SIAULIAI UNIVERSITY

Kristina Radyté

SOCIAL-EDUCATIONAL DISCOURSE OF
CHILDREN’S INFORMAL INDEPENDENT
LEARNING/TEACHING CULTURE
IN THE CHILD-ORIENTED PARADIGM

Summary of Doctoral Dissertation
Social Sciences, Education (07 S)

Siauliai, 2011



This dissertation has been prepared in 2007-2011 at Siauliai University.
The dissertation’s research work in 2010 was partly supported by the State Studies Founda-
tion.

Research supervisor — Prof. Habil. Dr Audroné Juodaityté (Siauliai University, Social Scien-
ces, Education — 07 S).

The dissertation will be defended at the Siauliai University Education Science Field
Council:

Chairperson — Assoc. Prof. Dr Augra Kazlauskiené (Siauliai University, Social Sciences,
Education — 07 S).

Members:
Prof. Dr Vilma Zydzitnaité (Vytautas Magnus University, Social Sciences, Educa-
tion — 07 S),

Assoc. Prof. Dr Rita Dukynaité (Vilnius Pedagogical University, Social Sciences, Edu-
cation — 07 S),

Assoc. Prof. Dr Rita Vai¢ekauskaité (Klaipéda University, Social Sciences, Educa-
tion — 07 S),

Dr Erika Masiliauskiené (Siauliai University, Social Sciences, Education — 07 S).

Opponents:
Prof. Habil. Dr. Margarita Tereseviciené (Vytautas Magnus University, Social Scien-
ces, Education — 07 S),
Prof. Dr (HP) Artinas Augustinaitis (Mykolas Romeris University, Humanities, Com-
munication and Information — 06 S; Social Sciences, Management and Administra-
tion — 03 S).

The dissertation will be defended at a public sitting of the Education Science Field Council
on the 25 of November 2011 at 3 p.m. in the Conference Hall of Siauliai University Libra-
ry.

Address: Vytauto St. 84-205, LT-76352 Siauliai, Lithuania.

The summary of the doctoral dissertation was sent out on the 24" of October 2011.
A copy of the doctoral dissertation is available for review at Siauliai University Library.

The reviews should be sent to the following address:
Siauliai University Department of Science and Art
Vilniaus St. 88, LT-76285 Siauliai, Lithuania

Tel.: +370 41 595821, fax: +370 41 595809

E-mail: doktorantura@ecr.su.lt



SIAULIU UNIVERSITETAS

Kristina Radyté

VAIKU SAVAIMINIO MOKYMO(SI) KULTUROS
SOCIALINIS-EDUKACINIS DISKURSAS
I VAIKA ORIENTUOTOJE PARADIGMOJE

Daktaro disertacijos santrauka
Socialiniai mokslai, edukologija (07 S)

Siauliai, 2011



Disertacija rengta 2007-2011 metais Siauliy universitete.
2010 m. darba i§ dalies rémé Lietuvos valstybinis mokslo ir studijy fondas.

Moksliné vadové — Prof. habil. dr. Audroné Juodaityté (Siauliy universitetas, socialiniai
mokslai, edukologija — 07 S).

Disertacija ginama giauliq universiteto Edukologijos mokslo krypties taryboje:

Pirmininké — doc. dr. Audra Kazlauskiené (Siauliy universitetas, socialiniai mokslai, eduko-
logija— 07 S).

Nariai:

prof. dr. Vilma Zydzitnaité (Vytauto DidZiojo universitetas, socialiniai mokslai, edu-
kologija— 07 S),

doc. dr. Rita Dukynaité (Vilniaus pedagoginis universitetas, socialiniai mokslai, edu-
kologija— 07 S),

doc. dr. Rita Vaic¢ekauskaité (Klaipédos universitetas, socialiniai mokslai, edukolo-
gija—07 S),

dr. Erika Masiliauskiené¢ (Siauliy universitetas, socialiniai mokslai, edukologija —
07 S).

Oponentai:

prof. habil. dr. Margarita Tereseviciené (Vytauto DidZiojo universitetas, socialiniai
mokslai, edukologija — 07 S),

prof. dr. (HP) Artinas Augustinaitis (Mykolo Romerio universitetas, humanitariniai
mokslai, komunikacija ir informacija — 06 H; socialiniai mokslai, vadyba ir admi-
nistravimas — 03 S).

Disertacija bus ginama vieSame Edukologijos mokslo krypties tarybos posédyje
2011 m. lapkri¢io 25 d. 15 val., Siauliu universiteto bibliotekos konferencijy saléje,
Vytauto 84-205, LT-76352 Siauliai, Lietuva.

Disertacijos santrauka iSsiysta 2011 m. spalio 24 d.
Disertacija galima perziiréti Siauliy universiteto bibliotekoje.

Atsiliepimus siysti adresu:

Mokslo ir meno skyrius, Siauliy universitetas
Vilniaus g. 88, LT-76285 Siauliai, Lietuva
Tel. (8 41) 59 58 21, faksas (8 41) 59 58 09
El. pastas doktorantura@cr.su.lt



INTRODUCTION

Reasoning of relevance of the topic. The postmodern (man’s lifelong learning) discourse
inspires the conception of /earning and teaching meanings, i.e. learning/teaching is unders-
tood as both activities and roles which can be changed at any time and in any place. This
understanding opens new learning possibilities because it gives the sense to the following:
the dynamic perception of time and space allocated for learning (learning can proceed peri-
odically or constantly), diversity of learning activities (individual, community etc.) and en-
vironments (learning can proceed and proceeds in everyday life, family, in leisure time, in
community). When emphasising that man’s learning must proceed everywhere and always,
not only formal/non-formal, but also informal independent learning/teaching obtains a special
significance because its essence is learning from own and others’ experiences, in diversity of
environments, at different times, in diverse social-cultural contexts (Schon, 1971; Mokymosi
visa gyvenima memorandumas, 2001). It highlights individuation, community sense, reflec-
tion of gained experience etc. This means that informal independent learning/teaching gives
sense to cultural heterogeneous and relative character of learning/teaching. On the base of
expression of individual’s social, cultural differences, the opinion that models of formal edu-
cation are insufficiently complete because they are not based on personal experience of the
learners is being formed (Colley, Hodkinson, Malcoms, 2003). That is why it is considered
that exactly informal independent learning/teaching, in all senses, becomes a challenge to le-
arning/teaching proceeding in formal, institutionalised environment. Scientists (Hamadache,
1991; Juodaityté, 2003a, Colley, Hodkinson, Malcoms, 2003; Kazlauskien¢, 2005) also emp-
hasise the importance of coherence among formal, non-formal and informal learning as well
as the demand for such analysis which would give answers to the following questions: how
could social reality be made closer to formal education; how could postmodern, innovative
learning models (such as self-directed, independent etc. learning/teaching) be transferred into
spheres of man’s/child’s everyday life and practical activities.

However, adults’ instead of children’s learning/teaching is recently being especially emp-
hasised in Lithuania because it is the ground for the conception of man’s lifelong learning cul-
ture (Knowles, 1975, 1980, 1990; Tereseviciené, Oldroyd, Gedvilien¢, 2004; Fokiené, 2006;
Mickiinaité, 2007; Zilinskaité, 2007 etc). There is lack of research on characterisation of the
following: expression of children’s and adults’ learning cultures in various environments (not
only formal or/and non-formal, but also informal); necessity of existence of these cultures as
equal ones enabling understanding man’s lifelong learning as a multicultural phenomenon
where diverse individuals according to their sex, social experience, age etc. are involved.
Scientists (Longworth, Davies, 1996; Longworth, 2003) underline a special significance of
the “free”, learner-oriented learning in childhood because exactly this is the period when the
fundamentals of learning abilities are being formed; these are based on specific learning style,
later determining the learning culture of an adult, too.

The beginning of studies on children’s informal independent learning/teaching in Lithu-
ania was given by foreign scientists who understood children’s learning as “different”/other
from adults’ learning (Hansen, Kaufmann, Saifer, 1997; Johansen, Rathe, Rathe, 1999; Sta-
erfeldt, Mathiasen, 1999; Dencik, 2005; Gullev, 2005a, 2005b; Hviid, 2005; Juul, 2005a,
2005b; Czisch, 2007). When explaining the difference of children’s learning, Kret (2001)
states that it encompasses possibilities for expression of the democratic culture because chil-
dren and adults become partners, co-workers, they create necessary conditions for successful,
attractive and pleasant learning/teaching. Adults tend to assess children’s learning/teaching



in school environment when it proceeds under leadership of pedagogues (Bagdonas, Jucevi-
&iene, 2000; Juodaityté, Riadyte, 2007; Myonaiitute, Pymure, 2008). Results of children’s le-
arning are especially highlighted, whereas the learning process receives less attention. Adults
usually demand that children would be taught in the way they were taught themselves (Bag-
donas, Juceviciené, 2000). Such an attitude represents the paradigm of teaching, but not lear-
ning. Then, the indoctrinated discourse is transferred to the free environment as well; that is
why such notions as “child’s occupation”, “child’s independent learning under supervision of
an adult” appear in practice of (self-)education. Due to these reasons, social-educational me-
anings of the discourse of the informal independent children’s learning/teaching culture are
not being publicised. There is lack of scientific-praxeological discussions allowing singling
out social-cognitive, creative meanings of this culture. Thus, the culture of children’s informal
independent learning/teaching does not become part of the common lifelong learning culture
which gives sense to the contemporary society as the society of learning, creation, creative ap-
plication of knowledge (Florida, 2002, 2004; Augustinaitis, 2005; Florida, 2008; Hargreaves,
2008; Howkins, 2010; Rubavicius, 2010), and gives sense to a child as an active participant
and creator of that society.

Reasoning of the scientific problem. In Lithuania, children’s learning/teaching culture,
especially in primary and junior school age, even though is based on the learning/teaching pa-
radigm (this was inspired by the Conception of Education in Lithuania, 1992), however, “peda-
gogical conservatism continues dominating in everyday education” (Bitinas, 2005, p. 8). This
means that priorities are still addressed to adults (Monkeviciené, 2000; Barkauskaité, Marti-
Sauskiené, Gaigaliené, Indrasiené, Daciulyté, Zybartas, Guoba, 2004; Ruskus, Zvirdauskas,
2010). Besides such discourse of learning/teaching, dominating in pedagogical reality, another
discourse representing the paradigm of children’s learning/teaching culture starts appearing;
it implies the culture of children’s informal independent learning/teaching as well. However,
formation of the discourse of informal independent learning/teaching culture is greatly obst-
ructed by such indoctrinated conceptions as “children’s community is an unsuccessful attempt
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to imitate adults”, “a child is a man who needs constant teaching”, “a child does not unders-
tand the essence of learning”, “a child can learn only under supervision of an adult”, “child’s
freedom is dangerous to oneself” (Promp, 1990; Qvortrup, 1993; Postman, 1994; Jenks 1995;
Juodaityté, 2007; Juodaityté, Rudyté, 2007; Poceviciené, 2007; ﬁyonaﬁTnTe, Pynure, 2008;
Juodaityté, Radyte, 2009; Dukynaité, 2010; Poceviciené, 2010). The discourse of children’s
informal independent learning/teaching culture is phenomenal; that is why, for explanation of
its meanings, paradigmatic critical thinking allowing rejection of indoctrinated stereotypes
is needed. It is based on roles, rules that are acceptable to children in their learning/teaching
process as well practice of children’s learning/teaching (Jurasaité, 1999; Sterfeldt, Mathiasen,
1999; Brédikyte, 2000, 2002; Juodaityté, 2003a, 2003b; Jurasaité-Harbinson, 2004; Dencik,
2005; Gullav, 2005a, 2005b; Hviid, 2005; Jenks, 2005; Juul, 2005a, 2005b; Monkeviciené,
2008) and is oriented towards free (self-)education of children, also expressing the postmo-
dern-poststructural child-oriented learning/teaching paradigm. Under such (self-)education
conception, a child is a creator of social order, is responsible for the learning/teaching process
and achievements.

However, without clear reasoning of both scientific and praxeological discourse, there is
lack of new knowledge. That is why this context allows formulating the research problem:
how in contemporary reality of children’s (self-)education, under interaction between the
traditional and postmodern learning/teaching discourses, can the discourse of children’s infor-
mal independent learning/teaching culture be expressed and what are the ways for identifica-
tion of its educational significance to children and adults?
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The scientific problem is detailed by the following research questions:

= What dominating scientific discourses do enable identification of social-educational me-
anings of the discourse of children’s informal independent learning/teaching culture and
their publicising, when rejecting indoctrinated, stereotypical conceptions of children’s le-
arning/teaching culture?

= What child-oriented scientific and praxeological contexts do enable or limit dissemination
of the social-educational discourse of children’s informal independent learning/teaching
culture in theory and practice of (self-)education?

= How do children/participants of the discourse conceptualise the informal independent lear-
ning/teaching culture as well as position themselves in this process and create the identity
of the one learning in the informal independent way?

= How do children construct knowledge bearing educational significance to the expression
of the child-oriented paradigm of (self-)education during informal independent learning/
teaching?

= How to publicise the discourse of children’s informal independent learning/teaching cultu-
re in the child-oriented paradigm when identifying children as social-cultural individuals
creating and transmitting information which is significant in the educational/pedagogical
sense to adults?

Research object — the social-educational discourse of children’s informal independent
learning/teaching culture.

Research aim — to create the instrument having the methodological significance which
would allow construction of new knowledge when reasoning the social-educational discourse
of children’s informal independent learning/teaching culture, revealing scientific-praxeologi-
cal approaches that contextualise and conceptualise it and publicising its content and mea-
nings in the child-oriented paradigm.

Research objectives:

1. To estimate how the discourse of children’s informal independent learning/teaching which
is a meaningful and pleasant process appears, allowing giving sense to, and publicising it
in the child-oriented paradigm, while rejecting indoctrinated, stereotypical conceptions of
the children’s learning/teaching culture, when the paradigm of man’s lifelong learning is
being contextualised in the education science.

2. To identify how the traditional and postmodern discourses of learning/teaching interact
with each other (conflict or maintain the dialogue) and whether they provide barriers for
dissemination of the child-oriented discourse of informal independent learning/teaching
culture in theory and practice of (self-)education.

3. To reveal the content and meanings of the social-educational discourse of children’s infor-
mal independent learning/teaching culture when analysing how participants/children of
the discourse conceptualise the informal independent learning/teaching culture, position
themselves in this process and create the identity of the one learning in the informal inde-
pendent way.

4. To estimate what background knowledge is needed for the discourse of children’s infor-
mal independent learning/teaching culture to become significant in the educational sense,
when constructing it in the child-oriented paradigm.

5. To foresee guidelines for publicising the social-educational/pedagogical significance of
the discourse of child-oriented informal independent learning/teaching culture.
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Statements of the dissertation to be defended:

In the educational sense, a discourse is a significant theory and methodology constructing
scientific-praxeological cognition, applied for cognition of these social-cultural phenome-
na lacking theoretical, methodological approaches. The discourse of children’s informal
independent learning/teaching culture is one of such phenomena which may attributed to
the type of the “secret” discourse. New knowledge encompassing theoretical-praxeologi-
cal meaning is needed for its publicising. The theory and methodology of the discourse
allows investigation of how the discourse is employed in creation of knowing and new
knowledge on children’s informal independent learning/teaching culture and children as
creators of this culture. On the ground of this new knowing, it is possible to negate indoc-
trinated scientific/praxeological discourses of children’s informal independent learning/te-
aching culture.

Culture of children’s informal independent learning/teaching is usually based on the dis-
course of formal, adult-oriented culture. In the context of the “break” of educational pa-
radigms, i.e. the shift of the traditional teaching paradigm into the alternative/learning
paradigm, child-oriented learning/teaching is understood as enabling the discourse of
children’s informal independent learning/teaching culture, being positioned into theoreti-
cal theoretical/praxeological knowledge being significant through social-educational mea-
nings.

The discourse of children’s informal independent learning/teaching culture allows revea-
ling how children construct the meanings of informal independent learning/teaching cultu-
re, how conceptualise them and how position their roles in this process. Methodology of
the discourse allows knowing a child who participates in creation of learning/teaching cul-
ture characteristic to contemporary, creative society and who becomes part of the common
educational culture; understanding informal independent learning/teaching as a social-
cultural process taking place in diversity of everyday environments. These environments
are important and significant to a child applying the ways of imitative learning, learning
through discovering, experimenting and investigating, which are especially characteristic
to children’s informal independent learning/teaching culture.

When investigating the discourse of children’s informal independent learning/teaching
culture, it is possible to identify new knowledge including the theoretical-praxeological
meaning significant for publicising of the child-oriented informal independent learning/te-
aching culture.

Theoretical provisions of the dissertation:

The philosophical conception of lifelong learning gives sense to the shift of the contem-
porary learning society into a new-type society — creative society (Florida, 2002; Hargrea-
ves, 2008; Rubavicius, 2010). This conception positions towards man’s lifelong learning/
teaching as a multicultural process (where different individuals with regard to their age,
sex, social experience participate) and the continuum of the life-wide learning/teaching
inspires a new conception of learning/teaching as something meaningful and pleasant, and
this means the conception of something attractive to the society/all social groups.
Social-cultural, cognitive theories giving sense to the context of informal independent
learning/teaching. Constructivism accepts the significance of social, cultural milieu in
self-formation of child’s individual knowledge stating that the knowledge is not a simple
reflection of the surrounding world (Vygotsky, 1997, 1998). Knowledge being construc-
ted by an individual/child is not completely identical to the information which reaches
one from the environment because knowledge is being actively created/constructed by a
man/child oneself (Berger, Luckmann, 1999). Physical activeness and activities are the
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base of cognition, through which, getting to know the environment, a man organises one’s
thoughts in the way they would form the meaning (Piaget, 2001, 2002). Informal indepen-
dent learning/teaching is explained as the process of creation of meanings; its aim is to
understand the surrounding world and, for an individual, alongside with this deepening
understanding, to change oneself (Von Glasersfeld, 1984, 1987, 1989, 1995).

The paradigm of traditional education (adult-oriented teaching paradigm) is positioned
in the way it limits postmodern, social-educational discourse of child-oriented informal
independent learning/teaching culture because it is based on the conceptions of adults
concerning the formed image of a child as an immature individual and childhood, in
social-educational senses, as an insufficiently significant period (Epstein, Dauber, 1991;
Eberwein, 1993; JlaBsinos, 1995, quoted in Juodaityté, 2003b; Juodaityté 2001; 2003a).
This educational paradigm determines significant preconditions on (in-) acceptability of
children’s informal independent learning/teaching culture to adult’s culture when children
are not perceived as creators of own culture of learning/teaching.

The theory of postmodernism reveals diversity of different cultural attitudes, ability to
accept different individuals of other culture (Hofstede, 1991; McLaughlin, 1997; Hofste-
de, Hofstede, 2005). The theory of postmodernism makes the subjective “self” of a child
and one’s socio-cultural world as well as child’s participation in creation of culture, one’s
independence and authorship relevant (Kupffer, 1990; Lanahan, Sanderuf, 1991; Cole,
1996; Juodaityté, 2003b; Rubavicius, 2003; Valantiejus, 2004; gapamyté, 2007; Lyotard,
2010).

The paradigm of child-oriented (self-)education is conceptualised as postmodern, giving
sense to orientation towards a child as a social-cultural individual and expressing an ex-
ceptional relation with one when it is aimed at not operation over one’s nature, but at coo-
peration with it (Bitinas, 2000, 2005; Bruzgelevi¢ien¢, 2008a, 2008b). “Child” and “child-
hood” are self-contained values, and child’s learning/teaching is based on one’s freedom
through interaction with environment, independent choice of learning/teaching methods,
rules and learning from experience and through experience (Mayjers, Jones, 1993; Han-
sen, Kaufmann, Saifer, 1997; Johansen, Rathe, Rathe, 1999; Staerfeldt, Mathiasen, 1999;
Kret, 2001; Juodaityté, 2003b). Theoretical conceptions of the child-oriented paradigm
of learning/teaching, such as cultural, humanistic, progressive, pragmatic, “free”, provide
preconditions for acknowledgement of significance of children’s informal independent
learning/teaching culture.

The discourse theory in the perspective of social constructivism allows understanding that
the discourse of children’s informal independent learning/teaching culture means a certain
way of perception the world and talking about it, which defined how its participants/chil-
dren conceptualise the informal independent learning/teaching culture (Jorgensen, Phil-
lips, 2002; Makapos, 2003; Telesiené, 2005, 2006; Poskiené, 2007a, 2007b).

Methodological approaches of the dissertation:

The theory of paradigm changes represents the paradigm-based thinking which is critical
in its essence; that is why it allows identification of scientific/praxeological discourses
when estimating their reasoning and expression of indoctrination (Kuhn, 2003).

The discourse as a methodological approach to qualitative research of social-educational
phenomena and contextual understanding allows tracing what is said about children’s
informal independent learning/teaching culture as a social, educational phenomenon by
different social agents/children (Jorgensen, Phillips, 2002; Juodaityté, Rudyte, 2009). Mo-
reover, it allows explanation of how their (children’s) statements are enabled and limited
by the existing socio-cultural organisation. In the dissertation, the discourse methodology
is applied in the research of the phenomenon of children’s informal independent learning/
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teaching culture in order to understand how this phenomenon’s meanings are being const-
ructed in reality and what kind of knowledge and knowing is predominant.

The paradigm of qualitative research representing anti-positivist (interpretational) concep-
tion of reality allows investigation of social reality being constructed by children seen as
they see it as well as investigation of children’s informal independent learning/teaching
culture as a social-cultural, educational phenomenon of contemporary society, allows its
interpretation in child’s everyday context and through its meanings rendered by children
themselves (Alasuutari, 1995; Kvale, 1996; Maxwell, 1996; Schwandt, 1997; Tidikis,
2003; Bitinas, 2006; Kardelis, 2007). The methodology of qualitative research enables
not measurement of, but understanding, the phenomenon under investigation and also
enables a researcher to continuously develop knowledge on the situation because one is
striving to characterise the social reality being constructed by children (Bitinas, 2002; Ti-
dikis; 2003; Zydzitnaite, 2003, 2005). On the contrary to the quantitative methodology, it
is not aimed at representation of the population but rather aimed at overall understanding
of the phenomenon under investigation.

Hermeneutics (social constructivist and phenomenological perspectives) as the approach
to analysis of the discourse of children’s informal independent learning/teaching culture.
The research results are explained and interpreted on the base of hermeneutics the aim of
which is to achieve valid and acceptable understanding of the text meaning. The meaning
is interpreted by employing the hermeneutic circle model which means the relation of
parts of a text with the whole (Gadamer, 1999; Ricoeur, 2001; Habermas, 2002; Rama-
nauskaité, 2002; Gadamer, 2000).

The phenomenological perspective of hermeneutics suggests the provision that cognition
of the discourse of children’s informal independent learning/teaching culture as a socio-
educational phenomenon must start from a surprise, a question “why?” expressing/me-
aning transition from the “natural” to the “phenomenological” attitude (Mickiinas, Ste-
ward, 1994). The phenomenological method of bracketing (epoché) allows the researcher
to keep away from preconceived knowing/theoretical-social constructs (rejecting any pre-
conceived attitudes, prejudice, myths) on the phenomenon of children’s informal indepen-
dent learning/teaching culture and base on own direct insight of the very phenomenon.
Social constructivism as the hermeneutics perspective is applied for critical interpretation
of children’s informal independent learning/teaching culture as the socio-cultural, edu-
cational “matter-of-course”, “established” phenomenon in its meanings which does not
belong to the sphere for formal (self-) education but is rather articulated in the field of
everyday, routine life.

Research methods that have been applied in the dissertation:

Methods of analysis, comparison, generalisation, meta-analysis of scientific literature
enabled to reveal the conceptual concept of children’s informal independent learning/te-
aching culture as a contemporary postmodern social-educational/pedagogical phenome-
non, identify theoretical contexts constructing the discourse of children’s informal inde-
pendent learning/teaching culture.

Free (non-structured) thematic children's essay children as a method of free opening out
oriented towards different experiences of children’s informal independent learning/te-
aching. This L-type method of data/information collection (Bitinas, 2002, 2006; Sapar-
nyté, 2007; Masiliauskiené, 2008) enabled revelation of children’s everyday experiences
when constructing the discourse of informal independent learning/teaching culture (its
content and context) and meanings attributed to it.

Qualitative content analysis (thematic, generalising) applied for qualitative data proces-
sing when exploring texts (essays representing children’s informal independent learning/
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teaching culture) on the base of methodologically reasoned steps of analysis. The text un-
der exploration encompasses new topics: publicised (visible) and latent (invisible) content
as contextual information (Zydiiﬁnaité, 2005; Bitinas, Rupsiené, Zydiiﬁnaité, 2008b).
The method of thematic qualitative content analysis enables revelation of the “secret” dis-
course of children’s informal independent learning/teaching culture on the generalising
topics when identifying their meanings and content.

= The discourse analysis encompasses two aspects: discourse content and context of its
construction (Hajer, 1995; Telesien¢, 2006; Juraité, TeleSiené, 2009). When carrying out
analysis of the discourse of children’s informal independent learning/teaching culture,
special attention is paid to them. The discourse content covers various children’s “utte-
rances”/”’statements” as a unity of ideas, notions and categories on informal independent
learning/teaching. Discourse topic(s) is the essence of the discourse content; they are dealt
with in texts and state what the discourse is about and organise the very proceeding of the
discourse (Maxkapos, 2003). In the discourse analysis, first of all, the context is understo-
od as educational, enabling/limiting direct or/and sociocultural-historical contexts. Their
description and analysis help to better understand and explain the proceeding discourse, to
critically assess it. In the discourse analysis, the context also means the direct proceeding
of the discourse (children’s informal independent learning/teaching in the child-oriented
paradigm). The discourse content is constructed in the context of child-oriented informal
independent learning/teaching.

Organisation of the research. Population of the research sample consisted of 120 chil-
dren (at the age of 11-12 years) who were attending Siauliai city and Panevézys city com-
prehensive schools’ 5%-6" forms. The base of the qualitative research is working out free
thematic essays “In the Summer-Time at Home I Am Learning When Not Learning”. Out
of obtained 120 children’s essays, 88 texts were selected for qualitative interpretational data
analysis. The main selection criterion — the possibility to describe the phenomenon under in-
vestigation as exhaustively and detailed as possible. The volume of the sample is sufficient for
implementation of the qualitative research and deep, intensive (not extensive) investigation of
the phenomenon/social-educational discourse of children’s informal independent learning/te-
aching culture. The number of informants is predetermined by the theoretical “saturation”
which becomes visible in the proceeding of the data analysis — the content of the artefact/essay
text used for the qualitative research. Repeated all elements until the particular analysis unit
allow to not analyse further units presented by other informants.

The research sample was formed on the ground of methodological parameters for the
qualitative research sample. The methods of criterion-based (target) and convenient selec-
tion have been employed. The main criterion when choosing the amount of informants — the
possibility to obtain information suitable for the research. For writing a free thematic essay,
children at the age of 10-12 years have been chosen because they already have some different
experience of learning/teaching (formal, non-formal and informal/independent), are able to
characterise it in a written form and an essay is a suitable and attractive form for expression of
the experience. The principles of formation of the qualitative sample were followed in order
the informants/children could present information on their experience. Moreover, according
to Piaget (2002), pupils from 11 years start logically thinking and already are capable to reflect
own experience. Children from Siauliai (5 schools) and Panevézys (8 schools) cities’ schools
were chosen because of the geographical proximity of the cities. One more aspect of forma-
tion of the research sample should be emphasised — the voluntary principle of the research
participants. When organising the research, children attending some schools did not express
their wish to take part in the research. The implemented methods of selection correspond
to the aims of the qualitative research because here the investigated phenomenon should be
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characterised in detail in order to ensure representation of important topics (volume, depth
and meaning of the content) and not to present a percentage value expressing distribution of
topics.

The research ethics. When carrying out the research, major ethical principles singled out
in social-educational research were maintained: voluntary basis, willingness, privacy and res-
pect, justice, exactness of information, anonymity etc. Two phases needed for carrying out
the research involving children were implemented: consulting with adults responsible for chil-
dren, request of their permission and addressing to those children.

Scientific novelty of the dissertation:

= The created methodological instrument the essence of which lies in paradigmatic thin-
king, critical in its essence. It allows identification of scientific-praxeological discourses
when estimating their reasoning and expression of indoctrination. The discourse is const-
ructed as a methodological research approach enabling understanding the social-educatio-
nal meanings dominating in public scientific and/or praxeological discussions.

=  When making the man’s holistic (life-wide) learning/teaching continuum, it was reve-
aled that not only formal and non-formal but also informal/independent and self-direc-
ted learning/teaching gain a special significance, their coherence as being of different
(sub-)qualities of learning/teaching supplementing each other was highlighted. The dis-
course of informal independent learning/teaching is based on these contextualising me-
anings of man’s lifelong learning/teaching which is understood as the scientific-praxe-
ological approach to involvement into lifelong learning/teaching. Its conceptualised as
enabling man/child to learn pleasantly and meaningfully, also getting involved into the
culture of lifelong learning/teaching.

= Context of the informal independent learning/teaching discourse is based on the socio-cul-
tural constructivism approach by stating that cognition/ learning/teaching in their essence
is socio-cultural; that is why it is inseparable from the context. Difference of every indivi-
dual’s learning/teaching is highlighted; it is conceptualised as natural because it proceeds
in diversity of socio-cultural, physical everyday life. The context of informal independent
learning/teaching is conceptualised in the perspective of coherence of socio-cultural and
situational learning/teaching. Importance of personal/subjective social and cultural expe-
rience of learners is made relevant in diversity of individuation and sociality conditions.

= Children’s informal independent learning/teaching is identified in the social constructivist
perspective of the discourse theory as phenomenal social-cultural, educational phenome-
non belonging to the “matter-of-course” field of learning/teaching practice because all
people are naturally involved into the process of its perception or are involved in it by
others. It is reasoned that children’s informal independent learning/teaching, like other
learning/teaching discourses belonging to the “matter-of-course” field of practice, is estab-
lished, settled. Then, its scientific and/or praxeological understanding becomes stable and
unchanging, regardless the changing relation between the educated/child and the educa-
tor/adult with the (self-)educational reality.

= Theoretically reasoned method of understanding and interpretation of the discourse of
children’s informal independent learning/teaching culture — hermeneutics, in the social
constructivist and phenomenological perspectives. This enables understanding children’s
free utterances oriented towards everyday experiences when constructing the discourse
(text of non-structured essays), their content and context when relating them to what is
said there and what meaning they encompass. In the social constructivist perspective,
the discourse of children’s informal independent learning/teaching is theoretically posi-
tioned as a social action, specific interaction. It is proved that what is important for the
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discourse analysis is the participants/children creating, transferring and interpreting it
and educational (enabling and limiting the discourse), direct or/and sociohistorical-cultu-
ral contexts. The phenomenological perspective is theoretically being reasoned; it allows
suspending the preconceived knowing (theoretical-social constructs) on the phenomenon
of children’s informal independent learning/teaching, its significance. The hermeneutic
approach is identified as enabling raising the significant meaning rendered by children’s
culture as well because it allows revealing their experiences in informal independent lear-
ning/teaching.

Revealed scientific knowledge and meanings contextualising the discourse are revealed;
they allow publicising the “secret” discourse of children’s informal independent learning/
teaching culture in education science as a phenomenon significant for its social-educatio-
nal meanings.

A new theoretical construct of children’s informal independent learning/teaching culture,
when a child is the major actor and creator. Social-educational meanings of informal inde-
pendent learning/teaching are theoretically based in the contexts of pleasant and meaning-
ful learning, everyday life, diverse environments.

Practical significance of the dissertation:

The created instrument — L-type free thematic children’s essay oriented towards different
experiences of children’s informal independent learning/teaching and everyday life; const-
ructed methods for its application. It is demonstrated how, by employing this method,
children’s experiences can be obtained. Significance of the children’s essay writing com-
petition is revealed as the one enabling children publicising their narratives when a child,
at the very beginning of the research, becomes an active agent, creator contributing to
publicising of the discourse.

The thematic qualitative content analysis method was demonstrated; it allows revelation
of the secret discourse of children’s informal independent learning/teaching culture by
generalising topics. Meanings of generalising topics and their content were identified. It
was illustrated/represented how should a discourse be constructed, publicised and orga-
nised its (“secret” discourse) dissemination through scientific-practical forum where all
participants (children, pedagogues, parents) of (self-)education took part. Created new
knowledge for the public scientific-praxeological discourse the meanings of which can be
identified by children, pedagogues and scientists.

Empirically reasoned transferability/applicability of the grounding theory when a rese-
archer becomes a participant and constructs the discourse on the base of ideology of ot-
her/different participants of the research — children. The constructed discourse is based on
the narratives of articulating (creating, transmitting and interpreting) it participants’/chil-
dren’s free/informal independent learning/teaching culture.

Possibilities for methodological applicability of the discourse in educational research of
the cultural character of childhood/children’s lives’ phenomena, especially those related
to localised environments and subjected reality when children are free (in a dynamic, evol-
ving perspective of time and space) to create their own (sub-)culture of learning/teaching
using natural environments during significant to them summer vacation period are revea-
led.

Qualitative methods applied in the research are described: free (non-structured) thematic
children’s essay as a qualitative method enabling children to publicise own experiences
of different/informal independent learning/teaching, providing methods for its construc-
tion/creation and application; hermeneutics (social constructivist and phenomenological
perspectives) as a praxeological approach to the discourse analysis; qualitative content
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analysis (thematic, generalising) and discourse analysis (covering the discourse content
and the context of its construction).

=  The identity of discourse’s participants/children learning in the informal independent way,
being active creators of the informal independent learning/teaching culture is identified
when conceptualising the following: environments for informal independent learning/te-
aching culture, diversity of applied activities, situations, sources, ways and forms, neces-
sity of transformation of the adults’ roles (from traditional to postmodern). Significance
of children’s informal independent learning/teaching as a different/creative process when
children get involved into the common culture of man’s lifelong learning is revealed.

= By employing the environment of children’s essay writing competition, the research in-
strument for children was presented in an attractive form of a booklet inviting to join the
research, the invitation and booklets for pedagogues were worked out. The material intro-
ducing results of the empirical/qualitative research, publicising and dissemination is illust-
ratively presented to the research participants in a discussion form: the forum programme
of dissemination of children’s experiences and two articles on dissemination/publicising
of the research results obtained by the dissertation author; examples of letters of acknow-
ledgement, certificates for participants of the research as well as a symbolic souvenir and
an e-book encompassing essays of the participants.

= Foreseen guidelines/ways for publicising of the social-educational significance of the dis-
course of children’s informal independent learning/teaching culture when the most impor-
tant participants (teachers, parents and children themselves) of children’s (self-)education
are involved into this process. Significant forms of cooperation of scientists and practitio-
ners were found for dissemination of the scientific research results and practical significan-
ce, by employing the style of pedagogical language used in children’s educational reality
for dissemination of the results.

Structure and volume of the dissertation. The doctoral dissertation consists of the in-
troduction, four parts, conclusions and generalisations, recommendations for publicising of
the discourse of children’s informal independent learning/teaching culture, the discussion, the
list of references and annexes. The first and second parts encompass results of the theoretical
research; the third part reasons the methodology/methodological approaches to the empirical
research, describes methods and the instrument, the research sample, ethics and proceeding
of the qualitative research; the fourth part presents results of the qualitative research, their
analysis and interpretation. The dissertation presents 3 figures and 24 tables (including 12 in
the dissertation, 12 in annexes). The volume of the work is x pages (excluding annexes). 314
literary sources were used in the dissertation.
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REVIEW OF THE CONTENT OF THE DISSERTATION

On the base of the theoretical research of the dissertation, the expression of the dis-
course of children’s informal independent learning/teaching culture in contemporary reality
of children’s (self-) education, the situation of (conflict-based) interaction between traditional
and postmodern learning/teaching discourses in conceptualised. The ways for possible publi-
city of its educational significance to children and adults are identified. The instrument having
the methodological significance is introduced; it allows creation of new knowledge grounding
the social-educational discourse of children’s informal independent learning/teaching. Scienti-
fic-praxeological approaches that contextualise and conceptualise it for its publicising as well
as the content, meanings in the child-oriented paradigm are revealed. The discourse has been
constructed as a methodological approach to the research allowing understanding the public
social-educational significance of children’s informal independent learning/teaching culture
dominating in scientific and/or praxeological discussions. This discourse is contextualised
by revealing knowledge bearing the scientific-praxeological meaning allowing publicising
of the “secret” discourse of children’s informal independent learning/teaching culture in both
science and reality of (self-)education as a significant phenomenon in its social-educational
meanings.

The first part of the dissertation deals with the shift of the social-cultural paradigm of
lifelong learning/teaching as giving sense to the cultural (multi-)polylogue and generalising
social-educational significance of informal independent learning/teaching as well as with the
dissemination in the multitude of environments implying the conception of the life-wide lear-
ning/teaching continuum. The concept/discourse of informal independent learning/teaching is
being developed on the ground or the conception of man’s lifelong learning/teaching as conti-
nuous, life-wide, deep/meaningful learning/teaching. Development of such discourse deepens
its significance to an individual, cognitive, social- cultural competency, is positioned towards
its relations with the formal and non-formal.

In the conception of man's lifelong learning/teaching, the postmodern cultural discourse
contextualises several meanings important to the education science. First, by its essence, it al-
lows understanding man’s lifelong learning/teaching as a multicultural phenomenon/process
where various individuals according to their age, sex, social experience etc. are involved. The
other meaning is positioned towards the necessity of coherence of formal, non-formal and
informal learning/teaching, making relevant learning/teaching as being meaningful and ple-
asant, and this means the conception of attractive learning/teaching to the society/all social
groups. These meanings being contextualised in the education science are the base for the dis-
course of informal independent learning/teaching understood as the scientific-praxeological
approach to involvement into lifelong learning/teaching.

Universalism of man’s lifelong learning/teaching is contextualised as uniting different
social groups (according to age, sex, social experience etc.) when orienting them towards
constant changes in various fields of society life, including education, and also towards par-
ticular society types. However, a threat to make child’s as a social-cultural individual’s and
children’s as a social group’s (also, a certain generation) representing characteristic (peculiar,
special, unique) learning/teaching culture universal. That is why the position stating that what
is specific and what is universal should be considered as not oppositions but as ones supple-
menting each other by their qualities is made relevant (Cecchin, 2005).

The post-modernistic social-cultural paradigm/cultural conception of lifelong learning/te-
aching is important not only to an individual but also to the society because it gives sense
not only to the perspective of adults’ but also children’s informal independent learning/te-
aching culture as the one enabling their involvement into the culture of lifelong learning/te-
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aching since childhood because the conception of the lifelong learning/teaching is applied
to all population of the humankind, regardless their age and position in the labour market
(Delors, 1996). Such context covers all activities of man’s learning/teaching from early child-
hood to senility, from leisure time to formal education, emphasising that education obtained
in the youth period does not satisfy the requirements of all the life span. Thus, the conception
of lifelong learning/teaching gives sense to the dynamic concept of time and space allocated
to learning/teaching — “suitable” time for learning/teaching is all life-long where also non-re-
gulated, non-directed learning/teaching becomes especially significant (diversity/multitude of
knowledge in different fields supplements and is integrated into other fields).

Dissemination of the discourse of informal independent learning/teaching in the context
of multitude of environments is based on the conception of the life-wide learning/teaching
continuum. This conception positions itself towards qualitative categories of teaching/lear-
ning which are conceptualised as /ife-long, life-wide giving sense to man’s lifelong learning
through diversity of life spheres and situations and /ife-deep learning (Banks, Au, Ball, Bell,
Gordon, Gutiérrez, Brice Heath, Lee, Lee, Mahiri, Suad Nasir, Valdés, Zhou, 2007; National
ResearchCouncil/Bell, Lewenstein, Shouse, Feder, 2009).

The conception/context of life-wide learning/teaching enables understanding that the dis-
course of man’s lifelong learning/teaching culture is being constructed by generalising not
only different meanings of learning/teaching but also it implies different (sub-)qualities of
learning/teaching, too: formal, non-formal and informal learning/teaching (Smith, 1999; Schu-
gurensky; 2000; Straka, 2004; Jucevicien¢, 2007; Smith, 2008; Kvedaraite, 2009). The latter
quality of learning/teaching is giving significance through such (sub-)qualities as self-direc-
ted, independent learning/teaching and socialisation (Schugurensky; 2000; Jucevi¢iene, 2007,
Kvedaraite, 2009). Dissemination of meanings of the discourse of man's lifelong learning/te-
aching culture implies coherence of different (sub-)qualities of learning/teaching. However, it
should be noted that it is accustomed to investigate the mentioned (sub-)qualities of learning/
teaching by isolated juxtaposition (with regard to typology, hierarchical positioning); then the
attitude towards learning/teaching as the holistic man’s social-cultural action/process is being
fragmented and loses phenomenal meanings of man’s lifelong learning/teaching.

Social-cultural, cognitive context of the discourse of informal independent learning/te-
aching is given sense by synthesising approaches to construction of social reality and neo-
pragmatism. Every approach is positioned as valuable, allowing expansion/contextualising
of the discourse of informal independent learning/teaching, its social-cultural, cognitive sig-
nificance. The main idea of constructivism reasoning all constructivist approaches by the
reflection that all knowledge is constructed on the base of gained experience and various
individuals (according to sex, social experience, age etc.) have free will to act and gain the
understanding when actively constructing them is made relevant.

Cognitive constructivism makes the individual context of children's informal independent
learning/teaching because allows understanding that every child personally creates knowing
and understanding, and learning/teaching is an inner process/proceeding when knowing is
being constructed and gradually de-contextualised (Piaget, 2001, 2002). Every child speci-
fically creates/constructs own reality, after that, through processes of accumulation of expe-
rience, unites with environment when making difference/specificity of own learning/teaching
relevant, with regard to socio-cultural experience, knowledge and skills corresponding to their
age. However, it should be noted that children’s natural difference/specificity cannot be the
base for typology/classification, comparison with adults’ learning/teaching by hierarchic di-
vision of them.

The theory of cognitive constructivism insufficiently evaluates/regards the social, cultu-
ral character of children’s informal independent learning/teaching, its proceeding under the
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influence of cultural and social conventions; that is why social-cultural, cognitive context is
developed through involvement of the socio-cultural constructivism approach based on Vygot-
sky’s (1986, 1997, 1998) theoretical ideas. This approach allows understanding that children’s
informal independent learning/teaching takes place in the context of socio-cultural processes,
centring social interaction among social, cultural groups (children and adults). Adults’ (sub-
)culture is positioned as the one of the more experienced, rendering children the continuously
evolving (socio-)cultural artefacts/mediation “instruments” based on language. The concept
of the fields of proximal/closest, potential and relevant development enables contextualisation
of informal independent learning/teaching in their coherence as the opportunity for children to
learn in the diversity of situations corresponding to them, when creatively matching them and,
thus, constructing the dynamic space for own learning/teaching. Children's informal indepen-
dent learning/teaching is conceptualised as a social, cultural competency to apply the mentio-
ned “instruments” when acting in contextual (social-cultural, communicational etc.) situation,
representing certain models of behaviour in interactions with others (children and adults).

The cognitive (Piaget, 2001, 2002) and socio-cultural (Vygotsky, 1986, 1997, 1998) appro-
aches are generalised by the constructivist (of construction of social reality) theoretical-philo-
sophical perspective being developed while contextualising children'’s informal independent
learning/teaching culture as being constructed in everyday life (Berger, Luckmann, 1999; Sa-
parnyté, 2007; Masiliauskieng¢, 2008). In this perspective, children are positioned as (inter-)ac-
tive agents — discursively constructing own cognition spaces, independent learning/teaching
(sub-) culture’s, creators of external/objectivated and inner/subjectivated realities and not on-
ly users of the existing culture and its “products”. The perspective of construction of children’s
informal independent learning/teaching culture in everyday life (Berger, Luckmann, 1999) is
positioned as important when conceptualising the significance of everyday environment (es-
pecially home) and subjectivated, but not objectivated, reality to processes of children’s infor-
mal independent learning/teaching. This perspective makes relevant the activeness of a child,
not only as a constructive learner, but also social-cultural processes/contexts and different
roles of an adult manifesting in maintenance of child’s endeavours when specifically construc-
ting the living world/knowing through the (multi)polylogue based on principles of equality.

The second part of the dissertation conceptualises the positioning of the social-educatio-
nal discourse of children's informal independent learning/teaching culture in the child-orien-
ted paradigm, when publicising its meanings in the situation of diversity of indoctrinated/“sec-
ret” discourses. Features of children’s informal independent learning/teaching culture as the
“secret”/”public” discourse are reasoned by the theoretical-philosophical perspective of the
discourse and the context of the shift of the educational paradigm.

The social-educational discourse of children’s informal independent learning/teaching is
defined as a unity of ideas, notions and categories which are being created, recreated and chan-
ged by certain social actions, and due to which both physical and social realities are given
sense. In the perspective of social constructivism, informal independent learning/teaching is
conceptualised as a social-cultural, educational phenomenon which belongs to the “matter-
of-course” field of practice because all people are naturally involved into the process of its
understanding or are involved by others. That is why by its essences/meanings it is establis-
hed, settled. Then, its understanding becomes stable and unchanging, regardless the changing
cultural relation between a child and an adult with the reality.

The social-educational discourse of children’s informal independent learning/teaching as
a phenomenon is determined by two different cultures. One of them — the discourse based on
the leading role of an educator/adult and one’s culture signifying the paradigm of feaching.
The other discourse is oriented towards the experience of an educated/child as an active par-
ticipant and signifies contextualisation of phenomena of the learning process. These two dif-
ferent discourses are constructed on the different methodological background, too. These are
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the social-educational/pedagogical which occurred in the reality of (self-)education when
every educated/child can give sense to their activities individually; and the cultural-historical
which reflects the historical change of attitudes towards (self-) education in the society and
reality of (self-) education.

Publicising of the discourse of children's informal independent learning/teaching culture
in the child-oriented paradigm is conceptualised when making the conflict between traditiona-
lism and postmodernism relevant. The postmodern discourse of (self-)education emphasises
self-expression and freedom of a learner (and especially a child) and is based on the orienta-
tion towards one as a social-cultural individual (Bitinas, 2000; Freire, 2000; LuksSiené, 2000;
Jarvis, 2001; Juodaityté, 2003a, 2003b; Curzon, 2004; Bruzgeleviciené, 2008a, 2008b). In
the context of the paradigmatic concept of “free” (self-)education, the child-oriented infor-
mal independent learning/teaching is based the idea of freedom as an alternative for child’s
social, cultural dependence from an adult. The mentioned discourse is related to cognition
of different from traditional/“matter-of-course” (sub-)cultures of learning/teaching (such as
independent etc.), significance of which is based in the context of postmodern common cultu-
re/discourse of man’s lifelong learning/teaching.

The child-oriented paradigm is contextualised in the situation of discourse diversity (cultu-
ral, humanistic, progressive, pragmatic and “free”) as a social-paedocentric giving sense to
children s informal independent learning/teaching culture when enabling publicising of its so-
cial-educational discourse and rejecting indoctrinated, stereotypical conceptions of children’s
learning/teaching culture. Then, child-oriented informal independent learning/teaching is
contextualised through the concept of “‘free” (self-)education, interaction of adults’ and chil-
dren’s cultures based on the principles of democratic culture; the basis of this interaction
consists of equal (multi)dialogue and reflection in partnership/the diversity of individuation
and sociality. The interaction of such a character is given sense in processes of informal inde-
pendent learning/teaching through the principles of equality, dialogue, co-existence, freedom,
parallel development, unity and tolerance. In such a context, the (sub-)culture of children’s,
social-cultural individuals’ learning/teaching is given sense as a phenomenon of common pe-
ople’s learning/teaching culture (part of it — (sub-) phenomenon) and not as the exiting in its
periphery.

The third part of the dissertation reasons the methodology and methods of the research
of contextualisation of social-educational meanings of the discourse of children’s informal
independent learning/teaching, application of the paradigm shift theory are reasoned: the pa-
radigm of qualitative research (anti-positivist/post-structural, interpretational), the discourse
as the methodological approach to qualitative research and contextual understanding of so-
cial-educational phenomena (phenomenological and social constructivist perspectives). The
described children’s free (non-structured) thematic essay as the method of qualitative research
enables children to publicise their narratives on experiences of own different/independent le-
arning/teaching culture. The topic “In the Summer-Time at Home I Am Learning When Not
Learning” was chosen for children’s essay; it encouraged children to reveal experiences of
independent learning/teaching as being different. The topic for essays includes some provoca-
tive elements because it is oriented towards the “invisible”/different experience of children’s
lives and learning/teaching gained through informal independent learning/teaching processes
taking place during summer vacation. The methods for construction/creation, application and
implementation of an essay as well as their principles are presented in this part. Formation of
the research sample, implementation of the ethics principles and other research procedures are
described. An extensive structure of the theoretical and empirical research of the social-edu-
cational discourse of children’s informal independent learning/teaching culture is presented
in Figure.
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Figure. Research structure of the social-educational discourse of children’s informal inde-
pendent learning/teaching culture in the child-oriented paradigm

The fourth part of the dissertation presents the results of the qualitative research: ex-

pression of the discourse of children's informal independent learning/teaching culture in the
child-oriented paradigm. On the ground of qualitative interpretational analysis of the research
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data, the content and meanings of the discourse (as “secret”) are revealed; on their basis, chil-
dren’s informal independent learning/teaching culture is conceptualised and social-cultural,
educational discourse meanings, when constructing it towards child-oriented paradigm. The
“secret” discourse of children’s informal independent learning/teaching culture is contextua-
lised on the base of thematic conceptions, generalising topics. Their meanings and content
are identified: ten generalising meanings (notional topics) and nineteen topics revealing their
content have been singled out. On the base of results of the qualitative research, a new theo-
retical construct (constructed discourse) of children’s informal independent learning/teaching
culture, when a child is the major actor and creator, is presented. On the ground of thematic
conceptions, the theoretical construct of children’s informal independent learning/teaching
(discourse, its content and meanings) are presented in the table.

Table

The conceptual “matrix” of topics (thematic conceptions)

Generalising topic/meaning Giving Sense to Diversity of Children’s Informal Independent Lear-
ning/Teaching Environments

Summer Is a Favourable Environment for Informal Independent
Learning/Teaching

Summer Vacation Is a Favourable Environment for Informal Inde-
pendent Learning/Teaching

Summer Is the Possibility to Change the Usual Everyday Environ-
ment

Diversity Informal In-
dependent Learning/Te-
aching Environments

Topic
Sub-topics

Summer, Vacation Meets My Expectations

Possibility to Learn in Various Environments

Generalising topic/meaning Application of Various Activities and Situations for Informal Indepen-
dent Learning/Teaching (as a New Possibility for Child’s Self-expression)
Game Activities and Situations

Activities and Situations Corresponding Hobbies

Activities and Situations Corresponding Interests

InformalIndependentLe- Leisure Activities and Situations
arning/Teaching through | | Work Activities and Situations
» | Activities and Situations a Creative Activities and Situations
E- and Their Matching $ | Learning/Teaching under Conditions of Free Communication
& g Matching of Learning/Teaching Activities
Learning/Teaching Using Written Sources
Learning/Teaching Using Electronic Technologies
Giving Sense to Informal Learning/Teaching from the Diversity of Life Situations
Independent  Learning/ Learning/Teaching Situations Provided by Family Members/Rela-
Teaching Situations tives

Generalising topic/meaning Finding the Diversity of Informal Independent Learning/Teaching
Sources

Learning/Teaching from Own and Friend’s Family Experience

Diversity of Informal In- Learning/Teaching from Experiences of Other People

dependent Learning/Te-
aching Sources and Their
Matching

Learning/Teaching from Written Sources

Topics

Learning/Teaching from Electronic Sources

Sub-topics

Learning/Teaching Using a Computer
Learning/Teaching from TV Editions, Films of Various Genres
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Table (continued)

Generalising topic/meaning Application of Informal Independent Learning/Teaching Ways and

Forms

WaysofInformalIndepen- Learning/Teaching Ways

dent Learning/Teaching . | Consecutive Matching of Learning/Teaching Ways
» | and Their Matching E
2]
';-.' & | Individual Learning/Teaching
e |Forms of Informgl U 2 Learning/Teaching in Dyads

dependent Learning/Te- |@ - —

5 Learning/Teaching in Groups
aching

Learning/Teaching with Family and in Family

Generalising topic/meaning Ways

Teaching

Giving Sense to Difference of Informal Independent Learning/

Topics

Ways for Giving Sense to
Significance of Informal

Independent Learning/Te- |

aching

Sub-topics

Parents” Support When Giving Sense to Difference to Informal
Independent Learning/Teaching

Involvement of a Child into Giving Sense to Difference of Lear-
ning/Teaching

Comparison of Informal Independent Learning/Teaching with For-
mal Learning/Teaching

Reflection/Giving New Meanings to Informal Independent Lear-
ning/Teaching through Experiences/Discovery

Giving Sense to Differen-
ce of Informal Indepen-
dent Learning/Teaching

Transferring of Values

Generalising topic/meaning Giving Sense to the Essence of the Informal Independent Learning/Te-

aching Process

Topics

Giving Sense to the Essen-
ce of Informal Indepen-
dent Learning/Teaching

Learning/Teaching as Meaningful Time-Spending/Meaningful Ac-
tivities

Learning/Teaching through Everyday Life Rituals

Expression of Rules of
Informal Independent Le-
arning/Teaching

Sub-topics

Usage of a Talisman as a Symbol of Successful Learning/Te-
aching

Freedom as a Stimulus for Informal Independent Learning/Te-
aching

Possibility to Learn at Different Time/Part of the Day

Possibility to Learn as Enjoyed/Desired

Perception of Unlimited Possibilities for Informal Independent Le-
arning/Teaching

Character of Expression of Creation Rules of Informal Indepen-
dent Learning/Teaching

Generalising topic/meaning Roles of a Child as an Active Participant of the Learning/Teaching

Process

Topics

Acceptance of New Ro-
les (Learner’s and Social)

Sub-topics

Acceptance of a New/Responsible Role

Acceptance of a Consultant’s Role

Acceptance of a “Learning Teacher” Role

Acceptance of an Active Role

Negation of Learning Stereotypes

Transformation of
Adult’s Roles

Traditional Roles

New/Postmodern Roles
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Table (continued)

Generalising topic/meaning Expression of a Child as an Author of the Creative Process
Giving Sense to Child’s Giving Sense to Learning Achievements as Self-expression
Authorship

Social Roles

New Roles as Expres-| g
£ | sion of Identity of a Le- | 'S | Creative Roles
§ arner :; Professional Roles
Giving Sense to the Iden- [ ©2 | Expression of Identity of a Little Child as a Different Learner
tity of a Child as a Lear- Expression of Identity of a Child as a Different Learner
ner (Me and Others)

Perception of Own Exceptionality

Generalising topic/meaning Perception of the Essence of Learning/Teaching in the Context of a
Man as a Social-Cultural Actor

Giving Sense to Man’s Giving Sense to Man’s Learning/Teaching as a Social Process
Learning/Teaching/Cog- Giving Sense to Science
nition Processes and
Science
. | Leaming/TeachingasGi- & | Sensing the Meanings of Lifelong Learning/Teaching
i ving Sense to Man’s So- E‘ Understanding of Significance of Learning/Teaching to Life
2 cial-Cultural Action &
A A = . . . .
Involvement into Life- |2 | Expression of Learner’s Authorship When Discovering Advanta-

long Learning/Teaching ges of Lifelong Learning/Teaching
asExpressionofAuthors-
hip of a Learning (in the
Independent Way) Child

On the ground of thematic conceptions, the discourse of children’s informal independent
learning/teaching culture is constructed; when contextualising it, in the child-oriented para-
digm, child’s authorship/authorial expression of creative/different learning/teaching process
is revealed. Social-cultural, educational meanings of the discourse and their meanings: allow
identification how children conceptualise culture of informal independent learning/teaching,
position themselves in this process as create the identity of a learner in the independent way;
enable highlighting meaningful importance of children's culture because it allows revelation
of their experiences of informal independent learning/teaching.

The environment of summer vacation is very important to children because it meets chil-
dren’s expectations to rest, spend time according to their interests, experience new impres-
sions, adventures etc. When implementing their expectations, children find new possibilities
as well — to learn in a different/independent way in life-based situations: are involved into
various activities (games, leisure time/recreational etc.), employ diversity of communicational
forms (in dyads, groups etc.), creatively match different sources (experiences/human experien-
ces, electronic, written etc.), apply different learning/teaching ways (problematic, creative,
investigative etc.). Different/proceeding differently in everyday, various environments’ con-
texts informal independent learning/teaching for children is so much interesting, pleasant and
attractive that “inspires” creative discoveries, experimentation which help children to find
themselves, not only friends but also parents, other family members as partners of informal
independent learning/teaching, as if anew. In processes of in formal independent learning/te-
aching children assume new roles and make relevant/highlight the demand/necessity of trans-
formation of adults 'roles (from traditional towards postmodern/non-traditional). When reflec-
ting different and differently gained experiences of informal independent learning/teaching,
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children construct new learning/teaching meanings in the context of social-cultural adults’ le-
arning/teaching. Children strive for/reach results of different/independent learning/teaching:
give sense to learning/teaching as a social-cultural man's action/process and, by the authors’
rights, get involved into lifelong learning/teaching identifying themselves as active creators
of the learning/teaching culture. Thus, through processes of different/informal independent le-
arning/teaching, children position themselves towards social-cultural individuals taking part
in learning/teaching processes of the contemporary/postmodern society and creating the com-
mon man s lifelong learning/teaching culture.

CONCLUSIONS AND GENERALISATIONS

1. The shift of the social-cultural paradigm of lifelong learning/teaching and giving

sense to the cultural multi-polylogue.

= [n the lifelong learning/teaching conception, the cultural discourse of postmoderism is
given sense, the change constantly taking place in development of the evolving society is
analysed and it is aimed at management of changes determined by constant innovations,
when universally developing the social-cultural involvement into learning/teaching me-
anings which imply socially defined and contextualised, historically specific knowing.
Their diversity is generalised by the discourse of the cultural paradigm of man’s postmo-
dern lifelong learning/teaching, expression of its multitude. Under conditions of knowled-
ge creation economics, this discourse is multi-polyphonic and constructed when involving
it into various social, cultural groups and encompassing more spheres institutionalising
man’s life in society, multitude of activities.

= Development of universalism of lifelong learning/teaching as a multicultural phenome-
non, where not only various social groups but also individuals (different according to age,
sex, social experience etc.) participate, inspires significance of learning/teaching of man
as a social-cultural individual. However, when lacking the position that what is specific
and what is universal should be treated as not oppositions but as supplementing each other
qualities, the threat to universalise child’s as social-cultural individual and children as
certain social group as well as generation representing specific, unique learning/teaching
culture appears.

= The discourse of man’s lifelong learning/teaching is contextualised as being based on (ma-
king it relevant) the (multi)polylogue because it implies the context of children’s informal
independent learning/teaching culture and gives sense to transformation of learning/te-
aching meanings marking a certain cultural shift. Striving for differentiation/individuali-
sation of learning/teaching, when rejecting the universal and “the only right” conception
of learning/teaching allows noticing the look back at a learning man — a child as a different
socio-cultural individual and one’s learning/teaching as an action/process which constant-
ly proceeds in the continuum of social, cultural, educational context. In such a context,
both a child as the object of cognition/learner and a non-traditional one's learning/te-
aching (sub-)culture (informal independent learning) become worth respect and cannot
be positioned as “lower” than other in the hierarchic sense.

= Dissemination of the context/discourse of informal independent learning/teaching (sub-
Jculture is related to the conception of the continuum of the life-wide learning/teaching
and allows seeing and contextualising its as a postmodern phenomenon meanings in the
paradigm of the lifelong learning/teaching culture. They position towards qualitative
constructs of learning/teaching conceptualised as continuous (continuing throughout the
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life), life-wide and deep/meaningful learning/teaching. Continuous/lifelong learning/te-
aching implies the evolving concept of time allocated for learning/teaching and expresses
informal independent learning/teaching from early childhood to senility, constantly and
periodically.

The context of life-wide learning/teaching supposes the dynamic concept of man’s lear-
ning/teaching space and time because it includes multitude of life spheres and situations,
roles and activities which can be changed in different time and spaces. Life-wide also
means that formal, non-formal and informal (independent and self-directed) learning/te-
aching supplement each other and give sense to their coherence. The construct of deep/
meaningful learning/teaching enables looking back at a learning man and also at a child
as a socio-cultural individual exiting in the world and creating an authentic relation with
other people in the continuum of everyday life spheres (family, leisure time, society life
etc.). Re-orientation towards learning/teaching in the closest (everyday life) space to an
individual gives sense to the importance of informal independent learning/teaching, its
significance/context as a necessary condition for constant and life-wide man’s, especially
child’s, lifelong learning/teaching, yet, without separating it/child’s becoming and being
a man in the present, and not just projecting into the future (because childhood is the time
of existence and activities, and becoming). These contextualising meanings in education
science ground informal independent learning/teaching which is understood as the scien-
tific-praxeological approach of involvement into lifelong learning/teaching.

2. Theoretical positioning of the social-educational discourse of children’s informal

independent learning/teaching culture in the child-oriented paradigm.

Dissemination/publicising of the social-educational discourse of children’s informal in-
dependent learning/teaching culture in the (self-)educational theory and practice (in si-
tuations of diversity of indoctrinated/“secret” discourses) is enabled by the postmodern
child-oriented paradigm generalising theoretical, praxeological knowledge significant in
social-cultural, educational meanings. They imply the diversity of discourses (cultural,
humanistic-“free”, progressive, pragmatic-constructive etc.). However, dissemination/
publicising of this discourse is of a conflict/anti-dialogue character because the discour-
se making formalised/structural learning/teaching hierarchically more valuable exists in
parallel.

The (multi)cultural discourse of man’s lifelong learning/teaching is related to cognition
of different from traditional, “matter-of-course” learning/teaching (sub-)cultures (such as
independent, self-directed, imitative learning etc.). Then, child-oriented informal indepen-
dent learning/teaching is contextualised through the concept of “free” learning/teaching,
principles of democratic culture which enable learners construct meanings, understan-
ding, knowledge.

The discourse of children's informal independent learning/teaching culture means unity
of'ideas, concepts and categories which are being created, re-created of changed by social/
communicational actions and which are given meanings to physical and social realities.
Moreover, the discourse is understood as a certain way of perception of and talking about
the world which defines how its participants conceptualise a certain object. On the ground
of the social constructivist discourse theory, a social phenomenon never is complete or
full, a meaning never can be fixed, and this stimulates a constant social discourse how to
define society and personality. From the point of view of the social constructive discourse
approach, children as a social group are attributed to the natural (“matter-of-course”)
sphere of social practice; that is why the discourse of children's informal independent
learning/teaching is established (settled) in its social-educational meanings. This means
that it is so much established that it is forgotten about its changeability. However, in every
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historical period, different discourses exist in parallel, they interact and compete (fight for
the definition of the truth). Neither of the discourses is closed or complete, but they are rat-
her constantly changing because of contacts with other discourses — “the discourse fight”
means that various discourses constantly compete over superiority to fixate the meaning.
The gained advantage can be treated as domination of one attitude (discourse).

= The value and undervaluation of children s informal independent learning/teaching cul-
ture are pre-determined by the mythologised social-educational/pedagogical (also inclu-
ding cultural-historical) discourse which is reflected by the historical change of attitudes
towards childhood in society and education science/pedagogy. This state can be genera-
lised as “a jump from mysticism to the scientific truth”. Childhood concepts constantly
appear in the sphere of adult’s mythologised thinking and the image of childhood perver-
ted in the historical-cultural sense is being created. That is why informal independent
learning/teaching in childhood is based on two kinds of myths: a child in childhood is
socially immature and only an adult provides him/her with the possibilities for full-fledged
social expression; (self-)education/informal independent learning/teaching inn childhood
is acceptance of experience accumulated by adults, without creating anything new.

= The social-educational discourse of children’s informal independent learning/teaching
culture as a postmodern phenomenon is based on the child-oriented paradigm, the con-
ception of the “‘free” (self-)education/ learning/teaching and childhood as valuable in the
social-educational sense.

= When giving priorities to children’s informal independent learning/teaching when they
freely interact with the environment, children's informal independent learning/teaching
gives significance to the status of childhood and what is important to a child in childhood.
When learning under such conditions, “childishness” is highly respected, and “childish’/
informal independent learning/teaching ways become universal when applying learning/
teaching from experience, using imitative, learning through discovering, experimenting
and investigating etc. approaches. Especially they are characteristic to the children’s in-
formal independent learning/teaching (sub-) culture, hence they become significant not
only to them/children but also adults. Ways of children’s informal independent learning/
teaching supplement the common culture of man’s lifelong learning/teaching as a multi-
cultural phenomenon where diverse individuals according to sex, social experience, age,
etc. participate. Informal independent learning/teaching is conceptualised as a valuable
context for the discourse of man’s lifelong learning/teaching, involving/joining the po-
stmodern cultural paradigm of children’s learning/teaching.

= The discourse of children’s informal independent learning/teaching culture, its publici-
sing and dissemination are limited by traditional adult culture-oriented discourse making
the formal teaching paradigm relevant. It negates independent value of the phenomenal
childhood construct and other child-oriented/cultural paradigmatic provisions. That is
why the postmodern (post-traditional) discourse of child-oriented informal independent
learning/teaching culture, its social-educational significance are undervalued and positio-
ned as having no independent value. In the context of the “break” of educational para-
digms, the shift of the traditional teaching paradigm into the alternative/postmodern one,
the child-oriented cultural paradigm of self-education/learning is understood as enabling
the discourse of children’s informal independent learning/teaching culture. By its social-
educational meanings, it is especially rich/intense and positions towards significant theore-
tical, praxeological knowledge.
3. Qualitative/empirical research of the discourse of children’s informal independent

learning/teaching culture in the child-oriented paradigm.

= For research of contextualisation of social-educational meanings of the discourse of chil-
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dren’s informal independent learning/teaching culture, the constructive/post-structural
conception of scientific/praxeological cognition of childhood world and (self-) education/
educational (child-oriented) phenomena. It is based on the paradigmatic (anti-positivist/
post-structural, interpretational) thinking, methodological approach to discursive cogni-
tion of social-educational phenomena in the phenomenological and social constructive
perspectives. This way investigated children’s informal independent learning/teaching
culture is a new/postmodern, social/cultural, educational phenomenon which cannot be
explained under dominating paradigms representing positivistic philosophy. Exactly the
methodology of discourse allows investigation of children’s informal independent lear-
ning/teaching culture usually being interpreted in the context of the “secret” discourse.
For publicising of such discourse, new knowledge bearing the theoretical-praxeological
meaning is required; on their ground, it is possible to negate the indoctrinated scientific/
praxeological discourses of children’s informal independent learning/teaching culture.
Qualitative research revealed the content and meanings of the social-educational discour-
se of children s informal independent learning/teaching culture which allow identification
of how children creating, transmitting and interpreting the discourse conceptualise the
informal independent learning/teaching culture, position themselves in this process and
create the identity of the one learning in the informal independent learning/teaching way.
On the ground of this new knowing the discourse of the child-oriented informal indepen-
dent learning/teaching culture encompasses new knowledge bearing scientific-praxeologi-
cal meaning.

3.1. Children conceptualise informal independent learning/teaching as different (in so-

cial-cultural meanings) which (difference) is given sense in various ways: helping parents
and involving themselves into understanding of its meanings, comparing informal indepen-
dent learning/teaching with formal and reflecting new meanings of learning/teaching found
through processes of different learning/teaching, its experience. All this inspires transforma-
tion of values manifesting in transformation of values from learning/teaching results to the
process;

when comparing different/independent learning/teaching with the convenient/formal, chil-
dren find the value of the different learning/teaching which is given sense by new possibili-
ties for learning/teaching — to implement own freedom of learning/teaching through non-
directional learning/teaching and free environments. Children reflect gained experiences
of informal independent learning/teaching as different and render new meanings which
position towards new possibilities for learning/teaching: when experiencing the joy of
discovery, avoiding difficulties, learning in free environments and using unusual/non-tra-
ditional sources, gaining significant to children, non-regulated knowledge, testing gained
knowledge and abilities in practice, applying and developing them;

children conceptualise/understand informal independent learning/teaching as a creative
process, condition that is favourable for creation because learning/teaching in its essence
means to them identification with meaningful time spending/activities when creatively
using rituals of everyday life. Children’s experiences represent that such inner-emotio-
nal, situational conditions as boredom and sadness as well as not having what to do
(inactivity) stimulate children's creativity. It is given sense through informal independent
learning/teaching when orienting towards its process-like character and possibilities for
activeness. Significance of everyday life rituals as ritualised activities can be conceptuali-
sed as a condition for proceeding of such learning/teaching when children in the informal
independent way without being forced by other people/adults striving for personal aims
which are being realised by being involved in acceptable to them activities.
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3.2. On the ground of the social-educational discourse of children’s informal indepen-
dent learning teaching culture, it is possible to conceptualise the following:
= informal independent learning/teaching under home environment conditions means the
diversity of environments to children, as a condition for proceeding of the learning/te-
aching process being initiated by them. Children identify the diversity of environments
with summer and vacation as the possibility to change usual everyday environment and
implement their expectations and to learn independently in various environments. Exactly
being stimulated by possibilities to implement expectations, children become active, cre-
ative initiators/participants of informal independent learning/teaching because they not
only find new opportunities for learning/teaching but also use them;
= possibilities provided by informal independent learning/teaching are meaningful to chil-
dren because: summer means possibilities for children to learn without experiencing diffi-
culties, inventing/discovering, investigating and experimenting, to learn from own life in
situations/environments of being together with family; vacation is an important and signifi-
cant period to children when implementing the possibility to learn in a different way (easi-
ly and jolly), when having some free time and freedom of action, in the situations of sum-
mer vacation’s everyday life/freedom, it is possible to learn in a different/own way and in
diverse ways, when experiencing impressions and adventures; children identify summer
with the change of environment, and to them this means new opportunities occurring un-
der conditions of diversity of environments, their change when changing a usual/everyday
environment children learn in new ones; summer vacations meet children’s expectations,
that is why children not only find new possibilities but also use them in learning in the
informal independent way in the diversity of environments;
= informal independent learning/teaching means to children new social, cultural, educatio-
nal opportunities for self-expression because it is being identified with free environments,
situations of freedom/creation and the possibility to test various forms/ways of self-expres-
sion (and this means independent learning). Exactly possibilities for new self-expression
enable children to create, find and use the diversity of activities and situations, sources,
ways and forms needed for the process of learning/teaching and to creatively and consecu-
tively match them;
= significance of possibilities provided by informal independent learning/teaching for self-
expression of opportunities can be conceptualised as follows: children create favourable
conditions/favourable process of (independent) learning/teaching for individualisation of
own learning/teaching by using activities and situations of various characters (meeting
games, hobbies and interests, leisure time etc.).
3.3. Children choose the following ways and forms of informal independent learning/
teaching:
when having to act and chose, children learn to consecutively matching various ways
of informal independent learning/teaching: learning/teaching through discoveries/discove-
ring, communicational learning ways, learning/teaching when applying fantasy, observation,
testing of beliefs formulated by other people as well as ways of problem-based learning; di-
versity of forms is characteristic to children s informal independent learning/teaching which
manifests through the following: individual learning/teaching, also in dyads, groups (when
involving not only children but also adults) and in/with family when relatives become partners
to children’s learning/teaching (spending time together, accepting help from family members,
working with them in a “team” etc.).
3.4. On the ground of the content and meanings of the social-educational discourse
of children’s informal independent learning/teaching, it is possible to conceptualise how
children position themselves in processes of informal independent learning/teaching and
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how create/construct the identity of the learner in the informal independent way:

in processes of informal independent learning/teaching, children position themselves as
active participants of such a process, accepting new (learner’s and social) roles, and adults
when reflecting their traditional and postmodern roles, the need of transformation (from
traditional to postmodern) is made relevant. The position of an active participant/creator
of the informal independent learning/teaching process means new possibilities for lear-
ning/teaching to children when testing/accepting new roles which manifest in different wa-
ys. The position of a child/creator is constructed by negating stereotypes of children’s in-
formal independent learning/teaching culture. Aiming to change stereotypical thinking of
adults on children’s learning/teaching (sub)cultures, differentiated on the ground of sex,
children state that their learning/teaching as cultural expression is peculiar for not only spe-
cified but also universalising content/character (boys learn “female” things, girls — “male”
and ICT usage for learning/teaching: computers, games, the Internet is “not only evil”
etc.);

in processes of informal independent learning/teaching, the role of adults is significant to
children (adults are not in the periphery of the process). However, children make non-tra-
ditional adult’s roles relevant (when adults regard child’s interest, give him/her freedom,
trust, consult and encourage a child, acknowledge his/her achievements, provide possibili-
ties for revelation of child’s talent, assume being not “omniscient”, teach when just being
near and learn themselves together) as a condition for their/children’s informal indepen-
dent learning/teaching in social-cultural partnership with adults;

in metacontexts of children’s and adults’ roles, informal independent learning/teaching is
given sense as interaction/social-cultural, communicational action the basis of which lies
in the intercultural polylogue as a necessary context/condition for creation of the common
culture of man’s lifelong learning/teaching as a multicultural phenomenon. The need for
transformation of adults’ roles generalised the idea as a condition for proceeding of such a
process; its essence may be conceptualised as follows: processes of informal independent
learning/teaching enable children to construct common man’s learning/teaching culture,
when retaining authenticity of every (sub-) culture (in this case — children’s and adults’),
dignity, mutual respect for conditions for co-existence of cultures (and not aiming to ma-
nipulate with child’s nature). This means cooperation of children and adults as representa-
tives of different generations, different socio-cultural individuals striving for the common
aim — enablement of children as parallel co-authors of the common learning/teaching
culture through proceeding of processes of informal independent learning/teaching. Then,
child’s role is positioned as of an active creator of own learning/teaching process and also
the informal independent learning/teaching culture;

all this becomes the valued ground for children when projecting own involvement into
the culture of lifelong learning/teaching, formulating the personalised/individual (thus
specified) bus also universal mission of informal independent learning/teaching which
gives sense to their authorship as socio-cultural individuals. The content of mission gives
sense to expression of child’s authorship which can be conceptualised as follows: child’s
experience of different (informal independent) learning/teaching is understood as expres-
sion of an agent constructing social reality. A child globalises learning/teaching by speci-
fying it and thus universalises own identity as learner’s in a different/independent way in
the context of man’s learning/teaching as social-cultural process. Thus, children position
themselves as learners in an informal independent way, social-cultural individuals partici-
pating in processes of learning/teaching of contemporary/postmodern society and creating
the common culture of man’s lifelong learning/teaching culture.
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RECOMMENDATIONS FOR PUBLICISING OF THE DISCOURSE

In the case of dominating attitudes in the education science towards a child and in-

formal independent learning/teaching culture in free, localised environments (especially
home) as a life sphere that is in a distance from formal learning/teaching, new knowledge
which would allow publicising this discourse in relation with formal, non-formal and
man’s lifelong learning/teaching contexts is necessary:

to make relevant the directions of cultural relativism and pluralism based on the culture
of democracy which are characteristic to education/pedagogy because they highlight the
demand articulated by children for transformations of adults’ roles when shifting from
the traditional/linear interaction child-adult (“going” from an adult) towards a discursive
polylogue. Under such conditions, both a child and an adult would preserve their dignity
and autonomy and would cooperate/identify with when creating common culture of man’s
learning/teaching where there are possibilities available for expression of child’s cultural
specification, not only becoming universal. Aiming to develop informal independent lear-
ning teaching in this direction, the intersubjective (multi)polylogue of children and adults,
where conditions for implementation of children’s difference/individual expression would
be available, is desirable;

the conception of lifelong learning/teaching culture should be viewed as a (multi)poly-
logue of learning/teaching cultures where various social groups according to age, sex,
social experience etc., including children as the youngest socio-cultural group in age,
are involved/learn. It is recommended to assess children’s learning/teaching culture as
(sub-)culture significant to expression of the common lifelong learning/teaching culture.
It is important to understand that, in the continuum of holistic (life-wide) man’s learning/
teaching, an exceptional place is obtained by not only formal, non-formal, but also infor-
mal (independent and self-directed learning/teaching). That is why coherence of them, as
being of different (sub-)cultures and (sub-)qualities of learning/teaching and supplemen-
ting each other, is necessary;

children s informal independent learning/teaching is suggested to be evaluated as supple-
menting the conception of lifelong learning/teaching culture by the following concepts:
emphasis on the learning/teaching process and not only on the result, attention to free,
non-institutionalised environment when involving contexts of pleasant learning/teaching.
The context of children’s informal independent learning/teaching (sub-)culture supple-
ments the conception by the diversity of innovative learning/teaching forms and expres-
sion of the learning/teaching paradigm; such diversity is of great importance in such en-
vironments where it is possible to experiment, investigate, learn from each other when
choosing significant forms and partners for communication;

it is suggested to expand the child-oriented paradigm of learning/teaching with contexts
of new knowledge — to integrate concepts of informal independent learning/teaching allo-
wing understanding child’s, as the one learning in the informal independent way, identity
and revealing children’s learning/teaching as a specific (sub-culture) of learning/teaching.
Knowledge would enable positioning towards a child as a socio-cultural, creating indivi-
dual, actively involved in giving sense to man’s lifelong learning/teaching culture cha-
racteristic to postmodern society of knowledge creation and becoming part of the com-
mon educational culture. This would allow integration of new knowledge into the child-
oriented conception of learning/teaching because informal independent learning/teaching
should be understood as pleasant and meaningful social-cultural process taking place in
everyday life situations, in contexts of diverse local environments, accepting challenges
and using their provided opportunities for learning/teaching in family/home, leisure time,
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communicational etc. spheres. Then, the discourse of children’s informal independent le-
arning/teaching culture would be attributed with all the contexts that give sense to man’s
lifelong learning/teaching using imitative, learning through discovering, experimenting
and investigating ways which are especially characteristic to informal independent lear-
ning/teaching culture;

for publicising of knowledge of the child-oriented, it is important to reveal the contexts
of informal independent learning/teaching in the approaches of radical pluralism. This
supposes/enables the diversity of discourses which allow trusting/believing in child, one’s
capacity to independently make decisions and be responsible for their implementation.
These ideas require from a pedagogue not only different/non-traditional thinking but also
new value-cultural orientations (first, oriented towards a child, one’s learning/teaching
aims, means and results);

in the child-oriented paradigm, also suitable are those ideas of radical pluralism which
emphasise /iberalisation of children s learning/teaching systems. This attitude towards the
situation of children in (self-)education directs attention to the social, cultural character
of relationship between children and adults and provides possibilities for reviewing such
educational phenomena as (self-)development of child/personality when learning for free-
dom and in freedom (i.e. for the culture of democracy). This changes the attitude towards
children, their learning/teaching, allows tolerating diversity of social interaction between
children and adults as two different groups as well as individuals in their age and socio-
cultural experiences. It is suggested to make relevant the aspect that when aiming to create
multicultural/non-conflicting interaction between children and adults based on the culture
of learning/teaching, their, as being two different social-cultural groups, (multi)polylogue
based on cultural pluralism is needed,

publicising of the discourse is obstructed by knowledge of the indoctrinated character
on children and their informal independent learning/teaching culture in free everyday
environment, first of all, such as follow: “children’s community learning/teaching is an
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unsuccessful attempt to imitate adults”, “informal independent learning/teaching during
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summer vacation is not “real” learning/teaching”, “a child is a man who can be trusted/be-

99 ¢,

lieved in cautiously”, “a child is not socially able/capable of independent decision-making
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and being responsible for their implementation”, “a child successfully learns only under
supervision of an adult”, “a child does not always understand the essence of learning/te-
aching” etc.;

scientific-praxeological publicising of the social-educational discourse of children’s in-
formal independent learning/teaching culture requires knowledge encompassing not only
novelty and also the shocking, intriguing character for those who give sense to it. Thus,
knowledge should be “rich” in not only theoretical-scientific but also praxeological me-
anings because this is the knowledge form the everyday world of children which under-
going constant changes not always occurs in spheres of scientific discourses of education/
pedagogy. Having the base of exactly such kind of knowledge, it is possible to construct
and reconstruct knowledge on a child as a learner creating practice of learning/teaching
which is significant to adults. However, significance of this knowledge may become doub-
tful if adults (scientists, pedagogues and parents) bear indoctrinated concepts/stereotypes
on children and/or achievements in their learning/teaching culture. That is why it is im-
portant to understand children’s informal independent learning/teaching in everyday en-
vironment during summer vacation in multitude the contexts of social-cultural, cognitive
meanings.
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Recommendations to scientists-researchers:

when carrying out research in the paradigm of man's lifelong learning/teaching, it is
suggested to follow the cultural perspective, when involving the child-oriented paradigm.
In this case, it is suggested to avoid hierarchic division of children-adults, also formal,
non-formal and informal/independent learning/teaching (sub-)cultures, (sub-)qualities. It
is advised to investigate children’s informal independent learning/teaching as a phenome-
non of the common culture of people’s lifelong learning/teaching. Applicability of such
research methodology preconditions the necessity for researchers to reject indoctrinated
attitudes towards a child as an insufficiently mature social-cultural individual whose lear-
ning/teaching is usually compared with adults’ learning/teaching;

when organising educational childhood s/children’s lives’ phenomena’s research of the
cultural research character, it recommended to apply the free (non-structured) thematic
essay as a qualitative method enabling children to publicise narratives of their different
experiences. This method is especially suitable for educational/cultural research related
to localised environments and subjectivated reality when children are free to create their
own learning/teaching subcultures. Moreover, mastering of the free (non-structured) the-
matic essay as a qualitative method, data (from children’s everyday life) obtained on its
basis would enable expansion of contemporary learning/teaching paradigm by children’s
narratives on free/informal independent learning/teaching culture: different experience of
learning/teaching, ways, forms of learning/teaching discovered/created by children them-
selves and creatively being applied etc. The dissertation’s annexes present the qualitative
research method/instrument worked out by the author — L-type free (non-structured) the-
matic essay of children and methods for its application (see Annexes 2, 3, 4);

it is recommended to follow such main principles of methods of application and realisa-
tion of an essay: opinion of children and their provided information are very important,
a child is an active participant (agent and creator) of everyday research process. It is
suggested to encourage children’s curiosity by employing “intrigue” and “provocations”
as a stimulus for publicising of own “invisible/unnoticed” (to adults) life and learning/te-
aching experiences. Free child’s decision (to take/not take part in the research or to wit-
hdraw from it) is important. Such conditions are important as well: when children transmit
knowledge about themselves, an interactive dialogue is a must, by applying the linguis-
tic style (attractive) used in (children’s) everyday practice; coherence of communication
forms — innovative (interactive/distance — e-mail) and traditional (telephone, “traditional”
mail) — is necessary; inspiration of the process of interactions children < adults (resear-
cher ¢ teachers/pedagogues < parents) where all are equal partners. It should be empha-
sised that when applying children’s experience/narrative research, in the very research
process it is important to allow/provide conditions for children as research participants
to implement their choices. The dissertation annexes present methods for application of
children’s essay as a research instrument when employing the environment of children’s
essay competition (see Annexes 2, 3, 4);

it is suggested to present (publicise and disseminate) results of the scientific-empirical
research to the participant when the research still is going on, in a (multi)dialogue form.
It is suggested to organise a scientific-practical forum where all agents of (self-)education
(children, pedagogues, parents) as well as scientists-researchers could participate. When
strengthening, consolidating, maintaining the relation with participants of the research, it
is recommended (during the form, publicly) to thank them, e.g. to award children with let-
ters of acknowledgement, pedagogues with certificates, to give small symbolic souvenirs,
an e-book including essays/narratives of the research participants (not indicating the data
allowing identification of particular children). The dissertation annexes present material
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on how to organise publicising and dissemination of results of a theoretical-empirical rese-
arch of such a character (see Annexes 5, 6, 7, 8, 9, 10);

aiming to publicise children’s narratives, it is recommended to employ children’s essay
competition environment when a child becomes an active agent, creator in the very rese-
arch process, the one who contributes to scientific-praxeological publicising of the dis-
course (in an accessible and acceptable form);

it is suggested to make the practice of the (multi)dialogue between adults (scientists-rese-
archers and educators practitioners) and children relevant in practical discussions. It is im-
portant that participants of discussions when intercommunicating assume roles oriented to-
wards coping with/rejecting indoctrinated attitudes: towards children and culture of their
learning/teaching and their own pedagogical culture in relation with children. Thus, it is
aimed at initiating changes in pedagogical/mental thinking of pedagogues and parents as
adults. For narrative sense of a dialogue, it is suggested to choose such linguistic practices
which would be characteristic to groups of the surveyed in their everyday interaction, e.g.
the style of educators (pedagogues and parents), children’s conversations. This way, the
interest of research participants in scientific research is stimulated and possibilities to see
their practical significance are provided. On the other hand, pedagogues are also encoura-
ged to be interested in children, their activities in the diversity of social-cultural, physical,
communicational environments. Then, children’s informal independent learning/teaching
in the home environment becomes a phenomenon encouraging pedagogical curiosity,
striving for knowledge, inviting an adult (pedagogues, parents) to know it and accept the
child-oriented paradigm not dogmatically (not as a collection/construct of formed/“rea-
dy” knowledge), but as the new knowing being discursively constructed together with
children in the life reality.

Recommendations to education (formal, non-formal, informal) strategists:

it is suggested to view the strategy of lifelong learning/teaching as a multicultural, inclu-
ding also (sub-)cultural diversity of children’s learning/teaching, not only formal, non-
formal but also informal/independent learning/teaching. The strategy must encompass
children’s informal independent learning/teaching as an important evidence of their so-
cio-cultural, educational competence when getting involved in processes of lifelong lear-
ning/teaching;

when identifying meanings of the social-educational discourse of children's informal inde-
pendent learning/teaching culture in the context of child-oriented paradigm, it is possible
to find new ideas for development/enablement of children's informal independent lear-
ning/teaching culture and to create conditions supporting this culture as a phenomenon of
society creating knowledge “rich” in social-cultural, educational meanings and contexts.
These contexts, meanings are especially significant to those orienting towards the para-
digm of the “free” (self-)education, pedagogical systems giving sense to child’s as indivi-
dual’s experience and one’s ways of informal independent learning/teaching. Perception
of children’s informal independent learning/teaching culture is possible when construc-
ting it in the paradigm of the “free” (self-)education as being alternative to the traditional
one. Then a child is positioned as an individual in freedom situations actively constructing
meaningful/significant social-cultural experience and conditions needed/favourable for
gaining it. Thus, the role of a child as a creator of culture who is able to identify/cooperate
with other creators of culture is perceived and given sense;

it is necessary to assess children s informal independent learning/teaching taking place in
a localised home environment, during summer vacation as a phenomenon having social-
educational, cultural-creative, recreational value. 1t is suggested not to compare it with
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formal learning/teaching (working out hierarchic division, positioning it as more valuab-
le) and apply rules, results attributed to adults’ learning/teaching; to view informal inde-
pendent learning/teaching as being specified, taking place in everyday life environments,
significant to both child and adult, providing experiences of new/different cognition/ lear-
ning/teaching;

it is suggested when working out pedagogues’ certification and qualification standards, to
regard such competence as the ability to learn in the informal independent way and teach
(in the informal independent way) others;

it is important to expand the concepts of standards of children’s learning/teaching and
the system of assessment of learning/teaching progress and achievements/results. When
working out standards, it is suggested to pay attention/orient towards children’s ability
to learn in the informal independent way in diverse, free (especially in everyday life)
environments, and to assess the gained experience as a significant educational result and
competency of learning to solve life problems;

it is recommended to create/work out new (to expand existing) systems of standards and
assessment of learning/teaching progress and achievements/results oriented towards chil-
dren s informal independent learning/teaching in a localised/everyday life home environ-
ment as the scientific-praxeological approach to involvement into the culture of lifelong
learning/teaching. Aiming to implement the said, foreign experience (USA, Norway, Aust-
ralia etc.) may be used, first of all, making involvement of family into processes not only
formal, non-formal but also informal independent learning/teaching taking place in loca-
lised, home environment. Then, child’s informal independent learning/teaching together
with family in various public social-cultural environments (museums, libraries, galleries
etc.) as being important spheres for children’s learning/teaching to educators (parents and
pedagogues) is especially highlighted.

Recommendations to parents:

to employ pedagogical knowledge which would allow understanding that children learn
not only from autumn through spring but also during summer vacation, when experien-
cing impressions and adventures, i.e. they learn in the informal independent way. Such
learning/teaching proceeds in non-traditional/free environments and situations such as
summer vacation at home. Environments of summer vacation, home are significant to chil-
dren’s informal independent learning/teaching in the educational/pedagogical sense becau-
se, when being involved into what is enjoyable to them, children find new possibilities for
implementation of different learning/teaching needs. That is why informal independent
learning/teaching becomes as interesting entertainment because it is possible to freely
choose: the place and time for learning, with whom to learn in diversity of environments,
situations and activities, to apply different ways of learning/teaching and use various sour-
ces. Children in the informal independent way learn what interests them most, think of
an interesting experiment, try various forms of expression. All this means that during
summer vacation under conditions of home environment children learn differently from
school, i.e. in the way of informal independent learning/teaching. However, when stron-
gly suggesting children to not forget school (formal learning) subjects and tasks during
summer vacation, possibilities for other learning/teaching are limited;

it is important to understand that informal independent learning/teaching helps children
to (self-)develop abilities in many ways: to organise learning/teaching, to plan activities,
to learn in several ways, to use various environments etc. Moreover, informal independent
learning/teaching is significant not only to children but also to adults because it helps to
get involved into learning/teaching as a dialogue between children and adults, and also
into processes of lifelong learning/teaching. In processes of informal independent lear-
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ning/teaching children strive for personal aims which are implemented by being involved
in activities that are acceptable to them;

= itis suggested to reveal the advantages of the “fiee” learning/teaching when a child when
choosing/creating the order/rules of learning/teaching, without being forced by others (pa-
rents, other relatives at home), learns in the informal independent way. It is expected that
parents would not demand to transfer/apply elements of formal learning/teaching in the
home environment, when shading, smothering natural/spontaneous children’s learning/te-
aching (i.e. to allow natural proceeding of children’s learning/teaching in the home envi-
ronment);

= when providing conditions for children to learn in the informal independent way, it is
important that parents would consult children helping them understand this process as
proceeding differently (during summer vacation under home environment conditions)
and demanding the following: new environments, new ideas, different ways of learning/
teaching, application of different learning/teaching forms, striving for different results,
different process, different roles. It is suggested to emphasise the process of informal in-
dependent learning/teaching as pleasant, inspiring creative ideas, experimentation which
help a child to fined oneself, home environment once again, to assess parents as wise part-
ners mediating for children in their implementation of diversity of choices and assuming
responsibility for them.

Recommendations to pedagogues:

= it would be significant to unite environments of formal, non-formal and informal learning/
teaching when applying/employing (transferring into it) diversity of ways, forms, sources
characteristic to informal independent learning/teaching and creatively matching them.
However, pedagogues, first of all, must be curious themselves, desiring new knowledge,
having tested and still applying such ways of informal independent learning/teaching as
experimentation, investigation, refection of experience. It is an important condition when
striving to ensure continuity of informal independent learning/teaching through coherence
of forma, non-formal and informal learning/teaching (when transferring informal indepen-
dent learning/teaching into the systems of formal and non-formal learning/teaching);

= it is suggested to pedagogues to apply the child-oriented paradigm not only in the prima-
ry learning/teaching system but also in the subject-based system. It would be significant
to retain/maintain children’s attitude towards learning/teaching as a whole social-cultural
proceeding when accepting the tradition of learning/teaching from environments which
is emphasised in primary forms when learning various subjects joined by activities of the
same pedagogue directed towards children, their learning/teaching culture and not only
towards a subject and learning/teaching results.

The function of consulting children and parents on the issues of informal indepen-
dent learning/teaching becomes important to pedagogues. It can be performed only by
pedagogues having some experience in informal independent learning/teaching and tolerating
this phenomenon as important to children, their learning/teaching culture (its enablement/de-
velopment). These activities could be implemented also by specialists/pedagogues consultants
who accept application of non-directive, reflective dialogue-oriented, children’s learning/te-
aching situations-oriented practices/approaches of consulting:
= when providing conditions for children to learn in the informal independent way, it is im-

portant to consult children to understand it (informal independent learning/teaching as

proceeding in a different way (during summer vacation, under home environment condi-
tions) and to encourage them reflect on informal independent learning/teaching orienting
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towards different children's experiences and everyday experiences aiming to enable them
become/be creators/authors of their learning/teaching process. This can be implemented
by employing the instrument of the qualitative research worked out by the author of the
dissertation — the L-type free (non-structured) thematic children’s essay as well as worked
out methods for its application (presented in Annexes 2, 3, 4);

for children s consulting, it is suggested to employ communicative forms when developing
the following: group discussion, reflection of traditional and non-traditional/different (in-
formal independent) learning/teaching experiences (individual and/or group, when sharing
specific experience with others), analysis of learning/teaching in everyday life, case ana-
lysis. When developing the (multi)polylogue, it is suggested to organise joint — children’s
and parents’ — consultations when applying methods of learning/teaching in a group;
when acknowledging and tolerating children’s informal/independent learning/teaching,
conditions for its proceeding in family and with family, when relatives (parents, siblings
etc.) become partners of children’s learning/teaching, are provided. That is why aiming to
provide favourable conditions for proceeding of informal independent learning/teaching
it is also important to develop those parents’ abilities (consulting) which are especially
needed when consulting, first of all, their own children;

consulting of parents should be related to new knowledge, change in beliefs and attitu-
des of parents and rejection of stereotypes, acceptance of new/non-traditional roles and
provision of conditions for children to learn through discovering, experimenting, investi-
gating etc., i.e. in the ways of informal independent learning/teaching. When consulting
parents, pedagogues are suggested to help them formulate/create successful conditions
for children’s informal independent learning/teaching, when making unsuitability of tradi-
tional roles/position in the process of children’s informal independent learning/teaching
relevant. It is recommended to parents to position themselves towards roles which are
significant to children: child-creator, active participant, author of learning/teaching order/
rules;

it would be significant to help parents to identify what roles/positions are occupied by
them in processes of children’s informal independent learning/teaching. It is suggested
to pay attention to the aspect that non-traditional roles of adults/parents are significant
to children: when they regard child’s interest and encourage one, give him/her freedom,
trust in a child, consult, provide possibilities for revelation of child’s talent, when “being
close”, they learn themselves together with a child etc. Meanwhile traditional positions
(such as omniscient, suppressive, demanding to obey or exalting oneself, own behaviour
as anon-negotiable example, aiming to establish one’s authority) limit, obstruct (self-)cre-
ation of children’s informal independent learning/teaching culture; that is why they raise
children’s hostility/disobedience;

it is important to make it relevant that the major condition for successful informal inde-
pendent learning/teaching in home environment during summer vocation is the following:
parents themselves must be curious, desiring for new knowledge, tried one of the main wa-
ys of informal independent learning — experimentation — and still applying informal inde-
pendent learning/teaching. It is suggested to avoid statements that undervalue children’s
informal independent learning/teaching: children can learn bad things when they are not
under supervision; children do not mind regular order at home; when being among con-
temporaries/friends they will learn improper behaviour; children must explain, show their
parents the results of their activities. It is important that parents would not allow but en-
courage children to get involved into processes of informal independent learning/teaching
because such learning/teaching in an opportunity for children to self-develop attachment
to parents, relatives at home.
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Recommendations to institutions of higher education (educating educators/pedago-

gues) and institutions of qualification improvement and re-qualification:

it is suggested, when explaining to pedagogues about ideas of the paradigm of lifelong
learning/teaching, to expand them by social, cultural-cultural diversity ideas. To make it
relevant that, in the continuum of the holistic (life-wide) man’s learning/teaching, an ex-
ceptional place is occupied by not only formal, non-forma but also informal (independent
and self-directed learning/teaching). Their, as different learning/teaching (sub-)cultures
and (sub-)qualities supplementing each other, coherence is necessary;

it is important to make it relevant that natural man s/child’s striving for learning life (ac-
tivities, their fields, situations, environment) in diversity, when reflecting and developing
gained (functional/life) experiences, knowledge, abilities and skills, are characteristic fo
the (sub-)culture of informal independent learning/teaching. When transferring this stri-
ving from everyday life practice, it is possible to encourage involvement of learners into
continuous, life-wide lifelong learning/teaching in coherence of informal/everyday life,
public cultural, social-practical and both formal and non-formal environments;

it would be significant to teach pedagogues the ways allowing them transferring the (sub-)
culture of informal independent as non-traditional learning/teaching from man’s/child’s
everyday life and spheres of practical activities to practices (environments, situations) of
formal and non-formal learning/teaching when applying approaches of imitative, learning
through discovering, experimenting, investigating etc. ways;

when working out programmes, it is important o reject/help avoid indoctrination, compa-
rison of formal, non-formal and informal independent learning/teaching and their hierar-
chic division (when positioning towards forma as the most valuable). Implementation of
these activities is enabled by the child-oriented paradigm which can and must be applied
in not only primary but also subject-based system. It allows making relevant diversity of
children’s learning/teaching (sub-) cultures and making relevant informal independent
learning/teaching as pleasant, acceptable to children and thus attractive, expressing lear-
ning/teaching values that are characteristic to their world;

it is suggested, when employing methods of learning/teaching in group, focus group, to
teach pedagogues to look back at not only children’s but also their own everyday lives
from the perspective of informal independent learning/teaching. When reflecting expe-
riences gained in spheres of informal independent learning/teaching, it is recommended
to get oriented towards their diversity: when analysing situations of learning/teaching in
everyday life and sharing peculiar/different (multiple) experiences with each other. This
way it is possible to interactively/discursively construct the new understanding of lear-
ning/teaching as something meaningful and pleasant and thus attractive process. Also,
it would be possible to encourage pedagogues to join the processes/culture of lifelong
learning/teaching (from life and for life). This would allow enablement of pedagogues (as
learners), first o fall, to become/be creators/authors of their own process and results of
learning/teaching; and then they would help others to learn this. Moreover, it would be
meaningful to apply the gained experience when consulting children and parents on issu-
es of informal independent learning/teaching;

it is suggested, when working out curricula for primary forms’ and learning subjects’ peda-
gogues, specialists of non-formal (self-)education (also for improvement of qualification/
re-qualification), to expand the content of curricula — to integrate new knowledge and de-
velop new competences oriented towards the following: cognition of children s socio-cultu-
ral world, understanding of diversity of their learning/teaching (sub-)cultures, mastering
of methodology of qualitative/childhood research, when enabling performance of research
of educational, cultural character for cognition of childhood/children’s life phenomena
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(especially those that are related to localised environments and subjectivated reality when
children are free to create own (sub-)cultures of learning/teaching, using natural environ-
ments in diversity of significant to them everyday environments); application of research
results (it is important to make relevant that, first of all, on the base of the new knowing,
it is necessary to let them change, and then to change processes of learning/teaching,
understanding it as a communicational action where both child and adult become a man
reflecting the polylogue of learning/teaching (sub-)cultures; functions of a pedagogue
consultant, merging classical and social-cultural, communicational didacticism (encom-
passing new phenomena of children’s lives, including children’s informal independent
learning/teaching culture). It would be significant to expand innovative learning/teaching
methods-oriented curriculum courses, their content by integrating/involving new knowled-
ge from children’s informal independent learning/teaching culture created/constructed by
everyday life in home environment when children learn through discoveries, apply com-
municational ways of learning/teaching, observation, employ fantasy, checking beliefs
formed by other people and ways of problem-based learning/teaching;

on the ground of the new understanding, knowing/knowledge, it is suggested to teach
educators/pedagogues, specialists of non-formal (self-)education to create education (con-
sulting)-oriented curricula for children and parents which may be projected in the follo-
wing directions. to help children get involved into processes of lifelong learning/teaching,
enabling them to learn in the informal independent way together with adults in the family
life environment; to help parents to understand the paradigm of man’s lifelong learning/te-
aching as a phenomenon where various individuals (according to sex, social experience,
age etc.) take part — not only adults but also children in diversity of life environments and
situations; the value of children’s informal independent learning/teaching because exactly
then fundamentals of learning abilities which are based on specific learning style having
influence later and making impact on adult’s learning/teaching (sub-)culture are being.
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VAIKU SAVAIMINIO MOKYMO(SI) KULTUROS SOCIALINIS-
EDUKACINIS DISKURSAS [ VAIKA ORIENTUOTOJE PARADIGMOJE

SANTRAUKA

Temos aktualumo pagrindimas. Postmodernusis (zmogaus mokymosi per gyvenima) dis-
kursas inspiruoja nauja mokymo ir mokymosi prasmiy samprata — mokymas(is) suprantamas ir
kaip veikla, ir kaip vaidmenys, kuriuos ivairiu metu ir jvairiose vietose galima keisti. Sis supra-
timas atveria naujas mokymosi galimybes, nes jis jprasmina dinamiska mokymuisi skiriamo
laiko ir erdvés supratima (mokymasis gali vykti periodiskai arba nuolat), mokymosi veikly
(individualiy, bendruomeniniy ir kt.) bei aplinky ivairove (mokymasis gali vykti ir vyksta kas-
dieniame gyvenime, Seimoje, laisvalaikiu, bendruomengje). Akcentuojant, jog zmogaus moky-
masis turi vykti visur ir visada, ypatinga reikSmg igyja ne tik formalusis/neformalusis, bet ir
savaiminis mokymas(is), nes jo esmé — mokymasis is savo ir kity patirties, aplinky jvairovéje,
{vairiu metu, {vairiuose socialiniuose-kultiariniuose kontekstuose (Schon, 1971; Mokymosi
visa gyvenimg memorandumas, 2001). Jame ryski individuacija, bendruomeniskumas, igytos
patirties reflektavimas ir kt. Tai reiskia, kad savaiminis mokymas(is) iprasmina mokymo(si)
kulttrini heterogeniskuma ir reliatyvuma. Individo socialiniy, kultfiriniy skirtybiy raiskos pa-
grindu formuojasi nuomong, jog formaliojo Svietimo modeliai yra nepakankamai visaverciai,
nes jie nepagristi asmenine besimokanciyjy patirtimi (Colley, Hodkinson, Malcoms, 2003).
Todél manoma, kad biitent savaiminis mokymas(is) visomis prasmémis tampa i$§tkiu moky-
mui(si), vykstanc¢iam formalioje, institucionalizuotoje aplinkoje. Mokslininkai (Hamadache,
1991; Juodaityte, 2003a, Colley, Hodkinson, Malcoms, 2003; Kazlauskien¢, 2005) taip pat ak-
centuoja formaliojo, neformaliojo ir savaiminio mokymo(si) dermés svarba bei poreiki tokios
analizés, kuri atsakyty i klausimus: kaip socialiné realybé galéty biiti priartinama prie forma-
liojo Svietimo ir kaip postmodernieji, inovatyviis mokymosi modeliai (tokie kaip savivaldus,
savaiminis mokymas(is) ir kt.) galéty buti perkeliami { zmogaus/vaiko kasdienio gyvenimo
bei praktinés veiklos sferas?

Taciau pastaruoju metu Lietuvoje ypa¢ akcentuojamas suaugusiyjy, o ne vaiky moky-
mas(is), nes bitent juo yra grindziama zmogaus mokymosi per gyvenima kultiiros koncepcija
(Knowles, 1975, 1980, 1990; Tereseviciené, Oldroyd, Gedvilien¢, 2004; Fokiené, 2006; Mic-
kiinaité, 2007; Zilinskaité, 2007 ir kt.). Stokojama tyrimy, kurie apibiidinty vaiky ir suaugusiy-
ju mokymosi kultiiry raiska {vairiose aplinkose (ne tik formalioje ar/ir neformalioje, bet ir sa-
vaimingje), Siy kulttiry, kaip lygiaverciy, egzistavimo biitinuma, jgalinantj suprasti zmogaus
mokyma(si) per gyvenima kaip multikultirin reiskini, kuriame dalyvauja ivairls individai
pagal lyti, socialing patirti, amziy ir kt. Mokslininkai (Longworth, Davies, 1996; Longworth,
2003) pabrézia ypatinga ,, laisvojo “, { besimokantiji orientuoto mokymosi reikSmg vaikystéje,
nes biitent tuomet formuojasi pagrindai mokymosi gebéjimy, kurie paremti savitu mokymosi
stiliumi, véliau lemianciu ir suaugusiojo mokymosi kultiira.

Vaiky savaiminio mokymo(si) studijoms Lietuvoje pradzia davé uzsienio mokslininkai,
kurie vaiky mokymasi suvokia kaip ,,kitoki“/kitoniska nei suaugusiyjy (Hansen, Kaufmann,
Saifer, 1997; Johansen, Rathe, Rathe, 1999; Staerfeldt, Mathiasen, 1999; Dencik, 2005;
Gullev, 2005a, 2005b; Hviid, 2005; Juul, 2005a, 2005b; Czisch, 2007). Kret (2001), aiskin-
damas vaiky mokymo(si) kitoniskuma, teigia, kad jame yra galimybiy reikstis demokrati-
jos kultirai, nes vaikai ir suaugusieji tampa partneriais, bendradarbiais, kuria s¢kmingam,
patraukliam ir maloniam mokymui(si) butinas salygas. Suaugusieji yra labiau linkg vertinti
vaiky mokyma(si) mokyklinéje aplinkoje, kai jis vyksta vadovaujant pedagogams (Bagdonas,
Juceviciené, 2000; Juodaityte, Rudyte, 2007; ﬁyonaﬁrme, Pynurte, 2008). Ypac akcentuojami

40



vaiky mokymosi rezultatai ir daug maziau domimasi mokymosi procesu. Suaugusieji daznai
pageidauja, kad vaikai biity mokomi taip, kaip buvo mokyti jie patys (Bagdonas, Jucevicieng,
2000). Toks pozidiris atstovauja mokymo, o ne mokymosi paradigmai. Tuomet indoktrinuotas
diskursas perkeliamas ir | laisvaja aplinka, todél ugdymo(si) praktikoje atsiranda tokios savo-
kos kaip ,,vaiko uzimtumas®, ,,vaiko savaiminis mokymas(is) prizidirint suaugusigjam®. Dél
$iy priezasciy vaiky savaiminio mokymo(si) kulttiros diskurso socialinés-edukacinés prasmés
néra vieSinamos. Stokojama moksliniy-prakseologiniy diskusijy, leidzianéiy iSryskinti Sios
kultdros socialines-kognityvines, kreatyvines prasmes. Tuomet vaiky savaiminio mokymo(si)
kultira netampa dalimi bendros mokymo(si) per gyvenima kulttiros, kuri ir jprasmina $iuo-
laiking visuomeng kaip mokymosi, kiirybos, kiirybisko ziniy taikymo visuomeng (Florida,
2002, 2004; Augustinaitis, 2005; Florida, 2008; Hargreaves, 2008; Howkins, 2010; Rubavi-
¢ius, 2010), o vaika kaip tos visuomenés aktyvy dalyvi ir kiiréja.

Mokslinés problemos pagrindimas. Nors Lietuvoje vaiky mokymo(si) kultiira, ypac
pradiniame ir jaunesniajame mokykliniame amziuje, ir grindziama mokymo(si) paradigma
(tai inspiravo 1992 m. Lietuvos Svietimo koncepcija), taciau ,,ugdymo kasdienyb¢je pedago-
ginis konservatyvumas ir toliau vyrauja“ (Bitinas, 2005, p. 8). Tai reiskia, jog prioritetai vis
tiek priklauso suaugusiajam (Monkevicien¢, 2000; Barkauskaité, MartiSauskiené, Gaigalie-
né, Indrasiené, Daciulyté, Zybartas, Guoba, 2004; Ruskus, Zvirdauskas, 2010). Salia tokio
mokymo(si) diskurso, vyraujancio pedagoginéje realybéje, pradeda ryskeéti ir kitas, vaiky
mokymo(si) kultiiros paradigmai atstovaujantis diskursas, kuris savyje implikuoja ir vaiky
savaiminio mokymo(si) kultlira. Ta¢iau savaiminio mokymo(si) kultiiros diskursui formuotis
labai trukdo tokios indoktrinuotos sampratos, kaip ,,vaiky bendruomené — nesékmingas ban-
dymas pamégdzioti suaugusiuosius®, ,,vaikas — zmogus, kuri reikia nuolat mokyti“, ,,vaikas
nesupranta mokymosi prasmés®, ,,vaikas gali mokytis tik vadovaujamas suaugusiojo®, ,,vaiko
laisvé yra pavojinga paciam vaikui® (Promp, 1990; Qvortrup, 1993; Postman, 1994; Jenks,
1995; Juodaityte, 2007; Juodaityte, Ridyte, 2007; Poceviciené, 2007; Myonaiirure, Pyaure,
2008; Juodaityté, Rudyte, 2009; Dukynaité, 2010; Poceviciené, 2010). Vaiky savaiminio mo-
kymo(si) kultiiros diskursas yra fenomenalus, todél jo prasméms aiskinti reikalingas paradig-
minis kritinis mastymas, kuris leidzia atsisakyti indoktrinuoty stereotipy. Jis grindziamas pa-
tiems vaikams mokymo(si) procese priimtinais vaidmenimis, taisyklémis, vaiky mokymo(si)
praktika (JuraSaité, 1999; Sterfeldt, Mathiasen, 1999; Brédikyte, 2000, 2002; Juodaityte,
2003a, 2003b; Jurasaité-Harbinson, 2004; Dencik, 2005; Gullav, 2005a, 2005b; Hviid, 2005;
Jenks, 2005; Juul, 2005a, 2005b; Monkeviciené, 2008) ir yra orientuotas | vaiky laisvqji ug-
dymaq(si), iSreiSkianti ir postmoderniqjq — poststruktiiralistine i vaikq orientuoto mokymo(si)
paradigmq. Pagal tokia ugdymo(si) sampratg vaikas yra socialinés tvarkos kiiréjas, atsakingas
uz mokymo(si) procesa ir pasiekimus.

Taciau nesant aiskaus tick mokslinio, tiek prakseologinio diskurso pagrindimo, stokojama
naujy Ziniy. Todél Siame kontekste galima formuluoti tyrimo problema: kaip Siuolaikinéje
vaiky ugdymo(si) realybéje, saveikaujant tradiciniam ir postmoderniajam mokymo/mokymo-
si diskursams, gali reikstis vaiky savaiminio mokymo(si) kultiiros diskursas ir kokiais biidais
gali biiti identifikuotas jo edukacinis prasmingumas vaikams ir suaugusiesiems?

Moksling problemg patikslina Sie tyrimo klausimai:

= Kokie moksle vyraujantys diskursai jgalina identifikuoti vaiky savaiminio mokymo(si)
kultdros diskurso socialines-edukacines prasmes ir vieSinti jas, kartu atsisakant indoktri-
nuoty, stereotipiniy vaiky mokymo(si) kultiiros sampraty?

= Kokie | vaika orientuoti moksliniai bei prakseologiniai kontekstai jgalina arba apriboja vai-
ky savaiminio mokymo(si) kultliros socialinio-edukacinio diskurso sklaida ugdymo(si)
teorijoje ir praktikoje?
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sas.

Kaip vaikai/diskurso dalyviai konceptualizuoja savaiminio mokymo(si) kultiira ir pozicio-
nuoja Siame procese save bei kuria savaiminiu biidu besimokanciojo identiteta?

Kaip savaiminio mokymo(si) metu vaikai (su)konstruoja zinias, turin¢ias edukacing reiks-
mg | vaika orientuotos ugdymo(si) paradigmos raiskai?

Kaip viesinti vaiky savaiminio mokymo(si) kultiiros diskursa { vaika orientuotoje paradig-
moje, identifikuojant vaikus kaip socialinius-kultiirinius individus, kuriancius ir perduo-
dancius suaugusiesiems edukacine/pedagogine prasme reik§minga informacija?

Tyrimo objektas — vaiky savaiminio mokymo(si) kulttiros socialinis-edukacinis diskur-

Tyrimo tikslas — sukurti metodologing prasmg turintj instrumenta, kuris leisty konstruoti

naujas zinias, pagrindziant vaiky savaiminio mokymo(si) kultiiros socialinj-edukacinj diskur-
sa, atskleidziant ji kontekstualizuojancias bei konceptualizuojancias mokslines-prakseologi-
nes prieigas ir viesinti jo turinj bei prasmes i vaika orientuotoje paradigmoje.

Tyrimo uzdaviniai:

Nustatyti, kaip edukologijoje kontekstualizuojantis zmogaus mokymo(si) per gyvenima
paradigmai rySkéja vaiky savaiminio mokymo(si) kaip prasmingo ir malonaus proceso
diskursas, leidziantis ji iprasminti ir vieSinti i vaikq orientuotoje paradigmoje, kartu atsisa-
kant indoktrinuoty, stereotipiniy vaiky mokymo(si) kulttiros sampraty.

Identifikuoti, kaip tarpusavyje saveikauja tradicinis/tradicionalistinis ir postmodernusis/
postmodernistinis mokymo/mokymosi diskursai (konfliktuoja ar palaiko dialoga) ir ar ne-
sudaro barjery i vaika orientuoto savaiminio mokymo(si) kultiiros diskurso sklaidai ugdy-
mo(si) teorijoje ir praktikoje.

Atskleisti vaiky savaiminio mokymo(si) kultliros socialinio-edukacinio diskurso turini
bei prasmes, analizuojant, kaip diskurso dalyviai/vaikai konceptualizuoja savaiminio mo-
kymo(si) kulttira, pozicionuoja save Siame procese bei kuria savaiminiu biidu besimokan-
¢iojo identiteta.

Nustatyti, kokiy ziniy pagrindu vaiky savaiminio mokymosi kultiiros diskursas gali tapti
edukacine prasme reikSmingas, konstruojant ji { vaika orientuotoje paradigmoje.
Numatyti gaires i vaika orientuoto savaiminio mokymo(si) kultiiros diskurso socialinio-
edukacinio/pedagoginio prasmingumo vie$inimui.

Ginamieji disertacijos teiginiai:

Edukacine prasme diskursas yra reik§minga, mokslinj-prakseologini pazinima konstruo-
janti teorija bei metodologija, taikoma pazinimui ty socialiniy-kulttriniy reiskiniy, ku-
riems stokojama teoriniy, metodologiniy prieigy. Vienas i§ tokiy reiskiniy yra vaiky sa-
vaiminio mokymo(si) kultiiros diskursas, kuris gali baiti priskiriamas ,,slaptojo* diskurso
tipui. Jo vieSinimui reikalingos naujos teoring-prakseologing prasm¢ turin€ios zinios.
Diskurso teorija ir metodologija leidzia tirti, kaip diskursas naudojamas kuriant zinojima
ir naujas zinias apie vaiky savaiminio mokymo(si) kultiira ir vaikus kaip Sios kultlros
kiiréjus. Sio naujojo Zinojimo pagrindu galima paneigti indoktrinuotus mokslinius/prakse-
ologinius vaiky savaiminio mokymo(si) kulttros diskursus.

Vaiky savaiminio mokymo(si) kultlira dazniausiai yra grindziama formaliojo mokymo(si),
1 suaugusiji orientuotos kultiros diskursu. Edukaciniy paradigmy ,,[6zio* — tradicinés mo-
kymo paradigmos virsmo { alternatyviaja/mokymosi paradigma, kontekste i vaika orien-
tuotas ugdymas(is) suprantamas kaip jgalinantis vaiky savaiminio mokymo(si) kultliros
diskursa, kuris pozicionuojasi i socialinémis-edukacinémis prasmémis reikSmingas teori-
nes-prakseologines zinias.
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Vaiky savaiminio mokymo(si) kultiiros socialinis-edukacinis diskursas leidzia atskleisti,
kaip vaikai konstruoja savaiminio mokymo(si) kultiiros prasmes, jas konceptualizuoja ir
kaip Siame procese pozicionuoja savo vaidmenis. Diskurso metodologija leidzia pazinti
vaika, kaip dalyvaujanti kuriant Siuolaikinei, kiirybinei visuomenei biidinga mokymo(si)
kultora ir tampanti bendros edukacinés kultiiros dalimi; suprasti savaimini mokyma(si)
kaip socialinj-kultiirinj procesa, vykstanti kasdienybés aplinky jvairovéje. Sios aplinkos
yra svarbios ir reik§mingos vaikui, naudojant imitacinio mokymosi, mokymosi atrandant,
eksperimentuojant bei tyrinéjant budus, ypaé¢ buidingus vaiky savaiminio mokymo(si) kul-
turai.

Tiriant vaiky savaiminio mokymo(si) kultiiros diskursa galima identifikuoti naujas, teori-
ne¢-prakseologing prasmg turincias Zinias, reikSmingas i vaika orientuoto savaiminio mo-
kymo(si) kulttiros vieSinimui.

Teorinés disertacijos nuostatos:

Mokymosi per gyvenimgq filosofiné koncepcija jprasmina Siuolaikinés besimokancios vi-
suomeneés virsma i naujo tipo — kiirybing visuomeng (Florida, 2002; Hargreaves, 2008;
Rubavicius, 2010). Si koncepcija pozicionuojasi j zmogaus mokyma(si) per (visa) gyve-
nima kaip multikultiirini procesq (kuriame dalyvauja ivairts individai pagal amziy, lyti,
socialing patirti) ir visaapimancio mokymo(si) kontinuumq bei inspiruoja nauja mokymo/
mokymosi kaip prasmingo ir malonaus samprata, o tai reiskia — visuomenei/visoms socia-
linéms grupéms patrauklaus mokymo(si) koncepcija.

Savaiminio mokymo(si) kontekstualumq iprasminancios socialinés-kulttirologinés, kogni-
tyvinés teorijos. Konstruktyvizmas pripazista socialinés, kulttrinés aplinkos reik§mg indi-
vido/vaiko ziniy formavimuisi, teigiant, jog Sios zinios néra paprastas aplinkinio pasaulio
atspindys (Vygotsky, 1997, 1998). Individo/vaiko konstruojamos zinios néra visai tapa-
Cios tai informacijai, kuri ji pasiekia i§ aplinkos, nes jos yra paties zmogaus/vaiko akty-
viai kuriamos/konstruojamos (Berger, Luckmann, 1999). Pazinimo pagrindas yra fizinis
aktyvumas ir veikla, per kurig pazindamas aplinka Zzmogus organizuoja savo mintis taip,
kad jos sudaryty prasme (Piaget, 2001, 2002). Savaiminis mokymas(is) aiSkinamas kaip
prasmiy kiirimo procesas, kurio tikslas — suprasti aplinkini pasauli, o giléjant Siam suprati-
mui keistis ir pa¢iam individui (Von Glasersfeld, 1984, 1987, 1989, 1995).

Tradicinio ugdymo paradigma (i suaugusiji orientuota mokymo paradigma) pozicionuo-
jama kaip apribojanti postmodernuji, { vaika orientuoto savaiminio mokymo(si) kulttiros
socialinj-edukacini diskursa, nes yra grindziama suaugusiyjy sampratomis apie susiforma-
vusi vaiko kaip socialiai nebrandaus individo vaizdini, o vaikystés — socialinémis-edukaci-
némis prasmémis — kaip nepakankamai reik§minga perioda (Epstein, Dauber, 1991; Eber-
wein, 1993; JTaBbiioB, 1995, cit. Juodaityté, 2003b; Juodaityte, 2001, 2003a). Si ugdymo
paradigma suponuoja reikSmingas prielaidas apie vaiky savaiminio mokymo(si) kulttiros
(ne)priimtinuma suaugusiyjy kulttrai, kai vaikai néra suvokiami kaip savo mokymo(si)
kulttros kiiréjai.

Postmodernizmo teorija atskleidzia skirtingy kultliry pozifiriy ivairove, gebéjima priimti
kitos kulttros kitokius individus (Hofstede, 1991; McLaughlin, 1997; Hofstede, Hofste-
de, 2005). Postmodernizmo teorija aktualizuoja vaiko subjektyvuji ,,a8* ir jo sociokultd-
rinj pasaulj, vaiko dalyvavima kuriant kultiira, jo savarankiskuma bei autoryste (Kupffer,
1990; Lanahan, Sanderuf, 1991; Cole, 1996; Juodaityte, 2003b; Rubavicius, 2003; Valan-
tiejus, 2004; Saparnyté, 2007; Lyotard, 2010).

{ vaikq orientuoto ugdymo(si) paradigma konceptualizuojama kaip postmodernisting,
Iprasminanti orientacija i vaika kaip socialinj-kult@irini individa ir iSreiSkianti ypatinga
santyki su juo, kai sickiama ne operuoti jo prigimtimi, o kooperuotis su ja (Bitinas, 2000,
2005; Bruzgeleviciene, 2008a, 2008b). ,,Vaikas® ir ,,vaikysté“ yra savaiminés vertybés, o
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vaiko mokymas(is) grindziamas jo laisve saveikaujant jam su aplinka, savarankiskai pasi-
renkant mokymo(si) buidus, taisykles bei mokantis i§ patyrimo ir per patyrima (Mayjers,
Jones, 1993; Hansen, Kaufmann, Saifer, 1997; Johansen, Rathe, Rathe, 1999; Staerfeldt,
Mathiasen, 1999; Kret, 2001; Juodaityté, 2003b). Teorinés i vaika orientuoto mokymo(si)
paradigmos koncepcijos (kultiirologiné, humanisting, progresyvistiné, pragmating, ,,lais-
vojo“ ugdymo/si) sudaro prielaidas vaiky savaiminio mokymo(si) kulttros reik§mingumo
pripazinimui.

Diskurso teorija socialinio konstruktyvizmo perspektyvoje leidzia suprasti, jog vaiky sa-
vaiminio mokymo(si) kultiiros diskursas reiskia tam tikra pasaulio suvokimo ir kalbéji-
mo apie ji buida, kuris nusako, kaip jo dalyviai/vaikai konceptualizuoja savaiminio moky-
mo(si) kulttira (Jorgensen, Phillips, 2002; Makapos, 2003; TeleSiené, 2005, 2006; Poskie-
n¢, 2007a, 2007b).

Metodologinés disertacijos prieigos:

Paradigmy kaitos teorija atstovauja paradigminiam mastymui, kuris savo esme yra kriti-
nis, todél leidzia identifikuoti mokslinius/prakseologinius diskursus, nustatant ju pagristu-
ma ir indoktrinacijos raiska (Kuhn, 2003).

Diskursas, kaip socialiniy-edukaciniy reiskiniy kokybinio tyrimo ir kontekstualaus supra-
timo metodologiné prieiga, leidzia atsekti, ka apie vaiky savaiminio mokymo(si) kultiira
kaip socialinj, edukacini fenomena/reiskini kalba skirtingi socialiniai veikéjai/vaikai (Jor-
gensen, Phillips, 2002; Juodaityté, Radyté, 2009). Be to, jis leidZia paaiskinti, kaip ju
(vaiky) pasisakymai yra jgalinti bei apriboti esamos sociokulttirinés sandaros. Diskurso
metodologija disertacijoje taikoma vaiky savaiminio mokymo(si) kultiiros fenomeno ty-
rimui siekiant suprasti, kaip realybéje yra konstruojamos $io reiskinio prasmés bei kokio
pobiidzio zinios ir Zinojimas dominuoja.

Kokybiniy tyrimy paradigma, kuri atstovauja antipozityvistinei (interpretacinei) realybés
sampratai, leidzia tirti vaiky konstruojama socialing realybg tokia, kokia mato jie patys,
ir vaiky savaiminio mokymo(si) kulttira, kaip Siuolaikinés visuomenés socialinj-kultiirini,
edukacini reiskini, interpretuoti ji vaiko kasdienio gyvenimo kontekste ir jo prasmémis, ku-
rias jam suteikia patys vaikai (Alasuutari, 1995; Kvale, 1996; Maxwell, 1996; Schwandt,
1997; Tidikis, 2003; Bitinas, 2006; Kardelis, 2007). Kokybinio tyrimo metodologija jga-
lina tiriamaji reiSkini ne matuoti, bet suprasti, o tyréja — tgstinai plétoti zinias apie situaci-
ja, nes jis siekia apibtidinti vaiky konstruojama socialing realybe (Bitinas, 2002; Tidikis;
2003; Zydzitinaité, 2003, 2005). Sickiama ne reprezentuoti visa populiacija, kas biidinga
kiekybinei metodologijai, o visapusiskai suprasti tiriamaji fenomena.

Hermeneutika (socialiné konstruktyvistiné ir fenomenologiné perspektyvos) kaip vaiky
savaiminio mokymo(si) kultiiros diskurso analizés prieiga. Tyrimo rezultatai aiskinami ir
interpretuojami remiantis hermeneutika, kurios tikslas — pasiekti validy ir priimtina teksto
prasmés supratima. Prasmé interpretuojama pasitelkiant hermeneutinio rato modeli, kuris
reiskia teksto daliy ry$j su visuma (Gadamer, 1999; Ricoeur, 2001; Habermas, 2002; Ra-
manauskaité, 2002; Gadamer, 2006).

Fenomenologiné hermeneutikos perspektyva suponuoja nuostata, jog vaiky savaiminio
mokymo(si) kultiiros diskurso kaip socialinio-edukacinio reiskinio/fenomeno pazinimas
turi prasidéti nuostaba, klausimu , kodél?“, kuris (i§)reiskia peréjima nuo ,nattralios™
nuostatos prie ,,fenomenologinés (Mickiinas, Steward, 1994). Fenomenologinis suskliau-
timo metodas (epoche) leidzia tyréjui susilaikyti nuo iSankstinio zZinojimo/teoriniy-socia-
liniy konstrukty (atmetant bet kokias iSankstines nuostatas, prietarus, mitus) apie vaiky
savaiminio mokymo(si) kulttros reiskinj ir remtis savo betarpiska izvalga | pati fenome-
na/reiskini.
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Socialinis konstruktyvizmas kaip hermeneutikos perspektyva taikomas vaiky savaiminio
mokymo(si) kultiiros kritiniam interpretavimui kaip ,,savaime suprantamo®, ,,nusistovéju-
sio* savo prasmémis socialinio-kultiirinio, edukacinio reiskinio. Sis reidkinys nepriklauso
formaliojo ugdymo(si) sferai, o yra artikuliuojamas kasdienio, rutininio gyvenimo srity-
je.

Disertacijoje taikyti tyrimo metodai:

= Mokslinés literatiros analizés, lyginimo, apibendrinimo, metaanalizés metodai leido at-
skleisti konceptualiaja vaiky savaiminio mokymo(si) kulttiros kaip Siuolaikinio postmo-
dernaus socialinio-edukacinio/pedagoginio reiskinio (kaip fenomeno) samprata, identifi-
kuoti teorinius vaiky savaiminio mokymo(si) kultiiros diskursa konstruojancius konteks-
tus.

= Laisvasis (nestruktiiruotas) teminis vaiky rasinys kaip laisvo i$sisakymo metodas, orien-
tuotas { skirtingas vaiky savaiminio mokymo(si) patirtis. Sis L tipo (angl. life — gyve-
nimas) duomenu/informacijos rinkimo metodas (Bitinas, 2002, 2006; Saparnyté, 2007;
Masiliauskiené, 2008) igalino atskleisti vaiky kasdienes patirtis konstruojant savaiminio
mokymo(si) kulttiros diskursa (jo turini bei konteksta) ir jam suteikiamas prasmes.

= Kokybiné turinio (content) analizé (tematizuota, generalizuojanti) taikyta kokybiskai
apdorojant duomenis, nagrin¢jant tekstus (vaiky savaiminio mokymo(si) kultiira repre-
zentuojancius rasinius) ju turinio ribose, remiantis metodologisSkai pagristais analizés
zingsniais. Nagrinéjamas tekstas talpina naujas temas: skelbiamaji (matoma) ir latenti-
ni (nematoma) turinj kaip konteksto informacija (Zydzitnaité, 2005; Bitinas, Rupsiené,
Zydzitnaite, 2008b). Tematizuotos kokybinés turinio analizés metodas jgalina atskleisti
,slaptaji vaiky savaiminio mokymo(si) kulttiros diskursa generalizuojanciomis temomis,
identifikuojant jy prasmes bei turinj.

= Diskurso analizé apima du aspektus — diskurso turinj ir jo konstravimo konteksta (Hajer,
1995; Telesiene, 2006; Juraite, Telesiene, 2009). Atliekant vaiky savaiminio mokymo(si)
kulttros diskurso analizg jiems skiriamas ypatingas démesys. Diskurso turinys apima ivai-
rius vaiky ,,pasisakymus®/,,iStartis“ kaip visuma idéju, savoky ir kategorijy apie savaimini
mokyma(si). Diskurso turinio esmé — diskurso tema (-0s) (angl. discourse topic), kurios
yra rutuliojamos tekstuose ir (nu)sako, apie ka yra diskursas, bei organizuoja pati dis-
kurso vyksma (Maxkapos, 2003). Kontekstas diskurso analizéje pirmiausia suprantamas
kaip edukaciniai, diskursa jgalinantys/(ap)ribojantys tiesioginiai ar/ir sociokultiiriniai-is-
toriniai kontekstai. Ju apraSymas ir analizé padeda geriau suprasti ir paaiskinti vykstanti
diskursa, kritiskai ji ivertinti. Kontekstas diskurso analizéje reiskia ir tiesioginj diskurso
vyksma (vaiky savaiminis mokymas(is) i vaika orientuotoje paradigmoje). Diskurso turi-
nys konstruojamas j vaikq orientuoto savaiminio mokymo(si) kontekste.

Tyrimo organizavimas. Tyrimo imties populiacijq sudaré 120 vaiky (11-12 mety), kurie
mokeési Siauliy ir Panevézio miesty bendrojo lavinimo mokykly V—VI klasése. Kokybinio
tyrimo pagrindas — laisvyjy teminiy rasiniy ,,Vasara namuose a§ mokausi nesimokydamas/ne-
simokydama“ rengimas. I§ gauty 120 vaiky rasiniy kokybinei interpretacinei tyrimo duomeny
analizei atrinkti 88 tekstai. Pagrindinis atrankos kriterijus — galimybeé kuo iSsamiau ir tiksliau
apibtdinti tiriama reiskinj. Imties dydis yra pakankamas kokybiniam tyrimui realizuoti ir tiria-
mam fenomenui/vaiky savaiminio mokymo(si) kultiiros socialiniam-edukaciniam diskursui
giliai, intensyviai (o ne ekstensyviai) istirti. Informanty skai¢iy lemia teorinis ,,prisotinimas*,
kuris iSrySkéja analizuojant duomenis — kokybiniam tyrimui naudojamo artefakto/rasinio teks-
to turinys. Jame pakartojami visi elementai iki konkretaus analizés vieneto leidzia toliau ne-
analizuoti kity informanty pateikty analizés vienety.

Tyrimo imtis sudaryta remiantis kokybinio tyrimo imties metodologiniais parametrais. Tai-
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kyti kriterijumi grindziamos (tikslinés) ir patogiosios atrankos metodai. Pagrindinis kriterijus
pasirenkant informanty skai¢iy — galimybé gauti tinkamos tyrimui informacijos. Laisvajam
teminiam rasinui rasyti pasivinkti 10—12 mety amziaus vaikai, nes jie jau turi skirtingos pa-
tirties (formaliojo, neformaliojo ir informaliojo/savaiminio mokymo(si), geba ja apibudinti
radtu ir radinys yra jiems tinkama bei patraukli patirties raidkos forma. Sio amziaus vaikai
iSsaugo pozidiri { mokyma(si) kaip visuminj socialinj-kultiirinj veiksma, peréme¢ mokymo(si)
i$ aplinky tradicija, kuri ryski pradinése klasése mokantis jvairiy dalyky, kai juos jungia vie-
no ir to paties pedagogo veikla, nukreipta { vaikus, o ne tik { dalyka. Be to, vasaros atostogy
metu jie turi maziau formaliy uzduo¢iy nei aukstesnése klasése besimokantieji. Vadovautasi
kokybinés imties sudarymo principais, kad informantai/vaikai galéty pateikti informacijos
apie savo patirti. Be to, Piaget (2002) teigimu, nuo 11 mety mokiniai pradeda logiskai mastyti
ir jau gali reflektuoti savo patirti. Siauliy (5 mokyklos) ir Panevézio (8 mokyklos) vaikai tyri-
mo dalyviais buvo pasirinkti dél geografiskai artimesniy didziyjy miesty. Aktualizuotinas dar
vienas tyrimo imties sudarymo aspektas — tyrimo dalyviy savanoriskumo principas. Organi-
zuojant tyrima kai kuriose mokyklose besimokantys vaikai nepareiské noro dalyvauti tyrime.
Realizuoti atrankos metodai atitinka kokybinio tyrimo tikslus, nes ¢ia reikia iSsamiai aprasyti
tirlama fenomena, siekiant uztikrinti svarbiy temy reprezentavima (turinio apimtis, gilumas ir
prasmingumas), o ne pateikti procentinj santyki, iSreiskiantj temy pasiskirstyma.

Tyrimo etika. Vykdant tyrimg laikytasi pagrindiniy socialiniuose-edukaciniuose tyrimuo-
se (i8)skiriamy etiniy principy: savanoriskumo, geranoriSkumo, privatumo ir pagarbos, teisin-
gumo, informacijos tikslumo, anonimiskumo ir kt. Realizuotos dvi fazés, biitinos atliekant
tyrima, kuriame dalyvauja vaikai: konsultavimasis su suaugusiaisiais, atsakingais uz vaikus,
prasymas jy leidimo ir kreipimasis | pacius vaikus.

Disertacijos mokslinis naujumas:

= Sukurtas metodologinis instrumentas, kurio esmé — paradigminis mastymas, savo esme
kritinis. Jis leidzia identifikuoti mokslinius-prakseologinius diskursus, nustatant juy pagris-
tuma ir indoktrinacijos raiska. Diskursas sukonstruotas kaip metodologiné tyrimo prieiga,
leidzianti suprasti vieSose mokslinése ir/ar prakseologinése diskusijose vyraujancias socia-
lines-edukacines prasmes.

= Aktualizuojant holistinio (visaapimancio) zmogaus mokymo(si) kontinuuma, atskleista,
jog ypatinga reikSme igyja ne tik formalusis, neformalusis, bet ir informalusis/savaimi-
nis bei savivaldus mokymas(is), iSrySkinta ju, kaip skirtingy mokymo(si) (sub)kokybiuy,
papildan¢iy viena kita, dermé. Siomis edukologijoje besikontekstualizuojan¢iomis zmo-
gaus mokymo(si) per (visa) gyvenima prasmémis grindZiamas savaiminio mokymo(si)
diskursas suprantamas kaip isitraukimo i mokyma(si) per gyvenima moksliné-prakseolo-
giné prieiga. Jis konceptualizuojamas kaip igalinantis zmoguy/vaika mokytis maloniai ir
prasmingai, kartu jsijungiant { mokymo(si) per (visa) gyvenima kulttira.

= Savaiminio mokymo(si) diskurso kontekstualumas pagristas sociokultiirinio konstrukty-
vizmo prieiga, teigiant, jog pazinimas/mokymas(is) savo esme yra sociokultiirinis, todél
neatsiejamas nuo konteksto. ISrySkintas kiekvieno individo mokymo(si) skirtingumas/ki-
toniSkumas, kuris konceptualizuojamas kaip natiiralus, nes vyksta sociokultiirings, fizinés
kasdienio gyvenimo aplinkos jvairovéje. Savaiminio mokymo(si) kontekstualumas kon-
ceptualizuojamas sociokultirinio ir situacinio mokymo(si) dermés perspektyvoje. Aktu-
alizuota asmeninés/subjektyvios besimokanéiyjy socialinés ir kultiirinés patirties svarba
individuacijos ir bendruomeniskumo salygy ivairovéje.

= Vaiky savaiminis mokymas(is) identifikuotas socialinéje konstruktyvistinéje diskurso te-
orijos perspektyvoje kaip fenomenalus socialinis-kultiirinis, edukacinis reiskinys, priklau-
santis ,,savaime suprantamai‘ ugdymo(si) praktikos sriciai, nes visi zmonés yra nattiraliai
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isijungg 1 jo supratimo procesa arba kity i ji itraukti. Pagrindziama, kad vaiky savaimi-
nis mokymas(is), kaip ir kiti ,,savaime suprantamai“ praktikos sri¢iai priklausantys ug-
dymo(si) diskursai, savo esmémis yra nusistovéjes, ,,nusédes. Tuomet jo mokslinis ir/ar
prakseologinis supratimas tampa pastovus bei nekintantis, nors ir kei¢iasi ugdytinio/vaiko
bei ji ugdanciojo/suaugusiojo santykis su ugdymo(si) realybe.

Teoriskai pagrindziamas vaiky savaiminio mokymo(si) kultiiros diskurso supratimo ir in-
terpretacijos metodas — hermeneutika, socialinéje konstruktyvistinéje ir fenomenologinéje
perspektyvose. Tai jgalina suvokti vaiky laisvus, orientuotus i kasdienes patirtis konstruo-
jant diskursa (nestruktiiruoty rasiniy teksta) iSsisakymus, ju turinj ir konteksta, siejant
juos su tuo, kas juose yra sakoma bei kokia prasmg Sie tekstai savyje turi. Socialingje
konstruktyvistingje perspektyvoje vaiky savaiminio mokymo(si) kultiros diskursas teoris-
kai pozicionuojamas kaip socialinis veiksmas, ypatinga interakcija. [rodoma, jog diskurso
analizei tampa svarbus ji kuriantys, perduodantys ir interpretuojantys dalyviai/vaikai ir
edukaciniai (diskursq jgalinantys bei (ap)ribojantys), tiesioginiai ar/ir socioistoriniai-kul-
tiriniai kontekstai. Teoriskai pagrindziama fenomenologiné perspektyva, kaip leidzianti
suspenduoti i§ankstini Zinojima (teorinius-socialinius konstruktus) apie fenomenaly vaiky
savaiminio mokymo(si) kultiiros reiskini, jo prasminguma. Hermeneutiné-teoriné prieiga
identifikuojama kaip jgalinanti iskelti ir vaiky kultiiros teikiama prasming svarba, nes lei-
dzia i$skleisti ju savaiminio mokymo(si) patirtis.

Atskleistos diskursa kontekstualizuojanc¢ios mokslinés zinios bei prasmés, leidziancios
L.slaptaji vaiky savaiminio mokymo(si) kultiiros diskursa viesinti edukologijoje, kaip so-
cialinémis-edukacinémis prasmémis reik§minga fenomena.

Pateiktas naujas teorinis vaiky savaiminio mokymo(si) kultiros konstruktas, kai vaikas
yra pagrindinis veikéjas ir kiir¢jas. Savaiminio mokymo(si) socialinés-edukacinés pra-
smés teoriskai pagrindziamos malonaus ir prasmingo mokymosi, kasdienybés, ivairiy ap-
linky kontekstuose.

Praktinis disertacijos reikSmingumas:

Sukurtas instrumentas — L tipo laisvasis teminis vaiky rasinys, orientuotas i skirtingas vai-
ky savaiminio mokymo(si) patirtis bei kasdienybés iSgyvenimus, sukonstruota jo taikymo
metodika. Pademonstruota, kaip pasitelkiant §{ metoda vaiky patirtys, iSgyvenimai gali
bati iSgauti. Atskleista vaiky raSinio konkurso aplinkos reik§mé vaikams, kaip igalinanti
juos paviesinti savo naratyvus, kai vaikas jau paciame tyrimo procese tampa aktyviu vei-
kéju, kairéju, prisidedanciu prie diskurso viesinimo.

Pademonstruotas tematizuotos kokybingés turinio (content) analizés metodas, kuris leidzia
atskleisti slapta vaiky savaiminio mokymo(si) kultiiros diskursa generalizuojanciomis te-
momis. Identifikuotos generalizuojanéiy temy prasmés, juy turinys. Iliustruota/reprezen-
tuota, kaip reikia konstruoti diskursa, viesinti ji bei organizuoti jo (,,slaptojo* diskurso)
sklaida per mokslinj-praktinj foruma, kuriame dalyvauja visi ugdymo(si) proceso veikéjai
(vaikai, pedagogai, tévai). Sukurtos naujos zinios vieSajam moksliniam-prakseologiniam
diskursui, kurio prasmes gali identifikuoti vaikai, pedagogai ir mokslininkai.

Empiriskai pagristas (pa)grindzianciosios teorijos perkeliamumas/pritaikomumas, kai ty-
réjas tampa dalyviu ir konstruoja diskursa remdamasis kity/kitonisky tyrimo dalyviy — vai-
ky — ideologija. Konstruojamas diskursas (pa)grindziamas ji artikuliuojanciy (kurianciy,
perduodanciy bei interpretuojanciy) dalyviy/vaiky laisvosios/savaiminio mokymo(si) kul-
tliros naratyvais.

Atskleistos diskurso metodologinio pritaikomumo galimybés vaikystés/vaiky gyvenimo
reiskiniy kultiirologinio pobtidzio edukaciniuose tyrimuose, o ypac tokiuose, kurie yra su-
sije su lokalizuotomis aplinkomis ir subjektyvuota tikrove, kai vaikai yra laisvi (dinamis-
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koje, evoliucionuojancioje laiko ir erdvés perspektyvoje) kurti savo mokymo(si) (sub)kul-
tiira, panaudojant nattiralias aplinkas jiems reik§mingy vasaros atostogy metu.

=  ApraSomi tyrime taikomi kokybiniai metodai: laisvasis (nestruktiiruotas) teminis vaiky
rasinys kaip kokybinis metodas, jgalinantis vaikus (pa)viesinti savo kitonisko/savaiminio
mokymo(si) patirtis, pateikiant jo konstravimo/kiirimo bei taikymo metodikas; hermeneu-
tika (socialin¢ konstruktyvistiné ir fenomenologiné perspektyvos) kaip diskurso analizés
prakseologiné prieiga; kokybiné turinio analizé (tematizuota, generalizuojanti) ir diskurso
analizé (apimanti diskurso turini ir jo konstravimo konteksta).

= Identifikuojamas diskurso dalyviy/vaiky, besimokanciy savaiminiu btidu, identitetas kaip
aktyviy savaiminio mokymo(si) kultiiros kiiréju, konceptualizuojant savaiminio moky-
mo(si) aplinkas, taikomy veikly, situacijy, Saltiniy, bady ir formy jvairove, suaugusiyjy
vaidmeny tranformacijos (nuo tradiciniy link postmoderniy) biitinuma. Atskleidziamas
vaiky savaiminio mokymo(si) kaip kitonisko/klirybinio proceso prasmingumas vaikams
isijungiant | bendraja zmogaus mokymo(si) per (visa) gyvenima kultira.

= Pasitelkiant vaiky raSinio konkurso aplinka, tyrimo instrumentas vaikams pateiktas pa-
trauklia lankstinuko forma, kvieciant isijungti { tyrima, parengtas kvietimas bei lanksti-
nukai pedagogams. Iliustratyviai pateikiama empirinio/kokybinio tyrimo rezultaty prista-
tymo tyrimo dalyviams, viesinimo ir sklaidos diskusine forma medziaga — vaiky patiréiy
sklaidos forumo programa bei du straipsniai apie disertacijos autorés realizuota tyrimo
rezultaty sklaida/vieSinima; padéky ir pazyméjimy tyrimo dalyviams bei simbolinio suve-
nyro ir elektroninio formato knygos su tyrimo dalyviy rasiniais pavyzdziai.

= Numatytos gairés/buidai vaiky savaiminio mokymo(si) kulttiros diskurso socialinio-edu-
kacinio prasmingumo vieSinimui, kai { §j procesa itraukiami svarbiausi vaiky ugdymo(si)
dalyviai (mokytojai, tévai ir patys vaikai). Surastos mokslinio tyrimo rezultaty viesinimo
bei praktinio reik§mingumo sklaidai reikSmingos mokslininky ir pedagogy praktiky ben-
dradarbiavimo formos, pasitelkiant rezultatams viesinti vaiky ugdymo realybéje vartoja-
ma pedagoginés kalbos stiliy.

Disertacijos struktiira ir apimtis. Disertacija sudaro ivadas, keturios dalys, i§vados ir
apibendrinimai, rekomendacijos vaiky savaiminio mokymo(si) kultiiros diskurso vieSinimui,
diskusija, literattiros sarasas ir priedai. Pirmoji ir antroji dalys apima teorinio tyrimo rezulta-
tus; treciojoje dalyje pagrindziama empirinio tyrimo metodologija/metodologinés prieigos,
aprasomi kokybinio tyrimo metodai ir instrumentas, tyrimo imtis, etika ir eiga; ketvirtojoje da-
lyje pateikiami kokybinio tyrimo rezultatai, juy analiz¢ ir interpretacija. Disertacijoje pateikti 3
paveikslai ir 24 lentelés (i$ ju 12 disertacijoje, 12 prieduose). Disertacijos apimtis x puslapiy
(be priedy). Disertacijoje panaudota 314 literatiiros Saltiniy.
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ISVADOS IR APIBENDRINIMAI

1. Mokymo(si) per gyvenima socialinés-kultiirologinés paradigmos virsmas ir kulta-

ry (multi)polilogo jprasminimas.

Mokymo(si) per gyvenimq koncepcijoje jprasminamas postmodernybés kultirologinis dis-
kursas, aktualizuojama evoliucionuojancioje visuomenés raidoje nuolatos vykstanti kaita
ir siekiama jvaldyti nuolatiniy naujoviy salygojamus poky¢ius, visuotinai plétojant socia-
linj-kultirin jsijautimq | mokymo(si) prasmes, kurios savyje implikuoja socialiai apibreéz-
tus ir kontekstualizuotus, istoriskai savitus zinojimus. Jy ivairovg generalizuoja zmogaus
postmoderniojo mokymo(si) per gyvenima kulttrinés paradigmos diskursas, jo daugybin-
gumo raiska. Ziniy kiirybos ekonomikos salygomis $is diskursas yra daugiapolifoninis ir
konstruojamas itraukiant { ji {vairias visuomenes socialines, kultiirines grupes bei apimant
daugiau zmogaus gyvenima visuomengje institucionalizuojanciy sfery, veikly daugybin-
guma.

Mokymo(si) per gyvenima kaip fenomenalaus multikultiirinio reiskinio, kuriame dalyvau-
ja ne tik jvairios socialinés grupés, bet ir individai (skirtingi pagal amziu, lyti, socialing
patirti ir kt.), universalizavimosi plétra inspiruoja zmogaus kaip socialinio-kultiirinio in-
divido mokymo(si) svarba. Taciau stokojant pozicijos i tai, kas yra specifiska, ir tai, kas
yra universalu, reikéty laikyti viena kita papildan¢iomis kokybémis, o ne priesingybémis,
nes tuomet atsiranda pavojus universalizuoti vaiko kaip socialinio-kultirinio individo ir
vaiky, kaip tam tikros socialinés grupés ir generacinés kartos, atstovaujancios savitai,
unikaliai mokymo(si) kultirai, mokyma(si).

Zmogaus mokymo(si) per gyvenima diskursas kontekstualizuojamas kaip (multi)polilo-
gu grindziamas (ji aktualizuojantis), nes implikuoja savyje vaiky savaiminio mokymo(si)
kultiiros kontekstq ir jprasmina mokymo(si) prasmiy transformacijq, Zyminciq tam tikrq
kultiirologini virsmq. Siekis diferencijuoti/individualizuoti mokyma(si), atsisakant uni-
versalios ir ,,vienintelés teisingos® mokymo(si) sampratos, leidZia izvelgti atsigezima
1 besimokantj zmogu — vaika, kaip kitoniska sociokulttirini individa, ir jo mokyma(si),
kaip veiksma/procesa, kuris nuolatos vyksta socialiniy, kultiiriniy, edukaciniy konteksty
kontinuume. Tokiame kontekste ir vaikas kaip pazinimo objektas/besimokantysis, ir netra-
diciné jo mokymo(si) (sub)kultira (savaiminis mokymas/is) tampa gerbtini ir negali biiti
pozicionuojami kaip hierarchiskai ,,Zemesni* nei kiti.

Savaiminio mokymo(si) (sub)kultiiros kontekstas/diskurso sklaida siejami su visaapiman-
¢io mokymo(si) kontinuumo koncepcija ir leidzia {zvelgti bei kontekstualizuoti jo kaip
postmodernaus reiskinio prasmes mokymo(si) per (visa) gyvenima kultliros paradigmo-
je. Jos pozicionuojasi { kokybinius mokymo(si) konstruktus, konceptualizuojamus kaip
nuolatinis (visq gyvenimq besitesiantis), visaapimantis ir gilus/prasmingas mokymas(is).
Nuolatinis/visq gyvenimq besitesiantis mokymas(is) implikuoja savyje evoliucionuojancia
mokymui(si) skiriamo laiko samprata ir iSreiSkia savaimini mokyma(si) nuo ankstyvos
vaikystés iki gilios senatvés, nuolatos arba periodiskai.

Visaapimancio mokymo(si) kontekstas suponuoja dinamiska zmogaus mokymo(si) erdvés
ir laiko samprata, nes apima gyvenimo sri¢iy ir situacijy daugybinguma, vaidmenis ir veik-
la, kuriuos ivairiu laiku ir skirtingose erdvése galima keisti. Visaapimantis taip pat reiskia,
kad formalusis, neformalusis ir informalusis (savaiminis bei savivaldus) mokymas(is) pa-
pildo vienas kita ir jprasmina ju dermg. Gilaus/prasmingo mokymo(si) kokybinis konstruk-
tas igalina atsigr¢zti | besimokanti zmoguy, taip pat ir i vaika kaip sociokulttirini individa,
esanti pasaulyje bei kuriantj autentiska santykj su kitais zmonémis kasdienybés/kasdienio
gyvenimo sri¢iy kontinuume (Seimoje, laisvalaikiu, bendruomenés gyvenime ir kt.). Per-
siorientavimas i mokyma(si) individui artimiausioje (kasdienio gyvenimo) erdvéje ipras-
mina savaiminio mokymo(si) svarba, jo reikSminguma/konteksta kaip biting salyga nuo-
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latiniam ir visaapimanciam Zmogaus, o ypac vaiko, mokymui(si) per gyvenima, Taciau
neatskiriant jo/vaiko tapsmo ir buvimo Zmogumi jau dabartyje, o ne tik projektuojant {
ateit (nes vaikysté yra ir buvimo, ir veiklos, ir tapsmo metas). Siomis besikontekstualizuo-
jan¢iomis prasmémis edukologijoje grindziamas savaiminis mokymas(is), kuris supranta-
mas kaip isitraukimo { mokyma(si) per gyvenima moksliné-prakseologiné prieiga.
2. Vaiky savaiminio mokymo(si) kultiiros socialinio-edukacinio diskurso teorinis po-

zicionavimasis j vaika orientuotoje paradigmoje.

= Vaiky savaiminio mokymo(si) kultiiros socialinio-edukacinio diskurso prasmingumo
sklaida/viesinimg ugdymo(si) teorijoje ir praktikoje (indoktrinuoty/,.slaptyju® diskursy
ivairovés situacijose) jgalina postmodernistiné i vaikg orientuota paradigma, generalizuo-
janti socialinémis-kultiirinémis, edukacinémis prasmémis reik§mingas teorines, prakseolo-
gines zinias. Jos savyje implikuoja diskursy ivairove (kulttirologinio, humanistinio-,,lais-
vojo“, progresyvistinio, pragmatinio-konstruktyvistinio ir kt.). Taciau Sio diskurso sklai-
da/viesinimas yra konfliktinio/antidialoginio pobiudzio, nes $alia jo lygiagreciai egzistuoja
diskursas, hierarchizuojantis formalizuota/struktiiralistini mokyma(si) kaip vertingesni.

= Zmogaus mokymosi per gyvenima (multi)kultiirologinis diskursas yra susijes su kitonisky
nei tradicinés, ,,savaime suprantamomis® tapusiy mokymo(si) (sub)kultliry pripazinimu
(tokiy, kaip savaiminis, savivaldus, imitacinis mokymasis ir kt.). Tuomet j vaikq orientuo-
tas savaiminis mokymas(is) kontekstualizuojamas per ,,laisvojo“ ugdymo(si) samprataq,
demokratinés kultiros principus, kurie jgalina besimokanciuosius konstruoti prasmes, su-
pratima, Zinias.

= Jaiky savaiminio mokymo(si) kultiiros diskursas reiskia visumq idéju, savoky ir kategori-
ju, kurios kuriamos, atkuriamos bei kei¢iamos socialiniais/komunikaciniais veiksmais ir
kuriomis fizinei ir socialinei realybéms suteikiamos reik§més. Be to, diskursas supranta-
mas kaip tam tikras pasaulio suvokimo ir kalbéjimo apie ji biidas, kuris nusako, kaip jo da-
lyviai konceptualizuoja tam tikrq objektq. Remiantis socialine konstruktyvistine diskurso
teorija, socialinis reiSkinys niekada nebiina iSbaigtas arba pilnas, reikSmé niekada negali
bati fiksuota, ir tai stimuliuoja nuolatini socialini diskursa, kaip apibrézti visuomeng ir
asmenybe. Socialinés konstruktyvistinés diskurso prieigos poziiiriu vaikai, kaip socialiné
grupé, priskiviama natiraliai (,,savaime suprantamai ') socialinés praktikos sriciai, todél
vaiky savaiminio mokymo(si) diskursas yra nusistovéjes (,,nusédes ‘) savo socialinémis-
edukacinémis prasmémis. Tai reiskia, jog yra nusistovéjgs taip tvirtai, kad apie jo kinta-
muma pamir$tama. Taciau kiekvienu istoriniu laikotarpiu lygiagreciai egzistuoja skirtingi
diskursai, kurie saveikauja ir konkuruoja (kovoja dél tiesos apibrézimo). N¢é vienas diskur-
sas néra uzdaras ir iSbaigtas, bet nuolatos kintantis dél kontakty su kitais diskursais —,,dis-
kursy kova“ reiskia, kad ivairtis diskursai nuolat konkuruoja dél pranasumo uzfiksuoti
reikSme. [gytaji pranaSuma galima traktuoti kaip vieno poziiirio (diskurso) dominavima.

= Vaiky savaiminio mokymo(si) kultiros vertingumas ir nuvertinimas yra sqlygoti mitologi-
zuoto socialinio-edukacinio/pedagoginio (taip pat ir kultlirinio-istorinio) diskurso, kuri
atspindi pozitiriy { vaikyste istoriné kaita visuomengje ir edukologijoje/pedagogikoje. Si
biisena gali bliti apibendrinta kaip ,,Suolis nuo mistikos { moksling tiesa”. Vaikystés sam-
pratos nuolat patenka i suaugusiuyju mitologizuoto mastymo sritj, ir kuriamas istorine-kul-
tirine prasme iSkreiptas vaikystés vaizdinys. Todél savaiminis mokymas(is) vaikystéje
yra grindziamas dvejopais mitais: vaikas vaikystéje yra socialiai nebrandus ir tik suauges
Zmogus jam suteikia visavertés socialinés raiskos galimybiy; ugdymas(is)/savaiminis mo-
kymas(is) vaikystéje yra suaugusiyjy sukauptos patirties perémimas, nesukuriantis nieko
naujo.

= Vaiky savaiminio mokymo(si) kaip fenomenalaus postmodernistinio reiskinio socialinis-
edukacinis diskursas yra grindziamas i vaikq orientuota paradigma, ,, laisvojo** ugdy-
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mo(si)/mokymo(si) koncepcija ir vaikystés samprata kaip vertinga socialine-edukacine
prasme.

= Suteikiant prioritetus vaiky mokymui(si) jiems laisvai sqveikaujant su aplinka, savaiminis
vaiky mokymas(is) sureikSmina vaikystés statusq ir visa tai, kas yra vaikui svarbu vai-
kystéje. Mokantis tokiomis salygomis ,,vaikiSkumas® yra itin gerbiamas, o ,, vaikiski “/sa-
vaiminio mokymo(si) buidai tampa universaliais mokymo(si) is patyrimo ir per patyrimq
biidais, naudojant imitacine, mokymosi atrandant, eksperimentuojant bei tyrinéjant ir kt.
prieigas. Jie ypa¢ budingi vaiky savaiminio mokymo(si) (sub)kultirai, tac¢iau tampa reiks-
mingi ne tik jiems/vaikams, bet ir suaugusiesiems. Vaiky savaiminio mokymo(si) budai
papildo bendraja zmogaus mokymo(si) per gyvenima kulttira kaip multikulttrini reiskinj,
kuriame dalyvauja jvairts individai pagal lyti, socialing patirti, amziy ir kt. Savaiminis
mokymas(is) konceptualizuojamas kaip vertingas kontekstas zmogaus mokymo(si) per
gyvenima kulttiros diskursui, (i)jungiantis postmodernisting vaiky mokymo(si) kulttirolo-
ging paradigma.

= Vaiky savaiminio mokymo(si) kultiros diskursa, jo viesinimq ir sklaidq (ap)riboja tradi-
cionalistinis, | suaugusiojo kultiirq orientuotas, formaliojo mokymo paradigmq aktuali-
zuojantis diskursas. Jis neigia fenomenalaus vaikystés konstrukto savaimini vertinguma ir
kitas { vaika orientuotas/kultiirologines paradigmines nuostatas. Todél postmodernistinis
(posttradicinis), i vaika orientuoto savaiminio mokymo(si) kultiiros diskursas, jo socia-
linis-edukacinis prasmingumas yra nuvertinamas ir pozicionuojamas kaip neturintis sa-
vaiminio vertingumo. Edukaciniy paradigmy ,,ldzio* — tradicinés mokymo paradigmos
virsmo | alternatyviaja/postmodernisting — kontekste i vaika orientuota ugdymosi/moky-
mosi kulttirologiné paradigma suprantama kaip igalinanti vaiky savaiminio mokymo(si)
kulttiros diskursa. Jis socialinémis-edukacinémis prasmémis yra ypac turiningas/,,sodrus*
ir pozicionuojasi | reikSmingas teorines, prakseologines Zinias.
3. Vaiky savaiminio mokymo(si) kultiiros diskurso, jo raiskos j vaika orientuotoje

paradigmoje kokybinis/empirinis tyrimas.

= Vaiky savaiminio mokymo(si) kultiros diskurso socialiniy-edukaciniy prasmiy konteks-
tualizavimo tyrimui butina konstruktyvistiné/poststruktiralistiné fenomenaliy vaikystés
pasaulio ir ugdymo(si)/edukaciniy (i vaika orientuoty) reiskiniy mokslinio/prakseologi-
nio pazinimo koncepcija. Ji grindziama paradigminiu (antipozityvistiniu/poststrukttiralis-
tiniu, interpretaciniu) mastymu, diskursyvaus socialiniy-edukaciniy reiskiniy (fenomenuy)
pazinimo metodologine prieiga fenomenologingje bei socialingje konstruktyvistinéje per-
spektyvose. Taip tiriama vaiky savaiminio mokymo(si) kultiira yra naujas/postmodernus,
socialinis-kultiirinis, edukacinis reiskinys (fenomenas), kuris negali biiti paaiskintas vyrau-
jant pozityvistinei filosofijai atstovaujancioms paradigmoms. Biitent diskurso metodologi-
ja leidzia tirti vaiky savaiminio mokymo(si) kultira, daznai interpretuojama ,,slaptojo*
diskurso kontekste. Tokiam diskursui viesinti reikalingos naujos teoring-prakseologing
prasmg turinc¢ios zinios, kuriy pagrindu galima paneigti indoktrinuotus mokslinius/prakse-
ologinius vaiky savaiminio mokymo(si) kulttros diskursus.

= Kokybinis tyrimas atskleidé vaiky savaiminio mokymo(si) kultiiros socialinio-edukacinio
diskurso turini bei prasmes, kurios leidzia identifikuoti, kaip diskursq kuriantys, perduo-
dantys ir interpretuojantys vaikai konceptualizuoja savaiminio mokymo(si) kultiirq, pozi-
cionuoja save Siame procese bei kuria savaiminiu bidu besimokanciojo identitetq. Sio
naujojo Zinojimo pagrindu konstruojamas { vaika orientuoto savaiminio mokymo(si) kul-
tiros diskursas talpina savyje naujas, moksling-prakseologing prasmg turin¢ias zinias.
3.1. Vaikai konceptualizuoja savaimini mokymaq(si) kaip kitoniskq (socialinémis-kultii-

rinémis prasmémis), kuri iprasmina ivairiais buidais: padedami tévy ir patys isijungdami i

jo prasmiy supratima, (pa)lygindami savaiminj mokyma(si) su formaliuoju ir reflektuodami
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naujas, per savaiminio kaip kitonisko mokymo(si) procesus, jo patyrima atrastas mokymo(si)

prasmes. Visa tai inspiruoja vertybiy transformacijq, pasireiskiancia vertybiy perkélimu nuo

mokymo(si) rezultaty | procesa;

= lygindami kitoniskq/savaimini mokymaq(si) su jprastu/formaliuoju, vaikai atranda kitonis-
ko mokymo(si) vertingumq, kuri iprasmina naujos galimybés mokymui(si) — realizuoti
savo mokymo(si) laisve per nedirektyvy mokyma(si) ir laisvas aplinkas. Igytasias savaimi-
nio mokymo(si) patirtis vaikai reflektuoja kaip kitoniskas ir suteikia naujy prasmiy, kurios
pozicionuojasi | naujas galimybes mokymui(si): patiriant atradimo, naujumo dziaugsma,
iSvengiant sunkumy, mokantis laisvose aplinkose bei panaudojant nejprastus/netradici-
nius Saltinius, jgyjant patiems vaikams reikSmingy, nereglamentuoty ziniy, jas ir {gytuo-
sius gebéjimus (pa)tikrinant praktikoje, pritaikant juos bei plétojant;

= savaimini mokymaq(si) vaikai konceptualizuoja/supranta kaip kiirybini procesq, kiirybai
palankiq situacijq, nes mokymas(is) savo esme jiems reiskia tapatinimasi su prasmingu
laiko leidimu/veiklomis, kiirybisSkai panaudojant gyvenimo kasdienybés ritualus. Vaiky
patirtys reprezentuoja, jog tokios vidinés-emocinés, situacinés biisenos, kaip nuobodulys
ir lindesys bei neturéjimas kq veikti (neveiklumas), stimulivoja vaiky kiirybiskumq. Jis
Iprasminamas per savaimini mokyma(si), orientuojantis i jo procesualuma bei veiklumo
galimybes. Gyvenimo kasdienybés ritualy kaip ritualizuotos veiklos prasmingumq vai-
kams galima konceptualizuoti kaip salyga tokio mokymo(si) vyksmui, kai kity Zzmoniu/su-
augusiyjy neverciami vaikai mokosi savaiminiu biidu, siekdami asmeniniy tiksly, kurie
realizuojami uzsiimant jiems patiems priimtinomis veiklomis.
3.2. Vaiky savaiminio mokymo(si) kultiiros socialinio-edukacinio diskurso turinio

bei prasmiy pagrindu ji galima konceptualizuoti taip:

= savaiminis mokymas(is) namy aplinkos sqlygomis vaikams reiskia aplinky jvairove kaip
salyga jy paciy inicijuojamo mokymo(si) proceso vyksmui. Tq ivairove vaikai tapatina su
vasara ir atostogomis kaip galimybe pakeisti iprasta kasdienybés aplinka bei realizuoti
savo lukescCius ir savaime mokytis {vairiose aplinkose. Bitent stimuliuojami lukes¢iy re-
alizavimo galimybiy vaikai tampa veikliais, kirybiskais savaiminio mokymo(si) proceso
iniciatoriais/dalyviais, nes ne tik atranda nauju galimybiy mokymui(si), bet ir pasinaudo-
ja jomis;

= savaiminio mokymo(si) teikiamos galimybés vaikams yra prasmingos, nes: vasara vai-
kams reiskia galimybes mokytis nepatiriant sunkumu, iSrandant/atrandant, tyrinéjant bei
eksperimentuojant, mokytis i§ paties gyvenimo buvimo su Seima situacijose/aplinkose;
atostogos vaikams yra svarbios ir reikSmingos realizuojant galimybe mokytis kitoniskai
(lengvai ir smagiai), kai, turint laisvo laiko, vasaros atostogy kasdienybés/laisvés situaci-
jose (turint laisvo laiko ir veikimo laisve) galima mokytis savitai/savaip ir labai jvairiai,
patiriant isptidziy bei nuotykiu; vasarq vaikai tapatina su aplinkos kaita, o tai jiems reis-
kia naujas galimybes, atsirandancias aplinky ivairovés, ju kaitos salygomis, kai keiciantis
iprastai/kasdienybés aplinkai vaikai mokosi naujose aplinkose; vasaros atostogos atitinka
vaiky likescius, todél vaikai atranda ne tik naujy galimybiy, bet ir panaudoja jas mokyda-
miesi savaiminiu biidu aplinky ivairovéje;

= savaiminis mokymas(is) vaikams reiskia naujas socialines, kultirines, edukacines galimy-
bes saviraiskai, nes tapatinamas su laisvomis aplinkomis, laisvés/kiirybos situacijomis ir
galimybe i8bandyti jose jvairias saviraiskos formas/bitidus (o tai reiskia — savaime moky-
tis). Batent naujos saviraiskos galimybés jgalina vaikus (susi)kurti, atrasti ir panaudoti
savaiminio mokymo(si) procesui reikalingy veikly ir situaciju, Saltiniy, biidy ir formy
ivairovg bei kiirybiskai ir nuosekliai juos derinti;

= savaiminio mokymo(si) teikiamy naujy galimybiy saviraiskai prasminguma vaikams ga-
lima konceptualizuoti taip: vaikai (susi)kuria savo mokymo(si) individualizavimui palan-

52



kias sqlygas/palanky (savaiminio) mokymo(si) procesq, panaudodami {vairaus pobiidzio
veiklas ir situacijas (Zaidybines, pomégius bei interesus atitinkancias, laisvalaikio ir kt.).
3.3. Vaikai pasirenka tokius savaiminio mokymo(si) biidus ir formas:

turédami laisve veikti ir pasirinkti, vaikai mokosi nuosekliai derindami jvairius savai-

minio mokymo(si) biidus: mokyma(si) per atradimus/atrandant, komunikacinius mokymosi
btdus, mokyma(si) pasitelkiant fantazija, stebéjima, kity zmoniy suformuluoty jsitikinimy
pa(si)tikrinima bei probleminio mokymosi budus; vaiky savaiminiam mokymui(si) bidinga

Jformy jvairové, kuri pasireiskia: mokymu(si) individualiai, diadomis, grupémis (jtraukiant ne

tik vaikus, bet ir suaugusiuosius) bei su Seima/Seimoje, kai artimieji tampa vaiky mokymo(si)
partneriais (leidziant kartu laika, priimant pagalba i§ Seimos nariy, dirbant su jais ,,komando-
jeirkt.).

3.4. Vaiky savaiminio mokymo(si) kultiiros socialinio-edukacinio diskurso turinio

bei prasmiy pagrindu galima konceptualizuoti, kaip vaikai savaiminio mokymo(si) proce-
suose pozicionuoja save ir kuria/konstruoja savaiminiu biidu besimokanciojo identitetq:

savaiminio mokymo(si) procesuose vaikai pozicionuoja save kaip aktyvius tokio proce-
so dalyvius, prisiimdami naujus (besimokanciojo ir socialinius) vaidmenis, ir suaugu-
siuosius, kai, reflektuojant tradicinius ir postmodernius jy vaidmenis, aktualizuojamas ju
transformacijos poreikis (nuo tradiciniy link postmoderniuyjy). Aktyvaus savaiminio mo-
kymo(si) proceso dalyvio/kiiréjo pozicija vaikams reiskia naujas galimybes mokymui(si)
isbandant/prisiimant naujus vaidmenis, kurie jvairiai pasireiskia. Vaiko-kiiréjo dalyvio
pozicija konstruojama (pa)neigiant vaiky savaiminio mokymo(si) kultliros stereotipus.
Siekdami keisti suaugusiyju stereotipini mastyma apie vaiky mokymo(si) (sub)kultiiras,
skiriamas lyties pagrindu, vaikai teigia, kad ju mokymui(si) kaip kulttrinei raiskai budin-
gas ne tik specifikuojantis, bet ir universalizuojantis turinys/pobiidis (berniukai mokosi
~moterisky dalyky, mergaités ,,vyrisky®, taip pat, kaip (pa)naudoti informacines/komuni-
kacines technologijas mokymui(si): kompiuteriai, zaidimai, internetas — ,,ne vien blogis*
ir kt.);

savaiminio mokymo(si) procesuose vaikams reikSmingas suaugusiyjy vaidmuo (suau-
gusieji néra proceso periferijoje). Taciau vaikai aktualizuoja netradicinius suaugusiyjy
vaidmenis (kai suaugusieji atsizvelgia i vaiko susidomé¢jima, suteikia jam laisve, pasitiki,
konsultuoja bei padrasina vaika, pripaZista jo pasiekimus, (su)teikia galimybiy atsiskleisti
vaiko talentui, pripazista nesantys ,,visaziniai“, moko tiesiog ,,btidami Salia* ir patys mo-
kosi kartu su vaiku) kaip sqlyga ju/vaiky savaiminiam mokymui(si) socialinéje-kultirinéje
partnerystéje su suaugusiaisiais;

vaiky ir suaugusiyjy vaidmeny metakontekstuose savaiminis mokymas(is) jprasminamas
kaip interakcija/socialinis-kultiirinis, komunikacinis veiksmas, kurio pagrindas tarpkultii-
rinis polilogas, — butinas kontekstas kuriant bendraja zmogaus mokymo(si) per gyvenima
kultaira kaip multikultiirinj reiskini. Suaugusiyjy vaidmeny tranformacijos poreikis genera-
lizuoja idéja kaip salyga tokio proceso vyksmui, kurio esmg galima konceptualizuoti taip:
savaiminio mokymo(si) procesai igalina vaikus konstruoti bendraja Zzmogaus mokymo(si)
kulttra, i§saugant kiekvienos (sub)kultiiros ($iuo atveju — vaiky ir suaugusiyjy) autentis-
kuma, oruma, tarpusavio pagarba kultiiry koegzistavimo salygomis (o ne siekiant manipu-
livoti vaiko prigimtimi). Tai reiskia vaikuy ir suaugusiuju kaip skirtinguy generaciniy karty
atstovy, kitoniSky sociokultiiriniy individy kooperavimasi, siekiant bendro tikslo — vaiky
kaip bendros mokymo(si) kultiiros lygiaverc¢iy bendraautoriy jgalinimo per savaiminio
mokymo(si) procesy vyksma. Tuomet vaiko vaidmuo yra pozicionuojamas kaip aktyvaus
savo mokymo(si) proceso, o kartu ir savaiminio mokymo(si) kultiiros ktiréjo;

visa tai tampa vaikams vertybiniu pagrindu projektuojant savo sijungimq { mokymo(si)
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per gyvenimq kultiirq, formuluojant jasmenintq/individualiq (todél specifikuota), bet kar-
tu ir universalizuojanciq savaiminio mokymo(si) misijq, kuri jprasmina jy, kaip sociokul-
tiriniy individy autoryste. Misijos turinys jprasmina vaiko autorystés raiska, kuria galima
konceptualizuoti taip: vaiko nauja kitoni$ko (savaiminio) mokymo(si) patirtis suprantama
kaip socialing realybg konstruojancio veik¢jo raiSka. Vaikas globalizuoja mokymag(si) ji
specifikuodamas ir tokiu biidu universalizuoja savo kaip kitoniskai/savaiminiu bidu besi-
mokanciojo identiteta Zmogaus mokymo(si) kaip socialinio-kultiirinio proceso kontekste.
Taigi vaikai pozicionuoja save kaip savaiminiu biidu besimokancius socialinius-kultiiri-
nius individus, dalyvaujancius Siuolaikinés/postmodernistinés visuomenés mokymo(si)
procesuose ir kurian¢ius bendraja zmogaus mokymo(si) per gyvenima kultiira.

REKOMENDACIJOS DISKURSO VIESINIMUI

Vyraujant edukologijoje poZiuriams j vaika, taip pat ir j savaiminio mokymo(si) kul-
tiira laisvose, lokalizuotose aplinkose (ypa¢ namy) kaip nuo formaliojo mokymo(si) nuto-
lusig vaiky gyvenimo sritj, biitinos naujos Zinios, kurios leisty §§ diskursq viesinti rySiuose
su formaliuoju, neformaliuoju ir Zmogaus mokymo(si) per (visa) gyvenima kontekstais:
= gktualizuoti demokratijos kultira grindziamai edukologijai/pedagogikai bidingas kultii-

rinio reliatyvizmo bei pliuralizmo kryptis, nes jos iSrySkina vaiky artikuliuojama poreiki

suaugusiyjy vaidmeny transformacijoms, keiciant tradicing/linaring vaiko-suaugusiojo

(nuo suaugusiojo ,.einancia“) saveika i diskursyvy (multi)poliloga. Tokiomis salygomis

tiek vaikas, tiek suaugusysis i§saugoty savo oruma ir autonomiskuma bei kooperuotysi/so-

lidarizuotysi kuriant bendraja zmogaus mokymo(si) kultiira, kurioje yra galimybiy vaiko
kulttrinei ne tik universalizavimosi, bet ir specifikavimosi raiskai. Siekiant §ia kryptimi
plétoti savaimini mokyma(si), pageidautinas intersubjektyvus vaiky ir suaugusiyju (mul-
ti)polilogas, kuriame biity salygos realizuotis vaiky kitoniSkumui/individualiai raiskai;

= | mokymo(si) per (visq) gyvenimq kultiiros koncepcijq reikéty zvelgti kaip { mokymo(si)
kultiary (multi)polilogq, kuriame dalyvauja/mokosi jvairios socialinés grupés pagal am-
ziy, lyti, socialing patirti ir kt., tarp jy ir vaikai kaip jauniausia amzZiumi sociokultiiriné
grupé. Vaiky mokymo(si) kultlira patartina vertinti kaip (sub)kultiira, reik§minga bendro-

sios mokymo(si) per (visa) gyvenima kultiiros raiskai. Svarbu suprasti, jog holistinio (vi-

saapimancio) zmogaus mokymo(si) kontinuume ypatinga reik§mg igyja ne tik formalusis,

neformalusis, bet ir informalusis (savaiminis bei savivaldus mokymas(is). Todél butina ju,
kaip skirtingy mokymo(si) (sub)kulttiry bei (sub)kokybiy, papildanciy viena kita, dermé;

= savaiminj vaiky mokymaq(si) siilytina vertinti kaip papildantj mokymo(si) per (visq) gy-
venimq kultiiros koncepcijq tokiomis sampratomis: akcentu i mokymo(si) procesa, o ne
tik { rezultata, démesiu laisvai, neinstitucionalizuotai aplinkai, jtraukiant malonaus moky-
mo(si) kontekstus. Vaiky savaiminio mokymo(si) (sub)kultiiros kontekstas papildo inova-
tyviy mokymo(si) formy koncepcija o kartu ir mokymo(si) paradigmos raiskos {vairove,
kuri ypac svarbi tokiose aplinkose, kuriose galima eksperimentuoti, tyrinéti, mokytis vie-
niems i$ kity, pasirenkant komunikacijai reikSmingas formas ir partnerius;

= patartina praplésti j vaikq orientuoto mokymo(si) paradigmaq naujy Ziniy kontekstais — in-
tegruoti savaiminio mokymo(si) sampratas, kurios leidzia suprasti vaiko kaip savaiminiu
biidu besimokanciojo identiteta, o vaiky mokyma(si) atskleidzia kaip specifikuota moky-
mo(si) (sub)kultiira. Zinios jgalinty pozicionuotis { vaika kaip sociokultiirini, kuriantiji
individa, aktyviai dalyvaujanti iprasminant postmodernistinei, ziniy kiirybos visuomenei
blidinga zmogaus mokymo(si) per (visa) gyvenima kultlirg ir tampanti bendrosios edu-
kacinés kultiiros dalimi. Tai leisty integruoti { vaika orientuoto mokymo(si) koncepcijo-
je naujas zinias, nes savaiminis mokymas(is) turéty blty suprantamas kaip malonus ir
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prasmingas socialinis-kultiirinis procesas, vykstantis kasdienybés gyvenimo situacijose,
mybémis mokymui(si) Seimos/namu, laisvalaikio, komunikacinése ir kt. sferose. Tuomet
vaiky savaiminio mokymo(si) kultiiros diskursui bty biidingi visi kontekstai, kurie ipras-
mina zmogaus mokyma(si) per gyvenima, naudojant imitacinio, mokymosi atrandant, eks-
perimentuojant bei tyrinéjant budus, kurie ypa¢ biidingi vaiky savaiminio mokymo(si)
kultarai;

{ vaikq orientuotos paradigmos Ziniy vieSinimui yra svarbu atskleisti vaiky savaiminio
mokymo(si) kontekstus radikalaus pliuralizmo prieigose. Tai suponuoja/igalina diskursy
ivairovg, leidzianciy (pasi)tikéti vaiku, jo pajégumu savarankiskai priimti sprendimus ir
biiti atsakingam u ju igyvendinima. Sios idéjos reikalauja i§ pedagogo ne tik kitokio/ne-
tradicinio mastymo, bet ir naujy vertybiniy-kultiiriniy orientacijuy (pirmiausia, i pati vaika,
jo mokymo(si) tikslus, priemones bei rezultatus);

i vaikq orientuotoje paradigmoje taip pat yra tinkamos tos radikalaus pliuralizmo idéjos,
kurios akcentuoja vaiky mokymo(si) sistemy liberalizavimq. Sis poziiiris { vaiky situacija
$vietime/ugdyme(si) atkreipia démesi i vaiky ir suaugusiyjy santykiy socialini, kulttirini
pobiidi bei sudaro galimybes perzitiréti tokius edukacinius reisSkinius kaip vaiko/asme-
nybés ugdymas(is) mokantis laisvei ir laisvéje (t. y. demokratijos kultiirai). Tai keicia
pozituri { vaikus, ju mokyma(si), leidzia toleruoti vaiky ir suaugusiyjy, kaip dvieju pagal
amziy ir sociokultiiring patirtj skirtingy grupiy bei individy, socialinés saveikos jvairove.
Pageidautina aktualizuoti ir tai, jog siekiant kurti multikultiring/nekonflikting vaiky ir su-
augusiujy sqveika grindziama mokymo(si) kultiira, reikalingas ju, kaip dvieju skirtingy
socialiniy-kultliriniy grupiv, (multi)polilogas, kurio pagrindas — kultirinis pliuralizmas;
diskurso vieSinimui trukdo indoktrinuoto pobiidZio Zinios apie vaikus ir ju savaiminio
mokymo(si) kultiira laisvoje kasdienybés aplinkoje, visy pirma tokios kaip: ,,vaiky ben-
druomenés mokymas(is) — nes¢kmingas bandymas (pa)mégdzioti suaugusiuosius®, ,,savai-
minis mokymas(is) vasaros atostogy metu néra ,,tikras* mokymas(is)“, ,,vaikas — zmogus,
kuriuo (pasi)tikéti reikia atsargiai“, ,,vaikas néra socialiai igalus/pajégus savarankiskai
priimti sprendimus ir biiti atsakingas uz ju realizavima*, ,,vaikas s¢kmingai mokosi tik va-
dovaujamas/prizitirimas suaugusiojo®, ,,vaikas ne visada suvokia mokymo(si) prasmes* ir
kt.;

vaikysavaiminio mokymo(si) kultiiros socialinio-edukacinio diskurso mokslinis-prakseolo-
ginis viesinimas reikalauja Ziniy, turinciy ne tik naujumo, bet ir Sokiruojanty, intriguojanti
pobiid jas jprasminanciajam. Jos tuomet turéty biity ,,turtingos* ne tik teoriniy-moksliniy,
bet ir prakseologiniy prasmiy, nes tai zZinios i§ vaiky kasdienybés pasaulio, kuris btidamas
nuolatinéje kaitoje ne visuomet patenka i edukologijos/pedagogikos moksliniy diskursy
sferas. Biitent tokiy ziniy pagrindu galima konstruoti, rekonstruoti bei perkonstruoti zinias
apie vaika kaip besimokantiji, kuriantj suaugusiesiems reik§minga mokymo(si) praktika.
Taciau $iy ziniy reikSmingumas gali tapti abejotinas, jei suaugusiesiems (tiek mokslinin-
kams, tiek ir pedagogams bei tévams) yra biidingos indoktrinuotos sampratos/stereotipai
apie vaikus ir/ar jy mokymo(si) kultiiros pasiekimus. Todél svarbu vaiky savaimini moky-
may(si) namy kaip kasdienybés aplinkoje vasaros atostogy metu suprasti socialiniy-kultiiri-
niy, kognityviniy prasmiy daugybiskumo/daugybingumo kontekstuose.

Rekomendacijos mokslininkams-tyréjams:

atliekant tyrimus zmogaus mokymo(si) per gyvenimq paradigmoje, siillytina vadovautis
kultarologine perspektyva, (j)jungiant  vaikq orientuotq paradigmq. Siuo atveju patartina
vengti vaiky ir suaugusiyjy, taip pat formaliojo, neformaliojo ir informaliojo/savaiminio
mokymo(si) (sub)kultiiry, (sub)kokybiy hierarchizavimo. Patartina tirti vaiky savaimini
mokyma(si) kaip bendrosios/edukacinés zmoniy mokymo(si) per gyvenima kultliros reis-
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kinj (fenomena). Tokios tyrimo metodologijos pritaikomumas salygoja biitinybg tyréjams
atsisakyti indoktrinuoty pozitiriy i vaika kaip nepakankamai brandy socialini-kulttirini
individa, kurio mokymas(is) yra daznai lyginimas su suaugusiojo mokymu(si);
organizuojant vaikystés/vaiky gyvenimo reiskiniy kultiirologinio pobidzio edukacinius ty-
rimus rekomenduojama taikyti laisvqji (nestruktiiruotq) teming rasing kaip kokybinj meto-
dq, igalinantj vaikus (pa)viesinti savo kitonisky patirciy naratyvus. Ypac $is metodas tinka
edukaciniams/kultiirologiniams tyrimams, kurie yra susij¢ su lokalizuotomis aplinkomis
ir subjektyvuota tikrove, kai vaikai yra laisvi kurti savo mokymo(si) subkulttiras. Be to,
laisvojo (nestruktiiruoto) teminio rasinio kaip kokybinio metodo ivaldymas, jo pagrindu
gauti duomenys (i§ vaiky gyvenimo kasdienybés) leisty praplésti Siuolaiking mokymo(si)
paradigma vaiky laisvosios/savaiminio mokymo(si) kultiiros naratyvais: kitoniska moky-
mo(si) patirtimi, pa¢iy vaiky atrastais/sukurtais bei kiirybiskai taikomais mokymo(si) bu-
dais, formomis ir kt. Disertacijos prieduose pateikiama autorés sukurtas kokybinio tyrimo
metodas/instrumentas — L tipo laisvasis (nestruktiiruotas) teminis vaiky rasinys ir jo taiky-
mo metodika (Zr. 2, 3, 4 priedus);

rekomenduojama vadovautis tokiais pagrindiniais rasinio taikymo ir realizavimo meto-
dikos principais: labai svarbi yra paciy vaiky nuomoné ir jy teikiama informacija, vai-
kas yra aktyvus savo kasdienybés tyrimo proceso dalyvis (veikéjas ir kiiréjas). Patartina
skatinti vaiky smalsuma pasitelkiant ,,intriga“ bei ,,provokacijas* kaip stimula savo ,,ne-
matomo/nepastebimo® (suaugusiesiems) gyvenimo bei mokymo(si) patiréiy vieSinimui.
Svarbus laisvas vaiko apsisprendimas (dalyvauti/nedalyvauti tyrime ar pasitraukti i§ jo).
Reiksmingos ir tokios salygos: kai Zinias apie save perduoda patys vaikai, biitinas interak-
tyvus dialogas su jais, pasitelkiant kasdienéje (vaiky) praktikoje vartojama kalbos stiliy
(patraukly); biitina bendradarbiavimo formy — inovatyviy (interaktyvios/nuotolinés — el.
pastas) bei tradiciniy (telefonas, ,,tradicinis pastas) dermé; vaiky < suaugusiyjy (tyréjo <
mokytoju/pedagogu « tévy) interakcijy proceso, kuriame visi yra lygiaverciai partneriai,
inspiravimas. ISskirtina yra tai, kad, taikant vaiky patirties/naratyvinius tyrimus, jau pacia-
me tyrimo procese vaikams kaip dalyviams svarbu leisti/sudaryti salygas realizuoti savo
pasirinkimus. Disertacijos prieduose pateikiama vaiky rasinio kaip tyrimo instrumento
taikymo metodika, pasitelkiant vaiky rasiniy konkurso aplinka (zr. 2, 3, 4 priedus);
siilytina mokslinio-empirinio tyrimo rezultatus pristatyti (viesinti ir skleisti) jo dalyviams
tebevykstant tyrimui, (multi)dialogine forma. Patartina organizuoti mokslinj-praktinj foru-
ma, kuriame galéty dalyvauti visi ugdymo(si) veikéjai (vaikai, pedagogai, tévai) ir moks-
lininkai-tyréjai. Stiprinant, palaikant rysj su tyrimo dalyviais rekomenduojama (forumo
metu, vieSai) padékoti jiems, pavyzdziui: jteikti padékas vaikams, pazymejimus pedago-
gams, nedidelius simbolinius suvenyrus, elektroninio formato knyga su tyrimo dalyviy ra-
Siniais/naratyvais, kurie pateikiami nenurodant duomenuy, leidzian¢iy identifikuoti konkre-
¢ius vaikus. Disertacijos prieduose pateikiama medziaga, kaip organizuoti tokio pobtidzio
teorinio-empirinio tyrimo rezultaty viesinima ir sklaida (Zr. 5, 6, 7, 8, 9, 10 priedus);
siekiant (pa)viesinti vaiky naratyvus, rekomenduojama pasitelkti vaiky rasiniy konkurso
aplinkq, kai vaikas jau paciame tyrimo procese tampa aktyviu dalyviu, veikéju, kiiréju, pri-
sidedanciu prie diskurso mokslinio-prakseologinio viesinimo (jam prieinama ir priimtina
forma);

siilytina aktualizuoti mokslinése-praktinése diskusijose suaugusiyjy (mokslininky-tyréjy
ir ugdytoju praktiky) (multi)dialogo su vaikais praktikq. Svarbu yra tai, jog tarpusavyje
bendraudami diskusijos dalyviai prisiima vaidmenis, orientuotus i indoktrinuoty pazitiriy
iveikima/atsisakyma: i vaikus ir ju mokymo(si) kultiira bei i savo pedagoging kultiirg
santykiuose su vaikais. Tuo siekiama inicijuoti pokycius pedagogy ir tévy kaip suaugu-
siyjy pedagoginiame/mentaliniame mgstyme. Dialogo naratyviniam jprasminimui sitilyti-
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na pasirinkti tas kalbines praktikas, kurios yra biidingos tiriamyjy grupéms saveikaujant
kasdienybéje, pavyzdziui, ugdytoju (pedagogu ir tévy), vaiky kalbéjimo stiliy. Tuo ska-
tinamas yra tyrimo dalyviy doméjimasis moksliniais tyrimais ir sudaromos galimybés
izvelgti praktini ju prasminguma. Kita vertus, ir pedagogai yra skatinami dométis vaikais,
ju veikla socialiniy-kulttriniy, fiziniy, komunikaciniy aplinky ivairovéje. Tuomet vaiky
savaiminis mokymas(is) namy aplinkoje tampa pedagogini smalsumgq, Ziniy sieki skati-
nanciu fenomenaliu reiSkiniu, kviecian¢iu suaugusiuosius (pedagogus, tévus) ji pazinti ir
priimti | vaikq orientuotq paradigmq ne dogmatiskai (ne kaip sudaryty/,,gatavy‘ Ziniy rin-
kinj/konstrukta), bet kaip gyvenimo realybéje kartu su vaikais diskursyviai konstruojamq
naujqji Zinojimq.

Rekomendacijos Svietimo (formaliojo, neformaliojo, informaliojo) strategams:
siilytina { mokymo(si) per gyvenimq strategijq zvelgti kaip { multikultiirine, apimancia ir
vaiky mokymo(si) (sub)kultiiring {vairoveg — ne tik formalyji, neformalyji, bet ir informaly-
ji/savaiminj mokyma(si). Strategija turi apimti vaiky savaimini mokyma(si) kaip svarby
ju sociokultiirinio, edukacinio kompetentingumo irodyma isijungiant jiems i mokymo(si)
per gyvenima procesus;

identifikuojant vaiky savaiminio mokymo(si) kultiiros socialinio-edukacinio diskurso pra-
smes [ vaikq orientuotos paradigmos kontekste, galima atrasti naujy idéjy vaiky savaimi-
nio mokymo(si) kultiros plétojimui/igalinimui ir kurti sqlygas, palaikancias Siq kultiirq,
kaip fenomenaly ziniy kiirybos visuomenés reiskini, ,,turtinga“ socialiniy-kultiiriniy, edu-
kaciniy prasmiy bei kontekstu. Sie kontekstai, prasmeés itin reik¥mingi besiorientuojan-
tiems { ,,laisvojo* ugdymo(si) paradigma, pedagogines sistemas, jprasminancias vaiko
kaip individo patirtj ir jo savaiminio mokymo(si) budus. Vaiky savaiminio mokymo(si)
kultdiros suvokimas galimas konstruojant ji ,,laisvojo* ugdymo(si), kaip alternatyvaus tra-
diciniam, paradigmoje. Tuomet vaikas yra pozicionuojamas kaip individas, laisvés situa-
cijose aktyviai konstruojantis prasminga/reik§minga socialing-kultiiring patirtj ir jai igyti
reikalingas/palankias salygas. Tokiu blidu suvokiamas ir jprasminamas vaiko, kultiros
kiiréjo, gebancio solidarizuotis/kooperuotis su kitais kulttiros kiiréjais, vaidmuo;

biitina vertinti vaiky savaimini mokyma(si), vykstanti lokalizuotoje namy, aplinkoje, va-
saros atostogy metu kaip reiskinj, turintj socialinj-edukacinj, kultirinj-kreatyvinj, rekre-
acinj vertingumq. Sitlytina nelyginti jo su formaliuoju mokymu(si) (ji hierarchizuojant,
pozicionuojant kaip vertingesni) ir taikant suaugusiyju mokymui(si) biidingas taisykles,
rezultatus; zvelgti | savaimini mokyma(si) kaip specifikuota, vykstanti kasdienybés aplin-
ky ivairovéje, reikSminga tiek vaikui, tiek suaugusiajam, ir (su)teikiantj naujo/kitonisko
pazinimo/mokymo(si) patir¢iy;

sitilytina, rengiant pedagogy atestacijos ir kvalifikacijos standartus, atsizvelgti | tokiq
kompetencijq kaip mokéjima/gebéjimq mokytis savaiminiu biidu pa¢iam ir mokyti moky-
tis (savaiminiu badu) kitus;

svarbu praplésti vaiky mokymo(si) standarty bei mokymo(si) pazangos ir pasiekimy/rezul-
taty vertinimo sistemos sampratas. Rengiant standartus, sitilytina atkreipti démesi/orien-
tuotis 1 vaiky geb¢jima mokytis savaiminiu budu jvairiose, laisvose (ypac kasdienio gyve-
nimo) aplinkose, o {gyta mokymo(si) patirti vertinti kaip reikSminga edukacini rezultatg ir
mokymosi spresti gyvenimo problemas kompetentinguma;

rekomenduotina kurti/rengti naujas (praplésti esamas) mokymo(si) standarty bei moky-
mo(si) pazangos ir pasiekimy/rezultaty vertinimo sistemas, orientuotas | vaiky savaiminj
mokymaq(si) lokalizuotoje/kasdienio gyvenimo namy aplinkoje kaip isitraukimo § moky-
mo(si) per gyvenimq kultiirq moksling-prakseologine prieigq. Siekiant tai realizuoti gali-
ma (pasi)naudoti uzsienio Saliy (JAV, Norvegijos, Australijos ir kt.) patirtimi, aktualizuo-
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jancia pirmiausia Seimos isitraukima ne tik i formaliojo, neformaliojo, bet ir savaiminio
mokymo(si) procesus, ypac i tuos, kurie vyksta lokalizuotoje, namy aplinkoje. Tuomet
ypa¢ akcentuojamas vaiko savaiminis mokymas(is) kartu su Seima jvairiose vieSosiose
socialinése-kultiirinése aplinkose (muziejuose, bibliotekose, galerijose ir pan.) kaip ugdy-
tojams (tévams ir pedagogams) labai svarbiose vaiky mokymo(si) sferose.

Rekomendacijos tévams:
pasitelkti pedagogines Zinias, kurios leisty suprasti, jog vaikai mokosi ne tik rudeni—pa-
vasari, bet ir vasaros atostogy metu, patirdami jspiudziy ir nuotykiy, t. y. mokosi savaimi-
niu bitdu. Toks mokymas(is) vyksta netradicinése/laisvose aplinkose ir situacijose, tokiose
kaip vasaros atostogos namuose. Vasaros atostogy, namy aplinkos edukacine/pedagogine
prasme yra reikSmingos vaiky savaiminiam mokymui(si), nes uzsiimdami tuo, kas jiems
patinka, vaikai atranda naujy galimybiy kitonisky mokymo(si) poreikiy realizavimui. To-
dél savaiminis mokymas(is) tampa jdomia pramoga, nes galima laisvai pasirinkti: moky-
mosi vieta ir laika, su kuo mokytis aplinky, situacijy ir veikly {vairovéje, taikyti skirtingus
mokymo(si) biidus bei naudoti jvairius $altinius. Savaiminiu bidu vaikai mokosi to, kas
juos pacius labiausiai domina, sugalvoja jdomiy eksperimenty, i$bando jvairias savirais-
kos formas. Visa tai reiskia, kad vasaros atostogy metu namy aplinkos salygomis vaikai
mokosi kitaip negu mokykloje, t. y. savaiminio mokymo(si) budu. Ta¢iau primygtinai
sitilant vasaros atostogy metu vaikams nepamirsti mokykliniy (formaliojo mokymosi) da-
lyky bei uzduociy, kitonisko mokymo(si) galimybés yra (ap)ribojamos;
svarbu suprasti, jog savaiminis mokymas(is) visokeriopai padeda vaikams ugdyti(s) gebé-
Jimus: organizuoti mokyma(si), planuoti veikla, mokytis keliais biidais, panaudoti jvairias
aplinkas ir kt. Be to, savaiminis mokymas(is) reikSmingas ne tik vaikams, bet ir suaugusie-
siems, nes padeda isijungti { mokyma(si) kaip dialoga tarp vaiky ir suaugusiyjuy, o kartu
1 mokymo(si) per gyvenima procesus. Savaiminio mokymo(si) procesuose vaikai siekia
asmeniniy tiksly, kurie realizuojami uZsiimant jiems patiems priimtinomis veiklomis;
sitilytina atskleisti privalumus ,, laisvojo “ mokymo(si), kai vaikas pats pasirinkdamas/(su-
si)kurdamas mokymo(si) tvarka/taisykles, kity (tévy ir kt. namiskiy) never¢iamas mokosi
savaiminiu bidu. Pageidautina, kad tévai nereikalauty perkelti/taikyti formaliojo moky-
mo(si) elementy | namy aplinka, uzgoziant, (nu)slopinant natiiraly/savaiminj vaiky moky-
ma(si), t. y. leisty vaiky mokymui(si) namy aplinkoje vykti natiiraliai;
sudarant sqlygas vaikams mokytis savaiminiu biidu, svarbu tévams konsultuoti pacius vai-
kus padedant suprasti i procesq kaip vykstanti kitoniskai (vasaros atostogy metu namy
aplinkos salygomis) ir reikalaujanti: nauju aplinky, naujy idéju, kitonisky mokymo(si)
bdy, kitonisky mokymo(si) formy taikymo, kitonisky rezultaty siekimo, kitonisko pro-
ceso, kitonisky vaidmeny. Patartina akcentuoti savaiminio mokymo(si) procesa kaip ma-
lony, ikvepianti kiirybinius atradimus, eksperimentavima, kurie padeda vaikui i§ naujo
atrasti save, namy aplinka, vertinti tévus kaip i$mintingus partnerius, tarpininkaujancius
vaikams, realizuojant jiems pasirinkimy jvairovg ir prisiimant atsakomybg uz juos.

Rekomendacijos pedagogams:

biity reik§minga jungti formaliojo, neformaliojo ir informaliojo mokymo(si) aplinkas, tai-
kant/pasitelkiant (perkeliant i jas) savaiminiam mokymui(si) biidingq biidy, formy, Salti-
niy fvairove bei kiirybiskai juos derinant. Ta¢iau pedagogai pirmiausia patys turi biiti smal-
stis, trokStantys naujy ziniy, iSbandg ir dabar tebetaikantys tokius savaiminio mokymo(si)
budus kaip eksperimentavimas, tyrinéjimas, patirties reflektavimas. Tai svarbi salyga,
siekiant uztikrinti savaiminio mokymo(si) tgstinuma per formaliojo, neformaliojo ir infor-
maliojo/savaiminio mokymo(si) dermg (perkeliant savaimini mokyma(si) i formaliojo bei
neformaliojo mokymo(si) sistemas);
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pedagogams siilytina | vaikq orientuotq paradigmaq taikyti ne tik pradinio, bet ir daly-
kinio mokymo(si) sistemoje. Biity reikSminga iSsaugoti/puoseléti vaiky poziiiri { moky-
may(si) kaip visumini socialini-kultiirini veiksma, perimant mokymo(si) i§ aplinky tradici-
ja, kuri ryski pradinése klasése mokantis jvairiy dalyky, kai juos jungia vieno ir to paties
pedagogo veikla, nukreipta { pacius vaikus, ju mokymo(si) kulttra, o ne tik { dalyka ir
mokymo(si) rezultatus.

Pedagogams tampa svarbia vaiky ir tévy Kkonsultavimo savaiminio mokymo(si)

klausimais funkcija. Ja atlikti galéty pedagogai, turintys savaiminio mokymo(si) patirties ir
toleruojantys $§i reiskini kaip svarby vaikams, ju mokymo(si) kulttirai (jos igalinimui/puose-
lejimui). Sia veikla realizuoti galéty ir specialistai/pedagogai konsultantai, kuriems yra priim-
tinas nedirektyvus, i reflektyvy dialoga, vaiky mokymo(si) situacijas (ju supratima) orientuoty
konsultavimo praktiky/prieigy taikymas:

sudarant sqlygas vaikams mokytis savaiminiu bidu, svarbu konsultuoti vaikus padedant
suprasti savaimini mokyma(si) kaip vykstantj kitoniskai (vasaros atostogy metu namy ap-
linkos salygomis) ir skatinti reflektuoti apie ji, orientuojantis | skirtingas vaiky patirtis
bei kasdienybés isgyvenimus, siekiant jgalinti juos tapti/biiti savo mokymo(si) proceso ir
rezultaty kiiréjais/autoriais. Tai galima realizuoti pasitelkiant disertacijos autorés sukurta
kokybinio tyrimo instrumenta — L tipo laisvaji (nestruktiiruota) teminj vaiky rasini ir pa-
rengta jo taikymo metodika (pateikiama 2, 3, 4 prieduose);

vaiky konsultavimui siiilytina pasitelkti komunikacines formas, plétojant: grupés diskusija,
tradicinio ir netradicinio/kitonisko (savaiminio) mokymo(si) patir¢iy refleksija (individua-
lig ir/ar grupg¢je, dalijantis savita patirtimi su kitais), mokymo(si) kasdieniame gyvenime
situacijy, atvejy analizg. Plétojant (multi)poliloga sitilytina organizuoti bendras — vaiky ir
tévy konsultacijas, pasitelkiant mokymo(si) grupéje metodikas;

pripazistant ir toleruojant vaiky savaimini mokymq(si), sudaromos salygos jo vyksmui
Seimoje ir su Seima, kai artimieji (tévai, broliai/seserys ir kt.) tampa vaiky mokymo(si)
partneriais. Todél siekiant sudaryti palankias salygas savaiminio mokymo(si) vyksmui,
svarbu taip pat ugdyti tuos tévy (konsultavimo) gebéjimus, kurie ypac reikalingi konsultuo-
Jjant visy pirma savo vaikus;

tévy konsultavimas turéty biti susijes su naujomis ziniomis, tévy isitikinimy ir pozitiriy
kaita bei stereotipy atsisakymu, naujuy/netradiciniy vaidmeny prisiémimu bei sudarymu
salygu vaikams mokytis atrandant, eksperimentuojant, tyrinéjant ir kt., t. y. savaiminio
mokymo(si) biidais. Pedagogams konsultuojant tévus sitilytina padéti jiems suformuluo-
ti/sukurti s¢kmingas salygas vaiky savaiminiam mokymui(si), aktualizuojant tradiciniy
vaidmenu/pozicijos netinkamuma vaiky savaiminio mokymo(si) procesuose. Rekomen-
duotina tévams pozicionuotis { vaikams reik§mingus vaidmenis: vaiko-kiir¢jo, aktyvaus
dalyvio, mokymo(si) tvarkos/taisykliy autoriaus;

biity, reiksminga padéti tévams identifikuoti, kokius vaidmenis/pozicijas jie uzima vaiky
savaiminio mokymo(si) procesuose. Siiilytina atkreipti démesi i tai, kad vaikams yra reiks-
mingi netradiciniai suaugusiyjuy/tévy vaidmenys: kai jie atsizvelgia | vaiko susidoméjima
ir skatina ji, suteikia jam laisvg, pasitiki vaiku, konsultuoja, (su)teikia galimybiy atsiskleis-
ti vaiko talentui, ,,biidami $alia“ patys mokosi kartu su vaiku ir pan. Tuo tarpu tradicinés
pozicijos (tokios kaip ,,visazinis“, draudziantis, reikalaujantis paklusti ar iSkeliantis save,
savo elgesi kaip nediskutuoting pavyzdi, siekiant jtvirtinti savo autoriteta), apriboja vaiky
savaiminio mokymo(si) kultiiros kiirima(si), todél sukelia juy priesiskuma/nepaklusnuma;
svarbu aktualizuoti, jog pagrindiné sékmingo savaiminio mokymo(si) namy aplinkoje
vasaros atostogy metu yra sqlyga tokia: tévai patys turi biiti smalsis, trokStantys naujy
Ziniy, i8bandg viena pagrindiniy savaiminio mokymosi biidy — eksperimentavima ir tebe-
taikantys savaimini mokyma(si). Sidilytina vengti vaiky savaimini mokyma(si) nuverti-
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Iprastos namy tvarkos®; ,,bidami tarp bendraamziy/draugy iSmoks netinkamo elgesio®;
,.vaikai turi paaiskinti, parodyti tévams savo veiklos rezultatus®. Svarbu, kad tévai ne tik
leisty, bet ir skatinty vaikus isijungti { savaiminio mokymo(si) procesus, nes toks moky-
mas(is) — tai galimyb¢ vaikams ugdytis prieraisumq tévams, namiskiams.

Rekomendacijos auksStosioms mokykloms (rengianc¢ioms edukologus/pedagogus) bei

kvalifikacijos tobulinimo ir perkvalifikavimo institucijoms:

siitlytina aiskinant pedagogams mokymo(si) per (visq) gyvenimq paradigmos idéjas, jas
praplésti socialinémis, kultiirologinémis — kultiry jvairovés idéjomis. Aktualizuoti, jog
holistinio (visaapimanc¢io) zmogaus mokymo(si) kontinuume ypatinga reikSmeg igyja ne
tik formalusis, neformalusis, bet ir informalusis (savaiminis bei savivaldus mokymas(is).
Bitina ju, kaip skirtingy mokymo(si) (sub)kultiiry bei (sub)kokybiy, papildanciy viena
kita, dermé;

svarbu aktualizuoti, kad savaiminio mokymo(si) (sub)kultiirai biudingas natiralus zmo-
gaus/vaiko siekis mokytis gyvenimo (veikly, ju sri¢iu, situacijy, aplinku) ivairovéje, reflek-
tuojant bei plétojant jgytasias (funkcionalias/gyvenimiskas) patirtis, Zinias, gebéjimus bei
igtdzius. Perkeliant §j siekj i§ kasdienés gyvenimo praktikos galima paskatinti jsitraukti
besimokanciuosius | nuolatinj, visaapimant{ mokyma(si) per (visq) gyvenimg informa-
laus/kasdienio gyvenimo, vieSyjy kultiiriniy, socialiniy-praktiniy ir formaliojo bei nefor-
maliojo mokymo(si) aplinky derméje;

biity reikSminga mokyti pedagogus biidy, leidzianciy perkelti savaiminio kaip netradici-
nio mokymo(si) (sub)kultiira i§ zmogaus/vaiko kasdienio gyvenimo bei praktinés veiklos
sfery { formaliojo ir neformaliojo mokymo(si) praktikas (aplinkas, situacijas), taikant imi-
tacinio, mokymosi atrandant, eksperimentuojant, tyringjant ir kt. budy prieigas;

rengiant programas pedagogams svarbu atsisakyti/padeéti isvengti indoktrinacijos, forma-
liojo, neformaliojo ir informaliojo/savaiminio mokymo(si) lyginimo bei jy tarpusavio hie-
rarchizavimo (pozicionuojantis i formalyji kaip patj vertingiausiq). Sia veikla realizuoti
igalina | vaika orientuota paradigma, kuri gali ir turi biiti taikoma ne tik pradinio, bet ir
dalykinio mokymo(si) sistemoje. Ji leidzia aktualizuoti vaiky mokymo(si) (sub)kultiiry
ivairove, o savaimini mokyma(si) — kaip vaikams malony, priimtina, todél patraukly, is-
reiskianti jy pasauliui bidingas mokymo(si) vertybes;

siitlytina pasitelkiant mokymo(si) grupéje, sutelktos (focus) grupés metodikas, mokyti pe-
dagogus atsigrezti ne tik i vaiky, bet ir { savo paciy kasdieni gyvenima i§ savaiminio mo-
kymo(si) perspektyvos. Reflektuojant savaiminio mokymo(si) sferose igytasias patirtis,
rekomenduojama orientuotis { ju ivairovg: analizuojant mokymo(si) kasdieniame gyveni-
me situacijas bei dalijantis vieniems su kitais savitomis/skirtingomis (daugybinémis) pa-
tirtimis. Tokiu btidu galima interaktyviai/diskursyviai konstruoti nauja mokymo(si) kaip
prasmingo ir malonaus, todél patrauklaus proceso supratima. Kartu biity galima (pa)ska-
tinti pedagogus isijungti { mokymo(si) per gyvenima (i§ gyvenimo ir gyvenimui) proce-
sus/kultiira. Tai leisty jgalinti pedagogus (kaip besimokanciuosius) pirmiausia pacius tap-
ti/biiti savo mokymo(si) proceso ir rezultaty kiiréjais/autoriais, o tuomet padéti mokytis to
kitiems. Be to, {gytqjq patirti biity reik§minga (pri)taikyti ir konsultuojant vaikus bei tévus
savaiminio mokymo(si) klausimais;

siilytina rengiant programas pradiniy klasiy ir mokytojams dalykininkams, neformaliojo
ugdymo(si) specialistams (taip pat kvalifikacijos tobulinimui/perkvalifikavimui) praplésti
programy turini — integruoti naujas zinias ir ugdyti naujas kompetencijas, orientuotas j:
vaiky sociokultiirinio pasaulio pazinimgq, jy mokymo(si) (sub)kultiiry jvairovés suvokimaq;
kokybiniy/vaikystés tyrimy metodologijos {valdymaq, igalinant atlikti edukacinius, kultiiro-
loginio pobudzio tyrimus, siekiant pazinti vaikystés/vaiky gyvenimo reiskinius (o ypac
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tokius, kurie yra susijg¢ su lokalizuotomis aplinkomis ir subjektyvuota tikrove, kai vaikai
yra laisvi kurti savo mokymo(si) (sub)kultiiras, panaudodami nattralias aplinkas jiems
reik§mingy kasdienybés aplinky ivairovéje); tyrimy rezultaty taikymgq (svarbu aktualizuo-
ti, jog pirmiausia jy (su)teikiamo naujojo Zinojimo pagrindu biitina keistis patiems, o tuo-
met keisti mokymo(si) procesus, ji suprantant kaip komunikacinj veiksma, kuriame tiek
vaikas, tiek suaugusysis tampa zmogumi, reflektuojan¢iu mokymo(si) (sub)kulttry polilo-
ga); pedagogo konsultanto funkcijas, jungiant klasiking didaktika su socialine-kulttirine,
komunikacine (kuri apima naujus vaiky gyvenimo reiskinius, tarp ju ir vaiky savaiminio
mokymo(si) kulttira). Buty reikSminga praplésti i inovatyvius mokymo(si) metodus orien-
tuotus programy kursus, ju turini, integruojant/itraukiant naujy ziniy i§ vaiky kasdienio
gyvenimo namy aplinkoje kuriamos/konstruojamos savaiminio mokymo(si) kulttros, kai
vaikai mokosi per atradimus, taiko komunikacinius mokymo(si) biidus, stebéjima, pasitel-
kia fantazija, kity Zmoniy suformuluoty isitikinimy pa(si)tikrinima bei probleminio moky-
mo(si) bidus;

naujojo supratimo, zZinojimo/Ziniy, pagrindu siiilytina mokyti edukologus/pedagogus, ne-
formaliojo ugdymo(si) specialistus kurti | edukacijq (Svietimq, konsultavimq) orientuo-
tas programas vaikams ir téevams, kurios gali biiti projektuojamos tokiomis kryptimis:
vaikams padéti i(si)jungti { mokymo(si) per gyvenima procesus, igalinant juos kartu su
suaugusiaisiais/tévais mokytis savaiminiu biidu Seimos gyvenimo aplinkoje; tévams padé-
ti suprasti zmogaus mokymo(si) per (visa) gyvenima paradigma kaip reiskini, kuriame da-
lyvauja ivairiis individai (pagal lyti, socialing patirti, amziy ir kt.), — ne tik suaugusieji, bet
ir vaikai gyvenimo aplinky ir situacijy ivairovéje; taip pat vaiky savaiminio mokymo(si)
vertinguma, nes biitent tuomet formuojasi pagrindai mokymosi gebéjimy, grindziamy sa-
vitu mokymosi stiliumi, turinciu jtakos véliau ir suaugusiojo mokymo(si) (sub)kultiirai.
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