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A DeM Story… 

I once read a book. On the first page, the following was written:

“The cave you fear to enter holds the treasure you seek.”

I did not know this word could be so meaningful until I experienced the day that changed my life.

Everything started a year ago in an underground cave. It was July. We were in Cappadocia. I was lea-
ding a youth project where young people from different countries and cities came together.

On that day we went early in the morning, we were going to discover the historical sites of the city. 
Our team was accompanied by a teacher named Gizem who lived in Cappadocia. Gizem was a friend of 
mine from high school, she was incredibly curious about history. Once she saw the slightest structure 
while walking down the road, she would immediately explain with excitement. She was an unequaled 
guide to tour and learn about a city. I knew we were in reliable and confident hands. We enjoyed liste-
ning to her stories. After a while, our folks were tired of walking, exhausted from the heat. Gizem took 
the control of the situation immediately: she quickly began to walk ahead saying “We’ll be going to a 
very special place a little later, be ready”.  We started to wonder. In a moment, we found ourselves in 
front of a brown sign. There was a cave-like visual hanging in front.

One of the young people in our group shouted: “So what? Did we come to the cave?”

“This is not a cave, in fact, a city,” Gizem said, smiling, “Derinkuyu Underground City. Cappadocia has 
36 different underground cities; this cave you see is the largest one. It was built on the rocks, an 
8-storey city where about 20,000 people could live.”

I could not hide my amazement and said “Wow!”

Meanwhile, we were slowly going in, all my body was getting a chill. When Gizem saw me feeling chilly, 
she winked, saying: “It could be colder inside than you think, put something on”. We were going down 
the stairs and on the other hand, we kept listening to Gizem.

“The original inhabitants of Derinkuyu extend from the Hittite period to the Assyrian colonies. At that 
time, people had to live in these underground cities without going out for a long time to be able to 
protect themselves from the invasions. For this reason, the city is large enough to accommodate a 
large community inside and they caved all the places to meet their needs in here. “

“So people always lived here?”

As she nodded, Gizem started to distribute out of her bag VR glasses that showed the life of that 
period. “Through these, you can see more clearly how they lived.”

As we were going down slowly, I couldn’t help looking at the info plates in the places we passed. There 
was also an animal shelter, a food store in the big pit right next door, a common kitchen, wineries, 
toilet, and even meeting room. Gizem, showing a big section ahead:

“This is the School of Missionaries. The crossroads you see over there, the churches and the monas-
teries. We will see the baptismal pool, the place of confession right there in the church. “
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In these cities which consisted of interconnected rooms, some rooms were connected by such nar-
row tunnels that only one person could pass through. In the entrances and exits of the tunnels, there 
were big stone cylinders used to close the tunnels, and the city was thus protected from enemy 
attacks. As I listened to all of these, I could not help having my mouth almost hit the floor.

I felt like being short of breath, towards downward. When I learned that the city was 8-storey and 
40 meters deep, the question “How much more down do we go?” began to turn around in my head.

Some of our folks asked in amazement: “How did these people breathe here, did not they drown?”

Gizem smiled back, “the answer is here”. She pointed by her hand the downward winding stairs. I 
could never imagine what I would encounter when I came down to this half-dim area. “Here,” she said, 
showing a bright void. “The excellent natural ventilation system of the city; this air could reach to 
every storey and made people breathe.”

With the question “How did they do that?” turning in my mind, Gizem said, like she read my mind:
“We do not know how they did this inconceivable system, it is amazing and admirable. In fact, there 
are even those who claim that the aliens might have done it. “

While shouts of astonishment were rising from our young people, they also began to complain “When 
are we going to go out?” Gizem told us that we could go down another floor, but other floors were 
dangerous and prohibited to walk.

As we slowly ascended back the stairs we had walked, I saw a sign on the right side showing that we 
were on the 5th floor. My mind was filled up with questions about what might have been on the other 
floors. I was enchanted. Pretending to take photographs, I called out to our group:
“You go out; I’ll come after taking just a few shots.”

The next moments were as fast as a film strip. I went a storey down, then another one. I do not know 
what happened or how I found myself on the way to the forbidden zone of the 7th floor. I was afraid 
like crazy, but I could not stop myself.

The clearest thing I remember was that I entered a hole into the cave. It was as black as pitch. I began 
gasping. I could hear my heart skipped a beat. And I never knew that in that hollow, I was afraid to 
enter by then, I would discover something that would change my life.

In the dark place where I was struggling to move with the light of the phone, I hit a hard object and fell 
down. The ground was cold, slippery and wet. My knee hurt like it was torn. The phone slipped away 
to another side, everywhere was dark. I could not find the power to lift myself. I just cried “Heeeelp!” 
I could just hear my own echo. I do not know how long I lay there unconsciously. When I opened my 
eyes with the cries of “Ahmet… Ahmet!”, I met Gizem’s face. She was dashing water on my face with 
a small torch in her hand. “Are you okay? I came after you because you did not show up for a long time. 
What are you doing here? “She cried quietly.

I could not say anything. I lowered my head like a little guilty boy.

“Let’s get out of here now. Will you be able to get up? “
I said, “Yes, but I dropped my phone.”
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We finally found the phone after we searched for it for a while. It was behind a rock. When I bowed to 
reach, my hand hit a lock. We brought the torch closer. A medium-sized brown chest... It was covered 
in dust. Grubbing with my hands, we saw that there were symbols on it, and a small note of parch-
ment paper.

Gizem and I looked at each other. At that moment, time seemed to stop. Here it all began when we 
found that box. On the note, it was written:

“Anyone who finds this chest, something miraculous will happen in his/her life when he/she applies 
the information in it.”

Here, dear reader, this is the miracle we curiously chased up. This book is the story of the information 
in this chest that has transformed our lives. We went on a journey with this chest, the journey of 
learning and change. We witnessed and were fascinated by the story of 15 youth workers and 15 
teachers who experienced this journey before.

Now, dear reader…  What about exploring this journey with us? 

Let’s start!
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A book and four different objects came out of the chest. The ob-
jects that consisted of apple, candle, compass, and mirror were 
small and scattered in the chest. The book was a bit worn-out, 
some pages were weathered. It became permeated with the old 
straw smell. It consisted of three parts. Chapters I and II desc-
ribed “Experiential Learning” and “Pedagogy of the Oppressed.” 
In the final chapter, there was information about how these two 
main concepts were synthesized step by step. It also included 
local practices and reflections of teachers and youth workers.

We started to read the first two parts in detail in order to better 
understand the part about synthesis and practice.
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g FOREWORD
As the Experiential Training Centre Association, we have been operating since our establishment in 
2009 in an effort to conduct non-formal education studies based on experiential learning and to develop 
the use of experiential learning on a local, national and international scale. We established the DeM-In-
ternational Network in 2012, together with our 7 European partners with whom we have developed 
projects and conducted R & D studies in the field of experiential learning; and since then, we have been 
involved in many national and international training activities.

We have seen in this process that; the methods and tools used in experiential learning methodology and 
the majority of which are derived from international sources cannot be localized in the direction of local 
realities and target audience needs, which impedes the effective application of experiential learning and 
the expansion of its field of use.

In this direction, we believed that the methodology Paulo Freire introduced in the Pedagogy of the Opp-
ressed would be the most effective method for localization of the experiential learning methods.

With this belief, we have launched a process where we have synthesized Kolb’s Experiential Learning 
Theory and Freire’s Pedagogy of the Oppressed together, in which we have developed training programs 
with teachers and non-formal educators working with disadvantaged groups around Turkey and we have 
implemented these programs locally.

We have been able to convey Kolb’s methodology and Freire’s philosophy who is often mentioned in 
the intellectual conversations in many different target groups in many different regions from Izmir to 
Gaziantep, from Istanbul to Bingöl. We have come into contact with hundreds of educators and learners 
with these activities.

The book “Experiential Pedagogy of the Oppressed” in your hand was prepared as a result of all these 
works. In our book, you will find both the conceptual background of the two great theories and the re-
sults of the practical application of the theoretical synthesis made.

We would like to express our endless thanks; to our esteemed teacher and youth worker friends who 
have carried out local practices in our project and have provided full support to their efforts in the pre-
paration of this book, to dear scholars Mr. A. Alper Akyüz and Mr. Kayhan Karlı who contributed to our 
book with their valuable articles, to Mr. David A. Kolb who has provided us with all kinds of support, to 
our dear trainer friends who have been walking along this path for years and sharing their knowledge and 
experiences with us, and who made us the people we are now, to The Turkish National Agency which is 
a major contributor to the existence of non-formal education and non-formal educators in Turkey, and 
to The Ministry of the EU, the Civil Society Dialogue Programme, and the Central Finance and Contracts 
Unit.

Mehmet Volkan Müderrisoğlu 
DeM Experiential Training Centre Association

Chairman of the Board of Directors
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g ABOUT THE EXPERIENTIAL LEARNING PROJECT
The project began to be developed by the beneficiaries and the partners, in the framework of the 
analyses on the use and effect of experiential learning. Analyses showed that some formal and 
non-formal educational activities are conducted on the basis of experiential learning and that these 
activities are applied at national and international levels but are difficult to implement locally.

While advanced NGOs and trainers working on an international basis often have this expertise thanks 
to the EU programs, this capacity and expertise have not improved sufficiently in small-scale NGOs 
and schools that are the main actors supporting lifelong learning. Therefore, in local scale instituti-
ons, a need for capacity building for the experiential learning approach has come to the forefront. 
Because more non-formal education at the local level means more individual and social development.

At this point, for the localization of experiential learning, 3 important needs draw the attention: 
1. Development of the capacities of local trainers, 2. Translation of the experiential learning resources 
into Turkish, 3. Localization of these learning methods, in other words, their adaptation to be imple-
mented locally. The project is designed to contribute to fulfilling these three needs.

In our project, which is a partnership of Gaziantep Training and Youth Association, Eskişehir Youth 
Rights Association, Ergon Training NGO and Rouge Youth Club, various activities have been carried out 
in order to increase experiential learning related capacities of the formal education teachers assigned 
in different cities of Turkey and youth workers working in civil areas.

Throughout the project, the trainings were held with 30 youth workers and teachers on a one-to-one 
basis; with the Long Term Trainer Training, David Kolb’s experiential learning theory and Paulo Freire’s 
Pedagogy of the Oppressed concept were studied together.  Then, 15 youth workers went to Greece 
and 15 formal education teachers went to Estonia for study visits. In order for the reflections of the 
theoretical knowledge and good examples that were shared to be seen in the field, 30 participants 
have had the opportunity to practice their knowledge by conducting dialogue meetings and trainings 
in their own cities. These activities have contributed to the development of the capacities of the local 
trainers, which is the first of the three important needs that the project focuses on.

Our local trainers have applied experiential learning methods as combined with the techniques of Fre-
ire in the trainings they have conducted with the students at their schools, with the youth workers, 
volunteers and children in the NGOs they work; and thus, about 420 children and youngsters were 
contacted.

The web page of our project, www.deneyimselogrenme.com contains the translated versions of expe-
riential learning tools. A variety of educational tools are available on the web page and allow trainers 
in the field to share good practices and methods, which contributes to the fulfilment of the need for 
Turkish translations of experiential learning resources.

The practice that serves the aim of localizing experiential learning is the guidebook titled ‘Experiential 
Pedagogy of the Oppressed’ which is one of the outputs of our project. This book was developed with 
the target of contributing to the methodological differentiation of educations in civil and formal areas. 
Wishing it to be a source for your training activities…

Nebahat Seda ÖZTÜRK 
Experiential Learning Development Project

Project Coordinator
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DeM Training of Trainers, July 2016, İstanbul
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Learning is experience.
Everything else is just information

-A. Einstein
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DAVID A. KOLB

David A. Kolb is Professor of Organizational Behavior in the Weathered School of Management. He 
joined the School in 1976. Born in 1939, Kolb received his Bachelor of Arts from Knox College in 1961, 
his MA from Harvard in 1964 and his PhD from Harvard in 1967.  He has also been awarded four ho-
norary degrees recognizing his contribution to experiential learning (from SUNY Empire State College; 
Franklin University; Buckingham University, UK; and Knox College). In 2008 David A. Kolb received the 
Educational Pioneers of the Year award (with Alice Kolb) from the National Society of Experiential 
Education.

From Experience to Knowledge
We all learn from our experiences. In fact, this learning process, which starts in infancy and later in 
childhood, continues in our youth and adulthood as well. We try to push our personal limits, to acquire 
new skills, and to be able to overcome our difficulties. Each and every try gives us an experience. We 
think about this experience, we analyze it, we observe our own experience and the experiences of 
others. These analyses and observations give us new conclusions and ideas. We apply these new 
ideas and naturally get a new experience from this practice too. This cycle which is the natural lear-
ning process of human beings has been integrated into the education and learning processes by the 
leading scientists of the 20th century (Erdogan, 2016).

An Overview of Experiential Learning
Experiential learning theory is based on the works of the leading scientists of the 20th century, such 
as Dewey who uses experience as base of learning, Lewin who emphasizes the importance of indivi-
dual effectiveness in the learning process, and Piaget who does not see intelligence only as an innate 
trait and qualifies it as an end result of the interaction between people and the environment. These 
scientists tried to develop a holistic experiential learning process and model for adult education (Kolb 
1984). David A. KOLB is who framed the theory of experiential learning in its most commonly accepted 
form. Kolb defines learning as a process in which “experience is transformed into knowledge”.

Kolb (1984) has built his theory on six propositions that are shared by these scholars:

1. Learning is best conceived as a process, not in terms of outcomes. Although punctuated by know-
ledge milestones, learning does not end at an outcome, nor is it always evidenced in performance. 
Rather, learning occurs through the course of connected experiences in which knowledge is modified 
and re-formed. To improve learning in higher education, the primary focus should be on engaging 
students in a process that best enhances their learning – a process that includes feedback on the 
effectiveness of their learning efforts. “…education must be conceived as a continuing reconstructi-
on of experience: … the process and goal of education are one and the same thing.”

2. All learning is re-learning. Learning is best facilitated by a process that draws out the students’ 
beliefs and ideas about a topic so that they can be examined, tested and integrated with new, more 
refined ideas. Piaget called this proposition constructivism—individuals construct their knowledge 
of the world based on their experience and learn from experiences that lead them to realize how new 
information conflicts with their prior experience and belief.
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3. Learning requires the resolution of conflicts between dialectically opposed modes of adaptation to 
the world. Conflict, differences, and disagreement are what drive the learning process. These tensi-
ons are resolved in iterations of movement back and forth between opposing modes of reflection and 
action and feeling and thinking.

4. Learning is a holistic process of adaptation to the world. Learning is not just the result of cognition 
but involves the integrated functioning of the total person— thinking, feeling, perceiving and beha-
ving. It encompasses other specialized models of adaptation from the scientific method to problem 
solving, decision making and creativity.

5. Learning results from synergetic transactions between the person and the environment. In Piaget’s 
terms, learning occurs through equilibration of the dialectic processes of assimilating new expe-
riences into existing concepts and accommodating existing concepts to new experience. Following 
Lewin’s famous formula that behaviour is a function of the person and the environment, ELT holds 
that learning is influenced by characteristics of the learner and the learning space.

6. Learning is the process of creating knowledge. In ELT, knowledge is viewed as the transaction 
between two forms of knowledge: social knowledge, which is co-constructed in a socio-historical 
context, and personal knowledge, the subjective experience of the learner. This conceptualization of 
knowledge stands in contrast to that of the “transmission” model of education in which pre-existing, 
fixed ideas are transmitted to the learner.

ELT proposes a constructivist theory of learning whereby social knowledge is created and recreated 
in the personal knowledge of the learner.
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g EXPERIENTIAL LEARNING CYCLE
 
Experiential Learning Theory is a dynamic view of learning based on a learning cycle driven by the 
resolution of the dual dialectics of action/reflection and experience/abstraction. Learning is defined 
as “the process whereby knowledge is created through the transformation of experience. Knowledge 
results from the combination of grasping and transforming experience.” (Kolb, 1984, p. 41). Grasping 
experience refers to the process of taking in information, and transforming experience is how indi-
viduals interpret and act on that information. The Experiential Learning Theory Model portrays two 
dialectically related modes of grasping experience—Concrete Experience and Abstract Conceptuali-
zation—and two dialectically related modes of transforming experience—Reflective Observation and 
Active Experimentation.

Learning arises from the resolution of creative tension among these four learning modes. This pro-
cess is portrayed as an idealized learning cycle where the learner “touches all the bases”—experien-
cing, reflecting, thinking, and acting—in a recursive process that is sensitive to the learning situation 
and what is being learned. Immediate or concrete experiences are the basis for observations and 
reflections. These reflections are assimilated and distilled into abstract concepts from which new 
implications for action can be drawn. These implications can be actively tested and serve as guides 
in creating new experiences.
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g LEARNING STYLES
Learning style describes the unique ways individuals spiral through the learning cycle based on their 
preference for the four different learning modes. Because of one’s genetic makeup, particular life 
experiences, and the demands of the present environment, a preferred way of choosing among these 
four learning modes is developed.

The Nine Learning Styles of the KLSI 4.0 (Kolb & Kolb 2013)

Data from empirical and clinical studies over the years has shown that original four learning style 
types—Accommodating, Assimilating, Converging and Diverging— can be refined further into a nine 
style typology that better defines the unique patterns of individual learning styles and reduces the 
confusions introduced by borderline cases in the old 4 style typology. With feedback from users, Kolb 
first began noticing a fifth “balancing” style describing users who scored at the centre of the Learning 
Style grid.

The new KLSI (Kolb Learning Style Inventory) 4.0 introduces these nine style types by moving from a 
4 pixel to 9-pixel resolution of learning style types as described below. The learning style types can 
be systematically arranged on a two-dimensional learning space defined by Abstract Conceptualiza-
tion-Concrete Experience and Active Experimentation-Reflective Observation. This space, including a 
description of the distinguishing kite shape of each style, is depicted in the figure below:
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THE INITIATING STYLE

The Initiating style is characterized by the ability to initiate action in order to deal 
with experiences and situations. It involves active experimentation and concrete 
experience.

The Initiating style people: They thrive in dynamic learning spaces where they 
can work with others to get assignments done, to set goals and to try out different approaches to 
completing a project. They prefer teachers who take the role of coach or mentor in helping them learn 
from their life experiences.

Learning Strengths
• Committing yourself to objectives
• Seeking new opportunities
• Influencing and leading others
Learning Challenges
• Controlling the impulse to act
• Listening to others views
• Impatience

THE EXPERIENCING STYLE

The Experiencing style is characterized by the ability to find meaning from deep 
involvement in experience. It draws on concrete experience while balancing active 
experimentation and reflective observation.

The Experiencing style people: They prefer learning spaces rich in interactions and ongoing commu-
nications with their friends and co-workers. While they may enjoy working in groups, they also need 
time to work alone to get things done. It is important that they receive constructive feedback on their 
progress at work and in their personal life. It is important for them to have a personal relationship 
with their teacher.

Learning Strengths
• Building deep personal relationships
• Strong intuition focused by reflection and action
• Open to new experiences
Learning Challenges
• Understanding theory
• Systematic planning
• Evaluation

 

Initiating
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THE IMAGINING STYLE

The Imagining style is characterized by the ability to imagine possibilities by ob-
serving and reflecting on experiences. It combines the learning steps of concrete 
experience and reflective observation.

The Imagining style people: They like working in groups where there is open and free flowing conver-
sation where they can gather information, listen with an open mind, and receiving personalized feed-
back. They may enjoy situations that call for generating a wide range of ideas, such as brainstorming 
sessions. They like teachers who take a facilitating role and are sensitive and creative.

Learning Strengths
• Awareness of people’s feelings and values
• Listening with an open mind
• Imagining the implications of ambiguous situations
Learning Challenges
• Decision making
• Taking leadership
• Timely action

THE REFLECTING STYLE
The Reflecting style is characterized by the ability to connect experience and 
ideas through sustained reflection. It draws on reflective observation while ba-
lancing concrete experience and abstract conceptualization.

The Reflecting style people: They thrive in learning spaces rich in dialogue and 
discussions, but they are also comfortable learning from lectures, independent projects, and from 
readings. Because of their preference for deep reflection, they may also need time to reflect and make 
sense of their experience on their own. They value teachers who provide opportunities for individual 
and group reflection and who are open to exploring ideas.

Learning Strengths
• Understanding others’ point of view
• Seeing “What’s going on” in situations
• Converting intuitions into explicit explanations
• Gathering information
Learning Challenges
• Initiating action
• Rumination
• Speaking up in groups

Imagining

Reflecting
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THE ANALYSING STYLE

The Analysing style is characterized by the ability to integrate and systematize 
ideas through reflection. It combines reflective observation and abstract con-
ceptualization.

The Analysing style people: They thrive in learning spaces where they can use and 
develop their analytical and conceptual skills. They may prefer lectures, readings, exploring analytical 
models, and having time to think things through. They would rather work alone than in groups. They 
prefer teachers who model their thinking and analysis process in their lectures and interactions with 
them.

Learning Strengths
• Organizing information
• Being logical and rational
• Building conceptual models
Learning Challenges
• Risk taking
• Socializing with others
• Dealing with lack of structure

THE THINKING STYLE

The Thinking style is characterized by the capacity for disciplined involvement 
in abstract and logical reasoning. It draws on abstract conceptualization while 
balancing active experimentation and reflective observation.

The Thinking style people: They may learn best in well-structured learning spaces 
with clear directions and learning agendas. They also thrive in environments in 
which they can design or conduct experiments or manipulate data. They may prefer to work alone and 
need time to think things through. A teacher’s expertise in their field is of primary importance to them.

Learning Strengths
• Logical analysis
• Rational decision making
• Analysing quantitative data
Learning Challenges
• Working with people
• Keeping an open mind about your ideas
• “Lost in thought”
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THE DECIDING STYLE

The Deciding style is characterized by the ability to use theories and models to 
decide on problem solutions and courses of action. it combines abstract concep-
tualization and active experimentation.

The Deciding style people: They may learn best in learning spaces where they can 
experiment with new ideas, simulations, laboratory assignments, and practical applications. They 
prefer teachers who set clear standards and goals and evaluate with problems and questions that 
have right or wrong answers.

Learning Strengths
• Problem solving
• Evaluating ideas and solutions
• Setting goals
• Making decisions
Learning Challenges
• Thinking “out of the box”
• Sensitivity to people’s feelings
• Dealing with ambiguity

THE ACTING STYLE

The Acting style is characterized by a strong motivation for goal directed action 
that integrates people and tasks. It draws on active experimentation while ba-
lancing concrete experience and abstract conceptualization.

The Acting style people: They learn best by on the job learning through discussi-
ons with colleagues and working in teams. They prefer teachers with practical real world experience 
that they can emulate.

Learning Strengths
• Combining technical knowledge and personal relationships
• Focused on getting things done
• Leading work teams
Learning Challenges
• Taking time to reflect
• Solving the right problem
• Gathering and analysing information

 

Karar Veren

Yapan

Deciding

Acting
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THE BALANCING STYLE

The Balancing style is characterized by the ability to adapt; weighing the pros and 
cons of acting versus reflecting and experiencing versus thinking. It balances 
concrete experience, abstract conceptualization, active experimentation and 
reflective observation.

The Balancing style people: They tend to be more satisfied in learning environments where they can 
use all four learning modes: learning from lectures, discussions groups, brainstorming sessions, labs 
and on-the-job learning. Because they are able to adapt to the different learning environments, they 
can learn from teachers with different teaching approaches.

Learning Strengths
• Flexibility in moving around the learning cycle
• Ability to work with diverse groups of people
• Creative insights
Learning Challenges
• Indecisiveness
• “Jack of all trades, master of none.”
• Sustained commitment

DengeleyenBalancing



24

g LEARNING SPACE
If learning is to occur, it requires a space for it to take place. While, for most, the concept of learning 
space first conjures up the image of the physical classroom environment, it is much broader and 
multi-dimensional. Dimensions of learning space include physical, cultural, institutional, social and 
psychological aspects. (Kolb & Kolb 2013)

 
In ELT these dimensions all come together in the experience of the learner. Since a learning space is in 
the end what the learner experiences it to be, it is the psychological and social dimensions of learning 
spaces that have the most influence on learning.

The ELT learning space concept emphasizes that learning is not one universal process but a map of 
learning territories, a frame of reference within which many different ways of learning can flourish and 
interrelate. It is a holistic framework that orients the many different ways of learning to one another. 
The process of experiential learning can be viewed as a process of locomotion through the learning 
regions that is influenced by a person’s position in the learning space. One’s position in the learning 
space defines their experience and thus defines their “reality.” Teachers objectively create learning 
spaces by the information and activities they offer in their course; but this space is interpreted in the 
students’ subjective experience through the lens of their learning style.

 

PHYSICAL

INSTITUTIONAL

SOCIAL

PSYCHOLOGICAL

CULTURAL
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EXPERIENTIAL
LEARNING

PRACTICE
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n EXPERIENTIAL LEARNING PROGRAMS 
Experiential learning programs are programs in which the experiential learning cycle is followed both 
in the methods used and in the whole. For this reason, when designing the training program, it is 
also necessary to pay attention not only to the concordance of each workshop or workshop method 
with the experiential learning but also to the harmonization of the general program flow with the 
experiential learning.

The following suggestions can help you to ensure that your program is moving along the experiential 
learning cycle:

CONNECTING THE SESSIONS & THE WORKSHOPS  

1. Sessions Progressing in the Same Theme
After a session in which you have applied a learning game corresponding to the concrete experience 
phase, you can organize sessions that follow the same theme (even if you have done debriefing at 
that session). In these new sessions, you can deepen the reflection and debriefing sections about 
the theme by applying different methods or you can organize sessions where conceptual information 
about the theme is shared. In subsequent sessions, you can come back again to the concrete expe-
rience they had and the initial discussions, and relate different concepts and conclusions in different 
sessions with each other.

Sample Application

In a training program on conflict management, after you have comp-
leted the application session where the participants will experience 
the conflict process, you can work more deeply on theories such as 
“conflict resolution, conflict transformation, conflict behavior types” 
in subsequent sessions. Then, you can go back to the first experiment 
they had and make them connect with these concepts.

Sample Debriefing 
Questions

Which of the behavior types in this theory do you think you exhibited in 
the conflict game you played yesterday?
When you think of yesterday’s game, do you think you solved the conf-
lict between you in the way this theory tells?
If you relate this theory to yesterday’s game, what would you do diffe-
rently in the game?
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2. Related Sessions
In the debriefing section of the workshop that you have organized on another theme related to the 
workshops in your program, you can remind and link the experiences, feelings, conclusions and con-
cepts from previous workshops. 

Sample Application
After a session on communication and body language, you can ask 
them to relate these conclusions and concepts to the experience in 
the conflict management session.

Sample Debriefing 
Questions

• Do you see a relationship between what you have lived in this 
game and what you lived in the conflict game yesterday?

• How did the body language and tone of voice of the person in 
front of you, affect you while you were trying to communicate in 
the conflict game?

3. Opportunity to Apply What has been Learned

For your program to include the “active experimentation” section of the experiential learning cycle; 
if you are doing a single workshop or if your time is limited you can help your participants plan their 
future. If you have time, again you can apply a learning game involving experience on the same theme 
or on a similar theme, and you can see all together how their previous experiences reflected their 
behaviours in the new experience. As Kolb said; “When a concrete experience is enriched by reflection, 
given meaning by thinking and transformed by action, the new experience created becomes richer, 
broader and deeper” (Kolb & Kolb 2013).

Sample Application
In a session after a while, you can make them play a new game in 
which they need to cope with the conflict process.

Sample Debriefing 
Questions

• What did you do differently when you compare to the game on the 
first day?

• When taking this decision to act differently, what did you refer to 
from our previous workshop debriefings? (emotion, observation, 
inference, concept)

• Do you feel you are progressing on the cycle of experiential 
learning?

It is recommended that the trainer keeps detailed notes in the debriefing section of each session in 
order to better manage the process of connecting sessions within the program.
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Connecting the Program & the Learning Styles

It is very important that the components of the training program (sessions, workshops, methodology) 
are designed to respond to each learning style. Review the “Learning Styles” heading for descriptions 
of the styles.

There are 9 learning styles in the framework of the experiential learning theory. These learning styles 
are positioned according to the four correlative dialectical relationships of the experiential learning 
cycle.

It is very difficult for each method to respond equally to all learning styles. Therefore, it is useful to 
provide diversity when setting the session planned in the program and the methodology to use. In 
order to be able to respond to every learning style, you can place the following methodologies into the 
program as balanced as possible:  
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n CREATING A LEARNING ENVIRONMENT
Establishing an appropriate learning environment is very important for the efficiency of the training 
programs based on experiential learning. Participants are not only in the individual learning process, 
but the intensive learning process is the group learning process. In order for the group to be able to 
learn together, it is first required to turn the group in which different individuals come together into 
a “learning group”.

In learning group building, it is very important to raise the group dynamics. Kolb refers to this issue 
as follows; “For a learner to engage fully in the learning cycle, a space must be provided to engage 
in the four modes of the cycle—feeling, reflection, thinking, and action. It needs to be a hospitable, 
welcoming space that is characterized by respect for all. It needs to be safe and supportive, but also 
challenging” (Kolb & Kolb 2013). Learning is a pleasant but a challenging process as well. Partici-
pants who enter into the process of behavior, approach and skill development/transformation must 
come out of their “comfort zones” and go “into the learning area” where they must “challenge” with 
difficulties, and they will do self-evaluation and self-criticizing. It is not easy for everyone to come out 
of his/her comfort zone and furthermore, does it among a group of people.

In a methodological flow based on the experiential learning cycle, the participant must first experien-
ce and then reflect on their experience. During the experience that corresponds to the concrete ex-
perience stage of the cycle (learning game, practice etc.), it is necessary that the participant do not 
resist against experience and he/she really experiences. For this, it is essential that he/she trusts 
the group members whom he/she lives the experience together with. The more active the group is 
in the debriefing phase, the more they feed each other and the higher the level of group learning is. 
Trust and open communication are very important again for the participants to share especially their 
emotions and observations in the group.

Suggestions for Building Learning Group:
• Begin with name and get to know each other games. Icebreakers and trust games will draw 

participants closer.  Play fun games. Those who have fun together learn together.
• Present the learning objectives of the program clearly.
• Get the participants’ expectations from the program and contributions they can make to the 

program.
• Have them prepare the group learning contract. (Rules to be followed throughout the program)
• Play teamwork games with them. Those who overcome the challenges together become groups 

faster.
• Make room for your participants in the program according to their personal talents, knowledge, 

and experiences.
• Create free times. Create times for participants to spend time and share together, outside of 

the sessions as well.
• Take care not to keep lunch breaks and coffee breaks too short.         
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n ESSENTIALS OF DEBRIEFING
John Dewey, one of the most influential thinkers in educational theory in the twentieth century, argu-
ed that education is the combination of experience and reflection. This theory has been embodied in 
the concepts of experiential games and simulations through techniques known as reviewing or deb-
riefing that encourage learners to mentally process the experience. As Thaigi, an expert in training, 
says, “People don’t learn from experience; they learn from reflecting on their experience” (as cited in 
Nicholson, 2012). Debriefing is a must for experiential learning based educational methodology. An 
experience (learning game) remains only an activity unless it is reflected on, analyzed, and conceptu-
alized. A well-planned and properly managed debriefing session is an integral part of the experiential 
learning cycle so that experience can be transformed into learning.
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Requirements and Regulations for Debriefing

Let’s take a look at some basic conditions and arrangements for an efficient debriefing before proce-
eding to the steps of debriefing and their relation to the learning styles.

Fatigue and Concentration Level
It is suggested to pass to the debriefing phase after a short break with a group that 
became tired after long and exhausting games (simulation etc.). If there is a content 
that needs to be taken almost immediately while the emotions are still warm, the 
steps of debriefing can be divided into different sessions. After receiving the feelings 
and observations, the group can pass to the conceptualization section following the 
break taken. In addition to this, any kind of factors that would affect the concentra-
tion must be taken into account ranging from the light level in the room to the noise 
level in the surroundings. It is advisable not to do workshops and debriefings with a 
high level of difficulty and fatigue, one after another and especially after a tiring day.

Getting Out of Character (Washing)
After the games especially such as role plays, drama, and 
simulation, some participants may have difficulty at getting 
out of their role immediately. A debriefing session that par-
ticipants go through before they get out of their roles mi-
ght have negative consequences. Because the participants 
might approach the debate during debriefing as influenced 
by the role they are still in and their warm experiences. The 
movers we call “after-game washing” can help you with this. 
In particular, symbolic actions such as everybody shouting 
their own names, removing any casting role cards on them, 
or take off their costumes if they have, help for getting out 
of the role.

Seating Arrangement
In the debriefing, the seating arrangement is very 
important. Especially the part where feelings and 
experiences are shared must be done in a circle. 
It is important that it is a full circle to the ex-
tent that room width allows and there is no gap 
between them. A complete circle is like a pool 
where group energy does not dissipate. Another 
symbolic meaning of the circle is equality. The 
trainer is in an equal and close relationship with 
the learner. Although he/she manages the deb-
riefing, he/she is on a common journey with the 
participants in the process of debriefing, explora-
tion, and learning. If there is more than one trai-
ner, each trainer sitting at different points in the 
circle will support this symbolic approach. In the 
stage of conceptualization after the reflection 
part, when the trainer needs to use a whiteboard 
or presentation screen, it goes from the circle to 
the U order.

      2

         3

  1
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Putting Debriefs on Paper
It is very important that the expressi-
ons shared by the participants during 
the debriefing are noted by the trainer. 
Because what is to be associated with 
real life and concepts at the conceptu-
alization stage is the analyses of the 
participants on the experience. In the 
section of conceptualization, these sha-
rings can be written on the whiteboard 
or on papers in a way to be seen by the 
participants and then can be grouped 
and visually associated with each other 
and with the subject.

Planning and Duration of Debriefing
The trainer should attach importance to the planning of 
the debriefing session as well as to the planning of the 
game to be played. If there is more than one trainer, it 
is recommended that a trainer other than the one, who 
applies the game or has a role in the game, moderates 
the debriefing. When debriefing is planned, time planning 
is also very important. Debriefings performed under the 
constraint of time, in a mad rush always fail to serve the 
purpose. Therefore, a realistic time planning should be 
made. When the debriefing is scheduled, it is more ac-
curate to set realistic times for each of the debriefing 
steps, rather than set an overall duration of the session. 
It is worth noting that when setting the time for the deb-
riefing steps separately is the type and intensity of the 
game and conceptual content and the number of parti-
cipants.

For example, once the participants have played a game in which they experience deep emotions, the 
section of sharing the feelings can not be hastily dealt; all participants who need it have the right to 
have the time in which they can express their accumulated feelings in minimum and relax. Or, after 
a long game full of happenings, the participants need to tell each other what they have lived before 
they move on to the conceptualization stage. On the other hand, if there is a theme with a broad con-
ceptual framework, the duration should be considered realistically. In such cases, it would be more 
useful to switch to the conceptual framework section by taking a break after the section where the 
feelings and observations are shared.

The debriefing questions must also be included in the debriefing plan. A good debriefing session is not 
about giving the participants the inferences they need to reach but asking them the right questions 
through which they will reach those inferences themselves. When planning your debriefing questions, 
debriefing models that you will see on the following pages will help you.

 

        4

 5
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Debriefing Models

There are a number of models of debriefing that have been presented and refined over the years.

A heavily-cited model by Kolb leads learners through several stages from experiencing to learning. The 
first stage focuses on what the learners felt and experienced during the event. The second stage int-
roduces other points of view by engaging an individual’s experiences with the experiences of others. 
The third stage has the learners relate the concepts in the activity to previously learned concepts in 
the class and consider how the activity can be expanded. The fourth stage focuses on enabling users 
to make a connection of the activity to the real world.

Greenaway further refined this model to make it easier to facilitators to remember and apply. His 
four-stage active reviewing sequence starts with Experience, where learners reflect and discuss the 
activities that occurred. The next stage is Express, where the learners consider the emotions that 
they felt during the process. Examine comes next in this model, where learners are encouraged to 
mentally detach from the experience to consider, more holistically, what happened and how well ever-
ything went. Finally, the Explore phase has learners thinking about the future and how the activity can 
connect back into the real world.

Thiagi, one of the modern leaders in corporate training, brings together ideas of these models and 
extends them his popular debriefing model. There are six stages to his debriefing process after a 
simulation or experiential learning activity. First, the learners explore how they feel after the activity. 
Second, the learners explore what they recall as happening as part of the activity. Third, the learners 
explore what they learned during the activity. Fourth, the learners tie that learning to their own expe-
riences from the real world or other things they have learned before. Fifth, the learners consider what 
happened and how what they learned might apply in a different context. Sixth, the learners plan out 
their next steps (Nicholson, 2012).

The above-mentioned forerunner debriefing models have 3 common features:
• Every step of the experiential learning cycle is touched when debriefing.
• Reaching to knowledge from emotions and observations.
• Transfer of knowledge that was produced from experience to real life.

We made a synthesis of the above models to make sure that the debriefing touches at not only every 
stage of the experiential learning cycle but each step of the learning styles in detail. We have renamed 
this synthesis with reference to the steps we followed in youth work and the terms we used and 
developed the “DeM Debriefing Model”. 

DeM Debriefing Model

DeM Debriefing Model consists of two parts.   

Experiential Input -> Remembering + Reflecting = Conceptualization
Conceptual Input -> Associating + Transforming = Planning

These steps can be performed in the same session one after the other, or can also be done using 
different methods in different sessions according to length.
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Steps of DeM Debriefing Model     

->   Experiential Input (Learning Game or Real Experience)
     
1. Remembering – Remembering the Experience
 What did you feel? What happened? What did you observe?

2. Reflecting – Reflecting the Experience
 Why did you feel like that? Why were the process and result like that?

3. Conceptualization – From Experience to New Concepts
 What does this experience tell us?

->    Conceptual Input (Knowledge, theory, and models related to the subject)

4. Associating – Associating the Concepts 
 What practical link do you see between the theory and your experience?

5. Transforming – Transforming the Reality   
 What is its relationship with your real life? What can you do differently?

6. Planning - From Concepts to New Experiences
 What can you do in the future to be better?
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EXPERIENTIAL INPUT

As Kolb (1984) says, learning does not always occur from the experience itself. We also need to learn 
how to learn from experience.

The aim of the debriefing is to reach new learning outcomes on the basis of an experience. Experien-
tial learning games designed in this framework can be transformed into profound learning through 
good debriefing.

Even though we use the experiential learning games in the cycle as “experiential input”, we should 
also consider that real experiences may also take place in this section. We must not forget that the 
goal of the game is to make the participant experience. In this sense, if there is a real experience that 
can be debriefed, the experiential learning cycle can be run again with these debriefing steps. For 
example, if participants have recently had an experience as a group, that experience can be debriefed 
together in the circle.

In order to debrief in the experiential learning process, playing games are not absolutely necessary.

CONCEPTUAL INPUT

This section has a highly important place in the experiential learning cycle. While varying with the 
profile and age of your target group, and session time, the experience must be associated with the 
existing concepts in all cases.

Reflecting only the emotions and sharing limited inferences may leave the closing of the experiential 
learning cycle incomplete.

These conceptual inputs may be comprehensive theories, models, as well as conceptual information 
that the participants have and that may vary according to the target group and subject. For example, 
sharing information about theories of democracy in the debriefing of a democracy-themed experience 
with adults will deepen the conceptualization. In addition, in a hygiene-themed game activity applied 
with children, they might be asked questions for other information they know about health and dise-
ases and again may be related to hygiene.

Conceptual information does not have to be shared after the game and the subsequent reflection. 
The recollection of a topic that the participants have already read, studied in class, or searched can 
also be evaluated in this section. For example, a book read before coming to the training program 
can be reminded in the debriefing phase of the game, and the conceptual information from it can be 
associated with the game and real life.

We can not say that every trainer who practices experiential learning must have the expertise to 
convey conceptual information at the same time, however, in an experiential learning-based program, 
there must be a section in which conceptual information is searched/shared.
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n  Steps of DeM Debriefing Model   

1.Remembering – Remembering the Experience  
It is usually useful to start the debriefing with the emotions. During the ex-
perience process, the participants have experienced very different moods and 
reflected their feelings to their decisions and behaviors without even realizing 
it. Participants need to relax expressing their accumulating feelings. . Damasio, 
LeDoux, Zull and others (as cited in Kolb & Kolb 2013) offer convincing resear-
ch evidence that reason and emotion are inextricably related in their influence 
on learning and memory. Therefore, it is very important to express what is felt 
in order to make an analysis about the emotions later and to be able to make 
connections between the emotions and causes. It is useful to remember what 
happened before analyzing what happened during the game. At this point, the 
participants are asked what happened step by step, from the beginning to the 
end of the game. Despite the fact that the experience is common, different 
comments are made about what happened, which helps the participants to 
look at what happened from different windows. During the experience, the par-
ticipants make both inside and outside observations. For this reason, while 
asking what happened, the participants are asked both what they did and their 
observations of what others did. At this stage, what happened during the expe-
rience are almost divided into pieces and made ready to be analyzed. The basic 
question in this step is “What?”

Debriefing Questions:

• What do you feel now? 
• Was it all clear to you after listening to the instructions of the game?
• What did you expect to happen before the game started?
• What did you feel during the game?
• What happened? What did you do?
• What were others doing? What did you observe?
• What did you feel?
• What did you think?

Suggestions:

• Participants may tend to talk directly about the experience they lived and 
even to share the inferences they have. In such situations, you can say 
that you are going to proceed in steps and you want to hear the emotions 
first.

• It may not be easy for every participant to directly share what they feel in 
the circle. Hence, first, you can get the feelings from everybody saying “can 
I hear what you are feeling now, in a word?”

• You should plan the duration of this section, taking into account that the 
participants may need to express their feelings after emotionally intense 
experiences.

• You must pay great attention to that the feelings shared during emotion 
sharing are not judged or disrespected by others.

• The game has its own stages. It would be useful to ask what happened in 
chronological order according to these stages.  

Learning
Styles 
Covered by 
This Step

Methods to 
Deepen this Phase

Drama 
Painting
Music
Reflection Groups 
Playback Theatre
Small Group 
Exercises
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2. Reflecting – Reflecting the Experience

This is the stage in which the abstract conceptualization section in the ex-
periential learning cycle is prepared. At this stage, the experience is analyzed 
with appropriate questions. Therefore, the more precise the feelings and ob-
servations are taken in the first stage; the easier it is to question them. What 
is important at this point is that the participant is now completely alienated 
from the experiment and questions from the outside objectively. Participants 
are expected to express their own views on the causes and effects of what 
happened. The basic question in this step is “Why?”

Debriefing Questions:

• Why did you feel like that?
• Why do you think you had these experiences?
• Why did you act like that?
• Why did others behave like that?
• What are the reasons for this result?

Suggestions:

• Participants may be inclined to go directly into the conceptualization 
phase, so you can ask them to be a bit more patient.

• Any discussion or conflict that occurred in the game can be reopened in 
this section. You must certainly interrupt at this point, remind that the 
experience is a tool and pull the participants back to a meta-cognitive 
point. In order to prevent such situations, cleaning the character after 
the game is very important for this reason.  

 

Learning
Styles 

Covered by 
This Step

Methods to 
Deepen this Phase

Problem Tree
Analysis 

Discussion Games 
Brainstorming 

Mapping
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3. Conceptualization – From Experience to New Concepts

In this phase, participants are asked to think about what they have learned 
from their experience and the analysis made on the experience, and what conc-
lusions they have reached. This point is where new knowledge, new awareness, 
and new concepts have been reached by means of blending experience, ob-
servation and concepts. It is very important that the participants share their 
conclusions with the group because each individual might have different conc-
lusions, and as they are shared, the group has many more conclusions.

Debriefing Questions:

• What does this experience and what we talked about, tell us?
• What conclusions do you get from all these experiences and our 
• discussions?
• What do these conversations mean to you in real life?
• What would you do differently if you played this game once more?

Suggestions:

• The word “learning” may not mean the same for everybody. Some partici-
pants can see learning only as getting information.

• For this reason, you can refer to the Triangle of Competences either earlier 
or later at this point in the program. (Knowledge, Skill, Attitude)

• You can ask the participants’ conclusions (depending on the theme of your 
training) in categories such as human behaviors, social relations, econo-
mics, politics, and philosophy.

 

Learning
Styles 
Covered by 
This Step

Methods to 
Deepen this Phase 

Individual
Reflecting 
Exercises
Self-evaluation 
ReflectingGroups 
Drama
Painting
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4. Associating – Associating the Concepts

In this section, the theories and concepts and models related to the session 
and the program topic are shared. For example, after a game of teamwork, 
the “Tuckman’s Team Development Model” can be shared at this stage of 
the debriefing. Or, if a game about conflict management has been played, 
“Thomas-Kilmann Conflict Resolution Model” can be shared at this stage. This 
section is the stage at which conceptualization reaches the highest level. 
At this point, the participants should associate their experiences with the 
game and their expressions in the reflection phase with the concepts you 
are sharing.

Debriefing Questions:

• How do you see the connection between what this theory/concept/ in-
formation say and the experience you had?

• Which of these conceptual propositions do your behaviors fit? Which do 
your behaviors not fit?

• Which of the sayings of this conceptual information, if you had done, the 
game could have been different?

• Will this concept help you to be more competent in this matter?

Suggestions:

• You can use schematic models when talking about concepts.
• Try to avoid telling an overlong theory in a short session.
• Share at least 2 concepts related to the subject, if possible.
• You must state the owners of the original concepts that you share and 

provide references.  
• Suggest resources and methods for those who want to have more infor-

mation on the subject.

Learning
Styles 

Covered by 
This Step

Methods to 
Deepen this Phase

Presentations 
Readings

Expert Speakers
  Article Reviews

Individual or
Group Studies
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5. Transforming – Transforming the Reality

A growth producing experience in the philosophy of experiential learning refers 
not just to a direct experience related to a subject matter under study but to 
the total experiential life space of the learner. This includes the physical and 
social environment and the quality of relationships (Kolb & Kolb 2013). For 
this reason, the training subject should be related not only to the experience in 
the learning game but also to the participant’s own experiences. Participants 
need to think and plan how they will use their knowledge and skills that they 
obtained in practice.

Debriefing Questions:

• Do you think all of these inferences also cover other issues in real life?
• Do you have similar difficulties in your real life?
• Where can we use these learnings in your life?
• What benefits may arise if you apply or be able to apply what you learned?
• Do you feel the motivation to make a learning plan?

Suggestions:

• Considering the dimensions in Kolb’s “Learning Space Model”, you can 
make it easier for your participants to relate to their own reality. (Physical, 
cultural, institutional, social, psychological fields)

• The experiential learning cycle is like an unremitting spiral. Naturally, parti-
cipants need to connect their previous experiences, what they have lear-
ned today and their new experiences tomorrow.

 

Learning
Styles 
Covered by 
This Step

Methods to 
Deepen this Phase 

Individual Reflecting  
Exercises 
Reflecting Groups 
Small Group 
Exercises
Brainstorming 
Real Life Stories
Case Studies 
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6. Planning - From Concepts to New Experiences

In order for the experiential learning cycle to continue again with a new expe-
rience in a more advanced manner, you should help your participants plan how 
they will develop themselves in what they learned/realized.

You can use the following template to facilitate this planning process.

 Learning Objectives Plan (Kolb & Kolb 2013)

Initiating
What action should I 
take now?
How do I start?
Where are the opportu-
nities?
Can I take a chance on 
this?

Experiencing
Am I experiencing the 
issue in the present?
What is my intuition 
telling me?
What are the others 
feeling about this?
Where is my attention 
now?

Imagining
What are the possibi-
lities?
What is my vision?
How do I feel about this 
situation?
What do others think?
What do I imagine will 
happen?

Acting
How can I implement 
this plan?
How much time do I 
have?
What resources do I 
need?
What are the next 
steps?
Who can help me in 
moving this forward?

Balancing
Is there a blind spot?
Have I considered all 
possibilities, and
weighed all options?
Do I need to change my 
approach?

Reflecting
What is another way of 
looking at this?
What are my assump-
tions?
What information is 
most meaningful?
What else do I need to 
consider?

Deciding
What is my goal?
What is the cost/bene-
fit analysis?
How can I solve this 
problem?
What is my decision?
What is working, or not 
working?
What is the bottom 
line?

Thinking
Am I being objective?
What do the numbers 
tell me?
Am I accurate? And 
thoughtful?
Have I put my feelings 
aside?
Is this a logical appro-
ach?

Analyzing
Can I create a scenario 
about what will
happen?
What strategies do I 
need?
What is my plan?
Is my reasoning con-
ceptually sound?

Learning
Styles 

Covered by 
This Step

Methods to 
Deepen this Phase

Future Planning 
Self-evaluation 

Feedback
Coaching 
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“There is no such thing as a neutral education process.
Education either functions as an instrument which is used to
facilitate the integration of generations into the logic of the

present system and bring about conformity to it, or it becomes 
the ‘practice of freedom’, the means by which men and women 
deal critically with reality and discover how to participate in the 

transformation of their world.”

-Paulo Freire
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PAULO FREIRE

Paulo Freire was one of the most important educators of the 20th century. He was born in 1921 in 
Recife, Brazil. In 1947 he began work with adult illiterates in North-East Brazil and gradually evolved 
a method of work with which the word conscientization has been associated.

Until 1964 he was Professor of History and Philosophy of Education in the University of Recife and in 
the 1960s he was involved with a popular education movement to deal with massive illiteracy. From 
1962 there were widespread experiments with his method and the movement was extended under 
the patronage of the federal government. 

Freire was imprisoned in 1964 for what the new regime considered to be subversive elements in his 
teaching. He next appeared in exile in Chile where his method was used and the UN School of Political 
Sciences held seminars on his work. In 1969-70 he was Visiting Professor at the Centre for the Study 
of Development and Social Change at Harvard University.

He then went to the World Council of Churches in Geneva where, in 1970, he took up a post as special 
consultant in the Office of Education. Over the next nine years in that post he advised on education 
reform and initiated popular education activities with a range of groups.

Paulo Freire was able to return to Brazil in 1979. Freire joined the Workers’ Party in Sao Paulo and he-
aded up its adult literacy project for six years. When the party took control of Sao Paulo municipality 
following elections in 1988, Paulo Freire was appointed as Sao Paulo’s Secretary of Education.

Freire died in heart failure in 1997.
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n THEORETICAL BACKGROUND
Paulo Freire is one of the most important educators of 20th century. His work has influenced peda-
gogy and education all over the world. To start with a brief overview of his theory, it is accurate to 
start with some of the most important points that Freire made.

Some important points of Freire’s work:

• Personal experience is a valuable resource, giving students the opportunity to relate their own 
narratives, social relations, and histories to what is being taught.

• It is important to shift the emphasis from educator to learners and making visible the relations-
hips among knowledge, authority, and power. 

• The best way to engage the learner’s framework of relevance is to allow space for the learners 
themselves to engage critically with the issues and to bring their own insights, culture on the 
learning process.

• Teaching can never be divorced from critical analysis of how society works, and educators must 
challenge learners to think critically about the social, political, and historical realities within 
which they inhabit the world.

• It is through action, dialogue, reflection and intervention by both the educator and the learner 
that true learning can be achieved (Freire, 2000).

Education & Democracy

According to Freire, pedagogy at its best is not about training in techniques and methods, nor does it 
involve coercion or political indoctrination. Indeed, far from a mere method, education is a political and 
moral practice that provides the knowledge, skills, and social relations that enable learners to explore 
the possibilities of what it means to be citizens while expanding and deepening their participation in 
the promise of a substantive democracy (Giroux 2010).

Education & Experience

From Freire’s perspective, the best way to engage the learner’s framework of relevance is to allow 
space for the learners themselves to engage critically with the issues, to bring their own insights, 
culture and different aspects of their multiple subjectivities to bear on the learning process. That 
means personal experience becomes a valuable resource, giving students the opportunity to relate 
their own narratives, social relations, and histories to what is being taught. It is also a resource to 
help learners locate themselves in the concrete conditions of their daily lives while furthering their 
understanding of the limits often imposed by those conditions. Experience is a starting point, an 
object of inquiry that can be affirmed, interrogated, and used to develop broader knowledge and un-
derstanding (Giroux 2010).

Education & Liberation

Byrne (2011) claims that for Freire, the only authentic aim of education is to liberate. As such, he 
claimed that educators have no right to prescribe, limit or impose particular belief options for others. 
He equated such prescription with manipulation and domination.

Gottesman (2010) finds that for Freire, praxis, which he often refers to as a “critical intervention”, 
must take place between the oppressed and those in solidarity with the oppressed. This is because 
those of the oppressor class who are in solidarity with the oppressed are uniquely in position to help 
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the oppressed recognize the objective reality of dehumanization. Thus, although only the oppressed 
can most fully understand their oppression and, therefore, must be the historical force of their own 
liberation, dehumanization is so internalized among the oppressed through oppression that it is diffi-
cult for the oppressed to recognize that dehumanization is not an historical and unchangeable fact.

The pedagogy of the oppressed is thus a dialogue between the oppressed and those in solidarity with 
the oppressed meant to help “the oppressed unveil the world of oppression and through the praxis 
commit themselves to its transformation.” For Freire, being critical means recognizing oppression, 
acting against it, doing so in solidarity with others who seek revolutionary change, and doing so 
continuously. 

Education & Critical Pedagogy 

Paulo Freire is considered as key figure in for providing signposts for a critical approach to education. 
Critical pedagogy is a teaching method that aims to help in challenging and actively struggling against 
any form of social oppression and the related customs and beliefs.  It is a form of theory and practice, 
which serves to let learners gain a critical awareness. Critical pedagogy wants to question society in 
its understanding of the role that education has. From this point of view, social critique is necessary 
if one does not want an upbringing and education that contributes to the reproduction of inequality.

Education & Civil Society

Paulo Freire saw education as the heart of civil society. Inextricable from social justice, he claimed 
education as a tool for social construction and human evolution, since it both formed and transfor-
med social character, values and ideologies (Coleman 2007). He claimed that a society’s potential for 
ethical development lay in the degree of awareness of education’s potential to recreate rather than 
merely replicate society. He noted that educators either maintain or challenge the dominant ideology 
and that this stance should be conscious. He called for an approach to education that recognised its 
political, constructive nature. In an effort to empower the marginalised, Freire challenged the indust-
rialized view of education as a preparation-for-work factory and aimed to move beyond the ‘banking 
model’ of education which delivered socially acceptable information from teacher to student.
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n CONCEPT & METHODOLOGY
BANKING MODEL OF EDUCATION    

In this form of education, the teacher deposit in the minds of the learners who are considered to be 
empty or ignorant, bits of information or knowledge, much like we deposit money in an [empty] bank 
account. This is why Freire called this model of education ‘banking education’. Freire criticized this 
model of education because he believed it made students into passive objects to be acted upon by 
the teacher. He argued that the goal of ‘banking education’ is to demobilize the people within the exis-
ting establishment of power by conditioning them to accept the cultural, social, political status quo of 
the dominant culture. In the banking education model knowledge/education is seen as a gift given to 
the student by the teacher who considers the learner as marginal, ignorant and resource-less. Freire 
saw this as false generosity from the dominant group (oppressors) and a way of dominating and 
controlling the people (the oppressed) to improve or maintain their own interests. Freire argued that 
conventional learning was the tool of the elite because it treated students as objects upon which 
knowledge is “deposited.” (Rugut & Osman, 2013).

PROBLEM POSING EDUCATION

To challenge the banking education model, Freire proposed a problem-posing model of education. In 
this model, the teacher and learner discuss and analyse their experiences, feelings and knowledge 
of the world together. Instead of the belief that learners’ and teacher’s situation in the world is fixed, 
as the banking model suggests, the problem-posing model explores problems or realities people find 
themselves in as something which can be transformed.

It is not the job of the teacher to provide answers to the problems, but to help the learners achieve a 
form of critical thinking about the situation, Freire called this conscientization. This makes it possible 
to understand that the world or society is not fixed and is potentially open to transformation. It beco-
mes possible to imagine a new and different reality. In order to undertake this process successfully, 
the people (oppressed) must challenge their own perception of the dominant group (oppressor).

Freire argued that the oppressed think of themselves as ‘less than’ or something lacking. He sugges-
ted that they have been conditioned to view the practices and behaviours of the dominant groups as 
complete, whole and correct. To become whole complete and correct means to simulate the practi-
ces of the dominant culture. To counter this perception means engaging the learner in a process of 
dis-identification with dominant culture/oppressor and to help the learner to imagine a new being and 
a new life according to their own rationality. Learning can best be achieved through critical thinking 
and analysis of one’s experiences and feelings (Rugut & Osman, 2013).

DIALOGUE

Freire advocated for dialogue, constant communication unlocks doors for prosperity and victory in 
any situation. When teachers and learners dialogue, there are always breakthroughs. Dialogic action 
challenges mediating social realities by posing them as problems that can be analysed critically by 
those who have direct experience of them. Freire argues that dialogue is not just about deepening 
understanding but is part of making a difference in the world. Dialogue becomes a form of collective 
praxis directly concerned with unveiling inequitable conditions obscured by the ruling classes. The 
process is important and can be seen as enhancing community and building social capital that leads 
to justice and human flourishing.
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To enter into dialogue presupposes equality amongst participants. Each must trust the others; there 
must be mutual respect and love (care and commitment). Each one must question what he or she 
knows and realizes that through dialogue existing thoughts will change and new knowledge will be 
created. Freire’s emphasis on dialogue has struck a very strong chord with those concerned with po-
pular and informal education. Informal education is dialogical or conversational and involves respect 
and people working with one another (co-operative activity).

Dialogue is an encounter, mediated by the world itself, between men and women to name the world 
(make sense of the world). Dialogue is the means by which we achieve significance as human beings. 
Those in the dialogue must each want to name the world. Everyone must be able to speak the word 
to name the world. “The domination implicit in dialogue is that of the world by the dialoguers; it is 
conquest of the world for the liberation of humankind” (Rugut & Osman, 2013).

CONSCIENTIZATION

Freire has described this as the process of developing a critical awareness of one’s social reality 
through reflection and action. Action is fundamental because it is the process of changing the reality. 
Paulo Freire says that we all acquire social myths which have a dominant tendency, and so learning 
is a critical process which depends upon uncovering real problems and actual needs. The idea that 
“experiences are lived and not transplanted” is a central tenet of Freire’s philosophy. Conscientization 
is the key process by which students develop a critical awareness of the world based on the concrete 
experience of their everyday lives. The development of critical awareness through conscientizati-
on alters power relations between students and teachers, the colonized and the colonizer, thereby 
transforming objects of knowledge into historical subjects (Rugut & Osman, 2013).

PRAXIS – ACTION/REFLECTION

Paulo Freire, whose perspective is derived from both Marxist and Existentialist thought, maintained 
that for the oppressed to become authentic selves they must fight not only for freedom from hunger, 
but for freedom to create and construct, wonder, and venture. True knowledge, Freire contended, 
emerges only through restless, impatient, continuing, hopeful, critical inquiry with other people about 
their relations to the world.

A core component of Freirean theory is that learning begins with action is then shaped by reflection, 
which gives rise to further action. Learning is thus a continuous process, directed at enhancing the 
learners capacity to act in the world and change it. For Freire, whether it is called literacy or learning, 
this is the principal political task of any society committed to people-power. Freire put forward the 
notion that authoritarian forms of education such as banking education prevented learners from 
‘knowing’ the world and seeing it as something which can be changed. He believed that authoritarian 
forms of education inhibited the liberation and freedom of the oppressed. Freire argued that change 
could come through a process of dialogue and reflection leading on to change through action or inter-
vention and or political change. Freire called this process praxis (Rugut & Osman, 2013). 
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EASTERN EXPERIENCE 

According to Paulo Freire those who authentically commit themselves to the people must re-exa-
mine themselves constantly. To him this conversion is so radical and does not allow for ambivalent 
behaviour… Conversion to the people requires a profound rebirth. Those who undergo it must take 
on a new form of existence; they can no longer remain as they were. A number of informal educators 
have connected with Paulo Freire’s use of metaphors drawn from Christian sources. An example of 
this is the way in which the divide between teachers and learners can be transcended. The educa-
tor for liberation has to die as the unilateral educator of educatees in order to be born again as the 
educator-educatee of the educatees-educators. An educator is a person who has to live in the deep 
significance of Easter (Rugut & Osman, 2013).

GENERATIVE THEMES & CODIFICATION 

Freire’s literacy pedagogy, or “method” as it has come to be called, was based in learners’ linguistic 
and social realities. He recommended that literacy teachers conduct ethnographic research in the le-
arners’ community, document their linguistic universe, draw “generative themes” and key words from 
that local culture, and engage in a dialogical process with students to elaborate a social analysis, 
while simultaneously studying words at the syllable level, phonetically. In this way, students learn to 
“read the word and the world” (Bartlett 2005).

Participants explore generative themes which are of interest to them. A generative theme is a cul-
tural or political topic of great concern or importance to participants, from which discussion can be 
generated. These generative themes are then represented in the form of ‘codifications’ (either repre-
sented by a word or short phrase or a visual representation - a picture or photograph). Participants 
are able to step back from these visual representations of their ideas or history and decode or explore 
them critically by regarding them objectively rather than simply experiencing them (Rugut & Osman 
2013).

FREIRE’S LITERACRY METHOD

The Paulo Freire Method of literacy training is most clearly presented in Education for Critical Cons-
ciousness (Elias, 1975).

The first stage is the study of the context. An investigating team examines the lives of people in a 
given area. Their common vocabulary and the problems confronting them are recorded and lengthy 
interviews are held to discover their longings, frustrations, and hopes. Efforts are made to involve 
them as much as possible, even at this first stage, for Freire insists that the words used in literacy 
training should come, not from the educator, but from the people.

The second stage of the method is the selection of the generative words. Words are “generative” 
for Freire if they have the capacity of leading learners to new ones. Three criteria are used in choosing 
these words:

1. They should contain the basic sounds of the Portuguese and Spanish languages;
2. When organized, they should enable the learner to move from simple letters and sounds to more 
complex ones;
3. They should be useful for confronting the social, cultural, and political reality in which the people 
live.
Freire’s coordinators developed different lists of words for each area in which they worked.
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The third stage of the method is the actual literacy training. In Brazil, literacy training was preceded 
by at least three motivation sessions in which the students analysed the concept of culture in order 
to see themselves as genuine creators of it, In Chile, these sessions were incorporated into the ac-
tual training sessions. The training sessions themselves consisted of discussions around the gene-
rative words and the pictures which illustrated them. Bach word was broken down into its syllables, 
e.g. favela (slum) was broken down into fa-ve-la. The family of syllables was shown: Fa, Fe, Fi, Fo, Fu. 
This was done with all the syllables, the learners were then 100 to create other words using these sy-
llables and their families. When the second generative word was shown, the learners began to make 
combinations of its syllables and also combinations with all the syllables of the two words presented.

At the same time that the students were de-codifying the word favela, they were also de-codifying 
the reality of the slum in which they were involved. For Freire, literacy training is no mere mechanical 
process for teaching a person to read and write. It is rather a process that should lead a person to 
critical consciousness. It should lead him to a greater awareness of the oppressive forces in his life 
and to the realization of his own power to denounce these forces in the name of freedom.

A fourth stage has been added to the method which Freire himself has called “post literacy” or 
political literacy.” This is concerned with the raising of critical consciousness among those who are 
already literate. Rather than generative words, generative themes now form the basis of education. 
Pedagogy of the Oppressed shows how this form of education may be the preparatory stage of revo-
lutionary action. Such themes as “oppression,” “domination,” “imperialism,” “welfarism” would serve 
as the basis for discussion and action.
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Is the Non-Experiential 
Pedagogy of the Oppressed possible?

A. Alper AKYÜZ

The French philosopher Jacques Rancière tells the story of Joseph Jacotot in his book Cahil Hoca – 
Zihinsel Özgürleşme Üstüne Beş Ders (Trans. 2014) [Eng. The Ignorant Schoolmaster: Five Lessons 
in Intellectual Emancipation (original title Le maître ignorant: Cinq leçons sur l’émancipation intelle-
ctuelle)]. In the first half of the 1800’s, in Belgium, Jacotot, who had to teach French Literature to 
Flemish students who could not speak French, without knowing a word of Dutch, finds himself at 
least as ignorant as his students, as the opportunity to “teach by explaining” was taken away. The 
way out, in this case, is to guide students to learn French on their own, using a double language print 
of a literary work as a tool. This experience, based on the equalization of the teacher and the learner, 
is liberating not only for his students but also for himself; and in the educational dimension of the 
philosophy he develops, Jacotot argues that the main doctrine of the education which is based on 
the teacher’s explanation to the ignorant is “you can not learn unless it is explained to you” and it 
“stupefies” the learner. However, there is an important prerequisite in the background of this whole 
experience: learners’ determination and eagerness to learn.    

In fact, Jacotot’s experience had been roughly verbalized by Socrates centuries ago, as far as it was 
quoted by Plato: “Nobody can teach anybody anything.” One of the main arguments underlying this 
view was that he already knew “He knows one thing; that he knows nothing”; and the latter was that 
learning could not happen without the eagerness or at least consent of the learner. The content of the 
knowledge, which is the object of learning, is by no means objective and the knowledge also contains 
within itself the “good” aims and values of the learner and user of it; the source of evil is ignorance, 
lack of knowledge, no bad is willingly bad (Laws, Book 9, 860d). Aristotle differs from Plato on the 
content of knowledge and thinks that evil is not caused by ignorance, but by the fact that the right 
information is only potentially found in the person and can not be activated (Oranlı 2014). Activated 
knowledge is based only on experimentation. (Baracchi 2008: 232-233). In other words, the knowled-
ge that is not linked to the experience can not be used by its owner in his/her favour.

The content of the knowledge that Socrates / Plato or Aristotle used, and the content of the knowle-
dge that positivism imposes upon us after the enlightenment, are different.

Knowledge of post-positivism does not automatically contain a value in itself; it is objective and 
independent of the intentions of the persons or parties who use it. So to speak, the content of the 
knowledge is technicalized, quantified, instrumentalized and depoliticized. Learning and training ins-
titutions in accordance with these characteristics, also aim to ensure that the knowledge needed 
by those who will use it mostly as labor force for economic purposes is learnt by them and they will 
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also test that they have obtained as much as needed by means of examinations based on objective 
criteria, and issue a certificate. The relationship between the teacher and the learner is now a flow 
relationship from the full side to the empty side, it is hierarchical, becomes an investment that is 
expected to be  

countered. The expectation of objectivity also brings with it the standardization of the education 
content. The expected result is to create an employable human resource that can meet the needs of 
the system. Even though the learner has the knowledge and skills to stand in the system, he/she is 
not expected to be in an attitude to transform it.

As mentioned in previous chapters, Paulo Freire’s Pedagogy of the Oppressed, as a theoretical and 
methodological framework: named this institutional image of education, the ‘Banking Education’; and 
the transformative framework he developed on its criticism, the ‘problem-posing education’. It shows 
an interesting parallelism that the starting point of the experience that Freire passed through is 
through language and literacy like Jacotot. Freire, unlike Jacotot, does not make an assumption that 
the educator must be equal to the learner or possess an authority; but he uses the authority of the 
educator not to create pressure and domination (and thus reproduce the pressure and domination re-
lations within the class), but to make the oppressed get stronger and become subjects in education. 
However, this is an achievable goal, not with a knowing person explaining to them, but through their 
definition of their own oppression situations arising from power relations within society, in their own 
language as an object of thought. The role of the educator is to help the learners to establish a mea-
ningful dialogue that they seek for a chance of exit and transformation. The authority of the educator 
is not gone, but it has changed shape. In this process the educator as an ‘outside’ factor, should 
use a language close to the language that learners use in their daily lives; and should ensure that 
the oppression situation (and the theories related to it, when appropriate) is put through a critical 
analysis starting from their experiences and comments and that this problematic situation is brought 
forward as a situation that can be transformed. Therefore, the trainer must first listen first and then 
present various views, theories and information as objects of thought that can be criticized, not as 
absolute facts and truths. Thus, the main purpose of the education becomes talking to them about 
their actions, not explaining. According to Freire, especially if the educator is brought in from ‘outsi-
de’, the prerequisite for education is a good analysis of the learners and determination of their real 
needs. At the same time, this analysis must also be conducted in the form of a dialogue, recognizing 
the existence of a learning desire as a precondition and including the preliminary steps of creating it.

The framework Freire uses and the methodology he proposes is highly parallel to the Experiential 
Learning theory which developed from the criticism of the strictly hierarchical education style of early 
modernism based on unilateral transfer, and the use of interactive and active learning methodology 
in the design of learning environments for adults. In experiential learning as well, it is also aimed to 
personalize the learned knowledge against the alienation created by positivist and objective (‘cold’) 
information, and to ensure “real” and lasting learning by activating that knowledge with the learner’s 
experiences. Nevertheless, as a framework, the experiential learning, and its theoreticians do not 
touch on the political context of the learned knowledge and established a dialogue and the probable 
different meanings of strengthening. For this reason, in contrast to the roots of the ancient Greek 
philosophy mentioned at the beginning of the article, and especially Aristotle’s reference, they prefer 
to work on decontextualized templates, inventories as well as the learning styles that separate the 
learners into categories. The design of the learning environment and process and the role of the 
educator can be used to refer to the Freirean political transformative meaning of strengthening, as 
well as for in-system adaptation. Experiential learning framework and templates, which becomes a 
strong education technique when applied well, accordingly, can also serve to create the human re-
source that will maximize the profitability of the company, with in-company trainings. The experiential 
learning framework that emerges from the criticism of the learners’ alienation of the knowledge, this 
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time presents the danger of technicalizing, instrumentalizing, quantifying and depoliticizing the met-
hodology. As we take the road in the expectation of strengthening, we may be adopting the practice 
of “fooling” the learners in the sense that Rancière mentions through the story of Jacotot.

The Marxist and Frankfurt School thinkers, who constitute Freire’s intellectual background, problema-
tize this situation, which precisely leads to the cultural reproduction of the system and power relati-
ons. Therefore, while the experiential learning theory and framework have the potential to provide an 
important technical tool for Freirean applications, the Freirean perspective can also be a good recipe 
against this potential of decontextualization, technicalization, quantification, and depoliticization. 
Such a synthesis has also an important potential for a transformative analysis and action framework 
that does not exclude any subject in the training process, of the economic,  political, ecological, and 
social crisis series we are globally in.   

If we now turn to the question in the beginning of the article: a Non-Experiential Pedagogy of the Op-
pressed would only be an oxymoron. So, how can we characterize an experiential learning framework 
that does not incorporate the concerns of the Freirean point of view?
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Thoughts on 
Learning and  Development

Kayhan KARLI

It is, of course, a dream to expect our educational world to be different from the ephemeral culture of 
our country. On the other hand, we should have a right to hope for a little bit difference! The fast con-
sumption culture that has been settled in our country especially in the last thirty years, unfortunately, 
has penetrated to the depths of our society. Therefore, the culture of consumerism has dominated 
our education system as well. We consume and dispose of all the new concepts and approaches that 
we find, without thoroughly examining and trying them. We started redesigning and implementing tra-
ining programs in a constructivist approach just a decade ago. But we were already doing it, starting 
from the beginning! Or we threw it away without enough trials, with the debates of “they took it from 
the this-and-that country”. Our educational system, which is at the center of scientific debates, has 
unfortunately become a grinding machine and continues to drift in pursuit of fashion.

I have to say that I have seen a similar situation for many years both in public schools and in private 
schools, during the professional development processes of educators I have been carrying on. In fact, 
in education faculties, almost all theories and theories about education are given to students under 
different courses. However, in teaching profession, the graduate students often learn the profession 
from the experienced Teachers and the students they work with, instead of the actualizing these 
theories and/or transforming them into experiences,

A. Leigh, in his work published in 2007, researched into the relationship between teaching and pro-
fessional experience in groups in which he taught for at least 2 years, in order to analyze teachers’ 
impact on the academic performance of their students. He analyzed the teachers in two groups: 
numeracy and literacy. In conclusion, until the teachers of literacy section gain 5 years of experience 
in the profession, their students learn 2 months less a year, according to the students of experienced 
teachers. In the numeracy section, the situation is more interesting, the process, starting with 3 
months less learning per year, can reach the level of experienced teachers in about ten years. Another 
interesting finding is that: as the professional experience of the literacy section teachers increases, 
their contribution to their students also increases; as for the numeracy department teachers, the 
contribution amount to the students does not increase after the 25th year.

I think the most important finding this research reveals is that teachers are groomed for the profes-
sion not in the universities but in the schools...

Studies show that, usually, the most traditional in-service development practices work only at a mar-
ginal level to influence the change in school practices (Knight, 2007; Lowden, 2006). The transfer of 
learning, from such programs to daily practices, is extremely limited. Even if change within the class 
can be achieved, they might leave the profession over time (Roelogs, Kaemaekers & Veenman, 1991). 
In order for constant change to take place, the educators must be willing to examine the assumpti-
ons underlying the current behavior (Silverman & Casazza, 2000).
 
At this point, defining the relationship between the concepts of knowing, understanding and learning 
that we question together with educators during our trainings, may actually be a start for all trainers. 



62

We can define as follows;
¨Learning means that information that is deeply understood can be used in other contexts.¨

As it is seen in this definition, knowledge must be transferable to other contexts actually, in order to 
be able to say that I have learned. Then, is it possible to transfer the training activities we perform 
with teachers to other contexts, in other words to the classes? In this definition, we can again see 
the traces of Kolb’s learning approach. Therefore, it should be redesigned as a learning-focused pro-
cess, through the four steps set in Kolb’s approach, instead of trainings focused on teaching tran-
sient trend concepts. The training process of the trainer, who does not involve concrete experience 
and active experimentation into the process, unfortunately, does not turn out to be learning...

Studies show that in-service development efforts are likely to succeed when there is a norm of 
collegiality and empiricism (Coburn, 2005). For successful school change, the appropriate time and 
training in effective in-service development is the basis (Johnson, 2007; Neufeld & Roper, 2003). 
Trainers believe that in-service development programs will only be successful if there are an admi-
nistrative support and monitoring (McBride et al., 1994). Without consistent and efficient monitoring 
activities, the ongoing impact of in-service development activities is minimal (Hess, 2008; Neufeld 
& Roper, 2003).

In the majority of these studies, we actually see that the professional development programs con-
taining long-term monitoring and evaluation for teachers’ development, and based on experiential 
learning develop the schools. In order to do this, according to my experience, the establishment of a 
new sense of collegiality in the school should be the first step. Another essential point of professio-
nal development, or in other words, adult learning, is their realization of the need. In order to be able 
to recognize the needs of the school and the learners, a new understanding of collegiality must be 
established, which is based on a multilateral dialogue.

At this point, of course, it is impossible not to mention Paulo Freire. In “The Pedagogy of the Oppres-
sed” he describes the fact that the self-knowledge struggle of the human beings will pull them out 
of the constant anticipation of a liberator in the ideologies they belong. As for teachers, they should 
focus on knowing themselves and the needs of the environment they are in, instead of waiting for a 
system, bureaucrat or politicians to save them. Freire, who divides education into Banking and Prob-
lem-posing, underlines the fact that the banking education sees the student as an object to be fixed. 
Similarly, at the beginning of the 1900s, Dewey says, “school does not prepare for life, but it is life 
itself.” From hundreds of years ago, Yunus Emre calls out to us “knowledge is to grasp the knowledge; 
knowledge is to know oneself...”

The results obtained in studies on the brain in recent years prove that, as we have described above, 
the experience is one of the basic conditions for learning. Besides, they also reveal that focusing and 
deepening are fundamental for building intellectual knowledge.

Consequently, we can say that learners of all ages are unique and their learnings are shaped by their 
experiences. Therefore, I must underline that in today’s education, each of the trend concepts should 
be analyzed primarily in terms of need and usefulness and that a new learning ecosystem should be 
built for that. We must say that this new ecosystem is based on experiences and multilateral dialo-
gue, not tools like technology etc.

As Milton Erickson says, “Every human being is full and whole, no one needs to be fixed...”



63



64



65

EXPERIENTIAL
PEDAGOGY OF
THE OPPRESSED



66



67

 

From the Apple Falling on our Heads
to the Light Falling into our Hearts

Mustafa ERDOĞAN

DeM’s web page, “About Us” section begins as follows;
 
“We all learn from our experiences. We try, we feel, we observe, we produce new ideas and try again. 
In our lifelong learning process, we are in a continuous cycle whether we are aware or not. We call 
this cycle “experiential learning cycle”. We believe that the training programs prepared with this ap-
proach are of an enormous influence. How do we know? From our own experiences… When we first 
attended the training programs prepared with experiential learning methodology, an apple also fell 
on our heads. We have seen in ourselves how powerful the game is to develop self-awareness, that 
critical thinking; empathy skills are the major competencies, and that all of these can only be learned 
by doing-living. We first experienced the change ourselves. We believed that we should popularize 
and develop this human-centered learning method that touched our lives. We started off to share the 
story of the apple that fell on our heads. From that day to this, we have been experiencing, producing 
experiences and sharing experiences.”

With this book in your hand, we share with you a new point that our story has arrived. 

The story of the light falling on us after the apple falling on our heads… 
Meeting with Paulo Freire and musing about him dropped a great light into us. It provided us a deep 
mirror to look at ourselves, as educators who have worked for many years with experiential learning 
methods for individual and social transformation. A disturbing, questioning and critical mirror…

Would our effective use of experiential learning methods make us qualified trainers?

Would our ability to raise group dynamism well, our tone of voice in the session, our charismatic atti-
tude be enough to keep us from being model of educators?

In the field of non-formal education which began with the struggle for liberty; if we left the values of 
liberation out of our education, would it be, as the poet said, “flying a kite, unaware of the sky”?

It was such a deep, such a humanizing light that this time we started off to share the story of the 
light falling on us. We designed this journey with the Freirean approach.

We studied on experiential learning together with the Pedagogy of the Oppressed, in this journey 
we set out on in company with 15 teachers and 15 youth workers. Synthesis of the conceptual fra-
mework and field practice of these two concepts; made out a brand new story in which our educator 
friends and children and young people of their target groups are the main characters.

In this chapter, we will offer suggestions that will serve as a guide for every educator who wants to 
go on a similar journey while sharing this story with you.

Hoping to be a companion for all the educators who look at themselves in a mirror and want to hit the 
road for living the eastern experience...
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n FROM THE BANKING MODEL TO THE DIALOGUER
Freire says that those who commit themselves to the people must question themselves constantly 
and expresses that we must die as an educator to be born again as an educator-learner. The main 
questioning here pertains to how the educator positions the learners and himself/herself in the edu-
cational process. While the banking education model sees the learners as passive objects, he argues 
that a dialoguer educator must establish a subject-subject relationship with the learners.

This means that the educator does not only open space for his/her participants, learners, but sees 
the learning process as an area to be built together. 

Any educator to start the Experiential Pedagogy of the Oppressed journey can begin by asking him-
self/herself whether he/she is a banking model of educator or a dialoguer who establishes a subje-
ct-subject relationship.

When discussing the banking education model that sees the educator as a subject and a learner as 
an object that is just responsible for receiving the given information, only formal education and scho-
ols should not come to mind. Regardless of the training method, a non-formal trainer employs, even 
if the theme is from social development topics, if the trainer views his/her participants as objects 
to be transformed and designs a training program from top to bottom, then this is something he/she 
should question himself/herself about. Making trainings interactive by using experiential learning ga-
mes does not mean that we are not banking model of educators. Moreover, making this distinction is 
much more difficult for non-formal educators. Because a non-formal educator who uses methods and 
approaches contrary to the banking education which is labeled on formal education, may not think 
of the possibility that he/she may also become a banking model of educator by making sentences 
beginning with “already ...” In the words of Freire, “If we objectify the learners in the training activities, 
we unknowingly become the oppressor for them even if our goal is to liberate.”

Reflections from our educators who looked at themselves at Freire’s mirror with this project:

Before this activity, I always thought that the distance between  
the educator and t he l earner should be p reserved for a  good  
education. There had to be discipline for a  good education and 
there had to be distance for discipline. However, I  have seen that  
this is not the case; as the d istance decreases, s incerity and 
comfort i ncrease and l earning is m ore effective i n a learning  
environment where students feel more comfortable. Now I aim to 
shorten the distances with my students rather than to protect 
the distances, and I  could have achieved that to some extent. I  
have learned that l earning must b e shaped as continuous, i n 
every field and for any needs, rather than being compressed into 
a certain period of time, and that the applications must be made  
accordingly.  

English Teacher
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Yes, I have certainly experienced change. I enjoy the classes more 
this y ear. P reviously, t he l essons w ere boring to t he s tudents 
because o f the one-way communication i n which the students 
were passive, but now we enjoy the methods that we have disco-
vered together and everyone is involved. I think I broke the rules in 
this process. I experienced that sometimes the teacher could be 
one of the biggest obstacles in front of the learning. So I want to 
renew myself constantly.

Philoshopy Teacher
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With this project, I tried to internalize each building block in my 
pedagogical approach, by taking a  p reliminary view and thinking 
through i t all, basing o n critical g rounds w hich a re changeable 
according to the participant needs, and shaping with a dialoguer 
approach. During the training preparation phase, I  tried t o pull 
away from the aim of mere “teaching” and set my main goal as 
establishing a dialogue process and being able to share the same 
linguistic universe with t he participant. Targeting t o do training 
without identifying the problem s ituation might be like trying to 
teach a cat to f ly. Trainer training has added ' experience' and 
'dialogue' to my path of being a trainer, helping me find where I am 
in this path.

Youth Worker and Peer Trainer

Following the Training of Trainers, I joined in a world where critical 
education concept and experiential learning were handled toget-
her. I experienced situations of re-learning and attitude developing 
over the subjects that first of all, a trainer’s misson is not to train 
but to be able to enter into the process of learning again and again 
with t he participants, and t hat e ach person can carry out the 
learning process in different ways, and in the learning process at 
what l evel and w hen necessary w ith which roles the training 
process should be m aintained w ith the participant. In the 
dialogue-based applications we performed, I experienced, like an 
observer, t o determine w hat the actual need i s and t o design 
training for that need, by means of reaching the very basis, main 
reasons via the questions of  'why?' addressed to the participants 
with a real – sincere - dialogue for determining the actual need. 

Youth Leader and Trainer in Youth Center 
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I have been teaching in t he f ield o f non-formal education for 3  
years. After discovering Freire's "Problem posing" training method 
and applying it in my local practice, I realized the pre-programming 
process in the non-formal education and the fact that how much 
this p rogramming p rocess actually constrains participants, j ust 
as it is in the formal system. Through the problem posing codes, 
after every training session, Freire identifies the process for the 
needs, training subject/ subjects flexibly in a selective and perme-
able way just like a cell’s membrane. And discovering this need-o-
riented t raining method c reates a  m ore active, more liberal 
environment b oth i n the trainer and t he participant's l earning 
perception and process. I also saw that both the trainer and the 
participant were able to express themselves mutually.

Youth Trainer Working with Refugees
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 n FLEXIBILITY IN EDUCATION
Applying the Pedagogy of the Oppressed and experiential learning methods together brings flexibility 
in these three areas:

• Time
• Method
• Topic and Plan

Flexibility in “Time”
Most educators place great emphasis on time management in training programs. In the formal edu-
cation short course periods, curriculum pressure, performance targets; in the case of non-formal 
education, the efforts to complete the pre-planned sessions may sometimes cause the educators 
to overlook the fact that learning is a process and this process is shaped by the dialogue and rela-
tionship established between the educator and the learner. Being able to look at the education as 
a dialogue and process and to operate this process requires flexibility in time. As the experiential 
learning theory underlines, each individual is different and learns in different ways. Learners need time 
until they move into a learning environment close to their own learning style. Similarly, in the dialogue 
process, a person who has begun his/her journey of critical consciousness needs time to be able to 
overcome his/her patterns. You can have a workshop on Shakespeare in short day training but after 
that training, no one will go out of that door as Hamlet.

Flexibility in “Method” 
A dialoguer educator should be flexible in method selection. The methods specified in the pre-desig-
ned programs may not always meet the needs of the participants. Educators may sometimes want 
to immediately apply an interactive method that they have recently learned and liked very much. It 
should not be forgotten that the methods are merely tools to convey us to the learning objective. 
Learning objectives can not be discovered without revealing the real needs of the learners. Besides, 
since each individual’s learning style is different, it will not be right to set all the methods without 
considering the learning styles. Discovery of real learning needs and learning styles is only possible 
with a dialogue spreading to the process. The trainer should have the flexibility to apply changes in 
his methods every time he makes new discoveries.

Flexibility in “Topic and Plan”
Perhaps the element in which a dialoguer educator should be flexible the most is the content. Alt-
hough the topics are determined by the curriculum in the formal education, teaching a topic without 
having discovered the students’ relationship with that topic, may not go beyond filling the course 
hours. For example, the students who do no have an awareness of why they should learn English; 
are they considered to learn the words and grammar rules that they will memorize only for the exam 
and then forget? We can assume that the curriculum is more flexible in non-formal education, but 
here, the detailed identification of all aspects of the program without discovering the real needs of 
the participants, doesn’t it mean to design a program just with the educator’s vision? Do the topics, 
chosen from up to bottom, make the participants a subject or an object? The trainers who actuate 
the experiential pedagogy of the oppressed are the dialoguers who are flexible about the topic and the 
plan, and progress along the discovery process with the learners step-by-step.
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It certainly caused changes in my approach and methodology as 
an educator. First, I noticved that I made up the preparation part 
easier. Before the beginning o f non-formal education, I  can now 
explain in more detail what the non-formal education is; especially 
I can describe the subject-subject relationship in a more concrete 
way. Before DEM Training of trainers, when there was a change in 
the method of training, I was immediately panicked, now I am able 
to adapt very easily when a change is made in the method. I can 
even make changes to the method myself, quickly, according to 
the profile of the participants.

Youth Trainer Working with Volunteers

Before meeting with experiential learning theory and techniques, 
my education design process covered only the period before the 
encounter with the target audience. The process of encountering 
the target group and subsequent process; consisted of implemen-
ting and f inalizing the training program I  had set before. Making 
changes in the program content I prepared beforehand made me 
think that I was off track. My experiences during this project, my 
deductions from the t rainings I  received, helped me to compre-
hend that the learning process is actually flexible, and that transi-
tions and returns are possible and even indispensable. I have seen 
that designing a training program i s not a  p rocess i n which a 
trainer acts in an autonomous manner, but a process that must 
be shaped with the target audience.

Social Worker and Youth Trainer



76

Almost a ll o f the techniques we learned were d irected towards 
non-formal training. How could I apply in the class? What would be 
the reaction o f the s tudents? I  h ad h esitations. M athematics 
lesson was difficult and boring to my students as it was to most 
high school students. In the meantime, the results of the 1st test 
were not very successful; we did a "mover" in a session when they 
were b ored, they liked i t. Then, w e started every c lass w ith an 
"ice-breaker" or "mover". The results of the second test were not 
bad, but the target was the 3 rd test. W ith this motivation and 
everyone enjoying so much, the results of the 3rd test should have 
been good. I finally did the exam. But the results were worse than 
the 1st and 2nd test. I was so sorry, all my hopes were over. I felt 
myself bad. Until DeM’s meeting of Gaziantep youth workers and 
teachers… When I  told them about this test i ssue, t hose very 
young, brilliant y oung people taught m e such a  l esson; training 
was focused on the process rather than the result, I should not 
have been in a hurry to make a decision, and everything could have 
been different in the 2nd term. "They were right." For this reason,  
“I believe, I trust” in this country and this youth, and “I love them 
very much”.

Math teacher

I can say that, with DeM ToT, there is a significant change in my 
attitude and approach and an in-depth awareness. First of a ll, I 
began to look at all the tools we discuss in preparation critically 
and in terms of its suitability to the dialogue. While thinking how I 
could reflect the dialoguer approach to these tools, I realized the 
importance of the changes during the applications and the ability 
of being flexible against changes in order to be able to understand 
the linguistic universe of the participants. With this perception, I 
can s ay that I began t o pay a ttention t o taking a ll the s teps 
“together” b y internalizing the u nique importance o f "every 
moment" experienced i n teacher-learner, l earner-teacher a nd 
world relationship for the dialogue and training program.
 

Youth Trainer Working with High School Students
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n WHY IS EXTERNAL OBSERVATION NOT ENOUGH?
Even in non-formal education which claims to be learning-centered, educators often identify learning 
objectives and the methodologies and methods associated with them, without knowing their parti-
cipants closely. And learning objectives are determined with reference to the participants’ learning 
needs. Then, how can an educator, who does not know the participants well, know their real needs? 
In the Experiential Pedagogy of the Oppressed, the needs of the target group should be determined on 
the road taken with the learners by discovering step by step, not as an external observer.

Our educators who have used in this project Freire’s concepts of the thematic universe, the lingu-
istic universe, generative themes, codification and decodification say the following about the need 
analysis:

Dialogue-based training is done not for B by A; it is done by A toget-
her with B and through the world. To do this, the researcher must 
comprehend the words, mentality, and world v iew of the group; 
must be determined to re-learn their "realities / needs" again with 
them.When deceived b y only " appearance", "essence" of real 
needs will not be taken into account. This will cause the trainers 
to act with their own facts and to design a training program with 
their own point of view. In fact, what the teachers-learners and 
the learners-teachers need to do together; must be to re-present 
the blurred information and approaches that they put forth toget-
her in the group, again openly as a problem.
Otherwise; it will be an imposing training done by A, for B, and only 
with the world of A. 

Youth Trainer Working with High School Students
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According to Freire, without dialogue there is no communication, 
and without c ommunication t here can be n o true e ducation. 
Therefore, the dialogue meetings held with the students were a 
good method to learn about their thematic universes. Through the 
dialogues made, students realized the awareness of their own life.
With the coding and decoding activities, they actually read their 
own world by determining t heir own problems and needs. A s a 
teacher, I  started trainings myself, acknowledging that I did not 
know everything in front of the students I  was in dialogue with. 
Thus, I was teacher while I was learning; I was learner while I was 
teaching. And I understood that education was actually sharing.

English Teacher

Before we work with a particular group, although we may think we 
can predict the needs of t he g roup, w e can encounter v ery 
different needs in the coding and decoding stages or even in the 
banking education model where these stages are not used. In a 
learning process that does not focus on needs, any activity that 
does not represent the need of the group will not be effective and 
this will affect participants' motivation to learn. At the same time, 
if there a re n o learning-needs a nalysis based o n dialogue, t he 
trainer w ill b e included i n the process w ith horizontal d ictating 
methods and even style, and this will push the participant into a 
memorizing system out of the way of learning.

Child and Youth Trainer 
Working with Detainees and Convicts
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A RESEARCHER TRAINER
In the needs analysis, the educators who turned from the external observers into the dialoguers are 
also researchers at the same time. They conduct research in a mutual dialogue to explore the thema-
tic universe, generative themes and linguistic universe of their target groups.  

You can also apply the dialogue and training process that our teachers and youth trainers progress 
step by step using Freire’s techniques, within the scope of our project.

For this, following the steps below will guide you through.

During this practice, you can analyze the needs of your target group via Paulo Freire’s dialogue metho-
ds in the Pedagogy of the Oppressed, and in the light of these analyses you can design and implement 
an experiential learning-based training program for the same group. For this purpose, you need to 
specify a fixed training group that you can work with for at least one or two months.
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Your implementation will consist of two phases:

1. Dialogue Meetings
2. Training Program Design & Implementation

Dialogue Meetings

Before you design your final training program for the participants (including the training subject), 
you will run an analysis process that will reveal the problems, constraints, and needs of your target 
group. During that time, we will call the meetings where you come together with your participants 
the “Dialogue Meetings”. Within Freire’s concept of dialogue, we expect of you to establish a real 
subject-subject relationship with your groups and to approach to their needs not only as an outside 
observer but as a researcher who does this exploration with them.

We do not have a time and frequency requirement for the aforesaid dialogue meetings. You will ma-
nage your time according to the flow of the dialogue process. However, we would like to make a 
recommendation that you should meet at least once a week for the dialogue meetings to be efficient.

While structuring your Dialogue Meetings, we advise you to review the methods that Paulo Freire, in 
his book Pedagogy of the Oppressed, recommends to his students who will conduct local research. 
That you create a dialogue with your target group, you see the environment they live in, even you sit 
and have tea with them, will be the steps to take you even closer to them.

READY FOR THE 
EASTERN
EXPERIENCE?
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Besides, we expect you to have structured workshops with them. In these workshops we expect you 
to use Freire’s “codification” and “decodification” techniques.

The topics selected in these workshops must always be directed at clarifying the main contradictory 
situations and making them ask questions. After this process, the task of the educator is to re-pre-
sent the revealed themes “to the people from whom she or he first received it” and to “re-present” it 
not as a lecture, but as a problem. The aforesaid presentations are performed through photograph, 
movie which are described as “problem-posing codes” and sometimes with dramatization. Note that, 
besides Freire’s coding techniques, experiential learning games can be used as codification tools as 
well as.

Let’s examine the example of a similar work carried out by Freire:

The code chosen in a thematic research study in Santiago is a photograph showing a drunk man 
walking down the street and three young men chatting at the corner. The participants immediately 
comment on the drunk man: “Here, the only person who is productive and useful to his country is the 
drunk man. After working all day at a low wage, he comes back home and feels sorry for the family 
whose needs he can not meet. The only real worker here is him and one who drinks just like us.”

The researchers observed that alcohol was an important problem in the participant group and they 
conducted a “codification” activity with the photograph mentioned above to talk about that theme. 
But in the “decodification” phase, the fact that the participants identified themselves as the drunk 
man and associated their personal and social/class problems with that moves the subject to a comp-
letely different dimension. Now, let’s just think: How effective would it be for an educator who did 
not solve this code to have a workshop in this group about the harms of alcohol? For this reason, in 
Freire’s methodology, it is insufficient to be an observer to discover the needs and problems of the 
target group. This observation must go a step further. Therefore, various themes should be selected 
from the observations made, these themes should be coded by photography, video, drama, learning 
game, but most importantly this code should be solved with participants by talking over it again (just 
like the debriefings in our trainings). This decodification process will give you new themes to code.

Suggestions for Dialogue Meetings in Fixed Groups
 
• Explain overall frame and duration of the process to your participants’ at the very beginning. They 

need to know how often and until when you will work together.
• Your participants must be volunteers. Never work with a group that has been forced into it.
• Remember that your role during the dialogue meetings is a “Researcher”. Take plenty of notes. 

Your goal is to gather as much data as possible.
• Never let the meetings turn into a “psychological therapy group.” When talking about their prob-

lems, you need to know your limits and where to stop.
• Establish a subject-subject relationship. But in doing so, build the rules that must be followed in 

the group learning process such as respect, personal boundaries etc. sensitively. 
• Use non-formal education techniques. Do not hesitate to apply methods that will make your 

workshops fun, such as icebreakers, movers. If you plan to talk about a topic, you can also play 
a game related to that topic.

• Keep a journal. Remember that this process is an experiential learning process for your target 
group as well as an experiential learning process for you at the same time. 
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Training Program Design & Implementation

You will be able to conduct a training needs analysis for your target group, on the basis of all the data 
you gather during the dialogue meetings.

This analysis will especially include the information you receive from your participants during your 
coding and decoding activities. Their problems, constraints, stereotypes that they have difficulty to 
overcome and competencies that need to be developed will emerge in this analysis.

From this point on, you can prepare an experiential learning-based training program for your target 
group. The duration of this program is entirely up to you. You will also need to plan how long your 
program should be in order to respond to the need you specify.

Your training plan will include the following elements:

• General Purpose of Training
• Thematic Components of Training (Themes)
• Learning Objectives (Knowledge, Skill, Attitude)
• Duration
• Draft program
• Methodology
• Methods Assessment Procedures

Your training program, which will start after a dialogue-based research process, will no longer be a 
standard program. Once you have practised plumbing the depths of needs analysis with coding and 
decoding, you will see that your coding and decoding process will continue in your trainings. Now, 
research and training will become interwoven. The rest will be the dialogue and a critical awareness 
journey in which everybody progress together.
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n DIALOGUE
Dialogue is an element that educators already attach importance to in experiential learning-based 
education programs, but yet Freire’s concept of dialogue leads us to look again at dialogue.

Is dialogue a tool or a goal?

Educators aim to rapidly build the participants’ dialogue with themselves and among each other. The 
reason behind this aim is often the fact that the learning process is more efficient in groups where 
open communication is established and dynamics are raised. 

The dialogue approached from this window actually appears to be a necessary condition for “learning 
efficiency”. However, the dialogue for the Freire: “is the encounter in which the united reflection and 
action of the dialoguers are addressed to the world which is to be transformed and humanized.”

Is dialogue a methodological basis for efficient learning process? Or is the learning process itself?

The ice-breakers played in the trainings in which the educator has a subject-subject relationship 
with the learner, goes beyond being dialogue-enhancing methods for learning efficacy, they become 
dialogue-reinforcing touches for the dialogue itself.

The dialogue, in the experiential pedagogy of the oppressed, is both the direction and the path itself.

 

After the training of t he trainers we participated in, we h eld 
dialogue meetings with my students. I mentioned the project, that 
there was such an educational system. "Now we will both have 
fun and learn, let's remove the gap between us. Teacher-student, 
let's act together." I said. When we did movers and ice breakers in 
the training, I found it funny at first. Then I went and did it with my 
students at school. I saw those unbreakable walls destroyed. In 
the b eginning I  a voided s aying " Good m orning" t o kids. W hen I 
entered the classroom, my first sentence was "Where were we?" 
Now I say "Hello", " How was your day?" I  s pend 1 0 minutes of 
every session for chat. I care about their feelings. I used to teach 
the lessons as if it was marathon in order that the course finishes 
as i mmediate as p ossible. Now I'm s ettled d own, I'm c alm. I t’s 
more i mportant f or s tudents t o love t he c lass t han to l earn. I  
realized that neither I nor the children were enjoying he class by 
this t ime. D ialogue i s involved i n; w alls a re removed; now my 
students share more with me. I am a 21-year teacher, for the first 
time in this period I felt so myself. I wish everyone do so. I will 
continue like this as soon as I can.

Physics Teacher



94

n GAMES AS CODIFICATION TOOLS  
In Freire’s problem-posing educational approach, the realities of the learners are represented to them 
with problem-posing codes to achieve critical awareness. This presentation is usually done through 
photography, video or dramatization. The codification is solved by discussion within the group again. 
The educator will re-code and re-present the new problems that he/she has received from the group 
in this decodification process.

This decodification process actually involves similarities to the debrief we receive after the experien-
ce in the experiential learning-based sessions. 

A Freirean decodification session is not interested in the participants’ attainment of the conceptua-
lization necessary in the context of the “learning objectives” of the relevant subject. It is the process 
that is important to the educator and each session actually sets the next session. The goal is to de-
epen together and explore together in the journey of dialogue. Furthermore, in the usual experiential 
learning-based debriefing sessions, we educators do not approach the reflections of the participants 
as decodification, and we do not get into a process to re-code these reflections do them. In general, 
the learning target of each session is already clear, and the experiential learning games that will lead 
us to that learning target are already selected.

However, experiential learning games are also problem-posing codes in a sense. If Freire’s codificati-
ons with visuals and dramatization give information about the group’s own realities and thematic uni-
verses, then the debriefings after the experiential learning games can give us the same information. 
For this, however, the problems coded in the game must be related to the group’s own realities and 
also the reflections from the participants during the debriefing must be approached with a decoding 
eye.

Just as in Japanese culture, if we look at the sunlight through the leaves and the light turns into a 
“komorebi”, we can discover that these methods contain a lot more than they seem when we view 
the experiential learning games through a dialoguer view.
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To view all 
of the game

While we were discussing the subject of socialization with the students, I noticed that there were some 
problems in defining the relationship between social status and social prestige. We realized that media, 
social media, and our own cultural codes determined the status and respectability relationship. I applied 
“The Letter from the King” Game to see how our social values established control over us and how much 
reference was made to human rights when assessing events.
When selecting characters, I especially preferred my students' mother-father status and the social roles 
they were expecting from them. The crimes committed by the characters were important in terms of 
revealing the relationship between my students’ social values and their perception of crime.
In the debriefing session, first I asked the convicted characters some questions about "what happened, 
how they felt". The strongest reaction of my students who played guilty roles was "Teacher! No matter 
how we defend ourselves, they won’t listen; they remain stable with their values". The members of the 
jury also stated that they had great difficulty when deciding. Because they hesitated about which they 
should have taken as the basis of their decision; the person's status, the guilt, their own values or the 
universal values. In general, when we made evaluations a ll together, I  saw that they were evaluating 
according to a  measure I  had missed; was i t a crime committed against the society or an individual 
crime? They said that they were trying to be fair but they knew only the concept of the right to life on the 
subject of human rights, so they based their decisions on their own values. I tried to revise the debriefing 
questions according to the answers given.
Since I realized at this workshop that my students' knowledge about human rights was incomplete, I 
organized a workshop for that. In addition, I also tried to do a workshop based on democratic citizenship 
consciousness because we noticed the problems of not listening to each other's ideas and not treating 
fairly.
Because the letter of the King caused us to have quite a conflict about social values, social control and 
human rights, we had tea at the canteen. While my students were talking about the new features they 
discovered in their personalities and joking about the workshop, I realized how nice it was to be with 
them. I was proud of them.

Philosophy Teacher
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n  DECODIFICATION & LEARNING STYLES RELATIONSHIP
The experiential learning theory contains many elements that shed light on us, the educators. Fore-
most among them, it reveals the fact that each individual is special and can learn “better” in different 
ways. Methodologies developed on the basis of giving maximum response to the different needs of 
different learning styles progress by touching each stage of the experiential learning cycle and ensure 
that both a cognitive and a transformative learning process takes place.

With this knowledge and experience, the educators who carry out Freire’s coding and decoding ses-
sions can attach importance to the learning styles and self-expression preferences of the learners 
when choosing the appropriate method to code the problem as well as planning the decoding phase 
(debriefing).

Just as an experiential learning game which does not contain the participant’s own reality can not be 
an appropriate tool for coding, the coding and decoding methods which are not selected according to 
the participant’s learning styles and self-expression ways can not be efficient tools either.

In any case, a dialogue process that is built together is essential to understand the participant’s 
learning styles and self-expression ways.

When we arrived the 5th week of our training activity, we discussed the subjects of "child 
labor and lack of communication / violence" with refugee children, on the basis of our observa-
tions in previous weeks. Because these are children working in textile factories, and we obser-
ved that verbal violence was very prevalent among in the neighborhood they lived, at work, at 
home and among their f riends. We applied this training method with a  photograph activity 
using visual techniques from Freire's problem posing codification methods. Namely; A photog-
raphy theme was about t extile factory a nd v iolence. Looking a t these p hotographs, the  
children n arrated their e motions a nd thoughts a nd c arried out a  d iscussion o n how the  
problems in the photographs could be solved. Through all this process, of course “they choose 
themselves how they would express themselves most comfortably.” In this process, before  
we asked them, they directly said; "We want to paint, and we want to write". Here, as an  
important point, we realized that compared to the first week, children started to overcome the  
difficulty in their thinking processes. The children who would say "how come, what do you  
mean?" when we addressed questions in the first week, now this week they get up immedia-
tely and express themselves. Because starting from the first week, we have tried to establish 
a common language with them by observing their values and learning styles. We saw that we 
slowly drilled holes in their once closed,  limited frames. To be able to determine the decoding 
method with the target group; their subject positions in the process of self-expression and 
their management of these processes via active participation created a  tremendous interacti-
on between both the trainer (us) and the participants. Contrary to this, if we had showed the  
photos and presented directly saying “you can do your decodification in these methods”, we 
could have caused rise of "resistance" especially in such sensitive groups, and we could have  
not get such productive expressions for their problems.

Youth Trainer Working with Refugees
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n  WHY ADAPTATION?
The European Union Youth Programs have played an important role in the dissemination of experien-
tial learning methodology in many countries. Experiential learning methods for non-formal education 
activities carried out under the Youth Programs are not only recommended; but also the experiential 
learning methods have been available for the use of educators with the training manuals developed 
as the result of the cooperation between the European Commission and the Council of Europe in the 
field of youth and the works by the SALTO Network. Thanks to the trainings of educators organized by 
the National Agencies and SALTO, the number of trainers using these methods has increased rapidly.

For the reason that all this cooperation is mostly international and the European Union Youth Prog-
rams support international activities more extensively, the experiential learning methods produced 
are designed with an international point of view, addressing a very general target audience rather 
than involving local elements.

It is natural that the training methods designed with an international context are insufficient to 
comply with local realities and local problems. It is one of the important requirements in the field that 
the experiential learning methods that need to be extended at the local level can also be adapted 
according to local realities.

Freire’s process of designing a training program from top to bottom and the coding and decoding 
methodology he runs in this process actually gives us - the trainers - all the information and approach 
necessary to adapt experiential learning methods.
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FROM DIALOGUE TO ADAPTATION
There are some basic elements in a learning game:

• Topic
• Time
• Environment and location
• Characters
• Dialectical relationship between characters
• Problems and conflicts
• Naming & Imagery
• Rules and duration

The game attempts to code the truth by including all or some parts of the above elements.

Adaptation of a method involves changing the elements we have listed above, according to the target 
group. What the equivalents of these elements in the target groups are can only be revealed in a 
Freireian dialogue process.

Freire’s both literacy and post-literacy education approaches require each program to be developed in 
conjunction with the locals of each region. In this process, the educators conduct research to disco-
ver the thematic universe and linguistic universe of the target group. This process also includes a lin-
guistic research that will reveal how people express themselves. Freire advocates that the language 
cannot be separated from the social reality of people. In the cycle of codification and decodification, a 
deepening is experienced, which is aimed at exploring personal realities of the target group and their 
ways of expressing this reality.

An experiential learning trainer who works with his/her target group using these methods can collect 
a lot of data regarding that he/she can adapt the elements symbolizing real life in learning games, by 
exchanging them with what. 

When experiential learning-based training programs are run with this approach, adapting the games 
according to the local realities will bring with them a natural need and end result, since learning ga-
mes will already become codification tools.
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Adaptation
Example

“From the Circle to the
 Solution” 

To View 
All of the Game 
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 p
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 c
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Adaptation
Example

“Student Village Simulation”
 

To View 
All of The Game
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FROM
CHILDREN 
AND YOUTH
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14-16 Age Group High School Students Gebze, Kocaeli

“They do not just listen to me, they understand me as well.”

“I could express myself very well with this activity we did. I really 
enjoyed performing because acting allowed me to explore my interests 
and talents that I was not aware of.”

10-15 Age Group Refugee Children Working in the Textile Works-
hop Yarımburgaz, İstanbul

“I wish I did not work, I wish I went to the school in the morning, not to work.
I want to study. I want SCHOOL, not job.”

“I can express myself best in here and talk about our problems with our friends, 
we open our hearts to you.”

18-24 Age Group Young people studying in Social Services De-
partment, Samsun

“I used to think civil society and social work as contradictory areas. Now I see 
that it is not possible to separate them from each other. “

“At the beginning of the training, there were definite judgments about various 
subjects in my head, and I have not even questioned these judgments. But 
today I question myself for why I did not question them.”

8-10 Age Group Elementary School Children Going to the 
Boarding School. Solhan, Bingöl

“Generally we listen in the class, but here you always listen. That’s why I asked.”

“Teacher! Can we also join your classes and play games?” (A middle school 
student who sees the practices with primary school students)

n REFLECTIONS FROM CHILDREN AND YOUTH
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17-18 Age Group Anatolian High School Students, Ankara

“You taught me the main purpose of the schools in a very short time. 
I understood that schools are not only education places but also a fact that 
determines our future social life. “

“I saw that learning is better when everyone is on an equal level. 
It was a more relaxed environment when the teacher was a student. “

“In that scene, I experienced what really happened in my life and I also gave you 
that experience.”

 “Teacher! You are our energizer.”

18-24 Age Group University Students, Kayseri

“I am a student now and I think that being a volunteer is the only tool to solve 
the problems that obstruct our life.”

“I guess what volunteering gives me is a clear conscience. Or I fool myself that 
I help people who need it.”

12-18 Age Group University Student Volunteers in a Civil Society 
Organization Working with Children at Risk, İstanbul

“He has given me hope, that we can make the world more beautiful.”

“Speaking for myself, I think I am internally changed, I am more hopeful now, 
I think this change is mutual”

16-17 Age Group Anatolian High School Students Kocaeli

“I wish all classes were philosophy lessons. Because in that class, I discover 
my own talents and myself. “

“We learn while we have fun, I love it.”
“I love you very much.”
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It all started in an underground cave about a year ago.

“ Anyone who finds this chest, something miraculous will happen in his/her life when he/she applies the 
information in it.” was written.

We went after that miracle. 
What was the miracle?
Was it death and rebirth?   
Moving a stone from its place? 
Was it splitting the sea?

With this book, we have witnessed the transformations in the lives of teachers, youth workers and 
children and young people in contact with them.

With that curiosity and enthusiasm, we have read, questioned and applied all of these.
We broke our walls and reborn for liberation and rehumanization.
We were not the same after we came out of that cave.
And we never will.

Isn’t that the real miracle?

Dear reader, Lao Tzu says “A journey of a thousand miles begins with a single step”.
Our journey has begun from the moment you first opened this book.
Now it is time to live the miracle in your life as you continue this journey. 

It’s time to reach out to the light falling into your heart, after the apples falling on your head.
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For your feedbacks on this book; 
you can contact us at 
dem@demturkey.com
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“At the point of encounter there are neither utter ignoramuses nor perfect sages; 
there are only people who are attempting, together, to learn more than they now know.”

Paulo Freire


