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We are gathered here this week to confirm the commitment to skills development as a key aspect of Education for All.  As the background material for this meeting states, “the approach will be to challenge assumptions and thereby contribute new and innovative approaches to solving real problems in skills development.”  It was therefore with eagerness that I accepted to participate in this meeting, both to learn about innovations in this part of the world, as well as to share with you results from our recent work at the East-West Center on precisely this topic of innovative approaches, of the need for new paradigms for education. 


Before speaking about skills development in particular, then—and it is only one aspect of the total education endeavor—permit me to share with you recent insights on the need for new education paradigms to meet the needs of a radically changed society.






- o -

Much has been written about the galloping pace of change in today’s society and the inability of educational systems to change fast enough and fundamentally enough to keep pace with this change.  Many express concern that, while the paradigmatic changes caused by information technology and by societal and behavioral shifts at various scales of society (family, community, nation) have transformed the way we travel, do business, spend leisure time, communicate, handle our finances, and care for our health, it has not changed the way we educate.  Existing educational systems even in the wealthiest of countries have proven inadequate in servicing the poorest and most disenfranchised sectors of society on the one hand, and have not kept pace with the social, economic, and technical changes outside the academic world on the other.  And in the poorer countries of Asia, Africa and Latin America, problems of inadequacy and access are staggering.


There is no lack of attempts to reform educational systems.  The proliferation of programs to develop professional education managers has produced a generation of competent educators.  But their reform efforts have been largely on improving existing practice, on efficiency rather than effectiveness, aimed at modifying or improving the existing paradigm, rather than coming up with a new paradigm.  Thus, for example, curriculum reform focuses on how to improve and sequence the teaching of specific subject matter blocks, rather than to question whether to teach that subject at all or replace it with new learning content.  Another example would be proposals to expand access to an existing educational system without questioning whether the system itself is not designed to reach the unreached.  Reforms in university education look to alternative financing mechanisms and equitable cost recovery measures without questioning whether expansion ultimately leads to emphasis on credentialing rather than competence, and an eventual devaluation of such credentials. 


An analogy from the paradigmatic shift in transportation may be helpful.  The need for faster transportation over long distances was not met by building a better and better car, but by finally inventing the airplane.  Similarly, producing the written word was not improved by improving the typewriter, but by developing word processing in a desktop computer.  In like manner, the task must now be, not the improvement of the education “car,” but the invention of the education “airplane.”


 One caveat: in this increasingly diverse society, it is unrealistic to prescribe a uniform new paradigm, one-size-fits-all, for every community.  Diverse contexts, diverse learning needs, diverse resources, should dictate as many new paradigms as there are contexts.  In fact it is precisely because of the imposition of the standard “car” model of education, often imposed by the West, that has in some cases made Education for All an elusive goal.  What may have been needed was an education “cart” or “bicycle” or even “camel” that would suit local conditions, rather than a car.  On the other hand, for the industrialized countries, the car may have outlived its usefulness, but conservative education systems are reluctant to allow education “airplanes” or “rockets” to develop.






- o -


What then must the starting points be for the development of new paradigms, or innovative approaches to education in general, and in our case, to skills development for employment and citizenship in particular?  I propose for our discussion two such points, which I will briefly elaborate, and then see how these apply to skills development.


The first starting point must be the immutable and essential role of education:  to cultivate the development of the multi-dimensional potential of the individual, both for himself/herself, and for society, by this latter including family, community, nation and globe.  More specifically, education, if it is to develop this potential and capability, must see that the several learning needs of the individual are met.


There is a veritable universe of learning needs, and since everyone cannot be all things to all people, a distinction must immediately be made between general and specific learning needs.  General learning needs would include the need to communicate, to understand and be understood, to calculate and analyze, and to interact harmoniously and productively in society.  It is the right of every human being that these needs be met, and the responsibility of every society to guarantee the opportunity to have them met.  On the other hand, there are specific learning needs to assure that society find within itself individuals necessary for its continued functioning and flourishing, specialists in health, construction, finance, enforcement of order, law, and so on.

It must be said at the outset therefore that there must be at least two types of education paradigms—one for basic education, and one for specific (professional or occupational or special-interest) education, and indeed multiple variations of each for different societal contexts at different points in time.  In fact, even a well designed paradigm will by definition be limited by its design to suit a particular set of learning needs in a particular time for a particular community, and will have to change as the community changes.


But in every case that paradigm must be a new approach to meeting existing and emerging learning needs in today’s world.  The essential purpose of education to empower individuals and meet their learning needs for the benefit of the individual and for different scales of community remains the same (though emphasis may differ in different contexts).  But a new paradigm demands rethinking what the needs of today’s learner in today’s society are, and, based on that, re-defining the educational content, the pedagogical approaches, the delivery mechanisms to meet those needs.  And for this paradigm to be sound, its premises must be based on a keen perception of how fundamentally today’s learners, and today’s society, are different from the learners and societies that gave shape to the way we currently run our educational systems.


The second starting point is a recognition of how radically, and in what direction, the world has changed.  The 21st century has opened with much hope, but also with expanding global conflict, failed states and the inability of the international system to resolve challenges to equitable political, economic and cultural relations between rich countries and poor.   Poverty and inequity are both growing.  Globally, both the rich and the poor feel the impact of failure to harness the increasing interdependence within and between nations to the central task of reducing inequity in society. The rapid spread of communication technologies has accelerated the interdependence of economic relations, both in production and trade.  It has also greatly increased the ability of people to communicate and organize – politically, socially and culturally – in order to participate in the resolution of these crucial issues.  In short, while people’s access to social and economic opportunity grows more inequitable, increasing economic, political and cultural interdependence has radically changed the landscape for political and social participation.  That is the ultimate irony: the more globalized and interdependent the world becomes, the greater the polarization between rich and poor, the greater the digital divide, the information divide, the power divide.

How can increasingly interdependent citizens and nations play more effective roles in reducing inequities in an interdependent world?  While there can be many answers, a radical change in the goals and structures of education in society will be a principal response.  While the world has changed, education has not.  The same paradigms that have shaped educational systems at primary, secondary, and tertiary levels have remained basically unchanged, except for greater use of technology, over the past fifty years.  

The light of the above, it is easy to see a need to explicitly advocate the emergence of new education paradigms that take into account the inevitability of an increasingly interdependent world, and to help channel this interdependence towards greater equity and sustainability.

· o –

If we look then at the need for revitalized skills development in the OECD countries, and indeed in the rest of the world, in the light of these two starting points, a number of insights emerge.

In the first place it is clear that this meeting is taking place in part because precisely skill development programs are not meeting the society’s learning needs—unemployment persists and indeed is on the rise (in Italy, for example, up to 30% of those between 20 and 24 years of age are unemployed, according to a recent survey), and ethnic and sub-regional tensions do not speak well of a harmonious citizenry.  How does one refashion skills development and education programs to address these problems?

 I maintain that success in this endeavor depends on a large extent on the thoroughness of the needs assessment that must precede the design of any program.  In the same way that most successful business ventures are premised on a timely and perceptive reading of a specific need that can be met by a product or a service, so also a skills development program must correctly perceive what is needed.  If both education and training are meant to meet specific learning needs, then their structures and processes have to be specific to the need of the particular set of learners that they address.  Education for All is not the Same Education for All.  The life skills for employment and for citizenship obviously vary from set to set; industrial workers have specific learning needs different from that of agricultural communities; majority populations in developed countries have different citizenship learning needs from minority populations in developing countries. 

And it is not enough, for example, to determine that the community will need welders, or computer programmers.  It is necessary to identify what kind of welders of programmers are needed, not just from the point of view of their welding or programming skills, but from the point of view of their quickness to learn new things, or to adapt of different circumstances, or to be dependable and reliable and ethical, and so on. 

Put another way, the specific learning needs and their corresponding skill sets need to be comprehensively articulated.  This is of course easier, and more obvious, to see and measure with regard to motor or physical skills: proficiency in welding, or in typewriting, or in bicycle repair.  But it is more difficult, and apparently less clearly articulated, with regard to mental and social skills: soundness of analysis, teamwork, ability to learn, creative compromise, and so on.  And yet in many contexts, even in the first level workforce, these latter skills are more of a determinant to productivity, success, and therefore employability.


The debate raging over the past decades about the optimum mix of physical, mental and social skills in schooling, particularly middle or secondary schooling, has unfortunately engendered an unhelpful dichotomy of terminology, and therefore of thinking, about academic versus vocational education.  Although the debate seems to have landed largely on the side of more integrated secondary schooling, and less on the side of those who favor a two-track academic or vocational form of education, the remnants of this polarized thinking as regards skills development are to be found everywhere.


We know that in practice, even the motor-skills-proficient in assembly lines and factory floors require an equally essential set of mental skills if they are to adhere to correct procedures, react to mechanical aberrations, understand instructions and the importance of deadlines and regulations, and so on.  Conversely, even most abstract theoretical philosophers require enough motor skills to manipulate keyboards and mouses, drive vehicles and operate various electronic and household appliances.

Another way to emphasize the importance for correctly identifying learning needs is to advocate for an education or training system that is demand driven rather than supply driven.  When public schooling as we know it was developed, educators recognized that citizens needed to be empowered to communicate, both in oral and written form, to calculate, as each deals with the necessary quantitative dimensions of everyday life, to reason, to understand himself/herself, his/her community, and the wider world around, and to live in productively and in harmony with others.  These are nothing more or less than the basic life skills the learner needs.  These are skills needed not only for employment, or for citizenship, but also for life.  A program of studies evolved to respond to this demand.


However, as the curricular content of formal school structures evolved, programs to develop these needed skills became compartmentalized and fossilized into academic subjects: reading, writing, arithmetic, social studies, science, vocational arts, technical crafts, etc.  At the same time treatments of these subjects became standardized and largely universalized, leaving little room for diversity of approach of emphasis from community to community, even from country to country.  By and large, curricula of basic education became very similar, not across countries, but even across national boundaries.

Education was a body of information, a supply to be distributed or delivered.


By implication, emphasis shifted from the end to the means.  The emphasis in grammar classes shifted improving communication to diagramming a sentence; in algebra, it shifted from honing disciplined reasoning to solving equations with two unknowns; in history, from an appreciation of one roots to memorizing names and dates; in chemistry, from understanding how nature works to mastering the chemical table.  To be sure diagramming, equations, names and dates, and chemical tables are useful and perhaps even necessary means to develop communication, reasoning, cultural identity, and appreciation for nature, and so there no suggestion that traditional subject matter be dropped or substituted altogether.  However, it must be emphasized that subject matter are means to develop basic life skills, and not ends in themselves.  This means that when specific settings or times arise when these skills can be better engendered and supported by means other than the traditional subjects and the way they are sequenced and presented, new paradigms should be allowed to flourish.

The proposed paradigm calls for recasting educational content according to an understanding of what current and emergent learning needs are.  Testing this approach within the context of a typical school, one sees that at present the product, the curriculum content, tends to be supply driven, that is, it is composed of discrete blocks of academic subjects, language, arithmetic, science, social science, etc. for which standard bodies of content and pedagogy exist, and for which teachers are prepared.  If, on the other hand, curriculum design is demand driven, that is, shaped on the basis of the student’s learning needs, a paradigmatically different curriculum may emerge.  The marketplace lesson: one buys only what one needs or one wants.


One way of determining a student’s learning needs is to analyze those factors that contribute to his or her future success and fulfillment.  The most successful graduates of a school system and those who do best are often not the valedictorians or those who had the highest grades.  More often they were those who wrote for the school paper, the class clowns, the athletes, the school activists.  All the book knowledge of the valedictorians did not serve them as well as the student reporter’s talent for finding out important things, or the athlete’s dedication to be the best he or she could be, of the activist’s passionate love for his/her community or country, or even the class clown’s ability to understand people, get along with them and make them laugh.  These were the ingredients for success, not knowledge of the historical dates of national revolutions, or the ability to multiply mixed fractions, or familiarity with the chemical table.  And yet the old paradigm focuses on the latter as goals, rather than on the former. But when one leaves school, one is tested, valued, and honored on the former rather than on the latter.  A new paradigm would not call for stopping the teaching of the traditional subjects of arithmetic, social science, history, and so on.  But these will be used as a means to instill discipline, sharpen individual minds, and foster desirable values and attitudes, which indeed they can and do, rather than as ends in themselves.  This translates into a radical reevaluation and transformation of content.

Whereas the first example illustrates how a needs-based design of education content can be derived from an analysis of the ingredients of success of individuals, so also it can be derived from the a contrasting analysis of the ingredients of failure of the societies into which the learner will grow.  Environmental degradation, violent ethnic conflict and intolerance, moral bankruptcy, economic polarization of rich and poor, the drugs and HIV/AIDS endemics—all of society’s evils are a virtual inventory of the consequences of not having met this generation’s learning needs properly.  In a way, the failure of a society is the failure of its educational system.  But instead of deconstructing society’s ills to determine learning needs, curriculum specialists dangerously assume that the future will merely be an extension of the present, and spend their efforts reclassifying or rearranging old knowledge in familiar academic boxes.  Instead of forging new content, they repackage old content, putting old wine into new bottles.  Much of their efforts are akin to those of the waiters on the Titanic who were busy rearranging the dining room silverware even as the ship was sinking.

· o –

It is in the context of these larger perspectives that we should look at skills development for employment, skills development for citizenship, and I might add, skills development for life.  Let us take these one at a time.

· o –

At the outset, it is crucial in the face of a fast changing workplace to make a distinction between training for employment and training for employability, between a trained recruit for the workforce and a trainable recruit.

In the early days of the industrial era, it was realistic to provide a specific set of skills that an individual would need and use for much of a person’s working life, he/she would be certified upon leaving formal schooling as having the required skills to be an accountant or an engineer or electrician.  An employer would generally be satisfied with the skill sets acquired and set the person to productive work immediately.  Nowadays, the skills sets of jobs are changing so rapidly; and indeed, with altogether new types of jobs being created, employers are aware that formal schooling can no longer keep up with the changing demands of the workforce.  In the four years it takes to produce a professional, the face and skill sets of that profession may have changed profoundly.  Nowhere is this more graphically evident than a comparison of the number and titles of academic degrees handed out by universities, and the number, titles and job descriptions of the positions vacant and sought in the classified advertisements of newspapers.


For this reason, employers are looking more and more for trainable recruits and less for trained recruits, who may be trained in ways of the profession that have recently been superseded.  A specific case in point: the Goldman and Sachs investment firm put out an advertisement in a developing country for investment managers; of the hundreds how applied, only eight were chosen, and only three of these had formal advanced education in business or finance.  The determining skills sets sought were not those of accounting or mathematics, but of flexibility, quickness to learn (trainability), persuasive communication, and teamwork.   Another example: Over several years now, the giant consumer product companies of Proctor and Gamble have consistently recruited outstanding bachelor’s degree students, rather than M.B.A.s or advanced degree holders in finance or marketing.  Even in Ministries of Agriculture around the world, government often does not hesitate to hire those with no agricultural background, sometimes fearful that those with the background may have developed bad habits or have been trained in outdated agricultural practices.  The underlying premise is not so much a lack of faith in graduate studies but a realization that the specific skill sets, procedures, and even value systems they require of their work force is something they rather then universities or schools are in a better position to engender and develop.


The implied framework is thus one where education provides more generic employability skills, whereas training (whether in-house, sub-contracted, or free standing—even if delivered by academic institutions) is for specific employment skills.

And thus applies not just to “technical” or physical skills, but also to mental and social skills, as well as work-conducive dispositional or attitudinal sets (sometimes called, with some controversy, values).  


Thus, as regards physical dexterity skills, basic education provides the generic employability skills of manual dexterity through various arts and crafts classes. Though the student will probably never have to make a woven blanket or construct a small table in real life, for example, the employer will find the manual dexterity a useful base upon which to base training for the specific job in the garment factory or the construction site.  Similarly, education develops generic skills of logic and deduction through algebra, though the student will probably never have to solve an equation with two unknowns in real life.  Still, the ability or make logical deductions are employability skills sought in most high-level jobs.

Obviously, these are not watertight compartments; educational institutions do provide some specific employment skills (e.g. computer literacy), and corporate training does provide generic skills whenever they feel formal education has not done so.

An analysis of the specific learning needs of the target group served, and that means identifying the needed employability and employment skills, should dictate the content, methodology, and even delivery mechanisms of the education/training program that should meet these needs.  Some of these skills are best developed in the context of formal schooling, others in situ at the workplace.  Some are developed over a long period of time; some are acquired in a matter of weeks or even days.  Some have substantive theoretical underpinnings; others are strictly dexterity skills.  It is therefore impossible to formulate a one-size-fits all recipe for shaping the education and training landscape that would suit everyone.  


And in meeting learning needs in vast areas of the globe where there is not an advanced or complex level of employment skills required, one often finds education and training, employability skills development and employment skills development, integrated into a single delivery system.  In fact, it is the experience of innumerable literacy programs worldwide that infusing an employability or productivity dimension into the literacy program is the best way to ensure motivation, sustainability, and effectiveness.  Reading and writing and calculating for its own sake does wonders for self-esteem, but coupling the acquisition of these skills with immediate application of them for the concrete improvement of daily lives is far more effective.

· o –

Let us turn to education for citizenship.  As a person is more than just his/her job, it is evident that education and human development must meet his learning needs, not just in the workplace, but also in the larger world in which he operates.  The term citizenship is often used to refer to a person’s membership, loyalty, and participation in the social context of a nation state.  But education for citizenship by this definition is a constricting idea; humankind has existed for millennia, education systems have existed for centuries, and yet nation states and their boundaries, as we know them have existed for a much briefer period of time.  


I therefore prefer to expand the concept of citizenship for the purposes of this presentation, and for the phrase skills development for citizenship, to include membership, loyalty, and participation not just in the nation state, but in all the different levels or scales of community of which the individual is a member: the family, the neighborhood or community, the ethnic class, the nation, and region of nations, and the world community.  


A major educational challenge in the conflicted world of these times is to engender a individual’s committed sense of identity and pride in various scales of community with which he/she is identified, in a way that is non-contradictory or non-exclusive.  There should be no contradiction between being proud of belonging to a particular family, to a particular region or province within a country, and to a nation.  In some contexts, even where there is regional rivalry of sorts, this poses no problem.  In others a sense of regional identity takes a confrontationist or separatist stance over the national identity, reading to ethnic or racial or geographical unrest or even violence. The same is true with the balance between nationalism and a true sense of global citizenship.  It should not be a zero sum game; strengthening one should not lead to a diminution of the other.    


Curriculum planners often fear that designing a program that engenders international solidarity weakens national identity, or vice versa.  Paradoxically, if handled correctly, one can actually reinforce the other.  There are ways of course of developing national pride that can deteriorate into chauvinistic jingoism and intolerance, just as there are ways of championing a version of globalization that tramples upon local and national identities.  But there are not the only alternatives.  Throughout the world, examples abound of sub-cultures equally proud of their ethnic and sub-national origins as they are of their national citizenship.  Education systems in societies that have not achieved this have much to learn from these examples.  Thinking that one must be sacrificed at the expense of the other is yet another of those classical false dilemmas that beguile the educator.


Given the diverse social settings of learner groups, some in areas of conflict, others in areas of political flux, an effective education program that develops needed skills for citizenship in the broadest sense at various levels of community will be different in different contexts.  In the last century, young nation states have emphasizes national identity and implicitly the imposition of a majority culture and language, even at the expense of homogenizing existing cultural diversity, as the surest way of preserving its integrity.  History is now making the excessive implementation of this practice pay the price; suppressed ethnic, religious, and racial minorities now react with force and sometimes with violence to assert their respective identities.  The East-West Center is currently undertaking research on various typologies of education for minorities, seeking and helping develop prototypes that preserve and nourish minority cultures on the one hand, and protect a sense of identity and belongingness to larger scales of community (region, nation) on the other hand, developing both indigenous skills and skills for harmonious and productive interaction with other identities in the larger community.

· o –

But just as a person is not just a worker, so also he/she is not just a citizen, and education if it is to fulfill its mandate must prepare the person not just for employment and for citizenship, but for all other aspects of his life, including the development his self esteem, his leisure/recreation time, his health awareness, and his historical, aesthetic, ethical, and spiritual dimensions.  The UNESCO Commission on Education for the 21st Century, chaired by Jacques Delors, has put it forcefully,

“Often, without realizing it, the world has a longing, often unexpressed, for an ideal and for values that we shall term ‘moral.’  It is thus education’s noble task to encourage each and every one, acting in accordance with their traditions and convictions and paying full respect to pluralism, to lift their minds and spirits to the plane of the universal and, in some measure, to transcend themselves.  It is not exaggeration on the Commission’s part to say that the survival of humanity depends on it.”

Fortuitously, strengthening these other dimensions in the individual concretely strengthens the individual for both employment and citizenship.  A well-rounded individual whose education has taken into account all dimensions of human development invariably becomes a better worker and a better citizen.  Conversely, workers with identity problems, ethical problems, or emotional problems are ultimately non productive and ultimately not employable; citizens who are morally, socio-culturally, and emotionally adrift disrupt harmonious societies and are at the forefront of disruptive, intolerant, or even violent activities.  



· o –

In the light of the above, how does one configure an education and training mechanism for the total development of the individuals in a society for employability, for citizenship, and for life?  How does one conceive of an oversight Education and Training Ministry?  How does one organize a seamless network of schools, workplace training centers, educational media, and other learning venues?  How does one set up mechanisms to address different learning needs—for work, for leisure, for citizenship—for all members of a society regardless of age, formal schooling, location, or competence? How does one reconstitute a school into a veritable learning hub for the entire community?   What can be learned from the paradigms of organizational structures and working methods spawned by the new and emerging technology and knowledge enterprises?


Obviously, different societal contexts, and different scales and scopes of responsibility will dictate different answers to the above questions.  But these questions must be asked, and answered, if a relevant operational new paradigm can emerge 

.  
More than ever before, education is much more than schooling in the usual limited sense.  Under the old paradigm the Minster of Education would concern himself/herself exclusively with the schooling system.  But under this paradigm, Ministers of Education cannot just be Ministers of Schools, just as Ministers of Commerce or Trade cannot just be Ministers of Stores.  Both ministers must concern themselves with the total policy environment within which the exchange of goods or of ideas, as the case may be, operates and can be fostered optimally and fairly, rather than controlled.  The learning marketplace is no longer just schools, but all of society, and rightly and inevitably so, given the pace and nature of change in today’s world. 

This implies a paradigmatic change of perspective for the design and governance of this sub-system in society.  There are implications that can be drawn from this approach regarding several issues, including governance vs. administration of schools, market responsiveness to current and projected learning needs, role of the private sector and communities, recognition of non-credentialed competence, and so on.


With the recent proliferation of learning channels, new types of jobs, and oversupply of unemployed professionals in traditional fields, the specter of over-credentialized societies will sooner or later give way to valuing creativity, competence, reliability, and experience over diplomas.  If learning needs are met and competencies are demonstrated, it will eventually matter little, whether the learning needs were met in degree courses, or on line, or in apprenticeship programs.  Decades ago, Ronald Dore warned of the dangers of proliferating a credentialing system independent of actual needs and competencies. Ivan Illich, also several decades ago, bemoaned the institutionalization of knowledge sharing into a rigid system and called for “deschooling society” and setting up alternative need-driven venues for transacting this knowledge sharing.  And what he prophetically visualized without the benefit of knowing about the current possibilities provided by the information technology revolution (and was therefore originally regarded as utopian) is now technically, if not politically, within today’s computer-enhanced reach.

· o –

Let me conclude.  I recognize that I have raised a number of issues that have far reaching implications beyond skills development in the narrow sense.  But I also recognize the responsibility of an opening keynote presentation to raise questions and broaden horizons, in order to provide the context within which your more specific discussions this week will take place.  With that in mind, it is my hope that your deliberations on skills development within Education for All will keep in mind the key points I have raised:

*  A fundamentally changed, increasingly interdependent world demands new paradigms of education and training, recognizing that what to teach, how to teach, and whom one teaches have radically changed.

*  Success in redesigning skills development programs will depend heavily on the thoroughness and care with which needs assessments are carried out and translated into program content and methodology.

*  Therefore, there will be as many new forms and approaches to skills development as there are different learner sets in different social and work contexts.

*  Development for employability must go beyond development for employment; preparation must not be for specific employment skills, but for general employability, including motor, social, and intellectual skills.

 *  In similar manner, development for citizenship must go beyond development for national or country citizenship; it must develop awareness, appreciation, and identification with various scales of community.

*  Skills development must encompass, in an integrated manner, preparation for employment, for citizenship, and for life.

*  Addressing skills development and education for all demands the involvement of much more than just the formal education system; it must incorporate training in the workplace, in the communities, in families and organizations; it must include long term and short-term modalities, and opportunities available at every stage in life.

*  Correspondingly, the governance mechanism for education and development must explicitly incorporate all the above modalities and entities in its areas of concern.

This conference provides an excellent opportunity to reflect on our goals of developing members of a harmonious and productive society, and the effect of our efforts in achieving those goals.  But as we look back, let us also look forward—at the rapidly changing world and its emerging demands.  We can, and must, change just as rapidly, in appropriate ways.  May this conference hasten and assist your changes in those directions.

