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ing, although it constitutes a vital part of our existence, is'not
meaningful in itself but becomes meaningful because of the
fact that a person behaves in the world as atotality; .
2.25.2.2 Voiuntary behaving: the foliowing variants of volun-
tary behaving are distinguished by Bondesio: simple voluntary,
complex voluntary, and habitual behaviours. Each of these
variants of voluntary behaving is characterised by a moment of
choice which expresses the personal concern and responsibil-
ity of the person. Voluntary behaving finds it origin in the child’s
openness-for and directedness-to reality. As such, it is away in
and by which the child’'s establishment of relationships with-
reality is noficeable as well as affirmed.

Bondesio shows that complex voluntary behaviour includes
moments of willing as well as of choice among different
reasons (motives) which, in this form of behaviour, are strongly
brought to the foreground. Thus, the person's choice is willed,
he defines his goal, resolves how to reach it, and then realizes
his goal. .

Simple voluntary behaving is different from complex volun-
tary behaviour merely in that there is not the varity of reasons
(motives) from which choices need to be made. However, the
course of behaving remains the same.

Habitual behaving, according to Bondesio, is based on ex-
periencing. This behaviour is less consciously executed in that
we talk of automatisms. This behaviour assumes the controf of
particular actions which can range from a simple matter, such
as dressing, to a more complicated action, such as playing
tennis. Habitual behaviour is usually an action which is simple
and efficient in nature. It is further characterised by an appar-
ent absence of reasons ' (motives), choices and decisions
(Bondesio). However, the fact of the matter is that all of these
aspects are contained in and are, thus, realized in actualized
behaviour.

In summary, it must be emphasized that all behaviour has an
expressive character; that is, it manifests something concerning
the person as well as the reality in which he is invoived. One of
the most important ways in which a person (child) expresses
himself in behaving is certainly by the use of language because
language not only symbolizes out profound relationship with the

world but it ratifies and confirms it. : _

. "behaving is a mode which is in harmon
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s _ ng omena, with
* (Human behaviour and its meaningfulness find i
imar expression in
human bodlliness (Merleau-Ponty) since a person directs himself
aoa.% to his world. A person also behaves as a lotality in relation
to his io:a 5.2&08. behaving is the meaningful crowning of the
person’s total involvement with reality. This latter remark implies
“__...uo MN:MM. :m% understand another's behaviour if one really
| personal circumstances, as. i
to which his behaviours refer. 0. Sk b g
Behaviours, as a person’s answer to a situation
0 s , can give rise
to diferent modes of expression. So, a particular goal-directed
action can be viewed as behaviour, as can numerous bodily
ﬂgn s MMMQ w:%.” M«m ﬂ.woia_:m or smiling human face, the wav-
i ng of a foot each of whi esen
vmedmc:_m.. relationship to reality. e i
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g:m,\._:n and their essential basic characteristics, Bondesio QM
ferentiates the following modes of behaving, each of which can
only be distinguished from each other:

2.25.2.1 Reflexive behaving is behaving which is character-
isted v< an absence of an aspect of willing. This mode of
behaving is stripped of a conscious intention, of purposeful
m.cowi_&_w“u oumo:noww:u.mm,ov___ma well as of goal-directed action. Ex-
reflexive beha 5
and plantar-reflexes. T T, e
Although reflexive behaviour is not goal-setti iti
by goals and derives its meaning :2@ from __uoa_mc:w Mnﬂﬁu
E.E_ bodily invoivement of the person with his world (Buyten-
dijk). The following comment by Van den Berg, as cited by -
Bondesio, serves as an illustration: “The pupil reflexively con-
tracts as the wanderer walks in the sunlight with his feet, which
m_mo. move reflexively. But the wanderer himself steps into the
m::..@%i::naoo_caozaaooﬂagssz.iggoamo_&
that is important. in that resolve, he makes use of many ao»_“
appropriate reflexes. Without these reflexes as a precondition
his resolve would be powerless. Without his resolve, the re.
fiexes are senseless.” It is thus obvious that reflexive behav-
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" AND LEARNING, | CTUALIZATION OF CHILD BECOMING

Becorning adult Is an event which is e .
ecomin N ey gradually actualized i
life of the child. The attainment of the goat of upbringing, :h:.h._w
v.,ouo_q adulthood, has as a basic condition that the child increas-
ingly live in accordance with the norms, values, and behaviour
codes of the adult life-world. This means that as the child be-
MW:% and leamns he continually has the task of elevating the
vel on which he behaves. As the child behaves more and more
wmomﬂ: Ma&_h in %o_ %sﬁﬁ% life-world, there is mention of insight
vS © of the adult and of the actu o
uo.:._o N N alization of his
gradual and progressive efevation which
The . appears in the
child’s behaviours is a matter both of the active taking part by the

.Em adult to set an example of the life-values which t
_3_“3292?0 adult’s behaviour must be an ox.M”._u:_mo mw_.__mzom.“
_ﬂm ,vw«_ g LM::_”.E_Q: by the child in the light of which he can add to
The other side of this is that the educator must, in the s

neous course of educating, frequently create situations o«vMM..Nmm
moments in order to instruct the child if he wants o refine and
change the child’s behaviour. For the child to carrectly and prop-
erly behave, he first requires an experiencing and a lived-experi-
encing of the sense and meaning of such modes of behaving
thus knowledge of as well as a willingness to decide and to anM
through such behaviours, Consequently, ch viours can
never really be grasped or understood if they‘are “externalised” or
are not made expressive since behaviours are the crown placed
on the child’s experiencing, his willing, his lived-experiencing, and
his knowing (knowledge); that is, the child behaves in accordance
with his meaning imbued bossessed experience. This does not
mean that a child, in the actualizing of his psychic life (in his
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becoming and learming), will only behave positvely. However, ifis <

Eﬂ?og:wSo:BEaﬂosoasaoangvosti
From the earliest moments of child existence, in his behaviours
he is directed 1o the control (possession) of reality. The child will -

himself do, handle; chooss, and decide but the exscution of thesa
actions, especially their quality, is indissolubly interwoven with
that which the child has already learned. Thus, the child's level of
becoming, which is defined largly by his learning activities, can
indicate the level on which he is going to actualize his behaviours.
Positive change and modification in the child's behaviours,
change in compliance with the nomn-image of proper adulthood,

is a sign that the child has learned and his becoming is actualized -
in the direction of proper adulthood.

The child’'s behaviours, which also reflect his possession or
control of reality, vary in quality from child to child and from age to
age. For example, the younger child can perform with ease cer-
tain simple habitual behaviours such as dressing, eating, brush-
ing teeth, etc., while for the older child more complex habitual
behaviours are obtainable, and to a superior degree, for example,
driving a car, which not only presupposes particular sensomotor
skills, but also knowledge and insight regarding traffic regulations,
law enforcement, and similar demands.

Pedagogically seen, a child’s behaviours are coupled with the
acceptance of responsibility; therefore, the child’s experiencing of
norms, the knowledge of norms, and the sense and meaning
which he attaches (gives) to norms are the preconditions which
make purposeful and meaningful behaviour possibie. The child’s
voluntary behaviours, which are a matter of will, choice, decision,
and doing (Bondesion), cannot be actualized outside of the other
aspects of the psychic life, namely, experiencing, willing, lived-
experiencing, and knowing. Behaving, viewed in its action-
character (act-character), is defined by the child's experiencing,
his willing, his lived-experiencing, and his lived-knowing (Bonde-
sio), and, therefore, we can say that the actualization of the
chiid’s psychic life finds its crowning in the act of behaving.

The child becomes and leams in accordance with the fact that
he finds himself behaving in a situation of education, while, at the
same time, his behaviours are defined by the levels of leaming
and becoming on which he finds himself.
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2.2.6 Symthesis: The psychic life of the child-in-education

At the beginning of this chapter, an attempted made __
_ 1 was
ﬁ reader to the field of stisdy of concern to v%ﬂanoahwwhﬂoi
. emphasis fell on a scientific (categorical) view of the noEm__..
zation of the psychic life of the child-in-education. It was empha-
Sized that the psychic life of the child, as this shows itself in his
becoming and learning, is actualized through the essences ex-
periencing, willing, lived-experiencing, knowing, and behaving. To
M.@:M“ﬁ ﬂ“ %aﬂao this actualization, the above-named es-
psychic life were elevated t :
vowmconr\. kst 0 and used as psycho-
n this way, we have not only given a picture
. ? : . 3 ~ 3
tion of the psychic life, but also we :m<mﬂm.:z.._cm=<zn__wni=“=.~%o
meaning of and the meaningful-connections among the differen-

purpose, temporarily kept in the background becau .

; se this import-
ant matter requires a Separate description and elucidation. '
5@: is sj__ ~.o understand that these meaningful-connections in
the psychic life of the child-in-education must be given as a total-

of the child as we have learned to know it so far. After Van der

Merwe, the following provisional basic structure of the psychic

life, with some modifications, is given:

o THE PSYCHIC LIFE OF Jm CHILD-IN-EDUCATION

MODES OF :ozﬁmm;ﬂo;
LEARNING >Jo BECOMING
s :ocmmomJEEﬁjo:
ERIENC
1 y N
WILLING :
MODES OF LEARNING I MODES OF BECOMING
_._<mc.mxvmm_mzo_zo cllllﬂ .
\ EXPLORATIO
SENSING ¥ h e |
ATTENDING BEHAVING : EMANCIPATION
PERCEIVING DISTANTIATION.
THINKING DIFFERENTIATION.
IMAGINING OBJECTIFICATION
FANTASYING
REMEMBERING

Against the background of the above schematic representation of
the fundamental structure of the psychic life, first it will be empha-
sized that this is no more and no less than a representation. The
true structure of the psychic life is a living totality which cannot be
capiured in a diagram. Second, it will be ernphasized that the
actualization of the psychic life of the child-in-education always
takes place as a totality; therefore, the distinguished essences of
the psychic life continually intersect, supplement, and predispose
each other. Third, it is important to keep in mind that the sche-
matic representation only sheds light on the child’s share (in the
actualization), and it must be immediately stated that the child, in
the meaningful actualization of his psychic life, is necessarily
dependent on education. . : d
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respect, Linschoten’s statement is meaningful, “Experiencing
transforms us from moment to moment; the experiencing of
things changes us. One who has experienced has a history be-
hind him that has taught him to see, to think, and to experience
differently.” By experiencing, the psychic life of the child ot only
comes into motion but it is indeed actualized. The child learns
when he experiences, explores his world, and because of a quan-
titative as well as a qualitative increase in his possessed experi-
ence, the child distantiates himself from reality, objectifies it and
thus emancipates himself.

However, a child's experiencing, by which he learns and
changes, is an event that is actualized in time. The adult, whether
parent or teacher, accompanies the child in his acquisition of
experience and has the responsibility to elucidale certain experi-
ences for the child as well as to purposefully create situations (at
home and at school) during which the child can acquire experi-
ence. These situations vary from the most simple situations of
instruction at home during which the child learns to dress himself
~ to eat, and behave properly, to the more formalized instructional
situation in the school where the child becomes acquainted with
new, even complicated, facets of reality.

By way of a summary, it ought to be obvious that experiencing
is an essence of the psychic life of the child-in-education by which
his becoming and learning are actualized. |t is also obvious that a
description and elucidation of this event is possible if we use

experiencing as a Psychopedagogic category.

2.2.2 Willing as a psychopedagogic category
2.22.1 CLARIFICATION OF THE CONCEPT

With reference to Van der Merwe, who has undertaken an inten-
sive study of willing as an essence in the psychic life of the child-
in-education and whose insights into willing are mainly supported
in this section, the following definition of the concept of willing can
be given from an etymological point of view. Willing is the possi-
bility by which a person is disposed to consciously perform an
action. It shows a striving, a desiring, a longing, and a wanting fo
do something, all of which stress a connection with a person's
emotional life.

Besides this, ‘willing” also means an initiative which is the
basis for a person’s freedom of choice, of decisions, and of a
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readiness to take part. It is also a direction-giving power In the

performance of particular actions. Willing also has a relationship.

to the future in the sense that a particular aim is striven for which -
must yet be fulfilled. This striving is expressed in such sayingsas
“I still want ...", “when | grow up | wil
der Merwe and C.K. Oberholzer, these expressions of willing, -
which are directed to the future, cannot be adequately actualized
if the person’s intellectual potentialities are not also taken into
account. Further, with reference to the view of Rollo May, willing

is linked to one's own identity and identity -acquisition which-
comes to expression in such sayings as “l can”, “I will", and “| am”.

Against the background of the above clarifying remarks, it =

seems that the phenomenon of child willing has particular value
for the education of the child, especially conceming the actualiza-
tion of his psychic life.

It is conspicuous that willing embodies a particular 93&:.0
and power by which the child’s psychic life is activated and its
goal-directedness is actualized.

2222 SOME ESSENTIAL CHARACTERISTICS OF THE PHENOMENON OF
CHILD WILLING

During a scientific fathoming of willing as a phenomenon in the

life-world of the child, from a psychopedagogic view, Van ..._Q

Merwe differentiates the following essences:

2.2.2.2.1 Willing is a mode of manifestation of child intention-
ality which is especially expressed in the child’s openness and
directedness to reality.

22.2.2.2 Willing is dynamic in nature and forms the basis for
the actualization of one’s own initiative. Thus, willing implies
the initiative to actualize the psychic life in terms of becoming
and leaming; :
22.2.2.3 The act of willing is actualized on the basis of a
personal decision which, by its nature, is normatively deter-
mined. By willing, the child gives form o the fact that he him-
self is someone who will be and become. It embodies a per-
sonal choice and readiness to, actively contributes to the actu-
alization of his own psychic life; .
22.2.2.4 Willing is goal-directed in nature, which' indicates
that the psychic life is actualized in terms of particular pur-
poses. The psychic life, via willing, is directed to an aim. 3.
which it is actualized as a totality-in-function; . .

...", etc. According to Van



