SCIENTIFIC NOTES OF THE PEDAGOGICAL DEPARTMENT

ISSN 2074-8167 231

https://doi.org/10.26565/2074-8167-2026-58-18
UDC 373.2:37.091.3

Amalia Enache

2026 Bunyck/ Issue 58

PhD student, “lon Creangd” State Pedagogical University of Chisindu,
1 lon Creangd Street, MD-2069, Chisindu, Republic of Moldova,
https://orcid.org/0000-0003-4606-6016 amaliaenache3176@gmail.com

THE ROLE OF THE TEACHER IN ORGANIZING EXPERIENTIAL LEARNING

SITUATIONS IN PRESCHOOL EDUCATION

The article analyses the role of the teacher in organizing experiential learning situations in preschool
education from the perspective of the theoretical foundations of learning through experience, current
curricular orientations, and recent research on the quality of early childhood education. The aim of the
study is to clarify the professional functions through which the educator transforms the child’s experience
into meaningful, reflective, and transferable learning. The study follows a theoretical scoping review
design, aimed at mapping and interpreting relevant theoretical, curricular, and empirical contributions
on experiential learning in preschool education. The analysis is based on conceptual analysis, source
comparison, and narrative synthesis of the specialized literature. Classical works in experiential learning,
curricular documents from Romania and the Republic of Moldova, international reports, and recent studies
on guided play, reflection, formative assessment, executive functions, and partnership with the family were
examined. The results highlight five major dimensions of the teacher’s role: designing the experience,
organizing the educational environment, mediating exploration and reflection, formative assessment with
individualization, and articulating the relationship with the family and the community. It is concluded that
the effectiveness of experiential learning does not derive from the child’s mere participation in practical
activities, but from the quality of pedagogical intervention, the continuity of experiences, and the teacher’s
ability to support dialogue, initiative, and transfer. The article offers useful landmarks for modernizing
kindergarten practices and strengthening teachers’ professionalism.
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Introduction. Over the last two decades, early
childhood education has undergone a conceptual
and methodological repositioning. The emphasis
has shifted from the fragmented transmission
of content to the construction of active, relevant,
and meaningful learning contexts for the child.
In recent international documents, quality in
early childhood education is no longer reduced
to structural conditions, facilities, or compliance
with institutional routines. It is increasingly linked
to the nature of the child’s experiences and to
the way everyday interactions support cognitive,
socio-emotional, and moral development. The
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United Nations Educational, Scientific and Cultural
Organization (UNESCO) and the United Nations
Children’s Fund (UNICEF) explicitly show that a
strong foundation for development is built through
rich early experiences that are context-sensitive
and supported by high-quality educational
relationships (UNESCO & UNICEF, 2024). Along
the same line, the Organisation for Economic Co-
operation and Development (OECD) highlights
that meaningful adult-child interactions and
the organization of the pedagogical process are
strong predictors of the quality of early childhood
education (OECD, 2021).

{m] _ This is an open-access article distributed under the terms of the Creative Commons Attribution License 4.0.
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This paradigm shift reconfigures the teacher’s
role. Whereas in the traditional instructive model
the emphasis fell on explanation, drill, and control
of responses, contemporary approaches insist on
the teacher as designer of experience, organizer
of the environment, mediator of reflection, and
formative assessor. From this perspective, the
teacher’s activity is not limited to selecting content
and methods. It also involves designing situations
in which the child explores, compares, formulates
hypotheses, expresses personal meanings, and
transfers what has been learned to other contexts.
Such an understanding of the professional
role is consonant with the recent literature on
developmentally appropriate practice, guided play,
and active pedagogies (National Association for
the Education of Young Children [NAEYC], 2020;
Shih, 2024; Taye et al., 2025).

In pedagogical terms, experiential learning
situations can be defined as sets of intentionally
organized educational contexts in which the
child engages directly with objects, phenomena,
relationships, and meaningful situations, acts
upon them, explores them, interprets them,
and constructs meaning through reflection and
mediation. The specificity of such situations in
preschool age derives from the fact that learning
occurs predominantly through play, manipulation,
interaction, imitation, and active participation,
while reflection appears in emerging forms
supported by language, dialogue, and adult
guidance. Consequently, an experiential learning
situation should not be reduced to the child’s mere
participation in a practical activity, but rather
understood as a complex pedagogical construction,
adapted to developmental characteristics and
oriented toward transforming lived experience
into meaningful learning.

The theoretical foundations of experiential
learning provide a solid framework for this
reinterpretation. John Dewey states that
“continuity and interaction in their active union
with each other provide the measure of the
educative significance and value of an experience”
(Dewey, 1938, p. 45), which means that the
educational value of an experience depends on
the way it connects with previous experiences
and opens new possibilities for understanding
and action. David A. Kolb, in turn, formulates a
now classical definition: “learning is the process
whereby knowledge is created through the trans-
formation of experience” (Kolb, 1984, p. 38). For
preschool education, these landmarks are parti-
cularly relevant because young children know the
world through action, relationship, play, and explo-

ration, while conceptualization emerges gradually,
in close connection with lived and mediated expe-
rience (Piaget & Inhelder, 1972; Vygotsky, 1978).

The timeliness of the topic is also supported
by curricular orientations in Romania and the Re-
public of Moldova. The Curriculum for Early Chil-
dhood Education in Romania explicitly formulates
the “principle of active learning (creating learning
experiences in which the child participates actively
and can choose and influence the way the activity
unfolds)” (Ministerul Educatiei Nationale, 2019, p.
4). At the same time, the Curriculum for Early Chil-
dhood Education in the Republic of Moldova states
that “play is the fundamental activity of the child
between 0 and 7 years, through which he or she
develops naturally” (Ministerul Educatiei, Cultu-
rii si Cercetarii al Republicii Moldova, 2019, p. 7).
These formulations are not merely terminological
options; they indicate a change in pedagogical lo-
gic: early childhood education is conceived as the
organization of varied, relevant, and child-cente-
red learning experiences.

However, the specialized literature also revea-
Is a certain conceptual dispersion. At times experi-
ential learning is reduced to any practical activity;
at other times it is confused with free play; in still
other cases it is associated exclusively with the cy-
clical model proposed by D. Kolb. Likewise, resear-
ch on playful pedagogies, reflection, and formative
assessment uses theoretical frameworks that are
close, but not always fully convergent. For this re-
ason, a more careful clarification is needed of how
the teacher’s role can be described in an analytical
and coherent way without losing the specificity of
preschool age and the institutional context.

The aim of the study is to analyze the role
of the teacher in organizing experiential learning
situations in preschool education from the
perspective of theoretical foundations, current
curricular orientations, and recent research on the
quality of early childhood education. To achieve this
aim, the following objectives were formulated: (1)
to clarify the conceptual landmarks that support
the legitimacy of experiential learning in preschool
education; (2) to identify the main professional
functions of the teacher in designing, mediating, and
assessing learning experiences; (3) to synthesize
recent evidence regarding the relationship between
guided play, reflection, formative assessment,
and child development; and (4) to formulate
methodological directions useful for kindergarten
practice and for the professionalization of teachers.

Research methodology. The study adopts
a scoping-oriented theoretical review design. It
is oriented toward mapping, systematizing, and
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interpreting the main theoretical, curricular, and
empirical contributions concerning the teacher’s
role in organizing experiential learning situations
in preschool education. This design was chosen
because the paper does not aim to measure
variables empirically. Its purpose is to clarify a
conceptual and methodological field approached
in the literature through related perspectives:
experiential learning, guided play, reflective
mediation, formative assessment, and family-
kindergarten partnership.

The methodological approach was based on
conceptual analysis, comparative source analysis,
and narrative synthesis of the specialized literature.
The review was informed by the general logic of the
PRISMA-ScR framework, adapted to the theoretical
and narrative character of the study. The process
included four stages: identifying relevant sources,
screening them according to their connection
with the topic, selecting the sources that directly
addressed the teacher’s role in experiential
learning or related pedagogical practices, and
synthesizing the results into thematic categories.

The documentary corpus included 22 sources,
selected from classical pedagogical works,
curricular documents, institutional reports, and
recent scientific studies. The sources were grouped
into four categories: canonical theoretical works
on experiential learning and child development;
curricular documents from Romania and the
Republic of Moldova; international reports issued
by organizations such as UNESCO, UNICEF, and the
OECD; and recent scientific articles on guided play,
reflective practices, executive functions, formative
assessment, pedagogical quality, and family
engagement in early childhood education.

Regarding the currency of publications,
recent scientific studies and institutional reports
published mainly between 2020 and 2025 were
prioritized. Older sources were included only
when they had canonical value for the theoretical
foundation of the study, such as Dewey’s theory of
educational experience, Kolb’s model of experiential
learning, Piaget’s theory of child development, and
Vygotsky’s sociocultural theory of learning, or when
they represented official curricular documents
still relevant for current preschool practice. This
approach made it possible to combine contemporary
research evidence with the theoretical landmarks
required for understanding experiential learning in
preschool education.

The selection criteria were: direct relevance
to experiential learning in preschool education;
explicit reference to the teacher’s role, educational
environment, play, reflection, formative assessment,
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executive functions, or family involvement;
academic or institutional credibility of the source;
availability of complete bibliographic information;
and contribution to clarifying one of the dimensions
analyzed in the article. Sources were excluded when
they referred only generally to education, did not
address preschool or early childhood education,
lacked academic reliability, or did not contribute
directly to the objectives of the study.

The analysis was conducted in several stages.
First, the key concepts were identified: educational
experience, guided play, mediation, reflection,
formative assessment, individualization, and
family-community partnership. Second, the
selected sources were compared in order to identify
convergences and differences among theoretical,
curricular, and empirical perspectives. Third,
the findings were organized into five thematic
dimensions of the teacher’s role: designing
the experience, organizing the educational
environment, mediating exploration and reflection,
formative assessment with individualization, and
articulating the relationship with the family and
the community.

Asatheoreticalreview, the study did notinvolve
human participants, did not use experimental
or survey instruments, and did not generate
new empirical data. The rigor of the analysis
was ensured through explicit selection criteria,
thematic categorization, comparison of sources,
and avoidance of unsupported generalizations.

Research results. The analysis of the literature
highlighted five major dimensions of the teacher’s
role in organizing experiential learning situations
in preschool education. These are: designing the
experience, organizing the educational environment,
mediating exploration and reflection, formative
assessment with individualization, and articulating
the relationship with the family and the community.
These dimensions do not operate separately, but
together configure a complex professional profile
in which the teacher does not merely “carry out
activities” butintentionally constructs the conditions
through which the child’s experience acquires
formative and transferable value.

Designing the experience as the basic unit of
the didactic process. In the experiential paradigm,
the teacher does not start exclusively from a list of
contents. Instead, the teacher starts from situations
in which the child can observe, manipulate, test,
compare, cooperate, and formulate personal
meanings. This dimension is grounded in the
philosophical foundations of experiential learning.
Dewey’s theory emphasizes the principles of
continuity and interaction, while Kolb’s model
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explains learning as a process through which
knowledge is created by transforming experience
(Dewey, 1938; Kolb, 1984). These sources are used
in the present article as theoretical foundations, not
asrecent studies included in the review. Their role is
to clarify the conceptual basis on which the analysis
of contemporary pedagogical practices is built.

Such a way of understanding didactic design
is also supported by the Romanian-language
pedagogical literature. Morari et al. (2022) note
that “today, teaching approaches are viewed as
activities of organizing learning experiences”
(p- 124). This statement is important for early
childhood education because it shifts the emphasis
from the lesson conceived as transmission to
activity understood as pedagogical direction of the
child’s participation. In practical terms, designing
experience involves selecting materials, preparing
open questions, anticipating children’s possible
reactions, and thinking of ways of revisiting
the experience through drawing, symbolic play,
conversation, documentation, or mini-projects.

Organizing the educational environment as a
space of possibilities. The second dimension refers
to the teacher’s ability to transform the educational
environment into a space that generates
opportunities for exploration, choice, cooperation,
problem solving, symbolic expression, and transfer.
In this sense, the environment is not limited to
furniture, materials, or classroom arrangement.
It becomes a pedagogical structure that invites
the child to act, ask questions, make decisions,
return to previous experiences, and connect what
is discovered with new situations. The OECD
literature shows that children’s participation,
initiative, concentration, and cooperation are
decisively influenced by the way the environment
offers opportunities for action and interaction
(OECD, 2021; Edwards, 2021).

The Curriculum of the Republic of Moldova
emphasizes the “principle of the diversity of
contexts and learning situations,” which implies
the creation of contexts capable of engaging
the child cognitively, socially, emotionally, and
motorically (Ministerul Educatiei, Culturii si
Cercetarii al Republicii Moldova, 2019, p. 7).
Along the same line, UNICEF stresses that play
enables the child “to explore and make sense of
the world around them” (UNICEF, 2018, p. 7).
Therefore, the experiential environment is an
active factor in learning. It opens possibilities
for exploration, choice, revisiting, cooperation,
symbolic expression, and transfer. For example,
a construction area may support mathematical
thinking, spatial orientation, negotiation, and

language development if the teacher enriches it
with questions, challenges, and opportunities for
children to explain their solutions.

Data from recent studies reinforce this
conclusion. Schmitt et al. (2018) show that block-
building activities, when carefully organized
and mediated, support the development of early
mathematics and executive functions. Sonneveld
et al. (2024) also show that design activities
combined with narrative and construction can
accommodate different play and participation
profiles. Consequently, the teacher cannot be
reduced to the status of observer of an already
prepared environment. The teacher must be
understood as the author of a flexible pedagogical
architecture. In this architecture, materials,
space, and time are organized according to the
experiential aims of learning.

Mediating exploration and reflection. The
third dimension concerns the teacher’s role in
transforming action into reflected experience.
Many kindergarten activities remain at the level
of simply “keeping the child busy” if they are
not accompanied by questions, comparisons,
verbalizations, and returns to the experience.
Mediation is organized through several concrete
strategies. The teacher asks open-ended
questions, encourages children to describe what
they observe, and invites them to compare results.
The teacher also names the processes involved,
reformulates children’s answers, connects new
discoveries with previous experiences, and guides
children to express what they would try differently
next time. From a sociocultural perspective,
Vygotsky shows that learning is socially mediated
and that development takes place through guided
participation and adequate support in the zone of
proximal development (Vygotsky, 1978).

Research on guided play consistently confirms
this mediating function. Skene et al. (2022) show
that guidance in play produces, for certain learning
outcomes, effects superior both to completely free
play and to direct instruction, precisely because it
maintains the child’s initiative while introducing
a discreet but clear pedagogical intentionality. Li-
kewise, Omoeva et al. (2024) show that systema-
tic reflection on playful practices supports both
the child’s learning and the teacher’s professio-
nal development. These results suggest that the
teacher’s role is not to control activity excessively,
but to know when and how to intervene in order to
sustain focus, extend language, and build meaning.

Formative assessment and individualization.
The fourth dimension refers to the teacher’s capa-
city to observe, document, interpret, and regulate



SCIENTIFIC NOTES OF THE PEDAGOGICAL DEPARTMENT

ISSN 2074-8167 235

the child’s learning during experiential activities. In
the experiential paradigm, assessment cannot be re-
duced to registering a product or a correct answer,
because the stake of early childhood education also
lies in the way the child observes, tries, persists,
cooperates, verbalizes, and transfers. Formative as-
sessment is carried out through several tools: syste-
matic observation, short notes, children’s drawings
and products, photographs of activities, learning
portfolios, and conversations with children. It also
involves comparing different moments of the same
learning sequence. These tools allow the teacher to
identify what the child understands, what support
is needed, and how the next experience should be
adjusted. The Curriculum of the Republic of Moldo-
va states that “continuous/formative assessment
is carried out permanently by the teacher through
observation of children’s behaviours and reacti-
ons in various situations” (Ministerul Educatiei,
Culturii si Cercetarii al Republicii Moldova, 2019,
p. 124). Therefore, the teacher observes the pro-
cess, documents progress, and regulates support
according to the child’s needs. For instance, during
an activity on floating and sinking, the teacher may
observe whether the child predicts, tests, explains,
changes the strategy, or transfers the idea to other
objects. The assessment result is not only whether
the answer is correct, but how the child thinks,
experiments, and explains.

Individualization naturally derives from this
same logic. Developmentally appropriate practices
require the adjustment of task, degree of structure,
and type of supportin accordance with each child’s
interests, pace, and resources (NAEYC, 2020).
Madanipour et al. (2025) show that teachers who
better understand executive functions use more
nuanced pedagogical strategies to support chil-
dren’s self-regulation and participation. Taye et al.
(2025) likewise highlight that the teacher’s role in
promoting developmentally appropriate practice
includes adapting the environment, diversifying
experiences, and collaborating with the family.
In this sense, individualization does not mean a
mechanical multiplication of tasks, but pedagogi-
cal sensitivity and the capacity to turn individual
differences into formative opportunities.

Articulating the relationship with the family and
the community. The fifth dimension is the articulati-
on of the relationship with the family and the com-
munity. In experiential learning, educational experi-
ence does not begin and end at the classroom door.
Many of the most consistent learning experiences
are strengthened when the child can connect what
is lived in the institution with what is observed at
home, in the park, on the way, or in family activities.
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UNESCO and UNICEF show that a high-quality Ear-
ly Childhood Care and Education (ECCE) ecosystem
presupposes functional relationships among ser-
vices, family, and community (UNESCO & UNICEE
2024). Dereli and Tiirk Kurtca (2023) confirm that
teachers perceive family involvement as an essenti-
al factor for the coherence of learning experiences
and for supporting child development.

The analysis also reveals other important re-
sults. First, language appears as an indispensable
mediator of experience. Although experiential lear-
ning is often associated mainly with action, experi-
ence does not become cognitively stable without
verbalization. When the teacher asks, “what did
you notice?”, “what changed?”, “why do you think
ithappened this way?”, he or she transforms action
into an experience that is discussed and reinter-
preted. Second, the experiential environment has
an evident affective dimension: the child engages
more deeply in activity when he or she feels safe,
valued, and competent. In this context, the obser-
vation of Morari et al. (2022) that “artistic-plastic
activities constitute the most effective means of
stimulating children’s creative potential” (p. 118)
can be extended to the idea that experience should
also be conceived as a space of expressiveness and
affective climate.

Third, experience has educational value insofar
as it is organized in continuity. J]. Dewey warned
that not every experience is educative and that
some experiences may remain episodic if they are
not integrated into a progression (Dewey, 1938).
Translated to the preschoollevel, this principle means
that isolated activities, even attractive ones, have
limited impact if they are not revisited, compared,
documented, and connected to new questions.
Therefore, the teacher also has the role of building
continuity: leaving materials available to children,
preserving traces of the experience, returning to
conversations, and turning children’s observations
into starting points for future experiences.

Discussion. The results of the analysis
confirm that experiential learning is structurally
compatible with the characteristics of preschool
age. However, its effectiveness depends decisively
on the teacher’s professionalism. This conclusion
is relevant because in practice two opposite
simplifications still persist. The first consists in
reducing experiential learning to any practical
activity, without reflection, continuity, or
pedagogical mediation. The second consists in
over-regulating experience, that is, turning itinto a
rigid sequence of steps that leaves very little space
for the child’s initiative. The literature analyzed
suggests that maximum formative value appears
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between these extremes. This value emerges when
the teacher maintains a balance between freedom
of exploration and pedagogical intentionality
(Dewey, 1938; Kolb, 1984; Skene et al., 2022).

An important contribution of the study is the
highlighting of the fact that the teacher’s roles are
simultaneous and interdependent. In a single lear-
ning situation, the teacher performs several roles
at once. For example, while children plant seeds,
build a route, or explore the properties of water, the
teacher designs the sequence, selects the materials,
mediates language, observes individual differen-
ces, and adapts support. The teacher can also value
children’s reactions and connect the experience
with activities in the family or community. In this
sense, experiential learning does not diminish the
adult’s role, but refines and professionalizes it.
OECD recommendations concerning meaningful
interactions and the quality of the pedagogical
process explicitly support this interpretation
(OECD, 2021; Edwards, 2021).

The analysis also shows that meaningful
experience is closely linked to the quality of the
environment and the quality of interactions. The
simple fact that a child manipulates materials or
takes part in an “interesting” activity does not
guarantee learning. Without time for exploration,
revisiting, verbalization, and mediation, activity
risks remaining episodic. By contrast, when the
teacher transforms experience into a meaningful
sequence, learning gains consistency and can be
transferred to other contexts. For this reason, the
emphasis on the pedagogical process formulated
in OECD and UNICEF reports is particularly useful
for the practical understanding of the teacher’s
role (UNICEF, 2018; OECD, 2021).

Another relevant aspect concerns the tension
between curriculum and spontaneity. One of
educators’ real difficulties lies in respecting
curricular requirements without cancelling the
authenticity of the child’s experience. If there is
exclusive insistence on spontaneity, there is a risk
of dispersion and fragmentation. If strict planning
dominates the activity, the child’s initiative is
reduced. Experience also loses its personal
meaning. The analysis of sources supports a
middle solution: flexible planning. This means
preparing the environment, anticipating formative
intentions, and having an open didactic scenario
capable of integrating children’s reactions and
questions without losing the educational purpose
(Ministerul Educatiei Nationale, 2019; Shih, 2024).

The results can also be discussed in relation to
the problem of excessive standardization. Pressure
for rapid results and for immediate “evidence” may

lead to more directive practices, poorer in play, and
less oriented toward reflection. Yet recent research
on playful programmes, construction, design, and
guided play shows that early development bene-
fits from contexts in which the child can try, fail,
revisit, and reconstruct (Gibb et al.,, 2021; Schmitt
et al, 2018; Sonneveld et al,, 2024). In this light,
defending authentic experience is not a roman-
tic discourse, but a scientifically and curricularly
grounded position.

A particularly important aspect is the professi-
onalization of the educator. The roles described in
the article cannot be sustained exclusively through
goodwill or intuition; they require competences in
observation, design, organization of the environ-
ment, verbal mediation, reflection on one’s own
practice, and collaboration with the family. Re-
search on the initial and continuing preparation
of teachers shows that playful practices and pe-
dagogical reflection can support the development
of these professional competences (Darwich et al,,
2025; Omoeva et al,, 2024). It follows that the de-
velopment of experiential learning in kindergarten
depends equally on the extent to which teacher
education moves beyond a transmissive model
and offers authentic learning experiences to future
professionals themselves.

The analysis also has an ethical and social sig-
nificance. For many children, kindergarten is the
place where they first encounter systematic con-
texts of exploration, cooperation, dialogue, and
participation in shared cultural activities. When
the teacher organizes experiences that are acces-
sible, relevant, and sensitive to children’s diversity,
he or she contributes not only to learning, but also
to participation, belonging, and self-confidence.
Global early childhood education documents in-
sist precisely on the fact that high-quality ECCE
services are fundamental to equity and inclusi-
on (UNESCO & UNICEF, 2024). Consequently, the
teacher’s role also has a dimension of educational
justice, not only a methodological one.

The paper nonetheless has limitations. As a
theoretical study, it does not provide its own em-
pirical data from kindergartens and does not allow
quantitative comparisons among distinct institu-
tional contexts. In addition, the literature on ex-
periential learning sometimes uses the concept
in a very broad sense, which requires caution in
transferring conclusions. Future research could
deepen, through field studies, the ways in which
teachers in the Republic of Moldova and Romania
design experiences, document children’s reflecti-
on, and capitalize on partnership with the family
under different institutional conditions.
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A useful perspective for interpreting these re-
sults is the relationship between experience and
curriculum. Traditionally, curriculum has often
been understood as a sequence of contents to be
covered. In the experiential paradigm, curriculum
functions rather as an architecture of formati-
ve opportunities. It provides domains, goals, and
landmarks, but the concrete experience through
which the child reaches these goals is constructed
in relation to the child’s interests, cultural context,
and group dynamics. Therefore, the competent
teacher does not abandon the curriculum, but
translates it into life contexts and into accessible
and meaningful learning situations. Here one
can see one of the essential differences between
the formal application of the curriculum and
its pedagogical capitalization: in the first case
activities are merely checked off, in the second
case experiences are organized.

Within this logic, the teacher’s role can also be
described as that of a “curator” of experience. The
teacher selects from the surrounding reality those
situations, objects, questions, and relationships that
have formative potential for the child. For example, a
walk in the kindergarten yard can become a simple
outinginthe freshair, oritcanbecomean opportunity
for systematic observation, classification,
comparison, and conversation, depending on the
questions posed, the way children’s observations are
valued, and how the experience is later continued
in the classroom. Thus, the difference between
activity and educational experience is produced by
pedagogical intentionality, and this depends directly
on the teacher’s competence.

Another line of analysis concerns the
relationship between experience and autonomy.
Child-centered approaches may sometimes
be interpreted superficially as the withdrawal
of the adult and leaving the child “to discover
alone.” In reality, autonomy does not develop in
a vacuum, but in well-supported contexts. The
child needs freedom of initiative, but also safety,
landmarks, language, and models of participation.
In this sense, the teacher creates the framework in
which autonomy can emerge without the activity
becoming chaotic. He or she regulates the pace,
formulates clear limits, supports trying again, and
normalizes error as part of learning. Precisely
through this combination of support and freedom,
experience becomes a space for the formation of
real autonomy, not merely spontaneous expression.

The results of the analysis also allow the
outlining of a typology of didactic interventions
in experiential learning. Some interventions are
anticipatory in nature: preparing the space, choosing
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materials, formulating aims and questions. Others
are interactive in nature: questions asked during the
activity, reformulations, support offered to children
who hesitate, additional challenges for those who
move ahead more quickly. There are alsoretrospective
interventions: revisiting the experience through
discussion, documentation, comparing products, or
connecting the experience to future situations. Such
a typology shows that the teacher’s role is exercised
not at a single moment, but throughout the entire
trajectory of the learning experience.

Moreover, the analysis of the literature shows
that experiential learning is relevant not only for
cognitive development, but also for the development
of language, self-regulation, social relationships, and
self-image. When the child participates in activities
in which he or she can test, explain, negotiate,
cooperate, and revisit his or her own actions, the
child exercises not only thinking, but also emotional
control, listening, expression, and responsibility for
the shared task. In this sense, experiential learning
alignswiththeholisticview of developmentpromoted
by contemporary early childhood education,
according to which developmental domains cannot
be artificially separated in daily practice.

Another  important finding concerns
pedagogical documentation. Even though not all
sources explicitly use this phrase, many studies
and institutional documents converge on the
idea that traces of the child’s experience must be
made visible. Drawings, photographs, products,
children’s statements, narrative observations, and
comparisons between stages allow not only the
assessment of progress, but also the revisiting of
experience and the construction of a collective
meaning of learning. Pedagogical documentation
can function as a tool of reflection for the child, as a
source of analysis for the teacher, and as a bridge of
communication with the family. For this reason, it
deserves to be understood as an integral part of the
teacher’s role within the experiential paradigm.

Finally, the analysis also allows a discussion
of the pedagogical sustainability of experiences.
In kindergarten practice, there is a risk that
spectacular activities will be valued excessively,
to the detriment of simple but recurrent and well-
mediated experiences. Yet the literature consulted
suggests that it is not the logistical complexity
of an activity that guarantees its quality, but the
coherence among aim, context, participation, and
reflection. An apparently modest experience -
observing shadows, preparing the table, sorting
objects, cultivating a plant - may have strong
formative value if it is linked to questions,
comparisons, documentation, and revisiting. Thus,
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the teacher’s professionalism is visible not only in
the capacity to organize elaborate activities, but
also in the ability to extract formative potential
from everyday situations.

In relation to day-to-day practice, these
conclusions also have implications for the
management of educational time. Meaningful
experience requires time for preparation, time
for exploration, time for discussion, and time
for revisiting. If the programme is excessively
fragmented or if the teacher feels pressure to move
quickly through many tasks, experiences risk remai-
ning superficial. Therefore, the temporal organizati-
on of activities is part of the didactic role: the teacher
decides when it is worthwhile to prolong an expe-
rience, when to revisit it the next day, when to lea-
ve materials available for autonomous exploration,
and when to close a sequence in order to preserve
children’s interest. Pedagogical temporality thus be-
comes a strategic resource of experiential learning.

Conclusions. Experiential learning is one of
the paradigms best suited to preschool education.
[t capitalizes on the natural ways in which the child
comes to know the world: action, play, exploration,
interaction, and reflection. The analysis conduc-
ted showed that the teacher’s role is structured
around five major functions: designing the
experience, organizing the environment, facilitating
exploration and reflection, formative assessment
with individualization, and articulating partnership
with the family and the community. Through
these functions, the educator transforms ordinary
situations into formative contexts and makes
possible the transition from immediate experience
to understanding, expression, and transfer.

The scientific contribution of the study consists
in systematizing the teacher’s role in experiential
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PONb NMEQATOTA B OPTAHI3ALYIT CUTYALI IOCBIAHOIO HABYAHHA B IOLKINIbHIA OCBITI

Y cTaTTi NpoaHanizoBaHO Po/b Nejarora B opraHisauii cMTyauin A40CBiAHOIO HaBYaHHSA B AOLWKI/bHIl
OCBITi B KOHTEKCTi TEOPETUYHMX 3acaj, HaBYaHHA Ha OCHOBI AOCBiAY, Cy4aCHUX HAaBYANbHUX OPIEHTUPIB i
HOBITHIX AOCNiAKeHb AKOCTi paHHbOT OCBITU. MeToto fOCNiIAXKEHHS € 3’AcyBaHHA NpodeciiHNX YHKLIM, 3a
[O0MOMOro0 AIKMX Nefaror NepeTBOPHE AUTAYMI AOCBIA HAa OCMUCAEHE, pedieKCUBHE 11 TaKe, Lo MOXKe
6yTV nepeHeceHe B HOBI cuTyaLji, HaB4YaHHA. JOCNiAXKEHHA BUKOHAHO B MeXKax TEOPETUYHOro AU3ailHy
OrNAL0BOrO AOCNIAMEHHA 3 METOK KapTyBaHHA HAyKOBOrO MOAA, CMPAMOBAHOrO Ha cucTeMaTtu3aliio
Ta iHTepnpeTauilo peneBaHTHUX TEOPETUYHMUX, KYPUKYIAPHUX | eMNipUYHMX HanpautoBaHb LWOAO
[AOCBIAHOIO HAaBYaHHA B AOLIKINbHINA OCBITI. [OCNIOKEHHA I'PYHTYETbCA HAa KOHLLEMNTya/bHOMY aHanisi,
NOPIBHAHHI AyKepen i HapaTUBHOMY CUMHTE3i cnewianizoBaHoi niTepatypu. byno posrnAHYTO KAacuyHi
npaui 3 npobnemaTKu JOCBIAHOrO HaBYaHHA, KYPUKYNAPHI LOKYMeHTU PymyHii Ta Pecny6nikn Mongosa,
MiXKHapPOZAHI 3BiTK, @ TAKOX Cy4acHi JOCAIAKEHHSA, MPUCBAYEHI KepoBaHili rpi, pedekcii, popmysanbHomy
OL|iHIOBAHHI0, BUKOHaBYMM GYHKLLAM i NapTHEPCTBY 3 POAMHO. Pe3ynbTaTii BUCBITNIOOTH N’ ATb OCHOBHMX
BUMIpPIB PO/ Negarora: MPOEKTYBAHHA AOCBiAy, OpraHi3aLilo OCBITHbLOrO cepefoBuLa, NOcepesHULTBO
B AOCNiAXKeHHi Ta pednekcii, GopmyBanbHe OLHIOBAHHA 3 YpaxyBaHHAM iHAMBIAyanisaujii, a Takox
BMOYA0BYBaHHSA 3B’A3KIB i3 pOAMHOK Ta rpomMazoto. 3pob1eHO BUCHOBOK, WO edeKTUBHICTb A0CBigHOrO
HaBYaHHA 3YMOBJ/IEHO He JIMLWIe Y4yacTio AUTUHU B MPAKTUYHIN AiANBHOCTI, @ W AKiCTIO negaroriyHoro
BTPYYaHHA, HACTYMHICTIO AOCBIAIB i 34aTHICTIO Neaarora NiATPUMYBaTW Aianor, iHiLiaTUBY Ta NepeHeceHHA
3p06yTOro gocsigy. Y CTaTTi 3aNponOHOBAHO KOPWUCHI OPIEHTUMPU AN MOAEPHI3aLil MPAaKTUK Yy 3aKknagi
OOLWKINBbHOT OCBITM Ta 3MiLLHEHHSA NpodecioHaniaMmy neaaroris.

Knruoei cnoea: 0ocgioHe HaB8YAHHSA; OOWKiNbHA 0c8ima,; O0WKinbHUl 8iK; nedazoe; KeposaHa 2pa;
peneKcis; popmyeasibHe OUYiHHBAHHS.

Jekaapayia npo sukopucmaHHsa iHCmpymMeHmie wmy4yHoz2o inmesaexkmy. BionogioHo do pekomeHndayiti
GAIDeT, aemop 3aseasi€, wjo ChatGPT, po3pobaenuii OpenAl, 6ye sukopucmauii 0151 nepekaady. BHecok
Wmy4yHoz20 iHmesekmymas donomixncHUtl ma pedakyitiHuti xapakmep. [HcmpymeHm He 2eHepy8as d0CAIOHUYbKY
ideto, He camocmiliHo 8id6upae ma He IHMepnpemysas HaykKosi dicepeaa, He 2eHepysas emnipu4Hi daHi ma
He npuliMas HayKosux piweHb. KoHyenmyaibHa ocHosa, 8i06ip ma iHmepnpemayis dycepes, apeymeHmayisi,
BUCHOBKU Ma 0CMamo4Ha 8ionogidanbHicms 3a 3MICM NOBHICMIO HA/EHCAMb A8MOpY.

3asea npo docmynHicmb daHuXx. /locaidiceHHs MAE meopemuvHull xapakmep i He neped6ay4a.io y4acmi
aKdell, ekchepumeHmaaibHux npoyedyp, iHmepeg’to, onumysaHs ab6o 06pobKu nepcoHarbHux daHux. Tomy
ogiyiiline emuyHe cxea/seHHs He 6Y/10 NOMPIGHUM.

Ilodsaku. Aemop dsikye nani Mapuni Mopapi, dokmopy ¢inocohii, doyeHmy, 3a Haykoge kepieHUYME0 mda 3a
3ayeasiceHHs, 3pobsaeHi wodo ocmamoy4Hoi eepcii mekcmy.

DiHaHcy8aHHA. []ocAI0HCeHHS HE OMPUMYBA10 308HIWHBO20 PIHAHCYBAHHSI.
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