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Abstract — This paper presents a study exploring women’s
decisions, influencers and early experiences of computing to better
understand how women’s motivations and prior experience affect their
decision to study computer science (CS). The emergence of a gender
balance target and government imperatives for Scottish university
courses has challenged computer science as a discipline across the 14
universities in which computing is currently taught. The funding body
target is that there should be a more equal gender balance, with no
course having fewer than 25% of one gender, leading to a proliferation
of gender action plans across the university sector. Of course the
phenomenon of under-representation extends across developed
countries in the west, albeit with a small number of high profile
resource-intensive interventions making headway. At present the
percentage of women studying computing in the UK is 17%. The lack
of female applicants to courses suggests that subject decisions have
been made through previous experiences prior to selecting a course and
university. Surveying current computer science students (n=185) we
explored women’s and men’s reasons for studying computer science,
their influencers and their early experiences of computing. The aim of
the study was to examine the motivations and influences that led them
to a positive choice of computer science in order to find evidence on
which to build a gender action plan. We found that women were
introduced to computing at different stages (including home, early
schooling and secondary schooling), whereas men were more likely to
have been introduced to computers at home. Women also cited slightly
more varying reasons for selecting CS, while men were more likely to
select it based on personal interest. Both men and women were
influenced by friends and family. However, men were slightly more
likely than women to make the decision to study computing by
themselves, not citing any other influence. The paper reviews the
literature on women studying CS and describes the study and findings.
It is hoped that this initial work can help universities better understand
the nature of the challenge and target resources in the right places to
encourage more women to study CS.
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I. INTRODUCTION

The gender imbalance in the IT sector in the US, UK and
elsewhere persists in spite of much research and many
initiatives. Why does it matter that women are under-
represented? Distilling a decade of research, Trauth [1]
identified five reasons why women should be better
represented: i) to increase innovation capability and capacity, ii)
to serve women as tech consumers, iii) to create a bigger pool
of talent to fill jobs, iv) economic security for families and iv)

equity of ‘opportunity to pursue all careers’ (p. 2). For many
reasons, the current situation is undesirable.

In Scotland, a Gender Action Plan sets forth the ambition to
have no university courses with fewer than 25% of one gender
[2]. In the UK there are many higher education options,
including choices of region, university, discipline and course.
Rational Choice Theory (RCT) posits that individuals make
choices based on a consideration of the outcome of different
decisions, taking into account the likelihood of success of a
particular action [3]. Of course, university course choices are
not entirely freely made. Options will be ruled out such as those
based on access to economic capital to study away from home
or meeting pre-requisites for courses. Presented with a first year
cohort of computing students, this study explored the reasons
behind women’s and men’s decisions to study a computer
science major at university, in contrast to much of the literature
that determines why women decide against a CS major.

This paper presents an overview of the literature on gender
imbalance in computer science, describes the study and findings
and then discusses the findings in the context of RCT to seek
better understanding of the factors in making a decision to study
computer science.

II. LITERATURE REVIEW

Studies have related the phenomenon of a lack of women in
the ICT sector to a shortage of women role models (for example
[41; [5]), perceptions of the characteristics of CS students such
as ‘geekiness’ and introspection (for example, [6] and [7]),
perceptions of cultural characteristics of the workplace
environment including being riddled with misogyny or
alternatively somewhat patronizing [8] and finally perceptions
of the work such as low status jobs with jobs under threat of
outsourcing and offshoring [9].

In terms of sector retention, when women do study computer
science and enter the ICT sector they are twice as likely to leave
than men (termed the ‘leaky pipeline’), attributed by Main &
Schimpf [10], to “work-family conflicts, the occupational
culture of computing fields, and limited mentoring and
networking opportunities”, and for reasons such as lack of
flexibility in contracts, expectations of excessive hours and lack
of recognition within their employer’s organizations [11].
Despite the best efforts of outreach initiatives (for example, [5];



[12]), the gender imbalance in the UK, as elsewhere, remains
pronounced. The underlying principles of many well-meaning
interventions have now been questioned, for example, Frieze &
Quesenberry [13] raise a concern that the essentialist approach
which promotes gender-specific messages is hampering
progress, indeed, counter-productive. They recommend
embracing diversity rather than attending to gender differences
as a means to effect a culture change. Overall, there is a lack of
critical evaluation [14] so the effectiveness of interventions is
not widely known.

Under-representation of women in the sector starts with
computing education. Constituting only 17% of UK computer
science students, women remain chronically under-represented
on computer science courses [ 15]. Recruitment and retention of
women in computing majors, in the UK, Australia, Europe and
the US, remains an ongoing project in spite of many high-
profile interventions (for examples see [14]). Indeed the near-
future looks bleak in Scotland, UK as girls are less likely to
study computing at school than boys with only 20% uptake by
females in the initial national computing award taken when
approximately 16 years old (Nat 5), reducing to 12% in
Advanced Highers taken 2 years later [16].

Baker [17] summarizes research efforts to explain equity issues
in global science education leading to fewer women than men
in science, concluding that school, home and cultural influences
combine in varied and complex ways to deter women from life
as a scientist. Hur, Andrzejewski, & Marghitu [18] found that,
amongst girls aged 10-16, very limited knowledge of and
experience with CS, coupled with a lack of confidence in their
CS capabilities, led to less uptake by women in CS education.
Sadler, Sonnert, Hazari & Tai [19] found that girls’ interest in a
STEM career declined during the high school years from a low
base (15.7 to 12.7), whereas the percentage for males remained
stable (from 39.5 to 39.7). Perception of a lack of ability and
low levels of self-esteem amongst women were also identified
by Schinzel [20] as factors affecting uptake. Kinnunen,
Marttila-Kontio & Pesonen found that many male Computer
Science first years have had programming as a hobby prior to
university [21]. Indeed, Margolis and Fisher have long argued
that the forces by which women and girls begin to be locked out
of the “all-boy clubhouse” of computer science begin to take
effect from early childhood with the gender difference in toys
and game playing [6]. Women have been found to have a less
playful attitude towards computing, and girls are less likely to
play with spatial and science-related games and toys than boys
[22], with boys spending more time interacting with age-
appropriate technology activities [23]. Master, Cheryan,
Moscatelli, & Meltzoff [24] argue that this contributes towards
a lasting technology motivation and self-efficacy gender gap.
This experimentation leading to early notions of mastery might
affect women’s decision-making so enquiring about early
experiences formed one of the questions of this study.

Lewis, Anderson and Yasuhara [25] identify five major factors
influencing the decision to major in CS: potential students’
experience and expectations of success as CS majors; the extent

to which their own values and identity align with values and
cultural expectations they associate with CS; how much they
believe they would enjoy majoring in CS; the utility of CS and
the extent to which CS would provide potential value to society
or to them as individuals; and finally, practical constraints and
ways in which majoring in CS might restrict other plans.
Rodriguez and Lehman [26] argue that the second of Lewis &
al.’s factors, values and identity, are a strong driver for women
to embark on CS degrees. According to Rodriguez and Lehman,
female students’ experience during first year CS informs their
computing identity; their persistence in computing can be
threatened when they have experiences in computing that they
cannot integrate into their personal identities. Google reported
social encouragement, self-perception of ability, academic
experience and perception of careers as factors in positive
selection of CS for women [27].

In a cross-country study, De Lara and Liu [28] found positive
reasons to study computing were interest and enthusiasm for
computing, high levels of self-esteem, a ‘stubborn attitude’ (p
15) and a feeling of passion for science and technology.
Decision-making in less gender-equal countries is more likely
to be based on life-quality improvement [29] which is reflected
in the higher numbers of women studying computing in, for
example, India, Malaysia and Vietnam. In comparing STEM
degree take up by women in Australia and those in East Asian
countries, Marginson, Tytler, Freeman, & Roberts [30] describe
university STEM degrees in Australia as accessible only to
students with high school qualifications and ‘talent’ in science
and mathematics. They argue that this is the opposite of the idea
prevalent in East Asian countries, where “success in education
and science is due less to talent than to hard work”. Of interest,
is how these factors interact to affect decision making.

Whatever the reasons to select CS, there are also reasons why
CS is not selected. For example, Leslie, Cimpian, Meyer &
Freeland [31] suggest that the extent to which practitioners of a
discipline believe that success depends on typically male innate
brilliance is a strong predictor of the degree to which their
discipline excludes women and minorities. Similarly, studies
have shown that females can lack confidence, presenting a
potential barrier. In their 33-question attitude survey of first
year CS majors, Settle, Lalor & Steinbach [32] found that the
largest difference in response between males and females is
seen on questions relating to confidence, with females less likely
to report that they were sure they could learn programming; they
were also less likely to be sure they could do advanced work in
computer science. Their responses indicated low self-efficacy
regarding their ability to handle more difficult programming
problems and belief that they could get good grades in computer
science, and a lack of self-confidence when it comes to
programming. Beyer [33] argues that “if women believe that
careers in CS do not reflect their interpersonal values and satisfy
their life goals or interests, they should not desire to pursue a
CS major, even if it can lead to lucrative careers” (p. 156).



Attitudes to studying CS are affected by the way CS is promoted
through open days, for example how coding activity is
described. Kirkpatrick [34] quotes a female computer science
professor involved in women’s hackathons who describes the
competition model as discouraging diversity of thoughts and
approaches, including the team-based development model
preferred by female students. Beck & Chizhik [35] suggest that
switching to small-group co-operative learning or pair
programming means the problem-solving process becomes
more supportive and less competitive. Sobel, Gilmartin, &
Sankar recommend reducing class sizes and not putting new,
inexperienced or female students in with (mostly) male
programmers with years of experience [36].

For the purpose of this study, Rational Choice Theory (RCT)
was identified to introduce a theoretical framework. RCT has
previously been widely used in economics to consider
individual behavior (for example, [37]). The theory examines
how an individual’s choices interact to produce outcomes. The
theory posits that observed action (for example, joining a
computer science course) is caused by reasoned decisions; the
reasoning is based on a consideration of the consequences,
largely to the individuals themselves, of the action; individuals
weigh up alternative courses of action and finally, select the one
they perceive as having the most favorable outcome [38]. RCT
has previously been used in educational research to model
student decision-making (for example, [3]; [38]). Perceived
likelihood of success has also been considered when
approaching educational decisions (for example, [28]; [29]) and
found to act alongside cost and benefits in determining a
rational choice.

A criticism of RCT is that it is generally applied to consider in
the main monetary transactions, i.e. approaching studies
believing that individuals ‘maximize only material goods and
money’ [39, p. 30]. RCT also assumes all possible costs and
benefits can be analyzed consciously and reasonably
effectively. In terms of research approaches, Kroneberg and
Kalter [40] found that researchers evaluate choices either by
surveying individuals about expectations and perceived
advantages and disadvantages; or indirectly, by measuring
individuals’ actions. In this study we explored choice directly
by asking how decisions had been made in order to gain insight
into motivations and perceptions of women on CS courses.

Attempts to design research studies to explore the phenomenon
of gender under-representation have met with the challenges of
under-theorization [41]. By drawing on the well-established
theory of RCT, this study was designed to explore the decisions
of female computer science students, with a view to informing
the debate on gender balance in ICT. The questions to emerge
from the literature were: for those women on computing
courses, what were their early experiences, how did they make
the decision to study computing and, finally, who were their
influencers.

III. METHODOLOGY

The data was collected through an in-class paper-based
survey which collected basic demographic data (gender, age,
ethnicity and nationality) then asked three open questions:

1) Please can you tell us about your first ever experience
with computing;

(i)  How you made your decision about which course to
study;

(iii)  Who did you speak to when deciding which course to
study?

The data was collected at a single university over two
academic sessions during a class in the second semester of the
first year of study (n=185). The paper-based responses were
uploaded to Excel for coding. The open comments were
grouped into themes using Interpretive Phenomenological
Analysis (IPA). The coded data was analyzed in SPSS.

IV. FINDINGS

An initial comparison of responses between the two cohorts
was conducted and found no significant differences across the
three main questions so the data sets were combined. Table 1
shows the participants by gender across both cohorts. A further
6 (3%) responses were obtained where the gender question was
‘prefer not to say’ or ‘other’. As no further detail was requested
these responses have been eliminated.

TABLE L PARTICIPANTS BY GENDER

Number of Participants by Gender and Cohort

Participant totals 2017 2018
Male 143 (77%) 99 (79%) 44 (75%)
Female | 42 (23%) 27 (21%) 15 (25%)

A. Early experiences of computing

Student responses on their first experience of computing were
coded into the following categories: home, primary school,
secondary school or later. To compare for gender differences in
responses, a chi-square test of homogeneity was conducted. An
initial test including answers that misunderstood the question as
a category resulted in no significant difference ¥2(3) = 7.02,
p=-071. However, excluding answers that misunderstood the
question (interpreting it as their early experiences of computing
on their course) resulted in a significant difference in male and
female responses, ¥2(2) = 6.54, p=.038. Post hoc analysis with
a Bonferroni correction showed a significant difference in the
proportion of male students that had their first experience of
computing at home in comparison to female students (n=70,
57% vs n=12, 34%), p<.01667.

We found that women were introduced to computing with a
fairly even distribution across various stages (including home,
early schooling and secondary schooling), whereas men were
more likely to have been introduced to computers at home (as
shown in Figure 1 and Table 2).



TABLE II. EARLY EXPERIENCE OF COMPUTING BY GENDER TABLE IIL FACTORS TO STUDY COMPUTING BY GENDER
Male Female Total Male Female Total
Home 70 (57.4%) 12 (34.3%) 82 (52.2%) Interest 77 (54.6%) 13 (33.3%) 90 (50%)
Primary School 15 (12.3%) 9 (25.7%) 24 (15.3%) Career 24 (17%) 9 (23.1%) 33 (18.3%)
Secondary 37 (30.3%) 14 (40%) 51 (32.5%) Family 4(2.8%) 4(10.3%) 8 (4.4%)
School or later
Others 36 (25.5%) 13 (33.3%) 49 (27.2%)

100.00%
75.00% H Male B Female
. 0
50.00% I
2 il
Home Primary ~ Secondary
School School or
later

First Experience of Computing

Fig. 1. Early experiences of computing

Early experience varied between male and female
respondents. The following are typical responses from the
women: “primary school computer club and then taking
computing in high school”, “my first experience with computing
was in high school” and “although I had used computers
frequently, my first proper computing experience was in third
year where we were set the challenge to make a ... game.”
Echoing studies finding evidence of a playful attitude towards
computing, typical male responses included: “When I was about
9 years old my dad let me on his computer he used to work on.
I had seen some code which I presume was C that I didn’t
understand but was curious about” and “I love playing games, so
at first I just used them as gaming consoles, until I figured
computers can do pretty much anything.”

B. Deciding to study computing

A chi-square test of homogeneity was conducted to compare
gender difference in deciding factors to study computing. The
categories were initially sorted into interest, career prospects,
family contact, flexibility, experience and other, however, this
resulted in having 4 cells having an expected count of 5 and so,
some of the answers were recoded into existing categories. Table
3 shows the distribution of male and female responses. There
was a significant difference in male and female students’
deciding factors to study computing, ¥2(3) = 7.884, p=.049
(Figure 2). Post-hoc analysis using multiple z-tests with
Bonferroni correction showed a significant difference in the
proportion of male and female students who took the course
based on interest, (n=77, 55% vs n=13, 33%; p<.0125). There
was also a significant difference in the proportion of male and
female students who took the course with their family as
deciding factors, (n=4; 3% vs n=4, 10%; p<.0125).

100.00%
B Male ®Female
75.00%
50.00%
e | [ .
0.00% ==

Interest ~ Career Family Others

Deciding Factors

Fig. 2. Reasons to study computing

The female responses to why they had decided to study
computing varied across the themes to emerge from the
responses, namely: interest in the subject, a good career, and
having a family member in the profession. The female responses
were distributed more evenly across the themes than the male
responses. Interest/ passion for the subject was the most
commonly cited reason for both, however men were
significantly more likely to select it based on personal interest.
Typical male responses included for example, “I’ve been
programming for years, decision was clear and quick” and “I
wasn't exactly sure what I wanted to do, but I liked computers,
so I chose a general course that would give me the most
opportunities.”

A focus on the future benefits was cited by many women and
evidenced through, for example, “technology is the future and I
wanted to be able to gain a job after my degree.” Family
members were part of the decision-making process for some
women, for example “my brother inspired me to do it and I enjoy
it so far” and for one, “my mum is in computing and I fancied it
because she said it was fun.” As elsewhere, when taking the
decision to study computing, prior confidence in ability was a
factor, for example, one of the female respondents stated that
they were “good at IT at school.” In this case school was the
location of confidence-building rather than home.

C. Influencers

Finally, participants were asked who they spoke to in terms
of making their decision. A chi-square test of homogeneity was
conducted to compare gender difference. Initially, advisers at
university open days were coded into a separate category but this
was recoded into school advisors to minimize cells having
expected count of 5. Table 4 and Figure 3 shows the distribution
of male and female responses. There was no significant gender
difference in people who influenced students choice, ¥2(2) =
3.775, p=.151.



TABLE IV. INFLUENCERS BY GENDER
Male Female Total
gr‘iﬁgs and | e (50%) 22 (53.7%) 90 (50.8%)
icd}z,‘;;’(l)r 41 (30.1%) 16 (39%) 57 (32.2%)
Nobody 27 (19.9%) 3(7.3%) 30 (16.9%)
100%
75% B Male ®Female
50%
n I . .
» N
Friends and School Nobody
family Advisor
Influencers

Fig. 3. Who did you speak to about choosing your course?

The following, showing evidence of careful research, is
typical of female responses:

“Mainly one of my teachers at school. She knew another
student who did my course and really enjoyed it. I then travelled
to .. one of the open days and was able to ask questions on the
day which was really helpful in my decision of which course of
study to take.” (Female participant)

Male respondents had spoken to brothers, uncles, parents but
also quite typically made the decision entirely by themselves, for
example, “I knew that I would study computing from years ago.
I didn’t need to consider what I would study with anyone” and
“I didn’t speak with no one. I've decided which course I will
study by myself.”

V. DISCUSSION

Participants had all enrolled on a computer science major.
However, the early experiences and decision reasoning were
found to differ between the male and female participants. This
discussion section is framed by Rational Choice Theory’s
proposition of analysis of choice based on reasoned decisions
and perceived consequences [42].

A. Action by reasoned decisions

In order to get a sense of the reasoning behind positive reasons
for selecting computing, the survey asked in particular why
participants had chosen to study computing and who they had
spoken to when making their decision to study CS. Furthermore
the level of knowledge behind their decision was also observed
through asking about early experiences. The female
respondents were observed to have many and varied reasons for
studying computing, while the men were largely basing their
decision on having an interest or passion for the subject.

Reasoning for women was slightly more likely to be economic
i.e. the prospect of a good career (23%), but this featured less
for men (17%). Likewise, Beyer found women to be pragmatists
[33], for example, finding that the number of job openings in a
field was a factor mentioned in career choices, which
corroborates a finding by Zhang [43]. However, Lehman [44]
warns about student reliance on instrumental reasons to attend
university which can deter students from integrating fully and
lead to subsequent feelings of alienation. This is a factor that
could be more widely explored in the context of the leaky
pipeline. Further evidence of the nature of reasoning by the
female participants is the significant difference between female
and male participants’ responses highlighting the role of family
and friends as impacting on their decision-making. Where
family might have a less positive view of the tech sector (for
example the ‘nerdy’ image of the profession [45]) the impact of
their negative views is likely to have more impact on women
making the decision to study CS than men. In fact, more women
decide not to study computer science than decide to study it. If
they have access to the same information on careers as our
female participants, then such agents are balancing constraints
and opportunities differently [39].

For the male respondents, the benefits of being interested in
the discipline outweighed future considerations. Interest in a
subject increases in situations where an individual believes they
belong, and think they have a good chance of being successful
[46]. However, some of the male reasoning was questionable,
including respondents citing the aim to work for a specific
employer.

B. Perceived consequences and the likelihood of success

RCT reasoning includes an assessment of perceived
consequences and the likelihood of a choice leading to a
successful outcome. The perceived consequences of a
successful outcome to their decision to study computing for the
women in this study were, in the main, an attractive career.
Certainly the Information Technology sector boasts high pay
and rewards and is regularly deemed one of the most attractive
jobs, based on pay and other factors (for example, [47]).

Participants were not specifically asked about how they
perceived their likelihood of success, however, determining a
successful career as an outcome can be considered a longer term
goal, based on academic success. Female participants’
perceptions of success were influenced by interactions with
friends and family, locating such reasoning within close social
circles, a finding reported elsewhere [48]. Incomplete
knowledge of IT careers and influence of negative imagery of
the IT profession would thus have greater impact on women’s
decision-making. Considering the home as a source of acquiring
information on which to build a perception of likelihood of
success, work extending Eccles’ General Expectancy-Value
Model of Achievement Choices [49] to consider family
responses to studying STEM found boys receiving more
support for their interest in math than girls [50]. Indeed Eccles’
research has shown that parents tend to slightly overestimate



math ability of their son, and underestimate their daughters’
math abilities which, in turn, impacts on their daughters
decisions regarding studying STEM subjects. Thus, seeking
information from parents to inform decision-making might lead
to different responses for women and men, and thus different
reasoning.

Overall, the female students in this study were observed to be
making well-reasoned choices based on speaking to friends and
family and having prior knowledge of computing.

C. Limitations

Beyond basic demographic data, the study asked only three
questions and coded the responses to find some initial themes.
It would be beneficial to conduct in-depth interviews with
participants to obtain more nuanced data about the process
involved in decision-making, the interventions that impacted
reasoning and the interplay of reasoning and perceptions of
consequences, including perceived chances of success.

VI. CONCLUSION

Increasing gender balance on computer science courses is
proving to be a persistent and ongoing challenge for universities
in the US, UK and elsewhere. This study considered the reasons
for women making a positive decision to study computer
science and compared these with the reasons given by the men
in the same cohort. Overall, long term benefits acted in the main
as a motivator for selecting CS as a course to study. Many
women mentioned a future featuring a good career so careers
counselors and industry should be encouraged to do more to
promote IT careers to female school pupils. Furthermore school
teachers should be aware of the impact of their encouragement
(or discouragement) of female pupils as a counter-measure to
parental influence. For universities, the challenge is to find
ways of stoking interest in CS amongst school pupils and their
parents then providing the right environment for women so
perceived likelihood of success translates into success.
Targeting women returners for upskilling to computing careers
would be fruitful for skills gaps and as a means to change
parental perceptions. The tech industry would have to welcome
such workers. Recent grass roots initiatives celebrating coding
for all ages have potential, in the longer term, to lead to a greater
understanding and respect of computer science filtering into
homes and, crucially, the psyche of parents.

ACKNOWLEDGMENT
The authors would like to acknowledge Gabriele Maffoni’s
contribution to the data entry and analysis.

VII. REFERENCES

[1] E. Trauth, "What can we learn from gender research? Seven lessons
for business research methods.," The Electronic Journal of Business
Research Methods, vol. 9, no. 1, pp. 1-9, 2011.

[2] Scottish Funding Council, "Gender Action Plan: annual progress
report," 2017. [Online]. Available:

[3]

(4]

(3]

(6]

(7

(8]

9]

[10]

[11]

[12]

[13]

[14]

[15]
[16]
[17]

[18]

[19]

[20]

(21]

[22]

http://www.sfc.ac.uk/web/FILES/corporatepublications_sfccp042017/
SFCCP042017_GAP_annual progress_report.pdf. [Accessed 15 04
2018].

K. Barg, "Educational choice and cultural capital: examining social
stratification within an institutionalized dialogue between family and
school," Sociology, vol. 49, no. 6, pp. 1113-1132, 2015.

L.J. Sax, K. J. Lehman, J. A. Jacobs, M. A. Kanny, G. Lim, L. Monje-
Paulson and H. B. Zimmerman, "Anatomy of an enduring gender gap:
The evolution of women’s participation in computer science," The
Journal of Higher Education, vol. 88, no. 2, pp. 258-293,2017.

A. van Langen, "Girls and STEM choice in Dutch education: the
strong gender segregation and the good practice of the Stimulation
Policy," Gender Studies & Research, vol. 13, 2015.

J. Margolis and A. Fisher, Unlocking the clubhouse: Women in
computing, MIT press, 2003.

V. A. Lagesen, "The strength of numbers: Strategies to include women
into computer science," Social Studies of Science, vol. 37, no. 1, pp.
67-92,2007.

K. Moore, M. Griffiths, H. Richardson and A. Adam, "Gendered
futures? Women, the ICT workplace and stories of the future,"
Gender, Work & Organization, vol. 15, no. 5, pp. 523-542, 2008.

R. Donnelly, D. Grimshaw and M. Miozzo, "Does the UK have a
‘comparative institutional advantage’that is supportive of the IT
services sector?," New Technology, Work and Employment, vol. 26,
no. 2, pp. 98-112, 2011.

J. Main and C. Schimpf, "The Underrepresentation of Women in
Computing Fields: A Synthesis of Literature Using a Life Course
Perspective," IEEE Transactions on Education, vol. 60, no. 4, pp. 296-
304, 2017.

T. J. Misa, Gender codes: Why women are leaving computing., John
Wiley & Sons, 2011.

C. Lang, J. Fisher, A. Craig and H. Forgasz, "Outreach programmes to
attract girls into computing: how the best laid plans can sometimes
fail," Computer Science Education, vol. 25, no. 3, pp. 257-275, 2015.

C. Frieze and J. L. Quesenberry, "From difference to diversity:
including women in the changing face of computing," in Proceeding
of the 44th ACM technical symposium on Computer science education,
2013.

A. Craig, "Theorising about gender and computing interventions
through an evaluation framework," Information Systems Journal, vol.
26, no. 6, pp. 585-611, 2016.

HESA, "What do HE students study," 2017. [Online]. Available:
https://www.hesa.ac.uk/data-and-analysis/students/what-study.

"Attainment Statistics,”" 5 Dec 2017. [Online]. Available:
https://www.sqa.org.uk/sqa/64717.4239.html.

D. R. Baker, "Equity issues in science education," in Understanding
Girls, Rotterdam, SensePublishers, 2016, pp. 127-160.

J. Hur, C. Andrzejewski and D. Marghitu, "Girls and computer
science: experiences, perceptions, and career aspirations," Computer
Science Education, vol. 27, no. 2, pp. 100-120, 2017.

P. M. Sadler, G. Sonnert, Z. Hazari and R. Tai, "Stability and volatility
of STEM career interest in high school: A gender study," Science
Education, vol. 96, no. 3, pp. 411-427, 2012.

B. Schinzel, "The contingent construction of the relationship between
gender and computer science," in Proceedings 1999 International
Symposium on Technology and Society, 1999. Women and
Technology: Historical, Societal, and Professional Perspectives. ,
1999.

P. Kinnunen, M. Marttila-Kontio and E. Pesonen, "Getting to know
computer science freshmen," in Proceedings of the 13th Koli Calling
International Conference on Computing Education Research, 2013.

J. J. Jirout and N. S. Newcombe, "Building blocks for developing

spatial skills: Evidence from a large, representative US sample,"
Psychological science, vol. 26, no. 3, pp. 302-310, 2015.



(23]

[24]

(23]

[26]

[27]

(28]

[29]

[30]

[31]

[32]

[33]

[34]

[35]

[36]

[37]

[38]

[39]

[40]

G. Nugent, B. Barker, N. Grandgenett and V. I. Adamchuk, "Impact of
robotics and geospatial technology interventions on youth STEM
learning and attitudes," Journal of Research on Technology in
Education, vol. 42, no. 4, pp. 391-408, 2010.

A. Master, S. Cheryan, A. Moscatelli and A. N. Meltzoff,
"Programming experience promotes higher STEM motivation among
first-grade girls," Journal of experimental child psychology, vol. 160,
pp. 92-106, 2017.

C. M. Lewis, R. E. Anderson and K. Yasuhara, "I Don't Code All Day:
Fitting in Computer Science When the Stereotypes Don't Fit," in
Proceedings of the 2016 ACM Conference on International Computing
Education Research, 2016.

S. L. Rodriguez and K. Lehman, "Developing the next generation of
diverse computer scientists: the need for enhanced, intersectional
computing identity theory," Computer Science Education, pp. 1-19,
2018.

G. C. E. Research, "Women who choose computer science—what really
matters: The critical role of encouragement and exposure.," 2014.
[Online]. Available: http://static. googleusercontent. com/media.
[Accessed 26 04 2018].

E. De Lara and L. Y. Liu, "Identification, and the Crucial Role of Key
Factors that Affect Women’s Interest in Computer Science-A
Qualitative Study of Women From Sweden, Mexico and India.,"
University of Gothenburg, 2016.

G. Stoet and D. C. Geary, "The gender-equality paradox in science,
technology, engineering, and mathematics education," Psychological
science, vol. 0956797617741719, 2018.

S. Marginson, R. Tytler, B. Freeman and K. Roberts, "STEM: country
comparisons: international comparisons of science, technology,
engineering and mathematics (STEM) education," Australian Council
of Learned Academies, 2013.

S.J. Leslie, A. Cimpian, M. Meyer and E. Freeland, "Expectations of
brilliance underlie gender distributions across academic disciplines,"
Science, vol. 347, no. 6219, pp. 262-265, 2015.

A. Settle, J. Lalor and T. Steinbach, "Reconsidering the Impact of CS1
on Novice Attitudes," in Proceedings of the 46th ACM Technical
Symposium on Computer Science Education, 2015.

S. Beyer, "Why are women underrepresented in Computer Science?
Gender differences in stereotypes, self-efficacy, values, and interests
and predictors of future CS course-taking and grades," Computer
Science Education, vol. 24, no. 2-3, pp. 153-192, 2014.

K. Kirkpatrick, "Coding as sport," Communications of the ACM, vol.
59, no. 5, pp. 32-33, 2016.

L. Beck and A. Chizhik, "Cooperative learning instructional methods
for CS1: Design, implementation, and evaluation," ACM Transactions
on Computing Education (TOCE), vol. 13, no. 3, p. 10, 2013.

P. G. J. &. S. M. Sankar, " An examination of belongingness and
confidence among female computer science students.," ACM SIGCAS
Computers and Society, pp. 45(2), 7-10., 2015.

S. L. Green, "Rational choice theory: An overview," in 4 paper
prepared for the Baylor University Faculty Development Seminar on
Rational Choice Theory, Waco, TX, Baylor University, 2002.

N. Ramirez, S. Smith, C. Smith, T. Berg, B. Strubel, M. Ohland and J.
Main, "From Interest to Decision: A Comparative Exploration of
Student Attitudes and Pathways to Co-op Programs in the United
States and the United Kingdom," ZJEE, vol. 32, no. 5, pp. 1867-1878,
2016.

W. J. Goode, "Rational Choice Theory," The American Sociologist ,
pp. 28(2), 22-41., 1997.

C. Kroneberg and F. Kalter, "Rational choice theory and empirical
research: Methodological and theoretical contributions in Europe,"
Annual Review of Sociology, vol. 38, pp. 73-92, 2012.

[41]

[42]

[43]

[44]

[45]

[46]

[47]

[48]

[49]

[50]

[51]

[52]

[53]

[54]

[55]

[56]

[57]

[58]

A. Adam, M. Griffiths, C. Keogh, K. Moore, H. Richardson and A.
Tattersall, "Being an ‘it’in IT: gendered identities in IT work,"
European Journal of Information Systems, vol. 15, no. 4, pp. 368-378,
2006.

S.L.S.C. & T. E. A. Foy, "The rise of rational choice theory as a
scientific/intellectual movement in sociology.," The American
Sociologist, pp. 49(1), 16-36., 2018.

W. Zhang, "Why IS: Understanding undergraduate students' intentions
to choose an Information Systems major," Journal of Information
Systems Education, vol. 18, no. 4, p. 447, 2007.

Lehmann, "Working-class students, habitus, and the development of
student roles: A Canadian case study," British Journal of Sociology of
Education, pp. 33(4), 527-546, 2012.

N.L. C. T. C. &. C. L. Anderson, "‘Because it’s boring, irrelevant and
I don’t like computers’: Why high school girls avoid professionally-
oriented ICT subjects.," Computers & Education, vol. 50(4), pp. 1304-
1318, 2008.

V. Valian, "Interests, gender, and science," Perspectives on
Psychological Science, vol. 9, no. 2, pp. 225-230, 2014.

CareerCast, "The best jobs of 2017," 2017. [Online]. Available:
http://www.careercast.com/jobs-rated/best-jobs-2017.

G. C. E. Research, "Women who choose computer science—what really
matters: The critical role of encouragement and exposure.," 2014.
[Online]. Available: http://static. googleusercontent. com/media.
[Accessed 26 4 2018].

J. Eccles, T. F. Adler, R. Futterman, S. B. Goff, C. M. Kaczala, J.
Meece and C. Midgley, "Expectancies, values, and academic
behaviors," in Achievement and achievement motives: Psychological
and sociological approaches, San Francisco, W H Freeman, 1983, pp.
75-146.

J. S. Eccles, "Gendered socialization of STEM interests in the family,"
International Journal of Gender, Science and Technology, vol. 7, no.
2, pp- 116-132, 2015.

R. Boudon, "Beyond rational choice theory," Annual review of
sociology, vol. 29, no. 1, pp. 1-21, 2003.

R. Breen and J. H. Goldthorpe, "Explaining educational differentials:
Towards a formal rational action theory," Rationality and society, vol.
9, no. 3, pp. 275-305, 1997.

T. R. Bumns, "Two conceptions of human agency: rational choice
theory and the social theory of action," in Agency and Structure (RLE
Social Theory): Reorienting Social Theory, 2014, p. 197.

A. Craig, "Australian interventions for women in computing: are we
evaluating?," Australasian journal of information systems, vol. 18, no.
2, pp. 91-110, 2014.

1. Heemskerk, A. Brink, M. Volman and G. Ten Dam, "Inclusiveness
and ICT in education: a focus on gender, ethnicity and social class,"
Journal of Computer Assisted Learning, vol. 21, no. 1, pp. 1-16, 2005.

R. Wilson, R. Beaven, M. May-Gillings, G. Hay and J. Stevens,
"Working futures 2012-2022: evidence report 83," UK Commission
for Employment and Skills, Wathe-on-Dearne, 2014.

N. M. Ramirez, J. B. Main, T. L. Fletcher and M. W. Ohland,
"Academic predictors of cooperative education participation.," in
Frontiers in Education Conference, Madrid, 2014.

A. Lishinski, A. Yadav, J. Good and R. Enbody, "Learning to
program: Gender differences and interactive effects of students'
motivation, goals, and self-efficacy on performance," in Proceedings
of the 2016 ACM Conference on International Computing Education
Research (ICER'16),2016.




<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Gray Gamma 2.2)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.7
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.0000
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams true
  /MaxSubsetPct 100
  /Optimize true
  /OPM 0
  /ParseDSCComments false
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo false
  /PreserveFlatness true
  /PreserveHalftoneInfo true
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Remove
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
    /AbadiMT-CondensedLight
    /ACaslon-Italic
    /ACaslon-Regular
    /ACaslon-Semibold
    /ACaslon-SemiboldItalic
    /AdobeArabic-Bold
    /AdobeArabic-BoldItalic
    /AdobeArabic-Italic
    /AdobeArabic-Regular
    /AdobeHebrew-Bold
    /AdobeHebrew-BoldItalic
    /AdobeHebrew-Italic
    /AdobeHebrew-Regular
    /AdobeHeitiStd-Regular
    /AdobeMingStd-Light
    /AdobeMyungjoStd-Medium
    /AdobePiStd
    /AdobeSongStd-Light
    /AdobeThai-Bold
    /AdobeThai-BoldItalic
    /AdobeThai-Italic
    /AdobeThai-Regular
    /AGaramond-Bold
    /AGaramond-BoldItalic
    /AGaramond-Italic
    /AGaramond-Regular
    /AGaramond-Semibold
    /AGaramond-SemiboldItalic
    /AgencyFB-Bold
    /AgencyFB-Reg
    /AGOldFace-Outline
    /AharoniBold
    /Algerian
    /Americana
    /Americana-ExtraBold
    /AndaleMono
    /AndaleMonoIPA
    /AngsanaNew
    /AngsanaNew-Bold
    /AngsanaNew-BoldItalic
    /AngsanaNew-Italic
    /AngsanaUPC
    /AngsanaUPC-Bold
    /AngsanaUPC-BoldItalic
    /AngsanaUPC-Italic
    /Anna
    /ArialAlternative
    /ArialAlternativeSymbol
    /Arial-Black
    /Arial-BlackItalic
    /Arial-BoldItalicMT
    /Arial-BoldMT
    /Arial-ItalicMT
    /ArialMT
    /ArialMT-Black
    /ArialNarrow
    /ArialNarrow-Bold
    /ArialNarrow-BoldItalic
    /ArialNarrow-Italic
    /ArialRoundedMTBold
    /ArialUnicodeMS
    /ArrusBT-Bold
    /ArrusBT-BoldItalic
    /ArrusBT-Italic
    /ArrusBT-Roman
    /AvantGarde-Book
    /AvantGarde-BookOblique
    /AvantGarde-Demi
    /AvantGarde-DemiOblique
    /AvantGardeITCbyBT-Book
    /AvantGardeITCbyBT-BookOblique
    /BakerSignet
    /BankGothicBT-Medium
    /Barmeno-Bold
    /Barmeno-ExtraBold
    /Barmeno-Medium
    /Barmeno-Regular
    /Baskerville
    /BaskervilleBE-Italic
    /BaskervilleBE-Medium
    /BaskervilleBE-MediumItalic
    /BaskervilleBE-Regular
    /Baskerville-Bold
    /Baskerville-BoldItalic
    /Baskerville-Italic
    /BaskOldFace
    /Batang
    /BatangChe
    /Bauhaus93
    /Bellevue
    /BellMT
    /BellMTBold
    /BellMTItalic
    /BerlingAntiqua-Bold
    /BerlingAntiqua-BoldItalic
    /BerlingAntiqua-Italic
    /BerlingAntiqua-Roman
    /BerlinSansFB-Bold
    /BerlinSansFBDemi-Bold
    /BerlinSansFB-Reg
    /BernardMT-Condensed
    /BernhardModernBT-Bold
    /BernhardModernBT-BoldItalic
    /BernhardModernBT-Italic
    /BernhardModernBT-Roman
    /BiffoMT
    /BinnerD
    /BinnerGothic
    /BlackadderITC-Regular
    /Blackoak
    /blex
    /blsy
    /Bodoni
    /Bodoni-Bold
    /Bodoni-BoldItalic
    /Bodoni-Italic
    /BodoniMT
    /BodoniMTBlack
    /BodoniMTBlack-Italic
    /BodoniMT-Bold
    /BodoniMT-BoldItalic
    /BodoniMTCondensed
    /BodoniMTCondensed-Bold
    /BodoniMTCondensed-BoldItalic
    /BodoniMTCondensed-Italic
    /BodoniMT-Italic
    /BodoniMTPosterCompressed
    /Bodoni-Poster
    /Bodoni-PosterCompressed
    /BookAntiqua
    /BookAntiqua-Bold
    /BookAntiqua-BoldItalic
    /BookAntiqua-Italic
    /Bookman-Demi
    /Bookman-DemiItalic
    /Bookman-Light
    /Bookman-LightItalic
    /BookmanOldStyle
    /BookmanOldStyle-Bold
    /BookmanOldStyle-BoldItalic
    /BookmanOldStyle-Italic
    /BookshelfSymbolOne-Regular
    /BookshelfSymbolSeven
    /BookshelfSymbolThree-Regular
    /BookshelfSymbolTwo-Regular
    /Botanical
    /Boton-Italic
    /Boton-Medium
    /Boton-MediumItalic
    /Boton-Regular
    /Boulevard
    /BradleyHandITC
    /Braggadocio
    /BritannicBold
    /Broadway
    /BrowalliaNew
    /BrowalliaNew-Bold
    /BrowalliaNew-BoldItalic
    /BrowalliaNew-Italic
    /BrowalliaUPC
    /BrowalliaUPC-Bold
    /BrowalliaUPC-BoldItalic
    /BrowalliaUPC-Italic
    /BrushScript
    /BrushScriptMT
    /CaflischScript-Bold
    /CaflischScript-Regular
    /Calibri
    /Calibri-Bold
    /Calibri-BoldItalic
    /Calibri-Italic
    /CalifornianFB-Bold
    /CalifornianFB-Italic
    /CalifornianFB-Reg
    /CalisMTBol
    /CalistoMT
    /CalistoMT-BoldItalic
    /CalistoMT-Italic
    /Cambria
    /Cambria-Bold
    /Cambria-BoldItalic
    /Cambria-Italic
    /CambriaMath
    /Candara
    /Candara-Bold
    /Candara-BoldItalic
    /Candara-Italic
    /Carta
    /CaslonOpenfaceBT-Regular
    /Castellar
    /CastellarMT
    /Centaur
    /Centaur-Italic
    /Century
    /CenturyGothic
    /CenturyGothic-Bold
    /CenturyGothic-BoldItalic
    /CenturyGothic-Italic
    /CenturySchL-Bold
    /CenturySchL-BoldItal
    /CenturySchL-Ital
    /CenturySchL-Roma
    /CenturySchoolbook
    /CenturySchoolbook-Bold
    /CenturySchoolbook-BoldItalic
    /CenturySchoolbook-Italic
    /CGTimes-Bold
    /CGTimes-BoldItalic
    /CGTimes-Italic
    /CGTimes-Regular
    /CharterBT-Bold
    /CharterBT-BoldItalic
    /CharterBT-Italic
    /CharterBT-Roman
    /CheltenhamITCbyBT-Bold
    /CheltenhamITCbyBT-BoldItalic
    /CheltenhamITCbyBT-Book
    /CheltenhamITCbyBT-BookItalic
    /Chiller-Regular
    /Cmb10
    /CMB10
    /Cmbsy10
    /CMBSY10
    /CMBSY5
    /CMBSY6
    /CMBSY7
    /CMBSY8
    /CMBSY9
    /Cmbx10
    /CMBX10
    /Cmbx12
    /CMBX12
    /Cmbx5
    /CMBX5
    /Cmbx6
    /CMBX6
    /Cmbx7
    /CMBX7
    /Cmbx8
    /CMBX8
    /Cmbx9
    /CMBX9
    /Cmbxsl10
    /CMBXSL10
    /Cmbxti10
    /CMBXTI10
    /Cmcsc10
    /CMCSC10
    /Cmcsc8
    /CMCSC8
    /Cmcsc9
    /CMCSC9
    /Cmdunh10
    /CMDUNH10
    /Cmex10
    /CMEX10
    /CMEX7
    /CMEX8
    /CMEX9
    /Cmff10
    /CMFF10
    /Cmfi10
    /CMFI10
    /Cmfib8
    /CMFIB8
    /Cminch
    /CMINCH
    /Cmitt10
    /CMITT10
    /Cmmi10
    /CMMI10
    /Cmmi12
    /CMMI12
    /Cmmi5
    /CMMI5
    /Cmmi6
    /CMMI6
    /Cmmi7
    /CMMI7
    /Cmmi8
    /CMMI8
    /Cmmi9
    /CMMI9
    /Cmmib10
    /CMMIB10
    /CMMIB5
    /CMMIB6
    /CMMIB7
    /CMMIB8
    /CMMIB9
    /Cmr10
    /CMR10
    /Cmr12
    /CMR12
    /Cmr17
    /CMR17
    /Cmr5
    /CMR5
    /Cmr6
    /CMR6
    /Cmr7
    /CMR7
    /Cmr8
    /CMR8
    /Cmr9
    /CMR9
    /Cmsl10
    /CMSL10
    /Cmsl12
    /CMSL12
    /Cmsl8
    /CMSL8
    /Cmsl9
    /CMSL9
    /Cmsltt10
    /CMSLTT10
    /Cmss10
    /CMSS10
    /Cmss12
    /CMSS12
    /Cmss17
    /CMSS17
    /Cmss8
    /CMSS8
    /Cmss9
    /CMSS9
    /Cmssbx10
    /CMSSBX10
    /Cmssdc10
    /CMSSDC10
    /Cmssi10
    /CMSSI10
    /Cmssi12
    /CMSSI12
    /Cmssi17
    /CMSSI17
    /Cmssi8
    /CMSSI8
    /Cmssi9
    /CMSSI9
    /Cmssq8
    /CMSSQ8
    /Cmssqi8
    /CMSSQI8
    /Cmsy10
    /CMSY10
    /Cmsy5
    /CMSY5
    /Cmsy6
    /CMSY6
    /Cmsy7
    /CMSY7
    /Cmsy8
    /CMSY8
    /Cmsy9
    /CMSY9
    /Cmtcsc10
    /CMTCSC10
    /Cmtex10
    /CMTEX10
    /Cmtex8
    /CMTEX8
    /Cmtex9
    /CMTEX9
    /Cmti10
    /CMTI10
    /Cmti12
    /CMTI12
    /Cmti7
    /CMTI7
    /Cmti8
    /CMTI8
    /Cmti9
    /CMTI9
    /Cmtt10
    /CMTT10
    /Cmtt12
    /CMTT12
    /Cmtt8
    /CMTT8
    /Cmtt9
    /CMTT9
    /Cmu10
    /CMU10
    /Cmvtt10
    /CMVTT10
    /ColonnaMT
    /Colossalis-Bold
    /ComicSansMS
    /ComicSansMS-Bold
    /Consolas
    /Consolas-Bold
    /Consolas-BoldItalic
    /Consolas-Italic
    /Constantia
    /Constantia-Bold
    /Constantia-BoldItalic
    /Constantia-Italic
    /CooperBlack
    /CopperplateGothic-Bold
    /CopperplateGothic-Light
    /Copperplate-ThirtyThreeBC
    /Corbel
    /Corbel-Bold
    /Corbel-BoldItalic
    /Corbel-Italic
    /CordiaNew
    /CordiaNew-Bold
    /CordiaNew-BoldItalic
    /CordiaNew-Italic
    /CordiaUPC
    /CordiaUPC-Bold
    /CordiaUPC-BoldItalic
    /CordiaUPC-Italic
    /Courier
    /Courier-Bold
    /Courier-BoldOblique
    /CourierNewPS-BoldItalicMT
    /CourierNewPS-BoldMT
    /CourierNewPS-ItalicMT
    /CourierNewPSMT
    /Courier-Oblique
    /CourierStd
    /CourierStd-Bold
    /CourierStd-BoldOblique
    /CourierStd-Oblique
    /CourierX-Bold
    /CourierX-BoldOblique
    /CourierX-Oblique
    /CourierX-Regular
    /CreepyRegular
    /CurlzMT
    /David-Bold
    /David-Reg
    /DavidTransparent
    /Dcb10
    /Dcbx10
    /Dcbxsl10
    /Dcbxti10
    /Dccsc10
    /Dcitt10
    /Dcr10
    /Desdemona
    /DilleniaUPC
    /DilleniaUPCBold
    /DilleniaUPCBoldItalic
    /DilleniaUPCItalic
    /Dingbats
    /DomCasual
    /Dotum
    /DotumChe
    /DoulosSIL
    /EdwardianScriptITC
    /Elephant-Italic
    /Elephant-Regular
    /EngraversGothicBT-Regular
    /EngraversMT
    /EraserDust
    /ErasITC-Bold
    /ErasITC-Demi
    /ErasITC-Light
    /ErasITC-Medium
    /ErieBlackPSMT
    /ErieLightPSMT
    /EriePSMT
    /EstrangeloEdessa
    /Euclid
    /Euclid-Bold
    /Euclid-BoldItalic
    /EuclidExtra
    /EuclidExtra-Bold
    /EuclidFraktur
    /EuclidFraktur-Bold
    /Euclid-Italic
    /EuclidMathOne
    /EuclidMathOne-Bold
    /EuclidMathTwo
    /EuclidMathTwo-Bold
    /EuclidSymbol
    /EuclidSymbol-Bold
    /EuclidSymbol-BoldItalic
    /EuclidSymbol-Italic
    /EucrosiaUPC
    /EucrosiaUPCBold
    /EucrosiaUPCBoldItalic
    /EucrosiaUPCItalic
    /EUEX10
    /EUEX7
    /EUEX8
    /EUEX9
    /EUFB10
    /EUFB5
    /EUFB7
    /EUFM10
    /EUFM5
    /EUFM7
    /EURB10
    /EURB5
    /EURB7
    /EURM10
    /EURM5
    /EURM7
    /EuroMono-Bold
    /EuroMono-BoldItalic
    /EuroMono-Italic
    /EuroMono-Regular
    /EuroSans-Bold
    /EuroSans-BoldItalic
    /EuroSans-Italic
    /EuroSans-Regular
    /EuroSerif-Bold
    /EuroSerif-BoldItalic
    /EuroSerif-Italic
    /EuroSerif-Regular
    /EUSB10
    /EUSB5
    /EUSB7
    /EUSM10
    /EUSM5
    /EUSM7
    /FelixTitlingMT
    /Fences
    /FencesPlain
    /FigaroMT
    /FixedMiriamTransparent
    /FootlightMTLight
    /Formata-Italic
    /Formata-Medium
    /Formata-MediumItalic
    /Formata-Regular
    /ForteMT
    /FranklinGothic-Book
    /FranklinGothic-BookItalic
    /FranklinGothic-Demi
    /FranklinGothic-DemiCond
    /FranklinGothic-DemiItalic
    /FranklinGothic-Heavy
    /FranklinGothic-HeavyItalic
    /FranklinGothicITCbyBT-Book
    /FranklinGothicITCbyBT-BookItal
    /FranklinGothicITCbyBT-Demi
    /FranklinGothicITCbyBT-DemiItal
    /FranklinGothic-Medium
    /FranklinGothic-MediumCond
    /FranklinGothic-MediumItalic
    /FrankRuehl
    /FreesiaUPC
    /FreesiaUPCBold
    /FreesiaUPCBoldItalic
    /FreesiaUPCItalic
    /FreestyleScript-Regular
    /FrenchScriptMT
    /Frutiger-Black
    /Frutiger-BlackCn
    /Frutiger-BlackItalic
    /Frutiger-Bold
    /Frutiger-BoldCn
    /Frutiger-BoldItalic
    /Frutiger-Cn
    /Frutiger-ExtraBlackCn
    /Frutiger-Italic
    /Frutiger-Light
    /Frutiger-LightCn
    /Frutiger-LightItalic
    /Frutiger-Roman
    /Frutiger-UltraBlack
    /Futura-Bold
    /Futura-BoldOblique
    /Futura-Book
    /Futura-BookOblique
    /FuturaBT-Bold
    /FuturaBT-BoldItalic
    /FuturaBT-Book
    /FuturaBT-BookItalic
    /FuturaBT-Medium
    /FuturaBT-MediumItalic
    /Futura-Light
    /Futura-LightOblique
    /GalliardITCbyBT-Bold
    /GalliardITCbyBT-BoldItalic
    /GalliardITCbyBT-Italic
    /GalliardITCbyBT-Roman
    /Garamond
    /Garamond-Bold
    /Garamond-BoldCondensed
    /Garamond-BoldCondensedItalic
    /Garamond-BoldItalic
    /Garamond-BookCondensed
    /Garamond-BookCondensedItalic
    /Garamond-Italic
    /Garamond-LightCondensed
    /Garamond-LightCondensedItalic
    /Gautami
    /GeometricSlab703BT-Light
    /GeometricSlab703BT-LightItalic
    /Georgia
    /Georgia-Bold
    /Georgia-BoldItalic
    /Georgia-Italic
    /GeorgiaRef
    /Giddyup
    /Giddyup-Thangs
    /Gigi-Regular
    /GillSans
    /GillSans-Bold
    /GillSans-BoldItalic
    /GillSans-Condensed
    /GillSans-CondensedBold
    /GillSans-Italic
    /GillSans-Light
    /GillSans-LightItalic
    /GillSansMT
    /GillSansMT-Bold
    /GillSansMT-BoldItalic
    /GillSansMT-Condensed
    /GillSansMT-ExtraCondensedBold
    /GillSansMT-Italic
    /GillSans-UltraBold
    /GillSans-UltraBoldCondensed
    /GloucesterMT-ExtraCondensed
    /Gothic-Thirteen
    /GoudyOldStyleBT-Bold
    /GoudyOldStyleBT-BoldItalic
    /GoudyOldStyleBT-Italic
    /GoudyOldStyleBT-Roman
    /GoudyOldStyleT-Bold
    /GoudyOldStyleT-Italic
    /GoudyOldStyleT-Regular
    /GoudyStout
    /GoudyTextMT-LombardicCapitals
    /GSIDefaultSymbols
    /Gulim
    /GulimChe
    /Gungsuh
    /GungsuhChe
    /Haettenschweiler
    /HarlowSolid
    /Harrington
    /Helvetica
    /Helvetica-Black
    /Helvetica-BlackOblique
    /Helvetica-Bold
    /Helvetica-BoldOblique
    /Helvetica-Condensed
    /Helvetica-Condensed-Black
    /Helvetica-Condensed-BlackObl
    /Helvetica-Condensed-Bold
    /Helvetica-Condensed-BoldObl
    /Helvetica-Condensed-Light
    /Helvetica-Condensed-LightObl
    /Helvetica-Condensed-Oblique
    /Helvetica-Fraction
    /Helvetica-Narrow
    /Helvetica-Narrow-Bold
    /Helvetica-Narrow-BoldOblique
    /Helvetica-Narrow-Oblique
    /Helvetica-Oblique
    /HighTowerText-Italic
    /HighTowerText-Reg
    /Humanist521BT-BoldCondensed
    /Humanist521BT-Light
    /Humanist521BT-LightItalic
    /Humanist521BT-RomanCondensed
    /Imago-ExtraBold
    /Impact
    /ImprintMT-Shadow
    /InformalRoman-Regular
    /IrisUPC
    /IrisUPCBold
    /IrisUPCBoldItalic
    /IrisUPCItalic
    /Ironwood
    /ItcEras-Medium
    /ItcKabel-Bold
    /ItcKabel-Book
    /ItcKabel-Demi
    /ItcKabel-Medium
    /ItcKabel-Ultra
    /JasmineUPC
    /JasmineUPC-Bold
    /JasmineUPC-BoldItalic
    /JasmineUPC-Italic
    /JoannaMT
    /JoannaMT-Italic
    /Jokerman-Regular
    /JuiceITC-Regular
    /Kartika
    /Kaufmann
    /KaufmannBT-Bold
    /KaufmannBT-Regular
    /KidTYPEPaint
    /KinoMT
    /KodchiangUPC
    /KodchiangUPC-Bold
    /KodchiangUPC-BoldItalic
    /KodchiangUPC-Italic
    /KorinnaITCbyBT-Regular
    /KristenITC-Regular
    /KrutiDev040Bold
    /KrutiDev040BoldItalic
    /KrutiDev040Condensed
    /KrutiDev040Italic
    /KrutiDev040Thin
    /KrutiDev040Wide
    /KrutiDev060
    /KrutiDev060Bold
    /KrutiDev060BoldItalic
    /KrutiDev060Condensed
    /KrutiDev060Italic
    /KrutiDev060Thin
    /KrutiDev060Wide
    /KrutiDev070
    /KrutiDev070Condensed
    /KrutiDev070Italic
    /KrutiDev070Thin
    /KrutiDev070Wide
    /KrutiDev080
    /KrutiDev080Condensed
    /KrutiDev080Italic
    /KrutiDev080Wide
    /KrutiDev090
    /KrutiDev090Bold
    /KrutiDev090BoldItalic
    /KrutiDev090Condensed
    /KrutiDev090Italic
    /KrutiDev090Thin
    /KrutiDev090Wide
    /KrutiDev100
    /KrutiDev100Bold
    /KrutiDev100BoldItalic
    /KrutiDev100Condensed
    /KrutiDev100Italic
    /KrutiDev100Thin
    /KrutiDev100Wide
    /KrutiDev120
    /KrutiDev120Condensed
    /KrutiDev120Thin
    /KrutiDev120Wide
    /KrutiDev130
    /KrutiDev130Condensed
    /KrutiDev130Thin
    /KrutiDev130Wide
    /KunstlerScript
    /Latha
    /LatinWide
    /LetterGothic
    /LetterGothic-Bold
    /LetterGothic-BoldOblique
    /LetterGothic-BoldSlanted
    /LetterGothicMT
    /LetterGothicMT-Bold
    /LetterGothicMT-BoldOblique
    /LetterGothicMT-Oblique
    /LetterGothic-Slanted
    /LevenimMT
    /LevenimMTBold
    /LilyUPC
    /LilyUPCBold
    /LilyUPCBoldItalic
    /LilyUPCItalic
    /Lithos-Black
    /Lithos-Regular
    /LotusWPBox-Roman
    /LotusWPIcon-Roman
    /LotusWPIntA-Roman
    /LotusWPIntB-Roman
    /LotusWPType-Roman
    /LucidaBright
    /LucidaBright-Demi
    /LucidaBright-DemiItalic
    /LucidaBright-Italic
    /LucidaCalligraphy-Italic
    /LucidaConsole
    /LucidaFax
    /LucidaFax-Demi
    /LucidaFax-DemiItalic
    /LucidaFax-Italic
    /LucidaHandwriting-Italic
    /LucidaSans
    /LucidaSans-Demi
    /LucidaSans-DemiItalic
    /LucidaSans-Italic
    /LucidaSans-Typewriter
    /LucidaSans-TypewriterBold
    /LucidaSans-TypewriterBoldOblique
    /LucidaSans-TypewriterOblique
    /LucidaSansUnicode
    /Lydian
    /Magneto-Bold
    /MaiandraGD-Regular
    /Mangal-Regular
    /Map-Symbols
    /MathA
    /MathB
    /MathC
    /Mathematica1
    /Mathematica1-Bold
    /Mathematica1Mono
    /Mathematica1Mono-Bold
    /Mathematica2
    /Mathematica2-Bold
    /Mathematica2Mono
    /Mathematica2Mono-Bold
    /Mathematica3
    /Mathematica3-Bold
    /Mathematica3Mono
    /Mathematica3Mono-Bold
    /Mathematica4
    /Mathematica4-Bold
    /Mathematica4Mono
    /Mathematica4Mono-Bold
    /Mathematica5
    /Mathematica5-Bold
    /Mathematica5Mono
    /Mathematica5Mono-Bold
    /Mathematica6
    /Mathematica6Bold
    /Mathematica6Mono
    /Mathematica6MonoBold
    /Mathematica7
    /Mathematica7Bold
    /Mathematica7Mono
    /Mathematica7MonoBold
    /MatisseITC-Regular
    /MaturaMTScriptCapitals
    /Mesquite
    /Mezz-Black
    /Mezz-Regular
    /MICR
    /MicrosoftSansSerif
    /MingLiU
    /Minion-BoldCondensed
    /Minion-BoldCondensedItalic
    /Minion-Condensed
    /Minion-CondensedItalic
    /Minion-Ornaments
    /MinionPro-Bold
    /MinionPro-BoldIt
    /MinionPro-It
    /MinionPro-Regular
    /Miriam
    /MiriamFixed
    /MiriamTransparent
    /Mistral
    /Modern-Regular
    /MonotypeCorsiva
    /MonotypeSorts
    /MSAM10
    /MSAM5
    /MSAM6
    /MSAM7
    /MSAM8
    /MSAM9
    /MSBM10
    /MSBM5
    /MSBM6
    /MSBM7
    /MSBM8
    /MSBM9
    /MS-Gothic
    /MSHei
    /MSLineDrawPSMT
    /MS-Mincho
    /MSOutlook
    /MS-PGothic
    /MS-PMincho
    /MSReference1
    /MSReference2
    /MSReferenceSansSerif
    /MSReferenceSansSerif-Bold
    /MSReferenceSansSerif-BoldItalic
    /MSReferenceSansSerif-Italic
    /MSReferenceSerif
    /MSReferenceSerif-Bold
    /MSReferenceSerif-BoldItalic
    /MSReferenceSerif-Italic
    /MSReferenceSpecialty
    /MSSong
    /MS-UIGothic
    /MT-Extra
    /MTExtraTiger
    /MT-Symbol
    /MT-Symbol-Italic
    /MVBoli
    /Myriad-Bold
    /Myriad-BoldItalic
    /Myriad-Italic
    /Myriad-Roman
    /Narkisim
    /NewCenturySchlbk-Bold
    /NewCenturySchlbk-BoldItalic
    /NewCenturySchlbk-Italic
    /NewCenturySchlbk-Roman
    /NewMilleniumSchlbk-BoldItalicSH
    /NewsGothic
    /NewsGothic-Bold
    /NewsGothicBT-Bold
    /NewsGothicBT-BoldItalic
    /NewsGothicBT-Italic
    /NewsGothicBT-Roman
    /NewsGothic-Condensed
    /NewsGothic-Italic
    /NewsGothicMT
    /NewsGothicMT-Bold
    /NewsGothicMT-Italic
    /NiagaraEngraved-Reg
    /NiagaraSolid-Reg
    /NimbusMonL-Bold
    /NimbusMonL-BoldObli
    /NimbusMonL-Regu
    /NimbusMonL-ReguObli
    /NimbusRomNo9L-Medi
    /NimbusRomNo9L-MediItal
    /NimbusRomNo9L-Regu
    /NimbusRomNo9L-ReguItal
    /NimbusSanL-Bold
    /NimbusSanL-BoldCond
    /NimbusSanL-BoldCondItal
    /NimbusSanL-BoldItal
    /NimbusSanL-Regu
    /NimbusSanL-ReguCond
    /NimbusSanL-ReguCondItal
    /NimbusSanL-ReguItal
    /Nimrod
    /Nimrod-Bold
    /Nimrod-BoldItalic
    /Nimrod-Italic
    /NSimSun
    /Nueva-BoldExtended
    /Nueva-BoldExtendedItalic
    /Nueva-Italic
    /Nueva-Roman
    /NuptialScript
    /OCRA
    /OCRA-Alternate
    /OCRAExtended
    /OCRB
    /OCRB-Alternate
    /OfficinaSans-Bold
    /OfficinaSans-BoldItalic
    /OfficinaSans-Book
    /OfficinaSans-BookItalic
    /OfficinaSerif-Bold
    /OfficinaSerif-BoldItalic
    /OfficinaSerif-Book
    /OfficinaSerif-BookItalic
    /OldEnglishTextMT
    /Onyx
    /OnyxBT-Regular
    /OzHandicraftBT-Roman
    /PalaceScriptMT
    /Palatino-Bold
    /Palatino-BoldItalic
    /Palatino-Italic
    /PalatinoLinotype-Bold
    /PalatinoLinotype-BoldItalic
    /PalatinoLinotype-Italic
    /PalatinoLinotype-Roman
    /Palatino-Roman
    /PapyrusPlain
    /Papyrus-Regular
    /Parchment-Regular
    /Parisian
    /ParkAvenue
    /Penumbra-SemiboldFlare
    /Penumbra-SemiboldSans
    /Penumbra-SemiboldSerif
    /PepitaMT
    /Perpetua
    /Perpetua-Bold
    /Perpetua-BoldItalic
    /Perpetua-Italic
    /PerpetuaTitlingMT-Bold
    /PerpetuaTitlingMT-Light
    /PhotinaCasualBlack
    /Playbill
    /PMingLiU
    /Poetica-SuppOrnaments
    /PoorRichard-Regular
    /PopplLaudatio-Italic
    /PopplLaudatio-Medium
    /PopplLaudatio-MediumItalic
    /PopplLaudatio-Regular
    /PrestigeElite
    /Pristina-Regular
    /PTBarnumBT-Regular
    /Raavi
    /RageItalic
    /Ravie
    /RefSpecialty
    /Ribbon131BT-Bold
    /Rockwell
    /Rockwell-Bold
    /Rockwell-BoldItalic
    /Rockwell-Condensed
    /Rockwell-CondensedBold
    /Rockwell-ExtraBold
    /Rockwell-Italic
    /Rockwell-Light
    /Rockwell-LightItalic
    /Rod
    /RodTransparent
    /RunicMT-Condensed
    /Sanvito-Light
    /Sanvito-Roman
    /ScriptC
    /ScriptMTBold
    /SegoeUI
    /SegoeUI-Bold
    /SegoeUI-BoldItalic
    /SegoeUI-Italic
    /Serpentine-BoldOblique
    /ShelleyVolanteBT-Regular
    /ShowcardGothic-Reg
    /Shruti
    /SILDoulosIPA
    /SimHei
    /SimSun
    /SimSun-PUA
    /SnapITC-Regular
    /StandardSymL
    /Stencil
    /StoneSans
    /StoneSans-Bold
    /StoneSans-BoldItalic
    /StoneSans-Italic
    /StoneSans-Semibold
    /StoneSans-SemiboldItalic
    /Stop
    /Swiss721BT-BlackExtended
    /Sylfaen
    /Symbol
    /SymbolMT
    /SymbolTiger
    /SymbolTigerExpert
    /Tahoma
    /Tahoma-Bold
    /Tci1
    /Tci1Bold
    /Tci1BoldItalic
    /Tci1Italic
    /Tci2
    /Tci2Bold
    /Tci2BoldItalic
    /Tci2Italic
    /Tci3
    /Tci3Bold
    /Tci3BoldItalic
    /Tci3Italic
    /Tci4
    /Tci4Bold
    /Tci4BoldItalic
    /Tci4Italic
    /TechnicalItalic
    /TechnicalPlain
    /Tekton
    /Tekton-Bold
    /TektonMM
    /Tempo-HeavyCondensed
    /Tempo-HeavyCondensedItalic
    /TempusSansITC
    /Tiger
    /TigerExpert
    /Times-Bold
    /Times-BoldItalic
    /Times-BoldItalicOsF
    /Times-BoldSC
    /Times-ExtraBold
    /Times-Italic
    /Times-ItalicOsF
    /TimesNewRomanMT-ExtraBold
    /TimesNewRomanPS-BoldItalicMT
    /TimesNewRomanPS-BoldMT
    /TimesNewRomanPS-ItalicMT
    /TimesNewRomanPSMT
    /Times-Roman
    /Times-RomanSC
    /Trajan-Bold
    /Trebuchet-BoldItalic
    /TrebuchetMS
    /TrebuchetMS-Bold
    /TrebuchetMS-Italic
    /Tunga-Regular
    /TwCenMT-Bold
    /TwCenMT-BoldItalic
    /TwCenMT-Condensed
    /TwCenMT-CondensedBold
    /TwCenMT-CondensedExtraBold
    /TwCenMT-CondensedMedium
    /TwCenMT-Italic
    /TwCenMT-Regular
    /Univers-Bold
    /Univers-BoldItalic
    /UniversCondensed-Bold
    /UniversCondensed-BoldItalic
    /UniversCondensed-Medium
    /UniversCondensed-MediumItalic
    /Univers-Medium
    /Univers-MediumItalic
    /URWBookmanL-DemiBold
    /URWBookmanL-DemiBoldItal
    /URWBookmanL-Ligh
    /URWBookmanL-LighItal
    /URWChanceryL-MediItal
    /URWGothicL-Book
    /URWGothicL-BookObli
    /URWGothicL-Demi
    /URWGothicL-DemiObli
    /URWPalladioL-Bold
    /URWPalladioL-BoldItal
    /URWPalladioL-Ital
    /URWPalladioL-Roma
    /USPSBarCode
    /VAGRounded-Black
    /VAGRounded-Bold
    /VAGRounded-Light
    /VAGRounded-Thin
    /Verdana
    /Verdana-Bold
    /Verdana-BoldItalic
    /Verdana-Italic
    /VerdanaRef
    /VinerHandITC
    /Viva-BoldExtraExtended
    /Vivaldii
    /Viva-LightCondensed
    /Viva-Regular
    /VladimirScript
    /Vrinda
    /Webdings
    /Westminster
    /Willow
    /Wingdings2
    /Wingdings3
    /Wingdings-Regular
    /WNCYB10
    /WNCYI10
    /WNCYR10
    /WNCYSC10
    /WNCYSS10
    /WoodtypeOrnaments-One
    /WoodtypeOrnaments-Two
    /WP-ArabicScriptSihafa
    /WP-ArabicSihafa
    /WP-BoxDrawing
    /WP-CyrillicA
    /WP-CyrillicB
    /WP-GreekCentury
    /WP-GreekCourier
    /WP-GreekHelve
    /WP-HebrewDavid
    /WP-IconicSymbolsA
    /WP-IconicSymbolsB
    /WP-Japanese
    /WP-MathA
    /WP-MathB
    /WP-MathExtendedA
    /WP-MathExtendedB
    /WP-MultinationalAHelve
    /WP-MultinationalARoman
    /WP-MultinationalBCourier
    /WP-MultinationalBHelve
    /WP-MultinationalBRoman
    /WP-MultinationalCourier
    /WP-Phonetic
    /WPTypographicSymbols
    /XYATIP10
    /XYBSQL10
    /XYBTIP10
    /XYCIRC10
    /XYCMAT10
    /XYCMBT10
    /XYDASH10
    /XYEUAT10
    /XYEUBT10
    /ZapfChancery-MediumItalic
    /ZapfDingbats
    /ZapfHumanist601BT-Bold
    /ZapfHumanist601BT-BoldItalic
    /ZapfHumanist601BT-Demi
    /ZapfHumanist601BT-DemiItalic
    /ZapfHumanist601BT-Italic
    /ZapfHumanist601BT-Roman
    /ZWAdobeF
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 150
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 2.00333
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /ColorImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 150
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 2.00333
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /GrayImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 600
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.00167
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (None)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<

    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000410064006f006200650020005000440046002065876863900275284e8e55464e1a65876863768467e5770b548c62535370300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef69069752865bc666e901a554652d965874ef6768467e5770b548c52175370300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ESP <>
    /FRA <>
    /GRE <>

    /HRV (Za stvaranje Adobe PDF dokumenata pogodnih za pouzdani prikaz i ispis poslovnih dokumenata koristite ove postavke.  Stvoreni PDF dokumenti mogu se otvoriti Acrobat i Adobe Reader 5.0 i kasnijim verzijama.)
    /HUN <>
    /ITA (Utilizzare queste impostazioni per creare documenti Adobe PDF adatti per visualizzare e stampare documenti aziendali in modo affidabile. I documenti PDF creati possono essere aperti con Acrobat e Adobe Reader 5.0 e versioni successive.)
    /JPN <>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020be44c988b2c8c2a40020bb38c11cb97c0020c548c815c801c73cb85c0020bcf4ace00020c778c1c4d558b2940020b3700020ac00c7a50020c801d569d55c002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken waarmee zakelijke documenten betrouwbaar kunnen worden weergegeven en afgedrukt. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /ENU (Use these settings to create Adobe PDF documents suitable for reliable viewing and printing of business documents.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
  >>
>> setdistillerparams
<<
  /HWResolution [600 600]
  /PageSize [612.000 792.000]
>> setpagedevice


