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THE HAZEN CONFERENCES
Educators and teachers in the United States interested in the place of religion

in higher education have felt a need for frequent consultation regarding personal

counseling and guidance of students and related phases of higher education.

The Edward W. Hazen Foundation has made such gatherings possible on a re-

gional basis and since 1929 twenty-seven conferences have been held. Each con-

ference is planned by a representative group of those concerned, selected by the

Foundation. The first Canadian Hazen Conference was planned in response to

the request of a group of interested Canadians who formed the nucleus of the

planning committee. A report of these conferences is published annually and

this booklet is a reprint from The Hazen Conferences, 1941.
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THE FIRST CANADIAN HAZEN
CONFERENCE

The first Canadian Hazen Conference met June 23-29, 1941, at Chaffey's

Locks, Ontario, with fifty-seven persons in attendance, providing a cross-sec-

tion of English-speaking universities in the Canadian provinces, except British

Columbia. A notable feature of the personnel was that it represented a variety

of academic fields. In this regard it was probably unique among Canadian uni-

versity gatherings. Many members expressed themselves as indebted to the

Conference for a better appreciation of the interests and methods of disciplines

other than their own.

Avoidance of a crowded program made possible a greater amount of dis-

cussion, both in the meetings and in informal conversations.

The general purpose of the Conference was to consider the influence of the

University in Canada on the life of the student, to gain a clearer view of the

problems of the universities in this connection, and by exchange of experiences

and insight, to improve the methods by which it is hoped to influence the student.

To initiate the discussions, papers were delivered by the following persons

:

R. G. Riddell, Jean Morrison, E. A. Corbett, S. R. Laycock, G. Hunter, Mar-

guerite Roberts, G. E. Wilson, S. N. F. Chant, G. R. Cragg.

The evening program consisted of five addresses, followed by discussions,

delivered by John B. Thompson, on the theme "Values in a Changing Society."

Daily worship, led by R. B. Y. Scott, included material from the excellent

students' hymnal, Hymns for Worship (Association Press, New York) and

Pater Noster: the Lord's Prayer in Our Time, published by the Council on the

Christian Faith and the Common Life (Reprinted from The Christian Nezus-

Letter, Oxford, England). Prayers offered on these occasions reflected both

the ideals of the Conference and the crisis of the nations. It is thought that

these prayers are worthy of a wider circulation, and they are therefore appended

to this report.

The following combined report is drawn in some cases from manuscript, in

some from notes, of papers delivered and does not include contributions made
in discussion.

I. THE NATURE OF CANADIAN UNIVERSITIES

The work of university teachers is conditioned to a large extent by the

character of the university, its administration and public relations, and by the

background and previous training of the students. In Canada this presents an

extraordinarily complex picture and the roots of this complexity go deep into

the origins and processes of our national existence, which has been only partly

achieved by growth (i.e., organic) and not a little by the addition of section

to section.

In university origins this form of growth is most obvious in the educational

work of religious sects, who founded most of our older universities. Financial

difficulties, occasioned chiefly by the expansion of the program of higher

education have either forced the churches to relinquish their work, or to restrict
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it within a larger, secular university system. This latter has led to various

efforts to fit the church college into the system, by federation or affiliation, none

of them entirely successful. New techniques of co-operation are required, but

so far they have not been discovered.

Another complication in our system arises from the lack of strong graduate

schools in Canada, hitherto so marked, but happily in process of being supplied.

This means that American or English (or European) training has been neces-

sary for advanced work. But they are in different traditions and therefore

present a problem for university administration in the choice of staff.

Universities in the newer, western provinces are still very close to frontier

conditions. Educationally, this means a limited programme, students not so

well prepared as those in older communities, and a more utilitarian view of

education itself ; also, it should be added, a good deal of financial stringency.

It is a hard struggle for such universities to maintain standards, and to keep

up with the growth of university curricula.

Administration of universities in Canada presents some problems to those

concerned with the actual work of education. To begin with, excessive depend-

ence on the provincial grant, in the absence of endowment, makes for political

interference or the fear of it. Also, administrative control is largely separated

from the teaching function. Important university bodies, boards of governors

and the like, are often dominated by non-academic persons, business men and

political figures. Thus misunderstandings easily arise, the teaching staff may
feel it has not sufficient stake in the institution, and teachers become increasingly

mere employees.

All these factors help to bring about a condition in which there is the lack

of any pervasive sense of unity or common purpose among the staff. No doubt

there are compensations : a wide variation within the university type, an

appreciation of problems which may prevent complacency and compel the uni-

versity teacher to reflect more deeply upon his task. Universities in the making,

institutions which have not yet adapted themselves to the particular social and

cultural conditions and needs of their milieu, do at least provide the incentive

for critical thinking and creative activity. It is hoped and believed that the

Hazen Conference may provide one opportunity for such things.

II. THE STUDENT IN AND AFTER THE UNIVERSITY

It is the student who is, after all, the chief concern of the university in its

teaching function, whom it hopes not only to equip with the skills and bodies

of knowledge which constitute the heritage of our society, but also to aid in

gaining maturity and objectivity. When the student enters university, he

moves into a new social world that is already a going concern. It has patterns

of leadership, prestige and conflict.

Analysis of our larger universities reveals a certain stratification of students.

They fall into four main groups

:

1. The social elite—from comfortable and well-to-do homes, who set the

fashions and standards, and often have little interest in intellectual pursuits.

2. The all-round college type—who form the next rung in the social ladder,

and are very susceptible to the leadership of the elite.

3. The intellectuals, who are interested mainly in academic work.
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4. The "unattached," who do not fit any of the other groups, either because

of economic difficulties or personality differences due to unusual homes or

experience.

The social elite play the predominant role in student government, through

an efficient fraternity election machine. In moments of crisis, they betray an

essentially conservative outlook; and they tend to consider their responsibility

to be not to the student body but to the principal and Board of Governors.

Under the influence of the social elite, scholarship does not command high

prestige, and professors are not regarded as persons who might provide stimula-

tion and guidance. Interest in religion exists, but it is not the "smart" thing

to express it.

There are some signs that students are beginning to take sides politically;

the attack on the Canadian Student Assembly last year indicated not only a

widening interest in progressive, activities, but the well-organized opposition to

be expected from a small group of the consciously conservative students.

The war situation is having some regrettable but doubtless unavoidable effects

upon campus life. One of these is the closing down or disintegration of extra-

curricular activities, because of lack of time due to military training, or because

free discussion is no longer untrammelled. All this may be necessary, but it is

fraught with dangers that no executive action can remove ; namely, that the

student may develop an unwillingness to think critically about the whole crisis,

or else a deepening cynicism about movements and causes of all kinds.

Each student comes to college with some conception of a goal, often quite

inadequate. His conduct is guided by his attempt to fulfill that goal. In very

few universities is there any orientation program which might help him en-

large his expectations of college life. He must make choices in new fields, and

very little help is given him in doing so. For example, only one university has

any courses on sex education.

Almost every student goes through crises of greater or lesser intensity. New
studies disturb him, and very little is done to help him integrate them with a

comprehensive outlook. Personal relations involve problems. His very difficul-

ties may be the growing points where he might well be able to enlarge his

understanding of living in community, were he given adequate guidance. He
puzzles over the significance of his own life in relation to the world around

him, and is caught in conflicting values. The value of the more serious extra-

curricular activities is in the opportunity they provide for him to sort out his

difficulties and find some answers.

Regarding the influence of the student in the community after he has left

university, there is cause for some pessimism. Of course there is no question of

the contribution of the graduate through the medium of his profession. But

whether or not he pulls his weight in those community processes which belong

to the community as such, to all the citizens comprising it, is another question.

It might be expected that the opportunities of higher education and the richer

personal and social development which is assumed to result from it, would
ensure that the graduate would enter more fully than the non-graduate into

community affairs. Evidence from the field of adult education, in which there

is at present a significant stirring, seems to refute this. It is alleged that leader-

ship in the local community is most frequently given by persons who are not
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university graduates. Outside their professions, it is charged, the graduates

provide little or no leadership to the communities in which they live.

The Adult Education Movement might appear to be one which would attract

volunteers from among university graduates. Their interests and training ought

surely to make them find in it a most suitable vehicle of community service.

Nevertheless, this vital service has to manage without their aid. And yet, it is

declared by those who are intimately aware of conditions, this movement needs

the graduates of Canadian universities and colleges. They could enrich the con-

tent of its program. They could bring to it the knowledge and the skills

their experience and training have given them. Why is it, that in a movement
of this kind, which so vitally affects the future of all our democratic institutions,

the university graduates take such a small part?

One suggested answer is that the basic philosophy of our schools and colleges

is individualistic and laissez-faire. Success is not thought of in terms of service

(however much we may talk about it) but in terms of rewards and social

eminence. Possibly, as some contend, education is on the verge of radical

changes. Society is increasingly submitting to controls which are invading

almost all the forms of individualism. Can education hope to escape the effects

of this new phase? Education cannot remain mediaeval or nineteenth century

forever. It is urged that in a society more largely planned than hitherto, educa-

tion will come out of the schoolroom and the library into the factory and the

field, into syndicates and co-operatives of production and distribution. One-half

of education, the stronger half, will lie in the organization of active citizenship,

for there can be no concept of planning without the concept of participation.

One observer states : "That means a revolution in our whole educational

system from top to bottom. After that, we may look for leadership. Until

such a change takes place, university students will continue to graduate with no

other concept of service than those imposed by the profession they enter, with

no other social philosophy than that of making a living and leaving the world

alone."

All this may constitute a depressing picture and the question arises: what

program of reform is possible? A serious problem is created by the fact that

university policy is at present determined by the society in which it is placed.

Actually, the reverse should be the case. The university's main task should be

to influence society through its educational program. This, however, re-

quires a coherent, meaningful approach, and it is doubtful whether the university

teaching staff really has any comprehensive view of the university program

of education and consequently whether the staff is able to influence the student

body and through it, the public, to any significant degree.

The charge that the university encourages an "ivory tower" attitude must be

admitted. Yet in the older universities like Oxford and Cambridge there was

a very admirable "ivory tower democracy"—cut off entirely from the larger

community. Today even this is no longer possible for our educational institu-

tions.

Exception may be taken to the generalization that every student body has a

social elite which sets the tone for the undergraduates. This is probably the

case in the large universities but seems not to be so in the smaller ones. More-

over, the smaller universities have more provision for financial aid to students
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in the way of part-time jobs if not through scholarships. There seems to be

more democracy in some of the smaller universities.

The educational program of our universities certainly does not fit the

student to take an active part in the community after graduation. For example,

theological students do not take enough work in economics, sociology,

psychology, to fit them to grapple with the social problems they encounter in

their pastoral work. Less emphasis might be placed on technical training in

theology and more on such subjects as the above. More opportunity should be

provided for informal discussion on the part of students, by lightening the

academic load, and possibly, also, by lengthening the term to nine months.

The type of student who attends university is obviously one determining factor

in the process and its results. It is, or should be, a matter of concern both for

the university and the community at large. Should universities seek to obtain

students of mediocre or average ability, or students of high competence only?

If the latter, what tests of selection should be applied? How far are government

scholarships desirable? These two standards of financial capacity and scholar-

ship create various problems. Why not raise fees for those who are lacking in

scholarship but have plenty of money ; and on the other hand, increase financial

aid to able but indigent students?

This question, of course, goes deep into the matter, for it cannot be answered

without reference to the meaning and purpose of the university itself. If they

are related essentially to society and if the outcome of the university process

is regarded as valuable and even indispensable to the community, then the com-

munity must do much more, both financially and in terms of intelligent interest,

than it has done. It must do enough to ensure that the conditions of life and

work are sufficiently good to enable the staff members to do all that is expected

of them, both in teaching and research. And, if much of this is not to be lost,

it must make possible the entrance to university of those young people whose

moral and intellectual calibre is equal to the opportunity of a university educa-

tion. There is loss to the individual and community alike if university entrance

depends largely, as it does at present, on that morally dubious factor, the par-

ents' income.

III. THE MEANING OF A LIBERAL EDUCATION

Newer views of education emphasize the wholeness of the process. The over-

throw of the old "faculty psychology" has resulted in the theory that recognizes

that no merely intellectual education is possible. The emotional and social

elements of human personality are inevitably affected. This is increasingly

recognized in elementary and secondary education. It remains for the university

to realize that the whole student comes to the university—not just his mind

—

and to take the responsibility of developing the whole student as an integrated

person in all aspects of his being.

The traditional type of university has not done this. The university supplied

a curriculum in liberal arts, medicine, engineering and law, and left the students

to find their way into the university as best they might, and to choose their

courses on their own responsibility. They might flounder through as best they

could, or drop out at will. True, if a student came for advice, a kindly profes-

sor would give him what he could. But usually he had no knowledge of the
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student's abilities, interests, special aptitudes, home and social background, and

emotional or other problems. Of guidance, vocational or otherwise, there was

a minimum. If the student was doing badly, he was admonished by a dean, or

solemnly dropped by a committee which had little information to go on besides

his marks.

As to his extracurricular needs the university gave the student permission to

work out his own destiny within certain regulations. The student might not

participate at all in extracurricular activities, or he might do little else but

participate. If the former, he might become so seclusive as to develop a serious

neurosis, in which event he was sent to a mental hospital ; if the latter, his

marks were apt to be below passing, so he was quietly but firmly dropped or

"sent down." That the university should have any responsibility for inquiring

into the emotional problems which manifested themselves in these two situations,

was not even considered.

Clearly, in order for the student to achieve personal values in any adequate

fashion, the university must assume responsibility for the development of him

as a person. It must take a personal and individual attitude to him. It must

recognize him for what he is—a person and not a brain. It must furnish guid-

ance to him in the achievement of personal values. Guidance is used here in the

sense of joint planning, rather than as domination or spoon-feeding. At present,

universities still have an inclination to deal purely with intellectual values, and

to assume a take-it-or-leave-it attitude towards students.

If the university is to develop the whole student, we should ask ourselves

what are the personal needs of students? Everybody who is human has certain

basic needs. These may be classed in two main divisions—physiological and

psychological. The former comprises the recognized needs for food, drink, rest,

sleep, exercise, temperature regulation, and certain glandular needs. The latter

consist mainly of three. These are (1) The Need for Response and Security;

(2) The Need for Status or Recognition, and (3) The Need for Mastery,

Power or Creative Achievement. The need for response and security follows

us from the cradle to the grave. It exhibits itself in the child's need for emo-

tional security with his parents. It is shown in the more grown-up need for

friendship and for love from the opposite sex. It has a much larger part to

play in marriage than young folk have any idea of. The need for comradeship

and affection from family and friends is common to adults and to old people.

The need expresses itself, too, in the need for economic security which, indeed,

can be resolved largely into emotional security. And finally, this need for

response and security extends to the need for a sense of fellowship in terms of

a conception of universal principles—which is usually called religion.

The need for status or recognition is the need to be accepted, not for who
we are but for what we are. It is the need to be a desired and desirable member
of the group. We gain this recognition or status in a thousand different ways.

The baby does it by his "cute" tricks. Adolescents and adults achieve it in a

multitude of ways—skill in every kind of sport, achievement in medicine, law,

business, engineering, politics, public speaking, dramatics, music, art, or home-

making. Unfortunately, too, many find recognition and status in being master

criminals or bold desperadoes.

The need for mastery, power or creative achievement lies at the basis of

much of human conduct. Indeed a good case might be made for "It is the
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mastery urge which makes the world go round," instead of the traditional "It

is love which makes the world go round." It expresses itself in the urge to

overcome opposition, to dominate people and things, to excel a rival, and to

succeed in general. It lies behind the achievement which is most noble, as well

as behind that which is ignoble. The fulfillment of this need gave us Living-

stone, Jane Addams, Pasteur and Florence Nightingale. It also gave us Al

Capone, Huey Long and Hitler.

If a university course is to satisfy personal needs of students, it must lead

him to realize himself in the most completely social way in the fulfillment of

these needs. Indeed, the function of education, whether in elementary school,

secondary school, or university is so to guide students that they may find the

fullest satisfaction of all their needs in ways that are socially useful. In-

deed one may go further and say that the cornerstone of Christianity is that

no one can find full satisfaction for his needs except by giving himself freely

and fully to the service of others.

University students are usually in their late teens. They are, therefore, in

the period of late adolescence. It is generally conceded that the needs of

adolescents as described above express themselves in four main problems

:

1. The Gaining of Emotional Independence and Emancipation from the Family

At first glance, it would seem as if the university had little to do in the

solving of the first problem of the adolescent. This, however, is not the case.

True, if the child has been trained in self-reliance and independence from in-

fancy; if he has felt secure in the affection of his parents, if they have felt

secure with one another and not sapped his life blood to fill their own starved

love life ; if he has had enough discipline and not too much ; if he has not

been overprotected ; if his parents have been willing to encourage him to

become progressively independent of them in choosing his friends, and his

clothes, and in spending his money; if they have been willing to let go and

allow the weaning process of the teen years to take place, then the adolescent

will arrive at the university, standing on his own feet, doing his own thinking,

and making his own decisions. If in addition, the school has stimulated the child

to activity and to thought, instead of cramming him with facts ; if the school

has developed enterprises and projects and activity programs ; if it has an

enlightened conception of discipline; then it has contributed to the child's

growth in self-direction and self-control. Unfortunately this desirable con-

dition in home and school is the exception rather than the rule. As a result,

many students come to the university inadequately weaned. They come, still

emotionally dependent upon their parents and with feelings of insecurity and

inadequacy. These emotionally immature students proceed to broadcast to the

world their feelings of insecurity, inadequacy and dependency by trying to

prove to themselves and others that they are very much grown-up, that they

are "he-men" who "chew nails and spit rust." They throw conventions to the

winds, they try to be tough and "wild" in a rather belated attempt to assert

their independence. Other evidences of the unweaned condition of university

students is the fact that they are brought to college by mama and papa, who
arrange all the details for them. Other students expect the professors to give

them special consideration; still others are homesick or hysterical.
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Many of these students need guidance and help. In many American univer-

sities, through Student Health Services, through counseling and through

psychological services, students with emotional problems are given help. The

adequacy of such provision in Canadian universities is extremely doubtful.

Aside entirely from the help mentioned above, many universities continue

their teaching procedures in a way which treats the students not as thinking,

self-reliant beings but as automatons. If, perchance, the student has come up

through a type of school where he has been stimulated to think and act for

himself, he enters the university only to receive in too many cases the most

arrant spoon feeding.

2. The Attainment of Heterosexuality, or of Wholesome Relations with the

Opposite Sex

If adolescents do not accept their characteristic sex role during the years of

middle and late adolescence, they may never do so. While superficially it would

seem that most boys and girls have achieved an interest in the opposite sex

before coming to college, this is not always so, and where it is so, the process

of adjustment to the opposite sex is far from complete. Indeed, it can only be

complete in a happy marriage. An occasional student comes to university

who has not achieved an interest in the opposite sex at all. Some of these

merely exhibit delayed maturity, while others have deep-seated emotional prob-

lems to solve. This lack of interest in the opposite sex in itself comes to be

for the adolescent a major emotional problem which may cripple his develop-

ment. But even those who have already an interest in the opposite sex have

many problems to solve—problems of dating, of petting, of selecting life part-

ners, of masturbation, of the question of continence, and in general problems

of adjusting wholesomely in comradeship to the opposite sex, and finally in

marriage. In spite of the sophistication of modern youths, they are for the

most part woefully ignorant of the psychological aspects of sex and marriage.

Many American universities now provide courses in sex and marriage ; occa-

sional requests for them come from Canadian university students. Most uni-

versities do allow boys and girls opportunities to work and play together, which

is a great help in their mutual understanding of each other.

3. The Finding and Entering Upon a Suitable Vocation

The problem of finding and entering upon a vocation is a major one for

adolescents. While vocational counseling is likely to become more and more a

function of the high school, the university still has a major responsibility in

this field. At present, many come to the university without having chosen their

vocations and without being aware of the relative values of optional subjects

in relation to their own needs. Then, too, many find they do not like the

course which they have chosen in high school, and must have help in finding

another one.

Aside entirely from helping students to choose a vocation, universities have

a primary responsibility for seeing that the courses they present are such as

will best fit students for their chosen profession and for citizenship. Here uni-

versities are hampered by vested interests and by prejudices. Apart from the

intrinsic merits of the classics, history, economics or science, there is a tendency
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on the part of those who teach these and other subjects to insist on their being

included in the preparation for various professions. Since any branch of knowl-

edge may conceivably have some value in the life of the student, there is a

tendency to forget that any curriculum is a selected body of experiences, skills

and knowledge, which may not only be valuable to the student, but should be

most valuable. At present, curricula are, to a degree, chosen for students on

the basis of the vested interests and prejudices of those who select them, rather

than chosen with the needs of the students in mind. Indeed, there is occasionally

a definite competition between various departments of a university for honor

students ; and there are cases where considerable pressure is put on students to

choose a course Which may not be in their best interests.

4. The Need for a Philosophy of Life

It is a characteristic of later adolescents that they are trying to sort out

for themselves the meaning and purpose of the universe, of life, and of society,

and of their own relation to these. It is here that the university must make a

very large and distinctive contribution. Any university course, whether liberal

arts, medicine, law, engineering, or education should be more than professional

preparation. It should help the student to sort out for himself a philosophy

which will give meaning and purpose to life. He should be stimulated to ask

questions about, and to examine answers as to, the origin and destiny of the

universe, the nature of man and society, man's relation to the life principles of

the universe and to his fellows. He should ask questions as to how we might

live in a world free from poverty, disease, and war. He should try to discover

the relative roles of reason and emotion in human life. It has been too often

the assumption that these subjects should be left entirely to the department of

philosophy. A good teacher of law, medicine, or engineering cannot and should

not avoid them.

We may well ask how the university may help meet these needs of students.

First, university teachers most be of high quality. Except for certain research

departments in larger universities, the main business of the university is to

teach, to stimulate and to inspire with a zeal for the search for truth. No uni-

versity can teach without good teachers. Unfortunately university administrators

seldom look for teaching qualities in prospective members of staff. They look

for scholars, research men or writers. Indeed, in some large American uni-

versities it doesn't seem to matter how the professors teach so long as they

frantically turn out research papers as a car salesman sells cars.

One cannot emphasize too often that education is, in large measure, a personal

process—that a school is no greater than the quality of its teachers. Elementary

and secondary schools and universities can alter curricula and administrative

devices to their hearts' content, but if they have not great teachers, the whole

educational process is stultified.

Student-staff relationships must alter if the students are to find a university

education a truly liberating process. Instead of a bored professor reading or

dictating notes in classroom, to an equally bored group of students, the uni-

versity class must be a co-operative group of students and teachers, together

searching out the answers to vital questions. Surely university teaching should

be less and not more dogmatic and formal than that of a progressive teacher
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in Grade IV. Why should we find teacher-dominated classrooms at the uni-

versity level, when they are not found in the progressive elementary school?

A lecture may have its place in certain stages of teaching—in introducing a

topic for example, but the method of directed discussion and co-operative search

for truth must become a larger part of university life. The only thing which

delays it is that professors are not trained or not resourceful enough, to use it.

Teaching in universities is a co-operative search for truth ; it is search and

discovery, or it is nothing. It is a sharing of experiences between the student

and teacher, and between both of them and the great minds of all the ages. On
that basis only a relatively small percentage of university teachers teach.

The good teacher must be enthusiastic about his subject matter. That means

that he must see its possibilities for enriching the lives of men. This is true not

only of the liberal arts but is true of medicine, engineering, law, and all the

other branches of knowledge. You cannot induce people to feel joy in any sub-

ject—art, music, literature, law, medicine, engineering, psychology, unless you

feel it yourself. No teacher at any level of a child's education has any right

to teach a subject if he is bored with it, dislikes it, and gets no joy in teaching

it. Too many adopt a pose of intellectualism which they consider to be objectiv-

ity. One cannot divorce feeling from life. There must be zeal in the search

for truth and beauty. One can have joy in his subject without being either

dogmatic or indoctrinating.

Also, the good teacher likes his students and respects them as individuals. In

universities the intelligence of most students is at adult level, and some in the

classes have better minds than the professor. They lack experience and train-

ing, it is true, but they are not to be scorned for that. But for that the professor

would be out of a job. There can be fellowship and respect without any loss

of dignity, if dignity is considered necessary. Students need human response

and a sense of recognition from their professors if their needs are to be met

—

if they are to grow.

The spirit of university education must not be individualistic but social. The
only justification for the State spending so much money on university educa-

tion is that leaders in science, the arts, statecraft, medicine, law, teaching and

the other professions may be trained for service to society. There is no justifica-

tion for the common man's paying taxes to support a university which trains

students to make more money, to have a life of greater ease and comfort, or

to have more prestige. University students are given special training that they

may serve their fellows. This attitude is lost sight of in most universities by

the administrators and staff, and consequently by the students. We should not

turn out mere technicians, but socially-minded citizens equipped with special

training. Our guidance is poor if we suggest that a particular course will give

the student a good position, more money, more prestige, or more comfort.

Rather, every course should be viewed in the light of this question—Will this

course enable me, with my particular talents and limitations, to find my fullest

self-expression in service to my fellow men?
One of the chief reasons why university education is not a liberating process

for students is that it often negates the New Testament verse
—"He that saveth

his life shall lose it, and he that loseth his life shall save it." No one can find

full self-expression and full freedom except in so far as he freely gives himself

in service for others. This is not preaching—it is merely good psychology.
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Hence university education cannot be liberating and be directed to narrow

selfish aims.

The university must help the student to find the inter-linkages of knowledge,

for although, in our present day specialization would seem to be essential, yet

no student can have a liberal education unless he is aware of the inter-linkages

of knowledge. One might suspect that relatively few science students see science

as a generalized tool employed by man to solve the problems with which he is

confronted through the operation of the forces of nature, disease germs, and

the human nature of his felfows. Science students tend to be technicians,

unaware of how man applies this tool of the inductive method to solve the

manifold problems of his existence. Students must see how science is a tool

which can be applied to attacking many diverse problems. They must see, too,

how the problems of biology, chemistry, physics, psychology, sociology and the

humanities seep into one another at every point.

Most university students do not see philosophy as another general tool used

by man in the solving of his problems. They do not know that philosophy enters

into art, music, literature, law and even into all aspects of science itself. They

do not see that both philosophy and science generalize on available data—that

the seer's statement "Where there is no vision the people perish" is a general-

ization from his best available observations. Students of law are often not

aware of the interplay of legal principles with religion, science and psychology.

A good many of our legal principles and social thinking about delinquency and

crime was determined centuries ago in the light of the then current conception

of the universe and of the nature of man.

As a correlate to this awareness of the inter-linkages of knowledge in the

present, the student must be aware that the problems faced by humanity down
through the ages have been in broad outline the same, and that the same solu-

tions, with variations, have been tried many times. Only so can he have a

genuine respect for other civilizations, other creeds, other races and other cen-

turies than his own. Indeed, no one can have a liberal education and be intoler-

ant. In addition, democracy, which is merely a secular expression of Christian-

ity, means reverence for personality. No one can be a democratic citizen who
has not this respect for individuals of other races, creeds, nationalities and

cultures other than his own.

While some reorganization of university curricula would facilitate this devel-

opment of the awareness of the inter-linkages of knowledge, far more important

is the way in which subjects are taught and the spirit and attitude of the in-

structors. As Judd points out, any subject taught for its narrow subject matter

only may be barren, and likewise any subject in which generalization of knowl-

edge is stressed may have rich educative value for the student.

To perform its task adequately, the university must be interested in extra-

curricular activities. It is not sufficient that the university tolerate extracur-

ricular activities, nor should it dominate them. What it is concerned with is

to give such activities sufficient guidance that all the students are likely to get

a maximum of growth and development from them. The two main avenues by

which students grow and develop are the curricular and extracurricular activ-

ities. In the progressive elementary school it is hard to draw a line between

these, as one merges into the other. This should also be true of universities.
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Neither curricular nor extracurricular activities should be staff-dominated, but

both can be enriched by staff participation and wise guidance.

Finally, it is the task of the university to help the student to find for himself

what seems to be the crown of education

—

a sense of fellowship with and devo-

tion to whatever the student finds to be the life-principles of the universe. This

really goes beyond a philosophy of life, for a philosophy of life may be merely

an intellectual assent to principles which have no dynamic quality in the

individual's actual living. Probably the great majority of the people of Canada

would give intellectual assent to the Golden Rule, including many who do not

even attempt to live by its precepts. It would seem that something more than

an intellectual assent is needed. There is needed the dynamic of feeling—of

feeling keenly about ideas and relationships. No university has done its job

unless it has helped its students to find something bigger than themselves to

which they can devote themselves. The integrating value of fellowship with,

and devotion to, any great cause is beyond question. "Thy faith hath made thee

whole" contains profound psychological truth. Many students discuss in-

tellectual ideas literally all night—and yet their lives are split and unco-ordi-

nated. To have integration of personality is surely the supreme goal of

developing personal values in the university. Such integration comes by fel-

lowship with and devotion to the fundamental life-principles of the universe,

which is commonly called Religion.

The life-principles of the universe may be conceived in a crude form of

spirits and demons as by primitive man, or in the anthropomorphic conception

of the god of the early Hebrews, or in a set of fundamental dependable laws of

the modern scientist, but fellowship with them and devotion to them seems to be

an indispensable to an integrated personality. How one puts oneself in fellow-

ship with these fundamental life-principles will vary with intelligence, social

background, training and temperament, from oblations and sacrifices and burnt

offerings, to the emotional religion of the evangelical sect of Christianity, to

the beauty and dignity of a rich ritual, and to the life-devotion of the socially-

minded scientist. But the approach to such fellowship and devotion is the goal

of the university and perhaps of all education.

IV. THE RESPONSIBILITY OF THE TEACHER TO THE
COMMUNITY

University teachers differ widely on the question of social responsibility out-

side of their professional interests. Many teachers are not interested in social

or political problems, although they may be first-rate scholars and amply enough

discharge their social functions through their students, and through professional

or technical service.

On the other hand, those who are interested in the wider problems of

university policy are not willing to be dismissed as incompetent in such prob-

lems on such grounds as that they lie "outside their subject." For there is not

much dispute about it that university teachers in Canada are not only not en-

couraged by university administrations to take a part in public life but it is

rather clearly made known to them that they should stick to the subjects which

it is admitted they know something about ! Were they content to be thus rele-

gated to the status commonly held by the civil servant or technician in industry,
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then it may be contended that the university, as it has existed through several

centuries would come to an end. Administrative officers in universities may
perform a useful function but when they interfere in the living relationship be-

tween students and teachers—which is the university—then they menace the

interests of higher education and thwart the relationship of the university

with the society it serves. Were they to accept the regimentation offered from

many quarters then obviously university teachers would have no social re-

sponsibility.

It seems to be agreed that all is not well in our universities. There is dis-

satisfaction from without and from within. Extramurally, the public generally

is critical
;

generally, because they have not the backing of any specific class

of the public such as conservative, liberal or progressive. Students are dis-

satisfied. They come to our universities expecting some help and clarification

about the problems of living—but they leave our universities usually more

bewildered than they entered them. It seems they come for bread and are

given a stone. And the teachers are dissatisfied: in their relationships with

the administration, with the students and with themselves.

Thus our universities are in crisis now, and the sooner this is realized, the

better they may be prepared for the drastic changes that the movement of so-

ciety is making imperative for them.

Society is moving past the university, leaving it isolated in the ivory towers

which well enough fitted the pattern of the planless laissez-faire state, but

which will appear as relics on the landscape in the more truly democratic

state of tomorrow.

Lest this may appear as pure rhetoric, let certain specific points be considered.

A large proportion of the students are in professional subjects. In some cases,

the provincial university has a large measure of control over the standards in

such professions as Medicine, Engineering, Agriculture, School Teaching,

Dentistry, Pharmacy, Accounting and so on. In the United States many of

those professions have moved out from under the jurisdiction of the universities

and there is the same trend in Canada. Certain teachers in the so-called

"cultural subjects" and in the so-called "pure sciences" might welcome such

an exodus. But the general academic standing of students in the professional

subjects is better than that of those who tend to regard themselves as in the

university proper. It is not surprising that this is so. The professional sub-

jects have a purpose and meaning for society that the non-professional have not.

Perhaps a non-professional university is practicable and the only way to pre-

serve the university ideal, but it will certainly not be attained merely by re-

moving professional interests from our present universities.

Furthermore, there has been an increasing tendency for large industry,

with its multifarious needs, to absorb the best trained and most competent

intellectual workers from almost all departments in our universities. There

tend to accumulate in the universities people with inferior ability and with the

psychological complexes of inferiority which defends itself on the principle

that by doing nothing one can do no wrong. The apologetic attitude of our

universities is a direct outcome of the lack of aggressive action from both

administration and staff in social activities of the society around us.

The main problem of society today is to find ideological and practical grounds

for living peaceably with our neighbors. This is the age of the breaking down
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of barriers between nations and between individuals. Modern methods of mak-
ing a living, dictated by technological advance, constitute the driving force

in this modern iconoclasm. We can contemplate it in the hope that it will

permit men to attain a new level of social and political and even personal

understanding. It is difficult to believe that the universities can escape the

storm; it is better that they prepare themselves for it.

To be constructive on the subject of the social responsibility of the teacher:

it is his first responsibility to be competent in the subject he professes, first as

a teacher and secondly (though inseparably) as a researcher or active investi-

gator in it. It is his responsibility to be aware of the relationships of his sub-

ject to the practical and theoretical problems of his times so that it acquires

meaning to his own life and to the lives and interests of his students.

This is in itself a great responsibility, for over a number of years a significant

proportion of our citizens are university graduates. But the university will

impress itself on its graduates in proportion to the number of teachers who
succeed in transferring to the student what may be called the university ideal.

The function of the university will be determined by this university ideal.

This ideal is, of course, an abstraction but it is valid as such if determined

by the needs of society. It is an article of faith for some that the needs of

society are compatible with truth. If that be sound, the greatest responsibility

of the university teacher is to find out truth, teach it to his students, and

defend it against those who would mislead, misrepresent and obscure clear

human issues. Above and before all loyalties should be put loyalty to truth.

Truth cuts across class interests and through subjective prejudice and personal

vanity. Its disciples acquire that kind of faith that the great religions have

sought to transfer to men.

This thing called truth can only be sought and used for constructive human
ends under certain conditions. Freedom of thought and speech and intercourse

are the conditions which the social environment must allow for this function.

And thus the university ideal necessarily becomes a democratic ideal.

If it be granted that the breaking down of barriers that divide men is the

first requirement of this age, then it is the first responsibility of the university

teacher to be aware of this broad human purpose and to shape his policies

accordingly. Only by free speech and free expression of opinion can a man
adjust his ideological world to that of others. It is presumptuous to assume

that our own personal philosophy is without flaw : it is mere common sense

to realize that it must be wrong at many points. Of course, it is likely that our

neighbor's philosophy is no more the whole truth than is our own. But by

free intercourse we can get at least a little nearer to a philosophy more com-

patible with our mutual welfare. Hence ideological wars must be continually

and relentlessly waged with our neighbors—the more surely to avoid real war

and its spiritual and intellectual nihilism.

The large measure of democracy attained in the medieval universities has

been largely lost in our modern institutions or "plants." Why? Many believe

it is because control, both financial and policy control, has passed out of the

hands of the teachers and students. The control has been in the hands of the

business man, although the financial support of our universities is coming out

of the pockets of all classes in the community. It is argued by some that be-

fore we can get back to the fine democratic standards that have been enjoyed
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by the university at its best we must first get back to the control of the uni-

versity by its teachers. That is not going to be attained merely by representa-

tion on Boards of Governors but by the abolition of Boards of Governors as

we know them. Why should we not govern our own universities ? Who is more

competent ?

It is well, probably, that most of our universities are responsible to Pro-

vincial governments. This forces them to keep closer to the needs of society

than they might otherwise do. It forces readjustment in institutions that are

peculiarly overburdened with the inertia of tradition. Yet, if the university

is going to maintain the best of its traditional function, a large measure of

isolation from the turmoil of social change must be maintained. This necessary

degree of isolation can be best maintained by the exclusion of partisanship in

religion, politics and economics. The teacher who aligns himself especially

with any political party is a danger to himself and to his university. Such a

principle, however, should not exclude the teacher entirely from the subject of

politics, nor from an active part in the sociological problems of his time.

It may confidently be predicted that our universities are going to be less

like ivory towers than they have been. Teachers are leading the same kind of

lives as non-university people. They have no longer walls to shut them from

the world without, though their traditional isolation is perpetuated in the legal

framework of a charter. Financial dependence on government is nearly com-

plete so that practically universities are but rather grand government depart-

ments. They must be prepared for closer co-operation with government than

has been necessary in the past and there is a great field for development in the

relation of government and university.

Also, universities exist in close contact with industry and many other

extra-mural institutions. Their existence and development is dependent on a

better understanding and on closer working arrangements with these. It will

be difficult perhaps to maintain their identity as universities under the new
conditions : the future is always uncertain. Yet, with the assurance that the

properly constituted university has a great contribution to make to society, the

university teacher can face that future without fear.

V. THE TEACHER AS COUNSELOR

In Canada today there is a growing appreciation of the function of the

teacher as counselor. Such counseling is to be considered in the light of our

educational objectives. It is not to be presented as an additional service to be

added to our educational administration such as a health, psychiatric or em-

ployment service, but as an integral part of our teaching program.

This standpoint excludes any intensive consideration of a separate counseling

bureau. This has the advantage of centralization and it ensures that student

counseling is competently carried out by trained persons. Its weakness in an

educational program is that it relieves the teacher of the responsibility of coun-

seling his students and tends to disrupt the unity of the student's perspective

toward his work. But the more a student can be brought to appreciate the

fundamental unity of his whole college life the better will be his adjustment

and there will be less likelihood of his becoming confused in his general college

life. To separate teaching and counseling tends to weaken this unity. The
student goes to one person to find out what he should learn and to another to

[17]



find out how to learn it. The teacher should be in a position to supply both;

although many teachers appear unable to do so.

Education has meaning only in terms of the lives of people. It is to be

evaluated on the basis of the effective application of knowledge for the im-

provement of the general business of living. Through the study of literature,

art, music, drama, it provides for cultural and recreational needs. Scientific

studies extend our control over natural forces so that we can utilize them for

our safety, sustenance, convenience and comfort. Improved judgment concerning

human affairs is aided through the study of the social sciences, history, phil-

osophy, etc. Inspiration, altruism, contentment, aesthetic and other values are

provided through religious and aesthetic studies or indeed through any branch

of education. These are not intended to constitute a total appraisal of education

but to indicate how education is to be evaluated in terms of human existence.

Teaching is concerned with the development of human abilities rather than the

preservation of any dogma, record or subject.

Educationally therefore, knowledge for its own sake is a barren concept. It

is impossible to find the value of anything in itself alone. Knowledge has

value in so far as it contributes to human satisfaction. If it is something to be

accumulated and stored up its value is very limited. True, some people may
gain satisfaction from contemplating and displaying their store of erudition

just as others may get similar satisfaction from a collection of stamps or snap

shots.

Education is not merely an accumulation of knowledge. It is a skill. Some-

times it provides a motor skill as in writing, engineering or laboratory practice.

More frequently it provides a mental skill as in computation, scientific thought,

literature and the like. Or it may be a special linguistic skill. It is the forma-

tion of such habits as will make it possible for us to get along better with

others, feel at home in the world and derive greater satisfaction from being

alive. The educated person should be able to think more effectively both for

his own satisfaction and for that of those with whom he associates. This is a

better criterion of education than is proper speech or knowing the principles of

hydraulics.

The development of any such skill requires practice. We learn the right

thing by practising the right thing in the right way. There is a great

difference between knowing what should be done and being able to do it.

It is one thing to know that a broken leg should be set properly; it is another

to be able to set it. Similarly it is one thing to know what logical reasoning

is like; it is another to have learned to reason logically. Most students know
that assignments should be in on time, that examination answers should be

organized and relevant to the question, that one should pay attention in class,

that one should remember what one reads, etc. It is quite a different matter to

be able to do all of these.

There are thousands of people who can tell students what they should be

doing for one who can tell them how to do it. A counselor's usefulness is

in terms of how well he can do the latter. He is neither a moralizer nor a

critic. His job is to train students to do the things they already know should

be done. Didactic instruction teaches the student what he should learn; in

addition he often needs assistance in learning it. Instead of telling a student
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that he should be more interested in his work the counselor has the more

difficult task of showing him how to become more interested.

Students are frequently more alert to these difficulties than are their teachers.

Most university teachers have developed good methods of study with little

effort and they are unaware of the difficulties which many students have.

The genius is not usually the best teacher for the large middle class of

students. He fails to recognize their difficulties.

What are some of these difficulties? Experience in dealing with many stu-

dents who have difficulties will show the problems of most general concern to be

as follows

:

(1) Faulty organization of time and material.

(2) Inability to concentrate and to settle down to work.

(3) Inadequate methods of learning.

(4) Lack of interest in studies.

(5) Lack of skill in writing examinations.

(6) Lack of ability.

(7) Poor social and recreational habits.

(8) Family difficulties.

(9) Mental aberrations.

What can the counselor do about such problems? Although the detail of any

assistance is adjusted to meet the particular needs of the individual student, there

are certain more or less standard methods. They will involve the principle

that the student benefits only by following specific directions which lead to

remedial practice. And at every point, there should be no hesitation in calling

in the medical adviser or psychiatrist where conditions seem to call for con-

sultation with these specialists.

Can a teacher be expected to carry out such a program of counseling? Ex-

perience shows that most teachers cannot engage in such time-consuming

work as this program implies. Once one commences giving assistance in a

systematic manner, the number of students requesting help becomes quite over-

whelming.

Another difficulty with regard to teachers acting as counselors is that college

teachers are chosen for scholarship rather than for teaching ability. This was

not always so when most of our college teachers had had teaching experience

in high schools, or even primary schools. Today practically all of our uni-

versity teachers come from graduate schools. The instruction in such schools

produces scholars rather than teachers. Higher education has become so intel-

lectualized that many teachers impart the content of their courses and feel

little or no concern for the welfare of their students. To correct this, coun-

selors have been appointed to deal with student adjustment. This division of

responsibility is no doubt at the moment a necessary palliative for an unsatis-

factory condition. Its weakness is that such counselors, although they can do

a lot for students, do very little to alter the viewpoint of the faculty and have,

little influence in matters of educational policy. Teachers themselves must

humanize higher education. Some teachers are even too far removed from the

world of events to recognize the weakness of our intellectualized education.

But in a world confronted with so many ills we are merely running away

from our educational responsibilities when we claim social questions have no
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meaning for us as teachers. If our education does not lead to a better adjust-

ment of man then about all we are doing is perpetuating a certain rigmarole

of knowledge. Unfortunately there is ample reason for questioning how suc-

cessfully education is meeting the needs of society.

Modern education has created a new framework of thought and our whole

adjustment must be seen in the light of this. The ancient Greeks made a

serious attempt to develop a new pattern of living to suit their widening mental

horizon. Theirs like ours was a period of intellectual advance. Many conven-

tional beliefs and practices were challenged by the new knowledge and they

tried to build an ethical, political, social and personal pattern of life to suit the

new learning. Today we must attempt the same. Our conventional modes of

thought and conduct are outmoded by our scientific advance. We need a frame

of reference for our ethical, political, international, recreational, social and

contemplative life which will suit our new learning. Great teachers must

supply it ; teachers who try to make their teaching impinge upon the lives of

their students ; teachers who take a real interest in directing students not merely

with regard to learning a particular subject matter but with regard to learning

to live more effectively in the modern world. This is the viewpoint of the

teacher as counselor. It does not necessarily involve a formal program but it

does require an attempt by the teacher to aid the student to make better use in

life of the ability and training which he possesses. The teacher as counselor

should be prepared to teach students how to meet their present obligations and

requirements. If he does not he is but a pedant, and the world has always

had more than an ample supply of pedants but never enough teachers as coun-

selors who can train students to become free and worthy citizens.

VI. THE PLACE OF RELIGION IN HIGHER EDUCATION

The Conference considered finally the problem of religion in higher education

;

although indeed, this topic emerged in the first session as definitely as in the

last. It is an encouraging sign of the reality of a process that its parts reveal

themselves as inextricably intertwined : and this was the experience of the

Conference as a whole.

If we give the student the primary place in the approach to our question, then

we must enquire as to the degree and type of religious experience which he

has on entrance to university and his essential religious needs while there.

The student with a literalist religious background usually has a hard time.

His beliefs and his new knowledge clash, and there ensues for him a period of

misery which may be deliberately aggravated by the teacher. However, tran-

sition from narrow literalism to an intelligent faith is possible. Where it is

not achieved, the student either loses his faith, or cultivates a compartmentalized

mind, in which his religion and knowledge are kept strictly apart.

Another type of student has a liberal religious background, but often without

real content. His outlook may tend to be amiable but flabby. Others may be

completely secular in their outlook, and of these some are indifferent to the

moral and social challenge of the times and some respond in terms of radical

social theories.

A number of things are done for the religious interests of the student in

Canadian universities. The churches have generally failed to take account of
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student needs in filling pulpits near the universities. There is the possibility

that a university chaplaincy might contribute greatly to the work of religion

on the campus. But within the university community itself there are already

several types of religious enterprise. Outstanding among them is the Student

Christian Movement, organized across the Dominion and for this reason per-

haps the most considerable effort of its kind in Canada. It offers a place where

students can find themselves in fellowship with others and discover the wider

field of reference for their religious and social experiences. Also it provides a

religious program fashioned in terms of the student's actual position and prob-

lems, and makes possible the interchange of thought between students at differ-

ent stages of academic experience, including graduates. Of course the Student

Christian Movement is not without its drawbacks. The interchange of thought

may not be achieved, and neglecting its real function, the S. C. M. has too

often become the foster-nurse of all sorts of lost causes. Also it must be ad-

mitted that the S. C. M. has been vague and tentative in enunciating its beliefs.

It has aimed at catholicity and achieved generality.

There are also the church colleges, present on every university campus.

Apart from problems peculiar to the colleges, and their integration with the

larger institutions (which has already been mentioned as a feature in the

Canadian university scene), there is the difficult question of their religious

impact on the life of the university student body. Where these colleges are

wholly theological there is a tendency to aloofness or remoteness. This is in

part unavoidable, because their students have usually graduated from arts and

are necessarily somewhat out of touch with the main body of undergraduate

students ; also, after four years in arts they are looking for a change of

atmosphere. Another difficulty is to be found in the problem of tradition and

reality. Theological studies themselves tend to be antiquarian, linguistic and

professional, while the average student can be influenced only by what is topical

and vital to his own twentieth century needs, from which theology is often

formally if not really remote. The difficulty is at bottom one of intelligibility

:

there is relevance but often it is not made clear. Professional church disciplines

may fail to convey the doctrinal substance of faith, and the real though some-

times faltering struggle of the church for the actualization of the religious ideal.

A vital point in the whole process is that the church college if it is to make its

impact on the life of the whole university, must have its staff composed of men
who are at once genuine scholars and sincere Christians.

This suggests the real crux of the matter, for the secular university as well

as the church college : namely, the teacher and religion. Some teachers adopt

a deliberately antagonistic attitude towards religion. They not only disturb

the student and make him feel the inadequacy of his religious faith, a disturb-

ance not without value in the process towards a more comprehensive under-

standing ; but they close that avenue of experience, repudiating all religion for

him. This is often due to ignorance of what religion is, or identification of

religion with its narrower forms. But there is another side to the picture.

If the teacher is not to be a mere mechanism for grinding out knowledge and

scattering it impersonally before human beings who are out of communication

with him, he has an obligation which he must meet. As already suggested,

he must have a philosophy of life, or at least a philosophy of his subject:

that is, he must be aware of its postulates and of its relations to the larger

human culture ; he must face the problem of values as they impinge upon his

[21]



subject. Having all this, he must needs be a man of serious purpose, and

therefore possessed of significance in the human scene. Formal religious pro-

fession there may not be, but the witness of the man inevitably communicates

itself to the younger, less experienced people whom he is initiating into the dis-

cipline which he has made his own. When teachers enquire into the influence

of the university on the life of the student, they conclude that whatever complex

conditions may exist in universities, this vocational integrity is the sine qua non

of their own influence. To have realized this afresh, more deeply, and to have

gained a new sense of a nation-wide community of purpose in higher educa-

tion, is not the least of their debts to the First Canadian Hazen Conference,

and to the Hazen Foundation which made it possible.

VII. VALUES IN A CHANGING SOCIETY

The evening sessions led by Professor J. B. Thompson of Oklahoma were

concerned with the relations between religion and social and political life. They
were followed by a period of discussion, in which the viewpoints of various

groups among the conference members were increasingly crystallized and con-

trasted.

Professor Thompson began with a convincing reproduction of the chaos of

contemporary thought and belief, the secularizing process in religion, and the

inroads of relativism in the moral and social spheres. He went on to point to

the sense of community as the burden of the Christian ethos, raising the complex

issues involved in the tension between "community with" others and "community

against" them. On succeeding evenings Professor Thompson used comparisons

between the theologians Paul Tillich and Nicholas Berdiaev, and the politico-

social consequences drawn from their religious positions by Harry Ward and

T. S. Eliot, to draw more sharply the correlation that exists between types of

religious belief and typical attitudes in regard to social and economic problems.

In the concluding session he proceeded to point out the practical aspects in which

Christian social action might at once make the social reformer aware of the

religious implications of his efforts, and the conventionally religious person con-

scious of the social implications of Christian belief.

VIII. PRAYERS USED IN THE WORSHIP SERVICES

O THOU WHO ART the Way, the Truth and the Life, inspire and

strengthen us whose task it is to lead others in the right way, to open their

eyes to truth, and to help them to live in freedom and brotherhood. We thank

Thee for the wealth of knowledge and wisdom which the ages have passed on

to us, and for the unmined riches which yet await our search. Help us to

remember that to whom much is given, from them much is required. Enable

us to be skilled craftsmen in the education of maturing minds and steadfast

spirits. Help us in our devotion to truth to be true to mankind and to Thee.

Through Jesus Christ.

O

O LORD OF HOSTS, in whose hands are the destinies of men and nations,

and who hast summoned us to faith and not to fear, strengthen and purify the

spirit of this nation, we beseech Thee, that we be not overwhelmed by the

tempest, nor overcome of evil without us or within. Teach us the meaning of
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Thy righteous judgments, and suffer us never to forget the City of God, our

goal and our home. Be with our friends and students who stand at the post

of danger, and grant that the hope of broadening freedom may be saved by a

great deliverance. Help us to serve our country, and our fellow-men, and never

to forget Thee.

O

O GOD, WHO HAST given to us Thy servants the high task of teacjhing,

enlighten our minds and quicken our understanding, that the truth we teach

may be a door to freedom. Grant us the grace of true wisdom, and of human
sympathy. Help us to understand the meaning of our work in the turbulent

life of our time, and enable us to serve here and now Thine eternal purpose.

O

GRANT, LORD, THY BLESSING upon our Nation in her need, and upon

all kindreds and peoples who are to us strangers and foreigners, but are known
and loved by Thee. Have mercy upon our enemies as upon ourselves. Carry

us through the awful struggle of war without disfigurement of our humanity.

Give us insight to discern the right, and courage to defend it. And grant us to

find, after our striving, the blessed reality of peace.

O

O GOD, WHO IN Thy Providence has given us life in great and terrible

days when multitudes are in the valley of decision, suffer us not to fail our

people, the world of men, and Thee. Lift up our hearts in confidence in Thy
justice, Thy mercy, and Thine unshaken sovereign power. Make us valiant for

righteousness, and keep us humble before Thee : through Thy Son who lived

among us in the human conflict, even Jesus Christ our Lord. Amen.

IX. ROSTER OF DELEGATES
United States

BRAISTED, PAUL J., Program Secretary, The Edward W. Hazen Founda-

tion, Haddam, Connecticut.

PFUETZE, MRS. LOUISE G., S. C. M. Middle Atlantic Region, 3601 Lo-

cust St., Philadelphia, Pennsylvania.

PFUETZE, PAUL E., Graduate Student, Yale Divinity School, 3805 Walnut

St., Philadelphia, Pennsylvania.

QUAYLE, MARGARET S., Assistant Professor of Education, State Teach-

ers College, Buffalo, New York, 805 Delaware Ave., Buffalo, New York.

THOMPSON, JOHN B., Professor, Philosophy of Religion, School of Re-

ligion, University of Oklahoma, 715 DeBarr Ave., Norman, Oklahoma.

Canada

Acadia University, Wolfville, Nova Scotia

BAYNE, PARKER M., Professor, Biology, Wolfville, Nova Scotia.

GRANT, MISS MARION E., Associate Professor, Education, and Dean of

Women, Wolfville, Nova Scotia.

WHIDDEN, EVAN M., Associate Professor, Church History, Wolfville,

Nova Scotia.
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Dalhousie University, Halifax, Nova Scotia

WILSON, GEORGE E., Professor and head of Department of History,

Dalhousie University, Halifax, Nova Scotia.

McMaster University, Hamilton, Ontario

MARTIN, ALBERT P., Professor and Head of German Department,

McMaster University, Hamilton, Ontario.

ROBERTS, MISS MARGUERITE, Assistant Professor of English and

Dean of Women, McMaster University, Hamilton, Ontario.

Montreal

AVISON, H. R. C., Lecturer in English, McGill University, Macdonald

College, Quebec.

CRAGG, GERALD R., Professor, Systematic Theology, United Theological

College, McGill University, 3520 University St., Montreal, Quebec.

SCOTT, R. B. Y., Professor, Old Testament, United Theological College,

McGill University, 3520 University St., Montreal, Quebec.

WILLIAMS, W. L. G., Professor of Mathematics, McGill University, Mont-

real, Quebec.

Mount Allison University, Sackville, New Brunswick

BAXTER, CLAYTON, Acting Professor, Philosophy, R. R. No. 1, Thames-

ville, Ontario.

TUCKER, HERBERT, Professor, Economics, Dean of Arts, Lansdowne

Street, Sackville, New Brunswick.

YOUNG, CONSTANCE I., Lecturer in Education, Principal, Mount Alli-

son Girls' School, Mt. Allison University, Sackville, New Brunswick.

Queen's University, Kingston, Ontario

CHIPMAN, ROBERT A., Research Assistant, Physics, 156 Johnson St.,

Apartment 3, Kingston, Ontario.

CHIPMAN, MRS. LOIS M., 156 Johnson St., Apartment 3, Kingston,

Ontario.

DAY, ARCHIBALD A., Assistant Professor, Classics, Queen's University,

Kingston, Ontario.

ESTALL, H. MARTYN, Lecturer, Philosophy, 15 Centre St., Kingston,

Ontario.

HARRISON, F. L., Resident Musician, 197 King St., Kingston, Ontario.

MACDONNELL, MISS MARY L., Assistant Professor, Classics, 104

Queen's Crescent, Kingston, Ontario.

VLASTOS, GREGORY, Professor, Philosophy, 31 George St., Kingston,

Ontario.

Toronto

BROWN, WALTER T., President, Victoria University, Dept. of Phil-

osophy, Victoria University, Queen's Park, Toronto, Ontario.

BROWN, MRS. WALTER T.
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CHANT, S. N. F., Professor, Psychology, University of Toronto, 250 Glen-

rose Ave., Toronto, Ontario.

CORBETT, EDWARD A., Director, Canadian Association of Adult Educa-

tion, 198 College St., Toronto, Ontario.

FERGUSON, MARION B., Dean of Women, University College, U. of T.,

79 St. George Street, Toronto, Ontario.

FRYE, NORTHROP, Lecturer, English, Victoria College, U. of T., 1574

Bathurst St., Toronto, Ontario.

FRYE, MRS. NORTHROP.
GOUDGE, THOMAS A., Assistant Professor, Philosophy, University Col-

lege, U. of T., Toronto, Ontario.

GOUDGE, MRS. THOMAS A.

KETCHUM, J. DAVIDSON, Assistant Professor, Psychology, U. of T.,

181 Rosedale Heights Drive, Toronto, Ontario.

MacCALLUM, HENRY REID, Assistant Professor, Philosophy, U. of T.,

127 Clifton Road, Toronto, Ontario.

RIDDELL, R. G., Lecturer, History, U. of T., Senior Tutor, Victoria Uni-

versity, 110 Charles St. W., Toronto, Ontario.

RUTHERFORD, MISS GERTRUDE L., Principal, United Church Train-

ing School, 135 St. Clair Ave. W., Toronto, Ontario.

TATHAM, GEORGE, Assistant Professor, Geography, U. of T., Department

of Geography, U. of T., Toronto, Ontario.

TATHAM, MRS. GEORGE.

McCURDY, W. JARVIS, Associate Professor, Philosophy, U. of T., 239

Lonsmount Drive, Toronto, Ontario.

WASTENEYS, HARNULPH, Professor and Head of Department, Bio-

chemistry, University of Toronto, Toronto, Ontario.

YOUNG, T. CUYLER, Assistant Professor, Oriental Languages, Victoria

U. of T. College, 27 Scarth Road, Toronto, Ontario.

FERGUSON, D. RUSSELL, 100 Adelaide St. W., Toronto, Ontario.

MACDONALD, EDITH C, Secretary, United Church Training School,

135 St. Clair Ave. W., Toronto, Ontario.

University of Alberta, Edmonton, Alberta.

HUNTER, GEORGE, Professor and Head of Department of Biochemistry,

No. 2, University Campus, Edmonton, Alberta.

University of Manitoba, Winnipeg, Manitoba

OWENS, DAVID, Professor, Philosophy, United College, United College,

Winnipeg, Manitoba.

University of New Brunswick, Fredericton, New Brunswick

MACKENZIE, NORMAN A. M., President, Professor, International Law,

University of New Brunswick, Fredericton, New Brunswick.

Mackenzie, mrs. n. a. m.
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University of Saskatchewan, Saskatoon, Saskatchewan.

LAYCOCK, SAMUEL R., Professor and Head of Department of Educa-

tional Psychology, King George Hotel, Saskatoon, Saskatchewan.

University of Western Ontario, London, Ontario

TURVILLE, DOROTHY, Adviser to Women, Professor of Romance Lan-

guages, University of Western Ontario, London, Ontario.

Student Christian Movement

BROOKS, MURRAY G., Y. M. C. A., 1441 Drummond St., Montreal,

Quebec.

GRANT, ALEX J., Under appointment, West China Union University,

Williamstown, Ontario.

LUTE, EDWARD T., S. C. M. Secretary, McGill University, 772 W. Sher-

brooke St., Montreal, Quebec.

MacMILLAN, HUGH, Executive Secretary, S. C. M., 1164 Bay St., Tor-

onto, Ontario.

MORRISON, MRS. NEIL, Secretary, S. C. M., University of Toronto, 512

Jarvis St., Toronto, Ontario.

Japan

NAGAMATSU, KATSUMI, Secretary, Y. M. C. A., 53 Oswake, Hongo,

Tokyo, Japan.
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