..,_m , _. zo.: o _._<cn-¢xvonm:oim as a mode of actualization of the psy-

chic life of the child-in-education.

2.233. UVED-EXPERIENCING AS A MODE OF ACTUALIZATION OF CHILD
BECOMING AND LEARNING

It is an essential and authentically human fact that the child in his

everyday involvement with the world is continually busy giving

sense and meaning (lived-experiencing) to things, fellow persons,

efc. with which he has established relationships.

On the basis of his openness and directedness to reality, the
child continually searches for clarity not only of what concerns his
own existence but also with respect to that which surrounds him.
Since the child finds himself in a situation of upbringing from the
beginning, he is accompanied by the adult in this search for
meaning.

During the course of upbringing, the adult unlocks those con-
tents that he regards as meaningful for the child's becoming adult.
In his turn, the child lived-experiences the meaningfuiness of this
content by giving meaning to it and by which he continually actua-
lizes his becoming on a higher level.

However, the question arises as to how lived-experiencing as
an original child mode of living is manifested? With reference to
the above essential characteristics of lived-experiencing, it is
emphasized that lived-experiencing is actualised in the stream of
experience in which occur the distinguishable aspecis of affec-
tive-, cognilive-, and normative-lived-experiencing. In order to
form a better understanding of these distinguishable moments of
lived-experiencing and to determine their meaning for the child's
becoming and learning, it is necessary that we briefly examine
each. Before proceeding to this end, it is important to keep in
mind that these moments of lived-experiencing are actualized in
the psychic life of the child as an inseparable unity, and they
continually intersect and influence each other.

With respect to the child’s emotional lived-experiencing, follow-
ing Straus, Sonnekus, and others, we distinguish between the
pathic-lived-experiencing of the younger child and the affective
ilved-experiencing of the older child. The pathic-lived-experi-
encing of the young child is an emotional lived-experiencing
which is strongly bodily determined and is actualized on a con-
crete-sensory level. Examples of this are to be found in the child's
bodily exploration of the world (play) where everything is touched,
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feit, saa uauoo: In this way, 5@9&8*8_:5%88@ m

Eaio:ngnzoasgaizano:m:a%_g?
meaning of things is mainly defined by “I”, or as Langeveld puts it,
..a_ooza_zom.:w:oaggacza&o:i_ﬁsoie&._:i&
E_Smaosgsmﬁuaxnnaﬁw:_a At one moment a chairisa ..
thing to sit on and in the following moment it is a riding-horse,
something to climb on, etc.

At this stage of the child’s becoming, his emational life is
characterised by a fluctuating from moments of sfability 1o insta-
bility (lability), even impuisivity, depending on the situation in
which the child finds himself. For example, at one moment the
child is cheerful and gay, only to burst into tears in the next.
However, as the child becomes and leams and his possessed
experience increases in quality and extent, his emotional life
displays more stability, the high point of which Is reached at the
end of puberty. Stability implies that the emotional life shows
more stability and that the child gradually controls his emotions
and keeps them in check.

It is also peculiar to the older child that he can manage his
emotional life to a greater degree, and, in this respect, we prefer
fo talk about affective lived-experiencing in order to indicate the
elevation in his lived experiencing as an elevation in becoming.
Such affective lived-experiencing is mainly characterised by an
increased sensitivity for values and norms with an attendant ap-
preciation for life-values such as the aesthetic, moral and reli-
gious facets of our existence. However, it almost speaks for itself
that this gradual movement (or progressive becoming) from the
pathic to the affective modes of lived-experiencing cannot be
actualized without education and particularly affective upbringing.

In comparison with the child’s emotional lived-experiencing,
which is greatly fore-knowing in nature, the child’s knowing lived-
experiencing is directed to learning lo know reality as it is. On this
level of lived-experiencing, the concem is with knowledge not
only as it is related to the “I" but as it has validity for “us”. In this
respect, we also distinguish between the grostic lived-experi-
ences of the younger child and the cognitive lived-experiences o.
the older child (Straus, Sonnekus).

The gnostic lived-experiences of the younger child, which _E<o
a strong emotional undertone, are mainly visible/perceptual in
nature, and are also actualized on a concrete level. When the
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child first acquires language, he mself
uage, he gradually distanti .

“M““._.u:o ooaoam-ow wum already is able fo enter a 5“_5._“@ nmgmﬂ

However, child masters _maazm,no and can name his

H,o. _D“ ”M.“ﬁm % this is a child who feels safe and secure and
b owuom& or shows a willingness to explore his
b o g cognitively by means of perceiving, thinking
el G, etc. In this way, the child not only comes to _So:.

Placed in a position to distinguish between right m:n.

wrong, proper and i ¢
coming is mﬂ:m_.quwﬁauo_‘. in and by which his normative be-
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is because the child then increasingly stand open o instruction
from the aduit and is ready to irterpret and conquer the contents
presenied via instruction on a gnostic and cognitive level by
giving sense and meaning to that content. : e

Finally, it is clear that an understanding of the actualization of
the child’s pyschic life, in terms of becoming and leaming, is '
possible when we use “lived-experiencing” as a psychopedagogic -
category; however, the meaningful connections within the psychic
life always must clearly be kept in mind. )

2.2.4 Knowing as a psychopedagogic category

2.2.4.1 CLARIFICATION OF THE CONCEPT

During the analysis of the concept “knowing”, we meet a number
of related concepts such as knowledge, acquaintance, insight,
etc. each of which, in their particular meaning-coherence, is.can-
nected with the concept ‘knowing” and ask for a closer clarifica-
tion.
When “knowing”®, as a verb, is analyzed, it has the following
meanings: correct idea, to have knowledge or understanding of
something, to be aware of or acquainted with .. ; fo have accu-
rale information about or to have at one’s disposal knowledge
about ... The pt knowledge, as a noun, includes the follow- __
ing ideas: the total of what a person knows; acquaintance with;
knowing; awareness; good understanding; insight; experience of;
learned facts, etc.

When we consider the above definitions of “knowing® and
“knowledge”, it is clear that they show a particular connection and
can only be distinguished from each other with great difficulty.
Similarly, the concepts “knowledge” and “insight” are inseparably
bound to “knowing” and "knowledge”. _

A possible distinction between knowing and knowledge which
we find useful to make is that knowing (verb) is an activity or
action while knowledge is the result of this activity. Knowing is
thus seen to be an activity by which knowiledge, insight, and

understanding are acquired. Sty
We place the concepts knowing and knowledge within the
framework of the person-world relationship. In this connection,
Heidegger shows that knowing is a primordial mode in which a
person finds himself in the world. He links this both to “Befind-
lichkeit”, which means to find myself attuned to the world, and to
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b e SRR “Verstehen’, which means that a uo.do: _u_ understanding in th
b 2 2 gl : ; : o
B world; the latter (verstehen) makes all modes of knowing pos-

sible. Heidegger emphasizes that these modes of attunement
and understanding, in which a person finds himself in the world,
can only be distinguished but not separated from each other. In
- psychopedagogic language we can state that each action of
* knowing which leads to undersianding and insight has an attuned
or emotional underione while this emotional attunement is
already the beginning or “birth” of knowledge.

2242 SOME ESSENTIAL CHARACTERISTICS OF KNOWING

Foliowing in the footsteps of Strasser. but 8

1 specially those of
Sonnekus, who has taken a close look at ‘xzoi_:e.emu an es-
sence in the life-world of the child and has eventually defined it as

a psychopedagogic category, the followi essential characteris-
tics of knowing are differentiated: s g

2.2.4.2.1 Knowing finds its origin in child intentional
an activity which is directed ﬂox:oi& the world Q\N&omq"m
which he finds himself. As such, it is an action directed to the
search for sense and meaning of all with which the child stands
in relationship and which awakens his wonder;
n.n.&.n...n Knowing, as far as its beginning is concemed, is
essentially iniuitive knowing and, as such, is the beginning of
all knowledge. Intuitive knowing implies a knowing-relationship
.cc__. on an attunement and trust that things are as they are
immediately experienced. Although intuitive knowing ‘is pre-
conceptual, it already includes the beginning moments for a
conceptual (cognitive) knowing;
»b.a..n.u. In essence, knowing is question-asking in nature
w.:a is, therefore, a search for clarity, understanding, and in-
sight. In his question-asking nature, the child's relationship of
knowing Is inseparably intertwined with the experience of won-
der (Gerd Brand) which stimulates his willingness to leam;
“mba.u_._.nn The action of knowing embodies an aspect of antici-
y which is meant a fore-gr.
that which will be known; i f&oa_ﬁ.ﬁ_:e e
mz.».mﬂwmwgggo.ﬂﬂw&uga _M_.‘_%o structuring in nature, and thus
g, scher A ring, i
Gy e ng. ng, interpreling, and synthe-
2.2.4.2,6 Knowing is also an activity of comprehending and

includes mmvooﬂ o. :a@@ﬂﬂ:&:ﬁ. grasping; and 5&@32&7 :
out which objective knowledge is unthinkable. ... o

With reference to only a few of the above essential characteristics .
of knowing as a phenomenon in the life-world of the child, it is
obvious that the act of knowing is of cardinal importance for the
actualization of the psychic life of the chiid-in-education. Also, -
change, as an essence of child becoming, is only possible in so
far as the child leamns to know, since knowing, as an essential of
leaming, co-defines this change. In other words, a child changes
(becomes) as he learns, and he learns in accordance with the fact
that he knows.

2.243 KNOWING AS A MODE OF ACTUALIZATION OF CHILD BECOMING
AND LEARNING W
The initial relationship between child and reality, especially as this
is expressed in play, is not primarily directed to a cognitive know-
ing of reality but rather to doing, manipulating, being busy with
things. This relationship is accompanied by strong emotionality
and already embodies an intuitive knowing of things in their “lived-
meanings”. Such intuitive knowing assures a first basic grasp of
things and paves the way for a more distantiated and objective
knowing. It-is clear that the activily of learning is implicitly present
here since the child’s concern with things results in knowledge.
Although this knowledge has a limited and fragmentary flavour, it
represents the beginning of real gnostic — cognitive control. :
Intuitive knowing is not the same as sensory perception (Son-
nekus), although this is included, but rather is on the level. of
sensing as the mode by which all leamning has its beginning.
Thus, it already possesses aspects of understanding but also of
misunderstanding (Strasser), and it is, therefore, the origin of all
experiencing and lived-experiencing of understanding and misun-
derstanding (Sonnekus). : X
With respect to the limited and unfinished flavour of the knowl-
edge resulting from the child's acts of intuifive knowing, the task
of education speaks clearly. The child experiences not only the
fact that he doesn't fully understand, but he directs himself ques-
tioningly to the adult for more clarity. By asking questions, the
child wants to learn to beiter know something, a phenomenon
with which all educators (parents, teachers, etc.) have to contend
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fication in the Iife of the child, in which his progress on the way to.
proper adulthood is naficeable, is unthinkable if the child doesn't
show that he gradually learns 1o know reality. Such possessed:
knowledge, as possessed experience, makes it possible for the
child to gradually loosen himself from the aduit's help and support
until, finally, he is recognized as an adult. _ VAR 0

he cannot offer an explanation (solution). In this lies contained a
3__3__ morment which eventually has fundamental importance for
instriiction and for the act of leaming. The child is in search of
understanding and insight with respect to the “pariners” of his
experiencing and, therefore, there are many “why-questions”
which extend over the whole life of child-being and are extremely
important for the meaningful actualization of his becoming and
learning.
The above-mentioned questioning attitude of knowin

8.6. by which he leams, is further aimed at a search for mqmwﬁ”_ﬂw
in his cognitive exploration of reality. The child is in search of
certainty, he wants to understand, and this is what spurs him on
lo analyze, compare, order, interpret, and synthetize that which is
experienced (e.g., certain phenomena in reality, learning content,
etc.) and thereby bring its structure clearly to light. Such knowing
activities of structuring by the child bring greater clarity and put

2.2.5 Behaving as'a psychopedagogic category

2251 CLARIFICATION OF THE CONCEPT : A
Viewed etymologically, the concept “behaving” is strongly paired
with the normative and the accent fals on proper, improper, good
or bad behaviour {behaving). The verb form, as we find it in the
English “behave” and in the German “sich haben” and “Verhal-
ten”, refers respectively to the norm-directedness of behaving.
This is seen in the following meanings of the word behave;
‘behave” — 1o act, to conduct oneself properly, to exhibit good

manners; having good (bad) manners; :
“sich haben” — refers 10 assuming responsibility for particular

him mm a position to grasp and acquire such things as “cause- behaviours;
effect”, “means-end”, and interdependent connections. “Verhalten” — is translated by restrained, contained, checked be-
The question still remains how the child's knowing activities of haviour.

From the above, it is clear that behaving is always about some-
one who behaves, and that his behaviours are always directed by
norms as well as: by the choices which he makes. Further, it Is
also conspicuous that behaving goes hand-in-hand with assum-
ing responsibility; the latter stresses that personal choice in
human behaviour is in accordance with particular norms.

22452 SOME MODES OF APPEARANCE AND ESSENTIAL
CHARACTERISTICS OF BEHAVING

In a recent study of behaving as an essence of the psychic life of
the child-in-education, mo:\m_mm.o shows that behaving is.a mode
by which the child finds z:» as a human being in the world.

in contrast to a behaviouristic view of behaviour as the reaction
of the organism to particular stimuli in terms of reflexes, behaving.
is now seen as an authentically human phenomenon which
shows itself in the different relationships which & person estab-
lishes with his world. As far as its origin is concemed, human
behaviour is an answer lo a situation, or as Buytendijk puts I,
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sessed experience.

The result of the above-mentioned structuring knowing i

. 3 a :
understanding or a real grasp of the object of knowing AMM:nzm-
kus). The child acquires insight and obtains new knowledge

which is transferable to other problem situations with which
might be confronted in the future. e

Finally, the meaning-investad knowledge resulting from the
.Q__.ma.m m.b:in—m.m of knowing forms the fabric for _—._“m_-._o.amm by
E:ﬁ::cﬁgan.oc%ngiagcam&zmcoooag.?o
adult's search for moments of distantiation, emancipation, objecti-
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