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The Purpose of this Issue:

Having their written words published has given the students in Zand
Institute of Higher Education more courage and enthusiasm to be
better learners and try harder in their own fields. English Language and
Literature Department is glad and proud to give them the platform that
they need, to not only express themselves, but also learn new materials.
Like the previous issues, this one includes our students’ translations of
different texts, poems and a short story written by them, and articles
about language acquisition, learning, communication, and etc. Great
professors have given our readers the superb opportunity for learning
deeper and better by sharing their thoughts and point of views. Therefore,
the readers are able to get familiarized with new methods of thinking and
innovative ways of analysis.

This magazine also tries to deepen and widen the readers’ minds by
giving them food for thought; that is the reason why this issue contains a
critical approach to the movie The Old Bachelor which has been a very
controversial subject of debate in our beloved country. Another topic,
that has been very crucial in the world, is the horrible, man-made, and
dreadful situation in Gaza. Thus, a text written by one the greatest minds
of our century, Noam Chomsky, is translated about this issue. It would |
shed a new light on this very significant subject.

In Language and Literature Department, the students are given the chance
to have a more tangible approach to their courses. A play, for example,
is written to be heard on a stage. The Summoning of Everyman, written |
by anonymous, is the play which was perforemed on the stage by our
students in May 2025. This issue proudly presents the pictures of this
performance, in addition to some discussions regarding the performance
and the play itself. There are many other interesting materials in this
issue as well. This magazine hopes that the readers would be amused and
enjoy learning new subjects.
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Challenges and Modern Solutions to Learning English as an Adult

1. Abstract

Learning English as an adult presents unique challenges such as limited
time, cognitive differences, and lack of immersion. However, new solu-
tions, including technology-based learning, flexible online platforms, and
community-based practices are making the process more accessible and
effective. In this article, the major difficulties faced by adult learners will
be discussed; innovative approaches to overcome them, using insights
from recent research and real-life examples, would also be mentioned. In
conclusion, learning language as an adult might confront several limita-
tions and blocks; however, new innovations and technology-based meth-
ods facilitate learning language for mature learners. Therefore, it will no
longer be impossible for adults to learn a foreign language.

Keywords: Adult learners, English as a Foreign Language (EFL),
language acquisition, digital tools, motivation, lifelong learning

II. Introduction

English is often considered the global language of communication, busi-
ness, and academia. For many adults, learning English is essential for
career advancement, travel, or personal growth. However, learning a

new language later in life can be particularly difficult. This article ex-
plores the primary challenges adult learners face when studying English
and discusses modern solutions that help overcome these difficulties. It
aims to provide insight into both the obstacles and the opportunities in
adult English education. It would also mention the barriers and bridges
of language acquisition as an adult regarding the economic and political
issues in Iran to familiarize learners with their blocks and alternatives to



facilitate their learning progress, increase their motivation, and orientate
their attitude towards the language based on their beliefs for setting goals
in learning.

II1. Literature Review

1. According to Knowles (1980), adult learners are self-directed and
bring life experiences to the learning process, which can be both an
advantage and a barrier. Adults often face time constraints due to
work and family obligations (Merriam & Bierema, 2014). In addi-
tion, the “critical period hypothesis” suggests that language learning
becomes harder after childhood due to reduced brain plasticity (Len-
neberg, 1967).

2. However, recent research points to the potential of adult learners to
succeed when provided with the right tools and motivation. For ex-
ample, Stockwell (2010) highlights how mobile technology supports
on-the-go learning, while Richards and Rodgers (2014) suggest that
communicative teaching approaches significantly improve learner
engagement and outcomes.




IV. Challenges in Learning English as an Adult

Acquiring a second language for mature cortex of society might be re-
garded as a challenging movement. They struggle with personal and en-
vironmental issues and provide excuses and barriers most of times to
convince their Ego preventing them from starting language learning.
According to research and experience, the majority of adult language
learners find it tough to learn English with facility. An observation about |
L2 acquisition of immigrants showed that mature immigrants confront
more challenges in learning the target language than those who were
teenager or adolescent learners. Here are the most age-related blocks of |
L2 acquisition: |

A. Time Constraints
Many adult learners struggle to find time for language study due to job
responsibilities, childcare, or other personal duties. Evening classes or
rigid schedules can be difficult and they find it impossible to participate
in a classroom system. As an adult learner, they often find it challenging
to balance language study with work and family obligations. In such
case, adults might find it unhelpful, and in other words, useless to spend
time and fees for language acquisition. Even in break times during shifts
or off shifts, there are mental occupations distracting and aborting the
process of learning in a perfect way. As a matter of fact, learning is pos-
sible despite shortage of time only with motivation and a free mind to
engage with the educational content resulting in an effective learning
process. Otherwise, the whole process would be futile. Considering all
personal and environmental factors plays a key role in the lack-of-time |
issue, which requires personal decision selections that suit the most for
each individual.

\\\\\




B. Psychological Barriers

Adults often face anxiety about making mistakes or being judged, which
can lead to a lack of confidence and a fear of speaking. This state of
embarrassment is regarded as a normal phenomenon in an adult person-
ality. Thus, many adults hinder their motivations and purposes not to
feel embarrassed while learning language in a social classroom. Such
behavior, although common, could be prevented or at least controlled
in high levels of nervousness. Practice and social engagement are the
most common methods that provide positive results for controlling such
unwanted stimuli. Self-practice lessons and mirrored conversations also
facilitate the clarity of speech and reduce verbal hesitations in the begin-
ning of this process which could be later turned into a purposeful and
effective performance.

C. Slower Cognitive Processing

Compared to children, adults may take longer to absorb new vocabu-
lary and grammar rules, partly due to decreased neuroplasticity. In addi-
tion, research proves that learning capability is diminished over time by
learning multiple skills during time. “Cognitive load theory asserts that
learning is hampered when working memory capacity is exceeded in a
learning task (Sweller, J, 1988).” The nervous system in spite of being
slowed by time, is still able to acquire a new language as there are many
adult learners in a variety of ages ranged from 20 up to 60 in average.
Motivation and purpose cannot be prevented by physical, mental, or en-
vironmental barriers. As long as they exist, the process could be turned
into action with great pleasant results.

D. Lack of Immersion

Without living in an English-speaking country, many learners lack the
opportunity to practice English in real-life settings, making the prog-
ress slower and less natural. Most learners lose their motivation because
they believe that learning is not sufficient while not living in the target
country of the language which they are learning. Even creating English
environments could be flawed by the lack of fluency of participants
which might contain negative impacts of learning such as mispronun-
ciations and grammatical errors leading to wrong education. Since such
risk exists highly in adult learners, this issue is regarded as an empirical




negative factor. A solution to this negative possibility, this article sug-
gests utilizing the observation and the influence of expert and qualified
teachers monitoring the participants. If you are an adult learner without
a teacher or a supervisor to monitor your learning process and you have
doubt about the accuracy of your learning, checking the pronunciations
and grammar rules via online dictionaries and grammatical scripts such
as Oxford and Cambridge grammar books can be useful. Such self-cor-
rectness actions are necessary and helpful when there is no immersion
or less conflict with other speakers.

V. New Solutions and Innovations

Solving such barriers, mentioned so far, are not the only considerations
to facilitate learning as an adult; despite all challenges and limitations | &
of learning L2 as an adult, the development of technology has dealt a
great impact on facilitating the acquisition of second language for adult
learners. In other words, there are more facilities than challenges and
blocks while learning language. The reason is that technical and scientif- |
ic improvements in the 21st century include differentiations of learning |
process compared to the past as well. Scientists have been combining |
psychology and methodology compatible with the learners, resulting in ||
modern and digital programs that accelerate learning with a significant
feedback. This section introduces and describes the most trend digital

items of language-learning system:

'!
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A. Digital Learning Platforms

Apps like Duolingo, Babbel, and Memrise allow learners to study anytime
and anywhere. These platforms use gamification and repetition to help with
vocabulary and grammar retention. In my experience, using online platforms
like Duolingo helped me build a daily study routine. However, Due to sanc-
tions in our country, some apps might not support Persian for Iranian learn-
ers. However, there are alternatives for them that I find useful for my students
to improve their learning process. I personally have observed language apps
like Learnit and Shiva which are made for Iranians to learn foreign languag-
es, especially English, and I definitely suggest using these platforms as an
alternative to the traditional classrooms and an improvement tool for my stu-
dents with higher levels of motivation and learning speed, as well as the ones
who need more engagement, practice and observation.

B. Online Classes and Flexible Scheduling

Websites like Coursera and iTalki provide access to qualified teachers
and flexible lesson times, making it easier for working adults to attend
regular sessions. The economic and political barriers might interrupt the
access to all websites, but fortunately, online classes are available in al-
most every country. For instance, Language institutions in Iran provide
online classes to facilitate learning language for learners with limitations
of time or distant locations. In addition, human observation is always
more effective and purposeful which could lead to a faster learning pro-
cess. This article suggests joining online private classes with qualified
teachers to benefit the best possible online learning out of technology
associated with human observation and affordable budgets.




C. Community Learning and Language Exchange

Local language meetups and online conversation partners provide real-life
speaking practice. Platforms like Tandem connect learners with native -
speakers for mutual language exchange. A Chinese platform called Hel-
loTalk which has language lessons, as well as private and group meetups in
order to speak to random learners of language has been tested and proved
to be useful. Fortunately, this app works in Iran and Persian learners can
communicate with people around the world and strengthen their lingual
skills by talking online to foreign learners and native speakers.

D. AI and Adaptive Learning

Some advanced programs use artificial intelligence to personalize learning
plans based on a student’s strengths and weaknesses, making the process
more efficient. The most popular language platforms acquire Al for better
experience and impact of learning in their system. Derived from this con- |
cept, newer-built apps do the same process for their lesson plans in order
to personalize learning according to ID factors. Today, even the original
Al platforms have the ability to act as a teacher. For instance, in ChatGPT
one can ask the model to teach a language and take exams and tests during
or after each lesson. Although it cannot create an authentic educational en-
vironment, it functions as a great self-study method for learners, especially
the adult ones. Learning language with Al is one of the crucial changes
which appear in the future, which will be compared with traditional learn-
ing methods and newer methods will be derived from this global change.

E. Motivation and Goal Setting
Setting realistic and clear goals, such as passing an English proficiency
test (e.g., IELTS or TOEFL), helps learners stay motivated and tracks
their progress. As a language learner, motivation lies beneath the culture
of the language which has deep root in the literature and historical back-




ground of art such as music and poetry sang in the target language. While
the literature suggests adults have limited language acquisition capacity,
this consistent practice helped many people retain vocabulary effectively.
Additionally, a single goal does not lead to mastering a language per-
fectly. Good learners set multiple goals to achieve by learning a foreign
language. This not only accelerates the learning process, but also arouses
the motivation core of the learner him/herself.

V. Conclusion

While learning English as an adult comes with significant challenges,
there are solutions for each one. In addition, new tools and methods have
made it more accessible than ever. Time constraints, psychological barri-
ers, and limited immersion can be addressed through flexible digital plat-
forms, community engagement, and personalized learning systems. As
adult learners, our experiences and motivations can also serve as power-
ful assets in the language acquisition journey. With commitment and the
right support, success in learning English is entirely achievable. Looking
back, combining research-based strategies with personal reflection can
make any English learning journey both effective and fulfilling.
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Examining the Principles and Significance of Communicative Language Teach-

ing on English Language Education
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In the 1950s, Noam Chomsky challenged the behavioristic and struc-
tural models of language acquisition. He believed that humans are born
with an inherent and innate ability to generate and understand complex
sentences. In fact, language is not a series of habits, because humans
are able to produce new sentences that they have never heard before.
This perspective led to emergence of new methodologies in language
education. In the 1970s, language teaching has affected a significant
change.Teachers realized that learning grammar was not enough and
~ students need to communicate effectively in different situation, which




lead to the emergence of “communicative language teaching” approach.
It was influenced by linguists such as Dell Hymes and Michael Halliday
who viewed language as a means of communication and focused on the
importance of the functional use of language in social context (Hymes
&Michael, 1975).This approach emphasized on meaningful interaction
and practical use of language in real life which allow teachers to meet
the demands of language learners. This paper will examine the key con-
cepts, principles, and effective classroom activities of CLT in modern
language education.

Key Concepts of Communicative Language Teaching

The concept of CLT method is that the focus of language learning should
be based on communication and practical use of language rather than
merely memorizing grammatical rules. Communicative language teach-
ing method aims to foster an environment where students participate in
meaningful interaction.Communicative language teaching method helps
learners shared ideas clearly, apply language in meaningful ways, and
helps students experienced and understand how language is used natu-
rally in various situation.

e Communicative Competence by Dell Hymes

The term “Communicative competence” coined by Dell Hymes in 1972,
emphasized the need to understand language beyond just grammar.
Hymes argued that linguistic theory should include aspects of communi-
cation and culture rather than focusing solely on grammatical structures.
He defined communicative competence as the knowledge and necessary
skills for effective interaction within a speech community.
Communicative competence includes four components:

A. Grammatical competence: knowledge of morphology, syntax, phonolo-
gy,and vocabulary.

B. Sociolinguistics competence: knowledge of behavior and social rules in
different situation.

C. Discourse competence: the ability to communicate accurately, fluently,
and appropriately.

D. Strategic competence: the ability to solve communication problems by
some strategies.

* Functional Language Use by Halliday
Another concept that can be mentioned in connection with the CLT




method is Halliday’s functional theory, which states that language is a
tool for practical communication that learners use in everyday conver-
sation. Halliday defined several functions of language which are divided
into seven basic functions;that include regulatory, instrumental, interac-
tional, personal, heuristic, imaginative ,and representational function.
This perspective indicates the different ways that language is used in
communication and also encourages learners to participate in meaning-
ful conversation.

Principles of Communicative Language Teaching (CLT)

The principles of communication language teaching serve as the foun-
dation for successful interaction in real-life situation. According to these
principles, CLT method emphasizes on meaning more than form and
structure. Additionally, some features of it like integration of all four es-
sential skills, utilizing authentic materials, and a learner-centered envi-
ronment can enhance fluency, spontaneity in speaking , and confidence.
In the following, some principles will be described:

e Authentic Materials:

The materials used in CLT classrooms are authentic which refers to re-
sources that are created for real-life communication rather than teaching
for educational purposes. These materials include newspapers, videos,
podcasts, and etc.This helps students practice language that occurs in
real life, learn language in context, and make learning more relevant.

* Integration of Skills:

CLT approach aims to combine listening, speaking, reading, and writing
skills in learning and gives them confidence to use all skills at the same
time. Therefore, activities and techniques are designed in a way to mix
these skills to indicate how they are used in real context.This helps stu-
dents use several skills together rather than using them separately.

* Role of Teacher and Student:

In CLT classrooms, the teacher’s role is to encourage communication.
They act as advisors, facilitators, group manager, and observer of stu-
dents’ progress. On the other hand, students in this way of teaching are
active, negotiative, and autonomous. Therefore, students take responsi-
bility for their own learning.



e Use of Native Language in CLT Method:
In the approach of communicative language teaching, it is important to
use students’ native language in a thoughtful way. While it is possible
to use first language, teachers should focus on using the target language
as much as possible. This helps students feel more connected to the lan-
guage and promote their confidence and fluency over time.

Classroom Activities of CLT Method
Classroom activities that are commonly used in a communicative lan-
guage teaching classrooms include:

* Role Play:

In this activity, students take part in a role-playing game where they adopt
various roles, like ordering food at restaurant, buying ticket, and etc.This
helps talking practice, enhances fluency, and increases their confidence
in language use.This activity encourages students to communicate more
spontaneously,react faster,and and become more fluent over time.




e Information-gap Exercises:

In this activity, students pair up and each has different information. They
have to finish a task, solving problems, picture description by asking
each other question. This would help learners to enhance their commu-

nication and team-work skills.This gives students more opportunities to
speak actively, listen carefully, and improve their language skills.

. *  Group Discussion:

For this kind of activity, students work in small groups based on a given
topic. They share their thoughts, opinions, ask question, and respond to
each other, which increase collaboration and negotiation among them.

Students are divided into small groups of three to five members and

teacher should guides and supports them when students require help.

e Picture Strip Activity:

In this activity, students work in small groups with picture strips. One stu-
dent shows the first picture to the group and asks them to guess what the
second picture will show. Since the others cannot see it, they make pred-
ications and discuss how to express their ideas.This activity uses prob-
lem-solving to encourage students to share information and collaborate.

Conclusion

Communicative language teaching (CLT) was developed as a better way
to teach languages than traditional grammar-based methods. Instead
of focusing only on memorizing rules, CLT method emphasizes using




language for real communications. It was influenced by experts such as
Dell Hymes, who introduced the idea of communicative competence
and Michael Halliday, who introduced the functional roles of language.
Therefore, approach defined language as a means of interaction which
focuses on context and meaningful use of language.By encouraging the
integration of all four language skills (listening, speaking, reading, and
writing) and by using authentic materials, CLT creates a more engaging,
and learn-centered environment. Classroom activities like role plays, in-
formation-gap tasks, and group discussions help students improve their
fluency, confidence, and collaboration skills.
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A Ciritical Reappraisal of the Audio-Lingual Method in Language Teaching: His-
’. torical Evolution, Educational Value, and Integration with Modern Approaches

. \S

| Introduction
The Audio-Lingual Method (ALM) was widely used in language teach-
ing during the mid-20th century. It focused on listening and speaking
through repetition and drills, helping learners form automatic responses.
The method was influenced by behaviorist psychology, which viewed
learning as a habit formed through practice. ALM became popular in the
United States during World War II, when soldiers needed to learn for-
eign languages quickly. As it spread to schools worldwide, it became a
dominant method for teaching languages. Although its use has declined,
some of its techniques, like structured practice and pronunciation drills,
are still helpful today.




History of the Audio-Lingual Method

ALM was developed in the 1940s and 1950s, mainly in the United
States. It was based on the idea that language learning happens through
repetition and reinforcement. Skinner (1957) argued that learners could
acquire language by repeating correct sentences until they became auto-
matic. Bloomfield (1933) also supported the idea that language should
be learned as patterns rather than individual words. The U.S. military
applied these principles to train soldiers in foreign languages efficiently,
and soon, ALM was introduced in schools. By the 1950s and 1960s, it
had become one of the most widely used teaching methods.
Educational Value of ALM

ALM benefited beginners by improving pronunciation and fluency
through structured repetition. Lado (1964) highlighted how avoiding
translation helped learners think in the target language. By focusing
on error prevention and controlled practice, students built accuracy in
grammar and pronunciation. Its systematic approach made classroom
management easier and allowed teachers to track progress effectively.

Benefits of ALM

ALM had several advantages, especially for beginners. Lado (1964)
noted that repetition helped students improve fluency and pronuncia-
tion. Because learners frequently practiced sentence patterns and phras-
es, they became more confident in speaking. One of the key benefits of
ALM was error prevention. Since students only practiced correct sen-
tences, they were less likely to develop incorrect habits. Teachers con-
trolled the learning process by modeling correct language structures and
guiding students through precise drills. Another advantage was that ALM
encouraged thinking directly in the target language instead of translat-
ing from the native language. By memorizing dialogues and practicing
structured patterns, learners developed automatic responses, allowing
them to communicate naturally without hesitation. ALM also provided
a clear framework for lessons. Because it followed a systematic pattern,
students benefited from gradual skill development and consistent expo-
sure to language structures. The structured nature of ALM made it easier
for educators to assess progress and adjust lessons accordingly.
Challenges and Decline

Despite its benefits, ALM had limitations. Chomsky (1959) asserted



that language learning required under§\ ing and creative use, not just =
memorization. Richards and Rodgers (2001)\ noted that ALM did not
encourage real communication. Although learners could repeat phrases
correctly, they struggled to apply them in conversations.

Another criticism was that ALM relied heavily on memorization, which
limited students’ ability to produce original sentences. As newer meth-
ods like Communicative Language Teaching (CLT) gained popularity,
ALM was gradually replaced. CLT emphasized interaction and creative
use of language, making lessons more engaging and effective for long-
term learning.

ALM in Today’s Classrooms

Although ALM is rarely used as the primary teaching method today,
some of its techniques remain useful. Controlled repetition can help stu-
dents improve pronunciation and accuracy, especially when learning dif-
ficult sounds. Celce-Murcia et al. (2010) suggest that ALM drills can be
integrated with modern methods, such as task-based learning, to create
a balanced approach.

Some educators still use structured drills in exam preparation or begin-
ner-level instruction, where students need repetitive practice to build
confidence. In pronunciation training, ALM techniques can reinforce
proper articulation and rhythm in speech. Additionally, modern technol-
ogy allows educators to adapt ALM principles by using language apps
and Al-based programs that provide interactive repetition exercises.
While ALM is no longer dominant, its principles continue to play a role
in specific language learning contexts, especially when structured prac-
tice is necessary.

Conclusion

The Audio-Lingual Method was an important step in the history of lan-
guage teaching. It helped students develop fluency and accuracy but did
not focus enough on creativity or real communication. While ALM is
no longer widely used as a standalone approach, its structured drills and
emphasis on pronunciation remain useful in certain learning contexts.
Many aspects of ALM have been integrated into modern teaching prac-
tices, especially in beginner-level language instruction and exam prepa-
ration. By combining ALM techniques with communicative activities,
educators can create lessons that balance accuracy with meaningful in-




teraction. Understanding ALM’s strengths and limitations allows teach-
ers to adapt its methods, ensuring that students gain both fluency and the
ability to use language flexibly in real-life situations. Although language
education has shifted toward more interactive approaches, ALM’s influ-
ence can still be seen in structured learning techniques. Recognizing the
method’s contributions helps educators refine their teaching strategies,
making language acquisition more effective for learners today.
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Dear reader, in the previous issue the translation of this short story was
published; also, the magazine asked the students to think about the story and
send their insight about it. Here is a great one written by one of our students.
All of the literary short stories have complicated themes when one reflects
on the deeper levels of the meaning behind each element. The purpose of
choosing this short story for translation was to make you, our precious
readers, think deeper about the concepts portrayed by it. The magazine hopes
you would enjoy reading this critical essay and it would assist you in seeing
Mr Donald Bartheleme’s visiosn and his surreal portrayal of the cherished
absurdity of the capitalist world of our time.

In his short story The Zombies, Donald Barthelme uses absurdity and irony to
expose the emptiness of modern life. Written decades before the rise of social
media, Barthelme’s portrayal of people transforming into emotionless beings
feels surprisingly relevant today. In a world where individuals often perform
emotions online rather than genuinely experiencing them, the story’s themes
resonate more than ever. Through his ironic depiction of a society that accepts
lifelessness as normal, Barthelme anticipates the way social media encourages
surface-level connection, conformity, and the loss of authentic individuality. His
work serves as a chilling reminder of how easily people can slip into emotional
numbness while appearing vibrant and alive on digital platforms.

In The Zombies, Barthelme presents a world where the absurd has be-
come ordinary: people turn into zombies, yet no one reacts with shock or




resistance. Becoming a zombie—an emotionless, hollow figure—is treat-
ed as just another stage of life. Barthelme’s use of irony highlights how so-
ciety often accepts even the most unsettling realities without question. The
zombies ‘pass as human,’ suggests that people maintain the appearance of
normalcy even as their inner lives wither away. Through this absurd sce-
nario, Barthelme critiques a culture that values outward appearances over
genuine feeling, hinting at the dangerous ease with which people can lose
their emotional and moral depth when conformity is normalized.

The world Barthelme imagines in The Zombies finds a strong parallel
in the way people interact on social media today. On platforms like In-
stagram and TikTok, users often perform emotions—smiling, laughing,
celebrating—but much of it feels rehearsed or superficial. Just as Bar-
thelme’s zombies maintain the appearance of being human while lacking
true feeling, many individuals’ online present curated versions of them-
selves that mask emotional emptiness or disconnectedness. The constant
pursuit of likes, followers, and viral trends encourages repetition and
surface-level engagement rather than authentic self-expression. In this
sense, social media becomes a modern landscape of zombies, where con-
formity and performance replace genuine emotion and individuality.
Donald Barthelme’s The Zombies gives a powerful and unsettling pic-
ture of a society where emotional emptiness is normal-—a warning that
feels even more relevant in today’s digital world. Using absurdity and
irony, Barthelme shows how easily people can lose touch with their true
selves, falling into fake routines that hide who they really are. Social
media, with its focus on looks and trends, reflects the world in the sto-
ry, promoting repetition, sameness, and emotional distance. By making
these connections, Barthelme reminds us how important it is to resist the
pull of superficial living and to hold on to real emotions and a sense of
individuality, even when the world often rewards the opposite.
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A Spark in the Dark

Always we’ll find a spark
In the middle of the dark
In the midst of madness
Throughout all blackness
We’ll find brightness
Inside the dimness

Through thick and thin
Hope is born in darkness’ spin
A tiny spark of happiness
When all around is cold

I search for light like gold

Jicag




When all around is still and silent

I search for light like vibrant colors
Follow my dreams bold

Like the stories they told

Cause in the heart of the night
I saw the light
I saw pure hope like the clearest skies

And step by step, the dawn will rise
Its golden hands will warm my eyes
The wind will sing, the shadows fade
A brighter path will now be made

And though the night may come again
1l face it stronger than I was then
For once you’ve seen that spark ignite
You’ll never lose your will for light
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Abstract

Poetry translation has always been one of the most demanding types of
translation, with which translators should be extremely careful. Poetry
translation is not as easy as translating other types of texts. It is indeed
much more difficult to translate poetry because one has to cope with a
large number of terms that could mislead the readers concerning mean-
ing comprehension if it is not carefully translated. Poetry translation is
regarded as more challenging than other types of translation owing to
the significance of form and content that must be painstakingly attend-
ed to. Hafez, one of the greatest poets of all time, is considered second
to none by almost all great Persian literary scholars. So far, there have
been studies regarding the problems of translating Hafez’s sonnets from



Persian into English (Anushiravani & Atashi, 2013; Youssefi, 2009;
Malmir & Ahmadi, 2018). This study intended to investigate seman-
tic translation incompatibilities with the help of Newmark’s method
(1988) so that every sonnet can be examined semantically (verse by
verse, phrase by phrase, and word by word). Amidst the studies, there
are very few that qualitatively inspect the issue. To the researcher’s
knowledge, none of the preceding related studies have made a seman-
tic comparison of two types of English translations of Hafez between
a native translator and a non-native one. In this research, two sonnets
of Hafez were randomly selected to embark upon the semantic com-
parison between the translations of Shahriari (2005) and Bell (1897).
For every poem, each couplet was individually analyzed hemistich by
hemistich and word by word, so that the semantic compliance of each
couplet translation to the original would be precisely illuminated and
pored over. In this qualitative research, most of the semantic elements
of Newmark (1988) were adopted for the analysis of each poem. The
results of this study showed that the languages of translators have had
a marginal impact on their

comprehension of the Persian sonnets, and none of the translators have been
attentive enough to prioritize the semantic intention of the Persian couplets.

Keywords: Hafez, Newmark’s Elements, Poetry Translation, Semantic
Comparison.

Introduction

Bassnett (1990) maintains that translation calls for the transfer of
‘meaning’ that existed in one collection of ‘language signs’ to the other
assortment of language signs with adept use of the dictionary and gram-
mar. The process also necessitates a whole set of extra-linguistic crite-
ria. As a result, the necessity for communication encouraged people to
represent an inclination towards foreign language learning. Indeed, we
apply language to convey ideas and communicate with each other. The
crucial task of language is meaning, and also, in translation, meaning
has a central role. A translated text is to be read by readers in a totally
new language, but it should have the same eagerness and conception
as it had in the source language. It should have the same characteris-
tics as the authentic ones and stimulate its readers’ same reactions and
responses. So, it can be concluded that a translator should both be a




reader and writer simultaneously. According to Sewell (1996), Trans- |
lation is defined as a process in which one conveys a word or text from
one language into another. He also stated that it includes interlinguas =
relationships and cultural differences to transfer the source text into the
target language finally. In addition to that, Bahremand (2014) believes
that teachers should be mindful of the vital role that translation plays
in effectual communication, conveying ideas, and transferring culture.
Thus, the teachers should not ignore the significant semantic role of
translation in learning foreign languages. Among all types, when deal-
ing with translating poetry, translators cannot accomplish their duty as
easily as other kinds of text translations. Poetry is one of the most eu-
phonious linguistic devices that human beings have ever constructed to
embrace listeners’ ears. As a literary, semantic, and rhetorical medium,
it is beyond compare; as a means of preserving history, it has made an
immense contribution, the trace of which has been brilliant in most civ-
ilized parts of the world.

Poetry translation has always been one of the most demanding types of £
translation with which translators should be extremely careful. Even a
simple act of translation is combined with some difficulties and chal-
lenges. Poetry is regarded as one of the oldest types of literary texts. It
is adopted to represent the poet’s emotions. Hence, poetry translation is
not as easy as translating other types of texts. It is indeed quite more dif-
ficult to translate poetry because one has to cope with a large number of
terms which could mislead the readers with respect to meaning compre- = ¢
hension if it is not carefully translated. Poetry translation is regarded as
more challenging than other types of translation due to the significance
of form and content that must be painstakingly attended. Translating
poetry is not an uncomplicated task. It is comparatively more demand-
ing to translate poetry than other text types as it has some elements that
can influence its meaning. Fani (2020) believes that poetry translators
should be experts in what they are to translate as only a small amount of
inattention will bring about misunderstandings with respect to semantic
and aesthetic features of the poem. He stated that translators had better
rely on translating a poem into prose if they are not fully experienced
and skillful. Transferring meaning in poetry translation is a matter of the
utmost importance.
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humanitarian definition is the performances of power and the politi-
cal plans that have an impact on the translators’ stance and their clar-
ification of the text that they are translating. Simply put, they stated
that the translator cannot stay independent of the society in which he/
she is residing and is “chained in the web of discourses that decide the
marketability, reception, objectives and the audience of his translation”.
According to Toury (1978), the initial norm of a translator is to render a
translation that inevitably involves at least two languages and two types
of cultural traditions, i.e., at least two sets of norm-systems on each lev-
el. Consequently, the ‘value’ behind it may be interpreted as comprising
two substantial elements: (a) being a text in a language and (b) inaugu-
rating a representation in that language or culture of another language.

Accordingly, the translator of poetry must be well informed about these
things and grasp them acutely in order to do his job creatively. Accord-
ing to Raffel (2010), ‘the translator of poetry must be himself a poet’.
This fact is also honed in on by Tisgam (2014) who believes that the
poetry translators ought to be excellent at their own mother tongue lan-
guage and be submerged in its cultural and poetic depths. They should
also try to be on par with the original poet at all levels. Thus, they need
to be experts in both languages and make sense of the original text and
allow themselves to be absorbed in its distinctiveness. Together with all
the mentioned points, the translators must also be in conformity with
the poetic ambiance of the TL. This is why the author states that most
of the successful poetry translators are those who are poets themselves.

One of the greatest and challenging obstacles with which poetry trans-
lators face is semantic compatibility between SL and TL. Translators do
not stand a chance of unconditionally translating a poem in the source
language into a poem in the target one, as they encounter many linguis-
tic barriers that result in semantic incompatibilities.

Hafez, one of the greatest poets of all time, is considered second to none
by almost all great Persian literary scholars. For many years, many great
literary figures have craved a successful translation of their sonnets into
their own languages, especially English. Davis (2004) declared that
those translators like he himself that were experts in the English lan-
guage could not fully recognize or convey all Hafez’s semantic depth or
deep layers of meanings and, as a consequence, could not open all the
semantic intentions of the Persian sonnets for the English readers. On




the other hand, Persian translators have run into innumerable problems =
concerning meaning elucidation to foreigners

because of cultural and linguistic differences, together with the fact that
they are not as skillful and proficient as native English translators are.
Hence, he insisted on not translating Hafez’s poems because neither
Persian nor English translators can exhaustively translate his sonnets,
and this failure, he believes, can bring about semantic incompatibilities
between the Persian poems their English equivalents. However, such
studies have not focused on a clear semantic comparison between native
and non-native English translations of Hafez’s sonnets to indicate which
translation can be more acceptable semantically. Thus, a study amal-
gamating teaching methodology and translation should be conducted to
reach a logical conclusion about the semantic congruence of Persian and
English translations of Hafez’s poems.

Numerous studies have been conducted on the common fields of teach-
ing methodology and translation in Iran. But, little research has been
accomplished regarding the comparisons between native and non-native
English translators of Hafez’s sonnets. There have been some research-
ers who have focused upon the works of one specifically non-native |
translator (E.g., Anushiravani and Atashi, 2013) and analyzed his/her |
translations of Hafez’s sonnets from the angle of either critical discourse |-
analysis or discourse analysis; but no or few researchers have attempted |
to make semantic comparisons between native and non-native transla-
tions of Hafez’s sonnets to observe how far or how close the translations
are to the source language.

Hence, the present study evaluates the semantic aspects of a few trans-
lations of Hafez’s sonnets based on Newmark’s method (1988) of ana-
lyzing words, phrases, and sentences. Hence, from the viewpoint of se-
mantic compatibility, this study attempts to have comparisons between
two different renditions of Hafez’s translations: one from an Iranian
translator, Shariari (2005), and the other from an English translator and
writer, Bell (1897), who both have translated the sonnets from Persian
into English. So far, a large number of translators have attempted to
translate Hafez’s verses into English. In this study, I inspect only the
semantic elements of natural-language utterances, which are discourses,
and their component elements, such as words, phrases, verses, and oth-
er distinguishable semantic discourse constituents, to determine whose



translation is closer semantically to Hafez.

Therefore, due to the lack of research studies on the aforementioned
subject, it examined this issue by evaluating the translations of a native
and a non-native translator regarding semantic aspects in Hafez’s po-
ems. It is hoped that the present study will be an endeavor to see through
this perceived gap.

To all appearances, there is a semantic incompatibility in literary translation,
particularly in poetry translation, which sometimes brings about misunder-
standings for the readers of other languages. Hence, delving into the area of
the semantic aspects of translation could be very practical for both Iranian
and foreign translators as they can perform better and be more careful with
poetry translation. Accordingly, it has been attempted to compare the two
translators’ renditions of Hafez based on Nemark’s framework to see how
close or far they are from Hafez’s poems semantically.

Based on all the aforementioned points, the study made an effort to an-
swer the following questions:

1. How compatible are the two translations with the original in terms
of semantic propositions?

2. Which translator has become more successful in case of conveying
Hafez’s semantic intentions? Why?

So far, there have been studies regarding the problems of translating
Hafez’s sonnets from Persian into English (Anushiravani & Atashi,
2013; Youssefi, 2009; Malmir & Ahmadi, 2018). They have been mostly
focused on general literary translation problems, such as the insufficien-
cy of translation equivalences to convey meanings and forms, focus-
ing on some poems’ common themes, and comparing the original texts
with their target equivalents. However, this study, which is based on the
findings of the previous studies, intends to investigate semantic transla-
tion incompatibilities with the help of Newmark’s method so that every
sonnet can be examined semantically (verse by verse, phrase by phrase,
and word by word). A comparison between the original texts and their
equivalents and also elaborating on what every single part of the SL and
TL texts means, will help all translators to keep an open eye on how
they should be heedful of conveying the exact meaning of a text, espe-
cially literary ones, which are more troublesome. As a result, readers of
translated texts can better recognize the author’s intention and meaning.




Blatantly, the findings of this study will also pave the way for having
a clear and unobstructed view of the fortes and drawbacks of Persian
and English translators and will hopefully represent which translator
has generally been more successful in conveying the semantic aspects
of poems. It is reasonably expected that this study will be practically
significant to improve the Persian poetry translation by providing the
Iranian and English native translators with some clear and exact com-
parisons of the two types of translations.

In literary translation, semantic incompatibilities usually appear be-
tween the source language and the target one. As Jones (2011) declared,
Poetry translation involves controversial challenges, among which se-
mantic management by a translator is the most predominant one. Poetry
translators direct their attention to throwing light upon the source po-
ems’ layers of meaning so that they can manage to relay this meaning
clarification efficiently. Hussain (2020) stated that literary translation,
namely poetry, is among the most demanding tasks of translation, which
requires a translator to be prudent, specifically with respect to semantic
deviations. He believes that if translators are to choose between form
and content in some cases, they should prioritize content and cling to
the issue of semantic deviation.

In an overly different angle toward semantic analysis in poetry trans-
lation, Gadamer (1992) described poetry translation as an interpretive
procedure that could not be simply reproduced. Even though he talked
about “the fundamental gulf between the two languages™, confirming
that the translator “is always in the position of not really

being able to express all the dimensions of his text”, yet his description pre-
sumes the instrumental model: “[ T]he translator must translate the meaning
to be understood into the context in which the other speaker lives”.

In order to render explicating semantic comparisons between two trans-
lations of literary works, Maasoum and Davtalab (2011) have intro-
duced Newmark’s elements for semantic comparisons and recommend-
ed that translators adhere to Newmark’s elements so that the translations
of poems could be exhaustively analyzed. Also, Panou (2013) consid-
ered Newmark’s elements (1988) as the vanguard of literary transla-
tion that professionally and thoroughly equips the translators with the
criteria for semantic analysis. Indeed, Newmark (1988), in his method,




has brought forward a group of more or less exhaustive elements that
are helpful for semantic analysis and highlight the interrelationship be-
tween translation and language teaching.

Method

The reason for conducting this qualitative study is that although a large
body of research has been conducted on Hafez poetry translation, only
a few of them have compared Hafez poetry translations in terms of the
semantic adjustment strategies utilized by the translators. On the other
hand, most of the studies pertinent to semantic evaluation strategies
have not been conducted on comparisons between native and non-na-
tive translators of Hafez poetry. The researchers have so far investi-
gated the translation of Hafez by many different translators (Arberry,
1947; Bahrami, 2012); Bell, 1897; Clarke, 1974; Gray, 1995; Kashani,
1984; Smith, 1986). But, the present study has adopted qualitative fea-
tures in the design in which there is a semantic compatibility analysis
of ten sonnets of Hafez which have been randomly selected from the
two translators’ renderings (Shahriari, 2005; Bell, 1897) based on New-
mark’s method (1988). Not many translators have been able to translate
all the poems of Hafez. Among most of the Iranian translators who have
made an attempt to fully translate the poems, Shahriari has been able
to cover more types of Hafez’s poems. On the other hand, the afore-
mentioned non-native translator is selected since she has translated 43
ghazals (sonnets) of Hafez and is popular among many translators, as
Dalal (1995). So, in this study, ten common poems of Hafez translated
by both translators were adopted as the corpus of the study, together
with their English translations. Also, it has been attempted to look up
the words and phrases with the help of standard Persian and English
dictionaries so that the semantic comparisons would be more reliable.

In order to embark on this study, first, there are the original poems so
that readers comprehend the general meaning of each poem. Then, for
the couplets whose comprehension is difficult, there are interpretations
by Farshadmehr (2009), who has yielded an exhaustive yet illuminating
simplification for each Persian couplet. Afterward, the English transla-
tions of each translator were provided separately. Subsequently, the two
English translations of each couplet were semantically analyzed hemis-
tich by hemistich, and a semantic comparison between the renditions




of the native and non-native translators for every couplet was made
to clarify which translation is semantically closer to the original and
which one has deviated from the essence of the source language text.
Then, for each sonnet as a whole, there is a conclusion that elucidates
which translator has succeeded in conveying all or most of the semantic
aspects of the SL text to the TL. All of the semantic comparisons have
been established based on Newmark’s (1988) method, which has practi-
cal elements that shed light on the clarification of the semantic analysis
of each couplet and eventually each sonnet. As a result, the researcher
can clearly identify how close the two translations are to the original
sonnets in terms of meaning and semantic content.

In order to throw light upon Newmark’s method of Hafez’s sonnets for |
semantic analysis, it should be stated that Newmark (1988) has brought
forward a group of more or less exhaustive elements which have been
stated by Maasoum and Davtalab (2011), so that the poems can be fully
analyzed. These elements are as follows:

a. Transfer: “Transfer is the process of transferring an SL word to a TL
text as a translation procedure” ( Newmark, 1988, p.82).

b. Naturalization: This procedure takes the place of transference and
transfers the SL word first to the normal pronunciation and subsequent-
ly to the standard morphology of the TL. Also, it is a domestication
process that focuses on minimizing the strangeness of the translation to
the target reader. (ibid., p.82).

c. Cultural Equivalent: This strategy indeed includes an approximate |
translation where an SL cultural word is conveyed by a TL cultural
word (Newmark, 1988, p.83). However, they are close, not accurate.
Based on what Miremadi (1991) stated, “translation is a two-way pro-
cess: from one culture to another and from one culture to one’s own
culture.”

d. Functional Equivalent: According to Newmark, functional equivalent,
which is applied to cultural words, needs the adoption of “a culture-free
word”, occasionally, with a new specific term; it, accordingly, general-
izes or neutralizes the SL word. In other words, Functional equivalence
is considered to be the process in which the translator recognizes the
concept in the source language and generates a way to convey the same
concept to the target language (1988, p.83).




e. Componential Analysis: Componential analysis is described as com-
paring an SL word with its equivalent in TL, which has the same mean-
ing but is not an apparently intimate or one-to-one equivalent, by indi-
cating first their

common and then their differing sense constituent. As a general rule,
the SL word has a more particular meaning(s) than the TL one (New-
mark, 1988, p.114).

f. Synonymy: According to Newmark, synonymy is defined as a “near
TL equivalent to an SL word” (1988, p.84).

g. Shifts: This strategy concerns a change in grammar when a text is
translated from SL to TL (Newmark, 1988, p.86).

h. Modulation: In this strategy, the translators attempt to create the mes-
sage of the SL in the TL in accord with the present norms of the TL. To
put it another way, Modulation in translation refers to the technique of
regulating the words of the source text in a way that the final target text
goes along with the normal patterns of the target language. (Newmark,
1988, p.88).

1. Paraphrase: This involves explaining or amplifying the meaning of a
part of the text. (Newmark, 1988, p. 90) j. Notes: a note is additional
information in a translation which is a text situated at the bottom of a
page (Newmark, 1988, p.91).

The above elements of translation analysis by Newmark have been at-
tempted to provide researchers and translators with an accurate view-
point on both SL and TL texts. As a result, they will stand a higher chance
of success in text translation and text semantic compatibility creation.
It should be noted that some of the elements mentioned above, such as
transfer, cultural equivalent, functional equivalent, and synonymy, high-
light the interrelationship between translation and language teaching.

Results and Discussion

This section concerns the results of the study and also discusses the
findings. Semantic analysis of the translations by native and non-na-
tive translators is included here for each poem through the help of
Newmark’s elements (1988) discussed in the previous chapter. In this
section, the Persian original is presented first, and the two translated
versions are shown. Then, the two types of translations have been se-




mantically analyzed with reference to the Persian poems, line by line
and hemistich by hemistich, based on Newmark’s elements (1988). For
each poem analysis, we have only used those Newmark’s elements that
are needed and pertinent to the poem.
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English Translation by Shahriari
O beautiful wine-bearer, bring forth the cup and put it to my lips
Path of love seemed easy at first, what came was many hardships.
With its perfume, the morning breeze unlocks those beautiful locks
The curl of those dark ringlets, many hearts to shreds strips.

In the house of my Beloved, how can I enjoy the feast

Since the church bells call the call that for pilgrimage equips.

With wine color your robe, one of the old Magi’s best tips




Trust in this traveler’s tips, who knows of many paths and trips.
The dark midnight, fearful waves, and the tempestuous whirlpool
How can he know of our state, while ports house his unladen ships.
I followed my own path of love, and now I am in bad repute

How can a secret remain veiled if from every tongue it drips?

If His presence you seek, Hafiz, then why yourself eclipse?

Stick to the One you know, let go of imaginary trips.

English Translation by Bell

Arise, oh Cup-bearer, rise and bring to lips that are thirsting the bowl
they praise,

For it seemed that love was an easy thing, but my feet have fallen on
difficult ways.

I have prayed the wind o’er my heart to fling the fragrance of musk in
her hair that sleeps

In the night of her- yet no fragrance stays the tears of my heart’s blood
my sad heart weeps

Where shall I rest when still night through beyond thy gateway, oh
Heart of my heart

The bells of the camels lament and cry: “bind up thy burden again and
depart.”

Hear the tavern-keeper who counsels you: “with wine, with red wine
your prayer carpet dye.”

There was never a traveler like him but knew the ways of the road and
the hostelry.

The waves run high, the night I clouded with fears, and eddying whirl-
pools clash each and roar

How shall my drowning voice strike their ears whose light-freighted
vessels have reached the shore?

I sought mine own; the unsparing years have brought me mine own, a
dishonored name.

What cloak shall cover my misery o’er when each jesting mouth has
rehearsed my shame!

Oh Hafez, seeking an end to strife, hold fast in thy mind what the wise




have writ:
“If at last thou attain the desire of life, cast the world aside, yeah, abandon it!”
Semantic analysis

Delving into the first couplet of sonnet 1 of Hafez, in both transla-
tions, it is intelligible that Shahriari (2005) has attempted to be devoted
to the original sonnet and except for only a few added words in his
translation, the whole couplet is semantically close to the Persian one.
Indeed, Shahriari (2005) has included two words in his translation to
convey what Hafez intended to say. Words are “lips” and “path,” which
are not indeed present in the Persian poem. He has also forgotten to
translate the word “_2 ” which is an imperative verb and means twirl.
This avoidance in his translation ruins the intention of Hafez, which is
charming behavior by the cup-bearer. Nevertheless, Shahriari (2005)
has been careful with the semantic intentions of both hemistiches of the
first couplet. Based on Newmark’s elements (1988), Shahriari (2005)
has indeed attempted to provide the readers with a functional a cultur-
al equivalent. On the other hand, Bell (1897) attempted to add more
words to the first line and tried to convey the couplet’s intention, but
not what is present in the original poem. Words like “Lips”, “thirsting”,
“praise”, “feet”, and “ways” were inserted into the English translation.
However, according to the Persian interpretation of Hafez sonnets by
Farshadmehr (2009), neither in the first hemistich nor in the second
has Bell been faithful semantically to what Hafez intended to mention.
She has added some extra words to her translation that do not represent
what Hafez intended to semantically convey. Indeed, she has endeav-
ored to paraphrase the first line. Also, Bell has instead clung to mod-
ulation based on Newmark’s method (1988) since she has conveyed
the message based on the norms of TL. However, Bell (1897) has not
successfully rendered a cultural equivalent of the first couplet. She has
attempted to render a translation close to her own culture, which is not
in accord with the Persian language.

Regarding the semantic evaluation for the second couplet, Shahri-
ari (2005) has misunderstood the Persian couplet semantic intention;
while according to Farshadmehr (2009), the Persian poem refers the
fragrance or “perfume” to the hair locks, the translator has mistakenly
referred it to the morning breeze and as a result, English readers con-
sider the perfume to be a part of the morning breeze. In the Persian




hemistich, this fragrance is scattered when the morning breeze unlocks
the beautiful hair, while Shahriari (2005) has failed to digest and convey
the meaning. So, according to Newmark (1988), the process of transfer
has not been accomplished. There are independent verbs in both hemis-
tiches of the second couplet in the SL poem. However, Shahriari (2005)
did not include a verb in the second hemistich of the second couplet. Ac-
tually, he has not accomplished his goal in translating the second cou-
plet semantically. Based on Newmark (1988), translators are allowed to
use shifts in their work but not in an improper

way. The reader cannot make head or tail of the purpose of the sentence
when there is no verb. Regarding the semantic transfer of the second
translation, Bell (1897) has recognized the meaning of the first hemis-
tich of the second couplet, but she added impertinent words to her trans-
lation. In the second hemistich, Bell (1897) has utterly destroyed the
meaning of Hafez. As the Persian poem declares, the intensity of lovers’
passion towards the beloved increases when they notice her hair, while
Bell (1897), has misunderstood the second part of the second line by
stating that no fragrance can delay the tears of lovers’ hearts and con-
sequently, she has toppled the whole edifice of meaning in the second
couplet. So, according to Newmark (1988), Bell (1897) has failed to
convey functional and cultural equivalents, and as a result, the process
of transfer for the second couplet was broken up.

Delving into the third couplet, Shahriari (2005) has successfully recog-
nized and conveyed the Persian couplet’s intention. No interpretation
and no tautology can be noticed in his translation for the second couplet.
Indeed, Shahriari (2005) has transferred this couplet as closely and pre-
cisely as possible. Regarding Newmark’s componential analysis (1988),
there is a high amount of semantic compatibility between SL and TL for
this couplet. But, concerning Newmark’s elements (1988), Bell (1897)
in the first hemistich of the third couplet, has neither regarded modula-
tion nor attended to the semantic intention of the original hemistich. She
did not at all grasp the semantic intention of the first part of the third
couplet. However, she has rendered a clear semantic equivalent of the
second hemistich. Also, in the third couplet, there is too much redun-
dancy in her translation which utterly ruins did not convey the brevity
of the Persian poem.

Regarding the semantic deliberation of the fourth couplet and based on




what Farshadmehr (2009) has elucidated, both translators have more or
less conveyed the meaning. However, Bell (1897) has been more pre-
cise in selecting the words. For example, the word “dye” is appropriate
for clothes, but Shahriari (2005) has mistakenly chosen “color,” which
is a wrong application of this verb. On the other hand, since Shahriari’s
mother tongue is Persian, he knows the meaning of “Olse 2 whois =
indeed a clergyman, while Bell (1897) has inaccurately selected “tav-
ern-keeper” as a synonym for this word and has broken down the mean-
ing in some part. Concerning Newmark’s method (1988), both transla-
tors have made a mistake in synonymy; Shahriari (2005), because of his
English knowledge and Bell (1897), for lack of dominance in Persian.
Nevertheless, both translators have understood and conveyed the gener-
al meaning of this couplet.

Evaluating the fifth couplet, Shahriari (2005) has rendered an almost per-
fect translation in the case of semantic correspondence. Only a mistake
is noticed in his work for the second hemistich of this couplet; he has se- |
lected the pronoun “he” while the Persian couplet is talking about a group
of people. And also, it is not clear whether this group includes males, -
females, or a combination of both. Bell (1897), on the other hand, has not
been careful enough with the semantic transfer of the first hemistich. She
has changed the order of phrases in the first hemistich of this couplet, and,
in the case of the componential analysis of Newmark (1988), there is no
one-to-one correspondence between the original couplet and her trans-
lation. Also, Bell (1897) has misconstrued “<, )5 . as “the night I %
clouded with fears.” According to Newmark’s method (1988), she has © &
paraphrased the aforementioned phrase which is completely comprehen-
sible and disregarded the process of transfer and the order while she could
straightforwardly convey the Persian couplet into English.

According to Farshadmehr (2009), in the sixth couplet, both Shahriari
and Bell have conveyed the meaning. But, Shahriari (2005) has attempt-
ed to yield a precise rendition and to the point. No extra word or para-
phrase is seen in this couplet. Based on Newmark (1988), naturalization
is blatantly palpable in his work for this couplet. Bell (1897), nonethe-
less, has added redundant words to her translation which are neither
needed nor can they be justified their practice here. Although it is intel-
ligible that Bell (1897) had grasped the meaning of this couplet, she has
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added several unnecessary words such as “years”, “cloak”, “jesting,”,




etc., to her own translation. Even though her translation is function-
ally equivalent, adding an unessential paraphrase to this couplet has
distorted the brevity with which Hafez has been extremely careful.
Consequently, based on Newmark (1988), Bell (1897) has not properly
managed to convey the cultural equivalent of the Persian meaning to
English as there are many inessential words in her translation that cre-
ate a big gap between the two cultures.

Farshadmehr (2009) interprets the last couplet that if you want to have
God in your mind and have ease of mind, never forget Him; when you
encounter your beloved, you should abandon the world and what be-
longs to the world. Neither Shahriari (2005) nor Bell (1897) did grasp
the last couplet’s meaning exhaustively. Shahriari (2005) has used the
word “eclipse” as a verb, which is utterly irrelevant to what Hafez has
mentioned. And in the second hemistich, Shahriari (2005) has not men-
tioned anything about the world and what belongs to that. Instead, he
has translated the world as imaginary trips. Bell (1897) also has only
translated the final part of the second hemistich correctly. Since the
translators have not fully recognized the last couplet’s meaning, nei-
ther of them has transferred what Hafez meant plainly. So, according
to Newmark (1988), transfer has not been completely accomplished in
both translations.

In general, based on Newmark (1988), Shahriari (2005), in this poem,
has attempted to rather cling to naturalization, cultural, and functional
equivalents while Bell has preferably held on to paraphrase, functional
equivalent, modulation, and shifts.
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English Translation by Shahriari

At the gates of the tavern I saw the angels knock

Kneaded this clay we call human, and made it talk.

The residents of the Celestial Court and the heavenly bloc

Drank from the Wine of Love, with me, upon our common walk.
The earth and the skies could not keep this trust of the clock

Yet the poor insane me was stuck with such tough luck.

People find good reasons for the wars in which they are stuck
Since Truth they cannot see, to fantasies they would flock.

In our midst, thank God, the dogs of war are put in chains and locked up
The angels gratefully drink, gracefully dance, from block to block.
Fire is not a flickering glow that a candle flame would mock

Fire is the flame of a heap of moths that lightning has just struck.
None like Hafiz, the mask of deceitful intellect can pluck

Till the hair of the Bride of Verses was brushed lock after lock.
English Translation by Bell

Last night I dreamed that angels stood without the tavern door and
knocked in vain and wept;

They took the clay of Adam and, methought, moulded a cup therewith
while all men slept.

Oh dwellers in the hall of Chastity, you brought love’s passionate red
wine to me,



Down to the dust I am your bright feet’ step.
For Heaven'’s self was all too weak to bear the burden of His love God
laid on it,

He turned to seek a messenger elsewhere, and in the book of fate, my
name was writ.

Between my lord and me such concord lies. As this makes the Huris
glad in Paradise,

With songs of praise through the green glades they flit.

A hundred dreams of fancy’s garnered store assail me- Father Adam
went astray

Temped by one poor grain of corn, wherefore absolve and pardon Him
that turns away

Though the soft breath of Truth reaches his ears for two-and-seventy
jangling creeds, he hears,

And loud-voiced Fable calls him ceaselessly.

That is not the flame of Love’s true fire, which makes the torchlight
shadows dance in rings

But where the radiance draws the moth’s desire and sends him forth
with scorched and drooping wings.

The heart of one who dwells retired shall break, remembering a black
mole and a red cheek

And his life ebbed, sapped at its secret springs.

Yet, since the earliest time that man has sought to come locks of speech,
his goodly bride,

No one like Hafiz, from the face of thought, has torn the veil of igno-
rance aside.

Semantic Analysis

Regarding the semantic analysis of the first couplet of Sonnet 184 of
Hafez, based on what Farshadmeher (2009) has interpreted, Shahriari
(2005) has not clearly and exhaustively transferred the first couplet.
In this couplet, Hafez meant that angels kneaded the clay of human
with the wine of love and brought it into existence. However, Shahriari
(2005) has not grasped the meaning or has not been able to transfer
what Hafez intended to say especially, in the second hemistich. Conse-




quently, based on Newmark (1988), cultural and functional equivalents
have been disregarded in the

first couplet. Bell (1897), on the other hand, has added a redundant
paraphrase to the first couplet. She has neither understood the first
hemistich nor the second one. The phrase “methought” has been used
by her in the first couplet, which represents hesitation in her work. Not
only has Bell (1897) failed to transfer the meaning, but, concerning the
Newmark’s elements (1988), in case of componential analysis, she has
broken down one-to-one correspondence between the Persian couplet
and its English translation.

For the second couplet, Shahriari (2005) has rendered a translation that
is semantically close to Hafez but, he has added some words to his work
that somewhat devastates the intention of Hafez. Words such as bloc,
walk, common, etc., are not included in the Persian poem. Nonetheless,
his translation is semantically near to Hafez, and according to New-
mark (1988), Shahriari (2005) has been careful enough with naturaliza-
tion and functional equivalents. Oppositely, Bell (1897) has not has to
some extent, appreciated the Persian couplet intention, she but has been
thoroughly irresponsible for her translation. She has not been faithful
to the original poem and added anything her heart desired. Neither in
case of transfer, nor in case of functional and cultural equivalents has
she been attentive to semantic features. Indeed, Bell (1897) has only
grasped a general comprehension of Hafez in the couplet.

Investigating the third couplet, Shahriari (2005) has tried to hang on
to the rhymes so that the first and the second hemistich rhyme with
each other. However, by selecting this word, he has ruined the mean-
ing about which Farshadmehr (2009) interprets as the “trust of God.”
But, in case of the second hemistich, Shahriari (2005) has provided
the readers with a close English equivalent. Yet, the English readers
cannot make head or tail of his translation for this verse as the first and
the second hemistiches are interwoven. Bell (1897), on the other hand,
has clearly understood this couplet; yet, she has used too much para-
phrasing and included some irrelevant terms in her translation that have
toppled the edifice of brevity created by Hafez in the SL text. Based on
Newmark (1988), Shahriari (2005) has disregarded both functional and
cultural equivalents, while Bell (1897), in componential analysis, has
only dismantled one-to-one correspondence.




Shahriari (2005), in the fourth couplet, has tried to provide readers with
the essence of the poet’s intention, but according to Newmark (1988),
no transfer, no functional equivalent, and no naturalization are identi-
fied in this couplet. Farshadmehr (2009) states that since Islamic groups
could not find the right path, they decided to fight against each other.
Nevertheless, Shahriari has not clearly managed to convey the Persian
couplet intention, especially in the second hemistich. Bell (1897), sur-
prisingly, has translated the fifth couplet before the fourth one. How-
ever, adopting Newmark’s elements (1988) as a yardstick, she has de-
molished this couplet functionally, naturally, and culturally. Only some
redundant paraphrases are noticed in her work. In fact, Bell (1897) has
not at all recognized the fourth couplet.

In the fifth couplet based on Farshadmehr (2009), the poet is stating his
thanks to God as the differences between the old Magi and him were
settled, and as a consequence, Sufis commenced dancing and drinking
wine. But, Shahriari (2005) has neglected the important keywords like
Sufis and Magi and inserted some irrelevant words to his translation
that have been functionally correct and, according to Newmark (1988),
they are not culturally equal to the SL couplet. As a result, no one-to-
one equivalent is in his translation. Bell (1897), the same as Shahri-
ari, neglected to yield a close semantic rendition of Hafez. Instead of
“Sofis”, which is a clear and specific term selected by Hafez, Bell has
adopted “Huris”. She has only understood the word “dance” in this cou-
plet, and the rest has just been made up by herself. While the Persian
poem declares that happiness is by “Sufis” in this world, Bell (1897) has
used the word “Huris” as if it were in Heavens. So, hanging on to New-
mark (1988), Bell has not transferred the meaning and has not rendered
a functional equivalent.

Probing into the sixth couplet, Shahriari (2005) has painstakingly and
clearly transferred the meaning. The translation is very close to the Per-
sian couplet. According to Newmark (1988), cultural and functional
equivalents are present in his translation. Also, his translation seems
natural when compared with the Persian couplet. Bell (1897), however,
has perceived the meaning but too much paraphrasing has ruined her
work. Also, based on Newmark (1988), by delving into componential
analysis, it is intelligible that there is no one-to-one correspondence be-
tween the Persian couplet and Bell’s translation. Her paraphrases have




ruined her duty of accomplishing functional transfer. She has disregard-
ed synonymy, and no cultural equivalent is represented in this couplet.

Regarding the last couplet, and based on Farshadmeher’s interpretation
of Hafez, Shahriari (2005) has exhaustively conveyed the semantic in-
tention of the Persian couplet with reference to functional, cultural, and
componential equivalents of Newmark (1988). He has made an effort
to be as close as possible to Hafez in both hemistiches. Bell (1897) also
has made an attempt to convey the semantic intention of this couplet.
Moreover, she has used fewer redundant words and phrases. And this
could be the best couplet she has translated in this poem. Naturalization
and functional equivalent are palpable in her last couplet.

Concerning what is comprehensible in analyzing these two translations,
Bell (1897) has been more inclined to paraphrase and add some extra
information that is helpful and devastating for the readers. She has, in
many instances, deviated from clarifying the main issues of the SL text.
On the other hand, Shahriari (2005) has refrained from tautology, but
he has misunderstood Hafez’s intentions in many aspects. In addition,
improper selection of words and, in some cases, grammatical mistakes
have somewhat demolished Shahriari’s duty as a translator to convey
the semantic intention of the SL text.

Conclusion

Based on the evaluations, almost none of the translations are perfectly
compatible with the original poems concerning the semantic intentions.
However, there are some independent features in each type of translation.
Shahriari (2005) has attempted to provide the English readers with what
Hafez has intended to state together with emulating the brevity of Hafez’s
poems in his translations. In some instances, as evaluated here, his ex-
cessive adherence to versification and brevity has caused Shahriari to go
wrong and come up with some utterly impertinent renditions that are not
semantically close to the original poems. Moreover, he has misconceived
and mistranslated some of the Persian couplets due to his lack of enough
research on perceiving the exact intention of Hafez. Bell (1897), on the
other hand, has to a large extent relied on paraphrasing Hafez’s poems,
and in most of the couplets, she has only supplied the English readers
with a very general grasp of the poems. Also, she has misapprehend-
ed some parts of the Persian poems and consequently misinterpreted the



couplets when translating them into English. Changing the order of the
couplets when translating them into English is another semantic defect in
Bell’s translations which has deformed the whole semantic edifice Hafez
intended to build for readers. To put it another way, she has not been
faithful semantically to Hafez’s poems.

In summation, neither of the aforementioned translators has been en-
tirely successful in conveying Hafez’s semantic intentions; yet, Shahri-
ari (2005) has been more attentive in providing the readers with the
exact intention of Hafez. However, there are many cases in which he
has misrecognized the Persian couplets’ semantic intentions and solely
relied on his own recognition of them. As a result, he has failed to come
up with close semantic equivalents for those couplets. But, altogether,
Shahriari (2005) has been more faithful to Hafez semantically than Bell
(1897) as he has neither changed the order of couplets when translating
them into English, nor has he included too much paraphrasing in his
translations of couplets. So, Shariari’s rendering (2005) has been supe-
rior to and more successful than Bell’s (1897) semantically.

In general, seen purely from a teleological angle, and based on the con-
clusion of the researcher, all translators can convey the intentions of
poets from a source language into a target language provided that they
are experts in both languages they are to tackle and they have accurate-
ly recognized the semantic intention of poems and attempted to stay
as faithful as possible to them when translating them from SL into TL.
Furthermore, the style of a poet should be conveyed to the TL as long
as the meaning is not distorted. If a poet’s semantic intentions are not
conveyed in a work, the whole translation becomes worthless.
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Effect of Audio Recast on EFL learners’ Output Modification and Per-

ception of Recasts

Abstract

Corrective feedback is an indispensable part of language learning. Re-
cast is a common corrective feedback in which the teacher just repeats the
learners’ utterance minus the error without any explication. This study
aimed to investigate the effect of technology-mediated audio feedback on
EFL learners’ output modification- whether learners ignore, acknowledge,
or try to repair the error- and their perception of recast. A “‘fully-perceived’
corrective feedback is one in which the learner not only understands the
teacher’s intention but also the source of the error. A ‘partially-perceived
corrective feedback’ is one in which the learner understands the teach-
er’s intention without realizing the source of the error. Otherwise, the
feedback is said not to have been perceived. This study employed the
quasi-experimental approach. The participants were 40 male and female
EFL learners at a private language learning institute in Shiraz, Iran. They
were divided equally into two groups. The first group was provided with
corrective recast via audio, and the second group received recast in a con-
ventional face-to-face class. Retrospective recall interviews were used
to measure students’ perception of recasts. Recordings were made to
count and categorize students’ uptake -response to recasts- as ‘target-like
modified output’, ‘non-target-like modified output’, and ‘uptake without
modification’. It was found that technology-mediated audio and face-to-
face recasts were equally effective in triggering ‘output modification’.
Yet, there was a significant difference among learners’ perception of re-
casts in the two groups. That is, partial or full perception of recasts in the




face-to-face interaction was greater than that in the technology-mediated
audio-based interaction.

Keywords: Corrective feedback, recast, uptake, technology-mediated in-
teraction

Introduction
It is now generally accepted that language errors play a crucial role in both
the teaching and learning processes. Thus, an important role is played by
the so-called corrective feedback, the information that comes from the
teacher to the student and indicates the errors of speech or writing (Lys-
ter & Ranta, 1997). The ability of a teacher to use feedback in teaching
foreign languages is considered to be critical. Yet, new techniques and
tools, including new means of providing and receiving correcting feed-
back, are being developed that influence the actions and perceptions of
the participants in the pedagogical process (Chapelle, 2007). The concept
of ‘technology-mediated corrective feedback’ came to pedagogy in the
90s of the last century from the rapidly developing information process-
ing at that time (Yousefi, 2020). Since ‘technology-mediated corrective
feedback’ is mediated by technical means, there is no interaction between
the teacher and the students. This type of interaction entails a contradic-
tion: overcoming time and space is achieved at the cost of one of the
most valuable qualities of interpersonal interaction, namely the ability
to immediately see, feel and understand the direct reaction of a partner
to his words and behavior in the interaction process. In technology-me-
diated audio-based interaction, it is not feasible for the teacher to see the
student, and the other way round. Thus, it is now high time to address
the issue of means of providing feedback in digital environments. Digital
environments provide multiple means of providing corrective feedback
(Eslami & Derakhshan, 2020). Many studies have dealt with the forms
of feedback (Kukulska-Hulme, 2012); however, the means of providing
feedback still needs further research because studies  have shown incon-
sistent results so far (e.g. Chang & Hsu, 2011; Chinnery, 2006; Kukul-
ska-Hulme & Shield, 2008; Lee & Lyster, 2016; Traxler, 2007; Viberg
& Gronlund, 2013; Xu & Peng, 2017). Thus, the aim of this study is
to examine 1) whether there is a significant difference in EFL learners’
extent of output modification in response to the audio and face-to-face
corrective feedback, and 2) whether there is any significant difference in
EFL learners’ perception of audio and face-to-face feedback.
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Literature Review
Theoretical Background
The theoretical bases of this work are in interaction hypothesis devel-
oped by Long (1996). He argues that interaction facilitates acquisition
because the conversational and linguistic modifications that occur in this
relationship provide students with the input (information received) they
need. Foster (1998) argues that during the negotiation of meaning, when
students strive to communicate and are concerned with understanding
and being understood, their attention can be on both form and meaning.
Therefore, to make use of the possible benefits of interaction, students
may need to understand meaning, and also notice the difference between
negative feedback during receiving-input and producing-output.
Selinker (1972) reaffirms that errors are important components of lan-
guage learning and must be corrected to help students with precision in
the production of the target language. Students prefer to receive feed-
back from their teachers and also have a preference for a certain style of
feedback that they personally find most effective. According to Panova
and Lyster (2002), students maintain that they take into account the ex-
plicit ways in which they have felt pressured to self-correct, rather than
the ways that are implicitly modified by teachers without their noticing.
Similarly, Ellis (1994) shares the view that the acquisition process in-
cludes the steps of noticing, comparing, and integrating.

To explain how students progress from the mother tongue (L1) to an-
other language (L2), theorists such as Selinker (1972) have established
the concept of interlanguage. The interlanguage is a transitory state be-
tween L1 and L2. It has its own grammar, its rules of use and registers.
Once the student progresses in learning, he/she can formulate hypoth-
eses based on the state of the grammar of his/her interlanguage. When
the error occurs, the student revises or rejects the hypothesis by taking
into account the error and moves closer to L2. Error is seen as a natu-
ral and necessary part of the acquisition of the target language. When
someone learns another language, the errors they make indicate the level
of proficiency in that language. Without a doubt, the errors of a begin-
ner are more frequent and different from those of an advanced student.
Corrective feedback is considered to facilitate the development of the
interlanguage, since it provides students with opportunities to notice the
differences between output (information produced) and input (informa-
tion received) through the negotiation of meaning (Long, 1996).




Technology and language learning
Drastic developments of science and technology in the recent decades
have brought about inevitable changes in modes of education (Walker et
al., 2016). Computer Assisted Language learning (CALL) came into ex-
istence as a direct result of such developments. Recent years, however,
have witnessed the coming into existence of hand held devices such as
smart phones with capabilities of a personal computer, which gave rise
to the concept of Mobile Assisted Language Learning (MALL). The
term mobile learning is relatively new. At the moment in foreign peda-
gogical literature, there are several interpretations and definitions of mo-
bile learning. Originally it emerged as an aid to e-learning i.e., learning
over a network in which the content is transmitted over the Internet, au-
dio video cassettes, satellite TV, and CD. Traxler (2007) defines mobile
learning as‘““any kind of learning that occurs when the student is not in a
fixed, predetermined place, or learning that happens when a student uses
the power of mobile technology” (p. 1). Kukulska-Hulme and Traxler
(2005) note that MALL differs from computer-assisted language learn-
ing by the use of personal portable devices that make available new ways
of learning, focusing on the continuity and spontaneity of access and in-
teraction within various contexts of use. Thus, mobile learning seems to
belong more to students than to teachers; however, it is a known fact that
most students will face difficulties without the guidance and direction of
teachers. On this view, in mobile learning ‘mobility’ refers to technol-
ogies, the learner, and the content. Thus, mobility is understood as the
ability to overcome spatial and temporal boundaries (Traxler, 2007).

Corrective feedback

It was in the 1970s that researchers first started studying how teachers
provide corrective feedback in classes and learners’ response to the dif-
ferent forms of feedback (e.g., Burt, 1975; Ervin-Tripp, 1970). Light-
bown and Spada (1999) define corrective feedback as any indication to
students that the use of the target language is incorrect. This includes the
varied responses that students receive. According to Russel and Spada
(2006), corrective feedback refers to any feedback provided to learn-
ers from any source that contains evidence of learner error of language
form. It may be oral or written, implicit or explicit. Corrective feedback
1s either direct or indirect (Sermsook, Liamnimitr & Pochakorn, 2017).
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shows the location of the student’s error. These include (a) Repetition, (b)
Recast, (c¢) Explicit correction, and. (d) Giving answer. In the latter, the
teacher pushes the students to notice a language error in their response
and to target-like modified output. This group includes three types of
strategies: (a) ‘Meta-linguistic cues’, (b) ‘Clarification requests’, and (c)
‘Elicitation’ (Karim, K. & Nassaji, 2020; Lyster & Sato, 2010; 2013).

Recast

Recast is the most frequently used forms of corrective feedback. Accord-
ing to Lyster and Ranta (1997), recast is the least effective in achieving
the uptake, that is, a student response. It seems that in some cases, stu-
dents take the teacher’s recasts as correcting their content rather than
correcting errors for specific linguistic features. In addition, teachers also
repeat utterances that do not contain errors, which lead to a confusion of
the true intention of the modifications as corrective feedback. Moreover,
the repetitions of words, phrases or sentences could be taken as a simple
acceptance commitment and participation of the interlocutors in the dis-
cussion with others (Duff, 2000).

Means of providing corrective feedback

Learners can engage in a variety of interpersonal interactions through
their mobiles. However, several elements, such as the form of interac-
tion, have yet to be properly examined in order to account for how this
medium affects the acquisition of skills. Most teachers provide various
sorts of corrective feedback to their students as a potentially effective
teaching method, assuming that language learners should receive correc-
tive feedback. Oral (face-to-face or technology-mediated), written and
other forms of feedback are all possible (Eslami & Derakhshan, 2020).
Some technology-based means of providing feedback have been report-
ed to be more useful and provide a variety of options for L2 learning.
Culnan and Markus (1987) proposed that video-based conversations are
more meaningful than audio- or text-based interactions because the inter-
locutors may see more facial expressions and paralinguistic clues in the
former. It has also been argued that technology-mediated interaction in
various forms has the ability to assist learners direct their attention to the
job at hand, because additional environmental and nonverbal distractions
are missing in online classes (High & Caplan, 2009).
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Perception of corrective feedback
It is crucial to know whether language learners have a correct understand-
ing of the recasts offered by their lecturers or they see them as a non-cor-
rective move (Gass & Lewis, 2007). Complete acquisition of target forms,
according to Wallace and Gan (2020), requires learners to notice the cor-
rect form in the input presented to them. Positive evidence is specified as
the correct form of a target structure that points out the correct grammati-
cal form while negative evidence directs the learners’ attention to what is
ungrammatical and incorrect. According to Rassaei (2017), the medium
through which corrective feedback is presented has a strong influence on
the perception of error. In other words, the learner’s perception of the er-
ror indicates that the correction has been achieved, which improves the
acquisition of L2. However, failure to respond to the error does not always
suggest that the corrective feedback was ineffective, since the learners may
have internalized the correction even if they did not express it clearly.
Mackey (2006) maintained that there is a link between perceived cor-
rective feedback and L2 enhancement. Gass and Lewis (2007) state that
the learners who had an experience of learning a heritage language might
be more prepared for the perception of corrective feedback they receive
in learning a foreign language. Another factor that might be attributable
to the perception of recasts is the linguistic context where the recast is
provided. In other words, as a recast is detached from the original in-
teraction, it might be less perceived than a recast generated within the
meaningful interaction (Carpenter et. al., 20006).

Modified output

Modified output refers to the rephrasing or the reformulating of an ut-
terance as a response to feedback (Salomonsson, 2020).When teachers
provide feedback to the learners, they usually respond in a variety of
ways, called uptake. Lyster and Ranta (1997) defined uptake as “learn-
er’s utterance that immediately follows teacher’s correction and this re-
sponse might take different forms” (p. 49). Learners’ uptake can take
three different forms. Learners may understand the corrective move and
substitute their recent error with an accurate response (target-like modi-
fied output). They might produce an utterance that is still ill-formed and
requires a correction (non-target-like modified output). Moreover, they
may make no attempt in response to their teachers’ corrective feedback,




or they respond with words that are} / y cdback !(uptake
without modified output). However, : c/v : , ‘might

dificat be con-
t might not occur just be-
me contextual barriers
ected (Sheen, 2008).

ventional face-to-face interactions. The aim of this study is to see if learn-

ers’ modified outputs have any association with their accurate perception of

recasts in synchronous technology-mediated audio-based interaction. The

followings are the research questions dealt with in this study.

1. Isthere a significant difference in EFL learners’ extent of output mod-
ification in response to the audio and face-to-face recasts?

2. Is there any significant difference in EFL learners’ perception of au-
dio recasts and face-to-face ones?

Participants
A total of 40 male and female EFL intermediate EFL learners from a

private language learning institute in Shiraz, Iran, took part in the study. ~

They were split into two equal groups. Intermed\'affe EFL learnerrs were
chosen because to they were fluent enough to natrate a story, thogh not
accuate enough to do so without errors. Corrective recasts were given to
the first group through audio, while the second group received corrective

feedback in a regular face-to-face class. The youngestparticipant was 18 =

and the oldest was 30 years old.

Instrumentation
Audio recording




tion) and why they did (full perception). The stimulated recall sessions
were tape recorded for subsequent an\I

Data collection procedure
As the purpose of the study was to investigate the role of technology
mediation on Iranian EFL learners’ output modification and perception
of recasts, the following steps were taken to collect data.

The participants had already been participating in online classes on a
regular basis for six months because of the unavailability of face-to-face
classes caused by COVID-19 pandemic. They were asked to stay online
after their usual class time was finished. Then, there tales, namely Little
Red Riding Hood, Peter and the Wolf, and the Pied-piper of Hamelin,
were sent to them. They were asked to read them in ten minutes.The
participants were requested to read the three fairy tales and recount them
in English to their teacher/researcher. The teacher/researcher answered =
questions or confirmed information to assist the R&fthlpant in telling the
tale and identifying errors, as well as providing cotrective recasts on how
to utilize the target forms (a, an, the). !
According to Hashemi and Murphy (2004), in Engl h, articles are small

words that we put before anoun: “the”, “a” or “an.”’The” is used before oy

when you use the term for the first time; therefore it is called 1
article. “A” is used before nouns that start with consonants. ;'
before nouns that start with a vowel or vowel sound. If there

(Y982

between the article and the noun, you choose “a” or “an’




the words that come after the article, because everything depends on the
sound. For non-native English speakers, or even native English speakers,
the correct use of definite and indefinite articles can be the most difficult.
In the next step, the teacher contacted the lea
the learners were narrating the tales, the teache
rect their erroneous utterances, if any. The lear
to narrate stories, and they had also been pro
storytelling tasks, so that they would become fa
the task. It was decidedtg use only partial reca
geneity of treatment : Il the participants. Pr
that partial recasts are more likely to be perc
they have a narrower focus than full recasts
in each interview received approximately el
sions were recorded by the researchers for

Data analysis
First the audio recordings were listened to.
‘uptake without modified output’, ‘non-ta
‘target-like modified output’. When the
to the recast without realizing their teac
sponse was coded as ‘uptake without
ulated recall interviews were transct
were categorized to three groups,
ly-perceived’ 3) ‘not perceived’.
as ‘fully-perceived’ whenever t
and verbalize it. The second ¢
category, the participants wer
tention, but they failed to loca
‘not-perceived’. Here, the pai
corrective intention nor loca
jected to Chi-square analys

ied output’, and
layed a reaction
intention, the re-
’ Next, the sim-
icipants’ responses
ereeived’ 2) ‘partial-
omments were coded
1e source of their error
ally-perceived’. In this
eachers’ corrective in-
. The third category was
er perceive the teacher’s
or. The results were sub-
1stical significance.

Findings
The findings are reported
and inferential findings,
findings section, the freq
sented. In the inferential f

, namely descriptive findings
h question. In the descriptive
entages of the variables are pre-
on, Chi-square tests are reported.




Answering the second research question
The first research question asked, “Is there a
EFL learners’ extent of output modification in
face-to-face recasts?”

Table 1. Descriptive Statistics of Learners’ Output

Types of uptake
Groups Uptake without modified output Non-target-like modified outpt odified output
Group 1 (audio) 13 (14.54) [0.16] 21 (21.58) [0.02] [0.03] 190

Group 2 18 (16.46) [0.14] 25 (24.42) [0.01] ) [0.03] 215 /
(f2f)
Total 31 = 46

405
X?=.03931 P=.821579

Total

As table 1 shows, among the two means of p dback, the learn-
ers in the audio-based group produced targ
82.10% of their erroneous utterances, whe
this figure was 80.28%. It is concluded that
group were slightly more capable of corre
following a recast by their teacher. Mor:
all of the groups, the majority of the
target-like modified output since 80
corrected by the learners, 8.80% o
output, and 13.06% were regarded
other words, target-like modified
in all the conditions, and uptake
frequent. Finally, the learners 1
highest rate of modified outpu
To investigate the statistica
learners of audio-based and
modification, the simple

square analysis. The con
information: the observed
chi-square statistic for e:

€ous structures
he responses in
ons tended to be
€ responses were
arget-like modified
modified output. In
ost frequent response
1 output was the least
ondition conveyed the

e difference among the
in terms of their output
itted to Pearson’s chi-
provides the following
xpected cell totals) and [the




Table 3. Descriptive Statistics of Learners’ Upta

Perception of recast .
Groups t perceived  Total
Group 1 (audio) 20: 10.63% 190

Group 2 (f2f) 61:28 L A 19:8.83% 2’15
Total : 39:9.62% 405

Table 2 displays t ‘ frequency of the three c: ies in terms of recast
perception, i.e., 1) ‘fully-perceived’ 2) ‘partially-perceived’ as CF 3) ‘not

‘partially-perceived’ and 8.83 % as ‘not pereeived’. Accordingly, with
respect to perceiving the recasts, the learners.in the audio group out-
performed the other group since out of 190 episodes of recasts, 78 were
fully-perceived by this group. However, the number of recast episodes
in the face-to-face group was much higher than that in the audio group.
To investigate the statistical significance of the difference among the
learners of audio-based face-to-face groups in terms of their perception
of recast, the simple frequencies were submitted to Pearson’s chi-square
analysis. The contingency table below provides the following informa-
tion: the observed cell totals, (the expected cell totals) and [the chi-square
statistic for each cell].

Perception of recast = = & =
Groups Fully- perceived Partially-perceived Not perceived Total

Group 1 (audio) 78 (65.21) [2.51] 92 (106.49) [1.97] 20\(18,30) [0.16] 190
Group 2 61 (73.79) [2.22] 135 (120.51) [1.74] 19 «§0.70) [0.14] 215

(f2f)

Total 139 227 39 N 405

X’=8.7402* P=.01265 ’
estimatedié%l‘ P

in this table was .01265, which is lower than the alfa leve (\05 t

differences between frequencies and percentages were statis

of providing feedback (audio v.s. 2f) and perception of
perceived, partially-perceived, and not perceived). g




€ Was : gnlﬁcant differ-
FL learners in response
s no statistically signif-
icant difference in the : nod; yn between the learners
in the face-to-face a sult, it was shown that
audio-based method of providing correctlve f‘a back is just as effective
as the conventional face-to-face method. Moreover, irrespective of the
means of providing feedback, ‘target-like modified output’ was the most
frequent one. In contrast; ‘uptake without modified output’ was the least
frequent. Therefore, the anSwer to. the first research question is nega-
tive; that is, technology-mediate\ via audio as well as face-to-face
communications can be regarded as equally-effective in triggering modi-
fied output. The current findings are congru ith prior investigations
in the literature (e.g., Loewen, 2004; Loewen & Philp, 2006; Rassaei,
2017; Sheen, 2004). !
The second aim of the study was to investigate the learners’ perception
of recasts. The findings revealed that there was a significant difference

between learners’ perception in the two groups. That is, partial or full
perception of recasts in the ftf context was much more frequent than that
in the technology-mediated audio-based context. This finding is consis-
tent with those of prior research, pointing to the positive contribution of
recasts submitted through face-to-face instructional modes (e.g., Lyster
& Izquierdo, 2009). The results in not in agreement with those reported
by Yilmaz and Yuskel (2011), who found computer-mediated contexts

to be superior in this respect. ~ 7,
Our results can be compared with the findings ' eported recently in the
literature. Canals et. al. (2020) reported that teachers and learners found
corrective feedback in online classes less effective than that in con-
ventional face-to-face classes. Likewise, Kim (20K7) observed greater
amounts of learner—learner interaction, including corrective feedback, in
conventional face-to-face classes than in synchronous

ed communication (SCMC). Choi (2016) reported that -‘

gent Computer Assisted Language Learning (ICALL) sys

with a process-oriented corrective feedback function, the p

corrective feedback is less effective than in conventional




that seems to be incoherent with technology-based communication.
An additional finding of the present study was that the effect.of means
of providing feedback appeared to differ for fully- percelved and par-
tially-perceived recasts. A comparlson of the two types of! fa,erqeptlon

were more amenable to perception in general, most (62%) yv&
partially perceived. Indeed, partially-perceived recasts were rfmre than £
twice as many as the fully percelved ones in face to- face 1nteract10n In

ones. It is possible that when recasts are medlated b@i%c
are still ambiguous. However, when they are accompahr@l
gual features such as body language, they become .morgﬁ §
Hence, they become more likely to be fully-perceived. «
sion needed to be further investigated. X\ Ve :
Most importantly, we found greater amounts of recasts 1&%;@ oV N %
tional face-to-face cl tha \Lr}\ the technology- mbdlated aualb-ba s |

ords, Wi ‘Ff" o ot know whether the participants/in:
3 a‘@ a lengthler narratlon or not Therefor “v
1S t00 S00 u\
said that, thiS:m
classes w
In sum, th
in technol

mgs to ‘wﬂhngness to_eommunicate’.

5 '3
P

X7 ';,Vé@ﬁndlngs R ‘present study were as follows: (1) 5
8 > thrgt{gﬂ audio, recasts are at least as

effective jﬁt\A‘ = i ‘*‘}i’n triggering ‘output modifica-
tion’. One plausible Justlﬁcmg{%%' finding could be the potential

of technology-mediated 1nt§;§ﬁon through audio to reduce the learners’
stress levels and to prov1defhem with additional processing time to con-
template about the correct reformulation. Moreover, the positive effect
that technology brings about due to its accessibility and prevalence. (2)
The recasts provided through the audio-based technology-mediated in-
teraction appear to have lower perception potential due to the absence of
the teacher’s extra-linguistic tools.

Conclusion and Implications
This quasi-experimental study incorporated technology into CF research
so as to investigate the Iranian EFL learners’ uptakes provided by au-




dio-based technology-mediated means. The findings showed that au-
dio-based technology-mediated interaction is just as effective m triggering
‘output modification’ as conventional ‘face-to-face> means in gesponse to
teacher recasts. Yet, audio-based technology-mediated 1nterag§t‘kc) JIs less
effective than face to-face mteractlons in helplng learners to p&gcerv:' re-

nology-mediated audlo-based classes my not be advisable. By c%ﬁtrast 2 @
mixture of conventional and technology-medlated contexts may be more '
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A Humble Offering *

A scholar’s heart He bore,

For knowledge did He yearn;

And though He’s gone,

His love within my soul doth burn.
Alas! Alas!

A void

Remains.

A silence whispers_

Where His vibrant words once echoed. Yet
The memory of His radiant smile

On That day*, a bittersweet jewel,

And a constant source of inspiration
Remains.

This humble offering, a testament to his manners,
Dedicated with a tear,

To the memory of my Father,

Though absent, here,

Continues to guide my every

Intellectual voyage.
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Name: Dr. Saeb Shabani

Adjust Assistant Professor of English Literature at Shiraz University
In the great memory of dear Dr. Aziz Shabani: Poet, University
Researcher, and Literary Critic. May you rest in peace dear Sir




The Silent Inferno

N
‘1‘; In this fanfare of bear and the constant playing of dare,
i Through parades of masks and dictated tasks,

: ‘ Beneath piles of routine and deathless, repeating scenes,
Longing for oracles in the ruins of old,
But those voices have faded and will no longer hold.

Giving in to shadows of doubt and misguide,
Blind to the fire that burns inside.

In awe of the merit ascribed to each soul,
Yet chained by the luster of a distorted role.



Yet still, if th

For the calling has
Predominate in being,
Leading the spirit from d
No matter how long it has

Healing will come throug
In patience and calmness, th
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Learning a foreign language is definitely one of the most challenging and
unique experiences an individual can have during his life time. This expe-
rience is not at all the same for different learners, even those who learn a
foreign language in the same environment and under the same conditions.
As a result, learners observe linguistic achievements at different rates.

The reason for this variability can be a number of learner characteristics
defined as individual differences. They include all cognitive, affective,
and biological factors such as intelligence, aptitude, age, gender, atti-
tudes and motivation, language anxiety, learning styles, and strategies
(Mihaljevi¢ Djigunovic¢, 2009). VanPatten (1999) also stated earlier that
foreign language learning is a discipline which deals with language ac-
quisition through analyzing the psycholinguistic, cognitive, and social




. appre

nervous sy

53). Forcigng

anxiety (Macln

foreign languag

“anxiety creates

particular or specific s

With respect to cognitive fact

that among all cognitive facto

ing memory is a fundamental subst

ing memory, as a cognitive factor to
learning, refers to an active information
necessary to perform cognitive tasks inc
One of the practical features of wor
loss of information by further incoming
Dahraei, & Banner, 2003).

Recently, in the study of working memory cap cit pha-
sis has shifted to understanding individual difference lhelm, Hildeb-
randt and Oberauer (2013) confirmed that in educational psychology, one
of the most important variables which indirectly influence the cognitive
processes in learning is anxiety. There are various indicators to differ-
entiate the capacity of different people’s working memory (Daneman &
Carpenter, 1980; Conway et al.,2005). Many studies have so far been
conducted on what underlies individual differences in WMC (e.g. Un-
sworthand, 2007; Barrouilletetal., 2011; Oberauer et al., 2012). Research
indicated that effective WMC is different among individuals, which has
an impact on a wide range of cognitive tasks such as problem solving,
reasoning, and acquiring new vocabulary words (Cantor & Engle, 1993;
Conway & Engle, 1994; Engle, Cantor, & Carullo, 1992).Considering
individual differences, one can think of the possible role of anxiety in
WMC in performance as it has a limited capacity and is crucial in infor-
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tween

on a nNuUMOoE

Daneman and T

WMC to reflect

skills due to som

in practice, there

although this is an ongoing

Another factor studied in the

garding linguistic achievement, t

females out-performing but less 1

Rankin, 1994). With respect to cognit

females, there is evidence of an intera

tic-analytic styles (Riding & Al-Sanab‘

Riding and Grimley (1999) studied ma

ent cognitive styles: picture-speech and p C
found differences between males and females. cd™

that males are best on a separation of the channels’ nd words
which are received aurally while females were best on the single channel
of picture and words. This, in fact, hints at a fundamental gender differ-
ence in information processing which involves style. Yet, more work is
needed to clarify the possible gender differences in WMC when an affec-
tive factor, such as anxiety interplays.

Owens, Stevenson, and Hadwin (2012) did an empirical study on anxiety
and depression in academic performance. They intended to explore the
mediating factors of worry and working memory and to formally test
whether being worried can affect academic performance. The results of
the study should that there is a high relationship between the three as
one’s performance in general and academic performance is dependent on
how free of stress an individual is.

Linck, Osthus, Koeth, and Bunting (2016) studied working memory and




second language comprehension and production. They did a comprehen-
sive meta-analysis based on which they studied 170 related papers and
found that working memory and language production and comprehen-
sion are closely related.

Guvendir and Uzun (2023) investigated L2 writing anxiety and its relation
to working memory and task complexity in L2 written. The participants
were 126 learners of English as a Foreign Language, divided into low and
high-writing anxiety groups while their reading anxiety, working memorii@
capacity, and previous writing scores were kept equal. Each participa
completed two integrated L2 writing tasks with varying cognitive I¢ loa
Empirical findings of this study show that high L2 writing anx1
play a suppressive role on learners’ working memory, thereb i
reduced syntactic complexity in written texts produced. Furtherm
sistent with previous research, this study documents the n'f c
L2 writing anxiety and highlights the influence of bagh C
on L2 learners’ syntactic complexity in text produc ion

Rahmani Dogqaruni (2024) studied the effect of f: 1 |
(FLA) on English-as-a-foreign-language (EFL) stud'eﬁ’fé

ing of linguistic stimuli. The study was done on 179 upper-i
vanced EFL learners from different branches of an English langi
institute who were asked to fill out the Foreign Language Classri
Scale (FLCAS) questionnaire. The findings showed a statistically
effect of anxiety on cognitive processing of linguistic stimuli.

Conclusion

A considerable number of high school students experien
anxiety in learning English as a foreign language in Iran. Tl
factor might hinder the learners’ linguistic achlevement
itating effect of cognitive abilities of the learners. The pr S
an attempt to find out whether anxiety can be related t )

the available literature. The results indicated that th
tionship between WMC and anxiety level. In other w
learners have lower WMC. The implication of the
the capacity of the working memory is cruci
in the classroom, teachers should pro;
the learners to succeed better ins
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Q The Significance of a Post-Structuralist Approach in Analyzing Lite xts
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Introduction

Post-structuralism stands as one of the most influential, i
critical movements, which not only redefined the bc
criticism but also exerted a profound influence on phil
tics, cultural studies, and social theory. Emerging a
turalism, a school of thought that emphasized
structures in language and text and the d;, ea
alism fundamentally challenged these premises
structuralism’s significant contributions to
texts, post-structuralist critics contend
emphasis on structural stability-afig
Jacques Derrida and Roland B

l:



of signs, the discontinuity of mea 1 e of the reader,
questioned the very foundations o onal critica thought.

From a post- structurahst perspec ve \no longer perceived as a
twork of infinite refer-
-recursive process. Der-
nonstrated that no text
ii11 as every text con-

the postmodern era, are deliberately desighed to decenter meaning and
invite interpretive plurality. Texts characterized by non-linear narratives,
polyphony, and linguistic playfulness, provide fertile ground for the ap-
plication of post-structuralist analytical tools.

Drawing on a theoretical framework informed by the ideas of Derri-
da and Barthes, this study undertakes a qualitative analysis of If on a
Winter’s Night a Traveler by Italo Calvino to demonstrate the practical
value of post-structuralist criticism. This work is not only formally and
narratively subversive but, owing to its complex semantic layers and
disruptions of meaning, also invites multiple, fluid readings.

Italo Calvino’s If on a Winter’s Night a Traveler, is widely recognized as a
quintessential example of postmodern metafiction. This novel deliberately
blurs the traditional boundaries between author, text, and reader, turning the
act of reading into a reflective and self-conscious experience. At once playful

as an ongoing, interactive process, where every p0531ble cor
text is provisional rather than definitive.

Poststructuralist Reading of Italo Calvino’s If on a Winter’s N:
The novel stands as one of the most representative works




tematically dismantles classical narr guistic play,
unfinished stories, shifting perspectiv eader’s direct involve-
ment in the textual process. Calvino t s, In practice, central
poststructuralist concepts ath of the author” and
Bakhtinian polyphony, £

Calvino’s If on a W1/ fter’s Night a Traveler b directly addressing
the Reader, who has just purchased the novel and is about to read it. The
opening narrative is ‘abruptly interrupted, and each subsequent attempt
at continuation leads not to resolution but to an entirely new story. This
process unfolds across ten“distinct beginnings, each written in a different
genre—from political intrigue t ance, from mystery to fantasy—none
of which reach completion. Alongside *:\ e incomplete tales, the Reader
himself becomes a character, joining another re ader, Ludmilla, in a quest
to discover the true continuation of the book. 1T pursuit traverses pub-
lishers, translators, false manuscripts, and conspiracies, weaving stories
within stories without ever arriving at closure. Ultimately, the novel gath-
ers these fragments in a concluding chapter that withholds resolution, fore-
grounding instead the infinite, open-ended nature of narrative itself.

From its very first lines, the novel destabilizes the assumptions of the
complete text, the present author, and the passive reader. The second-per-
son address does more than serve as a narrative device; it is a theoretical
intervention that dismantles the boundary between the fictional world
and the actual act of reading. By positioning the Reader as a protagonist,
Calvino transforms reading from a transparent act of transmission into a
fractured, self-reflexive process marked by interruptions, deferrals, and
displacements. Meaning never arrives as presence but slides perpetually
across a chain of differences, echoing Derrida’s notion of différance.

On the level of language, Calvino’s prose shifts contintially in tone, style, and
register, generating a linguistic instability that is not a‘failure of coherence
but an intentional disruption of language as a transparent medium. Language
emerges instead as a field of play, a site where signs defer to other s1gn§}s

one fragment declares that the words on the page are like the\frace ¢
thing that cannot be fully captured, a content that itself resonates
ean reflection on the impossibility of presence in language.

Polyphony also permeates the novel. Each fragmentary story is na
distinct voice, but even in the seemingly unified first-person ac




the reader is left uncertain whose voice heard, or w ether the voice
belongs to a character at all or me y structural play.

The conclusion of the nov. olution. None of the ten
stories are completed [ closure is deliberately
transformed into a

of poststructuralist theory. I ts. Barthes’s decentering of authorial
authority, Derrida’s différance, and t 5 PO lyphonlc instability celebrated
in postmodern discourse. Reading the novel*becomes an event in which
the reader is compelled to move beyond passive reception, entering into
an active, participatory process of meaning-making that resists closure.

What remains is not disappointment at incompletion but a methodolog-
ical insight: literature is less a finished object than an event of reading,
and every ending is only a provisional pause between beginnings. This
recognition—articulated and dramatized through Calvino’s text—marks
the critical point where poststructuralist theory and literary practice con-
verge, offering fresh possibilities for rethinking the act of reading itself.

What emerges from this analysis is a shared recognition that meaning is
never the product of authorial intention but arises through the interplay
of textual signs and the active engagement of the reader. In Calvino, the
recursive structure of beginnings and interruptions compels the reader to
acknowledge the openness of interpretation itselfias the essence of narra-
tive. The reader is displaced from a position of passivity to one of respon-
sibility, where every act of reading generates a unique, contingent text.

Name: Dr. Vahideh Hosseini
Head of the Department of English Language and Teaching,
Higher Education




The Old Bachelor: Patriarchy
the Family
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IHE OLD BACHELOR &

In a memorable scene from the film The Old Bachelor Gholam Bastani
is performing a sword dance in a crypt-like, smoke-filled room crowded

occasion is celebratory: Gholam has succeeded in winning Rana. Th
song “Kurtanidze” is perhaps the most fitting soundtrack for this particu




Kurtanidze links the humiliation of sporting defeat with the loss of ter-
ritory. Gholam’s victory dance thus acquires an added symbolic charge:
Rana becomes the “Georgia” that has been reclaimed, the opponent
pinned to the ground in a wrestling match. Th nd of the drum evokes
rhythms of war and violence, but another voi :
Gurjia”- creates an erotic atmosphere and
between reclaiming occupied land and asse
an. What stands out most in this scene is the
in this all-male gathermg In the world of O
complicity and cam,a.—rlérle among men that
dismantle. Within Gholam’s circle of male f
over women, and sexual jokes all form a kin
brotherhood that reaches its peak expressi
dance becomes a symbolic act, reinforcing
the dominance of men within the hierarc

The scene concludes on a telling image.
depicting Rostam’s killing of Sohrab, o
ic episodes. The reference is unmistak
over Ali’s fate. This dynamic of male
and violence sets the stage for a broac

cost of exclusion
1archy in the film.

Homosocial Bonds and Male Comp
One of the defining features of
tie men to one another—bonds
icable, are in fact mechanis
of power. Gholam and his ¢
through drug use and by wa
heterosexual desire but up
men rooted not in love, bu
term homosocial refers tc
viduals of the same gend
this concept in her analy
the solidarity and intim:
anism for preserving m
ships often take the forr
partnerships and play a s
These men, through the

etwork of bonds that
rdly fraternal and am-
maintaining structures
masculine camaraderie
1s bond is built not upon
form of intimacy among
nsolidation of power. The
lationships between indi-
g men. Sedgwick introduced
ctures to demonstrate how
gen men can serve as a mech-
society. Homosocial relation-
), political alliances, or economic
¢ in reproducing gender inequality.
instrumental use of women, main-




tain a male-centered order in which women’s lives gain meaning only
in relation to men. In this system, women are either absent or appear as
objects of wagers, pleasure, or threat—pas between men like com-
modities. Sedgwick emphasizes that in these al bonds among men,
women function merely as tools or intermec (Sedgwick, 26).

ly from one of these
e shop to appraise

Gholam’s first encounter with Rana emerges
male-dominated spaces. She enters Ghamkh:
certain relics and asks him to help her find ¢
rent. Gholam, in the adjacent room, is dra
and begins to obsgp_i&%r in secret the entire
gaze is that of a predator stalking prey. Una
male-coded space, Rana becomes the targe
tention and is, in that moment, chosen as

The Weight of the Title: The Old Bachelor |
At first glance, the title The Old Bachelc efer merely to the
biological and social condition of a mi married man. Yet
when examined within the film’s broa atriarchy and vi-
olence, the term reveals multiple lay: on, exclusion, and
erasure embedded within patriarcha a culture, a “com-
plete” man is one who has marriec ten, and entered the
male power network. To remain & * then, is to deviate
from the approved form of masc carries with it a sub-
tle yet pervasive cultural reb this individual, though
chronologically aged, has re immature—a boy who
has never become a man. old bachelor is Ali, who
has been excluded from t 10mosocial relations. He
neither belongs to the cire 1S father’s friends—where
masculinity is defined t d the instrumentalization
of women—nor is he suc lationships with women. In
this sense, the title can b to a man who either refuses
to participate in, or has ing structures of power. Ali is
both a product and a cas chal culture. He is “old” in the
sense that there is no Ic of his entry into the male power
order, and “boy” becau s never granted him the symbol-
ic right to manhood. R | argues that men who are unable
or unwilling to embody orms of masculinity are relegated to



subordinate positions and are often symbohcally aligned with women
(Connell, 2005, p. 32).

Throughout the film, Gholam repeatedly fen
sult. At Rana’s party, perceiving himself in ¢
Gholam emphasizes Ali’s shyness and his
mestic tasks, mocking him at the dinner tab
how flushed his face has become. Rana, in
by drawing attention to the masculine feature
ther underscores Gholam’s competitive stre
with wearing his sons’ shoes—a detail that s
for the lengths he will go to insert himself in
even as a romantic contender for Rana’s a

zes Ali as a form of in-
mpetition with Ali,
cooking and do-

pts to defend Ali

Reza’s marginalization naturally ties into t
film’s title, which further reveals how exc
chal culture.

Reza: The Peripheral Male

Reza, the younger brother, initially appear
ing father and the more sensitive but soci
1s unmarried and stands on the fringes
the world of The Old Bachelor. His b
leave him vulnerable to Gholam’s ai
vacillating between reluctant comp
linity and a hesitant loyalty to his

In the framework of homoso
He is neither fully embraced t
side it; his wavering mirro
fines legitimacy through n
Over time, as he witnesse
and manipulation, Reza
ment with Ali at the film
homosocial ties embodi
hands of Gholam thus d
by illustrating how eve
fuse—or are unable—tc

veen his domineer-
JAlL. Like Ali, Reza
al order that defines
onomic dependence
of the film shows him
r’s oppressive mascu-

's journey is revealing.
etwork nor entirely out-
esisting an order that de-
1€ subjugation of women.
s of his father’s violence
shifts. His eventual align-
a rejection of the destructive
I his circle. Reza’s death at the
§ critique of homosocial society
ome its casualties when they re-
S brutal codes of dominance.

This focus on masculini sion naturally extends into the film’s
most shocking critique: 1 on of the family as a site of institution-



alized violence.

The Family as a Site of Violence

By subverting the traditional model of the Irat
es a portrait of the structure’s internal collap
reotype of the benevolent, self-sacrificing fa
cinema, Gholam is a selfish, drug-addicted,
has turned his home into a living hell for his
any idealized depiction of the family unit, B
dimly lit mise- en—scepjto illustrate how the
become a site of torment.

amily, the film sketch-
¢ the familiar ste- ]
prevalent in Iranian / :

ing alcoholic who

The film’s true monster is the father who r
cursed devil,” and murders his own sons, an
The camera’s repeated focus on a kitchen
imbuing the object with a chilling inevita
tradition of patricide with the Eastern trac
constructs a vision of the family that is
talized ideal—but one that feels deeply
of what happens within families and

de, the filmmaker
om the sentimen-
cting the realities

The film courageously dismantles the
warm domestic hearth. In one striki
vision after smashing the TV scre
flickers a program titled We and
as a mirror to the domestic even
lence within the home is so in
by an extraterrestrial not a ht
viewer to reconsider what i
us, the family, for all its po
function as a structure fo
as capitalism and patriar
which the father can abu

Women: Absence, Stere

In The Old Bachelor,
tioned as the object of G
partner but a prize—and
patriarchal, homosocial
relationship, but to asse

oting father and the
0 sits watching tele-
alf-shattered screen
als. The image serves
the magnitude of vio-
could be possibly done
Im pointedly invites the
. As Bell Hooks reminds
of love, can just as easily
and perpetuating violence
family to a small unit in

and achievement, is not a beloved
ecisely the structure of desire in a



1s male-dominated worl
. L
lana, the most prominent :

ngs about the ruin of everyone, including hers:

’s intentions, she accepts his money and a dish-
ultimately “sells” Ali for cash. Though she even-

et, it is rendered meaningless. The film also presents

her absent, corrupt, or reduced to passive spectators.

an in the bookstore who flirts with Ali—whose virtue he
y—emerges laughing from a locked room with the book-

‘her “purity” instantly undercut. Another female figure who

ned but never seen is Reza’s mother, whom Gholam claims ran
ith another man. By the film’s end, we discover the truth: she was

red by G},Jiolam and buried in the backyard.

isual grammar of the film reinforces this marginalization. In this
fi women are either absent, corrupt, or, at best, passive subjects of
gaze. ‘call the scene where Rana enters the courtyard, and the camera
gra ‘ ly reveals the gazes of Ali, Gholam, and Reza watching her from
different windows. In the world of the film—structured around gender
inequality—the pleasure of the gaze belongs to men, and women merely
display their readiness to be seen. At one point, Rana explicitly says that
she likes be ing looked at and admired by men. By contrast, Ali refuses to
accept mor ey and never sells his integrity. The painting in Ali’s room is
The Deac “"N 1st in the Tomb by Hans Holbein the Younger—an image
that symbolizes Ali’s purity, suffering, and innocence. In Rana’s room,
] “\\ ainting is Edvard Munch’s The Scream, highlighting her

NBlplessness as a modern human being.

oclastic'Cult Film

' can rightly be praised for its boldness in dismantling the
s surrounding fatherhood and the family unit, it can also

) K il 5 o
e on of the stereotypical image of women. Yet
Baraheni, through his unconventional narrative and
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A Note for Students of English

Forget the idea that studying English is just about grammar rules and
literary timelines. That’s merely the surface. You are here to learn how to
think. You are training your mind to read between the lines, to challenge
the obvious, and to hear the powerful silence behind the words. Every
text—from a centuries-old sonnet to a cutting-edge digital story—is an
invitation to a grand dialogue across time and culture. You are not a pas-
sive student; you are an active, vital voice in the most important conver-
sation there is: the conversation about what it means to be human.

Remember this: language is power. It is the very tool that builds our
realities. Right now, you are honing a rare and critical superpower: the
ability to wield words with precision, creativity, and integrity. In a world
drowning in information, your ability to analyze, synthesize, and com-
municate with stunning clarity isn’t just useful—it is essential. The future
doesn’t need people who can just write; it desperately needs thinkers who
can shape the world through their words.

Embrace the challenge. The most difficult texts—the dense poems, the
complex novels that twist your mind—are your greatest allies. That
feeling of struggle? That is not failure. That is the unmistakable sign of
your growth. Lean into the ambiguity. Debate fiercely. Write terrible first
drafts with pride, because revision is not about fixing errors—it’s about
discovering genius you didn’t know you had.

your voice? It is not just important—it is necessary. Whether you’re writ-
ing a thesis, performing on stage, or advocating for change, you are add-
ing your unique verse to the ongoing story of humanity. Your perspective,
forged by your experiences and passions, is a gift the world is waiting to
receive.

Let curiosity be your compass. Read voraciously, far beyond your re-
quired reading. Seek out ideas that unsettle and excite you. Join the de-




bate, write for the paper, immerse yourself in the living, breathing world
of language.

This journey does not end in the classroom. It echoes in every conversa-
tion you have, in every story you tell, in every moment you connect with
another soul. You are not just learning a language—you are learning to
listen deeply, to see profoundly, and to speak with unshakable courage.

So keep reading. Keep writing. Keep believing, with every fiber of your being,
in the transformative power of words. The world is not just waiting to hear
you—it is waiting for you to change it. Your voice is your power. Wield it.

Name: Dr. Ehsan Keihanpoor
Assistant Professor, Zand Institute of Higher Education




A

VD Sowols olgi dilel «Golo pSKhindg, S Cudgl pw) dod 4

YFAL VFF i — Y+ ¥ — ¥ s 505 climl— Yyt S o S 1 a3 )5
i gl Sl el o B oS S ik - Sos (e plaly bl e
e g R S RN i M
b oS g e olsie DWMF iy Jlw sz 48 (31l Ll
Ao ) odiungi g» Tlps i Gl a5 iy Ols 4 )L 03 95,5 il
o (S oL 69y ol ldsl g 5l ml ediwgs o) o ) STi0g5 iy
3o lidald 5, S oo Ledl aS uwio Lo S5 jl ) 5 (ole 2l
‘u*-"’—wl-" Owejy—e = Ll CagSs Lf‘-“JLw 245 (Slplee £53)lg05l
Iy ol lodgre = ke 45" ey Sailodal HLud ol o AAYA L5 VAY. I _m
seal b Jdod Eanits o N s |4 5o, 03, 5L
O3 eaalijs) 9b o)y o] i (e LB Sy > a0 0y S edly

1. Noam Chomsky

2. Understanding Power

3. The New Press

4. From Time Immemorial
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Interference of Second Language into First Language Linguistic Pro-

ductions




4

foreign language on the use of Farsi, the learners’ first language. The
research was conducted using a qualitative approach, drawing data from
seven English learners who came from varied educational and linguistic
backgrounds. Data collection methods included both direct observation
and structured interviews.

The findings revealed noticeable effects of foreign language learning
on the participants’ native language usage. Specifically, learners
demonstrated changes in grammatical structures and instances of lexical
borrowing from English into Farsi. These patterns suggest that the
process of acquiring a foreign language can extend beyond the target
language itself, subtly reshaping the way individuals engage with their
mother tongue. In conclusion, the study supports the notion that learning
a second or foreign language may influence—and at times interfere
with—a learner’s first language, highlighting the dynamic interplay
between languages in multilingual individuals.

Keywords: first language, LI, foreign language, FL, Linguistic
interference,  Transfer

1. Introduction
The primary objective of acquiring a foreign language is to develop the
ability to use it proficiently in real-life communication. Among the various
language skills, speaking and writing are considered the most crucial, as
they are productive skills that reflect a learner’s fluency and accuracy.
However, as learners become more immersed in the foreign language (FL),
it can begin to influence their native language (LV). This influence may
manifest in several areas, including pronunciation, intonation, vocabulary
choices, and sentence structure. Consequently, when fluent foreign
language speakers use their first language, traces of the foreign language
often become apparent in their speech, revealing subtle shifts shaped by
their second language experience. (Grauberg, 1997, p. 211)
The influence of a foreign language can manifest in various aspects
of a speaker’s native language, including pronunciation, intonation,
ocabulary choices, and sentence Structure ividuals become
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When individuals communicate in a foreign language, selecting precise
and contextually appropriate vocabulary is crucial for conveying intended
meaning and avoiding potential misunderstandings. In some cases,
equivalent words or expressions may be absent in their native language,
creating a linguistic gap. This often results in a phenomenon known as
borrowing transfer, wherein elements from the foreign language are
integrated into the speaker’s first language. Borrowing transfer illustrates
the influence of second language acquisition on previously established
linguistic systems, typically emerging through the adoption of foreign
lexical items, idiomatic expressions, or syntactic constructions. This
process exemplifies the fluid interplay between languages in multilingual
speakers and highlights how learning a new language can subtly reshape
the structure and usage of their native tongue. (Pavlenko, 2003, p. 51)
Acquiring a second language (L2) can have a noticeable impact on a learner’s
first language (L1), influencing various linguistic domains such as phonology,
morphosyntax, and semantics. Often, language learners are unaware of the
extent to which their L2 shapes their native language. Bilingual and multilingual
individuals may exhibit transfer effects, phonological shifts, and other language
behaviors that stem from their second language experience. These influences
are particularly evident during spoken communication, where elements of the
L2 may subtly alter the way they articulate thoughts in their L1. Ultimately, the
presence of a second language can reshape both spoken and written expression
in the first language, highlighting the complex interplay between languages in
multilingual speakers. (Pavlenko, 2000)
It is widely acknowledged that learning a second language (L2) can have a positive
impact on learners, enhancing cognitive flexibility, cultural awareness, and
communication skills. However, the process of acquiring a foreign language also
influences the learner’s firstlanguage (L1), particularly in areas such as phonology.
Research suggests that L2 can affect L1 phonological patterns in adulthood, with
variations depending on several key factors: the specific languages involved, the
age of participants at the time of study, age of L2 acquisition, duration and context
- of exposure, and the nature of L2 influence. Given tt nomena, the present
y aims to investigate how foreign lang e i ects learners’
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individuals are exposed from birth. Unlike second language acquisition,
learning one>s L1 typically requires minimal conscious effort, as it develops
naturally through interaction with caregivers and the surrounding environment.
Although children are not born speaking, they acquire language gradually,
guided and supported by adults. L1 is often referred to as the native language,
mother tongue, or primary language, and serves as a fundamental tool for
communication within a given society. While definitions of first language may
vary across disciplines, it is generally understood to be the language learned
earliest in life. In this context, the term «native language» (NL) is synonymous
with L1, representing the language acquired during early childhood and used as
the primary means of expression. ( Gass & Selinker, 2001)

Foreign language (FL) learning is fundamentally distinct from second language
(L2) acquisition, although the two terms are frequently used interchangeably.
The key differences lie in the sociocultural context of acquisition and the
linguistic background of the learners. A foreign language is typically one that
is not spoken in the learner’s immediate environment and is acquired in a
setting where the target language is not used for everyday communication. In
this context, FL learning usually takes place within the learner’s native country,
where the language is taught as an academic subject rather than acquired
through immersion. It involves learning a nonnative language alongside one»s
first language (L1), primarily through formal instruction rather than through
natural, communicative exposure.. (Kecskes& Papp, 2000).

2.1 The Effect of Foreign Language Learning on First Language (L1)

Many researchers have found that first language might affect second/foreign
language learning. LI effects could be negative and positive. It is mentioned that
the LI effects on L2/FLlearning give negative impacts on language>s grammatical,
lexical and/or phonological errors. However, L1 habits also give positive transfer
in acquiring foreign language habits. ( Littlewood, 1984; Hakuta 1993)

2.2 Elements of FL Learning effects on LI _
- Language learning is influenced by a range of factors,
ndividual characteristics and the environment
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when they struggle to express themselves accurately. Learners’ prior experiences
play a significant role in shaping their FL learning outcomes. These experiences
generally fall into three contexts: participation in bilingual education programs,
formal foreign language instruction, and immersion in environments where
the target language is spoken. Each of these contexts contributes differently to
the learner’s linguistic development. Overall, individuals with broader general
knowledge and diverse language experiences tend to acquire new languages
more effectively than those with limited exposure. (Lightbown & Spada, 2013).

2.3 Language Interference
Interference is the deviation of target language as a result of their familiarity with
more than one language. Interference is differentiated into psychological and
sociolinguistic. Psychological use the term interference refers to learners> habit
when they learn something new. While in sociolinguistics, interference refers
to language interaction, such as linguistic borrowing and language switching.
According to Lott (1983, p. 256) interference is defined as errors in the learners»
use of the foreign language that can be traced back to the mother tongue. (Dulay
1982)

Language interference refers to the influence of a learner’s first language (L1)
on their use of a second or foreign language (L2/FL). This interference can
manifest across various linguistic domains, including grammar, vocabulary,
pronunciation, accent, and spelling. According to Krashen (1981), interference
may function as a strategic tool for learners. He argues that when similarities
exist between L1 and FL, the first language can facilitate the learning process
by allowing learners to draw parallels between the two systems. In such cases,
learners often rely on their existing L1 knowledge to construct utterances in
the foreign language, particularly when their proficiency in the target language
is still developing. This reliance reflects a compensatory mechanism, enabling
learners to communicate despite limited mastery of the FL in the process of
learning. (Krashen, 1982).

 3.Research Methodology il
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observation sheet. The interviews were conducted using a qualitative approach,
characterized by flexibility and the use of open-ended questions. Each
participant was interviewed individually, and the interviews were conducted in
Farsi to ensure clarity and comfort for the subjects.

Observations were carried out multiple times over a two-month period. During
these sessions, researchers documented the participants> use of Japanese in
their daily activities. Notes were taken on blank sheets of paper, capturing
relevant situations and linguistic behaviors as they occurred.

The initial step in this study involved composing narratives based on the
participants’ language use. From these narratives, the analysis focused
specifically on utterances influenced by the foreign language (FL). To maintain
relevance and analytical precision, extraneous content was excluded, thereby
streamlining the data in accordance with the chosen theoretical frameworks.
Any issues or phenomena deemed irrelevant or outside the scope of the study
were deliberately omitted to ensure a focused and coherent investigation.
In the data display phase, information was systematically assembled,
organized, and condensed to support conclusion drawing and potential action.
In this study, the data were presented in narrative form, with specific words
influenced by the second language (L2) underlined according to a classification
of linguistic effects. This method allowed for a focused visual representation of
language interference within the participants> utterances.

The third step in the analysis process involved conclusion drawing and
verification. Verification was carried out as a reflective activity, occurring
intermittently during the writing phase. It consisted of brief mental
reconsiderations by the analyst, often accompanied by a return to the original
field notes to ensure consistency and accuracy in interpretation.

4. Findings and Discussions
As it was mentioned, foreign language (FL) learners may influence the grammatical
structures of their first language (L1). One observable tendency is the increased
use of complex sentence constructions, which may reflect t‘he syntactic patterns

cqulred through FL learning. In this context, th; e Orin matical outcomes
ide nt1ﬁed (1) enhancement of use, wh the foreign languag
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Miloo the Little Rider

own of Sunnyland, there lived a
vasn t the bravest or the prettiest, but
ny ‘_ one could evermeet. However, she

geouldn't ridea bike, and she couldn't swim.
?f'g’eous She was also so funny and everyone
yfriends but her best pal was Danny the frog.
o1, Miloo stepped out of the house to play with
g her pals riding their bikes freely and joyfylty,
Ve it a try, and become Miloo the bike rider.
WM [ borrow your bike??” asked itsy bitsy Miloo. “8ure thing”




*/ all the kids.
, panic set in. Her legs
moment when she felt
me???” she thought.

1

_ was the moment when she lost the contre
the wooden nearby house... No one expected
Miloo. She left the bike behind and ran home
Torn trousers, tearful eyes, a painful body.
vowed, “I'm not ever going to do that ag
She locked the door, skipped dinner that s¢
That night, little Miloo couldnt sleep. S
everyone watching, the tears, the torn ti
utterly humiliated. Unable to bear the
herself. The shattered dream of being al b
weighed heavily on her.
Finally, she fell asleep.
She dreamt...Little Miloo was riding h e.

Every kid in the Sunnyland was watchiig She could feel the breeze.
She could feel the sun.
And she could go wherever she wani
no pain...
Little Miloo woke up, feeling a miX3of €motions: shame, strength, and
fear, but this time she was more confident.
She wanted to do that. « Whatever if takeés. I'm going do that.» She said
to herself. “I may fail, I may succeed, buffat least, I'm going to try, I have
the stamina.” She thought. "
Miloo stepped outside slowly. No one¥vas out there. She saw the wall

. g9

and crashed the wall of
«l can't do this!» cried
ith everyone watchfng.
nd a broken heart—she

2

night, and went to bed. |
bpt recalling the moment:\
brs, the wounds. She felt |
e she had brought upon
ider, of being the bravest,

) fear, no doubt, no pressure,




S how to ride a bike.”
ock me...Are you?” Whispered li}le Miloo.
ach you how to ride and you're going teach me
do. Ismot it?» Said little Dalny.
ly agreed. Danny helped her get on the bike, and
) look ahead. “Here take the handles, and try to ride
there for you” whispered Danny. She took the bike, got
0 push. And push, and...

couldn>t do it again.” Said little Miloo. “Now all the kids are
ng g to mock me! I'm not funny Miloo anymore. I'm stupid Mﬁi)()!”
S outed poor Miloo. running to the house.
Crylng out loud, she ran into the house and lock the door. That m\ght
sleeping was getting even harder, she cried 10 sleep.
In her dream an older Miloo whispered in her@ar: “Sunshine! You're not
done with your dreams. :

[

You are the best but you didn't do your
day. Bikes are not scary and heights are
are petite but you have the power-here, ii
If I could do it, you can do it even better
Miloo reached to take her hands, but no
to shatter.

«Miloo!! Miloo! Wake up!» «Danny»s
Said her mom quietly.
«Mom... I don't want to go out. 'm#iever doing that again...» Cried
little Miloo. «Miloo I am here for yous Sa@id Danny. «Wesre going start
over and over»
«Now, take a deep breath and get on it. You may fall, you may not, but
yowre going learn anyway.» Whisperedlittle Danny.

Miloo wasn't eager anymore. She was tired, hopeless, and upset.
Walking was hard enough let alo ne bike riding. But she didnyt want to
let Danny down. «What if I fall again..3?» Miloo whispered. «Yowll go

ul 10

ther. Your hands and legs
r heart...You can make it.
se and shine pumpkin...

was there. The dream began

ng for you at the doorstep.»

You tried but not hard enough. Bikes aren'tS€@ry and neither are heights.\
| Tomorrow is a different |

|




«Come on, jump on it.
varm-hearted.

d Danny. Miloo felt
el better Danny.» She giggled. She grabbed the
ing the pedals and rode the bike. She could feel
on her soft skin, she could feel the joy. She felt
irst time, she felt strong!!

easier, the fear began to melt away, the joy filled

n back. «Yowre doing it right, why are you crying?»

yunded and I couldnyt ride a bike. Today, I'm over the
e I can fly. Maybe these are the tears of joy.» Said Miloo.

that.

asn't the same Miloo anymore. She
ust a little fear deep her heart, but she w

iloo was no longer afraid of heights.

- She wasn't afraid of swimming.

She wasn't afraid of riding bikes.

She had become a different Miloo.

She still was not the prettiest,

She still was not the smartest,

She still was not the best,

But, she was the only Miloo who faced

knew that nothing was gained without !

To all grown-up children who have suffel

never bent a knee

Miloo is me, and I am Miloo...

ars and defeated them. She
, and without pain... ‘
iled, but never gave up and
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Name: Maryam Atapour

Education: Bachelor’s Degree in English Translation _
Skills: Translation, English Language Teaching (EFL & ESL), |
Enghsh French and German




whose translation you just read. Raising V ry significant and
durable job. They are the future of Qut» ntry. Having a parenting
style which is suitable for : onsideration. Literary
short stories are writtes pective about human
nature and life. Thig/hort §tofy is no exCe . We hope reading this
interview would elaborate the importance of\‘ ng attention to even
the smallest details of a child’s behavior. Dr. Samira Rahpeima, the head
of the psychology department in Zand Institute of Higher Education,
kindly answered some ‘gL estions about this short story, regarding the
essential psychological sighssin a child’s behavior. Dear Dr. Samira
Rahpeima thank you for your ‘

J

N

him to adapt to new conditions, laws, and regulations. When ck i
school, they are expected to conform to the frameworks and




own desires, priorities, and needs. In response to such changes, some children
ese situations, appropriate
aging with students and
school environment.
sibility and failing to
to the intensification

may show and express adverse behaviors. In tk
responses from teachers and school staff—such as
clarifying the regulations—can facilitate adaptatior
Unfortunately, Laurie’s teacher, by neglecting this
adopt a suitable approach in addressing him, cont
of Laurie’s unsociable behaviors. It should also be n
such behaviors prior to entering school—that is,

environment—consultation with a child psycholog

2. What is the reason #‘;;ﬁly to ignore the signs

child (like Laurie’s parents) ?
Noticing and accepting a child>s flaws and mistakes
since a child>s behavior is a representation of the
when they observe that the result of their upbring
inappropriate behaviors, they might either attemg
do that») or justify it («it>s the teachens fault tha
way they distort reality and avoid accepting the

r a different name?
1 accepted by their
jon to a child only
¢/she might lose that
a mistake; as a result,
e told the story under
attention, approval, and

3. Why does Laurie tell the stories of what he
One of a child>s fundamental needs is
parents. When parents show their a
when they behave appropriately, the ¢
approval, attention, and acceptance
the child may resort to secrecy. L
someone else’s name out of fear of
acceptance—or out of fear of b

.on Laurie’s behavior ?

iren are punished without
en for which behavior they
ppressed by punishment for
stand what he can do instead
aying attention to the motives
attention and recognition, and
his behaviors. The teacher fails to
t. As a result, she not only fails to
es it by creating negative feelings and

4. Why did the punishments not
Punishment has a suppressive

understanding why their be
are getting punished. Temp
his bad behavior, without

of his bad behavior or witl
behind his behaviors. Lau
this need is one of the fact
acknowledge this need in |
reduce the behavior but actt

\\\\\



anger in Laurie, leading to his determination to take revenge on the teacher by
repeating and escalating his misbehavior.

5. What causes other children to ignore the wa gs and continue their
friendship with Laurie?

Laurie’s boldness and defiance of norms may
students. Moreover, it is possible that they, toc

Laurie’s behavior is wrong.

6. What was Laurie’s ivation for going agains
situation ? 4 ‘ ‘

Receiving attention and acceptance is one of t ntal needs of all
human beings and children. It is possible that La ation was to gai
the attention of the teacher and other students,
wrong way. Moreover, the desire for freedom anc xists in all h
beings. When people are placed in the formal e em, because they
must follow the same laws and regulations 1 and autonomy
become somewhat limited. As a result, they th disobedience.
Laurie>s disobedience might have been a re ations, laws, and
restrictions imposed in school.

; ling to the other
understand why

stream in ever

7. What is the reason for Laurie’s tempe in behavior and his
return to previous bad behaviors?

The teacher, by taking responsibility,
punishments and behaviors that le
Laurie to receive the attention a

Laurie’s bad behaviors decrease

ie, and putting aside
, made it possible for
as looking for; hence,
auries good behaviors
liminished. It should be
hild’s adverse behaviors,

were recognized and reinforcec
noted, however, that in the pr
fluctuations and returns to
behavior modification shou

re common. This is why
onsultant and carried out
over several sessions.

8. How can parents be more o d>s behavior ?

The parenting style is very i pting an authoritative parenting
style, parents not only sho ion toward their child, but also
dedicate time to them, talk: treat them with value and respect;
at the same time, they establ egulations that the child is required
to follow. In fact, alongside onate behavior, parents observe what M




the child is doing and ask him/ to ex this parenting
style, the parents do notabandon the child ’)/ / eir supervision
through excessive affection or apprval a frlendly approach, they

make a safe environment to dis ( ily>s matters. In addition,
parents’ communication awit] rtant factor that helps
them stay informed abdlt

at school. Communication with the child>s friends

supervise the childs behavior. k

The translator of the interview: Nastaran Saadat

Education: Bachelors Degree in English Translation

Skills: Translation, Creative Writing, Subtitling, Editing

Experience: Translation of various materials (poems, news articles,
official letters); working with subtitling software such as Subtitle Edit
and Aegisub, editing texts in both Persian and English; writing poetry.

The interviewee: Dr. Samira Rahpeima W
Assistant Professor, Head of the Psychology Department in Zar
Higher Education. "




ified characters.
The same rule applies to this play as well. Concepts such eeds

actors on the stage. The play is about Everyman who is sul
by death to start the afterlife journey. Everyman is metapl




ra, !

one is willing to be his/her fellow traveler. S/he gets upset, disappointed,
and scared; s/he confesses and good deeds, which is portrayed as one
character and played by one actor, becomes ng; together they get
ready for the eternal resting home. Good deeds|is the only companion
everyman can seek in the end. Death is close e think to all of
us. It is inevitable. No one knows what tom ‘brings. This play
was specifically chosen to be performed for ence because of
its subject matter. This play and its plot make ce think more
deeply about the meaning of life and what
How much do we th%}“ about the end of tl
prepared? -

These concepts are portrayed as characters
on the stage: a narrator (Samaneh Khaj yman (Maryam
Dorostkar), Good Deeds (Maryam Aali Mo Kindred (Zahra
Sadat Haqiqi and Mona Atrvash), Death (I mi), Knowledge
(Zahra Masoudi), Five Senses (Shakila Saf (Zohre Moradi),
and Beauty (Asal Najari). Dr. Atefeh K shvand was the
director of the play. Reyhaneh Malekma nt director who
managed the sound effect and many o  the help of our
great staff. The students practiced for be ready for the
show; their rehearsals include voice al gestures, voice
intonations, body genstures, and ete took an hour and
a half; Everyman’s plight to find a ould follow him to
his judgemnet was shrewdly tang plot of the play goes,
it is only Good Deeds who wo
Dr. Seyed Ebrahim Hosseini
Education, gave a speech a
certificate of appreciation. A
the audience, expressed thei
enjoyable it was for them
language. The audience ar
could find a link that wou
dialogues and exchanges
so that the audience anc
language could understas
progressing. The student:
Baran Javanmardi, Ebtes
Mohammadi, and Dr. Ateft

n Institute of Higher
esses with gifts and
oth the performers and
¢ performance and how
hing a play in English
yen a ticket on which they
e Persian translation of the
S was purposefully executed
Of majors other than English
ay was about and how it was
ed the play are Hediye Pasand,
, Seyed Mehdi Khalilinia, Aali
orkashvand. Also, the performers’



parents and friends were among the audience; and it was amazing to
see how proud they were of their daughters. The play was performed
twice and it was received very well. Many its showed eagerness
and excitement to participate in the next proj Viany students from
other universities were in the audience as wel , many respected
professors from other universities accepted o and honored us
with their presence.
Especial thanks go to these wonderful human;
this project: Dr. Seyed E
Sedighi, Mr Shaha
and Miss Zohreh




Picutres of the play




Dr. Shiva Sedighi

Dr. Atefeh Karami Torkashvand




Death and Everyman

Kindred, Everyman, and Death watching them form the shadows




Good Deeds, Everyman, and Death




Five Senses rejecting Everyman for the afterlife journey.




All of the characters saying goodbye to Everyman
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Final Words

To have a better future for our dear cot
of well-informed, sympathetic, and reasona dividuals. Universities
are one of the greatest organizations for this purpose. In Zand Institute
of Higher Education, Department of English Language and Literature
this goal is a priority. This magazine tries to follow the same dircection
as well.

Ttranslationis askill that would improve over time and by more practice.
This magazine provides translations and discussions about different
methods, so that the students would hopefully be more motivated and
learn better. One of the factors, which has the utmost importance, is the
content of the texts that are translated by the students. Therefore, this
magazine strives to help the students, not only by improving their skill
of translation, but also by giving them food for thought simultaneously;
thus, they would be contemplating on the content of the translation that —~
they read. This is the reason why the translation-of Charles by Shirley
Jackson was chosen to be published in this issue\ This short story deals
with children’s psychology. An interview was \conducted about the
psychological issues mentioned in this story. Many of the readers will

, the socie‘ty should consist

knowledgeable about the importance of wise parenting.\Fher
interview can be very helpful and elaborationg about the

which is a wonderful example of comparative study in tr.
it contributes a valuable perspective in this field. Man
benefit from it especially because it is a great approach in

e =




poetry. It is written by two great |

learning from the best; especially b NS

durable job. In addition, The Fate ¢ nest Intellectual by Noam
Chomsky was chosen speeit ; an d for the same reason;

them the pleasure of thinking and viewing this important subject from
a different lenz. Chomsky is one of the most prominent writers in the
world. He is well-known in many different fields\such as linguistics
and philosophy. He\was born to a Jewish immigrant family; thus,
reading his opinion about the situation regarding Israel and Palestine
is very invigorating. In Politics and the English Language, George
Orwell explains how euphemlsm sed in political debates. How
politicians and the media suger-coat uncémfortable or taboo opinions
or events, is criticized by Orwell. This can be seen almost all over the
world escpecially about this issue. Dear media .and politicians please
do not suger-coat this; innocent children, women, and men are drying
not because of ‘malnutrition’, but because of ‘hunger’ which is a man-
made disaster and on purpose.

All of the texts mentioned above are very useful for the students of
other majors as well. English literature students can also benefit from
reading these texts. They are expected to be great thinkers to become
great writers. Another one of the texts, that can make their minds dwell,
is a literary criticism of The Old Bachelor. The movie is very debatable.
This magazine hopes to provide the reader with a greater understanding
of the movie. Plays are another component of dramatic literature. A
play is a communal experience. It is written to be performed and
recited out loud. English Language and Literatt Ire Department strives
to give the students the needed prospect to understand the meaning
of a communal experience in dramatic literatuke. That is why our
students performed a play in Enghsh The content of the play was very

literary talents; therefore, their poems and writings are p
give them confidence and 1nsp1rat1on ;




this matter. New methods of teaching Enghish
invented and discussed worldwide; m 1ng 0n11ne learning.
] P puld provide the readers
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