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INTRODUCTION

T his study is occasioned by the confusion that exists 
in A m erican educational theory today concerning the  

role of the efficient causes of learning in the teaching

leam ing situation .

For exam ple, som e m odem  educational theorists, in  

stressing the  need  for self-activity  on  the part of the pupil, 

have tended  to  m inim ize the role of the teacher as a  com 

m unicator of know ledge and  a  true efficient cause  of learn

ing. T hey  give the im pression in their w ritings that the  

part played by the teacher is that of a m ere guide in  

the classroom w hile the pupils discover for them selves 
w hatever is to be learned. Indeed, in  som e circles it is not 
considered  proper to use the expression “to teach.” T he 

traditional role  of the teacher  has been  changed  to that of 

one w ho  m erely  presides and  guides the learning  activities 
of the pupil. For the teacher to teach w ould be authori

tarianism . T here m ust be no indoctrination . L et the chil

dren learn through experience w ith  various projects and  

learning activities. O ne prom inent progressive educator 
expressed  it th is w ay: “W e  never  interfere  w ith  the  natural 

urges and im pulses of the child  in  any w ay, because you  

never can tell w here the. child w ill lead you.” 1 In such  

1. Q uoted by  John D . R edden and Francis X . R yan, A  C a th o lic  

P h ilo so p h y  o f  E d u ca tio n  (M ilw aukee: B ruce, 1949), p. 495.



an  uncontrolled  environm ent, learning  is assum ed  to  take 

place solely in response to the child ’s interest and “ felt 

needs.”

M uch of th is m ay be attributed to the influence of 

John D ew ey and other enthusiasts for progressive educa 

tion . A lthough  the im portance of self-activity on the part 

of the pupil w as recognized  by St. T hom as and by m any  
other educators prior to D ew ey no one can dispute the 
fact that D ew ey did m uch to bring to the attention of 

teachers in  our  tim e the im portance of self-activity on  the 
part of the pupil. T he difficulty seem s to be that he per

form ed th is task so w ell that m any have lost sight today  
of the com plem entary doctrine of the causality of the 
teacher. It is all very  w ell to talk  about a  “child-centered ” 
school if the function  of  the  school is to  learn  only  through  
discovery. B ut if there is another m ode of learning as St. 
T hom as suggests, nam ely, by being taught then there are 
tw o  foci w ithin  the  school: a  teacher  w ho  teaches  and  w ho  
is a true efficient cause, though partial cause of learning  
and  the pupil w ho is also  a  cause of his ow n  learning and  
unquestionably  a  very  im portant and  self-active  individual.

O ne w riter has sum m ed  up D ew ey ’s position in these 
w ords, “T he teachers w atch their pupils m entally starve 
to death  from  lack of proper insights and values.”  2 T he  
breakdow n of teacher authority and classroom  discip line  
has resulted from th is over-em phasis on the self-active  
pupil. T he teacher is m erely an  onlooker as the child in 

volves him self in  the process of grow th. T he  teacher’s part 
in the “enterprise of education is to furnish the environ- 

2. John H albert, M .M ., "John D ew ey ’s C oncept of D em ocracy  
in R elation to  E ducation,” (U npublished  thesis, D epartm ent of Phi

losophy, M aryknoll Sem inary, G len E llyn, 1954), p. 8.



m ent w hich stim ulates responses and directs the learner's 

course.” 3 W hen the conditions w hich stim ulate learning 

have been provided “all has been done w hich a second  

party can do to instigate learning. T he rest lies w ith  the 

one directly concerned.”  4 A ccording to D ew ey education  

is based  upon  experience and therefore “ the teacher loses 

the position  of external boss or dictator but takes on  that 

of leader of group activities.”  5 6

m illan, 1916), p. 212.

4. Ib id ., p. 188.

5. John D ew ey, E x p e r ie n ce a n d E d u c a tio n (N ew Y ork: M ac

m illan, 1948), p. 66. (B y perm ission of K appa D elta Pi)

6. D ew ey, D em o c ra c y a n d E d u c a tio n , p. 188.

L earning by discovery has replaced, according to th is 

philosopher and his follow ers, learning by instruction . 

T he nam e “teacher” loses all significance in education . 

It w ould  be m ore appropriate to  use a  term  such  as "guid

ance director” or “group leader.” T his m an w ho has in 

fluenced m odem  education so m uch becom es even m ore 
radical w hen  he  reduces the teacher  to  the  status of  learner.

T he alternative to furnishing ready-m ade subject m atter and  

listening to the accuracy w ith w hich it is reproduced is not 
quiescence, but participation , sharing, in an activity. In  

such shared activity, the teacher is a learner, and the learner  

is, w ithout know ing it, a teacher.  6

C arried to their logical conclusions, then, the funda 

m ental prem ises of D ew ey ’s philosophy  of education  w ould  

all but annihilate the position  of the teacher in  the learn 

ing situation . O ne of his m ost ardent discip les, W illiam  

H . K ilpatrick , indicates th is w hen he w rites that, “A s 
teachers  w e  m ust m ake ourselves progressively unnecessary;

3. John D ew ey, D e m o c ra c y a n d E d u c a tio n (N ew Y ork: M ac



T he present m ust honestly intend  to yield  sovereignty of 
control to the rising generation .” ’

I T hus w e see in the educational philosophy of John  

D ew ey  a  com plete  overthrow  of the teacher ’s position  and  

authority to the point of utter exclusion. T he scepticism , 
chaos and  confusion w hich has resulted  since the birth  of 
the “new education” attests to the fact that som ething  

m ust be done to salvage the rem nants of our educational 
system  in the U nited  States and  to protect future genera

tions from  a philosophy w hich says that “E ven the child  

is to be privileged to put a huge question m ark over his 
know ledge and to say he know s, not on the authority of 
the w isest teacher, but on the basis of his ow n experi

m ental thought." 7 8 ’

7. W illiam  H . K ilpatrick, E d u ca tio n  fo r  A  C h a n g in g  C iv iliza tio n  
(N ew  Y ork: M acm illan , 1926), p. 123-24.

8. Isaac D oughton, M o d e rn P u b lic E d u c a tio n : I ts P h ilo so p h y  
a n d  B a c k g ro u n d  (N e w  Y ork: D . A ppleton-C entury  C o., 1935), p. 238.

9. M . J. D em iashkevich, T h e  A c tiv ity  S c h o o l (N ew  Y ork: L ittle, 

Ive* &  C o., 1926), p. 9.

T he practical consequences flow ing  from  the philoso 

phy of experim entalism  are now here m ore evident than  
in  the  A c tiv ity  S c h o o l. Starting  w ith the false prem ise  that 
the child  is naturally good  w e have education defined in  
term s of free and uninhibited  activity. T he child should  
be  allow ed  to  follow  his  ow n  inclinations  w ithout “coercive 
discip line and  dogm atic  instruction , on  the teacher ’s side, 
m echanical obedience and passive reception of w hat is 
taught, on  the part of the child.” 9

. T he traditional concept of the school and  education  is 
replaced by a  free, undirected and unauthoritative envi

ronm ent. L earning is view ed in term s of interest and  
playful activity instead of hard w ork. T he teacher w ho  



w ould insist on a w ell-d iscip lined classroom  is labeled as 
one w ho is dictatorial and undem ocratic.

T he teacher is not to exercise suprem e authority or a direct 

and firm discip linary influence over the pupil, rather, she 

is to serve as guide, adviser, listener and  observer. . . .learning  

is assum ed to take place solely in response to the child ’s 

interests and "felt needs.” *0

T he  dissolution of the teacher ’s place in  the classrooin  

can readily be seen. U nder the guise of "giving a truer  
understanding of her (teacher ’s) w ork  as guide and  expert 

helper’’10 11 these theorists have all but  destroyed  the  dignity  
and  em inence  of  the teaching  profession . A s  a  result of th is 

revolution in education the learner becom es the sole 

authority in the classroom  and it is his interests and in 

clinations w hich take precedence over the know ledge of 

the “ incessantly talk ing  dictator.”  12 T he  role  of  the  teacher 
in education is discussed by the activists only insofar as 

they point out that he is there "to listen and aid rather  

than to  contract laryngitis and  com m and ... to provide a  

setting  or, at least a directive environm ent w here the free  

creative spirit of children w ould operate.”  ,s

10. R edden  &  R yan, o p . c it., p . 495.

11. Sister Joseph M ary R aby, A  C ritic a l S tu d y o f th e  N e w  E d u 

c a tio n  (W ashington: C atholic U niversity Press, 1932), p. 8.

12. D em iashkevich , o p . c it., p. 84.

' 13. Ib id ., pp. 84-85.

T his concerted effort to overthrow the teacher ’s posi

tion of authority  and traditional role of honor has been  

strengthened by the overem phasis on m ethod instead O f 

m atter.

B esides, the w hat of school w ork is m uch les* im portant than
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..... the how , since the m ain basis of the school is to afford the !

m eans of developing a com plete or all round personality, 
rather than im part know ledge that can be m em orized.it

A ccording to th is new  w ay  of th inking on  the relation 

ship betw een . the teacher and the pupil the child has 
now  com e into the light of a new  day. T he “ traditional 
school” has been  replaced  by  the “child-centered  school.” ls 
A fter years of passive subjection the child is able now  to  

aw ake from  the slum ber im posed  on him  by  the stu ltified  

atm osphere  of the traditional classroom . T he  school boy  of 
yesterday  w as driven  by  a  task-m aster  called  “ teacher"  but 

the school boy  of today  can  rightly  take  his place as leader 
in  the classroom  w ith  an adult present to guide him  and  
to  be led  by  him .

• ' O ne of the sharp contrasts afforded betw een the traditional 
'■ class and the laboratory class is that the teacher is a guide 

. rather than a m ariner, a driver, an infallib le planner and

.... final authority.16

; O ne further consideration prom pts us to exam ine the 
efficient causes of learning  according to St. T hom as. T he 
m odem  secular educator seldom , if ever, adverts to the  
D ivine C ausality  insofar as it pertains to  learning. H e dis

cusses the learning situation solely in term s of w hat w e 
w ould  call secondary  causes, leaving  G od, the First C ause, 
out of the picture entirely. For C atholic th inkers, on the  
other hand., the teaching-learning  situation involved not 
tw o as a m inim um  but alw ays th re e , G od, pupil and  * * * *

. 14. Ib id ., p. 80.

15. H arold R ugg &  A nn Shum aker, T h e C h ild -C e n te re d  S c h o o l 

(Y onkers: W orld B ook C o., 1928).

16. L aw rence S. Flaum , T h e  A c tiv ity H ig h  S c h o o l (N ew  Y ork:

H arper B ros., 1953), p. 36.

memorized.it


teacher. A ny realistic inquiry into the causes of learning 

m ust necessarily be  concerned  w ith  all three  causes. O ther 

w ise, the picture is incom plete  and  rid iculously distorted .

D uring his lifetim e St. T hom as w as not confronted  

w ith the problem  of the respective roles of the efficient 

causes of learning as w e have it above. B ut he dealt, 

nevertheless, w ith the nature of teaching and learning 

and in doing so he cam e to grips w ith the issues w hich  

underlie the very, problem s w ith w hich w e m ust deal in  

our  tim e. Pope  Pius X I in  his  encyclical S tu d io ru m  D u c e m  

points to the value of the w isdom  of St. T hom as in  aiding  

us “ to avoid the errors w hich are the source and foun 

tainhead of all the m iseries of our tim e”  17 and therefore 
it is im portant that “the teaching of St. T hom as be ad 

hered, to m ore religiously than ever. For St. T hom as re

futes the theories propounded by M odernists in every  

sphere....” 18

17. Pope Pius X I, S tu d io ru m  D u c e m

18. Ib id .

For th is reason  it m ay  be helpful to  discuss very  briefly  

the erroneous view s w ith w hich St. T hom as contended  

in his tim e and to indicate his position w ith respect to  
the nature of teaching.

For m any centuries m en have speculated about the 

nature  of  know ledge  and  how  it  is  com m unicated  to  others. 

A s m ight w ell be expected , given the difficulties w hich  
introspection  presents and  the fact of hum an error, there  

has been considerable difference of opinion on th is sub 

ject. St. T hom as  w as confronted  by  som e of these  opinions 
in  his day, chiefly  those of Plato, A vicenna  and  A verrhoes.

P la to :

Plato taught that learning  w as m erely the rediscovery



1 : of know ledge. K now ledge is som ething that is connatural

j i i w ith  the soul. “T he  process w e call learning  (is) a recover-

: ing  of the  know ledge  w hich  is natural to  us.”  19 A ccording

Î  i s to th is theory  each  of us possessed in the w orld  of ideas,

■ ■ before w e  w ere bom , all of the know ledge w hich  w e later

! s acquire. T herefore w hat is called learning is only the

recollection  of ideas w hich  w ere  possessed by  us in a pre- 
l· i vious state;20 T his doctrine w ould  logically reduce in im 

portance the role of the teacher in the classroom . T he  
' ; t activity  of the  teacher  w ould  be  that of  an  accidental cause.

J - ;For, since a th ing w hich rem oves an obstruction is a m over 
I ; only accidentally, as is said in the Physics, if low er agents do .

! ■: ■ nothing but bring th ings from  concealm ent into the open,

j taking aw ay the obstructions w hich concealed the form s and

I j  j habits of the virtues and the sciences, it follow s that all low er

j ; 'i agents act only accidentally .® !

T he teacher according to the Platonist is one w ho  
m erely rem oves the obstacles of know ledge. T he action  
of the teacher is accidental to the learner’s acquiring of 

J i know ledge.

< ■ ' ' ■

î A v ice n n a  a n d  W illia m  o f A u v erg n e ·- .

T he  greatest M oslem  philosopher of the  eastern  group  
is  w ithout  doubt A vicenna  or  Ibn  Sina. H e  has  been  called  
the real creator of the Scholastic system in the Islam ic 
w orld . H e devoted special attention to m etaphysics and

. 19. B . Jow ett (trans.). T h e  D ia lo g u e s o f P la to  (N ew  Y ork: R an 

dom  H ouse, 1937), I, 460.
20. T his doctrine of Plato can  be found in  M e n o , 82B ; T im a e u s , 

44A ; P h a e d o , 67D , 92A .

21. D e  P e r it., X I, 1, c.



taught the existence of a Sovereign Intelligence as the 

highest reality . T he first em anation from the Suprem e 

Intelligence is the active intellect T his active intellect 
is the source of all heavenly and earthly intellects, and  

it is the princip le by w hich the potentially intelligib le 

becom es actually intelligib le to the hum an m ind. A s St 

T hom as has put it: “the intelligib le form s flow  into the 

m ind  from  the  active  intelligence.”  22 23 In  other  w ords, there  

is no need, w ithin each individual soul, for an active 

intellect. O ne suffices for all m en. T his separated active 

intellect is the cause of know ledge in  the know er not the 

activity of the teacher.

22. Ib id ., also C o n t. G e n ., II, 42.

23. F. C opleston, S. J., A  H is to ry o f P h ilo so p h y (W estm inster: 

N ew m an Press, 1950), II, 218.

24. W . T urner, H is to ry o f P h ilo so p h y (B oston*. G inn & C o., 

1957), p. 325. (C ourtesy of B laisdell Publishing C om pany)

25. C opleston, o p . c it., II, 225.

.W illiam  of A uvergne had  preceded  St. T hom as at the 

U niversity  of Paris. In  him  one can  discern the first stage 

in the transition from the Scholasticism  of the tw elfth  

century to that of the th irteenth  century. A s one author 

has w ritten, “he is the em bodim ent of the m eeting  of the  
tw elfth  and th irteenth  centuries.”  25 A  defin ite A vicennic  

influence is evident in his w ritings. H e rejects, on the  

one hand, the Platonic D octrine of pre-existent know l

edge, and on the other hand, the A ristotelian doctrine  

of the active intellect.24 A ccording to his teaching, G od  

im presses on  the  intellect not only  first princip les, but also 

abstract ideas of the sensib le w orld .25 A nd therefore, he 
concludes, that no know ledge is caused in us except by  

G od.,



A v e rrh o e s  a n d  S ig e r o f  B ra b a n t

W hile A vicenna taught that there  w as one  active  intel

lect for all m en, A verrhoes, on the other hand, taught 

that all m en  have one passive intellect and  the sam e intel

ligib le species. H ence, he holds that one m an does not 
cause another to have a know ledge distinct from that 
w hich he him self has. T his opinion, according to St. 

T hom as, is true insofar as know ledge is the sam e in the 
pupil and the teacher if the identity of the th ing know n  
is considered. For the sam e objective truth is know n by  

both  of them . B ut it is false to say that all m en have but 
one passive intellect and the sam e intelligib le species dif

fering only  as to the phantasm s.26 Such a doctrine w ould  
logically im ply that teaching is the com m unication of 
identical know ledge and that it is not concerned w ith  
bringing  to  fu ll flow er  w hat already exists in  sem inal prin

cip les. It w ould further im ply that the teacher m ust be 
concerned  w ith the ordering of the teacher him self.

26. S. T ., I, 117, i, c.

27. M . D eW ulf, H is to ry  o f  M e d iev a l P h ilo so p h y (L ondon: L ong

m ans, G reen & C o., 1926), Π , 105. (C ourtesy of D avid M cK ay  

C om pany) ■· .

T he leading follow er of A verrhoes at the tim e of 
St. T hom as w as Siger of B rabant. Siger taught that the 
intellect w as “unique for the w hole hum an species. It 
‘transcends ’ the individual souls, to w hich it is united  for 
the accom plishing of the act of thought.” 27 For one to  
teach, therefore, m eant to him that there w as a com 

m unication of identical know ledge.

In the light of th is historical context one can readily  
understand  w hy St. T hom as paid  attention  to  these errors.



H is refutations of Plato, A vicenna and A verrhoes w ere 

in  accord  w ith the needs of the m om ent as that period  of 

history clearly  show s.

If St. T hom as w ere living today he w ould be faced  

w ith errors of a different kind. T here has been a com 

plete revolution  against the spiritual order. T he  nature of 

m an is looked upon as w holly m aterial w ith a m aterial 

end. G od and angels do not exist. M an is set up as god  

of universe yet a  m an  w ho is different only in  degree from  

the brute.

T he  realm  of the supernatural, authority  and  tradition  

m ust finally yield to the new  order of the natural and  

free. M an is sufficient. Subjection is out of the question. 

A s w e have seen above the result has been in the field  

of education , the activity of the teacher has been sub 

m itted to a double test, that of experim ent and that of 

self-sufficiency.

H

R e v ie w  o f  R e la te d  L ite ra tu re

It is quite evident that St. T hom as did not leave be

hind  a com plete treatise on  educational theory. H ow ever, 

m any  scholars have attem pted  to  present a  T hom istic  view  

of education based upon his w ritings in general and  

in particular the D e M a g istro . T hanks to their efforts 

considerable literature w hich is pertinent to our topic is 

now available. In review ing th is literature w e shall in 

clude for the sake of com pleteness som e general references  

that are related to  our  subject as w ell as the m ore specific 

research  on  the causality  involved  in  the teaching-learning 

situation .

pi
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F . *·,

In  an  article w hich  appeared  in  T h e  N e w  S c h o la s tic ism  
in  July 1960, G uzie review ed  w hat scholars have w ritten  

on  th is question  of the learning theory and  St. T hom as? 8 
W e m ust acknow ledge our indebtedness to G uzie, there

fore, for several references though  w e have added others 

w hich are not included  in his article.

A m ong the general references w e m ight m ention the 
w orks of the follow ing: K ocourek,29 M cC orm ick,80 W or- 

oniecki,81 R einert,82 a com parison of D ufault83 and  
Slavin .84 T here are nine other articles on education in  

general according  to  Saint T hom as.85

T he follow ing have also w ritten on th is: J. E ngert,85

28. T ad  G uzie, S.J. “St. T hom as and  the L earning  T heory,” T h e  
N e w  S c h o la s tic ism  X X X IV  (July, 1960) 275-296.

29. R . A . K ocourek, “St. T hom as on Study,” T h o m is tic P r in 

c ip le s  in  a  C a th o lic  S c h o o l (St. L ouis: H erder, 1942), pp. 14-38.

30. John F. M cC orm ick. S a in t T h o m a s  a n d  th e  L ife  o f  L ea rn in g  
(M ilw aukee: M arquette U niversity Press, 1937).

31. H . W oroniecki, "Saint T hom as and M odem  Pedagogy.” T h e  
C a th o lic  E d u c a tio n a l R e v ie w  X X V III (1930) 170-80.

32. Paul C . R einert, “H erbert and A quinas-E ducators,” T h e  
M o d e rn S c h o o lm a n X (M ar. 1933) 67-69; J. K univcic, “Principia  
didacta S. T hom ae,” D iv u s T h o m a s L V III (1955) 398 or “Principi 
pedagogic! di s. tom m aso,” S a p ie n za  V III (1955) 316-36.

33. L . D ufault, “T he A ristotelian-T hom istic C oncept of E duca

tion ,” T h e  N e w  S c h o la s tic ism  X X  (1946) 239-57; G . C ola-U loa, “Il 
concetto della pedagogia alia luce dell' aristotelism o tom istoco,"

S a p ie n za  III (1950) 2845.

34. R obert Slavin , “T he E ssential Features of the Philosophy of 
E ducation of Saint T hom as,” P ro c ee d in g s , o f C a th o lic  P h ilo so p h ic a l 
A sso c ia tio n  X III (1937) 22-38.

35. A . L . B arthem y, O .O . L ’é d u c a tio n : L e s b a sse s d ’u n e p é d a 

g o g ie  T h o m is te  (B ruxelles, 1925).

36. J. E ngert, "D ie Padagogik des hl. T hom as vpn A quin,”

P h a ru s V I (1925), 321-31 . '
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N ovarro,37 D evy,se B oullay,89 A lver de Siqueira,38 39 40 A lberto  

G arcia V ieyra,41 R osa T . di Sisto.42 43

38. V . D evy, "L a padagogie de s. T hom as d ’A quin,” R e v u e d e  
I ’U n iv ers ite  d 'o tta w a . Π  (1932), 139*-62*. ,

39. P. B oullay, O .P., T h o m ism e e t e d u c a tio n (B ruxelles, 1933). 

S. T auzin , O .P. "S. T om as e la pedagogia m oderna," R e v is ta  B ra s il- 

e ira  d e  P a d a g o g ia , X X X V IH -IX  (1937), 118-29.

40. A . A lves de Siqueira, F ilo so f ia  d a  e d u c a c a o  (Petropolis: V ozes, 
1942).

41. A lberto G arcia V ieyra, E n sa y o s so b re p e d a g o g ia se g u n la  

m e n te  d e  s . T o m a s d e  A q u in o  (B uenos A ires: D esclae, 1949).

42. R osa  T . di Sisto, "E l concepto de pedagogia  segun  s. T om as,"  
A n a le s d e l In s titu to  d e In v e s tig a tio n e s P e d a g o g ic a s (San L uis, A r

gentina), Π  (1952-53), 234.

43. B esides M ayer ’s book there w ere other com m entaries w hich  
appeared in Italian:

R . R ung, "Studio sulla Q uaestio disputata ‘D e M agistro' di s. 
T om m aso d ’A quino,” R iv is ta  d i f ilo so f ia n e o sc o la s tic a , X IV (1922), 

109-65.

G . M uzio, S. T o m m a so  d ’A q u in o : I l m a e s tro (T orino: Soc. ed. 

intem az., (1928).

A . G uzzo, T o m m a so d ’A q u in o : I l m a e s tro (F irenze: V allechi, 

1930).

A m ong these one w hich has been w idely read in the  

U nited States is M ayer ’s T h e  P h ilo so p h y  o f T e a ch in g  o f  

S t. T h o m a s A q u in a s .* *  For m any years th is w as the only

37. B . N ovarro, C o m m e n ta r io  f ilo so f ic o -te o lo g ic o a la  c a r ta  d e q  

s . T o m a s so b re e l m o d o  d e  e s tu d ia r  fru c tu o sa m a n ta (A lm agro: D o 

m inicos de A ndulicia, 1925).

D . M orando, "Sul ‘D e M agistro ’ di s. T om m aso," R iv is ta  R o s-  

m in ia n a  d i f ilo so f ia  e  d i c o itu ra  (T orino), X X V  (1931).

G . T ineant, “L 'azione intellectuale del m aestro secondo s. T om 

m aso d ’A quino,” S c u o la C a tto lic a , vol. X IX , ser. V (1920), 37-50, 

115-29, 173-85.

E . C hiochetti, "L a pedagogia de s. T om m aso," S. T o m m a so  
d 'A q u in a : P u b lic a tio n e c o m m e m o ra tiv e d e l se s to c e n ta r io d e lla  

c a n o n iza tio n e (M ilano: V ita e Pensiero, 1923), pp. 280-93 .

M . C asotti, M a e s tro  e  sc o la ro : S a g g io  d i f ilo so f ia  d e ll ’ e d u c a tio n e  
(M ilano: V ita e Pensiero, 1930). ■> ,■



book  in E nglish  w hich  treated  specifically the philosophy 

of teaching according to St. T hom as. Since the publica 

tion of th is book, how ever, there have been tw o doctoral 

dissertations w hich have been w ritten w hich com pare 

the D e  M a g is tro  of St. T hom as w ith the D e  M a g is tro  of 

St. A ugustine.44

M ayer ’s book has m et w ith m uch criticism  in recent 

tim es. O ne critic feels that M ayer neglected to take into  

account the historical setting  of the w ork in  question . For 

th is reason he observes that “ the interpretation often  be

com es distracted . . . T he result, consequently, is a  rather 
unorganized, often inaccurate, and incom plete presenta

tion of A quinas ’ theories.45

A nother  w riter m aintains that M ayer reads m ore into  
the D e M a g istro than is really there. T his critic asserts 
that M ayer has m agnified the D e M a g is tro out of due 
proportion , and that the w ork is concerned w ith know l

edge and not character form ation; that learning can be 
understood as character build ing only in a very lim ited  

sense; that to m aintain  otherw ise w ould be to im ply that 
know ledge necessarily produces ethical behaviour on the 
part of the learner; and that such an interpretation of 
St. T hom as w ould  m ake of him  a M oral Intellectualist.46

Pace did  a  study  in  1900  w hich  treated  the  D e  M a g istro  
as an e x  p ro fe sso treatm ent of educational theory. A fter

44. W illiam  L . W ade, S.J., "A  C om parison of the ‘D e M agistro ’ 
of St. A ugustine w ith the ‘D e M agistro ’ of St. T hom as" (unpub 

lished PhJD . dissertation , D ept, of Philosophy, St. L ouis U niversity, 
1935).

45. T ad  W . G urie, S.U ., T h e  A n a lo g y o f L e a rn in g  (N ew  Y ork: 
Sheed and W ard, 1960), p. 8.

46. John L . H art, O .P., “T eacher A ctivity in the D e M a g is tro  
of St. T hom as A quinas,” (U npublished L icentiate D issertation , 
School of Sacred T heology. D om inican H ouse o£ Studies, W ashing

ton . D . a, 1944), pp. 67-71.



stating  the  necessity  for  the  educator  having  a  spiritualistic 

view of the pupil he goes on to state the purpose of 

St. T hom as in the D e M a g istro  in  these w ords:

W hat he seeks to clear up is the rationale of the teacher ’s 
w ork, the philosophy that underlies the w hole process of 

education .4?

47. E . A . Pace, "St. T hom as' T heory of E ducation ," C a th o lic  
U n iv ers ity  B u lle tin , V III (1902), p. 292.

48. H art, O p . c it., p. 51.

49. G uzie, o p . c it., p. 5.

50. B rother S. A lfonso V argas, P sy c h o lo g y a n d P h ilo so p h y o f  

T e a c h in g  (W ashington: C atholic U niversity Press, 1944), p. ix .

51. C ornelius L . M aloney, "D ualism in E ducation” ; C a th o lic  
E d u c a tio n a l R e v ie w  X L IV  (1946), 335-41.

H ere w e have another exam ple of an author treating 
the w ork of St. T hom as outside of its historical context 

and  presenting  it  as though  it  w ere  the  com plete  T hom istic  

theory of education . A s H art has suggested th is w ork of 

St. T hom as “ is a lim ited treatise, a part of his theory of 

education ,”  47 48 and thus Pace’s treatm ent of th is subject 

“ introduces us to  som e  of the  m ajor  faults to  be  com m itted  

in  the follow ing  fifty  years by  scholars of T hom istic learn 

ing theory.”  49 50

V argas in his treatm ent of th is m atter of teaching  

attem pts to present the relations existing betw een psy

chology  and philosophy in the problem  of teaching.80 H e  

m akes the distinction , w hich M aloney also m akes in his 
article,51 betw een  education and instruction . E very educa

tor is an instructor because education attains its end  

through instruction . H ow ever, the instructor m ust also  

be consciously an educator otherw ise he fails to accom 

plish the highest aim s of his science.

Schw alm  is one of the earliest w riters to bring  out the



Hf

■im portant role played by the teacher. H e indicates very 
I j ψ  clearly that the teacher is m uch m ore than a m ere guide

1 .Il in  the classroom .

!: y  L 'action  d ’un m aitte  est donc profonde. E lle n ’est pas sim plè-

, i ri m ent com m e le geste d ’un guide soulignant quelque indica-

; * „?[ tion .M

J  H ow ever, he  does not m ake any  distinction  betw een  learn-

ing through instruction and learning through personal 
[j discovery very clear. T o  him  there seem s little difference

! i betw een these tw o w ays of learning.

I ; d  Som e tim e later there w ere three other articles w hich

li appeared treating the subject of the teacher in the  light

i f of the w ritings of St T hom as. K eller sum s up very suc-

1 cinctly the thoughts of A quinas but w e m ust agree w ith

: G uzie in  saying that he im plies that know ledge is in  som e

w ay deduced from first princip les?’ T his seem s to be 
based on the m isinterpretation  of St T hom as’analogous 

H i use of the A ugustin ian “sem inal reasons” as applied to

first princip les. C orbishley ’s treatm ent is one w hich  show s 
t m aturity in the study of St T hom as.54 H e does not treat

. the D e M a g is tro  a s a fu lly fledged syllabus of C hristian  
education . N or  is he  of  the  opinion  that the solution  to  a ll 
m odern-day educational problem s can be found in the  
pages of St T hom as. B y th is he m eans the accidentals of 

! education vary enorm ously from age to age and from

I 52. Μ . B . Schw alm , “L ’action intellectuelle d ’un  m aître d ’apres

j s. T hom as,"  K eim e T h o m is te , V III (1900), p. 265.

53. L . K eller, "L ehren ud L em en bei T hom as von A quin,"  

A n g e licu m , X III (1936), 210-227.

54. T . C orbishley, S.J., "St. T hom as and the E ducational

i T heory" T h e  D u b lin  R e v ie w . C X II (1943), 1-13.



country to country. T he th ird  article appeared in 1949.55 

Shannon gives a re-presentation of the D e  M a g istro and  

also points out the fact that it is not intended to be an  

exhaustive treatise on education . H ow ever, he does not 

m ake too  clear w hy  teachers are im portant.

55. C . M . Shannon, S.J., “A quinas on the T eacher ’s A rt" T h e  
C le rg y  R e v ie w  X X X I (1949), 375-385.

:‘56. A nton C . Pegis (ed .), 4 G ilso n R e a d er (N ew Y ork: Im age 

B ooks, 1957), pp. 224-229; 298-311.

57. F. W ade, S.J.“C ausality in  ■ the C lassroom ,” T h e M o d e m  

S c h o o lm a n  X X V III (1951) 138-46; “St. T hom as A quinas and T each 

ing," S o m e P h ilo so p h e rs o n E d u c a tio n , ed. D onald A . G allagher  

(M ilw aukee: M arquette U niversity Prèss, 1956), pp. 67-85.

58. John L . H art, O .P. “T eacher A ctivity in the D e  M a g is tro  of 
St. T hom as A quinas,” (U npublished L icentiate D issertation , D o 

m inican H ouse of Studies, W ashington, D .C ., 1944).

59. ; R ev, D ’A rcy D eSousa, “T eacher-Pupil R elation in C atholic  

E ducational T heory,” (U npublished M aster ’s thesis, C atholic U ni

versity of A m erica, D epartm ent of E ducation, 1956).

60. John W . .D onohue, S.J. “T he T eaching-L earning Process 
A ccording to St. T hom as & H enry C . M orrison,” (U npublished 
M aster ’s thesis, St. L ouis U niversity, D ept, of Philosophy, 1950).

O ne of the best presentations of the role of the teacher 

in the learning process is given  by G ilson.56 T he w ork is 

both scholarly  and inspiring. It enobles the teaching  pro

fession and returns it to the high position w hich it 

deserves.

W ade,57 H art,58 and  D eSousa59 have w ritten excellent 

w orks on the part played by the teacher in the classroom  

situation . T w o, dissertations done at the U niversity of 

St L ouis touch on th is problem . D onohue60 gives a  
synopsis  and  a  form ulation  from  the  w ritings  of  St. T hom as 

of the elem ents in the activities of teaching and  learning  

and com pares th is position w ith the opinion of H enry



G . M orrison. L auer  61 discusses the art of teaching  based  

on the princip les of St. T hom as. H e discusses the ques

tion of art and the peculiar problem s of teaching as an  

art. C onw ay 62 has presented a very erudite presentation  
of teaching and learning  in his P r in c ip le s  o f E d u c a tio n . 
B ut his general statem ents do not seem  to com e to grips 

w ith fundam ental problem s at hand.

From  th is survey of literature on the theory of educa

tion as derived from  the w ritings of St. T hom as and in  
particular on the roles of the teacher and pupil in the 
learning process w e can com e to certain defin ite  
conclusions.

First, it has already been pointed  out that St. T hom as 
A quinas has not left us a com plete educational treatise 
as such. H is w ork the D e M a g is tro  w as not intended to  
be a com plete and exhaustive treatm ent of education . It 

w as a reply to certain errors of his day in regard to the 
question of how  m an attains know ledge. St. T hom as in 

vestigates truth insofar as it exists in m an. It has been  
the m istake of m any w riters in the past to treat th is as i 
an e x  p ro fe sso  w ork on  education  w ithout regard for its Î 
historical setting. Î

Secondly, there  has been  relatively  little  done by  A m er- i 
ican scholars on the educational theory of St. T hom as. 
Som e have m erely repeated the sam e texts as isolated  
statem ents w ithout view ing them  in the light of a w hole  
T hom istic pilosophy.

T hirdly, it has been  noted  that the problem s of educa

tion change from  century to century, from country to

61· J·  Q uentin L auer, S.J., ‘T he A rt of T eaching A ccording to  
the Principles of St. T hom as,” (U npublished M aster ’s thesis, St. 
L ouis U niversity, D epartm ent of Philosophy, 194S).

62. Pierre C onw ay, P r in c ip le s o f E d u c a tio n (W ashington: T he  

T hom ist Press, 1960).



country. T hese are accidental changes. T herefore, w e can

not alw ays call on  St. T hom as for a solution  to our prob 

lem s since m any  of them  did  not exist for him . H ow ever, 

the essential elem ents of education  w ill never  change. T he  

nature of the child w ill alw ays rem ain the sam e. It is 

here that w e can draw m uch from the teaching of St. 

T hom as. T he answ er to the question , “W hat is M an?” is 

fundam ental for the educator. O n it depends the w hole 

relationship betw een  teacher and  pupil. T o  deny its basic 

im portance w ould lead to chaos and error in education  

circles. A dm inistration policy, guidance program s, cur

ricula, m ethods of teaching  are ultim ately determ ined  by  

the answ er given to th is question .

Fourthly, it is necessary to clarify the role of the 

teacher in education today. M any have lessened the im 

portance of  a  teacher to  the  degree that the pupil’s  depend 

ence on him  is hardly appreciated . T his line of thought 

is the result of an  em phasis on  self-activity on the part of 

the child to the exclusion  of the teacher ’s causality in  the 

learning process.

Fifth ly, not only the hum an instrum entality of the  

teacher in the classroom  is im portant, but there has been  

very little w ritten on the place w hich G od has in the 

w hole education system . T he relation w hich exists be

tw een G od and the teacher and betw een G od and the 

pupil learning has not been treated to its fu llest by any  

w riter of recent tim es. It is necessary, therefore, to show  

the hand  of G od  as constantly present w henever one dis

cusses the causes of learning.
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CHAPTER I

EFFICIENT CAUSALITY

E ducation  involves  change. O ne need  only to  exam ine  

the definitions of education  to  establish  th is fact. Since the 

days of Plato and A ristotle one sees im plicitly , if not 

explicitly , som e reference to change. N ote the verbs— to  

form , to fashion, to develop, to m old, to produce, to  
elevate, to perfect, to transform and the like— so fre

quently em ployed in defin ing education . E vidently as a  

result of education hum an beings are som ehow  changed  

from  w hat they w ere before. T his notion  of change can  

also  be  applied  to  learning.

C H A N G E : C oncept and T ypes

T he passing from  potentiality to actuality is the proc

ess of becom ing. A nd thus change has been defined as 
the m ovem ent or transit from one state of being to  

another; it is the transit from potentiality to actuality . 

“B ut in scholastic philosophy the idea of change is the  
com ing forth of the new  from the old , w here the new  
w as potentially . T he new state is not created out of 

1



nothingness. It w as in the potentiality of the old , but 

needed to be brought into actuality.”  1 T herefore, w hen  
w e speak of a being as having changed w e m ean that a 

potentiality w hich it possessed has been reduced to ac

tuality . T his is the teaching of A ristotle and St. T hom as 

and  is based  on  the distinctions betw een  “Potentiality  and  
act, the  priority  of act to  potentiality , the  reality  of m otion  

and becom ing, but the priority of being to m otion." 2 3 
T he extrem e opposite positions of th is view  are term ed  

by M aritain as “exaggerated intellectualism ” and “anti

intellectualism .” ’

1. John F. M cC orm ick, S c h o la s tic  M e ta p h y s ic s (C hicago: L oyola

U niversity  Press, 1928), p. 57. ■ >.

2. Jacques M aritain , A n  In tro d u c tio n  to  P h ilo so p h y (N ew  Y ork: 
Sheed &  W ard, 1947), pp. 250-51..

3. " E x a g g e ra te d in te lle c tu a lism  (Parm enides, Spinoza, H egel) re

fuses to adm it the notion of potentiality . . . everything w hich is, is 
w holly act or pure act, (therefore) either m otion m ust be unreal 
(Parm enides) or contraries identical (H egel) and. creatures m ust 
possess the sam e nature as G od (Pantheism ).

A nti-intellectualism  (H eraclitus, B ergson) equally rejects the dis

tinction betw een p o te n tia lity and a c t, but because the notion of 
b e in g  is in the opinion  of these philosophers illusory." Ib id ., p. 251.

T here are four types of change, three of w hich are 
accidental and  one substantial. It m ay  be helpful to iden 

tify  the particular types w ith  w hich  learning  is concerned. 
W e m ay elim inate at the outset substantial change.

A ccidental change is either lo c a l (a change of place), 
q u a lita tiv e  (a  change in  quality), or  q u a n tita tiv e  (a  change  
in quantity). O bviously, learning is not concerned w ith  
local change. H ow ever, it is definitely concerned w ith  

both  qualitative and quantitative, but chiefly w ith quali

tative. It is a q u a lita tive  change insofar as the know ledge  
of the learner is reduced from  potentiality to actuality. 
It is  a  q u a n tita tiv e  change  insofar  as w hat the pupil learns

2



can be m easured. In speaking of sc ien tia St. T hom as 

rem arks: “ . . . it has a certain quantity through  being in  

its subject, and in th is w ay it increases in a m an w ho  

know s the sam e scientific truths w ith greater certainty  

now  than  before.”  4  5

4. S.T ., 1I II, 24, 5, c.

5. Paul J. G lenn, O n to lo g y (St. L ouis: H erder, 1937), p- 88.

6. A ristotle, M e ta p h y s ic s , X II, 3.

• 7. S. T „ I, 2, 3; c; C ont. G en. I, 13.

E very change involves five th ings: s (1) T erm in u m  a  

q u o  w hich is the th ing to be changed w hether substan 

tially  or  accidentally . It is the te rm  fro m  w h ic h  the  change 

m oves or takes its beginning. (2) T e rm in u m  a d q u e rn  

w hich is the th ing resulting from the change. It is the 

te rm  to  w h ic h  the change m oves and in w hich it finds 

its com pletion or fu lfillm ent. (3) T ra n situ s w hich is the 
actual transm ission or m ovem ent in w hich the change  

essentially or form ally consists. (4) S u b s tra tu m  or sub 

stantial support for change, and th is rem ains unchanged  

in the process. (5) A g e n t or m over or m otor force w hich  

effects the transition , an  efficient cause.

A ll five are evident in  the teaching-learning situation . 

N o  new  item  of know ledge  can  be  acquired  w ithout them .

T hus A ristotle sum s up  the notion  of change in these  
w ords: “For everything  that changes is som ething and is 
changed  by som ething into som ething. T hat by w hich it 

is changed is the im m ediate m over."  6

N a tu re  o f C a u se

If learning  involves change, obviously it is caused, for 
"nothing passes from potency to act save by a being  
already in act” 7 It is necessary for us, therefore, to in-

3
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> " 1 quire into the nature of cause and  its divisions. It is only  
through a clear explanation of the nature of cause and

i ' * 

:,, !

its  divisions  that  w e  w ill be  able to  have  an  understanding  

of the teaching-learning situation in  regard to  its efficient 

causes.

A  c a u se  is  n o t a  c o n d itio n . W e  can  define a  condition

! i 1 as a “circum stance or set of circum stances required for 
the  w orking  of the  cause.” 8 It differs from  a  cause in  th is:

1 1 <

’ 1 /

! .4

that though  it is necessary  yet it in  no w ay suffices for the 

existence of the effect. A  connection w ith the source of 

electricity  is a  prerequisite for the incandence  of the bulb . 
T he connection does not m ake the bulb  glow  but m erely 
enables electricity to reach the bulb and produce there 
incandence. A gain , w hen  a  sw itch is throw n, the throw ing ΐ 

of the sw itch is not the cause of the locom otive passing  
to another track, but only the condition for its passage, * 
by  rem oving an  obstruction from  the w ay. A s one author 
has put it: T he influence of a condition “ is not positive  
but purely  dispositive  insofar as it  rem oves obstacles  w hich  
prevent the cause from  acting.”  9 !

A  c a u se is n o t a n  o c c a s io n . A n occasion is a circum 

stance or set of circum stances  that favor the operation of 
a  free cause in  the exercise of  its causality . A n  occasion  can  
exercise a positive influence w hen it helps to induce a  
free cause to  produce  an  effect. T he  operation  could  take 
place but not so  readily. N ight is  not the cause of robbery  
but favors the operation of the robber. In other w ords, 
the occasion m erely facilitates the production of the  
effect.

A  c a u se is  a  sp e c ie s  o f p r in c ip le . A  cause stands to a  
princip le  as a species to  genus, that is, a  cause is a special

8. M cC orm ick, o p . c it., p. 144.

9. H enry J. K oren. A n  In tro d u c tio n to th e S c ie n ce o f M e ta 

p h y s ic s (St. L ouis: H erder, 1955), p. 230.

4



kind of princip le. In its w idest sense, a principle is 

defined as “that from  w hich som ething proceeds in any  

w ay w hatever.” 10 A nd that w hich so proceeds from a  

princip le is called  a  princip iate.

10. S .T ., I, 33, 1, c.

11. M ichael W . Shallo, S c h o la s tic P h ilo so p h y (Philadelphia: 

Peter R eilly Publisher, 1915), p. 158.

12. M cC orm ick, o p . c it., p. 142.

15. In  V  M e t., 1, n 751.

It has been pointed out by the scholastics that a being  

m ay be a real princip le in tw o w ays: (1) B y sim ply com 

m unicating the sam e num erically identical nature and  

perfection w hich it possesses, e.g. B lessed T rinity; or (2) 

B y producing at least num erically different from  its ow n  

som e other perfection . In th is latter case w e have w hat is 

called  a c a u se  and  an  e ffe c t. 1 1

T hus it is said that the relation betw een a princip le 

and a princip iate m ay be a relation of order only, or a  

relation  of order  and  dependence. W hen  there  is a  relation  

of order and dependence, that is, w hen one th ing flow s 

from  another w ith dependence on that other, the princi

ple  is  called  a  cause and  the princip iate an  effect. “A  cause, 

therefore, is a principle from  w hich som ething originates 

w ith  dependence.” 12

H ence, though every cause is a princip le, not every  

princip le is a cause; for cause im plies “entitative” other

ness, and  dependence of its princip iate, w hich a princip le  
as such does not. T hus a point is the princip le of a line 

but not its cause; the daw n is the princip le of the day  

but not a cause.

A  cause, therefore, is that w hich contributes, in any  
w ay w hatever, to the producing  of a th ing. It im plies a  

certain influx into the being of the th ing caused,13 and  
connotes that on w hich, in turn, th ings depend either
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for their being or becom ing.14 T he th ing produced by a 

cause is called its effect. “For true causality to exist there 
m ust be: a re a l d is tin c tio n betw een cause and effect; a 

true d e p e n d e n ce  of effect  upon  cause; a  p r io r ity  o f  tim e  o r  
n a tu re in the cause w hen view ed in  conjunction  w ith its 

effect.’’ 15

In I P h y ., 1; cf. S T ., I, 104, 1, c; D e  P o t., 5, 1, c; In I S e n t., 
I.

G len, o p . c it., p. 203.

B rother B enignus, F.S.C ., N a tu re , K n o w le d g e  a n d  G o d  (M il-

w aukce: B ruce, 1947), p. 390.

17. Ib id .

T he belief in  cause and effect is based on the experi

ence of th ings causing  other th ings, or of events causing  

other events. E verything that w e experience and under

stand is an instance of the cause-effect situation . “O ur 
experience of the cause-effect situation is virtually  infin ite 
in extent, and  is ever present. W e believe that th ings are 
produced by other th ings because w e see and feel those 
th ings producing  other th ings, because w e produce th ings 
ourselves and  are  conscious  of doing  so, and  because th ings 
act upon  us and produce effects in us.”  16 17

A nother factor w hich confirm s our belief in cause 
and effect stem s from  the princip le of identity, nam ely, 
that w hich is, is, and its obverse statem ent, the princip le  
of contradiction, forbid us to  believe  that anything  com es  
from  nothing.

T hat -w hich is not, since it is not cannot becom e som ething; 
and that w hich is som ething cannot of itself becom e w hat it 
is not. T hat w hich is potentially som ething, since in itself 
it is o n ly  p o te n tia lly  that th ing, cannot of itself be it; it m ay  
becom e it, but only  by  receiving the actuality w hich  it lacks.*?

T herefore, w e m ay conclude, that our m ind dem ands 
a cause for w hatever occurs. Perception , in m ost cases, 

14.

12, 1 2

15.

16.
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fu lfills th is dem and by show ing us events as follow ing  

from  prior events.

It behooves us then  to take a  realistic attitude tow ard  

learning  and  to  realize that learning  does not just happen, 

but is c a u sed ; T he pupil does not pass from  potentiality  

to act w ith respect to any given item  of know ledge unless 

there be a cause upon w hich th is effect depends.

D IV ISIO N  O F  C A U SE :·

O f the  generic  concept  of cause, St. T hom as  recognized  

the fourfold division— m aterial;; form al; efficient, and  
final,18 w hich had been elaborated so system atically by  

A ristotle.19 20 It is im portant for our  purpose that w e discuss 

briefly cause as seen under these aspects. W e should  note 

here that the term s, m aterial and form al m ay be used  

analogously, that is, to  designate in the case of the form er 
a subject that is indeterm inate and  in potency to receive 

various determ inations and  in the case of the latter those 

specific determ inations by  reason of w hich  the subject of 
w hich  the  subject m ay  be  said  to  have learned  or  acquired  

know ledge through instruction .80

18. C o n t. G e n ., Ill, 10; S .T ., I, 3, 8, c; I, 105, 5, c; In II P h y . 
lO h; In V  M e t. 2 & 3; D e  P o t. 5, 1, c; In  S e n t. 29, 1,1, c; In  D e  
S o m n o , 4a; In I D e  C a e lo  9a; In I G e n . e t C o rr . 1c &  2a.

19. P h y ., II, 3, 194b, 23; A n a l. P o s t.,ll , 11, 94a, 21; M e t. I, 3, 
983a 26; V , 2, 1913a, 24; D e  G e n . A n im ., I, 715a, 3-6.

20. "T he term s m a te ria l and fo rm a l have passed from  natural 
philosophy into all branches of philosophy, to designate by analogy, < 
on the one hand w hatever, in itself indeterm inate and potential, 
plays the part of a subject w hich receives a determ ination , on the 
other hand w hatever possesses of itself a determ ining, actualizing, 
and  specificatory  function , or again w hatever is taken  as possessing  a  
particular character, in a particular aspect.” J. M aritain , In tro d u c 

tio n  to  P h ilo so p h y , p. 252.
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F in a l C a u se . T he final cause is first in intention  and  

last in execution for it is “ that for the sake of w hich  

som ething is done;”  81 e.g. a student w ill go to school for 

the sake of attending  a lecture. In the order of intention , 

21. In  V  M e t., 2, n. 771.

22.. “W e m ay distinguish 'end for w hich ’ i.e., that for w hose 
benefit a th ing is done, and ‘the end  w hich,* or the object intended. 
T he end  w hich  is intended  m ay be im m e d ia te  or u ltim a te  according 
as it is subordinated to another end or not. For exam ple, if a m an  
w orks hard to send  his son to college, the son is the end for w hich, 
and ‘to  send to college' is the im m ediate end  w hich is intended; the 
ultim ate end  intended  by the father in th is particular line w ould be 
to give his son a better preparation for life, or som ething  sim ilar.

"W e m ay also distinguish the end of the act and the end of the 
agent. T he e n d  o f th e  a c t is the end tow ards w hich the act naturally  
tends, w hereas the end of the agent is the end w hich the agent has 
in m ind in perform ing the act. For exam ple, the end of the act of 
healing is the restoration of health , but the end of the agent (the 
physician) m ay be to m ake m oney.” K oren, o p . c it., p. 236.

23. C f. C o n t. G e n ., Ill, 2; D e V e r it., 12, 2, c; In  I M e t., 4, nn.

K even O ’B rien, T h e  P ro x im a te  A im  o f E d u c a tio n  (W ashington: 
C atholic U niversity  Press, 1958).

R ussell J. C ollins, "T he M etaphysical B asis of Finality in St. 
T hom as,” (U npublished doctoral dissertation . School of Philosophy, 
C atholic U niversity of A m erica, 1947).

A ldo J. T os, "Finality and Its Im plications for E ducation ,” (U n 

published m aster ’s thesis. D epartm ent of E ducation , C atholic U ni

versity of A m erica, 1955).

therefore, the final cause is first because it induces the

agent to  act.82 A  detailed  and  m inute explanation  of final 
cause is not O ur purpose here.8’ W e m ust note, how ever, 

that the final cause is a positive influence on the action  

of the efficient cause and it exercises a positive influence 
upon the existence of the effect. T herefore it is a true 
cause. T his influence of the final cause on the efficient 
cause is not by an im m ediate physical action but only  21 * 23

70-71; In  V  M e t., 3, n. 782; In  I I  P h y ., 5 fc 10.



inasm uch as it is an object of appetition to the efficient 

cause, m oving the latter to action. It m ay be som ething  
nonexistent w hich the agent seeks to  p ro d u c e , or som e

th ing really existing w hich the agent seeks to  g e t p o s 

se ss io n  o f , or finally, som ething actually possessed w h ic h  
th e  a g e n t e n jo ys .2 i

24. Shallo, o p . c it., p. 168.

25. R ussell J. C ollins, o p . c it., p. 54.

26. S e le c te d  W ritin g s  o f S t. T h o m a s  A q u in a s , M . C . D ’A rcy (ed .) 
(N ew  Y ork: D utton &  C o., 1950), p. 155.

27. T os, o p . c it., p. 23.

T he  efficient cause cannot exercise its  causality  w ithout 

the final cause w hich  m oves it here and  now :

A potential agent cannot determ ine itself to a definite act 
w ithout violating  the princip le  of sufficient reason. A  potential 

agent needs to be determ ined to a definite act here and now , 

, and th is is done through the causality of the end w hich  
determ ines the agent to act in th is w ay to a tta in th e end  
and not in another w ay .25

H ence, the final cause is the explanation  of the action  
here and  now  of the efficient  cause; w ithout the final cause 
there could  be no efficient causality . Speaking of the rela

tion betw een the final cause and the efficient cause St. 
T hom as says: “T he efficient cause and  the final cause cor

respond, for the one is the starting point and the other 

is the term inum  . . . T he efficient cause is the cause of 
the final cause, and the final cause is the cause of the 
efficient cause. Y et w ith th is difference: the agent is a  
cause of the end even in respect of existence, since by  
producing change it leads to the end com ing to be.”  24 25 26 27 
Finality perm eates the entire system  of St. T hom as and  
enforces som e  w eighty  conclusions as T os observes.87

ί
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T he  w hole  T hom istic  doctrine on  the  relation  betw een  
efficient causality and final causality is sum m ed up very 

w ell by  the A ngelic D octor in these w ords:

M atter receives form  only insofar as it is m oved by an agent, 
for nothing reduces itself from  potency to act. B ut the agent 
does not m ove w ithout intending an end or as a pre

ordained end . . . For unless the agent w ere determ ined to 
a particular effect it w ould not do one th ing rather than  

another. If, therefore, it is to produce a determ ining effect, 
it m ust be preordained to a particular th ing  w hich  is its end.28

In  education it is the neglect of the final cause w hich  
has brought about m uch  of the  confusion  and  chaos  w hich  
exists in it today. “T he surprising w eakness of education  
today . . . proceeds from  our attachm ent to the very per

fection of our m odern educational m eans and m ethods 
and  our  failure  to  bend  them  tow ard  the  end.”  29 It w ould  
be difficult to exaggerate the need for taking into con 

sideration the end of learning— the final cause— in our 
statem ent of princip les. St. T hom as points out that

. . the end in practical m atters is w hat the princip le  
is in speculative m atters.”  30 T hat is to  say: “___ the end

stands in the sam e relation to the m eans to the end, as 
do the prem ises to the conclusion w ith regard to the 
understanding.”  SI

T he im m ed ia te e n d  of learning is the acquisition of 
know ledge. B ut "the su p re m e  e n d  of m an in  general and  
com m on to  every form  of hum an activity is that of bring-

28. S. T ., I-H , 1, 2, c .

29. Jacques M ari  tain . E d u c a tio n  a t th e  C ro w ro a d s (N ew  H aven: 

V ale U niversity Press, I960), p, 3.

30. S .T ., I. 82, 1, G

31. S .T ., I , 19, 5, g

10



ing m an closer to G od.”  52 Pope Pius X I w arns us that 

"it is . . . as im portant to  m ake no m istake in  education , 

as it is to  m ake no  m istake in the pursuit of the last end, 

w ith  w hich  the  w hole w ork  of education  is intim ately  con 

nected.” ** A nd th is “ there can be no true education  

w hich is not w holly directed to m an ’s last end.”  84 T his 

applies to teaching and to learning. T he final cause is 

the cause that gives direction to every activity in the  

teaching-learning situation.

M a te ria l C a u se . T he m aterial cause has been defined  

as the m atter out of w hich  a  th ing is  m ade and  w hich  per

sists actually  w ithin  the effect.85 In  other  w ords, a  m aterial 

cause is m atter. A s such th is w ould be an inadequate, 

though descriptive defin ition . For exam ple, if a statue 
is m ade of m arble, the color and  hardness of the m arble 

persist in the statue unchanged; they are neither new  

being nor the stuff of w hich new being is m ade. T he  

true stuff is the m arble ’s potency for receiving the new  

perfecting princip le. T hus C ollins defines m aterial cause 

as: “the perm anent potential substrate of the  new  form ”  M  
H e points out further that the raw  stuff’s potency is a  

perm anent  substrate: (a) a  substrate because it  w ill receive  
the new perfecting princip le and (b) perm anent in the  
sense that it w as in  existence before the new  being  existed  
and  persists in  the new  th ing.

82. V incent A . Y zennans (ed) P o p e  P iu s  a n d  C a th o lic  E d u ca tio n  
(St. M einrad: G rail Publications, 1957), p. 98.

33. Pope Pius X I, E n c y c lic a l o n th e C h r is tia n E d u c a tio n o f  
Y o u th .

3 4 . Ib id . ' ■'

35. In  V  M e t. 2, n. 763.

36. W illiam  B . C ollins, M e ta p h y s ic s a n d  M a n (D ubuque: L oras 
C ollege Press, 1959), p. 111.
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W hen  the efficient cause produces new  being, it m akes 

the essence actually  present that w as potentially  but really 

present in the m aterial cause. "T he potency  to be actual

ized , or  subject in  w hich  the  change  occurs, is the  m aterial 

cause.”  37 From  th is one can  readily see w hy the m aterial 

cause is called  an  in te rn a l cause.38

37. Ivo T hom as, “D eduction of the Four C auses," D o m in ic a n  

S tu d ie s II (1949), p. 311.

38. T he m aterial and form al causes are called in te rn a l because 
they are inside the new being. Sim ilarly, the efficient, final and  

exem plary are said to be e x te rn a l since they are outside the new  

being.

39. Sister M ary de Sales C osen, A  P h ilo so p h ic a l S tu d y o f E d u 

c a tio n  a s a  S c ien c e (W ashington: C atholic U niversity, 1960), p. 20.

40. Pope Pius X II, Ib id .

41. W illiam  C ollins, o p . c it., p. 112.

42. D e P e r il., Ill, 1, c; X X V II, 3, 25; In V  M e t., 2, 264; D e

S p ir it. C re a t., i, 9m .

48. W . C ollins, Ib id .

44. B rother B enignus, o p . c it., p. 73.

In  discussing the m aterial cause in education w e can 

speak  of the re m o te  m a te ria l c a u se , that is, the  person  w ho 

is being  educated; and  the p ro x im a te  m a te r ia l c a u se , that 

is, the learner ’s faculties, his intellect and w ill. A s w e 

have already pointed out the w ord m a te ria l is used 

here in an analogous sense to designate a subject that is 

in potency to  receive various determ inations; it does not 

m ean  that the  pupil is  nothing  m ore than  m atter. It m eans 
rather that the m aterial cause is a hum an person w ith  a 

soul as w ell as a body.39 40

T his view  seem s to be in harm ony  w ith that of Pope 

Pius X II w ho tells us: ". . . it m ust never be forgotten  

that the subject of C hristian education is m an  w hole and  
entire, soul united  to  body  in  unity  of nature, w ith  all his 

faculties natural and supernatural, such as right reason  
and revelation show him to be; m an, therefore, fallen  

from his original state, but redeem ed by C hrist and  

restored to the supernatural condition of adopted son  
of G od ..."  «

F o rm a l C a u se . T he form al has been defined as “A n  

internal principle that perfects and determ ines the m ate

rial cause.”  41 It perfects the substrate ’s potency  to  becom e  

an essence; it actuates the substrate ’s potency to receive 

its defining  princip le. T herefore, there is a  very  close rela 

tion betw een the m aterial and the form al causes. T he  

latter, like the form er, is also an internal princip le.4*

T he effects of the form al cause are also tw ofold: (a) it 

actuates the m aterial cause, thereby producing the new  

essence; (b) it gives existence to  the  new  being  in  the sense 

that it m akes the essence definite enough to exist. “T he  

substantial form gets the m atter-form com pound ready 

for existence. A n  accidental form  m akes the being ready 
to receive its new accidental existence, but in a very  

peculiar  w ay, for the accident gets the substance ready for 

having the accident share in  the substance ’s existence.”  43

T he causality of form is neither action nor passion but 
specification  or determ ination; the form al cause is, as A ristotle 

calls it, a form ula. It does not d o  anything any m ore than  
the precise form ula of a chef’s recipe, or the relations be

tw een notes in harm ony do anything, if by doing is m eant 
acting. B ut by virtue of its union w ith m atter, the effect is 

produced and exists.44

It m ust be pointed out, how ever, that form al causality  
is never operative except as applied by an efficient cause. 
A n action exists only by virtue of the m ovem ent of an  
efficient cause. H ence, though  form al and  efficient causal

ity are m utually dependent, the efficient cause is prior

13
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48. Ib id .

49. In  I M e t., 4, n. 70; In V  M e t., 2 , n. 765; In  I I P h y . 2.

50. "O n the contrary, the act of being, as such, is caused by  
creation , w hich presupposes nothing; because nothing can pre-exist 
that is outside being as such. B y m akings other than creation , th is  
being of su c h being is produced; tor out of pre-existent being is 

m ade th is being or such a being." C o n t. G e n ., II, 21.

45. H enri R enard, S.J., T h e P h ilo so p h y o f B e in g (M ilw aukee: 
... 1943), p. 159.

In order to clarify the proper role of the m aterial and  
causes in their relation to the existence of a new being it

in the order of causality . T he form al cause is a cause 

only insofar as the efficient cause applies it to action by 

acting  under its form al determ ination .

W e can, therefore, say in conclusion  that causality of 

the  m aterial cause and  the form al cause (the internal prin

cip les of being) “consists in a m utual com m unication of 
their  ow n  particular reality , the m atter as potency  and  the 
form  as act.” 45 It is the union  of tw o intrinsic princip les, 

an im m ediate union and  a perfect one.46

In education the form al cause, as in so m any of the 
productive  sciences, coincides  w ith  the proper  and  im m edi

ate end, except for the  fact that the form al cause is alw ays 
intrinsic  w hile the final cause, being in  the  order  of inten 

tion, is alw ays extrinsic.47 It is the accidental form al cause 
that is spoken  of in  education since  there is no  substantial

B ruce,

46. 
form al 

w ould be w ell to exam ine the three w ays in w hich a new being  
com es into existence and w hat the m aterial and form al causes are 
in each case. (1) W hen a new being com es into existence by an  
a c c id e n ta l c h a n g e of an old being, that is, w hen à statue is m ade 
or a m an  acquires a  new  m ental action , the form al cause is obviously  
the new  accident. B ut w hich of the potencies of the old being is 
the perm anent substrate of the new  form ? It is the substance of the  
old  being. (2) W hen new  being  com es into  existence by a  su b s ta n tia l 
c h a n g e of an old being, that is, w hen food is assim ilated by a m an  
and becom es hum an substance, prim e m atter is the m aterial cause 
since it is the only potency of the old  being that persists. A nd the 
form al cause is the new substantial form . (3) W hen a new being  
com es into existence out of nothing, there is no m aterial cause. In  
th is case the efficient cause, that is, the C reator, does not have the  
assistance of a m aterial cause. B ut the m aterial cause and the form al 
cause are correlatives. T herefore, since there is no m aterial cause, 
neither is there a form al cause.

47. Sister M ary de Sales G osen, o p . c it., p. 19.

14

change w rought in the pupil by the teacher. E ducation , 
from  the point of view  of the educator, is a m atter of in 

ducing new accidents w ithin the pupil through the co 

operative causality of all secondary agents of education  
under G od, the Prim ary A gent.48 A ll that has been said  
about the broader term  education can be applied to the 
teaching-learning situation as w ell. T he know ledge ac

quired by the learner is an accidental change and the 
form al cause  in  such  an  instance  is  the  new  accident. T hus, 
it is the a c c id e n ta l fo rm a l c a u se that is spoken  of in the  

teaching-learning  situation .

T o  th is point w e have discussed  the concept of a  cause 
and  have seen  that it is not a condition  and  not an  occa 

sion . It is a species of princip le. W e have also seen three 
types of cause— final, m aterial and  form al. It is now  our  
intention to exam ine at length the nature of efficient 
cause. O nly in  the light of th is concept w ill it be possib le  
to understand  the T hom istic position in regard to the 
nature of learning through instruction , and the role of 
the various agents responsib le for it.

T he concept of efficient cause is discussed by St. 
T hom as in several places.49 T he essential feature of the  
efficient cause, according to St. T hom as, is p ro d u c tiv ity .  
T his is the distinctive m ode of influx w hich gives the 
efficient cause its specific nature.50 In  other w ords, it is the
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m aking  of a th ing  by  action. T hus, an  efficient cause is an 

a c tin g  c a u se . B ecause it contributes to the being or the 

becom ing of another by its action the efficient cause is 

also  know n  as a  p ro d u c tiv e  c a u se .

E fficient cause alone, in the proper sense, exercises its 

causality “per m odum  actionis,” so that it can be said  of 

it exclusively that action is its m ode of influx,51 and  it is 

through  action  alone that the effect depends in  its efficient 

cause.52 53 T his is w hat distinguishes it from  other causes. 

For here w e understand the w ords “ to act” in a strict 

sense, that is, e ffec tiv e ly , w hich is the causality  of the effi

cient cause. T hus St. T hom as has pointed out:

51. · '. . . influere causae efficientis est agere;” D e P é r it., X II, 2, 
c; “E fficiens est causa inquantum  agit,” In  M e t., 2,

52. "■. ; ; per actionem  ... alicuius princip ii dependet effectus 
a causa agente." D e  P o te n tia , 5, 1, c.

53. S .T ., I, 48, 1, ad 4.

54. "A gain , an effect proceeds from its efficient cause througb  
the latter ’s action” C o n t. G e n ., II, 32, 4.

55- ". - - for it is through the agent ’s action that the effect de

pends on the efficient cause." Ib id ., 31, 3.

56. "E fficiency denotes action tending to som ething else.” S .T .,

II-IÎ, 183, 3, ad 2.

57. M eehan has sum m arized the T hom istic teaching on th is 

point in the follow ing w ay:

1. M otion is neither the potency of som ething existing in po 

tency, nor the act of som ething existing in act, but properly the  
a c t o f so m e th in g  e x is tin g  in  p o te n cy ·, “act” relative to an ulterior  

perfection or act. (In III Phy. 2).

2. It is the act of and therefore takes place in the object acted  
upon and not in the m over or agent, for w hat exists in potency as 
such is m o b ile and not m o v e n s . T he latter as such is in act. A s act 

of the m o b ile , it is called p a ss io . (Ib id .)

3 . N evertheless m otion is at the sam e tim e the act of the agent 

or m over. (In  X I M et. 9, n  2310). A s such  it is called “actio" (In III 
Phy. 4) and takes place not in the agent but in the patient. (In III 

D e A nim a, 2, n. 592).

4. T here are not tw o distinct m otions of w hich one is the 

act of the agent, and the other the patient for

a. either the tw o  m otions w ould be in tw o different subjects, 
one in the agent and one in the patient, or

b. they  w ould  be in  the sam e subject; both  being exclusively  
either in the agent or in the patient.

C f. Francis X . M eehan, E ffic ie n t C a u sa lity in  A ris to tle a n d  S t. 
T h o m a s  (W ashington: C atholic U niversity Press, 1940), pp. 223-224 .

58. Joseph Schneider, “E fficient C ausality and C urrent Physical 
T heory," P ro ce e d in g s o f th e  A m e r ica n  C a th o lic  P h ilo so p h ica l A sso 

c ia tio n  X IV (1938), p. 13.

A th ing is said to act in a threefold sense. In one w ay, 

form ally, as w hen w e say w hiteness m akes w hite ... In  

another sense a th ing is said to act effectively, as w hen a  
painter m akes a w all w hite. T hirdly, it is said in the sense 
of the final cause, as the end is said to effect by m oving the 
efficient cause.® 8

It is through action , therefore, that w hat w e term  the 
effect proceeds from 54 and is dependent on the efficient 
cause.55 56 A U actual efficient causality and true efficiency 
bespeaks action tending  from  an agent tow ard another55 
w hich is its term .

T o act effectively is to com m unicate the proper per

f

fection to others. N ow  to  act from  itself does not indicate 

any m utation in the agent. It is not necessary that the  

m over be m oved. In other w ords, the cause acting does 

not change. T o  change or to  be m oved im plies to receive, 

and  is consequently  a  passive potency  w hich  is the  capacity 

to  receive. O n the contrary, to act m eans to give by itself 

alone and  not to  receive. T his im plies an  active potency.57 * 1 2 3 4 * * * 

T hus w e have here the m etaphysical basis for change.

In  other w ords, w henever there is change, substantial or acci

dental, or from non-being to being, th is change m ust be  

ascribed to som ething w hich by its real causal influence pro

duces or effects the change.® 8
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Sum m arily, then, a c tio n , that is, the  exercise of its ener

gies by w hich it m akes som ething else to be, w hich w as 

not before, is the distinguishing  characteristic of efficient 

causality . It transfers som ething from non-existence to 

existence “since  the  im perfect is  not brought to  perfection , 
except by som ething perfect already in existence.” 59 60 In 

other  w ords, the  notion  of  efficient cause is the  notion  of a 

being w hich by its action , brings about or produces 

another being. T he notion of effect is the notion of a 

being  produced  or  brought  about by  the  action  of  another.

59. S .T ., I II, 66, 6, ad 3.

60. S .T ., I, 44, 1, ad 2.

, 61; T he princip le of efficient causality m eant ". . . to H um e, an

instinctive belief based upon association w ithout m etaphysical im 

plications ... to K ant, a purely subjective condition of the m ind  
relating th ings causally ... to C om te, a convenient instrum ent of 
classification w ithout absolute necessity or universality ." Schneider, 
o p . cit., p. 13.-·  ■ / · .

T o St. T hom as and the scholastics the princip le of 
efficient causality m eant a necessary and universal princi

ple, o n to lo g ic a lly  valid  and  objective, w hich can  be stated 

as  follow s: “W hatever  begins to  exist  m ust have  an  efficient 
cause.”  ®0 T oo  m uch em phasis cannot be laid on the fact 
that the philosophical concept of efficient causality is not 

generalized experience, a law or princip le arrived at 
through a num ber of experim ents. It is not directly sen

sib le. It cannot, like color  and  sound, be perceived  by  the 
senses. It is the object of a prim ary idea of the intellect, 
an  im m ediate  and  necessary  deduction  from  the  princip les 

of identity and  contradiction .

T hus, it  is  not our  concern  here to  present a  refutation  
of those false philosophies w hich have clouded  m uch of 
the  recent  philosophical th inking  by  their  erroneous  view s 
on the nature of a cause.61 W e have attem pted m erely to  

U 
μ
U

I 5»
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present a dear and  distinct concept of the efficient cause 

as it is found in traditional scholastic teaching. T hus, 

it is the teaching of A ristotle and  St. T hom as w hich pro

vides us w ith the basis for th is m ost im portant doctrine.68

62. T he conditions required for efficient action insisted upon  
by A ristotle and St. T hom as are: (1) the previous proxim ate poten 

tiality of the agent and patient, passive on the part of the subject 
acted upon and active in the case of the agent; (2) antecedent 
dissim ilarity  or contrariety betw een the form  in the agent, the. like

ness of w hich is to be com m unicated , and the form  in the receiving  
subject; (3) contact, either physical and im m ediate or virtual and  
m ediate, betw een agent and patient; (4) unim peded action, that is 

to say, absence of hindrance or obstacle.

C f. M eehan, o p . c it., pp. 235-236.

63. St. T hom as in his C o m m e n ta ry o n  A ris to tle ’s M e ta p h y s ic s

notes the division of efficient cause as given by Ibn-Sina, H e gives

four varieties of efficient cause: (1) P e rfe c tiv e w hich gives final 
com pleteness to a th ing; (2) D isp o s itiv e w hich prepares m atter to  
receive form ; (3) A u x ilia ry w hich differs from the principal agent 
in  that it acts for another ’s end; (4) C o n s ilia ry  w hich  differs from  the  
principal cause by laying dow n the scope and m anner of action .

C f. S e le c te d W ritin g s o f S t. T h o m a s (D ’A rc y , ed) pp. 155-56.

K IN D S O F E FFIC IE N T C A U SE

In order to have a clear concept of the function of 

efficient causality in the teaching-learning situation w e 

w ill now  consider the various classifications under w hich  

it can be view ed. T hese different aspects of the efficient 
cause w ill throw  m uch light on its nature and w ill give  

us a m ore concise understanding of its role in learning  

and education .62 63 * * 66

1. P R IN C IP A L  A N D  IN S T R U M E N T A L . T he p r in 

c ip a l efficient cause is that on w hich the existence of the
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effect prim arily depends and its pow er and efficacy is 

perm anently inherent.64 O n the other hand, an in s tru 

m e n ta l efficient cause acts only insofar as it is m oved  by 

the principal cause.65 It indeed influences the effect but 

only through  the activity  of the principal cause. T he saw , 
the axe and the chisel (instrum ental causes) really  cause 

but only w hen they are put into act by the carpenter 

(principal cause).

2. P R IM A R Y  A N D  S E C O N D A R Y . A  principal  cause 
is either prim ary or secondary. A  p r im a ry  efficient cause 
does not need the help of another cause for the actual 
exercise of its causality . G od is the sole Prim ary E fficient 
C ause, for the defin ition  of prim ary efficient cause is th is: 
a cause w hich is w holly independent of other th ings.  
"G od is the universal cause of all being.”   A  secondary  
cause needs the help  of another cause to  use its pow er to 
act. T his other cause m ay be a superior efficient cause 
or it m ay  be a m aterial cause. It w ill be evident later on  
that it needs both.  T hus creatures are secondary causes 
becaùse they depend  upon  the First C ause for their exist

ence and their equipm ent and their function .

66

67

68

In the teaching-learning situation w e shall see that

64. S .T ., in . 62, 1; ad 1 &  2; III, 4; I, 3, ad 3; II, 3, ad 2; 2 / 
ad 3; I, 2, ad 1.

65. S .T ., II, 5 ad 1; 1, ad 3: 1, ad 1; 4, ad 2; I, 3, ad 2.

66. G lenn, o p . c it., p. 318

67. S .T ., I, 45, 2, c.

68. "W hen the other cause is a superior cause, the distinction  
betw een a second principal cause and an instrum ental cause is 
tenuous. B ut if a proxim ate efficient cause is a second cause, the  
action w hich produces the effect is su es  fro m  th e  se c o n d  c a u se ’s o w n  
p o w e r , w hile if the proxim ate efficient cause is an instrum ent, its 
action is su es p a r tly fro m  th e p o w e r o f th e in s tru m e n t a n d  p a r tly  
fro m  th e  p o w e r  o f th e  p r in c ip a l c a u se ."  W . C ollins, o p . c it., p. H 7.

20

G od  has a  role to  play  w hich  is in  accord  w ith  the notion  
of prim ary efficiency. “G od alone teaches interiorly and  

principally , just as nature alone heals interiorly and  prin 

cipally .”  69 T herefore, G od is a principal and prim ary 
efficient cause of learning  but in  a  very unique  w ay. H ow 

ever, there is also a principal secondary cause. “For the  
signs are not the proxim ate efficient cause of know ledge, 
but  reason, in  its  passage from  princip les to  conclusions.”  70 
W e shall also exam ine in detail the role of the teacher  
w ho  is  an  “ indispensib le  m over, bringing  the  intellect from  
potentiality to actuality.” 71

T hus the term “secondary cause” distinguishes all 
other causes from  the Prim ary C ause: G od. B ut they are  
true causes and exercise a real influence and efficiency 
in the order of being. “H ence, secondary causes produce 
the w hole effect . . . partly  in  virtue of their  ow n  nature, 
by  w hich the effected actuation  is determ ined, and  partly  
in  virtue by  G od ’s influx into them , by  w hich  they do all 
that they do.”  K

3 . T O T A L  A N D  P A R T IA L .  T he  to ta l cause accounts 
for the  w hole effect; for instance, a  horse pulling a cart is 
the total cause of the m ovem ent of the cart. T he p a r tia l 
cause accounts for only part of the effect; either of tw o  
horses pulling  the cart.

4. P H Y S IC A L  A N D  M O R A L . A p h y sic a l efficient 
cause is one that produces an effect by its ow n physical 
activity. A  m o ra l efficient cause (w hich som e say is not

69. D e V e r it., X I, 1, c.

70. Ib id ., X I. 1, ad 2.

71. Ib id ., X I. 1, ad 12.

72. D e P o t., H I. 4. c.

iH'i
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an efficient cause properly so called , but as such by an  

extension  of the m eaning)73 is one that exercises an  influ

ence on  a free agent by  m eans of a  com m and, persuasion, 
invitation or force of exam ple. T he free agent w ho is 

m oved  to action by  such influence is the p h y s ic a l efficient 
cause of the action; the one w ho exercises such influence 

over the physical cause is the m o ra l efficient cause of the 
action .

73. G lenn, Ib id ., p. 319.

74. Ib id ., pp. 320-21.

5. P R O X IM A T E  A N D  R E M O T E . A  p ro x im a te ef

ficient cause adm its no m edium betw een itself and its 

effect. A  re m o te efficient cause has one or m ore m ediate 
causes betw een itself and its effect. A  th ief is the p ro x i

m a te  cause of the theft; the m an w ho ordered the th ief 
to steal, or  show ed  him  how  to do it, is the re m o te  cause. 
A  disease m ay be the proxim ate cause of death; the con 

tagion  or  infection  w hich  induced  the  disease  is the  rem ote 
cause. “T here  is here  an  axiom  of  value  to  the  philosopher 
and  m oralist: C a u sa  c a u sa e  e s t c a u sa  c a u sa ti  w h ic h  is trans

lated literally as, 'T he cause of a cause is the cause of 
w hat the latter produces.’ W e  m ay, how ever, translate the 
axiom  freely  thus, 'T he  rem ote cause is a  true contributor 
to the effect of the proxim ate cause’”  74

I

6. N E C E S S A R Y  A N D  F R E E . A  n e ce ssa ry  cause is one 
that is com pelled  by  nature to produce its effect w hen all 
conditions for it are fu lfilled . Fire under dry  chips is the 
necessary cause of flam e. T he sun is the necessary cause 
of daylight. A  free cause is one that can refrain from  
producing its effect w hen  all conditions for it are fu lfilled . 
A  hungry  m an w ith  appetizing  food before him  m ay  still 
refuse to  eat.
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7. P E R  S E  A N D  P E R  A C C ID E N S . A  p e r  se  or direct 

efficient cause is one that tends by nature or intention  to  

produce the effect that actually is produced. Fire is the  

p e r  se  efficient cause of light and  heat; it tends by  nature 

to produce light and heat. A  hunter w ho shoots a rabbit 

is the p e r se efficient cause of the killing, because he  

intends it. A  p e r  a c c id e n s or indirect efficient cause is one  

that produces an effect “by accident,” since it is either  

not such a cause as naturally produces th is effect, or the  

effect is not intended. A  m an drilling a w ell for w ater  

strikes oil; the  drilling  is not by  nature calculated  to  bring  

up  oil in  each  case, it does so  p e r  a c c id e n s . A nother exam 

ple w ould be a m an digging à grave uncovers buried  

tr ea su re p e r  a c c id e n s .

7. U N IV O C A L  A N D  E Q U IV O C A L . A  u n ivo c a l  cause 
produces an effect of the identical species to w hich itself 

belongs. “N ow there are som e univocal agents w hich  

agree w ith their effects in nam e and defin ition , as m an  
generates m an.” 75 76 A n  e q u iv o c a l cause, on  the other hand, 

produces an effect w hich belongs to a different species 
than that to w hich the cause belongs. T he hum an sculp

tor produces a non-hum an statue.

75. S .T ., I, IS , 5, obj. 1.

76. In  IV  S e n t., 1, 1, 4, 5.

It is im portant that w e note here that an  "instrum ent  

is neither a univocal nor an equivocal cause.”  ϊδ A nd in  
the sam e place he m akes it clear that the instrum ent de

rives its univocal or equivocal causality according to  
w hether the principal agent is a univocal or equivocal 

cause.

8. N A T U R A L  A N D  R A T IO N A L .  A  n a tu ra l efficient 
cause is any necessary cause in the physical order. It is

. '23 ; ·
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also called a g e n s p e r n a tu ra m , that is, “acting by its 

nature.” A  ra tio n a l efficient cause is a free cause, a cause 

w hich acts w ith know ledge and free choice. It is also 
called a g e n s p e r in te lle c tu m , that is, “acting  w ith under

standing.” It is th is latter type of cause w ith w hich w e 

are concerned  in  the teaching-learning situation .

9. C O O R D IN A T E D  A N D  S U B O R D IN A T E D . A  c o 

o rd in a te d  cause is the sam e as a partial cause and thus 

accounts for only part of the effect. A  su b o rd in a te d  cause 

is one w hich  depends upon another cause.

10. P O S IT IV E  A N D  N E G A T IV E . A p e r a c c id en s  

efficient cause m ay be either positive or negative. A  p o si

tive cause prepares the w ay for the effect by disposing  
the subject for its reception . A  n e g a tive cause prepares 
the w ay by  rem oving  im pedim ents w hich hinder the pro

duction of the effect.

11. IM M A N E N T  A N D  T R A N S IE N T . T he effect of 
an im m a n e n t cause is produced w ithin the cause itself. 
T he effect of a tra n s ien t cause is produced outside the 
efficient cause.

SU M M A R Y

Since education involves change and since change is 
brought about by a cause w e have explained the nature 
of cause in general along w ith its specific classifications. 
For our purpose w e are m ainly concerned w ith efficient 
causality . A s w e have seen an efficient cause m ay be 
prim ary or secondary: principal or instrum ental; total 
or  partial; physical or m oral; proxim ate  or  rem ote; neces-
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sary or free; p e r  se  or  p e r  a c c id e n s ;  univocal or equivocal; 

natural or rational; coordinated or subordinated; positive 

or negative; im m anent or transient.

In the teaching-learning situation the effect that is 

produced is the know ledge of the learner. In the follow 

ing chapters w e w ill exam ine in  detail the efficient causes 

of learning: G od, First C ause; the pupil, principal cause; 

the teacher, instrum ental cause. T hrough analysis of the  

w ritings of St. T hom as w e hope to show all that is in 

volved in teaching and learning from  the view point of 

efficient causality .
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CHAPTER II

GOD AS THE EFFICIENT CAUSE 
OF THE PUPIL'S LEARNING

B efore treating specifically G od ’s role as an efficient 

cause of the pupil’s learning, it seem s fitting to treat in  

a general w ay  the pupil’s relationship  to  G od  as a  creature 
w hose end is G od and w ho is necessarily governed by 
G od ’s providence. It is only w ithin th is fram ew ork that 
one can gain the proper perspective w ith relation to the 
m ore specific question of the divine causality in the 
teaching-learning situation .

G od is the cause of all th ings.* H e alone is H is ow n  
existence w hile all other th ings have their existence by  
participation . N ow w hatever exists by participation is 
caused by that w hich exists essentially , as everything ig 

nited  is caused  by  fire.1 2 St. T hom as states that all creatures  
are to G od as the air is to the sun w hich enlightens it. 
“For as the sun possesses light by  its nature, so G od  alone  

1. S .T ., I, 57, 2, c; "since H e is the cause of the entire substance 
of the th ing, as to  both its m atter and form ." A lso cf. I, 22, 2; I, 44, 
I; I, 45, 2; I, 61, 1; I, 65, 3, c; I, 75, 5, ad I; I, 79, 2, c; I, 103, 5, c; 
C ont G ent. Π , 6, 1.

2. S .T ., I, 61, 1, c; cf. Ik 44, I, c.



is B eing by virtue of H is ow n essence; w hereas every  

creature has being by participation .”  5 T herefore, w e say  

that G od  is the F irs t C a u se  of all th ings.

A t the fountainhead of the hierarchy of beings is the source  

of all beings, G od. T here m ust be a source w hich is being in  

the highest sense of the  w ord. A ny  study  of being  in  its various 
m anifestations necessitates constant reference to its cause; 

th is obviously leads to the First C ause, G od. W hile first 
princip les are derived from  experience w e can pass beyond  

that realm and probe deeper into the source from w hich  
they com e.4

T o say that G od is the First C ause of all being is to  

say that G od is the only true C reator. W hen w e say an  

artist has created a m asterpiece w e are speaking in an  
analogous sense because creation belongs only to G od.5 

“T o  create is, properly speaking, to cause or produce the  

being of th ings.”  6 C reation , and  creation  alone of all acts 

of production , is the production of being itself and not 
a m ere change in  being.7 It follow s, then, that every crea 

ture possesses being as having  received it. O f itself, apart

3. S .T ., I, 104, 1, c.

4. Sister M ary D om inica M ullen , E sse n c e  a n d  O p era tio n  in  th e  

T e a c h in g  o f S t. T h o m a s a n d  in  S o m e M o d e rn  P h ilo so p h ie s , (W ash 

ington: C atholic U niversity Press, 1941), p. 16.

5. S .T ., I, 90, 3, c: “G od alone can create; for the first agent 
alone can act w ithout presupposing the existence of anything; w hile  
the second cause alw ays presupposes som ething derived from the 
first cause ... and every agent that presupposes som ething to its 

act, acts by m aking a change therein. T herefore everything else acts 
by producing a change, w hereas G od alone acts by creation .” A lso  
cf. S t. T . I , 65, 3, c;I, 14, il, c; I, 15, c, ad 3; I, 44, 2, c; 3, ad 4; 

C o n t. G e n . II, 15, 3; II, 16; II, 17.

6. S .T . I, 45, 6, c.

7. S .T . I, 45, 2, ad 2; C o n t. G e n . II, 17.
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from  G od, it is nothing. T herefore all creatures belong  to 
G od “naturally .”  8 For H e brought them  from  non-being  

to being.9

8. S .T . I, 60, 5, c.

9 . S .T . I , 61, 2, c; C o n t. G e n . II, 16.

10. C o n t. G e n . I , 2 9 , 2.

1 1 . J a c q u e s M aritain , A  P re fa c e to M e ta p h y s ic s (N ew Y ork: 
Sheed and W ard, 1948), p. 139.

12. Ib id ., p. 140.

13. "T he problem  of final causes is perhaps the problem  m ost

com m only discussed by these m odem  agnostics . . . I am  asking in

L eibniz's ow n term s: W hy is there som ething rather than nothing?

H ere again , I fu lly understand a  scientist w ho refuses to ask it. H e

is w elcom e to tell m e that the question does not m ake sense. Scien 

tifically speaking, it does not. M etaphysically speaking, how ever, it 

does. Science can account for m any th ings in the w orld; it m ay  
som e day account for all that w hich the w orld of phenom ena  
actually is. B ut w hy anything at all is, or exists, science know s not, 

precisely because it cannot even ask the question .

‘T o th is suprem e question , the only conceivable answ er is that 
each  and every particular existential energy, each and every existing  
th ing, depends for its existence upon a pure A ct of existence. In  
order to be the ultim ate answ er to all existential problem s, th is 
suprem e cause has to be absolute existence. B eing absolute, such  
a cause is self-sufficient; if it creates, its creative act m ust be free 
. . . N ow  an absolute, self-subsisting, and know ing cause is not an  
It but a H e. In short, the first cause is the O ne in w hom  the cause 
of both nature and history coincide, a philosophical G od w ho can  
also  be the G od  of a  religion .” E tienne G ilson, G o d  a n d  P h ilo so p h y  
(N ew H aven: Y ale U niversity Press, 1949), p p . 137-141.

A ll creatures are like G od inasm uch as every effect 

m ust to som e extent resem ble its cause. B ut, at the sam e 

tim e w e m ust hold that no creature is specifically or gen

erically  like G od, for G od  is not contained  in  any  species 

or genus. H ence, the creature bears only an analogous 

likeness to G od for G od is not a univocal cause, but an  

equivocal cause.10 11 T hus, Sacred Scripture recalls the like

ness betw een G od and creatures: “L et us m ake m an to 
our im age and likeness” (G enesis 1:26). Y et at tim es the 

likeness is denied as in Isaiah (X L :1 8 ): “T o w hom  then  
have you likened G od, and w hat im age w ill you m ake 
H im ?” or  in the Psalm  (L X X X IL l): “O , G od, w ho shall 
be like to T hee?”

G od  is com pletely  independent of  everything. B ut th is 
is not true of a creature. O n the contrary, a creature ’s de

pendence upon the Suprem e B eing is absolute.

A ll living  being  other than  G od  m ove them selves, only  because 
they are m oved by another. T here is another, nam ely, the 
First C ause of all b e in g , th a t m o v e s them  or determ ines them  
to m ove them selves, w ithout thereby  contradicting the notion  
of life or destroying their vital autonom y.il

M aritain further points out that it is as the cause of 
being that reason is com pelled to recognize the existence 
of G od.*2  13 * * * * T hus, the notion of the First C ause of  all being  
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show s not only the dependence of all creatures on G od  

but also is the very foundation  of H is existence.

G O D : T he O m ega of A ll B eing

A  discussion of G od as the First C ause of all being  

w ould be incom plete  and  som ew hat aw kw ard  if there w as 

no  m ention  of the purpose of creation . B ecause education  

is an activity m anifestly aim ed  at changing  an individual 

and leading him  to certain goals, it m ust be guided in  

that activity by the end w hich the First C ause has in  

aeating. G ilson tells us that science can give an account 

for m any th ings in  the w orld  but fails to  answ er the ques

tion: W hy is there som ething rather than  nothing?  18

29
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It has already been poihted  out that G od, since H e is 

First C ause and Suprem e B eing, is not subordinated to 

nor m oved by any other being. C onsequently, the end 

for w hich H e acts cannot be anything below  or outside 

H im self for then H e W ho is perfect w ould be acting  for j 
som ething  that is not perfect. H ence the end for w hich { 

G od  acts can be no other than H im self.14 C reatures, since 

they  are creatures and hence lack  the perfection  of being, 

act from  a desire for an  end  not yet possessed . G od, how 

ever, does not act because H e requires som ething perfect 

H im self15 but rather to m anifest H is goodness and per

fection .16 T o  view  the causality of G od in any other w ay 

w ould be to posit im perfection in G od. A lthough th is 
m ight be the source of som e difficulty for those w ho do  
not th ink of G od  from  the aspect of perfection of B eing, 

14. ". . . nothing  apart from  G od  is H is end.” S .T . I, 19, 1, ad 1.

15. ” , . . since the goodness of G od is perfect, and can exist 
w ithout other tilings inasm uch as no perfection can accrue to H im  
from them  . . ." S .T . I, 19, 5, c.

16. ” . . . G od w ills th ings apart from  H im self only for the sake 
of the end, w hich is H is ow n goodness, it does not follow that 
anything else m oves H is w ill, except H is goodness.” S .T . I, 19, 
2, ad 2.

17. . . T he D ivine B eing is underterm ined and contains in  
H im self the fu ll perfection of being.” S .T . I,19, 4, c.

18. “ . . . all th ings w hich are diversified by the diverse participa 

tion of being, so as to be m ore or less perfect, are caused by one  
First B eing, W ho possesses being m ost perfectly ." S.T . I, 44, 1, c .

it is not difficult to understand w hen one considers G od

that the very essence of the Suprem e B eing is the posses

sion of perfection of B eing itself.17 T herefore, it follow s 
that G od in acting does not increase in perfection .18 H is 
acts are ordered to H im self because H e can act for no  
end outside H im self and consequently everything that 
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flow s from  H is creative act is ordered  to  H im  as end. G od  

is the final and ultim ate end of all that is, and just as 

the G ood  is the  end  for  w hich  every  agent acts, so  G od, the 

Suprem e G ood, is that end tow ard w hich all th ings are 

directed . “N ow  all th ings are ordered in various degrees 

of goodness to the one Suprem e G ood, w hich is the cause 

of all goodness; and so since good has the nature of an  

end, all th ings are ordered  under G od as preceding ends 

under the last end. T herefore, G od m ust be the end of 
all.”  «

It can be concluded then from  w hat has gone before 

that G od in som e w ay is directing  all th ings to H im self 

and that H e alone is the E nd  of all being.

M A N ’S FIR ST C A U SE  A N D FIN A L E N D

M an is the m asterpiece of G od ’s earthly creation . Just 

as all beings are directed tow ard G od as their last end, 

so especially is m an w ho has been m ade to the D ivine  
im age and  likeness. B ecause of his intellectual nature m an  
is ordered to G od in  a w ay that belongs to no other crea

ture of G od. “C onsequently, th is m ust be the end  of the 
intellectual creature, nam ely, to understand G od."  19 20

1 9 . C o n t. G e n . Ill, 17.

20. Ib id ., Ill, 25.
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B ecause m an is directed tow ard G od as his final end  
it is only in the possession of G od that he w ill find true 
and com plete happiness. A nything less than G od w ould  
lead to fn istration and disappointm ent. “C om m on sense 
dem anding a re a so n  o f b e in g , arrives at G od w ho is the  
A lp h a  of all th ings. C om m on sense dem anding the in te l-



le g ib ility o f a c tio n , arrives at G od as the O m e g a of all 

th ings.”  21 T his is the entire answ er to  life itself. W ithout 

th is answ er m en have turned to pleasures of the body, 

honors, w ealth , w orld  pow er and  m any other goals som e 

of w hich have also brought insanity and suicide to their 

possessors.

C ertainly  it is not too  difficult to see the error prom ul

gated by a false philosophy of education that w ould set 
up  goals w hich have their roots in  a m erely earthly exist

ence. St. T hom as w as keenly aw are of th is danger.

■ T he last end of m an is G od . . ; W e m ust therefore posit as 
m an ’s last end that by w hich especially m an approaches to 
G od. N ow  m an is hindered by the aforesaid pleasures from  
his chief approach  to  G od, w hich  is effected  by  contem plation, 
to  w hich these sam e pleasures are a  very  great hindrance, since 
m ore than anything they plunge m an into the m idst of sensi

ble th ings, and consequently w ithdraw him  from  intelligib le 
th ings. T herefore hum an  happiness is not be placed in  bodily  
pleasures.22

It is im portant therefore that a philosophy of educa

tion  recognize  m an ’s true  ultim ate end. W ealth  and  honors 
do not bring term inative happiness w hich is the essence 
of a true and  ultim ate end. N o  sooner are these possessed  
than it is realized “how  ephem eral and superficial they, 
too, are to  fill up  the  void  in  our  hearts. A nd  the intellect 
tells us that all these riches and honors are still but a 
poor fin ite good  that is dissipated by  a breath  of w ind.” 2’

: »*.

21. Fulton  J. Sheen, G o d  a n d  In te llig e n c e (N ew  Y ork: L ongm ans, 
G reen, and C o., 1925), p. 265. (C ourtesy of D avid  M cK ay C om pany)

22. C o n t. G e n ., ΙΠ , 27.

23. R eginald G arrigou-L agrange, P ro v id e n c e (St. L ouis: H erder, 

1944), p. 43.



T he  sam e m ay  be said  of other goods w hich, although  they  

afford happiness for a tim e, soon give w ay to anxiety and  

w eariness of m ind.

PR O V ID E N C E A N D  T H E FIR ST C A U SE

W e have considered G od as the beginning and end  

of all being. B ut w e m ust go further than m erely estab 

lish ing  the fact that there is a G od  w ho is called  the F irs t 

C a u se . W e m ust ask ourselves the very im portant ques

tion: Is th is a far-distant deity w ho created m an and the  

w orld in  w hich he lives and then abandoned both to the  
w him s of chance? In other w ords, are w e to adm it w ith  

the  deist of the eighteenth and  nineteenth centuries G od ’s 

existence and creative act but deny that he has any care 

for the w orld  and  the people in  it? O ne w ho  w ould  be so  
foolish as to adhere to such a  notion w ould  be labeled by  

G ilson, and  rightly so, as “one of the m ost delectable ob 

jects of contem plation  for the connoisseurs  of hum an  silli

ness”  24 and by B osseut as an “atheist in disguise.” 25

24. G ilson, o p . c it., p. 104.

25. Jam es B . B ossuet, H is to ry  o f th e V a r ia tio n s  o f th e  P ro te s ta n t 
C h u rc h es (N ew Y ork: D & J. Sadlier, 1845), B K . V , dip . 26.

In these days of positive unbelief, agnosticism and  
general indifference concerning the supernatural w e can 

not em phasize too  strongly  the  influence of a  D ivine  B eing 
in  our daily lives. W e m ust recognize that there is reason, 
design and order in every breath that w e take, in every 
m om ent that w e  live, in  every  leaf that falls to  the  ground. 
T here is a reason  w hich is divine  for everything  that hap 

pens, even the greatest evils that occur on  th is earth . T hat
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th is te n e t is tru e a n d  valid as the very existence of G od 

H im self is not alw ays evident even in  the field  of  religion .

E ven  a casual survey of the field of religion today w ill reveal 

tw o outstanding facts, the progressive fading of any idea of 
the supernatural, and the alm ost general acceptance of the 

m echanistic explanation of the universe advanced by the ex

ponents of philosophies based  entirely  upon  a  physical science. 
D espite its essential incongruity the notion of a fin ite G od is 

seriously discussed by professedly C hristian theologians ...  
O ptim ism , not discouraged by the collapse of N ietzche ’s ‘m as

ter m orality,’ is striving to elim inate any need for a D ivine 
Providence by m aking  strenuous efforts to banish evil from  a 
universe evolving tow ard perfection .26

T his doctrine is being m et in m any quarters today. 

O ne need listen to the advertisem ents of the "w onder 
drugs” that w ill do aw ay once and for all w ith the evils 
of disease. T he life span of every hum an being is being 
lengthened  as though  m an is the m aster  of life and  death .

i i i T he  influence  and  design  of  an  all C reative and  A ll L oving

C ause is totally ignored. M an  is trying  to  convince him self

{ ’ that everything depends on him self and he can look to

no higher pow er for help or purpose in living, or even

• ! ij m ore, in  dying. “B ut, for m any  C hristians also, the forget-

fu lness of these law s (of providence) is the cause of a  fatal 
discouragem ent.”26 27

26. R ichard D ow ney, D iv in e  P ro v id e n c e  (N ew  Y ork: M acm illan , 
1928), p. vii.

27. H enry  R am iere, T h e  L a w s  o f  P ro v id e n c e  (Philadephia: M es

senger of the Sacred H eart, 1891), p. 7.

T he influence w hich th is type of th inking has had  in

■: M  the field of education can be easily seen if one m erely

i exam ines the aim s and goals put forth in m any educa-

hij tional journals. T he secularism  that characterizes m uch  of



our education today can be traced back to the seeds 

planted  by the deists and  the tenets of deism . T he funda*  

m ental princip les of th is false philosophy w ere w atered  

and  nurtured  by  the French  and  B ritish  em piricists.28

T herefore, a com plete understanding of the doctrine 

of D ivine Providence is m ost im portant today if w e are 

to have a true C hristian philosophy of education .29 O ur 

strategy m ust be aim ed  at the very roots of a godless phi

losophy of education w hich w ould deny or ignore, not 

only the existence of G od, but even m ore, the fact that 

H e  is a  G od  W ho  takes loving  care  of H is  creatures. Shake

speare spoke these w ords through one  of his characters on

28. ‘‘B efore the tim e of L ocke, L ord H erbert of C herbury (1581- 
1648) had advocated a naturalistic philosophy of religion , thus 

planting the seed of the deistic doctrines w hich appeared after the  
days of L ocke and found a congenial soil in E nglish em piricism , 
D e ism  m ay be described as a m ovem ent tending to free religious 
thought from  the control of authority. Its chief thesis is that there 
is a u n iv e rsa l n a tu ra l re lig io n , the principal tenet of w hich is, ‘B e

lieve in  G od  and  do  your duty'; that positive religion is the creation  
of cunning  rulers and crafty priests; that C hristianity, in  its original 
form , w as a sim ple though perfect expression of natural religion; 
and w hatever is p o s itiv e in C hristianity is a useless and harm ful 
accretion . T hese princip les naturally provoked opposition on the 
part of the defenders of C hristianity, and there resulted a con 

troversy betw een the d e is ts , and fre e th in k e rs , as they w ere called , 
and the representatives of orthodoxy. ...

‘‘W hile th is controversy w as being w aged, the princip les of 
em piricism  w ere being applied to psychology by the founders of the 
association school, and to ethical problem s by the founders of the 
B ritish schools of m orals.” W illiam  T urner, H is to ry o f P h ilo so p h y  
(N ew  Y ork: G inn & C o., 1929), pp. 494-495.

29. “G od therefore is infin itely  w ise and infin itely pow erful. In  
other w ords, H e is a personal G od. T his fact of facts, the existence 
of  · a personal G od, is of suprem e im portance in any program  of 
education.” W illiam  J. M cG ucken, S.J., C a th o lic E d u c a tio n (N ew  
Y ork: A m erican Press, 1955), p. 4.
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the providence of G od: “T here ’s a divin ity that shapes 

our  ends, rough-hew  them  how  w e  w ill.”  (H am let  V , ii, 10).

N O T IO N O F D IV IN E PR O V ID E N C E

H aving seen the necessity and im portance of divine 

providence in life and specifically in the field of educa

tion , w e are  going  to  consider the  nature  of the providence 

of G od. St. T hom as has w ritten concisely  on the necessity  

and m eaning of divine providence.30 A ll creation com es 

under the providence of G od but it is m an w ho is espe

cially cared for by G od.31 32 “Since it is the divine intellect 

and w ill, considered as governing creation , providence is 

eternal. B ut the execution of th is order in  creatures takes 

place in tim e. T his execution is divine governm ent.” !î

30. “G od  is the cause of all th ings by H is intellect, it is necessary  

that the type of the order of th ings tow ard their end should pre

exist in the divine m ind; and the type of th ings ordered tow ard  an  

end is, properly speaking, providence.” S .T . I, 22, 1, c.

31. “ . . . it necessarily follow s that all th ings, inasm uch as they  

participate existence, m ust likew ise be subject to divine  providence."  

S .T . I, 22, 2, c. A lso cf. I, 8, 3; I, 23, 1; I, 105, 5, ad 3; I, 113, 6; 

I II, 91, 2, c; I  II. 93, 1. c , 4, 5.

"N ow  am ong  all others, the rational creature is subject to  D ivine 

Providence in the m ost excellent w ay.” S .T . I-II, 91, 2, c. A lso cf. 

S .T . I, 103, 5, ad 2; 113, 2, c; 116, 1, c; Ι-Π , 83, 2. C o n t. G e n . 1Π , 

76; 77.

32. B rother B enignus, o p . c it., p . 576.

33. "N ow  it belongs to prudence ... to direct other th ings to 

w ard  an  end  w hether in regard to  oneself ... or in  regard to  others 

subject to him , in a fam ily, city, or kingdom .” S .T . I , 22, 1, c .

34. S .T . I, 23, 1, c.

85. “B ut tire causality of G od, W ho is the first agent, extends 

to all being . . . H ence all th ings that exist in w hatsoever m anner  

are necessarily directed  by G od  tow ards som e end  . . . the providence 

of G od is nothing less than the type of the order of th ings ... it 

necessarily follow s that all th ings, inasm uch as they participate 

existence, m ust likew ise be subject to divine providence.” S .T . I, 

22, 2, c.

36. “N ow G od cannot be directly the cause of sin , either in  

H im self or in another, since every sin is a departure from the 

order w hich  is to G od  as the end.” S.T . Ι-Π , 79, 1, a

37. "H ence H e (G od) in no w ay w ills the evil of sin , w hich is 

the privation of right order tow ards the divine good.” S.T . I, 19, 

9, c. “Since G od, then, provides universally for all being, it belongs 

to H is providence to perm it certain defects in particular effects, 

that the perfect good of the universe m ay not be hindered, for all 

evil w ere prevented, m uch  good  w ould  be absent from  the  universe."  

S.T . I, 22, 2 ad 2.

M oreover it is pointed out by St. T hom as that provi

dence in G od corresponds to the virtue of prudence in  

us.33 T here is a prudence w hich is found in a father w ho  

m ust provide for the needs of his fam ily and also a pru 

dence found in law m akers and governm ent officials for 

the prom otion of com m on interests of the nation. So in  

G od  there is a providence directing  all th ings to the good  

of the universe. “It belongs to  G od  to  direct th ings tow ard  

their end.” 34

T he notion  of D ivine Providence can be sum m ed up  

under three general statem ents. First of all, as it has been  

pointed out, D ivine Providence extends to all creation . 

T his is deduced  from  the fact of the universality of divine 

causality .35 G od is the First, if not exclusive, C ause of 

all th ings except evil.36 In  regard  to  physical evil and  suf

fering, G od  w ills them  only in  an  accidental w ay, in  view  

of a higher good.37

Secondly, from  the universality of D ivine Providence, 

w e m ay conclude that it safeguards the freedom  of our 

ow n actions. For providence extends to the free m ode of
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our actions by actuating the liberty itself w hich it pro

duces in us w ith our cooperation .38 39

38. G od, by m oving voluntary causes, does not deprive their 
actions of being voluntary, but rather H e is the cause of th is very  
th ing in them .” S .T . I, 83, 1, ad 3. A lso cf. I, 103, 5-8; I-II, 10, 4  
ad I; 109, 1.

39. G arrigou-L aG range, o p . c it., pp. 160-61.

40. S .T . 1-11,79, 1,2.

41. ". . . there are certain interm ediaries of G od ’s providence; 
for H e governs th ings inferior by superior, not on account of any  
defect in H is pow er, but by reason of the abundance of H is G ood 

ness; so that the dignity of causality is im parted even to creatures."  
S .T . I, 22, 3, c.

T he slightest id iosyncrasy of tem peram ent and character, the 

consequences of heredity, the influence exerted  on  our  actions, 
by the em otions are all know n to providence; it penetrates 

into the innerm ost recesses of conscience, and has at its dis

posal every sort of grace to enlighten, attract, and strengthen  
us. T here is thus a gentleness in  its control that yields nothing 
to strength .^

W e m ust alw ays keep in m ind that th is free m ode in  

our choice, th is indifference dom inating our desire, is 

still w ithin  the realm  of being  and  nothing  exists unless it 
is from G od.40

T hirdly, it can be  said  that although  providence as the 

divine ordinance, extends to all reality and goodness, to 
last fiber of every being, nevertheless in the execution  of 

the plan of providence, G od governs the low er creation  
through the higher, to w hich H e thus com m unicates the 
dignity of causality .41 H ere w e can see clearly the use of 

secondary  causes by  the first cause.

H ence secondary causes produce the w hole effect . . . partly 
in  virtue of their ow n nature, by w hich the effected actuation  



is determ ined, and partly in  virtue of G od ’s influx into them , 

by w hich they do all that they do.®

T hus, a secondary cause is a real·  and true cause. If 

G od alone w rought everything, and created causes did  

nothing, then th is w ould not be true. A nd if they  are not 

valid causes “their em ploym ent by G od w ould be futile 

and m eaningless.”42 43 44 4S

42. R obert O . Johann, “C om m ent on Secondary C ausality,"  
T h e M o d e rn S c h o o lm a n X X V (1947-48), p. 23.

43. B rother B enignus, o p . c it., p. 590.

44. S .T . I, 103, 2. c; I, 22, 3, c.

45. Ib id .

T H E IM M E D IA C Y  O F  D IV IN E PR O V ID E N C E

G od not only cares for all th ings by H is providence 

but H e cares for them im m ed ia te ly . In explain ing th is 

im m ediacy  of G od ’s providence St. T hom as m akes the dis

tinction betw een divine providence, w hich is the divine 

reason itself foreseeing and ordaining all th ings to their 

end, and the divine governm ent of the w orld , w hich is 

the execution of the order of providence. “G od im m edi

ately  provides for everything, because  H e has in  H is intel

lect the exem plars of everything, even the least.”  44 T his 

care w hich  G od  has for everything  is im m ediate since “H e  
gives to w hatever causes H e provides for certain effects 

the pow er needed  for producing these effects. W herefore, 
H e m ust have beforehand in H is intellect the order of 
these effects.”  45 T hus, providence, or G od ’s foresight and  
ordering, is im m ediate in respect to every being; G od  

foresees and  foreordains in  itself every  detail of the  created  

w orld .
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T his is not the case, how ever ,in regard to the exe

cution or carrying out of th is ordination . G od em ploys 

“ interm ediaries” or secondary causes w hich produce one 

effect through w ith G od.46 A s w as said above th is is not 
from  any defect in G od but from  the abundance of H is 

goodness w hereby H e deigns to com m unciate to creatures 

the dignity  of causation . T herefore, G od ’s im m ediate pro

vision of an effect includes the provision of secondary 

causes through  w hich  the effect w ill be produced.

46. "For tw o th ings m ay be considered in every agent; nam ely 
the th ing itself that acts, and the pow er w hereby it acts; thus, fire 
by its heat m akes a th ing hot. N ow  the pow er of the low er agent 
depends on the pow er of the higher agent, insofar as the higher 
agent gives the low er agent the pow er w hereby it acts, or preserves 
that pow er, or applies it to action . . . C onsequently, the action of 
the low er agent m ust not only proceed from  it through the latter ’s 
proper pow er but also through the pow er of all the higher agents; 
for it acts by  virtue of them  all; and  just as the low est agent is found  
im m ediately active, so the pow er of the first agent is found  
to be im m ediate in the production of the effect; because the pow er 
of the low est agent does not of itself produce th is effect, but by the  
pow er of the proxim ate higher agent, so that the pow er of the 
suprem e agent is found to produce the effects of itself, as though  
it w ere the im m ediate cause, as m ay be seen in the princip les of 
dem onstration , the first of w hich is im m ediate. A ccordingly, just 
as it is unreasonable that one action be produced by an agent and  
by virtue of that agent, agent and G od, and by both im m ediately, 
though in a different w ay.” C o n t. G e n . I ll, 70.

47. "T he ultim ate end of th ings is necessarily the D ivine G ood 

ness itself." C o m p e n d iu m  o f T h e o lo g y , chp. 101.

E FFE C T S O F D IV IN E PR O V ID E N C E

4

C onsidered from  the point of view  of its end, w hich  
is the divine goodness itself,47 the effect produced in  crea

tures by the governm ent of G od is the likeness of th is 

40



divine goodness48 ; in other w ords, G od, by m oving all 

creatures tow ard H im self as their ultim ate end, produces 

in each of them , according to its ow n nature,49 a reflec

tion of, or participation in , H is ow n E ssential G oodness, 

and produces in all taken together the m ost perfect cre

ated reflection of H is ow n perfection , nam ely, the order 

of the universe.50 T his assim ilation  of creatures to G od  is 

accom plished in tw o respects; G od is good, and so the  

creature is m ade like G od by being m ade good;51 G od  
causes goodness in others, and so the creature is m ade 

like G od by being m ade able to m ove other creatures to  

good.52 53 * H ence, there  are tw o  universal effects of the  divine 
governm ent of th ings; the conservation  of th ings in  good  

and  the m ovem ent  of th ings to  the  good. T hese tw o effects 

of D ivine Providence are called the D ivine C onservation  

and the D ivine C oncurrence.55

48. “T herefore all the actions and m ovem ents of all creatures 
exist on account of the D ivine G oodness ... in the sense that they  
are to acquire it in their ow n w ay, by sharing to som e extent in  

a likeness of it.” C o m p e n d iu m , clip. 103.

49. “E ach th ing im itates the D ivine G oodness according to its 

ow n  m anner.” C o n t. G e n ., Ill, 20.

50. “O rder tow ards good is itself a good . . . N ow  everything  
insofar as it is the cause of another, is directed to a good.” C o n i. 

G e n . Ill, 21.

51. “From  the fact that they acquire the D ivine G oodness, crea 

tures are m ade like unto G od.” C o n t. G e n ., Ill, 19.

52. “T hings tend to be like G od insofar as H e is good ...  
N ow  it is out of H is goodness that G od  bestow s being on  others, fo r  
all th ings act inasm uch as they are actually perfect." Ib id .

53. “W herefore there are tw o effects of governm ent, the preser

vation of th ings in their goodness, and the m oving of th ings to

good.”  S .T . I, 103, 4, c.
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I. D ivine C onservation

A lthough  G od  does use interm ediaries in  the  w orkings 

of D ivine Providence w e m ust not th ink that H e H im self 

is far off and that H is creative act is som ething past and  

static. St. Paul calls upon us to realize that G od is “not 

far from  every one of us: for in H im  w e live, and  m ove, 

and have our being ’* (A cts X V II:27). E very creature de

pends upon G od for its very existence.54 A  great river 

seem s to take care of itself and  is com pletely independent 

of anything  else. B ut if one w ere to  analyze the very  exist

ence of a river it w ould becom e evident that th is is not 
the case. For the great river depends on  a thousand little 

stream s for its very existence. If all the sm all brooks w ere 
to dry up and the tiny stream s w hich flow from  them  

w ere to  cease flow ing  then the great river w ould  soon dis

appear. For it cannot for  one instant claim  self-sufficiency. 
T o  continue in existence the great river needs a constant 
influx  of w ater. Its very  being  consists in the w ater w hich  
flow s into it from  a  thousand  tiny tributaries. T hese  latter  
do not m ake the river and then leave it. If they w ere to  
stop  m aking  the river it w ould  cease to be.

54. "For the creature needs to be preserved by G od insofar as 
the being of an effect depends on the cause of its being." S .T . 
I, 104, 1, ad 2.

55. "Since G od not only gave existence to th ings w hen they  
first began to exist, but also causes existence in them as long as 
they exist, by preserving them  in existence." C o n t. G e n . ΙΠ , 67.

Som etim es m en are inclined to th ink of creation as 
a past benefit, very m uch as w e th ink of a plaything of 
our childhood as som ething w e enjoyed then, but w hich  
has long  since passed  out of our lives. B ut creation is not 
static: it is essentially dynam ic.55 A nd  so G uardini w rites 
of the D ivine C reator as “O ne  W ho  is continually lifting  

42



existence out of nothingness, W ho constantly and totally 

effects it.” 56 T his doctrine is m ost reasonable and m ost 

sound  since . no  effect can  be endow ed  w ith pow er of 

self-preservation .”  57

56. R om ano G uardini, T h e C o n v ers io n  o f  A u g u s tin e (W estm in 

ster, M d.: N ew m an Press, I960), p. 121.

57. S .T . I, 104, 2, ad 2.

58. "T he preservation of th ings by G od is a continuation of 
that action w hereby H e gives existence, w hich action is w ithout 
either m otion or tim e.” S .T . I, 104, 1, ad  4.

59. C o m p e n d iu m  o f T h eo lo g y , chp. 130.

60. C o n t. G e n ., I, 58.

T he com plete and total dependence of m an upon  

G od is never seen m ore clearly than in th is doctrine of 

divine  conservation . It should  be  noted  that th is  sustaining  
influence is not a new  act, or a m ultip licity  of new  acts, 

on the part of G od. It is one continuous action w hich is 

w ithout either m otion or tim e.58  59 St. T hom as com pares 

the divine preservation to  the preservation  of light by  the  
sun. -

G od is directly, by H im self, the C ause of every existence, 

and  com m unicates existence to all th ings just as the sun com 

m unicates light to air and to w hatever else is illum inated by  
the sun. T he continuous shining of the sun is required for 
the preservation of light in the air; sim ilarly, G od m ust un 

ceasingly confer existence on th ings if they are to persevere 
, in  existence. T hus, all th ings are related to G od  as ail object 

m ade is to its m aker, and th is not only insofar as they begin  

to exist, but insofar as they continue to exist.59

In the continuous execution of the plans of divine 

providence there  is  no  change, no  succession  in  the  creative  
set itself since it is eternal and im m utable. “T here can  
be no before and after in G od."  60 H ow ever, the verifi-

48· · ■■



cation of the creative act, w hich takes place in tim e, in

volves  both  change and  succession  in  the  created  object. A s 

the sun is the only source of light to th is planet, so G od  

is the only source of conservation to the universe. “T he 

cause of a th ing ’s needs m ust be the sam e as the cause of 

its preservation; because preservation is nothing  else than  

continued  existence.”  61 T hus it is in th is sense that it is 

said  that: “Providence is G od ’s continual act, interplay  of 

relations, as effecting of events.” 62 63 64 65

61. C ont. G e n ., IH , 65.

62. G uardini, o p . c it., p . 123.

63. S .T . I, 104, 2, ad 1.

64. D e  P o t., V , 2, c; cf. S.T . I, 104, 1, ad 2.

65. C o n t. G e n ., Ill, 67.

66. “In the order of active cause, the m ore perfect is naturally  
first; and in th is w ay nature m akes a beginning w ith perfect th ings, 
since the im perfect is not brought to perfection except by som e

th ing perfect already in existence." S.T . Π -Π . 1. 7, ad 3.

67. “Since then existence is the effect com m on to all agents, 
for every agent m akes a th ing to be actually; it follow s that they  
produce th is effect insofar as they are subordinate to the first agent, 

and act by its pow er.” C ont. G en. Ill, 66.

T his preservation of creatures in existence by G od is 

not the im m ediate providence of G od at w ork. It is here 

that w e see the order am ong th ings w hich G od has 

established.

G od created all th ings im m ediately, but in the creation itself 
H e established an order am ong th ings, so that som e depend  
on others, by w hich they are preserved in being, though H e 
rem ains the principal cause of their preservation .63

In  conclusion, then, it is evident that since the divine 
operation of conserving th ings is the sam e operation as 

creating them , it is clear that G od could not possib ly  
enable a creature to keep itself in existence w ithout H is 

assistance; to do so w ould be to cause som ething to be 

uncaused.

A ccordingly, the statem ent that a th ing does not need G od  
to uphold its existence im plies that it is not created by G od; 
w hile the statem ent that such a th ing is produced by G od  
im plies that it is created by H im . W herefore, just as it w ould  
involve a  contradiction to say that G od  produced  a th ing that

w as not created by H im . E ven so it w ould involve a contra 

diction w ere one to say that G od m ade a th ing that did not 

need to be kept in existence by H im .® !

II. D ivine C oncurrence

T he second effect of D ivine Providence is the action  

of G od in the action of every created  agent, giving it its 

pow er to act, m oving it to act, and producing the effect 
w hich it produces. In all th ings that operate G od is the  

C ause of their operating.

A U  pow er of any agent w hatsoever is from  G od, as from  the 

first princip le of all perfection. T herefore since all operation  
is consequent to som e pow er, it follow s that G od is the C ause 
of every operation's

T herefore, every  agent in  the  universe  is  an  instrum ent 

in the hands of G od. H e produces, as First C ause, the  

effects w hich the natural agent produces as secondary 
cause.66 T he secondary cause does act by its ow n pow er  
but is alw ays in subordination to the First C ause.67 B ut 

because G od  is Pure A ct and  preserves th ings in  being  by



H is providence, it is by H is pow er that a th ing causes 

being, that is, is enabled to bring about an effect.68 69

68. "N othing gives being except insofar as it is a being in act. 
N ow G od preserves th ings in being by H is providence. T herefore 
it is by G od's pow er that a th ing causes being.” C a n t. G e n . I ll, 66.

69. D e  P o t., Ill, 7.

Since the natural agent acts only by pow ers of G od  

in  w hich  it participated , and  since the effect w hich  it pro

duces is due prim arily and chiefly to G od, G od  operates 

in  the  operation  of every natural agent as a principal cause 

in  an  instrum ental cause.

- St. T hom as sum m arizes the teaching  on  divine  concur

rence in these w ords:

If, then, w e consider the subsistent agent, every particular  
agent is im m ediate to its effect. B ut if w e consider the pow er ' 
w hereby the action is done, then the pow er of the higher 
cause is m ore im m ediate to the effect than the pow er of the 
low er cause, since the pow er of the low er cause is not coupled  
w ith its effect save by the pow er of the higher cause; w here

fore . . . the pow er of the first cause takes the first place in  
the production of the effect and enters m ore deeply therein  
. . . C onsequently, w e m ay say that G od w orks in everything  
forasm uch as everything needs H is pow er in order that it

’ m ay  act.. .* T herefore G od  is the cause O f everything ’s actions ■ 
inasm uch as H e (1) gives everything the pow er to act, and ;

. (2) preserves it in  being, and (3) applies it to action, and (4) 
inasm uch as by H is pow er every pow er acts. A nd if w e add  
to th is that G od is H is ow n pow er, and that H e is in all 
th ings, not às part of their essence, but as upholding them  
in being, w e shall conclude that H e acts in every agent im 

m ediately, w ithout prejudice to the action of the w ill and of 

nature.6 ®

T hough  G od  does act im m ediately in  every  agent that 
agent still acts w ith  com plete freedom . T he action  of the
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First C ause does not m ean  that the agent's free  w ill is less

ened or taken aw ay. O n the contrary, the individual re

ceives his freedom  from  G od  and  therefore “ the m ore effi

cacious G od is in a m an, the freer that m an becom es. 

T he m ore exclusively and  all-inclusively G od  acts in  him , 

the m ore truly does a m an ’s action becom e his ow n.” 70

70. G uardini, o p . c it., p. 128.
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D IV IN E PR O V ID E N C E A N D IT S IM PL IC A TIO N  
FO R E D U C A T IO N

For the educator, for the teacher, for the learner the  

effect of G od ’s providence ram ifies into a thousand dif

ferent areas. It is here that w e find the ultim ate answ er  

to all the questions about life. For C hrist has told us: 

"A re not tw o sparrow s sold for a farthing? A nd not one  
of them  shall fall to  the ground  w ithout your Father. B ut 

the very hairs of your head are all num bered. Fear not 

therefore; better are you than m any sparrow s” (M att. 
X :28). E very person that has ever lived has com e under  

the providence of G od. E very m om ent of our existence  
has been  w atched  over by  the C reator of all existence.

T here is not one  detail that has been  m issed  by  D ivine  

Providence and th is is reflected in every event w hich  
affects a child in any w ay from  the first m om ent of con 

ception to the attainm ent of eternal salvation . H e is born  
of these parents w ho m ay be C atholic or Protestant; Jew  
or G entile; rich or poor; black or w hite. It is th is par

ticular century, in th is particular environm ent, at th is 
particular  hour. H e goes to  a particular school and  com es 
into  contact w ith  teacher and  com panions w ith  their com 

plex backgrounds each  of w hich  has a  varied influence on



him . T he w orld m ay be at w ar or enjoying peace in a 

clim ate that is hot or cold . A ll these th ings have a fore

ordained purpose in the divine plan. N ot one of these 

events is a w aste, as it w ere. “T hose th ings that are of 

G od  are ordained  by H im ” (R om . X II:  1). N othing is too 

sm all nor too insignificant that it is deem ed w orthless 

or useless in the eternal blueprint of the Suprem e A rchi

tect In th is doctrine w e find the basis for our confidence 

in a provident Father: “Seek ye therefore first the king

dom  of G od and  H is justice; and  all these th ings shall be 

added  unto  you. B e  not therefore solicitous for tom orrow ; 

for the m orrow  w ill be solicitous for itself. Sufficient for 

thé day is the evil thereof” (M att. V I:34). T hus there is 

som e higher, som e eternal purpose to w hich the divine 

governance directs all th ings.

T his is true not only for all the evident good that is 
brought about but even for the evil that is perm itted  to 

happen. T his can  be  seen  in  the w ords of C hrist: “B lessed  

are they  that suffer persecution for justice sake: for theirs 
is the kingdom of heaven” (M att. V :IO ). St. Paul also 

show s how  th is universal and  infallib le providence  directs 
all th ings to a good  purpose, not excluding evil, w hich  it 
perm its w ithout in any w ay causing it. H e w rites these 
w ords to the R om ans: “W e glory also in tribulations, 

know ing that tribulation w orketh  patience; and patience 
trial; and  trial hope; and  hope confoundeth not; because 

the charity of G od is poured forth in our hearts, by the 

H oly  G host w ho is given  to us” (R om . V :  3).

T he providence of G od is clearly illustrated by O ur 

L ord in the parables of the prodigal son, the lost sheep, 
the good  shepherd, and the talents. It w ould not be too  

rash, therefore, to say that a failure in school or a bad  

teacher or  poor textbook  defin itely  com e under the  divine  
providence. T here is a purpose here that is not entirely  

clear in  the im m ediate present but, as in  m any  other cases, 

w ill becom e clear at som e future tim e. In  regard to  divine 

governance there are no accidents. E verything has its 

proper place in the plan of G od.

PA R E N T S  A N D  T E A C H ER S A S IN ST R U M E N T S  O F  

D IV IN E  PR O V ID E N C E

It has already been pointed  out that G od uses inter

m ediaries in  the execution of divine providence. “D ivine 
providence disposes not only  w hat effects shall take place, 

but also from  w hat causes and in  w hat order these effects 

shall proceed.”  71 T he order of th ings is such that certain  
hum an beings govern and direct certain other hum an  
beings. T his is the case w ith parents and teachers w ho  

are the principal cooperators in  the divine  order  of th ings. 
Parents not only cooperate w ith the C reator in the gen 

eration of life itself but are also responsib le for the edu 

cation  and  training  of their offspring. “B ut C hristian  par

ents m ust also understand that they are destined  not only  
to  propagate and  preserve  the  hum an  race  on  earth , indeed  
not only to educate any kind of w orshipers of the true 
G od, but children w ho are to becom e m em bers of the  
C hurch  of C hrist, to  raise up  fellow  citizens of the saints, 
and  m em bers of G od ’s household , that the w orshipers of 

G od  and  our Saviour m ay  daily increase.”  72

Parents are defin itely  part of a  destiny w hich  is divine 
and therefore m akes them  a precious instrum ent to the  

hands of G od. Pope Pius X II speaking on the R e sp o n s ·

71. S.T . II-II, 88, 2, c.

, 72. R aym ond B . Fullam (ed .), T h e P o p e s o n Y o u th (B uffalo: 
C anisius H igh  School, 1956), pp. 287-88.
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b ilitie s  o f C a th o lic  M e n  calls parents ‘‘the first educators"  

of their children:

T hose parents m erit m uch from  the C hurch and  society, w ho, 

conscious of their great responsib ilities, exert them selves to 

becom e the first educators of their children; by w ord and  

exam ple inciting to every C hristian doctrine and show ing  

their children how to practice their faith in their ordinary 

lives. B ut those parents w ho do not feel th is responsib ility  

and do not regulate their lives by the norm s of the gospels, 
th ink only of religion as som e accessory th ing or som ething  

w hich m ay easily be tossed aside.?s

T he w hole doctrine of parental rights in education  

can be ultim ately traced to the doctrine of divine provi

dence. For “all that happens here below  is subject to di

vine providence” ;73 74 and  since “ the father is the princip le 
of generation, education , of learning,”  75 w e can say that 

parents have a  special place in  the design  of G od  in  order

ing th ings in th is w orld .

73. Ib id ., p. 24).

71. S .T ., I, 116, l.c

75. S .T ., H -II, 102, 1, c.

76. Sister M . B ernard Francis L oughery, P a re n ta l R ig h ts in  
A m e r ica n  E d u c a tio n a l  L a w  (W ashington: C atholic U niversity, 1957), 

p. 5.

77. Fullam , o p . c it., p. 279.

78. S .T ., I, 14, 8, c;I, 14, 9, ad 3: I, 19, 4, ad 4.

79. S .T . I, 105, 5, c.

80. Ib id ., c, ad 1.

B ecause of the com plexity of learning and education  
in  our civilization  it becom es  necessary for the parents to  

delegate, not by  choice'but by obligation ,76 77 to those w ho  
w ill fu lfill th is task com pletely and com petently. T he  

teacher becom es another hum an instrum ent that is used  
by G od in H is eternal plan. In a later chapter w e w ill 
discuss at length the role of the teacher in learning and  

education for the true w ork of a teacher cannot be over

estim ated  since  it  carries  w ith  it  so  w eighty  a  responsibility .
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Pope Pius X II calls the teacher a direct collaborator in  

the w ork of G od  and  H is C hurch:

H ere is the  reason  w hy, in  expressing  our pleasure in  receiving  

you, (U nion of Italian T eachers), w e speak as direct collabo- 

rators in th is, the w ork of G od and H is C hurch, perhaps the  
m ost noble of all undertakings, even according to the unani

m ous opinion of hum an w isdom , as represented by C icero, 
w ho looked upon the w orld w ith pagan eyes. “W hat public  
office,” he w rote, “can w e exercise greater or better than the 

teaching and the instruction of youth?” T hus, the responsi

bility that w e have in com m on is im m ense, and though in  

different degrees, it is not in com pletely different spheres. 
It is the responsib ility for souls, for civilization , for the im 

provem ent and happiness of m an both on earth and in  

heaven.??

G O D : T he Principal T eacher

B ecause w e are concerned w ith the efficient causes of 

learning w e have discussed G od, the First C ause and the  
role of D ivine Providence in our lives, especially in the  
field  of education . A t th is point w e m ust see m ore specifi

cally how  G od is a true teacher. D oes G od have a true 
role to play in  learning  and  education?  W e have already  

seen that “ the know ledge of G od is the C ause of all 
th ings;”  78 and also that “G od w orks in such a m anner 
that th ings have their proper operation .” 79 T herefore, 
though it is true to say that “the intellectual operation  is 
perform ed  by the intellect in w hich it exists,” 80 it m ust
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not be forgotten that “ it is a secondary princip le and  de

pends upon  the First Principle."  81 H ence, G od  m oves the 

created intellect82 83 84 and by H im  the pow er to understand  

is given to the one w ho understands.85 T hus St. T hom as 

concludes that “w e alw ays need G od ’s help for every 

thought, inasm uch as H e m oves the understanding to 

act.”  84

81. Ib id ., ad  2.

82. Ib id ., ad 3.

83. Ib id ., ad 1.

84. S .T ., H I, 109, 1, ad 3.

85. S .T ., 105, 4, c.

Ί6. S .T ., I, 105, 5, ad 3.

G od  m oves the created intellect in  tw o  w ays.

h

For H e is the First im m aterial B eing; and as intellectuality  

is a result of im m ateriality , it follow s that H e is the First 

intelligent B eing. T herefore since in each order the first is 

the cause of all that follow s, w e m ust conclude that from  

H im  proceeds all intellectual pow er. In like m anner, since 

H e is the First B eing, and all other beings exist in H im  as 

in their First C ause, it follow s that they exist intelligib ly in  

H im , after the m ode of H is ow n  N ature. For as the intelligib le  

types of everything exist first of all in G od, and are derived  

from  H im  by other intellects in order that these m ay actually 

understand; so also are they derived by creatures that they 

m ay subsistas

T herefore, G od m oves the created intellect by giving 

to it intellectual pow er and secondly, by im pressing on  

the created  intellect the intelligible species. M oreover, H e  

m aintains and preserves both pow er and species in exist

ence for “G od not only gives th ings their form , but H e  

preserves them  in existence, and  applies them  to act and  

is the end  of every action ."  86

T his is all in accord w ith the established order of
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nature. “ IE therefore w e consider the order of th ings de

pending on the First C ause, G od cannot do anything  

against th is order.” 87 E ven from the point of view of 

secondary causes th is is true; for H e is not subject to  

secondary causes. “W herefore G od can do som ething out

side th is order created by H im , w hen H e chooses, for 

instance by  producing  the effects of secondary causes w ith 

out them , or producing  certain effects to w hich  secondary  

causes do  not extend.” 88 T herefore, w e can  conclude w ith  

St T hom as:

T he th ing that underlies prim arily all th ings, belongs properly  
to the causality of the suprem e cause. T herefore no  secondary 
cause can produce anything, unless there is presupposed in  
the th ing produced som ething that is caused by a higher 

cause  .89

St. T hom as is also careful to note that even though  
“G od w orks sufficiently in th ings as First A gent, it does 
not follow  from  th is that the  operation  of secondary  causes 

is superfluous.” 90 T his point w ill be enlarged upon in  
our treatm ent of the secondary  causes of learning, nam ely, 
the pupil and the teacher. T he im portant fact here that 

w e w ish to be clear is that "m an cannot even know  truth  
w ithout divine help .” 91

C onsequently, w henever a natural agent produces an  

effect, G od  (a) m oves the agent, applying its pow er to the  
production , as does any principal cause, and (b) H e pro

duces in the effect w hat is prim ary and m ost com m on,

87. S .T ., I, 105, 6, c.

88. Ib id .

89. S .T ., I, 65, 3, c.

90. S .T ., 105, 5, ad 1.

91. S .T ., I  II. 109, 2, ad 3.
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nam ely, being.9* T herefore, since the natural agent acts 

only by the pow er of G od in w hich it participates, and  

since the effect w hich it produces is d u e  p r im a r ily and  

chiefly to G od, G od operates in the operation of every  

natural agent as a principal cause in an instrum ental 

cause.92 93

92. B rother B enignus, o p . c it., p. 586.

93. A  good sum m ary of all that w e have said so far about how  
G od operates in the operation of every natural agent can be found  
in these w ords of St. T hom as: “If, then, w e consider the subsistent 

agent, every particular agent is im m ediate to its eSect. B ut if w e 
consider the pow er w hereby the action is done, then the pow er of 
the higher cause is m ore im m ediate to the effect than the pow er 
of the  low er cause, since the pow er of the low er cause is not coupled  
w ith its effect save by the pow er of the higher cause; w herefore .,. 
the pow er of the first cause takes the first place in the production  
of the effect and enters m ore deeply therein . . . C onsequently, w e 
m ay say that G od w orks in everything for as m uch as everything  
needs H is pow er in order that it m ay act . . . T herefore G od is 
the cause of everything ’s action inasm uch  as H e (I) gives everything  
the pow er to act, and (2) preserves it in being, and (3) applies it 
to action , and (4) inasm uch as by H is pow er every other pow er 
acts. A nd if w e add to th is that G od is H is ow n pow er and that 
H e is in all th ings, not as part of their essence, but as upholding  
them in being, w e shall conclude that H e acts in every agent im 

m ediately, w ithout prejudice to  the action  of the w ill and  of nature."  
D e  P o t., H I, 7.

From  the preceding consideration another  one follow s 

very clearly, nam ely that both the truth  of th ings and  the 

truth  of hum an intellects are from  and depend upon the 

first truth , that is to say, the truth of the divine intellect 

upon w hich th ings depend for their being.

If w e speak  of truth  as it is in  th ings, then all th ings are true 
by  one prim ary truth; to w hich each one is assim ilated  accord-



ing to its ■ ow n entity. A nd thus, although the essences or 

form s of th ings are m any, yet the truth  of the D ivine Intellect 

is one, in conform ity to w hich  all th ings are said to be true.9'

T he divine intellect m easures or determ ines the truth  

of th ings, since it gives them  their being  and  the relation  

of that being to itself. It gives them  also their truth in  

reference to hum an intellects, since in th is respect they  

are true insofar as they are know able, and they are know 

able by virtue of their form s; 94 95 96 and these form s, w hich  

are the princip les by w hich th ings are w hat they are, are 

from  the D ivine Intellect, the C reator, w ho is the exem 

plary  and  efficient cause of all th ings. Finally, since hum an  
intellects are true insofar as they are in conform ity w ith  

th ings and since they are in  such conform ity  only insofar 

as they possess the form s of th ings and predict these of 

th ings, it is m anifest that their truth is from  the intellect 

w hence these are, and w hence their ow n nature, pow er 
and operation are: the creative intellect of G od. H ence, 
the divine intellect is the first truth  and the source of all 
truth .90

94. S .T ., I, 16, 6, c.

95. S.T ., I, 16, 2. c.

96. D e  V c r it., I, 8, c.

Since truth is the proper subject m atter of education  
it is im portant that th is source of truth be recognized in  
any  discussion  on  teaching  and  learning. A gain , since G od  
is the end  of all th ings, including  education , it should be  
noted  that “ the only  natural desire for G od  recognized  by  
S l  T hom as is the necessary tendency in  every  created in 

tellect tow ards the possession of the truth, a tendency  
that cannot be satisfied  by  anything  less than a know ledge
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and vision of G od.”  97 T hus it is said that the intellect 
by nature is im patient of ignorance.

97. W illiam  R . O ’C onnor, T h e  E te rn a l Q u e s t (N ew  Y ork: L ong

m ans, G reen, & C o., 1947), p. 180. (C ourtesy of D avid M cK ay  

C om pany)

98. S .T ., I, 12, 2, c.

99. S .T ., I, 84, 5, c.

100. D e V e r it., X II, 1, c.

101. S .T ., I, 12, 13, c.

102. Francis X . M eehan, "L ux in S p ir itu a lib u s A ccording to  
the M ind of St. T hom as A quinas,” P h ilo so p h ic a l S tu d ie s in  H o n o r  
o f T h e  V e ry  R e v ere n d  Ig n a tiu s  S m ith , O J * . (W estm inster: N ew m an  

Press, 1952), p. 155.

L U M E N  IN T E LL E C T U A L E

St. T hom as speaks of the intellectual virtue of the 
creature as an “ intelligib le light derived from  the prim e 

light” 98 and  as a certain participated likeness of the un 

created  light in  w hich  are found the ra tio n e s  a e tern a e” 9 9 

It is by  reason of th is shared light w hich is essential to it 
that the soul m erits being called an intellectual sub

stance.100 G od causes it to be connaturally present in the 
soul. L ater on w e shall see how  the hum an intellect is 

strengthened by the light of faith and the gifts of the 
H oly  G host.

. . . hum an know ledge is assisted by the revelation of grace.

For the intellect’s natural light is strengthened by the infusion  
of gratuitous light.101

D ivine operation is so necessary for m an ’s cognition  
(natural as w ell as supernatural) that H e m ust not alone 
confer and conserve the intellectual light in being but 
m ust also direct and m ove it to action .102 T his follow s 



from the T hom istic teaching that G od ’s activity is re

quired in the operation  of every creature.103 104 105

103. C ont. G en., Ill, 67; S .T ., I , 105, 5, c; III, 109, 1, c.

104. M eehan, o p . c it., p. 115.

105. S .T ., I  II, 109, 2, ad 2.

106. Ib id ., c .

G od, then, causes the activity of fin ite intellection , 

though not in the sense that there is no proper causality  

of the created  intellect. T he natural light concreated  w ith  

the intellective substance is itself an active pow er w hich  

functions in a true but subordinated fashion under the 
influence of the Prim e C ause. “T he divine elem ent in  

hum an cognition does not consist in an enlightenm ent 

that is over and above the illum inative pow er of the fac

ulty ’s indigenous light, but sim ply in  m oving  th is light to  
its proper object. Such m ovem ent is m ost necessary, nat

ural, intim ate and interior.” 104 St. T hom as gives th is 
analogy:

T he m aterial sun  sheds its light outside us; but the intelligib le 
Sun, W ho is G od, shines w ithin us. H ence the natural light 
bestow ed upon the soul is G od ’s enlightenm ent, w hereby w e 
are enlightened to see  w hat pertains to natural know ledge.105

T hus, it is said that the hum an understanding has an  
“ intelligib le light, w hich  of itself is sufficient for know ing  
certain intelligib le th ings.” 106 T he certain intelligible  
th ings  of  w hich  St. T hom as  speaks is that know ledge w hich  
is had through the senses. T o com e to a know ledge of 
higher intelligib le th ings a stronger light is necessary as 
w e have seen  in  our  discussion on  Faith. “H ence, w e m ust 

say that for the know ledge of any truth w hatsoever m an  
needs D ivine help , that the intellect m ay be m oved by  
G od to its act. B ut he does not need a new  light added
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to his natural light, in order to know the truth of 

all th ings, but only in som e that surpass his natural 
know ledge.”  107

N ot all th ings are equally intelligib le to the hum an  

m ind, nor are all th ings that are intelligib le  equally  near 

to its light.108 “T herefore m an gains know ledge of th ings 
he does not know through tw o th ings: intellectual light 

and self-evident prim ary concepts. T he latter have the 
sam e relation  to the  intellectual light of the  agent intellect 

as tools to the craftsm an.” 109 O ne of the w eaknesses of 

hum an intellects is that they labor under the need of 
progressing from  know n intelligib les to those previously 

unknow n, inferentially deduced by the process of reason 

ing. Participating  only m inim ally in intellectual light, its 

advance tow ard the fu llness of truth m ust be successive 
and gradual; it m ust proceed by m eans of its light from  
basic conceptions and first princip les to the investigation  
of unknow n fields. “For G od  endow s our  nature w ith the 
know ledge of first princip les.”  110 T hey are know n intui

tively, effortlessly by a sim ple inspection of them  under 
the natural light.111 T here is nothing there unless and  
until the intelligib le species in w hich they are expressed  
have been first form ed by the light of the agent intellect 

operating on  sense phantasm s.112 B eing, non-being, w hole 
and  part are  know n  “ through  the  intelligib le species w hich  
he has received from phantasm s.” 118 A nd since prim e 
princip les m ust be expressed  in these concepts it is clear

107. Ib id .

108. D e V e r it., X I, 3, c.

109. Ib id .

110. D e V e n t., X V II, 1, ad 6.

111. M eehan, o p . c it., p. 158.

112. D e V e r it., II, 1, c

113. S .T ., I-II, 51, 1, c.
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that they are not ready-given as part of the m ental equip 

m ent w ith w hich m an is bom  as is the case w ith the 

natural light itself. T hey  are  subsequent to  and  dependent 

on  the activity  of the agent intellect and  stand in  relation  

to it as the prim e effects of its causality: *’. . . phantasm s 
cannot of them selves affect the passive intellect, (but) re

quire to be m ade actually intelligib le by the active 
intellect.” 114

114. S .T ., I, 84, 6, c; I, 86, 2, a

115. C o n t. G e n ., I, 7.

116. D e S p ir it. C re a t., 1, 9, c.

117. S .T ., Π -ΙΙ, 171, 2, c.

118. D e V e r it., X I, 1. c.

M an  is said  to  be  divinely  endow ed  w ith the  know ledge 

of first princip les because G od is the author of nature 
w hich under H im  so readily form s them  by m eans of its 

intellectual light. T hus G od is truly a teacher:

T hat w hich is introduced into the soul of the student by the  
teacher is contained in the know ledge of the teacher . . . 
N ow , the know ledge of the princip les w hich  are know n to us 

naturally has been im planted in us by G od: for G od is the  
A uthor of nature. T hese principles, therefore, are also con 

tained by the D ivine W isdom .1!5

W eak though our intellectual light is, all m en nor

m ally, naturally apprehend the truth of these princip les 
by  reason of their specifically sim ilar nature.116 B y m eans 

of them  w e judge everything else. B ecause of their evi

dence they  are the deepest ground  of certitude. T hey are 
focal points  for the  illum ination  of all subsequent truth .117 
W ithout them  there  w ould  be  no  reasoning  to  certain  con 

clusions from  know n prem ises, since they m ust illum ine 
all other prem ises and less universal princip les.118 T h»·



entire certitude  of all the sciences arises from  the certitude 

of the princip les. C onclusions are know n w ith certitude 

only  w hen  resolved into  princip les and  ultim ately  into  the 
prim e princip les.

T he w hole certainty of scientific know ledge arises from  the 

certainty of princip les . . . that som ething is know n w ith cer

tainty is due to the light of reason divinely im planted  w ithin  
us, by w hich G od speaks w ithin us.1  *9

119. Ib id ., ad 13.

120. S .T ., I, 12, 2, c.

121. S.T ., I, 117, 1, ad 4.

T hus w e conclude that the intellect of the creature is 

perfected only by the possession of truth and w ill reach  
the consum m ation of its perfection  only  w hen  and  if, like 

the w ater that has flow ed from  its fountain source, it is 

elevated and reverts to its principle w here it can gaze 

ultim ately upon revealed  T ruth Itself. If m an is faithful 
to the light given him  then he cannot but help grow  in  
truth . B y  docility to  it he w ill discover the w ill of G od  in  
him self and in all th ings. T he love of truth w ill bring  
him  back eventually to the lum inous source of all truth , 

w hen in the presence of unveiled light he shall see all 
light as is given to all lovers of truth to see. "T herefore, 
it m ust be said that to see G od there is required som e 

sim ilitude  in  the visual faculty, nam ely, the light of glory  
strengthening the intellect to  see G od, w hich is spoken  of 
in the Psalm (X X X V : 10), ‘In T hy light w e shall see 
light/ ” 119 120 121

T hus, “due to the light of reason divinely im 

planted w ithin us, by w hich G od speaks w ithin us,”  K l 
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w e conclude that "G od alone teaches interiorly and  

principally .’’ 122 123 124

122. D e V e r it., X I 1, c.

123. Ib id ., X I, 3, c.

124. Ib id ., X I, 1, c .

125. S .T .,1 , 117, I, ad 1.

N ow , G od in a m ost excellent w ay causes m an ’s know ledge 

. . . For H e adorned the soul itself w ith  intellectual light and  

im printed  on  it the concepts of the first princip les, w hich are, 

as it w ere, the sciences in em bryo, just as H e im pressed on  
other physical th ings the sem inal princip les for producing all 
their effects.123

A ll hum an teaching depends upon m an ’s possession  
of th is intellectual light. It is G od, the G iver of th is light, 

therefore, W ho  is the principal teacher.

N ow th is light of reason ... is placed in us by G od, as 
though a certain likeness of the divine truth taking up its 
abode w ith  us. W hence, since all hum an teaching  cannot have 
efficacy except from the pow er of th is light, it is clear that 

it is G od alone W ho teaches interiorly and principally , as 
nature is also the principal healer.

So it is w ritten of G od: "H e that teaches m an  know l

edge” (Psalm  C H :3), inasm uch as “ the light of H is coun 

tenance is signed upon us” (Psalm IV :7). It is through 
th is light that all th ings are show n to us. For “ the teacher 
only brings exterior help , as the physician w ho  heals: but 
just as the interior  nature is the princip le cause of know l

edge. B ut both of these are from  G od.”  125
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L E A R N IN G  A N D  T H E  G IFT S O F T H E  
H O L Y  G H O ST

W hat is beyond the pow er of hum an  extrinsic agents, 

is possib le to the D ivine T eacher of soul, W ho dw ells 

im m anently in  the learner and  W ho exercises over him  a 

strong, yet gentle and freedom -respecting influence. N o  
fin ite nature can acquire all the know ledge to w hich it 

tends w ithout first having in its possession the habits or 

virtues that are necessary in order to bring about a pro

portion of equality betw een the pow er of understanding  

and the object to be understood. T hus w e w ill focus our 
attention  on  the  Prim ary  C ause as H e  is  operative  through  
the gifts of the H oly  G host. T his is another  w ay in  w hich  

G od m ay be said to be the Principal T eacher in the 
teaching-learning situation . A s Poggi has pointed out: 
"O nly the H oly G host, hidden w ithin the depths of the 
heart, can bring to fruition the efforts and good-w ill of 
H is secondary instrum ents. H e is the source of those 
truths  w hich  hum an  agents attem pt to  transm it.”  126 T hese 
supernatural realities, w hich place their subject in  direct 
contact w ith the A uthor of a ll tru th , function as further 
princip les in  the acquisition  of even  natural truth . T here

fore a student w ho is in the state  of grace, in  w hose heart 
the H oly G host abides, is even better equipped as a  

seeker of truth than his fellow w ho has the faith , but 
w ho lacks charity and  the gifts.

It should be clearly understood that the gifts of the 
H oly  G host d o  n o t  assist in  the  pursuit  of  natural learning. 
T hey d o  n o t supplant the natural hum an reason in its

126. Jam es E . Poggi, "T he G ilts of the H oly G host and T heir 
Im plications for E ducation ," (U npublished m aster ’s thesis. C atholic 
U niversity of A m erica, D ept, of E ducation , 1955), p. 121.
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w ork of acquiring and understanding truth . “T he order 

of grace neither abolishes nor violates the lim its of na 

ture.” 127 T he gifts do n o t substitute for the hard w ork  

w hich  reason  m ust pay as the price for the acquisition of 

truth . T here is no  supernatural com m unication  of natural 

truths. H um an  reason, in  regard  to its ow n proper  object, 

m ust alw ays act on its ow n  level and  according to its ow n  

law s. “Faith and the gifts of the H oly G host, in m aking  

perfect the reason, ônly clarify the sight.”  128

127. Jacques M aritain, T h e  D e g re es o f K n o w le d g e (N ew  Y orik: 
C harles Scribner ’s Sons, 1959), p. 428.

128. Ib id .

129. Poggi, o p . c it., p. 108.

W ith th is reservation , how can it be said that the  

gifts facilitate natural learning? T hey do so in tw o gen 

eral w ays: (1) negatively, by guarding the m ind from  

error through a relation of the natural truths to the  

supernatural; (2) positively, by favoring a synthetic, har

m onious view  of reality through an integration of super

natural and  natural truths.

T he intellectual gifts exercise a purifying influence  

upon  the m ind. T hrough  the gifts of U nderstanding, W is

dom  and K now ledge the H oly  G host m aintains a m ental 

balance and accuracy. B y U nderstanding the student is 
given a correct estim ate of his supernatural end, the first 
prerequisite for  correctly  evaluating  lesser  and  subordinate 
ends. T he judgm ent is actually carried through by the  
gifts of W isdom  and K now ledge. It is the nature of these 

gifts to judge of hum an  and  created th ings in  the light of 
the D ivine, the form er by proceeding from the highest 
causes to the low er; the latter by ascending from  created  
realities to the first causes them selves.129 T hus through  
the operations of these gifts, w hatever is presented to the
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m ind  of the  student in  the course of his academ ic pursuits 

w ill be w eighed and  tested in  the light of ultim ate  values. 
If there be any inconsistence betw een the tw o truths, it

w ill be unveiled through the hidden  action  of the Spirit. 
T he  pupil w ill at least sense im plicitly , by  a  certain  super

natural instinct, that all is not w ell. H e w ill suspend  

judgm ent until he has had recourse to better inform ed  

authorities.

T he  gifts  of the H oly  G host contribute  to  the effective

ness of natural learning in a second  w ay by inclin ing  the 

student to the form ation of an  integrated  view  of reality . 
It is not enough that individual truths be learned. T o  

grasp their fu ll significance they m ust be studied in rela

tion to other truths, especially to those princip les and

causes of a higher order from  w hich they em anate. “T o  
form  the intelligence is to  reveal to the student the splen 

dor of order.” 130 For know ledge, to be true and valid ,

m ust proceed along the lines in w hich reality itself is

constructed .

T he efforts of reason to arrive at integration are sec

onded  and  facilitated  by the operations of the H oly  Spirit 
through the intellectual gifts of W isdom  and K now ledge. 
L et it again  be stated that these gifts do not supplant the 

w ork of reason. H ow ever, in their ow n proper m ode of 
action , through  an  interior  m ovem ent  flow ing  from  union  

w ith the D ivine T ruth itself, they com e to the aid of 
w eak hum an reason, lifting it up and com pensating for 
its deficiencies in its strivings to view  its findings under

the light of the highest T ruth. For “ . . . it is  a  general law  
that the low er . . . w ithout quitting its ow n proper and

130. J. R utche, L e  S a in t-E sp r it e t l ’E d u ca tio n  (Q uebec: L ibraire 

D e L ’A ction C atholique, 1940), p. 24.
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specific  lim its— tends  tow ards  the higher  and  seeks to  enter 

into continuity w ith it.” 131

131. M aritain , o p . c it., p. 350.

132. V incent M cN abb, (ed) T h e  D e c re es o f th e V a tic a n  C o u n c il 
(L ondon: B urns & O ates, 1907), p. 22.

T hus through the gifts of the H oly Spirit w e can see 

the w orking of the D ivine C ausality in the teaching 

learning situation . B y  focusing  special attention upon  H is 

direct operations through these intellectual gifts w e have  

a m ore precise picture of G od ’s efficient C ausality in  
education .

T H E G IFT O F FA ITH  A N D L E A R N IN G

A  consideration  of Faith  is  appropriate  at th is  point  be

cause the gifts of the H oly G host pertain  in  a  special w ay  

to Faith since they ultim ately spring from it as from  

their root and faith opens up to the pupil vast areas of 
know ledge w hich otherw ise w ould rem ain closed to him .

T he V atican C ouncil has defined Faith as “ . . . a  

supernatural virtue, w hereby  inspired  and  assisted  by the  
grace of G od, w e believe that the th ings w hich H e has 
revealed are true; not because the intrinsic truth of the  

th ings is plain ly perceived by the natural light of reason  
but because of the authority of G od H im self, "W ho re

veals them and W ho can neither be deceived nor 

deceive.” 132

Faith  in  itself is  a  total, but naked, acceptance of G od ’s 

truth on  the w ord  of G od  revealing. It puts the C hristian  
in  direct contact w ith  the supernatural truths w hich  form  
the  basis  of the  C hristian  life. B ut th is  virtue, taken  purely
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by itself, has certain lim itations. Faith is of its nature 

dark, obscure, blind. It does not accept truth because it 

can see and understand it, but only because G od has re

vealed it, W ho is T ruth Itself and  cannot deceive. “T he 
principal object of faith is the First T ruth,” 133 and “ the 

m erit of faith arises from  th is, that at G od ’s bidding m an  

believes w hat he does not see . . . reason debars m erit of 

faith w hich enables one to see by know ledge w hat is pro

posed  for belief.”  154

B ut “reason, indeed, enlightened by faith ,” states the 

V atican C ouncil, "w hen it seeks earnestly , piously and  

calm ly, attains by a gift from  G od som e, and that a  very 
fruitfu l, understanding of m ysteries.”  135 It is the function  

of the intellectual gifts to supplem ent Faith , and, by a  
penetration  and  judgm ent of the supernatural truths pro

posed by  Faith , to rem edy its intrinsic defect. “Faith pre

supposes natural know ledge, even as grace presupposes 
nature, and perfection supposes som ething that can be 
perfected .”  136

In th is m atter the gifts of the H oly G host m ust be 
very  carefully  distinguished  from  faith itself and  from  dis

cursive w isdom . “ . . . Faith causes m an to assent to the 
truths of revelation w ithout investigating them by the 
processes of reason.” 1,7 Subaltem ated to Faith there is 
discursive or theological w isdom  w hich form ulates judg

m ents w hich proceed . . discursively and  are based  on  

know ledge that is acquired by study, although its princi-

138. S.T ., ΙΙ-Π , 5, 1, c.

134. S .T ., III, 55, 5, ad 2.

135. M cN abb, o p . c it., p. 26.

136. S .T ., 1 , 2, 2, ad 1.

137. T hom as D onlan, O .P., T h e o lo g y  a n d  E d u c a io n  (D ubuque: 
W . B row n fe C o., 1952), p. 4.

/ï
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pies  are  obtained  by  revelation.” 1S8 Finally, supplem entary  

to  Faith  but above theological w isdom , there  is the infused  

gift of W isdom , by w hich “ . . . m an is inclined  to judge 
reality from  the divine aspect by  a kind  of inclination or 

instinct w hich is divinely inspired.” 189

138. Ib id .

139. Ib id .

140. M aritain , o p . c it., p. 321.

T o believe is one th ing. T o speculate and m editate  

upon the truths of Faith and to draw  conclusions from  

them  according to the hum an m anner of reasoning  is yet 

another. B ut to know  these truths directly, to be placed  

in im m ediate contact w ith them  and to experience som e

th ing  of their beauty  and  grandeur  through the inner im 

pulse of the H oly Spirit, is som ething else again; and it 
is th is last m ode of supernatural know ledge w hich is the  

particular feature of the intellectual gifts of the H oly  
G host.

. T hrough the gifts of U nderstanding, W isdom and  

K now ledge m an ’s know ledge of divine th ings is, as it 
w ere, brought into harm ony w ith G od ’s ow n know ledge  

of H im self. T he hum an intellect is m ade “connatural” 
to G od ’s w ay of know ing. "Face to face w ith G od w e 
have no  other m eans of surpassing know ledge by  concepts 
than  our connatural know ledge, or 'co-naissance’ as C lau 

del has called it, our co-nativity w ith H im .”  138 139 140

W e  conclude, therefore, that G od  is the  principal agent 
in  the com m unication of new  know ledge, since H e is the  
author  of hum an  intellectual pow er  w hich  is  in  the  hum an  
teacher and the learner. H e is also the creative First 

C ause of the learner ’s perception of the truth and the  
certitude of w hat is proposed to  him  in  instruction.
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SU M M A R Y

In th is chapter w e have discussed the role of D ivine 
C ausality in the teaching-learning situation . From  a con

sideration of D ivine Providence, w hich extends to all 

creatures, w e saw  that G od  not only conserves all beings 

in  existence but also gives to every  created  agent its pow er 

to act by m oving it to act and by producing the effect 

w hich it produces. In the execution of H is Providence 

it w as m ade clear that G od uses interm ediaries as H is 
instrum ents.

N ot only is G od the First Principle of all operations 

of creatures but H e is also the A uthor of nature. A s such  
H e has endow ed hum an nature w ith the light of reason  

and has given to w hom  H e w ill the added light of faith  
and the gifts of the H oly G host w hich enable m an to 
com e to know ledge  of th ings that w ould  otherw ise rem ain  
closed to him . In th is w ay w e have show n that G od  
teaches principally and interiorly.

In the follow ing chapters w e w ill attem pt to exam ine  
the relationship betw een D ivine C ausality and the roles 

played by the learner and the teacher in the teaching

learning situation .

CHAPTER III

THE PUPIL AS THE EFFICIENT 

CAUSE OF HIS OWN KNOWLEDGE

68

In the preceding chapter w e discussed G od, the First ,

C ause, and the role w hich H e plays in the teaching- ■ ■ M  

learning situation . It w as pointed out that the pupil is 

not the total cause of any know ledge that he m ay possess  

as the result of teaching. H e, w ith the teacher, is a sec

ondary cause under G od  for w hatever is learned  through  I ' '

the cooperative activity of teaching and learning. B oth  |

the teacher and the pupil are partial causes of the end  |!

result, nam ely, the new  know ledge acquired  by the pupil. I r >

N ot all learning, of course, requires a teacher. T here  L

is m uch  that the pupil discovers for him self. In th is latter  I |

instance, the learner is not a partial cause, but the total l|; '

cause of his know ledge at the level of secondary causes. | ;

A s has been pointed out no one m ay be said to be the  ,

total cause of any know ledge that he possesses in view  of | ;

the D ivine C ausality w hich is ultim ately responsib le for  |;p

the activity  of all secondary causes or  agents. B ut focusing  L

our attention on secondary causes the student m ay be  | !

said to be the total cause of w hatever he has learned  | ;

through  discovery. 1' ί
O ur precise problem  in th is chapter, how ever, is to  

investigate the exact nature of the efficient causality of
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the pupil in the teaching-learning  situation  and to deter

m ine m ore precisely how the pupil exercises his ow n  

efficient causality as a partial cause in cooperation  w ith  

the teacher as another  efficient and partial cause of w hat

ever is learned in th is situation.

D ISC O V ER Y A N D  L E A R N IN G  

T H R O U G H IN STR U C TIO N

A s a  preface to  our  rem arks  on  the pupil as an  efficient 
cause of his ow n know ledge in the teaching-learning  situ

ation , it is necessary to  distinguish betw een the tw o w ays 
of learning.

L e a rn in g T h ro u g h D isco v e ry . T he process through  

w hich the m ind acquires know ledge through discovery  is 

•som ew hat com plex. M an ’s m ind, at birth , is a ta b u la  ra sa  
— a blank tablet. K now ledge begins w ith  the se n se s . N ih il 

in  in te lle c tu  q u o d  n o n  p r iu s  fu e r it in  se n sib u s . B ut know l

edge is m uch  m ore than m ere sense im ages or phantasm s. 
B oth A ristotle and St. T hom as reason to the existence 

of an active pow er w ithin the m ind w hich deals w ith  
w hatever the senses have presented to it. D iscovery, then, 

is essentially  an  active process.

St. T hom as speaks, m oreover, of ra tio n e s  se m in a le s by  
w hich  he  m eans certain  first princip les of  know ledge  w hich  
exist in  the  m ind  and  w hich  are the  seeds  of  all know ledge. 

A s succinctly explained  by St T hom as:

< ' C ertain seeds of know ledge pre-exist in us, nam ely the first ■ 
concepts of the intellect w hich are recognized im m ediately  
by the light of the active intellect through the species ab 

stracted from  sense presentations . . . From these universal

■ ' princip les follow as from  germ inal capacities.*

1. D e V e r it., X I, 1, c.
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It is by reason of these endow m ents both at the sense 

level and the intellectual level that the pupil is able to  

learn th ings by him self. B ecause som e know ledge exists 

in him  in these ra tio n e s  se m in a le s  the learner can  reason  

and  acquire additional know ledge.

L e a rn in g  T h ro u g h  In s tru c tio n . T h e  other m ethod  by  

w hich  one learns, says St. T hom as, is through instruction  

by another. It is defin itely a different w ay of acquiring  

know ledge since here there are tw o separate secondary 

causes involved w hereas in learning through discovery 
there is but one secondary cause. T his does not m ean, 

how ever, that learning through instruction is to ta lly dif

ferent from  learning  through  discovery. Indeed  St. T hom as 

teaches that the teacher m ust keep in m ind the process 
by  w hich the pupil learns through discovery  and  m inister  

accordingly. “For one m an teaches another as a kind of 
univocal agent and thus com m unicates know ledge to the 

other in the sam e w ay that he him self has it.”  2  3 B ut the 
w ay in w hich the teacher cam e to th is know ledge is 

through a  process of  reasoning. “C onsequently, one person  
is said  to teach  another  inasm uch  as, by  signs, he m anifests 
to that other the reasoning  process w hich he him self goes 

through by his ow n natural reason.”  ’ T hus it m ay be 
said that learning through instruction is not altogether 
different from  learning through discovery. T he teacher 

can  only  m inister to  the pupil. H e cannot supply  the light 
of the pupil’s agent intellect. H e m erely  supplies m aterial 
through  w hich the pupil form s phantasm s and  the pupil’s 
agent intellect can w ork. T he w ords of the teacher, St. 

T hom as tells us, “heard  or seen in  w riting, have the sam e 
efficacy  in  causing  know ledge  as th ings outside  the soul.”  4

2. Ib id ., X I, 3, ad 4.

3. Ib id ., X I, 1, c.

4. Ib id ., X I, 1, ad 11.
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L earning through instruction can be said to be “ . . . a 
hum an  aw akening.”  5

5. Jacques M ari  tain , E d u c a tio n  a t th e C ro ssro a d s (N ew H aven: 
Y ale  U niversity  Press, 1943), p. 9.

6. S .T ., I II, 19, 4, c.

In the follow ing chapter on the efficient causality of 

the teacher w e w ill discuss the  concept of learning  through  

instruction in m ore detail. For our present purpose let 

th is distinction betw een learning through discovery and  

instruction suffice.

E FFIC IE N T C A U SA L IT Y  O F T H E PU PIL

In the first chapter w e listed the various kinds of effi

cient causality . W e explained each kind in detail. It is 
our intention here to apply these descriptive defin itions 

to the role of the pupil in the teaching-learning  situation  
in order to ascertain exactly in w hat m anner he is said  

to be an efficient cause of learning.

1. T he pupil is a se co n d a ry efficient cause. It has al

ready been pointed out at som e length in the second  
chapter that G od  alone is the prim ary  cause of all being. 
T herefore all other  causes are called  secondary since there 

can be only one Prim ary C ause “since the second cause 
acts only in virtue of the first”  6

2. T he pupil is a p a r tia l efficient cause. T he total 
cause accounts for the w hole effect w hereas the partial 
cause accounts for only part of the effect. In the teaching

learning situation the pupil is a partial cause since he 
accounts for only part of the effect w hich  results, nam ely, 
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his ow n know ledge. G od is a C ause of th is effect insofar  

as H e has endow ed the m ind  of the pupil w ith the light 

of reason and has given  him  the gift of intelligence. T he 

teacher has contributed to the production of the effect by  

presenting to the intellect of the pupil the know ledge 

w ith w hich he (the teacher) already possesses. T hus the 
intellect of the pupil is a partial cause in the production  

of the effect in the teaching-learning  situation  along w ith  

G od and the teacher.

3. T he pupil is a  p h y s ic a l efficient cause. T he pupil is 
not a m oral efficient cause of his ow n know ledge but a  

physical efficient cause. A  physical cause produces its effect 
by  direct action tow ards th is effect and is not necessarily  

m aterial to nature.  T his is evident by the production  of 

his ow n know ledge by the learner.

7

4. T he pupil is a  p ro x im a te  efficient cause. T he effect, 
the pupil’s know ledge, proceeds im m ediately from his 

intellect. T hus in  the teaching-learning  situation  the  pupil 
is a  proxim ate  cause. “For the signs are not the proxim ate 

efficient cause of know ledge, but the reason is.”  8

5. T he pupil is an im m a n en t efficient cause. T he caus

ality  of the pupil does not pass from  one  entity  to  another. 
“ . ... acts of the intellect and w ill are the results of an  

im m anent causality .”  9

7. “ . . . the intellect is a physical cause of thought. W herefore 
as is plain , p h y s ic a l in th is place m ust not be identified m a te r ia l.’’ 
T hom as H arper, S.J., T h e M e ta p h y s ic s o f th e S c h o o l (N ew Y ork: 

Peter Sm ith , 1940), III, 16.

8. D e V e n t., X I, ad 4.

9. H arper, o p . c it., p. 8.
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6. T he pupil is a c o o rd in a te d  efficient cause. A  co

ordinated cause is the sam e as a partial cause in that it 

cooperates w ith the causality of G od  and  the teacher thus 

accounting  for only part of the effect.

7. T he pupil is a su b o rd in a te d  efficient cause. In the 

teaching-learning situâtion the pupil depends on  the caus

ality of the First C ause and the causality of the teacher. 

T hus the pupil is said to be a subordinated cause.

8. T he pupil is a fre e  efficient cause. T he pupil has a 

free w ill and therefore can m ake a choice as to w hether 
or  not he w ill allow  him self to be taught. In  other w ords, 

he has the "pow er of causing or not causing  at his pleas

ure.”  ,0 St. T hom as observes, "E very agent acts either by  

nature or by intellect.”  JI T he w ord n e c essa ry as applied  
to cause m eans one w hich  cannot help  acting. T his is not 
to  be  understood  as contra-distinguished from  c o n tin g en t, 

but  as the  opposite  of v o lu n ta ry . W herefore, as St. T hom as 
puts it, "W ill is divided from  nature, as one cause from  

another; for som e th ings are produced naturally , others 
voluntarily .”    T hus all the operations of nature, that is, 
unintelligent  creatures, are necessary; w hile the  operations 

of the intelligent creatures, as such, are free.

101112

9. T he pupil is both a d irec t (p e r  se ) and  an in d ire c t 

(p e r a c c id e n s) efficient cause. In the teaching-learning  
situation the pupil has the intention  of acquiring  know l

edge; otherw ise the effect w ould not take place. For the 

acquisition  of th is know ledge depends on the pupil inas

10. Ib id ., p. 17. L

11. M e ta p h y s ics 50, iii, c.

12. S .T ., I II, 10, 1, ad 1.
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m uch as he can refuse to learn. T hus the pupil can be 

said to be the direct cause of his ow n know ledge since in  

order to acquire it he m ust freely intend to acquire it.is 

B ut it is also pointed out by St. T hom as that a th ing is 

the cause of another in a second  w ay, that is, by  accident. 

“A  th ing is the cause of another in tw o  w ays; in  one w ay  

absolutely, in  another  w ay  by  accident. T hat is absolutely 
the cause of another, w hich produces the effect according  

to  the virtue  of its ow n  nature or  form . W hence it follow s 

that the effect is in itself intended by the cause . . . A  

th ing is cause of another by accident, if it be a cause re

m oving a prohibitive." * 14 T herefore the pupil is said to- 
be an accidental cause of his ow n know ledge insofar as 

he takes steps to rem ove various obstacles to learning. In  
other w ords, “T hat w hich is an  efficient cause b y  a c c id e n t 

is connected  to  or  related  to the effect not by  virtue of its 
ow n nature or form , but in a variety of w ays.” 15 T hus 

w e can say the pupil is both  a d irec t and  an in d ire c t effi

cient cause in the teaching-learning situation .

IS . S .T ., I, 104, 2, c.

14. S .T ., I II, 85, 5, c.

15. H arper, o p . c it.. Ill, 11.

10. T he pupil is a p o s itiv e and a n e g a tiv e efficient 
cause. A s a p o s itiv e  cause the pupil prepares the w ay for 
the reception of the effect. H e listens to the w ords of the 
teacher and m akes a  defin ite effort to  understand w hat is 

being taught. A s a n e g a tiv e  cause he rem oves any im pedi

m ents to learning. H e attem pts to clear his m ind of dis

tractions w hile the teacher is speaking. E very pupil at one  

tim e or another has the tendency to daydream  about his 
after school activities. B y controlling these distracting 
thoughts he acts as a  negative cause in  learning.
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11. T he pupil is the p r in c ip a l efficient cause. A s has 

been pointed  out before the principal cause is that cause 

w hich acts w ith  com plete independence of any other effi

cient cause. A bsolutely  speaking, there is only one Prin 

cipal E fficient C ause, the First C ause, G od. A ll fin ite 

causes, in relation to the First C ause, are instrum ental 

causes. T hus in  th is sense, even the pupil is  said to  be the 

instrum ental cause of his ow n know ledge.

A ccording  to  another usage  of the  term  principal cause, 

every pow er or faculty given to an entity in order to 

enable it to operate, even though such  a pow er  or  faculty  

is sufficient for the production of the effect, and  is nobler 

than, or equally noble w ith the effect, is said to be an  
instrum ental cause; w hile the supposit or substance, to  

w hich these faculties pertain , is deem ed the principal 

cause.16 T hus, for instance, in  accordance w ith th is accep 

tation m an or the hum an soul w ould be the principal, 

and the intellectual faculty the instrum ental, cause of 
thought. M etaphysicians m ake som e very fine distinctions 
concerning the individual agent acting w hich are not of 

im m ediate concern to us here.17

16. Ib id ., p. 14.

17. In regard to the w hole person acting one author points 
out certain distinctions w hich are im p o rta n t in the w hole fram e

w ork of m etaphysics.

“(1) T he individual agent acting, that is the supposit, e.g., m an, 
the anim al, etc., called the p r in c ip iu m  q u o d  a g it, is called the c a u sa  
u t q u a e · (2) the agent ’s nature and active pow ers to act, called  
the p r in c ip iu m  q u o  a g e n s a g it, the c a u sa u t q u a ·, (3) the actions of 
the pow ers are im m ediate causes in  fa c to e sse . C orresponding to  
these three obvious distinctions w e distinguish the cause in rem ote  
first act, c a u sa  ir i a c tu  p r im o  re m o to  (the agent); cause in proxim ate 
first act, c a u sa  in  a c tu  p r im o  p ro x im o  (the pow ers); and the cause 
in second act, c a u sa in  a c tu  se c u n d o (the actions of the pow ers).” 
C harles A . H art, M e ta p h y s ic s  fo r th e . M a n y (W ashington: C atholic 
U niversity Press, 1957), p. 212.
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In  regard  to  the  teaching-learning  situation  St. T hom as 

observes: “ . . . through the instrum entality , as it w ere, of 

w hat is told him , the natural reason of the pupil arrives 

at a know ledge of the th ings w hich he did  not know .”  18 19 

T he difference betw een learning through discovery and  
learning through instruction has already been indicated . 

In both instances the intellect of the learner is the prin 

cipal efficient cause. T he  pupil contains w ithin  him self, in  

a state of potentiality , w hatever know ledge he acquires.

18. D e P e rit., X I, 1, c.

19. Ib id .

20. S .T ., I, 117, c.

K now ledge, therefore, pre-exists in the learner potentially , 
not, how ever, in the purely passive, but in the active sense. 
O therw ise, m an w ould not be able to acquire know ledge 

independently.  19

W hen  it is  said  that som ething  pre-exists in  active com 

pleted potency, the external agent (the teacher) acts by  

helping  the  internal agent (the pupil’s intellect), providing  
it w ith the m eans by  w hich  it can  enter into act. T o  illus

trate the teaching-learning situation St. T hom as uses the 

analogy of the doctor being assisted by nature in the 
process of healing. “ . . . art in  its w ork im itates nature ... 
the exterior princip le, art, acts, not as principal agent, 

but as helping the principal agent, w hich is the interior 
princip le, by strengthening it, and by furnishing  it w ith  
instrum ents and  assistance of w hich the interior princip le  

m akes use in producing the effect.” 20

In  conclusion  on  th is discussion of the pupil’s efficient 
causality in the teaching-learning situation w e can say  

that the learner is a  real and  true efficient cause. W e have 
seen that he is a secondary, partial, physical, proxim ate, 
im m anent, coordinated  and  subordinated, free, direct and
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indirect, positive and negative, and finally the principal 

efficient cause. H ence, w e agree w ith M aritain w hen he 

w rites:

ί;

A ll th is boils dow n to the fact that the m ind ’s natural activity  

on the part of the learner and the intellectual guidance on  

the part of the teacher are both  dynam ic factors in  education, 

but the principal agent in education , the prim ary dynam ic 

factor or propelling force, is the internal vital princip le in  

the one to be educated.21

21. M aritain , o p . c it., p. 31.

22. Ib id ., p. 18.
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In the next chapter on the causality of the teacher it 

is a lso possib le to say that the teacher, in a sense, is a 

principal cause in  the teaching-learning  situation .

12. T he pupil is a kind of u n iv o c a l cause. T he fact 

that the pupil is a univocal cause of his learning  in the 

teaching-learning  situation  can  be  deduced  from  the w ords 
of St. T hom as w hen he speaks of the causality of the 

teacher in causing know ledge and the causality of an  

angel in  causing  know ledge. First o E  all, w e m ust exam ine 
the defin ition  of a  univocal cause and  an  equivocal cause. 
A  u n ivo c a l cause is one that produces an effect sim ilar to  

itself; as, for instance, fire begets fire, a horse a horse, etc. 

A n e q u iv o c a l cause is one that produces an effect w hich  

is not sim ilar of itself, and  m ay  be of various kinds. T hus 
heat produces softness in  w ax, hardness in  clay, brilliancy  

in  iron.

If, therefore, a  cause is essentially  lim ited to one effect w hich  
is the expression of itself by specific likeness; it is called a  
univocal cause. If a cause has m ore than one effect, or an  
effect w hich is not the determ ined expression of itself; it is 
called an equivocal cause.22
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It is im portant that w e rem em ber here that w e are 
speaking of the pupil learning through instruction and  

not learning by discovery. N ow St. T hom as explicitly  

states that the teacher is a univocal cause in the teaching

leam ing  situation . T his w ill be discussed  at length in the 
next chapter but it is necessary to recall it here. “O ne  

m an teaches another as a kind of univocal agent.” 23 B y  
th is he m eans that the teacher “com m unicates know ledge 

to the other in  th e  sa m e w a y h e  h im se lf h a s it .”  24 T his 
w ay is the process of reasoning  by  proceeding from  causes 
to effects. B ut w hen St. T hom as speaks of the causality 

of an  angel in  teaching  he  observes that “an  angel teaches 
as a kind  of equivocal cause for he know s in tu itive ly  th a t 
w h ic h  m a n  le a rn s  th ro u g h  a  p ro c e ss  o f  re a so n in g .”  25 T hus 

w e can say that the pupil is a kind of univocal cause in  
the teaching-learning situation  since he  produces  the  effect 
by a process of reasoning w ithin him self and not intui

tively as an angel does.

23. D e V e r it., X I. 3, ad 4 .

24. Ib id .

25. Ib id .

26. In  IV  S e n t., I, 1, 4 , 5.

27. D e V e r it., X I, 8, ad 4.

W e can conclude that the pupil is a kind  of univocal 
causé from  w hat St. T hom as says concerning an instru 

m ent. "A n instrum ent is neither univocal nor an equivo

cal cause.”  26 A nd  in  the sam e place he m akes it clear that 
it derives its equivocal or univocal causality according  to  
w hether the principal agent is an equivocal or univocal 
cause. N ow  it  is  clear  from  the  D e  V e rita te  that the  teacher, 
w ho is the instrum ental cause of the pupil’s know ledge, 
is a “kind of univocal cause." 27 T herefore th is w ould  
im ply that the pupil is also a kind of univocal cause of 
his ow n  know ledge.
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CHAPTER IV

THE EFFICIENT CAUSALITY 
OF THE TEACHER

N ow that w e have exam ined in detail the efficient 

causality of G od, the First C ause, and  the efficient causal

ity  of the learner w e are now  ready to investigate the role 
of the teacher in  the teaching-learning  situation. W e have 

seen that G od  alone teaches "interiorly  and  principally” 1 
insofar  as H e has "adorned the soul w ith  intellectual light 

and im printed on it the concepts of the first princip les, 

w hich are, as it w ere, the sciences in em bryo.” 2 T his is 

w hat is m eant w hen St. T hom as says that know ledge pre

exists in  the  learning  potentially? B ecause th is potentiality  

is understood in the active sense and not in  a purely pas

sive sense w e are able to posit tw o w ays of learning; one 
in w hich the natural reason by itself reaches know ledge 
of unknow n th ings, and th is w ay is called d isco v e ry and  

another w ay in  w hich som eone else aids the learner's nat

ural reason  and  th is w ay  is called  le a rn in g  th ro u g h  in s tru c 

tio n . In both these w ays w e have seen that the pupil is 
the p r in c ip a l  e ff ic ie n t c a u se  of his ow n know ledge.

1. D e V e r it., X I, 1, a

2. Ib id ., X I, 3, c.

3. Ib id ., X I, 1, c
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In th is chapter w e are concerned w ith the efficient 

causality of the teacher. Just w hat is the position of the 

teacher in the teaching-learning situation? H ow exactly  

does the teacher  , fit in th is triangle of learning through 

instruction w ith relation to G od, the first C ause and  also  

w ith relation to the learner. T hough m an is naturally  

equipped by  the C reator  to  com e to  a  know ledge  of th ings 

on his ow n through discovery, he w ould  be intellectually 

im poverished w ere th is the only m ethod by w hich to  
acquire know ledge. T he know ledge to be attained is too  
profound and vast for individuals to aspire to attain it 

unassisted  by  others. L ikew ise, unruly  passions and  inordi- . 
nate desires could scarcely be tem pered and subjected to  
reason w ithout the encouragem ent and instruction of 

others. M oreover, it seem s contrary to nature. For a con 

siderable tim e after birth , m an ’s total intellectual and  

m oral helplessness  parallels his physical dependency. E ven  
w hen  he outgrow s th is dual dependency, m an  learns m ore 
profoundly and extensively  by the assistance and contact 

w ith others than he w ould w ere he to live in isolation . 

T hus it is necessary for  m an  to  utilize the  benefits of m any  
trained  m inds in  intellectual m atters.

W ere w e left to ourselves, w e m ight have to w ait a long tim e 
before finding an answ er. W e m ight despair of ever finding  

one and quit bothering about the question.· *

T hus is the necessity of the teacher succinctly stated by  

G ilson. T he sam e author show s the nobility of teaching  
w hen he quotes the w ords of St. T hom as: “ it is a  greater 
th ing to distribute to others w hat one has contem plated  

than only to contem plate.” 4 5

4. A nton C . Pegis (E dit), A  G ilso n  R e a d e r (N ew  Y ork: D ouble

day and C o., 1957), p. 301.

5. Ib id ., p. 311.
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T here is defin itely, then, a relationship w hich exists 

betw een the teacher and betw een G od and the learner. 

E ach is a true cause in the teaching-learning situation . 

E ach is inter-related w ith the other. H erein  lies the sacral 

character of learning. For w e have here the cooperation  

of teacher and  student w ith the providential plan of G od  

for m an. “T he hum an teacher is the m inister of G od in  

achieving the com m unication and constant increase of 

know ledge. T he student is assured that his docility and  

intellectual w ork are the norm al m eans by  w hich  he per

fects his ow n rational nature and sim ultaneously m akes 

a  closer approach to the infin ite truth of G od.” 6

6. Jam es C ollins, S t. T h o m a s: T h e T e a c h e r— T h e M in d (C hi

cago: H enry R cgnery C o., 1959), p. xvi.

7. D e V e r it., X I, 1, c.

T H E E FFIC IEN T  C A U SA L ITY  

O F T H E T E A C H E R

1. T he teacher is m ore than a condition  for learning. 
T he teacher is a true efficient cause in the teaching

learning  situation . A  condition is a circum stance w hich  is 
required  for the w orking  of a cause. It in no w ay suffices 

for the existence of the effect. T he teacher produces a 

real effect, nam ely, the  know ledge  acquired by  the learner. 
H e is m ore than a m ere circum stance for th is effect to  

com e into being. A s w as pointed out above the influence 
of  a  condition is not positive but purely  dispositive insofar 
as it rem oves obstacles w hich prevent the cause from  

acting. B ut “ the teacher leads the pupil to know ledge of 
th ings he does not know  in the sam e w ay  that one  directs  
him self through the process of discovering som ething  he 
does not know .”  W hen som ething com es into existence 7

it m ust have a cause. T he pupil acquires know ledge 

through instruction . T he pupil is the p r in c ip a l efficient 

cause of the know ledge acquired through instruction, but 

as w e shall see later, the teacher, though referred to by  

St. T hom as as an instrum ental or m inisterial cause, also 

exercises a  role as a principal efficient cause, contributing  

in part to the production of the final result— the pupil’s 

know ledge.

2. T he teacher is n o t an occasion. W e have already  

pointed out that an occasion m erely facilitates the pro 

duction of an effect. It is not the cause. For the effect 

could take place w ithout the occasion but not as readily. 
A  bright, cheery and  quiet classroom  is not the cause of 
the pupil acquiring  know ledge but it favors the teaching

leam ing  situation . B ut the cause of the know ledge being  

com m unicated to the pupil is the teacher. T herefore the 
teacher is a true efficient cause and not the occasion of 

the pupil learning.

3. T he teacher is a sec o n d a ry  efficient cause. A ll that 
has been said  about the relation betw een the First C ause 

and all other causes can be applied here as w ell. It has 
already  been show n that secondary causes are true causes.

4. T he teacher is a . p a r tia l efficient cause. Since the 

teacher does not account for the w hole effect he is called  
a partial cause. In the teaching-learning situation the  

causality  of the pupil and  the causality of the First C ause, 

G od, m ust also be considered.

5. T he  teacher  is  a  p h y s ic a l efficient cause in  one  sense; 
a m o ra l cause in another sense. A  physical cause is one
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“w hich produces its effect by its ow n proper pow er and  

action either im m ediately or through an instrum ent” ’ 

W e have seen that the pupil is a physical cause of his 

ow n know ledge since he produces the effect im m ediately  

by his ow n proper pow er, that is, the pow er of his intel

lect. T he teacher, through instrum ents, that is, signs, 

produces the effect through pow er  w hich  is proper to  him .

T hus, before the m ind has the habit, it is not only in acci

dental potency to know these th ings, but also essential 

potency. For the m ind needs a m over to actualize it through 
teaching, as is said in P h ys ic s . B ut a m an w ho already knew  

som ething habitually w ould not need th is. T herefore, the 

teacher furnishes the pupil’s intellect w ith a stim ulus to 
know ledge of th ings w hich he teaches, as an indispensable 

m over, bringing th e intellect from  potentiality to actuality.9

T eaching im plies act, and being m oved bespeaks po

tency. T herefore, the teacher, acting  under its ow n  pow er, 
produces the effect as a p h y sic a l cause using  signs.

In another sense w e can speak of the teacher as a 
m o ra l efficient cause of teaching. A  m oral cause produces 

the effect through  exam ple, persuasion, threat, com m and, 
etc. T o anyone w ho has taught the role of the teacher as 

m oral cause is m ore obvious. H ow ever, as a m oral cause 

the teacher can urge the pupil to go to the library and  

read books so that he w ill gain know ledge. T his is the 
case on the university  level. B ut it is not the role of the 
teacher in  the teaching-learning  situation  w e  are  discussing  

here. It is m uch m ore than m ere persuasion to attain  
know ledge. T his seem s to be im plied in the w ords of St 
T hom as:

8. H art, o p . c it., p. 211.

9. D e V e r it., X I, 1, ad 12.
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In effects w hich are produced by nature and art, art operates 

in the sam e w ay and through the sam e m eans as nature. 
For, as nature heals one w ho is suffering from  cold by w arm 

ing him , so also does the doctor. H ence, art is said to im itate  
nature. A sim ilar th ing takes place in acquiring know ledge. 

For the teacher leads the pupil to know ledge of th ings he 
does not know in the sam e w ay that one directs him self 
through the process of discovering som ething he does not 

know .10

10. Ib id ., X I, I, c.

11. Ib id ., X I, 1, ad 11.

12. Ib id ., X I, 1, ad 4.

18- Ib id ., X I, 2, c.

6. T he teacher is a re m o te cause. T he effect of the 

teaching-learning situation is the know ledge acquired by  

the pupil. T his effect is caused directly by the intellect 

of the pupil but “m ediately by the one w ho teaches. For  

the teacher sets before the pupil signs of intelligib le 
th ings, and from these the agent intellect derives the 

intelligib le likenesses and causes them to exist in the  
possib le intellect.”  T herefore it is said that the teacher 

is a rem ote or m ediate cause in contradistinction to the 
proxim ate  causality  of the pupil. A s w e have already  seen: 

"For the signs are not the proxim ate efficient cause of 
know ledge, but the reason is.”  

11

12*

7. T he  teacher is a  tra n s ien t cause. T his is evident from  

the fact that the “ teacher  or m aster m ust have the know l

edge w hich he causes in another explicitly and perfectly , 
as it is to be received  in  the one w ho is learning through  
instruction .” T hus teaching involves a giving and a re

ceiving. G ilson has sum m ed  it up  very w ell.

N ow causality is the very act by w hich a being gives som e-



th ing of itself to another being, and th is is the reason w hy 

effects naturally resem ble their causes. T he good  teacher then  

loves to im part to his pupils the very best th ing there is in  

him ; nam ely, intellectual life, know ledge, truth . . . T he 

highest rew ard of teaching is the joy of m aking over m inds 
sim ilar, not indeed to ourselves, but to the truth w hich is 
in us.n

M oreover, as St. T hom as points out, teaching is the 

com m unication of know ledge. T he teacher “ c o m m u n i

c a te s the identical know ledge w hich he has him self."14 15 16 

T hus it is  said  that the teacher is a tra n sie n t efficient cause 

in the teaching-learning  situation . ;

14. Pegis, T h e G ilso n  R e a d e r , p. 309.

15. S .T ., I, 117, a

16. E . A . Pace, “St. T hom as T heory of E ducation,” C a th o lic  
U n iv e rs ity  B u lle tin V III , (1902), p. 302.

8. T he teacher is  a  c o o rd in a te d  cause. Since  the teacher 

accounts for only part of the effect he can be called a 

coordinated  cause along w ith G od and the pupil. H e co

operates w ith the other  tw o causes in  a D ivine w ork.

For th is im plies that the hum an teacher, not figuratively but ' 

in a very real sense, cooperates in a divine w ork. H ence, * 
his dignity as w ell as responsib ility. It is m erely no m ean  
service that he is called to perform  in fostering and develop 

ing the sc ie n tia ru m  se m in a  w hich G od him self im plants and  

vivifies.1®

In the teaching-learning situation  each  cause is neces

sary and im portant. W ithout each cause being present 

th is situation could  not occur.

9. T he teacher is a fre e cause. T he teacher, being a  
hum an being, has a free w ill and is thereby enabled  to  

86



act voluntarily . H e is not com pelled nor coerced by the 

pupil the principal cause. H e is a free agent acting 

voluntarily .

10. T he teacher is a  su b o rd in a te d cause. T he teacher 

is said to be a subordinated cause insofar as a secondary 
cause is dependent upon and  subordinated to G od, the 

F irs t C a u se . T he teacher is free to oK er his know ledge to  

the pupil. H ow ever, if the pupil does not cooperate as 
an efficient cause the effect w ill not take place. T hus in  

th is sense the teacher is called  a subordinated cause.

11. T he  teacher  is an  in d ire c t c a u se . In  order  to  under 

stand how the teacher is an in d irec t cause of the pupil’s 

know ledge w e m ust first show how th is know ledge pre

exists in the pupil before it becom es actualized by the  

teacher. T he  know ledge of  the  pupil pre-exists in  an  active  
and com pleted potency. H ealing is an exam ple of th is 

kind  of potency  since the sick  person is restored to health  
by the natural pow er w ithin  him . T herefore St. T hom as 
says: "W hen som ething pre-exists in active com pleted  
potency, the external agent acts only by helping the in 

ternal agent and  providing  it w ith the m eans by  w hich it 
can enter into act.”   T hus the teacher is an indirect 
efficient cause of the pupil’s know ledge. A gain w e appeal 
to St. T hom as w ho  states explicitly that the know ledge of 
the pupil is “caused directly by the agent intellect and  
m ediately by the one w ho teaches.” 

17

18

12. T he teacher is a u n ivo c a l  cause. A s has been  stated  
before a univocal cause is one w hich "has w ithin itself

17. D e V e r it., X I 1, c .

18. Ib id ., X I, 1, ad 11.
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everything w hich it produces in the effect, and it has 

these perfections in the sam e w ay as the effect.” 19 In  dis

cussing the difference betw een the causality of a hum an  

teacher  and  that of an  angel teaching  St. T hom as observes: 

“For one m an  teaches another  as a  kind  of univocal agent, 

and thus com m unicates know ledge in the sam e w ay that 

he him self has it.”  20 It should be noted that St. T hom as 

uses the w ords “as a kind of univocal cause” since the 

know ledge "w hich arises in the pupil through teaching  is 

s im ila r  to  that w hich  is in  the teacher.”  21 T his know ledge 

is not “num erically the sam e” 22 in the teacher and in  

the pupil. T herefore since the cause does not have w ithin  

itself in  e x a c tly  th e  sa m e  w a y  everything  w hich  it produces 

in the effect St. T hom as uses the phrase “as a kind  of uni

vocal cause” w hen he refers to the causality of a m an  

w ho teaches another.

T hat the teacher as a univocal cause becom es even  

m ore clear w hen  one considers the w ords “com m unicates 
know ledge in  the sam e w ay that he him self has it” in  the 

light of the w ords "has these perfections in the sam e w ay 
as the effect.” T he first group of w ords refers to one m an  

teaching another w hile the second  group of w ords refers 

to the action of a univocal agent. For St. T hom as has 

previously stated that know ledge is produced  in  th e  sa m e  
w a y w hether it be by personal discovery or learning  

through instruction . “For the teacher leads the pupil to  

know ledge of th ings he does not know  in  th e  sa m e w a y  
that one  directs him self through the process of discovering 
som ething he does not know .”  2* In both  cases the process

19. Ib id ., X I, I, c.

20. Ib id ., X I, 3, ad 4.

21. Ib id ., X I, 1, ad 6.

22. Ib id .

23. Ib id ., X I, 1, c.
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of reasoning is the w ay in w hich the effect com es about. 

T he teacher causes the effect in  the pupil in  the sam e w ay  

that he acquired  th is know ledge, nam ely, through  a proc

ess of reasoning and th is effect w hich  is the know ledge of 

the pupil is sim ilar to the know ledge of the cause w hich  

produces th is effect.

T herefore the w ords “ in  the sam e w ay” can  be under

stood in  a tw o-fold sense. W hen they are understood  p e r  

m o d u m  e sse  the know ledge of the teacher and the know l

edge of the pupil is said to be s im ila r; w hen these w ords 

are understood p e r  m o d u m  a c tio n is the know ledge  of the 

teacher and the know ledge of the pupil St. T hom as says 
“ . . . he com m unicates the identical know ledge w hich he  
has him self.” 24 T hus it is said that the teacher is a  

univocal cause.

24. S .T ., I, 117, c.

25. D e V e r it., X I, 1, c.

26. S.T ., I. 117. 1. c.

13. T he teacher is an efficient cause “ a d ju v a n d o e t 
m in is tra n d o ."  St. T hom as defines teaching as “to cause 
know ledge in  another through  the activity  of the learner’s 

ow n natural reason.”    W e have already seen that the  
learner ’s intellect is the principal cause in the teaching

leam ing  situation .

2S26

i W e m ust rem ark that the exterior principle, art, acts, not

as principal agent, but as helping the principal agent, w hich  
is the interior princip le, by strengthening it, and by furnish 

ing it w ith instrum ents and assistance, of w hich the interior 
princip le m akes use in producing the effect.26

T hus the learner is the principal cause of his ow n  
know ledge w hile the causality of the teacher is looked
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upon as “adjuvando et m inistrando.”  27 T his phrase is 

used by St. T hom as w hen he speaks of angels28 and is 

applied to the teacher “helping the principal agent” by 

"furnishing it w ith instrum ents and assistance.” T hough  

th is be the case it does not lessen the dignity and im por

tance of the teacher in any w ay w hatever. For “w hen  

anyone  acquires know ledge by  him self, he  cannot be  called  

self-taught, or be said to have been his ow n m aster: be

cause perfect know ledge did not precede in him , such as 

is required in a m aster.” 29 C om m enting on th is view  of 

St. T hom as one author points out the unfavorable recep 

tion it w ould receive from som e m odem educational 

theorists and  “from  the present generation  w hich  is prone 

to adm ire the ‘self-taught’ m an.” 80

T he teacher in a sense is the principal cause of the 
instrum ents used by the pupil in acquiring know ledge. 
O f th is there can be no doubt. “T he external agent acts 

only by helping  the internal agent and  providing  it w ith  

the m e a n s  by 'w hich it can enter into act.’ ” 81 T hus it is 
that St. T hom as  observes  that it is ... “ through  the instru 

m entality , as it w ere, of w hat is told him , the natural 
reason of the pupil arrives at a know ledge of the th ings 

w hich he did  not know .” 82 A s Sm ith  has put it: “ . . . the 

teacher is like the m anufacturer of tools; the learner is 
like the user.”  88

T he teacher does not give the pupil the intelligib le

27. Pace, o p . c it., p. 297.

28. S .T ., I, 112, 3, c.

29. S .T ., I, 117, 1, ad 4.

30. Pace, o p . c it., p. 296.

31. D e  V e r it., X I , 1 . c .

32. Ib id .

33. V incent Sm ith , T h e S c h o o l E x a m in e d (M ilw aukee: B ruce, 
1960), p. 23.
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light but none the less “he is in a certain sense a cause 

of the intelligib le species, insofar as he offers us certain  

signs of intelligib le likenesses, w hich our understanding 

receives from  those signs and  keeps w ithin itself.”  34 35

34. D e V e r it., X I, I, ad 14.

35. C o m m , in  Q u a r t. L ib . S e n t. D is t. l , Q .I, a. 4, qa. 5, sol. 2.

14. T he teacher as m in is te r ia l cause. It is our purpose 

now  to exam ine the precise nature of instrum ental caus

ality since the teacher is a m inisterial cause w hich St. 

T hom as defines as an  intelligent instrum ent. E very  instru 

m ental agent produces its effect by the pow er of the prin

cipal cause com m unicated to it and by its ow n proper 
pow er. Just how does th is statem ent pertain to the teach 

ing-learning situation?

T he m ost basic difference betw een the principal and  

instrum ental causes St. T hom as notes are the follow ing:

For a principal agent acts according to the requirem ent o£  
its ow n form , and so the active pow er in it is som e form  or 
quality having com plete reality according to its ow n nature. 
B ut an instrum ent acts inasm uch as it is m oved by another. 
H ence, it has a pow er proportioned to th is m otion. B ut 
m otion is not com plete being, but it is a w ay of being, as it 
w ere som ething betw een pure potency and pure art . . . A nd  
so the pow er of an instrum ent inasm uch as it is an instru- ■ 
m ent, according as it acts to produce an eSect beyond diat ■ 
w hich is proportioned to it according to its nature, is not 
com plete reality having a fixed being in its nature, but 

incom plete reality .^

From  th is passage it is quite evident that in pointing  
out the difference betw een principal and instrum ental 
causality there are tw o m ajor facts to be noted: (1) the  
pow er of the instrum ent as instrum ent com es from the
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principal agent and (2) th is instrum ental pow er operates 

in producing an effect beyond the natural pow er of the 

agent w hich  receives it. It is to  be  noted  also  that the  effect 

produced in such an instance is in proportion to the 

pow er of the principal agent. T hese are the m ost funda

m ental distinctions to be m ade betw een the principal 

and the instrum ental cause.

In  any discussion of instrum ental causality it is neces

sary to keep in  m ind that the instrum ent is not a purely 

passive th ing subm itting to the causality of the principal 
agent. T his is especially true in the teaching-learning 

situation . W hen  St. T hom as uses expressions such  as "that 

through  w hich  som eone  operates”  36 and  "m oved  m over" 37 

he in  no w ay w ished  to render the m etaphysics of instru

m ental causality static nor did he intend  to dim inish  the 
dynam ism  of being. T hese expressions  represent sum m ary  

conclusions of m uch m ore lengthy  accounts of the nature 

of instrum ental causality . H e leaves no room  for m ere 

occasionalism in th is m atter. T he instrum ent has and  
m ust contribute its ow n proper activity if it is to act as 

an instrum ent. For th is reason it is im portant to distin 

guish the proper pow er of the instrum ent (virtus instru 

m enti) from that pow er w hich it receives from  the prin 

cipal cause precisely as it is an instrum ent (virtus instru- 

m entalis). In  the teaching-learning situation w e have seen  

that the teacher is a transient cause and th is is in accord  

w ith the notion of instrum ental causality . T his seem s to  
be justified by the w ords of St. T hom as w hen he says, 

"the instrum ent is never  used  to  perform  an  act except by  
w ay of a m otion.”  38 A nd again ,

36. S .T ., ΙΠ , 62, I, c

37. C o n t. G e n ., Ill, 21; D e V e r it., X X V II, 4.

38. C o n i. G e n ., II, 21. '
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T he instrum ent does not operate except to the extent that 

it is m oved by the principal agent, w hich operates of itself; 
and therefore the pow er of the principal agent possesses 

perm anent and com plete being nature, w hereas the instru 

m ental pow er possesses transient being received from one 

th ing into another, and th is being is incom plete, just as 
m otion is an im perfect act going from agent to patient.^

T he expression “m oved m over” m akes clear the m ind of 

St T hom as on th is m atter. T hus the instrum ent is con 

stituted as such by the very fact that it is m oved by the 

principal agent.39 40

39. S .T ., H I, 62, 4, c.

40. S .T ., III, 62, 4, ad 3.

41. D e V e r it., X X V II, 4; S .T . Ill, 19, 1, c; III, 62, 1, ad 2; 

In  IV  S e n t. I , 1, 4; C o n t. G e n t., Ill, 69; S .T . III, 19, 1 et 2; III, 19, 
1, ad 2; D e V e r it., X X II, 13; In  IV  S e n t., X IX , 1, 2, 1; Ib id ., I, 
1, 4, 3.

It should also be noted that the instrum ental pow er 
is a physical pow er. H ow ever, th is does not exclude the 

term  or intention  of the action  w hich m ust be taken  into  

account if w e are to establish the instrum ental nature of 
a given th ing. T his instrum ent is constituted th is kind  of 
instrum ent from  the end  of its activity in  w hich it is en 

gaged. In  fact it is to the end that w e m ust look  if w e are 
sim ply to declare som ething as an instrum ent. For if the 

end of an action is such that a particular efficient cause 
in  producing th is action  could  not of its ow n  pow er  either 

intend or bring about that end, then w e m ust conclude  
that the said efficient cause is an instrum ent. N or does 
the fact that the instrum ental pow er is a pow er of the 
physical order exclude  one from  calling  th is instrum ental 
pow er  an  intentional pow er. For  it is intentional inasm uch  

as it refers the observing  intellect to an end w hich is its 
ra iso n  d ’e tre and w hich is com m ensurate w ith it.41
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U p to th is point w e have been concerned w ith the 

exact notion of instrum ental pow er and have view ed it 

in  isolation , as it w ere, from  its operational aspects. L ook

ing at it from  th is operational angle, it is clear that the 

transient m otion received  from  the principal cause by the 

instrum ent m ust precede the proper m otion or action of 

the instrum ent. St. T hom as im plies th is in his use of the 

expression “m oved m over.” If the distinction betw een  

the m o v e d  and the m o v e r is to m ean anything, the tran

sient m otion m ust be received by the instrum ent previ

ously. T here is m ore than the sim ply  com bined energies 

of the tw o causes to produce th is effect. A nd  w e have seen  

that the instrum ental pow er in producing an effect be

yond its native pow ers does th is precisely because it has 
received  a pow er from  the principal agent w hich is m ore 

precisely noted as a transient m otion. T he sim ultaneous 

m otion of the principal and instrum ental causes is true 

only in the operational order, in the order of second act. 

B ut such an  order presupposes som ething prior by w hich  

the agent is constituted  as a  cause. In  instrum ental causal

ity  such a  presupposition  is the instrum ental pow er. T hus 

St. T hom as speaks of the instrum ent receiving its instru 

m ental pow er in a tw o-fold  w ay: one w hereby it is con 

stituted an instrum ent in  w hich case it receives the pow er 
inchoatively, as it w ere; the other w hen it is actually  

m oved by the principal agent to produce the effect.42 * For 

St. T hom as the m ost basic m otion of any instrum ent to  

the  extent that it is an  instrum ent lies  in  the  fact that "the 
th ing m oved m oves; and so, just as the com plete form  is 

related  to  an  agent acting  of itself, so  the  m otion  by  w hich  
the instrum ent is m oved by the principal agent is related  
to the instrum ent.” 4’

42. In  IV  S e n t., I, 1, 4, 5.

48. D e V e r it., X X V II, 4, c.
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A s  w e  have already  pointed  out the  fact that St. T hom as 

describes the instrum ent as that through w hich som e 

agent operates th is m ust not be construed  in the light of 

som e kind of a passive subm ission  to the principal cause. 

T he instrum ent very defin itely has an active and  proper 

part to play in  the actual production  of the effect. In  fact 

the instrum ental action  w ould  be im possib le w ithout the 

instrum ent exercising its proper action . T hus St. T hom as 
points out: “every instrum ental agent accom plishes the 

action of the principal agent through som e action  proper 
and connatural to itself.” 44 A nd on another occasion he 

affirm s that “the instrum ent does not perform  that action  
w hich exceeds its proper nature unless it exercises som e 

connatural action .”  45

44. C o n t. G e n ., I I , 21.

45. T ie V e n t., X X V I, 1, c.

46. S .T ., III, 64, 5, c.

W hen the A ngelic D octor states that “the instrum ent 
does not act according to its ow n proper form  or pow er, 

but  according  to  the  pow er  of that by  w hich  it  is m oved,” 46 

he does not contradict him self. It sim ply m eans that the 

instrum ent considered as instrum ent does not act by its 
ow n pow er but by the instrum ental pow er w hich is due  
to  the  m ovem ent of the instrum ent by  the principal agent. 

T he native pow er (virtus instrum enti) of the instrum ent 
can  never  constitute the instrum ent as instrum ent, though  
it does m ake it th is or that kind  of instrum ent. N everthe

less, the instrum ental exercise of pow er is im possib le  
unless the native pow er of the instrum ent be exercised .

; In any  discussion  on  instrum ental and principal caus

ality  there  m ust be  som e  m ention  m ade  of  “causal unicity.”  
Sim ply, it m eans that in regard to the total production  
of the effect there is one operation of tw o causes. T hey  
do not w ork as tw o but as one, though in the order of
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causality one is principal and the other is instrum ental. 

T he one total effect flow s from the one operation that 

involves  the principal cause using  the pow er that is proper 

to  the instrum ent and  the instrum ental cause  participating  

transiently in the potver of the principal cause w hich it 

has received into itself.47

B y  reason  of th is “causal unicity” the sam e effect m ust 

be totally attributed  to the instrum ent and totally attrib

uted to the principal agent. T his fact is w ell w orth  noting  

for it determ ines the instrum ent as a true cause and  not 

a m ere occasion or causal partnership on the basis of 

equality. St. T hom as explicitly  points out that the instru 

m ental cause does produce the total effect.48 B ut the an 

sw er to h o w  it does th is is found in the explanation of 
"causal unicity.”

In conclusion w e m ay say that, according to the m etaphysics 

of St. T hom as A quinas, the instrum ental cause in union  w ith  
the principal cause does produce the entire effect, so that 
the effect m ay be w holly attributed to the principal cause and  
w holly to the instrum ental cause. T his is explained by the 

causal unicity that obtains betw een the principal and instru 

m ental causes w hich is effected by the participation of the  
instrum ental cause in the pow er of the principal cause by 

m eans of intrinsic reception of the instrum ental pow er from  
the principal cause.49

In th is discussion on the nature of the instrum ental 
cause w e have attem pted to show  the im portance of th is 
type of causality in the m etaphysical portrait. In addition

47. E m m anuel Sullivan, "Instrum ental C ausality and the Pro

duction of the T otal E ffect,” (U npublished  m aster ’s thesis, C atholic 
U niversity of A m erica, School of Philosophy, 1957), p. 47.

48. C o n t. G e n ., Ill, 70; S .T ., III, 19, 2, c.

49. Sullivan, o p . c it., p. 49.
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to its ow n  proper pow er as an  instrum ent it also contrib 

utes totally to the production of the effect. T his gives 

instrum ental causality a dignity w hich distinguishes it 

from  m ere occasionalism  and gross servitude. It now  be

com es our task to apply these m etaphysical notions of 
instrum ental causality to the instrum ental cause in the 

teaching-learning  situation .

SU M M A R Y

T hough  m an  is able to com e to a know ledge of th ings 
on his ow n, he w ould be intellectual im poverished w ere 
he to depend on th is m ethod alone for his know ledge. 
For a considerable tim e after his birth m an ’s total intel

lectual and m oral helplessness parallels his physical de

pendency. H e learns m ore profoundly  and extensively  by  

the assistance  and  contact w ith  others. T he necessity  of the  
teacher is seen to be evident in the light of such  

considerations.

T he teacher is a real and true efficient cause of the 

know ledge  produced  in  the  learner. A  defin ite  relationship  
is encountered w ith G od, the First C ause in w hich lies 

the sacred character of teaching.

T he teacher  is no  m ere  condition  or  occasion  for  learn

ing. T eaching  is an activity w hich is truly causal. It co 

operates w ith the causality of G od and the pupil to pro

duce a defin ite effect. Specifically , w e designate the caus

ality  of the teacher  as secondary, partial, rem ote, transient, 
free, indirect and univocal. In one sense the teacher is 
also  a  physical cause and  in  another sense  he  is  also  m oral.

. T hough  St. T hom as refers to the teacher as a m in is te r ia l  
cause he can also be regarded as the principal of those 
instrum ents  w hich  the  pupil uses to  actuate his  know ledge.
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CHAPTER V

PRACTICAL APPLICATIONS IN 
THE TEACHING-LEARNING 

SITUATION

T hus far in th is discussion on the efficient causality  

of the teacher in the teaching-learning  situation w e have 

seen that the teacher is a true cause and not a m ere con 

dition  nor  occasion  in  the  production  of the  effect, nam ely, 

the student's know ledge. W e have classified the causality  

• of the teacher as secondary, partial, physical in one sense 
and m oral in another, rem ote, transient, free, subordi

nated, indirect, univocal and instrum ental. N ow  w e ask  
the question: W hat does th is type of causality  on  the part 

of the teacher m ean in the practical order in regard to  
the teaching-learning  situation?

'1 . T e a ch in g  is  n o t in d o c tr in a tio n . In teaching “a m an  

is said  to cause know ledge in  another through  the activity 
of the learner ’s ow n natural reason.” 1 In other w ords, 
one learns through teaching by applying general self- 
evident princip les to certain defin ite m atters and thus 
arriving at know ledge of th ings he did not know . T he  

true teacher leads the pupil to know ledge by  a reasoning

. 1. D e V e r it., X I, 1, c.
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process. O n the other hand, indoctrination has been  

term ed “ intellectual im position” 2 by som e because the , 

teacher does not relate the m atter to self-evident princi

ples. In th is case it w ould  be opinion or faith that is the .

2. Francis C . W ade, “St. T hom as and T eaching,” S o m e  P h ilo so - . 
p h e rs o n  E d u c a tio n  (M ilw aukee: M arquette U niversity Press, 1956), !! ;
p. 82. u '

X X X V  (1950), p. 14.

5. D e  V e r it., X IV , 10, c.

basis for the pupil accepting the particular conclusions .

of the teacher. St. T hom as explains: “B ut, if som eone  j

proposes to  another  th ings w hich are not included  in  self- J

evident princip les, or does not m ake it clear that they  !

are included, he w ill not cause know ledge but, perhaps, j

opinion  or  faith .” 3 T hus he enum erates  the qualifications . I|

of a good teacher as three: “ s ta b ility , that one m ay never  gi

deviate from the truth; c la r ity , that one m ay not teach . g|

w ith obscurity; u tility , that one m ay seek G od ’s honor ·  !{

and glory and not his ow n.”  4 I

D oes th is m ean that the authority of the teacher is I

destroyed? M ost certain ly not. "A t the outset of his teach-,, I

ing, how ever, he does not explain  to his pupil the intelli;. I

gible princip les of the th ings to  be know n  . . . the teacher  |

proposes som e th ings, the princip les of w hich the pupil d

does not understand w hen first taught, but w ill know  |

later w hen he has m ade som e progress in the science.” 5  |

T his is not indoctrination strictly speaking because the · :i

learner  can  eventually  connect these propositions  accepted  |1
on  faith w ith foreknow ledge w hich he has and  thus enjoy  | J

the  certitude  w hich  the  teacher  had  claim ed  for  them . jp  ;

O ften it is alleged  that pupils of a C atholic education .

are  prim e exam ples of indoctrination . T his is a  false accu- ii

3. Ib id .

4 . T hom as K ane, “N oblest T eacher of T eachers,” D o m in ica n ·

99



sation . “For in the teaching  of religious know ledge, there 

is, on the part of the learner, a foreknow ledge, possessed 
by the light of faith , w hich the hum an teacher m akes 

explicit.” ® A nd so St T hom as m akes th is analogy be

tw een faith  and teaching: “T he articles of faith stand in  

the sam e relation to the doctrine of faith as self-evident 

princip les to teaching based on natural reason.”  7

2. T e a c h in g  is a  c o o p e ra tive  a r t. It has already been  

pointed  out that every babe is born  a self-activist, that is, 

as a student he is able through discovery to com e to a  
know ledge of th ings since know ledge pre-exists in the 

learner potentially . B ut it does not follow  from  th is that 

the teacher m erely  exists “ to provide an  environm ent that 

induces educative or developing activities.”  N or can  
one agree that “ the function  of the teacher m ust change 

from  that of cicerone and dictator to that of w atcher and  

helper.”   T his attitude tow ard the teacher has resulted  

from a gross m isconception or com plete ignorance of 
T hom istic teaching. T hough he is bom  a self-activist, 

the student at first possesses know ledge only in  potential

ity , so that “ the teacher w ho has the know ledge as a 
w hole explicitly  can lead to know ledge m ore quickly  and  

easily than anyone can  be led  by him self.”  It is in th is 

sense that w e can apply the dictum “A rt im itates na

ture.”   T he teacher leads the child to the know ledge

8

9

10

11

6. V incent E . Sm ith , T h e  S c h o o l E x a m in e d  (M ilw aukee: B ruce, 

I960,, p. 20.

7. S .T ., II-II, 1, 7, c.

8. John D ew ey, In te re s t a n d E ffo r t in E d u ca tio n (B oston: 
H oughton M ifflin C o., 1913), p. 96. (C ourtesy of M rs. John D ew ey)

9. John D ew ey, S c h o o ls o f T o m o rro w (N ew Y ork: D utton &  
C o., 1915), p. 172.

10. D e V e r it., X L 2, ad 4.

11. Ib id ., X I, 1, c.
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of th ings he does not know in the sam e w ay that one  

directs him self through the process of discovery. T here

fore, the true teacher cannot be called  a “ taskm aster w ho  
assigns lessons in a prescribed book, w ho hears the young  

recite w hat the book says and w ho tests and grades his 
pupils on the basis of their ability to ‘hand back ’ that 

w hich they have studied .” 12

T eaching is a cooperative art involving G od, teacher 

and pupil. W e have seen in som e detail how  each plays 
a part in the teaching-learning situation . !

3. T h e n e c e ss ity o f th e te a ch e r . In our tim e m aterial |

progress has produced m any inventions w hich ought to  I

benefit the student greatly. R adio, television , and the  | i

m otion pictures are the m echanical devices that are being  | *

used, along w ith books, for teaching  purposes. T he ques- |

tion w hich  arises at once is: W ill these m an-m ade in  ven- |

tions replace the hum an teacher? A ccording  to T hom istic  |

doctrine th is w ill never happen. For the student w ill I j

alw ays be bom in potentiality for know ledge, and the  |

teacher, w ho possesses in act w hat the student possesses i

only  in potential, w ill alw ays rem ain  of service to the stu- J ‘

dent. T hough tim es change and m ethods of teaching im - 
prove, hum an nature does not change. T he teacher is a  
“dynam ic factor” ,s as is the learner; tw o living intellects Λ

com ing into contact G ilson observes: “ in other w ords, i

unless he is actually th inking aloud  and  engaging  his ow n  Ji i

intellectual activity in his lecture, the teacher does not i

really teach. Incidentally , th is is one reason w hy it is î î

doubtful that any  m echanical device w ill ever replace the  ‘

actual presence of the real teacher. O nly one living intel-

12. John L . C hilds, A m e r ic a n  P ra g m a tism  a n d  E d u c a tio n (N ew  fl'

Y ork: H enry H olt & C o., 1956), p. 347. !i ’< i

13. M aritain , o p . c it., p. 31. : <
’ J  / Ή i
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le c t, patiently  preceding us on  the w ay to truth , can  effec

tively teach us h o w  to  th in k .”  1 4 T hus all the appliances 

and  equipm ent used in learning  are but the m eans to an  
end. T hese th ings are “but a tributary  to learning, to the 

acquisition  o£  w isdom . O ur  devotion to the w ays of know 

ing  should not blind us to the end-results of know ing.” 15

14. Pegis, T h e G ilso n R e a d e r , p. 306.

15. Jam es H . O ’H ara, T h e L im ita tio n s o f th e E d u c a tio n a l  

T h eo ry o f J o h n D e w e y (W ashington: C atholic U niversity Press, 
1929), p. 92.

16. John D ew ey, D e m o c ra c y a n d E d u ca tio n (N e w  Y ork: M ac

m illan , 1916), p. 372.

17. O 'H ara, o p . c it., p . 95.

18. M ary H . M ayer, T h e  P h ilo so p h y  o f T e a c h in g  o f  S t. T h o m a s  
A q u in a s (N ew  Y ork: B ruce, 1929), p. 23.

19. R ev. B an E ndslow , "T he E ducational T heories, of Jacques 
M aritain ,"  U npublished  m aster ’s thesis. C atholic U niversity, D epart

m ent of E ducation, 1951), p. 53.

20. S .T ., II-II, 1, 7, ad 2.

21. R . A . K ocurek, "St. T hom as o n  Study,” T h o m is tic  P r in c ip le s  
in  a C a th o lic S c h o o l (St. L ouis: H erder, 1943), p. 30.

22. D ew ey, D e m o c ra c y a n d E d u c a tio n , p. 188.

4. T h e te a ch e r d o e s n o t m e re ly  s tim u la te th e m in d . 

T his is an im portant point to be noted in light of the 
teaching of som e m odern theorists w ho see the teacher ’s 
role as one w ho “ is to furnish the environm ent w hich  

stim ulates and directs the learner ’s course.”  In the 
acquisition of know ledge, in passing from  the know n to  

the unknow n, the intellect of the learner is not in pre

cisely the sam e situation w ith regard to every one o f  its  
objects of cognition. Som e it grasps intuitively; others it 
reaches by bringing out to explicit know ledge w hat is 

contained im plicitly in  self-princip les. “Just here it needs 
the teacher, not sim ply as a guide, but as one w ho by  

his w ords sets the intellectual faculty in m otion and to  
th is extent causes its advance in know ledge.”  T his 

necessitates the possession by the teacher of a com plete 
and  perfect know ledge of w hat he teaches. For "the actu

ality  of the child ’s potential depends on the com pleteness 

and perfection of the teacher ’s know ledge.”  T herefore  

16

17

18

the teacher is m uch  m ore than  one W ho offers m ere stim u

lus to learning if he “possesses a know ledge w hich the 
student does not have and that the teacher actually com 

m unicates th is know ledge to the student w hose m ind is a  

‘tabula rasa,’ as A ristotle put it.” 19

T hus St. T hom as speaking on the progress m ade in  

know ledge rem arks that the teacher has th is know ledge 

in a  perfect w ay  w hich  he im parts to the learner little by  
little and according to the pupil’s capacity.20 T his also 
im plies a certain am ount of response on the part of the 
pupil w ho cannot sit passively in a classroom  and expect 

to acquire know ledge. “H is m ind m ust be active at all 
tim es, attem pting to follow  the reasoning indicated  by the 

teacher.”  21

H ow  different th is concept of the teacher ’s role is from  

that of D ew ey  w hen  he w rites that “no thought, no idea, 
can possib ly be conveyed as an idea from  one person to  
another . . . w hen  the teacher has provided  the conditions 

that stim ulate th inking and has taken a sym pathetic  atti- 
titude tow ard the activities  of the  learner by  entering  into  
a com m on or conjoint experience, all has been done  

w hich a  second party  can  do to instigate learning .. . the 
teacher is a learner, and the learner, w ithout know ing it, 
a teacher.”  22 It is true that the teacher com m unicates his 
ideas by m eans of sensib le sym bols. "From  the sensib le 
sym bols, w hich are received into the sense faculty, the 
intellect takes the essence w hich it uses in producing
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know ledge in itself.” 23 24 25 26 A nd accordingly it follow s that 

“w hosoever learns from  m an does not receive know ledge 

im m ediately from the intelligib le species w hich are in  

his m ind, but through sensib le w ords, w hich are signs of 

intellectual concepts.”  24

23. D e V e r it., X I, 1, ad 4.

24. S .T ., III, 12, 3, ad 2.

25. W illiam  F. C unningham , T h e  P iv o ta l  P ro b lem s  o f E d u c a tio n  
(N ew Y ork: M acm illan, 1940), p. 141.

26. K ocureck, o p . c it., p. 30.

T o som e extent it is true that in order to th ink the 

student m ust w restle w ith the problem  at first hand, seek 

ing and finding his ow n w ay out. “ . . . and th inking  in  

the sense of reflective thought arises only w hen w e are 

confronted  w ith  a  problem .”  25 For it is not sufficient that 

the teacher furnish the subject m atter, no m atter how  

orderly it m ay be presented. T he m ind of the student 

m ust be active in  any  acquisition  of know ledge. In  accord 

ance w ith  the first princip les of  reason  and  w hat he  already 

know s to be true, he accepts or rejects w hat is proposed  

to him . “T hus it is by the im m anent activity  of the stu

dent ’s m ind that he acquires any know ledge.”  28

B ut if D ew ey im plies that the student m ust seek and  

find, that is, discover for him self, w ithout the aid of a 

teacher, w hatever he know s, the statem ent is not true. 

For as w e have already indicated St. T hom as points out 

tw o w ays of acquiring know ledge, w ithout a teacher by  

discovery and w ith a teacher through instruction . W hen  

he suggests that the student m ust w restle w ith the prob 

lem  at first hand and that the teacher can best help by  

entering into a com m on  or conjoint experience it is very 

m isleading. It seem s to argue for the necessity of actual 

experience of w hatever is know n. If that m ust be the 

case, then D ew ey him self supplied his ow n answ er w hen  
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he w rote: "O ne can be insane w ithout know ing he is 

insane, and one m ay know  insanity  w ithout being crazy; 

indeed absence of the direct experience is said to be an  
indispensable condition of the student of insanity.” 27

27. John D ew ey, E x p e r ie n ce  a n d  N a tu re  (C hicago: O pen  C ourt, 
1925), p. 18.

28. “T his does not m ean that the teacher is to stand off and  
look  . . D e m o cra c y  a n d  E d u c a tio n , p. 188.

29. D e V e r it., X I, 2, a

50. Ib id .

51. Ib id ., X I, 1, ad 9.

32. S .T ., Π -Ι1, 18, S, ad 3.

A lthough  D ew ey  hesitates to  reduce the teacher to the 

status of a m ere onlooker,28 he does som ething w orse by  
reducing him  to state of a learner. T his error is also re

futed in the w ritings of St. T hom as w hen he points out t

that a m an cannot be his ow n teacher nor be said to  |

teach him self.29 T herefore, as teacher he cannot also be  ;

learner. W hen  one speaks of a  m an  as being “self taught”  I

he is speaking of teaching  in an im proper sense. For the  |

nam e of teacher im plies the possession of'know ledge 

w hich is being taught.30 * 32

5. T e a c h in g is “ tru th  c e n te re d .” T hese days there is i

m uch talk about w hether teaching should be “child- 
centered” or “subject-centered.” In an analysis of the  i|

teaching-learning situation according to the w ritings of 
St. T hom as, it is not too difficult to conclude the Saint’s

view  on the m atter. From  all that has been said so far it·  ,

becom es evident that all true teaching is actually “ truth- j

centered.” “M an can truly be called a true teacher inas- i

m uch  as he teaches the truth  and  enlightens the m ind.”  81

A nd  in  another place he reiterates: "T eaching  consists in  H

com m unicating a truth m editated beforehand.” 82 fi

T hus in the com m unication of truth lay the vocation  | · .
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of the teacher. “N o doubt it is to and for the students 

that truth is taught, and in that sense the know ing stu 

dent is the end of teaching.” 33 T herefore “ love of truth  

— w hich is the prim ary tendency of an intellectual na

ture” 34 is a fundam ental disposition w hich should be 

fostered in the principal agent and th is is the very basis 

of education . For “ teaching causes truth to be in other 

m en so that they can  m ore easily  attain their end.” 35

H erein lies the joy of teaching, that is, “ the joy of 

m aking  other m inds sim ilar, not indeed to ourselves, but 

to the truth w hich is in us.” 36 T rue freedom  results 

from  teaching truth because “teaching  results in the free

ing of the m ind through the m astery of reason over the 

th ings learned.” 37 T he truly learned m an is a m an of 

truth and the truth m akes him  free. A nd the possession  

of th is freedom  can never be taken aw ay. It is for th is 

reason that every dictator from  the daw n of history has 

m ade the educated and learned the prim ary object of 

persecution . For their freedom  is intangible to fire, sw ord  

and chain . T herefore to destroy their freedom he m ust 

destroy  the m an.

T he m an of truth cannot be w ithout virtue. “T ruth  

visits those w ho love her, w ho surrender to her, and th is 

love cannot be w ithout virtue. For th is reason, in  spite of 

his possib le defects, the m an of genius at w ork is already 

virtuous; it w ould suffice for his holiness if he w ere m ore 

com pletely his true self.” 38 T hus truth is not easily ob-

33. W ade, o p . c it., p. 84.

34. M aritain , o p . c it., p. 36

; 35. W ade, o p . c it., p. 85.

36. Pegis, T h e G ilso n  R e a d e r , p . 3 0 9 .

37. M aritain , Ib id ., p. 49.

38. A . G . Sertillanges, T h e  In te lle c tu a l L ife  (W estm inster, M ary

land: N ew m an Press, 1959), p. 19.
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tained  but com es only to those w ho seek it diligently  and  
w ith effort. “T ruth in any line of endeavor is very diffi

cult to obtain; the history of its acquisition is a record 

of untold effort and patient research.”  39 40

39. O ’H ara, o p . c it., p. 84.

40. Joseph D eA ndrea, “ P h ilo so p h y o f M a n  A c c o rd in g to  K a r l 
M a rx  a n d  J o h n  D e w ey :  A  C o m p a ra tiv e  S tu d y ,"  (U npublished m as

ter ’s thesis, C atholic U niversity, D epartm ent of E ducation , 1956), 

p. 30.

41. John D ew ey, R e co n s tru c tio n in P h ilo so p h y (N ew Y ork: 

H enry H olt &  C o., 1920), p. 121.

42. John D ew ey, E ssa y s in  E x p e r im e n ta l L o g ic (C hicago: U ni

versity of C hicago Press, 1916), p. 76. .■

O ne can  readily see how  im portant a  “ truth-centered"  
notion  of teaching  is. T he construction  of the curriculum  

is the result of one ’s outlook  on th is question of w hether 

teaching is “child-centered” or “subject-centered” or 

“truth-centered.” In traditional philosophy, truth and  
falsity w ere thought of in term s of objective conform ity  

and non-conform ity in regard to reality . “D ew ey rejects 

such an  outlook, on the one side because it w ould im ply 

a form of dualism , and on the other side because the 
existential situation of know ledge  excludes all fixity: it is 

an endless process.”  «

For D ew ey, then, the criterion of truth cannot be a  

static conform ity w ith an absolute. “K now ing . .. m eans 
a  certain  kind  of intelligently  conducted  doing.”  41 42 T hink 

ing is activity in itself, "perform ed at specific need, just 

as at other need w e engage in other sort of activity.”  a  
T hus any intellectual operation is a kind  of “doing” and  
a  tool of action . It is in th is quality  of activity that truth 

or falsity can be found.

Its active, dynam ic function is the all-im portant th ing about 
it, and in the quality of activity induced by it lies all its
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tru th  a n d  fa ls ity . T h e  hypothesis that w orks is tru e one; and  

truth is an abstract noun applied to the collection of cases, 
actual, foreseen and  desired , that receive confirm ation in their 
w orks and consequences.4^

W ith th is flu id  understanding of the concept of truth  

one can begin to realize the devastating effect that is 

brought to bear on the curriculum  of the school.

Since the curriculum is alw ays getting loaded dow n w ith  

purely inherited traditional m atter and w ith subjects w hich  
represent m ainly the energy of som e influential person or 

group of persons in behalf of som ething dear to them , it 
requires constant inspection, criticism , and revision to m ake 
sure it is accom plishing its purpose.4 *·

T he w orth of the curriculum is m easured to “ the 

extent to w hich (it is) anim ated by  a social spirit.” 45 For 

the  curriculum  should “present situations  w here problem s 

are relevant to the problem s of living  together, and  w here 

observation and inform ation are calculated to develop  
social insight and interest.”  46 T hus m any m odern educa 

tional theorists have one rem edy w hich they are alw ays 

proposing as the solution to all educational ills and that 

is: change the curriculum  by either adding to it or sub 

tracting from it. N othing is stable; all truth is relative. 

T hus w e have the “com prehensive high school” proposed  
and urged “for as the curriculum  is narrow ed, so is the 

opportunity for a m eaningful program .”  47 A nd th is so-

43. John D ew ey, R e c o n s tru c tio n in  P h ilo so p h y , p. 156-57.

44. D ewey, D e m o c ra cy a n d  E d u c a tio n , p. 283.

45. Ib id ., p. 415.

46. Ib id ., p. 226.

47. Jam es B . C onant, T h e  A m e r ic a n  H ig h  S c h o o l T o d a y (N e w  
Y ork: M cG raw -H ill, 1959), p. 77.
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called  m eaningful program  involves “the  teacher  (w ho) sits 

on  the sam e level as the student, discussing  the truth  as it 

appears to each. T he individual adjustm ent w hich each  

m akes to the truth is then upperm ost, and  as the teacher 

exam ines, he can  also be exam ined.”  48

48. G e n e ra l E d u c a tio n  in  a  F re e S o c ie ty (C am bridge: H arvard  
U niversity Press, 1955), p. 246-47.

49. M ark V anD oren, L ib e ra l E d u c a tio n (B oston: B eacon H ill 
Press. 1959), p. 177-78.

50. Pegis, o p . c it., p. 227.

O ne of A m erica ’s m ost distinguished m en of letters 

has sum m ed up very w ell the dam age that has resulted  

from  an  objective recognition of truth:

T he last generation of students m ay never fo rg iv e  its teachers 
w ho taught contem pt and fear for the truth . T he distinction  

they m ade w as one betw een fact and opinion, not one be

tw een opinion and truth . . . T o  say that truth is better than: 
falsehood is not to speak vaguely. It is m ore pow erful, it is 
m ore interesting, and it is less lonely ... It is the love of 

truth that m akes m en free  in the com m on  light of day.49

T hus it is that w e say  that teaching  is “ truth-centered.”  
T he teacher and  educator w ho takes th is as his position  

w ill build on  firm  ground instead  of shifting  sand.

6 .  T h e  te a c h e r  is  a  c o a d ju to r  o f G o d . B ecause it is his 
task to com m unicate truth to others the teacher is in a  
very special w ay a servant of G od. For in  doing th is w ork  
he im itates the D ivine life. “T o contem plate truth by  
his intellect and to com m unicate it out of love, such is 
the life of the D octor. It is an exalted hum an im itation  
of the very life of G od.” 50

A sa  teacher he  cooperates w ith  G od  in  causing  know l-
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sledge in-the learner. “T he teacher, then, m ust share in  

j· the W isdom  w hich is from  the beginning  and  after w hich  

a ll th ings that are have been m ade.” 51 B ecause of its 

affin ity w ith the D ivine, teaching is a m ost noble profes

sion . “If the teacher is a coadjutor  of G od in the train ing  

‘ and developm ent of souls, then all other hum an w ork  

‘ pales into insignificance.”  52  * ‘

51. B rother S. E dm und, F.S.C ., "T he A im and O bligation of 
the School," P ro c e e d in g s o f th e W e ste rn  D iv is io n  o f th e A m e r ic a n

■.C a th o lic P h ilo so p h ic a l A sso c ia tio n (A pril, 1941), p. 85.

52. E dw ard F. Fitzpatrick, E x p lo r in g  a T h e o lo g y o f E d u c a tio n  

(M ilw aukee: B ruce, 1950), p. 125.

• 53. V incent Y zerm ans (ed .), P o p e P iu s S p e a k s o n E d u ca tio n ,

p. 167.

54. R ichard H . T ierney, T e a c h e r a n d T e a c h in g (N ew Y ork: 
L ongm ans, G reen & C o., 1915), p. 11. (C ourtesy of D avid M cK ay  

C om pany)

55. D e P e r it., X I, 1, ad 7.

B ecause of the sublim e dignity of his calling teachers 

are obliged to “be im itators of the only D ivine M aster, 

Jesus C hrist,” 55 as Pope Pius X II has w arned. A s one 

author has stated: C hristian teachers “should conceive  

unto them selves C hrist, their prototype, the great 

teacher.” 54

A s  w e have seen  St. T hom as  points out that G od  alone 
teaches interiorly and principally by im planting in the 

learner  the light of reason  by  w hich  self-evident  princip les 

'.becom e evident. B ut “m an is said to teach the truth , al

though he declares it exteriorly, w hile G od teaches inte

riorly.” 55 T hus there is an intim ate relationship betw een  

G od and the hum an teacher. T he G od-given intellect of 

;,the learner is strengthening the intellect of the learner 

■ “ inasm uch as he proposes to the discip le the order of 

: princip les to conclusions, by reason of his not having  
sufficient collating pow er to be able to draw  the conclu-
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sions from  the princip les.”  56 H erein  is evident the dignity

60. W ade, o p . c it., p. 84.

61. S .T ., I , pp. 117-119.

62. K evin O ’B rien, T h e  P ro x im a te  A im  o f  E d u c a tio n  (W ashing

ton: C atholic U niversity Press, 1958), p. 240.

and  sacral character  of the “teaching triangle,"  as it w ere. |

T hus to cause know ledge in another is to cause one

to becom e like G od. For to becom e like G od is the last 
end  of all th ings.57 In  the w ords of G ilson: “O nly, because  

thought is the highest and  m ost noble form  of activity in  
nature, m an is the highest and  noblest am ong the know n  I

im ages of G od. If to teach is to cause others to th ink, it if

is to help them in becom ing not only like unto their  H

m asters but unto the M aster of their m asters, G od.”  58 ί

A nd  so the true teacher  w ill leave an  incorruptib le m onu- ij

m ent behind  since he  w ill leave “.... C hrist reproduced  in  j

another hum an soul. T he teacher ’s w ork  is done. G enera- i]

tions w ill call them  blessed .”  59  j

Father W ade has pointed out in  his article60 that St. i

T hom as  explains how  m an  shares in  the  divine providence  >{

of the w orld by acting on or w ith other m en. H e picks H i

out only tw o actions of m an: the first is teaching, the  ip

second is the procreating of offspring.61 62 * T hus it is that ij :

the teacher is a cooperator in the C hristian form ation of | ■

the pupil. ■

T hough he is unable to c a u se  g o o d n e ss  o r  g ra c e  physi- I

cally  in  his students, the teacher  can  act as an  “ im petrator 'j

before the throne of G od, praying the G iver of all gifts | i

to show er H is grace on the souls of these students; he  j

should  pray for them  because these students represent his  H

ow n  apostolate for the kingdom  of G od.”  68  j j

56. S .T ., I, 117, 1, c.

57. C o n t. G e n ., Ill, 20.

58. Pegis, o p . c it., p. 309-10.

59. T ierney, o p . c it., p. 11.

Pegis, o p .
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SU M M A R Y A N D C O N C LU SIO N

In  th is study  of the efficient causes of learning  w e have 

attem pted to delineate the precise role of G od, the pupil 
and the teacher in the teaching-learning situation.

W e have seen that G od  is the First C ause of all being. 
T hrough H is D ivine Providence H e not only preserves 
all beings in existence but H e also concurs in the action  
of every created  agent by  giving it its pow er to act, m ov 

ing it to act and producing the effect w hich it produces. 
In the execution of D ivine Providence G od uses inter 

m ediaries thus establishing an order in w hich certain  
hum an beings govern and direct certain other hum an  
beings. In education that is the case w ith parents and  
teachers w ho  are cooperators in  the divine  order of th ings. 
In the teaching-learning situation G od is the Principal 
T eacher since it is H e W ho  gives the created intellect its 
intellectual pow er and im presses on it the intelligib le 
species. Since H e concurs in the actions of all created  
agents w e can  say that H e m oves the teacher  to teach  and  
H e m oves the learner to learn w ithout infringing upon  
the free w ill of either one.

T he pupil, along  w ith the teacher, is a  secondary  cause 
under G od for w hatever is learned through the coopera 

tive activity of teaching and learning. W e have seen that
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the learner is a proxim ate, physical, im m anent and free 

cause of his ow n know ledge. B ecause he is a free agent 

he has the pow er of acting directly and indirectly; posi

tively and negatively. T he high point of our discussion  

on the pupil in the teaching-learning  situation  is the fact 

that he is the principal cause. T hough he is dependent 

on G od  and  the teacher he, nevertheless, has w ithin  him 

self the interior princip le that enables him  to reduce the 

know ledge he has in  potency to  the state of actuality.

In our discussion on the efficient causality of the 

teacher w e saw how  m an ’s total intellectual and m oral 

helplessness parallels his physical dependency. B ecause he 

learns m ore profoundly  and extensively  by the assistance 

and contact w ith others it is necessary for m an to utilize 

the benefits of  m any  trained  m inds in  intellectual m atters. 

T hus the teacher ’s role becom es one of necessity rather 

than  choice. ;

W e saw that the teaching-learning situation is a co

operative  activity  in  w hich  the three efficient causes— G od, 

the pupil and the teacher— -are inter-related . T hus is the 

sacred character of teaching and learning w herein the 

teacher and  pupil cooperate in  carrying  out the providen 

tial plan  of G od  for m an.

M ore specifically , w e saw that the teacher is m uch  

m ore than a m ere condition for learning. N or is the 

teacher a m ere occasion that facilitates the production  of 

know ledge  w ithin  the  student. O n  the  contrary, the  teacher 

is a  real and  true efficient cause  w hereby  the  student com es 

to know  that w hich he did not know  before. W e can say  

that the teacher is  a  secondary, partial, physical and  m oral, 

rem ote, transient, free, indirect and univocal. W e have 

seen that the teacher is the principal cause of the instru 

m ents used by the  . pupil and in the teaching-learning 

activity he is an efficient c a u se  a d ju v a n d o  e t m in is tra n d o . 

T hus is the rule of the teacher vindicated .
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T his view  of the  efficient causes  of learning  holds  m any  

im plications  and  practical conclusions for  education . T rue  

teaching is not an  indoctrination but is a cooperative art 

involving the efficient causality of G od and the learner. 
From  th is w e can  conclude to the necessity of the teacher 

as an active cause in the classroom  and  not a m ere guide 
or "stim ulus provider.” A gain , th is view of the three 

efficient causes of learning leads to certain defin ite con 

clusions on the curriculum . For teaching is “ truth-cen 

tered.” Finally, w e can  say that the m ission of the teacher 

is som ew hat divine in the sense that he is a coadjutor of 

G od because of the intim ate relationship  that exists be

tw een  G od  and  the hum an teacher.

C ardinal N ew m an has sum m ed up very w ell the im 

portant role of the teacher w hen he w rites, “w hen (m en) 

aim  at som ething precise, som ething refined, som ething  
really lum inous . . . they  avail them selves, in  som e shape 

or other, of the ancient m ethod of oral instruction , of 
present com m unication betw een m an and m an, of teach 

ers instead  of teaching, of personal influence of a m aster, 
and the hum ble in itiation of a discip le.” 1 2 H e goes on to  
say  that w e consult the living  m an and  listen to his voice. 
For “no book can  convey the spirit and  delicate peculiar 

ities of its subject w ith that rapidity and certainty w hich  
attend  on the sym pathy  o f  m ind  w ith  m ind.... T he  gen 

eral princip les of any study you m ay learn from books 
at hom e; but the detail, the colour, the tone, the air, the 
life w hich m akes it live in us, you m ust catch all these  
from  those in w hom  it lives already.”  *  „

1. John H enry N ew m an. U n iv e rs ity S k e tch e s (W estm inister: 
N ew m an Press, 1953), p. 8.

2. Ib id ., p. 8-9.
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APPENDIX I

THE NATURE OF THE PUPIL

T he im portance of a correct concept of the nature of 
m an  cannot be  overem phasized by  one  w ho  concerns him 

self w ith the education of young people. T he erroneous  
notions about the nature of m an  that have been  put forth  
by the various philosophies of naturalism , idealism , and  
m aterialism have been recognized by our m ost ardent 
C hristian th inkers. C hristopher D aw son  has been  one  w ho  
recognizes th is situation  :

"D uring the last four hundred years Spiritualism has been  
declin ing  force, and the m aterialistic view  of m an has becom e  
the great rival of C atholicism .*’ 1

1. C hristopher D aw son, E n q u ir ie s In to R e lig io n a n d C u ltu re  
(L ondon: Sheed & W ard, 1933), p. 311.

It is the task  of C hristianity  to  bring  forth , once  again , 
the true concept of the nature of m an. For the educator 
to  speak  of goals  and  aim s he  m ust be  first w hole-heartedly  
concerned w ith th is notion. It is im possib le for education  
to accom plish  its essential task if it ignores or avoids th is

117



issue. T he w orld has too long been at the m ercy of the 

lop-sided philosophy of naturalism , utilitarianism , ideal

ism , and socialism . E veryone speaks of the education of 

the “w hole child” but there are few  w ho  give evidence of 

w hat th is actually m eans. M aritain gives a very succinct 

defin ition of the them e of th is paper w hen he w rites: 

“H ence, in point of existence, w e m ay say that m an is at 

once a natural and a supernatural being.”  2

2. Jacques M aritain , T ru e H u m a n ism  (L ondon*. G eoffrey B les, 

1954), p. 3.

X/ * A d

W e  propose to  re-exam ine the  nature of  m an  according  

to the teaching  of St. T hom as A quinas and to show  how  

necessary it is to have a correct concept in the field of 

education .

B efore explain ing the teaching of St T hom as on the 

nature of m an it w ould  be w ell for us to take a look at 

the outstanding errors on th is doctrine. O ne m ust keep  

in  m ind  that the effect of these errors are still influencing 

the philosophy of education today. It is not possib le, nor 

is it our purpose, to give a detailed  description of each  

false teaching. W e w ill m erely  review  som e of their basic 

prem ises from  w hich they draw  the m ost dam aging con 

clusions. T he true and traditional teaching on m an w as 

in existence before these false doctrines and  as their flaw s 

are exposed m ore and m ore it w ill becom e evident that 

the truth w ill prevail.

N A T U R A L IS M . E veryone  w ho  is in  the  field  of  educa 

tion is w ell aw are of the far reaching effects that th is 
denial of m an ’s dualistic nature has had for the last few  

centuries. Som e have said th is is the parent of all the 

other false educational philosophies. ,"False view s of m an's 

nature have their prim ary origin in the false philosophy
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of naturalism .”  s T he sam e authors have sum m ed up  very  

w ell the m ost im portant proponents of naturalism  in the 

follow ing w ords:

“T he forerunner of naturalism  in education w as M ontaigne; 
the father of it w as John L ocke; the theorist w as R ousseau;

the one w ho brought naturalism  into the school w as B asedow ; 
am ong its exponents w ere Spencer in E ngland, and John  
D ew ey in the U nited States.”  4

It w as th is group  of m en that is responsib le for m uch  

of w hat is taught today in our schools and also for the  

m any problem s w hich have arisen in society because of 

th is teaching. O ne need exam ine som e of the tenets put 
forth by th is false conception of m an  and his place in the 
universe to show  how  a one-sided  view  can lead to a one

sided w ay of life.

T he fundam ental princip le, that of naturalism , is 

described  by  one author as follow s:

"... the doctrine that separates N ature from  G od, subordi

nates Spirit to M atter, and sets up unchangeable law s as 
suprem e.”  s

T he  soul is denied and  m an is looked  upon  as a  prod 

uct of nature. M an ’s end becom es the natural happiness 
be  found  on  th is earth . O ne can  easily  see how  th is notion  
ram ified into m any  other false theories. From  th is spring

board other m en w ill propose erroneous doctrines on the 
child in school and consequently w hat that child should

3. John  D . R edden  &  Francis A . R yan, A  C a th o lic  P h ilo so p h y  o f  
E d u c a tio n  (M ilwaukee: B ruce, 1949), p. 162.

4. Ib id ., p. 394.

5. J. W ard, N a tu ra lism  a n d  A g n o stic ism  (N ew  Y ork: M acm illan , 
1899), p. 186.
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be taught. Strange sounding phrases w ill arise such as 

“physiological processes”  6 as the explanation to m ental 

functions. T his becom es a necessity since any dualism  

betw een m ind and body are denied . T he difference be

tw een m an and the brute w ill becom e a question and  

the  answ er  w ill have to  be: “T here  is no  difference in  kind, 

only one of degree, betw een  m an and the brute,"  7 8

6. G . O 'C onnell, N a tu ra lism  in  A m e r ic a n  E d u c a tio n  (N e w  Y ork: 
B ena'ger B ros., 1938), p. 80.

7. P. M anque, T h e  P h ilo so p h y o f E d u ca tio n  (N e w  Y ork: Pren 

tice-H all, Ina, 1939), p. 47.

8. W illiam  F. C unningham , T h e  P iv o ta l P ro b le m s o f  E d u c a tio n  
(N e w  Y ork: M acm illan , 1940), p. 31.

T his doctrine of naturalism  is far from  being  w ithout 

influence in the U nited States today. T hough the seeds 

w ere planted in the sixteenth and seventeenth centuries 

and  then  nurtured  in  the eighteenth century  by  R ousseau  

it has produced bitter fruit in the A m erican educational 

system . O ne need only to exam ine the leading  books in  

specific areas to see that the authors are w ell saturated  

w ith th is false concept of the pupil. T hus C unningham  

w rites:

“ ‘N aturalism ’ is the euphem istic label used in the U nited  

States today. T he im plication of th is label is that m an is 
one w ith nature, m erely an anim al, though the m ost highly  
developed anim al the evolutionary process has yet brought 
forth ."  8

E X P E R IM E N T A L IS M . A nother  false  educational the

ory  that cannot be ignored  w hen  one  considers the nature 

of the pupil is that w hich is know n  as specifically  A m eri

can. It is the basis for the pragm atic m ethods o f  m o d e m  

progressive education . It developed as a reaction to the 
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traditional E uropean philosophies. T he nam e that is im 

m ediately connected w ith  experim entalism  is that of  John  
D ew ey, although it has m any  other exponents.

". . . experim entalism m ay be traced to the ancient G reek  
Philosopher, H eraclitus, w ho centuries ago, taught a philoso

phy of change. W hile m any theorists have furthered its de

velopm ent, the m ost significant contributors have been Pierce, 
Jam es, and D ew ey, w ith John L . C hilds its chief interpreter  
at the present tim e.”  9

T he influence of naturalism can readily be seen in  

th is philosophical notion if one exam ines its m ain tenets. 
A s w e have said above, th is is one of the false notions 
that pushes on and sets forth new  erroneous conclusions 

w hose effects are being recognized at the present tim e as 
alm ost disastrous. Som e colleges are obliged  to offer read

ing  courses for students that are deficient in th is area and  
technical institutes are discussing  courses in the hum ani

ties w hen  the curriculum  is being  constructed . O ne of the 
factors for th is re-evaluation of colleges program s m ay 
have been brought about by the im plications and results 
of the follow ing:

"Intelligence is not a substantive th ing back of the activity  
of an organism  w hich m akes that activity intellectual; intelli

gence is behaviour that is guided by anticipated  consequences. 
In other w ords, w e behave intelligently w hen w e participate 
in the m ovem ents of events in such a w ay as to shape the  
direction of present happenings so that they term inate in  
outcom es favorable to grow th and expansion."  Ό

It is th is vague  and  confusing  jaigon  that has led  m any  
to lose faith in the w hole system  of A m erican education

9. R edden fc R yan, o p . c it., p. 476.

10. John L . C hilds, E d u c a tio n a n d th e P h ilo so p h y o f E x p e r t· 
m e n ta lism  (N ew  Y ork: T he C entury C o., 1931), p. 75.
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and  has brought about an  avalanche o£  criticism  even  out

side the field . D ew ey is m ore definite in his conception  

of the child  although  still in error. H ere is a  very  specific 

exam ple  of the philosophy of naturalism  w hich  influenced  
his th inking.

. E xperience know s no division betw een hum an concerns 
and a purely m echanical physical w orld . M an ’s hom e is 

nature; his purposes and aim s are dependent for execution  
upon natural conditions. Separated from these conditions 

they becom e em pty dream s and id le indulgences of fancy . . . 

T his philosophy is vouched for by the doctrine of biological 
developm ent w hich  show s that m an is continuous w ith  nature, 

not an alien entering  her processes from  w ithout."  u

Since the philosophy of experim entalism  holds that 

m an  is m erely  a biological organism  w hich  is in  continual 
interaction w ith its environm ent one is necessarily led to  

the conclusion: “T here is no superior being.” ,2 T here

fore, the consequences of th is im plication on the educa 

tion of the child w ould be drastic since it ignores com 

pletely a m ost im portant part of him . H e is not too  m uch  
different from  the brute.

"M oreover, experim entalism  asserts that m an is a being w ho  
differs in degree but not in kind from other anim als, and  

w ho, living in organized society, possesses all the essentials 
w hich m ake possible ‘a refined, hum ane experience.' "  u

T his false philosophy is one that is accepted by m any

11. John D ew ey, D e m o c ra c y a n d E d u ca tio n (N e w  Y ork: M ac

m illan , 1956), p. 333.

12. R om ualdez, Sister B ellarm ine, T h e C o n c e p t o f B e in g in  
M o d e rn T h e o r ie s o f E d u ca tio n (W ashington: C atholic U niversity  

Press, 1952), p. 63.

13. R edden and R yan, op. cit., p. 480.
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educators in the U nited States and as a result it guides 

them  in  m aking up  the curriculum  and  in  prom oting  pro 

gressive theories that have  led  to  confusion  and  uncertainty  

in the aim s, m ethods and  products of education .

S O C IA L IS M . A nother  offshoot of the naturalistic phi

losophy of eighteenth and nineteenth centuries is that 
know n as socialism . T his also has had  its influence on the 
educational system .

‘‘Socialism  and naturalism  are integrally related , in that both  
attem pt to solve the problem s of life by m eans of science: 
the form er, by social science; the latter, by natural science. 
B oth m isinterpret m an ’s true nature; N aturalism  em phasizes 
the hum an anim al, as such; socialism stresses the social 
anim al." 14

T hus w e see once again a deform ed concept of the 
nature of m an. It is m erely a m atter of em phasis that 
determ ines for socialism  w hat kind  of anim al m an  is. It is 
true that m an is a social anim al but th is false theory ex 

cludes any  other facet of m an ’s nature. It is a reaction to  
those w ho w ould em phasize the individuality of m an ex 

cluding any  social nature. B oth  are extrem e positions and  
w hen m an ’s spiritual side is denied  then there is a double 
error. B ergson seem s to find  a m iddle ground in the con 

flict betw een socialism  and individualism .

“In other w ord, according to B ergson, M an naturally craves 
for com panionship , and the ‘w ill to com m unity* is a funda 

m ental tendency of hum an nature. 'A s a m atter of fact, the 
individual and society are im plied in each other; individuals 
m ake up  so c ie ty  by their grouping together; society shapes an  
entire side of individuals . . . T he individual and society thus

14. Ib id ., p. 415.
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condition each other! ’ H ere, B ergson seem s to take the v ia  
m e d ia  betw een socialism  and individualism .” 15 16

15. M other M ary B ernard B onhom m e, E d u ca tio n a l  Im p lic a tio n }  

o f th e P h ilo so p h y o f H e n r i B e rg so n (W ashington: C atholic U ni

versity of A m erica, 1944), p. 137.

16. Q uoted by E dw ard A . Fitzpatrick , P h ilo so p h y o f E d u c a tio n  
(M ilw aukee: B ruce, 1953), p. 808.

17. A lonzo F. M yers & C larence D . W illiam s, E d u c a tio n in  a  
D e m o c ra c y (N ew  Y ork: Prentice-H all, 1954), p. 182.

T here is, therefore, a place for the individual and for 

society. W hen  one attem pts to exclude the other there is 

bound to be error and difficulty. B ut even if th is is ad 

m itted  one m ust still have a true answ er to the question: 

W hat is m an? W ithout th is all rigid distinctions becom e 

futile. Socialism has failed in th is point as w ell as in  

m aintaining an exclusive position . T here fundam ental 

philosophy  is m aterialistic and  atheistic and  has converted  

m an into a m eans to an end and not an end in him self. 

T he end is society and m an is the instrum ent of society. 

T hus Fitzpatrick quotes the author of the book, E n d  o f  

O u r T im e w ho is speaking of socialism  and its relation 

ship to the w orld of capitalism :

“M r. B erdyaev in the E n d  o f O u r T im e has stated the fact 

thus: ‘Socialists take over from  bourgeois capitalist society its : 
m aterialism , its atheism , its cheap  prophets, its hostility  against 
spirit and all spiritual life, its restless striving for success and  
am usem ent, its personal selfishness, its incapacity for interior 
recollection.’ ” 16

In th is statem ent w e have a concise picture of w hat 

the philosophy of socialism  is. B esides being a m ove “ in  

the direction of putting the w elfare of the group ahead  

of the unrestricted rights of the individual”  17 it has also
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taken  aw ay  from  m an  all that is  spiritual and  supernatural 

and  has reduced  his  dignity  and  superiority  over the brute : 

anim al “to his superior cerebral equipm ent and the con 

sequent possib ilities of m ental developm ent."  18 T he so

cialistic nature of m an has also been put in these term s: 

". . . M an becom es a m an in the fu ll sense of the term  

through  society in  that he ow es to society  all that differen 

tiates him  from  the brute.” 19

C O M M U N IS M . T he m ost extrem e form  of socialism  
is that know n as “radical socialism ” or "bolshevistic or 

atheistic com m unism .” In a consideration of the nature ,

of m an and its im plication in education w e m ust allow  j
for a brief exam ination of com m unism  since it is a grow - j

ing  evil and  its effects w ill be felt for m any  years to  com e. j

C om m unist influence has spread  to the higher institutions f
of learning in the U nited States as w ell as other places 
of im portance. O ne C atholic author describes the com 

m unist conception of m an as follow s:

“N ot rationality but the m eans of production distinguishes  |

m an from  low er anim als. ‘T hey begin to differentiate them - i
selves from  anim als,’ M arx w rote of m en, 'as soon as they 
begin to produce their m eans of subsistence.’ ”  20

T he com m unists have m ade no secret of their opposi- j

tion  to  religion. T he  num berless m artyrs and  persecutions  |

in com m unist-dom inated  lands are w itnesses to th is fact. |

18. W illiam C . B agley, E d u ca tio n a n d E m e rg e n t M a n (N ew  
Y ork: T hom as N elson &  Sons, 1934), p. 6.

19. P. M arique, T h e P h ilo so p h y o f E d u ca tio n (N ew Y ork: 

Prentice-H alL 1939), p. 56.

20. T hom as P. N eil, 1859 In  R e v ie w  (W estm inister, M d.: N ew 

m an Press, 1959), p. 38.
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In  the  schools there  is  a  definite  effort to  disparage religion  

and  show  it to be an  enem y  of the people. A  governm ent 

directive w hich appeared in the official journal of the 

Soviet A cadem y of Pedagogical Science opens w ith th is 

paragraph:

“T he Soviet school, as an instrum ent for C om m unist educa

tion of the rising generation , can, as a m atter of princip le, 

take up no other attitude tow ards religion than one of ir

reconcilable opposition: for C om m unist education has as its 

philosophical basis M arxism , and M arxism is irreconcilably 
hostile to religion . ‘M arxism  is m aterialism ," says V . I. L enin; 

'as such, it is as relentlessly hostile to religion as the m ate

rialism  of the E ncyclopaedists of the eighteenth century or 

the m aterialism  of Feuerbach.’” 21

In such a philosophical system  there is no room  for 

the true nature of m an. Instead of the concept of the 

w hole m an being the basis for the form ation of philoso

phy, philosophy is established first and  m an is m ade to  fit 

into it. T here is no other interpretation  of the nature  of 

m an  left to the com m unist than that of a solely m aterial

istic creature w hose term ination  com es  w ith  death . “M an ’s 

origin and life, his past and present can be interpreted  

only  in  the  light of a  m aterialistic  evolution .”  22 H ow  long  

th is error w ill continue before it flow s into the oblivion  

of past errors no one can tell; B ut because it is false w e 
can  safely say that it w ill end  just as so  m any  false theories 

have ended. .

M antain  has given a very good  picture of the philoso-

21. E . I. Petrovsky, “A theistic E ducation in the School,” (trans. 
Stephen J. Schm idt, S.J.), S o rv ie tsk a y a  P e d a g o g ik a , N o . 5 (1955), p. 

3-19.

22- C . J . M cFadden, T h e  P h ilo so p h y  o f  C o m m u n ism  (N ew  Y ork: 
B enziger B ros., 1939), p. 175. f

126



phy of com m unism  and he feels that nothing can be 

expected from  it except hum an  despair. H e holds that it 

is the rem nant of the m an-centered rationalism of the 
past.

"O n the other hand, if it is true that in the dialectic of cul

ture, C om m unism  is the final state of anthropocentric ration 

alism , it follow s that by virtue of the universality inherent in  
reason— even in reason gone m ad— C om m unism dream s of 
an all-em bracing em ancipation and pretends to substitute for 
the universalism  of the good  tid ings of D eception and  T error, 
and  of the im m olation of m an  to the blind  god  of H istory."  2> ■

H aving  looked at the nature of m an as it is conceived  
by four false philosophies w e w ill now  consider m an as 

he really is. W e m ust put back in m an w hat has been  
taken aw ay from  him  by N aturalism , Socialism , E xperi- 

m entalism  and C om m unism . It is only then that w e can  
speak  of the education of the "w hole child .” W e w ill not 

fall victim s to the  delusion  that the pupil is a  m aterial ani

m al that m ust learn to live w ith other m aterial anim als 
w ithout being a burden to society. T his is the lop-sided  
view that is currently being propagated by som e in the 
field of education . T his consideration of the child as a  
supernatural as w ell as a natural being becom es a neces- j

sity, not only  as an  apology  for  those in  the opposite  cam p  
but even  for som e w ho  are engaged  in  teaching  in  C atho  ?

lie schools since one author  has found  evidence of a  utili- j

tarian infiltration  in  som e of our C atholic schools. !

“T housands of C atholic teachers attended State univeisities 
and non-sectarian colleges, secured the coveted degrees, and  
im bibed, in instances, an ‘out and out’ utilitarian attitude.

23. Jacques M aritain , T h e  R a n g e  o f R e a so n  (N e w  Y ork: Scrib 

ners, 1952), p. 192.
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It w as im possib le to escape th is in centers w here G od w as 

ignored and  m an's origin, nature and  destiny  w ere not view ed  
in the light of supernatural philosophy.”  24

T herefore no m atter how slight, no m atter how in 

direct the danger m ay be present in the attitude of som e 

of our C atholic teachers that m ight underestim ate the 

im portance  of th is problem . C ertain ly  no  C atholic, w orthy 

of the nam e, w ould advocate the tenets of the false phi

losophies that w e have just exam ined  by  exterior prom ul

gation  of them  yet it is possib le they could unconsciously 

be prom oting ideas that are not in  keeping  w ith C atholic 

philosophy and theology.

In our presentation of the nature of m an w e w ill 

attem pt to answ er the fundam ental questions w hich are 

the solutions to m any of m an ’s present day ills: W hat is 

m an? W hat is his purpose on th is earth?

In a discussion on the true nature of m an m uch is 

presupposed. O ne m ust have a belief in the existence of 

G od  and  th is G od  m ust be the G od  of C hristianity, a lov

ing Father and not a vague, ethereal being produced by  

the  m ind  of the  deist. Secondly, G od  had  a  reason  for  creat

ing  m an. T hat reason  can  be  seen  m ore  clearly  in  the light 
of m an ’s true nature.

"T he first cause of all reality , G od, is also the C ause of  hum an  
nature. L ike any other doer, therefore, G od has an end in  
view in H is creation of a hum an person. H e im presses that 
end in the very nature H e creates. Just as a w atchm aker ’s 

end can be extracted from  the w atch by an exam ination of

24. Sister M ary dePazzi M urphy, "A n A nalysis of the U tilitarian  
C oncept in M odern E ducation  and  Its Infiltration Into the C atholic 
E ducational System ," (U npublished m aster's thesis, D epartm ent of 
E ducation , C atholic U niversity of A m erica, 1948), p. 58.
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its nature, so  also G od's end in m aking m an can be extracted

> by a careful analysis of the nature of m an.”  25

i T he nature of m an as taught by the C atholic philoso 

phy of education is based on the teaching of St. T hom as 

A quinas. T his is the w hole child that is subject of edu- 
i cation in the true sense. From  the philosophical point of 

1 view  it is the concept of personality that m ust first be 

j considered  in  a  treatm ent on  the nature  of  m an.

“N ature, properly speaking, does not begin to exist: rather  
it is the person that begins to  exist in  som e nature ... nature 
designates that by w hich som ething is; w hereas person desig

nates som ething as having subsistent being.”  26

M an is not a m ere physical, m aterial being. H is exist

ence is higher than the brute. H e is a spiritual being  as 
w ell as m aterial. T his subsistent being  has an  intellect  and  

w ill and  th is  gives  m an  a  nobler  and  m uch  richer  existence 
than other living creatures. “H e has a spiritual super

existence through know ledge and  love.”  25 26 27 M an  is able to  
reason to  conclusions and  solutions. H e is able  to  be  him 

self through  love. It is th is fact that m akes m an like unto  
G od  his C reator.

25. T hom as D ubay, P h ilo so p h y o f th e S ta te a s E d u c a to r (M il

w aukee: B ruce, 1959), p. 4 .

26. T hom as A quinas, S u m m a o f T h e o lo g y , III, 35, 1, and 3.

27. Jacques M aritain , E d u c a tio n  a t th e  C ro ssro a d s (N ew  H aven: 
Y ale U niversity Press, 1960), p. 8.

“Since m an is said to be to the im age of G od by reason of 
his intellectual nature, he  is m ost perfectly  like G od  according 
to that in w hich he can best im itate G od in his intellectual
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nature. N ow the intellectual nature im itates G od chiefly in  
th is, that G od understands and loves H im self.”  28

T hus the first fact w e note is that m an is m ade to the 

im age and likeness o£ G od. T his likeness is to be found  

in  the intellectual nature of m an. T his im age is in those 

hum an  beings w ho do not even possess the use of reason  

and  in  those w hose  souls are steeped in  sin .

"T he m ind, in order to understand G od, can m ake use of 
reason, in w hich sense . . . the im age of G od abides ever in  

the soul; w hether th is im age of G od be so obsolete, as it 
w ere clouded, as alm ost to am ount to nothing, as in those 

w ho have not the use of reason; or clear and beautifu l, as 

in  the just.”  29

H ow  different is th is concept of m an  from  the teaching  
of the experim entalist and the m aterialistic evolutionist 

that conceive m an alm ost on the level of the brute w ith  

only  an  accidental difference. T he  "w hole  child”  is  a  union  
of body and  soul, m atter and form . It is th is com position  

that is forgotten  by  m any  of the educational psychologists 

w hen they confuse anim al train ing and psychological 

.habits and then  apply their observations to  m an  and  con 

clude that th is is education . T hese experim ents are of 
value but one  m ust keep  in  m ind that m an is not a m ere 

anim al. ". . . education  is not anim al train ing. T he edu 

cation  of m an is a hum an aw akening . . . A nd  w hat m at

ters m ost in the educational enterprise is a perpetual 
appeal to intelligence and  free w ill in the young.” 50 O ne  

can readily see then that the w hole aim of education

28. S.T . I, 93, 4, c.

29. S.T . I, 93, 8, ad 3.

30. M aritain , E d u c a tio n  A t T h e C ro ssro a d s , p. 9-10.
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depends on the concept of m an ’s nature. T o err at th is 

starting point w ould m ake everything  else false.

M an ’s fallen nature m ust also be a point considered  

in the educational process. T he intellect and w ill of the 

subject of education has been w eakened by original sin . 

T o  ignore th is fact w ould likew ise lead  to erroneous  con 

clusions about the child and the education  of that child . 

“If A dam  had not sinned, he w ould not have begotten  

children of hell in the sense that they w ould contract 
from  him  sin w hich is the cause of hell.”  ” T he heritage  
of A dam  has been the darkened intellect that m an pos

sesses w hich is less able to attain truth , a w ill w hich is 

less able to attain  good  and  an  inclination  to evil. N ot all 
educators w ill recognize th is truth . T herefore m any have 

erred in the w ay in w hich they have presented  the edu 

cational process.

“In  opposition  to th is truth is the theory, prevalent especially 
since the tim e of R ousseau, of m an ’s natural perfection and  
perfectib ility, w hich has led to the consequent overem phasis  
in education of self-d iscovery and self-expression . Such a  
theory fails to recognize the absolute need for self-repression 
and discip line in the life experiences of the individual."  & :

W e certain ly do not w ant to underestim ate the im 

portance of m an ’s body. It, too, is part of m an  just  as his 
soul. It is the union  of the body and the soul that m ake 
m an. T he body is necessary that m an m ight be able to  

acquire know ledge.

“It is natural for m an to acquire know ledge through the 
senses . . . and for th is reason is the soul united to the body,

31. S .T . 1, 100, 2, ad 1.

32. R edden & R yan, o p . c it., p. 49.
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that it needs it for its proper operation; and th is w ould not 

be so if the soul w ere endow ed at birth w ith know ledge not 

acquired through the sensitive pow ers.”  33  34

S3. S .T . I, 101, 1, c.

34. S .T . I, 75, 1, c

35. S .T . I, 3, 1, ad 2.

36. S .T . I, 76, 1, c
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37. S .T . Ill, 12, 5, c.

38. S.T . I  II, 31, 3, c.

39. S .T . H I, 26, 8, c.

40. Jacques M aritain , B e rg so n ia n P h ilo so p h y a n d T h o m ism  
(N ew  Y ork: Philosophical L ibrary Inc., 1955), p. 114.
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T hus the body  of m an  is as im portant as his soul from  

the point of acquiring know ledge. In th is w ay the soul is 

dependent on  the body. H ow ever, the body  needs the soul 

for its very life. For the soul is the “ first princip le  of life 

in those th ings w hich live.” 54 H ere w e can see the inter

relationship that exists betw een the body and soul. T his 

com posite is m an.

It is not too difficult to see, then, that m an is not an  

angel since angels do not have bodies and  m an  does. B ut 

w herein lies the difference betw een m an and the brute?  

T he  brute  is anim ate. T herefore, it has united  to its  body  

a  princip le of life.

“M an excels all anim als by his reason and intelligence35 ... 

T he proper operation of m an as m an is to understand; be

cause thereby he surpasses all other th ings.”  36  37 38 39

M an  is able to  attain  truth w hich the brute cannot do. 

M an  is able to have ideas and  put them  forth  in  the form  

of literature, m usic and  art. B ut the  w orld  is yet to  w itness 

a  concerto w ritten  B y  a  dog  or a beautifu l canvas painted  

by  a  cat A nim als  can be trained  to jum p  through a  hoop  

but no anim al has ever produced a hoop for a m an to  

jum p  through.

M an has a free w ill by w hich he is enabled to choose 
a  particular good  or  to  reject it. “C hoice belongs properly  

to the w ill, and  not to the sensitive appetite w hich is all 

the irrational anim als have. W herefore irrational anim als 

are not com petent to  choose.” 87 A gain  St. T hom as  m akes 

the distinction betw een the delight w e take in those 

th ings that w e desire naturally and in those th ings that 

w e desire as a result of reason. “B ut w e do not speak of 

joy  except w hen delight follow s reason; and  so w e do  not 

ascribe joy to irrational anim als, but only delight.” 88 

T herefore, w e apply the term s gladness, exultation , and  

cheerfulness to rational creatures.

*. ‘D ileçtion im plies, in addition to love, a choice m ade before- · 

hand, as the,very  w ord denotes; and therefore dilection is not 
in the concupiscible pow er, but only in the w ill, and  only in  

the rational nature." »

M odern psychology  has denied  or ignored the  spiritual 

soul of m an in m any schools of thought It is for th is 
reason that m any m odem  psychologists have found  diffi

culty in  com ing to a defin ition of m an ’s m ost im portant 

faculty, his intelligence.

‘T o err on the subject of the intellect, St. T hom as tells us, 
is the m ost unfortunate of all errors."  40

O ne can  see the w isdom  of th is statem ent w hen  all the  

false conclusions of m odem  psychology are taken into ac

count. V agueness and  confusion  seem  to  reign  suprem e  in  
regard to the very fundam ental of the w hole science. 
W ithout a true concept of the nature of intelligence no



psychologist has any right to put forth any conclusions. 

It w ould seem that th is w ould be the first step in the 

field of psychology since its principal aim  is the study  of 

m an ’s m ind. Y et the disagreem ent am ong the authors is 

seen in th is statem ent:

"T here is no general agreem ent am ong the psychologists at 

present concerning the m eaning of intelligence. In fact, con 

siderable confusion exists concerning the m eaning of th is 
w ord."  4  >

In  conclusion  on th is treatm ent of the nature of m an  

w e can see how  im portant a true concept is w hen one 

attem pts to set up aim s and goals for education . T he 

needs of the child to  be fu lly  recognized  depends in  large 

part upon  the answ er to the question: W hat is M an? T o  

deny th is is to base all of one ’s conclusions on a false 

prem ise. T ruth  is  founded  only  on  truth . T ruth  can  never 

be bom  of that w hich is false. T herefore  w e should  never 
feel satisfied  w ith  education  until it adm its the true nature 

of  the child: a  creature  com posed  of body  and  soul.

41. W illiam A . K elly, E d u c a tio n a l P sy c h o lo g y (M ilw aukee: 

B ruce, 1945), p. 596.
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