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children are judged, learning situations structured, and
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or presuppositions are: (1) the assumption that young children
necessarily have a short attention span; (2) the assumpticn that
"giving" children language is always a good thing; (3) the assumptioun
that maximum intervention is educationally sound; (4) the assumption
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the assumption that we recognize that we are a violent society. It is
concluded that to use observation affectively, an educator must be
prepared to continually reassess his own systaem of values. (DB)
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EFFECTIVE OBSERVATION FOR EDUCATORS
By

Evangeline M.L. Walker

The lesson for progressive education is that it requires
in an urgent desree, a degree nore pressing than was
incum»ent upon former innovators, a philosophy of

. education based upon a philosophy of experience.

John Dewey: Experience and Education
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While a group of Early Childhood ﬁ;ucation atudents
and nynelf hava been observing young childron in tﬁz wilde
variety of situations over the past four months we havo
been sgreatly impressed by the magnitude of one factor in
these observations. The various interprotations of the
sare asituation dy observers did not differ {n random or
¢trivial ways, but 4in definite manners, and to the exteat
+hat cowpletaly opposinys conclusions were often drawn.
Prolonged discusaion of the diffarsnces always disclosed
the value gystems of the observers, and it became obviocus
how beneficial or detrimental an e¢ducator's values are
dapending upon whether thay are consciously apprehendad
(and therefore criticizod) or comparat{vely unexamined.
vhis paper will be an attempt to demonstrate on the basis
of conexrsta examples taken from our observations and
dlacusaion how orucisl a role valua presuppositions have in
dater=ining the 'facts' upon which children are judged,
lasraing situations structured, and relationships in

ganeral estadlished.

Tha observations and diacussions will be presonted
under dofinite hoadings rapresenting the assumptions or

presuppositions which wera most commonly found to Le

’ associated with them.




1. The assumption that voung children necessarily have
a short attention span

One of the reactions that has arisen innumeradble
times has been one of surprise at the long attention span and
persistence of the young child. We seem to have become
conditioned to refer to the child's attention span in terms
of seconds~-perhaps by the fact that for the most part ve
have been olgerving children coping with adult-appointed-
tasks rather than with self-initiated activities. It is of
interest to note that there were occasions in a day centrs
when children were 'encouragéh' to change activities
because "they had been at one too long". One wonders if,
in a few years time, these same children will dbe described
as "lacking persistence”. Perhaps by making children 'busy'
we ore effectively depriving them £§§m-daep1y-involved
thinking.

A child's real zest and enthusiasm for learning can
indeed be overwhalming for those of us who have long since
given up gelf-motivated learning for deing taught, thus
denying oursgelves the chance of continuing, life-long
education. It was not insignificant that one of the
student teachers was lheard to comment wrily: "Adults seem
to hava lost the ability to become involved.” Apart from
the occasional correspondence of the child's {dea with our
ovn, it will always be the case that external direction
will create the extremely short attention span, and we can

never assume it to de inherent in childhood unless we have




carefully assessed tha interest of the activity from the
child's point of viecw.

Cur assumption tict children have short attention
spans is ofien due tc the fact that we also assume that
we really understood something of children's play. Yet
an analysis of 1,300 studies of behaviour devalopment of
children aged three through five fonnd play to have been
the topic of very little iInvestigation during the last
ten yeare.1 The fact of a general misunderstanding of
the nature of play was particularly brougnt to my attention
through the comments of a teacher when she was asked to
try to recall the play of a child who presented her with
problems. She proceeded to describde the diild's behaviour
during a card-matching game devigsed by herself Wdth very
definite aims of her own in mind.

It gseems that for too long educators have been
labouring under the admonition to "Train up a child in the
way he should go".2 When we return to the Hebrew wa find
that a more exact and certainly happier translation is:
"Educate a child in the way that is his own."3

By making an effort we can degin to mora fully under-
stand that "wide ranging and satisfying play is a means of
learning, a powerful stimulus to learning and a way to free
learning from distortion by the emotions."“

We Xnow that creativity is naturally expressed in play
and is enhanced by opportunities for imaginative play. Rated




playfulness relates positively to divergent thinking--
which is desirable at the early stages of prodlem solving.
Planned ninimal intervantion in children's play can strongly
elevate the maturity of play and hence elevate its bene~-
ficfal cognitivae effoct.5

Maybe our real problem lies in the fact that we
educators are seldon plavyful adults, and regard education
as too serious a business, particularly as wa belong to
one of the social groups under the greatest pressure to
change. A playful person, whether he is a politiecian,
artist, or scientist, can play with his ideas~~he-is not
ashamed or afraid to sneculate freely. Ha can abandon
ideas or devalop good ones without the inhibition of a

gsense of overvhelminy seriousness; playfulness is a way

of life involving the simultaneous interplay of innovation

and systeratic thought and activity. Yet we found a nursery
roon divided into a "ecreative side"” and a_‘non-creative
gside". .

Current research is sugresting that an effective
educator can “stimulatae childreinls activities by skillfully
arranging play materials and by heiping children develop
their self-initiated play."6 To do this the teacher cannot
have fixed ideas ebout the way tovs and other materials
can be used; she herself views them with a playful eye.

This does not mean that the educator should be trying

to beguile or seduce a child into a certain type of playing,




or regarding herself as an entertainer. Such a role is
unnecessarily exhausting. We would expect the playful
educator to regard at least some of her daily work as
pleasure rather than duty, sharing ideas and findings

that genuinely interest her rather than feeling that there
are certain faats she should impart.

2. The assumption that tefving' children language is
always a good thing

An ineveased understanding of the intimate conncection
between language and intellectual development has often
lad us to exert strange pressures on children. Our
attempts to encourage them to talk too often present then
with misinformation, and worsa still, dull their curiosity.

On one occasion, whan a five year old was deeply
involved in his play with a plastic boat, a teacher, to
encourage him to verbalize his experienca, asked him,
"hat's that?® Disgusted by such an unnccessary, boring,
restrictive quostion, the child simply turned on his heol
and left the water tube-~but his face told the story. Not
only had Glen's abilities Leen undorastimatéd, and that's
always a demoraiizing experience, §ut his known drive to
learn had bean curbed. Possibly the seeds of alienation
had been sown, since he had easily dotected (althouzh he
could not of course vorbalize this) that the teacher's
interest was not at all in him and his play, but in his
ability to measure up to an arbitrary standard of language

{ }
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acquisition. The massage to him was something like
this: keep your real interests to yourself when you are
in school, or the enjoyment of them will be invalidated.

A glance at the literature and at a few nurseries
and daycare centres reveale that the uncriticized pre-
occupation with language acquisition is widespread. For
example, educators often devise extremely unnatural tasks
intended to teach children to learn the use of groups of
words, such as ‘'sqaare’, ‘triangle’, and 'circle'. The
ins{stence on promoting the language acquisition without
duc regard for factors like the child's ability and interest
often leads to unnecessary problems and frustrations for
all concerned. The instructions are round to be too
complex, for example, aid simplification is required if
the completion of the activity is still insisted upon.
With simplification too often foes the tendency to dis-
tort and misinform. This was illugstrated for us by some
adults wno were beconing frustrated in their attempts to
show children how to make a circle from a square. The
sinmplified instruction--"cut the cornera off the square’'-~
led to confusion through its ambiguity. By following that
instruction a number of different results, {ncluding
another square and a hexagon, were obtained, none of which
was a cirele. If tho qusstion, "Why do we value the
acquisition of these particular words at this particular
stage so much?" had been asked, perhaps a great deal of
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confusion and pointless. activity would have been avoided.

This unnecessary pressurizing to learn words is but one
aspect of the ironic tendency of our school systen to
wish to extend childhood to as much as twenty-five years
and more on the one hand, and yet to invalidate the ex~
parience of real children by overlaying it with unnecessary
and artificial, adult-oriented activities. Again we
raturn to the tragedy of our undervaluing of rich, satis-
fying, child-selected play activities.

This tragedy is understandable as a result of the
way people think in a society dedicated to technological
production methods. The central point of this type of
production is that £f you feed in the correct content you
are guaranteed a certain kind of product. This is as truc
of the use of a computer as of the production of an
automobile., We have been aware of the considerable use
of production and computer language in educational dis-
cussion-~words like 'input', 'output', 'product’', ‘'efficioncy’,
and so on. Ve only too early bscome victims of the assumption
that production methods are appropriane to useful learning--
feed in the right content, the language of hexagons, Squares
and trianglaes, for example, and out will come the product,
namely, a person conversant with a certain area of geometry.

This was never better illustrated than in the com-
pensatory "stross-teaching” programme deviged by Bereiter,

Engelman, and Osborn at the Univeraity of Illinois, to
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apead the 'progress' of disadvantaged children. In this
prograrme the 4 year old child {s zllowad no rest +inea,
outdoor playtime, or toys, but is subjéctedAto 20-30 minute
periods of ‘pattern drills' In language, arithmatic and
reading. As Helen Beck points out, tha name itself
gshould make us suspicious; stress creates resistance,
breakdown and a tendency to withdraw--and all this to a
child who may already be coping with much pressure.7 It
rmay have baen a surprise to nmost of us that Plaget, such
a renowned cognitive theorist, said that 'thinking' and
*faeling' dbalong together and that we need te consider
both in assessing a good learning onvironment.8

As praviously stated, play is found to be probably
the most powerful stimulant to cognitive development in
the early years. TFor axample, it is the direct experience
of handline objaects that promotes an increase in the number
of unusual and Interesting ways of using them. Therefore,
by danying the disadvantaged child (possidly already ox-
periencing difficulty in playing effectively, with a
ralatad poor distinction of reality fronm fantaay)9 the op~
portunity to extend his play, we are, in fact, depriving
hin of the chance to develop cognitive skills, whatever
his facility may be, for examplae, in ‘barking' roughly
the correct words in roughly the correct situations. In
addition, he will be daprived of the opportunity to develop
creativity which will later be 80 naecaessawy to tranaform

his life-situation.




3. The assumntion that naxinum intervention is
educationally sound

This assumption has already been twice alludaed to.
It night also ba expressed as the belief that there ie no
such thing as over concern.

Tducators often feel a continual obligation to direct
a child, to make sure he knows certain faots, to stop his
involvment 1n certain activities, for fear that things
will get ‘out of control'. Planned minimal intervention
secns a far cry. And even minimal intervention presents
problems.

Ye observed nunmerous thoughtless and unnecessary
interventions stemming- from uncriticized personal pre-
judices~~1ike the fear of a mess, and the unreasonable
desire for instant perfection-~as in the following
example. In one situation not only did the children lose
interest in their painting dut in their teacher as well,
becaugse of her constant, inappropriate reminders to wipe
their brushes on the side of the pot before putting them
on paper. Their involvment with their own self-appointed
task was nullified, implying to ths chidren that their
{deas, interasts and skills arae of no value; that to rely
on othaers ig preferable. Thare is a clear message for
such children about painting: it is not as important as
brush wiping} It {s a means of keeping children busy
and thae phase will soon pass. And pass {t doecs! One

wonders how many educators (or any other adult in our
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gsociety for that matter) really appreciates the value
of the artistic expression of truth as opposed to the
faotual expression., How many adults explore colours
alongside children? (Mot tu be confused with giving
childreon models to copy!) I remember once enjoying
painting {n a nursery school; I thought that nobody was
paying any attention, After a while‘a boy of five, who
had never to ny knowledgo sdacted a painting activity,
came up to the easel exclaiming, "But you can't paintl”

"Why not?" I asked.

"Because you're a teacher,” came back the reply,
Yand teachars don't paint. The teacher in my other school
didn't paint.”

"Perhaps that was because she didn't enjoy painting,
but I do, you see."”

After watching for a while, John busied himself
vainting, and did so occasionally during tha rest of the
year.

I am not for one instant suggesting that all teachers
rush into their classrooms and paint. Perhaps thay could
start by asking themselves why they don't have an art fomm
to call their own (if they don't). Or 4f thev have ona,
why they feel they cannot share it with children.

Anyway, what doas happen to a drip of paint? One of
the most dramatic paintings I have ever semn executed by

a four yecar old, was entirely the result of dripping paint
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of a single colour from the brush onto the paper on the
easal.,

Many of us assuma that all school furniture ~-~
aquipment has a ‘proper' place and a 'proper' funCo.....

If a chiid has a different idea we may find ourselves
thoughtlaessly nesating it. Ve saw a child draw up a

chalir to play with water in comfort. He then want to find
another toy and rerurned to find the chair removed to the
other side of the room--its proper place. This {ncidaent
reninded me of an occasion when I worked in a soft drink
factory. We workers were oblired to stand at a conveyor
belt all day when we could easily havz gat. Many of the
older women were complaining of severe leg pains. I found
a selaction of 0ld benches on whicﬁ vwe sat at our work
until our coffee dbreak. We returned to find our benches
had been removed--without traca. ¥Hhat strange and quietly
violent forces are at work anongst us!

Vo saw a rolling pin removed from a child “because
it was for rolling out dough, not for banging with". We
saw a boy (who had praeviously noted that there vas no
proviszion for water play that day) "removed" from nputting
his hands in the fish tank and vi.», without explanation,
vas sent to get his hat and coat to play eutside. Through
thoughtless intervantion we can see how often children's
solutions to problams are invalidated and they themselves
rajectod becauss of their creativity. So the nessage to

the child dacomes: Don't use your initi{ative, let someone
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else solve your problems.

A further example is of a girl who stopped painting
after being reprimanced for painting the easel. Having
observed her carefully we realized that the child was
trving to copy the painters in the yard outside. Perhaps
the message she received was: don't be inspired by anyone
outside the school. Teacher will tell you averything

. ~% is {mvortant.

It might seem that I have dismissed these last
examples as being clear-cut cases where teachers should
not have intervenad. Whilst I do believe that ve tend
to interfore with children too nuch and seldom regard then
with real raspect--the sort of respsct we show an adult
whose opinions we value--I am also well aware that it is
cqually unwige for the teacher to lat the children 'do as
they pleage'. Children feel safer to live and explore if
thay know someone is protecting them from a gituation in
which they might get badly hurt. And gatting hurt may
mean incurring someone's wrath. What rules we have should
be pinimal but carefully defined so as to be freed from
arbitrary personal prejudices, and made obvious to all.
The reign of a tyrant is characterized by nebulous rules~-

asything might suddenly be regarded as a crime and a

punishable offense.
In our examples the teacher may have vanted the
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child to ccasa banging the rolling pin because the noise
was too much for her to hoar at clone qQuarters, and could
simply have told the child this. In this way she would
have baen very honeant about her reactions and the child
would have known immediately whereshe stood in relation
to his actions. His experiznce and ideas vwould not have
been so devastatingly invalidated. (Of course, there 1s
nothking worse than a taacher with a permanent headache
as the excuse for stopping a variety of activities!)

Similarly the teacher might have felt it wise to
explain that fish do not appreclate being swished around
and suggested that tle boy might like to help her prepare
2 bowl of water to play with. The child who wanted to
copy the painters outside could have baen offered a large
brush and bucket of wator to "paint” something like a
tiled bathroon wall or a large strip of paper fixad to
the wall. As to brush-wiping--of course there might
core a time when the child experiences unbearable frustration
through the lack of this simple technique. The sencitive
teachar. perceiving this point, pight courteously inake a
suggestion.

Put even these alternative approaches to minimal in-
tervention need further reflection as to the value systems
they perpetuate. For instance, would ;t haye been kind

to the fish td allow the boy to find out for himself what
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happens to fia% when they are subjected to being swished
around too much? Was the teacher short of vitamin By or
naznesium {n her diet, thus making har more sensitive to
~0isa?1? Should we have easels or floors in schools that
can't take a bit of paint? And wa could go on and on . .

In saveral of our observations we found ourselwves
exoressing concern that a child wasn't really involvad
and interested in what he was 'meant' to be ‘playing' with,
Instead the child was gazing around, perhaps watching other
children, perhaps doing nothing. "Shouldn't someone inter-
vene and help him to concentrate on the job in hand?" we
asked. Wiy? Why does he make us feel uncomfortable? Do
we have at the back of our minds the saying that the
devil finds work for idle hands to do? Why do wa find
ourgelves overbusy, exhausted, entertaining children while
life races by us? Thesas were soms of the questions we
raised.

John Holt has noticed that even in the schools in
Leicestershire County in Enzland, fgmous for the exciting
learning environments they provide for children, there is
the oressure to 'gat on with it'll--a pressure militating
against the philosopher, dreamer or poet. By denying
children the chance to do 'nothing' we may be in fact
denying them the chance to do a very definite 'something’,
and certainly we are implying by our intervantion that

the dreamer is not capadble by himself of ever finding his

true work.
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tfov hard we find it to value independence in
children. Ve noticed a mother on a bus insisting that
her son (about 6 years) would lose his ticket. TFinally
the child gave it to her with great remonstrations.

Unable to bear his distress, the mother returned the

ticket as they were about to leave the bus, and then
angrily hurried ahead of him. The whimpering child un-
successfully tried to catck ur. The mother obviously had
some frounds for anxiety but at the same time she was

not allowing the child to use and test his abilities. Even
vhen he was finally conceczd a small degree of respon-
81bility he was then rejected for it by means of her
hurrying away. Again the message to the child would have
baen: to ba accepted rely on other people.

Dr. D.W. Winnicott says: "Good teaching demands of the
teacher a toleration of the frustrations to his or her
spontaneity in giving."?? Perhaps 4<his ability is what
makes A.S. Nelll seemt so helpful and sustaining to so many
children. They don't have to worry about him--what he

thinks, if he'll bvae disappointed, what he wants--because

conmm

Ye has faith in them but he doesn't need them and ha
doesn't need them to need him--he vregards them with "benign
indifference”~-and so the children are free to srow and

13 Unfortunately most circumstances reveal the

learn.
children we know to "hmve backs bowed and knees buckling

beneath the waight of too much adult concern, even kindly




concerr, perhaps especially kindly concern, too much

worry, too much fear, too much hope. Everything the
children say and do is a sign--are they going in the
right direction? Or the wrong? Are we doing the right
thing? Everything becomes too big a deal, 1Y

4. The assumption that we_are neither out-of-our-minds
noy out-of-our-bodies

ildren's play has also taught us how impoverished

are our sences. We noticed children enjoying the feel of
things so often but attributed it to 'mere' childish be-
haviour. One evening we sat at my home and were all
presented with a potato. After 'getting to know' our own
potato we introduced it to the next person and then to a
small group. Finally we gathered in a large group, collected
the potatoes into a pot and, with our eyes shut, passed it
around until everyone had felt out their original potato.
The corments that followed what turned out to be an
exhilarating experience want something as follows:

"Wow, X never knew potatoes were all so different!”

"I never thought I would really find my potato againt"

"No wonder children enjoy touching thingst"
Then someone suggested that we see if we could recognize
another's face by touch. We tried. Something unexpected
happened. There was a great deal of giggling and horse-
play. Finally, we discussed what had occurred. To our

surprise we found that without exception we were recounting
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intimate experiences, or thouglits that frightened us,
such as being in the dark, or baing attacked, We were
puzzled. Then we went on to reflact on things sald to
children, like:

"Don't ;o out in the rain,jyou'll catch cold.”

"Wear your shoes, or you'll hurt your feet."

"Wear vour shoes, it isn't 'nice' to go barefoot.”

"Ton, don't touch Billy, it's naughty." (Although
it's OK if the touching can be labelled flighting.)

"Eat your food with your knife and fork."

"a'll only have wet sand in the Nursery, so you
won't gat sand all over you."
And so the child matures, and "he loses touch. He builds
a bubLle around himself about 18 inches from his skin.
Yhen another person enters tha bubble, except in very
carefully regulated circumstances, he considers it an
attack and retreats or stages his own subile counter
attack. He learns that everybody has a bubble just like
his and he survives nicely in his own personal space."15

Is this what had happened to us?

We began to realize that in many respects we had
loat touch with ourselves, with the result that we*were
often busily engaged in helping children do the same

thing by negating their feelings and experiences--we ware

involved in little acts of violence.
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5. The asaurmtion that we recomnize that we are a
violent society.

——— —

Our special effort to become more aware of the
violence in and around us was initiated by the failure
of one of our number to categorize a child's anger and
violence towards another as a form of social relationship.
It was thus implied either that a) anger, violence and
aggression don't exist in social relationships or are
unimportant, or, b) that she considered them to be such
an unacceptable form of relationship that they should not
be mentioned in tha context of relationship.

If, as in a), we assume that violence does not exist
in relationship or is unimportant, we are in agreement
with the male population of tha US who are represented by
1,37% men selected for a study conducted by“fhe University
of Michiran's Institute for Social Research.ls The group
was asked if certain actions were violent in themselves.
The vast majority of participants listed as violent only
acts against property--the violation of people and their
rights received little mention!

There seems to bes every reason to include the
mutilation of a persors sensitivity and self-worth undex
the concept of violence. Indaed, it could Dde argued that
violence against the quality of experience is the most
subtle and intense kind, and most far-reaching in its

effact. Thrbuﬁh reflection and digcussion we becane aware
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that many aspects of relationship are in fact violent.
A sanmple 13 as follows:
1) A group of adults is laughing at a child, not
with him.
2) Scott makes up a song which pleases him. A teacher's
corment ahout her observations of him was that perhaps he
was then ready to learn & real song. Appareht1y the song
he created was not worthy of the label 'real’.,

The next few exanples are taken from the ninth month

of 1life of two girls,
3) The photographer tried to 'ecoax' a different type
of smile from the child-~her most natural one was too
larget
§) At a rezular medical cheokup; at the painful point
when the hip joints are tested, the small baby cried out
in distress. The doctor asked, "Does ghe have a tempef?"
5) The two babies were sitting opposite each other,
quietly enjoying themselves. A new adult arrived and
immadiately picked up one baby, leaaving the other crying
bitterly at the loss of har companion.

In all these uxamples a child's feelings were not
considered and thus were invalidated.(Incidentally, I
wonder if we need to do a lot more careful observation
of so-called 'parallel play'). As I have already sug-
gested, expaeriencas like this lead eventually to adults




who have lost touch with themgelves, who beliove their

own thoughts and feelings are worthless, and who f£ind
therselvas estranred not only from themsalves hut from
other people. What could be more tragic?

Several of us did in fact discover that it is
often hard to admit that we are angry or have violent
tendencles. “In hexr book Teacher, Sylvia Ashton Warner
dascribes how unintrusive, how natural and genuine, the
educative process can be when a teacher has come to
grips with her oo'm . . . violence . . . and when she
has accepted the facg:?f. . aggressive topics are also
important vehicles for a child's learning . . . in many
areas.“17

We began to look at aggressive relationships or
the rasults of aggreszion in terms of a learming situation
for the child., We noticed, for example, an adult with
a disgusted look on her face vhen a toy was brokxen through
a c¢child’s anger. Would her silentv communication help the
child make reparation for his aggression? Would the
child have his faith in himself renewed; that is, would
he raalize that he need not necessarily be overwhelmed
by aggressive forces? Would he be encourased to believe
that aggression can be channelled ercatively and con-
structively? 1 the teacher's reactions to the child's

beshaviour had not sa overwhelmed her, she might have

been able to assist tha child in the xepair of the toy,




or could later have shown it to the child when £t had

been repaired. The child would have thus been helped
to make reparation for his action, and left with a
more positive feeling about himself.
One student cormmented, "One problem that occurs

in the housekeeping centre is that often one child
w11l have an i{dea as to what he wants done and has a
difflioult time gotting the others to follow." And of
course this will continue throughout his lifa! Yet it
did present a problem to us. There alwazys gseened to be
a grcat deal of quarrelling and we found ourselves
gteeping intb these situations perhaps muttering "some-
thing has to be done”. Of course, if another child was
in danger of bdeing physically hurt we should prodably

~ intervene. But more often than not perhaps we should
preceds anv action with a reminder to ourselves that
the children are simply doing something that we nave
possibly forgotten or are afraid to do, namely, showing
their feeclings as they feel them. It 4s because children
can do this that they adjust theilr relationships so
quickly and adroitly, without axtended fu6ds and the

pain of repression.
If it is a fact that one cannot have a true and
loving relationshp with another until one is free enough
to be angry with him (and yet we found it difficult to
even admit that we have angry feelings), perhaps our
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achievement and promotion of hamrony {n relationships

are but shadows of what they could be. It was not

insignificant ¢hat & student commented to me, "I finally

realize thzat Wendy must value me, because she's bothered

to argue with me."

Time and again we caught ourselves using phrases
1i{ke: "He's acting up . « . and lobing the attention he's
goetting.” Upon refleation, however, we invariably found
that thare wero good reasons for the behaviour under
consideration--the child had been violated in sone way.

Why make the immediate judgment of acc.isation then?
Usually, it seems, we have-managed ovar the years to bear
the violation of our own rights and freedems, and the
invalidation of our precious moments, by subtly transforming
our attitudes from parplexity or outrage to acceptance. Ve
have achieved this by the explanation that the violation
was 'really' good, since it was 'necessary' training,
schooling or general experience. As a consequenca, since
wa 'had to go through it', we do, as a fitst reaction,
rebol acainst the outrage of others who ara not prepared

to accept the violation of themselves, Reflaction on the
unreasonablenaes of that first reaction can greatly help
the obsexrver to viaw aggression in children not as simply
'bad' and 'wrong', dut possidly as the expression of

outrage at a real instance of violence towards them.
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Conclusion

Tt will have become clear that the observations
and discussions could have been included under dlfferent,
and perhaps sometimes under all, headings. This is an
indication that a reassessment of cne value on the basis
of veflection on the significance of an obgervation
involves a reassessmont of other values. That is, our
values to a considerable extent form a system. (The
greater the extent to which they do inxerlock in a con-
sistent system the better, of course, for this lessens
tha chances of unwittingly confusing our judgements by
inconsistent values.) The conclusion is that educators
cannot rely on simple, 'neutral facts' for the observations
on which their reasoning and action will be based-~there
are no such 'neutral facts'. What a 'fact' is depends
upon what values are held. Was the child intoierably rude
and aggressive or courageously outspoken against a violation
of his rights as a human being? To use observation effec-
tively, an educator must be prepared to continually reassess
his own system of valuss--a difficult and often painful
process., lowevar, it is essential in order that 'progress'
in education will tryly ba in service to the bagt of
interasts of the individual.

Evangeline M., Walker

Department of Tarly Childhood Education,
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