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Abstract

Sociologists of education have explored the relationship between students’ postsecondary aspirations and
their propensity to get ‘‘cooled out’’ in community colleges. However, researchers have directed little
attention to students whose aspirations remain stable over long periods of time or to the different roles
that college degree goals play in the lives of disadvantaged students. Using four waves of longitudinal inter-
views, I examine the reasons why low-income women hold steady to their aspirations for college degrees
over a three-and-a-half-year period. I argue that holding steady not only reflects rational expectations
about future employment opportunities, but it also generates moral status in the face of marginalization
and facilitates the navigation of personal relationships. I use the concept of an ‘‘ambition imperative’’ to
demonstrate how aspirations for college attainment are a means of asserting moral status and pursuing
virtuous social membership. This article contributes to theories of aspirations and offers an alternative
explanation of the institutional effects of community colleges in the lives of students.
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Large numbers of community college students

aspire to bachelor’s degrees, but relatively few

attain them (Anderson 1981; Brand, Pfeffer, and

Goldrick-Rab 2014; Goldrick-Rab 2010; Kane

and Rouse 1999; Rouse 1995). To explain this dis-

crepancy between aspirations and outcomes,

scholars have drawn together, in varying degrees,

four factors affecting student experiences: (1)

broad cultural frameworks of educational attain-

ment, (2) political-economic structures, (3) institu-

tional arrangements, and (4) interactions between

marginalized students and institutional actors

(Clark 1960; Dougherty 1994; Karabel 1972; Pas-

carella, Wolniak, and Pierson 2003). Clark (1960)

initiated this approach when he proposed that

community colleges help resolve a key contradic-

tion between cultural support for widespread post-

secondary aspirations and the structural limits on

labor market opportunities for bachelor’s degree

holders. They do this by ‘‘cooling out,’’ or softly

denying, the aspirations of poorly prepared and

marginalized students. Over time, these students

voluntarily withdraw from the competition for

bachelor’s degrees. However, Clark based his

analysis of cooling out on social scientific assump-

tions about student responses to institutional pres-

sures rather than empirical data that showed

changes in aspirations. As subsequent scholars fol-

lowed this approach, they relied on similar
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assumptions. Only recently have scholars begun to

track student aspirations empirically.

We now have a large body of research showing

that college aspirations are far more widespread

today than they were at midcentury (Reynolds et

al. 2006; Schneider and Stevenson 1999) and

that cooling out is a significant social phenome-

non. But while some students do lower their aspi-

rations after enrolling in community college, it is

much more common for students’ aspirations to

‘‘hold steady’’ over long periods of time. Even as

they make little headway toward degree comple-

tion, students maintain a belief that they will finish

their education (Alexander, Bozick, and Entwisle

2008; Rosenbaum, Deil-Amen, and Person

2006). Why and how does this happen? What

are the social bases of community college going

that shape one’s decision to hold steady?

To investigate the phenomenon of persistent

aspirations in contexts of slow or impeded prog-

ress, I examine community college students’ moti-

vations to hold steady and the cultural frameworks

they use to maintain their aspirations. I base this

analysis on four waves of semistructured inter-

views with 23 low-income female community col-

lege students. I argue that the women in this study

use two dominant narratives to explain their per-

sistent college aspirations, which I call pragmatic

job seeking and moral self-improvement. My data

reveal that the vast majority of respondents hold

steady as a result of structural barriers to middle-

class jobs. Faced with the prospect of low-wage

work and insecure employment, these women

draw on a narrative that links degree attainment

with good jobs, which serves as a solution to prob-

lems, such as forming families in conditions of

hardship or managing the dissolution of their rela-

tionships. Yet their aspirations are not simply

a reflection of instrumental job seeking and prob-

lem solving. Rather, they also use a narrative of

moral self-improvement that combines a belief in

higher education as the main source of social

mobility with a belief in high aspirations as indica-

tors of moral worth and ethical social membership.

Because educational aspirations are moral laden,

respondents use their college aspirations to (1)

draw boundaries between themselves and other

disadvantaged people, (2) challenge stereotypes

about poor and minority groups, and (3) manage

difficult relationships with significant others.

Together, these narrative frameworks function

as an ambition imperative that makes it difficult

to change course in the face of disconfirming

evidence that a college degree is attainable or

worth the time, cost, and effort. Adherence to

this social injunction to be ambitious signals

high moral status while equating cooled-out aspi-

rations with laziness, irresponsibility, and other

socially undesirable qualities. I argue that the

social identity conferred by community colleges,

their open-access structure, and the vocational

character of higher education more generally ena-

bles these students to adhere to this ambition

imperative by providing narrative material that

can be incorporated into individual life stories.

As a result, community college contributes to

both the stubbornness of aspirations and a form

of moral equity, even for students who never finish

a degree.

COMMUNITY COLLEGES AND
STUDENT ASPIRATIONS

Early studies of community colleges were consis-

tent with broader social scientific concerns about

the tendency of democratic societies to produce

more ambition than opportunity (Merton 1957;

Stinchcombe 1964; Turner 1960). Clark

(1960:570) argued that the ideology of equal

opportunity, popularly interpreted as unlimited

access to higher education and institutionalized

in the open-access policies of community colleges,

encourages ‘‘the aspirations of the multitude.’’ Stu-

dents, many of whom are unqualified for college,

are also driven by necessity as educational require-

ments for high-status jobs increase. Clark claimed

that the popular demand for postsecondary creden-

tials creates a problem of blocked opportunity for

a majority of students, because the number of

high-status jobs is limited by the hierarchical

structure of the economy.

Theories of ambition management suggest that

in the face of limited opportunities, institutional

processes must structure and legitimate failure

(Brint and Karabel 1989). In the absence of such

processes, society risks widespread psychological

distress and social deviance due to dissociation

between culturally prescribed aspirations and

structural limits to their realization (Merton

1957). Clark (1960) argued that mechanisms

such as counseling, remediation, and self-

assessment gradually guide low-ability students

away from the transfer track and toward voca-

tional programs or dropping out altogether. In

the process, students abandon their aspirations
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for a bachelor’s degree. Because community col-

leges appear to structure both aspirations and fail-

ure, Dougherty (1994) refers to them as contradic-

tory colleges.

The generally assumed connection in commu-

nity college research between structural condi-

tions, institutional practices, and student aspira-

tions has a theoretical basis. For instance,

Clark’s (1960) analysis of gradual institutionalized

discouragement is consistent with Turner’s (1960)

account of the U.S. education system as one based

on a norm of contest mobility. According to the

cultural logic of the contest, schools give less

able students repeated opportunities to compete

for educational attainment until they voluntarily

withdraw from the status competition. Clark’s

social-psychological conclusions about lowered

aspirations correspond with practice-theoretical

approaches that predict aspirations will tend to

align with class-based probabilities for success

over time (Bourdieu 1977). This suggests that

poorly prepared, nontraditional students will gradu-

ally abandon aspirations for transfer and bachelor’s

degrees as they struggle to earn credits and do not

have their particular experiences recognized or val-

idated. Parsons’ (1953) contention that a lower-

class preference for security over success (Morgan

2005) and Willis’s (1977) observation that work-

ing-class youth actively validate manual labor—-

both of which lead lower-class students to develop

aspirations for work instead of school—further sug-

gest that struggling community college students

will lower their aspirations toward more vocational

aims. Taken together, this work forms a robust the-

oretical argument for cooling out.1

However, recent research challenges the

assumption that low attainment among community

college students is associated with lowered aspira-

tions. Drawing on a national sample of beginning

community college students, Rosenbaum and col-

leagues (2006) found that over a five-year period,

the majority of respondents maintained their aspi-

rations. Nearly 70 percent of the sample, including

more than 40 percent of those considered drop-

outs, maintained the same goal over a five-year

period. Looking more closely at students who

hold steady, Alexander and colleagues (2008)

found that students who are college oriented in

high school tend to be college oriented 10 years

later, regardless of enrollment patterns. Among

students with expectations for a bachelor’s degree

in the 12th grade, more than 60 percent expected

a bachelor’s degree at age 22, and nearly a quarter

continued to hold steady at age 28. When those

holding steady at age 28 are combined with those

who had already completed a bachelor’s degree,

fully half of students with expectations for a bach-

elor’s degree in the 12th grade had either main-

tained their aspirations for a full decade,

rebounded from a period of lowered aspirations,

or graduated with the desired degree. Even

respondents who never attended college but

expected, in the 12th grade, to eventually earn

a bachelor’s degree held steady at similar rates

at ages 22 and 28.

These findings call for empirical study and new

theoretical approaches. Clark (1960) recognized

that by the second half of the twentieth century,

high-status work opportunities for high school

graduates had begun to erode, and social pressure

for a college-educated populace was on the rise.

These forces pushing students into college were

part of a broad transformation of college going

into a moral as well as pragmatic pursuit. At the

same time, the institutional processes that led to

lowered aspirations changed. As a result, past the-

ories of class-based aspiration formation and

change are insufficient to explain these processes

among current community college students. While

cooling out may have been widespread in previous

decades, large numbers of people holding steady

today indicate an important shift in the character

and function of college aspirations.

The Contemporary Context of College
Aspirations

Since Clark (1960) first proposed the idea of cool-

ing out, there have been important changes in the

cultural, structural, institutional, and interactional

contexts surrounding community college. Cultur-

ally, there has been a shift to the ‘‘college-for-

all’’ era, characterized by the widespread belief

that all students can and should attend college

(Rosenbaum 1997). Similarly, beliefs in the neces-

sity of a college education to attain high-status

work have solidified into an ‘‘education gospel,’’

which stipulates that at least some college educa-

tion is required for the knowledge-based, flexible

jobs of the future (Grubb and Lazerson 2005;

Reich 1991). Corresponding to this narrative of

structural change is a sharp rise in the college

wage premium, or the relative incomes paid to

degree holders, that began in the 1980s and contin-

ues to the present (Goldin and Katz 2008). Over
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the same period, wages have fallen and job quality

has declined for workers without at least some col-

lege (Dudley 1994; Hatton 2011; Kalleberg 2011;

Sennett 1998; Weiss 1990). These structural

changes altered the typical trajectories of both

college- and non-college-educated adults, thereby

changing the character of the decision to go to col-

lege altogether.

Rosenbaum and colleagues (2006) found that

community colleges have largely institutionalized

these cultural and structural shifts, which has

altered how students interact with teachers, counse-

lors, and others associated with the school. For

instance, they found that students encounter

a wide range of institutional actors, particularly,

faculty, who encourage bachelor’s degree aspira-

tions and try to minimize the stigma attached to

remediation for poorly prepared students (see also

Bahr 2008). There is also a general lack of access

to information about students’ trajectories and alter-

native, non–bachelor’s degree pathways, in contrast

to the careful documentation of failure presented to

students that Clark (1960) witnessed. Vocational

tracks no longer serve as barriers to transfer in the

way they might have in the past; occupational edu-

cation routinely requires academic work and

includes four-year programs (Brint 2003; Grubb

1996). Tighter links between vocational and aca-

demic tracks reflect a trend toward vocationaliza-

tion and what Brint (2002) calls the ‘‘practical arts’’

in higher education more generally (see also Brint

et al. 2005; Mullen 2011). Altogether this amounts

to ‘‘a ‘hidden curriculum’ of transfer’’ for all stu-

dents, regardless of prior academic preparation,

current academic progress, or future academic and

professional interests (Rosenbaum et al. 2006:62).

Yet, many young adults aspiring to a bachelor’s

degree have little or no interaction with the com-

munity college, so one might question the impact

of purported institutional effects. Even in cases

where students do spend long periods of time in

community college, it is unclear whether this hid-

den curriculum of transfer is responsible for stu-

dents holding steady. Another approach is to con-

sider the role that community colleges play in

defining persons, roles, and statuses. Meyer

(1977) proposes that the legitimating effects of

education shape people’s behavior beyond the

effects of any particular educational experience.

Schools as an institutional system have ‘‘charters’’

to define people, and students tend to adopt social

identities associated with the positions that schools

give access to. In other words, students become

the people that schools are expected to produce,

and their education is ‘‘more durable than work

or income, more stable than family life and rela-

tions, and less subject to market fluctuations than

‘real’ property’’ (Meyer 1977:62).

The link between higher education and societal

well-being also means that the kinds of people

who go to college are morally distinct from those

who do not. In today’s ‘‘schooled society,’’ educa-

tion, particularly, higher education, shapes and

gives access to the values, ideas, and norms that

constitute mainstream culture (Baker 2014).

Bosses, parents, and strangers recognize the role

of the educated person in the schooled society.

As a result, community colleges’ chartering func-

tion makes them a valuable resource for people to

develop narratives of moral self-improvement. It

makes community college, and higher education

more generally, a tool for drawing moral bound-

aries, challenging stereotypes, and negotiating

relationships with others.

In this article, I ask two questions. First, why do

community college students hold steady rather than

form new aspirations when obstacles slow or impede

academic progress? Second, how do they hold

steady? Aspirations must be plausible to both the

person who aspires and the person with whom he

or she shares his or her aspirations; narratives are

ineffectual when the sequence of events does not

fit with the overall plot or the character of the story

does not fit the expectations of the listener (Polletta

et al. 2013). As a result, holding steady is simulta-

neously a social imperative and a social accomplish-

ment that education scholars have so far missed.

With this study, I identify varied purposes and

rich meanings behind holding steady to offer

a fuller account of the role of postsecondary aspi-

rations in young adults’ lives. I depart from the

almost exclusive focus on the college experience

to examine the uses students put their aspirations

to outside of school. I show that these nonschool

purposes are important for maintaining ambition,

and I extend research on postsecondary aspirations

by focusing on their moral quality. In the college-

for-all era, ethical social belonging may be just as

important as socioeconomic attainment in the

decision to hold steady.

DATA, METHODS, AND ANALYSIS

Data for this case study consist of four waves of

in-depth, semistructured interviews with 23 poor
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and working-class young adult women in a large

metropolitan area of Southern California, for

a total of 92 interviews.2 A research team consist-

ing of four researchers, including myself, con-

ducted the interviews in person over a three-and-

a-half-year period from September 2010 to March

2014.

We initially recruited participants from three

community colleges that were part of the South-

eastern Metro Community College (SMCC) dis-

trict.3 These three colleges are part of the largest

community college system in the nation; it con-

sists of 112 colleges. The student population of

the district is approximately 40 percent Latino,

30 percent white, 11 percent African American,

and 5 percent Asian American. The completion

rate for the 2005-to-2008 cohort—the percentage

of students who attained a certificate or degree

or became ‘‘transfer prepared’’ during the three-

year period—was 21.93 percent. The transfer

rate for the 2002-to-2003 cohort showed that 28

percent of first-time students who showed intent

to complete subsequently transferred to a four-

year university within six years (California Com-

munity Colleges Chancellor’s Office 2014).

Transfer figures are generally low, and among

the SMCC student body, Latino and African

American students are underrepresented in the

population of transfers to four-year institutions.

All the women involved in this study were

enrolled at the time of the first interview. In addition

to college enrollment, participation in the study was

based on eligibility for income-based support to

attend community college in California. Support

for low-income students includes CalWORKS, a pro-

gram to support welfare recipients attending school,

and a state-sponsored fee waiver from the California

Community Colleges Board of Governors, com-

monly referred to as the BOG waiver. Recruitment

for interviews involved placing flyers around the col-

lege campuses and asking key institutional actors to

notify qualified students of the opportunity to partic-

ipate in the study. These actors included counselors

and administrators in the CalWORKs, Extended

Opportunities Programs and Services (EOPS), and

Cooperative Agencies Resources for Education

(CARE) offices as well as teachers of remedial

math and English, whose classes disproportionately

serve poor and minority students. Incentives to par-

ticipate were $50 for each of the first three inter-

views and $25 for the fourth interview.

By focusing on poor and minority female stu-

dents, many of whom experience periods of

remediation, this study is well suited to address

the question of holding steady, because the com-

munity college literature predicts that low-income

female students are most susceptible to cooling

out. Scholars often focus on people with similar

backgrounds to illuminate subtle but important

differences. Sociologists have bounded their anal-

yses to marginalized black men (Young 2004),

white female university students (Armstrong and

Hamilton 2013), and college Republicans (Binder

and Wood 2013) to highlight variation within

these groups. Similarly, I am interested in the

range of experiences that are possible from a spe-

cific social location and most visible when certain

characteristics, such as gender, remain constant.

Men and women differ greatly in terms of edu-

cational processes, family responsibilities, and

labor force dynamics. An important distinction

between low-income men’s and women’s posi-

tions is the differential returns to education. While

both tend to benefit greatly from postsecondary

education, low-income women’s employment in

full-time jobs and earnings rise more once they

have completed a bachelor’s degree. By contrast,

low-income men who have access to full-time

work can earn substantially more with less educa-

tion than can low-income women. Full-time

employment and wages are also more stable for

low-income men as their education increases,

which means there is a lower wage premium for

a bachelor’s degree (Ashtiani, Burciaga, and Felic-

iano 2013). As a result, low-income men may have

alternative sources of social mobility and moral

worth. Focusing on women allows me to analyze

the diverse ways of holding steady among the stu-

dents who potentially have the most to lose from

giving up their college aspirations.

Of the 23 women in the study, 13, or just over

half, had one or more children, and 3 women

reported being married in September 2010. Fewer

than 15 percent of undergraduates nationwide are

unmarried parents, but nearly 60 percent of low-

income independent female students—that is,

students not financially dependent on their

parents—are parents, and nearly 40 percent are

unmarried parents (Center for Women Policy

Studies 2004; Goldrick-Rab and Sorensen 2010).

In addition to diverse family types, the women

represent a range of racial and ethnic backgrounds:

nine Latinas, seven black women, three white

women, two Asian American women, and two

women who identify as multiracial. Their average

age was 23 years at the time of the first interview
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and 25 years at the fourth interview. The women

range from 19 to 29 years old at the start of the study

and 22 to 31 years old at the last interview. See the

online appendix for a description of participants.

I interviewed 11 of the women during the first

three rounds of interviewing and all 23 women

during the fourth wave. Twelve of the women

were interviewed by one of three other researchers

in Waves 1, 2, and 3. I personally conducted 56 of

the 92 interviews. Interviews lasted from one-and-

a-half to three-and-a-half hours in a location cho-

sen by the respondent. Researchers asked ques-

tions about interviewees’ life history, social net-

works, school experiences, perceptions of their

own and others’ opportunities, sense of barriers,

and hopes for the future. We were particularly

interested in understanding how students had

come to enroll at the community college and

how they envisioned their educational and occupa-

tional trajectories. By asking for specific exam-

ples, the interviews sought to access narrative rea-

soning (i.e., the meanings behind the frameworks

described and the actions they frame) and get

beyond belief statements aimed primarily at the

honorable presentation of self (Pugh 2013), to

which a study of holding steady conducted by

highly educated researchers may be particularly

susceptible.

Being a white man with an advanced degree

means there is considerable social distance

between the respondents and myself. However,

several similarities helped bridge this gap. For

one, I am the first in my family to graduate from

college, just as most of the women in the study

are first-generation college students. For another,

my academic career is broadly nontraditional. I

attended community college off and on over

a 10-year period before transferring to a public

university, which I communicated with interview-

ees. Moreover, I had small children while in

school, which was an important point of reference

between myself and over half the women I inter-

viewed. Nevertheless, I cannot presume that these

similarities garnered complete trust. Multiple

waves of interviews helped build trust over several

meetings, and the research team and I built rapport

as time went on. The use of multiple interviews

also meant that as the women became more com-

fortable, they were able to revise past statements

or elaborate on details they were initially uncom-

fortable sharing. While this process increased my

confidence in the information we gathered, it

also made me more cautious when it came to

interpreting the data. For this reason, I tried to ana-

lyze particular statements within a broader portrait

of the person generated from all four waves of

interviews and field notes that captured physical

cues and emotional tenors.

Interviews were digitally recorded and tran-

scribed. For each respondent, I briefly summarized

the general narrative of her college aspirations

across all four waves. This allowed me to compare

respondents’ aspirations over time, identify

changes to the general reasoning they offered,

and discover emergent explanations for persistent

aspirations. I approached community college stu-

dents’ aspirations as narratives that function as

plausible stories that help coordinate interactions

in the present and provide actors with ‘‘a sense

of what will or should happen in the future’’

(Steinmetz 1992:499; see also Emirbayer and

Mische 1998; Ewick and Silbey 1995; Somers

1994). Personal and collective narratives are

linked through symbols, linguistic structures, and

vocabularies of motive that constitute and rein-

force existing ideologies and relations of power

and inequality. For example, when participants

described themselves as ‘‘lazy’’ because they did

not go to school while they worked full-time and

cared for their children, they reinforced the belief

that success and virtue are attainable and deserved

through higher education.

Using Atlas.ti, I coded all the interviews

myself.4 I initially read the transcripts for evidence

of holding steady and then relied on open coding

to analyze the data more closely. Drawing on sit-

uational analysis, I sought to identify the range

of human, institutional, and discursive elements

that constituted these women’s experiences

(Clarke 2003). I first generated codes to distin-

guish between the job-seeking and moral explana-

tions for holding steady. Job-seeking explanations

linked education to either finding a job or finding

a better job, such as when one participant who

cleaned houses for a living explained, ‘‘I want to

get a house and a car and a good job, and the

only way I’m gonna do that is if I finish school.’’

Moral explanations broadly linked education to

some personal quality; a student may say she

wants a degree to show herself or others that she

is hardworking, intelligent, or responsible, for

example. I then sought to identify variation within

morality claims, in particular, whom the claims

were aimed toward. Students might direct morality

claims at themselves; at personal relations; at par-

ticular social figures, such as a boss; or at society,
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more generally. From this directional schema, I

distinguished between claims for virtue, boundary

making, challenges to stereotypes, and attempts to

manage relationships.5 Finally, I compared each

student’s explanations across all four interviews

and recoded the transcripts using the final set of

codes while checking for omissions and revisions

in the broader narrative.

At each wave, the majority of students aspired

to transfer to a four-year university, expected to

earn at least a bachelor’s degree, and held steady

over the course of the study but had not transferred

by the fourth interview, three-and-a-half years

later. At the outset of the study, over three quarters

of the women (18 of 23) said they planned to

transfer to a four-year university; 7 of the 18 trans-

fer aspirants had made the transition by the fourth

interview. Among the women who had not trans-

ferred, nine planned on transferring, including

one whose plans had warmed up. Only 3 of the

18 women who originally planned to transfer

were cooled out by the final interview: one aban-

doned her plan to transfer to a four-year university

and left school with no intention of returning,

another lowered her sights from a bachelor’s

degree to a for-profit vocational certificate, and

a third decided to pursue an associate’s degree in

nursing rather than a bachelor’s degree in

nursing.6

Students often responded differently in back-

ground surveys versus interviews, indicating that

pursuits, plans, expectations, and ideals did not

always neatly align. For example, a student might

see herself as pursuing an associate’s degree with

no plan to transfer in the immediate future while

nevertheless expecting to earn a bachelor’s degree

at some point and ideally wanting a master’s

degree later in life.7 Similarly, she may list her

most immediate goals in a survey but express

commitment to alternative aspirations during the

interview, depending on the topic of discussion.

Because degree aspirations are complex and situa-

tional, I define holding steady as maintaining

a degree plan, expectation, or ideal across two or

more points in time, including the final interview.

According to this definition, women could experi-

ence warming-up and cooling-out periods over the

four waves, indicating that aspirations are not per-

fectly linear; these narratives serve a variety of

functions in low-income women’s lives.8 Because

I am concerned with the effects of community col-

lege and the consequences of slow or impeded

progress, I focus on students who have not

transferred to a four-year university, completed

their education, or have not abandoned their edu-

cational goals in all their forms. This means I

direct my attention to 14 of the 23 women

included in the study.9

PRAGMATIC AND MORAL
ASPIRATION NARRATIVES

Holding Steady for Pragmatic Reasons

Based on the belief that a college degree is neces-

sary to get a good job, the women in this study

made clear connections between the two. In part,

they echoed the belief that middle-class jobs can

be accessed only through college attainment. Their

descriptions of jobs available to people without

a college degree depict poor working conditions

and a lack of opportunities for mobility. In her

third interview, Amy put it succinctly when she

said, ‘‘You have to go to college to get where

you gotta go and that’s it.’’ A 22-year-old white

woman with two kids, Amy has struggled to find

work as a cosmetologist. She had recently been

laid off from a records-keeping job and had ‘‘stop-

ped out’’ of college to search for work. Still out of

school a year later and working irregular hours as

a housecleaner, she reiterated her belief that col-

lege is a necessity if she wants a career, conclud-

ing in her fourth interview, ‘‘I’m not going to get

anywhere or do anything if I don’t finish.’’

The job search was even more challenging for

Patricia, a 28-year-old black woman with a prior

criminal conviction, who recalled during her sec-

ond interview, ‘‘I was adamant on trying to stay

in school ’cause if I leave here, what do I have?

I’ve been looking for a job for almost two years.’’

Other women described a ‘‘bleak future’’ of low-

wage ‘‘grunt work.’’ They reported feeling ‘‘sick

and tired of being sick and tired,’’ restricted from

utilizing their skills by the lack of a bachelor’s

degree. A college degree promises access to

more than just jobs and higher pay; it holds out

the possibility for a wide range of desirable qual-

ities, including autonomy, independence, creativ-

ity, choice, variety, challenge, flexibility, and sta-

bility. While personal narratives are subjective

representations of the opportunity structure, they

nevertheless correspond in meaningful ways to

the actual environment of work, including high

rates of unemployment, degree requirements for

jobs, and the added challenges facing applicants

with criminal records.
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As Silva (2013) documents, access to the

markers of working-class adulthood, such as fam-

ily stability and material goods, has become

increasingly tenuous. For the 21 women in this

study who desired at least a bachelor’s degree, col-

lege solves a range of problems associated with

instability in working-class adult lives. For the

most part, the women in this study viewed degree

attainment as the main mechanism that would pro-

pel them from the world of low-status work to

middle-class work and, beyond that, to middle-

class lifestyles. Routinely imagining the worst

for themselves and their loved ones, they

explained their aspirations as the pursuit of both

security and success. The limited opportunities

available to them without finishing their postsec-

ondary education made them feel a college degree

was a goal they could not give up. This dominant

narrative of pragmatic job seeking conforms to the

expectations of rational decision making. For the

most part, scholars and community college advo-

cates focus on smoothing out this narrative by

facilitating the passage from school to work.

Yet, high-status work and the advantages it prom-

ises are not the only reasons why women in this

study hold steady. Many women expressed con-

cerns with virtuous social membership, a facet of

holding steady that sociologists of education

have so far neglected.

Holding Steady for Virtue

Scholars have observed that the educational aspi-

rations of contemporary youth often exceed their

occupational goals (Reynolds et al. 2006). Consis-

tent with this finding, the women in this study

tended to aspire to more education than their

career goals demanded. The majority of partici-

pants were pursuing bachelor’s degrees because,

as the interviews showed, the bachelor’s degree

is typically understood as a requirement for a par-

ticular job or field of work. When they wrote down

the degree they expect to earn and the degree they

would ideally like to earn, however, the majority

raised their responses to a master’s or professional

degree, and several women indicated that they

expect or ideally would like to earn a doctorate.

For the most part, they desired these postgraduate

degrees for reasons other than career attainment.

This gap between what students believe is neces-

sary and what they ultimately hope to achieve

indicates that education aspirations are not simply

rational responses to exigencies of the economy.

Aspirations are claims on morality in the future

as well as in the present.

Some women in this study recognized that

a bachelor’s degree is unnecessary and might

even be detrimental to their careers, because it

requires them to forgo work experience and net-

work building while they are in school. Neverthe-

less, these women held steady. Adele, for exam-

ple, a Latina in her early 20s, continued to

pursue a bachelor’s degree over the course of the

study. She maintained a course load largely con-

sisting of classes related to the production of

film and television, with transfer requirements tak-

ing up the smallest portion of her schedule. Her

film and television classes included many hands-

on group projects, such as producing a local

news program. She was also given the opportunity

to work as a production assistant on a television

show filmed in the area. Between her classes and

work experience, she developed social networks

and industry knowledge that she could draw on

to get a job.

Over time, Adele recognized that a bachelor’s

degree ‘‘wouldn’t make much of a difference’’ to

her career prospects, because potential employers

value networks and experience, not schooling.

She also struggled to do well in her general educa-

tion classes, which seemed to push her toward

work and away from degree completion. However,

by the fourth interview, she was retaking several

failed classes and preparing to apply to transfer

to a four-year university after four years of full-

time community college enrollment. She

explained that she has ‘‘just always seen it as

important,’’ and she holds steady because it

‘‘would kill me to know that I could not be an edu-

cated person.’’ Community college gave her a cru-

cial foothold in the film and television industry,

but her aspirations for education were not bound

by career considerations: being an ‘‘educated per-

son’’ indicates status that is available only through

educational attainment.

Importantly, this identity is there for students

who struggle to make headway. Hannah, for

example, reconciled her sense of stalled progress

with the importance she attached to college by

holding steady, saying, ‘‘I want to treat myself as

like I’ve already gotten there and now just work

my way up there to finally do it, like ‘fake it ’til

you make it’ type thing.’’ Holding steady was

a way of holding on to virtuous social member-

ship. The larger cultural positive social identity

272 Sociology of Education 88(4)



associated with college going can threaten this

sense of worth, however. When life circumstances

impede college attendance and cast doubt on stu-

dents’ aspirations, young people are vulnerable

to feelings of failure and flawed character. Inter-

viewees complained of feeling lazy, unfocused,

and idle. Amy believed that others could sense

her aspirations. Reflecting on this idea, she said,

I feel like when you lose that motivation,

everybody else can tell, too. And that’s

kind of where you get where you’re at.

You do the job you’re doing and the money

that you have is kind of because you’re giv-

ing off that vibe and that’s all you’re going

to get back.

According to this understanding of social mobility,

aspirations play a causal role by affecting the presen-

tation of self and the interactions between workers

and bosses. From this viewpoint, holding steady is

critical for navigating the workplace due to the pub-

lic recognition of college-based social identities.

This compensatory use of aspirations was partic-

ularly important to the eight women who stopped

out of college at one or more points during the study

but who did not give up their degree aspirations. But

it was also important to women like Gloria and Mar-

garet, who did not leave school yet still faced feel-

ings of worthlessness. As Gloria explained in her

first interview, ‘‘My whole entire life my family

just insults me to a point where I didn’t think I

was worth anything, but I moved past that and

now I’m here and doing fine.’’ After years of low

expectations from others, Gloria still cried when

she described how others viewed her and said, ‘‘I

feel like I have something to prove to them, that I

can do it.’’ She held steady to the goal of earning

a master’s degree to show everyone ‘‘that I did it,

that I’m not stupid.’’ Similarly, Margaret suggested,

‘‘If I continue to go to school that’s something that

they can say, ‘Oh, she’s good at this.’’’

The recognition of oneself as an educated person

apart from any specific skills or career outcomes is

consistent with Meyer’s (1977) description of the

chartering function of education. For Adele, holding

steady represented a claim on a particular social

identity, one that has high moral value, whereas

Hannah used aspirations to manage negative feelings

about herself by assuming the moral status associ-

ated with college going and attainment. Because

education produces individuals—as well as defini-

tions of success, conceptions of work, and models

of social mobility—identification with education is

simultaneously an identification with socially val-

ued, widely recognized forms of life. One conse-

quence of the social identity conferred by colleges

is that it produces insiders and outsiders and recon-

stitutes social relationships. Aspirations often func-

tion as a narrative of moral self-improvement that

explicitly draws boundaries, challenges stereotypes,

and redefines relationships.

Drawing Boundaries

The strategy of distinguishing between those who

maintain their goal of finishing college and those

who give up fits with broader processes of identity

formation. Just as the poor adopt conservative

frameworks to criticize other poor adults, particu-

larly, welfare recipients (Hays 2003; Katz 2013;

Lamont 2000), poor college students use college

aspirations to create moral boundaries.

Comparing herself to young adults who are not

in college, Adele insisted that ‘‘not everyone has

that force in them to succeed.’’ Non-enrollment sig-

nals weak or nonexistent college aspirations. Simi-

larly, Patricia explained in her first interview, ‘‘You

want to be bigger and better than where your

mother was at. A lot of people are comfortable in

the [housing] projects. That’s all they know.’’ Dur-

ing her second interview, she drew on her college

experience to assert her virtuous character: ‘‘I’m

still in school, I’m still clean and sober, and not

in trouble with the law, and still taking care of

my beautiful baby boy.’’ Likewise, Rosa believed

that persisting in school despite being a single

mother reflected strength and determination, adding

that most people ‘‘would have just stuck with the

domestic work.’’ At another point she said, ‘‘I

mean, nothing against people who work at McDo-

nald’s, but it’s like people can do so much better

than that.’’ Despite the fact that Rosa, a mother in

her early 20s, had never worked for pay, she still

constructed a boundary between those who work

in bad jobs and those who ‘‘do so much better.’’

And Hannah’s commitment to college distin-

guished her from others when she said, ‘‘There’s

a lot of people who just would have given up.’’

For Margaret, being in college did not neces-

sarily distinguish her from other poor women,

but it did allow her to generate distance between

herself and a certain type of poor person. She is

a white single mother in her mid-20s who has

never held a job. Throughout the course of the
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study, she lived with her grandmother, mother,

uncle, and daughter. None of the family worked,

and they pieced together different sources of state

support to make ends meet. Reflecting on her liv-

ing situation, she said, ‘‘I feel kind of like on the

lower grade of people. I don’t have any money

or anything and I feel kinda crappy because of

it.’’ She said she had looked for work in the past

but, for reasons she could not explain, she was

never offered a job. Yet, college offered a pathway

to a more virtuous lifestyle of self-reliance:

I don’t like being in this situation but if I’m

in this situation I’m gonna make the most of

it and go to school so that one day I won’t

have to be like this, like my mother. You

know, she’s in this situation but she’s just

sitting there waiting for life to hand her

things and I don’t want to be like that.

By the fourth interview, Margaret had received

an associate’s degree but had not transferred. She

said she lacks the self-esteem to make the transition

to a four-year university even though she has the

qualifications to do so. However, she was still tak-

ing a class at the community college, because being

out of school made her feel ‘‘useless.’’ Moreover,

college allowed her to achieve some dignity and

be a role model for her daughter:

I’m not a crack addict or a prostitute or

whatever. I go to school, I have a very

high [grade point average], I’m a very

good mother, I don’t engage in any bad

things. I wasn’t raised with any morals,

but I have a very strict way of thinking I

should live. And I try to be a role model

for my daughter.

For Margaret, holding steady meant holding on to

an identity opposed to categories of social devi-

ance. Contrary to theories of ambition manage-

ment that stipulate students need to have their

aspirations discouraged to avoid widespread devi-

ant behavior, Margaret’s case suggests that stu-

dents can use high aspirations to distance them-

selves from socially illegitimate ways of life.

Combating Stereotypes

In addition to creating boundaries between them-

selves and other disadvantaged people, the women

in this study made it clear that education was a key

safeguard against systemic abuse and stigmatiza-

tion coming from others. As Jeanie concluded

from her years of work in the criminal justice sys-

tem, ‘‘I’m damned if I do, damned if I don’t. Edu-

cation is costly and ignorance is costly, too, so I’d

rather have the costly education instead of the

costly ignorance.’’ Watching poor and minority

young adults without higher education cycle in

and out of prison reinforced her belief in education

to generate moral status. Jeanie had no history of

legal trouble and had held what she considered

a good job for over a decade, yet she saw her pur-

suit of education in relation to the criminalization

of poor and minority youth without college

degrees. Women like Jeanie used their aspirations

to resist and reject oppressive structures and ideol-

ogies. Another interviewee, Patricia, explained,

‘‘As a woman, as a black woman, I feel sometimes

that I always have to work harder. I want to show

that I’m a strong black woman to represent my

race and that we’re not just dysfunctional, loud,

black ghetto women, you know.’’ College, she

said, gave her the sense that she was ‘‘worth it.’’

Several respondents envisioned a college degree

as serving to buffer against racism in the labor mar-

ket. Kimberly, for example, a black woman in her

mid-20s who stopped out of community college

after the first interview but held steady to her aspi-

ration for a bachelor’s degree in social work,

believed things had changed since her grandpar-

ents’ generation: ‘‘Well, you know what, it is

2012, it is not 1956, or 1929. My grandpa was run-

ning from a white man. It’s 2012, and I think it’s

kinda what you do with your life now.’’ Similar

to the black youth in MacLeod’s (1995) Ain’t No

Makin’ It, Kimberly’s sense of progress shaped

her perception of opportunity. Although she spoke

at length about residential segregation, racialized

gang violence, and discriminatory policing, Kim-

berly maintained a belief in the power of education

to transcend discrimination. Pointing out that racist

hiring practices are prevalent, she concluded that

education, hard work, and self-presentation can

transcend them:

Of course, you might still have some rac-

ists—white man don’t want to hire you,

black people that won’t hire black people,

racist Mexicans that don’t hire black peo-

ple, racist black people who don’t hire

Mexicans—you gonna have racists regard-

less. You just have to do extra. It doesn’t
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matter your color, your race, ethnicity, your

last name, your first name . . . it’s how you

make it. If it’s something you want to do,

then you know the obstacles that are gonna

be in your way, you gonna have to work

double time, and it doesn’t matter what

your background is. It should be your edu-

cation and how you present yourself, not

how your race represents you.

For Kimberly, the recognition of racism in

employment outcomes led to the conclusion that

education is the only signal that can be heard

through the noise of discrimination. Holding

steady reflected her understanding of the labor

market and how it is structured by race.

Nevertheless, her beliefs about college and

work are consistent with a long literature that finds

disadvantaged students adhere to an achievement

ideology that posits hard work will be rewarded.

In the context of being stopped out of college,

Kimberly’s beliefs caution against easy conclu-

sions about the relationship between perceptions

of opportunity and actions related to education.

One might interpret Kimberley’s perceptions of

racist hiring practices and the fact that she is stop-

ped out of college as an indication that she has dis-

identified with college, but this is not the case.

Like other marginalized youth, her narratives

and actions reflect a complicated relationship

between discourse and behavior (Gowan 2010;

O’Connor 1999; Young 2004). What this illus-

trates is the moral force of education.

Holding steady is also a way of managing ster-

eotypes associated with poverty, single parent-

hood, and other stigmatized social statuses, like

high school dropout and welfare recipient.

Together, these stereotypes constitute a highly

gendered image of low achievement and unful-

filled ambition. Carolyn discovered that doing

well at community college

showed me that I could do something else

because I never finished high school. I

ended up having a kid and people aren’t

very nice when you do that. Especially

when you don’t finish high school, people

are mean to you, especially when they

have high expectations. So it kind of raised

my own expectations for myself.

Success in college is something interviewees

could look to as a source of worth. It is a way to

‘‘prove’’ they are ‘‘smart’’ and ‘‘worthy.’’ As Mar-

garet claimed, going to college shows that ‘‘I’m

worthy of whatever it is that I’m gonna get. I am

important. I don’t know how important, but I fit

somewhere in this world.’’ For Margaret and

others like her, college functions as a set of coor-

dinates that guide others’ estimation of one’s

moral standing and help repair damage to one’s

self-esteem.

Managing Relationships

In addition to fending off stereotypes coming from

distant others, some women held steady as a way

of managing personal relationships with those

closest to them. As women get older, competing

social roles, such as worker, wife, and mother,

impede their ability to attend school full-time

and complete degrees (Jacobs and King 2002).

Holding steady often means negotiating these

roles with significant others, which has conse-

quences for employment, family structure, living

arrangements, child care, money, and a variety

of other resources. College serves as an institution

around which relationships form and are built

because it carries moral weight, particularly for

students who have few sources of power in their

relationships. Family members are most often

the main source of conflict and the biggest reason

to pursue college.

Adele used her aspirations as a source of stabil-

ity when difficulties at home overwhelmed her.

During her fourth interview, as she neared transfer

to a four-year university, she said that her parents

were considering separating, and she noted that

trouble at home had caused her to focus less on

some of her goals, such as traveling and moving

out on her own. She felt these goals were more

out of reach than ever, because she might have

to help support her mother if her parents were to

separate. Although she described her dreams as

‘‘muted,’’ she held steady to her goal of earning

a bachelor’s degree. When I asked her what the

difference was between her aspiration for a college

degree and her other goals, she responded, ‘‘It’s

something stable I can hold on to, I think because

it’s a goal I can reach.’’ College kept her positive

and ‘‘looking forward to something, not dwelling

on problems that I have to deal with. It’s some-

thing for me to, just, kind of relieve some stress

and work toward that.’’ Adele was able to organize

her life around the institutionalized goals of
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transfer and degree attainment not only because

they were clear but also because they carried

moral weight. Adele was not simply mooring her

aspirations in a stable port during a storm. She

explained that if she were to move out of the house

with her mother, they would have to move to

wherever she decides to transfer. This demon-

strates the life-structuring capacity of higher-

education institutions and the stability and durabil-

ity of academic identities.

For some students, holding steady involved

a restructuring of stable relationships as they pur-

sued moral self-improvement. Carolyn explained

her decision to return to school:

I didn’t feel like I was doing anything other

than raising my daughter. I didn’t want to

be one of those people—you see them on

TV—‘‘Well all I am is just their mom and

I never got to do this or that or the other.’’

I’d rather be able to go, ‘‘Yeah, I was suc-

cessful in being a mom and I went to school

and I was a good student.’’

Holding steady allowed Carolyn to negotiate her

relationship with her daughter, spending less

time parenting in exchange for an expanded source

of meaning. The moral value of education makes

a more limited mother role a plausible trade-off.

Carolyn similarly resisted marriage, telling her

boyfriend, ‘‘We can get married but we need to

get more of our school done’’ first. Family struc-

ture and formal education are tightly coupled.

Margaret also held steady to shape her role as

a mother, not to generate distance from it but to mit-

igate the conflicts that distance causes. She confided

that she ‘‘would love to be a stay-at-home mom,’’

but staying home would not ensure closeness. ‘‘As

my daughter gets older, she’s gonna hate me as all

teenagers do,’’ she explained. ‘‘I have to have my

own interests, even though I don’t believe in that.’’

Imagining the worst, she said, ‘‘If I do go to school

and I learn about things that are interesting to me,

when she does go off and say, ‘I hate you, get

away from me,’ I can be focused on other things.’’

Through holding steady, Carolyn and Margaret

reconstituted the possibilities for motherhood.

They drew on the virtues of independence and intel-

lectual growth through their aspirations.

The ability to see clearly from moral ground

allowed the women in this study to negotiate pres-

ent relationships and imagine their relationships in

the future. In some cases, it opened the way to

imagine the absence of certain relationships,

whether due to death, divorce, or the decision to

remain single. For women like Adele, surrounded

by single parents, having a ‘‘traditional family’’ of

one’s own was difficult to imagine; it was easier to

imagine a pathway leading through school to

a career and then stability and self-reliance for

them and their children. College allowed them to

avoid dependence and undesired partnerships,

and it provided the moral ground to be a single

parent in a society that denigrates such choices

(Edin and Kefalas 2011).

In summary, outside the domain of work, the

women in this study made sense of their educa-

tional aspirations through a narrative of moral

self-improvement. Understood as a source of vir-

tue, they used their aspirations to claim moral sta-

tus and navigate personal relationships. They did

this by using their college experience and aspira-

tions to manage self-understanding, respond to

the beliefs of others, and coordinate their lives

with various people. Through these processes,

continuing to pursue educational credentials indi-

cates one’s desire for success, emotional and

socioeconomic security, and a virtuous commit-

ment to the American Dream.

DISCUSSION

This paper addressed the experience of holding

steady among community college students. I

argued that the women in this study used two dom-

inant narrative frameworks to explain holding

steady. The first, which I call pragmatic job seek-

ing, is that a college education is necessary for

secure employment outside the low-wage service

economy. Understood more positively, a college

degree is a requirement for jobs that offer work

and life qualities that are highly valued, such as

independence, self-determination, and creativity.

Access to high-status work also bears on how peo-

ple experience other institutions, such as the fam-

ily. The second narrative framework, which I call

moral self-improvement, asserts that the pursuit of

a college education signals high moral status.

Community college students hold steady to

their college aspirations to form positive self-

conceptions, often in contrast to dominant stereo-

types. Holding steady indicates motivation, which

bears on an individual’s opportunity in the work-

place. In other words, self-presentation as some-

one who strives generates its own rewards.
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Both narrative frameworks rely on the cultural

and structural resources that community colleges

provide. The need for disadvantaged students to

hold steady is rooted in the structural, cultural, insti-

tutional, and interactional changes that have

occurred since Clark (1960) first proposed that com-

munity colleges cool students out. Together, these

changes constitute the particular social context of

possibility, the intersection of objective structures

and subjective representations that shape students’

life chances (Bourdieu 1989). It is the complex

moral aspect of aspiring to a college degree, how-

ever, that previous research has overlooked.

Cultural changes have affected the position of

higher education in the popular imagination. Cul-

ture is constituted by the publicly available shared

stories and moral categories that allow us to make

sense of who we are and communicate that under-

standing to others (Illouz 2008; Lamont 2000).

The emergence of the college-for-all ideology

and the education gospel at the end of the twenti-

eth century tracks the structural changes in the

economy. Previous scholarship shows that these

cultural frameworks express a moral position

that everyone can and should go to college (Rose-

nbaum 1997) and an argument that college is the

only pathway to particular types of high-status

work (Grubb and Lazerson 2005). I build on this

literature by showing how the women in this study

similarly linked moral claims with beliefs about

occupational attainment.

There is a long-standing relationship between

the cultivation of individual productive capacities

and moral status. In the early nineteenth century,

U.S. elites defined poverty as a moral condition

(Bellah et al. 1996), and early-twentieth-century

eugenicists claimed that economic growth, social

progress, and resource preservation were bound

to individual foresight, of which the poor were

incapable (Mitchell 2011). Moreover, the Ameri-

can Dream stipulates that the pursuit of success

is associated with virtue (Hochschild 1995). Post-

war social science even formulated an American

national character that was particularly achieve-

ment oriented (Katz 2013). From the perspective

of a broad cultural imperative to be ambitious,

the ideology of college for all is not just an expres-

sion of democratic ideals or economic rationality

but an integral feature of a discourse of ethical

social membership. Narratives that link college

going with life outcomes provide an explanatory

system through which these women indicate to

themselves and others that they are ambitious.

Given these structural and cultural trends, there

is an interactional basis for holding steady. This

interactional basis refers to the microlevel interac-

tions through which subjects are produced and

socially located (Foley 1990; Khan 2010; Mehan

2012). The women in this study emphasized the

importance of indicating to others that they are eth-

ical members of society. Interactions with family

members, employers, and others were central to

their narratives of pursuing educational and occupa-

tional attainment. On the one hand, this is due to the

fact that social relationships involve the coordina-

tion of future orientations, from immediate futures

to longer-term narratives (Tavory and Eliasoph

2013). On the other hand, seemingly unreasonable

aspirations often serve as moral claims in the pres-

ent, as opposed to meaningful expectations about

future outcomes (Frye 2012). The moral-laden atti-

tudinal and behavioral schemas associated with dis-

courses of attainment, which are disseminated

through mainstream institutions, give poor and

working-class youth the cultural tools to navigate

present relationships. For some of the women in

this study, holding steady is oriented toward these

present relationships as much as it is toward career

attainment.

Past research focuses on interactions, but it

privileges interactions between students and com-

munity college actors, such as counselors and

teachers (Clark 1960; Rosenbaum et al. 2006).

The women in this study did not make these insti-

tutional figures central to their narratives of hold-

ing steady, indicating that a narrow institutional

focus is liable to miss the range of people shaping

the trajectories of community college students.

This study supports research on working-class stu-

dents in higher education that argues these stu-

dents are more oriented toward people outside of

the college environment than are their wealthier

peers (Armstrong and Hamilton 2013). Unlike pre-

vious research that has uncovered a relational

function behind seemingly unreasonable aspira-

tions, this study shows how rational expectations

about work and moral claims in the present can

operate simultaneously, and it demonstrates there

are social and emotional costs to abandoning post-

secondary goals.

Although the women in this study did not

describe their interactions with others in the com-

munity college setting in their narratives of hold-

ing steady, the institutional context was key to

understanding the phenomenon of holding steady.

Institutions are the codified roles and rule systems
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that people adhere to within specific social set-

tings (Binder and Wood 2013; Bourdieu 1990;

Brint and Karabel 1989; Lareau 2011). The com-

munity college plays a critical role in facilitating

individuals’ adherence to the ambition imperative.

As their narratives show, respondents often strug-

gled to imagine the development of many aspects

of their lives. By contrast, they could more easily

imagine getting a college degree and going on to

a career.

One reason for this is that although community

colleges often fail to provide students with clear

steps they can take to accomplish their academic

goals (Rosenbaum et al. 2006), they do provide

stable markers of academic progress along with

direct and indirect links to the workforce—for

example, transfer to a university, occupational cer-

tification, and institutional actors with practical

experience in their chosen field (Nielsen 2015).

The vocational character of community colleges

and higher education more generally allows stu-

dents to imagine careers more clearly. If college

did not align with occupations, it would have

been harder for the women in this study to hold

steady, because they would have been under

greater pressure to abandon their degree aspira-

tions. As it was, many of the women reported

that family members urged them to give up their

goals and find work. Academic and vocational

milestones stand in contrast to the increasingly

less attainable markers of adulthood, such as mov-

ing out on one’s own or getting married (Silva

2013). Holding steady is possible because commu-

nity colleges offer plausible outcomes.

Community colleges also make it possible for

students to hold steady through their open-access

structure and their willingness to give students

multiple chances to compete for postsecondary

credentials (Rose 2012). Even when students leave

college and do not return for long periods, they

can tell themselves and others that they can and

will return. Furthermore, the chartering function

of schools (Meyer 1977) is important: community

colleges confer social identities that are publicly

recognized and exceptionally durable. Whereas

organizational structure makes college aspirations

plausible, the institutional charter makes the aspi-

rations socially valuable in their own right. For

these reasons, community colleges contribute to

a form of moral equity at the same time that so

many students fall short of their goals.

These findings are important for research con-

cerned with the rise of ambition among U.S.

youth. While concerns about widespread deviance

have abated since Clark (1960) began his investi-

gations into community colleges, scholars con-

tinue to focus on the psychological consequences

of falling short in the pursuit of one’s goals (Rey-

nolds and Baird 2010; Vaisey 2006). In place of

theories of ambition management, a theory of

ambition imperative suggests that in the face of

limited attainment, institutional processes must

structure and legitimate holding steady. High aspi-

rations are necessary, and students may not

believe they have fallen short so long as they

can hold steady. Rosenbaum and colleagues

(2006) argue that community colleges’ failure to

cool out some students may actually delay their

recognition of more appropriate pathways. Yet,

holding on to aspirations for a bachelor’s degree

appears to be oriented toward more than simply

finding the most appropriate pathway to a job.

Drawing virtue from adherence to the ambition

imperative through higher education has several

implications. Adele’s desire to be an ‘‘educated

person,’’ rather than take a job that does not

require more education, could negatively affect

her career trajectory and eventual socioeconomic

status. For people primarily concerned with the

economic returns to education, Adele’s decision

is problematic, because she potentially hampers

her own social mobility, goes into debt, and wastes

public resources. Conversely, increased levels of

education have a wide range of social returns

(Hout 2012). From this view, Adele’s persistence

benefits her community and society as a whole

and should be encouraged. Similarly, poor and

minority students empowered to challenge stereo-

types and manage relationships are an important

outcome of higher education whether or not they

are ultimately unsuccessful.

Other possible implications from holding

steady are less readily answered. For students

with few alternative, popularly supported, and

institutionalized sources of moral self-improve-

ment, insurmountable obstacles to attending col-

lege can have serious effects on their well-being.

Whereas the women in this study distanced them-

selves from socially illegitimate ways of life and

rejected the negative views of others through their

aspirations, working-class young adults cut off

from traditional sources of self-worth are more

likely to withdraw inward and develop hostile atti-

tudes toward others (Silva 2013). The plausibility

of degree aspirations may also degrade over time

so that they are no longer a source of virtue,
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despite the open-access character of community

colleges. For these reasons, students should

receive as much support as they need to achieve

their degree goals and increase their access to

good jobs and other sources of moral worth not

readily available to them. Initiatives such as free

community college across the country, proposed

by President Obama, or the Student Success Act

in California, which aims to foster timely degree

completion, are promising steps in the move

from a focus on access to a focus on completion.

Policy makers should avoid erecting barriers to

access for students who may not meet criteria

for timely progress but who nevertheless hold

steady to the idea that they can and will finish.

In a schooled society, there are few ready substi-

tutes for actual schooling.

Another concern is that drawing moral bound-

aries through holding steady may reduce solidarity

and resilience in poor and minority communities

while increasing support for punitive and exclu-

sionary policies. The history of welfare illustrates

how the intersection of morality and public serv-

ices can generate divisions among the disadvan-

taged. Students who view people who stop out

of school—or who never enroll in the first

place—as lazy or unintelligent may be more likely

to blame them, rather than structural barriers, for

their own difficulties and other social problems.

Challenging stereotypes through holding steady

may produce solidarity, but it must involve a rejec-

tion of the divisions that moral prescriptions

generate.

I have proposed an expanded view of the many

uses of university aspirations in the lives of low-

income women. Future research should continue

to identify the causes and consequences of adher-

ence to an imperative to be ambitious through col-

lege degree attainment. Sociologists should also

explore the limits to holding steady. The virtue

from holding steady may be limited for certain

groups or take different forms. Researchers should

study holding steady among men, in particular,

because the relationship between education and

labor market outcomes differs for men and

women, and masculinity likely shapes how stereo-

types, boundaries, and relationships are managed

through aspirations. This is certainly the case

among wealthier students, who may face different

expectations and pressures to complete their

degrees. In the college-for-all era, it is imperative

that we understand what college aspirations mean

for all of us.
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NOTES

1. According to empirical studies, students with limited

integration into the school environment, lower aca-

demic self-esteem, a greater sense of stigmatization,

and fewer opportunities for mobility gradually disen-

gage from some or all forms of academic work. In

some cases, students eventually ‘‘disidentify’’ with

college and degree attainment altogether (Armstrong

and Hamilton 2013; Cech et al. 2011; Correll 2004;

Crocker, Major, and Steele 1998; Tinto 1987). There

is a strong relationship between marginalizing expe-

riences and the social-psychological states of stu-

dents, but it is often unclear whether aspirations

decline as a result of low attainment. Moreover,

researchers have largely drawn their conclusions

from the experiences of secondary students and stu-

dents attending four-year universities, not community

college students.

2. This research is an outgrowth of a larger project,

‘‘Pathways to Postsecondary Success,’’ a Bill and

Melinda Gates Foundation–funded project under the

direction of Daniel Solórzano, Amanda Datnow,

and UC/ACCORD (see http://pathways.gseis.u

cla.edu/).

3. Southeastern Metro Community College is a pseudo-

nym; all other names have been changed to protect

participants’ confidentiality and anonymity.

4. At earlier stages of the project, all four researchers

coded the interviews. We developed codes and ascer-

tained intercoder reliability through repeated discus-

sions and debates until we reached consensus. I did

not use these codes, although I developed greater

familiarity with the data and was able to identify

themes I could pursue at a later time.
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5. I define a virtue claim as a reference to some personal

quality, which may be directed at oneself or someone

else. For example, a student holds steady to prove to

herself that she is smart or to prove to a boss that she

is hardworking. Drawing boundaries refers to

attempts to distinguish between one’s own personal

qualities and the personal qualities of another person

or group, as when a student contrasts herself with

people who leave school or never enroll in the first

place. Challenging stereotypes refers to students’

claims that holding steady runs counter to beliefs

about a group to which they belong, such as a racial

group, social class, or gender. Through holding

steady, they tend to view themselves as an exem-

plary, as opposed to exceptional, group member.

They may see their education as a form of group sol-

idarity and improvement rather than a way to dis-

tance themselves from others. Drawing boundaries

and challenging stereotypes can overlap, as when

someone accepts basic features of a stereotype but

challenges its reductive and self-effacing character.

Finally, I define managing relationships as an

attempt to respond to or shape particular interactions

and relationships through holding steady, for exam-

ple, when a student explains holding steady as

a way to deal with family problems or as a reason

for delaying marriage. Women who manage relation-

ships through holding steady may simultaneously

draw boundaries or challenge stereotypes.

6. In addition to the three students who were cooled out,

several women indicated uncertainty about their

plans and expectations or temporarily lowered one

or both. Sara, for example, reported in background

surveys that she planned to transfer and expected

a master’s degree during each wave except the third,

when she did not know if she would transfer and

expected only a bachelor’s degree. Another student,

Rachel, planned to transfer during each wave and

had transferred by the fourth, but she admitted during

the final interview that she had considered leaving

school with an associate’s degree. These examples

illustrate the complexity of short-term adjustments

to aspirations and the challenges of determining if

a student is cooled out.

7. Although 9 of the 16 women who had not transferred

by the end of the study planned on transferring, 11

expected and 14 ideally desired at least a bachelor’s

degree at some point, including two of the three

cooled out students.

8. Even when temporarily cooled-out students are

included, the proportion of students whose aspirations

were cooled out are lower than Rosenbaum, Deil-

Amen, and Person (2006) and others found. This could

be an artifact of the study design. A longitudinal inter-

view study may attract particular types of students, as

opposed to a survey-based study that attracts a wider

cross-section of the community college student body.

Relying on voluntary respondents who are offered

money to participate may also shape the sample in

unexpected ways. Although respondents were under

no obligation to stay in school or hold educational

aspirations to remain in the study, they nevertheless

may have believed it was necessary. Another possibil-

ity is that the longitudinal interview process itself may

have encouraged participants to maintain their educa-

tional aspirations. As I show elsewhere (Nielsen

2015), it can be difficult for students to explain

cooled-out aspirations. Abandoning an academic

goal may compel cooled-out students to reconstruct

a virtuous trajectory from other cultural and institu-

tional materials that they may not have similar access

to. A further possibility is that, by focusing on women,

I exclude men for whom a college degree is less crit-

ical for social identity and work opportunities and who

thus may be more likely to lower their educational

aspirations. Alternatively, the cooling-out rate among

this group of women could increase over time.

9. The analysis does not include the seven transfer stu-

dents; one cooled-out student without academic

plans, expectations, or ideals; and one student who

aspired to an associate’s degree and left school

once she had completed it.

SUPPLEMENTAL MATERIAL

The online appendix is available at http://soe.sagepub

.com/supplemental.

REFERENCES

Alexander, Karl, Robert Bozick, and Doris Entwisle.

2008. ‘‘Warming Up, Cooling Out, or Holding

Steady? Persistence and Change in Educational

Expectations after High School.’’ Sociology of Edu-

cation 81(4):371-96.

Anderson, Kristine L. 1981. ‘‘Post–high school Experi-

ences and College Attrition.’’ Sociology of Education

54(1):1-15.

Armstrong, Elizabeth A. and Laura T. Hamilton. 2013.

Paying for the Party: How College Maintains Inequal-

ity. Cambridge, MA: Harvard University Press.

Ashtiani, Mariam, Edelina Burciaga, and Cynthia Felic-

iano. 2013. Labor Market Outcomes and the Postsec-

ondary Educational Attainment of Low-income

Youth. Pathways to Postsecondary Success. Los

Angeles: UC/ACCORD. Retrieved May 1, 2015

(http://pathways.gseis.ucla.edu/publications/Labor

Markets.pdf).

Bahr, Peter Riley. 2008. ‘‘Cooling Out in the Community

College: What Is the Effect of Academic Advising

on Students’ Chances of Success?’’ Research in

Higher Education 49(8):704-32.

Baker, David P. 2014. The Schooled Society: The Educa-

tional Transformation of Global Culture. Stanford,

CA: Stanford University Press.

280 Sociology of Education 88(4)

http://soe.sagepub.com/supplemental


Bellah, Robert N., Richard Madsen, William M. Sulli-

van, Ann Swidler, and Steven M. Tipton. 1996. Hab-

its of the Heart: Individualism and Commitment in

American Life. Berkeley: University of California

Press.

Binder, Amy J. and Kate Wood. 2013. Becoming Right:

How Campuses Shape Young Conservatives. Prince-

ton, NJ: Princeton University Press.

Bourdieu, Pierre. 1977. Outline of a Theory of Practice.

Cambridge, UK: Cambridge University Press.

Bourdieu, Pierre. 1989. ‘‘Social Space and Symbolic

Power.’’ Sociological Theory 7(1):14-25.

Bourdieu, Pierre. 1990. The Logic of Practice. Stanford,

CA: Stanford University Press.

Brand, Jennie E., Fabian T. Pfeffer, and Sara Goldrick-

Rab. 2014. ‘‘The Community College Effect Revis-

ited: The Importance of Attending to Heterogeneity

and Complex Counterfactuals.’’ Sociological Science

1:448-65.

Brint, Steven. 2002. ‘‘The Rise of the ‘Practical Arts.’’’

Pp. 231-59 in The Future of the City of Intellect:

The Changing American University, edited by S.

Brint. Stanford, CA: Stanford University Press.

Brint, Steven. 2003. ‘‘Few Remaining Dreams: Commu-

nity Colleges Since 1985.’’ ANNALS of the American

Academy of Political and Social Science 586:16-37.

Brint, Steven and Jerome Karabel. 1989. The Diverted

Dream: Community Colleges and the Promise of

Educational Opportunity in America, 1900-1985.

New York: Oxford University Press.

Brint, Steven, Mark Riddle, Lori Turk-Bicakci, and

Charles S. Levy. 2005. ‘‘From the Liberal to the

Practical Arts in American Colleges and Universi-

ties: Organizational Analysis and Curricular

Change.’’ Journal of Higher Education 76(2):151-80.

California Community Colleges Chancellor’s Office.

2014. Data Mart. Retrieved October 10, 2014

(http://datamart.cccco.edu/).

Cech, Erin, Brian Rubineau, Susan Silbey, and Caroll

Seron. 2011. ‘‘Professional Role Confidence and

Gendered Persistence in Engineering.’’ American

Sociological Review 76(5):641-66.

Center for Women Policy Studies. 2004. ‘‘Profile of

Low-income Women Students in Postsecondary

Educational Institutions.’’ Washington, DC: Center

for Women Policy Studies. Retrieved February 16,

2015 (www.centerwomenpolicy.org/pdfs/PSEFact

Sheet.pdf).

Clark, Burton. 1960. ‘‘The ‘Cooling-Out’ Function in

Higher Education.’’ American Journal of Sociology

65(6):569-76.

Clarke, Adele E. 2003. ‘‘Situational Analyses: Grounded

Theory Mapping after the Postmodern Turn.’’ Sym-

bolic Interaction 26(4):553-76.

Correll, Shelley J. 2004. ‘‘Constraints into Preferences:

Gender, Status, and Emerging Career Aspirations.

American Sociological Review 69(1):93-113.

Crocker, Jennifer, Brenda Major, and Claude Steele.

1998. ‘‘Social Stigma.’’ Pp. 504-53 in The Handbook

of Social Psychology, 4th ed., vol. 2, edited by D. T.

Gilbert, S. T. Fiske, and G. Lindzey. Boston:

McGraw-Hill.

Dougherty, Kevin J. 1994. The Contradictory College:

The Conflicting Origins, Impacts, and Futures of

the Community College. Albany: State University

of New York Press.

Dudley, Kathryn Marie. 1994. The End of the Line: Lost

Jobs, New Lives in Postindustrial America. Chicago:

University of Chicago Press.

Edin, Kathryn and Maria Kefalas. 2011. Promises I Can

Keep: Why Poor Women Put Motherhood before

Marriage. Berkeley: University of California Press.

Emirbayer, Mustafa and Ann Mische. 1998. ‘‘What Is

Agency?’’ American Journal of Sociology 103(4):

962-1023.

Ewick, Patricia and Susan S. Silbey. 1995. Subversive

Stories and Hegemonic Tales: Toward a Sociology

of Narrative. Law & Society Review 29(2):197-226.

Foley, Douglas E. 1990. Learning Capitalist Culture:

Deep in the Heart of Tejas. Philadelphia: University

of Pennsylvania Press.

Frye, Margaret. 2012. ‘‘Bright Futures in Malawi’s New

Dawn: Educational Aspirations as Assertions of

Identity.’’ American Journal of Sociology 117(6):

1565-1624.

Goldin, Claudia and Lawrence F. Katz. 2008. The Race

between Education and Technology. Cambridge,

MA: Harvard University Press.

Goldrick-Rab, Sara. 2010. ‘‘Challenges and Opportuni-

ties for Improving Community College Student Suc-

cess.’’ Review of Educational Research 80(3):

437-69.

Goldrick-Rab, Sara and Kia Sorensen. 2010. ‘‘Unmarried

Parents in College’’ Fragile Families 20(2):179-203.

Gowan, Teresa. 2010. Hobos, Hustlers, and Backsliders:

Homeless in San Francisco. Minneapolis: University

of Minnesota Press.

Grubb, W. Norton. 1996. Working in the Middle:

Strengthening Education and Training for the Mid-

skilled Labor Force. San Francisco: Jossey-Bass.

Grubb, W. Norton and Marvin Lazerson. 2005. The Edu-

cation Gospel: The Economic Power of Schooling.

Cambridge, MA: Harvard University Press.

Hatton, Erin. 2011. The Temp Economy: From Kelly

Girls to Permatemps in Postwar America. Philadel-

phia: Temple University Press.

Hays, Sharon. 2003. Flat Broke with Children: Women

in the Age of Welfare Reform. New York: Oxford

University Press.

Hochschild, Jennifer L. 1995. Facing Up to the Ameri-

can Dream: Race, Class, and the Soul of the Nation.

Princeton, NJ: Princeton University Press.

Hout, Michael. 2012. ‘‘Social and Economic Returns to

College.’’ Annual Review of Sociology 38:379-400.

Nielsen 281



Illouz, Eva. 2008. Saving the Modern Soul: Therapy,

Emotions, and the Culture of Self-help. Berkeley:

University of California Press.

Jacobs, Jerry A. and Rosalind Berkowitz King. 2002.

‘‘Age and College Completion: A Life-history Anal-

ysis of Women Aged 15-44.’’ Sociology of Education

75(3):211-30.

Kalleberg, Arne L. 2011. Good Jobs, Bad Jobs: The Rise

of Polarized and Precarious Employment Systems in

the United States, 1970s to 2000s. New York: Rus-

sell Sage Foundation.

Kane, Thomas J. and Cecilia Elena Rouse. 1999. ‘‘The

Community College: Educating Students at the Mar-

gin between College and Work.’’ Journal of Eco-

nomic Perspectives 13(1):63-84.

Karabel, Jerome. 1972. ‘‘Community Colleges and

Social Stratification.’’ Harvard Educational Review

42(4):251-62.

Katz, Michael B. 2013. The Undeserving Poor: Ameri-

ca’s Enduring Confrontation with Poverty. New

York: Oxford University Press.

Khan, Shamus Rahman. 2010. Privilege: The Making of

an Adolescent Elite at St. Paul’s School. Princeton,

NJ: Princeton University Press.

Lamont, Michele. 2000. The Dignity of Working Men:

Morality and the Boundaries of Race, Class, and Immi-

gration. Cambridge, MA: Harvard University Press.

Lareau, Annette. 2011. Unequal Childhoods: Class,

Race, and Family Life. Berkeley: University of Cal-

ifornia Press.

MacLeod, Jay. 1995. Ain’t No Makin’ It: Aspirations

and Attainment in a Low-income Neighborhood.

Boulder, CO: Westview Press.

Mehan, Hugh. 2012. In the Front Door: Creating a Col-

lege-bound Culture of Learning. Boulder, CO:

Paradigm.

Merton, Robert. 1957. Social Theory and Social Struc-

ture. New York: Free Press.

Meyer, John W. 1977. ‘‘The Effects of Education as an

Institution.’’ American Journal of Sociology 83(1):

55-77.

Mitchell, Timothy. 2011. Carbon Democracy: Political

Power in the Age of Oil. New York: Verso.

Morgan, Stephen L. 2005. On the Edge of Commit-

ment: Educational Attainment and Race in the

United States. Stanford, CA: Stanford University

Press.

Mullen, Ann. 2011. Degrees of Inequality: Culture,

Class, and Gender in American Higher Education.

Baltimore: Johns Hopkins University.

Nielsen, Kelly. 2015. ‘‘Beyond ‘Warming Up’ and

‘Cooling Out’: The Effects of Community College

on a Diverse Group of Disadvantaged Young

Women.’’ Pp. 111-33 in Inequality, Power and

School Success: Case Studies on Racial Disparity

and Opportunity in Education, edited by G. Conchas

and M. Gottfried. New York: Routledge.

O’Connor, Carla. 1999. ‘‘Race, Class, and Gender in

America: Narratives of Opportunity among Low-in-

come African American Youths.’’ Sociology of Edu-

cation 72(3):137-57.

Parsons, Talcott. 1953. ‘‘A Revised Analytical Approach

to the Theory of Social Stratification.’’ Pp. 92-128 in

Class, Status, and Power: A Reader in Social Strati-

fication, edited by R. Bendix and S. M. Lipset. Glen-

coe, IL: Free Press.

Pascarella, Ernest T., Gregory C. Wolniak, and Christo-

pher T. Pierson. 2003. ‘‘Influences on Community

College Students’ Educational Plans.’’ Research in

Higher Education 44(3):301-14.

Polletta, Francesca, Monica Trigoso, Britni Adams, and

Amanda Ebner. 2013. ‘‘The Limits of Plot: Account-

ing for How Women Interpret Stories of Sexual

Assault.’’ American Journal of Cultural Sociology

1(3):289-320.

Pugh, Allison. 2013. ‘‘What Good Are Interviews for

Thinking about Culture? Demystifying Interpretive

Analysis.’’ American Journal of Cultural Sociology

1:42-68.

Reich, Robert. 1991. The Work of Nations: Preparing

Ourselves for 21st-century Capitalism. New York:

Knopf.

Reynolds, John R. and Chardie L. Baird. 2010. ‘‘Is There

a Downside to Shooting for the Stars? Unrealized

Educational Expectations and Symptoms of Depres-

sion.’’ American Sociological Review 75(1):151-72.

Reynolds, John, Michael Stewart, Ryan MacDonald, and

Lacey Sischo. 2006. ‘‘Have Adolescents Become

Too Ambitious? High School Seniors’ Educational

and Occupational Plans, 1976-2000.’’ Social Prob-

lems 53(2):186-206.

Rose, Mike. 2012. Back to School: Why Everyone

Deserves a Second Chance at Education. New

York: New Press.

Rosenbaum, James E. 1997. ‘‘College-for-All: Do Stu-

dents Understand What College Demands?’’ Social

Psychology of Education 2(1):55-80.

Rosenbaum, James E., Regina Deil-Amen, and Ann E. Per-

son. 2006. After Admission: From College Access to

College Success. New York: Russell Sage Foundation.

Rouse, Cecilia Elena. 1995. ‘‘Democratization or Diver-

sion? The Effect of Community Colleges on Educa-

tional Attainment.’’ Journal of Business and Eco-

nomic Statistics 13(2):217-24.

Schneider, Barbara and David Stevenson. 1999. The

Ambitious Generation: America’s Teenagers, Moti-

vated but Directionless. New Haven, CT: Yale Uni-

versity Press.

Sennett, Richard. 1998. The Corrosion of Character: The

Personal Consequences of Work in the New Capital-

ism. New York: Norton.

Silva, Jennifer. 2013. Coming Up Short: Working-class

Adulthood in an Age of Uncertainty. New York:

Oxford University Press.

282 Sociology of Education 88(4)



Somers, Margaret R. 1994. ‘‘The Narrative Constitution

of Identity: A Relational and Network Approach.’’

Theory and Society 23(5):605-49.

Steinmetz, George. 1992. Reflections on the Role of

Social Narratives in Working-class Formation: Nar-

rative Theory in the Social Sciences. Social Science

History 16(3):489-516.

Stinchcombe, Arthur. 1964. Rebellion in a High School.

Chicago: Quadrangle Books.

Tavory, Iddo and Nina Eliasoph. 2013. Coordinating

Futures: Toward a Theory of Anticipation. American

Journal of Sociology 118(4):908-42.

Tinto, Vincent. 1987. Leaving College: Rethinking the

Causes and Curses of Student Attrition. Chicago:

University of Chicago Press.

Turner, Ralph H. 1960. ‘‘Sponsored and Contest Mobil-

ity and the School System. American Sociological

Review 25(6):855-67.

Vaisey, Stephen. 2006. ‘‘Education and Its Discontents:

Overqualification in America, 1972-2002.’’ Social

Forces 85(2):835-64.

Weiss, Lois. 1990. Working Class without Work: High

School Students in a De-industrializing Economy.

New York: Routledge.

Willis, Paul E. 1977. Learning to Labor: How Working

Class Kids Get Working Class Jobs. New York:

Columbia University Press.

Young, Alford A. 2004. The Minds of Marginalized

Black Men: Making Sense of Mobility, Opportunity,

and Future Life Chances. Princeton, NJ: Princeton

University Press.

Author Biography

Kelly Nielsen is currently completing his PhD at the

University of California, San Diego. He researches the

ethics of social mobility and the transition to adulthood.

His dissertation examines the role of the community col-

lege in the lives of low-income young adult women.

Nielsen 283



<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (Coated FOGRA27 \050ISO 12647-2:2004\051)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Warning
  /CompatibilityLevel 1.3
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.1000
  /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 false
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
    /ACaslon-Bold
    /ACaslon-BoldItalic
    /ACaslon-Italic
    /ACaslon-Ornaments
    /ACaslon-Regular
    /ACaslon-Semibold
    /ACaslon-SemiboldItalic
    /AdobeCorpID-Acrobat
    /AdobeCorpID-Adobe
    /AdobeCorpID-Bullet
    /AdobeCorpID-MinionBd
    /AdobeCorpID-MinionBdIt
    /AdobeCorpID-MinionRg
    /AdobeCorpID-MinionRgIt
    /AdobeCorpID-MinionSb
    /AdobeCorpID-MinionSbIt
    /AdobeCorpID-MyriadBd
    /AdobeCorpID-MyriadBdIt
    /AdobeCorpID-MyriadBdScn
    /AdobeCorpID-MyriadBdScnIt
    /AdobeCorpID-MyriadBl
    /AdobeCorpID-MyriadBlIt
    /AdobeCorpID-MyriadLt
    /AdobeCorpID-MyriadLtIt
    /AdobeCorpID-MyriadPkg
    /AdobeCorpID-MyriadRg
    /AdobeCorpID-MyriadRgIt
    /AdobeCorpID-MyriadRgScn
    /AdobeCorpID-MyriadRgScnIt
    /AdobeCorpID-MyriadSb
    /AdobeCorpID-MyriadSbIt
    /AdobeCorpID-MyriadSbScn
    /AdobeCorpID-MyriadSbScnIt
    /AdobeCorpID-PScript
    /AGaramond-BoldScaps
    /AGaramond-Italic
    /AGaramond-Regular
    /AGaramond-RomanScaps
    /AGaramond-Semibold
    /AGaramond-SemiboldItalic
    /AGar-Special
    /AkzidenzGroteskBE-Bold
    /AkzidenzGroteskBE-BoldEx
    /AkzidenzGroteskBE-BoldExIt
    /AkzidenzGroteskBE-BoldIt
    /AkzidenzGroteskBE-Ex
    /AkzidenzGroteskBE-It
    /AkzidenzGroteskBE-Light
    /AkzidenzGroteskBE-LightEx
    /AkzidenzGroteskBE-LightOsF
    /AkzidenzGroteskBE-Md
    /AkzidenzGroteskBE-MdEx
    /AkzidenzGroteskBE-MdIt
    /AkzidenzGroteskBE-Regular
    /AkzidenzGroteskBE-Super
    /AlbertusMT
    /AlbertusMT-Italic
    /AlbertusMT-Light
    /Aldine401BT-BoldA
    /Aldine401BT-BoldItalicA
    /Aldine401BT-ItalicA
    /Aldine401BT-RomanA
    /Aldine401BTSPL-RomanA
    /Aldine721BT-Bold
    /Aldine721BT-BoldItalic
    /Aldine721BT-Italic
    /Aldine721BT-Light
    /Aldine721BT-LightItalic
    /Aldine721BT-Roman
    /Aldus-Italic
    /Aldus-ItalicOsF
    /Aldus-Roman
    /Aldus-RomanSC
    /AlternateGothicNo2BT-Regular
    /AmazoneBT-Regular
    /AmericanTypewriter-Bold
    /AmericanTypewriter-BoldA
    /AmericanTypewriter-BoldCond
    /AmericanTypewriter-BoldCondA
    /AmericanTypewriter-Cond
    /AmericanTypewriter-CondA
    /AmericanTypewriter-Light
    /AmericanTypewriter-LightA
    /AmericanTypewriter-LightCond
    /AmericanTypewriter-LightCondA
    /AmericanTypewriter-Medium
    /AmericanTypewriter-MediumA
    /Anna
    /AntiqueOlive-Bold
    /AntiqueOlive-Compact
    /AntiqueOlive-Italic
    /AntiqueOlive-Roman
    /Arcadia
    /Arcadia-A
    /Arkona-Medium
    /Arkona-Regular
    /ArrusBT-Black
    /ArrusBT-BlackItalic
    /ArrusBT-Bold
    /ArrusBT-BoldItalic
    /ArrusBT-Italic
    /ArrusBT-Roman
    /AssemblyLightSSK
    /AuroraBT-BoldCondensed
    /AuroraBT-RomanCondensed
    /AuroraOpti-Condensed
    /AvantGarde-Book
    /AvantGarde-BookOblique
    /AvantGarde-Demi
    /AvantGarde-DemiOblique
    /Avenir-Black
    /Avenir-BlackOblique
    /Avenir-Book
    /Avenir-BookOblique
    /Avenir-Heavy
    /Avenir-HeavyOblique
    /Avenir-Light
    /Avenir-LightOblique
    /Avenir-Medium
    /Avenir-MediumOblique
    /Avenir-Oblique
    /Avenir-Roman
    /BaileySansITC-Bold
    /BaileySansITC-BoldItalic
    /BaileySansITC-Book
    /BaileySansITC-BookItalic
    /BakerSignetBT-Roman
    /BaskervilleBE-Italic
    /BaskervilleBE-Medium
    /BaskervilleBE-MediumItalic
    /BaskervilleBE-Regular
    /Baskerville-Bold
    /BaskervilleBook-Italic
    /BaskervilleBook-MedItalic
    /BaskervilleBook-Medium
    /BaskervilleBook-Regular
    /BaskervilleBT-Bold
    /BaskervilleBT-BoldItalic
    /BaskervilleBT-Italic
    /BaskervilleBT-Roman
    /BaskervilleMT
    /BaskervilleMT-Bold
    /BaskervilleMT-BoldItalic
    /BaskervilleMT-Italic
    /BaskervilleMT-SemiBold
    /BaskervilleMT-SemiBoldItalic
    /BaskervilleNo2BT-Bold
    /BaskervilleNo2BT-BoldItalic
    /BaskervilleNo2BT-Italic
    /BaskervilleNo2BT-Roman
    /Baskerville-Normal-Italic
    /BauerBodoni-Black
    /BauerBodoni-BlackCond
    /BauerBodoni-BlackItalic
    /BauerBodoni-Bold
    /BauerBodoni-BoldCond
    /BauerBodoni-BoldItalic
    /BauerBodoni-BoldItalicOsF
    /BauerBodoni-BoldOsF
    /BauerBodoni-Italic
    /BauerBodoni-ItalicOsF
    /BauerBodoni-Roman
    /BauerBodoni-RomanSC
    /Bauhaus-Bold
    /Bauhaus-Demi
    /Bauhaus-Heavy
    /BauhausITCbyBT-Bold
    /BauhausITCbyBT-Heavy
    /BauhausITCbyBT-Light
    /BauhausITCbyBT-Medium
    /Bauhaus-Light
    /Bauhaus-Medium
    /BellCentennial-Address
    /BellGothic-Black
    /BellGothic-Bold
    /Bell-GothicBoldItalicBT
    /BellGothicBT-Bold
    /BellGothicBT-Roman
    /BellGothic-Light
    /Bembo
    /Bembo-Bold
    /Bembo-BoldExpert
    /Bembo-BoldItalic
    /Bembo-BoldItalicExpert
    /Bembo-Expert
    /Bembo-ExtraBoldItalic
    /Bembo-Italic
    /Bembo-ItalicExpert
    /Bembo-Semibold
    /Bembo-SemiboldItalic
    /Benguiat-Bold
    /Benguiat-BoldItalic
    /Benguiat-Book
    /Benguiat-BookItalic
    /BenguiatGothicITCbyBT-Bold
    /BenguiatGothicITCbyBT-BoldItal
    /BenguiatGothicITCbyBT-Book
    /BenguiatGothicITCbyBT-BookItal
    /BenguiatITCbyBT-Bold
    /BenguiatITCbyBT-BoldItalic
    /BenguiatITCbyBT-Book
    /BenguiatITCbyBT-BookItalic
    /Benguiat-Medium
    /Benguiat-MediumItalic
    /Berkeley-Black
    /Berkeley-BlackItalic
    /Berkeley-Bold
    /Berkeley-BoldItalic
    /Berkeley-Book
    /Berkeley-BookItalic
    /Berkeley-Italic
    /Berkeley-Medium
    /Berling-Bold
    /Berling-BoldItalic
    /Berling-Italic
    /Berling-Roman
    /BernhardBoldCondensedBT-Regular
    /BernhardFashionBT-Regular
    /BernhardModernBT-Bold
    /BernhardModernBT-BoldItalic
    /BernhardModernBT-Italic
    /BernhardModernBT-Roman
    /BernhardTangoBT-Regular
    /BlockBE-Condensed
    /BlockBE-ExtraCn
    /BlockBE-ExtraCnIt
    /BlockBE-Heavy
    /BlockBE-Italic
    /BlockBE-Regular
    /Bodoni
    /Bodoni-Bold
    /Bodoni-BoldItalic
    /Bodoni-Italic
    /Bodoni-Poster
    /Bodoni-PosterCompressed
    /Bookman-Demi
    /Bookman-DemiItalic
    /Bookman-Light
    /Bookman-LightItalic
    /Boton-Italic
    /Boton-Medium
    /Boton-MediumItalic
    /Boton-Regular
    /Boulevard
    /BremenBT-Black
    /BremenBT-Bold
    /BroadwayBT-Regular
    /CaflischScript-Bold
    /CaflischScript-Regular
    /Caliban
    /CarminaBT-Bold
    /CarminaBT-BoldItalic
    /CarminaBT-Light
    /CarminaBT-LightItalic
    /CarminaBT-Medium
    /CarminaBT-MediumItalic
    /Carta
    /Caslon224ITCbyBT-Bold
    /Caslon224ITCbyBT-BoldItalic
    /Caslon224ITCbyBT-Book
    /Caslon224ITCbyBT-BookItalic
    /Caslon540BT-Italic
    /Caslon540BT-Roman
    /CaslonBT-Bold
    /CaslonBT-BoldItalic
    /CaslonOpenFace
    /CaslonTwoTwentyFour-Black
    /CaslonTwoTwentyFour-BlackIt
    /CaslonTwoTwentyFour-Bold
    /CaslonTwoTwentyFour-BoldIt
    /CaslonTwoTwentyFour-Book
    /CaslonTwoTwentyFour-BookIt
    /CaslonTwoTwentyFour-Medium
    /CaslonTwoTwentyFour-MediumIt
    /CastleT-Bold
    /CastleT-Book
    /Caxton-Bold
    /Caxton-BoldItalic
    /Caxton-Book
    /Caxton-BookItalic
    /CaxtonBT-Bold
    /CaxtonBT-BoldItalic
    /CaxtonBT-Book
    /CaxtonBT-BookItalic
    /Caxton-Light
    /Caxton-LightItalic
    /CelestiaAntiqua-Ornaments
    /Centennial-BlackItalicOsF
    /Centennial-BlackOsF
    /Centennial-BoldItalicOsF
    /Centennial-BoldOsF
    /Centennial-ItalicOsF
    /Centennial-LightItalicOsF
    /Centennial-LightSC
    /Centennial-RomanSC
    /Century-Bold
    /Century-BoldItalic
    /Century-Book
    /Century-BookItalic
    /CenturyExpandedBT-Bold
    /CenturyExpandedBT-BoldItalic
    /CenturyExpandedBT-Italic
    /CenturyExpandedBT-Roman
    /Century-HandtooledBold
    /Century-HandtooledBoldItalic
    /Century-Light
    /Century-LightItalic
    /CenturyOldStyle-Bold
    /CenturyOldStyle-Italic
    /CenturyOldStyle-Regular
    /CenturySchoolbookBT-Bold
    /CenturySchoolbookBT-BoldCond
    /CenturySchoolbookBT-BoldItalic
    /CenturySchoolbookBT-Italic
    /CenturySchoolbookBT-Roman
    /Century-Ultra
    /Century-UltraItalic
    /CharterBT-Black
    /CharterBT-BlackItalic
    /CharterBT-Bold
    /CharterBT-BoldItalic
    /CharterBT-Italic
    /CharterBT-Roman
    /CheltenhamBT-Bold
    /CheltenhamBT-BoldCondItalic
    /CheltenhamBT-BoldExtraCondensed
    /CheltenhamBT-BoldHeadline
    /CheltenhamBT-BoldItalic
    /CheltenhamBT-BoldItalicHeadline
    /CheltenhamBT-Italic
    /CheltenhamBT-Roman
    /Cheltenham-HandtooledBdIt
    /Cheltenham-HandtooledBold
    /CheltenhamITCbyBT-Bold
    /CheltenhamITCbyBT-BoldItalic
    /CheltenhamITCbyBT-Book
    /CheltenhamITCbyBT-BookItalic
    /Christiana-Bold
    /Christiana-BoldItalic
    /Christiana-Italic
    /Christiana-Medium
    /Christiana-MediumItalic
    /Christiana-Regular
    /Christiana-RegularExpert
    /Christiana-RegularSC
    /Clarendon
    /Clarendon-Bold
    /Clarendon-Light
    /ClassicalGaramondBT-Bold
    /ClassicalGaramondBT-BoldItalic
    /ClassicalGaramondBT-Italic
    /ClassicalGaramondBT-Roman
    /CMR10
    /CMR8
    /CMSY10
    /CMSY8
    /CMTI10
    /CommonBullets
    /ConduitITC-Bold
    /ConduitITC-BoldItalic
    /ConduitITC-Light
    /ConduitITC-LightItalic
    /ConduitITC-Medium
    /ConduitITC-MediumItalic
    /CooperBlack
    /CooperBlack-Italic
    /CooperBT-Bold
    /CooperBT-BoldItalic
    /CooperBT-Light
    /CooperBT-LightItalic
    /CopperplateGothicBT-Bold
    /CopperplateGothicBT-BoldCond
    /CopperplateGothicBT-Heavy
    /CopperplateGothicBT-Roman
    /CopperplateGothicBT-RomanCond
    /Copperplate-ThirtyThreeBC
    /Copperplate-ThirtyTwoBC
    /Coronet-Regular
    /Courier
    /Courier-Bold
    /Courier-BoldOblique
    /Courier-Oblique
    /Critter
    /CS-Special-font
    /DellaRobbiaBT-Bold
    /DellaRobbiaBT-Roman
    /Della-RobbiaItalicBT
    /Della-RobbiaSCaps
    /Del-NormalSmallCaps
    /Delphin-IA
    /Delphin-IIA
    /Delta-Bold
    /Delta-BoldItalic
    /Delta-Book
    /Delta-BookItalic
    /Delta-Light
    /Delta-LightItalic
    /Delta-Medium
    /Delta-MediumItalic
    /Delta-Outline
    /DextorD
    /DextorOutD
    /DidotLH-OrnamentsOne
    /DidotLH-OrnamentsTwo
    /DINEngschrift
    /DINEngschrift-Alternate
    /DINMittelschrift
    /DINMittelschrift-Alternate
    /DINNeuzeitGrotesk-BoldCond
    /DINNeuzeitGrotesk-Light
    /Dom-CasItalic
    /DomCasual
    /DomCasual-Bold
    /Dom-CasualBT
    /Ehrhard-Italic
    /Ehrhard-Regular
    /EhrhardSemi-Italic
    /EhrhardtMT
    /EhrhardtMT-Italic
    /EhrhardtMT-SemiBold
    /EhrhardtMT-SemiBoldItalic
    /EhrharSemi
    /ELANGO-IB-A03
    /ELANGO-IB-A75
    /ELANGO-IB-A99
    /ElectraLH-Bold
    /ElectraLH-BoldCursive
    /ElectraLH-Cursive
    /ElectraLH-Regular
    /ElGreco
    /EnglischeSchT-Bold
    /EnglischeSchT-Regu
    /ErasContour
    /ErasITCbyBT-Bold
    /ErasITCbyBT-Book
    /ErasITCbyBT-Demi
    /ErasITCbyBT-Light
    /ErasITCbyBT-Medium
    /ErasITCbyBT-Ultra
    /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
    /EUEX10
    /EUFB10
    /EUFB5
    /EUFB7
    /EUFM10
    /EUFM5
    /EUFM7
    /EURB10
    /EURB5
    /EURB7
    /EURM10
    /EURM5
    /EURM7
    /EuropeanPi-Four
    /EuropeanPi-One
    /EuropeanPi-Three
    /EuropeanPi-Two
    /EuroSans-Bold
    /EuroSans-BoldItalic
    /EuroSans-Italic
    /EuroSans-Regular
    /EuroSerif-Bold
    /EuroSerif-BoldItalic
    /EuroSerif-Italic
    /EuroSerif-Regular
    /Eurostile
    /Eurostile-Bold
    /Eurostile-BoldCondensed
    /Eurostile-BoldExtendedTwo
    /Eurostile-BoldOblique
    /Eurostile-Condensed
    /Eurostile-Demi
    /Eurostile-DemiOblique
    /Eurostile-ExtendedTwo
    /EurostileLTStd-Demi
    /EurostileLTStd-DemiOblique
    /Eurostile-Oblique
    /EUSB10
    /EUSB5
    /EUSB7
    /EUSM10
    /EUSM5
    /EUSM7
    /ExPonto-Regular
    /FairfieldLH-Bold
    /FairfieldLH-BoldItalic
    /FairfieldLH-BoldSC
    /FairfieldLH-CaptionBold
    /FairfieldLH-CaptionHeavy
    /FairfieldLH-CaptionLight
    /FairfieldLH-CaptionMedium
    /FairfieldLH-Heavy
    /FairfieldLH-HeavyItalic
    /FairfieldLH-HeavySC
    /FairfieldLH-Light
    /FairfieldLH-LightItalic
    /FairfieldLH-LightSC
    /FairfieldLH-Medium
    /FairfieldLH-MediumItalic
    /FairfieldLH-MediumSC
    /FairfieldLH-SwBoldItalicOsF
    /FairfieldLH-SwHeavyItalicOsF
    /FairfieldLH-SwLightItalicOsF
    /FairfieldLH-SwMediumItalicOsF
    /Fences
    /Fenice-Bold
    /Fenice-BoldOblique
    /FeniceITCbyBT-Bold
    /FeniceITCbyBT-BoldItalic
    /FeniceITCbyBT-Regular
    /FeniceITCbyBT-RegularItalic
    /Fenice-Light
    /Fenice-LightOblique
    /Fenice-Regular
    /Fenice-RegularOblique
    /Fenice-Ultra
    /Fenice-UltraOblique
    /FlashD-Ligh
    /Flood
    /Folio-Bold
    /Folio-BoldCondensed
    /Folio-ExtraBold
    /Folio-Light
    /Folio-Medium
    /FontanaNDAaOsF
    /FontanaNDAaOsF-Italic
    /FontanaNDCcOsF-Semibold
    /FontanaNDCcOsF-SemiboldIta
    /FontanaNDEeOsF
    /FontanaNDEeOsF-Bold
    /FontanaNDEeOsF-BoldItalic
    /FontanaNDEeOsF-Light
    /FontanaNDEeOsF-Semibold
    /FormalScript421BT-Regular
    /Formata-Bold
    /Formata-MediumCondensed
    /ForteMT
    /FournierMT-Ornaments
    /FrakturBT-Regular
    /FrankfurterHigD
    /FranklinGothic-Book
    /FranklinGothic-BookItal
    /FranklinGothic-BookOblique
    /FranklinGothic-Condensed
    /FranklinGothic-Demi
    /FranklinGothic-DemiItal
    /FranklinGothic-DemiOblique
    /FranklinGothic-Heavy
    /FranklinGothic-HeavyItal
    /FranklinGothic-HeavyOblique
    /FranklinGothicITCbyBT-BookItal
    /FranklinGothicITCbyBT-Demi
    /FranklinGothicITCbyBT-DemiItal
    /FranklinGothicITCbyBT-Heavy
    /FranklinGothicITCbyBT-HeavyItal
    /FranklinGothic-Medium
    /FranklinGothic-MediumItal
    /FranklinGothic-Roman
    /Freeform721BT-Bold
    /Freeform721BT-BoldItalic
    /Freeform721BT-Italic
    /Freeform721BT-Roman
    /FreestyleScrD
    /Freestylescript
    /FreestyleScript
    /FrizQuadrataITCbyBT-Bold
    /FrizQuadrataITCbyBT-Roman
    /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
    /FuturaBlackBT-Regular
    /Futura-Bold
    /Futura-BoldOblique
    /Futura-Book
    /Futura-BookOblique
    /FuturaBT-Bold
    /FuturaBT-BoldCondensed
    /FuturaBT-BoldCondensedItalic
    /FuturaBT-BoldItalic
    /FuturaBT-Book
    /FuturaBT-BookItalic
    /FuturaBT-ExtraBlack
    /FuturaBT-ExtraBlackCondensed
    /FuturaBT-ExtraBlackCondItalic
    /FuturaBT-ExtraBlackItalic
    /FuturaBT-Heavy
    /FuturaBT-HeavyItalic
    /FuturaBT-Light
    /FuturaBT-LightCondensed
    /FuturaBT-LightItalic
    /FuturaBT-Medium
    /FuturaBT-MediumCondensed
    /FuturaBT-MediumItalic
    /Futura-CondensedLight
    /Futura-CondensedLightOblique
    /Futura-ExtraBold
    /Futura-ExtraBoldOblique
    /Futura-Heavy
    /Futura-HeavyOblique
    /Futura-Light
    /Futura-LightOblique
    /Futura-Oblique
    /Futura-Thin
    /Galliard-Black
    /Galliard-BlackItalic
    /Galliard-Bold
    /Galliard-BoldItalic
    /Galliard-Italic
    /GalliardITCbyBT-Bold
    /GalliardITCbyBT-BoldItalic
    /GalliardITCbyBT-Italic
    /GalliardITCbyBT-Roman
    /Galliard-Roman
    /Galliard-Ultra
    /Galliard-UltraItalic
    /Garamond-Antiqua
    /GaramondBE-Bold
    /GaramondBE-BoldExpert
    /GaramondBE-BoldOsF
    /GaramondBE-CnExpert
    /GaramondBE-Condensed
    /GaramondBE-CondensedSC
    /GaramondBE-Italic
    /GaramondBE-ItalicExpert
    /GaramondBE-ItalicOsF
    /GaramondBE-Medium
    /GaramondBE-MediumCn
    /GaramondBE-MediumCnExpert
    /GaramondBE-MediumCnOsF
    /GaramondBE-MediumExpert
    /GaramondBE-MediumItalic
    /GaramondBE-MediumItalicExpert
    /GaramondBE-MediumItalicOsF
    /GaramondBE-MediumSC
    /GaramondBE-Regular
    /GaramondBE-RegularExpert
    /GaramondBE-RegularSC
    /GaramondBE-SwashItalic
    /Garamond-Bold
    /Garamond-BoldCondensed
    /Garamond-BoldCondensedItalic
    /Garamond-BoldItalic
    /Garamond-Book
    /Garamond-BookCondensed
    /Garamond-BookCondensedItalic
    /Garamond-BookItalic
    /Garamond-Halbfett
    /Garamond-HandtooledBold
    /Garamond-HandtooledBoldItalic
    /GaramondITCbyBT-Bold
    /GaramondITCbyBT-BoldCondensed
    /GaramondITCbyBT-BoldCondItalic
    /GaramondITCbyBT-BoldItalic
    /GaramondITCbyBT-BoldNarrow
    /GaramondITCbyBT-BoldNarrowItal
    /GaramondITCbyBT-Book
    /GaramondITCbyBT-BookCondensed
    /GaramondITCbyBT-BookCondItalic
    /GaramondITCbyBT-BookItalic
    /GaramondITCbyBT-BookNarrow
    /GaramondITCbyBT-BookNarrowItal
    /GaramondITCbyBT-Light
    /GaramondITCbyBT-LightCondensed
    /GaramondITCbyBT-LightCondItalic
    /GaramondITCbyBT-LightItalic
    /GaramondITCbyBT-LightNarrow
    /GaramondITCbyBT-LightNarrowItal
    /GaramondITCbyBT-Ultra
    /GaramondITCbyBT-UltraCondensed
    /GaramondITCbyBT-UltraCondItalic
    /GaramondITCbyBT-UltraItalic
    /Garamond-Kursiv
    /Garamond-KursivHalbfett
    /Garamond-Light
    /Garamond-LightCondensed
    /Garamond-LightCondensedItalic
    /Garamond-LightItalic
    /GaramondNo4CyrTCY-Ligh
    /GaramondNo4CyrTCY-LighItal
    /GaramondThree
    /GaramondThree-Bold
    /GaramondThree-BoldItalic
    /GaramondThree-BoldItalicOsF
    /GaramondThree-BoldSC
    /GaramondThree-Italic
    /GaramondThree-ItalicOsF
    /GaramondThree-SC
    /GaramondThreeSMSIISpl-Italic
    /GaramondThreeSMSitalicSpl-Italic
    /GaramondThreeSMSspl
    /GaramondThreespl
    /GaramondThreeSpl-Bold
    /GaramondThreeSpl-Italic
    /Garamond-Ultra
    /Garamond-UltraCondensed
    /Garamond-UltraCondensedItalic
    /Garamond-UltraItalic
    /GarthGraphic
    /GarthGraphic-Black
    /GarthGraphic-Bold
    /GarthGraphic-BoldCondensed
    /GarthGraphic-BoldItalic
    /GarthGraphic-Condensed
    /GarthGraphic-ExtraBold
    /GarthGraphic-Italic
    /Geometric231BT-HeavyC
    /GeometricSlab712BT-BoldA
    /GeometricSlab712BT-ExtraBoldA
    /GeometricSlab712BT-LightA
    /GeometricSlab712BT-LightItalicA
    /GeometricSlab712BT-MediumA
    /GeometricSlab712BT-MediumItalA
    /Giddyup
    /Giddyup-Thangs
    /GillSans
    /GillSans-Bold
    /GillSans-BoldCondensed
    /GillSans-BoldExtraCondensed
    /GillSans-BoldItalic
    /GillSans-Condensed
    /GillSans-ExtraBold
    /GillSans-ExtraBoldDisplay
    /GillSans-Italic
    /GillSans-Light
    /GillSans-LightItalic
    /GillSans-LightShadowed
    /GillSans-Shadowed
    /GillSans-UltraBold
    /GillSans-UltraBoldCondensed
    /Gill-Special
    /Giovanni-Bold
    /Giovanni-BoldItalic
    /Giovanni-Book
    /Giovanni-BookItalic
    /Glypha
    /Glypha-Bold
    /Glypha-BoldOblique
    /Glypha-Oblique
    /Gothic-Thirteen
    /Goudy
    /Goudy-Bold
    /Goudy-BoldItalic
    /GoudyCatalogueBT-Regular
    /Goudy-ExtraBold
    /GoudyHandtooledBT-Regular
    /GoudyHeavyfaceBT-Regular
    /GoudyHeavyfaceBT-RegularCond
    /Goudy-Italic
    /GoudyOldStyleBT-Bold
    /GoudyOldStyleBT-BoldItalic
    /GoudyOldStyleBT-ExtraBold
    /GoudyOldStyleBT-Italic
    /GoudyOldStyleBT-Roman
    /GoudySans-Black
    /GoudySans-BlackItalic
    /GoudySans-Bold
    /GoudySans-BoldItalic
    /GoudySans-Book
    /GoudySans-BookItalic
    /GoudySansITCbyBT-Black
    /GoudySansITCbyBT-BlackItalic
    /GoudySansITCbyBT-Bold
    /GoudySansITCbyBT-BoldItalic
    /GoudySansITCbyBT-Light
    /GoudySansITCbyBT-LightItalic
    /GoudySansITCbyBT-Medium
    /GoudySansITCbyBT-MediumItalic
    /GoudySans-Medium
    /GoudySans-MediumItalic
    /Granjon
    /Granjon-Bold
    /Granjon-BoldOsF
    /Granjon-Italic
    /Granjon-ItalicOsF
    /Granjon-SC
    /GreymantleMVB-Ornaments
    /Helvetica
    /Helvetica-Black
    /Helvetica-BlackOblique
    /Helvetica-Black-SemiBold
    /Helvetica-Bold
    /Helvetica-BoldOblique
    /Helvetica-Compressed
    /Helvetica-Condensed
    /Helvetica-Condensed-Black
    /Helvetica-Condensed-BlackObl
    /Helvetica-Condensed-Bold
    /Helvetica-Condensed-BoldObl
    /Helvetica-Condensed-Light
    /Helvetica-Condensed-Light-Light
    /Helvetica-Condensed-LightObl
    /Helvetica-Condensed-Oblique
    /Helvetica-Condensed-Thin
    /Helvetica-ExtraCompressed
    /Helvetica-Fraction
    /Helvetica-FractionBold
    /HelveticaInserat-Roman
    /HelveticaInserat-Roman-SemiBold
    /Helvetica-Light
    /Helvetica-LightOblique
    /Helvetica-Narrow
    /Helvetica-Narrow-Bold
    /Helvetica-Narrow-BoldOblique
    /Helvetica-Narrow-Oblique
    /HelveticaNeue-Black
    /HelveticaNeue-BlackCond
    /HelveticaNeue-BlackCondObl
    /HelveticaNeue-BlackExt
    /HelveticaNeue-BlackExtObl
    /HelveticaNeue-BlackItalic
    /HelveticaNeue-Bold
    /HelveticaNeue-BoldCond
    /HelveticaNeue-BoldCondObl
    /HelveticaNeue-BoldExt
    /HelveticaNeue-BoldExtObl
    /HelveticaNeue-BoldItalic
    /HelveticaNeue-Condensed
    /HelveticaNeue-CondensedObl
    /HelveticaNeue-ExtBlackCond
    /HelveticaNeue-ExtBlackCondObl
    /HelveticaNeue-Extended
    /HelveticaNeue-ExtendedObl
    /HelveticaNeue-Heavy
    /HelveticaNeue-HeavyCond
    /HelveticaNeue-HeavyCondObl
    /HelveticaNeue-HeavyExt
    /HelveticaNeue-HeavyExtObl
    /HelveticaNeue-HeavyItalic
    /HelveticaNeue-Italic
    /HelveticaNeue-Light
    /HelveticaNeue-LightCond
    /HelveticaNeue-LightCondObl
    /HelveticaNeue-LightExt
    /HelveticaNeue-LightExtObl
    /HelveticaNeue-LightItalic
    /HelveticaNeueLTStd-Md
    /HelveticaNeueLTStd-MdIt
    /HelveticaNeue-Medium
    /HelveticaNeue-MediumCond
    /HelveticaNeue-MediumCondObl
    /HelveticaNeue-MediumExt
    /HelveticaNeue-MediumExtObl
    /HelveticaNeue-MediumItalic
    /HelveticaNeue-Roman
    /HelveticaNeue-Thin
    /HelveticaNeue-ThinCond
    /HelveticaNeue-ThinCondObl
    /HelveticaNeue-ThinItalic
    /HelveticaNeue-UltraLigCond
    /HelveticaNeue-UltraLigCondObl
    /HelveticaNeue-UltraLigExt
    /HelveticaNeue-UltraLigExtObl
    /HelveticaNeue-UltraLight
    /HelveticaNeue-UltraLightItal
    /Helvetica-Oblique
    /Helvetica-UltraCompressed
    /HelvExtCompressed
    /HelvLight
    /HelvUltCompressed
    /Humanist521BT-Bold
    /Humanist521BT-BoldCondensed
    /Humanist521BT-BoldItalic
    /Humanist521BT-ExtraBold
    /Humanist521BT-Italic
    /Humanist521BT-Light
    /Humanist521BT-LightItalic
    /Humanist521BT-Roman
    /Humanist521BT-RomanCondensed
    /Humanist521BT-UltraBold
    /Humanist521BT-XtraBoldCondensed
    /Humanist531BT-BlackA
    /Humanist531BT-BoldA
    /Humanist531BT-RomanA
    /Humanist531BT-UltraBlackA
    /Humanist777BT-BlackB
    /Humanist777BT-BlackCondensedB
    /Humanist777BT-BlackItalicB
    /Humanist777BT-BoldB
    /Humanist777BT-BoldCondensedB
    /Humanist777BT-BoldItalicB
    /Humanist777BT-ExtraBlackB
    /Humanist777BT-ExtraBlackCondB
    /Humanist777BT-ItalicB
    /Humanist777BT-LightB
    /Humanist777BT-LightCondensedB
    /Humanist777BT-LightItalicB
    /Humanist777BT-RomanB
    /Humanist777BT-RomanCondensedB
    /Humanist970BT-BoldC
    /Humanist970BT-RomanC
    /HumanistSlabserif712BT-Black
    /HumanistSlabserif712BT-Bold
    /HumanistSlabserif712BT-Italic
    /HumanistSlabserif712BT-Roman
    /ICMEX10
    /ICMMI8
    /ICMSY8
    /ICMTT8
    /Iglesia-Light
    /ILASY8
    /ILCMSS8
    /ILCMSSB8
    /ILCMSSI8
    /Imago-Book
    /Imago-BookItalic
    /Imago-ExtraBold
    /Imago-ExtraBoldItalic
    /Imago-Light
    /Imago-LightItalic
    /Imago-Medium
    /Imago-MediumItalic
    /Industria-Inline
    /Industria-InlineA
    /Industria-Solid
    /Industria-SolidA
    /Insignia
    /Insignia-A
    /IPAExtras
    /IPAHighLow
    /IPAKiel
    /IPAKielSeven
    /IPAsans
    /ITCGaramondMM
    /ITCGaramondMM-It
    /JAKEOpti-Regular
    /JansonText-Bold
    /JansonText-BoldItalic
    /JansonText-Italic
    /JansonText-Roman
    /JansonText-RomanSC
    /JoannaMT
    /JoannaMT-Bold
    /JoannaMT-BoldItalic
    /JoannaMT-Italic
    /Juniper
    /KabelITCbyBT-Book
    /KabelITCbyBT-Demi
    /KabelITCbyBT-Medium
    /KabelITCbyBT-Ultra
    /Kaufmann
    /Kaufmann-Bold
    /KeplMM-Or2
    /KisBT-Italic
    /KisBT-Roman
    /KlangMT
    /Kuenstler480BT-Black
    /Kuenstler480BT-Bold
    /Kuenstler480BT-BoldItalic
    /Kuenstler480BT-Italic
    /Kuenstler480BT-Roman
    /KunstlerschreibschD-Bold
    /KunstlerschreibschD-Medi
    /Lapidary333BT-Black
    /Lapidary333BT-Bold
    /Lapidary333BT-BoldItalic
    /Lapidary333BT-Italic
    /Lapidary333BT-Roman
    /LASY10
    /LASY5
    /LASY6
    /LASY7
    /LASY8
    /LASY9
    /LASYB10
    /LatinMT-Condensed
    /LCIRCLE10
    /LCIRCLEW10
    /LCMSS8
    /LCMSSB8
    /LCMSSI8
    /LDecorationPi-One
    /LDecorationPi-Two
    /Leawood-Black
    /Leawood-BlackItalic
    /Leawood-Bold
    /Leawood-BoldItalic
    /Leawood-Book
    /Leawood-BookItalic
    /Leawood-Medium
    /Leawood-MediumItalic
    /LegacySans-Bold
    /LegacySans-BoldItalic
    /LegacySans-Book
    /LegacySans-BookItalic
    /LegacySans-Medium
    /LegacySans-MediumItalic
    /LegacySans-Ultra
    /LegacySerif-Bold
    /LegacySerif-BoldItalic
    /LegacySerif-Book
    /LegacySerif-BookItalic
    /LegacySerif-Medium
    /LegacySerif-MediumItalic
    /LegacySerif-Ultra
    /LetterGothic
    /LetterGothic-Bold
    /LetterGothic-BoldSlanted
    /LetterGothic-Slanted
    /Life-Bold
    /Life-Italic
    /Life-Roman
    /LINE10
    /LINEW10
    /Linotext
    /Lithos-Black
    /LithosBold
    /Lithos-Bold
    /Lithos-Regular
    /LOGO10
    /LOGO8
    /LOGO9
    /LOGOBF10
    /LOGOSL10
    /LOMD-Normal
    /LubalinGraph-Book
    /LubalinGraph-BookOblique
    /LubalinGraph-Demi
    /LubalinGraph-DemiOblique
    /LucidaHandwritingItalic
    /LucidaMath-Symbol
    /LucidaSansTypewriter
    /LucidaSansTypewriter-Bd
    /LucidaSansTypewriter-BdObl
    /LucidaSansTypewriter-Obl
    /LucidaTypewriter
    /LucidaTypewriter-Bold
    /LucidaTypewriter-BoldObl
    /LucidaTypewriter-Obl
    /LydianBT-Bold
    /LydianBT-BoldItalic
    /LydianBT-Italic
    /LydianBT-Roman
    /LydianCursiveBT-Regular
    /Machine
    /Machine-Bold
    /Marigold
    /MathematicalPi-Five
    /MathematicalPi-Four
    /MathematicalPi-One
    /MathematicalPi-Six
    /MathematicalPi-Three
    /MathematicalPi-Two
    /MatrixScriptBold
    /MatrixScriptBoldLin
    /MatrixScriptBook
    /MatrixScriptBookLin
    /MatrixScriptRegular
    /MatrixScriptRegularLin
    /Melior
    /Melior-Bold
    /Melior-BoldItalic
    /Melior-Italic
    /MercuriusCT-Black
    /MercuriusCT-BlackItalic
    /MercuriusCT-Light
    /MercuriusCT-LightItalic
    /MercuriusCT-Medium
    /MercuriusCT-MediumItalic
    /MercuriusMT-BoldScript
    /Meridien-Bold
    /Meridien-BoldItalic
    /Meridien-Italic
    /Meridien-Medium
    /Meridien-MediumItalic
    /Meridien-Roman
    /Minion-Black
    /Minion-Bold
    /Minion-BoldCondensed
    /Minion-BoldCondensedItalic
    /Minion-BoldItalic
    /Minion-Condensed
    /Minion-CondensedItalic
    /Minion-DisplayItalic
    /Minion-DisplayRegular
    /MinionExp-Italic
    /MinionExp-Semibold
    /MinionExp-SemiboldItalic
    /Minion-Italic
    /Minion-Ornaments
    /Minion-Regular
    /Minion-Semibold
    /Minion-SemiboldItalic
    /MonaLisa-Recut
    /MrsEavesAllPetiteCaps
    /MrsEavesAllSmallCaps
    /MrsEavesBold
    /MrsEavesFractions
    /MrsEavesItalic
    /MrsEavesPetiteCaps
    /MrsEavesRoman
    /MrsEavesRomanLining
    /MrsEavesSmallCaps
    /MSAM10
    /MSAM10A
    /MSAM5
    /MSAM6
    /MSAM7
    /MSAM8
    /MSAM9
    /MSBM10
    /MSBM10A
    /MSBM5
    /MSBM6
    /MSBM7
    /MSBM8
    /MSBM9
    /MTEX
    /MTEXB
    /MTEXH
    /MTGU
    /MTGUB
    /MTMI
    /MTMIB
    /MTMIH
    /MTMS
    /MTMSB
    /MTMUB
    /MTMUH
    /MTSY
    /MTSYB
    /MTSYH
    /MTSYN
    /MusicalSymbols-Normal
    /Myriad-Bold
    /Myriad-BoldItalic
    /Myriad-CnBold
    /Myriad-CnBoldItalic
    /Myriad-CnItalic
    /Myriad-CnSemibold
    /Myriad-CnSemiboldItalic
    /Myriad-Condensed
    /Myriad-Italic
    /MyriadMM
    /MyriadMM-It
    /Myriad-Roman
    /Myriad-Sketch
    /Myriad-Tilt
    /NeuzeitS-Book
    /NeuzeitS-BookHeavy
    /NewBaskerville-Bold
    /NewBaskerville-BoldItalic
    /NewBaskerville-Italic
    /NewBaskervilleITCbyBT-Bold
    /NewBaskervilleITCbyBT-BoldItal
    /NewBaskervilleITCbyBT-Italic
    /NewBaskervilleITCbyBT-Roman
    /NewBaskerville-Roman
    /NewCaledonia
    /NewCaledonia-Black
    /NewCaledonia-BlackItalic
    /NewCaledonia-Bold
    /NewCaledonia-BoldItalic
    /NewCaledonia-BoldItalicOsF
    /NewCaledonia-BoldSC
    /NewCaledonia-Italic
    /NewCaledonia-ItalicOsF
    /NewCaledonia-SC
    /NewCaledonia-SemiBold
    /NewCaledonia-SemiBoldItalic
    /NewCenturySchlbk-Bold
    /NewCenturySchlbk-BoldItalic
    /NewCenturySchlbk-Italic
    /NewCenturySchlbk-Roman
    /NewsGothic
    /NewsGothic-Bold
    /NewsGothic-BoldOblique
    /NewsGothicBT-Bold
    /NewsGothicBT-BoldCondensed
    /NewsGothicBT-BoldCondItalic
    /NewsGothicBT-BoldExtraCondensed
    /NewsGothicBT-BoldItalic
    /NewsGothicBT-Demi
    /NewsGothicBT-DemiItalic
    /NewsGothicBT-ExtraCondensed
    /NewsGothicBT-Italic
    /NewsGothicBT-ItalicCondensed
    /NewsGothicBT-Light
    /NewsGothicBT-LightItalic
    /NewsGothicBT-Roman
    /NewsGothicBT-RomanCondensed
    /NewsGothic-Oblique
    /New-Symbol
    /NovareseITCbyBT-Bold
    /NovareseITCbyBT-BoldItalic
    /NovareseITCbyBT-Book
    /NovareseITCbyBT-BookItalic
    /Nueva-BoldExtended
    /Nueva-Roman
    /NuptialScript
    /OceanSansMM
    /OceanSansMM-It
    /OfficinaSans-Bold
    /OfficinaSans-BoldItalic
    /OfficinaSans-Book
    /OfficinaSans-BookItalic
    /OfficinaSerif-Bold
    /OfficinaSerif-BoldItalic
    /OfficinaSerif-Book
    /OfficinaSerif-BookItalic
    /OnyxMT
    /Optima
    /Optima-Bold
    /Optima-BoldItalic
    /Optima-BoldOblique
    /Optima-ExtraBlack
    /Optima-ExtraBlackItalic
    /Optima-Italic
    /Optima-Oblique
    /OSPIRE-Plain
    /OttaIA
    /Otta-wa
    /Ottawa-BoldA
    /OttawaPSMT
    /Oxford
    /Palatino-Bold
    /Palatino-BoldItalic
    /Palatino-Italic
    /Palatino-Roman
    /Parisian
    /Perpetua
    /Perpetua-Bold
    /Perpetua-BoldItalic
    /Perpetua-Italic
    /PhotinaMT
    /PhotinaMT-Bold
    /PhotinaMT-BoldItalic
    /PhotinaMT-Italic
    /PhotinaMT-SemiBold
    /PhotinaMT-SemiBoldItalic
    /PhotinaMT-UltraBold
    /PhotinaMT-UltraBoldItalic
    /Plantin
    /Plantin-Bold
    /Plantin-BoldItalic
    /Plantin-Italic
    /Plantin-Light
    /Plantin-LightItalic
    /Plantin-Semibold
    /Plantin-SemiboldItalic
    /Poetica-ChanceryI
    /Poetica-SuppLowercaseEndI
    /PopplLaudatio-Italic
    /PopplLaudatio-Medium
    /PopplLaudatio-MediumItalic
    /PopplLaudatio-Regular
    /ProseAntique-Bold
    /ProseAntique-Normal
    /QuaySansEF-Black
    /QuaySansEF-BlackItalic
    /QuaySansEF-Book
    /QuaySansEF-BookItalic
    /QuaySansEF-Medium
    /QuaySansEF-MediumItalic
    /Quorum-Black
    /Quorum-Bold
    /Quorum-Book
    /Quorum-Light
    /Quorum-Medium
    /Raleigh
    /Raleigh-Bold
    /Raleigh-DemiBold
    /Raleigh-Medium
    /Revival565BT-Bold
    /Revival565BT-BoldItalic
    /Revival565BT-Italic
    /Revival565BT-Roman
    /Ribbon131BT-Bold
    /Ribbon131BT-Regular
    /RMTMI
    /Rockwell
    /Rockwell-Bold
    /Rockwell-BoldItalic
    /Rockwell-Italic
    /Rockwell-Light
    /Rockwell-LightItalic
    /RotisSansSerif
    /RotisSansSerif-Bold
    /RotisSansSerif-ExtraBold
    /RotisSansSerif-Italic
    /RotisSansSerif-Light
    /RotisSansSerif-LightItalic
    /RotisSemiSans
    /RotisSemiSans-Bold
    /RotisSemiSans-ExtraBold
    /RotisSemiSans-Italic
    /RotisSemiSans-Light
    /RotisSemiSans-LightItalic
    /RotisSemiSerif
    /RotisSemiSerif-Bold
    /RotisSerif
    /RotisSerif-Bold
    /RotisSerif-Italic
    /RunicMT-Condensed
    /Sabon-Bold
    /Sabon-BoldItalic
    /Sabon-Italic
    /Sabon-Roman
    /SackersGothicLight
    /SackersGothicLightAlt
    /SackersItalianScript
    /SackersItalianScriptAlt
    /Sam
    /Sanvito-Light
    /SanvitoMM
    /Sanvito-Roman
    /Semitica
    /Semitica-Italic
    /SIVAMATH
    /Siva-Special
    /SMS-SPELA
    /Souvenir-Demi
    /Souvenir-DemiItalic
    /SouvenirITCbyBT-Demi
    /SouvenirITCbyBT-DemiItalic
    /SouvenirITCbyBT-Light
    /SouvenirITCbyBT-LightItalic
    /Souvenir-Light
    /Souvenir-LightItalic
    /SpecialAA
    /Special-Gali
    /Sp-Sym
    /StempelGaramond-Bold
    /StempelGaramond-BoldItalic
    /StempelGaramond-Italic
    /StempelGaramond-Roman
    /StoneSans
    /StoneSans-Bold
    /StoneSans-BoldItalic
    /StoneSans-Italic
    /StoneSans-PhoneticAlternate
    /StoneSans-PhoneticIPA
    /StoneSans-Semibold
    /StoneSans-SemiboldItalic
    /StoneSerif
    /StoneSerif-Italic
    /StoneSerif-PhoneticAlternate
    /StoneSerif-PhoneticIPA
    /StoneSerif-Semibold
    /StoneSerif-SemiboldItalic
    /Swiss721BT-Black
    /Swiss721BT-BlackCondensed
    /Swiss721BT-BlackCondensedItalic
    /Swiss721BT-BlackExtended
    /Swiss721BT-BlackItalic
    /Swiss721BT-BlackOutline
    /Swiss721BT-BlackRounded
    /Swiss721BT-Bold
    /Swiss721BT-BoldCondensed
    /Swiss721BT-BoldCondensedItalic
    /Swiss721BT-BoldCondensedOutline
    /Swiss721BT-BoldExtended
    /Swiss721BT-BoldItalic
    /Swiss721BT-BoldOutline
    /Swiss721BT-BoldRounded
    /Swiss721BT-Heavy
    /Swiss721BT-HeavyItalic
    /Swiss721BT-Italic
    /Swiss721BT-ItalicCondensed
    /Swiss721BT-Light
    /Swiss721BT-LightCondensed
    /Swiss721BT-LightCondensedItalic
    /Swiss721BT-LightExtended
    /Swiss721BT-LightItalic
    /Swiss721BT-Medium
    /Swiss721BT-MediumItalic
    /Swiss721BT-Roman
    /Swiss721BT-RomanCondensed
    /Swiss721BT-RomanExtended
    /Swiss721BT-Thin
    /Swiss721BT-ThinItalic
    /Swiss921BT-RegularA
    /Symbol
    /Syntax-Black
    /Syntax-Bold
    /Syntax-Italic
    /Syntax-Roman
    /Syntax-UltraBlack
    /Tekton
    /Times-Bold
    /Times-BoldA
    /Times-BoldItalic
    /Times-BoldOblique
    /Times-Italic
    /Times-NewRoman
    /Times-NewRomanBold
    /Times-Oblique
    /Times-PhoneticAlternate
    /Times-PhoneticIPA
    /Times-Roman
    /Times-RomanSmallCaps
    /Times-Sc
    /Times-SCB
    /Times-special
    /TimesTenGreekP-Upright
    /TradeGothic
    /TradeGothic-Bold
    /TradeGothic-BoldCondTwenty
    /TradeGothic-BoldCondTwentyObl
    /TradeGothic-BoldOblique
    /TradeGothic-BoldTwo
    /TradeGothic-BoldTwoOblique
    /TradeGothic-CondEighteen
    /TradeGothic-CondEighteenObl
    /TradeGothicLH-BoldExtended
    /TradeGothicLH-Extended
    /TradeGothic-Light
    /TradeGothic-LightOblique
    /TradeGothic-Oblique
    /Trajan-Bold
    /TrajanPro-Bold
    /TrajanPro-Regular
    /Trajan-Regular
    /Transitional521BT-BoldA
    /Transitional521BT-CursiveA
    /Transitional521BT-RomanA
    /Transitional551BT-MediumB
    /Transitional551BT-MediumItalicB
    /Univers
    /Universal-GreekwithMathPi
    /Universal-NewswithCommPi
    /Univers-BlackExt
    /Univers-BlackExtObl
    /Univers-Bold
    /Univers-BoldExt
    /Univers-BoldExtObl
    /Univers-BoldOblique
    /Univers-Condensed
    /Univers-CondensedBold
    /Univers-CondensedBoldOblique
    /Univers-CondensedOblique
    /Univers-Extended
    /Univers-ExtendedObl
    /Univers-ExtraBlackExt
    /Univers-ExtraBlackExtObl
    /Univers-Light
    /Univers-LightOblique
    /UniversLTStd-Black
    /UniversLTStd-BlackObl
    /Univers-Oblique
    /Utopia-Black
    /Utopia-BlackOsF
    /Utopia-Bold
    /Utopia-BoldItalic
    /Utopia-Italic
    /Utopia-Ornaments
    /Utopia-Regular
    /Utopia-Semibold
    /Utopia-SemiboldItalic
    /VAGRounded-Black
    /VAGRounded-Bold
    /VAGRounded-Light
    /VAGRounded-Thin
    /Viva-BoldExtraExtended
    /Viva-Regular
    /Weidemann-Black
    /Weidemann-BlackItalic
    /Weidemann-Bold
    /Weidemann-BoldItalic
    /Weidemann-Book
    /Weidemann-BookItalic
    /Weidemann-Medium
    /Weidemann-MediumItalic
    /WindsorBT-Elongated
    /WindsorBT-Light
    /WindsorBT-LightCondensed
    /WindsorBT-Roman
    /Wingdings-Regular
    /WNCYB10
    /WNCYI10
    /WNCYR10
    /WNCYSC10
    /WNCYSS10
    /WoodtypeOrnaments-One
    /WoodtypeOrnaments-Two
    /ZapfCalligraphic801BT-Bold
    /ZapfCalligraphic801BT-BoldItal
    /ZapfCalligraphic801BT-Italic
    /ZapfCalligraphic801BT-Roman
    /ZapfChanceryITCbyBT-Bold
    /ZapfChanceryITCbyBT-Demi
    /ZapfChanceryITCbyBT-Medium
    /ZapfChanceryITCbyBT-MediumItal
    /ZapfChancery-MediumItalic
    /ZapfDingbats
    /ZapfDingbatsITCbyBT-Regular
    /ZapfElliptical711BT-Bold
    /ZapfElliptical711BT-BoldItalic
    /ZapfElliptical711BT-Italic
    /ZapfElliptical711BT-Roman
    /ZapfHumanist601BT-Bold
    /ZapfHumanist601BT-BoldItalic
    /ZapfHumanist601BT-Demi
    /ZapfHumanist601BT-DemiItalic
    /ZapfHumanist601BT-Italic
    /ZapfHumanist601BT-Roman
    /ZapfHumanist601BT-Ultra
    /ZapfHumanist601BT-UltraItalic
    /ZurichBT-Black
    /ZurichBT-BlackExtended
    /ZurichBT-BlackItalic
    /ZurichBT-Bold
    /ZurichBT-BoldCondensed
    /ZurichBT-BoldCondensedItalic
    /ZurichBT-BoldExtended
    /ZurichBT-BoldExtraCondensed
    /ZurichBT-BoldItalic
    /ZurichBT-ExtraBlack
    /ZurichBT-ExtraCondensed
    /ZurichBT-Italic
    /ZurichBT-ItalicCondensed
    /ZurichBT-Light
    /ZurichBT-LightCondensed
    /ZurichBT-LightCondensedItalic
    /ZurichBT-LightExtraCondensed
    /ZurichBT-LightItalic
    /ZurichBT-Roman
    /ZurichBT-RomanCondensed
    /ZurichBT-RomanExtended
    /ZurichBT-UltraBlackExtended
  ]
  /NeverEmbed [ true
    /TimesNewRomanPS
    /TimesNewRomanPS-Bold
    /TimesNewRomanPS-BoldItalic
    /TimesNewRomanPS-BoldItalicMT
    /TimesNewRomanPS-BoldMT
    /TimesNewRomanPS-Italic
    /TimesNewRomanPS-ItalicMT
    /TimesNewRomanPSMT
  ]
  /AntiAliasColorImages false
  /CropColorImages false
  /ColorImageMinResolution 150
  /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 false
  /GrayImageMinResolution 150
  /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 false
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 2400
  /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 false
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (U.S. Web Coated \050SWOP\051 v2)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName (http://www.color.org)
  /PDFXTrapped /Unknown

  /CreateJDFFile false
  /Description <<
    /DAN <>
    /DEU <>
    /ESP <>
    /FRA <>
    /ITA <>
    /JPN <FEFF3053306e8a2d5b9a306f30019ad889e350cf5ea6753b50cf3092542b308000200050004400460020658766f830924f5c62103059308b3068304d306b4f7f75283057307e30593002537052376642306e753b8cea3092670059279650306b4fdd306430533068304c3067304d307e305930023053306e8a2d5b9a30674f5c62103057305f00200050004400460020658766f8306f0020004100630072006f0062006100740020304a30883073002000520065006100640065007200200035002e003000204ee5964d30678868793a3067304d307e30593002>
    /NLD <>
    /NOR <>
    /PTB <>
    /SUO <>
    /SVE <>
    /ENU (Use these settings for creating PDF files for submission to The Sheridan Press. These settings configured for Acrobat v6.0 08/06/03.)
  >>
  /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
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /BleedOffset [
        0
        0
        0
        0
      ]
      /ConvertColors /NoConversion
      /DestinationProfileName (sRGB IEC61966-2.1)
      /DestinationProfileSelector /NA
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements true
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles true
      /MarksOffset 6
      /MarksWeight 0.250000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /LeaveUntagged
      /UseDocumentBleed false
    >>
  ]
  /SyntheticBoldness 1.000000
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


