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Abstract

1

Generally, in JSL Uapanese as a Second Language) Teacher Education, various teaching

approaches are introduced to the trainee teachers by highly experienced teachers or specialists.

The purpose of such a training approach is usually to assist trainee teachers to acquire a
particular body of knowledge related to the field of JSL and it is hoped that through this approach,

teaching methods which are commonly perceived to be correct teaching methods will be taught

and practiced. Recently, because the variety of Japanese language students has increased, there

has been an increasing need to consider the students' needs and their purposes of study in

curriculum design and consequently teachers have had to develop and modify their teaching

methods to suit these more diverse needs.

It is the author's belief that in order to promote prospective teachers' creativity and thinking

skills, a new direction is needed for teacher development through critical reflection and

collaboration. The author has been involved in Japanese language teacher education in a night

course for adults at a private institution. In the teaching methodology and practicum classes,

trainee teachers have been gradually increasing their autonomy as individuals through
opportunities for self-directed reflective practices, and in collaboration with fellow trainees

through (post-practice) mutual evaluations. In this paper, t.he above teacher training practice will

be discussed toward a reinterpretation of autonomy theory.

Introduction

I have been involved in a JSL(Japanese as a Second language) / JFL (Japanese as a Foreign

language) teacher education course run as night adult classes at a private institution. The class

members (i.e. the trainee teachers) were highly motivated to become teachers of the Japanese

language, but despite this motivation, at the beginning of the course their objectives were not

very clear. Although most of them had a wish to work abroad using Japanese language skills, this

wish was formulated in only a very broad sense and some of them did not even have any idea as
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2 Miyuki Usuki

to what a teaching job involves.

At first, the class members acted within the teacher-educator's (i.e. my) control and direction.

In essence, they just followed the instructions I gave them. Gradually, however, the atmosphere

in the class has become supportive and cooperative rather than authoritative. Now, a relationship

of mutual reliance has been established among the trainee teachers and they have been able to

experience and exhibit greater true autonomy and collaboration in the class.

In this paper, I would like to reflect on how my metacognitive awareness as both a teacher-

educator and a language teacher was affected by involving myself in the development of the

learner. First of all, I would like to report on the development and its outcome. Secondly,

considering the above effects and my own reflections, I would like to discuss my own
interpretation of the principle of learner autonomy and teacher awareness of the development of

the learner.

(This course consists of 420 hours teaching over one year. The methodology class was 3

hours of lecture time, with 10 sessions and teaching practice consisted of 6 sessions. These

sessions are for teaching learners of intermediate & advanced levels and set up after
completing the methodology and teaching practice for beginners. There were approximately

15 adult students in the class.)

Metacognitive awareness as a teacher
Focusing on learning rather than teaching, the concept of learner autonomy is connected with

a learner's metacognitive awareness of self-responsibility as a learner (ef. Holec,1981). It is my

belief that learner autonomy development is closely related to teacher awareness of, and
sensitivity to, learner autonomy because as long as teachers maintain their role as an authority

figure and put learners in passive positions, learner-centred autonomous classroom learning will

never be realized. As a first step, teachers should at least be able to consider this kind of
classroom learning. Learner development is often discussed through learner training (ef.

Dickinson,1992; Wenden,1998) and recently, learner autonomy and teacher autonomy have

begun to be considered together (Barfield,2001; Vieira,1999; McGrath,2000; Smith,2000).

However, until now the development of those who function both as teacher-educators and as

teachers involved in learner development have not yet been studied in detail.

The report on learner (i.e. trainee teacher) development
First of all, I decided to encourage the learners to get rid of their expectations that they would

only receive and be required to master certain requisite knowledge and information about

methodologies. The class learning emphasis was on helping them form their own ideas and

opinions by questioning and reflecting on their past language learning experience. They were

given opportunities to analyze their beliefs on language learning, the teacher's role, effective

language learning strategies, etc. through writing journals and pair/group discussions. During
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their teaching practice phase, the learners themselves were responsible for the key metacognitive

strategies of the planning - monitoring - evaluation process. In other words, the class members

carried out their own lessons by going through the above process. Also, to help them identify the

importance of mutual interaction, the members participated interchangeably as both learners and

teachers to see the lessons from different viewpoints. In particular, monitoring and reflective

practices were emphasized. As a basis for this learner development, Wenden (2001) 's concepts of:

1) metacognitive knowledge (person knowledge, task knowledge, strategy knowledge), and

metacognitive strategies; and; 2) the key strategies of autonomous learning (planning-monitoring-

evaluating) ; together with Little (1991) 's concepts of: 1) critical reflections ; 2) interdependence ;

3) learning- living connections were utilised.

The contents of lectures include material on: 1) teaching methodologies; 2) syllabus, curriculum,

teaching materials, and tasks; 3) teaching planning methods, information about Japanese

teaching situations inside/outside Japan and so on. In this paper, however, I would like to discuss

my own awareness with a focus on raising metacognitive awareness.

The following activities were included (Figure 1):

[Figure 1: Learner development]

Learner (trainee teacher's) development

Metacognitive awareness raising by:

(1) sharing ideas about classroom learning, teacher/learner roles
(2) knowing what is involved in the job of a Japanese language teacher
(3) thinking critically about present teaching methods and materials

Teaching practices by:

(1)

(2)

self-direction
interaction between the lesson organizer and other members for the purpose of planning one's
own lesson

(The lesson organizer)
Planning own lesson

using original ideas on teaching method
and materials

- critical reflections
Performing

- experiencing a lesson as a teacher
Reflecting

identifying those points which they were
or were not able to do well

class participants' attitude and performance
Evaluating

self-evaluation of that day's lesson

Classroom discussions by:

(1) self-reflection
(2) opinion exchanges

>(Other members)

Opinion exchanges

participating as a learner

getting ideas and critical
thinking about teaching

- experiencing as a learner

peer evaluation of the lesson
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4 Miyuki Usuki

Metacognitive awareness raising:

(1) Reflecting on their own past language learning experience

The class members had opportunities to think about language learning and teaching by

sharing their own various past classroom learning experiences. They shared their ideas and

beliefs about good classroom learning, and about the respective teacher and learner roles.

(2) Encouraging the own objective and goal awareness

Facilitated by the teacher-educator, the class members raised their metacognitive awareness

as to the job of the Japanese language teacher. Various teaching situations were introduced to

encourage the trainee teachers to rethink the teacher's role depending on such factors as the

students' age, cultural and educational background, learning environment.

(3) Critically viewing present teaching methods and raising metacognitive awareness of

tasks and materials

The class members' ability to evaluate and critique lessons was enhanced by watching several

videos of model teaching. While watching the videos, the trainee teachers were required to focus

on four points in particular; 1) the teaching methods used, 2) the students' attitude and

performance, 3) possible improvement of the teaching, 4) identifying problems and generating

ideas for potential solutions. Also, using actual teaching materials from my own classes,

metacognitive knowledge and strategies were promoted on appropriate use of the materials, and

identification of the purpose for which they were designed.

Teaching practices:

(4) Raising metacognitive awareness on classroom learning, and its process towards

autonomous awareness

The members performed their own lesson according to plans they had personally formulated,

while teaching materials were also decided on and made by themselves. Lessons were planned

with respect to their own individual ideas and styles and during this planning process, they were

strongly encouraged to self-question as to what, how and why they intended to do as they

planned. Also, they were advised to make the best use of their experience and any strong points

in regards to their style, to use authentic materials closely related to their own life, and to

concentrate on their awareness of learning rather than teaching. Then, through group discussions

experienced by each trainee teacher on several occasions, opinion exchanges were arranged in

order to help them reconsider the original teaching plan. In this way, their critical reflection and

self-monitoring were promoted in terms of forming a habit of thinking back to their purpose and

goal, and the flow of the lesson. Basically, the autonomous activity of the trainees was, through

utilization, the developmental focus of the whole process of planning - performing - evaluating -

reflecting.
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(5) Reflecting on own teaching practice

After the lesson, the trainee teacher described his/her reflection on three points in particular,

being; 1) their evaluation of that day's lesson, 2) the lesson activities which had been planned but

not done, 3) the class participants' attitude and performance.

(6) Mutual evaluation for monitoring

Those members who were not actually teaching the lesson attended the lesson as learners

and at the same time, they acted as evaluators of the lesson progress and the teacher's
performance. I also participated in the evaluation. After each lesson, the members evaluated and

commented on the lesson by recording their thoughts on an evaluation sheet. All evaluation

sheets were then given to the lesson organizer, and later on, the comments and evaluations were

distributed back to everyone. Finally, I commented on the lesson and gave my feedback to the

whole class.

(7) Wholistic evaluation feedback

The class members were given reflective opportunities to view each lesson from both the

learners' perspective and the teacher's perspective. This evaluation work was usually given as

homework. They were asked to consider the following three points: 1) which ideas they would

like to take and use for their own teaching, 2) which aspects of the lesson they would like to do in

a different way, and 3) the feeling which was present for learners during the lesson (the

atmosphere in class). Each member's contribution was consolidated and distributed back to the

class.

Classroom discussions:

(8) Classroom discussion after the teaching practice

Straight after each lesson, class members discussed the lesson according to the organizer's

reflections. During this session, some ideas, opinions and new insights were aired and vigorously

discussed, with this phase incorporating monitoring and deep reflection.

What effects have I had as a teacher-educator and a Japanese language teacher?

It might well have been very much to my advantage that I did not try to impart unilaterally

instructive, knowledge-laden lectures or insist on my sole authority to evaluate in regards to the

trainee teachers.

The following have been the effects on me of my own methods (Figure 2):

255



6 Miyuki Usuki

[Figure 2: Teacher's learning]

Teacher (teacher-educator) 's learning through learner development

Acquiring knowing:

(1) the learners' (trainee teachers') past experience
(2) their beliefs on classroom learning and the roles of a teacher/learner

Reflecting on:

(1) one's own teaching
(2) one's own methods and materials
(3) oneself as a teacher

g_zin :

(1) learners' views and feelings through experiencing as a learner
(2) one's own views and beliefs in teaching

Considering about:

(1) teachers' learning needs
(2) self-directed awareness and collaborative awareness

Acquiring knowledge about the learners:

(1) Promoting metacognitive awareness as a teacher-educator

I had a chance to promote my metacognitive knowledge about the learners. Through
discussions and opinion exchanges, I had the chance to discover insights as to their past

experiences and their thinking.

Reflecting on myself:

(2) Reflecting on my own Japanese language classes at university

To focus on learning, I became one of the learning participants in the lessons. This made me

more aware of my own teaching practice in my Japanese language classes at university. Also, I

have been able to boost my metacongitive awareness of both teacher and learner roles and

perspectives. In fact, I have received many hints to ponder on concerning my class teaching from

the trainee teachers.

(3) Being Aware of self as a teacher

The trainee teachers' enthusiasm stimulated me to reflect on my own teaching, as throughout

the course they pushed themselves to the limit when producing their teaching plans, preparing

creative materials, and co-operating with other members.

Realizing learners'/teachers' viewpoint

(4) Experiencing as a learner

In each lesson performed by the trainee teachers, I participated in the lesson as a learner and

an evaluator. This role heightened my awareness of learners' perspectives, particularly in
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discerning what sort of lessons are enjoyable and effective for learners. Also, I was able to

empathise with learners' sense of anxiety in lessons arranged to impart a basic body of
knowledge. Like many learners before me, I felt fear when I did not have any idea how to answer

the teacher's questions. Occasionally I had the feeling that we could all learn together if we

interacted with the other people in the class.

(5) Realizing my perspective as a teacher

I was aware that I had a different viewpoint from the learners even if we watched the same

video and teaching materials. Since most of them had no experience of teaching at all, this lack of

experience was reflected in the way that they saw everything from a learner's point of view. In

contrast, I tended to see everything from the teacher's perspective even if I believed that I was

really stressing learner-centred classroom learning. On various occasions, I even noticed that I

unconsciously positioned and accepted myself as a teacher.

Considering the question of theory-to-practice and practice-to-theory

(6) Recognizing the relationship between self-direction and collaboration

When a strong teacher authority is promoted and accepted in a class, it is hard for the

students to express their opinions actively and freely. This teaching practice resulted in them

being given freedom to express their own ideas, while at the same time imposing on them a duty

to take responsibility for their performance. Through this process, my own metacognitive

awareness has been enhanced, and I have been obliged to reconsider learner autonomy and

teacher autonomy theory. I have realized that metacognitive awareness of the learning process

what one seeks, what purpose one intends to put the new knowledge to, and which strategies are

effective - is important in the development of self-directive awareness of one's own responsibility.

On top of this, the self-direction obtained might lead to greater collaborative awareness.

I became aware that my attitude in this class depended not so much on my view of learner

training itself, but rather that it was based on the trust and expectation brought to the class by the

class members. Throughout the classes, I was continuously encouraging and encouraged by

them.

What has happened?
In 1999, the idea of establishing a volunteer Japanese language class occurred to the class

members at that time. Because they were not satisfied with merely absorbing class work, they

wished to have a means of practicing their learned theory in an actual situation. They began by

organizing questionnaires and posters to get some students and at present they are continuing to

arrange their classroom facilities, developing teaching materials and advertising the course.

Certainly, in this case the class members autonomously started moving on this project by

themselves and it provides ample evidence that they are willing to take up the challenge for self-

growth by putting themselves in actual situations which will utilize acquired learning.
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8 Miyuki Usuki

As the teacher-training course is of one year's duration the class therefore changes in terms of

personnel, from one year to the next. In 2000, another idea was thought up by the new group of

trainee teachers to recruit foreign students for their teaching practice opportunities. In the first

instance, they wished to use this teaching practice as their prime opportunity to learn how to

teach. Although initially it seemed very difficult to find any foreign students to participate, they

finally got many more people than they had expected. At each session, it happened that the

trainee teachers instinctively tried to cooperate with each other to improve their own and their

colleagues' performance, and indeed it appeared to become a kind of community for all

participants in the class. After the teaching practice, I asked their opinions about their experience.

I felt sure that the practice was putting a lot of pressure on them because they had to prepare

their lessons in their very limited spare time outside their jobs and the night classes. Surprisingly,

however, all class members agreed that they needed more such opportunities, not fewer and that

above all they needed as many chances as possible to try and learn from actual teaching practice.

Discussions: from learner development towards teacher metacognitive awareness

Collaborative awareness might not necessarily occur as a result of setting particular learning

activities such as the one outlined above, but it might instead occur through strengthened

awareness of self-responsibility and self-direction. In particular, the learner's perception of the

teachers' trust, support, expectation, and recognition could be hugely influential. In addition,

when class members have a relationship of mutual reliance and as a community are directing

themselves towards a common goal, their motivation and stimulation as learners are positively

affected. There may be a reciprocal relationship at work here, as it seems that promoting learner

autonomy leads to collaborative awareness, while such collaboration might in turn lead to

stronger learner autonomy. In this adult class, each member's self-directed awareness and

responsibility were crucial building-blocks for collaborative awareness and establishing a sense of

community in the class. Moreover, such learner development affected my metacogntive
awareness and autonomy as a teacher-educator as well as a Japanese language teacher.

It occurs to me also that there are various manners and degrees of learner autonomy which

are expressed, or not expressed as actual observable classroom behaviours, and which exist

according to the situation. Further, learner autonomy should not be considered only within the

classroom learning context but it should be extended to include time spent outside the classroom

as well. The matter at issue is the means by which classroom learning can be made most effective

for the learners' self-development, and in any given instance this will be related to the nature and

extent of the teacher's professional development. Therefore, I think awareness is connected to

both learner autonomy and teacher autonomy (Figure 3). Depending on the context, the real

issue for teachers is to ask themselves in what ways they can make learning effective for their

students, and in so doing, put the focus on learning rather than teaching.
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[Figure 3: Learner Development <==>Teacher Development Model]
Learning Community

Learner Development

I

Learner Autonomy

I

Metacognitive Awareness

I I

Metacognitive Knowledge + Metacognitive Strategies

I

Self-directed Awareness <-> Collaborative Awareness

I

Learning Process 1

Classroom Learning Planning Monitoring Evaluating Life

I

Reflections
1

Classroom Teaching Professional Development Life

I

Self-directed Awareness < > Collaborative Awareness

I

Metacognitive Knowledge + Metacognitive Strategies

I I

Metacognitive Awareness

I

Teacher Autonomy

I

Teacher Development

Learning Community

Further implications

Discussions on the meaning of learner autonomy and teacher autonomy have been exciting in

recent years. Making clear definitions of learner autonomy and teacher autonomy will lead us

toward deeper consideration and maybe greater understanding of our classroom learning and our

role as teachers. In my view, a true test of teacher autonomy is the ability of teachers to be aware

of their students' needs, and the means by which teachers are able to support learner autonomy

within the learners' minds. As teachers we should always reflect on and be aware of the content

and the presentation of our teaching from the learners' viewpoint. Probably, such self-directed

awareness will confirm our belief in the need for collaboration and through the access to the

ideas of others afforded by collaboration, our reflective awareness will be enhanced. Teachers

and students are both learning together but they have different views of the learning process, and
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10 Miyuki Usuki

this connection between teachers and students extends also to their respective self-growth. So,

for this reason, learner autonomy and teacher autonomy should be considered as mutually

interdependent.

In this paper, from my practice of Japanese language teacher education, I discussed the

manner in which metacognitive awareness was raised, and what resultant effects occurred for

both the learners and myself. I feel that this kind of interaction between theory and practice will

be needed more and more in future to improve the quality of both. Actual classroom research by

teachers themselves will become increasingly important in order to better understand learner

autonomy and teacher autonomy.

Notes

This paper was presented in 9th IALS Symposium for language Teacher Educators,
"Autonomy in Language Teacher Education" on 15th November, 2001 in The University of

Edinburgh, Edinburgh, Scotland, UK and will be appeared in the CD-Rom IALS Symposium

publication.The presentation was supported by Hokuriku University Research Grant.

Reference

Barfield, A. et. al. forthcoming. 'Exploring and defining teacher autonomy'. In Developing Autonomy.
Proceedings of the College and University Educators' 2001 Conference, Shizuoka, Japan. Tokyo: The Japan
Association for Language Teaching.

Dickinson, L. 1992. Learner Autonomy 2: Learner Training for Language Learning. Dublin: Authentik.

Holec, H. 1981. Autonomy and Foreign Language Learning. PergamonPress.

Little, D. 1991. Learner Autonomy 1: Definitions, Issues and Problems. Dublin: Authentik.

McGrath, I. 2000. 'Teacher autonomy'. In B. Sinclair, I. McGrath, and T. Lamb (eds) Learner Autonomy,
Teacher Autonomy: Future Directions. London: Longman.

Smith, R. 2000. 'Starting with ourselves: Teacher-learner autonomy in language learning'. In B. Sinclair, I.
McGrath, and T. Lamb (eds.). Learner Autonomy, Teacher Autonomy: Future Directions. London: Longman.

Vieira, F. 1999. 'Pedagogy for autonomy: teacher development and pedagogical experimentation an in-
service teacher training project'. In D. Crabbe and S. Cotterall (eds) Learner Autonomy in Language Learning:
Defining the Field and Effecting Change. Frankfurt: Peter lang, pp.149-58.

Wenden, A.L. 1998. 'Learner Training in Foreign/Second Language Learning: A Curricular Perspective for
the 21st Century'. ERIC Reproduction Services ED416 673.

Wenden, A.L. 2001. `Metacognitive knowledge in SLA: the neglected variable'. In Breen. MP. (ed.). Learner
contributions to language learning. Longman.

12
260



U.S. Department of Education
Office of Educational Research and Improvement (OERI)

National Library of Education (NLE)
Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE
(Specific Document)

I. DOCUMENT IDENTIFICATION:

Pi- 02-7,2-.10

J

Title: ke)co.c_ori--cA(A)-t amrtoreAN/44 14 WI -EL, .uL, 2Lc4 &re 6111/WW G144.1

GePAraAr4 <aba-w ckro-wqrwti

Author(s): .Aiy&\i aAtAkc-i

Corporate Source:

w ,0V--tiWk.V.--v,

r

Wwl Vf4(471

Publication Date:

=

II. REPRODUCTION RELEASE:

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the
monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy,
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if
reproduction release is granted, one of the following notices is affixed to the document.

If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom
of the page.

The sample sticker shown below will be
affixed to all Level 1 documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS

BEEN GRANTED BY

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Level 1

Check here for Level 1 release, permitting reproduction
and dissemination in microfiche or other ERIC archival

media (e.g., electronic) and paper copy.

Sign
here,-)
please

The sample sticker shown below will be
affixed to all Level 2A documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN

MICROFICHE, AND IN ELECTRONIC MEDIA
FOR ERIC COLLECTION SUBSCRIBERS ONLY,

HAS BEEN GRANTED BY

2A

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Level 2A

.

Check here for Level 2A release, permitting reproduction
and dissemination in microfiche and in electronic media

for ERIC archival collection subsaibers only

The sample sticker shown below will be
affixed to all Level 28 documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN

MICROFICHE ONLY HAS BEEN GRANTED BY

23

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Level 2B

7
Check here for Level 28 release, permitting

reproduction and dissemination in microfiche only

Documents will be processed as indicated provided reproduction quality permits.
If permission to reproduce is granted, but no box is checked, documents will be processed at Level 1.

I hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this document
as indicated above. Reproductio'n from the ERIC microfiche or electronic media by persons other than ERIC employees and its system
contractors requires permission from the copyright holder. Exception is made for non-pnqfit reproduction by libraries and other service agencies
to satisfy information needs of educators in response to discrete inquiries.

Signature:

Ki2iato T04.02a.
Printed Name/Position/Title:

Keiko Tokuho Mss;sfarrt-
Organization/Address:

\AOVIik VAA
yo9 oice

yak AcklAw-a--V,L:\

Telephone:
-rRt

E-Mail Address:

11,0 -t LSI

F41-t'
Date: A , I

1111. t / 02-
(over)



III. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):

If permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source, please
provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is publicly
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more
stringent for documents that cannot be made available through EDRS.)

Publisher/Distributor:

Address:

Price:

IV. REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER:

If the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and
address:

Name:

Address:

troV--tAkik\c-v, Wm.) Vif

<oQtyor-04-

VOvv-eci-OvW0 1.61, k2A

V. WHERE TO SEND THIS FORM:

Send this form to the following ERIC Clearinghouse:

OUR NEW ADDRESS AS OF SEPTEMBER 1, 1998

Center for Applied Linguistics
4646 40th Street NW

Washington DC 20016-1859

However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, return this form (and the document being
contributed) to:

ocessing and Reference Faci
0 West Street, 2nd Floor

Laure , ryland 20707 8

Telephone: 7.4080
Toll Fr 800-799- 2

: 301-953-0263
mail: ericfac@ineted.gov
: http://ericfac.piccard.csc.com

EFF-088 (Rev. 9/97)
PREVIOUS VERSIONS OF THIS FORM ARE OBSOLETE.



U.S. Department of Education
Office of Educational Research and Improvement (0ERI)

National Library of Education (NLE)
Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE
(Specific Document)

I. DOCUMENT IDENTIFICATION:

FA d-7 d-024

ERIC

Title:

Nie-t& fiyy r&We'Q4± 14. ( ft. tefAtex,,, e.elAcedt-A,
Umiktiv

A 1141 n1Artwt5 -CeAd-W
Author(s):

Corporate Source:

Vak JUti efg)t 64Ark4 kAAAAv-eA'ct

Publication Date:

ktvvc-L
REPRODUCTION RELEASE:
In order to disseminate as widely as possible timely and significantmaterials of interest to the educational community, documents announced in themonthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy,and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, ifreproduction release is granted, one of the following notices is affixed to the document.

If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottomof the page.

The sample sticker shown below will be
affixed to all Level 1 documents

1

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS

BEEN GRANTED BY

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Level 1

,

Check here for Levet 1 release permitting reproduction
and dissemination in microfithe or other ERIC archival

media (e.g.. electronic) and paper coPY.

The sample sticker shown below will be
affixed to all Level 2A documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN

MICROFICHE, AND IN ELECTRONIC MEDIA
FOR ERIC bOLLECIION SUBSCRIBERS ONLY,

HAS BEEN GRANTED BY

2A

0
TO THE EDUCATIONAL RESOURCES

INFORMATION CENTER (ERIC)

Level 2A

Check here for Level 2A release, permitting reproduction
and dissemination In microfiche end in electonic media

for ERIC achlvel collection subscribers only

Documents will be processed as indicated provided reprodudion quality permite.
If permission to reproduce is granted, but no box Is checked, documentswill be processed at Level 1.

The sample sticker shown below will be
affixed to all Level 28 documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN

MICROFICHE ONLY HAS BEEN GRANTED BY

2B

cogt

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Level 2B

Li
Check here for Level 28 release, permitting

reproduction and dissemination in microfiche only

I hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this documentas indicated above. Reproductidn from the ERIC micmfiche or electronic media by persons other than ERIC employees and its systein
contractors requires permission from the copyright holder. Exception is made for nonprofit reproduction by libraries and other service agenciesto satisfy information needs of educators in response to discrete inquiries.

Sign signature

here,-)
organ

1 0 AA
please A 1,

V
-
I
vt, Lui,,AveA(41

T

4. , , , , 11
i

11CtIv`' cii,o,ur

Printed !earns/Position/Dile:

1k/A k, 4a. utsAL:t
C. 5 01(

E-Mail

taA U.at,

-pa

(over)



III. DOCUMENT AVAILABILITY INFORMATION. (FROM,NON-ERIC SOURCE):

If permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source, please
provide the following information regarding the availability of the document. (ERIC will not announce.a document unless it is publicly
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more
stringent for documents that cannot be made available through EDRS.)

Publisher/Distributor.

-c3At'tiv

'ca.Ayock0-0V-0- Vovv44-6"^irA"
Address:

Price:

IV: REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER:

If the right to ,grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and,
address:

Name:

Address:

V. WHERE TO SEND THIS FORM:

Send this form to the following ERIC Clearinghouse:

ERIC Clearinghouse on

Languages & Linguistics
4846 40TH St NW

WASHINGTON, D.C. 20016-1859

However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, return this form (and the document being
contributed) to:

ERIC Processing and Reference' Facility
-4100 West Street, 2n° Flair
Lauret-Maryland 207074598

Telephone: '314497-4080
Toll Free: 800-79973742

FAX: *I -953-0263v, -
e-mail: eticfac@lneted.gov,

WWW: http://ericfac.piccard.csc.cOnv*.t

EFF-088 (Rev. 9/97)
PREVIOUS VERSIONS OF THIS FORM ARE OBSOLETE.


