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Abstract

This study examined the motivational orientation of Japanese college students who self-
selected to study English. Self-determination theory (SDT) was used as the theoretical base.
Semi-structured retrospective interviews were conducted with 35 EFL college students in
order to identify their motivation at the beginning of their college English courses and
motivation changes that occurred over the semester. A qualitative analysis of audio-recorded
interviews demonstrated that a combination of intrinsic and extrinsic motivation is important
when starting college English courses. In some cases, however, a strong single motivation
type also played a prominent role. For continuing foreign language learning, maintaining the
combination of self-determined motivation (both extrinsic and intrinsic) is crucial, but the
effect of a strong single type of motivation disappears. The analysis also suggested the
possibility that intrinsic motivation can be enhanced by course contents and teaching
approach; however, no clear method for enhancing the “internalization” of extrinsic regulation
was found. Moreover, our findings pose the possibility of the developmental nature of
motivation, which SDT does not support.

Key Words: motivation, orientation, self-determination theory, English as a foreign language
(EFL), selective courses

I. INTRODUCTION

In Japanese secondary schools, foreign language (FL) classes are mandatory and English
is the most dominant foreign language. After graduating from secondary schools, students are
not required to study English as intensively as they were at the secondary level; nevertheless,
most universities and colleges require a few English courses to complete the curriculum.
Some students, however, choose English as a primary focus. At the college the authors are
engaged in English language teaching, English learning is totally selective. Students can
complete the curriculum without taking any English courses, but more than half elect to take
one or more English courses per semester and 10 to 15% take more than five English courses,
even though the department does not specialize in English studies.

To understand why these students choose to study English as their primary interest, we
used L2 motivation theories that focus on orientation or learning goals. Since L2 motivation

35



research was initiated in Canada based on social psychological constructs, motivational
theories with broader psychological perspectives have been applied to ESL/EFL research
(Dornyet, 2001, for review) and a large number of empirical studies have been conducted to
support these theories. Despite the conceptualization of these broad perspectives, motivation
driven by orientations for language learning is still considered crucial for successful L2
acquisition.

II. BACKGROUND OF THE STUDY

One conceptualization, which has received a considerable amount of attention in
motivation psychology, is the intrinsic/extrinsic motivation construct in the self-determination
theory (Deci & Ryan, 1985; Ryan & Deci, 2002). Intrinsic motivation concerns the state of
doing an activity out of interest or inherent satisfaction, and extrinsic motivation refers to the
state of doing an activity driven by some other goals rather than interest in the activity.
Intrinsic and extrinsic motivation are not dichotomous, but rather represent points on a
continuum of self-determination—students’ motives can be placed on the continuum between
intrinsic (self-determined) and extrinsic (less self-determined) forms of motivation. Higher
degrees of self-determination are more likely to enhance learning. When there is no intention
to learn or work, one is regarded as “amotivated”, which is the nonself-determined form of
motivation.

Figure 1 illustrates the continuum of self-determination and types of motivation and
regulation. Extrinsic motivation is divided into four subtypes of regulations according to the
extent to which the learner internalizes the goals of learning (see Ryan & Deci, 2002 for
detailed description of each regulation). In addition, Vallerand (1997) proposes three subtypes
of intrinsic motivation: knowledge (desire for exploring new ideas and knowledge),
accomplishment (attempt to achieve a goal) and stimulation (excitement in performing a task).
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Figure 1. Types of motivation and regulation (Ryan & Deci, 2002, p.16)

Traditionally, intrinsic motivation has been considered to enhance learning, whereas it was
supposed that extrinsic motivation had only a negative influence on learning. Research
conducted on FL learning showed that interest in English learning was enhanced with
increased intrinsic motivation (e.g., Ramage, 1990; Tachibana, Matsukawa, & Zhong, 1996).
Chihara and Oller (1978) reported that intrinsic motivation and integrative motivation were
seen important by Japanese EFL students while instrumental motivation was not supported by
them.

However, recent research in the Japanese EFL context has demonstrated that extrinsic
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motivation also plays a role if extrinsic regulation is seen as personally important to the
student. Koiso’s (2005) survey on Japanese adult learners suggested that distinct intrinsic
motivation, occurring simultaneously with the enjoyment of learning and distinct extrinsic
motivation, driven by the perception of usefulness of learning, were necessary for continuing
and resuming the study of English. Ueda (2004) found that Japanese university freshmen lost
interest in learning English when they did not see the necessity for learning. This suggests
that maintenance of extrinsic motivation may lead to continuous volition for learning. Hayashi
(2005, 2009) traced motivational changes of university and high school students and
demonstrated that self-determined extrinsic motivation in “tandem” with intrinsic motivation
enhanced the English learning. Thus, a combination of intrinsic and extrinsic motivation plays
an important role in optimal learning conditions.

The present study was inspired by college students who chose to extensively study
English and continue their learning despite the fact that English was not required to complete
the curriculum. What is the difference between those who continue to study English and
those who quit or reduce their number of English courses? Do intrinsic and extrinsic motives
distinctively or collectively influence learning? Are there any social influences that enhance
learning? The purpose of this study is to examine:

1) college students’ motivational orientation for learning English when the decision to

continue to study was self-imposed,;

2) changes in motivational orientation during the first semester and how these changes

affected learning.

III. METHOD
1. Participants

A total of 35 students in their second year in the department of liberal studies at a private
junior college participated in the study. They were all female, and 31 initially focused their
college studies on English; 4 focused on business studies, but took many English courses
during the first semester of the first year at college.

The 35 students were categorized into two groups: 29 students whose motivation was
strong enough to take as many as eight or nine English courses in the first semester; and 6
students whose motivation was not as strong as the other group and who ended up taking
only a limited number of English courses. The data of those 29 students were used for the
main analyses. The data from the 6 students were used as the comparison group (Group 3).

The 29 students used for the analyses were further categorized into two groups: 19
students maintained their motivation and focus all through the second semester; and 10
students reduced or lost their motivation and took half as many or fewer English courses in
the second semester. The former group is referred to as Group 1 and the latter is Group 2 in
this study.

2. Interview

Semi-structured retrospective interviews were conducted with the students to collect data.
The interview was designed to identify the students’ orientation towards learning English
during the first semester at college and how this orientation changed over the first half of the
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academic year.

During the interview, each student was asked questions adopted from the scales used by
Noels, Pelletier, Clement and Vallerand (2000). The questions were designed to assess
amotivation; three types of extrinsic motivation (external, introjected, and identified
regulation); and three types of intrinsic motivation (knowledge, accomplishment, and
stimulation)'. Three questions were designed for each motivation type and were used during
the interview. The Japanese version of the interview questions was prepared based on work
done by Tanaka and Maeda (2004) (see Appendix).

Each student was also asked to give information about her personal study history,
experiences abroad, and social contexts such as influence of friends, instructors, course
contents, and teaching approach over her course selection. These social contexts were
included to determine how these factors affected the students’ motivation.

3. Procedure

Each student was interviewed by one of three interviewers (instructors) during
extracurricular time. Each interview was thoroughly conducted in Japanese and took
approximately 20—30 minutes. The interviews were audio-recorded and later qualitatively
analyzed. A sample interview video was used to establish a consensus among the interviewers
about how to conduct the interviews.

4. Analysis
Each interviewer completed an information sheet for each interviewee. Responses to the
questions and other information or comments were organized on the individual information
sheet, in which the strength of each motivation subtype was rated as “strong”, “moderate”,
“slight” or “none” according to the participant’s own ratings during the interview and other
comments were written with the rating. All information sheets were then examined by each of
the three interviewers and qualitative analyses were conducted.
The results were further examined to see:
1) if there were any particular motivation types or other factors that enhanced the
students’ focus or interest in studying English;
2) if there were any significant changes in motivation types or other factors over the
semester.

IV. RESULTS
1. Overall Tendency

The interview results suggested that the 29 students who registered many courses for the
first semester mostly shared a tendency that they had moderate or higher intrinsic motivation,
especially for accomplishment or stimulation, and strong external regulation and/or strong
identified regulation. The tendency shown in Table 1 was typical. Student 6, for example,
stated that she felt a strong sense of accomplishment while studying English
(IM-accomplishment) and felt her parents or teachers had high expectations (EM-external
regulation). Student 14 stated that she had a strong desire to be fluent in English
(EM-identified regulation) and she reported that being in an English-speaking environment
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was very stimulating (IM-stimulation).

Table 1. Students with typical overall tendency

S Extrinsic Motivation Intrinsic Motivation
dext Externlal Introjec'ted Identiﬁfed Reowledge Accomplish- Semidatiog
Regulation Regulation Regulation ment
6 © A O O @) O
14 VAN O © VAN O ©
O :strong O :moderate 2 :slight X :none

On the other hand, a few students had weaker intrinsic motivation than other students. It
was assumed that these students had one particular motivation that was strong enough to
encourage participation in many English courses. Student 21, for example, as seen in Table 2,
had strong EM-external regulation. She wanted to pass an English exam that would facilitate
her transfer to a 4-year-university after graduating from junior college. Student 23, meanwhile,
had a strong desire to be fluent in English (EM-identified regulation), which influenced her
decision to take many English courses.

Table 2. Students with weaker intrinsic motivation

B Extrinsic Motivation Intrinsic Motivation
u-
External Introjected Identified Accomplish- = .
dent ) PELE e Knowledge LOIpS Stimulation
Regulation Regulation Regulation ment
21 O O A A X A
23 5 O @ paN X X

The students in Group 3, in comparison, shared a tendency that they had slight
EM-identified regulation, moderate IM-accomplishment, and hardly any IM-stimulation.
Although they had some intrinsic motivation, they didn’t have enough amount of external
motivation to encourage participation in many English courses.

It was widely observed that the status seen in April was well maintained or reinforced over
the semester in Group 1. The reinforcement is mostly seen with identified regulation or
intrinsic motivation, and less often with external regulation. As seen in Table 3, Student 8
increased EM-identified regulation during the first semester. Five of 19 students in Group 1
reduced EM-external regulation during the first semester, yet they continued to take as many
courses in the second semester as in the first semester. It was observed that all those students
maintained or improved the rest of the motivations over the semester.
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Table 3. Students with maintained/reinforced motivation

- Extrinsic Motivation Intrinsic Motivation
u.
External Introjected Identified Accomplish- ; ;
dent
Regulation Regulation Regulation Rnopicous ment Surhulatien
X — X O—=A O—-0 ©—-0 ©—-0 ©0—+0
O - . A — A O—=0 A=A O—=0 A=A
13 VAR RS X = A O—-0 O—-0 -0 0O—-0

April = September

Two distinct patterns were observed among the students in Group 2 over the semester.
First, as shown in Table 4, EM-external regulation was lost for some students when the
original purpose for studying English disappeared. This resulted in amotivation or a decrease
in overall motivation. For example, Student 20, who started studying at college, hoped to join a
homestay program (external regulation). When she decided not to join the program during
the first semester, she totally lost her motivation to study English. This strong amotivation
further caused her to reduce the number of English courses for the second semester. The

career plans of Student 26, meanwhile, completely changed and were no longer English-
related, resulting in amotivation.

Table 4. Students with amotivation

st Extrinsic Motivation Intrinsic Motivation
u-
Amotivatio i i ~c ish-
dent vation Extern.al IntrOJec'ted Identlﬁ.ed Knowledge Accomplish Stimulation
Regulation | Regulation | Regulation ment
20 x = O O — x X — X O =1 PANESYAN N — X O — O
26 x = 0O O — A~ AN — X O = A AN O — x VANEIPY

Second, some students developed interests in areas other than English during the first

semester and then prioritized these new interests during the second semester. However, this
shift in interest did not result in any significant decrease of motivation as shown in Table 5.
Presumably, these students reduced the number of English courses during the second

semester because they took other courses, not because they lost motivation.

Table 5. Students who changed their study interests

& Extrinsic Motivation Intrinsic Motivation
u.
Amotivation 1 I jec i Acc lish- . .
denit Extern.a Iltl‘O]CL.ted Identlﬁ.ed Knowledge ccomplis Stimulation
Regulation | Regulation | Regulation ment
23 X — X A= A O—0 O —0 A — A X — A X — X
27 X = X X — X O—-0 A= O O—-0 ©—0 O—-0

2. Results for Each Motivation Type
We examined each motivation type in the first semester and the changes that occurred

over the semester in Groups 1 and 2. The data of Group 3 were used for comparison with the
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former two groups. Table 6 shows the degree of motivation seen in Groups 1 and 2 in April
and in September and also describes how they changed over the time period.

Table 6. Profile of students’ motivation in each regulation type

Group 1
L EM-External EM-Introjected EM-Identified . . .
Stu- Amotivation Regulation Regulation Regulation IM-Knowledge IM-Accomplis hment IVES timulation
deit Apr. : Sept. | Apr. | Sept. Apr. i Sept. | Apr.  Sept. | Apr. : Sept. Apr. Sept. Apr. i Sept.
1 X X X A A A o | © o : © © A © : ©
2 X X X X X X ®) [®) A A o o O O
3 X X A (®) X X @) © © © © © [©) ©
4 X X X X A A A A o o @) @) © ©
5 X X © X o (@) o © o €] &) © (@] ©
6 X X © © A A ®) @) @) © © © [®) o
7 X X A A A A © © A A © © (@) O
8 X X X X o A ®) © © © © o © [©)
9 X X @] A A A (@) o A A O o A A
10 X X X X A A © © o o © ©] © €]
11 X X o o (@] o 9 @) © © © © © ©
12 X X [®) A o (@) ©) © A © A @) (@) ©
13 X X A X X A O © (@] © @) © o ©
14 X X A A o o © © A A o O © ©
15 X X A A X X @) o [®) o o o © ©
16 X X A X X X @) o @) o © © o (®]
17 X X X X X X (@) O © © © © X A
18 X X X X A A A A A A o o X X
19 X X % X X 5 [@) @) X X A © X [e)
Group 2
EM-External EM-Introjected EM-Identified
St Amotivation Regulation Regulajﬁon Regulation M Knowledge IMEAccompllsh IMES
dent Apr. Sept. Apr. | Sept. Apr. i Sept. Apr. . Sept. Apr. | Sept. Apr. | Sept. Apr. i Septl
20 X © @) X X X ©_ i A A A A X © (®)
21 X X © (@) o @) A A A A X X A A
22 X © X A X X 74y X © o D A ] (@)
23 X X A A o [©) © © A A X A S x
24 X o) A @) A A o x © © o o X X
25 X X A X A A © © X A A X © A
26 X o © A A X O A A X [e) X A X
27 X X X X O ] A (@) @) O [©) (€} ®) ©
28 X X o (@) o @) A o A A A A (®] O
29 X A X X X X @] A @] &) o X X X
©Strong OModerate ASlight X None
Amotivation

While no amotivation was found in either Group 1 or Group 2 at the beginning of the
semester, amotivation was seen in half of the students in Group 2 after the first semester. The
majority of those with amotivation stated that they had lost their interest in participating in the
homestay program, which required a large number of English courses. Some replied that they
were unable to achieve the results they had expected. Losing either strong EM-external
regulation or a sense of achievement resulted in amotivation.

Extrinsic Motivation

EM-external regulation was found in more than half of the students in both Groups 1 and 2
at the beginning of the semester. Besides the pressure from their family and/or teachers,
these students perceived learning English as a means for acquisition of qualification and some
anticipated it would provide them better job opportunities. After the first semester, as stated in
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the Overall Tendency section, some decreases were found in Group 1, which was the most
notable decrement in this group. In Group 2, decrease was found in 4 of 10 students. Any
improvement of the rest of motivations seen in the students with decreased EM-external
regulation in Group 1 was not observed among those 4 students in Group 2.

EM-introjected regulation was found in more than half of the students at minimal to
moderate levels. These students maintained this type of motivation after the end of the
semester and no prominent changes were observed.

EM-identified regulation was found in all the students in both Groups 1 and 2 at the
beginning of the semester. These students hoped “to be the kind of person who can speak
more than one language” and “to be the kind of person who can speak English.” Intriguingly,
this type of motivation, although much weaker, was also found in all of the students in Group
3. The differences between Groups 1 and 2 were remarkable by the end of the semester.
Decrease in this type of motivation was found in half of Group 2, whereas no decrease was
found in Group 1. As a whole, Group 1 increased in EM-identified regulation over the
semester.

Intrinsic Motivation

IM-knowledge was found in most of the students in both Groups 1 and 2 at the beginning
of the semester, and the overall degree of this motivation in Group 1 was stronger than Group
2 after the semester. In the first semester, Group 1 placed value on “developing knowledge of
culture and people” and “exploring new ideas.” On the other hand, Group 2 thought the
former was more important and had less interest in the latter. After the semester, slight
increases and decreases were found in Group 2, while Group 1 maintained or increased in this
type of motivation and showed no decrease.

IM-accomplishment was strongly felt by all except two students in Group 1 at the
beginning of the semester, while only four students in Group 2 had such feelings. As a whole,
Group 1 possessed IM-accomplishment at the highest levels, followed by Group 3. After the
end of the semester, the overall difference in the degree of this motivation was more
significant between Group 1 and Group 2. In general, Group 1 maintained this type of
motivation at fairly high levels. Student 1 and Student 8 with decreased IM-accomplishment
gained internalized external motivation; for example, Student 1 remarked “because I am not
satisfied with my progress, I study English harder to achieve my goals.” These students
retained a positive attitude toward studying English. Group 2 reduced or did not improve this
type of motivation. Some of the students expressed dissatisfaction with course contents, which
contributed to the reduction in IM-accomplishment.

IM-stimulation was found among more than half of the students in Groups 1 and 2 at the
beginning of the semester. Overall, the former group’s motivation was much stronger than the
latter’s. About 80% of those with this motivation stated that they were excited to hear English
spoken especially by native speakers, and showed a desire to have a comparable command of
the language. After the semester, increases and decreases were found among some of the
students in both groups, but it was not a critical change.
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3. Influence of Social Contexts

The factors with the greatest impact on the students’ motivation were course contents and
teaching approach. The effectiveness of specific contents and approaches cannot be
determined, since each student had a personal preference. Nevertheless, for some students,
particular course contents and/or teaching approach affect IM-accomplishment and/or
IM-stimulation. Thirty percent of the students thought friends influenced their motivation and
60% thought instructors were influential.

V. DISCUSSION

The present study has shown that the combination of intrinsic and extrinsic motivation
plays an important role in a student’s decision to self-select English in college. Students who
chose to extensively study English had stronger overall motivation, compared with those who
took much fewer English courses. Intrinsic motivation should not be necessarily high in this
circumstance, but the support of extrinsic motivation is essential. The students in Group 3
who had registered for a small number of English courses had as high IM-accomplishment as
the participants in Group 1, but this type of motivation alone was not strong enough to
encourage these students to take as many courses as those in the other two groups.

Another pattern of strong motivation as a single extrinsic regulation had a positive impact
on students’ English course selection. Although students with this characteristic represent
only a small portion of the entire participant group, this pattern points to the significance of a
single extrinsic regulation. A strong sense of one particular goal can be a general motivating
force for starting extensive learning (see Table 2). The power of one particular type of
extrinsic regulation could compensate for the lack of the other types of motivation.

The difference between the continuing group (Group 1) and the discontinuing group
(Group 2) in the second semester was substantial in terms of the maintenance of intrinsic
motivation, particularly accomplishment, and EM-identified regulation. Many students in the
continuing group maintained or reinforced moderate or higher intrinsic motivation and
EM-identified regulation, indicating that students who are inclined to higher self-determined
regulations at the beginning of the program will continue their learning if they can sustain or
reinforce both the excitement of learning and the internalized reasons to learn.

We saw a perplexing result for the independency of external regulation and more self-
determined regulation types (i.e., identified regulation and intrinsic motivation). There was a
noticeable difference between the continuing and discontinuing groups in terms of the loss of
external regulation. If more self-determined regulation, such as identified regulation and
intrinsic regulation, are sustained, as seen in Group 1, change in EM-external regulation does
not affect the overall passion for continued learning. Highly self-determined motivation and
external regulation are independent in this regard.

On the other hand, if the student cannot maintain or increase self-determined motivation,
the loss of external regulation drastically affects the magnitude of overall enthusiasm for
learning in a negative direction, as seen for Group 2. In particular, the decrease in intrinsic
motivation was prominent. In most cases, amotivation occurs along with the decrease of
external regulation and other self-determined regulations. This may be evidence that the two
types of motivation—self-determined and non-self-determined—are correlated.
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These conflicting influences of the loss of external regulation may be due to the fact that
IM-accomplishment was stronger in the continuing group than in the discontinuing group
even at the beginning of the first semester. There were no other regulation types in which the
students showed such a clear difference between the groups. Focusing on those who
decreased EM-external regulation across the two periods, we see a more marked tendency
that students in the continuing group maintained relatively high IM-accomplishment or
increased it, whereas those in the discontinuing group decreased IM-accomplishment or did
not have it across the year.

The fact that the continuing group in the present study sustained or increased
IM-accomplishment begins to clarify the question of how teachers or other social factors can
enhance the intrinsic motivation of students. Many of the students in the continuing group felt
that their sense of accomplishment and stimulation was enhanced by the course contents and
teaching approach (a communicative approach is practiced in most English courses at the
college).

As Deci and Ryan (1985) stated, one can be more self-determined if one has the
opportunity to experience a sense of autonomy (being the origin of one’'s own behavior),
competence (having a sense of accomplishment) and relatedness (feeling connected with
others) as the fundamental needs for self-determination. The students in the continuing group
were satisfied with the feelings of competence during the semester and expected to have
similar feelings during the next semester. Thus, course contents and teaching approach can
influence intrinsic motivation. There is no clear evidence that Group 1 felt a sense of
autonomy or relatedness together with competence. Yet, we could infer that they experienced
the fulfillment of the two needs. The students were already autonomous in the selection of the
courses because all English courses were optional. They also may have felt relatedness since
some students mentioned the positive influence of friends (connectedness to others).

The perplexity of the relationship between external regulation and self-determined
regulation discussed above could give inspiration to the argument that the motivation
construct represented by the continuum of regulations may have a developmental nature.
SDT does not suggest that one can develop toward a more self-determined level of motivation
on the continuum. However, quoting several empirical studies and his own research data,
Hayashi (2006) discusses the interplay (bidirectional causation) between extrinsic and
intrinsic motivation. Most of the continuing students with decreased EM-external regulation
did not show decreases in other types of self-determined motivation, suggesting that external
regulation was internalized into the self and developed into identified regulation, which did
not happen for discontinuing students.

VI. CONCLUSION
Some of the findings of the present study correspond with previous studies on EFL
motivation. The combination of intrinsic and extrinsic motivation is crucial for establishing a
level of motivation sufficient for starting and continuing to learn English. External regulation
can be beneficial at the beginning of learning, but the effect decreases as learning progresses.
If loss of external regulation occurs during learning, continued learning is jeopardized.
Research issues should be considered in future studies. First, course content and teaching
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approach may play key roles in changing motivation. We could find no evidence to suggest
how EM-identified regulation is increased or maintained. This leads to the question of how
students can internalize their goals or needs in order to become more sel-determined in 1.2
learning.

Second, the reason for the observed difference in the change in IM-knowledge between
the continuing and discontinuing students is not clear. The inclination of the continuing group
toward linguistic knowledge and that of the discontinuing group toward cultural knowledge
may indicate that developing interest in improving linguistic competence can help the student
to sustain volition for FL, but we could not determine the reason for this phenomenon.

Finally, the argument that the motivation construct may have developmental
characteristics should be further developed. The SDT conception of the non-developmental
nature of motivation can be challenged. We need further studies with a design that can
identify how students’ less self-determined motivation disappears and more self-determined
motivation is constructed instead.

NOTE

1. There are four subtypes of extrinsic motivation in Ryan and Deci’s (2002) original form of
the self-determination continuum. Based on earlier studies of motivation in education, Noels
et al. (2000) suggests that integrated regulation is difficult to distinguish from identified
regulation. We omitted the last subtype, integrated regulation, from our analysis.
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Appendix
Interview questions: Reasons to study English

Amotivation

1. EEFEZTAHMAD, B EWNSZS2nwhs, (HEFEE LAV

2. WEEEFEHELTY, BFHOBBRO L )ICEZ A6, (HEFEELE LAV
y)

(
3. HAERPAR S THHRES VDS, (HEXEEZ LV
NEWEMED (T - 410958% (EM-external regulation)
4. FEFRERET A LA IR TVLEE S 25
5. 1k, wofFREIIHE w2
6. fEFEICHNHL, BBEZETIOFEBEEZVLS
HEMEMES T - B ANTAE (EM-introjected regulation)
7. BAICE ST, BHERAL V) OIIREIFELLOE05
8. WAEEMN LRI KNEEBETHE LRV ERTALVLRS
9. FEFECHVHISTVDED, FEIHZLEI 2D
HNENEE DT - F—1RFEE (EM-identified regulation)
10 SHEFEZ D2 TH 123 L L9122 2uns
11. HNEGEOFHEPBEOREII DR D5
12 BFEEHER B LI ANIRD20ns
ARIEE DS - FEE (IM-knowledge)
13, #EFEOLFIIDWTENEZLEFHMIONPEL VRS
4. PIDTRILL DL E, WETINH
15. FFEEDOAA R, HOOAF R OVTHLZOBELV2S
AFERIEME DS - ZEK (IM-accomplishment)
16. KFEPTEDL LI R TWLEELLHRS
17. GETORL Do HERSENDLLL I I > TL2OME L Vn s
18. HEFEOH L VIEENTE L L ZDOWERE BV AL
AIFEREME D (T - ®E (IM-stimulation)
19. EEVFEINTVE0EHCE, 7277 LTL 505
20. WRETRIHAEEZLTVBE, BLLTFFFF405
2. AT ATOADPEEEZFLTL20%MERBLLLE05
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