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Abstract

Accelerated by the Covid-19 pandemic, the digital revolution has radically changed 
our living, professional, and teaching/learning environments. In the field of Interpreting 
Studies, technology-mediated resources are now widely used by educators and students. 
With specific reference to dialogue interpreter education, the focus has increasingly been 
on situated learning approaches based on the use of real-life data. Building on these prem-
ises, this paper reports on a preliminary qualitative investigation of educational resources 
available on YouTube in the fields of healthcare and media interpreting. Findings reveal 
the presence of simulation-based learning materials in the former versus an absence of 
pedagogically embedded resources in the latter. In light of this, a research-based proposal 
for a social constructivist learning model is put forward: designed for both in-class and 
self-study education, the On-the-Tube Role-play Method (OTRM) aims at enabling stu-
dents of media dialogue interpreting to engage with authentic data through a guided and 
structured learning process inviting personal as well as shared reflection on the specific 
challenges posed by the broadcast entertainment.
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Introduction

Research conducted since the late 1990s has demonstrated that dialogue interpreting 
(henceforth DI) practitioners are fully ratified participants who co-construct the in-
teraction with their conversational partners (Merlini 2020). The theoretical shift in 
paradigm towards a more marked interpreter agency, however, has not yet fully im-
pacted on interpreter education (e.g. Davitti/Pasquandrea 2014; Angelelli 2020). In 
their introduction to the volume Teaching Dialogue Interpreting, Cirillo/Niemants 
(2017: 2) argue that this gap can be explained in various ways – from the inadequate 
dissemination of the growing, but still relatively limited number of empirical DI stud-
ies, to the uncritical transfer of codes of conduct across different interpreting settings. 

Drawing on their thought-provoking analysis, this study is grounded in the belief 
that practice can motivate research, research can inform practice, and education can 
be the link between them (Hale 2007: 198). To this end, the potential of online, public-
ly available interpreting resources in English and Italian is preliminarily investigated 
to describe whether and how YouTube is or can be used for the purposes of situated 
dialogue interpreter education in the very diverse settings of healthcare and media 
interpreting. Adopting a social constructivist approach, the present study puts forward 
a pedagogical model for DI practice in the media industry. Spearheaded by Angelelli 
(2008), the use of the term education rather than training fits in with a holistic con-
ception of professional growth which implies the capacity to reflect on one’s own 
conduct and make autonomous judgements in any given context of practice. In line 
with this proposition, Niemants/Stokoe (2017: 294) explicitly refer to “the full sense 
of the Latin educere (bring out, lead forth), which aims at bringing learners out of the 
idealisations and simplifications of some university teaching, towards the complexity 
of the profession as it is practiced” – a basic tenet of social constructivist pedagogy.

1.	 Learner-centredness and authenticity in social constructivist pedagogy

Inspired by Vygotsky’s (1978) social constructivism, Kiraly’s (2000) seminal volume 
on translator education marked a departure from the praxis of previous decades which 
had involved, at an early stage, learning on-the-job and modelling one’s behaviour on 
renowned practitioners’ anecdotal accounts, and at a later one formal training based 
on the transmissionist-instructionist paradigm underlying positivist pedagogy. In the 
latter paradigm, knowledge was conceived of as representing objective truths that can 
be discovered through reasoning and observation and that, once acquired, come to 
reside in the individual mind; the growth of knowledge was conceptualised as a linear 
transmission, whereby teachers fed learners’ minds with simplified and decontextu-
alised tasks, sparing them the time-wasting messiness of real-life experience. From 
the perspective of social constructivism, on the other hand, knowledge is not some-
thing that is empirically or rationally discoverable; it is instead intersubjectively con-
structed through “a nonlinear process of context-dependent embodied and enactive 
meaning-creation involving myriad interrelated knowing systems” (Kiraly 2015: 14). 
Learning implies the personal development of a “feel for correctness, appropriate-
ness and accuracy” (Ibid.) – i.e. true expertise – on the basis of exposure to authentic 
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situated action and collaboration/negotiation with both peers and more experienced 
others. Attaining this kind of expertise means acquiring the authority to make autono-
mous professional decisions and assuming responsibility for one’s actions; in Kiraly’s 
words, it means empowerment.

As argued by Narayan et al. (2013: 169), in constructivist learning theories learn-
ers are seen, rather than as blank slates waiting to be written upon, as active agents 
whose prior cultural knowledge and experiences impact the new knowledge they will 
construct. Learner-centredness has been shown by Bremner (2020) to rest on the fol-
lowing defining tenets: active participation (learners are involved in learning-by-do-
ing activities both individually and in interaction with others); adaptation to needs 
(learning is tailored to meet effective as well as affective learners’ needs); autonomy 
(learners are encouraged to work independently both inside and outside the class-
room); relevant skills development (learners develop competencies that they will need 
in real-world situations, first and foremost critical thinking); power sharing (learners 
are given more choice and control over the content and process of learning). The 
shift from a teacher- to a learner-centred pedagogy necessarily entails a redefinition 
of roles, with educators serving more as guides, coordinators and facilitators within a 
learning environment imbued with authenticity. 

Out of the five conditions for constructivist learning originally identified by 
Driscoll (1994) – namely, creating complex learning environments that incorporate 
real-life tasks; providing for social negotiation between learners; supporting multiple 
perspectives; nurturing reflexivity and critical thinking; and applying inquiry-based 
methods – the first of these, i.e. authenticity, has featured prominently in the theo-
retical investigations and curricular designs of the last two decades. In the domain 
of translator and interpreter education, Risku (2010) was among the first scholars 
who stressed the paramount importance of enabling students to manage authentic or 
near-authentic professional situations. Following in the same wake, studies that spe-
cifically address DI settings include Angelelli (2017), Skaaden (2017) and Merlini 
(2019), to name but three. Expanding beyond the confines of social constructivism, 
González-Davies/Enríquez-Raído (2016) delve into the closely related notion of situ-
ated learning: by bringing the professional world into the classroom or by taking the 
classroom outside its realm into professional spaces (either physical or virtual), situat-
ed learning models help students move from membership in a community of learners 
to membership in a community of practice. While highlighting the productivity of the 
pedagogical paradigm, the two authors point to the paucity of research into its impact 
on new digital learning spaces.

2.	 Educating interpreters in the digital era 

The earliest technology-mediated didactic tools known as TELL (Technology 
Enhanced Language Learning) or, more commonly, CALL (Computer Assisted 
Language Learning) date back to the last decade of the twentieth century, when 
dedicated software was developed to address the needs for self-study (for a histor-
ical overview, see Sandrelli 2015). Focusing specifically on interpreter education, 
InterprIt (Cervato/De Ferra 1995; Merlini 1996), IRIS (Carabelli 1999; Gran et al. 
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2002) and Black Box (Sandrelli 2007) are worth recalling as the first groundbreaking 
applications. Since those early days, ICT-based technologies have increasingly and 
extensively been used (e.g. Ehrlich/Napier 2015; Fantinuoli 2018; Spinolo/Amato 
2020). Today, Computer-Assisted Interpreter Training (henceforth CAIT) tools allow 
for a large number of pedagogical activities in different interpreting settings (Kajzer-
Wietrzny/Tymczynska 2014: 1-2; Sandrelli 2015: 75). ICT resources range from an-
notated corpora to virtual speech-storing repositories to tailor-made educational web-
sites and online courses. The following are a few examples:

	– accessible online (video) corpora: e.g. EPIC1 (Russo et al. 2012) is a parallel 
corpus of European Parliament speeches and their corresponding simultaneous 
interpretations; source speeches are available in audiovisual format in Italian, 
English, and Spanish, whilst interpreted ones are searchable in audio-only for-
mat in all possible combinations and directions;

	– online repositories: e.g. Speechpool2 is a free multilingual tool (accessible 
upon registration) which contains speeches searchable by topic and interpreting 
mode; users can also read keywords, explore topic-related links, grade texts 
in terms of difficulty, and upload recordings of their own speeches which then 
serve as practice materials for others;

	– websites: e.g. ORCIT (Online Resources for Interpreter Training)3 offers free-
of-charge interactive and user-friendly materials and exercises addressing key 
tasks such as active listening, public speaking, or note-taking (Carsten et al. 
2021); ReACTMe (Research & Action and Training in Medical Interpreting)4 
is an Erasmus project that involved six European universities and created a 
learning platform with materials and methodologies designed for healthcare 
interpreting students; DIALOGOS,5 an Erasmus project coordinated by the 
University of Alcalá, aims at creating an online training course for migrants 
to facilitate their recruitment as public service interpreters for languages of 
lesser diffusion.

In general, CAIT tools are designed to complement the learning activities presented 
in class with self-study ones (Kajzer-Wietrzny/Tymczynska 2014). As CAIT provides 
for autonomy-enhancing self-paced learning and self-evaluation tasks, along with 
technology-mediated collaborative work and peer feedback, it has made a signifi-
cant contribution to fostering the shift from a teacher- to a learner-focused approach. 
Corpora-based tools, in particular, offer access to authentic data and allow for the use 
of corpus-linguistic methods to further encourage autonomous learning (Braun 2005: 
47). This latter typology, however, usually lacks pedagogical embedding in the form 
of briefs or guided activities.

1	 <https://bellatrix.sslmit.unibo.it/noske/epic2/#open>
2	 <https://speechpool.net/it/>
3	 <https://orcit.eu/>
4	 <http://reactme.net/home>
5	 <https://dialogoserasmus.eu/>

https://bellatrix.sslmit.unibo.it/noske/epic2/#open
https://speechpool.net/it/
https://orcit.eu/
http://reactme.net/home
https://dialogoserasmus.eu/
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2.1	 Using authentic data in DI education: From traditional role-plays to CARM 

Traditionally, authentic (multimodal) data have occupied a prominent place in DI edu-
cation (e.g. Krystallidou 2017 for healthcare; Dal Fovo 2016 and Dal Fovo/Falbo 2017 
for media). Several teaching methods have been developed, among them role-playing 
integrated with authentic interaction analysis (Merlini 2017) and the Conversation 
Analytic Role-play Method (henceforth CARM; Niemants/Stokoe 2017).

The classic form of role-playing entails simulated practice and two frames (Linell/
Thunqvist 2003): the framing activity, i.e., the simulation involving educators and 
learners as actors who pretend to be different characters; and the framed activity, i.e., 
the simulated activity involving the characters being acted (e.g. a doctor, a patient, 
and an interpreter). Any simulation, albeit accurate, can never replicate the communi-
cation that takes place in an authentic environment, given that students tend to orient 
more to the framing than to the framed activity. This holds true also in semi-authentic 
pre-professional settings such as the one discussed by Krystallidou et al. (2018), who 
report on a collaborative and interdisciplinary project involving students of medicine 
and of interpreting. 

CARM, on the other hand, enables students to engage with situated professional 
practice by having them work on naturally occurring interactional data drawn from 
published Conversation Analysis research papers. First developed in institutional 
monolingual settings by Stokoe (2011), CARM has since been applied across numer-
ous contexts, including healthcare interpreter education. On the premise that learning 
results not only from students’ participation in and response to ongoing talk, but also 
from their observation of both naturally occurring data and their peers’ performances, 
Niemants/Stokoe (2017) show how CARM can actively encourage students to devel-
op an insightful and reflective approach that enables them to move from role-playing 
in the classroom to role-taking in real professional life (Niemants 2013). When first 
introduced to CARM, students are given the following instructions – which are worth 
quoting as they have inspired our OTRM procedure: 

This activity consists in letting you read and view/listen to an authentic interpreter-me-
diated interaction, stopping the conversation following a particular choice point; you 
will be asked to respond, as interpreters, to that particular turn at talk and then to discuss 
your responses; you will then see/hear the response of the real interpreter and consider 
its consequences for the interaction. (Niemants/Stokoe 2017: 304)

3.	 Looking at YouTube for interpreter education 

Boosted by the web 2.0 revolution (Ellison/boyd6 2013: 160), social media have 
started playing a key role in the digital turn (McCay-Peet/Quan-Haase 2017). Social 
media, although not always easy to define, can be identified by some basic character-
istics (Quan-Haase/Sloan 2017: 5): they support user-generated content in the form of 

6	 Respecting boyd’s (n.d.) wishes her name is not capitalised. 
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images, videos, and texts; they provide a means for users to engage with one another; 
and they are mediated by an electronic device and the Internet, allowing for a high 
degree of rapid information sharing (for instance, through embedded links to exter-
nal sources). In educational settings, social media create a two-way multiple-level 
communication between students and materials, between educators and students, and 
among students (Dao 2015: 85), facilitating active participation (through comments, 
likes, sharing, downloading) and the development of learning communities based on 
common interests. 

Launched in 2005, YouTube is one of the most popular social media in the world 
(We are social and Meltwater 2023). Following Kaplan/Haenlein’s (2010: 63) classi-
fication, it falls in the category of “media-sharing content communities” which score 
higher than other social media in terms of social presence and media richness. This 
is particularly relevant in educational settings since YouTube enables users to watch, 
discuss, download, or upload multimedia materials whose learning capacity is higher 
than text-only ones (Dao 2015: 87-88), in that they replicate more dimensions of face-
to-face interaction, thereby reducing equivocality and speeding up understanding. 
YouTube also offers an in-built search engine, (a)synchronous interaction functions, 
and unlimited capacity accounts in terms of the quantity of uploadable videos.

With specific reference to interpreter education, Andres’ (2017: 53) survey found 
that YouTube was the preferred social media site among the student population of the 
Centre for Translation Studies in Vienna. Highlighting the potential of online publicly 
available authentic materials to support constructivist situated learning, Burn/Crezee 
(2017) introduced a virtual courtroom into their court interpreting classes. Students 
were presented with authentic YouTube videoclips of televised New Zealand High 
Court murder trials and asked to interpret the question-and-answer turns between de-
fence or prosecution counsel and witness from English into their A-languages. The 
advantages of having access to YouTube-provided real-life contexts were acknowl-
edged by the students themselves (Crezee et al. 2015). Cedillo Corrachano (2019) 
analysed the possible uses of YouTube to increase the visibility of public service inter-
preting and translation. Her quantitative study showed that, despite its huge potential, 
YouTube was at the time the platform with the lowest number of available learning 
materials. She argued that dedicated YouTube resources would have positive repercus-
sions on both professionalization and public recognition, citing as evidence the high 
number of visits and likes obtained by the channel she had developed in 2012 for her 
master’s thesis, and a second initiative, namely the Global E-Party en TISP, launched 
that same year by a group of Spanish scholars. Cedillo Corrachano (Ibid.: 47) further 
suggested that YouTube can be used in class not only to discuss videoclips, but also to 
record audiovisual materials that may then be uploaded to create virtual communities. 
An interesting experiment along these lines was made by Cox (2012) in his American 
Sign Language interpreting classes where YouTube was used to provide students with 
additional pre-assignment information as well as feedback on their work.
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4.	 Investigating YouTube resources for healthcare and media interpreters’ 
education

Against the backdrop of the studies mentioned above, in the spring of 2024 a prelim-
inary qualitative exploration of YouTube resources was carried out in the fields of 
healthcare and media interpreting.7 The former setting of professional practice was 
selected as a foil to the latter in light of two significant differences: on the upside, the 
more advanced development of medical interpreter education and the possibility of 
tapping ideas from it; on the downside, the constraints imposed by privacy laws de-
signed to protect sensitive health information from disclosure. Given that this compar-
ative investigation was merely instrumental to obtaining a first-glance overview of 
existing resources, only a short list of relevant English and Italian keywords of wide 
currency was compiled (see lists in Tables 1 and 2). 

Table 1: Healthcare interpreting keywords

Table 2: Media interpreting keywords

First the English and then the Italian keywords were typed into the YouTube in-built 
search engine. No pedagogically embedded materials emerged for media interpret-
ing through either search. Therefore, more refined YouTube searches were conducted 
with exclusive reference to the Italian context. This further step was made possible 
by the authors’ familiarity with: (1) popular Italian TV programmes which hire inter-
preters; (2) specific entertainment channels; and (3) well-known Italian professional 
media interpreters. The following are only a few examples for each category: 

7	 For a general state-of-the-art overview of healthcare interpreting see Gavioli/Merlini 
(2023); for media interpreting see Picchio (2023a). 



154 Raffaela Merlini, Laura Picchio 

1.	 the Italian talk show Che tempo che fa (Picchio 2016; Rai 2021a)
2.	 Spettacolo EU (2018) which uploads, among other things, cinema-related 

press-conferences (Tranchetti 2019) and the Giffoni Film Festival channel 
(Giffoni 2020; Picchio 2023a)

3.	 the Italian media interpreter Paolo Maria Noseda (Rai 2021b)

Given the ancillary function of this preliminary investigation, in the absence of in-
depth knowledge of other national media contexts, no targeted searches for English 
were conducted. Tables 3 and 4 provide overviews, respectively for English and 
Italian, of the educationally relevant videos uncovered through these searches (the 
tables indicate the type of source, geographical area, name of the channel, type of 
video, and year of its publication).

Table 3: Summary overview of healthcare interpreting materials

Table 4: Summary overview of media interpreting materials

4.1	 Findings

The above-listed materials were qualitatively analysed to assess their interest for DI 
education in the two settings of practice. To this date, the videos discussed in the fol-
lowing subsections are publicly accessible and available free of charge on YouTube.

4.1.1	 Healthcare interpreting 

The keyword search yielded materials uploaded by the following categories of subjects:

1.	 universities and training institutions such as the Stanford University School 
of Medicine (Liao 2014), the University of California-Los Angeles Health 
Department (UCLA Health 2017), and the Southern California School of 
Interpretation (SCSI Media 2013);
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2.	 national agencies such as the US Department of Health and Human Service-
Office of Minority Health (HHS Office of Minority Health 2016);

3.	 certified medical interpreters and agencies such as Mirror Interpretation 
Todorova (MIT Interpretations 2022).

As the names of these YouTube channels suggest, materials are targeted either to in-
terpreters (SCSI Media; MIT Interpretations) or to their clients. The video shared by 
Liao (a medical doctor affiliated to Standford) aims to promote collaborative work 
between doctors and interpreters; the UCLA content emphasises the importance of 
recruiting skilled professional interpreters rather than ad hoc ones for the benefit of 
both healthcare practitioners and patients; the clip uploaded by the HHS Office of 
Minority Health focuses on the challenges healthcare professionals may face and 
shows how they can provide culturally and linguistically appropriate services. Even 
when not directly addressed to interpreters, these resources may be equally helpful to 
them, as appreciative comments and likes uploaded by some trainee interpreters 
demonstrate (Figures 1 and 2).8

Figure 1: Comment by a YouTube user (UCLA Health 2017)

Figure 2: Comment by a YouTube user (Liao 2014)

From a social constructivist perspective, these materials show considerable potential, 
collectively and individually, for both in-class and self-study activities.9 On the one 
hand, they contribute to the development of a community of practice, thanks to the 
comment section underneath the clips where interpreters often discuss renditions and/
or collaborate to find more suitable ones (Figure 3). 

8	 Comments ranged from 136 (SCSI 2013) to 10 (MIT Interpretations 2022) with the great 
majority focusing on interpreting.

9	 Self-study activities are recommended by several institutional employers; for example, the 
Massachusetts General Hospital (n.d.) invites would-be medical interpreters to develop 
their interpreting skills through “a combination of formal training and extensive guided 
practice and independent study”.
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On the other hand, students can engage with subtitled role-plays (Figure 4), thanks 
to the automatically generated intralingual subtitles functioning as draft transcripts of 
the simulated interactions. Since these kinds of materials are designed specifically for 
educational purposes, the flow of speech is smooth, and there are no turn overlaps; 
therefore, automatic subtitles are sufficiently accurate. In class, students may be asked 
to watch the clip, and the teacher may stop the video at particular choice points to have 
them interpret; after listening to the professional’s rendition, they may be called upon 
to reflect and comment on the different solutions. 

Figure 4: Automatically generated intralingual subtitles (HHS Office of Minority Health 2016)

Other videos provide subtitles only for foreign-language turns: for example, in a role-
play enacted by an American doctor and a Spanish-speaking patient (Liao 2014), all 
the turns uttered in Spanish (both by the patient and the interpreter) are subtitled in 
English. Interlingual subtitles of this kind can help students become familiar with 
technical jargon in their working languages (Figure 5). 

Figure 5: Interlingual subtitles (Liao 2014)

Figure 3: A jointly constructed rendition (SCSI 2013)
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Of particular educational interest are also the “learning points”, which structure the 
learning experience as a clear progression of topics and tasks (Liao 2014), and the 
“self-guided questions”, which encourage autonomous reflection (Figure 6).

Figure 6: Self-guided questions (HHS Office of Minority Health 2016)

These materials can help address a number of issues: the healthcare interpreter’s 
role(s); neutrality and confidentiality as requirements of professional ethics; the cor-
rect use of terminology and the selection of an appropriate register; sensitivity to cul-
tural differences; and, last but not least, the use of multimodal resources (e.g., spatial 
arrangement, gesturing or gaze). 

Worthy of note is that all the videos yielded by our search are geographically lim-
ited to the United States – as shown in Table 3 – testifying to the advanced stage of 
both healthcare interpreting research and (social media-channelled) education in the 
country. While some of the materials involve professional interpreters and healthcare 
service providers in the role-plays (as explicitly indicated in Liao 2014) or intersperse 
interventions by the latter between role-plays, no instances of authentic interpret-
er-mediated medical practice were found. 

4.1.2	 Media interpreting 

Findings here were markedly different: the initial YouTube search yielded only first-
hand narratives of professional performances by practicing interpreters, with no freely 
accessible educationally conceived materials provided by either academic institutions 
or broadcasting agencies. On the other hand, as was to be expected, copious authentic 
interactional data emerged from the subsequent country-specific exploration. 

With reference to the former typology, YouTube users can watch, for instance, 
the interviews with Milena Burkart, interpreter at the French-German channel ARTE 

(DGLINC 2012), and Carola Lehmacher-Richez, who interpreted Donald Trump dur-
ing televised debates (De La Mora Institute of Interpretation 2021). Both profession-
als mention challenges such as: the visibility and exposure interpreters are subjected 
to; the stress of being on air; the high speed of input speech; the plurality of voices 
(when it comes to political debates, for instance); unexpected night assignments; the 
need to design the output for an absent audience of overhearers; the importance of a 
pleasant voice; the need to go outside an ethically comfortable zone, implying that in-
terpreters have to make a shift from what they were taught at university (as conference 
interpreters) to the behaviours they are called upon to adopt in real-life media settings. 
Referring to the educational potential of YouTube, Lehmacher-Richez argues that it is 
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now a widespread tool for interpreters to prepare for professional media assignments: 
“You learn how they [i.e., public figures] speak, what their patterns are, if there is 
something they repeat often, and what their phrasing is like” (De La Mora Institute of 
Interpretation 2021).10 Though holding some documentary interest, this type of anec-
dotal content risks moving the pedagogical focus back not only to pre-constructivist 
but also to pre-transmissionist times.

The second typology, i.e. videos of real-life interpreted media performances, may 
instead constitute precious educational tools from a situated learning perspective. 
However, aside from the fact that these materials required country-specific searches, 
they all lacked pedagogical embedding. 

5.	 A proposal for media DI education: The On-the-Tube Role-play Method

In light of the findings, this paper puts forward a proposal which we have named the 
On-the-Tube11 Role-Play Method (henceforth OTRM). The starting point in devising 
it was Richards/Rodgers’ (1986/2001) classic framework for pedagogical planning. 
This envisages three components: approach, design, and procedures. The preference 
accorded to a social constructivist approach to learning has meant keeping the prin-
ciples of learner’s autonomy, reflexivity, collective construction of knowledge, and 
authenticity firmly in the foreground. Consequently, the design of OTRM envisages 
both self-study and online/in-classroom peer-to-peer as well as student-to-teacher in-
teraction. The educator’s first task is to look for authentic interpreted interactions pub-
licly available on YouTube and select relevant videoclips. This requires the prelimi-
nary identification of “rich points” (Arumí-Ribas/Vargas-Urpi 2017), namely specific 
speech sequences characterised by complexities or challenges that require the deploy-
ment of problem-solving strategies to enable the effective rendition of the original 
message. The educator then produces transcripts of these sequences containing only 
the most significant and easily decodable orality traits (for instance, turn overlaps; see 
Transcription conventions below). In line with the concept of scaffolding (Wood et 
al. 1976) which calls for supporting the student in the transition from what is known 
to what has to be known (Narayan et al. 2013: 173) mainly through the technique of 
critical reflection elicitation (Özkan 2022: 400-401), self-guided questions are added 
to the transcripts by the educator along with learning cues in the form of balloons 
(Niemants/Stokoe 2017). Transcripts are subsequently matched to the corresponding 
videoclips within a Power Point presentation, which is shared via YouTube to stimu-
late collaborative discussion from multiple perspectives. At this stage, the educator’s 
role is to engage with learners’ responses contributing his/her expertise. To translate 

10	 It should be mentioned that, unlike the other materials discussed in this paper, the free-of-
charge videos uploaded by the De La Mora Institute for Interpretation (a for-profit compa-
ny) are demos of materials being sold for interpreter training.

11	 While referring to YouTube itself, the tube is also an American informal word for televi-
sion (Collins Dictionary 2024); thus, the phrase on-the-tube recalls the media interpreting 
setting.
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the design into a practical procedure, we have sequenced the learning steps as illus-
trated in the following instructions: 

STEP 1: Watch the videoclip. Replay it while reading the transcript. Respond to the last 
original turn(s) as if you were the interpreter. Then go to the next slide.
STEP 2: Watch the full videoclip. Replay it while reading the full transcript. Then go 
to the next slide.
STEP 3: Use the self-guided questions and the learning cues in the balloons to reflect on 
your contribution with respect to the interpreter’s actual contribution. 

Figure 7 shows the template for a Power Point learning unit.

Figure 7: Power Point template STEPS 1-3

Two excerpts are provided as examples of pedagogically tailored materials: they are 
taken from two different interpreter-mediated cinema encounters freely available on 
YouTube, and could be used to focus on such challenging issues as the rendition of 
humor and interactional management. To avoid unnecessary duplication only the tran-
scripts for STEPS 1 and 3 are shown below.

The first excerpt is from a cinema press conference organised in Milan to promote 
the release of the film The Post (Tranchetti 2019: 159). Italian journalists are meeting 
the director, Steven Spielberg (SS), and the leading actress and actor, Meryl Streep 
(MS) and Tom Hanks (TH). Two interpreters are involved: one interprets for Streep 
and Hanks (I1), the other for Spielberg (I2). One of the journalists (Jr) asks why the 
three Hollywood stars had never worked together before, a question the guests answer 
jokingly. The clip could be cut after Hank’s and Streep’s turns (7-8) inviting learners 
to play the role of I1 (Excerpt 1a). 

Excerpt 1a: Clipped transcript for STEP 1
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On subsequently viewing the full videoclip and transcript, learners can assess their 
contributions against the professional’s. In STEP 3, the text in the balloons is meant to 
point out meaningful interactional features and relevant interpreting strategies 
(Excerpt 1b), with the associated questions guiding reflection upon such aspects as 
summarised renditions of turns by different speakers, the reproduction of a playful 
tone, and interpreter’s additions. Examples of possible questions might be: Did you 
convey the content of the two preceding turns, or did you just leave the second one 
out? Was the interpreter’s dramatization of the guests’ replies through the use of re-
ported speech a good strategy? How did you handle the humorous twist in the guests’ 
utterances? What solutions did the interpreter use to render the playful atmosphere? 
The interpreter added the director’s surname; did you? In your view, why did he? 

Excerpt 1b: Full transcript with learning cues for STEP 3

The second excerpt is from the 2020 edition of the Italy-based Giffoni Film Festival 
(Picchio 2023a: 292). Because of the Covid-19 pandemic, that year the festival did not 
take place on site but resorted to the Zoom videoconference platform to connect par-
ticipants, and to YouTube to broadcast its events. The online encounter in question is 
a Q&A session with Richard Gere (RG). The sequence starts with the host (H) giving 
the floor to the Spanish jurors (Js). Just as the interpreter (I) echoes H’s utterance and 
is about to add that the next one will be the last question (presumably following the 
instructions the festival management has given him since no preceding turn by H con-
tains this indication), Richard Gere’s wife, Alejandra Silva (AS), who is in the same 
room but out of the frame, appears unexpectedly on screen and butts in to greet her 
compatriots in Spanish (turn 3). Following the host’s completion of I’s turn, in turn 6 
Gere takes two autonomous initiatives: he gives the jurors the possibility to interact in 
Spanish with his wife and assigns her the role of interpreter. The videoclip could be 
stopped here, making way for the learners’ role-playing (Excerpt 2a). 
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Excerpt 2a: Clipped transcript for STEP 1

In this scenario, the focus in STEP 3 could be on a number of issues pertaining to interac-
tional management (Excerpt 2b). Here are a few examples of possible self-guided ques-
tions: Did you remain silent and wait for the host to intervene? Did you simply translate 
Richard Gere’s turn into Italian? Did you give instructions on how to proceed with the 
dual translation process? What do you think of I’s contribution? Is he implicitly acknowl-
edging the star guest’s interactional power? In what other ways could the interpreter have 
coordinated these turn exchanges? In addition to directing the learners’ attention to “con-
versational dominance” (Straniero Sergio 2007: 77) – here clearly not in the hands of the 
film festival host but rather of the celebrity who is the one initiating and putting an end to 
the side sequence in Spanish – and to multilingual complexity (see the non-translation of 
the side sequence for the non-Spanish speaking audience), questions and cues could also 
invite reflection upon the difficulties of video-mediated interpreting and the repercussions 
of split situationality on turn-taking dynamics.

Excerpt 2b: Full transcript with learning cues for STEP 3

The excerpts presented above are just two instances of the wide range of authentic in-
terpreter performances freely available on YouTube. Power Point units can be devised 
to raise students’ awareness on a whole range of further aspects characterising media 
interpreting, among others: interpreters’ active involvement in show-making; their 



162 Raffaela Merlini, Laura Picchio 

visibility or invisibility on screen (Picchio 2024); strategies of adjustment to different 
publics in terms of audience design (Picchio 2023a; 2023b); and the relevance of 
non-verbal language, prosody and voice quality.

6.	 Conclusion

CAIT tools and social media are currently being used to introduce student-focused 
activities pertaining to a variety of authentic contexts of practice into the interpret-
ing classroom. Against the backdrop of social constructivist learning, this study has 
explored whether and how multimodal materials available on YouTube are or can be 
employed for the education of dialogue interpreters in the healthcare and media set-
tings. Our investigation has yielded the following findings. 

In the healthcare setting, educationally tailored simulated role-plays are available 
to student interpreters. The videos, uploaded by American universities, public agen-
cies, and certified interpreters, help learners acquire familiarity with the interpreting 
routines that characterise the healthcare context, focusing in particular on best prac-
tices and prescribed behaviours. The presence of automatically generated intralingual 
subtitles, self-guided questions, and learning points make these materials usable for 
both in-class activities and self-study. As shown by their comments, student interpret-
ers appreciate the role-plays, even when the learning units are not specifically target-
ed to them but to the interpreters’ clients, and find the YouTube channels extremely 
useful to feel part of a community of online peers. A downside is that these videos are 
based exclusively on simulated practice.

In the media setting, our search yielded no pedagogically embedded materials. 
Though of documentary interest, the interviews with practitioners are of limited edu-
cational value and could even shift the focus back to role-modelling based on personal 
narratives. On the other hand, as to be expected given the public nature of media com-
munication, there is virtually unlimited access to real-life interpreting performances. 
By tailoring the YouTube searches to their own needs (in terms of country, working 
languages, genre of media events, etc.) student interpreters can see how practitioners 
tackle the specific challenges posed by television and online entertainment. 

To transform the latter materials into proper educational resources, the present 
study has illustrated the On-the-Tube Role-play Method, whereby educators/research-
ers upload transcripts of selected YouTube videoclips accompanied by self-guided 
questions and learning cues, as in the educational resources for medical interpret-
ing. An introductory illustration of OTRM design and procedure has been provided 
here, along with two samples of learning materials. The creation of further learn-
ing units and piloting of them will be the next fundamental steps for the develop-
ment of the method.

Building on the mainstays of social constructivist learning, OTRM enables stu-
dent interpreters to engage with publicly accessible media scenarios by observing 
and responding to excerpts of real-life practice – an activity which fosters critical 
reflection – and by sharing comments on their own role-played renditions and on 
those of the actual professionals– an activity which favours collaborative interaction 
and the formation of a community of practice. In his review of the evolution of trans-
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lator education, Kiraly (2015: 23-29) has argued for a further leap forward beyond 
social constructivism towards an emergentist epistemology, which he describes as 
resting on the concept of “dynamic knowing” (as opposed to “static knowledge”): 
a self-generating, constantly changing, imminently situated thinking-in-action. His 
theoretical model of multiple interactive vortices purports to depict the complex in-
terplay between each student’s unique life experiences and personal dispositions, the 
affordances of the learning environments, and the innumerable social interactions, 
both physical and virtual, they engage in. As the vortices swirl upwards, they intersect 
with one another, leading to the largely unpredictable emergence of new competences. 
While making up for the lack of pedagogical embedding of most authentic materials 
(Kajzer-Wietrzny/Tymczynska 2014: 3), OTRM not only brings together practice, 
research, and education but also exploits the potential of a content community en-
vironment, in which the confines of the learning processes are expanded by myriad 
(unforeseeable) interactions. 

Transcription conventions

text- abrupt interruption of speech flow 
((text)) contextual or non-verbal elements 
[text] overlapping talk 
text feature of interest
text turns originally uttered in Italian or Spanish
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