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CHAPTER ONE

In teaching the mentally handicapped there are divergences
of opinion between 1) "enrichment" approaches, 2) methods
dominated by preoccupations with maturation and stages of

development and 3) highly structured prescriptive teaching

approaches specifying clearly defined learning and
behavioural objectives. For those committed to helping
severely subnormal children overcome their language

deficiencies, the first two of these may present a number

of practical difficulties.

Fenn (1977) has pointed out that wverbally stimulating
environments may be important fuf some severely subnormal
children. But it is undeniable that for children who have
never spoken, or whose language is at best rudimentary
(despite rich and linguistically diverse environmental
modelling), learning experiences which involve more
linguistic variation may not always be beneficial.

"...it seems possible that for some children too much
linguistic wvariety constitutes a source of confusion

and provides a barrier rather than an aid to
linguistic inference. If this is the case "more of
the same™ and "bombardment" with speech will not
improve matters." (p 1)

Again, educational methods influenced by the maturational
theories of Lenneberg (1967) and Piagetian stage-learning
analysis of language and cognition generate a "wait and
see" approach to development such that more time is spent

waiting for language to "emerge" or a particular stage to



"occur"™ than in actively facilitating language learning

through planned intervention.

It seems likely, therefore, that there are periods with
children when didactic, prescriptive teaching, even to the
point of a Skinner-derived direct teaching model, is
essential in moving a child from one stage of language
learning to another, or in moving a child who has become
"fixed" at a particular stage of linguistic development.
(In reality, of course, the issues are more complicated
than the apparently simple choices implied here; the
different positions and their implications will be

analysed in detail in Chapter 2.)

As a class teacher, the present writer was faced with a
group of severely subnormal children of vastly different
personalities and capabilities, whose language and
communicative skills gave particular cause for concern.
Accordingly, there was little scope for group work and it
seemed that a behavioural approach of highly structured
one-to-one teaching strategies combined with the
T systematic wuse of contingencies of reinforcement would
prove the most efficient way of accelerating laﬁguage

learning in these children.

However, given that individual teaching is expensive 1in
terms of teacher time relative to the conflicting demands
of the individual needs of children and the educational

needs and management of the group, it seemed useful to



demonstrate that this might be feasible in an ongoing
classroom situation for a 'teacher/researcher’. Not
untypically, the author's situation had both favourable
and unfavourable features. Favourable, in that a care
assistant was available in the classroom for most of the
school day and the author had virtually complete control
over the timetable. Unfavourable, in that the classroom
was lacking in\appropriate equipment and materials and the
school’s ethos was inexplicit, relatively undeveloped and
hostile to behavioural methods. (This is discussed more

fully in Chapter 3.)

In this context, the author had become inspired by the
work of Lovaas and his colleagues (1966; 1968), Risley and.
Wolf (1967; 1968) and Sloane, Johnston and Harris (1968);
and the research study began with simultaneous exploration
of the extensive literature and an analysis of the
necessary principles of a language remediation programme,
including the choice between a syntactic or semantically-
based approach. (Again, these issues are discussed in

detail in Chapter 2.)

At the same time as focusing on the development of a
language training programme, subsidiary ideas and
objectives were introduced. These included: 1) the use of
the care assistant as a trainer, 2) the use of video as a
training technique with or without an attending adult, 3?
the design and execution of a cartoon series for language

training purposes. Unfortunately, despite the offer of



funding from a charity, the exigencies of time and lack of
personnel resulted 1in the cancellation of +the cartoon

project.

Finally, given the time and effort required in teaching
language in one-to-one training settings, it is important
to ensure that maximal results are obtained in increasing
children’s language wusage in both training and non-
training environments (Rogers-Warren and Warren, 1980).
Shortly after the commencement of the study, therefore,
the generalisation of tfained language skills became an
additional focus and specific training strategies were
introduced to facilitate and promote the display of new
language learning in mnatural settings. These are

discussed in detail in Chapter 3.

The purpose of +this introduction has been to discuss
. briefly the background to the experimental study. The
language and video training programmes are described in
detail in Chapter 3; the conduct of the study and its

methods of evaluation are explained in Chapter 4.
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Review of the Literature
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Is a normal child language acquisition model different
from a language intervention model?
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language training

Semantics versus syntax in language intervention
Operant procedures in language training
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CHAFTER TWO

Language may not be as clear cut a discriminator  between
animals and humans as has been claimed; nevertheless,

there <can be no doubt that language is a major support

system of thought and action. One of the most severely
handicapping aspects of the severely subnormal is their
language limitations; it is therefore incontestable that

educational efforts to improve their language must be
central to all schooling provided for them. What is much
less c¢clear is which kinds of instruction, stimulus,
exposure and environment are helpful and which are less
so. One ofvthe main purposes of this review is to discuss
the distinctions and the alternatives implied in this

analysis.

~



1 Intellectual and linguistic development in subnormality

Language intervention for the‘ remediation of limited
language in severely subnormal children is a relatively
recent phenomenon. A major reason for this was that the
medical profession, teachers, speech therapists and
parents were primarily concerned with identifying the
underlying causes of deficient language and speéch,
resulting in an emphasis on etiology rather than on the

development of appropriate instructional methods.

Etiological concerns gave rise to the categorisation of
children evidencing atypical language development
according to clinical categories, eg deafness, aphasia or

dysphasia, autism or schizophrenia and mental retardation

(Bloom and Lahey, 1878).

In addition to impaired intellectual and Ilinguistic
functioning, there is general agreement that maladaptive
social behaviour is a distinctive feature of severe
subnormality, often characterised by stereotyped behaviour
such as rocking, finger flicking, headbanging etc and by
communication with the social environment restricted to
crying, screaming, gesturing and inappropriate
vocalisations (See Jordan, 1967; Schiefelbusch, Copeland

and Smith, 1967; Buddenhagen, 1971).

Etiological perspectives on atypical development therefore

assume that deficient language, low 1Q, and inappropriate



social behaviour are inextricably linked and, by
definition, are congenital and inherently determined.
Moreover, a theoretical model attributing intellectual and
linguistic development to inherent factors also assumes
that deficiences in either are irreversible or very
resistant to change. Lenneberg (1967) observed that
language is dependent on "a 'natural language learning
strategy’ that cannot be altered by training programmes"
(p 326). Therefore, unless a child reaches a certain
level of maturational ‘"readiness", the learning of

appropriate language will fail to occur.

Consequently, the provision of opportunities for learning
new conceptual and linguistic skills was not encouraged
and the development of distinctive remedial speech and
language programmes did not appear on the educational
agenda for severely subnormal children, resulting in what
Gray and Ryan (1973) succinctly describe as:
"...educational disenfranchisement in addition to

other problems commensurate with the lack of
language.”" (p.8)

During the 1850s and 1960s, Soviet psychology, British
empiricist and American behaviourist psychology began to
pioneer alternative theoretical perspectives emphasising
the critical role of social, environmental and contextual
factors on the intellectual and linguistic development of

the moderately and severely subnormal.

The Soviet scientist Luria (1958), acknowledging the



theories of Vygotsky, argued that what were traditionally
regarded as "inborn abilities™ such as complex perception,
intelligent memorisation, voluntary attention and logical
thinking, actually represented "complex functional
systems" formed during the long and elaborate process of
the child’s development and interaction with the cultural
and social environment. It was therefore thoughtless to
assume that retardation or behavioural deficits were
directly caused by inborn deficiencies in abstract
thought. Luria proposed, instead, a "causal-dynamic"
approach to abnormal child development entailing a genetic
analysis of neuro-physiological defects and an examination
of their functional consequences, such that "appropriate,
corrective pedagogical methods"™ could be found to act
upon the consequences of the defect rather than upon the

defect itself.

British and American psychologists also directed their
research efforts toward qualitative analyses of the
learning and behaviour of subnormal children and adults.
Their findings indicated that the moderately and severely
subnormal suffer from deficits in attention and cue
selection and from auditory and visual perceptual
impairments. (See, in particular, 0’Connor and Hermelin,
1962.) Moreover, Zigler (1966) found that differences in
performance on concept-switching tasks between normal and
retarded children matched on MA were a result of
individual differences arising from diverse experiential

histories.

10



Zigler hypothesised that subnormal children are
conditioned by prolonged exposure to experiences of
failure, in contrast to the experiences of their normal
peers whose life experiences are,characterised so much
more consistently by success; adding credibility to the
view that the behaviour of moderately and severely
subnormal persons is complex and multiply determined by
environmental and social factors (see Clarke and Clarke,
18543 1959; Tizard, 1860). Furthermore, the propensity of
the subnormal to learn under appropriate conditions of
reinforcement had been noted by the behaviourists
(Spradlin and Girardeau, 1966; Zigler, 1966), leading to
the conclusion that +the intellectual and behavioural
potential of moderately and severely subnormal children
and adults would be maximally realised 1if Dbehavioural
principles and techniques were consistently applied 1in
their educational and living environments. (Major studies
include those of Ayllon and Azrin, 1964; Ayllon and
Michael, 1859; Birnbrauer, Bijou, Wolf and Kidder, 1965;
Birnbrauer and Lawler, 1864; Spradlin and Girard?au,

1866.)

Qualitative analyses of the language of subnormal children
have produced interesting if somewhat contradictory
findings. In 1959, Luria reported that in the
oligophrenic (severely subnormal) child{ the neurological
processes underlying speech are severely impaired, such

that the verbal mediation of thought and behaviour Iis

11



greatly reduced. In the 1959 publication Luria gives no
indication that the linguistic deficits of the severely
subnormal are modifiable, in contrast to his 1958
recommendation for a "causal dynamic" approach to abnormal
child development. The difference in the later paper |is
presumably attributable to its focus on brain damage or to

the newness of the "causal dynamic" approach.

Studies on the use of language as a mediating function
have indicated that the ability of severely subnormal
children to label objects verbally is impaired as a result
of over-attending to the object itself. When they are
forced to verbalise, however, differences between severely

subnormél and normal children disappear, suggesting that

unless verbal labelling is introduced, severely subnormal
children suffer from restrictions of attention (see
Bryant, 19653 1867). These findings indicate that

severely subnormal children differ from normal children in

the uses to which they put their language.

Some studies of language growth;in subnormal children have
revealed developmental sequences similar to those of
normal children but at a slower pace (as in the work of
Lenneberg, Nichols and Rosenberger, 1964; 0’Connor and
Hermelin, 1962). One of the most detailed studies of the
language behaviour of subnormal children was conducted by
Lackner (1968). The experimental group resided in the MIT
research centre for eight weeks where their spontaneous

speech was recorded three times per day. Lackner randomly

12



selected 1000 sentences for each child and wrote the
transformational phrase structure grammars for all five

subnormal children.

The results indicated +that there were no striking
differences in sentence length measured in words, between
the subnormal children of a given mental age and normal
children of that chronological age. Both groups followed
similar developﬁental structural sequences in relation to

the emergence of sentence types, consistent with increase

in mental age. Children of lower mental age had "lower-
level grammars" lacking in specificity and contextual
sensitivity. The grammars of children of a higher mental

age were more differentiated and had a wider range of
applicability characteristic of normal adult usage.
Lackner concluded that the grammars of subnormal children
were sub-sets of the adult grammar and that there were no

qualitative differences between the language of normal and

subnormal children. Both groups. follow similar
developmental sequences; however, the most severely

subnormal children had become arrested in their
development and remained at a lower level .of language

growth. R

On the other hand, Menyuk (1864, 1969) studied the
spontaneous speech of a group of children aged 3;0 - 5;11
whose use of language was described as "infantile". In

addition, their responses on a repetition task were

"

compared with the responses of normal children on the same

13



repetition task. Menyuk found that the syntactic
structures wused by the "infantile"™ language group were
deviant rather than delayed. There were also significant
differences between the groups on the repetition task.
Structure, rather than sentence length, determined
successful repetition of a sentence in the normally-
speaking children. For the language deviant groups,
however, sentence length was an important factor 1in
determining correct repetition. These children omitted the
first part of the sentences but correctly repeated the
most recently heard sentence elements. Menyuk noted that
the language deviant children had poorer auditory memory
than the normal speakers, since they were able to repeat
utterances of only three to five morphemes in length.
Menyuk concluded that severe limitations in short term
memory would result in limited language development and
the formulation of qualitatively different linguistic

rules and structures.

Similarly, Lee (1966) in a study of children described as

"language delayed" found that these children were not
merely following mnormal developmental sequences at a
siower rate. Lee reported that even at the two-word

level, the language-deviant children failed to produce the
linguistic generalisations upon which the development of

syntax depends.

0'Connor and Hermelin (1962) suggest that the language

deficits of the subnormal are not attributable to

14



deficiencies in the comprehension and production of syntax
but are more directly related to limitations in vocabulary

acquisition resulting from attentional deficits.

Other researchers have stressed the potentially critical
role of environmental factors on the language and speech
development of subnormal children. Behaviourists have
suggested that language 1is one of the functional
attributes of subnormal children which may fluctuate as a

consequence of circumstance. Consistent with this view is

the finding that the limited language of the subnormal is
partially, at least, the result of restricting
environments, which fail to support the development and

use of language in these groups (0’Connor and Hermelin,

1962).

Lyle's (1960) study is of interest here; an experimental
group of severely subnormal children were withdrawn from
an institution to a "child-centred" residential unit where

they demonstrated significantly greater language growth

than the control group who had remained in the
institution. Lyle found, in addition, that children who
were nonverbal on entry to the institution experienced

greater difficulty in developing verbal skills within the
institutional setting than those children who had acquired
speech prior to institutionalisation. However, the
children who were verbal on entry were retarded
lihguistically by comparison with similar. children who had

never experienced institutional environments, indicating,

15



therefore, retarding effects within the institution
itself. Lyle concluded that reduced learning
opportunities and disincentives to communicate, typical of
many institutional social environments, may be
determinants of subnormality. (See also Cashdan and

Jeffree, 1966.)

Studies of communicative dyads with severely subnormal
children have revealed that the language of the subnormal
affects and 1is affected by the language of adults with
whom they share their environments (Siegel and Harkins,
1963). These and similar findings prompted Schiefelbusch,
Copeland and Smith (1967) to speculate that the poor
communicative behaviour of subnormal children may equally
be the result of "punishing interpersonal experiences" as
of 1impaired wverbal and listening skills and inadequate

cognitive functioning.

Similarly, Schlanger (1967) convincingly argues that
inappropriate social responding and selif-stimulatory
behaviours typically associated wih mental subnormality
are, in fact, correlates of limited communication Skill,'
which, in turn, strengthens the social stigma attached to
the subnormal, such that they are subjected to negative
attitudes and discriminatory practices in accordance with
their status as a minority group. Moreover, such
attitudes are not confined to lay persons but are
prevalent among professional groups working with subnormal

children.

16



Schlanger raises important questions concerning the
prejudicial effects of discrimination on the behaviour of
professionals insofar as their practices may exacerbate
rather than enhance the learning and communication skills
of their handicapped pupils. Schlanger’s observations
appear to strengthen the view that the availability of
reinforcement systems operating within interpersonal
situations between adult and child are clearly determined
by adults. Fundamental adjustments in the reinforcement
contingencies may lead to significant modifications in the
adaptive and communicative behaviour of the child

(Schiefelbusch et al, 1967).

The notion that limited speech and language are the
"natural" sequelae of mental subnormality innately located
in the child, is seriously challenged here, by assertions
that offer a more positive view of the linguistic
capabilities and achievements of subnormal children. Given
the - provision of productive environments with;n which
reinforcement is contingent upon ﬁhe emission of
appropriate communicative ©behaviours on the part of the
child, educational intervention becomes a distinct
-possibility rather than "a well intentioned but futile

gesture" (Bricker, 1972).

In summary, the classic earlier studies of the
intellectual and linguistic development of severely
subnormal children suggest deficits in attention,

17



perception, and verbal mediation. Research evidence
indicating that the speech and language of severely
subnormal children is arrested at the earlier stages of
acquisition evidenced in normal children has been
inconclusive; language growth in severely subnormal
children may assume qualitatively different developmental
trends in form and function. There have been suggestions
that inadequacies in the learning, behaviour and language
of these children cannot be explained merely on the basis
of an. inherent deficiency; in particular, the language of
subnormal! children is complex and multifaceted; it both
shapes and 1is shaped by socio-cultural attitudes and
expectations as well as by the contingencies of
reinforcement operating within ‘the natural.  environment.
As this review continues, it will be apparent that +these

conflicting findings are still largely unresolved.

For the purposes of this study, a particufar view of
language training has been adopted and within that view
certain sub-decisions have had to be made also. To set
these decisions in context, it will be necessary to go
through some relevant positions and studies. This will
not take the form of a comprehensive review of language
acquisition, an impossibly large task. Instead it will be
approached by raising and answering (or at any rate

commenting upon) a selection of relevant questions.

18



2 Is a normal child language acquisition model different
from a language intervention model?

It is now generally recognised that while limited language
is not a definition of mental subnormality it is,
nevertheless, closely associated with it. Moreover, it .is
an indisputed fact that speech and language share certain
inviolable characteristics relative to the social demands
made on the severely subnormal child. Although normal
linguistic functioning may be disrupted by handicapping
conditions, the conventions, demands and expectations of’

the speech and language community remain.

Guess, Sailor and Baer (1874, p 529) have noted:

"The outside world operates with a heavy reliance on

spoken and written words. While it can make some
allowances for persons not well skilled in the use of
words, it will not make many allowances or extensive
ones. "

Language 1is a system of rules and symbols through which

ideas, meaning and intentions are communicated in given

social contexts. The effective participation of the
severely subnormal in this shared social system is
essential if they are to improve their behavioural and

social status, and if they are to lead fuller and richer
lives in the speech and language community. Accordingly,
much of the research of the last two decades has aimed at
the development of teaching programmes focusing on the
specifics of the verbal behaviour to be trained and the
strategies through which productive language may be

acquired by subnormal children with limited language and

19



by children who have never spoken.

Inspired by Skinner’'s (1957) theoretical analysis of
verbal behaviour, the early research studies of the
applied behaviour analysts demonstrated unequivocally that
many aspects of the speech and language system can be
taught to severely subnormal, language deficient children.
They employed the systematic manipulation of environmental
antecedents and consequences, establishing operant
conditioning as a powerful teaching technology within the
field of language intervention research (Guess, Sailor and

Baer, 1978).

During the same period, developmental psychblinguistic
research, dominated by complex and rapidly changing
theoretical constructs of language and its development in
young children, produced a plethora of richly descriptive,
if somewhat diverse accounts of language acquisition in
normal cﬁildren. In recent years, these descriptions have
contributed increasingly to the theoretical and conceptual
bases of language intervention programmes such that, while
there is a broad consensus concerning how to teach, there
are fundamental differences on what to teach in relation
to:

"...which elements should be taught in what order,

for maximal results from minimal teaching" (Guess,
Sailor and Baer, 1978 p 103)

Miller and Yoder (1974, p 511) proposed that:

"The content for language training for retarded
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children should be taken from the data available 1in
language development in normal children."

The adoption of this principle in the design of remedial
programmes is predicated on two fundamental assumptians.
First, that language development in subnormal children is
similar to that of normal children, but is slower in onset
and rate. Second, that the study of normal child
development will provide information on the linguistic
forms, structures and functions learnt during the
acquisition process and also on the necessary conditions

in which language learning is facilitated.

There are theoretical and practical problems implicit in
both of these assumptions. As stated earlier, research
has failed to demonstrate conclusively that language
development in subnormal children is merely a slowed down
version of normal acquisition. Furthermore, the social
and experiential histories of severely subnormal children
may not necessarily share the interactive relationships
that are the necessary‘antecedent influences for normal

development.

Cromer (1974) argues that older subnormal children may
acquire - very different language abilities from younger,
normally developing children. Thirty one subnormal
adolescents, aged 14, 15 and 16 years, with a mean [Q of
65, participated in a learning experiment in which
nonsense adjectives were used in sentences of the form

"The duck is glad to bite" and "The duck is fun to bite™.
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The majority of the adolescents used the Yprimitive rule
strategy™ to interpret the meaning of the test sentences.
That is, they always showed the named animal as performer
of the action. Cromer points out that younger, normal
children begin by using the same strategy but increasingly
develop greater use of the "0 - strategy" that is, always
showing the non-named animals as performer of the action
before finally achieving adult competence in the
categorisation of adjectives at chronological ages 9 or

10.

0f 1interest here, is that experiments in which normal
adults were presented with nonsense adjectives within
sentence structures of the same type, revealed that no
adult ever made use of the "0 - strategy". Instead, their
response strategies were restricted to the ‘"primitive
strategy" of always showing the named animal as performing
the action. The subnormal adolescents, therefore,
performed like normal adults in that they did not make use
of the type of strategy ("O - strategy") which Cromer
hypothesises may be important in normal child language
acquisition. Cromer further suggests that both normal
adults and subnormal adolescents may have passed "beyond
fhe critical period for language acquisition when they
are likely to use abilities and strategies specific to the

processes of language learning and development.

However, the absence of these strategies did not prevent

the subnormal children from acquiring the structure. When
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normal adjectives were used, the children learnt to
comprehend the sentence forms in the adult fashion at ages
15 and 16, suggesting that language delay may result in
older, subnormal children utilising different processes
and strategies in their acquisition of language "after a

critical period".

Furthermore, Guess, Sailor and Baer (1978, pp 105-106)
point out:

"...children being taught language relatively late in
their 1lives, because they have failed to acquire it
adequately in their earlier experiences, no longer
possess the same collection of abilities and deficits
that normal children have when they begin to acquire
language. Instead the usual recipient of systematic,
experimental language training will be a retarded
child, well past the second-year level of motor
development, possessed of a certain deviant means of
interacting with peers and adults and securing some
service from them, and with some acquaintance with
the physical ecology of the world and its mechanics -
all deficient, all oddly sorted and conditioned by
years of institutional life or the sheltering a home-
based retardate receives, but none of it any longer
representative of the concatenation of knowledge and
ignorance, ability and inability of the 18-month-old
normal child."

Cromer's (1974) findings and the observations of Guess,
Sailor and Baer (1978) suggest that failure in the normal
language acquisition process may result in the emergence
of different linguistic strategies and developmental

patterns in subnormal children.
1t seems questionable to assume, therefore, that the
utilisation of normal developmental sequences in language

intervention programmes is the most effective way of
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teaching language to language deficient severely subnormal
children who have clearly failed to acquire language

normally during the course of their development.
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3 Cognition and language training

Normal child language acquisition research is dominated by
rapidly fluctuating theoretical trends. =~ The predominant
influence of the 1960s was the nativist view which held
that human language capacity and ‘acquisition are
determined by mechanisms that are language specific,
innate and genetically determined (Chomsky, 1957, 1965;
Lenneberg, 1867). An "innateness hypothesis™ of language
acquisition assumes that children lacking in language are
deficient biologically and genetically, such that language
iearning cannot be considered as a realistic or

programmable goal.

Language acquisition theorists have since tfturned their
attention to the +theoretical analyses of Piaget.
Piagetian theory hypothesises that the developing child is
capable of major cognitive achievements independent of
language and that language acquisition is dependent on
prior cognitive development (see Bloom, 1973; Clark, 1874;

Nelson, 1873, 1974; Schlesinger, 1871; Slobin, 1973).

Much of the recent work on the relationship between
linguistic development and cognition has been concerned
with. establishing whether or not the use of first words
and the onset of word combinations are temporally related
and dependent on the achievement of cognitive milestones
relevant to Piagetian theory. The cognitive achievements

of the sensorimotor period are frequently cited as the
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primary prerequisites for language development, being
manifest in a number of different skills such as object
permanence, symbolic play, deferred imitation and
scribbling (Morehead and Morehead, 1974) . Object
permanence in particular 1is regarded as being a major
indicator of mental representation synchronous with the
development of the referential use of language (see Bloom,

1973; Brown, 18973).

Other research studies, however, have shown fhat object
permanence is not a predictor of langﬁage development in
that it 1is rarely correlated with pre-verbal or wverbal
communication (Bates et al, 1977). These findings clearly
challenge the notion that there 1is an ontogenetic
relationship between object permanence and the development
of language (Morehead and Morehead, 1974). More recently,
investigations comparing children’s performance on
cognitive tasks designed to measure Piagetian structures
such as object permanence, means-end or symbolic play with
their performance on language skills found that the
alleged cognitive‘precursors of language development did
not always precede words or word combinations (see Bates,
1979; Corrigan, 1978; Siegel, 1981). Moreover, Crystal,
Fletcher and Garman (1976) cast doubts on the validity of

the cognition hypothesis in relation to the development of

certain syntactic structures such as concord rules,
collocational rules, negative placement and question
inversion, which they argue share only an indirect

relationship with cognition.
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Not surprisingly, a number of investigators have argued
that the primacy of concept development has been
overstated, as there is growing evidence that language
interacts with cognition in ways that cannot be entirely
explained by the view that language 1is acquired and
determined by prior cognitive development (Blank, 1974
Wells, 1975; Bowerman, 1976, 1977). Moreover, there have
been suggestions that cognition is anchored by language
rather than the other way around (Schlesinger, 18825, a
view consistent with Miller’s (1881) finding that the
linguistic ability of severely subnormal children

sometimes exceeds their cognitive functioning.

Despite such diverse and confusing interpretations of the
cognition-language relationship, language interventionists
have asserted that cognitive achievements are necessary
for language development (Bricker and Bricker, 1974
Miller and Yoder, 1874). In particular, the achievements
of the sensorimotor period are considered crucial (Bricker
and Bricker, 1974; Morehead and Morehead, 1974). Language
training, it is argued, must be combined with strategies
designed +to raise the level of cognitive functioning in
language deficient children (Ruder and Smith, 1874 . The
implications for remedial practice with severely subnormal
language deficient children are that cognitive training
must be implemented prior to any direct language

intervention.
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Crystal, Fletcher and Garman (1276), however, rightly
argue that this reflects the view that language deficiency
is a consequence of some other defect, resulting in a
concentration on the nbn—linguistic impairment to the
exclusion of the linguistic disability, a practice they

and the present writer observe regularly 1in schools.

Moreover, given that our knowledge of cognitive
development is less than our knowledge of linguistic
functioning, the remediation of cognition is unlikely to
be of practical value other than in relatioﬁ to the
development of very general processes. Crystal et al
propose instead the notion of an '"independent Ilanguage
disability", the remediation of which must occur within =a
specifically linguistic framework that focuses on "an
exhaustive account"™ of the speech actually produced by
both teacher and pupil rather than upon inferred mental
processes which supposedly determine the language

behaviour of the child.

The intention here is not to suggest that cognition is
unimportant .in child development. However, psycho-
linguistic models of the relationship between language and
cognition continue to be insufficiently developed to
determine the wvalidity of cognitive training in language
intervention. It seems, therefore, that an independent
linguistic analysis of the overt, observable language

behaviour of language deficient children in communicative
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contexts should provide a language intervention model more
capable of producing Guess, Sailor and Baer's (1878)

"maximal results from minimal teaching".
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4 Receptive language versus language production in
language training

A major controversy in developmental psycholinguistics
concerns the relationship between receptive language
(comprehension) and productive language (expressiony,
which in language intervention work re-emerges in the
question, "should receptive language skills be taught

prior to the training of expressive language?".

Remedial language programmes that emphasise the teaching
of receptive language before establishing goals for
expressive language training (such as those af Kent,
Klein, Falk and Guenther, 19723 Kent, 19743 Miller and
Yoder, 1974 Bricker and Bricker, 1974) are based on an
acceptance of the widely held view in c¢child language
acquisition research that the emergence of "comprehension
ahead of production 1is a linguistic universal of
acquisition" (Ingram, 1974). The studies of Vincent-Smith
and Chatelenat (1873) and of Bricker and Dennison (1873,
cited in Brinker and Bricker, 1980) support this position.
Their findings indicated that the performances of young
subnormal children on the selection of named objects were
significantly better than their productive labelling of

the objects.

Nevertheless, the primacy of comprehension in child
language development has been challenged from within the
field of developmental psycholinguistics. Bloom (1973)

suggests that the ability of young children to understand
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and respond to the speech they hear is facilitated by the
nonlinguistic context in which the speech is heard. For
example, speech is often paired with the ongoing activity
of the «c¢child and adults commonly provide cues of
repetition, exaggeration, pointing and gesture as a means
of assisting the child to extract meaning from the
language they hear. Talking about environmental events,
by contrast, requires learning the syntactic-semantic

relations of the language system.

Understanding and speaking therefore appear to represent
different mental capacities which may not share the
temporal relationship implicit in +the assumption that
comprehension develops before production (see Bloom,

19745,

Operant analyses of the relationship between receptive and
expressive language have also challenged the view that
comprehension is a necessary prerequisite for production
in language learning. Guess (1969) trained two adolescent
boys with Down's syndrome to discriminate receptively
between plufal and singular words. Both were able to
generalise singular and plural grammatical rules at the
receptive auditory level, but this fajiled to generalise to
their productive speech. The two boys were then trained
in the productive use of the plural by adding /s/ or /z/
to‘a singular label when shown pairs of identical objects.
Training was then‘reversed and each was taught to respond

to a singular object when the plural form was produced and
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to pairs of objects when the singular form was produced.
This training did not affect their productive use of the
plural morpheme in either subject. Guess concluded that
the comprehension and production of language are
independent classes of behaviour, but that production may
be more facilitative of the development of receptive
language than had generally been assumed, particularly in

relation to the learning of grammatical rules.

In a later study, Guess and Baer (1973) trained
pluralisation rules in four severely subnormal children by
concurrently training the receptive and productive use of
the plural inflections /s/ and /es/. Two children were
trained in the productive use of /s/ and the receptive
usage of /es/. Training was reversed in the other two,
who received training in the éroduction of /es/ and in the
comprehension of /s/. Generative rule-governed usage
occurred within both receptive and productive modalities.
However, generalisation across modalities was the
exception rather than the rule, occurring strongly in only
one child. Guess and Baer concluded that receptive and
productive language are functionally independent
behaviours, suggesting that language training for severely
subnormal children should be concerned with training in

both receptive and productive modalities.

More recently, Siegel and Vogt (1984), in an interesting
study, trained four subnormal children in the

comprehension and production of the plural by adding the



plural inflection /s/ to object labelsf Half the children
were initially taught to comprehend the plural by pointing
to single objects and groups of objects followed by
training in the production of the plural. For the
remaining two children, training was reversed such that
production was trained before comprehension. Facilitation
in the productive use of plurals was shown by one child
who began with comprehension training. In another child,
understanding of the plural was facilitated by prior
training 1in production. The remaining two children were
brought to relativély higﬁ performance levels in both

production and comprehension.

In these children, however, training in one modality did
not facilitate acquisition in the other. Siegel and Vogt
conclude that although training in one modal ity

facilitates acquisition in the other, at least for some
children, initial training in either production or
comprehension appears to have no significant advantage.
This indicates that there is little reason to expect that
comprehension and production will share a linear
relationship in all aspects of language learning. Siegel
and Vogt further point out that the data do not conflict
with the findings of Guess (1968), that instruction should
begih by +training in production, since it appears that
instruction stressing the learning and acquisition of
rules is effective, irrespective of the modality in which

it is presented.

33



A few studies concerned with training receptive language
skills have focused on teaching receptive syntax through
non-verbal action reponses to specific verbal
instructions. Whitman, Zakaros and Chardos (1871) taught
two severely retarded children to respond to a variety of
verbal instructions through the application of positive
reinforcement, physical prompting and fading procedures.
Extensive generalisation occurred in both subjects on
untrained items that were never reinforced, leading them
to conclude that instruction-following behaviour can be
trained and maintained in severely subnormal children
almost entirely deficient in expressive language skills,
even when instruction-following behaviour was absent prior

to training.

In a similar study, Striefel and Wetherby (1973) used
techniques of positive reinforcement, physical prompting
and fading of physical prompts, to teach an 11 year old,
non-verbal, severely subnormal boy to follow two to four
word commands ("drop ball", "blow on feather", Yrub cheek
with washcloth™). Generalisation was measured by
combining a verb from one training item with a noun from a
different trazining item. Generalisation failed to occur
on the untrained combinations, because the child always
performed the action associated with the noun on training

items.

For example, during training the child was taught to "blow

on feather" and "drop ball", in contrast to "drop feather"
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and "blow on ball"™ required of the <c¢child in the
generalisation probes. When the subject was instructed to
"drop feather"™ he would blow on the feather, and when
instructed to "blow on ball" he would drop the ball.
Striefel and Wetherby concluded that specific instruction-
following responses had been acquired by the child in the
presence of specific verbal stimuli, but that this was not
sufficient +to facilitate the development of generalised

instruction-following skills.

A subsequent study by Striefel, Bryan and Aikens (1874) in
which three severely subnormal adolescents were taught
specific instruction-following behaviours in response to
specific verbal instructions, also found that
generalisation did not occur in the presence of untrained
items. Both the Whitman and the Striefel studies suggest
that training in comprehension skills does not necessarily
result in the development and acquisition of receptive

language.

It is clear from the evidence presented so far, that
hypotheses concerning the relationship between
comprehension and production and the relative merits of
training one over the other, are at present contradictory
and provide little help in planning language training
sequences that will be both efficient and economical.
Moreover, as Siegel and Spradlin (1978) point out,
laboratory-based studies of the type reviewed here may

produce findings that are not typical of the development
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of receptive and productive language in natural settings,
wherein, they hypothesise, it is likely that comprehension
and production share a mutual interrelationship throughout
the course of a child’s social development.
"The child learns a limited meaning of the word; he
uses the word in a number of contexts, sometimes
inappropriately; through the use of the word the
child 1is taught new meanings; now his reception has
grown and he uses the word more appropriately. This

sets the stage for more receptive learning." (Siegel
and Spradlin, 1978, p 388)

Research into the acquisition of receptive language in
natural settings has revealed that parents scaffold
children’s linguistic misinterpretations through
consistencies in gheir language use in conversational
routines and the provision of feedback and additional
prompting to direct the child’'s attention to relevant
contextual information. Contextual cues are faded out
gradually, in response to children’s changing linguistic
needs, resulting in what appears to be a shift in stimulus
control. Thus children become increasingly proficient in
the interpretation of linguistic messages when parental
cues and extra4linguistic context are wunavailable (see

Goldstein and Wetherby, 1984).»

On the ©basis of these findings it could be argued that
"...meaning 1is not a property of behaviour as such but of
the conditions wunder which behaviour occurs" (Skinner,
1957, pp 13-14). l1f, as seems likely, this is the case,
and if comprehension and production develop as Siegel and

Spradlin (1978) appear to suggest, that is, as a result of
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the <¢hild’s use of emerging language in social contexts,
there seems little reason to assume that building
productive language repertoires in language deficient
children must be preceded by elaborate comprehension

training using non-verbal responses (a practice frequently

Eobserved in schools) - or to assume that a teaching approach

emphasising the primacy of productive skills will not, by
definition, result in or facilitate the acquisition of a

receptive repertoire.

Indeed, there are convincing arguments for a production
approach to language intervention for severely subnormal
children with limited verbal skills. Buddenhagen (1971)
argues that the acquisition of expressive language |is
critical to the development of adaptive behaviour in
severely subnormal children. In so far as speech directs
the behaviour of other human beings, it is important to
teach verbal responses which have a high utility in the

environment in which the child resides.

Guess, Sailor and Baer (1978) make two important points
consistent with this view. First, language training
programmes must begin by emphasising the environment-
controlling potential of language. If the child is first
to experience control rather than being controlled, then
the training of productive language skills must have
precedence over the training of receptive language which,
it is argued, is the meéns through which the <child is

controlled by others in the social environment. The second
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point relates to the process of discourse, which by

definition assumes the active participation of speakers as

well as hearers. Here, an exclusively receptive
repertoire 1is less likely to produce the reintforcing
consequences necessary for the acquisition of more
language, generated by the child's initiatives and

interactions with the verbal community.

This is not to suggest that the development of receptive.
language 1is disregarded in a language training approach
which emphasises the development of productive skills.
Clearly, the acquisition of a receptive repertoire 1is

critically important 1if the child is to function as an

adequate communicator. The issue is not, theréfore, the
contribution of comprehension to effective language
learning but whether or not the acquisition of an

extensive receptive repertoire is a necessary precondition

for training in productive skills.

Developmental approaches in language intervention assume

that the prerequisite for language production is language

comprehension, in contrast to a production approach which
assumes that training in productive language should
facilitate he acquisition of receptive skillis. Gray and

R&an (1973) observe that within a production approach,
children learn to wunderstand and produce meaningful
sentences in contexts in which actions, objects and
pictures are continuously paired with targetted

utterances. Furthermore, most verbal language training
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programmes use operant techniques of shaping and verbal
imitation +training for the development of speech and
language, at all stages of +the programme. Verbal
imitation is a skill requiring the receptive
discrimination and processing of verbal stimuli, such that
any child accomplished in vocal imitation, already has the
necessary prerequisite behaviours for language learning
(see Gray and Ryan, 19733 Guess, Sailor and Baer, 1978).
Remedial programmes emphasising productive language do not
entirely, therefore, contradict the notion that receptive

language is the precursor of language production.

Finally, older subnormal children in particular may know

more than they can say. That is, they already have,
adequate experience and knowledge of nonlinguistic
concepts. It is hypothesised, therefore, that for these

children, a remedial programme emphasising the development
of productive skills 1is more likely to result in the
achievement of spoken language than an elaborate programme

of instruction in receptive discriminations.
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5 Semantics versus syntax in language intervention

The reductionism of Chomsky'’s (1857, 1965) view that
linguistic structure is independent of meaning and that
the acquisition .of syntax is dependent upon the «child’s
"innate"™ knowledge of the "deep structure®"™ and ‘Msurface
structure" of the grammar, led to what Luria (1974/1975)
has described as a "philosophical dead end™ for modern
linguistic theory.

"The 1idea of 1'"deep structures"™ and "linguistic

competence”™ constitute the basic problem...since the

origin and historical development of these phenamena

would require careful scrutiny.

Furthermore, to assume that deep structures are

"innate" makes a postulate out of a problem and this

in itself means that all further study in the area
can lead us nowhere." (Luria, 1974/1975, p 382)

The rejection of transformational grammar and the
developing interest in the relationship between cognition
and language resulted 1in a shift in psycholinguistic
perspectives, away from a syntactically-based model of
language acquisition towards a semantically-based one.
Bloom's (197O)A analysis of the semantic content of
children’s utterances was derived from observations of the
context in which they occurred. She suggested that
children talk about the relationship between people,
'objects, actions and events in contexts of the here and
now, which in turn influence the child’s production of
syntactic word-order rules. Thus, the development of
syntax in children emerges from the interaction between

cognitive functioning and experience. On the basis of
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these findings, Bloom proposed the semantic categories of

existence, nonexistence and recurrence of objects and
things; the possession, attribution and location of

objects, people and events and the three categories of

negation: nonexistence, rejection and denial.

Schlesinger (1974) also argues that the relational
concepts underlying children's utterances are semantic and
reflect the child’'s perception and ideas about the worid.
Learning the grammar, Schlesinger éuggests, occurs by
observing how adults express these relations in situations
the adult talks about, which are perceived by the child in
terms of semantic categories. In other words, the grammar
itself is semantic rather than syntactic. A semantically-
based mode | of c¢hild language acquisition assumes
therefore, that language "maps" existing knowledge about
people, objects events gnd relationships, functionally and
formally such that "dew forms first express old functions,
and new functions are expressed by old forms" (Slobin,

1973).

Consequently, a transformational grammar model was viewed
increasingly as an M"adult reality"™ of language and
language acquisition which has little bearing on the
psychological reality of the language-learning child (see
McLean and Snyder-McLean, 1978, p 40). The case grammars
of Fillmore (1968) and Chafe (1971) by contrast produced
theoretical analyses capable of accommodating the notion

that semantic representations are mapped onto syntactic
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structure. Moreover, Brown (1973) claims that accounts of
emerging language in normal children indicate that case
grammars provide a more accurate methodology for analysing

children's language.

Such data generated parallel trends in language
intervention research, proViding the theoretical basis for
_the semantically-based approaches of Horstmeister and
McDonald 1978y, McDonald and Blott (1974) and Miller and

Yoder (1974).

Miller and Yoder (1974) stated that since semantic
concepts are the basis of normal language development,
then the content of remedial programmes for subnormal
children should be concerned with the semantic functions
apparent in the emerging language of normally .developing
children. Miller and Yoder proposed an intervention
programme for the 'pre-syntax’' child, the content of which
is representative of their Stage 1 language development in

normal children (mean length of utterance, 1.0-2.0).

Their programme employs instructional sequences of
semantic functions initially expressed by single word
utterances. These include recurrence ("more™),
disappearance W("gbﬁé“) and nonexistence ("no") which
are prerequisites for the later development and training
of relational concepts such as agent-action ("Daddy hit"),
agent-object ("Mommy milk") and three-term relations such

as agent-action-object ("Adam hit ball").
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Miller and Yoder suggest that through their construction
of a programme according to developmental sequences of
semantic concepts and corresponding linguistic forms "a
functional and creative communication system will result",
regardless of the level at which the severely subnormal
child ceases to learn or acquire language. For example,
teaching semantic concepts enables the child to

communicate several functions through the use of a single

word. Miller and Yoder report that a child in their
programme was taught the semantic function: action,
"mapped" by the utterance "eat". The child produced "eat"
in the presence of food to be eaten, és a label for

utensils with which food is eaten;: to describe the act of
eating and also to indicate hunger and the desire to eat.
The child was, therefore, using a single word to express
multiplé functidns, which Miller and Yoder point out were

differentiated according to their context.

Clearly, the development of semantically rich one and two
word wutterances provides an appropriate communication
model for early intervention. However, if in fact the
listener in the communicative situation must rely on

saliencies in the immediate context to interpret the

child's semantic intentions, it seems cquestionable to
assume that a semantic model will prove relevant for the
remediation of limited language in older severely

subnormal children.
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Blank and Milewski (undated, p 2) point out:
"...The near-exclusive reliance on a narrow segment
of semantics leaves the c¢child with a severely
fragmented and greatly restricted language system.
While one and two word formulations do provide some
communicative power, they are usually insufficient to

meet the demands of even relatively simple
communication situations."

If, as Miller and Yoder (1874) suggest, the primary goal
of language intervention 1is the development of a
functional language system which the child can wuse for
effective communication in the social environment, it
seems reasonable to assume that a functional language must
therefpre, by definition, fulfill the linguistic
conventions and expectations of the speech and language

community of the child.

It is an inescapable fact that the communication of
semantic intentions within the verbal community is through
the wuse and manipulation of sentence structure and word

order rules. Kiernan (1881) points out:

"Syntax does not Yemerge". It is learned by the
child because it serves a critical function in his
adjustment to society.™ (p 33

It seems questionable to assume, therefore, that the
dévelopment of single word utterances and agent-action-
object combinations in older subnormal children c¢an be
justified as an ecologically valid intervention goal in
relation to the linguistic expectations and conventions of

the speech and language community.
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An additional problem inherent in a semantic approach,
emphasising, as it does, normal developmenal sequences and
a rigid distinction between child and aduit language, is
the nature of adult linguistic input to the child. Miller
and Yoder (1874) argue that, in intervention, language
presented to the child by adults should be only one step
ahead of the child’s present level of language production
as measured by MLU. Adult input in the Miller and Yoder
programme consists, therefore, for the most part, of a
substantial proportion of one, two and three word
utterances in which function words in particular are
omitted. Thus, even at the adult level, the communication
model lacks congruence with the speech and language of the

social community.

Fenn's (1977) observations are of interest here. She
noted that the linguistic impairments of the 5-13 year old
severely subnormal children in her study originated in the
structural organisation of sentences rather than in the
domain of semantic intent. Furthermore, the omission of
articles in sentences presented by adults caused confusion
in the children, several of whom found telégraphic speech
from an adult rather strange, despite the restricted

nature of their own utterances.
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Fenn concludes:
"To present a child with a model substantially
different from that with which he is normally
surrounded and which he may have either wholly or
partly internalised at a receptive level, may only
serve to confuse him at an expressive level, and the
appropriateness of a telegraphic input in a remedial

context remains a matter for experimental
investigation® (p ii).

Consistent with this view, Crystal et al (1976) suggest
that intervention strategies emphasising distinctions
between adult and child syntax will give rise to a number
of practical difficulties, not least of which will be
disruption in the continuity of linguistic development
between child and adult. Therefore, as Ruder and Smith
(1974) point out, while a case grammar model may  be
relevant for the study of emerging language in normally
developing children it may not necessarily be the most
appropriate model for language training (or certainly not

in all children).

Nevertheless, the question remains of how the non-speaking
child or the child with minimal language can be moved to a
stage at which fully grammatical sentence usage becomes
the means through which effective communication with the

social environment is achieved.

Waryas and Stremel-Campbell (1978) argue that the
regularities of syntactic rules permit extension from a
limited set of structures to an unlimited set of

sentences. The goal of language intervention is,
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therefore, to provide the child with the means of behaving
as 1if s/he "knew the rules" such that semantic and
communicative intents can be expressed in a sructured

form.

The language training programme of Blank and Milewski
(undated) is of interest here. The programme is designed
for young autistic children and is based on Maratsos’® work
on the development and function of morphemes in normal
acquisition, in particular the noun-verb distinction,
which it is argued occcurs as a result of the child’s
learning of a finite set of recurring morphemes (eg the,
in, ed, s and is). Moreover, the distinction is enhanced
by the child's perception of regularities in the
relationship between morphemes such as /ed/, /ing/ with

verbs and /the/, /a/, /this/ with nouns.

On the basis of this work, Blank and Milewski constructed
a sequence of grammatical morphemes categorised according
to their "combinatorial properties”" and "semantic
properties™ within sentence structure. The
"combinatorial properties™ of morphemes refers to the way
in which /the/, /that/, /these/, and the plural inflection
/s/ combine with nouns and /is/, /was/, /ing/ combine with
verbs, in contrast to ‘"semantic properties" which
determine meanings within and between sentences, such that
/is/ signifies present tense and /was/ signifies past
tense etc. Blank and Milewski argue that by teaching a

child to attend to a restricted number of recurring
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morphemes the «c¢child will learn to distinguish between
nouns and verbs, which in turn will enable him/her to
comprehend and produce an unlimited set of simple,

grammatically correct sentences.

Similarly, Carrier (1974) noted the mutually
interchangeable structural patterns of interrogative and
declarative sentences. For example, although the
interrogative "Is the boy going?" ié marked by a question
indicator, the sentence contains the same constituents as
the declarative "The boy is going". Whilst word order
rules determine the distinction between the two sentence
types, the lexical and inflectional elements remain
unchanged; that is, the subject noun precedes the verb;
the article precedes the noun, and the present participle

/ing/ inflects the verb.

Carrier (1974, 1976) suggests that the training of
interrogative and declarative sentence structures teaches
the child "critical tactics for rule acquisition™ which
serve an important "long-term function™ in the Ilearning
and acquisition of a functional linguistic communication

system.

In addition, Fenn (1977 has observed that sentence
structure is  hierarchical in nature allowing for the
development of training procedures through which sentences
can be trained in a right to left progression rather than

from left to right, such that each new stage of sentence
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structure contains elements of the previous stage.

For example:
Noun
Det - Noun
Adj - Noun
Prep - Det - Noun
Prep - Det - Adj - Noun

Fenn suggests that the right to left progression enables
the gradual acquisition of sentences which in turn permits
the development of communicative interchange between adult

and child.

The foregoing hypotheses are consonant with Crystal et
al’s (1976) notion of plotting "the optimum route" through
the grammar. Moreover, it seems clear from the evidence
presented that an "optimum route" is critically important

to the task of developing both language and the strategies

for language learning in language deficient children. In
language intervention, however, there 1is no single
"optimum route", through the grammar. The choices are

between approaches emphasising the stages of syntactic
development in normal childen or programmes based on the
functional analysis of behaviour which follow 'logical’
rather than normal sequences. The central question
remains, therefore, what route is capable of delivering

the most success?

Crystal et al (1978) argue that the remediation of syntax

must allow for comparison with normal development at every
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stage. Moreocver, the model must incorporate and focus on
a full grammar of the adult language for both teacher and
child. Crystal et al’s Language Assessment and Remedial
Screening Procedure (LARSP) is a structural analysis of
sentences into patterns of clause structure (5-V-0),
phrase structure (NP, VP) and word structure corresponding
with seven stages of syntactic development evidenced in
normal children aged 03;9 - 4;6. The procedure is
comprehensive, beginning at Stage | with initial single
word wutterances, progressing to word combinations and
simple phrase structure and terminating in the development
of discourse structure at Stage VII. Furthermore, the

sequence of inflectional endings described in Stages 111

and [V of the procedure are derived from Brown’s (1873)
data on the development of inflections 1in normal
‘acquisition. Crystal et al point out, however, that the

procedure is not intended for subnormal children with

severe communication impairments.

Nevertheless, if the adoption of normal developmental
sequences 1is indeed a necessary condition for language
intervention, then the syntactic stages described should
provide useful guidelines for the development of syntax in
severely subnormal children who already posses the
rudiments of speech. Moreover, normal developmental
sequences are utilised as a basis for developing syntax in
moderately and severely subnormal children, in the
language training programme of Stremel and Waryas (1974)

and Waryas and Stremel-Campbell (1978).
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Gray and Ryan ’(1973) argue, however, that normal
developmental sequences in remedial contexts are wvalid
only 1in so far as they are relevant to "the problem of
teaching language™" and do not conflict with the

development of an instructional plan.

Consequently, the grammatidal forms and structures of Gray

and Ryan's training programme are organised according to

their "teaching value", such that:
"When a <child has learned form(1i) the next logical
form is one which combines form(i) with another form,
form(2) , and so on until we have '"chained" together
all the forms which seem to fit with each other.
Although this does not always follow the "natural"
sequence of learning it does appear to be a sound

approach in programming technology" (Gray and Ryan,
1973, p 73)

The "remedial logic" of Guess, Sailor and Baer (1878) also
rejects the notion of a developmental hierarchy of
prerequisite skills. "Remedial logic" by contrast assumes
a sequence of instruction designed to produce optimal
behaviour change from minimal teaching effort, such that
children will learn first, the language responses that are
functionally wuseful in achieving reinforcing consequences
within - both the teaching and natural environments.
Initial target behaviours are operationally defined as a
function of their antecedents (tacts) or consequences
(mands), consistent with Skinner’s (1857) theoretical

analysis of verbal operants.

Language formn, therefore, is analysed and described
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according to its function of reference and control of the

environment. The teaching of productive and receptive
- mands predominates, beginning with single element labels
serving the dual function of naming and requesting

objects, of high reinforcement wvalue for the c¢hild,

leading to progressively more complex forms such as

requesting "I want (thing)", "I want (action)" and "I want
(action) with (thing)" etc. (See Guess, Sailor and Baer
1974.)

Guess, Sailor and Baer (1978, p 107) state that:
",..unlike the logic of normal development, remedial
logic suggests that there may be many alternate
sequences of instruction, any of which could well
embody the experience of control by language, the
motivation to control by language, and the skills of
acquiring more language to extend and elaborate that
control.™

Nevertheless, the differences between developmental and
logical sequences may be fewer than their similarities.
After all, both models begin by teaching simple forms
leading to the development of progressively more
sophisticated structures. Moreover, Gray and Ryan (1973)
suggest that it seems unlikely that a normal developmental
sequence will be totally lacking in function within the
social environment. Carrier (1974) puts it another way,
by pointing out that while logical and developmental
models suggest similar sequences, when differences occur
"the logical model appears to have higher probability of
improving overall language functions", certainly in the

case 0of language deficient severely subnormal children.

52



Siegel and Spradlin (1978) make th critically important
points relevant to this discussiqn. First, that although
consistencies 1in specific structures and functions occur
within language development (eg inflectional endings
(quwn, 1973, and negation first expressed by denial,
then rejection followed by nonexistence (Bloom, 19705,
this does not explain the interdependencies and
comp}exities of such developments across categories of
form and function which structurally and functionally are
too diverse to be organised according to a single
developmental continuum. The assumption then, that
language intervention programmes can be developed from a
normal acquisition base, is to some extent predicated on
the misconception that there is a single developmental
progression within language and language learning for all

children.

Second, remedial language programmes must, by definition,
vary in relation to the groups of children for whom they
are intended. Programmes designed for children showing
some linguistic structure in their productive speech will
differ from approaches constructed for children who are
mute on entry to the training programme. Moreover,
approaches concerned with the development of
"interhediate" utterances such as "No want cookie"™ or "No
boy hit girl" (see Ruder and Smith, 1974) may be more
appropriate for younger mentally handicapped children than

for older severely subnormal pupils, for whom the
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development of fully grammatical sentence wusage must
remain an important intervention goal. Language
intervention programmes "are not interchangeable®" (Siegel

and Spradlin, 1978).

Finally, the practice of language intervention requires

the manipulation of observable behaviours, of which
language structure is an observable parameter in
educational and natural settings. It is hypothesised,

therefore, that a syntax training programme, incorporating
logical sequences and a full grammar of the adult
linguistic system is on balance more likely to produce age
appropriate, functional sentence usage in older.subnormal
children with minimal communication skills, than a
semantic model concerned with linguistic representations

of the psychological reality of the child.
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6 Operant procedures in language training

The comprehensive functional speech and langﬁage training
programmes reviewed in the previous section evolved from a
series of experimental studies which demonstrated the
effectiveness of operant procedures in establishing speech
and language in non-verbal or minimally verbal, severely

subnormal children.

Several studies have successfully applied operant
techniques in the training of grammatical forms, surface
structure rules and the production of complete sentences.
Guess, Sailor, Rutherford and Baer (;968) established
generative pluralisation rules in a severely subnormal
girl, linguistically deficient in plural usage prior to
training. (See also Guess, 1968; Guess and Baer, 13973;

Siegel and Vogt, 1984)

In a similar study, Schumaker and Sherman (18970) trained
three adolescents 1in the productive use of present and
past tense regular verb inflections. Prepositional usage
was developed in three autistic children, who were trained
to wuse the prepositions "in" and "on" (Sailor and Taman,
1972). Similarly, Lee (1978) +trained receptive and
productive prepositional discriminations (behind-front) in
two subnormal children and Guralnick (1976) developed
receptive prepositional motor responses in three severely
handicapped pre-school children. Twardosz and Baer (1973)

trained two severely subnormal adolescents to use simple
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guestions. Garcia, Guess and Byrnes (1973) developed
fully grammatical declarative sentence structures in =a
group of subnormal children initially lacking in sentence
‘responses. In addition, Garcia (1973) trained two
nonverbal children to use a conversational sequence of
interrogative, declarative and affirmative sentences (eg

"What is that?", "It's a (label)"™, "Yes [ do")

These studies are clearly indicative of the validity of
grammatical training in severely subnormal children as
much as they are demonstrations ofan opéranﬂanalysis of
syntax. Furthermore, they exemplify the operant language
intervention research paradig@ which typically emphésises
1) shaping and imitation training for the development of
expfessive language, 2) reinforcement of appropriate
verbal or vocal responses, 3) fading in of new stimuli and
fading out of manual and/or verbal prompts, 4) extinction
and time out from positive reinforcement contingent wupon
the emission of 1inappropriate responses combined with
differential reinforcement of appropriate behaviours,
together with 5) step-by-step task analyses of the
teaching/learning sequences. (See Guess, Sailor and Baer,

1978; Risley and Wolf, 1967, 1968.)

An important area in this field is that of imitation
training. Peterson (1968) suggests that an imitative
behavioural repertoire is "a necessary condition" for
language acquisition; a claim vehemently disputed by the

psycholinguists, who argue that imitation contributes
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fittle to the language learning of the normally developing
child. Nevertheless, in language intervention, the
development of verbal imiftation is critically important in
teaching functional language to mute or minimally wverbal
children. Furthermore, Peterson (1968) points out that
the wuse of imitation as a teaching techniques reduces the
time and effort normally required in the development of
new behaviours.

"The model's behaviour becomes-equivalent to a set of

instructions that programme the behaviour of the
observer." (Peterson, 1968, p62)

Operant research has frequently utilised two techniques
for the development of verbal imitation skills in mute,

non-imitative children.

1) Some studies have emphasised the training of motor
imitations prior to the training of vocal imitations. The
rationale for this strategy is that motor imitations are
topographically simpler than vocal discriminations, S0
that initialv training in motor imitations should
facilitate the training and acquisition of imitative vocal

responses.

Motor imitation training typically includes clapping,

throwing, tapping, arm raising etc in response to a verbal

instruction "Do this", paired with an imitative response
model of the desired motor response. Feinforcement is
delivered contingent upon correct responses. However, if

the child fails to imitate the model correctly, then the
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trainer physically manipulates the child’s arms, hands etc
through the response (’putting-through’) combined with
reinforcement of all prompted matching responses.
Physical prompts are gradually faded until the child |is
able to produce the desired behaviour independently.
Precise responding is, therefore, developed by reinforcing
successively closer approximations to the model resulting
from the systematic application of shaping andl fading

techniques.

Using similar procedures, Baer, Peterson and Sherman
(1967) +trained over one hundred motor imitations of
varying complexity in three non-verbal, non-imitative,
severely subnormal children. As training progressed, the
children began to imitate other untrained motor responses.
Baer et al concluded that motor imitation training had
resulted in the acquisition of a generalised imitative
skill which could be applied to the development of vocal

imitation.

Hewett (1965) trained a 4 year old autistic boy to imitate
simple hand movements such as clapping and touching ears,
nose, mouth, etc in response to models presented by the
trainer. During training the child was hgard humming

fragments of a tune used as music reinforcement. The

first notes of this tune were then modelled by the teacher

as a humming vocalisation. The child was reinforced for
imitating the humming and his spontaneous humming
vocalisations were brought under imitative control.
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Hewett subsequently developed a 32-word imitative

vocabulary in this child.

Sloane, Johnston and Harris (1968) established vocal
imitation skills in six severely subnormal children, all
of whom were non-verbal and non-imitative prior to
training. The children were initially trained to imitate
a series of gross motor mov;ments such as clapping and
head-shaking followed by a second stage of training 1in
which the c¢hildren were taught to imitate fine ~motor
movements located on the mouth. Imitative responses
included opening and shutting the mouth, placing the teeth
on the lower lip and different movements of the tongue.
Physical manipulations of the child’s mouth, tongue and
lips were applied if the child failed to reproauce the

desired response.

Sloane et al noted that it was sometimes mnecessary to
provide additional prompts such as touching a child’s chin
or Iips or modelling the thumb and forefinger in such a
way as to prompt an open-mouth response. Reliable
responding in this :stage of training was followed by
modelling a vocalisation combined with the ‘“mouth-teeth-
tongue-lips" placement necessary for the production of the‘

particular speech sound.

Similarly, Buddenhagen (1971) established vocal imitations
in a severely subnormal girl by presenting imitative

response models of pursing the lips and blowing up a
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balloon followed by blowing into a microphone paired with

the vocalisation "ooh".

29 Other researchers, however, have not utilised motor
imitation training as an initial strategy in developing
verbal imitation skills in mute non-imitative children.
Lovaas et al (1966) developed a four-step training
sequence iIin which the child wés initially reinforced for
all vocalisaions and for wvisually attending to the
trainer’s mouth. In the second step, reinforcement was
delivered for vocalisations occurring within six seconds
of the adult’s model. In step three, only <correct
imitations of the adult's model were reinforced. Step
four of training was identical with step three, but
incorporated the presentation of new sounds requiring

increasingly fine discriminations by the child.

Vocal sounds were selected on the basis of visual
saliency, eg "m" and open-mouth vowels such as "a" and
those sounds which could be prompted relatively easily, ég
b, Training "b" proceeded from presentations of the
model at the same time as prompting the child by holding
its lips closed. The prompt was immediately removed when
the <child exhaled. Prompting was gradually faded by
slowly moving thé fingers awéy from the child’s mouth to
the cheek and Ehen to the jaw, resulting finally in

unprompted, imitative vocal responses.
Risley and Wolf (1967) also established verbal imitations
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in autistic children without prior training in motor

discriminations. These children were, however, echolalic;

that is, they emitted speech sounds but did so
inappropriately. Imitative control was established by
presenting a given word every 4-5 seconds. Reinforcement

of spoonfuls of food or sweets was contingent upon correct
imitations of the words within a few seconds of the

trainer’s model.

When vocal imitation 1is a <consistent and reliable
response, the next +training step is the development of
expressive speech. Risley and Wolf (1968) presented a
detailed series of step-by-step procedures for shifting
stimulus control from imitative response modelling to the
control of appropriate stimuli such as pictures and
objects. The trainer holds up an object and asks *"What is
this?". When the child attends to the object, the trainer
presents a verbal prompt (object label) and reinforcement
is delivered éontingent upon correct imitation of the
verbal prompt. This is followed by gradually delaying the
presentation of the prompt. Failure to respond results in
a partial prompt being given. If a correct response does
not occur, a full prompt is presented. Correct responses
are reinforced by social consequences such as "“good"™ or
"right" and the partial prompt is immediately re-
presented. Primary reinforcement. is contingent upon

correct responses to partial prompts.
Partial prompts are faded by gradual reductions in voice

61



pitch wuntil the teacher silently "mouths"™ the partial
prompt. This in turn is faded until the child correctly
labels the object in response to the question "What is
this?". Risley and Wolf reported that the application of
these teaching procedures resulted in one child acquiring
a small labelling vocabulary within ‘three training
sessions. Sloane,Johnston and Harris (1968) established a
labelling repertoire in nonverbal, severely subnormal
children; The children were taught to 'tact’ objects
which were later used as mands, by training the labels of
reinforcers which were delivered contingent upon the
labelling response. Similarly, the children were trained
to name objects such as 'door' and then to use the label

as a request for adult assistance in opening the door.

Once functional labelling vocabularies are established,
word chains (see Sloane et al 1968), guestion-answer
routines, functional sentences incorporating grammatical
features such as verbal auxiliaries, articles and pronouns
etc can be developed using esentially the same procedures.
Furthermore, the studies reviewed here cleérly demonstrate
that the acquisition of an imitative repertoire enables
the recombination of verbal behaviourai units into new

linguistic response chains.

Risley and Wolf (1968) point out, however, that the
presence or absence of echolalia and/or rudimentary speech
forms 1is an important prognostic indicator of the ease

with which initial words and functional sentence usage may
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be established in a child. In addition, Guess, Sailor and
Baer (1978) noted that "of all entry level skills, verbal
imitation is consistently the most significantly
predictive of success in training" (pliid. Moreover,
motor imitation training in mute, non-imitative children
is complex and time_consuming. Furthermore, Peterson
(1968) suggests that the transition from motor to verbal
imitation is by no means smooth. Harris (1975) also
points out that the contribution of nonverbal imitation
training to the development of language skills in mute,
non-imitative subjects "has been more a clinical

assumption than an empirical fact".

Garcia et al (1971), in a multiple baseline study, trained
four non-imitative severely subnormal children to imitate
motor and vocal responses which were divided into four

topographical types (small motor, large motor, short

vocal, and long vocal responses). Generalised imitations
of untrained responses within topographical classes
occurred in each subject. However, generalisation across
responses (motor to vocal) failed to occur. In addition,

Garcia et al found striking differences in the rate of
acquisition between motor and vocal responses. One
subject reached criterion on the first pair of imitative
motor responses in approximately 100 trials, in contrast
to the initial pair of vocal responses which required 3000

trials to criterion.

A similar observation is made by Guess, Sailor and Baer
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(1978) who report that of the nonverbal, non-imitative
children participating in their functional speech and
language programme, only 60% progressed to the speech and
language training sequences; and almost two years of
imitation training was necessary for the acquisition of

generalised verbal imitation skills in these children.

Therefore, although the systematic application of
imitation-training procedures results in the successful
development of verbal imitation skills in many children, a
significant proportion fail to benefit from these

techniques.

Finally, the problems of generalisation across response
classes are not exclusive to the motor 'behavioural domain.
An operant teaching technology undoubtedly exists for the
development of both imitative and non-imitative expressive
verbal repertoires, in highly structured, one-to-one
teaching environments. However, it is by no means certain
that the subjects so trained will actually produce and
maintain the trained language skills in communicative

interactions within diverse social contexts.
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7 Training for generalisation

In recent years, language intervention research has become
increasingly concerned with the problem of teaching
language skills which will generalise ™"across subjects,
settings, people, behaviours and/or time" (Stokes and
Baer, 1977). This concern has arisen from the failure of
language intervention programming to demonstrate the
degree to which the spontaneocus use of language can be
trained (see Guess, Keogh and Sailor, 1978; Harris, 1975).
Furthermore, Costello (1984) observes that of 32 language
training studies conducted during the last 18 years only
five yielded data on the generalisation of the trained

language skills.

Stokes and Baer (1977) suggest that the relatively casual
treatment of generalisation within operant language
research, is in major respects attributable to the notion
of generalisation as a naturally occurring adjunct of
discrimination learning: Ya passive phenomenon®" that just
happens, rather than as "something produced by procedures
specific to it" (p77). By contrast{ Stokes and Baer argue

that the generalisation of behaviour must be actively

programmed within remedial contexts. Consistent with this
view, they propose a technology of generalisation
incorporating several tactics, including the training of
"sufficient exemplars"™ and the "use of indiscriminable
contingencies™” (ie, intermittent schedules of re-
inforcement) in training situations. Subsequently, the
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child encounters the "natural maintaining contingencies™

of the social environment.

Siegel and Spradlin (1878) argue that the training of
sufficient exemplars 1is potentially one of +the most
important strategies for the facilitation of
generalisation. The procedure includes increasing the
number of response exemplars until a generative response
class is established. Schumaker and Sherman (1970) using
modelling and differential reinforcement procedures
trained three subnormal children to produce present and
past tense regular verb inflections. The present
progressive inflection "ing" was selected for training 1in

the present tense and four types of inflectional endings

were selected for training in the past tense. Each
inflection corresponded with wverb stems ending in
voiceless phonemes requiring /t/ (eg baked), voiced

phonemes requiring /d/ (eg rained) and verb stems ending

in "t" or "d" requiring /ed/ (eg painted and graded).

Past and present tenses were concurrently trained in a
single wverb in the training sessions followed by probe
sessions in which the presentation of trained verb forms
was interspersed with untrained forms. Correct responses
to untrained verbs were never reinforced, while correct
responses to trained verbs continued to be reinforced.
The procedure of élternating training sessions with probe
sessions continued for all four <classes of verb

inflections across a multiple baseline design. The
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results demonstrated that all three subjects learned to
produce both trained and untrained (unreinforced) past and
present tense verb forms. Furthermore, as training
progressed, two of the three subjects evidenced more rapid
rates of learning individual words. Schumaker and Sherman

concluded that the generative use of past - and present

tense verb inflections had been established in the
language repertoires of all three subjects (see also the
studies of Baer and Guess, 1973 Guess, 1969; Guess,

Sailor, Rutherford and Baer, 1968; Wheeler and Sulzer,

1970).

Training sufficient exemplars also includes programming
the generalisation of stimulus conditions, in particular
teachers and settings. Garcia (1974), using imitation and
differential reinforcement, trained two subnormal children
to use a conversational unit of three sequences. Each
sequence consisted of a three-word sentence evoked by a
picture and verbal stimuli presented by +the trainer.
After each sentence response was learnt, three
experimenters probed the subjects’ responses in settings

different from the one in which training took place.

The first experimenter (male) saw each child in a small
soundproof room, the second experimenter (female) saw each
subject iIndividually in their bedrooms and the third
experimenter (female) saw each subject individually in a
playroom. Two types of generalisation sessions (probes)

were used. In the first type of probe, 10 pictures not



used in training were presented to each child and
reinforcement was delivered non-contingently on an average
of once each minute. In the second type of probe,
'intermixed’ sessions were conducted in which 10
nontraining pictures were presented with a picture used in
training. Correct responses to the training picture were

reinforced on a VR3 schedule.

Training resulted 1in the learning of sentences in both
subjects. However, generalisation was low in the general
probe sessions conducted by all three experimenters.
Generalisation occurred in both children with ane
experimenter, after that experimenter had conducted an
intermixed probe. A second experimenter then conducted
intermixed probes which resulted in the generalisation of
responses with a third experimenter who had not

participated in intermixed probe sessions.

Similar results were obtained by Stokes, Baer and Jackson
(1974) who trained a greeting response (waving) in four
subnormal children. Training sessions were initially
conducted by one experimenter in four settings: a small
foom, dormitory, playroom and courtyard. Generalisation
probes were conducted at intervals throughout the day by
between 4 and 14 different persons. Generalisation failed
to occur in three of the four subjects as a result of
training with | a single experihenter. A second
experimenter then conducted training sessions in parallel

with the first experimenter, resulting in extensive
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generalisation of the waving response in all three

children.

The results of these studies c¢clearly indicate that
training a sufficient number of stimulus exemplars
produces generalisation across nontraining persons and
settings. Furthermore, as Stokes and Baer (1977, p356)
-
point out:
", ..frequently a sufficient number of exemplars is a
small number of exemplars. Frequently it is no more
than two. In particular, there may well be reason to

suspect that the wuse of two trainers will yield
excellent results in terms of generalisation.”

Another important issue in language intervention relates

to the types and ratios of reinforcement commonly used in

training sessions. The initial development of elementary
verbal skills frequently requires the continuous
dispensation of powerful reinforcers. Ferster (1971)

rightly argues that there are considerable difficulties
attached to the programmed use of arbitrary reinforcers
relative to the contingencies of reinforcement operating
through the social environment. For example, the child
who continuously receives chocolate for producing speech,
will cease to do so the moment the chocolate is
unavailable or withheld, in contrast to the natural
environment wherein verbal behaviour is typically
maintained by intermittent contingencies of adult
attention and reciprocal interchange. Stokes and Baer
(1977) have also pointed out that intermittent schedules

of reinforcement are demonstrably more resistant to
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extinction than continuous schedules and are therefore a
critical variable in the maintenance of behaviour.

"The essential feature of intermittent schedules may

be their wunpredictability - the impossibility of
discriminating reinforcement occasions from non-
reinforcement occasions until after the fact."

(Stokes and Baer, 1977 p358)

Programming for generalisation to the natural environment

must, by implication, include the application of
"indiscriminable contingencies" in the training
environment (ie contingencies which are wholly

unpredictable; Stokes and Baer, 1977>). While this may be a
desirable strategy for the specific objectives of

generalisation, the operant paradigm has demonstrated

unequivocally the critical role of .discriminable
contingencies in the development of initial language
skills in language deficient children. Indeed, Hart (in

Costello{ 1984) has pointed out that it 1is only high
levels of verbal responding which are resistant to
extinction in the natural environment. The establishment
of reliable response rates across linguistic categories is
therefore a necessary precondition for exposure to the

intermittent contingencies of the verbal community.
It seems clear, in this light, that there are fundamental
contradictions between language intervention models of

reinforcement and the contingencies of natural settings.

A potential solution to the problem is proposed by Snyder,

Lovitt and Smith (1975) who suggest that the practice of
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gradually fading from continuous to variable ratios of
reinforcement in the one-to-one training environment may
facilitate the development of cross-setting generalisation
and the maintenance of behaviour over time. Consistent
with this view, Koegel and Rincover (1977) in a study of
autistic children found that behaviour established on FRS
schedules - was maintained indefinitely atfter the
contingencies were removed, in contrast to behaviour
acquired on FR2 schedules which was not. Furthermore,-

Garcia’s (1977) application of a VR3 schedule in the

training of a conversational speech form, seemed to be a
critical variable in the maintenance of language
responses, if mnot 1in the generalisation of behaviour

across people and settings.

It seems likely, therefore, that although intermittent
schedules are of little practical value in the development
of new behaviour, they do constitute an effective
procedure for the maintenance of behaviour change.
Moreover, the systematic programming of indiscriminahbhle
contingencies in remedial contexts may provide an
essential stepping-stone in the transition from language
use 1in one-to-one training environments to functional

communication in natural settings.

The reinforcement procedures applied in the Garcia (18974)
and Koegel and Rincover (1977) studies are representative
of scheduling adjustments in the contingencies of one-to-

one training environments which act as an initial step in
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the promotion of generalisation of trained behaviours to
natural settings. At issue nevertheless is how natural
environmental contingencies of reinforcement may be
systematically programmed to produce a shift in stimulus
control from the one-to-one teaching environment to the

linguistic diversities of natural social contexts.

Guess, Keogh and Sailor (1978) argue that access to
natural contingencies can only be achieved by training
responses that are maximally functional for the child in
the social environment. The problems of generalisation
inherent in imitation training methodology may be
attributable to training responses of limited utility and
reinforcement value for the child. For example, motor
imitation training sequences typically include responses
such as clap hands, touch head, stand up etc, which Guess
Keogh and Sailor argue are rarely required in social
settings other than as part of a larger response chain.
By contrast, training responses such as flicking a light
switch to produce light, pressing a button on a television
set to view a programme are useful and intrinsically
reinforcing behaviqurs (see Guess, Sailor and Baer, 1874).
Similarly, response§ such as "cup" to requést a cup of
juice (see Goetz, Schuler and Sailor, 1979i or the
sentence structure Ycan I have a ball please?" to gain

access to a ball, have functional and social validity in



the natural environment and are therefore more likely to
be maintained by naturally occurring contingencies.

"Environmental programming must include responses
that can be reinforcing to the child as a natural

consequence of the <c¢hild’s engagement in that
behaviour and in the absence of reinforcers that are
non-specific to the response.™ (Guess, Keogh and

Sailor, 1978, p391)

While it is likely that functional responses have a

greater potential for generalisation to natural settings

than responses of low environmental utility, it cannot be
assumed that severely subnormal children will use these
responses with the same frequency in their daily

environments, as in highly structured settings of one-to-

one training (see Rogers-Warren and Warren, 1980).

Hart and Rogers-Warren (1978) point out:
"to ensure functional usage of newly trained skills,
the training technology must be complemented by and

integrated with a technology for teaching talking."
(pl196)

A "technology for teaching talking" clearly demands that
language skills developed under the stringent conditions
of one-to-one training be shaped, prompted and reinforced
in mnatural contexts of social communication, such that
language as a response class is established across people
and settings (see Hart and Risley, 1980; Hart and Rogers-
Warren, 1978). Furthermore, "environmental programming®
for generalisation must incorporate a fundamental
restructuring of natural settings to provide a practice

system in which the child displays and experiments with
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trained language behaviours and discovers why, when and
how language works as a means of obtaining access to
natural environment reinforcers such as attention,

materials and events.

‘Learning that language has natural consequences is a
function of increased opportunities for verbal behaviour
and constitutes a critical shift in stimulus control from
adult prompting systems to contextual and environmental
cues. For example, Risley and Wolf (1968) trained an
autistic child to emit the verbal response "out the door"
to gain access to the natural consequence of an attending
adult opening a door. Verbal prompting was gradually
faded wuntil the experimenter merely held the door and
waited for the <child to produce the desired response.
Once the child had emitted the response non-imitatively,
the door was opened only when the child verbalised "out
the door", fesulting in a shift in stimulus control from

adult verbal prompts to natural environmental stimuli.

More recently, Halle, Marshall and Spradlin (19739) used
similar procedures to increase verbal responding in six
institutionalised childrgn. During mealtimes, adults
either withheld food trays for 15 seconds before prompting
the request for food ("tray, please"), or waited until! the
child presented the desired response. They found that the
application of the delay procedure resulted in all
subjects requesting food without delays across mealtimes

and institution staff, providing that the response was



already in the child’s repertoire and wunder appropriate

stimulus control.

In addition, the facilitative effects of time delay were
assessed in two different contexts, reguiring different
verbal responses. For example, withholding a dessert at
lunchtime for 15 seconds evoked responses such as "1 want
cake™, and "cake please"™ and a 15 second delay in the
presentation of a comb or popcorn during free play
produced responses such as "l want comb"™ or "Popcorn
please", demoﬁstrating the generalised wuse of verbal

requests across behaviours and settings.

Halle et al concluded that time delay procedures are
potentially wuseful as initial strategies in training for

generalisation in natural settings. Moreover:

"A time delay 1is a simple yet powerful method of
manipulating the environment to increase
opportunities for verbal responding. " (Halle,

Marshall and Spradlin, 1979, p439)

Hart and Rogers-Warren (1978) have stréssed the <c¢critical
role of providing opportunities for talk in the c¢child’s
learning and acquisition of the communicative functions of
language in social contexts. Furthermore, Halle, Alpert
and Anderson (1984, p38) state:
"The social and physical environment must set the
occasion for communicative performances (ie increase

their ©probability of occurrence) and reinforce them
when they occur.™

Hart and Risley (1968) observe that the failure of pre-
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school children to use newly trained language skills in
pre-school settings is a function of teacher assumptions
that "what is "known' will be ’used’", combined with an
over-reliance on unsystematic, verbally enriched
environments to generate functional usage of newly learnt
language behaviours. By contrast, Hart and Risley (1980)
argue that educational settings- must be deliberately
arranged such that trained language skills are used to
gain access to the natural reinforcers of <classroom
environments. In addition, the environment must be
systematically structured to accommodate brief episodes of
one-to-one teaching contacts with individual children
throughout the day.

"Only in such an environment can in viveo teaching of

language occur naturally and often.™ (Hart and
Risley, 1880, p408)

Such in vivo, or 'incidental'’ teaching, typically requires
the deliberate arrangement of classroom settings in which
a range of materials of high reinforcement value to a
child, are displayed and arranged slightly out of reach.
Access to reinforcers is contingenf upon the child
initiating an interaction with an adult by verbally or
ndn—verbally requesting a selected reinforcer. Prior to
delivery of the reinforcer, the adult attends to the child

and models or instructs an appropriate response.

The child’s 1language behaviour is confirmed by verbal
reinforcement from the adult and delivery of the requested

reinforcer. Thus, the child’s initiations are manipulated



by the adult to occasion the display of language skills
and to teach more sophisticated structures in different
contexts, under a variety of stimulus conditions

discriminated by the child as reinforcing.

In a study of disadvantaged pre—schoél children, Hart and
Risley (1968) applied incidental teaching procedures to
increase the use of adjective-noun combinations in the
spontaneous language of the children in contexts of free
play. By making access to pre-school materials contingent
on the use of adjective-noun request forms, significant
increases in the use of such requests occurred in the

spontaneous language of all subjects.

More recently, Hart and Risley (1980) examined the effects

of 1incidental teaching on the non-targetted language
behaviours of a group of disadvantaged pre-school
.children. The overall effects of incidental teaching on

the language of the disadvantaged children was compared
with the language use of middle class children of college
parents and of another group of disadvantaged children.
Changes in the language of the comparison groups of
children were insignificant compared with the increases in
language use shown in the children who had received

incidental teaching.
Furthermore, increases in wvocabulary and the use of
elaborated sentences were proportionate with the increase

in language wuse and were similar to the more complex
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language usage of the comparisoﬁ middle class group. Hart
and Risley concluded that incidental teaching procedures,
using intermittent schedules of adult attention contingent
upon children's initiations specifying selected
reinforcers, resulted in increases in language use. These
in turn produced significant increases in the use of
elaborated sentence structures in the spontaneous language

of all subjects.

These studies clearly demonstrate that 'incidental’
teaching is a powerful procedure for increasing
spontaneous language use in natural settings. However, in
vivo intervention has been developed primarily for wuse
with disadvantaged pre-school children and experimental
validation has not been extended to work with more

severely handicapped children.

Furthermore, <communicative interactions between adult and
child are controlled by the child, who initiates by
specifying a selected reinforcer. A necessary pre-
condition, therefore, is a <c¢child already possessing
moderate levels of spontaneous language which can be

targetted and modified within specific contexts in natural

settings. Unfortunately, severely subnormal children
frequently demonstrate meagre levels of spontaneous
language, despite intensive one-to-one training and are

typically low rate initiators in the social environment
(see Rogers-Warren and Warren, 1880). So incidental

teaching, as an initial strategy, is wunlikely to
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facilitate the generalisation of newly trained language in

such non-initiating or low-initiating children.

Rogers-Warren and Warren (1980) argue that for these
children additional adult prompting may be necessary to
bridge the gap between one-to-one training and natural
settings. The "mand-model" technique developed by Rogers-
Warren and Warren, is a modified version of Hart and
Risley's incidental teaching model. Communication between
adult and child is controlled and initiated by the adult,
who elicits verbalisations from the child to request or
describe selected reinforcers of play materials. The
child's language is prompted, model led and reinforced in
the natural setting much as in one-to-one language

training.

Rogers-Warren and Warren (1880), in a multiple baseline
design, applied mand-model techniques with three
moderately to severely language delayed pre-school
children, all of whom had participated in one-to-one
language training prior to the study. The pre-school
class teachers were trained to wuse mands, models and
praise contingent upon appropriate responding and to
increase the number of adult-child interactions through
which the child could practise and use in the classroom,
the language skills initially developed in one-to-one

language training.

The results of the study demonstrated significant
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increases in the functional usage of newly trained forms
in the classroom setting. In additioﬁ, there were marked
increases in vocabulary as well as in the structural
complexity of utterances, in all subjects. Rogers-Warren
and Warren conclude that mand-modelling is a productive
technique for the development of higher rates of
responding in children who are low-rate initiators in
natural settings. Moreover, the strategy may be
particularly wuseful in facilitating the generalisation of

new language behaviours in severely subnormal children.

In their discussion, Rogers-Warren and Warren make two
important points. First, changes in teacher behaviour
"comprised a sufficient environmental alteration"™ to
promote increases in children’s verbalisations of newly
trained forms. Second, increased child responsiveness to
adult verbal cues strongly suggested that adult attention
had a high reinforcement value for the children, enabling
the adult to structure additional language learning
opportunities through which the children increasingly came
to realise the critical role of language in manipulating

and controlling the environment.

Halle (1982, however, points out that, taken
individually, the natural environment intervention
strategies of Halle et al (1878), Hart and Risley (1868;
1980) and Rogers-Warren and Warren (1980) are incapable of
producing verbal fluency iﬁ severely subnormal children in

natural settings. Nevertheless, an "integrative model™
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comprising mand-modelling, time delay and incidental
teaching suggests a general strategy for introducing
language deficient . children to '"natural maintaining
contingencies" (Stokes and Baer, 1977) and for +training
the generalisation of functional speech and language in

natural settings.

This is not to suggest that natural environment
intervention should displace one-to-one language training.
Quite clearly, as Hart and Risley (1980) rightly point
out, for some children one-to-one language training 1is
crucial for establishing an initial linguistic repertoire
and the basic communicative functions of joint attention,
turn-taking and responding to verbal and contextual cues.
Equally, however, "teaching talking" in natural settings
through which language use and elaborated language 1is
developed and maintained, should complement and parallel

one-to-one interventions.

Guess, Keogh and Sailor (1978, p321) state:
"The extent to which a child generalises is as much a
function of the sociocecological environment in which

the child resides as it is of the child’s language
abilities.™

Clearly, the sociocecological environment necessary for an
effective technology of generalisation is not an enriching
but a responsive environment, incorporating the systematic
arrangement of antecedents and consequences and a
qualitative restructuring of adult behaviour such that

newly learnt linguistic skills are supported, reinforced
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and elaborated in increasingly diverse environmental

conditions.

Finally, the adoption of a combined operant technology of
one-to-one language training and natural environment

intervention in the educational environments of severely

" subnormal children may provide a technology for
generalisation, functionally equivalent to Soviet
psychology’s "transforming experiment" through which we

discover "not how the child came to be what he is, but how
he can become what he not yet is."™ (A N Leontiev, in

Bronfenbrenner 1977, p 528)
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8 'Implications for the present study

It shouid be clear from the arguments presented in this
chapter, together with the brief summaries concluding each
section, that both practical and theoretical
considerations led to the design and implementation of a
language training programme, which may be summarised as

emphasising the following principles:

1 The development of generalised vocal imitation skills
and a functional syntax based upon the adult model of

language.

2 The training and facilitation of expressive language
over receptive language skills.

3 The implementation of one-to-one teaching strategies
combined with operant techniques of imitation and
reinforcement.

4 Programming the generalisation of trained language

skills in . non-training settings within a school
environment.

It is hoped that the discussion of the programme, together
with an examination of its results in the following
chapters, will reveal the extent to which these principles

have been applied.
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CHAPTER THREE

THE DESIGN OF THE STUDY AND ITS SETTING
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CHAPTER THREE

1 The design

A research paradiém incorporating experimental and control
subject groups was rejected at the outset owing to the
obvious difficulties of obtaining a control éroup of
children whose handicaps and etiologies matched’those of
the experimental group. For the purposes of this study,
therefore, it was decided to adopt a within-subject

experimental research design across nine subjects.

2 The setting

The study was conducted at Norfolk Park School, Sheffield,
a group 7(S), LEA non-residential school for severely
subnormal pupils of age range 3-19 years. The school was
spacious and modern and was organised across six units
comprising 1) a nursery unit for 3-6 year old ambulant and
non-ambulant, profoundly handicapped children; 2) an
infant unit pf three classes of 6-8 year old ambulant and
semi-ambulant children; 3) a junior unit comprising three
classes o0of 8-12 year old ambulant and semi-ambulant
children; 4) a bridging unit consisting of a small group
of pupils of mixed age range, categorised as severely
behaviourally disordered and who were segregated from
their peers in classes throughout the school; 5) a special

care unit of three classes of profoundly handicapped

85



#

, ) *
3)*
[
#
I
#
|
0
2
3) =)

# #



"1
!
4
| $ ! 1
$ :
!
# .
#
1 #
Q Q
# #
# SS 2 !

3)

# !
# "
2
1 #
# #
# 1
! E
%
!



# #

!

%

#
&5 &
2



%

)

% 2

"1 2
# '
!
! #
#
"2
# #
!
" 1
| . "
!
! 0
!
@

%

%



<C >>

# #

S
1
:C)
! )C) >
!
!
% ! )*:*
! #
2
2
1
# "2
2 #
# 1 1
!
# |
" 31
#



41

2 ! '
Co#
! E
v ogoe
31 2 1 3 E 2
2 |
##
# # 1

)

3

1

31

0 #



- )
E
$ #H#
$
#
# o #
2
#

H&""s

!
!
' $
# #
!
6
2 I
#
1
!
C
" 2

# #

0 #



#
5 E
#
# |
1
7 "1 2
! F
2
#
1
F 0#
6

2 " # l
2
4
3! 0 #
| 1 "
)*..C 9 ' B
1 |
1 #
0 #
!
! o2
!
#
#
# # # #



0 #

1
1
2
0
!
"# &
#
!

0 #



#H#

* <

3 1
!
#
1
)*—*2
!
1
2
#
6
8 >38«<
# #

3 %



2
#
)*:*2
#
#
)*—*
1
#
#

# #



#&"

##

& $%

0 #






31



# #



" # ! 1 K K
E K1 K F E K1 K K E F "
1 ' " "
# # # !
" 3! 2
" 1 #
! ! # " 1 #
# 1 # # ! 1 #
# # 1 " !
% " 1 ' # 1
# # 0 " "
1 0 2 I
# # # ' # 0
#
$ " ' '
1 # !
' ' #
" # 1 ' 0 #
# 0 o 1 ! "
1 1 "
2 1 K 2 # !
# D 2 2 D
2 1
0 2 D 2 2 J 2 2 D 2

)>)






1 2
# #
) 3 # K #J K K
D
8 3 # K # K K #
"D
3 K # K # ) K D K # K # D K
D K D
; 3 K # K # ) K D F 1 K#
K #) )
' D F 2 K "D
' 3
3 !
$
0 # 2 # ' E
1 " 3
" " # 1 '
# " # @
"2
3 I
# 1 # 2
' ## ' # ! "
! # #
0 I

D K



K1

# #

K1

) >



Q Q #  # ' '
; |
# ' ! 2 "
! )
## o # ! 2 ' " 2
K " 1 2 5 K 1 K 2 '
K 1 K 2
2 # "
# ! #
S 1 ' ' 103
1 # !
! .
13 T
' # # D #
$
" ! #001 # '
: ) ; ;
# #1
0
# " #
1 # ! ## o #
# 7 "1 2 '
| | 41 $ | | "
| ! |
I D 11 1 "



) )

) >



1 K K E !
# # F D)
K E F # #
1 # !
# I I
# # D) F "D
# ! D # J
"D # D 2 "D F
" ! 0 # '
0 E 2
E " Il '
D F ' F
"D 2
" !
' ' 5 F 5D 2 5D
' 5 2 5D 2 5D 1
! ' 2 F 2 F
1 K K E ! #
D F D) 2 ' ' F
"D
9 $
9 % " 1
| 1 !
" F F 5 1 F



# # M 5
$ I
I # "
1 " . "
1 "
$ #
E ME" )) 1
# #
. " ME " .
$ F
' 1 K F
1 ' #
! I # 0
! 1
!
1
# 1
" #
#
5 "
# I



)2)*=8

) >

0 #

##



0 #

) F)

)) >

##

#H#

D #



1 ! 3
1 ' F 0#
" ## $
Q" MQ 2
Q" D M Q
51 # # # # 1 # 2
" 1 ' ! 2 ! 2 1
E 51 #
# ## 0 ! # 2
) # !
2 8 # # # 2 # #
# ! # 2 #
# Q "M Q $
Q # # "Q2 Q Q
# $
1 ! # # #
$ 1 2 # I I
Q 5 1 F
MQ2 Q 5 1 MQ2 5 " F #
51 $ 31 ' #
2 Q" Q
D #

)))



)) 8



0

5%!!

&

0 #

)):

#2



D F 0#
1 # "
' !
4 "
1 1
; #
3) DD 2
# #
" 2
[
M D # 1
|
D
F 0#
2 QB D
" #H# $
1 #
" ' |
[
M D HH# O #

))

%

%

# #



31

# #



%

%

5% &

64

%

54

46

))

7

&941/9
3
3
3
3
#
#
#

% %

31



# 1
!
!
" "
#
# 3 1
0
"&$T7T& + &
(1 #
1
! !
#
)*—* #
! #

%

0 #

))

%

# 3
)* =42
1
1
1

3
9

E
)+ > 2

) )



@ 2 5 %
1 1
1 7
# # !
D
$
"1
1 11
2 ! 2
3 1 #
( 8& 7 & " s
% ) " &
3 |
D
# 1 !
1 1
!
! # 3
$ |
# ! 1
# 1

)+

7

& %

7

0 #

& %

31



31

))*

31



0 #

) >38>

I
#&"% |

s

0 #

31

8"!

7



0 #

0 #

D 5

0 #



0 #

0 #

K2

& % :

K

K



0 #

#&" %

) 8:

s

0 #

8"!

7



2 3 5
#
0 #
!
!
& 1
#
! #
$
&
& 3 )
! 31
#
" I 8>38«<
# #
#
8"l 7 & " Il
& ! " #&"% !
E ! ! &

) 8

8"!

7



' 1 # 0
# #
) 2 8
8 2
| 6 " "
# " 2 " "
!
!
0 1 "9
3 1
1
4 .
1
0 " "
2 # : 2
E
4 "
;> !
! 1
" # # 2

)8 <

)T+ >
#
0 " !
$
!
2 )
!
!
!
#
C
2
!
# ! !
1 " # "2
E



# #
- !
# 1 ' 1
1 # # 0
! # # 0 : "
! # "
## 0 '
4 "
7 " 1 2 0 ' # #
. # "
#  #
: .
3 " D
D F )
## # 1 2
) ' 5
! 2 D D # #
B
1
! !
' ## #
2 ! 2 #



8
6 "2 !
| "
) &
# "
] E 2
1 "
!
#
#
i # "
# 1 '
3 ) ) NN
% !
T 1
# 3

) 8



0 #

# #

)8+



1 #
#
#
#
#
#
#
#
#
## 0
H# 0
# #
# # #
" " !
! 2 #
! #
D J
12 "
1
! $ '
#
# [
2 !

)8~



F #



##

# #

)

)



0 #

. 8

# #

# 1
3
3
2
5 2
#
1
1
I



# < 3
2
#
#
#
0 # 2 !
1
# 2 +
!
1 ' , 2

) 8



0 #



#) MQFRQ 5

" ! ! 69)

# # #

<

M Q

# #



#Q Q
1
# # Q : 1 ! .
# # D ! 3 3!
3 0#
# # # 1
i ! 1 I
## 0 ] #H# # D D
1 1
# #
5 # ! 1 | 7
| 2 $
#
2 1 2 #
# 2
# 3 0#
Q Q2 Q D Q Q
Q2 ! # 1 #
# 1
1 @ 1 #
Q 'Q 1 2 5 )
# 1 Q # Q
I 3 #
0# 2
0 # 2 ) o

# #



# #

8 &

%

) >

##

#&"

# #

0 #



1
| " #
1 , "
4 2 "
#
# ! #
#
] 3 ##
Q Q B
|
" D
|
1 Q (
) * , + |
1
# .
# # !
|
P M
1 # # 0
" #
1 1
" D D
" 1
0 # 2 #

# #



Q (

# 2



%

D
!
2
"2
2
#
K "

1 #
# n
" 3
| # |
MQFQB
& 1
! 8 ; 3
8 > g
3
" 1
# ! o "
" 0
2
$
# n
! "
E
E "
1 #
#
# ]

MQ



6 6
)r=>¢C ) * =5 ( ! '
2
# # 0 @
! 1 #
1
3" 2
! 1 # ' # |
2 QB D M Q ! "
Q5 D Q QI :
# "
l# # # # #
$ # # .
1 # 1
$ I
3 # 1
& # # "
! " # ' 2
# | "
3F # 2 #
' " 2
' ' !
" " # 2 2 3F2



) 8 3 F5F 1 F
) 3 5F 1 F
) ; 3 5F 1
y < 3 5 1 FJ
) . 3 5 1
y= 3 5 1
# " 1
4 .
1 0

. F #

. F#

. F #

.F #

35






&)

))F
))F

## J
# # J

F

# #









%

1 2 "
#
)
$
!
1 oo
"2
" # 2
!
#
| "
"ol
# #
1 #
5

0 #









) >

02



# # #

# #

# #

) <)

DD

#
! ;
1
1
#
!
8)38+

# #



#H# # 1 31

) 8Q



(1 ) 3



65 -

)! &ll
31
2 "
1 2
! #
2 "1 2
##
"2 1
!
1
#
1 #
# #

" D . "
I
| "
!
2 #
1 D "
" "
! #
1 D
12 1
!
!
!
6 2
#
!
3 0#



8 &

"2
2 1
#
2
"2
11
D

%

) <<

%

| #
F
# | |
!
# 1 1
0 #
[ " 2
#
' # 1
1 ) "
' 1
| |
' C 8 9
#
( 8>3
# 3 1 '



3
# # #
#
2 R
1
1 8&" & I
| 2 "
" !
Q" .Q !
|
1
#
# |
1
3 0#
#

0 #

31

)<,

# 2

0 #






1 .
1

8*

#

<38

) < +



1 D 11
0 # !
# |
# |
)) 3 ")) ) '
1 # !
$ "
# 0 '3
| .
L .
" !
( 2
' ' #
# ! #
t# #
D 'D2 ! " '
# .
5 1
" !
" #
' #
5 1
# #
o # 2 $

N |
1 #
# 1
5
' #
#
# "
' 2
3 0#
# "
#
1 ' 0
!
3" 2
Y#
1
#



%

" K



# #

# #

MQ 2

0 #

< 3:

<3:;2

0 #

#2

#2

82



##

1 #
3 1 # #
Cc "
1 ! 1
# 1 3 K # #
"2 #
| | 1
# # #
# " "o 1 !
#oo# # -
# " ' 1
" 1 " #
# ' |
| # " ! "
1 2 " Q DQ
2 # #
C ! 0 # 2 1
Q# Q
. 1 '
0
1 ' ' # 2 ! "






#
! ' #
! ! <3; 6
1 # ! 1 3
1 <3< < 3, -
1 " 0 #
E K 1 3 ( |
1 # " 0
" | "
" oo 3
$ "
0 1 #
<3=2 | < 3= - 82 # #
! # 1 D
1 1 # ]
" !
K E K 1 3 <3=2
8 " ! #
1
! ! 5 " 2 "l
| 1 # n
! # %
$ |

82

# #



41 2 1 #

# I 11
1 1
E |
$ #
# 5 1 1
# ! D
7 2 $ 1
" # #
# F F #
" #0001 "
# # | 3 2
I $ # !
1 2 0 #
1 # !
E K 1 3 2 1
# # E K 1
- & ! " & +" &
5%! & "
|
6 # o)y *x=%2
" " E
1
)) 3 1)) ) 2 "

0 #






$
E K1 3
1 !
# ! 1 #
!
1 2 # #
)*—* 1
# 1
# 0 #
# 1
1 #
1 J J #
9 7 & " #"17
HE&"% | "&$T& + &
4 3 )
!
1 3
# 3



<3<

0 #

0 #



# 1 1 # 1
. 82 # # 0
1 D ! "3
# 3 ) " ! ' "
0 #
" 3
| < 3 * - 82 # # 0 (
1 ! ! "
] $ ' ! #
! 1 #
5 # 3 8 ! <3,C
8 2 1 D ! E
52 " " 2
3 0#
8 2 ! 1
1 03" . 1 #
# 1 1 D #
: 2 1 !
Il ! 0 # 1
" . .
1 D ! 1
- " # 3
# ! #
5  ## # # "
3 # # # !
<3, " 1 D # "

<3*2



5
#
1

1
#
<3))
#

#

0 #

82

<3);

552

%

82

0 #

# #

)2

%

##

)2

< 3 +

1F

<3):



# "
#
| " .
# I
6 #
7
0 #
E K1 3
%
<3))2
1 "
0 2
# #
8
<3F,2 !

F #

<3))

82

# #



0 #

# #

L
3 F
#
K1 3
1
!
K1
K
)+ ;3)+<
D



%

% % ! 2 ) <
= & -
" ) = % % 2 8)
& -
! [
| .
$ 1 2 ! 2
! !
2 " " ! '
1 2 # !
" 1 '
' !
| 1 D
! ! # 0
1 ! 1
2 1
# 1
1 2 '
D # !
)" | # |
# 5
0 # "
# # 0 '
5 # 3 12 "
#

31

))






1

€>€ D



7
%5

Il
\U
)&



%55 <

%5= 5>



R

oy

Ro |

89
L

gﬁ A
>

-3J 0{0

G A
37 H

¥

Eo

&

ﬁ O

e

4
) >+b544*



*



?H

7

> 1.3333333333333333333mB333

> >

w B . 1777777 777
'KH 4373 3333 A
@? % 1 [
33313104 3333]Bc 3
2 21( ?2A; \ =A

>1
776 e J7 7

1 ? 1 >B C
3334 A7- 3
i .
E = 1% F GA...A.H
$ 13
1( 1E

) + >



...... KKKK. .......... -
J J
R
. N....O..
L L (0]
= (@] = =
.9Q /B:T
J . J
J L .TVOP
BJ S
@ T, + T+-
$ % % & B8
K

0s .0

ey o+
J

).



C#

) +8

o



)+



yF)8F=*
);F)B8F=*
+F)F+>

)>F)F+>

)<F)F+>

)=F)F+>

):F)F+>

8, F)F+>

8+F)F+>
8*F)F +>

JF8F +>

,F8F+>

=F8F+>

# #



3 ##

J)F8F+>
):F8F+>

8=F8F+>

8*F8F+>

8=F8F+>

8*F8F+>

=F))F

*F))F

) *+<

1
*

8 F;

8 F:



(o2}

(1

8)

5b

:388,2

% 5

) +



)
) >
!
B 5
!
%
|
!
%
!
#
1
!
#

) +



N
##
H |
E
2
! 2
| "
# 5
" 1
| "
#
D
1
n | $
4
| "
D



%

8 &

%

%

))

) >



% 1 2
!
" .
#
#
R2 Q
1 Q
# #
#
# Q



## 1
# $
1 #
Q 5
1 $
3 #
' #
# 1 P
) D
#
!
# #
2 # !
|
0 #
g&" & !! &
' !
# "
5 1

) *)



2
' #
#
#
3 0#
# |
!
2
#
5
Q
#H#
#
&
!
0 |

# #



# #

& & 5

/2

5

! 0
"1 2 1 o
1 #
2
! 1
6
# ?
#
- 9@35 /F &9 &4 5
F 3 #
9@35 /F 4@ F 4@
# K
F5D% - 9@35 /| 4@
# F 3 #
@ K- 9@35 /
# F F 3
K- 9@35 /| 4@ F
$
0
2
(4B 2 (5 1 & 2
N5 /2 0
#
# 0

%

/

B

D
!
1
2
D
54
!
F &9 &4 5
3 5
4@ & 9
#
4 @ F &9 &
1
(9 B5 /2
!
!

5

B 95

/2



#
!
@ 44N
#
0 #
#

%

9@ 35

#

/I K4 @

5

—+
!
!
L
)*:*2
1
% F5D%
1



' 1
' !
I !
| | " !
| -)*:*
" # ! 1 #
" #
| " "
#
' # 1
#
)*:*2 | '
#
#
n ,3)
- 82 ##H 0
5 0 # 2
| '
5 /K 4@ F &9 &4 5 5 4
#
( |
' #

) * <

,3<C

' 3)

+:1X 2

%



.QcC

D 3 3 3

»3)

82

0 #

# #



82



" | #
| # |
1 5 "
#
# 2 !
F D F "D
B # 1
1 # ! 2
# 1 #
!
1 2
E C
E
# |
$ #
1 #
" !
" D
" F
9 # D
9 # D
6 2 # #

)* o+

F 2



# #

2 I
#
1
# '
#

# !
| " '
7 " 1 2

'3
| '
2
- 82
,3) >



# #

4 @

82

# #
1
37
!
2
!
!
1
I D9
4 @

Q2

82

D

5

# #

D K

D

%*:*



# #

8>)

0 #



2
H## # 1
#
1
! #
( )r=r2
1
#
! #
2 n
# 1 ! 1
)
- & ! "
5%! & "ol
!
| )*
" E
# 1 ' 7

8>8

&



%

0 #

# #



7
#
#
1
#
$
#
Q D
d!
#
#
1
. 9
#&"% |
5
) 4 E
5
8

7

&

F
0
D M F
0OF
#
1 E
)
< 2
1
2 Q" D
| # # #
Q
!
!
$ #
n #"!
||&$7&+ &
#
4 F 7 1D?9
# 3 5 D
5 2

QFQ”

7

%

MQ

)28



,3)8

3

##

5 % FJ5

9@35 [/F

88=388*

7

4@

# #

9@ 3



8
' 0
1 »3)
41 2 "1 2
3 @
" )
# #
D
6 2 " D
3 " #
1 " " # #
D !
" # "
&
! #
# ! "
8 6
1 #
D #
" )
5 2
1 ! "
@ 0 #

82

# #



D ' # F
F ' # "
# 1
' !
3 0 ! @
,3) - 82 # # 0
6 2 5 D K K @ K- 9@ 3
5 /K 4@ F 4 @ F &9 & " ! , 38
8 " # ' 1
I ' #
| | $ # 5 2
"1 2 D
# 3 8 # "
" 3 0# # 3 )
2 " 1 1
5 ' ' 3
0 # # 3 : ! , 3% 2 D '
# F F
' # "
" 3 0O#
# 3 ) 3 5 552 # 3 8
6 2 " # 1
0 # # 3



) 6 , 3) > "
1 # 3 2 "
" ) 8 2 !
0 ! @ # 3
% "
" #
# ! " 3
)2 0 !
' 1 1
" 3 "
# 1 # !
1
- 82 ## 0
|
( 2
1 D # !
1 # ! 2
#
2 2 D
Foo #
6 , 3%
I I 2
# 1 # 3
7 " # # C
" 1 #

8>+



,38%*2

82

0 #

82

# #

82 # #
12 D
# 1
6
|

82

1

D
8 7 " 1
!

41 2
0 5
| 2 |

|
I D9 4

0 #

38



# #

0 #

! #
»3) »3) "
" 0 #
8 "
2 2
' 0 #
" 3 0#
, 38+ ,38* -
D ]
! 3 1 !
o #
11 ' 1 Il
D J 7 "1 2
! E
" 2 2 '
# 3 2
1 # "
1
' J #
# 3
| " "
" 3 0#
8 "
" 3 1

8)>



%

%

0 # 2 # )
‘2 D
' !
1 : )2 :
1 2 # "
1 2 " 9 ' ) 1
! 1 ! 8 *
3 1 # 3 1
& - "
1 * I+ L
3 1
D $ 1
" !

1 F 4

1 1 2 #
$ # 1
## ! 1 2

1
!
! # 3 !
1 # "

8))



D
( #
! # #
# #
# # #
E
6 ' 2
!

8)8



L0
Lo 20 80 &L By

8

SO

Ad A ORUWEIRSZ:A sk 0 o —
ﬁmuf%L_bu

a0 <

aT

8):



>" B
H
e
474
4 P
A7
wH(
M
B 7

8);



%5

[t}

Eow 0

8) <



8),



CT

8)



8)+



8) *



88>



+5 101 5

Q +5 R 5
1RQ 1

B O
10

1 + AR
85 711 1 S AT31ASRIR
777777 /77777777 /E7TH F177

$ EE

88)



888



14 c

S

C

88:



8 8 ;



88<



88,



9@5

9@5

/

/

J3

3

3

3 &

3
6 F
(
8=F,F=*
8+F,F=*
#
8+F,F=*
3 #
8<F,F=*
8+F,F=*
8+F,F=*
3 #
8+F,F=*
)8BF=F=*

88



%

88+

##

F))F=*

88F))F

8*F))F

F)8F=*

<F)8F=*

)>F)F +>

3 &
8*F))F=*

 F)8F=*

8)F)F +>

)i F)F+>

8+F)F+>

F))F=*



J 0 <F)8F:*
!
- 9@5 / 3 3 &
) W " :>F))F=x 8
JO " ):F)8F=*
J " *F)YF+>
T 54 5 [/ 3
5 . M ,F))F =+
T 54 5 [ 3 #
B ‘M ;F)8F =+
&9 &4 5 54 /

8+F))F="

)8F)8F=*

(T

8F ;M



(r . 3

!
8<*38,+2
#

# #



8:

@
2
!
"1 2
1
#
2
1 1
2 ]
R  $

“"DEJ"

#

#

JF

D"



1 ! | |
1 #1 Co# 3 #
#oo# ! E 4 #
I "2 ] ]
: 1 "
1 2
' | Il
6 "2 " !
0 # # 2 #
| | ! 1
( 8&"7 & " s
| 7 | |
! "2
: 7 "
% ' " , C 9
8 +
2 )8
D # ! "
B D F B D M 2
' # ## #
# 5 #
1 3 1 E 31 3 E
' 2 " D # 2

"&$T7 &

+

&

%



Q %

B

‘M Q

%

0OMQ

T ]
| "
DF D F
$
1 1
1
# % 1
C ! 0 # 2
'Q
B M $
#
' #
6 2
2 QB I MQ
|
' !
#
2 ]
2 # #
2
0 # "2
!
# 1



# #

“#$

3)



# #

%

0 #



# #

9 @35

/'F &9

#

82

# 2

F &9

&

##

& 4

5

82

- 9@ L

9@ 35

% F 5 D%

/



#
#
! # 7 "1
1 ' "
# 1
! #
Q "
" D #
! 1
| | #
" # "
! 1
" " 0 # I
1
5 " 1 2 ! 2 |
0
! # 2
$ " '
#
# F E "
" T 1
#



2 ! # " "
0 11 1 1 1
! $ ! 2 5
F%IF 4% F%I 4 M #
2 Lo " F F F
2 " 1
# # # 1
D 'J 0 # 1 #
"2 $ 2 2
" | | "
2 57 - % | 7 4 @ N & M F 5 7 - % |
@ N & M F 5 7 - 4 % 74 4 & M F
Lo 2
" $ 2 5 7 -
| 4 & M F 5 7 - & 5 & M F 5 7 -
M $ E " 1
# # 1
# 0 ' ! #
1 ! #
D -
" I # ' C 2
# " # 0 5 "
' 1 #
# " " 3



#
! " # I
# # ! "
1 2 4
" # # | §
' : !
# 2 5 7 - %l 7 5 7 .
I 2 . .
$
! $ ' | 4 . ., ) \ o
% I ! , CL "
# 1 1 4
! 7 11 " $ . L
| # ! ' # # " "
Co . ) )
'3 " #
# # " ]
5 12 0 & o -
$ 7 "1 2 ! 0 |
! - 1 ) )
$ | 4
$ I "
D@ N D 2 5 1 : " 5
) #
. . .
D & D " # # '



# #

n !
I "
0 . "
=3 ) "
1
1 2
D 'D
| "
#
5
D #
1
#
D |
1

8)

$
!
# 1
" 2
0
# 1
1 "
2
!
!
"o "
D D 2



6 2
1l # " # # # '
$ !
# # =3 =
- 82 ## 0 6
% 1 2 0
# 2 " " $ #
# ! ' ! 1 5 - 9@
F%Il 4 @ F &9 &4 5 5 4 2 "
1 ! ' =3+ C
! =3+ - 82  ## 0 6
( bo)y*=x2 $ !
0 $ "
" - )
! 2 B 7 (4 14 B =FB7Y 9 | 4
(45 I'M 5 2 ] $ "
# # | 4
# # # " !
# # 5F14 # 1 # %1 F14 9
" 0 ! 12
1 "
" # # # # D
$ ) B F 4% F %I 4 F 5 % - 9@ 35
F%l 4@ F &9 &4 5 5 4 " " $
2 # 2 | 4 B

8;)



& 9

0 #

4 %

& 4

F

5

4

(4

F1l4 9
#
B MFBY7
#
2 "
' 1
D
#
1 ' 11
B 7 (4
2 B7 | 4
!
#
2
#

9@ 3) |/
#
% 5 (45
# #
1 .

1

!
B

/' M

F

%

4



%

1 2 ' # #
D ' !
| 4 B
D &
B 4 &
1 # 1
5 B 4 & 2
' 1 '# #
D # 1 &
" 1 #
6 =38 "
# |
2 "
# N
#
6 =3 "

F >% FI> 9 >



%

#
(45 IMFI4
2
1 #
2
1
0
# |
- 9@ 7

F 4% FI14

F

9

4 %

F 1

4

9@ 5

# #

/

F

4

9 P4 @

F&9 &4

2 B 5

9 @

5

5



#

&
5 % !

!
) * =%
0 #

!

1
' 0

&

3Q

+" &



#
1
1 I
# # ! 13
' !
$ # #
! $ #
1
$ 2 M F
" # " #
2 D F
D
| '
' (
0 # " #
# ' #
2 "
" Mo
# I
M " D #
# $ ! "
$ 1
# ' 1
D # ' 1 #



##

B 5

| 4

5F"

9@

649

%

F5



#
#

6 2

(

: 9

#&"% |

5

4
4 F

& 9 4

- 9@35

#

&9 & C
4 @
1

#

#

9

7

%

& "
"&BT7T& + &

# # #
0
2
)*—*
1
#
#
#"1 7
!
# 3
!
4
F
4 @ F
5 % F5D%
!
#



9 @

# #

%

u ,
!
38: #
!
2
8,*38+)
|
MFB 7

649 5

b

F

4 %

82

F

%

4

#

(45 /M

F 4%
9 4

9F 4 -

- F

Fl4
@

92

D

4 %

| 4

9

5

F %

B



B 7

0 #

41

(4

# |
$ #
2 1
3 0#
8
3 5
@ 2
3 0#
3
/
n 8
3 0#
3
0 # 2
1
" | =3 <
1 0 #
2 "
#
2 1 2
1 1



0 #

41 2 .
#
@
#
1 1 #

' " " 3
=38) =388 - 82 # #
5 # 3 )2 1

1 0 #
# ! 7 ID9 F 7 | 9
# 5 D & 9 4 %
" |
# | #
" 5 '
! - !
! !
2 5 D 4
1 1
0 # /
@
2 " 1 I

#
# 1
0 #
% 1
1
0 6
| "
E
4
% " 1
0 #
' # #
E
7 # "
#
# |
" 3
0 # "
5
) 1



6 =3,
7 - M # 3
# |
# |
3 5
)
/
$ " "
# 3 )2
#
1
1
3
- 82 ##
1 |
5 6
0 #

8 D
# 1
55 % 1 2
1
3 0#
3
# 3
3 5
2
3 0#
3 55
3 0#
#
1

55

=38,



F

4 %

F

% | F

4

5N

75

55

)2



#
6 =3+
3
8
# 2
" 1
0 #
6 2
@
F 4% F%l 4
0 #
#
2
!
B MFI4 B
0 #

%

82 # #

0 #



0 #

F

4 % F

F 4%

(4

5

4 9
=38=
!
Fl14 9
7
#
IMFI4

9

Q 1
! B 7
82 # #
3*
D
!
(
0 #
!
9@35 |/

0 #

0 #



%

0 #

9@ 5

55

0 #

4@

0 #



%

F 6409

%



% !

# " #
5 2 #
| .
! #
| |
!
0 2
#
| "
% 1 2
! # 3
#
1 # "
#
41 # !
!
## 0 : 1 "
1 ' |
1 0 %
D
#

8 < +

0 #



736
CE A7

%6&

(. T



\,
= o

b

>



PT

o %

8.)



'tH 3

3\ 8?

F8c

LV



47

4 37

&
AR



%



PD

wWWwW
S c 3
E.' 31
Y W
0:7
Z 9
b .9 = &
.10 12 34f1 &0 11
lec | 92) 90P:0 P
mn " $M E# ! EJ bF: ,F 2@%J 03

\22)3 $1J ~>P>$P[ : $ " [$S

2H&



4B

HH"

7 %
EP ¢h



Y+



b



%

9@5 /

%

4

3

3 ##

F=F=*
F=F=*
<F=F=*
<F=F=~*
), F=F=*
), F=F=*
8+F,F=+
8,F, F=r*
3
), F=F=x
3 4 E
F=F=*
F=F=*
M 3 9
8, F, F=r+



& 4

F &9 &4 5 54

##

N
\Y%
T
1
T
]
*

Nt
\%
Tn
1
Tn
1
*



&4

JM

4

3 ##

N
T
1
T
1

*

8+F,F=*



3 # /
6 F
&4 3 8
6
5 J 4 3 E 3
J
5 7 - F 4% 4 M 3 9 $
5 1 # M 0
5 - 9@ 4 @ F &9 &4 5 54
5 # M 08
5 " JM
5 # : # M
9 $ ! 3 4 E
B JO % B M
QOB M 3 # "
J Q
E K #J 1 3
J J

##

JE*xF ==

K #

y>F*F=*

M 3 9 %

L F=F=*

L F*F=x

JF*F =+

JF*F ==

K



/ 3
F
(
3 E 3
1
# F)F+>
B 3 #
! . "
" "F)8F=*
3 E 3 &
“F))F=*
E 8+F)F+>
/I 4@ F &9 &4 5 54 3
“F))F=*
J . 8)F))F=*
)J<F)F+>
):F8F+>
F 4% F %I 4 3 9 K &
# M +F))F=x*
# M
' M *F))F=*
' # M
# M )8F))F ="
# # # M 8)F))F=*
- M 8:F))F=*
# # M 8:F))F="*



& 4

%

o1 o1 o1 Ol

(6]

o1 o1 o1 ol

[21&)

o1 O

7

F
F 4% F %I 4 3
M
# # M
M 0 )>
M
M
4@ F &9 &4 5 514
"M
"M
M
" M
E # M
M
M
M
C M
M
M
M
0O M 0 8
% B M
M
M
% B M
M 0 < #
5 " M 0 )>
M
% B M
M
M
% B M
M

# #

(

$ &
:F)8F=*
);F)8F=*
<F8F+>
8+F8F+>
M 3 9 $
+F))F="*
+F))F="
“F))F=*
)8F))F="
J<F))F="*
8)F))F="
8:F))F=*
tF)8F=*



& 4

B 7

B 7

o1 o1 01Ol ol

o

o o1 o1 Ol

(620 8)

(4

I 4

| 4

(45

/

F &9 &4 53598 $

3

&

M

%

0

K #
F)8F=r*

o

))F)8F=* 8 8

);F)8F=* )

CF)YF +> 8 8

*F)F+> )

J<F)F+> )

8:F)F+> 8
8*F)F +> 8 )
8+F8F+> )

( 8 )

8+F))F=* 8

3 S5FI K 9 %
J<F))F=* 8

8:F))F=rx



6
- 9@ 649 %
% Y#
G#
v M
#
# '
" .M
!
" # |
M
7 4 @ 3
" 2 %

##

( 0 3 5FI

)BF))F="
<F)8F=r*

)>F)F +>

), F)F+>
8+F)F +>
8)F)F +>
<F8F+>

8+F8F+>

);F)8F=*

8

8

K

9



3 # / 3
6 F
& 4 3
(

5 J 3 # i3 #J

J 8:F)F+>
5 J F 7 J # K #J 4 1

J " E )iF)8F=*

3 :
& 35 K 0 "'K - 9@35 / E F
# # K 4 1
51J . +F))F=x
° ! 8)F))F="x
5
5
5
5 CF)8F=*
5 ))F)8F=*
5 0 8
5 " " # ) F)8F=*
5 " . . *F)YF + >
5 # Y<F)F+>
51 J ):F8F+>
5 @ 8+F8F+>
5 1
4 6 1 3 4
8+F8F+>
J ## (



& 4

5 K "

3 5 K B

@4:1:

5M

##

8:F))F =+
"F)8F=*

8+F8F+>

)BF))F="

8:F))F=*

' F)8F=*
<F)8F=*

*F)F +>

)>F)F + >

)<F)F+>

)>F)F +>

8:F)F+>

8+F)F+>

8*F)F +>

) >



3 # / 3
6 F
&4 3
( 0
& 3 5 K " K -
5 S #
5 #
5
5 " ):F8F+> 8 8
5 # 8+F8F+> )
5
B5 K & 9 4 % K - 9@ 4@ F &9 &4 5 54
% "# ' : M )8F))F=* )
" % Co# o M 8:F))F=¢*
: . = );F)8F=* )
% "# ' : M
% "# :
M 0 ; *F)F+> )
' ' M
3
"M )J<F)F+> )
M 8+F8F+> )
& 3 B F 7
B J " 8:F))F=* 8
B J " );F)8F=* )
J # ' ):F8F+> 8
2 M 8+F8F+> )
3 "



& 4

)E

%

'JO

3 B M

3 5 F 9 M

##

F55F=*

*

))F)8F

);F)8F

8+F)F+>

8*F)F +>
). F8F+>

8+F8F+>

*FYF + >

)>F)F+>

)<F)F+>

):F8F +>

8

~

)8



& 4

8+)

##

8:F))F=r+

) F8F+>



(1

517

##



%

517

# #

/)

0 #



##

%

"&$7

8&"7

+

))

%

%

))

*

*

0 #

%

31

31

+ -



))

QFQ

1 1 2 Q J ! .QFQ

# 2 1 2 / J ! 1
# # ! 2 Q QFQ
5 2 #
1
D D 2 Q
.QFQ " QF
2 1 2 !
! / D 0 # 1
1 # # 1 D D #
# 0 #
2 Q QFQ/ E #
! 2 # #
# # / D
B M $
F 2 F C #  # !
" # ! #
6 ) #
$ $ ### : F



) +2

F

% |

4

5F"

(4

82

# #



' 1 /o 0 2 3
5 m .
" 5 "
# 12 ! " # ' 1 % 1 2
# " 2 / ' D !
# " ! " 5 2
| 2 " ! ' !
2 # '
$ | |
! ! - # ol #
| "
# # 1 ! 1
# " ' ' #H#  #
5 1 ' /o

# F F 5 D @ - 9@35 |/
4@ F 4@ F&9 & ! ' 0 "
# # 1

| # |
5 0 #2 /o " I F 4

" E #
! 0 # "
! 0o # "
#
" # . "
# ! | | " :
! #



#

6

+ 38
1

#

5 D
# #

+3)

82



% 3 # ! " ' #

1 # 4 7 | 9 D F 9 4 2 7 1 D9
4 " " # 2 1
# 0 ' ! # 1
" $ 1 1
! % 1 2 [ " D ! #
# ! | 7 1 9 F 4
7 1 9 D " #
6 + 3 + 3 " B B |
" $ # ' 6 2
# " 1
# % 1 + 3; + 3 <
- 82 ## o /
! # 1 1 # 2
" /' D # # ' Q 7 1D9 4 Q
# 1 # ! E
E % 1 2
/' D ! # ## # 0 '
( ! " ! 2 | F 4
" 1 # ! "
C # 2 # 5
# 1 # % 5 /A " !
P ! 5 % /o 2 " 5 % F 5D 2
- 9@35 / 4@ F 4 @ F &9 & 2 # 5
% 5 F 7 1 D9 % 5 "



1 3 ' ! 4 5D%
4 5D % I 1 F 4 5D % 4 5 % F 5D % - 9@35 | 4@
4@ F &9 & 1 # | 5 5
Fl 71 9
por 0 " !
# # 5F 14 # 0 2 " "
# 1 # %1 " "l 5
/ ' D 2 # " !
$ ! 2 5 B F % | 4 $ !
B 7 (4 14 B M E
# Co # 2 # 2 2 2 2
# ! $ )
" $ ! " # !
! " ' ! " $
6 +3< "/ ' D # $
! 5 "2 " # $
# $ " ' " M
# ' # ! E
! 1 $ Q ( ' "
- " Fe MQ # " # !
" E 5 Lo 2 "
" ;
! 2 Q " ' " Q2 " #
" ! C 2



%

2 E
#
1
E #
"2
!
$ |
' 1
# ]
# "
2 n
2 : #
11 " H
1 "
# 2 |
# %
82 # # 0o |/
+ 3, " /| ' D #
| 5 ' 2
1 "
" 1 4
| $ E M
3 0# 5

8*)

DS

B 7

+3)<



##

0 #

0 #

8*8



## # 5F" I "

# ! 2 | 4 B F 4% FI4
4 B 7 (4 14
B 1 4 B F 4% FI14 9 4 "
$ ' # D # # =
% 1 2 0 ! $
/' D # 2 " $ B 7
9 | 4 (45 /' M " 1 # 1 4
9 - 9@35 / Fl14 9 4 @ F &9 &
5 1 ! # 2 /A
1 '8, #
E # ! 5 D
4 F 7 1D9 4 # F
7 1 1
DD 1 R 2 " ' # !
" ' # #
# 1 1 1 2
# # ! ! DD 1 Q
2 E 1 1 !
1 1 # "
' # # #
- & ! " & +"& & ! "
5! & "o
( ! ] ) K "
1 "



0 #

# #

0 #

%

0 #

M Q



# $ Q %
B M Q 9 1
0 " 2 " " " # '
Q Q #
!
( 2 / D
! ' ' ' 0
!
$
#
I % yx=*2 | # #
# 1
# ! 0
6 2 1
# Q Q

Q# # Q

9 7 & " #1107 & " & ! "

#&" % ! "&$T7T& + & ! 7 ! !
/ D # ! !

)+ = # # # 3 )
2 ! # #
0 b/ D !
1 6 2
! ! +3)* +3:* +3)*

8 * <



0 #

0 #

B

%

F%IF

4

)
5F14
(4 14
1
1
0 #
! 2



+3))

F % |

0 #

0 #

F % I



%

%

+3)8

82 # #

FS5SD%

@2
8
- 82
$
B 7 | 4
!
) # !
0o /
# 2
!
9@35 /| 4@

##



B 7

0 #

| 4

(45

0 #

/' M

# #

))

%

0 #

%

9

9@ 35

/






2
#
11 1 '
1 1
" 2
5 # 3 )2
# |
| "
!
$
#
# 1 2

0 #

1 >)



> 8












o3

ACE.‘/b:
? %



6 g8 &&a%:”

.. 2P,

& BB ERBBRE & B5EOE & & & & & & L&

B REKRELZBE & |, & . ...,
%
%
H N & ~
$ $ - 8 Q é
EEEEEEE L& && 6 &&& &&EREK&
3 N
° 3 3 : o
o
Pos o L 6 &6 BREEREREREREREES
EER B & 0o = = > & &
? @
L8 %
! s @ . ., 3, ,
AB
% % a
11
%
&
. % % 3
3
@ee@ @ % 3 % % %
4 - & "
% c
P 4 .
% % $ % s 2 7
[0 % & & o 3 % s
E £ %
i s a3 s
0 4 ; . 3
- 3 F % .3 %
% s %
& % % &
@ @
$ % !
4
36 s %
%
9
1 HHH @ @ @ i
# 7 % %
F ; % $
% H ] %
. 0wl | 3 £ % %
K $ $ %
& &
&
& 7 L BB66
7 s & ., % % %
3 7 s &
$ $ % 3
%
* 3
% $ % %
&
. 5 8
s %
% % % &
%
% %
HH %
& o
- %
P SECTETRL . P L% 4 . $
# 3
%
% £3 A < N,
% % * * * H a 3
> o ? 20,3,

%

0% %

. s
%

%

%

%

%

%

%



P)

G7 P



& 37 &1
75 5

H4Q7



<3



437B

G737 N 37

HAWPMW C
PE0R&R Sg N 4

>



1

>>

7E



%51 7

P( P)H :



9

3

J

0#

14 J9 .

9@5

/

3

%

&

88F,F=*



/I3
6
&4 3
9 9
JO
5 J
B $
B JO
B $
B %
& (
& (

F
)
3
#
# #)
1 JO
3 B7 9 J M
M
3 B7 9 M
"M
0 3 &
M
M
1 M
0 3 &
M
# M
6 3

##

3

(

88F,F=*
# J
88F,F=*
88F,F=*
88F,F=*

! 3
88F,F=*
88F,F=*
88F,F=r*
88F,F=*

I 13 (8M(4M
*F=F=* 8
*F=F=* 8
*F=F=* 8
)8F=F=* 8



(1



)
!
1
1
#
5

!
#
$ '
D #
2 ##
2 "
!
D #
##'
#
7 # 1
#
# #



" s "&$7
7 ] 1
! ‘2 " )> !
% %
9 )) - #
- D <
" 1 '
7 " 1
J # ! #
# 7
J" D # # JMD D"
" # ' 3"
P E
# # # #

2 Q # 2 Q# D " " Q
$ D" M D "
D #D?2 D " D D D 2 #

! ' D D
' ! $

| 2 #

" ' # # #



ll#$
&
#
! D
1
82
! 2
D
! | F 4
4
&9 & 2
0
2 1

D #

0
2
!
)*:*2
*3) 38;
!
1
5 5 D F5
7 F 7
D - 9@35
9@35 /| 4@

F



0 #

-9)
##
D
#
2
##
' !
#
yr=+2

%

2



2 " $ "
0 1 # 2 # 3 1
# ! 0
" " #
5 D % FB4% 2 2 - 9@35 /
7 2 E ' I
# 1 # 2

$ $ # !

# # " 3 E
I 2 I
2 "
" E "
" #
# " #
$ # ! #
# # ! "
# ! " $
5 M F M
I " ' $ # I
$ "
D #
" 1 \
# ' 1 C 1 $
! 1 6 * 3 "

1 8)



82

# #

:88



# #

%

o #
1
4 7 1 9
! !
' D 2
Q
Co#
% F ) D %
F 4 5D %
4 5D %
. "
2



#
#
# "
' $
|
1 2
# 1
2 "
| '
YF 7
!
3 " D
5 D %
5 / 4 @
B D
M
7 F 7
4 @ F
5 F
E F
| 7 F 7
5 F
4 7 F
- 9@ 35 /

! #
#
1
# 7
F 4
$
1 2
I
# #
FB4%
F &9 &
F

2
5F"
2
F 7
|
# |
## # 2
#
12
$ ?
#

F@4I1F /509

"F F )

D- 9@ 35 /

9@ 3



*3)+

82

1 8<

%

9@ 35 |/

0 #

- 9@35

4@

/



#

F &9 &
82
0 $
75 F7 9
!
!
#
#
#
"2
##
!
Q"
# #

" ! * 3
# # 0o 7
2 #
! ) 0 #
I
F 4
" 1
# 7 .
! E 5 D
# F F 5
. |
F 4 ! E
| |
E
#
2
1 ;
"1 2 ! # 1
! #
# 2 $ '
1 Q "
S #1 1
( 0 #

F 5

9@ 35

D9

/



0 #

5 %!

&

#H#

+"&

0 #

# 2



#
#
9 7
#&" %
D
4
4 @ F
F 7 5
3

&
|

*3 8 <

)2

)2
#
! 1
2
" #"
"&$T& + &
L&
!
*3'*
1
!
F 7 5

7

82



0 #

QFQ

)2

0 #

# #

##



0 #

0 #

55C

0 #

0 #

0 #

82

# #



%

0 #

*3) >

55

6
#
*3) >
1
1
|
#
3
1
8

82

# #

82

)2



0 #
#
0 #
#
0 #
5
Q
7 " 1 2
"2
| "
5 D
4
9 4

1
3 0+#
! 1 1
"2
1
55 #
> .
# I
82 ## o 7
D
4 2
"2

0 #



# #

3 7 F 7 5 F7 F 7 D
4@ F &9 & " -
Lo# 3 " "
1 4 7 F 7 5 D 7 F 7 D
F &9 & " "
* 3+ ! 0 Io#
' 7 F 7 5 F 7 F 7 D -
F &9 & " 3 0#
" 3
. 2 .
1 ' 6 ' #
1 " S 0
" 0 #
! # %
*3 <) - 82 # # 0o 7 6
!
! # #
" 1 "
0 # I # 3
" * 3 < -
0o 7
3 2 D #

9@ 35

82



0 #

! 1
5 2
1 I
7 2 D # #
0 41
0 # 3 !
@ #
3 5 55 # 3 8
1 # D #
# 3 5 # 3
8 # 1 ! #
2
# 5 # 3 2
! $
1 I ! 5
" " I
# 2 !
" ' 0 #
! # 3 )
v A
2 D # 3 )
% % ' " ) * 7
- #



))

# #

##

% % " 8,C
#
I
" #
) 8)
# 0 o
#
#
3 #
0 '
#
1
# 3
1
#
#

9
& -
" #
F 4
1 #
1 ' #
!
!
# #
! |
!
# ! 5
! 3
. | 0 "
)28
. | |
2 " 1
! # "
1
#



. -
4 .
" 1 .
D # ! 1
# # "
1 # #
# .
# ! # !
! !
" " 0 #
% 1 2 D #
' !
## "
# " 0 # 1
| N "
| .
" | .
! # " % 1
# ! #
' 1
" # 1






o =2
Qo D
o~

8€x

93

X 333

4



>:?7
40U

1171



R A

75

VT3 A
4% -

7Q =2
1$ < 1.

) E
% . 0
7> H3A7K 7CLAWH?
- - Q

7& 5



@6

X
baid
I

I
_ W
e ) B_ﬁﬁH,? 1:321% @~ ol 8,38 0.z,
L8 @ nRA o a ©
a5, A7 Tasy {sm,nf,_sc" -

L ONBEG. HE . > g @, 8y ~ F

a

4
X
X

x
@ Vo

[ EE X



2113 2, 3
?2) ?2P)" ?2)P:?1 L))" ?)P:?2
21 13
ORB 4 =7?2: ) :?2)C:?P)" :2)P:? L

2 $3 [" )" A8

@E%)]






B[ J

C

WO WWWTW






3 # /
6 F
&4 3 )
6
- 9@5 / K
# % J "
&4 3 8
6
5 J 4 3
J
- 9@5 / 3
#
- 9@5 / 3
% 'J s J
&4 3
6
5 J  # K #J
3 :
J
3 : "
- 9@5 / 3

# #

<E*EFE=*

<F*F=*

)>|:*|::*

8, F)F+>
<F8F+>

8*F8F+>

<F8F+>



JM

8)F))F=r* 8F
);F)8F=* 8
8;F)F+> )
)J<F)F+> )F:
>F)F +> )
,F8F+>

,F8F+> 8 )
); F8F +> 8

3 14
8, F8F+> )
J<F)F+> ) F:
) F8F=* )
*F)F +>
8*F8F+> )

8*F8F+> )



& 4

9

6 F
& 5 K
M
#2 51
& 7 F 7 F#
/
! 1
oM

#

##

8*F8F+>

)<F)F+>

F1 3

8, F)F+>

8)F))F=*

)BF))F="

<F8F+>

) F:

8 F:



(5

54



0 #

#
# #
1 4 "
#
#
5 2 bl
0 #
' 0 # |
| "
2
| .
$
2 #
#
4 .



' % 1 2
" 2 "1 2
2
1 !
3
# %
!
! !
1
# I !
I F $
2 "
# "
# 1

<)



0 #

2
4 .
! $
# #
!
2 D #
! #
1
R #
!
#
!
E
$ ) 8
1
#
/ D $
B ( B

) +

##



/)

0 #



9
1
41
#
$
#
#
#
E
#
1 |

@
2
1
| )’ #
# o # ) !
2 / D #
# 6 4 ) *
! #
" "
#
! 7 2 /
: 1
0 #
1 : #
#
2
1 3 2 "
)8
): n
5F I #
) 8 *



5FI

0 #

%

8)



) 8



*

%

# #



0 #

# 2

##



i< *



%

1

1
#

2
!

!
# "1
1l

7



0 #

0 #

3 3
2
" !
3
;o "
| :
0 ]
@l
E ' ]
o #
2 1
3 1
!
3 2
# 1
3
#



# #

55

)2



| H "
1 1 % #
1 ' # ! #
" # #
# 3 1 1 !
5 2 E '
1 o "
" #
#
3 ! !
5 # 3 2
" 1 ' 1
# 3 ) 8 "# 2
# ! # 1 '
# #
E 0
% 1 2
" 3
" 3
# 3 " !
" 3
( !! 1 !

0 #






" # '# 0
# ! "
I ! #
1 # I
0 # 2 2 # 1 #
' # ] !
# 1 0 D D " 2
! ' D 0 # 1
# 6 2 "
I 1 ' !
" # # #
! # # 5FI 11!
# #
I # "
1 # #
5 2
$ ! 2 # " !
! $ M " M " M
' 2 #
! !
$ ' " #
! ! E
1 " MF" "M
11 I ' !
5 M F ' M 1



/)

)2

# 2

DD



%



%

# #



# #

# #

#
#
" # 1
!
" # 1
1
# #
1
!
!
6 2 #
# # 0 '
" #
1 " "
# # ' 1
# 1






%

M

E "

%



0 #

#
$
1 3

0 #
2 1

0 #



5 ) &

+

"& !



5 " "
1 2 1
" ' Q |
# 0 Q Q
# # ! #
# 1
2 # # ! " #
' 0 ! 0 "
"2 ' ! 1 #
” '
' 0 #
$ I
' !
" 2 1 "
# ! # # # 1
! E 1 "
## D
' # 0
# # ! 1 0 #
"o " "
I # #
" | " #






0 #

%



1
"2 1
1
E
#
#
!
" P
#
!
#
' 0
!

2 )r<=2

0 #

#

%

0 #

# #



0 #

0 #

# #

1F



##
F
!
)*.,. C
!
!
#
! 2
#
$

0 #

2

) *+ <



&

0 #

0 #

1
# |
11
1
1 #
4
0
#
#
3 1 4
1 ' # 0
1
!
1 #
? )y # 3
! 1
! 1
##

i+)

3

1

*3):



8)38+

)>3) <
|

1

!
' 0
L

# 1



0
))

#

)
) 8

# #



2 2 % 2
1
8 :8:3 ;
@ 2 ( % 2 & 2 9 6 2
1 # ! '
0 # )
@ 2 )=
5 1
@ 2 2 @ 2 2 @
- 2 - ) * == 6
1 # $
9 2 5 2
( 1 # ! B
@ 2 2 @ E 2 B
( )t < &
5 ? )) N 2
@ 1 % ! 7 2
@ 2 2 2
1 ! %
8 =+
@ 2 % ) * = 1 !
' ( 1 & 2 )>2 88*38;
@ 2 % 2 % 2
# )
2 ]
@ 2 ) =>
6 /
%
@ 2 ) * = 4 B
B @ ! 0 %
@ 2 ) * = 2
5 ? 9 )
& # 1 3 $ 2 9
1 & & 2 @
@ 2 "2 % ) * =,
( B

)*<*
0 #



%

%

%

1
# #
2
& 2
) * =
o)
$
& 2
) *+ >
%
5
0 #
?
2 %
1

#
1
2 "2 <):
8)838)~*
?
#
) +
3 #
# #
2
)+
2 % 2



) )*’< # | ! [ ! 0 % 5

2 ) = # ! #
I I $ 5 9 )
' 2 & # 1 3 $ 2
9 5 1 1 ' & & 2
@ 2 %
2 ( @ 2 .2 % ) * < 1
! 3 @ & 2 <2 )=:3)=*
2 9 ) * = + 1 #
-5 E # 1 # 2 <2
)=:13)+*
2 % ) *+ / S ?
1 5 ? % 2
[ 9 o) 2 #
1 7 9 # 2 )82
# 7 2 9 1 2 % !
2 9 6 ) * = 9 # 1
2 & 5 7?2 9
) 2 & # 1 3
$ 2 9 5 1 1
& & 2 @
2 ( 2 6 2 & / 2 % ) * =,
/ ! | ( ' "
2
6 2 / )Y == (1 # ! 0 / # !
1 0 2
1 ! 0
6 2 @ ) * =8 !
& ' "2 ;2 )>)3)))
6 2 ) *, o+ ! 5 ? @
9 7 2 1 7 2
9 B
/ 2 ) * = S !
1 # ! 1
# # @ 1 2 =2 ):=3);*
/ 2 2 @ 2 ( % 6 2 5 ) * =)
1 # ! S
# # # # @ 1



2 9 2 # 2 5
/ 2 ( ) ! ' |
# 1 # ? $ !
# # # @ 1 2 ;2 <<3,;
/ 2 ( @ 2 ( % ) * =
1 1) S
# 1
@ 1 2,2 )) 3 )
/ 2 ( 2 N 2 B 2 B
/ S ! #
5 2 9
@ ! 5 1 2 1
& 2 @ 2 %
/ 2 ( 2 2 B 2 @ 2 (% ) ¥ =
5 2 9 ')
2 & # 1 3 $
9 5 1 1 : &
@ )
/ 2 ( 2 2 B 2 @ ) * =, 6
! 1 7 # #
) 3; 7 7 # 2 J 2 N
/ 2 ( 2 2 B 2 @ ) * =+
5 2 9 ) 2
5 1 1 : &
@ )
/ 2 ( 2 2 B 29 ! 2 / @
), o+ 0 # ' !
1 # # 1 ! #
# # @ 1 2 )2 8*=3:>,
/ 2 7 2 B @ ) * o+ # #
! # # 1 # 1
' 1 9 2 <2 i+ 3 < =
/ 2 ) * =, $ ! # #
# # # # #

7 2 B ) * + 8 !
## 2 1 !
$ |
1 7 ## 2 =2 8*3:=
7 2 B 2 # 2 2 9
1
1 # # #

( %
#

#

@

!
)*+



©

2
1
)>*3)8>
2
1 ?
1 2
2
%
3*
2
)*
#
5
%
! 1
9
@
2
%
2 2
$
|
1

%

%

9
(
1
3
&
6 9
2

# #

# #

##

<2



#
- 5
1
2
2
)5
2 4
2
#
3<8
#
#
3:
/
#
&

# ' #
) * )
! ##
9 5
9 ) * L+
) * (1
( 2
)r =+
3 |
H# @ 1
7 )Y, =
B
7 2
1
5 7 % N
!
! 9
B
2 @
$ !
2 )<)2
) ) *
2 4 #
7
) *< +
!
)*<*
) ¥ =i F) =<
) * >
!
& 2

82

55

## @

)8)3)8+

%

)> 2

)3)8



%

%

%

%

%

%

4]

=2

( @
1 ?
#
# #
% 2
& )t
! 1
)>*3)8)
)* *
%
)
1 3 $
& &
) +)
|
$
( % %
L -
5 7%
& #
1
) * =
9
) * =
$
8,=38+«<
,
9 6 ), +
? 7
7 % !
B 12 %
B 12 %
4 #
2 7

%



1 S ”? |
@ 1
9 2 N 6 2 % (
5 ? 9 I
& # 1 $
5 1 1
2 B 2 y*=8
! # #
## @
L) 2 9 2
) * .=
B 2 [
2 @ @ ) * = 5
| .
9 7 # 4
9 7 2 9
2 5 % ) * =
$ 5 ?
4 b
2 5 % ) * = 9
5 2 9 !
& # 1 $
5 1 1
2 5 % ) * o+
| 1 $
2 2
1 1
# ## @ 1
2 | % 7 &
5 2 9 )
!
% # # ) >
2 I % # 2
| ) 2
1 & & 2
2 I % - %
#
7 ( 2 ;*2 )8+3):<
2 ) *+) !
1 #

i*)

;2

,) 3

%

+ 8



%

6 ) * < = - @ 1
) "
2 % N 7
! 1
! 1
"2 2 4 # &
7 %
) * = 1 #
! 5 7 6
! (1
B 2 |
2 1 2
! 1 '
0 #
3)<
/ 2 6
1 #
5 1 9
- ) & 2
@ 2 ( % ) *
S # #
2 @ 2 ( %
S !
## @
B ' 2 )*:’
# #
2 (1 #
D 7 %
)* =8 1
9 2 )>2 8=38*
2 @ 2 N
!
1 2 =2 )8:3):<
B "2 @ ) * =
1 !
# # @ 1 2 v 2,
) * >
&
# ' % !
@ 2 (% ) *
$
2,2 ,<<3,,)

9 )L+
#
9
@
!
)
7 2
)+ =<
' !
2
1
5 2 9
%
#
2 )>2
) * =
#
2 =2 <**3
1
5 72 -
!
*,3)8«<
) * =
3
%
# #



%

%

2
6
!
@ ) 7
) 3 # )) 2
3 .
5
2 @
5 #
& #
'#
2
S 2 @ ) * =
1 #
# # @ 1
2 %
#
! 1 !
;2 8+ :38*>
9 #
9
9 2



#
1
1 "
#
!
1
!
)F8F:
2

%

# 2
# 2

%

1



(5b



) )

) )

))

))

) )

))

) )

% FB4

" .
K
F#
4
K #J K # #
4
K #J K K #
9 4 %
K #D K # #
/F &9 &4 5 54
# #) F #
/ 4 @ F 4@

# # E
% F@A41F/59 - 9@365
K 1 K # #
% FB4% F@A41F/)9
5 54
K #D K K E
# # F # #

F
% FB4% F@A4I1F/509
F &9 &4 5 54

K #D K K E
# # E F K



D

% 5

# D

K

#

I F 4 @ F
# #
4
JF
&
2 7 1D9 4
DF # K
#
F 4
%
1 K #
3
5D % 9@ 35
4
1 F#
0D K 1 #
K E F
3
#

& 9
#)

& 4

) 4



5 5
K # K #
7 ID9 %5
K #D K # #
7 1 9
K # K #
3 & 5 K 1
5 (5( - 9@35%/
K 0 K 1 K #
5 B - 9@35 |/
K 0 K 1 K #
3 & 5 K9 $
5 B F % | 4
K 1 K F#
5 7 - F 4% F %I
K # K 1 K
#) )
3 & 5 K 9 $
5 - 9@ %I 4
K # K 1 K
# F # #
2 3 5F14 3 &
B 7 (4 14 B M
K 0 K # K 1
3 5F14 3 & (
14 B F 4% Fl14 9
K 1 K K #
#
3 5F14 3 & (
B 7 9 14 (45 IM
K 0 K # K 1
3 )FI4 3 & (
| 4 9 - 9@35 Fla
K 0 K 1 K #
F# # F E F
3 5F14 3 & (

4

F #

F

& 9

& 4

5

5



B5 14 - 9@F &9 &4 5 )4 M
K # K 1 FJ # #
B5 14 - 9@ 4 649 7 M
K # K 1 K K K # #
#
B5 14 - 9@ 7 F % | 4 M
K # K 1 K # K F#
# K
3 5F14 3 & ( o0
5 B | 4 4 - 9@F &9 &4 5 5 4
# K 1 K # K ! 1 K
1 F # #
5 B | 4 4 - 9@ 4 649 %
# K 1 K # K ! 1 K 1
K K K #
5 B | 4 4 - 9@ % F % | 4
# K 1 K # K ! 1 K 1
# K F# # K
3 7 F 7
7 5 F 7 5F 7 F 7 D - 9@35 I/F 4 @
&9 &4 5 54
# K 0 K 1 K # # #
K E F # #
3 7 F 7 K I F 4F (
| 7 F 7 5
' K # K 0
4 7 F 7 5 D2 7 F 7 D - 9@35 |/
4 @ F &9 &4 5 54
K # K 0 K DF
# K 0 K 1 K # # #
K E F # #
3 # 1 # 3 7) F7 9 K
5 D & 9 4 D Q
# K #D K # # K # 1
5 D 75 F7 9
# K #D K # #
7 1D9 & 9 4 D
# K #J K #  # K # 1



3

%

) 8 F ) +

&



3 %I 4
& / 9 #
B D M % | 4
B M
B M % | 4
B "M
## 0o 2 3 2 2
) 2 c # #
4 E 3 F #
3 5 D 4 F 7 1DO 4
& / 9 #
B D M 5 D 4
B M
B M 7 1D9 4
B "M
# # 0o ? 3, & Co#
C , & : # 3 # C
# #
3 &
3 5 D & 9 4 %
& / 9 #
B D 5 D & 9 4 %
B M
# # 0o 2 C
) # #
3 3 #
3 - 9@35 /F &9 &4 ) 54
& / 9 #
# #
Q #Q
B ' M (5 | &
## 02 , .1 3 #2
"2 " 2 ## 2 E # 49 "
" C 3 # # 2 #  F# C . #
#
3 F

3 - 9@35 / 4 @ F 4 @ F &9 &4 5 5



oy}

w

T

##

# #

# #

# #
# #
M
0
, #
& F
3 % FB4%

# #
# #
M
0
, #
3 5 D
# #
##
M
0
, #
& F
3 5 D
4 @
# #
# #
M
0 2
, #
3
K
3 5D%FS5
!
R
M

%

%

F

%

#
C , #
F@ 41F/
#
c ., #
FB4%
#
C , #
F
FB4%
&9 &4
#
M
C , #
5
5
- 9@35
# 1

/ 9 #
M
(95 N5 /
N5 N5 / @
3 ( 1 #
#
59 - 9 35 /F &9 &4
/ 9 #
M
% 9 5 |/
3 ( 1 #
#
F@4I1F/59 - 9@35 |/
/ 9 #
M
3 ( 1 #
#
F@4I1F/59 - 9@35 |/
5 54
/ 9 #
M
5 D % &
B5 (4B
3 ( 1 #
#
/ 4@ F &9 &4
/ 9 #
5D % (5 |/

5

5

5

5



# #
F% 4 (
&
D
F 4
4
&
# #
&
D #
D /)
' #
' /
' #
# #

5

% F I

5

))

4
E 3 &
4 7 1 9 J F 9 4 2
/ 9 #
7 1D9 4
| 701 9
' 7 1 9 D F
9 4 2 7 1
4
3 & Co#
# c ) #
5 K | F 4 (
%F 4 5D% 4 F5D% %
/ 9 #
) %
I 5 %
4 5D% 4 2
%
F F

# 2

D9

5D %



& 3 & ) K 1 F % 4 (
#
3 1 5 % F 4 5D% 4 F5 % D %4 2- 9 35
4 @ F 4 @ F 54 &9 &4 5 54
# ! # !
Q( "R
' 1 3 E M | 5 %
' " # M
' 1 3 M 4 5D% 4 F5
' " 4 2 5D% (9 B5
& 5 9
B D 1 3 E
" D " # M 5 %
# # o ? 3 " 2 " 2
# 2 "9 2 " c 3
! # # 2 # # 2 ) # #
& 3 # 1 # % 5
3 5 D % 5 3
7 1D9 % 5 % 3 #
& / 9 #
B M
B M 5 D % 5
B M 7 1D9 % 5
B "M
# # 0o ? , E C 2 # 2 2
' 2 C 8 # #
& # 1 # 3 %5 I K
(
3 | 5 5 % 5
| 7 1 9 % 5 #
& / 9 #
5 ' M
5 F ' M | 5 5 % 5
' M
"F ' | 7 | 9
% 5

) 8



# #

3 & 5 K 9 $ 3 4 E
5 B F %I 4
/ 9 #
; M ) B F % I
4
o ? 3 # 2 # 2 2 2
) # #
5 7 - F%IF 4% 4
/ 9 #
F F 5 7 -
F 4% F%IF
! 4 M
0o c = # 2 o2 # 2 2
c ., # #
3 & 5 K 9 $ 3
) - 9@ F%!l 4@ F &9 &4 5 5 4
/ 9 #
1 FJ E F 5 - 9@ F %I
4 @ F &9 &3
> 5 5 >
# ' 5 & % |
9 (51 4
& M
o ? ? #2 "2 "2
% ) F E 2 % 2 # # 2
# #
3 5F14 3 & ( o K B M
B 7 (4 14 B MFl4 B
/ 9 #



(3}

4@

# 2

a1 »

3

(45

I F 14

14 B Fl4 9F
4 % 4
1 $
E
8
, ? # 2
#
( o K B
9 - 9@35 |/
/ 9 #
B 7 9 14
(45 M
| 4 9 & 5
la 9 4 4
, 1
2 # 2
( 0
5 54 M
649 % M
9 4 M
&4 5 5 4
649 %
Fl4 9 4
/ 9 #
B5 14 &

14 9 4 4 M
B5 14
@44N 649 % M
B5 14  /5- %



12 " ! " M 5
&
5 B
/
%
5 B
/5 -
@ N
# # 0o 2 " ?
"2 1 2 # 2 "2 2 " C
2 # 2 .2 2, %
# #
& 3 7 F 7 K I F 4 (
3 7 5 F 7 5 F7 F 7 D
&9 &4 5 54
7 F 7 5
4 7 F 7 5 J 2 7 F 7
4 @ F &9 &4 5 514
& /
B D # # # M 5 D
F@ 4
5 |/
& 9
B D F  "F" F ) M
7 F
35 /
& 9
5 F 1 3 E F E F |
# #
5 F 1 3 E F E 4F 7
¥ # 7 F
- 9@
4 @
4 5
# # 0 ? % 3
& C 3 8C
3 7 C # 3 7 C ) #
& 3 & 1 &
# 1 D

F5 J 75 F7 9
7 1D9 & 9 4 D F 7 1D9 7)

- 9@35 /

D - 9@ 35

7 D
35 /

F &9 &L
54
( 1 #

L #

#

3 75 F7

F7 9

/

4@



75

75

D9
D9

# #

# 2

DD

D9

D9



o @

o @

"M
7 D9 B
) > #
"M
) > #
4 E ? " 2 Y2 ! "
; # #
$
& F C & F
3 5 F % FB4% - 9@ 35
9@ 35 / 4 @
#
D # # M
' M
D B 4 % 9 (5 [/ & & 9
D # # M
D B4 % 9 (5 / & & 9
| 5
) > #
D # # M
) > #
D B4 % 9 (5 [/ & & 9
3 # # "
2 2 "
# 3
$
4 3 4 E 3
#
D M
M
D
" M
4 5 D 2 5 D %
) > #
" M
) > #
4 5 D 2 5 D %

DD

/' F 5

FB4%



(&)

(o8]

%

2
#

3 4 E
I D9 9
I D9 9
I D9 9

2 I
5 F4 2
0

F@

75

(2






75 (% ?

(9 542 " # $%&
955/ 1491 0*+, - (
& ' (% P=
5% &9 54
K 5%5 5- 9 &4
% 4 (

499 5%5 54

5 499 5%5 54

&&94b5% 54

49 &4
5% &9 54
35%5 5- 9 &4 12 5
% 4 ( -
5
499 95 (9 &4 i
> [ a
5 499 9 &4
&&94b5% 54
a
49 &4
&94%& i 3& 5
2 33333
& 95 &94%& [ a vooss
4 m 33333 3 3
5+ 6
/ 9 5 54
4% %
78 1 P9 (

8)

Id

3)



% = < , 58&>> & ? "&:&$ @5A 2 ><
? <> B5C 2 9 & D
< | ET>F [ (G~
K S
%& '( & () * &IN v+ ¢ 2,3*(&4 5 "6 17
*+ ¢ ) *3 78 +2 * 7 $7 9 @ $ 4%
9% =, ;" 7 T 2+ $
oo (&) 7 1 7 3 Q42= 3
% & + & & (k1
Qo 0&, 12 & ( ()
%a& ) 2 + 2+7 2 Q
% & & () ( >
%& &, ) 7S 6 27 7 + 4
% & + & & (2 &, ()& ! @ + 2( 7 %
%&s &, 5 & §$) (3 37B+( 7 +7 728 PEC
% $ + $ & y S QL 6 2 32:;%$ 3% 3'+3C $
%&$ &,;; 5 & ) A D (QQ+3 ( < L+ <
% &$ + ) S 4B++ ED $
%&, '( 5 7 ) + =4 3
+ *
s $
( # )(9&
& (! #) F7 &
GH &, , (W)
&, +$ 3, [ +$8
?( J)Q
K & ( ) 5,&
F <) FF 2
&, L$ # *,9
< $ (s
& # QM
& ) 2 ( F7 07
& *$ )
& +'N;
& #M5TS e e e
& 3
(30 y
& (J &*( 2 ,F |
+ J &=, )
% &, + )
€ N ; & 2
$ +$ O 6 *62P <7
?
# 3
## 0 3 >
# 3



8 9 ? & 3
5"
5 "E
19 J "=G (= *#:5 F <3="
K
b
WWWWWWW
LF9> F=9 F* M
NF9( F *@B
F(@ FJ 9, M
9 %
!
7 FN; M%)
# $ "% &
"SEW() " )"
. )
%& Q N ;;, 2&
$ /1 #0
k)] N;; HP
(9 +L)QeMm 2
N
@F WWWWWWWWWWWWWWW
[ (* J9&+0 % E 1, ( + Q < J $ 2 12 +23
2 / o F 5%& R; &
3+$4 2 5 .+ 6 E
01012 WWWWWWWWWWWWWWWWWWWWW
67+18 2 9
% &, + 0, ) SM M, >( >R
99 Nt 9 N oM F ‘E? [+<‘%0<<FMOH,[93 ¥ &T W"&8& Ak
LF9 3+ F M
BHHHHHHHHHHHHHHH IS eecccceeeea
i 0w U OE \ (' <,
0 / [ ><bc*
7 Wb % <,<IC S [)y<J/
Lo #S % G &K6 SS GM W C/
PIA<IA3( MX F>
i ' : - > [ UJ F,[ PH[ &R
LF9 &  ~ P-[ 3 * we, 9



5: "ME&P'2 Y [><>%(9 >
" CQ1<Q 1 ##4 57 FF=F
5" C <&%RS
< ==>2@ $3 %A *4* #>CH, B DH ,
% gH] 2
B WWWWWWWWWWWWWWWWWWW
EU/ % "333333 /| BE 2 ,,40 BW# 2 =#0
C 5 ") *& 9
D 2 5 A $ $M % G (
(1) ’
/ 5 E $ 33333 (s> (%6 '3* * LQ
" * 6 ,* * ,%
<92 = JF F;-)) M %
i (M > %
5 E 3333F ' R (9 * / ‘g [ o
' ! R* C G> ZzZ, ]
D 2 A E $ " *
/I 5 Y J 6 /G* *'C9&& PA> F, %+
B 5 <9
D 2 GH A E F
*P) FHOAH ASR& *
@ <F) \' 33 # 9 "9C*4B* [ (*(9*
I M 05@7)<’ * R
D 2 H A E "
/ 1 J 33333 # T FC, % &>
99Gf [/ F*
5 M *9  FIS
D 2 A . $
F'F, C(9 3333 (3 \'C<]
s 6 (*rRu,r
K D 2 H A 5 % 'y C9F2J|IE:37 8
/ o FBA[ /[ \Q¥<PSF 3
6 0 ( \ T# $ &°
D 2 A 0 2" L
(/F* T ( %
L o < -8/'
+ C 6 M + 2 <%:% ( ’% % GHR6 &
+ Po<*> &
C + $ > ** :;OA)
2 L
. 0o < <6 ; I* %+
2 ok %A < >P /&% ( Cc)
KB E < F*( C(4), )



I = #6SS&

= = S

/ 2 71D WG & (=" > % %:>

A &"'C2 |
[FF 1A'A

oHHHHH HHHHHHHH HHHHHHHHHHHHHHHHHHHHHHHHH

28% 1 "%, < [*I' <G% >, ( (/ 53A

D )N

I %% [ > *3 F(H W

D6# B H 2 #$ $C +6P GE @ BBX= =

9 P>

0*2'

% | <>/ *( 3F

= 6% $.+ $' OF 60#0 +28

42 BU<R>

R(V/I 7% <C (>( , [ |






%



# # 0 (
5 1
<3) <3),Cc 6 <33),
## 0
87
v 3) ,3;,C 6 , 373,
# # 0 6
1 ?
=3) =3<<C 6 =3k <
# # o /
;2 )
+3) +3:*C 6 +33): *
## o 7
<?

*3) *3 % C 6 *331*

O



# #

<3+

<3))C

<3)8

<3*C 6

<3))

<3)>

<3= 3 &
1
<3* 3 &4
3 8 7
3 7
<3)8 <3),
#
1
)t >

3



<3)

46 -4

54

3 5%5

Mo mm

46 / B49( 3

5 4

3 5%5

T
I

))

N oA

A~ o~ -

M Mmm

2

)+ +*

2

< =

, >

]U

)8 )>>

0 ..0 - -
v + -V

-0 0 0 -
e e~






% LT (
$$ &' "+ 8&" & !l # & & & %' reerl & !
& &' 7 % 7 5%2 17 &
3 4
& "$$ 7 A 40
& &$ 7 -1 4T
$%&"+I|I"l7(_
& I 'U "&& 7 (11 < 0 .. < 334< 3 AA < .- - <
3 AA < 0 01 < 1A .1 < 33 -0< 0 AA K<
0 AA < O AA < 3A -. < 1A -1 < 3 AA <
1A 4A < 0 .. < (-(< T14 < ((. <
334 < 3 . A< 3 AACKL A -A
8&"% !
& I 'U "&& 7 T AA < 1 AA < (01 < (4.< 301 < 7

g o % M"& |

((. < 3 .A< 7 (71 !" % M"& !



NE

4
%



%

$$ &'

&

71
"+ 8&" & !! # & & & %' EECER &
"&' T + M"7TM"& & !
& 7 9_ 5
Ul #&
"$3$ 7 1A 4T
&$ 7 1A - 4T
N | 7 (T
!
JU "&& 7 133 < 0 .A < (-A <1A 4 <
0 11 < ( (. < 33 ( 0 (0
(- -3 < -0 14 <( (O 1A 31
13 34 <13 3 < 13 40 1A OA
0 -- < 13 3T <13 0T 13 40
(- 4T < (- 01 < 3 .3 -4
, )>>< 3 AA

(-(






% @ .7-
$$ &' "+ 8&" & !l # & & & %' 11t & !
& "&' 7 8&" "y MUTTM"& & !
7%
& & 7 9_ 5
& "$$ 7 (0 (4T
& &$ 77T . 4T
$% & "+ 11117
"7 8 & 1#" 11
& ! U "&& 7 04(< 31 < 3 A4 < 301 < (34c<

-0 34 < 13 34 < (- 34 < 13 4. < -0 4T <
13 T- < (- 04 < 13 T-< 13 0T < 13 T4



QXV

3&

ﬂ.» AL ©

<T N
N ™0



%

] U

"& &

#&"

I # & & & %' Pl
% 7 L # &I
8&" "$ !
S 8 8
DO H#HE& # 7 $ " &
7 A 4T
7 4T
7 ( AA < AA < (( 0( <
0 4. < 301 < (A4(< 1
3 7T-< A AA
X7
/ & %
7 (. 4T
7 0 3 4T
7
7 (34 < ( T( < ( AA <

& |
4 AA < . 3A
AA < 3 34 <
3 AA < 3 AA



>4 4

];'494
4]

7 4U
> B

)>* >T U



$$ &'

8&"%

& !

<3,

"+ 8&" &
& 7 ; X7
"$$
&$
"L

& 1#"
] "&&
] "&&

7

# & &

3 .A <1 11 <

-A OA
0 40
13 01
13 01
13 34
13 01
13 AA

13 AA <

- 0T
4 03
(A TA
13 0A
13 03
13 01

13 T(

34 < 1A 44 <(A 0A <

< (- 4. <
<T 40 < (
(0 3- <
13 0A <
13 T- <
13 01 <

4
13
13
13
13

<
4.
01
0T
3T

< ( 4
13 40 <
< 13 4/¢
< 13 4(¢
< 13 4(
13 T4



&%

V< e

IV,

%(

EC



% .74
$$ &' "+ 8&" & !l # & & & %' el & !
& & 7 9 SI59 SX5_S ;o X7
I %2 & %
& "$$ 7T 4T
& &$ 7T 4T
$% & "+ 1Lt 7 3
$ "ol
& I JU "&& 7 13 4( < -.. < A AA
7% & #" 1]
7 13 (. < 13 .1 < 13 3T < 13 3 <
13 01

& & 7 9 SI159 SX5_S ;o X7

G! %2 : & %
& "$$ 7 (A 4T
& &$ 7 0 (4T
$% & "+ 1ML 7 (
$ "o
& ' JU "&& 7 3 --
7% & I#" 11
& ' JU "&& 7 13 13 (. 13 . A< 13 -4 < 13 3 <

-( < <
13 -4 < 13 -- < 13 -(< 13 1T < 13 11 <
13 .A < 13



FEGA

C>+ >> U



1 3 & 3 )31/

% .70
$$ &' "+ 8&" & ! # & & & %'
oo " X
& "&' T % "2 |
! M"& |
& & 7 5 % "2 |
& |
5 5
& &
7 (. 3 4T
& ! 'U "&& ( 4.
& & (
7 (T 3 4T
& ! JU "&& ( .A
"7 & &
7 ( 3 4T< (4 3 4T
& ! JU "&& 1 1¢ (4

" & !
&
M"&
5 X
4 4 4T
- 13
A4 4T< 3 4 4T
1 ( -(
-4 4T
1 3T



iR



1 3 & 3 5 3 |/
% IT
$$ &' "+ & ! L # & &
& I ! " "ol X
&7 M"TI"& &
& & 7 9_ 5
#ULo#&" "
& &
et (0 3H 4T
& ' 'U "&&
(4
& & (
et (T 3 4T
& ' 'U "&&
(C -
"7 & &
re"mr (3 4T (4 3 4T
& ' 'u "&&

T A

%' 1t
“ 7%
"X

4 4 4T
A 1A

A4 4T< 3 4 4T

11 4 (0
-4 4T

1 - -






7 8"1 7 1 (7 & !
) & &

% .7A

5% 2

%7 !
7 T 4T
& ! JU "&& T -4
%7 !
7 AT 4T
& ! ‘U "&& 3-
& "&' 7 8&" nog
"7 $
& & 7 9_ 5
% |
7 T 47
& | 'U "&& 1 (1
%7 !
7 AT 4T
& ! ‘U "&& T 40
& "&' 7T % "
& & 7 ; X S8 8
%7 !
7 . T 4T
& ! JU "&& 1 34
%7 !
7 AT 4T
& ! ‘U "&& 3 34

7

8&"% !

M"71"&

8 &!'"

7



YA+

&7
€873
2.
4 az;
7% 5
785U 1
F)S:a@H
43¢%56
a 4% %

782@_ 5
%é'%ﬁ&
&

) > 37

# @

K@



% .7
$$ &' "+ & b O# & & & %'

& &' 7 % 7 5%2 !

& &
& ' '"U "&& 7 4 03
& &7 % 7 5%2 ! # &

& &
& ! 'U "&& 7 0 3(

& "&' T % "1 8 &l

& & 7 ; X S8 8

& &

& I 'U "&& 7 111

& "&' T % "7 8 &!M I
& & 7 ; X

& &

& ! JU "&& 7 - 4.

& "&' T % 8 &!" IS "

& & 7 9 SI59 SX5_S S; X7

& &

& 'y "&& 7 0 3¢



2

R

AT 3N oRN T

@ o —
Qo0 g Rl

N NN
=UJ\IIO>_
5

) ]77
&
a
a
P( &
KH a
4 H

o)

13

M F
2 $.'*% '
, *M/*,0al*
F &
-,-=HFN
-1(
12Q08>)

5S
C@#65

A*M H
MP
-k

L P4 N

/

2



%

$$ &'
&
& &

& &
7

& !

" /
7

& !

" /
7

& !

" /

& &
7
!

" /
7

& !

" /
7

& !

" /

"7 &
7

& I

3 & 3
7 (
"y 2
/
g
7 5
‘U "&&
‘U "&&
‘U "&&
(
‘U "&&
U "&&
JU "&&
&
JU "&&

3 & 3 "
b R & & & %' el & !
% "% 2 b7 &
4 4T< T 4T< (1 4T< - (4T< 4 (4T
4 AA < T < 3 01 < 3 01 < - AA
( (s1 S1 1S-
A O0A< 4 OA< (- 0A< ( 0OA< 4 ( 0AK<
3 34 (01 ATA . AA A AA
( ( 1
(4 ( OA
. OA
1
1 4T< 3 4T< (( 4T< (3 4T <
. 0A 3 01 3A - AA
( (
- (4T< O 0A< 0A< 4 0A< (O 0A<
- AA . AA AA 0A 3A
1 ( ( 1
(T 0A 3 ( 0OA ( 0OA< (TS(SOA< ,
0A AA 0A 0A 3 34
( ( 1
(0 4T< (0 4T< (47T< 1 ( OA
3A 0 A . AA - 4.
(S1 ( ( 1



8 K

7 1



%

'U"&&

"U"& &

3 / & 3

b # & & & % I I < & !

% "% 2 7 8 &
4 4T< T 4T< (1 4T< - (4T< 4 (4T
4 .4 < < 3 01 < 7 311
( (S1 S1 (S-

A 0A< 4 O0A< (- 0A< ( 0OA< 4 ( 0AK<
3 .A 7 ( .A 301 (.0
( ( 1
(4 ( OA

301
1

1 4T< 3 4T< (( 4T< (3 4T<

3 AA 311 3 A 3 .A

(

- (4T< O 0A< . 0A< 4 0A< (O 0A<
3 34 . OA . OA 3 34 3 34
1 ( ( 1
(T 0A 3 ( 0OA ( 0OA< (TS(SO0A<

3 34 - AA 3 .A 3 34 3 .A

( ( 1

(0 4T< (O 4T< . ( 47T< 1 ( 0A

3 01 7 3 .A . (A
(Ss1 ( ( 1



S Y_\iI-IIkWWW W
""" HH
BOIl* 77
g Kk 2
[V B\
9
5 5



%

3 3/ & 3
& b # & & & % I I< & !
&' 7 % 7 8 &!" |
5 8 &! $
8&"# & "
4 4T< T 4T< (1 4T< (3 4T< - ( 47T<
"& & 4 .4 < . AA < 1 34 < 111 1 34
( (s1 S1 (
4 (1 4T< A 0A< 4 0A< (- 0A < ( 0A<
"& & 1 34 1 AA 3 34 4 AA - AA
(S- ( (
4 ( 0OA< (4 ( OA
"& & (.A - 4.
1 (
1 4T < 3 4T< (( 4T <
& & - AA 1 34 -4
(
- (4T <O 0A < . 0A< 4 0A (O 0A<
& & - 4 111 - 4 - 4. - LA
1 ( ( 1
(T 0A 3 ( 0A ( OA< (TS(SOA
"& & - LA - AA - LA - 4. 1 34
( ( (
(0 4T< (O 4T< . (47T< 1 ( 0OA
"& & 110 - (. - 4. 1 34

1 ( ( (






%

3 &
7
&' +
"
g
& 7 ;
&
7
I U "&&
/
7
I ‘U "&&
/
7
I 'U "&&
/
& (
7
I 'U "&&
/
7
I JU "&&
/
7
I 'U "&&
/
& &
7
1] "&&

3 I/ & 3
b # & & & %' Il < & !
% "1 7 8 &!" S8 &!" |
S8 8
4 4T< T 4T< (1 AT< - (4T< 4 (4T
- 4. < T 34 < ( AA < -A ( AA
(S- (S1 1 -S1
A 0A< 4 0A< (- 0A< ( 0OA<4 ( 0A<
( AA - 4. - 4. ( AA - LA
( ( 1
(4 ( OA
( AA
1
1 4T < 3 4T< (( 4T<
. -A (A A
(
- (4T <0 O0A< 0OA< 4 O0A<(0 O0A<
( AA ( .A ( .A ( AA ( AA
1 ( ( ( 1
(T OA 3 ( 0OA ( 0OA< (TS(SOALB
( AA ( AA ( .A ( AA ( .A
( ( 1
(0 4T< (0 4T< (4T< 1 ( OA
- 4. 131 ( AA ( AA






%

]U

7

"

9
!

"& &

"& &

"& &

"& &

"& &

"& &

"& &

3 3 1/ & 3
& b # & & & %' ' I< & !
7 % 8 &!" IS ' F
SI159 SX5_S ;o XS &9 &
% 2 &% : S #& #
4 4T< T 4T< (1 4T < ( 4T<4 (4T
3 \ 1 AA ( .A ( AA
(S- (S1 1 1S-
A 0A< 4 0Ak (- 0A< ( 0OA< 4( 0A<
1 34 3 34 3 .A 1 AA 301
( ( 1
(4 ( OA
1 34
1
1 4T < 3 4T< (( 4T< (3 4T <
\ 3 \ 1 34
( (
- (4T <0 OA< . OA< 4 O0A< (0 O0A<
111 1 34 111 1 A 111
1 ( ( 1
(T 0A 3 ( 0A ( 0A< (TS(S0Ac<
111 111 1A 1 34 1 A
( ( 1
(0 4T < (0 4T< 4T< 1 ( OA
1 AA 3 A

(

(

(
1 34 1
(



<3),



##

,3) ,3)) 3
1
) * =%
,3)8 ,3) =
" .
,3)+ ,3)*
55
3 &4 3
#
,38) .3

)*+ >

3 &4

3 &4

3



% 37

$$ &' "+ 8&" & !l # & & & %' rret & !

& & T % "7 8 &I

7, X7 S % * 3

& $$ 7( 40

& &$ 73 4T

$% & "+ 11 ! 7 A

$ !

& I JU "&& 7 (-(< ..1- < (34 < 3 AA <
(3 .( < 3 AA

7% & t#" 1

& ! 'U "&& 73 AA < A -0 <1A 34 < 1A A<
0 01 < 03 .0 <3 AA < 0 4(<
)8 )>>< |, )>>

8&"% !

‘U 3 )8 )>>






35

.38

1U

w






U

3

5
#
#

#
3 &
%F5J% - 9@5
K 0 K 1
#
3 8+ )) =+
3 ), ) =*
3 <
3 + <> 2 |
#

3 )> +> 2

3 )8 )>>

) > >

)8






35

#
3 &
& !
FB4% F@41F/59 -
K 1 K
3)> ) = *
38, 8 =+
3)>
3 )> > 2 )8 <> 2
Y o) 2, )>>
#
3)8 =< 2 L, )>> 2
) 8 2 1, )= 2
3, )>> 2 + )>> 2

9@35

/






"7 s

8&"%

% 2

#
3 &
FB4% F@4IF/509
: &% "% 2
3 1> ) =*
3 ): : =*
3 )¢
3 , 2 >
n II
3, 2 8= =
)8 <+ 2 )+
)8 +: 2 )8 ,
T, =+ 2 D)+
;+ 1* 2 i*_
3 8> * 2 .,

S

0@
#&

3
#

&g9284 @

+VN



%



/ 4 @

% FB4% F@4I1F/59 9@5
F &9 &

5

4@

M mm

<+ 2

2

*



%5 5

s



5

#

J
4 @

E

3 8+ +,

# .
3 3 & F
% FB4% F@41F/59 F-
F &9 &

K # K K E K 1
F K E F # #

3
#

3 l+> 2 !*;

3 )+ +: 2 )8 +:

3
#

3 , +1 2 , ) > >

=

K

9@ 35

K

/

4@



HHHHH HHH

wow

< e

o o

& KO 0% v oo



% 370
$$ &' "+ 8&" # & & & %'
S 5 1 & %
7
#&" "
& "$$ 7 0T 4T
& &3 7 1 (47
$% & "+ VIt 7 10
"ol
)y>> 2 , ,= 2
3
< 8> 2 2
<> 2 2
<> 2 , = 2
<> 2 )>> 2
)>> 2 ) > >
2 D2)
)>> 2 + 2
<> 2 )>> 2
) >>< ) >><



7 3AHHHHHHH

T(: 44 X



4

#J

#J

< )>>

2

) > >

) > >

’

)>> 2






%

&

3

$$ &'

7 A

"y oga&"

&

1 # & &
S 5 !
#&" "#
7 0 T 4T
7 1 (4T
7 10
7 3 01 <
I
7 1 11 <
3 34 <
3 .A <
3 34 <
3 AA <
3 01 <
3 01 <

3 11
3 34
3 34
3 11
A AA
3 34 <
3 01 <

<
<
<
<

’\/\wwww

3

NI & |
75%2 | 7 8 &
AA < 3 AA

11 <3 .A < 3 .A <
A <3 11 < 3 34 <
A <3 .A < 334c<
A <3 34 < 3 .A <
3 01 < 334 <
T(< 3 AA < 3 01 <
AA < 3 01






$$ &'

&

3))

II+ 8&"
g
7 5
"$$
&$
"4 I 11
!
JU "&&
&
JU "&&

&

7

# &

3 AA < 3

A
A
A
A

WWwWwwwww

< 3 A K<
< 3 A K<

< 3 A K<
< 3 A <

< 3 A K<
< 3 11 <
< 3 A <

"7 5%2

AA < 3 AA

3 A< 3 AK
3 A< 311 K<
3 A <3 A <

3 11 <3 A <

3 A< 3 11c<
3 A <3 34 <
3 34 < 3 A






E $

7 8"

7 | 7 & ! "
& ! L # & &
" "o X
&' 7 % 7 5%2
6 5
#&II II# "
&
"l (. 34T
' JU "&&
( .A
&
"1 (0 3 4T
I 2'U "&&
3 04
7 & &
8) , =*2 8=,
U
< 8> 2 )8 +

8&"% !

& %' I

I I &
4 4 4T
, ) >>
(4 4T7<
3 01 <
T 4 4T

3

3 4 4T

01



#$

e (

€ v® €

4]

Aa

i



E

$ 7 8"!
% 37
$$ &'
& I

7 &

7 ! 7 & ! "
& ! L # & &
" 0o X
"&' 7 % 7 5% 2
6 5
#&" . "#6 " #
&
"1 (. 3 4T
! 'U "&&
4 -
& (
"1 (0 3 4T
U "&&
(0 -1
&
8) , = *2 8 = , = *
"U
.t 2 )8 >

8&"% !

4 4 4T

(4 47<

3 34 <

4

3 4 4T

03



©
+*

]

P
)

o4
~ oz

o AMI_nz/n%N1_44B>>
LR NS N S

s > =HLZ SHo>o

R <%y 5,.>BMWM&Ma%AKWﬁ*w%w O i

(e

9

J 37#$

<l






o,

a
8
al
0
yo
7¢C
4 .
1
-4
M <
2 0 4 4
7>: 3
al-Al
+3<
¥
&TWH
1bE
7
4

4] 4]



ccc@

&9 &

# #

)= = =

)8 = =
)y>> 2
* = = *
=<



3 v~ P& ] wu.a, m A BN X N

—~ < —~

ox | N AT oz«
® o <
- 7W7744r_4L LV ARSI roo .
AR B o A e e s 00y g Zend

—

76T



) >

) 8



Zj,E

L1

/€ (

€ v® €

< > >

~®

EE X

D[



3 / &
# .
@
3 & F
% FB4 % F@41F/59 F-
4 @ F &9 &
# K K E K 1
E K # #
, =% ): = =
= +,
, =* )8 = =
< = +, 2
=*2 8 = , = * * = = %
2 )> > , +

F

K

9@ 35

K

/



T) *&)

fra

44

@~



3 &4

,3) %

55 3



P(

737



13)*

9 3 5J%FS5

55 3

) >

*

w

%
4@
#

8 3 / &
&
/ &9 &
— %
* =
— %
+ ,8
K &

& F

FB4% F@41F/509
F &9 &

K K E K 1

K E F # #

9@35

/






, 38>

9

3 3/
3 )
#
'3
5 J] 4
# K # K
3 =
"3
3 7 139
# K #) K
3 < )>>
"3
35 J & 9 4
# K # K
3 ) > >
'3 &
3 5 %F5J% -
&9 &
# K 0 K
# #
3 ) > >
'3
3 - 9@35 / 4
3 ) > >

9@35

/

4@

#
4 @ F 4@
E
F &9 &
F F

F



9 9 3 5 17 % FB4% F@4l1F/59 - 9@35 /
4 @ F 4@ F &9 &
# K # K K E K 1 K
K E F K E F # #

31 F 4 (
9 9 3 | 5 5
' K # K #
3 + )8
31 F 4 ( #
9 9 3 1 7 1 9
' K # K # K #
F, 3, <>
"3 F 4 (
9 9 3 4 5 1 4
K # K # K K
3 )> >
"3 1 F 4 ( #
9 9 3 4 7 139 4
3 , <>
'3 & #
%4 49 9 &4 3 5 F4 2 @ 75 (F5 694 2 4- 9F (92
b 4F4- 9 7 9
3 * <<
9@ 9 &4 3 5 17 5 F4 7 4 @



% $ %

‘& a4 % 3 &
% % s $3 %
) 3 * $ 3 9 7 & $ 1 & 4 %
3* s % $66
B0 s # 1 #> -7 66
L. QeeeeeeeeeRe@@d @@ 4 " # " . #2-146/
$ \ 3 a4 & > & & & a4

&N 2 BV 4& W2W & V&V & F

9., o C & 6 ....&

H &6, 4.& & % 6 U @6 A&

& RELEREEMEBREBEEH# & B 6,,.8 B, 7, .& &&&aﬂg‘&&gﬂ&%&g’ 3 ® ® 6#§6B8 7 ®

&&&f;@é @ D
% % $ “ 6 G&E\;‘,,Q,B;&.#%:#E/

% 9

e 2 QPP GP8 6 DEMI=SI1T(,C

R & & BBRBER R SRR BB T T BRI B P&y 15 & 88 &EOREBBBRBE

5 @e- . . & a k<ara

4&&&&&&3&&&6%&

a6 e A SNEH @ >/’°A),,‘$%F ’ ) >@JH C

BW', % (; -8 .MDG. N/G,L |\
W s % ) ? Y ? Y
¢ E 24 C a4 7 C 5 5 5 Y YY ®#C? G Y 2
P ) ., 2GS
a a % $
c 2 3 533

- D..B.... .. % .0 .. & ... # 3 L4, B *@@")B #b
Jy 5 C VY vyD v Y o
5 WW\EWWW W WWWW%A 2 33333 2 5



& 4

,38)



R4

A3



& 4

, 388

~

~

3 4 E
1J9 4
K #A K
» ) =* 88 1)) =
< )>> , <>
: 8
)> ) +> )5 ) o+
oy = 3
8 F: “F
8+ ) + > ) +
T =
)
)8 )) =* 8> 1))
) > > , *o
: )
): )8 = ) +>
;) > >
8F:
)+ ) +> 8* ) +>
, ) > > < )>>
) .
=)) = 8* 1))
+ < +>






& 4

,38:

]U



5 15
7 3A



%

K

#

F

E F #
E

4 @ F &9 & FS5JI%FS
4 @ F &9 &

K
K

& 4
;38

+ >

8
>

> ) +> < 8 +> 8,
) )>> )))>> ;)>

)

*

8* ))

) )>>

) ) >>






& 4

;38<

3
0
9@ 35
%

)

&

4@ &9 &

D "%2 S #& #
y) =* ;)8 =*
> > ) )>>

)y +>  8) ) +>
> > )>>
) )
> ) +> < 8 4>
> ) )>>
)
8 > )) = * > ))
) ) >> ) )>>
8F: M
) o+ > ) +>
) )= ) )=
8* ) +>
) )>>
8* 1)) = =>)



4564 46 7 44 % 46%7 4%6% 4687 4%6%6485% 56 866 6%44 % 4 6 4

CE

CE



& 4

, 38,

%
4@
#

)) =* 88 )) =* ;)8 =
, = 8 )>> ) )>>
8 F:
)> ) +> ) ) +> 8) ) +>
8 )>> 3 D)>>
3 ) )
8+ ) +> ) +> < 8 +>
) > > ) > > ) > >
) )
)8 )) =* 8> 1)) =* >))
= L= 8 )>>
) 8F: M
): )8 =* ) +> * ) o+ >
8 )>> ) > > 8 )>>
8 F: )
)+ ) +> 8* ) +>
o, = 8 )>>
) )
= )) =* 8 )) = * > ) +

&
#
& F
FB4% F/I59 F@4IF-
F &9 &
K K E K 1

=

9@ 35

/



la)<<?\

Cg

2pY3?2222?

?

?

[ E

Cnr



& 4

,38=






& 4

, 38+

3 /
#
| F (
4
K
, )8 =%
< ,>
8) ) +>
; =<
)
< 8 +>
8 )>>
)
)8 )8 =
8 <>
) ) +>
; 8<
)
= )8 = *
=<






F

* ) o+ >

8 )>>






~



J4n4



%4 49 9 & 4

0
)
(
0
)
(
0
8
(
0
8
(
0
8
(
0



YE



2
3 5
F5 7 4 @ F

88 )) =* )8 =* < )8 =*

8 )>> 8 )>> ) ) >>

); ) +> 8) ) +> 8; ) +>

8 )>> 8 )>> ))>>
 F ) )

> ) +> < 8 +> 8 8 + >
) )>> 8 )>> 8 > >

) > > 8 )>> 8 )>>

) 8 F

;) > * ) o+ > ) ) +>
8 <> 8 )>> 8 )>>

: ) )

8* ) +>

8 )>>

8+ )) =* 8*)) =* 1> ) +>

8 )>> 8 )>> 8 )>>



4> U 44



& 4 3 3 /
, 3
"+ & ! I #
n /
& 7 8& #"!
7 9 #
3 4T
'U "&& AA
1
A OA
'U "&& AA
1
(0 0OA
] "&& AA
(
( 4T
] "&& AA
1
(
1 (4T
'U "&& AA
1S(
(
0 0A
U "&& AA
&
4 4T
JU "&& AA

&
& & %' 1l I <
! 7 5
+ "% 2 !
(( 4T - (4T (4T
8 )>> ) > ) )>>
( 1 -
- 0A (0 0A (- 0A
) )>> ) )>> ) )>>
-S1
1A O0A ( 0OA (3 ( 0OA
) )>> ) )>> ) )>>

(A 4T 1A 4T ( (47
) )>> 3 ) )>>
7 1

- 0A T 0A - 0A
) )>> ) )>> ) )>>
1 1
(T 0A
) )>>
1
(0 4T (T 4T 1A 0A

AA AA AA

1 1



5 458 % 4767 486% 5464 456% 4 6 %4867 5464 + 486 566 46 % 44



& 4

8* ))
8 )>>

*

> )
8 )>>

+



D&I&&(&OD



& 4

(

3 @ 75

%

) )>>



5464 456% 4467 48 4 768 4% 7 5%(586 4 5 4864%4% 8 5468 45 446%

$ >+ L



& 4

(

3 @ 75

7

(

F@ 75

1J9

F 7

K






#
& #
#

)) =*
) )>>
)> ) +>
) )>>
8 F:

)+ ) +>
) ) > >

8* )) =
) ) >>

*

> )

) ) >>

+ >



>>

%

>:b)>>

U



3 /
#

& #
694
46 7
#J K
F # #

694
#J K
b)) =
8 )>>

= *

[00]
N—r
\Y
\%

)8 )8
8 )>>

8 ,)>>

= *












4- 9
9 7 4 @ F
F# #K K C
,)8 = * < )8 = *
>
3
8) ) +> 8; ) +>
8 )>> 8 )>>
) )
< 8 + > 8, 8 +>
8 )>> 8 )>>
) )
>)) =% )8 )8 =*
>
) +> ), ) +>
8 )>> 8 <>
)
8* )) =* > ) +>

) > 8 <>



7! 5EI %7

b



& 4

%

=+58> ))
?) )>>
?)

)8 1))

) >

) )>>












& 4

%

+ >

)

) )>>

>

8 + >

<

+ >

+ >

8* )

+ >

)

) +

) )>>

) )>>



44% 47%7 4%65 4%6 4%65 586 856% 44% 4565 4467 44%4 ;5 486 8



&4

+

)) =*
8 )>>

8*

*

8 )>>

8 )>>






& 4

0 ~ 0

< 8 + >
) ) > >

+ >

)
) )>>
)

+ >

)

) )>>

8 +

+ >

+> 8* )
) )>>

)t )
) )>>

) )>>

) )>>



476 4%6 586% 456 4 % <6% 85%% 4864 846 886 46 4 % 866 866 8

e0HP? CE L] w

€ T 6?77QCCIPZC77C

c ! 2
4 -4 = AAF"T™ K



& 4

* L > +
8 )>>

))
8 )>>

8*

*

8 )>>






# #

=38=C

=38:C

) *+ >



=3)

4

2

)

- N T
T o

+ -

—~ 00 ~

) > >

) > >

) +

)8 )>>

3



N
YL IR

K

5 QA1GAA

AA



=38

%

9

5

) > >

)>> 2 |

) > >

) 8

U



$>+ >> X

nc



3) +
) 8

4 E 3 &
K #
=+
= *
=8 2 , <> 2 )+ +
> 2 ) > >
8+ 2 )8 <+ 2 >
2 , <> 2 )8 ;8

2

) > >



>>



K

3

w ww

# K

non
* *

8> )
8 8
)

mllv

)+ + + 2

K E K 1

9@35

/



-ATE9AR k

co9



%

3

3 & F F
FB4% F@41F/59 - 9@35 /
4 @ F &9 &
# K K E K 1 K K
E F # #
8: ) =*
) o =%
) <
)8 8< 2 , +: 2 , )>> 2 2
, +: 2 )8 )>> 2 |, )>>
8; )= 2 )8 ,= 2 )8 <> 2 )+ ,= 2
)8 *8 2 8; 8* 2 )8 <> 2, <> 2
)8 ,= 2 )8 <+ 2 )+ )) 2)8 <> 2
8, ;, 2 > .=
= 2 )8 =<

<>



R

%



&9

9@35 /

%

* %
I

"V A

0 ~ ~

Mmmm

) > >

MO



9x



4
F #

F % I

F 4%

7

K1

)2 ) > >

)

2

JU



3)3g3 °
79554 5



=3+

3 5 K 9

9@ F % I 4 @ F &9 & M

5

F #

<

38<

JU






8 )>>

8 )>> 2

3
8 )>> 2

)8 )>> g )%
)>><<))88))>>>.>

*8
*8

) 8
) 8

) > >

*

) > >

]U






w w

3 5F
& (O
F 4% Fl14 9 4
1 K F # # K #
8) * = %
8) )) =
8*
8 )>> 2 ) )>> 2 8 )>> 2 ) > >
2, > 2 2 )8 + 2 )> > 2
=); 2 )8 ;82 )8 )=2 )8 ;8
)8 ,= 2 , ,= 2 , ,= 2 )< 8: 2 )8 <> 2
, <> 2 << 2 )8 :: 2 , ,= 2 +: 2
)8 ;8 2 )8 ;8 2 )8 +: 2 )8 ,= 2 )8 <>
)8 =< 2 )8 ,= 2 )8 +: 2 )+ +
, )>> 2 * =+






w w

3 5F'

0 K B M
14 (45 /M
0 K # K 1 K M
8)*:*
8) )) =~
8*
, ) > >
, + 2 , > 2 )8 <> 2 )8 8< 2 )>
, <> 2 , 2, ., 2 ,). 2 , ,= 2
=+, 2 , <> 2 +: 2 , +: 2 + =
, )>> 2, ,= 2 )8 )>> 2 )8 )>>
)8 )>> 2 )8 )>> 2 )8 +: 2 )8 )
)8 )>>< )8 )>>< , )>>< )8 )>>






3)8

3 5F"

9@35 / Fl14 9 4 @ F &9 &

9

| 4

)8 <> 2 )8

2






B 5

B 5

3 5F'



5
[4 44

"
)

1bE

"1E



8 )>>

)8
)8 <>

3 5F'



(e=¢ 9






0146 dHIVY $ HH H(O(+ $ 4V dHd HI( 4 PHY  v-dv



:3),

%
#J

9

5

>

)>> 2

) > >



3&

$ E? X






?77777 5777775 7777773»777779377777f



3 5 3 /
#
3
J % FB4%
4@ 4@ F &
# #J K
E K E
)
8, = *
8+ )+
8
= =*2 < = =
8) 2 < o+
8, =*2 8+
"U
8 ; 2 8, )*

=
IF/59 -

E K 1
#

E
9@5 |/
K
@
*2 )= =
, <>
=x2 ),
' 8> )<



(03 ( ( vd H 9 HWH i Ha  (g7+ [°14 0#H ( $

®? /€ ( € v® €



3

5

3

% F5J%

@

3

9@ 35

K 0 K 1

8’ L :*
)< )

8

= =*2

+ =< 2
8, , =%*2
"U

)8 8: 2

/
K

4 @
K

F

4 @
EF

F &9 &
K E
@
): = = *
S >
)1 = = *
< >
)> = =*



17 4

5%

® 6% 4

oy 4

Qv

/| GE@6 -
XS €

69 S6






3

3!



3 5
%

F%IF 4%
K 1
14 B
649 5

6

K

3 5 K 9

4
F#
F 4%

#
Fl4 9

4



Fum I'Zl'g HH

i
i

K Q ang
CT8Y Qg7+

+

3B .

. 3&

&

. &

& K

&

FFt

#$ &

%8’

D !
6 "

E6

E

& EpmHp0$5.&

E

6W

C

5

6 P

6W

E
D

& (& 6& *&, 1% -
E



=388

3

F 4%
K 1

B 7 (4

F %I
K

| 4

3 5 K 9 $

F #

B M



TF

173 <

\



5 3
#
@
&
- 9@ 3 F % |
K # K1
F #
8' *
+
= *2 < =
* 2 )= 8:
8. =%2 g8+
]U
2 -

4@ F &9 &

K F # #
), = =
= 2

x ) >
, <>
— % < = =
8 ><



CF5

57

EE

31






SS

/ €8

€ v® €
tg=gi3



3 & 8 3 / & 7
38«<
/ # '
'3 & F F
9 3 517 % FB4% F@4I1F/59 - 9@35 /
4@ F 4 @ F &9 &
# K # K K E K 1 K
E F K E F # #
5 3 * = *
3 ) 1,
55 3 )> * =+*
3 )= 8+*
'3 # K
# 5
9 3 5J%F5 % - 9@35 / 41 @ F 4 @ F &9 &
# K 0 K 1 K K E F
K E F # #
5 3 ¥ o= x
3 = 8+
55 3 )> * =*
3 )> <>
'3 &
9 3 - 9@35 / 4 @ F 4 @ F &9 &
1 K E F K E F # #
5 3 o= x
3 )= :<
55 3 )> * =*
X 3 )> <>



55



55 3

55 3

8 3 |/
, .
5 55
s g 3 5 K 9 %
4 E
5 7 - F 4% F%I| 4 M
K # K1 K - ’
" F F'
= *
3 5 )>>
)> o=
3 )>>
5 7 - F 4% F%l 4 M
K # K 1 K o7 !
: " M
* = *
3;<>
)> * o=
3 )>>
s F5 K 9 §
5 - 9@ F%l 4@ F &9 &
K # K 1 K F #
E F # #
* = %
3 + <>
3 )> * =*
3, )>>



G E
$ D D

+ ,&O/G&C7b7777 & .., ’0/0& &’O $ ,d Cpl
| w

%

3 071%/:@ @@ g o

+ >( XC



=38=
' b/ # .
'3 4 E 3
9 9 3 5 1J 4
# K # K K
X 3, +
'3 4 E 3 &
9 9 3 7 1 9 F 7 1J9 4
# K # # K K #
3 ) l:
'3 &
9 9 3 5 7 & 9 4 %
# K # K # #
3 ) > >
3 & F F
9 9 3 5 J % FB4% F@4IF/59 - 9@35
4@ F 4@ F &9 &
# K # K K E K 1 3 K
K E F # #
3 , <>
"3 K # 5
9 9 3 5 %F5J% - 9@35 / 4 @ F 4@ F
# K 0 K 1 3 E F K
# #
3 < ,>
"3 3 3
&

9 9 3 - 9@35 / 4 @ F 4@ F &9 &



3
E
F F'
F 4% F%I
K 1 K
) > >
3
E
" M
F 4% F %I
K 1 K
) > >
3

9@ F F%I 4@

K 1

I 4 B

F 4%
K

K

FI4 9
F #

4
#

5 K 9 %
4

F # #
5 K 9 %
4 M
F# #
5 K 9 $

F &9 & M

F # #

5FI #

5FI #
F #



'3 & 3 5FI #

0 K B M
9 9 3 B7 9 | 4 (45 /' M
" K 0 K # K 1 K M
3 ) > >
'3 & 3 5FI #
0
9 9 3 14 9 - 9@35 / 14 @ F Fl4d4a 9 4@
# K 0 K 1 3 E F F # #
K E
3 ;, =<
'3 & #
%4 49 9 & 4 3 5 F4 2 ( 9F4- 92 5 6914 F@ 75 (2
b 4F4- 9 7 9
3 + <>
- 9@ 9 & 4 35 J 5 F4 7 4 2 ( 9F4- 92
5 694 F@ 75 (2 b 4 F4- 9 7 9



sie2w@( @6 L6, [
6 07" 2N62

O, ?- @6 ?P 66-

ss " -@6-
Q 65
# B+ H
% = ,
+ H$ #

LB6$ $) @ P3 B++ +5H

Q- C6 G ) <

"RO" )))) " %22 2C /
S ' $C $028% 26
4KT 6$ ) 4U CV6W )6 XE6LW E,+224B+4%
IC'#72C'" | 2 $# 'C+ #45?
wH# (M
3X( - %
2+ *
Jjc o1+, T$ E
$ "-YC% )H)WD6 4-)6KQ
H-G HeW' ) )+ #

19 ) GC

* 4
> " E30 X



=38+

# 2
34 E 3

4

#J K K
+)) =* 1)) =* 8) )) =* )8 =
< ,> < +> < )>> < )>>
8 8 8 8
) )8 =* * ) o+ > )< ) +> 8+ )
8 )>> < + > 8 )>> < )>>

< ) ) >> < )>> ) ) >>

) ) 8

)) )8 =7 ) +2 )> ) +> 8: )

8 <> ) > > < )>> < )>>
8 8 )

8* ) +> < 8 +> ) 8 +>

< +> ) > > < )>> ) > >

) 8 )

< )8 =* ), ) +>

) > > ) > >



€ v® €
+8¢€=



=38*

X 00



€ v® €
*x8€=€ € 9



& 4

3 &

[ee]
*
1
N
N
—~ +
A —~ e~
—_
© . x o~
[ee]
*
* 1 —~
1 A
N [ce)
~A )>
— —~
~—~
* o ~
* *
1 1
A N
—~ —~
—~ —~
+ . )
—~ )VA
o o

8+ 8 + >

>

)> ) +>

+ >

)

) > >

) > >

1U



e T

> \)5_@.3”

B >R

[ -

€ ! € v® ¢

<:ig= 9



3 &

3 % FBA4%

@ F &9 &
K #J K

K K =

F
F@41F/59

K E K
F

) 8

+

2
F
- 9@35 |/
) + > )< ) +>
).
8+ )) =* )
> 8 )>>
8
8*) > < 8
. 8 )>>
8

>

*



€ v® ¢
(i€

69






[

>6 €

POH



& 4

3

9
33333333383

9

)

+ >

+ > )< )
) )>>

)

)< )) =* 8+ 1))
) > ) >
)

e






K
K

F 4%
F 4% F %I
# K 1

) > >
) 8
< )8 =*
;o) > >
8

F % |
4

F #

4

M
# # K
K #
8) )) = 8:))
) > > A
8 K:
) o> )< )
8 )>> 8 )>>
)
8+ )) =* >
= . =
)> )+ 8: )
) > > 8 <>
): 8 +>
) > > ) > >



%

3 " %
B ™
™ ¢ T 2 o g
o =
- <3 o So At ot L -
™ - A - -~
~ ¥ m wv o— O Qm+I Q9 ™~ -
R e <7 ST N AN ST
£ o TR amel G Io e e BT e
- O~ N
w2 AT, on ~gv & bt OGS AT
3 - o - ]

%



~

9@ F % I

# K 1

- 9@
! 1

~
~—
~
0]
1

3 5 K 9 %
4 @ F &9 & M
K F# #
F%l 4 @ F &9 &
K 1 K F #
* *)) =% ) )
Lo =<
8 8
); )8 =* * ) +>
3 ) > >
)
8+ 8 + >
7 =<
)
<)) =* 8+ ))
) , =
3
* ) +> )> ) o+
<> ;=<
8 )
< 8 +> ): 8
=< ;<>
* ), ) +>
;) > >
8

#






& 4

#

3 5FI

x 00

N A

I — +

o A o N

~ A A
— +

~—

N A

I +
A A
~~ ()]

*






F 4%
K

F14 9
F #

3 5FI

)) =

#

)8+ 1))

c8 )>>

)> ) +>
8 )>>

oo

*



39

3! b3

[



&

3 5FI #
=*  8))) =*
) ) >>

8
=* * ) o+ >
8 )>>
) )
+ >
= * 8 + )) =
3
8
> )> ) +>
8 )>>
)
> ): 8 +>
8 <>



oD

[ EE



~

0 0 A

/

*

3 5FI

F14 9

4@
F#

F






& 4

& 4

%4 49 9

—~ L

~~ L



4]

97






&7

(7777777 & 777777777

WE ATEEDAAJ !

erererrrevrrrerree’
&7 N

ﬁ?



& 4

& 4

%4 49 9

8:))

8) )) =~

*

+ >

8+ )

) )>>

—~~ 0

o A
P
—_~ ~~
N
A +
+ ~ N
N
8 -~~~
A\ —~
V ~1w0 T
N *
+ I
N
)> 8>
~ N
—~
x —~
o ~ <\ll8
© D
o o
™



>>



& 4

4@

54

4@

—~ N
—~ )>
+)
© ©
™
*
1 A
+
~—
~ N A
> <)
N A~ <
[ee]
* )
Il w>
) >
—~ P

™ o]

* m * —~

N N
*

1 1 *

N N N
—~ N o N 8>
N~ P +)
+ (e} oo © 0 o —
)X ~~ —~

o o o

+>7?

—~
) N—r
~—~~
A ..
A ©
* (e2] o™
I A A
+
—~ +> 8>
—~~
~A A
+ — —~
A —~
© —~ ©
(<2 —~
x
1 A AN
A +
~ A + A t A A
)> A 8> )>
<\ll —~ — —
~ 00 0 <8 -
—~ [eo] [oe)
x x
I I A *
+ 1
~A © A A A
)> —~ A ~ A 8>
—~ —~~ — o~
[ee] — *
—~o © —~ o0 ® 0 -~ V o
[e¢) 0 © X >
o o o
o™



&5

&5

* o

%!

(e}

ux

9

<

jpvcey®

[>*) VY>>

6

6Q

6 (



:3;
L # 2
0
3 & # 3 @ 75 (
%4 49 9 &4 3 # ! E
) +F))F=**F))F=*8)F))F=* 8:F))F=*
X ) > ) )>>
0 5 8
) F)8F=**F)F+> )<F)F+> 8+F)F+>
) )>> ) > ) > ) >
0 8 ) ) )
) 8+F8F+>
) >
0 )
8 J8F))F=* )<F))F=* B8+F))F="
) > ) )>>
0 ) ) 3
8 :>F))F=* ))F)8F=* "F)F+> )>F)F+>
) )>> 3 ) ) > >
0 3 )
8 8:F)F+> 8*F)F+>
X ) > ) >
0 : )
3 <F)8F=r¢ Yy>F)F + >
1U ) >



€




& 4

(

3 @ 75

>

8 +

))

*

8A
N ~—~
~N ®
©
A
A +
+ <
©
—~~ >
Voo
)
)
©
X
0 A A
+ +
foe) <
)> - —
A A
— * \l”
~—~ 88
o ® —
x
1 N ¢_A_
+
—_ < <
©
—~ ~—~
A ~— A
A ..
..33 008.. VvV 00 oo
oo} o) ©
o o o o

J75 (7 @4b

J

5



€ v¥® €









& 4

F5 694 46

4@

46

694

#

#A K #

I A A
+ —~ +
—~~ — > N
A
+ A - S A
8 —~ 8 ~—~~
© ©
—~ 0]
™ *
¢_n_ 1l A A
N . +
— + \l/> o
)
—~ A N~ + A .
—_ VARY; A —~ A
© © 0 —
—~ 8
0 © — — ™
x
% 1 A A
1 A +
+ ~ A + A
—~ A A © -
*¥om *og o~ © © %
A * X A *
* * + I — I —~ I
1 1 +
A ~ A o A A ©
—~ 0 8> )> —~ AN )> —~
—~ A —~ A +) 8) )\n/ x
+ oo @ L ® o~ —~® ~@ ®©  ® g v
— — — (o0} [o0] [e0]
o o o o o o



= Ht O

B 8 .

(o))

®

=~

@Hkﬁ@m#lgu_@u,\

u@ggC7A@@ @

EM

% :



~

)
)
5

8 ))

=* )< ))

=* 8 +
) >

)) =



3

3 &4 3

%

[

$>+ >> X



)

X
0
)
0
)
X
0
8
0
8
0
8
X
0
3
‘U
0

3 1/
#

& #
(#K#4% F
+)) =r ) =¢
) >

8
)8 * ) + >
) )>>

8
8+ 8 +>

)8 )) =* )< )) =
8 >

8 3
)) )8 =* D) o+ >
8 > >

8

8* ) +> < 8 +>

8 > 8 )>>
)

* ) +>

8 + )) =
8 >

)> ) +>
8 >
) 3

) 8 +>
8 >

3 (9
K( 9 4 @
8) )) =
8 )>>
8
)< ) +>
8 )>>






3 &4
=3<>
I/
)
0
)
0
)
0
8
0
8
J
0
8
0
U

3 /
#
& #

# ! E
+ )) =* ))
) )>> 3
8 3

)8 = * * ) +
) ) >> ) >
8 )
8+ 8 + >
) )>>
)

)8 1)) =* )< 1))
) >

5

)) )8 =* ) +>
) )>> ) >

5 5

8* ) +> < 8 +
) )>>

)

< )8 =* ). )
) )>> ) ) >>

8 8

=* 8+

))



<>g=



& 4

3<)

3

9
333333333 #

9

)

* 8+

)< )

*

™ A ™
A +
+
©
A
>> — ~
—~~
—~
© ~ @©
A N
A + A
fe%) —A
~ —_
v —~
™
™ m - ©
*x
I A *
+ 1
© A A
N ~ -
—~~ *
© © >
o o
™



=3<)



=3<38

~

JU

' E
£ ) =
3
3
* )+
) )>>
)

)< )
3

3

*:)+

3
< 8
) )>>
8
). )
) ) > >
8



& FC



8

) > >

+



B

M7 &'TED"

U



~



%

€ v® ¢

%

$*J F



& 4

41

9

7

9

7 9 Fa-

9

+ ~ w0

+

N
8)
N
+
N
o N
~
)8.
A
A +
+ A —~
N
© - N
~ —_
—
V © 1 @
A *
+ I
— [o0]
A A
x
88\./ vV —
[oe] X
o o
™



>>¢=

$4||



##

+3)*

+3:*C

+3)

+3)*

+3)+

+ 3

3

&



+3)
$$ &' "+ 8&" & !l # & & & % ' [ & !
& "&' 7 % 7 8 &!" IS " 1S ) !
& & 7 6 9 S159 SX5_S ; X7
5XE S 5XE S 8 8
: "H#= o : : "%2 S "% 2
H#H& #
& "$$ 7 ( A 40
& &$ 7 (1 40
$% & "+ I 11" 7 3
$ |
& ! JU "&& 7 1A 3A < 0 3
"7 % & I#" 1
& I 'U "&& 7 1A 4 < 13 3T < 0 0T < (01 < 3 AA
301
8&"% !

‘U 3 = =)2 8, :) 2 :> =: 2 88 +8



|E(4 443



+38

w w

F 4 (

3 I K
> ) =+
8 < ) =*
=+
, ) > >
8, =) 2

)>> 2
)> )>> 2

)>> 2

E

2 )8 )>>
|+:

2 < )>> 2



$E



)>> 2






+3;

w w

)>> 2

+

)>> 2

)>> 2

’

)>> 2

+ )>> 2

)>> 2

) > >

) > >






+ 3 <

> 8> 2

)>> 2

)>> 2

) > >






+ 3,

3

5

&

w

)8 )>> 2 )+ << 2
2 )+ =8 2
> 2 , )>> 2



=

Ggrt

®

ke, & N>

® J~Ce8H

(0]

4

4
% | >*b)>>

e %c)

@.T" CU@_o/o o



%

w

)8 +:

2 <

)y>> 2 *

) 8

)>> 2

)>> 2

) :

2

)>> 2

) > >
) 8

2

<

8

2

*

)>> 2
) ) >

+
) > >

2

++ 2

2



whi s oo 8 a@/mo]JmmL

AL $®

N~

o O

NS~

~NLW @ ©

T

Noo oy

%

3 %

<v

%

%



+3+

M mm

+ )>>

+
)>> 2

) > >

)>>






3 4 5J%2 5 % 4 2 5J%2 5 %

K # K 0 K K #
# #

3 )8 8 =+
3 8) : =*
3.

3 )8 +

1 #
3 )8 +: 2 ), ,8 2 , )>>



g

1\1333333334333333_34 33333343)

%



3

4 5A%FS %
K #
0 K 1

31 AA

33 AA K<

4
K1
K

3

2

5A%FS5 %

K

34 <
AA

T AA <
AA <

3

AA <

0 T-

*+* 2 8 )>> 2

)>>



o e Ywg

VE
g

9
N

7%

Hk
i

, 333333333 %333333333‘%3333333333

9<

3B



+3))

4 '

& 3 K

I

5 I K # K #)

3 8, =%

3 > ,; =

3 +

3 y =

3J8= ;+ 2 + )>> 2 + =< 2 )8 <+ 2
)8 )>> 2 )< +> 2 )+ )>> 2 * )>>

3 5 8< 2 * +* 2 , )>>






+3)8

#
3 & 3
% 5 & # K #
3 8,2 = *
3 1> ; =
3 +
3 :)>>
#
3, +) 2 ), )>> 2
8; )>> 2 8> *< 2
3 = =)2 )+ )>> 2

),

) 8

<> 2 8 *

)+ =+ 2 8=

+ .

2

)>>



g(g+ ?



U






#A K #

K#






3 5 K 9

4

F % I

1

B

F #

) > >

)>> 2

] U

)8 )>>

)>> 2






B7

3

3

)>> 2

)8 2 )8
)8 )>><

)>><

)8 )>><

)>> 2

)>>

:)2
) >><
) >><
) > >

)8 )>>

)8 <> 2
)>><

)+ +*
) > >

, )>>< )8 )>>






1U

w ww

| 4
0

(45 /M
K # K

2
)8

)8 +:
*8 2

2 )8 +:
)8 )>> 2

2



1%

1&



+3)+

3 5FI

9 4@

F &9 &
F # #

<> 2 8>

=






3



gd

ad l=89

dad

d

ad |4

alL

dd 14

*2

[$

9

[$

T vd S

®dvd’

[$

14



3

+38>

&

)>>
)>>

~—~ >
- —~ -
N
x N NN
* I *
oA A N
" N +
> ~~~
I I
— foo) -
)U - \|IU b x
N - -
x
* X
I . * I A
n® A
- + x - )
1l
o © N W - ®
-] ) >
oI T oo o« © o>
™



o (s}
7Awsm<

m

1&

3+

1&

57

1&

[$



&

+38)



©

O &H

9]

T

o%
o<

1&

1&

1&



3 5

) 3/
S #
3
J % FB4%
9@35 / 4@
& K # K
K E F &

3

#

&
@
& F =
F@4l1F/59
F &9 &
K E K 1 K
@
)) = =+
]U
)8 = =*2
U
p)>> 2
* = =*9
]U



“

e:MW$
Ra=C®
O o< 3
s ot o3 %
(3o}
98711w o e
o~ @ L e
o
- ] @@

[$

&+ |
7
Loy
S
o WOSAN,
= \A
o
+
8P ax
@& .
a0 oo .. 20%
w .
T
. e o .
H9$$,”DT$ @ & *
o Y Zres x4

1&

ivd

*9

1&

[$



+38:

3



1&

N O
SJF

1&

1&

T we

oo _ N oB
ogu T ®
SN

1$

D?



3



+38;

a <

)
&
9/8

1&

1&

hivd

HHHHHHHHHHHHHHHHH H H HHHHEHEH H H HHHHHHE H H
4 4] a
$ 14 [$ AA= 1& Q.$)EE1$$

H

)C

W H



3

@
X
)8 = =*2
X
1 + 2 1
* = —*2
1U



$/H

H) $$$0

0

H

H99'H O

86
30

(3

H?Z -

B3H
0
0(% U "4E /0?



3

K

# K #

) > >



=417 %3¢ — = +9439H ].i+i ISz

S5



' 3 & 3
% 07(4
$$ &' "+ &
& ! !
& "&!
& & 7
& &
rr (( 3 4T
& ! 13 "& &
)) )>>
& & (
M T 4 4T
& ! 'U "&&
)> )>>
7 & &
88 , =*
U

*)>>

3

13 "&&

I (4 4T<

3 AA <

I T 4 47<

.’+ )>> 2

4 03

A

4

)>>






) 3

# & &
X
& $
I # &
_6

& %
" #
&
[
&

(4 47<

3

4



gid s

64



' 3 & 3
% 07 (T
$$ &' "+
& |
& & 7 _
& &
[ (( 3 4T
& ! IU ll&&
T AA
& (
(I T 4 4T
! 'U "&&
4 AA
7 & &
88 , =
.,= )>>

#&"
S# &!" "ol

(4 4T< 3 4 47

JU "&&

- AA < - AA

* = =*2 )> = =*
]U



[ee]
T
T
—E

$#H8&o

c

9<



'3 & 3

% 071A

$$ & +
& I'$

#&"
5
H&"
& &
et ((3 4T
& ' JU "&&
4 (0
& & (
et T 4 4T
& ' 'U "&é&
, ) > >
7 & &
88 , =
"uU

& 0% ' 11

#&" S

'S# &I

69 ; X7

: ! & %
.

X

!

! 'U "& &
"1 (4 4T<
I 'U "&&

1 AA <
* = =—*2
'U
8 )>> 2

1

"% 2

3 4 4T

AA



y &)/o><@ @
) 3k

U1

O

©oul



+3:)
$$ & + & b I # & & & % I |
& ! ! ! X
& & 7 8& 17
& & 7 9 7 8 & /
X
& &
H (( 3 4T I
& ! 'U "&& & ! 'U "&&
) )>>
& & (
1" T 4 4T 1Lt (4 4T< 3 4
& ! U "&& & ! 'U "&&
) )>> ) )>><
7 & &
88 , =7 * = o=%2 )> =
IU ,U

8 )>> 8 )>> 2 ) )>>



&
it

%%4
@

G7



3

/

#&"

% Il
7%

X

]JU "&&
(4 4T<

U "&&
3A <
* = =*2

U
;)>> 2

3

AA

4



<

<

¥

Lo

<

+,..IW& e EE [

| @ P w
N L ¢ @l 1Py Mw¢.3 ™ e
- % - T Otg - T !
o o "
SR all— I —g (CoRE TR

8:€+

17

17

[



' 3 & 3
% 0711
$3$ & +
& |
& "&!
& & 7 _
& &
Il (( 3 4T
& ' JU "&&
3 34
& & (
11 T 4 4T
& 'y "&&
) )>>
7 & &
e (( 3 4T
& I 'U "&&
- AA

3

(4 47<

Q "&&

[

1 AA <

* = =Z*9

8 )>> 2

(

&

3 4 4T
AA
)> = =%
) > >



B8

@

o

e



' 3 & 3
+3:;
$$ &' "+ &
& | |
& &
& & 7 _
#&"
& &
" (( 3 4T
& ! 'U "&&
1 AA
& & (

" T 4 4T
& I ] "&&
7 & &

88 , =*
"U

3

&

#&"

(4 4T<

U
(

"& &
AA

<

3 4 4T

AA
)> = =%
+ >



@
w e > - DS S
O 1" _—ﬁ

Aar
L

6f

1)B
?59

A - uﬁ 75N__
BBPBM [oB
W M 2 O,

o
D= Do

<,

Q"™



' 3 & 3 ) 3
% 071.
$$ &' "+ & b
& 1 !
& &' 7 8&
& & 7 _ _
! #&"
& &
Il ' (( 3 4T
& I 'U "&&
) )>>
& & (
Il I T 4 47
& I JU "&&

/

‘U "&&

(4 47<

'U "&&

AA <

3 4 4T

3 34






% 0713
$$ &' "+ & ! !
& I I I
& &' 7 8&" "$
5% 2
& & 7 | S9
#& & %
& &
Irt 1 ((3 4T
& ! JU "&&
0 4.
& & (
'Ct T 4 4T
& ! 'U "&&
1 AA
7 & &
88 , =*
JuU
< >

(4 4T7<

3 AA <

T 4 4T<

3 4 4T

4 4

A 4 4T



BDHH ) =2

»BM

4 O3



%

I

0714

(( 3 4T
Q "&&
1 AA

T 4 4T
'U "&&

8 )>>

*

3

% ' I !
X
'U "&&
(4 47< 3 4
'U "&&
- < 403
* = =*2 )> =
"uU
;o )>> 2 )>>



4 >3

37

PD.E,



%

0710

3

/

& %

|U u&&

(4 4T<

3

4

4T



+5E
'&
M

e

o,

wn

T

-bE



% 071T
$%$ & + & ! I # & & & % 1 !
& | | ] JX
& & 7 8&" $ ! 7 S _
8 &! /!
& & 7 _5 . X7 S _ 5 5EXE S 8 8
#&" : ! &% : S#"Il #&"
"%2 S #& #
X
& &
Il ' (( 3 4T
& ! 'U "& &
1 34
& & (
"1 T 4 47 (4 4T7< 3 4 4T
& ! 'U "&&
3 01 3 01 < ( A
7 & &
PPS 3D * = =*2 )> = =%



1%

56

E5D ]

B e



& |
% ! T7 " T7(-G & ! T7 " T7(- 7 8&" & !!
& ) 3 I & & ! )y " & ) # & "
5 "% & T40 " $% & T4T
% ! T7(. " T711G & ! T7(. " T711 7 85 7
1) " M & It # & & & %' & &S
"7 & &S ) & " P " X
% | T71- " T713G & ! T71- " T713 7 85 7
) & & 1y" M & I "1 o# &
| & & %7 !
% T714G & T714 7 85 7 1 ) & &
1) " M & I o# & & &
% ! T710 " T73TG & ! T710 " T73T 7 85 7
"M & & 1)" M & I "1 # & Q! & &
%' & &S " 7 & &S ) & Lt & )

# & " " %% & T4T " %& &' TOA



1%

T7

T#"

+ 8&
g
7 6
#&"
II$$
&$
LR I
!
SK "&&
&
] "&&
'U "&&

I # & & &
% 5% 2
"#6

7 - A 40

7 (- 4T
7 3
7 13 01 < (-

I

JO TA < 1-

(T(C <
7 0 AA < 0

17
3(
3( <
T- <

( T( <

- (

-0

<






*38

1J9

MmOmm

) 8

, 8 2

) 8

c8 ,

)8 +:

*



*38



*3:

*L

OL

oL

#
& 9 4
K  #1J

3 )

3 8:

3 -
#

)>

)>> 2

<>



— IVE

R

"m@’a"@‘-’eﬂ



*3,

oL

oL

oL

#

% FB4%
K #J K

* %

www
\%
N
I

F@41F/59 -
K

E K 1

9@35
K

/



B g funye) o |

e, OO



*L

3 & F F
% FB4% F@41F/59 - 9@35 /
F &9 &
#J K K E K 1 K K
E F # #
3 8; ) =*
3 8. . =*
3 )>
3 8 )>> 2)8 +:
c ,= 2 )8 *8 2 , )>> 2 , )>>
3, )>> 2, )>> 2 , +:1 2 8; ;,

3 * =+ 2 )> *> 2 4+ )>> 2 )8

+ .

2
2

4@

’

)>> 2
+*



>>

“GO_/Bos (D ¥ O =

*
)

$ +EE



0~ oo

.o+ .

I
*



9

$ >+b5>> X



FO

*L

2 , +:
2 ., +:
, ) > >
2, <>
2 +

4

+: 2
+: 2
)>> 2
+ 2






*3+

4

K

#)

) > >

)>> 2

)>> 2

*L



FGRe



*

*

4

#J

#J

#

+ 4 A
W

Mmmm

*L

*L



AON S+ AI3 M BN @) S0+

gl -

Q5E 55 U

9



*3)>

* %
I

o +

[

333

(2]

26

K

(o2}

o

*L

Mmmm



*3) >

JF

K

#J

* %
1|

0 +

TN .

MM

)>> 2 ) > >

2



>>

«®  @qIBa

- o -
..m@V‘_ by @Y 0

&C7>@9

<(ex 9

>>

WW WwW

S6F =



' 1 & #
'3 &
9 9 3 % 0
3333333333# K 1
3 8) * =+
3 % )> =¢
! 3 +
5
*L
3 1 # 2
X 3 ; )>> 2
p)>> 2
&

oL 3 ; )>> 2

)>> 2

)>> 2

)>>

)>> 2

)>> 2

)>> 2

) > >



85

A A LsA® @%U o



*3)8

5

*L

) > >

’

)>> 2

*



8(€e« 9



*3):

*L

3

# '
3 &
(
4 51% 4 2 53%
K # K1 K 1 K#
3 8, * = %
3 * )> =%
3 ; <>2 ; )>>
#
3 ; =< 2 ; =< 2
) > >
3, )>> 2 ; )>>

5

K1

K#



*3):



*L

*L

=
3 & 3 5 K
- 9@35 / 4@ F 4@ F &9
K 0 K K K E F
3 8) * =+
3 % )> =+
3*
i
3 8; =< 2 :, =+ 2 8; *8 2

8; )>> 2 88 <> 2 8; *8 2

8,
8;

)>> 2

*

8,

*






#

' (
% 9
#

38) *

3* )>

3+

[8; +

8: *

3, )>

, 2

2

., +,28; *8 2 8; )>> 2
8) ,8 28; *, 2 8;)>>



>(€«



*3),

(

9 9 3 4 5J% 4 F5 % 4 2 5J% - 9%5 /I 4 @&9F& 4 @ F
333333333 K# K1 K 1 K# K 0K K #

1
3 8< * =* E F K E F # #
3*)>:*
! 3 =
5
*L 3 < )>>
3 1 #
c; ,8 2 8; ,8 2 8; *, 2 8: <: 2 8; += 2
8, +
&






#
3 & 3 7 F
J % FB4% F@4I1F/59 - 9@35 /
1@ F &9 &
K #J K K E K 1 K K
E F # #
3)) )> =~
3 1)) =*
3 )>
3, )>>
#
[ : :+ 2 )8 )>> 2 )8 *8 2 )8 )>> 2 | )>> 2
, <> 2 )8 +: 2 , )>> 2 )8 *8 2 )8 +:
3, +:2 ,)>>



&%

%5@ B

(@)

0 ThePC

o

@

Z The 0 wverge

NN

X

1 ATEES55 ]



OL

*L

1U



AT3AV 63

1&g .5
<Q (9\

|§> ‘3

4 5% R
=]
c®
Q%55Z755
T
POT
&

&& -



*3)*

I & #
3 & 3 7F K |
(
9 3 | 7 F 7 5 9@5 /
3)))> =*
3 8:)) =¢
! 3 )>
1 #
*L [n)8 )>> 2 )8 *8 2 )8 )>> 2 )8 )>> 2 |, )>> 2
, )>> 2 )8 )>> 2 , )>> 2 )8 )>> 2 )8 *8
"U 3 ,)>> 2 ,)>>



U1



*38>

*L

1U

3 7F

JF7T FT7T I -
&
K 1 )
IF# #
) )> =

D)) =*

>
, )>>

L= 2 )8 <> 2
3, ,=2 ,)>>

9@35 /
# K0

K






*38)

[ ;P =< 2
)8 <+

+

+ =

2

)8

*8 2

+

+



*38)

&

~

Ss)

S Ce®

5E






©0w©

>>

%

\N

3 %

[>>g)>>U

37

vO



*38:

F7

JJ

& 9 4 J

1J9

K

H)K # #

K

x X
nn

~

—~ ~

-+
© .V

M mm

)>>

*L

*L



80 <F80 ©OR D

a

02 B.Dl

1A 2p2p™

97



*38;

+

=< 2

F7

)8 )>> 2

+

, 8 2

)8

+



*38;



) 3/
*38<
1 ;
# K # K
4 (5 54
)
( 8 < , - %
k. )8 *8
8
( 8 * — %
*| Voo
3
( 8) ' =*2 8= C,:*
OL 8: *, 2

+
+
1



AT

HSPS+ YISz 05516 no H$M+ H - vd +H8+Sd
o o
0
[Te}
o
173 ) © M
Vo000 - o #®® @ .0R G © 08 B ww = R A 485 wos A
¥ 08 2 @O . w oy ® m"E@m" oo
A<y: o =02 AO ® ©x o ) ® *

)Ll 8



*38,
1/ #
@
' 3 3 4 E 3 &
9 9 3 7 1J9 4
# K 1 K K #
4 (5 54 4 (5 54 @
)
( < , =+ )8 = =2 )= =
*L )8 <> , +1 02 + ,8
8
( g * , - % )> = =
*L )8 <> ,
3
( 8) , =*2 8=, =* = =*2 * =
J

*L 8; + 2 8* ;+ ), <, 2 = )>>



o128

2 3&¢&



*38=
1 ' /
' 3 3
9 9 3 51 & 9
# K
4 (5 54
)
( 8< , =7
*L = :)
8
( 8 * — %
X , ) > >

oL

4 (5 54

@



w@@Y 4y T 5 473% ~
Rl
/@E nM&Vg

- e
®2 58y x> Gy w@ @E >0_> >3 O w®

=8€x =M



&4 3 )y 3/

&
*38+
1/ #
@
3 3 &
9 3-9@ / 4@ F 4@ F &9 &
1K EF K EF# #
4 (5 54 4 (5 54 @
)
8< , =¥ )8 = =*2 )=
)< , = )>> > =
8
8* , =7 )> = =%
, <> <
8) , =*2 8=, =* = =*2 * =
< +> 2 +



[ChG a

vV F
=)
1
0? .
o
BAL
o
. 5 5 5
L & 5 S
W
"y
& v
LoV
VC1%3
. a $<k
SebcL

56 5
" Cc>* 44U



&4 3 ) 3 I &

*38*
I/ # '
@
' 3 & F F
9 3 51 % FB4 % F@41F/59 - 9@5 /
4@ F 4@ F &9 &
# K # K K E K 1 K K
K E F # #
4 (5 54 4 (5 54 @
)
8< , =* )8 = =*2 )=
) !* = +, 2 s , =
8
g* =% )> - =%
)8 + .
8) , =*2 8=, =* = =*2 * = =



*x8€x

9

72%

-3



*3:>
P #
31 F 4 (
4 E 3
9 9 3 1 5 5
K # K #
4 (5 54
)
( g< , =+
X )8 )>>
8
( 8 * = *
OL ): ) >>
3
( 8) =*2 8= =*
OL =+, 2 )8 )>>



C
LA
$ "B
4 % B
cC A



*31:)
1 1 / # ,
@
31 F 4| 3 4 E
9 9 3 4 5 5 J 5 J 4
K # K # K K # K
K K
4 (5 54 4 (5 54
)
( 8< , =* )8 = =*2
8
( 8* y =* )> - =%
X , )>> , ) > >
3
( 8) , =%2 8=, =* = =*2
*L < ,> 2 - 8< R



' $oy B

N

5 \
5 3AA

4%

4> X

C Al



*3:8
' [ #
"3 1 F 4 (
3 &
9 9 3 1 7 | 9
' K # K #
4 (5 54
)
( g< , =+
*L = +'
8
( g* , =*
*L Y ) >>
3
( 8) , =*2 8=, =*
oL , <> 2 )> 8>

4 (5 54

@



3?

55

JEEJ L

437
A



*L

*L

) 3
3 1
&
4 7 1
#
K
4 (5 54
8) , =*
)8 8<
8* :*
8) , =*2



A s

1)

<t

I

i3

8398 F

4 37

+7

A






FQ



JU

55

~Nw

%

&
# )
3 5 55
& F
FB4% F/I59 F@4I
4 @ F &9 &
K K E K
F # #
<3
3 &
E

4@ F &9 &

E

F

9@ 35

/



Kk

TOI

aa(s



3 7
*3:,
1/ #
3 5
"3 1 F 4
3
9 3 1 5 5
' K # K
)
5
*L 3 + )>>
55
*L 3 1 )>>
3 1 F 4
&
9 3 1 7 1 9
K # K
)
5
*L 3 * +=
55
*L 3 < !>
31 F 4

55
]U 3 ;5 )>>

55

4

4



*38,






& 4

*L

3 7 139

9

*L

) > >

*L

/

9@35

F@4IF/59 -

% FB4%
F &9 &

J
@

< #

E F #

) > >

oL

9@5 / 4@ F &9 &

3

F &9 &

&

3 < +>

*L



9 3 | 5 5
' K # K #
| F 4 ( 3 4 E 3
oL 3, )>>
9 3 | 7 1 9
' K # 3 #J
Il F 4 ( 3 4 E 3
&
oL 3, )>>
9 3 4 5 5 J 2 51 4
K # K # K K # K #
K K
Il F 4 ( 3 4 E
* L 3::)
9 3 4 71 9 J F 9 4 7 1J9 4
K # K #J K K # K #J
K #
*L 3 = >
9 3 | 5 % - 9@35 / 4@ F&9 &
' K # K 0
& 3 5 K I F 4
(
*L 3 >

9 3 4 5% 4 2 5J%FS5 % - 9@35 / 4 @
4@ F &9 &

K # K 0 K K # K 0
K 1 K K K E F # #
OL 3 ; >
9 35 % - 9@35 /
# K 0O K 1 3
& 3 5

oL 3 1 )>>



9 9 3 7 F 7 5 F7 F 7 J - 9@35 [/ 4 @ F &9 &
# K 0 K 1 K K E F
# #
& 3 7 F 7 K
F
OL 3 = <=
9 9 3 1 7 F 7 5
' K # K #
& 3 7 F 7 K 1 F 4
(
X 3 < +>
9 9 3 4 7 F 7 5 J 2 7 F 7 JF- 9@35 /
4 @ F &9 &
K # K # K K # K 0 K
1 3 K E F # #
& 3 7 F 7 K 1 F 4
(
*L 3 ; )>>
9 9 3 &9 &4 5 54 5 F4 2 @ 75 (F5 694 462
4- 9F ( 92 b 4 F4- 9 7 9
%4 49 9 & 4
*L 3 + +=
9 ] 3 &9 &4 5 54 5 F4 2 @ 75 (F5 6914 46
4- 9F ( 92 b 4F4- 9 7 9
- 9@ 9 & 4 3 5 J 5 7 4 F5 7
4 F5 J 5 4

"U 3 0+ )>>



3

\ &4 3

* “n 5B>'$'()6(
*
#=02 ;; U E£10 2
C%‘I-ﬁb/ #
T oxxX ( G +# - c"
M
* !<5%’ D
& YA ( & )+, &(
;7 8VP& J ; 3( (o]
@4,
7# (% 3 ] $1 6N2
/I -b
E6 6S7"6 3) >
PBP,C F#P | 637 [
("0 & . *F1&. 2
66 A-
3
'+%)7 .1 0. I PF/(O\*J
* ?2-+# $OP9
4(" 56/ 4% 7 &Qp88P=0 w oW
4 (' ;0 5+< +









*L

*L

oL

*L

*L

8)
D) >
8 F:

8,

) +>

>

) )>>

)
8,

)

)

8 +> 8* 8 +>
, ) > >

* )<

) +>



*3<*

o1

o

5
73>*88>3



*L

*L

*L

*L

*L

oL

# 2
3 &
& 9 4 %
# K # #
8) )) =*8:1)) =* ); )8 =* )< )
=< ) > > 8 )>> ) > >
8 F ) ) F
8; ) +> > ) +> 8) +> < 8>
) > > 8 )>> ;o) > > ) > >

3 ;) > >

8=)) =*8+)) =*); )8 =*), ) +>
= ) )>> )>> 8 <>
8
88 ) +> 8 +> ) 8 +>
;) > > ;o) > > ) > >
8 )
)8 1)) =* )5 )) =* r ) +> 8 +>
; =< 3 ) > > ) > >






9

oL

oL

oL

3 517
4@
#

K

K

%

F 4@
#

# 2
& F F
FB4% F@A41F/509 9@35
F &9 &
K K E K 1 K K

E F E F # #

8) ))

=+ 8:)) =% ); )8 =

8 )>>
8 F: )
8; ) +> > ) +> ) 8 +>
D)>> D) >> D)>> 3
) ) ) )
8, 8 +> 8* 8 +>
) > >

8=)) =* 8+ )) =* ); )8
) )>>
)
+ > 8 + > ) 8 + >

8 +

) > >

/



0 TR
2 B ozt Sobhadn -
OmurR B CHF]

® @w

. o]
BTN
OO

NI

* OB Tz comz o

-8B

=) AC Lt

® Guw

n s



*L

*L

*L

*L

*L

*L

# F
3 3 &
9@35 / F4 @ F &9 &
F K E F # #
8) )) =* 8:)) =* ); )8 =* )< ) +>
8 <> ) )>> D)>> ) )>>
8F : ) ) F
8; ) +> > ) +> ) 8 +> < 8 +>
) )>> ) )>> ) )>>

) )>>
) )

=)) =* 8+ )) =* 8+ )) =* )
) )>> 3 3 ) )>>

)

) ) + > 88 ) +> 8 +> ) 8 +>
) )>> ) )>> ) )>> ) )>>
8 8 ) :
)8 )) =* ) )) =* * ) o+ > 8 +>
) ) >> 3 ) )>> ) )>>
8 F: 8



KH

? &+

-4



& 4

*3

oL

*L

*L

*L

*L

#
(
K #
8) )) =~
,)>>
8F:
8 ) +>
;) > >
)
8, 8 +>
) > >

8= )) =% 8+ )) ="

88 ) +>
D)>>

)

8 + >

;o) > >

2
4 E
); )8 =7
) )>>
) )F:
8 +> < 8 +>
) > > ;) > >
)
); )8 =* ), )
) )>> ;) > >
8
) 8 +>
) > >
*)y +> , 8 +>
) > > ;) > >
8



NE
9

<<

s

<<

<~



& 4

*35;

*L

*L

*L

*L

#
F (
J 2 5 J
K #
8) )) =
;7 =<
8 F:
8; ) +>
;) > >
)
8, 8 +>
;) > >
)
8=) =
88 ) +>
D) > >
8
)8 1)) =
: >

& 3
2
3 4 E
4 F 4 5 J 4 2
# K #J K
8:)) =* ), )8 =* )<)
;=< 8 )>> ;) > >
) ) F:
> ) +> ) 8 +> < 8 +>
;) > > ) > >
) )
8* 8 +>
=<
8+ )) =* ); )8 =* ), )
D)>> ;o) > >
: 8
, 8 +> ) 8 +>
;) > > ) > >
)
). ) * * ) o+ > 8 +>
;) > > ) > > ;) > >
: 8



EE X



& 4

*3,<

*L

oL

*L

*L

*L

*L

Il ~

8



1&

[$

®

*Q

[CIRNIG]

WCw

1&
*?

1&



& 4

*3,,

*L

oL

*L

*L

OL

&
7 139
7 139
1 K#
# K
8:)) =
> ) 4+ >
8* 8 +>
8+ )) =
3
8 +>
> 8

2
3 4 E 3
4 F 7 |
4
K #] #
1 K# K #K #
); )8 =% )< ) +>
3 >
) ) F:
) 8 +> < 8 +>
) > > =
) )
* ); )8 = * ), ) + >
) )>> Do
8
); 8 +>
>
* ) o+ > 8 +>



©

ol

<&

¢

B

o<

1&

1&

1&

[$



9 35 %F5J% - 9@5 / 4@ F 4 @ F &9 & 3
9@5 / 4@ F 4@ F &9 &
0 K

# K 1 K K E F K E F
# # 3 1 K E F K E F # #

)

8) )) =* 8:)) =* ); )8 =* )< ) +>
*L 8 )>> 8 )>> ) )>> 8 )>>

8 F ' ) )F

8; ) +> > ) +> ) 8 +> < 8 +>
OL 8 )>> 8 )>> 8 <> ) )>>

) ) ) )

8, 8 +> 8* 8 +>
OL 8 )>> ) )>>

) )
8

8= 1)) =* 8+ )) =* ); )8 =* ), ) +>
oL 8 )>> 3 8 )>> 8 )>>

; i F) : 8

88 ) +> , 8 +> ) 8 +>
*L 8 )>> 8 )>> 8 )>>

8 ) :

)8 )) = * ) )) — % * ) +> .8 +>
oL 8 )>> ) > 8 <> D)>>

8F: 8



1&

“€x

1&

15

[$

1&



*L

*L

*L

*L

#
3 5

F-9@5 /
1
8) )) =* 8:)) =* ); )8
D)>> )>> D)>>
8 F: )
8; ) +> > ) +> ) 8 +>

) > > )>> )>>

) > > ) > >
) )

8=)) =* 8+ )) =* ); )8
) )>> 8 )>> ) > >
; . F)

88 ) +> 8 +> ) 8 +>
D) >> ) > > ) > >

8 )
)8 )) =* )i )) =*r * ) +>
D)>> D)>> ) )>>
8F:



&

1&

>>

e






1$ >30

;o 1bE
13 *?



9

*L

oL

*L

*L

*L

3

# 2
0
3 & 3 5 K | F
(
4 5% 4 2 5% - 9@5 / 4 @ F 4 @ F
&9 & 3 4 5% 4 9@5 / 4 @ F 4 @
&9 &
K # K 1 K K # K 0 K 1
E7 K E7# # 3 K # K
K K 1 K
8) )) = 8:)) =*); )8 =* )< ) +>
) )>> ) )>> ) > ) )>>
8F : ) )F:
8; ) +> > ) +>) 8 +> < 8 +>
) )>> ) > ) > ) >
) ) ) )
8, 8 +> 8* 8 +>
) > ) )>>
) )

8=)) =* 8+ )) =*); )8 =* ), ) +>
) > ) )>> ) )>>
) 8

88 ) +> 8 +> ); 8 +>

) > ) > ) )>>

5 ) :

)8 1)) =* ) )) =¥ * ) +> 8 +>

) )>> ) )>> ) )>> ) )>>

8F: : 8



TEES$S S



8 +>

;) >>



W.J B
[ [

Hh?

aWy



*3<8
1/ #
0
3 & 3 7 K
(
9 31 F7 7 5 3 - 9@5 4@ F&9 &
K # K 1
)
8) )) =* 8:)) =*
*LL ,)>> ;)>>
8F: )
8, ) +> :> ) +> ) 8 +>
*L ) >> )>> ) > >
) ) ) )
8, 8 +> 8* 8 +>
M, ;) > > ;) >>
) )
8
8= )) =* 8+ )) ="
*L ) )>> S )>>
' )
88 ) +> , 8 +> ); 8 +>
L 8 )>> ;)>>  ;)>>
8 )
)8 )) =* )5 )) =¥ * ) +>
oL 8 )>> D) >> )> >
8 F: :

); )8 =% )< ) +>

); )8 =¥ ),

;)>>

) F:

< 8 +>
;) >>

) +>
8 )>>
8



*2

1$

1%

83>C«

9

S&6

%

w



& 4

*3<:

*L

*L

*L

*L

/ & "
# ' 2
3 7 F K1 F

(

7 J 4 2 7 F 73 -9@35/ 4@ F
F &9 &

K #J K K # K 0 K 1 K

E K E #H o#
7 5 J F5 4 2 7 F 73 - 9@35 /
F &9 &

K #J K K # K 0 K 1 K
F K E F # #

8) )) =* 8:1)) =* ); )8 =* )< ) +>
8 )>> 3 ;) >> ;) > >

8F: : ) )F:

8; ) +> ) +> ) 8 +> < 8 +>
;o) > > ;o) > > ;o) > > ) > >

) ) )

8, 8 +> 8* 8 +>
;o) > > ;) > >

) )

8=)) =* 8+ )) =* 8+ )) =* ); )8
3 8 )>> 8 )>> 8 )>>

: ; ) :

), ) +> 88 ) +> , 8 +> ); 8 +>
) )>> 8 )>> ;) >> ;) > >

8 8 ) :

)8 )) =* )i )) =*  * ) +> 8 +>

: =< ;) > > 8 )>>

4@

*



=)1=::

283"



oL

*L

oL

oL

*L

# 2
# 3 5
# ! E

8) )) =* 8:)) =* ); )8 =* )< ) +>
) )>> ) )>>
. : )

8; ) +> > ) +>) 8 +> < 8 +>

) )>> ) )>> ) )>>

) ) ) )

8, 8 +> 8* 8 +>

) )>>
) )
8 = )) =* )) =% ) )8 =* ) ) + >
3 ) )>> ) )>> ) )>>

) 8

88 ) +> 8 +>) 8 +>
) )>> ) )>> ) )>>
8 )
)8 )) =* ) )) =¥ * ) +>, 8 +>
) )>> ) )>> ) )>> ) )>>
3 .



N = o
Lo &.%\I.A.V%ﬂﬂ/.?ﬂ
@/_$&O\JP@_> @X

$ *b)>>U

[$



& 4

*3<<

*L

*L

*L

*L

*L

# 2
# 3 5
7 4@ F5 7 4 @ F5 J
#J K # # K K F # # K
8) )) =* 8:1)) =* ); )8 =% )< ) +>
3 8 )>> 8 )>>
3 .
8; ) +> > ) +> ) 8 +> < 8 +>
3 8 )>> ) )>> 8 )>>
3 ) ) )
8, 8 +> 8* 8 +>
3 8 )>>
3 )
8=)) =* 8+ )) =* ); )8 =* ), ) +>
3 8 )>> 8 )>> 8 )>>
3 ) 8
88 ) +> 8 +> ); 8 +>
8 )>> 8 )>> 8 )>>
8 )
)8 1)) =* )5y )) = * ) +> , 8 +>
8 > 8 )>> 8 )>> 8 )>>



e,



%4 49 9 &4

*L
0
(
*L
0
(
X
0
8
(
*L
0
(
*L
0
3
(
X

# 2
# 3 4
% # ! E
8) )) =* 8:)) =* ); )8 =* )< ) +>
) )>> ) )>>
8, ) +> > ) +> 8 +> < 8 +>
) )>> ) )>> ) )>> ) )>>
)

) )>>
)
8=)) =* 8+ )) =* )i )8 =* ), ) +>
) )>> ) )>> ) )>>
) 8
88 ) +> 8 +>); 8 +>
) )>> ) )>>
) 8
)8 1)) =* )y )) =*  * ) +> 8 +>
) )>> ) )>> ) )>> ) )>>
8 F : 8



>>

w2



oL

*L

oL

*L

*L

2
3 4
7 14 @ F5 A
K # # K K
* ) )8 = )< ) +>
8 )>>
) 8 +> < 8 +>
) )>> ) )>>
) )
)8 =r ), ) +>
8 <> 8 )>>
8
); 8 +>
8 )>>
8
* *) +> , 8 +>
8 )>> 8 )>>
: 8



@7

8

2 $
$ 8

eyl

ohH

$3

$B



%4 49 9 &4

*L
0
(
*L
0
(
*L
0
8
(
*L
0
(
*L
0
3
(
X

# 2
# 3 @
% # ! E
8) )) =* 8:)) =* ); )8 =* )< ) +>
) )>> ) )>>

8; ) +> > ) +> ) 8 +> < 8 +>

) > ) )>> ) )>>

) ) )
8, 8 +> 8* 8 +>

) )>>
8= )) =* 8+ )) =* ); )8 =* ), ) +>
) )>> ) )>> ) )>>
; : 8
88 ) +> , 8 +> ); 8 +>
) )>> ) > ) >
8 ) :
)8 )) = % ) )) — % * ) +> 8 +>
)>> ) > ) )>> ) )>>
8F: 8



@Wa>>$

J
3 o

Gei..

6$6

oond & Ne@o cao~o O

I
2

3

©

©
oo

o
® ©OYrwo © ©

o

oo

© -

>BM$&B - $$m_ @

BP0 0 I N Ho o
y x
AP (8« ©©
24 <

< ®

—t <=

B —-

L

# E%



& 4

*3<*

*L

Mk

*L

oL

*L

3/ & "
#
3 & # 3 @
7 1J9 @ 75 ( 7 4 @
4 @ F5 J F 7 1J9 @ 75 (
K #AK# # K K
F # K #AK# #
;) =* 8:1)) =* ); )8 =
3 8 > A ) > A
3 :
8; ) +> > )+ > ) 8 +>
3 3 8 > A
3 3
8, 8 +> 8* 8 +>
3 8 > A
8= )) =* 8+ )) =*); )8 =
8 )>> 8 <> A
88 ) +> , 8 +> )8 +>
8 > A 8 > 8
8 )
)8 1)) =* )5 )) =* * ) +>
8 > A 8 )>> 8 > A
8F: : :
h 5 J J75 ( 7 4 @

’

8 +>
) > A



o
1l
. Dt [ Lo
3Wm.&+ . w.$ +~L % X ?>+,2 NN
N, - e
e mw?&)ﬁhw o o o o R cxta S
I
—_ + ..
.J&>" - Oliopd 0% o Co $$% N

co ©OSH & A | OF . ORKOORy &g o0

%
o

%

o

5 %5
7
5]a



*L

*L

*L

*L

*L

8 ’

)

) >

>
8§* 8 +
>

+

8

8+ )) =
)) =

) > >



<o



& 4

*3,)

*L

oL

oL

*L

# 2

# 3 5 6

694 46 7 4 @ F & 9 4 F
46 & 9 4 F 7 4@

#J K # # K K F # #
# K # # F K
694

#J K # #

8 )>> 8 >
3
8; ) +> > ) +> ) 8 +> <C8 +>
3 ) )>> 8 )>> 8 <>

8 )>> 3 3 8 >

88 ) +> , 8 +> ); 8 +>

8 )>> 8 )>> 8 >

3 3 3

)8 )) =* )i )) =*  * ) +> 8 +>
8 )>> ) Y>> 8 )>>

3 : 8



L2
(]
0,0,
. O =
=T T @o@ 0 o = o o m
. [T so> n_ 8 LK o A7 RO, ¥ ;
SIS AR
@%E - T #*+ + 1n - tWO
- %0 Swe © © 0D L0
WO B @ — o P 0 % o
Ro Qo 10&) o, 85/U!_&C7@ @@@m L PRGR e G
- T H® oo



oL ) )

3 3 &
8
/ # 2
0
3 & # 3 41
&4 3 % # I E
8))) =* 8:1)) =* ); )8 =* )< ) +>

) > ) )>>

8; ) +> > ) +> ) 8 +> < 8 +>
> > ) )>> ) )>>

) ) )
8, 8 +> 8* 8 +>

*L ) )>> 3
)
8
8= )) =* 8+ )) =* )i )8 =* ), ) +>
L ) )>> ) )>>
) 8
88 ) +> , 8 +> ); 8 +>
*L ) )>> ) )>> ) )>>
8
)8 )) =* ), )) =*  * ) +> 8 +>
oL ) )>> ) > ) >



N~



& 4

*31

*L

*L

oL

oL

2
3 41
F4a-9 7 4@
K K -7 ‘
p# # K
)) =* ); )8 =* )< ) +>
8)>> >
) 3
> ) +> ) 8 +> < 8 +>
) > > 8 )>> 8)>>
)
8* 8 + >
<>
8+ )) =*); )8 =* ), ) +>
8 )>> 277
; 8
8 +>); 8 +>
8)>> 8 )>>
)
. )i )y = * ) o+ > 8 +>
}i)), 3 ) > >
. 3 8



KIN

KN

N

<p



3 &4

*3';
!
)
*L
0
X
0
X
0
8
*L
0
*L
0
‘U

/

#
#

#
8; )
8,
8=))
88 )
) )>>
8
8 ))

) > >
8 F:



IS



*L

oL

oL

*L

*L

#
#
9 7
9 4@
#J K
K
8) )) =
3
3
8; ) +>
3
3
8, 8 +>
3
) )
8= )) =
88 ) +>
8 )>>
8
)8 )) =
8 )>>
8 F:

2
3
4 @ F (9 7 4@ F
# K K F # # K
K # # K
8:)) =* ); )8 =% )< ) +>
8 )>> 8 )>>
> ) +> ) 8 +> < 8 +>
8 )>> 8 )>> 8 )>>
) ) )
8* 8 +>
8 )>>
F 8+ )) =r )8 =r ot ) 4>
8 <> 8 )>> 8 )>>
) : 5
8 +> ); 8 +>
8 )>> 8 )>>
) .
)5 ) * * ) o+ > 8 +>
8 <> 8 )>> 8 )>>



AN
) #

55
5 \Y

#a 9% %

IS

1[E



3 &4

*3ll

*L

*L

oL

*L

*L

3

> ) +> ) 8 +>
3 e ) )>> ) )>>
3 ) ) )
8 8 +> 8* 8 +>
3 ) )>>
3 )
8=)) =* 8+ )) =* ); )8
))>)>) 3 53

3 3
88 ) +> 8 +> ); 8 +>
3 ) > ) )>
3 ) :
8 1)) =* ):)) = *) +>
)))>)> ) )>> 3
8F: 3

, 8 +>
) )>>



KH
KH4

3%: Y8

AN

KIS

QQ



*L

*L

oL

*L

oL

*L

3 &
# 1
0
3 & # 3 0
J b 4 7 1@ F b 4
4@ F5 J b 4 4@
# K #J K # # K K F #
K F # K #J K # # K

8))) =* 8:)) =% ); )8
8 )>> 8 >
3 .
8; ) +> 1> ) +> ) 8 +>
8 )>> 8 <>
3 ) )
8, 8 +> 8* 8 +>
8 )>>
\ )
C
8=)) =* 8+ )) =* ):)8
8 > 3 3
; 3 3
88 ) +> , 8 +> ); 8 +>
8 > 8 )>>
\ ) :
)8 )) =% )i )) =*FF ) +>
8 )>> 8 )>> 3
8F : 3



£ Mo

® of «

B
&$ +
<

+ o+

o >

N

7 %

&7



*3’+
I/ # 2
0
3 & # 3 41
%4 49 9 &4 3 % # ! E
)
( 8) )) =* 8:)) =* );)8 =* )< ) +>
oL 3 ) )>> ) )>>
0 3
( 8; ) +> > ) +> ) 8 +> < 8 +>
L 3 ) )>> ) )>> ) )>>
0 3 ) ) )
( 8, 8 +> 8* 8 +>
oL 3 ) )>>
0 3 )
8
( 8=)) =* 8+ )) =* ); )8 =* ), ) +>
F ) )>> 3 ) )>> )y )>>
0 3
( 88 ) +> 8 +> ); 8 +>
*L ) )>> ) )>> ) )>>
0 8 ) :
3
( Y8 )) =* ); )) =* * ) +> | 8 +>
*L ) )>> ) )>> ) )>> ) )>>



Ao

3&:
/
&
) 4 4 4 4 e
@
a
1AE
!
k> #$
RH
&%
: - #
5 "
B @? '%ss e
Y $
&% & 4 4. [$4

4 4
>> -4 1& T >48>>



*L

*L

*L

*L

*L

*L

3 /
#
#
#HIK# #
8) )) =*
8; ) +>
8, 8 +>
8= )) =
8 )>>
88 ) +>
8 )>>
8
)8 )) =*
8 >

3 41
8:)) =* ); )8
8 )> 8 )>>
> )+ > ) 8 +>
8 )>> 8 )>>
) ) )
8* 8 +>
8 )>>
)
8+ )) =% ); )8
3 8 )>>
8 +> ); 8 +>
8 )>> 8 )>>
); ) =r ) +>
8 )>> 8 )>>



P

5E

[4

44L



