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c.lriltl i ~ r a l t i o ~ ~ s l i i p  ;III(I III~II~ other sorts o f  re la t i o l~sh i~s .  For  exanl- 
plr. ill oldel l  l i l l ies people saitl. "What this rl~iltl lleecls is good harc l  
\vol-k ;III~~ disc:il1lille," a l l t l  that wuncls rathe1 l ike a parent-chilel 
~ c l i ~ ~ i o ~ i s l i i l ) ,  doesli't i t ?  Or they said, m o r e  reccrltly, "The chilcl 
~ ~ c t t l s  lovc~."'l'li;it ; ~ l s o s o ~ r ~ l d s  rather l ike a parel l t-chi ld relationship. 
1.111 s l l lc  ~II;II l lc i t l ler  o l ' l l lese statements is conlpletely false, bu t  i t  
scc .~~~s  10 III(! 111ry'l.e 1 ~ 1 t h  very unsatisfacto~.y a11c1 that the relation- ' 
s l l i o  I)c.t \vec~~ t l lc  ~cache r  and  the chilcl is sonietl l ing qui te unique 
~II;II is11.1 c-x;~c 11. 11;11.;lllclrtl I ) y a l l y o t h e ~  kill11 ~~.IIIIIII;III relationship. 
It's i l ~ i ( . ~ t - s ~ i l ~ g  III cxp101.c. \\,II;I~ is i ~ ~ v o l v c ( l  ill it:  

I I;IIO\V O I I ~  I.;IIII(:I. gc~od teacher wl lo s;lys IIC tloesrl't l ike chi l- 
(11-~II. I Ic. s;i) s 111is. I ' r l i  stlre, with a rather ~ p r c i a l  l i leaning o f  thc 
\\.III 11 "likc." I l e  cloesll't l ike chi ldren to  be l~cwilclcrecl, a t  loose ends, 
1101 I c ; l l . ~ l i ~ i ~ .  :III(I t llerel;)re h e  tries to  get l l len l  o v c ~  this as s m n  as 
~~oss ib lc .  I 11ic11lio11 l i i 111  I~erause I th ink  the att i iut le o f  love. which is 
IIIC p ; l l c ~ l ~ a l  a~t i l l t t le ,  isn't 1.eally the appropriate olle. Perllaps the 
rvc~l-tl "I-cspcc-I" l n i g l i ~  IK rilore appropriate. I clon't want to  deny a 
vr1.v ~II~~IIII;IIII ~ICII~CIII o f  affection for childre11 ill the make-up of 
g o ~ ~ ~ l  1r;11 I i r is .  I1111 ~ l l r  cssrnce o f  the re lat io~rs l l ip  is 1101 i l lat.  I t  is a 
I)(!I'SIIII;II ~ -c l ;~ t i o~ l s l l i ~ ) .  l ~ u t  it's not  that k i nd  o l 'perso~ la l  relationship. 
I \\,;111t t o  1;llk ;iboui ~ l l i s  ill tl lecontext o f t h e  k i~ ld  o f ~ l l i n g  we've bee11 
itlvt.slia;lli~ll: ill I I.(-VIII yca1.s. ill the col i tcxl ol':~ killcl o f  schml i i ig  we 
;II (- ~II~I-I (.sIc~I ill (TI)IOI i 1 1 ~  l'111.111er. 111;11.kc(l by  IIIC Il lore freque111 
;111tl I l i a  11 ~.;IIIIIII~I;IIII IISC c~l'ccillcrete n ia~er ia ls by c l ~ i l r l r e ~ l  in schools. 
t111r1 I,\. t l t c . i l .  g~ (.;III.I 11 c . c . t l o l l l  o l '  c:l~oicc t v i t l ~ i ~ ~  tll is c.~lr.iclle~l wol.lcl. 
I ' t l  lib: III ~;illi ;1In*i11 I iow t l l r  tlii1.d corl ier o l ' t l ~ c  t r i ; l ~ l ~ l e  affects the 
I.I.~;II~IIIIS I~I:I\~I:(.II ~l ir  olllr1.1rvo corners, I lo\r t l ~ c  "It"cl l ters i l l t o  the 
~;III~.I.II t r l '  IIIIIIII;I~ ~IIICI~!SI ;IIIO exchange bct t \~etr l~ 1l1e leacller allcl 
~ I r c .  c.l~ilcl. I i c i l lg  ;III illcul-;ll)lc academic plli losol)llcr, I'd like to  start 
IJII ;I vc.~.!. I;ll.gc. sc;tlr ;111cl t;llk a t x ~ u t  h1111lar1 I )c i~~gs-o f  which &il- 
111c-11 ; I I ~  l)~ CSIIIII:I~I~) I.;I~~ICI. typical ~ X ~ I I I I ~ ~ C S .  

'I Ilc:l.c's ;I ~ l ; l c l i t i o l l  ill philosophy which al\vays collies to  m y  m i n d  
\\*II~II 1.111 t l i i ~ ~ k i ~ i g  ;ILWUI i l l i s  kind ofquest io l l  aircl wl i ich seems to be 
;I IIIOI-e s i g ~ ~ i l i c . a ~ ~ ~  tl.;ltlilion than someothers. I t 'sa tl.arlition which is 
~X~JICSSCII I)y s;lyilig. ill oi le way o r  anotller, t11;1t people don't 
;IIIIOUIII t o  w1.y n luc: l~ exc:cpt ill termsof their i r~vo l vc~ l l en t  in w h a ~  is 
o l~ ts i t l c  ;111(l I~1*yo110 111~111. A h u m a r ~  bei l lg  is :I 1tn:alized physical 
Iiotly, I)III you (.;III'I see llilll as a PerSoit unless !.~II see him i n  his 
WOI ki11g ~ ~ ( ~ I ; ~ ~ i o l ~ s l ~ i p c  \ v i l I l  tile wor ld  a1.ot111cI II~III. ' 1 ' 1 1 ~  I l lore you c111 

o f f  these working relationships, the m o r e  you  p u t  him ill a box, 
figuratively o r  literally, the  w o r e  you  diminish him. Fillally, when 
you've narrptverl him d o w n  t o  no th ing  more  than the  surface o f  the 
skin and what's inside, wi thout  a l lowing him any kind of relat ionship 
wi th the wor ld  a round  him, you  doll'[ have very m u c h  left. 

T h e  ancient Hindu philosophers expressed this de f in i t ion  o f  
human  nature b y  using the metaphor of the m i r ro r .  111 the Baghnvad 
Gita, the Hilid11 scripture, there is a marvelous image o f  the soul 
wll icl i  is snicl l o  be "the reflectiolr o f  the rose in a glass." L i k e  tnost 
~.eligious philosophy. this one is concerned wit11 t l lc  p r o l ~ l c l l l s  o f  
death and  consolation. T h e  t l ieory of immortal i ty  ill this p l i i l osop l~y  
is expressed by  saying that  when death  occurs, you take away the 
mirror-but the rose is stil l there. T h i s  image seems t o  m e  a very 
powerful one. It 's 1101 the same as the  Christ ian idea o f  the soul. o f  
course. b u t  i t  emphasizes the th ing  1 want to  talk a b o ~ ~ t ,  wh ich  is that 
you can'tdissociate the person from the wor ld  h e  lives a n d  functions 
ill and  that you cal l  somehow measure the person b y  the degree o f  
his involvement in that world. T h e  soul is no t  contai l led un'fhin the 
body b u t  ou~s ide,  in the theater o f  i ts  commitments. 

T h e  most precise expression of this idea that  I know of in o u r  
l i terature is by a famous English poet. I want to quote i t  because i t  
says soinethi l lg r ;~t l ier  ll icely  b bout the  relat ionship o f  t w o  l iu l l ia l i  
Inrirtgs. ancl t l ic  great It. the world. 'l'his is in l ' ro i l tu attd Crssi~ln,  
where I t  is a f;l~llous Hellenic enterprise. T h e r e  was a t ime  whet1 
Aclii l les was Il;lvil lg so~ i l e  tli l l icultic.s ;~ln)ut the nicgc o f  '1.1-oy ;III(I 
people were t ry iag  to  buck hinl up. A t  one po in t  Ulysses collies (MI. 

It's pa r t  o f  t l ie  play where l iot l l i r lg  ~ n ~ ~ c h  is go ing to  hapye l l  f o r  a few 
~l l inutes.  Sometili les in Shakespeare when noth i l ig  is go ing t o  h;lp- 
pen. you  have ;ill exchange o f  bawdy jokes for the boys in the p i t  a n d  
s o ~ r ~ e t i ~ ~ i e s  you Ii;lve n b i t  o f  relevant philosophizillg. In  the play this 
b i ~  o f  p l~ i losoph iz ing  is relevant t o  Ulysses' e f f o r t  t o  goad Achilles 
i n to  action; b u t  i t  has a universal relevance as well: 

U1y.t.tr.t A SIKIII~C ICII~IW l ~ r l e  
Lt'ritcs trle 11);1i n1a11-how dearly ever parled. 
I low 1111lch ill Ilaviiig, or witlloul or ill- 
(:~IIII~II III;I~C IH)~SI 111 hilvc  hat which he hmh, 
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Nor  feels not what he owes, but by re lkaion:  
As when his vinues rhining upon o lhen 
Heat them, afid they te ton that heat again 
T o  the lint giver. 

Achillu This is not strange, Ulyucs. 
The beauty that is borne here in the face 

~- 

The bearer knows not, but commends itxlf 
T o  others' eyes; nor  doth the eye itself- 
That most pure spirit o f  sense-khold iuelf, 
Not going f rom itself; but eye to eye oppoxd 
Salu~es each other with each other's form; 
For speculation turns not to itself 
Till it hath travell'd and is mirror'd there 
Where it may see itself. Tht Is not strange at all. 

Ulysses I do not strain at the position- 
I t  i s  familiar-but at th; author's drift; 
Who, i n  his circumstance. expressly prove; 
That no man is the lord o f  anything.- 
Though in and o f  h im there be much consisting- 

. 

Till he communicate his parts to others. 
Nor  doth he o f  hims If know them for aught i Till he behold them ormed i n  th'applaur 
Where th'are extended; who. like an arch, reverb'nte 
The voice again or, like a gate ofsteel 
Fronting the sun. receive; and renders back 
His figure and his heat. 

(r* rd, Player? Edifion, Collinr.) 

No Ajar, no Achilles even, can be the lord of anything, much lesr 
h o w  his own worth, aive through re.onanci with others engrossed. 

. in those same matters. N o  child, I wish to say, a n  gain competence 
and knowledge, or know himself a competent and a a knower, save 
through communication with others involved with him in his enter- 
prises. Without a Thou, there is no 1 evolving. Without an It there is 
no content for the context, no figure and no heat, but only an affair 
of mirrors confronting each other. 

. \ ,  

I, Thou, and 11 53, 

Children are members of the u m e  spcda  an adults. but they are 
also quite a distinct subspecies ahd we want to be carelui about hot 
exaggeiating the differenas ahd riot forgettirig them, iithet. It 
seems clear to me that there are many complicated, dimcult things 
they learn or can leam, and such learning occurs in an environment 
where there are other human beings who serve, so to speak, as a part 
of the learning process. tong before there were such things as 
schools, which are rather m e n t  institutions in the history of our 
kind.'there were teachers. There were adults who lived in the village 
and who responded to the sighals that children know very well how 
toemit in order to get attention from adults. These adults managed. 
quitespontaneously and witho~ibe~lefit of the theory of instruction, 
to be teachers. 

1 really need a kind of electronic analogy h e n  for what goes on in 
a child's mind. Think of circuits that have to be completed. Signals 
go out along one bundle of channels, something happens, and 
signals come back along another bundle of channels; and there's 
some sort of feedback involved. Children are not always able to sort 
out all of this feedback for themselves. The adult's function, in the 
child's learning, is to provide a kind of external loop, to provide a 
selective feedback from the child's own choice and action. The 
child's involvement gets some response from an adult and this in 
turn is made available to the child. The child is learning about 
himself through his joint effects on the non-human and the humati 
world around him. 

The function of theteacher, then, is to respond diagnostically and 
helpfully to a child's behavior, to make what he considers to be an 
appropriate response, a response which the child needs to complete 
the process he's engaged in at a given moment. Now, this function of 
the teacher isn't going to go on forever: it's going to terminate at 
some time in the future. What we can say, 1 think, and what we 
clearly ought to provide for, is that the child should learn how to 
internalizt the function which the adult has been providing. So, in a 
sense, you become educated when you become your own teacher. tf 
being educated meant no longer needing a teacher-a definition I 
would recommend-it would mean that you had been presented 
with models of teaching, or people playing this external role, and 
that you have learned how the role was played and how to play it for 
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yourself. At that point you would declare your independence of 
instruction as such and you would be your own teacher. What we all 
hope, of course, is that as the formal, institutional part of education 
is finished, its most conspicuous and valuable product will be seen to 
be the child's ability to educate himself. If this doesn't happen, it 
doesn't make sense to say that the processes we try to initiate in 
school are going to be carried on when people leave school. 

The image 1 want, then, is really the image Shakespeare is wotk- 
ing with. You grow as a human being by the incorporation of 
conjoint information from the natural world and of things which 
only other human beings are able to provide for in your education. 

1 sometimes think that working in the style we like to wdrk 
in-which is much farther along in English primary schools, I'm 
sorry to say, than in American schools-we forget the uniqueimpor- 
tance of the human role. We tend to say "Oh well, if children just 
have a good rich, manipulable and responsive environment, then 
everything will take cart of itself." When you visit a class which is 
operating in this way, with a teacher who has a good bag of tricks, 
you're often impressed that the teacher doesn't seem to be very 
necessary. He can leave the room and nobody notices it. lfyou don't 
have that bag of tricks, you always rather marvel at what goes into it. 
After everything is accomplished it all looks as though it's very 
spontaneous. But, of course, that's a dangerous illusion. It's true 
only in those periods-in good schools frequent periods-when 
children don't need the external loop. When they do need it and 
there's no one around to contribute the adult resonance, then 
they're not always able to carry on the process of investigation, of 
inquiry and exploration, or learning, because they need help over a 
hump that they can't surmount through their own resources. If help 
isn't available, the inquiry will taper off, and that particular episode, 
at least, will have failed to accomplish what it otherwise might have. 

Now, I'm speaking as one very much in favor of richness and 
diversity in the environment, and of teaching which allows a group 
of children to diversify their activities and which-far more than we 
usually think proper-keeps out of their hair. What seems very clear 
to me-and I think this is a descriptive, factual statement, not 
praising or blaming-is that if you operate a school, as we in 
America almost entitely do, in such a style that the children are 

rather passively sitting in neat rows and column .nd manipulating 
you into bellevine that they're beilig attentive b u s i :  they're not 
making any trouble, then you won't get very much information 
about them. Not getting much information about them. you won't 
be a very good diagnostician of what they need. Not being a good 
diagnostician. you will be a poor teacher.   he child's overt involve- 
ment in a rather selfdirected way, using the big muscles and notjust 
the small ones, is most important to the teacher in providing an 
input of information wide in range and variety. It is input which 
potentially has much more heft than what you can possibly get from 
the merely verbal or written responses of a child to questions put to 
him or tasks set for him. When we fail in this diagdostic tole we begin 
to worry about "assessment." 

I think this is fairly obvious. l t  doesnltsay that you will but that you . 
can get more significant diagnostic information about children, and 
can refine your behavior as a teacher far beyond the point of what's 
possible when every child is being made to perform in a rather 
uniform pattern. But of course you will not get the information, or 
will n d  use it, if you arejust sweetly permissive and limp, if you don't 
provide the external feedback loop when you think it is needed. We . 
know children never do behave uniformly even when they're s u p  
posed to. When it appears they are, it's just because they've learned 
the trick of pleasing you-or displeasing you if. they're all on 
strikel-and then you aren't able to make the needed discrimina- 
tion. 

But I think the real importance of teacher-intervention comes out 
in situations where a child is not involved in very many things, is not 
responsive to anything you provide. That child may be a problem; 
that child who doesn't give you much information, who is tight and 
constrained, often called "good." But you get little suggestions or'  
inklings of interest and involvement, you get hunches about what 
might prove absorbing to him. If you have enough of these hunches 
and enough persistence you find somelhing that works and when you 
do you have laid the basis for a new relationship between yourself 
and that child, and this is the thing that is really important. 

The rest is good and important and not too hard to describe: when 
children are being diverse in what they're doing, selective in what 

. 

they're doing; when you're giving them genuine alternatives-then 
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you are bound to get much more knowkdge of them from reading 
the language of their behavior. Of course, you certainly aren't going 
to succeed all the time with every child in this diagnostic and plan- 
ning process. There are going to be several misses for every hit, but 
you just say, "Well, let's keep on missing and the more we miss the 
more we'll hit." The importance of this in the "I-Thou" relationship 
between the teacher and the child is that the child learns something 
about the adult which we can describe with words like "confidena," 
"trust" and "respect." You have done something for the child which 
he could not do for himself, and he knows it. He's become involved 
in something new which has proved engrossing to him. If he thus 
learns that he has a competence he didn't know he had, then you 
have been a very crucial figure in his life. You have provided that 
external loop. that external feedback, which he couldn't provide for 
himself. He then values the provisioner with the provision. 

What is the feeling you have toward a person who does this for 
you? It needn't be what we call love, but it certainly is what we call 
respect. You value another penon because he is uniquely useful to 
you in helping you on with your own life. "Love" is, perhaps, a 
perfectly good word, too, but it has a great variety of meanings and 
has been vulgarized. not least by psychological theory. 

The relationship that develops with different children will be 
different just because they are different children. When you give a 
child a range from which to make choices. the choices lic makes in 
turn give you the basis for deciding what should be done next, what 
the provisioning should be for him. That is your decision, it's depen- 
dent on your goals, it's somethingpu are responsible for-not in an 
authoritarian way but you do have to make a decision and it's your 
decision, not the child's. If it's a decision to let him alone you are just 
as responsible for it as if it's a decision to intervene. 

The investment in the child's life that in made in this way by the 
adult, the teacher in thb case, is something that adds to and in a way 
transforms the interest the child develops spontaneously. If, as 
sometimes happens, a child geb particularly interested in a variation 
on a soap bubble theme that you've already given him, you can just 
happen to put nearby some other things that might not at first seem 
related to soap bubbles-some geometrical wire cubes. tetrahedra, 
helices, and wire with a soldering iron. The resulting soap films are 

almost bound to catch the fancy of many hbman beings, indudirig 
children. What have they got? Well, they've got a c e d n  foriilal 
gcomeulcal elegance, they've got color; when you look at the films ir! . 
the right kind of light you see all tho* marvelous interference 
colon. Such a trap is bristling with invitations and questions. Some 
children will sample it and walk on; but some will be hooked by it, 
will get very involved with it. Now, this kind of involvement is 
terribly important, 1 think. It's aesthetic, or  it's mathematical, or  it's 
scientim. It's all of these potentially, and none df them e ~ c l u s i v e ~ ~ .  
The teacher has made possible this relation between the child and 
"It," even if this is just by having"ltw in the room; and for the child 
even this brings the teacher as a penon, a 'Thou," into the picture. . . 

For the child this is not merely something which is fun to play with, 
which is exating and colorful and has assodations with many other 
sorts of things in his experience: it's also a basis for communication 
with the teacher on a new level, and with a new dignity. 

Until the child is going on his own the teacher can't treat him as a 
penon who is going on his own, cannot let him be mirrored there, 
where he may see himself as investigator or craftsman. Until he is an 
autonomous human being who is thinking his own thoughts and 
mating his own unique, individual kinds of self-expression out of 
them, there isn't anything for the teacher to respect, except a poten- 
tiality. So the first act in teaching, it scems to me, the first goal, 
necessary to all others, is io encourage this kind of engrossment. 
Then the child comes alive for the teacher as well as the teacher for 
the child. They have a common theme for discussion, they are 
involved together in the world. 

1 had always been awkward in certain kinds of situations with 
young children. 1 didn't know them very well and I'd sort of forgot- . 
ten that I'd once been one, as we mosdy do. 1 remember being very 
in)pressed by the way some people, in an encounter with a young 
child, would seem automatically to gain acceptance while other 
people, in apparently very friendly encounters with the same child, 
would p d u c e  red withd- and, if they persisted, fear and even 
terror. Such was the well-meanrng adult who wanted to befriend the 
child-1 and Thou-in a vacuum. It's traumatic, and 1 think we all 
know what it feels like. 1 came to realize (1 learned with a good 
.teacher) that one of the very important factors in this kind of ' 
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situation is that there be some third thing which is of interest to the 
child and to the adult, in which they can join in outward projection. 
Only this creates a possible stable bond of communication, of shared 
concern. 

My most self-conscious experience of this kind of thing was when 
a few years ago I found myself with two very small tykes who had 
gone with me and my wife to the hospital to get their mother, who 
had just had a third baby. The  father was ill and there was already 
some anxiety. With Frances Hawkins they were fine; indeed it was 
she who had earlier been my teacher in this art. They were perfectly 
happy with us two but they had never been with me alone. Suddenly 
the nurse announced in a firm voice that children could not go 
beyond this point. so my wife had togo in and we three had tostay. It 
was one of those moments when you could have had a fairly lively 
scene on your hands. Not being an adept. I thought quite con- 
sciously of the triangular principle. There had to be some third 
thing that wasn't "I" and the two children, otherwise we were all 
going to be laid waste. And there wasn't anything1 I looked around 
and there was a bare hospital corridor. But on one wall there was a 
collection of photographs of some recent banquet that had been 
given for a donor, so in desperation I just picked them up, rushed 
over to it, and said. "Lookl" That's a sort of confession, because I'm 
sure many of you would know how to handle this kind of situation: 
for me it was a great triumph and it was a demonstration, if an oddly 
mechanical one, of a consciously held principle. And it worked. 

It seems to me that this kind of episode, which is in itself trivial and 
superficial, can symbolize a lot that is important in terms of the 
teacher-child relationshjp; namely, the common interest, the com- 
mon involveme~~t in sub ect-matter! Now ofcourse, you never really 4 deceive a child in important matters, so this interest can't long be 
feigned, as it was in my story. If you don't find something interest- 
ing, and try to feign an iyterest you don't have, the investment won't 
last. But if there is that common interest it may last and may evolve. 
You need to be capable of noticing what the child's eyes notice and 
capable of interpreting the words and acts by which he tries to com- 
municate with you. It may not be in adult English, so the reception 
of these signals requires experience and close attention. 

Visualize a long transparent corked plastic tube with water and 
other things in it, as fancy may dictate. Many years ago I would have 

I 
; 
I 

thought that this was rather trivial, rathersiUy,and would have said, 
"What's there to be learned from that?" T o  tell you the truth, f 
honestly still don't know, there is so muchl We can use a lot of words 
in physiw that have something to d o  with it; o r  we can talk about 
color and motion and other things of some aesthetic importance. By 
now I've seen enough children involved in this particular curious 
apparatus to be quiteconvinced that there's a great deal in it-and 1 
don't meanjust this particular tube but many similar artifacts, as well 
as samples of the natural world. Such things can serve as a n  extraor- 
dinary kind of bond. The  child is in some sense functioning to 
incorporate the world; he's trying to assimilate his environment. 
This includes his social environment, of course, but it also includes 
the inanimate environment; it also includes the resources ok the 
daily world around him, which he's capable of seeing for the most 
part with far fresher eyes than ours. The  richer this adult-provided 
c o k c t ,  therefore, the more firm is the bond that is established 
between the human beings who are involved. 

Finally, I'd like to mention something which is pcrhaps of special 
interest and which takes me into psychological theory. It has to d o  
with how human beings come to auain the sense of objectivity, the 
sense of reality, with how they come to get a stable, reliable vision of 
the world around them and how, without losing their capacity for 
fantasy, they are able to make clear discriminations between what 
they know, what they have learned, what they merely believe, what 
they imagine, and so on. It  has to d o  with how they are able to get 
straight the orders and kinds of belief and credibility. This is one of 
the most important accomplishments of a human being. 

It seems to me that for some children and not for others this 
capacity for fitting things together into a coherent whole, into a 
coherent pattern, comes f int  mostly in terms of their relations with 
the human world, while for other children it comes first mostly in 
their relations with the inanimate world. 

The  capacity for synthesis, for buildinga stable framework within 
which many episodes of experience can be put together coherently, 
comes with the transition from autistic behaviot to exploratory 
behavior. The  first is guided by a schedule which is surely inborn, 
and is connected with satisfaction of definite infant 'needs. T h e  
second has a different style, and is not purposive in the same way, 
not aimed at a predetermined end-state. Its satisfaction, its rein-. 
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forcement L a way of functioning, comes along the way and not at 
the end; in competence acquired, not in satiation. Both modes of 
behavior are elaborated through experience, but exploratory behav- 
ior is not bound and limited by a schedule of needs-needs which 
must, to begin with, have the highest priority. A child's first major 
synthetic achievements in exploratory learning may come in relation 
to the human world, but they may come equally, and perhaps mote 
readily, in his exploration of the things of his surrounding physical 
environment, and of their responsiveness to his testing and trying. 
In either case, or so it seems to me, the exploratory motivation, and 
its reinforcement, is of a different kind from the libidinous, aimed as 
the latter is at incorporation and possession. And the child's de- 
velopment will be limited and distorted if it does not, by turns, 
explore borh the persunal and the non-personal aspects of his envi- 
ronment; but explore thpm, trot exploit them for a known end. Most 
psychologists, in my reading and my more extensive arguing with 
them, tend to say that the roots of human motivation are interper- 
sonal. They say that h e  fundamental dynamio of the child's rela- 
tion to the rest of the world as he grows up stem from his relation to 

, his mother, his relation to other close figures around him, and that 
these will be the impelling forces in his life. It is, of course, in such 
terms that Freud built up his whole systematic theory and although 
perhaps there aren't many very orthodox Freudians around nowa- 
days this key feature of the theory persists, 1 think-the feeling that 
the only important formative things in life are other human beings. 
And if people pay attention to the non-human world-it may in- 
clude animals and plants as well as the physical environment, en- 
riched to contain bubble tubes and soap film--one tends to trace this 
to some desire to exploit the human world: for example, the child 
does something because he thinks it pleases you or because he think 
it displeases you. or b e ~ a w e  he's escaping you-but never because 
he wants wholeheartedly to do what he's doing. In other words, 
there's been a systematic tendency to devalue children's thing- 
oriented interests as against their person-oriented interests. It is 
assumed that the latter are basic, the former derivative. All 1 would 
like to say is that 1 think the interest in things is a perfectly real, 
perfectly independent and autonomous interest which is there in 
young children just as genuinely as the interest in persons is there. 

I.' ~hou,  and It 6 fq 
And some children are mrl' able to develo human1 b first coming 

world. 
J *X  I to grip I ~ I  an aploratdtf and invdv wry m t e lidnlrtl;ik 

We'vecertainly seen examples of children who very early have got 
on to the tricks which I suppose in-some sense babies are born with 
but which infants can elaborate as they grow older, tricks for getting 
what they want from persons by planning how they shall behave. lt's 

I exploiting, and some very young children are already skillful at it. ff 
you know such children as a teacher you'll know they're smarter 
than you are because they've put a lot more investment into this kind 

I of thing than you have. You have to be very shrewd to cope wlth 
them. 

One thing such a child cannot do is to get wholeheartedly involved 
h anything else; he has to be watching all the time to see what the 
adults and the other children think about it. But if you can set 
enough traps for him, if you can keep exposing him to temptations, 
if he sees other children involved and not paying any attention to the 
teacher, he's left out in the cold. So the temptations of bubbles or clay 
or sand or whatever it is are reinforced by the fact that other 
children aren't playing his kind of game. If such a child once forgets 
his game, because he dou get involved in shaping some inanimate 
raw material, in something that's just there to be explored, played 
with. investigated, tried out, then he has had an experience which is 
liberating, that can free him from the kind of game-playing which 
he's got so expert at. He comes, after all, front a species that is called 
Aomo f&. If he doesn't get free of manipulating persons some- 
where in his life, that life is going to be a sad one. In the extreme case - 
perhaps it will even be a psychoticone. Children of this extreme sort 
are a special case, but being extreme, in a way they tell us a lot about 
what is involved in the threecornered relationship of my title. They 
seek to get and to keep, but cannot yet even begin to give. For the 
verbtogive has two objects and only the indirect one is penonal. The 
direct object must be something treasured which is not 1, and not 
Thou. 

One final remark. It  seems to me that many of us, whether our 
background was in science or not, have learned something about 
ourselves from working with children in this way that we've begun to 
explore. We've begun to see the things of the physical and biological 

. . 
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world through children's eyes rather more than we were able to 
before, and have discovered and enjoyed a lot that is there that we 
were not aware of before. We don't any longer feel satisfied with the 
kind of adult grasp that we had of the very subject matter that we've 
been teaching; we find it more problematic, more full of surprises, 
and less and less a matter of the textbook order. 

One of the nicest stories of this kind that I know comes from a 
young physicist friend who was very learned. He had just got his 
Ph.D. and of course he qnderstood everything. (The Ph.D. has been 
called "the certificate of omnixience.") My wife was asking him to 
explain something to her about two coupled pendulums. He said, 
"Well. now, you can see that there's a conxrvation of . . . Well, 
there's really a conservation of angle here." She looked at him. 
"Well, you see, in the transfer of energy from one pendulum to the 
other there is . . ." and qo on and so on. And she said, "No, I don't 
mean that. I want you to notice this and tell me what's happening." 
Finally, he looked at the pendulums and he saw what she was asking. 
He looked at it, and he looked at her, and he grinned and said, "Well, 
I know the right words but I don't understand it either." This 
confession, wrung from a potential teacher, I've always valued very 
much. It proves that we're all in it together. 

Messing About in Science 
There u a lesson for me in the foct Lhd the essay which follows liac by a f a b r  
often been mme widely mad, at h s t  among lrachcrs, than any ofthe others. 
 he lesson u that one should by to recognize, in  all discourse about education, 
what Philip Monism c& 'We logic ofthe concr&."Evqone knows lAal a 
readable essay nee& a spcc$c focru: a pi'= of chalk, a c a d  flame, a 
personal experience reficttd upon. The amy has such a focw. But whaf 
counls u not the task $sugar orlheslippcrinm ofthe capsub that lakes down 
Ihc UNOVO7J ab~bUCfibn. , 

When w communicde together in the con td  of our work the pnrticuhrs 
w are engaged with enter into the ducmrne, so to speak, is ruilling ur i t r~~es .  
Such things help + woid the dekucment ofthc languagezoin and recall ur 
to honest q h i m c e .  Th~pre- h jdm in  his ljlr space ofa cubic m e m e -  
kr, the salamnder in h u  burrow, the rack dich/lools and the pendulum 
wliich wil1pniUy d m  its thing, dl t h e  a n  guarantors in writing of what u 
olhnwke not q to come by, na* clear-cut meaning, the sense lhal pu 
speak from wWthin a shared ambid .  

When it comes to wiring one can, ofcoune, only suggut thu ambient. One 
cannot Lerally occuh it with a reader. The work on pendulum reported here 
war my first work, at all swhincd, in e k m c n t a ~  school classrooms (fie 
grade). Eleanor Duckworth and 1 shard this hiol and discussed it much 
between times. It wru a relativesuccess, 1 think, though not ungualifrr. I still 
remember one bql w could not involve except in "bombings" with those 
delightful spheru, steel c i r  glass, on their shing supports. It was he who 
reminded me that1 wu, a/tcroU, a not vqarpnicnted lcochcr ofthe young, 
A mom mpcrienced teaher would have worked h r d  to change the settingfor 
M one, lo find a path- along which he could move from anger to 
accomplishment. 

The one thing in "Messing About" thigh mas not pnrt of my rrpnimce, but 
conJeturnl, now seem to me the m a t  dubious. ~t covcrs with a s m  4 
fmula-ht  of the need t o p r ~ " w o r k  cards" for children who are r d j  


