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1 ABSTRACT

This paper explores which learning environments — geared towards career learning in students —
contribute to the acquisition of career competencies in students attending pre-vocational,
secondary and higher vocational education. The learning environment is laid out into the
organization of the curriculum and career guidance. The study makes a distinction between three
career competencies: career reflection, career forming and networking. Two quantitative studies
(8325 students and 537 teachers in total) in pre-vocational, secondary and higher vocational
education took place in order to study the relationship between aspects of the learning
environment and career competencies. A case study in secondary vocational education provides a
description of what happens in conversations between the student, the teacher and a mentor from
placement. Conversations are observed and analysed from a career learning perspective for
formal characteristics, content, form, and relational components. The results show that career-
directed guidance at school and on the job — including a dialogue with the student about concrete
experiences that are focused on the future — contributes most to career competencies in students.
Also a learning environment which is practice based and in which students have the opportunity
to have a say in what and how they learn, contributes to career development of students.

2  INTRODUCTION

At the core of education lies an important, inherently pedagogic task, perhaps best put forward in
Seneca’s “non scolae sed vitae discimus” (it’s not for school but for life that we learn). Our
modern, rapidly changing knowledge society (Meijers, 1995; Kuijpers, Meijers & Winters, 2009)
poses new challenges to life, and to working life in particular: employees feel pressured to be
flexible and show high ‘employability’ (Thijssen, 1998) as they are faced with unpredictable
career paths that go beyond the scope of a job or organisation (Arthur, 1994; Defillipi & Arthur,
1994). To prepare students for these employee challenges, we believe that:

) students will have to (learn to) take responsibility for directing their own careers
(Giddens, 1991; Savickas, 2001; Meijers & Wardekker, 2002; Kuijpers &
Scheerens, 2006);

2) education must rise above its role as (mere) training centre where knowledge and
skills are transferred, and become a ‘career centre’ aimed at guiding students in
their — study and professional — career development (Geurts, 2007).



Enabling students to gradually take responsibility for directing their career and thus be (more)
self-directing, requires that they learn specific competences (Blustein, 1992; Dawis, 1996;
Savickas, 2001) — we call them career competencies here (Kuijpers, 2006a,b) — that steer the
development of a person’s career in a particular direction. Kuijpers (2003) has developed an
instrument to measure career competencies in employees, which was used — with small
adaptations — in the survey concerning students in Dutch pre-vocational and secondary vocational
education. The following competencies were demonstrated (Kuijpers, Meijers & Bakker, 2006):

o career reflection: reflective behaviour based on experiences and choices to
reveal qualities and motives that are important for the future;

o career forming: proactive behaviour that influences the course of one’s career
by researching jobs, making deliberate decisions and taking action to make
sure jobs and study match with one’s personal qualities and motives;

o networking: interactive behaviour to build and maintain contacts on the
internal and external job market, aimed at career development.

But how can these career competencies be acquired and developed? In the following paragraphs,
we will describe the results of two quantitative studies (in pre-vocational, secondary vocational
and higher vocational education) based on questionnaires and one qualitative study (in secondary
vocational education) which analyses what happens in vocational training conversations between
the student and his/her mentors from school and placement.

3 THE LEARNING ENVIRONMENT, IN SURVEY

The first study reported in this paper is a survey among students in (pre)vocational (n=3505, in
2006) and higher (n=4820, in 2008) vocational education. The aim is to highlight the aspects of
the learning environment related to the development of career competencies in students, taking
into account personal and situation-bound factors (illustrated in figure 1 below).
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Figure 1. Research model, with * indicating factors only included in the 2008 study.



The instrument, a self-evaluation questionnaire, was disseminated among student from multiple
educational settings (over 45 schools, randomly selected) across the Netherlands. Data were
analysed using multi -level analysis and regression analyses.

Our research findings suggest that a career-oriented learning environment is only achieved when
students get a chance to reflect on relevant work experiences and when they are guided to make
choices that are important for their future. As for this last factor, results show that many
individual discussions with students are held by teachers and guidance counsellors. These
conversations only contribute to the development of student career competencies when they take
place in the form of a dialogue, in which the students learn to give direction to their own careers.

Instruments like the PDP and the portfolio are rarely used and when they are, they are used to
successfully complete the program of study, but not as an instrument to conduct a dialogue about
careers (see also Mittendorff et al., 2008). Both in prevocational, secondary vocational and higher
vocational education students report that little guidance is given about making choices (what,
why, where, how and with whom to learn) to achieve satisfying study and career choices.

The research question whether the learning environment contributes to the presence of career
competencies is answered affirmatively in both studies in vocational education. Even when
personal and situation-bound factors are taken into consideration, the characteristics of the
learning environment significantly influence the development of students’ career competencies.
In particular career dialogues in school and in practice (the workplace during placement) prove to
be crucial: both contribute to career reflection, career forming and networking and do this more
strongly than personal factors.

In groups in which a career method or PDP is used, students report that they reflect more on their
careers. Also in groups in which students at risk to drop out are talked to, reflection is more
common. However, this doesn’t mean that these students are able to give more direction to their
careers (career forming). The more traditional forms of career guidance, such as discussions with
the school counsellor and career choice tests, do not correlate with career competencies.

In other words, in order to encourage students to become self-directed, it is to be recommended
that those guiding students at school and in the workplace help students to discover their own
capabilities and motivation. Students must learn to make their own choices about what they want
to learn and be able to articulate why they want to learn it. They should be encouraged and guided
to engage in activities that help them achieve their learning goals. Concrete experiences in the
workplace and assignments in school are powerful starting points to get students to reflect and
orient themselves with regard to their future. The dialogue, with an active role for the student as
well, is crucial for the development of career competencies.

A strong career oriented learning environment not only requires that the student is given the
chance to participate in the dialogue, but also that the learning environment is practice- and
inquiry-based. By practice-based, we mean that the student gets a chance to experience many and
varied real-life activities. This has a proven effect in our studies on competencies career forming
and networking. We use inquiry-based to express the active role of the student in his/her learning
process, as opposed to supply-based education. But! Organizing practice-based and inquiry-based
education is not enough to convince students to demonstrate career competencies. In order to
acquire career competencies, it seems that the curriculum should not primarily focus on the use of
certain methods and techniques, but on the creation of a career dialogue in school and practice.

So the important conditions to organizing a career learning environment are:

(1) practice-based



(2) inquiry-based
(3) dialogical

Table 1 summarizes the results (scale 1 to 4) from both quantitative studies mentioned above, for
students in pre-vocational, secondary vocational and higher vocational education.

Table 1. Summary of questionnaire studies.

Pre-vocational and Higher vocational E

secondary vocational E

Learning environment

°practice-based 2,7 2,61
°inquiry-based 2,3 2,39
°dialogical 2.4 2,58
Career competencies

°career reflection 2,7 2,57
°career forming: work exploration 24 2,43
°career forming: career steering 2,25
°networking 2.4 2,38

These results show that in the schools (random selection of Dutch schools) the critical factors for
a career learning environment are hardly present. According to the students the learning
environment is only to a small extend practice-based (and that is a surprising result for vocational
education) and not inquiry-based and dialogical. Therefore, it is not surprising that students
hardly develop career competencies.

4 CAREER DIALOGUE, IN VIDEO-ANALYSIS

In this section we present de results of an exploratory study as to what happens in the
conversations between students, teachers and mentors from placement within Dutch secondary
vocational education. This study is part of an ongoing research and development project called
‘career learning in competence-based education’, initiated by The Hague University as a response
to the research results presented above concerning career learning environments. The broad aim
of the project is to map (research component) and stimulate (development component) the
communication between the student and his/her teacher and mentor from placement.

In 2007-2008 the project group finished a baseline measurement for career guidance at the
school. Among the methods to map career orientation and guidance was the analysis of actual
conversations (n=24, all from one specific school for secondary vocational education in the
Netherlands) between students, teachers and mentors from placement. We analysed the
conversations based on a theoretical framework, and answered the following questions:

(1) Who is talking and for how long? (formal characteristics)

(2) What are they talking about? (content)




(3) How much time is spent on informative, affective, reflective and/or activating
components? (form characteristics)

(4) Is there a conversation with, against or about the student? (relationship)

Formal characteristics

Table 2 illustrates that the student and the mentor from practice talk relatively little (21% and
24% respectively), especially when compared to the proportion of time the teacher is talking
(53%, so more than half of the conversation on average). Looking more at the content — not who
is talking, but who is asking the questions and deciding the theme — the difference in proportions
becomes more extreme: some 57% of what is said answers to the agenda of teachers/school,
while the input of mentors from placement and students remains limited to 11% and 5%
respectively (for 27% of conversation time, there’s no clear input from one of the three parties).

Table 2. Overview of conversation time and who’s talking.

Student Teacher  Mentor from placement Total
Sum for 24 conversations | 2u 38m 23s  6u 07m 33s 3u 10m 52s 12u 10m 52s
Mean per conversation | ¢, 36 15m 19s 7m 57s 30m 27s
(time)
Mean per conversation 21% 539, 4%,
(percent)
Weighed mean for
different departments 6m 47s 16m 02s 8m 04s 31m 23s
(time)
Weighed mean for
different departments 21% 53% 24%
(percent)
Content

The most important question, given the exploratory nature of our study, was what the
conversation is actually about. Table 3 (section a) shows clearly that the largest amount of time in
these conversations (40%) goes to matters that don’t fit our presupposed categories of content
(‘other”). This turns out to be mainly administration, e.g. discussing an instrument for vocational
training and filling out forms where — what they call - competences' are assessed. This doesn’t
inspire a substantive conversation and is therefore mentioned separately.

When the conversation does discuss contents, it is mainly (32% of total time) about the student’s
study trajectory. More specifically (section b) most of the time goes to the assessment of learning
goals, often put forward by the school using competence-checklists (53% of time). This is mainly
summative (41%) and only little formative (12%) evaluation. By comparison, the time spent on
asking students about their training in practice (33%, of which 25% in general) or in school (14%,
of which 9% in general) is more limited.

' The notion competence is used here for learning goals posed by the school.



Table 3. Subjects in conversations, by theme.
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The student’s personal life and hobbies are hardly ever the subject of bpv-conversations (0%,
section a). During informal moments before and after the actual conversation this might be
mentioned (as witnessed by the researcher), but this information seems to be of no importance to
teachers and mentors in placement during the formal conversation.

The remaining time is divided among the categories of career and profession (14% each, section
a). In the trialogue hardly any (4%, section d) evolution in vocational education and training is
discussed, more often (41%) generalities about the practice and mostly (55%) expectations on the
professional attitude of students in the workplace and future employees are mentioned.

Of the five career competences discussed by Kuijpers (2003), it’s mainly reflection on qualities
and making career decisions that are discussed (39% and 40% respectively, section c). This
means a — superficial — evaluation of the skills the student does or doesn’t have and what the next
step to take might be. If the conversation about the career continues at all, either the motives of
the student are discussed (13%) or what work looks like in a particular sector of employment
(work exploration, 7%). Only rarely is the conversation about contacts that are important in
getting started in a certain profession (networking, 1%).

Form

Besides the content of training conversations, we have also studied their form. More specifically
it’s about the portions of time spent on giving relevant information to the student (informative),



showing — positive or negative — appreciation (affective) and stimulating reflection (reflective)
and action (activating). Table 4 shows these proportions for the different departments.

Table 4. Proportion of time spent on various form components (per department).

Informative  Affective Reflective Activating
Economy 16% 24% 10% 7%
Health care 27% 11% 14% 10%
ICT 8% 18% 2% 1%
Technique 13% 45% 3% 3%
TOTAL 16% 26% 8% 6%

The component that gets the most time in training conversations, is the affective component. On
average 26% of the time goes to the appreciation of students (and their competences); often this is
related to learning goals. The informative component also gets an important part (16%) of
conversation time. Both of these components combined form a more help-oriented approach to
student guidance. The other components combine to form a more career-oriented approach. The
analysis of these 24 conversations shows a relatively marginal position for the reflective and
activating component (8% and 6% respectively). Students get their mentors’ advice in these
conversations in the form of an (expert) opinion, but the step to growth in the students is not
made explicitly. The conversation goes further without an invitation to reflect upon this message
or to take action. This implies that the potential of the conversation as formative evaluation gets
lost in translation (see content).

Relationship

The analysis of training conversations has shown that mentors (in school and placement)
communicate mostly against (65%) and about (21%) students, and hardly with (9%) them. In a
qualitative description of a typical training conversation, the student is not portrayed as an equal
partner in conversation. He/she seems trapped between two professional opinions and responds
by either remaining passive or (merely) reacting to what is being said. Since the student has little
opportunity to offer a personal opinion, that opinion cannot be picked up in the conversation.

S DISCUSSION

The results of the quantitative studies made it clear that education as career centre, aimed at
guiding students in their career (competencies) development, requires the combination of
problem-based and inquiry-based methods in a dialogical context in the learning environment
(Meijers, Kuijpers & Bakker, 2006). In problem-based education real-life problems are the
starting point for learning and learning assignments (Bailey, Hughes & Moore, 2004; Collins,
Brown & Newman, 1989). Mott et al. (1999) and Cohen-Scali (2003) illustrate how real-life
experiences in a professional setting have a beneficial influence on the development of career
competences. In inquiry-based education students are allowed to have an active role
(participation) and control over their own learning process (Boekaerts & Simons, 1993; Duffy &
Cunningham, 1996; Simons, Linden & Duffy, 2000; Bruijn, 2006). Weick and Berlinger (1989)
and Voncken and Breemer (2008) illustrate the beneficial influence on students’ self-directedness
in the career.



But most important proved to be the dialogical context. The career dialogue is a conversation
between the student and his/her mentor about the meaning of things the student experiences in
real-life assignments in the school and in practice, and about the impact on the student’s life and
his/her professional career (Meijers & Kuijpers, 2007). The aim of the conversation is to make
connections between relevant experiences for the student from the professional world on the one
hand, and the developing self and professional ‘identity’ on the other. Meijers, Kuijpers and
Bakker (2006) illustrate that a career dialogue in school and practice contributes to the formation
of career competencies and their use in actual choice-making and learning experiences. But how
is student guidance organized in reality?

Training conversations have the potential to live up to the three conditions of stimulating learning
environments for career learning. The results of the qualitative study show however that this
potential is hardly utilised. Training conversations discuss the most successful way to a degree
and not necessarily to a career in practice. It was shown that students have a marginal role in the
conversation, while teachers (school’s agenda) dominate. While career learning is addressed in
the conversations, the traditional culture in schools prevents the conversations from being
stimulating. This first exploration of what actually happens in training conversations (as a
prototype of student guidance) aims to be an eye-opener regarding the challenges to coaching and
mentoring in modern education. The ambition of our broad project ‘career learning in
competence-based education’ is not only to define what works (knowledge creation), but to
actually try out, evaluate and redefine initiatives for ‘good practice’.

6 REFERENCES

Arthur, M. (1994). The boundaryless career: a new perspective for organizational inquiry.
Journal of Organizational Behavior, 15,295-306.

Bailey, T.R., Hughes, K.L. & Moore, D.T. (2004). Working Knowledge. Work-Based Learning
and Education Reform. New York: RoutledgeFarmer.

Blustein, D.L. (1992). Applying current theory and research in career exploration to practice.
Career Development Quarterly, 41, 174-184.

Bockaerts, M. & Simons, P. (1993). Leren en instructie: psychologie van de leerling en het
leerproces. Assen: Van Gorcum.

Bruijn, E. de (2006). Adaptief beroepsonderwijs. Leren en opleiden in transitie. ’s-
Hertogenbosch: Cinop.

Cohen-Scali, V. (2003). The influence of family, social and work socialization on the
construction of the professional identity of young adults. Journal of Career Development, 29 (4),
237-249.

Collins, A., Brown, J.S. & Newman, S.E. (1989). Cognitive apprenticeship: teaching the craft of
reading, writing and mathematics. In L.B. Resnick, Knowing, learning and instruction (pp. 347-
361). Hillsdale, NJ: Lawrence Erlbaum.

Dawis, R.V. (1996). Vocational psychology, vocational adjustment, and the workforce: some
familiar and unanticipated consequences. Psychology, Public Policy, and Law, 2, 229-248.

Defillippi, R.J. & Arthur, M.B. (1994). The boundaryless career: a competency based perspective.
Journal of Organizational Behavior, 15:4, 307-324.

Duffy, T.M. & Cunningham, D.J. (1996). Constructivism: Implications for the design and
delivery of instruction. In D. Jonassen (Ed.), Handbook of Research for Educational
Communications and Technology (pp. 170-198). New York: Simon & Schuster Macmillan.



Geurts, J. (2007). Het gaat om talentvol vakmanschap. ROC als loopbaancentrum. Gids voor
Beroepsonderwijs en Volwasseneneducatie. Deventer: Van Loghum.

Giddens, A. (1991). Modernity and self-identity: Self and society in the late modern age.
Cambridge: Polity Press.

Kuijpers, M. (2003). Loopbaanontwikkeling, onderzoek naar competenties. PhD-thesis.
Enschede: Twente University Press.

Kuijpers, M., Meijers, F. & Bakker, J. (2006). Krachtige loopbaangerichte leeromgevingen in het
(v)mbo: hoe werkt het? Driebergen: HPBO.

Kuijpers, M.A.C.T. & Scheerens, J. (2006). Career competencies for the modern career. Journal
of Career Development, 32 (4), 303-319.

Kuijpers, M.A.C.T. & Scheerens, J. (2006). Career Competencies for the Modern Career. Journal
of Career Development, 32(4), 303-319.

Kuijpers, M., Schyns, B. & Scheerens, J.(2006). Career Competencies for Career Success. Career
Development Quarterly, 55 (2), 168-179.

Meijers, F. (1995). Arbeidsidentiteit. Studie- en beroepskeuze in de post-industriéle samenleving.
Alphen aan den Rijn: Samsom H.D. Tjeenk Willink.

Meijers, F. & Kuijpers, M. (2007). De creatie van een krachtige loopbaangerichte leeromgeving:
monoloog, dialoog of trialoog? Handboek Effectief Opleiden, 44, 129-141

Meijers, F., Kuijpers, M. & Bakker, J. (2006). Over leerloopbanen en loopbaanleren:
loopbaancompetenties in het (v)mbo. Driebergen: HPBO.

Meijers, F. & Wardekker, W. (2002). Career learning in a changing world: the role of emotions.
International Journal for the Advancement of Counselling, 24 (3), 149-167.

Mittendorff, K., Jochems, W., Meijers, F., & Brok, P. den (2008). Differences and similarities in
the use of the portfolio and personal development plan for career guidance in various vocational
schools in The Netherlands. Journal of Vocational Education & Training, 60:1, 75-91.

Mott, B.W., Callaway, C.B., Zettlemoyer, L.S., Lee, S.Y. & Lester, J.C. (1999). Towards
narrative-centered learning environments. In: Proceedings of AAAI Symposium on narrative
intelligence. Capa Cod, MA.

Savickas, M.L. (2001). A developmental perspective on vocational behaviour: career patterns,
salience, and themes. International Journal for Educational and Vocational Guidance, 1, 49-57.

Simons, R.J., Linden, J. van der, & Duffy, T. (Eds.) (2000). New learning. Dordrecht: Kluwer.

Thijssen, J.G.L. (1998). Employability: conceptuele varianten en componenten. Utrecht: FSW
Universiteit Utrecht.

Voncken, E. & Breemer, F. (2008). Een rol van betekenis; deelnemerbetrokkenheid bij de
innovatie van het primaire proces in het mbo. Amsterdam: Max Goote Kenniscentrum.

Weick, K.E. & Berlinger, L.R. (1989). Career improvisation in self-designing organizations. In
M.B. Arthur, D.T. Hall & B.S. Lawrence (Eds.), Handbook of Career Theory (pp. 313-328).
Cambridge: Cambridge University Press.

OBSERVE: Recommendable paper length up to 8 pages; in no case exceeding 10 pages.




<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /All
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Warning
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJDFFile false
  /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 false
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /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 ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /Description <<
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000500044004600206587686353ef901a8fc7684c976262535370673a548c002000700072006f006f00660065007200208fdb884c9ad88d2891cf62535370300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef653ef5728684c9762537088686a5f548c002000700072006f006f00660065007200204e0a73725f979ad854c18cea7684521753706548679c300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /DAN <>
    /DEU <>
    /ESP <>
    /FRA <>
    /ITA <>
    /JPN <>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020b370c2a4d06cd0d10020d504b9b0d1300020bc0f0020ad50c815ae30c5d0c11c0020ace0d488c9c8b85c0020c778c1c4d560002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken voor kwaliteitsafdrukken op desktopprinters en proofers. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /PTB <>
    /SUO <>
    /SVE <>
    /ENU (Use these settings to create Adobe PDF documents for quality printing on desktop printers and proofers.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /ConvertColors /NoConversion
      /DestinationProfileName ()
      /DestinationProfileSelector /NA
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements false
      /GenerateStructure true
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles true
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /NA
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /LeaveUntagged
      /UseDocumentBleed false
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


