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•            welcomes contributions of original  (not previously 
published) works of interest in the disciplines of Translation 
Studies, TEFL and English Literature along with related reports, 
news, profiles of eminent faces, book reviews and creative 
writings. 

 
• The contributors are expected to submit their works for the 

coming issue no later than Khordad 20, 1387 (June 09, 2008)  
•  Prospective authors are invited to submit their materials to the 

journal E-mail address: Threshold@inbox.com 
 
• The manuscripts are evaluated by editor of each section and at 

least two referees from the advisory board. 
 

• The editors require the following format style: 
 

 Informative title  
 Abstract (150-200 words)  
 Key words (3-5 words)  
 Introduction ( 500-800 words)  
 Background or review of related literature 

(1500-2000 words)  
 Methodology ( 500-800 words)  
 Results and discussion (500-700 words)  
 Notes and references 

 
 

 The name of the author(s) should appear on the first page, with 
the present affiliation, full address, phone number and current 
email address. 

Submission Guidelines
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 Microsoft word 2003 is preferred, using Times New Roman font 

and the size of 11 with single space between the lines for the 
abstracts, and the same font with size of 12 with 1.5 spaces for the 
body of paper. Graphics can be in JPEG or PSD format. 

 
 Footnotes should only be used for commentaries and extra 

explanation not for giving references. 
 

  The references should be listed in full at the end of the paper in 
the following forms: 

 
Reference to books: author’s name, year of publication, title, place of 
publication: publisher. 
 
Reference to an article in an edited collection: author’s name, year of 
publication, “article title” first and last page numbers, editor’s name, 
place of publication: publisher. 
 
Reference to an article in periodicals: author’s name, year of publication, 
“article title” full title of periodical, volume number: first and last page 
numbers. 
 
Reference to technical reports and doctoral dissertation: author’s name, 
year of publication, title of report or dissertation, location of institution: 
institution.       
 
Reference to website: author’s name, year of publication, “article title” 
access date: website address. 
 

• The Editorial Board accepts no responsibility for the opinions and 
statements of the authors.   

 
 



 

 

Editorial 
 

 
 
After months of academic and executive endeavor, the second and third issues of “Threshold”, 
published simultaneously, is at hand. Those who are familiar with the first issue see this one both 
revolutionary and evolutionary in form and style. This is the result of a lot of change that has been 
made in the structure of the journal. New students have been introduced as editors in charge of the 
main sections. New parts have also been added such as profile, news, and translation workshop. 
More importantly in this issue, we have the informative interview with Prof. Sokhanvar, professor 
of English literature in SBU English Department. The interview, along with some general 
questions, mostly deals with the interaction of translation and literature and touches on some current 
theories that have influenced both areas. Structurally, we have added another group to our board 
and that is the Advisory Board. It is an honor for us to cooperate with renowned lecturers and 
academic staff of our department in this regard. I hope this academic venture will benefit all the 
members in Editorial Board and also the students in English Department and bring about 
promotion in academic level of all the students. At last, I see it as necessary to express my 
gratitude from the academic staff, Prof. Sokhanvar, Prof. Baleghizade, Dr. Anani Sarab, 
Dr. Fatemi, Dr. Ahmadzade, Dr. Nojoumian and also Dr. Mollanazar, our respected 
lecturer from Allame Tabataba’i University, for the care they took and attention they paid to this 
newly established journal of the department. I also would like to appreciate the graphic artist and 
designer of this issue, Ms. Doosti, for all the responsibility she underwent while doing the 
burdensome task of designing the journal. It is true that without patience, support and precious 
advice of the editorial board as well as the advisory board the quality of the work would not have 
been as it is.  

 
Editor-in-Chief 

Mehdi Mashayekhi 
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The Principles of  
Lexical Approach 

 

Sepideh Farshchi∗ 

 

 
 
 
Abstract 

The lexical approach to second language teaching has received interest in recent 
years as an alternative to grammar-based approaches. The lexical approach 
concentrates on developing learners’ proficiency with lexis, or words and word 
combinations. It is based on the idea that an important part of language 
acquisition is the ability to comprehend and produce lexical phrases as 
unanalyzed wholes, or “chunks,” and that these chunks become the raw data 
by which learners perceive patterns of language traditionally thought of as 
grammar (Lewis, 1993). Instruction focuses on relatively fixed expressions that 
occur frequently in spoken language, such as, “I’m sorry,” “I didn’t mean to 
make you jump,” or “That will never happen to me,” rather than on originally 
created sentences (Lewis, 1997). 
Key words: lexical approach, lexis, lexical units, corpus linguistics 

 
 

                                                 
∗ Shahid Beheshti University Post Grad. Student, Teaching  

 sepideh_f62@yahoo.com 
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The principles of the Lexical Approach have been around since Michael 
Lewis published ‘The Lexical Approach’ 10 years ago. It seems, however, 
that many teachers and researchers do not have a clear idea of what the 
Lexical Approach actually looks like in practice. Course materials are, at 
long last, showing signs of moving away from the prescriptions of the 
traditional course book. A sea change has taken place in recent years in 
the way language teaching and learning is viewed, and course book 
writers are beginning to reflect this. The “natural English” syllabus 
(Oxford University Press, 2003), compiled by Ruth Gairns and Stuart 
Redman, is a good example of this, for it chimes in with more 
contemporary theoretical perspectives, which view the acquisition of 
lexis as the driving force behind language learning. This represents a 
challenge to the traditional assumptions behind generations of course 
books underpinned, as they have been, by inherited and highly durable 
grammar-centric notions of language learning (arising from a written 
model of the language based on the grammar of written English). 
 
 
 
 
 
Language teaching has traditionally viewed grammar and vocabulary as a 
divide, with the former category consisting of structures (the present 
perfect, reported speech) and the latter usually consisting of single 
words. The structures were accorded priority, vocabulary being seen as 
secondary in importance, merely serving to illustrate the meaning and 
scope of the grammar (Sinclair & Renouf 1988). 
     However, a number of studies (e.g. Altenberg 1990; Erman & Warren 
2000; Kjellmer 1987; Pawley & Syder 1983) have shown that the 
Chomskyan notion of a native speaker’s output consisting of an infinite 
number of “creative” utterances is at best a half-truth: in fact 
prefabricated items form a significant part of a native speaker’s spoken 
and written output. Only this can account for what Pawley & Syder 
(1983: 193) call the puzzle of nativelike selection: a native speaker’s 

The concept of lexis 
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utterances are both “grammatical” and “nativelike”, and while only a 
“small proportion” of grammatically well-formed sentences are 
nativelike, that is, “readily acceptable to native informants as ordinary, 
natural forms of expression”, these are the sentences which native 
speakers produce. It would seem, then, that speakers need both a 
prefabricated, automatized element to draw on as well as a creative, 
generative one—both “idiom” and “open choice” components (Sinclair 
1991). 
     Once the importance of prefabricated language is acknowledged, the 
traditional grammar/vocabulary distinction becomes problematic: as the 
above studies show, native speakers are prone to using much of the same 
language over and over again rather than starting from scratch each time 
they speak/write. Therefore, the term lexis refers to the strings of words 
which go together (i.e. prefabs and collocations) as opposed to the single 
words language teaching traditionally called ‘vocabulary’: rather than 
consisting of a repository of content words, lexis is not easily 
distinguishable from the concept traditionally labelled as ‘grammar’ (e.g. 
Singleton 1997). This fuzziness suggests that lexis is more powerful than 
was once thought, and hence deserves a higher priority in syllabuses. 
 

The lexical approach makes a distinction between 
vocabulary—traditionally understood as a stock of 
individual words with fixed meanings—and lexis, 
which includes not only the single words but also 
the word combinations that we store in our mental 
lexicons. Lexical approach advocates argue that 
language consists of meaningful chunks that, when 
combined, produce continuous coherent text, and 
only a minority of spoken sentences are entirely 

novel creations.  
     The role of formulaic, many-word lexical units has been stressed in 
both first and second language acquisition research. They have been 
referred to by many different labels, including “gambits” (Keller, 1979), 

  Types 

     Of 

Lexical 

Units 
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“speech formulae” (Peters, 1983), “lexicalized stems” (Pawley & Syder, 
1983), and “lexical phrases” (Nattinger & De Carrico, 1992). The 
existence and importance of these lexical units has been discussed by a 
number of linguists. For example, Cowie (1988) argues that the existence 
of lexical units in a language such as English serves the needs of both 
native English speakers and English language learners, who are as 
predisposed to store and reuse them as they are to generate them from 
scratch. The widespread “fusion of such expressions, which appear to 
satisfy the individual’s communicative needs at a given moment and are 
later reused, is one means by which the public stock of formulae and 
composites is continuously enriched” Lewis (1997) suggests the 
following taxonomy of lexical items:  
 
 

 
Words (e.g., book, pen) 

Polywords (e.g., by the way, upside down) 
Collocations, or word partnerships (e.g., community service, 
absolutely convinced) 
Institutionalized utterances (e.g., I’ll get it; We’ll see; That’ll 
do; If I were you . . .; Would you like a cup of coffee?) 
Sentence frames and heads (e.g., That is not as . . . as you 
think; The fact/suggestion/problem/danger was . . .) and even 
text frames.  

      
Within the lexical approach, special attention is directed to 

collocations and expressions that include institutionalized utterances and 
sentence frames and heads. As Lewis maintains, “instead of words, we 
consciously try to think of collocations, and to present these in 
expressions. Rather than trying to break things into ever smaller pieces, 
there is a conscious effort to see things in larger, more holistic, ways” 
(1997). 
     Collocation is “the readily observable phenomenon whereby certain 
words co-occur in natural text with greater than random frequency” 
(Lewis, 1997). Furthermore, collocation is not determined by logic or 
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frequency, but is arbitrary, decided only by linguistic convention. Some 
collocations are fully fixed, such as “to catch a cold,” “rancid butter,” 
and “drug addict,” while others are more or less fixed and can be 
completed in a relatively small number of ways, as in the following 
examples:  
Blood / close / distant / near(est) relative  
Learn by doing / by heart / by observation / by rote / from experience  
Badly / bitterly / deeply / seriously / severely hurt  
 
 
 
 
 
A lexical phrase is a group of words which forms a grammatical unit of 
some kind and which exhibits a degree of ‘inflexibility’. As to the last 
feature, some lexical phrases are totally ‘frozen’ (unchangeable) while 
others are rather variable:  
Invariable phrases: by and large, as well, let alone, so be it  
Somewhat variable phrases: Don’t rock the boat, She’s rocking the boat… [rock 
the boat = ‘disturb the institutional status quo’] 
     It is often claimed that certain long clichés are remembered like single 
items of vocabulary, e.g., There’s no time like the present; Never a dull moment; 
It never rains but it pours, God only knows. If so, there can be lexical 
sentences. (Multi-word lexical unit would therefore be a better term than 
lexical phrase.)3  
     Some lexical phrases are highly idiomatic (i.e., unguessable from 
component words)—e.g., by and large (= ‘generally’). Others are not—
e.g., pick up a bad habit (whose meaning can easily be guessed by a learner 
who knows a common meaning of each word in the phrase).  
     In terms of form, lexical phrases are categorized in various ways. 
Here is one—  
● Polyword –     at any rate, by and large, as well [= ‘also’]  
● Frame or slot –       the [adj.]-er the [adj]–er, as [adj]….as,  

    Some Characteristics of Lexical Phrases 
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● so [adj]…that… ,  
● Little did…realize that…  
● Sentence head – Could you.....,    God only knows wh-…  
● Sentence tail - …,  if  you  would., …      and so on.  
● Cliché  There’s  more  than one   way  to    skin a cat.  
      

Some lexical phrases have ‘speech-functional meaning’. For example, 
Could I…? has the function in speech of introducing a request. Others 
have lexical meaning, which is to say that they are directly definable. 
Phrasal (or multi-word) verbs are like this. For instance, bump into is 
definable as ‘meet by chance’.  
     As with vocabulary generally, lexical phrases may be formal (Would 
you mind if…?) or informal (Put up or shut up, Gimme… = ‘Give me…’, 
D’ya wanna…? = ‘Do you want to…’).  
 
      
      
 
 
 
 
 
 
In the lexical approach, lexis in its various types is thought to play a 
central role in language teaching and learning. Nattinger (1980) suggests 
that teaching should be based on the idea that language production is the 
piecing together of ready-made units appropriate for a particular 
situation. Comprehension of such units is dependent on knowing the 
patterns to predict in different situations. Instruction, therefore, should 
center on these patterns and the ways they can be pieced together, along 
with the ways they vary and the situations in which they occur. 
     Activities used to develop learners’ knowledge of lexical chains 
include the following:  
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●Intensive and extensive listening and reading in the target language. 
●First and second language comparisons and translation—carried out 
chunk-for-chunk, rather than word-for-word—aimed at raising language 
awareness. 
●Repetition and recycling of activities, such as summarizing a text orally 
one day and    again a few days later to keep words and expressions that 
have been learned active. 
●Guessing the meaning of vocabulary items from context. 
●Noticing and recording language patterns and collocations. 
●Working with dictionaries and other reference tools. 
●Working with language corpuses created by the teacher for use in the 
classroom or accessible on the Internet. 
 
 
 
Lexical approach 

   The Lexical Approach develops many of the fundamental 
principles advanced by proponents of the Communicative Approach. 
The most important difference is the increased understanding of the 
nature of lexis in naturally occurring language, and its potential 
contribution to language pedagogy. 
 
Key Principles 
 
 

●Language consists of grammaticalised lexis, not lexicalized grammar.  
●The grammar/vocabulary dichotomy is invalid; much language consists 
of multi-words ‘chunks’.  
●A central element of language teaching is raising students’ awareness 
of, and developing their ability to ‘chunk’ language successfully.  
●Although structural patterns are known as useful, lexical and 
metaphorical patterning is accorded appropriate status.  
●Collocation is integrated as an organizing principle within syllabuses.  
●The central metaphor of language is holistic – an organism; not 
atomistic – a machine.  
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●It is the co-textual rather than the situational element of context which 
are of primary   importance for language teaching.  
●Grammar as a receptive skill, involving the perception of similarity and 
difference, is prioritized.  
●Receptive skills, particularly listening, are given enhanced status.  
●The Present-Practice-Produce paradigm is rejected, in favor of a 
paradigm based on the Observe-Hypothesize-Experiment cycle.  
      
Contemporary language teaching methods tend to be similar for students 
at different level of competence; with the Lexical Approach the materials 
and methods appropriate to beginners or elementary students are 
radically different from those employed for upper-intermediate or 
advanced students. Significant re-ordering of the learning programme is 
implicit in the Lexical Approach. 
 
 
 
 
PRINCIPLE 1: TEACH REAL LANGUAGE, NOT ‘TEFLESE’; USE COMPUTER CORPORA 
BUT BE CORPUS-BASED, NOT CORPUS-BOUND 
 
At the centre of a lexical approach is the insistence on teaching ‘real’ 
English and a rejection of the ersatz language found in the average ELT 
coursebook; and indeed a number of corpus-based studies confirm that 
the language coursebooks teach is “not what people really say” (Lewis 
1997), it is “TEFLese” (Willis 1990). Hence it can be argued that the 
only way to avoid distorting the language with this TEFLese English is 
for the coursebook writer to access the authentic language via corpora, 
as opposed to relying on their intuition. It is well documented that 
intuition often fails to accurately reflect actual language in use; in 
contrast, corpora can instantly provide us with the relative frequencies, 
collocations, and prevalent grammatical patterns of the lexis in question 
across a range of genres. In addition, light is shed on lexical variation 
(Fernando 1996; Moon 1998). To illustrate the point, the data from an 
earlier study compares the language found in a native-speaker corpus 

        Principles of Taking a Lexical Approach 
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(the British National Corpus) with the language in a selection of course 
books.  
I says [sic] you’re joking You’re flipping joking! 
You are joking me?                    You’re joking 
You are joking, aren’t you?      You’re joking, aren’t you? 
You gotta be joking!                    You’re joking, of course 
You have got to be joking   You’re not joking? 
You have got to be joking me  You’ve got to be fucking joking 
You have to be joking         You’ve got to be joking! 
You must be bloody joking!       You’ve gotta be joking mate 
 
and while it is relatively simple to use native-speaker intuition to point to 
the fact that You have got to be joking me, for instance, or I says [sic] you’re 
joking are relatively untypical examples of variation on this phrase. 
However, by dismissing some of the variations as inappropriate and 
hence not being necessarily constrained by corpora, we are being what 
Summers (1996: 262) calls “corpus-based but not corpus-bound”. 
 
PRINCIPLE 2: RECYCLE AND REVISIT 
 
Nation (1990: 44-45) concludes that coursebooks’ lack of recycling 
“provide[s] considerable cause for alarm”, before claiming that lexis 
should be recycled between 10 and 12 times for higher-level learners, 
and warning that teaching vocabulary without incorporating the 
necessary recycling is wasted effort. Similarly, Kojic-Sabo & Lightbown 
(1999) stress that an EFL learner’s need for recycling/reviewing is 
perhaps more acute than a non-native speaker who is surrounded by the 
L1 (i.e. an ESL learner): since EFL learners are not continually 
surrounded by the target language they cannot be said to benefit from 
any spontaneous reviewing which may result. Regardless of the amount 
of ‘practice’ material which accompanies the initial presentation, what is 
needed is repeated exposure over a given period, as opposed to exposing 
the learner to the lexis once, ‘practising’ it, and never recycling it again 
(Harwood 2000; Lewis 1997). 
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PROBLEM 1: CORPORA AND TEACHING ‘REAL’ ENGLISH 
 
Real English, corpora, and ‘learner overload’ 
     The case of you must be joking discussed previously illustrated that 
corpus data requires adjustment before it can be allowed to serve 
pedagogical ends: for instance, untypical or culturally inappropriate items 
will need to be removed from the handout which is given to the learners. 
However, it is likely that further adjustments will still be required, due to 
teachability and learnability factors: that is, since anecdotal evidence (and 
common sense) suggests there is a limit to the number of items learners 
can learn at any one time (i.e. in a single lesson), including every lexical 
variant at every opportunity will complicate the issue unnecessarily. 
Learners will be overwhelmed and will fail to learn any—or at least learn 
fewer—lexical strings less well than if they had been presented with a 
smaller, more manageable list in the first place. So implementing a lexical 
approach requires a delicate balancing act: on the one hand, the teacher 
will wish to consult the appropriate corpora to avoid the ersatz English of 
the textbooks which reflects little of the language’s lexical variations and 
predominant patterns.  
 
 
PROBLEM 2: TEACHING AND LEARNING REAL ENGLISH 
 

     Whatever the problems involved in accessing the appropriate corpus 
data, a more fundamental concern is whether it is desirable to even 
choose to teach “real” (i.e. nativelike) English. The question is obviously 
enormously complex. 
 

      Problems of Taking a Lexical Approach 
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Perceptions of ‘real lexis’ 
Perhaps some of the objections to teaching real language arise from our 
perceptions of what exactly real lexis is: to many teachers it consists of 
what Leech (1998) tactfully calls the “less admirable features” of 
language, which we may not wish our learners to reproduce. 
Alternatively, other teachers may bring to mind the various idioms and 
idiomatic phrases course and resource books periodically dig up which 
could be described as parochial and of limited relevance to the class: 
Hobson’s choice; to send someone to Coventry (Harwood 2000). Yet it’s claimed 
that such language, however “real” it may be, is not the kind of lexis 
which a teacher would be contemplating teaching by following a lexical 
approach: if learners’ needs remain to the fore, real lexis does not have to 
be impolite, irrelevant or outlandish. To identify a piece of lexis as 
authentic is not sufficient justification for including it in the syllabus: 
what is essential, then, is to prioritize real lexis according to need.  
 
 
PROBLEM 3: RECYCLING IN PRACTICE 
 
Course books fail to recycle lexis systematically 
As Littlejohn (1992) claims, ELT materials are failing to keep pace with 
applied linguistics research, which in this case would suggest that 
recycling should be a standard feature of the course book. Unfortunately, 
many teachers in fact underestimate the part recycling plays in language 
learning, and the importance that the course book have in recycling. So 
teachers should incorporate recycling into their lessons regularly. 
 
Course books have a role to play in encouraging teachers to recycle 
However highly teachers rate the importance of recycling, in many 
classrooms they have little power to ensure it features regularly. Since 
many institutions worldwide oblige their teachers to follow the course 
book, how can the teacher be expected to recycle if recycling activities 
are left to their whim and are not included in the material?  
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Recycling needs to consist of more than “doing the same thing 
twice” 
A possible explanation for the apparent reluctance of materials designers 
and teachers to recycle sufficiently can be found in Lewis’ (1997) 
assertion that “Doing the same thing twice” is still widely considered 
time-wasting and potentially boring”. As Lewis implies, while a 
recycling/revisiting strategy should be at the heart of a lexical approach, 
it is also vital that teachers and material writers ensure recycling is done 
in an interesting and refreshing way, so that the learners’ interest is still 
engaged. Variety and novelty, rather than rote learning and staid 
predictability, should be the cornerstones of the recycling component in 
a coursebook. 
 
 
PROBLEM 4: FACE VALIDITY FOR TEACHERS AND LEARNERS 
 

Learners’ and teachers’ perceptions 
It is essential that a lexical approach is implemented with sensitivity by 
the teacher: it is not a case of throwing out all established pedagogy. 
Although the term “face validity” is normally associated with the field of 
language testing, where it is used to examine how acceptable and credible 
a test is to users in language pedagogy it could also mean what learners and 
teachers expect to devote time to in the language classroom. 
     While material which takes a lexical approach can be built around 
many ‘conventional’ design principles which feature in more traditional 
‘grammar-based’ exercises, where there is material which is not 
conventional, not the stuff of the standard ELT coursebook, the 
question of face validity is likely to arise, since teachers and learners will 
not be used to the materials and may well therefore question their 
validity. Because all materials feature a “hidden agenda” (Nunan 1989), 
with what the writer sees as being the essential things to be learned 
coming to the fore, by its very prominence, lexis is implicitly ascribed an 
unprecedented degree of importance. They might not demand ‘grammar’ 
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in the sense in which it is normally presented. While we have seen that 
the Chomskyan generative paradigm cannot be claimed to describe 
language adequately and that the realms of grammar and lexis are neither 
readily definable nor even necessarily discrete and hence in teaching lexis 
one can simultaneously be teaching grammar, this is not to say that 
many, or even the majority, of teachers and learners would accept this 
and be prepared to attach a higher priority to the acquisition of lexis. The 
course of action, then, is not to abandon grammar teaching in the 
traditional sense, but to ensure that syllabuses and materials include both 
lexis and grammar.  
 

As it stands at present, the concept of taking a lexical 
approach to teaching is work in progress (Thornbury 
1998), since there are two main areas connected with 
the approach which are in need of clarification: while 
some researchers (e.g. Cook 1998; Thornbury 1998) 
have critiqued the approach’s purported lack of 
principled foundation, there is also concern about the 
practicalities of the approach’s implementation (e.g. 
Baigent 1999; Lewis 1997; Thornbury 1998).  
The work of Sinclair, Nattinger, DeCarrico, and Lewis 

represents a significant theoretical and pedagogical shift from the past. 
First, their claims have revived an interest in a central role for accurate 
language description. Second, they challenge a traditional view of word 
boundaries, emphasizing the language learner’s need to perceive and use 
patterns of lexis and collocation. Most significant is the underlying claim 
that language production is not a syntactic rule-governed process but is 
instead the retrieval of larger phrasal units from memory. 
     Nevertheless, implementing a lexical approach in the classroom does 
not lead to radical methodological changes. Rather, it involves a change 
in the teacher’s mindset. Most important, the language activities 
consistent with a lexical approach must be directed toward naturally 
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occurring language and toward raising learners’ awareness of the lexical 
nature of language. 
     Take, for instance, a lexical approach’s insistence on abandoning the 
misleading grammar/vocabulary dichotomy which has continued to 
inform ELT materials. The fuzziness of the grammar/lexis distinction is 
also currently being underlined by studies in phraseology (e.g. Altenberg 
1998; Gläser 1998; Howarth 1996); while the emphasis on the 
importance of prefabs in a lexical approach is confirmed by work on 
formulaic language and metadiscourse .If a lexical approach is 
implemented appropriately, learners will acquire lexis suitable for their 
needs, a priority which accords with the recognition of the importance of 
genre analysis , research in this area shows clearly that the lexis which is 
suitable for EAP groups, say, may not be so suitable for conversation 
classes. Hence a lexical approach recognizes that, in order to design 
material for an EAP class, it is necessary to consult an academic, rather 
than a general English, corpus. 
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Abstract: 

Lesson planning could help teachers design beforehand how the classroom would go on. 
However, this does not guarantee a smooth classroom; many unanticipated problems 
may arise due to the ongoing dynamics of the classroom. Grappling with such problems 
is a hard nut to crack unless the teacher is well equipped with some basic knowledge of 
classroom management. It is, thus, essential to bear in mind that, for an effective 
teaching, the concepts of lesson planning and classroom management should go hand in 
hand and the exclusion of one to the other might lead to certain problems in the 
teaching and learning processes. Taking into considerations these two concepts along 
with gearing them to the learners’ needs and background knowledge could help teachers 
in a considerable way toward reducing, if not eliminating, such problems. This paper is 
to briefly shed some light on these concepts and also their utmost importance in running 
language teaching programs. 

Keywords: classroom management, planning, lesson plan, behavior management. 
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Introduction 
 

Nobody would deny the importance of planning the events of life. In 
fact, anything important deserves to be planned. Teaching is so 
important that it deserves to be well planned. Such a planning will ensure 
that the teacher, especially an inexperienced one, would teach with 
greater confidence, and also assure the accomplishment of his 
instructional purposes. Moreover, it provides the teacher with a log of 
what has been taught.  

Although planning anticipates most of the happenings and 
somewhat provides the solution to the problems encountered in the 
classroom, it is not itself sufficient. The teacher requires the art of 
classroom management as well. Classroom management is an ongoing 
process involving how to put the lesson plan into practice on the one 
hand and how to be ready for every possible contingency on the other. 

Therefore, it is no wonder that the notions of planning and 
management usually go hand in hand. This short paper consists of two 
parts. First, lesson planning as well as its benefits will be discussed 
briefly. Then, in the second part classroom management and its elements 
will be treated. 

 
What is Lesson Planning? 

   
Lesson planning involves the outline of the goals or objectives a teacher 
has for a lesson, the activities and tasks to achieve the goals, and the 
materials and resources which will be used during the lesson. 
Cruickshank et al. (2006) simply defined planning as the process by 
which teachers “decide (1) what to teach, (2) how to teach it, and (3) 
how they will determine whether students have learned and are satisfied” 
(p. 147). A simpler definition, provided by (Farrell, 2002), states that 
lesson plan is “a written description of how students will move toward 
attaining specific objectives” (p. 30). In fact, it is the teacher’s duty to 
orchestrate this move. 
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Benefits of Lesson Planning 
 
Some teachers think that making plans is challenging and time-
consuming. Some other teachers see planning as limiting; they hold the 
“whatever happens, happens” disposition and believe that planning will 
withhold their spontaneity and creativity. 

However, the bulk of research indicates that various benefits of 
lesson planning pay the effort and time allotted to prepare it.   

According to Cruickshank et al. (2006), lesson planning is extremely 
beneficial for beginning teachers since they have no or little teaching 
experience to draw from. Well-prepared plans provide a great deal of 
security and confidence. Without plans, teachers seem to enter an 
uncharted territory of the classroom in which unpredictability pervades. 
Richards regarded a lesson plan as a metaphorical “map for the teacher 
to follow, and to provide a record of what has been taught” (cited in 
Farrell, 2002, p. 31). 

 
Preparing Lesson Plans 

 
As a teacher, one may regularly engage in long-, intermediate-, and short-
range plans. However, short-range plans, including lesson plans, are 
more common because of their immediate effects. A lesson plan 
describes what and how something will be learned within a brief period, 
usually one or a few class hours. 

Many models for lesson plans have been proposed (Tyler, 1949; 
Yinger, 1980; Ur, 1996; Farrell, 2002)1, and teachers have a variety of 
options to choose from. Yet, it is still possible that teachers develop their 
own format of lesson plans. A typical lesson plan may consist of the 
following parts (Cruickshank et al., 2006):       

 
 Objectives: The lesson’s objectives should be so clearly specified that 

show what students must know and be able to do; the objectives 

                                                 
1 for both Tyler and Yinger’s models, refer to Farrell (2002) 
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should be within the students’ proficiency level and achievable by 
them. 

 Resources: They include instructional materials that assist or enhance 
learning (e.g., print material such as textbooks; nonprint material 
such as illustrations, audio, and videotapes). 

 Set induction: It is essential to capture students’ interest. One idea is 
to use attention grabbers and realias relevant to the topic of the 
lesson. 

 Methodology: Here, how learning and teaching take place is described. 
This includes the tasks and activities, their sequence, and the time 
allotted for each. 

 Assessment: It makes clear how students’ learning will be 
determined. This includes two parts: how to plan to monitor 
students’ learning during instruction and how to plan to evaluate 
learning at the learners’ conclusion. 

 Closure: It is how to finish the lesson. Usually, it involves a review 
of what has been taught as well as making the students ready for 
the next lesson. 

 Reflection: In the final part, the teacher considers the lesson’s 
effectiveness. Successful teachers might reflect on questions such 
as: 

 
• Did the students learn and were they satisfied? 
• What might have been done to increase achievement and 

satisfaction? 
• What are some things learned from this teaching experience? 
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What is Classroom Management? 
 

Classroom management may be defined as the ways in which students’ 
behavior, movement, and interaction during the class are organized and 
controlled by the teacher to enable teaching take place more effectively. 
This may involve the procedures for grouping students for different 
types of tasks, handling the equipments, and the direction and 
management of the students’ behavior. 

Traditionally, classroom management focused on maintaining order 
and discipline in the classroom and dealt with “the specific actions 
teachers…take in response to a student who disobeys a reasonable 
classroom or school rule” (Cruickshank et al., 2006, p. 374). In fact, the 
focus was on the reactive or disciplinary aspect of management. More 
recently, however, there has been a shift of attention from reactive to 
proactive (preventive) side of classroom management. A comprehensive 
management plan should, thus, include both reactive and proactive 
strategies; that is, it should not only involve ways of controlling students’ 
misbehavior but also account for anticipating specific behavior problems 
and responding immediately. 

 
Elements of Classroom Management 

 
Two major elements for effective classroom management are classroom 
climate and classroom behavior. They will be treated briefly. 

 
Classroom Climate Management 

The physical and psychological aspects of classroom environment greatly 
contribute to the effectiveness of teaching and learning processes (Rinne, 
1997; Muijs & Reynolds, 2001). 

Physical environment. One of the most obvious aspects of the physical 
environment is the seating arrangement. Students need to know that the 
classroom is a safe and comfortable place for positive social and 
academic experiences. One general principle is that students should have 
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sufficient space to move freely and 
to move at their desks without 
distractions. There should also be 
enough room between seats for 
the teacher to be able to move 
around the classroom without 
disturbing the students. 

Moreover, seating arrangement should match the formats and the 
goals of the lesson (Muijs & Reynolds, 2001). For example, if a direct 
instructional style is adopted in which substantial amount of time will be 
spent on delivering the content to and interacting with the whole class, it 
is essential that students be all able to see the teacher; so, seating in rows 
is suitable. Or, for whole-class discussion, seating students around a big 
table or seating them in a circle or semicircle suits the purpose of the 
class. In such a case, seating students in rows will impede discussion (see 
Appendix). 

 
Psychological environment. In contrast to the physical one, 
psychological environment exists in the minds of those who occupy the 
classroom. It includes the emotional tone of the classroom and the 
comfort level students feel with the teacher, the learning tasks, and one 
another as a social group (Cruickshank et al., 2006). A classroom with a 
positive tone is an inviting one which provides a sense of physical and 
emotional safety for the students and the teacher. An attractive, warm, 
and supportive environment greatly contributes to learning 
enhancement. 

 
Classroom behavior management 

 
A key to having students behave appropriately is simply keep them 
motivated all the class time. But, this is easier said than done, if not 
impossible. One idea to provide motivation for the students is through 
rewards. Incentives and rewards add interest and excitement to 
classroom routines. Although it has been stressed that teachers should be 
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generous in providing praise in the classroom, a word of caution is in 
order. There exist some cases in which “rewards can [even] take over 
and destroy enjoyment” (Lewis, 2002, p. 42). Sometimes inappropriate 
and excessive rewards as a means of motivating students can develop a 
sense of over-competitiveness or even hostility among the students. 
Therefore, the teacher should be extremely cautious of when and how to 
use reinforcement and reward. 
Another aspect of behavior management involves monitoring students’ 
behavior on the one hand and reacting to their misbehavior on the other. 

 
Monitoring students’ behavior. Monitoring enables the teacher to 
signal students when they are drifting into inappropriate behavior and to 
direct their attention to instruction, thus preventing more serious 
misbehavior. To do so, the teacher needs to hold students accountable; 
that is, “to develop creative and constructive procedures…to help 
[students] take responsibility for their behavior and learning” 
(Cruickshank et al., 2006, p. 389). Accordingly, an effective manager is 
aware of students’ behavior in all corners of the classroom at all times. 
Whenever need be, he should establish eye contact with students who 
seem to have questions or to begin to act inappropriately. In fact, 
effective monitoring would reduce disruptive behavior to a great extent; 
the teacher detects inappropriate behavior early and deal with it quickly. 

 
Reacting to students’ misbehavior. Monitoring can only reduce 
disruptions and instances of misbehavior, not eliminate them entirely. A 
successful teacher needs not only the skill in preventing and monitoring 
inappropriate behavior but also the skill in responding to and stopping 
misbehavior. Therefore, it is essential for teachers to know what 
misbehavior is, why students misbehave, and how to react to it.  

Misbehavior could be defined as any action that the teacher perceives 
as disruptive to the order of the classroom. It ranges from very subtle 
actions to physically aggressive behavior. More common misbehaviors 
include inattentiveness, not bringing supplies and books, tardiness, 
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cutting class, unnecessary or excessive talk, and mild verbal and 
aggressive acts.    

Teachers can respond more appropriately to misbehavior if they 
understand why students misbehave. Dreikers et al. proposed that, 
whether they are aware of it or not, students misbehave in order to meet 
four basic needs (Cruickshank et al., 2006). Most misbehavior, at least at 
the elementary level, is due to students seeking attention. These students 
need extra attention and want to be center stage. Second, some students 
misbehave because they are seeking power. They want to be in control and 
want things done their way. Third, misbehavior may be caused by a 
student seeking revenge. Such a case usually occurs in response to an earlier 
power struggle in which the student felt embarrassed, humiliated, or 
treated with disrespect in front of peers. Finally, students may misbehave 
because they are seeking isolation. They try to avoid failure since they feel 
inadequate and believe they cannot live up to their own, their family’s, or 
the teacher’s expectations. 

Apart from these student-related reasons, sometimes schools, 
teachers, or instructional materials themselves can be a source of 
misbehavior. Muijs and Reynolds (2001) believed that lessons which are 
perceived as boring and irrelevant by students may provoke misbehavior 
more easily. 

When misbehavior occurs, teachers must decide when and how to 
intervene. Different models of dealing with misbehavior have been 
proposed (Rinne, 1997; Lewis, 2002; Cruickshank et al., 2006). One 
model (Muijs & Reynolds, 2001), suggested by Evertson and Emmer, 
consists of the following sequence: 

1) The teacher should ask the student to stop the 
inappropriate behavior. 

2) The teacher should make eye contact with the student 
until the appropriate behavior returns. 

3) The teacher needs to remind the student of what the 
appropriate behavior is. 

4) The teacher may need to ask the student to explain the 
correct behavior to herself/himself. If the student does 
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not understand, she/he should be provided with 
feedback. 

5) The teacher needs to impose the penalty for breaking 
the rule. If the student understands what she/he needs 
to do but is doing it incorrectly on purpose, the teacher 
can use some mild form of punishment, such as 
withholding privileges. 

6) Off-task behavior usually occurs when students are 
doing repetitive, boring tasks which they have already 
mastered. In such a case, variety in type and sequence of 
activities may come useful. 

 
Conclusion 

 
As stated earlier the concepts of lesson planning and classroom 
management are inextricably interwoven. The more effort and time 
spent on preparing the lesson plan, the more smoothly the teacher 
manages the classroom. However, well-prepared lesson plans do not 
always guarantee effective classroom management because the latter is an 
ongoing process to which the teacher has to adapt his teaching style. For 
both of these concepts, an abundance of rules and procedures has been 
proposed but a word of caution is in order. Although such rules are 
especially beneficial for beginning teachers, they will not ensure an 
orderly learning environment. Therefore, it is essential to bear in mind 
that “[i]t is the approach of the teacher that is of utmost importance…[R]ules 
that serve a specified purpose and rules and behavior that are modified by 
the instructor will yield more positive results” (McIntyre & O’Hair, 1996, pp. 
152-153; emphasis added).      
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Abstract 

Literature is one of the best media through which a foreign or second language 
could be effectively taught and learned. Not only does it provide the learners 
with the authentic material they need, but it also gives them the opportunity to 
become familiar with the cultural aspects of the people whose language they are 
learning. Needless to say, literature teaching is the best channel through which 
learners are encountered with many instances of language use in context, hence 
fostering their language acquisition. This paper, after presentation of a brief 
history of literature teaching, explores some key advantages of incorporating 
literature in an ESL/EFL curriculum.  
Keywords: literature, language teaching, language learning, EFL/ESL 
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Introduction 
 

Because of the certain approaches of course books in teaching 
ESL/EFL, language learners have been led to believe that language is a 
set of transactions which they need to master in order to meet exam 
requirements or academic standards. Such a belief has precluded our 
students from looking at language learning as a life-long educational 
endeavor and as an instrument of constructive social change or 
empowerment. The course book drills neither provide frameworks for 
the learners to have an emotional engagement with the language nor 
nourish their capacity for imaginative and expressive use of language. 
Consequently, the students are subject to an educationally unrewarding 
language learning experience, which denies them of agency and voice.  In 
light of this educational malaise, the use of imaginative content becomes 
an urgent educational priority in the language classroom. The prevalence 
of imaginative content in the language classroom can lay the groundwork 
for personal and social construction of meanings by the students. As 
literature abounds in imaginative language, this paper will argue for the 
inclusion of literature in mainstream EFL/ESL. Further to this, the 
paper will examine a set of issues and insights, which are meant to 
augment our understanding of the role of literature in the foreign and 
second language classroom. First of all, we start with a review of 
literature in integrating literature in ESL/EFL classes. 
 
Learning History of Literature in Foreign/Second 
Language 

 
Given the fluidity of attitudes and approaches and the plurality of 
pedagogies and practices in FLL/SLL settings many FL/SL teachers 
today might not have a well-informed understanding of the history and 
role of literature in FLL/ SLL settings. So, it might be useful to examine 
the prevalence and pertinence of literature in FLL/SLL from a historical 
perspective. 
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For hundreds of years, the use of literary texts in language education 
was looked upon as a venerable tradition; so, its role in the foreign 
language curriculum was unquestioned.  The grammar-translation 
method was regarded as a preparation for the study of literary works. 
The traditional scholastic approach used the grammar-translation 
method to equip learners in the eighteenth century with a reading 

knowledge of foreign languages and applied this knowledge to the 
interpretation of literary texts with the use of a dictionary. The texts of 
reputed literary authors assumed particular relevance and significance in 
the traditional methods of the school curriculum and examinations. As a 
result, the literary texts became a tool for promoting grammar-oriented 
and dictionary-referenced learning practices. Such practices were 
believed to promote an ideal version of education during that time. After 
World War I, a movement called ‘Kulturekunde’ originated in Germany 
(Stern, 1983). 

German educators viewed this movement as a unifying force, which 
had the power to integrate the teaching of German language, German 
literature, German history, and the geography of Germany into a core of 
educational practices. In the inter-war period, ‘Kulturekunde’ was 
applied to foreign language teaching in Germany. To some educators, it 
meant a foreign equivalent to German Kulturekunde: treating language 
appropriately in relation to a foreign literature, history, and geography 
and to widen the scope of language teaching. To some other educators, it 
meant a history of ideas of another country: for example, in teaching 
English as a foreign language, instead of reading an English author out 
of context, teachers were encouraged to focus on an era. As a result, the 
study of literature examined a literary writer in relation to the period he 
or she belonged to, and the underlying cultural and political ideologies. 
During the same period, culture teaching in Britain and America focused 
on historic institutions and customs, as well as on the contributions of 
the foreign country to human civilization, as the aim was to discover the 
underlying ‘structure’ or ‘mind’ of a foreign nation and evaluate literary 
and artistic works in the light of the ‘Kulturekunde’ principle. A similar 
principle operated in the British colonies where the study of English 
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literature in high school and college curriculums was meant to promote a 
deeper understanding of the English language and culture (Kachru, 
1986). Such a study presupposed that learners could only appreciate a 
foreign language through the study of its highest form of expression– 
literature. The 1970s and 1980s saw a different language-learning trend. 

Language teachers were trying hard to bring the outside world into 
their classrooms. To do this they used authentic materials, such as train 
timetables and newspaper extracts to help learners to cope with the real 
world that in turn emphasized that the language of literature was not the 
language of real life. So, literature was pushed into the background. 
However, students continued to major in English literature in many 
universities across the globe. Notwithstanding this, there appears to be a 
resurgence of interest in Literature. This is largely due to a rediscovery, 
by many practicing language teachers of the benefits of using literary text 
as a source of imaginative, interactive and discussion activities (Collie & 
Slater, 1987; Duff & Maley, 1990; McRae, 1991). This approach to 
Literature in the FL/SL classroom has achieved a more reasonable 
balance in that, it has moved away from the traditional approaches that 
treated literary texts as objects of academic enquiry. As a result, this new 
approach has enhanced the usefulness of a literary text in stimulating 
language-learning activities (Duff & Maley 1990). By engaging the 
students and teachers interactively with the text, in the performance of 
tasks involving literary texts, the present approach encourages the 
students to generate language and develop proficiency in the use of the 
target language by providing them with an emotional involvement with 
the target language (McRae, 1991). 

Having discussed the history of literature in foreign/second language 
teaching with reference to its love-hate relationships with syllabus 
designers and teachers in FL/SL settings, the paper moves on to discuss 
the benefits of using literature in language teaching.  
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Benefits of Using Literature in EFL/ESL Classrooms 
 
1. The use of literature promotes language acquisition 

In most second language classrooms, students read and write in order to 
decipher the input in the target language. The need to decipher written 
input in English becomes an important instructional objective 
demanding that students process and interpret the target language. In 
such situations, by providing interesting contexts for students to generate 
input, negotiate meaning and develop motivation, literature can become 
an efficient vehicle for language acquisition (Krashen, 1985). As literary 
texts contain multiple layers of meaning, they can promote classroom 
activities that call for exchange of feelings and opinions. Such activities 
trigger the response potential in students. So learning a foreign language 
becomes a process of response (Collie & Slater, 1987; Duff & Maley, 
1990; Lazar, 1993). The students find the activities and the context in 
which they engage with these activities so absorbing that they enjoy 
taking risks in their search for meanings. 

 
2. The use of literature promotes motivation in the classroom 

By strengthening the affective and emotional domains of students, 
literature develops a sense of involvement in them (Carter & Long, 1991 ;

Collie & Slater, 1987; Lazar, 1993). Course books do not provide for any 
emotional and reflective engagement with the target language. This is 
because course books, for want of interesting and engaging content, 
focus the learners’ attention on the mechanical aspects of language 
learning. The form-focused practice, that most course books demand, 
subjects the learners to a lot of anxiety, stress, demotivation in addition 
to monotony and boredom. The failure to instill a sense of involvement 
in the learners prevents them from an emotional engagement with the 
target language and denies them the pleasures of using the language 
imaginatively and reflectively (McRae, 1991). In the light of this 
discussion, motivation becomes synonymous with a process of 
engagement through which the learners begin to feel a sense of 
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involvement with the target language. Collie and Slater (1987, pp. 5-6), 
located our understanding of motivation as an outcome of engagement 
with literary texts: 

 

Engaging imaginatively with literature enables learners to shift the 
focus of their attention beyond the more mechanical aspects of the 
foreign language system. When a novel, play or short story is explored 
over a period of time, the result is that the reader begins to inhabit the 
text. He or she is drawn into the book. Pinpointing individual words 
or phrases may make them less important than pursuing the 
development of the story. 

 

The above stated quotation viewed in terms of Krashen’s (1982) 
Affective Filter Hypothesis, can add to our understanding of how a 
willingness to engage and sustain that engagement with written input in 
the target language can contribute to the success of SLA. In this regard, 
literary texts can offer a beneficial alternative to the rule-based language 
learning promoted by course books. Furthermore, it should be noted 
that the points raised above reinforce the concerns expressed in the 
Introduction with reference to students’ personal sense of involvement 
in reading and writing as a basis for promoting literacy in society. 

  
3. The use of literature develops cultural awareness in students                          

Literary texts contain copious examples of practices, attitudes, and 
beliefs of people across the cultures of the world. While these examples 
serve to promote a comprehensive view of culture, they can also raise 
problems regarding the notion of culture in the target language. This is 
because English used across the world as a first and second language can 
endanger the use of literature in FL/SL classrooms. (Kachru, 1986; 
Lazar, 1993) 

In this paper literature is defined as social discourse. This can serve 
to free literature from its “exclusivist and isolationist credentials by 
democratizing and dehemoganizing” access to literature (Carter, 1997, p. 
109). It is argued that such a position can encourage an interactive and 
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inclusive approach; in other words, a flexible approach to understanding 
the target culture of literary texts. Such an approach can help students 
become broadly aware of the social, political and historical events which 
form the background of a particular play or novel. At the same time 
literature does seem to provide a way of contextualizing how a member 
of a particular society might behave or react in a specific situation (Lazar, 
1993). As a result, students will be able to develop their perceptions as to 
how people of different cultures relate to their experiences and assess 
them. Such situations can occur cross-culturally; furthermore, these 
perceptions equip them with the critical sensibilities they need to 
question, accept or reject the cultural assumptions of texts (Carter & 
Long, 1991). 

 
4. The use of literature develops language awareness in students          

The interesting contexts provided by literary texts serve to illustrate the 
noticeability of lexical and syntactical features. Prolonged exposure to 
literary texts not only familiarizes students with the numerous interesting 
features of the written language but also develops the response potential 
in them. As students respond to literary texts, they begin to realize how 
meaning as an outcome of response can open up contexts for 
imaginative use of language (Collie & Slater, 1987). The scope provided 
by literary texts for using imaginative/figurative meanings alerts them to 
“the richness and variety of the language they are trying to master” (ibid., 
p. 5) and to the need to develop it through their interpretative 
experiences with literature. It is argued that the human mind is naturally 
inclined to use language figuratively rather than literally, given that the 
notion of literal meaning is a problematic one.  

Research findings in psycholinguistics point to how the meanings we 
construct are informed by imaginative possibilities. This is to suggest that 
literal meanings cannot withstand the overpowering meanings in its 
attempts to create opportunities for growth and progress. It is believed 
that any development of language awareness in students should be 
viewed as a capacity to use figurative meanings. In this respect, literary 
texts can become an efficient vehicle for promoting language awareness 
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in students. It should be noted that the views discussed in this paper are 
theoretical possibilities suggested by language practitioners who believe 
in the efficacy of literature in foreign language education. Their views 
focus on the unique characteristics of human existence, which can be 
best understood through literature. In this connection, these 
practitioners have suggested that literature has the potential for 
generating language learning approaches that are sensitive to the unique 
characteristics of human existence. 

The views examined so far, should be interpreted as intuitive beliefs 
and values that support our intuitions and belief systems underlying 
pedagogies of experience and response. Therefore, it is not necessary to 
affirm these views as outcomes of rationalistic inquiries just for the sake 
of labeling them as ‘objective.’ As pointed out earlier, what is touted as 
objective in language learning research, has harmed our educational and 
social practices. Therefore, it is argued that theoretical possibilities 
indicating suggestive ways of using literature should remain subjective, as 
literature is not an objective field of inquiry. Furthermore, as asserted by 
Eagleton (1983), the claim that knowledge should be value-free is itself a 
value judgment. Such an assertion not only points out the naivety 
scientific research paradigms but also alerts us to the futility of 
objectifying and reifying literature in language learning research. It is 
then argued that the views in question will be used to support this paper, 
which is meant to examine the benefits of using literature in foreign 
language education indicatively, discursively and impressionistically. 

                              

5. Literature educates human emotions 
It does this by channeling our emotional energies and providing an 
emotional release. An engagement with literature exercises our senses 
more actively than we can otherwise achieve. Through literature we 
enjoy the beauty and splendor of nature as we travel to far-away lands. 
We go through experiences that will not be possible in our real lives. As 
we read literature filled with images of action, adventure, love, hatred, 
violence, triumph and defeat, we create an outlet for our emotions. As a 
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result our perceptions of real life experiences become sharper and 
deeper. 

The imaginary situations we participate in through literature enable 
us to identify with others and their experiences. The paper regards this 
ability as a valuable human attribute which only literature can nurture in 
us (Rosenblatt, 1995). It is argued that this ability underlies fluency in 
reading and writing. Literature helps our students enlarge their 
knowledge of the world. By reading about the experiences of others, our 
students come to understand the multidimensional nature of the human 
being. The interactions with the literary text provide “a living through 
not simply knowledge about the world and the experiences of human 
beings in it” (Rosenblatt, 1995, p. 38). It should be noted here that the 
generalized and impersonal accounts of historians, sociologists, 
anthropologists and even scientists could only provide our students with 
factual information rather than an experiential understanding of it. In 
contrast, literature can disseminate all this information through a 
dynamic and personal involvement with the experiences that are 
necessary to augment our students’ understanding of the information. 
This benefit has direct bearing on the students’ capacity to read the 
world, which can act as an antidote to illiteracy. 

 

6. Literature contributes to social sensitivity by illustrating the need 
for social adjustments 

A prolonged engagement with literature puts students in frequent 
contact with the personalities of different types of people. Thus they 
learn to imaginatively put themselves into the places of others. As a 
result, they are able to understand how their actions affect others. A 
sense of plausible deniability dictates their judgment of what is 
acceptable or unacceptable social conduct. This can result in successful 
social adjustments in their daily dealings with others (Rosenblatt, 1995). 
The study is aware of the potential dangers that can arise in the absence 
of social adjustments. As our students live in a competitive and 
pragmatic world, it is likely that they will be indifferent to the feelings 
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and needs of others. In such a situation, the prevalence of literature can 
militate against anti-social tendencies by promoting social sensitivity in 
our students (Rosenblatt, 1995). Literature can effect constructive 
change of attitude and outlook. We are aware of how the culture we are 
born into exerts its influence on us through our family and community. 
This influence can lead us to believe that there is just one way of life. So, 
in the absence of a need to consider different ways of life and the new 
ideas that characterize them, we can get trapped in a provincial mindset. 

 In this respect, literary texts can provide an escape route for us. 
Literary texts illustrate cultural patterns that represent a plurality of 
attitudes, beliefs, ideas and ways of life. By emphasizing the need for 
diverse ways of thinking and living, literature gives us a sense of how 
complex our societies are and how complex their cultures are. The 
written literature which books represent alerts us to various possibilities 
and alternatives that exist outside the culture we are born into. This 
influence can play a vital role in helping us envisage new social and 
economic orders. In this context, the study notes that an illiterate or an 
unread person will either have little or no understanding of how his/her 
society functions on the basis of its culture. Thus he/she will not able to 
contribute to social or democratic change. Democracy requires a body of 
citizens capable of making their own personal and social choices. The 
corollary of this is they should be emotionally and intellectually aware of 
the possible alternatives from which to choose (Rosenblatt, 1995). 

The view expressed above alerts us to the dangers of provincialism 
and its impact on democratic societies. Therefore, it is argued that the 
deployment of literature as educational practice can shield us against the 
dangers of provincialism.                   

 
  7. Literature is authentic material and encourages interaction 

It is good to expose learners to this source of unmodified language in the 
classroom because they skills they acquire in dealing with difficult or 
unknown language can be used outside the class. Literary texts are also 
often rich in multiple layers of meaning, and can be effectively mined for 
discussions and sharing feelings or opinions.  
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After discussing all the issues above, it could be said that integrating 
literary materials in ESL/EFL classes is a necessity rather than a choice. 
Now that we have understood the significant role of literature in 
language classrooms, we had also better review some models of teaching 
English literature in the classroom. 
 

Conclusion 
 

Those of us who learned a foreign language through an exposure to its 
literature will always be willing to speak in support of its primacy and 
efficacy in foreign language teaching. This is to suggest that we have a 
deeper understanding of literature’s positive impact on our affective and 
emotional dimensions. By contrast, SLA research, which claims to 
account for second language learning, has not been able to provide a 
convincing explanation of affect in second language learning situations. 
In this respect there appears to be “a gap of significant proportions” in 
SLA research. It is argued that a focus on motivational factors 
necessitates a focus on subjective and inter-subjective experience in 
foreign/second language settings. In this regard, the prevalence of 
literary texts in FLL/SLL is better placed to examine the cultural, 
motivational and social dimensions that characterize or conceptualize 
our students’ attempts to read and write. Such an outcome can provide a 
basis for formulating research agendas aimed at providing a far more 
humane or beneficial understanding of SLA than the rationalistic-
technological stance that hegamonizes our current educational policies 
and practices at the cost of denying voice and subject hood to our 
students. 
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In every field of inquiry in language teaching and learning, there are 
certain people who have made great contributions to the field, aptly 
referred to as the “big names” of the field. In listening studies, for example, 
we often come across such names as Nunan, Rost, and Brindley. Or, the 
key figures in speech acts research include Austin, Searle, and Gumperz. 
Similarly, when it comes to language learning strategies, Rubin, Griffiths, 
Wenden, O’Malley, Chamot, Cohen, Macaro, and Oxford are the big 
names. Among these names, Rebecca L. Oxford has made the greatest 
contributions to the field of strategies across different settings around the 
world. 
The purpose of this paper is, thus, two-fold. First, in order to set the scene, 
the concept of language learning strategies is briefly treated from Oxfords’ 
vantage point. The second part includes a short descriptive report of her 
contributions to the field. 

                                                 
∗ Shahid Beheshti University Post Grad. Student, Teaching  farid.naserieh@gmail.com 
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Language Learning Strategies:  
Definitions, Classification, Assessment 

 
Oxford (1990) called strategies those specific actions learners take in 
order to facilitate learning and make it “more enjoyable, more self-
directed, more effective, and more transferable to new situation” (p. 8). 
Oxford (2001) pointed out that regardless of how we define language 
learning strategies, they all share features of control, goal-directedness, 
autonomy, and self-efficacy (i.e., individuals’ perception that they are 
able to complete a task successfully). Strategies in second language 
learning are conscious and self-directed efforts on the part of the 
learners which, if systematically used, lead to learners’ autonomy. 

 Drawing on earlier classification systems and attempting to assign a 
greater role for less-attended and often-ignored affective strategies, 
Oxford (1990) developed a comprehensive strategy classification system. 
She divided her system into six distinct categories (Oxford further 
classified the first three as “direct” (i.e., those which directly contribute to 
learning) and the latter three as “indirect” language learning strategies 
(i.e., those contributing indirectly to learning):  

 
 

(1) memory strategies → for storing and retrieving new information  
(2) cognitive strategies→ for comprehending and producing language 
(3) compensation strategies→ for overcoming gaps in the learners’ L2 

knowledge 
(4) metacognitive strategies→ for coordination and management of 

learning processes 
(5) affective strategies→ for regulating learners’ feelings and emotions 
(6) social strategies → for learning through interaction with others 



       48 
 

  

 

Since learning strategies are mostly internal, mental processes, they could 
not usually be observed directly. However, several methods of data 
collection have been used in different studies in order to assess strategy use 
of the participants, including observation, interview, questionnaire, verbal 
report, diaries and dialog journals, and, more recently, computer tracking. 
The most common method for assessing strategies is through the use of a 
questionnaire. The most widely used in the field is Oxford’s (1990) Strategy 
Inventory for Language Learning (SILL). The six categories in Oxford’s 
classification system for strategies underlie the SILL, which has been used 
by Oxford and others for a great deal of research around the world. This 
50-item questionnaire is based on a five-point Likert scale (1, 2, 3, 4, or 5), 
ranging from “Never or almost never true of me,” represented as (1), to 
“Always or almost always true of me,” as (5). Oxford also developed scale 
ranges based on mean scores for determining the degree of strategy use. 
Those obtaining a mean score within the range of 3.5-5.0 are, thus, 
considered high, 2.5-3.4 medium, and 1.0-2.4 low strategy users. 

 
DIRECT 

STRATEGIES  

   
Memory Strategies Cognitive Strategies Compensation 

Strategies 
 

Creating Mental 
Linkage 

grouping 
associating 

placing new words in 
a context 

 
Applying Images and 

Sounds 
using imagery 

semantic mapping 
using keywords 

 

 
Analyzing and Reasoning 

reasoning deductively 
translating 
transferring 

 
Structuring Input and 

Output 
taking notes 
summarizing 
highlighting 

 

 
Overcoming Limitations 

switching to L1 
using mime or 

gestures 
coining words 

 
Guessing Intelligently 

using linguistic clues 
using other clues 
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Rebecca L. Oxford, Ph.D., is Professor and former Director of the 
Second Language Education Program at the University of 
Maryland, College Park. Previously she has led language 
programs at Teachers College, Columbia University; the 
University of Alabama; and the Pennsylvania State University. She 
was Associate Dean of the College of Education at the University of 
Alabama. Dr. Oxford holds two degrees in Russian (B. A. in 1968, 
Vanderbilt University, magna cum laude, Phi Beta Kappa; M. A. in 
1972, Yale University) and two in educational psychology (M. Ed. 
In 1973, Boston University; PhD. In 1978, University of North 
Carolina). With Robin Scarcella of the University of California at 
Irvine, Dr. Oxford co-edited Tapestry, a large series of student 
texts for the secondary and postsecondary level. She was the 
Series Editor of the twelve books in the second edition of Tapestry, 
Tapestry is widely used around the world, particularly in North 
America, South America, and the Far East (China and Japan). 
Tapestry and its "flagship" teacher's book, The Tapestry of 
Language Learning: The Individual in the Communicative Classroom 
(Scarcella and Oxford, available in English, Japanese, and 
Chinese) were published by Heinle / Thomson Learning. Heinle / 
Thomson Learning Publishers presented Dr. Oxford the TESOL 
Lifetime Achievement Award.  The award was presented at the 
Annual Meeting of International TESOL, Salt Lake City, 2002. Text 
of the award statement on the plaque was:  

 

 

 
 
 

Rebecca Oxford’s research on language learning 
strategies has changed the way the world teaches 

languages. 
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At the University of Maryland, Dr. Oxford was nominated for the 
Best Graduate Professor Award. At the University of Alabama she 
twice received the top award in the College of Education, the 
Capstone Award for the Best Teaching and Research. She was also 
nominated for the University of Alabama's Burnham Distinguished 
Faculty Award. She won the Carl Shaner Award for Best Research on 
Psychological Type (with Jacqueline Nuby), the National Award for 
the Best Distance Education Article from the American Conference 
on Distance Education, and the Army Research Institute's Sustained 
Superior Performance Award and Special Service Award.  

Dr. Oxford has written and edited many books on language 
learning strategies, motivation, cultural identity, and teaching 
methods. Some of her books include: 

 Oxford, R.L. (ed.) (1996). Language learning strategies around the 
world: Crosscultural perspectives. Manoa: University of Hawaii 
Press. 
 

 

This book incorporates the works of 
several of the most prominent strategy 
researchers and teachers. The eighteen 
chapters and references section address 
the following questions: What does strategy 
assessment tell us in various cultures and 
languages? How can we improve strategy 
use around the world? What have we 
learned about language learning strategies 
around the world? The book combines both 
research- and teaching-oriented 
perspectives. 
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 Oxford, R.L. (ed.). (1996). Language learning motivation: Pathways 
to the new century .Manoa: University of Hawaii Press. 

 Oxford, R.L. (1995). Patterns of cultural identity. Boston: Heinle & 
Heinle / Thomson International. 

 Oxford, R.L., & Scarcella, R.C. (1992). The tapestry of language 
learning: The individual in the communicative classroom. Boston: 
Heinle & Heinle / Thomson International. 

 Oxford, R.L. (1990). Language learning strategies: What every 
teacher should know. NY: Harper & Row / Newbury House.  
 

 

'The most famous of the strategy books, Oxford s 
text contains two versions of the Strategy Inventory 
for Language Learni ( )ng SILL , which has been 
translated into several foreign languages and 
provides learners with a hands-on method to self-
diagnose their language learning strategies. The 
book contains extensive examples of how different 
strategies can be applied across language skills 
and tasks. This is a very practical resource for 
language teachers and strategy teacher-trainers.  

 

 
 Oxford, R.L., & Crookall, D. (Eds.) (1990). Simulation, gaming, and 

language learning. NY: Harper & Row / Newbury House. (now 
Boston: Heinle & Heinle / Thomson International). 

 
She has also published over 100 refereed articles and chapters. 

Her articles have appeared in Modern Language Journal, 
International Review of Applied Linguistics in Language Teaching, 
American Journal of Distance Education, Foreign Language Annals,  
 
Language Learning, Language Teaching Research, System: An 
International Journal of Educational Technology and Applied 
Linguistics, TESOL Quarterly, Simulation and Gaming: An 
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International Journal of Theory, Design, and Research, and other 
refereed journals. 

She is known for being a lively speaker who uses humor and 
new ideas to involve, challenge, and stimulate the audience. Dr. 
Oxford has presented keynote speeches at conferences in 
Argentina, the Baltic States, Belarus, Brazil, Egypt, Guatemala, 
Israel, Japan, Mexico, Paraguay, Russia, the United Arab Emirates, 
Uruguay, and elsewhere. 

Several of her instruments, including the Strategy Inventory for 
Language Learning and the Style Analysis Survey, are used in up to 
20 different languages. Currently her main research interests are 
language learning styles and strategies and how these factors 
relate to language teaching methods in different cultures. 
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Abstract: 

Sir Thomas More's Utopia, as a  Renaissance prose is the embodiment of the 
Renaissance Idealist desire for the free man as the center of the universe and of the chain 
of being, and therefore provides a good ground for studying the ideas and current 
discourses of the period. The text, keeps the tension between counter-discourses through 
constructing a complicated narration whose polyphony is partially revealed by trying to 
separate the discourses of the character More and Raphael Hythloday. Nevertheless, 
what makes the case more complicated is the intermingling of these two discourses, both 
belonging to two individuals that each is performing his own version of counter-discourse 
and in many cases they not only become one, but also speak with the rhetoric of dominant 
ideology of period. This study goes through a Structuralist analysis of the narrative levels 
and different narrating voices in More’s Utopia based on what is generally known as 
Genette’s Narrative Theory. 
Keywords: Utopia, Thomas More, Narratology, discourse, Renaissance, Gérard 
Genette, narration, recit, histoire  
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Sir Thomas More's Utopia, as a sublime example of the Renaissance 
prose is the embodiment of the Renaissance Idealist desire for the free 
man as the center of the universe and of the chain of being, and 
therefore provides a good ground for studying the ideas and current 
discourses of the period. The text, however, keeps the tension and 
counterpoints we have already found in other Renaissance texts2; that so-
called theory of counter-discourse3 is proved in this text by many 
contradictory points within the discourses of the character More and 
Raphael Hythloday. Nevertheless, what makes the case more 
complicated is the intermingling of these two discourses, both belonging 
to two individuals that each is performing his own version of counter-
discourse and in many cases they not only become one, but also speak 
with the rhetoric of dominant ideology of the period. It seems to be no 
firm opposition between the two apparently opposing ways of life and 
thought, the point that should be scrutinized from a post-Structuralist 
and deconstructive point of view. 

In this paper, however, the researcher is going to have a Structuralist 
reading of the text and especially its complex narrative structure for two 
reasons. First, the researcher thinks the main reason for the 
undecidability of the text's meaning is due to its complex narrative 
structure. The modern reader facing the dialogical tension of the text 
does not know which voice should be taken the author's, and therefore 
fails to find a final resolution to the binary forces. Secondly, how could 
we make a thorough deconstructive study of a text before getting to 
know its structural formation, especially with a text which is all about 
narration? 
                                                 
2  Greenblatt, Dollimore, and other New Historisists have shown us the ambivalence 
and contradictions of the Renaissance. In this period, the absolutist ideology and 
discourse of order are dominant always exist together with their opposing forces of 
hierarchy, disorder, and individual movements against the grain. 
3 Some later Marxists, following the ideas of Gramsci, believe that there is a 
possibility of opposing the dominant ideology of each period for a few minorities or 
individuals living within that very system, no matter for its failure or success; this 
opposing voice, in Gramsci's terms, is called “Counter-hegemony” – or counter-
discourse. (Bertens, 88) 



57 

  

To begin with a Structuralist approach towards the text, Genette's 
Narratology seems the most useful as it mainly deals with the narrative. 
Moreover, Genette's approach is more practical and less disciplined, and 
by proving no firm borders between the binary oppositions in the 
formation of the narrative, his approach seems closer to Derrida's 
deconstructive theory. 

This study does not claim to offer a definitive interpretation of the 
work, but rather by demonstrating the intricate, multi-layered structure 
of the work as a whole, and in particular of its narrative strategies, it 
intends to show conclusively More's extremely sophisticated practice of 
the “art of dialogue” and “narration” in Utopia.  

 
 

Genette's Narratology and the Utopian Narrative 
 
Narratology denotes a recent concern with narrative which deals 
especially with the identification of structural elements and their diverse 
modes of combination, with recurrent narrative devices, and with the 
analysis of the kinds of discourse by which a narrative gets told.4 For the 
narratologists who belong to the Structuralist movement, narrative is no 
more a fictional representation of life, but a systematic formal 
construction; and therefore, they focus on the way a “narrative 
discourse”5 manipulates a story to organize the final structure of the plot. 
Among the Structuralist narratologists, Gerard Genette's methodology6 
seems the most comprehensible and practical as well as the most 

                                                 
4  A Glossary of Literary Terms, M.H. Abrams. P.123 (sixth edition) 
5  The term “discourse” is not specified only to Derrida's terminology, but goes back 
to older critics' casual uses of the term, especially in application to passages 
representing conversations between characters in a literary work or conversational 
exchanges. Here, I use the term according to its application by Genette in his 
Narrative discourse (published in 1972). The term, however, will be used in the next 
chapter with regard to its Poststructuralist significance. 
6  I have taken Genette's step-by-step strategies and methodology for analysis of the 
narrative from Lois Tyson's classification in her Critical Theory Today: a user-
friendly guide, Chapter 7: Structuralist Criticism, pp.197-239  
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difficult, as he considers all fiction functioning like an expanded verb: all 
narrative reduces to action. This way he analyses the narrative of the text 
like a verb to find out the actual operation of the “verbal discourse” in 
the production of meaning. What is difficult in his approach is what in 
traditional literary criticism is called point of view and which he 
complicates considerably by distinguishing three different layers for the 
narrative. 

Regarding Sir Thomas More's Utopia, Genette's approach seems not 
irrelevant or inappropriate: the Utopia presents many problems for 
modern readers, one of them being the question of its structure. It is 
clear that certain literary conventions underlie the work, including the 
use of literary dialogue. But this very dialogue together with the usage of 
“oblique” point of view increases the dialectical tensions between the 
main narrators (the character More and Hythloday) especially in book II, 
so that we are more encouraged to go through a detailed analysis of the 
different layers of narrative to come up with a pattern according to 
which the production of meaning has been taken place.  

In order to study the narration of the Utopia, the researcher follows 
Genette's theories on narrative as appeared in his famous work, Narrative 
Discourse (published in 1972 and translated in 1980) and the way he goes 
through the structural analysis of Marcel Proust's Remembrance of Things 
Past to find out how its effect and meaning has been created through the 
development of the narrative.  

In this paper, the researcher will first decode the formal structure of 
the text so that she can find the three levels of its narrative (histoire, 
récit, and narration) and their relation. Then I will take the narrative as 
an expanded verb to study the manipulation of time and different levels 
of points of view on it. What follows will be a differentiation between 
the narrators of the story, their relation, and the true voice of the story. 
Other factors to consider are possible narratee of the text, the very 
dialogical tension which has already been mentioned, and also the 
supposed discourse and counter-discourse. 
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Three Layers of Narrative in Utopia 
 
As discussed before, Genette begins his analysis of Marcel Proust's work 
by differentiating among three levels of narrative that generally have 
been included under the big term narrative: histoire (story), récit 
(narrative7), and narration. These three elements work together to form 
the final text, but we separate them here to see how the three levels 
interact. 
 
I.  Histoire 
Histoire or story, according to Genette, consists of the succession of 
events being narrated. The story thus provides the content of the tale in 
the order in which events “actually happened” to the characters, an order 
which does not always go with the order of the narrative. 

In Sir Thomas More's Utopia we can hardly find a chronological story 
to deal with, since the whole work appears to be a long dialogue between 
the two main characters: the character More (that should be 
differentiated with the author More), and Raphael Hythloday. According 
to this form of story, we can divide the chronological history of events 
into two parts: More's story, and Raphael's. 

 More's story – we do not get much about More's life and 
history, unless he was an experienced thinker and politician at the 
service of the court and king Henry VIII, who was sent as the king's 
ambassador into Flanders to discuss matters with the Prince of 
Castile. He had spent more than four months there with friends and 
companions such as Peter Giles, till one day he was introduced to a 
stranger traveler known as Raphael. More invited them to his house 
with some others, and during a conversation Raphael began to 
describe the manners and disciplines of Utopians. More's story 

                                                 
7  There is no consensus on the English equivalent of the term récit among the 
critics. A few critics such as Selden prefer to use “discourse” instead of it, while 
others like Tyson satisfy themselves with the word “narrative”. Here I have 
mentioned both by using the phrase “narrative discourse”, but prefer the word 
“narrative” to avoid its Post-Structuralist connotation. 
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finishes here, with no more information of what happens next, but a 
foreshadow that he would wish to discuss Utopian manners with 
Raphael in future.  

 Raphael's story – of the life of Raphael nothing was said but 
that he was born a Portuguese,  

so desirous of seeing the world, that he divided his estate 
among his brothers, ran the same hazard as Americus 
Vesputius, and bore a share in three of his four voyages that 
are now published; only he did not return with him in his last, 
but obtained leave of him, almost by force. (Utopia, 15) 

He had visited many unknown nations and had been, once at the 
French court, and once in England. But most notably he had been so 
impressed by the manners of the Utopians that now that he 
happened to be in Flanders and as a guest in More's house, he went 
on with a long description of their principles. 

 
It is very difficult to take any coherent story out of the words written on 
the page, since many parts of these people's stories are omitted in favor 
of the dialogue on Utopian manners. The gap in More's story comes 
from the fact that both the author and the readers consent on 
recognizing the character More as one with the author More, a notable 
and well-known figure at his time. Hence the author manages to make 
his narratee believe the Utopian fantasy as real, and the reader finds it 
more pleasing to have a “known” narrator so that he or she need not 
bother to “discover” him. 
 
II. Récit 
 
Récit or narrative refers to the actual words on the page, the discourse, 
the text itself, from which the reader constructs both story and narration. 
These written words are all we have to analyze the text with. If we have a 
second look at the text of Utopia, we realize that though the words on 
the page seem to work out to create a dialogical opposition between two 
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different points of view, manners of life, and philosophies, the 
monotonous text we find here offers a kind of unified sameness at least 
at the level of style, which makes us doubt the primary oppositions we 
tend to find in it. If and only if we suppose that the English translation 
of the original Latin text is perfect, we should look for the causes of this 
effect. The researcher will get back to this point later in more details.  
 
III. Narration 
 
Narration refers to the act of telling the story to some audience and 
thereby producing the narrative. In the Utopia, More is narrating his 
meeting with Raphael to some audience (narration); he is also retelling us 
Raphael's narration of the Utopian manners (narration of a narration). In 
doing so, he presents a verbal discourse, which we see on the page as the 
final narrative. However, the combination of these two narrations creates 
a complex narrative structure in which we cannot easily find the real 
narrator behind the point put forward.  

Here the narrator of the story is the first person character More – 
whom the author tries to convince we readers that he is one with the 
famous Politician Thomas More we used to know so that he can increase 
the “make-belief“element in the story and therefore its reliability, but we 
should be careful not to take these two the same. Look at the following 
three examples of narration. In his first letter to Peter Giles, the author 
More reveals his authorial consciousness of writing Utopia: 

I am almost ashamed, right well beloved Peter Giles, to send 
unto you this book of the Utopian Commonwealth wellnigh after 
a year's space, which I am sure you looked for with a month and 
a half. And no marvel, for you knew well enough that I was 
already disburdened of all the labour and study belonging to the 
invention in this work… (Utopia, 6) 
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And somewhere at the beginning of book I we face the words of the 
‘homodiegetic’8 narrator More, who is giving his discourse within the 
framework of the text and the world being narrated: 

But of the man's praises [Cuthbert Tunstall] I will say nothing, 
not because I do fear that small credence shall be given to the 
testimony that cometh out of a friend's mouth; but because his 
virtue and learning be greater and of more excellence than that I 
am able to praise them (Utopia, 13) 

We can also see him in parts as an active and effective character within 
the story, or in Genette's terms, “internal” to the world being narrated: 

All this when Peter had told me, I thanked him for his gentle 
kindness that he had vouchsafed to bring me to the speech of 
that man whose communication he thought should be to me 
pleasant and acceptable. And therewith I turned me to Raphael 
…, and we went thence to my house, and there in my garden,… 
we sat down talking together. (Utopia, 16) 

More narrates all the story to us, even Raphael's words are filtered 
through first the character and then the narrator More. How much is 
such a narrator reliable? Apparently More is using “direct report speech” 
instead of indirect narration. Nevertheless there is no way to make sure 
he is telling us the truth. The idea of unreliability of the narrator is 
doubled with the unreliable and almost absurd narration of Raphael 
Hythloday, the “speaker of nonsense”. This complex unreliability and 
the unreal effect Raphael's speech created in book II, make us doubt the 
real speaker behind each sentence. Moreover, the ending and conclusion 
make us ponder over the points of view, which one is to be made 
acceptable by the text? 

When Raphael had thus made an end of speaking, though many 
things occurred to me, both concerning the manners and laws of 

                                                 
8 Homodiegetic, in Genette's terms, refers to the first-person narrator who is telling 
about himself and his own experience, as opposed to the third-person narrator who is 
narrating about ‘others’ 
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that people, that seemed very absurd… yet since I perceived that 
Raphael was weary, and was not sure whether he could easily bear 
contradiction, remembering that he had taken notice of some, who 
seemed to think they were bound in honour to support the credit 
of their own wisdom, by finding out something to censure in all 
other men’s inventions, besides their own, I only commended their 
Constitution, and the account he had given of it in general; … In 
the meanwhile, though it must be confessed that he is both a very 
learned man and a person who has obtained a great knowledge of 
the world, I cannot perfectly agree to everything he has related.  
However, there are many things in the commonwealth of Utopia 
that I rather wish, than hope, to see followed in our governments 
[ellipses mine] 

Is the speaker here the Character More (and these are his own character's 
point of view)? Is he giving in to Raphael's contradictory ideas and 
foolish truth (More's counter-discourse)? Or is he the narrator upon 
which passage of time has separated and externalized from that moment 
of dialogue – and now he is able to think differently? In order to be able 
to judge upon the effect of time on the narration we should take 
Genette's second step to study the narrative as an expanded verb upon 
which tense, mood and voice have some effects. 

 
 

The Structure Overview 
 
Based on all which have been put forward, we can now draw the 
following figure to illustrate the formal structure of the text:  
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The Structure of Utopia 
 

Author 
More 

Narrator 
More 

Character More, Giles  
and Character Hythloday 

Narrator 
Hythloday 

Book I 

                      Introduction  
                      Beginning of 'Dialogue of Counsel'  
                      Cardinal Morton Episode  
                      Dialogue of Counsel 

Book II  
                     Discourse on Utopia  
                     Sermon on Pride    (Character Hythloday) 
                     Conclusion 
  

In terms of formal structure Utopia consists of dialogues in Book I, 
followed by a long speech in Book II, both of which are in turn framed 
by a series of introductory letters. In terms of genre and literary tradition, 
Utopia is partly a travel-romance and partly a tract of moral and political 
philosophy, a complex interplay between the different literary forms and 
genres that has caused the variety of critical responses to More's Utopia 
over the centuries.  

Book II is clearly structured as a formal speech (oration) given by 
Hythloday. His speech on Utopia seems fantasy and unreal; this together 
with the pun on his inherent absurdism makes the reader believe he is an 
imaginary speaker who shows many signs of being an unreliable narrator, 
given in praise of apparently absurd and nonsensical things. However, 
under the mask of the absurd, the text conceals a profound wisdom and 
insight into human affairs. This mask, represented by Hythloday, allows 
the author More to criticize the evils of his society and also perhaps to 
suggest possible solutions. 

Now it is time to study the narrative by considering the elements of 
time and person in the creation of the narrative. 
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Utopia's Narrative as an Expanded Verb 
 
I. Tense 
 
According to Genette's expanded verb model, we should first go 
through an analysis of how tense is actually manipulated in the text. As 
shown in the following chart, the order of events in the narrative is 
almost chronological: there is not much story in the narrative; characters 
meet at a determinate point of time, C, in which Raphael begins to 
narrate what he has seen and discovered in his past.  
   
 
     
 
 

A B C D  E F 
 
 
A – refers to the point of time Raphael has paid his visit to Utopia and 
observed their manners as an outsider 
B – is the point of time the party including Peter Giles, Raphael, 
character More and others gather in More's house and begin their 
dialogue on Politics and manners; this point is actually the narrative's 
“moment”, the story's “now”, though it is narrated in past tense form. 
C – is the time character More who has witnessed what happened in the 
meeting as one of the characters, begins to narrate it to some audience, 
and in this way compiles a verbal discourse. Notice that there is a time a 
long time gap between the points B and C. 
E – refers to the moment the author/narrator More is consciously 
compiling the verbal utterance or discourse and discourse on page. His 
intended narratee might be the Renaissance English literate man (not 
woman). 
D- is a time between the time between the character's narration and the 
narrator's compilation of narrative discourse through words. This is the 

Utopian 
Histoire 

Raphael's 
Narration 

Character  
More's  
Narration 

Narrator  
More's  
Récit 

We 
readers 
Today 

Time 



       66 

  

time of the real author, who is an outsider to the narrative and has no 
place in it. According to Genette, the author's time (limited to the 
Renaissance period) is behind the narrator's time (point E) as the 
narrator can still narrate the histoire to the real narratee, something the 
dead and changed author fails to do. As Genette points out, “Narrator 
functions as a continuum of the world that is described rather than as a 
continuum of the author.”9  
F – is the time we readers today sit upon the text and read it. We might 
not be the intended addressee but actual readers who read the text with 
all historical background of twentieth century who have witnessed the 
failure of communal system, and are so far from the Renaissance ideal 
that even the text's innovations and heretics seem nothing but 
continuous of a conservative system. 

The narratee also, very much like the narrative, is multi-layered. As 
the above figure shows, the actual reader of More's Utopia could be 
anyone like us, the modern third-world non-native reader – the one 
which the author did not have the least intention or imagination of. 
While the narratee More intended to address was the Renaissance 
English well-educated Man, it could be read by any educated reader over 
time who can only communicate with the still alive narrator, and not the 
dead author.     
 In terms of duration, we find that the details of the party's meeting 
and the passage of time are reduced and marginalized in favor of giving 
more significance to the “dialogue” and the critiques; and consequently 
the speech on Utopia fills the whole book II. 

In terms of frequency, we do not find any action (we can hardly find 
one) or scene repeated throughout the book. Again we find book II just 
dealing with manners of the Utopian, which in some parts such as 
traffics, and rules seems repetitious. However no point is mentioned 
twice.  

 
 
                                                 
9  Bertens, Hans. Literary Theory: The Basics.P.73 
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II. Mood 
 
The researcher has already discussed the person and the narrator; here 
she just summarizes her notes with regard to distance (the existence of a 
“go-between” homodiegetic narrator), and perspective (point of view).  

The narrator here is More himself, one of the characters through 
whose consciousness the story is filtered. Raphael's narration is even 
filtered through More's intrusive eyes. This fact together with the 
narrator's now and then references to his existence there, his comments 
always triggers the reader to keep him in his consciousness as the 
narrator and commenter. But in book II, with the long descriptions on 
the Utopian manners, we, just for moments, forget the two narrators' 
presence and busy ourselves with the details and manners of Utopia, 
quite ignorant that all these are narrated by a braggart unreliable 
adventurer. As seen in the last quotation, the concluding passage just 
destroys any supposition or conclusion the reader has come up with, and 
the narrator's intrusion just denies us any possible conclusion or 
resolution for the duality of Idealism – realism, political reality – ideal 
philosophy, or inactive cynicism – active pragmatism. 
 
III. Voice 
 
In order to distinguish the voice of the narrator from characters' 
perspective, we should include the element of time whose passage makes 
changes in the narrator's “identity”. The narrator More is not the same 
person who was actually involved in the story: in Utopia, we deal with 
the character More, who makes a conversation with Raphael, but the 
narrator who is telling us of the event of that meeting always uses past 
tense for it, his comments on Raphael's words appear in quotation 
marks, while his other comments are told in present tense, this 
difference between present and past tense tell us something about this 
passage of time which has apparently produced quite a changed speaker 
with more experiences, the one who has gone through a process of 
changing identity and his “self” is no more the one of that meeting. Now 
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the narrator seems an “external” – in Genette's terms- to that world he is 
narrating, and therefore less reliable. 

By applying “direct speech method” for characters' dialogues and 
himself and re-narrating Raphael's narration by “reported speech”,  
however, More combines ‘external’ descriptions in which he presents his 
formal self, with current comments in which he participates and in which 
the relationship between the world narrated and narrator More is 
‘internal’. In fact, character More intermingles with narrator More 
through free indirect discourses and narrations of other characters' 
words: 
 

Now I have declared and described unto you as truly as I could 
the form and order of that commonwealth, which verily in my 
judgment is not only the best, but also that which alone of good 
right may claim and take upon it the name of a commonwealth 
or public. [More's narration of Raphael's speech] 
 

As seen in the above quotation, what makes us doubt the voice of the 
narrator/character is the uniformity of style in both kinds of narration. 
Though all narrations are filtered by narrator More, we cannot ignore the 
fact that even by applying “direct report speech” and the illusion of 
quoting the exact words of the speaker, we still feel a kind of uniformity 
and sameness in both languages.  This complication of relations between 
narrator and the world is exactly what Genette has called 
“Focalization”10, which acts as a mask for the narrator to hide his 
problematic viewpoints behind avoid direct suggestion of his innovative, 
or let us say heretic opinions upon not insured political and ethical 
controversy of his time. 

 
 
 

                                                 
10  Genette discusses that if the narrator has given way to the perspective of one of 
the characters – even if that perspective is still described for us by the narrator, the 
narrative then takes place through a focalizer. (Bertens, 75) 
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Conclusion 

In this paper, the researcher has attempted to provide a Structuralist 
reading of Thomas More's Utopia in the light of Genette's theory of 
Narratology, and therefore followed his scrutinized methodology of 
decoding the text's narrative structure. The differentiation among three 
different layers of narrative and three different voices of the story at first 
seem to be functioning dependently. But a second reading reveals that 
they actually cooperate in the production of meaning. Moreover, the 
similarities of styles of narration in different voices suggest the possibility 
of one dominant speaker – More himself – a voice which attempt to put 
his own ideas forward behind the various masks, faces, and opposing 
ideas.  
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Edmund Spenser, the Poets' poet, was born in 1552 in a humble family 
and attended the Merchant Taylors' school. In Cambridge, he started his 
literary career by translating some poems for an anti-Catholic volume of 
poetry. "Like most of the great English poets Spenser served the 
commonwealth in other ways besides his writing"(Sowton vii). After 
receiving his A.B. in 1573 and A.M. in 1576, he accompanied many 
prominent English figures as a secretary, among them John Young, 
Bishop of Rochester and the Earl of Leicester. His civil-service career 
began on the Irish Sea in 1580 as the secretary to Arthur, Lord Grey of 
Wilton and accompanied him to Ireland.  
     Although Lord Grey returned to England after two years, Spenser 
remained in Ireland for the rest of his life, and got involved in the Irish 
affair. In many ways he tried to promote and consolidate his status in 
this country. His political life reveals the fact that Spenser was too much 
concerned with getting a position in court, a hope that never came true 
and made his poems at the end of his career, a complaint against the 
court and its virgin female monarch. As Sowton indicates, Spenser 
traveled a good deal in Irish lands and learned many things about the 
nature and geography of this colonized country and the difficult life 
condition of the Irish but he never really perceived the Irish and their 
customs (viii). His attitude towards Ireland and its people has been 
evolving during his life. The representation of Ireland in Spenser's early 
poems is quite different from the description of this country and the 
Irish in his last poems such as Complaints, Colin Clouts Come Home Againe, 
Amoretti and his two marriage poems Epithalamion and Prothalamion. 
     Since, as Tonkin believes, the "Epithalamion seems to bring the whole 
cosmos within the range of a poet's marriage"(14), it can also be 
considered as the microcosm of his poetry and his ideology -or the 
ideology of his time- in which his two periods of poetry are summarized. 
Dividing Spenser's poetry into two periods, one containing his grand 
epic, Faerie Queene, and his social, political poem in the form of pastoral, 
Shepheardes Calender, both praising Queen Elizabeth and the other, 
involving his more personal poems with a masculine lyric voice such as 
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Amoretti and Epithalamion that were written after his travel to London and 
visiting the court in 1590-91, can help us to understand his use of visual 
imagery and a complex presentation of the Irish nature as the setting of 
many of his poems such as the Epithalamion. 
 
 
I. Spenser as an English Colonizer 
 
Spenser's nationalism and his attitude towards Ireland and the Irish are 
in no work so apparent and straightforward as it is in his unofficial 
report, View of the Present State of Ireland. This report is a prose dialogue 
between two friends, Irenius and Eudoxus, which was written in 1596, 
and announces how Spenser thought the English policy should be in 
controlling and ruling Ireland. In this report, "the constantly moving 
rebellious Irish are represented as having posed a threat to English rule 
in Ireland"(Woolway Grenfell). Ireland has been a troublesome colony 
that with its large forests (Woolway Grenfell reports that one eighth of 
Ireland was forest in 1600) could easily hide the Irish rebellions after 
their attack on the English. The forests, bogs and waters of Ireland have 
been frightening to the English troops as well as the English planters 
that could always feel the Irish rebel in the air. The Irish landscape that 
was considered by the English as possessing an inherited uncertainty, 
was at times gloomy and dark in the English literary works. 
      As it's seen in the Epithalamion, the poet-bridegroom is worried about 
the woods and the bogs of this country even at the most joyful time of 
his life. In this poem, "the woods" play an important role since Spenser 
affirms that they "shall to me answer and my Eccho ring." The "rushy 
lake," "the hoary mountayne," and "th' unpleasant Quyer of Frogs" of 
Ireland betray the poet's happiness by keeping him obsessed with their 
fearful images even if this joyous wedding ceremony is happening in this 
setting, under the seemingly absolute control of the colonizer. 
      For the English colonizers, the Irish, as "Others," were uncertain and 
resistant nomads who could hardly be controlled and civilized. 
Christopher Warley argues that the English colonizers represented 
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Ireland as "a barbaric place requiring English civility and market-based 
conceptions of land"(571) and the Irish as uncivilized barbarians whom 
the English must come to help and make them civilized and modern. 
But their lack of knowledge about the wild landscapes of Ireland 
hindered them from too much progress, therefore the English started to 
make maps of the roads, towns and waters that were the vital strategic 
points for their colonizing purposes. In this way, they tried to pinpoint 
the multiple complexity of the Irish problem and summarize the 
uncertainty of the Irish and Ireland into a one-dimensional map and so 
to conquer them.  
     Along with the English army, the Protestant nationalistic Spenser 
visited and inhabited in Ireland and trying to solve the "Irish problem" 
he used his pen to suggest that, as Sowton reveals, "English policy 
should be consistent and to appoint a Lord Lieutenant with the widest 
possible power and full responsibility" and to gather an army in order to 
make the Irish obedient or to destroy and eliminate them from the 
country (xi). Although this statement for a poet seems to be too cruel 
but as an undertaker and secretary, this brutality could be justified and 
more important, the Irish were the "Others," not from themselves, the 
civilized English. As an undertaker whose duty was to settle the English 
families in Ireland in order to make this colony internalize the English 
culture and civilization, Spenser also was concerned to find a position for 
himself as a great landowner and then a nobleman.  
     Spenser's works are the symbols of anxiety of English monarchy 
about Ireland. He, with his verbal strategy, tried to consolidate the 
situation of the English in Ireland, to establish English norms and to 
impose the English view and ideology to the Irish (Warley). Woolway 
Grenfell indicates that in View, Irenius and Eudoxus talk of Ireland as a 
one-dimensional space, like a map, and give a plan for building fortified 
towns which are enclosured to ensure the security of the English. These 
spatial and topographical references are not limited to the View but they 
can be traced in Faerie Queene, too. Humphrey Tonkin confirms this idea 
and argues that in Book VI of Faerie Queene, "the metaphor used to 
describe the poem is not 'image' but 'land,' not 'artistic' but 
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'topographical'"(13). In the Epithalamion, Spenser quite soon highlights 
the vale of "Mulla," representing his home in Kilcolman, his land. 
      Spenser's political and social ambition for entering into the court and 
becoming a courtier is reflected in his earlier poems such as the Faerie 
Queene which is an epic praising Queen Elizabeth in the character of 
Gloriana and by flattering the monarch, he tried to gain a high position 
among the aristocrats. Spenser's sense of possession never quitted him 
and his longing for more land, a higher public status and being 
considered a lord was apparent in his later works and life.  
     Spenser at this time improved his career as a secretary-poet and got 
involved in buying and selling the lands which used to belong to the Irish 
aristocrats, Anglo-Irish lords or rebellions that were a threat to 
monarchy. In this way he could possess a big state, Kilcolman. As 
Sowton shows "Spenser and his Anglo-Irish neighbor, Lord Roche, had 
a long acrimonious dispute over boundary lines," in which Roche 
managed to win the case and get back his land (x). Therefore land, that 
was the only way of being accepted in the cycle of the aristocrats, was a 
main issue for Spenser. Land and therefore Ireland could satisfy 
Spenser's desire for ownership that could compensate his inherited 
poverty, loss and humbleness. 
     Richard Rambuss argues that Spenser at times even subordinated his 
poetic aspirations to his public duties as a beaurocrat. In a letter to 
Harvey, he writes "I was minded also to haue sent you some English 
verses: or Rhymes, for a farewell: but by my Troth, I haue no spare time 
in the world, to thinke upon such Toyes, that you knowe will demaund a 
freer head, than mine is presently"(Cited in Rambuss 26). This obsession 
with public affairs, mainly with the purpose of colonizing and cultivating 
Ireland, directed his nationalism to suggest the building of fortified cities 
for the English to live in and increase their numbers by bearing children 
in Ireland.  
     Spenser's nationalism is preserved in most of his poems, either 
conspicuously in epics or less apparently in his personal love poems. In 
the Epithalamion, this sense of nationalism results in the poet's invoking 
Diana ("Cinthia"), the goddess in charge of childbirth, to "generation 
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goodly dost enlarge"(384) and "And happy influence upon us raine,/ 
That we may raise a large posterity,/ which from the earth, which they 
may long possesse" (Epithalamion 416-18) and in this way be beneficial to 
the English society and country. 
     Spenser's idea towards Ireland in his epic and View of the Present State of 
Ireland is directly resulted from his sense of possession, or his monarch's 
sense of possession. Ireland was the "Other" that should be possessed 
and devoured at any cost, either by the brutal policies of Lord Grey in 
this country that Richard Rambuss refers to in his book (26), or by 
Spenser's pen in defining and consolidating the English norms in the 
Irish culture, literature and nature. Irenius calls the Irish rebellions 
"theves and Outlaws"(Cited in Grenfell), a barbarous race inhabited in 
barbarous Ireland. Like the bride of the Epithalamion, it should be 
gained and the English troops should "bring home the triumph of our 
victory/ Bring home with you the glory of her gaine/ With joyance bring 
her and with jollity"(243-45). But this joy does not last a long time for 
Spenser. His travel to London in 1590-91, accompanying Sir Raleigh, 
brought him back to Ireland with disappointment because not only he 
could not get lordship but also he was confronted with a corrupt court 
that he criticized in his Complaints. 
     After this travel, Spenser's poetry changes in theme and locus of 
attention. In his more personal poems he turns to love and himself as 
the center of praise, not the Queen anymore. 
 
 
II. Spenser as an Irish lord 
 
Since his travel to London in 1590-91, Spenser's ambition and hope for 
grasping lordship in England was frustrated and from this point on his 
poems revolved around personal subjects with a lyric voice. By praising 
the female monarch of England he could not reach the place he longed 
for, so he turned to Ireland as a place for promotion. At this time, 
Rambuss believes, Spenser could find poetic inspiration at a distance 
from the court and his land dealings and his long dispute with Roche 
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over land, as was previously referred to, made Julia Reinhard Lupton 
term "Home-making in Ireland"(Cited in Rambuss 99). So from this time 
on, Ireland becomes Spenser's home and it is the only place he can write 
poetry in and about. His poems such as Colin Clouts Come Home Againe 
and Epithalamion are obviously set in the Irish pastoral. He was no longer 
in the hope of lordship in England since he found out that the only place 
he can be a lord is Ireland. The way he pictures the Irish forests and bog 
lands is not completely dark and frightening or from the far and high 
standing point of a colonizer but the beautiful pastoral is described in the 
poem although the internalized fear and insecurity that the English felt in 
Ireland, still have a pale color. 
     The shifting from epic to lyric illuminates the change which happened 
in the mind of the poet. Epic has been an instrument to honor the virgin 
female monarch but Spenser turns to composing lyric which honors the 
desires of the poet himself and his amorous feelings. Therefore, 
Rambuss argues that in Colin Clouts Come Home Againe, Elizabeth is 
decentered and lost her place as the object of praise and the poet himself 
sits at the center of his poetry (99). Even in the Epithalamion- which 
conventionally should celebrate the wedding of the nobility- the poet 
becomes the poet-bridegroom, the new center, who celebrates his own 
wedding. 
     Spenser also goes farther to deconstruct the previously held binary 
operation of public/private life with the superiority of the public life in 
his poems. In his epic, Faerie Queene, he adores the Queen and elaborates 
his social function. His secretary career which subordinated the poet's 
personal life and poetry now becomes subordinate but never disappears.  
     In Amoretti and Epithalamion, the private life and feelings gain 
importance and the poet, centeralizing himself or his beloved or Platonic 
love, does not go too deep into social affairs. However in the 
Epithalamion, the traces of both private and public life can be seen and 
the personal, private life of the poet at this time (his marriage and then 
their posterity) is set in the social context with its social roles, a point 
that Montrose clarifies: "The domestic domain is not a place apart from 
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the public sphere so much as it is the nucleus of the social order, the 
primary site of subjectification"(Cited in Warley, 597). 
     Thomas M. Greene indicates that Spenser's couple in the Epithalamion 
is "always at the dramatic focus; about them lies the town, the "social 
context"-the merchant's daughters, the young men who ring the 
bells"(649). Spenser's view of himself in the Epithalamion is that of a 
noble man. He considers himself a lord with a big state in Ireland. The 
sixteenth-century transition of economical status from feudalism to the 
emerging Capitalism, plays a crucial role in Ireland and therefore in 
Spenser's life and works. The old system of feudalism- unable to satisfy 
the new English populace who although poor, are educated and capable 
of transcending themselves from their present class- little by little 
dissolves into Capitalism of merchants and planters. Ireland as a 
colonized country could give land to the planters and a few merchants, 
although the distribution of the lands mostly depended on the political 
status of the person and his loyalty to the monarchy and not much on 
the economical status of the merchants. 
     As a loyal secretary, Spenser gains some of the Irish lands- his long 
desired wish- and becomes rather an Irish lord. His status in the 
Epithalamion is shown higher than the merchant's girls and boys of 
Ireland. He does not identify himself with the bourgeoisie- "the 
merchant' daughters"- as Montrose assumes: "Spenser's motives were 
undoubtedly to affirm his status as a gentleman rather than to assert his 
place in the vanguard of the bourgeoisie"(Cited in Warley, notes). His 
epithalamion for himself, "So I unto myselfe alone will sing," that 
invokes the mythological gods and goddesses to attend in his wedding 
ceremony, his bride who "being crowned with a girland greene / Seeme 
lyke some mayden Queene," and maybe the participation of the entire 
city in this ceremony illustrates the poet-bridegroom's seemingly 
nobleness.  
     Although quite different from his harsh attitude towards the Irish and 
Ireland in View, even in his lyrics and epithalamions his attitude at this 
time is not very sympathetic either. He looks from a higher place at the 
people, which reveals his higher social status. He wears the mask of a 
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gentleman, from aristocratic class, and gathers or rather orders the 
bourgeoisie. Warley believes that "Spenser's speaker, like Spenser himself 
adopts the position of the idealized feudal lord who masters his 
possessions and land"(Warley 583). But in this wedding ceremony, no 
aristocrat can be seen; therefore this point comes to mind that the 
speaker-bridegroom can not be an aristocrat and he cannot afford 
"ornaments" except his poem to be offered to the bride. The "silken 
courteins," "odoured sheetes, and Arras coverlets," Greene argues, is a 
bourgeois pleasure and in an aristocrat's wedding there will be no 
reference to them (645).   
     Epithalamion as a microcosm of Spenser's poetry involves both his 
admiration of Ireland with its "Nymphes of Mulla," "The Rosy Morn," 
"cheereful birds," "Minstrels" and "trembling Croud," "a profound 
delight in the beauty of the universe and in that delicately surfaced nature 
of his which was its mirror and counterpart"(Lowell 307), and scorn of it 
as related to dark times of medievalism with again its "Minstrels" and 
"trembling Croud," "hob Goblins," "griesly  vultures" and "dreadfull 
darkness" that make the English to pray that  
 

And in thy sable mantle us enwrap, 
From feare of perrill and foul horror free. 
Let no false treason seeke us to entrap, 
Nor any dread disquiet once annoy 
The safety of our joy. (Epithalamion 321-25) 

 
It is frequently said that Spenser was in exile in Ireland. Tonkin 
beautifully brings Spenser's conflict to surface. He believes that Spenser 
"may have felt in his own mind a conflict between his love for Ireland, 
for countryside, for retreat, and his loyalty to the Queen. There seems to 
be a conflict too, between Spenser-the-poet and Spenser-the-civil-
servant, in which the former feels the need to justify the demise of latter 
and at the same time to assert the role of the poet not as a mere 
entertainer of monarchs but an image- the voice of his time for all times, 
and prophet, as well as historian"(303). 
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The presentation of Satan in Paradise Lost has given rise to much critical 
dispute. This figure is so ambiguously depicted in the poem that some 
critics regard him as the true hero of the epic poem but for the others 
that is not the case. It is supposed that critical support for Satan began 
with the romantics, but this is not so. The notion of Satan as the true 
hero of Paradise Lost goes back to Dryden. John Dryden refers to Satan 
as the hero of Paradise Lost in an essay in 1697. But according to 
C.S.Lewis, “[w]hen Dryden said that Satan was Milton’s “hero” he meant 
something quite different [than the traditional sense of the word]”. The 
Encarta Dictionary defines hero in several different ways: “a legendary 
man with supernatural powers,” “a remarkably brave person,” 
“somebody admired,” and a “main character in fictional plot”. Lewis 
maintains that Dryden’s use of the word “hero” refers to the last 
definition. Satan is a main character in the poem. He is arguably the most 
emphasized character. But in the whole paradise is lost because of Satan. 
The poem deals with the cause and nature of sin which manifest 
themselves in the character of Satan. Additionally the word hero comes 
from the Greek word “heros” which is related to warriors. Satan is 
indeed a warrior, and thus the term hero fits him in this sense too. In the 
Romantic period we have figures like William Blake and Percy Bysshe 
Shelly taking the concept of Satan as the true hero of the poem. Blake 
and Shelly are considered to be Satanists. They do not admire Satan just 
from a literary stand point. They admire him from a moral stand point as 
well.  

On the other hand we have anti-Satanists such as Charles Williams, 
C. S. Lewis and Stanley Fish, which consider Satan as the antagonist of 
the poem. Satanist critics generally emphasize Satan’s courage while anti-
Satanists, his selfishness or folly. But this simple attributes could not 
describe the character of Satan. What makes this character seem 
ambiguous is the “depth” of this character. This illusion should be 
created that the character has levels hidden from the reader. By 
comparison to other characters in Paradise Lost- Adam, Eve, and God- 
which exist simply and transparently at the levels of the words they 
speak, Satan does not. 
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 The traditional Satan as presented in religious theology involves 
three roles- an Archangel before and during war in heaven; a prince of 
devils in the council in hell; a serpent tempter in the garden. So we can 
see that Satan is not a single concept, but a three-dimensional figure. The 
ambiguity of Milton’s Satan stems from this three-dimensional figure. 
Furthermore Milton has not divided these three dimensions clearly. For 
example when Satan disguises as the serpent in the garden, his two other 
aspects are still present in him and we can trace them in his sophisticated 
and witty argument with Eve. In this episode we can see that although he 
has disguised as a beast but he is completely sane and leads the argument 
like a sophist toward his desired objective.  

Another fact that adds to the ambiguity of Satan’s character is that 
we don’t have any access to his true state of mind. And even if we have 
access to his state of awareness we can see that he is not like other 
characters in the poem a static character. For example in his soliloquy at 
the start of Book 4, we can see that his inner debate shows a kind of 
dynamic tension in this character. In this soliloquy Satan accepts his own 
criminality and his own responsibility for his fall. He vacillates between 
remorse and defiance. It seems that he is always suffering from an inner 
tension. It is obvious that he is not a strict outlined character and we 
could not predict his feelings as easily as the other characters in the story. 
This is again another aspect of this character that makes him deeper and 
less predictable than the other characters in the story. 

In the soliloquy mentioned above Satan mentions that if he was 
given the chance to repent and get back to heaven it would  not do him 
any good, since once back again he would grow proud again (“how 
soon/ would highth recal high thought gain), and this would lead him to 
a heavier fall. It seems that Milton brings this part to justify why God is 
not merciful toward Satan. But it adds to the ambiguity of this character, 
for it is reasonable for the reader to ask why Satan should not learn from 
his fall. In other words Satan is trapped in his own nature. But this 
means, of course, that he is trapped into a fictional plot of which his 
nature is a part. It seems that the fiction is leading him toward a doom 
but he himself can see a way of escaping from that doom (“But say I 
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could repent”). In this manner Satan appears in the eyes of the reader to 
have an autonomy and independence from the fictional plot that tries to 
manipulate him. 

Another sense in which Satan seems to be trapped in the fictional 
plot is that the fiction requires him as an archangelically rational creature 
to revolt against an omnipotent God. Anti-Satanists take this as the sign 
of his folly while pro-Satanists take this as the sign of his bravery and 
supreme courage. This potential of Satan to draw different and extremely 
contradictory responses from critics is simply a product of his ambiguity. 
But folly and courage here could not justify the situation and these are 
attributes which relate to human beings. The situation for devils is 
described by Belial during the council in Pandemonium in Book 2. Belial 
acknowledges that God is not only omnipotent but also omniscient, so 
he is aware of every thing and can not be outwitted. So the devils are 
performing before God and they have him as their audience and this 
means that their behavior is not just foolish or courageous. In order to 
make their behavior credible, the reader has to assume that the devils 
make an effort of self-deception or oblivion. This is the same situation 
for Satan as he flies from hell to earth “horror and doubt distract” his 
thought as he remembers that “of worse deeds worse suffering must 
ensue”. So if he knows that by this rebellion the situation will become 
worse, why he is doing so. Milton manages to solve this problem partly 
by using Satan’s psychology. Satan’s state of consciousness is represented 
as obscure and changeable. Thus at the start of Book 4, his realization of 
the fact that his action will lead him to worse condition is shown as 
something which he previously managed to forget: “Now conscience 
wakes despair/ That slumbered”. In this way we can see that Satan is not 
a strict and staunch character but a moody, changeable and forgetful 
one. This wavering, moody and deceptive state of consciousness is 
something that adds to the depth and ambiguity of this character. 

This aspect of Satan’s mentality is better shown when in his 
argument with Abdiel about the creation of angels in Book 5 he insists 
that they were not created by God, while in Book 4, lines 42-4, he admits 
that it was “heaven’s matchless king” who created them. Some critics, 
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like Lewis, say that Satan is just lying in his argument with Abdiel but 
others have interpreted it as a new perception by Satan or recalling of 
something that he has chosen to forget. It is odd that other angels 
present in the argument accept Satan’s, not Abdiel’s account of creation. 
This means that they never had any knowledge of their creation or they 
have suppressed it or willfully lost it. But this is not the case with Satan. 
He may be lying, he may be deceiving himself or he may have lost his 
knowledge. But that he never knew the truth is not probable since it 
contradicts his archangelical knowledge. 

Another aspect of Satan’ character which makes him inscrutable is 
his reaction to different situation and the moral evaluation of his actions 
which generates disagreement among readers. Three episodes are of this 
kind. 

The first occurs in Book 1 when Satan weeps at the sight of his 
fallen followers and can not speak for tears: 

    
Thrice he essayed, and thrice in spite of scorn 
Tears such as angels weep, burst forth 

 
Pro-Satanists critics interpret the tears as merciful compassion. 

While anti-Satanists argue that angels are not supposed to shed tears, and 
according to orthodox theology, weeping is a sign of passions which 
angels are not subject to. 

It seems that Milton himself is aware of this fact and wants to 
emphasize this in Book 2, where Michael shows Adam the effects that 
death and disease will have upon mankind. Adam weeps while Michael 
remains composed and “dry-eyed”: 

                           
Sight so deform what heart of rock could long 
Dry-eyed behold? Adam could not, but wept 

 
So what could be the significance of this scene? What kind of 

passion is behind these satanic tears? Maybe Milton is going to show that 
even we could not categorize Satan as a specific kind of creature or that 
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he is a mixture of human and inhuman characteristics. But yet we could 
not present a definite explanation for this scene. 

A second instance of satanic action or reaction which can be used 
by both Satanists and anti-Satanists is when he sees Eve in the Garden of 
Eden and is so enraptured by her beauty that momentarily he forgets his 
bad intent and becomes good: 

                              
And for the time remained  
Stupidly good of enmity disarmed, 
Of guile, of hate, of envy, of revenge 

 
But soon he returns to his previous state: 

 
Thoughts, whither have ye led me, with what sweet 
Compulsion thus transported to forget  
What hither brought us, hate, not love. 
 

It seems that Satan’s inner feelings and natural tendencies, acting in 
an unconscious way, is to love, while consciously he is trying to hate. 
Like his tears it shows that he is capable of breaking through the 
boundaries of fiction and playing a role different from that one fiction 
assigns him to. Milton did not need this incident to advance his 
narrative. And it is irrelevant to Satan’s fictional role.  

On the other hand, it shows that Satan chooses to act as devil 
although he has the opportunity to escape it, so he could be seen as 
more damnable. He is not rendered as a destructive machine that does 
not have any control over the destruction that he creates, but as a 
creature that chooses to destroy human beings against the promptings of 
his batter nature. 

A third prominent example of Satan’s attaining depth through 
ambiguity occurs when he first sees Adam and Eve in Eden and is 
stricken with wonder and feel, or says he feels, an inclination to love 
them: 
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Whom my thoughts pursue   
With wonder, and could love, so lovely shines  
In them divine resemblance 
 

Satan’s reason for feeling that he could love them is that they look 
like God, a reason that naturally surprises us because we suppose that it 
is God whom Satan hates. Pro-Satanists take his response to be sincere. 
While anti-Satanists take his words in this scene as irony. We could not 
say which interpretation is true. But again in this scene we can see that 
Satan gains fictional depth from the ambiguity surrounding this point, as 
well as from the possibility of his underlying love for God.   

It can thus be seen how critics have differed in their interpretations 
of Satan’s character and motives in Paradise Lost. Most agree that Satan is 
the antagonist while Satanists are predisposed to admire him as the true 
hero of the poem. Differences in interpretation of this character is 
mostly because of the ambiguity of this character but also Milton’s 
intentions, the degree to which he was conscious of his creation, and the 
different focuses from one critic to the next should not be forgotten. But 
what is interesting about Satan is the degree of ambiguity and obscurity 
surrounding this character which causes him to elicit so contradictory 
responses from different critics. In comparison to other characters in the 
poem he is depicted as a dynamic and unpredictable character. 
Sometimes he acts so moody that we could not present a definite motive 
for his actions.   
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“She has talent—magical, sly, cumulative—that most writers would kill for.” 
Guardian (UK) 

“There is nothing accidental about her success; her plots are as elegantly 
constructed as a fine proof in mathematics.” 

The New York Times Book Review 
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Jhumpa Lahiri was named by The New Yorker as "one 
of the 20 best writers under the age of 40". She surprised 
the literary world in 2000, when she won the Pulitzer 
Prize for fiction, the first person of South Asian origin to 
win an individual prize, for her very first full-length 
effort, a collection of short stories titled Interpreter of 
Maladies. 

Lahiri was born in London, England, in July 1967, and raised in South Kingstown, 
Rhode Island, from age three. Her parents immigrated to the united states from 
Calcutta; India.  Her father, Amar, was a librarian at the University of Rhode Island, 
and her mother, Tia, was a teacher's aide at a Rhode Island elementary school. 
Lahiri also has a sister seven years her junior. 

In spite of growing up in the United States and considering herself as an 
American writer ; she has found that it is sometimes difficult to see herself as 
an American. Although they have lived in the United States for more than thirty 
years, her parents always considered India their home. While growing up, 
Lahiri often visited India every few years, and her visits there lasted from three 
weeks to as long as six months at a time. Still, Lahiri did not feel at home in 
that country either. Lahiri observes that her parents retain "a sense of 
emotional exile" and she herself grew up with "conflicting 
expectations…to be Indian by Indians and American by Americans."  , "It 
was important to my mother to raise her children as Indian, thinking and 
doing things in an Indian way, whatever that means," Lahiri recalled to 
Mervyn Rothstein in the New York Times. "I've often felt," she told Barbara 
Kantrowitz in Newsweek, "that I am somehow illegitimate in both cultures. 
A true Indian doesn't accept me as an Indian and a true American 
doesn't accept me as an American." 
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She was a shy girl and sought out other quiet children who liked to read. 
Being a primary school student ; for the first time she thought about writing ; 
and it was at the age of seven when she began co-authoring "books" with one 
of her classmates. She began composing ten-page "novels" at recess with her 
friends in grade school. She also wrote for her school newspaper, but had 
stopped writing fiction by the time she went to college."Writing allowed me 
to observe and make sense of things without having to participate," she 
remarked in a Newsweek International interview. "I didn't belong. I looked 
different and felt like an outsider." 

She graduated from Barnard College and got her B.A. in English literature. 
Then she applied to several graduate English programs but was rejected from 
all of them. At last waiting to apply again, she took a job as a research 
assistant at a non-profit institution in Cambridge. 

 

For the first time I had a computer of my own at my desk, and 
I started writing fiction again, more seriously. I used to stay 
late and come in to work on stories. Eventually I had enough 
material to apply to the creative writing program at Boston 
University. But once that ended, unsure of what to do next, I 
went on to graduate school and got my Ph.D. In the process, 
it became clear to me that I was not meant to be a scholar. It 
was something I did out of a sense of duty and practicality, 
but it was never something I loved. 

 
Eventually, Lahiri entered Boston University, where got multiple degrees, an 
M.A. in English, M.A. in Creative Writing and M.A. in Comparative Studies in 
Literature and the Arts, and a Ph.D. in Renaissance Studies. 

After completing her education, Lahiri taught creative writing at Boston 
University and the Rhode Island School of Design. She took up a 
fellowship at Provincetown's Fine Arts Work Center, which lasted for the 
next two years (1997-1998). 
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When she was completing her dissertation (1997) on representations of 
Italian architecture in early-seventeenth-century English theater , she worked 
as an unpaid intern at Boston magazine. Burned out on academia, she now 
considered becoming a writer. Her work at the magazine, however, involved 
writing flattering items about consumer products. 

 Meanwhile, she had begun to write short stories and had by now received 
some positive feedback and awards including the Henfield Prize from 
Transatlantic Review in 1993 and the Louisville Review fiction prize in 1997. 
In addition, the New Yorker had reprinted three of her stories in their pages 
and had named Lahiri as one of the twenty best young writers in America. 

 

I still wrote stories on the side, publishing  
things here and there. The year I finished my dissertation, I 
was also accepted to the Fine Arts Work Center in Provincetown, 
and that changed everything. It was something of a miracle. In 
seven months I got an agent, sold a book, and had a story 
published in The New Yorker. I've been extremely lucky. It's 
been the happiest possible ending. 

 

 

She surprised the literary world in 2000, when she won the Pulitzer Prize 
for fiction, the first person of South Asian origin to win an individual prize, 
for her very first full-length effort, a collection of short stories titled 
Interpreter of Maladies. Previous winners of the Pulitzer for fiction include 
such quintessentially American authors as John Steinbeck, Ernest 
Hemingway, Saul Bellow, William Faulkner, Henry Waulk, John Updike, 
Norman Mailer and Pearl S. Buck.  

 In addition to the Pulitzer, it received the PEN/Hemingway Award, the 
New Yorker Debut of the Year award, an American Academy of Arts 
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and Letters Addison Metcalf Award, and a nomination for the Los 
Angeles Times Book Prize. The title story secured the author the 
O'Henry Award.  Lahiri was awarded a Guggenheim Fellowship in 2002 
and a National Endowment for the Arts Fellowship in 2006. 

 In 2001, she married Alberto Vourvoulias-Bush, a journalist who was then 
Deputy Editor of TIME Latin America. Lahiri currently lives in New York City with 
her husband and two children. She also has been a Vice President of the PEN 
American Center since 2005. 

 

Interpreter of maladies 

She began writing her first 
famous collection of nine short 
stories named:" interpreter of 
maladies" which won the 2000 
Pulitzer Prize for fiction and was 

 

 included in Best American Short Stories 
1999. Her debut collection was 
translated into twenty-nine languages 
and became a bestseller both in the 
United States and abroad. The longest 
story covers 28 paperback pages, and 
the shortest, 13.  

The tale of an Indian physician's 
interpreter who moonlights as a tour 
guide eventually became the 
centerpiece of her short-story anthology 
of the same title. The inspiration for the 
story came to Lahiri after visiting a friend 
who acted as a Russian liaison for a 
Boston doctor. The phrase "interpreter 
of maladies" later came to her, and she 
found it poetic and filed it away, thinking 
about it on occasion. As she recalled to 
Gillian Flynn in Entertainment Weekly, 
"Over the years it was fading, and every 
so often I'd come across it and think, 
'Am I ever going to do something with 
it"' Then one day I did." 

http://en.wikipedia.org/wiki/Time_%28magazine%29
http://en.wikipedia.org/wiki/New_York_City
http://en.wikipedia.org/wiki/International_PEN
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Lahiri's debut, addresses sensitive dilemmas in the lives of Indians or Indian 
immigrants. The stories' themes include marital difficulties, miscarriages, and the 
disconnection between first and second generation immigrants in the United States.   

While Lahiri's stories bear the stamp of the same painstaking craftsmanship as 
Buddhist sages apply to the making of a mandala, their lives are far from fleeting. 
Most of Interpreter's characters play out a simultaneous existence in two cultures. 
Lahiri often deals with people who have been culturally displaced, and sets up a 
broader existential metaphor of people who feel detached from their surroundings. 
She writes fiction about the Indian immigrant experience in America. With informed 
cultural chiseling, their creator shapes them into sharply sculpted personalities. 

In many of her stories Lahiri displays a sensitivity to the issue of marriage. Instead of 
glorifying the romantic notions of matrimony, she digs into how much work it takes to 
sustain and refresh relationships over the long term. Caleb Crain wrote in the New 
York Times Book Review that Interpreter of Maladies "features marriages that have 
been arranged, rushed into, betrayed, invaded, and exhausted. Her subject is not 
love's failure, however, but the opportunity that an artful spouse (like an artful writer) 
can make of failure--the rebirth possible in a relationship when you discover how little 
of the other person you know. In Lahiri's sympathetic tales, the pang of 
disappointment turns into a sudden hunger to know more." 

Though Interpreter of Maladies is full of characters searching for love, the tales are 
fresh and gripping. The stories don't have grand passions and tumultuous 
relationships, or dramatic plots. Instead, they exquisitely detail the thoughts of one 
individual about a period of his or her life. For example, a woman who is having an 
affair with a married man and watches him go back to his wife each week. Or a child 
who goes to an immigrant woman's home each day after school, and sees her deal 
with homesickness, loneliness and isolation.  

The common theme is an inability to communicate. This happens for many reasons -
- the dynamics of a relationship, cultural differences, immigration and 
adjustment...and sometimes these disjointed interactions change during the course 
of the story.  

Through her tasteful selection of contemporary Indian influenced prose pieces, 
Jhumpa Lahiri traces the unique journey of Indian families established in 
America. Focusing on the intergenerational aspect of traditional households, 
Lahiri conveys the emotional rollercoaster that accompanies a person who is 
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branded as a foreigner. In America, there exists a common misconception that 
immigrants who arrive in this country fully assimilate or seek to assimilate as 
time progresses. Although these newly arrived immigrants are expected to be 
content only after assimilating to the American culture, Lahiri attests that it is 
the experiencing of the Indian culture in America which truly gives these 
immigrants satisfaction. 

Though many of the characters in the collection are Indian or Indian immigrants, 
Lahiri claims the tales are strictly fiction. "The characters are semireal--most are 
composites--but the situations are invented," she noted in Newsweek International. 
However, she has admitted that her own family members played a large role in some 
of the stories. For example, "The Third and Final Continent," which tells of a librarian 
putting together the basics in his rented room in anticipation of the arrival of his wife, 
is based on her father. "I was filled with anxiety about it," Lahiri commented to Flynn. 
"He's not a very effusive person, but he said, 'My whole life is in that story.' That's all 
I could ask for." 

The stories are set in the northeastern United States, and in India, particularly 
calcutta. She uses Calcutta as the setting for three of the nine stories in Interpreter of 
Maladies and accurately contrasts Indian values with American values in her other 
stories. The stories with an American setting presage a changing national cast of real 
and fictional characters. 

Her highly detailed descriptions of her stories' settings draw readers fully into her 
fiction, transporting them into the alleys of Calcutta, Spartan rental rooms in eastern 
U.S. college towns, or into a fragrant living room where a woman chops vegetables 
for the evening meal. The Indian characters in her stories are often displaced, 
whether immigrants in a strange country or those returning to their home 
communities, thus reinforcing the author's themes of isolation and loss.  

India is present in some way in each story, but in most it is a minor fact, not a 
focus of the story. For example, the young woman's married lover is Indian, and 
that colours her interactions with her Indian co-worker. The Boston couple is 
Indian, but their ethnicity is mostly irrelevant to the story. A couple of the stories 
are set in India, and again it is impressing that how comfortable she was writing 
about Indians in India. The realities of India affect the lives of the characters, but 
in the end they are just people. 
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Critics were often complimentary in assessing Lahiri's stories. Prema Srinivasan, 
writing for Hindu, called Interpreter of Maladies "eminently readable," and noted that 
Lahiri "talks about universal maladies in detail, with a touch of humour and 
sometimes with irony which is never misplaced." A Publishers Weekly reviewer 
explained that "Lahiri's touch in these nine tales is delicate, but her observations 
remain damningly accurate, and her bittersweet stories are unhampered by 
nostalgia." 

The Namesake 
 

The eloquent language, mature 
observations, and delicate insights belied 
Lahiri's newcomer status, according to many 
critics, who welcomed her second work of 
fiction, 2003's The Namesake. 
  
She published her second book and first 
novel in 2003 named "The Namesake".Lahiri 
continued her examination of the Indian 
immigrant experience with the publication of 
this novel.  

The book details the story of a young 
Indian man trying to maintain his 
family's traditional values while 
dealing with everyday life in America. 
The parents, each born in Calcutta, 
immigrated to the United States as 
young adults. Their children, Gogol 
and Sonia, grow up in the United 
States and much of the tension of the 
novel is dependent upon the 
generation and cultural gap between 
the parents and the children.A whole 
family, rather than a single 
protagonist, must come to terms with 
a new identity. 
One of the major themes of the book 
is Gogol's persistent ambivalence 
over his identity, one cause of which 
is a misunderstanding which occurs 
when Gogol is very young: his pet 
name ("Gogol") becomes mistaken 
for his real name. Thus, Gogol's 
unusual name serves as a symbol of 
his own unclear cultural identity 
(further complicated by the fact that 
Gogol is the last name of a noted 
Russian author) Lahiri told a 
reporter from USA Today that this 
came from her own experience: 
While attending school in America, 
a schoolteacher found Lahiri's 

http://en.wikipedia.org/wiki/Calcutta
http://en.wikipedia.org/wiki/USA_Today


       96 

  

"good names" too hard to 
pronounce, and used her nickname 
Jhumpa instead.  

There is also a film based on Lahiri's 
novel, The Namesake , released in 
March 2007 in the United States and 
the United Kingdom. It is directed by 
Mira Nair and a screenplay adapted 
from Lahiri's novel by Sooni 
Taraporevala. The film stars Kal Penn 
as the young protagonist Gogol, and 
features Bollywood stars Tabu and 
Irrfan Khan. Lahiri herself is an extra 
in the film. 

There are several connections 
between Interpreter of Maladies and 
The Namesake. Both of them contain 
themes of conflict in relationships 
between couples, families, and 
friends. Through these relationships 
she explores ideas of isolation and 
identity, both personal and cultural. 
The characters in both works 
frequently encounter crises of identity, 
which are tied to their inabilities to 
reconcile their American identity with 
their Indian identity. Particularly in the 
short fiction of Interpreter of Maladies, 
Lahiri often leaves these crises 
unresolved.  

As a result, her work gives us a rather 
bleak outlook on the future of her 
characters. We might imagine that 
this reflects some of Lahiri's concerns 
about their real-life analogues. She 
often correlates her characters' 
cultural isolation with extreme 
personal isolation, suggesting that the 
cultural isolation causes the personal. 
The instances in which this cultural 
isolation are resolved or avoided are 
generally accompanied by a similar 
resolution or avoidance of personal 
isolation. 
 
Lahiri's abilities to convey the oldest 
cultural conflicts in the most 
immediate fashion and to achieve the 
voices of many different characters 
are among the unique qualities that 
have captured the attention of a wide 
audience.Lahiri writes with a depth 
and honesty which require no 
melodrama and unlike many authors, 
she writes in the voices of both 
genders. Jhumpa Lahiri's career has 
just begun, one can only imagine 
what creative works she will stun the 
public with next. 

http://en.wikipedia.org/wiki/Nickname
http://en.wikipedia.org/wiki/The_Namesake_%28film%29
http://en.wikipedia.org/wiki/Mira_Nair
http://en.wikipedia.org/wiki/Sooni_Taraporevala
http://en.wikipedia.org/wiki/Sooni_Taraporevala
http://en.wikipedia.org/wiki/Kal_Penn
http://en.wikipedia.org/wiki/Protagonist
http://en.wikipedia.org/wiki/Tabu
http://en.wikipedia.org/wiki/Irrfan_Khan
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 Introduction 
According to my personal experiences, as the one who has worked both 
as a teacher and a translator of English materials, I have encountered 
some challenges whose underlying reasons seem to do something with 
my personal features of learning, implying and processing the 
information entered as input. Observing other translators and the way 
they deal with the act of translation and also their preferences of choices 
regarding different styles of translating gave me the idea that there might 
exist a correlation between a translator’s mental structure, reflected in the 
way they deal with the work to be translated, and their inherent talent 
and tendency towards one of many different styles of translating, 
indicated by their choices and preferences.  

If we agree that the very first stage of translation, the beginning of 
the work, is comprehension of the text to be translated, then we can 
pose a hypothesis about possibility of a correlation between a translator’s 
learning style and their translating style. Therefore, this study seeks to 
shed light on some underlying reasons of some facts such as: why is it 
the case that some eminent translators who do really a good job on 
written translation, ruin the work when they decide to interpret? Why so 
many skilled interpreters escape written translation and finally why do 
some of them prefer sight translation to other styles of translation? 

This study, if performed successfully attaining the expected results, 
can much help shed light on some less known areas of Translation 
Studies, being the translation process concerning the translator 
him/herself who seems to have been less paid attention to so far. As a 
result, the scope of the discipline could be widened and some new 
horizons are expected to open for further studies in this area. The results 
of this study can help the translators and people who deal with 
translation act, such as commissioners and publishers, to come to a more 
objective, scientific and deeper understanding of themselves and the act 
of translation, helping them choose more precisely and easily the areas 



101 

  

they are talented in, resulting in their success and recognition of their 
strong and weak points.  
 
Learning Styles and translating styles 
The first step of the translation act, whether written or interpretation 
must necessarily be comprehension, that is, the translator must come to 
a more or less complete understanding of the written sentence or the 
oral expression. Whatever goes in this step has to do with the translator 
or interpreter’s learning styles. Jensen (1995a: 135-6) identifies three 
different sensory forms in which we typically receive information, the 
visual, the auditory, and the kinesthetic.  

Visual learners learn through visualizing, either seeking out external 
images or creating mental images of the thing they are learning. They 
score high in spatial intelligence. They may need to sketch a diagram of 
an abstract idea before they can understand or appreciate it. They tend to 
be good spellers, because they can see the word they want to spell in 
their minds' eye. Visual learners remember words, numbers and graphic 
images they have seen much better than conversation they have had or 
lectures they have heard. (Robinsin: 67) 
Visual translators seem to be better written translators than interpreters.     

Auditory learners learn best by listening and responding orally either 
to other people or to voices in their own heads. They are excellent 
mimics and can remember jokes and whole conversations with uncanny 
precision. Their memorization process tend to be more linear than those 
of visual learners; where a visual learner will take in an idea all at once in 
the form of a spatial picture, an auditory learner will learn it in a series of 
steps. (ibid: 69) 
Auditory learners seem to be successful interpreters. The also seem to 
make good film dubbers. 

Kinesthetic learners learn best by doing something. Their favorite 
method of learning is to jump right into a thing without quite knowing 
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how to do it and figure it out in the process of doing it. Kinesthetic 
learners typically talk less and act more; they are in touch with their 
feelings and always check to see how they feel about something before 
doing it. Kinesthetic learners need to hold things in their hands, they 
typically learn with their bodies, touch and motion. (ibid: 71) 
Such a group of learners are more likely to become translators than 
interpreters. 
 
Methodology 
In order to test the hypothesis, I need a group of subjects such as 
students of an English class. They need to have experienced some forms 
of translation. A ready-made questionnaire is available, which is a 
standard one, to determine the students learning styles. Following the 
questionnaire, students are provided with some other questions asking 
them about their preferred styles of translating along with the reasons 
they provide to support their answers (regardless of external factors such 
as time limit, payment etc).  
A sample questionnaire has also been provided in figure 1.  

Having analyzed the questionnaires, I examined any possible 
correlation between the subjects’ learning and translating styles. In this 
way, the hypothesis is whether proved or rejected. 
 
Findings and Results 
As far as the results of the research are concerned, at least 15 out of 20 
visual testees preferred to do sight translation. This can be claimed to 
support the hypothesis that visual learners tend toward whether written 
or sight translation. Although from another hand, only 2 out of 7 
auditory testees preferred interpreting to other translating styles. This, I 
suppose, is due to their lack of enough experience, and as a result this 
finding doesn’t seem to be valid. Unfortunately, the number of tactile 
testees was not high enough to pay attention to. I believe this is a natural, 
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unwanted though, result of a pilot study like this, and must be taken in to 
account as limitation of the research.  

Anyway, the fact remains that evaluation methods for translation 
prevalent nowadays in academic environments do not seem to match all 
the students, regarding their different learning, and consequently 
translating styles. Common methods of translation evaluation are 
currently: written translation of a piece of text, multiple choices and 
cloze test. All the three methods mentioned, fits only the one with visual 
learning style who tends toward written translation. However, the 
evaluation methods, only to some extent, are suitable for a tactile learner 
with a tendency toward written translation.  

What lacks the most is an evaluation method suitable for auditory 
and the whole range of visual learners. Such an evaluation consists of 
sight translation and interpretation. This can certainly lead to problems 
in translation evaluation and finally questions the validity of evaluation 
process for translation. Possessing different learning styles leading to 
different tendencies in translation, and, as a result, not all the students 
are happy with the mono-dimensional questions prepared as their 
evaluation indicators. 
 
Suggestion and solution     
It seems necessary for translation teachers to put in their evaluation 
process, questions that address all different abilities of students with 
different styles of learning and translating. As a practical example, I can 
point out teacher’s asking some students randomly to translate a 
paragraph when reading it at the same time (sight translation). If the 
teacher is to test students’ interpreting ability, he can put it in his 
evaluation process by orally asking them to interpret some sentences 
from different genres (English to Persian and vice versa). Role playing is 
another very helpful exercise that may both be practiced and examined 



       104 
 

  

in the class. This can much help auditory students with a tendency for 
interpreting to explore their real abilities through different class activities. 
 
 
Conclusion 
 
What will undoubtedly be evident for the one studying the present 
paper, I believe, is that merely having a good command in English and 
translation doesn’t necessarily lead one to be a skilled teacher evaluating 
as many aspects as possible of the translation students. The teacher of 
translation must certainly take into account these mental, psychological 
facts about the students’ inherent tendency and talents. Keeping the 
results of the present study in mind and putting them into practice can 
much help both teachers and students to come to a more realistic and 
objective understanding of their abilities. To achieve this, needless to say 
that, translation teachers must always keep in track with the latest 
findings in the area of Translation Studies. Developing a link between 
the scholars and practitioners of translation will certainly lead to the 
discipline’s prosperity.     
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Appendix: The Questionaire Given to the Subjects 
 
►Please check the following items. 
 
1- I remember something better if I write it down                                                      
0 1 2 3 4 
2- I understand lectures better when they write on the board                                     
0 1 2 3 4 
3- Charts, diagrams and maps help me understand what someone says                     
0 1 2 3 4 
4- I remember things better if I discuss them with someone                                      
0 1 2 3 4  
5- I prefer to learn by listening to a lecture rather than reading                                  
0 1 2 3 4 
6- I like to listen to music when I study or work                                                         
0 1 2 3 4 
7- I need frequent break when I work or study                                                            
0 1 2 3 4 
8- If I have a choice between sitting and standing, I’d rather stand                             
0 1 2 3 4 
9- I think better when I move around (for example, pacing or tapping my feet)         
0 1 2 3 4 
 
► Have you ever experienced translating? If yes, what kind and for what 
purpose? 
 
 
► If you are to choose one of the modes of translation below which one 
would be your Choice? (Regardless of the amount of payment and time limit) 
Why? 
 
    ● Translation of a text                                
    ● Sight translation (Looking at a text and translating it at the same time) 
    ● Interpretation 
 
► In case of any explanation not mentioned above, please write it down 
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Since an immemorial time free vs. literal dichotomy has been a major 
sticking point for translators as well as translation scholars. The 
dominant discourse on translation, however, has undergone dramatic 
changes in the recent decades. Cultural materialism has made inroads 
into Translation Studies making it resort to wider contexts in which 
translation is produced and consumed, while utilizing linguistic concepts 
but going necessarily beyond the words on the page. One typical, and 
maybe the first, approach of this kind is Translation, History, Culture (1990, 
Pinter) edited by Bassnett and Lefevere in whose introduction they reject 
purely textual approaches to translation. With the cultural aspects 
ushered into Translation Studies issues like representation, ethics, power 
relations, etc. which had been mostly ignored by translation scholars up 
to the 1990s gained importance. Here, literal/free debate came to be 
reformulated in new terms and took on other meanings that brought in 
terminology and concepts mostly used in cultural studies. 

Foreignization and domestication are two major strategies of 
translation in the cultural paradigm. The former is known as a strategy by 
using which the translator "moves the reader toward the writer" and the 
latter as a strategy that "moves the writer toward the reader" 
(Schleiermacher in Lefevere1992:149). What is misunderstood about 
these terms is their relevance to literal-free debate: as opposed to the 
belief held by some linguistic-oriented theorists (for example Hatim1999) 
these strategies do not always equal literal-free, and even semantic-
communicative (Newmark1988) sort of discourse. Ethics of 
"difference", (as a key term in postmodern thinking), the cultural, 
literary, temporary and linguistic contexts and other elements make 
foreignization/domestication debate a fairly complex one. That is to say, 
this approach is not concerned with decontexualized accounts which are 
more or less the concern of Basil Hatim and Ian Mason in their 1997 
book (Ch.9).  In order for a critic or researcher to see whether a 
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translation is foreignizing or not, s/he must be very cautious not to 
reduce the whole thing to the level of literalness.   

As is seen here, this has led some linguistic-oriented theorists to 
explore translations in the light of the traditional debate and resort to 
linguistics without considering the implications of their simplifying act. 
If, for example, foreignization is the same as literal translation why 
should we call Venuti's theory a "cultural materialist" one in the first 
place? This misunderstanding might have emanated from the fact that 
the "research … that uses different categories of analysis which are more 
pertinent  to cultural studies, is likely to be not only misunderstood, but 
also questioned for not providing detail that is sufficient or 
representative"(Venuti2003:246). Hermans' assertion about constitutive 
norms in translation can be equally applicable to the misunderstandings 
surrounding new paradigms in translation research like the one under 
discussion: "When we translate into our own terms a concept of 
translation radically different from ours, we inevitably do so by making 
use of our own categories of translation" (Hermans: 46-7).  

Drawing on Venuti, I will try in this paper to highlight the contextual 
elements pointed out above and the relative autonomy of translation to 
argue that foreignization does not entail, and does not always equal literal 
translation and that adherence to the original or creating an extreme 
"translationese" is not the sine qua non of a foreignizing translation and 
that foreignization is context-sensitive. In fact, it entails "creativity" and 
"innovation" and the translator, adopting this strategy, is not a "slave" to 
the original. It is, to put it succinctly, on the translator to decide what is 
capable of being foreignized and what strategy is the most helpful one in 
foreignizing.I will, then, contextualize foreignization/domestication 
discourse in Iran. Some interesting points might be creativity and 
foreignization and the importance and centrality of translation in Iran 
and the necessity of foreignization in Iran as an anti-imperialistic, anti-
hegemonic culture.  



109 

  

 What is Foreignization?  
Among the factors recounted for a domesticating translation are 
readability and transparency. Lack of these elements is purported to be 
foreignizing but the crux of the problem  is whether we can call  a 
translation "foreignizing" if the reading process is frequently frustrated due 
to rampant calquing , weird phrasing, strange bumps and, as 
Tymoczko(1995) calls it,  heavy "information load". Doesn’t this 
approach lead us to call mistranslation and inaccurate phrasing or gross 
negligence on the part of the translator "foreignization", while it is a 
distortion of the original and the hindrance of any effort to understand 
the text? What is the distinguishing line between foreignization and 
distortion?  

Translation, as a social activity, happens in a context which is not 
bereft of mutual relations: it shapes a culture (in canon-revising, for 
example) and is shaped, in turn, by the culture (norms of translation) i.e. 
it emerges among other translations and fosters expectations in the 
minds of the readers. Venuti pays a great deal of attention to the context 
when he says "innovations and deviations of foreignizing translation are 
defined against the norm [i.e. what is expected of translations] set by 
other translation discourses in target-language culture" (1995: 102).  

Repetition, one can argue, brings about ordinariness. In the case of 
translation the "relative autonomy of translation" (Venuti2005:800-801) 
is the notion that can characterize a discourse that has been naturalized 
through frequent use. This makes finding the traces of foreignization in a 
translated text historically and contextually informed. As Benjamin puts 
it, "[w]hat sounded fresh once may sound hackneyed; what was once 
current may someday sound quaint" (Benjamin2000:18). According to 
this view, a model, linguistic pattern, tradition or custom imported from 
a foreign culture, or, in a nutshell, a "foreignizing" material may not stay 
so forever. (This bears resemblance to Evan-Zohar's work; for example 
his paper published in 2005 on centre /periphery and dynamic/static.) 
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Thus every moment in history has its own tools which may not be 
applied to all periods. 

To shed light on the elements pointed out above (which are not, of 
course, mutually exclusive) one example or two will suffice. In the 
context of Koran translation we can see how time and norms have 
developed some expectations in our minds. Being exposed to this genre 
that is characterized by its literalness and even word-for-word-ness, we 
are more or less accustomed to the not so "transparent" language and 
consequently we are not that shocked reading the Koranic translations. 
The similar situation can happen in literary texts as well. If the norm in 
translating, say, Eliot’s poetry to culture X is rendering the syntactical or 
lexical deviations, it is a possibility that the readers can, in time, get 
familiar with Eliot's syntax and lexis and a close rendering would  not 
strike them as novel or ,more properly, foreignizing. 

This context, however, must not be reduced to the level of linguistic 
patterns: the degree of readers’ familiarity with the author (his/her style, 
narrative tradition s/he utilizes, etc.) and the literary tradition and poetics 
of the target culture play a crucial role in determining deviations from 
the norm. Venuti records how a Gothic novel by Tarchetti, who was "a 
minor figure" in Italian literature, could have a minoritizing effect in 
English because it was "capable of unsettling reigning domestic values by 
moving between cultural constituencies", thus "selecting foreign texts" 
and "developing discourses to translate them" must be taken into 
account at the same time (Venuti1998:13,10). Following this view we can 
say what sort of literary styles, themes and narratives can "unsettle" the 
dominant poetics in the target culture.  

One of other factors which might affect our definition or, rather, 
characterization, of a foreignizing translation can be at content/form or 
"manner" and "matter" levels. As regards the distinction between 
foreignization and distortion (or an extreme "translationese" which is 
unintelligible),  
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"resistance" against the dominant domestic cultural values, or 
against the "domestication" or repression of foreign cultures 
does not necessarily require the production of any translationese 
or unnatural language since naturalness applies to the manner of 
expression but  not  to the matter of 
information’(Mollanazar2001: 65). 
 

 What I gather from this extract is that in order for a translation to be 
called "foreignizing", there is no necessity to generate odd, 
unconventional sentences, because it is the "matter of information" that 
matters. A custom or tradition, specific to a group of people in Africa, 
for example, can be transferred and is, with an eye on the target context, 
capable of foreignizing. Hence, whether you use strange translational 
discourse or not, the "matter" will work. 

What adds to the complexity of the argument is the very notion of 
language and discourse in poststructuralist thinking. Abusive fidelity, a 
term Venuti borrows from Lewis, pertains to a "reproductive effort 
[which] requires the invention of analogous means of signification that 
are doubly abusive, that resist dominant cultural values in the target 
language but supplement the foreign text by rewriting it in that language" 
(Venuti1992:12).  Abusive fidelity can work on all levels: on word level, 
sentence level, on the content or matter level and on the form or manner 
level. Venuti’s contributions, also, bear some traces of target-
orientedness because he asserts translation is ultimately "inscribing the 
foreign texts" with the domestic values (Venuti1998:67). Thus even a 
foreignizing or "minoritizing" translation has to resort to the values at 
home to show where the "major language is foreign to itself" (ibid: 10). 
In close inspection, his approach is not totally rejecting "readability" but 
advocates occasional bumps. Foreignization can emerge partly by dint of 
adhering to the original, to the exclusion of values at home. It can, on 
the other hand, manifest itself by resorting to the excluded and the 
marginalized in the target culture, a process that can be called 
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"alienation", "minoritization", "deterritorialization" as well as 
foreignization.  Therefore, it is this method which helps us out of the 
literalness quagmire.  

  
Universality of Foreignization: 
Delving into the foreignization/domestication concept, which was 
proposed for the first time—technically—in the United States by a 
Marxist-minded theorist, who believes that translation in the US is 
pushed into the periphery "discouraged by copyright law" and 
"depreciated by the academy" (Venuti1998:1) we come across some 
interesting points.  Having a brief look at the history of translation in 
Iran, we can see how dependent the Persian culture has been, and is, on 
the foreign works, particularly the western ones, in developing new 
models, forms and themes(for example Karimi-Hakkak1998,Balay1377). 
Also, the large number of works translated to Persian, the position of 
translators in this culture and the Iranian academy appreciation of 
translation make the necessity of contextualizing the theory all the more 
pressing. Bearing these in mind, we might say that, as opposed to the 
American culture whose "traditional vision of incorporation" is often 
said to be "assimilation" (Hartmann & Gerteis2005:226), the Iranian 
culture is less assimilationist, and being a developing and less hegemonic 
culture, it is interested in other cultures. Is foreignization applicable to 
the Persian culture? This discussion takes more than the space allows 
here and is too complicated an issue to cover in this paper; therefore I 
pick upon a simple aspect of the issue at hand. 

Tymoczko believes "[f]oreignization may be appropriate for 
dominant cultures such as the United States, but it is not suited to 
subaltern cultures that are already flooded with foreign materials and 
foreign language impositions" (2006: 454). According to this view the 
"subaltern cultures" do not foreignize; simply because they cannot. We 
can both agree and disagree with this attitude: with respect to the fact 
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that foreignization is associated, more or less, with literal method and 
using foreignisms, transcribing source nouns etc. as the pillars of the 
strategy, we can side with Tymoczko. On the other hand, we understood 
that foreignization is capable of disrupting the norms through the use of 
the excluded and minor elements and discourses. 

There are, linguistically speaking, some universals of translation, 
"which are thought to be independent of the influence of the specific 
language pairs involved"(Baker cited in Laviosa-Braithwaite1998:288) or 
the norms of the target culture in translation discourse, which, due to 
repeated occurrence, form expectations in readers’ minds (see the 
relative autonomy above). In this case, the objective of alienating readers 
and disrupting the order of the things may not be calling attention to 
translation as translation – because the readers might well be aware of 
translated-ness of a text – since translation is too distinguished a genre – 
and promoting the status of translation in the academy, but setting up 
new norms, introducing new elements and/or changing the patterns of 
reading. As regards this second source of foreignization, which is 
favored by Venuti, can emerge in every culture, regardless of the prestige 
the target culture enjoys. 

 
An example on a micro-level: 
Having understood foreignization as deviation from the norms in target 
language and culture, which are subject to change, we can easily spot 
some translations that can be called foreignizing (although doing so 
depends on the evidence we adduce and does not end in a deterministic 
judgment). Shakespeare's play Hamlet has been translated several times by 
translators like Farzad, Pazargadi and more recently by Adib-Soltani. The 
Shakespearean language reflected in the earlier versions corresponds to 
the language considered to be highly literary like what Persian readers 
encounter in Sa'adi. This language is the most acceptable one in 
translating Shakespeare because it is the most frequently used and 
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repetitive and thus the most domesticated one. Comparing the famous 
soliloquy (ActIII, Scene I) by Hamlet in two different versions we can 
find the stark differences which might make the second translation more 
foreignizing. (The first one is taken from Pazargadi1381:933 and the 
second one is from Adib-Soltani 1385:pp167-168.) 
   
 

  ر يا شرافتمندانه تر است که ضميآ. ن است يا نبودن معما ايبودن 

  ...رديا در برابر توفان بال قد برافرازد و سالح برگير طالع شوم را تحمل کند يانسان ت

 

  

  :ن است پرسمانيا نبودن ايبودن 

  در واروم، رنج بردن،ا واالتر استيآ

   بخت دژآهنگيرهاياز فالخن ها و ت

   از آشوب هاييايافزار برگرفتن در برابر درا جنگ ي      

   خفتن‐دن؟ مردنيان بخشيدن آنها را پاي رزميارويا روي و   

  ميبخش يان ميم گفت که پاي توانيش، و با خوابينه ب 

   رايعي طبيدر دل و هزاران تکانه 

  گ بر آنهاست؟يکه تن مرده ر

  .. استين فرجاميا

 

In his introduction, Adib-Soltani does not inform us of the motivations 
behind retranslating the play but what is evident is that he tries to 
assimilate Hamlet and, of course, Hamlet the character into his archaizing 
style. This culminates in a translation that is spatially and temporally 
distant.  

The archaically simulated translation presents a special case. It resorts 

to pure Persian words, maybe in an effort to revivify the Old Persian 
language glory—a language free from the Arabic words. The diction 
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rehistoricizes the play by means of resorting to the target capabilities, the 
very point that adds to the misunderstanding arisen from the 
translation’s recourse to pure target potentialities. The context and the 
relative autonomy, however, hold the contrary view. One reviewer for 
Etemaad (Gholi-Pour1386) sees this use of the archaic and the minor as 
too inappropriate for the scene and thus too much surprising. Think of 
Hamlet, introduced through other translations to the Iraninan audience, 
uttering words like      " گيتن مرده ر  " . As is evident here it is not the close 
adherence to the original i.e. foreignism or even awkward phrasing that 
generates a minoritizing or foreignizing translation; it is the linguistic 
resources of Persian that creates such an effect through the use of the 
excluded. 

The example I provided here is to some extent inattentive to my 
early emphasis on political and social aspects in translation. It is useful, 
though, in indicating the difficulties involved in discussing translations in 
the foreignization/domestication paradigm –even at a micro level. 
Moreover, it takes an extremely target-oriented approach in ignoring the 
original text in favor of the target culture and the context in which the 
translation emerges.   
  
The Final Note  
 
I started my discussion on foreignization/domestication cline from the 
fact that foreignization cannot always be put on the same footing with 
the literal/free mode. Foreignization, in fact, entails creativity on the part 
of the translator because his/her book is going to be read and if it is a 
smorgasbord of distortions, it will upset all the efforts of the reader in 
making sense of the text. Thus a translator cannot afford to claim that 
s/he has opted for a foreignizing strategy and has ended up with a hard-
to-grasp version; that is a ruse. Agreeing with Petraghalla and Loffredo’s 
assertion, "the more one is constrained, the more one is creative" 



       116 
 

  

(2006:9), we can say that with a foreignizing or minoritizing translation it 
is doubly so. The translator has to be innovative to do two things at the 
same time, namely, make the text readable and indicate the difference. 
Moreover, foreignization must be defined in the context of the 
translation: it can begin at the very choice of the text and continue 
through the process and it can be at the matter and/or manner levels. 
Also, as Peter France puts, foreignization "is not necessarily tied to the 
notion of faithfulness—this is not quite a rerun of the old beauty/fidelity 
debate"(France2005:261).  
 In Venuti's theory we encounter not preserving differences of the 
source text but making differences through "abusive fidelity". This 
difference can be made conspicuous by resorting to the target 
potentialities, through the use of the excluded because translation is 
ultimately "inscribing the foreign texts" with domestic codes. 
Transferring cultural elements to the target text does not make a 
translation foreignizing; it is simply literal translation or, following 
Newmark, semantic translation.                       
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Introduction                                                                                              
The current state of translation studies underlines the importance of 
cultural considerations more than ever. When the purpose of translation 
goes beyond the mere transference of words and forms, cultural aspects 
of this activity gain more importance. According to Bassnett and 
Lefevere (1998) the study of translation is the study of cultural 
interaction. But regarding such close interrelationship, translation studies 
should not be understood as a sub-division of cultural studies or even 
other fields such as linguistics or comparative literature (Wolf 1997: 123).  

Translation when expected to take place between cultures, 
encounters the most troublesome role of itself. In other words, the most 
challenging aspect of translation sets in when it comes to the 
transference of cultural elements. Snell-Hornby (1988: 42) states that the 
translation problem does not depend on the source text, but on the 
significance of the translated text for its readers as members of a certain 
culture with their own constellation of knowledge, judgment and 
perception.  

Considering the constraints of translating cultural words and notions, 
those fields which are abundant with such items remain to be the most 
difficult ones to deal with. One of these demanding and troublesome 
fields which is highly culture-bound is poetry.  
 
Culture and culture-specific items  
What is culture? 
The encyclopedic meaning of culture defines it as follows: Culture (from 
the Latin cultura stemming from colere, meaning "to cultivate"), generally 
refers to patterns of human activity and the symbolic structures that give 
such activity significance (Wikipedia 2007). Larson refers to it as ‘a 
complex of beliefs, attitudes, values and rules which a group of people 
share’ (1984: 431). The word ' share ' in Larson's definition implies a 
distinction between the shared and the non-shared, and since it is the 
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non-shared elements of the language that create the need for translation, 
the notion of culture-specific elements becomes the focus of the 
attention. 
What are culture-specific items (CSI)?  
Each community has a set of symbols, signs and expressions which is 
peculiar to it and is not shared by other communities. Aixela' (1996 : 58) 
defines CSI as those items whose functions and connotations in a source 
text involve a translation problem in their transference into a target text, 
due to their nonexistence or different status in the cultural system of the 
target. Adapting Nida, Newmark (1988: 95) divides cultural categories as 
follows:  

(1) Ecology: winds, hills, plains, plateaus  
(2) Material culture (Artifacts): foods, clothes, houses, transports  
(3) Social culture: work and leisure  
(4) Organizations, Customs, Activities, Procedures, Concepts: Political and 
administrative, religious, artistic           
(5) Gestures and Habits  

 

Translation strategies for rendering CSI  
Quoting Toury (2000: 200), "translation is a kind of activity which 
inevitably involves at least two languages and two cultural traditions". 
The second part of the definition properly indicates the cultural 
complication of the task. So adopting certain translation strategies and 
techniques would be necessary to cope with cultural parameters.   

Here I will provide a number of examples, taken from Divan-e- 
Hafez to illustrate the translation of culture-specific items within the 
descriptive framework of the study more operationally, as Lambert 
believes that "only a better investigation of the various cultural 
parameters can provide a better basis for a better predictability of efficiency 
in translation practice"(1994: 18). The following examples will be 
discussed, mainly on the basis of Newmark (1988:81-93) categories.  
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  ت کونيجام جهان ب جم مسند يگفتم ا

  دار بخفتيگفت افسوس که آن دولت ب

 
"Where is thy cup, the mirror of the world? 
Ah, where is Love, thou Throne of Djem?”I cried. 
The breezes Knew not; but "Alas," they sighed,  
"That happiness should sleep so long!” 
(Gertrude L. Bell) 

 
 
I asked: "Throne of Jamshid,  
Where is thy world-revealing cup? " 
It sighed: "That waking of fortune  
Deep in sleep lies muffled up. " 
(R. Levy) 

           
1) In the first translation, جم, which is a proper noun, has been translated 
directly through transference or transliteration, and for the translation of 
the second culture-specific item, paraphrasing has been adopted through 
the use of ‘mirror’ which is somehow an explanation of the meaning of 
the original. 
2) In the second translation, مج  has again been transferred directly, but in 
its complete form (Jamshid), rather than the abbreviation. The second 
item has been translated by using calque or through-translation. 

 
   چونست حالش؟ي آگهيچه دار     شنگول سرمست يلول زان صبا

Oh wind that blows from the sun-rising,  
What news of the maid with the drunken eyes,  
What news of the lovely maid dost thou bring?  

(G.Bell) 
 

East wind, hast thou aught to tell of my gipsy? 
Was she happy? Was she well?  

Was she tipsy?     
(R.Legallienne)                        
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1) Here the adopted strategy for translation of the first item is descriptive 
equivalent, which tries to describe the meaning of the original. The 

second which refers to a happy, lovely youth, is a common term in 
Persian literature, but unknown in the target culture. Using the cultural-
free term, ’maid’, the translator leaves a loss of meaning, for which she 
tries to compensate in the next sentence by adding the term ‘lovely’. This 
strategy is called compensation.  
2) The second translator has rendered the word صبا by adopting the 

strategy of componential analysis, which Newmark (1988: 96) describes 
as the most accurate translation procedure, since it excludes the culture 
and highlights the message. For the second item يلول  the translator has 

adopted a cultural substitution by using the term ‘gipsy’ which doesn’t 
carry the same connotation, and rather has an offensive meaning.  

 

 آشفت ي ميم  سحريف سنبل ز نسزل     دوش چو از لطف هواگلستان ارمدر 

  

Last night when Irem’s magic garden slept,  
Stirring the hyacinth’s purple tresses curled,  
The wind of morning through the alleys stept.  
                                                                                    (G.Bell) 

 
In Iram’s garden yester night, when,  
In the grateful air,  
The breeze of coming day stirred  
The tress of hyacinth fair, 

(R.Levy) 
 
1) In the first example the translator has adopted the paraphrase strategy 
to amplify or explain that part of the meaning which is unknown to the 
TL readership, as a result of cultural distance. The evidence for this 
statement is the addition of the term ‘magic’, which tries to render the 
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meaning ofگلستان and also is an attempt to stand closer to the image of 

the ارم.    

2)  The second translation of the underlined term is a calque, or a 
through-translation in terms of Newmark(1988: 84). But what proves 
worthy of consideration is that, in spite of other examples of calque; here 
one part of the phrase has been transferred directly, which is the result of 
having a proper noun in the phrase.   

  

 ن گفت وشنفت   ي ده و کوتاه کن ايا مي ساق   بان د به زيسخن عشق نه آنست که آ
 

Not on the lips of men Love’s secret lies, 
Remote and unrevealed his dwelling-place 
Oh Saki, come! The idle laughter dies  
When thou the feast with heavenly wine dost grace   
                                                                                      (G.Bell) 
 

They are not always word of love  
that from the tongue descend  

Come; bring me wine, O taverner,  
And to this talk put end. 

(R. Levy) 
 

1) In the above translation, the culture-specific item has been transferred 
or transliterated, which is called borrowing in terms of Vinay &Darbelnet 
(cited in Munday 2001: 56), and cultural borrowing in terms of Harvey 
&Higgins (1992: 31). So it becomes a loan word in the TL.  Keeping 
cultural names and concepts through this strategy is sometimes used to 
give local color.  
2) "Taverner" in the second translation, can not be considered as a 
cultural equivalent to the original, but as a cultural substitution, which 
has not the same propositional meaning. 
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  دي گور مغاني پن کن گرت ي رنگدهسجا يبه م

  خبر نبود ز راه و رسم منزلهاي بسالککه 
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  
(G.Bell) 

 
Let wine upon the prayer-mat flow, 

And if the taverner bids so; 
Whose wont is on this road to go  

Its ways and manners well doth know 
(A.J.Arbery)  

                                                                                                                                         
           
1) The first culture-specific item, سجاده, which is an absent concept in the 

TL culture, has been divided into its semantic components, which are 
‘prayer’ and ‘carpet’. And the second item has been translated by the use 
of cultural equivalent, which is an approximate equivalent to the SL 
term. سالک   In the  second line of the verse, refers to the second culture-

specific item in the first line. The translator has used the term ‘traveler’ 
for it, as a functional equivalent, which deculturalizes the original cultural 
term. Although سالک in the Persian culture has a meaning of traveler, its 

connotation is absent in the translation.  
2) The second translator, as the first one, has applied componential 
analysis for translation of the term سجاده. And for the translation of the 

second cultural item; similarly, cultural equivalent has been adopted. 
Here considering the third item’s reference to the second one, the 
translator has omitted it.            

  دواري و قصور است ام حور اگر بهزاهد

  حوراري                           ما را شرابخانه قصور است و 
  



125 

  

The Zealot seeks a heavenly dwelling-place, 
Huris to welcome him in Paradise;  
Here at the tavern gate my heaven lies,  
I need no welcome but my lady’s grace. 
 (G.Bell) 

 
And if for maids of Paradise  

And heavenly halls the monk aspires, 
The friend fulfils my heart’s desires, 

The Tavern will for heaven suffice.  
(A.J.Arbery) 

 

 
 
 

1) In the first example, Zealot has been used as a synonym (not as an 
equivalent), which roughly has the same semantic load, as the original 
term does in Persian. The second item حور, has been transliterated into 

English which reflects a specific cultural color. But the repetition of the 
term in Persian has been omitted in the translation.  
2) The second translation reveals different strategies. حور has been 

translated through descriptive equivalent , and as the one above , its 
repetition has been omitted. The second item ‘monk’ is a cultural 
substitution for زاهد having similar effect, but not the same meaning. 

Beekman &Callow (1989:210) believe that some RL terms are so specific 
and local, which can not be used as substitutes for terms in the original. 
These terms include: priest, temple, church etc.     

   زد قدمي خواهکعبهابان گر به شوق يدر ب

   غم مخورالنيخارمغسرزنشها گر کند 

 Oh Pilgrim nearing Mecca’s holy fane,  
The Thorny maghilan wounds thee in vain,  
The desert blooms again-oh, weep no more!  
(G.Bell) 
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 If, from desire (of pilgrimage) to the Kaaba  
 Thou wilt plant thy foot, in the desert,  
 (Then) if the (mighty) Arabian thorn  

Make reproofs , suffer not grief. 
(H. Wilberforce Clarke) 

           
1) In the first translation, a descriptive equivalent has been used for کعبه. 

The second item has been translated through the strategy of calque.  
2) The next translation represents a transliteration or a loan word as 
“Kaaba” for the first item .Here "the (mighty) Arabian thorn" stands as a 
descriptive equivalent for the original term in the source language. 

  

 ر و در عمل آرياد گي کنمت  يحتينص

                                که اين حديث ز پير طريقتم ياد است

 
Heed now the counsel that I give,  
And be it to thy acts applied; 
For these are words I did receive  
From him that was my ancient guide.  
                                                                                     (A.J.Arbery) 

I will give thee a piece of counsel 
Keep it in mind and reduce it to practice;  
For it is a precept which I have preserved 
in my memory from my aged guide  

                                                                                      (Rosen) 

 

1) &2) Here both translators has used a functional equivalent, which 
deculturalizes the original culture-specific item by generalizing it.    

  

  نـيسدره نش بازـظر شاهـد نـ بلنيه اـک

ت آباد استـن کنج محنيمن تو نه اينش  
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Falcon of sovereign renown, 
High-nesting bird of lofty gaze, 

This corner of affliction town 
Befits thee ill, to pass thy days 

(A.J.Arbery) 
 

O lofty-sighted royal falcon 
Whose seat is on the tree of Paradise, 

Not in this nook of misery 
Should be thy nest 

(Rosen) 
 
1) In the first example, the translator has paraphrased the SL cultural 
item, and also has tried to compensate for the loss of some part of its 
meaning in the next line, by using the word ‘high’, which still fails to 
convey the meaning of the paradisiacal tree سدره.   

2) The second translator has adopted a descriptive equivalent as ‘the tree 
of Paradise’. 

   کجامن خرابصالح کار کجا و 

  ن تفاوت ره ا ز کجاست تا به کجاي                                     بب

 
Where is my ruined life, and where the fame  
of noble deeds?  
Look on my long-drawn road, and where it came,  
And where it leads!  

(G. Bell) 
 

Iand ? Where is the pious doer 
? where, The strayed one 

Behold how far the distance, from  
His safe home to here! 

                                                                                       
(Elizabeth Bridges)                 



       128 
 

  

1) In the first example, “my ruined life” stands for من خراب, which 

reveals a change of viewpoint or a variation in the category of thought. 
This strategy is called modulation, and is an optional one.       
2) The second translator has used a synonym for the original cultural 
word which can not convey its connotations completely. 
Up to this point the treatment of CSI within the same contexts has been 
discussed, but now I want to consider the regularity of their occurrence 
within different contexts. These examples have been selected from Bell 
(1988):   

   مپرسباد صباشمع پرس قصه ز                 از ه روشنت شود احوال سر عشق  کيخواه

                                                  

If thou would’st know the secret of love’s fire’ 
It shall be manifest unto thine eyes: 

Question the torch flame burning steadfastly’ 
But ask no more the sweet wind’s wayward choir 

 
Here the translator has identified the contextual contrast between شمع 

and باد صبا as the former undergoes hard times, while the latter does not. 

So she has tried to preserve the original connotation by using the term 
‘sweet’.  

  از صبا پرس كه ما را همه شب تا دم صبح

 بوي زلف تو همان نرجس جانست كه بود    
 

Question the wandering winds and thou shalt know 
That from the dusk until the dawn doth break, 

My consolation is that they still blow 
The perfume of thy curls across my cheek 

 
In the above example, the context suggests that, the wind is 
omnipresent, and thus is aware of what goes on. So the translator uses 
the term ‘wandering’ to convey the implied meaning of the original.                
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 In order to keep brevity, other examples would be represented as 
follows: 
 

 
Conclusion 
In this article I tried to detect the treatment of culture-specific items and 
their regularities within a descriptive framework. Although the present 
paper can not be considered as a highly comprehensive one, attempt was 
made to provide as many examples as possible. Based on what 
represented in the paper, I came up with two points, which may help 
cast light on translation behavior. 

First of all, it was revealed that various strategies adopted by various 
translators are generally toward domesticating a term or preserving its 
local color and cultural strangeness. So any strategy adopted by the 
translator is to pursue one of these two, which vary among translators. 
Consequently in either case, the loss of some part of the meaning or its 
effect, in terms of the source culture or target culture may occur. 
Secondly, it was found out that not only translation strategies are 
different among various translators, but also every translator applies a 
range of them through his/her work. It is not just a matter of taste or 

                        Translation  strategies 
translator word Functional 

equivalent 
Cultural 

substitution 
Cultural 

equivalent 
Loan    
word 

Calque 

G. Bell پير مغان  Tavern-priest Tavern-
keeper 

  

J.Arbery پير مغان   Taverner  Magian 
elder 

J.Nott ساقي The girl   Saki  

S.WJones ساقي The boy  Cup-bearer   

G.Bell درويش  poor  dervish  
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style, but a matter of context, which shapes the very decision making 
process of the translator, when he/she deals with cultural elements. 
Therefore, as demonstrated in the second part of the article, no cultural 
element can be studied irrespective of its context.   
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involved in the study and practice of translation. These 
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Translation studies as a flourishing field of study is taught in many 
universities all over the world. Although translation and translation 

studies are sometimes used interchangeably in an incorrect way, these 
two closely- related fields pursue their specific aims which are surely at 

the service of each other. Perhaps many decades ago the need to study 
translation in an academic way was less recognized. But today with 

identifying various factors playing role in the translation process, there is 
an onward tendency to study translation academically. As a result, 

translation studies besides translation and interpreting is studied by 
thousands of students all over the world and is investigated by many 

scholars as a new subject of research. This article enumerates the names 
of some schools and universities world wide which offer translation, 

translation studies and interpreting. 
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International 
o Subtitling World Wide - online subtitling courses with 

Compact Course concept  
 
Austria 

o Institut für Theoretische und Angewandte 
Translationswissenschaft, Universität Graz  

o Institut für Translationswissenschaft, Universität Innsbruck  
o Institut für Übersetzen und Dolmetschen, Universität Wien  

 
Belarus 

o Department of Interpreting and Translation, Minsk State 
Linguistic University  

 
Belgium 

o Departement Vertaalkunde, Hogeschool Gent  
o Ecole d'Interprètes Internationaux, Université de Mons - 

Hainaut  
o Institut supérieur de traducteurs et interprètes (ISTI), Haute 

École de Bruxelles  
o Licence en traduction et interprétation, Institut Libre Marie 

Haps, Bruxelles  
o Research Centre for Translation, Communication and 

Cultures (CETRA), Katholieke Universiteit Leuven  
o Vertaalkunde, Erasmushogeschool Brussel  

 
Brazil 

o Departamento de Letras Estrangeiras Modernas, 
Universidade Federal de Juiz de Fora  

o Departamento de Letras, Pontificia Universidade Católica do 
Rio de Janeiro  

 
Canada 

o Département de traduction et des langues, University of 
Moncton  

o French, Foreign Languages and Translation Studies, School 
of Continuing Studies, University of Toronto  

o School of Interpretation and Translation, University of Ottawa  
o Baccalauréat, certificat de traduction, certificat de traduction 

(cours par Internet), Faculté des arts, Collège universitaire de 
Saint-Boniface, (Manitoba)  

o School of Translation, Glendon College, York University, 
Toronto, Ontario  

 
Hawaii University 
 
 
 
 
 
 
 
 
 
American University 
of Cairo 
 
 
 
 
 
 
 
 
 
 
Warwick University 
 
 
 
 
 
 
 
 
 
 
Hawaii University 

http://www.subtitlingworldwide.com/
http://www-gewi.kfunigraz.ac.at/uedo/
http://www-gewi.kfunigraz.ac.at/uedo/
http://info.uibk.ac.at/c/c6/c613/
http://www.univie.ac.at/transvienna/
http://lrs.ed.uiuc.edu/students/shymchuk/PROJECT/MSLU.html
http://veto.hogent.be/
http://w3.umh.ac.be/~eiieng/
http://www.isti.be/
http://www.ilmh.be/etudes/tradint.asp
http://fuzzy.arts.kuleuven.ac.be/cetra/
http://fuzzy.arts.kuleuven.ac.be/cetra/
http://www.ehb.be/
http://www.ufjf.br/
http://www.puc-rio.br/depto/letras/
http://www.umoncton.ca/facarts/trad/deptrad.html
http://learn.utoronto.ca/languages/index.asp
http://www.uottawa.ca/academic/arts/traint/
http://www.ustboniface.mb.ca/pro/cy1/pro_artTra.htm
http://www.ustboniface.mb.ca/coursWeb/trad.htm
http://www.ustboniface.mb.ca/coursWeb/trad.htm
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o Translation Studies - Centre for Continuing Education, McGill 
University, Montreal  

o Certificat de traduction par Internet - Collège universitaire de 
Saint-Boniface  

o Études françaises: Maîtrise en traductologie - Concordia 
University  

o Études françaises: Diplôme en traduction - Concordia 
University  

o Certificat anglais-français en langue et techniques de 
localisation - Concordia University  

o Maîtrise en Traduction - Glendon College, Université de York  
o D.E.S.S. (traduction) - Université de Montréal  
o M.A. (traduction) - Université de Montréal  
o Maîtrise en Terminologie et Traduction - Université Laval  
o Master in Conference Interpreting (MCI) - University of 

Ottawa  
o Master in Legal Translation - University of Ottawa  
o Master in Translation - University of Ottawa  
o PHD in Translation Studies - University of Ottawa  
o Diplôme d'études supérieures spécialisées en localisation et 

en rédaction hypermédia - Université du Québec en 
Outaouais  

 
Chile 

o Intérprete/Traducción, Instituto de Literatura y Ciencias del 
Lenguaje, Facultad de Filosofía y Educación, Universidad 
Católica de Valparaíso  

 
China 

o English Department, Peking University  
o Department of Translation, Faculty of Arts, Chinese 

University of Hong Kong  
o Associate Degree in Bilingual Business Communication and 

Higher Diploma in Translation and Interpretation, Caritas 
Francis Hsu College, Hong Kong  

 
Czech Republic 

o Institute of Translation Studies, Charles University, Praha  
 
Denmark 

o MA in Translation and Interpretation, Copenhagen Business 
School  

 
 

http://www.ustboniface.mb.ca/cusb/ctra/index.html
http://graduatestudies.concordia.ca/pdf/03-04/etudesfrancaises03.pdf
http://graduatestudies.concordia.ca/pdf/03-04/etudesfrancaises03.pdf
http://graduatestudies.concordia.ca/pdf/03-04/etudesfrancaises03.pdf
http://graduatestudies.concordia.ca/pdf/03-04/etudesfrancaises03.pdf
http://www.yorku.ca/trans/e-accueil.html
http://www.etudes.umontreal.ca/index_fiche_prog/218512_desc.html
http://www.etudes.umontreal.ca/index_fiche_prog/218511_desc.html
http://www.ulaval.ca/sg/PR/C2/171A.html
http://www.etudesup.uottawa.ca/Default.aspx?tabid=1727&monControl=Programmes&ProgId=635
http://www.etudesup.uottawa.ca/Default.aspx?tabid=1727&monControl=Programmes&ProgId=663
http://www.etudesup.uottawa.ca/Default.aspx?tabid=1727&monControl=Programmes&ProgId=609
http://www.etudesup.uottawa.ca/Default.aspx?tabid=1727&monControl=Programmes&ProgId=610l
http://www.uqo.ca/secteurs/traduction-redaction/localisation.asp#desslocal
http://www.uqo.ca/secteurs/traduction-redaction/localisation.asp#desslocal
http://www.uqo.ca/secteurs/traduction-redaction/localisation.asp#desslocal
http://www.ucv.cl/site/prontus/p3_unid_acad/pags/20010502100231.html
http://www.pku.edu.cn/academic/department/english/index.htm
http://www.cuhk.edu.hk/content/dept.shtml
http://www.cfhc.caritas.edu.hk/college/main/academic/ls/ls.htm
http://www.cfhc.caritas.edu.hk/college/main/academic/ls/ls.htm
http://utrl.ff.cuni.cz/
http://www.cbs.dk/stud_pro/uddkanduk.shtml
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Egypt 
o Arabic and Translation Studies Division, Centre for Adult & 

Continuing Education, American University in Cairo  
 
Finland 

o Department of Modern Finnish and Translation, University of 
Vaasaes, University of Joensuu  

o Department of Translation Studies at Kouvola, University of 
Helsinki  

o Department of Translation Studies, University of Tampere  
o English Translation Studies, University of Turku  
o Savonlinna School of Translation Studies, University of 

Joensuu  
 
 
France 

o Centre de Formation de Traducteurs, Terminologues & 
Rédacteurs, Université de Haute Bretagne (Rennes 2), 
Rennes  

o École Supérieure d'Interprètes et de Traducteurs (ESIT), 
Université de la Sorbonne Nouvelle - Paris III  

 
Germany 

o BA-Studiengang Internationale Kommunikation und 
Übersetzen (IKÜ), Universität Hildesheim  

o Diplom-Fachübersetzerin/Fachübersetzer, Fachbereich 
Fachkommunikation, Hochschule Magdeburg-Stendal  

o FASK-Germersheim  
o Institut für Sprach- und Übersetzungswissenschaften, 

Universität Leipzig  
o Institut für Übersetzen und Dolmetschen (IUeD), Universität 

des Saarlandes  
o Institut für Übersetzen und Dolmetschen, Ruprecht-Karls-

Universität Heidelberg  
o Neuphilologische Fakultät (Modern Philology), Universität 

Heidelberg  
o Sprachen- und Dolmetscher-Institut München  
o Studiengang Gebärdensprachdolmetschen, Fachbereich 

Sozial- und Gesundheitswesen, Fachhochschule Magdeburg  
o Studiengang Gebärdensprachdolmetschen, Fachbereich 

Sprachwissenschaften, Universität Hamburg  
o Studiengang Technikübersetzen, Fachhochschule Flensburg  
o Studiengang Übersetzen und Dolmetschen, Fachhochschule 

Köln  

 
Hawaii University 
 
 
 
 
 
 
 
Warwick University 
 
 
 
 
 
 
 
 
 
 
 
Ottawa University 
of Canada 
 
 
 
 
 
 
 
Hawaii University 

http://www.aucegypt.edu/conted/cace/ia/ASD/default.htm
http://www.uwasa.fi/hut/suomi/en.html
http://www.rosetta.helsinki.fi/
http://www.uta.fi/FAST/dept.html
http://www.utu.fi/hum/engtrans/
http://kvl.joensuu.fi/
http://www.uhb.fr/Langues/Craie/cfttr/
http://www.uhb.fr/Langues/Craie/cfttr/
http://www.univ-paris3.fr/esit/
http://www.uni-hildesheim.de/~angsprwi/BAMA/BA/index.html
http://www.uni-hildesheim.de/~angsprwi/BAMA/BA/index.html
http://www.fachkommunikation.hs-magdeburg.de/index/home_fk.htm
http://www.fask.uni-mainz.de/
http://www.uni-leipzig.de/~ialt/
http://www.uni-saarland.de/fak4/fr46/
http://www.iued.uni-heidelberg.de/
http://www.uni-heidelberg.de/institute/fak9/
http://www.sdi-muenchen.de/
http://www.sozialwesen.hs-magdeburg.de/gsd/ziel.html
http://www.sign-lang.uni-hamburg.de/Info/STOGSD2000
http://www.wi.fh-flensburg.de/tue/
http://www.sp.fh-koeln.de/Deutsch/Studium/Uebersetzen_Dolmetschen/index_stg_ueb_dol.html
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Greece 

o Department of Foreign Languages Translation and 
Interpreting, Ionian University, Corfu  

 
Hungary 

o Formation de Traducteurs - Interprètes Internationaux - 
Université Technique de Budapest.  

 
Ireland 

o School of Applied Language and Intercultural Studies, Dublin 
City University  

 
Italy 

o Scuola Superiore di Lingue Moderne per Interpreti e 
Traduttori (SSLiMIT), Università di Bologna - Forlì  

o Scuola Superiore di Lingue Moderne per Interpreti e 
Traduttori (SSLMIT), Università di Trieste  

o Scuola Superiore Europea per Interpreti e Traduttori, Perugia 
University  

o Scuola Superiore per Interpreti e Traduttori, Milano  
o Scuola Superiore per Interpreti e Traduttori, Roma  
o Scuola Superiore per Interpreti e Traduttori, Vicenza  
o Scuola Superiore Universitaria per Interpreti e Traduttori, 

Regione Trentino Alto Adige  
o Scuola Superiore per Interpreti e Traduttori, Mantova  
o Istituto Universitario per Interpreti e Traduttori di Trento, 

Trento  
o Scuola superiore per mediatori linguistici Vittoria - Piazza 

vittorio veneto, 13 - 10124 TORINO  
o Facoltà di Interpretariato e Traduzione Libera Università degli 

Studi S. Pio V Rome – Italy  
 
Jordan 

o MA Translation, Faculty of Arts, University of Jordan, Amman  
 
Lebanon 

o École de Traducteurs et d'Interprètes de Beyrouth (ETIB), 
Université Saint-Joseph, Beirut  

 
Netherlands 

o Steunpunt Literair Vertalen  
o Vertaalacademie Maastricht, Hogeschool Zuyd  
o Specialisatie vertalen, Rijksuniversiteit Groningen  

http://www.ionio.gr/ionian-university-eng.htm
http://www.ionio.gr/ionian-university-eng.htm
http://www.bme-tk.bme.hu/
http://www.dcu.ie/SALIS/index.html
http://www.sslmit.unibo.it/
http://www.sslmit.unibo.it/
http://www.sslmit.univ.trieste.it/
http://www.sslmit.univ.trieste.it/
http://www.sse.it/
http://www.ssitonline.com/
http://www.ssit.it/
http://www.scuolainterpreti.vi.it/
http://www.scuolainterpretitn.it/
http://space.tin.it/scuola/pkgpa/ssit/index.html
http://www.scuolainterpretitn.it/
http://www.ssmlto.it/
http://www.luspio.it/
http://www.luspio.it/
http://www.luspio.it/
http://www.ju.edu.jo/
http://www.usj.edu.lb/?inst=flsh.ilt.etib
http://www.literairvertalen.org/
http://www.hszuyd.nl/viewStudy.jsp?opleiding=4300&more=true?submenu=7&opleiding=785&contentID=33&more=true&locale=nl_NL
http://odur.let.rug.nl/vertalen/toc.htm
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o Specialisatie Vertalen, Faculteit der letteren, Universiteit van Utrecht  
o ITV Hogeschool voor Tolken en Vertalen, Utrecht  
o Hogeschool West-Nederland voor Vertaler en Tolk, Den Haag  
o SNEVT - Stichting Nationale Examens Vertaler en Tolk (Nederlands <-> Duits, Engels, 

Frans, Italiaans, Russisch of Spaans)  
o VERTOL, beroepsopleidingen voor tolken en vertalers Spaans, Amsterdam  
o LOI - HBO Vertaler Engels  

 
New Zealand 

o Translating and Interpreting, School of Languages, Auckland Institute of Technology  
o Centre for Translation & Interpreting Studies, Faculty of Arts, University of Auckland  

 
Norway 

o Høgskolen i Agder, Kristiansand, Norway (look under Humanistiske fag)  
Poland 

o Postgraduate School for Translators and Interpreters, Jagiellonian University, Kraków  
o School of Translation, Interpreting and Languages, Adam Mickiewicz University, 

Poznan  
 
Portugal 

o Departamento de Ciências Sociais e Humanas, ULHT - Universidade Lusófona de 
Humanidades e Tecnologias, Lisboa  

o Curso de Especialização em Interpretação de Conferência, Instituto de Letras e 
Ciências Humanas, Universidade do Minho (see: Pós-Graduações).  

 
Russia 

o College of Translation & Interpreting, Nizhny Novgorod Linguistic University  
 
South Africa 

o Graduate School for Translators and Interpreters, University of the Witwatersrand, 
Johannesburg  

o Translation Studies, Department of Linguistics, University of South Africa, Pretoria  
o Unit for Language Facilitation and Empowerment, University of the Orange Free State, 

Bloemfontein  
 
Spain 

o Curso Intensivo de Formación de Intérpretes de Conferencia, Universitat de València  
o Departamento de Traducción e Interpretación, Facultad de Traducción e 

Interpretación, Universidad de Granada  
o Área de traducción e interpretación, Departamento de Traducción, Lingüística e 

Teoría da Literatura, Facultade de Filoloxía e Traducción, Universidade de Vigo  
o Escuela de Traducción e Interpretación, Facultad de Ciencias Humanas y Sociales, 

Universidad Pontificia Comillas, Madrid  
o Escuela de Traductores de Toledo, Universidad de Castilla-La Mancha  

http://www.masters.uu.nl/index.cfm/site/Masters/pageid/19BE960D-20ED-5DD2-53D432474A575BB6/objectid/29AE0830-20ED-5DD2-53380E574D94C3D9/index.cfm
http://www.itv-hogeschool.nl/
http://www.west-nederland.nl/
http://www.snevt.nl/
http://www.vertol.nl/
http://www3.loi.nl/hbo/index.html
http://www.aut.ac.nz/faculties/arts/languages/courses/translating_and_interpreting/info.shtml
http://www.arts.auckland.ac.nz/
http://www.hia.no/studier/
http://academic-info.uj.edu.pl/uj/ujtlum.html
http://main.amu.edu.pl/~stil/
http://www.ulusofona.pt/departamentos/csh/lic_tinterpretes.asp
http://www.ilch.uminho.pt/
http://koi8.www.sci-nnov.ru/science/education/nglu/en/
http://www.wits.ac.za/fac/arts/translate/trans.html
http://www.unisa.ac.za/Default.asp?Cmd=ViewContent&ContentID=11742
http://www.etfb.org.za/
http://www.guiafc.com/ficha.asp?Id=11&Id_f=57
http://www.ugr.es/~dpto_ti/
http://www.uvigo.es/webs/h06/webh06/index.html
http://www.upco.es/
http://www.uclm.es/escueladetraductores/
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o Licenciado en Traducción e Interpretación, Facultad de Traducción e Interpretación de 
Soria, Universidad de Valladolid  

o Licenciatura en Traducción e Interpretación, Facultad de Traducción y Documentación, 
Universidad de Salamanca  

o Facultat de Ciències Humanes, Traducció i Documentació, Universitat de Vic, Barcelona  
o Facultat de Traducció i d'Interpretació, Universitat Autonòma de Barcelona  
o Facultat de Traducció i Interpretació, Universitat Pompeu Fabra, Barcelona  
o Facultad de Traducción e Interpretación, Departemento de Filología Moderna, Universidad 

de Las Palmas de Gran Canaria  
o Instituto Universitario de Lenguas Modernas y Traductores, Universidad Complutense de 

Madrid  
o Departamento de Traducción e Interpretación, Facultad de Filosofía y Letras, Universidad 

de Málaga  
o Unitat Predepartamental de Traducció i Comunicació, Facultat de Ciències Humanes i 

Socials, Universitat Jaume I, Castelló de la Plana  
o Master's Degree in Translation (English-Spanish), University de Deusto, Bilbao  
o Licenciatura en Traducción e Interpretación, Facultad de Lenguas Aplicadas, Universidad 

Alfonso X El Sabio, Madrid  
o Departamento de Filología Moderna, Facultad de Filosofía y Letras, Universidad de León  

 
Sweden 

o Institute for Interpretation and Translation Studies, Stockholm University  
 
Switzerland 

o Ecole de traduction et d'interprétation, Université de Genève  
 
Taiwan 

o Graduate Institute of Translation and Interpretation Studies, Fu Jen Catholic University, 
Taipei  

o Graduate Institute of Translation and Interpretation, National Taiwan Normal University  
 
Turkey 

o Department of Translation and Interpreting, Hacettepe University, Ankara  
o Translation and Interpretation, Vocational Program in Translation, Bilkent University  
o Department of Translation and Interpreting, School of Foreign Languages, Bogaziçi 

University, Istanbul  
o Beykent University (Beykent Univertesi) in Istanbul, Turkey.  

 
UK 

o Centre for Translation and Comparative Cultural Studies, The Graduate School, University 
of Warwick, Coventry  

o Chinese-English, English-Chinese Translating and Interpreting, MA/Diploma, Language 
Centre, University of Newcastle  

http://www.uva.es/consultas/titulacion.php?menu=presentacion&codigo_mec=30430000000&centro=0&campus=0
http://exlibris.usal.es/
http://www.uvic.es/fchtd/
http://www.fti.uab.es/_fti_secretaria/
http://www.upf.es/factii/
http://www.ulpgc.es/index.php?pagina=fti&ver=inicio
http://www.ucm.es/info/iulmyt/
http://www.uma.es/Estudios/Centros/filosofia/
http://www.uma.es/Estudios/Centros/filosofia/
http://www1.uji.es/wwwtrad/
http://www.deusto.es/Ingles/studies/postgraduate/translation.asp?apdo=2&menu=2&submenu=14
http://www.uax.es/OfertaDocente/Titulaciones/Interpretacion.Shtml
http://www3.unileon.es/dp/dfm/index.htm
http://www.tolk.su.se/
http://www.unige.ch/eti/
http://140.136.85.203/ucsiv/fju-intro/fg296.htm
http://www.ntnu.edu.tw/tran/index.html
http://www.hacettepe.edu.tr/english/prospectus/faculties/letters/translation.html
http://www.bilkent.edu.tr/
http://www.transint.boun.edu.tr/
http://www.beykent.edu.tr/
http://www.warwick.ac.uk/fac/arts/BCCS/
http://www.ncl.ac.uk/sml/AEAL/
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o Department of Language Engineering, University of Manchester Institute of Science & 
Technology  

o Centre for Translation Studies, University of Surrey  
o Department of Modern Languages, University of Bradford  
o MA and Msc Programmes, School of Languages, Heriot-Watt University, Edinburgh  
o MA Applied Translation Studies, University of North London - joint venture between the 

University of North London (United Kingdom), the Maastricht School of Translation and 
Interpreting of the Hogeschool Maastricht (The Netherlands), and Institut Libre Marie Haps 
in Brussels (Belgium)  

o Centre for Translation Studies  
o MA in Translation Studies, Centre for British and Comparative Cultural Studies, University 

of Warwick, Coventry  
o MA Translation Studies , Centre for English Language Studies, University of Birmingham  
o Translation Studies (TRA), Middlesex University, Tottenham  
o Department of European Studies and Modern Languages, University of Bath  
o Preparatory Courses for the Diploma in Translation - University based/Distance learning, 

Centre for Language Studies, City University London  
o MA Audiovisual Translation  
o MA Specialised Translation  

 
Uruguay 

o Traductor Publico, Facultad de Derecho, Universidad de la República, Montevideo  
 
USA 

o The Graduate School of Translation and Interpretation, Monterey Institute of International 
Studies, Monterey, CA  

o Center for Interpretation and Translation Studies, University of Hawaii  
o Center for Translation Studies, University of Texas at Dallas, TX  
o Critical Language Institute and Center for Translation Services, Florida A&M University, 

Tallahassee  
o Division of Interpretation and Translation, Georgetown University, Washington, D.C.  
o Graduate Program in Bilingual Legal Interpreting, University of Charleston, SC  
o Translation Studies, Graduate Center, City University of New York, NY  
o Professional Translation Certificate Program, University of Pittsburgh, PA  
o Professional Translator Training Program, Institute of Applied Linguistics, Kent State 

University, Kent, Ohio  
o Translation & Interpretation, Bellevue Community College, Washington State  
o Translation and Interpretation Institute, Washington Academy of Languages  
o Translation Center, University of Massachusetts, Amherst, MA  
o Translation Research and Instruction Program (TRIP), Binghamton University, NY  
o Translation Research Group, Brigham Young University, Provo, Utah  
o Translation Studies, Department of Comparative Literature, Indiana University, 

Bloomington, IN  
 

http://www.ccl.umist.ac.uk/index.html
http://www.surrey.ac.uk/LIS/CTS/
http://www.brad.ac.uk/acad/mod-lang/pros.htm
http://www.hw.ac.uk/langWWW/courses.html
http://www.unl.ac.uk/pgprospectus/courses/ats.html
http://www.smlc.leeds.ac.uk/cts/cts_content/home/home.asp
http://www.warwick.ac.uk/fac/arts/BCCS/
http://www.bham.ac.uk/CELS/CELS pages/inhouseMA/ma_in_translation_studies.htm
http://www.mdx.ac.uk/subjects/emc/tra/index.htm
http://www.bath.ac.uk/esml/main/postgraduate-int.htm
http://www.city.ac.uk/languages/dt.htm
http://www.roehampton.ac.uk/pg/avt/index.html
http://www.roehampton.ac.uk/pg/tra/index.html
http://www.rau.edu.uy/universidad/carreras/derecho.htm#trad
http://www.miis.edu/gsti-about-dean.html
http://www2.hawaii.edu/~cits/Welcome.html
http://www.utdallas.edu/research/cts/
http://www.famu.edu/acad/centers/
http://www.georgetown.edu/users/laffertp/
http://www.cofc.edu/~legalint/index.html
http://web.gc.cuny.edu/Liberalstudies/
http://www.llrc.pitt.edu/ptcp/
http://appling.kent.edu/
http://www.conted.bcc.ctc.edu/worldlang/ti.asp
http://www.wal.org/
http://www.umass.edu/transcen/education.html
http://trip.binghamton.edu/
http://www.ttt.org/
http://www.indiana.edu/~complit/trans/index.html


 

  

 
 
 
Tajrobeh Theatre  
 
Company staged a new production of the two popular 
plays, Electra by Sophocles and Romeo and Juliet by 
Shakespeare, in Mordad 86. 
 

 
 

                                                    
It was an experimental workshop production directed by 
Kiomars Moradi for the ninth Sinaya festival. 
 
Sinaya festival is held every year in Romania by ITI 
(UNESCO). The purpose of this festival, which is similar 
to a workshop, is to convey the educational experience 
of different schools in the world in actor training and also 
to discover new methods of stage directing. 
 
This year, the theme of ITI was love and hate. According 
to this subject, Tajrobeh Theatre Company began to 
work on Electra and Romeo and Juliet. 
 
Moradi’s production of Electra was laconic and concise. 
In fact he just told the gist of the story with the least 
words and an absolute act. Beautiful shadows were also 
created to convey the theme of the scenes. 
Another play presented by the Iranian delegation in the 
festival was Romeo and Juliet. It was centered on 
contemporary love in which Moradi commonly satirized 
the contrast between the traditional love and the 
contemporary one. Two different couples presented the 
two kinds. One couple, Romeo and Juliet, represented 
traditional real love and the other couple symbolized 
modern love. This comparison brought out some 
delicate differences which made the play a bit comic. 

 
 
 

 
 
 
   Electra 
     Romeo and Juliet 

                              &            Mozhdeh Sameti   
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A cellist accompanied the group by playing some pieces along 
the scenes in both plays.  

 
“We staged the two great plays very simply. In other words, we 
just focused on acting and setting as the basic elements of 
performance. The audience is the third side of this play that 
completes it.” said Kiomars Moradi.  
 
 
 
Aran Puppet Theatre Company, intrigued by the idea of “puppet” 
and “opera” appearing in the same title, performed the Macbeth 
Puppet Opera in Mordad and Shahrivar 86. It was their second 
production after staging their first complete opera, Rostam and 
Sohrab, which was welcomed by most audiences in Iran and 
other countries such as Dubai and Prague 
.  
Behrouz Gharibpor, the designer and director, produced this 
puppet opera, based on the great tragedy of Shakespeare and 
Giuseppe Verdi, the famous Italian opera composer.  
  
Giuseppe Verdi is considered by many to be the greatest Italian 
opera composer of all time. Verdi’s works are remarkable for 
their beautiful melodies and dramatic power, but perhaps his 
greatest characterizations and his finest music are contained in 
his last three operas: Othello (1887), Macbeth (1889) and 
Falstaff (1893). 
 
Behrouz Gharibpour’s production was also a remarkable one: 
the puppets, set, lighting and especially staging were all perfect. 
There were about 100 puppets all created in Iran by Aran 
Puppet Theatre Company. The string puppets were manipulated 
accurately by a group of professional puppeteers from above 
the stage. The puppet artists operate their characters 
synchronized with the recorded Italian-language opera. The 
tragedy was performed so powerfully that was comprehensible 
even by non-Italians. 
The stage setting was also elaborate.   
 
Designed entirely by Behrouz Gharibpour and other Iranian 
puppeteers, Macbeth Puppet Opera brought attention to puppet 
opera as an art form especially among Iranian artists. It has also 
brought a new experience into the lives of thousands who have 
never been to an opera in Iran. 

 
 

 

 
Macbeth 
 
 
 
 
Puppet 
Opera 



145 

 

 
Macbeth Puppet Opera held the stage for more than two months at Ferdowsi Hall, the third 
string puppet show hall in the world, in view of the fact that it was applauded by almost all 
audiences. 
  
 
 

 
 
 
Hossein Zeinali and Morteza 
Saeedian staged Waiting in Café 
Parker by looking at Death of a 
Salesman, a well-known play by 
Arthur Miller in Mordad 86. 
Death of a Salesman tells the 
tragic story of Willy Loman, an 
average man much like Miller’s 
father. Loman is a traveling 
salesman who has devoted his 
life to the pursuit of “success.” 
His misguided philosophy has 
ruined the lives of his wife and 
two sons. When Loman is too 
old to travel, he loses his job. 
Eventually his mind begins to 

fail, and he commits suicide.  
 
 

Waiting in Café Parker was a puppet show focused on the main gist of the story. There were 
three performers: a waitress and the two sons (Biff and Happy Loman) waiting in a café 
talking of past events. Other characters were performed by puppets attached by elastic 
strings, above the table in the café. The two actors were the puppeteers too. Like Death of a 
Salesman in which the story is conveyed through Willy Loman’s mind and memory, in Waiting 
in Café Parker also it is conveyed through dialogues between the sons and their memories of 
the past. Past events are presented by puppets, pulled down by the puppeteers and then 
released. So the play becomes a collage of memories with rapid shifts in time.  
 
Waiting in Café Parker has participated in Mobarak Puppet Show Festival, Fadjr Festival and 
2006 Earth Festival in Pakistan. It was the eminent performance of 85 Student Festival and 
was also accepted in HighFest Festival in Armenia. 
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Samira Moradi     gandomgoon20@gmail.com   
 
CRITICAL SESSION ON 
Funny in Farsi: A Memoir of Growing Up Iranian in America 
 
 
 
 
 
 
 
 
 
   
 
On Wednesday October 17th, 
2007 (Mehr 25th, 1386) at The 
House of The Literati (Sara-ye-
Ahl-e-Ghalam), Dr. Amir Ali 
Nojoumian along with Mr.Ehsan 
Abasloo reviewed Funny in Farsi: 
A Memoir of Growing up Iranian in 
America. 
 
Funny In Farsi: A Memoir of 
Growing Up Iranian In America 

)عطر سنبل، عطر کاج( , written by 
Firoozeh Jazayeri Dumas and 
translated into Farsi by Mr. 
Mohammad Soleimani Nia, is an 
autobiography which, in less than 
two years, has achieved its 10th 
reprint. 
 

The session started at 5 pm with 
Mr. Abasloo introducing Dr. 
Nojoumian to the audience who 
mostly knew him well already, 
through his programs on criticism 
on TV channel 4. 
 
He shared with us how they had 
chosen this book among their 4 
options, either because the other 
ones were not available easily in 
Iran, or the fact that none had 
been as popular as the present 
Funny in Farsi. 
Mr.Nojoumian started, expressing 
his pleasant feeling about the 
arrangement of attendants’ seats, 
which seemed more to encourage 
holding a discussion session not 
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merely a lecture and invited 
everyone to participate. 
 
Reminding that the book has been 
republished in Iran for the 10th 
time, and that it has been included 
in the school curriculum of the 
United States, he raised the 
question of probable underlying 
reasons for its high popularity. 
“The cultural issues, I believe, is 
what has made the book so 
interesting to a large number of 
people both in Iran and America. 
Americans, always interested to 
know about Iran and Iranians, find 
The American Dream revived in 
this book, the idea which had been 
overlooked for many years, even 
by the Americans themselves. 
This is what makes the book one 
of the bestsellers in America. 
Iranian audience enjoys reading 
the work as well, simply for the 
reason that many Iranians have 
either got the same experiences 
as Firoozeh or have heard of it 
through relatives and friends. 
These shared feelings along with 
the simplicity of the book have 
made it popular 
to Iranians.” Dr. 
Nojoumian 
explained.  
He, then, 
approached the 
book from 3 

aspects, including identity issues 
and cultural matters, comedy and 
satire, and the American Dream 
as essential concepts in the book. 
 
Culture and cultural issues is the 
main focus of discussion, and as 
the title clearly suggests, it is all 
about the memories of a little girl 
who has grown up in America, 
while being Iranian as carrying 
along Iranian culture. The Persian 
title also symbolizes Iranians’ New 
Year’s Eve )سنبل(  and American 
one )کاج( . 
 
The idea of identity is propounded 
then, which is a quite essential 
one. Firoozeh worries about her 
identity, and we see this whenever 

she talks 
about 

language, 
food, clothing 
and customs, 
as she is 

 
I didn’t mean to write in 
comedy, I saw others laughed, 
and understood I was writing 
comedy!” says Mrs. Dumas in 
an interview. 
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concerned about her Persian 
name which, at last, she changes 
it and, in some cases, hides her 
nationality.  
 
“It’s interesting to me that Mrs. 
Dumas, instead of differences, has 
targeted on the similarities in the 
both cultures.” said Dr.Nojoumian, 
justifying that this book is more 
comedy than satire, and is looking 
for mediation more than 
expressing sad and bitter 
experiences of immigration. “The 
book has been totally clear of the 
bitterness of immigration” and this 
is where Dr.Nojoumian reproaches 
it. 
 
The next issue to be disscussed is 
the comedian genre of the book. 
Immigration books are among the 
most popular books worldwide, but 
interestingly the same issue is 
approached in this book through a 
comedy perspective for the first 
time, and this is one of the 
reasons for its getting so popular. 
 
Mrs. Dumas claims in an interview 
that she has not intended to write 
her memories in comedy, yet she 
explains how her husband 
laughed when she told him her 
bitter memory of the summer 
camp. 
 

“I didn’t mean to write in comedy, I 
saw others laughed, and 
understood I had written comedy!” 
says Mrs. Dumas in an interview. 
 
The last significant issue to be 
discussed is The American 
Dream, a concept which is said to 
have been theorized as 
Americans’ myth lacking ancient 
history and mythology compared 
with the Europeans in 19th century. 
The term American Dream is 
repeatedly seen in the American 
literature, as we, for example, 
know Martin Lutter permanently 
repeated “I have a dream!” 
 
And بوی سنبل عطر کاج is the 
realization of The American 
Dream. An Iranian is talking about 
the realization of The American 
Dream and keeps appreciating it! 
“The thing about going to America 
is that you can pursuit your 
dreams...” says Mrs.Dumas and 
concludes: “I am The American 
Dream”. 
 
This is a very attractive product to 
Americans, with no doubt. 
 
Dr.Nojoumian reproaches the 
book, saying that comedy and 
satire are mingled closely with a 
smooth layer of insult, and the 
comedian should have the lightest 
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boldness in her tone, while Mrs. 
Dumas is too conservative to do 
so, as she mentions herself in the 
book: “I was so careful to seem 
funny, but not to insult anyone.” 
Mrs.Dumas claims that freedom is 
awarded in America, in everything 
from voting to eating. She 
indicates one can even eat free in 
America, in the chapter where her 
father takes a friend out, while we 
know Americans, interestingly, has 
a saying themselves: “Nothing is 
free!”   
 
Finally Dr. Nojoumian concludes 
that the little 12-year-old Firoozeh, 
who denied herself in telling her 
family what had happened to her 
on the summer camp, is still on 
the same trait. The grown up 
Mrs.Firoozeh Dumas, says Dr. 
Nojoumian, denies herself so that 
she narrates her full true story of 
immigration to the readers. 
 
Mr.Abasloo then called into 
attention the importance of 
proficient translation concerning 
the simplicity of the book, which is 
believed to be a major reason of 
its popularity. He then talked up 
for the character of Firoozeh, 
about which, contrary to 
Mr.Nojoumian, he thought was 
well enough developed. They both 

agreed on the superiority of the 
father’s character. 
 
He mentioned the use of symbols, 
which is presented in the Persian 
title;   عطر سنبل is written in red, 
which he believes symbolizes 
ardor and liveliness of the 
Southern areas of Iran, from 
where the author is originated; 
seemingly بوی کاج is in green, 
symbolizing America’s luxuriance 
and verdure. 
 
Mr.Abasloo ended his talk 
answering the very probable 
question that whether  ،عطر سنبل
 is characterized as exile عطر کاج
literature. He opposed the idea 
totally, saying that it’s enough for 
its objection to notice the book has 
been published ten times till now 
in the writer’s country of origin! 
How can it be considered as exile 
literature then?  

 
THE SESSION LASTED 1:30 
HOURS AND ENDED AT 

6:30. 



 

  

 
 
 
 
 

 

With 
 

 

Prof. Jalal Sokhanvar 
 

Samira Moradi / Helia Azadeh Ranjbar 
 

 

Shahid Beheshti University has been offering English Literature courses for years, 
and the influential speeches made by Prof. Jalal Sokhanvar, professor of many 
literary courses, including literary criticism, is appreciated by every motivated 
student. 
 

Prof. Sokhanvar, born in 1322 (January 13, 1946) in Neishabour, got a BA in English 
literature from the University of Mashhad, an MA in the same field from the 
University of London, and his PhD from Lyle University of France. He holds the 
highest rank in the department as a professor. He has begun to teach at Shahid 
Beheshti since 1354, cooperated with English department of Ghom University for 7 
years, and has a wide range of responsibilities including chairman of English 
Literature department at Tehran Azad University, central branch, and the head of 
the commission of foreign languages at the ministry of Science and Research. He 
has many published books and articles both in Persian and in English. 
 

At the beginning of the current semester, Prof.Sokhanver, once again, started his 
classes on Literary Criticism, describing literature and its high value, leaving 
everyone speechless by his stupendous remarks. 
 

We interviewed Prof.Sokhanvar to ask him the questions he brings up himself and 
about other topics English Literature students might come up with. 
  



   151 

 

 
 
Why literature? 
With the variety of human sciences why to choose literature to study?  
And at what position does it stand in your eyes?  
 
 
Literature is in connection with processing of thought. Freud, the father of modern 
psychology, was the one who formally advocated literature in the West. He, for the 
first time, posed the idea of art therapy as a fruit of literature, whereas some 
scientists had claimed before that literature deals only with daydreaming and wasting 
of time.  
 
Talking about thought process, we should consider that every individual is to try to 
know her/himself perforce. Psychologists believe neither focusing on one’s self nor 
interacting with other people will suffice for self-discovery since large amount of 
human mind is unconscious, and other people will not let you get very close to them. 
Hence, studying the lives of protagonists and other characters of stories, movies and 
theatre is the best way of learning about one’s own personality. 
 
When you perceive an individual’s life and character, you, indirectly, get closer to self 
discovery; interestingly when someone achieves a well studied knowledge of 10 
characters, s/he shares them in their lives. This is where the motto: “Life is short, Art 
is long” comes from.  
      
On one hand, we live in a universe in which the aim of creation is that human beings 
develop from dependent creatures to creatures that are self-reliant, and the aim is to 
increase their consciousness and their knowledge. The best kind of art is literature, 
because literature depends on both inspiration and imagination. On the other hand, 
our universe highly depends on what Plato called the Muse and that is the source or 
the goddess of inspiration and the agent of revelation or The Holy Spirit, which in 
Islam we call Gabriel. You can not imagine any science for the advancement of 
which inspiration is not needed. And the highest branch of human knowledge is 
literature because it totally depends on inspiration as well as personal imagination. 
So no doubt that literature has a high place among different disciplines both for the 
society and for the individual. 
      

How would you encourage studying literature? 
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Not only do I never encourage studying literature, but also as an authority of English 
Literature I am one of those who prevent students to choose English Literature for an 
MA and have always insisted not to increase the capacity of universities by admitting 
more candidates. What I suggest to all my students is not to apply for MA of English 
literature and that’s because the majority of them have entered this field by chance. 
There are more than 36 subjects for them to continue their studies rather than 
literature if they want to. Studying Literature requires specific traits, earnestness, 
creativity and imagination. 
 

 How do you compare Iranian and English language universities? 
 
The universities of New Zealand, England, US and Australia are definitely 
recommended for every one planning to study English literature abroad. There are 
lots of services. At many foreign universities students do not have to pay high tuition 
and there are lots of films and books for them as well. But in our country the 
students, especially outside state universities, should pay exorbitant fees without 
having enough services. We can not establish any sub-divisions of English literature 
such as poetry, novel, drama, or such independent sections as Victorian age within 
PhD program. Nevertheless, both in English literature and teaching fields here our 
graduates are more experienced than those who come from western universities. 
 

 Has there been any measure to increase the number of accepted 
students in this field? 
 
It is the policy of people like me not to approve of mass production in this field. At 
Azad University after several years of checking, this year they interfered in the 
entrance exam and omitted the essay writing part, for it was an obstacle for those 
who are not able to write a good essay. So they changed two things: they omitted 
writing exam and introduced a new stage of completion of capacity. It means they 
are going to accept 20-30 students only in Tehran central branch, for there is a lot of 
pressure in this field and other branches of English language by those who wish to 
register. Because this is one of the majors with many job opportunities. Even at BA 
level, for someone who can manage an ABC class, there are teaching positions 
available. Hence this country always needs Language and Literature graduates. 
Because they are mostly dealing with English texts and there has not been, at least 
in state universities, a huge increase in the output of this field, so the graduates feel 
a free ground for themselves. 
 

 What are the students of literature expected to be like? 
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In this field the students should be enthusiastic which is manifested at Azad 
University more than any other university. At state university students prefer having 
no more than 6 sessions out of 16 sessions. At Azad University if one session the 
instructor does not appear, the students feel dejected; they would complain and 
oblige the instructor to teach extra hours. Practically they have a kind of earnestness 
which affects the instructors to attend their classes wholeheartedly. The best hours 
for our instructors of Shahid Beheshti University are when they teach Azad students.  
 

 What are some general weaknesses students suffer from? What 
are the reasons? 
 
Some reasons for our limitation in this field are that we admit there are a large 
number of students with low level of general proficiency, less than our expectations. 
First of all students should have a good command of general English. Studying 
literature is the next stage. It is a preferable course of action for someone who is 
living in an English language country to study literature. It implies that for somebody 
who lives in Canada, New Zealand or England it is quite possible to get mastery in 
general language. In case of no progress during four years of being there, it is a sign 
of carelessness in his part. This is a significant factor. 
  
The next reason may be that students in our country have to pay lots of money as 
tuitions. They should not teach more than 6 hours a week, and it is impossible for 
them to pay their tuition. So they have to work 6 days a week instead of 6 hours a 
week. Such a student can not study deeply.  
 

 What are some differences between higher education courses 
here and abroad? 
 
In Canada either the students should not pay money to the university or they are 
offered grant by the university. This is one side of the matter and it would cause them 
feel at ease. One who starts studying for PhD abroad has to create a website to 
represent all his knowledge by it. So this student should know computer very well. 
Here at Azad University recently we could only make students use PowerPoint 
software on the day of their viva. Whereas in west they have PhD students design a 
web site to show whatever they know about literature. It means that everyone who is 
unfamiliar with English language and computer is illiterate. These competences will 
be tested by them over there. 

 To be continued on page 162 …



 

  

By Farzaneh Doosti 

 
 
 

Camera Lucida: Reflections on Photography  
Roland Barthes (Author),  
Richard Howard (Translator) 
 
 

The French historian, writer and philosopher, Roland Barthes, died in 
1981 and left behind a treasure of theories and reading methods as one 
of the chief formulators of semiology and the social function of signs 
and symbols. 

La Chambre Claire, in its English translation, Camera Lucida is the last 
of Barthes’ works in which he explains his own understanding of 
photography from a reader-oriented perspective – that is, not based on 
the classical criticism and evaluation of photos, but rather based on the 
effect a photo has on the beholder, that is quite subjective and varies 
from one viewer to another. The book was well received among the art 
critics and was soon taught as one of the main sources of picture 
studies.  

Barthes wrote his book when he was moved by the death of his 
mother to whom he was devoted and with whom he had lived. The 
mourning Barthes, therefore, goes through the family photos hoping to 
recall his mother and to preserve an everlasting image of her totality for 
himself, and this is the beginning of his contemplations on the nature 
of photography as he realizes that a photo has no way towards the 
preservation of the lost entity. Struggling to keep what is doomed to 
die, the photo is paradoxically announcing the death of its own object. 
While pondering over his mother’s photo, Barthes writes: 

http://www.amazon.com/exec/obidos/search-handle-url/102-5546993-9876967?%5Fencoding=UTF8&search-type=ss&index=books&field-author=Roland%20Barthes
http://www.amazon.com/exec/obidos/search-handle-url/102-5546993-9876967?%5Fencoding=UTF8&search-type=ss&index=books&field-author=Richard%20Howard
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I observe with horror an anterior future of which death 
is the stake. By giving me the absolute past of the pose 
(aorist), the photograph tells me death in the future. 
What pricks me is the discovery of this equivalence. In 
front of the photograph of my mother as a child, I tell 
myself: she is going to die: I shudder, like Winnicott's 
psychotic patient, over a catastrophe which has already 
occurred. Whether or not the subject is already dead, 
every photograph is this catastrophe. 

Barthes also writes of subjective discomfort, being “torn between two 
languages, one expressive, the other critical,” and the effort to dismiss 
a systematic reduction of his critical language to a particular discourse 
such as semiology, sociology, or psychoanalysis. But he gradually 
overcomes the strategic discomfort and moves from discussion over 
the nature of photography to a more reader-based analysis of selected 
photos whose main attraction to Barthes is not because of their 
subject matter or the historical revelations, but some marginal 
elements that speak for themselves. This subjective attraction to a 
specific detail in a photograph leads Barthes to his next discovery: the 
punctum. 

Hence, Barthes distinguished between the studium and punctum while 
beholding a photograph. Studium, according to Barthes, is that 
traditional ‘polite’ way of studying a photograph, “a kind of general, 
enthusiastic commitment, of course, but without special acuity,” 
whereas punctum is “that accident which pricks me (but also bruises me, 
is poignant to me).” Barhtes further elaborates on the distinction 
between these two themes of photography, writing:  

 
 

Many photographs are, alas, inert under my 
gaze. But even among those which have 
some existence in my eyes, most provoke 
only a general and, so to speak, polite 
interest: they have no punctum in them: they 
please or displease me without pricking me: 
they are invested with no more than studium.  
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The studium is that very wide field 
of unconcerned desire, of various 
interests, of inconsequential taste: 
I like / I don't like. The studium is 
of the order of liking, not of 
loving; it mobilizes a half desire, a 
demi-volition; it is the same sort 
of vague, slippery, irresponsible 
interest one takes in the people, 
the entertainments, the books, 
the clothes one finds "all right." 
To recognize the studium is 
inevitably to encounter the 
photographer's intentions, to 
enter into harmony with [them]. 

 
 
 
But what matters to Barthes is not the studium, but the punctum – 
anything that would leave him with a perceived imprint. The rest of 
the book are exemplifications of the idea of punctum which Barthes 
notices in different photos through a process which is also that of self-
discovery, as if Barthes underwent the process of overcoming the 
painful loss of his mother in a transcendent manner.  

The book is written in Barthes’ famous poetic style and could be 
also read as a kind of novella – the struggles of a death-stricken human 
to re-conceptualize the world around him and to overcome the panic 
of death. 

Barthes’ La Chambre Claire is also available in Farshid Azarang’s 
Persian translation (published under the title of 

فرشيد : ، روالن بارت، برگردانتامالتي درباب عكاسي: اتاق روشن

۱۳۷۹ريز،  آذرنگ، نشر ماه

The punctum in this photo could be 
the folded arms of the young boy. 



 

  

 
 
 
 
 
 
 
 
 
 
 
by  

A Review on Baz Luhrman’s  

      Romeo & Juliet        
 

 
         Farangis Ghaderi 

 

 

 

 

 

 

 

The film is a postmodern adaptation of Shakespeare’s Romeo and 
Juliet. The screenplay was written by Luhrman and Craig Pearce. 
Leonardo DiCaprio and Claire Danes play Romeo and Juliet. The 
movie opened in the number one position in the US box office and 
grossed over US$140 million worldwide. The soundtrack also 
achieved triple platinum status in the U.S. Romeo & Juliet went on to 
win numerous awards, including four BAFTA's (including Best 
Direction and Best Adapted Screenplay), four Berlin Film Festival 
Awards (including Best Direction), and an Academy Award 
nomination for Best Art Direction for Martin Luhrman calls this film 
along with Strictly Ballroom and Moulin Rouge “Red Curtain trilogy” 
and in an interview explains it and says: 
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It’s called red curtain because that’s just a simple way of 
saying it is theatricalized cinema. Now this theatrical 
cinematic language has very direct roots in the films of the 
thirties and forties. Naturalism tends to put the audience to 
sleep. It invites you to forget yourself and believe that you’re 
looking through a keyhole into a room and observing the 
reality of someone’s life. But that’s not my way and to keep 
the audience at all times engaged we’re using a device. In the 
case of Strictly Ballroom we use dance, in Romeo and Juliet it 
is iambic pentameter, and in Moulin Rouge it’s breaking out in 
song in a musical form.  

The first question and criticism concerning adaptive films is its 
fidelity to the original text (hypotext in Genette’s word). Actually 
cutting and editing the lines is inevitable when the mode changes. 
When the text is transformed to the film, all attempts are to translate 
the words to images. In this film almost all important lines are 
preserved and the others are presented visually. The plot is the same 
as the play’s, except for the last act when Romeo is informed of his 
lady’s death and drives quickly to Verona then the police are 
informed and follow him while there is no reference for it in the text. 
Since it is a modern adaptation inevitably the swords become the 
guns but they are labeled as “long sword” or “sword series 9”. 
Famous Balcony scene still is the longest scene and almost 45% of 
the lines remain but a pool is added to it in which the first encounter 
and vows of the lovers happen. The motif of water is dominant in the 
film. The costume designer, Kym Barrett, claims that she designed 
the costume based on the text. The costume and masks are in a way 
that reveal the personality of the character. Romeo costuming as a 
Knight and Juliet as an angle in Capulet party give them an ideal 
romantic aura that separate them from others. Paris wears the 
astronaut suit and doesn’t befit Juliet’s angelic wings. Tybalt is 
dressed as a monster and his companion as the skeleton which 
reveals their ferocious nature and foreshadows their death. Mercutio 
dresses as queen Mab that reveals his easy going nature.  



159 
 

 

The film is very rich in signs. Besides semiotic signification of the 
costume that has been mentioned above, some signs are repeated in 
the film and create their own specific motives. The religious signs 
such as statues and images of Jesus and Virgin Mary are everywhere 
in the city and in the houses, even on the T-shirts and guns! This 
doesn’t allude to the religiousness of the inhabitants but they are void 
of their established meaning and are just a set of ornaments. As the 
film begins, a TV set shows a black woman reporter reciting the 
prologue. “Star-crossed lovers” is the background of the TV and is 
shown visually through a broken ring. The prologue is repeated two 
more times through a voice over re-reciting the prologue offstage and 
the visual images of the newspaper’s headlines and images indicating 
what has been recited. We watch every thing through this TV set and 
the director wants to emphasize that this is a story that has already 
happened. Through his unique depiction of Verona, Luhrmann asks 
urgent questions about the western world of the nineties. Verona is a 
place beset by urban violence, a media that assaults the senses with a 
barrage of information, oppressive consumerism, depersonalization, 
the suffocation of innocence, faithlessness and violence.  

More interesting is the presentation of Sycamore grove. It is 
Romeo’s hermitage based on the text. In film, however, it has 
transformed into a derelict park. It is a place for the outcasts, 
delinquents, whores and the poor. Romeo is an outsider here as well 
as Verona and by depiction of the sexual love here Romeo’s pure 
and romantic love is highlighted. Sycamore beach is a gallery of 
Shakespeare works being popularized. A billboard advertises 
"Prospero's finest whiskey: the stuff dreams are made of", the beach 
kiosk is named merchant of Verona and the club where Romeo and 
Benvolio go to play and dine is “The Globe”. Actually this place is 
the meeting place of "high" culture (Shakespeare) and "low" (pop) 
culture. Up to death of Mercutio the atmosphere of comedy is 
prevalent and after that the tragedy begins which is the same 
structure of the play. From the death of Tybalt the speed increases 
and the rapid cutting between shots is striking. Over the film as a 



       160 
 

  

whole the average length of a shot is only 3.1 seconds, and in Act I 
scene I it is down to 1.8! 

The music is a significant part of the film. Actually Luhrman’s initial 
interest is music and his early works were adaptive operas and musical 
theatres. As a result his films are rich in sound track and music. Music 
changes in each shot in a way that befits the atmosphere. In other 
words the music takes part in creating the appropriate atmosphere of 
the shots. The film made use of modern alternative rock and pop 
music coupled with a dramatic symphonic score by Nellee Hooper, 
Craig Armstrong, and Marius De Vries. The film soundtrack was also 
noted for featuring choral renditions of the songs “When Doves Cry” 
and “Everybody's Free” performed by Quindon Tarver.  

 
 
 
 
 
 
 
 
Some scenes are cut completely but these reductions are not 
destructive to the meaning and structures. For example Act 4 scene 
2 that contains Capulet’s interaction with his servants and his 
orders for the preparation of the feast and act 4, Scene 4, in 
which Capulet and his wife are busy preparing the wedding. 
Act 4, Scene 5 that is the nurse’s coming to Juliet’s bed and her 
outcry of her death, coming of Capulet, his wife and Paris and 
their long, fine and rhetorical laments and Friar’s criticizing 
their behaviors are gone totally and the scene is reduced to one 
line of Friar “as the custom is/ and in her best array, bear her to 
church”. This cut seems suitable since it is a long tedious scene 
of lamenting. Also this scene contains the playful and funny 
wordplay of the musicians which is cut. 

http://en.wikipedia.org/wiki/Alternative_rock
http://en.wikipedia.org/wiki/Pop_music
http://en.wikipedia.org/wiki/Pop_music
http://en.wikipedia.org/wiki/Nellee_Hooper
http://en.wikipedia.org/wiki/Craig_Armstrong_(composer)
http://en.wikipedia.org/wiki/Marius_De_Vries
http://en.wikipedia.org/wiki/Choral
http://en.wikipedia.org/wiki/When_Doves_Cry
http://en.wikipedia.org/wiki/Quindon_Tarver
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The 4th volume of “About Translation” has been published. “About Translation” 
is a periodical meant to familiarize the audience with Translation as an 
academic discipline, give information in the areas of translation, related 
books, journals and thesis dissertations, facilitate communication with 
professors and lecturers of translation, publish papers and findings of both 
lecturers and students of translation as well as reflecting their viewpoints in 
the area of Translation Studies. This journal is the result of the attempts of 
post graduates from Islamic Azad University, Science and Investigation 
Branch. Some of the materials you can access in this volume are: 
  

Interview with Dr. Khazaee Far 
A list of thesis dissertations defended in Islamic Azad 

 University along with explanation 
News and views in the translation world 
Book review and journal review 
Bibliography of translation books 
Study and discussion of questions in M.A entrance exam 
Appendix of related papers (studying the notion of “Class” 

 in English and Persian…)      

About Translation 



 

  

Part II 
 
 
 
 

On Literature and Translation  
 

By Mehdi Mashayekhi 
 
 
 
 

As the first question, I would like to know about your general stance on 
translating and your classification of translation? 
 
We always focus on two models and 
ideas of translation. First is the 
creative, whereby the translator 
assumes an independent identity and 
projects an independently valid work. 
The other is the 
mediatory in which the 
translator views himself 
as simply providing an 
entry to the original 
work for the readers 
who do not know the 
source language. 
Perhaps these two 
overlap, perhaps no 
translation conforms entirely to one 
norm or the other but locates itself 
somewhere along the spectrum 
between these opposites. I shall look 
at translation from the view point of 

interaction of the two models 
mentioned in the context of Persian 
literature. Modern Persian literature 
has extensively employed the mode of 
creative absorption of texts from other 

languages. This means 
ranging from direct 
translation to 
adaptation, to imitation, 
to memorial traces and 
to general inspiration. 
And you know that this 
merely intensifies what 
is called the intertextual 
processes related to all 

writings. At the same time I am 
conscious that the Iranian reading 
community demands an exceptionally 
high fidelity to the original, either into 
Persian or out of its own literature.  

 

I shall look at 
translation 

from the view 
point of 

interaction 
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 I think it was Plato who posed his 
ideal city, Utopia, in a way that there 
was not any place for poets, as he 
believed that the entire world we live 
in is an imitation of the Ideal World 
and art in general stands as the 
imitation of this world, so it is an 
imitation of imitation. Therefore it does 
(can) not have any place in the ideal 
life of Utopia. From this viewpoint, 
where is the place of translation? 
(Literary) translation is an imitation of 
the original literary text and the literary 
text is an imitation of our lives and our 
lives an imitation of the Ideal. So 
translation will be an imitation of 
imitation of an imitation!! And it 
absolutely does not have any place in 
the Ideal World of Plato. What do you 
think about this? Where is the position 
of translation from 
this point of view? Do 
you basically agree 
with this or not?  
 

 Well, we should 
know that Plato was 
deliberately biased, 
because he was 
anxious about 
political status of 
Athens at that time 
which was menaced 
by outside enemies 
and he expected literature to be at the 
service of the state. Although, 
Aristotle knew that Plato had been 
wrong in speaking of imitation of 
objects like bed, chair, table etc. He 
answered back that literature, 

especially tragedy was imitation of 
noble actions not objects.  

 How do you evaluate literature and 
translation? 
 

 Briefly, I would say that my general 
attitude about literature is the attitude 
proposed by the German philosopher 
Hegel. He insists that among different 
arts which he categorizes into five 
groups, literature is the highest, at the 
bottom is architecture, then sculpture, 
then painting, superior to painting 
music and the best kind of art is 
literature. The reason is that 
architecture and sculpture depend on 
dimensions and on materials such as 
stone; therefore they could not 
represent idea and only could be 
symbolic. Even painting depends on 

paint which is a matter; 
music depends on 
musical notes and 
instruments. It is 
literature, poetry and 
tragedy, in the mind of 
Hegel, which deals only 
with mind and thought 
and its function is to 
process thought.  
 

-  
-  I remember you once 

mentioned that a 
creative artist, poet or author, is in 
contact with the god of Muse or the 
agent of inspiration, and this leads 
him/her to literary creation. What 
about the literary translator? Is it true 
to say that translator is also in contact 

The Iranian reading
community 
demands an 

exceptionally high 
fidelity to the 

original, either into 
Persian or out of its 

own literature 
 



       164 
 

  

with the god of Muse or the agent of 
revelation as the source of 
imagination while translating a literary 
work in order to choose creatively 
among different equivalents? 

 Most often the answer to this 
question is negative. In some cases a 
translator must be a creative artist as 
well. So it is then that the work of 
translator might, in one way or other, 
be equal to the original. Otherwise it is 
supposed that translation is and must 
be interior to the original. 

 Don’t you agree that a literary 
translation is re-creation or reinvention 

of the first or the original text and 
should be evaluated equally? 
 

 It should be, but take the example 
of poetry or the verse in general; a 

translator is able to re-create it only 
when he is a genius. Because the 
creative artist is a genius person. 
Also, translator like a critic is someone 
who is able to talk for hours on a 
stanza of poetry and is able to 
evaluate it in its relation, for instance 
to the target language, but the same 
person is not able to write and 
produce a single verse or a single line 
comparable to the original. The 
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reason might be that 
it is always possible 
to arrange courses to 
teach students how to 
read poetry or how to 
translate poetry, but it is not feasible 
to teach the students how to write 
poetry. Either a person is a born poet 
or not, if someone is not a born poet, 
no one can teach him to become a 
poet. 

 What about the translators? I think 
in cases of literary translation, there 
are some inborn translators such as 
Shamloo who is a poet as well. 
 

 That’s it. This is what I mentioned. 
The possibility of providing positive 
answer to this question is when 
someone like Shamloo, like T.S Eliot 
is a creative artist. Otherwise, no one 
can claim to be able to re-create 
literary passages, especially poetry. 
That’s impossible. 
 

 So you believe that a translator is 
not an artist and unlike a poet does 
not have contact with the agent of 
revelation, right? 

 
 The answer is that a creative artist 

is someone who is born a creative 
artist. If a translator is both a 
translator and a creative artist, no 

problem. If not, he can 
not claim to compete 
with the creative artist. 
 

 And the translator’s 
work would be a kind of imitation, only 
imitation, right? 
 

 That’s an attempt to render a 
version to the target language as near 
as possible to the original but 
remember that almost always poetry 
is translated into prose and the 
production is not poetry. 
 

 I would like to move the discussion 
to the interaction of literature and 
translation. How do you define the 
relationship these two areas have? 
 

 I am interested in the effect of 
translation on translators. In this case, 
fiction writers are able to make a 
contribution to translation and 
translation theory. This has often been 
neglected in Translation Studies. 
Translation theory is more often quite 
prescriptive. What I find increasingly is 
that it is fiction and at times 
autobiography rather than translation 
theory per se that foregoes the 
wondering as well as the wandering of 
translation. I believe it would be 
helpful to have a fuller understanding 
of theory of translation as a 
contemplative and possibly 
transformative activity that will give 
rise to a wide range of practices. I 
think reading fiction and translators’ 
autobiographies leads us to accept 

If someone is not a born 
poet, no one can teach him 
to become a poet

 

Translation is and 
must be inferior to 

the original 
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that the work of creative writers will 
find insight into the integrated relation 
between theory and practice that 
bases not only the methods used to 
convey the knowledge to which 
translation gives rise, but also to the 
nature of that knowledge itself. This is 
what I mean to study that the work of 
fiction writers as well as the 
autobiographies of translators may 
contribute a lot to what is called a 
translation theory. 
And my definition of 
translation theory is a 
bit different from the 
one that traditionally 
is supposed to be 
prescriptive. 
  

 What is your 
definition of 
translation theory? 
 

 I regard the 
translation theory 
which is not 
prescriptive and is the theory out of 
practice. Case studies of translations 
in a way to refer to translators’ 
autobiographies and then they tell you 
what they have done facing 
challenges such as untranslatability in 
literature. They have to make specific 
decisions when confronted to such 
problems. So, because I regard 
translation as practice, for me the 
practical side of translation is highly 
important. Therefore, I do not believe 
in translation theories as pure theories 
especially when you regard them as 

absolutely prescriptive. Because the 
arguments against almost all theories 
are stronger especially in the age we 
live in, which is the age of post-
structuralism and post modernism. 
 

 I think I both agree and disagree 
with you on what you mentioned on 
translation theory. Translation theory 
used to be prescriptive but around 
1980s there was a turn in Translation 

Studies. Since this 
recent viewpoint, we 
have the descriptive 
rather than prescriptive 
approaches toward 
translation. The era of 
Translation Studies to 
which we belong can be 
taken as the descriptive 
one. Any way, the 
question remains about 
the type of relation 
between the original 
text and the translated 
text or let’s say, the first 

text and the second text. Basically, do 
you agree with this naming of the 
texts, one as the original and the other 
as the translated one? 
  

 Well it all goes back to 
transformation in modern cultural 
theories of communication. It is due to 
the fact that European languages and 
cultures have had an enormous 
impact on modes of communication 
and have competed with and 
sometimes displaced local, 
indigenous languages such as 

 
Fiction writers are 

able to make a 
contribution to 
translation and 

translation theory. 
This has often been 

neglected in 
Translation Studies 
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Persian in matters of literacy and 
intercultural communication. We also 
have to add the enormous impact of 
European languages and cultures 
upon translation. These are clearly 
evident in the area of Persian prose 
and creative translation. You know 
that Persian literature uses Persian 
language as its medium of 
expression, whereas in some African 
countries, in India and in Europe, 
creative artists could use English or 
other 
European 
languages as 
their medium 
of expression. 
So the 
question you 
posed 
necessitates 
examining the 
linguistic status 
of European 
language texts 
in Persian 
literature.  When you decide to 
examine, then you have to highlight 
issues of hybridity and 
intertextuality that are related to 
acculturation and linguistic 
experimentation and should be 
discussed from a diachronic point of 
view in order to trace the evolution of 
the position and status of European 
language texts in translation. We 
should also be conscious that a great 
amount of expressions in modern 
Persian prose have been modeled 
after European languages and 

expressions. When we mention 
Shamloo as a creative artist, we know 
that a great amount of expression he 
has written in Persian has been 
imitations of European forms and 
expressions. Therefore, the question 
you mentioned is a large question. 
Facts such as exile (remember that 
Sadegh Hedayat considered himself 
as self-exile, an expatriate Iranian in 
Paris) that of migration, education, 
globalization and editorial policy 

should be considered 
in order to assess the 
significance of Perso-
European language 
discourse in which 
translation has taken 
place. When you 
speak of the impact of 
cultural transaction, 
translation must be 
looked at in the 
discourse of Persian-
European languages. 
 

 When a literary translator translates 
from another literature, do you think it 
is exactly the same literature which 
comes to the environment of Persian 
language, or is it merely an image 
influenced by the translator’s 
understanding of that certain genre? 
 

 In fact what is transferred to Iranian 
culture is the interpretation or 
adaptation, because we cannot be 
completely sure when we use the 
term “original.” In literary criticism, 
most often speaking of intertextuality, 

 
Derrida’s theory concerns 

the inability of the 
speaker/writer to support 
what he or she says, that is 

the inability to offer a 
statement whose 

signification is absolute. 
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there are critics who do not believe in 
an original text. As far as introducing 
translations or imitations of those 
passages into Persian literature is 
concerned, we might say that a 
translator who is a creative artist as 
well, will surly be more successful 
than someone who is not creative at 
all. But even when we use the term 
successful, we should know that most 
often such a poet renders a passage 
into Persian while fabricating a 
number of expressions which are 
modeled on European or Latin 
American languages, expressions 
which sound to be foreign. However, a 
creative artist, most often because of 
the attraction of the passages he 
uses, is able to use sound devises 
and figurative language in a way that 
readers are quite ready to accept 
those expressions which are odd or 
eccentric. Therefore he is responsible 
for introducing lots of expressions 
which did not exist in Persian 
language and expressions that sound 
odd or foreign but are better accepted 
by readers when the translator is an 
accepted figure like Shamloo. 
 

 All right, I think you agree that the 
issue of originality of text has been 
challenged by at least two strong 
points of view; one is the issue of 
intertextuality you just mentioned. 
Another is the deconstructive one 
posed by Derrida that challenges the 
binary opposition of the original and 
the translated text. 

 Yes, in fact Derrida’s theory 
concerns the inability of the 
speaker/writer to support what he or 
she says, that is the inability to offer a 
statement whose signification is 
absolute. For he says that such a text 
gives way to the play of signification. I 
often mention a famous creative work, 
The Scarlet Letter, as an example that 
is able to dramatize the theory of 
Derrida. It’s been translated by Simin 
Daneshvar into Persian entitled 
“Daagh-e- nang” in which a woman 
was condemned to embroider and put 
on the letter “A” as the initial of 
“adulteress” with all its connotations of 
shame and disgrace, which she did it 
proudly. In the course of years, the 
very people of 17th century who hated 
her, due to her carrying a child outside 
marriage in from man who later on 
turned out to be the high-ranking 
clergy of the town, took the letter “A” 
as the initial of “able” or “angel” “artist” 
or “America”. This is what Derrida 
means. There is a play of signification 
that is never-ending. Then he speaks 
of undecidability as far as the 
ultimate meaning is concerned. Every 
translator should be conscious of 
undecidability of what he is to 
translate. As long as a translator is 
conscious, he can continue his work. 
What Derrida tries to say is the 
limitation of language. Saussure who 
is the father of Modern Linguistics 
spoke of synchronic method for the 
first time and put forward the idea of 
dichotomy of any word into signifier 
and signified. He argued that there is 
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no relationship between signified and 
the external reality. Actually Derrida 
benefited from the idea of Saussure. 
Although, he did not believe in 
Saussure’s conclusion. At the same 
time, we could say what Derrida says 
is not absolutely new, for almost 
always there have been philosophers 
who have pointed out the inability of 
language in conveying the truth. The 
difference between what a linguist-
philosopher such as Derrida says and 
what creative artists 
say is that creative 
artists are conscious 
of the possibility of 
accessing reality 
outside language. 
Almost always 
languages are 
treacherous and do 
not provide solid 
ground. The 
difference between 
the kind of philosophy 
which provides the 
outlook of Derrida or linguistics is 
absolute focusing on language and its 
deficiencies. Men of letters are not 
supposed to rely absolutely on 
language. Language as a means of 
communication, as modern linguistics 
claims, has no relation whatsoever 
with reality. But everybody may enjoy 
external reality. Some people might 
have mystic experiences to transcend 
the reality. It seems that the majority 
of people live in darkness, although 
there is a possibility to transcend and 
shift from darkness into light and to do 

so here and now. You might not rely 
on language but rely on your open 
mind, on intuitive life, on revelation 
and on welcoming inspiration and 
casting a light of your imagination 
upon reality. Because reality as 
ordinary people view or reality as 
might be represented with language, 
whose nature is rhetoric or 
metaphoric, is almost always 
insufficient.  
 

 All right, intuition 
can bring an artist 
as well as a group 
of people from 
darkness to reality. 
Can you imagine 
such a role for  a 
translator, at least 
figuratively? 
 

 Surely, a 
translator who is 
not dogmatic and is 
open-minded and 

has intuitive life is better able to 
enhance translation. But let’s not 
forget that modern theories of post 
structuralism say that even the work 
of such an ideal intuitive translator is 
open to revision by other translators. 
 

 How do you relate the issues on 
deconstruction of Derrida to the area 
of translation? Derrida believes that, 
as long as there is no translated text, 
you can’t call the first text the original, 
and this way the so-called original 
text, unexpectedly however, borrows 

 
Literary creation is 

mostly created by the 
countries whose 

cultures are 
economically and 

politically dominant 
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something from the translated text. 
This is how he links his theory to the 
area of translation. What is your say 
on that? 

 A translator who is equipped with 
modern theories as theory of 
intertextuality, strategy of binary 
opposition, post structuralism and 
deconstruction in mind, should be 
conscious of the possibility of multiple 
readings. At the same time, he should 
be able to look at the original text as 
an artistic construct. His attempt 
should be to produce a similar 
construct in Persian language or vice 
versa. As long as the translator is 
aware of multiple readings, he or she 
is able to enrich the translation by 
revising it several times before 
publishing, and if possible by giving 
footnotes. The fact that what is 
produced is not absolute and gives 
way to different readings helps the 
translator. The belief in 
undecideability and rejecting the 
idea of absolutism and belief in 
relativity helps the translator in being 
careful about the final version. It also 
helps enhancement of translation. 
 

 So far we have touched on the 
issues on theory of translation; there 
still remain some more questions, 
though. What do you think of 
translated literature? Do you take it as 
a kind of imported literature or do you 
think when a literature from a 
language is translated to a new 
language it is part of the literary 
system of the target language? 

 surely all cultures are in need on 
literature in translation, because for 
example in the area of English 
literature, not only in our country but 
also in England and in America 
students are in need of works 
produced by Sweden, Norwegian and 
Russian creative artists. Works of 
Chekhov is studied in translation or 
works by Ibsen and all literature of 
Latin American countries are studied 
in translation. Speaking of world 
literature, German and French 
literatures have always been in need 
of Persian literature and have studied 
them in translation. Therefore, in 
anthologies and in university courses, 
it has always been quite natural to 
speak of such translations as 
literature. In our country, it is quite 
common when someone speaks of 
Strindberg or Chekhov or Tolstoy or 
almost all Latin American writers who 
have been translated from one of the 
languages of French, English or 
German. Readers are interested in 
studying best-sellers or prize winners. 
The use of literature, when speaking 
of world literature means that works in 
translation are considered to be 
literature. 

 
 What about the Persian literature? 

How much does the Iranian literature 
need imported, translated literature 
from other countries? 

 
 A hundred percent. Because we live 

in a country in which the amount of 
creative works are quantitatively very 
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low. We should remember that literary 
creation is mostly created by the 
countries whose cultures are 
economically and politically dominant. 
The best works of Persian literature 
were produced immediately after the 
heydays of Islam, four or five century 
Hijra, and then we declined, because 
of the decline of Persian Empire. In a 
country like Iran in which the majority 
of people have difficulty in providing 
their basic needs, the production of 
creative art is consequently 
insufficient. The public is badly in 
need of what is produced in western 
countries in all areas including 
literature. That’s quite natural, 
especially when we live in an epoch 
which is the time of globalization.  

 
 Has this translated literature any 

influenced modern Persian literature? 
 

 In fact, if you study the whole 
history of Persian prose since the 
establishment of “Dar-o-l- fo-nun” and 
even prior to that, constitutional 
revolution, actually at the beginning of 
twentieth century realistic Persian 
prose did not exist, regarding the fact 
that Persian prose was supposed to 
be a ground upon which the translator 
should put translation. If you go back 
to the time of “Monsha’aat” of 
“Gha’em Maghaam”, prior to that 
Persian had always been used for 
other purposes not for literature. The 

examples are “Tarikh-e Jahaan-
goshaa-ye joveyni” which had a 
bombastic, mind-shattering language. 
So, modern creative writers such as 
Jamalzade, Sadegh Hedayat, Bozorg 
Alavi and Jalal Aal-e Ahmad had to 
both create their realistic modern 
language and also create their 
literature. Now the problem related to 
Persian prose provided a realm for the 
activity of the translators in our own 
language which made the problem of 
translation into Persian quite different 
from translation into most other 
languages. 

  
 Do you have any translated 

publications? 
 

 Yes, I have translated Raman 
Seldon’s, the most difficult volume 
which was very challenging. Already, I 
am busy translating three other 
volumes which have not been 
published. Mainly, my efforts have 
been focused on producing a book of 
literary idioms to contain the 
expressions related to the jargons in 
translating literature and literary 
criticism. I have also published a 
glossary of literary terms in Persian 
which has been used and appreciated 
by the readers ● 
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Without Rhyme or Reason 

Parvaneh Kandekar
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ARMY of LETTERS 
 

 
 
 

 

A Parable 
Once an Arab I saw among the guild of jewelers of Basra, 
recounting an account that: ‘All lost in a desert, no food left with 
me, bethought close to death, all of a sudden a pouch I found full 
of pearls; never shall I forget the delight I enjoyed wondering 
that it might be full of roasted wheat, nor the pain and 
disappointment finding them pearls.’  

 

Sa’adi, Gulistan 

                                                  Translated by M. M. Rahnama  
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My Sweet Little Death 
By Mostafa Hodaee 
 
 
The world’s ablaze with melancholy, 
And I stand, as the tiniest sparkle 
On the highest flames, 
Rising even higher than the roots of nature. 
 
The lunatic little greedy grey cells, 
Mad with fury, crazed with sadness, 
They stumble, grumble, so humble in my skull. 
The brain goes insane, all struggles are in vain, 
The day will come, and the night will fall, 
The witch will curse, and the dead will rise, 
The monsters will appear, and the goblin’s eyes, 
All so intimate, all so close, 
All so mad, like the very eyes of sadness; 
All on the verge of insanity, on the edge of proclamation, 
Crawling with toothless jaws, dazzling, so dazzling, 
Creeping into the loopholes of the darker world. 
 
My luggage is ready, the bus is here, 
The windows are sealed, my death is near. 
The mindless talk is so queer, but the strains to talk 
Won’t end up with cheer. And soon, the death-bus will veer 
And we all, and all that are dear, even the ones who sneer, 
Yes, all, in a sight so drear, 
Clap for the wisest seer, who makes the coast clear, 
By declaring that the end of the world is near. 
 
Thus ends the role of life in boundless grace, 
Thus opens the chamber of thoughts, so fast in pace, 
Thus dies the culprit, and closes the case, 
The poor old chap! Now lost in space. 
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The death-song is heard, the death-row prepared. 
So stand in your positions, you cowardly skin-and-bones! 
And smile at the grace of time. For it stoppeth not 
Where you shall desire, it all shall end right here, 
Right in your fairest moment of this-worldly fire. 
 
Climb it! Climb it! It’s been raised just for you, 
Raised so that you can grasp it and go down, 
Yes, climb! But go down, for the world is reversed, 
And all ladder is but cursed. 
All time, all action. Every manner so perverted 
Looks so fair in our mirror. For the world is reversed, 
And all mirror is but cursed. 
 
We venture not into the dark forest, but 
We well can hear the creepy voices off the distance, 
For he who shall never rest, he knows well, 
The hidden fortunes, our secret sins, but 
He appeareth not, and not till the end of time, 
When we’re all caught in a fork deep in the forest, 
And failing to choose right, we take the darker path. 
 
The road goes to neverland, and having done so 
Breaks the gates of flesh and mortality, till it shivers, quivers 
And falls apart. 
And there I stand, or rather lie, 
Under the wreckage, 
Below the darkest sky. 
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R.I.P 
 
A man, 
Walks alone,  
Down the road, 
Toward a structure made of stone, 
He calls home. 
 
 
Bolts the windows, locks the doors,  
Shuts the shutters, 
Shuts them tight, 
No stranger may intrude, 
Into the night, 
 
 
Not a breeze, 
Not a single beam of light, 
Not a face, 
Not a face, 
 
 
"How splendid is my absolute privacy!" 
Is what he says, 
As he goes to lie in what he calls 
A bed! 
 
 
Lies to rest, 
Shuts his eyes. 
 
 
Shut your eyes, 
Lie in comfort,  
Rest in peace, 
Have your absolutely private, 
Dark dreadful deadly dreams! 
 

Ali Movahedin 
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You, Me …

 
Never-ending 

Ali Sheikholeslami 
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Winter 
 
To thy greeting, will not they respond, 
In collars the faces are concealed. 
No one peeps to visit and respond to the companions. 
Further than thy nose, cannot see, 
For the road is dark and slippery. 
And if a kind hand to someone thou stretch, 
Reluctantly he takes out his hand; 
For ‘tis so bitterly cold. 
Breath, getting out of the heat of breast, becomes a cloud, dark 
Like a wall stands before thine eyes. 
‘tis the breath, how expect thou 
From friends, close or far? 
Mine generous Messiah, O thou filthy-clad old pious, 
So bitterly cold it is … lo …! 
Warm be thy breath, merry be thou! 
Thou to my greeting do respond, unlatch the door! 
This is me, thine every night caller, the miserable roamer, 
This is me, the sick kicked stone, 
This is me, the contemptible insult of creation, the disharmonious 
melody. 
Neither ivory nor ebony, I’m colored in no color, 
Come and unlatch the door, unbolt, lonely I am. 
O rival, O host, the company of thine years and months shivers like a 
wave behind the door. 
There’s no hail, no death, 
A voice if thou hear, ‘tis but talk of cold and teeth. 
Tonight I’ve come to make a loan, 
To clear up all your account. 
What thou say ‘tis late, down’s arrived, morning’s come? 
Thou they deceive, the crimson sky is not after the dawn. 
O rival! This, the ear of cold has taken, the memento of winter’s cold 
slap. 
And the icicle of Tangemeidan’s heaven, dead or alive, 
In the death-coated nine-layered huge coffin of gloom is concealed. 
O rival, kindle thou the wine’s light, night and day are the same. 
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*** 
 
To thy greeting will not they respond. 
It’s lonely, doors latched, heads in collars, hands concealed, 
Breaths cloud, hearts exhausted and sad, 
Trees are crystalline, 

Earth in despair, sky’s ceiling low, 
Misty are moon and love, 
It’s winter. 

 
 

M.M. Rahnama, 
 Translation of “Zemestan” by Mehdi Akhavan Sāless 
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The Machine 
 
 
 
Golnoosh Nournejad 
 
 
 
 
 
 
 
 
 
You’re a machine, 
 Modern,  
  Vigorous,  
   Heartless, 
 
  
  And beautifully 
    Destructive. 
 
I’m a cottage, 
 Near the sea, 
  Near the wood, 
   Rustic,  
    Lethargic, 
     Fragile,  
      Immobile. 
 
Every now and then, 
  You come to me, 
   You embrace me, 
    You destroy me, 
 
And then leave me 
  Torn,  
   Soiled, 
    Dead. 
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Translated by Farzaneh Doosti & Martin Turner 

 

 

Turtle    SINGING     
           WAS             MY 
                      POEM 
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REBIRTH 
 

All my being lives  
in that chant dark with meaning, 
that repetition of you.  
 
Days open, and flowers. 
 
Chanting, I expound you, ah,  
unite you with a sigh 
to water, tree, fire. 
 
Here is the appearance  
of an unending highway  
and a woman destined to pass  
this way every day  
 
with her basket. 
 
Here are the rope and branch 
for a man to hang himself, 
 
the child returning from school. 
 
Something lights the cigarettes in the intervals  
of weakness between lovemaking 
and raises the hat of one passer-by  
to another - bewildered! -  
bidding good-day 
with the show of a smile. 
 
Perhaps it belongs 
in that arrested moment 
when my gaze disintegrates 
in your eyes and I lose 
my feeling in the cognisance 
of darkness and the moon. 
In a room vast with loneliness 
my heart, made large by love, 
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examines its simple 
excuses for happiness. 
 
There are the flowers decently 
decaying, there the young tree 
you planted in our garden. 
The singing of canaries 
fills up the window! 
 
Yes, this is my lot, this,  
a portion of sky hidden 
by the lapping of a curtain, 
descent down the derelict stair 
towards something mouldered and 
strange. 
A vagrant in the grove of memories, 
I expire at your voice which repeats: 

 
'I love your hands.' 

 
Now I plant these same hands in the garden 
and they will grow, I know. 
In the inky pits of my fingers 
the sparrows will nestle eggs. 
 
From my ears I will hang wishbones  
of cherries and fasten blades  
of dahlias to my fingernails. 
In a side-street the scraggy boys 
with thin necks and mussed hair 
(who were in love with me once)  
still remember the smiles 
of the tender girl 
whom one night the wind stole.  
 
- A lane favoured among the many 
back-streets of my childhood. 
 
The journey spreads outward 
from time's straight line 
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whose dryness it will impregnate 
with a host of images 
returning from a fling in the mirror. 
 
And so it is: somebody dies 
and somebody else is left alive. 
No pearl-gatherer will lean over the humble 
stream that drops in a ditch. 
 
But far away a mermaid, 
I know, lets her sadness play 
through the paths of the ocean 
from the wooden flute at her mouth. 
Gently, gently she plays. 
At night she dies from a kiss 
but at dawn from another 
she will be reborn. 

 
 

Translated from the Persian of  
Forugh Farokhzad (1935-1967)  

 
by Martin and Farah Turner 

 



 

  

TRANSLATION 
POETRY  

    FARZANEH DOOSTI 
 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

“Night”, or “شب” is one of the famous and beautiful poems of Nima 
Yousheej, the forerunner of New Poetry in Iran.   The poem was 
novel at that time since it rejected the conventions of rhythm and rhyme. 
Its stable structure, brevity, internal rhythm, effective use of figures of 
speech like simile, alliteration, and imagery made me choose it as our 
source poetry, and some of the students have translated it into English, 
as the target language. Here are different translation versions of the 
poem “night”. It is difficult to say which translation is good and 
which is bad, but it is still possible to ponder over the students’ diction, 
textual transposition, and the sensual effect they finally make on the 
target readers. Hence, you are the judge to read and comment for the 
most successful or the best lingual transfer.  

 
Here we go: 
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It's a dark night, 
A steamy night and, 
The soil is frightened. 
Wind, the son of cloud, 
Rushing to me from the mountainside. 

 
 

 
The night is like 
A swollen body, 
The air is steady, 
And that is why, 
A stranger can't find his way. 
 
 
 

 
 
His body stretches, on desert long, 
Like a dead body in its grave, 
Like my broken heart, 
My body flaming, 
Of the fever's fear. 
It's dark, oh dark! 

 
 
Safaneh Mohaghegh Neishabouri 
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It’s night, an airless night 
Soil’s sickly pallid 
Sweet zephyr  
- Cloud bred mountain breeze, 
Is sprinting to me 
It’s night,  
Like a feverish figure  

Standing  
So Turgid that 
Floods the entire road 

That’s why  
Foggy wayfarer,  
Lost in midway 
             Has no vision to his mission! 
             Endless desert’s heated body 

Resembles  
Man’s Corpus tight in his grave, 
Suffocated! 
       Resembles 

            My heavy heart, 
            My fatigued flaming flesh 
 
            It’s night, oh 
            Night. 
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 ب
  هست شب،

  يك شب دم كرده و خاك

  رنگ رخ باخته است

  باد، نوباوه ابر از بر كوه

  سوي من تاخته است

  هست شب 

 
  همچو ورم كرده تني گرم

  در استاده هوا

  بيند اگر هم از اين روست نمي

 ش رااي راه گمشده

 
  

  با تنش گرم بيابان دراز

  مرده را ماند در گورش تنگ

  به دل سوخته من ماند

  به دلم خسته كه مي سوزد

  !از هيبت تب

 هست شب، 

 .آري شب

شـ
نيما يوشيج
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Night,  
It is a sultry night, 
And soil's faded,  
Wind, freshly born of cloud 
Is cantered to me, from mountain 
Night, it is, as a warm swelled being 
Upright in the wind,  
That is why, if stranded man, 
Does not see about his way,  
in an endless wasteland, 
With his body suntanned. 
It looks lifeless in a cramped tomb, 
Looks as my heart flaming, 
Looks as my weary body burning, 
In the grandeur of fire. 
Night, it is, aye, night. 

 
 
Atieh Vahidnia 

  
 It is night,  

A dampened night, 
And the visage of the soil, 
Is gone pale, 
The wind,  
The cloud's newborn babe, 
Out of the mountain's bosom, 
Fall on me. 
It is night,  
Like a body,  
Swollen and hot, 
Standing on air, 
Causing despair, 
For the lost man searching in vain, 
For his lost road. 
Fiery body, lengthy desert, 
Like a dead man tight in his grave, 
Like the broken heart of mine, 
Like my weary body burning, 
In the awesomeness of fever! 
It is night, aye, night. 

     
Ali Movahedin 
 



       190 

 

 
Peotry Translation Challenge 
Poetry Translation Workshop tends to work on the translation of a poem by the 
deceased poet, Bijan Kelki, for the next issue of Threshold Quarterly. In case you 
are interested, please send your translations of the poem either to 
Threshold@inbox.com, FarzanehDoosti@gmail.com (subject: Poetry 
Translation Challenge No. 2) or to the Department of English Language and 
Literature at Shaihd Beheshti University by Khordad 20, 1387 (June 9, 
2008).  The translations will be analysed in an open discussion session the date of 
which will be further announced.  
 

          

 
 
  

  

  

  

 
  

  

  

  

  

  

  

  آ بود اول اسم تو

  ي ابريشم تو نازِ  طاقه

  ي باران تكه من راز تك

  تو زلفك سبز بيد

  من لرزشِ  برگانت

  از من صبورتر

  تو نخواهي يافت

  با تو هزار سال بماند

  تر  از من غريب

  تو نخواهي ديد

  در اين ديار الله و بيجاده

  صدسال آزگار

  به چنين حالي

  در انتظار اسم جليل تو

  پايان عمر

  عاشقانه بخواند

  تر از من نجيب

  تو نخواهي ديد

  متن كتابي همدر هيچ 

 هر روز 

  براي آي اول اسم تو

  شب تب كند

  .صبح بميرد
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   كنكاش

  و۱۵۰

۱۶۲ 
  جستاري درباب ترجمه و ادبيات : مصاحبه با دکترسخنور

  مهدي مشايخي / هليا آزاده رنجبر/ سميرا مرادي                                                        

● 

 نگاه
 ●  فرزانه دوستي/ روالن بارت اتاق روشِن   نگاهي به  :يك كتاب

 ●  فرنگيس قادري/ ي باز لورمن   ساختهرومئو و ژوليتنگاهي به : يك فيلم
١٥٤  

١٥٧  

 ●  مهدي مشايخي / درباره ترجمهي  امهگاهن :يك مجله  ١٦١
  

  كار پروانه كنده                               بدون شرح                                                             ١٧٢

  
 

 )شعر (ارتش حروف
 ●  محمدمحسن رهنما / حكايتي از گلستان سعدي  ١٧٣

 ●  مصطفي هدايي/  من مرگ كوتاه شيرين  ١٧٤

 ●  علي موحدين/ آسوده بخواب   ١٧٦

 ●  االسالمي علي شيخ/ من، تو   ١٧٧

 ●  االسالمي علي شيخ/ پايان بي    ١٧٧

 ●  )محمدمحسن رهنما: برگردان (مهدي اخوان ثالث/ زمستان   ١٧٨

 ●  نژادگلنوش نور/ ماشين   ۱۸۰

  ●  )    و مارتين ترنر فرزانه دوستي :برگردان(محمد طلوعي  / خواند  پشت شعر مرا مي الك  ١٨١

 ●  )مارتين و فرح ترنر: برگردان(فروغ فرخزاد / تولدي ديگر   ١٨٢

  ترجمه كارگاه  
 ●   نيما يوشيج» شب«ر ترجمه از شعر چها  ١٨٥

١٩٠  ●    آيندهچالش شعر
 

   كار پروانه كنده                                                                                             شورِ خاك ١٩١



 

 

 فهرست مطالب
 
 

 سرمقاله ۲
 آموزش  ٤
 ●  سپيده فرشچي/ مباني رويكرد واژگاني در آموزش زبان  ٨

 ● فريد ناصريه/ ريزي درسي و مديريت كالس  نگاهي كلي به برنامه ٢٣

 ● شيما باباپور / ESL/EFLمزاياي آموزش ادبيات در كالسهاي  ٣٤

 ● فريد ناصريه / هاي يادگيري زبان  و استراتژي ربكا آكسفورد:پرونده ٤٦

 ادبيات
٥۴  ●   فرزانه دوستي/ي توماس مور اتوپيا ساختار روايت در

٧٠  ●  ربابه جالير/ استعمارگر انگليسي يا ارباب ايرلندي : ادموند اسپنسر

٨٠  ●  حيدرياهللا روح /  بهشت گمشدهپيچيدگي شخصيت شيطان در 

٨٨  ●  زاده  آرزو حسن،فاطمه ارشدي /  جومپا الهيري: پرونده

 ترجمهمطالعات 
 ●   مهدي مشايخي/  ترجمه ي کالسهاي در برنامه درسيلزوم بازنگر ٩٩

 ●  نبي محمد خادم /  در ترجمه و علل پيدايش آنيبيگانه ساز ١٠٦

 ●  فرناز صفدري/ فرهنگي در ديوان حافظ عناصر ترجمه  ١١٨

 ●  فرناز صفدري/ سوزان بسنت : پرونده  ١٣١

 ●  ترجمه و مطالعات ترجمه در جهان  ١٣٥

  گزارش  
  ●  /  دو اجرا از گروه تئاتر تجربه ١٤٣

 ●   /اپراي عروسكي مكبث  ١٤٤

 ●  مژده ثامتي/ انتظار در كافه پاركر   ١٤٥

  ● سميرا مرادي/ » عطر سنبل، عطر كاج«گزارشي از جلسه نقد  ١٤٦



 

 

 
  ۳ و ۲شماره / سال اول 

 
  

  گروه زبان و ادبيات انگليسي     صاحب امتياز       

  دكتر اميرعلي نجوميان    مدير مسئول        

  مهدي مشايخي   سردبير               

 
  )كارشناسي ارشد آموزش زبان(فريد ناصريه   :گروه آموزش زبان     دبيران                  

  )كارشناسي ارشد زبان و ادبيات انگليسي(ربابه جالير   :گروه ادبيات انگليسي  

  )كارشناسي ارشد مطالعات ترجمه(فرناز صفدري   :گروه مطالعات ترجمه    

  )كارشناسي زبان و ادبيات انگليسي(مژده ثامتي     :ناسيشارك    

  )كارشناسي ارشد زبان و ادبيات انگليسي(فرزانه دوستي   :طراحي جلد و صفحه    

  )كارشناسي ارشد زبان و ادبيات انگليسي(كار   كندهزهرا    :كاريكاتور    
  

  ه ارشديفاطم  اهللا حيدري روح   شيما باباپور   سپيده فرشچي  همكاران اين شماره

  محمد خادم نبي  هليا آزاده رنجبر  سميرا مرادي   زاده  آرزو حسن    

  مصطفي هدايي  فرنگيس قادري   االسالمي  علي شيخ   پناهگلنوش نور    

  علي موحدين    محمدمحسن رهنما    سفانه محقق   عطيه وحيدنيا     

    و مارتين ترنرفرح    
 

  هيد بهشتيدكتر جالل سخنور، دانشگاه ش  هيأت مشاور         

  دكتر ابوالقاسم فاطمي جهرمي، دانشگاه شهيد بهشتي    

   عناني سراب، دانشگاه شهيد بهشتيرضادكتر محمد    

  زاده، دانشگاه شهيد بهشتي دكتر ساسان بالغي    

  دكتر شيده احمدزاده، دانشگاه شهيد بهشتي      

        مالنظر، دانشگاه عالمه طباطباييحسين دكتر     
        

  انتشارات دانشگاه شهيد بهشتي  چاپ                     

  تحت حمايت معاونت امور دانشجويي و فرهنگي    

 با نظارت كميته ناظر بر نشريات دانشجويي    

  ريال۵۰۰۰: شماره تك   

 
 

  . دانشكده ادبيات و علوم انساني، گروه زبان و ادبيات انگليسي نشگاه شهيد بهشتي،تهران، اوين، دا       : مجله نشاني

 ٢٩٩٠٢٤٨٦: تلفن                       
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