduate students
« The course requires an aptitude test before course begins (one year) or at an
early stage in the course for longer courses
« The course is taught by conference interpreters
e The curriculum must include instruction in both consecutive and
simultaneous interpretation
« Course must be at least 2 semesters (1 academic year) long (AlIC, 2014)
If the criteria are met, Best Practice recommendations will then be drawn up by
AIIC and the programme will be listed on the AIIC online Interpretation Schools
Directory (ibid). The Directory is there to assist prospective interpreting students
and training providers in better understanding the training networks. By browsing
through the training programmes on the Directory, a growing consensus on the
definition of quality interpreter training becomes apparent.

Assuming that the interpreting curriculum presupposes a thorough
understanding of what is required in interpreter training and that this understanding
is generally accepted, a description of the interpreter training curriculum is expected
to serve the purpose of showcasing how the teaching methods entail core
competenceies for an interpreter. Since the interpreter training programme at the
University of Leeds has been chosen as a subject for this particular study (the reason
for choosing this site will be reported in 3.5.1.1.), |1 would like to present its core
modules as attached in the Appendix | in order to gain an understanding of what
constitutes modern interpreter training. The Leeds programme is present on both the
AIIC Best Practice recommendations and the List of Selected Schools with
Interpretation and/or Translation Programmes in the UN Official Languages (UN,
2014); also, being supported pedagogically by the EU’s Directorate General for
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Interpretation (EU, 2014), its training elements should more or less reflect the
backbone of modern interpreter training paradigms.

From glancing through the modules of the interpreter training course at Leeds
(Appendix 1) and other mainstream training curriculums provided by institutions
listed on the Best Practice, it is clear that three elements stand out across the
programmes: training in CI, Sl and research methods in interpreting studies.
Although translation modules and other supplementary courses are also offered as
optional, the interpreter training modules at the University of Leeds demonstrate a
practical-based approach towards interpreter training. This discovery corresponds
with Ericsson’s argument that the significance of interpreter training lies in
transferring one’s language skills to fit in with the needs of Cl and SI (2000: 216),
and that research methods are supplementary to the academic requirement.

Although the module overview is in line with the mainstream interpreter
training guidelines recognised by authorised institutions such as AlIC, the UN and
the EU, as a previous trainee of this programme and a current practising interpreter,
it still seems to me that the module does not fully manifest what is required from a
trainee interpreter in the programme. | can now easily orientate my interpreting
practice to align with the previous training elements that | had gone through a couple
of years ago as a practitioner in interpreting, but the module itself simply cannot
detail the overall picture of how a language graduate becomes a professional
interpreter. In other words, what | aim to achieve in the interpreting context of this
study is to highlight that there seems to be a high degree of consensus about what is
required in interpreter training in the modern world, but there is not much
understanding of what is actually involved in developing the skills for interpreting
from a learner’s perspective. This unexplored viewpoint still has ample scope for
further investigation.

2.4. Community of Practice as the Conceptual Framework to
Understand Learning Interpreting

Having understood the notion of learning as a process of knowledge
construction, its underlying dual knowledge claims and opposing implications for
curriculum design, and having gained an overview of what is required in interpreter
training, | strive to find a paradigm which has the potential to assist me in finding
the missing link between interpreter training and interpreting practice. After looking
at various learning models, 1 would like to draw on discussions about the CoP,
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outlining its characteristics so as to explain the choice of the CoP as the conceptual
framework for this study to investigate the process of learning interpreting. As
mentioned in 2.2.2, Lave and Wenger adopt the concept of practice to conceptualise
learning as participation in the CoP (1991). Wenger (1998) further specifies the
characteristics of the CoP to make the process of negotiating meaning tractable and
articulable. Three dimensions of the CoP have been addressed to create a context for
the negotiation of meaning: mutual engagement, joint enterprise, and shared
repertoire.

Mutual engagement is the first and foremost characteristic of the CoP.
Having participants engaging with each other in the practice and mutually
negotiating meaning of the practice are what makes the CoP stand out from the
simplistic idea of a residential neighbourhood, where the participants are no more
than an aggregate of people who live together, who do not necessarily have any
mutual engagement with each other. Mutual engagement creates relationships
among the participants. In this sense, the CoP can be a ‘very tight node of
interpersonal relationships’ (Wenger, 1998: 76), with which ‘identity can be further
integrated and defined in the course of engagement in practice’ (ibid). Mutual
relations of engagement give rise to both homogenisation and differentiation; in fact,
‘disagreement, challenges, and competition can all be forms of participation’ (ibid:
77).

Joint enterprise is the second characteristic of the CoP, specifying the result
of a collective process of negotiation. Negotiating a joint enterprise gives rise to
relations of mutual accountability among those involved (ibid: 81). In Wenger’s
words, ‘this communal regime of mutual accountability plays a central role in
defining the circumstances under which, as a community and as individuals,
members feel concerned or unconcerned by what they are doing” (ibid).

Shared repertoire is the third characteristic of the CoP. Over time, the joint
pursuit of an enterprise creates resources for negotiating meaning, which ‘includes
routines, words, tools, ways of doing things, stories, gestures, symbols, genres,
actions, or concepts that the community has produced and adopted in the course of
its existence’ (ibid: 83). The elements of the repertoire can be heterogeneous; ‘they
gain their coherence not in and of themselves as specific activities, symbols, or
artifacts, but from the fact that they belong to the practice of a community pursuing
an enterprise’ (ibid: 82). The significance of the elements of a shared repertoire lies
in the fact that they are not only useful for recognising the relation to the mutual
engagement but that they also enable re-engagement in new situations.

Having understood the characteristics of the CoP, learning as participation in
the CoP involves the following processes:
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Evolving forms of mutual engagement: discovering how to engage, what helps
and what hinders this; developing mutual relationships; defining identities,
establishing who is who, who is good at what, who knows what, and who is easy or
difficult to get along with.

Understanding and tuning one’s enterprise: aligning one’s engagement with
the practice, and learning to become and hold each other accountable to it;
struggling to define the enterprise and reconciling conflicting interpretations of what
the enterprise is about.

Developing repertoire, styles, and discourses: renegotiating the meaning of
various elements; producing or adopting tools, artifacts, and redefining or
abandoning old ones; telling and retelling stories; creating and breaking routines.
(ibid: 95)

The development of the CoP takes time, but what defines the CoP in its
temporal dimension is not just a matter of time itself, but a matter of sustaining
significant mutual enagagement in pursuing a joint enterprise to share some
significant learning. From this perspective, the CoP can be thought of as ‘shared
histories of learning’ (ibid: 86). The shared histories of learning are exactly what |
endeavour to investigate in this study with interpreters, which explains why the CoP
stands out from other conceptual frameworks of learning in this study, as a means to
examine how one learns to be an interpreter. In this study, | aim to investigate how
interpreters learn by looking into their mutual engagement, why they want to learn to
be interpreters by exploring their joint enterprise, and what the shared repertoires are
which outline their venture of learning to be interpreters. 1 would like to conclude
my choice of the CoP as the conceptual framework in this study by citing a
paragraph from Wenger:

In real life, mutual relations among participants are complex mixtures
of power and dependence, pleasure and pain, expertise and helpfulness,
success and failure, amassment and deprivation, alliance and
competition, ease and struggle, authority and collegiality, resistance and
compliance, anger and tenderness, attraction and repugnance, fun and
boredom, trust and suspicion, friendship and hatred. Communities of
practice have it all. (ibid:77)
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Figure 4: Summary of Contexts of this Study

Figure 4 is used here to provide a summary of the literature review of this
study. If we perceive learning as a dual mechanism, in which it can be an individual
activity as well as a process of enculturalisation into a group, a progressive process
where theoretical knowledge can be applied into situated practices, and a
contextualised event where both time and space matter, then we can expect working
knowledge to have been generated by the end of the learning process. We can
narrow our consideration of general learning down to only learning in a professional
field. The learning process in a professional realm implies the development of a
particular expertise. It is expected that by the end of expertise development, a
professional vision can be outlined and articulated by the practitioners. Therefore, in
the context of learning interpreting, expertise development in interpreting is
expected to take place throughout interpreter training and interpreting practice, and a
professional vision of interpreters is also anticipated to be gained in the end of the
learning process. Meanwhile, by revisiting the basic modern interpreter training
elements, it is understood that the rationale of the interpreter training elements has
been acknowledged, but what is missing is the comprehensive description of the
learning themes that interpreters as learners will have to go through. The CoP was
found useful as a means to bridge this gap between interpreter training and
interpreting practice, since it provides an encompassing view of learning. If the three
characteristics of the CoP could be identified and examined from an interpreter’s
perspective, it is hoped that the findings will lead us to firstly address the working
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knowledge for interpreters, and secondly to understand the professional vision of
interpreters.

2.5. Rationale of the Research

2.5.1. Originality of the research design

In the coming paragraphs, | will showcase the originality of this research
design in three dimensions:

1. Directionality: from a top-down focus to a bottom-up approach

Much of the research to date on professional interpreter training has focused
primarily on the contents of the training, for instance, what to learn (Gile, 2009),
when to learn, who to learn (the screening of interpreting students), and why to learn
(the significance of interpreter training): (Dillinger, 1989; Moser-Mercer, 2000).
However not much has addressed the actual learning experiences from the
perspective of interpreters as learners, regarding how one becomes an interpreter.
Learners, or trainees, are at the centre of the pathway to learning to be an interpreter,
but they have not yet been given the spotlight and have instead been left largely
unanalysed. This research project challenges the emphasis of interpreter training on
a top-down, trainer-focused perspective to a bottom-up, learner-focused viewpoint,
addressing the learning themes in the process of interpreter training and interpreter
development. This research will explore various issues surrounding becoming an
interpreter based on a learner’s perspective— training experiences, beginner work
experiences, and professional practices as an interpreter etc., with the overarching
concept of learning and development throughout these experiences.

2. Subjectivity: from the trainer-centred study to learner-oriented study

It was noted, almost two decades ago, that in the field of T/I, a student
obtaining his final diploma would call himself an expert with some degree of
justification, but that years of experience in the field are still required for him to
become a fully-fledged professional (Moser-Merser, 1997: 255). In recent years, Liu,
Schallert and Carroll’s (2004) research showed that professional interpreters
demonstrate a vast superiority when compared with novice interpreters, yet not
much difference can be found between advanced trainee interpreters and beginner
trainee interpreters. This is once again evidenced that ‘for gaining true expertise in
interpreting, training and practice in the classroom are not sufficient’ (ibid: 38).
With years of experience in learning to be an interpreter myself, and some working
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experience as a practising interpreter, | understand that there is still a large gap
between being a trainee interpreter and being a practising interpreter. Achieving a
diploma is just a threshold for many to enter the professional market. Once there, a
large variety of professional challenges, which have not yet been faced by trainee
interpreters, gradually help the graduate develop to become a novice interpreter, and
eventually a professional. These professional challenges are lacking in description
from the insiders’ viewpoint, despite the fact that the insider’s view is a different
kinds of knowledge allocated from one that rests primarily on the outsider’s view
(Spradley, 1979: 4). Thus | decided to make the learner of interpreting the focus of
attention in this study, and it thus appears useful to analyse what happens to learners
on their way to becoming interpreters.

3. Situatedness: from the abstract understanding to concrete experiences

The aim of this study is to describe the experiences of learning interpreting by
building on theoretical models that have been partially verified through methods of
either applied or basic research. An additional goal is to look at developmental
aspects of interpreting: this is motivated by ‘bringing people to high levels of
expertise in interpreting as efficiently and as rapidly as possible’ (Moser-Mercer:
1997: 257). All of the data that are the foundation of this study come from the
narratives of interpreters, who have gone through the process of becoming an
interpreter. Thus all the conceptual frameworks and theoretical discussions of this
study will be based on the concrete learning experiences of interpreters, which are
very much contextualised, situated in real time, space and lived experiences, moving
away from the abstract descriptions about interpreter training that we commonly see
in interpreting studies.

2.5.2. Research goals

The long-term goal of this study is three-fold. Firstly, this study explores the
learning processes of interpreters from the perspective of individual learners, and
examines their individual learning stories to compile a collective picture of the
process of becoming an interpreter. This study aims to give a better understanding of
the pathways of interpreters from trainees to practitioners, with regards to the
processes involved in the development of interpreting expertise. It is hoped that the
unfolding of learning experiences will inform educational endeavour by shedding a
new light on learning processes, and by drawing attention to key aspects of learning
experience that may have been overlooked.

Secondly, this study aims to investigate the concept of situated learning of
interpreters within the broader educational and pedagogical contexts in which the
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CoP of interpreters are embedded. An analysis of the situated learning practice
within the interpreting context will not only provide a conceptualisation of a
‘community of interpreters’, but also an understanding of what happens within and
beyond the sub-communities of interpreters in various phases.

Finally, with its exploratory nature, this study is foremost embedded in an
interdisciplinary context: the expertise research in interpreting provides the general
paradigm for the study of the learning process of the interpreters from an
educational perspective, while evidence from the existing literature in interpreter
education will be corroborated or rejected in the light of the lived experiences of
those becoming interpreters. The final results of this study are thus expected to be of
help to interpreter training and interpreter development.

2.5.3. Research questions

As has been demonstrated, there is a need to investigate the learning of
interpreting from a bottom-up perspective, with learners as the focal point, instead of
trainers or programme designers. Bearing in mind these characteristics of the
contexts in which one becomes an interpreter, this study aims to investigate three
main research questions, each entailing a number of sub questions:

1. What are the characteristics of the interpreting learners? (before
training)

la. What motivated the learners to undertake interpreter training?
1b. How is the interpreting profession perceived by learners?
1c. What expectations do learners have of interpreter training?

1d. What kind of training or work experiences have interpreting learners had
prior to their formal training?

2. What is learning to be an interpreter like in the experiences of
interpreters? (during and after training)

2a. How do interpreters learn during training?
2b. How do interpreters learn at work?

2d. How can interpreter training be made more relevant to professional
interpreting experiences?

3. What is it like to be a practising interpreter? (after training)

3a. What is the community of practice for practising interpreters like and how
does this community work?
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3b. What is the professional vision of practising interpreters?
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Chapter 3
Methodology

3.1. Introduction

As discussed in Chapter 2, the theoretical analysis of the educational and
interpreting contexts of this study led us to identify an under-investigated gap
between interpreter training and interpreting practice, from which the expertise in
interpreting is anticipated to be developed. The concept of the Communities of
Practice has been chosen to be the theoretical framework for this study in order to
understand learning interpreting with a more comprehensive and encompassing
approach. On a more practical level, Chapter 3 reviews the main methodological
approach of this study, and outlines its emergent research design. The chapter will
cover the nature of the primary theoretical frameworks, which lead to the use of the
interview method for data collection. It is therefore a discussion about the link
between the emergent research design and the use of the interview method, from
which the narrative data is able to generate a ‘thick description’ (Geertz, 1973) of
learning interpreting.

As concluded at the end of Chapter 2, this study will address the following
research questions:

1. What are the characteristics of the interpreting learners? (before
training)

la. What motivated the learners to undertake interpreter training?
1b. How is the interpreting profession perceived by learners?
1c. What expectations do learners have of interpreter training?

1d. What kind of training or work experiences have interpreting learners had
prior to their formal training?

2. What is learning to be an interpreter like in the experiences of
interpreters? (during and after training)

2a. How do interpreters learn during training?
2b. How do interpreters learn at work?

2d. How can interpreter training be made more relevant to professional
interpreting experiences?

3. What is it like to be a practising interpreter? (after training)



-34 -

3a. What is the community of practice for practising interpreters like and how
does this community work?

3b. What is the professional vision of practising interpreters?

Chapter 3 is thus designed to explain why the choice of narrative data and the
interview method are suitable for this particular research; this will be followed by an
explanation of the data collection and analysis processes used in this study.

3.2. From an Emergent Research Design to an Ethnographically-
informed Approach

The following paragraphs elaborate on the exploratory path undertaken to
understand the theme of becoming an interpreter, and examine how narrative data
can pinpoint the key learning themes which are crucial to the development of
interpreters from trainee to professional. | begin with a very broad review of
ethnographic research, followed by a reasoning of how an emergent design can suit
the study of learning interpreting; this will be followed by a discussion which
focuses on the specifics of the narrative data from which I chose to draw out the
individual learning stories.

In the realm of social research, qualitative research and quantitative research
stand out as the two best known and opposing models. In philosophical terms, the
two models are known as ‘naturalism’ and ‘positivism’. Positivism became
prominent in the 1930s and 1940s, promoting the application of experimental and
survey research in which quantitatively measured variables are manipulated
(Freidman, 1991). The most significant feature of positivism is its close ties to
experiments, and the idea that truth must be at all times supported by evidence. This
theory does not fit into the canons of qualitative researchers. Contrary to positivism,
ethnographers are inclined towards naturalism (Denzin, 1971). Naturalists propose
that the social world should be studied in ‘natural’ instead of ‘artificial’ settings, and
that the social researcher should adopt an attitude of ‘respect’ and ‘appreciation’
towards the social world (Hammersley and Atkinson, 2007: 7). According to
naturalism, in order to understand people’s behaviour, we must use an approach that
allows us to understand the meanings that guide that behaviour.

Ethnography is sometimes associated with naturalism in that it represents an
alternative paradigm to quantitative research and has gained popularity in social
research since the 19" century. A broad understanding of ethnography refers to ‘an
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integration of both first-hand empirical investigation and the theoretical and
comparative interpretation of social organization and culture’ (ibid: 1). The goal of
ethnography, as Malinowski put it, is to ‘grasp the native’s point of view, his
relation to life, to realise his vision of his world’ (1992: 25, cited in Spradley 1979:
1). In this way, rather than studying people, ethnography refers to learning from
people; likewise, ethnographers are not collecting data about people, but seeking to
learn from people, maybe be taught by them (Spradley, 1979).

Though the complex and shifting role that ethnography played in the 19" and
20" century in the field of social science makes it difficult to provide a categorical
definition of ethnography, the following statement from Hammersley and Atkinson
gives us an idea of what ethnography is, or what an ethnographer should do:

Ethnography usually involves the researcher participating, overtly or
covertly, in people’s daily lives for an extended period of time, watching
what happens, listening to what is said, and/or asking questions through
informal and formal interviews, collecting documents and artefacts—in
fact, gathering whatever data are available to throw light on the issues
that are the emerging focus of inquiry. (2007: 3)

When carrying out ethnographic research, people’s actions and accounts are studied
in everyday contexts, rather than those created by the researcher; in other words,
ethnographic research takes place ‘in the field’ (ibid). Furthermore, data collection
in ethnographic practice is most of the time ‘unstructured’, which means no fixed
and detailed research outcome is anticipated at the beginning of the research, and no
predetermined theme markers have been built into what people say or do. Instead, it
is anticipated that everything will unfold in the process of data collection. Two
distinctive features—authentic data from the field and unstructured research
design—stand out in ethnographic practice and resonate with the need of this study
with interpreters. As exemplified in the previous literature, although interpreting
studies emerged in academia several decades ago, the emphasis of these studies so
far has been the trainers’ viewpoint, with little attention paid to the perspective of
the learner. To address such an unexplored field, | therefore chose to take an
ethnographically-informed approach with interpreters, thus in the hope to gain an
insight into the theme of learning interpreting.
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3.3. The Interview Method

As shown by Spradley (1979), ethnography starts with a conscious attitude of
almost complete ignorance. Setting off from a position of ignorance, ethnographers
are expected to study the language, behaviours and artefacts of the people that they
would like to learn from. Whichever means of source an ethnographer takes on
board, language enters into every phase of the research process, even the end
product of practising ethnography is a description of the themes studied. To
understand the unknown, language plays a significant role in ethnography—if we
are to understand anything we do not know, we must begin by carefully describing it.
In this manner, language is ‘more than a means of communication about reality: it is
a tool for constructing reality’ (ibid: 17). Referring to the missing link between
interpreter training and interpreting practice as discussed in 1.1.2., addressing the
need of the current study, language is the bridge connecting known to unknown. It is
particularly true in the case of interpreters. Interpreters practise rendering between at
least two languages, and language plays a crucial part in the way in which they
learnt and developed as interpreters. In the eyes of the lay-person, interpreters are
often referred to as the experts of language, or linguists. In this study, | essentially
ask of my interpreter participants to do exactly what they do in their work; the only
difference is that when they speak as interpreters they act as the mouthpieces of
other speakers, while here they are speakers in their own right, telling their own life
stories and talking about their life experiences. In this way, | will be able to gain
access to first-hand accounts ‘from below’: understanding the interpreters’ learning
and developing stories from the perspective of the learner, instead of from that of the
trainer or programme designers. This is the rationale for my decision to conduct
individual interviews with interpreters.

The interview method is one of the strategies for getting people to talk about
what they know. It normally starts with an explicit purpose clarified by the
researcher, followed by ethnographic explanations covering the purpose of the
project, as well as the need to record. Most important of all, the researcher should
slowly introduce new elements to assist participants to respond to the ethnographic
questions as informants (ibid: 58-59). An ethnographic interview is a particular kind
of speech event, which has rules for beginning, ending, turn-taking, asking questions,
pausing, etc.
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Elements in an ethnographic interview An ethnographic interview in this study
1. Greetings 1. Greetings
2. Giving ethnographic explanations 2. Giving ethnographic explanations

2.1 Giving project explanations 2.1 Giving project explanations

2.2 Giving question explanations 2.2 Giving question explanations

2.3 Giving recording explanations 2.3 Giving recording explanations

2.4 Giving native language explanations

2.5 Giving interview explanations 2.4 Giving interview explanations

3. Asking ethnographic questions 3. Asking ethnographic questions
3.1 Asking descriptive questions 3.1 Asking structural questions
3.2 Asking structural questions 3.2 Asking descriptive questions
3.3 Asking contrast questions 3.3 Asking contrast questions

4. Asymmetrical turn taking 4. Asymmetrical turn taking

5. Expressing interest 5. Expressing interest

6. Expressing cultural ignorance 6. Expressing experiential ignorance

7. Repeating

8. Restating informant’s terms

9. Incorporating informant’s terms

10. Creating hypothetical situations 7. Creating hypothetical situations

11. Asking friendly questions 8. Asking friendly questions

12. Taking leave 9. Taking leave

Table 2: Elements in an Ethnographic Interview vs. Elements of Interview in
this Study

Table 2 demonstrates a list of elements in the ethnographic interview
compiled by Spradley (1979: 67) and the sequence of stages in the ethnographic
interview adopted by this study. The first element that differentiates this study is that
there is no need for the researcher to learn the native language of the interviewees,
since English is the only language spoken by either side during all interview
sessions. Therefore no explanations regarding native language are necessary, nor is
any repetition or confirmation of the terms used during the interview sessions. The
second difference is the sequence of the ethnographic interviews in terms of asking
descriptive questions and structural questions. As the focus of this study is the
learning and developmental stories of interpreters, the participants were asked to
give a general timeline of their interpreter training and work experience at the very
beginning, hence structural questions come first. The final point relocates in the
expressing cultural difference in the original elements to expressing experiential
difference in this study. Since | myself am a practising interpreter while working on
the interpreting research with fellow trainee interpreters and practising interpreters,
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my footing as an insider in the interpreting field has made my ethnographic
approach an interesting starting point: there are no ‘cultural differences’ between me
and the participants as we are all working interpreters, but ‘experiential differences’
might occur as we have had various interpreting experiences over the years. In
addition to that, there is a pressing need to address my dual role. My binary
identities as both an interpreter and a researcher function well when | engage with
fellow interpreters when it comes to issues relevant to interpreting, but | can also
distance myself from time to time as an ethnographic researcher who tries to learn
from my informants.

Given the above-mentioned three differences, whilst interviewing interpreters,
| need to bear two goals in mind: by detaching myself, 1 would like to know how
interpreters learn from an ethnographer’s point of view, while at the same time
reflecting back on my own experience as an interpreter, ‘making the familiar strange’
(Manny, 2010). I believe it is the dual nature that has made this study unique and
particularly meaningful for not only myself, but also for those who are still on their
way learning to be an interpreter. Bearing such nuances in mind, the interviews
conducted for this study will therefore be in-depth qualitative interviews, also
known as responsive interviewing (Rubin & Rubin, 2005). The three characteristics
of responsive interview below outline my fundamental attitude when conducting
qualitative interviews:

* The interviewer and the interviewee are both human beings, not
recording machines, and they form a relationship during the interview
that generates ethical obligations for the interviewer.

* The goal of the research is to generate depth of understanding, rather
than breadth.

* The design of the research remains flexible throughout the project.

(ibid: 30)
In this way, during the course of interview, | gently guide my participants in an
extended discussion, with a clear picture of what | would like to ask in mind, I
modify my interview questions to match the interest and knowledge of my
participants. | sense that my relationship with the participants varies because of the
diverse personalities of participants, and sometimes this relationship changes as the
interview evolves. | acknowledge that responsive interviewing is a dynamic and
iterative process, as observed by Rubin and Rubin:

Some conversational partners are self-revelatory, others more restrained
and formalistic. Some need prodding to elaborate; others won’t stop
talking. Some have keen memories and provides lots of evidence,
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whereas others speak tentatively or are given to speculative conclusions.
(ibid)

3.4. Focusing on Narratives

The interview method gives me access to interpreters’ personal learning and
development experiences as they respond to my open-ended questions. It is their
personal stories that have the potential to assist me in understanding how one
becomes an interpreter with learning experiences. The depth, detail, and the richness
sought in interviews, are what Geertz (1973) called thick description. The following
section will provide an overview of the nature and features of narratives to explain
the reasoning behind my focus on the narrative data.

This study draws on the notion of narrative as elaborated in social sciences,
rather than that of linguistics or discourse analysis, to explore the learning themes
with which interpreters are concerned. Narratives, in the sense used here, are the
lived experiences of interpreters, so I will be using ‘narrative’ and ‘story’
interchangeably throughout the thesis, as one of the shared grounds between
narratives and stories is they are both orally-produced accounts of life experiences
which can easily be understood.

3.4.1. Narrative explained

Narratives are the stories that people tell. It has been stated by many that
narratives have existed as long as mankind existed (Reissman, 2008) since human
beings are ‘storytellers by nature’ (Lieblich et al., 1996:7). Barthes notes the
universality of the form and lists many sites where narratives can be found:

Possessing the ability to convey meaning through articulated language,
spoken or written, fixed or moving images, gestures, and combinations
of these elements, narrative is present in myth, legend, fable, tale,
novella, epic, history, tragedy, drama, comedy, mime, painting...,
stained glass windows, cinema, comics, news item, conversation.
Moreover, in an infinite diversity of forms, narrative is present in every
age, in every place, in every society; it begins with the very history of
mankind: nowhere has there been a people without narrative... it is
simply there, like life itself. (1977: 79)
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To these diverse sources Reissman added memoirs, biography, autobiography,
diaries, archival documents, social service and health records, other organisational
documents, scientific theories, folk ballads, photographs, and other art work (2008:
4).

However, ‘narrative is everywhere, but not everything is narrative’ (ibid). For
instance, Aristotle, the ancient Greek philosopher who is also well known as a
storyteller, understood that narratives are often moral tales, depicting a rupture from
the expected interpretation because they mirror the world, rather than copying it
exactly (Riessman, 2008: 4). Yet in a contemporary context, narrative has come to
mean anything beyond a few bullet points: when someone tells a story or records an
event, the outcome is now called narrative by news anchors and even some
qualitative researchers. In modern times, narrative does not carry the heavy
educational moral burden as it did in Aristotle’s epoch, but can be applied to the
fields of academic research and autobiography. In fact, a wide range of definitions
of narrative can be found, often linked to disciplines. Major differences in definition
do occur, the only common theme being that of a contingent sequence. As Phil
Salmon stated, ‘a fundamental criterion of narrative is surely contingency. Whatever
the content, stories demand the consequential linking of events or ideas. Narrative
shaping entails imposing a meaningful pattern on what would otherwise be random
and disconnected’ (cited in Riessman, 2008: 5).

Having discussed the prevalence of narratives, let us now pay more attention to
narratives in research: according to Lieblich et al, ‘narrative research refers to any
study that uses or analyses narrative materials’ (1998: 2). In general, the term
narrative in human sciences can refer to texts as several levels that overlap: stories
told by research participants, interpretive accounts developed by an investigator
based on interview and fieldwork observation, and even the narrative a reader
constructs after engaging with the participant’s and the investigator’s narratives
(Riessman, 2008).

Definitions of narrative differ: on the one hand social linguists refer to it as ‘an
extended answer by a research participant to a single question, topically centred and
temporally organized” (ibid: 6); on the other hand social historians and
anthropologists refer to it as ‘an entire life story, woven from threads of interviews,
observations, and documents’ (ibid). In the light of these interpretations, I am going
to discuss the significance and features of narrative study in the following
paragraphs to justify and consolidate the choice of narrative data as the base for the
current research.
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3.4.2. Significance of narrative data in this study

Although narrative study has a long history, what is new is the emergence of
narrative methodologies in the field of social science research (Clandinin & Rosiek,
2007: 35). In the second half of 20" century, there was an abundance of scholarly
work based on evidence provided by personal narratives. Retrospective first-person
narratives of individual lives were collected and compiled, gradually becoming an
emerging force as a newly-established research methodology. The following is
Myanes et al.’s account of the impulses behind such an increased interest in personal
narratives:

One primary motivation is the desire to examine varieties of individual
selfhood and agency ‘from below’ and in practice, as constructed in
people’s articulated self-understandings. More specifically, analyses of
personal narratives have served to introduce marginalized voices (e.g.,
those of women or globally subaltern people) and they also have
provided counter-narratives that dispute misleading generalizations or
refute universal claims. For some researchers, the goal of personal
narrative analysis has simply been to work from an empirical base that
is more inclusive. (2008: 1)

Myanes et al.’s claim reveals that the impulse in looking for individual variations,
self-understanding, and most important of all, working from an empirical base, all in
all echo with the prerequisites for conducting qualitative research. I would now like
to give an account of my reasons for conducting a narrative study, based on three
features fundamental to narratives: consisting of stories, generating meanings, and
the connection between stories and meanings.

First of all, people are story-tellers, and narratives are the stories people tell.
To tell a story, said Aristotle, is to ‘speak of events as past and gone... nobody can
““narrate’” what has not yet happened’ (Rhetoric, Book III, Chpater 16). By telling
stories, past experiences are conveyed, providing ways for individuals to make sense
of the past (Riessman, 2008: 8). Presented as narratives, the stories already ‘have
conventional structures which are arranged to provide coherence and causal
sequence; they have a beginning, a middle and an end’ (Hollway & Jefferson, 2000:
32). Stories provide coherence and continuity to one’s experience and play a central
role in our communication with others (Lieblich et al., 1998: 7). These stories serve
as a starting point, demonstrating the narrator’s life ‘as lived’ (Bathmaker, 2010).
The lived experiences, on one hand, provide informative elements for us to collate
as we collect individual stories to draw an overall picture of the group; on the other
hand, they offer a solid base for research into some abstract subject areas for which
the sources are otherwise hard to obtain.
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Secondly, as people are meaning-generating organisms, the stories that people
tell provide ample scope for further exploration and scrutiny; as Hollway notes:
‘narrative is the primary form by which human experience is made meaningful’
(2000: 32 cited in Lieblich et al., 1996: 8). The flux of life stories construct and
transmit individual and cultural meanings, even identities (Riessman, 2008: 8).
When people construct a story line, they draw from available resources around them,
either above or beyond their individual experience. By making the most of the
meaning-generating mechanism of languages, one is able to construct one’s own
self-image ‘according to a specific interpersonal context’ (ibid). Therefore, when we
study or interpret narratives, we can not only gain access to the individual’s life
history or identity but also gain insight into the narrator’s culture and social world.
Similarly, for scholars who analyse personal narratives, it is important to recognise
that stories which people tell about their lives are never simply individual, but are
told in historically specific times and settings and draw on the rules and models in
circulation that govern how story elements link together in narrative logics. This is
why the making of narrative is never an individual task; rather, narratives are
‘collaborative constructions’ (Bathmaker, 2010: 2) by the narrator, the researcher,
and others who become involved in the process (such as an interpreter in some
research). Even readers are free to make their own contribution to the making of
narratives as they engage with them. These multiple contributions therefore possess
an significant capability for generating meaning, a distinctive feature which we
cannot overlook.

Thirdly, while relating narrating as an individual event to the social world, the
contextualised factors are disclosed with the development of the storyline as what
Lincoln and Denzin called ‘an engaged social science’ (2005: 1117). The stories that
people tell often come with meanings or comments, and the reason a story may
generate such meanings is of great interest to researchers: by examining the
relationship between the story and the meaning, it is possible to uncover a great deal
of information which would otherwise be hidden. These contextualised dynamics
are the magnifying glasses for researchers, with which we will be able to see into a
particular time, space, and relationship surrounding the narrator, and then eventually
construct his or her life as lived.

To summarise, where there are human beings communicating, there is
storytelling; where there is storytelling, past experiences are reconstructed; while
reconstructing past experiences, people are generating meanings and looking for
identities; while stories are told and meanings generated, the connection between
stories and meanings opens up endless possibilities for researchers to further
scrutinise the contextualised dynamics of the individual. These include the time, the
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space, the history, and the life of both the narrator and the researcher, as summarised
by Baker: ‘it is narrativity that turns the continuous flow of experience into a set of
delineated categories that can be processed in various ways’ (2006: 10). Thus,
personal narratives have the ability to inform us about public concerns, which, as
previously mentioned, form the impetus behind this study: to discover and describe
how one becomes an interpreter, with a focus on learning aspects.

In addition to the above-mentioned features on narratives, | give a couple of
reasons here to strengthen my choice of a narrative study. Firstly, the choice of a
narrative study has a lot to do with the sensitive nature in the interpreting profession.
As a practising interpreter myself, | have already sensed the sensitive nature of this
profession, such as how cooperative trainee interpreters might become more guarded
and compete with each other after training, something that is very much in evidence
in interpreters’ personalised stories. Therefore I have striven to find a way to explore
interpreters’ individual learning stories without compromising their integrity. Up
until now, narratives are the best possible research method | can think of to tackle
this concern.

Further, my preference for narrative research lies in one of its essential aspects:
distinguishing the ‘singular and particular’ rather than pursuing the statistical
generalisations that large samples tend to offer. In Flyvbjerg’s words, ‘good
narratives typically approach the complexities and contradictions of life’ (2006:
237). Narratives reveal ambiguity, as Hodkinson and Hodkinson describe: individual
cases ‘retain more of the ‘‘noises’” of real life than many other types of research’
(2001:4). While other research methods tend to exclude these ‘noises’, ‘the excluded
noise may be a highly significant part of the story’ (Bathmaker, 2010: 2). This point
resonates with my aim to conduct bottom-up research with interpreters; it is the
details of interpreters’ learning experiences that I wish to explore, not only gaining a
basic understanding about the pathways through which interpreters develop, but also
gaining an insight into individual learning stories that shimmer behind the main
learning theme—particularly when the focal point of this study is the experience of
the interpreting learner, as opposed to that of the trainer. By listening to the learner’s
voice, the narrative method in this study is expected to ‘provide a means of getting
closer to the experience of those whose lives and histories go unheard, unseen,
undocumented—ordinary, marginalised and silenced lives’ (Riessman, 2008 cited in
Bathmaker, 2010: 3).
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3.5. Data Collection

Following the theoretical discussion in the previous section, the coming
paragraphs illustrate the specific procedures for data collection and data analysis,
and other issues which have emerged from the process of data collection.

3.5.1. The pre-fieldwork phase
3.5.1.1. Selection of research site

The research was conducted at the Centre for Translation Studies (CTS),
University of Leeds, and specifically targeted students or alumni of the Masters
Programme of Conference Interpreting & Translation Studies (MACITS). CTS has
offered postgraduate level training programmes for interpreting since September
2001. Students come from a wide variety of backgrounds and nationalities to join
MACITS, where more than ten working language combinations can be chosen from.
Students in CTS receive systematic interpreter training both theoretically and
practically, under the guidance of both practising interpreters as well as academic
teaching staff. Since this research project is taking place at the University of Leeds,
and in view of the fact that MACIT has a history of training conference interpreters,
MACITS at CTS has been chosen as the main site for this study.

It is also worth noting that the title of MACITS has existed only for the past 6
years (2006-2012); it was originally named MA in Interpreting and Translation
Studies (MAITS) between 2001 to 2005. Despite the modification of its title, the
content, the course structure, and the teaching staff that the Leeds programme
provides has remained approximately the same. Therefore students and alumni from
both MACITS and MAITS were invited to participate in this study.

3.5.1.2. Screening of participants

As stated in the previous chapter, this study uses an emergent research design
whose aim is to understand how one becomes an interpreter from a learner’s
viewpoint; every step | took was exploratory in intention. To collect the narrations
from interpreters at various stages of development, I recruited four groups of
interpreters, eight in each group, to participate in this research. As such, neither the
language combination, working mode, nor the employers of the 32 interpreters were
used to screen or filter participants. What these interpreters have in common is they
are all either current trainees or graduates of MACITS (2006-2012) or MAITS
(2001-2005) at CTS, University of Leeds; this is to ensure they had received the
same interpreter training and graduated, or were going to graduate, according to
equal standards.
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The duration of training and the duration of working as an interpreter were the
two most distinct features in recruiting participants. Given the exploratory nature of
this study, | aimed to recruit at least two groups of interpreters: trainee interpreters
and practising interpreters, to reflect the difference between novices and experts in
interpreting. In order to gain insight into a more comprehensive learning experience,
| then decided to recruit two sub groups of interpreters under the original division of
novice and expert, and eventually had recuited four groups of interpreters from four
stages of interpreter training and development:

Group S (student interpreters) were absolute beginners of interpreter training.
At the time of interview, they had received only two months of training. group G
(graduate-to-be interpreters) were advanced trainees who had finished all the
required training yet were still waiting for their exam results while writing their
translation assignments or dissertations in order to fulfil the requirements of the MA
degree. Group S and G comprise the composition of trainee interpreters. Unlike
trainee interpreters who did not have substantial work experience, Group N (novice
interpreters) and E (experienced interpreters) had all been successfully awarded their
degree several years previously, and had accumulated a certain amount of
interpreting work experience. The only difference between group N and E is the
amount of time they had functioned as practising interpreters in the job market:
below five years for group N and over five years for group E. The length of five
years came from the statement that Ericsson et al. have made on professional
education. As stated by Ericsson et al., a general rule is that at least ten years of
practice are required to become an expert (1993, 1996 cited in Van de Wiel et el.,
2004: 184). | therefore set a timeline of five years between the ten-year estimated
period of time, as a way of differentiating between a novice and an experienced
interpreter. Table 3 below demonstrates the features for the four groups of
interpreters, while their more detailed biographical profile is presented in Appendix
2.

Group Years working as an | Year onthe | Training time when
interpreter training interviewed
Student interpreter (S) 0 2011-2012 2 months
Graduate-to-be interpreter (G) | 0 2010-2011 10 months
Novice interpreter (N) 1-5 2009-2010 1 year
2008-2009
2007-2008
2006-2007
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Experienced interpreter (E) 6-10 2005-2006 1 year
2004-2005
2003-2004

2002-2003

Table 3: Participant Group Information

In brief, I recruited four groups of interpreters to participate in this study:
Group S are student interpreters, group G are graduate-to-be interpreters, group N
are novice interpreters and group E are experienced interpreters. Again, language
combination and the working mode of interpreting did not preclude an interpreter
from participating in my study. What | focus on is the overall learning and
developing experiences of individuals, and how the extent of their learning might
affect interpreters at the four identified stages of development.

3.5.1.3. Participant recruitment

Conducting ethnographic research entails the investment of a considerable
amount of time and effort on fieldwork, in which researchers are required ‘to engage
in face-to-face contact with subjects rather than assume an impersonal detached
approach’ (De Laine, 2000: 1). The early challenges which ethnographic researchers
might face while negotiating and gaining access to the field are considerable. There
are often significant practical problems, especially with the study of individuals, as
their locations are often diffuse and contact with them can be denied for various
reasons. Conducting fieldwork with fellow interpreters is no exception. |
encountered tremendous difficulties at the outset when | independently tried to
locate interpreting graduates.

There are basically two ways to recruit participants: direct personal contacts
and indirect university or tutor contacts. Group S and G were recruited during their
training, when | had direct access to go to their class and invited them to participate.
The recruitment of group S was completed in November 2011, while the recruitment
of group G was completed in June 2011.

However, the recruitment of group N and E was much more challenging and
complicated than expected. | tried university contacts, personal contacts and contacts
from interpreting tutors. The following paragraphs explain how participants of group
N and E were identified and invited over a period of over one year.

In the CTS Taught Graduate Office, School of Modern Languages and
Cultures, University of Leeds, a list of contact emails of alumni is compiled and
documented once students finish their training. The list grows increasingly long as
time goes by, which provided me with the initial opportunities to contact the alumni.
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Due to administrative constraints and privacy concerns, | was unable to gain access
to the university contact list and make direct contact with the alumni. As such, it was
necessary for the postgraduate officer to circulate the call of participants on my
behalf. The first recruitment round of research participants took place between May
to August 2011, when an invitation email for alumni was distributed to the
interpreting graduates who received their MA degree between 2002 to 2010, in
search of group N and E interpreters.

Unfortunately, only five respondents replied to me during the first recruitment
round, and of these only one was a practising interpreter; the other four were trained
to be interpreters but were working as translators. I conducted an interview with the
first participant in June 2011, however, it was not until the interview time that |
realised that the very first interviewee was an alumnus of MA Translation instead of
an alumus of either MACITI or MATIS! Therefore, the interview data was
suspended/discarded.

| then sought help from interpreting tutors at CTS given that university
contacts did not really work. The interpreting tutors then wrote an email to some
alumni with the ‘call for participants’ email attached to it. In this way, those who
were willing to participate replied to the interpreting tutors first, and the tutors in
turn referred the contacts to me.

The recruitment of Group N and E started in June 2011, and was finished by
almost the end of August 2012. The process took much longer than originally
planned, as most practising interpreters have a busy schedule, and the allocated one-
hour interview time was considered too long for some to contribute. In the end,
being able to get hold of the interpreting alumni via the references of interpreting
tutors at CTS turned out to be crucial; in this way the interpreting alumni were able
to acknowledge my legitimacy as a researcher and were therefore more willing to
participate.

3.5.1.4. Composition of participants

The participants of this study work in a number of different countries, and
there is a significant distinction in terms of work conditions, between the private
market and the international organisations, which affects the social status of the
interpreters and can therefore has a strong bearing on the degree of
professionalisation in the particular locale, especially for practising interpreters.
Therefore the composition of participants of this study and the interpreting market
divisions must both be identified to understand how knowledge is understood and
where education might be positioned.



-48 -

-
« N3, N4, N6, Freelance « N3, N4
N7 *E1l, E4,ES8
*E1, E2, E3,
E4, E7, E8
A: B:
— freelance freelance —_—
interpreter in interpreter in
the private the public
. market sector Inter-governmental
Private _
market & public sector
C: D:
staff staff
— interpreter in interpreter in E—
private international
institutions organisations
* N1, N2, N5
* E8
\ J )

Figure 5: Division of the Interlgrr(]aotlljrslz Labour Market & the Composition
of Participants

Figure 5 draws on a contextualised understanding of interpreting market
divisions: the X-axis is used to distinguish between the private market and the inter-
governmental & public sector, while the Y-axis represents the dichotomy between
the freelance and the in-house nature of the employer. The diverse interpreting
market can thus be divided into four sub-markets. The participants of this study have
been allocated according to the market within which they work. Therefore, if an
interpreter works for more than one sub-market and has shared his or her insights
with regard to more than one market, their presence can thus be counted more than
once. When reading the coming chapters about how interpreters learn at various
stages, please refer to the sub-markets that individuals belong to since different sub-
markets imply different lessons and therefore entail various contextualised stories.
The differences between these interpreting markets become distinctive especially in
the second half of this study, where the focus is shifted from learning as a trainee to
learning as a practitioner—interpreters working in different markets do report
diverse views of workplace learning, which will be discussed in Chapter 6 and 7.
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3.5.2. The fieldwork phase
3.5.2.1. Conducting the fieldwork

The primary fieldwork of this study was conducted between June 2011 and
July 2012. It involved a planning phase, from April to June 2011, in which an
interview guide was drawn up to specify a range of topics which I knew from my
experience as an interpreting learner would be worthy of discussion. The topics
included:

-the participants’ motivation for learning interpreting

-the participants’ understanding of interpreting

-the experience of learning to be an interpreter

-the process of developing from trainee to practitioner

-the knowledge gap between training and real-life interpreting practice
-guidance for less experienced interpreters

A detailed interview guide can be found in Appendix 3. Once the recruitment
of a participant was confirmed by both sides, | would send a copy of the consent
form as well as a participant information sheet out for the participant to read and
sign. At the same time, | exchanged emails or made phone calls to the participant in
order to set a date for interview.

The first round of interviews was with group G interpreters. By the time group
G interpreters were interviewed, they had recently finished training and were
waiting to graduate while anxiously attempting to try their luck out in the
interpreting market. | invited them to talk about the one-year learning experience
while everything was still fresh in their minds, and in return provided them with
some advice on entering the job market as a total beginner.

| then travelled to Mainland China and Taiwan and spent two months there,
where | interviewed around ten group N and E interpreters based in several cities,
including Beijing, Chongging, Taipei and Kaohsiung. | moved back to Leeds in
September 2011, and conducted interviews with group N and E interpreters based in
the UK. By December 2011, the third round of interviews with group S took place,
while the participants of group S joined the interpreter training programme for only
two months. Interviews with group S were completed within one month without any
delay. However, the number of group N and S interpreters interviewed at this point
was still well insufficient, so | decided to experiment with other forms of interview
beyond the face-to-face method.
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At the beginning of participant recruitment stage, | was keen to recruit only
those who could conduct a face-to-face interview. Not until the end of 2011 did |
realise that it was almost impossible to have all the potential participants conduct a
face-to-face interview due to the time and space constraints. | started to conduct
skype interviews with interpreters scattered around the globe from February 2012.
The change had a positive outcome, as an increasing number of the participants were
willing to conduct a skype interview due to it being comparatively convenient,
especially for those interpreters with young children—a skype interview allowed
them to have the interview in several stages based on their personal needs.

All the interviews, both face-to-face and skype, were recorded; while face-to-
face interviews were recorded by a MP3 recorder, Skype interviews were recorded
using an online recording programme, iFree Skype Recorder, with which it was
possible to record the conversation from both sides online and restore the recording
as a separate MP3 file. The participants had been informed about the recording and
their consent had been gained before conducting the interview. At the end of the
fieldwork phase, eight interpreters from four groups had contributed to 32
recordings, each ranging from one to two hours in duration.

3.5.2.2. Possible biases in the sample

With no similar study available for reference, it is rather challenging to
determine bias in the sample, yet the following few points should be taken into
account when examining the data. Here, | will firstly raise the issues that might
cause further concerns, and provide my approach or possible solutions according to
the best of my experience and knowledge as both an interpreter and an ethnographic
researcher.

To begin with, the dividing point of five years work experience between group
N and E interpreters is hard to define. When recruiting participants, | roughly
categorise those who graduated within five years time as group N interpreters and
those who graduated over five years previously as group E interpreter. Some might
argue that the years after graduation cannot demonstrate capability as a practising
interpreter, since one might start to work as an interpreter straight away after
training and accumulate a substantial amount of working hours and experiences
compared with someone who graduated many years previously but for whom
interpreting is only a part-time commitment. It is true that such expertise as
interpreting is at all times hard to evaluate: both theory and practice have
demonstrated that there is no perfect measure for differentiating between novices
and experts in interpreting. However what | would like to emphasis in this study is
that, although defining expertise and evaluating interpreting performance are
difficult, the length of time that someone works as a professional in a given field
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does at least reveal something valid, as seniority demonstrates certain values that a
total beginner can never comprehend. To respond to such a concern, there are two
points that | would like to raise: first, genuine working hours are extremely difficult
to obtain. While novice interpreters might exaggerate their workload in order not to
be looked down on by their peers, well-established interpreters might choose to
understate their professional experience when asked questions about their working
life. Therefore, it proved to be unrealistic to use working hours as a standard to
recruit participants. Secondly, as this study is an exploratory one which looks at
learning interpreting from a learner’s angle, I would like to assume that the longer
someone works as an interpreter, the better their understanding of the interpreting
profession will be. The five year span offers a general idea for us to explore whether
seniority in interpreting does make a difference for someone in terms of learning to
be an interpreter. In addition to that, to minimise the bias, | have tried my very best
to control the standards in recruiting participants, making sure that all the
participants who participated in the research are practising interpreters with frequent
interpreting assignments once they completed their training. In this way, hopefully
concerns about using the total working length instead of working hours can be
alleviated.

Next, there is possibly a bias with respect to the proportion of participants who
are mostly Chinese-English interpreters. It would be ideal to have more of a balance
of interpreters from all language combinations, in order to have a greater variety of
learning experiences. However, the Chinese-English group under the chosen
interpreter training programme is relatively large compared with other language
combinations. Consequently, Chinese-English interpreters outnumbered other
interpreters with different language combinations. Besides, since | myself am a
Chinese-English interpreter, it was easier for me to invite my colleagues who are
also Chinese-English interpreters to take part. But | have to stress once again here
that, when recruiting participants, | did not state any preference over language
combinations or personal relationships with any potential subjects. All the
participants were chosen according to identical standards and requirements, and all
the interviews were arranged in line with the participants’ willingness and
availability.

Thirdly, the design of the study did not distinguish between different
interpreting working modes, such as CI, SI or public service interpreting (PSI).
Some might suggest that different interpreting modes function in rather diverse
manners, and therefore might require different sets of knowledge and skills.
However, as stressed before, the aim of this study is to focus on the overall learning
and development stories for individuals who have gone through the process of
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becoming an interpreter, therefore the type of interpreter should not be an issue here.
Also, although some interpreters do have specialised working modes as well as their
own specialised fields, the general set of principles for one to serve as an interpreter
are more or less the same, as are the issues that concern an interpreter are very
consistent, this can be seen from consensus demonstrated in the basics in interpreter
training programmes. For this reason, the working mode and the specialised field
were excluded when recruiting participants—indeed differentiation by working
mode and field emerged as interpreting issues in the research and will be revisited
and discussed later.

3.6. Data Analysis

3.6.1. Transcription

As data collection drew to an end, | returned to my work station with over 60
hours of audio and MP3 recordings and a substantial amount of field notes. Yet the
data was not ready for analysis. The transcription duty became a significant
supplement to the audio recordings— listening to the interview recordings
repeatedly, and typing up each and every utterance from both myself as the
researcher and the narrators for further analysis, are what make narrative research
distinctive from other qualitative research methods.

To make the transcription process more efficient and accurate, | used a piece
of transcription software called DozBlogspot (& & f&f%, downloadable from
http://doz.blogspot.co.uk/2006/10/10420061017.html) in which the transcription can
be done without needing to switch between the audio player and a word file. The
actual transcription process was as follows:

Step 1: | listened to the audio recording to gain a rough idea about the whole
story.

Step 2: | opened the audio file on DozBlogspot, listened to the audio and did a
verbatim transcription, noting the exact time after each and every meaning segment.

Step 3: | listened to the audio recording while reading the original transcription
to make sure there is no omissions or spelling errors.

The actual data consist of 32 audio recordings, each one between 55 minutes
and over two hours in length, which resulted in a transcription with a sum total of
over 450,000 words. The process of transcription was extremely labour-intensive yet
very inspirational. By listening to the recordings, | started to develop a rough idea of
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how to analyse the work. I sometimes stopped the recording and took notes at
interesting points, and these notes are expected to be of great help when undertaking
the actual analysis. Figure 6 below demonstrates the sources of my data and how
they will assist my analysis.

Transcriptions

Interview

Recordings Improvised

Thoughts from
Interview Data Transcribing

Supplementary
Information

Interview Notes

Figure 6: Resources for Data Analysis

3.6.2. Initial analysis trial with Nvivo

The data analysis process is not a one-off, self-contained task, but an ongoing
process throughout this project. The following paragraphs provide a report on the
data analysis process.

At the early stage of analysis, eight recordings (two from each group) were
chosen for verbatim transcription of all the 32 recordings and uploaded to Nvivo for
further analysis. Nvivo is a type of software designed for the qualitative analysis of
long interview data sets. | had received both basic and intermediate training in
Nvivo between September 2011 and March 2012, after which four transcriptions
(one from each group) were partially analysed using the software.

Nvivo enabled me to do transcription, and to codify and organise the
information according to themes and sub-themes. Nvivo is renowned for its ability
to allow the user to make connections between random points, in which ‘links’ can
be easily made between the transcribed texts and the themes. Additionally, Nvivo
allows the research project to be an organic one, since all the relevant resources—for
example, text files, PDF files, interview recordings, external references—can be
restored in a systematic manner, and so the burden of analysing data is thereby
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expected to decrease. However, after trying to work with Nvivo for three months
from January to March 2012, | found it rather confusing to create sub folders for
analysis. Sometimes it was tedious to interrupt the analysis to create a new folder for
a new theme, or to link the text to an existing folder; also, the effort required to look
for the right folder and to link the text with the right theme was very time and
energy consuming. Consequently, | decided to discontinue the use of Nvivo in April
2012, and returned to manual analysis only.

3.6.3. Manual analysis model: Quantitative narrative analysis (QNA)

After failing to analyse the interview data using Nvivo, | turned to the
traditional manual method of analysing the interview transcriptions. With more than
400,000 words of transcribed narrative data from 32 interpreters, | was
overwhelmed at the beginning of my data analysis work. | was fully aware that | had
been doing a qualitative research project and that starting from an ethnographically-
informed emergent research design, employing a qualitative method of data analysis
was the only way to proceed. However, the huge amount of transcription made such
an approach seem impractical. |1 had been struggling to strike a balance between
analysing my data qualitatively while presenting the results in a gquantitative and
systematic manner. | was therefore pleased to discover quantitative narrative
analysis (QNA) as a potential means of analysing my data.

QNA dates back to the 1940s, when Harald D. Lasswell, the director of the
Experimental Division for the study of War Time Communications in Washington,
D.C., was commissioned to develop ‘a research technique for the objective,
systematic, and quantitative description of the manifest content of communication’
(Berelson, 1952: 18 cited in Franzosi, 2010: 33). He created a set of themes for
coding and then yielded quantitative measures to the data; such a quantitative
approach to narrative texts, in Franzosi’s word, is simply to ‘turn words into
numbers’ (2010: 4). | turned to QNA simply because | have far too much
information to process on a qualitative basis. Also, given the word limit of my thesis,
turning my lengthy narrative data into numbers seemed to be reasonable and
justified.

Nonetheless, the nature of my analysis work remains primarily qualitative—
QNA is simply a model for me to see the totality of the data, thereby gaining an idea
of the significant themes according to the number of references and eliminating the
less important data from the analysis itself. In the following paragraphs, 1 will
explain how I conducted the analysis so that | will be able to present the coming four
findings chapters.
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3.6.4. Manual analysis work: Content analysis

Content analysis refers to a set of methods used for systematically coding and
analysing qualitative data. These methods are used across the social sciences and the
humanities to explore explicit and covert meanings in text—also called manifest and
latent content—and for testing hypotheses about texts (Bernard and Ryan, 2010:
287). Given the exploratory characteristic of the study, | was starting out from an
expection to ‘learn’ from my participants’ stories about learning to be interpreters.
Analysing the stories that interpreters tell and forming a synthesised idea about the
learning experiences was a means for this study to achieve the end: answering the
research questions regarding learning interpreting and interpreter development.

The manual analysis work comprised three separate steps: coding for themes,
drawing a mind-mapping diagram for initial data analysis, and finally producing a
mind-mapping diagram for writing up the findings chapters. 1 am going to outline
the procedures taken in these steps in the following paragraphs.

3.6.4.1. Looking for themes for coding

| took extra care when looking for the themes from research questions; as
Berelson warns: ‘content analysis stands or falls by its categories’ (1952: 147). |
began by using common sense and looking at the explicit terms | had asked about in
my original research questions, and included all the terms on my coding list. Then
all the terms on the coding list were categorised, firstly based on my research
questions and secondly according to my interview sequence, as they were expected
to answer my research questions. These categories were constructed with reference
to research questions, in the hope that ‘the process whereby raw data are
systematically transformed and aggregated into units” will then ‘permit precise
description of relevant content characteristics’ (Holsti, 1969: 94 cited in Franzosi,
2010: 36).

After gathering the themes for coding, | used the major themes for coding as
dividing markers, as shown in Appendix 4. Some of the themes are present in all
four groups but some only emerged in certain groups. Generally speaking, the more
experienced the group of interpreters is, the broader the spectrum of themes that will
be assigned to them, because it is expected that their seniority will endow them with
more answers to my questions.

3.6.4.2. Coding according to the themes

The second step | took in data analysis was coding. First of all, I listened to my
interview audio recordings as a whole for an overview of each interview session,
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while adding time allocations and checking the accuracy of the transcription. Once
the transcription was consolidated, | drew charts with Microsoft Word 2007
according to my themes for coding based on my research questions, as | read
through the narrative data in detail for the second time, and fed the chunks of
interview data into the corresponding themed charts. The themed charts consist
mainly of three columns: the first column was for the accommodation of individual
interview data, the second column was for summarising the main points for content
analysis, and the last column was used for narrative analysis. The purpose of
allocating chunks of narrative data into specific themes aims was assist me “in
understanding and observing certain patterns in the data” (Berg, 2004: 39 cited in
Franzosi, 2010: 40).

Following data codification, I read the individual interview data one theme at a
time, marking off the significant sections while noting down the points worth
reporting in the following two columns for later use in both content and narrative
analysis. This process enabled me to see which part needed further investigation. |
normally equipped myself with a red pen and a blue pen along with crayons of at
least three different colours. | used red pen to circle particular segments that needed
further investigation, blue pen to write down my observations, and lastly the crayons
in different colours to link a particular word or a sentence with another for detailed
analysis. Along with my manual analysis work and the themed charts, | had a blank
notebook next to me for jotting down any emerging thoughts or ideas that might be
of use for further writing up tasks.

3.6.4.3. Drawing mind-mapping diagram with Freemind

The third step of my analysis work was largely concerned with QNA. | was
searching for a tool which could demonstrate the narrative data in the intended order,
but at the same time was able to support the basic function and purpose of QNA, as |
had to rely on the numeric data sets as evidence when writing up my findings
chapters. After months of trial and error with different software, | found Freemind
particularly useful in assisting me with the analysis work. By this stage, | had
already established a clear idea about which concepts to look for, and all | needed to
do was transform my abstract understanding of the narrative into a concrete mind-
mapping graph. Following one specific theme at a time, | branched out for sub
categories, relating individual answers to those sub categories, and finally attached
narrative pieces under the story teller. One of the advantages of Freemind is that it
allowed me to examine my qualitative data quantitatively, while the mind-mapping
graph still illustrated the relationships between narrative items. At the end of this
stage, | was able to produce a mind-mapping graph, as shown in Appendix 5.
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3.6.5. After the manual analysis work

As the original aim of this research was to find out how one learns to be an
interpreter via the individual learning stories of interpreters, the ultimate goal in data
analysis was to examine the storyline from the narratives of interpreters. The manual
analysis work provided me with a set of mind-mapping graphs, representing the gist
of my study results. But patterns and numbers do not speak for themselves; they too
have to be interpreted and put back into words. In the last stage of my data analysis
work, the qualitative and quantitative went hand in hand: the numbers taken from
the mind-mapping graph functioned as evidence to support the construction of the
retelling, while words went beneath the superficiality of numbers to (1) provide
context to numbers, (2) suggest relationships, following the clues offered by words,
and (3) reinforce the explanatory logic of quantitative narrative analysis (Franzosi,
2010: 153). In this way, it should not be words versus numbers, nor qualitative
versus quantitative, but words and numbers, qualitative and quantitative. After all, it
is words and numbers, quality and quantity that share the same etymological root
based on the sequential organization of narrative (Franzosi, 2004: 32).

3.7. Summary

In Chapter 3, the methodological approach informing this study was
addressed. Following an overview of the ethnographically-informed research design,
the narrative method was introduced. This highlighted the appropriate choice of
narrative data to understand how one learns to be an interpreter. Finally, an account
of the process of data collection and data analysis was given. The following four
chapters will be spent on presenting the major findings of this study.
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Chapter 4
Findings I: Characteristics of the Interpreting Learners

4.1. Introduction: the Nature of the Data

Having examined the contexts of this study in Chapter 2, and explored the
methodological approach of this study in Chapter 3, the following four chapters, 4 to
7, are going to present the findings with a view to addressing the three research
questions: what are the characteristics of the interpreting learners, what is
learning to be an interpreter like in the experiences of interpreters and what is
it like to be a practising interpreter. Figure 7 below demonstrates the time frame,

the research questions and the corresponding findings chapters.

¢ Research Question 1: What are the characteristics of the
interpreting learners? (Chapter 4)

training

* Research Question 2: What is learning to be an interpreter
durtig & . . . .
after like in the experiences of interpreters? (Chapter 5/6)

training

¢ Research Question 3: What is it like to be a practising

after interpreter? (in Chapter 7)
training

Figure 7: Research Questions and Corresponding Findings Chapters

Chapter 5 will discuss the characteristics of the interpreting learners before
training. After reading thoroughly through my narrative data, | analysed 32
individual stories pertaining to the experience of learning to be an interpreter and
found that these personal stories follow specific patterns that can be formally
investigated to provide an understanding about learning interpreting and interpreter
development. The four findings chapters elaborate on the main learning themes |
have identified in the data. The time frame is the foremost principle I relied upon
when telling the stories of learning interpreting and learning themes were generated
based mainly on three time scales: before training, during training, and after
training. These learning themes originated from the research questions, but emerging

themes will be reported too along with the expansion of the analysis.
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At the outset of my data analysis, | kept asking myself, as an ongoing
interpreting learner, a practising interpreter and a researcher in interpreting studies,
what stories can | tell about myself as well as my interpreting colleagues and why
should these stories be of interest to others? My mind had always been occupied
with questions of what value can be derived from narratives; specifically, what
insights can a study of narrative accounts with interpreters bring to us? | have
always believed in the potential that narratives have for demonstrating personal
experiences and exploring how these are inextricably linked to their contexts—what
C. Wright Mills refers to as linking ‘personal concerns’ to ‘public issues’ (Mills &
Mills, 2000: 248). In the same spirit, this study will examine the collected and
compiled personal learning experiences in order to reflect the public issues within
the context of becoming an interpreter. Yet how to tell the story of interpreters from
my data is now an issue of selection and presentation. The principles behind my
selection and presentation work are supported by an essential characteristic of my
data in which I firmly believe: ‘good narratives typically approach the complexities
and contradictions of real life’ (Flyvbjerg, 2006: 237). | would like to capture and
depict the real experiences from the data, in order to reflect the belief that narratives
have the ability to help a researcher to approximate the complexities and
contradictions of real life. Thus my findings chapters are expected to be full of
genuine dynamism comprising not only general rules but individual differences
which Bathmakerdescribes as ‘real ambiguity’ (2010: 2), which resonates with what

| have aimed to do by employing a bottom-up ethnographically-informed method.

The findings chapters bring together a collection of learner narratives which
explore a variety of aspects of interpreting learning experiences. The learning
process is understood as normative and lifelong, built of and through experiences in
social contexts: interpreting learners’ motivation before training, as trainee
interpreters in classrooms and within the programme, as practitioners in the market,
and as members of the CoP in the workplace. | have tried to strike a balance
between presenting a holistic description of learning interpreting and demonstrating
the valuable individual differences. In addition, every theme reported below includes
an account of how these narrative data have been constructed and transformed into
an organic whole; with an exploratory intention, I intend therefore to ‘make a story

of the research, and construct a meta-narrative while relaying and interpreting the
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accounts of informants’ (Van Maanen, 1998; Atkinson, 1990; Golden-Biddle &
Locke, 1997; Wolcott, 2001).

Furthermore, a mind-mapping diagram has been attached at the beginning of
the main text of context analysis, in order to signpost the key issues addressed in
each chapter. The mind-mapping diagrams were produced during the data analysis
stage, as explained in 3.6.4.3. Also, to adhere to the word limit, abbreviations for the
four groups of participants are introduced in line with the List of Abbreviations at
the outset of this thesis. Therefore, S refers to group S interpreters; E1 is number one

interpreter from the group of experienced interpreters, etc.

4.2. Characteristics of the Interpreting Learners

4.2.1. Motivations for learning interpreting

By sharing these original narrative data, | aim to go beyond the glamorous
image of the interpreter that the general public often hold, and look beneath the
surface repeatedly to discover the underlying characteristics of the interpreters at the
very beginning: what initially motivated them to be interpreters? Motivation, as
elaborated by Dornyei, et al., is ‘the direction, and magnitude of human action, that
is, the choice of a particular action, the persistence with it and the effort expended
on it’ (2006: 9). By learning about interpreters’ initial motivation to undertake
interpreter training, 1 will be able to get to know their purpose behind receiving
interpreter training. Of all the 32 interpreters, it is not surprising to note that all of
them have a strong tie with languages: they either hold a language-related degree, or
were born into or raised in a bilingual or multilingual environment. With more than
one language being used in their daily lives, interpreting thus came naturally to
them.

Aside from an interest and/or background in languages as an overarching
factor motivating these learners to learn interpreting, there are various other reasons
at play: due to self-perception, due to previous formal or informal interpreting
experiences, attraction to the interpreting profession, influence from their partners,
and a desire in and of itself to have formal training in interpreting. | will discuss
each of these factors in the coming paragraphs.
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4.2.1.1. Language-related issues

As previously mentioned, all the participants undertook interpreter training
with a strong tie to languages, yet the extent to which they love languages does vary.
Under language-related motivation, only two interpreters admit that their pure love
of languages motivated them to learn interpreting, while four declared that they
believe learning interpreting is the best way to polish or master their existing
languages; the other six reported that they attended training simply because it is an
ideal way for language graduates to make a living.

N7 is now an active conference interpreter based in Taipei, Taiwan. He shares
how he made the decision to study interpreting years back:

N7: Let me be just very honest with you... it wasn’t really a motivation. I was just
between many choices. | graduated from a Taiwanese University with a BA degree in
foreign languages and literature, and | was waiting my options. | could study literature,
linguistics, teaching English as a second language, or translation and interpretation.
And... | consider myself as a very practical person. | like to study but | like to see
results immediately. I like to practice. So between theory and practice, |1 would say that
| prefer practice. Interpretation seemed to be a good option for me at that point.

In N7’°s account, we cannot see any career expectations about interpreting
(which we can see in 4.2.1.3.) nor a love of languages but rather very practical
career preference. There are five interpreters who give similar accounts, indicating
that, for these language graduates, studying interpreting seems to be a more practical
choice, especially when studying theory-based literature or linguistics or teaching is
not of interest to them. Such a practical motivation, coupled with the career
prospects for interpreters, makes interpreting an obvious choice for those language
graduates who are unwilling to teach and who are not interested in literature or
linguistics. Especially when these six interpreters come from both Asia and Europe,
representing a good mixture from all stages of interpreting learning with one S, two
Gs, two Ns and one E, the fact it may be seen as a practical career choice may help
to explain why it was a preference.

The second group motivated by language-related issues claim that they regard
studying interpreting as the best way to polish their language skills. Interestingly,
those who consider interpreting as a tool for language mastery are either Ss or Gs,
and are either undertaking training at the time of interview or have recently finished
training, and have no interpreting work experience at all. | present their narratives
below to demonstrate their shared expectation of learning interpreting.

S1: Actually | regard studying interpreting as the highest degree as an English
major. And | think that my English proficiency is not enough for me to find a good job
in the market. So have to further my study up and to learn about English language
and also the culture here.

S5: Before | came to Leeds, | was an English teacher. | taught those students preparing
for studying abroad. | taught IELTS, TOFEL, preparation courses for almost two years.
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I want to further enhance my English skills, that's one of the reasons why I chose to
this course to promote my English skills.

S8: Of course | am not native speaker so | need to improve my English. And in this
way | have to combine my English with my Chinese perfectly to express my idea
perfectly. So I think interpreting means to train me in this way to make my
expression more concise, more to the point, get to the point.

G8: 1 think the passion that | had for English language and Chinese language as well,
but not as much because | was an English major when | was in college. So | had this
passion that | want to learn English well and to outperform my peers—that’s my
motive.

These are four responses out of 32 interviewed, which means one in eight
interpreting learners undertake training with the motive in mind that interpreting can,
or has the potential to, polish their language use, instead of the reverse being true:
that having a solid language ability is a foundation for interpreter training. This issue
can be worth noting for interpreting trainers and prospective interpreting students as
a signpost for interpreter training—in the long run, it might be better for trainers to
have a clear idea of what is expected of trainees during training; also, students
should be able to differentiate more clearly between language learning and
interpreter training.

The third group of interpreters are language lovers, who came for interpreter
training out of their passion for languages. Their answers are simple and direct,
without any expectations before training or after the training.

G5: | have a great passion to learn English. I love learning English and that’s all.
Just love learning it.

E6: | was motivated to become an interpreter because | studied in Spanish when |
was 16. | had a pretty monolingual background. My parents were English-speaking
Americans, and | grew up in a fairly monolingual area until adolescence when all over
the United States started to have a huge influx of people from different places. You
notice the influence of Spanish. | started to learn Spanish when | was 16. | absolutely
love it. | made a lot of progress very quickly. And I decided that I would consider
becoming an interpreter as part of my career... one of my career options.

Contrary to the common belief that interpreters should normally hail from a
multilingual background, the results of my study show that only one interpreter out
of 32 came from a multilingual environment (i.e. she was raised in an environment
with both parents speaking different languages) and she had acted as an informal
interpreter since she was little.

E8: I grew up trilingually, my father is Greek, my mother English, and | was born in
Germany. And at that time, we were speaking all three languages, German, Greek and
English. English my mother Greek my father said, then pretty much | would be an
interpreter for my mother from Greek, and an interpreter for my father from
English because neither my father or my mother spoke each other's languages.
When | was 18, then | went to a term study languages, | studied Russian and | always
knew that actually at the end of this | want to become an interpreter. | see interpreters
work, my father worked in European Commission and often spoke of the incredible
work that interpreter is doing in the booth. So it's quite fascinating by the career from
the very early age.
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4.2.1.2. Perception issues

If it can be said that people with the same characteristics go for the same
career, interpreters are a rather diverse and interesting group: both introverted and
extroverted personalities co-exist; similarly, passionate language graduates who are
determined to be interpreters so that they can employ their linguistic expertise in
facilitating communication exist alongside interpreters who see the interpreting
profession as nothing more than a practical way to earn a living. There are also
interpreters who choose this profession simply because interpreting can bring them a
level of contentedness which other professions cannot.

Five interpreters enjoy interacting and communicating with people, thus they
undertake training in the hope of becoming interpreters so they may have more
opportunities to interact and communicate with people. E3 for instance was
originally trained to be a translator, but later realised how much she loves interacting
and communicating with people, so she did her second MA in interpreting. In the
narrative below, we can see how she thrives when interacting and communicating
with people, and how this pushed her to eventually become an interpreter:

E3: I like to communicate with other people really. And during the first year of my
MA in Translation Studies, for most of the time | have to carry my laptop...and of
course, translating is an interesting one, and, yeah, I'm feeling that I really want to
communicate, | want to help, with the real people to assist their communication.
Maybe that's something related to my personality. So | think that is probably the reason
why | chose to continue with interpreting studies.

Contrary to those who love human interaction, S2 reported that she thought of
becoming an interpreter only because it is one of the few professions which
guarantees her a private space in the booth while still allowing her to make use of
her linguistic expertise. She is the only one who declares her preference of not being
under the spotlight.

S2: Even though it's highly-skilled, if you are in a booth, you are not visible as I’d
like to be in the back. I don't necessarily need the central attention.

The interpreter’s role has been depicted and imagined by lay-people as
glamorous; one example is the actress Nicole Kidman in The Interpreter, who can
be seen working with high-profile personnel in business suits in state-of-the-art
international conference halls. The image of Nicole Kidman as a UN interpreter in
the film has been distinctive in the minds of the potential learners; her sharp and
bright image has been a driving force for some to undertake training. Contrary to
such a superficial impression, S2’s statement makes us rethink what the most
important prerequisite for an interpreting learner might be: is it an outgoing
personality, someone who mingles with people in order to facilitate communication,
or rather someone being more introverted but with impressive expertise in
interpreting, which might help the interpreter to focus more on the interpreting task
itself? Whichever it may be, an outgoing interpreter might well team up with
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interpreters like S2 in the same booth; alternatively, maybe outgoing interpreters are
better suited to CI tasks where they will become the focus of all attention, whereas
interpreters like S2 might find it easier to function in conference interpreting settings.

Another category under self perception concerns practicality. Four interpreters
out of 32 claim that being an interpreter equates to making active use of their
languages and straightforwad application of what they learnt from school, and that
this is a key motivation for choosing interpreting. Below are four excerpts from
those ‘practical’ interpreters. What these interpreters have in common is that all of
them dislike theory, but enjoy practice and application.

S3: | did my BA in English and for... for this major if you want to further your study
you can choose to do linguistics or literature and | really have no interests in those. So
as | told you I am not very good at doing theories, so... | did a bit about interpreting
and found that this profession is like purely application and in..Yes. That’s why.

S5: 1 think studying interpreting would be more practical. It's more skill-oriented.
There is no theory behind it. That will be more suitable for me.

S6: 1 am more of a practical person. | don’t like theory. | like things that practical.
and | am not, | am not that kind of person who wants to like research deeply on the
theory subjects. | am that kind of person who like to know a little bit, a little bit of
everything, so | think interpreter, interpreting might serve me.

N7: 1 consider myself as a very practical person. | like to study but I like to see
results immediately. | like to practice. So between theory and practice, | would say
that | prefer practice. Interpretation seemed to be a good option for me at that
point.

Lastly, one N thinks that contentedness is what motivated her to be an
interpreter. | had tried to ask her about any other motivations, but she insisted that
interpreting brings her contentedness and pride which other professions might not be
able to give her. Our conversation is presented here:

N1: Before I got to know interpreting, | thought interpreting is a job which can
bring you lots of self-content and can make you very proud of yourself. Because
without you, the meeting or the activity cannot be carried out as you are the bridge for
the two parties who cannot understand each other. And... I think that’s the most
important reason: self-content.

R: Was there anything about the interpreting profession that attracted you to get the
training?

N1: I think it’s still relate to pride and self-content. If you are a professional interpreter,
first you can be very confident and very proud of yourself and you can act very
professionally...it"s still the belief that without you the thing cannot be done.

R: Ah, that people rely on you and clients count on you.

N1: Yes, yes.

4.2.1.3. Attraction to the nature of the interpreting profession

The nature of the interpreting profession was an initial attraction for about a
quarter of the interpreters to learn interpreting. However, when questioned about
which aspects of this profession attracted them, interpreters give a wide range of
answers. S8 and N5 think interpreting is an ideal profession, accommodating what
they consider to be appealing elements such as linguistic expertise, communication,
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meeting people from all around the world, ‘and at the same time it is paid’ (N5). S2,
S5 and G7 enjoy the challenges that being an interpreter can offer; as expressed by
G7, in comparison to being a translator, the immediacy that interpreting work is able
to provide is exactly what she is seeking:

G7: | prefer challenge, and | think if | study as a translator | have enough time to
search the background knowledge and then began to translate something, but, I, if |
become a interpreter, especially a simultaneous interpreter, | don't have any time to, uh,
prepare before | start to work, so | think because its challenge so I choose it as my
master's courses.

Also, S7 was motivated to learn interpreting because she believes in the usefulness
of interpreting skills:

S7: Even if you don't go into interpreting afterwards, it is still transferable skills. Still
useful anyway.

N4 claims that there is no way for her to adapt to the 9-to-5 fixed schedule, thus the
flexible lifestyle that comes with the interpreting profession attracted her to learn
interpreting. What’s more, G4 describes interpreting as ‘a fancy job for girls.” Here
are her reasons behind such a description:

G2: 1 would say, being an interpreter is really a fancy job for me. And it has high
payment, and work’s like not too long, and also have vacations. So | think it's a very
nice job for girls. That's my initial motivation.

While we may be amazed at how the nature of interpreting can attract so many
language graduates to undertake training, it is also interesting to note that, while
eight interpreters claim their motivation for learning interpreting is career-oriented,
there is no guarantee yet that all of them can make their way into the competitive
interpreting market—as those eight interpreters are either Ss, Gs or Ns. None of the
Es who have survived the competition in the interpreting market raised the point that
interpreting being an fascinating profession had attracted them to be interpreters in
the first place. The differences between trainees and practitioners demonstrate how
real life work experience influences the interpreters’ perceptions when answering
career-related questions. It might be that the actual interpreting work had altered the
practitioners’ understanding about the profession, resulting in them avoiding the
seemingly glamorous side of the career, to instead focus mainly on either the
practical choices or personal preferences.

4.2.1.4. Encouragement by previous experiences

There are nine interpreters who stated that previous interpreting experiences
were of significance in motivating them to learn interpreting. Although their
previous experiences were diverse in nature - three had training experiences in
interpreting, three had interpreting work experience, while one had dummy booth
experience, and the other two had miscellaneous experiences related to the need of
language use - what they had in common is that all these experiences were positive
and pushed them to pursue interpreting as a career later on in life. S3, G3 and N6
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had received interpreter training when they were doing their first degrees and they
all loved the experience, which made them think of continuing to learn interpreting
afterwards. S1, S7 and E3 had worked as interpreters before they had any proper
training, and they ‘absolutely loved” (E5) the experiences. E3’s story here
demonstrates how she touched upon the interpreting profession accidentally, and
found herself able to facilitate communication even without training, then eventually
came back to do an MA in interpreting.

E3: And the other thing is, before | came to Leeds, | actually tried to be an interpreter
even back to my university... | mean undergraduate studies. | remembered that maybe
in the last year of my undergraduate studies, | tried once or twice to be an interpreter.
But at that time | didn't really know interpreter, translator, the difference in between. |
think | worked pretty well. And those kind of 'facilitate communication' was there,
after | finished my task. So that's something, the experience before, that I think,
well, maybe | can do that.

Aside from having training and work experience, S2 is the only one who was
inspired to be an interpreter because of her dummy booth experience which she had
as an adolescent:

S2: My parents have a friend who interpreted in Hungarian. When | was about 16, |
spent a week with her, shadowing her in European Parliament. So from there, | think,
OK, this is something I might want to do in the future. And I did apply in university,
I wanted to do something with my languages. And yeah, simultaneous interpreting
shall | say, that's what motivated me to start...... It was my experience. So | was
sitting... 1 got a dummy booth, and | was allowed to sit and listen to the
proceedings and interpreters. Uh, | was just really happy. That was my first
experience. And obviously you tried to say it at the same time, and see how far you can
get.

Aside from realtime work experience or dummy booth experience, three other
interpreters reveal that they either enjoyed or performed well in previous interpreter
training in their undergraduate studies, which encouraged them to undertake an MA
degree in interpreting. Their shared pleasure from previous training experiences can
be summarised in S3’s quote: ‘I had the first taste of interpreting and 1 liked it.’
In contrast to the aforementioned experiences, there are two other interpreters, N3
and E6, whose motivation for learning interpreting was inspired by miscellaneous
reasons: one religious, the other unplanned experience was interpreting for friends.
Below are their stories:

N3: I was working in the United States and | am a church goer, and when | was, um,
going to, I think, 1 was, | was attending a Korean church, and | noticed that there were
few Americans who don't really understand Korea, Korean there well, in the, um
congregation. So um, | realised that language is a big barrier um, that could um,
prevent people to persue their, um, spiritual life, because I, yeah, | am Christian and
I think I want to help, um, to, to, to break down this barrier and that's my motivation of,
yeah, being an interpreter, yeah. Yeah, just, yeah | wanted to help the church.

R: Did you help them, did you help those people in United States, to, another language?
N3: Yes, | did, um, yeah, cause, um, I, | help them to, try, and yeah | did a little bit
interpreting and professional interpreting for them, for example | interpreted the
sermons for them, um, did a little bit translation as well, written texts, um, yeah and |
talked to them (laugh).
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E6: When | was 18, | went on a school trip to Spain. And when | came back, | was sure
that | wanted to be an interpreter. | sort of interpreted for some of our schoolmates
who didn't speak Spanish as well, and so | started researching interpreting. |
signed up with an agency that does public service interpreting. And started to take their
classes and started to interpret for them.

4.2.1.5. Other inspirations

There are five interpreters who acknowledged inspiration or support from a
significant other to be an important motivation for them to learn interpreting. Their
‘significant others’ range from language or interpreting tutors (S7, G5 and NJ5), to
outstanding interpreter (G5), to even the husband (E7). S7’s inspiration from her
language tutor in her teens is particularly noteworthy. This is her story:

S7: 1 think in a broader sense, when | finished my GCSEs, | really enjoyed doing
French and Spanish when | was doing my GCSEs. And one of my tutors said that she
can imagine | working in Brussels and | put that idea in my head... And then it
was back to my mind during my A-levels and then | went on to do languages in
university. It was always there. And then it became more concrete when | took a
French interpreting module in my final year, which | loved cause we had headsets and
everything... | thought | could really do this and I enjoyed it. And so | went to Paris and
worked about it and try to do the masters and yeah, | carry on.

R: So that idea was always in your brain. Somebody predicted that you might be an
interpreter in the future, you just followed the path.

S7: Yeah. One of the teacher said that, yeah, I just followed the path.

Many of us can reflect back and describe a teacher who was admired in
considerable detail and continue to emulate that role model in numerous ways; S7’s
story shows how her high school language tutor deeply influenced her career-
oriented choices in life as a trainee interpreter at the time of interview, and very
possibly as a professional interpreter in the future.

4.2.1.6. Desire to have formal training

There are five interpreters whose motivation for learning interpreting lay in
their desire to have formal training, ‘to be trained professionally’ (G1) as they came
with a clear understanding and expectation of this profession. But there is a smaller
group of interpreters, four out of 32, who actually came with absolute ignorance
about interpreter training, as expressed by S5:

S5: I didn't really know what a professional interpreter should do in what way to be
professional. So | want to get more systematic training.

The ignorance, or the curiosity about interpreter training, could ultimately become a
drive for some to receive formal training. On the other hand, E8—who had
accumulated a substantial amount of interpreting work in a governmental
organisation—was actually encouraged by her colleague to receive formal training
to consolidate her skills:

E8: 1 has my first interpreting job when | was 19 as working for the Ministry for
Employment in Luxembourg, and | was hired as an interpreter even | had no
training. And at this conference, there was another lady who was trained and became
very clear. Even though | spoke my language well, I did not have the core skills
required to be an interpreter as it is expected at 19. But it was a big eye opening for me,
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because this lady has been an interpreter at the European quarter for 25 years. And she
said to me why don't you go and train at some stages, because |1 was doing the job
without knowing whatever | was doing. Breaking every rule in the interpreter
academic books. Well, they seem to understand each other. (laugh) Everything to get
on... But at the end of the day, I still longed for a proper training, so I came back.

4.2.2. Expectations before training

CHE ksl
' ., flinggam 58
BT demandingtask | ahouttraning / '
’ T T intensiyoftaining. 57
O aucess toalbounded knowledge | T T
NG | aboutprofession . Expectation before raining
(BB diversiyinworking with people I NO expectation  don'tknowwhatto expect
Ef

0 fauiltate communicaion |
B |

Following inquiries into participants’ learning motivations, I want to know
what learners expected before they learnt anything about interpreting. Their
responses fall into three categories: expectations about their personal abilities
relating to the interpreting profession, expectations about the training itself, and
those with no expectations at all.

Expectations of the interpreting profession touch upon the nature of
interpreting work: essential skills, demanding and rewarding tasks, access to all-
round knowledge, diversity in working with people, and communication facilitation.
These characteristics of the interpreting profession come naturally from learners’
basic understanding about interpreting, which became a drive for them to undertake
training. | also observed that interpreters all seem to have faith in training, i.e. they
firmly believe that training will enable them to develop their desired ability within
the scope of professional interpreting skills. The table below displays how
interpreters speak of their expectations prior to training, regarding skills or potentials
surrounding the nature of interpreting work:

Essential skill S6: My expectation is that | expect my English to improve of course
and | expect to learn everything | need to know (laugh) about
interpeting and | pretty much wish that training can provide me

with essential skills to work in the future.

Demanding task S7: Because it’s all my expectations, my understanding is that it is a
very demanding thing because you are asking your brain to do

something that doesn’t actually do. And I think that’s human intense if

anyone was to say that it is just a question of repeating and... That’s

N3

N

Ng

| B
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not really true. (laugh)

Access to all-round
knowledge

N5: What | expect is that it enables you to access to a lot of things. As
an interpreter, you learn something of everything, everything of
something. So in order to learn something about everything, you need

to learn the topic within a short time. So this is what I like, | think.

N6: I want to have access a wide range of information. That's why |

thought interpretation would be the best choice for me.
R: Right. So you want to be well-rounded.

N6: Yep.

Diversity from
working with people

E6: Well, I like to see ideas of having independence and having some
varieties in my work, the idea of going to different continents where
people would talk about different things everyday. Or different

meetings, of whatever type.

Communication
facilitation

E7: For me, expectation was always, you know, helping people to
understand each other. That was my expectation towards this job. |
don't want to be glamorous, never. If that's the case if you want to
ask...(laugh) or whatever. But my first intention was to help people to

communication.

E8: I grew up, | would say, reasonably, on the one hand quite multi-
culturally in terms of that it was Greek, English, French, German,
Spanish; those different cultures but still very Eurocentric. What | find
fascinating now is working with other cultures and being able to
facilitate communication working, for example, from somebody
speaking Greek into English and that a Chinese person like yourself
could- or Taiwanese should | say- can they understand what’s going on
because that’s a much bigger gap to bridge than the very European

focus that | grew up with.

Table 4: Expectations before Training

Contrary to these positive aspects, the low pass rate of the interpreter training
programme as well as the intensity of work during training have made some
beginners feel intimidated, and they admitted that the fear is their expectation before
training. S5 heard it's difficult to pass the final exam, she kept mentioning: ‘I was a
little bit concerned because | heard some failures from the past years.” Similarly to

her colleague, S7 heard that ‘interpretation is the second highest level burnout after

stockbrokers’ before training, and in reality ‘when I got here, I thought, wow...
more than I had expected (laugh).” What is interesting to note is that both S5 and S7
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are trainees who had just started training, thus their expectations are still very much
related to the course and the exam. None of the other interpreters interviewed
mentioned the intensity of training or the failing of the exam being a concern, or
even an ‘expectation’ before training. It might be due to the fact that the other
interpreters had either finished training or survived the exam, and are now placing
more emphasis on being an interpreter rather than worrying about the training. But it
does not necessarily imply that they did not have any negative expectations of
training regarding failing or the intensity of training before they started their
interpreting learning process.

The final group of respondents here, when asked about their expectation
before training, gave me a very frank answer: ‘no expectation at all,” or ‘don’t know
what to expect.” They are two Ns and two Es, which provides a nice contrast to the
previous group who came with obvious aims, as those who came with no clear
expectations are all working interpreters. It is very likely that their real life
interpreting practices have consolidated their understanding of this profession,
therefore they tend to regard themselves as having no expectations of the training
while reflecting upon how they thought of the training as students. Here | would like
to take N8 and E4 as examples. The reason why N8 has no expectation at all lies in
her ignorance around the interpreting profession:

N8: Expectations, no. | really only knew what they taught me. | didn't have any
contacts with interpreters, | hadn't seen anywhere else. Once when | was in Spain, |
went along to one of these mock conferences that they held. The University of Granada.
And | basically started and did as everybody does the first time. | saw interpreters put
their headsets on, and then you press one, you press two, and you press three, and you
listen it all. 1 just think, wow, wasn't this incredible! I will never be able to do that. But
apart from that, 1 mean, | didn't have any experience like that. I'd never sort of
interpreted, you know, on behalf of my family or anything like that.

R: Yeah, you are brand new to this profession.

N8: Yeah, absolutely.

However in E4’s case, she blamed her older age compared with that of her
colleagues from the same year in the training, as in those days information about
professional interpreters was still rare:

E4: No, I didn’t know what to expect.

R: Like a lot of students, like nowadays a lot of students they come here for
interpreting training, they all thought that interpreting is a job for easy money, just
basically talk and you earn a awful a lot of money.

E4: Yes.. | know that, | understand that. You are like to think ¢ Oh.. You are paid for
being, for just saying things.’

R: And sounds like such a glamorous job, especially for girls. So do you have kind of
expectation like this?

E4: No.. I didn’t.

R: Not at all?

E4: No. | didn’t know what to expect. Because you see, compared with the student
nowadays, | am quite old. (both laugh)

R: Not really...

E4: 1 think it’s because. You see when I did my undergraduate it was in 1990‘s. And
we had a couple of foreign teachers, we didn’t have computer, no internet. So there
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wasn’t like even foreign even DVDs. The time has changed and so many things
have happened and advanced as well. Nowadays you can get information anywhere.
You go on YouTube you know..you can listen to anything, you can watch... You have
access to so many learning materials. When | was doing my undergraduate we
didn’t have that. Um.. The BBC was locked. OK. In China, VOA blocked, so
occasionally if the signal was fine we could get some programme..

R: By the radio..

E4: Yes.. On..by the radio. Um.. We could listen to the BBC. other than that, no. So an
interpreter definitely wasn’t something we were familiar with.

Whether they had some expectations of the glamorous side of the interpreting
profession, or expected difficulties that they might come across during training,
what interpreters had in mind before training is rather superficial. In the coming
chapters, we will see how their original superficial expectations were challenged,
altered, or reduced by their learning experiences.

4.2.3. Understanding of interpreting

Interpreting has been defined as ‘a process of communication’, with the
interpreter’s role being depicted as ‘a bridge’ or that of ‘an ambassador’ with such
key words and messages being used in their narratives repeatedly. These include
facilitating communication, transferring languages, or metaphorical expressions
such as bridging the culture between two parties. Some interpreters add that such
communication should go beyond the boundaries of the linguistic level, ‘to deliver
the speaker’s intention or purposes to the audiences rather than focusing on the tasks
or the sentences’ (G1). G4 has put the idea of interpreting in a concise manner:

G4: Interpreter is a bridge to communicate between two parties. And why they
need a bridge, because they cannot understand each other, when they cannot
understand each other, it's not just about language, but about the culture, about the
different background, so you have to bridge all of those obstacles for them. Um,
language is the first, the most important thing, but other thing like cultural background,
is important but less noticeable.

G5 goes beyond the conceptual understanding about interpreting to share with me
her experience as a volunteer interpreter for the Refugee Council, and how this
experience reinforces her understanding about interpreting with the added value of
helping others.

G5:l think interpreting for me, it’s a... Firstly, it’s a bridge connecting, help people
who cannot communicate with each other to communicate. And it’s very important.
It’s an important agency to help both sides. And secondly, it shows the true value of
a person that is to help others. Because this time during my internship in the Refugee
Council in Leeds and every day, not every day, | will go there every Tuesday. So every
time | went there | saw a lot of refugees who are struggling with their lives. They have
difficulties in... They have difficulties to... They have difficulties to find a place, a
proper accommodation to live in the UK and they did not have much money. And they
come to the Refugee Council to seek for help. So if there are no interpreters they
cannot communicate with the project owner, they cannot express their feelings or
their struggling to the staff. So during interpreting | really felt that I am helping
others. So | was very happy that my work is very valuable.
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Their understanding of interpreting can be seen as being informed by their pre-
existing knowledge of interpreting prior to training. In addition to getting the gist of
the understanding of the interpreting activity, interpreters are going to reflect upon
the knowledge and skills necessary for an interpreter.

4.2.4. Prerequisites for an interpreter

By inquiry into the knowledge and skills participants believe are necessary for
an interpreter, we can expand our understanding of how interpreters perceive the
interpreting profession before training. This aspect was originally expected to show
some differences between trainee interpreters and practising interpreters, but
interestingly answers from all participants reached a unanimous agreement when
asked what the necessary knowledege and skills for an interpreter are. Broad general
knowledge is prevalently covered with no field-specific references, while skills for
interpreters include 10 diverse types of skills. No distictive correlation can be found
between work experience and the participants’ understanding of the knowledge and
skills for interpreters. Furthermore, though unasked, more than half of the
participants point out personal characteristics are of importance if one wants to be an
interpreter.
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4.2.4.1. Skills for an interpreter

First and foremost, language proficiency is mentioned repeatedly by
participants as the most important and basic skill for interpreters. 15 interpreters see
language skill as ‘the first requirement’ (N4). To make the sub criteria under
language proficiency more specific, participants think having ‘a good command of
standard variety of your mother tongue’ (E6) is fundamental, as an interpreter needs
to ‘have an excellent knowledge of your mother tongue and source language’ (E8)
and also ‘be very good at expression in all working languages’ (N2) in order ‘to
reach a professional level’ (S1).

Second to language proficiency is analytical skill, which was mentioned by
seven interpreters. E8 is a senior interpreter with years of interpreter training
experience. She considers analytical skill to be ‘on top of all the other skills’, since
with it ‘you can see the bigger picture and how ideas and concepts and units of
meaning are linked’. S5 refers to the significance of analytical skill in the processing
of the huge quantities of information that interpreters frequently encounter, which
leads to ‘how to summarise the information effectively’. Thus we can see that the
analytical skills are there in preparation for good summarising skills, as both skills
are essential for interpreting practice. S3 gives an example of how one of her fellow
trainees made a mistake in their interpreting mock exam by not employing analytical
skills properly:

S3: Yes, and analytical skills. Well, you have to be very good at um... you have to be
very good at grasping the important things. This happened in our mock exam, too. One
student, he thought that he did very well, but the mark, marks obvious didn’t say so. So
he was like wondering why, actually the main problem was that he did not grasp the
most important thing of the speech. The speech was telling about this and that. But
he didn’t really explain this to... He spent too much time on other details.

Spontaneity has been proposed by three participants as a must for interpreters.
Here spontaniety is understood by interpreters as the ability ‘to react very quickly’
(S3) or ‘to have a quick response’ (N2). G7 makes a comparison of interpreting and
translation in order to make the skill of spontaneity more clear by stating:

G7: You should reflect quickly because when you hear some words and some
paraphrases, maybe if you're a translator, you have time, you have several seconds or
several minutes to think how to translate it, but if you're interpreting, interpreters,
you don't have time you have to quickly reflect to what is relevant to the target
language.

Two interpreters think that the ability to multi-task is necessary for all
interpreters. However when mentioning multi-tasking, S8 gives examples on what
aspects to note at the same time: ‘be able to handle their stress, and a good speaking
style, good voice, good pace, and good skill communication, including eye
contact... just to say and to hear and at the same time you should combine different
behaviors,” while N8 describes multi-tasking as ‘being able to think of different
things at the same time.’
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Apart from the above-mentioned skills, there are seven other skills mentioned
by individual interpreters. Table 5 below presents the data on how these skills are
accounted for by individual interpreters:

Communication skill

E2: And also the communication skills. .
R: Can you give some examples?

E2:Yes. I don’t know whether you have ever encountered this
situation. In business occasion, maybe A said something very rude,
maybe he said he was shout or something, and you wanted to interpret
or translate the message to B. But sometimes I didn’t do the full

translation. .

R: Oh...

E2:You know what I mean...

R: Yeah yeah yeah just skip something.
E2:Yeah.

R: The rude part.

E2:Yes I would...

R: Just to get the meaning crossed.

E2:Yes.

Note-taking skill

S1: Note-taking skill is important. I think I try to write down all the
things in my target language, but I think it’s totally impossible. And |
wrote too much in the note.. too wordy, too much words. | cannot get

rid of it. But now I think I should try to listen more and write less.

Presentation skill

S2: Oh | actually haven't thought about since but I came here for
public speaking. | thought you just sit somewhere with microphone,
it's fine. But the consecutive you have to stand, you know, 'Good

morning...” There are set rules. That's the presentation skills.

Memory skill

G7: And the second one is that you should have a good memory.
Um, good memory is very important, because when you do
interpreting you have to remember something before, uh, people
mention before, and maybe if when you want interpreted it but you
don't have time, you want to insert it in the later part, you should

remember it, what's that.

Interpersonal skill

S4: Yeah, good personal skills, good group skills as well because a lot

of time you are working with other people, aren't you?
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Anticipation skill G2: And also some skills like generalisation. Um, and basic

assumptions...Those are all needed. .
R: Basic assumption towards the speech?

G2: Yeah, towards the speech. And you can guess the attitude or the

conclusion, but not to go too far from the speaker..

Listening skill N4: First of all, you need to be a very good listener. And you need to
understand or comprehend what they are talking about. So you should
be a very good listener and you are able to listening and talking at the

same time.

Table 5: Skills Necessary for Interpreting
4.2.4.2. Knowledge necessary for an interpreter

When it came to particular knowledge for interpreters, participants reached a
consensus: broad general knowledge is a prerequisite for anyone who intends to be
an interpreter. In defining broad general knowledge, S2 simply says ‘you must know
a lot’; S5 refers to it as ‘current affairs, any topic’; S8 borrows what her interpreting
tutor told her: ‘knows something about everything’, which is similar to G2’s ‘have a
basic understanding about anything and everything’.

As for the scope of broad knowledge, G8 thinks of ‘economic and politics and
international relations and social policies and social issues’, E2 considers
‘international relations, or history, or some business administration, or any kind of
knowledge’, or eventually as G2 puts it: ‘basically everything in the world, every
subject, every topic.” E8 even notes the importance in connecting the various types
of knowledge into an organic whole for interpreters; in her words: ‘an understanding
of wider historical, political and cultural concepts, where they came from, why they
have arisen, seeing the connection between those. Further down the line, again,
understanding of certain broader political and philosophical concepts.’ In addition to
having access to all-round knowlegde, interpreters are expected to ‘still have to be
interested’ (S2) and ‘have the enthusiasm or the passion to learn new things’ (N2).
In short, broad general knowledge for interpreters is a prevalent idea which can be
referred to as knowledge of all types. Over half of the participants interviewed
acknowledge that interpreters must accumulate broad general knowledge over time,
‘to be like an encyclopaedia’ (E8).

4.2.4.3. Personal characteristics for an interpreter

As well as knowledge and skills for interpreters, my participants gave me their
thoughts on the kind of personal characteristics that an interpreter should have.
Ability to manage a crisis is the most frequently cited desirable characteristic for an
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interpreter. Six participants mention that whenever emergencies happen, interpreters
are expected to have ‘a very strong mentality’ (N5) in order to ‘keep calm all the
time no matter what happened’ (N2), and then to ‘be calm and quick’ (G4) in
responding to emergencies. In addition to these characteristics, N6 adds ‘quick-
witted’. She explains why being calm and quick-witted are both important for
interpreters in crisis:

N6: Calm and quick-witted. Because interpreting is quite challenging, and you would
never know what the speaker would say, and there are always times that an interpreter
don't know how to interpret, but somehow they still have to manage to speak
something out for the audiences. So they have to stay calm even they don't really
understand, and they have to be quick-witted to say something out of their mouth.

Relevant to crisis management, four interpreters think stress management very
much determines whether one is able to perform well in his or her role as an
interpreter. Stress management simply means that the interpreter needs to be able to
‘deal with pressure’ (S3), or ‘to have the ability to at least feel that you are not
stressed out even if you are and also the ability to not stress out as much as possible’
(E6). E8 compares the stress management for interpreters to that of an athlete:

E8: Similar to an athlete, they need to be able to harness their adrenalin that when they
are in a situation that they are always in command of the situation and that they are
very conscious of how they speak and conscious of ...very ....self-conscious in... not in
the negative sense but have a sense of ‘self’ at all time for which you require a
certain amount of calm and composure.

The other four interpreters believe curiosity is necessary for an interpreter.
The curiosity can be as abstract as to ‘have a curious mind’ (S5), or to ‘be curious
about different things happening around you’ (E3), or ‘to be interested enough to
acquire a lot general knowledge’ (E6). N6 gives an account of why she thinks
curiosity is of such importance for interpreters compared with other professions:

N6: For other researchers, they can just take a break for a month, a week if they don't
want to do research. But interpreter is not, interpreters would always be concerned
about what's going in the world, they don't want to take a break, they eager to know
what's going on. For example, the latest global issue would be about the stock market,
it's for all investors in the world, they have suffered a serious loss at their stock market,
because of US bonds, and also what's going on in Europe. And as for any interpreters,
whether they have money in stock or not, they must be concerned about this. So
interpreters can never say they want to take a break, because they have to keep
updated with the latest in the world.

I would therefore understand ‘curiosity’ for interpreters here as a desire to acquire
new knowledge. Curiosity as a personality trait therefore functions best as a driving
force to support and motivate interpreters to acquire the most up-to-date knowledge.
The emphasis placed on curiosity by interpreters implies that to be an interpreter,
curiosity and an eagerness to learn are indispensible, and inter-related.

Corresponding to curiosity, three interpreters tell me that being a quick learner
IS a requirement for interpreters. The reason lying behind this is very practical:
‘especially when time is limited’ (G4), ‘a conference interpreter... needs to learn a
lot of different topics unrelated. So it is impossible for him to know everything, so
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he needs to learn very quickly’ (N5). As a staff interpreter in the EU, N8
demonstrates how important it can be for an interpreter to be a quick learner:

E8: So you know, you were told that Monday morning that here's a list of 100 words
that we’ll be using in the next few days, OK, you don't have to learn 100 words just
like that. But you do need to be able to pick it up quite quickly so that the 2nd or 3rd
time you hear it, you know, you know what that is.

Willingness to help has been acknowledged by three interpreters as a core
personal value for interpreters. Willingness to help here is deeply connected to
communication. There are three levels of communication under the overarching
concept of helping people: firstly, interpreters ‘help people to understand each other’
(N1); this is the very basic task. The second level lies in ‘realising the speaker’s
original purpose so that he can deliver it properly when he meets difficulties’ (G1).
In addition to getting the meaning across and understand the speaker’s position, an
interpreter needs to make the whole interpreting event a pleasant one, as indicated
by N3:

N3: A helper, to help, um, two parties to understand each other, to feel friendly about
each other, um, to build a relationship for them, and also to provide a pleasant
experience, | think interpreter is there not only for interpreting, not only to convey a
message but also you're part of the whole experience.

R: Yeah, of course.

N3: So you need to be pleasant, you want your customers, both of them, | mean the
customers from both parties, to have a pleasant experience.

Other personal characteristics proposed by interpreters include self-awareness
and self-understanding, confidence, enthusiam and an active personality, and even a
pleasant voice. But as these characteristics have only been mentioned once, | am not
going to present any of the narrative excerpts related to these here. All
characteristics proposed by either trainee interpreters or practising interpreters
indicate that the significance of interpersonal skills cannot be overstated. Personal
traits are seemingly as important as the necessary knowledge and skills for someone
to function as an interpreter.
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4.2.5. Previous training experiences
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As a means of understanding the characteristics of interpreting learners, | was
curious to learn what they had been doing before they attended the interpreter
training. | was originally under the impression after analysing the first theme on
motivation that interpreting learners are simply language graduates who have a
rather practical attitude towards their career, and so go into interpreter training. Yet
what these interpreters had been doing before training demonstrates that they
already had an interest in interpreting. The majority of participants had received
training in interpreting previously: 12 had studied an interpreting module during
their undergraduate studies, seven had received vocational training in interpreting
with public or private institutions, three had experienced relevant training
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experience in interpreting; only 11 interpreters had no other training experience
before.

In the following paragraphs, | will go through their three main types of formal
training one after another, with narrative data provided as supporting evidence.
Some interpreters had undertaken two training courses before. For example, S8 and
N2 had both been on an introductory course to interpreting in their undergraduate
studies, and while S8 turned to a private adult-learning institution to receive
interpreter training, N2 enrolled on another MA programme to receive formal
interpreter training.

4.2.5.1. Formal training in interpreting

4.2.5.1.1. Interpreting module in undergraduate studies

23 interpreters claimed that they had received formal interpreter training
before. Over half (13 interpreters) had had compulsory or elective courses in the 3"
or 4™ year of their undergraduate studies, as a requirement for language majors. The
interpreting class was usually one or two hours per week, and consisted of
pronunciation drills, intonation training, listening comprehension exercise, sight
translation, role play, and CI practice. Materials include speeches prepared by tutors,
real life conference presentations, materials from the website TED (G3), government
reports (G4), and English-language magazines such as Time and the Economist (N6).
Their overall impression of their undergraduate interpreting modules is that they are
overwhelmingly simplistic, as summarised by E2: ‘I think that was really for
beginners’. Also, the simple and introductory nature of these undergraduate
interpreter training experiences is evident in the following examples:

(1) The casual tone in describing the interpreting class:

G8: But all we do is just listen to recording and take notes and then some of us will
be picked by the teacher to render the speech or anything...It’s like the teacher
taught a lot about what is interpreting. And we had this book, the teacher would play
the recording and we will take notes, mostly speeches made by teachers, and we would
take notes and then the teacher will pick someone to interpret randomly. After that, she
will probably give us feedback and that was it.

N4: Very simple, very suggestive. Let me think... It taught me how to do the note-
taking and how to... then write about what people are talking about. She will talk in
Chinese and you will try to take the notes and interpret into English or other ways. So
it’s very basic thing. Just give a picture to see what is an interpreter. They are
very basic things.

(2) Interpreting tutors’ low expectations of students:
E2: So she treated us very well and she always encouraging to us. So at that time |

don’t really feel frustrated.

G8: It is not really difficult because the teacher is not strict. Yes, really not tough on
us. So | would say the materials used are not very easy, but the teachers’
requirements on us are not very high.
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(3) In terms of language, the focus is on interpreting into one’s mother tongue,
instead of both ways; in terms of interpreting mode, CI is covered whist Sl
is not:

N2: Yeah, we focused more on consecutive, but also we covered a little simultaneous.
And mainly from English to Chinese.

N6: Only consecutive. Because we didn't have simultaneous interpreting booth.

(4) Sentence by sentence translation outweights overall interpreting practices:
N5: We mainly focused on taking notes, like how to take notes and how to interpret
sentence by sentence.

Notwithstanding the simple and introductory nature repeatedly mentioned by
the interpreters, their undergraduate interpreter training experiences in fact played an
important role in inspiring language graduates to take further training in interpreting
as demonstrated in 5.2.1.4. Such encouragement came mainly from the tutors: for
G3, because of her admiration for her ‘charming and very humorous’ tutor, she has
loved interpreting ever since. In G4’s case, it was his very first interpreting tutor
who made him understand what it is to be an interpreter and inspired him to pursue
this career path.

G4: My teacher was a really excellent teacher in my university, and she taught me a
lot about how to be an interpreter. She said that the first important thing is to trust
your language and your voice, actually that's the sentence attracted me to be an
interpreter. And the secondly, she said as an interpreter, you have to have a really
strong mind, because interpreters is a kind of work that if you really do well, people
would think that's good and nobody would praise you. She said it's kind of job behind
this screen, and | really like that kind of description cause | don't want myself to be a
shining star or something like to do work behind all the people.

4.2.5.1.2. Vocational interpreting training

There are another six interpreters whose vocational interpreter training before
with adult-learning institutions ranging from the EU, the US government, university-
provided interpreting programme to private vocational training centres. S1, G1, G3,
G7 received their initial interpreter training at adult-learning institutions, also known
as language-learning ‘cram schools’ in Asia. The popularity of such cram schools is
due to the fact that many language graduates prepare for national interpreting exams
such as CATTI (China Aptitude Test in Translation and Interpretation), in order to
stand out in the job market. These cram schools have been established in response to
the Chinese population’s passion for language learning and interpreter training. As a
matter of fact, cram schools are profit-driven, with ‘more than 100 students in a
class following only one tutor to go over listening exercises’ (S8); therefore chances
for students to practice are limited. S8 regards such experience as ‘of course a waste
of money’ and ‘of no doubt regret for it’. The approach these institutions employed
in delivering interpreter training is more lexical-based, as reported by G1: ‘in China,

we focused on the words in the sentence only, but here we focus on the information.’
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Unlike her fellow interpreters, S6 chose to have her first interpreter training
with a further educational supplemental programme provided by a university in
Taiwan. She has a neutral impression of the training, and refers to it as
‘introductory-like training’, with the class conducted in a ‘very casual... like they
will go around table and everybody contribute a sentence’ manner. Looking back,
she appreciates what the training offered her, because ‘it was the very first time that
| learnt that interpreting is not translating, (laugh) is not about word-by-word. It’s
about message.’ It is because of this understanding in interpreting that she then
decided to go abroad to receive formal interpreter training.

E6 is the only interpreter whose very first experience in interpreter training
was with the US government. The course is designed specifically for medical
interpreters working in the US, and the emphasis is very much on the code of
conduct for an interpreter, rather than interpreting skills, listening skills or
presentation skills which were addressed repeatedly by other interpreters in their
formal interpreter training. The following is E6’s account of the interpreting course:

E6. The very first course I did was the course called Bridging the Gap. And it’s a
very... It is a standard course for medical interpreters in the US. I think it’s 40
hours long. | could be wrong, but I think it is 40 hours long. It is a programme that
teaches mostly the ethics and the practice of interpreting. It tells you what CI and
Sl are and as well as sight translations that gives you a few ideas about the health care
system in the US. There is a point a doctor comes in and gives you some basic anatomy
lessons. You have role playing with others. So that was my very, very, very first
rudimentary conference or rather interpreting training.

4.2.5.1.3. Postgraduate-level interpreter trainin