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Implementing Research Orientation and Integrating Curriculum in Teacher
Education—A Case Example of Foreign Language Teacher Education in a
Finnish University !

Riitta JAATINEN
School of Education
Tampere University
Finland

Abstract: This article provides an insight into language teacher education in Finland and
foreign language teacher education at the University of Tampere, in particular. In the first part,
I give a brief account of what research-based teacher education is in the Finnish context and
why we have adopted research orientation. In the second part, I present the theoretical
underpinnings behind the foreign language teacher education at the University of Tampere. In
the third part, I describe what a portfolio is, why we should adopt the use of portfolios in teacher
education, and what types of portfolios exist. I will also describe what a student teacher’s portfolio
usually consists of and how it is used in our teacher education program. In the fourth part, I give an
account of the structure and content of the process where student teachers are guided and
supported toward autonomy through personal research projects. Both the portfolio and
personal research projects integrate the foreign language teacher education curriculum.

Keywords: Research-based teacher education, foreign language teacher education,
portfolio, teacher development, teacher autonomy.

1. Introduction

The origin of research orientation in Finnish teacher education can be traced back to the
beginning of the 1970s when the responsibility for providing education to prospective teachers
was transferred to universities. Teaching at that time was publicly acknowledged as an
academic profession with a research knowledge base. The next significant change was in
2005, when Finnish universities adopted a two-tier system of the Bologna Process with the
combination of a three-year bachelor's degree and two-year master's degree. (Niemi and
Jakku-Sihvonen, 2006, p. 35.) The reform processes in Finnish teacher education have been

slow (Hansén and Forsman, 2009). Today, the basic qualification of a subject teacher in

' The article is based on two of my previous articles concerning foreign language teacher education in
Finland: (1) Jaatinen, R. (2013) Narrative portfolio in foreign language teacher education, published in E.
Ropo & M. Huttunen (eds.) Puheenvuoroja narratiivisuudesta opetuksessa ja oppimisessa. Tampere: Tampere
University Press, and (2) Jaatinen, R. (2014) Student teachers as co-developers in foreign language class — a
case study of research-based teacher education in Finland. The article is offered to be published in Naruto
University Bulletin, Japan.



Finland is the master's degree including 60 ECTS? of teacher’s pedagogical studies, which are

included in both bachelor and master programs.

Subject teacher education is guided by the notion that teachers are experts in both
educational science and their particular fields of teaching. The master's degree of those who
want to become subject teachers typically contains one major subject (120-150 ECTS), two
minor subjects (each of them at least 60 ECTS) and a master's thesis in the major subject. The
studies provide broad competence for working as a subject teacher at various levels of the
educational system. The teacher's pedagogical studies comprise one minor subject in the
master's degree program. They consist of basic studies in educational science, studies in
subject-specific didactics as well as supervised teaching practice in school. The basic studies
in educational science are mainly included in the bachelor’s degree while the studies in
subject-specific didactics, subject-specific research studies and teaching practice form part of
the master’s degree. (Niemi and Jakku-Sihvonen, 2006, p. 39; see also Kansanen, 2008;
Sahlberg, 2011.) The teaching practice in school is supervised by both school and university
teachers, and it comprises one third of the pedagogical studies, i.e. usually 20 ECTS.

In this article, I provide an insight into foreign language teacher education and how it is
implemented at the University of Tampere. First, I explain what research-based teacher
education means in our context and why we need research orientation. Secondly, I give an
account of the main theoretical concepts that have guided our work in FL teacher education. In
the two final parts, I describe how portfolios and personal research projects are used to guide
student teachers in research-based work and thus toward being autonomous professionals. It is
argued that portfolios and personal research projects work as integrating tools in the foreign

.3 .
language teacher education” curriculum.

2. Research-based teacher education

The research-orientation in Finnish teacher education has been advocated using several
grounds and reasons. Finnish teachers are said to be very autonomous professionally, i.e.
teaching often means making independent and also ethical choices and thus, taking individual

responsibility (Teacher Education in Finland, 2014). Teachers have to possess the most recent

2 1 ECTS (European credit transfer system) equals 25-30 hours of student work.
? Hereinafter ‘FL teacher education’ instead of “foreign language teacher education’.
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knowledge of the subject(s) they teach and internalize their pedagogical action which is
founded on both research knowledge and reflected experience. Based on a thorough
understanding of human growth and development, different cultures and values, they have to
be able to transform the subject and their pedagogy in relevant ways to benefit different
learners and students from various cultural backgrounds. In addition, teachers need to have
knowledge and skills in designing curriculum and learning environments, using and
developing methods and strategies of teaching and evaluating their students, and developing
the school and themselves as professionals. Furthermore, teachers have to be familiar with the
educational institutions as well as non-formal educational settings in society. (Darling-
Hammond, 2010, pp. 170-173; Niemi and Jakku-Sihvonen, 2006, pp. 41-42; Teacher
Education in Finland, 2014; Westbury et. al, 2005, pp. 475-485.) Coping in the teaching
profession nowadays presupposes collaboration with students, colleagues and multi-
professional networks in school and society, both of which are in a constant state of change.
All of these qualifications make the profession very challenging and its research-orientation a

necessity.

The research-based teacher education presented in this article involves the idea that we
guide and support student teachers to learn to use and produce research-based knowledge in
their work. We focus on developing thinking processes and cognitive skills used in research,
such as critical thinking, an investigative attitude toward the work and professional
confidence. Educational theories, research methodologies and teaching practice integrated
with the aforementioned play an important part in teacher education and are seen to promote
teachers’ professional growth. According to the teacher education curriculum at the University
of Tampere (see Curricula Guides, School of Education 2012-2015) theoretical knowledge,
experiential knowledge from teaching in schools and reflection on such knowledge serve the
purpose of developing the student teachers’ own didactic/pedagogical in-practice theory and
thus guide them toward professional autonomy. The purpose is to teach student teachers to
design, conduct and present research on education. In the teaching profession, they learn to
give theoretical, research-based reasons for what they are doing and why and evaluate the
consequences of their teaching and education, i.e. they become conscious of what they are
doing in the classroom. It is believed that the advanced pedagogical thinking skills ensure that
teachers master curriculum design, teaching and evaluation processes and develop themselves

as teaching professionals. (Curricula Guides, School of Education 2012-2015.)



There are various methods developed to implement research-based teacher education in

Finland. In our FL teacher education we use such “tools” as

Portfolio

Reflection

Integration (of theory and teaching practice in curriculum) and Inquiry
Dialogue (supervisory Discussions individually and in groups)

Experimenting at school (personal research projects based on teaching experiments).

Although all of these conceptual tools are discussed in this article, I will concentrate on
describing our means of implementing research-based FL teacher education from two selected

viewpoints: portfolio and experimenting, i.e. personal research projects.

3. Theoretical considerations underlying research-oriented FL teacher education

In this section, I discuss a few theoretical concepts that, in my opinion, speak in favour
of the research-based approach and that have guided our research and development work in

the FL- teacher education at the University of Tampere.

‘Socio-constructionism’ helps us comprehend and conceptualize how learning to be a
teacher takes place. According to the theory of socio-constructionism, the world can be
known only through the conceptual and linguistic structures of one's own culture, which is
mediated to us by significant others. Learning is then social and the language and its concepts
important, because it opens up the world to us and we shape our reality through social
interaction and language. Consequently, learning takes place through social interaction and
cooperation with others. (Berger and Luckman, 1966, p. 151.) All learning (also to become a
teacher) is explorative, creating and restructuring conceptual and linguistic structures to
change oneself, culture and society in a constant process. Such explorative learning shares the
goal of the research process based on ‘sociocultural theory', the purpose of which according to
Wertsch (1995, p. 56), is “to understand the relationship between human mental functioning,
on the one hand, and cultural, historical, and institutional setting, on the other”. (See also

Lantolf and Thorne, 2006.)

Essential in learning to be a teacher is the development of a teacher identity. ‘The
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narrative approach’ helps us understand this process. A core argument of the narrative
approach is that people constitute their identities through telling stories/narratives of
themselves, their environments, their lives. Through narratives, people explore, create and re-
create selfhoods, their identities. (Bruner, 2002, p. 85; see also Ropo and Huttunen 2013.)
Developing one’s teacher identity takes place through a similar research process. Making and
responding to interviews, writing field notes or journals of one’s observations, telling stories
of one's experiences and interpreting them are typical methods of the narrative approach as
well as methods of research-based teacher education. Stories told or written in a community
interact and mix — they are interdiscursive and overlapping. (Cotterill and Letherby, 1993, p.
77; see also Ropo, 2009, pp. 142—143.) Thus, each development process in teacher education
becomes collaborative, a mutually constructed story of the development of a student teacher,

her or his peers, supervisors and significant others.

Managing in the teachers profession today, in the Finnish education system in
particular, presupposes ‘autonomy’ (Jakku-Sihvonen, 2006; Sahlberg, 2011; Teacher
Education in Finland 2014). According to Jiménez, Lamb and Vieira (2008, p. 1), autonomy
can be defined as “competence to develop as a self-determined, socially responsible and
critically aware participant in (and beyond) educational environments, within a vision of
education as (inter)personal empowerment and social transformation”. David Little (2001;
2004) states that learners should develop in themselves capacity — for detachment, critical
reflection, decision-making and independent action (2001, p. 4). Kohonen (2007) presents
characteristics of such education that promote growth toward autonomy. According to him
learning to be a teacher is based on the student teacher’s commitment and active knowledge
construction process with others in various environments. It is cooperative and collaborative
and thus best taking place through dialogue and reflective practices. The cognitive-emotional
processes, such as thinking, memorizing, and managing emotions are important organizers of
all of the tasks that we perform. They enable conscious planning, goal setting, sustaining
future-oriented problem solving activities, monitoring, assessing and managing progress on
learning, i.e. the skills that help student teachers toward autonomy and self-direction in

studies, work and life. (Kohonen, 2007; see also, Kaikkonen and Kohonen, 2012.)

In Finland, the core goals for foreign language teaching are included in the concept of
'language education’. Language education covers the field of issues a learner faces when
getting familiar with different languages. According to Kaikkonen (2004), it is associated with

the development of the learner’s language identity and plurilingualism. Essentially consisting



of the attribution of meanings to the world and its phenomena, language is seen as an
inseparable part of an individual’s existence in the world. The concepts of language, culture
and identity are closely intertwined with each other. In FL teacher education, student teachers
are encouraged to inquire into not only teaching and learning languages but also into more
extensive issues, such as multicultural and/or intercultural education and human growth both
as individuals and in communities. (Jaatinen, 2007, 2013; Kohonen et al., 2001; Kaikkonen,

2004; Kaikkonen and Kohonen, 2012; Kohonen, 2005; 2007; 2009; see also CEFR.)

The concepts ‘socio-constructionism’, ‘sociocultural theory’, ‘narrative approach’,
‘teacher autonomy’ and ‘language education’ work as signposts and guidelines in our FL
teacher education. In the following two sections, I will discuss two important ‘tools’ with
which student teachers of languages are guided and supported toward language educators and
autonomous professionals. They are portfolio work and experimenting, i.e. personal research

projecits.

4. The portfolio in implementing research-based FL teacher education
Why a portfolio?

According to Jones and Shelton (2006, pp.18—19), “Portfolios are rich, contextual,
highly personalized documentaries of one’s learning journey. They contain purposefully
organised documentation that clearly demonstrates specific knowledge, skills, dispositions
and accomplishments achieved over time. Portfolios represent connections made between
actions and beliefs, thinking and doing, and evidence and criteria. They are a medium for
reflection through which the builder constructs meaning, makes the learning process
transparent and learning visible, crystallises insights, and anticipates future direction.” Our
application of portfolios corresponds to the definition by Jones and Shelton, which
comprehensively covers the main processes of portfolio work. Our FL teacher education
portfolios, combined with supervisory discussions, are used to save, guide, monitor and
evaluate conceptions, actions and growth processes during student teachers’ pedagogical
studies. The student teachers collect and produce narrative material, which they reflect upon,
analyze, evaluate, select, present and “publish” by providing well-grounded reasons and

motives for their choices and actions. (Jaatinen, 2013.)

According to Niikko (2001) there are four types of portfolios in teacher education: a



collection of a student teacher’s pieces of work - a dossier, a chronologically arranged
collection of a student teacher’s work to show her or his progress during the studies, her or his
development — a personal development portfolio or a process portfolio, or a compilation or
composition of the items that are to be used for evaluation — an assessment portfolio. At the
end of the studies or when applying for a job, student teachers can produce a portfolio with
which they are able to present their in-practice theories, show what their goals concerning
teaching work are, what they are able to do (teacher competence), which skills they are good
at, etc. and prove themselves with samples taken from their portfolios. Such a portfolio is

called a presentation portfolio. (Niikko, 2001, pp. 12—-19.)

The portfolio implementation in our FL teacher education is a combination of these
four types. We emphasize student initiative, autonomy, personal development and individual
choices (dossier, process portfolio). However, student teachers are required to produce a
presentation portfolio that is needed for the final evaluation of their pedagogical studies
(assessment portfolio, presentation portfolio). (Niikko, 2001, pp. 12—19.) In their discussion or
dialogue with the university lecturer at the end of studies our student teachers are asked to
select items/examples from a range of their completed work, interpret and assess their progress
during their pedagogical studies, and illustrate their progress with samples from the portfolio.
Such evaluation helps student teachers assess their own goals, their growth, strengths and

weaknesses in becoming a FL teacher.

The portfolio is a pedagogical tool used during the student teachers’ pedagogical
studies. Through narrative writing, student teachers are able to express their personal voices
and become heard by their supervisors and peers, i.e. other student teachers (see Bruner 1996,
p.39). The portfolio teaches an approach of how to act as a teacher. It teaches student teachers
important “methods” of how to work as a FL teacher, such as collecting (teaching) material,
analyzing and classifying, evaluating and filing, monitoring and evaluating their work and
development as a teacher, narrating, i.e. making their work visible and transparent to other
people, and collaborating with other students and fellow workers. In the European context,
both the European Language Portfolio and the Common European Framework of Reference
for Languages - the two documents that provide European language teachers with important
guidelines for teaching - take for granted that FL teachers possess the abovementioned skills

and qualities (CEFR, 2001; ELP, 2011).



Many recent studies have shown that newly qualified teachers need support and
mentoring in the induction phase (Ruohotie-Lyhty, 2011). It is possible to alleviate their
workload beforehand. For this purpose, the teacher student’s portfolio contains a personal, in-
practice theory, samples of different lesson plans, syllabus plans, tests, authentic assessment,
plenty of teaching materials, reports, essays and articles on didactics and education, reflections
of what to pay attention to in particular, photos, pictures, videos, CDs, games, i.e. whatever

the student teacher has developed and collected during his or her pedagogical studies.

Making memories matter. The portfolio is also a personal memoir, personal memories
of one’s pedagogical studies, a certain special period in one’s life with its people, events, etc.
Memories are part of our identities and reflecting on them promotes lifelong learning and
develops us as human beings (Ropo & Gustafsson, 2008, p. 52). In the Finnish education and
degree system, the year of a teacher’s pedagogical studies in the master’s degree program is
very different from the other years at the university. It is the first experience with the future
work. For many, it is the year that changes and develops them the most as human beings and

therefore, it is unique and worth filing in the portfolio.

Contents of the portfolio

The FL-student teachers’ portfolios are typically thick and rich folders containing
CDs, DVDs, digital items, or combinations of these. Individual and/or collaborative tasks
and projects are open-ended. They consist of compulsory tasks such as

Learning assignments that integrate didactical studies/language education and teaching
practice. They are given at the beginning of each period of teaching practice. The
assignments are of such themes as analyzing curriculum thought, observing and
internalizing student-centered activities, personal language learning stories, conceptions
of man, learning and teaching, job descriptions of a FL teacher at different stages of the
Finnish educational system, analyzing one’s position with children and young people, in a
student teacher group and in supervisory discussions, critical reading, experiences of
creative activities and notions on inclusion in language class, etc.

Student teachers’ own lessons (10 x 75 min.) during their teaching practice. Reported,
reflected on and evaluated + documented lesson plans, and the materials they produced
for each lesson + peer assessment and the supervising teacher’s assessment.

Seminar paper based on the teaching experiment and other material from the personal
research project.

Experiences and materials from the teaching practice outside university teacher training
school.



Teacher’s work at school (other than language lessons) documented and with personal
reflective comments.

Report at the end of the first teaching practice which is based on inquiring into the student
teacher’s own work and progress at school (including self-evaluation and personal goals
for the next semester).

Reflective essay at the end of the pedagogical studies which is based on inquiry into the
student teacher’s own work and progress at school (including self-evaluation and his/her
own teaching philosophy/in-practice theory at the end of the pedagogical studies).

Follow-up discussions, articles, etc. concerning school and educational issues in the
Finnish society and globally through different media.

Table of contents (portfolio must be organized).

Name for the portfolio showing the personal nature of the portfolio and describing the
process of becoming a teacher.

The FL student teacher’s portfolio also consists of individually chosen and/or optional tasks

such as

teacher

Writing a blog, discussing and commenting on other student teachers’ blogs.

Everything that a student her-/himself wants to file, save, remember, utilize, exploit e.g.
good and “bad” materials, drafts, plans, brochures on study visits, etc.

Good ideas and thoughts, significant experiences and things learned from various
environments and discussions.

Feelings and sensations, observations and impressions.

Everything that demonstrates the student teacher’s own interests and her/his teaching
philosophy/in-practice theory.

Visualization, aesthetics, and creativity, pictures, photos, videos, colors, fonts, etc.

Various written and oral open-ended narrative assignments are used to help student

s guide, control and evaluate their development in becoming FL teachers. Some

assignments are personal but many require reflection in groups or with a supervisor. Thus,

the portfolio can be understood as the production of texts and assignments, individually and

collabo

ratively, in various combinations of students, teachers and significant others.

The portfolio in use

The compiled material in portfolios can be exploited in various ways. They are

considered the sole property of each student teacher; it is not returned (as such) to be

evaluated or marked. Students use their portfolio to reflect on their learning, the development
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of their teacher identity and their feelings and experiences; they monitor and develop
themselves, their studies and teaching practice. The portfolio is a story or stories (narratives)
about the student teacher. It is an autobiographical source for setting personal goals during
and at the end of the studies. The portfolio is a way for student teachers to acquire material
needed during supervisory, evaluation and feedback discussions with the university
lecturer(s) and supervising teachers at the student teaching school. Consisting of various
types of autobiographical and narrative texts, the portfolio is a rich source for writing reports
and reflective essays during pedagogical studies. The student teachers are encouraged and
guided to refer to their portfolio regularly, during and between the periods of teaching
practice and at the end of the pedagogical studies in particular. The portfolio is also used for
collecting samples of one’s work and progress for the benefit of other student teachers and
for sharing with peers what each of the student teachers has developed and learned. At the
end of the pedagogical studies, the portfolio is used to compile a presentation for evaluation

and to apply for a teaching job, to move on into the working world.

Narrative writing through different types of assignments included in the portfolio is a
good way to enhance and develop teacher identity. In their writings, student teachers
transform experiences into themes and subjects that afterwards can be discussed and reflected
upon together. When writing about their experiences, the student teachers look at themselves
“from a distance”; interpret, analyze and thus, clarify their conceptions of themselves, their
teacher identities. They constitute themselves as teachers, and therefore their readiness to
encounter other teachers, students and their parents, etc. Both free-form and guided writing
about their experiences is a form of self-inquiry. Such writing develops their ability to see and
understand themselves and their actions better. (Jaatinen, 2007, pp. 68—69.). Thus narrative
writing becomes as van Manen (1989, p. 238) has written, “[...] a kind of self-making or
forming. To write is to measure the depth of things, as well to come to a sense of one’s own

depth.”

Integrating curriculum through the portfolio and reflection

A large and vital part of teachers’ pedagogical studies is the teaching practice, with a
group of professional teachers at the student teaching school and a lecturer from the university
as supervisors. The theoretical studies in the university and the teaching practice in school are

organized in short periods and intervals in the curriculum. The purpose of this so-called “zip”
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principle is to help student teachers and their supervising teachers benefit from the theoretical
studies in teaching practice and vice versa, to integrate theory and practice. The contents and
the program of the teaching practice are agreed upon in each student’s individual study plan.
The plan is in a constant process of evaluation and adjustment during the students’ teaching
practice by means of their personal portfolio, supervisory discussions and collaboration.
Student teachers use personal development portfolios to save, guide, monitor and evaluate
their experiences and growth processes, and to integrate them with theoretical conceptions
during the pedagogical studies as Figure 1 below shows (Jaatinen, 2013, p. 114; see also
Fernsten and Fernsten, 2005).

TEACHER’S PEDAGOGICAL STUDIES

THEORETICAL STUDIES TEACHING PRACTICE
Workshops, group work, discussions, Lessons/syllabus planning, reaching,
reparts, essays, evaluation, writing teaching materials |
reading books, articles, eic. observing lessons and assisting,
lectures, seminar teacher’s overall work,

Sfeedbackiassessment discussions,
peer support and collabaration, etc.

PORTFOLIO:
NARRATIVETEXTS. REFLECTIVE WRITING,
SUPERVISION, COLLABORATION

Figure 1. Portfolio integrating theoretical studies and teaching practice

Reflection included in the portfolio work plays a significant role in the process de-
scribed above. It enables understanding through the transformation of experience by con-
structing a bridge between practical experiences and theoretical knowledge in learning situa-
tions. It enables student teachers to see themselves anew. (See van Manen, 1995.) Student
teachers must learn to pose relevant questions and goals, act to reach the goals, reflect on
themselves and their daily actions at school and develop their work based on that. To succeed
in this process of teacher education, student teachers need skills in storing or recording what
they have faced, acted, experienced and understood, as well as skills in dealing with the mate-
rial and drawing conclusions. They have to act and experiment, observe and record the expe-
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rienced, reflect and conceptualize it (see Dewey, 1938; Kolb, 1984; Schon, 1983), and, of
course, share the entire process with their peers and teachers. Consequently, the significance
of the portfolio and reflection on learning to be a teacher lies in the interaction and integration

processes of theoretical and experiential knowledge.

5. Personal research projects in implementing research-based FL teacher education

Why inquiry and experimenting?

As stated earlier in this article, teachers must be capable of working autonomously in
the Finnish educational system. Finnish teachers are not inspected or controlled, they are
trusted (Sahlberg, 2011; Teacher Education in Finland, 2014). They must participate in writing
a school-specific curriculum, decide what materials and methods they use, plan and carry out
curriculum-based evaluation, and so on. In the changing circumstances of school and society,
they therefore have to possess capacity for decision-making on their own and with their
colleagues (Jiménez, Lamb and Vieira, 2008; Little, 2001; 2004). All of this makes their
position autonomous but also demanding. Our opinion is that without a research-oriented
approach, coping and succeeding in the teaching profession in today’s Finnish society is
difficult. Therefore, inquiry is an integral part of the entire educational process in the
pedagogical studies; the conceptions of the human being, learning and knowledge are
critically reviewed and discussed to provide student teachers with useful ingredients to
construct their own professional growth. The art of experimenting new things in teaching
provides student teachers with a significant and useful tool for continuously developing
themselves as teachers. We believe that teachers who are willing and capable of enhancing
their knowledge and professional competence also take into account the students’ needs as
well as the demands that arise from changes in society. (Curricula Guides, School of

Education 2012-2015; Sahlberg, 2011, p. 83).

Student teachers as researchers

Since the core prerequisite for implementing research orientation in teacher education

is the integration of theoretical knowledge with pre-service experiences from school, we have
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included a new study unit in our teacher education program. In it, student teachers carry out
personal research projects during their teaching practice at school, which are combined with a
research-oriented dialogue with those who participate in the program. In the process, the
student teachers are seen as developers in teaching and education together with their
supervising teachers and university lecturer. This requires respect for the uniqueness of every
participant and everyone's differing views as well as commitment to research, research-

oriented dialogue and collaboration.

The personal research projects are a part of the course called Teacher as a Researcher
(5 ECTS) and are part of the student teachers’ master’s studies. The responsibility for
implementing the course lies with both the university lecturer and the supervising teachers at
school. The description and competence-based objectives of the course in the curriculum are

as follows:

The course emphasizes the research manner in teachers’ work. The aim is to support
both a subject teacher’s identity development and understanding of the continuum
between pre- and in-service education. The course consists of a seminar (2 ECTS) and
teaching practice emphasizing experimentation (3 ECTS). Students research, develop
and practice. They implement a practical teaching experiment or development project.
Thus, they acquire abilities to develop themselves as teachers, their teaching and school
work.

The objective of the course is to provide student teachers with

- ability to develop their teachership and act as teachers who research and develop their
work.

- understanding that the school is a learning and developing organization and the
abilities to participate in developing the curriculum and ordinary development projects
of a school.

- competence in carrying out a research-oriented teaching experiment, designing and
implementing a small-scale teaching experiment or development project, reporting on
its results and evaluating the adequacy of their reasoning and conclusions.

- skills to analyze and understand the interaction of theory and practice in teaching and
education.

- skills in designing and implementing teaching that promotes human growth.

- understanding of the diversity and individuality of learners as a resource in teaching
and education and skills in differentiating teaching.

- ability to engage in collegial support and participate in multi-professional
collaboration.

- understanding of the importance of the continuum between pre- and in-service
education in becoming professionals and being aware of the options for continuing
education in their field.

- interest in following discussions of current interest in education and the ability to
evaluate their actions and that of their community in relation to the discussions.
(Curricula Guides, School of Education 2012-2015.)

The student teachers themselves explicate the development tasks or problems for their
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personal research projects. Although the purpose is also to develop the practical processes of
teaching and education in school in general, the emphasis is on each student teacher’s
development. The purpose is above all to empower the student teachers’ autonomous action
during their pedagogical studies and also to develop language education in school in

collaboration with them, as well as to learn from each other.

Integrating curriculum through personal research projects

In our FL teacher education, we decided to integrate the Teacher as a Researcher (5
ECTS) course with three other courses into one module (20 ECTS in total) to expand the
research orientation to cover the entire learning process during one semester. Consequently,
the course is not a distinct or isolated course, but combined with the courses Subject Didactics
(workshops), Subject Didactic Research (lectures and seminar) and Advanced Teaching
Practice (in school). The four courses form one process in which the student teachers are
engaged during the final period (semester) of their pedagogical studies before receiving

teacher qualification. Figure 2 shows the order and core contents of the integrated process.

Figure 2. Studying to be a FL teacher, Teacher as a Researcher
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The white blocks in Figure 2 illustrate the courses and the activities contained in them,
the shadowed blocks describe the ways in which the courses are linked to each other, and the
arrows show the direction in which the entire process progresses. The contents and activities
of the courses are, of course, partially overlapping. The evaluation of the process is carried out
during the process, although the final evaluation is implemented at the end of the module as
shown in the figure. Implementation and evaluation of the module are based on the joint
responsibility and collaboration of the university lecturer in language education, the
supervising teachers at school and the student teachers, i.e. their collaboration and work in

teams.

6. Discussion

In this article I have discussed two methodological implementations in research-based
teacher education: portfolio and experimenting, i.e. personal research projects. They are
introduced in this article as methods of guiding student teachers toward autonomy, developing
foreign language teaching in school and integrating the teacher education curriculum.
Although our experiments have shown a great deal of strengths in FL teacher education, we

are very much aware of the needs to develop and further improve our practices.

Portfolios in FL teacher education consist of numerous texts and assignments being
private or semiprivate sources for inquiry, reflection and discussion and showing the student
teachers’ development in in-practice theory and competence as a FL teacher. The portfolio
process is supported by supervisory discussions and collaboration with the student teacher’s
supervisory teacher at the teacher training school, the other student teachers in the student’s
supervisory group, and the supervising lecturer in language education at the university. Port-
folio work, although considered as a precious tool, may also become tedious and time-
consuming. Writing, reflecting and self-assessment can take endless time. Difficult, even sen-
sitive aspects of personality and relationships in teaching practice may arise, and therefore a
functional supervisory relationship with student teachers and mutual trust are necessary, not to
mention enough time and possibilities for face-to-face discussions. Reading portfolio texts is a
challenge in itself. Interpreting and reacting to these texts is delicate and demands the reader’s

thorough self-inquiry and ethics of readership.

The purpose of the personal research projects is to empower the student teachers’

autonomy during and after their pedagogical studies and to develop language education in
15



school in collaboration, as well as to learn from each other. The student teachers are seen as
developers in teaching and education together with their supervising teachers and university
lecturer. This requires respect for the uniqueness of every participant and everyone's differing
views as well as commitment to research, research-oriented dialogue and collaboration, which,
of course, is time-consuming, requiring a great deal of arrangements based on the common

will and flexibility of the staff in both organizations, in the school and university.

The two teacher education processes presented here, portfolio and personal research
projects, integrate the FL teacher educational curriculum. In addition, they add to the under-
standing of how research-based teacher education can be implemented in practice. Utilizing
portfolios in teacher education and involving student teachers in real research and develop-
ment projects in school are considered ways to guide student teachers toward becoming au-
tonomous professionals and language educators who are capable of developing themselves

and their teaching in a changing school and society.

I have discussed both portfolios and personal research projects more thoroughly in
separate articles (Jaatinen 2013; 2014). The text of the current article consists of the contents
and sections of both of them and for that reason may seem somewhat fragmentary,
disconnected and even superficial to the reader. Therefore, if the portfolio and personal
research projects are of greater interest, I warmly recommend reading the two original articles
to gain a more comprehensive view of our development work in the FL teacher education at

the University of Tampere, Finland.
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Abstract
Grounded in social constructivism and poststructuralist theory, this study explores
identity in relation to the learning of English in a foreign language context, namely,
Japanese university students studying English in Japan. The research problematizes the
current dominant emphasis on the social dimension of identity in Applied Linguistics,
and calls for more focus on the psychologically-oriented aspects of the language
learner'S identity. Drawing on the concept of possible selves (Markus & Nurius, 1986)
with the theories of situated learning (Lave & Wenger, 1991) and imagined communities
(Anderson, 1991; Norton, 2000) as its main frameworks, the study proposes ways to
close the gap between the social and the psychological dimensions of identity
construction. In particular, Dérnyei‘'s notion of ideal L2 self (2009) is employed to
examine how learners in this context construct their identity in the present through
imagining their future selves participating in communities of English users and how

emotions are implicated in the process.

Introduction

The increasing interest among theorists and practitioners to examine the relationship
between language acquisition and identity from a sociocultural perspective stems
largely from what Block (2003) identifies as the social turn in second language
acquisition (SLA). This phenomenon has inevitably created opportunities to move
beyond the essentialist view of identities as static, unitary and fixed, towards a more
social constructivist and poststructuralist understanding where identities are viewed as
multifaceted, fluid, and emerging in interactions with others in a range of contexts
(Block, 2007; Norton 2000, 2013; Pavlenko & Blackledge, 2003). However, I
problematize the current dominant emphasis on the social dimension of the
poststructuralist understanding, and call for a more balanced approach between the
social domain and the psychologically-oriented aspects of a language learner‘S identity.
I maintain that identities are not merely products of one'§ response to the environment,

but that they are conditioned by and from what the individual brings into their
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interactions within a certain discourse. Grounded in the concept of situated learning
(Lave & Wenger, 1991) and imagined communities (Anderson, 1991; Norton, 2000),
the study explores ways to close the gap between the social and the psychological
dimensions of identity construction by focusing on emotions and the experiential profile
of the learners. In particular, I draw on Dornyei's notion of the Ideal Second Language
(L2) self (2009) to examine how learners in this context construct their identity through
imagining their future selves participating in communities of English users and how
emotions are implicated in the process. Past studies have centered mainly on what kind
of identities develop, but in this study, I focus on how and why, and in what contexts the
students construct their identities, and how the affective dimensions are implicated in
this process. I approach this subject by taking a participant-relevant perspective in the
form of a narrative where the aim is to investigate learners®language experiences from
their perspective (Casanave, 2009). It traces the identity development of learners
studying English at a liberal arts college in Tokyo by obtaining first-hand accounts of
their language learning experiences mainly through talks with the participants. The
study reports how learning a language can often turn into subjective experiences by
focusing on the following three research areas (Table 1) that were based on the findings

of the pilot study:

Table 1 Research Inquiries

1) The learners and their past English language learning experience.
® What are their English language learning experiences?
® What kind of affective relationship have learners formed in the process of their
learning?
® How do they make sense of these experiences in descriptive and evaluative

terms?

The learners’ relationships with and orientations to English.
® How do learners see the English language (e.g. as language of work; as
language of leisure)?
® Do learners see themselves as learners of the language or users or both?

® What kind of affective state do learners ascribe to learning English

The learners views of themselves as English users in the past, present and future context.
® How do learners view themselves as English users over time and in different
contexts?

® What are the affective factors that have shaped their views?
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These three broad areas of inquiry serve as guidelines to address the main question of
this study: how and in what ways is the affective dimension implicated in the

construction of the identity of a language learner?

Overview of Theoretical Frameworks
Situated learning, imagined communities and the Ideal L2 self

The view of learning a language as a social phenomenon acknowledges that learning
a language is not merely a process of acquiring knowledge, but that it often involves a
discoursal reconfiguration of one'S identity (e.g. Lantolf, 2000; Pellegrino, 2005). A
sense of self is closely tied with language learning where learning is contingent on the
interplay of various forces that emerge from the individuals themselves as well as from

their external framework.

Learning understood in terms of identification and participation is central to Lave and
Wenger's (1991) concept of situated learning. Learning occurs in relation to the
community of practice whereby learners gradually shift from a legitimate peripheral
position towards a more fuller participation through aligning practices with those who
are considered as experts in that particular community of practice. Here, with new forms

of participation comes a transformed identity.

Having its roots in the workplace, applications of the theory of situated learning and
community of practice in educational settings have apparently not come without
criticism (Jewson, 2007). One of the notable arguments has been to enrich the concept
of community by extending the idea of community especially with reference to
language learning in a foreign language context (Haneda, 2006). Kanno and Norton‘S
(2003) construct of imagined community allows us to extend the idea of community
both spatially and temporally. The central tenet here is how imagination mediates
agency in constructing learners®identities as learners strive to come in alignment with
their imagined communities. As Dornyei succinctly explains the crucial aspect here is
that imagined communities are “constructed by a combination of personal experiences
and knowledge (derived from the past) with imagined elements related to the future”
(2005: 98). Currently there is a growing body of studies that have explored how future
visions of learners participating in imagined communities can have considerable
influence on learners® learning trajectories (e.g. Murphey & Arao, 2001; Ryan, 2006).
However, few studies have focused on the discursive space that is created as an

individual moves towards his/her attempt in coming to alignment with one‘s imagined
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communities, and how emotions' and the experiential are intertwined in the process.
For this purpose, I now turn to another complementary source to this study, the Ideal L2

self as proposed in Dornyei's theory of the L2 Motivational Self System.

Dornyei's L2 Motivational System (2009) is based on the theoretical notion of
possible selves introduced by Markus and Nuruis (1986) and Higgins (1987) in the field
of psychology. It is composed of three dimensions, the Ideal L2 self, the Ought-to L2
self, and the L2 Learning Experience. The Ideal L2 self is the image of who we wish to
become; the Ought-to L2 self is the “attributes that one believes one ought to possess to
meet expectations and to avoid possible negative outcomes” (2009: 29); and, finally, the
L2 Learning Experience relates to motives generated in the learning environment. By
imagining a desired future self, visions of their ideal self images are realized by
alignment to their aspired selves. An interesting aspect to this research is how emotion
appears to be a critical component in understanding the motivational properties of the
possible L2 selves. For instance, Dornyei postulates that one'S motivation to learn a
language stems out of the discrepancies between one‘S current L2 self and the future L2
self that ones aspires to achieve. The discomfort caused as a result of the gap forces an

individual to take action in order to reduce that feeling of discomfort.

However, how do learners form their ideal self in the first place? Do all learners
possess images of their Ideal L2 self? Can learners™ future images change over time? If
so, why ? Is there a learning environment conducive to the formation of ideal possible

selves? How are emotions and the experiential profile factored into the process?

To explore these questions, I underscore the relevance of the third component, the L2
Learning Experience. In my view, what occurs in this discursive space is the most
distinctive feature of Dornyei'S L2 Motivational System (2009). The L2 Learning
Experience is concerned with the actual learning process (e.g. positive learning histories,
language related enjoyment or liking, personal satisfaction, language learning activities
inside or outside of the classroom, etc.). It is based on the premise that a learner's
initial desire or motivation “to learn a language does not come from internally or
externally generated self images, but rather from successful engagement with the actual

learning process” (Dornyei 2009: 29). This requires a more detailed examination of this

1 Drawing on researchers such as Pavlenko (2005, 2013) or Imai (2010), ,emotions*are understood
in this study as a social construct that can mediate language learning and participation in diverse
ways.

23



component since it will be useful in offering an account of what actually takes place in
the discursive space as learners strive towards their Ideal L2 selves as well as providing
us with helpful insights as to how the emotional dimension could be implicated in the
process of the formation of the self. This study will show how an individual‘s past L2
learning experience to date can factor into their short or long term perspective in their

language learning processes.

The Context

Six students, all volunteers, going through their first year of their two-year English
language curriculum participated in the study (Table 2). The research site, a private
university located in the suburbs of Tokyo, aims to build a global community where a
diversity of people from various ethnic and religious backgrounds gather together. This
institution is also famous for its bilingual identity, and, in Japan, the graduates and
alumni are regarded by the general public as being fluent and well-versed in the English
speaking language and culture. English is used on a daily basis as a means of
communication not only in classes, but also in the daily lives of the students and faculty

alike.

The university has several college-wide courses that are required components for all
students, and the English Language Program (ELP) is one of them. Students, for whom
English is a second language, must study English intensively for the first two years.
The main focus of the program is designed to teach English for academic purposes with
a focus on critical thinking. The curriculum is further complemented by a study abroad
program referred to as the Study English Abroad (SEA) Program. The first and second
year students are able to take part in the six-week program during the summer break at
various universities located in the United States, the United Kingdom, Canada, New

Zealand and Australia.
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Table 2 Participants“profiles (names are pseudonyms)

Name Past English Language | Experiences Abroad Episodes before
(F=Female Learning Experiences college
M=Male)
Sayaka (F) From Pre-K Yes (two week study abroad program)
Maki (F) From Pre-K Yes (international school in Bangladesh for
three years)
Megumi (F) From Pre-K No
Yui (F) From elementary school No
Hinako (F) From junior high school No
Takehiro (M) From junior high school Yes (two week study abroad program)
The Study

Methodology: Narratives

The nature of my research inquiry requires me to examine the experiences of my
participants and listen to their voices from their perspective. This called for a
methodology that would allow me to be sensitive to the learners™ account of their
experience. A narrative approach appeared to be particularly suited to probe into the
inner complexities of my research participants. Following Bruner (1990) and Clandinin
& Connelly (2000), I understand narratives are fundamentally stories of experiences. In
the experience-centered approach, narratives are the means of human sense-making:
human beings create meaning from their experiences both individually and socially. Life
is storied in a way that people make sense of who they are and others are as they
interpret their past in terms of their current lives and self as well as their future lives.
Most importantly though is the fact that narratives are not only about people telling their
past experience, but also how individuals understand those experiences, and how they
ascribe meanings to those actions (Clandinin, 2007). Understanding narrative as
experience also implies that narratives are simply individual productions, but also
include a social dimension as well. Personal experiences need to be grounded in the

light of the participants“wider social and historical context (Riessman, 2008).

Data collection design and methods
The principle way of collecting the main data was via a series of interviews with my
participants over a period of approximately one year. The data are complemented by

other tools such as the participants™ weekly reflections, and weekly e-mail exchanges
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during their six week study abroad program during the summer. My reasons for opting
to focus on oral interviews was because my participants™descriptions of their language
learning trajectory were not only based on retrospective after-the-fact accounts, but also
their ongoing experiences as they took part in their university's first year English
language program. The research design was thus ongoing which permitted me to

evaluate and adjust the tactics during the months in which the fieldwork was carried out.

The form of interviews employed in this study is semi-structured and the language
used in conducting the interviews was Japanese. The participants were given choices,
but none opted for English. All of the interviews were audio-taped and transcribed in
their entirety using a simplified transcription style. In terms of practicality, translations
from Japanese to English were prepared for selected sections during the course of the
analysis. The transcripts were translated by the researcher. In order to increase accuracy,
these transcriptions were reviewed and cross-checked by a bilingual colleague for any
errors or omissions. Discrepancies were discussed, and a more accurate translation was

presented as the final product.

Data Analysis

In analyzing data, the common trend in much of the recent narrative based research is
its heavy reliance on thematic analysis. Critics such as Pavlenko (2007) point out the
absence of transparency and rigor in analyzing narratives by presenting major problems
that appear to dominate the thematic approach to narrative analysis. On the other hand,
as Riessman (2008) forcefully contests, there is a general misconception that the
thematic approach appears to be rather simple, intuitive and straightforward. Using
Riessman‘s (2008) typology of four different ways of dealing with narrative analysis
(i.e., thematic analysis, structural analysis, dialogic/performative analysis, and visual
analysis), Block (2009) contends that there is a need to “negotiate an appropriation of
Riessman's thematic and structural approach as they move towards a
dialogic/performative approach” (2009: 342). It is necessary to examine what is said
against how participants position themselves and how they are positioned in the course
of interaction, which should then be considered at a broader level where the what is
related to larger social constructs such as identities or social groups (Block, 2009). For
this purpose, I found it helpful to combine Riessman's approach to narrative analysis
with Ollerenshaw and Creswell's Three-Dimensional Space Narrative Structure (2002),
and developed a six-step procedure for analysis (Miyahara, 2012; 2014). The guiding

principle throughout is that data is a product of interaction between the participants and

26



me, their interlocutors, or the social milieu. The process presented here did not always
occur in a linear fashion as the steps overlap. Quite often I found myself moving back

and forth in a cyclical manner.

Findings and Discussion: Weaving the Threads Together
In this section, [ first present an overview of the stories of the participants in line with
the three core questions that address the overarching question of this study mentioned

earlier.

While the individual®s learning trajectory of each of the six participants was unique,
three distinct patterns emerged in the way that their past experiences and, in some cases,
the future visions of themselves interacted with their current learning environment that

influenced the formation of their Ideal L2 selves:

Pattern 1: Learners who have already established their Ideal L2 self prior to entering
college (Sayaka and Yui).

Pattern 2: Learners who formed their Ideal L2 self in their new college environment
(Megumi and Maki)

Pattern 3: Learners who were not able to generate a substantial image of their Ideal
L2 self prior to entering college nor in their new English mediated learning

environment (Hinako and Takehiro)

In what follows, I attempt to weave together the main findings that emerged in the
course of this research. I will discuss the stories of my participants that appear to exhibit
similar themes and show how their narratives contribute to the formulation of responses

to the three areas of inquiry guiding this research.

Learners’ past English learning experience

The six diagrams that follow attempt to highlight the significance of how past
language learning experiences factor in with their present learning environment to
authenticate, reinforce, transform, develop or generate images of the learners™ future
selves. In general, one's past learning has been considered to be an influential factor in
one'S learning process, but there has been little research done as to how, why and in

what manner past learning impacts on language learning as a whole.
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Sayaka's and Maki's stories:

Figures 1 and 2 exemplify Sayaka“s and Maki‘§ stories in terms of their Ideal L2
selves. Both Sayaka and Maki had clear visions of becoming active participants in an
international community of English speakers prior to entering college that were created
largely by what their contextual resources, particularly their immediate family
background and their educational resources offered them.

Figure 1: Sayaka“s Story
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Figure 2 Maki‘s Story

However, it is necessary for individuals to strengthen the visions of their successful
L2 selves as realistic and attainable in order to activate the desired self and also for the
future self to serve as an impetus for learning. The English-medium tertiary institution
had no doubt contributed to sharpening the visions of Sayaka's and Maki's Ideal L2
selves (Excerpt 1), but the affordances and the resources that were provided to

substantiate or personalize their possible selves were quite different.

Excerpt 1

With foreign students coming in from various countries, on campus, I could talk to
them in English. I really felt that here I am, using English! It was a great sense of
accomplishment!  (Maki)

For instance, in Sayaka'§ case, the bilingual and bicultural learning environment at

college had strengthened her vision of her Ideal L2 self, but nevertheless, on several
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occasions, she developed ambivalent feelings towards her language learning in her new
surroundings. The most prominent examples are Sayaka's experiences of setbacks
during her six-week summer study abroad program when her identity clashed with her
Columbian peers. However, she turned linguistic constraints into a facilitative learning
environment by revealing her agency (Excerpt 2). In an attempt to negotiate her position
in class with her Columbian peers, she relied on her Japanese identity. By drawing on
her personal experiences of the Japanese culture, she tried to open and maintain a
conversation with her peers during breaks and after classes. The rapport that she was
able to build with her peers contributed to creating a favorable position in the

classroom.

Excerpt 2

I talked to them outside of class. I knew that if the topic was different I could express
myself, so we talked about Japan. You know, Japanese customs and food. I wanted to
be acknowledged and accepted by them. I didn‘t want them to think I was an invalid
with nothing to say. We got along very well. I thought this made a difference in class.
They started to ask me questions in group discussions. I was happy. Even after
returning to Japan, I communicate with them through Facebook or emails. (Sayaka)

A crucial feature of Sayaka'§ episode above is the link she makes to her identity and
to her emotional disposition. Her story is a forceful example that illustrates the
interrelationship between emotions and identity in the formation of her Ideal L2 self. It
shows how both positive and negative emotions can contribute to forming learners
future selves. In other words, not only do positive emotions impel learners to take
actions, but also negative emotional experiences such as frustration could become

psychological resources for development.

As for Maki, the conception of her Ideal L2 self as a competent English user in an
international community was also sharpened by her new environment. Maki actively
engaged with her new learning context that provided abundant social learning resources
(e.g. overseas students, returnees, and proficient language users). Providing models for
learners to emulate is an effective way to authenticate or substantiate their future
possible selves (Higgins, 1998). The returnees she met on campus were very influential
near peer role models (Murphey & Arao, 2001) who contributed to the co-construction
of Maki's visions of her future desired self (Excerpt 3). This is a vibrant example where
exposure to English from an early age and meaningful interactions in an English-using
environment developed at the interface of the past and present allowed her to

authenticate her future possible self.
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Excerpt 3

I have a strong akogare (desire) (Piller & Takahashi 2006) for English, and the
returnees. | see them talk in English like native speakers on the trains and in town. |
tried to mimic their pronunciations. They are cool! I try to even dress and act like
them sometimes. ... [ want to major in international studies. I am particularly
interested in development work for NGO, and perhaps, someday, hope to go to
developing countries to help out as my mother does. (Maki)

Megumi's and Yui's Stories

Meanwhile, by focusing on the stories of Megumi and Yui, we witness how they
generate or develop their future visions of their desired L2 self. The following two
diagrams of their learning trajectories, Figures 3 and 4, represent how past learning
experiences build up to create images of a desired future self. Here, again we observe

how the past could function as an impetus for the present and future.

Figure 3 Megumi‘s Story
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Figure 4 Yui's Story

Like Sayaka and Maki, both Megumi and Yui had received early English education by
attending classes at local English conversation schools. However, there is an overall
tone of detachment as Megumi and Yui talk about their English learning experiences.
For instance, they started to learn English at private language schools largely in line
with the vast majority of their friends. The fear of being left out by their peers appears
to have threatened them (Excerpt 4). There is a strong sense of obligation to study
English for both participants here as they are told, especially by their parents, that

English will be an effective instrumental tool for their future life.

Excerpt 4:

A foreigner would come to our pre-school and we would sing songs and play games.
Learn words by repeating after the teacher like ,fish, fish, fish® I don‘t think I could
speak English, but that was OK for me. I just wanted to be there because it was a way
to be with my friends. We all took the same English lessons. (Megumi)

However, a major transformation towards their learning occurs when they become
immersed in the English-medium university environment. The presence of returnees and

the international students provided ample opportunities for them to interact in a
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meaningful manner with their peers and teachers. In the bilingual and multicultural
learning environment of this institution, Megumi and Yui gradually start to perceive
themselves as English users. It is also possible that this new environment revived the
enjoyable memories of using English that they had previously experienced outside of
their formal school contexts. In particular, Megumi‘'S developing sense of affinity
towards English and learning English as well as her increased perception of herself as
an English user made her more agentive in her behavior. This is exemplified by the fact
that she starts to challenge herself by watching foreign movies in English, and applying
for the SEA Program (Excerpt 5).

Excerpt 5
I am trying to watch foreign movies without subtitles. [“m sort of interested in acting,
so it'§ also good for my acting. I think watching American movies is good for
language learning. You watch it many times, and after a while, you start to feel you
are a part of it. ... My first month here has prompted me to apply for SEA Program.
(Megumi)

As for Yui, the new learning environment has enabled her to consolidate the image of
her English-using self. This increased sense of herself as an English user in a bilingual
and multicultural context has enabled her to become more tolerant of her perceived
limited English, and she feels that she is now able to contribute more to class
discussions (Excerpt 6). By reframing her perception of herself as a English-user, Yui is
able to interpret her past learning experiences and find potential abilities with and uses
of English in the future.

Excerpt 6

It was a surprise to find out that there are a lot of variations in English. When you
listen to overseas students talking to each other or amongst themselves, there are
different kinds of pronunciation. But the most interesting point for me was it was OK
— fine to have a different pronunciation. Communicating was more important than
speaking with native like pronunciation. (Yui)

Hinako s and Takehiro's stories

At the opposite end of the spectrum are the stories of Hinako and Takehiro. Figures 5
and 6 respectively, outline Hinako*s and TakehiroS learning trajectories. Contrary to
Sayaka and Maki, they lacked any clear visions of their future L2 selves prior to
entering college, and more importantly, forming their desired L2 self did not come as

easily as it did for Megumi and Yui.
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Figure 5 Hinakos Story

Figure 6 TakehiroS Story
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The striking differences in Hinako®s and Takehiro®s past learning experiences compared
to the other four participants is that neither Hinako nor Takehiro received early
language education to the same extent as the other four participants. With limited
exposure to English and fewer opportunities for interactions with its users, it was

difficult for them to visualize their L2 using self.

Learners’ relationship and orientations to English

Next, I will discuss the participants™ stories in terms of their relationship and
orientation to English. English in Japan is still very much perceived as a foreign
language where the Japanese language prevails virtually in all domains of life. In spite
of the current trend of globalization, visualizing an active self in an international
community does not come easily. It is now an established notion that how learners
conceptualize the target language has major implications for the entire language
learning process (Ushioda, 2011; Ushioda & Dornyei, 2009; Yashima, 2009 Whether
learners see themselves as merely learners studying the target language as a school
subject or regard themselves to be language users interacting with English speakers in a

global community becomes a crucial issue.

The stories of Sayaka and Maki show that they had access to a variety of learning
resources both inside and outside of formal schooling including abundant contextual
support, which were all instrumental in imagining themselves as future users of English.
Moreover, the emotional disposition towards English and learning English was overall
positive for both Sayaka and Maki. This is illustrated by their display of strong affinity
for the target language as well as their identification as English users functioning in
global contexts, where English is perceived as a lingua franca rather than as a language

belonging to a particular Anglophone community.

By contrast, Megumi‘s and Yui's conception of English, and their understandings of
themselves as English users were quite the opposite from that of Sayaka“s and Maki‘s at
the outset of the academic year. It was not until their experiences in the English medium
environment at college that they were finally able to see themselves as English users.
By broadening their perception of English to include the Outer Circle Norm (Kachru,
1985), they realized that the English which they strive for does not necessarily have to

be characterized by a certain Anglophone community.

Conceptualizing English in this manner increased the learners® potential to develop
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and sharpen their vision of their Ideal L2 self. Images became more realistic and more
achievable, and, in turn, prompted them to become more proactive in their learning. For
instance, as we have observed in the previous section, they encouraged Yui to take a
more active part in the discussions with her peers in the classroom. She realized that she
did not need native-like fluency for the content of her opinions to be valued.
Repositioning herself in this alternative discourse of English increased her participation
in group discussions, which also lead to the sharpening of her emergent Ideal L2 self.
By reframing themselves positively as English users in the discourse of English as an
international language in a global community, they were able to strive towards their
aspirations to became active participants in an international community of English
speakers, where native speaker norms were not a prerequisite. Positive emotions allow
learners to become proactive learners and also respond flexibly to their social

environment at any given moment.

As for Hinako and Takehiro, it was difficult for them to form visions of their Ideal L2
selves. Both participants appear to recognize the value of English and view mastery of
English as a valuable goal as there is a strong sense of obligation to study English here.
For them, success in English equates with obtaining good marks at school. Although
their conceptualization of English somewhat alters as they become exposed to the all
English medium of the university instructional practices, and also as they engage in
meaningful interactions with their peers and teachers, these interactions did not appear

to have influenced the emergence of their future L2 selves (Excerpt 7).

Excerpt 7

On campus, | meet many non-Japanese people talking to one another in English on
the subjects like what to have for lunch or where to go after classes. I hear people
answering their mobiles in English, joking in English, and even quarreling in English.
In classes, we have to discuss in English, we listen to lectures in English, we take
notes in English, and write papers in English. It'S a totally different ball game for me.
You find yourself almost on a different planet. It is sort of refreshing to see English
used this way. But at the same time, I was afraid whether I would able to survive in a
place like this. (Hinako)

Learners’ views of themselves as English users over time and in different contexts

As the findings related to the third research question overlap in certain respects with
those for the first and the second questions, my discussion here is brief. The main theme
underlying all three questions is how learners® language learning trajectories intersect

with their current learning as they strive towards their future desired selves. We have
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observed how individual past language learning experiences influence the present and
visions for the future. We have also seen that the present and the future can have an
impact on the past. Emotions are intricately implicated in the way that learners perceive
their experiences, and how these perceptions have an effect on their experiences of their
self concept. Struggles and negotiations may also guide emerging dispositions and the
affective state of the learner since they promote particular response patterns which
express or inform their identities (McCaslin, 2009). Conflicts are always a part of an
emerging self. The stories of the six participants reflect how the socially mediated
nature of emotions emerges through complex interactions among social, individual and
contextual processes. By linking identity formation and emotions, we are able to bring
into focus more long-term developmental processes and personal trajectories of learners™

language experience to the fore.
Proposing Two Types of Profiles
The three distinct patterns of the participants™ trajectory towards forming (or the

opposite) their Ideal L2 selves bring me to propose two prototypes of profiles.

Table 3 Proposing Two Types of Profiles

Profile A: Pattern 1: Sayka and Yui's stories
Possesses a clear vision of | Ideal L2 self is established

Ideal L2 self

Profile B: Pattern 2:

Does not yet have a clear | Able to generate Ideal L2 self. | Megumi and Maki‘$ stories

vision of Ideal L2 self Pattern 3:
Generating Ideal L2 self is

Profile A

Profile A is representative of the first pattern (Sayaka and Maki) where learners already
have a clear vision of their Ideal L2 selves. Having been exposed to the bilingual
college environment, their new learning experiences interacted with their previous
learning experiences to reinforce, enhance and maintain their visions of their L2 selves.
Since learners have their own unique learning histories with their particular biographical
background, the manner in which they perceive their affordances as well as how they

personalize them in response to their learning opportunities vary from learner to learner.
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Profile B

Profile B illustrates the second and the third patterns where learners do not yet have a
clear image of their Ideal L2 selves prior to entering their new learning context. The
obvious difference between the second and the third patterns is that while learners in the
former group were able to generate their Ideal L2 selves in response to their new
language learning environment with learners in the latter group, their visions of their
Ideal L2 selves were minimized, and appear to have functioned only to support a
different, more dominant self. What then are the main factors that appear to contribute
to the differences between these two patterns? One interesting feature that emerged was
how previous learning experiences could affect learners™ views and attitudes towards

their subsequent learning.

I would like to shed light on this issue by drawing on Patterns 2 and 3. Megumi and Yui,
representatives of learners of Pattern 2, with a history of learning English in childhood,
were apparently helped by this experience in forming their identities as L2 users. Prior
to entering college, English was learned mainly in the context of formal schooling,
where learners™ views about English were more as a school subject or for exams.
However, the English mediated college environment revived their awareness of English
as a means of communication as they learned the language through using it. Learners™
perceptions of the target language changed as they had more opportunities to interact
with others in the language being learned. This enabled them to develop more readily a
sense of their English using selves and to find the link between the real world and their

learning.

On the other hand, with the participants represented in Pattern 3, the L2 self is
minimized to the point that the learners are not able to form clear visions of their Ideal
L2 selves. As is evident in the stories of Hinako and Takehiro, learning the target
language by using it in a meaningful manner in their new college environment raised
their awareness of English as a tool for communication and increased their sense of an
English using self to a certain extent, but it was nevertheless not enough to influence
their capacity to visualize their L2 possible selves. This leads me to suggest that there
may be a threshold in learners® capacity to generate or form substantial images of their
Ideal L2 selves.
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Concluding Remarks

The study sought to unravel the role of emotions and experiential profiles of learners
studying English as a foreign language by drawing on the concept of possible selves, the
theories of situated learning, and the imagined communities as its main frameworks. In
order to close the gap between the social and the psychological dimensions of identity
construction, this study employed Dornyei's construct of the Ideal L2 self. By exploring
the discursive space that constitutes the L2 Learning Experience, the study illustrates
the transformative and developmental nature of the Ideal L2 self where both positive
and negative emotions can affect learners*responses and ability to negotiate their social
environment. The Ideal L2 self is generated by the past, present and future where
emotions and the experiential are intertwined in the process. The important point is,
however, not how one constructs, maintains or realizes one‘S Ideal L2 self, but how

visions of the future are used in the construction of oneself.

Note:

This paper is an adapted version based on Miyahara, M. (2014) ,Emerging
self-identities of second language learners: Emotions and the experiential profile of
identity construction®, In K.Csizer and M. Magid (eds.) The Impact of Self-concept on
Second Language Acquisition. Bristol: Multilingual Matters.
http://www.multilingual-matters.com/display.asp?isb=9781783092369

Please refer to this chapter for an extended discussion of the subject.
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The Importance of Students’ Individual Differences: Personality

Masa Tsuneyasu
Utsunomiya University

INTRODUCTION

There is a well-established set of individual differences (ID) factors that have
been found to influence learning outcomes (Ellis, 2012). Also, students learn languages
differently and such IDs are one of the important factors for successful learning. There
are various kinds of IDs related to classroom settings: language aptitude, learning
styles, motivation, anxiety, personality, willingness to communicate, learner beliefs,
and learning strategies (Ellis, 2008). Among these variables, this paper focuses on

personality and it is an overview that includes definitions, theories, and instruments.
1 Overview

Individual learner difference (ID) factors are dynamic: “[...] the various factors
interact with the social and cognitive processes involved in learning in different ways,
at different times, and in different kinds of instructional activities” (Ellis, 2012, p. 19).
Most of the ID variables are related to a complex and rather diverse body of research
within the field of psychology (D6rnyei, 2010).

Doérnyei (2010) defines IDs as: characteristics or traits in respect of which
individuals may be shown to differ from each other. There are various ID factors:
language aptitude, learning styles, motivation, anxiety, personality, willingness to
communicate, learner beliefs, and learning strategies. Dornyei (2009) summarized
three major sets of learner factors: (a) cognitive factors including language aptitude
and working memory, (b) affective factors including language anxiety and willingness

to communicate, and (c¢) motivational factors.

Among various kinds of ID factors, personality is focused in this paper. It
overviews the individual learner differences of personality including its two
instruments; Yatabe-Guilford (YG) Personality Inventory and the Myers-Briggs Type
Indicator (MBTI).
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2 Personality

2.1 Overview of personality

Ellis (2008) defines personality as follows:

Personality is generally conceived of as composed of a series of traits such as
extraversion/introversion and neuroticism/stability. It constitutes a factor believed to account for

individual differences in L2 learning (p. 975).

In addition to Ellis, Dérnyei (2010) defines personality as whole character and
nature. The “big five” model is a solid model and the dominant theory in psychology
regarding personality (Ellis, 2001; Dornyei, 2010). The five dimensions of personality
are: (1) openness to experience, (2) conscientiousness, (3) extraversion-introversion,

(4) agreeableness, and (5) neuroticism-emotional stability.

Table 1: The five dimensions of big five

Components High score Low score
Openness to experience imaginative, conservative, conventional
curious

Conscientiousness systematic, meticulous | unreliable,

aimless
Extraversion-introversion sociable, gregarious passive,

quiet
Agreeable friendly, good-natured | cold,

cynical
Neuroticism-Emotional worrying, calm,
stability anxious relaxed

(Dornyeti, 2010, p. 15)
These five dimensions are measured by analyzing responses to self-reports or

questionnaires such as the Myers-Briggs Type Indicator (MBTI), or the
Yatabe-Guilford Personality Inventory (Ellis, 2001).
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2.2 Extroverted and introverted traits

Among these five dimensions of big five, extraversion/introversion, and
neuroticism/stability are the dominant traits known as the “big two” (Ellis, 2001;
Brown et al., 2002; Brown, 2007). More specifically, the extraversion-introversion
dimension has been researched the most frequently (Ddrnyei, 2010, Dewaele and
Furnham, 1999 ).

Brown (2007) defines an extroverted person as one who is deep-seated needs to
receive ego enhancement, self-esteem, and a sense of wholeness from other people. An
introverted person, on the other hand, is defined as the one who derives a sense of
wholeness and fulfillment apart from a reflection of this self from other people.

Much of the literature has indicated that extroverts are better language learners.
Brown (2007) suggests that extroversion may be a factor in the development of general
oral communicative skills, which require face-to-face communication. Dewaele and
Furnham (1999), confirm that extraversion affects speech production: “[...]
extraversion does affect both L1 and L2 speech production” (p. 509).

As for the Japanese settings, Wakamoto (2000) conducted a study of university
students in Japan and found the extroverted students were more likely to make better
use of learning strategies than the introverted ones. Also, Robson (1994) conducted a
study of English learners in Japan in order to measure personality using the
Yatabe-Guliford Personality test (YG test) and participation in oral English classes. He
found that extravert and emotionally stable learners were more active and willing to

participate in classroom activities compared to introverts and neurotics.

Of course, there is an opposite opinion. Ehrman (2008) conducted an
explanatory study and found that the best language learners tend to have introverted
personalities. Based on Dewaele and Furnham (1999), this finding probably resulted
from the following descriptions of the behavior of a highly extraverted and highly
introverted person: the typical extravert is sociable, has many friends, and does not like
reading or studying by him/herself. On the other hand, the typical introvert is a quiet,
retiring sort of person and more fond of books rather than people. Brown (2007) adds
that introverts may have the patience and focus to attend to learning language.

Also, regarding the Japanese settings, it has been theorized that neurotic traits
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can be a positive factor in test-taking and that extrovert traits can be a negative
(Midorikawa et al., 2008). For instance, Busch (1982) examined the relationship
between extraversion and higher levels of proficiency for learners in Japan. The study
found that introverts were actually more proficient than extroverts in terms of their
pronunciation even though Busch originally predicted that the extraverts would be

more proficient language learners.

As a result, it is not clear that extroversion or introversion helps or hinders the
learning of an L2. Thus, Skehan (1989) states that “we may need to accept that both
extroversion and introversion have their own positive features, and that an extreme
either way is likely to work against some aspects of target-language development™ (pp.
104-105). To accept students’ individual difference, personality, is such an important
point.

3 Instruments
3.1 Yatabe-Guilford Personality Inventory (YG)

The YG Personality Inventory is based on the work of Guilford. He and his
colleagues  examined the  correlations  between  typical items  on
extraversion-introversion and neuroticism-stable tests (Brown et al., 2002). The YG is

composed of these 12 traits and each one has ten questions for a total of 120 items.

1. Depression,

2. Emotional Instability,
3. Inferiority Complex,
4. Nervousness,

5. Lack of Objectivity,
6. Lack of Cooperativeness,

7. Disagreeableness,

8. General Activity,

9. Easy-Goingness,

10. Extroverted Thinking,

11. Dominance/Controlling, and

12. Social Extroversion.

The participants are required to choose one among: (1) yes, (2) no, and (3)
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uncertain. (1) as well as (2) are scored two points and (3) is scored one point for a
possible zero to 20 points per trait. The six neurotic-stable traits are from 1 to 6, and
the other six extravert-introvert traits are from 7 to 12. There are 10 items for each
scale.

After more than a decade of piloting and revising, the final version of the
Yatabe-Guilford inventory was translated into Japanese by Yatabe and other
psychologists in 1957. Nowadays, in Japan, this method is seen as one of the most
effective ways to measure personality. Many companies in Japan, for example, have
administered this test to get familiar with new employees and to use it as a screening
test.

3.2 Myers-Briggs Type Indicator

The Myers Briggs Type Indicator (MBTI) was developed from Carl Jung’s
theory of psychological and is used to describe different personality types (Myers et al.,
1998). Ehrman (2008) states that this questionnaire is used by educational
psychologists, counselors, and organization development specialists. Dornyei (2010)
adds the MBTI is currently the most often used personality type inventory in the world
and this is also true of the L2 field.

The use of the term “indicator” does not refer to traditional scales ranging from
positive to negative. Rather, every type can have positive or negative effects in a
specific life domain (Ddrnyei, 2010). This approach is similar to learning styles.
According to him, the MBTI has often been used in L2 studies as a learning style

measure.

There is 123-item glossary and four bi-polar scales: (1) extraversion-introversion,
(2) sensing-intuition, (3) thinking-feeling, and (4) judging-perceiving. The MBTI
requires people to choose and decide on one pole of each of the four preferences.
These scales combine into 16 possible four-letter types, such as ENFP.

Here is a brief summary of the four dimensions:

(1) Extraversion (E)-Introversion (I)
An introvert prefers working alone. An extrovert prefers working in a team.
(2) Sensing (S)-Intuition (N)
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A senser follows a step by step approach. An intuitive thinker likes to be drawn by
abstract possibilities.

(3) Thinking (T)-Feeling (F)
A thinking person prefers decisions made in an impersonal, logical, objective
manner. A feeling person will make decisions based more on personal values,

relationships, and the feelings of others.

(4) Judging (J)-Perceiving (P)
The judger looks for a planned and controlled life. The perceiver deals with the
outside world through sensing or intuition.

DISCUSSION

Helping learners to learn more efficiently through approaches they feel
comfortable with is crucial (Brown & Abeywickrama, 2010; Ehrman, 2008; Brown,
2007; Ellis, 2001). For instance, they may be able to help introverted learners by not
insisting on participation in extraverted activities and vice versa. Educators may also
be able to help introverted students with more reading activities and more speaking
activities for extrovert students (Dewaele & Furnham, 1999). For the students who
scored high on leadership, giving opportunities for group activities, discussion, or

more independent tasks may be effective.

CONCLUSIONS

How to assist learners to become more effective and how to systematically
examine how ID factors mediate L2 learning are the important issues in classroom
research. Through ID research, the following remarks can be made: teachers may be
able to (1) pay more attention to IDs, (2) obtain students’ information in terms of
personality traits, and (3) give more scientific support depending on their individual
differences.

In an EFL situation like in Japan, classroom activities should be designed to
enhance students’ interest in different cultures as well as to reduce anxiety and to build
confidence in communication in English. Accepting individual differences and
acknowledging students’ personality surely contribute on creating much more effective

classes.
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A Brief Introduction to Cooperative Learning for English Teachers

Kumiko Fushino

Tokyo Keizai University

Introduction

Recently, group and pair work has been used in English classrooms in Japan as a way
to facilitate student-student interaction and to increase the amount of input and output.
Various pair and group work activities are provided in published English language textbooks
(Jacobs, Crookball, & Thiyaragarajali, 1997). As a result, many English teachers are now
familiar with activities of this type. These activities came out of the communicative language
teaching approach (Littlewood, 1981; Nunan, 1989; Richards & Rodgers, 2001). Yet many
teachers are still unaware that if they learn the principles and techniques of cooperative
learning (CL), they can use group and pair work more effectively. In this paper, I would like
to introduce basic the principles of CL, discuss teachers’ roles in CL, and introduce some

basic CL techniques that can readily be used in English classrooms.

What is Cooperative Learning?
Group Work and Cooperative Learning

Group work is an umbrella term for any group of students sitting and working as a
team. In group work, students may just sit together, but each one may do something different.
Cooperation may not happen when they work. A final product is often made by a single
member, and other members may not contribute to the group work. Suppose a teacher asked
students to discuss something in groups and report their discussion to the class. In one group
of four members, only two students were active and discussed enthusiastically, one student
was not interested in the discussion and kept looking out of the window, and another student
was ignored by the two active students and was not given an opportunity to join the

discussion. When the group was asked to report what they had discussed, one of the active
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students stood up and reported what he and the other active student had discussed as if it had
been a whole-group discussion. If the teacher only listened to the report, she might think that
this group had a successful discussion and be satisfied with the report. However, in reality,
not everybody was active or learned from this group work.

Contrary to this general style of group work, cooperative learning aims to have every
participant involved in group work and maximize their learning. Fushino defines cooperative
learning as “principles and techniques that involve small groups as an instructional means so
that students work together to maximize their own and each other’s learning” (2011, p. 302).
In other words, simply having students sit together and work in small groups is not enough
for group work to be regarded as CL group work.

Nine Basic Principles of CL

In order for group work to be genuine cooperative learning, the following nine basic
conditions (or principles) must be met.

1. Positive interdependence. Positive interdependence refers to students’ perception
that they are linked together, that their success depends on their group members’ success, and
that every member’s cooperation is indispensable in order to reach group goals (Jacobs,
Power, & Loh, 2002; Johnson & Johnson, 2008; Johnson, Johnson, & Holubec, 2002). It is
also important that they also respect and trust each other (Johnson & Johnson, 2003). Positive
interdependence is the basis of cooperative learning (Jacobs et al.,, 2002; Johnson et al.,
2002).

2. Individual accountability. Individual accountability refers to the expectation that
that every member of the group must fulfill his or her share of responsibility in order to
accomplish the group’s goal as well as his or her own goal (Jacobs et al., 2002; Johnson et al.,
2002). In ordinary group work, it is often observed that some students avoid doing their share
of the work. Many teachers who are reluctant to use group work often argue that some
students do not participate in group work (Noguchi, 2000). However, this concern is
misplaced in well-structured CL activities, where specific procedures are designed to prevent

students from becoming free riders. In mixed-ability groups, assigning roles that take each
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student’s English proficiency into account enables even weaker students to fulfill their
responsibilities.

3. Promotive interaction. This principle holds that group members hearten and
upgrade each other’s efforts in order to successfully accomplish the group’s goal (Johnson et
al., 2002). This is totally contrary to a win-or-lose relationship. To make promotive
interaction happen, physical proximity such as sitting closely together is considered effective
(Jacobs et al., 2002; Johnson et al., 2002). Through promotive interaction, students can
generate ideas and solutions each student alone could not come up with by adding other ideas
to a previously proposed idea.

4. Social skills. Working collaboratively with peers requires good social skills
(Johnson et al., 2002) such as disagreeing politely, praising, facilitating, and encouraging, to
name a few. However, not everyone has these skills when they start group work. Therefore,
CL emphasizes the importance of developing students’ social skills (Johnson et al., 2002).
Communicating successfully in English requires being able to use suitable expressions for
given situations. Therefore, when asking students to work together in small groups, the
teacher needs to scaffold them with necessary English expressions. These expressions should
be practiced in easier tasks so that students can devote their attention to the expressions they
are learning.

5. Group processing. Simply speaking, group processing consists of reflecting on the
group work after it is finished (Johnson et al., 2002). It is helpful in making the next
occurrence of group work and learning more successful. Therefore, once students finish
group work, they should reflect—individually and as a group—upon what went well or badly
and how they could further improve their group work (Johnson et al., 2002). At the end of
each lesson or a task, some time should be set aside for group processing.

6. Equal opportunity to participate. I interpret this principle to mean that every
student should have an equal opportunity to participate in group work (cf., Kagan & Kagan,
2009). Naturally, some students are more talkative and others more reserved. However, tasks

should be structured so that talkative and stronger students do not monopolize the group work
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and quiet and weaker students can talk when they wish. No one should be isolated from
group work. Importantly, the application of this principle should not force quiet students to
talk against their will. These students are often good listeners, and by listening attentively,
they are participating in group work and helping others to further develop their ideas. At the
same time, talkative group members should learn to wait patiently and encouragingly for the
quiet students to start talking.

7. Heterogeneous grouping. This principle holds that groups should be made up with
students who are diverse in many respects ,such as past overall academic record, sex, age,
interests, familiarity with group work, personality, and motivation (Jacobs et al., 2002; Kagan
& Kagan, 2009). In English classes, English proficiency and overseas experience are also
important factors to be considered. The underlying concept principle is that students learn
from various perspectives and ideas by working together with students who are different from
themselves. High proficiency students can learn by assisting academically weaker students
and by being asked questions by other students. Meanwhile, weaker students can benefit from
observing the performance of more capable peers and from being taught by them. This
principle also encourages students to acquire social skills needed for working together
productively even with peers with whom they may not be comfortable working together at
the start of the group work, something that often happens in the real world.

8. Maximum peer interaction. Kagan and Kagan (2009) emphasize that tasks should
be structured so as to maximize student-to-student interaction. In a language classroom,
students need to have abundant opportunities to communicate in the target language if they
are to improve their language skills. Working together with their group members offers them
many chances to talk in the target language. Instead of every aspect of the lesson being
controlled by the teacher, tasks should be structured so as to allow students to have genuine
communication among themselves as much as possible.

9. Cooperation as a value. This principle aims to promote the idea that cooperation
by itself is valuable and encompasses a circle of cooperation that goes beyond small groups

to reach out to the class, the school, the community, even country borders (Jacobs et al.,
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2002). Cooperation is the basis of our social life, and students should view cooperation, as
opposed to competition, as an essential value with the potential to connect them to the outer

world peacefully, because, after all, we cannot live alone.

Teachers’ Roles in CL

Teachers’ Reluctance to Use CL

After reading and reflecting upon these nine principles, many readers may now be
inclined to use CL. Yet, it cannot be said that CL has proliferated in English classrooms. As
Gillies, Ashman, and Terwel (2007) and Jacobs et al. (2002) point out there are several
reasons why many teachers are reluctant to use CL, including:

eTeachers do not clearly understand the theoretical underpinnings of CL;

eTeachers do not know how to apply CL in their classes;

eTeachers are not aware of the research findings that support the effectiveness of CL;

eTeachers do not know how to form effective groups;

eTeachers are determined to control everything in their classes;

eTeachers are afraid that they may look as if they are not doing their jobs in the

classroom;

eTeachers believe that teaching means conveying knowledge to students;

eTeachers think that group work is too time consuming; and

eTeachers think that CL is difficult to put into practice.
It seems that most of the reasons mentioned above come from a lack of teacher education as
regards CL. Although it is not necessary for CL to be used in class at all times, knowledge of
CL and possession of the skills needed to implement it will definitely broaden teachers’
repertoires and choices of teaching practices.
Teachers’ Roles in CL

Once teachers have decided to use CL in their classes, a number of important points
should be kept in mind. First, teachers should decide when and how much they will use CL.

They must also choose suitable CL techniques. Second, they should modify their beliefs
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about teaching from instilling knowledge to facilitating students’ learning. They must also
give up the desire to control every aspect of class work. Third, they need to keep in mind the
fact that students are greatly affected by the teacher’s communicative style and that teachers
therefore need to model effective communication skills such as questioning, explaining, and
dealing and cooperating with others (Webb, 2008). Fourth, they should understand that a
major responsibility of the teacher is to prepare in advance so that students can work together
on their own in groups. Without sufficient preparation, CL will not work. Fifth, the teacher
should observe students’ group work carefully but discreetly and without intervening too
soon (Sapon-Shevin & Cohen, 2004). Finally, teachers should understand that it takes them as
well as students some time to get used to CL and that it is therefore necessary to be patient
when things do not go well (Jacobs et al., 2002). In brief, reflection is important for both

teachers and students.

CL Activities That Can Be Easily Used in English Classes
In this section, I introduce four simple but effective CL tasks that can be easily
implemented in EFL classes. To conduct these activities, forming groups of four students is
recommended. The first three activities can be done as team-building activities when new
groups are formed.
Self-Introduction, Partner-Introduction (Think-Pair-Square, Jacobs et al, 2002)

1. Tell students in each group to think for two minutes about how to introduce
themselves in English. (Individual work)

2. In each group, students form two pairs. In each pair, Student 1 introduces himself
for two minutes. The partner listens carefully so that she can introduce her partner
later to the other group members. Note-taking is not allowed.

3. Switch roles.

4. Group members take turns at introducing their partner to the other group members

(one minute each).
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Let’s Find Common Things!

1. Tell students to write three sentences about themselves as well as questions to ask
their group members in order to find common things among group members. (two
minutes). Encourage students to make sentences whose content are as not too
broad or too specific. For example:

I have been to the USA. Have you ever been to the USA?
I like green tea ice-cream. Do you like green tea ice-cream?
I am good at taking photos. Are you good at taking photos?

2. Group members take turns at saying one of the sentences and questions they created
without looking at their notes. Encourage students to maintain good eye contact as
they talk.

3. Each group member responds to the question. If all of the members say “Yes,”
everyone writes down a sentence such as “Everyone in my group...”

4. Continue with Step 3 until all members finish talking and asking or time is up.
(Steps 2-4, five minutes)

Doubt (Jacobs et al., 2002)

1. Each group member writes three sentences about themselves. Two sentences

should be true, and one sentence should be a lie (two minutes). For example:
I have three sisters. (a lie)
My favorite sport is soccer. (a truth)
I have just moved to a new place (a truth)

2. Student 1 reads the three sentences she has written without showing her paper to
her group members.

3. When Student 1 finishes reading all of her sentences, the other group members take
turns at asking questions so that they can find out which sentence is not true. (Steps
2 and 3, three minutes)

4. Students 2, 3, and 4 discuss and reveal which sentence is a lie. (2 minutes)

5. Repeat Steps 2 to 4 until all the members have read their sentences.
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Jigsaw (Aronson & Patnoe, 2011)

1. The teacher prepares a reading passage and divides it into four parts.

2. In each group (Home Group), students decide who will read which part.

3. Students read their individual part silently.

4. Students from all the groups who read the same part get together and form Expert
Groups.

5. In each Expert Group, students help each other understand their passage, and
practice retelling it so that they can explain their part without looking at the
passage when they go back to their Home Group.

6. Students go back to their Home Group.

7. Students take turns at explaining their passage to the other group members without
looking at the passage and make sure that all the group members understand the
passage.

8. All members discuss and assemble the story in the correct order.

Jigsaw ends at Step 7. However, teachers can conduct expansion activities, such as answering
comprehension questions on the whole story, creating a sequel to the whole story as a group,
rewriting the original story so that it ends differently from the original, to name a few. Now, a
word of caution! When dividing a passage, make sure that each part can be understood
without knowledge of the other parts. The success or failure of Jigsaw depends on how well
students work together in the Expert Group. This activity should be conducted once students

have become familiar with basic CL skills.

Conclusion
Although CL is a well-documented educational approach and its effectiveness has
been abundantly reported, it has not been widely implemented in English classes in Japan.
Clearly, English is widely used in international communication, and one of the important
goals of English education is cultivating students’ communicative ability in English. Since

the use of pair and group work is no longer unusual, by adding to it the principles and
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techniques of CL, teachers can make it more fruitful. In addition, the cooperative attitudes
and behaviors students develop through CL will be a great asset to them in this globalizing
world, where it is extremely important to understand and interact with people of various

cultural backgrounds, religions, beliefs, and ethnicities in peaceful coexistence.
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EARHA (G IFBERE)

1. [ZC®IZ

AL, BEEZEIC LEIGEER OZA B ORBICHESE | HEBERICB T H2EEROE
BRIZOWTI LT b D Th D, EFIL, REEHEBIERmOREICB T, IRVIRY {2
TTREL LT, SHBEEREEDTLOOR— N7+ VAEMAT L E L b, BEPICE
EAERLTOELAEVOEEERT., BRERICETB ARV IR Z#EBLTH Lo
oo ARTIE, R COIRY IRV IZESEZ YT, V=T 4 V7HREIZOWTOZHEAED
iR (138%y) % Thinking at the Edge (TAE) (ZX > Tt Lz, ZOHHTIZHS &, Bk
JBEEAIC L > THBEREZIRDIRD Z L1, EOXIREERHY, RICEDX HITH
G 20B5%T 5,

2. BEIEFICBITHHE
2.1 BB IR T 2EAEOHEEMN

T, BENBEICB T IRV IKY (B OFEEHIIRHINTEBY, HEFDOHET
X, AR (BEM) EE (reflective practice) &9 HFEBIAL b L o2 -> T
TWD Gl - AR, 2006), BHEMERLIBEL THANIE RS THEN G, BRERZ AR
L. F#EZE LT < (Munby and Russell, 1990), F7=, %348 L C, ZhhiEie x5 A11ER
IR L, 1 B3 % (Schén 1987; Zeichner, 1999), A2 DOME&IL, Dewey (1933) & [44%2
HE% (reflective thinking) | (ZZDJFEZ RHTZ &N TE D, £, HEHE CTALL AND
TS 2 DOMEEIE, Schon (1983) @ T2 DHFDEEL (reflection in action) | & 172
IZDOWNWTDBEEL (reflection on action) | Th D, (THDHDELE] LI, 1THZ LTV DHIK
IZ, ZZ2TMELTNDENEZDZEThHDH, HhZL > T, BEPITBITLLOITH
I, BEVEIOZETHY, BTOTHEEITEHEE T, FHT5Z LIk TH->TW
% RHE (knowing-in-action) Z /9, IEENT D 2 LIk - THl- TWAIREEITHEIZA{E L T
BY . H LODARBLPHDRFICE R L7z & E I, ATADTOELELITV, H LUWIRBLIZ R R
SHIET D, MTHICONWTOEE] &L, ITRaBKDbok Bl ITRER) (2, HHT
52 LI THIS TOLIREEDHT LWIRBUZ ED X S IZHIG LTedr, ITAEIRY IS,
T#RZERDIRD Z LT, FEIITONIATARTORMICK LT, ARG a2, Hiz/afl
RERD,

Wallace (1991) 2MERE L7= 3 DOHETOEETT LD 5 B B EHET T )L (reflective model)
T, ALEPHEEREH Z R L TBY . HANIHAETNE L TOFMMEL R L3 572012,
HOBFOEERZELE L, FARILZISHT 28 THRE LTV, ZOET /M, Kolb

(1984) DO#EERTHE Z)SH L7z Ur (1997) O BARIIFEER (concrete experience) . 74 £2H) 7281
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%% (reflective observation) . fHZHY72EE1l (abstract conceptualization) . HEENAYZREA (
active experimentation) DA 7 /WIZ K HZEf DRk (teacher development) DET /LT %f
JELTWD, 7236, Ur (1997) 13, ZATOBEMR g EET L (K1SH) L LT, ki
\ZHATDOWHE  (teacher training) ZfHAG DO, #LHEIAIEILE (critical observation) , PR « il
G091 (Theories, Abstract conceptualization) . %% « 56& (research, experiment) , BEFHZ D
FEEO#EE/e & (expert practice anecdotes, etc.) DA 7w M HEEHOFNKYITH S &
LTW5ab,

Expert Practice
Anecdale, etc

Conecrete

Experience
Critical
Obsenmncm

Artive Reflective
Ex penrmntatmn Ohbserwmtion

R.esearth
Experirrent
&hstract

Conceptualization

-____ Theories,
Abstract Concepts

1: Optimal teacher learning (Ur, 1997)

22 HEBERBERIIBIIAEEOEK

HARZE KFEWS (2006) 1L, HEBKY VX2 T MBI DHEOHEEEZHER LT
50 KRB R EMPANTER EORELZHEL TV D, 20 L5 RENAITEEERAE
FRIZH R 51, JACET ZERMEEMZES (2009) OFEIZ LiuE, £2FEOKZFD 101 40
FRERBIEOHYEE D O B 90%IHER EA T AL, 40%D R E 2 Skim$ 5 2 &
THAOACTM E B EEZRL TV D,

HEFBIGREICBOW THLALRPNEETH D Z L ITA K STV 523, Dewey <° Schon
RIEIET HEEDEZ T TR, ERICESWEERICEZAZBENTND, LLERD,
KEFEOHEWFRRIZB O TE, EEROMENHFE 0 22<, Schon ® MTAEOHTOHE L 4T
BIZONWTDEE] LWV I 200MEEZTOEEYTIDODLZ LITEHELY, FEFE, Dewey
R Schon NWEKT OARITFEKRICEZAZEEZTE WD LOMHLH Y . FERHIZOWVWTE
BrETHIEOEEERGIEMIN TS, FlZIX, Fenner (2012) 1%, BEEHGREIZIH W
T, BEHIMABBRENZ B R T 572010, FAENERIC OV TEHET 5721 TiI&bic o7
MBRNOT, HERAHGERICEA L COELNEENT L ENEETHL LFRLTND
F 7=, Urzta and Vasquez (2008) [ZEEFAMEDM LD 7=, {TAD T2 DD %L (reflection for
action) | [TEMAH V. BERODINFEICR LT, FEZR~70 | FHRETHILEZY
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FEOROERRIZOWTHE LY TR EEXDVERDH D LR TND,

AARDOBERKEE 2D L, ENLRFIZBWTIE, A~ AH7- 0 O 24D 70
72 VERD LR E B RN RAIATON S RO H 2@ T 5728 LT, Fi & Hm
EREBLEND, BREHEOD CW HERRIIATETH D, —FH. BLKFOHRE, 154
D 3FAETIHE, RFEOHAENIZE W T, BIRSHEFHIET 28 B2 oW T oREf#ER e
HFRCRRE L PO, 4 B> THIO THEEEICBWTEERAIT) RN R TH D,
L7085 T, REOFREIZBOCTHRAHLTH> CHHMHME R OEKE Bf L T4
BAE L BEIEE E TCOWEREZT L2 LIXERR S H L Bbh s, B I - 84K (2006)
it HEFEEIIT ETORFOHRBRICHBN TS, R EHERO HEZ KT
DEMEEER L TR Y, BGRET TREWES 2Rk LT 2B (p.79)) TH5H
EIRRTND, BEBRROFAETHGRRE L 16D 5 E T, 2B EOFEERBRRH Y |
FESHIRITHKT D ENENOMEANEE (personal theories) <CHE&ZTEEL L TV % (Dart, et
al., 1998) , FGRFE DR E THATTHRICHOWT, JLHICEET 52 LT, FEBINE
THr o TE NGO SRR S S0, B L <Az DB ARSI AL
ENDAHEMERD D,

RO EBY . HEFERICB N T, ALOBEBEMITRM SN WL, BEimlicxd 24
BN, HEBREEOLEIZEDOLIRERAH Y, KEICED LI IIHGT ML, F
A IRARTE I STV R, LIaAi o T, ARBFE T, RSB A L -
TOBEOERERITHZ L& LT,

3. EROEREME
3.1 EEROE R

EFIX, BUEEB T 5 RACRET DRI, 3 F, ENLRKFOHERMGREICB VT,
BEREE LIEHBEEREZIToTE, £2TClE, WERHBEREOREICBNT, B
BEHIREORVIEY & LT, BEEEY Yy — T AEZRHLTHEHL, —ADE D2z R
YEEBRHLEYD, WA —T CHRERZEOIRVIEY LT 4 ATy a v &{7>27120 325
LT, TOMONRIFEAIT) ZENTE L, BEOFELE LT, #HIHAFIZHBWT,
Uy —F TR IV TE Y | Richardson (2000) 1%, [FELS Z L iXmMbFETHY, H
RGO FETH D, Blpo- HIETELS Z LT, GHEOH LUWMAIHERZE OFE-E~ O B
BHEZERT D (p923))] LT WE, ZDOZ Enb, AL, HOPFTHLTEX LN, #
S EWIITZAD, B ICEE RODRBTOICE®RNH D L HETE 5,

AARO SRR E AL - SRS B LH <. BERTFES 2 AL 5 FEThiudig
IR BEEKES 2, BRELOERAT LIV IBZICE SN TWDE, ENRFOHE
FTRGRFE & B0 | RANLKZE TR, REEOHB M2 BS T 2 FAE13% <. EFNHY T
L YFER B IR O BIEE BT, B, 60 405 90 4 Th D, BIEH % ST M
SAERFINL RFZOHEBOTEIIB T, MEER T3, A8 LEHEEK

62
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EREECHICOTSE, HEOHEEZRIET 2 LR LTE .

3.2 EROME

ARWFZEDXIG & 725 DI%, 20124E 4 A5 2013 4F 1 A £ THAGE Sz [HE3ER G 15Ny
il ORETHDL, ZIREEL. 834 (B1204. KT 574) T, 3FAET64. 4F4E
T4 ThHoTz, £, HBROWRITBE SR 46 &, FKUFER 36 4, (LSURR 14 ThH -
7o TR 1438, %148 O 28 T, FREREEEICE T A HEMmNRE LRI T
< BRI ISR O EH A PR L. AR ERGI N TE LI AL, 1
EMOBEICBWT, 7T DHreBfREEE L G AE o), TEEGEE L TR
tala=kr—ya i), EEHEICBTL30b), 85 THEHw) 72 & O
BT =~z BHE T —F 4 o718 A —F 0 7158 T5EMEtoEE] 72
EOERENT —~ &2 EIH-T,

BRI T20IT, 3 ODOEEEFIEICIY AT, 1 BN, BEFOT ATy V3
VTCH D, ZlaOFFIFEESN QB 1 EREX)., TELRTEZ DI TAAL M E
W EOFERBFCIEHEOHRIIONWTT A A vy a vk T52 LT, SHEREAE
FON, Hx DEBEEEART L EME L, 208 LT, SEBEABERELEDT-DDR— K7
4+ U4 (J-POSTL) ZfEH L7z, FEOHD LEDLVIZFHALTE LW, Y= K77 A LT
HHLTb b o7, o, BEOEEL 10 HRET, A— 74+ ) AGGEH I TWH AL
TR L O N SREDOT —~IZHh S THB 2 WS DY B, T4 A By va vk
LTbbotz, 30 E LT, MERERICREDIRY IEY ZE FHBr-RICERT 2 &0
Koz, BFETHRIIRFVERT 2REIEHOR—Z LVHNICREI L, ERIh
TIRVIRY X, ZEOADPEETEDL L)oo T, Lo T, iR LN R
VIRY Zitha It eolz, Flo, REDKDITRER L, BERINTIRVIED D
WS OMEOY, WEZERBNTHE LB, OATT 4 — RNy 7 &2iTo77,

3. BFEEM

AMFFROHIIE, LTFD 28 THoT,

(1) BRI OZIBGRARIBIEAIL, B RITREOI Y KD & LT &7k L7z D,
(2) FrRICE<ATAIL, HAE LTOREDTZDIZED L5 2B WA DD,

4. PFEFGE
4.1 WIS

G REIE AN, HRER LR OV IEY o5 B Rl 7 A 6 B ofR¥%, 9
HlcEfshizitik s8 447 (B 194, L1 394) Zofitge Lz, V—7 4 v J4E
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HIZOWTH -T2 4 BIOREOYEITH Y, EIZ, AXF—~HGR, V—T7T 1 7 HiEDFRE
. 3BEBEDY —F 4 T FREICOW T o T,

42 SHrHE

SHTFRIEE LT, 7 AV I OFFEE - R OEESE T 5 Gendlin 5 (Gendlin &Hendricks,
2004) 73BA%E U 7-EEimAESL9E T & % Thinking at the Edge (TAE) % fu /=, UT4F., TAE 13E
HIBFTRIE~DIS DM T4, TAE Z W TR D LT o2 T g (eg, HH, 2009; &
A - 5L, 2008), TAE %, 9 FLSEICTERWTNELEEE LKL LN FHKET
Z, By AV EMHAENSERN ORI L, BTLWEKE SERI A AL L T
HRMIZ-T2HE (5L, 2010, p.5)) Th D, SR, HEMITEL b0 & T
5 72 b A] (felt sense) ZFHWT, 14 OAT v 7T HE A TR A2 S3EL L.
L LT, T FRIEIX, RELS DT TAT T I~5 72V b UVANLEED |, A
Ty 7 6~9 Ml (EH]) o "Z—rraglcd), A7 v 7 10~14 THERZEART 5]
D3I TR SN TND GEFRITER 1 22RO L), AFETIZ14DSH 12 EFTDA
Ty TRz, SiTiCH oo T, B (2010) 23BHFE L7z — P2 W,

5. ik
510 A7 9T 1~5 [T )V hBUVANBEED]

SHTEL, S ERD H12H720 . BRI ENN RN 2RI L, AT & 5 2 AT,
58 DFLR ZFAIATL Z & T, T—XIIKTH 7=V EVATHD [FoTWHKL) %
iz, AT T 1~5TiE, 20O [H->TWDIK U | ICERZ T, TR A KEEHEICHI 22
(AT v T 1~5 OOz — MIER 2 22RO &), A7 v 7 1 Tid, HoT
WD L) ZEBRLEND, AEDNEDEFENATL DiflaEZ LDz, T2 THET LN
FEANE, TR Z E¥bmd ) [OF Sz [EHEORAICT D) TTIRALE)
(720 72\0WA% ) THDH, AT v 72T, 7=/ BV AZE W1 SO TEL, [HHE
DHEEMG A A—VF 5] L Lz, WICAT v T3 ERAT v 7 4 HREECHED -, AT v
3TIH. ATy 2 TR L UZR N T, BB REFEREEL [F—U—F] L L, £OF
—U— RZEHEDOERTHESTVDLIOTIIRNWIZ LIZRSKEETH D, A7 v 7 4 T,
F—U— NIZERSETNZ EZ2E N, THED] L) F—T— Rnbihd, BE O
WEFEECTHAEZ., BFOBWRZE T TIEREL2VW T 2L MV AMBOEKREZEZ LD,
Tz bRV ADEEZONAT, THAED] 13X, FFETIE [BRELIEREDRED] L
IERTHINEENT — X eme R THLNE 7 =V M AMBE OBEKTIE TH
FIZTEEZS ) MfpERNE S ) 720720 TERELS ) LW IFEAIR, TEAHD ) &R
CiZ, KVEWERDEA L L TEREMRER - TEZ, 2k, H&ice » T, THEED ]
T TRAE—ANOE VDRHEEFEEEEL L THEEIC S TZRCRNZE D ) V) BEHRBIAD BN
TWAHZ EERBLTND, thoF—T—RELT, 720720 [eiudhnd Ll &

64



WIHEEREY B, FAEICEEOBWE 7oL vV AOBWAEEX LD, AT v 5
TIEF—V—RCEWR Lo ZWREL, 72 bV A28 N1 DO E LT, B
LT E, TEOWNRNZE D RBEMEDO A& 2 A4 A —F 5] Thb,

szx?yf&wFMﬁ(%M)maﬂﬁ—y%a%M?J

AT w7 6~9 Tk, T—F0bEMEeMin (Eh) Z2BOHL, "F—rLLTENX
FTE LB, KN — /%mﬁ’“#éﬂ T A NOFTZEFEDP R ER ST DA EE
XL, ZITWHIRE— LT, T X OMENFRTEREZ %8 (E7-135E8) 7
RETRLIEDBDTH D, UUTICAT v 7 OFEMAETRT,

AT w76 TIL, 7=/ hEVRIZIBE LAEDLERD L 2 TOFREDOFTEROF NG 81 @
FhlZEOH Lc, 57 ORREBOF T, H L3O 2 DL EORoO/Z — & LTH
W ENTZE b 572, LIk L EFIOEN L o TWD, AT v 77T TiE AT v
76 TRALFEFNS R — i L, 8 oD% — (1) BELIE (XF—r
— FOBNTERF 3. K NZ— DEGNTEE 4 Z#BBDOZ L),

F£1: ERrSHH I 8 XF—

NE =1 PEOEFETRG T L TOE BRI T7,

IRG =2 RN, B EFOIRVRRN B o7z,

WRE =23 HEORET, 7L - V=T 4V I7HRBIRZEAE ol

IR — 4 B E T RIOE 5 (NEA X —~) OIEMHELRNEEEZ(EET 5 2 &
ZHEE LT,

NB =5 BN, MOV T OB - BLEMAE TS Z ENEETH D,

NP =6 BREROBEM D53 2 B L EH R EE TH D,
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NP =8 Bk R REREE RN | RS T TIEARVRED TR Z L2V,

AT w78 TIE, AT v 7T THLNTE 8§ X~ OFKlEZMAEIZRZEL, 7=/ bk
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LT, 1xX8 ETITo7z, FARIZETONRY = %R L, 8X7 T 56 DA B LEEITS T,
RE— MIUIRELTRONWEZ L2 AT L RHLEH LW ARZ = 2 EN TV o T,
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B o7, ZEIZIE R B,
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P4 | LA FELATOY Sk (NARAF— | SRFHRENROE LRV DIL, HESLOFEFH
~) DIEMALDSANFERZEET 2 2 & | DR NEDR DL LRNINDTE,
K LT,

P5 | BELOHTIT, BT OWTAEEDRER - B | RFFZENOE LRV OIL, B ICHK A
DEWE TS Z ENEETH D, HTRVNB T,

P6 | $ERT O BEN O+ 53 72 BAWFIE & HEf | FRFET D ORFET, BENIT & > THRED
MEETHD, H72,

P7 | 3 BEEOIREFIRAER L2 6 Y —F | REFLORENOELRNDIL, ZHEIC
A T DEFEEALIFL TN, WD 72 <, ZAER DT B2V INBTE,

P8 | KEx Ay Y | RETIST TR | BREREN ST LRV DIE, — o OFFE L

REDOTRE LTV,

2T TRENHEMIRDNETH D,

2T w79 T,

DEBYTHS,
ST S (B EEX AN (HAh) 20 o7t &0 L s, ZHUElC

SMoTEHmEAA—TY LTINS,

INETOEETR OV ERHRAEEE LD, TOESIILIT

MERROHEEORELIEVIKY . BT LORENOEL N2 &, FHXDH
A%ﬁé_@w#%ok_&\7V-U~?4V7K%ké%§ﬁﬁ#ok:&%ﬁ

WHLTW5,
BETY —F 4 VT OHEHICHOWNTHO,
LTwW5A,

R RO EFEDEEDRBROF RS

2L OFEPBEITERBR LR DOREL ZRICHEET DT TiER, IhE
T TCERELREL, FEREBIEICSL -, B TEZE IR LRIZONTE

ZTWND,

AT w7 9 FTOEMBAER T, T—F0DiatrlNDZ ENGHHFREE L o TEK
U LTz, Fo, ErRIcEINT-NAEE LT,

WEORER, RETHEATZ &, BRHE

HIIN S TFREOEZ DA A= L0 D 3 DOOFHISHEEINDE WS Z R LN/ > T
7,
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53 A7 v 7 10~12 THREFRT 5

AT w710 I HITHR AR TS, 22T IOIHERR ST, oERN 7 =V bR B+

Gmb@@%T“ﬁﬁ%i%iftmmﬁ%LitiEM%Lk%mW@Zé LT
XD, DB TIZ. ONMEIL 7 =V b A BREELAEN G G HEER ORESRMEZ R L.
ﬁ%ﬁ%maiffw< AT w710 T, A7 v 7 9 FTOTXTOFE, A), /F—
EPED, HEELE LK ULNDEEAEZ Y A RNT v L, 15T O — FIZE W, ZOH—
Fa7zL B RS LEDLERRD \EULK%®%%@5@3LT EN N R
Ul 72V b BEVAZKE DT, RROEELLELCOLND 3 DO5E4A], A [RED 5D
MZ 0| B IRBROBBESIT) CTITEZH722 &) #%INLE, RIZ, 203 DOFEA]D
BARIEAZ IO NCT 272012, TA=B), T72b0H TAIZB THDH] LW XEERKRL, 7
o)V NEVRIZE D) KOWCEEMAEME LT, 20T, EBRO5SD 220 iE, RO
MO DRHETH D, ] LWHLEeolz, FEKIC, B=C, C=A, B=A, C=B. A=C T%
TV 6 DD BT,

AT w711 Tk, ABC OFEAIOBMRMEEZ S HIZRS B D70, TNENORERZ [~
Tb b~ (OHE) ZRFoTW5H ] OXTHTIED, 7=/ bV ATHELE TR
W Z e EBITHTEH LWEMAEZEX LD, FlZIE, A, BOEEITIE, TRRER
DEOPZVIE Ak (bebe), REBROBBITTHDL (DOHHE %%ofwéﬂk
2D, "OWeZ LT, TZORETRBOSY 20 2T HEWIL, dREN
DELRMP ST FAEHE R E MW T RBROBHSIT 2T 25720 TH L) LFEW,
T THTELLHLWVEEMT RV IRY OEK] Thol-, ZOEXETH TEMoR
LWk, TEARRIR 2 54 A=), TWolz 720 | THATe), TekE), [+
BERDHA A=Y Tholz,

UELDAT v ALY | EAEBEFEOBEEERZT O IS, 2T v 7 12 ~ L
T2, ATy 712 TlE, TNETORT v T ZBEITT7 o2V bV A ZHBTZHT
JEUE L, #ic/esfh) CoiTz7efie) ELTOo MBS0z P IREBROEE ST
QFWDQUJRFE%%ﬁﬁ254%—7J@40%@Aﬁo:h%@%%@%@@@
LR Z > TERT D2 & T, EZHAITHAAA T T, ED%, FHTc/e5E
S TWo7eh &7 ZBML, SZOPQR 2~ CEHRETHEELIDLIThoTz,

7 3: SO

(Wolz ) &720 1 13, BETEARMmZ THV AT 72012, HRRBRO50 2220 |
Z L, IEROHEESIT] 2950, FEA L LTOMEOHSOFEERRZ o0
EL., TEEMREZ DA A=) 23252 LT, Hhlie LTORKD H S & D)
NHZLETHD,
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DA A=V ICEZHZ, 6B OPQR DER L ZMER LTc, ANVEATZGA. [T&%
VIR mA A=V DM % BARPNZEE LTV D000 ic < AR & xtb3
HI2DIZ, BZDHEWI HGEEZ ANTZIZ O DLW ENg0D . ROFEAT TEARZ
HZDHBAA—Y] ODFEFE LTz, AT v 7 12 ETOERET, BTN TR L, 5
PSR SN, b ER -8 i E T OBHIC OV T, ROETERS,

6. FEkLBE

ST OFRERPOHELNHROPEEAER (K2 2H) LRE LabERNRLRT, X
7w 712 FTCOERECERIINZEN/EES (UL FIZHINCRENTZ5EM) &b,
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ROoMole b MEOREDRE L /T L, RETHFALBUEOHGRIZE SV CRIBER A
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ViATe] Z&IT72 5, BERAINVIATES, RETHFARL I L 22T L LTAEILTE
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AT AEEOHES EHEOREE N -T2 & 720 LTW5, /-, MEOFERER, BE>
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eI L TR b ae b & BrRICEEORYIEY & LTiikEhn
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IINTRER NS | Rl AL, FEE L BETOW ST OMEN G| FEEBRA IR KD 5RO
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WEOFERBROEVIRY | FARZEORSE, BERMIFEDA A=V L5 3 2D
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