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Abstract
In France, the last five years have been marked by the reforms of the lessons of the college and high 
school. It is in this context that the design has made its entry in the teaching of technology at the 
college and in the series STI2D (Science and technology of the industry and sustainable develop-
ment).

In parallel with this entry of the design in technology education, the series STD2A (Science 
and Technology of Design and Applied Arts) strengthens the place of lessons technological and 
scientific in the learning. This evolution of knowledge taught, by the link between design and tech-
nology, naturally connected in the industrial professional field, but treaty separately to the school, 
accentuated the fact to rethink teacher training.

This paper aims to address the issue of the interactions between design and technology in edu-
cation in college and in high school, and to think about teacher training. The analysis presented 
here is based on observations made within the curricula of applied arts and technology in France 
as well as within the activities of teaching and learning of students, for students and teachers.

How to teach Design and Technology to teachers who will be responsible to account for the 
relationship of these two professional fields to students in college and high school?

In what the concepts of vocational teaching and activity of design can help to understand the 
process that led, today, to teach the knowledge on the design to teachers whose profiles are also dif-
ferent? To answer these questions, we focus on the study of the establishment of a Master Craft of 
the teaching of the training and education option “Technology & Engineering of industrial design” 
in France.

It will be as well to think about the objectives associated with the training of teachers for college 
and vocational “lycée” and their ability to articulate technological education and teaching of design 
thus aiming to circumscribe the effectiveness of their practices.
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From a theoretical point of view, the analysis of the joints task-activity and situations of teaching 
and learning, within the framework of the teachings of technology and design, is proving to be a 
theoretical framework particularly suited to try to understand the specificities and common points.

Introduction
In a context of French educational reforms, the teachings of Design and Technology have moved 
significantly in recent years. While they were separated before, these curricula were crossed by 
comparing the knowledge belonging to each area. The Design invited itself in the teaching of 
technology in middle and high schools. And Technology is written legibly in the new curriculum 
Design. Note that the curriculum can have at least two directions (Marsh, 2004): On one hand, 
“this is all planned learnings for  which the school is responsible”; on the other, the curriculum is 
“the totality of learning experiences provided to students so that they can attain general skills and 
knowledge, at a variety of learning sites” (p. 5).

Meanwhile, teacher training have undergone many changes in France since the Jospin Law 
(1989) and the creation of university institutes of education (in French: IUFM). Today, we can 
speak of a teacher vocational training university. Between 2006 and 2008, in law enforcement of 
guidance and program for the future of the school (or Fillon Law in 2005), IUFMs are integrated 
into their regional university. At the same time the construction of an offer of training made for the 
future teachers, requires to create Master’s degrees.

Thus, IUFM do not prepare anymore only in education competitive examination but also pre-
pare for a diploma of Master’s degree (the BAC+5 level, in France). In some ways, the mastering 
of teacher training combines professionalization and “academicalization”. The academic contribu-
tion to teacher training has been articulated with the previously curriculum in IUFM. Changes 
have been made both at the organizational level and at the level of training content. This is the 
way that teacher training has been backed by educational research. Indeed, the introduction of the 
LMD at European level has been followed up by the official claim of a formal link between research 
and professional training. It is in this context that the IUFM of the Aix-Marseille University, offers 
a Master of Instruction Profession, Education and Training (in French: MEEF). This master is cut 
into six specialties that contain multiple ways.

At first, we offer a brief curricular situation of the Technology and Design teachings. Then, 
secondly, we present some elements of our research on Design and Technology teaching activity, 
particularly through the way teachers take over the curriculum and through the way students act 
in this context. Finally, by taking into account the formulated reports, we focus on teacher training 
in vocational industrial and technological courses. So we try to connect multiple levels of thought: 
the organizational conditions for learning, the actual interactions and the epistemological and cur-
ricular teaching stakes.

The Place Of DEsIGn TEAchInG In ThE MIDDLE AnD hIGh schOOLs
Over the years, design education in France has entered both in the academic field, in the art schools, 
in the middle and high schools (Tortochot & Lebahar, 2008a and b). At the beginning of the 80s, 
design education is offered in high school from the first year. The vocational high school diploma 
field still exists after undergoing two reforms. It is now a Science and Technology Design and Ap-
plied Arts high school diploma (STD2A, in French, too).

For the higher education, design education has now found its place in the engineering schools. 
We may recall in this respect the innovative experience of the Compiègne technological University 
in the 80s, the first French university to open a major degree in industrial design and the first to 
train engineers-designers. This new model of university based on project-based teaching allows 
the actions of multiple educational fields in its different departments: mechanical engineering, 
chemical engineering, biological engineering, applied mathematics and computer science, elec-
tronics. These exchanges are at teaching, at research or at project level.

More recently, in secondary education, the design has also made its entry into the teachings of 
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Technology and Arts inside the middle school and in the Science and Technology Industry and Sus-
tainable Development high school diploma (STI2D, in French, too). At the same time, the STD2A 
high school diploma strengthens the place of technical and scientific education in apprenticeship.

This evolution of the knowledge taught, by the attempt to approach of design and technology 
in curriculum (they bring closer naturally in the industrial field and in university today), does not 
seem to have ended in the middle or high schools. Indeed, we have seen the lack of appropriate-
ness between the curriculum which is mixing design and technology and the teachers practical 
experiences. Yet the increasing complexity of technology, the obvious connections of industrial 
design and technological data but also artistic, are now demanding favorable options to think about 
more interdisciplinary technological education.

It is in this context that, as recalled Lebahar (2008), design education is a major technological 
and cultural stake. Today, old but recurrent questions still have no answers: “how to teach the de-
sign?”; “what respective educational parts to give to the technology and design?” The one is often 
privileged for the benefit of the other one (Tortochot, 2011, 2012). There is a conflict between the 
art and technology, between the need for subjective expression and the calculated harshness of the 
industrial feasibility (Rutland, 2009). We can imagine the usefulness of teaching design because 
of this notion of interdisciplinarity. We must go beyond the controversy of design education in the 
technology sector or of design education in artistic field. We must also consider the training of 
teachers in charge of these teachings.

Design Teachers And curriculum Recommendation
A survey based on an activity analysis was conducted with nine teachers. They work in a team of 
trained vocational training certificate taken after the age of 18 (BTS, in French) in Design products. 
The aim of this survey is to better understand how the recommendation, written by Applied Arts 
Education, is understood by teachers (Tortochot, 2007). Since this is a design learning activity 
that includes a multidisciplinary approach, the principle of the survey was also to understand 
how teachers who are not specialists in the field include the specifics of the preparation for the 
diploma. For this reason, among the nine teachers interviewed, five belong to the general subjects 
(French, Foreign language, Philosophy, Mathematics, Physical Sciences) and one is an economic-
management teacher. The last three teach Applied Arts. One of them is a professional designer 
who is regularly involved in training for several years.

The first three findings are crucial to better understand the reality of teaching industrial design: 
firstly, there is no agreement among teachers on a definition of design; secondly, the requirement 
is not known or very badly; and finally some design practical references are known by few profes-
sors teaching through knowledge that students may have and not through their own personal 
experience.

The reactions of the teachers confronted with the reference table as element of a recommended 
curriculum (Perrenoud, 2002), are hardly surprising. Almost all the teachers considered to respect 
it by assigning virtues of clarity compared to the old curriculum. But all admit to take liberties. 
Some recognize not to have read it, or late (teachers of French and Philosophy, for example), or 
reject it at once (one of the Applied Arts teachers). Others do not hesitate to say that they confer 
it a real importance in their educational choices, while being “obliged” to falsify it to make easier 
their work with the students. But all seem to have read the part that concerns them and under no 
circumstances throughout the text recommended in an attempt to share all the objectives. There 
is no more actual curriculum, but a hidden curriculum (Perrenoud, 2002), which is not revealed, 
and yet, is implemented in the classroom.

Design students And Recommendation
The suspicion of the recommendation is shared by all operators as soon as the guide is essential to 
their activity and as they cannot maintain their necessary autonomy in the overall representation of 
the situation (Leplat , 2004). Between recommended text as a guide for action, and recommenda-
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tion of the design activity, there are distinctions that should be updated to try to see more closely 
what is unique about the student activity.

For example, Moineau (2011) observed students in two separate curricula: a design BTS and a 
bachelor of Applied Arts in France. The first students are faced with an exercise developed by a pro-
fessor, and, for the latter, an actual order of a manufacturer. Moineau finds a confusion expressed 
by students in both curricula. This confusion indicates that the produced assumption of artifact 
model has a different status in the two situations. In the case of the teaching situation, the assump-
tion of artifact is gone with a goal which is the development of a skill. In the case of the situation 
of operational design, industrialization is the purpose of a product or, more generally, the making 
of the artifact from the final state of the model designed by the designer. We find this dichotomy 
in Dutson et al. (1997) in the course description called “capstone” for technological design in U.S. 
industrial engineering: those who rely on “simulations” in “laboratories” and those based on a 
“authentic involvement” in a real situation with real “clients” (p. 18).

The falsification of the task (“subjective assimilation by erasing or modification of certain es-
sential requirements”, Lebahar, 2007, p. 255) is inherent in the situation of artificial design: gen-
eral strategies and coping strategies are then used by students. The necessary balance between the 
two factors of this dialectic assimilation/accommodation (Piaget, 1974) supposes:

- Design activity may be slowed down by the subjective assimilation, or feed on it 
(novelty seeking or awareness of the reality principle).

- This awareness is sought by some teachers who base their teaching on a knowl-
edge of the student activity.

With such a consciousness of itself and its activity, the student subjectively assimilates some speci-
fication imposed by dialogue with others. This form of falsification, requirements modification, 
widespread among students, is similar to the evolutionary solutions given by the designer to the 
different problems (multiple, ill-defined, incompletely defined, etc.).

Students learn to read specifications, to answer to the more or less complete problems, to plan 
tasks, from an initial state to a final state representations, leading them to an artifact model. It is 
through the tasks set by teachers that students get acquainted with such processes specific to the 
design activity. It is with teachers action guides that students learn to fight at first. At least that is 
what shows the state of research in this field (Lebahar, 2007; Tortochot, 2012). This struggle of the 
“fancy” against the specifications inherited the profession questions inevitably about the possible 
or about the impossible transmission of the professional methodologies to exercise designer’s 
activity.

We note particularly the relationship that students develop with the recommendation through 
teachers (Koehler & Mishra, 2005; Tortochot, 2012). The analysis of the discourses on design activ-
ity supervised by teachers brings a lot of information.

For example, in another more recently research, we learn what teachers expect such relation-
ship, as dialogue, and how students perceive this relationship (Tortochot, 2012). If this aspect of 
teacher-student dialogue is not unique to design education, it indicates the implications of a single 
word, of one meeting, of one comment on planning design tasks by students. The emotional and 
affective interactions aspect is also revealed by this analysis. Between recommended and actually 
performed, between intention and actually implemented, we see that people do not realize the 
same thing. When teachers say they do not want to impose methods, in fact, they do not impose, 
but also intervene decisively, sometimes. And these interventions, or statements about any aspect 
of the student design activity is like a hidden method, a value system that interferes in the relation-
ship between teacher and student.

We also learn that the approach to technology design is considered by Masters students as a 
challenge, a fun (Koehler & Mishra, 2005). By the technological pedagogical content knowledge 
(TPCK), the authors show that the students assembled a team of designers with teachers, get in-
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volved in “the development of deeper understandings of the complex web of relationships between 
content, pedagogy and technology and the contexts within which they function” (p. 149).

Training Teachers In The Design Teaching
Research on teaching and teachers, on students and their relationship with teachers, and with 
design and technology teaching, provide us information about a situation that can be considered 
satisfactory or not.

After asking the question “can you teach industrial design and how?”, another is imperative: 
“can we train future teachers to teach design and how?”. Because we have recognized subject con-
tent in the technology teaching, we have focused our main effort on the acquisition of new objec-
tives: to develop in our future Technology teachers a professional interdisciplinary practice quality 
to teach design.

Like Reeves et al (2005) say, teaching by an approach based on the design in the field of com-
puter engineering, leads to highlight six major features (pp. 109-110):

- “Explore significant educational problems, rather than conduct research for 
 its own sake.
- Define a pedagogical outcome and create learning environments that address it.
- Emphasize content and pedagogy rather than technology.
- Give special attention to supporting human interactions and nurturing learning 
 communities.
- Modify the learning environments until the pedagogical outcome is reached..
- Reflect on the process to reveal design principles that can inform other instructors 
 and researchers, and future development projects.”

This observation, combined with research that has been conducted on the forms of design teaching 
in applied arts or in technology, brings us to radically change our educational approach to teacher 
training by placing the student teacher at the center of his learning and by creating conditions for 
continuous stimulation taking to sustained motivation (Dewey, 1915; Piaget, 1979; Vygotsky, 1997).

The idea of active learning by the project is to place students in situations of “learning need” 
by offering challenges (problems, projects, assignments) and using the group as motor learning 
(Brassac & Gregori, 2003; Safin, Leclercq & Decortis, 2007; Ostergaard & Summers, 2009; Zager, 
2002). Besides the interest of such an organization recognized by many universities, we want to 
analyze the advantages and disadvantages of such a mode of teacher training and its direct influ-
ence on actual practices from the field of education.

We decided to organize teacher training in professional and industry using an approach based 
on project-based learning (PBL) (Dym, et al., 2005; Poell, Yorks & Marsick, 2009; Raucent, 2004; 
Savery & Duffy, 1996, Swan, Scar-brough, & Newell, 2010; Wrigley, 1998). The project-based learn-
ing allows students to train for interdisciplinarity, design principles and management activities of 
long duration (2 semesters). This organization has been established in many universities (national 
upper school of industrial design [ENSCI], Paris; University of Technology of Compiègne [UTC]; 
Lima, Ohio; Buck Institute for Education [IBE], USA; etc.). Courses such as “capstone” project-
oriented in the USA (Project-Oriented Capstone-Course) are built on this principle. This structure 
is innovative in the field of teacher training.

The Based-Project Learning For The “Meef” Master
The students will face industrial design projects opening on the development of learning materials 
and / or didactic engineering. No teaching has been given them beforehand. Students will define 
and accurately analyze each problem. They will formulate draft solution based on prior knowledge 
of the group. Each student will identify its own targets in terms of new learning to perform. It is as-
sumed that they will construct their own knowledge and take it over, without restricting to receive 
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passively knowledge transmitted by a teacher. The role of the teacher, who becomes a tutor, will 
guide students in their learning.

As part of our training for future teachers with the project-based learning, students will face a 
real scenario, involving a real problem of instructional design (due to time, limited resource, group 
work, making the final result, etc.), which also involves learning a specific working methodology. 
The final prototype is no longer a “result” but the concept validation and the confirming that the 
group has achieved the objectives.

The goal of project-based learning is threefold:

- Develop skills related subjects (knowledge and skills);
- Expand the educational skills related to the subjects;
- Make acquire working methods (clarification, research solutions, study solutions,  

modeling, simulation, testing, implementation, documentation, management of  
group work, reflection on the work).

Our work will be based on an activity analysis by the analysis from the points of view (Wolf, Bur-
khardt & de la Garza, 2005). Within this framework we will use in a joint way a discursive analysis 
and a data geometrical analysis (principal components analysis) in reference to work of Burkhardt 
concerning the analysis of the points of view of designers in production system. 

Thus, our methodological approach will contribute to explore the points of view of the actors 
of the formation. We will use talks and verbalization analyses through specific methods allowing 
the reproducibility and the comparison of various corpora.

This approach will enable us to analyze the speakers speech finely and to give consequently 
useable results by the means of semi-directed talks. For all these studies, the speeches of the 
teachers and students will be re-transcribed in verbatim. In addition, the software Tropes, founded 
on work relating to the propositional model of Kintsch and Van Dijk (1978), Van Dijk and Kintsch 
(1983), Kintsch (1988), will make it possible to validate a good amount of content analysis, starting 
from propositional analysis of the speech. 

In the long run, it will be a question of continuing our study through an analysis of the teach-
ing practices developed in establishment by the students. A prospect for use of the Transana soft-
ware to analyze video data or digital audios will be considered.

conclusion
The future teachers design training, in France, has a concrete purpose: it meets the needs that the 
field programs generate while leading to a reflection on the multi-field exchanges and collaborates. 
Nevertheless, it is often in an empirical way that the teachers built gradually a practice based on the 
interdisciplinary approach. It is the goal of this research: observing the young teachers in training 
and to offer them to build a project-based learning project. This training should make it possible to 
the teachers to apprehend their teaching while being based on exchanges with other subjects and 
while working in a collaborative way within more or less important pedagogical teams. The result 
will be the object of a psycho-semiotic analysis deepened by a propositional analyses of the speech 
and a principal components analysis. The analyses of the trainers speeches and the future teachers 
should enable us to release the large features of this method of teaching, the objective of which, 
determinedly, is to renew the relations bound to the situations of teaching-trainings.

449



References

Brassac, C., & Grégori, N. (2003). Une étude clinique de la conception collaborative : la 
conception d’un artefact. Le travail humain, 66(26), 101-127.

Dewey, J. (1915). The School and Society. Chicago: The University of Chicago Press.

Dutson, A. J., Todd, R. H., Magleby, S. P., & Sorensen, C. D. (1997). A Review of Literature 
on Teaching Engineering Design Through Project-Oriented Capstone Courses. Journal of 
Engineering Education, 86, 17-28. 

Kintsch, W. (1988). The role of knowledge in discourse comprehension : A construction-
integration model. Psychological Review, 95, 163-182.

Kintsch, W., & Van Dijk, T. A. (1978). Toward a model of text comprehension and 
production. Psychological Review, 85, 363-394.

Koehler, M. J., & Mishra, P. (2005). What Happens When Teachers Design Educational 
Technology? the Development of Technological Pedagogical Content Knowledge. Journal of 
Educational Computing Research, 32(2), 131-152.

Loi d’orientation et de programme pour l’avenir de l’école, L721 C.F.R. § Titre II (2005).

Loi d’orientation sur l’éducation, L721 C.F.R. § Titre II (1989).

Lebahar, J.-C. (2007). La conception en design industriel et en architecture. Désir, pertinence, 
coopération et cognition. Paris: Lavoisier.

Lebahar, J.-C. (Ed.). (2008). L’enseignement du design industriel. Paris: Lavoisier.

Leplat, J. (2004). L’analyse psychologique de l’activité en ergonomie. Toulouse, France : Octarès.

Marsh, C. J. (2004). Key Concepts for Understanding Curriculum (3rd ed.). Oxon, UK: 
RoutledgeFalmer.

Moineau, C. (2011). Incidence de la présence d’un partenaire industriel dans une situation 
didactique de conception. Analyse de l’activité de conception d’étudiants en design industriel dans 
le cadre de  situations didactiques de conception intégrant une entreprise industrielle. Research 
Master. Université de Provence. Aix-Marseille 1. Aix-en-Provence. 

Ostergaard, K., & Summers, J. (2009). Development of a systematic classification and 
taxonomy of collaborative design activities. Journal of Engineering Design, 20(1), 57-81.

Perrenoud, P. (2002). Les conceptions changeantes du curriculum prescrit, hypothèses. 
Un siècle d’éducation en Suisse romande(1), 48-52. 

Piaget, J. (1974). Biology and Knowledge. An essay on the relations between organic regulations 
and cognitive processes (B. Walsh, Transl.). Chicago: University of Chicago Press.

Piaget, J. (1979). La psychogenèse des connaissances et sa signification épistémologique. In 
M. Piattelli-Palmarini (Ed.), Théories du Langage, théories de l’Apprentissage (pp. 53-64). Paris: 
Éditions du Seuil.

Poell, R. F., Yorks, L., & Marsick, V. J. (2009). Organizing Project-Based Learning in Work 
Contexts. Adult Education Quarterly, 60(1), 77-93.

Raucent, B. (2004). What kind of project in the basic year of an engineering curriculum. 
Journal of Engineering Design, 15(1), 107-121.

Reeves, T., Herrington, J., & Oliver, R. (2005). Design research: A socially responsible 
approach to instructional technology research in higher education. Journal of Computing in 
Higher Education, 16(2), 96-115.

450



Rutland, M. (2009). Art and Design and Design and Technology: Is there creativity in the 
designing? Design and Technology Education: an International Journal 14(1), 56-67. Retrieved 
from http://ojs.lboro.ac.uk/ojs/index.php/DATE/article/view/202/177

Safin, S., Leclercq, P., & Decortis, F. (2007). Impact d’un environnement d’esquisses 
virtuelles et d’un modèle 3D précoce sur l’activité de conception architecturale. Revue 
d’Interaction Homme-Machine 8(2), 65-98. 

Savery, J. R., & Duffy, T. M. (1996). Problem Based Learning: An Instructional Model and 
its Constructivist Framework. In B. G. Wilson (Ed.), Constructivist learning environments: 
case studies in instructional design (pp. 135-148). Englewood Cliffs, NJ: Educational 
Technology Publications.

Swan, J., Scarbrough, H., & Newell, S. (2010). Why don’t (or do) organizations learn from 
projects? Management Learning, 41(3), 325-344.

Tortochot, E. (2007). L’inspection d’équipe dans le domaine des arts appliqués : des textes officiels 
à la réalité du terrain. Mémoire de Master. Université de Provence. Marseille. 

Tortochot, E. (2011). La créativité chez les étudiants en design. Le cas d’une université 
anglaise qui enseigne l’activité de conception. In J. Ginestié (Ed.), A paraître. Toulouse: 
Octarès.

Tortochot, E. (2012). Pour une didactique de la conception. Les étudiants en design et les formes 
d’énonciation de la conception. PhD, Aix-Marseille Université, Marseille.

Tortochot, E., & Lebahar, J.-C. (2008a). Genèse de l’enseignement du design industriel en 
France : les traditions, l’économie, les institutions, les pionniers. In J.-C. Lebahar (Ed.), 
L’enseignement du design industriel (pp. 109-135). Paris: Lavoisier.

Tortochot, E., & Lebahar, J.-C. (2008b). D’une noosphère traversée par les conflits, à une 
stabilité de 25 ans : l’enseignement du design industriel en France. In J.-C. Lebahar (Ed.), 
L’enseignement du design industriel (pp. 137-171). Paris: Lavoisier.

Van Dijk, T. A., & Kintsch, W. (1983). Strategies of Discourse Comprehension. New York : 
Academic Press.

Vygotsky, L. S. (1986). Thought and Language. In A. Kozulin, (Ed.). Massachusetts: MIT 
Press.

Wolff, M., Burkhardt, J.-M., & de la Garza, C. (2005). Analyse exploratoire de “ points de 
vue ” : une contribution pour outiller les processus de conception. Le travail humain, 68(3), 
253-286.

Wrigley, H. S. (1998). Knowledge in Action: The Promise of Project-Based Learning. Focus 
on Basics, 2(D). Retrieved from http://www.ncsall.net/?id=384

Zager, D. (2002). Collaboration as an Activity. Coordinating with Pseudo-Collective Objects. 
Computer Supported Cooperative Work (CSCW), 11(1), 181-204.

451


	Cetis_omslag_sid1-2
	innehåll_patt26_sid1-7
	Binder5
	Andreucci_Chatoney_klar
	Ardies_et_al_klar
	Armand_2_NY
	Atkinson_Sandwith_klar
	Bailey_Penny_klar
	Barlex_klar
	Barlex_Stevens_klar
	Bell_klar
	Benson_Clare_klar
	Bjurulf_Kilbrink_klar
	Björkholm_klar
	Bungum_et_al_klar
	Cantu_Roberts_klar
	Canty_Seery_Phelan_klar
	Compton_Compton_Patterson_klar
	Dagan_Kuperman_Mioduser_klar
	Delahunty_et_al_klar
	Edwards_Leis_klar
	Elvstrand_et_al_klar
	Esjeholm_klar
	Fox-Turnbull_klar
	Gaotlhobogwe_klar
	Ginestié_klar
	Hardy_et_al_klar
	Hartell_Svärd_2_klar
	Hope_Gill_klar
	Ingerman_et_al_klar
	Keirl_Steve_klar
	Kilbrink_klar
	Koski_de Vries_klar
	Lawler_et_al_klar
	Lawson_klar
	Leahy_klar
	Lebeaume_Perez_klar
	Mapotse_Gumbo_klar
	Martin_Mike_klar
	Mateus-Berr_Grossman_klar
	Matsuda_et_al_klar
	McLain_Matt_klar
	Middleton_Howard_klar
	Milne_Forrett_klar
	Mio_Matsuda_2_klar
	Moineau_Martin_klar
	Owen-Jackson_Fasciato_klar
	Patterson_et_al_klar
	Pavlova_klar
	Ritz_John.M_klar
	Rutland_Owen-Jackson_klar
	Snape_klar
	Stables, Kay_klar
	Strimel.G_klar
	Tortochot_Martin_klar
	van Dijk_Hajer
	Virtanen_Leponiemi_klar
	Williams_Lockley_klar
	Williams_P.John_Gambo_M_klar
	Winn_Banks_klar

	patt26_index
	Cetis_omslag_sid3-4



